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Exploring the Impact of Equine Facilitated Learning on the Social and
Emotional Well- Being of Young People Affectedby Educational
Inequality
Jill Carey
Abstract

The overall aim of the present study was to exarnmaempact of an EquinEacilitated
LearningProgrammeon the socialandemotionalwell-beingof youngpeopleaffected

by educational inequality.A mixed methods design was used, witHoagitudinal
guantitative element employed to examine changes ower itn key variablesand
qualitative methods used to explore experiences of the programbependent
measurefcluded the Strengths and Difficulties Questionnaire (SDQ), The Piers Harris
Self ConceptScale (PH) and the Youth at Risk Prograe@Evaluation Tool(Yar-Pe).
Participantsvere88youngpeoplemale= 62,female= 26) agedbetweer8 and18years

with anaverageageof 13 yearsof age(SD= 2.20),alongwith their parentsaandteachers.
Quantitativedatawerecollectedoverthreetimepoints Thesecondime point included
interviews with the young people, their parents and teachers selected from those who
had participated in the quantitad data collection at time one and time two

Retention of participants was high in the youngptearoup 72%), but lowe in the
parent (54%) and teach@9%) groups Quantitative and qualitative data were initially
analysed using OR#/ay and Two-Way repeated measures ANOVA and thematic
analysis respectivelyPatterns werghenidentified from both data setsto highlight
evidenceof convergencend divergenceof findings. Significant differences from the
OneWay repeated measures ANOWereobservedn severalmeasuresncluding the
Strengths and DifficultiesParents Total Difficulties and Peer Problems;Teachers

ProsocialindStrengths and Difficulties QuestionnainmpactSupplementyouth At
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Riski Programme Evaluation To¥loungPersonsand Teachers total scoréputh At

Risk T Programme Evaluation Todleachers Personal and Social Objectives; and the
PiersHar r i s Ch iCbndepteSnat@stal &eréPhysicalAppearancel-reedom

from AnxietyandPopularitysubscales.Two-Way repeated measures ANOVA for young
people in the clinical and neclinical range reportedignificantfindingsfor participants

who were in the clinical range,basedon self- reporting (Strengths and Difficulties
Questionnairel otal Difficulties). Overall, integration of the data suggest thaditive
changes n t he vy ou n-gwarpness pnd ecktnalsskills,fas two of the five
social and emotional competencies used as part of this ssulikely to be associated

with participation in the Equine Facilitated Learning Programmbe use of multiple
informants in a mixed methods approach was found to be especially insightful as it
provided a deeper understandwfghe benefits of the EFP beyond the objectives of the
study, including the sense of calmness experience by the young people after the EFP
sesions, how the EFP encouraged the young people to develop their resilience levels
during sessions and suggestions abowtthe programmean help generalise the young
peopl esd | earning acr os sA revieve of the thigorketigal a n d
frameworks indicate that Social Cognitive Theory combined with Biophilia Hypothesis
provide an improved understanding of how EFPs may be effective in promoting social
and emotional welbeing. As this is one of the few studies which has used a mixed
methodsapproach these findings hadynificantpotentialfor the future development of

EFPs as alternative interventitor young people with social and emotional difficulties.
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Chapter 1. Introduction

1.1. Background to the Study
A growing body of research indicates an increase in the number of yoeoge
presentingvith socialandemotionalifficulties bothinternationallyandnationally,with
a greater number from socioeconomically disadvantaged areas and apneyfaence
amongstboys (Cooper,Masi & Vick, 2009). Within the educationsector,nurturing
a young personods s ebeimngamay hke rcehsideredoegually msa | v
important as academic attainment (Hallam et al., 20B&)lam and colleagug2005),
i n di scussing a young personé6s hi eellar chy
being, as the lower order needs, must first be fulfilled, followed by behaamlir
attendance and finally academic attainmeAt.s s uc h, a yoaand per s
emotionalwell-being almostbecomesa prerequisiteto their academicachievement,
a view also supportedby other researchergDurlak, 2010, 2011; Greenberget al.,

2003; Zins2004).

Although there is a clear link between social and emotidiffedulties and educational
failure, as there is between social and emotional difficulties aodoeconomic
disadvantage, it is not necessarily the case that these factors can goeaiemotional
or educationaloutcomes(Shipman,Schneider& Brown, 2003). Thereare various
factorsthat come in to play such as individual resilience, social and cognitive
competenciesexternal social supports and parental characteristics which may also
contribute towarda youngp e r s pmsitise@ocioemotionaloutcomegRutter,1979).
Whilst one factor associateavith socioeconomialisadvantagen and of itself may
not resultin a youngperson developing poor social and emotionalvelhg, a number
of factors,once combined, greatly increase tikslihood. In acknowledgement of the
importance of social and emotional wb#ingand educationatquality,therehasbeen

1



anincreasean the numberof socialand emotional welbeing interventions developed
within schools both internationally andationally. Zins (2003) found that such
programmeswere particularly effective for young people affected by educational
inequality. Equine facilitated programmes (EFPs)p@as intervention, are increasingly
being used to promote social and emotional elhg of young pople affected by

socioeconomidisadvantage.

1.2. Overview of the Study
Theaim of the presentstudyis to developan understandin@f the potentialrole of an
EFP in improving the social and emotional wa#ing of young people between Hyes
of 8 and 18years, affected by educational inequality in an Irish coratghding both
Delivering Equality in Schools (DEIS) primary and post primary schodkilst the
scale of ducational inequality is too vagt be addressed by a simple programme, the
study ams to promote positive outcoswhich may potentially counteract educational
inequality in the context of thearious other supports that exist within the School

Support Programme which are discussed in greater detail in Chapter 2.

This studyusesa mixed methodsapproachto examinehow an EFP may impacton a
youngper sonds soci al-beimgn dhe rTamework bemg lisedvibe | |
currentstudyis that putforwardby theUSbasedCollaborativefor Academic Socialand

Emotional Learning (CASEL, 2015) which suggeststhat social and emotional
competenciedie within five interrelatedskills areasncluding selfawarenesssocial
awarenessselfmanagemerdandorganisation, responsible problem solviagd finally
relationshipmanagement. Thesecompetencies are recognisadincreasing a young
personbd6s | ikelihood of e naglcationn(@oodmant&h and

Gregg, 2010; Gorard, 2010As boys are reported to display higher lev##lsocial and



emotional difficulties, (Cooper etl., 2009) the study also examimgender differences

of young people on the social and emotional competendiks. studyalsoexamines

the young peoplesd experiences thikcan heir
potentially contributeto developinga deeperunderstandingof the EFP mediating

factors. Fi nal | vy, the study examinesetbéernyol

recommendations for fututeFPs.

Key conceptdhatarecentralto thestudyaredefined,andanoutlineof thethesischapters
isthen presented. Figure 1 beldlustrates the overaitudy aims anabjectives
highlighting which study objectiveswere quantitativelyand qualitatively measured.
Figurelwill alsobeusedto illustratethe quantitativestudyobjectivesn Chapter6 and

the qualitative study objectives in Chapter 7 and are highlighted in yellow in each

chapteito emphasise each set of stundyjectives.



Study Aim

To explore the impact of an EFP on the social and emotionabwigly of young people affected égucaional

inequality

Study Objectivesi Quantitative

1 To identify any changes in sedfvarenesself
management, social awarenegsponsible
decision making and the ability to foypositive
relationships following participation in the=P

1 To identify anyevidence of significargender
differences among young people in relation
selfawareness, sethanagemensocial
awareness, responsible decision makingthad

ability to form positiverelationships

Study Objectivesi Qualitative

Review the impaobf the EFP omself
awareness, relationships, behavi@ur
communications

To examine youngforpeop
evidence of factors or aspects of the EFich
may contribute to any changes identifiedtie
first quantitative studgbjective

Toexamingg oung peopl etsa@hers
perspectives of the EFP to identify higherel
patterns of convergence and divergendéir
views.

Strengthsand Youth atRisk PiersHarris Semistructurednterviews
Difficulties (SDQ) Programme YP YoungPeople Parents an@leachers
YP, H®&®s &| EvaluationTool
(Yar-pet)
YP, H®s
SocialEmotional SocialEmotional | Social Understanding of theFP Understanding of thEFP
Competency Competency Emotional Impact of an EFP oself Impact of the EFP oself
Selfmanagement Selfmanagement | Competency | awareness, emotional awarenesggelationships,
Social awareness Social awareness | Self awarenesand communications &n
Relationships Relationships awareness communications behaviour
Suggestiongor Suggestiongor
improvements for thEFP improvements for thEFP

QuantitativeAnalysis

QualitativeAnalysis

Integration of Quantitative and QualitatiRata

Findings

Figure 1.0Overview of Study Aims an@bjectives

1.2.1 PersonalContext
The appointment of a research assistant was made in response to potential conflicts of

interest that could arise as the researcher is the Chief Executive Officer of the

organisation whickalsoprovides the EFPsThe research assistant was recrugedhe

basis of her experiencd mterviewing young people.

recruitedthrough Dublin City University andiassupervisedy both thesis supervisors.

4
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The research assisténs r o | eoutilined irf gueatér degail in Chapter bigure 2
below illustrates the role of the researcher and that of the research assistant for each

stage of thelata collection and analyses.

Research Research

wQuantitative wAnalyses of wQualitative wAnalyses of
Data Data Data qualitative
Collection at Collected atT Collected at data collected
wT, T,and T T,and T T at T,
Supervised by
both thesis
Supervisors

Figure 2 Overview of Data Collection and Analyses atleTime Point

1.3. Key Concepts
The conceptsof social and emotional well-being, educationalinequality and EFPs,

are referred to continuously throughout stisdy.

1.3.1 Definition of Social and EmotionaWell-Being
Whilst thereis growing evidencerelatingto the value of developingayoungp er son 6 s
socialandemotionalwell-being (Poulou,2007; Watson& Emery,2010)the literature
offers a numberof differentterms(Brauner& Stephens2006;Elias & Kress,2000;
Hoffman, 2009; Humphrey,Lendrum& Wiglesworth,2010; Mayer & Cobb, 2000).
Thesehaveincludedterms suchas emotionalliteracy, social competenceemotional
regulation and emotional intelligence (Barblett & Maloney, 2010), personas@aidl
development (National Behaviour Support Service [NBSS] 2006), and sandl

emotionabndbehaviouraskills (Guideto SocialandEmotionalLearningin Queensland



State School2011). TheWorld HealthOrganisatiofWHO) stateghatiigoodmental
healthenablegpeopleto realisetheir potential, copewith the normal stresseof life,
work productively, and contributeto their communitieé (World HealthOrganisation,

2015,p.5).

Althoughthereare varying definitions of social and emotional weting (Humphrey et

al., 2010)theygenerallyencompasshreekey elements. The first elementrelatesto
emotionalwel-bei ng which is indicated by -a per son
confidence. The second dimension refers to psychological veeling, typically
reflected in ap e r sabilitydtesproblem solve, manage emotions, behave empathically
anddemonstree resilience. Thethird andfinal indicatorof socialandemotionalwell-
beingrefersto social weltbeing, indicated by an ability to develop and maintain
positive relationshipswith others and characterised by an absence of behavioural
difficulties (National Institute for Health and Care Excellence [NICE], 2013).
Increasingly,recognitionof the value of social and emotional welleing is reflected

in the growth in interventionand programmesow beingprovidedto youngpeoplen
education(Jones& Bouffard, 2012). As outlined at the start of this chaptehet
definition of socialandemotionalwell-beingthatis usedfor the currentstudyis that put
forwardbythe CASEL, (2015) suggeting that socialand emotionalcompetenciesie
within five interrelatedskills areasincluding selfawarenesssocial awarenessself
managemenand organisation, responsible problem solviagd finally relationship

management.

Inlreland,approximatelyl5,000youngpeopleverediagnoseavith socialandemotional
difficulties attending both primary and pgstimary schools (National Councifor

Special Education [NCSE], Banks & McCoy, 2011Barry (2012) suggestghat



approximately25 per centof Irish youngpeoplepresentingvith emotionalandsocial
well-beingdifficulties are associated with factors such as school failudelorquency.
Thereis clear evidencethat young peoplewith social and emotionaldifficulties are

at higher risk of school disengagement and early school leaving than their peers with
well- developed social and emotional competencies (Quiroga, Janosz, Lyons & Morin,
2012). TheDepartmenbf EducationrandSkills (DES)UniversalProgrammedf Social,
Personal, Healtland Education(SPHE) addresseshe needto promoteand develop
ayoungper sonds soci al-beirmgnndootre primaryi andnpapkimawy e | |
schools. In recognition of the risk for young people from socioeconomically
disadvantaged areas developing social and emotional difficulties, the School
Completion Programme, &ey strand of the School Support Programme of the
Delivering Equality in Schools(DEIS), is responsible for sourcing and providing
programmes and interventions aime enhancinga young p e r s sonig and
emotionalwell-being. The main focus of the study @ the continuum of social and
emotional welbeing, recognising that social and emotional selihg has a positive

end and an extreme negative endlt is within this contextthat thecurrent study is
examiningthe impact of an EFP on the social and emotional well-being of young

people affected by educatiomaequality.

1.3.2 Educationallnequality
Defining equality in education has two dimensions (OECD, 200 firstdimension
isthat offairness suggesting that a sogia obstarleshaeld s on 6 s
not prevent them from achieving their potentialhe second dimension is thait
inclusion, and the needto ensurethat all young people have a minimum standard
of education. Thesetwo dimensionsarebroughttogetherin onemodelwhich defines

equity in education,No More Failures - Ten Stepsto Equity which are basedon



fairness inclusion with the third elementwhich describeshow resourcesshould be

prioritised towards those most in need (OERQON7).

In the Irish context, th&ducation Act of 1998 (Department of Education &uience,

1998: 32; 9) def i nes theithpediments toedachtiasings adv ant a
from social or economidanequalitywhich preventsstudentdrom deriving appropriate

benefits from educatioim school® .This definition was criticised for being too broad

and lacking specificity (Kellaghan, 2001), leading Jeffers (2002) to suggest that the

Combat Poverty Agencyo6s definition (CPA, 1909¢
description:

fithe complex intaction of factors at home, in school and in the commufiitgiuding

economic, social, cultural and educational factors) which result in a yopegon
derivinglessbenefitfrom formal educationthan their peers.As a resulttheyleavethe

formal education system with few or no qualifications, putting theam etequality in

thelabour market,curtailing personaland socialdevelopmeniand leadingto poverty

and social exclusian(p2.).

Educationaldisadvantagés thereforeseenasa seriesof activeprocessesvhich results
in educatioml inequality (Dickson, Gregg & Robinson, 2013; Keogh & Whye08;
NationalEconomicandSocialForum[NESF],2002;Tormey,1999),aviewpointclosely
aligned to Br onf en b rteoy asa hdtifacetsohénongenoo a | syst
influenced by various bipsychosocial factors (Kane & Hayes, 2010he resulting
problemof educationaddisadvantagés no longerseenaslying within the person,but
within the wider structural societal inequalitiess such, the term educationaéquality
has replaced the term educational disadvantage reflecting the basic prin@gleslivy

of conditions as preequisites for educational equality (Lynch &ke&a, 2005).



Educational inequality is a multifaceted phenomenon which has been shole to
influenced by various bipsychosocial factors (Kane & Hayes, 2010) and a symptom
of a broader range of societal issues (Combat Poverty Agency, 2003; Kellaghan, Weir
OdhUall achai n & ondemguegty mesponsed Qifmed .at redrestieg
imbalances are complex and require the development of a rangesofirced
interventionsincluding personal,social, cultural and economicfactors (Cullen, 2000;
Downes &Maunsell, 2007).Educational inequality is the context fibie current study

asit examinegheimpactof an EFP on the socialandemotionalwell-being of young

people affected by educatioma¢quality.

For the purpose of this study, the tezducational inequalitas opposed teducational
disadvantage will be used as it is most frequently cited within the literature antet is

context within which this study is beingpdertaken.

1.3.3 Equine FacilitatedProgrammes

The term equine facilitated ggramme refers to a wide variety of programmeslving
people and equined?rogrammes include both ridiragnd norriding activities andare
used for young people, teenagers and adults in both the profit and not fospobéits.
La Joie (2000) notetthe variations of the term whilst Selby (2009) and SelbyZmith
T Osborne (2013) reported on riding and fm@hing programmes both classifiedEBPs.
In its broadestsense suchprogrammesnclude equinefacilitated psychotherapynd
counselling and eduoe facilitated learning, coaching, management araining.
However, such variations of the term can cause confustemaining within thenon
riding equine facilitated programmesof equine facilitated psychotherapyand
counselling, sessions deilitated by psychotherapists and counsellors who work with

people with specific mental health issueBy contrast, equine facilitated learning



facilitators focus on areas such as self and social awareness, teambuilding and
communication skilleand othe areas of personal development which can be used in the
per s on 6day irdeaagtions with othersFor the purpose of this study, the term
equinefacilitated programmé¢EFP)will refer to both equine facilitated psychotherapy

or counsellingandequinefacilitated learning, unless otherwise reported in the relevant
section. This studys concerned with the nending EFPs as distinct to ridirgFPs of

Therapeutic Riding or Hippotherapy.

1.3.4 Children and YoungPeople

Thetermschildrenandyoungpeopleareusednterchangeablthroughouthisthesisand

refer to young people up to the age of 18 years of @ge.Irish Child Care Acf1991)

and the Children Act (2001) define a child as anyone under the age of 18\ealns.

has been written about the berefif involving young people in research, especiaily

the health and social research areas (Balen et al., 200®)hall (1996) arguedhat

young people should be regarded as competent in contributing to assessing the impact
of interventionsdesignedfor them, with Williams (2011) further proposing that

y oung pneavenerirsrésearctaddsotheunderstandingf differentprocesses,
asthey have their own unigue perspective based on their experience, a view supported

by Clay,

Surgenor and Frampton (2008)istening to the views of young people in the context

of social and emotional relationships has gained particular recognition (McAuley, 2010;

ascited in Smyth,2015). Theinvolvementof youngpeoplein researchalsoreflects

the legislativepatternsthat haveemergedover time governingyoungp e o priglss 6

viewingt hem as 6éactive beingsé (for example, A
rights of the Child, 1989).As the current study is examining eatervention aimed at

enhancing thesocial and emotional well-being of young people, their views and
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experiencesre central to thstudy.

1.3.5 Format of Thesis
Chapter 2 addresses educational inequadity @epresents the context within whitte
currentstudy is located.Irish educational policy for supporting young peofriem
socioeconomically disadvantaged areas to engage with and complete their ediscation
also discussedThe main focus, however, of Chapter 2 is to examine the rosochl
andemotionakcompetenciem contributingtoayoungp e r sedutdiienaéngagement
and achievementsBr onf enbr enner 6s (1977) bi oecol o
used to illustrate the factors that contr
and emotional difficulties.Chapter 2 also examines the development and impact of
social and emotional webeing interventions and programmes both internationally and

an in Irish context.

Chapter 3 provides the theoretical background to the present. sk chapter
examines the theoretical frameworks which support the involvement of animadstas
of animal assisted interventions (AAIl) in working with young people vdtial,
emotional and behavioural difficulties. In particular, this chapkamines the rolef
equines in EFPs, and critically explores how their involvement may facithate

development of social and emotiorampetencies.

Chapte#t providesanoverviewof EFPsin anlrish contextandexamineghestudieghat
havebeencarriedoutto-datein Ireland. An outlineof theEFPatthecentreof thecurrent
study is presented, together with the rationale, study aim and objedihiestudyaims
to examingheimpactof anEFPonthesocialandemotionalvell-beingof youngpeople

affected by educational inequalit$pecifically, the study examined changes iretieas
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selfawareness, social awareness, -s&dhagement and organisatiomgsponsible
problem solving and relationshipanagementThis chapter is writte separately from
Chapter 5 which outlines the methodology of the study, as it focuses on the literature
pertaining to the Irish context thereby allowing Chapter 5 address how the study is

conducted.

Chapter5 presentsthe researchdesignand methodologyusedto measurethe study
objectives.The study collected data from young people, their parents and teasheys
a mixed methods design which collected quantitative data at three time poinge$o(é)
the youngpeoplestartedthe eight week EFP,(2) at the end of the programmeand(3)
threemonthsafter the youngp e o p dorapgetionof the EFP. Qualitativedatausing

interviews were collected at the end of the eight vigfeR at the second time point.

Chapter 6 presents the quantitafivelings and explores if changes occurred otigre

as reported by the young people, their parentseawahers.

Chapter 7 discusses the qualitative data and Chapter 8 discusses the datarall
integration of both datsets. Chapter9 discusseghe findingsin relationto the study
aim and objectives and the literature reviewédnally, recommendations fdurther

researclandfuturepolicy andpractice arg@resented.
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Chapter 2. The Role of Sociabnd Emotional Well-Being in Promoting

Educational Equality

2.1. Introduction
It is acceptedhat educationis a strongpredictorof adult life chancegqHirsch, 2007;
Organisatiorfor EconomicCo-operatiorandDevelopmenfOECD], 2010)andis aright
that each young person should be given in order that he/skiewaop his/hgvotential
bothintellectuallyandsocially,irrespectiveof social,economiar culturalstatug Smyth
& McCoy, 20009; Uni ted Nat i on sTheelappéadto e n 6 s
be three key reasons for the growing attention in theuleand implementation of
policies aimed at combatting educational inequality (Levin, 2003; Wood, Levinson,
Postelwhaite& Black, 2011). Firstly, accessto educationis increasingly being
viewed as a basichuman right (Cavicchiona & Motivans, 200pyotected by Article
26 of theUniversal Declaratiorof Human Rights (1948), Articles 28, 29 and 40 of
the Conventionof the Rightsof the Child (1989) and Articles 13 and 14 of the
International Covenanton Economic, Social and Cultural Rights (1968he lack of
access teceducation consequently becomes a social injustice problem (Machin, 2006;
Preece, 2006). Second, the provision of education opportunities ultimately results in
people becoming employable (Blundell, Duncan, McCrae & Meghir, 2000; OECD,
2011b) andwill thereforeenablepeopleto achievea higher standardof well-being.
Finally, there are increasinginks betweereducationakquityandac o u n tapagity s
to achieveenhanced economic growth and development (Sherman & Poirier, 2007; The

Europe 2020Competitiveness Repo2010).

Educational inequality exists within an economic, political, secitbural andaffective
context (Lynch, 2001) and as a symptom of a broader range of societal (Esumisat

Poverty 2003; Kellaghan et al., 1995Jhis highlights the complexities associated with
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developing responses that need to be rdiftiensional, addressing personagcial,
cultural and economic factors, consequently emphasising the challenges involved
redressing the imbalances which at¢he root of educational inequality (Cull&g00;
Downes & Maunsell, 2007; Fleming & Murphy, 2000; Gershoff, Aber & Ra2663).
It isagainsthisbackdroghatthecurrentstudyis exploringthepotentialof anEFPaimed
atpromotingsocialandemotionakell-being,recognise@sfosteringhealthybehaviours
andeducationaéngagemerdandattainmen{Durlak,2010,2011;Greenbergtal.,2003;
Zins2004)for youngpeopleatrisk of educationainequality. A keyfocusof thischapter
thereforeis on educationalinequality as the contextwithin which the current study

is examining the impact of a&FPon young people affected by educational inequality.

This chapter starts wittkaminingBr onf en b r e n n e ofbisecologydhich) mod el
has been wd el y used to explain tyheungongexpgl esfd
development.In particular,Br onf enbr enner 6s model i's used
have been shown to contribute to understanding the complexritidscauseof

educational inequalityAs the young people at the center of the study all attend DEIS

primary and post primary schools, the School Support Programme is reviesvitok

national measure aimed at countering educational inequibtiowing this, he chapter

then discussethe role of social and emotionalell- being as one factor which can
potentiallypromoteeducationakquity. This sectionof the chaptestartswith areview

of historyanddefinitionsof socialandemotionalwell-b e i n g . Brofl®&nhbr enner
bioecologicalmodel of developments also discussedn an attemptto explore the

factorsthat contributeto the developmenbf a youngp e r ssoaiab and emotional

di fficulties a n & social oanegmot@mnaldeyetopnreny is bapeed r s o n 6
on positive interactions across multiple environmermsreviewof the prevalence of

social and emotional difficulties amongst young peogieth internationally and
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nationally is then presented range of social and emotionakll- being interventions
and programmes are then outlined and discus$adally, howsocial and emotional

well-being programmes are delivered and measured in the Irish camexewed.

2.1.1 A Bioecological Approach to Explaining Education&hequality
In considering the contributing factors to educational inequality, it is important
recognise that young people do not experience educational inequality in isol#tion.
young personds environment and conbideied, r el :
emphasising that a young person exists within two independent domains, in\amthng
theindividualandenvironmentafactors affectedoy characteristicef thefamily, school
and community (Hamilton & Redmond, 2010Bronfenbrenner and Evan&000)
propose that a childbés devel oparentchild i s s
relationships)and distal (e.g. cultural norms)influencesmore so than unidirectional

influences, as illustrated in Figureb&low.

‘g Chronosystern

Tarme

(sociohistorical
conditions and tirme
since life events)

. =

Figure3.Br onf en b r e n rEeotogys© 2008 G@apyrighobMcGraw Hill HighBducation

Br onf e n {19%)bioeeotogicamodelhighlightstheroleof contextanddescribes

how eachof thefive maininfluencingfactorscanaffectchild developmentincludingthe

c hi | d dmwlogioalvand genetic aspectghich can be considered as parttioé
microsystem, with the family representing the most important influencing facttie
microsystem describes how the physical environment in which a young person grows
up and livesjncluding the regular face to face interactions children have faittily,
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neighbours and other environments, such as early child care and edEAZiCE).
Considerable research has been conducted which demonstrates how the quality of
c h i Endgiremen playsa significantrole in their overall social,emotional,physical
and/or cognitive development, particularly in their early years (CentreE&oty
Childhood Development and Education, 2005; National Scientific Councithen

Developing Child2004).

ThesecondevelofBr o n f e n {19# }heosyis tbemterrelationshipbetweenwo

or more microsystemgmasosystemyuchasp a r eattendaidcet schoolmeetings,

which hasbeenshownto positivelyaffectac h i hcdd@migrogressandattainment
(Desforges & Abouchaar,2003Movi ng t o the third(l978v el i n
bioecologicalmodelis the settingin which a child, thoughnot directly participating,

nonetheless, may affect him/hefor example, parents working patteif@xosystem)
suchasrosteramayimpactontheavailablegimefor parenthild contactor parentavhose

work requiresxtensivearavelmayresultin eitherparentspendindessor moretimewith

their child. Government policies, political, social andltural norms arefurther
considerations which may influenclde a chil
macrosystem deals with the physical and emotional context (Bronfenbrennerah@é79)

provides ideological values which may then shape the environment.example,

countries with weHldeveloped educational policies have a higher rateddcational

attainment than those who do not (OECD, 20¥0). f i f t h | @hromdsysteri) 6t i me &
asit relategothec h i éndirdrsnentvaslateraddedo Bronfenbrem e thidesological

model (Bronfenbrenner& Evans, 2000). Environmentalchangesthat may occur

over time might include the timing of a family me mb edeaibhor a significant

changein family circumstances.
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Il n summary, B r o n bieecological riheoeyr sGrsniseg thad ybuny
personds growth and devel op meenvironmentah f f e c
factors that shift and fluctuate over tim@f particular interest in the current study is

the development of the young persontlie context of their family and thechool

environment which is discussed throughout this chapter.

2.1.2 National Response t€ombatting Educational Inequity
The needs of those left behind within the Irish education system haveippsached
througha variety of legislativedevelopmentsuchasWhite Paperon Education(DE,
1995), Education Act (DES, 1998), White Paper on Early Childhood Edud@es,
1999) and an EducationWelfare Act (DES, 2000). Further efforts to consolidate
and harmonise the viaus policy matters relating to children are evident in the most
recent legislation; the Child and Family Agency was established in 2014, which has
dedicated responsibility for the improvement of childéensll-being and outcomes.
One of the eightpriority objectives of the Child and Family Agency Act (2013) has
particular significanceo educationalinequality asit aimsto ensurethat all children
receivean educationin addition to the provision of educationwelfare servicesto
supportand monitor childrends attendaThis e, p a
representa positive reform ai med at bringing
The educational policies that have been developed since 2005 appear to be closely
aligned to bestpracticeas setout in the OCED model (2007)dNo MoreFai | ur es 6

referredto earlier in thischapter.

In aneffortto co-ordinateexistingprogrammeshathaddemonstrateduccess dealing
with educational inequality and introduadditional programmes, the DES launclzed

newactionplanfor educationainclusionthroughtheframeworkof6 D e | i Eqeality n g
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of Opportunity in SchoolDEIS) in May 2005 (CECDE005). Figure4belowpresents
thekey measureshathavebeendevelopedo combateducational inequality reflecting
many el ements of t hNeo OMVCoErDe nhoaliced disdess€d0 7 )
throughout this section. Figurehighlights the multidimensional approach needed to

counter educational inequality.

National

Policy -

DEIS Action
Plan 2005

National

Educational Early Start

Welfare Programme
Board

Measures to
combat
educational
Alternative disadvantage Universal
educational Pre-School
route

Literacy &
Numeracy
Programme

Reduced
ClassSize

Figure 4 Measures to Combat Educatioiaéquality
Designedoy the Author

The DEIS Action Plan aims to ensure that schools which provide educational services
to disadvantaged communities receive the maximum level of support that is available
and includes children from piehool through to second level educatiorl8}. The
core elementsnclude a standardisedystemfor identifying and reviewing levels of

inequality and an integrated School Support Programme [SSP] dDBYS).

2.1.3 DEIS SchoolClassifications
There are three main classifications for DEIS Schdg&nd 1 of primary schootefers
tothoseschoolsaffectedbythegreatestiegreefinequality,with remainingparticipating
urban/town and rural primary schools classified as BandCBntrary to theband

distinctions within the primary schools, there are no urban or rural classificatipost of
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primary schools other than those secondary schools which participate DEI%
Programme(DES, 2005). The selectionof primary schoolsfor DEIS is basedon
the socioeconomic factors that best predict achievement, includingmployment,
percentage of local authority accommodation, lone parenthood, membetratéhieng
community, families with 5 or more children and pupils eligibleffee books. By
contrast, the criteria for selecting secondary schools for DEIS focuses maieeon
predictors of secondary education including Junior Certificate retention ratesaans,

and Leaving Certificate retention rates (DES15).

2.1.4 The SchoolSupportProgramme
Both primary and secondary schools in urban and rural areas receive additjais
throughthe SchoolSupportProgrammégSSP)in avarietyof waysasillustratedin Table
1 below,with SSPmeasuredividedbetweemrimaryandpost primaryschooldn urban

and ruralreas.
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Tablel. Measuresncludedin the SchoolSupportProgrammeéor ChildrenandY oungPeoplein Primary
andPostPrimary Schools

School SupportProgramme DEIS DEIS DEIS
Primary  Primary  Secondary
School School School
Urban Rural Urban

AdministrativePrincipal V

Additional Capitation \% \Y \%

Reduced classize V Y, \%

Greater financial allocatierschools boolkgrant Vv \% \%

Specified Literacy and Numeracy Supp®etrvices V

Home School Community Liais@cheme Vv \%

School CompletiolProgramme Vv Vv \Y,

Transfer programmes from primary to secondsaiyool V V

Access to professionalipports Vv V \Y,

Enhanced planningupports V \Y

Curricula choice (Junior Certificate SuppBrogramme V

JCSP)

Alternativeeducational routes (Leavil@grtificate \Y

Applied)

New school library and librarian (schoolshihest vV

concentration oflisadvantage)
Source: Department of Education and Skills Websit€2015)

An evaluationof the SSPcarriedoutin primaryschoolsbetweer?007and2010reported
that the SSRppears to be starting makesomeprogress in combattingducational
inequality,particularlyin theareaof literacyandnumeracyDES,2011;Weir & Archer,
2010). Additionally, positivediscrimination in the form of reduced class sizesiréner
feature of the DEIS Action Plan (Weir et al., 2011), were reported with tagsteded

for DEI'S school sdé cl| 23l3). si zes (Weir & McAvi

Other initiatives have focusedon providing alternativeeducationakrouteswithin the
education system for those at risk of leaving school early such as the Qeniticate
School Programme (JCSP) which is used mostly in DEIS scholile JCSPwas
introducedn 1996in orderto deviseaprogramne suitablefor theneedsf youngpeople
identified as being at risk of leaving school early without completing Jtweior
Certificate. Figure 5below shows the increase in JCSP participation sinéedeption

in 1995 (DES2005).
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Figure 5. StudenParticipation in JCSP for 1995 @014

For those students with a stronger vocational ability, the Leaving Certifimatational
Programme provides opportunities to students to focus on enterprises and préparing
working life (National Council for Cuitulum and Assessment [NCCAN.d.). This
programmeombinesanumberof academielement®f theLeavingCertificatetogether
with a focus on selflirected learning. For students whose learning needs acateoéd

for bytheLeavingCertificateor LeavingCertificateVocationalProgrammetheLeaving
Certificate Applied provides an alternative programme of continuous assessitient

final exams in the areas of English @&ammunication.

2.1.5 National Educational Welfare Board as a Measure to Combat
Educational Inequality

Poor school attendance has been linked to poor educational attainment and a high risk
of educational inequality (National Educational Welfare Board [NEWB], 200#).
response to this, the NEWB was established in 2002 under thetiéduddelfare)Act

(DES, 2000a), in order to promote attendance, participation and retdntifunther
effortsto supportschoolretentiorandcompletiontheNEWB functionsweretransferred

to the Child and Family Agency in 201Accordingly, there araow three keystrands

of the NEWB including the SchoolCompletionProgrammgSCP),the Home School
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CommunityLiaisonSchem&HSCL),andtheEducationaWelfareServicg EWS)which

support young people at risk of educatianafjuality.

The SCPis animportantcomponenbf the DEIS Action Planand onewhich playsan
importantrole in respondingo the socialand emotionalwell-being of young people
(DES,N.d). The majority of young people at the centre of this study are referteeé to
EFP by the SCPasyoungpeoplewho havebeenidentified asexperiencingsocialand
emotional difficulties. The SCP discriminates positively in favour of children ymahg
people at risk of early school leaving and focuses on maximising satteadance,
participationandretention. Theprogrammeoperatesn 470 primaryschoolsand224
postprimaryschoolsvith approximately248full -time,627parttimeand2,211sessional
staff involved in the programmeA main focus of the SCP is the designof focused
andintegratedplansin the holistic supportof youngpeopleat risk. Such plans include
social, emotional and personal supports both during schodafeardschooin line with
theyoungp e r shmmearslcommunitysupportneeds. An important feature of the
SCP is liaising with community and voluntary agenciedewgelop relationshipghich
can supportthosemostat risk. In the contextof the currentstudy, the organisation

provides EFPs to young people who have been referred BCtiRe

The HSCL Schemas the second strand, is primarily concerned with working thi¢h

parentsof pupils consideredo be mostat risk of the challengesassociatedvith poor

school engagementprogressionfrom primary to secondaryschool and thoseat risk

of leaving schookarly. As such, HSCL G-ordinators work with both primargnd

secondary schools A key themeof the HSCLis working in partnership with the
significantadults n t he young personbs | ife as a mean

educationalinterestsof the young people. Cordinators may engage with parents
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through leisure activities, curricular events,and personaldevelopmenprogrammes,
with the ultimategoal beingto equip parentsto becomeresourceso their children.
Particularemphasids placedon involving parents in literacy and numeracy initiatives
both in the home and in schoalspart of the wider policy to improve national literacy
and numeracy levelsCentral tothe HSCLSchemeareeffortsto empowerparentsn
orderto developtheir own capacitiesn order to enhancetheir ¢ h i leduéatonal
progress (Developing an Irish Intercultural Strategy a Home School Community

Liaison Response [HSCLN.d).

The third strand of the NEWB are the Educational Welfare Officers (EWO), logated
the most disadvantaged areas across Ireland, whoiwadnjunction withthe HSCL
and SCPcoordinatorsto supportschool retention and better educationaloutcomes
for young people. Forayoungpersomotattendingschool,the EWOsareresponsible

for arrangingappropriate out of school interventions (NEWBd.).

The NEWB (inclusive of the SCP, HSCL and EWOs) was the focus of an evaliration
2012 which examinedthe impactof the integrationof the threeservicesandincluded
children, young peoplefamilies and staff from the NEWB and DEISchools.
Respondents expressed high levels of satisfaction with the primary objectives of each
of the NEWB functions, in particular the need for continued individualisagport
programmesn the areaof school attendanceand social, emotionaland behavioural
difficulties (NEWB, 2012).This finding has significance for the current study giiten
overall focus is aimed at enhancing the social and emotionabeiell) of youngeople
affectedby educationalinequality. Whilst evaluationsof the DEIS Programmehave
focusedntheareasf literacy,numeracyattendanceagetentionandplanning,nostudies

to thea u t hlkmowtedgehave examinedthe DEIS p r o g r aimpaet snd/oung
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peopl esd s oc iwalbeing (Bohythe McCdy & Kingatdr2015).

2.1.6 Interim Summary and Conclusion: Educationahequality
This chaptersetoutto provide a brief overview odducationainequalityasthe context
for thecurrentstudy whichexploredthe impactof an EFP on the socialand emotional
well-being of young people affected by educational inequalitBr onf enbr enner 6
(1977) bioecological theory highlightshe significanceof reciprocal interactions

betweerayoungpersorandtheirenvironmentind recognises thmportance otontext.

The School Support Programimseone strand of a mutimensional approach designed
to counter educational inequality, with specific responsibility for supporting young
peoplewho may beexperiencingsocial anceemotionalifficulties. AssuchtheSchool
Completion Programme stdfaise with local communityagenciesn the provision of
appropriate interventionsThe young people at the centre of this stadlg referred by
the Shool Completion Programmstaff, and illustrates @ractical example of how
young people atsk of educationalnequality can be supportedrtlugh liaising with a
community agency, in this case therganisationsEquine Facilitated Learning

Programme.

As the focusof this studyis ontheimpactof an EFP on the socialandemotionalwell-
beingof youngpeopleaffectedby educationainequality,the next sectionreviewsthe
role of social and emotional wdbeing programmes as one intervention whickay

potentially contribute to countering educatiomaquality.

2.2. Overview of Social and EmotionalWell-being
The pasttwo decadeshavewitnesseda growth in interventionsaimedat developing

young peoplesd social and emot icapalitescapabi |
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support the achievementof positive life outcomes. Theseinclude educational

attainment, employment success and health status (Goodman & Gregg, 2010; Gorard,

2010; Raven& Knitzer, 2002 Youth Foundation, 2000 Both educators anchental
health professionals acknowledge titaportance of social and emotional wbging
amongsthildren and young people (CASEL, 2007; Catalano,Oesterle,Fleming &
Hawkins,2004;Centerfor MentalHealthin Schoolsat UCLA 2008;Conte,2005;Elias
& Haynes2008; Waston & Emery, 2010; Ellid¥jalecki & Demaray, 2001; Marcelino

Botin Foundation, 2008; Zins &lias2006).

As previously mentioned, SEL Programmes are increasingly being introcamed
integrated into many educational setting as they represent the place where &aldren
about personal and social relationships outside of the immediate faraiiy
neighbourhood (Aldgate, 2010)/vhi | st t he research shows
is strongly influenced by how well a family funct®fiFamily PaediatricqlReportof the

Task Force othe Family, 2003)schools aréncreasingly beeseen as environments
which can potentiallyinfluence the developmentof a young p e r s sonid and
emotional well-being (Cohen, 1999; Humphrey, Lendrum, \&gelsworth, 2013).
Increasingly, educatorsare acknowledgingthe importanceof social and emotional
competencieaswell asacademic achieveme(burlak, WeissbergDymnicki, Taylor,

& Schellinger, 2011; Malecki & Elliot, 2002) with educational policies actively

t

addressing and monitoringyaungp er son 6 s p s ybeilmgdGilleg2Dld)al we l

Internationally and nationally, there has been an increase in the number opgaheg
presentingvith socialandemotionalifficulties (Cummins& McMaster,2006;National
Council for Special EducatiofNCSE], Banks & McCoy 2011; Offord, Boyl&

Szatmari, 1987;Perouet al., 2013). A greateroccurrencas reportedamongstyoung
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people from socioeconomically disadvantaged communities (Duncan el394;
Goodman,1999; Knapp, Ammen, ArsteinKerslake,Poulsen& Mastergeorge2007;
Richardson,2008; Spenceret al., 2002; Weissman Prusoff, Gammon,Merrikangas
& Lackman, 1984; World Health Organisation [WHO] 2003), and a greater
prevalencemongboysthangirls (Cooperetal., 2009;Lober,Burke,Lahey,Winters&

Zera,2000).

Many children from low socioeconomic backgrounds have been showrperience
socialand emotionalinstability which canthenaffect their behaviourboth within and
outside of the school setting (Jensen, 2068)ythermore, youngeople with sociahnd
emotional behavioural difficulties are reported to be at greater risk of experidesing
positive interactions with teachers, which may lead to negative experiereshscation
(Jacket al., 1996; Panacek& Dunlap,2003). Consequentlythey have also been
reported to experience difficulties in completing their education (Groom & Rose, 2004,
OECD, 2013). Additionally, they are reported as being twice as likely to leave school
early than those with weltleveloped social andmotional competencies (Combat
Poverty Agency [CPA] 2005; Jimerson, Anderson & Whipple, 2002; Landrum,

Tankersley &Kauffman, 2006; National Economic and Social Council [NEEF]2).

Positivesocialandemotionalskills havealsobeenassociated witthighereducational
attainment andtrongeremploymentoutcomes(Zins, Weissberg,Wang & Walberg,
2004) with evidenceof engagementvith schoolbasedSEL programmesesultingin
higheracademic attainme(Durlak, WeissbergDymnicki, Taylor& Schellinger2011).

In contrastpoor socialskills and limited social competencénave beenshownto be
strong predictors of academic failure (McLeod, 2000; Shoenfield & Janney, 2008;

WebsterStratton &Reid,2004; Websteltratton, Reid & Stoolmiller2008).
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2.2.1 History of Social and EmotionalLearning
Daniel Goleman has been cited as being the main proponent in bringing the research
socialand emotionalwell-beinginto the public arena(Clarke, 2010; Hoffman, 2009;
Norris, 2003; Sigmar, Stretcher Hynes & Hill, 2012;Liu, Xu & Weitz, 2011), most
notably through his 1995 publicati@motional Intelligencé& Why Can It MatteMore
Than 1Q(1995). However, the concept of social and emotional learning is nobigw
rather builds on the work of Salovey and Mayer (199@p developed anodel
containing five domainsThes e i ncl uded knowi n gneseif,e 6 s
recognizing emotions in others, demonstrating empathy and maneaatmpnships.
Social and emotionalintelligenceis also seenas an extensionof Ga r d e 111883)6 s
Theoryof Multiple Intelligencesvhichsuggesttheexistencef severarea®f emotional
intelligence,including musical,bodily kinaestheticlogical mathematicalspatialand
linguistic, interpersonal and intrapersonal intelligencé@$e latter twointelligences
represent particular relevance to the discourse on social and emotional compessncies,

they reflect two of the key components of social and emotisekidbeing.

Goleman (1995) suggests that cognition alone may nibseif, be enough fosuccess,
eitherthroughoub n esdusatiororino n difé, aview previouslyputforwardby Covey
(1996),who suggestshat socialandemotionalskills may, in fact, be a moreeffective
indicatorof personal and professional succtsn cognitive ability. Golemari1995)
further proposeghat emotionalskills canbe learntand nurturedover o n elifetame,
especially during childhood years, when emotional habits can be establiBhisds
particularly relevant to the current stuay it highlights the potential learnirgmongst

young people with social and emotion#ficulties.
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2.2.2 Recognising Social and Emotion&ifficulties
A young personb6s soci al and emotadithem al
internalisingor externdising behaviourspracombinatiorof both(Lane,MenziesBruhn
& Crnobori,2011)with girls presentingvith ahigherincidenceof internalisingoehaviour
than boys (Bennet, Ambrosina, Kudes, Meti & Rabinovich, 2005; Giannakopaetlous
al., 2009;Growingupin IrelandReport[GUI], Nixon, 2012;Lavigneetal., 1996)and
supportedby a number of epidemiologicalstudies(Lin & Wang, 2007; Verhulst
& Verhulst& Koot, 1995). Forthosewith internalisingbehavioursthethreatcanbe
limited to the individualthemselves compared to a young person with externalising
behaviours wheri2 mayaffectothersandself (Cefai& Cooper,2010),representinghe
highestlevel ofstudenteacheiconflict (Drugli, Klokner & Larson,2011),disruptionin
theclassroonsituation and requiring a greater level of attention (Miller & Jome, 2010).
In contrast,internalising behaviours are not disruptive to either peers or teachers and
can be overlooked/Achenbach& Rescorla,2001), which may account,in part, for
a lower reporting compared to those with externalising behaviodrgernalising
behaviour may manifest as shyness, somatic complaints, poorcgefidence and
withdrawn behaviour (Achenbach & Rescorla, 2001; Terzian, Hamilton & Ericson,
2011), anxiety, depression and eating disorders (Lane et al., 20Ry. contrast,
externalising behavioutgpically present as aggressive and disruptive, accompanied by

an absence of guilt areimpathy (Ghafoori & Trac2004).

Theeffectof bothinternalisingandextemnalisingbehaviour®nyoungp e o pedueatidn
was examined by McLeod and Kaiser (2004) using the -P@8® Children ofthe
National Longitudinal Surveys of Youth Data Set. McLeod and Kaiser (2004) tioaitnd
young people who presented with a rangetdrnalising and externalisingehaviours

had significantly less likelihood of completing their educatibforeover, thosgoung
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peoplewith externalisingbehaviourswere lesslikely to accesshird level education,
thereby illustrating the effect ovarie of social and emotional difficultiefRegardless
however of how social and emotional difficulties present, left unattenteth
behaviourscanresult in poor selffmage and sel€oncept, low seltonfidence anan
inability to developand maintainrelationshipsall of which potentiallycompromise
a youngp er s ahiity $o selFmanagewithin the education setting (Fraser &

Blishen, 2007).

2.3. Prevalence of Social and Emotional Difficulties amongst YoundPeople
Internationally and Nationally
2.3.1 Prevalence of Social and Emotional Difficulties: Internationalevel

As outlined at the start of this chapter, there has been an increase in the prevalence of
young people presenting with social and emotional difficulties (Cefai & Cooper, 2006;
Maughan, levolino, & Collishaw, Maughan, Natarajan, & Pickles, 2010; Rutter &
Smith, 1995). Though the reasons for the increases are unclear, Eckersley (2011)
suggests that social, economic, cultural and environmental changes are key contributory
factors, a view spported bylLayard and Dunn (2009) who further suggest the way in

which adults now relate to young people may also account as a contributory factor.

The prevalence of social and emotional difficulties has been reported taceoyding
to gender, age, high and neighbourhood, with higher rates found in inner citidmys
more so than girls and more prominent in teenagers than young chi{Seial,
Emotional and Behavioural Difficulties [SEBDA], 2006), though recent figures show
an increasen the incidenceof difficulties in children in primary schools(Cooper,
2006, Rose et al., 2009).That said, reported increases may be related to improved

diagnosisanddiagnosticcriteria,thoughWalkerandMelvin (2008)arguethatthis may
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notentirelyexplain the reportenhcreases.

The trendin the prevalenceof socialand emotionaldifficulties is evidentin various
internationalstudies. For example,in the USA, between2004 2009, 5.11 per cent
of young people between the ages df 47 yearspresented with serious socatd
emotional difficulties (Centers for Disease Control and Prevention, Perou 2041.).
Collishaw and colleagues (2010) reported an increase in the rate of so@atathal
difficulties in the UK, with 7 per centof 11-16 year olds presentingwith conduct

disordersemotonal disorders and 12 per cent diagnosed with clinical mdhtass.

Collishaw (2009) reported that UK students are experiencing higtesof emotional
difficulties in 2006 than in 1986, with recentfigures suggestingthere are 150,000
youngpeoplein mainstreamand specialschoolswith significantsocialandemotional
difficulties (SEBDA, 2006). Furthermore, USA and Australiamationalsurveys also
report a decl i ne andemptonaivel-beme (Bgkdrseys 2011s oc i a |

Twenge et al.2010).

Cummins and McMaster (2006) and Sullivan, Arensman, Keeley, Corcoran and

Perry (2004) found that the most prevalent disclosed disorders included emotional
difficulties, oppositionaldefiant disorder(ODD), conductdisorders,attentiondeficit
disorder{ADD), attention deficit hyperactivity disorder (ADHD), developmental delay
and autismspectrum disorder (ASD), eating disorders and-smtial behaviour.The
prevalenceof ODD and conduct disder were reported as being twice as high amongst
boys asgirls and increasing with ageThese findings are similar to Martin and Carr
(2004) who exploredthe prevalenceof one or more psychologicaldisordersamongst

3,374young people and teenagei®he findings showed that 19 per cent, or 600 young
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people, had at leashepsychologicatisorder. Of thisgroup,43 percentexperienced
anxietydisorder, 25ercentwerediagnosedvith ODD, 10 percentexperienceanood

disorderand20per cent hadymptoms associated with cliniaak.

2.3.2 Prevalence of Social and Emotional Difficulties amonggbung People:
National Level

In anIrish context,a review of the literaturerelatingto the prevalenceof socialand
emotional difficulties of young people is uncle&or example, the GUI Report Nd.
(2012)which monitorsthe developmenof up to 20,000Irish children between2006
2012, found that whilst the majority of nine year olds are developing widmysocial
and emotional difficulties, between 15 per cent and 20 per cent of childrbetveeen
2,000 and 3,000 children, present with significant levels of social eandtional
difficulties. If these figures are then applied to the first six yeapiofary schoolsand
five yearsof postprimaryschool,it is possiblehattherearesomewheréetweer22,000
and 33,000 children and young people experiencing significant levels of smothl
emotional difficulties across Irish school.hes e fi gur es d20k2c ur
figure of 25 per cent of young people experiencing social and emotional difficolties,

whom 10 per cent require clinidaéatment.

In Ireland,in 2010,6,900 youngpeoplein mainstreanschoolq4,456in primaryschools
and2,444in postprimary)receivedadditionalteachinghoursasaresultof emotionaland
behavioural difficulties [EBDNCSE, 2010) increasing to 7,830 in 2012 (5,006
primary and 3,041 in post primary school3able 2 below showsfigurestaken from
the NCSE (2011) reporting the number of studentswith emotionaland behavioural

difficulties in receipt of additional teachimgsources.
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Table 2.Number of students with EBD and severe EBD in receipt of additional teduing

Primary PostPrimary Total
Students with additionddours 19,445 19,007 38,452
Students witiEBD 3,993 2,565 6,558
Students with seveleBD 859 413 1,272
Students with EBD/seve&EBD 4,852 2,978 7,830
accessing additionéaching
hours
Students witHEBD/severeeBD 24 9percent 15.6percent 20.4percent

as per cent of total studentith
additional teachinbours

Source: NCSE October2011

These figures exclude the support for young people with low incidences of aundial
emotionaldifficulties in mainstream primary and pgatimary schools which, i201%
2012, were reported to be 8,224 young people (NCSE, 2011) showing an infcogase
previousyears. Thereappeardo be a needfor an improvedreportingsystemon the
number ofchildren and young people presenting with social and emottifiedulties,
especially as these difficulties may increase or decrease overtime and are raported
escalate as young people grow old&/ith a possibilityof so many young peophith
social emotionaland behaviouraldifficulties attendingschoolsin Ireland, a greater
prevalencemongsboysandgirls andyoungpeoplefrom sociceconomiaisadvantaged
areas, the problem of appropriate interventions in response to this is a chall&oge to

young people, parent, schools aadiety.

2.3.3 A Bioecological Approach to Explaining Social and Emotional

Difficulties
The previous section presented a bioecological approach to understanding educational
inequality and the importance of context and interactions between a young person and
their family, school and communityThe Australian Institute of Health and Welfare
(2012) propose that a bioecological approach to social and emotionddeirail can also

be illustrated through the following model in Figireelow.
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This model outlines how aemyptionalrdeyvelgpreenss on 6 s
basedon positive interactionsacrossmultiple environments. Figure6 showshow a

young person is at the centre of the model, surrounded by their intrapersonal
characteristicsAs with the CASEL (2015) social and emotional weding framework

which is discussed later in this section, this model highlights &oyoung person

displays their characteristicdependsn their stageandageof developmenandtheir
owngeneticsaand biolgy. The model also emphasises the importance of the interacting
environmentof influence in the home, early education and in school experiences as
importantpredictorsfor the healthy development of social and emotional-eihg.

The significance oin- school supportsand positive pupil teacherrelationshipswere

discusseckarlierin thischapter.

33



Br onf e n HXI9&)ymoderhdpsto providean understandingsto how a young
personbs social, emot i <eingtanbaplieycedibypadh and c
proximal and distal environmental factorgzurthermore, as these interactioase
continuouslychanging,they can potentiallyimpacton a child at anytime, from early

childhood throughto adolescence. Consequentlyjt is reasonabldgo considerthat

specific changewithin thec h i Engi@rsnentontainthe potentialto eitherincrease,

orequally, decreastheir social, emotional,physicaland/orcognitive well-being. For

example family circumstance such as divorce or bereavemmayt result in a decrease
inayoung personb6s s o éeeimm.l Equally,da creamge of a gonray | wel |
p e r samaiabesivironment in moving from primary to secondary school may also be

a cause o$ocial andemotionaldifficulties. Transitioningfrom primaryto secondary
schoolhasbeenfound to be one of the most difficult times for young people(ESRI,

2010; National Economic and Social Council [NESC], 2002; Smyth, McCoy &

Dermody, 2004) with pupils from lowéncome familiesfound to be more at risk of
unsuccessfullyransitioningto secondaryschool (Gutman & Ridgley, 2000). Social,

emotional and academic wdlking haveébeen highlighted as key qualities necessary

for young people to successfully progréssecondargchool(lrish NationalTeachers
Association[INTO], 2008)in additionto high selfesteem and setfonfidence. In the

context of the current study, these findingave particularsignificance as the EFP

focusis young peopleattendingDEIS schoolswho present with social aneimotional

difficulties.

In this context,an interventionsuchas EFP maybe considered as having the potential
to counter such difficulties.Given the interconnectedness and interdependency of a
chil dés soci al, aadtoo tcagmitiveadevelopment yand Gaawl

environmental factors can influence these, gribable that underdevelopment of one
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or more of these processes may increase the likelibbad/oung person to be affected
by educational inequality (Layte & Nolan, 2013As such,this thesisproposesthat
interventionssuch as EFPs may have a role to play in improving the social and

emotional wellbeing of young people affected legucational inequality.

Al t hough a young personb6s c harchamadedstice st i ¢
may be beyond the influence of schools, evidence illustrates the schools patential
reduce some of the risks associated with educational inequality (OECD, 284R2a)ls
thatcreatea caringandnurturingschoolclimatearereportedashavingmoreimpactthan
school resources or policies (OECD, 2000) and are associated awglemic
achievementschool successand teacherretention.Kern, Hilt and Gresham(2004)
propose three key features relating to positive school climate inclgdicigemotional
and physicalsafety,studentteacherrelationshipsandteachingandlearningstrategies.
Schoolswith positive teachefpupil relationshipshavebeenshownto be of particular
significancewheresuchexperiencesnay not existin the home(Heckman,2011)and
have beenreportedto promoteacademicsuccesqSchaps,2005).For young people
affectedby educationaiinequality, the teachefpupil relationshipcan also impacton

a p upi-image (Syehl £015) with personal and educatiopaiformance
(Battistich,Schaps& Wilson (2004) influencing how a pupil feels aboutand views
their school experiencéDarmody& Smyth,2005),asit may providethe socialcapital

that can be missingathome(Roffey,2012;Tsai& Cheney2012). Theimportanceof

one good adult reportedthe significanceof a young personhaving one caring and
interestedadultin their life and how potentially this canhelp to increasecoping skills

and provide a senseof belonging (Dooley & Fitzgerald, 2013)[his need intensifies

for young people whimay be missing this important relationship in the home (Darmody,

2007).
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The effectivenes®f classroomstrategiesn supportingyoung peopleat risk are also
reported to play an important roleearning centredpproaches with wetllesignedand
structured sessions which are inclusive of both social and academic asgeatsioiy
(Dumont, Istance & Benavides, 2010; Faubert 2010; Graue 2009; Watigidbme,
2010) have been identified as being particularly effectraubert (2012) argues fibve
needfor specificinstruction,assessmerandcurriculumrelatedpracticesasthey have

been shown to be particularly effective for young people affectelishgvantage.

In-school supports also include a reductioelonination of separating pupils based
academicability, otherwisereferredto as earlytracking. Suchpracticeshavebeen

shown to accentuate the learning differences amongst students (Hanushek, 2006) and
increase inequalities (Ammermueller, 2005), thi students from disadvantaged
backgroundsfound to be particularly affected (OECD, 2013)However, the
introduction of comprehensive initiatives and educational reforms have been shown to
reduce this practice (Akkerman et al., 2011; Backman, Jakobsen, Lorentzen,
Osterbacka,& Dahl, 2011;JakubowskiPatrinos,Porta& Wisniewski,2012; PISA,

2010;Wisniewski,2007).

As a child grows and develops, the family influences decrease, with school and
community factors playing stronger influencing roles (Eccles, 1999 ough risk

factors in isolation may not contribute significantly to social and emotional difficulties,

a ombination of factordiave been shown terve as indicators of negative outcomes
(Klein & Forehand, 2000), with young people from families with multiple fasitors
atconsiderablygreaterisk (Dekovic, 1999).Despite the adversity ofayoupge r s on 6 s

circumstances, any intervention which fosters exposure to protective factoligelyil

i mpact positivel y -leing(Bradigyo8uHaygs, p087)As smueh,d s we |
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an EFP may hold potential for enhancing the social and emotionabe&relj ofyoung

people at risk of educationialequality.

Having reviewed a bioecol ogi calematipnalr oac h
developmentanumberof thefactorswhichcontributeo socialandemotionadifficulties

will now bepresented.

2.3.4 FactorsContributing to Social and EmotionaDifficulties
According t o Bronfenbrenner 6s imiotant7 ) t h
influencing factor on Machyesearchdaspeeondudedd s d e
intotheparenthildrelationshipparticularlythedaughtemotherrelationshipwhichhas
been associated witpcial and emotional outcomes (Nixon, 2012uthoritarian or
neglectful parenting styles were reported to result in more social and emotional
difficulties(Dewar, 2013; Martine& Garcia, 2008; Rathraaff et al., 2009; Wang, 2006),
in contrastto parenting styles typified by high degrees of responsiveoespled with
high demands of appropriate behaviour, both of which are considered necessary for
positive outcomes(Santrock, 2007). Moreover, study findings suggest that the
child/parent relationshignd family processesnay be of more significancefor child
developmenthanfamily structureor income levels, a finding also reported by (Bernard,

Stephanou & Urbacl2007).

Thereis alscanexpandinditeraturebaseontherelationshipgpetweemmaternatiepression

and poor social and emotional outcomes (GUI, 2013; Raposa, Hammen, Brennan &
Najman & Ashman, 2008) wittlepression representing one of the top disabling
disordersworldwide (Chatterji, 2007). In a study conducted by Kiernan & Mensah

(2009), data fromthe UK Millennium Cohort Study was usedto explorethe extent
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to whicht he mot h ewvellébsing arel edoreoiinic circumstances were related to

a ¢ hi beahdvisur and cognitive developmen®orking with a sample of 13,877

children, the study found that maternal depression was clasdpciated witho the

mot her Oafbehawipuppatterss . | n addi ti on, -beilgavasmot her 6
reportedasnor e I mportant for the young personods
economic deprivationwhich was found to matter more for the ¢ h i Icabdtive
developmentHowever, the UK MillenniumCohort Study was based on secondary

analysis oéxisting data rather than randomised study trials resulting in an inability to

draw causal relationships.

Although maternaldepressiorhas been reported to lsausedby biological factors
(Epperson2002)it mayalso be caused by poor environmental factors closely associated
with poverty (Caseyet al., 2004). Whilst there are variations in the severity of
maternal depression,available supports may contribute to different outcomes for
children (BernareBonnin; CanadiarPaediatric Society, 2004), suggestingthat less
available supportsmay have a greater negative impact on children whose mother is
clinically depressed.Given what isalready known about the relationship between
poverty and maternalepression, it is eviderhat a child born into an environment
characterised by both poverty and matedegiression, is less likely to develop positive
social and emotional outcomes (Goodman et a011; GUI,2012)thantheir more
affluentpeergChild Trends,2014),with incidencesf social and emotional webeing
difficulties increasing for children in single paremtouseholdsin economically

disadvantaged areas (G2012).

The importance of environmental influences on the early social, emotimhadgnitive

development of children, especially within the first five years, has also been the focus
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of studies (Biedinger, 2011; Heckman & Masterov, 2007; Knapp et al., 20€vpoth
biological and environmental factors shown to contribute towadigational success
(Goleman, 2002). With ECCE predicting reported social, emotionghysical and
cognitive outcomes, there has been a particular interest in the provision off @CCE
children from disadvantaged areas (Nores, 2010) as it has been shalieniaitesome
of the causes of educational inequaliBrojects such as the HighScope P&rgschool
and Abecedarian Projects have demonstrated positive outcomes for chfldren
disadvantaged areas not only in terms of education attainment, btitralsgh toadult
outcomes (Campbell, et al., 2012). Studies comparing disadvantaged chiltien
attendedHeadStarprogrammesgacomprehensivE CCEProgrammeandthosethatdid
not, also demonstratedhigher academicperformanceand attainment(Deming, 2009;
Garces, Thomas & Currie, 2002; McWayne, Hafasighan, Cheung & Wrigh£012),

highlighting the role of ECCE in countering some aspects of educaiiecailality.

For those parents who may be affected by educational inequality, the téwny
consequencea¥ providingasupportiveandeffectivelearningenvironmentor theirchild
posesmanychallengegGoodallet al., 2010). Thesecanincludea lack of resources,
both financial and personal,including poor literacy and numeracyskills, lack of
transport, educationahaterialstime andlow self-confidencdn their ability to support
theirc h i teachirgy (Goodall et al., 2010)A mo t h academic qualificationsn
particular have also been cited as a strong predictor of educationalinequality
(Goodman & Gregg, 2010; Sir8jlatchford, Sylva, Muttock, Gilden, &Bell, 2002;
Waldfogel & Washbrook, 2010). Fahey, Keilthy and Polek (2013), foilmadl mothers
with no Leaving Certificateweretwo to threetimes morelikely to havechildrenwith
poor social and emotional skills. The risk thereforeof young people at risk of

educationalinequality developing social and emotional difficulties is reflectsath
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internationally and nationally with 40 per cent of Irish people whose parents leave a
level of education (less than upper secondary level) reported to be more likelyab stay

that level, compared to an EU average of 34 per cent (Eurd31=).

Much has been written about the relationship between bullying and the aodial
emotioral difficulties of young people (Centers for Disease Control Brelention,
Perouwetal.,2011). Victims of physicaland/orverbalabusénavebeerreportedo present
with high rates of social and emotional difficulties (Wolke, Wo, 2000; Woods, [Bone
Hardeep,2009). A 3 year Australianlongitudinal study involving 3,459 students
between thegesof 111 14, foundthatl in 4 teenagersverebullied everyfew weeks
or more. Furthermoreyoungpeoplewho havebeenbullied areat higherrisk of poor
psychosocial andducationabutcomeswith perpetrator®f bullying reportedto have
greaterconduct disordersyyperactivitysymptomsandpeerproblemshanthosewhodo
notbully (Smith, Polenik,Natasita& Jones,2012). With social relationshipsshown
to haveparticular importance during adolescence, young peopleth@refore more

at risk of socialexclusion (Juvonen, Graham & Schusgif03).

2.3.5 Development of Social and Emotional Learnifyogrammes
Within the field of education there h&®en a considerable growth grogrammes
dedicatedo teachinganddevelopingsocialandemotionakompetencieto youngpeople
(CASEL,2007;Conte 2005;Watson& Emery,2010). Thedeliveryof SELprogrammes
are generally classified into three groups, includiniyersalschool basegrogrammes
indicatedand amulti-elemenprogrammes (Bywater, 2012)he universal schobhsed
programmesapplytothewholeschoolsuchasPromotingAlternativeThinking Strategies
(PATHS). Hoffman (2009) highlights the benefits of a universal SEL programrite as

serves the entire social and emotional climate for all the students within a sabioel,
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than it being designed for young people who may be at risk. MorrisbKiaby (2010)
furtherelaboratenthevalueof auniversalapproachn suggestinghatthemereabsence

of risks and problemsmay not in themselvede the influencingfactorsin the young

p e r spsychdlsgicalvell-beingbutthatprovidingpositivefactorsis necessarin order

to promote positivedevelopments. However, compared to classroom based
programmes, there is limited evidence relating tole/lschool approaches (Adi et al.,

2007)

ThesecondSELProgrammeategoryelatego indicatedor targetedorogrammesvhich
are aimed at improving the social and emotionalwelhg of individual youngpeople
atrisk of socialandemotionaldifficulties, andwho areshowingearlysignsof emotional
and behavioural difficulties, such as The Ameritbaredible Years Therapeut{small
group) Dinosaur ProgrammeThe third classification of programme is thatich
containsa multi-modal or multi-elementcharacteristicsuchasthe IncredibleY e ar s 6
Servicefor parentsof young peoplebetweenthe agesof 0-12 yearsof ageand used
extensively in the UK A further feature of multmodal programmes is tlievolvement
of externakcommunityagenciesuchasparentingprogrammeshatwork collaboratively
in order to improve homechool links. WebsterStratton and Reid (2010) suggekat
the greatesimpact from multi-modal programmess seenwhenthe programmedor

young people, their parents and teachers are deliggnedgtaneously.

A review of social and emotional basedinterventionscarried out by Bywater and
Sharples(2012) found that whilst universal,indicatedand multi-modal programmes
providedevidenceof improvementsn socialand emotionalcompetencieshe multi-

modal approachwasrecommendeds it enhancedhe prospectof learningoccurring

across context, thereby providing a more holistic approach. Weissberg anL283%
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reported that educators within the US have moved from short term fB&ilsed
interventiongo thosehataremulticomponenandmultilevel,astheyarenowconsidered
essentiafor long lastingoutcomes. Whilst the reasondor implementingany one of

these threapproachess unclear,it is likely thatthetime requiredin orderto measure
the impact of the SEL Programme, in addition to the resouneesled, may be

influencing factors.

The mainprogrammes which have originated in the United States include S&tepd
(1992), Promoting Alternative Thinking Strategies (1994), Lions Qu@3tiest
International1992)andCommunitiesT hatCare(1990) MindMattersandtheGatehouse
Projectin Australia, with other Europeansocial and emotional programmedargely
informed by US models (Watson & Emery, 201Though each programme magry
within the parameters of duration, content and curriculunprarammes ardelivered
within theeducationasettingadoptingawholeschoolapproachandaimto equipyoung
peoplewith core social and emotionalcompetencies. Theseinclude the promotion

of selfawareness, emotional and behavioural regulapoosocial and interpersonal
skills and responsible decision making. There has also been growing attention dedicated
to the development of social and emotional learning (SEL) programmes in the UK,
including theWelsh Network of Healthy SchoolSchemegDepartmentor Healthand
SocialCare, 2008), Social and Emotional Aspects of Learning [SEAL] (Humphrey et

al., 2010)and Healthy Schoolsitiatives.

In an Irish context, the national programme which includes a strong focuseon
promotion of sociahnd emotional competencies is embedded within the Departhent
Education and Skills programme, tHgocial, Personal, Health andEducation

Programme (SPHE) delivered all primary and post primary schoolS he primary
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school SPHE addresses three main strands includisglf, myself and otheend
myselfand the wider worldand focuses on fostering childésnwellbeing, confidence
andtheir sense of belonging. The curriculum also promotes chdslsmmse opersonal
responsibility and developing their selivareness, emotional regulation agehpathic
behaviours.Within the junior cycle, the SPHE focus is on supporting young people
developskills andabilities to learnaboutthemselvesand othersin orderthattheycan
make informed decisions about their wieding, including moral, social areimotional
factors around relationships and sexualite senior cycle SPHE curriculiaddresses
five key areasincluding mentalhealth,genderissues substanceise,relationshipsand
sexuality and physical activity and nutritioklowever, there havexisted smaller and
more focusedocalisedinitiatives suchasthe Zippy's FriendsProgramme(Clarke &
Barry,2 01 0) and the Young B&orgayp & Epséy01A) ncr e d

study.

2.3.6 Framework for Social and Emotional Learning for the Currei@tudy
Within the educationaketting,the US basedCollaborativefor Academic,Socialand
EmotionalLearning(CASEL)suggestthatSELcompetenciekle within five interrelated
skills areas includingselfawareness, social awareness, -sgihagement and
organisation, responsible problem solviagd finally relationship managementvith
each area containing further specific competencidgesecompetencies can be learnt
by young people throughout their school going years in accordancewith their

evolving cognitiveability.

Asthisstudyis beingcarriedoutwithin theeducationasetting theCASEL (2015) Model
competencies of sedwareness, social awareness,-sethagement andrganisation,

responsible problem solving and relationship management are those areaslibatcare
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usedto measuresocial and emotionaldifficulties, and consequentlhexplorechanges
resultingfrom participationin theEFP.Figure7 belowillustratesC A S E (2615)model

of SEL corecompetencies

Selfawareness
Ability to recognise emotions

recognising strenghts and
maintainig sense of self
confidence

Relationship Skills

Working in teams and dealing
effectively with conflict

Selfmanagement

Managing emotions & behavior t(
achieve a goal

Responsible Decision Making

Ethical, productive and positive
choices about personal and soci
behaviour

Social Awareness

Demonstrate understandign &
empathy for others

Figure 7. Social and Emotional Co@ompetencies

Source: Collaborative for Academic, Social and Emotional Learning (CASEL2015)

The first of the SEL core competencies address#isawarenessand the ability to
recognise emotions and values, in addition to recognising strengthématadions.
Furthermore, selawareness encompasses the ability to accurately assess himglene
recognisingo n eir@tesests,valuesand strengthsand beingableto maintaina sense
of selfconfidence. Second is that ofedf-managementvhich explores how a young
person catearnto manageheir emotionsandbehavioursn orderto achievea desired

goal. The thirdcompetency relates to socelvarenessand theability to demonstrate
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an understandingndempathyfor others. Thefourth SEL competencylescribeshiow
young peoplemake responsibledecisions,including making ethical, productiveand
positive choices about their personal and social behavioline fifth and final
competency refert the skill set required for formingositive relationshipsto help

young people workin teams and to deal effectively witbnflict.

Acquiring the ability to empathiseis a centralthemein C A S E LFéameworkand

is integrated throughout each of the five social and emotional competencies, relative to
the cognitive ability of the young persorfhis framework contextualises the young

p e r sgkils@rd behaviour by providing specific situations which the young person
canrelate to. The CASEL model recogni ses the Ve
perspectiveof social problems and gradually increases the expectations being made of
the youngerto older teenagerswho can, over time, begin to understandmultiple

aspectof situationgMaxwell & des Roches, 2010An addi ti onal f eatu
framework is its ability to measure individual social and emotional competencies,
thereforeallowing specific nterventions to be developed for those young people with

less socialand emotionatompetenciesa featurewhich is seenas importantto the
effectivenes$or SEL programmeby Hoffman (2009).Successful social and emotional
programmesiso supportthe idea that the most effective learningwill occurin the

context of supportive and challenging relationships (CASEL, 2003) and in
collaborationwith teachersand peerg¢Durlak,2011). Thesignificanceof socialand
emotionalprogrammesn schoolfor youngpeople at risk was particularly noted, as the
relationship with teachenmmay substitute for the lack of support in the home (Crosnoe

& Elder, 2004). Indeed, forsome young people, school experiences may represent the

only means of influencingn alterable@pportunity (Freitas & Downey,998).
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The methodof both instructionand opportunitiesto generalisdearnt skills are also
consideredsbeingtwo essentiatlementshatarerequiredn orderfor SELprogrammes
to be successfuland are besttaughtwheninfusedin the youngp e r s expelence.
However,evenwhentheseingredientsare presentFarrell and Vulin-Reyonds(2007)
highlighted that changing existing systems requires tWikilst a SEL programnraay
produce some changes in certain domafrfsinctioning at particular levels early am
theinterventionagreateidegreef significantchangesveremorelikely to occurin more
domainsandat morelevelswhendeliveredover a longerperiodof time. Thiswould
appear to support the trendionfroducing universal and muthodal SELProgrammes
in both primary and secondarylevels of educationas evidencedin many of the US

schools.

2.3.7 Evaluation of Social and Emotional Learnin@rogrammes

Thereis agrowingbodyof evaluationiteraturereportingapositiverelationshigbetween

participationin SEL programmesandimprovementsn youngp e o p belmasgicurand
academi@erformancéDix, SleelLawson & Keeves2012;Clarke& Barry,2010,2011;

Elias & Arnold, 2006; Zins, Bloodwth, Weissberg, & Walberg, 2004 Thoughmany

of these studies that have been conducted are US based (Durlak, et al.,oRdrl),

countries have begun to develop and evaluate SEL Programmes (CorReojest
European Assessment Pr o lisp2013] MarfcadimoBotthhh i | dr e n G

Foundation, 2008) suggesting the potential to generalise to other nagtimajs.

The balance between social and emotional learning and academic performsance
discussedy Elias (1989) who arguesthat sole emphasison academicperformance,
in isolation, may in fact result in intensifying current stress related problems resulting

in afurther alienation of young peopl&tudies have shown that attending to academic
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achievement, to the exclusion of nurturing the socrl amotional needs, cale
unsuccessful, particularly for young people at risk or those deemed to be af risk
disengaging from the educational setting (Beckar & Luther, 2002; Zins, 200%3.
hassignificant implications in the context of objectivestioé current study, whicls
exploringthe impactof EFP on the socialand emotionalwell-being of youngpeople
already identified as being at risk of educational inequdfitythermore, thenportance

of SEL Programmes for young people at risk pagicular merit as the developmaegit

the relationshipwith teacheramay substitutefor the lack of supportat home,thereby

providing important guidance and mentoring (Crosnoe & ERD4).

A number of tudies of schoolswhich have developedspecificdly structuredand
resourced social emotional learning programmes have found improvements in school
attendance, selsteem, prosocial behaviours and academic achievements (Durlak,
2010; Durlak, 2011; Greenberget al., 2003; Zins, 2004; Clarke & Barry, 2010).
MalackiandE| | i ott (2002) propose that respond
can in fact resulin a higher motivation to learn and reducesthe rate of non
attendancesuspensionsind expulsions, with Dulak and colleagues (2@cluding

that SELprogrammesignificantlyhelpto strengthemyoungp e r srestielce.There

would thereforeappearto be a particular benefit of social and emotional focused
programmes for youngeople affected by educational inequality.particular, there
exists much researdhghlighting the social and emotional deficits of young boys in
society (Elias, Tobias, &riedlanderl999) suggesting that SEL programmes may be

able to play a particular role wiroung males affected by educatiomadquality.

The first large scalemetaanalysisof socialand emotionalstudieswas conductedoy

Durlak and colleagues (20)Liwvolving 270,034 children and young people betwé&en

47



and 18 years who had participated in a universal social and emgirogahmmewith

40 sessionseportedasthe median. Specifically,the review focusedon programmes
whichdeliveredmultipleoutcomesncludingsocialandemotionakkills, attitudegoward

self and others,positive social behavioursconductproblems,emotionaldistress,and
academic performanceThea u t hhypothdsisedhat the SEL programmes would
resultin positive mean effects across the four areas of skill, attitude, behaviour and
academic outcomes.Additionally, they proposed that SEL prograesncould be
effectively deliveredy classroomandteachingstaffandthatclassroonbasedactivities
alonewould be less effective than a combination of classroom aneclasaroom

activities.

In reviewing the moderating variables it was expectedttiwte programmesvhich
implemented a sequential, active, focused and explicit (SAFE) approach prodigce
greater programme outcomes as new behaviours generally need to be brokeandown
sequentially mastered overtime with clear and specific learniegtdles set out gsart
of the programmelnclusion criteria included studies which included a congup,
programmes that developed one or more SEL competency, contaim@dient
informationto allow for effect sizeto be calculatedand collecteddatapostand/orsix
monthsafter the intervention. However, due to the small numberof studieswhich

collected data six months after the intervention (n=33), these studiesxukrded.

A number of findings emergedfrom the review. Overall, SEL Programmes
demonstrated significantly improved social and emotional skills, attitudes and
behaviour, thoughust 32 per cent (68 out of 213) assessed social and emotional skills
as programmeutcomes.lmprovementswere also reportedin the youngp eop | es 6

academigerformanceseflectingan 1tpercentilepoint gain in achievementiowever,
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only 16 per cent (34 out @fL3) collectednformationon academiachievement. Whilst

this findingis positive,longitudinalstudies will greatly add to the reported benefits of

SEL programmes.The review also reported that a number of studies were starting to
explore the significancef a bioecological approach by extending the SEL programmes
beyond the classroomgnd suggest that a broaderbioecologicalapproachmay add

to the understandingof SEL programmes However, the idea that multicomponent
versus single component programmes would produce higher outcomes was not
supportectontrary to the philosophy underpinning universal programnibs finding
isrelevant to the current study as the EFP at the centre of the present study is an example
of a SEL programme as it is located beyond the classmmritonment but is part of

the School Support Programme.

Turning to the moderators of successful SEL programmes, the importance othssing
SAFE approach was examined and found to be an important factor fopbagtamme
outcomes. This finding is also of importanceto the current studyasthe EFP applies

a similar structured approach to SAFEis is discussed further in Chapter 4 and again
in Chapter 8The studies involved did not allow for participant characteristios;eby
preventingto identify if the SEL programmesnay havebeenmoreor lesseffectivefor

a particular profile of young personThis has particular significance for the young
peoplerepresentedh thecurrentstudyaseffectiveSEL programmesnayhold potential

for their social and emotionalell-being.

In examining the indicated programmes for young people presenting with sodal
emotionaldifficulties, Paytonandcolleagueg2008) conducteda review of 80 schoot
basedndicatedsocialandemotionainterventionprogrammesleliveredo 11,337young

peoplebetweenthe agesof 5 and 13 yearspresentingwith early signsof socialand
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emotional difficulties. Each programme included one or more SEL competency in
addition to the inclusion of a control group with 80 per cent using a randoaesegh.
Over50percentof theprogrammesveredeliveredin urbanareagakingplaceoverasix
monthtimeframewith theremainingprogrammetastinglessthanthreemonthsduration.
All studies reported significant positive findings after the intervention pexiodpared

to the control group (Payton et &0Q08).

However, despite the authorsd atfindngspt s
they emphasised a number of study limitatioRsst, it was unclear how theariations

of the SEL programmecontentmay haveimpactedon studyfindings which would be
helpful in targeting specific social and emotional skills interventid®escond, mosbf

the studies measured programme outcomes at one point only thereby mekKfrayit

to assesshe significanceof acquiringcertainskills over time andhow they may have
contributed to the programme outconignhat said, study findings suggest tladicted

SEL intervention programmes may be beneficial for young people with sauial
emotionaldifficulties. The EFP at the centreof the presentstudyis classifiedas an
indicated programme as it provides an equine facilitated learning progranpeepie

considered to be &fgherrisk of educationahequality.

The third type of SEL which isow reviewed is the multhodal approach. This walse
focus of evaluation of the Whekechool Implementation of Incrediblérears
Youngballymun (Morgan & Epsey, 2012), a school and home evideheasdd
programme aimed at supporting social and emotionatldpment andaddressing
behaviour managemenithis multi component and muliigvel programmeinvolving
children, teachers and parents, delivered over a two yeafraime, reportesignificant

changes in the h i | dso@ahand emotional webleing ughg the Strengthsand
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Difficulties Questionnaire (SDQ, Goodman, 1997) as reported by both paaedts
teachers.The data were collected at four time points of the study, at the begianthg
end of both junior and senior infants. The study involved 2dldren, of which70 per
Cent were boys and 30 per cent were girls. The highestlevel of nheedwas in the
Strengths and Difficultiesubscale of Mperactivity with one in four reporting a high
level of need and one iiour reportinga high level of needin the prosocialsubscale.
Similar to patternsof gender differencediscusseckarlierin this chapterpoysscored
significantly higher mean scoresin the conduct problemswith one in four boys
presentingvith some/highmeedin conduct disorders (21 peent) compared to girls at

4 percent.

Three key findings emerged from the Wh&8ehool Implementation of Incredibtfears
Youngballymun (Morgan & Epsey, 2012) studyFirst, the authors highlighthe
importance of a SEL Curriculum, asitnotonlyimprevet he i ndilearningual c
but also decreases general classroom behavioural difficulties, a finding reported
previous studies (Durlak, 2010, 2011e@nberg et al., 2003; Zins 200&econdwere

the reported differences between boys and gkisally, and of particular importance

to the current study are the improvengenti n t he chi |l dr ewdls soci
being after the two year programm€/hilst the absence of a control group limitse
interpretation of the findings, it does noralss suggest that a dedicat8&L
Programmeargetingchildrenfrom socioandeconomidisadvantagedreasnayimpact

positively on their socialand emotionalwell-being andtheir subsequenpotentialfor

increased educationsiliccess.

A further studywhich focused on universal SEL programme for young people liwing

economically disadvantaged areas was carried out by Webster and coll¢2008%s
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This study involved a randomised trial on a universal prevention programrhe’ 63
children agedbetwea 3 1 7 yearsof ageand 153 teachersin Seattle,USA in 14
elementary schools located in areas of high poveije interventionprogramme
implementedwas the Incredible Years (IY) interventionprogramme. Thetudy also
included a control group whiderved as an intervention group one year latersitluy
took placeover four consecutiveyears. The children were recruitedand assessed
between SeptembandOctoberandassessedgainin the springof thefollowing year.

Thestudyincluded thechildren, their teachers aparents

The 1Y programme involves both the children and the teachers. The teachers raceived

four day training workshop on classroom management with a focukevmioping

positive relationships with the children and theirgpds. The 1Y Dina Dinosausocial

Skills and Problem Solving c wompetenee] um add
emotionalregulationandschoolbehaviourandweredeliveredtwice weekly across30

classroom sessionsThe control group continued with the general curriculuithe

study used independent classroom observations, with children observed for thirty
minuteson two separate occasions in both a structured and unstructured environment.

The observation measures dmpy ed eval uated t hemoticndli | dr end
competencies Observations of child conduct problems, emotionatsaitilation and

social competence used the Multiple Option Observation SystenkxXperimental

Studies (MOOSES; Tapp et al., 1995). &dllreadiness was measured usingSttieool

Readinessnd ConductProblems:CoderObservatiorof AdaptationRevised(COCA-

R), an observational version of the TOGA(WerthameiLarsson, Kellam &Oveson

McGregor, 199). Child problem solving and feelings testing was measuredusing

the Wally Problem Solving and Feelings Tests (WebSteatton,1990).
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Teachers were also observed between two and eight times at each time poirdlsdich
dependedon the numberof children in eachclassroomObservationsof classroom
atmosphere were measured using the Classroom Atmosphere MegBAR
Questionnaire (Greenberg et al., 1995) completed by observers to rate ¢Jassrabm
climate. Observations of teacher classroom management behaviours and tesiglang
were measured by Multiple Option Observation System for Experimestiadies
(MOOSES; Tapp et al., 1995). Finally, teacher praise was measured usingableer
Coder Impressions Inventory (TCIParent teacher involvement was measured using
the TeacherParent Involvement Questionnaire (INVOLVE). The authors addressed
the areaof fidelity in a numberof ways. First, thetrainingworkshopsweredelivered

by certified IY trainersusing a standardprotocol with all sessionsszideoed. Second,
the Dinosauworksheets, activities and homework were provided to all teachérisd,
recordingof all sessionsactivitieswerekept by the sessiorco-leaderafterall sessions
and these were supervised by 1Y superviséinally, the Dinosaur researaw-leaders

met each week to revieprogress.

This study examined the relationship between both teacher training argEln
programme on the social, emotional and behaviouratbedtlg of children identified

to be at risk of social and emotional difficultieStudyfindings suggest that compared

to the control group, the intervention t
more positive classroom management, with children observed to demonstrate greater
levels of social competenceand emotional self-regulation and fewer conduct
problems,all of which promoteschoolreadiness.Although implementationintegrity

was cited as a strengtlof thestudy it wasalsoidentifiedasaweaknesslueto areliance
ontheresearch staff who were involved in the stufg.such, further studies examining

the implementation ofY programmes will add to the body of knowledge of how the
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role of teachers can enhance the social and emotional competencies affected by
socioeconomiadisadvantage.Fi nal | vy, though observations
emotionalwell-being were reported to have increased within the school setting,
generalisations of newkills and behaviourswere not observedmakingit difficult to

assesprogrammempact on homelife.

However, despite the growing number of studies and reported benefits, H{#6G8)
adviseghatmanySEL Programmesanbemethodologicallflawedandfurthersuggests
that claims of many SEL studies may be unsubstantiated, aigeweld byMatthews,
Zeidner and Roberts (2007n the absence of longitudinal studies, the sustainalofity

SEL programmes remaingclear.

Furthermore, a number of studies have reported null findings (Soci@h&racter
Development ReseardBonsortium, 2010) with variations in outcomes attributed
implementation quality. Results of a national evaluation of a SocialEandtional
Aspectsof Learning Programme(SEAL, 2010) reportedthat the programmefailed

to impact on emotional and condypecbblems of the student population or those deemed
to be at risk by virtue of their pitest scores.Using a quasexperimental préest and
post testcontroldesign thestudyincluded2,442pupilsagedl1i 12yearsin 22 SEAL
schools and 2,001 pupitgged 1112 years of age in 19 control schools. Participants
were testedin 2008, 2009 and againin 2010 using the Strengthsand Difficulties
Questionnaireg(SDQ; Goodman,1997) and the Emotional Literacy Assessment
Instrument(ELAI) with 593(13 per centand 714 (16 per cent) scoring in the abnormal
range for emotionabnd conduct disorders respectively, which were reported as being
the national normfor teenagers (Green, et al., 200%)espite the study findings, the

authors suggest thathe findings maybe attributed to the programme not being
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implemented as designedt is unclear how implementation fidelity was assessed in

thisstudy.

Additionally, the studyrelied on a pupil self-report,a finding reportedby Durlak and
colleague$2010) whofoundthatself-reportswereafeatureof approximatelytwo thirds

of universal SEL Programmes/hilst it is as important to include a youqge r s on 6 s
opinionin assessmei(titedin Edmunds& StewardBrown,2003,p.32)asitistoinclude

young people imssessintheirown levels okocial and emotional webleing andwvays

that they can be supported (Graham, 201Dbpdean, Ford, Simmons, Gatward and
Multzer (2000)suggesthatthe Strengths and DifficultieQuestionnaireasanexample

of a social and enotional measures bestu s ed when triangul at ed
t eac her s 6AssuwElstipeexclsisionf parents and/or teachers may impact on

the quality and reliability of thiendings.

Furthergapdsdentifiedin theevaluatiorof SELProgrammehighlightedthatthemajority
of studies have been conducted in primary schabls. t e en a g e rersofionad oc i al
difficulties arereportedo escalatastheygrowolder,it would beusefulto conductmore
studiesamongsteenagersiswell aschildren,asindeedit would be betweerboysand
girls, to exploreif socialandemotionalprogrammeselatein similar ways. Finally,
many studiesely on singleinformantdesigngSeider,2013)with areportedabsencef
external validityof socialandemotionalinterventionsanda lack of standardisedests

(Elias & Haynes,2008).

2.3.8 Irish Programme for Promoting Social and Emotion&Vell-Being
As alreadystated the nationalprogrammewhich includesthe promotionof socialand

emotionalcompetenciess embeddedwvithin the Departmentof Educationand Skills
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Social, Personal, Health and Education Programme (SPH&Earting initially in

primaryschoolsin 1999 (DES, 2009) and subsequentlyextendedto the junior cycle

in 2000( O6HiIi ggi ns, Gal vi n schoolK aren requideyl o ha&@® 0 7 ) ,

dedicatedime for the delivery of SPHE moduleshe SPHE programme, as a universal
programmejs aimed at supporting personal development, health andbeily of
young peopleand helping them create and maintain suppontétationships (DES,
2009). The SPHE Programme in both primary and post primary schools has been the
subject of a numberof evaluationstudies(Burtenshaw2003;06 Hi g @alvim & ,
Kennedy,2007; SPHE2004). Whilst evaluations of the SPHE Programaoaeried out
to-date havénighlighted many benefits for pupils (Geary & McNamara, 2003), they also
highlighted a number of gaps in the programme, thereby suggesting that the SPHE may
not be achieving its programme potentidor example, reviews found thahilst the
majority of teachingstaff believedin the value of the SPHE Programmethey also
identified greatemanagemenand staff supportand training as being two ways of
assistingwith the further implementation of the programme (DES,2008)addition,
teachershighlighted the main barriersto the SPHE Programmebeing effectively
implementedncluded inadequate staff training and timetabling, exclusion of some staff,
(resultingin it not being a universalprogramme) perceptionsof SPHE Programme
classeslacking focus and excessively large class sizes (Health Promotion Research
Centre, 2007). A similar review relating to SPHE secondary schools was conducted in
2007 which highlighted similar concerns and issues (Oireachtas Report NeDGZ,

p.17).

The benefits of an indicated approach to promoting social and emotiondilesneiwas
carried out through the Zippybs Frtoends

promotethe socialandemotionalwellbeingof youngpeoplebetweernthe agesof 5 and
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8 years (Clarke, 2010Conducted in the west of Ireland amongst 30 DEIS schtioss,
longitudinal study collected data af, Huring T2 and T, after the programme at &nd

twelve months afterwards at.T The studyrepresented a 24 week programme which

was delivered to young people between the ages of 6 and 7 years in firaihdagas

delivered over two academic yeaiheZi ppy 6s Friends Pil ot ev
contrast with the children participatingthe SPHE programme (which served as the
control group) the interventiongroup demonstrated higher emotional literacy, had
developed better coping strategiefiowed a decrease in hyperactivity levels and
demonstrated an improvement in both tiseicial and academicperformance(Clarke,

2010). However, there were a number of factors which limited the generalisability of

the study. For example, there was an absence of multi informants. The lack of parental
input resulted in the parental data beiemovedfrom the study and schoplr i nci pal s
views were not included in the study. Furthermore, just over 20% of the total sample
was lost through attrition in addition to some of the teachers failing to complete two of

the measures at post interventanmd at the twelve months follow uhough outside

the control of the researcher, the effe
academic performance was not examined. In the context of the increasing evidence
linking improvements in social and ematal wellbeing and classroom behaviour and
academic performance (Durlak et 2D1Q Catalano, 2002), findings in this area would

have made a positive contribution to examining the relationship between social and
emotional competencies and academic perémce. Whilst the children at the centre

oft he Zippyds Friends Programme are young
studyfindingsdo nonethelessighlight the value of an indicated approach as compared

to the SPHE as a universapproach fo young people affected by educational

inequality.
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2.4. Summary and Conclusion
Thischapter began with an overvi ew and Bronf e
provided an overview of the factors which have been shown to contribute to
educationalinequality The School Support Programme was then reviewed as a
multidimensional approach aimed at countering educational inequality. The main focus
however washe role of socialandemotionalwell-beingasone important factor which
may potentially promote educational equalifijhe prevalence of social and emotional
difficulties both internationally and nationaliy reportedlyincreasing,with a greater
prevalenceof externalisingbehavioursamongsboys. The nature of these behaviours
is such that there is an immediate responséhoyoung person with externalising
behaviours potentially resulting in a young persaith internalising behaviours being
left unattended. Irish figures suggest that betw#&660 and 3,000 nine year olds present
with high levels ofsccial and emotional difficulties thoughis figure could be higher.
As this group of young people transitido adulthood,their social and emotional

difficulties continueto affectthemandthasewithin theircommunity.

The emergencef socialandemotionaldifficulties hasbeenattributedto a wide range

of factors including the <c¢childds andi ol ogi c
environmental interacting factors, including parental stydesl practices,social

relationships in school and the teacpapil relationships.Br onf e n b(t9%M ner 6 s
bioecological model provides a useful framework for understandinggmsivonmental

factors i mpact on the develemgionawelf-beingt a youn
Accumulation of risk factors puts a young person at significant risk of develspaigj
andemotionaldifficulties from anearlyageandimpactingadverselyontheirwell-being

and adult adjustmentThe increase in social aremotional welbeing programmes

that have beemleveloped within schools may be a reflection of two key facteirst,
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thatthereisa gr owi ng awareness of the need t
emotional well- being in addition to, if not as aeoessary prerequisite, for academic
attainment (Hallam et al., 2005). Second, there is a growing awareness of the
importance of schools antie significant potential of the teachpupil relationship as

providing an environmenthich can potentiallglevelop and nurture a youpgrson.

Thereis a growing body oévidenceavailablein the internationalarenaregardingthe
effectivenessof SEL Programmes with a considerably smaller number of Irish studies
available. Thisreflectsthe small number of ish SEL Programes which have been
delivered agart of the SPHE in primary and secondary schodighilst the SPHE
Programme, as aniversal programme, appears to be the appropriate medium for the
delivery of SEL Programmesgvaluationshighlighted how the potential of this
programmeis compromisedby inadequate resource®y contrast, projects such as
Zi ppybs Littl oudmg e Bd $ntredimaiedssPragramme as
indicated and multi-componentprogrammesrespectively, have shown thafiven
appropriate planning and resources, positeeial andemotionaloutcomescan be
achieved,resulting in enhancedacademicattainmentand thereby contouting to
educational equality, though some caution is required due to a number of limitations in
both studies.Furthermore, whilst the SPHRrogramme as a universal programme is
appropriate for the majority of pupils, thesee manyoung people in lIrisipost and
postprimary schools with social and emotional difficultifsat negativelyimpact on

their educationalengagementand learning, and hence suggesta strong case for

targeted programmes for this particular group of yquagple.

Despitethe evidencewhich suggestshata youngp e r s soaiafasdemotionalwell-

being may bdinked to greatereducationalengagemenand outcomes study findings
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are mixed.Many evaluation studies have focused on universal programmes ttzher
indicatedor targetedprogrammeswith less evidence on universal programmes than
clasroom intervention programmesAs young peoplewith social and emotional
difficulties havebeenshownto be at mostrisk of educationalnequality,it is therefore
difficult to measure programme effectiveness for this particular group of young people.
A further feature of SEL programme evaluations highlight that the participant group
tendsto include young people in primary schoolss social and emotional difficulties
havebea shownto increaseover time, thereis valuein evaluatingSEL programmes

for young people in post primary schools al#alditionally, several studies have relied

on single informants. The value of multi informants was discussed earlier in this

chapter.

This study attempts to address some of these is$tiest, though single interventions

in andof themselvesnay be effective,greatesimpacthasbeenshownto occurwhen

multi- levelandmulti-componenprogrammesredelivered. The EFPatthe centreof
thisstudy is provided to young people attending DEIS schools which are framed within
the multi- level contextof the School SupportProgramme. Second,the EFP at the
centreof the study is a targeted intervention for the young people identifibdiag at

risk of either disengaging with the educational system or failing to reach their potential
as a resultof their social and emotional difficultiesEvaluating an EFP aimed at
enhancing thesocial andemotionalwell-beingin youngpeopleat risk of educationin
equalityasatargeted intervention will contribute to a better understanding of social and
emotionalwell-being programmesor this particular group of young people. Third,

the inclusion of multi informants in studies involving young peoplas discussed
earlier in this chapterThe currentstudy includes young people, their parentsand

teachersand may potentially increase the understanding of social and emotional well

60



being programmes foyoung people with social and emotion#ficulties. Firally, the
study includes youngeoplebetween 8 and 18 years who were referred to EFP as a
targeted programmeThough a small number or Irish studies have evaluated SEL
programmes for young people, the authors knowledge this is one tbe largest
targeted SEL programmes for yourmeople with social and emotional difficulties

attendingprimary andpost primary DEISchools.

This chapter has focused on the role of social and emotionabeialy as aontributory
factor which may promote educational equalifyhe next chapter presents EFPsaas
branch of AAls, as one alternative intervention aimed at enhancing the aadial

emotional wellbeing of young people affected by educationeduality.
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Chapter 3. The Role of Equine Facilitated Programmesin Promoting Social

and EmotionalWell-Being

3.1. Introduction
The previouschapterexamineda rangeof factorswhich impactonayoungp er son 6 s
social and emotionalwell-being, and how once combinedwith other circumstances,
increases the likelihood of educational inequalitgocial and emotionalvell-being
programmes were then discussed as having the potential to contribataittering
educational inequigy. Such programmes are increasingly being recognisqiegsg
an important role in the healthy development of young people in areas such asdself
social awarenesssel-managementpersonalresponsibilityand positive engagement
with others. Furthermore, and of particular relevance to the current study, a small
numberof studies have demonstrated how social and emotionabeielly programmes
havebeen reportetb be especiallyeffectivefor youngpeopleaffectedby educational
inequality (Wilon, Gottfredson & Najakas, 2000jhe present study is focused on how
an equine facilitategpgrogrammeEFP)asaform of ananimalassistednteraction(AAl)
programmemay be helpful in promotingthe socialandemotionalwell-beingof young

peopleaffected by educatioimequality.

This chapter will address five main areas. First, it will provide an overview of ##ls
how they have been used to promote the social, emotional and behaviouiatingll
of young peopleThis is followed by averview of EFPs as a branch of AAteferring
mainly to the nofriding activities of equine facilitated psychotherapy/counseléing
equinefacilitated learning,asdistinct to the riding activities of therapeutiaiding and
hippotherapy. The key diffences between equine facilitated

psychotherapy/counselling anequine facilitated learning will also be outlined.
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Third, the mostfrequentlycited theoreticaframeworkswhich attemptto explainhow
young people may benefit from interactions with animals and then equines are
discussedAs part of this discussion, reference is made to the current divide in the area
of equine cognition and behavicamd howthis can compromisethe developmentof

a unified understandingof the role of equinesin EFPs. This is followed by an
illustration of equinetraits which are cited asmaking a unique contribution to EFPs
(Hallberg, 2008).Fourth, the chapter preserda overviewof eachof the four theories
as they apply first to AAls and then as they may relateto EFPs, taking into
considerationthat an EFP is not a theoreticalframework in itself, but is embedded
within the current AAI theoretical framework (Masini, 2013).review of the theories
will attempt to explain how equines may play an instrumeamialin promoting the
social and emotional webleing of young people. As part of thisyill examinewhether

or not any onetheorymay potentially provide a strongerfoundationfor understanding
how and why EFPsmay be effective for young peoplewith social and emotional
difficulties. The importance of social and emotional wading as one factor necessary
in promoting educational equity was discussed in the previous chdjtertheories
presentedretheBiophilia HypothesisSocialCognitive TheorySocal SupportTheory
and Attachment TheoryThe fifth and final section discusses the rese#itahhadeen
conductedwhich exploresthe impactof EFPsamongstyoung peoplewith social and

emotionaldifficulties.

3.2. Overview of Animal Assistedinterventions
The term AAI covers both animal assisted activities (AAA) and animal assistedpy
(AAT) (Kruger & Serpell,2010). Both termsrefer to therelationshipbetweenpeople
and animals which are aimed at achieving either a therapeutic or personal gnowth
development outcome. AAA is defined as an activity which providdscational,

recreational or therapeutic benefits and is facilitated by trained professiandlsr
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volunteers. Visits to people with animals may be unplanned and of unspecific duration
(DeltaSociety,2011). Thismayincludeavisit with adogto aresidentiahomefor young

adults with an intellectual disability or nursing home for the eldeBly contrast,AAT

is definedasa processvhichis agoaldirectedinterventionaimedatimprovingphysical,
social, emotional and/or cognitive functioning, with sessions including goals and
objectives for each individuaAn AAT goal may be part of a multi elemgmwbgramme

of which an AAT goal is but one elemerAlternatively, the AAT inervention maybe

the goal in itself (Delta Societ2011).

There has been a growing interest in whether AAls may potentially prothete
physiological, physical and psychological we#ing of people of all agesnd
backgrounds (Adams, 2009; Currie, 20@%andgeorge & Hausberger, 2012¢ffman,
2009; Kemp & Le Roux, 200&;e Roux & Kemp, 2009; Nimer &undahl, 2007). In
particular, AAls areincreasinglybeingusedfor youngpeoplewith social,emotionaland
behaviouratlifficulties (Anderson& Olson,2006;BreitenbachStumpf,Ferser& Ebert,
2009; Mallon, 1994; Morrison, 2007)evinson and Mallon (1997) suggest tlyatung
peoplewith socialandemotionaldifficulties mayrelatewith greatereasdo animalsthan
peopl e because o f ability to gorovide andrtbreatenmggnd r t e d
unconditional attention and affectionResults of studies evaluating AAls amongst
young people suggest improved social behaviour (Krskova, Talarovicayiexva,
2010), communications (Bass, Duchowny & Llabre, 20B8ck & Katcher, 2003;
Chandler,2005; Martin & Farnum,2002) mental well-being (Kruger, Trachtenberg

& Serpell, 2004; Lange, Cox, Bernert & Jenkins, 2006) and greater levetspaithy
towards others (Harbolt & Ward, 2001; Lange et al., 206@\wever,many of theAAl
studiestend tabelargely descriptivesmall,unrepresentativand includingcase studies,

or small groups of participants with no control groups. In addition, stidesfew
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follow up measuresncludedto asses$or long term effectfMarino, Lilienfeld, 2007,
Ob6Haire, 2 0 1 Hanse820E3). Whil€ su€hhstudies provide an insight
into the benefits of AAls, Kruger and Serpell (2004) found that the absence of a shared
terminology in AAls compromises the potential to both eatd programmes and gain
acceptance for the work of AAls. Furthermore they state that in order for the field of
AAls to progress, that methodologically robust studies are needed including defined

clinical sample and randomised controlled designs.

Thenextsectionwill examingheemergencef EFPsabranchof AAls, asinterventions
for young peopleaimedat enhancingheir social and emotionalwell-being (Burgon,

2003; Gergely2012).

3.3. Overview of Equine Facilitated Programmes
EFPsarea branchof AAls which haveincreasedn popularity over the pastdecade
(EAGALA, 2015). A review of the literature relating to EFPs shows studiesricatde
riding programmes such as hippotherapy, therapeutic riding or vaultingandding

programme®f equinefacilitated psychotherapyr equinefacilitated counselling,and

equine facilitated learning (Selby & Smifsborne,2013; Selby, 2009) as illustrated

AninmalAssisted
Interactions

Figure 8below.

EquineFacilitated
Programmes

EquineFacilitatated Hippotherapy
Psychotherapy/Counselling/Learninfl TherapeuticRiding

Figure 8 Animal Assisted Interventions and Equine Facilit®®ealgrammes

As this studyis concerneavith non-riding EFPs;jt will includeonly thosestudieswhich
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state that thprogramme is based on nrading or, where there is a combinationnain

riding andriding activities. Theterm EFPwill be usedto describeequinefacilitated
psychotherapy, equine facilitated counselling and equine facilitated leaumiegs
otherwise notedFinally, as the focus of this study is of young people with sacidl

emotionadifficulties, only studiesvhichinvolvethis participantprofile areincluded.

In exploring the possible theoretical framework underpinning EFPs, ibmagefulto

do so againstthe backdropof the evidencedasedequinetraits (Feist& McCullough
1976 Mills & Nankervis, 1999; Nicol, 2002; VanDierendonck & Spruijt, 2012). Figure
9 below illustrateskey equinetraits which are discussedhroughout this chapter

in the context of théheoretical framework and their relevance and application to EFPs.

Social Sensitivity to
Relationships Pljre%ya:ésr the
Environment

Provides
Immediate
Feedback

Communicatey
Non-verbally

Flee Flight
Response

Figure 9 EquineTraits
Designed by the Author

3.3.1 Growth and Development of Equine Facilitatd®tfogrammes
Thereareagrowingnumberof organisationgmergingataninternational Europearand
National level in response to the growth in the area of EFPs. Internatigiaaiisations
includetheEquineFacilitatedMentalHealthAssociatiolEFMHA), theEquineAssisted
GrowthandLearningAssociatiolEAGALA), theFederatiorf Horsesn Educatiorand
Therapy(HET]I), the EquineAssociationof Guided Education(EGEA) and EPONA.

The European organisations include Association for Equine Assisted Education
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(EAHAE), EPONA and the Equinassisted QualificationfEAQ).

In general, these organisations concentrate on addressing one or morélbdwheg

key objectives. The first area relates to the need for professional trairamgl
development of those involved in delivering EFP®msure that facilitators hathe
necessarygkills and competenciesThe secondobjective focuseson supportingand
conducting research into t he psychgomicat, of
psychosocial and mental wdleing. The third objective @dresses the neefibr
appropriate management and welfare of equiktEsvever, each of thesarganisations
isself-regulatingandatpresenttherearenointernationabodiesoverseeinghestandards
relating to EFPs.In an Irish context, the Equine Facilitated Education and Therapy
Association (EFETA) was established in 200B.r oad|l y s p e a knain g, EF
objectives reflect the International and European pattern in encouraging best pmactice
training, education angrofessional development for practitioners, supporting and
promotingbestpracticein researctandevaluationregardingthe benefitsof EFPsand
promoting standards and guidance relating to the -be#lg of equines. See

http://www.efeta.ie/efetabjectives.html

Thefield of EFPsis characterisethy the considerablevariationof differenttermssuch

as equine assisted learning, equine assisted coaching, equine guided education and
equine assistedxperientiallearningamongstothers(La Joie,2003;Lentini & Knox,

2009). This in itself has led to confusion not only amongst the general public but also
amongstpractitioners difficulties also reported in the field of AAI studies (Kruger &
Serpell, 2004)Furthermore, andf particular relevance to this study, the differtegns
havecontributedodifficultiesin beingableto measur@rogrammeutcomegSilkwood

Shere& Warmbier2007). Inthissectiontheroleof howequinesanimprovethesocial
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and emotionalvell-being of young people presenting with a range of soerabtional

and/or behavioural difficulties will bexamined.

3.3.2 Differences between Equine Assisted Psychotherd&iyine Facilitated

Counselling and Equine Facilitated Learning aBquine Facilitated

Programmes
A key difference between equine facilitated psychotherapy (EFP) and equine facilitated
counselling (EFC)and equine facilitated learning (EFL) is the qualification tife
facilitators(Rugari,Sayda& Kenned2013)which,in thecaseof EFPandEFCarethose
with aqualificationin mentalhealth(Wilson,2012). An equinefacilitatedlearning(EAL)
facilitator will most likely hold a qualification in group facilitation, coachingor similar
appropriatecredentials.In addition, facilitators of EFP, EFC and EAL programmeswill
typically have engaged in additional training and professional development with ¢ime of

previously cited organisations (Sel2p09).

A furtherdistinguishingfeaturerelatesto how both equineassistegsychotherapand
counsellingaddressa rangeof mentalhealthareas,including substancebuse eating
disorders, depression, anxiety and relationship difficulties (Garcia, 200%. EFP
facilitator exploresthe way a personseesandrelatesto boththemselvesndto others,
exploring patternsof behaviourand examiningpastexperienceand traumas. By
contrast,equine facilitated learning, as a process, is more likely to explore personal
development areas such as teamwork, problem solimgmunications and improved
self andsocial awareness and focuses on the present rather than theEpgaste
facilitated learningis widely used with young people with social, emotional and
behaviourabifficulties, leadershipand corporategroups,and thosewith an interest

in personal development (Garcia, 2010; Masini, 2010; Schultz, RerBakow &

Robbins,2007 Trotter, Chandler, GoodwhiBond & Casey2008).
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Despitethesedistinctionshowever both processesharecertaincharacteristics. First
and foremost, they are all facilitated processes excluding a skills teaching adpect
horsemanshigRothe,Vega, Torres, Soler & Pazo0s,2004). They usually take place
within an arena space including one or more equiSessions can include onermore
participants and typically involve two personnel; a psychotherapist, counsétboned
facilitator and usually, but not always, an equine specialist who oversees be#idtye

of the participants and the welfare of the equines (Moreau & McD20i&)).

HavingdescribedEFPsasabranchof AAls, thenextsectionpresentshemostfrequently
citedtheoriego supportwhy EFPsasabranchof AAls maybeeffectivefor youngpeople

with social and emotionadlifficulties.

3.3.3 Theoretical Framework for Equind-acilitated Programmes asAnimal
Assistednteractions
There are a numberof theoriescited in the literature which attemptto offer some
understanding regarding the possible reasons why animals may be benefiaial as
therapeutic intervention for peopl®@ ® Ha i r e Whilg Rrdgér)and Serpe(2006)
suggest that the current theoretical framework for AAls is insufficient, asugorted
by Berget and Grepperud (2011), a number of theories have been put forathedmot
to explain how interacting with animals can be therapedtite most frequentlyited
theoretical frameworks include the Biophilia Hypothesis (Wilson, 1984), S®afgiort
Theory (McNicholas & Collis, 2006), Social Cognitive Theory (Bandura, 2000 and

Attachment Theory (Bowlbyi 982).

3.4. Introductory Note Relating to Equine Cognition andBehaviour

Although equinecognitionandbehaviouris not the focusof the presentstudy,current
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researchs divided in reachingan understandingf the reasonsvhy equinesbehave

in certain ways (Garcia, 2013; Hanggi, 2012; Hausberger, 20Wi9.divide highlights

the difficultiesandchallengesn exploringoneor moretheoreticaframeworkfor EFPs

in an alreadydivided arena. For example,some studiesrefer to the conceptof
dominance, submission and leadership between the person and the equine interaction
(Anderson& Hendrikson, 2004; Roberts, 1997) exploring how this can develop a
p e r s deadershipskills. However, McGreevy and McLean (2007) query the
philosophy of the humaasleader in this context, arguing that the idea of people needing
to become are q u i leadeo lwlds little ethological relevandeurther studies suggest
that equinescan recogniseunderstandand interact with people on the basis of
successfumimicry of human behaviour as if they were equines (Henshall & McGreevy,
2014). For examplelooselungingasan activity thattakesplacewithin anenclosure

whereapersomrmovesan equine arounfbr varying amounts of time.

Loose lunging isised as part of EFPs whereby an equines licking and chewaitgds
asa signalof the equinessubmissiorandthe acceptancef the personastheir leader
(Roberts, 1997)Nevertheless, McDonnell (2005) proposes that suckimgestiveoral
movements maindeed be an indicator of stress, though further studies are necessary

examine this in more detail (Henshall & McGree2§14).

Observational studies of equi nesdomestoci al or
environment proposethatqui nes responses to ¢xplanpd esd bet
by equine learning theory of habituation and operant and classical conditioninigpenith

cognitive and behaviouralability of equinesdemonstratindittle, if any, similarity to

people (Henshb& McGreevey2014). As stated, each section will start with reviewing

each of four theoretical framewofkst as they apply to AAls and then as they apply to
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EFPs.

3.5. Biophilia Hypothesis and Animal Assistednterventions
One of the first theoreticalframeworkswhich has contributedto the understanding
of how and why AAls may be effective is the Biophilia Hypothedtat forward by
Wilson (1984), the Biophilia Hypothesis refers to the human tendencyitstiectively
attractedpr drawnto, both animalsandnature,suggestinghatthereis aninnatebond
between human beings and other livinggis (Fine, 2010; Melson, 2001). Wilson also
argues t hat an absence of contact wi t h
development.This frameworkalso emphasiseshat animals are typically alertedto
dangersoonerthan a human would be and consequently may provide important cues
for safety andsurvival (Kruger & Serpel, 2006).Heerwagen (2000) concurs that
Biophilia is innatesuggesting itis part of ma n k i gemeticteritage. Heerwagen
(2000) further poposesthat peoplesubconsciouslgeeka connection with animals and
nature in order to achievelfilment with Kahn (1997) proposing it can provide an
interdisciplinary framework for examining peopl® af f i | i at Howeverwi t h
Joye and deBlock (2011) query if Biophilia Hypothesis is a coherent construct as it
claims that there is an emotional link between a person and the living world, which they
dispute. Though Joye and deBlock (2011¥rexvledge that there is strong evidence
t hat people are attracted to and have a
el ements and processesd6, they argue that
nature relationshi ppsiync haol Gmgayr rforwa mewolr Kktdi.
however, is that people do appear to hapesitive attraction with nature i.e. the natural

environment and animals.

Ulrich (1984, 1993; Ulrich et al., 1991) has written extensively on tbstorative

71



influence ofthe natural environment, reporting its relationship with stress reducfion.
numberof studieshaveexaminedhe relationshipbetweenpet ownershipandreduced
blood pressure and heart rate, reporting significantly lower blood pressure ampengst
ownersascomparedo non-petowners(FriedmannZuck Locker & Lockwood,1990;
Friedmann & Thomas, 1995PDther studies suggest that the act of watching animals
itself can produce a calming effect on people, in addition to reduced anxietycarsal
(Friedmann, Katcher, Thomas, Lynch & Messent, 1983; Gullone, 2000; K397,
Mallon, 1994). However,Serpell(1996)addssomecaution,noting thatany stimulus
which is appealing, or which concentrates the mind, may also have a calmingaffect
the body, suggesting that this calming andadsusing effect can be producey

activities or objects other thamimals.

Various studieshave further exploredthe physiologicalchangeshat occur between
peoplewith their pets,with findingsreportingvaryinglevelsof stressreduction(Cole,
Gawlinski, Steers& Kotlerman,2007). For example,Handlin (2010) reportedon
the release of oxytocin amongst pet owners wpiggting and strokingheir petswith
no effect on the oxytocin levels ¢ime control group As oxytocin isgenerallyaccepted
as a stressreducing hormone(Cardoso,Ellenbogen,Serravalle, Linnen2013), pet
owner contactis seenas one potentialavenuewhich can be usedto release stress, a
finding also supported by Odenaadd Meintjes (2003) Suchfindings have important
implications for young people with social and emotional difficultid® mayfind it
difficult to self-regulatetheir emotionsandbehaviourasdiscussedn Chapter2. As
such,the Biophilia Hypothesishelpsto provide an understandin@sto how and why
animalsmay be therapeuticallybeneficial for people,particularly those significantly
removedfrom contactwith animalsand naturebasedexperiencegMallar, Townsend,

Pyror, Brown & St. Leger2006).
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The Biophilia Hypothesis has particular significance in the context of urbanistimsn,
rate of which hasincreasedy 78 per centin Europe(EuropearEnvironmentAgency
[EEA], 2008). Urbanisatiorwasrecordedt62.2percentof thelrish populationn 2011,
with a 1.63 per centprojectedincreasebetweernthe years20107 2015(Index Mundi,
2014). With evidencehighlighting the relationshipbetweenurbanisationand poverty
(Teitz & Chapple, 1998; Leete, 2008; Norwegian Agency for Developn@ot
operationfNORAD] 2010; SatterthwaiteMcGranahanm& Tacoli 2010) youngpeople
affectedby educationainequalityarelesslikely to haveaccesso naturebasedacilities.
As such, the Biophilia Hypothesis may be especially helpful as a theofeticzawork
for AAls whilstworkingwith youngpeopleaffectedoy socioeconomidisadvantageith
social and emotional difficulties who are reported to have less contachatiihe

(Mitchell & Popham2008).

3.5.1 Biophilia Hypothesis and Equine FacilitateBrogrammes
Unlike small animals involved in AAls, such as dogs which can be brough$chimols
or other institutions, EFPs usually take place in raralas, or in urban areas with
varying degrees otlensityof greenspace. Althoughtheenvironmenin which EFPs
takeplacehasnotbeen studied extensively, Flate & Berge (2010; cited in Hauge et al.,
2014) found thatthe natural environment and social settings were important
considerations for youngeopleas part of an EFP. Garcia (2010) argues thatsk=R
provide opportunitiedor ecological awarenesswhich can positively affect o n e 6 s
relationshipwith self andwith others. This aspect of EFPs may therefore be an added
attraction to spending timagith equines, especially for young people with limited access
to green spaces.The physical geographical context of EFPs may therefore be a
contributing f ac temptivehess tamEFRs@uan opterpeptionsammedd s

at promoting social and emanal well- being. However, further studies are needed to
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examine of EFPs in greater depth and detail.

A further dimension of the Biophilia Hypothesis emphasises itherdependent
relationship between people and animals (Kruger & Serpel, 2006) anpiduplehave
co-existed with and relied on animal cues for their safety andbeatig. In discussing

the relationshipbetweenequinesand people,Brandt (2004) suggestghat when two
different speciescometogether,it is necessaryo developa sharedmeaningthrough

a shared body languagén other words, the communications between a young person
and equines. Brandt (2004) argues that communicating&doally can potentially lead

to the development of a give and take relationship between the paxddneequine.

Brandt (2004) further suggestdhat interactingwith an equineis different than other
animals such as a dog or a cAtlarge equine can potentially present a perceiedat

t o a personods safety, h i g hdéevelap heffecctineg t he
communications, which they can do by increasing their attentiveness and stayiag
present. Brandt(2004)thenproposeghatin the equinepersonrelationshipthe body
becomeghe basisfrom which communicationsystemsgrow and develop,referring

to this as embodied experience, and allowing a deep understanding to develop between
the person and the equin€or people, learning how to use their bodies in a different
way can take some time to learn but one whitdy ultimately reault in a somatic
experience. Esbjorn (2006) suggests that this results in a mind body connection in the
personequine relationship which reportedly produces a sense of calm within the young
person. As equines rely entirely on body language to communiwéten the herd and

to surviven the wild, this is an attribute that can significantly enhance the person equine

interaction.
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Thetherapeutivalueofthee q u i siz@sGgygested as a factwhich mayhelpyoung
peopleto manageand overcome their fear asdbsequently leading to increased self
confidence (Burgon2011; Schultz et al., 2007).This finding was also reported by
Chandler (2005) who foundhat young people who successfully influenced the
behaviour of large equineserienced increases in setinfidence and selsteem.
Kersten and Thomas (2004) furtrerggesthat controlling an equine necessitates the
young person to demonstrateth concentration and resourcefulness, with resulting
success leading also to impealself esteemgonfidencecommunicatiorskills, trust
andanimprovementn their ability to establish boundarieslowever, caution is needed

in this suggestion as the relationship between the size of the equine and improvements
in seltconfidence andselfesteem has not been examine@he size of equines
reportedly provides an interesting paradox in how their strength can be subtly and gently
influenced by one or more young peoplairelatively short timeframe and, how the
equines size, may open wscussion ontopicsrelated to vulnerability, power and

control (Frewin & Gardiner2005).

Thelargephysicalsizeof the equinewasfurtherfoundto be a motivatorfor 49 young
peoplewith social, behaviouraland communicatiordifficulties at risk of disengaging

from school.Waite andBourke (2013) explored the role of the equine as an ardttal
engagement in an EFP with 40 young people who had not been resporisaditimnal
interventions. Participants reported on the power differentialtendize of theequine
andcommente@ntheirinitial feelingsof intimidationandnervousnesbservergn=9)

of the EFPincluding eitherparentsor staff commenteddn how the youngpeoplepaid
immediate and instant attention to the equinéwever, study findings should be
treated with caution as the findings reflect one group of young people who participated

in one EFP session. In addition, the young people were reported to have found it difficult
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to discuss their experiences and feeliofshe EFP session. That said, the equine
appearsd have the potential to attract or capture the attention of the young people and
could be studied further, for example as part of a comparative studies involving different

animals.

3.5.2 The Equine as a Bio FedbackMechanism
Aligned to the Biophilia Hypothesisis the suggestionthat equinesas bio feedback
mechanismsanenablgeopleto learnhowto changegphysiologicallyin ordertoimprove
how they behave.Lentini and Knox (2009) suggest that equines afected by
di screpancies between stated iintdangruerice,an d
aview alsosupportedoy (Kohanov,2010). For examplea personwho maydescribe

themselvesshappyor contentoutmay befeelingafraidandanxiousmaybedetected by

obs

an equine because of the personcodther muscl e

physiological indictors (Kohanov, 2010). Cody, Steiker, and Szymandera g@tBst
that equines do not appear to feel comfortable in situations where aanent
incongruenceexists,and are likely to moveto a different part of the arena. Sucha
responseanthenbecomehefocusof afacilitateddiscussiorbetweertheEFPfacilitator
and the young person in trying to develop greaterasetfreness of thegmotionaland
cognitive well-being and ultimately achievegreatercongruencgFrewin & Gardiner,

2005).

A numberof possiblereasonfiavebeenputforwardto explainwhy equinesnaybeable
to providebio feedback. First, Lentini andKnox (2009) suggesthatequinesasherd
animals,rely on physiologicaland behaviouralcueswhich in turn contributeto their
safety.Secondaspreyanimalsane g u i fligle idssinctscanbeactivatedoyascending

levels of aggressiorand anxiety (Burgon,2011). Third, EFP participantsreportedly
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perceive equines as ngudgmental (Burgon, 2011; Frewin & Gardiner, 200&arol,

2007; Schultz et al., 2007) which, they suggest, can promote feelisgk-cbnfidence,

trust and selefficacy. The manner in whichaqeiines respond to people Hasquently

been referred to as mirroring p e o p behavidur (McConnell, 2010; McCormick

& McCormick, 1997; Vidrine, Owesmith & Faulkner, 2002) or reflectinge o p | e s 0
emotional and/or cognitive levels (MasiB005. Unlike previous authors who propose

t hat horses mirror a personds emotional
support this theory, but do agitbat a certain dynamic does exist between people and

equines IrEFPs.

Negative human feelings towards equiaes reported to increase an equines haaet
whichmayin turnaffecttheirbehaviou(Henry,Hemery Richard& Hansberger2005).
Exploring p e o p émot®ordallevels as part of EFPshasbeenthe focus of a series

of studiesby Gerhke(2011;2013; Gerhke,Baldwin & Schiltz, 2011) which suggest
that positive or negative person to animal experiences can be measured bwyateeart
variability (HRV). This can then determine if a person, and indeed an egsine,
emotionally stressed or calnfreliminaryfindings from six pilot studies suggest tliat

i's possible to measur e HRV-bangaspaytoiFPsa per

However, one aspect of heart rate variability is that it decreases linearly with age and
not all heart rate variabilitis equal, meaning that heart rate irregularities should be
removed from the data before comparisons can be made. Furthermore, it is likely that
other clinical measures could be used in conjunction with heart rate variability, i.e.
cortisol levels which wuld enable the measurement of stress fluctuations with greater
accuracy and reliability. As such, whilst the potential findipgsvide a degree of

insight and understanding into and of equine and human stress levels and heart rate

77



variability, it is stll unclear if heart rate variabilitig a significant measurement tool that

can be meaningfully used within EFP studies.

Of particularinteresthowever fromG e h r R@&L8)andGerhkeandB a | d wW2018BY s
findingsis the idea that the calm or-deousaktate of the equine involved in EFPs may
have moreof an influenceon the personand not vice-versa,indicatingthat a relaxed
equinecan potentiallyhelp to deescalatea stressedor anxiousperson. Conversely,

in choosing equine® work with particulargroupsof youngpeople for examplethose

with hypo- arousal symptoms, an equine known to be particularly low arousal itself may
also prove to be a good choice for the EFP session, due to the potential for metaphorical

learning.

A furtherimportantfinding alsosuggestshatit is thepersonwhomayberesponsibléor
promoting a bonding between the person and the equine by projecting presilings
towardsan equinewho may then reciprocate. Although needingfurther researchto
confirm preliminary results, this finding could potentially prove to be a powdoftus
of EFPs in facilitating young people to experience and witness how their ematidns
behaviours can affect others, and lending support to the Social Cognitive Tw@ohy

is discussed later in thgection.

3.6. Social Support Theory and Animal Assistednteractions
Social Support Theory (McNicholas & Collis, 2006) has also been put forwdmelgo
explainhowandwhy peoplemaybenefitirom AAls, with agenerabhcceptancthatsocial
supports enhance a UWcbinon290y and mentawel-beingp hy si c al
(Grohol, 2008). DuvalAntonacopoulos and Pychyl (2010) suggest that ther¢haee

typesof socialsupports. First, thatof emotionalsupportwhich centreson beingloved
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and cared for. Second, there is social support referring to the tangible supgairigf
and assisting.The third and final type relates to informational support winchvides

practical and relevamformation.

Whilst animals may not be ablefidfil the tangible or information roles withisocial
Support Theory (Keeres, 2006), the role of guide and assistive dogs beexgépion
to this, thereis evidenceto suggesthatanimalsmayfulfil the emotionalsupportrole
(Garrity, StallonesMarx, & Johnson1989; Melson & Beck, 1998; Salomon,1995).
Thompson(2009) found that children frequentlyreportedturning to their petswhen
experiencing problems with further research showing that animal companiaaship
reducea senseof isolation(Mills & Hall, 2014). Animals arealsoseenasproviding
a nonjudgementalemotional support (Allen, Blascovich & Mendes,2002) which
may havesignificantimplicationsfor youngpeoplewith negativerelationshipitherat

home and/or in school (BrowB004).

Social Support Theory further refers to feeling loved, being cared for and belonging to
a network of communications, factors which can protect young people framaghagve
impact of difficulties (Noble & McGrath, 2012), with a lack of social so leading
to potentialrisksfor physicaland/orpsychologicalifficulties (Collis & McNicholas,
1998). Black(2012)highlightshow socialsupportsdor youngpeoplemay containtwo
elementsFirst, thatthereis a sufficient numberof peopleto whom the youngperson
canturn to andsecondlythattheyoungpersons satisfiedwith thenatureandquality of

thissupport.

The reasons for pet ownership was examined by Straats, Wallace and A@ea)n

in the Ohio State University. The study included 241 college studentsand 102
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community members over the age of 30, with both groups living within the same
geographicalarea. Usinga ten item questionnaire study findings reportedthat the
primary reasonboth groups kept pets was motivated by effortavoid feelings of
loneliness, andecondly, to help them manage difficult and challenging times. This was
especially so amongste studenpopulationsupportingheideaof howpetscanprovide

both emotionalandsocial support. Whilst the study provides further insight into the
impact of pet ownership on avoidance of loneliness, the sample were not randomly
selected; it was a nenandom sample and therefore not representative of general student

or community member population.

The importanceof a positiveandcaringrelationshipbetweeneachersand pupils with

social and emotional difficulties was discussed in Chapteta?vever, even wheauch

social support is provided, insecure attachment has been shown to comprgausg a
personbd6s ability to benefit from the soci al
a stressful situation within the classroom setting (Beetz, Turner & Kotrschal, 28%2).

stress has been shown to inhibit the learning process (Miyake et al., Zffiipeople

with disorganisedttachmenhavea higherrisk of pooracademigerformance. This

was the focus of Beetz, Julius, Turner and
if young males with disorganised attachment would benefit more froral sagport

from a dog compared to a friendly person or toy dog, whilst carrying out a stressful task.

The study found that the involvement of a dog in animal assisted education (as a form

of AAls) was effective in the provision of social support to thengpmnales, as it helped

to regulate their physiological stress level$iough the findings illustrate the potential

for the involvement of therapy dogs within the classroom, the study sample size was

small with data collected over two time poinWhilst the study found that the presence

of a dog helped to reduce the young peopl e

80



i mpacted on the young peoplesd academic
That said, Social Support Theory offers a further expianas to how young people

can form and develop positive social relationships through A&l young people

with insecureattachmentaindin needof socialsupport, AAls mayhold the potentialto

providea socialsupportthat may be missing in the youpge r sonds home an

schoollife.

3.6.1 Social Support Theory and Equine Facilitatdetogrammes
Whilst social support has been shown to evolve from positive relationshipslikedy
thatall needscanbe metthroughthe onerelationship. In this regard,Burgon(2011)
foundthatequinescanpotentiallyfulfii someof the basicsocialsupportneedssuchas
emotional closeness or intimacy, and the opportunities for nurturing through &aring
equines in activities such as groominds equinesreportedly respond tp e o pl e s 6
emotionaktatgBirke etal.,2011) feelingsof intimacymaydevelopresultingn feelings

of socialsupport.

Equinesareherdanimalswith ahighly developedocialorderandrelationalskills which

help greatly toprovide the basis for their safety (Ekesbo, 2011; Kohar@4.0).
Observingwo or moreequinesnteractwith eachotherprovidesthe EFPfacilitatorwith
manyrich insightsinto how a young personperceiveshe interactionsand dynamics
between theequines, allowing an interpretation of feelings and behaviours, including

the social relationships between them, and how young people dekenie

Thereis a scarcityof studieswhich haveexploredtherole of EFPsandsocialsupport,
with just two studies conducted which examined potential benefits toathist hor 6 s

knowledge.Onestudy which specifically explored the relationship between anaaBP
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social support was conducted by Toukonen (2011) in Ohio. This qualitdtideg
examined the relati@hips between teenage girl®#=(0) with emotional and
psychologicablifficulties, whorodein atherapeuticiding centreandteenageirls (n=9)

with no presenting emotional and psychological from local equestrian centrasdéo
regularly for pleasure ridingrhe programme involved a combination of ridsegsions
andnonriding equinecaresessionstaking placeovera 12 weekperiod. Usingopen
endedquestionsthe girls wereaskedto describetheir relationshipwith their equines.
Emerging themes from both sets of girls included sharing physical affection, being there
for eachother, feeling connectedand dealingwith stress,being good at something

and perceiving oneself as a befierson.

Whilst the emerginghemes were similar for both groups, the way in which eachef
groupsrelatedto andbenefittedfrom the equinesvaried. For example the therapeutic

group girlsdéd relationship with threl equine
accommodat intgh ermn@®s s( ginrdl and hor sé3dseddi stres
onneed. By contrast, the recreationalwasgroup g
characterisedy love, attentivenessndintimacy, more similar to the positive human

relationship. Likewise, the reported benefits from both groups varigue therapeutic

group girls described the benefits of their relationships with the equines as hiegnmng

to overcomeheirdeficitsandtemporaryescapisnrom theirpersonadifficulties, whilst

therecreational group girls reported feeling more relaxedcantpetent.

Asthisstudyusedoneinterviewto explorethetwog r o wipwsabouttheirrelationship
with the equinesjt wasnot possiblejn theabsencef a pretestmeasureto determine
if the benefitsin the areas,as reportedby the girls, changedover time. That said,

the findings of this study provides some potential insight into the benefit and
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understanding othe role of EFPsfor youngpeople,particularlythosewith emotional
andpsychological difficulties. However, studies including greater sample sizes and
greatemmethodological basis will continue to contribute to understanding how EFPs can

promote thewell-being of young people with social and emotiatficulties.

Hauge and colleagues (2014) in a randomised controlled trial, also explbesd
relationship between EFPs and social support. Teenaget3)(between 1P 15 years
participatedn anEFP,combiningweeklyriding andnon-riding activitiesovera4 month
time-frame. Though the participants did not present with particular diagnases
psychologicalor behaviouraldifficulties, the findings concludedthat comparedo the
control group, the participants showed an increase in perceived social supporthésing
READ subscale to measure perceived social support, findings showed ttedtriagers
with the lowestlevel of social supportdemonstratedhe highestincreasein learning

a rangeof equinerelatedtasks, suggestingthat EFPs may provide an environment

for learningandaccomplishingskills as youngpeoplemay perceiveit asa supportive
processAlthough,asstatedthis studywasnotmeasuringhe EFPasaninterventionfor
particul ar behaviour al di fficulties but
experiencesfindings suggestthat EFPs may be more valuable for teenagerswith

lower levels of perceived sociaupport.

Whilst it is not clear which active ingredients of an EFP may contribute tinithegs,
it is possible that the eoperation othe equine/s and other team members necessary
accomplish EFP tasks may potentially provide some explandtmmexample, roup
of young peopleaskedto encouragean equineto move from one point in the arena
to anotherrequires varying degreesof communication, planning, teamwork and

decision makingwithout which it is unlikely that the task will be achieved. Peer
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support,and indeedthe co-operationof the equine may be necessaryif such an

activity is to be successfullsgchieved. AstheEFPfacilitatorplaysanon-directiverole,
theresponsibility remains with the team, thereby requiring them to both give and receive
support throughouheprocessif thetaskis to beachieved. Howevertothisa ut hor 0 s
knowledge therare no studieswhich havespecificallyinvestigatedwvhich aspectof

an EFP may potentially contribute to increased sosigbport.

3.7. Social Cognitive Theory and Animal Assistedinterventions

The third theory which has been reported to provide further insights intbehapetic

benefit of AAls is that of Social Cognitive Theory (Kruger & Serpell, 200®)stheory

proposeghat young peoplelearn by observingothers,with a reciprocalrelationship

bet ween the young personé6s cogofiwhicthamens, beha
continuously influencing each other (Bandura, 20@¥cial Cognitive Theory ibased
onunderstandingognitiveconstructswhichincludeselfesteemlocusof control,social
competencieandemotionalandbehaviouraregulation(Bandura, 1991;2001;Kruger

& Serpell, 2006). This has been reported to be particularly useful when appbed

interventions aimed at personality development and behaviouredrvention

programmes (Adamg009).

Learning behaviour through observations, or miatglis common in the literaturen
AAls (Fine, 2000) as young people can observe cause and effect particulanyitiell
animals,dueto their instantresponse$o youngp e o pHdelegiodir.Kruger& Serpell
(2006)arguethatchangesn behaviouroccurasa resultof changesnap er sselh 6 s
perception. For example,6 think | am an aggressiveperson;l will behavelike an
aggressive person and will be treated like an aggressive person by thoseraeoGnd

As a young per sono0s positeeha \negativerresporiséhe i t s e t
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responsibility of these responses rests within the control of the young pé&nson.a
learning theory perspective, the quicker the feedback is provided to the learmaréhe
effective the learning experience (Hagid imperley, 2007).Social skills trainingcan

be taught effectively through AAls with cognitive and behavioural changes reported in
a number of studies (Kruger, Trachtenberg & Serpell, 2084th activities havbeen

found to be effective for young pele on the ASD, reporting an increase in veréadi
nonverbal communication skill s (LadhwHaan, r e,
2008). This is a feature of dog training programmes which require the young person
assesandadjusttheirownbehaviow in orderto regulatehebehaviouiof thedog. Such
programmes have reported outcomes including improvegtgefidence andempathy
(Chandler 2005; Kogan, Granger, Fitchett, Helmer & Young, 1999; Strir2@0s).
Social Cognitive Theory would appearttave particular significance in AAls asesult

of the immediacy of the feedback to the young person and the opportunigesseists

him to makethe necessanadjustmenin orderto achievea particularoutcome(Stack,
2011). As aresult,the youngpersonmay developa more positive selfimage with

the potential to generalise new behaviours in school or at home (Kruger & Serpell,

2006).

3.7.1 Social Support Theory and Equine Facilitatderogramme
Throughthereactionsandcontinuousehaviourathangeshatequinesnake peopleare
provided with numerous opportunities to engage in personal explorations of faelihgs
developing an understanding of self, relationships, communicationgftedicy and
selfesteem (Bizub & Davidson, 2003pue to the irmediate feedback frorequines
which has beencited as being a particular equinetrait, due to their flight response
youngpeoplecanobservethe causandeffectof theirbehaviourallowingthemto self

monitorandselfregulateduring EFP sessiongzor example, equine behaviour such as

85



ears pinned back, swishirtgil, suddemmovement®f differentpartsof theirbody,head

held high, suggeststhat an equine maybe agitated or uncomfortable(Hartmann,
Sondergaaré& Keeling,2012). Theyoung persorobserving these behaviours can

discuss and interpret their meaningconversely, otheequinebehaviourssuchas a

lowering of the head, soft blinking eyesor a resting foot suggest a contented and

relaxed frame of mind (Hartmann, Sondergaar&&eling, 2A2). Observing these

different behaviours, facilitated by the EFP facilitator, allawoung person to reflect

on thoughts and feelings, on how behaviours can changéarduses of such changes.

't may al so i mpr ove a ayaccnesgersgnal responsildlisy s el f
and communication and relational skilld’/here a youngerson doesot seetheimpact

of their behaviour the facilitative natureof anEFPdrawst he young per sonods
to the equineds be hdrecticoounmmme ntth eorne btyh ea vyoa udn gn
behaviour but allowing and encouraging him or hesdibreflectand decide on possible
alternatives and actions. In this context the skillscangpetency of the EFP facilitator

is critical.

Equines,as prey creaturedMatamonas@ennett,2015), are highly sensitiveto their
environmentpperatingatanemotionalndintuitive levelandconstantlyrelyingonnon
verbal body language for survival (Rothe et al, 2008Jjuines use their bodies as
vehicle for communicationto give and receive information and are highly skilled

at interpreting body language of others (Brandt, 20@quines also paysignificant
attentionto detail,andto the thingsthat can go unnoticedby mostpeople. Working

with equines apart of EFPs involves exploring how young people listen to and then
interpret equinesionverbal communicationand cues, and how this can relate to
they oung pimarastionsandcommunicationswith othersin their lives. As

such, young peoplecan learn that by adjustingtheir behaviour,which encourages
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selfmonitoring(Brooks, 2006), equines will make a corresponding adjustment to their
behaviour. Ithisc ont e x t Bandurados (1986) Soci al
explanationand understandings to why EFPs may be particularly effective. Lentini

and Knox(2009) furthediscusshow equinesareaffectedby thediscrepanciebetween

p e o pintemt®risand their actionsand how equinesrespondto the former. O6 Ne i | |
(2004) found that equinesvith especially low energy levels were particularly effective

in encouragingyoung people with externalising behaviours to -seffulate their

behaviour.

Schultz and colleagues (2007) propose that equine facilitated psychotherapy is
specialised form opsychotherapy which focuses primarily on facilitatimpsitive
engagement through an experiential and animal based moddly. furtherproposes

that equine facilitated psychotherapy is strongly allied to Gestalt Therapy as #bhsic
usingnonverbal commuraation or use of body languaffechultz et al., 2007 In
discussingthe benefitsof this, Zilcha Mano, Mikulincer and Shaver(2011) propose

that nonverbal interactions are considerably more natural for young people with
emotional diffculties as they may have problems articulating their feelings and/or
thoughts Dueto theheightenegawarenessf equineswho arealwaysreactingto their
environmentthere arecontinuousopportunitiesfor interpretingtheir behaviourwhich

can be viewed as projections,providing an insightinto the youngp e r s ioternals
world.  This then allows the therapist (in the context of equine facilitated

psychotherapyyvith opportunitiesto explore such projections (Bachi et 2015).

3.8. Attachment Theory and Animal Assistedinteractions
The fourth theory which has attractedconsiderableattentionin the field of AAls

in explaining why animals may have a therapeuticand positive effect on young
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peopl e-being isvindt bof Attachment Theory (Brown, 20@008; Brown &
Katcher,2001; Kruger et al., 2004). Attachment Theory describes the role of attachment
in the developmenodf the young person,outlining how relationshipscontributeto a

y oung pesptisnalreguiation, mental health and psychologicalgrowth and
development. Bowlby1973,1980,1982 & 1992)suggestdhat attachmenbehaviour
isgenetically programmed and Heg$urtherasetat i al f
that people can only develop a sense of self through the developmesbél
relationships providety themotherchild relationshipthe provisionof a securebase
representingkeyfeatureof Attachment TheoryFurthermore, he proposes that a young

p er s on 0 ssecureatachnfers an essentialpart of life, ultimately buffering
him/herfrom the harmful effects of adversityAttachment can depend on how a young
person is able tdevelop trust both in their caregiver and in themselves (Levy & Orlans,

2014).

Fahlberg (1994) describes how healthy attachenet allow a young person teach
theirfull intellectualpotential developtheiremotionstrustthosearoundthem,dealwith
stresspvercomeanxietylevelsandincreaseheir level of selfesteem. Youngpeople
with insecure attachmentsmay develop negative selfconcepts, have difficulty
developing healthy relationships and lack the ability to develop empathy (Hanselman,
2001). Insecurattachmenthave also been associated withvariety of psychosocial
difficulties, particularly in relation to pooself-esteem (Gomez & McLaren, 2007,
Gullone & Robinson, 2005), empathyand pro-social behaviours(Laible, 2007) and
seltefficacy (Noom, Dekovic & Meeus, 1999)n examining how Attachment Theory
can providan insight into the relationship betwdemmans and animals, ZilciMano
and colleagueq2011)suggesthatcompanioranimalscanserveasattachmenfigures

andmeetthefour prerequisitesor an attachmentond, including proximity seeking,
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safe haven,secure base and separation distr8egrman (1991) argues that happiness
is not possiblerhere reciprocal and affective relationships are absent, and that for many
young people, such relationships can take the form of AAIls in addition to the

relationships betwegreople.

As discussed in Clper 2, young people with social and emotional difficulaes
reportedo haveparticuladifficultiesin developingandmaintainingelationshipgFraser

& Blishen,2007)andaretherefordesslikely to developthesamepositivefeelingsabout

self as young people with weltleveloped social and emotional we#ing.
Participation inAAls consequenthholds potentialto teachyoungpeopleabouthow

to form and nurture relationships which can then enhance feelings o*gsthment
orientationtowardspets is therefore a useful construct for helping to understand how
youngpeople can relate to animals, particularly when an animal can act as a transitional
object of attachment. This attachment may then support the therapeutic process,
therebysupporting t he enhancement and deve
psychosocial functioning (Kruger & Serpe2006). However, Kruger and colleagues
(2004) draw attention to the differenclestween attachment figures and transitional
objects, highlightinghat they are mutuallgxclusive bydefinition. Katcher and
colleagues(2000) and Kruger and Serpell (2006) add that there is little evidence
between Attachment Theory and positive therapeutic outcam@g\ls, noting that
attachment suggests an emotidmathd which occurs over timesuch asherelationship
betweerapetownerandtheir pet,or thedevelopmenof arelationship between visiting

dogs and a young person in residential c&y contrast,transitional implies changing

from one place, ostate, to anothenn the context of AAls whiclby their nature are of

short duration, the development of emotional bonds with animais therefore be

ethically and therapeutically unsoundls such, the animal asteansitional objecnay
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bepreferableghananattachmentigure (KrugerandSerpell,2006). Foryoungpeople
with social and emotional difficulties, AAls may however offer an opportuoity
experiencasecuréaseallowingayoungpersorto developasensef well-being,both

socially andemotionally.

AAls have also been reported as being a source of an appropriate alterfioative
experiencing and developing, healthy and secure attachment opporturiBi@sk

(2012) explored attachment bonds amongst teenagers and found that as the young
person transitiongrom childhood to adolescencethere is less reliance on parents

and more relianceon peersandfriends. Forayoungpersonaffectedby educational
inequalitywith insecureattachmentand difficulty in developingrelationshipswith
peers,this canbe problematic. This transition,previouslydiscussedn Chapter2, is

a critical stagefor young people moving from primary school to secondary school and
requiringparticular supportsit this time. Animals, aspartof an AAl, maytherefore
serveas a transitional objecin helpingthe youngpersonto behavan a moresocially

acceptablenannerBady, 2004).

Previous studies have shown how AAls can benefit pet owners both psycholagidally
physically Crawford, Worsham &Swinehart,2006) with the ability to bonavith
animalscentralto this. Thoughthere havebeena numberof studieswhich have
examined attachmend animalsas part of AAls (Bankset al., 2008, thereis less
literature in relation to EFPsWhilst thereasons for this are not immediately clear, it
may berelated taheshortdurationof EFPswhich canrangefrom onedayto two years
(Burgon, 2011; Selby, 2009). In reviewing the necessary environment for AAISs,
Tannenbaum(1995) suggeststhat the human animal relationship should be

continuous, bi-directional and voluntarywith Russow(2002)addingthatit shouldbe
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reciprocalandpersistent. Russow(2002) also suggests that no true relationship can
exist if the animal does noecognise the clien©dendaal (2000) further highlights that
the success of the AArelationshiplies in it being a two way process,with a
relationshipbetweerthe frequencyof social behaviouexhibitedand more successful
bonding. Crawford and colleagues(2006) proposé¢hattrue emotionalbondingcan
onlyoccurwhenapersorexperienceslosenesdrequency and opportunity to grooming

ones pet.The short duration of EFPs mawpt then support Attachmemheory.

3.8.1 Attachment Theory and Equine Facilitatelrogrammes
Bachi(2013) explored the relevance of Attachment Theory to psychotherapyE&$an
and examinedthe theoreticalfit betweenAttachmentTheory and the key features
of EFPs. In addressingthe potential for AttachmentTheory to help understand
equine facilitatedpsychotherapy as an EFP, Bachi (2013) referred to some of the
t h e r agsks.girsthysto provide the client with a secure base, which Bachi (2013)
suggestct an be created within the EFP setting
acceptance angerceivednonjudgementapresence.ForthoseEFPswhichincludea
riding element, thequinescapacityto carrythe client physicallycanfurthercontribute

to thecreationof a safeenvironment.

As discussed earlier, equines are highly responsipedco p| e s 6 eemotibnalo n' s ¢
intent and respond accordingly. Bachi (2013) suggests that this attribute camilze

to affectmirroringandresultsin arestorativeexperiencef mirroring. A furtherkeytask

for the therapistis to encouragehe client to view the presentsituationasit may be

occurring from previous relationship, or memories, and to facilitate the client thaee

his perceptiorof selfhasbeeninfluencedfrom his pastandmaynotbeappropriateo the

present.Whilst Bachi(2013) discusses how Attachment Theory can be appliediy
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thereby adding to the theoretical understanding of EFPs generallgtastudieshave
yet to be conducted to test @pplication. Whilst there is some evidence in the literature
ofthisfind ng amongst AAI studi es, expmoe i ng th

methodologically robust studies.

3.8.2 Interim Summary andDiscussion

The theoriesreviewedso far provide someunderstandingas to how AAls and more
importantlyhow andwhy EFPsmay producechangesn a youngp e r s smaafasd
emotional welbeing. These theories were then examined further, takingantmunt

the unique qualities and attributes of equines and, subsequently, how some thagries
have distinct relevance when applied to EFPer example, Social Cognitiv€heory
would appearto be particularly relevanttaking into considerationthe immediacy

of feedback from an equine, allowing a young person to observe and expettence
consguence®femotionabndbehaviourathangesThee g u i siz@mayslsoenhance
and developthisthough further research into this aspect is necessary as thereiif little

anyevidence to support this aspect of the EFP.

The needto communicatenonverbally with the equinereportedly contributes to a

somatic experience, leading to feelings of relaxation and calmriassh feelingsare
alsoreportedwhilst grooming,suggestinghatthe Biophilia Hypothesisnay also have
particularrelevance. Ho we v er , to the authordéds knowl edge
that have been conducted which have focused on the possible relationship between non

verbal communications and somatic experiences and how they might produce

therapeutic outcomes.

Negotiatingheceoper at i on of equines and EFF® young
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may then have particular application in considering Social Support ThéaEFPs

usea nondirective process, the young people have complete responsibility and control
over howtheyinteractwith the equineandwith eachother,requiringthemto explore

all possible relational optiongGrooming provides young people with opportunities to
care for equines which in turn can provide feelings of intimacy, and feelimgdwted
arausal. Thoughlittle hasbeenwritten aboutEFPsand AttachmentTheory, it would
seemthat it holds somepotentialin explainingthe potential of EFPs,in particular

to equine facilitategsychotherapy.

It could alsobe arguedthat all theoriescanbe appliedto an EFP session.The natural
environmentcontactvith equinesndnonverbalcommunicatiorsupportsheBiophilia
Hypothesis. Bio-feedback not only supports Biophilia Hypothesis but afocial
CognitiveTheory,asit allowstheyoungpersorto observeandexperiencgéghecontinuous
emotionalandbehaviourakchangeghatareoccurringduring EFPsfor both the young
peopleand the equines.Interactingwith equinesand otherslends supportto Social
Support Theory with grooming lending support &dtachment Theory, ashe
physiological changes and release of oxytocin enables a greater receptiveness
communications and connectiondt is perhaps this combination thgtotentially
generatessuch potential for EFPsto enhancethe social and emotioral well-being

of young people affected by educatiomsquality. That said, it would appear that
future research could examine the degree to which each theoretical framework may be
more effective imot only developing a better understanding of EFPsvbidch may be

more effective in promoting social and emotional vieeing.

This study is examining the impact of an EFP on the social and emotiondleiedlof

young people affected by educational inequaliiyo t he aut hor 6s know
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no studies which have specifically examined the impact of an EFP on the andial
emotional weHbeing of young people affexd by educational inequality. Howevar,
numberof studieshave exploredthe impact of EFPson young peoplewith social,
emotional and behavioural difficultiesAs highlighted in Chapter 2, youngeople
affected by educational inequality are reported to present with such difficéisssich,
studies that have been conducted to explore the impact of EFPs withpewiewith
social, emotionaland behaviouraldifficulties are of relevanceto the current study.
Though a number of studies have examined the benefit of EFPs amongst(@dults
MeinersmannBradberry & Roberts, 2008; Peterson, 2010; Pollv¢kittleseyJerome,
2014) only those studies involving young people with social, emotiondletmalioural

difficulties will now beexamined.

The next section will review the research that has been conducted on metsuring

impactof EFPsamongsyoungpeoplewith social,emotionabndbehaviouradifficulties.

3.9. The Impact of Equine Facilitated Programmes on Young People with
Social and EmotionalDifficulties

As the numberof EFPsincreasesoth internationallyand nationally, so alsois there
a growth in studies attempting to explore their impact and efficatg-date, the
majority of studies examining EFPs have included (EAP), (EAC) with fewer studies
examining the benefits of (EFLPespite this, the similarities between the programmes
meanthat studies on EAP and EAC have implications for understanding BFilst
EFPs asan intervention have not been directly researched within the parameters of
educational inequality, it has however been shown to be useful in addressing some of
the social and emotionalifficulties often associatedvith young peopleat risk of

educationainequality, such as poor social and emotional Wwelhg, low seHesteem
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and behaviourgroblems(Burgon, 2011; Dell, Chalmers, Dell, Sauve & MacKinnon,
2008; Ewing,MacDonald, Taylor& Bowers,2007; Trotteretal., 2008; Trotter,2012)
togetherwith a numberof studies reporting it to be beneficial for those with extreme
social andemotional difficulties (Cantin & Marshallucette, 2011; Lentini & Knox,
2009). Duckes (2008), ina review of 21 EFP studies found that teenagerlassified
as being 6 arnt i snkade greateprogressin EFPsand developedmore adaptive

psychosociaskills thanthosewho did not engage itherapy.

In examiningstudieswhich exploredthe benefitof EFPsamongstyoungpeople,most

of the studies have explored the impact on young people presenting with a range of
social, emotional and behavioural difficultie®©thers have included a mix of young
peoplewnith and without internalising or extealising behaviours (Hauge et al., 2014;
Pendry, Carr, Smith & Roeter, 2014; Pendry & Roeter, 20R8ndry, Roeter, Smith,
Jacobsor& Erdman,2013 with two studiesexaminingthe benefitsof EFPson young

people who had experiencedabuse (Bowers & McDonald, 2001; Kemp, Signal,

Botros, Taylor & Prentice,2014).

Findings of a number of studies showed significant improvements in the arsacaf
competence (Pendry et al., 2013; Pendry et al., 2014; Trotter et al., Z0@f)ctories

of positive and negativebehaviourswerefound in a studycarriedout by Pendryand
colleague$2013)in whichsixty-four 117 13yearoldsparticipatedn anEFPconducted

at a Premier Accredited Center of the Professional Associatiorl h@rapeutic
Horsemanshipintl (PATH Intl.) at Washington State University, USA. Although the
treatment group did not have any diagnosis, a number of the young peogiedmad
referred by school counsellors suggesting that there may have beqwrtiaular

psychosocial or psycholagal difficulty. Further studies conducted by Pendiryd
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colleagues (2013) and Pendry and colleagues (2014) represent an advancetment in
quality of research with both studies using a randomised controlled trial to examine the
causal effects of an Meeek EFP for young people between the ages of 10 apeéls.

Both studiesincludeda programmewith nonriding andriding activities, with lesson
objectives stated for each session. As Pendry and colleagues (2014) is a ketiséudy in

research that hdseen carried out on EFPs, this study is niisgussed.

Pendryand colleagueq2014) examinedcausaleffectsof participationin an 11 week
programmeusing a randomisedcontrolled experimentalrial which examinedsocial

competence of young people between the ages bflé0years of ageThis EFP wasa

combination of individual, team and group activities and included the princples

equitation science, horsemanship, riding andmaing activities. The prograrme also

focused on human equine interactions, which facilitated the young people to oaflect

both their individual behaviour and communication stylée EFP was delivered once

a week over 11 weeks with each session lasting 1 % hdtirglings showedhat

programme attendance was significantly associated with positive charggsaiviour.
Significant increases were founcdosiive t he me
behaviour and a decrease in their negative behaviysarticular interest tdecurrent

study is how the young people referred by school counsellors appeared tsiéeper

declines in negative behaviour than the-neierred young people, suggestipgrhaps
thatyoungpeoplewith socialand/oremotionadifficulties mayhaveexperiencedlightly

greater improvements during the ERRowever, a limitation of the study is hastudy
findings were informed by the pareand s6 repo
did not include either the teachers or the young persémdiscussed in Chapter and

for furtherdiscussiornn Chapteb, triangulationof reportingprovidesamoreinformative

under standi ng ¢&ufctoasingyoung personods
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Trotterandcolleagueg2008)alsoreportedimprovedsocialcompetencén their study
of young people considered to be high at risk of academic and/or social falluise.

was a 12 week intervention conductedin Texas, USA comparingequine assisted

counsellingas an EFP, to a school based group known as the Rainbow Days (RD)

Programme.With atreatment group of 126 young people and a control group of 38

young peoplestudyfindings showed a reduction in hyperactivity levels, aggressive

behaviour ancconduct disorder problemgverall, findings suggest that participation

in the EFP interventon wasassociatedvith significantchangesn 17 behaviourareas
for thetreatmenigroup,ascomparedto significant changesn 5 behaviourareasfor

the RD school basedgroup. Findingsreported a significant decreasein negative

behaviourssuch as name calling, hitting other pupils, breaking other st udent s 6

property and arguing, and a significant increase in sedsteem, concentration and

emotionalself-regulation.

However, despite these findings, there were a number of study limitafibescontrol
groupsod6 sessions were reduced by gooe
resulting in them receiving less interventiorhis appears to be related to the length
theEFPsessiond®y contrasto theshorterdurationrequiredfor theRD ProgrammeThe
reasonfor the treatmentgroup being threetimes greaterthan the control group was
reported to be attributed to the difficulty in recruiting school counsellors whonteien
required to undergo specific training to perform the RD prograamdecollect thelata
for the study. Anestis, Anestis, Zawilinski, Hopkins, & Lilienfeld (2014) highlitie
absencef bothpretreatmenscoresandthecomparisorof pre-treatmenscoredetween
groups. In addition,Anestisandcolleagueg2014)highlightshow noveltyeffectmay
have underminedhe validity of the study as the EFP treatmentgroup met in the

equestrian centrandthe EFP control group remainedin the school. Recentfindings
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(Flate& Berge, 2010¢ited in Haugeet al., 2014)highlightedhow the environmentn

which EFPsare delivered may be important factors for teenagers as part of EFPS, in
particular foryoungpeople with less access to nature thereby reinforcing the potential
relationship with the Biophilia Hypothesis.As such, resentment demoralisation may

have affectedhe outcome.

Other studies have explored the impact of EFPs on different domains. Fredtaiek,

and Lanning (2015) examined the relationship between hope and depresskffPand
amongsk6atriskboysagedbetweerl4i 17yearan a5weekEFP reportingsignificant

findings. Participating in the Leading Adolescents to Successful Outcemggamme

(L.A.S.S.0), the teenagers engaged in a sequentially planneddnan EFP. The

programme involvedo bser vati on of equi nesodandbehavi o
interactions.Pr ogr amme t hemes i ncl uded dchiehimgds obst :
personal goals.The study used an experimental design with longitudiepkated

measures with participants ramdly assigned to the treatment and contgobups.

Measures used for the study included the Adolescent DeSpenific HopeScale

(ADSHS, Frederick, 2011) and the Major Depression Inventory (MDI, Bech, 1888).

with manyof the previousstudies,this was a small samplestudywhich relied on the

young p e frepartnT@esstudy eepdrted statistically significant findingsthre

young p e o p lewelsob hope and depressionas comparedto the control group.

However, as all participants attended the sact®ol, study findings could not be

generalised.

Hauge and Kvalem (2013) explored the impact of an EFP on thestsedmpehaviour,
fearsandphobiasamongsiilfemaledetweerl5and21yearsn aNorweigarresidential

setting. The girls and the residentialstaff engagedn a seriesof sessionsvherethe

98



participants were videoed interacting with the equines. Participants reported afsense
calmnessfeelingsof lessanxietyandexperiencinga higherdegreeof emotionalself
regul ati on. Hauge and Kvalemsd (aB®13b)
exploredherelationshibetweerpersistencandEFPswith 29teenagersoncludinghat

an increased persistence in retrying the tasks may have indicated a fgeatgrof

mastery, identified as an important factor in the developmesdliéfficacy.

Burgon (2011) conducted a two year study involving study involving 7 young pabple

risk betweenthe agesof 11 i 21 years,and soughtto capturethe youngpeop | e s 0
experiences within a participative ethnograpfiye young people were considered to

beat risk resulting from their psychosocial and individual circumstantis. number

of EFP sessionsattendedvaried acrossthe group. For example,the minimum
numberattended by one young person was six sessidmg young people attended
throughout the two years and the remaining four young people attended weekly or
fortnightly overa four month timeframe. Availability of funding was cited as the

reason for irregular attendance. Findingsfrom the studyincludedenhancedself-
confidenceselfefficacyandselfesteem, the ability to express affection and nurturing

and the developmerdf empathy. Similar to other studieswhich included a range

of riding and nonriding activities(Holmes,Goodwin,Redhead® Goymour,2012;
lannone2003;Pendry2013) this programme also included time to observe and discuss
equine behaviourDespitdhe potential of the study findings, the small sample size, in
addition to theinconsistencyi n parti ci pant so, attendancc¢

generalisations.

Coping and subjectivewell-being and EFPswas the focus of Boshoff, Grobler and

Ni e n a(B045)sdudyamongsteenageboys(n=39) agedbetweenl4 and 18 years

99



from different cultural groupsThe boys were residing in an African custodial school

asa result of behavioural difficultiesThis study sought to measure the efficacy of the

EFPon the boysd | evel o-being: @i anpgriocholight s ubj ect

sessionsthe boys worked in groups of 10, exploring topics such as relationskips,
knowledge,empowermentcommunicationteamwork, conflict resolution,empathy,
problemsolving and assertiveness. Pre and post test data were collectsiymifibant
improvements reported in the areas of subjective-bastig, problem focused coping
andemoti on focused copi ng;ematian fogused topimgu | ar
However,t her e were no changes reportdlile in
authors concludeithat the programmedemonstratednodestevidenceof enhancing

the b o ypsy&hological welbeing.

As mentionedat the start of this section,EFPshave beenreportedto be especially
effectivefor youngpeoplewith socialand emotionaldifficulties (Cantin& Marshalt
Lucette,2011;Duckers2008;Lentini & Knox,2009;Trotteretal.,2008). Thiswasalso
afinding of a studycarriedout by Schultzand colleagueg2007)involving 64 young
people between the ages of 4 and 16 yearswaitfing behavioural conditions.The
studyfound that the greatesfprogrammempactwas observedn the youngestof the
participants and where there had been a history of alRiselar findings wereeported
by BowersandMacDonald(2001)involving 10atrisk boysbetweert and18yearswho

had also experienceduse.

Thus far, studies suggest that young people with social, emotionabedravioural
difficulties may experiencamprovementsn socialcompetencehopeanddepression,
fearsand phobias,increasedersistencemastery,self-efficacy, selfesteemand self

confidence resulting from participation in EFF&tudies reviewed so far haxeported
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significant resultsin someor all domains. However, not all studieshave produced
significantfindings. Bachi, Terkel and Teichman (2012) hypothesized that &aiHd
resultin improvementsn selfcontrol, sel-image,and trustamongadolescentsn an
Israeli residential treatment facility between the ages 6fIi8lyearsii=29). Thestudy
comparedan EAP treatmentgroup (n=14) with a no-treatmentcontrol group (n=15).
Placement was nonrandomized and based on case manager rd&feeral-treatment
control group interactedwith equinesas part of agriculturalstudieswith 60 per cent
receiving therapy and 40 per cent receiving other forms of therapy. The EFpldcek
once a week for seven months with each session lasting 50 mimbtestudgxamined
changesn selfimage and control, trust and generallife satisfaction. Measuresand
interviews were completed prand postintervention with brief interviews conducted
1- year post intervention. Although findings showed positive trends in all areas
compared withthe control group, the authorsreportedthat there were no statistical

significancebetween the twgroups.

Similarly, Ewing, McDonald, Taylor and Bowers (2007) evaluated the effectiverfiess

an EFP for adolescent®928) between 1QL3 years with behaviouratmotional
difficulties in Kansas,USA. The EFP comprisednonriding and riding activities

and included an educational component involving both literacy and numeracy.
programmalsoincludedaprocesgroupfocusedndiscussing n d i v expeuiemndes O
andgoalsfor the day. Studentswaiting to participatein the EFP servedasthe control

group. EFP sessions took place twice a week over nine weeks and lasted tveadiours
sessionThe study exami ned c¢ hargeem, empathigcise y ou
of control, depression and loneliness. Despitétipesgualitative findings, nstatistical
significant differences were found between-ied postreatment on any measurehe

authorgutforwardanumberof reasonso explainpossiblaeasongor thisincludingthe
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s t u d poortcanprehensiorof questionnaireslength of time neededto complete
measuregpssof focusdueto theircondition,for examplesomestudentsverediagnosed
with ADHD. Theauthorsalsosuggestedhatthetimeframefor the EFPwastoo shor
for behavioural change® occur Likewise Holmes anctolleagues2012) explored
theeffects of EFP on trait anxiety and seffteem amongst 10 adolescents aged between
12-14 yearswith emotionaland behaviouraland specific learningneeds. Although
the findingsreporteda decliningtrendin theyoungp e o pdnxesydo changewere
foundin theyoungp e o pdelkestéem. It wasunclearfrom the studywhich features

of the EFP may have contributed to the reductioraniiety.

3.10. Overview of the Implications for Future Research forEFPs
Despite the positive findings reported in some studies, there is little evideswoggest
if reported changes are lomgrm (Schultz et al., 2007; Taylor, 2001). In the abseaice
longitudinalstudiesit is thereforaifficult to measuré EFPsesultin temporaryoriong
lasting changeswWhilst many study findings have been found to be associatedosmitf
positive findings, a number of studies did not report statistical significance (Baahi et
2012; Ewing et al., 2007). Within the studiesundertakenthere were a number of
differences, most notably the study desidiar example, studies varied betwgmliot
studies(Bowers& MacDonald,2001;Schultz,et al., 2007),pre- andpostteststudies,
and observational prngost experimental compaon. Three studies included
randomised trial (Hauge et al., 2014; Pendry et al., 2013; Pendry eR@il4).
Additionally, some EFPs include noiding activities whilst others includea
combination of nosriding and riding activities A furtherdifference in EFPs relatds
their duration ranging from one day to two years. It is unclear what significanbashis
in relation to EFPoutcomes. Finally, the size of the equine is reported to play an

important feature of an EFP and one which iskaitad to contributing towards positive
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changes in areas such as selhfidence and sedsteem. However, to the autéor

knowledge an equines size has not been the focus of studies so far

A further challenge faced by the existing research on EFRbeisconsiderable
heterogeneitin termsof interventionstructureduration contentandparticipangprofiles.
For example, a number of programmes involve-ndimg activities only and mafpcus
solely on the interaction between the young person and the equine. By coimifaest,
programmes involve the young people learning about equine behawdodr
communications, and include specific human equine interactions to facilitayeuing
peopleto developinsightsinto how their behaviouimpactson others(Pendry,2013).
OtherEFPsinvolve riding activities. Furthermoreyariationsexistwithin theskill set
and competencies of those involved in facilitating EFP activities and sessiorisRigh
facilitatedbypsychotherapistspunsellorandthosewith coachingandfacilitationskills.
Such differences across EFPs create certain complexities not only for the ptaetice
but also for the potential for reliable research studies to be carriedoatiew ofthe
studiesconductedso far highlightsthe needfor more methodologicallysolid research
which can examine in detail a number of ardest example, the particulatementsof
EFPs that may be associated with positive outcomes, populations that mayrbesgfit
comparativestudieswith otherAAls andfinally to conductiongitudinalstudiego assess

durationeffect.

3.11. Summary andConclusion
Theaimofthischaptemwasto describeeFPsabranchof AAls, asoneinterventioraimed
at promoting the social and emotional weding of young people at risk etiucational
inequality. In so doing, the most frequently cited theoretical frameworks presznted

including the Biophilia Hypothesis,Social Cognitive Theory, Social SupportTheory,
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and Attachment TheoryEach theory was discussed initially in relation to its application

to AAls andthento EFPs. Their applicationto EFPswasexaminedn the contextof

the attributesof equines,namely equinesas prey animals, their sensitivity to the

environment, noiverbal communicators, large and social animals with flee flight
responsesand providingimmediate feedbackto those around them. Empirical

literature on EFPsis limited in scopewith no definitive theoryto explain EFPsas

AAls. That said, eachof the theoriesreviewed help to provide an understanding

relatingto how EFPsmayi mpact on a young persheinggs soci a
Social CognitiveTheoryappearso bethemostrelevantheory,potentiallycontributing
adeeperunderstandingf how EFPsmay be consideredasan alternativeintervention

aimedat improving the social andemotionalwell-being of young peopleat risk of
educationatlisadvantageHowever f urt her studies are needed

and r e suwnderstardiegn tisistarea.

The past twenty years have seen a significant growth in EFPs. Research findatgs to
are a combination of both qualitative and quantitative studasdies tend to bemall
scale with few longitudinal studiestudies have included randomisshtrolled trials,
indicating a positive indicator for future studies which will add ® ¢hrrenbody of
knowledge. A review of the literaturehighlightsa numberof findings. First, asthe
research has not as yet explored the impact of EFPs longitudinally, it is uwbletrer
reported changes are shtetm or longlasting. Second, theariations that exiswithin

the EFPs, such as content and duration, results in a certain vagueness about what may
or may not be associated with positive outcom&hlerealso existsa lack of clarity
relatingto which aspectof EFPsmay be associatedvith reportedoutcomes. Some
EFPsmay include riding and/or nernding activities, with other programmes including

an educational component. It is unclear how each of these impacts on participants.
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thisregard,comparativestudiesmayalsoproveto be especiallyhelpful in contributing
to developing a better understanding of EFRge significance of the EFP environment

is a further dimension for future research as it relates to the Bioplyiiathesis.

Thenextchaptemwill provideanoverviewof EFPsn Irelandfocusingparticularlyonthe

organisatios EquineFacilitatedLearningProgrammeasthe EFP at the centreof the

current study together with the rationale for the study ainohjettives.
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Chapter 4. PresentStudy

4.1. Introduction
The previous chapter highlighted the importance of AAls as one means of enlla@cing
social and emotional welleing of young people. Specifically, EFPs wexamined as
a way of working with youngeople with social and emotional difficultieBhis chapter
will makereferencéo thedevelopmentf EFPSn anlrish contexttogethemwith areview
of the studieswhich examinedtheir impacton young peopleaffectedby educational
inequality. The EFP at the centreof the study, will then be described, taking into
consideration the differentheoreticalframeworks which have been discussed in the
previous chapterFinally, the rationaléor the study will be presented together with the

study aims andbjectives.

4.2. EFPs inlreland
In the Irish context,therehasbeenan increasen the numberof EFPsthathavebeen
developed with the objective of enhancing the psychological, psychosaocdibr
physicalwell-being of young peopleexperiencingsocial and/oreconomicexclusion.
Forexample,two of the earlier projectsincludedthe FettercairnYouth HorseProject
in Tallaght (seehttp://fyhp.ie) and the Cherry Orchard Equingducation and

Training Center (COEETC) in Cherry Orchard (dep://www.cherryorchard.ie/)

Both projectswere set up in the early 1990s to provide an alternative for young people
at risk ofsocial anc&economidaisadvantagthroughtheprovisionof arangeof equestrian
trainingand/or recreational programmeA.review of the Equine Assisted Growth and
Learning Association (EAGALA) website, an international not for profit associ&tion
professionals incorporating equines in order to address mental healtipeasdnal

development needs shows there are cilyresix places offering equingacilitated
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learning or equine facilitated psychotherapy in Irela@airrently, there is no register

of EFP practitioners in Ireland. EFETA (Ireland) was set up in 2009 to provide a
network forum to practitioners in aididn to the development of standards for EFPs and
the co- ordination of research programmdsFETA was established in response to the
growthin the area of EFPs and the need for a coordinated policy for their future

development.

Set out below in Tabl@is a summary of the equine related programmes that have been

developed byhe organisatiosincel988.

Table 3.0verview ofthe Equine Relate®rogrammes

Programme Name Date ofCommencement
Equestrian Vocational Trainirgrogramme 1988
TransitionTrainingProgramme 2003
OutreacHProgramme 2005
Equine Assistetlearning 2007
Supported Helpe®rogramme 2009
Equine Facilitated Educatiomatogramme 2011

The organisatiora notfor profit organisation wasstablishedn 1988.It providedthe
first formal Equestrian Vocational Training Programme for young people and young
adultswith anintellectualdisability. Sincethen,the organisatiorhasdevelopedive
furtherequine related programmes for young people and adults with a disability and

those affected by social and/or economic exclusion which are outietew.

The Transition Training Programmewas setup in 2003 andis fundedby the Health
Services Executive (HSE). This is a three yearvo@ational training programméor
youngpeopleandyoungadultswith anintellectualdisabilitywhohaveleft eitherspecial
education or mainstream educatidrhe emphasis of this programme is on a Quality
Qualificationdreland(QQI) Major AwardLevel3whichincludesarangeof educational,

pre-vocational and recreational moduledtudents in this programme are alsgolved
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in riding and equestriamonriding activities suchas stablemanagemenand equine
welfare. A numberof participantsfrom this programmeprogressto the Equestrian

Vocational Training®rogramme

Set up in 2005, the Outreach Programme visits DEIS primary and post psofagls
with two miniature equinesbetween3 and 6 times eachyear. The emphasisof this
programme is to provide an experiencehddren and young people who may have
other opportunity to interact with equindsquine behaviour and welfacensiderations
are also discussed with the children and young pedple.third programme is theFP
atthecentreof thecurrentstudywhichwassetupin 2007. Thisprogrammas supported
by both the Department of Social Protection and through private fundingvasd
developed for primary and post primary students attending DEIS scH®oéifically,
theEFPsessiongocusonfacilitating youngpeopleto developtheirselfawarenesself
managementsocial awarenessiesponsibledecisionmaking and their ability to form
positiverelationships (CASEL) which may ieked to the social and emotionakll-
being of young peoplas discussed in Chapter 2. This EFP is described in greater detail

in thischapter.

The fourth programme which has been developed is referred to as the Supplpees!
Programme (SHP) and is also part funded by the Department of $wootattion.
Stating as a six week pilot projectin 2009 with the assistancef Wicklow County
Council,thefocusof thisprogrammes to supportchildren,youngpeopleandadultswith

a range of intellectual and/or physical disabilities and/or mental hdiiitulties. The
focus of the SHP is tsupport young people and adultsetmyage in various equestrian
based activities such as muckiongt stables, preparing feeds, bringing equines to and

from the field, grooming angreparing equine®r lessons. Workingwith astaffratio
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of betweernil:1 and1:3, participantsspend varyingamountsof time in this programme

rangingbetweerhalf anhourandthreehourseachweek.

The most recent programme is referred to as the Equine Facilieatadational
Programme (EFEP) which commenced in 2011 and again is part fundedghgment
of Social Protection. The focus of the EFEPis to supportprimary school children
attendindEIS schoolsvhohavebeendentifiedaspresentingvith socialandemotional
difficulties such that they may be at risk of not achieving their potential wiltign
education systemrhe children attend this programme one morning every weeler
school term or for consecutive terms if the school staff believe that the programime
such benefit to the child that further time is warrantBlde children engage insimilar
range of equestrian activities as the SHPBwever, the emphasis is on thevelopment
of socialand emotionalwell-being. As suchall the activities are mappedonto one
or more ofCASELSsfive core social and emotional competencies ofaethrenesself-
management, social awareness, responsible decision making and the albdry to
positiverelationships.For example, mucking out a stable when thetherais wet and
cold may not be that attractive to the young peo&plaining that this needs to be
done for the ponies welleing would be mapped onto responsible decision making.
Similarly, a young person gets upset or angry and helping him ¢o deal with the
situationwould be mapped onto sefhanagement.In other words, it is a practical

session which explores social and emotionalweilhg through an experiential process.

There is a corresponding although considerably smaller growtie mumber ostudies
that have been undertaken to examine the effectiveness of EFPs for young pesiple at
of educational inequality in 1relGaenmd ( Gu ¢

and O06Gormandés (2007) expl theimpactofyanEFR al i t
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on five young people at risk of educational inequality and included their panesis (

and teachergn=3). EFP staff (n=2) were also interviewed at the end of the

programme. Similar to previous studies, reported benefits inclgceater personal
awarenesféFrewin & Gardiner,2005), self-confidence(Schultzet al., 2007; Burgon,

2011) and specificommunicationskills (Kersten& Thomas2004). Howeverdespite

thepositive natureof the findings, this was a small scalestudy. A larger sample

size including quantitative measures wouldcrease the possibility of obtaining

statistical significancenf ut ur e st udi es. I n addition, the
possible changes ithe young people were missing. Including the views of the young

peopl esd parents and t e aexgloeemwbereifindingsmayur e st

converge or diverge or where there may be discrepancies.

By contr ast , prekaadopgshiudygexamiged théinpact of an EFP on the
psychological welbeingof earlyschoolleaversandincludedacontrolgroupwith data
collected from 31 participants in the equine group and 20 participants in the control
group. Using the Flourishing Scale (FSHocio Communicative Orientation Scale
(SCO), Classroom Anxiety Scale (CLA), Nererbal Immediacy Scal8elf Report
(NIS-S), andThe CompassionScale (SCS), this study examined how the EFP
impactedonthey o un g p e ebpirgeassértivenesk, hwarbalcommunications

and compassiotowardsot her s usi ng t hmepoy bevels@f apxiety sons 6 ¢
in the classroom weasomeasured.No significant difference was found between the
equine and control conditions on levels of wellbeing, assertivetiassyoom anxiety,
nonverbal communicationand compassion towards others was reported at time one.
Time 2 analyses reported a significant difference in the equine groups levels of
wellbeing, assertiveness, classroom anxiety, nonverbal communicatents,

compassion towards others compared to the conk@@ ogh 6s (2015) study
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reduction in classroom anxietyiowever, despite the positive findings reported in this
study there were a number of limitations. First, a number of the young pedp&

equine group were already taking part in an EFP before the commencement of the study.
The time between time 1 and time 2 varied between both groupsheidgtiine group
having a six week period compared to the control group who had three weeksrbe

each time point. In addition, tleguine sample size was larger (n = 31) compared to the

control (n = 20).These factors mayave influenced the results of the study.

Whilst both studies varied in terms of study focus, the use of quantitatiueabtative
data, source of data collection and use of measures, findings from both s¢ydigsd
that participationin an EFP may be associatedvith better psychologicalwell-being.
In particular, Keogh (2015) findings suggest that participation iEF» may support

the psychological webeing of early school leavers,

However, whilst these developments are both positive and encouraging, partiaalarly
they reflect the international growth in this field, both studies have been explaatbry
smallscale.Moreoverjt wasnotpossibleo establishf reportecchangesveretemporary

or if they resultedin longer lasting change. Finally, the studiesdid not reporton

the mediating factors which may have contributed to the changes, as repotteel by

participants.

4.3. Rationale for the PresentStudy
The literaturereview in Chapter2 and Chapter3 highlights the importanceof well-
developed social and emotional competencies as factors which can pemnostional
equality for young people (Hallam et al., 2005; Durlak, 20Thapter 3 discussetihe

potential of EFPs as one means of promoting such competefi¢iesdevelopmendf

111



EFPsin an Irish contextasreferredto in Chapter3, suggestshat thereis a growing
interestin how EFPsas an interventioncan play a role in enhancingthe social and
emotional welbeing of young people. Furthermore, initial research on the
effectivenessof EFPs suggests that they may contribute to improvements in young
peopl e senwotmeal well-being. That two studiesin Ireland have been
carried out to-date to examinethe potential of EFPsin the context of addressing
problems associatedwith educational inequality, may be reflective of the growth of

EFPs a®ne possible intervention.

WhilsttheresearclstudiessuggesthatEFPsmayhavethepotentialto impactpositively

on young pbeiog doresidedatiow eekds to be given to conducting studies
anlrish contextwhichincludelargersamplesvhichmaythereforencrease¢hepossibility

of obtaining statistical significance in the findings (Filho et al., 2018yditionally,

larger sample sizes can increases the probability of finding statistical significance
betweergroups(JonesCarley& Harrison,2003). Thisanimportantconsideratioras

the current study includes young people of both genders in addition to the inclusion of

their parents antkachers.

Future EFP studies will also be improved by adopting a mixed methods apjpach
contrastothequalitativeonlyandquantitativeonly approachesmployedn thetwo Irish

studies. Thoughboth Irish studiesreportedpositive findings, it is not possibleto

concludeif the reported changes remained over time, highlighting the need for
longitudinal EFP studies. A further consideration for future studies include the need
forexternalval i dity. The current study may ther e
generalise findings.In thiscontextthepresenstudyis designedo addressomeof the

gapsthatcurrentlyexistwithin the Irish studies completed date.
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Therearefive keyreasonsvhich supportthe rationalefor the currentstudy. Firstly,

there isa growing body of internationalresearchthat has beencarried out to date
which suggests that an EFP can improve the social and emotionddeivegl of young
people (Ewingetal.,2007;Pendry,2013;Schultz,2005; Trotteretal., 2008:)whichin

turn can contribute to improvements in their academic performance (Durlak, 2011).
Second, itsimportantto explorethisareahroughfurtherresearcln orderthatitsimpact
canbemore confidently assessed and that, if supported by empirical eviden&#;Rhe

as an intervention can be reliably used in working with young peop#hilst the
number of Irish studiesexploringthe impactof EFPsis relatively small (Guerin &

O 06 Go r 20@7nKeogh, 2015) it is nonetheless indicative ofnberest andjrowth in

thisfield.

The third rationale underpinning the current study relates to the inclusiomulbiple
informants in the studyYoung people will seldom sefefer to a programmeesigned

to deal with behavioural and/or emotional difficulties asaimpared to adults, wilave
different perspectives and insights into their emotions and behawmaddition,young
people may behave differently in situations or environments which may be unfamiliar
to them. For these reasons, this study soughtrtduide the reports of multiple

informants including the young people, their parentsteachers.

Fourth, the growing body of research, although limitddo suggests an interesttbe
part of practitionersto both attemptto developa betterunderstandingf EFPsasan
intervention,and to presentit as an additional alternativeto young peoplein order
to enhance, their social, emotional and behavioural-befig. There is thereforea
theoreticalandto alesserextentanempiricalbasisfrom whichto considethepotential

of EFPs for young people affected by educational inequdhityally, in the absencef

113



currentliteraturebeingabletoidentifypreciselywhatarethe6 a cit m g e e dfEFPH t s 6
thisstudy is alsodesignedo assistvith attemptingo offer some understanding as to the
underlying mechanisms of how EFPs may impact ondbeial and emotional well

being of young people affected by educational inequalitye next section will present

the context for the currestudy.

4.4, Researchcontext
Thisstudy,whichexaminedheimpactof anEFPonthesocialandemotionalwell-being
of young people affected by educational inequality, took placiarorganisation,
located inCo. Wicklow, Ireland. Thebackgroundo the organsationandprogrammes

offered were described at the start of the predeayter.

4.5. Overview of the Eight Week Equine FacilitatedProgramme
The EFP which is at the centre of this study, takes place over an eightinve&lame,
with each weekly session lasting one and a half hd&ggssions are facilitated byeam
of two staff, the facilitator of the sessionsaand an equinespecialist. The role of the
facilitator is to develop a programme based on informagpiavided by thereferral
source, together with the presenting behaviours of the young people assgiens
develop over the eight weeks, and as the staff develop an understandargl of
relationshipwith the youngpeople. Therole of the equinespecialistis to ensurethe
safety ofthe youngpeopletogetherwith ensuringthe welfare of the equine/shefore,
duringandaftereachsession. In addition theequinespecialisaindthefacilitatorreview
eachsession and discuss and plan forghbsequergession using a standardised form
which reviews the session, particular issues that may have arisen and the plan for the

subsequent session (S®PENDIX Bi EFP Reviewlemplatg.
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The sessionsareadaptedon a weekly basisastheyareresponsivdo the assessednd
emerging needs of the young people. EFP sessions are conducted within apacena
andinclude an averageof threeyoung peopleandtwo equines. EachEFP session

follows a set outline of activities as presented in Taldeldw

Table 4.0utline of the EFP anBlessions

WeekNumber  Activity Topics
Observation ofoose Relationships
1 Equines Self-management
Caring forothers
Groomingequines Dealing with new situations and cemotions
Selfawareness and awarene$sthers
2 Leading Communicationglistening)
Clarity ofintention
3 Obstaclebuilding Team work (young people aeduines)

communications
Planning anarganising
Decisionmaking

4 Asking the equinestgo  Communications, empathgonsideration afther
differentplaces peoples perspectives and feelings, planriogndarie:
5&6&7 Tailoredprogramme
based on previousession
Outcomes
8 TrustRide Selfawareness

Trustingothers
Responsibility

On the firstday, the young people are shown the facilities, which includgpartunity
to meet the equinesthat live in the organisation SessionNo 1 starts with an
observation sessioduring which the young people observebetweentwo and four
equinesnteractingwith each other within an arena spadéhis is an importantpart of
the EFP asit allows the facilitator to beginto developan understanding of how the
young people view and interpret the differegquine interactionsFor example, one
equine standing separate from two equines who rbaystandingogether,canbe
describedythe youngpeopleasfeelinglonely, notfeelingpart of the group or acting
independentlyand not needingthe needto be part of the group.Equines interacting
may be described by the young peopifighting or playing with each other.One
equine walking after anotheran then be interpretedby the young people as either

following or pushing. Though projections are confined to the work equine facilitated
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psychotherapythis observation does nonetheless allow the EFP facilitator to develop
S 0me understanding of the young per sonsao

exploring the sources of saqgrojections.

The young people then have an opportunity to approach each of the equinesvard/for
youngpeople this maybethefirst time theyhavecomeinto suchclosecontactwith an
equine. Groomingallows the young peopleto developtheir self-awarenessas any
suddennesef movement on the part of the young person is likely to cause a reaction
from the equine. Applying Social Cognitive Theory helps to explain how the young
person isencouraged t@bservethe impact of their behaviouron the equineand how

by regulating their behaviourthe equinesbehaviourmayalsochange. Consequently,
theyoungpeoplewererequired to take responsibility for trying to ensure that their own
behaviourencouraged the equines to stay calm and connectieid iegard and promotes
responsibledecision making as one of the five core social and emotional competencies.
A further benefitof groomingis how oxytocin as a stressreducinghormone(Cardoso
etal.,2013),canbe used to release stress (Odenalslleédntjes, 2003).For young people
who experience higlanxietylevelsor haveADD or ADHD, groomingcanbeusedin an
attemptto lower anxietyandemotions. Subsequengessiongeaturea combinationof
activitieswhich help the young people to work asgeoup, highlighting the need to
communicatesffectively witheachother,resolveconflict asa teamandtaking personal
responsibilityfor their behaviour. This particular activity requires that the young
people communicatenon verbally. In order towork as a team, each young person
requires the coperation and suppodf eachotherastheydo alsoof the equine.Brandt
(2006) suggestghat this canleadto a give and take relationshipand the development

of a sharedmeaningthrougha shared body languag&hrough the use of human equine

communications and interactionshe young people are able to reflect on their
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communication skills and their behaviour both towards each and towareguines.

Discussioroftenfocuse®nthechallengeyoungpeoplefacewhentryingto expressheir
feelings and the difficulties this can sometimescause. The young personis asked
to encouragé¢he equineto movewith themto different partsof the arena. As thereis
no leadropeavailable this canpresengasignificantchallenge for the young person and
can result in him or her having to deal witlhaage of emotions including frustration,
disappointment, anger, embarrassment r@jekction. The EFP facilitator encourages
discussion witlthe young people on developiran awarenessf different emotions

and how they can be managedn the contextof the different EFRctivities

The youngpersonis thereforerequiredto explore,learnand demonstratdiow to both
selfmanage in order tsuccessfully influence the movement of the equine, &abtial
SupportTheory again contributingto understandinghe potential using this type of

activity aspartof EFPs. Sel-managemernis alsooneof thefive socialandemotional
competenciedbeing examinedin the currentstudy. Through facilitated discussion

on exploring different ways of positively influencing the equinesbehaviour, the

young people are able to try out different behaviours with immediate responses provided
by the equines. Eackession also allows for time for personal and group reflection

activities.

The focus of the eighthandlastsessionsona 6 T r Ris d €llis involves eachof

the young people sitting on the equine and being led by his/her peers both in and outside
of the arenahtorough various woodland area&s the young person who is riding has

no reins and therefore no physical controklté equine, the emphasis of this activity

centres on the trust that is necessary foryikeng persono be led safelyby his peers,
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againhighlightingthe potentialof SupportSocial Theory and sethanagementThere
is also an emphasis on the responsibility thaequiredonthepartof theyoungpeople
who areleadingtheir peers highlightingthe need for responsibledecision making.
Each young personalternatesduring the trust ride session, allowing them to assume

differentroles.

4.6. Summary
So far, this chapter has referred to the growth of EFPs in Irish context togethénevith
small numberof Irish studieswhich haveattemptedo evaluateEFPsamongstyoung
people affected by educational inequalifyhe rationale for the current study wien
presentedThe outline of the eight week EFP was then detailed, togetherefiience
to the various theoretical framverks which have been shown to provide®mme
understanding of the potential of EFPs amongst young people presenting witarsdcial

emotional difficulties. The next section will detail the study aimabdctives.

4.7. Study Aim and Objectives
Theoverallaim of the presenstudyis to examingheimpactof anEFPonthesocialand
emotional weHbeing on young people affected by educational inequalityhe
definition of social and emotional weddkeing that is used for the current study is that put
forward by the US based Collaborative for Academic, Social and Emotional Learning
(CASEL) an organisation dedicated to the development of academic, social and
emoti onal competencies for young peopl e
within theeducationalsettings, it was decidedto usethe definition of the social and
emotional competencies used by CASEL (20IH)ese includeselfawareness, social
awarenessselfmanagemerdandorganisation, responsible problem solviagd finally

relationship management. As such, the study examinedthe impact of an EFP on
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thesefive areas.Theseareaswere alsochosenbasedon the literaturereview which
suggestshatin relation tosocialandemotionalwell-being,theseareasareparticularly
problematicamongyoung people affected by educational inequality (ESTYN, 2011;

Cooper at al2008).

Specific objectivesncluded:

1. To identify any changes in sevareness, sethanagement, socialawareness,
responsibledecisionmaking andthe ability to form positive relationshipsollowing
participation in the EFP as reported by the young people, their parernésaeahers.

2. To identify any evidenceof significant genderdifferencesamongyoung peoplein
relation to seHawareness, sethanagement, social awarenaegsponsibledecision
making and the ability to form positivelationships

3. To examineyoungp e o pnareaivésfor evidenceof factorsor aspectof the EFP
which may contribute to any changes identified in Objective

4. To exami ne ymparnen tpsed pd nedk 6t,eac heridehtifyper sp

higher level patterns of convergence and divergence invilegis.

4.8. Summary and Conclusion
This chapter outlined the growth of EFPs in Ireland over the past 30 years togither
a review of thdrish studies that have been conducteddte. A number of gaps irthe
literature were identified including the need for longitudinal and mixed metstodises
with larger sample sizes which address the need for external valithiéyrationalevas
thenoutlinedtogetherwith a descriptionof the EFP at the centreof the presentstudy.
Despitethe evidencepresentedn both Chapter3 andwithin the currentchaptemwhich
examinedthe growth of EFPsboth internationallyand nationally, a gap continues

to persistin the literatureregardingthe impact of EFPson the social and emotional

119



well- being of young people affectedby educationalinequality. The EFP session
activitieswerethendescribedwith particularreferenceo the overallaim of eachEFP

activity. The study aims and objectives were tpegsented.

The nextchapterwill presenta detaileddescriptionof the methodologyof the current

study.
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Chapter 5. Methodology

5.1. Introduction

Thischapteibeginsby describinghedesignof theresearchnamelymixedmethodsand
outlineswhythiswasconsideredo bethemostappropriatelesigrfor thisresearch. The
philosophy underpinning imxed methods, namelypragmatism and social
constructionisnare alsaliscussed. The inclusioncriteria usedfor the studyarethen
detailed, togetherwith a discussionof the reasons why the study did not include a
control group. The measures used in thisudy are presented, including the rationale
for the selection of each measuréhe proceduredor the data collection are then
presented.The pilot study, the results and issum$sing are then discussed, followed
by a description of the procedures disr the mainstudy. Finally, the ethical

considerations relating to the study awdlined.

5.2. Research Design
There has been an increase indheergence of theumber of research methods, most
notably within the soci al sciences (Ob6Le
research designs, Betti and Gregson (20Qdrpbpose that the traditional
conceptual i zat i o systenatic, rolgestee veicréliable aoflectionh e i
and analysis of empi r ioctadeveldppahdacontribute so@n v e
understanding of theoryBetti and Gregson (2001) furthaddthat the multiplicity of
theories that have been developed since the dominagcewtitative research designs,
puts a greater responsibility on researchers gihwneed to understandnauchwider
range of paradigms, methods and methodologiegether with their pragmatic

implications.
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Aswith anyresearclstudy,thechoiceof studydesignandapproachs critically informed
and guided by the research questions being asked (Stern et al.a@88X3)oosing the
most appropate theoretical paradigm is an essemizat of the research stuflyO6 L e ar vy ,

2004).

Whilst it wasimportantto quantitativelymeasureghe changeshat maybe associated

with participationin the EFP, it was also considerechecessaryo combinethis with
qualitativedata,thereby aimingto producea more comprehensiveinderstandingpf

the outcomeghatmay be associated with participation in EFRgloptingpurelyeither

a positivist olinterpretivist paradigm was therefore considered to be unsuitable for the
currentstudy. For example, Pendry et al. (2014) conducted one of the first randomised
controlled e&perimental trials to examine causal effects of an EFP, including a
combination of individual, team and group activities and based on equitation science,
horsemanship, riding and noiling activities. Despite the significant increases

reportedin the yomg peopl esd positive Dbehaviour an
behaviouy the absence of qualitative data precludes developing an understanding of

which aspects of the EFP may have contributed to the findings. Conversielya

qualitative approach would ave generated an wunderstandi ng¢
experiences buwvould not have quantitativelyjneasured changes as a result of the
intervention.A mixed methodsappoachwasconsideredaspotentially suitake for the

current study as iincludes both quantitative and qualitative datadne single study

(Johnson & Onwuegbuz, 2004; Koshy & Pascal, 2011) araims to provide
comprehensive answers to research questions (Tashakkori & Teddie, 2808)ch,

a mixed methods approach allows for a m@omprehensive approach to therent

studyobjectives.
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Building on what has been learnt from previous studies and the approach modblikely
answer the research study objectives, this study used a mixed methpasch
combiningboth quantitativeand qualitativedata,asit was consideredhat this would
produce a more comprehensive understanding of the outcomes assométed
participation in EFPsThe philosophical underpinning sbcial constructionisnand
pragmatismhas beemeported tallow the mixed methodgesearcheto useavariety of
methodgo answertheresearch questiortsatmaynot beansweredy usingasingular
method. This has often been found in social research which have complex and

multifaceted researgiroblems.

A key focus of social constructionism refers to how people participate in the
construction of their perceived social realysocial world through languaged how

social phenomena athencreated (Lincoln & Guba, 2000) Kim (2001) statesthat

social constuctionism is based on three assumptions where reality is constructed
through a personds experiences, knowl edg
learning is a social process happening when people are engagedaiastivities
(McMahon, 1997. Consequently there is no objectivity and can never be value free.

It opposes positivism anabst positivismor what can be termed tiard sciencesand

di scusses the worl d of humaew, eephpsesingtren c e,
everydayinteractions between people and htivey use language to construct their
reality. This then becomes the focus of the research stuBstion. Social
constructionism, unlike positivism, does not begin with a theory but inductively
develops a pattern of raeing (Creswell, 2008andis interested in examining the

complexity andnterrelatednessf many aspects of individuals within society

Social constructionism acknowledges that there is an objective reality and examines and

123



explores how knowledge iscert r uct ed . As s uc bperspgdwwei al con
is episemological and not ontological arndn be traceth partto aninterpretiviststyle

of thinking wi t h | i n k symholc intdractiathisn@ a majoramework of

sociological theory and phemenology (Berger & Luckmann).Schwandt (2003)

argues that whilst social constructionism differs from interpretism, they both share a

general focusvhich examines the process by which meanings are createdrews

(2012) suggests that social construgigson was instrumental iremodellingGrounded

Theory and that they shas&ongsimilarities but without the emphasis on language.

Critics of Social Constructionistoweverargue that it ignores the biological influences

on behaviour (Sokal & Bricmontl999) emphasising that understandibghaviour

needs t o c o nldologicaly envaonrpealrasdocultari@environments. In

thisregard r ef erence i s made t o m&leldisciseed mr enner €

Chapter 2.

Though pragmatismas a paraligm for social researchis not new (Patton,1988) the
increase in researchers and practitioners using mixed methods approaches hds raised
awareness (Johnson & Onwuegbuzie, 2004; Tashakkori & lieed20D03) and is
generally seen as the philosophipattner for mixed method approaches (John&on
Onwuegbuzie, 2004)Recent developments in mixed methods methodology show how
a pragmatist approach can solve the incompatibility problems with mixed methodology
emerging as a separate field (Tashakkori & dlied 2003) with Johnsor&
Onwuegbuzie 2004 arguing thatmono methods present the biggest threat to the
advancement of social scien@and furtheisuggesting that many research questions can
be best answered through mixed methods approa&ielser(1973) proposethat both
approaches have certain strengths and weaknesses. As such, the ressadsheify
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and use the strength of each approach in order to develop a better understanding of social
phenomena. The inclusion of quantitative data campensate fothe fact that
gualitative data does not lend itself to generalisations and likewise, qualitative data can
help to explain the relationship reported by the quantitative dathe classical
pragmatists, Dewey, Peirce and James were all steztén what actions were necessary

So as to underand the real world phenomena.

Pragmatism has been offered as an alternative to positiviem attempto understand
themeaningof things(Johnson& Onwuegbuzie2004)andfocuseson identifying the
factors that can make a differenpeoposingthat the meaning of ideas are determined

by their consequencedVhilst there has been considerable debate over the supremacy
of quantitative and qualitative paradigms, pragmatism have put forward a thircgparadi
that supports the combination of quantitative and qualitative methodology in one single
study Pragmatism rejects dualism (e.g., subjectivism versus objectivism) but rather
considers how philosophical dualisms can provide more ihsigth understandingf
problems, and is not committed to any one philosophy but focuses on the what and the

how of addressing the research problem (Creswell, 2003).

Pragmatism viewgualitative and quantitative methods as compatgibjngthatboth
methods can be used research. Bryman (2006b) emphasises the need to adopt a
pragmatic approach based on the research problimJohnson & Onwuegbuzie
(2004)contendng that research approach&®ould reflect how best to answer research
guestions Morgan (2007) furtherproposesthat pragmatism uses transferability to
examine if the knowledge gained cdoe transferred to another setting, emphasising
which factors can actually makedifference andthen making connectionsbetween

the theory and the data. Theseare importantaspectdo be consideredn the current
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study due to the dearthof EFP mixed method studies and the limited understanding
of the theoretical framework underpinnifgfFPs,both of which were discussed in

Chapter3.

However, a number of weaknessespohgmatism have been raised. For example,
Johnsor& Onwuegbuzie (2004) suggest that pragmatism may foster incremental change
in society rather than more fundamental champiditionally, Johnso& Onwuegbuzie
(2004) note that pragmatismmay lacka certan logic when applied to philosophical
disagreements. Mertens (2003) furthesposeshat pragmatism has been criticised for

not being able to provide a satisfactory answer to the questionfaf whom is a
pragmatic solution usefuMore recentlyMorgan (2014) argues that pragmatism is not
exclusive to mixed methods researcifasexample, qualitative methods are associated
with constructivism or quantitative methods must de@inected to posgositivism.
arguingthat pragmatism can be viewed gshdosophical programme for social science

research irrespective of the research being quantitative, qualitative or mixed methods.

In comparing and contrasting social constructionism and pragmatism, Hastings (2002)

di scusses how Wilsim amdJ &Kmehset hr &Gemagteinds ap
constructionismthough not equivalenappear tshare a number of similaritiefsirther
suggesting that Jamesd pragmatism is the p
movement. In his articl8ocial Consuctionism and the Legacy of James Pragmatism,

Hastings (2002) proposes that an important parallel between James and Genrgewns is

as a way to evaluate truth with James advocating that there is no absolute reality as truth
evolves from truth and Gergeemphasising that each perspective is a truth. In
addressing the social construction of knowledge, both James pragmatism and Gergen

agree on the importance of language with James pursuing the elimination of
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metaphysical problems to be replaced by planaliand utility. Although Gergen
opposes knowledge as a progression of truth, Hastings (2002} #éingti®oth James

and Gergen agree that facts are constructed, change overtime and can survive as a result
of the utility function of the truth. However whilst both social constructionism
pragmatism believe in utility as a methods for evaluation tHeistings (20023uggests

the impetus for both differed. James explldveyond the metaphysical arguments and
Gergen attempting to draw attention to thedristand cultural biases that exist in a

research arena where scientific objectivity poditivism prevails.

The past decade has seen an increasing interest in and practice of comuplatitagve

and quantitativeresearchmethodsparticularlyin the fields of socialand behavioural
sciences (Farquhar, Ewing & Booth, 2011; Woolley, 2009h d e e d , MNudpByat h ai |
andNicholl (2007)havesuggestethatmixedmethodsanprovideinsightswhichcannot

be gleaned from quantitative or qualitative studidsch have beenindependently
undertaken. Bryman (2006) addedthat validating the findings of a study may be
achieved when the findings of one study can be checked against the findings which have
resulted from a different research approadbhnsonand Onwuegbuzie(2004) have
described mixed methods researchas being a combination of quantitative and
gualitative research techniques in one sisglely, suggesting that it can offer a practical
alternative to studies using either quantitatmequalitative approaches. Johnson,
Onwuegbuzie and Turner (2007, p. 113) offatedinition of mixed methodswhich is

usedfor this study: @an approachto knowledgegtheoryand practice) that attempts to
consider multiple viewpoints, perspectives, posit@amdstandpoints (always including

the standpoint of qualitative and quantitativee s e ar c h) 6

Whilst the quantitative data may suggest treadd patterns, the qualitative data allows
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specific topics and issues to be explored throulga subjective expemees of
participants and in so doing, can provide insightsd explanations found within the

guantitative analysis, or not found as may bectse.

A review of the variety of mixed methodsresearchapproachesy Tashakkoriand
Teddie (2003)foundthatalmost40 differenttypesof mixedmethoddesignshadbeen
employedas part of mixed methodsresearchstudies. Furtherwork carriedout by
Creswelland Plano Clark (2007, p. 4B) led to a simplification of these, resulting in
them being classified intdour major types of mixed methods designs. Table 5 below

summariseshe four main mixed methods desigised.

Table 5.Main Mixed Method®esigns

Mixed Methods Key Features

DesignName
Triangulation One phaseéesign
Quantitative and qualitativéata have equaleighting
Exploratory Sequential timing with qualitative data collectzad
analysed first followed by qualitative datallected
Explanatory Qualitative data collected and consideegglanatory
Tested and verified duringuantitativephase
Embedded One phase design where emphasis is placeitioer

quantitative or qualitativdata.

Source: Creswell & Plano Clark,2007

Themixedmethodresearchlesignselectedor thisstudywasanembeddedorrelational
designwheretheemphasiganbeplacedoneitherthequantitativeor qualitativedataor,
where one of the data sets has a supplemental role within the overalldssign
(Creswell, Plano Clark, Gutmann, & Hanson, 200B)e embedded design selected
whenonedatasetis believedjn itself, to beinsufficientin answeringresearclyuestion,

for example where the qualitative data can examine the process of an interveribon, or
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explore the resultsof the quantitativedata. In this study, the quantitativedata are
prioritised and the qualitative data are embedded within the study design and can help
to explain the study resulté further characteristic of an embedded design is its ability
to answedifferentquestionghroughthe collectionof quantitativeandqualitativedata.
The two variants of an embeddeddesign can be either a correlational or an
experimental desigthelatterbeingthemostfrequentlyusedCreswell Fetters& Plano
Clark,2005).Selecting a mixed methods embeddedelational research design, where
both quantitative and qualitative methods were used to collect the dategmgdered
particularly appropriate for this study for a number of reaséirst, as the focus dhe
research was based on the hypothésisdan EFP would be associated with changes
the target population and not on the theoretical framework of an EFPiriasm@ntion

per se, the weighting was placed on the quantitdava.

A secondreasonfor choosinga mixed methodsapproachis that an EFP represents

a complexinterventionin so far as there are a numberof componentswithin the
programme (Medical Research Council; Moore et al., 2015; Shiell, Hawe & Gold,
2008). Thesetypically include activities such as such as leadgrgpming, bringing
horses out tothe field, and culminating with a riding activity at the end of the
programme which explore areas such as saelWareness, sethanagement, social
awareness, responsibdiecision making and the ability to form positive rilaships,

all of which are addressed hr ough exerci ses. I'n addi't
participation in the EFP, there werather factors that may have impactedon the
programmeoutcomes. For example,the EFP at the focus of this study takesplace
outsidethe schoolenvironmentand as such,being absent from school may have been
a positive factor for somer-urthermore, thggoungpeoplewereworking in a group of
betweentwo andthreewith two of the organisatiomistaff representinga considerably
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higher ratio than they would be usedto within the school setting (Weir et al., 2011,
Weir & McAvinue, 2012).Finally, the young people mayt have had much experience
of green spaces and of being around equiiiég. degree to which one or more of these

factors may have influenced the outcome ofgh@gramme is not known.

Finally, in light of the dearth of research in the field of ERR8as considerethatthis
approach would help to provide a more comprehensive understanding by integrating
guantitative data with the qualitative information from the experiencepanspectives
of the young people, and the observations of the parents and teachers (Crd3art &

Clark, 2007; Rauscher & Greenfield, 2009; Green, Carracelli & Grah889).

Integration of the quantitative and qualitative data took place at the data analysis stage,
allowing the qualitative data to provide further understanding of specific elements of the
quantitative studyJohnen and Onwuegbuzie (2004) suggestt in orderfor a study

to be considered a mixed methods design, that the findings must be integrated at some
point, with mixed methods research incorporating a 7 stage conceptualization of the
mixed methods data analysis (Onwuegbuzie & Teddlie, 2003). According to
Onwuegbuzie & Teddlie ( 2003) the seven stages are as follows: (a) data redttion
reduce the data throudtr examplethe use othematic analysigb) data display where

the data is described by charts, graphs, Venn diagrams etdatédyansform#éon

where the quantitative data are converted into narrative data, and is an optional) stage
data correlation where the quantitative data are correlated with the qualif@idata
consolidation which involves consolidating both data sets in éodewnsolidated data
sets,(f) data comparison which requires comparing quantitative and qualitative data
sources and finally (g) which involves integratingth the quantitative and qualitative

into one coherent whole or two separate sets.
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5.2.1 Absence of &ontrol Group
As the current study does not include a control group, the embedded corretksigral
was chosen for this study as a mixed methods stulye quantitatie data were
collectedfrom the young people, their parents and teachers over three time points at T1
before the EFP commenced, at T2 after the completion of the EFP and at T3 three
months aftecompletion of he EFP.Thequalitative data wereollected from the young
people, their parents and teacheas T> after their completion of th8 week EFP.
Though the absence of@ntrol group may limit the causal explanatory power, it may

serve as a precursor toore experimentatudies.

The importance of the inclusion of a cortgooup is generally considered assential
partof mostresearclidesignsn orderto providereliablebaselinedatato compareesults
with (Dehue, 2005; Godby, 2008). Fitzpatrickwis, Ciliska and Thoma$2009)
conducted a review of synthesis methosed to evaluate quantitative studies widich
not include a control group$®Vhilst they found that synthesising studies witltowtrol
group can be challenging, they also concluded that random controlled trials compared
to nonrandom controlled trialg€an produce similar resultsFitzpatrickLewis and
colleagues (2009) highlighted a number of precautions to be considerednghghng
noncontrolledstudiesincluding thosethatinclude a transparenstudydesign,thatthe
researchguestiondetermineghe study designand the needfor detailedinformation

relating to the study. These factors have been incorporated into the studsnt

In addition, he Medical Research Coun€¢MRC) recommenda phased approach to
evaluating complex interventions which have been shown to present particular
difficulties for researchers. The MRC argtiat a solid theoretical understanding is

needed of how an intervention happens in order that wedikeensionsof the
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programme can be identified. As there is very little known about the theoretical
understanding of EFPs, one emphasis of the current study is to develop this aspect
(Medical Research Councilf-urther studiesnay then benefit from the inclusion af
control group. Furthermoregdpite the value of the inclusion of a control group,
there are occasionswhen their inclusion may not be appropriaté=or example,
Heppner, Wampold, OwernlThompson and Wang (2015) suggest that-camtrolled
studies are gpopriate when g@articipant isin needof a programmeand wheresuch

a programmeis consideredto be effective. Studyfindings so far, though mixed,
suggestthat participationin EFPs are associated with improved wedeing. In this
regard, the inclusioof a control group in thecurrentstudy was not considered to be
practical Many of the young people who were refertethe EFP service only became
known to the referring person between four andns#eksin advance of the EFP start
date. Depending orthe presenting behaviours ohanging circumstances of the young
people, those wait listed were, on occasions, replaggd other young people with

more acuteeeds.

5.2.2 Population andSamplingStrategy
The organisatioprovides services to children, younggple, teenagers and adults with
an intellectual or physical disability, and those affected by socioecomtsaidvantage
(OrganisationsAnnual Reports2001-2015). The youngpeopleat the centreof the
current study are representative of a wigepulation of young people that avail of the
servicesofferedby the organisation All the young people attending the EFP are the
sample in the current studyinformedby the researchighlightingtherisks of young
people from socioeconomicallgisadvantaged areas being affected by educational
inequality, theorganisatiois Board of Directorsapproveda policy to providethe EFP
Servicefor young people attending DEIS schools who were identified as presenting with
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social and emotionatifficulties (OrganisationsAnnual Repor2008). Accordingly,
contact was made by the organisationwith the HomeSchool Community Liaison
Scheme and the School Completion Programme Officers attachedD&kBaschools
within the Wicklow and Dun Laoghaire catchment aréHsis was considered be the
most appropriate and logical strategy organisationally as the DEIS actids folemsed
on addressingand prioritising the needsof young people from socioecononeally
disadvantaged areas between 3 and 18 yddrs.primary purpose of liaising withe
schoolswasto offer the EFP serviceto youngpeoplewithin DEIS schools. As part
of this, schools were also invited to participate in the research whiclthis e¢ntre of

the currenstudy.

With interagency caperation identified as a key feature of both the ScGoahpletion
Programme and the Home School Community Liaison Scheme (DES2R065SNDP
Programme for Educational Opportunity,d., SCP DataBulletin, 2012) boththe
emphasis and resources within DEIS schools focus on supporting young patipiecto
programmes such as the EFP in collaboration th#glorganisation whiclis considered

to be a community baseervice.

The youngpeoplewho were consideredor the researchwereagedbetween3 and18

years. This age range was selected for three reasorst, though SELprogrammes
havebeenfound to be effective for young children (Powell, Dunlap and Fox, 2006;
WebsterStratton, 2004) the experience thie organisationsEEFP staff suggests that
whilst youngpeoplelessthan 8 yearsof agecanengagewith an EFP, it requiresa
different approach including smaller equines, less session time and less focus on
personal development aredsor example, spaces need to be smaller as do the equines.
Though therareanumberof smallerequineghatlive atthe organisatiortheywerenot
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consideredsuitable for th&EFP.

Second, transitioning from primary to pgeimary schools has been identified as
particularly difficult time for young people (ESRI, 2010; National Economic &odal
Council [NESC], 2002; Smyth, McCoy & Dermody, 2004s stated earlier i€hapter
2, socialandemotionalcompetenciefavebeenidentified askey qualitiesneededor
young people to make this transition successfitipally, SEL programmevaluations
weremostfrequentlyconducte@mongsioungpeoplen primaryschoolgDurlak, etal.,
2011). As such, this study aimed &aldress a gap in the research by evaluatingr®

as a SEL programme amongst young people inpastary schoolglso.

Selection of young people for the EFP was made by the school principalguimction

with the SCP officers. Criteria for selectiomsvthe degree to which theyoymgg o p| e s 6
social and emotional difficulties were negatively impacting on their potefbial
achieving educational successlhe orgaisation did not have any input into the
selectiorof the young people as participantshe current studyThe young people who
participated in the EFP were frogndifferent schools. Each group of young people
were from the same yeuaiithin one of the 8 schoondwerenot mixed from different
years (e.g, first year, second year) or shs. An exhaustive samplingpproach was
usedfor this study. All the youngpeople(N=88) referredto the EFP service at the
organisationbetween May 2009 and March ZDXhs well as their parents abtebchers,
were invited to participate in the studwring thistime-frame. Table 6below outlines

the number of youngeople from primary and post primary schools that participated in
the study, with a higher number of pupils fromtgmsmary schools participating in the

EFP.

134



Table6 Number of Primaryad Post Primary Schools That Participated in the Study

Group Primary School Post Primary School
Group 1 15 12
Group 2 5 12
Group 3 8 12
Group 4 8 17
Totals 36 52

As Table6 aboveshows, the parerigesponse rate was the lowest with the young

per s ons Gaterrepreserdimgshe highest.

5.2.3 Missing Data
Missing data in the present study constituted two typésst, those who dropped out
as part of attrition and second, those who did not comgiletguestionnaire fully. It
was decided not to rescale the missing numbeteegavere quite high and adding a
numberof individuals was unlikely to makesignificant difference. Tableréports on
theresponse rate at eatime point br the participats and Tabl& and Table 9eport
on the participation and attrition rates for all participantsT&sle 7shows, the highest
response rate is from the young people, with second highest response rate from the
parents and the lowest response rate from the parents. The resporiee eatdh

participantgroupvaried at each time point.

Table7 Participation ad Attrition rates fomll Participants

| Time point | Invited | Young People | Parents | Teachers |
Time one 88 83% (73) 59% (52) 70% (62)
Timetwo 88 77% (68) 62% (55) 72% (64)

| Time three | 88 | 72% (64) | 54% (48) | 59% (52) |

Table 8 and Table Below provide an overview of the main reasons for missing data
and Thle 9r ef er s t o missing data due to pare
consent and participant refusing to give semt to participate. As Table shows,

difficulties in makingarrangements for data collection was noted as a reason for missing
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data across all time points amongst al
was highest amongst the parents with
teachers.

5.2.4 Ovaview of Reasons why Questionnairaerenot Returned by the
Young People, Parents and Teachers

Table 8 Reasons wh@uestionnaires e notReturned

Reasons for ‘ YP ‘ Parents ‘ Teachers ‘ YP ‘ Parents ‘ Teachers‘ YP ‘ Parents ‘ Teachers‘
T T T1 T2 T2 T2 Ts Ts Ts

Incomplete 10 6 4 7 4 1

data

Missed last 9

session

Difficulties 2 7 2 3 3 8 8 9

with

arrangements

for data

collection

Moved 3 1 11 2 7

school/house

No response 12 10 15

Forms not 4 13 11 17

returned

Family lliness ‘ 2 ‘ ‘ ‘ 1 ‘ ‘ ‘ 3 ‘ 1 ‘

Total 10 20 26 15 17 22 23 29 34

I pa

6f orn

Table 9below shows that the parents represent the highest number of participants who

declined to consent to participate in the study. Four young people were refused

parental casent, as illustrated in Tableb@low.

Table9 Missing Data as a Result of Refusal to Give Consent or Consent to Participate in the
Study

Reasons for ’ YP ‘ Parents‘ Teachers| YP ‘ Parents ‘ Teachers| YP ‘ Parents‘ Teachers
T1 T1 T1 T2 T2 T2 T3 T3 T3

No parental consent 4 4 1

No consentneeded 2 2 2 1

yp over 18 years

Participant did not 1 12 1 10 10 2

consent

Young person did 2 2

not give consent fol

parents being

involved

Parent did not give 2

consent for teache

to be involved

Total 5 16 0 5 16 2 1 11 2
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5.3. Quantitative Data CollectionInstruments
In selectinghe measuresor the presenstudy(SeeAPPENDIX F for Questionnaires),
therewere a number of factors that were taken into considerafiost it was important
to identify measures that coufbtentially capture changes in the young pebset-
awareness, sethanagement, social awareness, responsible decision making and
forming positive relationships as described by the CASEL model of social and
emotional learning, as this model was usethastteoretical model fdhe current study
It was alsamportant to seleaquestionnaireshat would measurethe youngp er son 6 s
self-concept,as this has been showmo bestronglylinkedtoy o u n g pebavipur,e s 6
emotions,academicperformanceandtheir social relationships (Emler, 2001; Guay,
Marsh & Boivin, 2003). Enhancedelf-conceptwas likely to be measured in

improvements in one or more of theseas.

Table 10below details which of the five social and emotional competenciegseang
addressed by one or more of the measuras.illustrated in Table 1@elow, all five
competencies can potentially be captured through the combination of the three measures

that will be used in this study.

Table 10 Overview of Measures Used to Measurda@ges in the Five Social and Emotional

Competencies

Social and Strengths and Piers Harris Self Youth at Riski

Emotional Difficulties Concept Scale Programme Evaluation

Competency Questionnaire Tool

Selfawareness Y V  (Personal
Obijective)

Selfmanagement \% \%

Social Awareness Y vV

Responsible \%

Decision Making

Forming Positive \% \%

Relationships

Second, it was important to identify a measure that could take into accountttiuer
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natureof theEFPastheinterventiorprogramme. Asoutlinedin Chapte, youngpeople
from socioeconomidisadvantagedreasarelesslikely to haveaccesgo naturebased
environments. As such the EFP environment and the inclusion of equines wasdikely

be a different, if not new, set of experiené@smany of the youngeople.

Third, it was important to select measures that would allow parents, teachgmiagd
people provide an observation repomformant discrepancies have been repoited
many clinical assessment&Cury & Golfeto, 2003; Smith, 2013) with the nature of
a particulardisorder, age and gendershown to contributeto discrepanciegSmith,
2007, 2013). Furthermore,young people have beenshownto score higher scores
on the Strengths and Difficulties Questionnaire (a measses in this study and
describedin section5.2.1)thantheir parentsandteachergVan der Ende,Verhulst&

Tiemeier,2012).

The fourth andfinal reasornwhich informedthe choiceof measureselatedto the age
range of the young people. Consideration gigen to identifying measures theatuld
be completed by the young people greater than 8 years and less thgeads3
notwithstanding that assistance with questionnaire completion was offeredytoutig
people in the event of there being a difficultighneither literacy or comprehensioor
both. It wasconsideredhatthe combinationof measureghoserwould tapinto the
broad areawhich weremostfrequentlycitedasaresultof participatingin EFPs. The

following measures were completed by floeing people, their parents aedchers.

5.3.1 Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997)
TheStrengths and Difficulties Questionnaisalesigned to provide an initial assessment
of youngpeople 6 t o p s y c-bemgbetgeerctizelagesv@i-17|years of age
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(Goodman, 1997) with different formats for different age groapd designed to
monitor changes in childrenb6s Theevrssomi our ,
selected for this research was for young people betteeages of 4 17 years of age

involving a selfreport and a questionnaire to be completed by both the parshthe

teacher Goodman Meltzer & Bailey 1998). The Strengths and Difficulties
Questionnairencludes25 items(10 strengths, 14 difficukis and 1 neutral, which is

scored as a difficulty on the Peer Problesubscale).lt is divided between five sub

scales four of whichmeasure difficulties in the areas ofhiyperactivity/inattention
symptoms such as being restless or overactive iitiema symptoms such as often

being unhappy or downhearted, iii) conduct problems such as often fighting with or
bullying other children and iv) peer relationship problems such as the young person
being rather solitary and tending to play alone. The §ifth scale measures pswcial
behaviours. The young people, parents and teachers are asked to comment on 25
statements as they believed it best described the young person during the previous six
months. Respondents can r espontdr uaeibt ho ré néocte rttra
A decrease in the emotional, conduct problems and peer relationship suggest an
improvement whilst an increase in the {sa@cial subscale scores indicates an
improvement in thisirea. The Strengths and Difficulties Questionnaicgal difficulties

decrease indicate averall improvementResponses to the Strengths and Difficulties
indicate if a young persdalls within internationally accepted mental health categories

of normal, borderline or abnormal.

As set out in Table 1@he Strengths and Difficulties Questionnaire was used to measure
changes i n t he-awaenessgsetfmeagemeneanddrelatianshipthe
follow up versionof Strengths and Difficulties Questionnaireludestwo additional
questionsvhichareaskedafter the intervention has been deliveaed asks the young
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p e r spooblérshavebeerreducedasaresultof theinterventionandif it hashelpedn

anyway. The follow up version of the Strengths and Difficulties Questionnaire refers

to changes within the last month rather than a longer timeframe as this is considered to
increase the chance of detecting changes. The follow up version does not enquire about

the chronicity of t hEhe questiommgrealpoencluslelans 6 pr o b |
impact supplementvhich wasdevelopedo assess he | mpact of the you
difficulties in other areas of their lives including hdheir difficulties impact in the

home, amongsttheir friends, in schooland on recreational activities that the young

person may be part of (Goodmag99). The Impact Supplement is reported to provide

useful information for clinicians who have an interest in psychiatric caseness.

The Strengths and Difficulties Questionnaine frequently used to evaluate
interventions,with studies demonstratingthat usingthe Strengths and Difficulties
Questionnairgtogetherwith researchinterviews,finds it to be sensitiveto treatment
effects (Goodman, 1997)It is used for screening, clinical assessmentsluating
outcomes,social, clinical and educationalresearch(Goodman,Renfrew& Mullick,
2000)andis frequentlyusedor youngpeoplewith emotionabndbehaviouradlifficulties
(Goodmaretal.,2000). TheStrengths and Difficulties Questionnaasbeerfoundto

be a betterindicatorwhencompleted by parents and teachers than when completed by
young people themselveslly (Goodmaret al., 2000). The Strengths and Difficulties
Questionnairehas also been found to have good reliability and validity (Murris,
Meesters & van der abBoefficigntis @73d Brijishtot&lscaves b ac h 6 s
(Goodman2001)and0.83for USAtotal Strengths and Difficulties Questionnas®res
(Bourdonetal., 2005). Mean rest stability after 4 to 6 months was 0.62 (Goodman,
2001). In the Irish context, theStrengths and Difficulties Questionnalras frequently
been used in large scale studies including@rewing up in IrelandWilliams, et al.,
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2009 and the Whole School Evaluation of thacredible Years Ballymun Project

(2012) (Morgan & Espey012) (Evaluating Springboard, Impact of a Family Support

Programme, 2006, McKeown, Haase & Pratschke).

Table 11 below presentsthe alpha coefficients for the Strengths and Difficulties

Questionnaireéotal andprovidingfavourableevidence concerning their reliability &f.

Table11. Strengths and Difficulties Questionnaire (SDQ; Goodrh88y)

Table No 6Strengths and Difficulties(SDQ)

Total Scoreand SubscaleScores

Total Score Youn@erson
Total ScoreParent
Total ScoreTeachers

Total Score Emotional Yourigerson
Total Score EmotiondParent
Total Score Emotiondaleacher

Total Score Conduct Yourigerson
Total Score Condu®arent
Total Score Condudteacher

Total ScoreHyperactivity YoungPerson
Total Score Hyperactivitiarent
Total Score Hyperactivityeacher

Total Score Peer Problems Yourgrson
Total Score Ped?roblemsParent
Total Score Ped?roblemsTeacher

Total Score Prosocial YourRerson
Total Score Prosociddarent
Total Score Prosocidleacher

Number of
items

25

25

25

o1 o1

(6204

M (SD)

18.9(6.0)
21.6(6.6)
21.8(6.6)

2.9(2.6)
4.3(3.0)
4.6(2.9)

2.95(2.14)
1.9(2.2)
2.5(2.8)

4.2(2.7)
5.3(3.3)
5.6(3.0)

1.63(1.85)
2.5(2.5)
2.1(2.1)

7.8(2.0)
8.2(2.6)
6.3(2.7)

Alpha

0.72 (T2)Total
0.71
0.72

0.72
0.72
0.80

0.63
0.78
0.84

0.75
0.81
0.83

0.634
0.71
0.70

0.70
0.82
0.87

5.3.2 Life Effectiveness questionnairgé Youth at-Risk Version (Yar-Pet)

(Neill, 2003)

The EFPis deliveredin an outdoorenvironmentand, by its nature,is an experential

intervention. The Youth At Risk Youth Evaluation Toofuestionnaire was derived

from the original LifeEffectivenesuestionnaire(Neill, Marsh & Richards,1997)

which is increasinglybeing used to measure the effectiveness of outdoor education

programmes (Neill, 2003). The&/outh At Riski Youth Evaluation Toolas also
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designed particul ar 12903)ftoomeasurgoothudevelopmént r i s k 6

outcomesn outdooreducatiorincludingmanyof thekeyareasvhichwerehighlighted

in thisstudy. Table 12shows that the Youth At Risk Youth Evaluation Programme
Tool was used to measure changes I n t
competency o$elf-awareness, sethanagement, social awareness, responsible decision

making and forming positive relatiships.

There are two parts to théouth At Riski Youth Evaluation Tool The first part is
completed by the young persamnd is designedto measureyouth development
objectivesfor adventurebasedor life skill experiential education programmesis a

65 item seHlreport measurementhich assessed? youth developmentobjectivesin

the Personal,Social and Environmental domain?ersonal Objectivegclude sel
esteem, seltonfidence, and internal locw$ control, effective problersolving, goal
sdting, reflective journaling, creativeelf expression, health risiaking and physical
and outdoor skill developmengocial Objectivesicluderespectingandunderstanding
personaboundariesconflict resolution, communication skills, cooperatiegamwork,
leadership skills andcommunity engagemenEnvironmental Objectivesicludes a
sense of environmentatewardship and knowledge of local environmental isstibs.
Youth At Riski Youth Evaluation Tootjuestionnairetakesapproximately30 minutes

to completeand is answeredon an eight point Likert scale ranging from16 T hi s
statement doesn't descriliéTmesastalklemeint

me very well; it is very much likeme 0 .

ThesecongartoftheYouthatRiski Youth Evaluation Toojjuestionnairés completed
by theparentsandtheteacherof the young person and is also designed to measure 17
items in the Personal, Sociahd Environmental domains. Respondents are asked to
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score the youngp e r s effadiveness in the areas of Personal Objectives (PO)
including seltesteem self confidence, and internal locus of control, effective problem
solving, goalsetting, reflectivgournaling,creativeself-expressionhealthrisk-taking
andphysicalandoutdoorskill development. Social Objectives (SO) including respecting
and understanding personal boundaries, conflict resolution, communication skills,
cooperative teamwork, leadership skills and community engagement, with the
Environmental ObjectivedEO)including increased sense of environmental stewardship
and knowledge ofocal environmental issued his questionnaire takes approximately
10 minutes tacomplete ands answeredn an eight point Likert scalerangingfrom 1

T60Falts2e3dd,Mor e ftal sedt han

Although specific figures for reliability and validity are not availableYfouth At Risk

T Programme Evaluation Tgat hasbeenusedin studiesincludingwildernesstherapy
programmege.g.Allen-Craig & Miller, 2007). Although just half othe scales have

been psychometrically tested, facea | i di ty appears r elabkonabl
12 below shows the psychometrfropertiesfor the YarPet Questionnaire atiT
Cronbach6és Al phaYowaAt Ribki §ydutd Evaluafion Tobtotdl e

scales andubscales.
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Table 12 Psychometric properties &fouth At Riski Programme Evaluation To¢D'Neill, 2003)

Total Score and Subscal&cores

Total Score Youngerson
Total ScoreParent
Total ScoreTeacher

Total Score PO YounBerson
Total Score P@arent
Total Score PO eacher

Total Score SO YounBerson
Total Score S@arent
Total Score SO eacher

Total Score EO YounBerson

Total Score EQParent
Total Score Eeacher

Number of items

51
17
17

27
9
9

17

M(SD) Alpha
286.03(54.02) 0.932
85.38(24.87) 0.896
60.04(21.89) 0.916
146.42(29.42) 0.883
29.87(11.72) 0.852
29.87(11.72) 0.852
105.08(19.07) 0.845
33.84(10.93) 0.844
22.71(9.22) 0.864
28.53(9.74) 0.747

0.731
11.11(4.21) 0.732
7.13(4.2) 0.932

533 PiersHar r i

S

C h i-GoncepeStaéSecdan@ Hdition) (Piers,

Dale, Harris & Herzberg,2002)

The PiersHar r i s

report items for youngeople between the ages of 8 and/&&rs of age which aims to
measure seltoncept. Using

subscales. Measurementgxist as a total score of sebncept and across specific

0yesbo

o

r

6nobd

C h iCondept Saalé2602, Sexdnd edition) contains 60 elf

response,

domains of seftoncept.Physical Appearanc@HY) is an 11 item scaleandmeasures

how the young personperceives his/hephysical appearancen addition to his/her

personality. Intellectualand schoolstatus(INT) is a 16 item scale,which evaluates

the young p e r s otell@ctual and academic ability.Happiness and Satisfaction

(HAP) is a 10 item scale whiclmeasures h e

young

personoés

satisfaction with life.Freedom fromAnxiety (FRE) is a 14 item scalethat measures

levels of anxiety and BehaviouralAdjustment (BEH)is a 14 item that measureghe

youngp e r s admigsi®nor denial of problem behavioursFinally, Popularity (POP)

is a 14 item scale and assesses the ypuaeg sewvaiuétisn of their social functioning.

The questionnaire takes betweeri b minutes to complete and is based on the young
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personb6s percepti on sin mth gldbal @midswcale sdores. I n
suggest improvedeli-concept. Table 13 below shows that the Piers Harris Self
Concept Scale was used to measure changhsanty oung personso® soc

competency of seldwareness.

Reliability and validity for thePiersHa r r i s Ch iCordtept Scélelo86) e | f
second edition have beeated between moderate to high in numerous studies (Puckett,
2008). The algha reliability coefficient for the Pierslar r i s Ch iCbndepte n 0 s
Scale ranges between .88.93 (Butler & Gasson, 2005; Puckett, 2008)est retest
reliability has not beermeasuredor the second edition, though testtest reliability

for earlier versions found thglobal score was between .42 and .96 between 3 weeks
and 8 months, and internaonsistency was .88 to .93 (Lewis & Knight, 2000).
Subsequent internal consistency weeported between .91 for the total score and

between .74 an@1 for the domaiiscores.

Table 13 below showsthe psychometricpropertiesfor the PiersHar ri s Chi | d

Self-Concept Scalat T1, providingfavourable evidence concerningrigdiability.

Tablel3. Psychometric properties of Piers HaBilf-Concept Scale (Second Edition) (Piers, Didbaris
& Herzberg,2002)

Total Score and Subscal&cores Number of items M (SD) Alpha
Total Score 59 46.61(6.8) 0.826
Total ScoreBEH 13 11.8(3.1) 0.72
Total ScorePHY 11 8.0(2.5) 0.76
Total Scord-RE 14 11.2(2.3) 0.74
Total ScordPOP 12 11.2(2.3) 0.74
Total ScoreHAP 9 7.92(2.18) 0.677

In the Irish context,thePiersHa r r i s C h iCbndepteSnaisscon&ditiorfhas

frequentlybeernusedn largescale studiesncluding the Growing up in Ireland report
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(2009) (Williams, et al., 2009), evaluatiostudiesmeasuringheimpactof thework of
the Irish Societyfor the Preventionof Cruelty to Children (Merriman, Robbins,
Canavan& Dolan, 2008) and finally, the Sibling Support Programmes i@ork

(D6 Arcy, FI ynn, MTdnay, 2006y, OO0 Connor &

5.4. Interview Questions
5.4.1 SemiStructured Interview Questions for the YourReople
The focus of the research was based on the hypothesis that the EFP wasgddated
with a measurablg@ositiveimpacton the targetpopulationandassuch,the weighting
was placedon the quantitativedata. As previouslydiscussedthe qualitative data
providesthe researchewith an opportunityto examinespecific issuesthrough the
subjective experiences of participanihis can then provide insights and explanations

reportedin the quantitative analysis (Farquhar, Ewing & Booth, 2011; Wod@g9).

Theinterviewquestionsveredesignedo collectdatawhichcouldhelpto provideabetter

understanding of the reasons for any changes that may or may not haveladesn

amongst the young peopl€he interview questions were also designed to exptaneg

peopl esd experiences of the EFBeBFPaidi ons i n
how it may impact positively on their selfvareness, emotional awareneasd
communications, all of which have beassociated wittsocial and emotionalvell-

being. Finally, the young people were asked their opinions of how they believeeRhe E

could be improvedInterviewquestions are set out in Tableldglow(SeeAPPENDIX

J)
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Tablel14. Interview schedule topics for the youpgople

Understanding of thEFP

Impact of an EFP oselfawareness

Impact of an EFP on emotioreavareness

Impact of an EFP ocommunications

Suggestions for improvements for the EFP (otioanments)

agrwbhPE

Table 14above shows the sequence of interview questidime first question related
to the young p e r s andadstandingof the EFP. Whilst there is considerable
anecdot al evidence describing why EFP

social and emotionalvell-being, thereis a dearthof researchrelating to the active

ingredientsof the intervention that may explain the benefitfhe youngp e o pl e s 6

answers coulgotentially provide some insight into this unanswered questibime
second question relatedsil- awareness, and how EFP might potentially help people
to learn about themselveSelf awarenesfiasbeencited as a fundamentalssue in
psychology (Rochat, 2004) with some young people developing significant self
awareness and others failing to do (3thompson,2008). Broadly defined, self
awarenesscan be viewed as one of the first factorsof selt-concept(Cherry,2014)
throughwhichyoungpeopledevelopanawarenessf their feelings and behaviour (Crisp

& Turner, 2010).High levels of selfawarenessgequire the ability to demonstrate how
thoughts, feelings and actions argerconnected thereby allowing a young person to
makepositive changes and improvements throwgproces®f goalsetting(Durlak et

al., 2008).). However, despiteits importance,Las sessing a yeung
awareness can be difficult due to the need for some forsetsf reflection and self

report (Mckeown, 2013).

Theinterviewtopic of selfawarenessvasidentified asanimportanttopic for two key

reasonsFi rstly, it is one of the fiv0158 or e
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modelof socialandemotionalell-beingwhichnotonly addressesecognisingtrengths
and weaknesses but al so e x ami rers
emotions. Difficulties with emotional regulation was discussed in Chapt®e@nda
young p eeflectiorband selfedort are reggnised as an important featuog
assessingelfawarenessindit wasthereforeimportantto includetheir experienceof

selfawareness in the context of the EFP and how it may have impadieehon

The explorationof the youngp e r s emotidralawarenessvasthe focusof the third
questionwith interview questionsocusingon how the young peoplefelt at different
stages of the EFP sessions. Greenberg, Kushche and Speltz (1990) suggesiidhat
and emotional competence is related to emotiawakeness and is reflected igaung
personds i nt Asrequeés are @tedwasd providing continuous feedback
people on their emotions, intentions and behaviour (Lentini & Knox, 2009yotiney
people had continuous opportunities to emwdity and behaviourally setegulatein
ordertoachievdifferentresults. AstheEFPwasexpectedoresultinanenhancedocial

and emotional welbeing this question was asked to be able to discuss thigudpier.

Thefourth questionrelatedto how the EFP mayhaveimpactedontheyoungp e o p | e s 6

communication skills as part of the EFP sessions and if these skills improvethgimce
participationin theEFP. As equinescommunicatenonverballybothwith eachother
and with people (Brandt, 2004) the young peoplewere thereforerequiredto learn
how to communicate noemerbally. This provided them with opportunities to pay
greater attention to what both the equines and the other young people mayeeave
communicating.The fifth and final gestion related to any suggestions thatybeng

person had which they believed could improveBER®.
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5.4.2 Interview Schedule for the Parents ariceachers
Table 15shows the sequence of interview schedule for parents and teghensh the
youngpeoplethefirst questiorrelatedtop a r eandt & @ c inderswraingf anEFP

based on t hedescription($eAPREDDPIX E s 6

Table 15 Interview Schedule Topics for the Parents @adchers

Understanding of thEFP

Impact of the EFP oself-awareness

Impact of the EFP orelationships

Impact of the EFP ooommunications

Impact of the EFP obehaviour

Suggestions for improvements for the EFP (otdeanments)

ok wbdE

The secondquestionfocusedon any observedchangesn the youngp e r slevel® s
of selfawareness and whether or not they believed the young person may have

developed any particular insights into themselves as part &RRe

The third and fourth questions explored if the parents or teachersobserved
improvements in howhe young person related and behaved with family memb#ve or

youngp e r s peersordeachersn school. As discussedn Chapter2, Bradleyand
Hayes(2007) suggestthat any intervention which fosters exposureto protective

factorswill | i kel y 1 mpact posi ti-bend.yhe bithquastiopo un g
examined any i mprovements i n t hhefiftfamdng pe
final question asked parents and teachers if they could suggest any improvements that

could bemade to th&FP.

5.5. Pilot Study

A pilot studywas conductedbetweenMarch 2009 and April 2009 andincludedthree
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young people who had patrticipated in an EFP, their parents and two teachetsoK his
place inthe organisation The young people were recruited on the basis of having
attended an eight week EFP before approval was given for the present study. The aim
of thepilot study was to evaluatethe processof data collection, including time to
completethe interviews, the order, content and wording of questiding pilot study

also allowed an opportunity to collect feedback on the interview process from all the
participantsod perspecti v e sTheantraductorg leteer any
(APPENDIX G) to theparentsvassentfrom the Chairpersorof the Boardof Directors

andthe Co-ordinator of the EFP withithe organisation The letter outlined the nature

of the study andhcluded aplain languagestatementwhich was referredto as an

601 nf orSiaet@PBENDIXH). The consentform (APPENDIX K) was sentto

the parentrequestingconsentfor t h e p sBvoleeméngtiseirc h i Invbloesnent
andconsentortheirc h i teatltes be invited to take part. Also included in the initial
contact with parents was #mterviewSchedulg APPENDIXJ) outlining the interview
processand a list of the questionsthat wereto beasked. Finally, the parentsvere
giventheguidelinego beappliedin theeventof a parent becoming distressidting the
interview and the guidelines to be usedhe event of their child disclosing sensitive

information.

On receiptof the consentforms from the parents both the teachersand youngpeople
were contacted with introductory letters (APPENDIX H), Information Sheets
(APPENDIX H), consent form for teacherARPENDIX K), assent forms for the young
people APPENDIX K), guidelines in the event of teachers becoming upset
(APPENDIX L) and guidelinesin the event of their child disclosing sensitive
information(APPENDIX Q. Theseformsweresent to the research assistant in line
with the procedures for the main study which Wwel discussed later in thgection.
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Finally, the parents of the young people were required to complete a Waiver Form on

behalf of their son or daughter (SA@PENDIX O).

The youngpeople their parentsandthe two teacheravereinvited to participatein the

pilot studyin line with the meansby which the participantsfor the main studywereto
berecruited. Theyoungpeopleweregiventheoptionof thequestionnair¢o bereadto

them bythe research assistaiftassistance with reading or comprehension was needed.
In each case, the three young people accepted this assistance and the research assistant
readthe questionnaires to them. Questionnaire completion with the young people took
place athe organisatiod s p r.&uoEstornaires were completed with teachers

and parentdy telephone. The interview schedule was piloted tae orgaisatiorts
premiseswith three young peoplethree parents and two teacher$he interview
questions for the young people focusedtlmir understanding of the EFP and any
insights that the young people may have develdpetthe areasof selfawareness
emotional awarenessand communications The interview questionsfor the parents
andteacherselatedto observedchangesn the areasof self awarenessielationships,
behaviourandcommunication. Finally, the youngpeople their parents and teachers
were invited tacontribute ideas on how the EFP couldimeroved in the future The
interview process was supported by either the School Completidhiome School
Liaison staff memberattachedto eachschool. The primary role of the appointed
person was to liaise witine family in relation to the documentation relai@the study

such as consent and assenmns.

5.5.1 Issues arising from Pilostudy
Theoriginalroleof thereferralpersonneastheSchoolCompletionProgrammerHome
SchoolLiaisonOfficer or SchoolPrinciple,wasto liaisewith thefamily in relationto the
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documentationrequired by the organisationi.e. referral information, waiver forms
and general information about thiganisatiorEFP. The pilot study highlightedhe
difficulties thatsome of the parents had in relation to reading and/or comprehesfsion
theintroductoryletter,andaccompanyinghformationsheetelatingto theresearclstudy
which had beensentto them by the Chairpersonof the Board of Directors of the
organisation It also highlighted that some parents had difficulty in completing

guestionnaires due to difficulty with reading andioiting.

Informed by the outcomeof the pilot study, the referralp e r s o ke expbamhded
to includesupportingthoseparentswho haddifficulties with reading,comprehension
and/or completion of the documentation relating to the stu@ere necessary, the

referral personnel read out the material and discussed the contents \pahethis.

Basedon the feedbackfrom the young people, their parentsand teacherson the

Strengths and Difficulties Questionnaiteere were no changesthat neededto be

made. However, in order to help the young people remember the options for answers,
particularly if the questionnaire was being read to them, flash cards were used with the
possible answers to the questiorbhe wor ds O6certainly trued,
trué were written on the flash cardBollowingthe administration of the Youth At Risk

i Programme Evaluation Tqadome changes were made specifically invibeding of

six questions.When clarification was sought by the young person on the meaning of

the questions, it was the use of words rather than the concept contained within the
guestion such as changing sea kayaking to canoeing, external things to things outside of
your control, journal to diary, i n har mony
Ecosystem to Bray or Shankhill environment (i.e. the local area), and handling waves

and high winds to things that happen during stormy weatlhtaving changed the
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wording,the questions we answered by the young person (APPENB)X In relation

to completingthe questionnairevith the parentsby phone,theyoungp e r srame s
replacedher e f er ence t o O6your son/ daugthetriers 6 .
Harris SelfConceptScale Questionnair€ollowing the administration of the interview

guestions no changes weeported to be necessary.

5.6. Procedure for Main Study
The young people, their parents and the teachers were invited to participatmairthe
study with an initial introductory letterhich was sent by the Chairperson of Buard
of Directors oftheorganisation APPENDIX M). The initial letteiwas sent to the parent
of the young person who had been referred to the EFP. The School Completion Officer
provided the research assistanthitite name and contact details for the parents. The
initial letter included the information sheet about the progranmmnotuding the
Guidelinesdescribingthe protocolto be adheredo in the eventof parentsor teachers
becomingupset. It alsoincludedthe procedurdo be usedin the event that their son or
daughter disclosed sensitive information. They were also asked for their consent to
contact their child and to contact the teacher of their clRPENDIX B. As such
they were identified bythepam t s 6 ¢ o Mt eandent foromwas.signed by one
parent and did not require the signature of both parddpen receipt of the consent
form a |l etter relating to the study was
teacher APPENDIX M). The introductory letters were sent dtee week# advance
of the startof eachEFPto eachyoungpersorandwho had been referred to the E&iR
the young personso6 teacher who had .been
If a young person, their parents and teacher agreddk® part in the study, they
completed the assent and consent forms respectively and postethe research
assistant in Dublin City University (DCU)lhe young people wegiven the option of
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thequestionnaire being read to them by the research assistant if nkeesi@tiecases,
theyoungpeopleacceptedhis choiceandtheresearclassistanteadthe questionnags
to them. Where a teacher or parent did not return the consent forms, a follplonp
call was made by the research assistant, and a maximum of three phone calls were made,

after which there was not further contact made

Questionnaireompletionwith the youngpeopletook placeon site atthe organisatins

premises at T and T, and the referral person remained outside of the room.
Questionnaires were completed with the young person in their schook at T
Questionnaires were completedith the teachers and the parents by telephone.
Quantitative data were collected fraheyoungpeopletheirparentandteacherbefore
eachyoungpersorstartedn theEFP(T1), on completion of the eight week EFR)@nd

three months after the end of the EF§) as set out in Tablesbelow. The quantitative

data at was col |l ected at t h €he gualitativg) datp &veres o n s 0

collected at the end of theightweekEFP.

Table B. Quantitative Data Collectiohimeframe

Time Point Young people, parents and Venue

teachers
T1 Before the start of the 8 we&lEP The organisations premises
T End of the 8 weekFP The organisations premises
T3 Follow up 3 monthsafterthe The young persofischool

completionof the8 weekEFP

In orderto selectthe participantsfor the interviews,it was necessaryhat the young
person,their parentand their teacherhad eachcompletedthe questionnairest each
of the three time pointsA total of 8 young people, 6 parents and 9 teachers participated

in theinterviews.
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5.6.1 Interview Procedure
All interviewswere carriedout in personandwererecordedby the researchassistant
using a dictaphondt should be noted that in the interviews with two parenbgcame
apparenthattwo of the youngpeoplehad participatedn anadditionalequinerelated
programme athe organisation ovea summer holiday periodAccordingly the sections
of bothtranscriptswhich werelinked to andor referencedhe non EFPwereexcluded
from the analysis.These data were stored separately in line with the storage of all other

data butwvere not included in thgtudy.

This section has focused on the research design in a study which explored th@impact
EFP on the socialand emotionalwell-being of youngpeopleaffectedby educational
inequality. Attention will now turn to discussitige ethical issues relating to theesent

study.

5.7. Ethical Issues
Thereweretwo ethicalconsiderationthatneededo beaddressedspartof astudywhere
the researchewas alsothe Chief ExecutiveOfficer (CEO) of the organisationwhich

provides theEFP. This section will now address eacithefe.

5.7.1 Conflict of Interest
This study was an evaluation of an EFP for which the researcher was responsible as
Chief Executive Officer and was also the focus of a PADis introduced a potential
conflict of interest (Curzer & Santillanes, 2012). further conflict of interest was the
possibility that positive results from the study could potentially benefit future funding
for organisation in which the researcher is also the CEBrder to deal witlboth of

these conflicts of interesa number of procedures were put into pladérst, an
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independent research assistant was appointed to gather data from all the participants.
Second, the transcribing of interviews was done by the research assistant under the
guidance and supervision of the research supervisors to preserve anoffymndythe
research supervisors directly oversaw the thematic analysis of the data which was
carried out by the researcher in order to ensure that it was undertaken in a Ngoyous

and any conflict of interest was managed.

A further additional potential conflict of interest highlighted was thabtigenisations
Guidelines on Noraccidental Injury and Alleged Abuse (NAI [SA@PENDIX Qfor

copy oftheorganisatiors Guidelines]) identified the researcher, as the Chief Executive
Officer, as the coordinator of the investigation and management of an alledattba.

event of a disclosure being made by the young person, their parent or teacher at any
stage throughouhe EFP or as part of the data collection process, the NAI Policy would
have required an immediate report to be made to the Chief Executive Officader

to remove possible or potenti al bias, the
the NAI Policy wasreplaced with a Senior Manager employedhmporganisatiorwith
responsibility for two Health Service Executive (HSE) funded programmes managed by
the organisation The Chairperson of the Board of Directorstlo¢ organisationwas

also to havébeen advised of any allegatioithe third and final procedure which was

put in place to deal with a potential conflict of interest was the researcher maintaining a
reflective weekly diary in the initial stages of the study to record insights relatamyto
conflicts of interest that may have aris¢towever, no conflicts of interest arose during

the study. Ethical approval was obtained for the study from Dublin City University in

2009 APPENDIXA).
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5.7.2 Autonomy and InformedConsent
An important part of ta study was that of ensuring informed consent from the parents
and teachers, and informed assent from the young pedépianformation sheet for
parents was designed giving information about all aspects of the Fisdyart of this,
a consent form waseat requesting permission for their child to participate in the study
and al so requesting per missi ®&arentsweredoldnt a ct
that they could refuse to participate in the study but could give their consent for their
child to participate. Similarly, both the young person and the teacher were given
information sheets about the study requesting assent and consent respe&liely.
young people, parents, and teachers were told at each stage of the data collection process
thatthey could withdraw from the study at any time and that this would not prevent or
compromi se the young p e rA acomsénsandpaasent forms p a t
were received in advance of the young people participating in the sisdyart ofthis,
the young people their parents and teachers were asked if they would be willing to take

part in the interviews after the completion of EFP.

5.7.3 Privacy andConfidentiality
Maintainingtheanonymityof theyoungpeopletheirparentsandteachersvasexplained
in the information sheets that were sent to participaitse support person faach
youngpersonreviewedthe informationsheetwith the youngpersonin orderto ensure
that each young person fully understood its cont€his informationsheet contenwvas

explained at each stage of the data collection interview progegkg supporperson.

The subject of confidentiality was also an important consideraiibe. youngpeople,
their parentsand teacherswere assuredthat the information they provided would

be treated in the strictest of confidenc&he exception to this was any information
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which mayhave suggestedhat a young personwas at risk of physical, sexual or
emotional abuseEach participant was informed that in this eventrttagter would be
referredto the Co-ordinator of the EFP Service who in turn, would refer to the
organisatiors Guidelines on NAI. These guidelines clarified that information given to
others for the protectionof a young person did not constitute a breach of
confidentiality,in line with The National Guidelines for the Protection and Welfare of

Children.

It was explained that each participant was to be given an identification numbigraand

this would be usedfor anyinformationrelatingto the study. The informationwhich

linked participannamesandnumbersvasstoredseparatelyn asecurdocationin DCU.

Participants were also informed that whilst the interviews would be recoased
transcribed, the partici placeswdddbegemdvedc mat i on
Participantswverealsotold thatit was possiblethat somequoteswould be usedin the

research report and subsequent academic regaavtbations.

As stated earlier in Section 5.2afl the young people attending the organisaldeFP
were the sample for the current study which highlighted possible questions regarding
their anonymity. However, as hundreds of young people availed of the EFP over the
lifetime of this thesis, the idéfication of the sample within this populatiomas

considered to minimisany ethical issues.

5.7.4 Protection ofParticipants
The type of datacollectedas part of the researchcould have potentially highlighted
personal issues for participantsor examplea young person who may not haleen
achieving in school tests over time could have been upset Yguth At Risk1
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Programme Evaluation TostatementtMostt hi ngs | ,drachild wdochaswe | | €
poor interpersonal skills and difficultynaking friends could potentially be upsetby
beingaskedto commentond co-operatewell when workingwith at e a rhikewise,

for a parentof a child who doesnot demonstrateany empathy or consideration for

family members or others, the openii@jrengths and Difficulties Questionnaire
stat eGmoemsti déeer at e of 0 tcbuld rtriggpreacsfpohgeesnodtionéle e | i

response.

Consequently, it was acknowledged that support structures were needed for participants.
If duringthe courseof datacollectionor the researcha participantbecameupset,the
interview was to cease immediately but in a sensitive mannerABRENDIX L for

copy of Protocol for Participantspepending on the location, contact would have been
made immediately with the referral person of the young perdaepending on the
locationof the datacollectionor researchthe youngpersonwould havebeenreunited

with their familyor referralpersonnel. Participantsvereinformedof thisin advancef
thesessionslin the event that a young person, parent or teacher disclosed an incident of
allegedabuse (physical, emotional, sexual) or where there was reasonable suspicion of
alleged abuse, the matter was to have been reported to therdiwator ofthe EFP
Service who would haveimplementedhe organisations Guidelineson NAI.  The
youngpeopletheirparentsandteachersvereinformedof thisin advancef thesessions.
Eachparticipantwasgiven thecontactdetailsof the researchassistanin the eventthat

theyhadqueriesabouttheresearch.

5.8. Summary
This chapter described the design and methodology of the current gisdhis was

the largest EFP Irish study involving young people affected by educational inequality,
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a mixedmethodsresearctdesignwaschosen. This allowedthe quantitativedatato
suggestpossible patterns and allow the qualitative data to explore the subjective
experience®f the young people in the areas seMareness, emotional awareness and
communications, andheir parents and teachers observations in the areas of emotional
awarenessielationships, communications and behaviotihe inclusion criteria used

for thestudy werethen describedtogetherwith a discussionof the reasonswhy the

study did not include a control groupThe measures used for this study were then
described including the rationale for the selection of each measdreeferencing
which of the CASEL SEL competency they were addressiig pilot studywasthen
outlined togetherwith changes that were made to the stuBinally, the ethical

considerations relatet the study wereutlined.

The next two chapters will review the findings of the quantitative and qualitittae
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Chapter 6. Quantitative Analysisand Findings

6.1. Introduction
This chapter presents the quantitative findings pertaining to the impact of an Efé on
social and emotional welleing of young people affected by educational inequdlitg
main focus of this chapter consists of GWay repeated measure ANOVAshich
examined possible changes o-‘awearenedssoad 0 n
awareness, sethanagement, responsible decision making and their abilitfotm
positive relationstips. The chapter also consists of T\Wday repeatedmeasures
ANOVAs which were usedto examineif therewas a significantinteractionbetween
males and females and those in the normal/borderline and those in the clinicadfrange
social and emotiondifficulties. The chapter is divided into three sections. Tirst
part of this chapter starts with an overview of the plan of analydss includes an
overviewof the studyaims and objectivesand presentshe measureghat were used
tocapturechamg i n t he ar eas o fawarehess, sop@atawarengsg o p |
sel+ managementesponsiblaecisionmakingandtheyoungp e o pdbiktyst@dform
positiverelationships.Secongda profile of the young people at the centre of the current
studyis outlined. This includes the gender and age breakdown of the young p€bele.
number oEFPsessionss alsopresentedh additionto thedetailsof thenumberof young
people,parents and teachers who responded;aflf and ;. An overview of the
participatingschools is also presentedl.descriptive profile of the young people, which
was derived from the data analysis at; from the Strengths and Difficulties
Questionnaire Youth At Risk T Programme Evaluation Too&nd PiersHarris
Chi | dSeleCoricept Scaleneasures as reported the young people, their parents

and teachers is detailedlhe third and final sectionconsistsof analyses exploring
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possible changes over time on the social and emotmglabeing of the young people

as measwd by standardised assessnwaritomes.

6.2. Plan of Analysis
Figure1 0 below illustratesthe overall study aims and objectiveshighlighting which
aspects of social and emotional Ieting were addressed by the Strengths and
Difficulties QuestionnaireRPiersHa r r i s C h iCondept&cal@rsthe Yoath At
Risk i Programme Evaluation TaolStudy objectives are highlighted in yellow to

emphasise those being examinadhischapter.
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Study Aim
To explore the impact of an EFP on the social@mdtional welbeing of young people affected &yucational
inequality

Study Objectivesi Quantitative
1 To identify any changes in sedfvarenesself
management, social awarenegsponsible
decision making and the ability to fopositive

Study Objectivesi Qualitative
Review the impact of the EFP esalf
awareness, relationships, behavi&ur
communications

relationships following participation in tHeFP f To examine youngforpeop
1 To identify any evidence of significageénder evidence of factors or aspects of the EFRch

differences among young people in relation may contribute to any changekentified inthe

selfawareness, sethanagemensocial first quantitative studgbjective

awareness, responsible decision makingthad

ability to form positiverelationships f To examine young tpaeherg

perspectives of the EFP to identify highearel
patterns of convergence and divergenciéir

views.

Strengthsand Youth atRisk PiersHarris Semistructurednterviews
Difficulties (SDQ) Programme YP YoungPeople Parents andleachers
YP, H®s &| EvaluationTool

(Yar-pet)

YP, Fds |
SocialEmotional | Social Social Understanding of thEFP | Understanding of thEFP
Competency Emotional Emotional | 'mpact of an EFP oself | |4t of the EFP oself
Selfmanagement| Competency Competenc ng:gﬂngnn&otlonal awarenesseglationships,
Social awareness| Self- y Self s commgnications &n
Relationships management | awareness | Suggestiongor behaviour

Social improvements forthe Suggestiongor

awareness EFP improvements for thEFP

Relationships

QuantitativeAnalysis QualitativeAnalysis

Integration of Quantitative and QualitatiData

Findings

Figure 10. Overall Study Aims an@®bjectives

The main dependent measures are referred to througi®utain text bodgpsoutlined

in Table I7 below.
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Table 7. Reference to the Strengths and Difficulties, Piers H&®i§Concept Scaland Youth At Risk
i Programme Evaluation Tool

Measure
Strengths andDifficulties

Hyperactivity
Emotionaldifficulties
ConductProblems
PeerRelationshigProblems
Prosocial

Youth At Risk Programme Evaluation
Personabbjectives
Socialobjectives
Environmentabbjectives
PiersHarris Self-Concept Scale
PhysicalAppearance
Intellectual and Scho@tatus
Happiness anB8atisfaction
Freedom fromAnxiety
BehaviouralAdjustment
Popularity

The statistical analyses chosen for the prestémdy included On&Vay repeated
measures ANOVA and Tw@/ay repeated measures ANOVAhe OneWay repeated
measureANOVA wereusedto helpunderstandf therewasa differencein the social
andemotionalell-beingof theyoungpeopleasreportedoy eachof thethreeparticipant
groupsover T1, T and T3, By usingtheseanalysesjt was possibleto examinewhat
differencesmight exist betweenthe youngp e o p tharp & r eandtheidt e ac her s 6
reports on changes oviéime. Two-Way repeatedneasure®ANOVAs werechoserto

examindf therewasasignificant interactiometweertimeandgenderlndreflectsoneof

theobjectivesf thecurrentstudy.

The next section provides an overview of the participants in the catueiyt

6.3. Profile of young people at Ta
6.3.1 Gender and age Breakdown of the YouRgople

There were a total of eighty eight young people,their parentsand teachersnvited
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to participate in the study. Of the eighty eight young people, 70r5=62] were male
and 29.5 % (=26) were femaleChapters 2 and 3 discussed how males are reported to
beat greater higher risk of social and emotional difficulties than femalesse figures

may be reflective athis.

The young people were aged between 8 and 18, with an avyagé 13 years odige
(SD=2.20). These figuresnayreplicate the current literature which highligthtst
transitioning from primary to post primary school has been reported to repeesent
particularlychallengingimefor youngpeoplejn particularfor youngpeoplewith social

and emotionadlifficulties.

6.3.2 Number of EAL Sessions completed by Youpgople
Figurell below shows the number of sessions completed by the young people over the
four EFPs that were delivere@ihe number of sessions completed by each young person
varied for a number of reasonBhese included where an EFP session was scheduled to
take place on a public or school holiday, medical appointments, lack of available
transport, suspension from schasthool exams, school related events, school closure
for teacher training or staff meetinggach EFP was made up of eight sessions which
were delivered once a week lasting one hour and a . mean number of sessions

attended by each young persors\gar2 (SD=1.82).
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Number of sessions completed

20

Frequency

T T T T T T T
1 2 3 4 5 6 7 8
Number of sessions completed

Figure 11. Number of Sessions Completed by the YoBegple

6.3.3 DEIS Schools That Took Part in th8tudy
A total of eight DEIS urban primary and post primary schools participated authent
study. As theidentificationof the participatingschoolscould potentiallydisclosethe
identity of the young people, school names are not discld@sezlprimary school@=4)
thatparticipatedareclassifiedasparticipatingn Bandl of DEISwhicharethoseschools
locatedn areasvherethelevelof disadvantages greatesascomparedo Band2. There
Is no classification of urban or rural post primary schools participating in DSt

post primary schools referred young people td3RE.

6.3.4 Detailed Description of the Young People &t
Chapter 2 discussed general profiles of young people attending DEIS primary and post
primary schools in Ireland as reported in the literat\véilst not all young people who
attend primary or post primary DEIS schools have social and emotionauliiéf; a
percentage of young people are reported
this area.The School Completion staff refer young people to the EFP as one intervention

which is considered to promote social and emotionalleshg.

Devdoping a deeper understanding of the young people who took part on the study was
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considered an important part of this chapter. It provided a more detailed description of
the young peoplesd6 soci al and emotional
general description of young people attending DEIS schools with social and emotional
difficulties as presented in the literature and discussed in Chap#reinvolvement

of t he young 6gnd teachetss ¢ e g@gsa previdédsthe study with

di fferent perspectives on the yobWaumg peop
people with social and emotional difficulties are reported to have underdeveloped
emotional awareness, can demonstrate less empathy aagvaetiness than their peers

and experience relational difficultiesAs such it was I mportant

andteachs 6 experiences of the young peopl esd

The following section provides a profile of the young people at the centre fethent

Study In order to do this, therldata from the&strengths and Difficulties Questionnaire

Youth at Riski Programme Evaluation ToandPiersHa r r i s Ch iCbndepte n 0 s
Scalequestionnaires were analysed as reported by the young person, parent and teacher.
The Strengths and Difficulties Questionnairetal scales and subscales were compared

to the published descriptive ranges of normal, borderline and clinical (www.sdqiffo.org
(SeeAPPENDIX T for copy of Analysis of Standardised Scales SDQ). As there

were no descriptive data for theuth At Riski Programme Evaluation Totital score

and subscales, the young personsa, par en
aganst the maximum possibMouth At Riski Programme Evaluation Tottal scores

(n=8). ThePiersHar r i s C h iCbndepteSnaféatal sBateland subscales were
compared against the ranges of overy | o
aver,aged ghdé an dAPBENPIK YforleapygofPiersH &Srerei s Chi | d |
SeltConcept Scalél-Score Range). As discussed in Chapter 5,Strengths and
Difficulties Questionnairene asur es a young personds psy.

167



18 below pesents the findings of the Strengths and Difficulties Questionnbatal

Difficulties scores at T,

Table 18 Strengths and Difficulties Questionnaif® Score i1f or Young Peopl es6é, Parent
Report

Group Normal Borderline Clinical

YoungPeople 58.8%%% (30) 13.7% (8) 27.5% (14)

Parent 49% (25) 13.7% (8) 37.3246(19)

Teachers 33.346(23) 24.6% (17) 42% (29)

The scoresabovedemonstratehat with the exceptionof the youngpeopleand parent
reportsin the borderlinerange theyoungp e o p p @ s éandt ® @ c $ceresgele
all reportedbetweenthe normal, borderlineand clinical range. Theyoungp e o p | e s 0
and paent® scores both reported 13.7% in the borderline rangeBy contrast, the

teacherseported over twice as mamyth 24.6% in the borderlingange.

Of note to the current study is the number of young people reported in the alamgel

by theyoungp e o pdcares(ra=14), parentd (n=19) andteacher§(n=29). As canbe
seeninTablel@ bove, the teachers scores were twic
again higher than the parentsd scores. T
peoplet heir parentsd and teacher s oOoHowever,t he t ot
the differecesbetweent e a ¢ lyaungp @ r s andpsadr esedresvériedin the

borderline and clinicaranges. As the Strengths and Difficulties Questionnaire
classification of scores is presented through the three bands of normal, borderline and
clinical, a clinical score may be used to I
emotional and behaviourdifficulties. As the youngpes on s 6, parentsd anc
scores suggest a number of young peo@ee presentingith high levels of social and

emotional dificulties it was decided to ruan exploratoryTwo-Way ANOVAS Two

for Time andCasenesfor the youngpeoplis , parent s.6 and teacher sé
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6.3.5 Strengths and Difficulties Questionnairéotal and Subscale Scores &t
Table 19 below also showsa continuing patternof differencesbetweenthe subscale
scoresas reportedby the young peoplés, p a r eamdt seba ¢ bceressTlbe young
p e o pdulsscalascoresincreasedvithin the normal rangeand were also noticeably
higher than the parents and teachers sc@#ferences in the subscale scocestinued
to be highlighted, particularly as teachers repattechighest number of youpge o p| e s 6
scores irthe clinical range for the EmotionahdHyperactivitysubscale and the lowest
scores irthe PRO subscales, as compared to either the young peoplearghts.

Table B. Strengths and Difficulties QuestioasireSubscal e Scores for Young P
Report and Telchersé Report at

Group normal borderline clinical
Emotional

YoungPeople 65 (82.3%) 9 (11.%%) 5(6.3%)
Parents 22 (44.9%) 5 (10.271%) 22 (44.9%)
Teachers 34 (51.%%) 6 (9.1%) 26(39.%%)
Hyperactivity

Subscale

YoungPerson 54 (65.90) 11 (13.%%) 17(20.7%)
Parent 21 (42.0%) 8 (9.1%) 21(42.0%)
Teacher 33 (49.3%) 9 (10.2%) 25(37.3%)
Conduct Problems

Subscale

YoungPerson 47 (58.8%) 12 (15.0%) 21(26.30)
Parent 30 (58.8%) 7 (13.7%) 14(27.%%)
Teacher 37 (61.7%) 4 (6.7%) 19(31.70)
Peer Problems

Subscale

YoungPerson 71 (88.87%) 5 (6.3%) 4 (5.0%)
Parent 28 (56.0%) 5 (10.0%) 17 (34.0%)
Teacher 37 (42%) 10(11.4%) 15(17%)
Prosocial Skills

Subscale

YoungPerson 65 (82.3%) 9(11.4% 5 (6.30)
Parent 40 (81.8%) 1 (2.0%) 8 (16.3%)
Teacher 35 (55.8%) 12 (19.0%) 16 (25.8%)

It is alsoworth notingthatthenumberof youngpeoplewhosescoresndicatedtheywere

in the clinical rangeof the Emotiona)] Conduct Problemand Peer Problemssubscale
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totalled5, 4 and4 respectively By contrast however, the number of young people whose
scores indicated that theyerein the clinical rangein the Hyperactivityand Conduct
Problemssubscalevas17 and21 respectively, suggestingpat the young peoplemay
havehad someinsight into how they perceived theisocialandemotionaldifficulties.

Of particulamoteis thattheyoungp e o pscazesw@reclassifiedin the clinical range

of the ConductProblens subscaleavhich washigherthan the parents and teachers who

reported 14 and li@spectively.

6.3.6 Youth At Riski Programme Evaluation Toolotal and Subscale Scores

at T1for the YoungPeoplePar ent sd a®8cdre Teacher so
There were no published descriptives available fortthath At Riski Programme
Evaluation Toolmeasure. As such,the maximumpossiblescores(n=8) were usedto
compardhetotalmeanscoresandsubscale scores:or the young people, the eight point
Likert scale ranged from-2 (Falsei not like me),3 - 4 (More Falsethantrue),57 6
(More TruethanFalse)to 7-8 (This statement describes me very well). For the parents
and teachers, the eight point Likert scaleged betweeh (False)_2i 3 (Morefalsethan
true),41 5 (Neithertruenorfalse),67 7 (More truethan false)to 8 (True). Table 20
below showsthe youngp e o p b @ 58 éant ds 6t et@atne@nands@bscalescores
ascomparedo themaximumpossiblescoredor the total and subscale scores. In all cases,

the maximum score wasght.

Table 20 Youth At Riski Programme Evaluation Todlo t a | Scores for Young
Teacher sd; Report at

Total Score T1(SD) Maximum Score
Total score Yaipet YoungPerson 5.41(1.29) 8
Total score YaipetParent 5.02(1.16) 8
Total score YapetTeacher 3.53(1.28) 8

170

Peopl



In developing the profile of the young people at the centre of the present study2dable
aboveillustrates the younp e opl es 6 t ot al esvcear,e st hoef phHa.rde:
scoreof 5. 02 report the young peopl Ehbet vaeme
scores eported the young peopl e as ThHseeflesty mor
the patterns observed in ti&trengths and Difficulties Questionnataal and subscale

scores. Table 16 above alsilustratesthe degreeof effectivenessas reportedby the

young peoplés, p a r eamdt seGa c $ceres.s 0

Table2lbel ow shows a similar pattern teyth ¢ttt
perceivedhemselvessbeingd e f f endhe$ovia @bjectiveindicatorsandsimilarly

bythepar ent sdé6 scores.

Table 21 Youth At Riski Programme Evaluation TodoungPer sons 6, Parentsdé and
Social Objective Subscal&cores

Total SubscaleScores T1(SD) Maximum Score
Total Subscale score SO Youpgrson 6.14(1.07) 8
Total Subscale score Sarent 5.64(1.82) 8
Total Subscale score Sk@achers 3.78(1.53) 8

However,thet e a c $ceressigpestsheyoungpeopleareé i n e f fasmedsured e 6

by theYouth At Riski Programme Evaluation To8locial Objectivesubscale.

Table 22below suggests a similar pattern to ¥auth At Riski ProgrammeéEvaluation

Tool Social Objectves ubs cal e scores, with the young
they perceive t hemsel scalObjectvaharoirtiePesandl f e ct |
Objective The parents did not rempdrtort e neddrg
the Personal Objectivendicators and the teachers reported the young people as being

| ess 6 ef f¥ouoth At Rigkid Pragramnte Ealuation Todlersonal Objective

subscale than effective.
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Table22Yar-Pet YoungPaPreernstosnds 6a,n d @&rsonatObjeativeSbbsdl&Smoes t P

Total SubscaleScores T, (SD) Maximum Score
Total Subscale score PO Youpgrson 5.25(1.16) 8
Total Subscale score FRarent 4.45(1.41) 8
Total Subscale score Pi@acher 3.31(1.30) 8
Finally, Table2® el ow i |l l ustrates how the ytleung peory

Youth At Riski Programme Evaluation To&nvironmental Objectivecomparedto
the other Youth At Riski Programme Evaluation Tosubscales,with the parents
reportingt he young person as more Oeffectived t
Youth At Riski Programme Evaluation To&nvironmental Objective The t eacher s 6
scoresindicatethey believethe youngpeopleto bemore6 i ne f ft dd@tni ved f ect i v

in theYouth At Riski Programme Evaluation To&nvironmental Objectiveubscale.

Table 23 Youth At Riski Programme Evaluation Todloung Per sons b6, Parentsd and
Subscal&cores

Total SubscaleScores T1 Maximum Score

Total Subscale score EO Youpegrson 5.35 (2.09) 8

Total Subscale score BZarent 5.11(2.23) 8

Total Subscale score ET@achers 3.56(2.10) 8

63.7PiersHar r i s Ch i-GorncepeStadtal arel [Sdbscale Scores at

T1
Table24 belowshowsthe meanscoredor youngpeopleonthePiersHar r i s Chi | dr en
Self-Concept Scaleneasure. The total scoreswof thePiersHar ri s Chit |l dr ends
Concept Scalemeasureanges§rom<29,6 v d rowd@396 | o48b56 av e b& ge o,
59 oO0high ®Y&hiagglrebav &rlaged amhk PiersHarris6very h
Chi | dr eQorcept SBadsubbcales ange from < -39, 6bowdy UBw

55 6averageodawenrdagd®d® Oabove
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Table 2. PiersHar r i s Ch iCondeptScayso uS gl fPer sonsé Report Tot a
atTl
Scores T1 (Std. Deviation) Maximum score
PH Totalscore 53.85 (8.72) >70 (veryhigh)
Subscales
BH 50.91 (9.48) >56 (abovéd aver ageb
INT 49.56 (8.44) >56 (abovéd aver ageb
PHY 50.10 (10.98) >56 (abovéd aver agebd
FRE 53.07 (7.61) >56 (abovéd aver ageb
POP 53.85 (8.43) >56 (aboved aver ageo
HAP 52.38 (6.7) >56 (abovéd aver ageb

As is evidentfrom Table 24 above,the young p e o p sc@esréportedthemin

t he

6averageb

rangRersHanr i s eChiCondeptend® S

Scaletotal selfconcept and subscale scorekwever, there are variations within

these reportsFor example, the lowest reports were in the are&ebévioural

Adjustment Intellectual and School StatasdPhysical Appearance and Attributes

followed byHappiness and Satisfactioimhe young peoplesported snilarly in the

Freedom fromanxietyandPopularitysubscales.

6.3.8 Interim Summary andDiscussion

Tidatausing the Strengths and Difficulties Questionnaiteuth At Riski Programme

Evaluation Tooland PiersHar r i s

C h i-Goncepe Scalgneagies fvere

reviewed in order to develaggnunderstanding of the profile of the young people at the

centre of ths study. In addition, it allowed the study to develop a broader and more

comprehensive understandingtoh e

t e a c fepontss 6

young

peopl e

t hrough th

The data highlight a number of factofBhe first observation relates tioe variationin

theyoungp e o p b a s éamdt seba c reportsoféthe youngp e o p soaasadd

emotional difficulties.F o r

exampl e,
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emotional di fficulties t haasuredhydahStpeagthe nt sdé or
and Difficulties QuestionnairandYouth At Riski Programme Evaluation Totdtal

and subscale scores. The excYeyhtAtRiski t o this
Programme Evaluation ToBhvironmentalObjectivessubscale scor@.93) which was

lower than the parents subscale score (5.1)erewerealsovariationsbetweerthe

Strengths and Difficulties Questionnai¥outh At Riski Programme Evaluation Tool
andPiersHar r i s Ch iCorcepe $calantal 8nd subscaleyoungp e o p | es 6
scores.TheYouth At Riski Programme Evaluation ToahdPiersHar r i s Chi | dr en
SeltConcept Scal¢otal andsubscaleyoungp e r s szaresréportedlesssocial and

emotional difficulties than theStrengths and Difficulties Questionnaitetal and

subscal e vy oun gvithgheYostroAt Riski Psogrammme Evaluation Tool

total and subscal e young dffieuttigsl esd reports i

That the yoxB8@) peqppledrd add (nt2d) swmresveres 6 (
reportedn thenormalrangereflectstheliteraturethatmanyyoungpeoplearedeveloping

without anysignificantsocialandemotionaldifficulties. Thisis alsoreflectedin the

Youth At Riski Programme Evaluation To@ndPiersHar r i s Ch-iCéndepte n6s Se
Scaletotal and subscalescores. However, in reviewing those reported in the
borderlinerangebytheyoungp e o p(h=8)spéa r gnFd)andt e a c st@eaxlIs=507)
andthosereportedin the clinical rangeby theyoungp e o p(h=&4,p a r e(m=19% 0

and t eac hme=R9, and despite tieesvarigtions between the yopngop | e s 6,
p ar eandt & & c st@asisiskevidentthatthereis agroupof youngpeoplewith some

or high level of needin relationto socialandemotionaldifficulties. Of particularnote
andconcernis the numberof youngpeoplewhoseConduct Problemsubscalescores
werereportedn the clinical rangen=21) and that this figure was higher than the parents
(n=14) andthe teachersn€19), in addition to the number of young people whose HYP
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subscalescoreswere reported in the clinical range=(17) compared to parents=21)

and teachergn=25).

A secondobservatiorrelatesto thet e a ¢ $ceresshith overall reportedthe lowest

number in the Strengths and Difficulties Questionnateal and subscalenormal

range and the highestnumberin the borderlinendclinical rangeascomparedo the
youngpeopleandparents. Similarly,t he t eacher sd s cYouteAd wer e
Risk T Programme Evaluation Totbtal and subscale score$his suggestshat the
teachers may be experiencing the sooalst ne
and emotional difficultiesTh e par ent sdé scores I ndameat e t
to high social and emotional difficulties as measured bysthengths and Difficulties
Questionnaireand Youth At Riski Programme Evaluation Todbtal and subscale
scores.However, the parents do not appear to experience these diffictdttae same

degree as the teacheis.

Chapter2 discussedhe importanceof involving youngpeoplein assessments their

social and emotional webleing. Whi | st the young peopl esd
see themselves as having less social and emottbnaf f i cul ti es t han
t e a c sceressuggestthey do nonethelesslso indicate that some of the young

people are experiencingocialandemotionaldifficulties. Thefindingsalsoillustrate
theimportanceof including the parentand teachers as they provide a more
comprehensivainderstandingf the social and emotionaldifficulties of the young

peopleatthecentreof the presergtudy.

Thenextsectiorexamineshequestiorof whethesignificantchangesvertimeoccurred
in theyoungp e o p b a s éamdt seGa ¢ bceressndhe dependenmeasuresthe
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Strengths and DifficultiesYouth At Riski Programme Evaluation Toalnd Piers

Harris Self Concept Scale

6.4. One-way Repeated MeasureANOVA
6.4.1 OneWayRepeatedMeasuresANOVAsResultsfor the Strengths and

Difficulties QuestionnaireTotal and Subscale Scores for the Young People over

Time
A series of On&Vay repeated measures ANOVA were conducted to exapossible
changesnddifferencesntheyoungp e o pp & 1s éandt & a c fepontedStrengths
and Difficulties Questionnairmtal scaleand subscalescoresat T,, T, andT;. This
reflectsthemainfocusonidentifying any evidence of change over time within the group

attending th&FP.

Table 25below reports the findings for the Total Difficulties (TD) scale, preserttieg

descriptive statistics for the three groups at eachpenied.

Table 25. OneWay RepeatedMeasuresANOVA Strengths and Difficulties Questionnaifetal Scores
for YoungPer s ®as éagndTsé c Repors 6

Interval Young People Parents Teachers
Mean (SD) Mean (SD) Mean (SD)

Time1 13.10(7.49) 13.85(7.89) 14.00(6.71)

Time 2 10.16(5.87) 11.81(7.18) 10.56(6.89)

Times 10.67(4.7) 11.03(7.20) 14.12(7.56)

F= F=2.427 F=4.101 F=6.307

df df =2,60 df =2,50 df =2,48

p= p =>0.05 p =<0.05 p =<0.05

Posthoctests n/a T1>Ts T1>T2

(Significantat  0.05 T2<T3

Theresultsshowtherewasa significantdifferencein p a r eTotal Bifficulties scores,
F(2,50)=4.01,p = 0.04, and teachers TD scoré¢2, 48) = 6.30p =.004. Table 25

above presentsthe results of the Bonferroni Post hoc tests which illustrate the

differences between eadf the three time pointP ar ent s6 scores report ¢
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betveenT; and Tz but not between Tand T;,or T,and . Examination of the mean
scores suggests that themsa significant decreasen difficulties betweenT, and T,

asmeasuredy the Total Difficulties scale.

Posthoc testson the t e a ¢ M@al Bifficulties scoresshowed that significant
differenceswereevidentbetween Tand T, and T and T but not between ifand Ts.
Again, examinatondf he t eacher sd mean scores repor
Tiand T, but asignificant increasen difficulties betweenT. and T3, with the result

that therewas no consistent evidence of change fromtd Ts.

Table 26 below presentsthe Strengths and Difficulties Questionnaiseibscales

showingchangesvertime asreportedby the youngpeople.

Table 26 OneWay Repeated Measures ANO\BArengths and Difficulties Questionnaingbscale Scores
for YounRRep#iter sonds

Variable T1 T2 Ts F=

Young People YoungPeople YoungPeople df

Mean (SD) Mean (SD) Mean (SD) p=
Hyperactivity 4.28(2.37) 3.97(2.76) 4.02(2.05) F=5.02 df =2,76 p=>0.05
Emotional 3.00(2.42) 2.51(2.09) 2.70(2.43) F=1.276 df=2,72p=>0.05
Conduct 2.79(2.15) 2.33(2.33) 2.38(1.85) F=1.942 df =2,76p=>0.05
Peer problem 1.84(1.83) 1.57(1.74) 1.45(1.60) F=.854 df=2,72,p=>0.05
Prosocial 8.22(1.84) 7.80(2.18) 8.10(1.76) F=1.115 df =2,78p=>0.05

Theresultandicatechoweverthatnosignificantdifferencewasfoundbetweerthemean
scoresacrosgime for anyof the Strengths and Difficulties Questionnagebscale$or
theyoungpeople. Theresultsindicatethatthe youngp e o prhearsadredecreased
betweenl; andT> in theHyperactivity, Emotional and Conduct Problersabscale but
then increased atT Although the mean scores increased again,ahe scores did not

revert to their original score &i. The PP mean score decreaeedr time. By contrast,
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t he vy oun gosqrialiSkkllsmean &corf decreasedlratind increasect

Ts.

Table27 belowreportssignificantdifferencein the parentseportson the PeerProblems

subscale scord;(2, 50) = 3.91p = 0.026. Posthoc analysis using the Bonferroni
correctionforsi gni fi cance showed that the changes
betweenT,; and T, but not between JJand T, or T; andrs. Examination of the mean

score suggestshattherewasa significantdecreas@ PeerProblemdifficulties between

T, andT, Table27 below presents the OsWay Repeated measures ANO\&#engths

and Difficulties Questionnairgubscale scorefor the parents anachers.

Table27. OneWay RepeatedMeasure;ANOVA Strengths and Difficulties QuestionnaBebscale

ScoredorP a r eandT € @ c IRepors 6

Variable T1 T2 T3 F=
Mean(SD) Mean(SD) Mean(SD) df=
p:
Parents
Hyperactivity 5.75 (3.56) 5.29(3.42) 4.75(1.90) F=.712 df =2,54 p>0.05
Emotional 4.08(3.14) 3.20(2.46) 3.20(2.94) F=2.425df =2,48 p®.05.
Conduct problems 2.30(2.31) 2.00(2.31) 1.73(2.20) F=1.383 df =2,50 p = 8.05
Peer problems 2.31(2.29) 1.50(1.86) 1.61(1.67) F=3.912 df=2,5@=<0.05
Prosocial 8.23(2.65) 8.50(2.04) 8.57(1.83) F=.890 df =2,50 p=0.05
Teachers
Hyperactivity 5.22(2.82) 4.09(2.95) 4.86(2.89) F=2.358 df=2.46 p=18.05
Emotional 4.08(3.03) 3.25(2.67) 4.08(2.74) F=1.764 df =2.46 p 8.05
Conduct problems 2.10(2.27) 1.71(2.43) 1.57(2.58) F=2.036 df =2.40 p 8.05.
Peer problems 3.00(1.80) 1.88(2.06) 2.76(2.14) F=8.137 df=2.48 p= 8.05
Prosocial 6.79(2.55) 8.00(2.12) 8.50(2.02) F=7.53df=2.46 p 9.05

Teachers' scores also showed a significant difference iregr®®blemssubscale,
F(2, 48) #8.13,p=.001. Posthoctestsonthet e a c PeerPrablémssubscalescores
showedsignificantdifferencesvere evident between@nd T, and Tand T but not
between Tand T. A review of the mean scoressuggestsa significant decrease

betweenT: and T2 but a significantincreasen PeerProblemsdifficulties between
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T, andTz andassuchtherewasnoevidenceof changahet e a c $caras.s 6

Significant differ enc emsosahSkillssulespate scoré;d 1 n
(7.53)=2,46,p=.001.Posthoc t est s drosotiahSkillsscares cepoded s 6
significancedifferencebetweenT: and T2, and T1 and T3, but not betweenTz and Ta.

A review of the mean scores suggts a significant increasemnosocial Skilldetween

T1 and ,and T andTs.

Whi |l st the parentsd mea&menBtorn es trhep oyrotuer
Conduct Problems a decreasein the Hyperactivity subscaleand a sustained
improvementn theProsociakubscalethiswasnotsignificant. Table23alsoshowshe
t e a c $cereoistide Emotionalsubscalalecreasingat T2 to below the upperend of

normal but againrevertingto T1 levelsat Ts. Thet e a ¢ Bceressof the Conduct

Problemssubscale, although not statistically significant, reported that e ac her s 0
scoresdecreasedrom the lower end of borderlineat Ty to the upperend of normal
at T, continuing to decreaseat 5i mi | ar | y, t he (tHgparactivkyr s6 s
subscalesglthougmotstatisticallysignificantdecreaseftomthelowerendof borderline

at Tito the upper endf normal at T and remained at the upper end of normalsat T

6.4.2 Strengths andDifficulties Questionnairelmpact Supplement
The Strengths and Difficulties Questionnaimapactscoresmeasureghe impactof the
youngp e r s diffrcglti@s in their home life, amongst friends, within the classroom
and within leisure activitiesThe Strengths and Difficulties Questionnaih@pact score
contains an impact supplemeantadditionto the 25 items contained ithe Strengths

and Difficulties Questionnairelhe young people, their parents and teachers were asked
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to report on whether or not thgoung person had difficulties with emotions,
concentration, behaviouand relationshipswith others and how these difficulties

impactedon home life, friendships, classroom learning or leisuaetivities. As

illustrated in Table 28 below, thet e a ¢ Bteength®and Difficulties Questionnaire

impact scoressuggests thathe youngp e r s difficglti@s interferedlesswith 6 Pe e r

Rel ationships o6and ©6Classroom Learning6 fo

F(2,22) = 6.45p = 0.006.

Table28. OneWayRepeatedleasures ANOV/Strengths and Difficulties Impact SuppleméatYoung
PeopleP a r eandT £ @ ¢ ReportStéengths and Difficulties Questionnalrapact Score ovefime

Interval Young People Parents Teachers
Mean (SD) Mean (SD) Mean (SD)

Timel .6250 (.7440) 4.83 (.9910) 3.00 (1.906)

Time2 .9750 (5.87) 4.83(7.18) 2.166(1.403)

Time3 1.325 (4.7) 4.16 (7.20) 1.500(1.446)

F= F=.636 F=.255 F= 6.452

df= df =2,14 df =2,10 df = 2,22

p= p =>0.05 p =>0.05 p =<0.05

Posthoctests T1>Ts

(Significant ai0.05)

Posthoc test on the teacher s fandskk Exangnatiom epor t ec
of the mean score indicates significant decrease betwesrdTiz as measured bthe

Strengths and Difficulties Questionnaimapact score.However, this score does not

necessarily indicate that theachersttributedthesechangedo the EFP. Neitherthe

young peopleor the parentsStrengths and Difficulties Questionnairapact scores

reported significanthanges.
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6.4.3 Summary ofStrengths and Difficulties Questionnairé&otal and

Subscalgrindings
This section reviewed the OiWay repeated measures ANOVAs for Steengths and
Difficulties Questionnairetotal difficulties and subscale findings in addition to the
Strengtls and Difficulties Questionnailgpact Supplement.i1J T2 and T datausing
the Strengths and Difficulties Questionnaiitetal, subscalesand Strengths and
Difficulties Questionnairelmpact Supplementwere reviewed in orderto examine
change®vertime,asreportecdbytheyoungp e o pthexg &, eemtds @ eac her s 06
A summary of thesare illustrated in Table 28elow. As can beseen fom Table 29
bel ow, there were no signif i easubstalsdoes.r e as €

Table29 Summaryf OneWayRepeatedleasureANOVA ResultsStrengths and Difficulties
Questionnaird otal Difficulties andSubscald=indingsand Strengths and Difficulties Impact Supplement

Total Scalesand One-Way ANOVA
subscales
TimeYP Time Time
P6 TO
SDQ TotalScore v Ti>Ts
ConductDisorder
Hyperactivity
T1>To2
PeePr obl emd s v Ti>T2 T2< T3
Emotional
T1>T2
Prosocial \Vi T1>Ts
T>T,
SDQ Impact ovetime Vv T,>T3

Turning then to reviewing the scores whiadicate consistent evidence afangethe

p ar e ootes, as illsstrated in Table 20b o v e, show the parent:
significantdecreasen total difficulties betweenTiandTs. Thet e a c bceresalso
reportedsignificancein theyoungp e o p Prasacialskills in additionto the Strengths

and Difficulties Questionnaire mpact Scor e, indicating t h;
and emotional difficulties interferddsswith peer relationships and classroom learning

at Tzfollow up than aff,and To.
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The parentsd scores al

Problemsat To. Simil ar t otal Difficalties :scaacrhe,r s td h etr

SO

reportedeen

Problemsscores reported a decrease in PR bt a significant increasat B, again

resulting in no evidence of consistefitangeWh i | st

t

he teactecer so

a significant decrease in Total Difficultié®tween TandT» the Tz score was higher

than the T score.

The next section will review th@neWay repeated measures ANOVA for t@uth

At Risk’i Programme Evaluation ToahdPiers Harris SelConcept Scale

6.4.4 OneWay Repeated Measures ANOVA fgputh At Riski Programme

Evaluation ToolTotal for theYoung People, Parents arieachers

Table ® below presents the ANOVA results for tiv@uth At Riski Programme

Evaluation Toototal scores forthg o u n g

peopl es o,

par €et s o

young peopl es ostatistical significancd(2, 463 = 5r0&pp-.010.tPost

hoc tess reported a significamtifferencebetween Tand T.

Table 30. Youth At Riski Programme Evaluation Todlotal Scores for Young People, Parents and

Teachers overime

Interval Young people Parents Teachers
Mean (SD) Mean (SD) Mean (SD)

Timel 5.62(.902) 5.53(1.36) 4.23(1.18)

Time2 5.78(.863) 5.24(1.50) 5.86(1.74)

Time3 6.00(.850) 5.71(.614) 5.41(1.17)

F= F=5.08 F=.921 F=11.52

df df =2,46 df =2,22 df =2,22

P p =<0.05 p =>0.05 p =<0.05
T:<T,

Posthoctests T1<Ts T,.<T,

(Significant an.05) T, <Ts

T e a ¢ hotat ssodealso reportedsignificanceon the Youth At Riski Programme

Evaluation Tooltotal score, F(2, 22) = 11.52,p = .000. Poshoc tests showed
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significance betweensand T;,and Trand Tz. A review ofthe mean score suggests
significant increase betweendnd T;,and TrandTs. No significance was found in the

par entseotes.t ot al

Table31belowpresentshefindingsof theYouth At Riski Programme Evaluation Tool

POsubscalefortheyoungp e oppas ént sO acoreés. t eacher so

Table 3. Youth At Riski Programme Evaluation To®btal PO Subscales for Young People, Parents
Teachers

Interval Young people Parents Teachers
Mean (SD) Mean (SD) Mean (SD)
Timel 5.40(.952) 3.89(1.03) 3.74(1.35)
Time2 5.58(.922) 4.76(1.44) 5.27(1.72)
Time3 5.63(0.836) 4.86(1.38) 4.96(1.28)
F= F=2.287 F=.488 F=11.59
df df =2,58 df =2,24 df =2,26
P p =>0.05 p =>0.05 p =<0.05
Posthoctests T1<T2
(Significant ai0.05) T1<T3

Table31lr epor t s t BrsonalOlgemtivdsseares showPstatistical significance,

F(2, 26) =11.59,p=.000 with Poshoc tests indicating a significant difference between
Tiand b,andTiand k. Examination of the mean scores suggests a significant increase
betweenTiand b,and hand . No si gni fi cance was report

or p aRPOsubscaledcores.

Table2bel ow il 1l ustr at e s ocialD@ettivesshbscalg sresnvegre p e o p

significant,F(2,60) = 4,33p=0.017.
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Table 32 Youth At Riski Programme Evaluation To®@O Subscale for Young People, Parents and
Teachers

Interval Young people Parents Teachers
Mean (SD) Mean (SD) Mean (SD)

Timel 6.05(1.11) 5.83(1.480 4.25(1.43)

Time2 6.22(1.43) 5.83(1.48) 5.51(2.17)

Time3 6.43(.953) 5.87(1.47) 4.94(1.77)

F= F=4.33 F=.035 F=7.15

df df =2,60 df =2,52 df =2,34

p p =<0.05 p =>0.05 p =<0.05

Posthoctests Ti< T3 T1<T2

(Significantat0.05)

Posthoc tests reported no significance betweeand T,,and T and Tz with a review
of the mean scores showing a significant decrease betweenl T> and a significant
increase betweemand Tz, as such there was no evidence of diffeesrin additionthe
t e a ¢ 8@subscalescorewassignificant,F(2, 34) = 7.15,p = .003. Posthoctests
reported significance between @nd T with an examination of the meascores

indicating a significant increase betweeramdT>.

Table 33below shows that there was no statistical significance found igoineg
pecopl esd, their npiramenmnallyedtivessubsdalsaresh er s 6 E

Table 3. EnvironmentalObjective Subscale for Young People, Parents Badchers

Interval Young people Parents Teachers
Mean (SD) Mean (SD) Mean (SD)
T1 5.35(1.44) 5.53(1.36) 4.90(2.48)
T2 5.28(1.60) 5.24(1.50) 4.90(2.48)
T3 5.27(1.83) 5.71(0.61) 5.22(2.54)
F= F=0.075 F=0.921 F=1.597
df = df =2,56 df =2,22 df =2,38
P= p=>0.05 p=>0.05 p=>0.05

6.4.5 Summary
Table 3 below summarises the significant increases in the\Wag repeated/ieasure
ANOVASs Youth At Riski Programme Evaluation Totdtal and subscale findings for
t he young peaonpd etseba, c hpearrsd@hoescdsigndicant incfeade| e 3

i n the youn gcorghetvepn Teasddk, butmatbativeen TatT,.

184



Table 3t. Summary of Significant Increases in Gy Repeated Measure ANOWar-Pet

Measure Young Person Parent Teacher
Yar-pet totalscore T1<T> 1 Ta<T:
2 T1<Ts
Yar-petPO I Ti<T2
- T2<T3
Yar-petSO T1<Ts , Ti<Ta
Yar-petEO

By contrastthet e a c totaliscorésshow a significant differencebetweenT: and
T and betweenT; and Tz for both the total and PersonalObjective subscalescores.
This suggestshatparticipation in the EFP may be associated with changes in the young

peopl elfee&ffecticeneasinot only on completion of the EFP-dtut three months

aftertheir completion of the EFP @. Thiswasalsothecasdn thet e a c Peesaonal 6
Objectivesubscalscoreagainsuggestinghatthey oung per sons 66 persor
was maintained over timeédowever, therewas 0 si gni fi cance as r e
Youth At Risk i Programme Evaluatiormool total or subscale scores and no
significancer eported i n the young Yoah At®&isks 6, p a

Programme Evaluation To&hvironmentalObjectivescores.

6.4.6 One-Way Repeated Measures ANOVA ResultsRoers Harris Self

Concept Scale
Table 35presents théliersHar r i s C h iCbndapteScadestal &hak dulbscale
scores as reported by t he-Waprepeaged measue! es 6
ANOVA with the PiersHar r i s Ch iCbndapteScabeseas@e h Significant
differen@e was observed in the young persons©o
Posthoc tests showed these changes were reported betwaed T, and L and &
but not between Tand .. An examination of the mean scores suggests a significant

increasen t he y o un egonpeptbgiweensland &, end & and .
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Table . PiersHar r i s Ch iCbndeptsScal®sal-CaeeptfScale Total and Subscatmres

Scaleand Ta T2 Ts F= Posthoc
subscale Mean (SD) Mean (SD Mean (SD df = tests
p= Significant
at 0.05

TotalScore 44.79 (8.17) 46.74 (9.24) 51.30(12.39) F = 16.544 df= 2,92 p<0.05 Ti<T3T2<Ts

BEH 53.45(9.58) 54.16 (9.10) 55.48 (9.01)  F=1.783df=2p >0.05

INT 51.11 (8.85)  51.22(9.24)  53.72(9.68) F=2.084 df= 2 p =>0.05

PHY 49.16 (12.08) 53.72(8.09  55.04 (9.96) F=4.59 df = 2,48 p =0.05 Ti<Ts

FRE 51.36 (8.20)  54.48(9.44)  54.30 (8.90) F=386df=264p=9.05  Ti<T2

POP 52.69 (7.26)  57.34 (7.81) 57.03(7.49) F=8.46 df=2,62p=9.05  Ti<T2Ti<Ts
HAP 54.72 (5.54)  56.66 (4.47) 55.69(56.02) F=2.32df=2 p=19.05

A significantdifferencewasalsoobservedn the Physical AppearanceubscaleF(2,
48) = 4.59,p =.015with posthoctestson the Physical Appearancgubscaleeporting
significancedifferencebetweenl; and z. A review of the meanscore indicatesa
significantincreasebetweenT: and Ts. Significancevasalsoreporteconthe Freedom
from Anxiety subscaleF(2, 64) = 3.86, p=.026 with a post hoc test reporting a
significant increase betweendnd . A significant increasaasalso reported between
T1and &, and T: and Tz in the Popularitysubscalel(2.62) = 8.46p=.001. A review
of the meanscorefor both Physical Appearancand Freedom from Anxietysubscale

scoresshowsa significant increase between each tpoant.

6.4.7 Interim Discussion
As outlined at the start of this chapter and illustrated in the opening figuraetmures
usedfor the presentstudywere selectedo examinechangesn the areasof the young
peopl eavareness Isdithanagement, social awareness, responsiideision
makingandtheir ability to form positiverelationshipasreportedby the youngpeople,
their parents and teacherdA series of analyses using OWay repeatedneasures
ANOVA resulted in a combination of mixed findings across both the totakabdcale

totals of the quantitative measures used in the present Strdpgths and Difficulties
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Questionnaire, Youth At Risk-Programme Evaluation Tooland Piers Harris Self-

Concept Scalg.

Findingscanbecategorisethto fourareas. Firstly, wherethereis evidenceof significant
increase®ver time asmeasuredat T3. Secondwherethereis evidenceof significant
increases atZ. Third, where there is evidencesfnificant increase at2lbut adecrease

at T3 and finally, where there is no evidence of any significameases.

In reviewing the changesthree monthsafter the EFP, parentsreporteda significant
decreasein the young p e o p Itotak difficulties (Strengths and Difficulties
Questionnaire Total score) Teachersalsoreportedchangesntheyoungpeopl es o
generaliife effectivenes@andin their selfesteem, sel€onfidence and problem solving

skills (Youth At Risk-Programme Evaluation Tool total and Personal Objective).
Teacherd i kewi se reported that the young peo
their peer relationshipandclassroomearningdifficulties (Strengths and Difficulties
Questionnaire Impact Supplement) Theyoungp € 0 p repgrés dndicate that their
selfconcept had increased and was maintainéd @Piers Harris Self-Concept Scale

total score)as wel | as positive i nc-coecaps @tteir i n t
physical appearanc@iers Harris SelfConcept ScalePhysical Appearance and

Attrib utes) and their social functionin@iers Harris Sel-Concept ScalePopularity).

Turning then to the significant changes at The young people, parents and teach#rs
reported a decr ease i remdtidna diffcoltiehagthepeedd pl e s
theEFP. In particularimprovementsn theyoungp e o prélatiandiskills werereported

by the parentsandteachergStrengths and Difficulties QuestionnairePeer Problem

subscal¢. However,theteachers eported that the young pe
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PP had reverted to the Tevel at T;. Teachersalso reporteda significantincreasein

the young p e o p Presscial Skills as measured by thé&trengths and Difficulties
QuestionnairdProsocial Skills subscale and a significant increase in their effectiveness

in social relationshipéyouth at Risk-Programme Evaluation ToolSocial Objective.

The young peopl esighificaptanmprowements e pheir peesdnal
effectivenesgYouth at Risk-Programme Evaluation ToolTotal Score)in addition to

a decrease in the vyo(Prrg Harie Saif-Canceit Scalea x i et y

Freedom from Anxiety).

Though the mean scores increased in the remaining ypaogle paramcht s o
t e a ¢ h e ptiss@nd Pifficukiasyouth at RiskT Programme Evaluation Toubtal
andPiersHar r i s Ch iCbndepteScaidatal ssilestale scores, the absence of
significant changes in these areas indicate that the young people, parents and teachers
did notnotice significant improvements in these areBise variations across the young
peopbas éantd s 6 ac hepartsmay be reflective of the variations of
responsesat Ty, highlighting the different perspectives and experiences of the parents
andteachersand t h e y o u ragsespneent pfltheislévelssoesaiffareness,
selFmanagementsocial awareness, responsible decision making and their ability to
form positive relationship. This again emphasises the value of the inclusion of multiple

informantsin the currenstudy.

The next section presentsammary ofTwo-Way repeated measures ANOVA relating
to time and gendandtime and caseness, using the Strengths and Difficulfiasth
at Risk1 Programme Evaluation ToahdPiersHarrisC h i | d r eQoricept S8atel f

measures.
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6.4.8 Interim SummaryTime and Gendeftrengths and Difficulties Total ad
Subscale Scores Young People, Parents and Teachers

Two-Way repeated measures ANOVAs were used to examine if there sigisifecant
interaction baween time and gender as current literature reports that males experience
a higher risk of social and emotional difficulties than females, placing them at greater
risk of educational inequality than femaleBable 3 below presents a summary thfe
significant differences for Time and Gender effects as reported by the ypoeng p | e s 6,
p ar eandt £ @& c $ceres.sCell countsthatfell belowthe basicrate of ten percell
were excluded due to concerns about the validity of the anakysisuch, rporting of
patternghatdid not meetthis criterionwereexcludedandarebolded. Table36 below
showshatbyapplyingthisrule excludesll reportedsignificantdifferencedor theTime

and Gender effect.
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Table 3. Summary of Significant Differencdsr Time andGender

Measure Young Person Parents Teacher
Time Gender Time Gender Time Gender
SDQtotal T1>Ts T1> T2 Maleshigher
Ti< T2 than
Females
PRO T1>T2
T1>Ts
PP T1>T2 T1>T2
T1>Ts Ti< T2
EMOT Females Maleshigher Maleshigher
higher than than than
Males Females Females
HYP
CON
SDQ Impact T1> T3 Maleshigher
Supplement than
Females

The TweWay ANOVAs showed that there was no evidence of signifiggetactions

between gender and time as reported by the ypengle par ent s&coresr t eac he
suggesting that there was no significant difference between the males and fethaes in

current study. In reviewing the findings for the main effect of Time, the Two-

Way ANOVAS reflectedthe resultsof the result of the OneWay ANOVA reported

earl i er. There was no significant differen

Scores.

The next sectionwill examinethe Two-Way ANOVAs for the Youth at Risk i
Programme Evaluation Totwtalandsubscale scores for the young people, parents and

teachers bgender.

6.4.9 Interim SummaryTwo-Way RepeatedMeasuresANOVAs: Youth at
Riski Programme Evaluation Tooand Piers Harris SeHConcept Scale Total
and Subscalscoresfor Young People, Parents anteachers
Table 37below presents a summary of the significant differences for Tim&ander

effectsasreportedoythe Youth atRiski Programme Evaluation ToahdPiersHarris
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Chi | dr e@oocept Kadothl and subscaledor youngpeople par ent sdé a
t e ac her sA8 theaecwas o significant interaction between Time &eader,

Table37 reports on the main effect for Time and the main effecGimde.

Table 37 Summary of Significant Differences for Time a@e&nderYouth at Risk Evaluation Tool and
Piers Harris SelConcept Scale

Measure Young Persor Parents Teacher
Time Gender Time Gender Time Gender
Yar-PetTotalT1< T3 Ti1< Males
T,T: higher
<Ts than
Females
PO T1<T>
T1 <T3
SO
T1 < Tq T1 < T?
PH Total
Score
BA
INT Males
score
higher
PHY
FRE
POP
HAP

A reviewof theTwo-Wayrepeateaneasure&ANOVA showsthattherewasnoevidence
of significant interaction between Gender and Time as reported by the ymopde
parent sd or Thesafiodingsreplicateshe indirggsin the prevemgion
whichsuggesthatthereis nosignificantdifferencebetveenthemalesandfemalesn the

present study. Possible reasons for this are discussed in Chapter

In reviewingthe findings for the main effect of Time, the Two-Way Youth atRisk 1
Programme Evaluation Totdtal and subscale ANOVAs reflected thesults of the

result of the On&Vvay ANOVA reported earlier.However, therewas no significant

difference for the Timeeffectin the youngp e o pPiggs¢i@ar ri s Chit |l dr en

Concept Scaléotal andsubscalescoresn comparisorto the OneWay ANOVAs for
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the PiersHar r i s C h i-Gonkept BodlstotalS Ehiysical Appearance and
Attributes,Popularity or Happiness and Satisfactisubscalescoreswhich reporteda
significant difference.Table 45 also shows the patterns that did not meet the amiterio

of ten or more in each cell count and as suclexckided.

There was significant difference reportedin the young p e o p $oeiad @bjectives
subscalescoressuggesting that the young peopl esbd
improved at . Table45 abovealsoreportsthe findings for the main effect of Gender

for the young people, parents and teachesss the reported differences did not meet

the criterion, there waso significant differences reported for the main effectender.

The next sectionwill report on the Two-Way ANOVA casenesdy time for the
Strengths and Difficultief outhat Riski Programme Evaluation ToahdPiers Harris

Sel-Concept Sda. As outlined in Chapter 2he profile of the young people reported

6.4.10 Interim SummaryTwo-Way Repeated Measures ANOVA Caseness by
Time Two-Way Repeated Measures ANOVA Caseness by Sitnengths and
Difficulties QuestionnaireTotal andSubscales
Thissectiorreviewedhefindingsof the Two-Way ANOVAs for TimeandCasenestor
the youngpeople par e nt s 6Strengtlis and ®ifficulies Queestionnatatal

and subscale score as illustratadlable 38below.
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Table 38. Summaryof Significant Differencesfor Time and CasenesStrengths and Difficulties

Questionnairdotal and SubscaleScoresy oung Peopl es 6 ,Repodsr ent s6 Teache

Measure Young Person Parents Teacher
Int. Time  Caseness Int. Time Caseness Int. Time Caseness
SDQtotal T.<T, Ti<T,  Atypical T1 <Tz  Atypical T.>T,  Atypical
T, <Ts T1 <Ts higher than higherthan T: <Tz higherthan
typical typical typical
CON
HYP Atypical
higherthan
typical
PP T <T T:>T, Atypical
T1 <T3 higher
than
typical
EMOT Atypical Atypical
higherthan higher
typical than
typical
PRO Typical T.>T,
higherthan T, >Ts3
Atypical
IMPACT Atypical
SCORE higher
than
typical

Table 38above highlights that cell counts fell below the basic rate of ten per ciat in
p a r eStrengtl®s and DifficultieQuestionnairdmpactScoreandassuchis excluded
from this section. Similarly, t e a c bteength® and Difficulties Peer Problem and
Prosocialsubscale$or themaineffectof Timeandt e a c &trerrgthsdband Difficulties
Questionnair@eerProblemandEmotionalsubscale$or the main effectof Casenesdid

not meetthe criterion of morethantenin each cell count and were also excluded. Cell
counts that fell below the basic rateteh per cell aréolded. As illustratedin Table38
above,therewas a significant interactionbetweencasenessnd time for the young

p e o pdcareshb@tweenT:and Tz and T1and Tswith the youngpeople in the clinical
range reporting a significant decrease in total difficuliigsompared to the young people
in the normal to borderline rang&his finding suggestshat those in the clinical range

may have benefited more from the EFP than thostheénnormal to borderline range.

This is further supported by the significatitferencesr e port ed by t he

teachersé scores for t healsosugdesthat¢hbskireticet
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clinical rangemay havebenefittedmore thanthosein the normal to borderline range.
Parentsd and teacher stliose snctbheclieical rangeswth sugges
hyperactivity and emotional difficulties may also have benefited ri@re those in the

normal to borderlineange.

Significant differences were reported for the main effect for Time on the ypeng p| e s 0

and p aqoresthree ionths after their participation in the EFP, also reflebting

resultsof theOneWayANOVAs. However althoughsignificantdifferencefor themain

effect for Time were r epjthe Bseorks Hadhrevertade t e ac h e

T1 scores three months after their participation irEtRe.

Theyoungp e o pdcaresdi not reportsignificantinteractionfor time andcaseness,
main effect for time or main effect for casenes®n the Strengths and Difficulties
Questionnairesubscales.They o un g pteeogpd heesr6s,6 or parentsod Cc

scores did not report significance in either thain effect for Time or foGender.

Thenextsectionwill reviewthe summary of thdwo-Wayrepeatedneasure®ANOVAs
casenesytime YouthatRiski Programme Evaluation Todbtal and Subscale scores

for the young people, parents dadchers.

6.4.11 Interim SummaryTwo-Way Repeated Measures ANOVA Caseness by
Time Youth at RiskT Programme Evaluation Tool otal Scores Young People,
Parents andTeachers
Table39 below highlights that cell counts fell below the basic rate of ten per ¢akin
Youth At Rski Programme Evaluation Toblot al f or the young peop

scores,Youth At Riski Programme Evaluation TodPersonal Objective subscale
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par enttsea calsemessYouth At Riski Programme Evaluatiomool Social
Objective subscalet e a c lsoeressr@ PiersHar r i s Ch iCbndepteéSnaies S e |
and as such are excluded. Cell counts that fell below the basic rateroper cell are

bolded.

Table 39 Summary of Significant Differences for Time dbaseness

Measure Young Person Parents Teacher
Inter. Time Caseness Inter Time Caseness Inter Time Casenes
Yar-Pet T1< T3 Ti< T2
Total T1< T3
PO \Y Ti< T2 \Y Ti< T2
T1<Ts T1 <T3

SO Ti< T2
PH Total
Score
BA Ti<

T2T1
INT
PHY
FRE
POP Ti<

T2T1
HAP Ti< T2

T2

6.5. Summary and Conclusion

This study used threseparate measures as partstiuay aimedat measuring the impact

of an EFP on the social and emotional weding of youngpeople affectedy
educationainequality. In particularthestudyexaminecchangesn C A S E [five éore

social and emotional cqmet enci es whi ch i nselt awdreness, y ou
social awarenessselfmanagementresponsibledecision making and their ability to

form positive relationships. The data collected a1 using the Strengths and
Difficulties, PiersHarris Ch i | d r e-Gobcept Scaléahd Youth At Risk i
Programme Evaluation Togirovidedaprofile of theyoungpeoplewho participatedn

thestudy. The chapter then reviewed the findings of @May repeated measures

ANOVAs which explored changesover time. Finally, the chapter explored the
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findings of Two-Way repeated measures ANOVAs relating to gender and aimae
caseness and timaVhere thecell countfell belowthebasicrateof tenpercell in the
Two-Way repeatedneasure®ANOVA for time and gendeand time and caseness for
t he young p e o feackesy,outhpAaRskinProgr@mma Bvdluation Tool
and Strengths and Difficulties Questionnabaal and subscalescoresandthe young
peopPiessgiar r i s Ch iContapteScadestal dheslblscale scorethese
findingswereexcludeddueto the concernsaboutthevalidity of thefindings. The main
effects were established by the @#ay ANOVAs which have aappropriate sample

size.

Thefirst partof thischaptefocusedondevelopinganunderstandingf theyoungpeople

at the centre of the current studyhis was achieved by examining the reports of T

datafrom the Strengths and DifficultiesYouth at Risk i Programme Evaluatiomool

andPiersHar r i s C h iCbndepteSoatimsestiSrnmdirégor the young people,

their parentsand teachers. The findings of tB&engths and Difficulties Questionnaire
YouthatRiski Programme Evaluation ToahdPiersHa r r i s ChiCobndepte n6s Se
Scalehighlighted the variationb et ween the young peopl eséb, K
reports. The young p suggedthatoverallstrataheyeds not experience the

same degree of socialamdmot i on al di fficulties as the pe
report they experience. Tea ¢ h eepastéd the highest level of youngpeopl es d

social and emotional difficulties, wi t h t eacher sd scores report
young people in the borderline tinical range of difficulties.The value of adopting a

multi-format approach istudies involving young people was discussed in Ch&pter

However, whilst the findings of the, Btrengths and Difficulties Questionnaiesal and
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subscales used in the presantlysupport this, there were some contradictory findings

which could suggs that theyoung peopleat the centreof this study may have some

insight into their behaviours. Fore x a mp | e, t h e Hyperactivityang e o p | €
Conduct Problemscores were reported highest in ttimical range(n=17) and (n=21)
comparedto Emotional (n=5), PP (n=4) and PRO (n=4). It is interesting to note
however, that the youn gcorpdidnareppriasignificanar e nt s
differenceovertime in eitherthe youngp e r s Hypegsaétivityor Conduct Problems
(Strengths and Difficulties Questionnaire Hyperactivity and Conduct Problems.
Thesefindings howeverarenot reflectedin the PiersHar r i s Ch iCbndapte n 6 s
Scaletotal and subscale scores which showed that the young people péreeigelves

within the 6 a v e raaggietbePiersHar r i s C h-4CéndeptScaldubscBes | f
scoresand 6 v ehriygimthe PiersHar r i s C h iCbndepte&Scalictal sSoeel f

That said, On&Vay ANOVAs reported significant increases in yoym@ o pPieess 0

Har r i s C hfiCbndepteScaftosal sepeeland PHY, POP subscale scoresgat T
suggesting that the young e o pdveaa$i self-concepthadincreasedn additionto an
improvementén theirself-concepbf both their physical appearandti€rs Harris Self-
ConceptPhysical Appearance and Attributes and t he young perso
their social functioning Piers Harris Self-Concept Popularity). Though the young

people reported their anxiety levels decreaséd, this was not maintained overtime

atTs.

A review of thedata collected at T'therefore highlights the differences between how

the youngpeopletheirp a r eandt & @ c éxperiena@ndassestheyoungp e r sons o
social ancemotionaldifficulties. Whilstthereasongor thedifferencesareunclearthe

findingsof theStrengths and Difficulties Questionna&edYouthatRiski Programme
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Evaluation TooHdataillustratethedifferencedetweerthet e a c fepontss the young

p e o pdod@asadd emotionaldifficulties as comparedto the p a r eamd sendarly
compared to the yFndimggfromthe @nkvaysABIOVAeYpubhr t s .
At Risk 1 Programme Evaluation Toaklso suggeststhe young people experienced
significantincreasedn their generallife effectiveness upon completion of the EFP at
T2 (Youth at Risk Programme Evaluation Tool Total Score), a finding replicated

by the teachergYouth at Risk Programme Evaluation Total Score). Teachersalso
reported significant increasesin the young p e o p keHestéem,self-confidence,
internal locus of control, effective problerrsolving and goasetting {fouth at Risk
Programme Evaluation ToolPersonalObjective) at T, and at T, in addition to their
ability to respect and understand personal boundaries, manage coadatttion,
communicationskills, cooperative teamwork and leadership skiN®uth at Risk

Programme Evaluation ToolSocial Objective) atT,.

I n reviewing the possible i mpactematidnalt he EFF
Difficulties, parentseportedthatthe youngp e o ptbta difficulties haddecreaseat

the end of the EFP and that these improvements were maintained three months after the

endof the EFP at T;.  Although the teachersreporteda significant decreasean the

young peopl es 6 ithistsaole redeitedd foithelTevels at@Bandas T
suchtherewasno evidenceof difference. Despitethis, both the parentsandteachers

reportedas i gni fi cant decrease in tThe young peop

Significantdecreases the youngp e o p Peer Broblenat T, werealsoreportedby

the parentsandteacherghoughthet e a c temortesttidat the decreasén the young

p e o pRearPsoblemwasnot maintained at3[ The teachers also reported an increase
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i n t he vy o prosgcialpebavipur & theend of the EFP atahd again at I

The impact of the young e o pdoatabadd emotional difficulties on their classroom
learning and peer relationshipgas also reported to have decreased when they
completed the EFP and three monditedatTz as r epor t ed Sopemgths he t ¢

and Difficulties Questionnairknpactscores.

In reviewing the findings of the Tw@/ay repeated measures ANOVA relatingitae
and gender,no significantinteractionwas reported. Therewas no main effect for
Gender reported in the youngTh&ndinggldes 6, p
notreflect the current literature which provides strong evidencerelating to males
experiencing higher levels of social and emotional difficulties thanlésm&ossible

reasons fothis are discussed in Chaptér

In moving to discussingthe findings of the Two-Way repeatedmeasuresANOVAs
relatingto timeandcasenessheyoungp e o pskoeeseportedasignificantinteraction
between caseness and tifoethe young people in the clinical range suggestingttieat
young people with the highest level of social and emotional difficultieshavay
benefitednorefromtheEFPthantheyoungpeoplewith normalto borderlinedifficulties.
It is interestingto notethatthe youngp e o p de@easin their socialandemotional
difficulties was evidenhot only on completion of the EFP after eight weeksabut

three months after their participation in the programnig at

Main effectsrelatingto time and casenes$ound significantdifferencesin the young
peopl esd, par ent s 0 SttemgthcandeDiffieultiestQuestiarinaird i f f i

Total Difficulties). Similar to the findings fothe maineffectof Time,P a r ePedr s 0
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Problemscorealsoidentifiedasignificantdecrease n t he y o u npmoblpresso pl es 0
The next chapter will review the finding$ the qualitative data which wermellected

through a series of interviews with the young people and their parertsaahers.
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Chapter 7. Qualitative Analysis and Findings

7.1. Overview
The previous chapter presented the quantitative findings of the current stinily.
chapter presents the qualitative data which explores the impact of an Hid’social
and emotional welbeing of young people affected by educational inequality.
particular, the areas of selfvareness, emotional awareness and communicati®ns
reportedby the young peopleand selfawarenessielationshipscommunicationsand
behaviouras reportedby the parentsand teachersare presented. Integrationof the

guantitative and qualitative data is then discussed in Chépter

Thischaptersdividedintofoursections. Thefirst sectionjllustratedin Figurel2below,
presentsan overviewwhich links the studyaim and objectivesto the qualitativedata
collected and the analyses that were performéthe secondsection presents a
discussion orthe criteria by which to evaluatethe trustworthinessand credibility of
gualitative researchThird, areviewof thedifferentapproachethatwereconsideredor
theanalyse®f the qualitative data are revieweA.description of thematic analysis, as
the approach selected for the current study together is presehtedourth and final
sectionpresentsheindividual and globathemeghatemergedrom thequalitativedata.
The fourth sectionis divided into three subsections. First, theindividual themes
pertaining to the impact of the EFP on the yoprng o p deleasvd@reness, emotional
awareness, communications, relationships and behavsodrscussed. Second, a
presentation of the global themes are discuss€&te processfor identifying the
individualthemes and global themes is also detailBoe third andinal sub-sectionof
section foureviews the descriptions and experiences of the EFP by the young people,

their parentsandteachergogethemwith the youngp e o priareavésor evidenceof
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factorsor aspectof the EFP which may contribute to any changesin the young

p e o p soead ahdemotional difficulties. Recommendations from the young people,
parents andeachergor future EFPsarealsooutlined. A selectionof quotesfrom the
young people, their parentsandteachersare usedto supportthe presentatiorof the
findings. Studyobjectivesare highlighted in yellow to emphas those being examined

in the currenthapter.

7.2. Overview of Study Objectives and Qualitative DataCollection

Study Aim

To explore the impact of an EFP on the soara emotional welbeing of young people affected égucational
inequality

Study Objectivesi Quantitative

To identify any changes in safvarenesself
management, social awarenegsponsible
decision making and the ability to foypositive
relationships following participation in tteFP
To identify any evidence of significagénder
differences among young people in relation
selfawareness, sethanagemensocial
awareness, responsible decision makingthad
ability to form positiveelationships

Study Objectivesi Qualitative

Review the impact of the EFP salf
awareness, relationships, behavi@ur
communications

To examine youngforpeofy
evidence of factors or aspects of the EFfch
may contribute to any changeentified inthe
first quantitative studgbjective

To examine youngndpeof
teachers' perspectives of the EFRitmtify
higher level patterns of convergerared

divergence in thewiews.

Strengthsand Youth atRisk PiersHarris Semistructurednterviews
Difficulties (SDQ) Programme Self YoungPeople Parentand
YP, H®&®s &| EvaluationTool Concept Teachers
(Yar-pet) Scale
YP, A®s YP
SocialEmotional SocialEmotional | Social Understanding of theEFP Understanding of theFP
Competency Competency Emotional Impact of an EFP oself Impact of the EFP oself
Selfmanagement Selfmanagement | Competency awareness, emotional awarenesgelationships,
Social awareness Social awareness | Selfawareness | awarenesand communications &n
Relationships Relationships communications behaviour
Suggestionsor Suggestion$or
improvements for thEFP | improvements for thEFP

QuantitativeAnalysis

QualitativeAnalysis

Integration of Quantitative and Qualitatibata

Findings

Figure 12 Overview of Study Objectives and Qualitative D@tdlection
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The next section examines a number of factors that need to be consrdesad

conducting qualitative research in order to ensure its credibilityrasigvorthiness.

7.3. Ensuring the Credibility and Trustworthiness of Qualitative Data
The qualitative datawere collectedfor two keysreasons. First, to examinechanges
that may have occurred in the areas of self awareness, emotional awareness,
communications, relationships and behaviour. Sedongxaminethe young peoples,
their parentsd and t eac h erecsnimerdia@icenorthept i on

EFP.

Whilst therehasbeenan increasein the growth in popularity of qualitativeresearch
designstherehavealsobeenconcernsaisedovertherigour of qualitativeresearctand
which hasbeen questioned by positivists (Shenton, 200Ax qualitative research
cannot easilpe replacedy the quantitativeparadigm,GubaandLincoln (2005) have
developed four constructswhich they suggestcorrespondto the criteria used by
positivistswhereinternal validity is replaced by credibility, external validity is replaced
by generalisability, reliability with dependability and objectivity is replaced with
confirmality. The useof these four constructs may thiee used to test the soundness of

gualitativeresearch.

Credibility in a studyis reportedasbeingoneof the mostimportantconsiderationsn
establishing trustworthiness (Shenton, 200&here are a number of ways that have
been putforward which may increasethe internal validity of a study which were
integrated intathe currentstudy. The inclusion of a multiple informant approachas
a form of triangulationhasbeenshownto increasegualitativeresearchnternalvalidity

andwasan importantonsiderationn thecurrentstudy. The useof multipleinformants
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wasdesigned to add credibility to the qualitative findingshe current study included
eight DEIS schools involving a total of eighty eight young people, their parents and
teachers.ldentifying waysto try andensurehatinformantsareansweringjuestionsas
honestlyas possible reflects an additional strategy to improve credibility. Chapter 5
addresse@ number of ways that were likely to facilitate study participants to answer
the interview questionsfrankly. Theseincludedthe involvementof the researh
assistanto gatherdatafrom the participantsin addition, procedures were put in place
to enable th@articipantsto withdraw from study at any time they chose to do so.
Frequent study meetings weaefeatureof the currentstudy which have also been
reportedto supportas t u argdibtity as they provide a forum to be able to discuss
study problems as they may arisediscussing alternative approaches and in particular,

in interpreting studyindingsindependent obiases.

As outlined inChapter 4, the EFP programme was provided to young people in primary
andpostprimary DEIS schoolswho hadbeenreferredresultingfrom a rangeof social
and emotionaldifficulties.  As such,therewere certainhomogeneitieamongstthe
young people,parents and teacherswhich may potentially contribute to the
transferabilityof the qualitativelata. As statedthisstudyincludedahomogenougroup
of youngpeoplefrom eightdifferentDEIS schools. Dependingon thefindingsof the
currentstudyi,it is possible thatheEFPasaninterventionrdesignedo promotesocialand
emotionalwell-beingmay havepotentialto be appliedin otherDEIS primary and post
primaryschoolsastheyrepresensimilar settingso the DEISschoolat the center ofhe
study. Thoughthennumberof intervieweesn thecurrentstudy islessthan originally
projected,the integrationof the quantitativeand qualitativedata will be considered in

the context ofransferability.
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Dependability is the third construct whiclan contribute to trustworthiness, referring

to thedegreeto which the studydesign,data collection, datamanagemenand data
analysisprocesses are clearly defined (Stringer, 2004), alVlath were detailed in

Chapter 5A further feature of dependdliy relatesto participant checkswvhereby

interview participantscan verify their findings basedon their experiencesither by
transcriptor interpretive verification (Pittney, 2004)As discussed in Chapter the

role of the DEIS referral staff member changed following the pilot study in order to
support the literacy difficulties of some of the pareritslight of this it was decided to

use the interview process t o theiatervieivy i nt

process.

The final constructwhich can further the trustworthinessof qualitative datais that

of confirmability referring to the degree to which the study outcomes can be confirmed
by another person or person3his study addressed thisrough the use of use of
interrater reliabilitytheprocessvherebytwo or morepeoplesvaluatehesameadatausing
thesame ratingr codingsystem(Bailey, 1998)andsubsequentlyeviewthe degrego
whichtheir ratings or observations are consisteitt each other (Tashakkori & Teddlie
1998). As both raters measure agreement this may then infer reliability (Neuendorf,
2002). When interrater reliability has been used with qualitative studies, it is generally
used asa solidification tool as theaters are expected to demonstrate a basic
understanding ofhe topicand are requiredto delve deeperinto the meaningof the
data(Marques,2005). However Armstrong, Gosling, Weinmanand Marteau (1997)
suggestthat expecting anotheaesearcheto producethe sameinsightsfrom restricted
datacanbeunrealisticand suggestthatit is almostimpossibleto achieveconsistency
whendealingwithqual i t ati ve data due to the indi
criteria.
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Despite these concerhewever, Morse, Barrett, Mayan, Olson and Spiers (2a0@)e
that with appropriate implementation strategies, interrater reliability can irpfadtice
reliability and validity (Hess@iber & Leavy, 2010).In reviewing the research aoder
reliability, Neuendorf (2002) notes that reliability coefficients of 0.80 or greater
acceptablebutalsostateghat0.75is alsoacceptablén mostsituations. In theinterest

of validity andreliability, 25 per centof the 23 interviewtranscriptswithin the current
study were independently verified by a second coae)( These includednterview
transcriptdrom two youngpeople two parentsandtwo teachers. Thesecondcoder,
who was completely independentof the researchproject, was given the coding
frameworkand thesix randomlyselectednterviewtranscripts. Theseconccoderwas
thenaskedo code thdranscriptsusingthe codingframeworkwhich includedthetopic,
the themeand an explanatiorof eachtheme. When the coding frame was applied

to the six individual interview transcripts there was a coding agreement between 92 per
cent and 95 pagent. Although the coding agreemasthigh; this is likely due to the
concrete codes that emerged from the thematic analysis which can peotigieer
reliability as there is less scope for interpretative wdrkis was discussed in Chapter
5 as part of the discussion of latent and sematic themes within thematic anghysis.

is discussed in more detail in section 7atht in Chapter.9

The next section discusses thematic analysis as the approach chosen for the@nalysis

the qualitativedata.

7.4. Thematic Analyses
There are numerous approaches that can be applied when analysing qualitatiaié data,
of which represent wide rangeof theoreticalanddisciplinaryperspectivegHolloway
& Todres,2003). As with all researctdesignschoosingwhich approacho usewill
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depend on the research objectives (Walliman, 2011) and should be driven by both
theoretical assumptions and the research questions (Guest & Gregg,|20&2ewing
suitable qualitativeapproachedor the current researcha number of factors were

taken into account. First,thereis no oneempiricallyacceptedheoreticalframework

which explains theunderlyingmechanisnof EFPs. Thoughthereare a numberof
theorieshathavebeen put forward to explain how EFPs as a branch of AAls may be
effective, as discussa&a Chapte, furtherresearcin thisareawill contributeto thegap

in theliterature. Assuch, Grounded Theory for example, may not have been a suitable
approach as it idesigned to construct theories that are grounded idatfa¢hemselves
(Charmaz2006; Faggiolani, 2011)Grounded theory coujthoweverbe an appropriate

approach inthefuture with the advancement of a deeper understandigg®$.

Secondandasdiscussedn Chapter5, the rationalefor usinga mixed methodsstudy
designwaschoserto allowfor amorecomprehensivapproacho bothexaminghestudy
objectivesand outcomesthat may be associatedvith participationin EFPs. It was
expectedhatthe qualitativedatawould helpto developa deepemunderstandingf the

impact of EFP on the young people as measured by the quantitativeAdasach, it
wasnecessary to choose an approach which would capture the experiences and opinions
of the youngpeople,their parentsandteachersand would be thematicby nature. In
thisregard, consideration was given to using eifftegnomenological data analysis

thematicanalysis

Both approaches are considered to be quite similar as they each seek to ittientify
meaningthat peoplegive to their experiencesperceptionsandfeelings(Wertz, 2005).
However,whilst both approachesharemanysimilarities,thereis perhapsa difference
in how thematic analysesproceduresguide and help the researcherto identify
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patterned meaningcrossthe data set (Braun & Clark, 2006; Smith, Flowers &
Larkin, 2009) . Accordingl vy, participantsd respo
analysesnay contributemoreto developinga deeperunderstandingpf EFPsas they

seekto identify patterns. This was an important consideration irctineentstudy.

Thematic Analysis is described as an inductive approach designed to identify tremes
patterns across the data set and may be particularly useful in capturcugrtheexities

of meaning within a textual daset (Braun & Clarke, 2006) ahds become one dhe
most commonly used approaches in analysing qualitative @iaisstudy used tHferm

of thematicanalysisdescribedyBraunandClarke(2006)involving six mainstages

as shown in Table 6helow.

Thefirst stageof the ThematicAnalysis,assetout in Stagel of Table40 belowwas
becoming familiar with the transcriptsy reading and reeadingthem. This stage
represents Onwuegbuzi e and Teddl i ebs (20

conceptualisation of mixed methods analysis.
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Table 40 Stages of Themat&nalysis

Phase Description of theprocess

1. Familiarising onesebvith Transcribing data (if necessary), reading end
thedata: reading the data, noting down initideas.

2. Generating initiatodes: Codinginteresting features of the data isystematic

fashion across the entire data set, colladiaiz
relevant to eachode.

3. Searching fothemes: Collating codes into potentiaidividual and globathemes,
data relevant to eagiotentiatheme.

4. Reviewingthemes: Checking if the themes work in relation to trealed
extracts (Level 1) and the entire data set (L&yel
generating a t hmlyss.ti c 0 maj

5. Defining andnaming Ongoing analysis to refine thepecifics okach

themes: theme, and the overall story the analysits;
generating clear definitions and namesgfach
theme.

6. Producing theeport: The final opportunity for analysis. Selectionvifid,

compelling extract examples, finahalysis ofselected
extracts, relating back of the analysis to tlesearch
questiorandliterature producinga scholarlyreportof the
analysis.

Source: Braun & Clarke, 2006 Using Thematic Analysis ifPsychology

Stage 1 of Thematic Analysis begaith a review of the participants transcriptds
outlined at the start of the present chapter,irtberview topicsfor the youngpeople,
their parents and teachers focused on their descriptions,experiences of and
recommendations for future EFP# paticular, the youngo e o pihtervse® topics
focused on the impact of the EFP emlfawareness, emotional awarenessnd
communication Interview topics for the parents and teachexplored the impact of
the EFP on t h selfawarenasg,relgiiemshgpsconsmunicationsand
behaviour. The transcripts were analysed to explore attyangesthat may have

occurred in relation to theseeas, in keeping witBtage 1 of the Thematic Analysis

As illustrated in Table 42above, he secondstage of the thematic analysis/olved
reviewing the transcripts in ordeo identify potential themesboth within each
participanigroupandpotentiallyacrossall data sets.These data were then grouped into

different categories which allowed ftire development of initial codesT hethird stage
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of Thematic Analysisnvolves a review of the data in relatido thecodedextractsn

orderto generatea thematicmapof analysis. Recheckinghe themesfor the young
people, their parents and teachers took placefagrtn stage as set ouh Stage 4 in
Table42 above. Braun and Clarke (2006) describe how themes can be identified at a
semantic or latent level. Semanéipproaches identify themes pyrdlased on the
participants statements and do not go beyond what the participant has said. In contrast
a latent approach begins to examine possible underlying ideas and ideolog®schA

it informs the semantic content of the data. Braun and Clarke (2006) suggest that using
a latent approach comes from a constructionist paradigm and can overlap with forms of
discourse analysis The fifth stageinvolved re-readingthe themesin eachof the
participantgroupsandacrossthe entiredataset. At this stage the themeswere given

names and definitions. Tis&thstage involved the selection of quotes from dagaset
thatbestillustratedand supporteceachindividual themein eachparticipantgroupand

then within the globd themes. As illustrated in Figure 12t the start of this section
which presented an overview of study objectives and data collection process, the next
section outlineshe description and experiences of the EBSRlescribed by the young
people, theirparentsand teachers. In addition, the recommendations for future EFPs

are alsresented.

The next section presents the themes that emerged from the inductive analysis. First,
the individual themes that emerged are presented and discussed. These include self
management, perseverance and dealing with frustration. Second, the global themes that

emerged acrodsoth data sets and identified by the young people, parents and teachers

are then discussed. These i neoniiddnee, c hange:

communications and feelings of calmness.
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7.5. Individual T hemes and Globallhemes
Thissectiordescribeshethematianalysesf theinterviewswith theyoungpeopletheir
parents and teachers. As such it represents the main area of interest in the current study
asit exploresthe impactof the EFPon the youngp e o pdelbasvdrenesssmotional
awarenesstelationships behaviourand communications.Thesedomainshave been
linked to social and emotional wddeing and were discussed in ChagteFollowing
this, the sectionreportson eachof theindividud themesusingtext segmentgrom the
interviewtranscriptswhich areusedto illustrateandsupportthethemes. Thesecond
part of this sectionstartswith a discussionon how the global themeswere derived.
This is followed by a presentation of the global themes that predominate theedata
Text segments from the interview transcripts are also used to illustrate and support the
globalthemes. The selection of quotes for both the individual and the global themes
was informed by how they represent the emerging ther@astes that matctith the

emerging theme and quotes that refteettheme are used.

As outlined earlier in this chapter, thematic analysis is a method that is udedtity,
analyse and report themes within data, involving the identification of patesnds
relatiorships between the themes (Braun & Clarke, 2006)ine with the first stagef
thematic analysis, the data from the interviews with the young people, their pamdnts
teachersveretranscribedvhich,in thecurrentstudy,wasdonebytheresearclassistant.
Following this, the researcher of the current study read, reviewed am@ddaell
transcriptan orderbecomeamiliar with thedata, consistent with Stage 1 of Thematic
Analysis. As partof thisstagejnitial ideasrom the transcripts wereted and recorded.
The transcripts were ®ad a number ofimesallowing for the emegence of codes.
The data that wereelevant to the code werthencollated. Once the codes had been
identified, the next stage involved collating coddgs potentialindividual themes
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together with suppting data for each theme, in keeping with Stage 3 of Thematic
Analysis. The themes werthenreviewed and transcripts-read. At this stage some
codes were grouped unddifferent themes.Where there was uncert&ynrelating to
which codes could be best descrii®dthe different themes, the transcripts were re
read until a satisfactory set of themssuld befinalised (Braun & Clarke, 2006).
Following this, the completedatasetwerereviewedin order to confirnthe patterngs

set out in Stage 4 in Table 6@nce all data had been reviewed and examined,alNith
datarepresentedirstly by codesand then themes,a coding frame was developed.
Individual themesthat were identified by the young people, the paremd teachers
were then classifiedsglobal theme# keeping with Stage 5 of Thematic Analyshs

sample coding frame is included APPENDIX E.

Figure B below presents both thedividualthemes and the global themes identified by

the young peopletheir parents and their teacheunsd represents Onwuegbuzie and
Teddlieds (2003) second of the seven stage
analysis. As Figurel3below illustrates, thewvo individual themegor the young people

included selmangement and dealing with perseverance and frustratiomhe
individual themes that emerged from the te
management. In total, eight young people, six parents amde teacheravere

interviewed. The two individual themes of selfnanagement and perseverance and

dealing with frustration will firsbe discussedrollowing this, theglobal themesf self

confidence, communication skills and calmnesd@&eussed.
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Youngpeople
Selfmanagement
Perserverancé dealing withfrustration
SelfConfidence
Communicatiorskills
Calmess

GlobalThemes
Selfconfidence
Communicationskills

Calmness Teachers

Selfmanagement
Selfconfidence

Parents
Seltconfidence

Communicatiorskills . .
Communicatiorskills

Calmness
Calmness

Figure 13. Themes and Globd@hemes

7.6. Themes Pertaining to the Impact of theeFP
7.6.1 Selfmanagement
Three teachers observed how the young people had to change their behaviour in order
to influence the behaviour of tleguine:
ATher e wagoodadnweraagion abeut the different personalitiesttieat
horses had and how different they were and from week to week what #yine
had and how it reactedand what they had to changeaboutthemselveswhat

<name>had to change to d¢Y®tNo.dand) f f erent

Oneyoungpersonfurthercommentedn the emotionalempathythatis requiredwhen

asking an equine to do somethirig.so doing, he suggests that it is importar@rtgploy
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a different approachand still perseverein the activity, thereby integrating the
perseveranctheme:
ASometi mes they (the hor steardé.avemdtaidmeans
theywakeupin badmoodsyoujustneedo understanégndrelate,asinlh av e n 0 t
hadagoodinood, t hey wonodét | ike it eitheher éso
equine was not doing what | wandaued étry

for a while longeit ( Y P 37N o .

Theeffectthattheyoungpersorcanhaveontheequinesvasnoticedbyoneyoungperson
who noobedal iy, when we were tired,uteh |ike,

practically fal/l a®l de&® Whhere theydre stand

Trying different approaches in order to influence the outcome of the aciasy
somethinghattheyoungpeopletalkedabouthavingto dealwith eachweek. It isunclear
from the data if the young person empathised with the equines as part of adjhsiing
own behaviour or if they adjusted their behaviour in order to work successitdlygh
the activity. One young persecommented:

fithey (horses) react to everything you do and your bodyn g u a g e 0

Afcos | i ke you couldndét just saygeti ke wal
your energylevel up andthenh e évalk with you, he or shewould walk with

y o (¥R No.37)

Five of the young peopledescribedhow they had dealt with emotionssuchas fear,
nervousness and shyness when first introduced to the eqdihes/oung peoplalso

describedhowtheyfelt aboutheirinitial experiencesf beingwith equinesvhichmoved
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freely around the arena space, and how their feelings about being aroundiemgesl
overtime:
fiBefore | came here | loved horses, but like | was a bit nervous aroundathem
well, and whatchamacallit, | udeo, like, on the first day we came here ame
werewatchingthehorsegyoingaroundtogether gallopingandstuffandwewere
allowed to go in with them and | was a bit nervous to go in with them, so | went
as far as with (EFP staff member) and fromen o n, | i ke,of ]| 6ve

them and feel much better around them and all( Y B) No .

Another young person also described how he felt when he initially starpedticipate
in the EFP and how he wanted to keep a physical barrier betweamdtiitheequines.
Healsocommentednhowdespitahisapprehensiorhenonetheleswantedo seewhat
they were doing, suggesting a slight conflict between his anxiety of the equinésand
eagerness to be closerthem:
A athe start, | wasa little shy,withtheh or s e s éiE € h a gedlly leig
of courseél just, overtimewo ffiktiveske | c o
| wasafraid to go nearthehorsesl wasaskingcan| standoutside the barrier.
Theyodore very | ar g elose tothemyButwasimestwegks,u 6 r e

| was eager to see what we were doifigP No37)

The youngpeoplewereableto describetheir initial feelingsof beingnervousandshy
when first introduced to the equines in an arena spllcey also reported orecalling
how they soughtto deal with theseemotionsby either stayingbesidethe EFP staff
member or remaining inside the barrier aréhese changes overtime suggest that
young person had the ability to recognise these emotions and as they lecemne
comfortable with the equines, the feeling of fear was replaced with feelingsnufiort
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and confidence.

7.6.2 Perseverance and Dealing wiffrustration
Six of the young people described how they responded to varying levels of frustration
whilst engaged in a range of different of activiti€3ne young person referred to the
di fficulties encountered when tryqumg t o ask
would not do what | wanted 106d just get rea

the rounds and eventually it workedo (YP N

Another young person described how he needed to try different approaches as part of
working through an exergie wi t h one equine: fAMost of the
approach or tough it out for a little longer and if that was still not working try a different
approacho (YP No. 37). Tnbthess owag Ples a 0010 mmiaik
sometimes, Idlt, it felt impossible, like, to do a task and all. But like, we, | always

managed to do it allo (YP No. 6)

In the above mentioned examples, the young people, similar to describing their initial

feelings of fear and nervousness in the previous themelfafegulation, were able to

recall their feelings of frustrations and perseveraneey also identified the need to

remain calm as part of this procesBhe young people reported how they persevered

ami dst feelings of 0 f proachds linaotdér dona@hievetthey i ng d

expected outcome of the activity.

7.6.3 Interim Summary andConclusion
So far, the themes from the young people and teachers interviews have been reviewed,
highlighting a number of themes which were evident across the thrgesgmwuarying
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degrees.These included sethanagement, perseverance and dealing with frustration.
The young people commented on how they had been able to regulate their fears and
anxieties of being around equines and how, over time, had been able toofeel
comfortable and confident in the presence of and interaction with equ8wse of the
teachers then highlighted how they had seen the EFP impact on some of the young
people including areas of emotional and behaviouralreglilation. Two of the yung

people also commented on their empathic listening to the equines throughout the EFP

sessions.

The themes from the first part of the thematic analysis have been preséhtedext
section will present the three global themes. These refer toverpents in thareas
of selfconfidence, communications and experiencing a sense of calmness which were

commented on by the young people, parents and teachers.

7.7. Global Themes: SeHconfidence, Communication Skills andCalmness
The global themes in tlearrent study were identified by reviewing the themes fifzen
young people,their parentsandteachers. Thoughthe previouslydiscussedhemes
varied across the three participant groups, the themes-aisgiflence, communication
skills andexperiencinga senseof calmnessvereevidentin all threegroupsandwere
extractedfrom and supported by the data. The next section will now discuss each of

thesghemes.

7.7.1 Global Theme No. % Selt-Confidence
The first of the three global themes waashange n t he youngfsplfer son s
confidence. Theselfr e p oof the yodingpeoplesuggesthatnot only did their self
confidencemprovewhilst workingwith theequinesutthatthis changenadalsohelped
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them to become more confident with peoplghanges irself-confidence was reported
by six of the eight young peoplbat were interviewed and by five of the six of the

parents an@ of nineteachers.

One young person described how the experienbeiafy around horses involvedtime
EFP sessiongesultedin him feeling more confident:fil felt nervouswhenl heard of

it but then when | was doing it | felt real confident ( Y B8) No .

The ability to translate thehangesn seltconfidence to being able to relat@more
confidently with people wasl @Gmsmomfidestpor t ed |
around horses and creatures and even humans now. | feel more confident inrascchool

around peoplé ( YB7)No .

Teacheral so observed changes in t Holowiggoung per
participation in the&eFP:
fil knowfor a factthat <name>is a differentchild now, thanwhenshecamein
in SeptembelS h eoBesfthoseonew e Opreparingforc onf i r mattd oné. . s a
me Missgcanl doasolofor thatpart. If somebodgaidto melast Septembeisee
that little onethere,s h eb& Volunteeringa solo, | would havesaidy ou 6 r e
j oki ntgitatsodi dnét come out of nowvwhereééés

confidenceéthere i(TNo.B doubt about thatoc

Theteachemlsor e port ed how he believed olbwelsof t he
hadchangedspecifically because he had participated in the trust ride at the ehé of
programme:

i ébut when<name>wasthere, hewassitting and whenwe werewaiting he
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talkedalot aboutthefactthathisconfidencénadimproved|ike it reinforceswith
<name>howfar hisconfidencdnascomebecausdeactuallygotonahorseand

like that can in itself bguite scary for peope ( T37)No .

The teachers made a number of observations about the ways in which tlpseae

changes n t heir pupilsdé confidence | evels:
fiHe did say that he was more confident when he finished and | even noticed as |
was,aave 6re going through the weeks when
he would walk a little bit taller, he
if you were to take him out of the cl
would be different abdthim where | remember talking to him, before we went

down and he was giggling and | aughing

One teacher commented ohanges inthg o un g p e fcanfidendesin nwalkng f

particular comments as part of the qualitative datflection interview process:

Afabsolutely, heés far more confident tha
here and was willing to ...even his r eme
discussions he had with a young person and a paréntant at ed: Al t hi nk

her mam and her just after theydd foini sh
(T5and6)Changes n t hi s young personsd®é confidenc
personbdbs parent who trre@ oadrefdi:d d&ilBd @g gaersd wil

(P No. 37)

One teacher measured positive changes in
first person to put her hand up (in cl as

and that was a big change. eSh pr obably | earned to be a
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charactec ame ali ve and youdéd hear her a l|little
about another young personds experiiheence wa s
said he would like to volueértotalt o st af f a b o e saithithaswasax per i en
real sign of what he had learnt as he would never have doaett s or t(T.Mof t hi ngo

37).

7.7.2 Global Theme No. 2 Communication
The second of the two global themes was thatleingei n t he young per
communication skills and how in particular, the young people began to listen more to
others. Eight young people, six parents and five teachers reported improved
communication skillsThe 1 mprovement i n tHhstenipsuchng per s
a way as to understand the point of view of another person was illustrated by one young
person who observed:
flt makesmelistena lot moreto whatpeoplesay.Beforel disten,hearit, but
woul dndét real | ycolnissitdeenr attoi oint ,épEbfilek el itsatkeen
but | wouldnodét | istenébut nowonmebnm a | i st

talk for hours and |1 6d U¥VBANet and and sa

One parent also commented:

fiHe mi ght ndét h av aowsWhenuhg goetdld off kst weekcfdr

being grounded, now usually he just would have a tantrum and go hit something

in his room if he got grounded. He did that this time, but then he did open up and

speaka little bit more, not a lot, butdid openupiat t | e bi té. heds acc
grounded this time if you get me, that w
seems to understand the reasons why heo
ité. .1l would say maybe he is apleen a | itt
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a little bit more and a little bit maybe of understanding of why things are the way
they areébut would not be very commun

open, a |ittle foot in the door...o0o(P

One of the teachers furtherreportéld: t hi nk it o6s t he sheilagt of
better about communicating and (TtNa.l5Ki ng a

6).

Improvementsn engagingwasfurther notedby anotherteacheriih e Gestainly a lot

easier to engage with than was was (before 6 ( 68) No .

Sowhilst thechangesnaynot be ascompellingasreportedoy the youngpersonthere
is nonetheless senseof a shiftin theyoungp e r s abihtyst@listen. Engagingwith
otherswas also seen as an improvement by teacheds parents with one parent
commenting:
fiHe just seemedo be,h e 6ednoreopenabouttalking aboutstuff.H e @ame
home sit there and youdd ask hihad how |
to drag it out of him, where he was more enthusiastictelling you whath e 6 d

actually done, if you know what | m&an ( P37)N o .

Changes n t he young ptenskilsapgeartobeassooiated wiibing

ableto contributeto conversationanddiscussiongvhentheyreturnedhomeafterthe

EFP sessionsThe young person appeared to be keen to share their experiefel of
with others with éeavwulpba able torelacwhahhedatttne ng: i
by telling his older sisterand brother, he wasquite excitedaboutit, youk n o {Pdo.

69)
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One teacher observed the diffetylence i n a ya
AT h e wplwayssaytalk aboutwhattheydid and you know (name)like,s h e 6 s
kinda bubbly, but you could nearly see after the session that somethnognat
withher and shed6éd tend to be | itwhee bit mo

shedbd be kindoOT N@6) kb nggndabout it

7.7.3 Global Theme No. 3 Experiencing a Sense d@almness
Five parents and six teachers described the young people being calmtrealEEP
sessionaindprogramme. This observedsenseof calmnessvasnotedasbeingpresent
both immediately after the sessions and then also over time. One youngqiessmed
howtheEFPsessionbelpedhemtobecalmerifi é it makegyoucalmerandeverything...
well, it makesmec a | m¥R Nb.6). Commentingon theimmediateimpactof the
EFPon her daughtera parentreportedhow shebelievedthe equinehad affectedher:
fiBut | thinkwhenshecomesutoftheres h endrer e | a x e skd thinkewhensheis

around the horses, thegPNm) ses have a cal min

One teacher commented on how two of his pupils had improved during classéthate:
<name> is muchbetter, muchcalmerin classas are, not all of the boys,but two in

particul aré<name> and one of tdhe( BLM@.r | ads

Another teacher reported their observations of the young person enjoyigeheess,
stillness and relaxed experiences of the E€$3ions:
fiH e @efinitelysayquietnessindstillnessandbeingrelaxedasthingsheenjoyed
most . I dondét know if he ever got to the
himself and quite often like, he was in a lads group, where they were kiigth of
energy here in school and | foundth them that going and coming back, iaas
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certainly in that kind of high energykind of one of the lads, but whenhe was
talking about initially what he had done, he was a very very different child, but
then h e Gedert into being one of the lads again. | thought that was quite

i nt er €TND.B8) g 0

The calmness observed in the young person immediately after the EFP sessitsowas
reported by a parent wltmmmented:
fiWell, he seemed a lot calmer while he was doing it and he was getimgttyn
ok in school at the time as well. Actually the week after he was finished lden 6 t
had a note (from school)é. thatthahe hac

sense he seemed a lot baiter ( P68)N o .

A further perspectiveon calmnessvasthe needfor the youngpeopleto remaincalm

within themselvesn orderto dealwith a difficult or frustratingtask during an EFP
session.When asked about communicating with the horse, one young pejsiced:

fiWe would have to get our energiesp € . . bu't you woula not
anythingé.so you had to keep cal mothe Awel |

horsesé.if they &YPNoBlal m youdre cal mo

The abovequote highlights the frustrationof particularactivities and how the young
persorwasrequiredo maintainaparticuladevelof energybutalsoto maintaincalmness.
The young personappearedo have someinsightinto how their expressedevels of
frustration would be unhelpful in managing the EFP activity. The ygengon also
recognisedhe value and importanceof remainingcalm. The reasonsas to why the
parentsand teachergseportedthe young personbeing calmer after the EFP sessions

is unclear, particularly as only one young person commented on the calmness
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experienced bgonnectingvith theequines.However theyoungpersorwhodid report
onthistheme describeldowhehadhadto managebalancéetweertheneedo produce
higherenergy levelsand at the sametime to maintain certain calmness.He also
describedhow in return) connecting with the equines who are calm made him feel calm

also.

7.7.4 Global ThemesSummary
Three global themes emerged from the qualitative data analysis including improvement
i n t he vy ounagnfigeece, gdmeugnitation #k ahd an increased sense of
calmness.Si x parents and five teachers believe
communicate had improved with eight of the young people also believing this to be the
case. The parents and teachers reported howtheypueg sons 6 i nteracti on
peers, family members and teachers had improMesiever, the young people reported
how their communication skills had improved whilst working with the equines as part

of the EFP sessions only.

The second global themee port ed was the i mprovement I n
confidence. The young people were also able to illustrate how they felt their self
confidence had improved not only in working with the equines, but also within their

school and/or home life. Theason why the young people could not identify the
improvements in their communications outside of the EFP sessions is not clear from the

transcripts but will be discussed further in Chapter 10.

The third global theme reported was how the young people we@ted to have
developed a strong sense of calm following the sessions with one young person also
reporting on the need for calmnedsring the EFP sessionThe value of EFPs in
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promoting seHmanagement in order to influence the behaviour of the equixs
discussed in Chapter 3 and draws on Social Cognitive Theory as one theory to explain

how EFPs may be effective for young people with social and emotional difficulties.

Attention is now turned to the final part of this ssdxtion and explores thestriptions
and experiences of the EFP by the young people, their parents and teachers together with

their recommendations for future EFPs.

7.8. Themes Pertaining to the Description, Experiences and Possible
Mediating Features of theEFP

As detailedat the start of the current chapter, all participants wasked todescribe
their experiencesand descriptionsof the EFP. Whilst the opinions of the young
people represented the more significant area of interest as they had partinipaidd
experiencedhe EFP,it wasalsoimportantto explorethep a r eandt & @ c \neavsas 0
these would have been i nf or meddebcgptionshe yo
of the EFP. By asking the parents and teachers these questions it was expeobied that
descriptions might reflect in some ways those of the young pelbplas alscexpected
that the young peoplesd, parentso EBMd t e:

might provide some understanding about the EFP mediatigres.

Thefinalgppesti on asked related to identifyini
EFP with the young people, their parents and teachers asked to suggest ways that they
believed the EFP could be improvedlhis was another important feature of the
interview proces given the need to include the views of the young people and their
parents and teachers of a programme which is designed and delivered with the ultimate
aim of enhancing the
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social and emotional webeing of young people at risk of educational inequality
Parents and Teachers reference to not obse

behaviour is also included in this section.

7.8.1 No Changes in BehaviourParents
Fourof the parentseportedthattheyhadnot seenanychangesn the behaviourof the
youngperson. Whenaskedif a parenthadseenanychangesn the behaviourof their
son, theparentreportedil wish| couldsay,buth e &t very hyperandthat, butl 6 m
realising now he has morPdNo69)s suesé. I t6s muc
In addition,oneof he t eachers also reportdaoudo obser

A

lovetosaytherewdsl candét say t Ha%2) éééél candt o

7.8.2 Learning aboutEquines
The young people, their parents and teachers were asked to describe therB&P.
majority of respondets described it as a programme where people learnt afjaute
behaviour and how equines communicate with each otlAdr.the young people
describedhow they learnt about and looked after the horses:ii w éoked after the
ani mal sééééwe take car e (YINo.tEh&Hd)Na mubtswe gr oc
all about fun and | earning how horses are c

a dog €ébut itY®PdNoFH). |l ot different (

7.8.3 Grooming
In describing the EFP, all the participant groups further commented ongi@yment
factor of grooming, an activity which is mostly done on a one to one basis invoheng
young person and one equinghe process of grooming was something thatytbeng
peopleappearedo enjoy, a view confirmedby their parentsandteachers. Oneof the
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teachers observed the quiet ti meakedaat t h:
lot about grooming and for (name) he loved the kind of quiet time with indiidtseds

rather than group worko (T No. 68) fiLike theywould have describedthe grooming.

There was always a good conversation afterwards about the different persortiaities

the horses hawl ( T37)No .

In describingheEFP theyoungpeoplealsocommenteanthepositivesof howequines
0reflectd their attitudes and howody hey 1
language.Throughout the EFP sessions, the young people reported on hobetiey

to realisethat the equinesreactand respondto energylevels and bodylanguageand

in orderto elicit a particularresponsdrom an equine,the young personhasto make

certain personal and behavioural adjustmeniis is seen as both positive and
educationaby theyoungpeople:ii | ta dosirsewhereyou getto connectwith horses

andtheyr ef | ect wi th what you give them; they

t hi ng (MPdNo.@88).0

One parent also noted her chil doisl ghsi ghl i ¢

say how your day olitgreat Mawas, wewer j ust gr oo mk Mogl).t he ho

7.8.4 Trust and the TrusRide
Two young peopleand two teachershighlightedthe trust ride as representing very
positive element of thEFP:
fOnething that really struckmeaboutthe group wasthetrust ride on the very
last day. <name>in particular had a very movingexperiencdhat day on the
horse, and again, obviously his first time on the horse, but it was veryquiety
and very calming, it really kind of broughthometo him, I think, what he had
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learned. | do think the trust ride for him, gave himsomething
special ééé. . maybe it reinforcedvitht o him t

the horses (T No 37)

The trust ride as describedin Chapter4, is designedto developthe youngp er sons 6
awareness of self, of others and of the environmést.one young person described

this: ficos| had to trust myleaderto bring the equinearoundby the rope while | sat

on his back, listening to the music to calm us down, you could feel the equine eoving

(YP No. 37).

A further variation of the concept of trust is described by one young person wiet as

of the EFP session activity, was required to lead the equine to and from different parts

of the arena without touching it, or attaching a heedllar or rope. He describeldis

experienceof this by noting: ibecausehe equinewas like doing what I was doing,

it wasnodt stopping or anything, It just ke,

like a good leader or something téit ( Y B8).No .

An additional dimension of the concept of trust is described by a young persdmgho
asked an equi newdldyowwalkkksomewheéredhand the equinestsi
youtheequinewill probablylike walkwith youi andif theequined o e drustydu,i t 6 | |

just stay theredi apdtol plviBeNos. down | i ke

One young person also elaborated on how the trust of the equine could foster trust on

the part of the young persoimtand t hat the horses were trust

t heno
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7.8.5 Size of theGroup
Five of the youngpeopleidentified thesmallgroupasbeinga suitableenvironmenfor

themiiBecause there was a small group

| wa

classroom t 6 s very hard to talk becau¥do.it os

69).

7.8.6 GeneralEnjoyment
All interviewees described the EFP in positive terms with one teacher natiddges,
they would and they would have loved going, and would have beenquite energized
by going.Theycertainly did not find it too muchand theywould havebeensorry that

it finished at(TNolh®d end of 8 weekso

TheyoungpeoplealsocommentegbositivelyontheEFP:ii hadanamazingime.It was
the bestweeksofrhyi f e0; Al t hought the fir ghe

rest shot by and | was a bit upset

coup

after

do it againél thought it (MPINA37J o by prett:

7.8.7 Interest in theEquines

Furthermore, the teachers commented on how interested the young peopia were

discussinghe different personalitief the horsesit wasthe horsestheywere most

interestedn rather thanwhattheyweredoing. But | think probablytheygot an awful

lot outofi t é I wasalwaystheh o r s e gagnesbftheh or s e s seentedoe y

identify with the horsés ( T31)No .

Anotherteacherdescribedhe youngp e o preaeti®nio the EFPsessioron returning

to school i t h ebgttdbcdmeup and explainto me or describeany activity that they
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hadbeen doing during the day, just really excited abaut(it T No54). 53 and

7.9. Recommendations for FutureEFPs
7.9.1 Number and Duration of EFP andsessions

In concluding the interviews with the young people, thesrents andteachers,
participantsvereinvitedto putforwardanysuggestionthattheybelievedmightimprove
the EFP.Two young people and one teacher reported that they felt the progioulde
have been longer than eight weeks and a longer session timefiamever, the/oung
peopledid notelaborate@ntheirreasongor expressin@ninterestin havinganextension
to thd BRmMted it to go on fEEPNol6NOer é. . it
teacher observed that for one particular group anothé& weeks would benecessary:
A él think for some groups they could probably do a lot in in a small spaceraagtbe
finish work with them, but | think for lads in particular, | thig#8 weeksisna@ n o u g h 0

(T No. 68)

By contrast to the young person who identified more sessions as a recommendation,
youngpersonexpresse@ wish for the sessionshemselveso belonger:ii | ke them
to (sessions) to be longer because they wereuch fun. | thought the sessions were

too shorteéeéélike maybe one HYPWNb5).and forty n

7.9.2 Transfer of Learning from theEFP
The main theme emerging from the recommendations from two of the teachetisewas
needfor the youngpersorto beableto processheexperiencesf theEFPsessionsThis
was identified as one way to help the young person transfer their learning fr&hRhe
sessionnto theirschoollife: fiToprocessheprocesslittle bit for theyoungpersonand

help with the transfer of any learning from EFP session to therhool
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experiencesééémore discussion at the end

the journey wi (TlBBl)more reflectionso

Formalisingthesessionsvasalsoidentifiedassomethinghatwould helptheintegration

of the EFP sessions ilfeto the young peopl
Al think possibly to kind of formalis
be just built into sessions, that feedback would happen 10 minutélein

of fi ceé we shmething orhielping thensto processethep er i ence é.
make what happens here more part of what their experiensehool hasveen

becaussometimetheycanbetwoseparateghingsandschoolsmi ght n6t al w

embracew h a hapmenig (T 5 & 6).

| Owfet en t hought too, | 6ve often mentic
the schools, when we bring people here in other groups, that we kind of miss
something on helping them process the experience and | think maybe if there was
some kind of, for &groups that come here, if there was one set time in the week
after they come here, whatever their certain needs were at school or project or
whatever el se, that maybe sit down an
ask them. So if there was someghia standardised sheet of questidhat
someone c o ulsiddovinand &alk dbautikadd you know, get them to
process but also make what happens here more part of what their experience in
school has been, because sometimes they can be, it tan beparate things

and schools might not always embrace what is happening here bdbayse

mi ght not know about ité
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7.9.3 Summary
Most of the interviewees described the EFP as a learning programme cengicpdran
behaviour,welfare and management.Whilst someof the young peoplemay find it
difficult to describe an EFP as an intervention aimed at promotingbeil, it seems
contradictory that the parents and in particular the teachers identifiedgh@vements
in a variety of personaldevelopmentareasbut yet describedthe EFP as a learning

programme centred on equine behaviour, welfarer@arthgement.

Grooming was reported as being an especially enjoyable aspect of the Ep&tremd

and teachers also reported this, making reference to fadlnvited the young persao
exper i enc e Varations & the doricepteobtrust were reported byybeng

people who interpreted different equine behaviours as signifying being trustedneith
teacher suggesting that if had helpeddaosolidate the relationship that hddveloped
between the young person and the equirtes final theme to emerge related to hine

EFP allowed the young personto talk as comparedto the classwhere everybody

is talking. Although therewere recommendations relationto extendingthe EFPin
additionto extended EFP sessions time, the main recommendation referred to the need
to developa wayto maximizethe possibility of a transferof learningfrom the EFP

totheyoung per s ohoméenvsonmheato! and

7.10. Summary andConclusion
This chapter reviewed the findings of the qualitative data in relation to the impaict of
EFP on the socialand emotionalwell-being of young peopleaffectedby educational
inequality. A thematic analysepproach was selected to analyse the qualitative data.
In doing so, the chapteraddressedwo main areas. First, to review the impactof the

EFP on the young p e o p | selsa@areness, emotional awareness and
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communicationsasreported by the young peopémd the impact of the EFP on the
young p®lé pwaeesess, relationships, behaviour and communications, as
reported by the parentnd teachersSecond, the themes pertaining to the description
and experiences of tHeFPtogetherwith recommendatiomfor future EFPsfrom the

young people,parentsand teachers weriscussed.

The chapter reviewed the qualitative findings and found that the participants
reported positive changes in tleeas of selinanagement, perseverance and
dealing with frustration, seltonfidence, communication skills and developing a
sense of calmness, the latter three representing the three global themes as
highlighted by the young people, their parents and iHeex Whilst positive
changess n t he young peoplesd communicati on
topics, the global themes of saldnfidence and calmness were nothe study
objectiveswere designed based on the reading of the literature and the wéture

the programme. The interviews and the measures were chosen and designed to
cover these. The thematic analysis was based on the topics explored but it also
looked for other issues and calmness was an issuethatged. This finding, as

with previously discussed themes, highlights the value of thematic analysis for a

study for which there is as yet, no solid theoretical framework.

However, the young pe o pdrentsdndteachersintervieassys ,
did not contain a lot oflepth, with responses to the interview questions being very
concrete and not very reflective. Furthermdhe,themes were not very intricate. Braun

and Clarke (2006) refer to tiolatent and semantic themes, discussed in Chapter 5

and in this regarch semantic approach applied to the thematic analysis as the responses
were at a very explicit and concrete level.
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The young people,parentsand teachersall describedthe EFP asa programmewhich
addressed equine communication, behaviour, welfare and manageiflestoung
people may not have had the necessary language to describe the EFRRtassantion
designed to enhance their social and emotionativesfig. It is possible that thgoung
p e o pp aerseandt & @ c magalsshavehaddifficulty in describingheEFPasthey
were not directly involved in the programme and relied on the feedback froyouhg
person. This could suggest that there may be a need to provide a clearer des@fption

the EFP to both parents atedchers.

Second, it raises the question of whether the EFP should includearational
component in addition to the experiential aspect of @i ¥hich was the case some
EFPs discussed in Chapter Both parents and teachers described ¢mn¢husiasm
expressellytheyoungpeoplan theirinteractionsvith theequinesuggestinghatit was

a feature of the EFP that they valued. This wildiszussed further in Chapt@r

Recommendations for future EFPs suggest that there may be scope for a depthin
de-briefing with the young people, with particular reference to discussing hbwirtg
new learning experiences into home and schoolextsit The importance of thisvas
discussed in Chapter 2 further recommendation related to how teachers dmddme
more involved in discussions with the EFP facilitator and how this might slagrager
supportiverole to the youngperson. Whilst theremaybe advantageso this in some
instances, the involvement of teachers may deter the young people froenfygiging

with the EFP process if they felt that they were going to be discussed afteessiom.

The next chapterwill presentthe findings of the integrationof the quantitativeand

gualitativedata.
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Chapter 8. Integration of the Quantitative and Qualitative Data

8.1. Introduction
This section presents the integration of the quantitativeyaalitative data whichvere
collected as part of this study aimed at measuring the social and emotionbéivgll
of young people affected by educational inequalBpecifically, the study objectives
set out to examine c hapryaeness, sethandgemeny, o u n g
social awareness, responsible decision making and their ability to form positive
relationships with others. As such, it reflects the seventh stage of a mixed method
approach (Onwuegbuzie & Teddlie, 2003) key stage of mixedhethods is the search
for convergence, divergence and discrepancy between the quantitative and qualitative

data (O6C&aaR.ai n et al .,

Figure X4 below illustrates the time points for data collection of the quantitative and
qualitative data used fdhe currenstudy,which was followed by the data integration

stage

3 menths
PN Pre-EAL PostEAL PORGEEAR » tarviews afterendof
n Programme “rogEmme Lo s At weeks BN
Fregramme
Strengths and Strengths and Interview Schedul@opics Strengths and
Difficulties Difficulties Difficulties
Questionnaire Questionnaire Questionnaire
Youth At Riski Youth At Riski Youth At Riski
Programme Programme Programme
Evaluation Tool Evaluation Tool Evaluation Tool
PiersHarris Self PiersHarris PiersHarris
Concept Scale Concept Scale Concept Scale

Figure 14. Quantitative an@Qualitative Data CollectioRrocess
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As outlined in Chapter 5, the integration of quantitative and qualitative data is the core
process of mixed methods, representing an intentional process where both data sets are
brought together in the oret u d y proalutidga Wwhole through integration that is

greater than the sum of the individualeqgu i t at i ve and (Fetierg,20l5)t at i v e
The aim of integrating the quartiive and qualitative data wet@examine the present

study research questions telg to the impact of an EFP on the social and emotional
well-being of young people affected by educational inequality reflects the seventh

stage of the mixed methods data analysis process (Onwuegbuzie & Teddlie 2003)
discussed in Chapter Specificdly, the study explored the impact of EFP on the five

key areas associatedth social and emotional welleing. Thefirst area relates to the

young pselfesvarenss&and t he young peoplesd abilit
emotions and valuesswell as being able to recognisetheir own strengthsand

limitations and being able to maintaina senseof self-confidence. Thesecondareais

thatof selfmanagemerdndhow a young person can learn to manage their emotions and
behaviours in order to achieaalesired goalThethird theme is that odocial awareness

and t he vy oabilitgto qermansratenas Gnderstanding and empathy for others.
Thefourth area describes he young pemakerespodsible becidiopgdy t o
positive choices aha their personaland social behaviour. The fifth and final area

centreson the skill set required forthe developmentof positive relationships and

helpingyoungpeoplework in teamsand to deal effectively witbonflict.

This chapter addresses four aréast, the main quantitative and qualitatifredingsare
presented. These were discussed in Chapters 6 and 7 respectivBbcond the
integration of patterns from the quantitative and qualitative data willdoessd. The
third sectionaddressethe sub-grouppatterngelatingto differencesetween malesand

femalesand young peoplein the clinical rangeandthosein the normalto borderline
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range.Al so i ncluded is how the young peopl e:
of the EFP which may have contributed to any changes identifiee.fourth section
presentsth¢ oung peopl esd6, their parents6é and

andrecommendations for future EFPs are considered in CHapter

8.2. Integration of Quantitative and Qualitative Findings
This sectiongives an overview of the process of the integration ofjtrantitative and
qualitative findinggelatingto thefive socialandemotionalcompetenciest the centre
of thisstudyusing the CASEImodelof social and emotional learningigure 15below
illustratesthe main quantitative and qualitatifiedings across informants groups and
represents stage four dDnwuegbua i e and Teddl i ebs (2003

conceptualisation of mixed methods analysis.

The integration of the quantitative and qualitative data followed Onwuegbuzie and
Teddliebdbs (2003) seven stage conceptual:.
thematic analysis was used fiata reduction Second, Venn diagrams were used to
displaythe data (Section 7.5 page 219hird, data transformatiorwhere quantitative

data are converted into narrative date was addressed in Chaftee Gourthstageof

data correlationllustrated in Figure 3 which also compares the quantitative and
qualitative data sources as stag&tage seven is the integration of both the quantitative

and qualitativeihdings into one coherent whole and is discussed in Se&toh
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Key Quantitative Findings
OneiWay & Two-Way ANOVA

Key Qualitative Findings
Thematic Analyses

One-Way ANOVAs
Strengths and Difficulties Questionnaire
Evidence of Significant decrease:
T TD ScoredsPLds &
T Peer problléesms Pb6s
1 ProsociaP 6 s
i1 Strengths and DifficultiebnpactT 6 s
Yar-Pet : Evidence of Significant increaseis
1 Total effectiveness YP & 6 s
1 Social effectiveness YP & 6 s
1 Personal effectivene3so s
Piers Harris: Evidence of Significant increaseén
1 Selfconcept
1 Physicalappearance
I Freedom fromanxiety
1 Socialfunctioning
Two-Way ANOVAs
Evidence of Significant interactionsassociated
with caseness
9 Strengths and Difficultie¥'P atypical
Main effect time (gender)
1 Yar-pet S.OYP
Main effect time (caseness)

TOs
1 Strengths and DifficultiePPP 6 s
Main effect caseness

T 6(dinical)

Peer Pr o(ihicalms P& s
HY P (Blidical)

EMOT (8lidical)

1 P RO (Rodnsmal/borderline)

= =4 =9

1 Strengths and Difficulties o t a | Y

1 Strengths and Difficulties ot al Y

Gl obal

1 Self-confidence
T Communication
1 Sense o€almness

Themes
1 Selfmanagement/setegulation(YP

1 Perseverance/dealing wittustration

&T bs)

(YP)

themeds()YP, T

Figure 15. Quantitative and Qualitative Data CollectProcess

In approaching the data integratigmarticular attention was paid to identifying the

guantitative and qualitative findings that were explicitly related to each other in such a

way that they were mutually illuminating, reflecting a key and critical part of a mixed

methods study. The data irggration procespresentstne main findings and then

examined where findings converged, diverged or where discrepameiesidentified.

As such, significant findings and global themes represented areas of convergence and

were considered to be more likely associated with participation on the EFP. Divergent

results are considered in the context

t

he

degree to

whe tthd t he

and teacher sod Disrppanciessare dlisov discugsedd within the data
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integration and serve to suggest thditere this was reported thidiere are few or no
changes in a young pewelsbeingd Wheseamgloballtheraen d ¢
emerged but was not reported quantitatively as significant, this finding was excluded
from the data integration process. For example, whilst experiencing a sense of calmness
emerged as a global theme, identified by the young people and their pareetcheds,

there was no quantitative reporting of this theme through the Strengths and Difficulties

Hyperactivity subscale

The five social and emotional wdieing areas as contained witramd defined by

CASELs model will now be discussed

8.2.1 Seltawareress: Ability to Recognise Emotions and Valués,Recognise
Strengthsand Limitations and Being Able to Maintain a Sense oSelf-
Confidence

Changes i n t habilityto tecognisepeawarenass @f their emotional
well-being was one of the fivareas at the centre of this stuathd represents the first of
the five CASEL social and emotional learning competencidse young people
discussed their feelings of anxiety and nervousness at the star&sfRhend how over
time, they felt lesanxiousand more seltonfident. This finding was supplemented by
t he y 0 U n g scopesan stle Pier® Harris Self-Concept Scale Physical
Appearance and Attributes and Freedom from Anxietysubscale analyses which
highlighted a decrease in the youpge r sametylévelsbetweerill andT2, butnot

at T3, suggestinghatthe youngp e o pdbibtyst@recogniseheir emotionsmayhave
beenin relationto their participationin theEFPand not generalised into other areas of
their life such as school or famiife. There was however a discrepancy noteceither
theyoungp e o p b @ 5 éontt esadc dceresrepdrteda significantdecreaseén the
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young peopl esd emot i on al StrehgtlisfandDifficuttieses as m
Emotional subscale Theparentsand teachers qualitative reportingoafsitive changes
i n the youn gtoppeegnsd and managethelr entotyons was mentioned

with lessfrequency.

A furtherfinding which emergedrom the presentstudywasthe changein the young
p e r s o rcenbdencesfdlldwing participation in the ERFhich is also linked tself
awarenessising CASELs model of social and emotional learniRgsitive changes
t he young -qodidesce eneed adnd thfe threeglobalthemesn the
gualitativedatawhichwassupplementeduantitativelybythePiersHar r i s Chi | dr e n
Self-Concept Scaletotal score which measures selfoncept . Young peopl e
showeda significant increase in sel€oncept between ffand T3, and 2 and T3.
Significant increasesbetween T and T2 in theand t edooth atrRsio |1
Programme Evaluation Tool Personal Objective which measures seffsteemgself
confidencejocusof control, goal settingand problemsolving, alsosupplementedhis

finding.

8.2.2 Forming Positive Relationships: how People Work in Teams 8xegl

Effectively withConflict
A second competency outlined in the CASEL model of social and emotional
competencies relates to relational managememhe quantitative and qualitative
findings irdicated strong patterns in relatida positive changes theyoungp e o p | e s 6
ability to relatemoreeffectivelywith others.Y oung pRiespllae s © s Chi | dr e n
Self-ConceptScalePOPs ubscal e reported a significant
socialfunctioning between fand T, and T, and T;. Significant decreases were also

reported inthe p a r e $rengths and Difficulties Peer Problem subscalescores
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betweenT; and T, suggestingthat therewere positive changeim theyoungp e op | e s 6
ability toengagenoreappropriatelywith their peers, although these were not maintained

beyond t he yatgipatoniptiedpP atss 6

Significantincreasedetweernl; andT, andT; andTz in thet e a ¢ Bterigthsdand
Difficulties PRO subscalalso indicatesthat there were improvementsin the young

p e o p prasacial skills. Improved communication and team work skills were further
reported in thgoungp e o pandt £ @ c Yoath & Risk 1 Programme Evaluation

Tool Social Objective which measureseamworkandconflict resolutionand reported
significant increasesThough the teachers reported these increases befiyesrd T,
positivechangesn t he young peopl esd tzbyahaypony k s ki
p e o pYoatls d@ Risk T Programme Evaluation Tool Social Objective subscale
scores.Fur t her mor e Strergthssandt Défiaultibseuestidnnaire Impact
Scoresuggested that the young peopl ek soci
with peer relationshipsetween Tand Tzindicating the young people were haviegs
peerproblems. Qualitativefindings illustrated the specific waysin which the young

people had madgositive changem how they communicated with others, most notably

the young peopl¢hemselves commented on how they believed their communication

skills had improved with other people.

A further qualitative finding which may be relevant to thesitive changesn
communications was reflected by parents and teachers qualitatively rgpafrtihe
young personsd excitement and enthusiasm
EFP. The young people were able to share their new knowledge and expeasiahees

EFP session activities with other fammembers.
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An additional area related forming positive relationships is reflected in the changes

in the youngp e o p behasidéur. The teachersYouth at Risk i Programme

Evaluation Tool Personal Objective subscalescoresfurther supports this finding

reporting a significant increase intheo u n g p e -@egtekeneseld confidence and

effective problerrsolving between Tand T, and T, and Ts. Thesefindings suggest

that the young people had made certaiositive changem their ability to sefmanage

and seHlregulate. The youngp eopl es & q u a hlsoteportadvhew thifey ndi ngs
recognised the need to emotionally seljulate whentrying o i nf |l uence t he ¢

behaviour.

8.2.3 Selfmanagement: Managing Emotions and Behaviours in Order

Achieve a Desire®oal
As outlined in Figurel5, self management was measured quantitatively using the
Strengths and DifficultiesandYouth At Risk Programme Evaluation Tool. As this
study was not a triangulation study not all of the social and emotional competencies
were measwdbothquantitativelyand qualitatively. Although the quantitative findings
reporteds i gni fi cance i n t he YouwhaatRisk Pregrammed y oung
Evaluation Tool total score, and the teaché&fsuth at Risk Programme Evaluation

Tool Personal Ohjectives this did not emerge at the data integration stage.

The young people described how they had to manage both their emotidrehamibur
in order to achievedifferent activities within the EFP sessions, aflecting the third
competency in the CASEmodel Theyoungpeople providedariousaccountsof the
challengesheyexperiencedh orderto influencethe behaviour of the equine during the
sessions. The EFP session activity of groomiradso required the young people to
regulate both theiemotions and behaviour anglas described by the young people,
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parents antkachers.

A further themeassociatedvith selfmanagemenivasthe needfor perseverancend

dealing with frustration as described by the young pedpie. related to some othe

EFP session activities which the young people found difficult and in wihely
persevered until they managed to complete the falsk.young people referred tbeir

resilience in relation to their management of certain EFP activities which they found t

be the most challengindti s possi bl e t ha t-cortfilercemypmwed g per
as a result of being able to completewhat they consideredto be very difficult and
challenging tasks and that their perseverance contributed to impselfecbnfidence

also.

8.2.4 Social awarenessAbility to Demonstrate an Understandingnd

Empathy forOthers
The fourth CASEL soci al and emotional cCo
demonstrate an understanding and empathy for othiegachers reported significant
positive changes n t he young peopISteaghhsand Difscoltes al s |
Questionnaire Prosocial subscale scores increasing betweeaid T, and T, and T.
However theseincreasesvere not reportedby the young peopleor parentsin any of
the total or subscales.Theyoungpeoplereferredto howtheyhadto considettheneeds
of theequinesvhencompletinganEFPactivity. Althoughtheirneedo self-regulatan
orderto achieve the task was reportedirhe secti on which di scus
relationshipsé, there does nonethel ess afy
had some insightinto the needto empathisewith the equinein orderto managethe
EFP task. Furthermore, the young person spoke empathically about the need to
accommodat¢éhe6 mo ofthéequineandtotry differentapproachew achievehetask,
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furtherindicating a recognition of the need to appreciate a situation from a different
perspective othaghan from the young person himse@®ne parent described the young
per siomgoovement I n beginning to uflker stand

teachers did not repooh any changes in thésea.

8.2.5 Responsible Decision Making; Posre Choices about TheiPersonal

and SocialBehaviour
The fifth and final CASEL social and emotional competeisciiow a young person
makes choices about their personal and social behavioueview of the quantitative
and qualitativedatasuggestghat the areaof responsible decisiomakingyieldedthe
least notablefindings acrossall the groups. However, it could be the case that the
findings from the four previous areas of salfareness,self management, social
awareness and forming positivelationships required thgoung peopleo make
responsiblelecisionsvhichappearedo reflectthesesocialandemotional competencies
more so than making responsildecisions. For exampl e, 6getting
peopl ed, Oi mprovenbr eeamowmaer ldé&r abbeitrogvar ds
problemsolvingand goat et t i n g fomaubscales domexjuire the young people
to make decisionsHowever, the effect ofuch decisions may be reported as the young
people demonstrating great@rosocialbehaviours or demonstrating more respect for

others.

This suggests that there may be a hierarchy of social and emotional competencies,
similar for exampl e, to Masl owbs Hierarchy
basic need is followed physiologicneed and reaching a stage of-selualisation and

the absence of one need being met can prevent progression to the subsequent one. The

findings of the current study point to the possibility that the foundation of social and
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emotional hierarchy isth@ e v e | 0 p me n t-awarénestoioeedl bythe abilityf
to form positive relatinships Further research will be helpful to examine the potential
of viewing social and emotional competencies in hierarchical terms and holds potential

for planning andesearching EFPs.

Furthermore, absence of positive changes in all SEL competencies may also be
explained by Farrell and VuliReynolds (2009) discussions on how SEL programmes
are likely to produce certain changes in certain domains of functioning doergrly
stages of the interventiorarrell and VulinReynolds (2009) state that when delivered
over a longer period of time that a greater degree of significant changes are likely to
occur in more domains and at different levels when the intervendiatelivered

overtime.

Thep a r eamdt s2Ga c reporteslon how they had observedyoung peoplemaking
decisions about organising themselves and their belongings on the dayEfRhe
sessions.Thi s coul d be enmoannsa gdeenmeéndtebh patdicisiink ke & f
maki "geé. young people also descri bwvaildt how
trying to influence the behaviourof the equine,therebydemonstratingheir ability

to make positive choices about their personal behavioAn interesting finding
associated with decision making or making positive choices, relates to how the young
people behavedn the EFP sessionswhen they were given the responsibility for
achieving different tasksNot only did they describe the way in which they would
perseveraintil theyachievedthe task but they alsotook the needsof the equineinto
considerationa finding that was also reported by a teachdris seems to have placed

a distinct sensef respondbility on the youngpersonwho now found himselfin sole
chargeof isown behaviour not because he was
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because he wantetd. However,despitesomeevidenceof the positive changem the

youngp e o p dedssoid makinglittle change was notealerall.

8.2.6 Sub-group patterns

This study examinegbossible changes imne or more of CASELs model of social and
emotional welbeingamongst young people affected by educational inequantyilst
this was the main focus of tiséudy design, theesultsof Two-way repeatedneasures
ANOVA were also consideredin exploring whetheror not there were differences
betweenmalesand females. This representedne of the study objectives as males
are reported to be at greater risksotial and emotionallifficulties than females.The
resultsof theTwo-Waymeasure&ANOVA did notshowstatistical significance between

males andemales.

Two-way repeated measures ANOVA then explored if there were differeetesen

youngp e o psbcalandlemotionalvell-beingforthoseinthed n o rbra Id erange n e 6
andthosenthed c | irnai ncgddidyoungp e o p quanstaiivereportsshowedthat

thosein the6 c | i ramgerepbri@da greaterdecreasén Strengths and Difficulties

Questionnaire total difficulties than thosein t he 6 tdromalle rarigé.n e 6
However,no further significancewasreportedin they o u n g  pStrengtlts rarsdo

Difficulties Questionnaire subscaleor thePiersHar r i s Chi-Cahceptn 6s Sel
Scaleor Youth at Risk T Programme Evaluation Tool total and subscale scores.
Parentsd quantitative fdmaodrimagls/ broerpdoerrtlieidn etdh :

improvedmore the young people in the clinicahge.
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8.3. Summary and Conclusion
This chapterpreseted the integrationof the quantitativeand qualitative findings in
a studydesignedo exploretheimpactof anEFPonthesocialandemotionalwell-being
of young people affected by educational inequalfg. discussed earlier in Chapters 3
and 4,both internationallyand nationally, a gap continuesto persistin the literature
regarding thempactof EFPs. The limited numberof studiesinformedthe selection
of a mixed methods approach for the present study, with multiple perspectives expected

to provide further insight and learning into the potentidEBPs.

In concluding the discussion on the integration of the quantitative qunalitative
findings, Table 4 below outlines the five social and emotional competencies vaneh

the focus of the auent study and summarises the description for each dheseare

used to cross reference both the quantitative and qualitative findings with one or more
of the five social and emotional competencies of-agelfireness, sethanagement,
social awarenessiesponsible decision making and the ability to form positive

relationships.

Table 4. Summary Description of Five Social and Emotidbaimpetencies

Social and Emotional  Description

Competency

Self-awareness Recognising emotions and values, strengths lenitations. Encompasse:
the ability to accuratelyassessow one feels, recognisingonesinterests,
values and strengths, and being able to maintain a sesskadnfidence.

Selfmanagement How a young person can learn to manage their emotionsetraVioursin
order to achieve a desirgdal.

Socialawareness Ability to demonstrate an understanding and empathgtfars.

Formingpositive To help young people work in teams and to deal effectivelyawitiflict.

relationships
Responsiblelecisions  Including making ethical, productive and positive choices aloeit
personal and sociakhaviour.

This is followed by a presentatiorof the key quantitativeand qualitative findings in

Figure 1@below, and the highlights the three areas where there appears toverkap
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of boththe quantitativeandqualitativefindings. It alsohighlightstheareaswvhichare

not supported by the integration of the quantitative and qualitative findirtgssocial

and emotional competencies which relate to each of the quantitative and qualitative
findings are referenced beside each quantitative or qualitatidenfy as illustrated in

Table £ below.

Table 42 CASELQ Social and Emotion&ompetencies

Social and EmotionalCompetency
Selfi awareness

Selfmanagement
Socialawareness
Responsible decisianaking

Forming of positiveelationships

As illustratedin Figure 16 below, the youngp e r s selhcenfidencecommunication
skills andteamwork/relationshigkills emergedasthe threeareaswvhich aresupported

both guantitatively and qualitativelgported the highest level of convergen&elf-
confidence falls within the definition of sedfivareness as defined by CASELs model of
socialand emotional welbeing with communications and team work categorised under
forming positive relationships with both reporting the highest level of convergence.
This suggest s t Iparticipation m thg BFE may be assocgated sith
positve changes n t h e vy o selfgwarpnessasdaatasodship skills. The
importanceof the developmenbf a youngp e r s self avareness was discussed in

Chapter 5 and as such represents an important finditigeiourrent study Similarly,

thei mportance of a Yy 0 u n gositpeereldianshpdwasmdiso | i t y

discussed in Chaptér
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Key Quantitatived=indings Key QualitativeFindings

Self-confidencgSelf Awareness : youn
peoplg

Self-confidencgSel-Awareness;
youngpeople, parents and teache

Communicationskills fs:ﬁdence
(Forming positive (Self- Communications skills
relationshipsyoung Awareness) Teamwork& Relational skill§Forming Pgsitive
people, parents and Relationships: young people, parents an
teachers) Communication teachers)
sskills /
Teamwork& Teamwork &
Relationalskills Relational skills
(Forming Positive (For_nping Calmnessrgported by
Relationships young Positive yo‘éntg pehople, FEIEES
people, parents and Relationshipy and teache)s

Prosocial skillgSocial
Awareness: teachers)

Figure 16. Key Quantitative and Qualitati@ndings

The areas of selhanagement, social awareness and responsible dewialong

represent three social and emotional competencies wiaot not supported by

theintegration of the quantitative and qualitative dd&tar example, in reviewing

the areaof selfmanagemenand the youngp e r s abititg t6 managetheir
emotionsandbehaviours inorder to achievea desiredgoal, the young people

describedhow they had to self regulate as part of the EFP sessions and

illustrated this with clear exampleddowever, generalising this to other areas of

l' i fe was not supported Ithmaybpthecasethas 6 or t e
acquiring and using a new set of skills could take a longer timeframe. The

implicationsof this arediscussedn Chapter9.

Turningto theareaof s oci al awareness, which desc
ability to demonstratean understanding and empathy for others, resulted in

contradictory findings. The young people and teachers both reported
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gualitatively o empdthete approacinworkipgemthstloen s 6

equines. It couldbethe casethatthe youngpeoplewereableto generalisehis

into other settingsin their life as reportedby the teacherswho reported a
significant increase in thdeowewernthsg per sons?®o

was not reported by thpgarents.

The third area which was not supported thg integration of the quantitativend

gualitative datais that of responsibledecisionmaking. As discussecearlierin this
chapter, this may be expl ained brgporttshe youn
reporting on the overall impact of theyoymgg r sons & deci si oows r at her
the young person making positive choices about their personal and social bepawiour

se. That said, it was the areas which reported least nbtabieys.

A further dimension of the data integration ie #mergence of themes which weiet

measured either quantitatively or qualitatively. For example, the resiliemzk
perseverance that was described by the young people was not mepsurittively

and was not included as an interview topks refered to in section 7.6.2, the young

people experienced varying levels of frustration whilst trying to work through different

EFP session activities and they described the resilience that was necessary in order to
complete the activitiesThat saidthey oung personsd resilience
more EFP session objectives may have contributed towards an improvadaeihess

and selconfidence. This finding highlights the value of using a mixed methods
approach, particularly for examining a relally new intervention and one for which

there is little research available.

Apart from the areaof resiliencebeing consideredor future studies,its emergence
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emphasisethevalueof usingamixedmethodspproactor arelativelynewintervention

such as an EFRFor example, the emergenmiecalmness as a theme is a further example

of the benefit of using a mixed methods approac¢h light of the literature which
discusses how physical contact with an animal has been shown to aedusty and
stress levels, this finding has particular significance of the benefits of EFPs for young
people with social and emotional difficulties. Quantitative measures in the current study

did not address this area.

Having discussedhe integrationof both the quantitativeand qualitativedata,the next

chaptewill presentadiscussioronthefindingsof theintegrationof thefindingsandthe

quantitative and qualitativesults.
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Chapter 9. Discussionand Recommendations

9.1. Overview

There is a volume diterature relating to the increase and prevalence of the nuaiber
youngpeoplepresentingvith socialandemotionadifficulties (Cooperetal.,2009),with
evidencalemonstratingowsuchdifficulties preventayoungpersorfromfully engaging

in theeducational system and increasing the likelihood of early school |§&uirgga,
Janosz, Lyons & Morin, 2012).Educational policies reflect a recognition tfe
importanceof ayoungperson® s o andeaobtionawell-b e i andjtdassociationvith
academigerformancgDurlak, 2011; Vision for Change,2006; Zin, Elias & Clarke,
2010). Both internationallyand nationally, therehasbeena growth in the numberof
schools which are developing SEL programmes and providing a combination
multimodal, universal and/or targeted programmel®wever, here has also been an
increase in the number of SEL programmes for young people affected by
socioeconomic disadvantag®©ne such SEL programme is that of EFR$owever,

there is a limited bugrowing body of evidence that attests tceifectiveness.

However few studiego-datehavespecificallyaddressetheissueof theimpactof EFPs

on the social and emotional wdleing of young people affected lgducational
inequality. Additionally, few attempts have been made to address the gap@séasch

of EFP studies that include both mixed methods design and multiple infor(atiy

& Smith 1 Osborne,2013). This study set out to addressa numberof the gapsin

the research.The current study explored the impact of an EFP on the social and

emotional wellbeing of young people affected by educationeduality.

The present chapter opens with a brief overview of the study objectivessamanaary
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of the key findings.CASELs model of Social and Emotional competencies are
used to discuss the impact of the EFP on the social and emotiondlemelof
the young people at the cemtof the present studyFollowing this, thekey
findings of the current study witheference to other studies that have been
conducted talate are interpreted and discusséte next sectioroutlinesthe
uniquecontributionof thestudy. Thefourthsectiorexamineshestudy andtudy
designlimitations, followed by the fifth sectionwhich outlinesthe implications
for practice and policy for young people with social and emotional difficulties
affected byeducationalnequalityareexamined. Finally, recommendationfor

futureresearclare déailed.

9.2. Overview of Study Objectives and Summary of Keyindings
The overall aim of the current study was to measure the impact of an EFP on the
social and emotional welbeing of young people affected by educational
inequality The CASEL model of sociand emotional learning was used as the
theoretical frameworkor this study.In orderto do this, foukey objectives were
outlined. First, the study sought to identify amhangesin the social and
emotionalwell-being of the young peopleat the centreof the current study.
Specifically, the study sought to identify any changes in the areaslfof
awareness, sethanagement, social awareness, responsible decision making and
the young personso ability to ftoorm posi't
in the EFPas reportedby the young people, their parents and teacl&ssond,
the study set oub identify any evidence of significant gender differences among
young people irrelation to seHawareness, sethanagement, social awareness,

responsite decision makingnd the ability to form positive relationshipghe
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third objectvewast o exami ne young peoplesd narrative
or aspects of the EF®Rhich may contribute to any changes identified in the first

study objective.Thefourthand f i nal objective was to exam
parentsd and t eac h etoidentify pigher teyelpatternswofe s of t he

convergence and divergence in their views

The changes in the five social and emotional competencies are sgeuniari
Figure 17 below. Using the CASEL Model of social and emotional learning,
each of the five areas were reviewed and reflect the key quantitative and
qualitative findingswhich were reviewed in section28 Figure 17 presents each

of the competencies together with the key quantitative and qualitative findings
which were discussed in the preus chapter. As such, Figuré i informed

by theintegration of the data and is designed iowalfor ease of referencing

aaoss changes in each social and emotion competency.

I m p rove d Se I-f wdecreaese in feelings of anxietyoung people

wimproved ability to name and discuss emotiery®ung people
aware n e S S wSignificant improvement in setonfidence and personal effectivenesgpoumg people, parents and teachers

Improved seH
management

wSelfreported emotional and behavioural setfanagement young people

I m p roved SOC | al wSignificant increase in prosocial skilteachers
wselfreproted in the context of EFP sessions enjgung people
awareness

I m p rove d res po n SI b I wimprovements in making decisions on ays when EFP ocepa@nts and teachers
.~ - wSelfreported responsible decision making duirng EFP sessions
decision making

I m p rove d re I atl 0 n al wSignificant increase in relationnal and teawork skiflarents and teachers

. wSignificant increase in social functioning and peer relationsttipachers and young people
S kl I I S wcommunications and behavioural imiprovementgung people

Figure 17. Study Objectives with Key Findings from the IntegrdiedaAnalyses
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9.3. Interpretation of Key Findings from the Integrated Data
As previously discussed in Chapter 2, social and emotwel&being is associated
with a young per s o nselfawaebesskelt tmgnagement,d e mon st
social awarenessand organisation, responsible problem solvimond finally
relationship manageme(€ASEL, 2005;Concei¢cac% Bandura2008;Redmond
& Hamilton,2010). Eachof thesedomainswere discussedn greaterdetail in
Chapter2. The theoretical frameworlof this thesis,discussedn Chapter3,
focuseson a numberof key theoriesfrequently applied to AAls, including Social
Support Theory, SociaCognitive Theory, Attachment Theory and Biophilia
Hypothesis (Kruger & Serpell, 2010)'hese theoriescontributeto the discourse
which attemptsto explainwhy the EFP may be effective intervention for young
people with social and emotional difficultiesThe theories were then applied to
EFPs and examined to evaluate if any one partithiary could elucidate how
EFPs may potentially play a role in promoting social amdbtional welbeing for
young people affected by educational inequalityhe key indings are discussed
with reference to these theories and relevant research studies follthweing

sections.

9.3.1 Positive hangesin Sel-Awareness
The CASEL model defines sedfvareness as an ability ecognie emotions and
values, strengths arighitations, encompasses the ability to accurately assess how
one feel s, recognising onedbds interests,
maintain a sense of salbnfidence Study findings showed that tyeung people
demonstrategositive changen their ability to name and discuss their emotions

the context of the EFP sessions.addition,positivechange n t he young peo
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self confidenceas one factor contained in the CASEL definition of-agfareness
emerged as one of the two areas thais supported by the integratiaf

quantitative and qualitativéata.

Theliteratureis clearthatyoungpeoplewith socialandemotionaldifficulties have

apoor selfimage and low seltonfidence, which negatively impacts on their ability

to develop and sustain relationships, thereby compromising their ability to
positivelyengagdn their educatior{fFraser& Blishen,2007). Recognisingand

regulatingo n eetnationshasbeen reporte@s an essentiafeatureof socialand

emotional well-being (Goleman, 1995) with Hallam and colleagues (2005)

positioningits importanceas fundamentato ay oung per sons o6 | earning
t hat it acts as a f ouwoadeaic ipaformance and young
attainment. Increasingly, educational policies haternationally and nationally

appear to reflect this idea, with most schools delivering a variety of sowal

emotional competency programmes (Durlak et al., 2011; Hallam et al., 2005;

Malecki & Elliot, 2002). However, for young people with social aathotional

difficulties, andin particular those affectday socioeconomic disadvantage, a more

targeted approacks providedthroughthe SchoolCompletionProgrammeaspart

of the DEIS School SupportProgramme,as discussedearlier in Chapter 3.

Although the findings of the impact of SEL programmeson academic
improvementgaremixed,theredoesappeato beevidence thaparticipationin SEL

programmesis associatedwith improvementsin academic attainment (Clarke,

2010; Morgan & Epsey012).

The findings suggest that the young people experienced a deioréasefeelings

256



of anxiety in the context of the EFFOne particular featuref the EFP which
appears to be associated withs f i ndi ng i s the young peop
overcomingtheir fears of being around equineBhe young people named and
described their emotions at the start of the EFP andthege changedver the

eight week programmemoving from feelings of stressand anxietyto feeling
comfortablearoundequines. As Miyake et al., (2000) discusseswhen young
people are feeling stressed and anxious, it affects their ability to concentrate,
thereby reducingtheir capacity to problem solve or deal with conflict. In
contrast,a y o ung p posittyed emdtenal state reduces stress levels,
resulting in a higher level of receptiveness to deal with and manage situations.
That the young people were albberecognisethe decreasen their anxiety whilst

aroundthe equiness oneaspecibf these findings.

In reviewinginterventions aimed at promoting emotional regulation, HEBH98)

di scusses the importance of 6r eal wor |l d
feedback. The importance of the equines size is a finding in previous studies (e.g.
Chandler,2005) and consistnt wi t h Brandt dés (2004) t hec
can present gerceived threattherebyencouraginga personto increasetheir
attentivenessand stay presentin the moment. This, Brandt (2004) proposes,
produces a 0s ens persanfAlthaughlachizvingféetingsioh t h e
calmnesddid not emergein the integrateddata, it wasreferred to by the young

people, parents and teachers as something all gandieipant groups noticed after

the EFPsessions.

There appear to be therefore a number of factors to consider in the participants
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repors as to how the equines size may contribute to the young people feeling a
greater sense of calmness through emotional regulation. Though watching animals
has been showo produce a reduction in anxiety and arousal, Serpell (2006) argues
that any stimulus which concentrates the mind alanhave a calming effect on

the body. The equine may not therefore be unique in creating this reported
outcome, with similar resultsreated by other animals, as has beend)dta
example Friedman et g11990). The equines size (and the significance of this
whilst at liberty) brings a further dimension to contributing to an enhanced
understanding of how an EFP session can help iagyperson to feel calmer within
themselves However, few studies have examined the equines size in isolation and
whilst Waite and Bourke (2013) for exampleund that equines size appeared to
have the potential to capture a young pe@saattention, compative studies
exploring how for example, the involvement of other anirrathisarea will help

to develop a deeper insight into the significano@ potentiabf this factor In
addition, to the authé@ knowledge, there have been no studies whicke hav
examined the significance of size and it relationship with emotional reguéattbn
sel-confidence. The size of the equine therefore appears to be an important

mediating feature of EFPs and should be researched in the future.

The third suggestechuse for the reported sense of calm is put forwardragdd
(2004) suggesting thatevelging an ability to communicate with a large equine
requires and even resultsn a higher level of attentiveness. As equines flight
response has been shown to tiggered by sudden movements, asdGehrke
(2011 suggests, equisean detect and avoid incoherent heart rate variability, the

need for the young people become more aware of their body language as a means
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of communicating with the equine appears to arpgt@w EFPs may produce this
result. The fourth explanation is linked to the physiological changes that may take
place when grooming. Whilst physiological changes have been reported when
people are petting their pets (Cardosa et al., 2011), it is pogkid the act of
grooming may also produce a similar outcome. It may be a combination
increasedbody awareness and groomimghich contributed to theeported

outcome.

Developing emotional awareness describes both perceiving emotions in oneself but
alsoin others(Goleman,1995). Thesetwo perspective®f emotionalawareness

are key features of EFP sessions as young people are required to observe the
equines, noticand asses their emotions and then reflect these back to the facilitator
using avariety o f 0f eel i Mhpde emotianal seflections are used
interchangeably throughotlte EFPsession.The facilitator encourageshe young
peopleto notice and interprett h e e ¢eelinga. €héfacilitatoralsofacilitates
theyoungpersorno examineandidentify howtheymaybe contributingto howthe
equinemay be experiencingdifferent emotions. The facilitator also facilitates a
discussion in raising an emotional awareness wittiie young person himself.

That the young people were ablestdfregulate within theEFPsessionsn order

to achievea particulargoal would appearbe supportedoy Goleman (1998who
proposesthat emotionalintelligence can be learnedand translatedinto success

in a variety ofettings.

Seltconfidences cited asnecessaryor youngpeoplemakingthe transitionfrom

primary topostprimaryschool(INTO, 2008)andis akeyfeatureof emotionalwell-
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being (NICE, 2013). Young people with social and emotional difficulties are
reportedto havepoor selfconfidencge.g. Terzian, Hamilton & Ericson, 2011) as
can young people livingn socioeconomic disadvantaged are&eveloping the
self-confidence of youngpeopleaffected by educational inequality amdho are
presenting with social and emotionalifficulties therdore has particular
importance. The findings also show that the young people reported
improvementsin their selfconfidence and personal effectiveness,a finding
supportedby AAI studies(e.g. Strimple, 2003) and EFP studies(e.g. Chandler,
2005). Suchistheimportanceayoungp e r sseliconfdencehatfuturestudies
could attempt to isolate the particular features of an EFP that contribute to

improvements in thiarea.

9.3.2 Ability to Form PositiveRelationships:How PeopleWork in Teamsand
Deal EffectivelyWith Conflict
Aclearpat t ern emerged associating iangpr ovements
communication skills and participation in the EFP. The quantitative and
qualitative findingsindicated strong patternsin relation to positive changem
the young p e o pdbiktyst@relatemore effectively with othersand represented
one of the twaC A S E Isatial and emotional competencigSich was supported
by the findings.The young e r sdifficutiés werealsoreportedto interfereless
with peer relationshipsin the classroomsetting after participating in the EFP
t hough it I's not possible to say if this
participation in the EFPThese findings are in line with sevemevious studies
which havereportedpositive changesn social and communication skills (e.g.

Pendry et al., 204 Althoughthereis a dearthof studieswhich haveexamined
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theimpactof EFPson youngpeopleat risk of educationalnequality,this finding
is consistentwith Trotter and colleagues(2008) who also reported improved
social competencein their study of young people considered to be at risk of
academic and/or soci#dilure, although as outlined in Chapter 2, a number of

limitations werenoted in this study.

Teamworkis animportantpart of schooland family andis consideredessential

in the workplacerequiring peopleto collaborateand co-operateas part of the
teamworkprocessand managing opposing views and opinions in acunilicting
manner. Young people with social and emotional difficulties, in particular those
with externalisingbehaviours, havieeenshownto experiencepecificdifficulties

in their relationshipswith peers(Cooper, & Cefai 2010) and teachers (Drugli,
Klokner & Larson, 2011). As relationshipsve beershownto play a keyrole in
thelives of adolescentsgspeciallyin thetransitionto adulthood (Vaquerra & Kao,
2008)the move from primary to post primaghoolrepresentsa particularly
challengingtime for youngpeoplewith socialandemotional difficulties. Though
further studies are needed to examine the potential of this findimegssignificant
potentialwhenconsiderations givento thenumber=f Irish pupilswith social and
emotional difficulties currently attending primary and post primary sch({®l3l
Report No. 4, 2012) Whilst Irish schools are working towards equipping young
peoplewith social and emotional competenciesthere still remains a large
number of young people with social and emotional difficulties, highlighting the
challenges faced lypung people and teachers in both primary and post primary

schools.
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The youngpeopleidentified aspect®f the EFPthatappeato havecontributedto

changesn their socialandcommunicatiorskills.  For example teamexercises

requirethe young persorto pay particular attentionto the e q u i moe\&rbal

body languagein order to both communicate and understandhis finding is

supportedbydr andt 6s (2004) thebogyofFadguabepi wigeet
nonverbalcommunicamns lead to the development of a give taic relationship

The young people use only nearbal lmdy language as part of the EFP sessions

with each other and the equine. Though this can take a while for the young people

to get used to and manage as it represents a different way of communicating

(Brand, 2004) it requireseach young person to explore areas such as empathy,

|l i stening and clarity of communicati on. P
ability to form better relationships is also supported Bradley and Hayes (2007) who

argue that any intervention that fast@xposure to protective factors, will impact

on a Yyoung -bpimgrIsiousefudat thie poiht to consider the role of

Soci al Cognitive Theory and how it can add

(2004) theory as the equine is continuouslyrg feedback to the young person.

9.3.3 Selfmanagement: Learning to manage emotions and behaviouars
order to achieve a desirggbal
Unlike selfawarenesst he f i rst of CASELGO6s soci al and
which includes the ability teecogniseemotiors, self management describes how
the young people learn tnanageheir emotionsand behaviour in order to achieve
a particular goal.This is the third of the social and emotional competencies of
CASELOGs f rTaenyeungpedple in the presestudywere faced with a

series of activities and exercises over the eight week EAPepending orthe
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behaviourof the young personor the group, the equine/sreactedand responded

di fferently, all owing for discussions on
affecting them.Henryetal( 2015) and Ger hkeds (2011,; 20
considerationswvhich illustrate how human behaviour can impact on equines

Through the facilitated process of the EFP and the equines immbdraegioural

changesthe young peoplewerethen ableto self-directin orderto changetheir

behaviourand complete the task, lending particular support to Social Cognitive

Theory. Theyoung peoplerovidedvariousdescriptionsof how they hadto self

regulateduring the EFPsessions in order to achieve a particular goal, a aisw

supported by theeachers.

Changes 1 n t he-mamagementwere regortee s/ the yound people
andteachers in the context of the EFP sessions but not in other sefiimg® are

a number ofpossibleexplanationsfor this. First, changingbehaviourusually
requiresacertainlevel of motivation. Whilst the young peoplewere motivated

to achievethe particular EFPrelatedactivities or tasks,they may not have had

the same motivation to changetheir behaviour, for example in the classroom.
Second, changes inthe youpge o p | e s 6indneAPsessioneeteresponded
tobyverynoticeablechangesgnthee qui nes 6 behavi our. As suc
received clear feedback on botheir individual and collective behavioural
changes.The relationship between immediate feedbackl effectivelearningis

notedby Hattie and Timperley (2007). It may be possiblethatayoungp e r s on s 6
behaviourathangesverenotrespondedo with the sameclarity andtiming within
theclassroonorfamily setting. Finally, theEFPprovidedapurposefullydesigned

environment to help the young people learn how terseliage other areasore
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effectively. Generalisingrewwaysof selfmanagemerdcrosdifferent settings

happengradually over time (Fitzpatrick & Knowltor009) For example, the

young people were able to identify how their behaviours were contributing to either

positive or negative changes within the EFP sessions. The young peaptettoeg

learn how to selfmanage in the EFP with little minimal input from the facilitator

and thereby encouraging the young personos
Pupil SeltDirected Interventions; sethanagement (Fitzpatrick & Knowlton,

2009).

Learning how to selmanage can be especially difficult for young people in a
classroonsettingastheymaynot havelearnttheseskills athomeandmayfind the
classroonsetting overwhelming and frustrating (Prior, 2001). Nonetheless, as with
emotional awarenesseltfmanagement skills can be learned overtime, ultimately
allowing a young persomo seltdirect and selinanage (Bandura, 1994Self
directed learning strategies haen shown to be effective for young people with
social and emotiondifficulties, involving the young person developing awareness
of their behaviour as it affects otheamd progressively, over time, learning to
replace their behaviour with salfrectedstrategiesThe youngp e r s reewly s
acquiredoehaviourakkill setcanthenbegeneralisedh other settings such as home
and school. As such, there are two parts to learsel§directedstrategies.First,
developing an insight into the consequences or impact oytbeu ng per sonsao
behaviourand secondlearninghow to seltdirectin orderto achievea particular
objective with new learning, which can eventually be used across sgittargs

(Fitzpatrick & Knowlton,2009).
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9.3.4 Responsiblelecisionmaking: Making PositiveChoicesaboutPersonal

and SocialBehaviour
As discussedn Chapter8, therewere no significant findings in improvements
inthe young peoplesd ability to make posi
behaviour, representing CASELSs fourth social and emotional compe@nagter
8 highlighted the potential of a hierarchy of social and emotional competencies and
considers how setiwareness and social awareness may form the first of five
stages. Evidence of posi t i-awaeneshhamthges i r
social avarenesdut not in the remaining three competencies may support this

possibility.

Whenthe youngpeoplewerereportedto havemadepositive choicesabouttheir

personal andsocial behaviourit was generally related to the EFP. In other
words,theyoungper sons o6 deci sions were motivat ec
EFP session®r programme.For example, a young person making a decision to

organise himself botht home and in school in order to be ready for going to the

EFP, or making decisions tdo things differently during an EFP session in order

to complete the taskThat said,there were significant improvements in the young

peopl esd pr osoci dhkeyosngpebplesversnakirgemnelevelg t h a
of decision to behave differently towardthers.It is possible that generalising the

learning from making decisions in the sessions may be similar tmaelhigement

and it may take longer to see evidence of thigzpatrick and Knowlton (2009)

discussion on selfirected strategies illustrates the staged approach to how to

support social and emotional changes over timehis regardlongitudinal studies

will be helpful for further research.
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9.3.5 Social awarenessfoung Per sonsO6 Abanl ity to Demo

Understanding and Empathy foDthers

The fifth and final ofCASELSs social and emotional competency refers to the young

peoplesd ability to demonstrateThan wunder st

findings of the curent study appear to reflect other studies in this aféarewas
someindicationin the lower level findings that the young peopledevelopeda

greater awareness and demonstration of empathic behaviours towards the equines
as part ofthe EFP sessions, a finding supported by Burgon (20It¢ teachers
reportedsignificantincreasesn the youngp e o pproscgiélbehaviour(notably
amongsthosen theclinical range). Empathy is a characteristic considered essential
for thedevelopment ofvorking and personalrelationships(Lexman & Reeves,

2009) and plays a key part in SEL programmegCain & Carnellor, 2008).

Young peoplewith externalisingbehaviours typically present with n@mpathic
behaviours (Ghafoori & Tracz, 2004Jhe relationshigbetweenimproved social

and emotionalcompetenciesind an increasein empathy and prosocial behaviour
(Eisenberg; 2010; Roots of Empathy, 2009) isaeea that has been the focus of a
number of EFP studies and was an expected outcontaiftudy. Though
increased empathy amongst young people has been reported aisArsld (e.g.

Lange et al., 2006), there have been mixed findings in the area o{&gPBowers

& McDonald, 2001; Ewing et al., 2007 despite studiesemploying measures
designed to assess changes in empathic behaviour. Qualitatively, some studies
reportan i ncrease in the young persons?®o
though this appearsto be in the context of an EFP sessionand not a

generalisatioracrossothersettings.
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9.3.6 Descriptions and Experiences of tie-P
Overall, young people, parents and teachers desctine EFP as a positive
experiencevi t h parents and teachers referring
when theyeturned teschoolandhome. Teacherslsoreferredto howenergised
theyoungpeoplewereafterthe EFP sessionsTherewas a significantdifference
for the Time effectin theyoungp € 0 pRiees$H@ r r i s Chi-Codce@no6s Sel
ScaleHAP subscale in the TwiVay ANOVAs for time and casenessTat The
young peopl es o, parentsd and &addigocaher 6 f i
insights into the EFP and the value of the programme to young people fess a
Opr ogr apempettivetddwever, two main themes emergedfrom this
section.Firstly, theenjoymenbf beingwith theequinesandin particulargrooming
wasreported as being an especially valued feature of the EFP and deaonitg

about theequines.

Chapter3 referredto varioustheorieswhich may explainthe value of grooming

asan EFP activity.For example, physiologal changes that have been repotted
occurwhilst people groom their pets have been shown to produce a release of stress
(Cardoso etal., 2013; Odenaal& Meintjes, 2003) and may be a particularly

helpful activity for young peoplewith anxiety or emotional difficulties. The
numberof youngp e o p (h=e1s76) , f(a2l)amdt & @ c =2b)seports

in the clinical range of the Strengths and Difficulties Questionnaire
Hyperactivity suggest that the young people experienced high levels of anxiety.
The youngp e o p Phgsigad Appearance and Attributes and Freedom from
Anxiety subscale reports show a significant decrease in anxiety levels, indicating

thatthe young people experiencenher levels of anxiety after the EFP at The
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value of grooming as explained by Attachment Theory was also discussed.

Although Crawfordand colleagues (2006) argue that true emotional bonding can

only occur when gerson experiences the opportunitygto oom oneds pet, it
however emphasise the valokgrooming as an activitylt would appear that the

impact of grooming may be one tlie mediatingfeaturesof the EFP, though

further researchwill contributeto developinga deeper and mokmmprehensive

understanding of itgalue. Groomingas an activity which requiresthe young

persorto selfregulatein orderthatthe equine will stand sufficiently still to allow

himself to be groomed.Self-regulation wasa keythemediscussedy both the

young people and teachers. It is possiblethat the successthe young person

experienced in influencing the equine to remain still in additiothéogrooming

coul d be supported Youh at Risk T Yrogramme per sons o
Evaluation Tool Total which reporteda significant increase between dnd T

and theYouth at Risk i Programme Evaluation Tool Social Objective which

reported asignificant increasebetweenT: and T2. The Youth at Risk 1

Programme Evaluation Tool Social Objective measureslocus of control,

problemsolving and sefc onf i dence. The i mmediacy of t h
would also appear to be mediating feature of the EFRP.may be that the large

body movements of thequines provided very clear communications to the young
peopleallowing the young peopléo and receive continuodsedback and self

regulate.

Turning then to the second area of learning about equines, the young people, parents
and teachers all described the EFP as a programme which addressed equine

communication, ehaviour, welfare and management and consequently raises two
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issues.First, thissuggests that there may be a need to consider the development of
more accuratand realistic descriptions of EFPs for the young people, parents and
teachers.As the SPHEprogramme is delivered in all primary and ppsmary
schools, irrespective ofthe inclusionin the DEIS School Support Plan,
consideratiorcould be givento describingan EFP as an extension or practical
application of the SPHEIn this way, the youngeople, parentandteacheranay

be able to conceiveit in more practical terms.It may also provide a more
groundedcontextfor the delivery of the EFP for the EFP facilitators.Secondit

raises the question of whether the EFP should includedacational component

in addition to the experiential aspect of an EFP. Chapter 3 preserdede of

EFPs and highlighted the differencesin the programmesin terms of their
duration, timeframe, content and expected outcomes. A number of EFPs include
an educationaklement which address how equines communicate and behave with
each otherDue to the wide variations that exist within EFPs, it is difficult to assess
the degree to whichan educational component may contribute to a more
meaningful andeneficial experience fothe youngpeople. Theyoungp e o p |l e s 0,
p ar eandt & a c frepontssrénglysuggest this is a feature of the EFP that was
highly valued by the young peopléelhat said, itis unlikely that this could be

considered as a mediatifeture.

9.3.7 Reconmerdations for Improvements to thEFP
The main theme emerging from the recommendations from two of the teachers was
the needor the youngpersonto be ableto processthe experience®f the EFP
sessionsvhich could help with the transferf the learning from the EFP context

into school andhome life. These recommendations are discussed in detail in in
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reviewing the implicationgor practice.

9.4. Unexpectedfindings

The rationalefor selectinga mixed methodsfor the currentstudywas discussed

in Chapter 5. Adopting a mixed methods approach is increasingly being used in

the fields of social and behaviouralsciences(Farquhar,Ewing & Booth, 2011;

Woolley, 2009) allowing insights which cannot be gathered from independent

guantitativeor qu al i t ati ve st u,200&sAs paddfGanixédai n ,

methods approach, thgualitative analysis can allow for findings to emerge which
were not grounded in th&tudyobjectives. There were four unexpected findings

which emerged from thewsly which will now bediscussed.

The first unexpectedinding relatesto the potential of EFPsfor young people
with extremelevelsof socialandemotionaldifficulties, or thosediagnosedn the
0 c | i range & $odial and emotional difficultie$he number of young people
reported to bén the clinical range was not originally anticipatddowever, given
the numberofy o u n g pmEaemsanels é a ¢ heports®fdyoung peoplein
the clinical range, it wasdecided to conducexploratory Two-Way repeated
measure ANOVAs for time and casenessrder to explore this furthelthough
this has not been the focus of EFP studies cawigdo-date, some studieshave
notedthat young peoplewith greaterlevels of social and emotionabifficulties
may benefit more than young peoplewith lesssocial and emotional difficulties
(e.g. Holmes et al., 2012; Pendryet al., 2014). That said, thecurrent study
findings suggestthat the young peoplein the 6 ¢ | i rangeapped@edo have

benefitedmor e t han t hose i n t heHoweverrneiber 6
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studies noany studies conducted dateto the authors knowledge have examined

the impact of EFPs on young people with normal/borderline social and emotional
difficulties as compaukto young people with acute levels of social and emotional
difficulties, and as such Holmes et(@012)and Pendry et al., (2014) studies could

inform future studies in thisareaYoung peopl e i nintthee &6cl i n
education system are at gter risk of early school leaving (Quiroga, Jantyons

& Morin, 2012) with the subsequent consequences of early school leaving
describedn Chapter 1. In this regard, EFP, as an intervention aimed at promoting
socialand emotionalvell-being, may have particularpotentialfor young people

inthecl i ni cal 6 ridtenvgndonas a targeted

A secondsurprisingfinding is the absence of statistical significance relating to
changes over time between males and females participating in the EFP. A review
of the literature suggests that males are more likely to present with social and
emotional difficulties than females (Cooper et al., 2009; Lober et al., 2000) and it
was therefore expected that this would be replicated in the current study findings.
Sixty two males and twenty six females were referred to the EFP in the present
study. One possible explanation for the absence of significant differences between
males and females might be that all the young people referred to the EFP were
already presenting witlsocial and emotional difficulties such that a targeted
intervention was deemed necessaAs such, the differences between the social
and emotional difficulties between maleslgemales were less than mididve

been detected in a random selection of young people within the DEIS schools who
had not been identified as having social and emotional difficulties. As discussed in

Chapter 2, whilst the majority of nine year olds have been reported as developing
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without any social and emotional difficulties, between 15 per cent and 20 per cent
of children, present with significant levels of social and emotional difficuliés.

finding also draws attention to the needs of females who according to the research
are more kely to present with internalising behaviours and who potentially can go
unnoticed as compared to boys whose externalising behaviours require and receive

more immediate attention.

A third unexpected finding which emerged from the qualitative data asalkytsss

to how the young people, the parents and teachers described th&His-Rnding
emerged from one of the study objectives wh
experiences of the EFP as reported by the young people, parents and teachers.
Including part of their responses in this section which is reviewing unexpected
findings is based on the significance that this has for future EHRsEFP, as an
intervention, is an experiential process which engages the young people in EFP
sessions, focusghon a number of areas including salfareness, setegulation,
problem solving, teamwork and verbal and +venbal communicationThe young

people, the parents and teachers described the EFP in terms of equine ethology,
how equines behave and commutecaith each other, including the significance

of their behaviour and the general care and management requirements for equines.

This was an unexpected finding for two different reasons.

First, though the young people may have lacked the necessary \aygatmil
articulate or descrian intervention which focused on a range of social and
emotional areas, thgarents and teachers were aware of the purpose of the young

person attending the EFP. Second, it is possible that the young people acquired
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knowledge and understanding of equines, in addition to the EFP itself, may have
contributed to some of the reported changBse young people, by virtue of their
social and emotional difficulties may have been benefitting less from education
than their peersn this case, learning about equines equipped them with a new body
of knowledge that their peers may not have had, which may also have contributed
to their increased setfonfidence. This has implications for the egoing
development of the EFP and merasreview of introducing an educational
component into the programm@&he current range of EFPs reviewed illustrate the
wide variation of EFP content, with some EFPs including an educational and
experientia programme (e.g. Pendry et aR014) and othersonfining the
programme to an experiential approach only (Schultz et al., 200ih so little
known about the mediating features of EFPs, future studies could examine the
impact of both or more approacherhis finding highlights the value of includin
young people in the study in Iine with V

involvement in assessing the impact of interventions designed for them.

The fourth and final unexpected finding relates to the theme of resilience which
emerged from the yogh peopl esd interviews and to
t e ac her s 6Thisthemewas/notmeasured quantitativelylt may not be

possible to prevent adversity and stress in life, particularly in the years during which
young people are growing up aae expected to assume increasingly greater levels

of responsibility. However, it may be possible to equip young people with skills

that can assist them to think and behave in a more resilient way when confronted
with problems.Bradley and Hayes (2007)gue that any intervention that enables

a young person to deal more effectively with stressful events will impact positively
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on their weltbeing.

9.5. Unique Contribution of the Study
Chapter 4 discussed the small number of studies that have been conducted to
examine the impact of EFP on young people affected educational inequality. That
this is the first Irish large scale mixed methods study whadbeen conducted to
explore the relationship between EFPs and social and emotionabeirgyj of
young peoplaffected by educational inequalitynot therefore a significant factor.
Of more significance however, is thatgtalso one of largest International studies
that has used a mixed methods apprdaaxamine the impact of an EFP as many
studieshave teded tobequalitativeor quantitative(Selby, 2009; Selby & Smith
Osborne, 2013).To the authas knowledge, there are no previous studies which
have incorporated Onwuegbuzie and Teddlie (2003) 7 stage conceptualization of
the mixed methods data analysi€xamining the benefit of EFPs on the social and

emotional welbeing of young people affected by educational inequality

In addition, his is one of the few studies that involved multiple informants

including the young people, their parents and teechThe use of three groups of
participants in assessing young meopl esd el
important (APA, 2000), as different informants can vary with regard to their

perception and relationship to various aspects of a youngrpsrsb b e Wlaevi our .

present study findings not only confirmed this, but also underscorda/grgence,

convergence and discrepanaéghe participan@@reports thereby contributing to

the richness and depth of the findingSonsidering that the research on EFPs is

still growing and that this study was the first large Ingked methodstudy which
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explored the impact of an EFP on the social and emotionalbely of young
people affected by educational inequality, it isportant to continue to gather
multiple informantsd opinions and exper.i

understanding dEFPs.

However, future studies focusing on the impact of EFPs amongst people affected

by educational inequality may need toaexne howbestto support parents

participation in the data collection process in order to increase parental Fgut.

exampl e, CIl ar ke 6 show tRelatk®iparsntalingut resuleegpim r t e d
the parental data being removed from the studBa ent s response r a
current study, though lowest of the participant groups nwathat low that parental

data needed to be removedHowever, the support needed for questionnaire
completion by parents was identified during the pilot stage otdneent study.

Whilst it is not clear how thisay havampacted on the responsae, it is possible

that it couldhave been a contributory factor.

There has been an increased interest in applying mixed methods to social and
behavioural sciences (Woolle2009) as it can provide insights that independent
qguantitative or gualitative studies are
Nicholl, 2002). Chapter 5 discussed the rationale for applying mixed methods.
Although the research into EFPspiomising, here is a need to develop a much

deeper understanding of its value and potentiar example, the inclusion of a

mixed methods study in Pendry and colleagues (2013, 2014) studies, which
represent the first randomised controlled trials, may have comdboideveloping

a deeper understanding of the study findiagswvell as reporting on the positive
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changesBr aun and Clarked6é (2006) discussion on
was reviewed in Chapter 5, and again in Chapter 7 in the context of ticgppat

intervi ews. Whil st the young peoplesd inte
concrete and not very reflective, the potential for developing a better understanding

of the EFPs through latetitemes has been highlighted.

A key stage ofmixed methods is the search for convergence, divergence and
discrepancy@ 06 Cat h ai2002) with the anclusipn of multiple informants

providing various examples of differences in perspectives from participants in the

current study. For example, gtealevels of divergence were noted between the

teachers; scores and those of the young people and their parents in reporting on the

young peopled soci al and emotional di fficu
higher levels of social and emotional diffities. There was further evidence of

divergence in the parents and teachers scores on examining the impact of the EFP

and a discrepancy reported in the young p
Strengths and Difficulties. Further examples of differemspectives are reported

also in the qualitative data. The absence of convergence is not unusual and though

it can present with certain challenges has been shown to contribute unique

information on experiences of an intervention. Applying thematic asalys

identified themes and pattern®Vertz, 2005)thus contributing to a better

understanding of impact of tieF P on t he \sacialramg erpotiomg | e s 6
well-being. Morgan (2007) proposes that pragmatism uses transferability to

examine if the knowledggained can be transferred to another setting, allowing an

exploration of the connection between the theory anddtee Whilst the findings

suggest that the young people transferred some of the learning gained from the EFP
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into school and family settisgthe findings also suggest that more time and perhaps
a review of the debriefing session of the EFP cstriehgthen the transferability of

new learnindindings. This recommendation is discussed later in this section.

A furtherimportantelemenbf this studyis its uniquefocuson exploringhow EFPs
may impact on the social and emotional wWading of young people affected by
educational inequality. Studiesto-date have examinedthe impact of EFPson
specific social and emotionaaéreaqe.g.Burgon,2011;Hauge& Kvalem;2013;
Pendryetal.,2014). As the relationship between social and emotional weihg
and a Yy o u acgdeniepermnansasidattainmenbecomesncreasingly
recognisedLuiselli, Putnam Handler& Feinberg,2005; Zins et al., 2004), the
current study and study findings contribute to the growing discourseand
examinatiorof interventiondocusingon enhancinghesocial and emotional well
being of young people affected by educational inequalityhe need for
implementatiorand evaluation of targeted interventions for young peoplehigth
levels ofsocial and emotional difficulties is well documented (Durlak et al., 2011;

NICE, 2013;Weare,2015) and was discussed in detail in Chapters 2Zland

The youngpeopleat the centreof the presentstudywerereferredasaresultof a

rangeof social and emotional difficultiesAlthough nineteen young people were
reported to bent he O6cl inicald range by parents
fourteen of the youngeopleselfreportedas beingin the 6 ¢ | i nmange.aA 0

small numberof studiesindicatethat youngoeopleexperiencingyreatedevelsof

social and emotional difficulties may benefit more than thoe with lesser

difficulties. Althoughrequiring furtheresearchstudyfindings suggest that EFPs
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may have particular significance and potential for ¢inaip of young people. This

finding is worthy of furtheexamination.

Much of the researchon EFPshasbeenbasedon small samplesizesmaking it
difficult to drawgeneralisationscrosspopulationsandaffectingexternalvalidity
(Anestis et al., 2014; Selby, 2009; Selby & Smi@®sborne, 2013).Despite the
significance ofstudy findings, the provision of EFPs in one location only has been
identified as beig a study limitation. For example, whilst Frederick, Hatz and
Lanning (2015) reportedignificant findings in a five week EFP, participants
attendedhe sameschool,resultingin difficulty in generalising across populations.
The current study includeeighty eight youngeople from over eight schools in
two distinct sub-urbangeographical areas with all schogbarticipatingin the

DEIS School SupportProgramme.As outlined in Chapter4, primary schools
participating in the DEIS Programme qualify tre basis of the percentagd
unemployment, local authority accommodation, lone parenthood, memb#rs of
travellingcommunity,familieswith morethan5 childrenandthosepupilseligible

for free books. Qualifying factors for secondary schools incinddical cards for
JuniorCertificates pupils, Junior Certificate retention and exam rates, and Leaving
Certificate retention rates.Schools qualifying for the DEIS School Support
Programme suggesta certainhomogeneityamongstthe young people which
increasedurther whentheir social and emotional difficulties qualify them for
referral to the EFPHowever, it is not possible to assess if the impact of an EFP
amongst young people affected by educational inequality in a rural area may have
produced the same findings and in this regard it may be difficult the generalise

findings across all DEIS primamgnd post primary school3hough larger scale
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studies are necessary to be able to generalise findinigeth suburban and rural
areasthe preliminaryfindings of this study are promising as one intervention that
could be considered for this groupyafung peoplaffectedoy educationainequity

presentingvith socialandemotional difficulties.

9.6. Critique of Methodology and Methods
In advance of drawing conclusions based on the findings of the current study, the

mainlimitations to the present stuayhich will now bediscussed.

9.6.1 ResearchSample
An exhaustive sampling approach was used in the current séuthtal of eighty
eight young people, their parents and teachers were invited to participate in the
present study which representedthe largest studies conductedto date both
nationally andone of the largeshternationally. The retentionrate varied both
betweenparticipant groupand at eachtime point. Theyoungp e o prespase
rate was highest,the p a r eraspans@rate wassecond highedollowed by the
teachers.The high response amongst the young people is not surprising however,
as the interviews were done in advance of and after the EFP and then conducted at
t he young p.e Atptlorevgad lonercamaongst parentisan teaches:
The findings as representtderefore from the parents and teachers repants to
be taken as perhaps less credible as they were more likely to drop out or fail to

consent

The original study design predicted qualitative data collection from twenty
participants from each grougEight young people, six parents and nine teachers
participated in the interviews, resulting2d participants in totallt is difficult to
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speculate how this may have affected findings. Taking into consideration that

the number of interviews was less than loélhe projected number, it is unclear if
theindividual and global themes would halseen replicated arot. That said, the
insights gained from the participamterviews have antributed toa better
undersanding of the potential of EFPs and will be of value for future research, in
particular to trying to explore and identify latent themes as well as semantic themes

and thereby develop a better understanding of the potent&®iRd.

As mentioned in Section 9.5 abotee young people are a particular snapshot of a
particular type of young persand could therefore be considersda specific
limitation asit is difficult to assess how the findings might generalise as widely to
young people who are similar to those living in an the inner city or in a rural area.
However to be able to successfully secure a large sample of young people with low
levels of attritiongivesconfidence that the young people who finished the study
arerepresentative of those that started the stublyat said what is notknownis

how the young people at the start of the study are representative of other pupils in
DEIS primary and post primary school§&enerailsing findings across all DEIS

primary andpost primary schools will require further research.

9.6.2 Impact of Extraneous Variables
Thefindings of this studysuggesthat participationin an EFP may be associated
with positive changesn the social and emotional wdlkeing of young people
affected by educational inequality.However, there are a number of extraneous

factors that malgave contributed to the study findings which will nondiseussed.
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The environment in which EFPs takes place has been identified as playing an
important rolejin particularfor youngpeoplewith limited accesdo nature(e.qg.,

Flate & Berge,2010; cited in Hauge et al., 2014As all of the young people
referred to the EFRttend DEIS schools, there is a strong probability that the young
people reside in areas tdw socioeconomicstatusand high residentialdensity,

with lessaccesdgo natureor green environments (Satterthwaite, McGranaham &
Tacoli, 2010) than their peers radtected by socioeconomic disadvantage. Mallar
and colleagues (2006) for example, argjugt contactwith naturebasedactivities

Is especiallybeneficial for peopleremovedfrom nature based environments and
experiences, whilst Ulrich (1993) draws attention ttee relationship between
nature and stress reductio’s the majority of EFPs arecatedin greenareas
(thoughacreagemayvary), this elementof EFPsmayto affectt he young per so
emotional frame of mind and consequently their reporting of the impalbe&FP

on their social and emotional wdleing as amtervention, thoughurther research

into this aspect of EFPs will be helpfulowever, rathethan this feature of EFPs

be viewed as an extraneous variable, consideration speut@pse given to how

this enhances the researchers understanding of EFPs antptin&nce of the
intervention in the context of a nature based settingot only would the
aforementionedincrease the understandingof Biophillia Hypothesisin the
context of EFPs,but it could also assistresearcherdo be able to isolate the

environmet as an importanvariable.

A second extraneous variable relating to the study findings and the poergp | e s 6
participationin the EFP meantdimeout 6 f r schmolof betweentwo andthree

hours each weekAs referral to the EFP is a result of the young people presenting
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with social and emotional difficulties it is likely that their behaviour was
interfering with their learningandtheir relationshipswith others,aswasreported
byt e a c Btemgthdandifficulties Questionnairdmpact Score.For example,
young people with externalising behaviours not only interf@tle other pupils but
require more attention than other pupils, representing a strong facpspil
teacter conflict (Drugli, Klokner &Larson, 2011). It is probable that the young
peoplein this studywerechallengedy the educationakystem. Time awayfrom
the classroomand schoolin an environmentdesignedto accommodateyoung
peoplewith social and emotional difficulties may therefdrave influenced their

responses.

A further factor may be related to the size of the group, or the number of young
people thaparticipatedn eachEFP sessionwhich averagedhreeyoungpeople

per session. Thenajority of DEIS classe$avelessthan20 youngpeoplein junior
schoolsandtwenty four young peoplein senior schools (Weir & McAvinue,
2012). Beingin agroupof between two or four young people with two facilitators
potentially provided a staffupil ratioof betweenl:2or 1:4. Wheretheequine
specialiswvasinvolved,thisratioincreased to between 1:1 or 1Phe value of the
small group was reported by five out of thight young people, as they referred to
and described this as a positive feature of the BRF$unclear how this higher

level of attentionand supportmay have affectedthey o u n g pemdignadle s 6
stateof mind andtheir responseso the quantitativedatacollectionat T1 and .
However, the qualitative data provides a greater insight into the vathe BFP

to young people for reasons other than the value of the small grouf beagung

people described a variety of EFP session activities and different emarahal
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behaviouralchangeswvhich they experiencedver time, suggestinghat the EFP

as an irtervention may be associated with positive changes rather than the group
size in anabf itself. Furthermore, of the five social and emotional areas examined
significant changesvere reportedin two, againindicating that whilst the group

size might have had some influence it may not have been a significant factor.
Nonetheless, this element of BffPis worthy of further research as it will help to

isolate elements of the EFP ttaak associated with positieeitcomes.

A further factor which mayhave impacted on the programme outcasthat of

staff skills. To counter this a number of actions were put in place. Both staff were
recruited to the programme based on the job specifications for the role of EFP
facilitator and EFP equine specialidh addition, initial training was provided to
both staff in advance of the programme start date. The EFP facilitator was an
occupational therapist with extensive experience of working with young people
with disabilities and those from disadvantaged bemlkigds The equine specialist
had an educational background in working with young people from disadvantaged
backgrounds and extensive expaie of working with equinedn addition, each
programme followed a series of session plans and objectivesrgnawansistency

of session deliveryas outlined in Section 4.4.JEach session was followed by a
debriefing which used pre-setdebriefing format (SeAppendixB). Of particular
relevance of this process is the section which refers to anything tlyahame
happened during an EFP session that could have poteatiakiyed one of the staff

with this debriefing providing a forum to discuss such situationgeybenefit to

the programme is thélhe same two staff were involved in the delivery of tR€E

during the lifetime of the thesis.
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9.6.3 Absence of &ontrol Group
The inclusion of a control group is generally considered a critical part of most
research designd®ehue,2005; Godby, 2008). A small numberof EFP studies
haveincludeda control group apart ofthe studies conducted todatdowever, as
discused in Chapter 5, the inclusioha control group was not considefedsible
as there was no assurantat those on a waitlistwould beableto participaten
theEFPasaresultof thereferralof a youngperson with greater needs (Happner,

Wampold and Owen, 2015

Chapter 5 also presentdtk factors that can be applied to a study where there is no
control group(FitzpatrickLewis et al., 2009). As there was no control group
involved, it is ot possible to generaligbe findingsof the study, notwithstanding

the contribution to the study discussedin the previous sectionln addition, in
drawing on the literature reviem Chapter 5on mixed methods, the Medical
Research Council recommends a phased approach to evaluating complex
interventions before conducting randomised control trielghis contextthe aim

of the research was not to make generalisations but rather to firsihexatmt is

a relatively new intervention in an Irish context and sectm@xaminean EFP

amongst a population not generally reflected in the literature.

9.6.4 Acquiescencdias
Chapter5 presentedand discussedhe different stepsthat weretakenin orderto
avoid potential bias during both the planning and the data collection stages of the
study. For example, the appointment of an independent research assistant ensured

that there waso conflict of interestas the researchepof the currentstudy was
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also the Chief Executive Officer(CEO) of the organisationwhich providesthe

EFP.In addition,the research supervisors closely supervised the thematic analysis

of the data by theresearcher, ensuring any conflict of interest was managed.

Despite this howeveit was nopossible to control the respondents as a potential

source of bias, where such bias wiaentional or unintentional.For example,

whilst the independence of the research assistaséxplainedto the participants,

it is possiblethat the young people,their parentsandteacherggavethe answers

they thoughtshewantedto hearor, thatgivingthe6r i ght 6 answer s wou
they could continue on the EFFurthermore, somef theinterviewees may have

found the interview questiorhfficult which could havaffected either the brevity

or content of their answerd-or example, Ewing and colleaguy@907) reported

that study findings may have beeta infl ue
fully comprehend questionnaires and asl@f concentration, for example in the

caseof young people witiADHD.

9.6.5 Conclusion
Despite the study limitations, the mixed methods used in the current study to
addresghe study aim and objectives ikay strength of the studyin particular,
Onwuegbuzie and Teddbe2003) 7 stage conceptualisatwas used to integrate
the quantitative and qualitative dait&to one coherent seproviding a better
understanding of how EFPs can promote enhanced social and emotiodzdingll
ratherthan usig either a quantitative or qualitative approaconsequentlythe

researcherds choices of research approac

Theinvolvementof theyoungpeople, parentandteacherss alsoconsideredo be
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a strengthof the study, and irpartiaular how changes to the main study supported

parental input to the studyThe divergence, convergence and discrepancies of
participantsod reports wer e beighlightedci al I n a
the differentperspectives reported by eaphrticipantgroup thereby helping to
understand how the young peoplesd social an
young people and those around them. Second, and in relation to the data integration
processthe converging views of each participanbgy were integrated into one

coherent set. This is seen as adding strength to the findihgsl, it is in keeping

with theunderlying philosophy embedded within t8ehool Support Programme

of engaging parents in the education of son or dauglités also inkeeping with

best practicesf involving young people not only in research (Balen et al., 2006)

but alsatheir involvement in contributing to interventions designed to improve their

social and emotional wellbeing€Auley, 2010; as cited in Smyth2015).

Furthermorethe sample size and participant retention rate is a positive element of

the study.

Whilst further studies will help to be able to generalise the findings across inner
city and rural areas, the findings of the current study styswgigest that they may

be able to be generalised across similar DEIS primary and post primary schools
The limited young p e o p fualitative date was a challengefor the study.
However,the overall integrationof the dataprovidedsignificantfindings into the
benefit oftheEFPonthesocialandemotionalwell-beingfor youngpeopleaffected

by education inequality.
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9.7. Implications for Practice and Policy
The findings of the current study have implications for those working with young
people withsocial and emotional difficulties affected by educational inequality, in
additionto educatiorpolicy makerswith responsibilityfor the SchoolCompletion
Programmeas part of the DEIS School Support Programnighe findings also
have implicationdor providers of EFPs and those interested in conducting research
into its effectivenessTheimplications for practice and policy are discussed in the

following sections.

9.7.1 Implications for Practice
The findings of this study have implications for EFPs designepromote social
and emotional welbeing for this particular group of young people. A number of
recommendations emerged from the study which could be considered for the future
development of EFP<The first area relates to the number of EFP sessmahb@w
this may i mpact on the younrbgingpMamypfl es d s o
the EFP studies reviewed are reported to be take place between five to twelve weeks
(Selby & SmithkOs bor ne, 2013), with the current s
weeks. Some of theyoung people and teachers suggested longer sessions or a
longer timeframe for the EFPAs this suggestion was made on the basis of the
young personsd6 soci al and emotional di f f

needs of the young pm®n into consideration.

The second recommendation refers to more time and emphasis on the debriefing
process which could address specific are

could apply improvements in one or more of the five social and emotional
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competencies. EFP session learning could help to generaliskreeted learning
which has been learnt and practiced in EFP sessf@akeman (1995) emphasises
that emotional awareness, for example, can be learned whilst Fitzpatrick and
Knowlton (2009)discuss how young people can transfer-detcted strategies to

new settings.Such an approach may be helpful for transferring new skills from an
EFP session to home or school life. For example, an EFP session might address
teamwork, with the young pson developing an insight into the need to listen to
the views and opinions of other team members. Debriefing might then discuss how
the young person could identify situations in whighcould apply new learning
either at home or in schoolThe youngpeople described very clearly how self
regulation resulted in more positive outcomes during the EFP sessions. Debriefing
could support the young people to consider ways of applying improvements in this

area, for example, to school or home situations.

Thethird recommendation focuses on the content andiiame for the EFP. The
young people demonstrated considerable enthusiasm in learning about equine
welfare and management and how they behave and interact with each other. This
was also relayed to and mped by their parents and teachefe role that this

may have played in the findings is uncle&uture EFPs could review this aspect,
especially in light of the rationale of including young people in research (Clay,
Surgenor & Frampton, 2008), wha this study, reported positively on the new

knowledge of equines.

There are substantial variations between EFP content with no research to the

authors knowledge of studies undertaken to examine how such variations may
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impact on study findings.A review of EFPs illustrate the broad range of areas
addressed including psychosocial functioning (Schultz, 2005) hope and depression
(Frederick, Hatz & Lanning, 2015) and social competence (Pendry et al., 2013;
Pendry et al., 2014)With social and emotional Webeing identified as playing

such a critical and essential role in the wixding of young people and its link to
educational success (Weare, 2015), there is potential for EFPs to be standardised
so that research can be carried out in order to understt@ndspects of the
intervention that might contribute to changes in social and emotionabeialy. It

may be a case that certain social and emotional competencies are acquired, or
indeed, necessary before others which might lend support to a phasddatibn

of competency areas into the EFPThat the current study findings report
significance in two of the five social and emotional competencies ehselfeness

andrelational skills supports consideration of a phased approach to EFPs.

9.7.2 Implications for Policy
DEIS is the national programme aimed at promoting educational equality. The
School Completion Programme, as part of this mdithensional approach,
supports young people with social and emotional difficulties affected by
educational inequalitgand considered to be at risk of poor engagement with the
educational system and/or early school leavindo-d at e, t o t he
knowledge, there have been no evaluations of the DEIS Support Programmes
specifically in relation to its impactonayourgp sondés soci al- and
being, with this study representing the first evaluation of an intervention aimed at
promoting the social and emotional wb#ing of young people attending DEIS

primary and post primary schoolsindings suggest that tiyeung people involved
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in the EFP may be associated with improved social and emotionabely

As the EFP is provided to young people attending DEIS primary angpogtry

schools, it is part of a bioecological approach to countering educatieqalality.

The range of additional supports for young people and their families was presented

in Chapter2. As such, the referral of the young people to the EFP is one part of the

DEIS School Support Programme as a rmadiltnensional and muHiaceted

apprach designed to reduce the scale of educational inequality.EFP as one
intervention aimed at reducing a young per
would therefore appear to play an important part of the overall bioecological

approach.

9.8. Recommerations for Future Research
This study has implications fofuture researchin how EFPsas one alternative
intervention, can potentially enhance the social and emotionabeely of young
people affected by educational inequalifys previously discussed, mixed methods
has not been a feature of EFP studi@se use of mixed methods in the current
study reflects the increase in combining qualitative and quantitative studies
(Farquhar, Ewing & Booth, 2011). It also highlighted howtreapproach yielded
di fferent but equally valuable findings (e.
In order to continue to understand the potential of EFPs, mixed methods studies
should be considered for future researttowever, the present studyghiighted
t he chall enges invol ved i n obtaining t he
Understanding the young personso6 experienc

understanding the mediating features of the EFP is an underdeveloped area.
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Adopting an interpreative phenomenological study design is ljki gain anuch
dee@ri nsi ght into the young peoplesd exper |

so against the theoretical framework discussed in Chapter 3.

As such, attention to using agepropriate qualitave data collection methods

should also be considered as part of future mixed methods stuktidgionally,

consideration could be given to qualitative data collection after each EFP session

to avoid difficulties that may be associated with the youmgpe® n 6 s memor y r e
at the end of a series of EFP sessioiffie use of video recording, including

reflective debriefing sessions with the young people would greatly assist the young

peopleto discuss their experiences based on both their experiencés beithg

able to observe and selfsess in reviewing video footage.

As discussed earlier in Chapter 1, the involvement of multiple informants in
assessing young peoplesdé6 emotional and
(Clay, Surgenor & Frampto2008) where the involvement of young people is not

only based on their right to be involved as an active participant, but can also
contribute to the quality of the interventions being provid&é&cent years have
witnessed a departure from traditional apprc hes wher e a young pe
may be interpreted just by adult&/hen involving young people as a multiple
informant, there is an acknowledgement that young people are still growing and

will likely have different opinions and views to adults witkgard to what is

important to them, and may disagree in their perception of lediaviour (Dirks,

De Los Reyes, Brigg&owan, Cella, & Wakschlag, 2012). Findirajshe current

study illustrate this and hi gthtelaicghhetr sthow
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reports varied with regard to their perception of and relationship to various aspects
of their social and emotional difficultiesStudies that include multiple informants

are reported to provide a better understanding of interventions that rddfrdost

to measure (Bellocco, 2011)his has particular significance for EFP studies given
the lack of understanding that currently exists. In addition, although the inclusion
of multiple informants is reported in some EFP studies (Selby, 2009; &elby
Smith-Osborne, 2013) most studies rely on one respond#ith such gaps in the

research, future studies should aim to include multiple informants.

While the current study reported on changes that may be associated with an EFP, it
represents one exangf a social and emotional learning interventi@omparing

EFPs with other social and emotional weding learning interventions will be
useful both in terms of cost efficiency and programme effectivert@ssexample,

the current School Support Pragime supports young people with social and
emotional difficulties. Future studies could consider an evaluation of the
effectiveness of aBFP with alterative progammes that are currently availed of.

Such studies could also include a cost benefit aisadgspart of the study design.

Study findings i ndi ca-avareriessartd aldility®®foymoung pe oy
positive relationships improvéddllowing participation in the EFPAnalyses of the

data integration did not report the same positivengba in the areas of social
awarenessselfmanagemenor responsible decision makingd focus of future

studies could examine the existence of a hierarchy of social and emotional well

being competencies. This would allow a greater emphasis to be directed to the first

foundation of the social and emotional competencies before moving to the
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subsequent competencies.

There is a further need to develop a deeper understanding with regard to identifying
which aspects of the EFP process may be associated with particular outcomes
Addressing this could be approached firstly by developing a niseda
programmed similar to that delivered byetlrganisation where the EFPs are
delivered. Examining the impact of the EFP, the environment, the degree to which
the reduced group size, may affect participant responses, the size of the equine are
all aspects of the EFP which should be exaed overtime in line with the Medical
Research Coundé recommendations for a phased approach to examining complex

interventions.

However, this represents a major challenge. For example, some EFPs include riding
andnonriding elements, others vary in their timeframe, while others take place in
more than one settinglhe degree of methodological diversity within EFPs makes
comparisons difficult to measurd?educing this diversity will help practitioners,
researcherand policy makers identify which elements of an EFP may be attributed
to certain outcomes, thereby making the referral process more transparent, effective

and most appropriately suited to particular needs.

Whilst the present study addressed the necggaators that can be applied in a
study where there is no control group (Fitzpatiligkwis et al., 2009), the impact
of EFPs will be enhanced by conducting randomised control triafslly, there

is a dearth of longitudinal studies resulting in liglddence on the duration effect

of EFPs despite the significant findings of some studi¢ish social and emotional
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well-being cited as a key precursor to educational engagement (Durlak et al., 2004),
measuring the longer term impact of EFPs designedroongte social and
emotional weHbeing should be considered in future reseatohan Irish context,

it should be as much an integral part of the DEIS evaluation programme as other
indicators currently used which include improvements in literacy leveltsos
attendance and numbers of young people remaining in school to complete the state
exams. For example, future studies cowdamine the effectiveness of EFPs for
young people transitioning from primary to post primary school particularly as this
transtion has been reported to be extremely challenging for young people with
social and emotional difficulties. Conducting longituali studies as part of this

could contribute to exploring the duration effect
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9.9. Conclusion
This study explored the impact of an EFP on the social and emotiongbeusd
of young people affected by educational inequalifindings suggest that the
young peoplesd participation in the EFP
and emotional wellbeing. The findings of the present study contribute to the
growing body of research that provides an insight into the impact of EFP on the
young peopl esd s o-being Thiséindidg isealsoostippooteddy we | |
a small number of EFP studi¢ispugh further studies are necessary to examine this

in more detail.

The use of mixed methods contributed to interpreting the study findings and
appears to be a particularly suitable approach for research in this area (Creswell &

Plano Clark, 2007), espedly in the context of the current gaps in the literature and

the absence of larger scale studidsh e young peopl esd accoun
particularly useful insights into their individual experiences, together with the

parents and teadls®bservations, help to further the understanding of how EFPs

can potentially benefit young people with social and emotional difficulties when
integrated with the quantitative data. The inclusion of multiple informants provided

rich and varied perspectis®f the experiences and impact of the EFP. Collecting

multiple perspectives will greatly help to develop a deeper understanding of EFPs.

Though the study of various theoretical frameworks has been studied to some
degree in AAls, less attention has beeren to their application in EFP3.hough
this area will benefit from further research, the present study suggests that Social

Cognitive Theory and Biophilia Hypothesis may have particular relevance for an
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EFP for young people with social and emotioniddiallties. Indeed, it is the
combination of both theories which may hold most promise rather than exploring

one theory independent of the other.

The prevalence of young people with social and emotional difficulties in Irish
society is the focus of caern for young people, their families, communities, policy
makers, educators and society in genefdle findings of the current study make

an important contribution to the understanding of the role of EFPs for young people
with social and emotional diffulties affected by educational inequalits such,

the findings of the current study play an important role in understanding EFPs as
one intervention, which may potentially support young people with social and

emotional difficulties to engage more pogty with their education.

|l just felt |Iike | could tell the horse wl
doesndét wa heahasthis way of tellinga t
| m more confident around horses and creat
more confidenin school and aroungeople

It was the best weeks of lifg
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APPENDIX B. EAL REFERRAL AND DEBRIEFING TEMPLATE

Date of Session: Time : Session No:

Participants: Staff:
Horses:

Reasons for referral

Session Objective for this week

Activities:
Equipment:

Issues Covered: (possibilities): Relate to reasons for referral.

Abandonment
Abuse
Aggression

Agitation
Altruism
Anger
Anxiety
Apprehension
Assertiveness
Atoning
Attachment
Avoidance
Balance
Betrayal
Bonding

Boundaries
Bribes
Commitment
Communication
Compliance
Concentration
Confidence
Confusion

Control
Cooperation
Danger
Decisionmaking
Depression
Detachment

Dignity
Disappointment
Displacement

Expression
Empathy
Enthusiasm
Envy

Energy
Failure
Fears
Focus
Honesty
Honour
Hope

Hygiene

Identity

Immaturity

Individual Differences
Inhibitions

Injury

Insight

Forgiveness

Friendship
Frustration

Goal Setting
Grief
Health

Integrity
Intention
Interference

Intuition
Jealousy
Joy
Justification

Leadership
Loss

Love

Lying
Maturity
Modelling
Nervousness
Nurturing
Pain
Patience
Planning
Power
Pressure
Pride
Punishment
Purpose
Perseverance
Rage
Rebellion
Relar7xation
Rejection
Relationships
Release

Remorse
Resentment
Resistance
Respect
Responsibility
Restraint
Rewards

Risk

Rituals

Rivalry

Roles

Sadness
Safety
Self-awareness

Selfdestructiveness
Self-esteem
Selfreliance
Separation
Strength
Stress
Sympathy
Tolerance
Trust

Team work
Understanding
Validation

Values
Violence
Worthiness

Presentation of group on arrival
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How did the activities respond to th
Describe whathappened during the sessions:

Use Language such as:

The participants demonstrated éeée
(Some examples: comprehension, sustained interest, attention, creativity, verbal support
camaraderie, established goals and outcomes, worked well together as agjrowpd
determination to complete their assigned tasks, with integrity and success, able to make
use of each group membersd strength and
appeared frustrated, lost interest, demonstrated difficulty @rtlotional control, expressed
his/her need for, explores his/her values).

Session Objectives this week

Comments on horse/s behaviour

Was the horses/s at liberty or have choices to disengage
Reactions to the activitigsreactions to the people
General level of contentment with the session

Session Objectives

Plan for next week
Wh at é

"""

Using the SPUDS acronym to record information

SHIFT

PATTERNS

Unique

Discrepancy

SELF-AWARENESS : Facilitator

SELF-AWARENESS : Horse advocate
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APPENDIX C EFP WAIVER FORM

CONFIDENTIALEquine Assisted Learning Programme

Waiver Form
First Name: Surname;
Address:
Phone: Mobile: Email:
poB: | -/ __/__ Age:

Throughout the term the EAL group may leave the grounds of THE ORGANISATION in A
organisations vehicle to feed our retired horses in Enniskerry. Do you give permission for yg
child to do this?

YES NO

Name & contact details of person in the event of emergency:

Name:

LandlineTelephone No.

Mobile TelephonéNumber:

| acknowledge THAT BEING AROUND HORSES HOLDS A POTENTIAL DANGER and that all K
react unpredictably on occasions. | understand working with ponies forms part of the Equine Fac
Education Programme. | confirm that to the best of my knowledge all the above details are corre(
PARENT OR GUARDIAN of an EFEP patrticipant under the age of 18 years must sign this form.

full responsibility for my child and confirm that the@ve details are correct.

DATA PROTECTION ACT: Statement: | understand that the information | have given will be he
accordance with the Data Protection Act, 1998 but may also be made available to Insurers and g
parties in the event of injury dncident.

Signature: Print Name:

Relationship to Rider: Date:

Photograph Permission Slip: Please indicate:

| give / | do not give permission to Festina Lente toplsgtographs taken during the course of
EFEP Sessions to promote Festina Lente.
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APPENDIX D EXPLORATORY TWO WAY ANOVAs GENDER AND CASENESS

Two-Way Repeated Measures ANOVA for Young People, Parentd Teachers for
Gender and Timeand Caseness andime

As statedatthestartof thecurrentchapter,Two-Wayrepeateaneasure&ANOVAS were
chosen to examine significant interactions between time and gender andrione
caseness. Chapters 2 and 3 discussed how males are reported to experienagsi higher
of sccial and emotional difficulties than females, placing them at further oSk
educational inequality than females. As such, the study also sought to explereeif

was a difference relating to time agender.

Although, as outlined in Chapter5, the young peoplereferredto the EFP had been
identified ashavingsocialandemotionaldifficulties, it waslikely thattherewould be
somevariation acrossthesedifficulties, dependingon their circumstancesChapter3
examinedstudieswhich suggestthat EFPs,as indicatedprogrammesmay be more

effective for young people with higher levels of social emotional difficulties.

Strengths and Difficulties Questionnaire TweWay Repeated Measures ANOVA

relating to Time and Gender for Young People, Parents andieachers

Tables 32 below presents the descriptive statistics for the Strengths and Difficulties
Questionnaire TD. Looking first to the higher order effect, there was no evidence of
significant interactions between gender and time as reported by the yeumgppd e s 6 ,
parentsd or teachersdé scores. Moving the
t hat t hat there was a significant di ffer

Difficulties scores, F (2, 48) ultes sBoredfs , p
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(2.46) 4.64, p = .015, but not in the young

Table 32 Strengths and Difficulties Questionnaifetal Mean Scores for Young People, their
ParentsandTeachers

Timeinterval T T T1 T2 T2 T Ts Ts T
Gender Male Fem Total Male Female Total Male Female Total
M( SD) MSD) M(SD) M(SD) M (SD) M (SD) M (SD) M (SD) M (SD)

SDQtotal  14.30 10.11 13.10 10.77 8.67  10.16 10.7  10.44  10.67
ScoreYP  (6.61) (9.04) (7.49) (5.73) (6.30) (5.87) (5.04) (4.03)  (4.70)

SDQtotal 1421 1286 13.85 1253 1253 11.81 11.47 9.85 11.03
Score (7.57) (9.28) (7.89) (7.28) (7.26) (7.18) (6.97) (8.25) (7.20)
SDQtotal 15.33 10.57 14.00 12.00 6.86 10.56 1594 9.42 14.12
Score (7.12) (4.19) (6.71) (6.92) (5.64) (6.89) (7.77) (4.68) (7.56)
Teachers
Scale Interaction Main effect Main effectgender Pattern oDifference
time

SDQtotal F=.761, dE F=1.29, dE F=1.93,df =,29
ScoreYP 2,58 2,58 p >0.05

p >0.05 p >0.05
SDQitotal F =.180, dE F =3.45,dE F =.380, df =1,24 T>T,
ScoreParents 2,48 2,48 p >0.05

p >0.05 p <0.05
SDQitotal F=.257, dE F=4.64,dE F=4.40df=1,23 T> T2
Score T<T,
Teachers 2,48 2,46 p =<0.05

*  Post hoc test:
p =>0.05 p = <0.05 significant af0.05

This reflects the result of the Oiéay ANOVA reported earlier. Posioc tests orhe
parentsd and teachersd6 TD scoreseadiérso repl. i
with parentsoé reports showanaTg whletmicdreirfsibc an't
reports highlighted an initial significant decrease, but a retufi tevels at B. Table
32alsoreportshefindingsfor themaineffectof Gendeffor thethreegroups.There isno
evidenceof a significant difference for males and femalesas reportedby Young
Peopld=(1.93)=1,59,p=.175andparentd-(3.80)=1,23,p =.543. Howevertherewas
a significant difference in teachers' repditd, 40) = 1, 23=.047. Examination athe
mean scores suggests that overall teachers reportedtblatese higher thafremales

on the TotaDifficulties.
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Table 32 aboveshowsthat there was no evidenceof significant interactionbetween

gender andime.

Strengths and Difficulties Questionnaire HYP Subscale for Young People, Parents

and Teachers

Similar to the previous findings, there was no significant difference for the Time effect

i n the yo

ung

per sonsao,

parentso

or -t each:

Way ANOVA reported earlier. In reviewing the main effect of Gender, Tébleelow

illustrates that there was no significant difference for Males or Females as reported by

the Young

Peopl eso,

Parentsdé or

Teacher s

Table 33 Strengths and Difficulties Questionnairetal mean scores for young people, tipgirents

andteachers
Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Gender Male Female Total Male Female Total Male Female Total

M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD)

SDQ 5.71 5.86 5.75 5.47 4.86 5.29 4.82 4.57 4.75
Hyperactivity (3.33) (3.97) (3.44) (3.67) (2.91) (3.42) (3.28) (3.55)  (3.28)
SubscalerP
SDQ 571 5.86 5.75 547 4.86 5.29 4.82 4.57 4.75
Hyperactivity (3.33) (3.97) (3.44) (3.67) (2.91) (3.42) (3.28) (3.55) (3.28)
Subscalds
SDQ 5.94 3.57 5.22 469 271 4.09 5.50 3.42 4.86
Hyperactivity (2.93) (1.81) (2.82) (2.93) (2.69) (2.95) (2.78) (2.82) (2.89)
Subscalds
Scale Interaction Main effecttime Main effectgender
SDQSubscal F=3.09, df 2,74 F=.019, df 22,74 F =.030, df =1,37
HYPYP p =>0.05 p= >0.05 p =>0.05
SDQSubscal F=1.00df 22,52 F=.077,df 22,52 F=2.93, df=1,26
HYPPs p =>0.05 p= >0.05 P=>0.05
SDQSubscal F =.058, dE2,42 F=1.63,df 22,42 F=4.15,df 2,21
HYPTs p =>0.05 p =>0.05 p=>0.05

Table 33 aboveshowsthat therewas no evidenceof significantinteractionbetween

Genderand Time for any of the groups.In reviewingthe Time effect in the young

per smwars ért tesabc scaastbedewasnosignificantdifferenceagainreflecting
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the result of the On@ay ANOVA reportedearlier. Strengths and Difficulties

Questionnaire CON subscales young people, parenteaciters

In reviewingthe main effectfor Gender,Table 34 showsthattherewasno significant
differencefor Malesor FemalessreportedoytheYoungP e o p P & s éonTtesabc her s 0

CON subscalscores.

Table 34 Strengths and Difficulties Questionna@®N Subscale for Young People, Parents and
Teachers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3

interval

Gender Male Fem Total Male Female Total Male Female Total
M M (SD) M(SD) M(SD) M (SD) M(SD) M(SD) M (SD) M (SD)
(Sb)

Conduct 2.93 2.50 2.79 2.52 1.92 2.33 2.48 2.16 2.38

Disorder (2.30) (1.83) (2.15) (2.29) (1.62) (2.10) (1.98) (1.58) (1.85)
Subscale

YP

Conduct 2.32 2.29 2.31 2.05 1.86 2.00 2.05 .857 1.73
Disorder (2.62) (2.05) (2.44) (2.36) (2.34) (2.31) (2.36) (1.46) (2.20)
Subscale

Ts

Conduct 2.57 1.14 2.10 2.21 71 1.71 2.07 571 1.57
Disorder (2.56) (1.21) (2.27) (2.77) (1.11) (2.43) (2.89) (1.511) (2.58)
Scale Interaction Main effecttime Main effectgender
CON F=.132df =2,74 F=171d =2,7¢ F=.494df =1,37
ProblemsYP p >0.05 p >0.05 p >0.05

CON F=131df =2,48 F=239d =24¢ F=.256df =1,24
ProblemsPs p >0.05 p >0.05 p >0.05

CON F=.010df =2,38 F=180d =2,3¢ F= 1.96df =1,19
ProblemsTs p >0.05 p >0.05 p >0.05

Strengths and Difficulties Questionnaire PROSubscal e for Young F
Parentsd and Teacherso6é6 Reports

As can be seen from Table 35 below, there was no evidence of a signifteaattion

between gender and time for the young people, their parents or teachengeinng

the lower ordereffects, Table 35 reportsthat therewasa significantdifferencefor the

Time effectin thet e a ¢ BROscOré,F(2,44)= 6.95,p = .002,but notin the young
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p e o pdre & 15 ePROd@esagainreflectingtheresultof the OneWay ANOVA.

Posth o ¢

t es

T2,and T and T3.

ts on t

he

t

eachersod PROTsandbr es 1

Table 35 Strengths and Difficulties QuestionnalfRO Subscales Young People, Parents and

Teachers
Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Gender Male Fem Total Male Female Total Male Female Total
M M M M M M M M M
(SD) (SD) (SD) (SD) (SD) (SD) (SD) (SD) (SD_
SDQYP 8.00 8.90 8.22 7.47 8.80 7.80 7.76 9.10 8.10
Prosocial (1.91) (1.52) (1.84 (2.19) (1.93) (2.18) .77) (1.37) (1.76)
Subscale
SDQP 6 s 8.16 8.43 8.23 8.32 9.00 8.50 8.52 8.71 8.57
Prosocial (2.73) (2.63) (2.65 (2.13) (1.82) (2.04) (1.95) (1.60) (1.83)
Subscale
SDQT 6 s 6.37 7.63 6.79 7.38 9.25 8.00 8.00 9.50 8.50
Prosocial (2.52) (2.56) (2.55 (2.18) (1.38) (2.12) (2.22) (1.06) (2.02)
Subscale
Scale Interaction MainEffect Main effectgender Pattern oflifference
time
SDQSubscals F=.269df = F=.546,df = F=4.38df =1,38
PROYP 2,76 2,76 p >0.05
p > 0.05 p > 0.05
SDQSubscals F=.365df = F=.831df = F=.170df =1,24
Prosocial 2,48 2,48 p >0.05
Parents p >0.05 p >0.05
SDQSubscals F =.207, df= F=6.95df = F=4.24,df 522 T1> T2
Prosocial 2,44 2,44 p =>0.05 T1>Ts
Teachers p =>0.05 p =<0.05
Post hoc

tests
significantat
0.05

Table 35 also showsthat therewas no significant differencefor the Gendereffect for

Mal es

or

Femal

es

as

reportoed Teyyomtelee s¥Ho un.

Strengths and Difficulties Questionnaire Peer Problem Subscale for Young People,

Parents and Teachers
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Tables 36 below presents the descriptive statistics fo6tlengths and Difficulties
Questionnairéeer Problensubscale. Lookingrst to thehigherordereffect,therewas

no evidenceof a significant interaction betweemgyendersas reportedby the young

peopp &is énttesadc repontsdMdving thento thelower ordereffects,Table36

reportsthat thattherewas a significantdifferencefor the Time effectin thep ar ent s 0
F(2,48)=3,57,p = .026andt e a c $cere,F2M6)= 7.72,p = .001,againreflecting

theresultof the OneWay ANOVA reportedearlierin this chapter. Posthoctestson

thep ar eamdtseda ¢ M gcaredalso replicatedthe patternof difference noted

earlier, with parent reports reporting a significance betWaeandT2, andT1 and T3,

andt eachersdé reports reportilnogr2,andd8iod3ni fi cant
Whilstthet eacher sd scores r epor ttherdwamametuintoi t i al s

T1 levelsat T3 anda decreas®vertime in the male andfemalemeanscores.

Table 36 below shows that there was no significant difference for the Genderf@ffect

Malesor Femalesasreportedby theyoungp e o p p @ 5 éontt esa@c RRsubscale

scores.
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Table 36 Strengths and Difficulties Questionnaire PRO Subscales Young People, Parérdactmets

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Gender Male Fem Total Male Female Total Male Female Total

M M M M M(SD) M M M(SD) M

(SD) (SD) (SD) (SD) (SD) (SD) (SD)
SDQYP 1.89 1.67 1.84 1.54 1.67 1.57 1.50 (1.33) 1.45
Peer (1.93) (1.58) (1.83) (1.75) (1.80) (2.74) (1.64) (1.58) (1.60)
Problems
Subscale
SDQPs 2.53 1.71 2.31 1.84 .57 1.50 1.84 1.61 1.61
Peer (2.29) (2.36) (2.29) (2.06) (.53) (1.83) (1.83) (1.00) (1.67)
Problems
Subscale
SDQTs 3.22 2.43 3.00 2.28 .86 1.88 3.16 1.71 2.76
Peer (1.66) (2.14) (1.80) (2.05) (1.86) (2.06) (2.12) (1.97) (2.14)
Problems
Subscale
Scale Interaction Main effecttime Main effect Pattern of

gender difference
SDQ F =.148,df F = .533, d= F = .005 df =1,3&
SubscalePP =2,70 2,70 p >0.05
YP p >0.05 p >0.05
SDQ F = .258,df F=3.57,d= F=.002df=1,24T1>T2
SubscalePP =2,48 2,48 p >0.05 T1 >T3
Parents p >0.05 p <0.05
SDQ F =.641,df F=7.72, d= F=.960df=1,23T1>T2
SubscalePP =2,46 2,46 p =>0.05 T1 <T3
Teachers p =>0.05 p =<0.05
Post hoc tests

significant ab.05

The descriptive statistics for the Strengths and Difficulties Questionnaire Emotional

subscale are presented in Tableb&fow.
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Strengths and Difficulties Questionnaire Emotional Subscaldor Young People,

Parents and Teachers

Table 37 Strengths and Difficulties Questionnaire Emotional Subscales for Young People, Batknts

Teachers

Time T1 Tl Tl T2 T2 T2 T3 T3 T3

interval

Gender Male Female Total Male Female  Total Male Female Total
M M (SD) M M M (SD) M M M (SD) M
(SD) SD) (SD) (SD) (SD) (SD)

SDQYP 2.68 4.00 3.00 2.36 3.00 2.51 2.39 3.66 2.71

EMOT

Subscale (2.35) (2.50) (2.42) (2.11) (2.06) (2.09) (2.13) (3.16) (2.43)

SDQ 4.26 3.50 4.08 3.63 1.83 3.20 3.15 3.33 3.20

Parents

EMO (2.96) (3.93) (3.14) (2.29) (1.94) (2.46) (2.83) (3.55) (2.94)

Subscale

SDQ 4.50 3.25 4.08 3.63 2.50 3.25 4.37 3.50 4.08

Teachers

EMOT (3.03) (3.05) (3.03) (2.96) (1.92) 2.67) (2.98) (2.26) (2.74)

Subscale

Scale Interaction Main effecttime Main effectgender

SDQ EMOT F=.553, df 22,70 F=1.68, df 22,70 F=192, df=,3

SubscalerP P > 0.05 P >0.05 P < 0.05

SDQ EMOT F=1.72,df 2,46 F=2.33,df 22,46 F = .437,df 21,23

Subscalé P> 0.05 P > 0.05 P < 0.05

SDQ EMOT F=.059, df 22,44 F=154,df 2,44 F=1.06, df =1.22

Subscaldl P > 0.05 P > 0.05 P < 0.05

Again, looking first to the higher order effect, there was no evidenceof significant

interactionbetweengendersas reportedby theyoungp e o p p a 56 éontt sa@c her s 6

scores.Moving to the lower order effects, Table 37 reportsthat that there was no

significant

di

fference f

or

t

he

tTe amceh erf & ct

scores.Table 37 alsoreportsthe findings for the main effect of Genderfor the three

groupswhich show a significant difference for malesand femalesas reportedby

the youngpeople,F(1,68) = 2,70, p= 1.74, parentsF(2.33) = 2,46, p=.515 and

teacherd=(1,54) = 2,44p= .312. However, as cell courfdl below the basic rate of

ten percell fortheyoungp e o pfd arsdandt £ @& c $cereshdseanalysesvere

excludeddueto concerns about the validity of th@alyses.
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Table 38 below presentsthe descriptivestatisticsfor the Strengths andifficulties

QuestionnairémpactSupplemenscores.

Strengths and Difficulties Questionnaire Impact Supplement

Table 38Strengths and Difficulties Questionnaire Impact Supplement Subscales for Young People,
Parents and@leachers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Gender Male Female Total Male Female Total Male Female Total
M M(SD) M M M(SD) M M M(SD) WM
(SD) SD) (SD) (SD) (SD) (SD)
SDQ Impac.600 .666 .625 .800 1.00 .875 .600 2.00 1.12
YP (.547) (2.15) (.744) (1.30) (.000) (.991) (.547) (1.73) (1.24)
SDQ Impac 4.83 483 4.83 4.83 4.16 4.16
Pos (3.76) - (3.76) (2.85) - (2.85) (1.72) - (1.72)
SDQ Impac 3.87 1..25 3.00 275 1.00 2.16 2.12 250 1.50
TOs (1.55) (1.25) (1.28) (1.28) (.816) (1.40) (1.35) (.500) (1.44)
Scale Interaction Main effecttime  Main effectgende | Pattern of
difference
SDQ ImpactYP F=1.35 df 22,12 F= 1,12df=2,12 F=1.17 df=l.6
P> 0.05 P> 0.05 P> 0.05
SDQ Impact F=0,df=2,20P> F=.255,df22,10 F=0,df=1,5
Subscald® 0.05 P >0.05 P >0.05

SDQ Impacfl F=.545,df 2,20 F=4.60,df2,20 F=12.94,df-1,10 T.:>T>
P =>0.05 P =<0.05 P =<0.05

Post hoc tests
significant  at
0.05

Asillustratedn Table38,therewasnoevidencef significantinteractiorbetweergender

and time as reported by the young theeopl e
lower order effects, there was a significant difference for the Time effecttingh@ c her s 6
Strengths and Difficulties Questionnaire ImpsabresF(4.60)=2,20,p =.023butnot
ontheyoungp e o pdcoees(D.12) =2, 12, p = .3560rthep a r esooref(@55)=

2,10,p =.780.Posthoctestsonthet eacher s6 scores replorted
and T3 but not between Tand T2 or between P and T3, suggesting that the young

peopl esd dif f i c utheirdasseoom leamiagcahdepder rel&tisnship® n
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since their participation in tHeFP. Table 38 also illustrates the main effect of Gender.
There was a significant differea in the teachers Strengths and Difficulties
Questionnaire impact scor¢12.94) = 1, 10p = .005 but not on the young er s ons 0
scoreF(1.17)=1,6p= . 321 or t IF@) =Aalbe=n.tlsEgammatianr e

of thet e a ¢ meanskadvesindicate that overall teachersreportedmalesto score

higherthan females atrand T2 with females scoring higher at3.

Interim Summary

Two-Way repeated measures ANOVAs were used to examine if there sigisifecant
interaction between time and gendeicagent literature reports that males experience

a higher risk of social and emotional difficulties than females, placing them at greater
risk of educationalnequality than females. Table 39 below presents a summahgeof
significant differences for Timand Gender effects as reported by the yoprgjo p | e s 6,
p ar eandt & c sceres£dll countsthatfell belowthe basicrate of ten percell

were excluded due to concerns about the validity of the analysis. As such, repbrting
patternghatdid not meetthis criterion were excludedandarebolded. Table 39 below
showsthat by applyingthis rule it excludesall reportedsignificantdifferencesfor the

Time and Gendezffect.
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Table 39 Summary of Significant Differences for Time aBdnde

Measure Young Person Parents
Time Gender Time Gender
SDQtotal T1>Ts
PRO
PP T1>T2
T1>Ts
EMOT Females Maleshigher
higher than than
Males Females
HYP
CON
SDQ Impact
Supplement

Teacher

Time
T1>T2
Ti< T2

T1>T2
T1>Ts
T1>T2
Ti< T2

T1>Ts

Gender
Maleshigher
than
Females

Maleshigher
than
Females

Maleshigher
than
Females

The TwoWay ANOVAs showed that there was no evidence of significant interactions

between gender and time as reported by theypuag p | e s 6,

suggesting that there was no significant difference between the males and females in the

parentso

current study. In reviewing the findings for the main effect of Time, the-Way

ANOVAS reflected the results of the resulttbe OneWay ANOVA reported earlier.

There was no significant

di

fference for

The next section will examine the Twiday ANOVAs for the Youth At Riski

Programme Evaluation Tool total and subscale scores fgotirey people, parents and

teachers by gender.

Two-Way Repeated Measures ANOVAs: Youth At Riskk Programme Evaluation

Tool Total scores for Young People, Parents and Teachers

Table 40below presents the descriptive statistics fortbath At Riski Programme

Evaluation Toototal score at T, T.and T bygender.
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Table 40 Youth At Riski Programme Evaluation To®btal Score for Young People, Parents &adchers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Gender Male Female Total Male Female Total Male Female Total

M(SD) M(SD) M(SD M(SD) M(SD) M(SD) M(SD) M(SD) M (SD)
Yarpet  5.82 528 562 6.00 5.42 578  6.31 5.49 6.00

gotal P (.862 (.915) (.902 .812 (.866) (.863) (.786) (.728) (.850)

core

Yarpet 5.08 6.88 5.53 5.03 5.86 5.24 5.62 5.98 5.71

gotal (1.27 (.269) (1.36] (1.62) (1.05) (1.50) (591 (.734) (.614)
core

Parents

Yarpet 4.03 4.51 4.23 5.30 6.65 5.86 5.19 5.71 5.41

'Sl'otal (1.44 (.731) (1.18 (2.00) (.987) (1.74) (1.34) (.930) (1.17)
core

Teachers

Scale interaction Main effecttime Main effectgender Pattern of

difference

Yar-pet Total F=.721,df=2,44 F=3,87,df=2.44 F=4,11,df=1.22

YP P >0.05 P < 0.05* P >0.05 Ti1< T3

Yar-pet Total F=1.78,df=2,20 F=.964,df =2.20 F=2,47,df=1,10

P P > 0.05 P> 0.05 P > 0.05

Yar-pet Total F=.953,df=22,20 F=11.9154,df F=1.28,df=1.10 Ti<T:

T P > 0.05 2,24 P <0.05* P < 0.05 T1< T3

Post hoc tests
significant  at
0.05

Looking to the higher order effect, there was no evidence of significant interactions

bet ween genders as reported by the young p
reviewing the lower order effects, Table 40 shows that therawi@sificant difference

for the Time effect in the young persons?o
reflecting the result of the OrA&ay ANOVA reported earlier. Po$ioc tests on the

young personso® scores r eporMeandcorssiingicaief i c an c e
there were significant increases between T1 and T3. Table 40 also shows that there was

a significant difference for the Time effec
=.000. Th e -hooseorestests eipriel sfgsnce betweeniTand T, and

T2 and T3 with the mean scores suggesting a significant increase betward b, and

Tiand . There was no significant difference f

Table 40 also reports the findings for the main effect of Gender for the three groups.
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There was no evidence of a significant difference for males and females as reported by
Young People F(4, 11) = 1, 22, p = .078 and parents F(2, 47) = 1, 10, p = .710. However

there was a significant difference 1 n Te

teachersd scores at Tl |l ess than Trés, but

suggests that overall teachersd scores r
the Youth At Risk Programme Evaluation Tool total score suggesting that Males have
more social and emotional difficulties.

Table 41below presents the descriptiviatsstics for the Youth At Risk Programme
Evaluation Tool PO subscale scores

Table 41 Youth At Risk Programme Evaluation ToBD Subscales for young people, parents and
teacher

Time T1 T1 T1 T2 T2 T2 Ts Ts Ts
interval
Gender Male Female Total Male Female Total Male Female Total
M M(SD) M M M(SD) M M M(SD) M
(SD) (SD) (SD) (SD) (SD) (SD)
Yar-pet 5.55 5.09 5.40 5.76 5.23 5.58 5.87 5.17 5.63
PO YP (.900) (1.02) 1.952) (.864) (.976) (.922) (.779) (.777) (.836)
Subscale
score
Yar-pet 4.06 3.62 3.89 484 4.64 4.76 491 4.77 4.86
POP (.783) (1.40) (1.03) (1.01) (1.44) (1.44) (.826) (2.12) (1.38)
Subscale
Yar-pet 3.59 4.02 3.74 4.70 6.31 5.27 4.75 5.35 4.96
POT (1.62) (.742) (1.35) (1.86) (.783) (1.72) (1.41) (1.05) (1.28)
Subscale
Scale Interaction Main effect Main effectgender Pattern oflifference
time
Yar-petPO F=.511, dE F=1.48, dE F=3.35,df=1,28
Subscalescore 2,56 2,56 p =>0.05
YP p=>0.05 p=>0.05
Yar-petPO F =.155, dE F=7.11,dE F=.145,df=1,1p
Subscald® 2,22 2,22 =>0.05
p=>0.05 p=>0.05
Yar-petPO F=1.73,dE F=13.29,dc F=1.60,df=1,12 T1<T2
Subscal& 2,24 2,,24 p =>0.05 T1<T3
p =>0.05 p =<0.05
Post hoc
tests
significant
at0.05

In reviewingthe higher order effect, therewas no evidenceof significantinteraction
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bet ween gender and ti me as r etpeoa ctdemhs.hdy t

In reviewing the lower order effects, Table 41 reported significant differencésein

teacher sé6 POR(2S24)b=4d32pl=e . 9O0Or e but nodungi n t he

personsoO scor e, r e f -WaycANOMA gPsthbceestingosthel t o f

t e a ¢ RGscoreghowedasignificantdifferencebetweenT1 andT2, andT1 andT3

with a review of the mean score suggesting significant increasetmeer

Table 41 also reports the findings for the main effect of Gender fahtbegroups.
Thereis no evidenceof a significantdifferencefor malesandfemalesas reportedby
young peopl esd, scpresr ent s6 or teacherso
Table 42below presents the descriptive statistics for the Youth At RiBkogramme

Evaluation ToolSO.
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Table 242Youth At Riski Programme Evaluation To8IO Subscales for young people, parents and
teachers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval

Male Female Total Male Female Total Male Female  Total
MSD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M (SD)

Yar-pet 6.08 6.00 6.05 6.21 6.24 6.22 6.49 6.34 6.43
YP SO (2.07) (1.23) 11.11)  (1.10) (117 (1.11) (.969) (.961) (.953)
Subscale

Yar-pet 5.84 5.83 5.83 5.84 5.83 5.83 5.79 6.01 5.87
P 6SO (1.55) (1.42) 11.48) (1.55) (1.42 (1.48) (1.58) (1.27) (1.14)
Subscale

Yar-pet 3.92 4.97 4.25 4.86 6.83 5.51 4.47 5.88 4.94
SOT 6s (1.53) (.956) 11.43) (2.26) (1.29 (2.17) (1.93) (.922) a.77)
Subscale

Scale Interaction Main effect Main effectgender  Pattern oflifference
time
YarpetSO F =.253 df= F=3.611dfE F=.032df=1,29 Ti<Ts
SubscalerP 2,58 2,58 p=>0.05
p =>0.05 p =<0.05
YarpetSO F=.429, dE F =.154, dE F=.013df=1,2p
Subscalé® 2,50 2,50 =>0.05
p =>0.05 p =>0.05
Yarpet SOT F=.821, dE F=7.87,dE F=3,91,df=,16 T1<T2
Subscald otal 2,32 2,32 p=>0.05
p=>0.05 p =<0.05
Post  hoc
tests
significant
at 0.05

Lookingfirst to the higher order effect, there was no evidence of signifiosteractions

bet ween gender and time, as reporstcoesl by t
Moving to the lower order effects, Table 42 reports that that there veagndicant

di fference for the Time eff ecitProgramme he vy
Evaluation ToolSO score$- (3.611) =258,p= . 032 and teaciher so
Programme Evaluation To8lO score$ (7,87) = 2,32p =.000, but not in th@arents

scoresF (1.54)= 2,50,p = .857. Posthoc testson the youngp e o p dcaesréports
significancebetweenT 1 and T3 with the meanscoresuggesting significantincrease

between T and T3. Posthoc tests on the teachers scores reported signifidztesen

Tiland 2and similar to the young peopl esd
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increasebetween time points. These findings reflect the result of the-\@me
ANOVAs. Table 42alsoreportsthe Youth At Riski Programme Evaluation To8IO
subscaldindings for the main effect of Genderfor the three groups which shows there
was no significant difference for the Time effecttiley oung per sonsao,

t e acdcaas.s 6

Table43belowpresentshedescriptivestatisticfor theYouth At Riski Programme

Evaluation ToolEO and shows that there was no evidence of significant

interactionsbhetweengenderas reportedby the young people, parentsbre ac her s 6 .

Table43. Youth At Riski Programme Evaluation ToBIO Subscale for young people, parertgteachers

Time T, T, T, T, T> T> T3 Ts T3
interval
Gender Male Female Total Male Female Total Male Female Total

M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M (SD)

Yarpet 5.60 4.81 5.35 5.41 5.41 5.28 5.50 4.75 5.27
EOYP (1.61) (.792) (1.44) (1.80) (1.80) (1.60) (1.88) (1.70) (1.83)
Subscale

Yarpet 4.50 5.37 4.75 4.50 5.37 4.75 4.97 4.81 4.92
EOP 6 s (2.19) (2.48) (2.27) (2.19) (2.48) (2.27) (2.13) (2.08) (2.08)
Subscale

Yarpet 4.03 6.91 4.90 4.03 6.91 4.90 4.39 7.16 5.22
EOT 6 s (2.43) (1.02) (2.48) (2.43) (1.02) (2.48) (2.63) (.408) (2.54)

Subscale

Scale Interaction Main effecttime Main effectgender

Yarpet EOSubscale  F =772 df =2,5 F=117.16 df 2.5¢ F=1.22, df 4,27

YP p >0.05 p >0.05 p >0.05

Yarpet EO Subscale F = 3.55, df 22,52 F =.025, df 2,52 F =.350, df =1,26
p >0.05 p >0.05 p >0.05

Yarpet EO Subscale F =.035, df 2,36 F=1.11df 22,36 F=7.68, df =,18
p >0.05 p >0.05 p >0.05

Moving thento the lower order effects, Table 43 reportsthat that therewas no
significant difference for the Time effect in the p a r e Yiouts &t Risk i
Programme Evaluation To&O subscaleagainreflecting the result of the One

Way ANOVA reported earlier. Table 43 also reports the findiogghe main effect
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of Genderfor the threegroupswhich showsthereis no evidenceof a significant

differencefor malesand femalesas reportedby the youngp e o p thepsadr,ent s 0

or

Table 44 below presents the descriptive statistics for the fieasr r i s

t escordser s O

Concept Scale total and subscsdere.

PiersHar r i

Table 44Piersl I NN&A a

S

C h i -Cothaep 8céles Tot8l @rld Subscale for Young People

| KGohcRou & si&dtal afd SdbJIcakrores

Chi

Time

interval T1 T1 T1 T2 T2 T2 T3 T3 T3
Gender Male Fem Total Male Female Total Male Female Total
Mean Mean Mean Mean Mean Mean Mean Mean Mean
(SD) (SD) (SD) (SD) (SD) (SD) (SD) (SD) (SD)
PH Total 50.45 46.79 49.36 53.82 48.50 52.23 53.52 46.07 51.30
(6.72) (9.62) (.77 (11.70) (11.33) (10.29) (11.70) (12.80) (12.39)
BA 11.71 13.00 12.13 12.29 12.50 12.35 12.52 12.80 12.61
(2.79) (1.63) (2.25) (2.28) (2.75) (2.40) (2.20) (2.48) (2.26)
INT 13.08 10.40 12.33 13.23 10.00 12.33 13.92 10.60 13.00
(2.72) (4.07) (3.25) (2.35) (4.30) (3.23) (2.29) (3.31) (2.89)
PHY 8.26  8.00 8.20 9.32 7.67 8.92 9.47 7.67 9.04
(2.37) (1.26) (2.14) (1.70) (1.75) (1.8) (2.06) (2.06) (2.30)
FRE 11.00 9.57 10.70 11.62 10.57 11.39 11.96 9.43 (11.42
(2.34) (3.30) (2.59) (2.81) (2.82) (2.80) (2.28) (3.30) (2.69)
POP 9.32 943 9.34 10.48 9.43 10.25 10.52 9.14 10.22
(2.93) (1.52) (1.82) (1.68) (1.612) (1.70) (1.32) (2.03) (1.58)
HAP 9.32 943 9.34 10.48 9.43 10.25 10.52 9.14 10.22
(1.93) (1.51) (1.82) 1.68) (1.612) (1.70) (1.32) (2.03) (1.58)
Scale Interaction Main effecttime Main effectgender
PH Total F =1.135df =2,90 F =2.046, df 2,90 F=3.626df = 1,45
ScoreYP p >0.05 p >0.05 p >0.05
BEH F=1.91, df 22,58 F =.588, df 22,58 F=4.78,df=,29
p >0.05 p >0.05 p >0.05
INT F=.202, df 22,32 F=.780. df 22,32 F=5.02,df =1,16
p >0.05 p >0.05 p =<0.05
PHY F=2.07,df 22,46 F=.627,df 22,46 F=2.23,d&1,23
p >0.05 p >0.05 p=>0.05
FRE F =1.58, df 22,62 F=1.73, df 22,62 F=276,df=,31
p >0.05 p >0.05 p=>0.05
POP F =262, df 22,60 F=1.61, df 22,60 F=1.64, df=1,30
p >0.05 p >0.05 p=>0.05
HAP F=1.11,df=2,54 F=292 df 2,54 F=.001, df =1,27
p =>0.05 p >0.05 p=>0.05

Looking first to the higher order effect, there was no evidence of signifit@nactions

betweengenderandtime asreportedby the youngpeople.Moving thento the lower
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order effects, Table 44 above reports that that there was no significant differetie for
Ti me effect i1 n tidaryousnghijiCoénugplsSeant: dotalimdée f s
subscale scores. This is the first titinat the Twe Way ANOVAsdid not replicate the

findings of the OneNay ANOVAS.

Table 44 also reports the findings for the main effect of Gender. There sigsificant

di fference in the yR®I2g1lneo.040.¢enweveth&dd s ubsca
was no significant differencein the PiersHa r r i s Ch iCobndeptéScalitatal, Se | f

BEH, PHY, FRE, POP or HAP subscale scores. Examination of the mean scores

suggests that overall the young peomported Males to score higher than Females on

the PiersHar r i s C hfiCondept&cale@ BNT Silescaleore.

Interim summary

Table 45below presents a summary of the significant differences for Tim&ander
effectsasreportedoythe Youth At Risk Programme Evaluation To@ndPiersHarris

Chi | dr eCoilicept SEadotal and subscalefor youngpeoppbasént sé and
teachersd scores. As there was ©endesi gni fic

Table 45 reports on the main effect for Time and the main effeGdnder.
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Table 45Summary of Significant Differences for Time &Bdnder

Measure Young Person Parents Teacher
Time Gender Time Gender Time Gender
Yar-PetTotal T1<Ts T1<T2 Males
T1<Ts3 higher than
Females
PO T1<T2
T1 <Ts
SO T1< T3 T1<T2
PH Total
Score
BA
INT Malesscore
higher than
Females
PHY
FRE
POP
HAP

A reviewof theTwo-WayrepeateaneasureANOVA showsthattherewasnoevidence

of significant interaction between Gender and Time as repbytélde youngp e o p | e s 6,
parentsd or teachersé scores. Theeton fi ndi
whichsuggesthatthereis nosignificantdifferencebetweenthemalesandfemalesn the

present study. Possible reasons for thiglameussed in Chaptér

In reviewingthe findings for the main effect of Time, the Two-Way Youth At Riski
Programme Evaluation Totdtal and subscale ANOVAs reflected the results of the
result of the On&Vay ANOVA reported earlierHowever,asillustratedin Table 45,
therewasno significantdifferencefor the Timeeffectin theyoungp e o pHRieesKabris
Chi | dr eQoricept SBadttal andsubscalescoresn comparisorio the OneWay
ANOVAs for thePiersHa r r i s C h4iCondeptEcalebotal, P5¥, POPor HAP
subscalescores which reported a significant difference. Table 45 also shows the
patterns that did not meet the criteradrien or more in each cell count and as such are

excluded.
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Therewas significant differencereportedin the youngp e o p $Qessbécalescores
suggesting that the young peopl exTablegener al
45 abovealsoreportsthe findings for the main effect of Genderfor the youngpeople,

parents and teachers. As the repod#fitrences did not meet the criterion, there was

no significant differences reported for the main effectender.

The next sectionwill report on the Two-Way ANOVA casenessy time for the
Strengths and Difficulties Questionnaire, Youth At RidRrogramme Evaluation Tool

andPH.

Two-Way Repeated Measures ANOVA Caseness by Time Twway Repeated
Measures ANOVA Caseness by Time Strengths and Difficulties Questionnaire Total
and Subscales

Table 46below presents the descriptive statistics for the Strengths and Difficulties
Questionnaire total scores. Lookiirgt to the higher order effect, there was no evidence
of significant interactiorbetween caseness as reported by the parents or tedctides.

46 shows that there wassignificaninteractiorbetweercasenesandtimefor theyoung

p e o pdcoresF{19.67) =2, 46, p = .000.Test of Simple Effects was conducted
which reported significantd i f f er ence i n t héocdeatdorythei cal 6 g
young peop lseosegepdtedtsigngi¢ance hedveerr ind T2, and T1 and

T3. Examination of the measncoresindicates that a significant decrease in total

difficulties was evident betweerntand T2, and T1L andT3.
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Table 46 Strengthsand Difficulties Questionnaire Total Scores Young People, PareniBeactiers

Time Ta Ta T T2 T2 T2 Ts Ts Ts
Interval
Typical Atypical Total Typical Atypical Total Typical Atypical Total
M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD)
SDQ 8.81 22.10 13.10 10.33 9.80 10.16 10.23 11.60 10.67

YP (4.21) (3.87) (7.49) (5.88) (6.16) (5.87) (5.09) (3.83) (4.70)
SDQP 7.71 2100 1385 7.43 1692 11.81 6.78  16.00 11.03
(4.14) (4.22)  (7.89) (5.03) (5.86) (7.18) (5.68) (5.46) (7.20)
SDQT 7.70 1820  14.00 540 1400 10.56 10.00 16.86 14.12
(2.71) (5.03)  (6.71) (4.76) (5.92) (6.89) (4.47) (8.06) (7.56)

Pattern  of
Scale Interaction Main effecttime Main effectcaseness difference
SDQ Total F=19.67,df 22,58 F=11.75,df=2,58 F=12.37, df =1,29 T1>T2
ScoreYP p=<0.05* p =<0.05* p =<0.05* T1 >T3
SDQ Total F=267,df 248 F=4.88,df 2,48 F=4147,df=12¢ T1 >T3
ScoreP p =>0.05 p =<0.05* = <0.05*
SDQ Total F=123,df 2,46 F=6.16,df 2,46 F=21.00,df=1,2: T1 >T2
ScoreT p =>0.05 p =<0.05 p =<0.05* T1 <T3
Post
hoc
tests
signific
ant at
0.05

Moving then to the lower order effects a significant difference relating to wase
reportedn theyoungp e r ssoomesF§2,58)=11.75,p =.000andnotreflectiveof the

OneWay ANOVAs reported earlier. Peetoc t est s on tdc@esy o un ¢
reported significance betweerl &nd T2, and T1 and T3 with a review of the mean
scoresagainsuggesting a significant decrease |
between both time points. A main difference relating to time was also found in the
parentscores,F (2, 48) = 4.88p =.012. Poshoc tests on the par
reportedsignificance between T and T3 with mean scores again suggesting a
significant decreaseintyeoung peopl es 6 t otland BdAimaihi cul t
difference relating to Timevasfound in thet e a ¢ bceres$s@, 46) = 6.16,p =

.004. Thet e a c Rasthas testsreported significance betweert &nd T2, and T2

and T3. This reflects the result ofhe OneWay ANOVA reported throughout the

reporting of the TweNay ANOVAs. However,unlike the young peopleand their
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parentswhich suggesa significantdecreasdetween T and T2, and T and T3,
t he teachersbo significantdecsease betveernbnd @ibw ant e s

increase in difficulties betweerpind T3, apatternevidenced in previougports.

Table32thenreportghefindingsfor themaineffectof casenessTherewasasignificant

di fference i nF{lh87)31R%rg . PO1sFO4lsdd)e hids 6

p=.000andt e a c R(21:08)51,23,p=.000scores.

Table 47 below presentghe Strengthsand Difficulties Questionnair€ON subscales
for the young people, parentsand teachers. Looking first to the higher order effect,
there was no evidence gfgnificantinteraction between gender and time for any of the
groups. Table 47 below illustrates evidence of significant interaction between
caseness and time or main effect relatmgimefor anyof thegroups. Thisreplicated
thefindingsof theOneWayANOVA reported throughout the reporting of the FWay
ANOVAs.

Table 47 Strengths andDifficulties QuestionnaireCON Subscales Young People, Parents and
Teachers

Time Ta T1 T1 T2 T2 T2 Ts Ts Ts
Interval
Typical Atypical Total Typical Atypical Total Typical Atypical Total
M (SD) M (SD) M(SD) M(SD) M (SD) M(SD) M(SD) M (SD) M(SD)

SDQ 2.67 2.64 2.66 2.14 2.45 2.25 2.23 2.27 2.25

CON (2.24) (211) (2.16) (1.74) (2.20) (1.88) (1.75) (1.79) (1.74)
YP

SDQ 1.00  3.83 231  1.07 3.08 2,00 114 241 173
CON P (.961) (2.79) (2.44) (1.26) (2.81) (2.31) (1.65) (2.60) (2.20)
SDQ 113 2.69 210 1.25 200 171 875 2,00 157
CON T (.835) (2.68) (2.27) (2.00) (2.76) (2.43) (1.35) (3.08) (2.58)

Scale Interaction Main effecttime Main effect
caseness
SDQ CON YP F=.162, df 22,60 F =.929, df 22,60 F =.028, df 5(1,30)
p =>0.05 p =>0.05 p =>0.05
SDQ CONP F =267, df 2,48 F=1.78,df 22,48 F=7.87,df=,24
p =>0.05 p =>0.05 p =>0.05
SDQ CONT F=1.10, df 2,38 F=1.48, df 22,38 F=12.1,df=1,19
p =>0.05 p =>0.05 p =>0.05
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Turning then to thenain effect of caseness, there was no evidence agréficant
differencefor thosein the typical rangeandthosein the atypicalrangeasreported
by young people, parents and teachers on the Strengths and Difficulties Questionnaire

CONsubscale.

The next Strengths and Difficulties Questionnaisebscalereviewedis the HYP
subscaleas set out in Table 48 below showing that there was no significant
interaction between caseness and tiatemain effect relating to time, again

highlighting the repliation of the OnéaVay ANOVAs.
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Table 48Strengths and Difficulties Questionnaire HYP Subscales Young People, Parehtaahdrs

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
Interval
Typical  Atypical Total Typical Atypical Total Typical  Atypical Total
M(SD) M(SD) M M (SD) M (SD) M(SD) M(SD) M (SD) M (SD)
(SD)
SDQH 4.19 4.67 4.33 4.38 3.22 4.03 4.19 3.88 4.10
YP (2.37) (2.93) (2.23) (2.45) (2.43) (2.47) 2.77) (1.53) (1.68)
SDQHP 3.00 7.73 4.86 3.59 7.27 5.04 4.41 4.09 4.28
(2.64) (2.86) (5.60) (2.95) (2.93) (3.42) (2.09) (1.64) (1.90)
SDAHT 3.89 6.07 5.22 2.44 5.14 4.09 4.33 5.21 4.75
(6.07) (3.17) (2.82) (2.45) (2.82) (2.95) (2.44) (3.19) (3.28)
Scale Interaction Main effecttime Main effect caseness
SDQH F=1.83, df 22,56 F=1.09, df 22,56 F =13.55, df 1,28
YP p=>0.05 p=>0.05 p=>0.05
SDQHP F=10.66, df 2,52 F=2.63, df 22,52 F=13.23df 1,26
p =>0.05 p =>0.05 p =<0.05
SDQHT F=145,df=2,42 F =2.66, df =242 F=3.71,df=1,21
p=>0.05 p=>0.05 p =>0.05

Table 48 also reportsthe findings for the main effect of casenesgor the three
groups.Thereis no evidenceof a significantdifferencefor typical andatypicalas
reportedby the youngpeopleF(13.55)=1,28,p = 647andteacher$(13.23)=1, 26,
p=0.68. However therés asignificantdifferencanp a r eeports=@.3.23)=1,21,
p =.000. Examination othemeanscoressuggestshatoverallteacherscoredhose
in the atypicalrangehigher than those ithe typical range on the Strengths and

Difficulties Questionnaire HYBubscale.

Table 49 presents the findings of the Strengths and Difficulties Questionnaire Peer

Problem subscale. Looking first tbe higher order effect, there was no evidence of

significant interactions betweaasenesand time for any of thgroups.
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Table 49Strengths and Difficulties Questionnaire PP subscale young people, pareteigciieds

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
Interval
Typical Atypical Totel Typical Atypical Total Typical  Atypical  Total
M(SD) M(SD) M M(SD) M(SD) M (SD) M(SD) M (SD) M (SD)
(SD.
SDQPP 1.3¢ 2.44 1.7( 1.38 211 1.60 1.28 2.22 1.56
YP (1.56) (1.42) (1.57) (2.11) (2.31) (2.67) (1.41) (2.79) (1.73)
SDQPP 1.71 3.00 2.3. 1.43 1.58 1.50 1.00 2.33 1.61
P (1.89) (2.59) (2.94) (1.78) (2.02) (1.86) (1.51) (1.61) (1.67)
SDQPP 2.11 3.50 3.0( .56 2.63 1.88 1.00 3.75 2.76
T (1.53) (1.78) (1.80) (2.63) (2.18) (2.06) (1.22) (1.91) (2.14)
Scale Interaction Main effecttime Main effec Post hodests
caseness significantat
0.05
Scale Interaction Main effecttime Main effect Pattern of
caseness difference
SDQ PPYP F = .114,df = F=.143,df=22,56 F=3.18, df =1,28
2,56 p =>0.05 p =>0.05 p =>0.05
SDQ PPP F = 239,df = F=4.40,df=2,48 F=1.91,d=1,24 Ti1>T2
2,48 p =>0.05 p =<0.05 p =>0.05
SDQ PPT F =267,df = F=8.75,df=2,46 F=1052df=,23 Ti>T>
2,46 p =>0.05 p = <0.05 p = <0.05 T1<T3
Post hoc tests

significant an.05

Moving then tolhe lower order effects, Table 8&ports that that there wasanificant

di fference f

or

t he

Ti me F(4,40f ==2;48)p =i040and h e

t e a c subscatsoore,F(2.46)=2,46,p = .001,butnotin theyoungp e r sstamnes 6

againreplicatingtheresultof theOneWayANOVAs previouslyreported.Posthoctests

on the

mean scores suggesting a significant decrease in Peer Problem difficulties between

parentso

and T2. Posthoctestsonthet e a ¢ st@egasplrtedsignificancebetweenl1 andT2,

andT2 and T3 with mean scores showing a significant decrease betwgand 2 but

a significant increase in PP difficulties betweeh &ndT3.

Table49 alsoreportsthe findings for the main effect of casenestor the threegroups.

Thereis no evidenceof a significantdifferencefor typical andatypicalasreportedby

Young Peoplé-(3, 18) = 1, 28p = .085 and parents(1.91) = 1, 24p = .180. However
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there was a significant difference in teachers' repef{19.52) = 1, 23p = .004.
Examinationof the meanscoressuggestghat overall, the young people,parentsand
teachers reported Atypical to score higher than Typical on the Strengths and Difficulties

Questionnaire PBubscale.

Table 50below presents the Strengths and Difficulties Questionnaire EMOT subscale
scores for the young peoplparentsandteachers.

Table 50 Strengths and Difficulties Questionnaire EMOT Subscale for Young People, Parents and
Teachers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
interval
Typical Atypical Total Typical Atypical Total Typical Atypical Total
| M (SD) M(SD) M M(SD) M(SD) M M (SD) M
M (SD) (SD) (SD)
(SD)
SDQ 3.61 3.00 339 294 290 293 300 3.10 3.36
vp EMOT (2.06) (2.40) (2.16) (2.28) (1.85) (2.10) (2.40) (1.53) (2.09)
SDQ 214  6.55 408 2.00 4.73 320 178 5.00 3.20
b EMOT (1.79) (2.77) (3.14) (1.46) (2.68) (2.46) (1.80) (3.19) (2.94)
SDQ 1.44  5.67 408 111 453 325 277 4586 1.08
L Bver (1.23) (2.66) (3.03) (1.69) (2.32) (2.67) (2.16) (2.82) (2.74)
Scale Interaction Main effecttime Main effectgender
SDQ F=.110, df2,60 F=23.75 df 2,52 F=.542,df =,30
EMOTYP p=>0.05 p =>0.05 p =>0.05
SDQ F=1.77,df 2,46 F=297,df 2,46 F=20.67,df 2,23
EMOTP p =>0.05 p =>0.05 p = <0.05
SDQ F=218,df 2,44 F=201,df2,44 F=17.16,df 4,22
EMOTT p =>0.05 p =>0.05 p = <0.05

Looking first to the higher order effect, there was no evidence of signifit@nactions
betweercasenesandtimefor anyof thegroups.Movingthento thelowerordereffects,
Table 50 reports that that there weresigmificant differences for the Time effectihe
youngp e o p paeestsbr,teacherEMOT subscalescores.Table 50 alsoreportsthe
findings for the main effect of Caseness for the three groups. There is no evidence of

significant difference for Typical and Atypical as reported by young pde(pie?2) =

1,30p= . 799. However there was a B®0g6T) fi cant
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=1, 23, p = .000 and TeachersteportsF(17, 16) = 1, 22, p = .000. Examinationof
the meanscoressuggestghat overall the teacherseportedAtypical to scorehigher

thanTypical on the Strengths and Difficulties Questionn&ikéOT.

Table 51 presentsthe Strengths and Difficulties QuestionnaiRRO subscalescores
for the young people, parentsand teacherandunlike the Strengths and Difficulties
Questionnaire totaindsubscalethatmeasur@nprovementasdecreases scores over

time, the PRO subscale measures improvemeritgi@Easesovertime.

Table 51 PROSubscales Young People, Parents Beachers

Time T1 T1 T1 T2 T2 T2 T3 T3 T3
Interval

Time Typical Atypical Total Typical Atypical Total Typical Atypical Total
Interval M(SD) M (SD) M(SD) M (SD M (SD) M(SD) M(SD) M (SD) M (SD)
SDQ 8.05 8.60 8.22 7.91 8.20 8.00 8.18 8.30 8.21

Prosocial  (2.01)  (1.35)  (1.82) (2.02) (2.20)  (2.04) (1.59) (1.63)  (1.58)
YP

SDQ 9.50 6.75 823 921 7.67 850  9.50 7.50 8.57
Prosocial  (1.28)  (3.10)  (2.65_ (1.31) (2.46)  (2.45) (.940) (2.06)  (1.83)
P

SDQ 6.44 7.00 6.79  7.67 8.20 8.00  9.22 8.06 8.50
Prosocial (2.12)  (2.82)  (2.55) (2.59) (1.85)  (2.12) (1.09) (2.34)  (2.02)
T

Pattern of

Scale Interaction Main effect time Main effect casenes difference
SDQ PROYF F =.191, df 22,60) F =.299, df 22,60 F=.313, df =1,30

p =>0.05 p=>0.05 p =>0.05
SDQ PRCP F=262,df 2,48 F=1,15, df 2,48 F=8.84,df=1,24

p =>0.05 p =>0.05 p =<0.0%
SDQ PROT F 2.33,df 22,44 F=19.15,df =244 F=.001df =1,22 T1>Ts

p =>0.05 p = <0.05 p =>0.05 T1>Ts

Post hoc test:
significant at0.05

Asillustratedin Table51abovetherewasnoevidenceof significantinteractionbetween
casenessind time for young people,parentsor teachersMoving to the lower order

effects, Table51 reportsthatthattherewasa significantdifferencefor the Time effect

in the teacher s &09BRQ,444p= DG cThdreavasnaigoificans ,

di fference 1 n thee&2¥luwaA¥Pp=pe BRI7e D& Sdcer gpsar
F (2,44)=9.15,p = .083.Posthoctestsonthet e a c RROscsréshowasignificant

decrease fromT to T2,and T1 toT3.
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Table51 alsoreportsthe findings for the main effectof Casenes#or the threegroups.

There is no evidence of a significant difference for Typical and Atypical as reported by

young peopld=(1, 30) = .313p =.580 and teacheF1, 22) = .001p = .978, however

therewasasignificantdifferencan parentseports=(1,24)=8.84,p=.007. Examination

of the meanscoressuggestshatoverallthe teacherseportedAtypical to scorehigher

than Typical on the PR8ubscale.

Strengths and Difficulties Questionnaire Impact Score Caseness

Table 52below presents the descriptive statistics for the Strengths and Difficulties

Questionnaire Impact scores arsthowsthat there was no evidenceof significant

interaction betweencasenesandtime ont h e

Scores.

young

peopl eso,

par e

Table 52 Strengths and Difficulties Questionnaire Impact Score Caseness for the Young People, Parents

andTeachers
Time Tl T1 T1 T2 T2 T2 T3 T3 T3
interval
Atypical
Time Typical Total Typica Atypical Total  Typical Atypical Total
Interval M (SD) M (SD) M(SD) M (SD M (SD) M (SD) M (SD)M (SD) M (SD)
Time Typical Atypical Total Typica Atypical Total  Typical Atypical Total
666 750 714 .667  1.250 1.000 .333 2.00 1.28
SDQ Impact (.577) (.957)  (.755) (.577) (1.25) (1.00) (.577) (1.54) (1.25)
YP
SDQ Impact .666 .750 713 .666 1.25 1.00 .333 2.00 1.28
Pé6s (.577)  (.957) (.755) (.577) (1.25) (1.00) (.577) (1.15) (1.25)
SDQImpact 4 3.00 1.75 3.00 2.00 1.500 3.00 1.800
Tos 2.75 (-) 2.87) (.957) (-) (2.00) (2.73) (-) (1.64)
(2.06)
Scale Interaction Main effecttime Main effectcaseness
SDQ ImpactyP F=1.30 df=2,10 F= .419df=2,10 F=1.33 df=1l.5
P> 0.05 P> 0.05 P> 0.05
SDQ Impact F=2.491df=2,8P 6.05 F =.258, df 2,8 F=8.114df1,4
Subscald® P >0.05 P <0.05
SDQ Impacfl F =.634 df 22,20 F =1.861, df 2,20 F=.2.914,df4,10
P =>0.05 P =>0.05 P =>0.05

Likewise, there was no significant difference for the Time effect on the ypuag p| e s 6,
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par eant s & c hceressTable 52 also reportsthe findings for the main effect

of Casenessor the three groups.Thereis no evidenceof a significant difference

for casenesand non-casenesss reportedby youngpeopleF (1, 5) = 1.33,p = .135

and teacherB (1,10)=.2.91,p = .461. Howevertherewasa significantdifferencein

p ar ereportsFl, 4) = 8.11p= .046. Examination of the mean scores suggests that
overall, teachers reported that those in the clinical range scored higher than these in

normal/borderlingange.

Interim Summary

Thissectionreviewedhefindingsof the Two-WayANOVAs for TimeandCasenesfor

the young peoplesd, parentsod and teacher s
and subscale score as illustratadrable 53bvelow.

Table 53. Summaryof Significant Differencesfor Time and CasenessStrengths and Difficulties
Questionnairdotal and SubscaleéScoresy oung Peopl es 6 ,Repodsr ent s0 Teache

Measure Young Person Parents Teacher
Int. Time  Caseness Int. Time Caseness Int. Time Caseness
SDQtotal Ti:<T, Ti<T Atypical T: <Ts  Atypical T.>T, Atypical
T, <Ts T1 <Ts higher than higherthan T: <Tz higherthan
typical typical typical
CON
HYP Atypical
higherthan
typical
PP T, <T T.>T, Atypical
T <Ts higher
than
typical
EMOT Atypical Atypical
higherthan higher
typical than
typical
PRO Typical T.>T,
higherthan T1>Ts
Atypical
IMPACT Atypical
SCORE higher
than
typical

Table 53above highlights that cell counts fell below the basic rate of ten per ciet in

p a r eStrengtls and Difficulties QuestionnalrepactScoreandassuchis excluded
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from this section.Similarly,t e a ¢ 8QPBaddPROsubscale$or the maineffectof
Timeandt e a c &trengthstand Difficulties QuestionnaR®andEMOT subscalefor
themaineffectof Casenesdid not meetthe criterionof morethantenin each cell count
and were also excluded. Cell counts that fell below the basic ratengder cell are

bolded.

Asillustratedin Table53 above therewasasignificantinteractionbetweercasenesand

time for the youngp e o p dcaesb@étweenT1 andT2, andT1 and T3 with the young

people in the clinical range reporting a significal@crease in total difficultiess

compared to the young people in the normal to borderline range. This fisdopgests

that those in the clinical range may have benefited more from the EFP than thiee in

normal to borderline range. This is further sogied by the significandifferences
reported by the parentsdé and teachasonsd scor
suggestshatthosein theclinical rangemayhavebenefittednorethanthosein thenormal

to border |l i ne treaancghee.r sPba rsecnotrsedés aanladdinicals ugge st
range with hyperactivity and emotional difficulties may also have benefited tinane

those in the normal to borderlinenge.

Significant differences were reported for the main effect for Timéeyoungp e op |l es 6

and parentsodo scores three months athet er t hei
resultsof theOneWayANOVAs. However althoughsignificantdifferencefor themain

effect for Time were r epthe B3secdresihadrevenesl t eac h

to T1 scores three months after their participation iretRe.

Theyoungp e o pdcaresdiil not reportsignificantinteractionfor time andcaseness,
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main effect for time or main effect for casenes®n the Strengths andifficulties
QuestionnairesubscalesThey oung peopl es6, teachersodo or

report significance in either thmain effect for Time or foGender.

Thenextsectiornwill reviewtheTwo-WayrepeateaneasureANOVAS casenessytime
Youth At Riski Programme Evaluation Todlotal and Subscale scores for the young
people, parents aneachers. TwdWay Repeated Measures ANOVA Caseness by Time
Youth At Riski Programme Evaluation Todlotal Scores Young People, Parents and
Teaches

Asillustratedin Table54 belowtherewasno evidenceof significantinteraction

between CaseneasdTime for theyoungp e o p thaarp & r eonttesadc her s 0

Youth At Riski Programme Evaluation Todbtalscores.

Table 54 Youth At Riski Programme Evaluation Todbtal Scores for Young People, Parents

andTeachers
Time T, T, T T2 T T T3 T3 T3
Interval
Typical Atypical  Total Typical Atypical Total Typical Atypical Total
M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD) M (SD)
YarpetYP 5.52 5.79 5.361 5.75 6.11 5.87 5.98 6.23 6.06
(.89334) (1.12) (.978) (.914) (.795) (.873) (.845) (.968) (.866)
YarpetP 5.82 2.29 5.53 551 2.29 5.24 5.82 4.47 5.71
(.94501) (1.36) (1.24) (1.50) (.49667) (.61482)
YarpetT 4.17 4.26 4.23 7.41 5.09 5.86 5.26 5.48 541
(.506) (1.44) (1.18) (.000) (1.65) (1.74) (.674) (1.39) (1.17)
Scale Interaction Main effect time Main effect caseness Pattern of
difference
Yarpet Young F=.076, df 2,34 F=4.69, df =2,34 F=.478, df 4,17 T
People p =>0.05 p =<0.05 <T3p=>0.05
Yarpet Total F=1.863,df 2,20 F=2.481, df 2,20 F=15,125, df = (1,10
Parents p =>0.05 p =>0.05 >0.05
Yarpet Total F=20.223,df 2,20 F=41.247, df 2,20 F=.810, df =,10 T1<T,
Teachers p=>0.05 p =<0.05 p=>0.05 T <T;

Post hoctests
significant  at
0.05

A review of thelower ordereffectsindicatestherewasa significantdifference
for the Timeeffectin theyoungp e o pH(2e34)& 4.69,p = .016andteachers

F(2,20)=41.24p= . 000 scores but F{Re0)=R481,t he par e
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p = .642. Poshoc testson t he young people Oscore repo
between T and T3 with the meanscore suggestingignificant increase

betweenT1 and T3 with Posthoc testson the t e a ¢ bceressréporting

significance betweeniland T2, T1 and T3 but not T2 and T3. Areview ofthe

t e a c meamssoEssuggesta significantincreasebetweenl1 andT2, and

T1andT3. Table54 alsoreportsthe findings for the main effect of Caseness

for the threegroups. There is no evidenceof a significant difference for

Typical and Atypical asreported by young people, teachers or parents on the

Youth At Riski Programmetevaluation Tool PQubscale.

Table 55presents the Youth At Risk Programme Evaluation Toélersonal

Objective for the young people, parents and teadunes.Looking first to

the higherorder effect, therewas evidenceof significantinteractions between

caseness and time in the piaPrograimed and t eac

Evaluation ToolPO subscalscores.
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Table 55 Youth At Riski Programme Evaluation Tod*O Young People, Parents arehders

Time T T Ty T T2 T T3 T3 T3
Interval
Typical Atypical Total Typical Atypical  Total Typical  Atypical  Total
M (SD) M (SD) M (SD) M (SD) M (SD) M(SD) M (SD) M (SD) M (SD)
Yarpet 5.29 5.61 5.40 5.52 5.89 5.64 5.55 5.97 .874
POYP (.898)  (1.21)  (1.00)  (.930) 11.00) (.951) (.914) (.763)
Yarpet 4.25 4.00 4.16 5.44 3.86 4.86 5.52 4.11 5.01

POP 6 s (.94219) (.88889) (.88661) (1.20) 11.72) (1.54) (1.21) (1.09) (1.32)
Yarpet 3.91 3.67 3.74 6.88 463 527 488 500  4.96
POT 6 s .643)  1(58)  (1.35)  (.0000) 11.63) (1.72) (.865) (1.46) (1.28)

Scale Interaction Main effecttime Main effect Pattern of
caseness difference

Yarpet PO F =.081, df 22,44 F=2.88,df 2,44 F=.948df=1,22

YP p=>0.05 p =>0.05 p =>0.05

Yarpet PO F =4.045,df 2,18 F=4.02,d= 2,18 F=2.53,df=1,9 T1>T>

Po6s p =<0.05 p =<0.05 p =>0.05 T1>Ts

YarpetPO F=09.927,df2.24 F=23.68,df2,24 F=1.119df=1,12 T;>T,
TOs p=<0.05 p = <0.05% p =>0.05 T1>Ts

Post hoc tests
significant at.05

Table 55 showsthat significantinteractionwas reportedin thep a r eROtsihgcale

scoresF (2,18) = 4.045,p = .035andin thet e a ¢ R@subscdlescoresF (2, 24)
=9927p= . 001. Test of simple effects in t
within thed t y pgroumahdposthoctestsshowedsignificancebetweenT1 and T2,

andT1 and T3. An examination of the mean score indicates significant increases from
T1toT2,and TIto T3. Test of Si mpl e Effects in the
which reported significancen the 6 at y pgrowpavithdPosthoc tests reporting
significancebetweenT1 and T2, and Tl and T3 and a review of the mean scores
suggesting there wass@nificantincrease at both sets of time points. There was no
significantinteraction reportedithey oung per sons OF(P o) =s.@Bbscal e

p=.922.

Moving to thelower ordereffectstherewasa significantdifferencefor the Time effect

inthep a r eROtsubstalescore,F (2, 24) = 4.022,p = .036andthe Time effectin
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the teachei®

(2,44) = 2.88,p = 0.76. Posh o c

betweenT1 and T2, and T and T3 with mean scores suggesting significardrease

s 0Fd2, 245=123.68p=. 000

tests 0]

but

n

not i n tFhe young

t he

parentsd sco

between T and T2 and again from T to T3. Main effect relating to Time was also

found in thea e a ¢ RGsulBdale score. Pdsio ¢

a similar trend ashepar ent s6 wi t

tests

on t he

h si gniifandcTyg and &

and T3 and meanscoressuggesting significant increases at both tipeints. As

illustrated in Table 55 there is no evidence of a significant difference for Tygcal

Atypical as reported by the young people, parentsawhers.

Table56 presets the Youth At Riski Programme Evaluation Tool S€dbscalescores

for the young people,parentsand teachers.

teacher

report e

Table 56 Youth At Riski Programme Evaluation TooSocial Outcomes Young People, Parents and

Teachers
Time T1 T1 T1 T2 T2 T2 T3 T3 T3
Interval
Typical Atypical Total Typical Atypical Total Typical Atypical Total
M (SD) M(SD) M M(SD) M(SD) M M(SD) M(SD) M
(SD) (SD) (SD)
Yarpet 5.83 6.34 5.98 6.07 6.54 6.21 6.22 6.73 6.37
SOYP 1.18 1.21 1.18 1.27 .869 1.17 1.02 .845 0.985
Yarpet 6.80 5.11 592 6.80 5.11 592 6.74 5.26 5.97
SOP .933 1.385 1.45 9333 1.385 145 111 1.38 1.44
Yarpet 4.33 4.21 4.25 6.66 4.78 551 4.71 5.09 4.94
SOT 1.20 1.62 1.43 2.05 1.99 2.17 1.50 1.98 1.77
Scale Interaction Main effecttime Main effect Pattern of
caseness difference
Yarpet SO F=.007,df=2,44 F=256,df 22,44 F=1.159, df4,22
youngpeople p=>0.05 p =>0.05 p =>0.05
Yarpet SO F=.300,df=2.42 F=.056,df=2,42 F=11.734, df=
parents p =>0.05 p=>0.05 1,21
p=<0.05
Yarpet SO F=8.74,df 22,32 F = 13.25,df = F=.458df=,16 Ti1>T:
teachers p =>0.05 2,32 p=<0.05 p=>0.05

Post hoc tests
significant a0.05

Looking first to the higher order effect, Table 56 aboveillustratesthat therewas no
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evidence of significant interaction between caseness and time for anygodtips

Moving then to the lower order effects, Table 56 reports that that theresigrsfecant

di fference for the Ti me eifFogranime Evaluatohe t e
Tool subscale scores F (2. 32)13.25,p=.000 butnotin theyoungp e r ssocones(3,
44)=2.56,p=.088orthep a r escotes(@,42) = .056,p = .946.Theyoungper sons o
scoresdo not replicatethe Oneway ANOVAS which reportedignificant decrease in

the young -Peel0sdoessPosthvoaxr tests on the teacl
that there was significance between dnd T2. A review of the mean score suggests

there was a significant increase inth® u n g p e {Pst®OnbstweenyTamd T2.

Table56 alsoreportsthe findings for the main effect of Casenesfor the threegroups.
Therewasno evidenceof a significantdifferencefor Typical and Atypical asreported

by youngF(pe20pllep=06 . 293 and Féal6)FeAb8pd scor
.508. Howevetherewasasignificantdifferencein parentsteportsF (1,21)=11.734p

=.003. Examination of the mean scores suggests that overall parents reported Typical
to score higher than Atypicain the Youth At Risk Programme Evaluation Tool SO

subscale.

The third Youth At Riski Programme Evaluation TodEO subscalds presentedn

Table 57 below and showstherewas no evidence of significant interactions between
Caseness and Time significantd i f f er ence for the Time eff
parentsod or t e a c h eesulk of the Od¥ag ANO¥A reportetl | n g

earlier.
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Table 57Youth At Riski Programme Evaluation Todtnvironmental Subscale Young People, Parents

andTeachers
Time T1 T T1 T2 T2 T2 Ts Ts Ts
Interval
Typical Atypical Total Typical Atypical Total Typical Atypical Total
M(SD) M(SD) M M(SD) M(SD) M M(SD) M(SD) M
(SD) (SD) (SD)
Yarpet 5.29 5.71 542 5.36 5.30 5.34 5.23 5.83 5.42
EOYP (1.35) (1.84) (1.48) (1.47) (2.01) (1.61) (.49 (2.17) (1.70)
Yarpet 5.75 3.75 475 5.75 3.75 475 571 4.14 4,92
EO P (2.08) (2.05) (2.27) (2.08) (2.05) (2.27) (1.39) (2.39) (2.08)
Yarpet 6.42 4.07 490 6.42 4.07 490 5.92 4.84 5.22
EOT (2.20) (2.28) (2.48) (2.20) (2.28) (2.48) (2.24) (2.70) (2.54)
Scale Interaction Main effecttime Main effect
caseness
Yarpet EO young F =.643df=2,42 F =.259, df 22,42 F =.240, df 21,21
people p =>0.05 p =>0.05 p =>0.05
Yarpet EOparents F=.671, df 2,52 F = .466, df 2,52 F =6.508, df 1,26
p=>0.05 p=>0.05 p =<0.05
Yarpet EOteachers F=7.40, df 22,36 F =.333, df 22,36 F=3.148, df =1,18
p =>0.05 p=>0.05 p =>0.05

Table57 alsoreportsthe findings for the main effect of casenesfor the threegroups.

Therewasno evidenceof a significantdifferencefor Typical and Atypical asreported

by youngp e o pF @,20) = 2.40,p = .629andt e ac k €lr 18)6= 1.48,p =

0. 93.

p =.017. Examination of the mean scores suggests that overall parents reported Typical

However

t her e

was a

s i Fifli 26)i= 6.508, t

to score higher than Atypical on the Youth At RisRrogramme Evaluation TodO

subscale

Two-Way Repeated Measures ANOVA Caseness by Time Pidsa r r i s

Sel-Concept Scale Total Scores Young People

The Two-Way repeatedneasure ANOVA Casenesbytime PiersHar r i s

SeltConcept Scale young e o ptbta dres are presented in Tableb&8ow.
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Table 58 PiersHa r r i s C h iCbndept&ca@ $otaSSedrefYouRgople

Time T1 T1 T1 T2 T1 T1 T3 T3 T3

Interval

Time Typical Atypical Total Typical Atypical Total Typical  Atypical Total

Interval M(SD) M(SD) M M(SD) M(SD) M M (SD) M (SD) M (SD)
(SD) (SD)

Piers 46.26 42.07 4468 47.43 4429 46.24 4761 38.00 43.97
Harris  (6.50) (10.66) (8.43) (7.42) (12.31) (9.53) (11.82) (19.41) (15.61)

Scale Interaction Main effecttime Main effectcaseness
PiersHarris F =1.938, df 2,70 Fi1 1.510, df =2,70 F=731.988, df
Total Score p =>0.05 p =>0.05 1,35 p =>0.05

Looking first to the higher order effect, thavas no evidence of significaintteractions

betveen caseness and time. Tableebrts that that there was no significdifterence
fortheTimeeffectintheyoungp e o pRiessd@&r r i s Ch-4iCondeptScalotal Se |l f
score. Table58 alsoreportsthefindingsfor the main effect of casenessThereis no
evidenceof a significant difference for Typical and Atypical as reported by Young

Peopleonthe Pietdar r i s C hiCondept&Scale wtatbre.| f

Finally, the TweWay repeated measures ANOVA Casenbgstime PiersHarris

Chi | dr eContept SSatelydurge o psubscalécores are presented in Tabe

below.
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Table59. PiersHa r r i s Ch iCbndeptésScale Behd&ieuraf Adjustmentellectual and School
Status, Freedom from Anxiety, Happiness and Satisfaction and Physical Appearance and Attributes Total
and Subscate

Time T1 T1 T1 T2 Ta T T3 T3 T3
Interval
Time Typical Atypical Total Typical Atypical Total Typical Atypical Total
Interval M (SD) M (SD) M(SD) M (SD) M (SD) M(SD) M (SD) M (SD) M
(SD)
Beh 12.65 11.25 12.20 12.76 12.25 12.60 13.24 12.25 12.92
2.47 2.76 2.59 1.85 2.18 1.93 1.43 1.58 1.52
Int. 12.22 12.83 12.47 12.00 13.83 12.73 12.78 13.17 12.93
2.86 3.54 3.04 3.00 1.94 2.71 3.07 3.06 2.96
Phy. 8.07 8.86 8.32 8.60 10.00 9.05 9.00 9.29 9.09
2.46 1.77 2.25 2.02 1.05 1.88 2.59 1.97 2.36
Fre. 10.63 10.44 1056 11.19 10.78 11.04 11.00 11.33 11.12
2.15 2.74 2.32 3.27 2.16 2.87 2.60 2.82 2.63
Pop 9.31 8.75 9.13 10.06 10.38 10.17 9.94 10.13 10.00
1.35 1.16 1.29 1.48 1.40 1.43 1.73 1.72 1.69
Hap 9.29 9.43 9.33 9.53 10.00 9.67 9.53 10.00 9.67
1.047 787 963 .874 .000 761 .800 .000 .702
Scale Interaction Main effecttime Main effect caseness  Pattern of difference
Beh F=1.059, df 2,46 F=3.617,df =246 p =< F=944.295,df =(1,23p T:<T,
p =>0.05 0.05* =>0.05 T, <T3
Int. F=1.231, df 2,26 F=.477,df 2,26 F=311.532, df =(1,13p
p =>0.05 p =>0.05 =>0.05
Phy. F=.882, df 22,40 F=2.24,df 22.40 F =419.917, df 1,20
p=>0.05 p =>0.05 p=>0.05
Fre F = .3,64, df 2,54 F=6,26, df 2,54 F=.014, df 4,27
p=>0.05 p =>0.05 p=>0.05
Pop F=1.317,df 2,44 F=9.584,df =2,44p = F=1223.340, df £,22 T.<T,
p =>0.05 <0.05* p =>0.05 T1<T3
Hap F=.593, df 2,44 F=3417,df =244 p= F=1.32,df 4,22 T1<T,
p=>0.05 0.05* p =>0.05 T <Ts

Post hoc tests
significant  at
0.05

Lookingto the higher order effectinthe Pigdsa r r i s C h-4Cdnukpt Scalétstal Se | f
score, Tabl&9 illustrates there waso evidenceof significant interactionsbetween
casenessand time in the young p e o p | e 06Mosing ahenetcs the lower order

effects, Table 59 reportsthat that there was a significant difference for the Time

effect in the young p e o p $cerssih the BEH subscaled=(2, 46) = 3.617,p =

.035, HAP subscaler(2, 44) = 3.417,p =.042, POP subscalé(1, 22) = 1223.34(0)

= .000. Contrary however to the OA&ay ANOVAs, there was no significant
differencefor the Time effectin the youngp e o pPiegsH@ar ri s Chit | dr ends
Concept Scal@otal F(2, 70) = 1.93p =.228, INTF(1, 13) = 311.532 = .626 or the

FRE subscal&(1,27)=.014,p = .373. Poshoc tests reported significance betwegn T
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and T2, and TL and T3. A review of the mean scores suggests a significant increase at
both time points.There was no significance observed in the main effect relating to

caseness.

Summary and Interim Discussion

Table60 below highlights that cell counts fell below the basic rate of ten per d¢bkin

Youth At Riski Programme Evaluation Toblot al f or the young pe
scores, Youth At Risk Programme Evaluation ToolPO sulscale par ent sdé a
t e a ¢ hceresyd@uth At Riski Programme Evaluation To®O subscald e ac her s 0
scoresand PierstHar r i s C h4iCobndept&caleé andsSwech afe excluded. Cell

counts that fell below the basic rate of ten per celbaléed.

Table 60 Summary of Significant Differences for Time aDdseness

Measure Young Person Parents Teache
Inter. Time Caseness Inter Time Caseness Inter Time Caseness
Yar-Pet Ti1<Ts T1< T2
Total T1< T3
PO \Y T1i< T2 \Y Ti< T2
T1< T3 T1 <T3

SO Ti< T2
PH Total
Score
BA Ti< T2

T1 <T3
INT
PHY
FRE
POP T1< T2

T1 <T3
HAP T1< T2

_T1
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APPENDIX E ALL SAMPLE CODING FRAME

Summary codes for young people, thearents and teachers

Theme Topic Number Theme letter

Learning about horses A 1

Trust A 2

Leadership A 3

Emotional regulation B 1

Confidence B 2

Teamwork B 3

Communications B 4

Calmness B 5

Empathy B 6

Perseverance / B 7

managing challenges

Positive experience C 1

Understanding staff C 2

Timeframe for EAL C 3

Programme

Trust ride C 4

Small group C 5

Getting out of school C 6

No change D 1

No music D 2 _

Theme Theme Topic
Letter Number

Learning about horses A 1

Confidence B 1

Calmness B 2

Communication B 3

Behaviour B 4

No changes in behaviour C 1

Positive Experiences C 2

340



Learning about horses

Selfawareness

Selfregulation

Dealing withfrustration
Relationships

Social Skills (communications)
Selfmanagement

Confidence

Leadership
Calmness

Positive experience

Duration of Programme

Body Selawareness

Formalise feedback sessions

To have trust ride half way through the
programme

Small group

Quiet Time

Leading

Change of routine
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APPENDIX F. ALL QUESTIONNAIRES

Strengths and DifficultieQuestionnaire YoungPerson
Strengths and DifficultieQuestionnaire Parents
Strengths and DifficultieQuestionnaire Teachers
Yar-PetQuestionnaire YoungPerson
Yar-PetQuestionnaire Parent
Yar-PetQuestionnaire Teacher
PiersHarris YoungPerson
Yar-Pet Questionnaire (revised post pilot) | Young Person
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Strengths and Difficulties Questionnaire (Goodman1997)

Since coming to the clini¢, are your problems:
Much

. ‘ MGt W
For eachitem, plmmﬁthebmﬁ%ﬂmﬁm&%m«m%m twoul miﬁm%ﬂﬂﬂm&
biestyou can even ifyou are ot abifoTtely certain or [helitei seems daffl Please give yodr shswers on the bfisip of iow things

have been for you over the last month.

Wing Tothe ﬁlmi(: been helpiful m other ways, &g ptwndmg information or iaking the: pmbimﬂs mbre bearable?

Not Onlya QuiteNot  Soslegiiast Certainly

_ atall Tittle alot Trie Qeak  True
Iryto benice o cther people, | care about their fefiijes | OO O |
Larfi testless, | cannot stay still-for forng O 0O @
syttt Hastatent vy _’smmormwcofthefollewmgmcaﬁnohm@mm@

1wmmgrgamaﬁaﬁlmmy Temjsee r;ﬁﬁor definffe] ; D

Tam usgally on my-own, I'generally ﬂarmmmmmﬁeﬁ‘ _c,u, . ﬁ E SHo D

Tusually doas 1 am told O _ = O
- ' ||

N
| havé one goad friend of mare Not Orily a Quitﬂ
“fighta ot | can make other peaple do what | wanft Tatle i n
i l:?ﬂh'.bﬁéhilﬁhm'i TP E— ] ) l_] o D

10004
E]-é_‘j_EI.IjE] ‘

O

J;
Dnmmnn@meqgmmmm

3 S :'mmmwmm.m w:s@)v
lﬁmmmwﬁmnwﬂwe@mﬁ

I have many fmlmm’lyw atall lmk: a lot D %ﬂ‘
g0

1 finish the work P'm deing: My attention is good [ [ E

oiolooololooboobioobobloo

Your signature , it
Today's date...

Thank you very much for your help P ————
Please turn over - there are a few more questions on the other side
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Strengths and Difficulties Questionnaire Té-16
For eachvitom, please maik the box for Nol True, Semewhat True or Cedfainly True: 1t would belp us if you answered all itemsas
‘best you can even if you dre nobabsolulely certain of the itetit seemis daft! Please give your answers on the basis of the child's
Ghimmm A A e ven S e s e eyt e aivageeartas e M‘Im‘mh\

Date of Birtli

|

o|onoooooojooooooooooooooo|o)E
DDHDDDDDEDDUDDDDDFUDDDEDD{f

Considerite of viher people's feelings

Restless; overactive. cannol stay till for long.

Often complains of headdchies, stomach-aches or sickniess
Shares readily with other children (weats, toys, pencils ete.)
~ Often’ has temper tanirums.or hotfempers

Rathét salitary, feiids 1o play aloiie

Generaly shedient, isually does what adults request

Kany worries, often seems worried
 HetpRul i soeoné fs hise, upset or feeling il

Constanitly fidizeting or squirming
Hasatleastonegood filend
Ofién Gights with other children or bullies them

Ol ixbapty, Sovinebeaitnd tearful

Essily-distracted, conceniration. wanders
Nervotis oF elingy in few situations, easily loses canfidence
Kind to younger ehildren
Often lies:or cheats
 Picked on or bullicd by other children
Oen volunicers 1 hlp others (parent, teachers, oher children)
‘Thinks things out before acting
‘Sleals from home, school or elsewhere
“Gets on berterwith aduls than with other children
Many fears, easily sared
Sces tasks trough o the end, good atention span
Doyon have any other comments or concemns?

ojojojo|oiojoo|op|opepopoboboppol

Please turn over - there are a few more questions on the other side
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1s and Difficulties Questionnaire P aas
tlmmu _:m yauthink that’ your ::hﬂé has culfies iﬁ,msdr HioreE i}f‘t}m ﬁx}]&mmg areds:

2 & !ﬁﬁb fue: It would help mxfyﬂl answered all items as:
bm‘tm.tﬁn mmmm&alm cettain or: ﬂwﬁmw datt P‘Wywrm?] : basis of the child’s
.h&naﬁmmﬁﬂmm« idnths. L

_ " inor dehirite sevire o

P N U O

Not wnmm
True

l?

&12

©ften Wmmpm tapmwlmmm L»ess thsn
‘Rathersolitary. tends to plq;g alone: umw:m

e e e )

’\sfany wirries, ofién seems worried

OFFFEEERD
FFD@DDFDDE

Tas ““‘;m@“m“ argll Tittle alot

Ofton ights with cbher childeen or bullies s m M
Often unheppy., down-hearted or teartil = T

i

O

OgE,

Qenwﬂly\’tﬂwdby thahddrm

WRR RIS everyaay Tite i The Tollowing areas?

[ PR ————————— eastisNes confidence OTIY 2 Quite:
K‘i&ﬂ,w Vounger: &hﬂdm: ﬁlﬂT m
HIME: lof Eficats LI L

m oo g2
D00Ooooo|@oiooo

Dpoog g

nojoojojoop|opjoppoppobjosbp ol

e —_—— myﬁuerﬂaefamﬂymawhme?
mmbmm&:ap&smﬂmw

D o liavie aiy other commints 6r Goneers pall Iﬁi%

ad O

Dojojpppoopppopppo

o
D§1@

Oz

BRI cvcrmmisomresaom st sisssaams avaestvm sesssiysi prpusnrnnt DB s rprvcenseon

Moiher/Father/Ofhier {please: specify:)

Thask yoit véxy unieh for yous help

skt Boatman, 3005
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Sitice coming 1o the clinic, are-the child's problems:

Mugh A bit About A bit Much

| | O | O

Has coming to the-clinic been helpful in other ways, ¢.g, providing information:or making the problems more bearahle?
Not Onlya Qoite: A great
atall Titdle alot el

O O O ]}

Oiver the last month, has the:child had difficulties in one-or more-of the following areas: emotions, concentation,
biehavionr or being able te gel on with other peaple?
N difficulties  difficelties  difficales

| O a O
IEyou have-answered "Yes", please answer the following guestions about these difficilties:

iculties upset or distress the-ehild?
Not ! B Oudite A great.
atall fﬁf & It dﬁﬁm

O O O ]

« Do-the difficulties inerfere with the child's everyday Tife in thefollowing areas?

Nt Only & Quite A great
atall little ot deal

PEERRELATIONSHIPS [ 0 O O
CLASSROOM LEARNING [ ] O

« Do the difficuliies-put 2 burden on you or the ¢lass 45 a whale?

Not Only & Quite: A great
al all little alot deal

0 0 O O

Thank you very much for your help
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P.E.T.7 A (Neill, 2003)

Pag
PET — A
MWANME. Ak | pesirs| LATE TOHIAY:
MUALE C EEMALE. (ede PRI AEAN
Imsporsme Inzmections;
This i MUY o et - respoinl B Do lademerns hoeesily, the winy you 1eed o,
[ results are cely used for improvisg Rippleffioct 's prograne, nod for repocting on youw
In response to each statement, CIRCLE one nusher, using this rabing scale:
EalSE IRLE
MO LIEE ME LIKE ME
i 1 4 g & T &
s statermend doess't o Tl Bl e Il Slademed
egepibe: e wf all; 6 isn® =Ein inee tharn Talse dereribes e very well:
e ma at wll i is very mach like me.
FALRE TELE
STATEMEMT Bl Dl Liks mx

Q1. Creerall most things Tdo twm out well 123454678

Q1. Iwork bard at solving what's causims my problemas,

03. T write about my thoughts and feeling: in a joumal or diary.
04. People understand me when ["'m talkins,

0%, I know I have the ability to do anything [ want to do.

Q6. Goals are important to me.
07. T cooperate well when working in team.

Q8. T have an m-depth knowledge about the local natural environment.

09, by owm effort: and actions ares what will determime my foture
10. I rezpect other people.

11. T expres: my=alfin creative ways.
11. T razolve my conflicts with other peogple.

13. T emjoy living In my community.
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ST ATENENT Meldeme  Ldees
14. T 2am pood 2t deciding whether 2 risk i worth taking 12345678
15,1 believe humans mmastlive i barmony with ature i order tourvive. 12345678
16, Az aleader, [ zet people working well together. 123254678
17. 1 am a competent 222 kavaker. 123254678
15. Crverall [ have a lot to be proud of 12345678
19. 1 zolve problems: to the best of noy ability. 123454678
20 Tuseajoual o iy o record oy e periences, 12343678
21. T comemmicates effectively with other people. 12345678
21, When I apply myzelf to zomething I am confident I will succeed 123454678
23. Thave specific goals to aim for. 123454678
24 Tlike cooperating in a team. 123254678
25 Mylifeis mostty comrolled by esternal thimes. 12345678
26. T know a lot about Cazco Bay's ecogystem. 123454678
27. 1 think carefully aboat the consequences of oy risky actions 123254678
28 I'behave appropriately towards other people 12345678
20 Tlike to uzs ceative ways of exploring my thought: and feeling: 123454678
30, Lavoid wemecessary conflicts withothers, 12345678

31.If T kawre problems, thers are people in my comeunity who help me to
splve them 12345678
31. 1 think conserving natural ressources is necessary. 12345678
33.12m a capable leader. 123454678
34 1 am confident in my ability to handle wave:, high winds, and capsizes. 12 3456 7 8
IS MostthingsTdoTdomell ) 12345678
rishs are copyrpll aral may e he enmnsor :
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STATEMENT Ml Lleer
36. T am efective at solving the czose of py problems. 123454678
37. Tuse a journal as a way of dealing with things that are bappemingtome 1 23 4 5§ 7 8
3%, I understand other people when they are talking to me. 123454678
30 Ibelizve I can da it. 123454678
A lprtestmyoungnals e 12345678
41. Tam good 2t cooperating with team members. 123454678
41 T understand local environmental izsues, 123454878
43, If T succesd in life it will be becanzs of my efforis. 123454678
44, Tunderstand izzues of personal space, touck, and appropriate behavior

fomands other people 123434878
43, T explore my thoughts and feeling: creathvely, swch 2s through am,
_________ GEROTIEIL e L L3838 T8
44. 1 czm't deal with conflict. 123454878
47, T help p=ople in ey commuarity to get alons with each other, 123454678

45, I balancs pyy risk-faking behaviors -- I am pot too misky or too cawtions. 1 23 4 5§ 7 8
40, T belisve lumams have a responzibility to solve evironmertal

prphlepas. 123454678
50. 1 am a good leader when thmzs need to got done 123454678

51. 1 am capable of completing =22 kayaking trip of mors than six miles, 123454678

The Erd — Thaniyou
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+| PROGEAM EVALUATION TOOL — Observer Sheet

350

Frogram: Observation Number: 13t 2nd 3rd 4th Fole of Obzerver: ¢g, lnstructer
Mame of Observer: Date of Observation: ! J 2004 Dray of Program:
INSTRUCTIONS: Diescribed below ars 17 different aspects of young peaple’s personal, socizl and environwmental capacities. Pleaze rate YOUR

PERCEPTION of the degrae to which each individuzl appears to be effective in aach of the areas. Simply rate bazad on what you've observed of
2arh participant - do ot discuss with other staff or stodents. Wiriting your ratings in the boetes, nsing 2 scale from 1 to 8, 2z folloas:

Falze Alore false than true MNeither true or falze Alore true than false Truoe
1 2 i 4 5 ] v ]
Participant Names jane per column - rooen for 16)

Youth development areas

1 Self-Esteem

exlabits & Sigh level ol sell-esteem

T Self-Confidence
s the seli-conlidence to mamibes? what he'she desires @ lile

3 Locns of Control

Believes that has'her acoions and efboris determize whal Sappess
w0 himnher

4 Effective Froblem Solving

effective at solving probdemns

= ADIOfY (o Sef & Achieve Goals

edbective ol seting and achieving goals

& Reflective Journaling

s josmmaling o reflect on hasher experences




Participant Wames (one per colume - reem far 16)

Youth development areas

v Creafive self-Expression
expresses U his amd Beelings creatively, such as theossgh am
dTalde « TiLsIC

] Healthy Risk-taking
s Sezalthy misks (ool oo Cautious, ol B0 DEy | Ter e saae

ol SasBer grovwily and well-beimg

sealavalong Competence

whsse Els ol slm Kavaaimng skalls

10

FespectTUnderstand Ferzonal Eoundaries

appropristely respects personal space, oaech, and nales of

CETpdET
IT Conflict Resclufion
clbcclivedy hoads Gl anad resodves ke Ier sinttal anid LR R

comlles

I

Communication Sialls

communicates eflectively with oliers ininserpersonal anad

S selbimgs

13

Cooperafive [ eamwork

cooperales well working wils other teasn memb-ers

[4 Effective Leaderzhip

kaids elfecovely whem & task needs 1o be dong

13

Commanity Engagement

EiS O PO YE SEee OF OOty

16

Euvironmental Stewardzhip

e wotively concermed aied interesied imissies un the eoosy sler

17

Local Epvircamental Enowledge
wade An-deprih kmowkedge aboul the Camco Hay envirceeness and

SCNSy R
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Piers Harris self-concept scale (Piers, Dale, Harris & Herzberg, 2002)

THE ﬁlERs«-Hnnm 4 _
SELF-COHEEFT SCAI.E el

B R | e goc-d |d¢us.

R e o SRS _-?*

T, mﬁmgwwwﬂmmﬁfu&
cirgld Higth by 48" Pt b i gt

’%. mex: if

. yoou ‘v 5l ehvwtin our it ¢F13§i
r;; A Trongt vt om K nnﬁtuc&?;durnwﬂ

% ; Rzmambﬂr #hial M, Bie iy ¥ight oy
k32, ||:m:|c an ﬂy ]:mlher[sl |:|n|:|' '.'-ISh:‘T[S] oug critwrats. Criy il oy sl P How yeu

{:pei glﬁquf jtaqrsa”‘ I e 11DPB ﬁ‘ﬂb‘ mGI'IE

s F-ﬁzhmﬁi@.my.&m the wety yai racly ek insid.

34, lafien gel inkr rocble -
35, § arv'beiflert i bbms’
36 lam |u-:lq.r
3? ]m-: Fl:lf o

!
'l'l‘EETEFtH FS?EHDLD?ICJSL BERTICER

fe & EI}:H ¥ Lirs Buclauard
T i Lod Anglekist; b 07 1251
M e g : B e b, 20 A et

xh{qr'ﬂhﬁﬂ [T '59&-1‘- Eln ¥ Futs ol W E Fu =
Tt o he repreedired -0 el i ar | vl u n_g].u
Tkl oF Wgor Sy Iﬁgnﬁﬁl;q::

s Lh -\,:qn.;t—.-'-m

e

8. My parents er:q:nad b much nf me .
T8 Ec%mng‘?rhe -em_:-rltan : ST
A0 I feed lesft ot -;JF'Ihlug:a. ................................................ Ve fica : : P

BTl ST )
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P.E.Tc A

MALE / FEMALEircle one) PROGRAM:

NAME: AGE: (years) DATE TODAY:

Important Instructions:

This is NOT a tesgtrespond to the statements honestly, the way you feel now.
¢KS NBadz Ga NB 2yfeé dzaSR ¥TedidepordriglbiRy@ui vy 3
In response to each statement, CIRCLE one number, using this rating scale:

FALSE TRUE
NOT LIKE ME LIKE ME
1 2 3 4 5 6 7 8
This statement doesn’t More false More true This statement
describe me at all; it isn’t than true than false  describes me very well;
like me at all it is very much like me.
SOME EXAMPLES
A T am a fast thinker. 1 2 3 4 5 '(\15) 7 8

(Fred circled 6 because he believes that “T am a fast thinker” i1s sometimes true — it 18

sometimes like him.)

B. I am a good storyteller. 1 @ 3 4 5 6 7 B
(Mary circled 2 because she beli

- she doesn’t really tell good stories.)

‘es that “T am a good storyteller” 1sn’t like her much at all

FALSE TRUE
STATEMENT Not like Like me
me

01. Overall most things | do turn out well. 1 2345678
NHO® L 62NJ KIchRingimy prébemms@r1 2345678
03. | write about my thoughts and feelings inajournall 2345678
diary.

nnd tS2L)XS dzyRSNERGFIYR YS 1 2345678
05. | know | have the ability to do anything Ilwanttodo. 1 234567 8
06. Goals are important to me. 1 2345678
07. | cooperate well when working in team 1 2345678
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08. | IBave an indepth knowledge about the localnatural 23456 7 8
environment.

09. My own efforts and actions are what vd#termine 1 23456738

my future.

10. | respect other people. 1 23456738

11. | express myself in creative ways. 1 2345678

12. | resolve my conflicts with other people. 1 2345678

13. | enjoy living in my community. 1 23456738
FALSE TRUE

STATEMENT Not like Like me
me

14. 1 am good at deciding whether a risk is worthtaking 1 23456 7 8
15. | believe humans must live in harmony with natureitl 23456 7 8

order to survive.

16. As a leader, | get people workivgll together. 1 23456738
17. 1 am a competent atanoeing 1 23456738
18. Overall | have a lot to be proud of. 1 2345678
19. | solve problems to the best of my ability. 1 2345678
20. | use a journal or diary to record my kbeperiences. 1 234567 8
21. | communicate effectively with other people. 1 2345678
22. When | apply myself to something | am confidentlvl 23456 7 8
succeed.

23. | have specific goals to aim for. 1 23456738
24. | likecooperating in a team 1 23456738

25. My life is mostly controlled by things outsidenof 1 23456738

control

26. 1 know alotabout NI & | Y R edosystem K71 2345678
354



27. | think carefully about the consequences of myrisky 1 23456 7 8
actions.

28. | behave appropriately towards other people. 1 2345678
29. | like to use creative ways of exploring my thoughts 1 23456 7 8
feelings.

30. | avoidunnecessary conflicts with others. 1 2345678
31. If | have problems, there are peopleinmycommul 2345678
who help me

to solve them.

32. | think conserving natural resourcesisnecessary. 1 2345678
33. I am aapable leader 1 2345678
34. | am confident in mgbility to handle things that 1 2345678
happen stormy weather handle wavésgh winds, and

capsizes.

35. Most things | do | do well. 1 2345678
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APPENDIX G. INTODUCTORY LETTERS TO THE PARTICIPANTS PILOT

STUDY
Introductory Letter for the Pildstudy YoungPerson
Introductory Letter for the Pildstudy Parent
Introductory Letter for the Pildgtudy Teacher
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LETTER TO YOUTHT PILOT STUDY

Date

DearName

Theorganisations currently offering an Equine Assisted Learning programme for young
people within the greater Dublin area. As part of this two year prograhem@ganisation
would like to conduct research study to see how Equine Assisted Learningafégching
the young people who take part in fregramme.

I am writing to ask you if you would be prepared to participate in the main study. We
have already written to your parents who have given their permission for you to take
part

| have attachedn Information Sheet which gives more information on the stauhy.

Please understand that you are free to refuse to take part. The main study is not yelated to
taking part in the programme. If you are not interested in taking part in this ptedggndicate
this on the form and return this form in the stamped addressed enyaiujizd

The information provided by the study will be of great importance in helping us
to both continue with the programme and to impribve

Thank you for your cogidering the information in this letter. If you have
any questions please do not hesitate to coMaagtead Dowling:
0868569541

While there is no reward to yduyour views will helpThe organisatiowith
runningthe equine assisted learning servicthefuture.

If you have any questions about this study please feel free to contact me at the
number above.

Thank you for youhelp

JohnGreen Jacinta Holly
Chairperson Co-Ordinator
Organisation Equine Assisted Learnirfgervice
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LETTER TO PARENTS PILOT STUDY

Date

Dearparent

The organisatiois currently offering an Equine Assisted Learnimggramme within
the greater Dublin area. The sponsorship for this is ftimd Irish Bankswhich
started in January 2008 and is due to end in Dece2Qiodx.

As part of this two year pregmmeThe rganisationwould like toconduct research
study into how Equine Assisted Learning may be impacting on the ymaonude that
participate in th@rogramme.

We are writing to you to ask you if you would be prepared to take part in the Mainastddy
if you would be prepared to give your consent for your son/daughter to take padraseht
for his/her teacher to takmart.

Taking part would mean completing three questionnaires and taking paihteraiew.
The guestionnaires will take approximately 45 minutes to complete. The interview will
take approximately 30 minutes. | have attached an Information Sheet whicmgrees
information on the Maistudy.

Please understand that you are free to refuse to take part and that the study is not related

to your pupils participation in the progr amn
this

Main study, please indicatkis on the attached form and return this form in the

stamped addressed envelg@pevided

The information provided by the study will be of great importance in helping us
to both continue with the programme and to impribve

Thank you for your considergnthe information in this letter. If you have
any questions please do not hesitate to coMaaead Dowling:

0868569541

JohnGreen Jacinta Holly

Chairperson Co-ordinator

Organisation Foundation Equine Assisted Learnirfgervice
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LETTER TO TEACHERS PILOT STUDY

Date

DearTeacher

Theorganisations currently offering an Equine Assisted Learngmggramme
within the greater Dublin area. The sponsorship for this is from Allied Irish Banks
which started ildJanuary 2008 and is due to end in Decer2bés.

As part of this two year programniée organisatiomvould like to conductesearch study
into how Equine Assisted Learning may be impacting on the young peoptattheipate
in theprogramme.

We are wriing to you to ask you would be prepared to take part in the $fiadty.

Taking part would mean completing three questionnaires and taking part in an interview.
The questionnaires will take approximately 45 minutes to complete. The interview will
takeapproximately 30 minutes. | have attached an Information Sheet which gives more
information on the Maistudy.

Please understand that you are free to refuse to take part and that the study is notyelated to
pupil s par ti ci payouarenotiinterested i talpng paghisa mme . | f
Main study, please indicate this on the attached form and return this form in the

stamped addressed envelgpevided

The information provided by the study will be of great importance in helping us to
both continue with the programme and to impratve

Thank you for your considering the information in this letter. If you have any
guestiongplease do not hesitate to contildiread Dowling:0868569541

JohnGreen Jacinta Holly
Chairperson Co-Ordinator
Organisation Foundation Equine Assisted Learnirfgervice
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APPENDIX H. INFORMATION SHEETS ABOUT THE RESEARCH FOR

PARTICIPANTS - PILOT STUDY

Information Sheet about the research for the Sitatly YoungPerson
Information Sheeabout the research for the Pigtudy Parent
Information Sheet about the research for the Sitatly Teacher
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INFORMATION SHEET FOR
YOUTH PILOT STUDY

Research Study: Evaluation of the Equine Assisted Learning
ProgrammeContact details for theesearch team: Mairead Dowling
0868569541
Background an@urpose:

As part of a two year Equine Assisted Learning Programme, Jill Carey, as part of her
PhD.,is planning to carry out a research study on the impact of this programme on young
people.

This research will be supported (yhe organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Young
peopldetween the ages of 17, their parents and their teachers are being invited to
participate. This study will start in January 2009 and end in March 2010. While there is
no directbenefit or reward to yod;he organisationwill benefit from understanding
peopl es b6 workéheydo vath yound people through equine assisteding.

As part of this study there is a need to carry out a Main sttiol\see how people get
on with the questions and if they need to be changed iwany

What happens if we take partAWe are inviting you to take part in this study as
someone who is involved in the Equine Assisted Learning programme at or through
The organisation.

A If you agreeto take part yourself we will invite you to completethreequestionnaires
and totakepartin aninterview. The questionnairesake approximately45 minutesto
complete. The interview will take approximately@thutes.

A The interviews will be conductedby a researcherappointed by Dublin City
University. Interviews will be tapescorded to ensure that all relevant information is
collected.

A There are no known risks associated with takiag.

A If you decidenot to take part you will not be contactedaboutthis studyagainand
your involvement in the equine assisted learning programme will redfdaged.

What happens if | donot want to take part?

A If you decide not to take part,you will not be contacted about this study again aodr
involvement in the equine assisted learning programme will natféeted.
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A How will our information be protected? The questionnaireswill be stored separatelyin a secure
location in Dublin City University. When completing questionnaires, gegticipant willbe given
an ID number. Thiswill be usedfor anyinformation relatingto the study. The information which
links names and numbevsll be stored separately to the questionnairagsa secure location iDCU.

Once the information has been collected, all i n d i v icdniributions will remain
confidential tothe researchteamunlessthereis a concernfor ani n d i v isadety.@ll 6 s
individualswill be reminded of this at tleitset.

The recordingof the interviews will be transcribedand all identifying information will
be removed (e.g. namgsaces).

The only exceptions to confidentiality are if a child, parent or teacher responisthingthat
suggests a child is at risk of abuse or neglect. In this case, the researcher is reqeper to
her concerns to Equine Assisted Learninga@iinator who will implement therganisation
Policy on Child and AdulProtection

Voluntary Participation: It is up to you to decide whether you would like to take pambar
Participationis completelyvoluntary. You are free to withdraw at any time and you will

be reminded of this at the start of the study. After 5 years the ID key vadédisoyed and it

willno | onger be possibl e t emfomationhdr awn your or

What will happen to the results of the study?T'he information will be collected ke

research team. Outside of the research team and possibly examiners witimCliiy

University, nobody will have access to information on individuals who particip#te in
research. A report will be compiled féhe organisationand will be made available the

young people, parents, teachers and other interested indivashehtsganisations.
However no individual wil!l be identified in t
will be published in professional journals and presented at conferences, and will form part
of aPhDthesis submitted to the School of Nursindiublin City University. Recordings

of the interviews will be stored securely in a locked filling cabinet and destroyed after the
PhDthesis has been examined. The hard copies of information collected will be stored in a
locked filing cabinet in DCU andhipassword protected computer files. The data will be
destroyed after $ears.

Donét forget (Theee isa oconsent forin atfaahed mo'this information
sheet. Every person participating must return a signed cdosent

Thank you very muchfor supporting this study. Please keep this information foyour
records.
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INFORMATION SHEET FOR PARENTS PILOT STUDY

Research Study: Evaluation of the Equine Assisted Learning
ProgrammeContact details for the research team: Mairead Dowling:

0868569541

Background an@urpose:

As part of a two year Equine Assisted Learning Programme, Jill Carey, as part of her PhD,

is planning to carry out a research study on the impact of this programme orpgmynhe;

This research will be supported Biie organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Youngpeople

between the ages of 4177, their parents and their teachers are being invitpdrtipate.

This study will starin January 2009 and end in March 2010. While there is no direct

benefit or reward to you;he organisationw i | | benefit from underst
views of thework they do with young people through equine assistathing.

As part of this studyhere is a need to carry out a Main stiidg see how people get
on with the questions and if they need to be changed iwayny

What happens if we take partAWe are inviting you to take part in this study as a paoént
somebody who is involved in tHequine Assisted Learning programme at or throligk
organisation .

A If you agree to take part yourselfwe will invite you to complete 3 questionnaires and
to take part in an interview. The questionnaires take approximately 45 minutes to
complete. Thenterview will take approximately 3@inutes.

A Theinterviewswill be conductedby a researcheappointedby Dublin City University.
Interviews will be tapeecorded to ensure that all relevant informatiacoitected.

A There are no known risks associatathwakingpart.

A If you decide not to take part,you will not be contacted about this study again and your
involvement in the equine assisted learning programme will naffeéeted.

What happens if | do not want to takepart?

A If you decide not to take part, youwill not be contacted about this study again godr
son/daughtensivolvemenin theequineassistedearningprogrammaewill notbeaffected.
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How will our information be protected? The questionnairesvill be storedseparatelyn

a secure location in Dublin City University. When completing questionnaires, each
participant willbe givenan ID number.Thiswill beusedfor anyinformationrelatingto the
study. The information which linksnames and numbers will be stored separately to the
guestionnairesn a secure location iDCU.

Once the information has been collected, all i n d i v icdntributiomns will remain
confidential tothe researchteamunlessthereis a concernfor ani n d i v isadety.@ll 6 s
individualswill be reminded of this at tlmutset.

The recording of the interviews will be transcribed and all identifying information lveill
removed (e.g. nameglaces).

The only exceptions to confidentiality are if a chpdyent or teacher reports someththgt
suggests a child is at risk of abuse or neglect. In this case, the researcher is regeperd to
her concerns to Equine Assisted Learningdgadinator who will implement therganisation
Policy on Child and Adii Protection

Voluntary Participation : It is up to you to decide whether you would like to take pambar
Participationis completelyvoluntary. You are free to withdraw at any time and you will

be reminded of this at the start of the study. Aftgeéars the ID key will be destroyed and it

wilno | onger be possi bl e t amfomationhdr awn your or

What will happen to the results of the study?The information will be collected lihe

research team. Outside of the research teanpassibly examiners within Dubli@ity

University, nobody will have access to information on individuals who particip&te in
research. A report will be compiled fdéhe organisationand will be made available the

young people, parents, teachers atiger interested individuals and organisations.
However no individual wil!/ be identified in t
will be published in professional journals and presented at conferences, and will form part
of aPhDthesis submitte to the School of Nursing in Dublin City University. Recordings

of the interviews will be stored securely in a locked filling cabinet and destroyed after the
PhDthesis has been examined. The hard copies of information collected will be stored in a
lockedfiling cabinet in DCU and in password protected computer files. The data will be
destroyed after $ears.

Donét forget (Theee isa oconsent forin atfaahed mo'this information
sheet. Every person participating must return a signed cdosent

Thank you very much for supporting this study. Please keep this information for your
records.
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INFORMATION SHEET FOR TEACHERS PILOT STUDY

Research Study: Evaluation of the Equine Assisted Learning
ProgrammeContact details for the research tedi@iread Dowling:

0868569541

Background an@urpose:

As part of a two year Equine Assisted Learning Programme, Jill Carey, as part of her PhD,

is planning to carry out a research study on the impact of this programme orpgaynhe;

This research will be supported Biie organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Youngpeople

between the ages of 4177, their parents and their teachers are being invitpdrtipate.

This study will start in January 2009 and end in March 2010. While there is no direct

benefit or reward to you,he organisationw i | | benefit from underst
views of thework they do with young people through equine assistathing.

As part of this study there is a need to carry out a Main $ttiol\see how people get
on with the questions and if they need to be changed iwayny

What happens if we take part?We are inviting you to take part in this study as a teacher
of somebody who is involved in the Equine Assisted Learning programme at or tfioeigh
organisation .

A If you agree to take part yourselfwe will invite you to complete 3 questionnaires and
to take part in an interview. The questionnaires tagproximately 45 minutes to
complete. The interview will take approximately@thutes.

A Theinterviewswill be conductedby a researcheappointedby Dublin City University.
Interviews will be tapeecorded to ensure that all relevant informatiacolteded.

A There are no known risks associated with takiag.

A If you decide not to take part,you will not be contacted about this study again and your
involvement in the equine assisted learning programme will natféeted.

What happens if | do not wantto take part?

A If you decide not to take part, youwill not be contacted about this study again godr
pupil 6s involvement in the equaffeceedassi st e
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How will our information be protected? The questionnairesvill be storedseparatelyn

a secure location in Dublin City University. When completing questionnaires, each
participant willbe givenan ID number.Thiswill beusedfor anyinformationrelatingto the
study. The information which linksnames and numbers will be stored separately to the
guestionnairesn a secure location iDCU.

Once the information has been collected, all i n d i v icdntributiomns will remain
confidential tothe researchteamunlessthereis a concernfor ani n d i v isadety.@ll 6 s
individualswill be reminded of this at tlmutset.

The recording of the interviews will be transcribed and all identifying information lveill
removed (e.g. nameglaces).

The only exceptions to confidentiality are if a chpdyent or teacher reports someththgt
suggests a child is at risk of abuse or neglect. In this case, the researcher is regeperd to
her concerns to Equine Assisted Learningdgadinator who will implement therganisation
Policy on Child and Adii Protection

Voluntary Participation : It is up to you to decide whether you would like to take pambar
Participationis completelyvoluntary. You are free to withdraw at any time and you will

be reminded of this at the start of the study. Aftgeéars the ID key will be destroyed and it

wilno | onger be possi bl e t amfomationhdr awn your or

What will happen to the results of the study?The information will be collected lihe

research team. Outside of the research teanpassibly examiners within Dubli@ity

University, nobody will have access to information on individuals who participdte in
research. A report will be compiled fdéhe organisationand will be made available the

young people, parents, teachers atiger interested individuals and organisations.
However no individual wil!/ be identified in t
will be published in professional journals and presented at conferences, and will form part
of aPhDthesis submitte to the School of Nursing in Dublin City University. Recordings

of the interviews will be stored securely in a locked filling cabinet and destroyed after the
PhDthesis has been examined. The hard copies of information collected will be stored in a
lockedfiling cabinet in DCU and in password protected computer files. The data will be
destroyed after $ears.

Donét forget (Theee isa oconsent forin atfaahed mo'this information
sheet. Every person participating must return a signed cdosent

Thank you very much for supporting this study. Please keep this informatiofor your
records.
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APPENDIX |. LETTER TO PARTICIPANTS THREE MONTHS AFTER EAL

PROGRAMME

Letter to participants for 3 month followp  |All participants

Date

DearName (parent, young person derecher)

It is almost three months now since you filled out the questionnaire about the Equine
Assisted_earning Programme.

| am writing to let you know that | will be posting out the third and final set of
guestionnairesotyou within the nextveek.

As before, if you would like to withdraw from the study you may do so by contacting me at

this numbek
>

In the meantime, please contact me if | can be of
anyassistance. Thank you for assisting in this

study.

Yourssincerely
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APPENDIX J. INTERVIEW LETTERS AND SCHEDULE FOR THE

PARTICIPANTS: PILOT STUDY

Interview Letter and Schedule for tRdot YoungPerson
Study

Interview Letter and Schedule for tRdot Parent

Study

Interview Letter and Schedule ftirePilot Teacher

Study
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Pilot Study

Interview Schedule for the young person who has participated in the

EAL Programme

\Welcome
7and
Introduction

You are very welcome today, thank for taking the time to talk to me. My ng
is RESEARCHER

I would like totalk to you about your experience of the equine asdededing
programme that The organisation providds thatok?

Studyaim

The aim of this interview group is to find out more about what is means to

to bepart of theequine assisted learning programimebout being around the
horses. hopethat this interview will help us and other people to understa
what peopldike/dislike about being around therses

We will be tape recording our talk today so that we caarlisb each of you

and nobedistracted by takingotes.

The only people who will hear these tapes are | and other members o
researchteam. When 1| type them out we wilhike your name and other
information out othem.Try your best to speakearly

Participation

You are here so that you can tell us what you think. You are welcome to
whateveryou like on the topic.

If you decide not to say anything, that is dise. If you would like to stop the
interview, that is fine. You may withdraw frothe discussion at anstage.

Confidentiality

I will not be discussing what you say with anyone in The organisation
However, if thereis a concern for a pers@ safety, we may have to lef
someone know so that they can

Clarification

Is that okay withyou?
Do youunderstand?
Any guestions before watart?

Understanding
of EAL

The first question | would like to ask you is how would you describe equ
assisted

Self How do you think equine assisted learning (being around horses) aff
awareness people?

Emotional How did you feel each time you were doing the different activities thigh
awareness horses?

Can you tell me if different sessions made you dggtrently?
Can you give me somexamples?

Communication

I would like to talk to you about talking and listening to the hocsean you
tell mehow you told the horses whatdo?

How easy or difficult was that? How did this work? Can you give me
example?

What changes did you have to make if the horse dvbat do what you were
asking?

Can you give me some examplegtos?

Do you think you talk and listen hakanged?

Questions
andthanks

We are coming towards the end of the intervielut before we finish, | woulg
like to ask you if you have arguggestions as to how the equine assisted
learningprogrammecould be improved? Aything to do with the horses, the
placei the staffi oranythingthat comes to mine

And then finally do you have any questionsusP

Thank you so much for talking witrsuoday. By doing this, you are helping
andother adults understand more about equine assisted learaigg around
thehorses
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Pilot Study

Interview Schedule for parents of young people participatirige EAL

Programme

\Welcomeand
Introduction

You are very welcome today, thank for taking the time to talk to me. My
name is
RESEARCHER. | would like to talk to you about <names> experience of

Studyaim

The aim of this interview group is to find out more about what is means to
young peoplé@o be part of the equine assisted learning programateut
being around the horseshdpe that this interview will help wsd other
people to understand what peolke/dislike about being around the horses.
We will be tape recording our talk todaytbat we can listen to each of you
and not be distracted by taking notes.

The only people who will hear these tapes areantother members of the
researchheam. When | type them out we will take your name and other
information out of themTry your best to speak clearly

Participation

You are here so that you can tell us what you think. You are welcome to s
whateveryou like on the topic. If you decide not to say anything, that is als(
fine. If you would like to stop the interview, that is fine. You may withdraw
from thediscussion at any stage.

Confidentiality

| will not be discussing what you say with anyone in Thenigpation
However, iftherei@a concern for a personds
someone know so that they gamovide support (more discussion around thig

Clarification Is that okay with you? Do you understand? Any questions before we star
Understanding The first question | would like to ask you is how has <name> described

of Equine equine assistel@arning (being around the horses) to you?

Assisted How did s/he describe the sessions and the work with the horses?
Learning How did <name> describe any learning anyi that happened as part of the

sessions?

Selfawareness

Did <name> refer to anything s/he may have learnt about her/himself as p
of thesessions? How did <name> talk about the sessioti$iow she got
on?Can you give me some examples?

How do you think equine assisted learning (beirmund horses) has affected
<name>? Can you tell me what makes you think t6&? you give me some
examples?

Relationships

Whati if anyT changes hayou noticed in how s/he relates with her
brothers/sisters ather family members?

Can you give me some examples of this?

Have you noticed if <name> has changed in how s/he considers others in
family?

Can you give me some examples?

Behaviour

Haveyou noticed any changes in <names> behaviour since s/he started ir]
equineassisted programme (being around the horses)
Can you give me some examples of this?

Communications

Whati if anyT changes have you noticed about how <name> talks to her
brothers/sisters or and you as his/her parents? Can you give me some
examples?

Whati if any1 changes have you noticed about how <name> listens to
her/hisbrothers/sisters or you as his/her parents? Can you give me some
examples?
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Questionsand
thanks

We are coming towards the end of the intervietaut before we finish, |
would like toask you if you have any suggestions as to hdwem listening

to <name>the equinassisted learning programme could be improved?
anything to do with the horses, thiacei the staffi or anything that comes
to mind-

And then finally do you have any questions for us?

Thank you so much for talking with us today. By doing this, you are helpin
me andother adults understand more about equine assisted leanhagk
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Pilot Study

Interview Schedule for teachers of young people participating in the EAL

Programme

\Welcomeand
Introduction

You are very welcome today, thank for taking the time to talk to me. My igame
RESEARCHER and | would like to talk y@muabout your Rames> experiencsd
the equine assisted learning programme that The organisation pfiolsdbsit

Studyaim

The aim of this interview group is to find out more about what is meamitg
people to be part of the equiassisted learning programrmebout being around
thehorses. | hope that this interview will help us and other people to understa
whatpeople like/dislike about being around the horses. We will be tape recor(
ourtalk today so that we can listeng¢ach of you and not be distracted by taking
notes.

The only people who will hear these tapes are me and other members of the
researcheam. When | type them out we will take your name and other informa
outof them. Try your best to speak clearly

Paticipation

You are here so that you can tell us what you think. You are welcosag to
whatever you like on the topic. If you decide not to say anything, that iSreso
If you would like to stop the interview, that is fine. You may withdraw ftben
discussion at anstage.

Confidentiality

I will not be discussing what you say with anyone in The organisation . Howe
fthere is a concern for a personods
thatthey can provide support (more discussion ardhis)

Clarification

Is that okay with you? Do you understand? Any questions befostavie

Understandingf
EquineAssisted
Learning

The first question | would like to ask you is how has <name> des@théde
assisted learning (being around the horses) to you? Hos¥rdidlescribthe
sessions and the work with the horses? How did <name> describe any léafrni
anyi that happened as part of the sessions? Can you give mexamaes?

Selfawareness

Did <name> refer to anythirghe may have learnt about her/himself as patteof
sessions? How did <name> talk about the sessions and how sin@ got

Can you give me some examples? Howaoothink equine assisted learning
(being

around horses) has affected <name>? yoartell me what makes you thirtkis?
Can you give me sonexamples?

Relationships

Whati if anyi changes have you noticed in how s/he relates with other pupils
theclass or within the school? Cgaugive me some examples thiis?

Have you noticed if <namebkas changed in how s/he considers others in the cl
or school? Can you give me someamples?

Behaviour

Have you noticed any changes in <names> behaviour since s/he started in th
guineassisted programme (being around the horses) Can you give me some
exampleof this?

Communications

Whati if anyi changes have you noticed about how <name> talks to her /his
peersin the class or the school or to you as his/her teacherydaive mesome
examples? Whatif anyi changes have you noticed about havare> listento
her/his peers in the class or the school or to you as his/her teachg@uQase
me someexamples?

Questionsand
thanks

We are coming towards the end of the intervielaut before we finish, | would
like to ask you if you have any suggesti@ssto howi from listening to <name>
theequine assisted learning programme could be improved? anything to do w
thehorses, the pladethe staffi or anything that comes to mind\nd then finally
doyou have any questions for us? Thgoliso muchfor talking with us today.
By doing this, you are helping me and other adults understand more=gbiong
assisted learning thankyou

372



APPENDIX K. ASSENT AND CONSENT FORMS FOR THE PARTICIPANTS:

PILOT STUDY
Assent Form fothe PilotStudy YoungPerson
Consent form for the Pil&tudy Parent
Consent form for the Pil&tudy Teacher
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PILOT STUDY
ASSENT FORMi YOUNG PERSON

Research Study: Evaluation of the Equine Assisted Learning

ProgrammeAt The organisation

Name

Date of

Birth

Address

| have read and understood the Information Leaflet for this study
andl understand what taking part in this study willolve.

| have had time to consider whether | want to take part in this study. | have
had the chanc® ask questions and any questions | have asked have been
answered clearly.

| understand thainy participation is voluntary (that | have a
choiceasto whether | participate) and that | am free to withdraw
at any time if choose to dso.

I understandhat if | am invited to and agree to an interview sessions
will be tape recorded, that the tapes will be destroyed once they have
been typedand that all identifying information will beemoved

I understand that the information collected may be presamig/r
publishedn academic journals and at conferences, but that no individual
will beidentifiable from thenformation.

PLEASE CIRCLE YES OR NO TO THE FOLLOWING QUESTION
| agree to take part in thssudy YES NO

,,,,,,,,,,,,

eeeeeeeeeeee.

Name (inblockletters) Date Signature
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PILOT STUDY
CONSENT FORM:
PARENTS

Research Study: Evaluation of the Equine Assisted Learning

Programm@eAt The organisation

Name

Son/Daughters

Name Address

Teachers Name afebldress

| have read and understood the Information Leaflet for this study
andl understand what taking part in this study willolve.

| have had time to consider whether | want to take part in this study. | have
had the chance to ask questions and any quedtimange asked have been
answered clearly.

| understand thahy participation is voluntary (that | have a choice
asto whether | participate) and that | am free to withdraw at any
time if | choose to dso.

I understand that if | am invited to and agree toan interview sessionwvill be tape
recorded, that the tapeswill be destroyedoncethey have been typed, and that all
identifying information will be removed

| understand that the information collected may be presented and/or
publishedn academigournals and at conferences, but that no individual
will beidentifiable from thenformation.
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PLEASE CIRCLE YES OR NO TO THE FOLLOWINQUESTION

| agree to take part in this studyes

Name(in block letters) Date

| agreeto my son/daughter Yes
taking part in thistudy

Name(in block letters) Date

| agreeto my sons/daughters  Yes
teacher taking part in thigudy

Name(in block letters) Date
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No

Signature

No

Signature

No

Signature



PILOT
STUDY
CONSENT
FORM
TEACHERS

Research Study: Evaluation of the Equine Assisted Learning

Programmaet The organisation

Name

Pupilds Name

SchoolAddress

| have read and understood the Information Leaflet for this study and |
understand what takingart in this study willnvolve.

| have had time to consider whether | want to take part in this study. | have had the
chance to ask questions and any questions | have asked have been arieanyed

| understand thany participation is voluntarfthat | have a choice as to
whethell participate) and that | am free to withdraw at any time if | choose to
doso.

| understand that if | am invited to and agree to an interview sessions will be tape
recorded, that the tapes will be destroyed once theg heen typed, and that all
identifying information will beremoved

| understand that the information collected may be presented and/or published in
academic journals and at conferences, but that no individual will be identifiable from the
information.

PLEASE CIRCLE YES OR NO TO THE FOLLOWING QUESTION

| agree to take part in thesudy YES NO

Name (in blocKetters Date Signature
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APPENDIX L. PROTOCOL FOR PARTICIPANTS: PILOT STUDY

Protocol for the pilostudy YoungPerson
Protocol for the pilostudy Parent
Protocol for the pilostudy Teacher
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Protocol YoungPerson

The following guidelines will apply if a young person disclosesensitive
information during the interview process:

. In the event of young person disclosing information of a sensitive natutbeo
researcher, the researcher will cease recording immediately and allgwuting

person to complete his/héialogue.

. Reassurance will be given to the young person that they will not behpdrigany
way for the information that he/she have disclosed and comfort measures giilen

to remove any anxiety that the young person may have regaating

. The researcher will inform the young person that the information that hedshe
disclosed must be communicatedrtee organisationEquine Assisted Learning

Service Ceordinator

. Although all participants will be told that the information they provide wilirbated
confidentially, if a young person discloses information that raisasern foithe
interviewer, at all times the safety and welfare of the young person mugtitaty

and appropriate action must taéen.

Giving information to others for the protection of a young person is not a bogach

confidentiality (ChildrerFirst 1999)

. Any reasonable suspicion of abuse (physical, emotional, neglect) mus elicit
response from the care giver / those responsible for the young persioa i.e.

interviewer (Children Firsi999).

. The young person will be reunited with thisacher or referral agenstaff
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G. The researcher will inform the teacher or referral agency staff about the
informationthat the young person has disclosed during the interview process and

all eventdeading up talisclosure.

H. The researcher will inforrthe teacher or referral agency staff that shehwill
reporting the incident to the Gwdinator of theorganisation EquineAssisted
Learning Service in line with therganisation Policy on Child and Adult

Protection.

I. Reassurance will also be giventbh@ young person and the family tkfae
termination of the interview will not affect their participation in the Equine

Assisted Learningrogramme.

Signed:

Researcher
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Protocol forParents

The following guidelines will apply should a parentshow signs o&nxiety/distress
during the interview

A. The interview and recording will ceasemediately

B. Reassurance and comfort will be given to the parent byetiearcher

C.The referring agency wil/l be aevpnisai sed

|l eading up to téangetyparentds feelings of

D. Reassurance will be given to the parent that the termination of the interviavowill

affect their son/daughters participation in the Equine Assisted Le&@ainge.

Signed:

Researcher

381



PROTOCOL FOR TEACHERS

The following guidelines will apply should a teacher show signs ahxiety/distress

during the interview

1. The interview and recording will ceasemediately

2. Reassurance ammdmfort will be given to the teacher by tlesearcher

3. The referring agency will be appraised on the teachers emotionarsate

events leading up to the teachers feelinganaiety

4. Reassurance will be given to the teacher that the termination ioténaewwill

not affect their pupils participation in the Equine Assisted Lear@ergice

Signed:

Researcher
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APPENDIX M. INTRODUCTORY LETTER TO PARTICIPANT MAIN STUDY

Introductory letter for the mastudy YoungPerson
Introductory letter for the maistudy Parent
Introductory letter for the maistudy Teacher
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Letter to youth Main
study

Date :

Dear

Name

Theorganisations currently offering an Equine Assisted Learngnggramme for
young people within the greater Dublin area. As part of this twopregrammehe
organisatiorwould like to conduct research study into how EquissistedLearning
may be impacting on the young people who participate ipribgramme.

| am writing toask you if you would be prepared to participate in the study. We have
already written to your parents who have given their permission for you tpdeke

| have attached an Information Sheet which gives more information on the restadsch

Please uderstand that you are free to refuse to take part and that the study is notoelated
you joining in the programme. If you are not interested in taking part in this ptadge
indicate this on the form and return this form in the stamped addresgeldpgrovided

The information provided by the study will be of great importance in helping us
to both continue with the programme and to impritve

Thank you for your considering the information in this letter. If you have
any questions please dotr@sitate to contactame atnumber

While there is no reward to yauyour views will hep the organisationwith
runningthe equine assisted learning service inftiare.

If you have any questions about this study please feel free to contactirae at
number above.

Thank you for youhelp

JohnGreen Jacinta Holly
Chairperson Co-Ordinator
The organisation Equine Assisted Learnirfgervice
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Letter to parents main
study

Date:

DearParent

Theorganisatioris currently offering an Equine Assisted Learnprggramme within
the greater Dublin area. The sponsorship for this is from Allied Irish Balnich
started in January 2008 and is due to end in Dece20iGéx.

As part of this two year programriée organisabn would like toconduct research
study into how Equine Assisted Learning may be impacting on the yaaopude that
participate in th@rogramme.

As part of your son/daughters participation in the 8 week Equine Askisaeding

programme we are writinp ask you if you would be prepared to take partnesaarch

project and if you would be prepared to give your permission for him/her to take part.

We are also asking if you would give your consent for your son/daughters teacher to take
part.

Takingpart would mean completing three questionnaires before and aftesoyddaughters
starts the 8 week Equine Assisted Learning programme. The same questionnairegsgould
be filled out three months after the completion of the Equine Assisted Le&nogrgmme.

The questionnaires will take approximately 45 minutes to complete. We may alsd ask if
would be possible to carry out an interview with you 3 months after the programme. |
have attached an Information Sheet which gives more information on daeatessudy.

Please understand that you are free to refuse to take part and that the study is not related
to your son/daughters participation in the programme. If you are not interested in taking
part in this study, please indicate this on the form ananéhis form in the stamped
addressed envelopeovided

The information provided by the study will be of great importance in helping us
to both continue with the programme and to impribve

Thank you for your considering the information in teter. If you have
any questions please do not hesitate to contauie athumber

JohnGreen Jacinta Holly
Chairperson Co-Ordinator
The organisationFoundation Equine Assisted Learnirfgervice
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Letter to Teachers Main Study

Date:

DearTeacher

Theorganisations currently offering an Equine Assisted Learngnggramme within
the greater Dublin area. The sponsorship for this is from Allied Irish Balnich started
in January 2008 and is due to end in Decer2bée.

As part of this two year programri&e organisatiomould like toconduct research
study into how Equine Assisted Learning may be impacting on the ymaaoude that
participate in th@rogramme.

As part of your pupi |Eguine pssistet liearmirgr@gtamnmen i n t he
we are writing to ask you if you would be prepared to take part in a research pkgect.

have written to the parents of the child in your class and they have given permissien for

to contactyou.

Taking part would meacompleting three questionnaires before and after your gtapis
the 8 week Equine Assisted Learning programme. The same questionnaires wole also
filled out three months after the completion of the Equine Assisted Ledroggamme.

The questionriees will take approximately 45 minutes to complete. We may also sk if
would be possible to carry out an interview with you after the programme. Idttaahed
an Information Sheet which gives more information on the researdiz.

Please understaridat you are free to refuse to take part and that the study is not telated

your pupils participation in the pthisogr amme.
study, please indicate this on the yellow form and return this form in the stachiredsed
envelopeprovided

The information provided by the study will be of great importance in helpitm us
both continue with the programme and to impribve

Thank you for your considering the information in this letter. If you lzane
guestions mase do not hesitate to contagame atnumber

JohnGreen Jacinta Holly

Chairperson Co-Ordinator
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APPENDIX N. INFORMATION SHEETS ABOUT THE STUDY FOR PARTICIPANS:

MAIN STUDY
Information Sheet about the research forrtteen Study YoungPerson
Information Sheet about the research for the rS&uly Parent
Information Sheet about the research for the rS&uly Teacher
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INFORMATION SHEET FOR YOUTH MAIN STUDY

Research Study: Evaluation of thquine Assisted Learning

ProgrammeContact details for the researtetam

Background an®urpose:

As part of a two year Equine Assisted Learning Programme, Jill Carey, as part of her
PhD,is planning to carry out a research study on the impact of thisgroge on young
people.

This research will be supported the organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Young
peopldetween the ages of 1177, their parents and theeachers are being invited to
participate. This study will start in January 2009 and end in March 2010. While there is
no directbenefit or reward to youhe organisatiowill benefit from understanding
peopl es 6 worké¢heydo vaith youny peoptarough equine assistézhrning.

What happensif wetake part? Weareinviting youto takepartin this studyassomeone
who will be involved in the Equine Assisted Learning programme at or thitbegh
organisation .

A If you agree to take part yourselfwe will invite you to complete 3 questionnaires
which will be sentout two weeksbeforeyou startthe 8 week programme pne week
after the programmeendsand againthree monthsafter the programmeends. The
guestionnairetake approximately 45 minutes¢ompete.

A Wewill alsocontactyour parentsandteachemskingthemtofill outsimilar
guestionnaires.

A We may also be contacting you asking your permission to interview yountEingews
will be conducted by a researctagpointed by Dublin City University. Interviews will
be taperecorded to ensure that all relevant informatioroitected.

A There are no known risks associated with takiag.

A If you decide not to take part,you will not be contacted about this stuatyain andyou
involvement in the equine assisted learning programme will natféeted.

What happens if | do not want to take part?If you give your consent getvolved,

A We will invite you to complete 3 questionnaires and will help you to fill thisuf wish.
Questionnaires will be completed 2 weeks before the 8 week programme, 1 week after
the programme and 3 months after the end optbgramme

A Wemayalsobecontactingo askyour permissiorto interviewyou. Theinterviewswill
be conducted by eesearcher appointed by Dublin City University. Interviews will be
tape recorded to ensure that all relevant information is collected. The interview will take
part3 months after you finish thogramme.

A There are no known risks associated with takiart

A If you decide not to take part, youwill not be contacted about this study again and
your involvement in the equine assisted learning programme will redtdusged.

How will our information be protected? The questionnairesvill be storedseparatelyn

a secure location in Dublin City University. When completing questionnaires, each
participant will be given an ID number. This will be used for any information relating to the
study.The
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information which links names and numbers| g stored separately to the questionnaires
in a secure location iIDCU.

Once the information has been collected, all i n d i v icdntrilutioasdwill remain
confidential tothe researchheamunlessthereis a concernfor ani n d i v isadety.®&ll 6 s
individualswill be reminded of this at tlaitset.

In theeventthatyouinvitedto andagreeo beinterviewedtheinterviewwill berecordedThe
recordingof theinterviewswill betranscribedndall identifyinginformationwill beremoved
(e.g.names places).Somequotesmay be usedin the researchreport but the identity of
the parent or young person or teacher in question will not be reported amdeatifying
information will beremoved.

The only exceptions to confidentiality are if a dpibarent or teacher reports somethimast
suggests a child is at risk of abuse or neglect. In this case, the researcher is regejred to
her concerns tthe organisationand the relevardguthorities.

Voluntary Participation : It is up to you tadecide whether you would like to take part or

not. Participationis completelyvoluntary. You are free to withdraw at any time and you

will be reminded of this at the start of the study. After 5 years the ID key will be destroyed
and itwill nolongerbe@ ossi bl e t o withdridomatopmur or your

What will happen to the results of the study?The information will be collected e
research team. Outside of the research team and possibly examiners withirCiiyblin
University, nobody willhave access to information on individuals who participatiean
research. A report will be written féine organisationand will be made available to the

young people, parents, teachers and other interested individuals and organisations.
Howevermnoi ndi vi dual wi I | be identified in thes
will be published in professional journals and presented at conferences, and will form part
of aPhDthesis submitted to the School of Nursing in Dublin City University. Rigs

of the interviews will be stored securely in a locked filling cabinet and destroyed after the
PhDthesis has been examined. The hard copies of information collected will be stored in
a locked filing cabinet in DCU and in password protected compitgsr The data wilbe
destroyed after $ears.

Dondét forget (Tihee isaoconsent forin attaahed no!this information
sheet. Every person participating must return a signed cdosemnt

Thank you very much for supporting this study.Please keep this informatiorfor your
records. The organisation Foundation Equine Assisted LearningService

INFORMATION SHEET FOR PARENTS
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Research Study: Evaluation of the Equine Assisted Learning Programme
Contactdetails for the resear¢dbam

Background an®urpose:

As part of a two year Equine Assisted Learning Programme, Jill Carey, as part of her PhD,

is planning to carry out a research study on the impact of this programme ornpgmohe;

This research will be supported Biie organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Youngpeople

between the ages of 4177, their parents and their teachers are being invitpdrtipate.

This study will starin January 2009 and end in March 2010. While there is no direct

benefit or reward to yod'he organisationwi | | benef it from understan
views of thework they do with young people through equine assistathing.

What happens if we take partAWVe are inviting you to take part in this study as a papént
someone who will be involved in participating in the Equine Assisted Learning programme
at or throughrhe organisation.

A If you agree to take part yourselfwe will invite you to complete 3 questionnainghich
will be sentout two weeksbeforeyour son/daughtestartsthe 8 week programmepne
weekafter the programmeendsandagainthreemonthsafter the programmeends.The
guestionnaires take approximatelymbiutes tacompete.

A We will also contact your son/daughtoeros te
fill out similar questionnaires.

A We may also be contacting you asking your permission to interview youniEneiews
will be conducted by aesearcher appointed by Dublin City University. Interviews will
be taperecorded to ensure that all relevant informatioroitected.

A There are no known risks associated with takiag.

A If you decide not to take part,you will not be contacted abotltis study again and your
s o n/ d a pagtibigatiomndhsequineassistedearningprogrammavill notbeaffected.

What happens if my son/daughter takes part® you give your consent for

your son/daughter to participate, we will then invite himtbdake part in the

study.

A Wewill invite your son/daughteto complete3 questionnaireandwherenecessarywe
will offer assistance. Questionnaires will be completed 2 weeks in advance oktek8
programme, 1 week after the programme and 3 maiftesthe end of therogramme

A We mayalsobe contactingyou and your son/daughteraskingpermissionto interview
him/her. The interviews will be conductedby a researcheappointedby Dublin City
University. Interviews will be taperecordedto ensurethat all relevantinformation
is collected. The interview will take place 3 months after the end gfrtdgramme.

A There are no known risks associated with takiag. If your son/daughter decides
not to take part, s/he will not be contacted aboutstinidy again and his/her
participation in the equine assisted learning programme wibeaffected.
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How will our information be protected? The questionnairesvill be storedseparatelyn

a secure location in Dublin City University. When completiggestionnaires, each
participant will be given an ID number.This will be usedfor anyinformation relatingto

the study. The information which links names and numbers will be stored separately to the
guestionnairesn a secure location iDCU.

Once the information has been collected, all i n d i v icdntributions will remain
confidential tothe researcheamunlessthereis a concernfor ani n d i v isadety.®&ll 6 s
individualswill be reminded of this at tlaitset.

In theeventthatyouinvitedto andagreeo beinterviewedtheinterviewwill berecordedThe
recordingof theinterviewswill betranscribedandall identifyinginformationwill beremoved
(e.g. names,places).Somequotesmay be usedin the researchreport but the identity of
the parent or young person or teacher in question will not be reported andeanrtifying
information will beremoved.

The only exceptions to confidentiality are if a child, parent or teacher reports sontbtting
suggests a child is at risk of abuse orleety In this case, the researcher is requireckfmrt
her concerns tdhe organisationand the relevarguthorities.

Voluntary Participation : It is up to you to decide whether you would like to take part or

not. Participations completelyvoluntary. You are free to withdraw at any time and you

will be reminded of this at the start of the study. After 5 years the ID key will be destroyed
anditwillno | onger be possi bl e tidormationnhdr aw your

What will happen to the results of the study?'he information will be collected ke

research team. Outside of the research team and possibly examiners withirCiiyblin
University, nobody will have access to information on individuals who participéte i
research. A report will be compiled fdohe organisationand will be made available to

the young people, parents, teachers and other interested individuals and organisations.
However no individual will be identified in these or any other repotiseT st udy 6 s r e ¢
will be published in professional journals and presented at conferences, and will form part
of aPhDthesis submitted to the School of Nursing in Dublin City University. Recordings

of the interviews will be stored securely in a lockidithg cabinet and destroyed after the
PhDthesis has been examined. The hard copies of information collected will be stored in a
locked filing cabinet in DCU and in password protected computer files. The data will be
destroyed after $ears.

Do n 6t ttHecongem form!There is a consent form attached to this information
sheet. Every person participating must return a signed cdosent

Thank you very much for supporting this study. Please keep this informatiofor your
records.
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INFORMATION SHEET FOR TEACHERS i MAIN STUDY

Research Study: Evaluation of the Equine Assisted Learning
Programme

Contact details for the research team: Mairead Dowling:

0868569541 Background afdirpose:

As part of a two year Equine Assisted Learning Programme ali#ty, as part of her PhD,

is planning to carry out a research study on the impact of this programme onpgmjohe)

This research will be supported Biie organisation, the School of Nursing in Dublin

City Universityand the School of PsychologyUniversityCollegeDublin. Young
peopldetween the ages of 4177, their parents and their teachers are being invited to
participate. This study will start in January 2009 and end in March 2010. While there is no
directbenefit or reward to you,he orgarsation will benefit from understanding

peopl es 6 worké¢heydo vath young people through equine assistathing..

What happensif we take part? We areinviting you to takepartin this studyasateacher
/ supportpersonof someonewvho will be involved in participatingin the Equine Assisted
Learning programme at or throughe organisation.

A If you agree to take part yourselfwe will invite you to complete 3 questionnairgkich
will be sent out two weeks before your pupil starts thwe8k programme, one weaker
theprogrammendsandagainthreemonthsaftertheprogrammesnds.Thequestionnaires
take approximately 45 minutescompete.

A We will also contact your pupduéstosnaear ent s a

A We mayalso be contacting you asking your permission to interview youirkaeiews
will be conducted by a researcher appointed by Dublin City University. Interviews will
be taperecorded to ensure that all relevant informatiocoitected.

A There are no knowrisks associated with takinmart.

A If you decide not to take part,you will not be contacted about this study again and your
pupil s participation in the eaqfiecgtede assiste

What happens if my pupil takes part?

A Wewill invite your pupil complete3 questionnaireandwherenecessarywe will offer
assistanc&uestionnairewill becomplete® weeksn advancefthe8weekprogramme,
1 week after the programme and 3 months after the end pfdgeamme

A Wemayalsobecontactingyouandyourpupil askingpermissiorto interviewhim/her.The
interviews will be conducted by a researcher appointed by Dublin Qitiersity.
Interviews will be tapeecorded to ensure that all relevant informatiacoitected.

A There areo known risks associated with takipart.

A If your pupil decidesnot to take part, s/hewill notbe contactedaboutthis studyagain
and his/her participation in the equine assisted learning programme will aié¢ tted.
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How will our information be protected? The questionnairesvill be storedseparatelyn

a secure location in Dublin City University. When completing questionnaires, each
participant will be given an ID number.This will be usedfor anyinformation relatingto

the study. Theinformation which links names and numbers will be stored separately to the
guestionnairesn a secure location iDCU.

Once the information has been collected, all i n d i v icdntributioms will remain
confidential tothe researchteamunlessthereis a concernfor ani n d i v isadety.@&ll 6 s
individualswill be reminded of this at tlmutset.

In theeventthatyou areinvited to andagreeo beinterviewed theinterviewwill berecorded.

The recordingof the interviews will be transcribedand all identifying information will

be removed (e.g. names, places). Some quotes may be used in the research report but the
identity of the parentor young personor teacherin questionwill not be reportedand any
identifying information will beremoved.

Theonly exceptions to confidentiality are if a child, parent or teacher reports somtthaing
suggests a child is at risk of abuse or neglect. In this case, the researcher is regejred to
her concerns to Equine Assisted Learningadinator who will mplement th@rganisation
Policy on Child and AdulProtection.

Voluntary Participation : It is up to you to decide whether you would like to take part or
not. Participations completelyvoluntary. You are free to withdraw at any time and you

will bereminded of this at the start of the study. After 5 years the ID key will be destroyed
and itwill no longer be possible to withdraw yooformation.

What will happen to the results of the study?T'he information will be collected ke
research tean®utside of the research team and possibly examiners within DZibjin
University, nobody will have access to information on individuals who participéte in
research. A report will be compiled fohe organisationand will be made available to

the young people, parents, teachers and other interested individuals and organisations.
However no individual wil/ be identified 1|
will be published in professional journals and presented at conferences, andwpbit

of aPhDthesis submitted to the School of Nursing in Dublin City University. Recordings
of the interviews will be stored securely in a locked filling cabinet and destroyed after the
PhDthesis has been examined. The hard copies of informatitatiea will be stored in a
locked filing cabinet in DCU and in password protected computer files. The data will be
destroyed after $ears.

Dondét forget (tTiheee isa consent forin atfaahed no!this information

sheet. Every persqguarticipating must return a signed condenn.

Thank you very much for supporting this study. Please keep this informatioryour records.
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APPENDIX O. INTERVIEW LETTER AND SCHEDULE FOR

PARTICIPANTS: MAIN STUDY

Interview letter for the maistudy YoungPerson
Interview letter for the maistudy Parent
Interview letter for the maistudy Teacher
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Date

Dear Name (parent, young person ggather)

It is almost three months now since you filled out the questionnaire about the Equine
Assisted_earningProgramme.

I am writing to let you know that | will be posting out the third and final
setof questionnaires to you within the nextek.

As before, if you would like to withdraw from the study you may do so by contacting
meat this number <

In the meantime, please contact me if | can be of any

assistance. Thank you for assisting in ghigly.

Yourssincerely
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LETTER TO YOUNG PERSON RE: INTERVIEW: MAISTUDY

Date:

DearName

| am writing to you to ask you would take part in an interviewas part othe
study on equine assisted learnprggramme.

The interview will take approximately 30 minutesctomplete.

The interview will take place either in your school offhé organisation.
If at any sage you wish to withdraw from the interview you nuyso. |

will contact you next week to see if you are willing to tpket.

In the meantime, thank you for your support of this research ptojdete.

Yourssincerely

Researcher
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LETTER TO PARENTS/TEACHERS RE: INTERVIEW: MAIN STUDY

DearName

| am writing to you to ask if you would take part in an intervieag part of thetudy on
equine assisted learnipgogramme.

The interview will take approximately 30 minutesctimplete.

The interview will take place either @he organisationor bytelephone.
If at any stage you wish to withdraw from the interview you magadb
will contact you next week to see if you are willing to tpket.

In the meantime, thank you for yosupport of this research projectdate.

Yourssincerely

Researcher
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Main Study

Interview Schedule for the young person who has participated in the

EAL Programme

\Welcome
7and
Introduction

You are very welcome today, thank for taking the time to talk to me. My name i
RESEARCHER

I would like to talk to you about your experience of the equine assisted learning
programme that The organisation providds that ok?

Studyaim

The aim of this interview group is to find out more about what is means to you t
part of the equine assisted learning programrmabout being around the horses. |
hope that this interview will help us and other people to understand what peopl
like/dislike about being around the horses

We will be tape recording our talk today so that we can listen to each of you an
be distracted by taking notes.

The only people who will hear these tapes are | and other members of the rese
team. When | typ¢ghem out ve will take your name and othieformation out of
them.Try your best to speak clearly

Participation

You are here so that you can tell us what you think. You are welcome to say
whateveryou like on the topic. If you decide not to say anyththgt is also fine

If you would like to stop the interview, that is fine. You may withdraw from the
discussion at any stage.

Confidentiality

I will not be discussing what you say with anyone in The organisation . Howe\
if there isa concern for a pers@ safety, we may have to let someone know so th
they can

Clarification

Is that okay with you®o you understand®ny questions before we start?

Understanding
of EAL

The first question | would like to askou is how would you describe equine assist
learning (being around the horses) to a complete stranger?

Self How do you think equine assisted learning (being around horses) affects peopl
awareness Do you think it helps people to learn about themselves

Emotional How did you feel each time you were doing the different activities with the hors
awareness Can you tell me if different sessions made you feel differently?

Can you give me some examples?
Were there times when you had different feeliny¢Rat caused this?

Communication

I would like to talk to you about talking and listening to the ho¢sesn you tell me
how you told the horses what to do?

How easy or difficult was that? How did this work? Can you give me an exam
What changes did you have to make if the horse would not do what you were

asking?

Can you give me some examples of this?

Do you think you talk and listen has changed?

Questions
andthanks

We are coming towards the end of the intervigbut before we finish, | would like
to ask you if you have any suggestions as to how the equine assisted learning
programmecould be improved? anything to do with the horses, the gltoe staff

¢ or anythingthat comes to minéd

And then finally do yothave any questions for us?

Thank you so much for talking with us today. By doing this, you are helping me
other adults understand more about equine assisted legr@igg around the
horses
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Main Study

Interview Schedule for parents of young people participating in the EAL

Programme

\Welcome and
Introduction

You are very welcome today, thank for taking the time to talk to me.
name ISRESEARCHER. | would like to talk to you about <names>
experience of the equine

Study aim

The aim of this interview group is to find out more about what is mes
young peopléo be part of the equine assisted learning prograqai®ult
being around the horseshdpe that this interview will help us and othe
people to understand what peolke/dislike about being around the
horses. We will be tape recording our talk todayhed we can listen to
each of you and not be distradtby taking notes.

The only people who will hear these tapes are me and other membe
the researckeam. When | type them out we will take your name and
information out of themTry your best to speak clearly

Participation

You are here so thaby can tell us what you think. You are welcome {
say whateveyou like on the topic. If you decide not to say anything, t
is also finelf you would like to stop the interview, that is fine. You ma
withdraw from thediscussion at any stage.

Confidentiality

| will not be discussing what you say with anyonéhia organisation

However, if there i® concern for a pers@safety, we may have to let
someone know so that they qamovide support (more discussion arour
this)

Clarification Is that okay with you? Do you understand? Any questions before w
Understanding The first question | would like to ask you is how has <name> describ
of Equine equine assisteléarning (being around the horses) to you?

Assisted How did s/he describe the sessions tnedwork with the horses?
Learning How did <name> describe any learning any ¢ that happened as part

the sessions?

Selfawareness

Did <name> refer to anything s/he may have learnt abenhimself as
part of thesessions? How did <name> talk about the sessions and h
she got on?
Can you give me some examples? How do you think equine assiste
learning (being@round horses) has affected <name>? Can you tell m
what makes you think th?s

Can you give me some examples?

Relationships

Whatc if any ¢ changes have you noticed in how s/he relates with he
brothers/sisters ather family members@an you give me some
examples of this?

Have you noticed if <name> has changed in how s/he cemssidhers in
the family?Can you give me some examples?

Behaviour

Have you noticed any changes in <names> behaviour since s/he stz
the equinassisted programme (being around the hoiGas)you give m
some examples of this?

Communications

\Whatc if any ¢ changes have you noticed about how <name> talks t¢
his brothers/sisters or and you as his/her parents? Can you give me
examples?

Whatc if any ¢ changes have you noticed about how <name> listens
her/hisbrothers/sisters or you ashier parents? Can you give me son|
examples?

Questions and
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thanks chapter \We are coming towards the end of the intervgghut before we finish, |
would like toask you if you have any suggestions as to hdmem
listening to <name>the equinassisted learningrogramme could be
improved? anything to do with the horses, placec the staffg or
anything that comes to mind

And then finally do you have any questions for us?

Thank you so much for talking with us today. By doing this, you are
helping me andtheradults understand more about equine assisted
learningg thank you
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Main Study

Interview Schedule for teachers of young people participating in the

EAL Programme

\Welcomeand
Introduction

You are very welcome today, thank for taking timee to talk to
me. My names RESEARCHER and | would like to talk tmu
about your <names> experienctthe equine assisted learnin
programme thahe organisation providésls thatok?

Studyaim

The aim of this interview grouis to find out more about what i
people to be part of the equine assisted learning prograrabuaut
horses. | hope that this interview will help us and other peop
people like/dislike about beirayound the horses. We will be ta
today so that we can listen to each of you and not be distract
The only people who will hear these tapes are me and

team. When | type them out weill take your name and othg
them. Try your best to speak clearly

Participation

You are here so that you can tell us what you think. You
whatever you like on the topic. If you decide not to say anyth
If you would like to stop the interview, that is fine. You m
discussion at anstage.

Confidentiality

I will not be discussing what you say with anyone Tihe
thereisaconcernforme r sonds safety, wg
they can provide support (more discussion ardahis)

Clarification

Is that okay with you? Do you understand? Any questions bg

Understandingf
EquineAssisted

The first question | would like task you is how has <namg
assisted learning (being around the horses) to you? How dig

Learning sessions and the work with the horses? How did <name> deq
anyi that happened gmrt of the sessions? Can you give me s¢
Selfawareness Did <name> refer to anything s/he may have learnt al

sessions? How did <name> talk about the sessions and ho
Can you give me some examples? Howydo think equine
around horses) has affected <name>? yoarell me what makes
Can you give me somexamples?

Relationships

Whati if anyi changes have you noticedhiow s/he relates with
class or within the school? Cgougive me some examplestbfs?
Have you noticed if <name> has changed in how s/he cons
school? Can you give me someamples?

Behaviour

Have you noticed any changes in <names> behaviour since
assisted programme (being around the horses) Can you giy
this?

Communications

Whati if anyi changes have you noticed about how <name> t
in the class or the school or to you as his/her teacher9dDaive

examples? What if any i changes have you noticed about h
her/his peers in the class or the school or to you as his/her teg
someexamples?

Questionsand
thanks

We are coming towards the end of the intervietaut before we
to ask you if you have any suggestions as to hdwm listening
equine assisted learning programme coulthioved? anything
horses, the pladethe staffi or anything that comes to mind\nd

you have any questions for us? Thgaldso much for talking with
doing this, you are helping me and other aduiiderstand morg
assisted learningythankyou
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APPENDIX P. ASSENT AND CONSENT FORMS FOR THE PARTICIPANTS MAIN

STUDY
Assent form for the main study YoungPerson
Consent form the maistudy Parent
Consent form the maistudy Teacher
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MAIN STUDY
ASSENT FORMI YOUNG PERSON

Research Study: Evaluation of the Equine Assisted Learning

ProgrammeéAt the organisation

Name

Date ofBirth

Address

| have read and understood the Information Leaflet for this study and |
understand what taking part in this study witolve.

| have had time to consider whether | want to take part in this study. | have had the
chance to ask questions and any questions | have asked have been ariearyed

| understand thany participation is voluntary (that | have a choice as to
whethell participate) and that | am free to withdraw at any time if | choose to
doso.

| understand that if | am invited to and agree to an interview sessions will be tape
recorded, that the tapeslMae destroyed once they have been typed, and that all
identifying information will beremoved

| understand that the information collected may be presented and/or published in
academic journals and at conferences, but that no individual wdelnéfiable from the
information.

PLEASE CIRCLE YES OR NO TO THE FOLLOWING QUESTION
| agree to take part in thigudy YES NO

rrrrrrrrrrrr

eeeeeeeeceeece.

Name (in blocKketters) Date Signature
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CONSENT FORM PARENTS- MAIN
STUDY

Research Stud¥valuation of the Equine Assisted Learning

Programmaet The organisation

Name

Son/Daughters

Name Address

Teachers Name afebdress

| have read and understood the Information Leaflet for this
study and | understand what taking part in gtsly will
involve.

| have had time to consider whether | want to take part in this dtudy.
have had the chance to ask questions and any questions | have asked
have been answeretkarly.

| understand thany participation is voluntary (that |
havea choice as to whether | participate) and that | am
freeto withdraw at any time if | choose to do.

| understand that if | am invited to and agree to an interview
sessiongvill be tape recorded, that the tapes will be destroyed once
theyhave been typednd that all identifying information will be
removed

| understand that the information collected may be presantydr
published in academic journals and at conferences, but tivadiviolual
will be identifiable from thénformation.
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| agree to take part in thedudy Yes

Name (in blocKetters) Date

| agree to my sofdaughter  Yes
taking part in thistudy

Name (in blocKetters) Date

| agree to mpons/daughters Yes
teacher taking part in thigudy

Name (in blocKetters) Date
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No

Signature

No

Signature

No

Signature



MAIN
STUDY
CONSENT
FORM
TEACHERS

Research Study: Evaluation of the Equine Assisted Learning

Programmaet The organisation

Name

PupilsName

SchoolAddress

| have read and understood the Information Leaflet for this study and |
understand what taking part in this study witolve.

| have had time to consider whether | want to take part in this study. | have had
thechance to ask questions and any questions | have asked have been answered
clearly.

| understand thany participation is voluntary (that | have a choiceécs
whether | participate) and that | am free to withdraw at any time if |
choosdo doso.

| undestand that if | am invited to and agree to an interview sessions will be
tape recorded, that the tapes will be destroyed once they have been typed,
and thatll identifying information will beemoved

| understand that the information collected may begmeed and/or published in
academic journals and at conferences, but that no individual will be identifiable from the
information.

PLEASE CIRCLE YES OR NO TO THE FOLLOWING QUESTION

| agree to take part in thigudy YES NO

Name (in blocKetters Date Signature

406



APPENDIX Q. THE ORGANISATION 6 £HILD AND ADULT PROTECTION

POLICY

Organisationd €hild & Adult Protection Policy

Amended January 2009 for use within the Equine Assisted Learning Semasce
part of the researciproject

Aims of Policy:

The organisatin acknowledges that children & vulnerable adults are abfiglbuse.
The organisatiomecognises that those working with childrewdlnerable adults have
a responsibility to be alert to the possibilityadiuse.

The aimoftheo r g a n i Zhald & Aduit Brstection Policys to defineghe different
categories of abuse and to describe indicators of abuse. The policy stansar@he
transparency of the responsibilities of staff & management, in relation to thetiorotdc
children or adults using the service. The policy aims to make clear the procecees to
followed when an incident of abuse is suspected or hasréperied.

Definitions of Abuse:

There are many different types of abuse but for the purpdbésgdolicy threemain
categories are described; physical abuse, emotional abuse & sexuallaleuse.
organisatiorhas a separate policy which addresses bullying & harass{8&iti.
HUMAN RESOURCE POLICY DOCUMENT) A child or adult can be subject
several brms of abuse at ortene.

Physical Abusecan be considered any form of raccidental injury that physically
hurts, injures or causes significant harm to a child or adult, including: shaking; use of
excessive force in handling; deliberate poisonsugfocation.

Physical abuse of a child is also that which results in actual or potential physical
harm from an interaction or lack of interaction, which is reasonably within the
control ofa parent or person in a position of responsibility, power, or ffhstre

may be singler repeated incidents (WHQ999).

Emotional Abuseis any behaviour carried out against an adult or child whickédnase
adverse effects on their emotional wiedling. Examples of emotional abuselude;
threatening, verbal attacksunting, shouting, persistent criticism, humiliation,
intimidation.

Sexual Abuseoccurs when a child or adult is exploited by another person for her or

gratification. Examples of sexual abuse include; inappropriate touching, fondling, molesting

or sexual intercourse with a child or adult using the service. Exposure to pornography or

exposing of sexual organs to a child or adult using the service also constitutealseseal
Indicators of Abuse:
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The purpose of this section is to provide indicatdrthe various types of abusedrder
that staff can recognise when abuse may be occurring. A child may be subject to more
than one type of abuse at one time and may display many different indicabtsef

It is important to note that the list ofdicators below are only a guidelines and
the signs described may be indicative of many atbeditions.

Physical Abuse:

unexplained bruisdsactures
cutsbleeding

burnsscratches

hairloss

missingteeth

fear of a particular individual ondividuals
changes ifbehaviour

I v > I > D D

Emotional Abuse:

Depression

Anorexia

Insomnia
suicideattempts

self injuriousbehaviour
challengingoehaviour

I v > I >

Sexual Abuse:

bleeding from the vagina/anus pain in passinge/faeces

persistent vaginal discharge or warts/rasgénital area noticeable anchcharacteristic
change of behaviour hints about sexalvity

inappropriate understanding of sexual behaviour inappropriate sedugtiaeiour
sexually aggressive behaviour with others uncharacteristic sexual plgyeertoys

unusual reluctance to join in normal activities which involve undressigg,
games/swimming.

> > > >
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A

ReportingProcedures:

The purpose of this section is to clarify the procedures to be followed if an incident of
abuse if suspected or has been alleged. It can be difficult to recognise ablike and
organisatiorstaff & management should share any concerns they have with coll€&agues
senior management. Any reasonable suspicion/s of abuse should elicit a response fro
staff, as lack of intervention can result in further harm to the allegpieh.

The following examples would constitute reasonable groundfarern:

(i) specific indication from the child/vulnerable adult that (s)he aised,;

(i) an account by a persavho saw the child/vulnerable adult bemlgused,;

(i)

evidence, such am injury or behaviouwhich is consistent with abuse

and unlikely to be caused anotheay;

(iv)

an injury or behaviour which is consistent both with abuse and witimacent

explanatiorbut where there are corroborative indicators supporting the concern that it may
be a case of abuse. An example of this would be a pattern of injuriespkusible
explanation, other indications of abuse, dysfunctibellviour;

(v)

consistent indicatiorgver a period of time that a child /vulnerable adult is

sufferingfrom emotional or physical neglect. (Childrémst)

The following procedures should be followed if there is a suspicion or allegatiiusd:

A

If a staff memberbecomesconcernedhat a child or adult using the servicesof The
organisationis being abused a report should be made immediately to the Maofager
Training and Day ServiceB the absence of the Manager of Training and Day Services
a report should be made immediately to@mairperson of the Board DBirectors.

TheChild & Adult ProtectiorPolicyReporting=ormshouldoecompletedythereporting
person and forwarded to the Manager of Training andS2ayices

The Managerof Training and Day Serviceswill seekwritten accountsfrom relevant
personnel and/or witnesses & full investigation will be carried out. As much datails
possible should be souglricluding dates, times, names, locations, context and ey
relevantinformation.

The relevant external bodieslvbe notified of the allegation (e.g. HSE, FAS). In tase

that a child is the alleged victim, the health board should be informed. In the case that the
relevanpersonnelprin thecaseof child, thedutysocialworker,areunavailableAn Garda
Siochanaanbe contactedThis is at the discretionof the Managerof TrainingandDay
Services, with consideration to the nature ofathegation.

A In the event that the alleged victim has sustained an injury or has been harmed
physically, medicahttention should be sought as soop@ssible

A The family or guardians of alleged victim should be advised of the allegatibtine
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investigation.
A A written record should be maintained of the details ofrihestigation.

A In cases of emergency, wherehild or vulnerable adult appears to &teimmediate
and seriousrisk, An GardaSiochanashouldbe contactedUnderno circumstances
should a person be left in a dangerous situation peragingvestigation.

A The Managerof Training and Day Serviceswill maintainregularcontactwith the
Chairperson of the Board of Directors at all times and appraise him of pragadiss
stages.

Allegations of Abuse against Staff & Volunteers

The organisatiohas a dual responsibility to the trainees, senvss#s& children
who attend here, and to those employed by the foundatienorganisatiomill
treat any allegation against a staff memberobunteer with sensitivity & support
will be provided for thosaffected.

It is the goal ofThe organisatioto treat ay staff orvolunteer involved in an
allegation of abuse with fairness while protecting the ahilduinerable adult
involved.

The following reporting procedures should be followed in the situétian
there is an allegation of abuse made agaistafamember.

A A report should be made immediately to the Manager of Trainingpagd
Services In the absence of the Manager of Training and Day Servamsra
should be made immediately to the availabinager.

A TheChild & Adult Protection Policy Reorting Formshould becompleted by
the reporting person and forwarded to the Manager of TrainingDayd
Services

A The Manager of Training and Day Services will seek written accénamts
relevant personnel and/or witnesses & full investigation wittdreied outAs
much details as possible should be souglctuding dates, timesames,
locations, context and any other releviafdrmation.

A The Manager of Training and Day Services will formally assesalitgation and
should decide if it is necemy to send a formal report to the hedthard or
relevant external bodies (E.g. HFEAS).

A The Manager of Training and Day Services should privately infornsttifé
member that an allegation has been made against him/her & the natiiee of
allegationthat has beemade.

A The employee should be allowed an opportunity to respond arrégpisnse
should be noted by the Manager of Training and Sayices

A The Manager of Training and Day Services must immediately ensutbehais no
risk to anychild/vulnerable adult using the services. It magperopriate for that
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individual to be suspended with pay, pending an investigatitreddllegation. This
is at the discretion of theEO.

The family or guardians of alleged victim should be advisdteillegation and
theinvestigation.

A written record should be maintained of the details ofrttiestigation.

The Manager of Training and Day Services should arrange a meetiogsultation
with the relevant external bodies and An Garda Sioché&adides up on the
allegation of abuse & determine the appropriate couraetmm.

The Manager of Training and Day Services will maintain regular contact with the

Chairperson of the Board of Directors at all times and appraise him of progress at
all stages.
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APPENDIX R. PROTOCOL FOR PARTICPANTS MAIN STUDY

Protocol for the maistudy YoungPerson
Protocol for the maistudy Parent
Protocol for the maistudy Teacher
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Protocol YoungPerson

The following guidelines will apply if a young person disclosesensitive
information during the interview process:

J. In the event of a young person disclosing information of a sensitive nattire to
researcher, the researcher will cease recording immedgtelyallow theyoung

person to complete his/héialogue.

K. Reassurance will be given to the young person that they will not be punisimed in
way for the information that he/she have disclosed and comfort measures giilen

to remove any anxiety thétte young person may have regardiage.

L. The researcher will inform the young person that the information that Helshe
disclosed must be communicatedrtee organisationsEquine Assisted Learning

Service Ceordinator

M. Although all participants wilbe told that the information they provide will tveated
confidentially, if a young person discloses information that raises concefrefor
interviewer, at all times the safety and welfare of the young person mugtitaty

and appropriate actianust beaken.

Giving information to others for the protection of a young person is not a boéach

confidentiality (Children Firsi.999)

N. Any reasonable suspicion of abuse (physical, emotional, neglect) mus elicit
response from the care giver / thossponsible for the young person tree
interviewer (Children Firsi999).

O. The young person will be reunited with their teacher or referral agaity
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366The researcher will inform the teacher or referral agency staff about the
informationthat theyoung person has disclosed during the interview process and all
eventdeading up talisclosure.

P. The researcher will inform the teacher or referral agency staff that sheewill
reporting the incident to the @wdinator of theorganisations EquineAssisted
Learning Service in line with therganisations Policy on Child and Adult

Protection.

Q. Reassurance will also be given to the young person and the famillgehat
termination of the interview will not affect their participation in the Equine

Assisted Learnindg’rogramme.

Signed:

Researcher
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Protocol for Parents

The following guidelines will apply should a parents show signs ahxiety/distress
during the interview

A. The interview andecording will ceasenmediately

B. Reassurance and comfort will be given to the parent byetiearcher

C.The referring agency wil/l be aevpnisai sed

|l eading up to téngetyparent 6s feelings

D. Reassurance will bgiven to the parent that the termination of the intervigv
not affect their son/daughters participation in the Equine Asdistaahing

Service.

Signed:

Researcher
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PROTOCOL FOR TEACHERS

The following guidelines will apply should ateacher show signs adnxiety/distress

during the interview

5. The interview and recording will ceasemediately

6. Reassurance and comfort will be given to the teacher brgsearcher

7. The referring agency will be appraised on the teachers emotiatedrsd

events leading up to the teachers feelinganaiety

8. Reassurance will be given to the teacher that the termination of the intenltiew

not affect their pupils participation in the Equine Assisted Lear@ergice

Signed:

Researcher
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APPENDIX S: THANK YOU LETTER FOR ALL PARTICIPANS MAIN STUDY

Thank you letter to aparticipants

417




Date:

Dear Name (PARENT, YOUNG PERSON ANIEACHER)
I would like to thank you for taking part in tiséudy of Equine Assistddearning.
We have now finished collecting information and will shortly start to write ngpart.

If you would like a copy of the report when it is finished please contact merairtii®ers
or email below and we will send it y@uwhen it isfinished.

Again, many thanks for your help in tigtudy.

Researcher
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APPENDIX T. ANALYSIS OF STANDARDISED SCALES FOR SDQ

Analysis of Standardisescales

The Strengths and Difficulties Questionnaire scores are classifiedamaal,

borderline and abnormal with the scores differing between the young people, parents
andteachersTable X below reports the percentage of participants falling in each of
thesecategoriesicross the three informants at Tithe

Parent Complet Normal Borderline Abnormal
Total difficultiesScore 0-13 14-16 17-40
Emotional SymptomScore  0-3 4 5-10
Conduct ProblemScore 0-2 3 4-10
HyperactivityScore 0-5 6 7-10
PeerProblems 0-2 3 4-10
ProsociaBehaviour 6-10 5 0-4
TeacherCompleted

Total difficultiesScore 0-11 12-15 16-40
Emotional SymptomScore  0-4 5 6-10
Conduct ProblemScore 0-2 3 4-10
HyperactivityScore 0-5 6 7-10
PeerProblems 0-3 4 4-10
ProsociaBehaviour 6-10 5 0-4
Young PeopleSel:-Report

Total difficultiesScore 0-15 16-19 20-40
Emotional SymptomScore  0-5 6 7-10
Conduct ProblemScore 0-3 4 5-10
HyperactivityScore 0-5 6 7-10
PeerProblems 0-3 4 4-10
ProsociaBehaviour 6-10 5 0-4

Strengths and Difficulties ImpactSupplement

The impact supplemenf the Strengths and Difficulties Questionnaire ranges frém 0
10for the parent and self completed version and fran6@or the teacher completed
version.A total impact score of 2 or more is abnormal, a score of 1 is borderline and a
score of s normal.
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Not Only Quite A

Parent and SelfReport at all alittle a lot greatdeal
Difficulties upset or distresshild 0 0 1 2
Interfere with Homeife 0 0 1 2
Interfere withFriendships 0 0 1 2
Interfere with classroorearning O 0 1 2
Interferewith leisureactivities 0 0 1 2
Teacherreport

Difficulties upset or distresshild 0 1 2
Interfere with peerelationships 0 1

Interfere with classroorearning O 1 2
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APPENDIX U. PIERS HARRIS T-SCORERANGE

PiersHarris T-ScoreRanges
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PiersHarris T-ScoreRanges

The PiersHarris 2 scores are classified into very low, low, low average, avérage,
average, high and vehygh.

Table

T Score Percentile Interpretive

Range Range Label
Total (TOT) Scale

<-29T <-2 Very Low

30T-39T 31 14 Low

40T-44T 1528 Low average

45T-55T 2971 Average

56T-59T 72-83 High Average

60T-69T 84-97 High

>-70T >-08 Very High

Domain Scales

<-29T <-2 Very Low

30T-39T 3i 14 Low

40T-44T 1528 Low Average

45T-55T 291 71 Average

>-56T >-72 AboveAverage
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APPENDIX V. LIST OF CONFERENCES

LIST OF CONFERNCES AT WHICH THE STUDY HAS BEEN PRESENTED OR

DUE TO BE PRESENTED
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Year Conference Country
2009 Federation of Riding fathe Germany
Disabled
Openings Doors thearning Ireland
2010 European Association ¢forse | UnitedKingdom
AssistedEducation
International Associatioaf Sweden
HumarAnimal Interaction
OrganizatiorConference
The European Associatidar | Greece
Animal Production
Italian Congress for Ridinfpr | Italy
theDisabled
2011 Psychological Societgf Ireland
Ireland AnnualConference
2012 Horses inEducatiorand Greece
TrainingInternational
Conference iAthens
World Congress drural Portugal

Sociology
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