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Abstract

The spate of terror attacks occurring in the UK ahbadhas led to an increased focus

on ways to prevent young peof¥P) being radicalised and/or being drawn into terrorism.
This study endeavoured to promote resilience to radicalisation in youngepleppl
adopting the perspective of reactive approach motivation (RAM) th&ziyl theory
attributes the move towards ideological extremes as a way of alleviating personal
uncertainty that occurs in response to motivational conflicere is a robust evideac

base to support the role of RAM theory in promoting ideological extrefeghesis is
divided into two studieand employed a mixechethods methodologytudy 1 involved

the development of aniversalprogramme to promote resilience to radicalisatign
strengthening tolerance of personal uncerteamyStudy 2 was the implementation and
evaluation of that programm8ix educational psychologists (EPs) participated in Study

1 and a sixsession programme calldéimbrace Lifewas developed to undergwo
consecutive pilotsni a Welsh and English secondary school in Study 2. Two Year 8
classes participated in the pilotd €54). Embrace Lifehad no significant impact on
scores on the Intolerance of Uncertainty Scale for Children (IUSIG)vever, the
qualitative findings reveald key benefits for the YP involved including perceptions of
increased psychological flexibility, reflectiveness, acceptance, and assertiveness.
Furthermore, the universal approach facilitated the normalisation of uncertainty and other
difficulties for some The key challenges that were perceived are ones that could be
remedied and include: increased engagement with school and home systems; conducting
the programme in smaller groups to reduce saifsciousness and increase engagement;
and the upgrading of the programme content to include mordifee@onnections
Implications for promoting resilience to radicalisatamediscussed and the relevance for

EP practice illustrated.



Summary

The thesisis composed ofhree parts: a literature review; an empirical study; and a
reflective account of the researchhe thesis is an exploratory study of a preventative
universal interventiomvhich aims tgoromot tolerance of prsonal uncertainty in young
people (YP). It serves as preliminary investigation into potential ways of promoting
resilience to radicalisation at a universal, preventative level.

Part 1 provides definition of terminology related to radicalisation and illustrates the
relevance of this issue to children, young people, schools and educational psychologists
(EPs).Thisis followed byathorough analysisf relevanttheoretical literature regarding
theradicalisatiorprocessThe analysigprovides a robust theoretical base faritique of

current approaches in radicalisation prevenaon emphasises the value of universal
preventative approache&.rationale for considering radicalisation from ggwological
perspective is proposed, with a particular focus on reactive approach motivation (RAM)
theoryand personal uncertaint¢aps in the research literature are outlined and the role
of the EP in promoting resilience to radicalisation is considétiedlly, the aims of the
current study arpresentedlong with the key research questions.

Part 2 beings with a review of the relevant literature and moves on to paeaganhale

for adopting the lens of RAM theory to conduct thsearch. Tathesisadopts a mixed
methods approach and is divided into two studssch aim to promote resilience to
radicalisation in YP through the development of a universal programme to strengthen
YP's tolerance of per son altveuresudtearetpesemedy .
and critiquedwith reference to the research questidsbsequentlyPart 2 reflecton

the strengthandlimitations of the studglongside directions for further resear€mally,

the implications for EP practice are discuksaad analysed.

Part 3 provides a criticand reflectiveaccount ofthe research development and the
study’s contri but i o.Additianallk methadolegita éecisions t h e
are explained and justified with reference to the underpinning ontological and
epistemological position of the research. Throughout, an emphasis is placed on the growth
of the researcher throughout the research process and thena&lwn professional
practice.
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Part One: Major Literature Review
Word Count: 2,080 words



1. Introduction

1.1 Aims & Rigour of the Literature Review

The aim of this narrative literature review is to provide a theoretical overview of the
radicalisation process to enable a robust critique of the research that endeavours to
promote resilience to radicalisation in children and young people (YP). Fronthihis,
literature review will help to build research questions that aim to explore new ways to
develop this resilience. The rigour of the narrative literature review was guaranteed
through the use of a literature review scoring rubric (Appendik#f, 1998 Mertens,

2015) The process of conducting the literature review is reflected on in Part 3 of the
study.

1.2 Overview of the Literature Review

The literature review is introduced by a definition of radicalisation and illustrates the
relevance of this tap to children, YP, families, schools and educational psychologists
(EPs) in the context of the United Kingdom (UK).

The literaturereview begins with an overview of key theoretical perspectives regarding
the radicalisation process: psychopathologicabtiles; dispositional theories; social
theories; psychological theories; and integrative theories. The review will go on to
critique key approaches that endeavour to address the potential radicalisation of YP in the
UK andthe review will provide a ration& for a universal approach to radicalisation

prevention.

The literature review will then include a rationale for considering radicalisation from a
psychological perspective, with a particular focus on reactive approach motivation (RAM)
Theory and uncertaty. RAM theory implicates poor tolerance of personal uncertainty
as a potential contributor to more rigid, inflexible or extremist thinkigrgan, 2008;
McGregor, Prentice, & Nash, 2013)

Gaps in the literature will be outlined and the value of furtesearch emphasised.
Finally, the role of the educati onal psy:
contribution to promoting resilience to radicalisation in YP at the universal level will be
explored. The objectives of the current study wilen be hi ghl i ght ed,

research questions presented



1.3 Description of the Key Sources, Inclusion and Exclusion Criteria of the

Literature Review

Tablel Description of Key Sources Used to Conduct Literature Review

Description of Key Sources

The literature was reviewed using PsycINFO, Google Scholar, the Edu
Resources Information Centre (ERIC), and Web of Science. Titles and abstr

articles in English were searched using a combination of the followipgdkds:

“radicalisation/radicalization” -bei“n
“children”, “teenager ”, “adol escen
“United Kingdom/ UK”, “uncertainty?”,

internet searckngine, Google, was used to access relevant government docume
other relevant literature from charities and organisations working with or on bel
young people. Searches were completed between August and January 2018 a

of the most releant searches are documented in Appendix B.

Table2 Inclusion and Exclusion Criteria of the Literature Review

Inclusion & Exclusion Criteria

Articles were included if they related to any of the following:
1 defining radicalisation
1 the recent UK context (2012019) with regards radicalisation (polic

practices; norms; discourse etc.)

71 theories/models of the radicalisation process
1 Approaches to radicalisation prevention (internationally and nationally)
1 The role of the EP in any dfie above

Conversely, articles were excluded if they:

U did not meet the above inclusion criteria.




1.4 Definitions and Terminology Related to Radicalisation

Radicalisationis a complex and mulfaceted phenomenon and there is much debate
regarding the term s definition as it <ca
agendas(Horgan, 2008; Klein & Kruglanski, 2013; Kundnani, 2012; Sedgwick, 2010;
Sewell & Hulusi, 2016) For example, Kundnanj2012) posits that policyma k er s’
definition of radicalisation is often rooted in attempts to understand the rationale for
involvement in terrorism to inform preventative strategies. In this way, defining the term
is influencel by the socigoolitical and cultural landscape in which the term is embedded
and can then differ across nations and gr¢8psigwick, 2010)Consequently, Sedgwick
(2010)prefers viewing radicalisation as an extreme position on a continuum of opinion
thatis influenced by cultural, social, political and religious norms, rather than defining it
in absolute terms. In this way, what may be deemed radical in one nation or group may

be less or more radical in others.

Whilst Sedgwick(2010) conceptualises rachlisation in terms of thoughts and beliefs,
there is debate as to whether radical thought alone is enough to define radicalisation
(Moskalenko & McCauley, 2009; Sewell & Hulusi, 2018)cCauley and Moskalenko
(2017)propose that a key component of whaithefer to as radicalism is the willingness

to engage in illegal and violent political action. They view radicalisation of thought and
action as separate. Similarly, Hafez and Mul{2®&15)distinguish between the cognitive
(thoughts, values, attitudeseliefs) and behavioural dimensions of radicalisation; whilst
other theorists emphasise processes that do not necessarily have a behavioural link. For
example, Horgar§2008) views radicalisation as the complex psychological and social
processes by whichn individual comes to deepen their commitment to an extremist
political or religious ideology. Similarly, Klein and Kruglans§€013) propose that
radicalisation is a deviation from the ideological norms inherent in society but emphasise
that an expressexal for this deviation must also be present. Despite different emphases,
Hafez and Mulling2015)feel that radicalisation is commonly defined in the literature as

a gradual process that entails soce ali s
stage for violence even i f jabdothesreseardhers nev
stress that this process should not be considered as linear and @fidézly & Mullins,

2015; Myt hen, Wal kl ate, &. Peatfield, 201



Table 3 Definitionsof Key Termd&Jsed in the Study

Definitions

Radicalisation

In light of the research, the thesis agrees with defi
radicalisation as ‘“the pr
comes to adopt increasingly extreme political, social, or relig
ideals and aspirations that either reject or undermine the gtady
or reject and/or undermine contemporary ideas and expressi
freedom (&darcald) Pagec&Furtado, 2016, p. 6; Wil
& Dubouloz, 2010) As the status quo may differ across nati
the thesis agrees that we can only define radicalisatithe UK
context and will refer to this context throughout the th
(Sedgwick, 201Q) Additionally, the thesis agrees t
radicalisation occurs when these ideals and aspirations
experienced with personal zeal (Klein & Kruglanski, 201
Personbzeal is defined as the intensity with which one feels a
a subject (Abelson, 1995) and is associated with a firmne
belief/opinion, a willingness to defend a position and a certg
of one’ $Mc@reger,iZanna Holmes, & Spencer, 20(
The thesisalso proposes that effective preventative working 1
be fostered by defining radicalisation in a way that does
discount cognitive dimensions of radicalisation merely bec
behavioural intention to engage in violence is not preg
Therebre, the thesis agrees that radical action or intention
action do not necessarily need to be present for radicalisati

have occurredSewell & Hulusi, 2016)

Terrorism Terrorism is defined as the use of violence, intimidation
disruption to adance political, religious or ideological caug
(Terrorism Act, 2000Dom et al., 2018)
Extremism is, similar to radicalisation, defined only in the Brif
Extremism context as vocal or active opposition to the status quo a

contemporary values dfr eedom of <choi ce
Government, 201& Scarcella et al., 2016).




1.5 The Relevance of Radicalisation to Children, Young People, Families, Schools

and Educational Psychologists in the UK Context

The term radicalisation was relatively unheard of in the media prior to 2001, evolving in
response to terrorist attacks in Western Europe and the United States of America, such as
the 9/11 Twin Tower attack and the 7/7 London bombi{@msdgwick, 2010) More
recently highprofile and devastating acts of terrorism (e.g. Manchester Arena Bombing;
London Bridge attack; Finsbury Park Mosque attack) have been carried out in the UK by
individuals associated with extremism and/or extremist groups such as Islatei¢lSt

L. Taylor & Soni, 2017)Terrorist attacks can challenge assumptions that the world is a
safe and peaceful plag@enEzra, Hamamdraz, & MahatShamir, 2017; Goodwin,
Kaniasty, Sun, & Beitkzra, 2017; Pyszczynski, Solomon, & Greenberg, 2@hf)ca

be associated with increased psychological dis(fg@ss-Ezra et al., 2017; Goodwin et

al., 2017; Pyszczynski et al., 201%) this way, the topic of radicalisation and how this

IS perceived to be connected to barbaric acts of terrorism is deemedpaidiigi by the

UK government and receives widespread attention in the media and public discourse (HM
Government, 201& 2015b British Broadcasting Corporation (BBCY017; Dearden,

20138.

To address the issues of radicalisation and terrorism, the Wdmoent introduced their
counterterrorism strategy known as CONTEST, which was updated in 2018 in response
to increased numbers of terrorist incidences and the perceived need for heightened
security by the government (HM Government, 2018). Part of thTEST strategy is
occupied with preventing individuals from becoming terrorists or supporting terrorism.
In response to increasing terrorist attacks, TwnterTerrorism and Security Act
(CT&S) 2015 placed a specific statutory duty, calledRteventDuty (HM Government,
2015a), on all local authorities (LAS), schools, and registered early years and later years
childcare providers. The duty requires that due consideration be given to preventing
individuals from being drawn into terrorism. For examjl&s must develop ®revent

action plan, ensure that frontline staff are trained in issues related to radicalisation and
are obliged to engage in muétgency partnerships to coordinate and monitoPtieeent
agenda. Some examples of LA approaches to piagithePreventagenda are outlined

below:



Table4 Examples ohowLocal AuthoritiesAre Promoting the Prevent Agenda

U By 2015, Birmingham City Council had provided 71% of Birmingham sch

with workshops to raise awarenessRyevent(WRAP) (Local Governmen
Association, 2015).

Cornwal | Counci |l shared the Euro
parents to protect their children from online radicalisation (Local Govern
Association, 2015).

Calderdale Council providetraining sessions for taxi drivers to identify t
signs of radicalisation and other safeguarding issues to protect children &

in the LA (Local Government Association, 2015).

LAs in Wales adhere to thRespect & ResilieneedDeveloping Communit
Cohesionguidance (Welsh Government (WG), 2016) which provides suy

on issues related to radicalisation and Prevent (e.g. a safeguarding

information on how inspection processes assess the Prevent agenda in s

Additionally, the Department for Education (DfE) (2015) has released guidance for

schools and educational settings to clarifyRnevent Duty This DfE guidanceexplains

that CT&S sets out four actions that local authorities and educational settings should

undertake, which are as follows:

i
i

i

Identify children who may be vulnerable to radicalisation;

Know what to do when they are identified,;

Build resilience to radicalisation througitomoting British values and enable
them

to challenge extremist views;

Manage concerns via settibgsed safeguarding policies.

In 2015/16 alone, 7,631 individuals were referre®tevent a service set up to prevent

radicalisation following th&€T&S Ad¢, and of those referred 56% were under the age of

20 (Home Office, 2017). Furthermore, 63% of the referrals made for young people (YP)



under 20 were then referred onG@Gbannel(Home Office, 2017), a mukagency panel
thatdetermine vulnerabilities intms of engagement, intent and ability, and can develop
support plans for YP (Sewell & Hulusi, 2017). TReeventDuty s t ar get ed ap
preventing radicalisatio(Sklad & Park, 2017and t he duty’'s fundam
have been criticiseoly somg Myt hen et al ., a@n@uillbecrituedonne

laterin Section 2.2 of théterature review

Given the age of the referralsRoeventandChanneland the statutory obligations of LAs

and educational settings (HM Government, 2015a, 2015b), it is evident that radicalisation
is a topic of great relevance and importance to children and YP, families and local
authorities, and thus warrants further exatmn and scrutiny. Furthermore, the majority

of EPs work in local authorities and work closely with children and YP, families, and
schools. Therefore, EPs may be wmlced to promote resilience to radicalisation
considering their professional role,itiag, and expertis€Sewell & Hulusi, 2016) The

potential role of the EP in this realm will be discussed later literature review.



2. Narrative Literature Review

2.1 Theoretical Perspectives

The process of radicalisation will now be considered from several theoretical perspectives:
psychopathological theories; dispositional theories; social theories; psychological
theories; and integrative theories. Each perspective will be introduced aeldkwsnce

to understanding radicalisation highlighted and critiqued. Subsequently, a rationale for
considering radicalisation from a psychological perspective will be provided, in particular
focusing on reactive approach motivation theory and unceri@itt§sregor et al., 2013)

These perspectives have been selected as this study deems them the most relevant in
understanding radicalisation when compared to other theoretical perspectives (e.g.
learning theories; psychoanalytic theories). A morelepth critque of the varying
theories can be found in the following reviews: Bor{2@11) King and Taylor2011)
McCauley and Moskalenk@017) McGilloway, Ghosh and BhiR015)

2.1.1 Psychopathological theories of radicalisation

The assumption that terrorismand associated violence is associated with
psychopathology has long been argued in the litergi@oener, Gill, Schouten, &
Farnham, 2018; Dom et al., 2018; Yakeley & Taylor, 20AMarrative that links mental
disorders to egregious acts of terrorisifesf a simple, univariate causal explanation for

a phenomenon that is difficult to understgbom et al., 2018xand shatters views of the
world as a peaceful, benevolent pl§Pgszczynski et al., 2015T he literature tends to
focus on the link betweerspchopathology and those who have already committed acts
of terrorism, rather than those who have been radicgl@aaer et al., 2018 However,

there has been a surge in new research which also looks at the link between radicalisation
and psychopatholgg(Bhui, Everitt, & Jones, 2014; Corner et al., 2018; Victoroff et al.,
2010) This literaturealongsiderelevant terrorism literature will now be critiqued to
develop an understanding of how psychopathology may influence the radicalisation

process.

Anxiety and depression have been associated with radicalisation or extremist beliefs
(Bhui et al., 2014; Bhui, Silva, Topciu, & Jones, 2016; Victoroff et al., 20E0)
example, Victoroftet al.(2010)conducted a study with 52 Palestinian teenagers in Gaza

andf ound that anxiety was significantly c

9
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i's a justifiabl e (Viotordffetialn 20L0hpe 22RFurthérmone, itar s e 1
was found that depressive symptoms were common amongst those who supported
‘“r elpiodiidi cal a g g (Vietaadsf ietoah, '201@ Similarty,aBhdi et al.
(2014)found that those who expressed sympathies for violent protetgraodsm (VPT)

were more likely to report depression in a population sample of 608 participants of

Bangladeshi, Pakistani, or Muslim heritage in the UK.

In contrast, Coickt al.(2016)conducted a crossectional study on 3679 British men and
found thatdepression was negatively correlated with-mmoantiBritish views. Pre or
anti-British views were based on attitudes towards Britain and British values, and on the
willingness to engage in violence on behalf of or against the British army in Afghmanista
Based on their study, Coéd al.(2016)theorised that strong religious or political identity

and active support or opposition to an ideological cause may be a protective factor against
depression rather than depression resulting in more extremefshidbwever, this study

is correlational in design and so the causal attributions of the authors should be interpreted
with cautionMore findings that do not support the link between mental health difficulties
and radicalisation are found in a study explg personal strairiNivette, Eisner, &
Ribeaud, 2017) Personal strain is characterised by stressors that have a negative effect
on an individual (e.g. family instability; stay at a psychiatric institutigmew & White,

1992) Nivette et al. (2017) found that there was a significant association between
personal strain and support for violent extremism; however, personal strain explained
very little of the variance once other variables were included, such as poor coping skills.
Thus, conflicting findigs in the research signify that research regarding the link between
psychopathology and radicalisation should be interpreted with caution and not without

considering the influence of other variables (e.g. coping skills; resilience).

Similarly, personalityisorders have been associated with individuals who have engaged
with terrorism (Gottschalk & Gottschalk, 2004; Locicero & Sinclair, 2008; Merari,
Diamant, Bibi, Broshi, & Zakin, 2010}or example, failed suicide bombers have been
found to be significargl more likely than matched controls to meet diagnostic criteria for
avoidant and dependent personality disorders in Middle Eastern sg@pteschalk &
Gottschalk, 2004; Merari et al., 201®owever, the presence of personality disorder
related traits ifiailed suicide bombers does not signify that personality disorders are more
likely to present in all individuals who engage with terrori@@orner et al., 2018)

Terrorism is a varied activity and different types of terrorism have found to be associated

10



with differing psychopathological profilg€orner & Gill, 2015; Gruenewald, Chermak,
& Freilich, 2013) This may have implications for understanding the potential link

between psychopathology and radicalisation and will now be discussed.

Comparing the pshopathological profiles of lone and greafiiliated rightwing
terrorists, Gruenewalet al.(2013)found that lone rightving terrorists were significantly
more likely to have experienced mental iliness (40% vs 8%) and this finding has been
replicated(Corner & Gill, 2015) Similarly, Cornetet al.(2018)found higher prevalence
rates for schizophrenia, delusional disorder and autism spectrum condition (ASC) in lone
terrorists compared to the general population. Thus, it could be inferred that an
individual s psychopathol ogical profile may i
the radicalisation process should they chotmseFurther research into grotpased
terrorists, such as the lIrish Republican Army (IRA), Northern Ireland loyalists and
Basque Homeland and Liberty (ETA) have found that recruits tend to be psychologically
normal (Crenshaw, 1981; Hollywood, Burgess, & Fer@us2008) These findings link

t o Got t (la9®corera théory which posits that terrorists are more controlled and
calculated than normal criminals and thus are less likely to have mental health difficulties
as this would be less advantageous igagmg productively with terrorist plo{€orner

& Gill, 2015; Gottfredson, 1990)However, control theory may create a false dichotomy
which places individuals who are willing to engage in violence into two distinct categories:
a rational terrorist or airrational personCorner & Gill, 2015) This may be overly
simplistic as lone actors with mental illness have been found to have rational motives
(Gill, Horgan, & Deckert, 2014and, conversely, lone actors with psychosis have had
their delusional fixatins interpreted as rational, politically motivated beli@@mmes et

al., 2007)

Thus, it would appear that psychopathology can only ever be one of the many factors to
consider when understanding the radicalisation prqGxs®er et al., 2018 he reseazh
appears to show that psychopathology may play less of a role in the radicalisation process
of groupaffiliated radicals and be more relevant when considering the radicalisation of
lone-actor terrorist§Corner & Gill, 2015; Corner et al., 2018; Grueradgvet al., 2013)
However, the presence of psychopathology and radicalisation does not imply a causal
link and this is important to clarify as mental health difficulties can still be associated
with societal stigmdYakeley & Taylor, 2017)Conversely, plitical agendas may wish

to disassociate psychopathology and radicalisation/terrorism so that individuals do not

11



evade responsibility for their crimégakeley & Taylor, 2017)Therefore, the conflictual
correlational research critiqued should not be dised and may be best considered in
conjunction with the social, ecological and psychological factors that may be having
concurrent influence. However, it is also important to consider individual factors that
may not be as a result of psychopathology aag be linked to individual dispositions

or character traits.

12



2.1.2 Dispositional theories of radicalisation

Like psychopathological theories of radicalisation, dispositional theories endeavour to
explain the propensity to radicalisation by linking it to internal dispositions or mindsets
(Lauriola, Foschi, & Marchegiani, 2015; Stankov, Knezevic, Saucier, Rad&vic,
Milovanovic, 2018; Yilmaz & Saribay, 2016)

This section will begin with definitions of political conservatism and liberalgsrd

convey how these belief systems may interact with radicalisation or extremism, according
to dispositional theories (e.g.eDZavala, Cislak, & Wesolowska, 201®olitical
conservati sm @ aadhticabphilosbghy whitreadpires $o thé preservation

of what is thought to be the best in established society (e.qg. traditional values) and opposes
radi cal c h ase Qx¢ord Dictidnarg of Paitics and International Relations
(CODPR),2019)Pol i ti cal | i beralism can be defin
iI's to preserve individual rights and to
Research onndividual differences in cognitive style and cognitive ability has led to
dispositional perspectives on liberalism and conservasisththeseerspectivesnay

have implications for radicalisatiqivans & Stanovich, 2013; Webber et al., 20y
example political conservatism has been associated with a preference for aggressive
actions towards the outgro(ipe Zavaleet al.,2010) Furthermore, Lauriolat al.(2015)

posit that atotalitarian mindset(TM) has similarities with rightving radicalism, a
combination of conservatism and righing political values. A TM is defined as a
mindset that displays consistent patterns of thinking and behaviour that favours extreme
closedmindedness and conveys iatolerance of difference and ambigu{fylontuori,

2005) Thus, cognitive style and cognitive ability and its potential relation to

radicalisation will now be discussed.

Dual process or dual system theories propose that there are two types of thiylking st
intuitive and analyti¢Evans & Stanovich, 2013; Kahneman, 201juitive thinking is
characterised as automatic and quick, requiring less working memory; whilst, analytic
thinking is characterised as deliberate and slow, requiring more working nmemo
resources, making it more effortf(Evans & Stanovich, 2013l correlational studies,
liberals have been foundtimink more analyticallyand conservativesave been found to
think more intuitively(Eidelman, Crandall, Goodman, & Blanchar, 2DEbr example,

Deppe et al. (2015) found that conservatives were dispositionally less reflective and
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liberals more reflective in relation to social issues, as measured by the Cognitive
Reflection Test (CRT). The CRT is a test used to assess the tenddrini emialytically
(Frederick,2005). The dispositional perspectivavould posit that liberals and
conservativeghink differentlyas a result of their cognitive stylghis is further supported

by research showing that activation in the anterior cingulatexcACC) has been found

to be negatively associated with political conservatiimodio, Jost, Master, & Yee,
2007) The ACC is a zone critical in conflict monitoring, which is a cognitive mechanism
for dealing with when a usual response may have talbptad based on the receipt of
conflicting information(Amodio et al., 2007) Engaging this mechanism is therefore
associated with more cognitive flexibilignd analytic thinkingvhich has been found to

bemorelinked with liberals than conservativédmodio et al., 2007)

Dispositional perspectives assert that theggnitive styles are more stable and less
resistant to chang8tructural brain differences may support this view. For exartijee

who selfreport as more liberal have been found to haeee grey matter in the ACC,

with those identifying as more conservative having greater volume in the right amygdala,
an area associated with the processing of emotiCanrss|, Feilden, Firth, & Rees, 2011)

Felt emotion regarding social issues (e.g. atrimmigration; gay marriage) can serve

as a heuristic, a mental shert to allow individuals to solve problems or make
judgements quickly and efficiently. Heuristics associated with implasoninghave

been found to be more commonly used amongss@rvatives (Bizer et al., 200nd are

associated with more intuitive thinking.

Conservatism haalsobeen associated with a need for cognitive clo@DesZavala et al.,
2010; Jost, Glaser, Kruglanski, & Sulloway, 2008)hich is a tendency towards
predictability, order, and making clear unambiguous judgenférebster & Kruglanski,
1994) The need for cognitive closuceuldalsobe associated with an intuitive thinking
style because relying on clear unambiguous judgemerequires less reflective
processing Furthermore, De Zavalat al. (2010) found that this need for cognitive
closure was associated with greater hostility towards Arab and Muslim groups only
amongst conservatives and not liberals measured by thaberal-Conservative Self
Placemenscaleand theAggressive Actions in Conflistale(De Zavalg 2005;De Zavala

et al., 2010).
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Additionally, cognitive ability and social conservatism have also been found to be
negatively correlate(Dnraet et al.2015)andindividuals with high cognitive ability have
been found to engage in more analytic thinkidgckerman, Silberman, & Hall, 2013)
Consequently, it could be posited that those with low cognitive glalitgt a tendency
towards an intuitive thinkig style may be more likely to engagehbtack and white
thinking, which could make them more vulnerable to increased rigidity of thought.
Accordingly, a tendency to observe intggoup relations in simplistic, binary terms (e.g.
good vs. evil) has been found to predict behaviours associated withwirghtadcalism

and is a tendency inherent in a TMauriola et al., 2015)

Although the research may make it appear that conservatism may be more likely than
liberalism to influence radicalisatioit, is also the case thatdividuals may espouse
liberal valueswhilst still engaging in ways more associated with conservatismde.g.
preference forclear, unambiguous ways of dealing with issuesuitive rather than
analyticthinking). For example, the term thegressive leftvas coined in response to the
view thatcertain factions opeople associated witbft-wing politics(also dubbedocial

justice warrios) were viewed as denyiriperal values oindividual rightsandfreedons
andfree speecto consistently ensure thagligious and/or cultural beliefs go uncritiqued
(Harris & Nawaz, 2015)Pallardy (2019) comments that the political tactics of the
regressive lefcan involveselfsealing ideologigsan ideology that cannot be refuted
regardless of the evidence amguments put forward tohallenge it(Blair, 2011) For
example,a selfsealing regressive leftideology would posit thatnegativeviews of
homosexualitycannot be challengedithin Catholicism (Franc®resse, 2018) and Islam
(Perraudin, 2016because rajious beliefs must always lsecepted and respectadd

that challenges represent prejudiécel must be supresséd this way, the views of the
regressive left may represent a form of extremism, as defined in the UK (HM Government,
2015a;Scarcella eal., 2016) as the suppression of disagreement could be viewtr as
vocal or active opposition to contemporary values of freedom of chhegefore|t is
important to noteahat the labels individuals identifyith (e.g. liberal or conservative)
maynot always convey the underlying cognitive sigdsociated witkhe label that exists

in the research.

15



The militant extremist mindsgMEM) may also relate to the process of radicalisation.
The MEM is composed of beliefs of puolence, a vile world ash a divine power and

has been found to be typical of members of terrorist gr(tpskov et al., 2018; Stankov,
Saucier, & Knezevic, 2010)Stankovet al. (2018) purport that the scales they have
developed to measure MEM could be used as a vulnerability assessment tool for
radicalisation/terrorist involvement. However, it would be overly simplistic to suppose
that an individual is born with a MEM and it is onlyoie that go on to engage in
extremism. For example, Mededovic and Petr¢2@16)found that intergroup conflict
facilitated the development of MEM via the radicalisation of conservative attitudes.
Similarly, mortality salience (prompting someone to thaikheir mortality) has been
found to prompt liberals to adopt more conservative attitudes in response to
homosexuality, abortion and capital punishment, showing the possible changing nature
of supposed internal dispositiofNail, McGregor, Drinkwater, t8ele, & Thompson,
2009) This was measured lassessing responses to questions abouf@rican and
Anti-American essays and the study fourzteased irgroup favouritism amongst liberal
students, similar to that of more conservative stud@éitlswing a systemnjustice threat

(Nail et al., 2009).Thus, whilst individual differences in cognitive style, ability and
mindset may exist, it is difficult to disconnect these differences from the complex political,
cultural and social context in which theyeaembedded(Horgan, 2008) Like
psychopathological theories, it is also important that dispositional influences are not
di smi ssed ei ther. Carnahan and Mc Far | ar
experiment recruitment process (2007) found that thogesthaed up for the prison
experiment versus an experiment with no mention of prison scored significantly higher
on measures of aggressiveness, authoritarianism, social dominance and Machiavellianism.
Participants also scored significantly lower on disfimsal scales of empathy and
altruism. Therefore, it may also be that those with certain dispositions seek out situations
or others that will allow them to engage with the world in ways that align with their

mindset.

To understand the process of radiatisn, an analytic approach that values different
perspectives may be beneficial rather than endeavouring to attribute one theoretical
perspective as having exclusive influence. It is also important to consider theories that
explore influences beyond thog®t occur at the individual level. The following part of

the literature review will now consider social influences on the radicalisation process.
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2.1.3 Social theories of radicalisation

Relevant social theories pertaining to radicalisation tend to focus on the role of identity,
intra-group and integroup dynamicgHogg, 2007; Hogg, 2014; Hogg & Adelman, 2013;
Simon, Reichert, & Grabow, 2013How social groups are viewed in society can
propagate and maintain radical ideologies and behayidore | | a Porta, 201:
2016; Swann, Jr., Jetten, Gomez, Whitehouse, & Bastian, .ZDHii8)literature will now

be critiqued to develop an understanding of how social theories may help dewelop a

understanding of radicalisation.

Social identity theory (SITFigure 1) posits that an individual develops a sense of who

they are based on which social groups they identify (#ttgg, 2007)

definition of self

social identity
|

¥
social categorization
1
facilifates

distinct social groups

S N
‘we” ‘they”
in-group out-group

I Z I
favorable to ¢—] M€rgroup | o favorable to

in-group comparison outiroup
satisfied dissatisfied
social identity social identity

Figure 1. A visual representation of socidentity theory
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Drawing on SIT, uncertaintidentity theory (UIT) (Hogg, 2007) proposes that
uncertainty about selflentity prompts individuals to form groups or become members

of desirable groups. This is because identification with a group reduces levels of personal
uncertainty as group prototypes become more salient and perdenaty or values
become less important. These group prototypes describe and prescribe how people within
the groups should behave and interact with each other and therefore reduce the pressure
for individuals to draw on selflentity to navigate uncertasituations or personal crises
(Hogg, 2007) This group identification is associated with the social categorisation of self
and others and categorizes individuals intgriaup or owgroup categories (Hogg, 2007;

Hogg, Meehan, & Farquharson, 2010; Siegedl., 2012)

However, social groups differ in their entitativity and this may have relevance for those
who join radical groupg$Hogg, Meehan, et al., 201Entitativity refers to the level at
which a group is perceived to be a whole entity, not theafudistinct individual{Hogg,
Meehan, et al., 2010Highly entitative groups are marked by group prototypes that are
clear, unambiguous, highly prescriptive and focusmad so, they provide greater
reductions in seffincertainty than low entitative gips(Hogg, Adelman, & Blagg, 2010;
Hogg, Meehan, et al., 201Mlost extremist groups are highly entitative as they are often
marked by rigid and closed boundaries, internal homogeneity and group prototype
agreement, and a hierarchal struct{legg, Meeha, et al., 201Q)Empirical research

has found that identifying with high entitative groups is more likely in times of personal
uncertainty(Hogg, 2014; Hogg, Sherman, Dierselhuis, Maitner, & Moffitt, 200Fdr
example, Hogg, Meehaet al.(2010)found that when moderate college students were
primed to feel uncertain about themselves, they more strongly identified with a highly
entitative radical group despite having aligned themselves previously with a moderate
group. They also had significantbyronger intentions to engage in behaviour on behalf
of that group after being primed to feel uncertain. This is a robust study of 82 participants
in which the videos used to prime uncertainty were piloted for credibility and efficacy
and the level of unctainty actually experienced was measured after the study. However,
the study does not dissect the radical components of the group conveyed to the
participants to further understand how the varying elements may have affected group
identification differenty (Hogg, Meehan, et al., 2010)or can the behavioural intentions

of the participants be followed up due to the experimental nature of the study.

Nevertheless, Hogg, Meehanhal.(2010)assert that group identification and behavioural
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intention may becom problematic if those who identify with a radical group intend to
engage in the extremist behaviour prescribed and expected by the group. Research has
found that specific behavioural intentions have been found to be a good predictor of actual
behaviour(Ajzen & Fishbein, 1977; Sheeran, 2002; Sheeran & Webb, 20itbihat the

link between intentions and behaviour is strengthened when the intention is normative of
a social group with which one identifi€dogg & Smith, 2007; Terry & Hogg, 1996)

Thus, the ginamics and structure of a radical social group may prove alluring to some
individuals who have difficulty coping with uncertainty and therefore could influence the

radicalisation process.

SIT and UIT posit that the willingness to adopt and engage irppgrmmiotypes occurs as

a result of group identification and being a part of the group, and thus these individuals
may be less likely to engage in these behaviours as individuals in isgklaodermans,
Sabucedo, Rodriguez, & Weerd, 2002; Swann, Gomegidi», Hart, & Jetten, 2010)
However, identity fusion theory proposes that certain individuals develop a visceral
feeling of oneness with the group in which the characteristics of the personal self and the
sociatself fuse togethe(Swann, Jr. et al., 2@). This results in a powerful sense of
connectedness to the group as the essence of the group values are shared, however, the
unique, idiosyncratic nature of each individual is also appreciated and mairftaoredz

& Vazquez, 2015; Swann, Jr. et al. 120 In this way, individuals retain personal agency

to engage in behaviours that promote the
of the group also. This has implications for radicalisation as identity fusion has been found
to predict willingress to fight and die for the-group(Swann et al., 2010; Swann, Jr. et

al., 2014)and to predict advocation of the use of violence to promote current social system
change(Besta, Szulc, & Jaskiewicz, 2015)he effects of identity fusion on radical
beliefs appear to be stronger than group identifica(wann et al., 2010; Swann, Jr. et

al., 2014)or group membershi(Besta et al., 2015lone. This highlights that how one
relates to the group may be more important than merely being part of or onifyidgnt

with the group, with identity fusion potentially being a particularly potent orientation.
Whi | st , identity fusion theory provides
more likely to engage in prgroup behaviour alone or within the groutpprovides less

i nformation about what may prompt an i ndi

thus may be less helpful in understanding steps towards radicalisation.
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In terms of intergroup dynamics, the role of dual identity will nowdiscussedFirstly,

it is important to define the termminority and majority which become relevant in
reference to dual identityThe terms can refer to statistical minorities and majorities,
which can then differ nationally and locally. However, Barz2£10) notes that ethnic
groups living in a local majority may still have less power than a national majority.group
Thus, in the thesis, minority refers to groups that are perceived to have less power or
influencethan a national majority group (e\Myhite British) due to their smaller size and
reduced representation nationalfypositions of power and influencEor example, in

May 2019, only 8% otheHouse of Common@.e. member®f the UK parliamentgame

from a nonawhite background and this does not appear proportionate to the population
numbers in British society (Browning, 2019herefore dual identity can be defined as
when an individual identifies with an ethnic minoritygnoup, and a society inhich
he/she lives that is deemed superior in terms of power or $2besje,van den Bos,
Loseman, Feddes, & Mann, 2012; Simon et al., 23l identity iggenerallyproposed

to foster political action that is legitimized by the society in which the individual lives
(e.g. nonviolent protest)Simon & Ruhs, 2008and there is little evidence to suggest
that the pursuit of political reform is linked to radicalisativiandaville, 2009;

O’ Do nn e | HoweveZ, @ulnérabilities to radicalisation regarding dual identity have
also been notefSimon et al., 2013)For example, a longitudinal study of Turkish and
Russian migrants in Germany found that participants who pectehat their two
identities were incompatible had increased likelihood of sympathies towards radical
action(Simon et al., 2013)This does not imply that dual identity alone deems someone
vulnerable to radicalisation, but it is how an individual magatiate competing and
conflicting identity values that could lead to vulnerabilit{&mon et al., 2013)This
distinction may be important in the UK context in which minority groups, like Muslims,
are often compelled by government initiatives suchPesventt o “ assi mi | at
demonstrate their fidelity to Britain and British values (HM Government, 2015;
Mandaville, 2009) This may be as a result of a binary construction of identity, where
identity is either British or based on religious or politicalliation. In this way, ideas of
integration and loyalty are confused with issues of radicalisation and terrorism and can
result in further alienation of minority groufisynch, 2013) For example, a study of the

views of British Muslim youth found thatthe f el t t hat t hey were v
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ot her’ by the majority of soc,iredateqtothend t
treatment of Muslimswas viewed as opposing Britishngésynch, 2013) Similarly,

Doosje et al. (2013) found that radial beliefs amongst Dutch Muslim youth were
predicted, amongst other variables, by perceptions that their ethnic minority was treated
|l ess fairly in comparison to oftTleeryaf i n
Clandestine Political Violenc€013)explains how escalating policing of certain groups

can ignite social movements, especially when-wiotent political action is suppressed

or government responses to it are deemed anreaetion. Thus, the societal treatment

of various social groups amm/identities may also influence the development of radical

belief systems which may or may not lead to radical action.

Social theories provide some insight into how social identity, -irdral intergroup
dynamics may play a role in how an individualides to align with a radical group. They
primarily place emphasis on the role of the group in radicalisation. However, a
consideration of individual factors in conjunction with these group processes is
advantageous. For example, considering the psychdpgit@ and dispositional

influences in combination with identity fusion theory could provide an explanation into

I

pat hways to radicaMoilsfdt iroandiamdmsgstPs‘ylcdro

radicalisation will now be discussed to explore further wastain individualsnay be
propelled towards extremism and extremist groups and others are not.
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2.1.4 Psychological theories of radicalisation

Psychological theoretical perspectives reflect how psychological mechanisms may
influence the radicalisation process. The following theoretical perspectives will now be
discussed and critiqued: the system rejection model of radicali¢Bab®& van den Be,

2017) the meaning maintenance modekine, Proulx, & Vohs, 2006tompensatory
control theory(Kay & Eibach, 2013)and reactive approach motivation (RAM) theory
(McGregor et al., 2013)

2.1.4.1 A critique of the system rejection model

The system fjection model (See Figure 2) constructs terrorism or extremist behaviour as

a tool used to achieve a certain gl & van den Bos, 2017)This goalorientated
behaviour is proposed to stem from perceived injustice and the presence of an alternative
sysem (e.g. an extremist group or organisation) that will help achieve this goal, usually
associated with increased justice, fairness or equ@dy & van den Bos, 2017)The
presence of an alternative system results in a rejection of the mainstream system and the
adoption of the new alternative system. In the absence of an alternative system,
individuals can just accept the status quo (no system rejection) or engagetional

system rejection, where the mainstream system is rejected, and highly emotional states
are directed towards that mainstream system. In this way, emotional system rejection is
more passive than behavioural system rejection. Perceived injustcerial ¢o the model,

and studies of Islamic and righing radicals have found that perceived unfairness or
injustice play a pivotal role in the radicalisation prodgdsosje et al., 2013; Doosje et

al., 2012) However, the model only endeavours to expliie processes by which an
individual joins an extremist group or organisation, and fails to explain why an individual
may create their own extremist group when there is an absence of an alternative system
or why they may sustain their engagement withgiteeip(Bal & van den Bos, 201 9r

what may motivate a loractor who engages in extremism independently of an

alternative system. Thus, t he model s at

in limited applicability to the various nuances of thdicalisation process.
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Figure 2. A visual representation olfi¢ system rejection model of radicalisat{@al &
van den Bos, 2017)
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2.1.4.2 A critique of the meaning maintenance model

The meaning maintenanoeodel (MMM; Heine et al.2006) proposes that people have
a need to view their life as meaningful and coherent. The model proposes that an

i ndividual ' s me an iomneetisgithe fokowingineedsdsealfieem;d e n t
closure and certainty; affilimn; and symbolic immortality (i.e. that their life has a
meaning beyond their existence and can live on through their societal contributions).
When an individual has these needs met, he/she will have a sense of meaning and
coherence.Furthermore,the modé refers to four conditions (a just community;
unambiguous standards; lasting values; and extensive capabilities and experience; Table
5 below) that allow for meaning and coherence to be maintéMelddamed Ali, Moss,

Barrelle, & Lentini, 2017)

Table5 TheFour Conditions of the Meaning Maintenance Mofine et al., 2006;
Mohamed Ali et al., 2017)

Condition Condition Summary

Just This refers to beliefs that the world is fair and just and as a result, that g

Community engaged in will be useful and purposeful to reach future goals.

Unambiguous Thi s refers to an individual ' s
standards are required or expected of him/her.

Lasting This refers to beliefs that tvalue and priorities of society will be consistg
Values over time and that actions associated with these values and priorities

useful and purposeful to reach future goals.

Extensive This refers to an individual believing théyve extensive capabilities a
Capabilities experience to allow them to fulfil future goals.

& Experience
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Inherent inthe MMM, is the connection between a sense of meaning and the behaviours
engaged to fulfil goals. In five different studies conducted with students, Van Tilburg and
Igou (2013)found that the value placed on behaviour was dependent on how instrumental
the behaviour was in achieving a future goal, and behaviour was deemed especially
meaningful if the goal was highly valued. However, Mohameea#dil.(2017)posit that
pathwaysto radicalisation may be ignited when the four conditions of the MMM are
violated or threateneds it elicits compensatory behaviours. People may compensate by
reaffirming intact schema, a pattern of thought or behaviour that organizes categories of
information and the relationship between thidohamed Ali et al., 2017Alternatively,

they may create new, more meaningful connections through modes of radicalisation
(Mohamed Ali et al., 2017) For example, the belief in a just world is incongruent with
perceived injustice or discrimination. Thus, Mohamed &lial.(2017) would posit that
revenge may be a new way of returning to
meaning. For example, Stankat al. (2010) found that themes of avenging past
grievances were common amongst documents and text disseminated by extremists in an
extensive content analysis. Furthermore, meaning threat has been found to be associated
with a tendency towards groups that provide high cognitive closure or are highly entitative
(Pierro, Mannetti, De Grada, Livi, & Kruglanski, 2003; Van Tongeren & Green, 2010)

as discussed in social theories. For example, when individuals are primed with words
that imply futility and incoherence, they tend to display a preference for pretigtabi
order, routine and familiar setting¥an Tongeren & Green, 2010Thus, threats to
meaning could bring about a tendency towards extremist groups or ideologies as they
provide methods to realign individuals with the four conditions proposed by MMM to
imbue life with meaning and coherence (i.e. a just community; unambiguous standards;
lasting values; extensive capabilities and experience). However, a critique of the model
suggests that it does not seek to explain which meaning frameworks peopledeek a
which they avoid and the model assumes that people respond to threats in highly similar
ways (Pyszczynski et al., 2015For example, death and priming thoughts of death
(mortality salience) have been associated with compensatory behaviours, such as
increased conservatism and worldview defeiigszczynski et al.,, 2015; Vergani,
O'Brien, Lentini, & Barton, 2018)MMM would posit that mortality salience threatens

i ndividual s sense of meaning, however d
meanng frameworks (e.g. consciousness ends when you die; your consciousness

continues to exist in another realm) and MMM does not account for individual variability

25



in meaning makingPyszczynski et al., 2015)Thus, the MMM in isolation may not
explain cledy why certain people seek out meaning and coherence through extremism

and others seek it out in different ways.
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2.1.4.3 A critique of compensatory control theory

Compensatory control theory (CC{Ray & Eibach, 2013gndeavours to overcome the
difficulties inherent in the MMM by explaining why certain types of people may tend
towards a particular ideologgnd by proposing an alluring commonality amongst all
ideologies CCT posits that individuals have a desire to live in an ordered world in which
they feel they have personal control of what happens to (Kemm& Eibach, 2013)A

belief in personal control serves to protect individuals from the idea that life is random
and arbitrary, which can be anxigpyovoking(Kay, Gaucher, McGregor, & Nash, 2010)

In the absence of perceived personal control, alternative ways of achieving a sense of
control can be facilitated through a tendency towards personal, societal or seligiou
control ideologiegKay & Eibach, 2013) These ideologies may provide a sense of

control and an individual’' s tendency towe
(Kay & Eibach, 2013) For example, personal control along with limited societal and
governmental control is emphasised in libertarian ideologies; societal control may
emphasise the power of government to restore order in society and be helpful to those
that have faith in government; and religious or supernatural control may emphasise that
God has a plan for humanity and is therefore in control, attracting those that have faith in
their religion (Kay & Eibach, 2013) Empirical support for CCT has found that
temporarily lowering feelings of personal control increases a tendency towards inelief

a controlling GodKay et al., 201Q)increased preferences for governmental co(iay,
Gaucher, Napier, Callan, & Laurin, 20G8)d lower tolerance for ambiguifiyla & Kay,

2017) Importantly, when one source of control is lacking, research hasnsthat
individuals can increase their reliance on other sources of cqkiagl et al., 201Q)
However, in extremism, Kay & Eibach (2013) propose that other sources of control are
discounted, and one ideology is fervently adhered to. This can happarsdether
sources of control are less accessible. For example, individuals in collectivist cultures
may draw on interdependent models of control and may be less likely to believe that they
have individual control over their destiny (Young & Morris, 20@ijnilarly, perceived
governmental corruption or perceived injustices that derive from governmental action or
inaction are less likely to prompt individuals to support governmental cgKaglet al.,

2008) Thus, contextual circumstances may propel imfigls to adopt an extremist
ideology to combat a perceived lack of control, when other control sources are not

accessible or are inadequate to meet the
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However, like MMM, when a number of compensatory control sources are available,
CCT does not appear to account for individual differences in how individuals choose to
regain control(Landau, Kay, & Whitson, 2015)This may be because the majority of
CCT studies did not provide opportunities for participants to choose from a number of
different compensatory strategies and thus, this was not exglaedau et al., 2015)
Reactive approach motivation (RAM) theo¢yicGregor et al., 2013ill now be
consideredShephercet al. (2011) suggest an alternative interpretation of the need for
cortrol in CCT could be that it reflects indirect efforts to cope with psychological
discomfort (e.g. discomfort that derives from uncertainty or anxiety), rather than it being

a generic need for control itself.
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2.1.4.4 A critique of reactive approach motivation theory

RAM theory (McGregor et al., 2013¥till constructs extremism as a compensatory
behaviour; however, rather than the need to feel in control, personal uncertainty is
implicated as the key driver towards ideological extremes. Approach motivation is pivotal
in RAM theory and is deemed to ocauhen individuals are fervently motivated towards
something or by something that they have evaluated posi{iziigt, 2006) Within this
approackhmotivated state, it has been found that feelings of clarity ensue, and other issues
or conflicts become &s important and less relevéitcGregor et al., 2013RAM theory
proposes that personal uncertainty arising from motivational conflict gives rise to anxiety
(McGregor, Nash, Mann, & Phills, 2010; McGregor et al., 20MB)tivational conflict

can occumwhen one has two competing goals (for example, being motivated to both eat
chocolate and lose weight) or when a goal is thwarted in some way (for example, having
a lack of money to afford to go to a desired univershgth of which could result in
persoml uncertainty and, consequently, anxi@€jackl, Jonas, & Fritsche, 2018)vhen

in this anxietyladen state, RAM theory posits that individuals are more likely to engage
in religious, idealistic, or behavioural extremes because these extremes acfivaaemap
motivated states which lessen feelings of anxiety and provide a clear focus in uncertain
times(McGregor et al., 2013Accordingly, following expressions of certainty regarding
idealistic beliefs, participants in studies reported that goal canfliere less salient,
significant and urgenMcGregor, 2006; McGregor & Marigold, 2003; McGregor, Nalil,
Marigold, & Kang, 2005)

The theoretical underpinnings of RAM theory derive frone neuropsychological
anxiety research of Grg{98) andGray andvicNaughton(2000; 2003who proposed

that vertebrates have evolved a neural module called the behavioural inhibition system
(BIS) to cope with goal conflict. The hippocampal region of the brain is implicated in BIS
functioning, particularly in the interpraty and responding to unpleasant, challenging or
novel stimuli (Gray & McNaughton, 2003). When the BIS detects conflicts between
concurrently active goals, it is posited to inhibit behaviour to allow the individual to
process more information regarding therent conflict and decide on the best course of
action (Klackl et al., 2018) Furthermore, the BIS increases arousal and attention to
facilitate this process (See Figure 3; Gray & McNaughton, 2000). The personal
uncertainty that results from the motinatal conflict could rouse feelings of anxiety and
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stimulate the BIS to facilitate motivation towards an alternative, more tenablgpalb
which could result in equifinality (i.e. thereby arriving at the original goal in another way)
(Nash, McGregor, &rentice, 2011)Alternatively, the personal uncertainty could result

in RAM, the pursuit of an unrelated, but positively evaluated, goal as it reduces the

personal uncertainty inherent in the initial motivational confhsh et al., 2011)

Inputs Outputs

Signals of punishment ————cad
Behavioral inhibition

Signals of nonreward ——— .| Behavioral
Novel stimuli _ | nhibition Increment in arousal
: system

Innate fear stimuli > Increased attention

Antianxiety drugs
impair

Figure3.Gr ay & McNaughton’s behaviour al

Importantly, research regarding the BIS is supported by pharmacological studies on rats
and humans which find that the sepippocampal region (Gray, 1982) and theeaiotr
cingulate cortex (ACC; Gray & McNaughton, 2000) are also integral to the BIS. For
example, the ACC has been found to be involved in the processing of errors, conflict and
surprise in functional neuroimaging studies (Klackl et al., 2018; StevengyH&uilaber,

2011). The research pertaining to the BIS has informed the structure of the empirical
research used to explore RAM and its potential link to ideological extremes. Within the
context of radicalisation, difficulties dealing with feelings of paedaincertainty could

make people more vulnerable to seeking refuge in the clarity of extreme ideologies and it
could be the BIS that facilitates this (Hogg, Kruglanskyata derBos, 2013; McGregor

et al., 2013).

There is a robust experimental evidence base on RAM and its link to ideological extremes

in the literaturgMcGregor, Haji, Nash, & Teper, 2008; McGregor & Marigold, 2003;
McGregor, Nash, & Prentice, 2010; McGregor et al., 2013; Nash et al.,.20Ad)
example, research has found that priming personal uncertainty (for example, asking
participants to reflect on a personal dil
own religious beliefs, an increaseand n de

significantly increases willingness to support religious warfare compared to controls
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(McGregor et al., 2008)Additionally, priming academic uncertainty has been found to
boost scores onreligious zeal subscalest egr i ty ( e. g .aregrddgded el i ¢
in truth”), jingoism (e.g. “1f everyone
a better place”) and e xtouldgvespmy(ifeforgny “ I f
rel i gi ouvcGréger|Nash,f&drentice, 2010)

Furthernore, McGregoret al.(2001) found that after personal uncertainty was primed,
there was increased conviction in personal ideologies and goals associated with that
personal ideology; importantly, this also led participants to make plans to achieve goals
more relevant to personal values when compared to controls. Thus, not only can personal
uncertainty bring about ideological extremes, but it can influence the vigour with which
one behaviourally pursues those ideologies. Lastly, McGrefgal. (2013) condued

five studies consolidating previous RAM research and found that uncentelatgd
threats only stimulated RAM when they aroused personal uncertainty about active goals.
Therefore, a key psychological process that may underpitetidency towards rachl

ideals is personal uncertainty regarding current goals or aspir@togg, Kruglanski,

& van den Bos, 2013; McGregor et al., 2018pnsequently, efforts to facilitate more
pro-social ways of dealing with personal uncertainty may serve as a prixentaasure

that could be utilised to reduce vulnerability to radicalisation in(MBGregor et al.,

2013; Sewell & Hulusi, 2016)Despite the robust evidence base for RAM theory, the

following key critiques need to be considered

1 It could be argued that CCT, MMM and RAM theory are not distinct as they all
construct extremism as a way of compensating with potentially arrigtging
difficulties (i.e. a perceived lack of control, a perceived threat to meaning, or
motivational confict which prompts personal uncertainty, respectively). However,
McGregor et al. (2013) acknowledge that RAM research currently has not
explored how CCT or MMM could be explicitly integrated into RAM theory.
They posit that this could be facilitated by pimigngoals (i.e. getting an individual
to reflect on a goal) before the presentation of threats to control or meaning to
understand if goal pursuit is accentuated by these particular threttss way,

CCT and MMMcould bemore robustlyntegrated into RM theory.
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1 RAM research currently does not address the environmental conditions that may
be more likely to promote the palliative function of RAM (i.e. reducing personal
uncertainty via the relentless pursuit of an unrelated goal) versus the continued
pursuit of the original goal under conflict (McGregor, Nash, Mann, et al., 2010).
This emphasis on solely psychological influences may disregard key contextual
factors that could be helpful in radicalisation prevention.

1 Finally, the thesis posits that the perimental nature of the research may not be
truly reflective of how motivational conflict and personal uncertainty is
experienced in everyday life. Accordingly, the applicability of the research to

other contexts should be interpreted with caution.

The psychological theories presented provide a modejpth understanding of how
radicalisation may be influenced by psychological processes. However, the similarities
between the theories presented, the commonalities that appear to exist acrossaheoretic
perspectives (e.g. regarding uncertainty, anxiety, compensatory behaviours) and the
various limitations of the perspectives appear to convey the potential usefulness of a
holistic approach to understanding radicalisation. Accordingly, integrative ekeori

endeavour to achieve that synergy between perspectives and will now be discussed.
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2.1.5 Integrative theories

Integrative theories of radicalisation incorporate various theoretical perspectives.
Naturally, aspects of social theories (group processes; UIT; dual identity) and
psychological theories (perceived injustice; the quest for meaning; uncertainty) discussed
earlier are also relevant to these theoretical models. Table 6 presents seven integrative
models that view radicalisation as a transformation occurring via social and psychological
processegKing & Taylor, 2011) The commonalities and discrepancies betwéaeese
models will be identified and critiquednotherintegrative model of radicalisation that
offers a unique perspective wilsobe presented. A brief outline of each of the models

discussed is provided in Appendix C for further clarity.

Table6 The Stages or Factors of the Integrative Models of Radicalization (Adapted
from King & Taylor, 2011)

Author Type of Stages or factors
model
A Borum(2004) Linear, 1. Social and economic deprivation
progressive 2. Inequality andesentment
3. Blame and attribution
4. Stereotyping and demonizing the ene
B  Wiktorowicz (2005) Linear & 1. Cognitive opening
emergent 2. Religious seeking
3. Frame alignment
4. Socialization
C Moghaddan{2005) Linear, 1. Psychologicainterpretation of materig
progressive conditions
2. Perceived options to fight unfg
treatment
3. Displacement of aggression
4. Moral engagement
5. Solidification of categorical thinking
6. The terrorist act
D New York Police Linear 1. Preradicalization
Department (Silber & Bhatt 2. Selfidentification
2007) 3. Indoctrination
4. Jihadization
E Sageman (2008) Nonlinear, 1. Sense of moral outrage
emergent 2. Frame used to interpret the world
3. Resonance with personal experience
4. Mobilization througmetworks
F Hafez & Mullins(2015) Non-linear, 1. Grievance
emergent 2. Networks
3. Ideology
4. Enabling environment
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G Webber & Kruglanski Nonlinear, 1. Needs
(2018) emergent 2. Narratives
3. Networks

Thenotion of radicalisation borne outgffievance or a concept called relative deprivation

is common amongst the modglKing & Taylor, 2011) Relative deprivation is a
subjective phenomenon in which it is perceived that there is a lack of resources to sustain
the life an individual/group is accustomed to or feels entitled to in comparison to another
individual/group(King & Taylor, 2011) Persmal relative deprivation has been found to

be associated with low sedsteem and depressi(Pettigrew et al., 2008yhilst group

based relative deprivation h&a®enfound to predict collective action and prejudice
towards other groupgPettigrew et al.2008) Models A, C & F initiate in relative

deprivation, and Model E’ s resonance Wwit
deprivation felt exacerbates the sense of moral outrage about world events (e.g. war) and
the ideological narrative of amjust outgroup. For example, Piaz£a011)found that

high rates of economic discrimination were a significant predictor of incidences of
domestic terrorism in a statistical analysis of 172 countries. Moreover, the absence of
approaches to reduce econordiscrimination were also significant negative predictors

of terrorism(Piazza, 2011)As mentioned previously, Doosje et al. have also found that
perceived injustice and/or discrimination played a pivotal role in radicalisation amongst
Dutch Muslim youth(Doosje et al., 2013; Doosje et al., 20IPhus, in understanding

radicalisation, individuals vi ews of t he
group or owgroup may be more important than poverty and secmnomic status alone.

This is orroborated by research that has found no relationship between poverty, socio
economic status or education level and terrori@fnueger & Maleckova, 2003;

Kruglanski & Fishman, 2009; Rink & Sharma, 2018)

Social capital plays a role in shaping, not oslybjective perceptionand narratives
inherent in the integrative modelsut also the everyday realities of individuals within a
society which caneither promote or deter the radicalisation process (Helfstein, 2014).
Social capital is m ecologicalconcet that encompasses thecialassets and resources

an individual or a group has accées(Bhui et al., 2014)l mpor t ant | yis t hi
fostered through rich social networksdacan promote community cohesion and
resilience (Bhui et al., 2014)Low social capital exists in a sociatyarked by reduced
networks and trust between groups and ambiguity regarding the rules and roles that

govern societyand is posited toesultin low collaboration and antisocial behaviour
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(Helfstein, 2014)However, theras confusion in the research literature on social capital
and its link to radicalisatior.ow social capital can promote marginalisation and make
extremist groups more alluringr it can also hinder the social networks that facilitate
extremism (Helfstein, 2014). Conversely, high social capital can provide a myriad of
well-defined, rich social networks within which radicalisation can flounsht can
provide societal structures fordividuals and groupso have their grievances listened to
and establish social norms which deter violence (Helfstein, 28&#pugh it may feel
intuitive to endeavour toncrease social capital of groups and individualg society

Bhui et al.(2014)found tha those with low social capital were more likehan those

with high social capitalo condemn violent protest and terrorismmongst gpopulation
sample of 608 participants of Bangladeshi, Pakistani, or Muslim heritage in the UK.
Social capital was defigen this study as havirtgust, satisfaction, and feelings of safety
associated with living in theis/herlocal areaSimilarly, higher social capital is positively
correlated with the number of terrorist groumpa societyHelfstein, 2014)Social capital

has positive benefits also. For exampieo facets of social capital (per capita group
membership and social trust) have been found to be negatively correlated wahsa|
mortality in an ecological, crossectional study of 32 Americastates Kawachi,
Kennedy, Lochner, & Prothrowtith, 1997).Similarly, alongitudinal study found that

low levels of trustoetween groupsvithin American statesi.e. low social capitaljvas
associated with increased homicides, even when income leveegnee of urbanization
were controlled for (Galea, Karpati, & Kennedy, 2002The research conveys the
complex and dynamic nature of social capital and its influence on societies and how this
could alsoaffect the perceptionsf grievanceand social netwdss discussed within the
integrative modelsHowever, whilst these ecological level factors undoubtedly have
influence, personal identiselated issues are also widespread in the models and may

serve to explain the differing individual responses to varlgagls of social capital.

For example, Models B, D, E & G all reference a form of personal crisis that acts as a
catalyst for radicalisation. For example, Webber and Kruglg@6Kki8)emphasise that a
personal crisis can cause an individual to experiemcaincomfortable discrepancy
between the positive way he/she would like to be viewed and the negative way in which
the crisis makes him/her feing & Taylor, 2011) These models purport that these
crises can bring about uncertainty and the identification of external entities to blame, and

adoption of ideological extremes can assist in remedying negative feelings by providing
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a sense of purpose and significar{&agenan, 2008; Webber & Kruglanski, 2018;
Wiktorowicz, 2005) as mentioned in Uncertainty Identity The@rogg, 2007)

The role of extremist organizations and group processes is constructed differently in the
various models and have different implicationstfee process of radicalisatigding &

Taylor, 2011) The radicalisation processes in Models B & C emphasise that radicalised
individuals elect to join extremist organisations and that these organizations play an
integral role in the radicalisation pathyéMoghaddam, 2005; Webber & Kruglanski,
2018; Wiktorowicz, 2005)Conversely, Models D, E, F, G and H construct less of a role
for extremist organisations in the radicalisation process. Instead, they view individuals
who are radicalised as seeking outelikinded individuals with whom they further
deepen their commitment to extremist ideolodmsgeman, 200&)nd, in this way, they
further distance themselves from society and mainstream n@aousje et al., 2013,
Doosje et al., 2012Additionally, ModelF emphasises that a key opportunity factor that
may influence the move from grievance to an extremist ideological narisexesting

social connectiosiwith those that already share similar viefisafez & Mullins, 2015)
Therefore, Sageman would po#iat actual extremist organisatiotige Islamic State

(IS), have less of directinfluence on theadicalisation in young people; it is the social
movement that is inspired by IS that is the real thfi€éatg & Taylor, 2011; Sageman,
2008)

Some of the models are critiqued for the way religion and, specifically, Islam is
implicated in the radicalisation procggdy & Striegher, 2012; King & Taylor, 2011)t

is important to consider the sogiolitical and cultural context to understand this
potential Islamic bias in the literature. Since 2001, a series ofdnafhe terrorist attacks

(e.g. 9/11 Twin Tower attack (2001); 7/7 London bombings (2005); Manchester Arena
Bombing (2017); Paris attacks (2015)) have been perpetrated by terraististes with
Islamic extremist groups and these attacks have received widespread media coverage,
public attention and strong political respong®sdgwick, 2010; Dearden, 2017; Travis,
2017).In response to the 9/11 Twin Tower attack, the United Stat@mefica (USA)
waged war in Afghanistamand this war waalsosupported by BritaifVertigans, 2010)
Additionally, Iraq was invaded by the USA in 2003 as it was deemed as an integral part
of defeating terrorisndubbed thevar on terror (Vertigans, 201Q)Vertigans (2010)
posits thathe fear of terrorismand the consequewar on terrorand its impachas locked

Western and Il sl ami ¢ nati ons i n a “vioci
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Consequently, some models of radicalisaton endeavour to understapértiee/ed
pathways from Islam to terrorist attadkscause that ihe narrative that is reinforced in
Western societies (Vertigans, 20,1B)itthese modelsften give lesgonsideation tothe
socicpolitical contextthat may also contribui@.g. internation conflict;foreign policy;
Mythen et al., R17). For example, Model B and D implicate a turn towards radical Islam
as a core part of the process of radicalisation (Wiktoroie@5; Silber & Bhatt, 2007).
Additionally, Model B is based on ethnographic case studies of members- of Al
Muhajiroun, which is a transnational Islamist organisation that promotes Islamic
revolution and the creation of a worldwide Islamic S{alg & Striegher, 2012; King &
Taylor, 2011) Within these models, a personal crisis is implicated as the impetus to
extremism, rather than also considering the spoidical context and consequent
difficulties in intergroup relations. Thereforehdse models could be interpreted as
implying that a) radicalisation is a uniquely Islamic phenomenon and b) the Islamic

religion or Islamic fundamentalisadonepredicts violent extremism.

Fundamentalism refers to t hegousbvews asthe i n
ultimate truth(Altemeyer & Hunsberger, 2004nhd can be associated with a literal, non
negotiable interpretation of sacred tefddtemeyer & Hunsberger, 2004; Pratt, 2010)
Whilst the Quran contains suras that may be interpreteddassemg extremist violence
(Spencer, 2013)extremism exists in all religion®ratt, 2010) Research also suggests

that fundamentalism alone is not necessarily associated with militancy nor is it enough
explain the move to extremist violen(Reller & Kroger, 2017; Sadowski, Endrass, &
Zick, 2018) For example, whilst 60% and 87% of Muslim youth in a lesgade study in

Egypt and Saudi Arabia have been identified as Islamic fundamentalists, only a tiny
proportion go on to engage in terrorigBeller & Kroger, 2017) Further research into
Islamic fundamentalism has found that suicide bombers are no more religious than the
general populatior{Ginges, Hansen, & Norenzayan, 2008)d that individual and
personal aspects of religion (e.g. reading the Quranyithehl prayer; frequency of
prayer etc.) do not predict extremist violefiBeller & Kroger, 2017)Rather, increased
support for extremist violence has been found to be predicted by the social aspects of
religion (e.g. attending mosque) and perceptibasthe ougroup pose a threat to Islam
(Beller & Kroger, 2017)It may be that the social aspects of religion provide opportunities
for the social and group processes featured in many of the integrative and social models

to influence individuals and malgave less to do with religion itself. Fundamental
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attribution error(Pettigrew, 1979)s a cognitive bias in which people emphasise the
internal, i ndi vidual cause of anot her [
potentially relevant external fact In the case of Islam, individuals may explain violent
extremism amongst Muslims by attributing blame to the most salient, individual feature
that they have commotheir religious identity. This may simplify a complex issue, but

it does not consider ¢hpotent social and group processes inherent in the research that
may be a more useful way of looking at the radicalisation process. In this way, the role of
society and government in promoting radicalisation (e.g. through fostering economic
discrimination prejudicial views of minority groups; emphasis on the assimilation to
“British values’) is acknowledged and m

changeby tackling these societal issues.

Whilst the integrative models discussaabpt a socigpsychological perspective, Decety
Pape and Workmaf2018)propose the multilevel social neuroscience model (MLSN) of

radicalisation (See Figure 4 below and Appendix C for a brief outline of the model).
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Figure 4. A visualrepresentation of thaultilevel social neuroscience (MLSN) model of
radicalisationDecety et al., 2018)
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The model proposes similar social and group processes as the isdetsed in the
literature review(in-group identification; ideological narratives; derogation ofgrgup);
however, it differs in that it includes an explanation as to the individual differences in
propensity to extremist violence. They implicate neuroendocrine and genetic pathways
which medize the link between cognition and radical behaviour. As mentioned in
dispositional theories, Decett al. (2018)draw on neuroimaging research that shows
that liberals and conservatives can be distinguished by differing neural responses. For
example, libeals show more cognitive flexibility in managing conflig&modio et al.,

2007) and conservatives show greater sensitivity to risky sti(Bahreiber et al., 2013)
Furthermore, a recent stu(aumgartner, Schiller, Rieskamp, Gianotti, & Knoch, 2014)
has found that brain regions related to theory of mind are more active wiyeoum
members transgress than when -grdup members transgress, suggesting more
perspectiveaakingis employed with irgroup members as participants may have searched
for reasms why an irgroup member has transgresséthis also corresponded to
participants in this study applying harsher punishments for outgroup members
(Baumgartner et al., 2014)

Consequently,timay be that the differing neuroendocraivationand geneti make

up of an individual may influence his/her propensity to engage in behaviours associated
with radicalisation (e.g. less cognitive flexibility; heightened sensitivity to risk; less
perspectiveaaking for out-group transgression However, Decetet al. (2018) embed
dispositional influences within a soemsychological theoretical framework. It may be
that drawing on a variety of disciplines to create a more comprehensive integrative model
is a useful way of understanding the complexities of radiatadis.

The reviewed theoretical perspectiygevideevidenceor the complexity of interacting
factors in the radicalisation process. Integrative models provide a more comprehensive
insight into understanding the process of radicalisation. This is uaddedtle as an
individual who is radicalised exists in a nuanced social world in which individual, social,
cultural and contextual factors interact to influence outcomes. AccordihglLSN

model appears to be the most robust model, incorporating masetsfaf the other
theoretical perspectives and integrating them into a coherent whole. In terms of designing
approaches to radicalisation prevention, understanding the process of radicalisation can
only be the first step anddlthesis would posit that ihay not be possible to target all of

the elements of the comprehensive integrative models (e.g. MLSN) using one approach.

39



This will be discussed later when considering how ttiesis endeavours to explore
promoting resilience to radicalisation. The nexdtiss will critique current approaches

to radicalisation prevention with consideration given to the theoretical literature that
precedes it.
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2.2 Current Approaches to Preventing Radicalisation

As the thesis endeavours to promote resilience to radicalisation in young people, current
approaches to radicalisation prevention will now be presented and critiqued. This analysis
prioritises the UK context as thegesthdhesi s
importance of considering the ecological context in which radicalisation takes place.
Therefore, UKbased preventative approaches are deemed to have the most relevance to
promoting resilience to radicalisation in the UK. However, references ¢vargl
international research will also be included that could be adapted to include the socio

cultural and political context of the UK.

T h e Pieversstrategy seeks to prevent people from being drawn into terrorism (HM
Government, 2018 and the CT& Act places a statutory duty on local authorities,
schools, nurseries and universities to demonstrate how they fulfil and monitor this duty
(Wolton, 2017) Therefore, different professional groups, such as teachers and social
workers, are requiredtorepd i ndi vi dual s that they fee
Possible warning signs or risk factors include: a change in nacdthnge in language,

being closed to debate or a néwnd fixation on a topic (DfE, 2015). Correctly
identifying those at risis challenging as those that commit extremist violence share many
‘“risk factors’ with a much wider popul at
(Bartlett & Miller, 2012) It has been hypothesised that referring YRPteventcould
jeopardise imortant relationships if vulnerable YP are incorrectly identified as being at
risk (Reed, 2016; Stanley, Guru, & Coppock, 201&Qditionally, O Donnel | (:
posits that the statutory natureRyeventcan lead to the breakdown of trastd openness
between teachsiand studerstby silencing both parties who may wishhave an open
dialogue abouthallenging ideas, arguments or beliefa safe classroom environment.

O’ D o 112016)l bklieves that this silencing of dissent could lead to further
maiginalisation and therefore, promote rather than prevent pathwayseémismit also

can create @double consciousnessnongst YP in schools, whereby speech is censored
because YP have to reflect on how their thoughts, balrefattitudes may be interpted

by another who is positioned as an expeithout understandingully what guides the

i nterpretati onThi§@ris@ship camredrehte a par@ndi®which may erode
individual, critical thinking and open debate as the expression of extremist views may
lead tosuspicion and/or &reventreferral( Coet z e e, 1996 ,CodlreeD o n n e

(1996) discusselsowthep ar anoi a i nduced by censorship
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that inpose censorship) want to make you see your thoughts through their eyes, and

control them yourself, through their poi

In this way, Preventoper at es as
intervention towards those that are geicved t o (Bklad & Rark, 2017)s k ’

targeted prevent

InadvertentlyPrevent s t argeted approach could resul
of the most vulnerablé O’ D o n n e &nd individuald v8hp are wrongly singled out

may be more compelled towards extremist rhetoric due to feelings of perceived injustice
or discrimination (Hickman, Thomas, Silvestri, & Nickels, 2011), as outlin&eation

2.1.5 Sklad and Park (2017) critig the targeted approach because it can reinforce
negative stereotypeas often individuals are deemed more at risk due to their ethnicity,
religion or sociabackground, anthe targeted approach can further divide groups within
society, leading to incessed xenophobidhis appearto be particularly relevarior the

Muslim community. For example, Kudnani (2009) conducted a systematic review of
Preventand suggests th&reventis an elaborate form dfluslim surveillance The

original Prevent strategy (2011) drew upon20&0Citizenship Survey (Department for
Communities and Local Government (DCLG), 2011) to inform which groups were
deemed most at risk for radicalisation. However, the strdtagyeen critiquefibr how

it selected certain informatidrom the surveyhat highlighted Islamic risk and appeared

to neglect other informatiofMythen et al, 2017)For example, 14% of Hindus and 12%

of Muslims surveyed reported that violent extremism in the name of religion was wa y s
or ‘' s o arg yetthm elisdu commumityn som

or often right
the original Prevent strategy2011; Mythen et al., 2017)Furthermore the discourse
within the original strategy2011) appeared to emphasise hdtuslim perceptons of
policing and discrimination may contribute to their increased risk to radicalisation, but
failed to highlight the weltesearched factors that may contributehese perceptions
(Mythen et al., 2017)such as:social exclusion (Craig, 2013))ypersurveillance
(Thomas, 2016); the erosion of civil rights ¢@hee, 2008); and a deterioration in
relations with the police (MytheWalklate, & Khan2009)

ConsequentlySklad and Park (2017) advocate for a universal approach to prevention
which foases on helping all YP to be more resilient to radicalisation. In this way, issues
can be addressed at an earlier si{(Cifgke pri
2000)which is deemed as advantageous to preventing radicalig@tian& Jones2017)

Additionally, (mis)labelling and stigmatization may be avoid€&ifford, 2000) and
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consequently, communities at risk may be less resigiangceiving interventionas all

children are receiving preventative support regardless of their heritaggckground

(Sklad & Park, 2017)Finally, targeting adolescentt the universal and preventative
levelis integral as it is in line with the research on the neuroplasticity of the adolescent
brain. Neuroplasticity i susly bdaptingaraiearriing a b i
in response to sensory and environmental input and adolescence represents a critical

period forthis proces¢Kanwal, Jung, & Zhang, 2016).

Preventalso funds communitpased projects that endeavour to promote resilience to
radcalisation (Bonnell et al., 2011; Coker, 2015). For example, in 2017/2018, 181
communitybased projects were funded Byeventand 54% of these were delivered in
schools (Home Office, 2018). However, little information regarding the projects or
evaluatiorof their impact is currently accessible, and information is usually disseminated
in the form of case studies (e.g. Bonnell et al., 2011; Coker, 2015). For example, the
Preventtoolkit for further education and colleges (Coker, 2015) uses case studies to
exemplify how | earners’ resilience can be
access to programmes lilgame OnGame Oris a theatrébased workshop intervention
which looks at responding constructively and in solutoiented ways to extremist
ideologies that threaten communities. Interestingly, the case study selected to exemplify
the above approach was conducted inleege with a majority of students from ethnic
minority backgrounds, which may reflect a targeted approach which could marginalise

communities.

Other governmental approaches that seek to build resilience to radicalisation@medexp

in a research report entitlebeaching Approaches that Help to Build Resilience to
Extremism in Young Peop(®onnell et al., 2011). This paper provides a mixture of
universal and targeted approaches exemplified in the form of case studies. This is
analysed in Tabl& below with reference to the theoretical literature.
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Table7 An Analysis of the Teaching Approaches Purported to Help Build Resilience to
Extremism in Young People (Bonnell et al., 2011)

Intervention/ Aims Method/Participants/ Reported Impact
Programme Method of Evaluation
Philosophy  To teach Universal Approach Sixth Formers were reporte
for Children children to Single Workshop by staff to be better able 1
(P4C) think and 1520 participants pe handle differences of opinio
reason session and question critically.
critically Sixth Formers
Staff & pupil interviews
Not in my To stimulate Universal Approach Staff reported improve
name discussion Use of a play/drama as understanding of racisi
about stimulus amongst pupils and improve
extremism,  Whole school, lesser critical thinking.
societal based

cohesion and approach

stereotyping All year groups in twc
secondary schools
Staff & pupil interviews

Tools for To guide Universal Approach Participants valued being ab
Trialogue studentsto  One secondary school to question and not jug
reflect on the Only conducted with higl accept.
similarities ability groups Participants valued learnin
and Workshops about religions from
differences of Pupil focus groups representatives from th
sacred texts faith.

Hypothesised Theoretical Underpinnings of P4C, Not in My Name & Tools for
Trialogue:

Based on the information available gtthesis posits that the emphasis on criticality
arguing & discussing effectilyeand respectfully could help tackle the following areas:

T Generalizing/stereotyping (Borum’s
9 Simplistic, categorical thinking (The staircase to terrorism molfelghaddam
2005);

1 Wholly accepting extremist views without critigaed the ideological justification ¢
extremist violence/narratives (NYPD radicalisation proc&tber & Bhat, 2007
Sageman’s model of radicalisation,
psychological model of radicalisatidebber & Kruglansik 2018).

It could be said that these approaches lack:

1 A consideration of individual, social and psychological processes. For exam
consideration of the allure of higt
criticality or when there mayebtimes that criticality may be less appealing or nj
difficult for individuals (e.g. during uncertainty or loss of control or meaning; mg¢
health difficulties).
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Further more, “Tool s for Trial ogue” en
bdiefs and texts amongst YP; however, if this approach is conflated with an attel
prevent extremism, this may foster simplistic narratives regarding the role of relig
extremism. Approaches that conflate religion with extremism may promote e
deprivation and perceived discrimination/grievance if the individual, social
psychological processes are not considered simultaneously.

Rights To create a  Universal Approach Staff reported improve
Respecting school culture Whole School approach relationships between staff
Schools that places  School works or pupils; opened up a dialogy
respecting accreditation over time  about rights an
human rights Staff & pupil interviews  responsibilities.
at its core

Hypothesised Theoretical Underpinnings of Rights Respecting Schools:

Based on the information available, it may be that the emphasis on rights and respon
and ensuring that people do not have these violated could help tackle the following &

1 Generalizing/stereotyping & dehuma
stage model, 2004; MLSN model, Decety et al., 2018);

1 The ideological justification of violence/narratives as it conflicts with the princ
of the programme radeaigaom2008; sociahpsyckologiq
model of radicalisation; Webber & Kruglanski, 2018; MLSN model, Decety e
2018).

However, this approach appears to lack:
1 A consideration of individual, social and psychological processes. For examy

examination of integroup processes and how people may justify the violation ¢
rights of others (e.g. dehumanization of the outgroup; perceived grievances; re

UK To use Universal Approach Pupils reported appreciatir]
Resilience cognitive Mixed-ability groups in the skills learned and ho
Programme behavioural Year 7 they could be helpful ir
(UKRP) approaches  Workshop based approac managing conflict.

(CBA) to Pupil interviews

develop

resilience in

YP

Hypothesised Theoretical Underpinnings of UKRP:

Based on the information available, it appears that an emphasis on building un

resilience and using CBA to help deal with managing conflict could potentially tack
following areas:

1 Coping with difficulties that may lead to more rigidflexible and extremist thinkin

in some individuals (e.g. perceived grievance; a reduced sense of control (C

meaning (MMM); uncertainty (UIT; RAM));

1 The rigidity of thought and psychological inflexibility may be challenged via CE
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1 Mental healthdifficulties that have been associated with radicalisation in s
individuals (e.g. anxiety; depression) may be supported through resilience trai

1 Perceptions of grievance or discrimination as CBA may foster alternative ws
interpreting issues (Boum’ s f our stage model ,
model Moghaddam, 2005; four factors model of radicalisatitaiez & Mullins,
2015);

1 System rejection of mainstream society as the skills developed may help aning
believe that they can makéanges to society or life that he/she feels neces
(system rejection model of radicalisation, Bal & van den Bos, 2017).

However, this approach appears to lack:

1 A consideration of the social processes underpinning radicalisation (e.g.aimde
intra-group processes; derogation and dehumanization of thgrawp).

Dissolving To reduce Universal Approach Pupils reported increase
Boundaries  inter-group Whole school approach  awareness and tolerance

conflictand  All year groups

prejudice Over 200 shools

through joint  Staff & pupil interviews

group

working

(Northern

Ireland)

Hypothesised Theoretical Underpinnings of Dissolving Boundaries:

Based on the information available, it could be said that the emphasis on reduciggoiage
conflict could potentially tackle the following areas:

1T Generalizing/stereotyping & dehuma
stage model, 2004; MLSN mod&ecety et al., 2018)

1 Perceived discrimination/grievance through improvedigteroup r el at
Four Stage Model, 2004; The Staircase to Terrorism Mddiejhaddam, 2005; Fol
Factors Model of Radicalisatieddafez & Mullins, 2015).

1 The ideologial justification of violence/narratives as it conflicts with the princi
of the programme: inteyr oup har mony (Sageman’s
Social Psychological Model of Radicalisation; Webber & Kruglanski, 2018; M
model, Decety et al2018).

However, this approach appears to lack:

1 A consideration of the psychological and individual processes that may un
radicalisation.

1 Explicit consideration of social processes with the YP involved. Disso
boundaries sought to improve ingmoup harmony through joint information a
communications technology (ICT) work and so this ICT focus meant that |
processes were not dissed explicitl(Austin, Abbott, Mulkeen, & Metcalfe, 2003
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Rewind To develop a Universal Approach Pupils reported a bettg

Anti-Racism value for Fourd a y peer understanding of racism
Project education course Pupils reported that this wé
around YP to go a to deliver anti an engaging way of learnin

racism, and tc racist education to others. about racism.
create a safe Secondary students 118

space to air  Staff & pupil interviews

views and

difficulties

Hypothesised Theoretical Underpinnings of Rewind Anti-Racism Project:

Based on the information available, it seems that the emphasis on reducing raci
providing spaces to air difficulties experienced could potentially tackle the following &

1 Generalizing/stereotyping & e humani zi ng/ demoni zi ng(
stage model, 2004; MLSN model, Decety et al., 2018);

1 Perceived discrimination/grievance through improvedigteroup r el at
four stage model, 2004, the staircase to terrorism madeghaddam, 208, four
factors model of radicalisatiedafez & Mullins, 2015).

However, this approach appears to lack:

1 A consideration of individual, social and psychological processes underpi
radicalisation.

Digital To make YP Targeted Approach Staff reported increase
Disruption more aware o' 8 Muslim teenagers critical thinking in the YP.
online Project funded byrevent

propaganda Series of workshops
Staff & pupil interviews

Strategy to To Targeted Approach Some YP shared that the
Reach, deconstruct Workshops and Appliel appreciated® unc ov e
Empower & propaganda work (30 sessions) trut h’
Educate & countering At risk youth (e.g. gang
Teenagers extremist etc.) Others felt suspicious ¢
(STREET) ideology Islamist Extremism focus programme facilitators an
(one part of  Young person Interviews their intentions
the STREET
approach)

Hypothesised Theoretical Underpinnings of Digital Disruption & STREET:

Based on the information available, it appears that an emphasis on increasing awar
online propaganda and its effects could potentially tackle the following areas:

1 The ideological justification of violence/narratives as it conflicts with the plies
of the programme (Sageman’s model
model of radicalisationWebber & Kruglanski, 2018; MLSN model, Decety et
2018).
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1 Simplistic, categorical thinking (the staircase to terrorism mddeghaddam, 2005
However, this study suggests that:

1 The targeted approach inherent in these approaches could foster pe
discrimination, marginalisation and relative deprivation;

1 A more comprehensive consideration of individual, social and psycholcg
processess lacking from these approaches.
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The current preventative approaches analysed in Tablgpear to vary in how they
reflect the theoretical literature and this has significance for how efficacious they may be
in promoting resilience o r adi cal i sati on. The UBE,resi |
2009 approach appears to convey the strongest exemplification of how the theoretical
literature can be utilised to potentially help promote resilience to radicalisation. This is
because of itsiniversal approach, its promotion of critical thinking, skills to help cope
with difficulty and mental health needs (e.g. perceived grievance; uncertainty; perceived
loss of control or meaning; depression and anxiety) and the cognitive behavioural
approachks that can help improve psychological flexibi(i@illard, Flaxman, & Hooper,

2018) UKRP also appears to be the most rigorously conducted study (UKRP). It was
launched in three LAs and conducted with Year 7 students and it found significant short
termimprovement on depression symptom scores and attendance; however, effects had
faded by the ongear followup. UKRP had a larger measured impact on those entitled

to free school meals (FSM) and who had worse initial symptoms of anxiety and
depression (Borell et al., 2011). Although UKRP was not developed with exclusively
preventing radicalisation in mind, resiliency programmes have been shown to be useful
in radicalisation prevention. For example, Feddéann and Doosj€015)facilitated a
resiliency programme which targeted 46 Muslim adolescents in the Netherlands and
found significantly lower attitudes towards ideologibalsed violence and intention to

violence after training.

Efforts to promote community cohesion and tafee of different faiths, beliefs and
backgrounds took place in Wales wiBetting on Together: A Community Cohesion
Strategy for WaleBom 2009 (GOT; WG). Part of the GOT strategy in schools involved

a universal pilot project in three secondary schediéch endeavoured to tackle the
emergence of extremist attitudes amongst Muslim youth. The GOT project aimed to
achieve this by empowering YP to develop their independent critical thinking skills and
facilitating a deeper understanding of the Quran anditeoteachings can be perverted

by extremists (WG, 2009, 2012). The project wasleeeloped by university professors,

police, and membeiof different faiths (Christian, Muslim & Hindu) and this interfaith
working was constructed as benefiting the Welsmmunity cohesion strategWWG,
2009,2012) The GOT project’s wuniversal appr o.
to develop critical thinking skills. H

framing of the project may once again reinforce #implistic notion that the Islamic
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religion is responsible for radicalisation, rather than the key individual, social,
psychological and ecological factors that may be a more powerful contribution to the

radicalisation process.

Moving further afield, tik Beyond BaliprogrammeTaylor, Taylor, Karnovsky, Aly, &

Taylor, 2017)consists of a fivenodule universal approach to countering extremism in

the aftermath of the Bali bombings of 2001 and 2005. This approach involved a peace
education approach which louinated in the building of a peace park in tlogal
community. The peace education approach adopted incorporates a consideration of the
sociccultural context of terrorism in Bali, a reflection on values and ethics, fostering
critical thinking through dtical dilemmas, and developing skills associated with conflict
managemenfCook, 2008; Taylor et al., 2017Preliminary findings in two secondary
schools (a public school and a private Islamic school) with Year 8 and 9 suggest that
participants felt thathey developed increased critical thinking skills and increased their
awareness of the complexity of terrorist attacks. However, these findings are based on an
inconsistent approach to evaluation. For example, both schools were not interested in
having clases observed, the Islamic school was less receptive to evaluation requests and
so the evaluation reflects more of the pulsiehool experience. Cook (2008) discusses

the limited use of peace education in the United States of America (USA) and how this
may be linked to the priority given to subjects (e.g. maths and science) that prepare
students to compete in the global market. The response to evaluation could convey that
peace education and peace generally may
intention to engage should be carefully considered before engaging in a €ounter
extremism project. Furthermor8eyond Balis aim i s to propagat
internationally in the form of this programme, but the researchers acknowledge that a
unitary approach would be difficult as the programme cannot possibly account for the
social, political and cultural sensitivities of all varying natigigaylor et al., 2017)
NeverthelessBeyond Baliexplicitly tackles the complexities of radicalisation and
terorism with YP in Bali and appears to draw on the individual, social and psychological
literature to foster integroup harmony, ceonstructing a physical representation of

peace in the community.
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From an analysis of the theoretical literature, it appears that relative deprivation,
perceived grievance and discrimination may influence radicalisation and this has been
associated with targeted approaches to radicalisation prevésttad & Park, 201y
Furthermore, the preliminary success of universal approaches like UKRP and Beyond
Bali appears to convey a rationale for considering a universal approach to promoting
resilience to radicalisation. Importantly, Sklad & Park (2017) emphasise that effectiv
universal approaches are those that may provide benefits to all who receive them whilst
also promoting resilience to radicalisation (e.g. UKRP; P4C). By adopting a universal
approach, the further marginalisation ofriak groups is avoided, and all athien have
access to psychologicaliyformed interventions that may prove valuable (e.g. promoting
resilience /critical thinking skills generally). It may also be beneficial to exclude
programme material that may inadvertently promote simplistic viewseatticalisation
process (e.g. grounding the universal approach in an analysis of religion). The next
section will propose adopting the lens of RAM theory to facilitate this universal approach

to promoting resilience to radicalisation.
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3. A Rationale for Adopting the Lens of Reactive Approach Motivation
(RAM) Theory to Promote Resilience to Radicalisation

RAM theory attributes the move towards ideological extremes as a way of alleviating
personal uncertainty that occurs in response to motivational cofMasregor, Nash,
Mann, et al., 2010)There is a robust evidence base to support the role of RAM theory in
promoting ideological extreméMcGregor, Nash, Mann, et al., 2010; McGregor, Nash,

& Inzlicht, 2009; McGregor, Nash, & Prentice, 2012; McGregoalgt2013) Personal
uncertainty is implicated as potentially having a core influence in the process of
radicalisation. However, it is not just RAM theory that constructs a role for uncertainty.
UIT (Hogg, 2007)the MMM (Heine et al., 2006 CCT (Kay & Eibach, 2013)and many

of the integrative modelSageman, 2008; Webber & Kruglanski, 2018; Wiktorowicz,
2005)implicate a desire to reduce uncertainty or increase certainty in response to self
doubt, personal uncertainty, perceived injustice and persasat. Thus, it would seem
that a way of promoting resilience to radicalisation at the universal level could be carried

out by helping YP deal better with uncertainty.

Some of the integrative models of radicalisation drawcase study or ethnographic
analyses of people who have been radicalised or have been involved in terrorism (e.g.
Model B: Wi ktorowicz’'s theory of joining
radicalisation processSilber & Bhatt, 200y, observing patterns, themes and
commonalitis amongst case&thnographys an art of describing a group or culture
whereas a case stuidyan inrdepthanalysisof a particular instance, event, individual, or

a group(Hammersley, 2006).hese types of research can exist separately or be conducted
in conjunction with each otheEthnographic case study analyses can provide a rich
qualitative picture of a group or culture and how a certain issue affects them; however,
like all qualitative researclhe analysesannot be disconnected from the segodaditical

and cultural context within which it is embedded (Hammersley, 2006). Targu®d to

be incontrast to thejuantitativeresearch related to RAM theory in which causal links
between personal uncertainty addological extremes can be asserted due to the rigorous,
experimental desigemployedand less reliance placed on subjective interpretations
(McGregor et al., 2013).This may lend more credence to the view that personal
uncertainty is influential withithe process of radicalisation and therefmaking RAM

worthy ofexplorationin a preliminary, universal preventative intervention.
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Other integrative modelgeview the empirical literature and endeavour to encapsulate the
entireprocess of radicalisation (e.g, ModelReaur factor model, Hafez & Mullins, 2015
Model G: Social psychological model of radicalisajiomVhilst these modelsan
demonstrat@reat breadtin describing radicalisation processes for sotneycan also
lackthe depth of understanding gained from some of the psychological and social models
that focus on a specifinfluentialmechanismwithin that procesge.g. RAM,CCT,UIT).

This does not negate the efficacy of the more comprehensive integrative modebss suc
the MLSN model(Decety et al., 2018)n which there are numerousocial and
psychologicalfacets that could be targetddowever, Sewell and Hulusi (2016ave
recommended adopting the lens of RAM theory in preventative radicalisation work
amongst EPs and it was recognised that a further exploration of RAM and its potential
usefulness in a universal preventative intervention was warranted to justify this
recommendation. In terms of intervention developmeRAM theory provides a specific

way to potentially approach building resilience to radicalisatioough helping YP

manage motivational conflict and the personal uncertainty it can create.

Tackling tolerancef personal uncertainty may have benefits beyond uncertainty itself.
For example, anxiety is linked both theoretically and conceptuallyetmtolerance of
uncertainty (IU;Carleton, Norton, & Asmundson, 2007Anxiety can be defined as a
response to a potential or perceived threat that may or may not occur and therefore, how
tolerant a person is dahe uncertainty of these threatscurringwill influence the
frequency and intensity of the worry he/she expessr{Laugesen, Dugas, & Bukowski,
2003) and therefore his/her anxiety (Greco & Roger, 2003). Consequently, IU has been
found to be an individual difference that explains the variation in excessive worry, state
anxiety and has strong positive associatioite @eneralized Anxiety Disorder (GAD)

and other anxiety pathologieBygas, Gagnon, Ladouceur, & Freeston, 1998; Carleton
et al., 2007). Although this study is primarily aimed at promoting tolerance of personal
uncertainty in YP, a possible {product ishelping them tobuild their resilience by

developng skills to manage anxietynd/or other difficulties

Additionally, within EP practice, there are already a variety of therapeutic approaches
and models of applied psychology that can address helping YP to deal better with
uncertainty and motivational confli¢Sewell & Hulusi, 2016) potentially making it

easiertoweave hi s approach into EPs’ work with
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the practice of attending to the present moment and observing thoughts, feelings and
sensations without judgemer{KabatZinn, 2013) and it has been successfully
implemented as a thgrautic approach by EF§homas & Atkinson, 2017From a RAM
perspective, mindfulness could be useful in helping YP to observe their personal
uncertainty and not get ‘caught wup’ i n t
elicit (Sewell & Hulusi, 216). Consequently, mindfulness practice could create less of a
need to lean on ideological extremes to assuage uncer(Semell & Hulusi, 2016)
Similarly, cognitivebehavioural approaches (CBA) seek to help YP see the connections
between thoughts, éings and behaviour, and unearth potential cognitive biases or
distortions in thinkingStallard, 201Q)CBA has been found to be useful in EP practice
(Weeks, Hill, & Owen, 2017and, from a RAM perspective, could help YP develop new
relationships with ocertainty that would lessen the need for appreoaoctivated states,

which could be found in extremism and, from a RAM perspective, could help YP develop
new relationships with uncertainty that would lessen the need for appruzntated

states, which cdd be found in extremism.

Therefore, tethesis will adopt the lens of RAM theory to develop a universal programme
to strengthen tolerance of personal uncertainty as a preliminary investigation into ways
to promote resilience to radicalisation in YP. Gdbpat exist in the existing research

literature will now be discussed to provide a basis for the current study.
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4. Gaps in the Existing Research Literature

The experimental research on RAM has only been conducted with adult populations. This
may be because YP engaging in experimental manipulations of RAM could mean
exposing vulnerabilities to ideological extremes in YP, which has ethical implications
regarding how to contend with these vulnerabilities{pestarch. Thus, the relevance of
RAM theory in younger populations has not been explored. However, the mechanisms of
the BIS and approach motivation generally have been documented(iderllyn &
Rudolph, 2014)For example, Coplagt al.(2013)found that social approach motivation

(the drive to obtain social approval and achieve status in the peer group) was associated
with antisocial and aggressive behaviour in YP. Therefore, using RAM as a perspective
within the thesis could have relevance for promoting resilience to radicalisation in YP.
Furthermore, there does not appear to be a universgiamme to help YP deal better
with uncertainty in the hope that it can promote resilience to radicalisaherfollowing

part of the literature review will propose a rationale for the role of the EP in achieving

this aim.
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5. A Rationale for the Role of the EP in Promoting Resilience to
Radicalisation

The role of the EP tends to operate across the following domains: assessment, intervention,
training, consultation, research, and policy development (Scottish Executive Education
Department (SEED), 2002). Across these domains, early preventative wokkmsadie
highly important (Health and Care Professions Council (HCPC), 2015). However, in a
largescale national study, Vostares al.(2013)found that schools tend to invest little
time in early preventative work, with the bulk of time dedicated to reatteevention

that seeks to alleviate difficulties once they are already present. They also found that
reactive interventions selected show little consideration for evidem®ed practice
(Vostanis et al., 2013}t is argued that the professional tragniand skills ofEPs, and
typical models of service delivergould be advantageous in promoting resilience to
radicalisation at the preventative, univerkalel as service delivery ideally prioritises
early intervention, evidendeased practice and systemworking Greig, MacKay,
Roffey, & Williams, 2016 Sewell & Hulusi, 201Y. Furthermore, shifts towards a traded
model of service delivery in educational psychology services (EPSs) across the UK has
been found to support the provision of more preventafpggchologically informed
services to schoolfLee & Woods, 2017)As universal approaches to radicalisation
prevention often involve the development of key resilience skills in young people (e.g.
P4C; UKRP; DfE, 2011), these approaches may also pronosiéve mental health,
which is a key governmental priority. Bothe English Green Papdiransforming
Children and Young Pe o pDepaitraentdfeHeatra(DoH{&e a | t
DfE, 2017)and the Welsh welbeing strategyrogether for Mental HealtfWwG, 2018)
emphasise the importance of early preventative work to promote improved mental health
amongst YP. Thus, enlisting the involvement of EPs in developing a universal approach
to promoting resilience to radicalisation mde a useful way of tackling both

radicalisation and the mental health and veeling needs of all.

56



6. The Current Study

Thethesis will embark on a twpart study texplorestrengtheimg tolerance of personal
uncertainty in YP as a preliminary investigation into potential universal, preventative
ways to promote resilience to radicalisation in YRhe first study will focus on
developing a universal, preventative programme to strengtRen¥ t ol er anc e
uncertainty with the aim to potentially promote resilience to radicalisation. This will be
co-constructed with EPs using the perspective of RAM as a theoretical base. The second

study will involve delivering and evaluating the gramme at a universal level in schools.

The thesis hypothesises that those who have difficulties tolerating uncertainty may be
more inclined to engage in RAM to reduce symptoms of personal uncertainty and/or
anxiety and thus, a universal programme tanggiiblerance of personal uncertainty could

reduce vulnerability to radicalisation. The titles and research questions of the studies are

outlined below in Table 9 and 10:

Table8 Titles of Study 1 & 2

Study 1 An educational psychologist exploration of Reactive Approa
Motivation (RAM) Theory in understanding the process of radicalisal
and the development of a universal preventative programme desig
strengthen young people’s tole
Study 2 The implementation and evaluation of a universal programm

strengthen young people’s tole

Table9 Research Questions

Study 1

RQ1
What are EPs’ per cept i on stheoreig the pdocessy

radicalisation?

RQ2
| n devel oping a universal progr amm

uncertainty, what would EPs think would be most beneficial to include? What \

be the ‘core components’?
RQ3
How do EPs feel a unv er s al programme to stre

uncertainty should be delivered?
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RQ4
What are EPs views regarding the programme that has been developed fr

information gleaned from the working group?

Study 2

RQ5

Does a universal programe desi gned to strength
uncertainty | ower participants’ sc
Children (IUSC; Comer et al., 2009)?

RQ6

What do those involved with the programme perceive as the benefits ¢
progamme?

RQ7

What do those involved with the programme perceive as the challenges associa

the programme?

RQ8
How is the YP's confidence in toler
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1. Introduction

Radicalisation is defined as ‘the proces:
increasingly extreme political, social, or religious ideals and aspirations that either reject

or undermine the status quo or reject and/or undermine contemporas/ adda
expressions of (Starcele @agen & Buftada, B04E, T 1&) fesponse

to increasing terrorist attacks in the United Kingdom (UK), ToeinterTerrorism and

Security Ac{CT&S) 2015 was revised in 2015 and placed a specific statutory duty, called
The PreventDuty Her Maj esty’s (HM) Government, 2
schools, and registered early years and later years childcare providers. The duty requires
thatdue consideration be given to preventing individuals from being drawn into terrorism.
Preventis a service set up to prevent radicalisation in the UK and 56% of referrals to
Preventwere under the age of 20 in 2015/16 (Home Office, 2017). Thus, radiicadisa

appears to be a phenomenon associated with the youth of today.

There are varying theoretical perspectives that endeavour to understand the radicalisation
process. Psychopathological theories associate radicalisation with various mental health
difficulties (e.g. depression, anxietBhui, Everitt, & Jones, 2014and personality
disorders (e.g. delusional disorder, schizophre@@mner, Gill, Schouten, & Farnham,
2018) However, the research is inconsistent and psychopathology appears to play more
of a role in lonewolf terrorists than groupffiliated terrorist{Corner & Gill, 2015)

Dispositional theories conflate radicalisation with internal mindsets or dispositions. For
example, these theories analyse the differences in liberal and conservatigetsrand

how the tendency towards rigid, inflexibland categorical thinking typical in
conservatives may make conservatives more vulnerable to radicalifaBoAavala,
Cislak, & Wesolowska, 2010Yhis is further supported in the researctDef Zavah et

al. (2010) who found that a need for cognitive closure (i.e. order, predictability,
unambiguous categorical thinking) was associated with greater hostility towards Arab

and Muslim groups only amongst conservatives when compared to liberals.

Social treories tend to focus on the role of identity, irgraup and integroup dynamics

in promoting radicalisation. For example, uncertainty identity theory (UIT) has found that
uncertainty about selflentity prompts individuals to form groups or become membe

of desirable groups and that groups that are highly entitative can be more alluring during
uncertain timegHogg, Meehan, & Farquharson, 201®)ighly entitative groups are
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marked by group prototypes or norms that are clear, unambiguous, highly prescrip
and focused and so, they provide greater reductions tnrsedirtainty than low entitative
groups(Hogg et al., 2010)This has implications for radicalisation as extremist groups
tend to be highly entitative in natufldogg et al., 2010)

Psychological theories propose mechanisms that may make individuals vulnerable to
radicalisation. For example, the meaning maintenance model (MM&lhe, Proulx, &

Vohs, 2006pr oposes that a sense of meaning i s
of meaning have been associated with a tendency towards groups that are highly entitative
(Van Tongeren & Green, 201@ompensatory control theory (CCT) posits that a reduced
sense of control can propel individuals into creating alternative senses rafl,cahich

could make extremism more alluringkay & Eibach, 2013) Reactive approach
motivation (RAM) theory implicates the personal uncertainty that derives from
motivational conflict in leading people to more religious, behavioural and idealistic
extremes(McGregor, Prentice, & Nash, 2013jowever, it appears that a consideration

of the interplay between differing theoretical perspectives is useful in understanding
radicalisation and has brought about integrative theories of radicalisation. For example,
the multilevel social neuroscience (MLSN) model of radicalisaf{idecety, Pape, &
Workman, 2018)ntegrates the social and psychological perspectives with individual
differences in propensity to extremist violence, explained via neuroendocrine and geneti

pathways.
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2. The Rationale for a Universal Approach to Promoting Resilience to
Radicalisation

This studyendeavours to explore strengthening tolerance of personal uncertainty in YP
as a preliminary investigation into potential universal, preventative ways to promote
resilience to radicalisation in YRA universal approach seeks to provide resilience
buildingintervention to all young people (YP), rather than targeting those that society or
gover nmentrg ¢dferd, @000; 8ktad & Park, 201, 7Avhich has been found

to contribute towards a sense of perceived injustice or discrimination noted as a
contributing factor in radicalisation procesg&sng & Taylor, 2011; Offord, 2000; Sklad

& Park, 2017) In this way, issues can be addressed at an earlie€tHged, 2000)prior

to ‘“risk factors’ presenting thembanbves
closed to debate or a ndaund fixation on a topic; Department for Education (DfE),
2015) Additionally, (mis)labelling and stigmatization may be avo{@ftbrd, 2000)and
consequently, communities at risk may be less resigiangceiving interentionsas all
children are receiving preventative support regardless of their heritage or background
(Sklad & Park, 2017) A universal approach means that all YP would be able to access
resiliencebuilding intervention and this universal access could assist in promoting better
mental health and webleing amongst all YP, which is a key UK governmental priority
(DoH & DfE, 2017) Finally, targeting adolescents for this universal, preventative
approachis integral as it is in line with the research on the neuroplasticity of the

adolescentbrameur opl asticity is the brain’s ab
and learningn response to sensory and environmenalt and adolescence represents
a critical period for neuroplasticitfKanwal, Jung, & Zhang, 2016This is discussed

further in Section 7.8.
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3. Current Approaches to Preventing Radicalisation

Radicalisation prevention in the UK has tended towards targeting intervention at those
deemed i s lka’'tPrevent and Channe] a multtagency panel that assesses
vulnerability to radicalisation and develops targeted interveition’ Donnel | , 201
& Park, 2017) Consequently, there are feweesearched examples of universal
approaches to radicalisation preventiother than case studies. Philosophy for Children
(P4C), Not in my name and Tools for Trialogue are examples of case studies that adopted
a universal approach to promote critical thinking skills and received positive evaluations

in qualitative interviews with participants (Bonnell et al., 2011). Similarly, the DfE
developed the UK Resiliency Project (UKRP) which was evaluated more rigotbasly

the above programmes and was found to have significant effects on anxiety and
depression, but effects were not maintained atyaae follow up (Bonnell et al., 2011).
UKRP’ s focus on resilience <coul d have I
resi liency traiinskhg yauglkethag baéen found t
towards ideologicabased violence and intention to violence after trai{fegldes, Mann,

& Doosje, 2015)Outside of the UKBeyond Balis a universal programmnaesigned to
counterextremism in Bal{Taylor, Taylor, Karnovsky, Aly, & Taylor, 2017)The peace
education approach adopted by the programme incorporates a consideration of the socio
cultural context of terrorism in Bali, a reflection on values and ggliastering critical
thinking through ethical dilemmas, and developing skills associated with conflict
managemen{Cook, 2008; Taylor et al., 2017Beyond Baliexplicitly tackles the
complexities of radicalisation and terrorism with YP in Bali and appadraw on the
individual, social and psychological literature to foster hggerup harmony, co
constructing a physical representation of peace in the community.
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4. Reactive Approach Motivation (RAM) Theory and its Potential
Relationship with Radicalisation

RAM theory attributes the move towards ideological extremes as a way of alleviating
personal uncertainty that occurs in response to motivational cofMasregor, Nash,

Mann, & Phills, 2010; McGregor et al., 2013here is a robust evide@a base to support

the role of RAM theory in promoting ideological extrenfdkGregor, Nash, Mann, et

al., 2010; McGregor, Nash, & Prentice, 2010; McGregor, Nash, & Inzlicht, 2009;
McGregor et al., 2013)For example, research has found that priming peatson
uncertainty (for example, asking participants to reflect on a personal dilemma) leads to
an increased zealousness for one’s own r ¢
of others’ religious beliefs ppordreligaugni f i
warfare compared to controlMcGregor, Haji, Nash, & Teper, 2008%imilarly,
McGregoret al.(2013) conducted five studies consolidating previous RAM research and
found that uncertaintyelated threats only stimulated RAM when they ardysersonal
uncertainty about active goal$herefore, difficulties managing personal uncertainty
related to active goals or aspirations are implicated as potentially contributing to the
radicalisation proceq$iogg, Kruglanski, & van den Bos, 2014cGregor et al., 2013)
However, it is not just RAM theory that constructs a role for uncertainty.(Hbhg &
Adelman, 2013)the MMM (Heine et al., 2006)CCT (Kay & Eibach, 2013pand many

of the integrative models of radicalisati@ageman, 2008; Wehb& Kruglanski, 2018)
implicate a desire to reduce uncertainty or increase certainty in responsedous)f

personal uncertainty, perceived injustice and personal crises.

Some of the integrative models of radicalisation draw on case study or ethmograp
analyses of people who have been radicalised or have been involved in terrorism (e.g.
Wiktorowicz, 2005; Silber & Bhatt, 2007), observing patterns, themes and commonalities
amongst case&thnographic case study analyses can provide a rich qualpéttuee of

a group or culture and how a certain issue affects them; however, like all qualitative
research, the analyses cannot be disconnected from thepstitical and cultural context

within which it is embedded (Hammersley, 2006). This is arguée io contrast to the
quantitative research related to RAM theory in which causal links between personal
uncertainty and ideological extremes can be asserted due to the rigorous, experimental
design employed (McGregor et al., 2013). This may lend moremcedo the view that

personal uncertainty is influential within the process of radicalisation and therefore
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worthy of exploration in a preliminary, universal preventative interveniibas, it would

seem that a way of promoting resilience to radicabsatit the universapreventative

level could be carried out by helping YP deal better wétrsonalincertainty This does

not negate the efficacy of the more comprehensive integrative models, such as the MLSN
model (Decety et al., 2018h which there a& numerous facets that could be targeted.
However, Sewell and Hulusi (2016&averecommended adopting the lens of RAM theory

in preventative radicalisation work amongst EPs and it was recognised that a further
exploration of RAM and its potential usefulsda a universal preventative intervention
was warranted to justify this recommendation. In terms of intervention development,
RAM theory provides a specific way to potentially approach building resilience to
radicalisation through helping YP manage mdimal conflict and the personal

uncertainty it can create.

Importantly, the age group the study wishes to target (i.e. adolescence) has been selected
carefully in reference to personal uncertainty. Adolescence represents a critical window
inwhichneurp | asticity occurs (Bl akemore & Fri-t
ability to change continuously, adapting and learning in response to sensory and
environmental input Kanwal, Jung, & Zhang, 2016). During adolescence, neural
connections withirthe frontal lobe of the human brain and its connections with the
amygdala are rapidly modified as they mature, responding to and adapting the adolescent
to his/her social environment (Kanwal et al., 2016). The frontal lobe is implicated in
executive functining (i.e. planning, focusing and shifting attention, prioritizing, impulse
control and regulation) and the amygdala is associated with the processing of emotions
(Blakemore & Frith, 2005Kanwal et al., 2016)Universal, preventative approaches
endeavouto intervene before problems ocd@fford, 2000)and therefore, intervening
earlieris beneficial. Furthermore, in adult populations, intolerance of uncertainty (IU) has
been found to be relatively stable over tiasepatterns of beliefs, attitudes amthéviours

have had time to become more deeply entrenched (Cornacchio et al. A&@l8%cence

is a time in whichmany of the cognitive processes associated with processing and
managing uncertainty and decisioraking are still developing and maturing azc
therefore more open to chan@&@nwal et al., 2016; Osmanagaoglu, Creswell, & Dodd,
2018) Moreover,adolescence is a time in which ident@dgnfusion and formation is
prominent (Erikson, 1963Sneed, Whitbourne, & Culang, 200énd as a result, this
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period can be associated with personal uncertainty. Theredoi@escencenay bean

optimal timeto endeavour to strengthéolerance of personal uncertainty.

Tackling tolerance of personal uncertainty nago have benefits beyond uncertainty
itself. For example, anxiety is linked both theoretically and conceptually to the intolerance
of uncertainty generally (IlUCarleton, Norton, & Asmundson, 2007Anxiety can be
defined as a response to a potential orgaeed threat that may or may not occur and
therefore, how tolerant a person is of uncertainty of these threats will influence the
frequency and intensity of the worry he/she experiences (Laugesen, Dugas, & Bukowski,
2003) and therefore his/her anxiety (Gve& Roger, 2003). Consequently, IU has been
found to be an individual difference that explains the variation in excessive worry, state
anxiety and has strong positive associations with Generalized Anxiety Disorder (GAD)
and other anxiety pathologieBgas, Gagnon, Ladouceur, & Freeston, 1998; Carleton
et al., 2007)Although this study is primarily aimed at promoting tolerance of personal
uncertainty in YP, a possible {product is helping them to build their resilience by
developing skills to manage aeky and/or other difficulties.

Within educational psychology practice, there are already a variety of therapeutic
approaches and models of applied psychology that can address helping YP to deal better
with uncertainty and motivational confli¢Sewell & Hulusi, 2016) For example,
cognitivebehavioural approaches (CBA) seek to help YP see the connections between
thoughts, feelings and behaviour, and unearth potential cognitive biases or distortions in
thinking (Stallard, 201Q) CBA has been found to beseful in educational psychology
practice(Weeks, Hill, & Owen, 2017and, from a RAM perspective, could help YP
develop new relationships with uncertainty that would lessen the need for approach
motivated states, which could be found in extremism. Thasadloption of RAM theory

as a theoretical framework to approach this study was viewed as advantageous.
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5. Gaps in the Existing Research and Rationale for the Current Study

The experimental research on RAM has only been conducted with adult populations. This
may be because YP engaging in experimental manipulations of RAM could mean
exposing vulnerabilities to ideological extremes in YP, which has ethical implications
postresarch. Thus, the relevance of RAM theory in younger populations has not been
explored. Currently, there does not appear to be a universal programme to help YP deal
better with personal uncertainty in the hope that it can promote resilience to radicalisatio

This research endeavours to explore this gap in the literature.

The current study aims tetrengthen tolerance of personal uncertainty in YP as a
preliminary investigation into potential universal, preventative ways to praesitence

to radicalisabn in YP. Educationgbsychologists (EPs) work with YP, and their skills,
expertise and psychological understanding may be beneficial in this endéaewea|

& Hulusi, 2016) Consequently, the study seeks tecoostruct pathways to promoting
radicalisation resilience with EPs, and the study has selected reactive approach motivation
(RAM) theory(McGregor et al., 2013)s a theoretical perspective to inform this approach.
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6. The Current Study

In order to contribute to the research literature and address the gaps in the literature, the
current study aims are divided into two parts and will explore the following research
guestions (RQs):

Table9 Research Questions

Study 1
RQ1
What are EPs’ perceptions regarding
radicalisation?
RQ2
Il n developing a universal progr amme

uncertainty, what would EPs think would be most beneficialdlude? What would

be the '‘core components’?
RQ3
How do EPs feel a universal program

uncertainty should be delivered?
RQ4
What are EPs views regarding the programme that has been developed from th

informationgleaned from the working group?

Study 2
RQ5
Does a universal programme designed
uncertainty | ower participants’ sco
Children (IUSC; Comer et al., 2009)?
RQ6
What dothose involved with the programme perceive as the benefits of the
programme?
RQ7

What do those involved with the programme perceive as the challenges associ:
with the programme?
RQ8
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7. Methodology
7.1 The Epistemology of the Research

Epistemologically, the thesis adoptspaagmatist stance which thereby holds that
something is true if it has practical val(idall, 2013; Morgan, 2014) Thus, working

with EPs to create a universal preventative programme to strengthen tolerance to personal
uncertainty is worthwhile only in so much as it can provide real, observable benefits for
the YP that engage with the programme. Dewey, an advargpeaigmatism, developed

a model of inquiry that has guided the research design (1998 cited in Morgan, 2014; See
Appendix D). Importantly, this model defines a problem, seeks understanding and drives
towards a solution, whilst understanding thedipectional influence action and beliefs

have on each other. Pragmatism will be further discussed and critiqued in Part Three of
the thesis.

7.2 The Researcher’s Position

Pragmatism is less interested in the nature of reality (ontology), acknowledging that
reality is constantly changing, subject to debate and interpretation (Morgan, 2014).
Accordingly, pragmatists spend less time reflecting on their ontological positst@adh
focusing their efforts on what works in terms of their research questions. However, this
study posits that the researcher’”s ontol

research questions derive and how findings are interpr€wthlogically the thesis

adopts a critical realist stance, whict
that can be understood through knowable psychological processes, such as RAM (Willig,
2013). However, this stance also acknowledges that there camyeg interpretations

of the relevance of RAM and a programme developed using RAM as a theoretical base

can be interpreted in different ways.
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7.3 Overview of the Research Design

The research study was divided into two parts due to the sensitive and emotive nature of
radicalisation. This allowed for differing foci for each study. Study 1 explored the
development of a universal programme to promote resilience to radicalisatioghthrou
strengthening YP' s tol erance of person
implementation and evaluation of a universal programme to strengthen tolerance of
personal uncertainty. Ethical issues related to this are discussed Raet iSection 8

As this was a preliminary pilot studyith a quasiexperimental desigrthere was no
control group used for comparisand no random assignment of participaifitas study

served as an opportunity to consider the potential efficacy of targeting personal
uncertainty to promote resilience to radicalisation in the fut@ensequentlyit was

decided that the programme would be delivered by the researcher at the group level rather
than endeavouring to initiate change at the systemic (evgl training staffworking
indirectly with YP via staff and school cultur&hich could result in the research findings
being influenced by other extraneous variables (e.g. school readiness to change; school
culture, ethos and norms; staff experience and investnteusve systemic working
couldhave then threatened the ecological and external validity of the atadyrovided

less insight into the usefulness of promoting tolerance of personal uncertainty specifically.
The ecological validity refers to the extent to whibes t u d y * scar be appliedh g

to reallife settingg(i.e. schools generallyand the external validity refers to the extent to
whichthest udy’ s findings can be ,3083).1 i ed to a
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Recruitment of EPs
(Study 1)

EP Working Group
(Study 1)

Development of
programme (Study 1)

sImplementation& [}

Evaluation of
Programme (Pilot 1;
Study 2)

Recruitment of
School (Pilot 1; Study
2)

EP evaluation of
Programme &
finalising of
programme (Study 1)

Figure 5. Overview of the research design
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7.4 Procedure: Study 1

Consent gained for two sessions:

Recruitment of EPs for radicalisation
working group Programme development (4 hours) &

evaluation (2 hours)

Appendix E-G
(App ) (Appendix G)

Session 1: IUSC shared with EPs to clarify

how personal uncertainty would be

Session 1: World cafe method used to measured in the study.

facilitate effective group working & . .
introduce RAM (RQ1).This was facilitated [Ny Nominal group technique (NGT) then used
by a presentation led by the researcher to select the core components of the

(Appendix H & Appendix CCC.1) universal programme to strengthen
tolerance of personal uncertainty (RQ2;

Appendix |)

Core components voted for in the NG
considered by the researcher in referencq
the research literature on uncertainty an(
Session 1: Discussion of key factors for component inclusion criteria (Appendix |

successful programme delivery (RQ3) 6-session draft programme plan (Appendix
J) developed by the researcher based on
the core components gleaned from the
NGT substantiated by the literature.

Session 2: Embrace Life programme

presented to EPs and EPs worked as a

group to critique the programme without Suggested modifications considered and

the researcher present. Feedback was then EEESSSEEN final draft of Embrace LifePilot 1
provided verbally to the researcher (RQ4).

(Appendix K)

developed (Appendix M)

Participants debriefed. (Appendix L)

Figure 6. Procedure Employed in Study 1
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The American Psychological Association (APA; 2006) highlights the importance of the
inclusion of professional expertise in how evidebased practice (EBR defined Fox

(2011) posits that EPs draw on valuable pradbased evidence (PBE) in their role,
which can be defined avidence about what helps and haeveloped over time thugh

their engagement with individuals, groups and systems. Dutton (1995) proposes a three

part modethat may be helpful in understandingwthe process of PBEay develop

1 pattern recognitior(i.e. observing and reflecting on patterns between thesstori
they encounter and their previous responses);

1 knowingin-action (i.e. responding to recurring themes/issues/pattgrnsays
that havepreviously proved effective)

1 naming and framindi.e. drawing on assumptions aandefultheories to clarify

the problem to arrive at a solution).

It is acknowledged that the EP participants may not have had a robust understanding of
the theoretical and research evidence base regarding radicalisation and uncertainty;
however, the purposeotudy 1 was to draw on the EPs'
PBE to apply research and theory to practice most effectiely.example, within
educational psychology practice, there are already a variety of therapeutic approaches and
models of applied pspyology that can address helping YP to deal better with uncertainty

and motivational conflicfSewell & Hulusi, 2016)It was hypothesised that Epstential
experience of delivering these approactetackling similar issuesould be usefufor
programmedevelopment and implementatiddowever, h al | enges t o dr aw
PBE include (Fox, 2011):

1 the validity effegtwhen information presented repetitivefy practiceappears
more valid over time due to familiarity, regardless of the validity of the
information;

1 positive confirmation bigswhen an EP has a theory about an issue and seeks
evidence to confirm the theory and discounts contradictory information;

9 irrational belief persistengewhen an EP has strong, passionate beliefs on a
subject that become stronger when contradictory evidence is presehtddhes
hasto cognitively work harder to defend the belief.
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In bringing together a group of EPs, these cognhirases couldhaveled to information

being presented that is not helpful or vadmilarly, it could havereatel difficult group
dynamicsgspeciallyif therewerestrongly held beliefs that sway the thinking of the group

in ways that prevent all voicéing heardHowever, it was felt that the PBE of the EPs
was invaluable to effective programme development and implementation, considering the
limited EP experience of the research®toreover, potentiallifficulties could be offset

by the structure othe EP working group and the Study 1 procedg®utlined below

which endeavoured to bring together PBE and the research evidence

Consequently,ite EP working group was facilitated by the following techniques: The
World cafémethod (WCM) (Brown & Isaes, 2005) to explore RQ1 and nominal group
technique to explore RQ2 (NGDelbecq & Van de Ven, 197 as outlined in Figuré@

and FigureB8 below.

The WCM facilitates active dialogue between a large group of people by helping the group t
relationships, share perspectives and make connections between ideas and perspectives,
informal and relaxed environmefitan & Brown, 2005)In this way, collaborative learning is fosters
which could prove efficacious in developing an effective programme to strengthen toleral
personal uncertainty that draws on the expertise of all. The desired outcome froorltheaféwas
to have cdhted views regarding RAM theory and its relevance to radicalisation, and to
coll aboratively thought of ways that YP’s
solutionfocused approach of the WCM has been criticised for its potémsdence dissenting voice
(Aldred, 2011)as stimulus questions are framed positively and constructively. HoweveraiR@d
to combat this difficulty by stimulating a more open discussion regarding the relevance of RAM
(See Appendix Hor amore indepth description of WCM in this study).

Figure 7. Overview of the World CaféMethod employed
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NGT is a wellresearched and effective group decision making process where solution
problem identified are shared in a systematic way ensuring that all views are validat
commonalities between perspectives are highliglBatidy, 2012) Voting an the value of all
solutions is then facilitated through t

value (Boddy, 2012) NGT has been found to be more effective at reaching outcomes
brainstorming alone or having an open discussion as idesanot stifled by social compariso
desirability or the effect of strong personalities in the gr&gruah & Paulus, 2008; McMillar
et al., 2014; Paulus, Putman, Dugosh, Dzindolet, & Coskun, 2068)desired outcome from th
NGT portion of the sessin was to have identifiedotential core components for the univer
preventative programme and stimulate thinking to inform a discussion on the ideal m
programme delivery. The components proposed and the voting were then considered in r¢
to the research literature on promoting tolerance to personal uncertainty. Only component
on that were substantiated by the research literature or evidence base were included in
programme plan, which was then evaluated by the EPs in Sessmrergsure programm
cohesion. (See Appendix | for a moredepth description of NGT in this study and the inclus

criteria and exclusion criteria that guided component selection).

Figure 8. Overview of the Nominal Group Technique employed
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7.5 Procedure: Study 2 (Pilot 1)

Recruitment of Pilot School 1 and
selection of one Year 8 class to
engage in the programme.

(Appendix N & O )

Presentation of Embrace Liféo
Parents of Year 8 class (see
Appendix CCC.2)

Parental/carer consent & Year 8
student assent gained.

(Appendix P, Q, R, S)

Pre-programme info session & pre-
programme online questionnaire

(Appendix T)

6-Week Embrace Lifeqpgramme
taught by researcher, trainee EP. 1
staff member present.

(Appendix M & Appendix CCC.3)

Post-programme online
questionnaire

(Appendix U)

Parental/carer & Year 8 student
assent gained for post-programme
evaluation interview

(Appendix V, W, X, Y)

Three Year 8 students randomly
selected using a random number
generator to engage in semi-
structured interviews with another
EP unconnected to programme.

(Appendix Z)

Teacher consent gained for post-
programme evaluation interview.
Teacher engaged in semi-structured
interview with another EP
unconnected to programme.

(Appendix AA & BB)

8 Weeks Post-Programme
Completion questionnaire

(Appendix CC)
All participants debriefed.
(Appendix DD, EE, FF)

Figure 9. Procedure Study 2 (Pilot 1)
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7.6 Procedure: Study 2 (Pilot 2)

Recruitment of Pilot School 2 and
selection of one Year 8 class to
engage in the programme &
another Year 8 class to whom the
original class will teach skills re:
uncertainty.

(Appendix N & O)

Parental/carer consent & Year 8
student assent gained.

(Appendix P, Q, R, S, HH, 11, JJ, KK)

Pre-programme info session & pre-
programme online questionnaire
(Appendix LL)

6-Week Embrace Lifeqpgramme
taught by researcher, trainee EP. 2
staff members present.

Post-programme online
questionnaire

(Appendix MM)

Parental/carer & Year 8 student
assent gained for post-programme
evaluation interview

(Appendix V, W, X, Y)

Three Year 8 students randomly
selected using a random number
generator to engage in semi-
structured interviews with an
assistant EP unconnected to
programme.

(Appendix Z)

Teacher consent gained for post-
programme evaluation interview.
Teacher engaged in semi-structured
interview with an assistant EP
unconnected to programme.

(Appendix AA & BB)

8 Weeks Post-Programme
Completion questionnaire

(Appendix NN)

All participants debriefed.
(Appendix DD, EE, FF)

Figure 10. Procedure Study 2 (Pilot 2)
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two staff members present during
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evaluation of Embrace Life and plan
next steps.




Participants completing the online questionnaire (pre/post/eight weeks post) were
allocated a code word and they entered this code word each time they completed the
guestionnaire. Only the researcher and the researchviagoenad access to the code
words and after completion of the final questionnaire, the list of code words was
permanently deleted. The use of code words allowed participant responses pre and post

programme to be compared.

Participants engaging in tlienbrace Lifeprogramme were all allocated Bmbrace Life
bookletwith activities to complete in each session and at home ABpendix CCQO).

This booklet was in the form of a PowerPoamd was also used as a visual stimulus
during the sessions. All sessiomsre delivered by the same researcher, who is a trainee
educational psychologist and has received training in cognitive behavioural approaches
(CBA) and mindfulnessi.e. Using CBA with children in schools training & anvgek

introduction to mindfulnesstressbased reduction)

Semistructured interview§SSIs)were audierecorded on a Dictaphorad completed

by an EP or assistant EP unrelated to the prdieests felt that the researcher could not
carry out the SSis as it could lead to social dbsditg and consequent participant bias,
when a participant behaves in a way that he/she feel the researcher wishes them to behave
(Howell, 2015). This bias would have been further exacerbated by the researcher having
developed and implemented the program@imilarly, the researcher conducting the
SSis could have led to researcher bias, influencing the interview to convey positive
evaluations of the programme either consciously or subconsciously (e.g. delving further
into more positive evaluations; neglegfinegative evaluations or prompting a reframing

of the evaluation via questionindotential drawbacks of the researcher not conducting
the SSis are discussed further in Part 3 Section 3.7 and include: potentially reduced depth
gained inthe SSk andreduced familiarity and security of participants with the unknown

interviewers.

Recordingof the SSlavere transferred to a secure computer to which only the researcher
had the password. Recordings were transcribed and anonymised seven days after
interview and afterwards the recordings permanently deleted. Pseudonyms are used in the

transcripts and results.
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Following the qualitative evaluation of Pilot 1 and the researcher experience of delivering
the programme, some content changes were made Emtheace Lifeprogramme. The
changes with an accompanying rationale are presented in Appendix GG and are explained

further in the results.

Additionally, the main procedural differences between Pilot 1 and 2 are outlined in Figure
13 below:
1 Pilot School 1 agreed to a parent information session regakdigace Life
prior to the programme commencing; Pilot School 2 did not as the school felt
parents would not attend.
1 In the final session of Pilot 1, YP taught skills learned to each otrathasYP
were not available to engage with this session; whereas in Pilot 2, the YP taught
skills to Year 8s in a different form group.
1 Vignettes were added to the Pilot 2 online questionnaires (See Measures for more

details).
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7.7 Participant Information: Study 1

Table10 Participant Information: Study 1

Session No: Number of Participants Role
Session 1 3 EPs from EPS 1 PEP; Senior EP;
Maingrade EP
2 EPs from EPS 2 PEP; Maingrade EP
1 EP from EPS 3 MaingradeEP
Session 2 1 EPfromEPS 1 Maingrade EP

2 EPs from EPS 2

PEP; Maingrade EP

1 EP from EPS 3

Maingrade EP
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7.8 Participant Information: Study 2

Table11 Participant Information: Study 2

Pilot Schools Schools who Total Student Total participants
No Contacted agreed to Participants & involved in evaluation
take part Mean Age
1 1 1 27 students (12 3 students (1 female; 2
males; 15 females)| males); 1 staff member
Mean age: 13 years (1 female)
2 8 1 27 student$27 3 students (3 males); 2
males) staff members (1 male;
Mean age: 12.2 female)
years

Information regarding the pilot schools is provided in Apper@iix

A number of participants were excluded from the quantitative and qualitative analyses
due to incomplete data, not completing the questionnaire or withdrawal from the study.
Exact numbers excluded can be found in ParSé&ction 10and the exclusion of
paticipants is reflected om Part ThregSection 3.7

The sample size is deemed ample for collecting participant generated textual data
(qualitative surveys) and for utilising interactive data collection methods (interviews) for
the purpose of thematic agais (Braun & Clarke, 2013)

Neuroplasticity is the brain’s ability t
response to sensory and environmental inggangval, Jung, & Zhang, 2016).
Adolescence represents a critical window in which neuroplgsticcus (Blakemore &

Frith, 2005).Universal, preventativapproaches endeavour to intervene before problems
occur (Offord, 2000) and therefore, intervening earlier was deemed beneficial.
Furthermore, in adult populations, intolerance of uncertainty (IU) has been found to be
relatively stable over timas patterns of beliefs, attitudes and behaviours have had time
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to become more deeply entrenched (Cornacchio et al., 2Cb8sequentlythis age

group (1213 years; Year 8) was selected as adolescence is a time in which many of the
cognitive processes associated with processing and managing uncertainty and-decision
making arestill developing and maturingnd are therefore more open to chafignwal

et al., 2016; Osmanagaoglu, Creswell, & Dodd, 20T8e thesis wishedo deliver
Embrace Lifeo Year 7s; howeverhe youngest, adolescemged year group available in

Pilot School 1 and 2 was Year 8.
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7.9 List and Details of the Measures Used in the Study

Tablel2 List and Details of the Measures Used in the Study

Measures

Study 1

There were no measures required for Study 1 as the primary
focus was on the EP development godlitative evaluation of g

programme to promote resilience to radicalisation.

Study 2

Intolerance of
Uncertainty
Scale for
Children

(IUSC; Comer et
al., 2009)

The online questionnaire for Pilot 1 & 2 (AppendixU, CC LL,
MM, NN) contains the 2-ftem Intolerance of Uncertainty Sca
for Children (IUSC;Comer et al., 2009)0 explore RQ5.The
justification for using the IUSGn the studyis demonstrated i
Section 7.10n relationto its reliability and validity for use wht
YP.

Intolerance of uncertainty (IU) can be defined as negati
perceiving and responding to uncertatmgucing information
which can lead to avoidangg&adouceur, Gosselin, & Duga
2000)
Total IUSC scores are calculated by summing scores on &
items. The lowest possible score on the IUSC is 27
intolerance of uncertainty) and the highest possible score i
(high intolerance of uncertainty). Within this study, scores
decreased on this measure would indicate that the programnm
sucessful in strengthening tolerance of uncertainty.
RAM theory focuses on the relationship between pers
uncertainty specifically in response to motivational conflict an
link to ideological extreme@dicGregor et al., 2013however, the
research arod RAM measured levels of uncertainty and
perceptions of uncertainty more generally. For example,
following measures were used to measure uncertainty in va
studies related to RAM: Felt Uncertainty Sc@cGregor et al.
2013) Emotional Uncdainty Subscal¢McGregor, Nash, Mann

et al.,, 2010) Thus, the IUSC which measures intolerance
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uncertainty generally was felt to be appropriate by the resea

especially as it has been specifically adapted for YP.

Study 2

Qualitative
questions

The online questionnaire completed ppsbgramme delivery ir
Pilot 1 and 2 (Appendix U M) eachcontaineight qualitative
guestions to explore RQ6 and RQ7.

Study 2

Uncertainty
Vignettes

The online questionnaires utilised in Pilot 2 each also cotvanr,
uncertainty vignettes (Appendix., MM, NN) to explore RQ8
The uncertainty vignettes present scenarios that prompt pel
uncertainty in the academic and social domains (See AppBRg
for all vignettes). These scenarios were developed by
researcher and the YP are then asked:

how they would respond to the situation (oerled question);
how confident they would feel dealing with it (measured on-a
point Likert Scale; 1: not at lalconfident 10: extremely
confident).
The vignettes were added to Pilot 2 to explore how engaging
Embrace Lifanay have affected confidence and strategies us
cope with uncertainty. It was hypothesised that this would
more depth to the datanalysis as the IUSC alone explores
disconnected from context, unlike vignettes.

Although piloting is recommended for the use of vignedied is
common practicHughes & Huby, 201 the timescales of th
study did not allow for piloting. The vignestevere developed b
the researcher and revised by the research supervisor to er
construct validity (i.eto ensurehat they measufelicit what they
were endeavouring to measigleeit). As this is a preliminary
exploratory study, the study providesformation for future
researchers who choose to use vignettes in personal unce
research.

Vignettes have been used with children to gain their views ¢
their family (Smart, 2005), lonterm foster care (Makuley,
1996), and violence amongst thpeergBarter & Renold, 2000)

A common critique of vignettes is the potential distance bety
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the vignette and social reality (Barter & Renold, 2000).
example, how people think they may respond to a given situ
may not always represent realifBarter & Renold, 2000)
affecting construct validity.Therefore, other data collectig
techniques were used to triangulate the findings (IUSC; qualit
guestions; interviews). This reflects common practice, whe
vignettes are often used in conjunction with other data colle
techniques (Barter & Reid, 2000).

109



7.10 Reliability, Validity & Trustworthiness of the Study

Reliability refers to the consistency of the study (i.e. the possibility of generating the same
results using the same measures, analyses or methods; Yardley, 2008). Validity refers to
how successful a measure, analysis or method is in capturing whateavenirs to
capture (Braun & Clarke, 2013). Importantly, Lincoln & Guba (1985) posit that reliability
and validity align with a positivist paradigm and are not suited to assessing qualitative
research. For example, reliability is often associated witlaliigy to replicate a study

and yield the same results; however, qualitative research acknowledges that adopting the
same methodology is unlikely to guarantee the same result (Braun & Clarke, 2013;
Yardley, 2008). This occurs because the researchernsedie@n active participant in-co
constructing knowledge in the qualitative research process and qualitative research is
interested in understanding the unique perspectives of participants (Braun & Clarke,
2013). Lincoln & Guba (1985) propose four componenftdrustworthy qualitative
research that are deemed to map on to reliability and validity: credibility; transferability;
dependability; and confirmability. Table 14 & 15 below outlines the reliability, validity

and trustworthiness of the study.
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Table13 An Analysis of th&eliability & Validity of the Study

items within the tes
correlate highly with eac
other. Cr onbach
greater than .80 are posit
to demonstrate acceptabl
reliability  (Clark &

Watson, 1995).

Internal consistency is
key factor in the reliability
of a measure (Howell,

2013) Therefore, the

Reliability Validity

Study 1 The protocol for NGT wa$ NGT successfully achieved its outcon

Nominal |followed as per NGTidea generation for  programn

Group guidelines (Appendix I development. This is discussed in |

Technique | Boddy 2012) and this aig results section.

(Boddy, replicability.

2012) There is limited reearch on the extent
which the group data gleaned from N(
is an accurate representation of the vig
of its individual memberg¢Porter, 2012)
However, the EP evaluation in Study
Session 2 provided opportunities fo
individual feedback on the co
component&and themesind how it led tq
programme development.

Study 2 The IUSC hag The IUSC has demonstrated converg

demonstrated stron validity amongst 717-year olds evidence

IUSC internal consistenc| by significant associations between U4

(Comeret | | .92; Comer et al.|scores and anxiety and worf€omer et

al, 2009) | 2009), meaning thathe| al., 2009) For example, amongst 1&/-

year olds, the IUSC demonstrated la
associati ons -reports of
anxiety (r = .77, p< .005) and worry
= .76, p<.005)

Similarly, high IUSC scores have be
found to be associated with generalig
anxiety disorde (GAD; Read, Comer, §
Kendall, 2013). Convergent validity is th
degree to which a measure correlates \
measure with which it

2013)

another

theoretically related (Howell,

111



thesis posits that the IUS| Therefore, the thesis posits that the U
Is a reliable measure to uj is a valid measure to use with Yiat will

with YP. measure intolerance of uncertair

accurately.

Table14 An Analysis of the Trustworthiness of the Study

Trustworthiness of the Study (Lincoln & Guba, 1985)

Credibility

Credibility refers to the believability and accuracy of the methodo
and findings. A 15ooint checklist for good thematic analysis w
conducted to improve credibility (AppendQ@Q; Braun & Clarke,
2006). Triangulation was also used to increase thebaligdof the
findings. For example, an anonymous online questionnaire g
semistructured interview were used in Study 2 to triangu
perceptions of the programme. Lastly, the credibility of vignette

critiqued in the measures section and refecte in Part 3.

Transferability

Transferability provides evi
applicable to other contexts, times and populations (Lincoln & G
1985). Transferability is enhanced through a clear outline of
methodology and search design to help the reader understanc
study’s relevance. Therefore
(AppendixOO0) and the research design, methodology & measure

clearly defined in the study to aid transferability.

Dependability

Dependability is the extent to which the research could be repea
yield similar findings (Lincoln &Guba, 1985). Dependability can
further improved by noting any changes to the methodology that
explain the findings. Dependability was aided by clearly defining
methodology and noting changes that took place throughou
research process (ouikd in the results section).

Confirmability

Confirmability is the extent to which the findings are supported by
data set when examined by others (Lincoln & Guba, 1985)

investigator triangulation was conducted where a trainee EP collg
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matchel data excerpts to themes at a success rate of 71.4% w
having seen the data or themes before (AppeR&) This provides
evidence that the TA conducted reflects the data set accu
(Denzin, 1989and aids confirmability.
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Ethical approval was sought from t@ardiff Universityethicscommittee. The study met

the ethical requirements of Cardiff University School of Psychology Ethics Committee
and is in accordance with the principles of ethical practice set out by the British
Psychological Society (2018). Information letters, consenssera forms were provided

to participants and consent gained prior to participant participation. Participants could
decline to participate at any stage in the study without being asked why. Participants were

fully debriefed after the study completion. Etliissues and resolutions pertaining to the

8. Ethical Considerations

study are outlined below.

Table15 Ethical Issues Relevant to the Study and How These Were Resolved

Ethical Issue

Resolutions

The sensitive
and emotive
topic of
radicalisation

Study 1 & Study 2

Discussing radicalisation with YP, parents and staff
considered to be highly emotive. Consequently, the thesis
divided into two different studies:

Study 1 explored the development of a universal programn
promote resilience to radi¢als at i on t hr ough
tolerance of personal uncertainty;

Study 2 involved the implementation and evaluation of
programme.

The original rationale for the programme development ang
theoretical underpinning was shared with all paréoig.
However, the wording was adapted for Study 2 as the foc
Study 2 was on promoting resilience to radicalisation indire
through helping YP become more tolerant of personal uncert
and developing their resilience generally.

For example, wals such asadicalisationwere conveyed usin
less emotive synonyms in Study 2 (See Appendi®)Nsuch ag
rigid, inflexible thinking lack of flexibility in thinkingetc.

Anonymity

Study 2

Questionnaire data was stored on Qualtrics and only accesgi
the password by the researcher and the research supervisor

Each participant was allocated a code word and asked to ent|
code word each time they completed the questionnaire.

114



The use of code words for the online questionnaire ensure
only the researcher and research supervisor could connect th
to the participants and responses pre and post programme cq
compared. The rationale for keeping a document of codesy
and matching names is to protect against young people forg
their code word and thus, invalidating the data through mi
responses.

Full anonymity was guaranteed after the list of code words
permanently deleted following completion of the stl
guestionnaire. Similarly, interview data were transcribed

anonymised 7 days after interview completion and original a
recordings deleted.

The researcher
knowing the
scores achieved
on the
Intolerance of
Uncertainty
Scale for
Children (IUSC;
Comer et al.,
2009)

Study 2

Within the information letters (Appendix-R), it was stressed th
any YP taking part are receiving a universal programme and
participation in the programme does not necessarily mean th
young person has difficultiegith uncertainty.

Scores in the IUS@Comer et al., 2009has been found to b
strongly associated with anxiety and depression in children
YP in a recent metanalysis (Osmanagaoglu et al., 2018
However, Comer et al. (2009) emphasise that the IEI®0Id not]
be used to diagnose or categorise children. In terms of anxig
GAD, the IUSC does not replace the need for a thorough cli
diagnosis and therefore, the questionnaire alone is not enot
share with parents in any diagnostic capagymer et al., 2009
Thus, parents/carers and participants were informed

participants would not receive individual feedback regart
participant scores on the questionnaire.

The preliminary,
exploratory and
preventative
nature of the
study

Sklad & Park (2017) emphasise that effective unive
preventative approaches are thtiedt have meritegardless ahe
idealprevention goal (e.greventingadicalisation). Thisnay be
becauseit is very difficult to ascertainif a preventative
intervention has been successful as ideally the preve
phenomenon does not occur the interventionmay provide
benefits in the future, which is not usually measured unles
study is longitudinal (Offord, 2000; Sklad & Park, 2017).

Consequently, irattemptingto strengthen tolerance of perso
uncertainty, the study endeavoured to provide benefits to th
involved that did not just revolve around tlogtimal goal of
gathering preliminary evidence for universal approaches
radicalisation preventionThis included managing uncertainty a
motivational conflict, resilience buildingeveloping coping skillg
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to alsodeal withphenomena related to uncertainty suchrasety
andworry.

Furthermore, in the analysis and interpretaiod the findings, i
was important to emphasise the preliminary and explorg
nature of the study and that findings should be interpreted
caution, especially due to small sample size and low partic
responses to the online questionnaire. Tinetfon of the study i
to pave the way for other research in the area of pers
uncertainty, RAM theory and radicalisation.

9. Results: World Café& Nominal Group Technique Analysis (Study 1)

EP perceptions regarding the relevanE&kAM theory in the process of radicalisation

were explored via Session 1 of the EP working group (RQ1) through the presentation on
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RAM (SeeAppendix NNN.J and the world cafémethod previously outlined (Appendix
H). Discussions were recorded on a papéteclothand photographs are evidenced in
Appendix SS A more indepth account of EP reflections and discussion points is
provided in AppendiX T. The main EP reflections to consider are represented below:

flOther theoretical perspectives (e.g.
social theories) may have relevance
and incorporation of ways to deal
with difficulties that arise from these
perspectives may be useful.

fEnsuring that YP had assistance to
understand the questions in the
IUSC as the language used may be
too complex or ambiguous for some.

fISchool staff and parents often have
difficulties tolerating uncertainty in
their own lives and in the lives of YP;
it is therefore important that this
programme does not operate solely
at the individual child level.

fIChildren with autism spectrum
disorder (ASD) may score very highly
in the IUSC and programme
approaches may need to be
adapted.

Figure 11. Summary of EP reflections relevant to programme development

It was hoped that dedicating time to the discussion of the relevance of RAM and
understanding the rationale for a programme to strengthen tolerance of personal
uncertainty would lead to more esfant and useful idea generation during the NGT (RQ2)
and during discussions regarding the ideal implementation of the programme (RQ3).

Ideas generated from the NGT technique (See Appdddixwere voted for and the
researcher then used the frequencyatsand the inclusion criteria (Appendix )
identify the core componentand themesf the programme (RQ2Yhe justification for
each component inclusion with reference to the research literamarehe inclusion
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criteria for selections outlined in AppendiXJU. The core themes and corresponding
componentsare outlined below:

Understanding NGT ldeas:
NGT Ideas: CBT/ personal 3 10- 18- 20-
2;4;11; 25 Reframing uncertainty, 21

self & others

NGT Ideas:
Acceptance
6;13;19;25
NGT Ideas: Effective NGT ldeas:
.. Copin
5; 8; 15; 23; decision- S 7:9;14;16

. strategies
making

Figure 12. The corehemesof theEmbrace Lifgprogramme

Following this, EPs engaged in a group discussion on the key factors for successful

implementation of the programme (RQ3) and are outlined below:
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Table16 Views of the Key Factors for Successful Implementation and/or Delivirg of
Programme Gleaned from the Educational Psychologist Working Group

Key factors for successful implementation and/or delivery

Random Pairing to further develop peer relationships, facilitate discussion, & social use of language
Check-in activities to prompt reflection

Homewaork tasks so learning continues outside of the sessions

Training with key staff to ensure that they can support the YP and ensure work goes on outside of session
Meeting with parents to ensure they can support their children and help with tasks

Adapt materials to age, ability and interests

Ensure pre & post measure of personal uncertainty

A session plan which organises learning and ensures continuity between sessions

Cascading responsibility; first facilitated by EP; school to continue work afterwards

Clear title which clarifies the purpose of the project

A draft 6-session plan of the programme titlEcthbrace Life(Appendix J) was created
by the researcher using the information gleaned from Session 1 and EPs provided a

critique of the draft plan in Session 2 which was used to adapt the draft plan.

The EP critique fostered the followikgy changes/adaptatioi@ppendix VV for a more
in-depth description)
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fEnergisers (e.g. human-size rock

paper scissors) being converted to
‘reflective energizers’ (e.g. how
many emotion words can you
think of in 1 min?) to minimise
potential disruption in session

fincreased clarity through

improved step-by-step
instructions of tasks/activities

fiThe removal of a supersized afro-
wig within an activity due to the
potential for perceived cultural
sensitivity

flReducing the number of
activities per task to allow more
time for learning

fThe addition of a key word to
each session that embodied the
learning point to aid student
memory and engagement

Figure 13. Key changes made following the EP evaluatiothefdraft version of
Embrace Life

The results of Study 1 led to the final development oEimbrace Lifgprogramme Pilot

1 Plan (Appendix M) and bookletAppendix CCC3) which embodies the core
components identified by ERsd the themes created by the researdites programme
consists of six sessions as listed in Table 18 below and the session objectives remained
the same for Pilot 1 and 2. As a way of incorporating the theme of acceptance throughout
the programme, each session also contained 10 minutes otimas#f (Appendix M for
scripts). Mindfulness is when attention is intentionally guided to the present moment and
the experience is explored with curiousity and accept@istop et al., 2004)

Table1l7 The Embrace Life Outline &essions (Pilot 1 & 2)
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Session 1:

Values

To understand what my values are and when people may ft

uncertain

Session 2:

Connections

To understand the link between thoughts, feelings, body

sensations, and behaviour during uncertainty

Session 3:
Acceptance To understand the difference between acceptance and
avoidance of uncertainty and other feelings
Session 4:

Assertiveness

To learn how to take assertive action

Session 5:
. To learn how to make effective decisions
Decisions
Session 6: To share some of the skills/techniques learned with other
Empower students
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Following the qualitative evaluation of Pilot 1 and the researcher experience of delivering
the programme, some changes were made tartiiwace Lifgorogramme for Pilot 2All
changes with an accompanying rationale are presented in Appendix GG anddye cle
evidenced in the comparison between the two booklEte nost significant and

importantchanges involved:

N\

Allowing more time to conduct each session (from 40 minutes (Pilot 1) to

60 minutes (Pilot 2)) in response to a perceived lack of time to complete
activities by some participants.

\

fIThe refining of the pre-session to help YP to have a better
understanding of the programme in response to a
misundertsanding of the purpose of the programme amongst
some participants.
The refining of some tasks and activities to further develop
the understanding of acceptance versus avoidance and remove
elements that the researcher perceived as superfluous or for
which poor feedback was received.

|

fimproved clarity for each activity/task. For example, the
outcome/rationale for each task printed on the Embracebooklet
and explained.

4

IThe reflection section of the booklet was updated to contain written
guestion prompts to aid reflection because this was an area of the

Embrace Booklet that was not completed by participants in Pilot 1.

/

Figure 14. A summary ofkey changes made tbe Embrace Lifgprogramme for Pilot 2
following the Pilot 1 evaluation
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10. Results: Quantitative Data Analysis (Study 2)

Firstly, YP's views of the | evel of enjo
the programme’s perceived wusefulness we
usefulness and enjoyment of theopgramme from 1 (low usefulness/enjoyment) to 10
(high usefulness/enjoyment) via the online gagtrvention questionnaire. Data was
inputted into SPSS (Statistical Package for Social Scientists) and means cal@@ated

participants in Pilot 1 and 23 Rilot 2 responded to this part of the questionnaire.

Secondly, to explore RQ5, scores on the IUSC on Pilot 1 and Pilot 2 as measured via the
online questionnaire were inputted into SPS&parate descriptive analyses were carried

out and then various sistical tests considered.

Finally, a nosparametric Friedman Test of differences among repeated measures was
conducted on the total IUSC scores (the sum of scores across the scale) and an alpha level

of < .05 was employed

A number of participants were excluded from the Friedman test analysis (12 participants:
Pilot 1; 10 participants: Pilot 2) due to incomplete data, not completing the questionnaire
or withdrawal from the study. Accordingly, only data from a total of 1®{R) and 17

participants (Pilot 2) were utilised in the Friedman analyses.
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10.1 Descriptive Statistics

Table 19

di spl ays

YP' s

Vi ews

Bnfbrade hifein u s e f

both Pilot 1 and 2ZThese descriptive statistics convey a slight tendency towards positive

evaluations of the programme. Furthermore, the mean perceived usefulness and

enjoyment of the programme appeared to increase marginally in Pilot 2. Nevertheless, it

appears that acrossh e

t wo

pil ot s,

enjoyment experienced were at similar levels.

Tablel8Par ti ci pant so

t he

Participating in the Embrace Life Programr(féilot 1 & 2)

programme’ s

Evaluative Question No. of Pilot Mean Standard
participants Deviation
who
responded
How useful was the
programme on a scale 20 Pilot 1 5.55 2.259
of 1-10?
1= not at all useful 10=
extremely useful
23 Pilot 2 6.04 2.820
How much did you 20 Pilot 1 6.05 2.188
enjoy the programme
on a scale of-1.0?
1= extremely 23 Pilot 2 6.48 2.826
unenjoyable
10= extremely enjoyabl
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Table 20 and 21 display an overview of the means, median and standard deviations of the
IUSC scores at the different time points for Pilot 1 and 2 respectiVef/samples for

Pilot 1 and 2 had very different distributions of IUSC scofidse mean IUSC ste,
minimum and maximum scores were much higher in Pilot 1 than in Pilot 2. Overall, the
descriptive statistics indicate a slight reduction in the mean IUSC scores over time in Pilot
1 and 2 Furthermore, the variation in scores increased in both sanpiet)ere was a

much higher increase in variation in Pilot®2quantitative analysis is carried out later to
further explore these changes.

Table19 Descriptive Statistics for Participant Scores on the Intolerance of Uncertainty
Scale for Children (IUSC): PrePost and 8 Weeks PadProgramme delivery (Pilot 1)

Total Pre ITUSC Total Post IUSC  [Total 8WksPost lUSC
N Valid 15 15 15
Mean 87.8667 84.7333 83.600(
Median 86.0000 88.0000 80.000C
Std. Deviation 14.59387% 15.4155] 19.3899¢
Variance 212.981 237.638 375.971
Minimum 60.00 58.00 58.00
Maximum 110.00 110.00 113.00
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Table20 Descriptive Statistics for Participant Scores on the Intolerance of Uncertainty
for Children (IUSC):IUSCPre-, Post and 8 Weeks PedProgramme delivery (Pilot 2)

Total Pre ITUSC Total Post IUSC [Total 8WksPost lUSC
N Valid 17 17 17
Mean 69.4706 64.8824 64.11784
Median 69.0000 69.000d0 62.000d0
Std. Deviation 8.55948 15.0909¢ 14.64534
Variance 73.265 227.735 214.485
Minimum 49.00 36.00 37.00
Maximum 89.00 93.00 86.00

10.2 Statistical Assumptions of the Friedman Test

The data were checked to consider whether the following assum@tiowsll, 2013)

of the Friedman test had not been violated. Violations can have implications for data
analysis and should be considered carefully. The sampling method means that

Assumption 2 is violated and implications for the analysis are discussed.

Table21 Statistical Assumptions of the Friedman Test Used in the Study

Assumption 1: One group that is measured on three or more different occasions
Each pilot contains one group of participants and each pilot involved the measu

of IUSC scores at three different time points (p@ost, 8 weeks posprogramme).
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Assumption 2: Group is a random sample from the population

Pilot 1 and 2 participants are drawn from a convenience sample. Schools w
randomly selected but were selectegduse they were the schools that elected to
part after receipt of gatekeeper letters. Similarly, the YP in each pilot were pal
form class and thus, were not randomly selected for participation. Thus
guantitative analysis cannot lead ty @eneralisations of findings to the population
sameaged students in schools.

Assumption 3: The dependent variable should be measured at the continuous or
ordinal level
The IUSC consists of a Likert scale which is classed as an ordinal vdkiaiolell,

2013)

Assumption 4: Samples do not need to be normally distributed
As the Friedman test is a ngarametric analysis that does not require a normal

distribution of scores, no tests for normality were conducted.

10.3 Quantitative Results

A non-parametric Friedman test was carried out to compare the median IUSC scores at
the three different time points in both Pilot 1 and Pilott2e Friedman teshvolves the
ranking of total IUSC scores and thus the median is a more useful way of analysing the
statistical testThere was no significant differenaelUSC scoredbetween the different

time points in both pilots

Table22 Results of the Friedman Test

Pilot No. Friedman Test Result
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Pilot 1 X 2 NED5) = 1.069p = .586
Pilot 2 X 2 NED7) =3.294p=.193

Consequently, #hthesis accepts the null hypothesis as outlined below:

Null Hypothesis(Ho)-Ther e i s no significant effect

scores in this study.

Figure 18 and 19 below shows the median scores of each participant (faint grey lines)
and the overall median score (dark black line) at each time point. The quantitat

results will be further explored in conjunction with the qualitative data in the discussion.
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11. Results: Qualitative Data Analysis (Study 2)

A number of participants were excluded from the qualitative analyses (6 participants:
Pilot 1; 4 participants: Pilot 2) due to incomplete data, not completing the questionnaire
or withdrawal from the study (1 student in Pilot 1). Thus, the qualitatieeatelysis is
inclusive of 21 participants in Pilot 1 (Mean age: 12.9 years; 8 males, 13 females) and 23

participants in Pilot 2 (Mean age: 12.3 years; 23 males).

To explore RQ6 & 7 a rigorous thematic analysis (TA) was conducted using Braun and

C Il a r (RO&a3)seven stages of TA: transcription; reading and familiarisation; complete
coding; searching for themes; reviewing themes and producing a provisional thematic
map; defining and naming themes; and report writing. Furthermorepaititbchecklist

to ad the development of a good TA (Appendix)) was used to guide the TA process
(Braun & Clarke, 2013) Despite this, Braun and Cl ark
is viewed to have less interpretative power than other approaches such as interpretative
phenomenological analysis (IPA) or discourse anal{&i96) This is because TA delves

less into how language is constructed and used within the process and focuses more on

commonalities or themes that exist within the data cofBraun & Clarke, 2006, 2(B).

Interviews were transcribed verbatim using notation recommended by Braun and Clarke
(2013) and participants’ identifying inf

pseudonyms.

During the initial coding stage, all speech transcribed was considereepresent
meaning and was presented in the form of single words, phrases and chunks of speech.
The entire datasdexamples included in: Appendix WW & XXyas then coded in
relation to RQ6 & 7 (See AppendikY for an example of a coded interview).

Codes were both datderived (semantic) and researclerived (latent) in natur@raun

& Clarke, 2013) At the semantic | evel, this ensu
language choices and constructs/perspectives by describing the data as ttnagtedns

it (Braun & Clarke, 2013)However, the addition of the latent approach within coding

also rendered it possible to go beyond the superficial content of the data and draw on the
researcher’”s own conceptual a nrdial implieitor e t i
meanings in the da{@raun & Clarke, 2013)This latent approach sought to contribute

to a deeper analysis during the results and discussion. A summary of the initial codes for

Pilot 1 and 2 are found in AppendZ andAA respectively.
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Fadlowing initial coding and as familiarity with the data increased, codes were grouped
into distinct themes and subthemes and comparisons were drawn between Pilot 1 and 2
by combining thematic map§he validity of proposed themes and subthemes was
ensuredhrough an iterative process which involved continuous reference to the whole
dataset and coded data until a final thematic map that could be used in the study was
producedBraun & Clarke, 2013)Additionally, investigator triangulation was conducted

to verify that the themes reflected the dataset (71.4% agreement; ApdRRYlias
outlined previously when considering the trustworthiness of the study (Table 15).

Lastly, to explore RQ8, YP's confidence
uncertainty pre post, and 8 weeks pestogramme was gauged via vignettes in Pilot 2

and these were analysed to observe differences in perceived confidence levels over time
The vignettes were added to Pilot 2 to explore how engagindewitirace Lifanay have
affected confidence and strategies used to cope with uncertainty. It was hypothesised that
this would add more depth to the data analysis as the IUSC alone explores IU

disconnected from context, unlike vignettes.

11.1 Thematic Analysis

The following subsections outline the themes in relation to the RQ6 and 7. The following
thematic map (Figure 20) illustrates the themes and subthemes identified and the links
between them. AppendBBB collates all supporting data extracts relevant th daeme.
Extracts highlighted in black derive from Pilot 1 and extracts in blue derive from Pilot 2.
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3. Mindful environment
4." | don't want this

programme to
just stop”

Figure 17. Thematic map (Pilot 1 & 2)

3.1 Self-consciousness

Note: Single directional solid arrowemonstrate hierarchical relationships between themes and subthemes; bidirectional solid arrows
demonstrate lateral relationships between themes; and a dotted line indicates a tentative relationship between a tmenae/dzbtieren
theme/subthem@raun & Clarke, 2013)
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11.1.1 Theme: Strengthening ‘snowflakes’

1. Strengthening 'Snowflakes'

AN

1.1 Skilled up & ready || 1.2 Accept & tackle | [ 1.3 I'm normal

Figure 18. Strengthening snowflakes (mini thematic map

A snowflakeis an informal derogatory term defined &&n overly sensitive or easily
offended person, or one who believes they are entitled to special treatment on account of
their supposedly unique characteristics”
(staff; Pilot 2) used the term when describing thsefulness oEmbrace Lifein

devel oping resilience skill s ijustddnoteealy out |
with any kind of wuncertainty or anxiety(
YP also reflected on how the programmepkel them develop useful skills to accept

rather than avoid difficult situationsSkilled up & ready and/or feelings and take
assertive action to help move towards resolutidecépt & Tacklp Some YP also felt

that it provided them with skills thattheyou |l d use “l ater in | i°:

normalised feelings of uncertainty and difficulty @ m n)or ma |

Table23l |  ustrative Quotes for Theme: Strenc

Theme Sub-theme Ilustrative quote(s)

Strengthening | -
‘Snowflakes’ “ know this ge_neration's be_cominga massiveissue
people don't like uncertainty((pause))the term
snowflakeis usedquite alot(.) it's a perfectresearch
projecttodo( . ) .laokedathowchildrencanthink
aboutw h & tactually happening(.)calm down stay
calm and actually make an ((pause))you know (.)
educatedl e c i s-IARISTOTLE (staff; Pilot 2)

“ .And thedilemmaswereabout(.)areyou goingto
askpeoplefor adviceor areyou goingto go on your
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guti nst i mastquité interestingto see how
((pause))ads of that agehaven'tgot a clue on their
o wn ¢ ARISTOTLE (staff; Pilot 2) speaking on
the benefits of the dilemmas within ‘Embrace Life’

“ | (the programme)was really relevantto this day
andage(.)It's sucha big issueat the moment(.)Kids
just(.) it's called the snowflake generationfor a
reason(.)They just do not deal with any kind of
uncertaintyor anxiety(.)theyjust really strugde and
that (programme content) again was per f e
ARISTOTLE (staff)

Skilled up &
ready

“ Y e albké stuff at homethathappened.) soyou
canlike ((pause)xalmdownquickerandtalk it o u-t
MAGGIE (YP) when discussing the use of
reflective skills gained during the programme

“ Tsaycalminstressfus i t u atyP)ons”

“ ...tanuseit (theprogramme)aterin life whenl ’
gotloadsof dilemmasbecausé hada dilemmafrom
thiswhich couldberesolvedo that(.) andl coulduse
the sameoutcameto fix it(.)- JOHN (YP)

Accept & tackle

“ y ocan't just pull away from a situation ((long
pause))but if you just faceit andsay(.)’ | onwyl
badi ¢adIl@ better(.)thenyou can just resolve
thingsandthereis nolike tension( ( p a uNI@GEL
(YP) on what he learned from the programme

“ lalsohelpedwhenevel faceaproblemhow(.)like
emm(.) howto like resolveit andhow to actuponit
usinglike assertiveactionsandthingslike t h a t+
ROBINSON (YP) on what he learned from the
programme

I’m normal

“ think it wasreallygoodbecausé sortof madeyou
feelit wasok to be uncertain(.)ike you can'talways
knowwhat'sgoingto happerall thetime(.)| think it's
sort of like you realise that other people were
uncertaintoo() ’NIGEL (YP)

“ T hlaam not the only personwho feels like this
somet-(fRe s”
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11.1.2 Theme: New perspectives

2. New perspectives

Figurel9. New perspectives
(mini thematic map)

Both the staff and YP involved in the programme felt they developed new perspectives
on situations that caused them difficulty or uncertainty as a result of taking part. The

illustrative quotes below outline some of these new perspectives.

Table24 lllustrative Quotes for Theme: New Perspectives

Theme Ilustrative quote(s)

“ learnedalot abouthowto dealwith certainissuesvhentheyarisein terms
of ((pause))challengingit becausat can be quite frustratingis blaming
someoneelsethat! now getwhy thosekids do thatandhow theyneedhelp
perspectives | thinkingitt h r o u- § THEL (ptaff)

New

“ L i we eouldlearnhow to look at situationsin a differentlight(.) Solike
if we usedto look atthemandgetquite angry(.)we could actuallybe calm
andfind a differentway to approachsituationsandlike look at how other
people might approachit with different mindsetsand stuff like t h a
MAGGIE (YP)

Well before the programme((pause))if I'd probably be more passive
aggressivethan assertiveto be honest( ( p a u s e $0)l .thikk the
programmehaskind of like openedny eyesto what'sbetter(.)...b e c at's
kind of like not gettingangryandy o u notlilee ((pause)hmmm((pause))
trying to takeit out on themlater(.) you'retellingy o u telling themthat
you don'twantto doit like straightaway

- MILTON (YP)
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11.1.3 Theme: Relationships & behaviour

3. Relationships & behaviour

RN

3.1 Hands on 3.2 Treated like young adults

Figure 20. Relationships & behaviour (mini thematic map)

Staff in both Pilot 1 and 2 noted how the relationships fostered during the programme and
the approach adopted were beneficial in promoting engagemeitasioriearning
behaviour and behaviour change. The illustrative quotes below outline how this was

facilitated.

Table25 lllustrative Quotes for Theme: Relationships & Behaviour

Theme Sub-Theme Ilustrative quote(s)

Relationships “ Ithink i t Helpedthem think abouttheir actionsand

& behaviour howtheyreactto certainsituationshasreallyh e | p e
ETHEL (staff)

“ ...t teachingsupportassistantvho works with him |
sentthemall the materialsandall the stuff andshewas
goingthroughwith him andtalking aboutit andshesaid
that shenoticeda markeddifferencein his attitudeand
in hisbehavioumverthere(.)so(.)it w a s justatkind of
oneoff kind of thing ( ( p a u £EHENL "(staff)
speaking about a specific student’s behaviour outside
of programme time

“ h explainedthat he felt that it was different he felt
((pause)thatPD (researchen)v a s judgihgh i m...3
hefelt valuedby h i m+{ETHEL (staff) talking about
the impact on a specific student with behavioural
difficulties through him feeling valued during the
programme
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Hands-on

I loved how handson it was(.)l think alot of thetimes
((pause))this ideaof this * iydu just speakto me(.) |
w o nl’ et a(r) whereaswith thisit wasall about((long
pause)peingactivereally(.) theywerealwaysactive;it
wasalwaystheminvolved(.}) ARISTOTLE (staff)

“ ...i(theprogrammeyasinteractivewhichwasniceso
they weren't just sitting there (.) | think that was
somethingelsethey were all expectingand that'swhat
they'reusedto it's thatyou just sit buttheydidn'thaveto
they could get up and they could walk aroundthey
swappedndwhathaveyou (.) sothatwasnicethatwas
differentfor themand| think thatthey all enjoyedthat
and | think that helpedthem sort of that helpedtheir
confidenceandalsotheir belongingwith the restof the
gr o &PAPPHO (staff)

Treated like
young adults

“ b actuallyhe(theresearcheadthattrust(.)...h @ust
sortof trustedthemto geton with it(.) alot of teachers
with chocolateor whateverit might be(.)theymight not
havethattrust:* touldn'tpossiblygive thema Malteser
becausé¢ h e jstrheksaroundandeati tWhereas(.
he was brave(.) he took risks and it worked really
we | FARISITOTLE (staff)

“ ..theyweretreatedmoreasyoungadultsratherthan
justchildrenandtheirviewsandtheiropinionsandbeing
ableto voice whattheywantedto saymatteredandthey
werelistenedt 6 SAPPHO (staff)
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11.1.4 Theme: Unappreciated Impact

1. Unappreciated Impact

1.1 "Boring hippie nonsense" § 1.2 Unrealistic expectations

Figure 21. Unappreciated impact (mini thematic map)

1.3 Ignorance is bliss

Ethel (staff; Pilot 1) felthat some students did not realise or appreciate the impact that
the programme was having on them and that this may be because activities necessitated
them approaching difficult thoughts and feelings and therefore, potentially increased
anxiety in the sharterm Unappreciatedimpac). A small proportion of YP shared

Et hel ' Bnoranceisvblids . Some students conveyed 1
programme as wuseful, i nstead dubbing it
(Boring hi ppEtkel (staff; Pibotel hats@shared that some YP may have had
unrealistic expectations about what the programme was going to offer (e.g. getting rid of

mental health issues) which may have affected their perceptions of the programme.

Table26 lllustrative Quotes for Theme: Unappreciated Impact

Theme Sub-theme Ilustrative quote(s)

“1d o nthink they do appreciatewhat the
programmedid for them becauseheyc a rsée
Impact thoselittle ¢ h a n g-&$HEL (staff)

Unappreciated

“ Istruggledto understandhe reasonfor these
exer e(iYyBes”

“ think someof the tasksprobablymadethem
feel more anxious ((pause))...t h denefitted
morein thelongr u n-(ETHEL (staff)

“ meastfavourite activity wasthe mindfulness
becausét wasu s e |- @B)s ”

138



“Boring hippie

nonsense”

wwould not havetime to label our thoughtsas
we duringtheactivity, in aschoole n v i r o-f1
(YP)

“ think someof thetaskswereabit like ((pause))
boring to be honest((pause))..| i koene like
someof the tasksseemedo dragon a bit you
knowwhatl mean?> MILTON (YP)

“ | felt that the whole SPOTLIGHT OF
ATTENTION thing was a bit s t u p(youhd
person’s emphasis)- (YP)

“ liked the mindfulnessthing becauseéts good
but if you were really stressedut in schoolor
somethingyoud o rhavétimeto sitandyou cant
closeyoureyesbutl still likedit ( s I- &F)”

Unrealistic

expectations

“ Ithink also that they had hmmm ((pause))an
unrealisticexpectatiorof whatit wasgoingto do
((pause)) think theyall felt thatby the endof it
(.) they would feel (.) better or different or
whateverelseand| think thattheythoughtthere
would beamarkeddifferencein howtheythought
orf e | tETHEL (staff)

“ A nedpecially(.xhis camefrom two of the
girls who are((pause)peingmentorecat the
momentbecaus¢heyhaveseli-esteemssues
andanxietyand((pause)yealissueswith self
harmwith oneof them(.)! think | thoughtthey
thoughtthis wasgoingto providethemwith the
a ns weETHEL (staff)

Ignorance is

bliss

“ feell only worry to aminimal extentcompared
to otherssol felt asthoughit openeddeasthat|
h a d consideedmakingmew o r r (Yie)d ”

“ hadto think aboutthings| hadneverthought
a b o (repdrted as a challenge)- (YP)

“ think theystruggledthinking aboutthingsthey
d o nwartto think about(.)-ETHEL (staff)
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11.1.5 Theme: Real-life connections

The illustrative quotes below outline how participants felt that the programme could have

benefitted from connecting activities and tasks more to the everyday life of YP, and the

2. Real-life connections

Figure 22. Reallife connections (mini thematic
map)

difficulties they experience (e.g. depression).

Table27 lllustrative Quotes for Theme: Real Life Connections

Theme

Ilustrative Quote

Real-life

connections

“1 ' saelmaybeaboutputtingit into sortof everydayschoollife(.)
oncey o u doneathefriendtaskor thefingertrapor Maltesertaskor
whateverit is(.) getthemto write downlike(.) right(.) you'vegot5 or 10
minutesnow give me anexampleof how this affectsyour everysingle
daylife in school(.j- ARISTOTLE (staff)

“ I gettirgthemto think abouteverydayplife like | * saielbefae (.) In
everydaylife how areyou goingto applyt h i- ARISTOTLE (staff)

“ thinkitc o u | abvenedopicslike depressiorandhowto dealwith
t h atrP)
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11.1.6 Theme: Mindful Environment

3. Mindful environment

il 3.1 Self-consciousness

Figure 23. Mindful

environment (mini thematic

map)
Both staff and students shared the importance of having a mindful environment in which
to conduct the programme. For example, Sappho (staff; Pilot 2) felt that interruptions
from people coming into the room disrupted the mindfulness practices and thef flow
thought. Similarly, YP in Pilot 1 commented on the difficulty focusing and concentrating
when others were being silly and distracting and/or the researcher had to deal with
behavioural issues. Lastly, YP in Pilot 1 and 2 talked about feelings -afoesifiousness
when having to share thoughts/feelings, answer questions and engage in mindfulness
activities. These feelings of selbnsciousness were challenging for some and did not
help the students to mindfully engage with tasks/activities.
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Table 28 lllustrative Quotes for Theme: Mindful Environment

Theme

Sub-theme

Ilustrative quote(s)

Mindful

environment

“ think you needa quietspaceawayfrom
everybodyhmmm((pause))you haven'tgot sortof
peopleinterruptingl think that'simportantif the
programmewasto berolledo u-tSAPPHO (staff)

“ iwasstressfuwhentheothersin classwerebeing
loud andannoyingbecausét put me off andl

d i demjbyit asmuchasl c o u | whenthey
weregettingtold o f -f(YP)

Self

consciousness

“ C alsomakeyou feel abit insecureasyou have
to shareyouropinionswith thec | a-gY&) ”

“ think oneof the challengesvould probablyhave
beenbeinghonesiabouteverythingyou're

sayi ng (yoywaMakind of like appear
goodbut ((pause)youd o nf’ydudon'tthink that
thenyou kind of just lie aboutwhatyou would

d o (- MILTON (YP)

“ Wh eeoplecomein (.) it's thatsortof ((pause))
thechild thenthinkswhatyouknow* t h egirig r
tothinkwe'res t u pndtdent h e gitting leere
with a Malteseron their handwith their eyesclosed
((pause)youknowit'sthatkindoft hi ng?”
SAPPHO (staff)
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11.1.7 Theme: “I don’t want this programme to just stop...”

Staff conveyed concerns about the lasting impact of the programme and how maintaining

4." | don't want this

programme to
just stop"

Figure24.“ 1 don’ t w
programme to |
thematic map)

any changes would need consideratibnis theme is outlined in the illustrative quotes

below.
Table291 | l ustrative Quowast fohi §hpmegr @&mmdor
Theme Ilustrative quote(s)

i Id o nartthis
programmeto just

stopébo

i Al sld @ nustivantthis programmeo just stopbecaus.)
howare we goingto thenprogresst to makeit worth-while (.) if it
justendstheni tnétbeenworthanyt hiBTIHEL. ) 0

i é atheend(.)thereis a follow-up(.)soi t ndtgustleft(.) andthey
needto continuepractisingit to hmmm(.) makesureitw o r k s (
ETHEL

i iyéuweregoingto improveit at all it wouldbethat overlasting
impactis (.) Aretheygoingto recordwhatthey'vedonedifferently
in thenext6 monthsXsofrom nowtill summer(.howhasthis
projectchangedheir life? Is theresomethingn placethat could
measurghator thatcanjudget h a-tARISTOTLE
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11.2 Vignette Analysis

Pil ot 2 participants’ responses to vigne:
uncertaintyinducing scenario presented at three different time points, (post, & 8
weekspost programme deliverygre displayed in TableOZand 3 below. The vignette

analysis compared confidence betweengmramme and pogtrogramme; and pre
programme and -8/e e k s post progr amme. Participa
compared to ascertain if their perceived confidence rating either increased, remained the
same or reduced. The proportion of confidence ratings that increased, remained the same
or reduced was then calculated (e.g. 11/22 respondents (50%) rated theieromafi

higher in dealing with an uncertainityducing scenario positervention). A summary

of the main results of this is shown in Table 31 and 32 bdtasvimportant to note that

the vignettes were not piloted in this study and so the credibilityrastivorthiness of

the vignettes are compromised. This is reflected on in Part 3, Section 3.8.

Table30 Vignettes: AComparison of th&eltReported Confidence Ratings in Dealing
with Uncertainty PreProgramme and Pogtrogramme(Pilot 2)

Vignette Type Self-reported Self-reported Self-reported
22 Respondents Confidence Rating | Confidence Rating | Confidence
Increased Remained the same | Rating reduced
Academic Domain | 50% 27% 23%
(11 respondents) | (6 respondents) (5 respondents)
Social Domain 73% 9% 18%
(16 respondents) | (2 respondents) (4 respondents)
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Table31 Vignettes: A Comparison of the SBEported Confidence Ratings in Dealing

with Uncertainty PreProgramme and 8 Weeks P&3bgramme (PiloR)

Vignette Type
15 Respondents

Self-reported
Confidence Rating

Increased

Self-reported
Confidence Rating

Remained the same

Self-reported
Confidence

Rating reduced

Academic Domain

80%
(12 respondents)

13%

(2 respondents)

6.66%

(1 respondent)

Social Domain

80%
(12 respondents)

13%

(2 respondents)

6.66%
(1 respondent)
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12. Discussion

The thesis is divided into two studies. Study 1 aimed te@@astruct a programme with

EPs to promote resilience to radicalisation in YP using RAM theory as a theoretical base.
Subsequently, the programnismbrace Life was devel oped tnoe str e
of personal uncertainty. Following this, Study 2 aimed to deliver and evéludteace

Life in two pilot schools to consider its appropriateness and effectiveness in building

resilience to radicalisation.

The following sections will discuss the kewndings of Study 1 and 2 in relation to the
research questions, whilst connecting those findings to current research and psychological
theory. Furthermore, new insights resulting from the studies will be considered and
critiqgued. Strengths and limitationsilwbe highlighted throughout and a summary

provided after the discussion.
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12.1 Research Question 1

What are EPs’ perceptions regarding the relevance of RAM theory in the process
of radicalisation?

RAM theory posits that difficulties tolerating personal uncertainty when confronted with
motivational conflict can result in the fervent pursuit of another ¢fdalGregor, Nash,

Mann, et al., 2010; McGregor et al., 2018Bhgaging in RAM has been associhteéth
idealistic, religious and behavioural extrenfjgGregor et al., 2013nd thus, helping

YP to be more tolerant of personal uncertainty could have protective benefits in relation
to radicalisation(Sewell & Hulusi, 2016) The RAM presentation prongd EPs to
consider the relevance of RAM theory in terms of the process of radicalisation and the
implications for EP practice. The EPs discussed how significant political, cultural and
societal events can be uncertatirigiucing (e.g. Brexitthe UK leavirg the European

Union (EU); debates around multiculturalism and immigration in the media). Some felt
that RAM may be a useful way of explaining the tendency towards polarised views,
xenophobia and rigid thinking. This relates to RAM research in which antigrt

i nducing threat has been found to stimul .
beliefs,an i ncrease in derogatory views of 0
increase willingness to support religious warfare compared to coittolSregor et al.,

2008)

EPs commented that in times of uncertainty YP may have a need for leaders to show
them the way and offer alternatives to feelings of uncertainty. The EPs surmised that this
may leave YP vulnerable to engaging with extremist grongeganisations, which ties
into the tendency towards highly entitative groups within uncertainty identity theory
(Hogg et al., 2010Highly entitative groups have a clear and rigid hierarchal structure in
which group norms and expectations are exmicd these groups have been found to be
more alluring in times of uncertainfilogg et al., 2010)Thus, for EPs, it was important
to consider RAM theory in relation to other theoretical approaches to provide a deeper

contextualised picture of the compleag of radicalisation.

Some EPs critiqued the behavioural inhibition system (BB8y & McNaughton, 2003)
on which RAM theory is based as they felt human behaviour may not be so easily reduced
down to a singular mechanistic model. These views alignmaitthern EP practice, which
emphasises considering environmental and social influences of behaviour in conjunction

with consideration of individual psychological mechanisms and values intervening at
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varying levels (e.g. individual, systemic, and organiseip to enact change
(Bronfenbrenner, 1986; Kelly, Woolfson, & Boyle,220) Rhydderch & Gameson, 2010)
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12.2 Research Question 2

In developing a universal programme to strengthen YP’s tolerance of personal
uncertainty, what would EPs think would be most beneficial to include? What
would be the ‘core components’?

During programme development, EPs identified core components that were felt to have

the potential to strengthen YP’s tolerani
1 Approaches thahcorporate cognitive behaviour therapy (CBT)/reframing
1 Understanding personal uncertainty, self and others
1 Acceptance
1 Coping strategies
1 Effective decision making

The core components elicited from EPs contained a mixture of reflecting on ways of
thinking, accepting and normalising feelings, and incorporating strategies to assertively
cope with difficulties. These components are also embodied in acceptance and
commitment therapy (ACTHayes & Strosahl, 2004There is limited robust research on

the effectveness of ACT in young populatiori&illard, Flaxman, & Hooper, 2018;
Hancock et al., 2018however, a recent revie(®wain, Hancock, Dixon, & Bowman,
2015) found emerging evidence for the efficacy of ACT for children and YP.
Furthermore, ACT incorporatanindfulness (Swain et al. 2018) am¢thdfulnessbased
approaches haveen found to promote mental health and Alvelhg in children and YP

in an extensive and robust metaalysigDunning et al., 2019}t is worth noting that the
literature around ACTends to deal with adults or YP who exhibit difficult{€&auntlett
Gilbert, Connell, Clinch, & McCracken, 2013; Gucht et al., 2017; Hancock et al., 2018;
Hayes, Levin, Plumi¥ilardaga, Villatte, & Pistorello, 2013nd fewer studies deliver
ACT at the uiversal, preventative level. An exception is a study by Gatht.(2017)

in which a large randomized control trial (RCT) with adolescents at the universal level
yielded no significant effect on mental health outcomes. This study involvesgssibn
teacherled whole class ACT intervention and thus, bears some similafiyntorace Life

However,Embrace Lifediffers in the following ways and thus, adds to the literature:

1 The focus is primarily on personal uncertainty;

1 Sessions took place over 6 weeather than 4 weeks;
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1 The programme components werecamstructed by a group of EPs and the
programme was facilitated by a trainee educational psychologist with training in
cognitive behavioural approaches and mindfulness. EPs may be more likely to
have tle necessary expertise, skills and psychological understanding that may be
necessary for promoting change (Sewell & Hulusi, 2016; Greig et al., 2016).
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12.3 Research Question 3 & 4

How do EPs feel a universal programme to strengthen YP’s tolerance of personal
uncertainty should be delivered? What are EPs views regarding the programme
that has been developed from the information gleaned from the working group?

Bronfenbrenner’s ecological model of deve
of viewing YP as existing within a series of complex systems that influence how a child
conceptualises and experiences the world (e.g. home, school, community systems; See

Figure 28 below).

WACROSYSTEp,

EXOSYSTEM

Loca] politics
4[, If \‘ 0‘0
“ s (3 C“
and ideologies of ™™

Figure25.Br onf enbr enner’' s Ec

(1979)

A consideration of systems is embedded in many frameworks used in EP practice
(Woolfson, Kelly, Woolfson, & Boyle, 2017)Accordingly, EPs emphasised the
importance of engaging with parents awahool staff to equip them to support the YP
involved in the programmé& Ps al so di scussed how YP' s it
be influenced by how parents and school staff cope with uncertainty themselves. This
hypothesised influence is evidenced in recent research where a significant link between
maternal and child intolance of uncertainty (IU) has been found in a preliminary study

(Sanchez, Kendall, & Comer, 2016urthermore, the environmental influence of anxiety
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has also been evidenced in an extensive childféwins study(Eley et al., 2015)Thus,

a programme thadoes not seek to engage the adults around the YP in the process of
change may have reduced benefits for YP. The researcher endeavoured to involve the
home and school systems as suggested by the EPs. Parental and staff information sessions
were offered teach pilot school. However, it was only possible to conduct one parental

information session for Pilot School 1 and few parents accessed the session.

Additionally, EPs stressed the | @Empboacet an c e
Life was initially delivered by the researcher in collaboration with school staff, with the
intention that these staff members could continue embedding the programme into the
school system posivaluation. EPs felt that this could help maintain any changes that
may takeplace and help develop a school environment that was conducive to promoting
tolerance of personal uncertainty. Consequently, the study included a staff member in
each of the sessions in Pilot 1 and 2. However, staff members mainly observed and
accepted dection rather than collaboratively led the sessions with the researcher. This
may have been due to staff unfamiliarity with the programme materials and the lack of
opportunities to train staff in the principles underpinning the programme due to the scope
of the thesis and the research design selected. Furthermore, to embed a programme or
change into any system, it is deemed necessary to haotianpurveyoran individual

who is invested and is willing to progress and support the maintenance of sydtange

who operates within that syste(ilsen, 2015; Perkins & Kelly, 2012However,
enthusiasm, investment and influence varied from Pilot 1 to Pilot 2. For example, as
personal, social and health education (PSHE) lead, Ethel (staff; Pilot 1) hated ve
interest in continuing to embed the principlesEwhbrace Lifeonce the programme
evaluation was complete and had visions of introducing it to other year groups, if
appropriate. Conversely, Aristotle and Sappho (staff; Pilot 2) were present indioases

but they may have lacked the influence in the school hierarchy to stimulate systemic
change. Thus, considerinipe systemic context when implementiaggroupbased
interventionmay be very important in promotidgng-lasting changes for Y.Pherefore

the difficulties engaging the home systems and the school system in Pilot 2 may affect

the longevity of any changes that have occurred.

The EP evaluation of therogramme conveyed that the EPs valued what was produced
for the initial draft ofEmbracelife andfelt it had value for schoal3he EPs felt that the
basic structure of the programme and the learning content was reflective of the work
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conducted during NGT and appeared to have a coherent structure (i.e. themes and
components fit well togetheand paved a clear learning trajectory). Theyjued the
incorporation of mindfulness and CB¥ased approaches as a way of helping to promote
acceptance and conflict resolution and the inclusion of key stakeholders (e.g. parents and
staff) in developingth P’ s t ol er ance of ThebBPsalsasharedu n c e
some critiques of the programme and had opportunities to share ways to irtprove
quality (Appendix VV). It conveyed the benefit of working collaboratively as the draft
programme was percau as overloaded with activities and contairsogiesuperfluous
elements that added little val@e.g. certain energizersyhrough open discussion and
drawing on the professional expertise of the EPs, the programme was able to be refined

by the researcheeady for implementation.
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12.4 Research Question 5

Does a universal programme designed to strengthen YP’s tolerance of personal

uncertainty lower participants’ score on the Intolerance of Uncertainty Scale for
Children (IUSC; Comer et al., 2009)?

Embrace Lifedi d no't have a significant effect
universal approach to programme delivery has implications for the interpretation of these
resul ts. The programme did not sSsesk’ tof
radicalisation as this targeted approached has been associated with the further
marginalisation of minority grougsO’ Donnel | , 20 16.Inb@&hpilotss,d & F
there was a wide range in IUSC scores amongst participariisnhsace Lifewas
delivered at the universal level to YP rather than targeting those who had high IU. The
IUSC has a lower limit of 27 (low IU) and an upper limit of 135 (high (Cdmer et al.,

2009) Mean scores ranged from 60 to 110 in Pilot 1 and 49 to 89 in Ailoth2 Pre

IUSC measure. In this way, YP who scored low on the IUSC and therefore deemed
themselves very tolerant of uncertainty engaged in the programme alongside those who
scored higher in the IUSC. This variability may be a contributing factor to thkeofa
significant differences between the differing time points. Similarly, a universal
programme delivered by Guatital.(2017)found that a eession teachded programme

based on the principles of ACT had no significant impact on outcomes for YP. The
majority of studies that have succeeded in reducing IU are those that have targeted
vulnerable populations rather than working at the preventative, universal level

(Osmanagaoglu et al., 2018)

However, this study also considers other factors beyond the decision to implement
Embrace Lifeat the universal level. In adult populations, IU has been found to be
relatively stable over time, meaning that IlU may be less malleable to intervention
(Cornactiio et al., 2018)When IU has been successfully reduced in adults, interventions
have been conducted individually or in smaller groups (e:§. participants) and
conducted more intensively. For example, with adults, van der Hetlah (2012)
conducted 14 weekly 48in sessions individually, and Dugas al. (2003) conducted
groupbased CBT to groups of@l participants over 1#wo-hoursessions. Therefore, the
frequency and intensity of the programme sessions may also not have been stdficient

havehadan impact on IUSC scores.
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Due to the preliminary nature of this stu@mbrace Lifeand its principles appeared to
have difficulty transcending the boundaries of the sessions. For example, the school and
home systems had limited engagemerthwie programme and were not factored into

the research design. This may have also contributed to the lack of significant impact on
IUSC scores. In a study that endeavoured to reduce IU in adolescents witRé&i2rs

et al., 2017)parents received iatvention on helping their child cope with uncertainty in
everyday situations and the study provides preliminary evidence for engagement with the
family system to help manage/reduce adolescent IU. This has implicatidés\boace

Life as the difficultiesengaging with parents to support the principles in the programme

may have reduced its potential effect.

Finally, whilst Embrace Lifedid not have a significanimpact on IUSC scores
preliminary evidence suggsshatYP may have felt that the programme helped them to
develop coping strategies to deal with uncertaifityis isilluminated in the following

subsections and the implicatiolos promoting resilience to radicalisation discussed.
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12.5 Research Question 6

What do those involved with the programme perceive as the benefits of the
programme?

From the evaluation of the programme, both the YP and staff feltEiérace Life
promoted resiliency skills. This was perceived to be facilitated by helping YP to accept
uncertainty and other difficult emotions and to engage in assertive action to deal with
difficult situations they may faceS(t r engt hening &éSnowddy;akes
Accept & tackle

The benefits listed connect with the principles of AGWain, Hancock, Hainsworth, &
Bowman, 2013)In this way,the preliminary evidence suggests tif& may have been
empowered to accept that difficulty is inevitable and thg@ammme sought to alter the
relationship with that difficulty by promoting acceptance, flexible thinking and assertive
action. Accordingly, both students and stafthared that they found themselves
considering new perspectives on evday difficulties Newperspectives which could
indicate preliminary evidence ofcreased psychological flexibility. Efhesis posits that
psychological flexibility could be viewed as the antithesis of extremist or radicalised
thought, which is marked by rigid, inflexiblaibking that can undermine or absolutely
reject other views inherent in society without due consideraftféorgan, 2008;
McGregor et al., 2013; Scarcella et al., 20H)rthermore, RAM theory would suggest
that if YP are more accepting of personal undéetyaduring motivational conflict, they

are less likely to take shelter in the fervent pursuit of other more extremist goals
(McGregor, 2006; McGregor et al., 2012; McGregor et al., 20b3)ead YP may be
more likely to accept the difficulty that arisesth motivational conflict and seek to
assertively deal with what they fackocept & tacklg

This was deemed beneficial by Aristotle (staff; Pilot 2) who dubbed the YP of today the
“snowfl ake generation” because diffieultief el t
independently and assertively. Instead, he perceived that they are more likely to avoid
dealing with the issue directly by keeping quiet or enlisting their parents to help them
(St r e n g tShewfi Ih&écehsrésearch hasecenceptualised mental health issues

as being less connected to underlying individual pathology and more connected to when
distress and adversity overpowers the individual resources/resilience available to cope

(Ruttenetal.,,2013By cl assi fynaegs ™ saowtf ymkeal of t
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it could imply that YP may be becoming less resilient than previous generations. However,
a systematic literature review of the changes in mental health issues in YP over time
reveal thamental health issues for YP are not any worse than they were pre\(iBasly
Dean, Najman, & Hayatbakhsh, 201%his finding was also replicated in an English
based comparison of two adolescent cmsgional studies which found that similar
levels ofmental health difficulties were found amongst adolescents in 2009 and 2014
(Fink et al., 2015)Thus, it would seem that all YP may benefit from efforts to promote
resilience generally which falls in line with the aimsEshbrace Lifeand that YPmay

notbea n y snhoewf | aakhean previous generati ons,
term. A noteworthy exception is that, in the studissussed aboyéhere was an increase

in internalising problems amongst girls over ti(@®r et al., 2014; Fink et al2015)

This exception may have relevance tettiesis as IU is a significant predictor of anxiety

in YP, with anxiety being an internalising disordgsmanagaoglu et al., 2018)
Consequently, it may be that girls may benefit even more from the ualiaexsect of
Embrace Lifehan their male counterparts due to the increased prevalence of internalising

disorders amongst gir(8or et al., 2014; Fink et al., 2015)

Furthermore, the programme was perceived to normalise feelings of uncertainty and/or
difficulty for some students (6 m n)oTrhemg@uigbased aspect of the programme may
have helped the YP to realise that difficulties are universally experienced, and the
programme promoted flexible ways of engaging with these common difficulties (e.qg.
academic and personal uncertainty; motodl conflict). Gucht(2017) posits that
stigma around mental health is reduced winental health related issues are normalised
through universal approaches to wedling promotionin relation to RAM theory, the
normalisation of personal uncertainty amst peers could reduce the need to dampen
these feelings through the passionate pursuit of ideological ext(@&egor, Nash,
Mann, et al., 2010)

Finally, staff felt that the practical, handa and interactive nature of the programme
combined withhe value placed on YP's voices pr
relationships within the programmié€lationships & behaviour; Hands on; Treated like

young adults Student engagement has been found to be strongly linked to the perceived
climate that is eated between teachers and students in the eyes of the students

themselvegFatou & Kubiszewski, 2017However, the preliminary, exploratory nature
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of the study signifies that these findings should be interpreted with caution and may not

be generalizabl® other school contexts samples.
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12.6 Research Question 7

What do those involved with the programme perceive as the challenges associated
with the programme?

Conversely, the evaluation of the programme revealed that some YP may not have
appreciated the impact of the programme.
“bor(fmBdring hi ppoe madeehbhem think about
to consder (gnorance is bliss The YP may have felt there was a disconnection between

the skills they were learning and the realrld, which was noted as a criticism of the
programme in Pilot ZReallife connectionsand this may have led them to believe that
the programme had |l ittle purpose and wa:¢
especially exemplified in Pilot 1, where some YP shared that they did not understand the
rationale for some of the activities. iSHack of clarity was remedied in Pilot 2 and
conveys the benefits of piloting any intervention or universal preventative programme.
Evidence shows that YP who access universal, preventativebgmli programmes
perceive skills as more relevant when éhare increased opportunities to practice the

skills learnedBastounis et al., 2017Thus, having skills practice transcend the confines

of each programme session could therefore be advantageous and be facilitated by
increased redife connection (e.gincreasing the number of reldfle scenarios in
conjunction with hypothetical ones) amtreasedchool and home engagement.

Ignorance is blisslemonstrates an ethical tension in which YP may have continued with
involvement despite not enjoying it or bgidistressed by some of the associated feelings
and thoughtsThis may have beeatue to tke hierarchy of powethat exists in schools.e.
adults as power figures and YP as subordinates) and the usual lactoaf ioptelation
to education and lessoni$ is important to note that YP were reminded that they could

end participation at any time and some did discontinue their involvement.

Furthermore, ame YP (Pilot 1) may have had unrealistic expectations of what the
programme would do for thenufirealistic expectatior)s This may have been due to a

lack of clarity about what the programme could and could not afférwhy which was
remedied for Pilot 2. For example, some YP in Pilot 1 feltEmabrace Lifedid not deal
directly with mental he#h needs, such as depressiarhis may exemplify how
adults/researchers can impose what they deem as valuable or beneficial on to YP without

considering what support tid> believe they most requirelowever, a metaggregation
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of pupil views on universapreventative mental health approaches in schomlences

that skills should be prioritised over patholo{astounis, Callaghan, Lykomitrou,
Aubeeluck, & Michail, 2017)Thus, the skillbased nature dEmbrace Lifeis in line

with the research evidencéhe emphasis on acceptance endeavoured to foster a new
relationship with personal uncertainty to potentially reduce the likelihood of engaging in
RAM, which has been shown to lead to religious, behavioural and ideological extremes
(McGregor, Nash, Manntal., 2010; McGregor et al., 2013)

Mindfulness was a novel activity for all of the YP involved and is characterised by a very
different way of orienting oneself to engage with the present momieBtqr i ng hi p
n o n s §.Adokestence is normally markedth increased risitaking behaviours and
adolescents have been found to be more likely ¢héldren and adults to be drawn into

crime, substance use, reckless driving and risky sexual behéiefoe, Dubas, Figner,

& van Aken, 2015)Therefore, mindfiness in its more sedate natymaay have had less
appeal to adolescents. Similarly, referer
in engaging with new experiences that may be perceived strangely or may have perceived
links to otherness and/s pi ri tuality. Thi s may -Dbe ev
consciousness about engaging in some of the mindfulness activities in the presence of
others Seltconsciousneds Similarly, confronting hypothetical difficulties/scenarios

may haverousedfeelings of vulnerability that led to a discomfort with the programme

and may have been exacerbated by the presence of the peergmnougance is bliss

The whole class environment was perceived by both YP and staff (Sappho; Pilot 2) to be
a challengeto engagement in the programmigliidful environment and may be
connected to the setionsciousness previously discussed. It may be important to note that
the Pilot 1 and Pilot 2 classes differed greatly. The YP in Pilot 1 were a mixed, boisterous
class n an urban school; whereas, the YP in Pilot 2 were alweglaved class in an all

boys suburban grammar school. Thus, in Pilot 1, behavioural issues appeared to impact
onthe ability for some to engage effectively in the programme content; whereastin Pilo

2 that was less of an issue. However, Sappho (staff; Pilot 2) felt that the classroom setting
was not appropriate to conduct a programme that contained mindfulness as she perceived
that interruptions from other teachers/YP coming into the room may hede itrdifficult

to focus andhaveroused feelings of sefonsciousness. YP felt salbnscious engaging

in mindfulness, being vulnerable and open about their feelings in front of their peers and

wanting to give answer s ’tThigiganwwpoudniconbeen per
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and could promptuture researchers and EPs to consider the optimal way of delivering
universal, primary preventions to ensure that the whblales environment does not
impede learning or feelings of safety and security. &Vhriversal interventions are
conducted at the whole class level, th@ss systemand its complexitigsmay always
make some feel less able to be apgdawever,without this whole class level input, the
preliminary evidence ohormalising uncertainty andifficulty for somemay not have

A

been actualisenh this studyl 6 m n)or mal

Lastly, staff felt thaEmbrace Lifenay have limited londasting impact if the programme

and the associated learning were to just finish at the end of the progfaiirhe waotn 0 t

t his pr ogr amniéerefore, itiwassdeéemed impgrtant to think strategically
about how to move the learning on ppsbgramme and potentially embed elements in
the whole school system. As discussed in relation to Study 1, it would betamipiar
consider the school system and its ability to promote thesgiteen, 2015; Rhydderch

& Gameson, 2010Aston(2014)found that adolescents in secondary schools felt that an
inclusive ethos and active listening cultures in school promotebgeily in schools at

the whole school level. Thus, for tolerance of personal uncertainty to be strengthened at
the whole school kel, consideration of the school system would be important to enable

Embrace Liféo transcend thesxploratorypilot projects.
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12.7 Research Question 8

How is the YP’s confidence in tolerating uncertainty affected by the programme?

Along with the perceived benefits &mbrace Life the majority of YP in the study
appeared to rate their confidence more highly in response to uncenainting

vignettes after engaging with the programme.

Vignettes have been used with children tongdieir views about their family (Smart,
2005), longterm foster careMacAuley,1996), and violence amongst their pg@&arter

& Renold, 2000) However, a common critique of vignettes is the potential distance
between the vignette and social realBarter & Renold, 2000)Consequently, other data
collection techniques were used to triangulate the findings (IUSC; qualitative questions;
interviews). Nevertheless, increased perceptions of confidence dealing with these
hypothetical scenarios could indicateat Embrace Lifehas a positive influence on
strengthening tolerance of uncertainty. The findings should be interpreted with caution as
extraneous variables may have influenced the increase in perceived confidence. The

appropriateness of the vignette nathlogy will be critiqued further in Part Three.
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13. Strengths, limitations, and direction for further study

13.1 Strengths of the Study

T

This is the first study to use RAM theory as a theoretical base to endeavour to
promote resilience toadicalisation at the universal level with YP in schools.

This is the first study to develop and implement a programme to specifically look
at strengthening tolerance of personal uncertainty at the universal level with YP
in schools and use measures otdlevaluate change.

Embrace Life was developed in collaboration with EPs who have the training,
knowledge and expertise to think critically (Sewell & Hulusi, 2016) about
psychological and social processes related to radicalisation, programme
developmentad implementation.

This study is a robust example of the use of psychological theory to inform and
develop EP practice.

The multilayered approach to programme development and delivery
(collaboration with EPs; evaluation and updating of the programmeiaiatia
response to feedback) conveys a reflective, positive chamgeted approach to

the research in line with the pragmatic epistemology of the research.

This study adds to the research literature at a number of levels: radicalisation; IU;

universalapproaches to promoting mental health and-iveihg; EP practice.

13.2 Limitations of the Study

T

This is a preliminary, exploratory studyth low response numbers for the online
guestionnaire and so findings should be interpreted with caution.

The quasexperimental desigmeans that there was no random assignment of
participants and no control group which also affects the validity of the findings.
The reduced emphasis on engaging the school and home systems in supporting
the programme may have limitdke efficacy of the programme.

The singular focus of Embrace Life (i.e. on personal uncertainty and resilience
building) meant that other influences on radicalisation were not targeted (e.g.

group dynamics; allure of highly entitative groups).
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1 The wholeclass environment may have a) led to reduced engagement and b)
reduced the impact of the programme and is not in line with research that
endeavours to reduce IU.

1 Engagement and learning could be further improved by relating programme
content more to theR’ s -life.e a |

1 Inastudy of perceptions of those engaging in mindfulness, participants responded
more positively to mindfulness instructors who were able to authentically embody
the principles of mindfulness and transmit that through the teaching (Shonin
Gordon, & Griffiths, 2014). Although the researcher had completed two courses
of mindfulness and practices daily, it is a relatively new area of interest for the
researcher and this may have impacted on the quality of the teaching of the
mindfulness elemnts.

1 As Embrace Life was offered at the universal level, evaluation of the programme
could have included quantitative measures to evaluate the universal benefits it
may have offered (e.g. re: anxiety; worry; normalising difficulty; resilience).

1 The samphg method used (i.e. a convenience sample) to recruit participants in
Pilot 1 and 2 meant that had the findings been significant they could not have been
generalised to the general population of Year 8s.

1 Lastly, although the questionnaire was conducteashgmously online and the
evaluative semstructured interviews were carried out by another EP and an
assistant EP, the researcher was involved in the programme development,
implementation, evaluation and wrig. Thus, this could lead to bias in the

interpretation of the results and is discussed further in Part Three of the thesis.

13.3 Directions for Further Study
1 Future research should endeavour to upgrade the programme materials in response

to the feedback from Pilot 2 and address the limitatistesd above. For example,
it would be interesting to conduct training sessions with parents and teachers in
conjunction with the delivery of Embrace Life, similar to the parental focus in
reducing adolescent IU in Rodgers et al. (2017) and incorporatecraess
building regarding the allure of highly entitative groups during times of
uncertainty (Hogg, 2012).
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i It would be compelling to deliver Embrace Life in smaller groups still at the
universal level; this could be facilitated by having teachers tramgs delivery.

1 It may be helpful to adapt the materials for the needs of each group of YP with
school staff that understand the needs of the group, or alternatively with the YP
themselves. An extra session in which the students create scenarios ibhgpired
their own lives may have more relevance than ones created by an adult.

1 Lastly, conducting the literature review has revealed intolerance of uncertainty
therapy (IUT) (van der Heiden et al., 2012) which could be consulted to make
Embrace Life more rigotss as IUT has been found to reduce IU in adults with
Generalised Anxiety Disorder (van der Heiden et al., 2012). IUT focuses on worry
orientation, |ike Covey’'s circles of ¢
work endeavours to help people to stidtus on those concerns that can be
influenced as often worry can be orie
control (Covey, 2004). This would also connect with CCT (Kay & Eibach, 2013).

14. Implications for Educational Psychologists

The role of the ERends to operate across the following domains: assessment,
intervention, training, consultation, research, and policy development (Scottish
Executive, 2002) to enhance the lives of children and YP. Across these domains,
early preventative work is deemedyhly important (Health and Care Professions
Council (HCPC), 2015However, EPs are working in challenging times financially
(Randall, Turner & McLafferty, 2015). There is an expectation of -hjigglity
outcomes and service delivery from all educationalises despite fewer resources

and less time due to austerity (Randall, Turner & McLafferty, 2015). Thus, this study
conveys how EP time can be utilised to collaborate and pool resources together to
use psychology to enact change through universal, pewentwork. EPs are
practitioner psychologists and it is important that they have opportunities to use
psychology to inform and support emerging societal issues that affect children and
YP (e.g. radicalisation). In this case, six LA EPSs have inputteceindeavours to
promote resilience to radicalisation. This has the potential to enhance the practice of
the EPs involved as well as providing benefits to the YP who accEsdamce Life

The debate regarding universal versus targeted intervention isfadteythat EPs

need to consider when working with contentious issues, such as radicalisation and it
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is through engaging in research that EP understanding is enhanced to aid efficacious
practice. Furthermore, the systemic limitations of this study mayalictbe
beneficial for EPs. For example, few EPs may be able to offer intensive lgpsag
intervention, such a&mbrace Life and thus, the training of staff to deliver a
programme to promote resilience to radicalisation may be both more feasible and
more efficacious in the lonterm. In this way, principles/approaches are more likely
embedded in the system and this could foster more-lastong change (Nilsen,
2015).
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15. Conclusion

This study has endeavoured to promote resiliencadicalisation using RAM theory as

a theoretical base. Thus, a programme was developed to strengthen tolerance of personal
uncertainty in collaboration with EPs. Following this, the programme was piloted twice

at the universal level in two secondary sckamhd consequently evaluated. There were

no significant differences in IlU amongst the YP who engaged with the programme.
However, the qualitative findings reveal key benefits for the YP involved including
perceptions of increased psychological flexibiligeflectiveness, acceptance, and
assertiveness. Furthermore, the universal approach facilitated the normalisation of
uncertainty and other difficultie®r some This could have benefits for promoting
resilience to radicalisation. The key challenges tlatwerceived are ones that could be
remedied and include: increased engagement with school and home systems; conducting
the programme in smaller groups to reduce saffsciousness and increase engagement;
and the upgrading of the programme content ttudemore realife connections
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1. Introduction

This reflective account provides a valuable opportunity to reflect critically on the research
conducted. Reflective and reflexive thinking is a core part of this process and ensures that
the research is thoroughly evaluated to enhance further researelv@mdeand develop
professional practice. This account is di

contribution to knowledge and a reflection on the journey of the researcher practitioner.

182



2. Part A: Contribution to Knowledge

This section explores how the research study has contributed to knowledge in the field of
radicalisation, uncertainty, and universal resilience and-lve#flg, and outlines the
implications for EPs, YP and schools. Directions for future research andigbieas

for the dissemination of findings will be shared. The contribution to my professional

practice will be presented and reflected on critically.

2.1 Contribution to the literature

2.1.1 Radicalisation

There is currently only one article that exjgl® the EP role in relation to radicalisation

and is presented in the form of a position paper that advocates considering radicalisation
from the perspective of reactive approach motivation (RAM) thédeyvell & Hulusi,

2016) The current study providebkéd first example of moving beyond the experimental
research of McGregoet al. that has consistently shown links between personal
uncertainty and increased tendencies towards ideological, behavioural and religious
extremes (e.gMcGregor, Prentice, & Nash2013) In line with the pragmatist
epistemology, the study endeavoured to explore if RAM theory could be useful in
promoting resilience to radicalisation and the findings brought up key issues that are

noteworthy.

Psychological models and frameworks coomty used in EP practice emphasise the
importance of considering the complexity of an issue through the support of a
psychological frameworkWoolfson, Kelly, Woolfson, & Boyle, 2017)In this way,
varying theoretical perspectives can be acknowledged @iaha can be reasoned and
informed. In endeavouring to promote resilience to radicalisation, the constructionist
model of informed reasoned action (COMOIR@®hydderch & Gameson, 2013) a
changeoriented framework that would consider a number of elespemicluding
systemic factors (e.g. the cultural and social context) and varying theoretical orientations
that may impact on positive change in this realm. Similarly, the interactive factors
framework (IFF; Morton & Frith, 1995) is a causal model which Maronsider how

biological, cognitive and environmental factors interact to result in radicalisation.
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Consequently, it is not surprising that the findings from Study 1 revealed key criticisms
of RAM theory from EPs (AppendiXT). Some felt that developirgstudy on the basis

of one theoretical perspective and engaging at one level systemically (i.e. the whole class
level) could reduce the potential impact on promoting resilience to radicalisation amongst
the YP involved due to its potentially reductioragiproach. Accordingly, it may be that
selecting a theoretical viewpoint limited the scope and efficacy of the research. An
alternative could have been to elicit EP views about how to promote resilience to
radicalisation and then, use these views in cotijomovith the research literature to
devise a programme. However, while this may have had pragmatic benefits, it may not
have led to an understanding of the relevance of RAM theory to radicalisation prevention,

which is a key strength of the research.

Radicalisation is undoubtedly a complex phenomenon and there is much research
dedicated to unravelling the processes by which an individual may become radicalised
(e.g. McGilloway, Ghosh, & Bhui, 2015However, a limited number of research studies
discusswhat can actually be done to prevent radicalisation at the universal, preventative
level (Ghosh, Chan, Manuel, & Dilimulati, 2017)Adhering to the pragmatic
epistemology of the research, tackling tolerance of personal uncertainty was deemed a
potentially simple solution underpinned by the experimental evidence of RAM theory
(McGregor et al., 2013and other research linking uncertainty to extrem{$fogg,
Kruglanski, & van den Bos, 2013This aligns with the solutiefocused work of De
Shazer (1985) whit posits that a complex problem, such as radicalisation, does not
always necessitate a complex solution. Thus, this study contributes to the research
literature by exploring the feasibility and impact of work around personal uncertainty on

promoting resikence to radicalisation.

Intolerance of uncertainty (IU), as measured by the IUSC, was not significantly impacted
when the programme was targeted at the universal level and thus, this may illuminate the
difficulties inherent with using quantitative meassito measure the impact of universal
approaches in which there will naturally be variability in [lU amongst the sample (See Part
B for further discussion on methodological choices). This contrasts with the reduction of
extremist views as a result of targetresiliency training for Muslim adolescents at risk

of radicalisation(Feddes, Mann, & Doosje, 201%)owever, the qualitative analysis

shows preliminary evidence that for some YP tackling personal uncertainty using the
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principles ofEmbrace Lifgoromotel reflective thinking, psychological flexibility and the
normalising of difficulty. This may show the potential benefits of using whlalss
resiliency training with a personal uncertainty focus in promoting resilience to
radicalisation. However, thesegiminary findings need to be interpreted with caution
duetothesmab cal e nature of the study and beca
challenges) may not accurately reflect their experience. The study also contributes to the
radicalisation reseahncby identifying key barriers to implementing a programme like
Embrace Lifeat the universal, whole class level and provides clear avenues for future

research, which will be discussed later.
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2.1.2 Uncertainty

This study contributes to the research literature on uncertainty. IU can be defined as
negatively perceiving and responding to uncertaingicing information which can lead

to avoidancglLadouceur, Gosselin, & Dugas, 2000)etaanalyses of the researbhs

found that 1U is known to be a transdiagnostic factor associated with anxiety, depression
and obsessiveompulsive disorder (OCD) in aduli&Gentes & Ruscio, 2011and
associated with anxiety and worry in {Bsmanagaoglu, Creswell, & Dodd, 2018)
TargetinglU has been found to reduce symptoms of Generalised Anxiety Disorder (GAD)
(Dugas et al., 2003; van der Heiden, Muris, & van der Molen, 2@i@)social phobia
(Mahoney & McEvoy, 2012)n adults. The majority of programmes focusing on U
reduction heae involved a targeted approach, with adults with mental health difficulties
(Dugas et al., 2003; Mahoney & McEvoy, 2012; van der Heiden et al.,.ZDA®y, this

study contributes to the research by a) devising a programme for YP that encompasses an
accepance and commitment therapy (ACT) based approach and endeavours to promote
tolerance of personal uncertainty and b) implementing that programme in a universal,
preventative way. Although the programme was found to have no significant effect on IU,
the peceived benefits from the programme indicgtesliminary evidencethat YP
perceived that thewere helped to consider altered relationships with uncertainty that
may be useful in beginning to reduce IU in the kbeign St r e n g tShewfi Inagk &s ¢
Accept&t ackl e; Skill ed up and r eRodexampld,ien n o1
programme promoted acceptance and confronting uncertalatyd difficulties with
assertiveness rather than avoidance or engaging in RAM (i.e. the pursuit of unrelated
goals with fervour to dampen uncertainty and consequent anxiaiythermore, tie
universal, preventative approach of Embrace Life may have helped YP to develop their
resilience generally and/or manage anxiety, although this was not the primary goal.
Similarly, tackling personal uncertainty may have helped YP in thiyy stuthink more
flexibly about issues in their own lifeNéw perspectivgs This may be helpful in
introducing futureuncertaintyrelatedresearchto schools as theassociated potential
benefits could entice schools to engage with universal prevenpatigeammes, such as
Embrace Life However, it is important thahe limitations of tle studyare rectified to

further explore the relevance and suitabilityeofhbrace Lifen reducing 1U.(See Part 2,
Section 13.2)
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2.1.3 Universal resilience and well-being

This study also adds to the literature on universal approaches to promote resilience and
well-being. This was achieved through the implementation and deliv&ybface Life

to YP, a programme which was developed by EPs and embodies aha&&tirapproach
(Swain, Hancock, Dixon, & Bowman, 2015%enerally, targeted interventions to
promote welbeing that are led by health professionals have larger effect sizes than
universal approachdstice, Shaw, Bohon, Marti, & Rohde, 2009; Teubert & Pingua
2011)and thus, weltbeing interventions in schools can tend towards targeting those that
need (Bastounig, allaghan, Lykomitrou, Aubeeluck, & Michail, 2017k)is

study provides early positive indications for the benefits of a universabagip to

therapeutic intervention. For example, t|
IU, meaning that some YP within these pilots were struggling to tolerate uncertainty.
However, the perceived benefitsEibrace Lifemay have promoted thesiéence and
well-being of all YP involved, including those that may have been more vulnerable
(StrengtShewfi Ingk es 0 ; Accept & tackl e; Ski l
perspectives; Relationships and behavjour

It is important to note that wersal resiliencévased approaches already exist in schools
(e.g.Friends for Life(FfL) resilience programme (Barrett, 2004, 2005); Penn Resiliency
Programme (PRP; Gillham, Brunwaser, Reres, 2008) on which UKRP was based
(Bonnell et al., 2011). HoweveF{fL is the only programme that has been evidenced to
promote significant outcomes related to anxiety at the universal (Esshu, Conradt,
Sasagawa, & Ol | endi dlikan, 209, RittledgeHet a.g2018)s & O
metaanalysis of PRP studies found that PRP could not be recommended for universal
implementationBastounis, Callaghan, Lykomitrou, Aubeeluck, & Michail, 20131,
interestingly, Bastounist al.(2017a)suggesthat PRP programme effectiveness could

be improved by targeting interpersonal factors that are grounded in commonly
experienced stressors. ThEkntraee tifecdouttl bdnefin k t ¢
from more connect i onRedlile conneaionsyaRd' tilsus adaésa | I
potential support for views that already exist in the research about similar projects. This

wi | | be further di scussed in ‘“contributi
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2.2 Contribution to EP Practice

EPs are applied, practitioner psptbgists who use psychological theory and research to
promote positive outcomes for children and YBcottish Executive Education
Department (SEED), 2002). Research is a core facet of the EP role and EPs are fortunate
to be well placed to engage with LAchool, and home systen(iBallon, Woods, &
Rooney, 2010)In this way, they can use this research to enhance professional practice

and stimulate positive change.

This study proposes that the research provides adffitéent model by which EPs can
engage in research and also engage in continuing professional development (CPD)
through collaboration with other EPSor example, a programme that drew upon the
expertise and skills of six EPs was facilitated by minimal EP input (e.g. two sessions).
The Health Care and Professions Council (HCPC; 2015) require that EPs participate in
CPD that benefits service users (i.e. YP, schools, parents, communities) and is relevant
to and enhances professional EP practice (HCPC, 2015). This study has provided some
evidence of how timefficient CPD can be arranged to enhance EP practice and service
delivery while promoting crosauthority working and psychological research. For
example, the world cafémethod (WCM) and nominal group technique (NGT) were used
to share aah critique RAM theory in relation to radicalisation and to develop the core
components of a programme aimed at promoting resilience to radicalisation. EPs shared
that engaging in the study illuminated the potential link between uncertainty and

radicalisaton that they had not considered before (Appendix

Furthermore, his study provides an example of how EPs knowledge, skills and
experience can be utilised to apply psychology to promoting change in the realm of
radicalisation. However, there was avl@ngagement rate from EPs; only six EPs
participated out of the five services contacidds may have been due to a lack of interest

in the topic or due to pressures associated with the role (e.g. workload; time; other
commitments). Nevertheless, there anplications for PEPs to promote engagement in
CPD that may prove fruitful to professional practice and service delivery, despite, and
perhaps because of, reduced funding and resources in LA segiRaedall, Turner &
McLafferty, 2015)
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2.3 Contribution to Young People and Schools

This study has exemplified how a focus on resiliency can benefit YP and schools and how
there are YP who have difficulties coping with uncertainty and related issues assertively
and independentlyS(t r e n g tSh e wi IN.@gkna@sobthe YP involved spoke of
increased psychological flexibility through a consideration of other perspediess (
perspectives This psychological flexibility and ability to reflect could have benefits
outside the realm of webeing for both YP andchools. For example, YP are expected

to become reflective learners and evaluate learning processes, which involves meta
cognitive strategi es (wam Velzen h2D17)kmplengentirgb o u t
programmes likeEmbrace Lifeto help YP manag@ersonal uncertainty and related

di fficulties can benefit YP's well being a
of metacognitive skills, which could influence schemhsed academic outcomédse
exploratory nature of this study did not alldar the evaluation of academic change
because the primary focus was to ascertain the impact on uncertainty via the 1USC,
although this could be an area for future study.
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2.4 Contribution to Future Research

Promoting resilience to radicalisation in YP idocusing on strengthening tolerance of
personal uncertainty in YP is a burgeoning field. In this study, the desire to collaborate
with EPs and caonstruct the core components of the prograrbgnesing the lens of

RAM theory exclusively may have limitedtie potential of the programme. However, it
has led to an understanding that universal A& approacheghat target tolerance of
personal uncertainfgan promote acceptance, psychological flexibility and assertiveness
in some YP and therefore, may leavenefits for YP and schools. Further research could
endeavour to use other theoretical perspectives to consider personal uncertainty in the
wider social, cultural and political context. For example, the inclusion of social theories
related to radicalisain, especially those that relate to uncertainty (e.g. uncertainty
identity theory)(Hogg, 2007)and the consideration of intolerance of uncertainty therapy
(IUT) (van der Heiden et al., 201@) enhancingembrace Life

Furthermore, it may be beneficialdraw on successful universal approaches to resilience
training (e.g. FfL (Barrett, 2004, 2005 remedy some of the perceived challenges (e.g.

“I donot want t hi s ).pForoegamplen Rtledped al. [2016)t st
implemented-fl at the uniersal whole school level and the programme was delivered by
teachers. This was perceived by staff to enhance the learningriklgmguage could be

used throughout the day allowing the learning to transcend the indifluséssion.
Furthermore, a keypart of Ffl involves parental sessions (Barre#)04, 2005).
Consequently, future research could endeavour to include these elements to enhance the
programme’s effectiveness. Additionally,
that is not tailord specifically to the interests, needs and-léalissues of the YP
involved may have less relevance and may affect engageReallife connections;
ABoring, h i p Thusepremook nosekcih vehat éeal life uncertainiypducing

issues are adficting the YP involved could be useful in adapting the programme for each
group of YP and would place value the voice of the YP involved, whilst still staying

true to the structure of the programniegated like young adults
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2.5 Plans for the Dissemination of Findings

Dissemination is an integral part of the research process as it ensures that the research is
purposeful and serves to enhance outcomes. However, Newman and Vash (1994) posit

that the possession of knowledge does not guaranig# kte utilised. Therefore, it is

important to strategically plan for dissemination. Furthermore, Huberman (1993) makes
the distinction between the conceptual and instrumental use of knowledge (i.e. effective
dissemination can either influence knowledgtitudes and beliefs or it can stimulate
behavioural change, respectively). There are key audiences for this research and

Table 36 below indicates how the findings can be disseminated to these audiences and

which type of dissemination is being pritsed.

Table32 Plans for theDissemination oResearchrindings

Key Audience

Dissemination Plan

Participating schools

| have planned to meet with both pilot schools
discuss the findings and reflect on the next step
the* Embrace Life’ progr

Instrumental: With the research findings as a ba
school staff may be able to incorporate element
the programme into how they approach wing in
school or potentially run the programme again, ur
supervsion of the EPS.

Academic institutions

Educational psychology
services (EPSs) and

psychologist communities

The final thesis will be available on an online sysit

of accessing theses.

| have plans to adapt the thesis for submissio
Educational Psychology in Practia@nd to offer to
share my research at the Assdicn for Educationd
Psychologists (AEP) annual conference, which ig

ethics and inclusion.
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From September 2019, | will be working in
thriving, innercity EPS. This EPS conducts work
antiextremism and | have arranged to share my v
andcollaborate with other EPs to hopefully contin
the journey to promoting resilience to radicalisat
in YP.

Conceptual: As occurred in Study 1, EPs may
interested to see the potential link betwsg
uncertainty and radicalisation. Furthermore,
theaetical overview provided may stimulate né

avenues of research.

Instrumental: This dissemination may stimulal
EPs to use universal, resilieAbased approaches

promote resilience to radicalisation.

Local authority, government
and relevant organisations (e
Prevent; Quilliam, a counter
extremism organisation; Welg

Government)

| have also contacted the communityardinator for
counter extremism in Wales to share theifigd of
the research and a meeting has been set up to d
how the findings can be used in relation
radicalisation. This could result in furth
adaptations of the programme and/or approach

further preliminary investigation.

Preventwill also becontacted and the poster that
developed to summarise the research as part g

doctorate could be shared.

Conceptual: This could prime thinking aroun
targeted vs. universal approaches, especially in
of the new review to be conductedBrevent( * T
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latest Prevent figures show why the strategy neeq

Il ndependent revi ew’ , 2

Instrumental: The move towards univers
approaches that focus on the psycholog
underpinning of radicalisation could boost the pu
image of counteextremist agendas an

organizations, liké’revent

Schools, parents/carers and

| will disseminate the findings in my professior
practice and this is discussed further in the r

section.
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2.6 Contribution to Professional Practice

The role of thdEP tends to operate across the following domains: assessment, intervention,
training, consultation, research, and policy development (SEED, 2006@jver, there

is an expectation on EPs to provide hagghality, innovate service delivery despite
reduced resources and increased workloads (Randall, Turner & McLafferty, 2015).
Therefore, | believe that it can become easy to operate within a restricted professional
capacity that may hinder professional development. Despite the long and, at times,
arduous journg of developing this study, | feel that it has increased my confidence as a
researcher and allowed me to develop knowledge and competence in an area that | did
not have before. Thus, | feel EPs engaging in research is hugely beneficial and | will
continueto explore this realm once qualified. Embarking on this study has already
impacted my professional practice as a trainee EP. For example, | can see how
uncertaintyrelated difficulty can manifest in avoidance and increased anxiety and stress,
and this haselped me work better with YP with ASD for whom tolerating uncertainty is

a common difficultyRodgers et al., 201,7and in supporting parents, YP and colleagues

in times of uncertainty (e.g. re: transition; outcomes of statutory processes; systemic
changs in local authority). Similarly, | have become more -aglare of my own
tendency to engage in more rigid thinking in times of uncertainty and how approaches
like acceptance and mindfulness can help to promote more flexible, creative and open
minded thirking that may facilitate more positive outcomes and ensure that | continue to

grow as reflective psychologist practitioner.
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3. Part B: Critical Account of the Research Practitioner

This section explores the following parts of the research process: the rationale for the
thesis; methodological considerations; the literature review; ethical considerations;
design and procedure; recruiting participants; data collection; data analysis and
interpretation; and the contribution to the professional practice of the researcher. The
strengths, limitations and any difficulties encountered will be discussed throughout the

critical account.

3.1 Rationale for the Thesis

3.1.1 Inspiration for the thesis

During my undergraduate psychology degree, | was always captivated by forensic
psychology and how it sought to unravel the complexities of the darker sides of human
behaviour which might lead an individual to engage in atrocious crifdesetheless |
chose to engage with educational psychology as | was drawn to the proactive; change
focused and preventative nature of the roles thiesis appears to be an amalgamation of
my initial fascination with forensic psychology and my connectiothéovalues that |

believe underpin the role of the EP.

The spate of terror attacks afflicting countries in the west and the psychological distress
that they left in their wake instilled a moral outrage within Trfgs outrage was directed
towards those that committed the atrocities but ma@rdsthe injustice discrimination
andrelative deprivation that individuaksxperience in societthat mayalsoinfluence

their engagement with terroristdowever, it wastie Manchester Arena terror attack in
May 2017 which resulted in the death and harm of YP specifictilgt motivated me to
endeavour to channtese feelingsonstructively into using psychologgnd my role as

a trainee EPto possibly contribute towes preventing radicalisatiods a practitioner
psychol ogi st, I am aware of the British
Conduct (BPS; 2018) and understand the importance of the core value of aesiaoiv

all people should be treated withmpassionate care, empathy and generdsgtyorism

is an unsettling and emotigarovoking act and | felt it important that | acknowledugel

acceptthe emotions felt in response to the above attacks whilst also moving towards
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developing further understding of individuals who may commit such acts of violence

and helping in someay, which is in line with my values feel that this genuine cusdy

shaped the thesis trajectory and has helped me to consider my own emotional responses
to events It has aught me thakeepingethics at the core of my practiemd seeking

supervision can be a positive anchdren faced with difficult issues or topics.

3.1.2 Initial literature search

Firstly, | wanted to understand if there was a role for EPs in preventing radicalisation and
my initial literature search led to only one article that specifically explored the EP role in
this real m. S e w e [(2016) annpceveingl radisalatios to extreme ¢ | e
positions in children and young people (YP) posited that the knowledge, competencies
and training of EPs meant they were well placed to help in this regard. Furthermore, they
suggested considering radicalisation from the perspectieacfive approach motivation
(RAM) theory(McGregor, Nash, Mann, & Phills, 2010; McGregor et al., 2@GI®) how

EPs conducting work to help YP cope better with personal uncertainty may warrant
exploration in relation to the process of radicalisag®awell & Hulusi, 2016) | was
instantly fascinated by RAM theory and felt that it could be interesting to explore its
relevance to radicalisation further. This led me to the myriad of experimental research
regarding RAM theory and how personal uncertainty ctadd to religious, behavioural

and ideological extremgdlcGregor, Nash, & Prentice, 2010; McGregor et al., 2013)
Furthermore, the work linking uncertainty and extrem{stagg et al., 2013)eassured

me that tackling uncertainty could be a useful stanibigt.

3.1.3 Idea refinement

From the outset, | grappled with my ontological and epistemological stance as | did not
want to simply accept RAM theory as a possible truth. Instead, | wanted to talk with YP
who may have been deemed more vulnerabledicabsation or who had had experience
of it in some way and elicit from them their constructs about what could be useful in
building resilience to radicalisation. In this way, | could develop a programme/approach
built from the voices of people that radisation affects/could affect. However, the
following ethicalandmethodological issues prevented my engagement with this approach:
1 Access to individuals vulnerable to radicalisation: The General Data Protection
Regulation (GDPR; European Parliament & @oiliof the European Union, 2016)
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would mean accessing YP who are receiving intervention @banneimay have
been difficult. Furthermore, this idea may have aligned with a targeted approach
which is posited to increase marginalisation in communjB&tad & Park, 2017)

1 Sensitive and emotive topic being raised with: ¥Rvas important to consider
how the YP | would work with would deal with the topics raised and what would
be the plan to support them possearch.

1 It may havebeen difficult to geparental/carer and/or school consent to discuss
the topic of radicalisation.

Consequently, 1 considered working with adults who had been previously been
radicalised or been involved with radicalisation instead of working with YP. From there,

| considerd extracting themes from the views shared and working with a group of EPs
to develop a programme/approach to build resilience radicalisation in schools, followed
by the implementation and evaluation of the programme. In talks with my research
supervisor ad other colleagues, it was decided that this would be overly ambitious for a
doctoral thesis and that access to these adults may have proven difficult. Furthermore, the

adul ts vi ews may not hav evoydrhavealigoeéwdth u s e f
the actual research on radicalisation, reducing the evidesmed applicability of the
results.

Eventually, it was decided to use RAM as a theoretical base to explore radicalisation,
collaborate with EPs to econstruct an approach/programme to build ieside to
radicalisation, and implement and evaluate the programme with YP. This will be

discussed further in the following section.
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3.2 Methodological Considerations

3.2.1 The relationship between the research paradigm and methodological
design

Research paradigms have varying definitions and have been described as representing a
world view; an epistemological position; shared beliefs and procedures that guide a
particular field; or as exemplar models of how research should be conducted in a given
field (Morgan, 2007,)Careful consideration of the research paradigm and how it connects

to the methodological design employed will be discussed. Examples of paradigms include:
postpositivism; constructivism; pragmatism; and transformdtiedl, 2013) relevant
paradigms to this research study are illuminated through discussions of epistemology
below and in the following subsections.

Integral to the research journey was grappling with the concepts of ontology and
epistemology, which appeared quite cormgied. Ontology refers to the nature of
reality/being and exists on a scale between realism and rela¢Brsom & Clarke, 2013)

Within realism, reality is perceived as universal and existing independent of human
interpretation. Whereas, in relativisngality is constructed as entirely dependent on
human interpretation and knowledge, and reality can therefore vary across time and
context(Braun & Clarke, 2013)

Epistemology is concerned with the nature of knowledge, beliefs and truths and
determines wat types of knowledge are deemed useful, meaningful and legitimate
(Braun & Clarke, 2013)Epistemological stances range on a scale from positivism to
constructionismBraun & Clarke, 2013)Positivism posits that real truth is possible to
obtain and isdiscoveredthrough the research methodolo@raun & Clarke, 2013)
Conversely, constructionism posits that it is not possible to obtain an objective truth as
knowledge is subject to varying interpretations and so knowledge disoaveredout
createdas part of the research procg®&raun & Clarke, 2013)

The following subsections consider the relationship between qualitative and quantitative
approaches and the different ontological and epistemological stances. The research

paradigm employed in theurrent study is then discussed.
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3.2.2 Quantitative, qualitative & mixed methodological approaches to
research

Historically, research methods tended towards egbantitative or qualitative methods
(Makrakis & KostoulagMakrakis, 2016; Morgan, 200.Asenerally, quantitative methods
align themselves with a positivist epistemology which contain viakeepredictions and
prioritise the quest for objective truth through measurement, hypothesis testihg,
desire to define causality and allow for tpeneralisation of findingBraun & Clarke,
2013; Makrakis & KostoulaMakrakis, 2016) Conversely, qualitative methods align
themselves with a constructionist and interpretivist epistemology whicls kisewledge
as being constructed during the researobcgss, being valdeden and subject to
interpretationBraun & Clarke, 2013; Makrakis & Kostoulhdakrakis, 2016)

A third methodological movement has emerged which combines quantitative and
qualitative research and is classified as mixed metfmdsm®n & Onwuegbuzie, 2004)

This was the methodology adopted for this study as both quantitative (Intolerance of
Uncertainty Scale (IUSC)) and qualitative (world cafémethod; epeded questions in

the online questionnaire; sewstructured interviews) mea®s were used. Importantly,

in Study 1 only qualitative methods were used; whereas in Study 2 both quantitative and

qualitative methods were used.
In Study 2,the guantitative and qualitative data were collected simultaneously and the

data were then meed to explore the research questions. Within mixed method research,

this is defined as a convergent study degggrayon et al., 2015; Plano Clark, 2019)
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3.2.3 Ontology, epistemology & mixed methods research

The incompatibility thesiscreates a distinct dichotomy between quantitative and
qualitative researcfdohnson & Onwuegbuzie, 200&)maintains that these two research
approachesand any associated methpdannot be mixed as the epistemological and
ontological positions that aerpin them are in direct contrgdbhnson & Onwuegbuzie,
2004) For example, in this study, utilising a standardised measure of intolerance of
uncertainty via the IUSGComer et al., 2009)lefines a complex variable using a
numerical value on a Likert Scale. Furthermore, this value is independent of context and
therefore may exemplify a realist ontology and a positivist epistemological $Erace

& Clarke, 2013) In contrast, the analysof the qualitative data (world cafémethod; open
ended questions in the questionnaire; & semictured interviews) may exemplify a
relativist ontology and constructionist epistemology, by acknowledging the individual
interpretations of RAM theory antié Embrace Lifgorogramme, in Study 1 and Study 2
respectively(Braun & Clarke, 2013) Accordingly, those adhering to the incompatibility
thesis would posit that the two methods employed in the study cannot be utilised together
because of their conflictgn underpinning assumptions about reality and knowledge
(Johnson & Onwuegbuzie, 2004)

The incompatibility thesis has been challenged (Maxwell & Mittapalli, 2010). For
example, radicalisation and uncertainty are complex phenomena, and burgeoning
evidencesuggests that adopting a mixed methods approach can add further depth and
breadth to contending with these types of complexities in social and psychological
research(Carayon et al., 2015; McCrudden, Marchand, & Schutz, 20Q@antitative

and qualitative methodologies have different strengths and limitations and thus,
conclusions can be arrived at that may not be possible using a singular method (Maxwell
& Mittapalli, 2010) Nevertheless, Makrakis and KostouMsakrakis (2016) posit that

when utilising a nxed methodology, it still remains important to explicitly reflect on the

research study’ s paradigmatic and epistel
When reflecting on research paradigms, 0l13)explains that there are three possible

paradigmatic positions withimixedmethods research:@aradigmatic; a multi paradigm

approach; and a single paradigm approach.
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The aparadigmatic stance posits that methodology is and can be independent of the
epistemology that gave rise to it (Hall, 2013; Patton, 19@ddlie & Tashakkori, 2009).
However, Hall (2013) maintains that at the point of interpretation epistemological
assumptions become clear, and thus research canngqidvacagmatic. For example, a
constructivist may ask their participants to complete a survey; \yewiey would be

more likely to conduct a qualitative analysis on the data to understand interpretations of
reality rather than a multiple regression analysis to obtain more objective, less-context
driven data(Hall, 2013) This reflects how they view kavledge and where they assign

value.

The multiple paradigm approach claims that more than one paradigm can be utilised in
one research study and that these paradigms caristosimultaneouslyHall, 2013)

This may be easier to claim than reconcds this approach does not explain how
contradictory ontological and epistemological positions can be integrated (e.g. positivist

and constructionist epistemologiétall, 2013)

Finally, the single paradigm approach allows for a single paradigm to inbloithe
qualitative and quantitative methodologies as it believes that they can share an underlying
ontological and epistemological orientatigriall, 2013) Pragmatism is a popular
example of a single paradigm approach and prioritises whatever methodissodang

a particular problem or issyglall, 2013; Morgan, 2014)Pragmatism is less interested

in the nature of reality or knowledge, acknowledging that reality is constantly changing,
subject to debate and interpretat{btall, 2013; Morgan, 2014)Yhus, pragmatism directs

its efforts into acquiring knowledge tha
aims (i.e. contributing to preventing radicalisation) and it was this practicality that
particularly resonated with me. However, Ilwouldthalnge t he vi ew t hat
ontological position is less important in a pragmatic approach. As outlined in Part Two, |
feel that one’s ontological position doe
shaped. Ontologically, | adopted a cuigealist stance and this is reflected in how |
constructed the research. For example, | acknowledged that there was truth to be found
(i.,e. a way of promoting resilience to radicalisation), but that there may be varying
interpretations of that truth. Thied me to seek and value the subjective interpretations

of RAM theory andEmbrace Life while endeavouring to understand if the programme

influenced IUSC scores (i.e. seeking truth).
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Copious amounts of research has been done on the processes akasidicéBorum,
2011; King & Taylor, 2011; McCauley & Moskalenko, 2017; McGilloway et al., 2015)
and the ethical constraints surrounding my previous ideas led me to delve less into the

subjective interpretations of radical i s
more practical question: What can be done to help prevent radicalisafiuss line

with the central principle of pragmatism: inqui{iMorgan, 2014)Inquiry is the process

in which beliefs that are deemed problematic (i.e. extreme radical thought) are resolved

through action (i.e. implementing processes of change/intermeMmrgan, 2014)

My original thesis idea was to construct a programme to prevent radicalisation with
individuals with whom radicalisation affected. This would have been achiengdided

by any theoretical position (i.e. RAM theor@nd through elicihg participant views.

This would have led me to use different methodolo@geg. a focus group approach to
glean views around radicalisation preventiaith potentially different epistemological
assumptions. In this instance, the methodologies useshstract the programme would
have aligned more with a constructionist epistemology, acknowledging that the process
of radicalisation may be interpreted by people in different ways. Conversely, the current
study accepted that the use of RAM theory could peactical way forward and this was
used to potentially contribute to resolving the societal issue of radicalisation, aligning
with a pragmatic approach. Thus, the experience of creating this research study has helped
me to understand how a-tiirectional influence exists between epistemology and

ontology, and methodology.
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3.2.4 The value of mixed method approaches

In the current study, the mixed method approach was valuable and useful as it added
breadth and depth to the findingsnbrace Lifedid not have a significant effect on 1U as
measued by the IUSQComer et al., 2009)in the absence of qualitative data, these
findings would have told very little about the potential effects of the programme on other
factors outside of IU as defined by the IU$Carayon et al., 2015)Even if other
guantitative measures were employed, the qualitative data elicited from EPs, YP and staff
assists the potential future implementation of a programmeElkbrace Lifein ways

that a quantitative score alone cannot. For example, it illuednabtential barriers to
engagementMindful environment; Selfonsciousness; Ignorance is b)isand these
barriers can be dealt with in future research, if deemed appropriate. Thus, mixed methods
provide a great opportunity for the triangulation of fimgs, employing numerous
met hods in an attempt to get (Brauh&€larke, t o t
2013) In line with the pragmatist paradigm, the use of mixed methods brought the
research closer to understanding if and BEombrace Lifecouldbe useful to YP in relation

to radicalisation and in relation to wdléing generally.
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3.3 The Literature Review
The rigour of the narrative literature review was supported by a Literature Review Scoring
Rubric (Appendix A)(Mertens, 2015and the revie scores highly across most areas.
However, there are some key areas that would benefit from a more thorough examination
and critique:

1 The history of radicalisation;

1 Research methodologies used in the literature.
The review did not deal with these areas thoroughly due to the ambitious aims of the
literature review and the limitations of the word count. Furthermore, the review did not
offer new research methodologies to explore radicalisation prevention explicitly.
However, the overall thesis may stimulate thoughts about new methodologies. The review
invests time in critiquing the theoretical perspectives underpinning radicalisation. Before
engaging in prevention, it was important to understand the complexitiediclisation.
| believe that this provides a soligsychologically informedoundation for the research

and the review successfully links the theory with the prevention research evidence.

My practice as a trainee EP is grounded in an ecological syspamspective
(Bronfenbrenner, 1979), emphasising a consideration for how various systems (e.g. home,
school, peers, local authority, culture) interact and have a concurrent influence on how
YP may engage with the world. However, in line with the pragmatisadigm, a
potentially simple resolution to the complex problem of radicalisation was considered by
focusing on strengthening tolerance of uncertaimtyrderto potentially influence how

YP interact with various systems and ecological influences rdlévaadicalisation.

Following a brief overview of the research literature and the recommendations of Sewell
& Hulusi (2016), | was curious to explore radicalisation from a psychological perspective,
focusing on RAM theoryMcGregor et al., 2013)Therebre, this influenced how the
literature review was structured. For example, commonalities between the theoretical
perspectives and RAM theory were illuminated (e.g. the role of uncertainty in
compensatory control theory (CCT) & UIT). Without the influent&RAM theory, the
literature review may have been structured differently and different research questions
generated. This may have offered a potentially more holistic perspectitketo

programme development.
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When conducting my aepth literature reew, | was fascinated by the social theories,
such as uncertainty identity theory (UllHogg, 2007) | began to realise that the use of
RAM theory as a theoretical base may have limited the information presented to EPs and
resulted in the development ofpaogramme that lacked inclusion of other theoretical
perspectives. Consequently, some EPs in Study 1 critiqued the exclusive use of RAM
theory as a theoretical base to develop the programfoek related to goup dynamics

and UIT was not included in the qpgrammebecause these perspectives wierss
emphasised during discussion amdvere not voted for durinthe NGT. Only one EP
suggested an idea that apgeaelated to the social influences on radicalisatiork on
in-groups, ougroups, & stereotypg (AppendixUU). However, this idea was not voted

for. This may have been because, having not read the literature around UIT, the EPs and
I may have been less able to relate uncertainty to the tendency towards group structures
that can be associated wiRktremism (e.g. highly entitative groups). Therefore, the idea

to focus on irgroups and ougroups seemed less relevant in promoting tolerance of
personal uncertainty. | conducted a brief literature review before research design; | now
understand the benefits of conducting a more extensive literature review beforehand.
Nevertheless, as argued Rart Two, RAM theory and uncertainty does reflect and

connect to other theoretical perspectives, such as UIT.
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3.4 Ethical Considerations
The university ethics committee raised a number of concerns in response to the initial

proposal:

Table33 Ethical Concerns Regarding the Initial Ethics Proposal

Concern
No. Concern

1 The complexity of language used

2 Issues around anonymity with the online questionnaire process

3 The need to declare and clarify that the IUSC scores wmilte shared
with parents and are not diagnostic or predictive of any outcomes (e

school performance or mental health)
4 An indicative programme outline was needed before Study 2 could b

These issues were easily remedied through minor amendments. For research around a
controversial topic, there were no significant difficulties gaining ethical approval. This
may be because | learned to detail procesleasly andbalance my curiousity and drive

with ethical practice. Supervision and peer support allowed me to reflect on my initial
research ideas and consider the implications of discussing radicalisation with potentially
vulnerable people. This support allowed ragdadesign my research so that it aligned

with ethical practice.
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3.5 Design and Procedure

The research design was influenced by my own professional practice. In Year 2 of the
doctorate, | ceconstructed adverse childhood experiences (ACES) trainimgcFAand |
produced an innovativeaining packagecollabortaively by harnessing oknowledge,

skills and passion. | wanted to incorporate this approach into the research design. |
believed that a collaborative EP approach could produce better outduamdscould

alone. Furthermore, | understood the importance of pgpas the ACEs training was
piloted. For this study, the pilots were run consecutively because | wanted to use the Pilot
1 evaluation to strengthen Pilot 2. The programme was n&mdxutace Lifebecause |
wanted the programme to be positively framed and skill based. | wanted to help YP see
what they could do to improve their relationship to uncertainty, not focus on what they
Sshouldn’'t be doing or experiencing.

The research questis (RQs) were formulated in conjunction with the pragmatist
epistemology and reflect an exploration of programme usefulness in promoting resilience
to radicalisation. The RQs were benefici
guestions all explad the programme and its efficacy. | feel this may have limited my
understanding of how the YP constructed uncertainty generally, which | am curious about.
In this way, epistemology shapes what researchers are interested in and what research
questions thejormulate.

The WCM was successful because it created a safe, relaxed atmosphere conducive to
discussion and critical thinking. The NGT was useful in developing the core components
of Embrace Lifel feel that another EP session to consider ideas fmiteet may have

been useful, but EPs had limited time to invest in the research. | thoroughly enjoyed the
opportunity to share psychology in a creative and fun way with YP during programme
delivery. In future research, it would be helpful to conduct immgimvith school staff and

co-lead the sessions.
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3.6 Recruiting Participants

Due to the provocative topic of radicalisation, the study was divided into two parts. Study
1 aimed to explore radicalisation through the lens of RAM theory and develop a
programme to strengthen tolerance of personal uncertainty. Study 2 implemented and
evaluated that programme. The uncertainty focus of Study 2 may have been less
threatening than radicalisation to schools and parents/carers. This aided recruitment in
Study 2. Ethically, it was important that the schools and participants Endwace Life

was developed to explore building resilience to radicalisation. However, less evocative
language was used to describe tlRimbrace Lifewas presented as a programme that
aimed to strengthen tolerance of personal uncertainty because having difficulties
tolerating uncertainty has been associated with more rigid and inflexible thinking
(Appendix NQ). This was an interesting learning point as this wording still conveys the
programme aims but reduces the likelihood of perceived discomfort in being involved

with a study on radicalisation.

Without a connection to a school, recruitment for Study 2 was difficult and so a
convenience sample was employed. | had a connection with the schools selected (e.g. a
family member worked in the school; a school in my pat¢h$. dcknowledged that the
sampling method used limits the generalizability of the results and thereddhesis is
considered a preliminary pilot study. In the future, I will be working in a large, urban LA
and conducting research on behalf of theERS could provide opportunities for more

rigorous sampling methods (e.g. random sampling).
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3.7 Data Collection

The main difficulties around data collection stemmed from Study 2, where YP a) omitted
certain questions in the IUSC rendering their diatalid, b) chose not to do the follow

up questionnaires or c) were absent or unavailable to completedgti@uestionnaires.

This significantly reduced the number of participants and especially affected the
guantitative results. For example, this resdilin the exclusion of 12 participants in Pilot

1 and 10 participants in Pilot 2 from the quantitative analysis of the IUSC scores. This
exemplifies the rationale for having a large sample,sigz potential participant attrition
would then have less imptagn the validity of the study. It is difficult to avoid question
omission as participants must retain the right to not answer. However, | relied on staff
members to follow up on children who did not complete the questionnaire or were absent.
It may have ben an idea to return again during the time that is allocated for general group/

classbased activitieto follow this up and | would do this in future.

As outlined in Part 2, Section 7.e SSiswere completed by an EP or assistant EP
unrelated to the project. It was important to avoid social desirability, participant and
researcher bias and the thesis still posits that this wéseamethodological decision.
However, there could have been some adgad to conducting the SSiIs myself. For
example, | was very familiar with the programme content and so may have been able to
probe participantsviews of the programme at greater depth than the interviewers in this
study. Most importantly, | developed datonship with the participants as | delivered

the programme and this may have helped the interviewees to feel more secure and
confident to answer questiarSimilarly, with my knowledge of them as a person, | may
have been better able to adapt questmmnine with their personal experience. However,
whilst this may have added depth to the interview, it could have been perceived as the

researcher having too much overt influence on the data.
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3.8 Data Analysis & Interpretation

The guantitative datanalysis was easiest once | understood which statistical test to use;
however, | would have approached things differently in hindsight. | selected the IUSC as
it had been validated with YP and it measured tolerance of uncertaimth appeared

to relatewell to RAM theory(Comer et al., 2009However, the research design must be
considered carefully before the selection of a measure and | would give this more
consideration in future. For example, the IUSC is an example of an ordinal scale and
therefore equired a nosparametric tesfHowell, 2013) However, the research design
accumulated data at three different time points-(est; 8weeks post), limiting the
statistical test that could be used to the Friedman test. It was only at the point aéanalys
that | realised that my research design (i.e. theraadom sampling of participants)
would lead to a key assumption of the Friedman test being violated (i.e. the group needs
to be a random sample drawn from the population). Had significant differbeeas
found, this would have impacted greatly on the generalizability of the findings.
Conversely, due to the assumption violation, the research cannot poEmitiatce Life

would not have significant effects on a random sample of Year 8s. Thus, asphgvi
mentioned, this study is considered a preliminary pilot study from which further research

can be guided.

Furthermore, the null hypothesis was accepigdhere is always the possibility of Type

Il error, whereby the statistical test did not detedignificant difference in the IUSC
between time points when there actually was a differ@dowvell, 2013) Typell errors

can be avoided by increasing the sample size, which increases the power of the study.
Unfortunately, this was not possible andr#fere the small sample size and the
participant attritionincreases the possibility of Type 11 er(@eePart 2 Section 10

Further study should endeavour to use the preliminary findings to replicate the study with

a larger sample.

In terms of the guaative data, thematic analysis was conducted on the data from Pilot 1
and themes extracted. When | was coding the transcripts for Pilot 2, it was my original
intention to conduct a separate thematic analysis and then merge the thematic maps if that
were possible. Thus, | endeavoured to approach the coding of Pilot 2 with a fresh
perspective. While, it must be acknowledged that the coding of Pilot 1 may have

influenced how | coded Pilot 2; thematic analysis is a process which involves seeking
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commonality anongst the datgBraun & Clarke, 2013)As there were only minor
procedural and content differences between the programme delivered in Pilot 1 and Pilot
2, it is understandable that participants across pilots may have shailedperceptions

of the benefits and challenges as reflected in some themes atitemds (e.gSkilled

and ready; Accept & otnascck loeu;s nlebsns ;n ofirBnoarli;n gS
Conversely, there were some themes that were exclusively relevatitotol (e.g.
Unrealistic expectation)s and from that pragmatic paradigmatic perspective, |
endeavoured to remedy issues related to the themes for Pilot 2 (i.e. providing more clarity
about the programme at the beginning of Pilot 2). Similarly, the glowerngw of
Embrace Lifen Pilot 1 by Ethel (staff member) was contrasted by helpful, constructive
criticism from staff in Pilot 2 (e.g Reallife connections; Mindful environmgniThe
rationale for conveying all of these themes and their-rgiatednss in one thematic map
(Figure 20) was to aid interpretation, provide a deeper understanding of the impact of
Embrace Lifeand improve clarity for the reader. This can be further discussed at VIVA,

if necessaryFurthermore, as | was involved in the progmae development and its
evaluation via thematic analysis, | endeavoured to maintain a critical and curious stance

rat her than prove my ’ programme’s effi
triangulation (AppendixRR) and having critical conversatisrwith my supervisor. |

endeavoured to provide a balanced portrayal of the programme that was led by the data.

The high value and esteem given to quantitative methods in psychological résearch
2011)may haveencouragedny use of the IUSCFor example, | felt that the IUSC could
explore the effectiveness Bmbrace Lifen a way that would be deemeabrecredible
within psychology Following the norsignificant IUSC result of Pilot 1, | contemplated
whether there were other ways to undaerdthowEmbrace Lifemay have impacted on
personal uncertainty thatvere missed by the deontextualised IUSCAlthough

evidenced to be reliable and valid for use with(@®mer et al., 2009):

1 The process of engagingduestionnaires can be laborious wgturally provide

a |l ess rich picture of YP’s construct ¢
1 The languageusedcan be unclear cambiguouswithout context (e.g. Being

unsure means a person is mixed uphis is particularly important for YP who

have social communication and interaction difficulties and may have challenges

i nterpreting idiom or turn of phrase (

go forward; I don’t | i ke being taken |
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Consequently hte vignettes were added to Pilot 2 to explore how engagindamitirace

Life may have affected confidence and strategies used to cope with uncertainty. It was
hypothesised that this would add more depth to the data andigsithe IUSC alone
because thB®JSC explores IU disconnected from context, unlike vigneflée vignettes
conveyed that perceived confidence appeared to improve. | also tried to code the vignettes
for the coping strategies th&mbrace Lifeendeavoured to teach (i.e. acceptance;
asseilveness).However, &er spending time on the vignettes, it became clearthieat
coding conductechdded little rigour or credibility to the research for the following

reasons:

Table34 Issues with the Use of Vignettes in the Study

Issue Issue
No.

1 Each uncertaintynducing vignette is a different scenario and therefore,

difficult to know whether changes in uncertainty orientation (confideng
dealing with uncertain scenarios; acceptance vs. avoidance) are due

effects of the programme or the specifics of the vignette.

2 Vignette critiques caution researchers about the discrepancy betwee
individuals say they would do and what they would actually do in re
(Barter & Renold, 2000)

3 Some responsegere too short to code effectively.

4 A participant’s response may no
situation. For example, failing to convey an assertive strategy to cope dd
mean that this strategy is not in their repertoire of skills; he/she may
chosennottodivulgeit Si mi |l arly, a partici |
be influenced by his/her mood that day and how much they value comg
qguestionnaire and therefore, may give an inaccurate portrayal of

hypothetical response.

5 Effective coding of the langage used in the vignette responses required
of an interpretive analysis which may have been in conflict with the prag

epistemology of the study.
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In future, 1 would not use vignettes as part of a pragmatic approach (e.g. to explore
whether a pgramme succeeds in its aims) and instead, use them with a more
interpretivist epistemology (e.g. to understand hown¥&hage uncertainty oesolve
difficulties). Alternatively, if | had had more time, | would have piloted the vignettes to
testtheir credibility and trustworthiness at eliciting personal uncertainty. This could have
been facilitatd by piloting the vignettes ogreater number of individuaknd varying

ages, before applyingnd adaptinghem to the specific secondary school conté&kis

may have helped provide reassuring, preliminary evidence for the use of the vignettes in
this study. It could have also helped determine if there was any ambiguity with the
language useidh the vignettegHughes & Huby, 2012). Although, my research suiser
revised the vignettes to enhance construct validity, it may have been advantageous to have
a panel of YP (aged 1P3-yearold) determine whether the vignett@scuratelyreflect
situationsthatthe YP in the studytypically experienceand, therefore, genuinely prompt
personal uncertainty. This would have further enhanced the credibility and

trustworthiness of the vignettes.
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3.9 Closing Reflections of the Researcher as Professional Practitioner

My research journey has imbued me with a passion for keeping psychology at the
forefront of my practice. The literature review has enhanced my criticality and helped me
appreciate the value of delving into both the theoretical and research literatdoerto in
practice. | am a very driven and ambitious person and I think this influenced the scale of
the thesis, which has been difficult at times. However, my perseverance and optimistic
attitude have helped the thesis to unfold successfully. These same chppreaill
undoubtedly influence my future professional practice and it will be important to balance
my drive with maintaining a positive sense of wming. The greatest challenge has been
adhering to the suggested word counts of the thesis. | feed tieilsited to the scale of the
research and the completion of two studies. The support of my supervisor has been
unparalleled, especially in terms of developing my clarity, criticality and coherency.
Finally, the moral outrage that began the thesis hasdaahbdnstead, | am curious about
how | can continue this research journey to promote positive outcomes for all through the
development of positive webleing, resilience, purpose and belonging.
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Appendix A: Literature Review Scoring Rubric (Hart, 1998; Mertens, 2015)

The literature scoring rubric below was used to demonstrate the rigour of the narrative literature review.

3. Methodology

4. Significance

5. Bhetoric

. Justified criteria for inclusion and
exclusion from review

. Distinguished what has been done in

the field from what needs to be done

. Placed the topic or problem in the

broader scholarly literature
Placed the reszarch in the historical
context of the field

. Acquired and enhanced the subject

vocabulary

phenomena relevant to the topic
Synthesized and gained a new
perspective on the literure

research techniques that have been
used in the field and their advantages
and disadvantages

Related ideas and theories in the field
to research methodologies

. Rationalized the practical sierif

of the research problem

. Rationalized the scholarty significance

of the research problem

Was written with a coherent, clear
structure that supported the review

Did et discuss the criteria
inchasion or exclusion

Did not distinguish what has
and has not been done
Topic not placed in broader
scholary literature

History of topic not discussed

]{Iqrml:mhrfm

Key variables and
phenomena not discussed
Accepted literature at face

Research methods not

Research methods not

Practical significance of
research not discussed

Scholarly significance of
research not discussed

Poorly conceptualized,
haphazard

and excluded

Discussed what has and has not
been done

Some discussion of broader
scholarly literature

Some mention of history of topic
Key vocabulary defined

key vanables and phenomena
Some critique of literature

Some discussion of research
methods used to produce daims

Some discussion of

appropriateness of research
methods to warrant claims

Practical sienil i i

Scholarly significance discussed

Some coherent structure

Justified inclusion and

exclusion of literature

Critically examined the state of

the field

Topic deady situated in

broader scholary literature

Critically examined history of

Discussed and resolved
hicuities in definits

Noted ambiguities in

Critiqued appropriateness of
research methods to wamant
claims

Critiued ical sicnif
of research

Critiqued scholardy significance
of research

Well developed, coherent

Introduced
new methods
o address

problems with



Narrative Literature Review Scoring

Category Criterion Achieved Evidence
Coverage | Level 3: Justified inclusion and exclusion of the See ‘| né&Xcluson on
literature Criteria’ and i
differing theoretical perspectives
Synthesis | Level 3: Critically examined the state of the field Criticality demonstrated

throughout the literature review.
See Appendix B for a trail of the
narrative literatursearch

Level 3: Topic clearly situated in broadly scholarly
literature

See Literature Review Referenc
See Appendix B for a trail of the
narrative literature search

Level 3: Critically examined history of the topic

See ‘Rel evance
to Children, Young People,
Families, Schools and Educatior
Psychol ogi sts i

See the critiaqgly
Approaches to Radicalisation
Prevention’

Level 3: Discussed and resolved ambiguities in
definitions

See ‘Definitior
rel ated to Radi

Level 2: Reviewed relationships amongst variables
phenomena

See the comparison of different
theories of radicalisation
throughout.

See the difference between
universal and targeted approach
to radicalisation preventioand
radicalisation itself.

Level 3: Noted ambiguities in the literature and
proposed new relationships

See the connection between
varying theories of radicalisation
and uncertainty throughout (e.g.
Uncertaintyldentity Theory and
Reactive Approach Motation).
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See Table 8 critiquing the
teaching approaches that help tg
build resilience to extremism in
young people reported by the Df
(2011).

Level 3: Offered new perspectives

See Table 8 critiquing the
teaching approaches that help tg
build resiliene to extremism in
young people reported by the Df
(2011).

Methodology

Level 3: Critiqued research methods

See Current
radicalisati on,
specifically, Table 8 critiquing th
teaching approaches that help
build resilience to extremism i
young people reported by the D
(2011).

Significance

Level 3: Critiqued the practical significance of the
research

See section on
approachs to radicalisation
prevention’

Level 3: Critiqued the scholarly significance of the
research

Indicated throughout

Rhetoric

Level 3: Welldeveloped coherent structure

Demonstrated throughout

literature review.
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Appendix B: Trail of the Narrative Literature Search

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremis* or terror*

Results 15,456; No articles downloaded

Comments The word terror was bringing in too many results related to

terror attacks and reactions to terrorism. It was important to
focus on the process of radicalisation.

Broad Search

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremis*
Results 2,487; 65 articles downloaded

Comments Articles were downloaded if they related to:

1 theories/models of the radicalisation proc®$s

1 the UK context with regards radicalisation (policy;
practices; norms etcQR

1 preventative approaches (generali

1 preventative approaches (in the UK)

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND child* or teen* or
adolesc* or school* or young* or youth

Results 477; 2 articles downloaded that were not picked up in the br
search

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND personality

Results 250; 1 article downloaded that was not picked up irbtbad
search

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND child* or teen* or
adolesc* or school* or young* or youth AND prevent* or
progr* or interven* AND resilien*

Results 15; 1 articledownloaded that was not picked up in the broad
search

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND prevent* or progr*
or interven*or resilien* AND UK or United Kingdom

Results 26; 2 articleslownloaded that was not picked up in the broao

search
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Comments

One article discounted as it spoke of the influence of Al Qae
and was dated 2011 and therefore deemed not reflective of
current UK context.

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND psychiatr* or mental
health or mental disord* or mental illness or personality diso

Results 183 results; 1 article downloaded that was not picked up in {
broad search

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND social identity

Results 79; 11 articles downloaded

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND avoid*

Results 56; 0 downloaded

Comments All relevant items picked up in broad search

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND dark triad

Results 1

Comments Already picked up in broad search

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND REBT OR Rational
Emotive Behaviour Therapy

Results 3

Comments Only two were relevant and were picked up in broad search

Search Date 17.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND perfectionism

Results 2; Downloaded 1 that was relevant

Comments

Search Date 17.08.2018

Database Psycinfo

Key Words Two pyramids

Results 2 results; 1 downloaded that was not picked up in broad sea

Comments Behavioural theory of radicalisation
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Search Date 18.08.2018
Database Psycinfo
Key Words Reactive Approach Motivation or RAM AND uncertain*
Results 18; 6 downloaded
Comments
Search Date 21.08.2018
Database Psycinfo
Key Words Reactive Approach Motivation or RAM or approach motivati
Search Date 21.08.2018
BsEiEse By digpwnioaded _ , _
ZERERS RIS VG PR ERRM PR SHRAN D S WS idiStPan
Recults gownfoaded.
PﬁﬁflﬁiﬂnHﬁte AM'I«E/LIHiﬁkpd up-in broad search
Search Date 21.08.2018
REY-HEYES BEGGIYE APProacn Motivation or RAM Or approach motvat
Key Words RadicaHz o YadicatS~ br extremicAREY Cotlective e >
Deociilic gr eXtrens’
fggﬁi‘ﬁ%mc 5;-0downtoaded
comments All-picked upinprevious searches
Search Date 21.08.2018
Database Psycinfo
Key Words Reactive Approach Motivation or RAM or approach motivati
or compensatAND uncertain*
Results 507; 9 articles downloaded
Comments 2 articles were recommended due to previous articles

downloaded.

Search Date 21.08.2018

Database Psycinfo

Key Words Behavio* inhibition systemAND uncertain*

Results 12; 3 downloaded

Comments

Search Date 21.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND meaning
maintenance

Results 3; 0 downloaded

Comments Already downloaded

Search Date 21.08.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or extremisAND educational
psychologist* or EP

Results 1; 0 downloaded

Comments Already downloaded

Search Date 21.08.2018

Database Psycinfo

Key Words educational psychologist* or ERND mental health or well
beingAND role— FILTERED by articles from 2010

Results 43; 6 downloaded

Appendix C: Brief Outlines of the Integrative Models of Radicalisation
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Comments Articles were deemed relevant if they provided an insight int
how EPs currently support mental health amdl-being

A. Four Stage Model of Radicalisation (Borum, 2004)
Borum developed his fotstage model from anecdotal and unsystematic analyses

of the trajectories of extremist groups with diverse ideologies. Borum posits that
perceptions of grievance due to unfavourable igteup comparison lead to a
demonization andhatred of the outgroup which can lead to justifications for
violence. The model is linear and progressive meaning that each stage is needed
in this order to reach the final destination of the justification of viol¢Boeum,

2004; King & Taylor, 2011)

Its Not Right It's Not Fair It's Your Fault You're Evil
Generalizing
Stereotyping

Social and

Economic e Inequality and wmdp  Blame/Attribution

: Resentment
Deprivation o
Dehumanizing
Demonizing the
Enemy (Cause)

Context Comparison Attribution Reaction
FigureClBor um’s four stage model of radi
2011)
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Search Date 23.08.2018

Database Psycinfo

Key Words mental health or welbeingAND school* or child*AND UK or
United Kingdom

Results 1203; 7 downloaded

Comments A lot of irrelevant material; made search more specific below

Search Date 23.08.2018

Database Psycinfo

Key Words mental health or welbeingAND school* AND UK or United
Kingdom

Results 360; 16 downloaded

Comments Material was deemed relevant igive a current insight into:

1 interventions/programmes/preventative approaches tq
promoting mental health
1 the current status of mental health in UK schools and

government

Search Date 23.08.2018

Database Psycinfo

Key Words CBT or cognitive behaviouragherapyAND school* AND UK or
United Kingdom

Results 20; 3 downloaded

Comments

Search Date 23.08.2018

Database Psycinfo

Key Words CBT or cognitive behavioural therapyND school* AND UK or
United Kingdom

Results 20; 3 downloaded

Comments

SearchDate 23.08.2018

Database Psycinfo

Key Words CBT or cognitive behavioural theragyND school* AND
universal

Results 24; 1 downloaded

Comments

Search Date 23.08.2018

Database PsycInfo

Key Words Acceptance and commitment thera®yD school*

Results 90; 8 downloaded

Comments Downloaded if brought about an insight into the use of ACT

within schools.
And UK or United Kingdom was not used as combining thes
terms yielded too few results (1)

Search Date 23.08.2018

Database Psycinfo

Key Words MindfulnessAND school*
Results 896; 11 downloaded

B. Wiktorowicz’s Theory of Joining Extremist Groups (Wiktorowicz, 2005)
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Comments

Enough reviews of the current literature on mindfulness and
work completed in UK were downloaded.

Search Date

23.08.2018

Database Education Resources Information Centre (ERIC)

Key Words Radicaliz* or radicalis* or extremis*

Results 621; 6 downloaded

Comments These provided educational perspectives on British policy

concerning radicalisation

Search Date

23.08.2018

Database Google Scholar

Key Words Radicaliz* or radicalis* or extremis* AND child* AND school*
Results 5,570 results; 1 downloaded

Comments A lot of replication here from searches on PsycInfo and refin

proved difficult using this search engine.

Search Date

23.08.2018

Database Web of Science

Key Words Radicaliz* or radicalis* or extremis* AND child* AND school*
AND theory

Results 45 results; 1 downloaded

Comments A lot of duplication here.

Search Date 23.08.2018

Database Web of Science

Key Words Theories of radicalisation

Results 140; 1 downloaded

Comments Most had been found via other searches

Search Date 29.09.2018

Database Psycinfo

Key Words Role or function* AND educational psycholog* or EP AND U
or United Kingdom or Brit*

Results 132; 1

Comments Mostly articles that lacked broader perspective of the EP role

the functions of the EP

Search Date

29.09.2018

Database Taylor & Francis Online

Key Words Role AND educational psychologist IN Educational Psycholo
in Practice

Results 932; 12 articles downloaded

Comments

Search Date 29.09.2018

Database Psycinfo

Key Words Radicaliz* or radicalis* or terror* AND mental ill*

Results 139; 5 articles downloaded

Comments

Search Date 30.09.2018

Database Psycinfo

Key Words terror* AND mental* or personality or disorder*

Results 3909; 0 downloaded

Comments

Search Date

16.10.2018
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Database

Psycinfo

Key Words terror* or radicalis* or radicaliz* AND psychopath*
Results 431; 1 downloaded
Comments

Database Psycinfo
Key Words radicalis* or radicaliz* AND personality
Results 25; 0 downloaded
Comments
| SearchDate 16102018 |
Database Psycinfo
Key Words Terror* or radicalis* or radicaliz* AND personality
Results 882; 1 downloaded
Comments
Database Psycinfo
Key Words radicalis* or radicaliz* AND personality
Results 160; 1 downloaded
Comments
Database Psycinfo
Key Words uncertainty identity theory
Results 43; 7 downloaded
Comments
| SearchDate 043112018 |
Database Psycinfo
Key Words Social dominance orientation AND radicalis* or radicaliz* or
extremis* or terror*
Results 43; 4 downloaded
Comments
| SearchDate 04112018 |
Database Psycinfo
Key Words Dual Identity ANDradicalis* or radicaliz* or extremis* or
terror*
Results 4; 1 downloaded
Comments
|SearchDate  [23112018 |
Database Psycinfo
Key Words Cognitive style AND conservatism or liberalism or extremism
Results 61; 6 downloaded
Comments
|SearchDate  [26112018 |
Database Psycinfo
Key Words Meaning maintenance
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Results 53; 1 downloaded
Comments
Wi kt or owi ¢ z

s model is based on -ethno
Muhajiroun, which is a transnational Islamist organisation that promotes Islamic
revolution and the creation of a worldwide Islamic S{&lg & Striegher, 2012;

King & Taylor, 201). The model identifies four processes that may lead someone
to join an extremist group. It begins witltagnitive openingwhich is defined as

a personal crisis that opens up an individual to ideas/approaches they would never
have considered previouslifollowing this, the Islamic religion is sought as a
means of dealing with this personal crisis and through discussion and exploration
the individual finds that the Islamic world view aligns with their own. Following
this, the individual joins the extremigroup, connects with the ideology and
adopts the group identity. The model is linear and emergerdning that there

are number of ways within the model through which an individual can reach the
final destination of joining an extremist groufKing & Taylor, 2011;
Wiktorowicz, 2005)

Cognitive Religious Flame Socialisation

opening seeking alignment

Figure C2Wi kt or owi cz’ s model (005) oi ni ng extre

C. Staircase to Terrorism Model (Moghaddam, 2005)
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Moghaddam’s model begins in perceptior
an analysis obptions to deal with this relative deprivation. When there are few
legitimate ways to reduce relative deprivation, individuals are then motivated to
find alternative ways to improve group status. The frustration associated with the
inability to alter relave deprivation leads to the direction of anger towards the
outgroup and where the moral justification of terrorism becomes legitimized. This
can then lead to the individual joining an extremist groupere this moral
justification is further intensifiedThe final floor is associated with maximising

the difference between-group and ougroup which allows for the bypassing of
natural mechanisms that would inhibit violence against others. The model is linear
and progressivaneaning that each stage sadled in this order to reach the final
destination of the justification of violen¢King & Taylor, 2011; Moghaddam,
2005)

Fifth Floor
The Terrorist Act and Sidestepping Inhibitory
Mechanisms

Fourth Floor
Solidification of Categorical Thinking and the Perceived
Legitimacy of the Terrorist Organization

Third Floor
Moral Engagement
Second Floor
Displacement of Aggression
First Floor
Perceived Options to Fight Unfair Treatment

Ground Floor
Psychological Interpretation of Material Conditions

Figure C3. Staircase to terrorism mod@fioghaddam, 2005)
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D. New York Police Department (NYPD) Radicalisation Process (Silber &
Bhatt, 2007)

The New York Police Department (NYPD) model of radicalisation was devised
through an analysis of five homegrown terrorist cases in North America and Europe.
This model posits a move from no thoughts of radicalization to identifying with
radical I$am in response to a personal crisis. Then;fikeded individuals are sought

out to further deepen their commitment to the religion and new ideology. In the
‘“indoctrination’ phase, the individual
spread by anyneans necessary (for example through jitiiggdhting the enemies of
Islam) and then finally engages in jihadism. The model is linear with steps being
followed in order until engagement in Jihad (King & Taylor, 2011; Silber & Bhatt,

2007).

Pre-

Radicalization

Self- . .
Identification . ‘ Indoctrination | . ‘ Jihadization \

Figure C4.NYPD radicalisation process (Silber & Bhatt, 2007)
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E. Four Prongs Model of Radicalisation (Sageman, 2008)

Sageman proposes the interplay of four factors that may influence the radicalisation
process: three cognitive factors and one situationalerSag suggests that individuals

may be outraged by world events that they perceive to be unjust and they use this to adopt
a singular ideological narrative that links with their own personal experience or crisis (e.g.
There is a western war on Islam). Threpels them to seek out individuals who are-like
minded to further their commitment to extremism. Importantly, this mobilisation through
networks can occur in reéfe or via the internet, The model is ntinear and emergent
meaning that individuals caaccess any of these stages at any time and simultaneously
to reach a radicalised outcorfiéng & Taylor, 2011; Sageman, 2008)

Sense of moral outrage Frame used to interpret the
world

Sageman,
2008

Resonance with personal Mobilisation through
experience networks

FigureC5Sageman’ s four pron¢{88model of radic
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F. Four Factor Model of Radicalisation (Hafez & Mullins, 2015)

Hafez and Mullins (2015) reviewed the empirical literature on home grown extremism
and developed a fodactor model of radicalisation. The model proposes that grieyance
due to perceived marginalisation and/or relative deprivatimmresult in selfeinforcing
exclusion of minority groups, where these groups react to the negative views of their
identity by further accentuating their differences which results in further exclusion. The
process is facilitated by having connectionshwiteople who already feel similarly, and

this is a key factor in establishing the social networks in which extremism thrives. Within
these networks, individuals begin to develop extremist ideologies. Enabling environments
further deepen commitment to thadeologies (e.g. the internet, social media, military
training camps). The model is ndinear and emergent meaning that individuals can
access any of these stages at any time and simultaneously to reach a radicalised outcome
(Hafez & Mullins, 2015)

Enabling

Environment

Ideology

Figure C6.Four factors model of radicalisatigHafez & Mullins, 201%
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G. Social Psychological Model of Radicalisation (Webber & Kruglanski, 2018)

After reviewing the empirical literature on radicalisation, Webber and Kruglanski (2018)
posit that humiliating, shameful experiences create a discrepancy between how a person
feels they are perceived and how they would like to be perceived. This creatatfar

a sense of purpose or significance. They acknowledge that this alone cannot lead to
extremi st behaviour, but that certain ‘' o]
radicalisation occurring. They propose that these opportunity farteg the ideological
justification of violence through the adoption of an extremist narrative and b) group
processes that bring about group identification, strengthen collective identity and
propagate behaviour that facilitates group goal actualisatf@model is notinear and
emergent meaning that individuals can access any of these stages at any time and

simultaneously to reach a radicalised outc@§Webber & Kruglanski, 2018)

Networks

(Group processes)

Narratives
(ideological
justification of
violence)
Needs
(individual

motivations)

Figure C7. Social psychological model of radicalisatiGebber &Kruglanski, 2018)
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H. Multilevel Social Neuroscience Model of Radicalisation (Decety et al., 2018)

Decety’s model proposes that individuals
and in their isolation seek out familiike relationships with othersSocial processes
strengthen irgroup connection and lead to derogationanfd distancing fromhe out

group. This distancing is implicated in reducing exposure to competing values and further
strengthens kgroup-centric views, eventually leading to the loss of personal identity and
the dehumanisation of the outgroup. This creates a group eneinbimwhich extremist
ideological narrativeghat justify violence towards the outgrodipurish. The newfound
addition in this model is the addition of individual vulnerabilities. They implicate
neuroendocrine and genetic pathwaybich mediate the hk between cognition and

radical behavioufDecety et al., 2018)

1
i
weakly -
v

. . i transsubjective
_ . . Obedience

Group conformity

Extreme views
i beliefs, values, and
unconditional adhesion

Deep social bonds with to a cause
fictive kin
. Dehumanization - U
. o I sociopathic&
b’) - ] antagonistic opinions
S N ’
Deindividuation ‘
. . - Violent actions to out-group
- Hyper-altruism to in-group

molecular — neuroendocrine — neural pathways

Figure C8.Multilevel social neuroscience model of radicalisation (ML®Ngety et
al., 2018)
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Appendix D:

Dewey’s Model of Inquiry (1998)

-er-g,ni:ing
Peoblem

1

Considering

Nature of
Problem

Suggested
Reflecting on beliefs to Salution Reflecting on actions to
choose actions l ) choose beliefs

Considering
Likely Effects

of Salulion

' Taking |
Action
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Appendix E: Gatekeeper letters for Principal Educational Psychologists (PEPS)
Dear(INSERTPEPNAME),

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
the XXXX EducationalPsychologyService(EPS).| am writing to invite educaional
psychologistd EPs)within your serviceto take partin a researchstudyto developa
universal programme to increase young people’s (YP) tolerance of personal
uncertainty. The researchstudy will be supervisedby educationalpsychologist&
professimal tutor, AndreaHiggins.

Initially, theresearclstudywishesto recruiteducationapsychologistso form aworking
group to generatecontentideasfor the programme.Then, the programmewould be
developedby the researcherevaluatedand piloted in secondaryschoolsin two local
authoritiesn England& Wales.

The rationale for the study is twofold. The programme developed could have
numerous benefits for EPs and their work in schools both as a universal programme
that would support the resilience of all YP and potentially as a preventative measure
in reducing vulnerability to radicalisation amongst YP.

This rationale derives from experimental research related to Reactive Approach
Motivation (RAM) theory (McGregor et al., 2013). RAM theory proposest tn
experiencing motivational conflich person can experience personal uncertainty, which
can result in anxiety or distress. Consequeattyadoption of a radical/extremist ideology
may lead to a dampening of these emotiasshe radical ideologyrovides an alternative
focus that provides clarity in uncertain times (Kay & Einbach, 2013; McGregor et al.,
2013).

The working group would be conductedime morning session (4 hours)in April 2018
in (INSERT VENUE) andffered free of charge, includng refreshments:

Time Working Group Content Method of group
consultation/delivery

9- V Coffee and Refreshment9:80am

9:30am Start)

9:30am- V Reactive Approach Motivatio| Presentation

10:30am (RAM) theory and its link tc

personal uncertainty.
V An ex pl or aviewsoohthe World CaféMethod
relevance of RAM in understandir
the process of radicalisation & hg
YP's tolerance

strengthened.
Comfort Break
10:45- V  What would be the core componel Nominal Group Technique
12:00pm of a universal programme tg

strengt hen YP’
personal uncertainty?
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V What would be the ideal mode
implementation and delivery?

12:00- V Reflections & Plenary

12:30pm

Those that do take part in the working group will be invited to an optional one-hour
presentation of the programme once developed by the researcher. Thiswill provide
an opportunityfor the researcheto feedbackthe outcomesof the previoussessiorand
allow EPsto anonymouslyreview andevaluatethe pilot versionof the programmethat
was developedfrom the initial session.It is anticipatedthat this presentationand
evaluationwould takeplaceat the end of April 2018.

Theresearclstudycan only invite a maximum of 12 people to takepartin theworking
groupandall the EPSsin the XXXX arebeingcontactedlf more than 12 EPs wish to
take part, EPs will be allocated a number and randomly selected.

Participationin the researchis entirely voluntary and participantshave the right to
withdrawatanytime.

Name of Researcher: PeteD’ Li ma

Address: School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

If you would like the EPs who work in your service to be invited to take part, please
let me know by email by the INSERT DATE. Then, | will send you information
letters and consent forms for the EPs.

Contactmeonthedetailsbelowif you haveanycommentsor queries:

The researchprojecthasbeenapprovedby an ethicscommitteeat Cardiff University.
Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk

Thankyou very muchfor takingthetime to readthis letter.
KindestRegards,

PeterD ' L i(TnaaneeEducationaPsychologist)
FleschReadingEase30.7; FleschKincaid GradeLevel 13.7
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Appendix F: Information Letters for EPs

DearSir/Madam,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
the XXXX EducationaPsychologyService(EPS).l amwritingto invite youto takepart
in aresearclstudyto developauniversal programme to increase young people’s (YP)
tolerance of personal uncertainty. Theresearctstudywill besupervisedy educational
psychologist & professional tutor, Andrea Higgins. Importantly, the Principal
EducationalPsychologist{PEP)of your servicehasgiven me authorizationto contact
you.

Initially, theresearclstudywishesto recruiteducationapsychologistso form aworking
group to generatecontentideasfor the progranme. Then, the programmewould be
developedby the researchergevaluatedand piloted in secondaryschoolsin local
authoritiesn England& Wales.

The rationale for the study is twofold. The programme developed would have
numerous benefits for EPs and their work in schools both as a universal programme
that would support the resilience of all YP and potentially as a preventative measure
in reducing vulnerability to radicalisation amongst YP.

This rationale derives from experimental research related to tiRea8pproach
Motivation (RAM) theory (McGregor et al., 2013). RAM theory proposes that on
experiencing motivationalonflict, a person can experience personal uncertainty, which
can result in anxiety or distress. Consequeattyadoption of a radical/eeimist ideology

may lead to a dampening of these emotions as the radical ideology provides an alternative
focus that provides clarity in uncertain times (Kay & Einbach, 2013; McGregor et al.,
2013).

The working group would be conductedime morning session (4 hours)in April 2018
in (INSERT VENUE) andffered free of charge, including refreshments:

Time Working Group Content Method of group
consultation/delivery

9- Coffee and Refreshment&:80am Start)
9:30am
9:30am- Reactive Approach Motivation (RAM) | Presentation
10:30am theory and its link to personal

uncertainty.

An exploration of |WorldCaféMethod

relevance of RAM in understanding the

process of radical

tolerance of uncertainty can be

strengthened.

Comfort Break

10:45- What would be the core components of Nominal Group Technique
12:00pm uni ver sal progr ami

tolerance of personal uncertainty?
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V What would be the ideal mode of
implementation and delivery?

12:00- V Reflections & Plenary
12:30pm

Should you choose to take part in the working group you will also be invited to an
optional one-hour presentation of the programme once developed by the researcher.
This will provide an opportunityfor the researcheto feedbackthe outcomesof the
previoussessiorandallow you to anonymouslyeviewandevaluatethe pilot versionof
the programmethat was developedfrom the initial session.lt is anticipatedthat this
presentatiomndevaluatiorwould takeplaceat the end of April 2018.

Theresearclstudycan only invite a maximum of 12 people to takepartin theworking
groupandall the EPSsin the XXXX arebeingcontactedlf more than 12 EPs wish to
take part, EPs will be allocated a number and randomly selected.

Participationin the researchs entirely voluntaryand all participantshavethe right to
withdrawatanytime.

If you would like to take part, please send sign the attached consent form and return
to me by email by the INSERT DATE.

Contactmeonthedetails belowif you haveanycommentsor queries:

Name of Researcher: PeteD’ Li ma

Address: School of Psychology, Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2@cardiff.ac.uk
Phone02920879003

The researclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.
Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk

Thankyou very muchfor takingthetime to readthis letter.
KindestRegards,

PeterD ' L i(TnaaneeEducationaPsychologist)
FleschReadingEase30.7; FleschKincaid GradeLevel 13.7
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Appendix G : Informed Consent Form for EPs

Schoolof Psychology Cardiff University

Informedconsenform

| agreeto takepartin theresearctandunderstandhefollowing:

1 1 understandhatmy participationin this researctstudywill involve me
engagingn groupconsultatiorwith othereducationapsychologistsegarding
ReactiveApproachMotivation (RAM) theory,personalncertaintyandhow this
links to the procesf radicalisation.

1 lunderstandhat! will takepartin onesessiorn{(4 hours)of groupconsultation.

1 1 understandhattheinformationgleanedrom the consultationsvill be usedto
developa universal preventativeprogrammeo strengtherc h i | dotemance s
of personalncertainty.

1 lunderstandhat! will beaskedo attendanoptionalonehourpresentatiorof
the programmeoncedevelopedandl will beaskedo evaluatehe programme
anonymously.

1 lundersandthatis therole of theresearcheto collatetheinformationgleaned
from the consultationgo developthe programmeo beimplementedn the pilot.

1 1 understandhatthe programmedevelopedvill bepilotedin two secondary
schoolsandevaluated.

1 1 understandhatl amfreeto withdrawmy involvementatanytime

1 1 understandhatatthe endof the studyl will be providedwith additional
informationandfeedbaclkaboutthe purposeof the study.

I, consento participatingin the study
conducted)y PeterD * L i Suloolof PsychologyCardiff Universityunderthe
supervisiorof AndreaHiggins.

Signed:
Date:
FleschReadingEase35.8; FleschKincaid GradelLevel14.7
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Appendix H: EP Working Group; Session 1- World CaféMethod (WCM)

Description

World Music consistently playing lightly in

the background (Latin; Jazz etc.)

Flowers on tables; biscuits & sweets,
croissants, tea & coffee provided

throughout session.

Creating the World Café

Tables covered in white paper on which
participants could write down thoughts,
ideas and/or discussion points

WCM Procedure:

Introductions & Ice-
breaker task

EPs to discuss in groups and

jot down notes on the table.

EPs to share discussions with
each other.

Discussion 2: What is the
relevance of RAM to
understanding radiclisation &
what are the relevant
implications for EP practice?

Coloured pens provided and participants
encourage to use them as and when

throughout the session.

Presentation on
radicalisation in the UK &
RAM

(Appendix NNN.1) ;

EPs divided into two groups

Discussion 1:

How do EPs feel RAM could
lead to radicalisation?

Study rationale for developing
a universal programme to
strengthen tolerance of
personal uncertainty shared.
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Appendix I: EP Working Group; Session 1- Nominal Group Technique (NGT)

Partidpants are
presented with a
key question.

The Intolerance for
Uncertainty Scale (IUSC
Comer et al., 2009) is
shared with participants
to clarify how tolerance
of personal uncertainty
will be measured in the
study.

The following procedure
for the NGT is followed

(Boddy, 2012)

Generating Ideas
Each person writes

down as many ideas
to answer a set
question/topic.

Recording Ideas

Ideas are shared &
recorded. Ideas can
be consolidated if
there are links or
patterns between
ideas.

Discussing Ideas
Ideas are discussed

individually re:
relevance &
importance.

Voting:

Participants vote
regarding the
following: What are

the ideas that are
most important and
relevant to the
question at hand?
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Inclusion criteria for component selection by | Exclusion criteria for component

researcher following the NGT selection by researcher following
the NGT

1 The component must have one vote @ 1 If a componentoes not
more.Proposed components without & meet the inclusion criteria.
vote can be considered if they fit 1 If inclusion of the
cohesively with other components tha component would threaten
were voted for. the external validity of the

1 The component must be substantiate programme by dealing with
by the research literature around another concept that does
uncertainty or related concepts with not have convergent validif
which it has convergent valtg (e.g. with uncertainty (e.g.
anxiety seeRead et al., 2013) growth mindset).

1 The selected components must fit
together cohesively to foriatheme anc
themes must fit together to form a
cohesive programme.

1 The inclusion must be justified with
reference to the literature.

Read, K. L., Comer, J. S., & Kendall, P. C. (2013). The intolerance of uncertainty scale
for children (IUSC): Discriminating principal anxiety diagnoses and severity.
Psychological Assessment(2f 722-729.
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Appendix J: Draft Version of the Embrace LifeProgramme Prepared for EP Evaluation

Appendix J is available on request from the researcher to protect the copyright of the Embrace Life programme.
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Appendix K: EP Working Group; Session 2- Evaluation Procedure

‘Embrace Life'- 6-week draft programme
presented and explained to EPs by the
researcher (See Appendix LL)

EPs given one hour to discuss and critique the
programme. The following questions were provided as
prompts:

What are the key strengths of the programme?
What are suggested improvements for the programme?

How confident do you feel the programme could succeed
in its aims?

How useful do you think this programme would be at the
universal level?

Informal verbal feedback given to the
researcher.

Suggestions/Adaptations/Enhancements
considered post-session 2.
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Appendix L: Debrief Forms for EPs

Reducing vulnerability to radicalisation through the development of a universal
programme to strengthen voung people’s tolerance of personal uncertainty

Thank you so much for taking part!

You were invited to take part in a research study which endeavoured to develop a
uni versal programme to strengthen young ¢

Theresearctstudywantedto recruiteducationapsychologistdo form a working group
to developthis programmethat would supportthe resilienceof all YP generallywhilst
alsopotentiallyreducingvulnerabilityto radicalisation.

We exploredthe processof radicalisationthrough the lens of Reactive Approach

Motivation (RAM) theory (McGregor et al., 2013). RAM theory proposesthat on

experiencingmotivationalconflict a personcanexperiencgersonaluncertainty,which

canresultin anxietyor distressConsequentlyanadoptionof aradical/extremisideology
mayleadto adampeningf theseemotionsastheradicalideologyprovidesanalternative
focusthat providesclarity in uncertaintimes (Kay & Einbach,2013; McGregoret al.,

2013).

You took part invorking group session in April 2018. This involved an exploration of
Reactive Approach Motivation (RAM) theory and its link to radicalisation. We also
explored ways to strengthen YP’'s toleran
used nominal group technique to decide what the core components and the ideal mode of
deliverysioul d be for a bespoke programme to
personal uncertainty.

The information and ideas gleaned from the sessions were then/ will be then used to
develop a programme that is to be implemented in two pilot secondaryschool

You may have also volunteered and taken part in an evaluation of the programme that
was developed. This involved you attending a presentation of the developed programme
and then filling out a programme evaluation form anonymously.

For further reading:

Sewell, A., & Hulusi, H. (2016). Preventing radicalisation to extreme positions in children
and young people. What does the literature tell us and should educational psychology
respondZEducational Psychology in Practicg2(4), 343354.

McGregor, |., Prentice, M., & Nash, K. (2013). Anxious uncertainty and reactive
approach motivation (RAM) for religious, idealistic, and lifestyle extredastnal of
Social Issue69(3), 53#563
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If youhaveanyquestionspleased o rhésitateto getin touch:

Names of Researcher: PeteD’ Li ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, TowerBuilding, ParkPlace Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace ,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@-cardiff.ac.uk

Thanks again for taking part!
Kindest Regards,
Peter D’'Lima (Trainee Educational Psychol

Flesch Reading Ease 44.5; Flesch Kincaid Grade Leigl
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Appendix M: Embrace LifeProgramme Plan: Pilot 1

Appendix M is available on request from the researcher to protect the copyright of the Embrace Life programme.
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Appendix N: Gatekeeper Letter for Headteachers

DearSir/Madam,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
the XXXX EducationaPsychologyService.l am writing to invite you to take part in
a research study regarding young people’s tolerance of personal uncertainty. The
researchstudy will be supervisedby educationalpsychologist& professionaltutor,
AndreaHiggins. The researchstudy wishesto recruit studentsfrom Year 8 in your
school.

A group of educationalpsychologistsand | havedevelogd a universal programme

aimed at strengthening young people’s tolerance of personal uncertainty. Poor
toleranceof uncertaintycanbe definedasviewing uncertaintyasa negativeexperience
thatis to beavoided Personalincertaintyhasbeenstronglylinkedto anxietyandworry

(Os ma n a §@resgdll, & ,Dodd, 2018) and with more rigid, inflexible thinking

(McGregoret al., 2013). This researchstudy wishesto pilot our programmein your

schoolandevaluatethe programmaen the hopethatit canpromoteresiliencein young

people.

Recruitment of young people & the method of the research
1 Researchconductedwith one classin Year 8 as this is a pilot project and

researctwill becarriedoutatawhole-classlevel.

Parent/careconsent& child assengained.

All' young peopletaking part are requiredto fill out a confidential online

guestionnair¢hattakesapproximatel\20 minutesto complete assessingheir

toleranceof personaluncertaintyand their approachto handling uncertain
situations.The questionnaires basedon recognizedscalesthat are usedwith
youngpeopleP ar t i cscomeswilh mosbésharedastheyare confidential.

1 All youngpeoplewould thentakepartin a universalprogrammeo strengthen
0 n etdleyanceof personaluncertaintydelivered by a trainee educationa
psychologiswith qualifiedteachestatugQTS)for 6 weeksfor amaximumof
60 minsaweek.Thelastsessiorof theprogrammaewill involve theparticipants
sharingsomeof thetechniquesearnedwith otherYear8 childrenin theschool
who receiveconsento beinvolvedandwish to takepart.

1 Any young people who do not wish to take part and/or do not receive
parent/careconsenwould needto go to anotheressonor do anotheldearning
activity. Thiswould haveto be negotiatedvith you beforetheresearctbegins.

1 It would behelpfulto haveamemberof schoolstaffto supportheprogranme
deliveryandthis canbe negotiatedshouldyou wish your schoolto takepart.

1 All youngpeopletakingpartwould completehequestionnair¢hreetimes(pre,
postand8 weekspostintervention).The postquestionnairavould alsoinclude
somequestionsbouttheyoungp e o pview of thhe programme.

1 Following programmecompletion threeyoungpeopleandtwo staff members
involvedwith the programmewvould be randomlyselectedo sharetheir views
ontheprogrammaen asemistructurednterviewrecordednadigital recorder.
Participantswill beinformedof how theyarerandomlyselectedtheywill all
be allocateda numberand a random number generatorusedto selectthe
participants. Interviews will be conducted by XXXXX, educationa
psychologist.

)l
)l
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1 Following the completionof the programmeijt would be helpful to talk to you
and/orothercurriculumleadsabouthow elementsf the programmecould be
usedto enhancevell-beingapproaches school.

1 Participantwill bedebriefedaftercompletingthelastquestionnaire andatthe
end of interview, if applicable. Children being taught techniquesby the
participantswill bedebriefedatthe endof thetaughtsession.

Participationin theresearchs dependenbdn receivingconsentfrom the parent/careand
teachingstaff & assenfrom theyoungpersonAll participantdhavetheright to withdraw
their informationfrom the researchat any time up until July 2018 (Pilot 1)/April 2019
(Pilot 2).

All questionnairesvill befilled out confidentiallyon a secureonline systemwhich can
only be accessedy the researcheiand the researchsupervisor.In July 2018 (Pilot
1)/April 2019(Pilot 2), thedatawould beanonymisedndafterthatpointthedatacannot
betracedbackto anyyoungpeopleor to your school. The anonymouslatawill beused
in aresearchpaperwritten by a traineeeducationapsychologist.You havethe right to
withdraw your schoolfrom the studyat anytime up until July 2018(Pilot 1)/April 2019
(Pilot 2).

Similarly, you maybe concernedhattheviewsconveyedn theinterviewsmaybetraced
backto the youngpersonor staff memberhowever all datais transferredo a password
protectediaptop and held confidentially. After 7 daysthe datais anonymisedandthe
original interview recordingdeleted,so no onewill be ableto associateéhe views with

the participants.The anonymousnterview datawill also be usedin a resarchpaper
written by a traineeeducationapsychologist. The participantshavea right to withdraw
their interview from the researchstudy at any time up until 7 daysafter the interview
takesplace,asafterthe 7 daystheinterviewswill betranscribe andanonymised.

Safeguarding guidelines and policies will be followed at all times during the
research.

If you have any questions, please do not hesitate to ask. If you would like to take
part, contact me on the details below:

Names of Researcher: PeteD’ Li ma

Address: School of Psychology, Cardiff University, Tower
Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.
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Any complaintsshouldbe madeto:

Secretaryof the Ethics Committee,Schoolof Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920870360
Email: psychethics@-cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
Coopercontactableon CooperM1@cardiff.ac.ukThe lawful basisfor the processingf
thedatayou or childrenprovideis consent.

Thankyou very muchfor takingthetime to readthis letter.
KindestRegardsPeterD ’ L i TmmeeEducationaPsychologist

FleschReadingEase41.4;FleschKincaid GradelLevel12.4
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Appendix O: Information Letter for Head of Year 8/Teaching Staff

DearSir/Madam,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
theXXXX EducationaPsychologyService.l am writing to inform you of the research
that will take place in Year 8 regarding young people’s tolerance of uncertainty. The
researchstudy will be supervisedby educationalpsychologist& professionaltutor,
AndreaHiggins.

A group of educationalpsychologistsand | have developeda universal programme

aimed at strengthening young people’s tolerance of personal uncertainty. Poor
toleranceof uncertaintycanbe definedasviewing uncertaintyasa negativeexperience
thatis to beavoided Personalincertaintyhasbeenstronglylinked to anxietyandworry

(Os ma n a §@resgdll, & ,Dodd, 2018) and with more rigid, inflexible thinking

(McGregoret al., 2013). This researchstudy wishesto pilot our programmein your

schoolandevaluatethe programmaen the hopethatit canpromoteresiliencein young
people.

Recruitment of young people & the method of the research

1 Researcltonductedvith oneclassin Year8 asthisis a pilot projectand
researcho be conductedatawhole-classlevel.

1 Parent/careconsen®& child assengained.

1 All youngpeopletakingpartrequiredto fill outaconfidentialonline
guestionnair¢hattakesapproximately20 minutesto complete assessintheir
toleranceof personaluncertaintyandtheir approacho handlinguncertain
situations.Thequestionnairés basedn recognizedscaleghatareusedwith
youngpeopleP ar t i cscopeswilh mosbésharedastheyareconfidential.

1 All youngpeoplewouldthentakepartin a universalprogrammeo strengthen
0 n etdlesanceof personalincertaintydeliveredby atraineeeducational
psychologiswith qualifiedteachestatus(QTS) for 6 weeksfor amaximum
of 60 minsaweek.Thelastsessionof the programmaewill involve the
participantssharingsomeof thetechniquedearnedwith otherYear8 children
in theschoolwho receiveconsento beinvolvedandwish to takepart.

1 Any youngpeoplewho do notwishto takepartand/ordo notreceive
parent/careconseniwould needto go to anotheldessonor do anothedearning
activity andthis is beingnegotiatedvith the headteacher.

1 It ishopedthata memberof schoolstaffwill beavailableto supportthe
programmedeliveryandthisis alsobeingnegotiatedvith theheadteacher.

1 All youngpeopletaking partwould completethe questionnairéhreetimes
(pre,postand8 weekspostintervention).The postquestionnairevould also
includesomequestionsabouttheyoungp e o pJiew of theprogramme.

1 Following programmecompletion threeyoungpeopleandtwo staff members
involvedwith the programmewould berandomlyselectedo sharetheir views
ontheprogrammaen a semistructurednterviewrecordecbn adigital
recorderParticipantswil | beinformedof howtheyarerandomlyselected:
theywill all beallocateda numberandarandomnumbergeneratousedto
selectthe participantsinterviewswill be conductedy XXXXX, educational
psychologist.
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1 Following the completionof the programmeijt would be helpful to talk to you
and/orothercurriculumleadsabouthow elementsf the programmecould be
usedto enhancevell-beingapproaches school.

1 Participantswill bedebriefedaftercompletingthe lastquestionnaireandat
theendof interview, if applicable Childrenbeingtaughttechniquesy the
participantswill bedebriefedatthe endof thetaughtsession.

All questionnairesvill befilled out confidentiallyon a secureonline systemwhich can
only be accessedy the researcheland the researchsupervisor.In July 2018 (Pilot
1)/April 2019(Pilot 2) the datawould beanonymisedndafterthatpoint the datacannot
betracedbackto anyyoungpeopleor to your school. The anonymouslatawill beused
in aresearclpaperwritten by atraineeeducationapsychologist.

Similarly, you may be concernedhe views conveyedin the interviewsmay be traced
backto thoseparticipatingin theinterview; however all datais transferredo a password
protectediaptop and held confidentially. After 7 daysthe datais anonymisedandthe
original interview recordingdeleted,so no onewill be ableto associatéhe views with
theparticipant.

Theanonymousnterviewdatawill alsobeusedin aresearctpaperwritten by atrainee
educationapsychologist. Participantshavethe right to withdraw their interview from

the researclstudyat anytime up until 7 daysaftertheinterviewtakesplace,asafterthe
7 daystheinterviewswill betranscribecandanonymised.

Participationin theresearchs dependenbn receivingconsenfrom the parent/careand
teachingstaff beinginterviewed andassenfrom theyoungpersonAll participantshave
theright to withdrawtheir informationfrom the researchat anytime up until July 2018
(Pilot 1)/April 2019(Pilot 2).

Safeguarding guidelines and policies will be followed at all times during the
research.

Names of Researcher: PeteD’ Li ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, Tower Building, ParkPlace Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

I will be in touch to discuss the project with you. If you have any questions, please
do not hesitate to ask:

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.
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Any complaintsshouldbe madeto:

Secretaryof the Ethics Committee,Schoolof Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920870360
Email: psychethics@-cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
Coopercontactableon CooperM1@cardiff.ac.ukThe lawful basisfor the processingf
thedatayou or childrenprovideis consent

Thankyou very muchfor takingthetime to readthis letter.
KindestRegardsPeterD ’ L i TmmeeEducationaPsychologist

FleschReadingEase41.4;FleschKincaid GradelLevel12.4
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Appendix P: Information Letters for Parents/Carers

DearSir/Madam,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
the XXXX EducationaPsychologyService.

| am writing to invite your child to take partin a research study about how young

people deal with feeling uncertain about themselves. The researchstudy will be
supervisedoy educationalpsychologist& professionatutor, AndreaHiggins. | would

like to thankyou for taking the time to readthis letter and| appreciateyou considering
your child taking part.

A groupof educationapsychologist@andl havedeveloped programmeo try andhelp
all childrento dealbetterwith feeling uncertain.Somepeopledislike feeling uncertain.
This canmakepeopleworried andbe lessopento new or differentideas.This research
studywantsto carry out a programmewith Year 8 childrento help youngpeoplefeel
morecomfortablewith not beingcertainaboutthings.

If you allow your child to takepartandtheyalsowantto takepart:

1. First, they would be askedto fill out a confidential online questionnaire that
takesaround20 minutesto do. To keeptheir answergrivate, your child would
begivenacodeword (e.g.dog)andtheywould enterthis codeword beforedoing
the questionnak, along with their ageand gender.They would not entertheir
name.Then,theywould answerquestionsaboutfeeling uncertaingenerallyand
beaskedabouthowtheywould dealwith andfeelin specificuncertainsituations.
Your ¢ h i largwesswould be kept on a secure,online systemand only the
researcheandthe researchsupervisomwould be ableto seetheir answersThis
meansiooneelsewill beabletolink yourc h i &ndwerdothem.Theresearcher
will keepa list of the codewordsandwho they bdong to separatelyn a locked
computerOnly the researchehasaccesdo this list, andit will be deletedwhen
thelastquestionnairés completed.

Yourc h i hndwersnould not be shared with you asthis questionnair@n its
own is not enoughto explain if your child experiencesignificant worry and
cannotbe usedto tell if your child hasor will havedifficulties in their mental
healthor schoolwork

2. Thenyour child will takepartin a6-week intervention thataimsto makeyoung
peoplemore comfortablewith feeling uncertain.This would take placefor no
morethanonehouraweekandwouldbeled by atraineeeducationapsychologist
andamemberof schoolstaff.

This programmeis being carriedout with the whole classso your child being
askedo takeparthasnothingto dowith howtheyscoredn thequestionnaire.

3. Theyoungpeoplewhotakepartin the programmewvould thenbe askedo repeat
the questionnaireafter the programmeendsand 8 weekslater (completingthe
guestionnairghreetimes in total). The post questionnairevould also include
somequestionsboutyourc h i Viedv'ofshe programmeThelastsessiorof the
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programmewill involve the youngpeoplesharingsomeof the skills they have
learredwith otherYear8 childrenin theschool.

4. Young peopletaking part would be given information aboutwhat the research
wasaboutat the very endof the study, afterthey havedonethe questionnaire3
weeksafterthe programmeinishes.

Your child doesnot haveto take part and your child hasthe right to withdraw their
informationfrom the researchat anytime up until July 2018 (Pilot 1)/April 2019 (Pilot
2). Shouldyou choosefor you child not to take partor your child doesnot wish to take
part,your child will attendanothedessonwhile the programmas beingdelivered

Safeguardingyuidelinesandpolicieswill befollowed alwaysduringtheresearch.

If you would like your child to take part, please sign the attached consent form by
XXX (DATE) & return to XXXX.

If you have any questions, please do not hesitate to contact me on the details below:

Names of Researcher: PeteD’ Li ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, TowerBuilding, ParkPlace Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
CooperCooperM1@cardiff.ac.ukr he lawful basisfor the processingf the datayou or
childrenprovideis consent.

Thankyou very muchfor takingthetime to readthis letter.
KindestRegards,
PeterD ’ L i TnaimeeEducationaPsychologist

FleschReadingEase57.1; FleschKincaid GradelLevel10.7
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Appendix Q: Information Letter for Young People in Year 8 Class Selected by

Schools

UNIVERSITY

PRIFYSGOL

(AERDY®

DearMemberof Year8,

| amatraineeeducationapsychologistrom Cardiff University,andl amwriting to tell
you aboutsomeresearchhatwill bedonein Year8. Theresearchs interestedn what
you think whenyou feel uncertainaboutyourself.

Somepeopledislike feeling uncertainaboutthings. Feelinguncertaincan make some
peoplefeel worriedandcansometimesnakethemlessopento newor differentideas.

If youwantedto takepart,you would have to do a questionnaire online during school
time abouthow you feelwhenyou areunsureaboutthings.You will alsobeshownsome
uncertairsituationsandaskedhow you mightfeelanddealwith thesedifficult situations.
Thequestionnairavill takearound30 minutes.

After, you would take part in a programme that tries to help young people deal with
feeling uncertain. The programmeads for your whole classsotaking partdoesnot mean
you havea problem,butthe programmas meantto helpall childrenin differentways.

Theprogrammevould takeplacefor 6 weeks during lesson time for no more than one
hour per week. In thelastsessiorof the programmeyou would sharesomeof the skills
you havelearnedwith someotherYear8s.

Whenthe programmefinishes,you would do the questionnaireagainandthen8 weeks
afterthat atotal of threetimes. The questionnairafter the programmewould alsoask
whatyou thoughtaboutthe programmelf you wantto takepart, sign your nameon the
assentorm.

Please remember, you do not have to take part in the research or do the

questionnaire if you do not want to. Thereis nothingwrongwith notsigningyourname
andtherewill beno questionsasked Evenafteryou havesignedyour name,you canstill

decideyoud o rwartto takepart- justtell yourteacheior theresearcherlf you didn’t
want to take part, you would join XXXXXX’s lesson for that period.

You mightbeworried aboutpeopleknowingwhatyou havewrittenin thequestionnaire.
However thequestionnairés private.To keepyouranswergrivate,youwould begiven
a codeword (e.g.dog) andwould enterthis codeword beforedoing the questionnaire,
alongwith your ageandgender.You would not enteryour name.Your answersvould
be kept on a securepnline systemandonly the researcheandthe researctsupervisor
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would be ableto seethe answersandknow your codeword. This meansno oneelsewill
beableto link youranswergo you. Your scoreswill notbesharedwith you astheyneed
to bekeptprivatefor the study It isimportantto know thatyour scoresarenotenoughto
tell meif you haveor will haveanydifficulties in your life.

I will deletethelist of codewordsafter you do the last questionnairdINSERT DATE)
andthenno onewill beableto link your codewordto you or your answersinformation
from the questionnairenay be usedin a psychologyresearctpaper.You candecideto
takeout yourinformationfrom the studyup until thelastquestionnairés completedjust
let meknow.

If youwould like to takepart,please sign the attached consent form and give to your
teacher or the researcher, thankyou. If youhaveanyquestionspleaseaskyourteacher
or me:

Names of Researcher: PeteD’ Li ma

Address: School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2@cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.
Any complaintsshouldbe madeto:

Secretaryof the Ethics Committee,Schoolof Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
CooperCooperM1@cardiff.ac.ukr helawful basisfor the processingf the datayou or
childrenprovideis consent.

Thankyou for takingthetime to readthis letter!
KindestRegardsPeterD * L i (TnaaneeEducationaPsychologist)
FleschReadingEase72.7; FleschKincaid GradeLevel8.2
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Appendix R: Informed Consent Parents/Carers (Questionnaire & Programme)

Informedconsenform
V | havereadthe attachednformationletterandunderstandk.
V | agreefor my child to takepartin this researclandunderstandhat:

1 mychildwill beaskedo fill outaquestionnair@bouttheirexperience
of personalincertaintyandhow he/shemight dealwith difficult
situations

1 mychildwill takepartin aprogrammeaftertheyfinish thefirst
guestionnaireThis programmaewill takeplacefor 6 weeksandbeno
longerthanonehourperweek.

1 thelastsessiorwill involve my child sharingsomeof theskills learned
with otherYear8 children.

1 mychild doesnot haveto takepartandthatl canremovemy child from
the studyat anytime without giving areason.

1 attheendof thestudymy child will be givenmoreinformationandtold
whatthe studywasabout.

l, consento my child participatingin
thestudyconductedy PeterD ’ L i Suleoglof PsychologyCardiff University
underthe supervisiorof AndreaHiggins.

Signed: Date:
FleschReadingEase73.5fFleschKincaid GradeLevel 7.5
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Appendix S: Informed Assent Forms for Young People (Questionnaire &

Programme)

InformedAssentForm

V | havereadtheinformationletterandl understandvhatit says.

V | agreeto takepartin thisresearclstudyand:

T

I understandhat!| will completeanonlinequestionnairaboutwhenl
feeluncertain.

I understand will beshownanuncertainsituationand be askedhow |
would feel anddealwith thatsituation.

I understandhat! will beaskedo takepartin aprogrammavhichtries
to helpyoungpeopledealwith feelinguncertain.

| understandhatthe programmaewill takeplaceonceaweekfor 6 weeks
andl would be askedto takethe questionnair@againafterit finishesand
8 weeksafterit finishes atotal of threetimes.

| understandhatthe questionnairafterthe programmedinisheswill ask
mewhat| thoughtof the programme.

| understandhat! will notbegivenmy scoresn thequestionnaire.

| understandhat| do not haveto takepartin theresearchf | donot
wantto andcanstopbeinginvolvedat anytime.

| alsounderstandhatattheendof theresearchl| will begivensome
moreinformationabouttheresearctstudy,andl canaskanyquestions
thatl have.

agreeto takepartin theresearctproject,

whichis beingrunby PeterD * L i traiageeducationapsychologistywhois from
Cardiff University.

Signed:

Date: FleschReadingEase68.7; FleschKincaid GradeLevel9.2
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Appendix T: Online Questionnaire Pilot 1; Pre-Intervention

Start of Block: Pre-Info & Assent
Pre-Intervention IUSC

https://tinyurl.com/preiusc

Start of Block: Pre-Info & Assent
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Q1 Hello,
Please read the following information carefully. Thank you!

You are about to dan online questionnaire that takes up to 20 minutes. The questionnai g
is interested in what you think when you feel uncertain about yourself.

Some people dislike feeling unsure about thingeeling unsure can make people feel
worried and can sometiraenake them less open to new or different ideas.

Most questions are multiple choice, so you just have to click on the answer that is m st
true for you.

The guestionnaire is private, so you have been given a code word. You will be asked or
your code wordyour age and your gender. Then you will be asked to answer a set  f
guestions about your experience of feeling uncertdine information you give and your
codes will be held privately on an online system that only the researcher and the rese: rch
supenvsor will be able to see or have access to.

You will not be given individual feedback about how you scored in this questionnair¢ ,
but you will be given more information about the study at the end of the research stud .

After the questionnaire iomplde, you will be asked to take part in a programme in
your class regarding uncertainty. Being asked has nothing to do with your scores in ' 1e
questionnaire and does not show that you have a difficulty with feeling uncertail .
The results of the research sgudill be written into a research paper, however none of
your personal details will be included so no one will know your views are yours.

you do not want to do the questionnaires, you don't have to. Just click: No, | do not we nt
to do the questioraire. If you begin and you do not want to answer some guestions, ju: t
skip them. If at any time, you do not want to do the questionnaire, just stop and tell yc Ir
teacher or the researcher.

This research project has been approved by an ethics comatit@zediff University.
They make sure that the research project is carried out in a fair, sensible and respec ful
way.

If you have any complaints about the project, contact: Secretary of the Ethics
Committee, School of Psychology, Cardiff Universitjower Building, Park Place,
Cardiff, CF10 3AT Contact Number: 02920 870 360 Email:
psychethics@cardiff.ac.uk

Yes, | want to do the questionnaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Pre-Info & Assent
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Start of Block: Personal Details

Q2 What is your code word?

Code word (1)

Q3 How old are you?
12 (1)

13 (2)

Q4 Gender
Male (1)
Female (2)

Other (3)

End of Block: Personal Details

Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Q5

You will now read a set of statements.

How much do you agree with the statements?

Please answer truthfully, rather than answering how you think you should answer.
Remember no one will know your answers are yours.
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Being unsure means a person is mixed up.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly agree(5)

Q6 Doubts stop me from having strong opinions.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q7

Not knowing what will happen in the future makes life hard.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q8 It’s not fair that we can’t predict
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

|l can’t relax if | don’t know what wil
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q10
Not knowing what will happen in the future makes me uneasy, anxious, or stressed

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agee (5)
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Q11 Surprise events upset me greatly.
Strongly Disagree (1)
Disagree (2)

Undecided (3)
Agree (4)

Strongly Agree (5)

Q12
It frustrates me to not have all of the information | need.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q13
Not knowing what could happen keeps me from enjoying life.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q14 One should always think ahead to avoid ssegri
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q15
Pl ans can be ruined by things you didn t

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q16
When it is time to do things, not knowing what could happen keeps me from acting.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q17 Being unsure of things means that | am not great.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q18
When | am not sure of something | can

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q19
When | am not sure of somethinglan’ t wor k very well

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q20 Other kids have less doubts than | do.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q21
Not knowing what will happen makes me unhappy or sad.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q22
| always want to know what will happen to me in the future.

Strongly Disagree (1)
Disagree (2)
Undecided(3)

Agree (4)

Strongly Agree (5)

Q23 | don’'t | ike being taken by surpri se.
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q24
The smallest doubt can stop me from doing things.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q25
| should be able to prepare for everything in advance.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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Q26

Being unclear about things meahat | am not confident.

Q27

It

Q28

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

s not fair that other
Strongly Disagree (1)

Disagree (2)

Undecided (3)

Agree (4)

Strongly Agree (5)

ki ds

Not knowing what can happen keeps me from sleeping well.

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

ar

e

mor e
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Q29
I must get away from all situations wha2r

Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)

Q30 Things that are unclear stress me.
Strongly Disagree (1)
Disagree (2)

Undecided (3)
Agree (4)

Strongly Agree (5)

Q311 don’t | i ke ohtéehefatgre.undeci ded ab
Strongly Disagree (1)
Disagree (2)
Undecided (3)
Agree (4)

Strongly Agree (5)
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End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Appendix U: Online Questionnaire Pilot 1; Post-intervention

Start of Block: Post-Info & Assent
Post-Intervention IUSC

https://tinyurl.com/postiusc

Start of Block: Post-Info & Assent

Q1 Hello,Please read the following information carefully. Thaola! You are about

to do an online questionnaire that takes up to 20 minutes. The questionnaire is interes ed
in what you think when you feel uncertain about yourself and your views about the
programme you took part in.
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Some people dislike feeling unswaeout things.Feeling unsure can make people feel
worried and can sometimes make them less open to new or different ideas.

Most questions are multiple choice, so you just have to click on the answer that is mo t
true for you. Some questions ask for yopmion and you have to type in your answer.

The questionnaire is private, so you have been given a code word. You will be asked or
your code word, your age and your gender. Then you will be asked to answer a set of
guestions about your experience of iiegluncertainThe information you give and

your codes will be held privately on an online system that only the researcher and the
research supervisor will be able to see or have access to.

You will not be given individual feedback about how you scordtigquestionnaire,
but you will be given more information about the study at the end of the research stud .

The results of the research study will be written into a research paper, however none  f
your personal details will be included so no one withwnyour views are yoursif you

do not want to do the questionnaires, you don't have to. Just click: No, | do not want t
do the questionnaire. If you begin and you do not want to answer some questions, jus
skip them. If at any time, you do not want ttie questionnaire, just stop aed your
teacher or the researcher.

This research project has been approved by an ethics committee at Cardiff University
They make sure that the research project is carried out in a fair, sensible and respecti Il
way. If you have any complaints about the project, cont&eicretary of the Ethics
Committee, School of Psychology, Cardiff University, Tower Building, Park Place,
Cardiff, CF10 3ATContact Number: 02920 870 360 Email:
psychethics@cardiff.ac.uk

Yes, | want to do the questionnaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Post-Info & Assent

Start of Block: Personal Details

Q2 Please enter your code word

Code word (1)
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Q3 How old are you?
12 (1)

13 (2)

Q4 Gender

Male (1)
Female (2)

Other please write in the box (3)

End of Block: Personal Details

Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

IUSC Questionnaire included as in Appendix T
Q5-31

End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Start of Block: Qualitative Evaluation of the programme
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Q32 You took part in a programme in your class which talked about how to deal with
feeling uncertain. Think about that programme and answer the following questions.

What was your favourite activity in the programme? Why?

Q33 What was your least favourite activity in the programme? Why?
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Q34 How useful was the programme on a scale-002
1= not at all useful0= extremely useful

1 (1)

2 (2)

3 3)

4 (4)

5 (5)

6 (6)

7 (7)

8 (8)

9 (9)

10 (10)
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Q35 How much did you enjoy the programme on a scale 124
1= extremely unenjoyablel0= extremely enjoyable

1 (1)

2 (2)

3 3)

4 (4)

5 (5)

6 (6)

7 (7)

8 (8)

9 (9)

10 (10)

Q36 What were the benefits of taking part in the programme?
(Benefits are positive, helpful and useful)

Q37 What were the difficulties in taking part in the programme?

Q38 How would you describe the programme foend?
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Q39 What did you learn from theqgramme?

End of Block: Qualitative Evaluation of the programme
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Appendix V: Information Letter for Parents/Carers (Semi-Structured Interviews)

DearSir/Madam,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn

the XXXX EducationaPsychologyService.You mayremembethatyour child hasbeen
taking part in a researchstudy which is trying to help all young peoplefeel more
comfortablewith personauncertaintyl wantto thankyou for allowing your child to be
partof my researclsofar.

| amnowwriting to youto askfor your helpwith thelastpartof theresearchvherel will
interviewthreechildrenwho havebeentakingpartin the programme

The three children will be randomly selected to complete an interview for up to 30

minutes with XXXX XXXXX, educationapsychologisin XXXXXXXXX educational
psychologyservice.He/shewould ask your child questionsabouttaking part in the
programme.As | createdthe programme,it is importantthat | do not carry out the
interviewsasl wantthe childrento talk openly.Thatis why XXXXX XXXXX will carry
out theinterview. Shouldyou wish your child to take part, your child would be given a

numberand a randomnumbergeneratowould be usedto pick who takespartin the
interview.

The interview would be recorded transferredto a passwordprotectedlaptop and the
recordingstoredconfidentially. Only the researchewould havethe passvord. Children
do not haveto takepartif theyor you do not wantthemto. Also, you or your child can
decideto withdrawfrom the studyat anytime.

You may be concernedyour ¢ h i Vielws could be tracedbackto your child; but, all
interviews are stored confidentially on a locked computer.After 7 days,any of your
c h i pedsbonabetailsis takenout andtheoriginalinterviewrecordingis deleted sono
onewill be ableto know that theseare the views of your child. The now anonymous
informationmay beusedin aresearclpapemwrittenby atraineeeducationapsychologist.
The child hasright to removetheir interview from the researclprojectat any time up
until 7 daysafter the interview takesplace,as after the 7 daysthe interviewswill be
written downandmadeanonymous.

Safeguarding guidelines and policies will be followed at all time during the research.

If you arehappyfor your child to takepart, please sign the attached consent form and
returnto your schoolimmediately,thankyou. If you haveany questionspleasedo not
hesitateto ask:

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk
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The data controller is Cardiff University and the Data Protection Officer is Matt
CooperCooperM1@cardiff.ac.ukr helawful basisfor the processingf the datayou or

childrenprovideis consent.

Names of Researcher:

PeteD’ Li ma

Address:

School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number:

02920876497

Email:

DlimaP @cardiff.ac.uk

Supervised by:

Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT

Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Thankyou very muchfor takingthetime to readthis letter.

KindestRegards,

PeteD’ Li ma

TraineeEducationaPsychologist

FleschReadingEase53.8; FleschKincaid GradelLevel10.8
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Appendix W: Information Letter for Young People (Semi-Structured Interviews)

CARDIFF

UNIVERSITY

PRIFYSGOL

DearMemberof Year8,

| amatraineeeducationapsychologisfrom Cardiff University,andl wantto thankyou
for taking partin the programmewhich looked at ways to help you deal betterwhen
feelingunsureThisis thelastpartof theresearctwhereyouwill beaskedo takepartin
aninterviewwhereyou cantalk aboutthe programme.

If youwantedto takepart,youwould begivenanumberandif yournumbemwerechosen,
then you would take part in an interview for up to 30 minutes with XXXXXX
XXXXXX, educationalpsychologist,and he/shewould ask you questions about the
programme andrecordtheinterview. Becausd createdthe programmej t important
that you feel comfortableto talk freely aboutit and that is why anothereducational
psycholaistwill askyou questions.

If youwantto takepart,signyour nameon theassentorm.

Please remember, you do not have to take part in the interview if you do not want

to. Thereis nothingwrong with not signing your nameandtherewill be no questions
asked Evenafteryou havesignedyour name you canstill decideyoud o nvarntto take
part- justtell yourteacher.

If youarepickedfor interview,theinterviewwill berecordeconadigital recorderThen,
I will puttherecordingontoalockedcomputerthatonly | will be ableto getinto asthe
computethasa password.

After 7 days,| will write downeverythingyouandXXXXXX saidduringtheinterview,
but | will takeout your personaldetailswhich meansno oneelsewill link you to what
you havesaid.

If youdecideyoud o nwarttyour viewsto bein theresearctanymore you cantell me
or your teacherup to 7 daysafter we havethe interview. After 7 days,thisw o0 nbet
possibleasthe interviewwill haveno link to you anymore.Theinformationl getfrom
the interview may be usedin a psychologyresearchpaperand can be kept by Cardiff
University.
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If youwould like to takepart, please sign the attached consent form and place in the

Names of Researcher: PeteD’ Li ma

Address: School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2@cardiff.ac.uk
Phone02920879003

sealed box, thankyou. If you haveanyquestionspleaseaskyourteacheior me:

Theresearclprojecthasbeenapprovedoy anethicscommitteeat Cardiff University.

Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, TowerBuilding, ParkPlace Cardiff, CF103AT Contact
Number: 02920870360 Email: psychethics@cardiff.ac.uk

Thankyou very muchfor takingthetime to readthis letter.

KindestRegards,

Peter D’Lima (Trainee Educational Psychologist)

FleschReadingEase66.2; FleschKincaid GradeLevel9.9
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Appendix X: Informed Consent Parents/Carers (Interview)

Informedconsenform

V | havereadthe attachednformationletterandunderstandk.

V | agreefor my child to takepartin this researclandunderstandhat:

T

my child maybe selectedo takepartin a 30-minuteinterviewwhich
will askthemquestionsaboutthe programmeheytook partin.

my child doesnot haveto takepartandcanstoptheinterviewat any
time.

my child canaskanyquestionghathe/shemayhaveduringthe
interview.

| understandhatl canremovemy child/my child canremovetheir
informationfrom this studyup until 7 daysaftertheinterview,asafter7
daystheinterviewwill becomeanonymousandhaveno link to my child.

attheendof the study,my child will be givenmoreinformationandtold
aboutwhatthe studywasabout.

consento my child participatingin the

studyconductecby PeterD * L i Swoloolof PsychologyCardiff Universityunderthe
supervisiorof AndreaHiggins.

Signed:
Date:

FleschReadingEase66.6; FleschKincaid GradelLevel9.1
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Appendix Y: Informed Assent Forms for Young People (Interview)

InformedAssentForm

V | havereadtheinformationletterandl understandvhatit says.
V | agreeto takepartin thisresearclstudyand:

1 lunderstandhatl may be chosen to takepartin aninterviewwherel
will beaskedo sharemy opinionsaboutthe uncertaintyprogramme.

9 I understandhattheinterviewwill lastfor around30 minutes,andthat
whatl saywill berecorded.

1 lunderstandhatl do nothaveto takepartin theresearchf | do not
wantto andcanstoptakingpartatanytime.

1 lunderstandhatl canchangany mind.| cantell my teachethatld o n ’ t
wantmy answerdo bein the studyanymoreup until 7 daysafterthe
interview. Thisis becausetfter7 daysit will betypedup ontoa
computemwithoutmy name,sopeoplew o nknawthatwhatl saidcame
from me.

1 I alsounderstandhatattheendof theinterview! will begivensome
moreinformationabouttheresearctproject,andl canaskanyquestions
thatl have.

I, agreeto takepartin theresearctproject
whichis beingrunby PeterD * L i whais from Cardiff University.

Signed:
Date:
FleschReadingEase67.0; FleschKincaid GradelLevel9.0
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Appendix Z: Semi-Structured Interview Procedure and Questions (Young Person)

Step One

ProvidelnformationLetterto youngpersonandreadthroughwith
them

Step Two

Assenthasalreadybeengainedbut provide assenform againto
youngpersonandreadthroughwith them.YP signstheform if
theywishto proceedlf theydecline,endtheinterview.

Step Three

Verbally remindyoungpersonthat:

a)
b)

c)
d)

f)

theydo not haveto participate.

theycanchoosenotto answeranyquestiongheyd o rwish
to

theycanwithdrawfrom theinterviewat anytime without any
Issues.

Theirinterviewwill berecordedbutthattherecordingwill be
savedon alockedcomputer& after7 days,theinterviewwill
bewritten downandanonymizedtheir name/personaletails
removed).

if, atalaterstagetheydecidetheyd o nvarnttheirinterview
to beincludedin theresearchtheycangetit removedupto 7
daysaftertheydotheinterviewasafterthisit will notbe
identifiable.

At theendof theinterviewtheycanaskanyquestionghey
wish.

Step Four

Ask child to sharetheirindividual viewsregardingthe programme
usingtheseprompts:

1. Whatdoyouthinkwerethebenefitsofthe6 E mb L a ¢ ¢
programmeyou havebeendoing?Benefitsare helpful,
useful,positivethings.L e tmakea list andl mayaskyou
somemorequestionsaboutwhatyousay.

2. Whatdo youthink are the challenger thingsthat could
havebeenimprovedwith the programme?hallengesare
difficult, tricky thingsthat mustbe overcomelL e tmakea
list andl mayaskyousomemorequestionsaboutwhatyou
say.

3. Whatwasyour favouriteactivity in the programmeVhy?

4. Whatwasyour leastfavouriteactivity in the programme?

Why?
5. Whatdid youlearn from the programme?{Showvisualaid
to promptdiscussionf necessary)

6. Whatare yourviewsonthe Embracebooklet?
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7. Howwouldyoudescribethe programmeto a friend who
d i dkmdwaboutit?

8. Howwouldrate this programmeout of 10?
1(extremelyunenjoyable}10 (extremelyenjoyable)
1(extremelyseless)O (extremelyuseful)

9. Wouldyourecommendhis programmeto a friend? Why?

10. Whatquestionglo you haveaboutthe programme?
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Visual Aid for Question 5

296


http://www.google.com/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwjFweqYm6PcAhVFZ1AKHUuGCaQQjRx6BAgBEAU&url=http://www.geniuskitchen.com/recipe/ice-cubes-524197&psig=AOvVaw3OhRsB9tAa9yu5m7u7qi9c&ust=1531816474417204
http://www.google.com/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwisia_Am6PcAhUEEVAKHaQFCoEQjRx6BAgBEAU&url=http://www.noguru.net/ever-stuck-post-note-forehead-511.html&psig=AOvVaw1LKaYyeZSnEZV2BIJtGAkD&ust=1531816558469811
https://www.google.com/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwj7yrHmnKPcAhWQYlAKHXD6CJwQjRx6BAgBEAU&url=https://www.amazon.com/Quality-Park-Cotton-10-Ply-46171/dp/B0013L5DFC&psig=AOvVaw05nAgXfINUs5tW8VEAnA4u&ust=1531816902950301

Appendix AA: Informed Consent Teaching Staff

Schoolof Psychology Cardiff University

Informedconsenform
V | havereadthe attachednformationletterandunderstandhe content.
V | agreeto takepartin this researctandunderstandhefollowing:

1 lunderstandhatl may be selected to takepartin ashortinterviewmy
viewsregardingthe UncertaintyProgrammehat Year8 childrenwere
involvedin.

1 1 understandhattheinterviewwill lastaround30 minutesandmy voice
will berecordedon adigital recorder.

1 lunderstandhat| understandhatparticipationin this studyis entirely
voluntaryandthat| canwithdrawfrom the studyat anytime without
giving areason.

1 lunderstandhatl canwithdrawmy datafrom this studyup until 7 days
aftertheinterview,asafter7 daystheinterviewwill becomeanonymous
andhavenolink to me.

1 lunderstandhatl amfreeto askanyquestionsatanytime.

| alsounderstandhatat theendof the studyl will beprovidedwith
additionalinformationandfeedbackaboutthe purposeof the study,

l, give consento participatein the study
conductedby PeterD ’ L i Soleoolof PsychologyCardiff Universityunderthe
supervisiorof AndreaHiggins.

Signed:
Date:

FleschReadingEase46.8; FleschKincaid GradelLevel 12.3
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Appendix BB: Semi-Structured Interview Procedure and Questions (Staff

Member)

Step One

ProvidelnformationLetterto the staff memberandreadthrough
with them

Step Two

Consentasalreadybeengainedbut provideconsenform againto
the staff memberandreadthroughwith them.Ask themif they
wantto still takepartandgetthemto sign.If theydecline,end
interview.

Step Three

Verbally remindthe staff membetthat:

a) theydonothaveto participate

b) theycanchoosenotto answeranyquestiongheyd o nwish to

c) theycanwithdrawfrom theinterviewatanytime withoutany
issues

d) theirinterviewwill berecordedoutthattherecordingwill be
savedon alockedcomputer& after7 days,theinterviewwill
bewritten downandanonymizedtheir name/personaletails
removed)

e) if, atalaterstagetheydecidetheyd o nwanttheirinterview
to beincludedin theresearchtheycangetit removedupto 7
daysaftertheydo theinterviewasafterthisit will notbe
identifiable.

f) Thatattheendof theinterviewtheycanaskanyquestions
theywish.

Step Four:

Ask the staff memberto sharetheirindividual viewsregardinghe
programmeusingtheseprompts:
1. Whatis yourunderstandingfthe6 Emb L a ¢ & 6

programmeandits purpose?

2. Whatdo youthink werethe benefitsof the programmefor
theyoungpeopleinvolved?

3. Whatdo youthink werethedifficultiestheyoungpeople
involvedfacedin relationto programme?

4. Whatwerethebenefitsfor youbeinginvolvedin the
programme?

5. Whatwerethechallengedor youbeinginvolvedin the
programme?

6. Whatwasyour favouriteelemenbf the programmeVhy?

7. Whatwasyour leastfavouriteelemenin the programme?
Why?

8. Howdoyoufeelstucentsperceivedhe programme?

9. Howdoyouthinkthe programmecouldbeimproved?
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10. Howwouldrate this programmeout of 10?
1(extremelyunenjoyabldor YP)-10 (extremelyenjoyable
for YP)
1(extremelyselessor YP) 10 (extremelyusefulfor YP)

11.Wouldyourecommendhis programmeto anotheryear
group?Why?Or whynot?

12. Whatquestions/comment® you haveaboutthe

programme?
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Appendix CC: Online Questionnaire Pilot 1; 8-Weeks Post-Intervention
8-Week Post IUSC

https://tinyurl.com/8wkpostiusc

Start of Block: Post-Information Letter

Q1

Hello, Please read the following information carefully. Thank ydau are about to do
an online questionnaire that takes up taritOutes. The questionnaire is interested in
what you think when you feel uncertain about yourself.

Some people dislike feeling unsure about thirfgseling unsure can make people feel
worried and can sometimes make them less open to new or different idea

Most questions are multiple choice, so you just have to click on the answer that is most
true for you.

The questionnaire is private so you have been given a code word. You will be asked for
your code word, your age and your gender. Then you will beddskenswer a set of
guestions about your experience of feeling uncerfdie.information you give and

your code word will be held privately on an online system that only the researcher and
the research supervisor will be able to see or have access to.

Y ou will not be given individual feedback about how you scored in this questionnaire,
but you will be given more information about the study at the end of the research study.

The results of the research study will be written into a research paper, howeegeasf

your personal details will be included so no one will know your views are ydursu

do not want to do the questionnaires, you don't have to. Just click: No, | do not want to
do the questionnaire. If you begin and you do not want to answerq@egons, just

skip them. If at any time, you do not want to do the questionnaire, just stogllaralir
teacher or the researcher.

This research project has been approved by an ethics committee at Cardiff University.
They make sure that the resdmaproject is carried out in a fair, sensible and respectful
way. If you have any complaints about the project, cont8etretary of the Ethics
Committee, School of Psychology, Cardiff University, Tower Building, Park Place,

Cardiff, CF10 3ATContact Numbr: 02920 870 360 Email:
psychethics@cardiff.ac.uk

Yes, | want to do the questionnaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Post-Information Letter
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Start of Block: Personal Details

Q2 Please enter your coderd

Code word (1)

Q3 How old are you?
12 (1)

13 (2)

Q4 Gender

Male (1)
Female (2)

Other Please write in the box (3)

End of Block: Personal Details

Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)
IUSC Questionnaire included as in Appendix T

Q5-31

End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Start of Block: Debrief Form
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Q32 Research Study Title

The implementation and evaluation of a universal programme to strengthen young
people’s tolerance of personal uncertaini

You have finished! Please read, scroll down and tick the button at the bottom of
the page!

Thank you so much for your time and patiencé/ou took part in a programme in
your class. The aim was to see if the programme could help you to be more comfortable
with feeling uncertain.

The questionnaire checked how you felt about being unicdrédore and after the
programme.

Research has shown that people who have difficulties with feeling uncertain can feel
worried. This can also mean they are less open to new or different ideas. Remember,
all your answers are private so that metas only the researcher and the research
supervisor will know your answers are yours.

The programme was for your whole class so taking part does not mean you have a
problem as the programme is meant to help all children in different ways. It may help
some with feeling uncertain and it may help some to be more open to new or tlifferen
ideas. Information from the questionnaire may be used in a psychology research paper,
but your personal details will not be used.

If you want more information abbieeling uncertain, these are some useful websites:
http://youth.anxietybc.com/anxiety01

https://www.getselfhelp.co.uk/docs/APPLE2.pdf

If you have any questions or worries as a result of doing this questionnaire, ask your
teacher or contact enor the research supervisor on:

Names of Researcher: Pet er D’ Li ma

Address: School of Psychology, Cardiff University, Tower Building, Park Place,
Cardiff, CF10 3AT.

Contact Number: 02920876497 Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Bigins, School of Psychology, Cardiff University, Tower
Building, Park Place, Cardiff, CF10 3AT.

Email: HigginsA2@cardiff.ac.uk Phon829 208 79003

This research project has been approved by an ethics committee at Cardiff University.
They make sure th#te research project is carried out in a fair, sensible and respectful
way.

If you have any complaints about the project, contact:
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Secretary of the Ethics Committee, School of Psychology, Cardiff University, Tower
Building, Park Place, Cardiff, CFI¥AT Contact Number: 02920 870
360 Email: psychethics@cardiff.ac.uk

| have read the debrief form and | am ready to finish. (1)

End of Block: Debrief Form
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Appendix DD: Debrief Forms for Young People (Questionnaire + Programme)

The implementation and evaluation of a universal programme to strengthen young
people’s tolerance of personal

Thank you for taking part in this study and for your time and patience!

You took partin aprogrammaen your class.Theaim wasto seeif the programmecould
helpyou to be morecomfortablewith feelinguncertain.

Thequestionnair@vastrying to understand:

1 howyou felt aboutbeinguncertainbeforeandafterthe programme.

1 howconfidentandcomfortableyoufelt copingwith difficult situationsbeforeand

aftertheprogramme.

1 Whatwaysyou usedto copebeforeandafterthe programmeook place

1 Whatyouthoughtaboutthe programme
Research has shown that people who havecdlifies with feeling uncertain can feel
worried. This can also mean they are less open to new or different ideas.

Remember, all your answers are private so that means that only the researcher and the
research supervisor will know your answers are yours.

Theprogrammewasfor your whole classsotakingpartdoesnot meanyou havea
problemasthe programmas meantto helpall childrenin differentways.It mayhelp
somewith feelinguncertainandit mayhelpsometo be moreopento newor different
ideasanddealwith difficult situationsbetter.

Information from the questionnaire may be used in a psychology research paper, but your
personal details will not be used.

If you want more information about feeling uncertain, these are some useful websites:
http://youth.anxietybc.com/anxiety01
https://www.getselfhelp.co.uk/docs/APPLE2.pdf

If you haveanyquestionr anythingworried you aboutthis researchpleaseaskor tell
your teacheror me:
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Names of Researcher: PeteD’ Li ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, Tower Building, ParkPlace Cardiff,
CF103AT
Email: HigginsA2@cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshouldbe madeto: Secretaryf the EthicsCommittee Schoolof
PsychologyCardiff University, Tower Building, ParkPlace ,Cardiff, CF103AT
ContactNumber:02920870360 Email: psychethics@cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
CooperCooperM1@cardiff.ac.ukThe lawful basisfor the processingof the datayou
provideis consent.

Thanks again for taking part!
Kindest Regards,
Peter D’'Lima (Trainee Educational Psychol

FleschReadingEase57.3; FleschKincaid GradelLevel9.6
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Appendix EE: Debrief Forms for Young People (Semi-Structured Interview)

The implementation and evaluation of a universal programme to strengthen young
people’s tolerance of personal

Thank you for taking part in this study.

You took partin aprogrammaen your class.Theaim wasto seeif the programmecould
helpyouto be morecomfortablewith feelinguncertain.

Research has shown that people who have difficulties with feeling uncertain can feel
worried. This can also mean they are less open to new or different ideas.

You took part in an interview with XXXXXX where you were asked questions about the
programme. Tis is very helpful because it can help us to improve the programme and
make it better.

Theinterviewwasrecordedon adigital recorder.Then,therecordingwill beputona
lockedcomputerthatonly | will beableto getinto asthe computerthasa passwaod.
After 7 days,| will write downeverythingyouandXXXXXX saidduringtheinterview,
but | will takeoutyour personabetailswhich meanso oneelsewill link youto what
you havesaid.If youwould like meto takeyourinformationout of the study,you can
dothisupto 7 daysafterinterview.

If you want more information about uncertainty, these are some useful websites:

http://youth.anxietybc.com/anxiethy01

https://www.getselfhelp.co.uk/docs/APPLE2.pdf

If you haveanyquestionspleaseaskyourteacheror Peter(theresearcher)

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshouldbe madeto: Secretaryf the EthicsCommittee Schoolof
PsychologyCardiff University, Tower Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920 870 360 Email: psychethics@cardiff.ac.uk

Thanks again for taking part!
Kindest Regards,
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Peter D'Lima (Trainee Educational Psychol

Names of Researcher: PeteD’ L1 ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, TowerBuilding, ParkPlace Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

FleschReadingEase68.9; FleschKincaid GradeLevel 7.3

Appendix FF: Debrief Forms for Teaching Staff

The implementation and evaluation of a universal programme to strengthen young
people’s tolerance of personal

Thank you for taking part in this study.

Theaim of theresearclwasto investigatdaf aprogrammaedesignedo helpyoungpeople
dealwith personaluncertaintywas effective. This was achievedby assessindnow the
youngpeopleinvolvedfelt aboutpersonalincertaintybeforeandafterthe programne to
seeif theprogrammeéhadan effect.
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Theresearclstudyproposeshattheprogrammecouldmakeyoungpeoplemoreresilient

Names of Researcher: PeteD’ Li ma

Address: Schoolof PsychologyCardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: AndreaHiggins, Schoolof PsychologyCardiff
University, TowerBuilding, ParkPlace Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

generally.Theresearclstudyalsoproposeshatby helpingyoungpeopledealbetterwith
personalncertaintywe mayalsopreventyoungpeoplefrom havingalack of flexibility
in their thinking.

Research has shown that people who have difficulty coping with uncertainty can feel
anxious or worried (Osmanagaoglu, Creswel
rigid, inflexible thinking (McGregor et al.,2013).

You took partin aninterviewwhereyou wereaskedyour views on the benefitsand
challenge®f the programmeY ou wereaskedbecauseou wereinvolved with and/or
attendedhe programmeYou werealsoaskedaboutyour views aboutthe programme
generally.Thisis very helpful becausét canhelpusto improvethe programmeand
makeit better.

Theconversatioryou hadwith theinterviewerwasrecordedandis kepton alocked
computerthatonly | cangetinto. All your informationwill be held confidentially
beforeit is transcribedOurinterviewwill betranscribed” daysaftertheinterviewand
atthis point, thedatawill beanonymisedif you would like meto takeyour viewsout
of the study,you cando thisupto 7 daysafterinterview.

If youhaveanyquestionspleased o rhésitateo contactPeter(theresearcherdr the
researclsupervisor:

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshouldbe madeto: Secretaryf the EthicsCommittee Schoolof
PsychologyCardiff University, TowerBuilding, ParkPlace,Cardiff, CF103AT

Contact Number: 02920 870 360 Email: psychethics@cardiff.ac.uk

Thanks again for taking part!
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Kindest Regards,
Peter D'Lima (Trainee Educational Psychol

FleschReadingEase61.5; FleschKincaid GradelLevel9.4
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Appendix GG: Reflections on and Changes to Pilot 1 Informed by Experience of Delivery and Pilot 1 Qualitative Evaluation

Issues arising from
Pilot 1

Reflections/Potential
Solutions

Changes Implemented for Pilot 2

Tasks that were
improved/removed
from Pilot 1

This was a result of
researcher experience of
delivering theprogramme
and participant responses
during programme delivery

Changes implemented
endeavoured to strengthen
the programme.

Session 1: No change
Session 2: No change
Session 3:

“*The awkward text’ was changed t
friendship difficulty as Pilot 2 participants were all males.

In Pilot 1, participants had to label potential positive and negative though
relation to the °'bheladkuwagerwdschaagedto s
“hel pful’” and “unhelpful’®™ though
on how useful certain thoughts were in helping them to be assertive, whi
was dealt with later on in the programme.

I n Pi | otb als, k eaused tonkatithte the labelling of positive and
negative thoughts. Participants threw balls representing varying thoughtg
the basket. This was removed in Pilot 2 as it appeared to distract from th
purpose of the activity in Pilot 1.

In Pilot 2, ®me slides were added in discussing the differences between
acceptance and avoidance in more depth as this was something that
participants in Pilot 1 struggled with (See Appendix SS).

Session 4:
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Pilot-i® ‘ABRes=®trti veness’ ' paatsikPilota got
distracted by placing po#s on their heads etc. and it was deemed non
essential to achieving the learning objective of that session.

Session 5: The headlines used to rouse uncertainty were altered for Pilot
The grammar schoobatext meant that exams and GCSEs were associat
with a lot of uncertainty for YP and thus, this GCSE changes were the to
the headlines.

Session 6:

In Pilot 1, participants did not have the opportunity to teach the skills leat
to another classl'hey taught the skills to each other. They taught the
mindfulness task/ the iesube task/ the finger trap task/ the chocolate butt
decision task

In Pilot 2, participants taught skills to another Year 8 class. They taught t
mindfulness task/ the Mteaser task/ the finger trap task/ the chocolate
buttons decision task

Clarity; children not
understanding the
purpose of
tasks/activities

Ensure clarification of the
purpose of activities and
how the activities can help
in reatlife.

Embracebooklet/presentation had clear outcome printed for each task/ac
(See Appendix SS)

Time; not having

Request more time

Time per session was increased in Pilot 2

enough time to Pilot 1- 40 mins
complete tasks Pilot 2- 60 mins
Mindfulness being Request more time Time per session was increased in Pilot 2
rushed at the end of Pilot 1- 40 mins
session Re-position mindfulness to | Pilot 2- 60 mins

the beginning of the sessio
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The mindfulness technique waspesitioned to the beginning of the sessio
to ensure that it was conducted with calm, even if other tasks and activiti
over. Furthermore, the Pilot 1 class were very animated and it was felt th
mindfulness at the lggnning of the session could be useful in Pilot 2 to be
the session with a sense of calm.

Use of a soft toy brain
as a motivator for
group discussion; some
children afraid to
answer

‘Heads down,

down'

At the start of the
programme, askhildren to
provide their assent to
answer guestions using the
soft toy brain. If they do no
wish to use this, they shou
show a thumbs down. If
they change their mind at
any time, they can inform
me privately. In this way,
this can still engage those
who enjoy it and those that
are worried about catching
it can still answer questiong

‘Heads down, thumbs wup or down
One child opted out of using the soft brain toy and this was respected

throughout sessions.

Sharing intimate
details; anxiety related
to answering questions

This is a valid concern and
is one that can only be
remedied through ensuring
that the group is a safe
space where all feelings ar
valued.

Ensure children are aware
that there is an Ogiut.
Take about this exilitly

The voluntary nature of contributing was reiterated every session in Pilof
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that they can always pass
they do not feel comfortabl
answering a question.

Group working

Go through principles of
good group working and
assign roles so that there i
more clarity.

No changes. Group working was not an issue in Pilot 2.

Not discussing mental-
health related topics
specifically (e.g.
psychoeducation on
depression)

Re-iterate what the
programme is and its
purpose and also what it is
NOT.

It is not a programme that
can rid someone of
problems, anxiety or
depression instantly.

It is a programme that can
help people learn skills tha
may be useful in dealing
with many different
difficulties.

Programme contained a more detailedg@ssion in which the programme
was explained carefully, distinguishing what the programme is and is not

Appendix TT)

Reflection section at the
end of each session had
no scaffold and was not
used by any students at
home.

Provide scaffold.

The following questions were added on each reflection page:
What did you enjoy about the session?

What was difficult about the sesg?

What did you learn about the session?

Staff worrying about
how the learning could
continue once the

Arrange meeting with staff
postprogramme to discuss

evaluation.

Meeting arranged with all staff involved and Year 8 leadeliscuss
evaluation posprogramme and ways forward discussed.
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programme had
finished.
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Appendix HH: Information Letters for Parents/Carers of Year 8 Students Who
Will Be Taught Techniques by the Year 8s Currently Participating in the
Programme

DearParent/Carer,

| amatraineeeducationapsychologisattendingCardiff Universityandon placementn
the XXXX EducationaPsychologyService.

A Year8 classin XXXXX schoolhavebeentakingpartin aprogrammeimedathelping
them deal betterwhen they feel uncertainor unsureaboutthings. This programmels
called* E mb 1L a daedwasdevelopedoy a group of educationapsychologistsand
myself, underthe supervisionof educationapsychologisi& professionatutor, Andrea
Higgins.

Within this progranme, the classhavelearnedtechniqueghatwill helpthemdealbetter
with uncertainty.Partof this programmeinvolves them sharingthesetechniqueswith
otherstudentsasthis canhelpthemto understandhe techniquesnoreandcanalsohelp
their fellow studentslealbetterwith uncertainty.

Yourc h i tlagshasbeenchoserto benefitfrom beingshowntheseechniquedythose
Year8 pupilswho havebeeninvolvedin the study.

If you consentedor your child to take part, they would spenda lesson(60 minutes)
learningtechniqueshatcanhelpchildrenaccepuncertaintyasanormalpartof life. This

would bedeliveredby the Year8 pupilswhohavetakenin* E mb L & ¢aedéxamples
areoutlinedbelow:

Finger Trap Task

involves getting the child to think of a difficult situationand placing their finger in a
Chinesefinger trap toy to explain the conceptof acceptanceof feelings insteadof
avoidingfeelings.

Mindful Eating Task
Involves the children being guided to attend to the experience @fgeatid notice
thoughts, feelings, sensations throughout.

6- step decision plan & chocolate buttons task
involves children using é-step problem solving plan to decide how to share an unequal
amount of chocolate buttons

The session will be supervisdly Mrs. XXXX, and myself, a trainee educational
psychologist.

Participationis voluntary meaningyour child doesnot haveto take part. Shouldyou

choosefor you child notto takepartor your child doesnotwishto takepart,thenhe/she
will goto anoherclassduringthislessontime.

315



Safeguardingyuidelinesand policieswill be alwaysfollowed during the researchThe
researchvill bewrittenin apsychologyesearcipaperputall detailswill beanonymous.
It will notbepossibleto link yourchild” personabetailsor involvementto theresearch.

If you would like your child to take part, please sign the attached consent form by
XXX (DATE) & return to XXXX.

Names of Researcher: PeteD’ Li ma

Address: School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Any questions in the meantime, do not hesitate to contact me on the details below:

The researctproject hasbeenapprovedby an ethicscommitteeat Cardiff University.
Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace,Cardiff, CF103AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk

The data controller is Cardiff University and the Data Protection Officer is Matt
CooperCooperM1@cardiff.ac.ukr helawful basisfor the processingf the datayou or
childrenprovideis consent.

Thankyou very muchfor takingthetime to readthis letter.
KindestRegardsPeterD ’ L i TmmeeEducationaPsychologist

FleschReadingEase54.5; FleschKincaid GradeLevel 10.5
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Appendix I1: Information Letter for Young People Being Taught Skills to Manage
Uncertainty

DearMemberof Year8,

| amatraineeeducationapsychologisfrom Cardiff University,andl amwriting to tell
you aboutsomeresearctihatis beingdonein anotherYear8 classin your school.

Somepeopledislike feeling uncertainaboutthings. Feelinguncertaincan make sonme
peoplefeel worried and cansometimesnakethemlessopento new or differentideas.
Another Year 8 classin your school have beentaking part in a programmecalled
‘' EmbrLa d'®E mb rLa digall abouthelping peopledeal betterwhenthey feel
uncertainaboutthings.

Your classhasbeenchoserto do sometasksthatmayhelpwhenyoufeeluncertainThey
arefun andinterestingtasksandwill beled by the Year8 classtakingpartin* Embr ac e
L i fTéetaskswill happenn form time.

Theresearchwill be partof a psychologyresearctpaper,butit will not be possibleto
link you or your personaldetails(hame,age,etc.)to thisresearch.

You do not haveto take part. If you choosenot to do so, you will go to anotherclass
duringthislessonlf you dowantto takepart,please sign the attached consent form. If
you haveanyquestionspleasecontactmeontheinformationbelow:

Names of Researcher: PeteD’ Li ma

Address: School of Psychology,Cardiff University, Tower
Building, ParkPlace Cardiff, CF103AT

Contact Number: 02920876497

Email: DlimaP @cardiff.ac.uk

Supervised by: Andrea Higgins, School of Psychology, Cardiff
University, Tower Building, Park Place, Cardiff,
CF103AT
Email: HigginsA2 @cardiff.ac.uk
Phone02920879003

Theresearclprojecthasbeenapprovedoy an ethicscommitteeat Cardiff University.

Any complaintsshould be madeto: Secretaryof the Ethics Committee, School of
PsychologyCardiff University, Tower Building, ParkPlace Cardiff, CFL03AT

Contact Number: 02920870360 Email: psychethics@cardiff.ac.uk
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The data controller is Cardiff University and the Data Protection Officer is Matt

CooperCooperM1@cardiff.ac.ukr helawful basisfor the processingf the datayou or
childrenprovideis consent.

Thankyou very muchfor takingthetime to readthis letter.

KindestRegardsPeterD * L i TnaimeeEducationaPsychologist
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Appendix JJ: Informed Consent for Parents/Carers of Young People Being

Taught Skills to Manage Uncertainty

Informedconsenform
V | havereadthe attachednformationletterandunderstandk.
V | agreefor my child to takepartin this researclandunderstandhat:

1 OtherYear8 studentwill sharetechniquesheyhavebeenlearningin
the* Emb L a ¢pmdrammendthatthiswill involve tasksthatfocus
on helpingchildrendealbetterwith feelinguncertainaboutthings.

l, consento my child

participatingin the studyconductedy Peter
D’ L i Sohloolof PsychologyCardiff Universityunderthe supervisiorof Andrea
Higgins.

Signed: Date:

Please return consent form by XXXX 2018 to XXXXXX
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Appendix KK: Informed Assent for Young People Being Taught Skills

InformedAssentForm
V | havereadtheinformationletterandl understandvhatit says.
V | agreeto takepartin thisresearctstudyand:

1 lunderstandhat! will betaughtwaysof dealingbetterwith feeling
uncertainin oneform time session.

1 lunderstandhatl do not haveto takepartin theresearchf | do not
wantto andcanstopbeinginvolvedat anytime.

I, agreeto takepartin theresearclproject,
whichis beingrunby PeterD * L i traiaeeeducationapsychologistwhois from
Cardiff University.

Signed:
Date:
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Appendix LL: Online Questionnaire Pilot 2; Pre-Intervention
Pre-Intervention IUSC & Vignette

https://tinyurl.com/preiuscv

Start of Block: Pre-Info & Assent
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Q1 Hello, please read the following information carefully. Thank youYou are about

to do an online questionnaire that takes updoninutes.The questionnaire is interested

in how you feel when you are unsure about things. You will answer questions about
feeling uncertain. You will also be shown some uncertain situations and asked how you
might feel and deal with these difficult situations.

Some people dislike feeling unsure about thingeeling unsure can make people feel
worried and can sometimes make them less open to new or different ideas.

Most questions are multiple choice, so you just have to click on the answer that is most
true for you.

The guestionnaire is private, so you have been given a code word. You will be asked for
your code word, your age and your gender. Then you will be asked to answer a set of
guestions about your experience of feeling uncertain.

The information yowgive and your codes will be held privately on an online system that
only the researcher and the research supervisor will be able to see or have access to.
You will not be given individual feedback about how you scored in this questionnaire,
but you will be given more information about the study at the end of the research study.

After the questionnaire somplete, you will be asked to take part in a programme in your
class regarding uncertainty. Being asked has nothing to do with your scores in the
quesionnaire and does not show that you have a difficulty with feeling uncertain.
The results of the research study will be written into a research paper, however none of
your personal details will be included so no one will know your views are yours.

you do not want to do the questionnaires, you don't have to. Just click: No, | do not want
to do the questionnaire. If you begin and you do not want to answer some questions, just
skip them. If at any time, you do not want to do the questionnaire, jypsastitell your
teacher or the researcher. This research project has been approved by an ethics
committee at Cardiff University. They make sure that the research project is carried out
in a fair, sensible and respectful way. If you have any complaimsit the project,
contact: Secretary of the Ethics Committee, School of Psychology, Cardiff University,
Tower Building, Park Place, Cardiff, CF10 3AT Contact Number: 02920 870

360 Email: psychethics@cardiff.ac.uk

Yes, | want to doite questionnaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Pre-Info & Assent

Start of Block: Personal Details
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Q2 What is your code word?

Code word (1)

Q3 How old areyou?
12 (1)

13 (2)

Q4 Gender

Male (1)
Female (2)

Other (3)

End of Block: Personal Details
Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)
IUSC Questionnaire included as in Appendix T

Q5-31
End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Start of Block: Vignette (Academic)

Q32

Please read the situation below and imagine that it is happening to youambseer

the following questiond?lease answer truthfully, rather than answering how you think
you should answer. Remember no one will know your answers are yours.
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You were absent last week when the teacher told your class about an important test.
You have just found out that the test is

What would you do to help deal with this situation?

Q33
How confident do you feel dealing with this situation on a scaleldf?l
1= Not at all confident 10= Extremely confident

1 (1)
2 (2)
3 (3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)

10 (10)

End of Block: Vignette (Academic)

Start of Block: Vignette (Social)
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Q34 Please read the situation below and imagine that it is happening to you.
Then,answer the following questionBlease answer truthfully, rather than answering
how you thirk you should answer. Remember no one will know your answers are
yours.

Your friend has stopped talking to you. Every time you see your friend, they walk
away. You dondét know what you have done.

What would you do to help deal with this sition?
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Q35
How confident do you feel dealing with this situation on a scaleldf?l

1= Not at all confident10= Extremely confident
1 (1)
2 (2)
3 (3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)

10 (10)

End of Block: Vignette (Social)

Appendix MM: Online Questionnaire Pilot 2; Post-Intervention
Post-Intervention ITUSC & Vignette

https://tinyurl.com/postiuscv
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Start of Block: Post-Info & Assent

Q1 Hello,please read the following information carefully. Thank ydidu are about to

do an online questionnaire that takes upGaninutes. The questionnaire is interested

in how you el when you are unsure about things and your views about the Embrace
Life programme you took part in. You will also be shown some uncertain situations and
asked how you might feel and deal with these difficult situations.

Some people dislike feelinghsure about things-eeling unsure can make people feel
worried and can sometimes make them less open to new or different ideas.

Most questions are multiple choice, so you just have to click on the answer that is most
true for you. Some guestions ask your opinion and you have to type in your answer.

The questionnaire is private, so you have been given a code word. You will be asked for
your code word, your age and your gender. Then you will be asked to answer a set of
guestions about your experiermfefeeling uncertainThe information you give and

your codes will be held privately on an online system that only the researcher and the
research supervisor will be able to see or have access to.

You will not be given individual feedback about how yoursdan this questionnaire,

but you will be given more information about the study at the end of the research study.

The results of the research study will be written into a research paper, however none of
your personal details will be included so no onk kmow your views are yourslf you

do not want to do the questionnaires, you don't have to. Just click: No, | do not want to
do the questionnaire. If you begin and you do not want to answer some questions, just
skip them. If at any time, you do not waa do the questionnaire, just stop adeltl your
teacher or the researcher.

This research project has been approved by an ethics committee at Cardiff University.
They make sure that the research project is carried out in a fair, sensible and respectful
way. If you have any complaints about the project, cont8etretary of the Ethics
Committee, School of Psychology, Cardiff University, Tower Building, Park Place,
Cardiff, CF10 3ATContact Number: 02920 870 360 Email:

psychethics@cardiffauk

Yes, | want to do the questionnaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Post-Info & Assent

Start of Block: Personal Details
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Q2 Please enter your code word

Code word (1)

Q3 How old are you?
12 (1)

13 (2)

Q4 Gender

Male (1)
Female (2)

Other please write in the box (3)

End of Block: Personal Details

Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)
IUSC Questionnaire included as in Appendix T

Q5-31

End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)
Start of Block: Vignette Academic

Q32

Please read the situation below and imagine theh@&ppening to you. Theanswer

the following questiond?lease answer truthfully, rather than answering how you think
you should answer. Remember no one will know your answers are yours.
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You are usually able to understand new things in lessddswever, you have a new
teacher and you just arendét understandi n

What would you do to help deal with this situation?

Q33
How confident do you feel dealing with this situation on a scaleldf?l
1= Not at all confident 10= Extremely confident

1 (1)
2 (2)
3 (3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)
10 (10)

End of Block: Vignette Academic
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Start of Block: Vignette Social

Q34 Please read the situation below and imagine that it is happening to you.
Then,answer the following questionBlease answer truthfully, rather than answering
how you think you should answer. Remember no ofl&kmow your answers are
yours.

Youbve arranged to meet a person you | ik
go to the cinema with you, but another f
(Post)

What would you do to help deaith this situation?
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Q35
How confident do you feel dealing with this situation on a scaleldf?l

1= Not at all confident10= Extremely confident
1 (1)
2 (2)
3 3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)
10 (10)
End of Block: Vignette Social

Start of Block: Qualitative Evaluation of the programme

Q36 You took part in a programme in your class which talked about how to deal with
feeling uncertain. The pgramme was called 'Embrace Life'. Think about that
programme and answer the following questions.

What was your favourite activity in the programme? Why?
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Q37 What was your leafvourite activity in the programme? Why?

Q38 How useful was the programme on a scale1d2
1= not at all useful0= extremely useful

1)

2 (2)

3 3)

4 (4)

5 (5)

6 (6)

7 (7)

8 (8)

9 (9)

10 (10)
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Q39 How useful was the programme on a scale1d?2
1= not at all useful0= extremely useful

1 (1)

2 (2)

3 3)

4 (4)

5 (5)

6 (6)

7 (7)

8 (8)

9 (9)

10 (10)

Q40 What were the benefité taking part in the programme?
(Benefits are positive, helpful and useful)

Q41 What were the difficulties in taking part in the programme?
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Q42 How would you describe the programme to a friend?

Q43 What did you learn from the programme?

End of Block: Qualitative Evaluation of the programme
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Appendix NN: Online Questionnaire Pilot 2; 8-Week Post- Intervention
8 WKk Post-Intervention IUSC & Vignette

https://tinyurl.com/8wkspostiv

Start of Block: Post-Information Letter
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https://tinyurl.com/8wkspostiv

Q1

Hello, please read the following information carefully. Thank ydMdu are about to do

an online questionnaire that takes u@aminutes. The questionnaire is interested in

how you feel when you are unsure about things. You will answer questions about
feeling uncertain. You will also be shown some uncertain situations and asked how you
might feel and deal with these difficult situat

Some people dislike feeling unsure about thirngseling unsure can make people feel
worried and can sometimes make them less open to new or different ideas.

Most questions are multiple choice, so you just have to click on the answer that is most
true for you.

The questionnaire is private, so you have been given a code word. You will be asked for
your code word, your age and your gender. Then you will be asked to answer a set of
guestions about your experience of feeling uncerfdie.information ya give, and

your code word will be held privately on an online system that only the researcher and
the research supervisor will be able to see or have access to.

You will not be given individual feedback about how you scored in this questionnaire,
but youwill be given more information about the study at the end of the research study.

The results of the research study will be written into a research paper, however none of
your personal details will be included so no one will know your views are yduysu

do not want to do the questionnaires, you don't have to. Just click: No, | do not want to
do the questionnaire. If you begin and you do not want to answer some questions, just
skip them. If at any time, you do not want to do the questionnaire, gysastitell your
teacher or the researcher.

This research project has been approved by an ethics committee at Cardiff University.
They make sure that the research project is carried out in a fair, sensible and respectful
way. If you have any complainébout the project, contacBecretary of the Ethics
Committee, School of Psychology, Cardiff University, Tower Building, Park Place,

Cardiff, CF10 3ATContact Number: 02920 870 360 Email:
psychethics@cardiff.ac.uk

Yes, | want to do the questinaire. (1)

No, | do not want to do the questionnaire. (2)

End of Block: Post-Information Letter

Start of Block: Personal Details
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Q2 Please enter your code word

Code word (1)

Q3 How old are you?
12 (1)

13 (2)

Q4 Gender

Male (1)
Female (2)

Other Please write in the box (3)

End of Block: Personal Details

Start of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

IUSC Questionnaire included as in Appendix T
Q5-31
End of Block: Intolerance of Uncertainty Scale for Children (Comer et al., 2009)

Start of Block: Vignette (Academic)

Q32

Please read the situation below and imagine that it is happening to youambseer

the following questiond?lease answer truthfully, rather than answering how you think
you should answer. Remember no one will know your answers are yours.

You hawe been agreed to take part inpgoject in a subject you love. You've just
started the project, but you didn't realize that it will involve 10 hours of extra work a
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week. You have just been told that you did badly in a test in another subject and have
to re-take the test next week.

What would you do to help deal with this situation?

Q33
How confident do you feel dealing with this sitwattion a scale of-10?

1= Not at all confident 10= Extremely confident
1 (1)
2 (2)
3 (3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)

10 (10)
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End of Block: Vignette (Academic)

Start of Block: Vignette (Social)

Q34 Please read the situation below and imagine that it is happening to you.
Then,answer the following questionBlease answer truthfully, rather than answering

how you think you should answer. Remember no one will know your answers are
yours.

Yourt hree c¢cl osest friends have agreed to h
i nvited. Youodre not sure why.

What would you do to help deal with this situation?
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Q35
How confident do you feel dealing with this situation on a scale- b2

1= Not at all confident10= Extremely confident
1 (1)
2 (2)
3 3)
4 (4)
5 (5)
6 (6)
7 (7)
8 (8)
9 (9)
10 (10)
End of Block: Vignette (Social)

Start of Block: Debrief Form
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Q36 Research Study Title

The implementation and evaluation of a universal programme to strengthen young
people’s tolerance of personal uncertainty.

You have finished! Please read, scroll down and tick the button at the bottom of
the page!

Thank you so much for your time and patience. You took part in a programme in your
class. The aim was to see if the programme could help you to be more comfortable with
feeling uncertain.

The questionnaire was trying to understand:

1 how youfelt about being uncertain before and after the programme.

1 how confident and comfortable you felt coping with difficult situations
before and after the programme.

1 what ways you used to cope before and after the programme took place

1 what you thought about the programme

Research has shown that people who have difficulties with feeling uncertain can feel
worried. This can also mean they are less open to new or different idéasmember,

all your answers are private so thatame that only the researcher and the research
supervisor will know your answers are yours.

The programme was for your whole class so taking part does not mean you have a
problem as the programme is meant to help all children in different ways. hetmay
some with feeling uncertain and it may help some to be more open to new or different
ideas.

Information from the questionnaire may be used in a psychology research paper, but
your personal details will not be used.

If you want more informatin about feeling uncertain, these are some useful websites:
http://youth.anxietybc.com/anxiety01

https://www.getselfhelp.co.uk/docs/APPLEZ2.pdf

If you have any questions or worries as a result of doing this questionnaire, ask your
teacher or conta me or the research supervisor on:

Names of Researcher: Peter D’ Li ma

Address: School of Psychology, Cardiff University, Tower Building, Park Place,
Cardiff, CF10 3AT Contact Number: 02920 876497 Email: DlimaP @cardiff.ac.uk

Supervised by: AndeeHiggins, School of Psychology, Cardiff University, Tower
Building, Park Place, Cardiff, CF10 3AT EmailigginsA2@cardiff.ac.uk Phon829
208 79003

This research project has been approved by an ethics committee at Cardiff University.

They makesure that the research project is carried out in a fair, sensible and respectful
way. If you have any complaints about the project, contacgecretary of the Ethics
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Committee, School of Psychology, Cardiff University, Tower Building, Park Place,
Cardff, CF10 3AT Contact Number: 02920 870 360 Email:
psychethics@cardiff.ac.uk

| have read the debrief form and | am ready to finish. (1)

End of Block: Debrief Forrm
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Appendix OO Pilot School Information
Pilot School 1

Pilot School 1 is an 218 comprehensive school in an urban Welsh local authority. There are
approximately 1,200 pupils on roll, including 295 in the sixth form. Pupils come from a wide
geographical area. However, the large majority coora the city in which the school is based.

The school welcomes students of all faiths and those with no faith background. Just under 16%
of pupils have additional learning needs, which is below the national average. Just over 5% of
pupils have statements gfbecial educational needs, which is higher than the national average.
Just under 9% of pupils are eligible for free school meals, which is well below the national
average of 17%. Nearly all pupils have English as their first language. Around 18% of pupils

come from minority ethnic backgrounds.

This information has been adapted and anonymised from a 2018 Estyn inspection report. Estyn

is the education and training inspectorate for Wales.

Pilot School 2

Pilot School 2 is a larger than average grammaracHhbis situated in an English, suburban
local authority and was recently converted to an academy. The proportion of pupils who are
disadvantaged and, therefore, supported with additional government funding, known as the
pupil premium, is significantower than the national average. The pupil premium is funding
for those pupils who are known to be eligible for free school meals, and for looked after
children. The proportion of pupils from minority ethnic groups and those who speak English
as an additinal language is lower than the national average. The proportion of pupils who have
special educational needs is lower than the national average.

This information has been adapted and anonymised from a Q@@ for Standards in
Education, Children's Services and SKil¥sted)inspection reportOfsted is responsible for

inspecting a range of educational institutions in England
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Appendix PP: Uncertainty Vignettes
Function of the Vignettes

1 To understand wdt skills young people may use to deal with uncertain
situations before and after the programme

1 To understand how confident and comfortable young people feel in managing
uncertain situations before and after the programme

Vignette (Academia x 3 Pre/Post/8 Weeks Post)

You were absent last week when the teacher told your class about an important test.
You have just found out that the test 1is
(Pre)

You are usually able to understand new things in lessons. Howevdrayea new
teacher and you just arenodét understandi n

You have been agreed to take part ppraject in a subject you love. You've just started
the project, but you didn't realize that it will involve 10 hours of extra wavkeek. You
have just been told that you did badly in a test in another subject and haviake rthe
test next week8 weeks Post)

Vignette (Social x 3 Pre/Post/8-weeks Post)

Your friend has stopped talking to you. Every time you see your friend, dhegway.

You dond6t know what you have done. (Pre)
Youbve arranged to meet a person you | ik
to the cinema with you, but another friei

t on Sat |

Your three closest friendalv e agreed t o hang ou
(8 weeks P«

invited. Youdre not sure why.

1. What would you do to help deal with this situation?
2. How confident would you feel dealing with this situation on scale frat®

1- Not at all confident 10- Extremely
Confident
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Appendix QQ:

15-Point Checklist of Criteria for Good Thematic Analysis (Braun & Clarke, 2006, p. 37)

Process No Criteria How achieved/ Evidence
Transcription 1. The data have been transcribed to an appropriate ley Recordings were listened to first and transcribed.
of detail, and the transcripts have been checked agal Afterwards, the transcripts were proofread whilst
the tapes for ‘“accur acy]listeningto the recording to check accuracy.
Coding 2. Each data item has been given equal attention in theg Yes; see transcripts (ApperdDD & EEE) and
coding process. summary of initial codes (Appendix GGG & HHH) in
which all relevant data has been coded prior to theme
being created.

3. Themes have not been generated from a few vivid | Coding has occurred after each data collection point
examples (an anecdotal approach) but, instead, the | (questionnaire/interview) and then connections
coding proceshas been thorough, inclusive and between codes highlighted and summarised into
comprehensive. themes (Appendix GGG & HHH & Figure 20)

4, All relevant extacts for all each theme have been Yes; see supporting extracts (Appendix LLL)
collated.

5. Themes have been checked against each other and| Yes; & a trainee EP colleague matched data excerpts
back to the original data set. to themes at a success ratd 4% without having

seen the data or themes before (Appendix SS)

6. Themes are internally coherent, consistent, and Yes see thematic map in results; themes checked by
distinctive. researcher and research supervisor for internal

coherence, consistenaynd distinctiveness
Analysis 7. Data have been analysed rather than just Yes analysis checked by research supervisor
paraphrased or described.

8. Analysis and data match each oth¢he extracts Yes; a trainee EPolleague matched data excerpts to
illustrate the analytic claims. themes at a success rate of 71.4% without having seg

the data or themes before (Appendix SS)

9. Analysis tells a convincing and weadlganised story Yes; see qualitative results.
about the data and topic.
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10.

A goodbalance between analytic narrative and
illustrative extracts is provided.

Yes; see qualitative results.

Overall 11. Enough time has been allocated to complete all Yes; time was allowed to come away from the data
phases of the analysis adequately, without rushing a and return with fresh eyes. Themes were revised and
phase or giving it a oneaverlightly. refined numerous times prior to final version being

selected. These revisions took place ovemnaofith
period.

Written 12. The assumptionabout TA are clearly explicated. Yes; see qualitative results for explanation of the

report strengths and drawbacks of TA.

13. There is a good fit between what you claim you do, | Yes
and what you show you have donke., described
method and reported analysis aomsistent.

14. The language and concepts used in the report are | The epistemological position is pragmatic. Thus, the
consistent with the epistemological position of the themeghat emerged are useful in understanding
analysis. whetherthis programme could be rolled out to help

promote resilience to radicalisation in YP.

15. The researcher is positionedaadivein the research Researchederived codes present in the coding

process; themes do not

J

process (Appendix GG& HHH); comments made
about the implications of the researcher designing ang
evaluating the programme in limitations of the
gualitative analysis.
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Appendix RR: Investigator Triangulation

What do those involved with the programme perceive as the benefits (RQ6) associated with the programme?

Theme Title Theme Number

Strengthening Snowflakes 1

Skilled and Ready 1.1

Accept & Tackle 1.2

Il " m nor mal 1.3

New Perspectives 2

Relationships & Behaviour 3

Hands on 3.1

Treated like young adults 3.2

Extract Coder 1 Coder 2 Agree/Disagree
(Researcher) (Unrelated to study)

..they were treated more as young adults 3.2 3.2 Agree

rather than just children and their views

and their opinions and being able to voice

what they wanted to say mattered and

they were listened to

| learned a lot about how to deal with 11 Disagree

certain issues when they arise in terms of 2

((pause)) challenging it because it can be

quite frustrating is blaming someone else

that | now get why those kids do that and

how they need help thinking it through(.)

(I learned) how to deal with uncertainty 11 Agree

with methods that suit the situation 11
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| loved how hands-on it was(.) | think a lot
of the times ((pause)) this idea of this ‘if
you just speak to me(.) | won’t learn’ (.)
whereas with this it was all about ((long
pause)) being active really(.) they were
always active; it was always them
involved(.)

3.1

3.1

Agree

“you can't just pull away from a situation
((long pause)) but if you just face it and
say(.) ‘look my bad’(.) it's a lot better(.)
then you can just resolve things and there
is no like tension ((pause))”

1.2

1.2

Agree

| liked the interaction with the boys when
they weren't just sort of sitting down

3.1

3.1

Agree

(I learned) that | am not the only person
who feels like this sometimes

1.3

1.3

Agree

...the teaching support assistant who
works with him (a child) | sent them all
the materials and all the stuff and she was
going through with him and talking about
it and she said that she noticed a marked
difference in his attitude and in his
behaviour over there(.) so(.) it wasn’t just
a kind of one-off kind of thing ((pause))

Agree

| know this generation is becoming a
massive issue people don't like
uncertainty((pause)) the term snowflake
is used quite a lot(.) it's a perfect research
project to do (.)...it's looked at how
children can think about what’s actually

Agree
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happening(.) calm down stay calm and
actually make an ((pause)) you know (.)
educated decision(.)

it also helped whenever | face a problem
how(.) like emm (.) how to like resolve it
and how to act upon it using like assertive
actions and things like that(.)

1.2

1.1

Disagree

| think it’s helped them think about their
actions and how they react to certain
situations has really helped(.)

Disagree

| think it was really good because it sort of
made you feel it was ok to be uncertain(.)
like you can't always know what's going to
happen all the time(.) | think it's sort of
like you realise that other people were
uncertain too(.)

1.3

1.3

Agree

Well before the programme ((pause)) if
I'd probably be more passive-aggressive
than assertive to be honest
((pause))...And so | think the programme
has kind of like opened my eyes to what's
better (.)...because it's kind of like not
getting angry and you’re not like ((pause))
hmmm ((pause)) trying to take it out on
them later(.) you're telling you're telling
them that you don't want to do it like
straight away

Agree

we learned how to stay calm or like how
to control our breathing and stuff and not

1.1

1.1

Agree
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like worry as much if we had exams and
stuff like that

...he explained that he felt that it was
different he felt (a student) ((pause)) that
PD (researcher) wasn’t judging him...and
he felt valued by him(.)

3.2

Disagree

(I learned) how to accept things are
inevitable and coping with them

1.2

1.2

Agree

For me being involved it was useful to see
some of the students (.) that that do
struggle with certain situations... and it
was how they adapted and how they
handled it and it was quite nice to see
because initially ((pause)) we entered into
it with them with a little trepidation
because well how are they going to
handle it are they going to sort of
((pause)) close up is it going to be
detrimental to them? but actually they
enjoyed it and they ((pause)) and
particularly one student who we knew
who does have problems and he did
engage with it

Agree

you get so many emails off parents where
((pause)) students have gone home
worrying and panicking about this has
happened and that has happened or he's
really worried about that or he's
extremely anxious about coming in
tomorrow or ((pause)) his ECT or his exam

Agree
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or whatever it is and for me it's about
them you know? (.) how can they look it
and go these are the options I've

got? And the dilemmas were about(.) are
you going to ask people for advice or are
you going to go on your gut instinct...It
was quite interesting to see how ((pause))
lads of that age haven't got a clue on their
own(.)”

but actually he (the researcher) had that
trust(.) ...he just sort of trusted them to
get on with it(.) a lot of teachers with
chocolate or whatever it might be(.) they
might not have that trust: ‘I couldn't
possibly give them a Malteser because
they’ll just mess around and eat it!’
Whereas(.) he was brave(.) he took risks
and it worked really well(.)

3.2

3.2

Agree

“It taught us some useful methods to
cope with stress or anxiety related to
feeling uncertain.”

1.1

11

Agree

If you have a problem deal with it instead
of avoiding it

1.2

1.2

Agree

It (the programme) was really relevant to
this day and age(.) It's such a big issue at
the moment(.) Kids just(.) it's called the
snowflake generation for a reason(.) They
just do not deal with any kind of
uncertainty or anxiety(.) they just really

Agree
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struggle and that (programme content)
again was perfect(.)

...it (the programme) was interactive
which was nice so they weren't just sitting
there (.) | think that was something else
they were all expecting and that's what
they're used to it's that you just sit but
they didn't have to they could get up and
they could walk around they swapped and
what have you (.) so that was nice that
was different for them and | think that
they all enjoyed that and | think that
helped them sort of that helped their
confidence and also their belonging with
the rest of the group

3.1

3.1

Agree

the lesson on the acceptance and
avoidance also helped about like(.) how
to accept problems no matter how bad it
is and it can help get weight off your
shoulders and like yeah

1.2

1.2

Agree

...it (the programme) was very helpful and
now | know what to do in the future if
anything like that happens(.)

1.1

11

Agree

Like we could learn how to look at
situations in a different light(.) So like if
we used to look at them and get quite
angry(.) we could actually be calm and
find a different way to approach
situations and like look at how other

1.2

Disagree
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people might approach it with different
mindsets and stuff like that

..l can use it (the programme) later in life
when I've got loads of dilemmas because |
had a dilemma from this which could be
resolved to that (.) and | could use the
same outcome to fix it(.)

1.1

1.1

Agree

(I learned) that it’s okay to be uncertain

1.3

Disagree

Total Agreement (RQ6):
22/30; 73.3%
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What do those involved with the programme perceive as the challenges (RQ7) associated with the programme?

Theme Title Theme Number
Unappreciated Impact 1
“Boring Hi ppie Nonsense’ 1.1
Unrealistic Expectations 1.2

Ignorance is Bliss 1.3

Reallife Connections 2

Mindful Environment 3
SelfConsciousness 3.1

“1 don’t want this programmi

Extract Coder 1 Coder 2 Agree/Disagree
(Researcher) (Unrelated to study)
| think also that they had hmmm ((pause)) 1.2 1.2 Agree

an unrealistic expectation of what it was
going to do ((pause)) | think they all felt
that by the end of it (.) they would feel (.)
better or different or whatever else and |
think that they thought there would be a
marked difference in how they thought or
felt...

I’'ve said maybe about putting it into sort of 2 2 Agree
everyday school life(.) once you’ve done
the friend task or the finger trap or
Malteser task or whatever it is(.) get them
to write down like(.) right(.) you've got 5 or
10 minutes now give me an example of
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how this affects your every single day life in
school(.)

When people come in (.) it's that sort of
((pause)) the child then thinks what you
know ‘they're going to think we're stupid’
and then they’re sitting here with a
Malteser on their hand with their eyes
closed ((pause)) you know it's that kind of
thing?

3.1

3.1

Agree

| struggled to understand the reason for
these exercises

11

Disagree

we would not have time to label our
thoughts as we (did) during the activity, in a
school environment

1.1

Disagree

i think it could’ve covered topics like
depression and how to deal with that

Disagree

understanding things (was a challenge)

Disagree

...at the end(.) there is a follow-up(.) so it’s
not just left(.) and they need to continue
practicing it to hmmm (.) make sure it
works(.) (re: the programme)

Disagree

“In my complete honesty, | do still it
difficult to take assertive actions, and also, |
still find it difficult not to resist temptation”

1.2

Disagree

Can also make you feel a bit insecure as
you have to share your opinions with the
class

3.1

3.1

Agree

| liked the mindfulness thing because its
good but if you were really stressed out in

1.1

Agree

355



school or something you don’t have time to
sit and you cant close your eyes but | still
liked it

| had to think about things | had never
thought about

1.3

1.3

Agree

| felt that the whole SPOTLIGHT OF
ATTENTION thing was a bit stupid

1.1

11

Agree

it's getting them to think about everyday
life like I've said before (.) In everyday life
how are you going to apply this?

Agree

it was stressful when the others in class
were being loud and annoying because it
put me off and | didn’t enjoy it as much as |
could’ve when they were getting told off

Agree

| don’t think they do appreciate what the
programme did for them because they
can’t see those little changes...

Agree

Also(.) | don’t just want this programme to
just stop because (.) how are we going to
then progress it to make it worth-while (.) if
it just ends then it’s not been worth
anything(.)

Agree

| think one of the challenges would
probably have been being honest about
everything you're saying(.)...Well you want
a kind of like appear good but ((pause)) you
don’t if you don't think that then you kind
of just lie about what you would do(.)

3.1

3.1

Agree

| think they struggled thinking about things
they don’t want to think about(.)

1.3

1.3

Agree
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maybe it's a tailored programme for just a
few of them so smaller groups rather than
a group of 30 or something like that
because obviously that was quite a big
group and it's quite a big group when
you're trying to ((pause)) obviously keep
them all quiet to sort of conduct for
mindfulness you know

Agree

if you were going to improve it at all it
would be that over lasting impact is (.) Are
they going to record what they've done
differently in the next 6 months? so from
now till summer(.) how has this project
changed their life? Is there something in
place that could measure that or that can
judge that?

Disagree

(the programme was) a waste of time

1.1

11

Agree

| feel | only worry to a minimal extent
compared to others so | felt as though it
opened ideas that | hadn’t considered
making me worried

1.3

1.3

Agree

And especially(.) this came from two of the
girls who are ((pause)) being mentored at
the moment because they have self-esteem
issues and anxiety and ((pause)) real issues
with self-harm with one of them(.) | think
they thought this was going to provide
them with the answer(.)

1.2

Disagree

| think you need a quiet space away from
everybody hmmm ((pause)) you haven't got

Agree
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sort of people interrupting | think that's
important if the programme was to be
rolled out

| think some of the tasks were a bit like
((pause)) boring to be honest((pause)) ...like
some like some of the tasks seemed to drag
on a bit you know what | mean?

1.1

11

Agree

Total (RQ7)18/26 agreement;
69.2%

Overall Total Agreement:

71.4% agreement
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Appendix SS: Study 1- Photos of EP Reflections Recorded During Session 1
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Appendix TT: Study 1- Summary of EP reflections during Session 1

Key reflections on RAM theory and its
relevance to radicalisation

Key points to consider regarding RAM
theory and its relevance to
radicalisation

Key reflections regarding of World
Caféand NGT process & implications
for EP practice

1 Relating RAM and difficulties with
uncertainty to current uncertainty
inducing political events (e.g. Brexit) &
the rise of extremism, racism, and how 1
polarisation of views may have providec
solacefrom uncertainty

1 There are greater times of uncertainty
during adolescene& makes sense to
target the programme at adolescents.

1 Intimes of uncertainty, people may wan
leader to follow and to show them the
way- increased vulnerability to
radicalisaion.

1 Parents may protect their children from
experiencing uncertainty as they cannot
handle their children dealing with this.
This can then promote children not bein
able to tolerate uncertainty which could
make them vulnerable to extremism.

1 YP may sedctively abstract aspects of th
media/current affairs that fuels their
extremist narrative as this gives credibili
to their views.

1 How do other theoretical
approaches relate to extremism?
Impulsivity/ Locus of control/self
esteem

1 IUSC questionnaire quite difficul
to understand and quite
ambiguous itself. How to ensure
that all children can access it?

1 Children with ASD will score
highly on the IUSC as they have
difficulties with uncertainty.

1 The effect of group dynamics
should als be considered e.g.
ingroup, outgroup, assimilation,
the need to belong

1 Do people have a
mindset/disposition that
predisposes them to relate to
uncertainty in this way?

1 Behavioural inhibition system
(BIS) is a very mechanistic and
behaviouristic modelnot in
keeping with current EP practice

1 If anti-anxiety drugs dampen the
BIS does this lead to YP who tak

them engaging in more risk

1 Relaxed, informal environment
promoted discussion and
facilitated criticalthinking in
which ideas were built upon

1 NGT was deemed a useful proce
for collaborative thinking

1 Opportunities to work with other
EPs was valued

1 Interesting links with
radicalisation research and othe
areas of social psychology

1 Prompted ideas for fther
universal EP working

1 Thought provoking ideas
regarding radicalisation that
brought about new perspectives

1 For example, schools themselve
have difficulties handling
uncertainty. When YP do not
assimilate, schools want the
problem to go away and it
they can want YP to go to a mor
suitable setting. This then may
relieve the uncertainty of not
being able to manage them.
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taking? Or just lessen inhibition
pathways?

However, it also reflects very
rigid, inflexible thinking
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Appendix UU: Study 1- Ideas Generated from Nominal Group Technique (NQT) and the Process of Component Selection

1 |ldea: Core Components ERL! EP2 Total
2 |Tounderstand that you can't plan for everything; but you can prepare & adapt; building confidence in this 1

3 |To understand what uncertainty means to them individually; reflecting on internal & external influences & locus of control 1
4 |Exploring positive and negative automatic thoughts related to uncertainty

5 |To look at real-life scenarios and social/moral dilemmas regarding decision making; reflecting on moral & ethical values

7 |Waork on the social use of language to help develop protective peer relationships

9 |Work on problem solving and the the influence of problem solving on different systems: how our actions affect others

10 |Exploring motivational influences using personal construct psychology e.g. The Ideal Self

11 |Work on the link between physiological expression of emotions and the link with thoughts, feelings, behaviour (e.g. CBT work) 1 1 1 1
12 |Exploring narrative approaches and what supports or influences narratives

14 |Identifying own coping strategies to deal with personal uncertainty 1 1
5 |Work on Choice Theory- looking &t Pros & Cons of have a decision and understanding that they may not arrive at a decision
& |Work on the Window of Tolerance & reflection on different ways of dealing with stress and anxiety 1 1 1 1 1
7 Use of positive psychology to referame personal uncertainty 1
18 |Work on Beck's cognitive triad- Views of self, world, and future
9 |Acceptance of differences 1 1 1 1 1
0

21 |Tapping into personal constructs and emphasising the importance of having 3 view, having curiousity for others views & valuing all views

22 \Work on growth mindset in response to failure/personal uncertainty 1

23 |Work on improving judgement through improving information collating skills & confidence

24 Work on assertivness and cognitive bias- media can alter our views; propoganda etc. 1 1 1
Work on delayed gratification- acceptance; sitting with difficulty

Work on in-groups, out-groups, & stereotyping

Fa
L
=T — R L R A I s T — T T W, B — R E T R I S — R — T S T P S R Y ]

[oe]
|=
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Inclusion criteria for component selection by
researcher following the NGT

Exclusion criteria for component selection by

researcher following the NGT

1 The component must have one vote or
more.Proposed components without a v
can be considered if they fit cohesively
with other components that were voted f

1 The component must be substantiated b
the research literature around uncertaint
or relatedconcepts with which it has
convergent validity (e.g. anxiety: see Re
et al., 2013).

1 The selected components must fit togeth
cohesively to form a theme and themes
must fit together to form a cohesive
programme.

1 The inclusion must be justified with
reference to the literature.

T
1

If a component does not meet the inclus
criteria.

If inclusion of the component would
threaten the external validity of the
programme by dealing with another
concept that does not have convergent
validity with uncertainty (e.ggrowth
mindset).

References for Appendix UU:

Dugas, M. J., Ladouceur, R., L&er, E., Freeston, M. H., Langolis, F., Provencher, M. D., & Boisvert, J. M. (2003). Gritiye-cog

behavioral therapy for generalized anxidiyorder: treatment outcome and letegm follow-up. Journal of Consulting and

Clinical Psychology71(4), 821.
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Component Voted for (no. of
votes)

General Theme

Rationale for Inclusion

How Represented in the
Programme

2. To understand that you can't
plan for everything; but you can
prepare & adapt; building
confidence in thisl)

4. Exploring positive and
negative automatic thoughts
related to uncertaintfp)

11. Work on the link between
physiological expression of
emotions and the link with
thoughts, feelings, behaviour
(e.g. CBT work) 4)

25. Work on delayed
gratification acceptaoe; sitting
with difficulty (0)

CBT/Reframing

Dugas et al(2003)conducted
groupbased CBT with adults
and it was effective in reducing
intolerance of uncertainty (1U).

Cognitive Behaviour Therapy
(CBT) has been found to be an
effectivepsychological
intervention for children and
young people with anxiety
disordergJames et al. 2013
cited in Stallard et al., 2015).

Universal, grougbased CBT
work using the Friends for Life
programme has been effective
a large randomised controlled
trial amongst 910-year olds
(Stallard et al., 2015).

Reframing can also be defined
as exploring a new relationshig
with difficulty and is a part of
acceptance and commitment
therapy (ACT).

A recent review(Swain,

Hancock, Dixon, & Bowman,

Promoting skills in empathy
using role plays and
hypothetical scenarios to
look at differing perspective
may help YP to setheir

own situations from multiple
perspectiveqRelated to
CBT generally; 2, 11)

NALA (Notice, Accept,
Label, Assertive Action), the
acronym used within the
programme, promogghe
noticing of automatic
thoughts(4, 25)

The Connect technique is ¢
CBT-basedool to help YP
observe and reflect on the
connection between
thoughts, feelings, body
sensations and behavio(#,
11, 25)

The hought suppression
challenge shows the futility
of thought suppression and
begins learning on the
difference between
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2015)found emerging evidence
for the efficacy of ACT for
children and YP.

acceptance ahavoidance.
(4, 25)

Normalising feelings of
difficulty but providing
strategies to deal with
difficulty e.g. assertiveness
role play; mindfulness;
connect4; 6-step decision
plan.(2)

3. To understand what
uncertainty means to them
individually; reflecting on
internal & external influences &
locus of control 1)

10. Exploring motivational
influences using personal
construct psychology e.g. The
Ideal Self Q)

18. Work on Beck's cognitive
triad- Views of self, world, and
future Q)

20. Work on the link between
stress/ personal uncertainty ang
inflexible thinking or rigidity e.g.
peer norms &risky shift
phenomené?)

21. Tapping into personal
constructs and emphasig the
importance of having a view,

Understanding personal
uncertainty, self and others

A programme to strengthen
tolerance of personal uncertain
will naturally focus on
uncertainty as a concept.

However,Intolerance of
uncertainty therapy (IUT) (van
der Heiden et al., 2012) has be
found to reduce IU in adults
with Generalised Anxiety
Disorder (van der Heiden et al.
2012). Therefore, a focus on
uncertainty is helpful in
promoting change in issues
related to uncertainty (i.e.
anxiety).

Framing the programme in
the context of personal
uncertainty(3)

Scenarios that present
individuals who are
experiencing motivational
conflict and personal
uncertainty. Asking YP to
relate to these scenarios
through activities and role
play.(1, 10, 18, 21)

Providing an opportunity for
YP to feel personal
uncertainty and talking aboy
the ‘“hedgehoog(
child-friendly way of
discussing the potentially
increased rigidity of thought
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having curiousity for others
views & valuing all viewg0)

IUT focuses on worry
orientationand differentiates
between helpful
worries/thoughts and unhelpfu
worries/thoughts (van der
Heiden et al., 2012).

Reactive approach motivation
(RAM) theory attributes the
move towards ideological
extremes as a way of alleviatin
personal uncertainty that occur
in response to motivational
conflict (McGregor, Nash,
Mann, et al., 2010)Therefore
conveying how personal
uncertainty may lead to more
rigid or inflexible or extreme
ways of thinking may be useful
Furthermore, developing an
understanding of motivation an
motivational conflict and how
that may influ
experience may build self
awareness and empathy.

when in times of
motivational conflict and
personal uncertainty.
(20,21,10,3,18)

Creating a safe space withif
the classroom in which all
views were valued and
emphasising this within the
Embrace Lifeplan.(21)

6. Acceptance: accepting all
emotions; understanding the
fluidity of emotion(2)

13. Work on mindfulness skilis
selfreflection & teaching others

(2)

Acceptance

These components are embod
in ACT (Hayes & Strosahl,
2004)

A recent review(Swain,
Hancock, Dixon, & Bowman,

Mindfulness forms a part of
each Embrace Life session
and is taught as a skill to
promde acceptance.
(6,13,19,25)
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19. Acceptance of differencgs)
25. Work on delayed
gratification acceptance; sitting
with difficulty (0)

2015)found emerging evidence
for the efficacy of ACT for
children and YP.

Furthermore, ACT incorporateg
mindfulness (Swain et al. 2018
and mindfulnes®ased
approaches have been found t
promote matal health and well
being in children and YP in an
extensive and robust meta
analysisand helg with issues
related to anxiety and depressi
(Dunning et al., 2019)

The icecube task and the
Chinese finger trap task
promote accepting difficult
feelings and sensatioasd
that people will have
different reactions to stimuli
events §,13,19,25)

NALA (Notice, Accept,
Label, Assertive Action), the
acronym used within the
programme, promotes this
acceptance of difficulty and
reducing experiential
avoidance(6,13,19,25)

Session 6 involves the
participants teaching others
the skills that they have
learned around acceptance
e.g. mindfulnesq13)

5. To look at realife scenarios
and social/moral dilemmas
regarding decision making;
reflecting on moral & ethical
values 4§).

8. Work on effective decision
making: reflection; looking at
different perspectives;
understanding decisions can be
modifiable @)

Effective Decision Making

A core component of ACT is
using values to guide behaviou
and decisiormaking (Gillard et
al., 2018) (See justification
above for ACT)

Working on varying

perspectives before decision
making connects to CBT and
understanding that there are

multiple ways of looking at and

Promoting skills in empathy
usingrole plays and
hypothetical scenarios to
look at differing perspective
may help YP to see their
own situations from multiple
perspectives4( 2, 15,23)

A focus on values from the
outset and using these to
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15. Work on Choice Theory
looking at Pros & Cons of have
decision and understanding tha
they may not arrive at a decisio
(0)

23. Work on improving
judgement through improving
information collating skills &
confidencg0)

approaching an issue. (See
justification above for the use ¢
CBT)

guide decisiommaking. A
focus on the difficules that
arise when motivational
conflict exists and
developing strategies to deé
with this: NALA;
mindfulness; seeking suppqg
(5, 8, 15, 23)

6-Step decision tree to help
promote reflection and
approaching a situation fron
multiple perspectives beforg
committing to an informed
decision. 8,15,23)

Dunning, D. L., Griffiths, K., Kuyken, W., Crane, C., Foulkes, L., Parker, J., & Dalgleish, T. (2019). Research Revidfeci$efe
mi ndf ulness-based interventions on co-ganimeit@an aamad yme st alf e
controlled trialsJournal of Child Psychology and Psychigté{(3), 244258.

Gillard, D., Flaxman, P., & Hooper, N. (2018). Accepearand commitment therapy: Applications for educational psychologists within
schoolsEducational Psychology in Practice, 3, 272281.

Hayes, S. C., & Strosahl, K. (2004 practical guide to acceptance and commitment therdpy York, NY : Springer.

McGregor, 1., Nash, K., Mann, N., & Phills, C. E. (2010). Anxious uncertainty and reactive approach motivation (R&vial of
Personality and Social Psychology, (28 133147.
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Stallard, P., Skryabina, E., Taylor, G., Phillips, R., DanielsAHderson, R., & Simpson, N. (2015). Can ScHoased CBT Programmes
Reduce Anxiety in Children? Results From the Preventing Anxiety in Children Through Education in Schools (PACES)

Randomised Controlled TrigEuropean Psychiatryd0, 190.

Swain, J., Hanawk, K., Dixon, A., & Bowman, J. (2015). Acceptance and commitment therapy for children: A systematic review of

intervention studieslournal of Contextual Behavioral Sciencé) 7385.

van der Heiden, C., Muris, P.,\¥an der Molen, H. T. (2012). Randomized controlled trial on the effectiveness of metacognitive therapy

and intoleranc@f-uncertainty therapy for generalized anxiety disorBehaviour Research and Therapy(Z0 106109.

Appendix VV: Study 1- Session 2 EP Critique of Draft Embrace LifePlan & Changes Made

Key Strengths Key factors to consider
Combining elements of mindfulness 8 The ‘ ener gi s-sized rock, (paer,gscissphverendeamed too energetic and cc

CBT were deemed useful to tf actually result in difficulties managing behaviour or retaining focus.

programme aims.
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Change made: Ener gi sers were converted into a
activity that prompted reflection and had less oémphasis on physical activity or high levels
adult ceordination.

(e.g. how many emotions words can you think of in 1 min?)

Unique contribution EPs had not seen
programme like this before and this w
deemed valuable.

The focus of the wig task wésat students would be presented with a dilemma, note down pc
or negative thoughts associated with the dilemma and these would be placed in a supers
wig which would be worn by a student. This was to demonstrate the weight of competirngst
in the mind. It was felt that this task could be culturally insensitive and other ideas were sug
Change made: Afro-wig prop removed and replaced with a Headbaskéasketball net that

placed on the head into which balls (representingigesand negative thoughts) could be thro

Going through homework tasks at ft
beginning of each session was though
be helpful in ensuring that homework w

valued and carried out.

Clarity: ensuring that tasks/activities had a clear step by stegmeiémensure that anyone col
deliver the programme

Change made: Tasks broken down stdpy-step and further clarity provided

Presenting the programme, its aims &
how the YP can be supported

parents/carers and teachers was value

Too much contenn each session which could result in difficulties getting through activities
increase stress for the person delivering the programme and students.
Change made: Number of tasks per session reduced to allow time for more relaxed le

opportunities

To consider adding a keyword for each session that embodied the key learning point of the
to aid memory and engagement.

Change made: Key words added.
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Appendix WW: Examples of Semi-Structured Interview Transcripts (Pilot 1)

Interview 1 (Young Person):

JUDITH (interviewer): My name is JUDITH (.) ok(.) lovely and you agreed to do the

i nterview today about the programme you’\

NIGEL (Child 2): Yeah

JUDITH: So(.) the first question is: Whdid you think were the benefits of the
Embrace programme that you have been doing so thinking about what was helpful
useful and positive about it (.) the (.) and | might ask you some questions about that as

well(.) okay?
NIGEL: I think it was really goodbecause it sort of made you feel it was ok to be

uncertain(.) like you can't always know what's going to happen all the time(.) I think it's

sort of like you realise that other people were uncertain too(.)

JUDITH: Yeah(.) so did that make you feel bekeowing that other people felt the

same as you too? Yeah?

NIGEL: Yeah

JUDITH: Brilliant(.) And what do you think are the challenges or things that could have

been improved with the programme?

NIGEL: ((long pause)) Like(.) maybe the tasks and how it&forelates maybe to what
we are learning about(.) like(.) maybe the-ccidbe task(.) | don't think | really grasped
the concept of it ((pause)) or what it was really aimed at(.)

JUDITH: Okay (.) as you did the ieibe task(.) did you understand arbire

afterwards why you were doing it(.) or did it become a bit clearer then?
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NI GEL: ((pause)) yeah a little bit(.) bui

much(.)

JUDITH: What do you think would help with regards to some of the activiies t

lovely?

NI GEL: Il " m not sure(.) Not much(.) | thi.

((clears throat)) what this is aiming to do(.)

JUDITH: Right (.) being really really explicit about what the aims are of activities(.)

NIGEL: Yeah

JUDITH: Especially things like the ice cube task and things

NIGEL: Mm-hm

JUDITH: Great(.) Ok(.) thank you(.) lovely(.) so(.) what was your favourite activity in

the programme and why?

NIGEL: | thought like some of them were quite good(.) | thoughsfiiderweb one

was quite good ((pause)) because it was essentially the human mind essentially like
what you’'d think and how you'd feel (.) I

JUDITH: So that makes sense to you did it? That one

NIGEL: Yeah(.) that made sense(.)dAthe mindfulness was quite good(.) And ((long

pause))

JUDITH: What did you like about the mindfulness one?

NIGEL: It just brought you to like ((pause)) a place that you'd never even been before

JUDITH: Okay (.) so you never thought about thingthat way before(.) had you?
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NIGEL: No(.)

JUDITH: So(.) how do you think that helped?

NIGEL: | don't know((long pause)) It's just different(.) really(.)

JUDITH: So(.) have you had a chance to practise or use that since you've done the

programme?

NIGEL: Not really no because(.) like(.) I've never really ((long pause))

JUDITH: When do you think or (.) can you think of times when these things might be

helpful for you?

NI GEL: Maybe ((inaudible)) in the mornin

JUDITH: Ok(.) yeah(.) Just to kind ¢tink about things and be calm before you start
the day and things(.) is it?

NIGEL: Yeah

JUDITH: Okay(.) so(.) what was your least favourite activity in the programme and

why?

NIGEL: Mmmm ((long pause)) Probably the icebe one because | didn't rgaijet it

as | didn't get what he was saying ((long pause))

JUDITH: Yeah

NIGEL : that was probably about it(.) And the Ritsine(.) | sort of got it but |
((pause) thought it was just a bit((long pause)) | don't know really((pause)) It was just a
little bit like nobody really wanted to participate in it((pause)) It was boring(.)

essentially(.) | saw the point in it(.) But like other people found it quite boring
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JUDITH: Okay(.) did you find it boring?

NIGEL: | found it a little bit(.) but it was aky(.)

JUDITH: So do you think It would have been more useful if the others would have

been a bit more engaged in it?

NIGEL: Yeah(.)

JUDITH: But you could sense that other people weren't that engaged in that one could

you (.) yeah? So(.)yousawtheoi nt of it (. ) but you werer
were finding it ((pause)) sort of enjoyable?

NIGEL: Yeah

JUDITH: Yeah okay lovely (.) what did you learn from the programme?

NIGEL: ((long pause)) Mmmm ((long pause)) What | said to start rdéiyok to feel

uncertain and all t hi s ...

JUDITH: There's a little prompt sheet just in case you've forgotten some of the things
((pause)) that you did(.)

NIGEL: Yeah(.) the situations (.) like the finger trap(.) | thought that was quite good
you can't jst pull away from a situation ((long pause)) but if you just face it and say(.)
“l ook my bad’” (.) it’s a | ot better(.) thi

tension ((pause))

JUDITH: That one really resonated with you(.) You really thowdydut that one(.)
yeah?

NIGEL: Yeah(.)
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JUDITH: Brilliant(.) so what are your views on the Embrace booklet?

NIGEL: | thought it was quite good ((long pause)) | don't know really ((long pause)) |
thought it was quite good ((long pause)) maybe becaeshitigs were not explained

enough like what was the point? For example((pause)) we didn't focus on what was the
point of the ice cube task((pause)) | thi

JUDITH: In the booklet(.) as well? That wasn#an in the booklet either?

NIGEL: It may have been clear(.) but | don't think we focused on it so none of us really

knew

JUDITH: Okay(.) So(.) a bit more emphasis on the aim or the focus of what you're

doing (.) would be helpful(.) okay(.)

NIGEL: Yeah(.)I think the focus of the mindful one was really good because it said (.)

like the focus is to put your mind at rest and let thoughts come through or something

JUDITH: So(.) obviously correct me if I'm wrong(.) but the mindfulness one you did

that was really helpful and that was explained well(.) but the others you weren't quite

sure of what the aims were(.)

NIGEL: Yeah (.) That one | was okay with ((points/esual prompt))

JUDITH: Yeah

NIGEL: That one | was okay with

JUDITH: That was the Head basket one(.)

NIGEL: The ice cube one was a bit odd ((pause)) That one was quite good with the

chocolate buttons ((points at visual prompt))
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JUDITH: And you likedthis one with the the tube and the fingers there ((points at

vi sual prompt)) That made you understand

NI GEL: And the spider webs as well Il was

JUDI TH: Yeah(.) you mentioned t hate one di
one of about not pulling away and the mindfulness one you really took a lot away from

NIGEL: Yeah(.) Yeah

JUDITH: Brilliant(.) Thank you lovely(.) so(.) how would you describe the program to
a friend who didn’t know about it

NIGEL: Ok it's reallygood(.) but you need to try to get as involved as you can in it or it
won't really help you because if you just sit back and don't put your hand up for
anything then it (.) sort of won't really help and then what's the point of it? But if you
actually takehe mindfulness stuff seriously and take the message from that seriously

then it can actually really help

JUDITH: So ((long pause)) so thinking about that then(.) so it can really help if you are
engaged with it (.) How do you think it can be taken fodvaow? What do you think
should happen after the program? After the six weeks? How do you think it could be

taken forward so it would be helpful to others?

NI GEL: ((l ong pause)) | mean (.) more emj
to convey((pause)) If it's trying to convey something ((pause)) like with theude

task it was really enjoyable (.) but I think if there was a focus on the key value of the
task then we could take it in more..

JUDITH: So(.) just making sure everythingisexplit at t he ti me...

NIGEL: Yeah(.) so the thing was is all the ideas were quite fun although it was quite

fun and especially like that one and that one ((pointing at visual prompt)) but if we
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knew the key values of | i kehatwadsaetllyfurtthas me

was meant to represent such and such’ t h:

JUDITH: Okay (.) so going back like you said to being very explicit about what the
purpose of the activities are because(.) correct me if I'm wrong(.) it sounds liketwhen i
was really explicit about what the purpose was you took more out of it (.) you got more

out of it ..

NIGEL: And you remembered it more(.)

JUDITH: and you remembered it more(.)lovely(.) thank you for that(.) So(.) how would
you rate the programme(.) fihg.) one being extremely unenjoyable and 10 being
extremely enjoyable(.) what number do you think you would rate the programme out
of?

NIGEL: Probably about an 8

JUDITH: And what about being useful? One being extremely useless and 10 being

extremely seful?

NIGEL: Probably about an 8 again

JUDITH: An 8 again (.) and do you think 8 is a good number or (.) would there be

somewhere el se where you would Ilike to (.
NIGEL: Mmmm (.) | mean if you added in more of the key valofesach activity then
it could probably go up to a9 or a 10 ((pause)) because that was pretty much the only

thing really..

JUDITH: So for you (.) making sure that the key values are really explicit might
mi ght ..
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NIGEL: Yeah(.) I also think the brain wasally good because it encouraged people to
put their hands up(.) you can hold something and then throw it as well(.) he had like this

brain which when you put your hand up he would throw your way(.)

JUDITH: Oh okay yeah yeah yeah

NIGEL: | think thatreally encouraged people to put up their hands up because then they
would catch it and they would get to throw it back(.)

JUDITH: So(.) that engaged people into the conversation(.) so the activities (.) It sounds

like the activities were really fun andgaging and you enjoyed them okay lovely (.)

NIGEL: Yeah(.)

JUDITH: OK(.) lovely(.) Thank you(.) Next question: would you recommend the
programme to a friend and why?

NIGEL : | probably would(.) cos It was quite good(.) and it gave a different viewpoint

of things as well((pause)) Even though it didn't maybe change a particular area that you
wanted to in that area anyway if you get me (.) because it helped with other stuff linked
to that(.)

JUDITH: Going forward are there any other questions or comntiggityou have about
the programme? Or things that you think should happen next?

NIGEL: ((long pause)) Maybe introduce mindfulness into the schools or like (.) like
teach maybe in PSE or like in Form in the morning(.) we could just do that(.) | don't
Kknow...

JUDITH: So so by doing that what could be the outcome?

NIGEL: People would not like (.) people would behave better probably because they are

so excited(.) and this calms me down a little bit(.)
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JUDITH: So (.) being ready to be in school and readyamland that kind of thing
would help(.) it would help with that kind of thing (.) fantastic(.) sounds great(.) Any
other comments that you want to make about the programme?

NIGEL: No(.)

JUDITH: It sounds like you really enjoyed it(.) thank you for talkivith me(.)
END OF INTERVIEW
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Interview 2 (Staff Member & PSE Leader):

JUDITH (interviewer): So thank you for agreeing to do the interview(.) if | sit a bit
closer to you there (.) so the first question is (.) what is your understanding of the

Embrace Life programme and its purpose?

ETHEL (PSE Leader) : rodglammerto Help kids tope with a CBT |

everyday life (.) build resilience | guess

JUDITH: Yeah(.) and what do you think do you think were the benefits of the

programme for the young people involved?

ETHEL: Hmmmm ((pause)) | think (.) | choose that classon@pwpe because th
quite a challenging class in there ((pau:
responsibility or understanding that they can choose how they react to things((pause))

It s always someone el se’ s batdheitactansd | t |

and how they react to certain situations has really helped(.)

JUDI TH: So it’'s really helped(.) That’ s
the young people faced in relation to the programme?

ETHEL: Hmmm ((l ong pause)) there’s quite
anxiety issues and (.) | think some of the tasks probably made them feel more anxious
((pause)) errr even they benefitted more in the long run(.) they felt quite awkwagd doi

some of the tasks(.) Like the teaching task (.) and also(.) | think they struggled thinking
about things they don’t want to think ab:
way it was managed was really good(.) mmmmm ((pause)) and alsdijisha there

are very difficult kids but I think they all benefitted from it so(.)

JUDI TH: They all enjoyed it? Oh(.) that’

ETHEL: Yeah(.) they did(.) yeah(.)
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JUDITH: So obviously there were aspects of the programme that they did)find

chall enging or it challenged them a bit |

ETHEL: but in a good way..

JUDITH: but in a good way

ETHEL: Yeah(.) that’s not a criticism(.)
hel ped them..

JUDI TH: To come through it ..

ETHEL: Yeah()beause it’'s never been presented
aren’t trained psychologists or social wi

look at everything else (.) this was helping them deal with all those things(.)

JUDI TH: T h\Whatwsas the bendfits ¢f you being involved in the programme?

ETHEL: Mmmm ((l ong pause)) For me(.) | I
appreciate (.) | learned a | ot about how
think((pause)) | also | gusg(pause)) | learned a lot about how to deal with certain

issues when they arise in terms of ((pause)) challenging it because it can be quite
frustrating is blaming someone else that | now get why those kids do that and how they
need help thinking it thragh(.) And when a kid reacts with anger as well (.) | now

understand that process as well of how they got to(.) it was really helpful(.)

JUDITH:1't s really helped you understand t h

ETHEL: Yeah(.)

JUDITH:That s brilliant(.) what were the ch;

programme?
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ETHEL: Mmmm (.) the practical chall enges
work((long pause)) we’'re a big school an
you plan something and then someone wil|l
that day’ so the practical sorts of thini
any other challenges hmmmm ((pause)) some of the kids were resistant tonit hm
((pause)) hmmmm ((pause)) which | wish 1°
them about it and ask them why they were
was too much going on because hmmmm ((pause)) three of the kids withdrew and |
think that they were kids who could have
they withdrew((pause)) so that’s kind of
programme as well which | wanted to sit down and have more of a chance to discuss
withthe m because they re really withdraw ( (¢
way to describe it ((pause)) hmmm ((pause)) | wanted to sit down and discuss it with
them and | also wanted to contact their |
(pause)) | don’t know ((pause)) they’' ' re v
had a different perception of the what the programme was(.) So(.) | just wish | had more
time(.) Also(.) I don’t just waanetwet hi s p]
going to then progress itto makeitwentth i I e (. ) i f it just enct
worth anything(.)

JUDI TH: So you’'d I|Iike to follow it up ani

ETHEL: Yeah())

JUDI TH: So(.) next time(.) youthehink you’

students(.) explaining?
ETHEL: Yeah(.) 100% (.) And next time(.)
programme(.) | wouldn’t have that i ssue |

withdrew that could have benefitted the most(.)

JUDITH: Yeah(.) so if it was a withischool intervention(.) you can do that as part of

what you do anyway(.) can’t you?
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ETHEL: Yeah(.)

JUDITH: Yeah (.) That would be really helpful(.)

JUDITH: What was your favourite element of the programme and Wiyyou think?

ETHEL: | think all of it was really really good((long pause)) Obviously(.) there is
confidentiality and so | can’t mention al
I guess | think (.) got more from it (.) than anybody else(.)nkitis background (.) is
guite troubled and his the value he puts
therefore struggles not because he ( (Il oni
because he gets no support or anything at home(.) andusgteyeph and ((long pause))

he acts up what happens at home at school but (.) you could see elements of him really
getting into it(.) and it was almost like he was a different person at points the way he
responded to the programme(.) you know(.) you sawihia totally different light(.) so

that was kind of like really good for me to see because | feel sorry for him because
((pause)) we’ve got to discipline his bel

you can kind of appreciate..

JUDI TH: Whemiendgef som...

ETHEL: Yeah(.) And that’'s al/l he knows al
copying what he sees at home(.) so(.) I feel very sorry for him(.) but you could see him

really responding and getting into it and everything else(.)

JUDITH: Yousaw his behaviour change did you?

ETHEL: Totally(.) Yeah(.) and he has 1 on 1 intervention in the (.) F block and the

teaching support assistant who works with him | sent them all the materials and all the
stuff and she was going through with him and talking about it and she said that she

noticed a marked difference in his attitude and in his behaviour over there(.) so(.) it
wasn’t just a kind of one off kind of thi
basically he knows that he can be a bit of an idiot and stuff like that ancthe do' t

mean to be an idiot(.)and he explained that he felt that it was different he felt ((pause))
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that PD wasn’t judging him because PD do
him when he wal ks into a c¢l assmwayou and h
because no matter what he does (.) he’ s
that way with PD and he felt valued by him(.)

JUDI TH: Aww (.) that’s great isn’t it?

ETHEL: And he did mess around on like (.) two or three occasiong(if) was minor
compared to what he can be like(.) and he apologised to me for that and he said it was
because hmm ((pause)) he’d had a bad day

as bad as what it could have been because his behaviour is vacy.errat

JUDITH: Do you think that was a step forward that he was able to apologise without

being prompted or anything and that he r

ETHEL: Yeah totally(.)

JUDI TH: That'’' s excell ent i sgne'nteriatl? sDeo whoa
learned in the programme then a bit more then (.) because it was consolidated by

someone else in the school as well? Was that an element to it?

ETHEL: 100% yeah ((pause)) because he ( (|
faar that people pick on him(.) nobody doe
and he can’t differentiate someti mes his
doesn’t appreciate how wrong it ioverbecau:
there that’'s talking about it and going |
he did understand it more

JUDI TH: Great(.) yeah(.) So(.) you’'d I|1iKk:

favourite element in the programme and wdayyou think?

ETHEL: Il didn’t really have a | east favol
found it all helpful ((pause)) well(.) | suppose there was that fear that because | chose a

particularly difficult class with lots of problems thaethcould have ((pause)) run with
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it and some of them are (.) quite cruel to each other as well(.) and there was always that
fear that that would happen and they woul
got the same constraints a lesson would hadetlzey can say what they like(.) | was

al ways fearful that they would say somet |

JUDI TH: But they didn’t?

ETHEL: No(.)

JUDI TH: Il sn”t that positive? Brilliant (.

y

programme?

ETHEL: Hmmm ((pause)) | thk they perceived quite positively but (.) | think also that
they had hmmm ((pause)) an unrealistic expectation of what it was going to do((pause))
| think they all felt that by the end of it (.) they would feel (.) better or different or
whatever else ahl think that they thought there would be a marked difference in how

they thought or felt(.) because one of t|

but it hasn’t really done anything!’ but
wha the programme was going to do was tot
know?

JUDI TH: So(.) it wasn’t anything to do \

anything? It was just that they had an idealistic view of what they thought the

programme was going to do for them(.) do you think?

ETHEL: Yeah(.) And especially(.) this came from two of the girls who are ((pause))

being mentored at the moment because they haveselm issues and anxiety and

((pause)) real issues with sélirmwith one of them(.) I think | thought they thought

this was going to provide them with the answer(.) | think it was their expectations of the
programme more than the programme itself/|

programme did forthembecswe t hey can’t see those | itt

JUDI TH: that you’'ve noticed(.)
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ETHEL: Yeah.
JUDITH Yeah (.) do you think they stil!]l |
a journey rather than trying to get them to a certain destination (.sindahber of

weeks ..

ETHEL: They thought because it was aw&ek programme that at the end of it(.) it

woul d be all sorted and then they'd feel
JUDI TH: Yeah(.) Do you think they’|Il1 be |
things?

ETHEL: | hope so yeah((pause)) hmmm (.) | just think that they need to learn that it is
di fficult and it’s not going to be easy
that(.) do you?

JUDITH: Yeah(.) you just want things to be gone and(.) yowmKnasorted(.) |
suppose(.) so how would you rate this programme out of 10? 1 being extremely

unenjoyable for the young person and 10 being extremely enjoyable(.)

ETHEL: 10(.)

JUDITH: Or 1 being extremely useless for the young person and 10 being dyxtreme

useful?

ETHEL: 10(.)

JUDITH: 10(.) Fab(.) Would you recommend this programme to another year group?
Why or why not?

ETHEL: Yes(.) | would(.) I would probabl:
programme itself is really really good(.) but I thinkust needs more explanation at the
start for the kids(.) so they have a bet:

miracle answer to everything (.) it’s to
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would need some followp at the ed because then I think the full benefit would be

found (.) I don’t think it’s PD's fault |
going to my responsibility to do the begi
JUDI TH: | s uppos e oadtthattittvas a trig and error saybu'can q u i |
see what el se needs to be added(.) It do
away ..

ETHEL: 100%(.) The programmeis perfectt real |y i s(.) 1t s |
kids appreciate what it is fand at the end(.) thereisafollawp ( . ) so it ’ s n

left(.) and they need to continue practicing it to hmmm (.) make sure it works(.)

JUDI TH: So(.) they can use the technique:
so that can generalise thater on sort of thing(.) yeah(.) What questions or comments

do you have about the programme particularly?

ETHEL: I don’t (.)

JUDITH: Apart from so more thought about the beginning and how it gets explained(.)
how to follow it up later on(.) the rest dfworked really well(.) Yeah?

ETHEL: Yeah(.) and probably the beginning bit was probably down to me as well
because | explained it before PD came in
should have done(.) but $%os(.(PDI'ts)s fmormre
appreciate what the programme was going to do at the beginning(.) | should have made
more of it with the kids | guess(.) but I

di fferently to adults(.) don’t they?
JUDITH: Theydo indeed(.) and sometimes you think all of that makes perfect sense
don’t you? and then you do it and you r e;:

differently (.) Yeah(.)

ETHEL: Yeah(.)
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JUDITH: Okay(.) brilliant(.) Thank you very much(.)

ETHEL: Noproblem

END OF INTERVIEW
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Appendix XX: Examples of Semi-Structured Interview Transcripts (Pilot 2)

Interview 1 (Young Person):

Assistant Educational Psychologist (GULLIVER): So(.) what do you think were the
benefits of embrace life? (.)The programme that you (.) were doing(.) Benefits being
useful helpful positive things and if you're happy to we can make a list and | might ask

more questions about what you say(.)

ROBINSON (Child 1): Ok ((pause)) Well I think it helped me to stay in the present and
(.) it also helped him whenever | face a problem how(.) like emm (.) how to like resolve

it and how to act upon it using like assegtactions and things like that(.)

GULLIVER: Can you give any examples of any of the sessions that you particularly

((pause)) found helpful for those things?

ROBINSON: The one where we went through all the different ways like assertive(.)

passiveaggreswe(.) aggressive ways that you can (.) solve problems helped
GULLIVER: Really good(.) any other things that you can think of?
ROBINSON: Emm the lesson on the acceptance and avoidance also helped about like(.)

how to accept problems no matter how basd &nd it can help get weight off your

shoulders and like yeah(.)

GULLIVER: Brilliant cool (.) and what do you think (.) were (.) the challenges? What
are the challenges of this programme and what do you think could have been improved?

By challenges | man things that are difficult or tricky(.) things that must be overcome
ROBINSON:Hmm( . ) there wasn’t really much(.)
lessons to do the project could (.) maybe ((pause)) emm have been ((long pause)) a

thing(.) otherthantia | t hi nk 1t was..

GULLI VER: That’'s interesting (.) what wh:
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ROBINSON: Like(.) emm cos we did it in our PSE lesson and then we also did it on
another week on a day when we actually had a lesson like (.) a normal lesson and we

had tomiss that to do the project

GULLIVER: Okay okay (.) and were you happy to do that or what was(.)?

ROBINSON: It was fine but | think because we had to do it for a long time we missed a

few lessons and we had to catch up on some work(.)

GULLIVER: Okay day ((pause)) and(.) what was your favourite activity in the

programme? ((long pause)) Was there anything specific that you really enjoyed

ROBINSON: | like doing the ice melting task and the finger trap (.) task

GULLIVER: Okay (.) can you tell me abotitose?

ROBINSON: Well(.) the ice melting task we had to hold ice in our hand and we had to
let it melt (.) and feel the sensations and what we felt and notice our thoughts and
feelings(.) and then the finger trap test was all about how (.) to accepbbierp

because if you pull it tighter it won't get any better but then if you ((pause)) push the

finger trap you can like release your fingers and you can help(.)

GULLIVER: And how do you think related to (.) you know (.) what do you think those

thingswere teaching?

ROBI NSON: About how to (.) accept the pr

GULLIVER: Cool (.) cool (.) hmmm what was your least favourite activity (.) in the

programme?
ROBINSON: Hmmm (.) I didn't really have a least favourite butMia¢teser Mindful

eating (.) task | thought was a bit ((pause)) different because I've never done anything
like that before (.)
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GULLIVER: What do you mean by different?

ROBINSON: Like just unusual and a bit ((pause)) like a different way of eating
somehing

GULLIVER: Okay (.) is there anything else you can think of?

ROBINSON: Not really

GULLIVER: How did it make you feel doing that task?

ROBINSON: Hmmm ((long pause)) the Malteser task?

GULLIVER: Yeah(.)

ROBINSON: Well (.) I thought it was a katwkward and ((pause)) just a bit unusual

because I've never done that before(.) it felt a bit weird.

GuLLI VER: Hmm (.) and sort of going backi
already(.) but what did you learn (.) from the programme I've gsual prompt here
for you which you can have a look at ((shows prompt)) here you go(.) so what did you

learn from the programme? What were sort of the overarching things you learnt?

ROBINSON: To hmmm (.) a lot of the mindfulness activities helped nmeay in the

present and notice all your feelings and thoughts when there is like a problem so it can
help you get it through(.) and to ((long pause)) it kind of made you feel happier and how
to do things better so it makes you feel

GULLIVER: Okay((pause)) what do you mean it made you feel happier in what

sense?

ROBINSON: So(.) when you do come across a problem and it can make you feel upset
() the tips that the lessons that we did can help you get rid of that problem and help us

to solve it ad (.) make it better for us
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GULLIVER: Hm-hm (.) okay (.) cool (.) you had a hmm (.) booklet with you didn't

you? Hmm (.) what did you make of that?

ROBINSON: Well(.) I thought it was useful because there were lots of things you could
do at home and thisg(pause)) that would help to carry on the learning and help like(.)
so you knew all the lessons you did and you could remember them and go over them
again at home so that was good(.)

GULLIVER: Did you (.) did you go home and do that or?

ROBINSON: Yeah

GULLIVER: You did(.) What sort of things? What sort of activities in that book did

you find helpful or not so helpful?

ROBINSON: Hmm (.) the tasks about like hmmm (.) accepting problems and how to
resolve them and (.) how you act on them like being ts@s@nd things that at home

helped to solve problems and stuff(.)

GULLIVER: And did you use the booklet those booklets in school at all?

ROBINSON: Not really only in the actual project lesson we used them

GULLIVER: Yeah yeah yeah ok (.) emm (.) andemms of ((pause)) ehhh ((pause))

sort of following the sessions did you find the booklet was helpful or not helpful or?

ROBINSON: | thought it was helpful because you knew where you were at and you
could remember all the past lessons and which lessomvgre doing and it helped to

know which one you were on(.)

GULLIVER: Fantastic(.) brilliant ((long pause)) and hmmm (.) ok you've got a friend
who knows nothing about the programme someone else in your year how would you

describe the program to them?
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ROBINSON: Fun (.) helpful ((long pause)) and it has good benefits and outcomes if
you do the project

GULLIVER: Can you elaborate on that a bit more? Could you elaborate a bit more on

what happens?

ROBINSON: Well you do lots of different lessons and\atés to help to ((pause))

give you the benefits and outcomes ((pau:
GULLIVER: What would you say were those those((pause)) in terms of explaining to a
friend who doesn’t know those outcomes (|

would you explain those outcomes?

ROBINSON: The outcomes were to help to know how to act on problems and helps to

(.) resolve like (.) conflict and stuff(.)

GULLIVER: Great(.) right(.) how would you rate the programme out of 10? You've got

1l extremelyunej oyabl e and 10 extremely enjoyabl
(.) where would you put it?

ROBINSON: Probably about an 8 or a 9

GULLIVER: And why would you say it was an eight (.) or a nine?

ROBINSON: Because | found it enjoyable ((pausad)well as helpful and it was just a

((pause)) good way to learn things instead of just learning things in a boring way

GULLIVER: Okay okay (.) and in terms of (.) one being extremely useless and 10

being extremely useful ((long pause)) where would yatut@

ROBINSON: Probably about the same an 8 or a 9

GULLIVER: Okay (.) and reasons for that?
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ROBINSON: Just because ((pause)) it hmmm (.) with all the lessons you've learnt new
things that you didn't know before and now | know new ways to resoldepne and

resolve conflict

GULLI VER: And have you found yourself in

of the strategies or not?

ROBINSON: Not really yet (.) but I'm assuming | will in the future(.)

GULLIVER: Okay cool (.) would you recommend this programme to a friend?

ROBINSON: Yes(.)

GULLIVER: And why?

ROBINSON: Because (.) it was very helpful and now | know what to do in the future if

anything like that happens(.)

GULLIVER: And do you haveny questions about the programme? Anything you

want to ask at all ? Bearing in mind that
will be able to answer those questions later on(.)

ROBINSON: No(.) not really(.) I think | understood all the projer

GULLIVER: OKk(.) the interview is going to finish there (.)

END OF INTERVIEW 1

400



Interview 2 (Staff Member):

GULLIVER: We will now begin(.) okay (.) so what is your understanding of the

Embrace Life programme and its purpose?

ARISTOTLE (teacher): So from my understanding it was all about emmm helping
((pause)) lads in my form try and (.) deal with anxiety a bit better(.) | know this
generation is becoming a massive issue people don't like uncertainty((pause)) the term
snowflake is usedudte a lot(.) it's a perfect research project to do (.) with this sort of
year group because it's all about helping them understand what's going on(.) helping
them understand their emotions and their feelings and how to best deal with that(.) |
think the poject looked at (.) from a different point of view with the chocolate thing and
the different tasks(.) it’s | ooked at ho
happening(.) calm down stay calm and actually make an ((pause)) you know (.)
educated decisn(.) get advice(.) It's something we've done in form is looking at when
you get a dilemma (.) is how are you going to go about making that decision(.) it's all

about that sort of stuff(.) That's my understanding(.)

GULLIVER: Have you sort of seen anytig in action in terms of what the children are
putting in place? Have you noticed anything different?

ARISTOTLE: I think (.) the Malteser tasks and things like that(.) And when you were in
there watching the final s dérgg(paose))itstllne b ui
about (.) i1t’s wunique ways of giving thei
about how could you then put this into r#8 situations? (.) How could you then

develop so that if it's an issue in school or at home or Wwonkeor a teacher wherever

it is(.) think about how you are going to come to an informed decision that you want to
really make a good decision on.

GULLIVER: Cool(.) and what do you think the benefits of the programme were for the
young people involved?
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ARISTOTLE: Yeah (.) first of all(.) the sessions they absolutely loved (.) It's been

really really hand®n(.) they've been doing loads of stuff(.) It's not been ((pause)) them
sitting there | ooking at a boabednreally bei n
really beneficial the way that sessions have worked they've been great (.) and and |

know the boys have enjoyed it because they've said in form that they've enjoyed them

(.) emm (.) again((pause)) from me(.) it's been great for them becaonsany these

days(.) you get so many emails off parents where ((pause)) students have gone home
worrying and panicking about this has happened and that has happened or he's really
worried about that or he's extremely anxious about coming in tomorrowanrsg)) his

ECT or his exam or whatever it is and for me it's about them you know? (.) how can

they look it and go these are the options I've ghitfel the dilemmas were about(.) are

you going to ask people for advice or are you going to go on your gicinst one

option is to toss a coin(.) It was quite interesting to see how ((pause)) lads of that age
haven't got a clue on their own(.) I'll just toss a coin or I'll just do this(.) It's like well
((pause)) would you ever asked for advice? They neven seask for advice(.)

Hopefully this project has opened their mind up to how they should be going about

making decisions because ((pause)) in Year 8 now you're picking your subjects that you
want to do for your GCSE and it's very very early(.) a lot eé¢hboys are so young

still |l i ke you know (.) they’'re still ju!
given information how to make better decisions and things is absolutely invaluable for
them (.) it’s somet hi nghweddhave tha becansed i n

was very much just go off my instinct or (.) say nothing and it will go away(.)

GULLIVER: Yeah yeah ((laughs))

ARISTOTLE: Say nothing and it will go away and hopefully this ((pause)) has said:

“do you know ywhwts dy prmaautstei)pg iift” s never ¢
got to seek help and seek other people's
my thinking(.)

GULLIVER: It's interesting that you've made that point about Year 8s emmm ((pause))

ARISTOTLE: Yeah
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GULLIVER: that sort of time in school where they are making those decisions((pause))

ARISTOTLE: Yeah

GULLIVER: do you you know what what what point in the year do they make that final

decision?

ARISTOTLE: I think it's towards the end of tlyear(.)

GULLIVER: Of Year 87

ARISTOTLE: Yeah yeah (.) | think so(.) What GCSEs they want to do next
year((pause))

GULLIVER: All right okay.

ARISTOTLE: So the they're obviously(.) they have the option to change when they are

in Year 9 within the first couple of moni
13 you're making what could be ((pause))-tfeanging decisions really(.) you kn®

What you're going to be doing in your future you know ((pause)) It's quite early(.)

GULLIVER: Yeah and and ((pause)) is anything specifically from the tasks that you
think that might apply to that situation? Like that you can remember?

ARISTOTLE: ((pause)) Yeah 100%(.)The one with you finger one where you had to
basically ((pause)) the choice to avoid I
not happy with this”’ (.) “This is an i ss
((pause)) basidly what happens is you tend to end up with no one says anything to

you(.) the amount of times I've said come and speak to me(.) it's my job as a form

teacher i f you’ve got any issues(.) come
You mightgetonear wo who ' | | openly always talk toc
form and 26 aren’t saying anything to yol
been building up(.)(.)(.) I'" m not happy

| i k e ihdve spaken'todne after the first incident(.) we could have deal with
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that(.) I think that fingertrap one was absolutely perfect because so often((pause)) there
was an incident where two boys in my for]
((pause)) anywawhere basically their friendship had broken down and one boy wanted

to move away and the other boy was giving him a hard time because he wanted to move
away in form and that kind of thing ((pause)) it ended up with an email from the parent
basically ((paus)) saying to me I'm not happy about this (.) this and this and | was

almost like the boys never came and spoke to me about that(.)If there is an issue then

like that thing says(.) is that (.) the finger trap(.) don't put it off actually deal with it(.)
so(.) now | '"ve got this parent who’ s wupse
because he's fell out with this boy(.) doesn't want to be friends with him anymore

((pause)) but at no point have thawacame

gui ck word because | '"m not happy about t|
not happy’ (.) so I '"ve always said don''t
you put it off you'l/l nev e rthegbey.)evanfa ol ut i
the smallest thing(.) he’ll stay behind ;
the time it's just speaking to the Head

sort it(.) Straight away whoever is causing him peaid(.) the Head of Year is
brilliant.. so whoever is causing probl em:

with(.) so | think that finger trap is perfect for that sort of thing(.) yeah(.)

GULLIVER: Yeah(.) and do you think there are any difficedtinvolved with the
programme for the young people? ((pause)) Do you think that there was anything they

found tricky or?

ARISTOTLE: Emmm ((pause)) I think ((pause)) some of the more immature students

maybe with the Malteser task ((pause)) again | sawnweedid the final task that some

of the more immature ones were a little bit like(.) maybe(.) they don't quite understand
because they do the task and afterwards it's explained ((pause)) which I think is a fine

way of doing it(.) but maybe foryoungboysf it ' s | i ke: ‘“Why are
seems a bit(.) you bring it to your ear .
They may feel (.) some of the i mmature on:

but then(.) dthické'sallok()s expl ai ned

404



GULLIVER: So that's really interesting(.) so you're saying because it explains

afterwards...

ARISTOTLE: Yeah and | do think it's a good way of doing it because then they think

why are we doing this.. bhbdayara((pausep bctuglly i n t |
bringing it to their ear(.) you might lose that sort of you(.) they start messing around(.)
they start | aughing and giggling((-that you |
mindfulness(.) So(.) maybe | don't know how yautdat because obviously there's pros

and cons to doing both ways(.) so you want them to do it(.) and then underskeave.)

a think for themselvedNhy are they doing this? and the explain it But(.) at the same

time(.) that <can htahte narhea vwee tdhoeinm gb etihnigs: f‘ol

GULLIVER: Yeah

ARISTOTLE: Yeah | mean there's pros and cons to everything | suppose(.)

GULLIVER: Any other things that you can think of that they may have found difficult
or? It doesn't matter if there areany other things(.)

ARISTOTLE: No(.) Not particularly no (.) it was all pretty well explained(.) again

maybe if there was a little bit more of ((pause)) ok(.) so you've just done that ((pause))
can you then go away and give examples to me of everytlagldde? For example

the finger trapwrite down examples(.) so you know something written down and they
discuss that maybe(.) so then they can say that's for that that's for that that's for that(.)
they have a bank of work then to go from(.) so whiees e why did we do that? That

was all about understanding our emotions and feelings(.) ok(.) Where would | use that?
actually(.) maybe writing something down ((pause)) recording something down in the
booklets(.) Maybe something like that(.)

GULLIVER: For you what with the benefits of the programme for you obviously as the

form tutor?

ARISTOTLE: I think it's been fantastic(.) I'm really happy we've done it because

honestly I'm not just saying it ((pause)) for the whole time ((pause))it was my first fo
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time with them(.) | said: ‘Please if you
And | get it there lads and they don't want to show weakness(.) They feel like you know
‘“i1t's weak to speak’ sort of t hihatghow ) An
| would have felt back then(.) and that's why I'm always trying to appeal to them all the

ti me Pl ease if you have any issues | et |
don't know aboutand | bang on and on and on about that(.) aischidss really been

great because this has just reiterated that(.) it's giving them an idea of OK how can we
deal with this? What's the best way to deal with this? And understanding that to deal

with situations very often you have to speak about it(.)

GULLIVER: And have you noticed a change in that sense?

ARISTOTLE: | " ve probably been ((pause)) | 've
lads come and speak to me now which has been great(.) At the start of thehezar(.)

was probably one boy who woulfpause)) | guess for every small thing he would be

and that's fine | don't mind dealing with him(.) but now there is more and more boys

who come looking (.) goingSir!(.) you know and rather than it getting to the stage
where | ' m getteda)n)g far dom gp ar(e mtasu(d.i)bli t’ s ge
the bud straight away which is better for everyone maybe(.) | think maybe they're taking

it on board and it may just be coincidence but | doubt it is(.) Since this research project

t hat ' s gotddtter which leak yeen good(.)

GULLIVER: Cool cool ((pause)) Brilliant(.) and ((pause)) what were the challenges for
you being involved? What things how has it affected you?

ARISTOTLE: Hmmmm ((pause))

GULLIVER: Like It might be logistically((paugglike you know it might be things
that have come up from the project ((pause)) like what the kids have been talking
about(.)

ARISTOTLE: Do you know what (.) to be honest(.) there hasn't been(.) Like we

finished last week so | haven't spent a lot oktiwith them since then(.) but | can
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probably ask them for a debrief about what they thought off the record or whatever(.)

|l " ve not really heard that much(.) it’ s |
that was fine(.) it was well organisediie was consistent(.) he was in every week(.)

That was all good(.) I wouldn’t really s
personally(.)

GULLIVER: Brilliant (.) what was your favourite element of the programme?

ARISTOTLE: I loved how hand®n it was(.) | think a lot of the times ((pause)) this

idea of this “i1f you just speak to me(.)

about ((long pause)) being active really(.) they were always active; it was always them
involved(.) You know itwouldlave been easy for PD to sta
can | have a volunteer? You're going to come to the front and you're going to sit with

me and | ’'m gonna do this and everyone el :
that trust(.) I think hewokkd out that they're a pretty
group of lads(.) he was pretty (.) he just sort of trusted them to get on with it(.) a lot of
teachers with chocolate or whateveér it mi
couldntpossibby gi ve them a Malteser because t hi
Whereas(.) he (PD) was brave(.) he took risks and it worked really well(.) The kids

enjoyed it and they got a lot out of it ((pause)) and as a teacher the worst lessons(.) and
you probaby know yourself (.) the worst lessons are those when the kids just sit there

and listen(.) I know (.) as a teacher(.) | get bored of someone speaking at me(.)

GULLIVER: ((laughs))

ARISTOTLE: So the fact that it was so haratsand they were so activenigh |

thought was was (.) the best part of the project(.) personally(.) and again(.) It was
relevant(.) like | said to you ((pause)) It was really relevant to this day and age(.) It's
such a big issue at the moment(.) Kids just(.) it's called the snendkatkeration for a
reason(.) They just do not deal with any kind of uncertainty or anxiety(.) they just really

struggle and that (programme content) again was perfect(.)

GULLIVER: Cool ((pause)) what was your least favourite element of the program?
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ARISTOTLE: Least favourite? ((long pause)) | wouldn't know really(.) That's an
interesting question(.) It's all been ((pause)) from what I've seen it's all been pretty

good(.)

GULLIVER: How do you feel the students have perceived the programme? | know

we ' 'sroert of covering..

ARISTOTLE: I know | know ((pause)) | think they really enjoyed it(.) I think maybe
there has been a |little bit of confusion
about? What are we doi ngBoys()hecduselalotoithen k |
time(.) an email will go home to parents and they will just send it back and then all they
(the kids) know is it’'s a research proje:
doing(.) but that's been fine(.) againtheyreallenj oyed it and there
i ssues(.) no one has came to me afterwar ¢

Why have we done this?’

GULLIVER: ((laughs))

ARISTOTLE: like 28 lads(.) and | haven't had one complaint(.) emmm the boy who
didn'ttake part | imagine that was just a case of (.) his parents not understanding what it
was(.) | don't know the boy that well(.) but he's a bit quiet(.) | don't really know the
parents well at all(.) | can only imagine that it's a breakdown of communicaty(.)
they've misunderstood because(.) this is something that (.) particularly at this age(.) I'm
not sure how it would work at year 10 or 11(.) maybe they might not buy into it as
much(.) but particularly Year 7 or 8 you know to deal with anxietyettamty is a

massive issue the school needs to cover really(.) so(.) | think particularly for those age

groups | think it works really well(.)

GULLIVER: In terms of uncertainty in school(.) what things do you think might create

that uncertainty?

ARISTOTLE: I think for boys a | ot of the ti me
coming to a grammar school from a pri mar)
step up(.) and we get | oads of kind of el
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ank ous about this; he's really anxious a
with the lads(.) youknow: We' r e doing this; were doing
t his’ (.) It's going to be ficola&lybhaveiat ' s
group of Year 7 form tutors(.) so(.) they will have them for the whole of year 7(.) pass

their form on and start again in Year 7 ((pause)) which is quite an interesting way of

doing it(.) | then get the group from Year 8 to year 11(.) gbgy (Year 7 Form

Tutors) are seen as the specialist they’|
students need ((pause)) emmm because there is a lot of uncertainty ((pause)) again it's
about you know (.) the expectations we have here some studegtiesto deal with

that to start with(.) by year 11 they understand the policies and expectations but
uncertainty a lot of the time is when things are new(.) isn't it? And then they panic and
say: ‘Il '"ve never done thigerpetdayé’ afgd) yo

it's just the step up that they struggle with and makes them anxious(.) | suppose(.)

GULLIVER: Cool ((pause)) how do you think the program could be improved? Is it
anything you might change about it or?

ARISTOTLE: No(.) againlike'lve sai d maybe about putti ng
school |l ife(.) once you'  ve done the friei
whatever it is(.) get them to write down like(.) right(.) you've got 5 or 10 minutes now

give me an example of hothis affects your every single day life in school(.) Give me

an example that you've had(.) write it anonymously(.) and just say give me an example
that you've had in your school or your life so far that you've struggled to deal with(.)
whet her eybuvehad(r oranxistyuor uncertainty(.) Write it down and pass it

on to the other person or swap it and we can see how everyone compares and

contrasts(.) How would you deal with this issue? How should they deal with this issue?

and really work out ho to deal with those dilemmas | suppose (.)

GULLIVER: Okay (.) Some more of ((long pause)) emmm that application?

ARISTOTLE: Yeah(.) exactly to that everyday school life for them(.)
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GULLIVER: You were saying not so long ago that maybe for Year 19®ar 11s(.)
they might not be ((pause)) they might not take to it as well as the younger ones(.) What

i mprovements ((pause)) do you think coul ¢

ARISTOTLE: I think | think you would just change the tasks(.) I just know how our

Year 10 and 11s are(.) they can be a little bit giddy(.) a little bit silly(.) a little bit like
((pause)) you've almost got to convince them that this is what we're doing(.) They start

to go(.) * Well why are we doi agYearmand ? Wh
8 in this school(.) if you tell them to jump they'll just jump(.) They'll say: how high?

kind of thing.

GULLIVER: ((laughs))

ARI STOTLE: Year 10 and 11 | think you’'d
Malteser and that sort diihg(.) you could have the same concept absolutely no
question(.) but you'd probably just changed the task you were doing because | know a

lot of them would be like: why are we doing this? You can probably imagine(.)

GULLIVER: In terms of a scale 1 to X6r the young person(.) 1 being extremely
unenjoyable for the young person and 10 being extremely enjoyable for the young

person(.) where would you place the programme on this scale?

ARI STOTLE: 1’'d say it's easilig)LikelSad. ) EvV
it's been engaging it's been hawg.) It's not been just someone stood at the front just

speaking at them(.) which they love that's the way you've got to teach this day and

age(.)

GULLIVER: In termsof 1 being extremely useless anddEing extremely useful

where would you put the program?

ARISTOTLE: Probably ((long pause)) an 8 or a 9(.)

GULLIVER: Why would you put it there?
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ARISTOTLE: It's massively relevant for this day and age and that's the main thing(.)

that's why | was so happy we were doing it emmmm ((pause)) and again maybe not a 10
because a lot of the bayiss not PD's faultbut they might walk out and think wast

done this(.) and it's getting themint o thi
everyday life how are you going to apply this? And it's sort of how far can the

programme go to make sure students are acting in this way? So that from) s@w (.

they've done the project how is that going to change their everyday life? It might be a
review that | do in PHSE? Where we sit di
and then you're going to write down things that have happened since tlut anoje

how you've dealt with it differently(.) So(.) maybe ((long pause)) if you were going to
improve it at all it would be that over lasting impact is (.) Are they going to record what
they've done differently in the next 6 months? so from now till surfajri@w has this

project changed their life? Is there something in place that could measure that or that
can judge that? Obviously interviews and

months what's going to change? Do you understand whadmby that?

GULLIVER: Cool (.) yeah that's really really helpful(.) Would you recommend this

program to another year group? And why or why not?

ARISTOTLE: Well we've pretty much just touched on that there(.) In Year 7 and 8

possibly Year9 would be ine(.) | think Year 10 and 11(.) it would work ((pause)) but
you'd sort of have to change the tasks t|
issues they face are a lot different to ((pause)) sort of Year 7 or 8(.) Year 7 or 8 most of

the issues are ithis place (school) ((pause)) Year 10 and 11 there are other things going

on outside of schoemight be girls or whatever it is that goes on(.) so things would
change quite a lot(.) so again it's just

approprate or they're going to engage those higher end year groups(.)

GULLIVER: Brilliant(.) Have you got any other questions or comments about the

programme at all?

ARISTOTLE: No(.) Maybe we could look at bringing in how are we going to measure
ittheimpat i t's had(.) maybe it's a questionn
be quite useful thing for yourselves and for me(.) in particular(.) is how has it changed
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my students lives? Have they thought about what they've done and implemented it into

their life? In the summer term or whatever it might be? That would be quite useful(.)

GULLIVER: Brilliant(.) Thank you very much(.)That's very helpful(.) I'm going to end

the interview there(.)
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Appendix YY: An Example of a Coded Interview

Codes, reflections and comments are written in purple.

Interview 3 (Pilot 1)

JUDITH (educational psychologist): Ok(.) right (.) so (.) the first question is (.) what do you
think were the benefits of the Embrace Life programme that you havelbeg? The

benefits are the helpful useful positive things that you took from the programme(.) mom let's
make a list and | may ask you some more questions about what you say(.) Is that ok?

MAGGIE (Child): Like we could learn how to look at situations in a different light(.) So like
if we used to look at them and get quite angry(.) we could actually be calm and find a
different way to approach situations and like look at how other peopld apghoach it with
different mindsets and stuff like thatfferent perspectives; developing of empathy;

possibility of using different approaches

JUDITH: Brilliant

MAGGIE: Yeah(.) and we learned how to stay calm or like how to control our breathing and
stuff and not like worry as much if we had exams and stuff likeHh&tful tools to deal with

worry

JUDITH: Ah(.) ok(.) And have you have you so have you practiced that outside of the
sessions as well ? Have you Vekandabwdl® to sort

MAGGI E: Yeah(.) Yeah (.) a couple of times b

JUDI TH: Yeah(.) so it’s been a good time for
ok(.) what do you think are the challenges or things thaldchave been improved with the
programme? so the challenges are sort of the difficult or tricky things that you would have
overcome? again(.) we will make a list of all the things and | may ask you some more

guestions about that as well(.)
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MAGGIE: So(.)if we wanted to answer a question you have to catch this brain (.) and it was

like thrown at you and it like (.) in a way it made me want the answer less because | didn't

like the fact that | had this braiheing thrown at me(.) because it was a bit eeacking

when some of the other classmates had it (.) Like at one point(.) it got chucked at someone

very hard and that was a bit worrying(.) and like sometimes (.) people messed around a bit

and so it was hard to focus a bit more (.) but apart from that wa s p rTeebtay good ...

with this student discouraged participation.

JUDITH: Pretty good(.) Fab(.) So what was your favourite activity in the programme and
why?

MAGGIE: Probably when we made the desisplan because he gave us chocolate and we

had to decide the best way to share the chocolate with your friends(.) so we haldya step

step way to do it so we had to like talk to our partner to find out if they had the same ideas as
us and like (.) think fomore than one different idea and choose the best one and then plan it
out so that we had like an idea of what we were doing so that we can eat the chocolate(.)

Prompting more logical, reasoned approaches to resolving problems

JUDITH: So you enjoyed #t one? ((laughing)) Did you get to eat the chocolate as well?
MAGGIE: Yeah ((laughing))

JUDITH: So(.) what was your least favourite activity?

MAGGIE: Probably the mindfulness just because like ((pause)) some of the time it was a bit
awkward when somef your friends were laughing around you and you couldn't like stay

calm as much (.) it felt a bit uncomfortable sometimegjluced engagement heightened

feelings of seHconsciousness

JUDITH: Did the others find that as well?
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MAGGIE: | think so(.) a couple of my friends said they found it a bit awkward(.) He said to
shut your eyes and half the class weren’t an
peopl e around vy ouSeaienseousness dnd awgvardmeEssy o u ...

mindfulness

JUDITH: Do you think (.) do you think practicing that kind of thing me on your own would

probably have been better (.) rather than as part of a group?

MAGGI E: Yeah because that was a bit uncomfor

JUDITH: Yeah(.) So just that ongpkay(.) lovely(.) so(.) what did you learn from the

programme?

MAGGIE: Like how to look at situations differently rather than just getting angry at first
(.)and being worried all the time(.) it kind of made look at it so you could calm yourself and

think of a different way to approachHbstering a way of confrontirthe difficulty

JUDITH: Okay(.) yeah ((pause)) | have a prompt sheet here ((long pause)) to remind you of

some of the things you did(.) Does that remind you of any other things?

MAGGIE: Yeah ((long pause)) The string one we had to all stand on chzars€)) not
everyone just some people (.) and then we looped it around the classroom to show how

everything was connected(.)

JUDITH: Oh(.) right(.)

MAGGIE: Oh(.) and we did the head basket so a boy in our class had to put it on his head

and everyone ltato like throw a ball in and put a positive or negative idea in the basket(.)
Hmmm( (pause)) the finger trap was | i ke that
you have to(.) like(.) relax and let it go first(.) That was mindfulness (.) tapipénigawl

thing(.) The ice thing you put it in your hand and feel everything that was happening so like

you could focus a bit more in it and try and find ways not to focus on the pain(.) I think the
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sticky note on your head was like (.) so you could talotar friends in a different way if
you had like an argument or something(.) so you could say like(.) how they made you feel(.)

Could relate the metaphor of the finger trap to real life

JUDITH: Okey(.) doke(.) right (.) brilliant(.) what are your viewstba Embrace Booklet?

MAGGIE: It was good because it had different like ideas in it (.) so you could look at it and
think that someone else might feel differently to you(.) It had lots of different activities and
then there was homework as well(.) so wald like do it at home(.) and sit on your own and

think about stuff more([piffering perspectives acknowledged; increased awareness?

JUDITH: And how did you find (.) how did you feel about the homework?

MAGGIE: It was good(.) yeah(.) Not everyonedid because some peopl e
homework half the time ((laughing))

JUDITH: ((laughing))

MAGGIE: but like 1 did it and it kind of helped because we might have done it once in

class(.) but you could focus a bit more at home and think about it more(.)

JUDITH: Yeah (.) okay(.) that was good(.) And how would you describe the programme to a

fiend who didn’t know about it ?

MAGGIE: It was really good because like (.) it taught you like (.) how to look at stuff and it
mi ght | ike (.) change your views on when son
argument or something you might look at differemthd probably sort it out quicker(.)

Looking at different perspectives is valued and may help with conflict resolution

JUDITH: Have you had any personal experience of that since? Have you used any of the

techniques when things have happened?
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MAGGIE: Yean(.) Like stuff at home that happened (.) so you can like ((pause)) calm down

quicker and talk it out

JUDI TH: So(.) that’'s been howewmoudydueatepheul t o yo
programme? Firstly(.) by how much you enjoyed it? 1 being exiseomenjoyable and 10

being extremely enjoyable?

MAGGIE: 6 ora 7(.)

JUDI TH: Fab and what about from 1 to 10 as w

useful?

MAGGIE: A 7(.)

JUDITH: Is there anything that you think that could help it be ((paasg)yu to rate it

higher on the scale(.) do you think?

MAGGIE : Mmmm ((pause)) like make sure that everyone is doing the stuff(.) like it was a

bit awkward when someone el se wasn’t taking
a bit uncomfordble some of the time(.) like in the mindfulness when you closed your eyes

and you felt like everyone was like watching you and then it made it a bit more

uncomfortableEngagement of all valued, especially re: mindfulness

JUDITH: Ah right okay (.) So(.if everyone had been fully engaged like you wanted to be(.)
you probably probably would have got a little bit more out of some of the things(.) fab(.)
What questions or other comments do you have about the programme?

MAGGI E: ((l ong plavesary)))twdadgood(.X t hi nk |

JUDITH: You enjoyed it(.) yeah?

MAGGIE: Yeah(.)
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JUDI TH: So(.) you don’t want to make any mor

MAGGI E: No | don’t think so (.) the only thi
because it got thrown really hard once and kind of like made me feel uncomfortable some the

time(.)

JUDITH: Okay.

MAGGI E: Oh(.) anot her doptoithedndwewersvgpingddtehch’ t act
another class(.) but | didn’t feel very c¢omf
bad (.) but a bit of anxiety and so | don’t
age(.) So(.) when we wereigg to teach another class(.) that was a bit uncomfortable(.) we

didn’t do it in the end; we taught people in

JUDITH: That was a bit better(.)

MAGGIE: Yeah(.) we knew them more(.)

JUDITH: Was that in smaller groups then or?

MAGGIE: Yeah(.) we were in groups of four or five(.) so we could do our activity which was
one of these (refers to pictures on prompt sheet) and then teach it to people in our class(.) it
was more comfortable doing it with people you knew than people rather thaother form

who we might not know people there(.)

JUDITH: What do you think (.) what ideas have you had about how to sort of go forward

with this now that you’ve finished the progr

help going forward?

MAGGIE: Hmmmm( (pause)) | don’t know(.) Make su

because it does help and like it changed how | think about stuff(.) make sure more people get
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a chance to do it(.) Just everybody takes part(.) not just half the class(.) andbsametd

Engagement stressed as important again
JUDITH : With more with more of the form group (.) sort of aware of what the programme
is(.) it would help everybody(.) I think(.) then(.) Yeah?

MAGGIE: Yeah.

JUDI TH: That’'s bril | i artfofcomingintotheikterview(®@ r y muc h

END OF INTERVIEW
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Appendix ZZ: Initial Codes Pilot 1

RQ7 What do those involved with the programme perceive as the benefits of the
programme?

Benefits (Questionnaire Data YP)

=4 =4 4 -8 45 -4 -4 _-95_-45_-°9-°9-5_-°3

]

Acceptance (2)

Coping with stress/anxiety (3)

Looking at the positive and negatives
Understanding mindfulness

Working with new people

Ways to be calmer (2)

Ways to handle new situations in different ways (4)
Positivity

Helps to clear the mind during times of stress
Helped to not run away from difficulty
Confidencebuilding

Assertiveness

The class became closer

Different view on life

Coding of descriptions of the programme:

]

=42 =2 -8 4 -4 -8 _-95_-9_-9_-9_-49_-°5_-°2_-°5_-°

Way of feeling less unsure

Useful if you have enough time to try out techniques
Boring

Fun (4)

Helpful in dealing with feelings of anxiety (2)

Connecting with feelings

Helping with difficult situations

Helpful

Helps people cope with things

Helps people consider differing perspectives or approaches
Helps people consider different ways of talkingpémple
Different kind of lesson

Useful

Learn ways to control anger and uncertainty

Make you feel insecure as you have to share your views
Relaxing
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Coding of what YP said they learned:

=4 =4 =4 -8 -4 -4 -9 _-9_-9_-°9-°9_-5_-°

]

Acceptance (3)

How to deal with uncertainty in ways appropriaddtie situation (3)
A new way to cope with different things

How to feel less anxious

How to deal with stress (2)

Patience

That i1t’s okay to be uncertai
Not to run away from difficulty

Di fferent perspectives on situati

Impact of &tions and words on people
To be calmer

How to calm down and sort situations
How to control anger

How to be respectful and assertive

Benefits (Interview Data YP)

=4 =4 4 -4 45 -89 _-45_-9_-9_-9_-45_-°3_-°3

=

Reframing perspectives (2)

Confidence

Thinking skills

Positivity

Understanding that theeee different approaches to situations (3)
Help with problem solving

Normalising uncertainty

Helpful

Different/ New perspectives (3)

Understanding the benefits of facing adversity (2)

Helping to develop empathy

Helpful tools to deal with worry

Helpful ways to confront difficulty

Prompting more logical, measured approaches to problems
Helped with relationships

Benefits (Interview Data; Staff)

=4 =4 -4 -4 4

Promoted young people to reflect on their behaviour and situations

Challenge viewed as positive

Learning abouCBT

Increased understanding of how young people think
Increased proficiency in dealing with behaviour issues
Extremely positive effect on one pupil

ons

Some tasks increased anxiety in the short term but were beneficial in the long

term.

Having an external person to deliver session helpful for children with

behavioural difficulties
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RQ8 What do those involved with the programme perceive as the challenges
associated with the programme?

Challenges (Questionnaire Data; YP)

=4 =4 =4 -8 45 -4 -8 -5 -4 -9 -9 -9 -9

=

Still having difficulties after the programme is complete
Worry more now as it has opened up i d:
Being honest and sharing intimate details (2)

Teaching skills to other students

Boredom (2)

Disruptive behaviour from some students during the jirogne (2)
Stressful due to lack of time to do activities

Signing loads of forms

Fearing that they would answer questions incorrectly

Fear of being hit by the soft toy brain when answering questions
Concentration issues (2)

Not understanding tasks (2)

Not getting along with people who were assigned his/her group
Stressful (general)

Coding of descriptions of the programme:

T

Mixed review positive and negative

Challenges (Interview Data; YP)

T

= =4 =4 -4 45

T

Sharing personal details publicly

Less people contributing due to fear of sharing
Boredom (2)

Lack of understanding of the purposes of the tasks
Use of the brain toy to stimulate discussion waspotting
Self-consciousness during mindfulness

Boundaries during the session

Challenges (Interview Data; Staff)

T
T

Systemic practical challenges

Needing consent and/or assent; some children who would have benefitted opted
out

YPs’ unrealistic expectations of the |
Concerns about how to embed the programme principles after the programme

has finished

Follow up important

Children may not be able to appreciate the impact on them

Better explanation at the start of the programuseful
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Researcher-derived codes (YP)

T The construct boring could refbasedt t e
activities and/or novel things that make people feel uncomfortable or self
conscious.

Researcher-derived codes (Staff)

1 Ethel views that the programme had an impact on one child with social and
behavioural needs but her construction of his difficuttg Within child and that
his perspective (teachers judging him) was inaccurate. Could it be that the
programme aligns with school views of a witlthild approach and that is why
it is viewed positively by Ethel.

T Was it the r es e a tackbfgudgersentofehildthat boonghth i p
about change or the programme content?
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Appendix AAA: Initial Codes Pilot 2

RQ6 What do those involved with the programme perceive as the benefits of the
programme?

Benefits (Questionnaire Data YP)

T

ERE N

Skills developed to help deal with being unsure/uncertain (7)
Understanding how to focus more on the present (1)
Increased confidence to deal with being uncertain (1)
Feeling more secure (1)

Enjoyment, positivity and helpfulness (4)

Clarity: increased focus, concentration and clear thinking (2)
Increased value placed on being assertive (1)

Coding of descriptions of the programme:

=4 =4 =4 4 4 -5 4

Fun and wacky way to learn about real problems!
Understanding feelings

Helpful/Useful (6)

Calming

Fun (5)

Helps you deal with problems/situations (2)
Helps you to focus

Helps you to focus on the present

Coding of what YP said they learned:

=

= =4 -4 4 -8 4 -4 9

Acceptance instead of avoidance
Normalising uncertainty

Differing perspectives
Mindfulness/meditation (3)

Value of assertiveness (2)

How to focus

More present

Dealing with difficult situations & problems
Value of reasoned action
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Benefits (Interview Data YP)

9 Skills acquired: conflict/ problem resolution; being more present; using NALA
(3)

New perspectives: Acceptance reduces emotional strain

New perspectives: New ways to approach problems

Mindful eating helped increase savouring/appreciation of food

Awareness of how situations are approached (acceptance vs. avoidance)

= =4 =4 4 4

Perceived behavioural change or intention to change: Improved reflectiveness
(1)

Helped to relax

Helped to be at one with the environment

= =4

9 Reflection on behaviour and potential impact on others; modification of
behaviour based on reflection
1 Understanding when skills may be best used

Benefits (Interview Data; Staff)

1 Snowflake generatioriYP are less able to deal with difficulties; uncertainty
therefore programme is beneficial

1 Helping children to make educated decisions deemed valued

1 Programme emphasised acceptance vddanoe/suppression and this was
deemed valuable; acceptance linked to problem resolution

1 Perceived increase in students being more open and asking for help

1 Handson interactive approach (2)

1 YP were trusted to engage in work independently

1 YP were treateds young adultsopinions valued etc.

1 Help understanding and managing emotions

1 Help understanding feelings of others

1 Fostered caperative working amongst YP

1 Observing YP with difficulties adapt and cope well with the programme
valuable

1 Improved belongig

1T Parents’ reluctance for children taki.
construction of their child’s <dew ficul
insights

9 Enlisting support from adults viewed as a way of helping to resolve issues

I ‘It's weak to speak’: YP may perceive asking for help as weak; may therefore
engage in avoidance/suppression

1 Important that problems are dealt with early on

9 Year 8 viewed as a pivotal time for YP- more uncertainty re: picking subjects
etc.
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RQ7 What do those involved with the programme perceive as the challenges
associated with the programme?

Challenges (Questionnaire Data; YP)
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Ignorance is blisshaving to think about things not considered previously
Clarity- not understanding purpose

Being unsure

Boredom

Nothing (8)

Missing lessons for the project

Difficult homework

Boredom; having to do it at all (3)

Struggling to develop new skills (1)

=4 =4 =4 -4 4 -4 -5 4

=

Coding of descriptions of the programme:

T *"Boringomsepse’ ; ‘waste of ti me’ (2)
1 Confusing

Challenges (Interview Data; YP)

1 Missing lessons

Self-consciousness and awkwardness in response to something new/different
Discomfort

Social desirability and being honest in conflict

Skills not generalised/ n@pportunities to use skills for someg. re: NALA,
acceptance vs. avoidance (2)

Learning new skills not necessarily helpful e.g. meditation

Boring tasks; tasks dragging on (2)

Homework unappreciated (2)

More complex or harder dilemmas needed

=4 =4 -4 2

E R

Challenges (Interview Data; Staff)

1 Grounding programme activities more in the +ial of the students; drawing on
YP's own issues of wuncertainty/ confl i

1 Explaining or reflecting on the task afterwards was deemed a challenge for kids
taking tasks seriouslynd/or being mindful

1 Programme less suitable for older students; approach would need to be adapted
—alpha males, group dynamics, silliness, respect (2)

1 Thought needs to be given to the lasting impact and follow up

1 Difficulties engaging with mindfulness

1 Environment not suitable for the programmeeds to be quieter, with less
interruptions; a closed space

1 Perhaps a shorter programme (no reason provided for this view)

1 Universal approach not valued; should be smaller groups of YP who need this
work

Other perceptions (Staff)
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Researcher-derived codes (YP)

T The construct boring, waste of ti me, |
it could reflect t eendasedradivitiescaodlmon r
novel things that make people feel uncondble or seHconscious.

1 The mention of more complex dilemmas could reflect the high standards
grammar school kids have for themselves within a context that emphasises
academic brilliance; this could be in conflict with the programme with its
emphasis onkdll development. This need for complex content could then also
influence perceptions of boredom.

Researcher-derived codes (Staff)

1 Aristotle may harbour unrealistic expectations of mindfulness activities that
reflect the school system expectatons@éoul dn’t | augh duri
need to take it seriously) which may be in conflict with researcher view of
mindfulness (observing how we approach these tashg does it feel silly?
What does it feel like when that is the case?)
1 Sappho may harbour frustration/ dissatisfaction for how-eihg/approaches
to promoting weHlbeing are considered within this grammar school setting and
thus emphasises the interruptions and the lack of professionalism from other
staff repeatedly throughut interview.
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Appendix BBB: Supporting Extracts for Each Theme and Subtheme

Note: Quotes from Pilot-lblack;quotes from Pilot 2blue

RQ6 What do those involved with the programme perceive as the benefits of the

programme?

Theme

Sub-theme

Ilustrative quote(s)

Strengthening
‘Snowflakes’

“you getsomanyemailsoff parents
where((pause)studentdhavegonehome
worrying andpanickingaboutthis has
happene@ndthathashappenear he's
really worriedaboutthator he'sextremely
anxiousaboutcomingin tomorrowor
((pause)his ECT or his examor whatever
it is andfor meit's aboutthemyou know?
(.) how cantheylook it andgotheseare
theoptionsl've got? And thedilemmas
wereabout(.)areyou goingto askpeople
for adviceor areyou goingto go on your
guti n st i wasduiteihtérestingto
seehow ((pause))adsof thatagehaven't
gotaclueontheiro wn ¢ ARISTOTLE

t h e wtill justlike primaryschoolso
((pause)¥or themto be giveninformation
howto makebetterdecisionsandthingsis
absolutelyinvaluablefor them(.)i t ' s
somethingve neverhadin schoolandl
wish we did havethatbecausé wasvery
muchjust go off my instinctor (.) say
nothingandit will gpawa y-( . ) ”
ARISTOTLE

“ knowthis generations becominga
massivassuepeopledon'tlike
uncertainty(pause)thetermsnowflakeis
usedquitealot(.) it's aperfectresearch
projecttodo( . ) .ldokedashow
childrencanthink aboutw h a actually
happening(.ralmdownstaycalmand
actuallymakean ((pause))ou know (.)
educatedl e c i S-IARISTOTLE
(staff)

“ T lormewith you finger onewhereyou
hadto basically((pause)}hechoiceto
avoidit or actuallyconfrontsomeonand
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say’ T H'in sothappywitht h (.)$ T h
is anissuewe needto speakabouti @all
thetime or ((pause)pasicallywhat
happenss youtendto endup with noone
saysanythingtoy o u - ARISTOTLE
discussing the benefits of the Chinese
Finger Trap task

“ I(theprogramme)vasreally relevantto
thisdayandage(.)It's suchabig issueat
themoment(.)Kids just(.)it's calledthe
snowflakegeneratiorfor areason(.)lhey
justdo not dealwith anykind of
uncertaintyor anxiety(.)theyjustreally
struggleandthat (programmecontent)
againwasp e r f e ARISTOTLE
(staff)

Skilled up & ready

“ Ihélpsmeclearmy mind whenl was
stressing.”

“ Itaughtus someusefulmethodgo cope
with stressor anxietyrelatedto feeling
uncertain.”

“ learnedaboutdifferentwaysto deal
with stressandbeingunsureoft hi n g

“ H otwvdealwith uncertaintywith
methodghatsuitthes i t uat i on

“pbainedconfi dence.
“ Hotacontrolangerandu nc er t a

“ learnedwhatto dowhenl feelu n s u

“ L e a rhowitordealwitht hi ngs

“ know howto respondn certain
probl ems”

knowwhattodoin difficult s i t u a

learnedwhatto dowhenl feelu n s u

Thebreathinge x e r ¢ helpedslat to
calmmed own . ”
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“we learnedhowto staycalmor like how
to controlour breathingandstuff andnot
like worry asmuchif we hadexamsand
stuffliket h aMAGGIE (YP)

“ Ihelpedmerelaxand((pause)}he
((pause)meditationl usedquiteabit at
h o me-gOHNYP)

“ Y e alhke stuff athomethathappened
(.) soyou canlike ((pause)xalmdown
quickerandtalkit o u-tMAGGIE (YP)
when discussing the use of reflective
skills gained during the programme

“ L i skygou'vegotaproblemthenyou
can((pause))ike sayyou'reangryor
something.) andthenyou do some
meditationandrelax(.)- JOHN (YP)

“ Tsaycalminstressfus i t uat i
“ ...i(the programme)asvery helpful
andnow | knowwhatto doin thefutureif
anythinglikethath appe-ns ( . )’
ROBINSON (YP)

“ ...tanuseit (theprogrammejaterin
life whenl ’ goHoadsof dilemmas
becausé hadadilemmafrom this which
couldberesolvedo that(.) andl could
usethe sameoutcometo fix it(.)- JOHN
(YP)

Accept & Tackle

“ hadlearnedo accepthatthingsthat
makeyou uncomfortablearejustt h e r

“Re | metendtrunaways i t uat

“ learnedo justaccepthatthingsare
justt here.”

“ H otavaccepthingsareinevitableand
copingwitht h e m”

“ Bmok with beingunsurenow unlike
before.”

431



“ y @an'tjust pull awayfrom a situation
((long pause))utif youjustfaceit and
say(.)) | anylk a d i (alogbetter(.)
thenyou canjustresolvethingsandthere
isnolike tension( ( p a uNIGEL) ”
(YP) on what he learned from the
programme

“ lydu havea problemdealwith it
insteadof avoidingi t ”

“ t lessonontheacceptancand
avoidancealsohelpedaboutlike(.) howto
accepiprodemsno matterhow badit is
andit canhelpgetweightoff your
shouldersaandlike y e a h ROBJNSON
(YP)

“ H otarespecpeopleandacta s s e r

“ t a wghowito calmdownandsort
situations”

“ T lmeassertivenotaggressiver
passive”

“ T stayfocusandhowto think
assertivelynvariouss i t uat i on
“ ialsohelpedwhenevel faceaproblem
how(.)like emm(.) howto like resolveit
andhowto actuponit usinglike assertive
actionsandthingsliket hat( . ) ”
ROBINSON (YP)on what he learned
from the programme

I’m normal

“ think it wasreally goodbecausét sort
of madeyou feelit wasok to be
uncertain(.)ike you can'talwaysknow
what'sgoingto happerall thetime(.) |
think it's sortof like you realisethatother
peoplewereuncertaint 0o o-(NIGEL
(YP)

“ T hlamnottheonly personwho feels
like thiss o met i mes"”

“ T hiatbkaytobeuncer t ai n
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Theme

Ilustrative quote(s)

New

Perspectives

i learneda lot aboutCBTwhichl d i dapgreciate(.) | learneda lot
abouthowkidsthinkwhichl w a s awareof howkidsthink( ( p a u s ¢
ETHEL (staff)

i A nathena kid reactswith angeraswell (.) | nowunderstandhat
processaswell of howtheygotto(.) it wasreallyh e | p f- BHTHEL. ) o
(staff)

“l learneda lot abouthowto dealwith certainissuesvhentheyarisein
termsof ((pause))challengingit becauset canbe quitefrustratingis
blamingsomeonelsethat | nowgetwhythosekidsdo that andhowthey
needhelpthinkingitt h r o u-&ehHEL (staff)

i F anebeinginvolvedit wasusefulto seesomeof the studentq.) that
thatdo strugglewith certains i t u a andibwashéwtheyadaptedand
howtheyhandledit andit wasquite niceto seebecausenitially ((pause))
weenterednto it with themwith a little trepidationbecausevell howare
theygoingto handleit are theygoingto sortof ((pause)xloseupis it
goingto bedetrimentalto them?but actuallytheyenjoyedt andthey
((pause))andparticularly onestudentwhowe knewwhodoeshave
problemsandhedid engagewithi t SAPPHO(staff)

N b totseehisengagementwassurprisedthat his parentswerehesitant
aboutallowing himto try things((pause))sometimegouwonderif it is the
parentsstoppingthechildren( . )s & their sort of reluctanceratherthan
thec h i F SAPRHO(staff) re: boywith A s p e r wgheseparsntswere
worried aboutdoing the programme(staff)

“1 learnedhowto handlenewsituationsin differentwa y s . 0

i t tieink differentlyandto preparefor differents i t uat i ons 0

=1}

I helpedus havea differentview of life.0

=1}

L e a mewwajstoapproachs i t uat i ons. 0

A Ihelpsy o u é t dfall differentandbestapproachedgo situationsand
waysoftalkingtopeop |l e é 0

2

I helpsyoulearn differentwaysto thinkandapproachs i t uat i o

i learnedhowsomepeoplemayfed ontheinsideandhowsome
situationsmayappearto peoplewith differenta p pr oaches . 0

i Iwasgoodto learnto considerdifferentpossibilitiesand outcomesoit
wasrelatableandusefulinl i f e. 0
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i L i ekesthoughw e &ayproblemswith thefingertrap andreflecton
otherthings(.) liket h e mlwa§ss wayto solveit(.) If | 6awerin a bad
situationl canremembethatandthenl oOkhowthereare alwaysmore
wayto solveit (.) if | justthinkabouti t ¢ TERRY (YP)

i |justbroughtyouto like ((pause))a placethatyou'dneverevenbeen
b e f qre:enindfulness)NIGEL (YP)

i L i weeouldlearnhowto look at situationsin a differentlight(.) Solike
if weusedto look at themandgetquiteangry(.)we couldactuallybe calm
andfind a differentwayto approachsituationsandlike look at howother
peoplemightapproachit with differentmindsetsandstuffliket h at o
MAGGIE (YP)

i é b e c dosskeelpandlike it changechow| thinkabouts t u fif (
MAGGIE (YP)

i Iwasreally goodbecausdike (.) it taughtyoulike (.) howto look at stuff
andit mightlike (.) changeyour viewson whensomeoné(pause)when

y 0 U ldavirggan argumentor something/oumightlook at differentlyand
probablysortit outquicker(.p T MAGGIE (YP))

A (ldarnedto) assesshingsin life beforetakinga ct i on o

Well beforethe programme(pause))f I'd probablybe morepassive
aggressivehanassertiveto behonest( ( p a u s esdl think&he d
programmehaskind of like openednyeyesto what'sbetter( . ) é b e c
it's kind of like not gettingangryandy o u i@otlike ((pause)hmmm
((pause)Xrying to takeit outonthemlater(.) you'retellingy o u @liing
themthatyoudon'twantto doit like straightaway

- MILTON (YP)

i H m ({pause))n football(.)| wasrunningthroughandl thoughtshouldl
be greedyand shootor shouldl pass((pause))andsharetheglory and
thenl p a s s &0HN (YP)reflecting on how the programmehelpedhim
with dilemmas
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Theme

Sub-Theme

Ilustrative quote(s)

Relationships

& behaviour

N/A

i khinki t hélgedthemthink abouttheir actionsand
howtheyreactto certainsituationshasreally
h el p eBETHEL)(sbaff)

i iwksalmostlike hewasa differentpersonat points
thewayherespondedo the programme(.youknow(.)
yousawhimin a totally differentl i g hitETHEL 0
(staff) taking aboutthe impacton a specificstudent
with behaviouralissues

i é t teachingsupportassistantvhoworkswith him|
sentthemall the materialsandall the stuffandshewas
goingthroughwith him andtalking aboutit andshe
saidthat shenoticeda markeddifferencen his attitude
andin his behaviouroverthere(.)so(.)it wasro justa
kind of oneoff kind of thing( ( p a u EBTelEL)(siaff)
speakingaboutthe specifics t u d behaviéus
outsideof the programmetime

“ hspoketo meandsaidthatbasicallyhe knowsthat
he canbeabit of anidiot andstuff like thatandhe
doe s meainto beanidiot(.)andhe explainedthathe
felt thatit wasdifferenthefelt ((pause)thatPDw a s n
judginghim becauséDd o e «nmow Him andthat
everyteachegjudgeshim whenhewalksinto a
classroomandhefeelslike h e gos((pause)no way
outbecausao matterwhathedoes(.) h e alvgays
goingto pickedon(.) buthed i dfeelthatway with
PD andhefelt valuedby h i m<{Ethgl bn how the
researcher’s approach during the programme
helped a student to feel valued

Hands On

It's beenreally really handson(.) they'vebeendoing
loadsof stuff(.)It's notbeen((pause)hemsitting there
lookingat a boardor beingboredor stufflike that(.) so

t h abeedrsally really beneficialthewaythat sessions
haveworkedthey'vebeengreat(.)- ARISTOTLE

(staff)

I lovedhowhandsonit was(.)l thinka lot of thetimes
((pause)Xhisideaofthis6 iydujust speakto me(.)l

w 0 nl Get a (r) wh@reaswith this it wasall about((long
pause)peingactivereally(.) theywerealwaysactive; it
wasalwaystheminvolved(.} ARISTOTLE (staff)
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i é i(theprogramme)wvasinteractivewhichwasnice
sotheyweren'tjustsitting there(.) I thinkthatwas
somethingelsetheywereall expectingandthat'swhat
they'reusedto it's that youjust sit but theydidn't have
to theycouldgetup andtheycouldwalk aroundthey
swappedandwhathaveyou(.) sothatwasnicethat
wasdifferentfor themand| think thattheyall enjoyed
thatand| think that helpedthemsort of that helped
their confidenceandalsotheir belongingwith therest
oftheg r o i BAPPHO(staff)

i likedtheinteractionwith theboyswhentheyweren't
justsortof sittingd o w-rSAPPHO(staff)

Treated like
young adults

i b adtuallyhehadthattrust(.)é h @ustsortof
trustedthemto getonwith it(.) a lot of teacherswith
chocolateor whateverit mightbe(.)theymightnothave
thattrust: 6 touldn'tpossiblygivethema Malteser
becausé¢ h e jusbmessaroundandeati tWhéreas(.)
he (researcher)wasbrave(.)hetookrisksandit worked
reallyw e | | ARIST@TLE (staff)

i étheyweretreatedmoreasyoungadultsratherthan
justchildrenandtheir viewsandtheir opinionsand
beingableto voicewhattheywantal to saymattered
andtheywerelistenedt o 8APPHO(staff)
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RQ7 What do those involved with the programme perceive as the challenges

associated with the programme?

Theme Sub-theme

Ilustrative quote(s)

Unappreciated
Impact

i khink someof thetasksprobablymadethem
feelmoreanxious((pause)} t h leegefitted
morein thelongr u n {ETHEL (staff)

i think theystruggledthinkingaboutthingsthey
d o nvantto think about(.)but(.)I thinkit
helpedin theendandthewayit wasmanaged
wasreally reallyg o o d- ETHELO (staff)

i Id o rthinktheydo appreciatewhatthe
programmedid for thembecausetheyc a rséet
thoselittle ¢ h a n g-eESHED (staff)

“ 1 nmy completehonesty| dostill it difficult to
takeassertiveactions,andalso, | still find it
difficult nottoresistt e mpt at i on”

“ mleastfavouriteactivity wasthe mindfulness
becausét wasu s el es s”

“ btruggledto understandhereasorfor these
exercises”

“ i(theprogramme)vasalittle bitc onf u s
“under ghingsiwdsaolgal | en g €

“ Oit's) reallygood(.)but you needto try to get
asinvolvedasyou canin it or it won't really help
you becauséf you justsit backanddon'tput
your handup for anythingthenit (.) sortof won't
really helpandthenwhat'sthepointofi t-? "~
NIGEL (YP) describing the programme and
importance of engagement to optimise impact

i B o r hippigy

nonsens

“ wwould not havetime to labelour thoughtsas
we duringtheactivity, in aschoole n v i r o n

“ liked the mindfulnesghing becausdts good
butif youwerereally stresseautin schoolor
somethingyoud o rhavetime to sit andyou
cantcloseyour eyesbut| still likedit( si ¢ )

“beboged”

“ felt thatthewhole SPOTLIGHTOF
ATTENTION thingwasabits t upi d”
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avasteoft i me ”

b o rhippiegonsense c t

iwassometimeb or i ng”

y gusthadtositthroughitr e al | vy
“ think someof thetaskswereabit like
((pause)poringto behonest((pause)).l i k e
somelike someof thetasksseemedo dragona
bit you knowwhatl mean? MILTON (YP)

Unrealistic

expectations

“ think alsothattheyhadhmmm((pause)jan
unrealisticexpectatiorof whatit wasgoingto
do((pause)) think theyall felt thatby the endof
it (.) theywould feel (.) betteror differentor
whateverelseandl think thattheythoughtthere
would be amarkeddifferencein howthey
thoughtor felt(.) becaus®neof thekids
yesterdaysaidto me(.)* iwasreally goodbutit
h a sreadllytdonea n y t hbut hdg think that
wasbecauseheir expectation®f whatthe
programmevasgoingto do wastotally
different(.)l thinkt h e kidsf.)gouk n o w ?
ETHEL (staff)

“ A nedpecially(.xhis camefrom two of the
girls who are((pause)peingmentorecat the
momentbecaus¢heyhaveseli-esteemssues
andanxietyand((pause)yealissueswith self
harmwith oneof them(.)! think | thoughtthey
thoughtthis wasgoingto providethemwith the
a ns weETHEL (staff)

Ignoranceis

bliss

i ffeell onlyworry to a minimalextent
comparedo otherssol felt asthoughit opened
ideasthat| h a d eoldsiderednakingme
worriedo

i hadto think aboutthingsl hadneverthought
a b o (repartedasa challengg

i think theystruggledthinkingaboutthingsthey
d o nwartto think about(.)-ETHEL (staff)
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Theme

Ilustrative Quote

Real-life

Connections

i é a g maylaf therewasa little bit moreof ((pause))k(.)soyou've
justdonethat ((pause))canyouthengo awayandgive exampleso me
of everydayschoollife? For examplehefingertrap- write down
examples(.30youknowsomethingvritten downandtheydiscusghat
maybe(.)sothentheycansaythat'sfor thatthat'sfor that that'sfor
that(.)theyhavea bankof work thento go from(.) sowheretheygo-
whydid wedothat? Thatwasall aboutunderstandingpur emotionsand
feelings(.)ok(.) Wherewould| usethat?actually(.)maybewriting
somethinglown((pause)yecordingsomethinglownin the booklets(.)
Maybesomethindiket h a t ARISTQILE

| 6 said maybeaboutputtingit into sort of everydayschoollife(.) once
y 0 u domethefriendtaskor thefingertrap or Maltesertaskor
whateverit is(.) getthemto write downlike(.) right(.) you'vegot5 or 10
minutesnow give mean exampleof howthis affectsyour everysingle
daylife in school(.} ARISTOTLE

A i gettisgthemto thinkabouteverydayife like | 6 saiebefore(.) In
everydaylife howareyougoingto applyt h i- ARISTOTLE

“ thinkitc o u | abvenredopicslike depressiorand howto dealwith
that”
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Theme

Sub-theme

Ilustrative quote(s)

Mindful

environment

N/A

A think youneeda quietspaceawayfrom
everybodynmmm((pause))youhaven'tgot sort of
peopleinterrupting | think that'simportantif the
programmewasto berolled o u tS&PPHO

(staff)

i f mstancethebusinesgeacherandstudents
wouldjust comein to collecttheir booksduring
thesessior((pause)which(.) probablyin
hindsight((pause)wasn'tappropriatereally (.)
youknowit shouldhavejust beena closedsession
really if youwantyour booksgetyour books(.)
evenfor theteachersseeinga sessiorgoingon he
shouldn'thavecomein becausegainthat sort of
((pause))prokethethoughtprocessand

e v e r y {SARPH@(staff)

i thinkit's sort of that'smoreof a tailored
programmeor somestudentgatherthan
((pause)thema | Iméaybeit's a tailored
programmeor justa fewof themsosmaller
groupsratherthana groupof 30 or somethindike
thatbecausebviouslythatwasquitea big group
andit's quitea big groupwhenyou'retrying to
((pause))bviouslykeepthemall quietto sort of
conductfor mindfulnesyouk n o-v\8APPHO

(staff)

A iwasstressfulwhentheothersin classwere
beingloud andannoyingbecauseét put meoff and
Idi demjdyit asmuchasl c o u | whénthey
weregettingtoldo f f 0

A t r yottolgughat otherpeopleandstay
focusedo

AMmMmm((pause))ike makesurethat everyones
doingthestuff(.)like it wasa bit awkwardwhen
someonelsew a s taldngpart andhalf of the
classwere(.)It justmadeit a bit uncomfortable
someofthet i me NMJAGGIE (YP)

i iwiasalsostressfubecausen lessorwewould
domorethanonething butnothaveenought i m

s 0o me tgotaesteacted si c) 0
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A O nfaundpeoplemessingaboutannoyingfor
peoplesuchasmy s el f 0

A imademenervousbecausd d i dwaftto get
hit by thebrain whenl answeredy u e st i on

A n gdttingalongwith certainpeoplein my
groupo

A w h wadid groupactivity becauset wastoo
stressfulworkingwith peoplei d i dkmaw{ s i C

Self

consciousness

“ C alsomakeyou feel abit insecureasyou have
to shareyouropinionswiththec | as s . ”

s h apersomaghingswith otherp e op | e”
“ w h werhadto behonestsowhenwe did
somethingsomebits werepersonabhndwe would
like to sharet butl did t because knewtheclass
wouldjudgeme( si ¢ ) " "

“ ( tprogrammeranalsomakeyou feel a bit
insecureasyou haveto shareyour opinionswith
thec| ass”

“ ma yflhemadesomesubjectsabit less
personal.) peoplemight havewantedto
participatemo r e ...t h drgallytwantto sayso
not manypeopleputuptheirhandsup( .-) ”
TERRY (YP)

“ n oonfidentin talking in casesomething| said
waswrongbutwasgoodtowardstheend( s i ¢

“ h a vto answergquestionsm not sureof or
answeringjuestionsvherel d o rkhowthe
answes( si c) ”

“ We(l) lthoughtit (Malteasemindfulnesgask)
wasa bit awkwardand((pause)justabit unusual
becausd've neverdonethatbefore(.)it felt abit
we i fRDBINSON (YP)

“ think oneof the challengesvould probablyhave
beenbeinghonestabouteverythingyou're
sayi ng (yoywaMskind of like appear
goodbut ((pause)youd o nf’ydudon'tthink that
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thenyou kind of just lie aboutwhatyou would
d o (- MILTON (YP)

Theme

Ilustrative quote(s)

programmeto ju

N Id o @urttthi

stopé

st

Al sld g ﬁf‘é‘é‘ tfs‘f'é e‘é‘éb

_howarewecciEeLB %% %ﬂ'ﬁ dzlf it

Justendsthen %%2(% andthenthe extbefl |sy u houI

i é atheend(.)t élg SDV\?H hq gft ndthe

needto conti Q@ ﬁct%ur% %gn %3‘ %ﬂ: %s
wa Ingaroun tSI e(.) sol think tha

ETHEL
A iyd)uwere
impactis ()
in thenext6

measurghat

i iyéu %"H c}’lm& e
e R

sortof ((pause))oroketheresortof (.) calmnessn

éif‘??\%/%%hgfﬁg{ A3t ﬁbSﬁ%’sﬂFn g

p,qqg ;ugig{e;ﬂh a-tARISTOTLE

oArrirrostalrt) o wWneh IIIIIIUIUIIICDD Was

sometimes conducted near the end of session

“ Wh eeoplecomein (.) it's thatsortof ((pause))
thechild thenthinkswhatyouknow* t h eging 1
tothinkwe'res t u pndtdent h e gitting leere
with a Malteseron their handwith their eyes
closed((pause)you knowit's thatkindoft h i s
SAPPHO (staff)
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Appendix CCC: PDF Appendices

The following appendices have been printed separatelytiitermain thesis as they are
in PDF form. They are placed in the following order:

1. Presentation used during EP Working Group (Study 1)

2. Presentation used to present the Embrace LifeProgramme to Parents
and Carers Parent (Study 2; Pilot 1)

3. EmbracelLife Booklet & PowerPoint (Pilot 1)

Appendix CCC is available on request from the researcher to protect the copyright of
the Embrace Life programme.
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