Hope-Centered Career Development for University/College Students

Environment Environment

. v
/7 :Zﬁ'éuninces \

~ 7

* Monitoring & Evaluating * Objective Clarity
* Using Personal Flexibility / * Subjective Clarity

\ Llfeydanty
Goal Settlng

* Long-term Goals * Brainstorming
* Short-term Goals v Future Possibilities
* Planning . Iden_tifying

Desired Futures .
Environment Environment

Final Project Report

The Hope-Centered Career Research Team Between the University of British Columbia and The
Pennsylvania State University

UBC]. . vine PENNSTATE

I——
s~ THE UNVERSITY OF
ii-li'. BRIMEN COLUMBA X

Norman Amundson, Principal Investigator
Spencer Niles, Co-Principal Investigator
Hyung Joon Yoon, Co-Principal Investigator
Barbara Smith, Research Associate
Hyoyeon In, Research Associate

Lauri Mills, Research Associate

Submitted to Canadian Education and Research Institute for Counselling

March 7, 2013

<", ceric

CANADIAN EDUCATION AND RESEARCH INSTITUTE FOR COUNSELLING
SpOIlSOI‘ed by INSTITUT CAMADIEN D"EDUCATION ET DE RECHERCHE EN ORIENTATION



Table of Contents

INEEOAUCTION ...ttt ettt et sttt sbe e 2
Project Goals and ObDJECHIVES.....cc.eeeuieruiieiieiieeiieeiie ettt ee et seae e 2
OVEIVIEW Of PTOCESS ...c..viviiiiieiiiniieieeiestee e 3

Phase I. Quantitative ReSEarch ...........ccoccuiiriiiiiiiiiieiiecieeeee et 4
Purpose and Research QUEStIONS .........cc.eecuieiiieiieniieiieeie et 4
IMETROM ...ttt 5

PartiCIPANES .....eieiieeiiieiie ettt et et e e e aee s 5
IMIBASUTES ...ttt ettt ettt ettt ettt e sat e e esanesneens 6
Data ANALYSIS....ccoueeeiieiieeiieciie ettt e e eaae s 7
FINAINGS ..o ettt ettt et e et e e abeebeeesbeesaens 8
RQ 1. Baseline measure of the HCCl...........cccccooiiiiiiiiiiniieieieeeeeeeee 8

RQ 2. Role of hope in school engagement, vocational identity, and academic
PEITOTIMANCE ......eiiiiieiiieiiecie ettt ettt ettt ettt et e et e e eaeeaeesabeeseens 9

DISCUSSION ...ttt ettt ettt ettt ettt sbe e b st e bt entesaeenes 12

Phase II. Qualitative ReSEarch ...........cccoeouiiriiiiiiiiiieiiesieeeeee et 14
PUIPOSE ..ttt ettt ettt et 14
IMETROM ...ttt 14
Data COLECHION ....euiiieiieiicieeeeee ettt 14
Data Validation ........ooveiiiiiiiieieeienieseee ettt 14
PaTtiCIPANES ..ottt st sttt 15

INCIUSION CIILEITA ....eueiiieiieiiciierieete ettt 15
RESPONSE TALE.....eoiuiiieiiiieeiiieceeeceeeeee e 15
DeMOZIAPNICS ...ttt ettt et e et eesabe e e eneeenaens 16
BAITIETS ..ttt ettt et et 16
FINAINGS ...eeeiiiee e ettt sttt e et e e abe e e e sbeeseens 16
HElPINg fACLOTS ..eeeiiiieiieeiieie ettt 17
Hindering iINCIAENES ........ccueeiiiiiiiiieeiieeie ettt 20
DISCUSSION ...ttt ettt et sttt ettt et esbe e e satesbeenteeaeenas 24

Project Challenges and Limitations ...........cccueevuieriieiiienieeniienieeieeeieeiee e eiee e 25
Project ChallenN@Es .......cccvieiuieiiieiieeieeie ettt et ettt ae e e ssaeeneee s 25
LAMIALIONS ...ttt ettt sttt st sb et 25

CONCIUSIONS .ttt ettt sttt b et e bt e sttt e btesb e et eatesbeenbesanesbeenteas 26

ACKNOWIEAZEMENL  ...ooveiiiiiiiiieiiieie ettt ettt et et ebe e b e saaeene s 27

RETETENCES ...ttt et st 28

Appendix A: Phase I Survey InStrument ............coccoeveviininienienienieneeeeeneeeeee e 30

Appendix B: Phase II Interview Protocol...........coccoviiniiiiniiniiieiiccecceee 36



Introduction

Hope plays a central role in one’s career as well as life. According to Snyder (2002),
hope is defined as “the perceived capability to derive pathways to desired goals, and motivate
oneself via agency thinking to use those pathways” (p.249). Niles and Amundson (in Niles,
Amundson & Neault 2011) developed the Hope-Centered Model of Career Development
(HCMCD) using hope as a central construct in the model. The HCMCD integrated and
synthesized three theories based on Bandura’s (2001) human agency theory, Hall’s (1996) career
metacompetencies, and Snyder’s (2002) hope theory. Further development (Niles, Yoon, Balin
& Amundson, 2010) focused on the creation of an inventory based on the model, the end result
being the Hope-Centered Career Inventory (HCCI). The current research project is an attempt to
explore the application of the model and the use of the HCCI with a university population.
Research has indicated that highly hopeful individuals seem to achieve higher performance in
their academic studies and their career, and in general are likely to be more satisfied with their
life and career (Niles, In, Chen, Su, deShield, &Y oon, in press).

The central question for the quantitative part of this study was directed towards an
exploration of how a sense of hopefulness (as measured by the HCCI) for college/university
students intersects with critical variables such as student engagement, academic performance,
and vocational identity. The qualitative part of the study was more specific and looked at
students who scored very high on hope, but also indicated that they had some challenges in their
life. The Enhanced Critical Incident Method (Butterfield, Maglio, Borgen & Amundson, 2009)
was used as the methodology for the qualitative research interview.

Project Goals and Objectives

This project aimed to understand the role and contributors of career hope in college settings in
Canada and the United States. Specifically, we used the Hope-Centered Career Inventory (HCCI)
with a group of college students in both Canada and the US to get a baseline perspective with
respect to how hope plays a part in their career development activity and how hope contributes to
career outcomes, such as school engagement, grades, and career aspirations. The findings from
this project will hopefully lay a foundation for better understanding the career intervention
process for working with college/university students.

The specific objectives were:

1) To understand the baseline of college students’ career hope using the Hope-Centered
Career Inventory (HCCI) and create a career hope profile;

2) To understand the effects of having hope-centered competencies on school
engagement, academic performance, and vocational identity; and

3) To understand coping and hindering factors for shaping students’ hope through a
series of in-depth interviews with students with high hope and high perceived
barriers.



Overview of Process

We implemented this project in two phases. In Phase I, we first administered a survey
consisting of the HCCI, student engagement, vocational identity, perception of barriers, and
academic performance to college/university students from four institutions in British Columbia
(Canada) and Pennsylvania (United States). After collecting data from the survey, we identified
students with high hope and high perceived barriers who will be participants of our Phase II
study. We explored the enablers and hindering factors of hope with 15 students using Enhanced
Critical Incident Technique (Butterfield et al., 2005).

The following indicates tasks completed in each phase:

Phase I: Quantitative study.

1.

O NN kW

Submitted institutional ethics review proposals (Consent forms, Questionnaire,
interview protocol, etc.)

Ethics review approval

Finalized target institutions and methods of data collection

Collected data from 1765 students in four institutions in Canada and the United States
Coded and cleaned the data

Analyzed the data using SPSS and Lisrel

Provided incentives for participation

Wrote up findings

Phase II: Qualitative Study

9.

10.
11.
12.
13.
14.
15.
16.

Selected 46 students who met our inclusion criteria
Trained three interviewers for Phase II

Conducted one-on-one interviews with 15 participants
Provided incentives for participation

Transcribed the interviews

Analyzed the data

Cross-checked the findings with the participants
Wrote up findings

Follow-up

17.
18.

19.

Presented findings at Cannexus 2013

Will present findings at the National Career Development Association (NCDA)
conference

Will publish findings in the Canadian Journal of Career Development



Phase I. Quantitative Study
Purposes and Research Questions

We had two main purposes for Phase 1. First, we aimed to establish the baseline scores
of the Hope-Centered Career Inventory (HCCI) of college/university students in Canada and the
US, in order to guide practitioners to use the HCCI effectively when working with students. It is
critical to have such norm scores, as they can be used to determine where each student is
positioned compared to a group of their peers in terms of the level of hope-centered career
competencies. In turn, it will better enable for student to set up their personal developmental plan.

Second, we aimed to explore the role of hope in relation to variables such as school
engagement, vocational identity, and academic performance. There have been studies showing
that high hope is associated with positive outcomes of job and academic performance,
engagement, job satisfaction, career development (Niles, In, Chen, Su, deShield, &Yoon, In
Press). In this study we were specifically interested in whether hope positively affects student
engagement, vocational identity, and academic performance in a college/university setting. In
addition, we wanted to explore the mediating role of student engagement for hope as a predictor
of vocational identity and academic performance.

Accordingly, we developed research questions and relevant hypotheses to guide this
Phase I research.

Research question 1. What is the baseline measure of the HCCI in Canada and the
United States?

Research question 2. What are the relationships among hope, school engagement,
academic performance, and vocational identity?

H1. A more hopeful student is more likely to engage in school than a less hopeful

student.

H2. Given the effect of hope, a more engaged student in school is more likely to achieve

better academic performance than a less engaged student in school.

H3. Given the effect of hope, a more engaged student in school is more likely to develop

a higher sense of vocational identity than a less engaged student in school.

H4. Hope is expected to affect academic performance and vocational identity through its

effect on school engagement.



Method

Participants.

We gathered data from four institutions, two in Canada (The University of British
Columbia and Thompson River University) and two in the United States (The Pennsylvania State
University and The Pennsylvania College of Technology) using an electronic survey. Initially,
we gathered an initial set of data with 1756 cases. Based on the patterns of correlations among
variables according to groups divided by completion time, we deleted cases of participants who
responded to the survey in 4.27 minutes (top 2%) and who took more than 63.10 minutes
(bottom 2%). For example, the top 2% group in terms of completion time, exhibited .90 or higher
correlations across all HCCI variables, which indicates that they might not have taken the survey
seriously. After deleting 4% of the initial dataset (71 cases), we retained 1685 cases (see Table 1
for demographics information).

Table 1
Demographics of Participants

Gender (%) Race (%) Year in School (%)
School  Total (n) . Visible  1st,2nd  Above 2nd

Female Male Caucasian _ . . .

Minorities  year year

UBC(CA) 447 74.3 25.7 34.9 65.1 41.2 58.8
TRU(CA) 229 71.2 28.8 84.7 15.3 70.3 29.7
PSU(US) 643 64.1 35.9 79.8 20.2 94.6 5.4
PCT(US) 366 50.8 49.2 94.3 5.7 56.6 43.4
Total 1685 64.9 35.1 71.7s 28.3 68.8 31.2

Of the 1685 participants, 676 are from Canada, and 1009 are from the United States.
Overall, the data consisted of 64.9% female and 35.1 % males, 71.9% were Caucasians and
28.3% were visible minorities; there were 68.8% first and second year students and 31.2% third
year and above. It is noteworthy that the demographic mix of the institutions was very different
from the one another. For example, UBC data had more visible minority students than Caucasian,
PSU data was from mostly first and second year students (94.6%), and PCT data had a balanced
gender ratio and there were primarily Caucasian students.



Measures.
The Hope-Centered Career Inventory (HCCI).

The HCCI (Niles, Yoon, Balin, & Amundson, 2010) is a 28-item self-report measure
designed to assess the degrees of hope and hope-related career development competencies. The
HCCI contains seven subscales that include hope, self-reflection, self-clarity, visioning, goal
setting and planning, implementing, and adapting. Each subscale has four items that are rated on
a 4-point Likert scale (1 = definitely false; 2 = somewhat false, 3 = somewhat true; 4 = definitely
true). Higher scores indicate a greater degree of hope-centered career competencies. Sample
items are as follows:

* Hope: I am hopeful when I think about my future.

* Self-reflection: I think about what is the common theme among the things I like.
* Self-clarity: I can list at least five things that I am good at.

* Visioning: I often vision my future 2, 5, or 10 years from now.

* Goal setting and planning: I set deadlines to complete my goals.

* Implementing: I work hard to meet my goals even when there are distractions.

* Adapting: I change my plans when needed in order to reach my goals.

Convergent validity was demonstrated by strong correlations between the HCCI and
conceptually related constructs such as Bandura's human agency and Snyder's hope. The overall
score of the HCCI showed correlation coefficients of .82 with the Assessment of Human Agency
(Yoon, 2011), and .74 with the Adult Hope Scale (Snyder et al., 1991) with a sample of college
students in a U.S. public university (Niles et al., 2010). With the same sample, the HCCI was
also significantly correlated with the Vocational Identity scale (Holland, Daiger, & Power, 1980,
r=.445) (Niles et al.). The overall pattern of the practical fit indices (for a first-order model)
demonstrated a good fit to the data, NNFI=.97, CFI=.98, and RMSEA=.050. Niles et al. (2010)
reported the coefficient alpha of .92 for the overall HCCI and .74 to .86 for each subscale.

In this study, the hope subscale was used to measure one's degree of general hope.

Niles et al. (2010) reported the coefficient alpha of .82 for the hope subscale. Similar to the
overall score of the HCCI, the hope subscale was significantly and positively correlated with the
Adult Hope Scale (Snyder et al., 1991; r = .65), the Assessment of Human Agency (Yoon, 2009;
r=.55), and the Vocational Identity Scale (Holland, Daiger, & Power, 1980; » = .41), as
expected. For the current study, the coefficient alpha for the hope scale was .79.

Student Engagement.
We used common items between the National Survey of Student Engagement (NSSE; Kuh,

2003) and the Community College Survey of Student Engagement (CCSSE; Angell, 2009).
NSSE focuses on four-year colleges, while CCSSE was intended for two-year colleges.



However, they share common items for comparisons between the two types of institutions in
terms of student engagement. In this research we used 14 common items with behavioral
indicators representing three domains, active and collaborative learning (ACL; 6 items), level of
academic challenge (LAC; 3 items), and student-faculty interaction (SFI; 5 items) that met our
criteria.

Vocational Identity Scale (V1S).

Participants' vocational identity was assessed using the Vocational Identity Scale of the
My Vocational Situation (MVS; Holland, Daiger, & Power, 1980). Eighteen true/false items
measures the extent to which individuals have a clear sense of their career goals, interests, and
talents. Higher scores reflect higher vocational identity. Sample items include “I need to find out
what kind of career I should follow," and " Making up my mind about a career has been a long
and difficult problem for me." Holland et al. (1980) reported the coefficient alphas ranging from
.86 to .89 for the VI scale. Other studies reported that coefficient alphas for the VIS were .84
to .86 for undergraduate students in a large Midwestern University (Scott & Ciani, 2008).
Holland, Johnston, and Asama (1993) reported a 1- to 3-month test-retest reliability coefficient
of about .75 for the VIS. Holland et al. (1993) summarized correlations between the VIS and
various career outcomes (that are found in numerous studies). For example, the VI scale was
correlated with career correlated negatively with the Indecision subscale ( = -.78) and
positively with the Certainty subscale (» = .60) of the Career Indecision Scale (Osipow et al.,
1976) in college students (Wanberg & Muchinsky, 1992). For the current study, the internal
consistency using the Kuder-Richardson formula 20 (KR-20) was .89.

Students' self-reported GPA.

In order to measure students' academic performance, we asked students a question
regarding their cumulative GPA on a 4-point scale (/ = mostly Ds or lower; 2 = mostly Cs; 3 =
mostly Bs; 4 = mostly As)

Data analysis.

For RQI, we used SPSS 19.0 to generate descriptive statistics including mean, standard
deviation, and percentile scores. In addition we conducted a t-test to see if there are significant
statistical differences between Canadian and US data. For RQ2, we used Lisrel 8.80 to test a
structural equation model that uses school engagement as a mediator of hope- predicting
academic performance and vocational identity.



Findings
RQ 1. Baseline measure of the HCCI.

First, we generated percentile scores for each of hope-centered career competencies in
each country (see Table 2 & 3). These tables will be useful for counsellors to interpret students’
HCCI results. Second, we conducted a t-test to see if there are significant differences between
the Canadian sample and the United States sample, after generating mean and standard deviation
of the data set (see Table 4). Interestingly, the United States data demonstrated statistically
higher scores in all hope-centered career competencies. Given that demographic characteristics
are different between the Canada and the U.S. samples, and the data is collected from only two
schools in each country, we should be cautious to draw too many conclusions about these mean
score differences between Canada and the U.S. samples. There is a need for further investigation
to expand the interpretation.

Mean score of each subscale and overall scores of the HCCI ranged from 3.08 (goal-
setting and planning) to 3.39 (adapting) in the Canadian sample, and from 3.19 (goal setting and
planning) to 3.52 (visioning) in the U.S. sample. These mean scores above 3.0 suggest that
college/university students in both Canada and the United States reported positive views on their
levels of hope and hope-centered career competencies on average. In addition, it appears that
students are relatively low on setting specific goals and making plans toward goal achievement,
compared to other career competencies.

Table 2
Percentile scores of HCCI in Canadian Institutions

Goal

Hope Self- ~ Self- Visioning  setting/ Imple- Adapting Overall
reflection clarity . menting

planning
Percen-
tiles
10 2.50 2.75 250  2.50 2.25 243 2.75 2.75
25 3.00 3.00 2.75  3.00 2.75 2.75 3.00 2.96
50 325 3.25 325 3.50 3.00 3.00 3.50 3.25
75 3.75  3.50 350  3.75 3.50 3.50 3.75 3.50
90 4.00 3.75 4.00 4.00 3.75 3.75 4.00 3.75




Table 3
Percentile scores of HCCI in United States Institutions

al
Hope rSeeéi-c tion fleal rfi-ty Visioning i(t)ting/ irlrgr)l lt?r-lg Adapting Overall
planning

Percen-
tiles

10 3.00 2.75 2.75 2.75 2.25 2.50 3.00 2.89

25 3.25  3.00 3.00 3.25 2.75 3.00 3.25 3.18

50 3.50 3.50 3.50 3.75 3.25 3.25 3.50 3.43

75 4.00 3.75 3.75 4.00 3.75 3.75 4.00 3.68

90 4.00 4.00 4.00 4.00 4.00 4.00 4.00 3.86
Table 4
Comparison between Canadian Sample and the United States Sample

Canada (n = 676) US (n=1009)
M SD M SD !

HCCI (Overall) 3.23 38 3.40 .36 -9.12
Hope 3.25 .59 3.50 49 -8.95
Self-reflection 3.27 46 3.35 44 -3.39
Self-clarity 3.19 .55 3.43 48 -9.18
Visioning 3.34 .55 3.52 .50 -6.66
Goal setting and planning 3.08 .59 3.19 .59 -3.76
Implementing 3.10 .53 3.32 Sl -8.58
Adapting 3.39 45 3.50 44 -4.78

RQ 2. Role of hope in school engagement, vocational identity, and academic
performance.

In order to answer RQ2, we developed a hypothesized model as depicted in Figure 1.
We hypothesized that higher hope, as a driving force, leads to higher GPA and clearer vocational
identity through enhanced school engagement. More specifically, we postulated the following
three hypotheses. First, we hypothesized that a more hopeful student is more likely to engage in
meaningful school activities including collaborative learning, active interaction with instructors,
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and hard work on classes than do a less hopeful student. Second, we hypothesized that enhanced
engagement in school activities would lead to higher academic achievement represented by
GPA. Third, we hypothesized that a student who actively engages in school activities is more
likely to develop a higher degree of vocational identity.

A GPA

Student
Engagement

Figure 1. Hypothesized mediation model

The hypothesized mediation model was examined by Structural Equation Modeling
(SEM). We controlled for country, age, race, and parental educational level in order to examine
pure relationships among hope, student engagement, academic performance (GPA), and
vocational identity. The hypothesized model was fitted to the data. The chi-square test was
significant, x> (df = 67) = 241.252. The chi-square, however, is known to be sensitive to sample
size (Hooper, Coughlan, & Mullen, 2008). That is, the large sample size such as that used in this
study (N = 1685) yields a significant chi-square based on minor deviations from a perfect fit.
Thus, three indices of practical fit were used to determine the quality of model fit: RMSEA
(Browne & Cudeck, 1993), RHO (Tucker & Lewis, 1973), and CFI (Bentler, 1990). This
hypothesized model produced fit indices of RMSEA = .056, NNFI = .960, CFI = .974. Based on
the overall pattern of fit indices, this model was judged to be good (Hu & Bentler, 1999),
indicating that the hypothesized model is well represented by the data that we gathered. This
enabled us to take a look at regression coefficients, also called as b-weights, within the
hypothesized mediation model.
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A GPA

Student
Engagement

.100*

Vocational
Identity

Figure 2. Standardized Parameter Estimates for Mediation Model

Hope predicts both GPA and vocational identity among college/university students.

As indicated in Table 5, the independent variable, hope had significant total effects on

both of the dependent variables, vocational Identity and GPA. This indicates that hope had
significant effects on vocational Identity and GPA when the mediator, school engagement, was

excluded from the model.

Table 5
Total Effects for the Hypothesized Model
IV: Hope B SE B t
DV1: Vocational Identity 490 .047 407 10.498
DV2: GPA .109 .053 078 2.072

Note. b = unstandardized coefficient (b-weight), SE = standard error, B = standardized coefficient

Table 6
Regression Weights for the Hypothesized Model
v Hope School Engagement
DV b SE B T b SE B t
School Engagement | .360 .036 377 | 9.146 - - - -
Vocational Identity | .445 .050 370 | 8.854 | .126 .050 100 | 2.532
GPA .043 .058 .031 137 186 .060 127 | 3.073

Note. b = unstandardized coefficient (b-weight), SE = standard error, B = standardized coefficient
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School Engagement partially mediates the effect of hope on vocational identity.

Regression weights of the mediation model are presented in Table 6. Consistent with our
hypothesis, the path from hope to the mediating variable, school engagement, was statistically
significant (b =.360, SE = .036, f =.377, p <.001.). After controlling for hope, the path from
school engagement to vocational identity was also statistically significant (b =.126, SE =.050, S
=.100, p < .05). Based on the joint significance rules for mediation (MacKinnon et al., 2002),
these results indicate that school engagement was a significant mediator in the relationship
between hope and vocational identity. The residual direct effects of hope on vocational identity
(b =.445, SE = .050, p = .370, p <.001) were significant, indicating that school engagement
partially mediated the effects of hope on vocational identity.

School Engagement fully mediates the effect of hope on GPA.

When controlling for hope, the path from school engagement to self-reported GPA was
also statistically significant (b =.186, SE = .060, f = .127, p < .05), as expected in the hypothesis
Moreover, the residual direct effect of hope on GPA, not through school engagement, did not
reach statistical significance when school engagement was taken into account (b =.043, SE
=.058, f=.031, p > .05 ). This indicates that school engagement totally mediated the effect of
hope on GPA.

Discussion

The norm scores obtained from RQ1 allows career practitioners to administer the Hope-
Centered Career Index (HCCI) effectively. The mean scores of HCCI results of students in
Canada and the United States differed from each other significantly. However, we are unsure
about what accounts for the differences, it is too early to conclude that one country is better than
the other in terms of hope-centered career competencies. We need to gather more data from
across the countries, both in Canada and the United States to draw such conclusion more
confidently and to establish norm scores that can be useful to many other regions in both
countries.

The findings from RQ2 expand the hope-related research in the context of career
development by examining a mechanism (i.e., school engagement) through which hope predicts
vocational identity and GPA among college students. The results of this study confirmed the
hypotheses of significant path from hope to school engagement, and significant paths from
school engagement to both vocational identity and GPA.

The significant total effects of hope on both vocational identity and GPA suggests that
high levels of hope are linked to clear vocational identity and high GPA. Specifically, each
standard deviation increase in hope produced a 0.407 standard deviation increase in vocational

12



identity, showing modest association between the two. Each standard deviation increase in hope
produced a 0.078 standard deviation increase in GPA, indicating a weak yet significant
relationship between hope and GPA.

The results of the current study support a partial mediating role of school engagement
between hope and vocational identity. This suggests that college/university students with higher
hope are more likely to engage in meaningful school activities; they, in turn, are more likely to
develop a clear understanding of their vocational interests, talents, or goals. More specifically,
the results indicate that having hope about one’s future motivates college/university students to
intentionally interact with instructors, collaborate with peers on school work, and work hard on
class preparation and assignments. As students engage in these meaningful school activities, they
will likely learn more about their interests, abilities, and/or values, as well as the career
opportunities, which eventually leads to the development of vocational identity.

On the other hand, after including school engagement in the model, the significant total
effect of hope on vocational identity (f = .407) was reduced, but remained substantial and
statistically significant (f = .370). In fact, only 9.1% of the total effect of hope on vocational
identity was mediated by school engagement. This implies that there may be another process by
which hope is linked to vocational identity. Accordingly, it warrants further study on other
potential mediating variables. Another possible mediating variable is career exploration activities.
Studies have supported that career exploration activities allow students to crystallize their
vocational identity (Gushue et al., 2006; Robitschek & Cook, 1999). In demonstrating that more
hopeful students are likely to engage in meaningful school activities, it is possible that being
hopeful leads students to engage in career exploration activities such as participating in career
fairs, doing internships, and taking vocational inventories. This, in turn, may enable the students
to develop clear vocational identities.

With regard to the relationships between hope, school engagement, and GPA, the results
of this study support a full mediating role of school engagement between hope and GPA. That is,
more hopeful college/university students are more likely to engage in meaningful school
activities; they, in turn, are more likely to achieve better academic performance. After including
school engagement in the model, the significant total effect of hope on GPA (f = .078) was
substantially reduced, not reaching statistical significant (f = .031). School engagement mediated
60.3% of the total effect of hope on GPA. This suggests that hope indirectly affects students’
GPA through enhancing students’ school engagement activities.

Taken together, hope seems to play an important role in vocational identity development
and, to a lesser degree, academic performance among college/university students both in Canada
and the United States. When hope is absent, students may be less likely to engage in diverse
school activities; students with a lack of hope also may be less likely to have crystallized
vocational identities and to achieve high GPAs. Thus, it is crucial for career practitioners and
educators to promote hope in students. Career and school counsellors need to assess and address
students' hope as an integral part of career counseling and education. It is necessary to find
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strategies and resources in order to enhance hope in students. By fostering hope in students, they
can help students engage in valuable school activities, which in turn, help students develop a
sense of vocational identity and achieve successful academic performance.

Phase I1. Qualitative Research
Purpose and Research Question

The purpose of the qualitative phase of the study was to understand how college and
university students in Canada and the United States, in the face of challenges, experience high
levels of hope. Specifically, we wanted to know what helps and hinders their experiences of
hope?

Method

In this study, we used Enhanced Critical Incident Technique (ECIT), which consists of
in-depth, semi-structured interviews that allow for open-ended, clarifying questions. Incidents
include antecedent information, detailed description of experiences, and descriptions of the
outcomes. ECIT enables researchers to investigate “effective and ineffective ways of doing
something, looking at helping and hindering factors, collecting functional or behavioural
descriptions of events or problems, examining success and failure, and determining
characteristics that are critical to important aspects of an activity or event” (Butterfield et al.,
2005, p.476).

Data Collection

All participants completed an informed consent process approved by the Ethics Boards of
the respective educational institutions. The primary interviews ranged from 45 to 90 minutes in
duration, depending on the responses of the participants. Fifteen interviews were completed with
five conducted by telephone and ten conducted in-person. All interviews were audio recorded
and handwritten notes were taken. After the preliminary analysis was complete, a second
interview was conducted by email in order to provide participants with an opportunity to add,
change, clarify or correct their responses.

Data Validation

ECIT involves a number of validation checks. All interviews were audiotaped and
analysis was conducted from transcripts to attend to descriptive validity. Interview fidelity was
ensured by having an ECIT expert review a select number of transcripts to ensure that the
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methodology and interview protocol was followed. Interviews continued until no new items
occurred to ensure exhaustion. Because no qualified American interviewer was available to
conduct the interviews of Penn State and Penn College students, the U.S. based transcripts were
analyzed by a member of the research team who is a U.S. citizen to ensure that an appropriate
cultural lens was applied during analysis. A second interview by email was conducted with
participants to confirm accuracy of the analysis and allow for additions, deletions or changes in
order to attend to descriptive validity. Participation rates of the categories were calculated using
the 25% criteria (Borgen & Amundson, 1984) except where items were included to more fully
describe the participants’ intent and experience. Two experts reviewed the categories to
determine utility, surprise & identify any missing items.

Participants
Inclusion criteria.

Participants were selected from the quantitative study who were fluent in English and
self-reported the highest level of barriers amongst those who reported the highest level of hope.
All of the participants had a score of 4.0 on the HCCI, which is the highest score possible.
Participants’ self reported barriers using the Perceived Barriers Scale (McWhirter, 1992); scores
ranged from 2.81-3.71 on a five-point Likert scale with 1=strongly agree and 5=strongly
disagree. A sample of items of the Perceived Barriers Scale include:

*  “Money problems are ..*

*  “Family problems are ...*

*  “Not being smart enough is ...*

*  “Not being prepared enough is...*

* “My gender is...*

* “Relationship concerns are ...*

*currently a barrier to my educational aspirations.”

Nineteen of 676 representing 2.8% of the Canadian portion of the quantitative sample met the
inclusion criteria. From the U.S. portion of the quantitative sample, 27 of 1009 representing
2.6% of the potential qualitative participants met the inclusion criteria.

Response rate.

Fifteen participants were interviewed in total. Seven of the 19 people eligible to

participate from the Canadian universities, representing 36.8% of the possible Canadian
participants, were interviewed. Eight people in the United States, representing 29.6% of the
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possible U.S. sample, chose to participate. It should be noted that these numbers represent a very
high response rate relative to the size of the sample.

Demographics.

Amongst the fifteen participants, 5 were from UBC, 2 from TRU, 1 from Penn College,
and 7 from Penn State. All were undergraduates in 1°* & 2™ year of their current program at the
time of the quantitative data collection although for some, they had more years of post-secondary
study but had changed majors. Participants represented a diverse range of majors including
music, social work, engineering, science, business, arts, geography, golf course management
with students considering entering professional programs such as medicine, veterinary sciences,
and architecture. Their ages ranged from 18-25 years of age with the average age and modal age
being 20. In terms of their grades, 5 reported having mostly A’s, 9 reported mostly B’s, 1
reported mostly C’s. There were 13 females and 2 males in this portion of the study.

During the interviews, participants self-reported the following additional information:

* 7 Canadian Citizens, 6 U.S. Citizens, 1 dual U.S. & another country, and 1 international
student who had studied in Canada and the United States.

* 8 Caucasian, 3 Asian, 2 African American, 1 Asian & Caucasian, 1 Middle Eastern

* 14 spoke English as a first language; 1 spoke Mandarin as first language but spoke
English fluently

* 1 was married, 14 single

* 2 people had completed careers: 1 military & 1 professional athlete

* 1 person identified as being a member of the LGBT community

* 1 person had step-children

Barriers.

During the interviews, participants identified a range of barriers including: physical and
mental health, undiagnosed learning disabilities, sexual, physical, emotional and economic
abuse, sexual harassment, financial and housing challenges, parents’ divorces, neglect, death of
loved ones, intergenerational conflict, body image concerns, and their own expectations and the
expectations of others. It should be noted that the total scores on the Perceived Barrier Scale may
underrepresent the level of barriers experienced by participants given the severity of t some of
the barriers they reported during the interviews.
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Findings

Having examined all the data, 281 unique incidents were described by participants
consisting of 194 helping incidents and 87 hindering incidents. The incidents were then
organized into the following helping and hindering factors categories listed and described below.
Some of the described incidents related to more than one factor.

Helping factors.

A total of 194 unique helping incidents were reported and separated into fourteen
categories, all of which are reported. Eleven categories met the twenty-five percent participation
rate established by Borgen and Amundson (1984) while three did not but are included for
reasons that will be described in the discussion section. Also, it should be noted that in many
examples, the incidents described involved two or more categories.

Table 7
Categories of Helping Factors

# of % of # of % of

Helping Factors participants | participants | incidents | incidents

1. Support 15 100.0 47 242
2. Future Goals 11 73.3 20 10.3
3. Role Models 10 66.7 31 16.0
4. Attitude 8 533 25 12.9
5. Passion 7 46.7 12 6.2
6. Possibilities and Opportunities 6 40.0 18 9.3
7. Self-efficacy 6 40.0 8 4.1
8. Social/Professional Contribution 5 333 10 52
9. School 5 333 9 4.6
10. Spirituality 4 26.7 5 2.6
11. Refocusing Activities 4 26.7 5 2.6
12. Recognition and Achievement 3 20.0 9 4.6
13. Supporting Significant Others 3 20.0 3 1.5
14. Family Expectations 2 13.3 2 1.0

Support.

Participants received support from family, partners, friends, organizations such as the
university, and pets. These sources provided encouragement, financial, and emotional support.
Participants also used social media and networking to receive support. One participant stated
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”[mom’s] just been that strong person for me. And I can call her ... any time. She is really just
that voice of reasoning and hope for me.”

Future goals.

Participants had future oriented goals including obtaining a degree or going to graduate
school. They also had goals of starting careers, starting a family, and being independent. One
participant said “knowing I'm going to school and there will be a change and I can see my life
hitting a major goal, that’s what is inspiring and hopeful to me ..."”

Role models.

People in participants’ lives who have inspired them, such as family, friends,
professionals (counsellors) or public figures. One participant reported, “seeing how positively
[working with her] affected my own thoughts and person in life, it really made me want to have
that influence on someone else. I really wanted to ... be able to say, ‘hey, I helped that one
person and I changed their life in some way ...”

Attitude.

Participants described having beliefs or perspectives involving perseverance and gratitude, an
ability to successfully overcome obstacles, and a trust that things will work out as they should.
They reported sometimes using self-talk to strengthen their attitude. One participant described
the attitude as “if could be worse”’, while another said "well there's nothing else you can do,
right? You just have to keep going."”

Passion.

Participants talked about having an intense enthusiasm for an academic discipline, a
future career, or an activity like caring for children or animals that is personally meaningful. One
participant said, “I really love learning, so ... right now ... I'm learning old English and learning
... different texts from ... the 18" century and all these things about ... linguistics ... I never knew
there was so much that came with language and the technicalities ... it’s amazing”. This
participant’s current career goal is teaching English overseas.

Possibilities and opportunities.

Participants described feeling hopeful about opportunities that already exist such as
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Co-operative Education. They also described possibilities as something that could happen in
their lives if they tried. For example one participant was hopeful about the possibility travelling
independently in Europe while another talked about the possibility of starting a business. One
participant described the opportunity to take a university course while still in high school, “I had
hope that I had the grades to do it. I believed in myself that I could, that if I applied, I might as
well apply because if you don’t apply you’ll never know. And having hope that it will turn out in
the end.”

Self-Efficacy.

Participants reported having an awareness and knowledge that enabled coping in addition
to developing skills that enabled them to act and accomplish goals. One participant reported
learning techniques to increase assertiveness and express her feelings and opinions, while
another talked about being able to live independently and care for herself. One participant
described “/the counsellor] really helped me build up my confidence and taught me that I could
tell people what they re doing is not right and if I didn’t like it, I had a voice and I could ... voice
my opinion.”

School.

Participants’ experiences in high school or university helped them feel hopeful.
Participants reported that these experiences provided them with a sense of belonging, a positive
environment, a structured process leading to an outcome such as a degree, and the ability to
participate in research and completing projects that are meaningful to them. One participant
talked about school in the following way: “the formality of having school there, the structure,
that’s just another thing that keeps me hopeful... I know that there’s an outcome at the end of it.”

Social and professional contribution.

Participants discussed either making or wanting to make small and large social or
professional contributions to make an in the present or in the future. Examples of these
contributions including seeing a need and wanting to fill it by pursuing a future career in
healthcare, and presently using their skills and knowledge to help others by tutoring students or
volunteering. One participant described how helping others by volunteering “kind of keeps me
going and just reminds me every day that I'm working with the girls, that ... this is what I want
to be doing, and these are the type of people I want to be working with for the rest of my life.”

Spirituality.
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Participants described experiences involving organized religion that that facilitated and
maintained feelings of hopefulness. A participant discussed her, “faith in God ... and knowing
that He's there with me every time ... I struggle or every time there’s something good. So in
good times and bad times ... knowing He’s there ... assures me that my future is going to be full

of hope”
Refocusing activities.

Participants reported being able to refocus on themselves and the things that are
important to them through activities such as sketching, exercise, or being in nature. These
activities enabled them to distract themselves from difficult circumstances and provided
opportunities to achieve clarity on direction and goals. One participant said, “I’m really into
photography right now as well.... In a sense it detaches you, your brain is focusing so much on
what you're doing, on that creative drive, that it takes away from anything [negative] that ... is
going on... I’ve found it to be like a great escape, ... a great therapy I suppose you could say.”

Recognition and achievement.

Participants discussed how their skills, talents and efforts were recognized by meaningful
people or organizations, which helped them to feel hopeful. Examples include receiving an
award, earning good grades, being noticed by teachers and appearing on television.

Supporting significant others.

Participants reported that providing support to significant others including family,
intimate partners, and companion animals helped them to feel hopeful because they could see the
impact of their care on their loved ones.

Family expectations.

Participants stated that expectations of their families motivated them to persevere and
continue working to overcome challenges and achieve goals. One participant described how she
wanted to uphold her family reputation, while another described how she wanted to satisfy her
parents desire that she obtain a high quality and recognized degree from a respected university

which prompted in part her family’s move to Canada.

Hindering incidents.
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A total of 87 unique helping incidents were reported and separated into eleven categories,
all of which are reported. Six categories met the twenty-five percent participation rate established
by Borgen and Amundson (1984), while five did not but are included for reasons that will be
described in the discussion section. Also, it should be noted that in many examples, the incidents
described involved two or more categories.

Table 8
Categories of Hindering Factors
# of % of # of % of
Hindering Factors participants | participants incidents incidents

1. Negative or Unsupportive People 13 86.7 17 19.5
2. Negative Emotions & Cognitions 8 533 21 24.1
3. Situations Outside of One’s Control 6 40.0 13 14.9
4. Economic and Financial Challenges 5 333 10 11.5
5. School 5 333 7 8.0
6. Health (mental and physical) 4 26.7 5 5.7
7. Cultural Conflicts 3 20.0 6 6.9
8. Workload 3 20.0 4 4.6
9. Failing 2 13.3 2 23
10. Multiple Roles 1 6.7 1 1.1
11. Relationship Breakups 1 6.7 1 1.1

Negative and unsupportive people.

Participants discussed how being around individuals who behave negatively as hindering
their experiences of hope. For example they described family, friends, or other people who were
ranging from critical or uninterested to absent, neglectful or abusive. They also described people
who were disrespectful, cruel, manipulative, or jealous. Furthermore they also talked of
individuals who were constantly complaining, wanting to see others fail or did not want or make
effort to understand them. One participant describe how “it was the hardest [when dad said
something like] ‘you are definitely not going to get your college fund now.’”

Negative emotions and cognitions.

Participants reported the following feelings and thoughts as hindering their experiences
of hope: fear of failure, fear of disappointing others, pressure to please others, self doubt,
negative self talk, rumination, unreasonably high expectations for themselves, uncertainty,
reactions to conflicts in values, being overwhelmed, being intimidated by competition, and
negative personal evaluations. These feelings and thoughts caused considerable inner turmoil.

21



One participant said, “I want to be the best I can. And if ... I just ... didn’t go to this thing ... if
1 prioritize this ... one night maybe I could have gotten this grade and it ... could have been the
determining factor ... because you had a 1% higher in your average overall and then that got
you into the program ...So many people say, ... 'Dude, ... you have such a solid ...
extracurricular life, you have ... a solid portfolio.” I'm sure ... blah, blah, blah ... But I don’t
know, there could be a dozen other people who have just as many extracurriculars, just as good
a portfolio, but maybe have that one little factor, like maybe they had an 80 average versus a 75
average and that’s what made [the department] take them. And so ... I definitely discourage
myself sometimes.”

Situations outside of one’s control.

Participants described negative and or unexpected situations that they could not control
and hindered their experiences of hopefulness. Examples included: unexpected eviction from
their home, the state of the environment, being bullied, social and political concerns including
religious freedom and corruption, negative consequences of the NCAA ruling regarding the Penn
State sexual abuse case, and parents’ divorces. One person said, “I’m a really planned,
meticulous person, ... I usually have my life planned out three months in advance, so the entire
idea of the uncertainty of the future definitely did add in to the removal of hope”.

Economic and financial challenges.

The state of the US Economy, tuition increases, and unexpected costs contributed to
participants feeling less hopeful. Furthermore, participants from Penn State discussed how the
financial impact as a result of the $60 million US in fines, the ban from playing in football bowl
games imposed by the NCAA, the loss of scholarships, other penalties and the anticipated loss of
university and community revenue hindered their feelings of hopefulness. During one interview,
a participant said,

Participant: “they just raised tuition and with everything that has ... been happening at
Penn State, I can only imagine it’s going to go up more ... Plus it affects how many
people will come into town and I'm a waitress. It actually affects my income...”
Interviewer: “because if they can’t play football, people don’t come to the football games
Participant: “to the games, and that’s where [ make all my money. Because I make 32.80
an hour, I think, plus tips. Maybe $2.83 or something. It’s minimum wage for waiters
and waitresses, but it’s not nice if I don’t have any tables.

School.
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Participants discussed the effect of poor instruction, disinterested, unhelpful and
unempathic faculty, and grades as having a deleterious impact on their feelings of hopefulness.
“Sometimes when I go to talk to the professor and try to figure [something] out, it's like the
professor doesn't quite get it either ... like with my biology class ... it felt like some professors in
my science majors, there's a few of them that seem like they're not very personable. So when
you're trying to talk to them it's like they can't get down to your level. And so it makes you ...
frustrated.”

Health.

Participants described issues related to mental and physical health including injuries and
depression as negatively impacting their experiences of hope. One person stated, “/ used to be
really active and then I got injured and I went into a depression and then I just started eating
and I haven’t been able to get back to what I was ...”" Another participant talked about how her
multiple injuries negatively impacted her ability to attend classes: “if I've been sitting in class for
a long time they will start to hurt and everything and then I'll be concentrating more on the pain
than class ... I have medicine for it but I can't take those otherwise I would be drooling and

passed out in class.”

Workload.

Participants who were attending university full time while also working, reported
difficulties in maintaining their hopefulness in the face of significant levels of work and multiple,
competing deadlines under time pressures.

Cultural confflicts.
Participants discussed how family intergenerational expectations and acculturation issues
affected them. One participant reported difficulties in expressing and communicating accurately

due to cultural and language differences. Another participant described how the differences
between military and civilian culture hindered her feelings of hope.

Failing.

Participants reported that effort/reward mismatch negatively impacted their feelings of
hope. Specifically they spoke about trying their best and still succeeding at their goals.

Multiple roles.
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One person reported described how the different roles she plays in her and her family’s
life hinders her feelings of hopefulness. She said, “I also have a lot going on in my home life with
my husband and my husband's family...He has kids, so I'm a wife, I'm a step-mother and I'm a
student. And it gets kind of frustrating sometimes...if I have a lot of homework and everything but

we have the kids and stuff ... I have to try to separate ... homework and spending time with the
kids.”

Relationship breakups.

One participant recounted how the end of a romantic relationship negatively impacted
her feelings of hopefulness.

Discussion

As far as we know, there is no published research investigating what helps and hinders
undergraduate students with high levels of hope relative to high levels of self-reported barriers.
For this reason, it possible to consider most of the findings in Phase II as unique.

The strongest pattern that emerged from the findings is the positive and negative impact
of relationships on experiences of hope. During the course of the interviews, every participant
identified either receiving or giving support to others, role models, and/or positive school
interactions as positively affecting their experiences of hope. Conversely, 87% of the participants
cited negative relationships as having a deleterious impact on their experiences of hope based on
interactions with either negative and unsupportive people, relationship breakups or unsupportive
experiences with instructors.

Another significant theme that emerged was the influence of personal factors including
internal states and external events on individual’s experiences of hope. In this theme, the internal
factors that affected hope were attitude, passion, self-efficacy, negative emotions and cognitions
and mental health. While only eight participates endorsed “attitude” as a helping factor, we
observed during the interviews that all participants demonstrated these attitudes and the ability to
positively reframe negative experiences. The external factors that affected hope included
activities that helped the participants refocus and redirect their energy in more positive
directions, the participation in school activities which generated a sense of belonging, and
physical injuries that limited their abilities to fully engage in desired activities and therefore
hindered their feelings of hopefulness. A personal factor that could be considered both internal
and external was spirituality which included being involved in organized religion and praying,
along with upholding values and beliefs that were consistent with their spiritual practice.
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Another theme that emerged was the role of the future on impacting participants’
experiences of hope. Falling into this general theme includes future goals, possibilities and
opportunities, social and professional contributions, and the uncertainty of the economy.

Finally, another theme that emerged was the impact of school and its interaction with
different demands in participants’ lives including workload and multiple roles

We included the factors that were reported by less than 25% of the participants to more
fully and accurately reflect the experiences of the participants. It is possible that these factors
would meet the required participation rate if there were more participants in the study who were
older and/or more culturally diverse. For example, the participant who endorsed multiple roles
was the only married participant and the only one with children. It is possible if the study was
conducted again with an older cohort that included more married individuals or parents, we may
see more individuals reporting more role conflicts. Additionally, had the sample been even more
culturally diverse, we may have seen additional responses indicating cultural conflicts or family
expectations impacting on the individuals’ experiences of hope. Furthermore given that many
participants cited factors that were related to parents divorcing, it may be possible that with an
older cohort, we may find relationship breakups may have a higher frequency of responses.
These outlier categories suggest a need for further research for had we interviewed more
participants or different cohorts of participants, different overarching themes may have emerged.

A final observation of the findings was the impact of the situation at Penn State which
impacted the students who attended that university. Research is a snap shot of a particular time at
a particular location, and in this the NCAA made its announcement regarding the child sexual
abuse case at Penn State on July 22, 2012. Five of the seven interviews of Penn State students
were conducted July 26 -28. It was a very controversial and widely discussed topic of
conversation. Three of the five participants interviewed during that three period identified the
scandal and it its impact as having a role on hindering their feelings of hopefulness.

Project Challenges and Limitations

Project Challenges

Setting too aggressive of a timeline

With not having direct access to the sample population in Canada and having to identify
and work collaboratively with partners, more time was needed for the project. If we had had
more time, we could have increased the sample sizes for both the quantitative and the qualitative
components, potentially yielding more robust results.

Limitations and Recommendations
There are several limitations to this study. With regard to Phase I, it is important to
acknowledge that this study used cross-sectional data, so it is difficult to draw causal
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conclusions. Future research needs to draw upon causal research designs to rule out
confounding factors and draw causal conclusions. There is also the need for longitudinal studies
examining the roles of hope and school engagement in career and academic development
among college/university students. Some studies have shown the reciprocal relationships
between hope and school engagement (Van Ryzin, 2011) as well as hope and vocational
competency (Wandeler & Matthew, 2011). The possibility of reciprocal relationships among
hope, school engagement, and career/academic variables could be considered in future research.

In addition, the variables were measured using self-report measures; thus, this may
introduce potential limitations of social desirability and mono-method bias. Future research
could use methods of measurement other than self-report, such as actual GPA data, dropout
rates, or observations. It is also necessary to explore a wider range of career and academic-
related variables beyond the vocational identity and GPA.

With regard to Phase II, another possible limitation to consider is that some interviews
were conducted in person and others were conducted by phone. It is difficult to know if this
change in procedure affected the quality of the interviews and therefore the findings.

For both Phase I and Phase 1II, the participants were limited to the four institutions in
Canada and the United States. For the Canadian portion of the samples, participants were
recruited using a list of students who had previously accessed career services at their respective
universities. For Phase I the majority of participants were Caucasian, and for both phases the
majority were female, and first- and second- year students. As a result, the generalizability of
the findings to other populations and institutions is limited. Replicating this study with diverse
populations is necessary.

Our overall recommendation for both Phase I and Phase II is to replicate the study with
more diverse populations, such as undergraduate students with high barriers and low hope, older
workers, graduate students, and people who are unemployed. Although we obtained a diverse
sample amongst the fifteen participants in Phase II, we suggest that future research might
examine of the impact of culture on experiences of hope. Thusly using more sites for data
collection is recommended.

Conclusions

The quantitative data pointed to the following conclusions:

1. The results of this study confirmed the hypotheses of a significant pathway from hope to
school engagement, and significant pathways from school engagement to both vocational
identity and GPA.

2. The significant total effects of hope on both vocational identity and GPA suggests that
high levels of hope are linked to clear vocational identity and high GPA.

3. The results also support a full mediating role of school engagement between hope and
GPA.
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The qualitative data pointed to the following conclusions:

1. The strongest pattern that emerged from the findings was the positive and negative
impact of relationships on experiences of hope.

2. An important general theme that emerged was the influence of personal factors including
internal states and external events on individual’s experiences of hope. The internal
factors that affected hope were attitude, passion, self-efficacy, negative emotions and
cognitions and mental health. The external factors that affected hope included activities
that helped the participants refocus and redirect their energy in more positive directions,
the participation in school activities which generated a sense of belonging, and physical
injuries that limited their abilities to fully engage in desired activities and therefore
hindered their feelings of hopefulness.

3. Another theme that emerged was the role of the future on impacting participants’
experiences of hope. Falling into this general theme includes future goals, possibilities
and opportunities, social and professional contributions, and the uncertainty of the
economy.

4. Finally, another theme that emerged was the impact of school and its interaction with
different demands in participants’ lives including workload and multiple roles
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Appendix A: Phase I Survey Instrument

Instructions

Page 1 of 6

e This questionnaire asks you about your thoughts, feelings, and attitudes about yourself and school.

o There are NO right or wrong answers.
o We would like you to answer all the questions as accurately and as honestly as you can.

o Give only one answer for each question.
o If you find there is no answer exactly fitting you, please answer with the response that fits you best.

o Please answer ALL items, even if you are not sure.

Section L
These questions are about you and your background.

1.

2.

How old are you? years old

Are you: [: female [J2 male

Year in school

[]: Freshman

[]> Sophomore

[Js Junior

14 Senior

[Is Other (Please Specify)

Which best describe you?

[]: Asian

(], Hispanic, regardless of race
[]s Black, not of Hispanic origin
[ 14+ White, not of Hispanic origin
[Js Pacific Islander

[[ls Aboriginal/First Nations

[J7 Other

My grades up to now at this institution have been ...

[1; Mostly Ds or lower [, Mostly Cs [ s Mostly Bs [ s Mostly As

What is the highest level of education that your parent(s) completed? (Mark one box per column.)

Father Mother
[h Ch
Ll Ll
L. Ll
L4 Ll
Cs Lls
Lle L

Did not finish high school

Graduated from high school

Attended university but did not complete degree
Completed an associate’s degree (A.A., A.S., etc.)

Completed a bachelor’s degree (B.A., B.S., etc.)
Completed a graduate degree (M. A., M.S., Ph.D., J.D., M.D., etc.)
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Section II.
For each item, rate how true each of the statements is for you using the response scale shown below.
(CHECK ONE, ANSWER ALL ITEMS)

Definitely Somewhat Somewhat Definitely

False False True True
7. Iam hopeful when I think about my future. [l e s Cls
8. 1 tal§e time to think about my thoughts and 0, [, s )
feelings.
9. Ican describe who I am. [ o s (s
10. I often dream about my future. C (o s Ll
11. I set deadlines to complete my goals. Ch Cl [l [l
12. T keep myself focused so that I can complete my P s s [T
plans.
13. I am willing to_try new experiences that might . M, . s
help me to achieve my goals.
14. I believe my dreams will come true. Ll L. Ls s

Definitely Somewhat Somewhat Definitely

False False True True

15. I think about what is the common theme among

the things I like. O L L e
16. I can list at least five things that I am good at. [ . s e
17. 1 often vision my future 2, 5, or 10 years from

o Lh Ll Ls Ll
18. T often list things that I need to do to reach my

goals. o L L L
19. I work hard to meet my goals even when there are

distractions. Ll L. L. a
20. I change my plans when needed in order to reach

my goals. [ [ s L4
21. I think positively about my future. Ch e s Cla
22. I think about things that have happened to me. Ch o s Ll

23. I understand what is expected of me in my life
role (e.g., as a student, a son/daughter, a parent, a [l e Cls (s
worker, etc.).

24. 1 often imagine possible future events in my life. L . s L4



Definitely Somewhat
False False

25. I make a list of things that I want to complete. [l Clo
26. I take the next steps to meet my goals. s Ll
27. I am open to change that might improve my 0 0

chance to reach my goals. ! °
28. I try to stay hopeful even when I face difficulties 0 0

in my life. ' ’
29. I often think about how my situation affects me. Ol e
30. I can clearly describe my strengths. Ll L.
31. I spend time thinking about what will happen in 0 O

1 2

my future.
32. I make a plan before taking action. [ Ll
33. I take action once I have clear goals. L [
34. I am open to making changes to my plans when M 0

necessary. ' d
Section III.

Somewhat
True

Ll
s

Ll

s

[
s

[

Ll
Ll

Ll
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Definitely
True

Cls
L4

Cls

L4

Cls
L4

Cls

Lls
La

La

In your experiences at this univeristy during the current school year, about how often have you done
each of the following?

35.

36.
37.

38.

39.

40.
41.

42.
43.

Very
eiftait Often
Asked questions in class or contributed to class
T Lls Lls
discussions.
Made a class presentation. [l s
Prepared two or more drafts of a paper or assignment n 0
before turn it in. 4 °
Worked on a paper or project that required integrating
) . ) : [l4 Lls
ideas or information from various sources.
Come to class without completing readings or 0 M
. 4. 3
assignments.
Worked with other students on projects during class. s s
Worked with classmates outside of class to prepare class 0 0
assignments. & -
Tutored or taught other students (paid or voluntary) [a s
Participated in a community-based project as a part of a O 0
regular course. * °
Very
Sfteri Often

Some-
times

Ll
Ll
Ll

Ll

o
Ll
Ll
Ll
L

Some-
times

Never

L
Lh
Ch

Lh

Ch
Lh
Ch
Lh
Ch

Never
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44, Use.d the internet or instant messaging to work on an . s I, .
assignment
45. Discussed grades or assignments with an instructor. (e s . Ch
46. Talked about career plans with an instructor of advisor. Cs Cls . [
47. Discussed ideas from your readings or classes with
instructors outside of class. [ L. [ a
48. Recewed prompt feedback (written or oral) from . . I, 1,
instructors on your performance.
49. Worked harder than you thought you could to meet an
: . : Cls Ll L Ll
instructor’s standards or expectations.
50. Worked with instructors on activities other than . . . O,
coursework.

51. Discussed ideas from your readings or classes with others

outside of class (students, family members, co-workers, 4 s e Chh
etc.)
52. Had serious conversations with students of a different . ' I, mh

race or ethnicity other than your own.

53. Had serious conversations with students who differ from

you in terms of their religious beliefs, political opinions, P Cls . Ol
or personal values.
54. Skipped class. L Lls [ L
Section IV.
Please indicate how much you desire to achieve the following in the future.
With regard to my career, I desire to... X(e)gvy Low fiﬁ}l:;?f?fty igh ng?:
55. have a job that pays well. Ll Ll s e [s
56. have a career that I enjoy doing. h [l s (s s
57. finish whatever education or training is necessary to m s s 0, s

get a job that I want.

58. have a job that allows me to live the lifestyle that I o . . . .

want.
59. have a career that is meaningful to me. Ch Cla Cls s Cls
60. do what I am passionate about at work. Lh Ll Lls s s

61. have a job that I can do exceptionally well. Ch Cla Cls s Cls
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Section V.

For each item below, finish the sentence with: "... currently a barrier to my educational aspirations.”
For example, Item 62 would read: "Money problems are ... currently a barrier to my educational
aspirations."

“hee. A S amee Disamer

62. Money problems are ...

“currently a barrier to my educational L Cla s e s

aspirations."
63. Family problems are ... L Ll Lls [ Lls
64. Not being smart enough is ... Ll Ll s [ s
65. Negative family attitudes about university are ... L o s s s
66. Not fitting in at school is... Ll Ll s L4 s
67. Lack of support from teachers is... Ll Ll Lls [ s
68. Not being prepared enough is... Ch [l Cls s s
69. Not knowing how to study well is ... Ll Ll Ll [ s
70. Not having enough confidence is... L . Cls s s
s o 0 o oo o o
72. My gender is... Ll Ll Ll L4 Lls

“hee. AT Sl amee Disager

73. People's attitudes about my gender are ...

“currently a barrier to my educational Ll Ll Ll [a Lls

aspirations."
74. My ethnic background is... Ll Ll Lls [l Lls
75. People's attitudes about my ethnic background are ... e (3 s [a s
76. Childcare concerns are ... Ll Ll Ll [ Lls
T ;ﬁ:sl; ;)t; Zl;};[;);t rfrl(s)m my "significant other" to . 0, . . s
78. My desire to have children is... Ll Ll s [Ja s
79. Relationship concerns are ... Ch (3 s [a Cls
80. Having to work while I go to school is... L Ll Ll [ Lls
81. Lack of role models or mentors is... Ll [ Ll [a Cls

82. Lack of financial support is... Ll Ll Lls [ Lls



Section VI.
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Try to answer all the following statements as mostly TRUE or mostly FALSE. Click the answer that best

represents your present opinion.

In thinking about your present job or in planning for an occupation or
career

83. I need reassurance that I have made the right choice of occupation.
84. I am concerned that my present interests may change over the years.
85. I am uncertain about the occupations I could perform well.

86. I don't know what my major strengths and weaknesses are.

87. The jobs I can do may not pay enough to live the kind of life I want.

88. If I had to make an occupational choice right now, I am afraid I would
make a bad choice.

89. I need to find out what kind of career I should follow.

90. Making up my mind about a career has been a long and difficult problem
for me.

91. I am confused about the whole problem of deciding on a career.

In thinking about your present job or in planning for an occupation or
career

92. I am not sure that my present occupational choice or job is right for me.
93. I don’t know enough about what workers do in various occupations.
94. No single occupation appeals strongly to me.

95. I am uncertain about which occupation I would enjoy.

96. I would like to increase the number of occupations I could consider.

97. My estimates of my abilities and talents vary a lot from year to year.
98. I am not sure of myself in many areas of life.

99. T have known what occupation I want to follow for less than one year.

100. I can’t understand how some people can be so set about what they want
to do.

Email Address

True

o
Lo
Clo
Lo
o

Lo
Lo

Clo

True

Lo
o
Lo
o
Lo
o
o
o

Lo

False

[
Ll
Ch
Lh
[

L
Ll
Ch
mp

False

Ll
Ch
Lh
Ch
Lh
Ch
Ll
Ch

Lh

101. If you want to see your results or want to be considered for a drawing, please let us know your

email address:

Thank you for completing this survey.



Appendix B: Phase II Interview Protocol
CIT Interview Guide:
Hope-Centered Career Development with University Students

Participant #: Date:

Interview Start Time:
Contextual Component
Preamble: As you know, the hope-centered research team is exploring the ways in which
students remain hopeful in challenging times. The purpose of this interview is to understand
important contributors and hindering factors that make you remain hopeful or less hopeful
under challenging situations.

a. As a way of getting started, perhaps you could tell me a little bit about your school
situation (year in school, major, etc.).

b. You were chosen to participate in this study because you have a high level of hope
despite of certain barriers. What does “hope” mean to you?
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2. Critical Incident Component 1

Transition to Critical Incident questions: In the survey that you answered before, you indicated

that you stay hopeful although you have some barriers to your career and/or education. Think
about a time when you experienced a high level of challenge that involved multiple barriers to
your education and/or career.

a. Tell me what happened, step-by-step from the beginning, as completely as possible.

(Interviewer Note: based on participant’s response, start with either b or ¢ whichever makes
sense to you. However, make sure that you ask the remaining question to see if the interviewee
gives a different answer. It is totally okay if he/she says, “the same as before.” You can stop
there. This is to see whether or not contributors to global hope and career hope are different.)

b. With this incident in mind, what has been most important to you in helping you feel
hopeful in your life? (Global hope)
(Probes: What was the incident/factor? How did it impact you? What did it mean to
you? Can you give me a specific example? In what ways did the incident/factor help
you? What would have been different if you had not had that?)

c. With this incident in mind, what has been most important to you in helping you feel
hopeful in your career? (Career hope)
(Probes: What was the incident/factor? How did it impact you? What did it mean to
you? Can you give me a specific example? In what ways did the incident/factor help
you? What would have been different if you had not had that?)
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d. Are there things that have made it more challenging for you to feel hopeful? (Alternate
question: What kinds of things have happened that made it more challenging for you to
feel hopeful?)

3. Critical Incident Component 2

Note to interviewer

Summarize what has been discussed up to this point with the participant as a transition to the
next questions: “We’ve talked about important factors that helped you feel hopeful (name
them), and some things that have made it more challenging for you to feel hopeful (name them)
about your life and career.”

a. What else has been important in helping you feeling hopeful in your life so far? Please
tell about me a specific example or time when you experienced that. (Global hope)

b. What else has been important in helping you feeling hopeful in your career so far? Please
tell me about a specific example or time when you experienced that. (Career hope)
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4. Summary of the Incidents

Note to interviewer

Summarize the incidents that were reported. It is important to refocus the interview at the end to
make sure that you have understood the factors that have been put forward. This will also help
when it comes to transcribing and so on.

Interview End Time: Length of interview:
Interviewer’s Name:
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