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Abstract 

 

This study explores the use of two tests of optimism: the Youth Life Orientation Test (YLOT) 

and the Children’s Attributional Style Questionnaire (CASQ) in six English primary schools 

with children aged between 9 years and 12 years. The study grew out of some problems I 

was confronted with as part of my professional practice regarding the outcomes for 

children in a school that was failing to meet Government Targets in attainment. 

In the study I worked with the staff and 9 – 11 year old children in six primary schools in 

rural, town, suburban and inner-city contexts. The total number of children was 305. The 

children were tested using the CASQ and YLOT and a range of other measures. Cronbach 

alpha internal consistency coefficients (coefficient alpha) and test-retest coefficients for the 

subscales and overall scale of the CASQ and YLOT were calculated. The validity of each 

measure was explored using evidence from: test content; internal structure; relations to 

other variables; and from the consequences of testing. Lastly the use of the YLOT as a proxy 

and nature of any associations between the measures used was explored looking at 

individual; school and community level data. 

The study found that the YLOT has good psychometric properties and could be used as a 

basis for further work both professionally and for research. The Cronbach alpha reliability 

coefficient for the whole scale was 0.81. The psychometric properties of the CASQ were 

poor in that the subscales had very low reliability coefficients and the aggregated total 

scale reliability coefficient was still too low at 0.53 to be able to recommend the use of the 

CASQ. Before the CASQ could be used there would need to be extensive work to increase 

its reliability and validity through lengthening the test or changing the format of the 

questions to reduce their specificity. 

The use of the YLOT as a proxy indicator of mental health and associations with school and 

community level data were discussed. The YLOT could provide an indication of well being 

particularly in relation to childhood depression. The community level data were not 

sensitive enough to discern hypothesised associations between communities and the 

children attending the schools sited in the communities. 
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2. Introduction 
 

In the introduction, I explain how the project arose. I show how my work in schools led to a 

number of questions which in turn led to this project. Next I describe why I believe this 

project has been significant with reference to the professional activity of an educational 

psychologist.  I end with some initial research aims. The chapter is structured as follows: 

    

1.1  The genesis of the project  
 1.1.1 Exploratory schools work  
 1.1.2 Optimism and culture  

1.2  The significance of the project  
 1.2.1 Optimism, hopelessness and mental health  
 1.2.2 Professional psychology  
 1.2.3 Optimism and well-being  

1.3  initial research aims   
 

The project grew out of some problems that I was confronted with as part of my 

professional practice. As this thesis is submitted as part of a professional doctorate, I am 

pleased that the work arose from very practical issues which have been moved into a more 

theoretical realm as part of this project before returning, transformed in some way, to 

practice. I would hope that the work now completed will continue to inform my own 

practice and that of other educational psychologists.  

1.1The genesis of the project 

1.1.1 Exploratory schools work 

My early career in educational psychology was in deprived areas of inner-city London. 

When I joined a service in a rural county several years ago, I was told that I had been given 

the schools within the County situated in areas where there were high levels of 

deprivation. Thus all of my work in schools was based in the county town which surprisingly 

had significant pockets of deprivation, quite unlike the image most people would have of 

the county. 

One of the schools, Urban School, was a middle school; that is it educated children in 

school years 4 to 7 (from age eight to thirteen years). The school on a range of indicators 

was the worst school in the county.  The community in which the school was situated was 

182 out of 8452 in England in terms of educational outcomes . At this point the 

Government collected data about deprivation by electoral ward. There were 8452 wards, 
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and so there were 8130 wards which had better educational outcomes.  The school 

children at Key Stage 1 and Key Stage 2 consistently scored at levels much lower than the 

county and national means. 47% of the total school population were listed on the Special 

Educational Needs Register. This level of registration is very high: most mainstream schools 

would expect to have levels of registration at most 17-18% (DfES, 2004b, p. 103) . 

The County in response to the manifest significant neediness of the school resourced the 

school very favourably. For example I was allocated 19 x 3 hour sessions over the school 

year. I had never had such a generous allocation to one school. Additionally, the county 

funded a full time child and parent support post which was staffed by a community 

psychiatric nurse (CPN). We decided to collaborate. 

Having heard an excess of “awfulizing” (Ellis, 1987) about the school we decided to gather 

data to check on the accuracy of the bad descriptions and also to serve as a baseline for 

any future interventions. We had both been shocked by the degree of hopelessness shown 

by many of the children and parents from the school. By hopelessness I mean that the 

children and their parents routinely expressed doubt as to whether they would accomplish 

any target that had been set, and a doubt that anything might change for the better.  

Although I had worked in other schools in electoral wards in the inner-city with even 

greater degrees of deprivation this middle school, I had not encountered such overt 

expressions of hopelessness in any of these inner-city schools. Included amongst these 

inner-city schools were schools from one ward in a London Borough which ranked 1 out of 

8452, that is the highest levels of deprivation for England. 

 Therefore I suggested that we might explore the use of the Children’s Attributional Style 

Questionnaire (CASQ) which I had first encountered in the popular text,  The Optimistic 

Child (Seligman, Reivich, Jaycox, & Gillham, 1996). The reason for the attraction of the 

CASQ was that one of the subscales in the questionnaire provided a measure of 

hopelessness.  

The CASQ is a 48 item test with a choice of two responses to each question. In order to 

streamline the data collection, I transformed the CASQ into a version that could be 

completed on computer screen. The questions remained exactly the same, the mode of 

presentation was different. The pupils had to indicate their choice by typing the number 1 

alongside the statement of their choice. Creating a version that could be completed on line 

made the testing and scoring of the CASQ much more efficient. 
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Having sought parental permission for the participation of their children in the survey, I 

loaded the test on the school computers in the computer suite. The pupils worked their 

way through the questionnaire at their own pace and there were never less than two 

adults on hand to help those who had difficulties with any aspect of the testing. 

The mean scores for boys and girls are recorded in the table below. 

Table 1.1 Mean CASQ scores for Boys and Girls at Urban School  

 Mean optimism score Standard deviation Standard error of mean 

Boys 

(n=93) 

3.00   4.01 0.42 

Girls 

(n=98) 

3.41 4.07 0.41 

 

The scores for all years were in line with the trends shown by the American results, in 

particular the fact that girls were more optimistic than boys up to puberty, thereafter, boys 

become more optimistic. 

One of the most interesting parts of this exercise was that the American means were as 

follows:  

Boys = 5.01    Girls = 6.50 

Seligman and colleagues do not provide standard deviations or standard errors of the 

mean. The book is a semi-popular text probably targeted at concerned parents and 

educational professionals. It is not a strictly academic text, although the arguments in the 

book are supported by relevant references from peer reviewed journals. The 1984 paper 

which originally described the CASQ Seligman et al (1984) was based on the results 

obtained from a relatively small sample of children of 96 (50 boys and 46 girls aged eight 

years to thirteen years). The Optimistic Child stated that the CASQ had been given to an 

unspecified number of children – in the thousands. 

What is apparent is that the means for the children attending the middle school were much 

lower than the means from America. 

If we accepted that the CASQ is a reliable instrument for measuring optimism in English 

children, these results were surprising. Possibly the cycles of deprivation experienced by 



15 | P a g e  
 

the residents in the community had eroded any sense of optimism that the participants in 

this study might have had, hence the lower mean scores. Equally there could be many 

other explanations of the differences. Further work was necessary to try to elucidate the 

issue, and to find out whether the differences mattered to the children, their teachers, 

their parents and their communities. 

In order to explore the differences about the means further, I sought a second middle 

school, Hill School, within the same county town but this time with a contrasting catchment 

area  from which its pupils were drawn. The second middle school was larger, and the 

communities from which the pupils attended did not have the same levels of deprivation.  

The results from Hill School are compared with the results from Urban School alongside the 

means from the United States in the table below. 

 

Table 1.2 The mean CASQ scores from  Hill and Urban schools compared with US means 

  N = Mean Standard deviation Standard error of 

mean 

Boys Urban 93 3.00   4.01 0.42 

Boys Hill 176 3.93 4.5 0.3 

Boys US  5.01   

Girls Urban 98 3.41 4.07 0.41 

Girls Hill 153 4.87 3.95 0.3 

Girls US  6.5   

 

It is clear that the mean optimism scores in the second middle school (Hill School) fall 

between the American means and the means from the first middle school (Urban School). 

A student’s T test – independent samples - comparing the mean optimism scores of the 

two schools n = 191 and n = 329) Neither Shapiro Wilk test was significant, indicating that 

the assumption of normality was not violated. Levene’s test was also not significant, thus 

equal variances can be assumed. The t test was statistically significant, and showed that  t = 

-3.083 p< 0.05 (df 218) that is, the null hypothesis; that there is no difference between the 

two schools, should be rejected. 
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At this point there were a number of hypotheses I had, assuming that the CASQ is a reliable 

instrument: 

 The children of Urban School  were very pessimistic 

 The children of Hill School  were less pessimistic than those in Urban School  

 The children in British Schools may be less optimistic than their counterparts in the 

schools of the United States perhaps owing to cultural differences. 

 

1.1.2 Optimism and Culture 

In discussing these results with colleagues, a number of them remarked that Americans 

were much more optimistic than English people. I wondered whether such a view might be 

a stereotype. 

 

Pells (1998) writes of views that were current at the end of the nineteenth century with 

regard to differences between the peoples of the United States and Europe. Pells describes 

the polarities between the views held of Americans as: innocent; youthful; vigorous; 

confident and optimistic, contrasted with the views of Europeans as: devious; cynical; 

corrupt; decadent and engaged in social and ideological conflict. Further Pells quotes 

Brogan (1944) who described America at the turn of the twentieth century as indecently 

optimistic. 

 

This optimistic theme was taken up by Adams in the first explicit reference to the 

“American Dream”: 

 

“that dream of a land in which life should be better and richer and fuller for 

everyone with opportunity for each according to ability or achievement  regardless 

of social class  or birth”(Adams, 1931, p. 214). 

 

Adams, a historian, was presumably influenced in his writing by the second sentence of the 

United States Declaration of Independence (Congress of the United States, 1776): 

 

“all men are created equal and endowed by their creator with certain inalienable 

rights, including life, liberty and the pursuit of happiness”. 
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Thus the thread of optimism arguably has been woven into the fabric of American culture 

from the very beginnings of nation at the War of Independence. 

 

The view that the American people may hold of themselves as being very optimistic has 

been the source of some critique, particularly after the attacks on the World Trade centre 

in 2001. Parker, wrote in the Washington Post on the 10th anniversary of the attacks that 

“we couldn’t have known that we would eventually lose our common sense of who we are 

... the attacks damaged our collective soul ...” (Parker, 2011). I believe that Parker may have 

been referring to the fact that where once there had been hopefulness and optimism, 

there was now doubt and pessimism.  

Even before the attacks, within the academic sphere, for example,  Kasser and Ryan (1993) 

have discussed what they refer to as the “dark side“ of the American dream . However 

when Seligman was collecting his data for The Optimistic Child, it could be argued that for 

the majority of American people, there was a sense of hopefulness and optimism. 

If we now turn to England, there are many characteristics which commentators have 

expressed as typically English: fairness, tolerance; understatedness; an ironic sense of 

humour (Gorer, 1967; Griffith, Norman, O'Sullivan, & Ali, 2011; Paxman, 1999), but none of 

them mention optimism. There is a view that the nature of the British character has 

changed recently. For example, Dalrymple (2008) points out the increase in the behaviour 

of excessive drunkenness and a lack of regard for others. However such comments may be 

an example of another English characteristic , a “tendency to think things not so good as 

they used to be”, as illustrated by one of a series of cartoons published in the Punch 

Magazine by the cartoonist Pont (Graham Laidler) during the 1930s on the British Character 

(Laidler, 1937). 
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Reproduced with permission 

I have laboured the point about cultural differences as I wonder about its significance in the 

results seen in these tests. Were the data revealing such cultural differences? 

 

Having worked in the two contrasting schools, I decided to approach Martin Seligman as I 

wondered whether he had noted any cultural differences in optimism levels as part of his 

work. His response was brief, namely that the American data may well be out of date and 

that I needed more data (Seligman, 2006). 

 

Thus the current project was born. 

 

1.2 The significance of the project 

1.2.1 Optimism, hopelessness and mental health 

The initial work had started as a means to explore the hopelessness of a primary school 

community through looking at its pupils’ levels of optimism. One of the subscales of the 

CASQ is a measure of hopelessness, which is explained in detail in Chapter 3.  From the 

results obtained at Hill and Urban Schools, there is a negative correlation between 

optimism and hopelessness of -.55,  p < 0.01 level of significance (two tailed). Seligman and 

colleagues (1996, 1998) have argued vigorously that there is a link between a lack of 

optimism (or pessimism) and poor mental health, in particular depression.  

 

The issue of the mental health of children and young people in Britain has become 

increasingly a cause for concern for those working in Education, Social Care and Child and 
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Adolescent Mental Health. Recent reports from a variety of sources (Green, McGinnity, 

Meltzer, Ford, Goodman, et al., 2005; Maughan, Brock, & Ladva, 2004; Maughan & Scott, 

2008) demonstrate that the relative incidence of mental health difficulties amongst 

children and adolescents is almost 1 in 10. Moreover amongst adults, the incidence is 

increasing in the majority of categories as shown in the data  published by the mental 

health support charity MIND (Mental Health Network, 2011; MIND, 2011), based on the 

statistics published by NHS Information Centre for Health and Social Care (2007).Figure 1.1 

extracted from the MIND data shows the changes in prevalence. 

 
 
 

 
 

Figure 1.1 The changes in prevalence of common mental health problems over a 14 year 
period  (MIND, 2011) 

 

The evidence about whether there is a change in the incidence of mental health disorders 

in children is not so clear cut. Green, McGinnity, Meltzer, Ford and Goodman(2005) report 

that  the incidence of emotional disorders had decreased across the time period sampled – 

1999 to 2004. Other disorders for example conduct disorders and hyperkinetic disorders 

had increased marginally. 

The charity Young Minds has published data on their website  which draws on the Green et 

al  paper (Green, McGinnity, Meltzer, Ford, Goodman, et al., 2005), to estimate  that it is 
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likely that there could be up to three children per class (of thirty) with mental health 

difficulties.  I think perhaps the charity Young Minds have used this as a striking headline 

whereas the reality is that as young people move through adolescence there is a greater 

prevalence of mental illness and so the likelihood of three children in a KS1 class with a 

mental illness is remote (Young Minds, 2011). With particular reference to depression, 

Young Minds claim that 80,000 children and young people suffer from severe depression of 

whom 8000 are under 10 years old. 

I would now like to set the work on optimism within the national context. In 2007 a report 

was published which compared the well-being of children and adolescents from those 

countries the report described as economically advanced (UNICEF, 2007). The report was 

news worthy enough to appear in all British newspapers, for example the report by Bunting  

(2007) and the report by Palmer (2007). The reason for the interest was that the UK was in 

the lowest tercile of OECD countries surveyed for five out of six criteria which were: 

material well-being; educational well-being; family and peer relationships; behaviour and 

risks; subjective well-being and health and safety.  The UK came in a mid-position only for 

health and safety which refers to infant mortality and take up of immunisations. 

The response of the last UK Government (Labour) to surveys of child mental health was to 

create a comprehensive legislative package which it claimed was derived partly in response 

to consulting children and young people about what they wanted. The package was 

referred to as Every Child Matters and it was characterised by five desired outcomes for 

children and young people which were: be healthy; stay safe; enjoy and achieve; make a 

positive contribution; achieve economic well-being (DfES, 2004a).  However the new 

government (Conservative/Liberal Democrat Coalition) has largely abandoned this 

framework. The new government however has signalled its intention to record the 

happiness of the nation (BBC News - Politics, 2010) in that in a £2m scheme, the Office for 

National Statistics has been instructed to look for some measure of life satisfaction and 

report a happiness index for April 2012. There is a risk of course of the index becoming a 

misery monitor. 

1.2.2 Professional Psychology 

Given Seligman’s asserted link between depression and optimism (1984) I now need to 

consider how educational psychology may work within the predominantly medical field of 

mental illness. Any educational psychologist studying this proposed link must consider how 

to work in a field normally framed by the medical model. 
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I draw the link with depression in particular as Seligman has claimed that there is a strong 

association between being pessimistic and suffering from depression (Seligman, 1998; 

Seligman et al., 1996). Herein lies the significance of this work. Most educationalists and 

many educational psychologists would feel uncomfortable about adopting the medical 

model to consider the mental health of school pupils. Notwithstanding this discomfort, it is 

important that the professionals do not forget their responsibilities to children and young 

people, and to the regulatory body overseeing psychological practice. In addition, any 

educational psychologist expressing any professional opinion about depression might fear 

that they would be seen to be exceeding the limits of their professional competence. 

However, using a test of a psychological construct such as optimism may well be more 

acceptable to educationalists and psychologists. The reasons for this are that psychologists 

who discuss optimism would not be seen as engaging in a discourse which is framed by the 

medical profession. Thus any discussion about optimism would allow for practice which 

would be within the competence of educationalists and psychologists. It is perhaps worth 

taking a moment to explore these issues a little further as it is through an exploration that I 

believe that the significance can be seen more clearly. 

This discussion enters the domain of professional identity and role, and what constitutes 

professional practice for educational psychologists. 

 

Since Miller’s address as president to the American Psychological Association (MIller, 1969) 

there has been discussion amongst psychologists about” giving psychology away”(MIller, 

1969, p. 1071). I do not think that it was Miller’s view that the general population become 

psychologists or even para-psychologists. However Miller thought that psychologists ought 

to share psychological knowledge and information in order to promote the psychological 

health and well being of the population. It may be that Miller’s call was instrumental in the 

development of the field of community psychology. 

It is interesting to speculate to what extent there has been a similar move within medicine. 

Do doctors talk about “giving away medicine”? I am not sure that doctors do talk in these 

terms, however there have been moves to increase the general population’s access to 

treatments and medical information:  for example, some formerly prescription-only 

medicines are now available freely with pharmacist oversight. Government sponsored 

websites provide medical information to the general population. Prescribing rights have 
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been given to certain nurses and even some psychologists. Additionally some medical 

practitioners are active in promoting health in their practices as well as the national health 

promotion initiatives, such as encouraging the cessation of smoking.  

I believe that there is still however a very strong body within the medical profession who 

wish to hold onto their power. Of course, if death could result rapidly from misapplied or 

misunderstood medical knowledge, medical practitioners would justifiably want to keep 

control to minimise damage. For chronic conditions this may not be the case.  

This discussion about professional role and professional reach needs to be extended.  So 

far, I have tacitly assumed that the general population have unlimited access to medical 

mental health services. Unfortunately this is not the case.  A number of psychologists have 

made the case that a professional approach that uses individual psychological and 

psychiatric dysfunction as the primary focus for work will have a very small impact on 

societal suffering. 

Albee makes the case very forcibly for community approaches to medicine and psychology. 

In particular he refers to the promotion of mental health (Albee, 1982, 2000; Albee & Fryer, 

2003). Albee has been described in an obituary (Fryer, 2007) as fiercely opposed to 

approaches which are based upon individualism and psychologism, and the maintenance of 

the oppressive power of the status quo. And so we come to one of the dilemmas facing 

professional psychologists: should professional psychologists work with individuals in an 

attempt to alleviate personal suffering or do professional psychologists acknowledge the 

role that government policies, societal attitudes and community breakdown have to play in 

the development and maintenance of psychological ill-being?  The corollary would be that 

the professional psychologist would then work to influence governments, the attitudes of 

society and community cohesion in order that together they form a lattice of support 

promoting psychological well being. 

Most professional psychologists I think would hope that they can do both, that is work 

individually and work at systemic levels. I believe that that reality for the majority of 

practising psychologists is that they work at an individual level. 

To return to optimism, a measure of optimism could if used with an individual be criticised 

for emphasising  psychologism and individualism.  However by working with optimism at a 

school level and exploring the extent to which the school level measure could be an 
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indicator of something that might be happening for a school and community, would I think 

be rather exciting and could possibly be a means of working beyond the individual level. 

The idea of looking at optimism in the whole school community arose from my professional 

experience in Urban and Hill Schools.  The schools with which I am familiar from the County 

and from London have all been in deprived areas. It might seem logical to hypothesise that  

the more deprived the school was, the greater the level of hopelessness experienced.  

However in my professional experience the reality appears more complex, as I will explain. 

If I may refer back to the London inner-city schools in which I worked,  the levels of 

deprivation experienced were very high  as measured by the UK Government Indices 

(Noble et al., 2008; Office for National Statistics, 2011) I should point out that since 2004 

the information about the environment has been collected using Lower Super Output Areas 

LSOAs which comprise approximately 750 households or 1500 inhabitants. There are many 

more LSOAs (34,378) than electoral wards (8452). Despite the change in data collection, 

these inner-city schools retained their ranking as exceptionally deprived. What was notable 

that the very deprived inner-city schools had a very different atmosphere in terms of 

calmness and order to the atmosphere of Urban School. The expressed sense of 

hopelessness which I mentioned earlier pervaded the whole of Urban School which was not 

expressed in the inner-city schools. The atmosphere within the inner-city schools did not 

seem to support the hypothesis that the greater the deprivation, the greater the 

hopelessness. Another significant difference between the Urban School and the inner-city 

schools was that the inner-city schools with higher levels of deprivation also had a much 

higher level of children from other countries. Urban School was almost totally mono-

cultural, and further, the families had lived in the same community for several generations. 

My curiosity increased, together with an interest in how to respond effectively. One of the 

advantages of using the Seligman framework (Seligman et al., 1996)for exploring optimism 

was that not only that had Seligman and his team had produced a measure for optimism, 

pessimism and hopelessness, but they had also developed a teaching programme designed 

to target those aspects of an individual’s behaviour that were likely to lead to pessimism 

and depression. Seligman referred to this programme as an “inoculation against 

depression”. If the claims of the Seligman team are true then the Optimistic Child 

Programme could have a very powerful impact. 
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1.2.3 Optimism and well-being 

It is interesting that one of the news paper headline writers, re-framed Palmer’s discussion 

of  well –being as happiness in the article headline reporting the UNICEF study (2007). 

Although happiness and well-being may be linked, they are not the same thing.  Layard, an 

economist at the LSE and whose report on the economic effect of depression has 

influenced UK government policy,  distinguishes happiness from well being (Layard, 2005). 

Huppert and So (2009) have introduced the notion of flourishing as a way of discussing 

well-being, further they describe a continuum of well-being which has flourishing at one 

end and mental disorder at the opposite end. A version of their visualization of this 

continuum is shown below. In their chart they also suggest percentages of the population 

who may map onto the continuum. They have marked flourishing and mental disorder as 

opposing poles of the continuum and languishing and moderate mental health as the sub 

optimal mental states proximal to the mean. The languishing people are those who are 

experiencing some misery and distress, but not at levels that would cause them or their 

families to seek medical support. The moderate mental health group refers to the majority 

of people who will have some periods when they feel that life is not going well for them, 

and some periods where things are going satisfactorily. Huppert and So see that individuals 

may well move from one region to another at differing points in their lives. 

I have chosen to explore this model as it is the only model from those discussing well-being 

that explicitly mentions optimism as one of the additional characteristics of well-being, 

along with: self esteem; resilience; vitality; self determination and positive relationships.  
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Figure 1.2  The continuum underpinning well-bring 
 

 

Mental disorder         Languishing    Moderate Mental    Flourishing 
                                     Health 

Adapted from (F. A. Huppert & So, 2009) 

Thus Huppert and So make the link between optimism and well-being. 

I believe that the various government initiatives and reports produced have contributed to 

a sense of UK society being unhappy, and with low levels of well-being. This view has 

reached into many aspects of our lives including education. As psychologists we have the 

tensions already mentioned about dealing with psychological distress on an individual basis 

or dealing with psychological distress at a level which might not have any individual impact 

through direct engagement, but would have significant impact by being targeted at many 

people. Added to this is the tension created by the positive psychology movement  

(Seligman & Csikszentmihalyi, 2000) which has have attempted to reframe the work of 

psychologists glibly as promoting happiness rather than curing misery. The positive 

psychology movement will be discussed in greater detail in the next chapter. 

To sum up,  

 A range of surveys have highlighted the fact that the well-being of children in the 

UK does not compare favourably with other OECD countries.  
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 There is a recognised, quite stable, but significant number of children and young 

people who will suffer from a mental disorder at some point. Many of the adults 

who have mental disorders report that their disorders started in childhood (Young 

Minds, 2011).  

 Several authors have reported an association between pessimism, low levels of 

well-being and mental illness. If it was possible to establish the effectiveness of 

measures of optimism for children, then psychologists could explore how useful 

optimism might be in describing children in schools and communities before 

seeking appropriate interventions.  

 Given the association between optimism and well-being drawn by some authors 

notably Huppert and So (2009), there may be grounds for using a programme such 

as Seligman’s “inoculation” programme in order to address issues of pessimism.  

 Optimism may be a measure that those working in education find more acceptable 

to discuss issues that are psychological rather than entering a discourse within the 

medical model of mental health. 

 A measure of optimism may provide some means of comparing schools. 

In this section I have shown how optimism fits into a wider set of educational and societal 

concerns about education of children and their well-being(Osgood, Suci, & Tannenbaum, 

1957). In the following section I will identify some research aims for this study.    

1.3 Initial research aims 
In this final section of the introduction, having discussed my initial exploratory work in two 

schools and then sited the questions raised within areas of concern nationally, I now 

propose to outline some broad research aims. These aims will be focused much more at 

the end of the literature review where I will outline those places where there are gaps in 

the research literature. This project may help to address some of the gaps that I identify. 

From the foregoing sections, it is clear that the pre-eminent and basic research aim is to 

explore the reliability and validity of the Children’s Attributional Style Questionnaire 

(CASQ)in English Schools.  As part of the exploration of the reliability it would be beneficial 

if a second measure of optimism in children could be used to compare with the CASQ and 

further, possibly the second measure could be used as a way of establishing some construct 

validity for the CASQ. 
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A further research aim would be to look at the links between optimism and some measure 

of childhood depression, which might contribute to some sense of the concurrent validity 

of the measure. This would also enable some discussion of whether the CASQ could be a 

non-medical measure that might alert teachers to those pupils who may at some time be 

affected by depression. 

Given the differences between the two schools in the pilot study described earlier in this 

chapter, it would be interesting to explore how different the optimism scores are between 

contrasting schools. In this way it would  be possible to explore a little more deeply the 

impact of levels of deprivation from the community in which the school is sited. 

Final research aims would be to look at some measure of the ethos of a school and see to 

what extent this has an association with the optimism in the school. Further this may be 

extended to examine the impact of various indices of deprivation from the pupils’ 

communities upon levels of optimism. 
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2. Literature Review 
 

In the literature review, I begin with an overview of the terms optimism and pessimism, the 

history and development of the terms in common use and then in the psychological 

literature. I follow this by considering the psychological position of optimism and pessimism 

and the links with concepts that may overlap with optimism and pessimism but are not 

synonymous. I conclude by looking at optimism and pessimism in terms of school and 

community level focus before considering the research questions. The chapter is structured 

as follows: 

    

2.1  Historical and current aspects of optimism  
 2.1.1 Origins of  the word optimism   
 2.1.2 Origins of the word pessimism 

 
 

 2.1.3 Optimism used as a term in psychology  

2.2  Definitions  
2.3  Optimism and Pessimism: bipolar or two distinct 

poles 
 

 2.3.1 Conceptual models underpinning optimism and pessimism. 
 

 

2.4  Review of  the links between optimism and what 
may be related concepts  

 

 2.4.1 Optimism and Self Esteem  
 2.4.2 Optimism and Self determination theory, before exploring the 

links between these areas and those of wellbeing and mental 
health. 
 

 

 2.4.3 Well-being  
 2.4.4 Optimism and positive outcomes for individuals  
 2.4.5 Optimism and adversity: Coping and Resilience  

2.5  Optimism: school and community foci  
2.6  The research questions in the light of the 

literature review, and gaps in the field 
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2.1 Historical  and current aspects of optimism 

2.1.1 Origins of  the word optimism 
Optimism was used  a sub-title in the eighteenth century by Voltaire in his short novel 

Candide (2006). In this novel Voltaire caricatures the polymath Leibnitz as Dr Pangloss. The 

novel first published in 1759 is Voltaire’s response to the Leibnitz’s work Theodicy which 

Leibnitz published in 1710.  

In Theodicy Leibnitz attempted to address the problem of how an all loving God, the 

creator of the world and all that is in it, can permit evil. The explanation in brief is that the 

world only exists as God chose to make it. God could equally have chosen to make any 

number of other worlds but chose the current world as this was the best of all possible 

worlds. The evils that exist within this world are necessary parts, and if they were taken 

away the best possible world would no longer be the best possible world. The blueprint for 

the best possible world would have been corrupted. The presence of evil within the best 

possible world was to allow humankind to attain goodness (Audi, 1999).Optimism was 

Leibnitiz’s neologism to cover the notion of the best. 

Voltaire’s response was to satirise the philosophy of theodicy in Candide and the novel tells 

the story of a hapless young man  - Candide - to whom befalls an unremitting catalogue of 

unlikely  and horrifying disasters. Despite this he remains convinced for the most part of 

the veracity of theodicy with one or two cracks in his belief as the following excerpt shows..  

 

O Pangloss!" cried out Candide, "such horrid doings never entered thy imagination. Here 

is an end of the matter. I find myself, after all, obliged to renounce thy Optimism." 

"Optimism," said Cacambo, "what is that?" 

"Alas!" replied Candide, "it is the obstinacy of maintaining that everything is best when 

it is worst."  

Chapter 19 page 78 (Voltaire, 2006)  

 

However the use of the term optimism at this time was very much a philosophical term and 

it did not enter everyday speech until later in the next century, when the meaning had 

further developed. The etymological section of the Oxford English Dictionary notes that by 

1852 Shelley has used the term optimism to mean “a tendency to take a hopeful view” in 

his Essays II ("The Oxford English Dictionary," 1933).  This meaning is one which has 
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persisted. The former meanings enjoyed a brief use before dying out. What is evident is 

that there is a spirit of optimism in much of Shelley’s work and the work of other writers of 

this period. 

I wonder what word people used before the emergence of optimism to describe 

confidence about the future. The word hopeful could certainly have been used as possibly 

the term sanguine. Sanguinity was one of the four bodily humours derived from the 

Hippocratic/Galen model of personality (Chamorro-Premuzic, 2007). The sanguine 

temperament is described as being characterised by enthusiasm, positivity, cheerfulness, 

satisfaction and optimism. This is in contrast with the opposing humour, melancholic which 

is characterised by sadness, depression, asocial behaviour and pessimism. 

 

2.1.2 Origins of the word pessimism 

Pessimism is often considered the opposite to being optimistic.  The use of this term is, like 

optimism, fairly recent. The printed use of the word pessimism appears after optimism 

around the turn of the nineteenth century when pessimism as used by Coleridge for 

example to refer to the worst condition possible or imaginable. By 1815, the use of the 

word to refer to the habit of looking forward to the worst possible eventuality appeared in 

the Quarterly Review (14, 230) cited in the Oxford English Dictionary on line (1989). 

Again there was a distinct philosophical use of the term  associated with Schopenhauer’s 

writings on the domination of human lives by the desires of our human wills and the 

resultant conflict, turmoil and disappointment (Audi, 1999; Schopenhauer, 2007). 

I am interested that the terms developed independently , and that when the term 

optimism was created, Leibnitz saw no need to develop an opposite term. Possibly the 

opposite term - pessimism at that time would have been unthinkable to Leibnitz.  It is also 

intriguing that the term optimism developed from a philosophical position whereas with 

pessimism the philosophical position developed after the more general use of the term – as 

we would use and understand it today.  

There has been a discussion of the biological importance of optimism in the field of 

anthropology by Lionel Tiger (1979) where he suggests that the development of human 

cognitive apparatus with the move from  food gathering to hunter gathering to more 

formal agricultural methods was paralleled by the development of a sense of the future 

rather than living for the moment. With the development of this sense of the future came a 
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sense of optimism. It would of course be irrational to plant for the future if there was no 

accompanying sense of optimism for what would happen. 

2.1.3 Optimism as a term used in psychology 

Interest in the use of the term optimism within psychology is fairly recent. It is only since 

the mid 1980s that the use of the term has been used widely with a relative explosion in 

papers using the term.  For example , Carver, Scheier and Segerstrom reviewed of the field 

of optimism. The bar chart below shows the numbers of papers published cited by Carver 

et al, against the year of publication. 

Figure 2.1 Bar chart showing the number of papers about optimism against the year of 
publication 

 

If a similar exercise is carried out using the meta-analysis carried out by Karen Rasmussen 

(Rasmussen, Scheier, & Greenhouse, 2009) the bar chart shown below is obtained. 

Figure 2.2 Bar chart showing the number of papers about optimism and physical health 
against the year of publication 
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The focus of the Rasmussen paper was looking specifically at the association between 

optimism and physical health. It is clear to see that in both papers there appears to be little 

research/scholarly activity before the 1980s. Of course, it may be that in this type of review 

the most recent work is privileged over work that took place some time ago and therefore 

work from over thirty years ago is not listed.  Equally, although neither of these sets of 

authors would claim that their literature search was totally inclusive of all that has ever 

been written about optimism and pessimism, the results I believe indicate the growth of 

interest and work in the field of optimism and pessimism. 

However there was activity in the field of psychology relating to optimism and pessimism 

before 1980. In the following paragraphs some of this work is briefly reviewed. 

A significant author to refer to optimism, particularly in relation to children, learning and 

teaching in field of educational psychology is Reuven Feuerstein.  In Feuerstein’s  

operationalisation of the  zone of proximal development - (Vygotsky, 1978) the process of 

mediation characterises the planned and systematic interaction that takes place between a 

skilled other  (the mediator) and a learner.   He describes the various criteria comprising 

mediation as part of his theory of mediated learning experience (Feuerstein, 1969, 1987; 

Feuerstein, Klein, & Tannenbaum, 1991). For Feuerstein, mediation describes those 

interactions between learner and mediator that shape, and focus a learner’s perceptions of 

the environment and their responses to the environment (Feuerstein et al., 1991). 

Feuerstein had been working in this field since the late 1940s but it was only in the late 

1980s that he published. Feuerstein talks about the mediation of the search for what he 

calls an optimistic alternative.  

The first aspect of mediation of a search for an optimistic alternative refers to the 

assessment of an encountered problem by a learner. At its most basic, is the problem 

viewed as possible or impossible? The consequences of this assessment will have a 

motivational impact -  if the view formed was that the task was impossible, then the 

motivation to work at the problem will be minimal. The mediation therefore focuses on the 

mediator looking at how a problem is classified, perhaps using some alternative 

classification such as difficult but worth persevering with, rather than impossible.  

Feuerstein further identifies that the mediator is engaging with the learner in ways that 

promote the learner’s view of optimistic and positive outcomes following the learning 

experience. The mediation of optimistic alternatives means that the mediation is suffused 
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with a view which may or may not be stated explicitly that although the task is difficult, the 

mediator has a belief that when mediating to the learner, the task will be completed 

successfully.  

Such a view may appear unremarkable, as the work of all educators would surely be to 

promote success. The Feuerstein view differs in that the mediator has made few 

assumptions about the ability of the learner and the likelihood of their succeeding other 

than that together they will be successful. The more traditional view held by teachers 

might well be that there are cognitive limits which place a bar on what may be achieved by 

any individual at any time.  

An example of practice in which the more typical view predominates can be seen in the use 

of the Cognitive Abilities Test used by teachers in many secondary schools in the UK when 

pupils enter the school aged 11. The advertising material for this test states that it  

“Provides indicators of outcomes at Key Stages 2, 3 and 4, including 29 GCSE and 24 

Scottish Standard Grade subjects”(Lohman, Hagen, & Thorndike, 2010). Thus this 

instrument helps teachers make decisions about the type of curriculum and its delivery 

through setting of children. Following the use of the CAT we could have some optimism for 

development but it is tempered with a ceiling described by the test.  Feuerstein’s view 

would be optimism without the ceiling. 

The mediation of a search for optimistic alternatives also overlaps with  the extensive 

literature on teacher expectations and academic achievement, such as the work of 

Kuklinski and Weinstein(2001) and the more recent work exploring expectations of 

teachers, parents and students by Rubie-Davies, Peterson, Irving, Widdowson and 

Dixon(2010). I do not propose to review the literature on teacher expectation any further 

here. My point is to compare work in this area with the mediation of a search for an 

optimistic alternative in that there is a broad similarity of endeavour yet the contrast is that 

the mediation is very much a more active and engaged, systematic and planned-for 

process. Having higher expectations does not necessarily imply any actions other than a 

vague hope for better performance. 

Another pre-1980 writer on the areas of optimism or pessimism was Hubert Kelman (1945), 

His work  will be explored a little later in defining optimism and pessimism.  The beginnings 

of the notion of optimistic bias were first described by Bertram Forer (1949). Although he 

did not use the term optimistic bias, he described the phenomenon of the tendency of 
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individuals to believe vaguely positive personal descriptions as reflecting the true 

personality of the individual him/herself. He gave a class of undergraduates an identical 

personality sketch and asked them on completion of a questionnaire about the personality 

sketch and how closely it related to them. The undergraduates were amazed at how 

accurately the personality sketch described them. This has given rise to the effect named 

after Forer (1949)and sometimes called the Barnum Effect, which may explain in part the 

appeal of astrology.   

In 1978 Margaret Matlin and David Stang wrote about the Pollyanna Principle (Matlin & 

Stang, 1978) cited in (Matlin, 2004). Matlin and Stang’s book was named after Pollyanna, 

the central character of a children’s novel by Eleanor Porter (1925).  

“Soon “Pollyanna” became a fairly common label for optimists. A Pollyanna is someone who looks on 

the bright side of every misfortune, who remembers only the happy events and who believes that 

that world and its inhabitants are thoroughly delightful.” (Matlin, 2004, p. 255) 

Matlin recalls that the so called Pollyanna tendencies were so pervasive when she and 

Stang wrote their book that they argued in their book for an upgrading of the tendency to a 

principle. What is intriguing to consider is whether the Pollyanna principle in fact is a 

synonym of optimism. I think  that although some very positive people may be described as 

being Pollyannas, the psychological views of optimism and pessimism all refer to some 

aspect of the future about which there is some expectancy. The Pollyanna principle refers 

much more to interpretation of events and past experiences. Matlin quotes survivors of 

both HIV and the bombings of 11 September 2001 at the World Trade Centre to illustrate 

her point.  

The psychological use of the term optimism  has been championed by the work of Martin 

Seligman(Seligman, 1998; Seligman et al., 1996) and his co-creation of the field of positive 

psychology along with Mihalyi Czikszentmihalyi (Seligman & Csikszentmihalyi, 2000). 

Although Seligman has undoubtedly worked hard to refocus the efforts of psychological 

endeavour, it should not be forgotten that other authors such as Carver and Scheier 

(Carver & Scheier, 2002) were also working in this field and have started their research 

journeys in different places conceptually.  

Seligman’s movement into positive psychology and the psychology of optimism arose out 

of his espoused dissatisfaction with a psychological endeavour whose main focus was on 

the alleviation of suffering rather than the promotion of happiness. Seligman had made his 

name through his work on the subject of learned helplessness in dogs (Seligman & Maier, 



35 | P a g e  
 

1967). He was then able to extend this work to humans (Hirohito & Seligman, 1975) and 

found that for many humans they too suffered  learned helplessness. That is that if there is 

a sequence of bad things and uncontrollable things happening to people, they lose their 

ability to struggle and fight against the bad events. Instead people with learned 

helplessness become resigned to and even accepting of the bad events, almost as if they 

believe that they deserved the bad things to happen to them and that they have no control 

and are thus passive in response to the events which may be unpleasant and/or damaging. 

Seligman used his presidency of the American Psychological Association to promote the 

movement of positive psychology, and an entire issue of the American Psychologist was 

devoted to Positive Psychology  (volume  55 (1), 2000). A special edition of a book devoted 

to optimism followed(Chang, 2000) published by the American Psychological Association 

(APA). The movement was however not without its detractors. Barbara Held argues that an 

emphasis on a positive or optimistic outlook is in fact damaging through society and its 

servants not acknowledging that things have gone badly wrong for some individuals or not 

acknowledging that it is sometimes very difficult to be positive or optimistic. The lack of 

recognition of a person’s ability to be positive may well seem a further blow when that 

person is in a position when they are least able to be optimistic about the future. (Held, 

2002; Kowalski, 2002). 

Recently Barbara Frederickson (2010) has published a popular book  “Positivity” in which 

she promulgates her work in the field of positive psychology in the words of the title to 

“release your inner optimist and thrive”.  This book is supported by her own research and 

that of a major meta-analytic study carried out five years previously (Fredrickson, 2000, 

2003; Lyubomirsky, King, & Diener, 2005) An  inspection of the Popular Psychology or Self 

Help sections of any book shop reveals a boom in popular books in the domain of positive 

psychology, many of them written by renowned authors (Csikszentmihalyi, 2002; Dweck, 

2008; Haidt, 2006; Layard, 2005; Lyubomirsky, 2010; Seligman, 2003). This blossoming of 

self help titles by well known researchers may be because there is some aspect of the lives 

of people in the west currently that crave such support. It has been suggested that 

psychology has replaced religion as a means for people to understand their existence; see 

for example the paper by Parsons (2010). If this hypothesis is correct, the books just 

referred are seen to be based upon research written by those in a neo-sacerdotal role and 

could have the status of quasi-sacred texts. 
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The zeitgeist of seeking the positive and being optimistic has grown in parallel within the 

United Kingdom. Around the same time that Seligman became chair of the APA, a New 

Labour government was elected in 1997 in the UK. As part of the reconstitution of the 

Labour Party, the New Labour  leadership  had reputedly  required its policy makers to read 

Flow (Csikszentmihalyi, 2002) whose subtitle is “How to achieve happiness”, to underpin 

their manifesto pledges ”(Johnston, 2001), Johnston commented:  

 

“New Labour have adopted him [Csikszentmihalyi] as high priest of our future well-being”. 

 

Within academic psychology  there has been a blossoming of interest in positive psychology 

through the works for example of Alan Carr (2004) and Alex Linley (2004) who has also set 

up an interest group for positive psychology, the Centre for Applied Positive Psychology, 

based in Leicester. (Johnston, 2001, p. 219) 

 

Within the United Kingdom, a group of psychologists calling themselves the Midland 

Psychology Group  (Cromby et al., 2007) have written a response to the proposals made by 

the Government Consultant, Richard Layard about promoting happiness through 

therapeutic means (Layard, 2003). The Layard proposals suggest that a major investment in 

training for psychological therapies, in particular cognitive behaviour therapy, would 

significantly reduce the number of employees claiming benefits as once they have received 

therapy for their depression, they would be able to return to full time employment. Layard 

has claimed that the savings made in not paying benefits would more than cover the cost 

of training. The Midland Group comment that the assumptions on which Layard made his 

proposals are flawed. The assumptions on which he bases his conclusions are never made 

explicit by Layard. The Midland Group has articulated the assumptions as a) if a person is 

unhappy it is a consequence of how they see the world, rather than a flaw in the world 

itself; b) that psychological therapies are reliable and effective; c) that the psychological 

disciplines on which the therapies are based can provide valid and reliable insights into the 

human condition and d) that the government’s focus on promoting happiness is benign.  

 

The Midland Group make the point that these assumptions may not necessarily accord with 

reality and therefore an enterprise promoting happiness is not warranted. All of the 

Midland Group commentators are reacting with some trepidation to the wholesale 

promotion of positive attitudes such as happiness and optimism, although they would also 

agree with the sentiments of the promotion of well-being. The Group argues that it is 
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entirely appropriate to feel distress in response to stress. It is inappropriate to blame the 

stressed person for NOT being able to see the positive side or the “silver lining” or to fail to 

carry out some form of positive reframing. 

 

In summary, there has been a rapid growth and development of the area of focus that 

refers to itself as positive psychology of which the description of optimism and its effects 

are a part. There are however,  a number of voices who challenge the promotion of an 

unthinking adoption of positive stances, e.g. solution focused approaches to therapy etc. as 

being unethical and possibly harmful (Held, 2002). 

 

Thus far in this review, the historical and current contexts of optimism and pessimism have 

been discussed. In the next section a range of definitions of optimism and pessimism are 

discussed and a framework for comparing these models is proposed. 

2.2 Definitions 

In terms of definitions Norem and Chang (2001, 2002)have described a number of differing 

ways to conceptualise optimism and pessimism. I have expanded this list to include the 

views of some other authors which I have marked with an asterisk: 

 Naive optimism (S. Epstein & Meier, 1989) 

 Optimistic biases or illusions (Taylor & Brown, 1988) 

 Unrealistic optimism (Weinstein, 1980) 

 Optimism and Pessimism (Jasper, 1929)* 

 Optimism (Sanford, Conrad, & Franck, 1946)* 

 Optimism and Pessimism (Dember, Martin, Hummer, Howe, & Melton, 1989)* 

 Neurotic and rational pessimism (Kelman, 1945) 

 Unrealistic pessimism (Dolinski, Gromski, & Zawisza, 1987) 

 Realistic pessimism (Frese, 1992) 

 Pessimism (Krausz, 1933)* 

 Pessimism (Vaughan & Knapp, 1963)* 

 Defensive pessimism and strategic optimism (Norem & Cantor,  (1986a)  

 SIRC views of optimism and pessimism (Social Issues Research Centre, 2009)  

 Pollyannaism  (Ellis, 1987)* 

 Elementary School Children Optimism and Pessimism (Fischer & Leitenberg, 1986)* 

 Dispositional optimism and pessimism (Scheier & Carver, 1985a) 
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 Optimistic or pessimistic attributional or explanatory styles (Martin E P Seligman et 

al., 1984) 

 

I will describe each of these views on optimism or pessimism in turn in the following 

paragraphs. 

 

 

Naive optimism is used by Epstein and Meier (1989) to refer to the tendency that some 

individuals have in response to an event they evaluate as a positive event. As a 

consequence of this positive event the individual assumes that there is some sort of 

guarantee that future events will result in successful outcomes in the way the individual 

would like.  

 

Optimistic biases and illusions derive from the work of Taylor and Brown (1988) into how 

realistic mentally healthy individuals are. There is a tendency in various therapies to bring 

the individual undergoing therapy face to face with reality. The rationale is that in being 

confronted with this reality, the individual can evaluate their own interpersonal 

relationships from a position of honesty and thereby work to become healthy from solid 

information and foundations.  

 

Taylor and Brown discovered in their review of the stances of mentally healthy people that  

good mental health was associated with the healthy individuals holding a number of 

illusions about themselves and their future.  These illusions are described in terms of 

holding: unrealistic views of oneself; having unrealistic illusions of control of oneself and 

ones’ environment and having unrealistic optimism. Taylor and Brown described unrealistic 

optimism as the mistaken belief that the chances of experiencing negative life events are 

lower than those of the peers of the individual. Taylor and Brown (1994)distinguish the 

holding of illusions as a healthy stance from an unhealthy or diseased stance where an 

individual might have delusions.  

 

Taylor and Brown’s views are not without detractors such as Colvin and Block (1994) who 

have examined the assumptions made by Taylor and Brown. Colvin and Block have 

challenged the logic underpinning Taylor and Brown’s assertions and also doubt the 

empirical evidence provided by Taylor and Brown. 
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Unrealistic Optimism (Weinstein, 1980) For Weinstein, the term, unrealistic optimist, 

refers to the belief that an individual will experience more positive events than the rest of 

the population and also experience less negative events that the rest of the population. 

Weinstein sees both cognitive and motivational sources for the unrealistic optimism. To a 

certain extent Taylor and Brown used Weinstein’s conceptualisation in their writings about 

optimistic bias and illusions. 

 

Jasper’s (1929) view related to a study he carried out exploring optimism and pessimism 

among university students. He noted a positive correlation between what he describes as 

the degree of intellectual stimulation and the degree of pessimism in social attitude. In turn 

this pessimism was correlated positively with a degree of depression.  Jasper is the first 

author in the field to comment on a possible link between a pessimistic stance and a 

propensity for depressive illness.  

 

The views of Sanford and his colleagues (Sanford et al., 1946) followed on from their work 

in which they devised early scales of optimism. Their work extended into comparing 

optimism with other personality traits and they concluded that there was a positive 

association in those individuals who appeared optimistic and with what they described as 

the healthy sides of the personality.  Again this work is noteworthy for hinting at the link 

that may exist in certain individuals between optimism and positive health outcomes.  

 

Optimism and Pessimism:  Dember and his team (1989) have a view of optimism as a bias 

in expectations and perceptions towards the positive, Pessimism by contrast is seen as a 

bias in expectations and perceptions towards the negative. Dember et al have devised a 

questionnaire which they believe measures the bias towards the negative or positive.  This 

team has highlighted the fact that optimism and pessimism may not be a bipolar construct, 

but two separate constructs. This view of separate constructs could well be connected with 

domain specific optimism or pessimism. For example,  I could be optimistic about my views 

of myself as a swimmer and my likely success  as a lifeguard, and pessimistic about my 

views of myself as a footballer and the chances I have in getting into a team. Equally there 

may be a temporal aspect in that I could be pessimistic about my performance and my 

success at a job interview tomorrow, but over the next twenty years I am optimistic that I 

will be successful at my work and achieve a comfortable standard of living. Fischer and 
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Leitenberg (1986) in their relatively early work with 9-13 year old children also suggested 

that optimism and pessimism should be regarded as separate factors/constructs. This issue 

of one construct or two will be discussed in more detail later. 

 

Neurotic and rational pessimism, Kelman  (1945) described neurotic pessimism as a 

symptom of neurosis and compared this to rational pessimism, again making the distinction 

between delusory beliefs in Taylor and Brown’s terms and reality. Kelman believed that 

neurotic pessimism may manifest itself in a number of ways including: chronic 

dissatisfaction; hopelessness; an unwillingness to take chances; vindictiveness; 

destructiveness and feelings of doom, deadness and sterility. Kelman saw these 

behavioural manifestations as being used to maintain an ideal image. This description has 

been the source of limited further work since 1945 in particular in the discussion of the 

work of Karen Horney and her description of three major neurotic personality patterns.  For 

Horney each of the personality patterns was a defence against helplessness,  and this 

approach is included in this account for completeness. 

 

Unrealistic Pessimism (Dolinski et al., 1987) This work arose from the Chernobyl disaster in 

Russia and the authors  explored the impact of the disaster on young people in Poland as 

Poland lies directly under the route taken by the radioactive ash cloud that the disaster 

produced.  Dolinski et al found in their work exploring the views of 82 female students that 

the students  expressed what the authors referred to as unrealistic pessimism, that is they 

were more likely to envisage poor outcomes for themselves than for their peers. This 

contrasts with Weinstein’s (1980) description of unrealistic optimism where the converse is 

true. Dolinski et al made the point that in the case of the radioactive ash cloud, the event 

was common to all the people in the city it was very unfamiliar and was a real threat. Again 

this contrasts with Weinstein’s views, where unrealistic optimism will occur in relation to 

events (such as developing lung cancer following smoking) that are relatively uncommon 

though familiar and the threat is a potential threat.  

 

(Dewberry, Ing, James, Nixon, & Richardson, 1990) have extended this analysis by 

introducing the factor of anxiety. Again these authors worked with a number of female 

undergraduates and they have suggested that unrealistic pessimism will be experienced in 

those situations where: there is a low perceived level of control; there is a lack of a 

stereotypical victim; there is an inability to generate indications that this event is common 
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or has happened before and there are high levels of anxiety about the event. The Dolinski 

and the Dewberry studies are both of interest in that they show a response to events that 

is atypical given Weinstein’s views on the near universality of unrealistic optimism in 

western society. The studies themselves are limited by the relatively small sample size in 

both studies and that both studies worked exclusively with young women.  

 

Seligman and his team have made the point that having previously been more optimistic 

than boys after puberty, girls become more pessimistic than boys and the cause of this 

switch from being the more optimistic to the more pessimistic is in their words 

inexplicable. (Seligman et al., 1996). Therefore if we now consider the literature on 

unrealistic pessimism papers again, without the presence of males in these studies the 

usefulness of the term unrealistic pessimism must be tentative. 

 

Realistic pessimism (Frese, 1992) Frese in his interesting book chapter compares the 

zeitgeist in the United States with the zeitgeist in Germany with regard to optimism. He 

notes that there is almost a compulsion to be optimistic in the US that does not exist in 

Germany. This view is in line with the dissident positive psychologist Barbara Held  and the 

writer Ehrenreich (Ehrenreich, 2009; Held, 2002). Frese’s comments are directed mainly at 

Taylor and Brown’s work (1988) on positive illusions. Frese makes the point through some 

examples of psychology at work where unrealistic optimism and optimistic illusions were in 

fact more likely to lead to depression. The examples he gives are those in particular where 

the situations that people find themselves in are important to them, and it is important 

that they take action and finally that they are given feedback on their actions. Frese makes 

the point that Taylor and Brown’s work is based upon laboratory work where the situation 

was relatively unimportant, the actions did not matter and there was no feedback. In real 

life and significant situations, an earlier optimistic focus was a good predictor for later 

depression, if the situation did not improve. Frese asks for realistic pessimism which he 

sees as a better coping mechanism as it can focus on actions that will matter in the 

situation. 

 

Krausz’s view of Pessimism  cited in Vaughan and Knapp (1963) refers to the 

characteristics of pessimism: 

 

Essentially a feeling of inadequacy experienced by an individual who is too self-centred. The S fails to 

find an effective solution to his life’s problems because of his timidity and unwillingness to cooperate. 
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Pessimism is thus revealed as a self-deceiving trick expressed as an emotional tension offered by the S 

to himself and others as supposedly adequate excuse for inaction (Krausz, 1933, p. 47) 

 

Vaughan and Knapp make the point that Krausz sees the pessimist as being introverted. 

More recently authors such as Dickson and Kelly have commented that optimism overlaps 

with the extraversion component of the Big Five Personality scales (Dickson & Kelly, 1985). 

These studies together hint that the pessimism – optimism continuum may map onto the 

introversion – extraversion continuum. 

 

Defensive pessimism and strategic optimism:  Norem & Cantor (1986a, 1986b) have 

explored the feelings and responses of individuals who are preparing for some sort of 

performance that is risky in some way. They contrast the behaviour of defensive pessimists 

who set themselves very low expectations and spend time in advance of the task in 

reflecting about possible things that could go wrong. By contrast strategic optimists when 

faced with a risky task will set themselves high expectations and will NOT spend time in 

advance of the task in deliberately thinking of topics other than the task. Strategic 

optimists tend to rely on their past successes as a predictor for the new task. The 

interesting aspect of this is that if Strategic optimists are forced to consider the task and 

defensive pessimists are prevented from thinking about the task then the performance and 

affect suffers for both the pessimists and the optimists.  This view of optimism and 

pessimism is very situation specific, as was Frese’s work. 

 

The Social Issues Research Centre (SIRC) (2009) based in England was commissioned to 

produce a report on optimism by the National Lottery based on the premise that  “an 

optimistic approach to life is fundamental to being a National Lottery player.” The report 

proposed a different classification of optimism into a continuum which is as follows: 

1. Unabashed optimist 

2. Contagious Optimist 

3. Concrete Optimist 

4. Cautious Optimist 

5. Situational Optimist 

6. Realist 

7. Fatalist 

8. Individualist 

9. Pessimist. 
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The SIRC further explained that the categories are not mutually exclusive . From their 

sample of 2150 people surveyed, they showed that the sample was approximately normally 

distributed around the largest category which is the realist. This is an intriguing piece of 

work, while in educational terms there does not have to be any need for any research, it is 

interesting to consider why the National Lottery funded the publication of this research. It 

is understandable that the National Lottery might want to extend the sales of the tickets, 

for which they may need some estimate of the likely percentage of the sample that might 

buy tickets – if we assume that only optimists will buy Lottery tickets.  Although the 

corollary of this might be that in gambling situations it is not particularly helpful to be an 

optimist. The widely described benefits of persisting usually ascribed to optimists may in 

fact be damaging as the individual carries on gambling in the hope of eventual success 

(Carver, Scheier, & Segerstrom, 2010).  Although, the National Lottery organisers would 

want to encourage this behaviour of persistence against all reasonable odds in order to 

maintain their profits. 

The usefulness of the research perhaps lies in the fact that the authors purport to show 

that the distribution of these types is not even, but distributed approximately normally 

around the realist category. 

Segerstrom  (2006) has carried out an analysis of over 1700 adults in the United States to 

gains some understanding of the frequency of optimists and pessimists. Segerstrom 

obtained optimism/pessimism scores using  the LOT – R (Scheier, Carver, & Bridges, 1994). 

She developed four classes: very pessimistic; somewhat pessimistic; somewhat optimistic 

and very optimistic. She assigned the results to the classes listed dependent on the scores 

she had obtained. The percentage in each class was as follows: very pessimistic 2%; 

somewhat pessimistic  16% somewhat optimistic 58% and very optimistic 21% (Segerstom, 

2010). It is not possible to compare the distributions of optimists and pessimists between 

these two studies as in the SIRC study, the authors chose to create a new classification 

which in fact conflated very specific, context centred  forms of optimism with a more 

dispositional classification. Segerstrom’s classification is entirely dispositional. The one 

point to be taken from both surveys is that the numbers of pessimists are very small. 

The SIRC is an independent centre and a not-for-profit enterprise. Its website implies that 

there may be further reports on the subject of optimism.  The report has few references 

and appears to have been carried out insulated from the existing body of knowledge apart 
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from six papers quoted as footnotes. Perhaps the SIRC does not claim to produce academic 

papers – indeed some of the other reports that the SIRC have produced have very popular 

titles which would not be out of place in tabloid newspapers – if this is the case I am not 

sure who the report is aimed at. 

 

Pollyannaism (Ellis, 1987) Having mentioned Pollyanna in relation to Matlin’s  (2004) work, 

Ellis talks about Pollyannaism as a particular kind of defensiveness in response to bad 

events. For example if an individual has a severe illness they may well dismiss the illness as 

minor. This Pollyannaism may be categorised as a form of optimistic bias and illusion. I 

include it here for completeness. 

 

Optimism and Pessimism in Elementary School Children (Fischer & Leitenberg, 1986): in 

this paper the authors  refer to the earliest attempt to provide a measure of optimism and 

pessimism in young children aged 9 – 13 years old. The paper is flawed as the authors 

never really define what they consider optimism or pessimism to be. Fischer and 

Leitenberg talk in a relatively unfocused way about a propensity to look on the bright side 

of current experience while others will look on the dark side. They further discuss this 

phenomenon in relation to personal positive and negative predictions about the future and 

make tentative links with Weinstein’s (1980) work on optimistic bias. The measure that 

they used was not one devised specifically for the task of measuring optimism or pessimism 

but a scale called the Generalised Expectancy for Success Scale (GESS) developed by Fibel 

and Hale (1978). The GESS is based on expectancies about the future with a specific focus, 

for example expectancies about interpersonal skills; decision making; and achieving goals 

at work. 

 

Dispositional optimism and pessimism (Scheier & Carver, 1985a) This paper refers to  

optimism or pessimism as traits, as genetic and innate characteristics. This view is in 

contrast to those that see optimism and pessimism as responses that are learned and 

derived from the individual’s environmental context.  Dispositional optimism and 

pessimism as characteristics are stable over time. Scheier and Carver see optimism and 

pessimism as a type of adjunct to expectancy- value theories of motivation (Wigfield & 

Eccles, 2002). In such theories individuals are motivated to act if the object of their action 

has value to the individual and the individual believes that their action is likely to be 

successful. Thus Scheier and Carver see optimism and pessimism as an indicator of the 



45 | P a g e  
 

confidence that an individual may possess on the expectancy dimension.  For example an 

optimistic individual will have confidence that they will achieve their goal. A pessimist will 

doubt that they will achieve their goal. In Scheier and Carver’s views optimism and 

pessimism are not limited to any specific context, but will apply widely. Thus an optimist 

will be optimistic about their success in small tasks such as changing a fuse and large tasks 

such as climbing all the Munros in Scotland or gaining membership of Mensa! The feelings 

of optimism are not constrained by time, domain of interest, or magnitude of task. 

 

Sidney Ey  and his team  (Ey et al., 2005), have extended this view of optimism and 

pessimism to children and young people. They have developed a measure of optimism and 

pessimism based upon Scheier and Carver’s optimism and pessimism measurement  

instrument the Life Orientation Test – Revised (LOT-R). Ey et al have called their adapted 

LOT-R for children the Youth Life Orientation Test (YLOT). This will be discussed further in 

the Instrumentation chapter. 

 

 

Optimistic or pessimistic attributional or explanatory styles Seligman et al (1984) This idea 

develops from an interest in learned helplessness and hopelessness to learned optimism 

(Seligman, 1998). Seligman’s team proposed that in response to good events or bad events 

individuals make attributions about the cause of the good or bad events. The team 

hypothesised that the attributions could occur along three different dimensions. The 

dimensions used were: 

 

 Permanence: the extent to which the attribution is seen as transitory or 

permanent, e.g. I failed the test because I could not think properly that day 

(transitory) OR I can never think well about this subject (permanent); 

 Pervasiveness: the extent to which the attribution is seen as specific or pervasive, 

e.g. I failed the test because I am no good at Biology tests (specific) OR I can’t do 

any tests, ever (pervasive); 

 Personal Agency: the extent to which the attribution is seen as relating to personal 

control/agency compared to lack of control. E.g. I succeeded in the game as i 

practised very hard before hand OR the others who were playing were useless at 

this game. 
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Seligman and his team suggest that individuals have a style of interpreting what has 

happened and their attributions for what has happened. They suggest that optimists and 

pessimists respond in the ways indicated in the table below: 

Table 2.1   Summarising Seligman et al’s views of pessimistic and optimistic responses to 
good and bad events in terms of whether attributions are made and a typical response. 

 
 OPTIMIST PESSIMIST 

event GOOD BAD GOOD BAD 

ATTRIBUTIONS 
OF 
PERMANENCE 
 

YES 
This always 
happens for me 

NO 
This is so 
unusual for me 

NO 
This is so 
unusual for me 

YES 
This always 
happens for me 

ATTRIBUTIONS 
OF 
PERVASIVENESS 

YES 
Whatever I do 
works well 

NO 
This is a blip 
and won’t 
happen 
anywhere else 

NO 
This is a blip 
and won’t 
happen 
anywhere else 

YES 
Whatever I do 
always will turn 
out wrong 

ATTRIBUTIONS 
OF PERSONAL 
AGENCY 

YES 
I always try 
hard 
 

NO 
It was just bad 
luck that this 
happened to 
me 

NO 
It was just lucky 
that this 
happened to 
me 

YES 
I didn’t try hard 
enough 

 

Having developed their view of adult optimism and pessimism the team then turned their 

attention to children (Seligman et al., 1996). Moreover not only did the team extend the 

adult theory but they also designed a programme, the Penn Prevention Programme, which 

was designed to enable children to become more optimistic. Seligman saw this as a 

psychological inoculation against compromised mental health. 

 

Summary of definitions 

I list these differing constructs of optimism and pessimism to show that the term optimism 

is something of an “umbrella” term. That is, the term encompasses a range of slightly 

different conceptualisations of optimism and pessimism and that there is little precision in 

the term optimist or pessimist. Having said this, for the remainder of this project I have 

used the terms optimism and pessimism to refer to both dispositional optimism as 

described by Ey et al (op cit) and optimism and pessimism as an explanatory/attributional 

style as described by Seligman et al (op cit). If at any point I need to distinguish one from 

the other or indeed from any other type of optimism or pessimism, I have noted this in the 

text. The reason for this is to avoid the lengthy verbal labels that I would have to use 

otherwise. 
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2.3 Optimism and Pessimism  - bipolar or two distinct poles – one 

construct or two, or two concepts? 

An interesting question that is still not answered adequately is whether optimism and 

pessimism are opposite ends of a construct which could be described as attitude towards 

future events. I imagine that if most English speakers were asked what was the opposite of 

optimism was they would reply pessimism and vice versa.  

What is not so clear is whether people conceptualise these mental states in the same way. 

There are alternative ways to think about the mental representation of optimism and 

pessimism. For example it could be considered that they may be distinct and discrete 

concepts, and that if we wanted to think of optimism as an emergent pole for example in 

terms of a bipolar construct, the contrast or implicit pole would be not-optimistic. Similarly 

the contrast pole to pessimistic would be not-pessimistic. Norem and Chang  (2001) 

describe this in slightly different terms.   Their view describes the opposite of optimism as a 

lack of optimism. Similarly their opposite for pessimism would be a lack of pessimism. They 

do not regard optimism and pessimism as being at the opposite ends of the same 

continuum but rather as two unipolar dimensions. Norem and Chang’s view, or equally the 

popular idea of two separate constructs, would allow individuals to be both optimistic and 

pessimistic at the same time.  For example I am optimistic about passing this examination 

yet I am pessimistic about ever stopping smoking. This approach ties the concepts of 

optimism and pessimism to a specific context. 

By contrast it could be argued that a bipolar construct of dispositional optimism to 

pessimism would have to be context free. It would be logically inconsistent to be generally 

optimistic and pessimistic at the same time. However logic and human behaviour do not 

always closely link together.  If we use the approach of Personal Construct Psychology 

(Kelly, 1991) then terms such as optimism and pessimism may be arranged hierarchically -  

the text cited is the most recent reprint of the classic 1955 work. At a subordinate level, 

pessimism may be the emergent pole. This is then subsumed at a superordinate level by 

optimism as an emergent pole and this superordinate level is close to, or is, a core 

construct.  

An  Israeli team (Palgi, Shrira, Ben-Ezra, Cohen-Fridel, & Bodner, 2011) discovered that 

younger people tended to respond as if optimism and pessimism were organised in a 

reciprocal way. In older people the organisation of optimism and pessimism were 

independent of each other. This could be seen as representing a change in cognitive 
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organisation over the lifespan from a bipolar view to a unipolar view. The authors of the 

paper see the change as signalling a more complex cognitive organisation of optimism and 

pessimism in young adults. 

 

Although it is possible to distinguish between different types of mental frameworks that 

underpin optimism and pessimism, it is interesting to consider whether this would have 

any observable differences in behaviour. I would like to suggest that whether an individual 

uses two concepts or one construct would make a difference to behaviour. Using a single 

bipolar construct would lead to behaviour that was for the most part positive in focus. For 

example,   an individual who would be resilient in the face of adversity and successful in 

work. The individual with hierarchical differences in construing would I believe behave in a 

similar manner. The reason for this similarity in behaviour lies in the superordinate 

construct  that determines  much of the behaviour of the individual and any threat to this 

construing would cause significant distress. 

Using separate concepts particularly if there are strongly linked to specific contexts would I 

would suggest lead to a more measured and circumspect approach to life. The reasoning 

here is that as instead of a general disposition of positive behaviour and an attitude of I can 

succeed, each new event would need to be evaluated in terms of a measurement of how 

optimistic or pessimistic the individual felt about that event. 

Norem and Chang (2001) also point out that there is slight evidence that the consequences 

of a lack of optimism in an individual differ from a presence of pessimism. They cite five 

studies in which individuals whose pessimism was associated with adverse outcomes 

compared to individuals who lacked optimism. The most striking of these by Schulz, 

Bookwala, Knapp, Scheier and Williamson  (1996) where cancer patients who had a 

pessimistic view of the world had a greater mortality rate than those who were optimistic 

or who had a lack of optimism. The impact of an optimistic or pessimistic approach will be 

discussed further in a later section of this review. 

This distinction is important particularly for the measurement of optimism/pessimism and 

different authors have either implicitly or explicitly conceptualised these terms in different 

ways. The different conceptualisations then lead on to differences in the construction of 

the tests that they have constructed. 
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For example Dember et al have explicitly conceptualised optimism and pessimism as 

separate concepts (Dember et al., 1989).  

Carver and Scheier have implicitly described optimism and pessimism as a bipolar construct 

(Scheier & Carver, 1985a) They see optimism and pessimism as superordinate to 

confidence and doubt. For Carver and Scheier, confidence and doubt can be applied from 

very narrow circumstances to very broad contexts. In their own words optimism and 

pessimism are “ confidence and doubt pertaining to life rather than to specific contexts” 

(Carver et al., 2010, p. 880).   

Similarly Gillham et al’s  writing about the conceptualisation of optimism and pessimism 

shows the terms as related to explanatory or attributional style (Gillham, Shatté, Reivich, & 

Seligman, 2002). Consequently, if the result of one form of attribution or explanation led to 

optimism, then the contrasting attribution or explanation would lead to the opposite term; 

that is pessimism.  Thus for these authors, we are presented with a view of optimism and 

pessimism as opposite ends on a single continuum. 

 

 

2.3.1 Conceptual models underpinning optimism and pessimism 

 I have created a framework on which most of the different models of optimism and 

pessimism could be located. The biggest difficulty has been to find axes for the framework 

that are meaningful in terms of the different types of optimism and pessimism. One 

example would be the axis innate against learned.  This axis could be interpreted more 

widely as genetic vs. environmental. Such a dimension makes sense in terms of 

dispositional optimism and optimism as an attributional style.  The meanings of innate and 

learned are the usual meanings that is innate refers to a characteristic that has some 

genetic determination and therefore is expressed phenotypically; while learned refers to 

those characteristics that are acquired from influential others in the individual’s 

environment.  

 

I have contrasted this axis with the second axis: context specific against context free. Here, 

context specific refers to those theories that are conceptualised in response to specific 

incidents or contexts which the individual has experienced or will experience. Context free 

refers to an expression of optimism or pessimism that is general and applies across many 

situations. 
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It could be argued that the position of the Seligman Attributional or Explanatory Style 

approach is in fact a general trait which defies any specific linking to incidents. But it is 

included as a context specific measure as its application is defined and locked very precisely 

to 48 different and very specific contexts. 

 

The differing views of optimism or pessimism were distributed on the framework based on 

my interpretation of their various positions on the proposed axes. Those views approaching 

the mid points had elements of both dimensions. 

 

Figure 2.3 A Proposed distribution of most of the theories listed above on two conceptual 
axes. The lines in the diagram have no interval mathematical significance 
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The model could of course be extended further. An additional dimension could relate to 

whether optimism and pessimism are considered as bipolar constructs OR quite separate 

constructs. It is worth recalling from the discussion earlier that pessimism as a word 

appeared long after optimism; thus there was no need for an opposite pole and the term 

pessimism came from a branch of philosophy. The genesis of the word optimism, derives 

from philosophy too, but first appeared as a satirical term as a subtitle to Candide. 
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As far as the remainder of this work goes, the primary focus will be on the first two terms: 

dispositional optimism and pessimism and optimistic or pessimistic attributional or 

explanatory styles. The rationale for not exploring the other species of optimism/pessimism 

more closely is that it is only the dispositional optimism and pessimism and the 

attributional style conceptualisations that have been used within the United States with 

school children.  As an educational psychologist I have decided to disregard the other types 

whose genesis has arisen for example following work with adults with life shortening 

disease or bereavements. 

 

There is another paper I have chosen to exclude from further study, despite its focus on 

school children. It is the early Fischer and Leitenberg paper (1986), The reasons for this are 

twofold. Firstly this paper uses a version of the Generalised Expectancy for Success Scale 

(GESS) (Fibel & Hale, 1978). This was not conceived of as a measure of optimism but it was 

noted that it may well have measured traits that were complementary to optimism and 

pessimism. The paper itself appears to have very little impact and has become lost since its 

publication.  In the original paper describing the psychometric properties of the GESS, Fibel 

and Hale comment that the GESS correlates negatively with Beck’s Depression inventory. 

To the extent that this may indicate an association with pessimism the scale may have 

some validity. However there is no equivalent association made between the GESS and 

optimism.  

 

In sum, the origins of the terms optimism and pessimism have been described, as have 

their history within a psychological context. The terms have been defined and a framework 

proposed to see the differences between the conceptualisations of both optimism and 

pessimism. The two conceptualisations that will be taken forward in the remainder of this 

work have been described and justified.  

 

So far, I have not discussed the overlap of optimism with hope and hopelessness. However, 

I do so now as the concept of hopelessness is relevant in the context of my original 

observations in Urban School.  Indeed Tiger conflates the two phenomena in his work 

Optimism: the biology of hope (Tiger, 1979).  I will briefly review  the concept of hope as 

described by Snyder at al (1991). Snyder et al see hope comprising of two parts which are 

related together reciprocally, additively and so form a positive relation with each other. 

The two parts are: agency, by which the authors refer to determination which directs the 
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actions of an individual towards a goal, and  pathways, the means by which an individual 

plans to meet goals. This definition has many similarities to an expectancy value 

framework, see (Wigfield & Eccles, 2002) for a fairly recent account of the application of 

the use of this theory.  

 

I have reproduced the framework used earlier for distinguishing the various types of 

optimism and superimposed on it the concept of hope as described by Snyder et al. The 

authors make the point that hope is an enduring disposition that is subjectively defined as 

individuals assess the agency and pathways related to goals. As the sense of agency and the 

pathways are to a large extent determined by past experiences, the conceptualisation of 

hope falls within the learned context specific quadrant. 

 

Snyder et al see a difference between Scheier and Carver’s view of optimism and their own 

view of hope. The difference centres on the relationship between  outcome expectancy 

and efficacy expectancy (Maddux, Sherer, & Rogers, 1982). Snyder et al argue that the 

reciprocal relationship between agency and pathways as determining  goal directed 

behaviour is important. Snyder et al contrast this with Scheier and Carver’s view of 

optimism where the outcome expectancies are the primary factor defining the goal 

directed behaviour. 

 

Figure 2.4 The proposed conceptual model extended by adding Snyder’s view of hope 
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Snyder has produced a psychometrically robust measure of hope which he and his co-

authors have compared with a number of other measures of related constructs such as 

dispositional optimism; Generalised Expectancy for Success; problem solving; and self 

esteem. In all of his work his target group for establishing the values he reports is a small 

group of psychology undergraduates from the University of Kansas. Magaletta and Oliver 

(1999) repeated and extended the work of Snyder et al. Their sample comprised 204 

psychology students from  a midsize Catholic university in the Midwest of the United 

States. Concerns about the extent to which the sample surveyed adequately reflects the 

general population will be an issue for much psychological research, but perhaps it is 

particularly pertinent in these cases. The reason for the concern may be that one might 

assume that university student samples are more likely to be hopeful and optimistic and 

have high levels of self efficacy for a variety of tasks than the general population, ground 

down by repeated setbacks in their lives. 

 

 Snyder et al contrast hope and optimism with self efficacy as defined by Bandura (1994). 

Snyder and his co-authors contrast behaviour motivated by self efficacy as deriving 

primarily from expectancy of efficacy which may be influenced by outcome expectancy. 

These relationships are summarised in the table 2.2 below. 

Table 2.2 Table contrasting optimism, self-efficacy and hope 

HOPE  OPTIMISM SELF EFFICACY HOPE 

  (Charles S Carver 

& Scheier, 1998) 

(Bandura, 1994) (Magaletta & 

Oliver, 1999; 

Snyder, et al., 

1991) 

Defined as :  Parallels  

 

     

WILL – goal 

directed 

behaviour 

OUTCOME 

EXPECTANCY 

(Maddux et al., 1982) 

Major 

predictor 

of 

behaviour 

Some influence Reciprocal 

relationship 

with efficacy 

expectancy 

WAYS – 

planning and 

pathways 

EFFICACY 

EXPECTANCY 

(Maddux et al., 1982) 

Some influence Major 

predictor 

of 

Reciprocal 

relationship 

with outcome 

expectancy 
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behaviour 

 

 

I do not propose to refer to hope in this more formal way again in this work, my aim has 

been to show that there are other ways in which generalised expectancies for good things 

can be described and indeed measured in psychological terms. 

 

2.4 Review of the links between optimism and what may be 

related concepts  

 

2.4.1 Optimism and Self esteem  

Having briefly surveyed optimism and coping and resilience, it is important to look at some 

other areas of psychology which although not synonymous with optimism or pessimism 

could well overlap with the terms of optimism and pessimism. Indeed in describing this 

work, one educated observer remarked, “Don’t tell me the optimists all have high self 

esteem!” The observer is not a psychologist but works extensively with children and young 

people in forensic settings. 

The concept of self esteem for the purposes of this work is the evaluation of one’s self 

concept. This is rephrasing of James’s view that self esteem = success/pretensions (James, 

1890).  

When James talks of pretensions I am suggesting that he means goals and aspirations and 

desired outcomes. If these pretensions can be considered as expectancies then the link 

between self esteem and optimism should be clear.  

Further, dispositional optimism is the confidence that a person may hold in terms of 

achieving those outcomes. However the link is not temporally contiguous. For example, If I 

have high self esteem then I am satisfied with the goals that I have achieved. If I am 

optimistic it would indicate that I am confident that I will achieve the goals and then gain 

high self esteem. It could be that the link is stronger as if a person with high self esteem 

sets themselves additional goals, then it is probable that that person will be confident 

about achieving the goals, having achieved all the others that have led to high self esteem 

in the first place. Heinonen  et al (Heinonen, Räikkönen, & Keltikangas-Järvinen, 2005) have 

taken this further in an interesting longitudinal  study in which they measured the self 
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esteem of young people at ages 12 and 18 and then when those young people were 33 

they administered the LOT-R (Scheier, Carver, & Bridges, 1994),  the adult test of 

dispositional optimism. Unfortunately there was almost a 50% attrition rate between the 

ages of 12 and 18 from 632 participants to 381 participants. The further loss of participants 

between the ages of 21 and 23 was 20. On the basis of this study they found that self 

esteem at 12 and at 18 significantly predicted optimism at 33. Although the figures 

obtained are significant the size of the effect appears to be limited. 

Wenglert and Rosén in an intriguing study claimed to have found a correlation of .62 

between dispositional optimism and self esteem (Wenglert & Rosén, 1995). The study is 

intriguing as the researchers used an earlier version of the LOT-R, the LOT, the validity of 

which had been criticised as there was thought to be confusion between optimism and 

neuroticism. The LOT – R (Scheier et al., 1994) was developed in order to address the issues 

of whether optimism and neuroticism were confused. Secondly, the researchers used a 

fragment of the Tennessee Self Concept Scale as a measure of self esteem. The tests were 

translated into Swedish and it is not known whether the translated items had the same 

meaning and connotations as in English. Finally, one of the researchers (Wenglert) had 

developed his own test of optimism whose psychometric properties are unknown. 

 

Mruk’s (1999) conceptualisation of self esteem is based on James’s work but he identifies 

two axes: competence and worthiness (Mruk, 1999). He suggests that within the quadrant 

bounded by low worthiness and low competence would fall the low self esteem and low 

optimism (p167). Further Mruk suggests that in extreme examples this could lead to 

depression. 

In sum, there is a theoretical link between optimism and self esteem and moreover there is 

some empirical evidence for a link. The link is slight and contrary to the view expressed by 

colleagues self esteem is not a synonym for optimism. 

2.4.2 Optimism and self determination theory 

The foregoing account of optimism and its effects takes no account of an alternative 

approach, which is self determination theory (Deci & Ryan, 2000; Ryan & Deci, 2000a). This 

is a theory of motivation. It differs from other theories in that it sees people as being 

motivated in order to satisfy three innate psychological needs, for: relatedness, 

competence and autonomy. The theory differs from, for example, drive theories in that the 

need for these psychological needs is ever present and does not operate solely in response 
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to some disequilibrium. Further for well being and health, Deci and Ryan suggest that all 

these needs have to be satisfied. If by any chance it is not possible to satisfy one or more of 

these needs then the individual will develop in ways that are harmful to themselves and 

possibly to those with whom they are associated. 

I believe that there may be a link with optimism around the autonomy need for the 

following reasons. In Deci and Ryan’s words, the autonomy need is what leads to self 

organisation and self regulation (Deci & Ryan, 2000, p. 231).An optimist is a person who 

persists at tasks and it is the optimist’s perseverance which is linked most closely with 

autonomy in the terms of self determination theory. 

There has been some discussion and debate between Carver and Scheier and Deci and 

Ryan over the status of autonomy, and whether in Carver and Scheier’s terms autonomy is 

illusory. Deci and Ryan see this as a misapplication by Carver and Scheier of their cybernetic 

model of self regulation – for a fuller discussion see Deci and Ryan (2000, p. 258). 

2.4.3 Wellbeing 

One of the most significant links between optimism and self determination theory could be 

through the bridge of well-being. Well-being is a term that has become very popular within 

the United Kingdom over the past ten years. Some commentators have suggested that the 

term well-being has been used as a means to enable talk about mental health issues in 

children and young people without the risk of pathologising an individual (McLean-Thorne, 

2010). What is clear is that there is no commonly agreed definition of well-being. Rees, 

Bradshaw, Goswami and Keung (2010) have suggested that well-being is used in research 

writing for those occasions referring to an overarching concept which relates to people’s 

lives and the quality of those lives. Michaelson and her colleagues describe well-being as 

“best thought of as a dynamic process emerging from the way in which people interact 

with the world around them” (Michaelson et al., 2009) 

Samman distinguishes subjective or hedonic well-being and psychological or eudaimonic 

well being (Samman, 2007). She bases her interpretation on Huppert, Baylis and Keverne’s 

earlier work on well-being (2004) and further uses a six dimension model to conceptualise 

well-being. The model overlaps to a great extent with the basic needs specified by Deci and 

Ryan for psychological health(Ryan & Deci, 2000b) namely the need for autonomy, 

relatedness and competence. In contrast Huppert and So (2009) as described in the 

introduction conceptualise well-being in a different way through the vehicle of flourishing 
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and they see a number of factors underpinning an individual who is flourishing these are: 

self esteem; resilience; vitality; self development; positive behaviour; and optimism. 

Thus through the quagmire of terms and concepts that have been written about frequently 

with little agreement between the authors as to how their conceptualisations overlap, 

there can be seen to be a strand linking optimism, well-being and self determination 

theory. 

Having examined some of the aspects of defining optimism and the links with other related 

concepts, I would now like to look at the impact of optimism and pessimism on the lives of 

individuals. 

 

2.4.4 Optimism and positive outcomes for individuals 

In this section I wish to pick up on some of the points I have mentioned earlier, for example 

the impact of a pessimistic stance on recovery rates from cancer in  the work of Schulz et 

al, (1996). In fact the literature has many articles demonstrating links between optimism, 

health, well being and financial security. The paper summarising the research on optimism 

contains further detail of these matters (Carver et al., 2010).  For the purposes of this 

literature review I propose to look particularly at the postulated link between pessimism 

and depression. The focus of this work has been on adults, and there has been very little 

direct work looking at children, although the efficacy of the Penn Prevention Programme 

has been reviewed (Gillham, Brunwasser, & Freres, 2008) and furthermore described as 

probably efficacious (Association for Behavioral and Cognitive Therapies, Society of Clinical 

Child and Adolescent Psychology, & Practice into Science Divivion 53 American 

Psychological Association, 2012).  

 

A link between pessimism and depression has been long recognised by authors in this area 

(Alloy & Ahrens, 1987; Beck, Weissman, Lester, & Trexler, 1974; Martin E P Seligman et al., 

1984; Seligman et al., 1996). Carver, Scheier and Segerstrom, have produced a very 

thorough overview of the associations between an optimistic or a pessimistic stance and 

health outcomes and response to adversity (Carver et al., 2010). It could be argued that the 

association between an optimistic stance and recovery rates from various illnesses is too 

banal to be worth writing about. If an individual has a pessimistic view what would the 

consequences of such a view would be? Would treatment for their pessimism proceed 

alongside their other medical treatment?  Perhaps in times of scarce resources that person 
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should be denied treatment altogether as the treatment is unlikely to be as successful as 

the same  treatment applied to an optimistic person.  Fortunately there are far fewer 

pessimists than optimists, as Segerstrom(2006), has pointed out. 

 

This slightly facetious comment underlies a more profound consequence of the rush by 

researchers to find ever more associations showing that optimistic people have improved 

chances and opportunity in all areas of their lives. There remain a sizeable number of 

people who will not have these same opportunities open to them, and if the views of 

Carver and Scheier  are correct, there is little that can be done by them in order to modify 

their outlook as a pessimist. The work of Plomin et al (1992) points out that heritability for 

optimism is 0.23 and the heritability for pessimism is 0.27. Plomin and his fellow authors 

claim that this result conflicts with Seligman’s view that optimism and pessimism are derive 

almost entirely from responses learned from significant adults.  Plomin and colleagues then 

claim that the role for environmental learning has some significance for optimism but not 

for pessimism.  As the difference in heritability is 0.04 this would appear to be overstating 

the case somewhat.  

 

However what is of interest is that there appears to be a clear genetic basis to optimism 

and pessimism although the heritability estimate is not as great as other personality traits. 

For example Jang, Livesey and Vernon’s study of the heritability of the “big five” personality 

dimensions found that neuroticism was 0.41; and the four other factors scores as follows:  

extraversion 0.53; openness 0.61; agreeableness 0.41 and conscientiousness 0.44 (Jang, 

Livesey, & Vernon, 1996).  

 

The significance of this heritability data is that it is a further source of evidence beyond the 

theoretical basis for optimism and pessimism as a trait described by Carver and Scheier. 

Therefore individual knowledge of whether one is an optimist or a pessimist could be 

problematic as it might mean that it difficult to modify. 

 

This possibility of holding a view of oneself as optimistic or pessimistic links into the next 

point that I would like to make. Seligman from a theoretical perspective has made the 

assertion that pessimistic people may have a greater propensity for depression than 

optimistic people. His views derive directly from his work on learned helplessness 

(Seligman & Maier, 1967). Seligman’s colleagues claimed that just as the dogs in his 
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experiment showed learned helplessness, humans would also show learned helplessness 

when placed in situations where the humans experienced uncontrollable and  aversive 

contexts yet had no apparent means of escape from those aversive contexts (Abramson, 

Seligman, & Teasdale, 1978). Further they re-evaluated their original formulation to 

provide an attributional style model underpinning learned helplessness which has provided 

the foundation for the models of optimism and pessimism described earlier.  

 

Abramson et al, reinforce the view that those individuals affected by learned helplessness 

display many of the symptoms of depression. They argue that  “depressed affect is a 

consequence of learning that outcomes are uncontrollable” p50. The authors claim that the 

attributional style will be linked with a propensity for depressive illness. 

 

Seligman and a team at the Cognitive Therapy Centre a the University of Pennsylvania 

carried out an interesting study over the course of a treatment with a one  year follow-up  

with 39 depressed patients. These patients were classified as a mix of 27 unipolar patients  

and 12 bipolar patients experiencing a depressed episode (Seligman et al., 1988). The team 

found that the more that the attributions or explanations for bad events were personal, 

permanent and pervasive, the more severe the symptoms of the depressive event were. 

Further they found that during recovery from a depressive event, the more that the 

explanatory style improved during cognitive therapy, the more the depressive symptoms 

lessened.  This paper is important not only for the way in which it explores the links 

between explanatory style, but also for exploring how the explanatory style changes during 

the treatment for depression. Unfortunately the same work has not been replicated in 

children and young people. 

 

I now turn to focus on depression in children and young people. The first study to make an 

explicit link between explanatory style and depression in children was published in 1986. 

Nolen-Hoeksma, Girgus and Seligman undertook a study over one year and tested 168 

children, predominantly white and middle class, at approximately 3-month intervals. 

Despite issues with sampling and attrition, the authors claim to show that children with a 

maladaptive explanatory style would be prone to display depressive symptoms. Their paper 

is significant because it shows a clear route from a psychological theory to an explanation 

of depression (Nolen-Hoeksma, Girgus, & Seligman, 1986).  It is important now to consider 
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the extent to which the theoretical explanation of childhood depression maps onto the 

disease as it is manifested. 

 

The National Institute for Clinical Excellence (NICE) within the UK has been responsible for 

the publication of clinical guidelines on the treatment of a range of conditions. The 

guidelines are published following an extensive trawl of all pertinent literature which is 

then categorised using the Cochrane Criteria (Higgins & Green, 2011). NICE have recently 

published guidelines on childhood depression (National Institute for Health and Clinical 

Excellence (NICE), 2005). The NICE definition of depression is shown below 

 

The guideline uses the ICD-10 definition in which ‘an individual usually suffers from 

depressed mood, loss of interest and enjoyment, and reduced energy leading to 

increased fatiguability and diminished activity. Marked tiredness after only slight 

effort is common. Other symptoms are:  

(a) reduced concentration and attention;  

(b) reduced self-esteem and self-confidence;  

(c) ideas of guilt and unworthiness (even in a mild type of episode);  

(d) bleak and pessimistic views of the future;  

(e) ideas or acts of self-harm or suicide;  

(f) disturbed sleep;  

(g) diminished appetite, 

 (p227) 

 

Given that the focus of the NICE guidelines is on diagnosis and treatment it is not really 

surprising that the guidelines  do not address whether the psychological model described 

by Nolen-Hoeksma et al (1986) has credibility. The nearest that that guidelines come to this 

is in their early description of depression,  where they describe the condition as an 

alteration to mood, thinking and activity sufficient to cause an impairment in personal 

functioning and/or social functioning.  Nolen-Hoeksma et al comment on the impact of 

learned helplessness in that it leads to emotional, cognitive and motivational deficits. 

 

Thus the Nolen-Hoeksma et al model is posited providing an explanation for the condition 

of depression in children. Yet, there may be other factors that may lead to depression, and 

indeed, in the form of depression referred to as idiopathic, there may be no identifiable 
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factors. Seligman and his team have defined learned helplessness in terms of attributional 

or explanatory style, and from there made the connection to a certain constellation of 

responses in explanatory style as characterising pessimism and its opposite characterising 

optimism. 

 

I now turn to the alternative model of optimism and pessimism, that of Carver and Scheier 

introduced earlier in this chapter.   Once again, the majority of studies related to this model 

involve adults rather than children and young people but I have chosen to include these 

studies because I believe their conclusions to be relevant.  

 

The work of Vickers and Vogeltanz (2000) is interesting as they carried out a study in which 

they assessed the power of dispositional optimism to predict depressive symptoms. Given 

the limitations of their experimental design using 190 psychology undergraduates, the 

analysis revealed that the dispositional optimism measure was a significant predictor of 

depressive symptoms. Giltay et al (2006) explored dispositional optimism and the risk of 

depressive symptoms in a fifteen year study – the Zutphen Elderly Study. The authors 

found that dispositional optimism significantly predicted reduced depressive symptoms 

over the fifteen years of the study. Despite both of these studies working with adults rather 

than with children and young people, and acknowledging that the presentation of 

depression in children is slightly different from the presentation in adults (National Institute 

for Health and Clinical Excellence (NICE), 2005) there is a clear indication that dispositional 

optimism can predict the precursors to depression and perhaps depression itself.  

 

However the question about how much adults differ from children and young people 

between their daily experiences is an interesting one and a recent paper by a team from 

Israel have compared the daily experiences of young people and older people in terms of 

their optimism and pessimism (Palgi et al., 2011). They have found as reported earlier that 

the experience of optimism and pessimism differs – young people on a daily basis tend to 

be either optimistic or pessimistic. Older people can be both pessimistic and optimistic.  

 

Another question is whether an individual’s positive or negative expectations will influence 

their affective experience. In Carver and Scheier’s view, optimists hold positive 

expectancies for the future and pessimists would hold rather more negative expectancies 

for the future. Vickers and Vogeltanz (2000) suggest that these expectancies for the future 
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will influence affective experience. Thus for pessimists holding negative expectancies for 

the future, the assumption is that the negative expectancies will create a negative mood. 

This of course begs the question to what extent is a negative mood equivalent to 

depression?  The answer may be that if the negative mood state is persistent and 

profound, then the mood state of low emotional energy may well affect motivation and 

cognition and could be described as depression. 

 

Similarly Giltay, Zitman and Kromhout (2006) have carried out an extended longitudinal 

study as part of the Zutphen Elderly Study in the Netherlands. They followed the lives of 

464 men aged 64 – 84, over a 15 year period. They measured dispositional optimism at 

regular five year intervals. The questionnaire that they used was one that they had devised 

themselves. The questions asked in the local devised test  had some similarities to the 

items used in the more commonly used test of dispositional optimism the LOT-R (Scheier et 

al., 1994).  The research team did not provide data showing how well the scores in this 

locally created test correlated with any other measure such as the LOT-R. The study found 

that dispositional optimism predicted for lower levels of depression in the cohort. Thus it 

appears that individuals with dispositional optimism were less likely to be depressed than 

those with dispositional pessimism. 

 

Just as researchers mentioned above have identified links between the attributional or 

explanatory style and depression, there appears to be some evidence for a links between 

dispositional optimism and a lack of depressive symptoms. However these linkages are 

focused in adults and there is little work available with children apart from the Nolen –

Hoeksma paper (1986) mentioned earlier whose focus was much more on learned 

helplessness. Seligman and his team have also focused on children with their programme 

designed to inoculate children against depression through the promotion of optimism in 

children (Seligman et al., 1996). 

 

In the next section I would like to discuss briefly the role of optimism and resilience and 

coping. The rationale for this is to attempt to describe a number of related areas to 

optimism and explore how optimism is similar to or different from the related areas. 

2.4.5 Optimism and Adversity: Coping and Resilience  

I start by defining some terms. The concept of coping has a long history in psychology and 

the definition of coping that I use is that provided by Lazarus and Folkman: “Coping is the 
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constantly changing cognitive and behavioural efforts to manage specific external and or 

internal demands that are appraised as taxing” (1984). Coping is then usually described in 

terms of strategies that enable an individual to cope. Lazarus and Folkman describe three: 

appraisal focused strategies; problem focused strategies; and emotion focused strategies. 

Resilience is similar to coping in that it refers to a process and not a trait, although 

‘resiliency’ is sometimes talked about as a trait (Benard, 1993). Resilience differs from 

coping in that coping and coping strategies can be regarded as one of the processes within 

resilience that may act to confer resilience. Psychologists appear to distinguish resilience 

from coping in that resilience is a response to significant adversity, whereas coping is a 

response to merely taxing demands. A recent definition of resilience of Wright and Masten  

is: “a pattern of positive adaptation in the context of past or present adversity”(2005)). The 

factors which are thought to be protective and thus promote resilience are: dispositional 

attitudes; familial characteristics; and external support factors. Thus coping strategies  

could fall into any of these categories of protective factors. 

Optimism has to be regarded as one of the dispositional attitudes which would be 

protective. In a review of literature for a public service body within the United States,  

Bissonnette  made the point in common with a number of authors, that an optimistic 

explanatory style plays a pivotal contribution in promoting resilience (Bissonnette, 1998). In 

particular she quotes the work of Brooks (1994) and Wyman, Cowen, Work & Kerley 

(1993). Nes and Segerstom (2006)  carried out a meta-analytic review of dispositional 

optimism and coping strategies in which they found that optimists tended to have an 

approach mode of coping, that is they faced the problem rather than avoided it as 

pessimists tended to do. Additionally optimists tended to use both problem-focused 

strategies and emotion-focused strategies in dealing with a stressor.  

In so far as coping strategies form part of resilient responses, then the theory of 

dispositional optimism can be seen to contribute to the promotion of resilience. 

2.5 Links with school and community foci 
As I discussed in the introduction, one of the interesting features of visiting different 

schools is how different they felt, and the feel of a school appeared to have little to do with 

factors such as the socio-economic status of the parents of the children attending the 

school, for example.  By feel of school I refer to a concatenation of factors such as 

expressed hopelessness; the ethos and the climate of the school. The object of my interest 

is to ask to what extent the feel of a school contributes to the optimism of the pupils. 
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Although as we have seen that the heritability of optimism is 0.25, this would mean that 

the environmentability - the environmental contribution would be in the region of 0.75. 

That is, there can be an environmental impact on the development of optimism.  In order 

to explore the possible impact of environmentability further it was necessary to explore to 

what extent the feel of a school could be characterised in order that a mathematical link 

could be posited between the school and the optimism of the pupils in the school.   

There have been a number of attempts to characterise the feel of a school from the school 

effectiveness data which described the ethos of a school,  developed by Hargreaves (2001) 

who characterised the ethos in terms of social and intellectual capital. The notion of ethos 

is somewhat ephemeral and difficult to operationalise. A number of authors have 

approached this from a slightly different angle and devised measures of what they call 

school climate. Marshall at the Georgia State University Centre for Research on School 

Safety and School Climate has produced a useful report that summaries the issues in 

measurement of school climate (Marshall, 2004). In this she characterises a number of 

aspects to measures of school climate: number and quality of staff-pupil interactions; 

perceptions of the school by staff, pupils and community; environmental factors; the 

academic performance of the school; the safeness of the school, the school’s size and the 

quality of the trust and respect between the staff and pupils. These aspects have further  

been summarised as a focus on: safety; relationships; teaching and learning and the 

institutional environment (J. Cohen, Pickeral, & McCloskey, 2008).  

The published literature on the association between school climate and optimism appears 

to be limited. Kasen , Johnson and Cohen  (1990) in an interesting study looked at the links 

between school climate and psychopathology of the pupils. The study used multiple 

sources of data to describe school climate and found four factors following a factor 

analysis. The factors were: school conflict; academic focus; social facilitation; and student 

autonomy. These factors could be mapped onto the Cohen criteria from the previous 

paragraph apart from the institutional environment. Kasen,  Johnson and Cohen discovered 

that the factors they had described predicted psychopathology from conduct disorders to 

depression and anxiety. To their surprise they discovered that symptoms of depression 

were increased in those schools that encouraged social facilitation that is, the discussion of 

problems that may be occurring to the students. 
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A further study from 1990 explored the impact of school climate on self esteem  (Hoge, 

Smit, & Hanson, 1990). This study reports a clear association between school climate and 

self esteem.  

A difficulty with both of the studies that I have just discussed is that they assessed school 

climate in very different ways. The Hoge et al paper used the Quality of Student Life 

measure which was developed  by Epstein and McPartland (1975). The measure is 

computed following the completion of a questionnaire by students. The Kasen et al paper 

by contrast used a measure compiled by the authors based upon dimensions of an effective 

school and deriving from the Fifteen Thousand  Hour study completed in the UK (Rutter, 

Maughan, Mortimore, Ouston, & Smith, 1979) and a measure by Moos (1979). The Kasen 

et al study gathered data through interviews with parents and pupils. This makes it very 

difficult to be sure that information recorded when the researchers assessed the school 

climate is comparable.  

In sum, although it would appear that school climate may have impact on factors that are 

related to optimism,  there has been no direct exploration of the link between school 

climate and optimism.  

2.6 The research questions in the light of the literature review 

and the gaps in the field 
This review has examined relevant areas of the literature relating to optimism and 

pessimism by first looking at the historical development of the terms and how they have 

been defined within psychology. I compared the definitions in terms of underpinning 

assumptions of the definitions. I looked at concepts such as self esteem, self efficacy and 

hopefulness to attempt to delineate optimism from these fields whilst acknowledging that 

there is some overlap. There are additional conceptualisations that I could have looked at, 

for example hardiness which some authors have linked with optimism (Bissonnette, 1998; 

Kobasa, Maddi, & Kahn, 1982; Maddi & Hightower, 1999). However I have decided not to 

include such areas as they are focused on adults and appear to offer very little in terms of 

the present study. 

The review of literature then explored the links between mental health and optimism in 

adults and children and links with school climate. Finally, I questioned whether the 

optimism or pessimism of children could be influenced by their environment at school, 

linking this to the feel or climate of the school. 
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The literature review thus far has explored the origins of the terms optimism and 

pessimism and then the psychological underpinnings of these terms. Of a number of 

theories of optimism and pessimism described two have been chosen as a focus for this 

work. These theories are manifested through two instruments; the Youth Life Orientation 

Test (YLOT) and the Children’s Attributional Style Questionnaire (CASQ). These instruments 

have been chosen as they relate specifically to children and young people and as an 

educational psychologist, the majority of my professional work is with this age range. This 

study starts with an examination of the psychometric properties of the two tests as a 

means to explore the how well the underpinning theories have been reified into the 

instruments. Further, part of the professional value of this work is that it could assess the 

psychometric properties of the two instruments in England as a means of enabling the use 

of these instruments for other psychologists and teachers if this is appropriate. 

At this point it is useful to comment briefly on the states- traits issue which is of some 

relevance to this study 

The trait-state question is one which has dogged the psychology of personality for many 

years (Hartshorne & May, 1928). The connection of the two terms refers to a disjunction 

that is frequently seen. For example, if optimism is regarded as one expression of a 

particular trait, then psychologists might expect that a person who was optimistic would 

always behave in the same sort of way across contexts.  

The “state” of the trait-state psychology name refers to how the behaviour of that 

individual is seen or expressed. What is of particular interest to psychologists is that the 

same trait may lead to several different states in any one individual. The reason for this is 

that the state is postulated to be dependent upon the trait itself, the situation the 

individual finds her/himself in and finally an interaction between the situation and the 

individual.  

 

Steyer, Schmitt and Eid (1999) have extended this line of argument to psychological 

measurement; it widens the view of what the assessment might mean. In effect this view 

re-conceptualizes the classical test theory of: 

 

Observed score = true score + error 

to  

observed =  latent trait +  occasion specific  

variable  variable  variable 

 

The occasion specific variable is composed of the effects on the situation on the person 

being tested and the person/situation interaction. 
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Steyer et al (1999) and more recently Geiser and Lockhart (2012) have developed a 

mathematical framework for decomposing the observed variable into its constituent 

components using a form of structural equation modelling. Such analyses enable an 

exploration of the percentage of the variance that can be determined by the trait effects, 

vs. the situation effects vs. the measurement error, and also how traits may correlate with 

each other and how latent state residual correlate with each other. Such questions are 

fascinating but fall beyond the scope of this project. Future work could well explore these 

issues further. 

The questions for my own research are now framed, Firstly I considered it essential to test 

the reliability and validity of the two major instruments for measuring optimism in children 

the Children’s Attributional Style Questionnaire (CASQ) and the Youth Life Orientation Test 

(YLOT). There are no psychometric data available for these instruments in the UK. 

Secondly I was interested in looking at the association between optimism and mental 

health and in particular childhood depression. 

Finally I decided to explore the extent to which community and school factors may 

influence optimism in children. 

Based on six primary schools in England my questions are therefore: 

1. What is the reliability of the CASQ? 

2. What is the reliability of the YLOT? 

3. If the CASQ is a reliable instrument what is the validity of the CASQ? 

4. If the YLOT is a reliable instrument what is the validity of the YLOT?  

5. To what extent does optimism predict the propensity for childhood depression as a 

proxy indicator? 

6. To what extent do measures of optimism in children from different schools reflect 

differences in those schools at classroom and community level? 

There are a number of reasons why optimism should be measured: optimism has been 

shown to be a concept that is beneficial to the long-term outcomes for individuals in 

terms of their health and earning capacity and their resilience. This is not to say that it 

should be used in a deterministic way, but rather that the information obtained can 

help school staffs to work with those who appear to be less optimistic in terms of the 
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learned components of optimism. Low optimism levels may indicate a propensity for 

depression. For these reasons alone, it is useful to study the measurement of optimism 
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3. Methodology       
In the methodology chapter I explore where this project sits in terms of the philosophy of 

research and then I describe the method followed in this project. The ethical considerations 

and a summary conclude this chapter. The chapter is structured as follows:  

        

3.1  The research questions  
3.2  How the research questions have determined 

the  philosophical underpinnings of this work 
 

3.3  Alternative methods and why they have been 
rejected 

 

3.4  Methods  
 3.4.1 Materials/instruments  
 3.4.2 Schools  
 3.4.3 Participants  
 3.4.4 Design  
 3.4.5 Procedure  
 3.4.6 Analyses  
3.5  Ethical Considerations  
3.8  Summary  
    
                                                                                                                        

3.1 Research Questions 

The research questions for the study are: 

 

1. What is the reliability of the CASQ 

2. What is the reliability of the YLOT 

3. If the CASQ is a reliable instrument what is the validity of the CASQ? 

4. If the YLOT is a reliable instrument what is the validity of the YLOT?  

5. To what extent does the optimism predict the propensity for childhood depression 

as a proxy indicator? 

6. To what extent do measures of optimism in children from different schools reflect 

differences in those schools at classroom and community level? 
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3.2 Philosophical Stance 

These research questions anchor this work firmly within positivist ontology. A positivist 

ontological stance assumes that psychological phenomena have an objective reality. This 

objective reality exists regardless of whether the phenomenon is being actively observed or 

discussed or thought about. This objective reality does not change as a result of how 

humans may think about the phenomenon (L. Cohen, Manion, & Morrison, 2011). 

 

For the purposes of this work optimism and pessimism are assumed to be phenomena that 

have objective reality. 

 

How we know about phenomena falls within the philosophical domain of epistemology. A 

positivist ontological stance is associated with an epistemology that uses empirical means 

to know of phenomena. Such empirical means are taken to be knowing of a phenomenon 

through human senses, by observing and measuring.  

 

Kalokowski  in his Cessirer lectures at Yale University (Kolakowski, 2001) discussed four 

elements against which positivism should be viewed. Kolakowski’s elements are: 

phenomenalism; nominalism; the need to distinguish between facts and values; and the 

notion that all researchers would use the same criteria to judge their activities. In the 

discussion of phenomenalism.  Kalokowksi makes the point that social scientists should be 

concerned with surface phenomena and not with underlying essences.  This view if strictly 

applied will create difficulties for all psychologists other than behaviourists who wish to use 

a positivist approach. Indeed this work derives from an exploration of underlying essences 

– optimism and pessimism which are manifested through individual responses to 

questionnaires. The resolution of this issue is to assume that the responses to the 

questionnaires are themselves the surface phenomena. 

 

Reliability and validity are defined psychologically by reference to mathematical models 

which again sites the work in the positivist domain. There are alternative conceptions of 

assigning validity and reliability to measures/observations which do not rely on 

mathematical models, for example Gipps refers to the criteria of dependability and  

credibility as non-mathematical alternatives for reliability and validity (1994).  Eisner refers 

to connoisseurship  as an alternative means of evaluating educational systems (Eisner, 

1985, 1998). 
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Connoisseurship is the art of appreciation. It can be displayed in any realm in which the character, import, or value of 

objects, situations, and performances is distributed and variable, including educational practice. (Eisner 1998: 63)  

 

In theory, a type of connoisseurship could be developed for the use of test materials. Face 

validity is perhaps one facet of what a connoisseurship of test materials would include. 

Connoisseurship has never really developed for test materials as the mathematical models 

that exist are powerful and make any other methods of exploring the value and utility of 

test materials unnecessary. 

 

The CASQ and the YLOT are both developed based on classical test theory (CTT). Classical 

Test Theory conceptualises  a score obtained on a test as a combination of the true score 

(what the test is measuring) and an associated  error score. An alternative way of looking at 

the development of effective test measures is Item Response Theory (IRT) This range of 

models takes the item as the unit of analysis rather than the whole test. Tests of optimism 

or pessimism developed using IRT would look very different from the CASQ or YLOT.  

 

If we consider the research questions about the  validity of the measures I propose to 

explore the extent to which the total optimism score of the CASQ correlates with the total 

optimism score of the YLOT. Although the measures derive from a different theoretical 

base, within the United States both measures have shown a clear association with a range 

of positive outcomes, such as: resilience; recovery from a number of different illnesses; 

propensity for depression; and recovery from bereavement, see (Carver et al., 2010; Chang, 

2000). In addition, the validity of the optimism measures will be examined comparing the 

optimism scores with scores from a measure of childhood depression, the CES – DC, a 

measure developed by the Centre for Epidemiological Studies within the United States 

(Faulstich, Carey, Ruggiero, Enyart, & Gresham, 1986). 

 

The final research question asks the extent to which CASQ and the YLOT measures obtained 

from a sample of 10 and 11 year old English children reflect individual differences, 

classroom differences, school differences and community differences. This question will be 

approached by exploring associations between the various measures used and then 

comparing any associations at the different levels of analysis proposed by the question. 

Underpinning the question is an interest in whether the methods selected here would 

allow the analyst to identify any association between community factors and the 
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manifestation of optimism and pessimism in the classroom. Equally the final question is 

underpinned by an interest in whether the measures chosen for this study allow any 

association to be described between the functioning of the school of the classroom, and 

the levels of optimism and pessimism shown by the pupils. 

 

3.3 Alternative methods and why they have been rejected 

I could have started this study from a very different ontological stance, that is, a social 

constructionist stance for example in approaching optimism and pessimism. Such a view 

would be interested in how individuals construct and share meanings and co-construct 

meanings for the terms optimism and pessimism. 

A phenomenographic approach could be used for example in which the focus of study 

could be how an individual experiences and lives as an optimist or pessimist possible using 

the techniques and insights of personal construct psychology (Fransella, Bell, & Bannister, 

2004; Kelly, 1991). It may be that the authors of the CASQ and the YLOT used methods such 

as this in the construction of the tests that I have used in this study. However these 

methods would not contribute to any statistical exploration of the usefulness of the 

questionnaires, nor could constructionist methods be expected to do so. At the most basic, 

a constructionist ontological stance would not necessarily recognise the existence of a 

construct such as optimism or pessimism that can be measured and has an independent 

existence over and beyond that constructed through discussion. 

In future study beyond this project, this may well be a fruitful and interesting way of 

proceeding to explore further issues such as whether people construe optimism and 

pessimism as a bipolar construct  or  as two separate constructs, but this is beyond the 

scope of this study. 

In the remainder of this section I will discuss alternatives with reference to the research 

questions highlighted at the start of this chapter: 

What is the reliability of the Children’s  Attributional Style Questionnaire  - CASQ 

(Seligman et al., 1996) used on a sample 10 and 11 year old children of the English 

population? 

What is the reliability of the Youth Life Orientation Test – YLOT (Ey et al., 2005) 

 

There are a number of ways of working out the reliability of a measure. Given that both of 

these measures are designed based upon classical test theory rather than Item Response 
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Theory the means of estimating the reliability are based on estimating the extent to which 

an individual would score similarly were s/he to take the test on two occasions. If the test is 

reliable we would expect the scores to be very similar.  

Classical Test Theory is based upon the premise that the score obtained from a test 

comprises an element which is known as the true score and an element which reflects 

some error. Thus for an individual taking a test twice, providing nothing else has changed, 

we would expect the true score to remain the same. However, the error component could 

well change. For example if the individual was markedly fatigued, their error component 

may well be greater and thus affect the test score. 

There are a number of ways of estimating the reliability of an instrument. One is to give the 

test on two occasions. In this case there is a difficulty if for example the test takers have 

had some experience which may affect their scores in some way, for example; if at the 

second occasion they have learned and developed since the first occasion. This is 

particularly an issue if working with children and therefore the length of time between test 

and retest cannot be too long. Conversely, if the time between the test and the retest is 

too short, the individuals may well remember their answers from the first exposure to the 

test materials. These memories may confound their responses to the materials.  Anastasi 

(1982) recommends that the interval between test and retest should be specified and in no 

circumstances should this exceed six months. In the case of this work the interval between 

test and retest had a mean value of 33.5 days with the range being 23 to 42 days. These 

figures are reported in full later in this chapter. The reliability coefficient is the correlation 

coefficient between the two test sittings whose score will range from 0 (no agreement) 

between the two scores to 1.0 (absolutely perfect agreement) between the test scores. 

 

In order to address the difficulties of deciding how long the interval should be between test 

and retest some test constructors decided to split the test in half and see the extent to 

which the scores of the two halves correlate. For example one could correlate the scores 

from the odd numbered items with the even numbered items. However, where and how 

one splits the test is arbitrary. Lee Cronbach sought to rectify this by a mathematical 

technique in which all possible ways of splitting the test are compared, and an overall 

reliability coefficient obtained. This coefficient is referred to as Cronbach alpha or 

Coefficient alpha and again its range is from 0 – 1.00 Cronbach (1951) cited in Anastasi 

(1982, p. 117). For the purposes of this work Cronbach alpha was calculated for the YLOT 

and CASQ. 
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The reasons for choosing test retest and Cronbach alpha is that other authors when writing 

about the reliability of tests most commonly use these coefficients of reliability. There 

other coefficients for example alternate form, but their use would require that the test 

constructor had provided a number of different forms of the instrument exploring the 

same construct. As there are not alternate forms for the YLOT and CASQ, such an approach 

would be nugatory. 

In terms of exploring the validity of the instruments in English contexts, I propose to 

explore the extent to which concepts which may have some common foundation with 

optimism and pessimism to predict optimism and pessimism scores. An alternative way to 

do this might have been to ask individuals to discuss optimism and pessimism and carry out 

some textual analysis of their comments. This could form the focus of a future study. For 

this study I chose a more mathematical treatment as I wanted the work to be manageable 

and in a form that I could relate to other authors. 

In sum I chose a mathematical and statistical treatment of this area partly in terms of 

creating boundaries for the work and partly in terms of establishing the usefulness (or not) 

of the two main instruments used for measuring optimism in children in the face of a rapid 

expansion of interest in optimism and pessimism within England in schools and in 

educational psychology services.  

3.4 Methods 

3.4.1 Materials/instruments  

There are many versions of instruments that could have been chosen for this study, 

alongside the instruments that were the focus of the study. The choices made were 

dependent upon psychometric properties; ease of administration; complexity of language 

used in the instrument; and time taken to complete. I was aware that I would be 

demanding an intensive focus from the pupils at the first administration and therefore 

other possible instruments were rejected as they were too wordy, too long or had poor 

psychometric properties.  

CASQ 

The Children’s Attributional Style Questionnaire was developed by Martin Seligman and his 

team at the University of Pennsylvania (Seligman et al., 1996). It was derived from the 

Attributional Style Questionnaire (Peterson et al., 1982). The CASQ  is a 48 item forced 

response test – that is it offers only two alternative answers to each question. It explores 

three styles of explanation – permanence; pervasiveness; and personal agency. These 

styles are evoked in response to a series of descriptions of good and bad events. In addition 
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to the individual scores it provides a composite score for hopelessness and an overall score 

which ranges from 24 maximally optimistic to -24 maximally pessimistic. The version used 

in this work has been anglicised by using terms that may well be more meaningful within 

English schools for example replacing smart with clever. One of the scenarios was altered 

to provide one that English children would understand. The clarity of the questionnaire was 

then checked with over fifty trainee educational psychologists and 75 qualified educational 

psychologists from Services in both Scotland and England.  

 

There have been a number of papers exploring the psychometric properties of the CASQ 

reported by Reijntjes at al, (Reijntjes, Dekovic, Vermande, & Telch, 2008).  The work has not 

been carried out with English children and the best Cronbach alpha coefficients reported in 

the US and in other parts of the world have been modest, i.e. .48 and .58 for the composite 

negative and positive scores. The difference between these scores provides the overall 

optimism score. 

YLOT 

Youth Life Orientation Test was developed by Sidney Ey and team at the University of San 

Diego (Ey et al., 2005). It is based upon Carver and Scheier’s  Life Orientation Test  (Scheier 

& Carver, 1985b). It has 20 items, six for optimism and six for pessimism the remainder are 

fillers. Each item comprises a statement with a four part Likert type scale for response. The 

YLOT provides an optimism score, a pessimism score, and an overall score which totals the 

optimism scores and the pessimism scores once they have been subtracted from a total 

possible pessimism score. The reported Cronbach alpha correlation coefficient for the three 

scales range from .79 - .83 using the American data. For the purposes of this study I used a 

version which removed six of the filler items owing to the attentional load being place upon 

the participants. 

ROSE 

Rosenberg Self Esteem: This is a self esteem measure developed by Morris Rosenberg (M 

Rosenberg, 1965). The scale was originally conceived of as a Guttman Scale but it is now 

usually scored as a 4 point Likert Scale. It comprises ten questions. The scores can range 

from 0 – 30 with scores in the range 15 – 25 indicative of the normal range of self esteem. 

In response to queries from the children participating when completing this questionnaire, 

the item   “ I feel that I am a person of worth, at least on an equal plane with others” was 

rephrased as “   I am an OK person, I am as good as anyone else”     The reliability 

coefficient alpha is reported as .77 - .88 on the website devoted to the measure  the figures 
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are derived from works published while Rosenberg was alive (Blascovich & Tomaka, 1993; 

Morris Rosenberg, 1986) reported by the Morris Rosenberg Foundation. 

CES-DC 

Center for Epidemiological Studies – Depression Child. This is a measure of the propensity 

for childhood depression  (Weissman, Orvaschel, & Padian, 1980). The measure comprises 

twenty items each of which is scored on a four part Likert Scale. The scores range from 0 to 

60, with 16-24 indicating a moderate risk of depression and scores over 25 indicating a 

severe risk of depression. Faulstich et al carried out an evaluation of the psychometric 

properties of the CES DC and found a Cronbach alpha of .84 (Faulstich et al., 1986). 

LCQ 

The Learning Climate Questionnaire devised by Williams and Deci (1996). It provides a 

measure of the perceived support for autonomy within a classroom. There are 15 items 

which are scored on a seven point Likert scale. The final score is obtained by taking the 

mean of all the item scores and so could range from 0 – 7. The higher the scores, the higher 

the levels of perceived support for autonomy in the classroom. The Reliability Coefficient 

Cronbach alpha for this scale is .91  (Williams & Deci, 1996).   

SRQ 

This instrument, the Self Regulation Questionnaire, comprises four parts in which 

approaches to learning in different educational contexts are compared and the test taker is 

required to score eight items in each part on a four point Likert scale. The test provides 

four scores which indicate the degree to which the test taker  a) is extrinsically regulated;  

b)  uses introjected regulation; c) uses identified regulation; d) is intrinsically motivated. 

The test also provides an index – the Relative Autonomy Index (RAI) - comprising a 

differentially weighted composite score from the four scores above. All the scores of the 

scales vary between 0 and 4 . The index scores could range between  -6 and 6. The higher 

the score the more likely it is that an individual is a self regulated and autonomous learner. 

The measure has been developed by the Self Determination Team at the University of 

Rochester, New York,  led by Deci and Ryan. The reliability coefficient Cronbach alpha for 

the subscales of the test ranges from .61 to .85. (Grolnick & Ryan, 1987, 1989) 

 

All the measures described so far are the measures that I asked the children to complete. 

They are all self report instruments and there are a number of well known and well 

rehearsed issues (Northrup, 1997) that could potentially undermine the validity of the 

project relating to the use of self-report measures. The issues are distortions of true 
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responses and can include for example: an acquiescent response style; an extreme or a 

moderacy response style; and a social desirability bias. These issues will be discussed 

further in the discussion and conclusions section. 

 

SATs 

Standard Assessment Tests. These are national tests taken by all children in state school 

settings during the summer term of the academic year in which a child’s seventh, eleventh 

and fourteenth birthdays fall. The tests are set in the core subjects of English, Maths and 

Science. Pupils’ marks are assigned to various levels. Most eleven year olds are expected to 

reach level 4. Summaries of these test data are published each year. 

SDQ 

Strengths and Difficulties Questionnaire. This is a twenty five item test devised by the 

psychiatrist Robert Goodman (1997). There are three versions, for completion by teachers, 

parents and children. In this research, the teacher’s version was used. Within the test there 

are  five questions in four sections relating to emotional symptoms; conduct problems; 

hyperactivity/inattention; peer relationship problems, The scores from these four sections 

are summed to give a difficulties score out of twenty. The remaining five items cover the 

area of prosocial activity. The Cronbach alpha for this instrument has been established at 

.73 (Goodman, 1997) 

OCDQ – RM 

This is the Organisational Climate Description Questionnaire developed by Wayne Hoy at 

the University of Ohio (Hoy, Hoffman, Sabo, & Bliss, 1996).  The questionnaire in a 50 item 

questionnaire explores the following six dimensions: 1) supportive head teacher behaviour; 

2) directive head teacher behaviour; 3) restrictive head teacher behaviour; 4) collegial 

teacher behaviour; 5) committed teacher behaviour; 6) disengaged teacher behaviour. The 

questionnaire provides standardised scores for each of the scales where the mean score is 

500 and the standard deviation is 100. The scores may then be combined to form a score 

for head teacher and a score for teacher openness. This instrument was devised for use in 

middle schools in the US. It is accompanied by an elementary schools version and a high 

school version. The middle school version was most appropriate in terms of its tone and 

the type of questions that it asked and therefore it was chosen for this work. The 

questionnaire needed anglicising, e.g. replacing principal with head teacher and replacing 

references to faculty with teaching staff. The reliability coefficients for the original version 

of this instrument are provided for each of the sub tests and their range is .87 to .96. There 
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are organisational climate questionnaires that have been devised within the UK, but these 

were not designed to be scored and there is no report of the psychometric properties of 

the UK questionnaires. The psychometric properties of the OCDQ are very good.  

 

Neighbourhood Statistics (ONS) 

Neighbourhood Statistics (Office for National Statistics, 2007). The UK government has 

collected data from communities using a unit of analysis which equates to on average 750 

households or 1500 people.  These units are called Lower Super Output Areas. There are 

34,378 LSOAs in England. The Neighbourhood Statistics website allows the identification of 

the LSOA a pupil lives in from their post code. Data were then collected LSOA by LSOA 

under the following headings:  

 Community Wellbeing, a generic index was collected along with an indicator of the 

percentages of Christian, Muslim and Hindu religion declared within the LSOA and 

the numbers choosing not to express a religious preference.  

 Economic Deprivation, an index and a ranking were collected.  

 Education, Skills and Training, an index and a ranking were collected.  

 Health and Care, the index and associated ranking were collected along with a 

mental health index.  

3.4.2 Schools 

 

When planning this work I made the decision to work with contrasting schools within the 

same local authority. I worked with two local authorities in the South West, and one local 

authority within London, an Inner London Boroughs. The schools were contrasting within 

each local authority and between each other.  The names of the schools have been 

changed to preserve their anonymity. The schools are as follows: 

 

South West 1 

Seaside School: A primary school based in small village on the coast. The village is a 

desirable place to live and a number of children travel to the school from adjacent less 

prosperous areas. The Head teacher of the school has worked there for a number of years 

and is acknowledged by the National College for School Leadership as an outstanding 

practitioner, so much so that the post holder was invited to form a management 

partnership Urban School which at that time was without a head teacher. 
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Estate School:  A primary school based in an area of surprisingly deep deprivation in one of 

the regional centres of the south west. The school is recently rebuilt and is sited in the 

middle of an estate of local authority housing which was built in the 1930s. The school was 

formed by the amalgamation of a former infant and middle school. The school has had long 

standing leadership difficulties and has been at the bottom of county league tables for 

school performance for a number of years. The school had tried in vain to recruit a head 

teacher on two occasions. Following the second unsuccessful attempt, the head teacher 

from Seaside School was approached to take over the management of Estate school as part 

of a management partnership between Urban and Seaside schools. At the time of the data 

gathering the management partnership had been in place for two terms. 

 

South West 2 

Town School:  A primary school, one of two, serving the community of a small market 

town. Its most recent OfSTED evaluations have been concerning for the school and for the 

parents of the school. The head teacher is a fairly new appointment. Town School is a 

church school; that is, the majority of the parents of the children attending the school state 

that they profess Christian beliefs.  

Moor School: A primary school, not very far from Town school, but sited on the periphery 

of one of the stretches of moorland in the south west. It has a reputation for being a 

successful school and the head teacher has been in post for a number of years. A number 

of the children attending the school travel from the Town in which Town school stands. 

 

London 

Citypark School: a large primary school. The head teacher has been in post longer than 

average for this Borough which has a very high turn-over of head teachers. The school 

differs from the south western schools in that a number of the children in the school travel 

significant distances in order to attend school. In it noteworthy that neither of the London 

schools could be considered neighbourhood schools. The school has the lowest proportion 

of the English/Welsh/Scottish (EWS) ethnicity compared to the other schools. Of the 

children participating in the study three out of fifty nine (.05%) pupils were of EWS 

ethnicity. Compare this figure with the children of Moor and Town schools were the EWS 

ethnicity was 100%. 

Citychurch School: a large primary school attached to a church and therefore the parents 

of the children attending the school state that they profess Christian beliefs. The head 
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teacher of the school has been in post for a long period and like the head teacher of the 

Seaside School is an acknowledged leader. The head teacher is also frequently asked to 

appear on both local and national television to discuss matters relating to primary 

education. The school although not as diverse as Citypark school still has a diversity far 

greater than any of the south western schools.  

 

The following table shows key data for the schools in terms of their relative sizes and other 

key data that is available for the public from the web site of the Office for Standards in 

Education (OfSTED) and other National Government data compiled from the school profiles 

published by the UK Government digital information service (Directgov, 2011). 
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Table 3.1 Table summarising key data about the schools in the project 

school Seaside Estate Town Moor Citypark Citychurch 

Ages 4 - 11 5 - 11 3 - 11 4 - 11 3 - 11 3 - 11 

Sex Mixed Mixed Mixed Mixed Mixed Mixed 

Pupils on roll 216 286 315 216 285 226 

CVA1 100.9 97.7 99.5 100.3 100.2 99.7 

Centile rank2 13 99 71 36 Data not 

available 

72 

%L4+ KS2 E3 

%L5+ KS2 $ 

97 

53 

40 

0 

72 

32 

71 

32 

87 

23 

97 

40 

%L4+ KS2 M4 

%L5+ KS2 M 

93 

33 

50 

0 

61 

16 

71 

32 

84 

32 

93 

30 

ETHNICITY5 

%WHITE 

%BLACK 

%ASIAN  

%CHINESE 

 

95 

1 

1 

1 

 

97 

1 

1 

1 

 

33                     

44 

4 

1 

    

1
Contextual Value Added – a measure of the impact of the school, it compares skill levels at entry 

and on leaving. The higher the figure , the greater the impact of the school. Citychurch school record 

on their school profile that their CVA is relatively low as their KS1 (aged 7)  results are so good, 

therefore the recorded development of the skills of the children is lower than other schools who 

have not performed so well in advancing the skills of children to KS1. 

2
Shows the position of the school in terms of the CVA compared to other schools, e.g. only 13% 

schools have an equal or better CVA than seaside school, whereas 99% schools have a better CVA 

than urban school. 

3 
Percentage of children achieving level 4 in Key stage 2 Standardised Assessment Tests - English 

4
 Percentage of children achieving level 4 in Key Stage 2 Standardised Assessment Tasks - Maths

 

5
 A summary of ethnic groupings in each local authority. These data are obtained from the data 

published by each authority.  Some of the ethnicity categories have been collapsed together for 

example the distinction between black Caribbean and black African. The reason for this collapsing of 

categories is that the South Western local authorities do not publish the information in this level of 

detail. There are some categories that have not been mentioned as the numbers are small and/or 

absent from the other local authorities. The figures are rounded. 
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3.4.3 Participants 

I worked with the year 5 and year 6 class in each school. I chose June as the KS2 SATs 

examinations were finished by this time. There were theoretically 388 participants in total. 

Using on line sample size calculators  (National Statistical Service, 2012) the minimum 

sample size with confidence limits of 95% and a confidence interval of 5, is 385.  

3.4.4 Design 

The design of the study involved collecting data from a 402 of school children. The age 

group selected was within the age range for other studies using the YLOT and the CASQ. 

The schools were selected in order that the children participating would come from a range 

of different contexts and also include children from a mix of different ethnic groupings. 

3.4.5 Procedure 

 

Letters seeking parental consent were delivered to the schools during May 2008. I made 

initial visits to the schools during June 2008. On the visit I worked with those children 

whose parents did not object to their children participating in the survey.  

 

I had compiled the following tests into a booklet and each participant was given a booklet. 

The tests I used are appended A3.  The tests included in the booklet were: 

 

 Children’s Attributional Style Questionnaire 

 Rosenberg Self Esteem Test 

 Center for Epidemiological Studies – Child Depression Test 

 Learning Climate Test 

 Youth Life Orientation Test 

 Self Regulation Test  

 

I introduced the task to the class and then asked them to complete the booklet. I used the 

same introduction in each school, working from a script which is appended A2.1 and A2.2. I 

amended this in the light of questions from the children in one of the schools. The class 

teachers and Teaching Assistants were on hand to support those who might have had 

literacy difficulties. When the pupils completed the booklet I checked their booklet for 

missing answers and if the booklet was complete I provided the child with a puzzle I had 

created for them to do while the remainder of the class finished their test booklets. The 

children were asked to mark their booklet with their initials and date of birth in order that 
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at the retest stage I could match up the test takers. I also used these data to match children 

to post codes for assigning the LSOA demographic data.  

 

At this visit I also left six copies of the Strengths and Difficulties Questionnaire for the 

teacher to complete. Ideally, the teacher would have completed an SDQ for every child, as 

these take around five minutes each to complete, I decided to ask the teacher to do just 

six. I asked that the teacher complete an SDQ for a boy and a girl whom they considered 

optimistic, a boy and a girl whom they considered pessimistic and a boy and a girl whom 

they considered neither optimistic nor pessimistic.  I left stamped addressed envelopes for 

the staff to send the SDQs back to me.  

 

I provided the head teacher in each of the schools with a set of Organisational Climate 

Questionnaires and asked that they distribute these at a staff meeting and allow the staff 

to complete the forms, before collecting and returning them to me at the next visit. The 

teachers’ questionnaires were completed anonymously.  

 

I visited the six schools again during July. The purpose of this second visit was to re-

administer the Children’s Attributional Style Questionnaire and the Youth Life Orientation 

Test in order that Test – Retest reliability could be calculated. The length of the intervals 

between the visits to the schools is shown below. The mean interval was 33.5 days. 

Table 3.2 Table showing time intervals between testing in project schools 

 Seaside Estate Town Moor Citypark Citychurch 

Interval between 

visits (days) 

42 41 35 32 28 23 

 

At the second visit again the two optimism measures were administered, with a puzzle 

provided for those who finished quickly. Again I used a script to introduce the task, this is 

appended A2.2. I used this opportunity to gather any documents that were missing and 

SATs and postcode data.  Even so, it took in one case 10 months for the school to provide 

all the SATs and SDQ data that they had gathered for me.  

 

I wrote and thanked those teachers and pupils who participated in the study and I have 

offered to return and discuss the findings with the schools. Three schools have take up this 

offer so far. 
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3.4.6 Analyses 

I gave all the students a personal identification number which also indicated the school and 

the school year the children belonged to. I converted dates of birth into ages at testing in 

decimal format. I entered all data onto an excel spread sheet. The reason for this is that 

excel provides a medium for sorting the data in a way that is more flexible than the SPSS 

environment. On completion of the data set into a format suitable for SPSS, I exported the 

data to SPSS. At this point I removed all the initials of the children and their dates of birth 

and post codes to preserve their anonymity. Thus each child, teacher, or member of school 

staff who participated has a unique personal identifier, the fist digit of which refers to the 

school number. The second digit refers to the year group of the child the last two numbers 

are the number of the child. 

 

For example 1519 refers to the nineteenth child in year five at Seaside School. 

 

 (1 = Seaside; 2 = Estate; 3 = Town; 4 = Moor; 5 = Citypark; 6 = Citychurch) 

(5 = year 5, the school year in which the 10th birthday of the child falls. 6 = year 6, the 

school year in which the 11th birthday of the child falls. 9 refers to a member of school 

staff) 

 

For example 5905 refers to the fifth member of school staff in school 5, the Citypark 

School. 

 

The following analyses were carried out using the SPSS programme: 

 An analysis of the extent to which the data met the assumptions necessary to carry 

out parametric analyses. For example, the data were checked to identify whether 

they were normally distributed and homoscedastic 

 Cronbach alpha and test retest reliability were carried out 

 A factor analysis of the various instrument scores was carried out to explore issues 

of validity. 

How validity is expressed has  changed since the most recent standards published 

by the bodies concerned with the promotion of effective and ethical test use in the 

United States (American Educational Research Association (AERA), American 

Psychological Association (APA), & National Council on Measurement in Education 

(NCME), 1999). The 1999 standards therefore have abandoned descriptions of 

different types of validity, such as content, construct and criterion related, for a 
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unitary concept. This unitary concept of validity is made legitimate by reference to 

five different sources of evidence. These sources of evidence are: 

 From the test content; 

 From the internal structure; 

 From relations to other variables; 

 From the consequences of testing;  

 From the response processes. 

None of these sources of evidence are thought to be privileged over the other 

sources in any way. All would be necessary to make judgements about the testing. 

It can  be seen that the list of sources of evidence necessary for establishing validity 

encompasses the previous list of validity such as content validity, face validity etc.. 

 On the basis of these findings some regression analyses were carried out looking 

for relationships between the various scores obtained. 

 Lastly it was proposed to carry out structural equation modelling (SEM) using the 

AMOS programme (Arbuckle, 2010). The purpose of the SEM work was to answer 

the final research question about exploring links between the community, the 

school and the children within the classes 

 

 

 

3.5 Ethical Considerations 

 

The research proposal was passed by the University of Exeter Ethics committee. The 

research was planned using the British Psychological Society code of conduct and ethics. 

 

The areas for consideration were that participants in the study were assured of anonymity 

and that no result quoted anywhere in the study could be traced to any individual. The 

institutions also were assured that their anonymity would be preserved.  In times of 

schools operating on a “market” environment, there is a real possibility that a remark made 

about a school and taken out of context could damage the reputation of the school. 

 

I proposed to work with school pupils aged between 10 and 11 years old. I wrote through 

the school to all parents explaining in broad terms the purposes of the research and 
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assuring that neither their child nor their school would be identifiable. I asked that those 

who did not wish to participate inform the school on a tear off slip. This opt out of an 

experiment is perhaps of a lower level of ensuring that all participants are fully in 

agreement compared to an opt in where all participants have to sign to say that they were 

happy for their child to proceed. I believe that this is justifiable as I was group testing of 

whole classes, and I had made clear that any child who was unhappy at the time of testing 

could withdraw. Only one family withdrew. No child displayed any unhappiness at the 

testing. Also at no point was I interested in individual scores nor the reporting of individual 

scores. 

 

Additionally I was mindful that the tests may have identified a pupil who had a propensity 

for being depressed. I made arrangements to discuss any such pupils with teachers and 

parents in order that they could be aware of the state of the child’s well being. 

3.6 Summary 
In this chapter, the research questions and their implied ontological and epistemological 

and hence methodological stance have been discussed. Alternative means of exploring 

these issues have been discussed. The instruments used have been listed and reasons for 

the choice have been discussed in general terms. Lastly, I considered ethical issues and an 

overview of the methods of analysis. 
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Chapter 4 Analysis and Results 
A number of investigations deriving from research questions were described in the 

methodology section. In this chapter there are a number of sections which will map onto 

the research questions and associated hypotheses posed earlier in the work. These sections 

are: 

    

4.1  Normality Checks  
 4.1.1 Method of normality checking  
4.2  Reliability of the Youth Life Orientation Test 

(YLOT) 
 

 4.2.1 Inter-item correlations  
 4.2.2 Item – total correlations and impact of removing items on 

Cronbach alpha scores 
 

 4.2.3 Summary of YLOT Reliability  

4.3  Reliability of the Children’s Attributional Style 
Questionnaire (CASQ) 

 

 4.3.1 Reliability of the CASQ subscales  
 4.3.2 Reliability of whole CASQ scale  

    
    

4.4  Validity of the Youth Life Orientation Test (YLOT)  
 4.4.1 Evidence of internal structure  
 4.4.2 Evidence of relations to other variables  
 4.4.3 Evidence from the test content  
 4.4.4 Evidence from the consequences of testing: The YLOT as an 

indicator of possible mental health difficulties, for example 
childhood depression. 

 

 4.4.5 Summary of YLOT validity investigation  

4.5  Validity of the Children’s Attributional Style 
Questionnaire (CASQ) 

 

 4.5.1 Evidence of internal structure of the CASQ  
 4.5.2 Evidence of relations to other variables  
 4.5.3 Evidence from the test content  
 4.5.4 Evidence from the consequences of testing: The CASQ  as an 

indicator of possible mental health difficulties, for example 
childhood depression. 

 

 4.5.5 Summary of the CASQ validity investigation  

4.6  The use of optimism measures to collect 
information about schools 

 

4.7  Associations between the data collected: The 
YLOT as a proxy indicator for other child level 
indicators 

 

4.8  Associations between the data collected: The 
YLOT as a proxy indicator for school level data 
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4.9  Associations between the data collected: The 
YLOT as a proxy indicator for community level 
data 

 

4.10  Associations between the data collected: 
Structural Equation Modelling of individual, 
school and community level data and the YLOT 

 

4.11  Summary  
 
In some circumstances the supporting data are not included as part of this chapter, fuller 
versions of the appropriate data will be found in the appendix held on the USB Flash 
drive with the corresponding section number.  
 

4.1 Normality checks 
 

The purpose of this section is to report on the normality checks carried out on all data 

collected to check whether they meet the criteria underpinning the use of parametric 

statistics. I used a number of different tests and inventories in this study. They are listed 

below – recapping on the fuller descriptions and psychometric properties detailed in the 

last chapter. At this point I would like to note that although I anticipated working with 402 

children across the six schools, on arrival at the Moor school where I had been assured that 

there would be four classes each with thirty children to survey, I was allowed to work only 

with twenty three children. 

 

4.3.1 Method of normality checking 

 

Before further analysis can be carried out, it is important to assess the normality of the 

data as the more powerful statistical techniques rely upon normally distributed data. The 

normality of the data was assessed using estimates of skewness, kurtosis and 

homoscedasticity.  

The decision as to whether to accept a collection of observations as either normally 

distributed, or not normally distributed does not follow a strict algorithm. The decisions for 

the grey shaded areas – non normal distributions -  in the table 4.16 were based on the 

following: 
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The scores reported for both skewness and kurtosis can be converted into z scores which 

would be expected to be 0 if the distribution were a perfect normal distribution. To carry 

out the conversion, the skewness or kurtosis score has 0 (the mean for a z score) 

subtracted from it and then divided by the standard error of the skewness (or kurtosis) .  

 

A widely used cut-off point for skewness and kurtosis is that normality is assumed for all 

scores lying in the range -2.00 to +2.00. This is arbitrary and some authors may argue for a 

smaller and more stringent range. However Field  (2009, p. 139) suggests that in large 

samples the range for inclusion should be extended to – 2.58 to +2.58  or in samples of 

over 200 or more, it may be more important to look at the histograms rather than calculate 

z scores for each value.  

 

Therefore the standard scores for Skewness Zs and Kurtosis Zk  are shown in the normality 

table that follows for completeness. These data allow comparisons to be made with 

standard normal distribution tables in order to establish the two tailed probability of Zs and 

Zk and thus establish whether the sample came from a normally distributed population 

(Allen & Bennett, 2010, p. 38). 

 

The tests for normality; the Kolmogorov-Smirnov and the Shapiro-Wilks, both use the 0.05 

level, where a significant value of less than 0.05 indicates a deviation from normality. Thus, 

any values larger than 0.05 would indicate likelihood that the distribution is normal. 

 

Tabachnik and Fidell (2007, p. 46) make the point that with large sample sizes very slight 

deviations from the normal curve can lead to an indication from the Kolmogorov-Smirnov 

and the Shapiro-Wilks  tests  of non –normality and that the test data do not satisfy 

normality checks and therefore should not be used without some transformation or at all.  

Tabachnick and Fidell (2007) conclude that with large samples these tests can often “signal 

departures from normality that do not really matter” (p46).  

 

Table 4.1 which follows summarises the normality data from the analyses presented in the 
appendix A5.1 and A5.2 
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Table 4.1 Skewness and kurtosis statistics along with the relevant z scores and the Shapiro Wilks statistic. 

  SKEW S.E. 
ZS  

(SKEW -0/SE) KURTOSIS S.E. 
ZK 

(K-0/SE) 
Shapiro 
Wilks sig 

YLOTO -0.79 0.14 -5.64 0.26 0.28 0.93 0.94 0.000 

TLOTP 0.35 0.14 2.50 0.59 0.28 2.11 0.96 0.000 

YLOTOT 0.49 0.14 3.50 0.03 0.28 0.11 0.97 0.000 

ROSE 0.31 0.14 2.21 0.43 0.28 1.54 0.98 0.002 

LCQ -0.88 0.14 -6.29 0.37 0.28 1.32 0.94 0.000 

CESDC 0.72 0.14 5.14 0.3 0.28 1.07 0.96 0.000 

EXTREG -0.59 0.14 -4.21 0.38 0.28 1.36 0.97 0.000 

INTROJR -0.86 0.14 -6.14 0.76 0.28 2.71 0.95 0.000 

IDENTR -1.32 0.14 -9.43 1.63 0.28 5.82 0.88 0.000 

INTRINM 0.04 0.14 0.29 -0.36 0.28 -1.29 0.99 0.003 

RAI -0.07 0.14 -0.50 -0.35 0.28 -1.25 0.99 2.410 

LIVENV -0.36 0.14 -2.57 -0.68 0.28 -2.43 0.95 0.000 

%CHR -0.05 0.14 -0.36 -0.74 0.28 -2.64 0.98 0.000 

%MUS 1.84 0.14 13.14 4.48 0.28 16.00 0.71 0.000 

%HIN 2.45 0.14 17.50 6.84 0.28 24.43 0.63 0.000 

%NOR 0.41 0.14 2.93 0.06 0.28 0.21 0.97 0.000 

ECODRP 0.22 0.14 1.57 -0.93 0.28 -3.32 0.95 0.000 

EDSKTR 1.33 0.14 9.50 0.44 0.28 1.57 0.77 0.000 

HEALTH -0.36 0.14 -2.57 -0.84 0.28 -3.00 0.95 0.000 

MENTHE -0.21 0.14 -1.50 -0.52 0.28 -1.86 0.96 0.000 

 
I have included samples of three histograms from the total data screened, the first is for 

Total Optimism as measured by the YLOT. A full set of histograms and box plots are 

included in the appendix A5 for the assessment of normality.  

The most non-normal of the data were transformed in the manner described in the 

appendix A5 depending upon the type of skew; positive of negative, and the degree of 

skew slight to marked. The transformations led to slightly more normally distributed data in 

some cases and in other cases the transformation led to a distribution that was a mirror 

image of the original distribution see the appendices for examples. 

The great difficulty of transforming data is of course that it makes the interpretation of any 

tests that are carried out subsequently very difficult. Therefore, given that tests that were 

most susceptible to deviations from normal distribution were the regression analyses 

(Field, 2009), I decided to use the original data in all analyses apart from those included as 

part of the regressions. 
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Figure 4.1   Histogram showing the frequency distribution of optimism as 

measured by the YLOT 

 

The second example of a histogram is showing the relative autonomy index 
 

Figure 4.2   Histogram showing the frequency distribution of relative autonomy 

index (RAI) 

 
 
The third example is one where the distribution is not normal at all as it shows a very 

skewed sample of the expression of Islamic faith. 

Figure 4.3 histogram showing the frequency distribution of percentage of 

individuals professing Islamic faith within an LSOA 
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The statistics for all of the data collected are described in table 4.19. However, initially I am 

concerned with just the data relating to the YLOT and CASQ which can be found in the first 

four rows of the table. These data fulfil the criteria for normality of data for the skewness 

and kurtosis. However the tests of normality, the Kolmogorov-Smirnov and the Shapiro-

Wilks tests indicate that the data are far from normally distributed.  A significance value of 

0.05+ would be expected to indicate normality through the use of these tests. It may be as 

Field (2009) and Tabachnik and Fidell (2007) have described, an artefact owing to a very 

slight deviation suggesting non normality.  

Given that the  skewness and kurtosis for the data are within the range specified for large 

samples, I propose to work on the basis that these data are normally distributed.  

With regard to the remainder of the analyses carried out in the rest of this study, I 

examined the relevant frequency distributions, the shape of the histograms approached a 

normal distribution and therefore for the remainder of this study these data will be treated 

as though they were normally distributed. For data such as those shown in Figure 4.3 

where the data are clearly diverging from a normal distribution, I will identify those areas 

where these data are used. 

 
 
 

4.2 Reliability of the Youth Life Orientation Test (YLOT) 
 

The YLOT comprises two subscales, the first measuring optimism, the second measuring 

pessimism. The originators of the scale describe an overall or total measure calculated by 

adding the optimism score to the reverse score pessimism scores (Ey et al., 2005). I will 

describe first the reliability analyses for the optimism subscale, secondly the pessimism sub 

scale and finally the overall total scale. 

The analysis initially comprised three parts:  

 

4.1.1 Inter- item correlations 

4.1.2 Item total correlations and impact of removing items on Cronbach alpha scores 

4.1.3 Summary of YLOT reliability 
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4.2.1 Inter – item correlations 

 

In this first part, the correlation of each item with every other item of the sub scale was 

assessed. My hypothesis is that in an effective scale I anticipate that the items will correlate 

together well and in the same direction. 

 

Tables 4.2 and 4.3 below reveals the correlations between the items in the YLOT optimism 

and pessimism subscales  

 

 
 
 
 
 

Table 4.2 Inter-Item Correlation Matrix for YLOT Optimism subscale  

  q1 q2 q3 q4 q5 q6 

q1 1.00 .37 .35 .30 .33 .36 

q2 .37 1.00 .40 .25 .38 .35 

q3 .35 .40 1.00 .38 .49 .42 

q4 .30 .25 .38 1.00 .36 .30 

q5 .33 .38 .49 .36 1.00 .50 

q6 .36 .35 .42 .30 .50 1.00 

 
 
 
 

Table 4.3 Inter-Item Correlation Matrix for YLOT Pessimism subscale 

  q7 q8 q9 q10 q11 q12 

q7 1.00 .38 .34 .34 .36 .32 

q8 .38 1.00 .31 .34 .37 .39 

q9 .34 .31 1.00 .28 .39 .28 

q10 .34 .34 .28 1.00 .43 .42 

q11 .36 .37 .39 .43 1.00 .46 

q12 .32 .39 .28 .42 .46 1.00 

 
In the absence of any agreed threshold and the absence of any guidance in the papers 

published which presented the tests, I used the threshold lower limit of 0.25  for inclusion 

of items from the intercorrelations between the items.  The rationale for choosing this cut 

off point is based upon the arguments proposed by Cortina (1993) who argues that in a 10 

item scale with an overall reliability coefficient of .80, the mean inter-item correlations 

would be .28. Thus a .25 lower limit is likely to fall within or close to this mean range. 
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Tables 4.2 and 4.3 reveal that all the items in the YLOT subscales contribute effectively to 

the overall scores as their scores all correlate positively with each other, at least at the 0.25 

lower limit. 

 

4.2.2 Item total correlations and impact of removing items on Cronbach alpha 

scores 

In the second part, the correlation of the item with the total score was explored and then 

the impact of removing an item upon the overall Cronbach alpha coefficient was examined. 

My hypothesis in this section is that items that contribute to the overall reliability of a 

measure will correlate positively with the overall total score.  

 

 Following this item by item analysis, I will look at the overall Cronbach alpha and test 

retest scores. 

 

In looking at the contribution of the individual items to the overall reliability, there are two 

methods that can be used which were described in the previous chapter. 

 

a) By examining the way the item correlates with the total score. Field (2009) suggests 

that any item whose correlation with another score is less than 0.3 may need to be 

dropped (p678);  

 

b) By assessing the impact on the overall Cronbach alpha reliability score if the item 

was removed. Thus if the overall reliability score was 0.8, the item was removed, 

and the reliability increased to 0.9, then it is clear that the item is not contributing 

to the coherence of the scale.  

 

It may be that an item is worded in a way that is culturally unfamiliar in an English 

context and thus test takers cannot respond to the item in ways that are in line 

with the other items assessing the concept in question. The presence of items 

which have limited or no use in computing a final estimate of the concept being 

measured is unhelpful, as the items can distort the final score and irritate the test 

taker. Poor items may extend the test unnecessarily leading to fatigue or boredom 

in those taking the test. 
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If the correlations of the each item with the total score is now considered, the second 

column in Table 4.4 shows how the individual items correlate with the overall score,  the 

third column shows the effect on the Cronbach alpha score if the item is removed.  

 
 

Table 4.4 Item-Total Statistics 
YLOT Optimism subscale 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 

q1 .48 .76 

q2 .50 .75 

q3 .58 .73 

q4 .45 .76 

q5 .60 .73 

q6 .55 .74 

 
 
The results displayed in table 4.4 show that  the correlations of all of the items with the 

overall subscale score exceed the .3 limit described by Field (2009). Further as the overall 

Cronbach alpha for the optimism subscale is .78, it can be seen that deleting any of the 

items would reduce the overall reliability and therefore all the items should be retained. 

 

Next I would like to turn to the Pessimism subscale and table 4.5 again shows both the 

correlations between the item and the total scores and the impact of removing any one 

item on the overall reliability.  

 

Table 4.5 Item-Total Statistics 
YLOT Pessimism subscale 

  

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 

q7 .49 .74 

q8 .51 .74 

q9 .45 .75 

q10 .52 .74 

q11 .59 .72 

q12 .54 .73 

 
The results displayed in table 4.5 show that  the correlations of all of the items with the 

overall subscale score exceed the .3 limit described by Field (2009). Further as the overall 
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Cronbach alpha for the optimism subscale is .77, it can be seen that deleting any of the 

items would reduce the overall reliability and therefore all items should be retained. 

 

The same procedure can be carried out looking at all the items contributing to the total 

scale. Table 4.6 shows the key statistics relating to the contribution to the total score and 

the impact of removing the item on the overall Cronbach alpha correlation coefficient.  

 
Table 4.6 Item-Total Statistics 
YLOT Total score (Optimism + 

Reverse Scored Pessimism) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 

q1 .37 .80 

q2 .42 .80 

q3 .51 .79 

q4 .43 .79 

q5 .51 .79 

q6 .44 .79 

q7 .49 .79 

q8 .47 .79 

q9 .37 .80 

q10 .46 .79 

q11 .48 .79 

q12 .49 .79 

 
The results displayed in table 4.6 show that  the correlations of all of the items with the 

overall subscale score exceed the .3 limit described by Field (2009). Further as the overall 

Cronbach alpha for the optimism subscale is .81, it can be seen that deleting any of the 

items would reduce the overall reliability and therefore all the items should be retained. 

 

4.2.3 Summary of YLOT reliability 

 
Having investigated the contribution that each item makes to the overall reliability of the 

subscales, I will now summarise the Cronbach alpha data and the test retest reliability data 

for the two subscales and the overall scale in table 4.7. 
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Table 4.7 Summary of the Cronbach alpha and Test-Retest reliability 
coefficients for the YLOT subscales and total scale 

 Cronbach alpha
1
 Test-Retest Reliability

2
 

Optimism scale .78 .57 
Pessimism Scale .77 .52 
Total Optimism .81 .61 

1
 The number of pupils participating at initial test was 301 

2
 The mean interval between test and retest was 33.5 days. The number of pupils participating 

in the Test-Retest was 266 

 
Table 4.8 compares the results obtained in this study with those obtained in the United 

States by Ey and his colleagues in San Diego (Ey et al., 2005) 

 

Table 4.8      A comparison of summary reliability statistics from this study and the Ey 
et all study conducted in the US 

  Cronbach alpha Test-retest 

YLOT This study Ey et al (2005) This study Ey et al (2005) Ey et al (2005) 

   
33.5 days 30 days 210 days 

Optimism .78 .79 .57** .65** .46** 

Pessimism .77 .78 .52** .65** .45** 

Overall .81 .83 .61** .70** .50** 

n 305 204 266 156 204 

** p<.001 

 
Table 4.8 reveals that the Cronbach alpha scores and the Test-Retest scores from this study 

are in line with the scores obtained by Ey et al. 

 

In the appendix A5, I list all the relevant SPSS data showing the exploratory data analyses 

showing the normality of the data in question in relation to the YLOT and CASQ data see 

Appendix A5.5. 

 

There were outliers for the tests particularly for the YLOT which indicated systematic 

change between the administrations of the test. Therefore intraclass correlations were 

calculated. The Shrout and Fleiss Model (2,1)  (Shrout & Fleiss, 1979) was the most 

appropriate as each person was tested on two occasions using the same test. This method 

of calculation is listed in SPSS as the 2 way, absolute, single score variation. The calculations 

were carried out and are listed in table 4.9 below. 

 

The effect of winsorising the data in order to deal with the outliers was also carried out and 

these data are also reported. 
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Table 4.9 : Test retest reliability for the YLOT comparing Pearson’s r. Intraclass 
Correlation and significance of F value from associated repeated measures ANOVA and 
standard error of measurement (SEM) for the two YLOT subscales and the total scale. The 
WIN scores refer to winsorised results. (n=266) 

SCALE PEARSON r ICC ANOVA SEM 
OPT .574 .571 .000** 2.462 
PESS .521 .515 .000** 2.861 
TOTAL .610 .605 .000** 4.113 
OPT WIN .574 .570 .000** 2.348 
PESS WIN .518 .512 .000** 2.847 
TOTAL WIN .606 .600 .000** 4.020 
     

**p<.001 

The interpretation of ICC is not without challenge as Weir has described (2005) as there is 

little consensus as to what constitutes a good ICC. The issue is complicated by which type 

of ICC calculation is used and the variability of the data. Weir recommends that the ICC is 

considered alongside the SEM, and these values have been reported in the table above. 

The advantage of the SEM is that this may be regarded as an absolute index of reliability 

unlike the ICC which is a relative index of reliability see also page 109. 

 

Other authors take a different view and suggest the use of the following rubric for judging 

ICCs (Landis & Koch, 1977; Portney & Watkins, 2000). 

 

ICC Agreement 

0.0 – 0.2 Poor 

0.3 – 0.4 Fair 

0.5 – 0.6 Moderate 

0.7 – 0.8 Strong 

>0.8 Almost perfect 

 

 

In sum the investigation on inter item correlation, item total score correlation and internal 

consistency, test-retest and ICC reliability measures reveal that the YLOT is a reliable test 

and the results obtained from this study are in line with those with those obtained in the 

United States. This would indicate that the YLOT is a useful test for use in England for 

research and group testing processes. 
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The total optimism score is calculated by reverse scoring the pessimism scale and adding to 

the optimism scale. The larger values for reliability are a reflection of the relationship 

between the numbers of scores and the reliability coefficients. The greater the number of 

scores, the larger the coefficient.  

 

There is no absolute value of the reliability coefficient above which a test could be 

regarded as usable Nunnally (1970, p. 127) suggests that test users should be suspicious of 

a test that has a coefficient under 0.80. However he also provides a formula for estimating 

how many extra items would be needed in order to increase the reliability of the measure.  

 

In later work Nunnally and Bernstein make the point that a reliability coefficient of 0.7 

would be acceptable for test use for research purposes (Nunnally & Bernstein, 1994).  

However, the authors argue that when a test is used for making decisions about individuals 

then the reliability coefficient should exceed 0.90. 

 

On this basis the YLOT can be seen to be a test that could be used for research purposes on 

the basis of its Cronbach alpha coefficient. In order to use the test for individual decision 

making the test needs reconfiguring to increase the reliability coefficient. Using the 

reversed Spearman Brown  formula  the YLOT would need to be 26 items long to approach 

reliability coefficients of .90 instead of the current length of 12 items with additional fillers, 

cited in Guilford and Fruchter (1978), p432. 

 

This project has shown that the results for the reliability of the YLOT were good enough for 

general surveys or for research purposes. However it would not be appropriate to make 

decisions that affect life chances or opportunity on the basis of the YLOT score. Nunnally 

(1970) recommends that a test should have reliability of at least 0.9 in order to base life 

changing decisions. The reason for the cut-off point is in all likelihood a reflection of the 

coefficient of determination associated with the scores. For example the coefficient of 

determination for a reliability score of 0.9 will be the square of the value, that is 0.81. This 

means that we can expect that 81% of the variation in scores on the test can be attributed 

to in our case optimism, while the remaining 19% derives from other factors.  Thus for the 

YLOT the coefficient of determination derived from the alpha score is 0.65. 
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It is important to remember that this test is in fact measuring a broad brush confidence (or 

doubt) that unspecified good things will happen, not linked in any way to any domain of 

endeavour or to any specific context. 

Thus, the YLOT could be used effectively in England for research processes and for group 

testing, however it should not be used in isolation when making any decisions which affects 

that life chances of an individual. 

4.3 Reliability of the Children’s Attributional Style Questionnaire 

(CASQ) 
 

I would like to start by describing the structure of the CASQ.  The diagram below Table 4.8 

shows the structure.  The items in this test are divided into good and bad events and each 

item seeks an attribution which is relating to permanence, pervasiveness and personal 

agency. 

 

 
 
Table  4.10   The relationship of the subtests of the CASQ 

EVENTS 
ATTRIBUTIONS NUMBER 

OF 
ITEMS 

  

 
BAD 

Permanence /8 Permanence and 
pervasiveness are 
summed to create 
the Hopelessness 

score /16 

Permanence, 
pervasiveness and 
personal agency 

are all summed to 
provide a Total bad 

score /24 

Pervasiveness /8 

Personal agency /8  

 
GOOD 

Permanence /8  Permanence, 
pervasiveness and 
personal agency 
are all summed 

Total good score 
/24 

Pervasiveness /8  

Personal agency /8  

 
Optimism = total good score – total bad score 

 
 

Table 4.10 above shows the structure of the CASQ. The CASQ comprises 48 items, eight 

each of the three attributional styles; permanence; pervasiveness and personal agency in 

response to good or bad events. For the purposes of this analysis, I will report the item 

score correlated with total score statistics and the Cronbach alpha if the item is removed 
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for each of the six subscales. The diagram shows the six subscales and how they are 

combined together to form combined scales such as hopelessness and total good and total 

bad. 

 

Therefore I have structured the next subsection in terms of the six main subscales and the 

combined subscale for hopelessness.  

 

4.2.1 Reliability of CASQ sub scales 

 

I started by computing inter-item correlations for each of the six subscales of the CASQ. My 

hypothesis is that the items should correlate together in the same direction if they are to 

support the overall reliability of the measure. I used the lower threshold of a correlation of 

.25 as demonstrating an adequate level of correlation as discussed in section 4.1.1. 

However I include a summary table (4.11) showing the inter item correlations rather than 

providing the complete correlation matrices for the subscales. 

Table 4.11   Summary of the subscales of the CASQ together with the numbers of 
correlations exceeding the threshold point  (r ≥ 0.25) for each subscale 

CASQ subscale Number of inter item correlations  
equal to or exceeding 0.25 
threshold 

Number inter item correlations 
less than 0.25 threshold 

PMB 0 28 
PVB 0 28 
PSB 0 28 

PMG 0 28 
PVG 0 28 
PSG 0 28 

For eight items there are:  8+7+6+5+4+3+2+1=36 correlations in total. Of these, eight may be discounted as they 
correlate perfectly with each other (r=1.00)  which leaves 36-8=28 correlations of interest. 

  

The table indicates that the inter item correlations for the subscales of the CASQ are poor 

as none of the items correlated together at a level which exceeded the .25 threshold.  

In the next part the correlations between the total score of each subscale and the eight 

items comprising that subscale will be explored.  

My hypothesis for this section is that each of the subscales will correlate positively with the 

subscale total score. I will look at each of the subscales and also the scale for hopelessness 

which is composed of the PMB and PVB sub scales. 
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Table 4.12 shows the results for the first of the subscales, an attribution of permanence in 

response to bad events (PMB).  

 

Firstly the criterion of a cut-off point of .3 for the correlation between the item and the 

total scale score (Field, 2009, p. 678). It is clear from this table 4.8 that none of the items 

exceed the 0.3 cut off and therefore they may need to be deleted from the scale.  

 

The Cronbach alpha for the PMB scale is .38 and therefore there would appear to be little 

justification in removing any of the items. 

 
 
 
 
 

 

 

These data need to be considered in the context of all the subscales and I will return to 

them later in this section. 

 

Next I will look at the same statistics for the Pervasiveness attribution in response to bad 

events (PVB). Table 4.13 shows the relevant statistics. 

 
 
 
 
 
 

Table 4.12    Item-Total Statistics 
for CASQ subscale Permanance 

Bad (PMB) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PMB 13 .10 .38 

PMB 18 .14 .36 

PMB 24 .13 .37 

PMB 28 .23 .33 

PMB 31 .20 .33 

PMB 33 .14 .36 

PMB 35 .15 .36 

PMB 36 .22 .33 
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Table 4.13    Item-Total Statistics 
for CASQ subscale Pervasiveness 

Bad (PVB) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PVB 12 .07 .24 

PVB 15 .20 .15 

PVB 20 .02 .27 

PVB 21 .19 .17 

PVB 27 .04 .25 

PVB 46 .10 .22 

PVB 47 .07 .24 

PVB 48 .09 .22 

 

 
The Cronbach alpha score for this PVB  subscale is .25. It is clear that perhaps just one of 

the items should be deleted from the scale PVB 20, but again none of the correlations 

between the item scores and the total score reach the .3 cut-off. Again further analysis and 

consideration of the complete scale is necessary before a decision is reached. 

 

The next table 4.14 shows the Hopelessness scale which is calculated by adding the scores 

from the PMB and PVB scales, the two preceding scales. The results shown in the table 

again reveal that the contribution of the items to the scale total is poor and in fact one item 

PVB 20 correlates negatively with the total score. However the correlation is close to zero 

and therefore its contribution whether negative or positive is limited.  

 

Cronbach’s alpha for the scale is .43. The effect of removing any of the items  apart from 

PVB 20 would be to lower the reliability coefficient so they all need to be retained.  

 

The impact of removing item PVB 20 would increase the reliability of this scale to .45, and 

therefore the possibility of removing this item may be explored.  

 

The question in question PVB 20 is: 

A grown up shouts at you: 

That person shouts at the first person he saw that day OR 

That person shouted at lots of people he saw that day 
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Table 4.14    Item-Total Statistics 
for CASQ subscale Hopelessness 

(PMB+PVB) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PMB 13 .121 .413 

PMB 18 .081 .423 

PMB 24 .092 .422 

PMB 28 .207 .396 

PMB 31 .226 .382 

PMB 33 .129 .411 

PMB 35 .174 .398 

PMB 36 .275 .377 

PVB 12 .124 .412 

PVB 15 .218 .388 

PVB 20 -.025 .454 

PVB 21 .265 .380 

PVB 27 .096 .418 

PVB 46 .065 .430 

PVB 47 .038 .438 

PVB 48 .173 .401 

 
 
Table 4.15 details the data from the personal agency attribution in response to bad events. 

Again the correlations with the total score are low and none of them meet the .3 cut – off 

used in the rest of this analysis 

 
 Table 4.15    Item-Total Statistics for 

CASQ subscale Personal Agency Bad 
(PSB) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PSB 6 .18 .29 

PSB 7 .14 .30 

PSB 10 .17 .28 

PSB 11 .13 .31 

PSB 14 .09 .33 

PSB 26 .15 .30 

PSB 29 .11 .32 

PSB 38 .11 .31 
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Cronbach’s alpha for the PSB scale is .33, and again deleting any item would lower this 

score.  Therefore they all should be retained. 

 

The remaining sub scales in the CASQ are those relating to good events with a permanence 

attribution, a pervasiveness attribution and an attribution involving personal agency. 

 

The results for a permanence attribution in response to a good event are listed in the table 

4.16 below. 

 
Table 4.16    Item-Total Statistics 
for CASQ subscale Permanence 

Good (PMG) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PMG 5 .18 .33 

PMG 9 .06 .39 

PMG 23 .22 .31 

PMG 31 .18 .33 

PMG 40 .06 .39 

PMG 41 .09 .37 

PMG 42 .21 .31 

PMG 43 .24 .30 

 
The Cronbach alpha score for the PMG scale is .37, and it is clear that deleting items PMG 9 

and or PMG 40 would increase the overall reliability of this subscale to .39. 
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The next subscale is the response to good events with pervasiveness attribution. Table 4.17 

shows the relevant data. 

 
Table 4.17    Item-Total Statistics 
for CASQ subscale Pervasiveness 

Good (PVG) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PVG 1 -.01 .27 

PVG 3 .19 .16 

PVG 17 .08 .23 

PVG 25 .13 .19 

PVG 30 .11 .21 

PVG 32 .09 .22 

PVG 34 -.03 .29 

PVG 37 .17 .16 

 
The Cronbach alpha for the PVG scale is .24, in this case removal of items PVG 1 or 34 

would increase the reliability coefficient.  

 

Finally the remaining subscale from the CASQ is the personal agency attribution response 

to good events (PSG) Table 4.18 shows the relevant statistics. 

 

Table 4.18    Item-Total Statistics 
for CASQ subscale Personal Agency 

Good (PSG) 

  
Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 

Item 
Deleted 

PSG 2 .22 .39 

PSG 4 .08 .45 

PSG 8 .18 .40 

PSG 16 .15 .41 

PSG 19 .26 .36 

PSG 22 .32 .33 

PSG 44 .18 .40 

PSG 45 .13 .42 

 
 



107 | P a g e  
 

The Cronbach alpha score for this subscale is .43. Deletion of item PSG4 would slightly 

increase the reliability of the subscale. 

 

A number of authors  for example (Cunningham, 2003; Dember et al., 1989) have identified 

that the reliability of the subscales is modest , and the reliability of the combined scores is 

slightly better, therefore in the next section I will explore the reliability of the whole scale. 

4.2.2 Reliability of whole CASQ scale 

 

In this subsection, the Cronbach alpha for the whole scale was calculated by reverse scoring 

all the items in response to bad events. The value obtained was .53, and this could be 

increased to a value of .55 if item PVB 47 was removed. Removal of any of the other items 

identified in the foregoing descriptions of the results would not increase the reliability 

above .55. An interesting point about these reliability data is that for the CASQ none of the 

item-total score correlations reached the .3 cut-off point, thus the contribution of each of 

the items to the overall scores was minimal. 

 

A table summarising the statistics for the full CASQ is too unwieldy to place in the text here 

and therefore it has been included in the appendices – A4. 

 

To sum up, the CASQ subscales and indeed the whole scale do not have the same reliability 

as the YLOT when compared with the YLOT in terms of their Cronbach alpha scores on a 

sample of the English Y5 and Y6 school population. The possible reasons for these lower 

internal consistency reliability scores will be discussed in greater detail in the next chapter. 

 

The table 4.19 below summarises the results of the reliability analyses of the CASQ. These 

analyses were carried out using SPSS. The test –retest reliability coefficient was obtained 

using the Pearson Product Moment Correlation Coefficient as part of the SPSS programme. 
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Table 4.19    A summary of the Cronbach alpha data and the Test-Retest data for the 

CASQ 

  Cronbach alpha1 Test-Retest 
Reliability2 

Permanence    
 Good events .37 .43 
 Bad events .38 .43 

Pervasiveness:    
 Good events .24 .39 
 Bad events .25 .39 

Personal agency:    
 Good events .43 .50 
 Bad events .33 .59 

Whole scale:  .53 .59 
1
 The number of pupils participating at initial test was 301 

2
 The mean interval between test and retest was 33.5 days. The number of pupils participating in the Test-

Retest was 266 

 

The table 4.20 which follows is an adaptation of table 4.19 in order that the data from the 

original study published by Seligman et al (1984) can be compared with the data collected 

in this study. 

Table 4.20    A summary of the Cronbach alpha data and the Test-Retest data for the 
CASQ comparing the data from this study with the original Seligman et al (1984) study 

  Cronbach alpha Test-Retest Reliability 
  This study Seligman 

1984 
This study

1
 Seligman

2
 

1984 

Permanence      
 Good events .37 .55 .43** .61** 
 Bad events .38 .42 .43** .63** 

Pervasiveness:      
 Good events .24 .40 .39** .54** 
 Bad events .25 .31 .39** .64** 

Personal agency:      
 Good events .43 .43 .50** .63** 
 Bad events .33 .32 .59** .53** 

Whole scale:  .53 .66 .59** .71** 
n  301 96 266 96 

1
 The mean interval between test and retest was 33.5 days. 

2
 180 days 

** p<.001 

 

Table 4.20 shows that the authors of the original paper obtained scores that would lead to 

greater confidence in the reliability of the CASQ as a measure of optimism than the results 

obtained as part of this study. Possible reasons for this will be discussed in the next 

chapter.  
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Table 4.21: Test retest reliability for the CASQ: comparing Pearson’s r, Intraclass Correlation and 
significance of F value from associated repeated measures ANOVA and standard error of 

measurement for each sub scale and the total scale (n=266) 

SCALE PEARSON r ICC 

SIGNIFICANCE 
F VALUE  OF 
ASSOCIATED 

ANOVA SEM  

PMB .454 .450 .480 1.165  
PVB .390 .390 .000** 1.094  
HOP .511 .508 .010** 4.650  
PSB .587 .584 .497 1.020  
PMG .434 .434 .006** 1.274  
PVG .389 .388 .000** 1.122  
PSG .531 .531 .709 1.043  
OPT .589 .582 .958 3.272  
      

** p < .001 

For the sake of completeness ICC and SEMs were calculated for the CASQ subtests and total 

score, these are displayed in tabled 4.21 above. 

As was discussed with the YLOT, the interpretation of ICC is not without challenge as Weir 

has described (2005) as there is little consensus as to what constitutes a good ICC. The 

issue is complicated by which type of ICC calculation is used and the variability of the data. 

Weir recommends that the ICC is considered alongside the SEM, and these values have 

been reported in the table above. The advantage of the SEM is that this may be regarded as 

an absolute index of reliability unlike the ICC which is a relative index of reliability. 

 

Other authors take a different view and suggest the use of the following rubric for judging 

ICCs (Landis & Koch, 1977; Portney & Watkins, 2000). 

 

ICC Agreement 

0.0 – 0.2 Poor 

0.3 – 0.4 Fair 

0.5 – 0.6 Moderate 

0.7 – 0.8 Strong 

>0.8 Almost perfect 

 

It is interesting to consider the ANOVA scores, particularly those which are significant, i.e. 

those rejecting the null hypothesis that any differences in scores are most likely to be 
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chance change. These data reinforce the notion of the low stability and consistency of the 

CASQ subtests and test. 

 

The standard error of measurement (SEM) is an important statistic confidence limits 

around a score may be constructed using this measure. The SEM is calculated by 

multiplying the standard deviation of the test scores by the square root of 1 minus the 

reliability coefficient. The relevant confidence limit is calculated by multiplying the SEM by 

1.96 if we want to provide confidence limits in which we would have 95% confidence that 

the score lay in the range described by the confidence limits. The larger the SEM, the wider 

the spread of the confidence limits and in some ways the less useful the test for practical 

purposes. For example if the SEM was 2, and the score on the test was 7 we would expect 

the confidence limits to be 7 ± (1.96 X2). Thus we could have 95% confidence that the score 

would fall in the range 3.08 – 10.92. Compare this with an SEM of 3, in this case the 

confidence limits would be between 1.12 and 12.88 with the mid point at 7. 

 

Clearly if a score increased by 12 or more if the SEM is 3, then we can be fairly sure that the 

increase (or decrease) is a real change and not some chance variation. This matter will be 

discussed further in the next chapter. 

 

For the CASQ, it must be remembered that the reliability statistics are modest, and based 

upon the advice of Nunally and Bernstein (1994) no decisions which affect life chances 

should be made based on the test.  A number of authors have commented on the reliability 

of the CASQ, Hessling et al, described the internal consistency (Cronbach’s alpha) as varying 

from low to adequate, the internal consistency improving when the separate dimensions 

are combined into a single composite (Hessling, Anderson, & Russell, 2002). More recently 

Cunningham (2003) working with a sample of 256 children of the same age as this study  in 

Australia found that the internal consistency for the subscales ranged between .19 and .41 

with an overall internal consistency of .54. 

Thus it appears from the original published paper on the CASQ through to more recently 

reports of the psychometric properties of the CASQ, that questions could be asked of its 

usefulness as a measure not only in an English context but in reports from other contexts 

also. 
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In the next section the validity of the CASQ and YLOT will be assessed. Before discussions of 

validity can take place there needs to be a check on the normality of the data, which 

follows in the next section. 

 

4.4 Validity of the Youth Life Orientation Test (YLOT) 
 

The changing face of validity was described in the methodology section. As I described in 

the methodology and methods section, the most recent (1999) standards therefore have 

abandoned descriptions of different types of validity, such as content, construct and 

criterion related, for a unitary concept. This unitary concept of validity is made legitimate 

by reference to five different sources of evidence. These sources of evidence are: 

 From the test content;  

 From the internal structure; 

 From relations to other variables; 

 From the consequences of testing;  

 From the response processes. 

 

For the purposes of this study there are four sources of evidence used to argue for the 

validity of the YLOT and CASQ . These are: from the test content; from the internal 

structure; from relations to other variables; and  from the consequences of testing. I will 

investigate the YLOT and then follow with the CASQ. 

4.4.1 Evidence of internal structure 

Evidence of the internal structure of the YLOT comes from a principal component analysis 

and from exploring the correlations of the subscales of the YLOT with each other. If the 

YLOT is a coherent and useful tool and I would hypothesise that the items relating to 

optimism cluster together and the items relating to pessimism cluster together as these 

form two distinct and discrete subscales. Further I would expect that the two subscales are 

negatively correlated with each other. 

 

The analysis carried out on the items from the YLOT used the data for all participants.  As I 

wished to discover whether there was an empirical summary of the data set I chose to 

carry out a Principal Components Analysis  (Tabachnick & Fidell, 1996, p. 664).  
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As there is some slight doubt as to whether the data satisfy the criteria for normality, 

unusually, the basis for the principal components analysis was a matrix comprising 

Spearman Rho Correlation Coefficients rather than the more usual Pearson Product 

Moment Correlation Coefficients. Such an approach was first suggested by Mittag (1993), 

however, I did not follow Mittag’s approach; instead I used a modified form of SPSS 

through use of the syntax editor.   

 

A principal components analysis (PCA) was conducted on the 12 items with orthogonal 

rotation (varimax). The Kaiser-Meyer-Olkin (KMO) measure verified the sampling adequacy 

for the analysis, KMO = .859. Field (2009) suggests that the minimum value for sampling 

adequacy is .5. The value obtained in the PCA falls within the region described by Field as 

very good. Of all the KMO values for the individual items, none were lower than .612, the 

majority being in the range .7 to .9, which exceeds the limit for acceptance of sampling 

adequacy. Bartlett’s Test of Sphericity Χ2 (66) = 814.783, p < .001, indicated that 

correlations between items were sufficiently large for PCA. An initial analysis was run to 

obtain eigen values for each component in the data. Two components had eigen values 

over Kaiser’s criterion of 1 and in combination explained 46.91% of the variance. The scree 

plot showed an inflexion that justified retaining both components, see figure 4.4 below. 

The table below (4.21) shows the factor loadings after rotation. The items that cluster on 

the same component suggest that components 1 represents optimistic responses and 

component 2 represents pessimistic responses. The Component Plot in the Rotated Space 

Diagram (Fig. 4.5) shows this clearly. 

The YLOT is designed to look at both optimism and pessimism and the evidence suggests  

that the responses to the questions do in fact cluster together as optimistic items and 

pessimistic items as shown in Figure 4.5 below. 

Fig 4.4 Scree Plot for YLOT 
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Fig 4.5   Component plot for optimism and pessimism items from the YLOT. 

 

 
Table 4.21 which follows shows a mathematical representation of the component plot: 

 

Table 4.23 Rotated Component Matrix - YLOT 

itemsa 

 
Component 

1 2 

Optimism q10 .728   

Optimism q12 .726   

Optimism q14 .709   

Optimism q4 .650   

Optimism q8 .633   

Optimism q6 .576   

Pessimism 11    .745 

Pessimism 9    .679 

Pessimism 13    .672 

Pessimism 5    .662 

Pessimism 3    .631 

Pessimism 7   .628 

Extraction Method: Principal Component Analysis.  

 Rotation Method: Varimax with Kaiser Normalization. 

a. Rotation converged in 3 iterations. 

 

 
The YLOT provides three scores, an optimism score, a pessimism score and an overall score 

derived by reverse scoring the pessimism scores and adding these to the optimism scores.  

I would hypothesise that the optimism score is  negatively associated with the pessimism 

score if these measures are seen as opposite ends of a spectrum with optimism and 

pessimism at either ends. This is exactly the theoretical underpinning of the YLOT. 

Therefore Spearman Rho Correlation Coefficients were calculated for the YLOT. 
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Table 4.22   Correlations between the subscales and total score for the 
YLOT 

Spearman’s Rho 
Correlation 
Coefficient OPTIMISM PESSIMISM TOTAL OPTIMISM 

OPTIMISM 1 -0.354** 0.759** 

PESSIMISM -0.354** 1 -0.856** 

TOTAL OPTIMISM 0.759** -0.856** 1 

**Correlation is significant at the 0.01 level (2-tailed); n=301 

  

 
These data reveal that the correlation coefficients obtained are in line with the theoretical 

predictions made about the outcome of the subtests scores. Further the clustering of the 

items of the subscale leads one to believe that the subscales have a coherent structure. 

These data are very much in line with those reported by Ey et al (2005) in terms of their 

analysis of the internal structure. 

 

Costello and Osborne have discussed the preference for varimax rotations as part of factor 

analysis because of the ease of interpretation (Costello & Osborne, 2005). However,  they 

argue that particularly in the social sciences the oblimin rotation is more useful as most 

variables are correlated in some way. Therefore an oblimin rotation based on these data 

was also carried out, the full report of this analysis is appended A5.8. The results are 

extremely similar to those obtained from the varimax rotation, which is exactly what 

Costello and Osborne predict if there is a strong underlying structure. 

 

4.4.2 Evidence of relations to other variables 

The scores from a valid instrument will correlate with the scores from other related 

measures. I would anticipate correlations with associated measures. In the planning stage I 

proposed to look for relationships of the YLOT with the following variables: 

1. An alternative measure of optimism, the CASQ (Children’s Attributional Style 

Questionnaire) 

2. The measure of childhood depression, the CES – DC (Centre for Epidemiological 

Studies – Depression in Children Scale: The Propensity for Childhood Depression) 

3. The measure of self esteem – The Rosenberg Test 
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The theoretical rationale behind exploring these relationships was that as the only other 

instrument available for exploring optimism in children, it would be perverse to ignore the 

CASQ. The originator of the YLOT also compared YLOT scores to CASQ scores (Ey et al., 

2005). 

 

As both sets of authors for the YLOT and CASQ claim, a high optimism score is likely to be 

protective against depression. Therefore I would predict that there is a negative correlation 

between the propensity for depression scale and the YLOT. Spearman’s Rho correlation 

coefficients were calculated again in order to address the issue of a lack of normally 

distributed data to work with. 

 

The correlation with the self esteem measure is calculated as I would hypothesise from a 

theoretical basis that optimism would correlate positively with self esteem as discussed 

earlier in the thesis. 

 

 

Table 4.24 The Spearman Rho correlation coefficients 

between the YLOT Total scores and associated measures 

Spearman's rho 

YLOT TOTAL 

 CASQ 

OPTIMISM 

SCORE 

(CASQ) 

Correlation 

Coefficient 

.421** 

  

  

ROSENBERG 

SELF ESTEEM 

(ROSE) 

Correlation 

Coefficient 

.593** 

  

  

CHILDHOOD 

DEPRESSION 

(CESDC) 

Correlation 

Coefficient 

-.477** 

**Correlation is significant at the 0.01 level (1-tailed); n =301 
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The results show that the correlations that exist between the items selected are significant 

at the 0.01 level. That is, the probability of gaining correlation coefficients of this 

magnitude if there is in fact no relationship between the variables, is less than 1%. 

 

The correlation results show that the correlations that were predicted from a theoretical 

basis were obtained. These findings provide further evidence for the view of the validity of 

the YLOT as an instrument for assessing optimism. 

 

4.4.3 Evidence from the test content 

Goodwin and Leech (2003) have described some of the ways of presenting evidence from 

the content of the test in order to support the validity of the instrument. These methods 

can be summarised within the aligning methodologies described by Bhola, Impara and 

Buckendahl (2003).  In short Bhola et al describe three levels of analysis: low, moderate and 

high complexity.  Low level refers to an approach where content experts judge each item in 

the test and indicate the extent to which the item meets the standards expected for the 

content. This would be similar to an enhanced type of face validity in the older 

nomenclature. The increasing levels of complexity then examine different dimensions such 

as cognitive complexity and a performance match for example. 

 

For the purposes of this study, the YLOT is based directly on the Life Orientation Test and 

the Life Orientation Test – Revised (LOT and LOT-R). The LOT and the LOT-R are the adult 

versions of the YLOT. The LOT was subject to extended review through the peer review 

process. As a consequence of such comment they then produced the revised version.  Thus 

although the YLOT has not been through a formal aligning process as described by Bhola et 

al, It is a reasonable assumption that an equivalent process has led to the development of 

the YLOT and the items within the test could be deemed to meet this criterion. 

 

Thus the YLOT could be seen to have evidence of validity in its test content, even in the 

English context, as the original paper was published in a British journal and subject to peer 

review. 
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4.4.4   Evidence from the consequences of testing :  the YLOT as an indicator of 

possible mental health difficulties,  for example childhood depression 

From his particular theoretical base, Seligman has suggested that any individuals who gain 

very low scores on the CASQ are likely to become depressed (Seligman et al., 1996). This 

section explores the extent to which the YLOT could be used in this way.  The most direct 

way to assess the association between the YLOT and the propensity to childhood 

depression is to calculate Spearman’s Rho correlation coefficient between the YLOT and 

the CES DC, the measure of the propensity to develop childhood depression. I would 

hypothesis therefore that those individuals who score at high levels on YLOT would score at 

low levels on the CESDC; that is the relationship would be a negative one. 

The strength of the association between the CES DC and the total optimism score  was 

modest at   - 0.477. The correlation with the subscales was 0.477 between the pessimism 

subscale and the CES DC, and the correlation coefficient between the optimism subscale 

and the CES DC was -0.275. All of these correlation coefficients were significant at the 0.001 

probability level for two tailed tests. These scores were in the direction anticipated. This 

result will be discussed further in the next chapter. 

 

This leaves one area of evidence for test validity which I have not formally collected. That is 

Evidence from Response processes and I will return to this area of evidence issues in the 

section which follows; the discussion. 

4.4.5 Summary of the YLOT validity investigation 

Thus, in sum, there are four areas of argument that I have described in the preceding 

section which appear to indicate support for the use of the YLOT as a valid instrument 

within English schools. 

 

4.5 Validity of the Children’s Attributional Style Questionnaire 

(CASQ) 

 

I propose to follow the same format and structure as I used in describing the validity of the 

YLOT. 
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4.5.1 Evidence of the internal structure of the CASQ 

 

The primary evidence I use comes from a principal component analysis and from exploring 

the correlations of the subscales of the CASQ with each other. If the CASQ  is a coherent 

and useful tool I would hypothesise that the items relating to each of the six subscales  

described earlier would cluster together  to form six distinct and discrete subscales. In 

addition I would expect that the subscales in response to bad events would correlate 

together and those subscales in response to good events would correlate together. 

 

The principal component analysis carried out on the items from the CASQ used the data for 

all participants. Again, as there is some doubt as to whether the data satisfy the criteria for 

normality, unusually, the basis for the factor analysis was a matrix comprising Spearman 

Rho correlation Coefficients rather than the more usual Pearson Product Moment 

Correlation Coefficients. Such an approach was first suggested by Mittag (1993). However, I 

did not follow Mittag’s approach, but instead used a modified form of SPSS through use of 

the syntax editor.   

 

A principal components analysis (PCA) was conducted on the 12 items with orthogonal 

rotation (varimax). The Kaiser-Meyer-Olkin (KMO) measure verified the sampling adequacy 

for the analysis, KMO = .557. Field (2009) suggests that the minimum value for sampling 

adequacy is .5. The value obtained in the PCA falls within the region described by Field as 

adequate. Of all the KMO values for the individual items, 15 were lower than .5 the 

majority (30) being in the range .above 0.5, the highest being .65. This latter value exceeds 

the limit for acceptance of sampling adequacy for these items. Bartlett’s Test of Sphericity 

Χ2 (1128) = 1635.731, p < .001, indicated that correlations between items were sufficiently 

large for PCA. An initial analysis was run to obtain eigen values for each component in the 

data. Nineteen components had eigen values over Kaiser’s criterion of 1 and in 

combination explained 59.39% of the variance. The scree plot showed an inflexion that 

justified retaining all components.  

 

In line with Costello and Osborne’s recommendations (2005) a further analysis on the CASQ 

data was carried out using the oblimin and a varimax rotation. The analysis failed to 

converge after 20 interations in either case, thus there does not appear to be either an 

oblique or an orthogonal structure underpinning the CASQ data. The data summarising the 

analysis is in the appendix A5.7. 
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In terms of correlations between the subscales, the evidence presented from the data is 

not particularly convincing. I examine the correlations between the scales relating to bad 

events first. Although there are some correlations which are significant, the strength of the 

correlation is very low. 

 
Table 4.25   The correlations between 
the permanence; pervasiveness and 

personal agency subscales of the CASQ 
in response to bad events 

 
PMB PVB PSB 

PMB 1.00 .172** -0.02 
PVB 

 
1.00 -0.01 

PSB     1.00 

**Correlation is significant at the 0.01 level  

(2-tailed); n =301 
 

 

 
Table 4. 26    The correlations between 

the permanence; pervasiveness and 
personal agency subscales of the CASQ 

in response to good events 

 
PMG PVG PSG 

PMG 1.00 .276** .175** 
PVG 

 
1.00 .185** 

PSG     1.00 

**Correlation is significant at the 0.01 level (2-

tailed); n =301 
 

 

 
 

The CASQ results are disappointing in that the principal components analysis has not 

revealed the structure that was anticipated but instead has identified 19 components when 

there were 48 questions. These data would appear to suggest that the assumed internal 

structure of the CASQ is not borne out by an analysis of the data. Further there is extremely 

modest support from inter-correlations for the six subscales in the structure of the CASQ. 

Cunningham (2003) also noted that when she attempted to discover an underlying factor 
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structure in the CASQ, she found between two and four factors per subscale, and hence she 

concluded that there was very little evidence of uni-dimensionality in the subscales. This 

would indicate that she had more than twelve factors but fewer than 24 factors. This 

finding from an equivalent group in Australia, is in line with the 19 components identified in 

this study. 

 

4.5.2 Evidence of relations to other variables 

The scores from a valid instrument will correlate with the scores from other related 

measures. I would anticipate correlations with associated measures. In the planning stage I 

proposed to look for relationships of the CASQ with the following variables: 

1. An alternative measure of optimism, the YLOT (Youth Life Orientation Test) 

2. The measure of childhood depression, the CES – DC (Centre for Epidemiological 

Studies – Depression in Children Scale: The Propensity for Childhood Depression) 

3. The measure of self esteem – The Rosenberg Test 

 

The theoretical rationale behind exploring these relationships was that as the only other 

instrument available for exploring optimism in children, it would be perverse to ignore the 

YLOT.  

 

If as both sets of authors for the YLOT and CASQ claim, a high optimism score is likely to be 

protective against depression, it would be reasonable to hypothesise that there is a 

negative correlation between the propensity for depression scale and the YLOT. 

Spearman’s Rho correlation coefficients were calculated again in order to address the issue 

of doubt about the normality of the distribution of the data. 

 

The correlation with the self esteem measure is calculated as I would expect from a 

theoretical basis that optimism would correlate positively with self esteem as discussed in 

the literature review. 
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Table 4. 27    The correlations 
between the CASQ and 

related tests 

Spearman's Rho 
Correlation CASQ 

CASQ 1 

Rosenberg Self 
Esteem 0.373** 

Childhood 
Depression Scale -0.262** 

YLOT 0.421** 

**Correlation is significant at the 0.01 

level (2-tailed); n =301 
 

 

The results show (Table 4.26) that the correlations that exist between the items selected 

are significant at the 0.01 level. That is, the probability of gaining correlation coefficients of 

this magnitude if there is in fact no relationship between the variables, is less than 1%. 

 

The correlation results show that the correlations that were predicted from a theoretical 

basis were obtained. These findings provide slight further evidence for the view of the 

validity of the YLOT as an instrument for assessing optimism. 

 

4.5.3 Evidence from the Test Content 

The theoretical and methodological basis for this argument was presented in 4.4.3.  

 

For the purposes of this study, the CASQ is based loosely on the Attributional Style 

Questionnaire (ASQ). The ASQ is an adult versions of the CASQ. The ASQ was subject to 

extensive review through the peer review process (Peterson et al., 1982). In creating a 

children’s version the authors will have taken in to account comments made in response to 

the production of the ASQ.  Thus although the CASQ has not been through a formal aligning 

process as described by Bhola et al, I would argue that an equivalent process has led to the 

development of the CASQ and the items within the test could be deemed to meet this 

criterion. 
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4.5.4   Evidence from the consequences of testing:  the CASQ as an indicator of 

possible mental health difficulties for example childhood depression 

As discussed above, Seligman (1996) has suggested that any individuals who gain very low 

scores on the CASQ are likely to become depressed. This section explores the extent to 

which the CASQ could be used in this way.  (Seligman et al., 1996). The most direct way to 

assess the association between the YLOT and the propensity to childhood depression is to 

calculate Spearman’s Rho correlation coefficient between the CASQ and the CES DC, the 

measure of the propensity to develop childhood depression. 

The strength of the association was low at  -0.262 with the total optimism score. All of 

these correlation coefficients were significant at the 0.01 probability level for two tailed 

tests. These scores were in the direction anticipated. This result will be discussed further in 

the next chapter. 

 

This leaves one area of evidence for test validity which I have not formally collected. That is 

Evidence from Response processes and I will return to this area of evidence issues in the 

discussion which follows. 

 

4.5.5 Summary of CASQ validity investigation 

On the basis of the evidence presented here, the validity of the CASQ when used in English 

schools is far from convincing.  For the remainder of this chapter I propose to concentrate 

on working with the YLOT in preference to the CASQ as the reliability of the CASQ can be 

described as at best, adequate or modest and the arguments supporting the establishment 

of its validity appear to be not so robust. 

4.6 The use of optimism measures to collect information about 

schools 
 

This section derives from the feelings evoked by schools, and how different schools feel 

from each other. In the initial phases of this work described in the introduction, the 

differences between scores for the pupils’ optimism measure were of interest and at that 

time I wondered whether the differences in optimism could be considered a proxy 

indicator for more systemic functioning of the schools and perhaps even the communities 

within which the schools were situated. 
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Therefore in this section the aim is to see whether the schools do differ in the optimism 

expressed by the children in year 5 and year 6.  

I propose to use the Analysis of Variance to explore the differences. Although this is a test 

which requires normality of data and homoscedasticity, recent work using Monte Carlo 

methods (Schmider, Ziegler, Danay, Beyer, & Bühner, 2010) has demonstrated that the 

ANOVA is in fact a robust test and not susceptible to breaches of the parametric 

assumptions traditionally underpinning the use of the ANOVA.  

The ANOVA carried out for all of these tests showed an  F ratio that was significant at the 

0.01 level apart from the RAI scores which were not significantly different at all. The full 

details of the analyses are appended.  

I include these data as I believe that they demonstrate the value of the test to capture the 

differences between schools 

I start by presenting a number of tables which show the differences between the schools. I 

have presented all the data as standard scores where the mean is 500 and the standard 

deviation is 100, in order to allow ease of comparison. 

The tables 4.26   to 4.30   below summarise the means, school by school, for a selection of 

the data gathered. 

The post hoc tests for these analyses are appended in A5.10. As the sample sizes were 

unequal Gabriel’s procedure was used and also the Games-Howell procedure as equal 

variances could not be assumed (Allen & Bennett, 2010). Boxplots are also provided which 

give a rapid overview of the differences between the schools described. 

The first table 4.26 summarised the optimism, self esteem and childhood depression scores 

for the six participating schools. 

These data show that Citypark school is clearly the most optimistic and has the lowest 

likelihood of childhood depression, whereas Town school is the school with the lowest 

scores in almost all categories. 
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Table 4.28   The standardised scores from the two optimism tests (YLOT and CASQ), the 
childhood depression test  (CESDC)and the Rosenberg Self Esteem Test (ROSE) school 

by school. 

School YLOT CASQ CESDC ROSE 

TOWN 465 476 545 435 

ESTATE 484 470 519 469 

MOOR 498 505 477 495 

SEASIDE 501 504 488 510 

CITYCHURCH 501 509 491 508 

CITYPARK 550 535 461 551 

These standardised data have a mean of 500 and a standard deviation of 100 
 

 

To evaluate the differences between the six schools a one-way between groups analysis of 

variance (ANOVA) was conducted. The F test was significant for all tests between schools as 

shown below against each test along with the school differences revealed by the post hoc 

tests: 

YLOT: F(5,297) = 4.549, p=0.001 – Estate, Moor versus Citypark 
CASQ: F(5,297) = 3.570, p=0.004 – Estate and Citypark 
CESDC: F(5,297) = 5.556, p=0.000 – Moor, Citychurch and Seaside and Town 
ROSE: F(5,297) = 8.363, p=0.000 – Town and Citypark  
 
The data in the next table, 4.28, display the differences across schools with regard to the 

classroom data. The underlying hypothesis here is that an optimistic child will be a self 

motivating and persevering child – see section 2.4.2. The school climate data was added to 

explore the possibility that there might be a link between the levels of motivation and 

autonomy expressed and the ethos of the school. If we explore the extreme values once 

more we see that Citypark School, the most optimistic, also has the highest levels of 

autonomy (RAI) and intrinsic motivation (INTRIN MOTIV). Next I turn to the school climate 

data, the figure of 440 shows for head teacher shows that the head teacher is directive and 

burdens with bureaucratic demands yet is not particularly supportive. Equally the staff 

score of 477 is below the norm. This value indicates that the school staff is apparently not 

particularly committed to the children, nor are they particularly collegiate, and they may be 

disengaging from the school. Thus, the school climate data does not tie in with the 

children’s scores. It is almost as if the children respond in the way that they do despite the 

school staff. Therefore the data from this school do not support the hypothesis. 
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To evaluate the differences between the six schools a one-way between groups analysis of 

variance (ANOVA) was conducted.  YLOT has been excluded as the ANOVA was reported at 

the start of this section. The F test was significant for three of the four tests between 

schools as shown below against each test along with the school differences revealed by the 

post hoc tests: 

LCQ: F(5,297) = 5.4667, p=0.000 – Seaside and Estate 
EXTREG: F(5,297) = 2.406, p=0.037 – Citychurch and Seaside 
INTRINMOT: F(5,297) = 1.858, p=0.102 – NO DIFFERENCES 
RAI: F(5,297) = 2.920, p=0.014 – NO DIFFERENCES 
SCHCLIMHT - EXCLUDED FROM ANALYSIS AS SCHOOL LEVEL RESULTS ONLY AVAILABLE 
SCHCLIMCT – EXCLUDED FROM ANALYSIS AS SCHOOL LEVEL RESULTS ONLY AVAILABLE 

Table 4.29    The standardised school based measures of optimism (YLOT) autonomy (LCQ; 
EXTREG; INTRINMO; RAI)  and school climate (SCHCLIMHT; SCHCLIMCT), school by school 

School YLOT LCQ EXTERN 
REG 

INTRIN 
MOTIV 

RAI SCHCLIMHT SCHCLIMCT 

TOWN 465 506 460 508 527 312 457 

ESTATE 484 472 524 502 482 464 419 

MOOR 498 544 509 474 479 578 685 

SEASIDE 501 553 508 513 506 607 659 

CITYCHURCH 501 478 512 463 469 363 601 

CITYPARK 550 487 494 517 524 440 477 
These standardised data have a mean of 500 and a standard deviation of 100 

 

Seaside school has the best school climate scores and their optimism score and Learning 

Climate Score (LCQ) are in second place, these data from this school supports the 

hypothesis.  

Table 4.29 shows optimism scores alongside religious affiliation.  These data are not 

normally distributed. However I am presenting these data purely descriptively. The 

hypothesis underpinning collecting these data is that a faith is said to be protective against 

mental illness and indeed one could argue that those with faith are likely to be optimistic. 

In so far as Estate school has one of the lowest optimism scores and also has the highest 

level of no expressed religion, the hypothesis would appear to be supported. However the 

issue is not so clear cut as Town school, the least optimistic, has also the highest level of 

professed Christianity.  
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To evaluate the differences between the six schools a one-way between groups analysis of 

variance (ANOVA) was conducted.  YLOT has been excluded as the ANOVA was reported at 

the start of this section. The F test was significant for levels of religious affiliation between 

schools as shown below against each test along with the school differences revealed by the 

post hoc tests: 

% CHRISTIAN: F(5,297) = 202.77, p=0.000 – Citychurch, Citypark and Estate and Town, Moor 
and Seaside 
% MUSLIM: F(5,297) = 125.89, p=0.000 – Moor, Seaside, Town, Estate and Citypark and 
Citychurch 
% HINDU: F(5,297) = 75.07, p=0.000 – Moor, Seaside, Town, Estate and Citypark and 
Citychurch 
%NOR: F(5,297) = 33.95, p=0.000 – Seaside, Citypark and Moor, Town and Citychurch and 
Estate 
 

Table 4.30     The standardised measures of optimism  (YLOT)  against religious affiliation, 
school by school 

School 

YLOT  CHRISTIAN  MUSLIM  HINDU  NO RELIGION 

TOWN 465 757 0 175 468 

ESTATE 484 367 0 286 721 

MOOR 498 701 0 0 453 

SEASIDE 501 715 0 87 421 

CITYCHURCH 501 362 595 607 498 

CITYPARK 550 325 629 534 475 
These standardised data have a mean of 500 and a standard deviation of 100 

 

In Table 4.30, the levels of optimism are compared with socio-economic data. In these data 

the higher the number, the greater the levels of deprivation, so for example the Estate 

school children live in the worst environment and have the lowest levels of skills, education 

and training. Exploration of these data reveals no clear patterns.  

To evaluate the differences between the six schools a one-way between groups analysis of 

variance (ANOVA) was conducted.  YLOT has been excluded as the ANOVA was reported at 

the start of this section. The F test was significant for all environmental factors between 

schools as shown below against each test along with the school differences revealed by the 

post hoc tests: 
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LIVENV: F(5,297) = 56.84, p=0.000 – Seaside and Town, Moor and Citychurch, Citypark and 
Estate 
ECODEP: F(5,297) = 18.42, p=0.000 – Seaside and Moor and Citychurch, Town, Citypark and 
Estate  
EDSKTR: F(5,297) = 208.40, p=0.000 – Moor, Seaside, Citychurch, Citypark and Town and 
Estate  

Table 4.31    The standardised measures of optimism against SES data: living 
environment (LIVENV); economic deprivation (ECODEP) and education skills and 

training (EDSKTR), school by school 

School YLOT LIVENV ECODEP EDSKTR 

TOWN 465 455 515 502 

ESTATE 484 722 582 769 

MOOR 498 419 429 262 

SEASIDE 501 384 407 402 

CITYCHURCH 501 538 491 332 

CITYPARK 550 552 553 271 
These standardised data have a mean of 500 and a standard deviation of 100 

 

In the last table 4.31, the underlying hypothesis is that healthy communities are more likely 

to promote optimistic behaviour and therefore a positive correlation might be expected 

between the school optimism data and the health data. Again the data are not clear cut. It 

is only for the two least optimistic schools where the lowest levels of mental health tie in 

with the optimism scores. This observation justifies further data collection across a large 

number of schools to ascertain how real this observation is. 

To evaluate the differences between the six schools a one-way between groups analysis of 

variance (ANOVA) was conducted.  YLOT has been excluded as the ANOVA was reported at 

the start of this section. The F test was significant for the two environmental factors 

between schools as shown below against each test along with the school differences 

revealed by the post hoc tests: 

HEALTH: F(5,297) = 42.455, p=0.000 – Seaside, Moor and Town, Citychurch, Citypark and 
Estate  
MENTAL HEALTH: F(5,297) = 333.041, p=0.000 – Moor, Seaside and Citypark, Citychurch 
and Town and Estate 
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Table 4.32   The standardised measures of optimism against health 
and mental health community level data, school by school 

School YLOT HEALTH MENTHE 

TOWN 465 505 500 

ESTATE 484 631 763 

MOOR 498 114 268 

SEASIDE 501 358 417 

CITYCHURCH 501 533 476 

CITYPARK 550 584 493 
These standardised data have a mean of 500 and a standard deviation of 100 

 

These data reveal that there are some differences that are being picked up by the tests that 

were used. 

In order to explore the relationships between these data, I carried out further regression 

analyses to explore the extent to which the YLOT scores might be indicative of trends other 

child level indicators; school level indicators and community level indicators. 

 

4.7 Associations between the data collected: The YLOT as a proxy 

indicator for other child level indicators. 
 

The exploratory data analyses for the data used in the multiple regression analyses are 

shown in the appendix A5.9. As multiple regression analysis is susceptible to outliers, the 

transformed data was used in these analyses. Mutlivariate outliers and multcollinearity  

was checked for using the Tolerance and VIF statistics as part of the multiple regression 

analysis. All these results are reported in the appendix 

The analysis carried out in order to estimate the strength of the relationships between the 

YLOT and other child level indicators was a multiple regression analysis. The minimum 

sample size needed for a population of 500,000 with confidence limits of 7 and statistical 

significance level of .95 is 196 derived from an on line calculator (National Statistical 

Service, 2011). The sample size in this study is 303.  

The type of multiple regression analysis used is the standard analysis which, as Tabachnick 

and Fidell  (1996) point out, should be used in preference to Sequential or Statistical 

multiple regression analyses unless there is a very good reason otherwise. Such reasons 
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might include theoretical justifications for entering the independent variables in a specified 

order, or in the case of statistical analyses, for model building. 

The dependent variable in the analysis will be the YLOT total optimism score. The 

independent variables are  the Rosenberg Self Esteem Measure and the CESDC childhood 

depression measure. 

Multiple regression analysis was used to test if optimism as measured by the YLOT 

significantly predicted participants' self esteem; likelihood to suffer childhood depression.  

The results of the regression indicated the two predictors explained 39.2% of the variance 

(R2=.392, F(2,302)=105.82, p=.000).  It was found that optimism significantly predicted self 

esteem tendencies (β = .466, p=000), and childhood depression (β = -.28, p=.000).   

4.8 Associations between the data collected: The YLOT as a proxy 

indicator for school level data 
The theoretical basis for the analysis was explained in the previous section 4.7, and I will 

not repeat that description here as the characteristics of the data remain the same. 

Multiple regression analysis was used to estimate if optimism as measured by the YLOT 

significantly predicted the learning climate measure and the relative autonomy index, both  

dependent on school climate and personal input. The results of the regression indicated 

that the two predictors explained 8% of the variance ( R2=.075 F(2,302)=12.24,p=.000) It 

was found that optimism significantly predicted learning climate (β = .196, p=.001) and 

relative autonomy index (  β = .176, p=.002) 

The impact of school climate from the head teacher perspective and the class teacher 

perspective was assessed upon optimism as measured by YLOT, self esteem and the 

childhood depression measure. The impact of the head teacher measure of school climate 

was not significant at any point. However the school climate class teacher measure 

predicted childhood depression (β = -.055, p = .022), however the impact is very slight. 

 

4.9 Associations between the data collected: The YLOT as a proxy 

indicator for community level data 
The analysis was carried out on data whose characteristics were similar to those discussed 

in section 4.7, so the underlying assumptions will not be discussed further here. 
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Multiple regression analysis was used to estimate whether optimism as measured by the 

YLOT significantly predicted the following deprivation measures: economic deprivation; 

levels of education, skills and training; and health. The results of the regression indicated 

that the three predictors explained 4% of the variance ( R2=.035 F(2,302)=3.751,p=.011) It 

was found that of the three optimism significantly predicted only education skills and 

training (β = .-196, p=.005).  

NOTE 

Although data were gathered for SATs, and the SDQ – these data were not used in the 

analyses. The reasons are as follows. The SATs data obtained from the schools was variable. 

In some schools I had a complete data set for all children, as the school insisted the Y5 

children take the SATs that are optional. Other schools chose not to take the optional SATs. 

Therefore, as the data set were incomplete I decided not to use these data. 

I asked the class teachers to complete the SDQs in their own time. Despite reminders, a not 

all teachers returned the data and therefore as the data set was small and incomplete. I 

decided not to use it 

 

4.10 Summary 
 

In this chapter the results obtained in the study in response to the research questions  and 

hypotheses have been presented. These results related to the reliability and validity of the 

Youth Life Orientation Test and the Children’s Attributional Style Questionnaire in English 

contexts. The results section concluded by examining the Youth Life Orientation Test alone 

as the reliability and validity data did not support continued use of the CASQ particularly 

when compared to school and community level measures.  
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5. Discussion and Conclusion 
 

Overview of chapter 
I  propose to discuss the findings from this project and then discuss any conclusions that 

could be drawn from the findings. I will then summarise the conclusions in a final section. 

Therefore, this chapter comprises a number of sections, in which I shall discuss the 

following: 

5. Discussion and Conclusion 
    

5.1  Reliability of the Youth Life Orientation Test 
(YLOT) and the Children’s Attributional Style 
Questionnaire (CASQ) 

 

 5.1.1 Reliability of the YLOT  
 5.1.2 Reliability of the CASQ  
 5.1.3 SEM and its impact on practical use of these tests    
 5.1.4 Summary of Questionnaire Reliabilities  

5.2  Validity of the  Youth Life Orientation Test (YLOT) 
and the Children’s Attributional Style 
Questionnaire (CASQ) 

 

 5.2.1 Validity of the YLOT  
 5.2.2 Validity of the CASQ  
 5.2.3 Summary of Questionnaire Validities  

5.3  Use of YLOT as a proxy indicator  
 5.3.1 Use of YLOT as a proxy measure at an individual level  
 5.3.2 Use of YLOT as a proxy measure at a school level  
 5.3.3 Use of a YLOT as a proxy measure at a community level   
 5.3.4 Summary of use of YLOT as a proxy indicator and modelling  

5.4   Critique of methods  
 5.4.1 Strengths of methods  
 5.4.2 Weakness of methods  
 5.4.3 Summary of critique of methods  

5.5  Contribution to knowledge – the significance of 
the study 

 

 5.5.1 Professional and Personal contributions  
 5.5.2 Theoretical contributions  
 5.5.3 Summary of contributions to knowledge  

5.6  Looking outwards from this study  
 5.6.1 Directions for further work  
 5.6.2 Conclusions  
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5.1 The reliability of the measures for optimism for children and 

young people, the Children’s Attributional Style Questionnaire and 

the Youth Life Orientation Test. 
 

5.1.1 Reliability of the YLOT 

The results clearly show that the Youth Life Orientation Test (YLOT) is  reliable when used 

with children and young people in English schools. Both the internal consistency reliability 

measure and the test retest measure were at a sufficiently high level to have confidence in 

the test that would measure equivalently on different occasions. The levels of reliability 

obtained were in line with the only other study of this kind, that of Ey and his colleagues 

(Ey et al., 2005).  

Although I have described the reliability coefficients that I obtained as good, there is no 

absolute value of the reliability coefficient above which a test could be regarded as usable 

Nunnally (1970, p. 127). Nunnally goes on to state that one is suspicious of a test that has a 

coefficient under 0.80. However he also provides a formula for estimating how many extra 

items would be needed in order to increase the reliability of the measure.  

 

In later work Nunnally and Bernstein make the point that a reliability coefficient of 0.7 

would be acceptable for test use for research purposes (Nunnally & Bernstein, 1994) p262.  

However when a test is used for making decisions about individuals then the reliability 

coefficient should exceed 0.90. 

 

The total optimism score is calculated by reverse scoring the pessimism scale and adding to 

the optimism scale. The larger values for reliability of the total scale are a reflection of the 

relationship between the numbers of scores and the reliability coefficients. The greater the 

number of scores, the larger the coefficient.  

 

On this basis the YLOT can be seen to be a test that could be used for research purposes on 

the basis of its Cronbach alpha coefficient. In order to use the test for individual decision 

making the test needs extending to increase the reliability coefficient. Using the reverse 

Spearman Brown formula   (Guilford & Fruchter, 1978; Nunally, 1970) the YLOT would need 

to be 26 items long to approach reliability coefficients of .90 instead of the current length 

of 12 items with additional fillers. 
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This project has shown that the results for the reliability of the YLOT were good enough for 

general surveys or for research purposes. However it would not be appropriate to make 

decisions that affect life chances or opportunity on the basis of the YLOT score alone. The 

reason for Nunally’s cut-off point is in all likelihood a reflection of the coefficient of 

determination associated with the scores. For example the coefficient of determination for 

a reliability score of 0.9 will be the square of the value, that is 0.81. This means that we can 

expect that 81% of the variation in scores on the test can be attributed to in our case 

optimism, the remaining 19% derives from other factors.  Thus for the YLOT the coefficient 

of determination derived from the alpha score is 0.65. 

It is important to remember that this test is in fact measuring a broad brush confidence (or 

doubt) that unspecified good things will happen, not linked in any way to any domain of 

endeavour or to any specific context. 

So  assuming that the problems associated with self report measures were minimal in this 

study – an assumption that will be discussed further in section 5.4.1. It is interesting to ask 

why the reliability of the YLOT measure was not higher? The Ey et al paper mentioned 

earlier obtained very similar reliability measures 

The main difference between the Ey study and this study was that its authors read the 

items out to the participants. In the present project the items were read out to those 

children whose special educational need made it difficult for them to complete the 

measures unaided, but all other children read the questions themselves. Whether this had 

any impact on reliability cannot be ascertained. 

The test-retest reliability coefficients were of a lower order than the Cronbach alpha  

coefficients. This was anticipated as the test-retest coefficient is almost always of a lower 

order.  

The differences between the test-retest reliabilities between this study and the Ey study 

will be to a large extent due to the difference in timings between the test and the retest. Ey 

et al also carried out a test-retest  reliability calculation for a time of 30 days,  four days less 

than the mean period used in this study, and found that the reliability coefficient had 

improved to 0.68 for the optimism and pessimism scales and 0.70 for the overall scale. 

Thus we could conclude that YLOT is a measure that is sufficiently reliable to enable use 

English Schools. It is justified to make this claim as the schools selected were chosen to 
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represent a broad cross section of English society in terms of socio-economic status, 

ethnicity and geography in terms of urban, suburban and rural settings. 

 

5.1.2 Reliability of the CASQ 

Firstly turning to the Children’s Attributional Style Questionnaire CASQ).   

 
The CASQ comprises six subscales. The mean reliability of the six subscales was 0.33,  and 

the range was 0.242 to 0.430. If we calculated the coefficient of determination for this 

mean measure we could say that 11% of the variance in the scores is due to the attribution 

measured by that score whereas 89% of the variance is associated with other scores.  If the 

composite optimism score is taken which is calculated from an amalgamation of the 

subscale scores, then the Cronbach alpha reliability is 0.508. Again calculation of the 

coefficient of determination yields a value of 26% of the variance measured by this test 

could be attributed to optimism,  and 74% to other factors. 

Using the reverse Spearman Brown formula reported in Guilford and Fruchter (1978) to 

attain a reliability of 0.9, the whole scale would need to be nearly nine times longer and 

have approximately 424 items in order to achieve a reliability score of at least 0.9. 

As discussed above, in the case of the YLOT the test-retest coefficients for are lower 

compared to the Cronbach alpha coefficients. When the CASQ coefficients are compared, 

the test-retest coefficients in this case are higher than the Cronbach alpha coefficients. I 

think that this might be an artefact of the format of these tests. The YLOT is a short test 

with broad context free questions. The CASQ is a long test – four times the length of the 

YLOT - whose questions are very context specific. The major criticism of the test-retest 

reliability method as discussed earlier is that it can be an indicator of the individual’s 

memory as much as a measurement of some characteristic. If there was no error 

component this would not be a disadvantage, as the score on the initial testing would be a 

perfect estimate of the characteristic in question and in which case there would be no need 

for reliability analysis.  

 

With the YLOT and CASQ, the higher Test-Retest coefficient for the CASQ may well be a 

reflection of the precise focus on specific instances which allow the individual pupils to give 

the same answer. With the much more context free YLOT there was no similar memory 

stimulus and this may possible explain why the coefficient is lower. 
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The Seligman et al paper (1984) in which the CASQ is first described reports the very 

modest reliabilities for the subscales, with a higher reliability for the composite score. The 

results for this study are in line with these original findings, although the reliabilities are 

very slightly lower. 

As I described in the results and analysis section, the CASQ results are disappointing in that 

the principal components analysis has not revealed the anticipated structure. These data in 

the results section would appear to suggest that the assumed internal structure of the 

CASQ is not borne out by an analysis of the data. Further there is extremely modest 

support from inter-correlations for the six subscales in the structure of the CASQ. 

Cunningham (2003) also noted that when she attempted to discover an underlying factor 

structure in the CASQ, she found between two and four factors per subscale, and hence she 

concluded that there was very little evidence of uni-dimensionality in the subscales. This 

would indicate that she had more than twelve factors but fewer than 24 factors. This 

finding from an equivalent group in Australia, is in line with the 19 components identified in 

this study. 

 

The test-retest reliabilities found here are comparable with Seligman’s original work, 

although once again the figures obtained in this study are lower. Other authors who have 

assessed the reliability of the CASQ report very similar levels of reliability (Cunningham, 

2003; Panak & Garber, 1992; Thompson, Kaslow, Weiss, & Nolen-Hoeksma, 1998). Aydin 

claims that the Turkish version of the CASQ has high internal consistency but no coefficient 

is quoted with a test-retest reliability score of 0.83. However it is not clear from Aydin’s 

paper whether she carried out these investigations or is reporting someone else’s work. 

I think that the interesting point about the comparison of these figures is that the test-

retest reliability for both the present study and the original study is for the most part 

higher than the Cronbach alpha reliability. I wonder if the reason for this is an artefact of 

the construction of this test. The test comprises 48 different brief scenario descriptions; 

with a forced choice answer between two options. Could the very specific scenario 

descriptions along with the very restricted choice of responses make memorising the 

answers from the first administration easier? 

The second point for consideration is why the reliabilities for this instrument are poor 

(modest) in English schools as elsewhere.  As will be discussed in a later section one of the 
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sources of distortion arising from self-report measures may be when hypothetical 

situations are described. It is quite likely that a number of the scenarios described in the 

CASQ have not been experienced directly by the respondents. For example one item 

discussed two possible reasons for one’s pet being run over. One respondent asked me 

how she should answer this as her pet was a fish. I had to persuade her to imagine that she 

owned a cat or dog which could be run over. Thus a number of the responses may well be 

hypothetical for many of the respondents, and therefore the responses may show little 

consistency.  

The issue of responses in the CASQ is further compounded as for a number of items the 

responses provided are not responses that have any meaning for the respondents. A 

notable example describes getting a bad mark in school, the two options for the answer  

provided are “I am stupid” and “Teachers mark unfairly” The question is designed to try to 

ascertain whether there is an internal or personal attribution made by the respondent 

when answering this question. In every school in which I worked there were a number of 

children who queried this item, and said that they could not answer with either of these 

answers. This item was not the only item that caused some discomfort. The low reliability 

may well be in part a reflection of the inability to answer in a way that made sense 

personally to the respondents.  

I think that the designers of the instrument deliberately included eight examples/scenarios 

for each of the six subscales to allow for one or two responses that fail to reflect any reality 

for the respondent, without compromising the overall usefulness of the measure. However 

if there are a number of items with such responses combined with a number of 

hypothetical scenarios, it could well be that the respondent has indicated answers in a 

random fashion for those items. This could I believe, seriously undermine the reliability of 

the instrument.  

Peterson et al (1982) produced an adult version of the attributional style questionnaire 

before the CASQ was produced. This instrument too has had modest reliabilities. Since 

1982 the instrument has been through two further manifestations (Dykema, Bergbower, 

Doctora, & Peterson, 1996; Peterson & Villanova, 1988) in an attempt to improve the 

reliability. The measure is not the same format as the CASQ.  Seligman (1998) has produced 

a measure that is very similar to the CASQ apart from the content of the questions which 

he published in his book Learned Optimism (Seligman, 1998). Seligman does not provide 

reliability coefficients for the measure which is most similar to the CASQ. 
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In a revision of the ASQ, Dykema et al (1996) reduced the number of scenarios to twelve. 

They asked respondents to suggest a cause for the event and then asked the respondents 

to estimate on a +3 to -3 scale the impact of this event in terms of pervasiveness, 

permanence and personal dimensions. The scenarios were more general than those in the 

original ASQ, although still focused. For example “you have an argument with someone in 

your family” As a result of these changes Dykema and his team report enhanced reliabilities 

of up to .81. To date this type of approach has not been tried with children. Perhaps the 

format of the revised ASQ is thought to be too complex for children to use. This is an area 

which is worthy of further work.  

Although the CASQ and YLOT are known as measures of optimism in children, they are in 

fact measuring different aspects of optimism. The correlations between CASQ and YLOT  

(Ey et al., 2005) are not high and this may be a reflection of the fact that the reliability of 

the CASQ is low. It may also reflect that they are exploring different aspects of behaviour, 

the CASQ a response to specific domains and contexts and the YLOT providing a general 

and overarching estimate of the confidence or doubt that good things will happen. 

In terms of utility a reliable version of the CASQ would be very useful as a means of 

identifying those children and young people who have a pessimistic attributional style. A 

child’s attributional style is seen by Seligman and his team as largely a learned response, 

suggesting therefore that a pessimist could learn and adopt a more optimistic style. This 

learning and adoption of an optimistic attributional style forms the theoretical 

underpinnings of the Seligman Inoculation Programme/Penn Prevention Programme 

(Seligman et al., 1996) which is basically a programme of cognitive behaviour therapy 

aimed particularly at modifying attributions which are unhelpful and limiting to an 

individual. 

5.1.3 Standard Error of Measurement  - SEM and its impact on practical use of 

these tests   

 

In an earlier section, 4.2.2, the impact of the standard error of measurement of a test was 

discussed briefly, and it was argued that the larger the SEM, the less useful the test may be 

at identifying change in an individual’s performance, particularly if the scale has a limited 

range. The SEM allows statements to be made about how imprecise a test score may be. 

The SEM is calculated using the standard deviation of scores from the test and the 

reliability coefficient. If it is multiplied by the appropriate z score, a value is arrived at which 

will allow the calculation of confidence limits. That is, a range around the score obtained in 

which we can have a certain level of confidence that the true score will fall. 
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Confidence that 
true score will fall in 

range of: 

Z value If a score on a test was 14 and the SEM on 
the test was 2, then: 

68% 1.0 We can be 68% confident that the true 
score will fall in the range  12 - 16 

80% 1.28 We can be 80% confident that the true 
score will fall in the range  11.44 – 16.56 

90% 1.65 We can be 90% confident that the true 
score will fall in the range  10.7 – 17.3 

95% 1.96 We can be 95% confident that the true 
score will fall in the range  10.08 – 17.92 

 

The table shows the impact of raising the confidence level, in that the confidence limist 

increase. Harvill comments that most commonly in educational measurement, the 

confidence limits used are the 68% (Harvill, 1991).  

In this project there are of course a range of reliability coefficients that have been 

calculated, each looking at a slightly different aspect of test, testers and test takers 

behaviour.  

For the CASQ, the SEMs obtained are: 3.22 with the Cronbach Alpha internal consistency 

coefficient and 3.00 with both the Test-Retest and ICC coefficients. 

For the YLOT the SEMs obtained are 2.95 with the Cronbach internal consistency coefficient 

and 4.23 with both the test-retest and the ICC coefficients. 

Thus if we use the YLOT with the commonly used 68% limits the confidence limits around 

any score would be ±4 if the decimal is rounded down. Thus to be certain of any change we 

would need to look for a change of at least eight points. Any less than eight points, the 

respective confidence limits would overlap. The test-retest/ICC coefficient would be most 

appropriately used as this is looking at long term stability of the test, rather than the 

relationship of the various aspects of the test as estimated by the internal consistency 

coefficient. 

 

5.1.4 Summary of the Questionnaire Reliabilities 

The YLOT has been shown to have good psychometric properties for reliability and as such 

could be considered for use in English contexts. 

As the CASQ  does not display the same level of reliability, that is the error component of 

the score is likely to exceed the true score most of the time, I believe that this may well put 

the use of the CASQ in English contexts in doubt. Before any final decision could be made it 

is necessary to look at the validity of the CASQ. 
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5.2 Validity of the Youth Life Orientation Test (YLOT) and the 

Children’s Attributional Style Questionnaire (CASQ) 
 

5.2.1 Validity of the YLOT 

Using the five component model of validity proposed by those bodies responsible for 

making policy on educational and psychological testing within the United States (American 

Educational Research Association (AERA) et al., 1999) in the analysis and  results section 

the issues of validity were discussed in four of the five components: test content; internal 

structure,  relations to other variables and consequences of testing. The remaining 

component, response processes, was not assessed as part of this study and discussion of 

this area was reserved for this section 

The concept of responses processes is related to the issues deriving from the use of self 

report measures. These issues will be discussed in detail in a later section of this chapter. 

The aspects arising from self report measures mentioned so far have had reference to the 

impact the self report issues might have on the reliability of a measure. The discussion 

centred on the impact that questions that were not meaningful or beyond the salience of 

respondents would have on reliability measures. Equally if an item is not understood or 

refers to experiences that are unknown to a respondent, the inclusion of such items would 

have an impact on the validity.  

The questions that form the YLOT refer either to negative (pessimistic) expectations or 

positive (optimistic) expectations. An example of a negative item is “Things usually go 

wrong for me” and an example of a positive item is “I am a lucky person”  

The threat to validity arising from the response process is often described in terms of 

whether the respondents use socially desirable responses.  As I implied earlier, I believe 

that the content of the YLOT is written in such a way as to make it very difficult to see what 

a socially desirable response would be. For example it is worth questioning whether it is 

more socially desirable to say that one is lucky rather than things usually go wrong. There 

may be a cultural aspect to the way that answers are given. However further comment is 

beyond this project and could form the basis of further work. 

The remaining area of validity for consideration here is the consequences of testing. This 

sentence begs the question:  - why would a teacher or an educational psychologist wish to 

know whether a child was optimistic or not? When I started this project, I was very taken 

with the theoretical underpinning of the CASQ and its very clear link into an intervention to 
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make individuals more optimistic with the consequent health and career benefits. Also, I 

was mindful of the benefits obtained by optimists in terms of increased resilience to 

disturbing events.  

As the project has unfolded it has become clear that the CASQ may not be completely fit 

for purpose in its present form. Furthermore, it has become clear that the YLOT which is fit 

for purpose is not going to be particularly useful at identifying those individuals who might 

benefit most from the Seligman programme.  

If we now consider the consequences of using the YLOT as a proxy indicator of propensity 

for depression, it is very difficult to estimate the impact such information might have on a 

classroom teacher. The ideal response might be that a teacher would be aware that the 

pupils might at some point experience some manifestation of depression and if that 

happened, would be able to be appropriately supportive, and liaise with parents about 

working in ways that would hasten recovery. The worst type of response might be one that 

provoked or exacerbated a depressive episode through clumsy, ill timed, or inappropriate 

words and comments. 

If the YLOT were to be used for research processes, I believe that there would be room for 

further work in trying to disentangle the many terms which are in use to explain positive 

aspects of existence, for example: high self esteem; eudaimonia; hedonia; flourishing; well-

being; optimism; flow; self regulation and self determination. I believe that the use of the 

YLOT in these circumstances would be of great benefit. 

5.2.2 Validity of the CASQ 

As with the YLOT, an examination was made in the analysis and results chapter of the test 

content, internal structure, relations to other variables and consequences of testing. The 

most interesting finding I believe was that the internal structure of the CASQ could not be 

reconciled with the theoretical framework on which the measure is based. Cunningham 

came to very similar conclusions in her psychometric evaluation of the CASQ  in Australia, 

using a different method to explore the internal structure (Cunningham, 2003). The other 

arguments that could be made for supporting the validity of the measure were weak at 

best. Of course it could be that the weak reliability of the CASQ has masked its validity. This 

is not to undermine the attributional theory that underpins the CASQ, but merely to 

conclude that the CASQ in its present form in English contexts does not reflect the 

underlying theory. Its validity is weak. 
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5.2.3 Summary of Questionnaire Validities 

The YLOT clearly has been shown to have validity in English contexts. 

The CASQ is weakly valid and when this low validity is considered in conjunction with the 

reliability of the CASQ, I think that its utility is in doubt. The CASQ was chosen for this study 

in preference to the CASQ – Revised (Thompson et al., 1998)  because unlike the 1998 

revision the CASQ has been used in schools who have independently started to explore this 

issue. 

As the CASQ  does not display the same level of reliability or validity as the YLOT, that is the 

error component of the score is likely to exceed the true score most of the time I have 

made the decision not to include the scale in any subsequent analyses in this thesis. The 

reason is because any associations or relationships between the CASQ and any other factor 

that might have been discovered would likely be due to chance rather than any relationship 

or association that may really exist. 

5.3 Use of YLOT as a proxy measure 

5.3.1 Use of YLOT as a proxy measure of individual level characteristics  

The literature review highlighted sources which demonstrated links between those who are 

optimistic and the likelihood of acquiring some form of depression. The measure used in 

this study for assessing the propensity for childhood depression was a version of the CES 

DC, revised and published by Seligman (1996). The levels of association between the CES 

DC and the YLOT were moderate rather than strong. Therefore it would not be justified to 

use the YLOT alone as an indicator of a likelihood to suffer from childhood depression.  

Seligman in the Optimistic Child (1996) clearly believes that those individuals who gain a 

low (pessimistic) score on the YLOT have a propensity to develop childhood depression as  

he counsels that the parents of children with a very low score should consult with their 

doctor. It is important to ask whether a similar warning be warranted in England for those 

who use the YLOT.  

I believe that this is an area that needs further exploration.  Given that the correlation 

coefficient between the YLOT and the CES DC is -0.48 and this is a significant result at the 

0.01 probability level, this would still mean that the coefficient of determination would be 

0.23.  That is 23% of the variance between the YLOT scores and the CES DC scores is 

attributable to the YLOT, whereas the majority of the variance  (77%) comes from other 

sources. The risk of incorrectly suggesting that an individual may be depressed on the basis 
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of a single score is too great. The consequences of making a false suggestion I believe could 

be more harmful than failing to indicate the possibility of developing childhood depression 

when that is the case. 

5.3.2  Use of  the YLOT as a proxy indicator of the school level characteristics 

The results section showed that there were differences in mean YLOT scores between the 

schools which were unlikely to be the result of chance factors. These differences between 

the schools help to explain the different “feel” of the schools in terms of expressed 

hopelessness, ethos and climate. 

The school level data also comprised the school climate data. It is important to remember 

that the respondents in the school climate questionnaires were staff from the schools in 

the survey, not school children.   These school climate data were compiled from six 

different subscales from every respondent’s completed questionnaire. The six totals from 

each respondent’s subscales were used to calculate mean subscale data for the school. 

Following this an aggregate class teacher and headteacher score was calculated. Thus it can 

be seen that the school climate data were distilled from all questionnaires completed by 

relevant staff within each school. In order to compare these school climate data with the 

optimism data, I had to assign the same score to all the children within each school, which 

is the aggregate score for head teacher and class teacher behaviour. Both a regression 

analysis and a correlation showed that there was no discernible relationship between 

school climate and the optimism of the children.   

If these results are to believed they are of interest as they imply that a school staff’s have 

little impact upon the optimism of the children within the school. If we see optimism as a 

dispositional measure,  as measured by the YLOT, this would not be particularly surprising 

as optimism is seen as a disposition rather than a learned response. In  Allport’s words,  a 

disposition is a “generalised neuro-psychic structure peculiar to the individual” (p295) – 

and the term disposition vis-a-vis the term trait is not unproblematic (Allport, 1937; 

Lanning, 1986).  

However if optimism were an attributional style as purportedly measured by the CASQ, 

then I think that the apparent lack of relationship between school climate and children’s 

optimism is more surprising.  Seligman and his team (1996), argue that optimism as an 

attributional or explanatory style would be influenced by the behaviours of those with 

whom  a young person  learns and spends time, as well as having a genetic component. 
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The lack of any discernible association may be more to do with the difference between 

individual level data gathered from pupils and the reduced data gathered from the school 

climate assessment which was then expanded to fit in with the individual level data. If this 

is the case, a future study may be needed to examine the compatibility of whole school vs. 

individual level scores for school climate. 

5.3.3 Use of YLOT as a proxy measure of a community level characteristics 

I had hoped to be able to demonstrate that the differences in data collected from the 

children in the schools could be associated with socio-economic data collected from the 

government website (Office for National Statistics, 2007). This has not been possible. On 

reflection, there are a number of points that I would like to make.  

Firstly I had wondered whether it was possible to use the Lower super-output area data as 

an indicator of the community levels of deprivation. A lower super output area (LSOA) 

comprises about 750 households or 1500 individuals. The LSOAs are identified from post 

codes. Thus entering a postcode into the neighbourhood statistics website allows access to 

a wide range of data that has been collected by the government specific to that LSOA.  At a 

basic level the LSOA data is a summary of the data from 750 households, and it was naive 

of me to imagine that I could use these data as an indicator of deprivation for one 

household.  

Secondly, for some of the schools for example, Estate School, the majority of the pupils 

came from a small number of LSOAs.  

The pupils per LSOA are shown for the six schools in the table 5.1 below, the larger the 

number the greater the number of children living within the same LSOA.  

 

Table 5.1 The mean number of pupils per LSOA for each of the schools in the study 

 SEASIDE ESTATE TOWN MOOR CITYPARK CITYCHURCH 

PUPILS 
PER LSOA 

3.67 6.63 5.18 2.88 2.57 1.51 

 

The surprising value in this table is the one for Moor School. I wonder if this is a reflection 

of the fact that the number of children included in the survey at this school was very small 

leading to distortions in the overall data. The other figures that are under three are both 

the London Schools where there is a much higher mobility of children as there is a greater 

number of schools that parents may select for  their children. Also the number of LSOAs per 
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hectare will be greater with high density housing.  If there is a larger number of a pupils per 

LSOA , the deprivation scores may give a rather better reflection of community levels of 

deprivation, and an examination of a small number of correlations at the school level 

comparing Estate school with CityChurch school would appear to give partial support for 

this view. 

In sum these data produce striking evidence that school populations are not drawn from a 

largely homogeneous catchment area as could be assumed, which in turn could have 

implications for policy development, which is outside the scope of this study. 

In the results section my next approach was to use school level data, I used the mean of 

optimism scores  for a whole school, together with mean scores derived from the indices of 

deprivation as a way to avoid mixing individual level data and data based on groups. There 

were a very small number of correlations which could have derived from factors other than 

chance, but for the most part these reflected aspects of sub tests. For example optimism 

and the pessimism and the total optimism scales all correlated at a high level that was 

unlikely to represent a chance occurrence. I believe that this may be due to the relatively 

small number of schools, six in my sample. Had I been able to gather data from 60 schools 

or 300 schools, the results may have been more compelling. 

 

5.3.4 Summary of use of YLOT as proxy measure 

In sum, the use of the YLOT as a proxy measure for either school or community 

characteristics is not supported by the data in this study. There is partial support for the 

use of the YLOT as a proxy indicator of  mental health for example, although this needs to 

be explored further. Any future assessments should perhaps also include some measure of 

resilience, as both dispositional optimism and explanatory style optimism are recognised as 

conferring resilience. 

 

5.4 Critique of methods 

5.4.1 Strengths of methods 

At this point it is worth considering a little more the issues arising from self report 

measures (Furnham & Stringfield, 1982; Johnson, Wood, & Blinkhorn, 1988; Nunnally & 

Bernstein, 1994).  The main difficulties arising for self report measures are that a 

respondent : 
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 May not wish to answer a question; 

 May lie; 

 May not remember if they are asked about something for their past; 

 May remember in a positive light; 

 May not be able to imagine, if they are asked about a hypothetical situation; 

 May imagine in a a very positive but unlikely way in response to a hypothetical 

situation; 

 May respond in ways that are socially acceptable; 

 May not understand/misunderstand the question and therefore guess. 

 
With regard to the children in the survey, as the prime focus of the work was on optimism, 

the two optimism tests were given first. Thus the children were unlikely to be tired from 

too much testing.  I asked the children to be truthful and I had assured them that although 

it was important to answer the questions sensibly, no important life changing decisions 

would be made as a result of the testing.  

Thus the children had no reason to lie, nor had they any reason in the YLOT to give socially 

desirable responses as questions are quite bland. In fact, it may be that the questions 

predispose British people to give more pessimistic answers, as they would not want to be 

seen to be boasting. However I believe that the open endedness of the questions makes 

this unlikely. For example, I usually expect to have a good day  (Ey et al., 2005). The test 

does not present hypothetical situations. There were no difficulties about understanding 

the questions. The four point rating scale was widely understood. Many children have been 

exposed to such scales in comics and magazines. 

A further strength of the methods was that for the most part, I collected all the data 

myself. Gaps in the data occurred only when I left the gathering and submission of data to 

others, which necessitated a stream of telephone calls and emails reminding colleagues 

about the collecting the relevant data. 

5.4.2 Weaknesses of methods 

The first limitation I would like to draw attention to is the size of the sample from Moor 

school. The school had assured me that there would be data from three classes. However 

on arrival at the school, they had provided access to approximately two thirds of one class. 

It would have been helpful to gain access to a further school in case of such action. 
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The next limitation was my attempt to use LSOA data as an indicator of community 

deprivation. The data themselves are of great interest. However I discovered that they 

were not usable with data deriving from individual scores.  Had it been possible, it would 

have been interesting had optimism levels per LSOA been gathered. Alternatively it would 

have been helpful if some other measures of community were available that individual 

households could provide or were accessible in ways that were not obtrusive and led to 

data that were meaningful. 

The last part of the study was impeded as the data collected did not conform to the 

assumptions necessary for analysis using parametric methods. Several authors  (Field, 

2009; Wilcox, 2010) have commented that for many years structural equation modelling 

was carried out on data that also did not satisfy these basic assumptions.  Given that the 

frequency of normally distributed data is perhaps surprisingly, not common according to 

Wilcox (2010), there is a need for increasingly sophisticated and robust statistical methods 

to address these difficulties of analysis. It would be interesting to know whether the R 

programme may have been more useful that SPSS for analysis. Perhaps larger samples 

would have led to a greater confidence that the data were normally distributed. 

Had I had sufficient resources I would have liked a much broader survey of  scores from the 

Strengths and Difficulties Questionnaires (Goodman, 1997). The teachers whom I worked 

with in 4/6 schools were happy to complete no more than six of the questionnaires each. A 

more representative number completed would have made this more useful as part of the 

analysis. The SDQ would have provided a much broader view of mental health difficulties 

Additional data of this type might have been useful to explore other analyses such as 

exploring the relationships between optimism and social interaction and persistent 

antisocial behaviour. These are areas intimated in the work of  Aydin  (1998) and Panak and 

Garber (1992) but not developed. 

With regard to the collection of data for the school climate measure, I was able to collect 

this data in only one school. In all others I provided the questionnaires, a set of instructions 

and asked the head teacher or their representative to ask staff to complete the 

questionnaire at a staff meeting. There are a number of issues that arise from this. I cannot 

be sure that the instructions were followed. Had there been any questions about any of the 

items on the questionnaire, I have no idea what answers the staff were given. I had asked 

that no answer be left blank. I asked for all questionnaires to be anonymous, however I was 

not sure whether the responses of the staff were tempered by the presence of the head 
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teacher. In other words when the questionnaire invited critique of the school and its 

leadership, did staff feel able to respond honestly? Lastly I did not know if the 

questionnaires were completed in silence individually – although I suggested that this 

should happen, or whether the respondents discussed their answers. If the latter took 

place there might have been an element of the development of a group response which 

does not necessarily represent an individual’s response. 

I now consider the pupils’ experience of undergoing the testing. It could be argued that by 

the time the pupils were on the last stages of completion of the tests they had some sort of 

test-burnout. However I decided to press on as the testing was disruptive to the running of 

the schools and my presence relied upon the good will of the staff. In the initial stages in 

setting up the appointments for the schools, from my conversations with the staff it was 

clear that two data gathering sessions were as much as I could expect. 

With the benefit of hindsight I might have used some different instruments or additional 

instruments. Additional instruments would have required more time which was 

problematic. In terms of different/additional  instruments, It is interesting to ask whether 

an instrument such as the Hopefulness questionnaire devised by Snyder and colleagues 

(Snyder et al., 1991) would be beneficial. Further exploration could well take the form of a 

further study 

 

5.4.3 Summary of critique of methods 

Any research project will have flaws in it; and this is particularly the case when information 

becomes garbled through miscommunication and the 120 pupils I was anticipating turn out 

to be 20 as happened at the Moor school. Although there are many flaws with this study, 

listed above, I think that the study has met its major aims of the exploration of the 

measurement of optimism in English contexts. 

 

 

5.5 Contribution to knowledge – the significance of the study 
 

5.5.1 Professional and Personal Contributions 

The contribution to professional knowledge deriving from this study is that the Youth Life 

Orientation Test (YLOT) is suitable for use in English settings owing to its sound 



148 | P a g e  
 

psychometric properties. The only other exploration of the use of the YLOT has been in Ey’s 

study in San Diego (Ey et al., 2005). This study is the first assessment of the use of the YLOT 

since the Ey study. 

The YLOT could certainly be used as a means to measure the outcome of interventions 

aimed at promoting well-being, as has been discussed earlier there is a clear link between 

well-being and optimism. The YLOT could also be used as a means of assessing where 

interventions could be targeted. It does not appear to be particularly useful to provide 

interventions for those who do not need it. However, given that the YLOT is based upon 

optimism as a disposition rather than a learned style, it is arguable that its use to target 

interventions is mistaken.  Therefore its use should be in the context of other information 

that may be available, for example parental or teacher reports, and/or some other 

questionnaires such as self esteem questionnaires. 

Additionally given that the SEM is approximately 3 or 4 for the YLOT dependent on whether 

the Cronbach alpha or Test-retest/ICC coefficients are used in its calculation, and given that 

were 95% confidence limits attached to the scores obtained, then to be sure of a real 

change in an individual following an intervention, a large change in score would be needed 

- possibly as much as 16 points. In terms of utility, therefore a lower level of confidence 

limits in conjunction with other triangulatory evidence would appear to be a more realistic 

way forward in the use of this test. 

The second contribution to professional knowledge is that the Children’s Attributional Style 

Questionnaire (CASQ)  in its present form does not have the psychometric properties that 

would support its use in English contexts. The results obtained in this study are in line with 

those of other authors, most recently those of Cunningham in Australia (Cunningham, 

2003). Indeed, what is more surprising in a way is that the CASQ still has currency. Perhaps 

the CASQ  is used owing to its publication in the book the Optimistic Child (Seligman et al., 

1996), where its availability makes its use very attractive. 

The use of post code data to provide arms-length socio-economic information about the 

participants did not prove as useful as I had hoped that it would be, although mean values 

related to the schools showed differences. There is a loss of specificity between the post 

code data and the individual data. I had wondered whether the use of these data might 

allow some indication of community levels of optimism and /or levels of mental health 
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which might then be shown to have an association with individual optimism. This has not 

been demonstrable with these data.  

The YLOT could certainly be used as a means to measure the outcome of interventions 

aimed at promoting well-being, as has been discussed earlier there is a clear link between 

well-being and optimism. The YLOT could also be used as a means of assessing where 

interventions could be targeted. It does not appear to be particularly useful to provide 

interventions for those who do not need it. However, given that the YLOT is based upon 

optimism as a disposition rather than a learned style, it is arguable that its use to target 

interventions is mistaken.  Therefore its use should be in the context of other information 

that may be available, for example reports from parents or teachers or from other related 

tests. 

At a personal level this work has contributed two aspects which have had an impact on my 

own professional practice. The first relates to experiences of being a researching 

practitioner and what this implies in terms of attempting to work in ways that will allow me 

to gather the most useful information I can against the difficulties of working with and 

through other people, for whom the research is not a high priority at all. The personal 

message has to be one of ensuring that as much data collection as possible is carried out 

personally with little or no reliance on others to gather data on my behalf. 

The second aspect of personal professional learning relates to my understanding of the 

significance of carrying out research as part of an intensive D level programme with very 

tight time scales and the impact that this has on family life and the other aspects of life. A 

psychologist who has other facets to her/his life other than work will be a far more 

effective practitioner. The demands arising from carrying out the research project are 

intense and as a research supervisor I trust I will have a better idea of what the students 

whom I supervise are experiencing. 

 

5.5.2 Theoretical Contributions 

One of the theoretical contributions that the study has highlighted I believe is that there is 

a link between optimism and motivation as mediated through aspects of self determination 

theory. The  study has shown that the YLOT score is predictive of levels of intrinsic 

motivation and how pupils perceive the amount of autonomy they are given in a classroom. 
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This perhaps confirms the hypothesised link with well being and flourishing highlighted in 

the literature review(F. A. Huppert & So, 2009; Samman, 2007).  

Additionally I have wondered as I have carried out this work to what extent various traits 

that are measured to characterise aspects of human functioning such as self esteem, hope, 

optimism, autonomy, resilience are in some way part of a sort of cluster of positiveness and 

the traits that are measured are manifestations of different aspects of the general 

positiveness. Obviously such investigation would need to be part of further study. 

5.6 Looking outwards from this study 

5.6.1 Directions for further work 

I believe that it would be beneficial to recast the CASQ, perhaps making it more similar to 

the most recent version of the ASQ which has a much better reliability and validity. The 

rationale for this is that there is an intervention programme, the Penn Prevention 

Programme  (Seligman et al., 1996) that goes hand in hand with the CASQ. This programme 

is theoretically linked with the CASQ and therefore the programme could be targeted at 

those children who could be identified by some form of revised CASQ as likely to need the 

programme. The programme has been evaluated successfully in the United States  and 

similar programmes have been evaluated in Australia (Boman, Furlong, Shochet, Lilles, & 

Jones, 2009). Boman et al also suggest that meta-analyses of programmes to promote 

optimism have suggested that specific approaches appear to be more successful rather 

than general approaches.  

The development of a revised and psychometrically sound attributional style measure 

would also be useful. The attributional style measure has an intrinsic meaningfulness which 

perhaps contributes to its attractiveness. Also the notion of providing an instrument that 

would allow practitioners to target interventions to challenge pessimistic thinking as 

defined by attributional/explanatory style would be of great benefit. 

Hertfordshire County Council has introduced a version of the Penn Prevention Programme 

called the UK Resilience Programme (Hertfordshire County Council, 2011) which an initial 

evaluation claims to have been successful. It is not clear from the data whether the 

programme was a universal provision or used in a targeted way. 

I think that further targeted work should be done to find out in a little more detail about 

the overlap and interface between optimism, self esteem, flow, well-being and 
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hopefulness. There are many terms which are used as if they mean nearly the same thing. 

Some clarity in understanding what is meant by each of the terms would be very useful. 

An extension of the modelling from individual to school to community would be an 

interesting extension to this work, particularly with an extended data set. 

 

5.6.2 Conclusions 

This section details those conclusions drawn throughout the discussion. 

1. The YLOT is a reliable instrument that could be used effectively for research or 

whole group assessment. It should not be used in isolation when making decisions 

about an individual’s future. 

2. The CASQ cannot be considered a reliable instrument. 

3. The CASQ needs to be reworked in order to make it more reliable, perhaps in line 

with the Dykema et al modifications to the Attributional Style Questionnaireor in 

line with the Thompson modifications (Thompson et al., 1998). The CASQ is of 

great interest theoretically both in terms of measurement and in terms of planning 

interventions. However its use in the UK could not be justified on the basis of its 

reliability or validity. 

4. The YLOT is for the most part a valid instrument, although it would benefit from 

further work to explore its use.  

5. It is inappropriate to use the YLOT on its own as an indicator of the likelihood of 

developing childhood depression. 

6. Neighbourhood statistics data are largely too blunt a resource for use in comparing 

groups of individuals. If possible if such an analysis is required seeking those data 

directly from the individuals concerned would be preferable. 

Overall Conclusion 
The study started from a desire to explore perceived differences in the  level of functioning 

of children in English schools. It was intended to provde another focus for teachers in 

thinking about children and their work and why they may behave in certain ways and how 

they may respond to classroom activities.  After an initial exploration using the CASQ there 

were some intriguing differences between the schools surveyed, and the results obtained 

from the United States. At this point it was decided to collect further data to assess the 

reliability and validity of the CASQ.  
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This study has come to a number of conclusions about the usefulness of the CASQ – which 

are that the CASQ in its present form is not an instrument that should be used in English 

Schools. However the YLOT could be usefully used.  

It also appears that there are real differences in optimism between schools. However these 

differences are not attributable directly using the data gathered in this study to differences 

in community levels of deprivation.  

This is an area which needs further exploration given the well established links between  

high levels of optimism and good outcomes in health, earning potential and resilience. 
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A2  Script for class administration of tests visits 1 and 2  
A3  Instruments  
 A3.1 CASQ  
 A3.2 ROSE  
 A3.3 CESDC  
 A3.4 LCQ  
 A3.5 YLOT  
 A3.6 SRQ  
 A3.7 OCDQ  
 A3.8 SDQ  
A4  TOTAL DATA SET – available on attached CDROM  
    
A5  Data supporting analyses in chapter 4  
 A5.1 Exploratory Data Analysis: CASQ; Rosenberg: LCQ; CESDC; 

YLOT. 
 

 A5.2 Exploratory Data Analysis: SRQ SUBTESTS: extrinsic; 
Introjected; identified; intrinsic motivation and relative 
autonomy index (RAI). 

 

 A5.3 Exploratory Data Analysis: Community Level Data: Living 
Environment; Percentage Christian; Percentage Muslim; 
Percentage Hindu; Percentage No Religion; Economic 
Deprivation; Education, Skills and Training; Health; Mental 
Health. 

 

 A5.4 Normality tests for subscales of YLOT and CASQ, with 
winsorisation of YLOT 

 

 A5.5 ICC tables with associated ANOVA  
 A5.6 PCA data for YLOT and CASQ with varimax rotation  
 A5.7 PCA data for YLOT and CASQ with oblimin rotation  
 A5.8 Diagnostic tests before carrying out multiple regression 

analyses 
 

 A5.9 School by school ANOVA data including post hoc tests  
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A2.1 Script for 1st visit  
 

Good morning/afternoon. I am Andrew Richards, I work at Exeter University I am very 

pleased to meet you. You parents and teachers have agreed for you to help me with a task, 

we’ve got two tests which work well in the US, we want to be sure that they work in 

England, and the only way we can do this is by asking people – YOU to do the test to see if 

it works here as well. 

 

I am going to six schools two in Devon, two in Cornwall and two in London. 

 

You have all got a copy of the test booklet? 

 

On the first page there is a space (POINT) for you to put your initials – does everyone know 

what their initials are? What is your name? So what would your initials be.. Good... 

(REPEAT)  

Every one write their initials in the space (POINT) now.  

 

Underneath your initials write your date of birth – Does everyone know this... 

 

How will I be able to know who a booklet belongs to if one of the pages comes loose?   

That’s write, if you write your initials on every page it won’t matter if one of the pages 

comes loose. So everyone write their initials on every page in the top right hand corner 

(POINT) 

 

I need this information so I can tell you apart, when I finish I will get rid of all initials and 

dates of birth. 

 

Let’s look at the first page of the booklet, Look at question 1 (POINT) it tells you about 

something that might have happened to you, it then gives you a choice about how you 

might explain the thing that happened.  

 

So the thing that happened is You do well in a test is this because you are clever or because 

you are good at the subject the test was in. If it’s because you are clever, put a tick by this 

answer. If you think it’s because you’re good at the subject, put a tick by this answer. Do 

this now. 
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In a moment you can do the rest of these. If you don’t have a pet for example, or your pet 

is a goldfish, imagine what it would be like to have a pet you take for a walk. Choose the 

best answer for you. 

 

Now turn to the next test, here you have to say how like you each of the statements are 

(READ OUT CHOICES)  

 

The next test is a little bit similar in that in this one you have to think about how often you 

have felt like this over the last week. 

 

Any ideas about how to do the next test?  

 That’s right, please explain it. Did everyone hear that? (x4) 

 

If you don’t understand, put your hand up and one of us will come and help you. 

No talking please, I want you to do this in your own. I am interested in what YOU think not 

what you and your friends think. 

 

If anyone does not want to do this – we have some other work for them to do 

 

When you finish – hands up and I have a word search for you to do. 

 

Do this sensibly – I will know if you have been silly or rushing. 
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A2.2 Script for 2nd visit 
 

Hello again.  

 

Remember we spent some time a few weeks ago and you helped me to see if the American 

tests were OK to use in England. Today we are completing the last part of this. 

 

It is much shorter than last time. 

 

What was the first thing we did? 

 

That’s right, initials and dates of birth... 

 

Let’s do that now. 

 

Look at the first page... 

 

What do you have to do? 

 

Now look at the second page? What do you have to do here. 

 

Off you go, 

 

Word search when you finish – NO TALKING 
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A 3.1 CASQ INITIALS M 

 

Year 5 or Year 6 Date of Birth F 

 
      

 

tick the box by the explanation 

that is most like you 

  1 You get top marks in a test     
   I am clever   
pvg 

  

I am good in the subject the test is 

in   
2 You play a game with some friends 

and you win 

  

  
   The people I played the game with 

did not play the game well   
psg   I play that game well   

3 You spend a night at a friend's house 

and have a good time 

  

  
   My friend was in a friendly mood that 

night   
pvg 

  

Everyone in my friend's family was in 

a friendly mood that night   
4 You go on holiday with a group of 

people and have fun 

  

  
   I was in a good mood   
psg 

  

The people I was with were in good 

moods   
5 Your friends all catch a cold, you 

don't 

  

  
   I have been healthy lately   
pmg   I am a healthy person   

6 Your pet gets run over by a car     
   I don't take good care of my pets   
psb   Drivers are not cautious enough   

7 Some kids you know say that they 

don't like you 

  

  
   Once in a while people are mean to me   
psb   Once in a while I am mean to other 

people   
8 You get very good marks     

   Schoolwork is simple   
psg   I am a hard worker   

9 You meet a friend and your friend 

tells you that you look nice 

  

  
   My friend felt like praising the way 

people looked that day   
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pmg   Usually my friend praises the way 

people look   
10 A good friend tells you that he hates 

you 

  

  
   My friend was in a bad mood that day   
psb   I wasn't nice to my friend that day   

11 You tell a joke and no one laughs     
   I don't tell jokes well   
psb   The joke is so well known it's not 

funny any more   
12 You don't understand the lesson the 

teacher gives one day 

  

  
   I didn't pay attention to anything 

that day   
pvb   I didn't pay attention when my 

teacher was talking   
13 You fail a test     

   My teacher makes hard tests   
pmb   The past few weeks, my teacher has 

made some hard tests   
14 You put on a lot of weight and start 

to look fat 

  

  
   The food that I eat is fattening   
psb   I like fattening foods   

15 A person steals money from you     
   That person is dishonest   
pvb   People are dishonest   

16 Your parents praise something that 

you make 

  

  
   I am good at making some things   
psg   My parents like some things I make   

17 You play a game and you win money     
   I am a lucky person   
pvg   I am lucky when I play games   

18 You almost drown when swimming     
   I am not a very cautious person   
pmb   Some days I am not a cautious person   

19 You are invited to a lot of parties     
   People have been friendly to me 

recently   
psg   I've been friendly to lots of people 

recently   
20 A grown up shouts at you     

   That person shouts at the first 

person he saw   
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pvb   That person shouted at lots of people 

he saw that day    
21 You do a project with a group of kids 

and it turns out badly 

 

  
   I didn't work well with the people in 

the group   
pvb  I never work well with a group   

22 You make a new friend     
   I am a nice person   
psg   The people I meet are nice   

23 You have been getting on well with 

your family 

  

  
   I am easy to get on with when I'm 

with my family   
pmg   Once in a while I am easy to get on 

with when I am with my family   
24 You try to sell raffle tickets for the 

school but no-one will buy any 

  

  
   Lately lots of children are selling 

things, so people don't want to buy 

anything else from children   
pmb   People don't like buying things from 

children   
25 You play a game and win     

   Sometimes I try as hard as I can at 

games   
pvg   Sometimes I try as hard as I can   

26 You get a bad mark in school     
   I am stupid   
psb   Teachers are unfair when they mark   

27 You walk into a door and your nose 

bleeds 

  

  
   I wasn't looking where I was going   
pvb   I've been careless recently   

28 You miss a ball and your team loses 

the game 

  

  
   I didn't try hard when playing ball 

that day   
pmb   I usually don't try hard when I play 

ball   
29 You twist your ankle in PE     

   The past few weeks, the sports we 

have played in PE have been 

dangerous   
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psb   The past few weeks I have been 

clumsy in PE   
30 Your parents take you to the beach 

and you have a good time 

  

  
   Everything at the beach was nice 

that day   
pvg   The weather at the beach was nice 

that day   
31 You catch a bus which arrives so late 

that you miss a movie 

  

  
   The past few days there have been 

problems with the buses being on 

time   
pmb   The buses are almost never on time   

32 Your mother makes you your 

favourite dinner 

  

  
   There are a few things that my 

mother will do to please me   
pvg   My mother likes to please me   

33 Your team loses the game     
   The team do not play well together   
pmb   That day the team members did not 

play well together   
34 You finish your homework quickly     

   Lately, I've been doing everything 

quickly   
pvg   Lately, I've been doing my school 

work quickly   
35 Your teacher asks you a question and 

you give the wrong answer 

  

  
   I get nervous when I have to answer 

questions   
pmb   That day I got nervous when I had to 

answer questions   
36 You get the wrong bus and you get 

lost 

  

  
   That day I wasn't paying attention to 

what was going on   
pmb   I usually don 't pay attention to 

what's going on   
37 You go to an amusement park and you 

have a good time 

  

  
   I usually enjoy myself at amusement 

parks   
pvg   I usually enjoy myself    

38 An older kid slaps you across the face     
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   I teased his little brother   
psb   His younger brother told him I had 

teased him   
39 You get all the toys you want on your 

birthday 

  

  
   People always guess right as to what 

toys to buy me for my birthday   
pmg   This birthday, people guessed right 

as to what toys I wanted   
40 You are on holiday in the country and 

you have a great time 

  

  
   The country is a great place to be   
pmg   The time of year we went to the 

country was beautiful   
41 Your neighbours ask you to stay for 

dinner 

  

  
   Sometimes people are in kind moods   
pmg   People are kind   

42 You have a supply teacher and she 

likes you 

  

  
   I was well behaved in class that day   
pmg   I am almost always well behaved in 

class   
43 You make your friends happy     

   I am a fun person to be with   
pmg   Sometimes I am a fun person to be 

with   
44 You get a free ice cream     

   I was friendly to the ice cream man 

that day   
psg   The ice  cream man was feeling 

friendly that day   
45 At your friend's party, the magician 

asks you to help him out 

  

  
   It was just luck that I got picked   
psg   I looked really interested in what was 

going on   
46 You try to get a kid to go to the 

cinema with you and he doesn't go 

  

  
   That day he didn't feel like doing 

anything   
pvb   That day he did not want to go to the 

cinema   
47 Your parents divorce     
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   It's hard for people to get along well 

when they are married   
pvb   It's hard for my parents to get along 

when they are married   
48 You have been trying to join a club 

and you can't get in 

  

  
   I don't get along well with other 

people   
pvb   I can't get along with the people in 

this club   
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 A3.2 Rosenberg self 
esteem ROSE 

strongly 

agree agree disagree 

strongly 

disagree 

1 I feel that I am a person of 
worth, at least on an equal plane 
with others 

        
2 I feel that I have a number of 

good qualities 

        
3 All in all, I am inclined to feel I 

am a failure 

        
4 I am able to do things as well as 

most other people 

        
5 I feel I do not have much to be 

proud of 

        
6 I take a positive attitude toward 

myself 

        
7 On the whole, I am satisfied with 

myself 

        
8 I wish I could have more respect 

for myself 

        
9 I certainly feel useless at times 

        
10 At times, I think I am no good at 

all 
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 A 3.3 CES DC 
    

 

 

    

During the past week... 
Not at 

all A little Some A lot 

1 I was bothered by things that don't 
usually bother me. 

        

2 I did not feel like eating; I wasn't very 
hungry. 

        

3 I wasn't able to feel happy, even when 
my family or friends tried to help me 
feel better.         

4 I felt that I was not as good as other 
kids. 

        

5 I felt like I couldn't pay attention to what 
I was doing. 

        

6 I felt down. 

        

7 I felt like I was too tired to do things. 

        

8 I felt like something bad was going to 
happen. 

        

9 I felt like things I did before did not work 
out. 

        

10 I felt scared. 

        

11 I didn't sleep as well as I usually sleep. 

        

12 I was unhappy. 

        

13 I was more quiet than usual. 

        

14 I felt lonely, I didn't have any friends. 

        

15 I felt like kids I know were not friendly or 
that they didn't want to be with me. 

        

16 I didn't have a good time. 

        

17 I felt like crying. 

        

18 I felt sad. 

        

19 I felt people didn't like me. 

        

20 It was hard to get started doing things. 
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A 3.4 LCQ 

 

  

  1 

 2 

 3 

 4 

 5 

 6 

 7 

 8 

 9 

 10 

 11 

 12 

 13 

 14 

 15 
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A3.5 YLOT 

YOUR INITIALS:                                        

DATE OF BIRTH: 
true 

for me 

sort of 

true 

for me 

sort of 

not 

true 

for me 

not 

true 

for me 

It's easy for me to have fun         

I like to be active         

Things usually go wrong for 

me         

When I'm not sure what will 

happen next, I usually expect 

it to be something good 
        

Usually I don't expect good 

things to happen to me         

I am a lucky person         

If something nice happens, 

chances are it won't happen 

to me 
        

Each day I look forward to 

having a lot of fun         

When things are good, I 

expect something to go wrong         

I usually expect to have a 

good day         

No matter what I try, I do 

not believe anything is going 

to work 
        

Overall, I expect more good 

things to happen to me than 

bad things 
        

Each day I expect bad things 

to happen         

When things are bad I expect 

them to get better         
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A3.6 The SRQ Scale (standard version) 

 

 

WHY I DO THINGS 

 

 

Name: ___________________________________ Age: ___________ 

 

Grade: _____   (  ) Boy  or  Girl  (  )   Teacher: ________________ 

 

 

A.  Why do I do my homework? 

 

 1. Because I want the teacher to think I’m a good student. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 2. Because I’ll get in trouble if I don’t. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 3. Because it’s fun. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 4. Because I will feel bad about myself if I don’t do it. 
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 Very true Sort of true  Not very true  Not at all true 

 

 5. Because I want to understand the subject. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 6. Because that’s what I’m supposed to do. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 7. Because I enjoy doing my homework. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 8. Because it’s important to me to do my homework. 

 

 Very true Sort of true  Not very true  Not at all true 

 

B.  Why do I work on my classwork? 

 

 9. So that the teacher won’t yell at me. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 10. Because I want the teacher to think I’m a good student. 
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 Very true Sort of true  Not very true  Not at all true  

 

 11. Because I want to learn new things. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 12. Because I’ll be ashamed of myself if it didn’t get done. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 13. Because it’s fun. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 14. Because that’s the rule. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 15. Because I enjoy doing my classwork. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 16. Because it’s important to me to work on my classwork. 

 

 Very true Sort of true  Not very true  Not at all true  
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C.  Why do I try to answer hard questions in class? 

 

 17. Because I want the other students to think I’m smart. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 18. Because I feel ashamed of myself when I don’t try. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 19. Because I enjoy answering hard questions. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 20. Because that’s what I’m supposed to do. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 21. To find out if I’m right or wrong. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 22. Because it’s fun to answer hard questions. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 23. Because it’s important to me to try to answer hard questions in class. 
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 Very true Sort of true  Not very true  Not at all true  

 

 24. Because I want the teacher to say nice things about me. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 

D.  Why do I try to do well in school? 

 

 25. Because that’s what I’m supposed to do. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 26. So my teachers will think I’m a good student 

 

 Very true Sort of true  Not very true  Not at all true  

 

 27. Because I enjoy doing my school work well. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 28. Because I will get in trouble if I don’t do well. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 29. Because I’ll feel really bad about myself if I don’t do well. 
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 Very true Sort of true  Not very true  Not at all true  

 

 30. Because it’s important to me to try to do well in school. 

 

 Very true Sort of true  Not very true  Not at all true  

 

 31. Because I will feel really proud of myself if I do well. 

 

 Very true Sort of true  Not very true  Not at all true 

 

 32. Because I might get a reward if I do well. 

 

 Very true Sort of true  Not very true  Not at all true  
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A3.7 OCDQ-RM (UK)  
    The following are statements about your school.  

   

 

Please indicate the extent to which each 
statement characterizes your school by 
ticking the appropriate response 

rarely 
occurs 

sometimes 
occurs 

often 
occurs 

very 
frequently 
occurs 

1 The headteacher compliments teachers         
2 Teachers have parties for each other         
3 Teachers are burdened with paper work         
4 Routine duties interfere with the job of 

teaching         
5 Teachers go the "extra mile" with their pupils         
6 Teachers are committed to helping their 

pupils         
7 Teachers help pupils in their own time         
8 Teachers interrupt other teachers who are 

talking in staff meetings         
9 The headteacher rules with an iron fist         

10 The headteacher encourages teacher 
autonomy         

11 The headteacher goes out of her/his way to 
help teachers         

12 The headteacher is available after school to 
help teachers when assistance is needed         

13 Teachers invite other members of staff to 
visit them at home         

14 Teachers socialize with each other on a 
regular basis         

15 The headteacher uses constructive criticism         
16 Teachers who have personal problems 

receive support from other staff members         
17 Teachers stay after school to tutor and 

support pupils who need help         
18 Teachers accept additional duties if pupils will 

benefit         
19 The headteacher looks out for the personal 

welfare of the school staff         
20 The headteacher supervises teachers closely         
21 Teachers leave school immediately after 

school is over         
22 Most of the teachers accept the faults of their 

colleagues         
23 Teachers exert group pressure on non-

conforming members of staff         
24 The headteacher listens to and accepts 

teachers' suggestions         
25 Teachers have fun socializing together during 

school time         
26 Teachers ramble when they talk at staff         
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meetings 

27 Teachers are rude to other members of staff         
28 Teachers make "wisecracks" to each other 

during meetings         
29 Teachers mock teachers who are different         
30 Teachers don't listen to other teachers         
31 Teachers like to hear gossip about other staff 

members         
32 The headteacher treats teachers as equals         
33 The headteacher corrects teachers' mistakes         
34 Teachers provide strong social support for 

colleagues         
35 Teachers respect the professional 

competence of their colleagues         
36 The headteacher goes out of her/his way to 

show appreciation to teachers         
37 The headteacher keeps a close check on staff 

punctuality         
38 The headteacher monitors everything 

teachers do         
39 Administrative paperwork is burdensome at 

this school         
40 Teachers help and support each other         
41 The headteacher closely checks teacher 

activities         
42 Assigned non-teaching duties are excessive         
43 The interactions between staff are co-

operative         
44 The headteacher accepts and implements 

ideas suggested by the school staff         
45 Members of staff consider other members of 

staff their friends         
46 Extra help is available to pupils who need 

help         
47 Teachers volunteer to run after school 

activities         
48 Teachers spend time after school with pupils 

who have individual problems         
49 The headteacher sets an example by working 

hard her/himself         
50 Teachers are polite to one another         

 

 

 

 

 



177 | P a g e  
 

A3.8 SDQ 
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 A4 Total data set  - available on attached CDROM   
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Appendix A5 – full data supporting the statistical analyses: 
 

Contents  

A5  Data supporting analyses in chapter 4  

 A5.1 Exploratory Data Analysis: CASQ; Rosenberg: LCQ; CESDC; 
YLOT. 

 

 A5.2 Exploratory Data Analysis: SRQ SUBTESTS: extrinsic; 
Introjected; identified; intrinsic motivation and relative 
autonomy index (RAI). 

 

 A5.3 Exploratory Data Analysis: Community Level Data: Living 
Environment; Percentage Christian; Percentage Muslim; 
Percentage Hindu; Percentage No Religion; Economic 
Deprivation; Education, Skills and Training; Health; Mental 
Health. 

 

 A5.4 Exploratory Data Analysis: Community Level Data: Economic 
Deprivation; Education, Skills and Training; Health; Mental 
Health scores. 

 

 A5.5 Transformations of skewed variables from A5.2 – 5.3 (for LCQ; 
CESDC; EXTREG; INTRIJREG; IDENREG; EDSKTRS; HEALTHS) 

 

 A5.6 Normality estimates for subscales of YLOT and CASQ, with 
winsorisation of YLOT 

 

 A5.7 PCA data for CASQ with varimax  and oblimin rotations  
 A5.8 PCA data for YLOT with varimax and oblimin rotations  
 A5.9 Diagnostic tests carrying out multiple regression analyses  
 A5.10 School by school ANOVA data including post hoc tests  
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A5.1 Exploratory Data Analysis: CASQ; Rosenberg: LCQ; CESDC; 

YLOT.  

Case Processing Summary 

 

Cases 

Valid Missing Total 

N Percent N Percent N Percent 

CASQ OPTIMISM SCORE 303 100.0% 0 .0% 303 100.0% 

ROSENBERG SELF 

ESTEEM 

303 100.0% 0 .0% 303 100.0% 

LEARNING CLIMATE 

SCORE 

303 100.0% 0 .0% 303 100.0% 

PROPENSITY FOR 

CHILDHOOD 

DEPRESSION 

303 100.0% 0 .0% 303 100.0% 

YLOT TOTAL 303 100.0% 0 .0% 303 100.0% 

 

 

Descriptives 

 Statistic Std. Error 

CASQ OPTIMISM SCORE Mean 4.7855 .26932 

Std. Deviation 4.68796  

Skewness -.310 .140 

Kurtosis -.013 .279 

ROSENBERG SELF 

ESTEEM 

Mean 18.1782 .28354 

Std. Deviation 4.93547  

Skewness -.313 .140 

Kurtosis .427 .279 

LEARNING CLIMATE 

SCORE 

Mean 5.1125 .07140 

Std. Deviation 1.24285  

Skewness -.884 .140 

Kurtosis .367 .279 

PROPENSITY FOR 

CHILDHOOD 

DEPRESSION CESDC 

Mean 18.0040 .66806 

Std. Deviation 11.62890  

Skewness .720 .140 

Kurtosis .304 .279 

YLOT TOTAL Mean 22.87 .403 

Std. Deviation 7.013  

Skewness -.485 .140 

Kurtosis .034 .279 
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Tests of Normality 

 
Kolmogorov-Smirnov

a
 Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

CASQ OPTIMISM SCORE .080 303 .000 .987 303 .009 

ROSENBERG SELF 

ESTEEM 

.063 303 .005 .984 303 .002 

LEARNING CLIMATE 

SCORE 

.111 303 .000 .938 303 .000 

PROPENSITY FOR 

CHILDHOOD 

DEPRESSION 

.074 303 .000 .958 303 .000 

YLOT TOTAL .062 303 .006 .977 303 .000 

a. Lilliefors Significance Correction 

 

The figures below show the histogram and the box plots for the data 
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It is clear that the LCQ and CESDC are the data sets least likely to be normally distributed. 

The transformations of these data sets are shown in A5.5 

A5.2 Exploratory Data Analysis: SRQ subtests: extrinsic; Introjected; 

identified; intrinsic motivation and relative autonomy index (RAI) 

Case Processing Summary 

 

Cases 

Valid Missing Total 

N Percent N Percent N Percent 

SRQ EXTERNAL 

REGULATION 

303 100.0% 0 .0% 303 100.0% 

SRQ INTROJECTED 

REGULATION 

303 100.0% 0 .0% 303 100.0% 

SRQ IDENTIFIED 

REGULATION 

303 100.0% 0 .0% 303 100.0% 

SRQ INTRINSIC 

MOTIVATION 

303 100.0% 0 .0% 303 100.0% 

SRQ RELATIVE 

AUTONOMY INDEX 

303 100.0% 0 .0% 303 100.0% 

 

Descriptives 
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 Statistic Std. Error 

SRQ EXTERNAL 

REGULATION 

Mean 3.1026 .03049 

Std. Deviation .53067  

Skewness -.591 .140 

Kurtosis .378 .279 

SRQ INTROJECTED 

REGULATION 

Mean 3.0299 .03371 

Std. Deviation .58681  

Skewness -.865 .140 

Kurtosis .764 .279 

SRQ IDENTIFIED 

REGULATION 

Mean 3.3077 .03402 

Std. Deviation .59225  

Skewness -1.322 .140 

Kurtosis 1.625 .279 

SRQ INTRINSIC 

MOTIVATION 

Mean 2.3982 .04044 

Std. Deviation .70387  

Skewness .037 .140 

Kurtosis -.364 .279 

SRQ RELATIVE 

AUTONOMY INDEX 

Mean -1.1312 .10264 

Std. Deviation 1.78659  

Skewness -.070 .140 

Kurtosis -.349 .279 
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The data sets in this section least likely to be normally distributed are: external regulation; 

introjected regulation and identified regulation. The transformed data sets are shown in 

section A5.5 

A5.3 Exploratory Data Analysis: Community Level Data: Living 

Environment; Percentage Christian; Percentage Muslim; Percentage 

Hindu; Percentage No Religion; Economic Deprivation; Education, 

Skills and Training; Health; Mental Health. 
 

Descriptives 

 Statistic Std. Error 

LIVING ENVIRONMENT  

SCORE 

Mean 41.8512 .95128 

Std. Deviation 16.5589

1 

 

Skewness -.385 .140 

Kurtosis -.684 .279 

%CHR Mean 67.69 .451 

Std. Deviation 7.850  

Skewness .049 .140 

Kurtosis -.736 .279 

%MUS Mean 3.23 .270 

Std. Deviation 4.705  

Skewness 1.839 .140 

Kurtosis 4.475 .279 

%HIN Mean .39 .039 

Std. Deviation .671  

Skewness 2.449 .140 

Kurtosis 6.840 .279 

%NoR Mean 18.22 .275 

Std. Deviation 4.794  

Skewness .406 .140 

Kurtosis .063 .279 

 

 

Tests of Normality 

 
Kolmogorov-Smirnov

a
 Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

LIVING ENVIRONMENT  

SCORE 

.108 303 .000 .958 303 .000 

%CHR .129 303 .000 .975 303 .000 

%MUS .310 303 .000 .712 303 .000 
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%HIN .308 303 .000 .639 303 .000 

%NoR .070 303 .001 .969 303 .000 

a. Lilliefors Significance Correction 
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A5.4 Exploratory Data Analysis: Community Level Data: Economic 

Deprivation; Education, Skills and Training; Health; Mental Health 

scores. 
 

Descriptives 

 Statistic Std. Error 

ECONOMIC DEPRIVATION 

SCORE 

Mean .1240 .00268 

Std. Deviation .04674  

Skewness .217 .140 

Kurtosis -.927 .279 

EDUCATION, SKILLS AND 

TRAINING SCORE 

Mean 28.6687 1.36526 

Std. Deviation 23.76502  

Skewness 1.325 .140 

Kurtosis .444 .279 

HEALTH SCORE Mean .3280 .03138 

Std. Deviation .54624  

Skewness -.357 .140 

Kurtosis -.846 .279 

MENTAL HEALTH SCORE Mean .1643 .02886 

Std. Deviation .50237  
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Skewness -.213 .140 

Kurtosis -.521 .279 

 

 

Tests of Normality 

 
Kolmogorov-Smirnov

a
 Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

ECONOMIC DEPRIVATION 

SCORE 

.134 303 .000 .946 303 .000 

EDUCATION, SKILLS AND 

TRAINING SCORE 

.273 303 .000 .775 303 .000 

HEALTH SCORE .112 303 .000 .952 303 .000 

MENTAL HEALTH SCORE .088 303 .000 .968 303 .000 

a. Lilliefors Significance Correction 
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A5.4 Transformations of skewed variables 
 

The following section shows the transformations of the data sets that were least 
likely to be normally distributed from the previous sections. The transformations 
that were carried out were as follows: 
 

 Slight positive skew Take square root of each of the 
individual values for this variable 

 Marked positive skew  Log10 of the individual values for this 
variable 

 Slight positive skew Reflect all variables  (i.e. take each value 
fo this variable away from 1+n) and 
then take the square root of the 
individual values for this variable 

 Marked negative skew Reflect and then take Log10 of the 
individual values for this variable 

 

The histograms and box plots resulting from the transformations are printed 
alongside the histograms and box plots of the untransformed data to allow easy 
comparison. The transformed data have the suffix xform  or transform in their title. 
 

LEARNING CLIMATE QUESTIONNAIRE 
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Descriptives 

 Statistic Std. Error 

LCQXFORM Mean 1.6619 .02038 

Std. Deviation .35476  

Skewness .435 .140 

Kurtosis -.344 .279 

 
 

 

 
  

 

 
 

PROPENSITY FOR CHILDHOOD DEPRESSION 

 

Descriptives 

 Statistic Std. Error 

CESDCXFORM Mean 3.9738 .08561 

Std. Deviation 1.49013  

Skewness -.278 .140 
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Descriptives 

 Statistic Std. Error 

CESDCXFORM Mean 3.9738 .08561 

Std. Deviation 1.49013  

Skewness -.278 .140 

Kurtosis -.046 .279 

 

 

 
  

 
 

 

 

EXTERNAL REGULATION 

 

 

Descriptives 

 Statistic Std. Error 

EXTERNAL REGULATION Mean 3.102 .0304 

Std. Deviation .598  
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Skewness -.591 .140 

Kurtosis .378 .279 

 
 

  
  

  

 

INTROJECTED REGULATION 

 

Descriptives 

 Statistic Std. Error 

INTROJECTED 

REGULATION 

Mean 3.029 .0337 

Std. Deviation .586  

Skewness -.865 .140 

Kurtosis .764 .279 
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IDENTIFIED REGULATION 

 

 

Descriptives 

 Statistic Std. Error 

IDENTIFIED REGULATION Mean 3.30774163130

599 

.034023702989

032 

Std. Deviation .592247031753

650 
 

Skewness -1.322 .140 

Kurtosis 1.625 .279 
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EDUCATION SKILLS AND TRAINING -  COMMUNITY DATA 

 

Descriptives 

 Statistic Std. Error 

EDSKTRXFROM Mean 4.9663 .11515 

Std. Deviation 2.00441  

Skewness .885 .140 

Kurtosis -.258 .279 
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HEALTH SCORES - COMMUNITY DATA 

 

Descriptives 

 Statistic Std. Error 

HEALTHXFORM Mean 17.4262 .00090 

Std. Deviation .01567  

Skewness .355 .140 

Kurtosis -.847 .279 
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 A5.5 Normality tests for subscales of YLOT and CASQ, with 

winsorisation of YLOT 
 

YLOT OPTIMISM SUBSCALE for initial and subsequent testing 

Descriptives 

 Statistic Std. Error 

YLOTO1 Mean 12.33 .242 

Median 13.00  

Std. Deviation 3.955  

Skewness -.762 .149 

Kurtosis .264 .298 

YLOTopt2 Mean 12.49 .218 

Median 13.00  

Std. Deviation 3.553  

Skewness -.777 .149 

Kurtosis .789 .298 

 

  

 
 

 

Winsorised data – all points greater than 2 standard deviations away from mean recoded 

as 2 standard deviations away from mean. 
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Descriptives 

 Statistic Std. Error 

yloto1win Mean 12.40 .231 

Median 13.00  

Std. Deviation 3.769  

Skewness -.529 .149 

Kurtosis -.501 .298 

yloto2win Mean 12.55 .208 

Median 13.00  

Std. Deviation 3.386  

Skewness -.485 .149 

Kurtosis -.297 .298 

 

 

 
 

 
 

 

YLOT PESSIMISM SUBSCALE 

 

Descriptives 

 Statistic Std. Error 

YLOTP1 Mean 8.01 .270 

Median 7.00  
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Std. Deviation 4.406  

Skewness .356 .149 

Kurtosis -.586 .298 

YLOTpess2 Mean 7.05 .232 

Median 7.00  

Std. Deviation 3.789  

Skewness .271 .149 

Kurtosis -.353 .298 

 

 

 

 

 

  

 
 

 

WINSORISED 

 

Descriptives 

 Statistic Std. Error 

ylotp1win Mean 8.00 .269 

Median 7.00  
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Std. Deviation 4.381  

Skewness .333 .149 

Kurtosis -.636 .298 

ylotp2win Mean 7.03 .230 

Median 7.00  

Std. Deviation 3.744  

Skewness .206 .149 

Kurtosis -.516 .298 

 
 

 
 

  
 

YLOT TOTALS 

 

Descriptives 

 Statistic Std. Error 

YLOTOT1 Mean 22.32 .426 

Median 23.00  

Std. Deviation 6.953  

Skewness -.500 .149 

Kurtosis .077 .298 
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YLOTtopt2 Mean 23.44 .375 

Median 24.00  

Std. Deviation 6.113  

Skewness -.371 .149 

Kurtosis .228 .298 

 
 

 

 
 

 
 

 

WINSORISED 

 

Descriptives 

 Statistic Std. Error 

ylotot1win Mean 22.39 .416 

Median 23.00  

Std. Deviation 6.786  

Skewness -.391 .149 

Kurtosis -.167 .298 

ylotot2win Mean 23.52 .362 

Median 24.00  
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Std. Deviation 5.901  

Skewness -.141 .149 

Kurtosis -.507 .298 

 
 

 

  

 
 

 

  



204 | P a g e  
 

 

CASQ - PMB 

 

Descriptives 

 Statistic Std. Error 

PMB1 Mean 2.57 .090 

Median 3.00  

Std. Deviation 1.463  

Skewness .219 .149 

Kurtosis -.441 .298 

pmb2 Mean 2.64 .103 

Median 3.00  

Std. Deviation 1.673  

Skewness .443 .149 

Kurtosis -.095 .298 
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CASQ PVB 

 

Descriptives 

 Statistic Std. Error 

PVB1 Mean 2.65 .087 

Median 3.00  

Std. Deviation 1.415  

Skewness .380 .149 

Kurtosis .215 .298 

pvb2 Mean 2.95 .085 

Median 3.00  

Std. Deviation 1.385  

Skewness .440 .149 

Kurtosis -.217 .298 
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CASQ HOP 

 

Descriptives 

 Statistic Std. Error 

HOP1 Mean 5.22 .137 

Median 5.00  

Std. Deviation 2.231  

Skewness .204 .149 

Kurtosis .076 .298 

hop2 Mean 5.59 .151 

Median 5.00  

Std. Deviation 2.468  

Skewness .382 .149 

Kurtosis -.136 .298 
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CASQ – PSB 

 

Descriptives 

 Statistic Std. Error 

PSB1 Mean 2.82 .092 

Median 3.00  

Std. Deviation 1.500  

Skewness .433 .149 

Kurtosis -.077 .298 

psb2 Mean 2.88 .102 

Median 3.00  

Skewness .349 .149 

Kurtosis -.164 .298 
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CASQ – PMG 

 

Descriptives 

 Statistic Std. Error 

PMG1 Mean 3.93 .105 

Median 4.00  

Std. Deviation 1.709  

Skewness .075 .149 

Kurtosis -.149 .298 

pmg2 Mean 4.24 .103 

Median 4.00  

Std. Deviation 1.678  

Skewness .114 .149 

Kurtosis -.315 .298 
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CASQ – PVG 

 

Descriptives 

 Statistic Std. Error 

PVG1 Mean 4.05 .087 

Median 4.00  

Std. Deviation 1.416  

Skewness -.136 .149 

Kurtosis -.267 .298 

pvg2 Mean 4.18 .089 

Median 4.00  

Std. Deviation 1.453  

Skewness -.087 .149 

Kurtosis -.150 .298 
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CASQ – PSG 

 

Descriptives 

 Statistic Std. Error 

PSG1 Mean 4.70 .095 

Median 5.00  

Std. Deviation 1.546  

Skewness .025 .149 

Kurtosis -.692 .298 

psg2 Mean 4.67 .092 

Median 5.00  

Std. Deviation 1.498  

Skewness -.160 .149 

Kurtosis -.235 .298 
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CASQ  - OPTIMISM 

 

Descriptives 

 Statistic Std. Error 

OPT1 Mean 4.64 .285 

Median 5.00  

Std. Deviation 4.647  

Skewness -.314 .149 

Kurtosis -.064 .298 

g-b2 Mean 4.66 .334 

Median 5.00  

Std. Deviation 5.444  

Skewness -.292 .149 

Kurtosis .198 .298 
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A5.6 PCA data for CASQ with varimax and oblimin rotations  
 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .557 

Bartlett's Test of Sphericity Approx. Chi-Square 1635.731 

df 1128 

Sig. .000 

 

 

Total Variance Explained 

Component 

Initial Eigenvalues 

Extraction Sums of Squared 

Loadings Rotation Sums of Squared Loadings 

Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% 

1 2.986 6.221 6.221 2.986 6.221 6.221 1.883 3.922 3.922 

2 2.164 4.508 10.729 2.164 4.508 10.729 1.839 3.832 7.754 

3 2.036 4.241 14.970 2.036 4.241 14.970 1.686 3.513 11.267 

4 1.892 3.941 18.911 1.892 3.941 18.911 1.653 3.444 14.711 

5 1.620 3.375 22.286 1.620 3.375 22.286 1.606 3.346 18.057 

6 1.545 3.219 25.505 1.545 3.219 25.505 1.601 3.336 21.393 

7 1.545 3.218 28.723 1.545 3.218 28.723 1.494 3.113 24.506 

8 1.481 3.086 31.809 1.481 3.086 31.809 1.460 3.042 27.547 

9 1.455 3.032 34.841 1.455 3.032 34.841 1.454 3.029 30.577 

10 1.389 2.895 37.735 1.389 2.895 37.735 1.453 3.028 33.604 

11 1.283 2.674 40.409 1.283 2.674 40.409 1.451 3.023 36.628 

12 1.259 2.622 43.031 1.259 2.622 43.031 1.425 2.969 39.597 

13 1.221 2.543 45.574 1.221 2.543 45.574 1.420 2.958 42.554 

14 1.201 2.502 48.076 1.201 2.502 48.076 1.408 2.933 45.487 

15 1.185 2.469 50.546 1.185 2.469 50.546 1.399 2.916 48.403 

16 1.119 2.332 52.878 1.119 2.332 52.878 1.398 2.913 51.316 

17 1.066 2.222 55.099 1.066 2.222 55.099 1.346 2.805 54.121 

18 1.045 2.177 57.276 1.045 2.177 57.276 1.283 2.673 56.794 

19 1.016 2.116 59.392 1.016 2.116 59.392 1.247 2.598 59.392 

20 .986 2.055 61.446 
      

21 .982 2.046 63.493 
      

22 .926 1.930 65.422 
      

23 .916 1.908 67.330 
      

24 .902 1.880 69.210 
      

25 .867 1.806 71.016 
      

26 .845 1.760 72.776 
      

27 .810 1.687 74.463 
      

28 .805 1.677 76.139 
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29 .769 1.602 77.741 
      

30 .757 1.577 79.318 
      

31 .724 1.508 80.826 
      

32 .710 1.479 82.305 
      

33 .703 1.465 83.770 
      

34 .695 1.448 85.219 
      

35 .654 1.362 86.581 
      

36 .628 1.308 87.889 
      

37 .591 1.231 89.120 
      

38 .581 1.210 90.330 
      

39 .568 1.183 91.513 
      

40 .548 1.141 92.654 
      

41 .519 1.082 93.736 
      

42 .506 1.054 94.790 
      

43 .483 1.007 95.797 
      

44 .453 .943 96.740 
      

45 .413 .861 97.601 
      

46 .406 .847 98.447 
      

47 .396 .825 99.273 
      

48 .349 .727 100.000 
      

Extraction Method: Principal Component Analysis. 
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VARIMAX CASQ 

Rotated Component Matrix
a
 

 
Component 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 

PMB1

3 

  -

.39

9 

                          .34

6 

      

PMB1

8 

                            .76

9 

        

PMB2

4 

                  .55

5 

                  

PMB2

8 

.36

8 

                                    

PMB3

1 

                  .69

2 

                  

PMB3

3 

      .50

5 

            -

.32

5 

                

PMB3

5 

      .58

0 

                              

PMB3

6 

.53

0 

                                    

PVB12               .44

1 

                -

.33

3 

    

PVB15 .66

3 

                                    

PVB20   .46

3 

                        -

.37

8 
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PVB21 .63

2 

                                    

PVB27             -

.34

4 

              .36

3 

        

PVB46               -

.48

7 

                      

PVB47             .52

8 

          .38

3 

            

PVB48                                   .76

9 

  

PMG5                 .57

8 

                    

PMG9     .51

6 

                            -

.34

9 

  

PMG2

3 

-

.32

4 

                                    

PMG3

9 

        .35

8 

                        .30

3 

  

PMG4

0 

            .71

4 

                        

PMG4

1 

                    .74

9 

                

PMG4

2 

  .31

5 

                                  

PMG4

3 

        .68

8 

                            

PVG1                 .73

7 

                    

PVG3   .59

1 

    .30

9 

                            

PVG17                               .70

9 

      

PVG25   .31

2 

                    -

.59

0 

            

PVG30                                     .80

4 

PVG32     .71

6 
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PVG34                         .62

3 

            

PVG37             .33

9 

      .55

8 

                

PSB6   -

.41

3 

              -

.39

5 

      .38

6 

          

PSB7                       .70

3 

              

PSB10                       .65

6 

              

PSB11       .54

0 

    .31

1 

                        

PSB14         .39

7 

                            

PSB26                           .73

8 

          

PSB29     .59

0 

                    .30

6 

          

PSB38   -

.64

4 

                                  

PSG2       .54

4 

                              

PSG4                                 .76

6 

    

PSG8       .32

3 

                              

PSG16                               .50

5 

      

PSG19           .71

1 

                          

PSG22           .50

2 

                          

PSG44           .44

7 

                          

PSG45               .68

4 

                      

Extraction Method: Principal Component Analysis.  

 Rotation Method: Varimax with Kaiser Normalization. 

a. Rotation converged in 20 iterations. 
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OBLIMIN CASQ 

Component Matrix
a
 

 
Component 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 

PMB1

3 

  .31

8 

                                  

PMB1

8 

                -

.36

0 

          .30

6 

        

PMB2

4 

        -

.36

8 

                            

PMB2

8 

-

.31

1 

.31

5 

.32

3 

                                

PMB3

1 

  .34

8 

                                  

PMB3

3 

  .36

0 

                                  

PMB3

5 

  .31

6 

    -

.34

9 

    -

.34

8 

                      

PMB3

6 

-

.34

6 

  .39

1 

                                

PVB12             -

.38

4 

            .44

6 

          

PVB15   .34

3 

.31

1 

  .33

8 

                            

PVB20 .35

4 

              .34

4 

    -

.37

3 

              

PVB21     .46

3 

                                

PVB27     .33

6 

                      .47

3 
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PVB46         .31

3 

.32

2 

                  .32

6 

      

PVB47                           .31

7 

          

PVB48   .36

8 

                          -

.43

0 

      

PMG5 .33

7 

                    .31

9 

              

PMG9     .37

3 

          -

.36

9 

                    

PMG2

3 

.36

8 

                                    

PMG3

9 

            -

.32

4 

                        

PMG4

0 

      .33

9 

  .43

9 

        -

.31

9 

                

PMG4

1 

                          -

.44

5 

          

PMG4

2 

.43

3 

                  -

.38

3 

                

PMG4

3 

.41

7 

                                    

PVG1               .44

1 

        -

.37

9 

            

PVG3 .33

1 

                                    

PVG17                                       

PVG25     .32

0 

                                

PVG30                       -

.32

3 

        .37

9 

.30

2 

  

PVG32 .33

9 
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PVG34             -

.39

6 

                        

PVG37 .34

6 

                                    

PSB6       .39

4 

      .33

2 

                      

PSB7         .54

2 

                            

PSB10           -

.37

7 

                          

PSB11       .45

9 

-

.30

4 

                            

PSB14     .33

3 

                                

PSB26     .36

6 

        .31

0 

                      

PSB29                       .34

4 

              

PSB38       .39

1 

                              

PSG2 .40

7 

                  .34

8 

                

PSG4                                       

PSG8 .42

1 

          .30

3 

                        

PSG16   .34

2 

                  -

.32

6 

              

PSG19 .41

4 

                            .39

6 

    .30

9 

PSG22 .38

3 

.46

6 

                                  

PSG44                       .33

6 

.30

8 

            

PSG45           -

.42

9 

      -

.37

8 

                  

Extraction Method: Principal Component Analysis. 

a. 19 components extracted. 
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Pattern Matrix
a
 

 

a. Rotation failed to converge in 25 iterations. (Convergence = 

.003). 

 

 
 

A5.7 PCA data for YLOT with varimax and oblimin rotations 
 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .858 

Bartlett's Test of Sphericity Approx. Chi-Square 854.880 

df 66 

Sig. .000 

 

 

Total Variance Explained 

Component 

Initial Eigenvalues 

Extraction Sums of Squared 

Loadings Rotation Sums of Squared Loadings 

Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% 

1 3.870 32.248 32.248 3.870 32.248 32.248 2.880 24.004 24.004 

2 1.838 15.316 47.564 1.838 15.316 47.564 2.827 23.560 47.564 

3 .884 7.368 54.931 
      

4 .778 6.487 61.419 
      

5 .711 5.927 67.346 
      

6 .686 5.716 73.062 
      

7 .647 5.388 78.450 
      

8 .615 5.127 83.578 
      

9 .531 4.426 88.003 
      

10 .521 4.344 92.348 
      

11 .488 4.070 96.418 
      

12 .430 3.582 100.000 
      

Extraction Method: Principal Component Analysis. 
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VARIMAX YLOT 

Rotated Component Matrix
a
 

 
Component 

1 2 

Optimism q4 .657   

Optimism q6 .557   

Optimism q8 .665   

Optimism q10 .721   

Optimism q12 .732   

Optimism q14 .718   

Pessimism 3 reversed   .617 

Pessimism 5 reversed   .657 

Pessimism 7 reversed   .637 

Pessimism 9 reversed   .675 

Pessimism 11 reversed   .758 

Pessimism 13 reversed   .678 

Extraction Method: Principal Component Analysis.  

 Rotation Method: Varimax with Kaiser 

Normalization. 

a. Rotation converged in 3 iterations. 
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YLOT OBLIMIN  

 

 

Pattern Matrix
a
 

 
Component 

1 2 

Optimism q4 .681   

Optimism q6 .544   
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Optimism q8 .678   

Optimism q10 .723   

Optimism q12 .737   

Optimism q14 .735   

Pessimism 3 reversed   .605 

Pessimism 5 reversed   .660 

Pessimism 7 reversed   .663 

Pessimism 9 reversed   .682 

Pessimism 11 reversed   .780 

Pessimism 13 reversed   .677 

Extraction Method: Principal Component Analysis.  

 Rotation Method: Oblimin with Kaiser 

Normalization. 

a. Rotation converged in 6 iterations. 

 

 

 

5.9 Diagnostic tests carrying out multiple regression analyses 
 

Analysis 1 between YLOT and CESDC and ROSE 

 

Descriptives 

 Statistic Std. Error 

SELF ESTEEM 

(ROSENBERG) 

Mean 18.18 .284 

Std. Deviation 4.935  

Skewness -.313 .140 

Kurtosis .427 .279 

CHILDHOOD 

DEPRESSION 

Mean 18.00 .668 

Std. Deviation 11.629  

Skewness .720 .140 
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Kurtosis .304 .279 

OPTIMISM (YLOT) Mean 22.87 .403 

Std. Deviation 7.013  

Skewness -.485 .140 

Kurtosis .034 .279 
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YLOT, ROSE and CESDC AFTER winsorising or transforming 

Descriptives 

 Statistic Std. Error 

WINSORISED YLOT Mean 23.0231 .38476 

Std. Deviation 6.69754  

Skewness -.313 .140 

Kurtosis -.279 .279 

WINSORISED 

ROSENBERG 

Mean 18.2508 .27246 

Std. Deviation 4.74270  

Skewness -.057 .140 

Kurtosis -.258 .279 

CESDCXFORM Mean 3.9738 .08561 

Std. Deviation 1.49013  

Skewness -.278 .140 

Kurtosis -.046 .279 

 

 
 

 

 

 
 

REGRESSION ANALYSIS 
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Model Summary
b
 

Model 

R R Square 

Adjusted R 

Square 

Std. Error of the 

Estimate 

 .626
a 

.392 .388 5.241 

a. Predictors: (Constant), CESDCXFORM, WINSORISED 

ROSENBERG 

b. Dependent Variable: WINSORISED YLOT 

 
 

 

 

ANOVA
b
 

Model Sum of Squares df Mean Square F Sig. 

1 Regression 5306.868 2 2653.434 96.606 .000
a
 

Residual 8239.971 300 27.467   

Total 13546.838 302    

a. Predictors: (Constant), CESDCXFORM, WINSORISED ROSENBERG 

b. Dependent Variable: WINSORISED YLOT 

 

 

Coefficients
a
 

Model 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

t Sig. 

95.0% 

Confidence 

Interval for B Correlations 

Collinearity 

Statistics 

B 

Std. 

Error Beta 

Lower 

Bound 

Upper 

Bound 

Zero-

order Partial Part Tolerance VIF 

1 (Constant) 15.751 1.940 
 

8.118 .000 11.933 19.569 
     

WINSORISED 

ROSENBERG 

.652 .072 .461 9.055 .000 .510 .793 .583 .463 .408 .781 1.281 

CESDCXFORM -1.163 .229 -.259 -

5.077 

.000 -1.614 -.712 -.475 -.281 -

.229 

.781 1.281 

a. Dependent Variable: WINSORISED YLOT 

 

 

Residuals Statistics
a
 

 Minimum Maximum Mean Std. Deviation N 

Predicted Value 12.2552 35.3012 23.0231 4.19195 303 
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Std. Predicted Value -2.569 2.929 .000 1.000 303 

Standard Error of Predicted 

Value 

.302 1.026 .499 .152 303 

Adjusted Predicted Value 12.2102 35.2771 23.0227 4.19432 303 

Residual -17.80067 16.96990 .00000 5.22347 303 

Std. Residual -3.397 3.238 .000 .997 303 

Stud. Residual -3.404 3.274 .000 1.002 303 

Deleted Residual -17.88024 17.34638 .00041 5.27803 303 

Stud. Deleted Residual -3.466 3.328 .000 1.006 303 

Mahal. Distance .003 10.585 1.993 1.947 303 

Cook's Distance .000 .079 .003 .007 303 

Centered Leverage Value .000 .035 .007 .006 303 

a. Dependent Variable: WINSORISED YLOT 

 

 

Regression analysis YLOT, LCQ and RAI 

YLOT will be used winsorised as in previous example 

 

Descriptives 

 Statistic Std. Error 

LEARNING CLIMATE Mean 5.113 .0714 

Std. Deviation 1.2429  

Skewness -.884 .140 

Kurtosis .367 .279 

RELATIVE AUTONOMY 

INDEX 

Mean -1.131 .102 

Std. Deviation 1.786  

Skewness -.070 .140 

Kurtosis -.349 .279 
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REGRESSION ANALYSIS 

 

 

Model Summary
b
 

Model 

R R Square 

Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .270 .073 .067 6.470 

a. Predictors: (Constant), RELATIVE AUTONOMY INDEX, 

LCQXFORM1 

b. Dependent Variable: WINSORISED YLOT 

 

 

ANOVA
b
 

Model Sum of Squares df Mean Square F Sig. 
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1 Regression 986.193 2 493.096 11.777 .000
a
 

Residual 12560.646 300 41.869   

Total 13546.838 302    

a. Predictors: (Constant), RELATIVE AUTONOMY INDEX, LCQXFORM1 

b. Dependent Variable: WINSORISED YLOT 

 

 

 

Coefficients
a
 

Model 

Unstandardized 

Coefficients 

Standardize

d 

Coefficients 

t Sig. 

95.0% Confidence 

Interval for B Correlations 

Collinearity 

Statistics 

B 

Std. 

Error Beta 

Lower 

Bound 

Upper 

Bound 

Zero

-

orde

r 

Partia

l 

Par

t 

Toleranc

e VIF 

1 (Constant) 1774.06

4 

511.38

7 

 
3.46

9 

.00

1 

767.704 2780.42

3 

     

LCQXFORM

1 

-

707.465 

206.70

9 

-.191 -

3.42

3 

.00

1 

-

1114.24

8 

-

300.682 

-

.207 

-.194 -

.19

0 

.992 1.00

8 

RELATIVE 

AUTONOMY 

INDEX 

.652 .209 .174 3.11

8 

.00

2 

.241 1.064 .191 .177 .17

3 

.992 1.00

8 

a. Dependent Variable: WINSORISED YLOT 

 

 

Residuals Statistics
a
 

 Minimum Maximum Mean Std. Deviation N 

Predicted Value 17.8784 27.0367 23.0231 1.80708 303 

Std. Predicted Value -2.847 2.221 .000 1.000 303 

Standard Error of Predicted 

Value 

.374 1.416 .615 .192 303 

Adjusted Predicted Value 17.7899 26.9551 23.0211 1.80930 303 

Residual -19.01225 15.64726 .00000 6.44915 303 

Std. Residual -2.938 2.418 .000 .997 303 

Stud. Residual -2.949 2.440 .000 1.002 303 

Deleted Residual -19.15324 15.92911 .00204 6.51499 303 

Stud. Deleted Residual -2.988 2.460 .000 1.005 303 

Mahal. Distance .012 13.462 1.993 2.028 303 

Cook's Distance .000 .039 .003 .006 303 
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Centered Leverage Value .000 .045 .007 .007 303 

a. Dependent Variable: WINSORISED YLOT 

 

 

MULTIPLE REGRESSION OF SCHOOL CLIMATE MEASURES ON OPTIMISM 

 

 

Descriptives 

 Statistic Std. Error 

SCHOOL CLIMATE HT Mean 446.9153 5.95641 

Std. Deviation 103.68256  

Skewness .321 .140 

Kurtosis -1.148 .279 

SCHOOL CLIMATE CT Mean 534.6174 5.59469 

Std. Deviation 97.38612  

Skewness .288 .140 

Kurtosis -1.598 .279 
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NB. These data are derived from a whole school score for the class teacher and the head 
teacher, and therefore, the same whole school score (head teacher and class teacher) has 
been assigned to every child in the school. 

 

 

 

 

 

 

MULTIPLE REGRESSION ANALYSIS 
 

 

 

Model Summary
b
 

Model 

R R Square 

Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .092 .008 .002 6.69134 

a. Predictors: (Constant), SCHOOL CLIMATE CT, SCHOOL CLIMATE 

HT 

b. Dependent Variable: WINSORISED YLOT 

 

 

ANOVA
b
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Model Sum of Squares df Mean Square F Sig. 

1 Regression 114.616 2 57.308 1.280 .280
a
 

Residual 13432.223 300 44.774   

Total 13546.838 302    

a. Predictors: (Constant), SCHOOL CLIMATE CT, SCHOOL CLIMATE HT 

b. Dependent Variable: WINSORISED YLOT 

 

Coefficients
a
 

Model 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

t Sig. 

95.0% 

Confidence 

Interval for B Correlations 

Collinearity 

Statistics 

B 

Std. 

Error Beta 

Lower 

Bound 

Upper 

Bound 

Zero-

order Partial Part Tolerance VIF 

1 (Constant) 19.775 2.216 
 

8.925 .000 15.415 24.135 
     

SCHOOL 

CLIMATE 

HT 

.004 .005 .066 .938 .349 -.005 .013 .087 .054 .054 .669 1.495 

SCHOOL 

CLIMATE 

CT 

.003 .005 .037 .520 .603 -.007 .012 .075 .030 .030 .669 1.495 

a. Dependent Variable: WINSORISED YLOT 

 

 

 

MULTIPLE REGRESSION OF COMMUNITY LEVEL FACTORS ON OPTIMISM 

The variables have been screened for normality earlier in this appendix and therefore the 
data has not been duplicated 
 

Model Summary
b
 

Model 

R R Square 

Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .186 .034 .025 6.926 

a. Predictors: (Constant), ECONOMIC DEPRIVATION SCORE, 

EDSKTRXFROM, HEALTHXFORM 

b. Dependent Variable: OPTIMISM (YLOT) 

 

 

Model Summary
b
 

Model 

R R Square 

Adjusted R 

Square 

Std. Error of the 

Estimate 
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1 .194 .038 .028 6.61 

a. Predictors: (Constant), ECONOMIC DEPRIVATION SCORE, 

EDSKTRXFROM, HEALTHXFORM 

b. Dependent Variable: WINSORISED YLOT 

 

ANOVA
b
 

Model Sum of Squares df Mean Square F Sig. 

1 Regression 512.034 3 170.678 3.915 .009
a
 

Residual 13034.804 299 43.595   

Total 13546.838 302    

a. Predictors: (Constant), ECONOMIC DEPRIVATION SCORE, EDSKTRXFROM, 

HEALTHXFORM 

b. Dependent Variable: WINSORISED YLOT 

 

Coefficients
a
 

Model 

Unstandardized 

Coefficients 

Standardize

d 

Coefficients 

t Sig. 

95.0% Confidence 

Interval for B Correlations 

Collinearity 

Statistics 

B 

Std. 

Error Beta 

Lower 

Bound 

Upper 

Bound 

Zero

-

orde

r 

Partia

l 

Par

t 

Toleranc

e VIF 

1 (Constant) -

98.55

5 

867.77

3 
 

-.114 .91

0 

-

1806.27

0 

1609.16

1 
     

EDSKTRXFRO

M 

-.707 .239 -.212 -

2.95

4 

.00

3 

-1.179 -.236 -

.112 

-.168 -

.16

8 

.627 1.59

6 

HEALTHXFOR

M 

6.972 49.686 .016 .140 .88

8 

-90.806 104.751 -

.028 

.008 .00

8 

.238 4.20

0 

ECONOMIC 

DEPRIVATION 

SCORE 

28.93

1 

15.757 .202 1.83

6 

.06

7 

-2.078 59.940 .072 .106 .10

4 

.266 3.75

7 

a. Dependent Variable: WINSORISED YLOT 

 

 

Residuals Statistics
a
 

 Minimum Maximum Mean Std. Deviation N 

Predicted Value 20.5569 26.7890 23.0231 1.30210 303 

Std. Predicted Value -1.894 2.892 .000 1.000 303 
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Standard Error of Predicted 

Value 

.407 1.427 .738 .175 303 

Adjusted Predicted Value 20.4526 26.9846 23.0242 1.30593 303 

Residual -18.75985 12.66719 .00000 6.56975 303 

Std. Residual -2.841 1.919 .000 .995 303 

Stud. Residual -2.854 1.936 .000 1.002 303 

Deleted Residual -18.92575 12.90020 -.00108 6.65592 303 

Stud. Deleted Residual -2.889 1.945 -.001 1.004 303 

Mahal. Distance .150 13.119 2.990 1.905 303 

Cook's Distance .000 .029 .003 .005 303 

Centered Leverage Value .000 .043 .010 .006 303 

a. Dependent Variable: WINSORISED YLOT 

 

 
 

A5.9 School by school ANOVA data including post hoc tests 
The untransformed and unwinsorised results are used in this section as the ANOVA is a 
robust technique and not sensitive to breaches of the assumptions underpinning the tests. 
The raw data has the additional advantage of being easier to interpret. N.B. The means 
reported in the main document have been transformed into standard scores of with a 
mean of 500 and a standard deviation of 100. 
 
For the first ANOVA both the multiple comparison table and the homogeneous subsets 
table have been reproduced for completeness.  In subsequent analyses only the 
homogeneous subsets have been reproduced as they replicate the data provided in the 
multiple comparisons tests. 
 

 

 

BOX PLOTS COMPARING SCHOOLS FOR YLOT, CASQ. ROSENBERG AND CESDC 
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ANOVA RESULTS 

ANOVA 

 
Sum of 

Squares df 

Mean 

Square F Sig. 

OPTIMISM (YLOT) Between 

Groups 

1056.588 5 211.318 4.549 .001 

Within Groups 13796.132 297 46.452   

Total 14852.719 302    

OPTIMISM (casq) Between 

Groups 

376.326 5 75.265 3.570 .004 

Within Groups 6260.730 297 21.080   

Total 6637.056 302    

CHILDHOOD DEPRESSION Between 

Groups 

3493.486 5 698.697 5.556 .000 

Within Groups 37346.350 297 125.745   

Total 40839.835 302    

SELF ESTEEM 

(ROSENBERG) 

Between 

Groups 

907.919 5 181.584 8.363 .000 

Within Groups 6448.457 297 21.712   

Total 7356.376 302    
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Multiple Comparisons – significant results emboldened 

 

Dependent Variable (I) 

SCHOOL 

(J) 

SCHOOL Mean 

Difference 

(I-J) 

Std. 

Error Sig. 

95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

OPTIMISM 

(YLOT) 

Gabriel 

dimension2 

1 

dimension3 

2 1.567 1.312 .980 -2.30 5.44 

3 2.526 1.288 .538 -1.27 6.33 

4 .199 1.692 1.000 -4.68 5.08 

5 -3.086 1.277 .217 -6.85 .68 

6 -.268 1.294 1.000 -4.09 3.55 

2 

dimension3 

1 -1.567 1.312 .980 -5.44 2.30 

3 .959 1.301 1.000 -2.88 4.80 

4 -1.368 1.702 1.000 -6.29 3.55 

5 -4.653
*
 1.290 .005 -8.46 -.85 

6 -1.835 1.306 .925 -5.69 2.02 

3 

dimension3 

1 -2.526 1.288 .538 -6.33 1.27 

2 -.959 1.301 1.000 -4.80 2.88 

4 -2.326 1.684 .921 -7.17 2.52 

5 -5.612
*
 1.266 .000 -9.35 -1.88 

6 -2.794 1.282 .365 -6.58 .99 

4 

dimension3 

1 -.199 1.692 1.000 -5.08 4.68 

2 1.368 1.702 1.000 -3.55 6.29 

3 2.326 1.684 .921 -2.52 7.17 

5 -3.285 1.675 .495 -8.10 1.53 

6 -.467 1.688 1.000 -5.33 4.40 

5 

dimension3 

1 3.086 1.277 .217 -.68 6.85 

2 4.653
*
 1.290 .005 .85 8.46 

3 5.612
*
 1.266 .000 1.88 9.35 

4 3.285 1.675 .495 -1.53 8.10 

6 2.818 1.272 .338 -.93 6.57 

6 

dimension3 

1 .268 1.294 1.000 -3.55 4.09 

2 1.835 1.306 .925 -2.02 5.69 

3 2.794 1.282 .365 -.99 6.58 



237 | P a g e  
 

4 .467 1.688 1.000 -4.40 5.33 

5 -2.818 1.272 .338 -6.57 .93 

Games-

Howell 

dimension2 

1 

dimension3 

2 1.567 1.340 .851 -2.32 5.46 

3 2.526 1.321 .401 -1.31 6.36 

4 .199 1.696 1.000 -4.86 5.26 

5 -3.086 1.261 .149 -6.74 .57 

6 -.268 1.318 1.000 -4.09 3.56 

2 

dimension3 

1 -1.567 1.340 .851 -5.46 2.32 

3 .959 1.321 .978 -2.87 4.79 

4 -1.368 1.695 .965 -6.42 3.69 

5 -4.653
*
 1.260 .005 -8.31 -.99 

6 -1.835 1.318 .732 -5.66 1.99 

3 

dimension3 

1 -2.526 1.321 .401 -6.36 1.31 

2 -.959 1.321 .978 -4.79 2.87 

4 -2.326 1.680 .736 -7.34 2.69 

5 -5.612
*
 1.240 .000 -9.21 -2.02 

6 -2.794 1.299 .269 -6.56 .97 

4 

dimension3 

1 -.199 1.696 1.000 -5.26 4.86 

2 1.368 1.695 .965 -3.69 6.42 

3 2.326 1.680 .736 -2.69 7.34 

5 -3.285 1.633 .355 -8.18 1.61 

6 -.467 1.678 1.000 -5.48 4.54 

5 

dimension3 

1 3.086 1.261 .149 -.57 6.74 

2 4.653
*
 1.260 .005 .99 8.31 

3 5.612
*
 1.240 .000 2.02 9.21 

4 3.285 1.633 .355 -1.61 8.18 

6 2.818 1.237 .212 -.77 6.41 

6 

dimension3 

1 .268 1.318 1.000 -3.56 4.09 

2 1.835 1.318 .732 -1.99 5.66 

3 2.794 1.299 .269 -.97 6.56 

4 .467 1.678 1.000 -4.54 5.48 

5 -2.818 1.237 .212 -6.41 .77 

OPTIMISM (casq) Gabriel 

dimension2 

1 

dimension3 

2 1.831 .884 .447 -.78 4.44 

3 1.263 .868 .904 -1.30 3.82 

4 -.062 1.140 1.000 -3.35 3.23 

5 -1.323 .861 .861 -3.86 1.22 

6 -.536 .872 1.000 -3.11 2.04 

2 
dimension3 

1 -1.831 .884 .447 -4.44 .78 

3 -.568 .876 1.000 -3.15 2.02 
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4 -1.893 1.146 .763 -5.21 1.42 

5 -3.154
*
 .869 .005 -5.72 -.59 

6 -2.367 .880 .107 -4.96 .23 

3 

dimension3 

1 -1.263 .868 .904 -3.82 1.30 

2 .568 .876 1.000 -2.02 3.15 

4 -1.324 1.134 .980 -4.59 1.94 

5 -2.586
*
 .853 .039 -5.10 -.07 

6 -1.799 .864 .438 -4.35 .75 

4 

dimension3 

1 .062 1.140 1.000 -3.23 3.35 

2 1.893 1.146 .763 -1.42 5.21 

3 1.324 1.134 .980 -1.94 4.59 

5 -1.262 1.129 .986 -4.51 1.98 

6 -.474 1.137 1.000 -3.75 2.80 

5 

dimension3 

1 1.323 .861 .861 -1.22 3.86 

2 3.154
*
 .869 .005 .59 5.72 

3 2.586
*
 .853 .039 .07 5.10 

4 1.262 1.129 .986 -1.98 4.51 

6 .787 .857 .999 -1.74 3.31 

6 

dimension3 

1 .536 .872 1.000 -2.04 3.11 

2 2.367 .880 .107 -.23 4.96 

3 1.799 .864 .438 -.75 4.35 

4 .474 1.137 1.000 -2.80 3.75 

5 -.787 .857 .999 -3.31 1.74 

Games-

Howell 

dimension2 

1 

dimension3 

2 1.831 .879 .304 -.72 4.38 

3 1.263 .840 .663 -1.17 3.70 

4 -.062 1.190 1.000 -3.64 3.51 

5 -1.323 .814 .584 -3.68 1.04 

6 -.536 .877 .990 -3.08 2.01 

2 

dimension3 

1 -1.831 .879 .304 -4.38 .72 

3 -.568 .884 .987 -3.14 2.00 

4 -1.893 1.222 .636 -5.55 1.76 

5 -3.154
*
 .860 .005 -5.65 -.66 

6 -2.367 .919 .113 -5.03 .30 

3 

dimension3 

1 -1.263 .840 .663 -3.70 1.17 

2 .568 .884 .987 -2.00 3.14 

4 -1.324 1.195 .875 -4.91 2.26 

5 -2.586
*
 .821 .025 -4.96 -.21 

6 -1.799 .883 .328 -4.36 .76 

4 
dimension3 

1 .062 1.190 1.000 -3.51 3.64 

2 1.893 1.222 .636 -1.76 5.55 
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3 1.324 1.195 .875 -2.26 4.91 

5 -1.262 1.177 .889 -4.80 2.28 

6 -.474 1.221 .999 -4.13 3.18 

5 

dimension3 

1 1.323 .814 .584 -1.04 3.68 

2 3.154
*
 .860 .005 .66 5.65 

3 2.586
*
 .821 .025 .21 4.96 

4 1.262 1.177 .889 -2.28 4.80 

6 .787 .858 .941 -1.70 3.28 

6 

dimension3 

1 .536 .877 .990 -2.01 3.08 

2 2.367 .919 .113 -.30 5.03 

3 1.799 .883 .328 -.76 4.36 

4 .474 1.221 .999 -3.18 4.13 

5 -.787 .858 .941 -3.28 1.70 

CHILDHOOD 

DEPRESSION 

Gabriel 

dimension2 

1 

dimension3 

2 -4.356 2.158 .490 -10.72 2.01 

3 -7.002
*
 2.120 .016 -13.26 -.75 

4 1.262 2.785 1.000 -6.77 9.29 

5 2.569 2.102 .976 -3.63 8.77 

6 -.456 2.129 1.000 -6.74 5.82 

2 

dimension3 

1 4.356 2.158 .490 -2.01 10.72 

3 -2.646 2.140 .973 -8.96 3.67 

4 5.619 2.800 .465 -2.47 13.71 

5 6.925
*
 2.122 .018 .67 13.18 

6 3.900 2.149 .661 -2.44 10.24 

3 

dimension3 

1 7.002
*
 2.120 .016 .75 13.26 

2 2.646 2.140 .973 -3.67 8.96 

4 8.265
*
 2.770 .036 .29 16.24 

5 9.571
*
 2.083 .000 3.43 15.72 

6 6.546
*
 2.110 .031 .32 12.77 

4 

dimension3 

1 -1.262 2.785 1.000 -9.29 6.77 

2 -5.619 2.800 .465 -13.71 2.47 

3 -8.265
*
 2.770 .036 -16.24 -.29 

5 1.306 2.757 1.000 -6.62 9.23 

6 -1.719 2.777 1.000 -9.72 6.29 

5 

dimension3 

1 -2.569 2.102 .976 -8.77 3.63 

2 -6.925
*
 2.122 .018 -13.18 -.67 

3 -9.571
*
 2.083 .000 -15.72 -3.43 

4 -1.306 2.757 1.000 -9.23 6.62 

6 -3.025 2.092 .908 -9.20 3.15 

6 
dimension3 

1 .456 2.129 1.000 -5.82 6.74 

2 -3.900 2.149 .661 -10.24 2.44 
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3 -6.546
*
 2.110 .031 -12.77 -.32 

4 1.719 2.777 1.000 -6.29 9.72 

5 3.025 2.092 .908 -3.15 9.20 

Games-

Howell 

dimension2 

1 

dimension3 

2 -4.356 2.173 .347 -10.66 1.95 

3 -7.002
*
 2.297 .033 -13.66 -.34 

4 1.262 2.868 .998 -7.30 9.83 

5 2.569 2.040 .806 -3.35 8.49 

6 -.456 2.119 1.000 -6.61 5.69 

2 

dimension3 

1 4.356 2.173 .347 -1.95 10.66 

3 -2.646 2.245 .846 -9.16 3.87 

4 5.619 2.827 .367 -2.84 14.08 

5 6.925
*
 1.982 .009 1.17 12.68 

6 3.900 2.064 .414 -2.09 9.89 

3 

dimension3 

1 7.002
*
 2.297 .033 .34 13.66 

2 2.646 2.245 .846 -3.87 9.16 

4 8.265 2.923 .071 -.44 16.97 

5 9.571
*
 2.117 .000 3.43 15.71 

6 6.546
*
 2.194 .040 .18 12.91 

4 

dimension3 

1 -1.262 2.868 .998 -9.83 7.30 

2 -5.619 2.827 .367 -14.08 2.84 

3 -8.265 2.923 .071 -16.97 .44 

5 1.306 2.726 .997 -6.90 9.51 

6 -1.719 2.786 .989 -10.08 6.64 

5 

dimension3 

1 -2.569 2.040 .806 -8.49 3.35 

2 -6.925
*
 1.982 .009 -12.68 -1.17 

3 -9.571
*
 2.117 .000 -15.71 -3.43 

4 -1.306 2.726 .997 -9.51 6.90 

6 -3.025 1.923 .618 -8.60 2.55 

6 

dimension3 

1 .456 2.119 1.000 -5.69 6.61 

2 -3.900 2.064 .414 -9.89 2.09 

3 -6.546
*
 2.194 .040 -12.91 -.18 

4 1.719 2.786 .989 -6.64 10.08 

5 3.025 1.923 .618 -2.55 8.60 

SELF ESTEEM 

(ROSENBERG) 

Gabriel 

dimension2 

1 

dimension3 

2 1.966 .897 .355 -.68 4.61 

3 3.084
*
 .881 .008 .49 5.68 

4 .891 1.157 1.000 -2.45 4.23 

5 -2.126 .873 .207 -4.70 .45 

6 .730 .885 1.000 -1.88 3.34 

2 

dimension3 

1 -1.966 .897 .355 -4.61 .68 

3 1.118 .889 .969 -1.51 3.74 
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4 -1.075 1.163 .998 -4.44 2.29 

5 -4.092
*
 .882 .000 -6.69 -1.49 

6 -1.236 .893 .933 -3.87 1.40 

3 

dimension3 

1 -3.084
*
 .881 .008 -5.68 -.49 

2 -1.118 .889 .969 -3.74 1.51 

4 -2.193 1.151 .545 -5.51 1.12 

5 -5.210
*
 .865 .000 -7.76 -2.66 

6 -2.354 .877 .108 -4.94 .23 

4 

dimension3 

1 -.891 1.157 1.000 -4.23 2.45 

2 1.075 1.163 .998 -2.29 4.44 

3 2.193 1.151 .545 -1.12 5.51 

5 -3.017 1.145 .103 -6.31 .28 

6 -.161 1.154 1.000 -3.49 3.17 

5 

dimension3 

1 2.126 .873 .207 -.45 4.70 

2 4.092
*
 .882 .000 1.49 6.69 

3 5.210
*
 .865 .000 2.66 7.76 

4 3.017 1.145 .103 -.28 6.31 

6 2.856
*
 .869 .017 .29 5.42 

6 

dimension3 

1 -.730 .885 1.000 -3.34 1.88 

2 1.236 .893 .933 -1.40 3.87 

3 2.354 .877 .108 -.23 4.94 

4 .161 1.154 1.000 -3.17 3.49 

5 -2.856
*
 .869 .017 -5.42 -.29 

Games-

Howell 

dimension2 

1 

dimension3 

2 1.966 .756 .106 -.23 4.16 

3 3.084
*
 .722 .001 .99 5.18 

4 .891 1.284 .981 -3.01 4.79 

5 -2.126 .866 .147 -4.64 .39 

6 .730 .902 .965 -1.89 3.35 

2 

dimension3 

1 -1.966 .756 .106 -4.16 .23 

3 1.118 .744 .664 -1.04 3.28 

4 -1.075 1.297 .960 -5.00 2.85 

5 -4.092
*
 .884 .000 -6.66 -1.53 

6 -1.236 .919 .759 -3.91 1.43 

3 

dimension3 

1 -3.084
*
 .722 .001 -5.18 -.99 

2 -1.118 .744 .664 -3.28 1.04 

4 -2.193 1.277 .532 -6.07 1.69 

5 -5.210
*
 .855 .000 -7.69 -2.73 

6 -2.354 .892 .098 -4.95 .24 
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4 

dimension3 

1 -.891 1.284 .981 -4.79 3.01 

2 1.075 1.297 .960 -2.85 5.00 

3 2.193 1.277 .532 -1.69 6.07 

5 -3.017 1.363 .256 -7.11 1.07 

6 -.161 1.387 1.000 -4.31 3.99 

5 

dimension3 

1 2.126 .866 .147 -.39 4.64 

2 4.092
*
 .884 .000 1.53 6.66 

3 5.210
*
 .855 .000 2.73 7.69 

4 3.017 1.363 .256 -1.07 7.11 

6 2.856 1.011 .061 -.08 5.79 

6 

dimension3 

1 -.730 .902 .965 -3.35 1.89 

2 1.236 .919 .759 -1.43 3.91 

3 2.354 .892 .098 -.24 4.95 

4 .161 1.387 1.000 -3.99 4.31 

5 -2.856 1.011 .061 -5.79 .08 

*. The mean difference is significant at the 0.05 level. 

 

 

OPTIMISM (YLOT) 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 

Gabriel
a,b

 

dimension1 

3 57 20.46  

2 53 21.42  

4 23 22.78 22.78 

1 55 22.98 22.98 

6 56 23.25 23.25 

5 59  26.07 

Sig.  .549 .289 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group 

sizes is used. Type I error levels are not guaranteed. 

 

 

OPTIMISM (casq) 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 

Gabriel
a,b

 

dimension1 

2 53 3.15  

3 57 3.72 3.72 
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1 55 4.98 4.98 

4 23 5.04 5.04 

6 56 5.52 5.52 

5 59  6.31 

Sig.  .200 .111 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group 

sizes is used. Type I error levels are not guaranteed. 

 

 

CHILDHOOD DEPRESSION 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 

Gabriel
a,b

 

dimension1 

5 59 13.87  

4 23 15.17  

1 55 16.44  

6 56 16.89 16.89 

2 53 20.79 20.79 

3 57  23.44 

Sig.  .053 .084 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group 

sizes is used. Type I error levels are not guaranteed. 

 

 

SELF ESTEEM (ROSENBERG) 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

3 57 15.81   

2 53 16.92 16.92  

4 23 18.00 18.00  

6 56 18.16 18.16 18.16 

1 55  18.89 18.89 

5 59   21.02 

Sig.  .225 .501 .056 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 
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SELF ESTEEM (ROSENBERG) 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

3 57 15.81   

2 53 16.92 16.92  

4 23 18.00 18.00  

6 56 18.16 18.16 18.16 

1 55  18.89 18.89 

5 59   21.02 

Sig.  .225 .501 .056 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 

 
 

BOX PLOTS COMPARING SCHOOLS FOR YLOT, LCQ, EXTREG, INTRINMOT, RAI, 

SCHCLIMHT, SCHCLIMCT 
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THERE ARE NO BOX PLOTS FOR SCHOOL 
CLIMATE AS THE DATA ENTERED FOR EACH 
PUPIL IS THE SAME VALUE – I.E. THE 
SCHOOL VALUE 

 

ANOVA 

ANOVA 

 
Sum of 

Squares df 

Mean 

Square F Sig. 

OPTIMISM (YLOT) Between 

Groups 

1056.588 5 211.318 4.549 .001 

Within Groups 13796.132 297 46.452   

Total 14852.719 302    

LEARNING CLIMATE Between 

Groups 

39.314 5 7.863 5.467 .000 

Within Groups 427.178 297 1.438   

Total 466.492 302    

EXTERNAL REGULATION Between 

Groups 

3.311 5 .662 2.406 .037 

Within Groups 81.736 297 .275   

Total 85.047 302    

INTRINSIC MOTIVATION Between 

Groups 

4.538 5 .908 1.858 .102 

Within Groups 145.082 297 .488   

Total 149.620 302    

RELATIVE AUTONOMY 

INDEX 

Between 

Groups 

45.160 5 9.032 2.920 .014 

Within Groups 918.792 297 3.094   

Total 963.952 302    

SCHOOL CLIMATE HT Between 

Groups 

3246522.183 5 649304.437 1.507E31 .000 

Within Groups .000 297 .000   

Total 3246522.183 302    

SCHOOL CLIMATE CT Between 

Groups 

2864185.156 5 572837.031 8.889E30 .000 
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Within Groups .000 297 .000   

Total 2864185.156 302    

 

 

OPTIMISM (YLOT) 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 

Gabriel
a,b

 

dimension1 

3 57 20.46  

2 53 21.42  

4 23 22.78 22.78 

1 55 22.98 22.98 

6 56 23.25 23.25 

5 59  26.07 

Sig.  .549 .289 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group 

sizes is used. Type I error levels are not guaranteed. 

 

 

 

 

LEARNING CLIMATE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

2 53 4.626   

6 56 4.895 4.895  

5 59 4.968 4.968 4.968 

3 57 5.209 5.209 5.209 

4 23  5.483 5.483 

1 55   5.704 

Sig.  .278 .265 .056 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 

 

 

EXTERNAL REGULATION 
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 SCHOOL 

N 

Subset for 

alpha = 0.05 

 1 

Gabriel
a,b

 

dimension1 

3 57 2.908 

5 59 3.069 

1 55 3.141 

4 23 3.144 

6 56 3.168 

2 53 3.220 

Sig.  .073 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of 

the group sizes is used. Type I error levels are not 

guaranteed. 

 

 

 

 

 

 

 

 

 

INTRINSIC MOTIVATION 

 SCHOOL 

N 

Subset for 

alpha = 0.05 

 1 

Gabriel
a,b

 

dimension1 

6 56 2.187 

4 23 2.217 

2 53 2.436 

3 57 2.458 

1 55 2.467 

5 59 2.510 

Sig.  .351 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 
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INTRINSIC MOTIVATION 

 SCHOOL 

N 

Subset for 

alpha = 0.05 

 1 

Gabriel
a,b

 

dimension1 

6 56 2.187 

4 23 2.217 

2 53 2.436 

3 57 2.458 

1 55 2.467 

5 59 2.510 

Sig.  .351 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of 

the group sizes is used. Type I error levels are not 

guaranteed. 

 

 

RELATIVE AUTONOMY INDEX 

 SCHOOL 

N 

Subset for 

alpha = 0.05 

 1 

Gabriel
a,b

 

dimension1 

6 56 -1.660 

4 23 -1.567 

2 53 -1.402 

1 55 -1.039 

5 59 -.714 

3 57 -.702 

Sig.  .140 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of 

the group sizes is used. Type I error levels are not 

guaranteed. 

 

 

 

SCHOOL CLIMATE HT 
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 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 5 6 

Gabriel
a,b

 

dimension1 

3 57 312.5400      

6 56  363.2800     

5 59   440.2000    

2 53    464.1400   

4 23     577.7400  

1 55      607.2300 

Sig.  1.000 1.000 1.000 1.000 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels are not guaranteed. 

 

 

SCHOOL CLIMATE CT 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 5 6 

Gabriel
a,b

 

dimension1 

2 53 419.1700      

3 57  456.6100     

5 59   476.6600    

6 56    600.5200   

1 55     658.9200  

4 23      684.9400 

Sig.  1.000 1.000 1.000 1.000 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels are not guaranteed. 
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BOX PLOTS COMPARING YLOT AND RELIGIOUS AFFILIATION  
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ANOVA 

 Sum of Squares df Mean Square F Sig. 

OPTIMISM (YLOT) Between Groups 1056.588 5 211.318 4.549 .001 

Within Groups 13796.132 297 46.452   

Total 14852.719 302    

%CHR Between Groups 14394.388 5 2878.878 202.777 .000 

Within Groups 4216.581 297 14.197   

Total 18610.969 302    

%MUS Between Groups 4542.223 5 908.445 125.893 .000 

Within Groups 2143.150 297 7.216   

Total 6685.373 302    

%HIN Between Groups 75.867 5 15.173 75.068 .000 

Within Groups 60.032 297 .202   

Total 135.900 302    

%NoR Between Groups 2524.222 5 504.844 33.950 .000 

Within Groups 4416.466 297 14.870   

Total 6940.688 302    

 

 

%CHR 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 

Gabriel
a,b

 

dimension1 

5 59 59.76    

6 56 61.31    

2 53  64.51   

4 23   72.52  

3 57   73.80  

1 55    77.42 

Sig.  .546 1.000 .816 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I 

error levels are not guaranteed. 

 

 

 

 

 

%MUS 

 SCHOOL N Subset for alpha = 0.05 
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 1 2 3 

Gabriel
a,b

 

dimension1 

4 23 .03   

1 55 .19   

3 57 .23   

2 53 .37   

6 56  7.20  

5 59   9.01 

Sig.  1.000 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 

 

 

%HIN 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

4 23 .00   

2 53 .03   

1 55 .04   

3 57 .08   

5 59  .55  

6 56   1.35 

Sig.  1.000 1.000 1.000 

 

%NoR 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

1 55 15.07   

5 59 16.81 16.81  

4 23  17.48  

3 57  17.63  

6 56  18.15  

2 53   24.09 

Sig.  .395 .791 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

. Thegroup sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 
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BOX PLOTS COMPARING  YLOT  WITH COMMUNITY LEVEL DATA LIVED 

ENVIRONMENT; EDUCATION SKILLS AND TRAINING AND ECONOMIC 

DEPRIVATION 

 

  

  

 

ANOVA 

 

 
Sum of 

Squares df 

Mean 

Square F Sig. 

OPTIMISM (YLOT) Between 

Groups 

1056.588 5 211.318 4.549 .001 

Within Groups 13796.132 297 46.452   

Total 14852.719 302    

LIVING ENVIRONMENT  SCORE Between 

Groups 

40492.493 5 8098.499 56.841 .000 

Within Groups 42315.122 297 142.475   

Total 82807.614 302    

ECONOMIC DEPRIVATION SCORE Between 

Groups 

.156 5 .031 18.415 .000 

Within Groups .504 297 .002   

Total .660 302    

EDUCATION, SKILLS AND TRAINING 

SCORE 

Between 

Groups 

132730.703 5 26546.141 208.402 .000 

Within Groups 37831.757 297 127.380   

Total 170562.460 302    
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LIVING ENVIRONMENT  SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 

Gabriel
a,b

 

dimension1 

1 55 25.1956    

4 23  32.8152   

3 57  35.0939   

6 56   46.2771  

5 59   46.4968  

2 53    60.4757 

Sig.  1.000 .999 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I 

error levels are not guaranteed. 

 

ECONOMIC DEPRIVATION SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 

Gabriel
a,b

 

dimension1 

4 23 .0757    

1 55 .0955 .0955   

6 56  .1198 .1198  

3 57   .1333 .1333 

5 59   .1425 .1425 

2 53    .1483 

Sig.  .292 .076 .129 .731 

 

EDUCATION, SKILLS AND TRAINING SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

4 23 13.0257   

1 55 15.3202   

6 56 17.0509   

5 59 18.2564   

3 57  28.9946  

2 53   72.8257 

Sig.  .348 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 
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EDUCATION, SKILLS AND TRAINING SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

4 23 13.0257   

1 55 15.3202   

6 56 17.0509   

5 59 18.2564   

3 57  28.9946  

2 53   72.8257 

Sig.  .348 1.000 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 

 

BOX PLOTS FOR YLOT AND COMMUITY HEATH AND MENTAL HEALTH SCORES 

 

 

 

 

 

 

 

 

ANOVA 

 Sum of Squares df Mean Square F Sig. 
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OPTIMISM (YLOT) Between Groups 1056.588 5 211.318 4.549 .001 

Within Groups 13796.132 297 46.452   

Total 14852.719 302    

HEALTH SCORE Between Groups 37.560 5 7.512 42.455 .000 

Within Groups 52.551 297 .177   

Total 90.111 302    

MENTAL HEALTH SCORE Between Groups 27.243 5 5.449 33.041 .000 

Within Groups 48.976 297 .165   

Total 76.219 302    

 
 

 

 

 

 

HEALTH SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 

Gabriel
a,b

 

dimension1 

1 55 -.2524   

4 23 -.2083   

3 57  .3570  

6 56  .4755 .4755 

5 59  .5636 .5636 

2 53   .7136 

Sig.  1.000 .263 .107 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 

used. Type I error levels are not guaranteed. 

 

 

MENTAL HEALTH SCORE 

 SCHOOL 

N 

Subset for alpha = 0.05 

 1 2 3 4 

Gabriel
a,b

 

dimension1 

4 23 -.2143    

1 55 -.1009 -.1009   

6 56  .0495 .0495  



257 | P a g e  
 

5 59  .1286 .1286  

3 57   .1623  

2 53    .7672 

Sig.  .951 .108 .954 1.000 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 45.154. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I 

error levels are not guaranteed. 
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