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ABSTRACT

In working with people and communities, educati®®a imajor force for bringing about
positive transformations. There are many reasonsthih is so. Education means knowledge,
skills, intellectual stimulation, social interaaticand entertainment. Along with these more
specific benefits, it is argued that increased hs@egeneral, underlying benefit of education,
and one that is especially relevant to the comrgenigagement mission. When educational
initiatives help to create more hopeful communjt@smmunity members can benefit in ways
that stretch far beyond the positive outcomes gtpiassociated with education. Enhanced hope
in the educational sphere translates into broadeeases in hope throughout one’s entire life.
This paper gives examples of community engagenmehtransformative educational
experiences that aim to empower people and comrasnifo have experienced disadvantage,
and, in the process, to increase their levels pehd is argued that education is a key process in
any effort to engage with communities, not onlydaese of its specific benefits, but because it
builds and promotes hope.



Introduction

Disadvantage and marginalisation present a magltesige to Australian communities
(see Vinson, 2004, 2007), and education plays adleyin efforts to address this challenge
(Gillard, 2008; Hayes, Gray, & Edwards, 2008).dnent yearssommunity engagement has
emerged as a major priority for many educationstitutions. These institutions have come to
realise the mutual benefits that stem from edunatimitiatives delivered in partnership with
communities and community organisations. Interdiagonal partnerships, such as those
between schools and universities, have also praframmunity engagement nationally and
internationally. Nationally, one example is The 8nktamily’s ‘Learning for Life’ education
programs for disadvantaged children. The Smith Bésrguiding principles in these and other
programs include being ‘embedded in the commuiaity working to ‘build the community’s
capacity’ (see The Smith Family website, On-lir).international example is the publication
‘Universities and Community Schools’, whose purpisst® provide a global forum in which
academics and practitioners may discuss how tolo@amd enhance university-school
connections in the community. As Benson and HarK@0®2) pointed out, the publication
emerged from a vision of “genuinely collaborativajtually beneficial partnerships among
communities, higher educational institutions...antluschools” (p. 3).

In the present paper, it is argued that, in additiothe many specific benefits that result
from community-focused educational initiatives,rthies a broader, underlying benefit in the
form of increasedtiope. Hope empowers people to pursue their goals sueglssind when
education takes place in the context of genuin@agagent and mutually beneficial partnerships,
its ability to foster hope is maximised. This tygfeeducation is trulyransformational, and the
present paper discusses a variety of programsrdtratives that embody the spirit of
transformational education and that, as a redela&e levels of hope throughout communities.

Engagement versus Service; Transaction versus Transfor mation

In community-based initiatives, there is a growmmngvement away from old models of
community service and toward models of communityagement. The recent creation of the
Australian Universities Community Engagement AlGar(begun in the year 2002) evidences
this trend. In the educational sphere, there i®aament away from transactional education and
toward transformational education. The two treru®e an underlying philosophy of
collaboration, partnership, inclusion, participatioeciprocity, and empowerment. They also
very likely stem from a common source: the wideagresalisation of the need for more
humanising and respectful ways of working with stuts, colleagues, and community members.

Traditionally, efforts to address community disathage were transactional in nature,
with community members as passive recipients ofare] assistance, or other such aid (Butcher,
Egan, & Ralph, 2008; Egan et al., 2006). Hencadha ‘community service’, implying a one-
way relationship whereby powerful parties providevices to those in need, with little
consideration of mutuality or engagement. The reEederal government intervention in
Indigenous communities of the Northern Territorgaiisexample of a transactional behaviour. As
Carmen Lawrence pointed out in her speech at #nggural Dhungalla Kaella Oration Series
event: “many Indigenous people are now so accustdmbaving things done to them and for
them, rather than being active participants, thay thave lost their sense of mastery, competence
and self respect” (see Reconciliation News, 20D&yvrence argued the intervention ought to be
delivered inpartnership with Aboriginal community members, in order to enba Indigenous



Australians’ self-esteem, self-efficacy, and sesfsgocial responsibility. In an address to the
Queensland Aboriginal and Islander Health Counoif€rence, McMullen (2009) also argued
that efforts to address Indigenous disadvantage ttebke based on trust and partnerships,
pointing out that they will not work when “all tipwer resides with one party only...There has
to be a willingness by both parties to listen aaligf not merely a litany of orders barked by one
party only.”

Nowadays, there is an increasing emphasis on cotityramgagement, implying a two-
way, reciprocal relationship whereby disadvantag@dmunity members assume a far more
active role and are encouraged to participatearctmstruction and implementation of
community projects. This form of community intefaatis far more empowering to community
members, because when they feel that they arecaagjents in the process of overcoming
disadvantage, their sense self-efficacy, confideand hope are enhanced, which in turn leads to
further benefits (Egan et al., 2006). And the bi#seire mutual: not only do community
members have the opportunity to overcome disadgantaut the community organisations that
facilitate these opportunities benefit from theuhpnd feedback provided by community
members. For example, if a university delivered@munity project, its efforts to construct,
implement, and evaluate the project would be gyeatproved by working with community
members on the basis of mutual respect, recipraaitgt equal power. A project informed by the
community will be more likely to work well withirhat community, and when community
members feel empowered and respected they willdre fikely to participate in data-gathering
efforts aimed at evaluating the project and itsastpn the community (Butcher et al., 2008).
More participation from community members meansgdbetata for university researchers to
analyse, which in turn means better, more commgepublications and more recognition and
funding opportunities for the researchers and theiversities.

Similarly, in the education sphere there is a gnma@mphasis on partnerships and
community involvement (Butcher et al., 2008), oga&ging all students, particularly those who
are disadvantaged, in the education process. Tiefibef this new, transformational model is
that participants in education are more likelygelfempowered, and thus to have more success,
when they feel that they are included, and that theces are being heard. And educational
institutions will construct better programs, implemh them more easily, and evaluate them more
successfully when they collaborate with learnerspiporate their perspectives, and respect what
they have to offer. The Federal Minister for EdiaratJulia Gillard, has also emphasised the
need for greater empowerment and equity in edutasioggesting that the benefits of
transformational models of education may be rengigome acknowledgement at the level of
government (see Gillard, 2008). Furthermore, tlcetfzat Gillard is also the Minister for Social
Inclusion perhaps speaks to the importance of esrgagt and inclusion in educational
initiatives (see also Hayes et al., 2008).

When educators seek to address disadvantage cotm@unity, they have the
opportunity to work with community members to ceestnsformational education programs
within the framework of authentic community engagem The shared philosophy of
engagement, reciprocity, and transformational etilucallows such programs to be highly
empowering to community members. Because an eng@agansformational community
program is more likely to be successful, partigipgpeducators feel empowered too, because
they see that their efforts have made a real @iffee. But how should we understand this sense



of empowerment, and how exactly does it stem fn@msformational community partnerships?
It is argued that the answer to these questiorsri¢he theory of hope.

Hope Theory

Hope Theory emerged from the positive psychologyentent that saw a shift in
emphasis away from human pathology and toward hwstrangth and flourishing. In
psychological science, hope is understood as goadtdd thinking, with higher levels of hope
leading people to set themselves more realistainatble, and substantial goals, and to pursue
their goals more effectively (Snyder, 2002). Acdogdto Hope Theory, there are two key
components of hop@athways andagency.

‘Pathways thinking’ refers to one’s perceptiontod tivailable routes by which one might
reach a given goal (Snyder, 1995). Higher levelgathways thinking enable people to identify
(a) a greater number of plausible routes to theg (b) the most effective routes; and (c) new,
better, or alternative routes when the originahpatys to their goals become obstructed or when
no pathways are originally available. When peogcegive that there are no effective routes by
which to reach their goals, their sense of hopessened, and when they perceive there to be
many effective routes, their hope is increaseds Hlas implications for community-based
educational initiatives, which often provide patlywéy which community members can
experience greater social inclusion and can ppédieimore in education and employment. Hope
gives people the power to say ‘yes’ to what is fissn their lives.

‘Agency thinking’ refers to one’s perceived capwpcd follow the available pathways
leading to one’s goals (Snyder, 1995). Higher lewatlagency thinking enable people better to
motivate themselves to pursue their goals, angpoagse their abilities in a more positive way.
When people believe that they do not have the dgpacfollow the pathways leading to their
goals, and when they are not motivated to follo@sthpathways, their sense of hope is
diminished. But when they believe in their capasitand are motivated to pursue their goals,
their hope is increased. Again, there are implcegifor community-based educational
initiatives: they seek to empower community memitgrproviding educational opportunities,
and when people are empowered they are more likedge themselves as capable, competent
agents; their agency thinking is likely to be enteh

The pathways and agency components of hope areattyuteinforcing (Snyder, 2002).
When a goal seems to be out of reach, one featsnpetent and powerless; one feels hopeless.
But when a goal seems to be attainable, one feelgised and capable, one feels hopeful.
When one feels incompetent and powerless, onels geam unattainable; one feels hopeless.
But when one feels motivated and empowered, orefsgeem attainable; one feels hopeful.
Simply put, it is much easier to motivate oneselptirsue a goal when many workable pathways
are available, and it is much easier to identifghspathways when one is motivated to do so.
This mutuality should be borne in mind when comnimitiatives are considered, because
these initiatives have the potential to createtpasieedback loops in their respective
communities. For example, if an initiative wereofter educational pathways to disadvantaged
community members, these community members woulg likeely experience a concomitant
boost to their sense of agency, which in turn contdivate them to pursue other goals in their
lives, goals that stretch beyond the scope of tiggnal community initiative. In this way, an
initiative can have a positive impact on a commuttiat goes beyond its stated aims and targets,
and, by virtue of the positive feedback, this intp@an continue to be felt in the community long



after the initiative has finished. The next sectiemiews evidence of how community-based
education — particularly when delivered in a transfational way — can lead to increased hope
and thereby to a host of benefits and opportuniaethe community.

Education as a Sour ce of Hope in the Community

The field of community engagement research is masaeed so the knowledge base
surrounding it is relatively small. As such, thexenuch work to be done before we will be able
to have a comprehensive understanding of commenigyagement, let alone of how it and hope
can be fostered through education. That said stiligpossible to build a robust case for
education as a source of hope within communityatives, by identifying the links that can be
made between research findings in the three fld®@mmunity engagement, education, and
hope.

To the present authors’ knowledge, Egan, Butchet,Ralph (2008) were the first to
make an explicit connection between community eagamnt and hope theory. In their paper,
they reviewed the theoretical and empirical evigeindicating that community engagement is
fundamentally hope-enhancing. Egan et al. (2008¢udsed three transformational education
initiatives, all involving Australian Catholic Ungvsity (ACU), that were especially revealing of
the links between community engagement, hopefrandformational education. The first
initiative was a collaboration between ACU and lttituto Catolico para Formagéo de
Professores (ICFP; formerly the Catholic TeachekeGe) in Baucau, East Timor. The
partnership between ACU and ICFP was created tagedeacher education courses for East
Timorese students teachers, in order to contritauEast Timor's post-independence
development. Presently, ACU'’s Institute for AdvargclCommunity Engagement (IACE) is
working with ICFP to continue this capacity-buildiengagement. Increases in hope have been
evident throughout ICFP’s collaborations with b&¥dU and IACE (Egan et al., 2008).

The second initiative discussed by Egan et al. §20és a teacher education program for
Indigenous Australian students, which was obsetoehhance the students’ level of hope in
numerous ways. The program allowed Indigenous stsde complete an Associate Diploma in
Aboriginal Education before beginning a Bacheloffefching degree. In other words, the
initiative provided a subgoal — the Associate Dipéo— to allow the aspiring student teachers to
have an early experience of goal attainment. Hagkperienced this early success, the students
were more hopeful about the prospect of compldatiegsubsequent Bachelor degree. The
program also allowed the students to stay conneotdteir elders and their communities,
thereby giving them an educational pathway that nedgpreviously available to them. By
making new pathways accessible to students, tlcbee@ducation program promoted pathways
thinking and, in the process, overall hope.

The third initiative discussed by Egan et al. (2008s a community-based tertiary
education program for disadvantaged adults. Tlagnam, known as ‘Catalyst-Clemente’, was
aimed at re-engaging people who had become maiggdads a result of homelessness, poverty,
illness, or other forms of disadvantage. Howardl e2008) carried out a comprehensive
evaluation of the program at three sites (two idri&gy, one in Brisbane). The evaluation
consisted of three phases of data collection, viyegealitative data was gathered through
guestionnaires, interviews, and focus groups. Keynies were identified from this data, one of
which was labelled ‘The Future’. While Howard et(@008) did not describe this theme from
the framework of Hope Theory, it is clear from themalysis that the Catalyst-Clemente



participants experienced increases in hope au#t oégheir experiences within the program
(Egan et al., 2008). As they engaged in their sitidhe students became better able to articulate
their goals, and they expressed a greater seresgeaty and opportunity (pathways). This study
provides probably the strongest and most directenge of how education can promote hope in
the community, and as Catalyst-Clemente and otledr programs continue to deliver education
to community members, we expect additional evideaemerge in support of our thesis that
hope is a key outcome of these initiatives.

The studies just discussed represent the pioneesgagrch into the nexus of community
engagement, hope, and transformational educatiotsid2 of this work, there are few studies
that provide even tenuous evidence of the interoglaf these three areas of scholarship. This is
not because the three areas are unrelated, andat because they are unworthy of study.
Rather, researchers are only just beginning —ivelgtspeaking — to investigate each area on its
own, let alone in conjunction with the other twdelremainder of this literature review will
draw upon the best available evidence furtherrengthen the case for studying community
engagement, hope, and transformational educationeranother’s terms. And while the
following evidence is nowhere near as compellinghas provided by Egan et al. (2008) and
Howard et al. (2008), it should provide additioredsons to believe that the present course of
inquiry is worthy of further pursuit.

In an extensive study of lifelong learning, Hammd@2ad04) conducted in-depth, one-on-
one interviews with 145 adults on their experierafdearning throughout their lives, and on the
meaning of these experiences. Twelve group intervigere also carried out with teachers and
other educational practitioners. Analyses of thierinew transcripts provided firm evidence that
learning can lead to better mental and physicdtiinegreater levels of wellbeing, and more
effective coping in the face of stressors. Theti@iahip of lifelong learning to these benefits
was found to be mediated by five groups of psycbiasdactors, one of which was ‘purpose and
hope’. In other words, Hammond (2004) found thataadion makes a positive impact on
people’s lives partly because it enhances thesesefhhope. Disadvantaged communities often
experience lower levels of health and wellbeingl as such they stand to gain immensely from
educational initiatives. And, given that Hammon@Q2) found learning to be beneficial
throughout the lifespan, community members of gdlsacould be expected to enjoy increased
levels of hope and — as a result — improved healthwellbeing, if they were to participate in
educational initiatives in their communities.

Drawing on psychological, neurological, and evauntry research, Jarymowicz and Bar-
Tal (2006) investigated the roles of fear and hopée lives of people and their communities.
They concluded that “although fear functions ag@portant adaptive mechanism it also may
play a detrimental role in various individual arallective situations, especially when hope is
needed for changing a situation that causes migpry881). Thus, promoting hope can facilitate
efforts to address community disadvantage, andramycz and Bar-Tal (2006) suggested that
hope can be enhanced through reflective thinkirtgrafiective evaluation, processes that are
developed through participating in transformatioedlication. Education and socialisation were
identified as key ways in which to promote the depment of the personal capacities needed
for overcoming the fearful responses that inhibpdful thinking. To encourage a greater
orientation towards hope in society, Jarymowicz Bad Tal (2006) recommended that hope-
focused belief systems ought to be communicateldimviiommunities by educational institutions
and other influential institutions. The processommunity engagement forges a bridge between



communities and educational institutions, and ab ss1an ideal channel by which to transmit
hopeful messages and hope-enhancing interactions.

Estola (2003) examined the concept of hope withacher education courses in Finland.
She examined the autobiographical accounts of $tattent teachers and fully qualified
teachers, with a focus on the theme of hope. Tiydiegan with the view that hope involves an
orientation towards the future, which echoes HopeoFy’'s conception of hope as goal-centred.
After qualitatively analysing the students’ andcteers’ stories, Estola (2003) concluded that
“Hope gives one the reason to try to do one’s b@gst199); the motivating power of hope
(agency thinking) was evident in the analysed naes. The student teachers’ accounts revealed
the power of education to instil a greater sendwopk, to “help students to make their hope
flourish” (p. 199), and to help students “accepthiibe highlights and predicaments of teaching
while still...retaining a sense of hope” (p. 200)i@gable to face both the good (goal
fulfilment) and the bad (obstacles to one’s goals) key characteristic of hopeful people.
Estola’s (2003) research also pointed to the pamireducation to act as a moral process aimed
at making a difference. Citing Hansen’s (1998) pective on teaching as a ‘moral enterprise’,
Estola described education as “a future-orientedtpre aiming at the promotion of a flourishing
life” (p. 183). In this view, we recognise the ceaiyof education not only to promote hope, but
also to enhance the lives of those who participaite This is truly the aim of education-focused
community engagement programs.

You et al. (2008) investigated hope in the contéxéchool connectedness. School
connectedness is a construct that pertains torstsidegense of the quality of their relationships
with their peers and teachers at school. Schoalectedness is similar to community
engagement, in that those community members whmare engaged perceive themselves to
have stronger ties to the community, and are nikegylto belong to supportive social networks
(Egan et al., 2006). While community engagemeathsoader and wider-reaching concept that
that of school connectedness, You et al.’s (2008)ysgives some indication as to how hope
might play a role in educational contexts that ggdnd the school environment. You et al.
found that, for non-bullied students, higher leva&ischool connectedness predicted greater life
satisfaction, via increased levels of hope. In otherds, there was evidence that greater
connectedness leads to higher hope, which in &add to greater life satisfaction. Bullied
students, unfortunately, were found to have loweels of hope and connectedness, which
predicted lower life satisfaction. Encouraging geeachool connectedness could be an effective
way in which to increase levels of hope, and thgerihance students’ life satisfaction, provided
the issue of bullying is addressed. In the same e@agouraging community engagement through
educational initiatives could facilitate increagesiope, which in turn could lead to additional
positive outcomes for community members and fos¢hwith whom they collaborate. And, just
as the issue of bullying must be addressed in stadeefore they can benefit from increased
connectedness, it is likely that equivalent isqgeg., community violence, ill health, poverty,
crime) will need to be addressed in disadvantagathaunities in order for them fully to benefit
from educational programs aimed at promoting greatgagement.

Conclusion

While there remains much to be discovered abouhwanity engagement and
transformational education, the evidence currestyilable is highly promising with regard to
the role that hope plays in this process. When &titugal institutions engage with the



community in mutually beneficial partnerships cedton transformational education, we believe
that increases in hope are likely to occur, whickurn allow all involved to pursue their goals in
more effective ways. To become more hopeful issimome more empowered, and to become
more empowered is to become better able to esbep®ytles of disadvantage that affect many
communities nationally and internationally. Of ceeira sustained commitment is needed on the
part of those involved in transformational eduaatihen tackling the issues of disadvantage
and marginalisation, no gains are likely to com&lgaAs such, additional evidence is needed in
order to make transformational education initiagi@s successful as possible. Future research
into these initiatives should explicitly investigahe possibility that they promote increases in
hope, and that these increases in turn facilitdtergositive outcomes. Such a research agenda,
combined with a dedication to delivering the irtittas with a genuine focus on partnerships and
reciprocity, could very likely advance our undenstiag of community-based education far
beyond its present state. That is our hope.



References

Benson, L., & Harkavy, I. (2002). 2001 as turniraygnp: the community-higher education-school
partnership idea becomes a national and interredtranvementUniversities and
Community Schools, 7, 3-4.

Butcher, J., Egan, L. A., Ralph, K. (2008). Comntyieingagement research: a question of
partnershipThe Australasian Journal of Community Engagement, 2(3), 106-112.

Egan, L. A., Butcher, J., Howard, P., Hampshire,Henson, C., & Homel, R. (2006)he
impact of tertiary-level humanities education for homeless and marginalised people.
Paper presented at the Australian Association &serch in Education Conference,
Adelaide, 27-30 November, 2006. Available: httpwiwaare.edu.au/06pap/ega06635

Egan, L. A., Butcher, J., & Ralph, K. (2008)ope as a Basis for Understanding the Benefits
and Possihilities of Community Engagement. Paper presented at the Australian
Universities Community Engagement Alliance ConfeeerSippy Downs and Fraser
Island, 9-11 July, 2008.

Estola, E. (2003). Hope as work — student teaat@rstructing their narrative identities.
Scandinavian Journal of Educational Research, 47, 181-203.

Gillard, J. (2008)Equity in the education revolution. Speech given at thd'@nnual Higher
Education Summit, Pyrmont, Sydney, 3 April, 2008.

Hammond, C. (2004). Impacts of lifelong learningngmotional resilience, psychological and
mental health: fieldwork evidenc@®xford Review of Education, 30, 551-568.

Hansen, D. T. (1998). The moral is in the pracfi@aching and Teacher Education, 14, 643-
655.

Hayes, A., Gray, M., & Edwards, B. (200&hncial Inclusion: Origins, concepts and key themes.
Paper prepared by the Australian Institute of Fai@tlidies for the Social Inclusion Unit,
Department of the Prime Minister and Cabinet, OetpB008. Canberra: Commonwealth
of Australia.

Howard, P., Marchant, T., Hampshire, A., ButcherEgan, L., & Bredhauer, K. (2008).
Promoting social inclusion: emerging evidence fithin Catalyst-Clemente program.
Australian Journal of Adult Learning, 48, 479-501.

Jarymowicz, M., & Bar-Tal, D. (2006). The dominarufdear over hope in the life of
individuals and collectiveguropean Journal of Social Psychology, 36, 367-392.



10

McMullen, J. (2009)Critical Choicesto Close the Gap: Trust or Treachery. Address to the
Queensland Aboriginal and Islander Health Counomf€rence, Brisbane, 19 August,
2009.

Reconciliation News. (2009). Engagement, not irgetion.Reconciliation News, 15 (August,
2009).

Snyder, C. R. (1995). Conceptualizing, measuring,raurturing hopeJournal of Counseling &
Development, 73, 355-360.

Snyder, C. R. (2002). Hope theory: rainbows inrthied. Psychological Inquiry, 13, 249-275.
The Smith Family website. (On-line). Available:ghtftwww.thesmithfamily.com.au

Vinson, T. (2004)Community adversity and resilience: the distribution of social disadvantage
in Victoria and New South Wales and the mediating role of social cohesion. Richmond,
VIC: Jesuit Social Services.

Vinson, T. (2007)Dropping off the edge: the distribution of disadvantagein Australia.
Richmond, VIC / Curtin, ACT: Jesuit Social Servidd&3atholic Social Services
Australia.

You, S., Furlong, M. J., Felix, E., Sharkey, J. Tanigwa, D., & Green, J. G. (2008). Relations
among school connectedness, hope, life satisfaarmhbully victimizationPsychology
in the Schools, 45, 446-460.



