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Teachers’ practices mediate the association between teachers’ ideas and children’s
perceived participation in early childhood education

Participation is a fundamental right of all children and its promotion is
considered a key investment in children’s wellbeing (European Commission, 2013).
Participation refers to children’s right to freely express themselves and to experience
respect and consideration for their intentions and views in everyday life. The
recognition of children’s right to participate was driven by the Convention on the Rights
of the Child, specifically in its Article 12 (CRC; United Nations, 1989). The CRC does
not set a minimum age, nor does it limit the contexts in which children can express their
views. Instead, children’s participation is recommended from an early age, in all issues
affecting them (Council of Europe, 2017), and according to General Comment No. 7, it
should be implemented in early childhood (United Nations Committee on the Rights of
the Child, 2005).

Early childhood education (ECE) settings are fundamental microsystems in
young children’s lives (e.g., Melhuish, 2014) and ECE teachers play a crucial role in
promoting children’s participation (Lundy, 2007). Therefore, in this study, we aimed to
extend previous research by examining how ECE teachers perceive and, through their
practices, support children’s participation rights. We considered children’s perspectives,
by investigating whether children’s perceived participation was associated with
teachers’ ideas and practices. So far, to the best of our knowledge, no study investigated
ECE teachers’ ideas and children’s perceived participation simultaneously, nor tested
associations between them. In addition, we added to the limited research on ECE quality
and children’s participation rights (e.g., Sheridan & Samuelsson, 2001), by investigating

whether ECE teachers’ ideas on children’s participation were associated with children’s
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perceived participation, while analysing the mediating role of teachers’ practices and
dimensions of process quality.
Children’s Right to Participate and ECE quality

Children’s right to participate is fundamental to the creation of a positive social
climate in educational settings, promoting child-centred learning (United Nations
Committee on the Rights of the Child, 2009). Therefore, the implementation of
children’s right to participate has been described as a key indicator of high-quality ECE
(e.g., Moser, Leseman, Melhuish, Broekhuizen, & Slot, 2017; Sheridan & Samuelsson,
2001). ECE quality involves both structural (e.g., regulatable features such as number of
trained staff) and process features (i.e., experiences afforded children such as teacher-
child interactions and curriculum), with the former setting the conditions for high-
quality process quality, and the latter setting the conditions for child development
(Moser et al., 2017). Therefore, in this study, we focus on the promotion of children’s
right to participate as a feature of high-quality process quality.

Participation challenges traditional conceptions of teacher-child interactions, and
the status of children and ECE professionals, leading to the redefinition of their roles,
expectations, and practices (Bae, 2012). ECE teachers are pivotal in creating
opportunities for meaningful participation for all children, by considering their
perspectives and promoting their initiative and decision-making (Doverborg &
Pramling, 1993; Save the Children, 2005). Therefore, understanding teachers’ ideas and
practices is key for improving educational processes (OECD, 2009).

The consideration of both ideas and practices is consistent with the bioecological
model, which posits that contexts of human development include both objective
properties (e.g., observed ECE teacher practices) and subjective experiences (e.g., ECE

teachers’ ideas; children’s perceived participation) of those properties (Bronfenbrenner
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& Morris, 2006). Within this theory, the construct of proximal processes (i.e., forms of
interaction between organisms and the environment and primary mechanisms for human
development) is also relevant to understand participation. Indeed, proximal processes
(e.g., teacher-child interactions) vary as a function of the characteristics of the
developing person (i.e., dispositions), of the immediate or more remote contexts
(including the ECE microsystem), and the time periods in which they take place
(Bronfenbrenner, 2005).

Improving the quality of the environment has been shown to increase the
developmental power of proximal processes (Bronfenbrenner & Morris, 2006).
Relatedly, microsystems characterized by enduring reciprocal relationships are those in
which development is enhanced. Specifically, high-quality ECE settings offer
opportunities for children’s participation through reciprocal teacher-child interactions.
On the contrary, ECE microsystems characterized by a restricted range of activities and
impoverished experiences, for instance in terms of reciprocity, contribute to
developmental risk (Garbarino & Ganzel, 2000).

Teachers’ Ideas about Children’s Right to Participate in ECE

Ideas are mental representations that may include values, beliefs, conceptions,
expectations, or perceptions (Sigel, 1985). Previous studies on ECE teachers’ ideas
about children’s right to participate reflect different levels of participation, as proposed
by Hart (1992), from children being part of a group and being listened to (e.g.,
Johansson & Sandberg, 2010); to participation in planning and decision-making
(Sandberg & Eriksson, 2010; Turnsek, 2008; Zorec, 2015); or initiating independent
activity and choice with teachers’ support (Brostrom et al., 2015). Self-determination

and management of everyday life are considered by ECE professionals as strong
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indicators of high participation, promoting children’s sense of coherence and
comprehension of what surrounds them (Sandberg & Erikson, 2010).

Teachers’ ideas seem to be associated with ECE quality. Sheridan (2007)
reported that teachers from high-quality settings held themselves responsible for
including children in decision-making, while teachers from low-quality ECE settings
highlighted external factors as obstacles hindering their interactions with children.
Importantly, while associations between teachers’ ideas (e.g., beliefs) and teachers’
practices have been documented (e.g., Fives & Buehl, 2012), available evidence is
mixed. On the one hand, there is research showing congruence between teachers’ beliefs
and practices, suggesting that teachers’ beliefs have implications for their decisions and
practices (e.g., Hegde & Cassidy, 2009). On the other hand, there is research showing
inconsistency between teachers’ beliefs and observed classroom practices (e.g., Wilcox-
Herzog, 2002), suggesting that the association between ECE teachers’ beliefs and
practices might be also influenced by teacher and context characteristics (Wilcox-
Herzog, Ward, Wong, & McLaren, 2015).

Nevertheless, there is some evidence suggesting that ECE teachers’ beliefs about
children’s right to participate may be associated with the adoption of participation
practices (Samuelsson, Sheridan, & Williams, 2006). For instance, ECE teachers with
child-centred beliefs are more sensitive to children’s perspectives, promoting more
opportunities for children’s participation (Koran & Avci, 2017). Likewise, when
teachers understand and reflect upon the complexities of children’s participation, they
are more likely to match their purposes and practices, effectively promoting children’s
right to participate (Niemi, 2019; Sinclair, 2004).

Teachers’ Practices Towards the Promotion of Children’s Right to Participate in

ECE
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Among the few studies addressing teachers’ practices towards the promotion of
children’s participation (Authors, 2019a), some noted the importance of teacher-child
interactions. Specifically, there is evidence suggesting the importance of teachers’
sensitivity (e.g., Freitas Luis, Andrade, & Santos, 2015; Mesquita-Pires, 2012;
Pettersson, 2015; Salminen, 2013), active listening, reinforcement of children's talk
(Alasuutari, 2014; Theobald & Kultti, 2012; Tholin & Jansen, 2012), and stimulation of
discussions based on common rules and effective classroom management (Salminen,
2013). Presentations of children's work (Knauf, 2017; Pettersson, 2015) or children’s
participation in the resolution of peer disputes (Mashford-Scott & Church, 2011) are
also examples of practices to promote children’s voice and expression of interests. In
addition, free play (Freitas Luis et al., 2015) and active experiences (Nah & Lee, 2016)
are also described as favouring children’s participation.

Practices limiting children’s participation in ECE reflect teachers' greater agentic
status and power imbalances in teacher-child interactions (e.g., Alasuutari, 2014;
Mashford-Scott & Church, 2011; Pettersson, 2015; Salminen, 2013). Importantly,
extant research on teachers’ motivating styles, from highly controlling to highly
autonomy-supportive, describes them as potential predictors of teachers’ sensitiveness,
and consequently of the promotion of children’s initiative and participation (Reeve,
2009).

Variations in ECE process quality (e.g., from warm and responsive, to more
distant and controlling teacher-child interactions) seem to be associated with unequal
conditions for children’s participation (Bae, 2012). Specifically, teachers in high-quality
ECE settings focus more on children's voices and initiatives, and promote more
opportunities for children’s participation (e.g., Freitas Luis et al., 2015; Houen, Danby,

Farrell, & Thorpe, 2016; Sheridan & Samuelsson, 2001). Further, practices
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predominantly characterized by decision-making by the adult, restricting children’s
participation, seem to be negatively associated with observed process quality (Authors,
2016).

Children’ Perceptions About Their Right to Participate in ECE

Encouraging children’s voices and being attuned to their experiences may
enhance children’s engagement and capacities to contribute to decision-making
processes (Harris, Spina, Ehrich, & Smeed, 2013), while fostering their agency and
wellbeing (Hart & Brando, 2018). Previous studies with older children (i.e., aged 11 to
14 years old) suggested that children reporting higher levels of perceived participation
had better subjective wellbeing (Casas, Bello, Gonzélez, & Aligué, 2013), particularly
regarding social relations and autonomy (Lloyd & Emerson, 2017). In ECE, positive
associations between children's perceived participation and their subjective wellbeing
were reported in one study, with children reporting liking and being happier in their
classroom when experiencing participation (Sandseter & Seland, 2016). Importantly,
participatory classrooms are perceived by children as those in which they can freely
engage with and use different areas and materials without having to ask for ECE staff’s
approval, or as those where they may refuse staff proposals (Sandseter & Seland, 2016).
Also, they are perceived as the one’s children like the most and in which they expect to
have more opportunities to make choices, feel better, and have more fun (Authors,
2017).

Existing research, though scarce, suggests that features of ECE settings, such as
an enabling environment (i.e., valuing children’s motivations and interests), and the
extent to which teachers support and promote participation, shape children’s perceptions
of participation (e.g., Oliveira-Formosinho & Lino, 2008; Smith, 2002). For instance,

children describe education settings based on the features of their teachers, from stricter
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and focused on maintaining order, to more sensitive and autonomy supportive (Oliveira-
Formosinho & Lino, 2008). Moreover, one study described variations in children's
perceptions as a function of ECE process quality (Sheridan & Samuelsson, 2001).
Specifically, children in high-quality settings reported to a larger extent that they were
listened to and that teachers knew what they like to do (Sheridan & Samuelsson, 2001),
reporting more opportunities to participate and exert influence (Sheridan, 2007).
Previous research has reported gender effects on school-aged (i.e., 10 and 11
years old) children’s ideas, with girls reporting more positive perceptions of their
participation rights than boys (Lloyd & Emerson, 2017). However, the few studies
involving preschool-aged children did not find gender or age differences (Authors,
2017). Importantly, empirical evidence on children’s ideas and experiences related to
participation in ECE is still scarce (e.g., Authors, 2017; Sheridan & Samuelsson, 2001).
The Portuguese Context: Policies about Children’s Right to Participate in ECE
Portugal ratified the CRC in 1990. Since then, several efforts were made, at the
legal, political, and practical level, towards the promotion of children’s rights, including
children’s right to participate (Araujo & Fernandes, 2016). Specifically, over the last 30
years, extensive investments were made in ECE (Abreu-Lima, Leal, Cadima, &
Gamelas, 2013), which is currently available from age 3 until the age of compulsory
education (i.e., 6 years by September 15™) (Law No. 4/97). Although ECE is optional,
universal access is mandated from the age of 4 (Law No. 65/2015). Consequently, as in
most high-income countries, ECE enrollment in Portugal currently exceeds 90%
(OECD, 2018; UNICEF, 2019). Specifically, coverage rates are 82.8%, 93.1%, and
94% for children aged 3, 4 and 5-year-olds, respectively (Direcao-Geral de Estatisticas

da Educacao e Ciéncia, 2019).
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ECE provision in Portugal is under the supervision of the Ministry of Education
and encompasses public, private for-profit, and private non-profit centers. In the school
year of 2017/2018, 53.1% of children attending preschool in Portugal were enrolled in
public settings, 30.7% were enrolled in private non-profit settings, and 16.2% were
enrolled in for-profit settings (Direcao-Geral de Estatisticas da Educagdo e Ciéncia,
2018). Children normally attend ECE centres for a minimum of 5 hours per day, five
days a week, which corresponds to the free educational component in public and private
non-profit centres. Importantly, the minimum qualification required to be an ECE
teacher is a Masters’ degree (European Commission/EACEA/Eurydice, 2019).

The Portuguese Curriculum Guidelines for Preschool Education (Lopes da Silva,
Marques, Mata, & Rosa, 2016), which support teachers across the national ECE
network, explicitly recognize children as subjects and agents within the educational
process, stating the need to listen to them, taking their perspectives seriously, and
ensuring their participation in decisions pertaining to them (e.g., planning, evaluation).
Similarly, existing legal documents such as the Framework Law for Preschool
Education (Law No. 4/97), the specific (Decree-Law No. 241/2001), and the general
profile of ECE teachers in Portugal (Decree-Law No. 240/2001) recommend the
promotion of children’s active participation, for instance in the development and
implementation of shared rules, within a framework of democratic citizenship.

Recently, Portugal ranked second on the KidsRights Index 2019 (KidsRights
Foundation, 2019), which considers the right to life, health, education, protection, and
an enabling environment for children’s rights (e.g., including respect for children’s
views and children’s participation). Nonetheless, the European Commission (2013) has
pointed to the lack of visibility and awareness of participation rights in several

countries, including Portugal (Eurochild, 2015). In addition, existing studies have
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suggested low to moderate (Aguiar, Aguiar, Cadima, Correia, & Fialho, 2019; Pinto,
Pessanha, & Aguiar, 2013) mean levels of quality in Portuguese ECE settings. These
levels might prevent Portuguese ECE classrooms to positively impact children’s
development (Abreu-Lima et al., 2013), and given the proposed associations between
ECE quality and child participation (Sheridan, 2007; Sheridan & Samuelsson, 2001),
they might also compromise the implementation of this right.
The Current Study

In a recent study, we investigated ECE teachers’ ideas about children’s right to
participate, and identified four groups of teachers: (1) a group of teachers focusing on
Teachers’ Motivation (Type 1), referred to participation as depending on teachers’
action and motivation; (2) a group of teachers focusing on Teachers’ Conditioned
Responsibility (Type 2), considered participation as a function of teachers’
responsibility, but also as a function of children’s benefits and child-related obstacles;
(3) a group of teachers focusing on Children’s Benefits (Type 3), emphasized specific
individual benefits for children; and (4) a group of teachers saw participation as Context
Dependent (Type 4), focusing on the contextual constraints and obstacles to children’s
participation (Authors, 2019b). Generally, these profiles reflected distinct elements of
participatory interactions: teachers (i.e., Teachers’ Motivation), children (i.e., Children’s
Benefits), and the context (i.e., Context Dependent). In the current study, we analysed
the associations between these four profiles of ECE teachers’ ideas and young
children’s perceived participation in centre-based ECE settings. Further, we investigated
if these associations were mediated by teachers’ practices, including observed
participation practices and classroom process quality.

By pursuing these goals, we addressed multiple gaps in the scarce literature on

children’s right to participate in ECE. For instance, we focused on children’s perceived
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participation as an outcome, answering the call for more research considering children’s
perspectives (James, 2007). Moreover, to our knowledge, no study has addressed both
teachers’ ideas and children’s perceived participation, nor investigated associations
between them. Importantly, no studies have examined the associations between
participation practices, classroom process quality, and children’s perceived participation
(Lansdown, 2010). Most studies have relied on a single level of analyses, focusing
mostly on ECE teachers’ ideas about children’s right to participate and far less on
observed practices, with very few studies examining both (Nah & Lee, 2016; Thornberg
& Elvstrand, 2012). Therefore, we extend existing research by considering both ideas
and practices, teacher and child reports, as well as self-reported and observed practices.
We expected ECE teachers’ profiles of ideas regarding children’s right to
participate to be directly associated with children’s perceived participation in their
classroom (H1). We also expected the associations between teachers’ profiles and
children’s perceived participation to be mediated by teachers’ reports of practices
promoting children’s participation (H2). Further, we expected a positive association
between ECE teachers’ reports of participation practices, and children’s perceived
participation (H3), mediated by independent observations of participation practices
(H4). We also expected that process quality mediated the association between ECE
teachers’ reports of participation practices, and children’s perceived participation (HS).

Hypotheses are schematized in Figure 1.

Insert Figure 1 about here

Method

Participants
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Participants were 336 children (163 boys), aged between 44 and 84 months (M =
63.74, SD = 8.05). Mothers’ education varied considerably: 58.0% had a university
degree, 18.8% completed high-school, and 20.8% did not complete high-school (i.e.,
had less than 12 years of schooling). Information was missing for 2.4% of mothers.

Participants also included 58 ECE teachers (all female), aged between 26 and 60
years old (M =43.07, SD = 8.58), with professional experience ranging between 2 and
39 years (M= 19, SD = 8.36). Teachers were responsible for groups with 8 to 27
children (M =20.79, SD =4.21), with 75.9% of participating classrooms serving mixed-
aged groups (i.e., children from 3 to 6 years old), which is consistent with the national
landscape (Abreu-Lima et al., 2013). All teachers had at least a higher-education degree
in early childhood education or equivalent, with 12.1% holding a Masters’ degree.
Nearly a third (19.0%) had a specialization course (e.g., early childhood intervention,
special education, Waldorf pedagogy).

Participating teachers were responsible for 58 ECE classrooms from 24
randomly selected ECE centres located in the metropolitan area of Lisbon (AML, 2019).
This area, which corresponds to 36.7% of the Portuguese population (Pinto et al., 2013),
is classified as a ‘non-interior’ or littoral territory, composed of urban and semi-urban
areas (Conselho Nacional de Educacao, 2018). Classrooms were predominantly from
the public sector (48.3%), but also from private for-profit centres (27.6%) and private
non-profit centres (24.1%). The type of institution followed the population distribution,
v’(2)=4.38,p=.115 N=58.

Measures

Teachers’ ideas about children’s right to participate. We assessed teachers’

multidimensional ideas about children’s right to participate (i.e., conceptions, practices,

conditions, obstacles, and potential benefits) with an interview specifically designed for



CHILDREN’S PARTICIPATION 13

the purpose (see Authors, 2019b). After content analysis, a multiple correspondence
analysis was used to identify profiles of teachers’ ideas and then a cluster analysis
allowed us to group teachers according to their profiles: Teachers’ Motivation (Type 1,
34.5%), Teachers’ Conditioned Responsibility (Type 2, 22.4%), Children’s Benefits
(Type 3, 19.0%), and Context Dependent (Type 4, 24.1%) (see Authors, 2019b).

Teacher profile was used as a categorical predictor (see Figure 2).

Insert Figure 2 about here

Teachers’ perceived participation practices. We assessed teachers’
perceptions of their practices to promote children’s participation with the Teachers’
Perceived Participation Practices Scale (TPPP), composed of 26 items rated on a 5-point
scale (1 = not typical to 5 = extremely typical). An exploratory factor analysis (EFA,
principal components) was conducted with varimax rotation to identify the factorial
structure. Kaiser criterion and parallel analysis (Costello & Osborne, 2005; O'Connor,
2000) converged in a two-factor solution. As described in Table 1, the two factors
obtained were Children’s Expression and Responsibility (12 items; factor loadings
between .48 and .78), referring to teachers’ practices contributing to the implementation
of children’s participation, and Decision Making by the Adult (six items; factor loadings
between .62 and .79), reflecting teacher practices restricting children’s participation.
Both factors presented good internal consistency (o children’s Expression and Responsibility = -84; O

Decision Making by the Adult = .78) and were moderately correlated (» = -.31) (Cohen, 1992).

Insert Table 1 about here
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Observed teachers’ participation practices. We assessed teachers’
implementation of participation practices, with the Observed Teachers’ Participation
Practices Scale (OTPP), an observation measure composed of 13 items rated on a 5-
point scale (1 = not typical to 5 = extremely typical). An EFA (principal components
and varimax rotation) was conducted to identify the factorial structure, resulting in 10
items organised in two factors (informed by the Kaiser criterion and a parallel analysis).
Three items (i.e., “Children have the opportunity to express their ideas, opinions, and
personal experiences”, “Most of the materials exhibited were elaborated by children”,
“The teacher changes his/her plans to develop activities related to children’s interests™)
were dropped due to cross loadings. As described in Table 2, the two factors obtained
were Observed Children’s Choice (5 items; factor loadings between .62 and .93, a =
.92), reflecting observed practices to promote children’s choice and initiative and
Observed Conditions for Participation (5 items; factor loadings between .55 and .78; a

=.74), referring to conditions enhancing participation.

Insert Table 2 about here

Observed process quality. We assessed classroom process quality with the
Classroom Assessment Scoring System, Pre-K version (CLASS; Pianta, LaParo, &
Hamre, 2008). The CLASS comprises 10 dimensions, coded on a 7-point scale (1 -2 =
low quality, 3 - 5 = middle quality, and 6 - 7 = high quality). A confirmatory factorial
analysis (CFA) was used to confirm the factorial structure. Given the item-level ordered
categorical data, a robust estimation method was chosen — the diagonal weighted least
squares (DWLS) (Muthén & Satorra, 1995). The three-factor model supported the

original structure, providing a good model fit (Hu & Bentler, 1999; Kline, 2011): % (32)



CHILDREN’S PARTICIPATION 15

=69.219, p <.001; x%/df = 2.163; CFI1 = 0.98; TLI = 0.97; RMSEA= 0.14; and SRMR =
0.11). Although RMSEA and SRMR are relatively high, this was likely due to the small
sample size, as reported by Kenny, Kaniskan, & McCoach (2015) for N < 100.
Nevertheless, the results of the most commonly reported fit indices validated the quality
of the CFA solution. CLASS is organised in three domains: Emotional Support (o = .88)
comprises the dimensions Positive climate, Negative climate (reversed), Teacher
sensitivity, and Regard for student perspectives (standardized factor loadings between
.78 and .98); Classroom Organization (o = .60, and mean inter-item correlation = .35,
within the recommended range .15 —.50; Clark & Watson, 1995) includes the
dimensions Behaviour management, Productivity, and Instructional learning formats
(standardized factor loadings between .50 and .62); and Instructional Support (o = .84)
includes the dimensions Concept development, Quality of feedback, and Language
modelling (standardized factor loadings between .67 and .96).

Children’s perceived participation. We assessed children’s ideas about their
own right to participate with “BLINDED”, an interview protocol involving the
presentation of two illustrative images and narratives (i.e., participation and non-
participation) (see Authors, 2017). In this study, we used three questions specifically
aiming to assess children’s perceptions about their participation, by eliciting
comparisons with the child’s own classroom (“which classroom is most similar to
yours?”), own teacher (“which teacher is most similar to yours?”), and asking about the
child’s opportunities to participate during that day (“what did you do, and who
decided/chose?”’). Answers were coded in terms of absence vs. presence (0 = non-
participation, 1 = participation), and a new variable that counted the number of
participation responses, ranging from 0 to 3, was computed.

Procedure
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This study was conducted within a broader research project, BLINDED. The
project was approved by the National Data Protection Commission and the Institutional
Review Board at BLINDED. Recruitment and data collection were conducted during
the 2015/2016 and 2016/2017 school years (i.e., approximately half during the first
year, and the other half during the second). All ECE settings were randomly selected
from existing public databases. In total, 170 ECE settings (i.e., school boards) of the
metropolitan area of Lisbon were contacted, trying to assure representativeness of the
different ECE types of settings in Portugal (Direc¢ao-Geral de Estatisticas da Educacao
e Ciéncia, 2019). A response rate of 19.4% was achieved, resulting in meetings with 33
ECE settings (i.e., 11 public, 13 private for-profit, and 9 private non-profit) to provide
information about project aims and procedures. From these, we obtained a participation
rate of 72.7%, resulting in data collection in 58 ECE classrooms from 24 ECE settings.
In each classroom, ECE teachers and the parents of all child participants signed
informed consent forms. All participating children provided verbal assent.

Teacher interviews (for interview protocol see Authors, 2019b) were conducted
individually in a designated room, in the ECE setting, between November and January.
Interviews were conducted by the first and third authors, as well as a research assistant.
All three had a Masters’ degree in Psychology or Social Sciences. Teachers’ reports of
participation practices, observed participation practices, and observed process quality,
as well as children’s perceived participation were collected between February and June.

In each classroom, six typically developing children were randomly selected,
based on age and gender. The aim was to interview three boys and three girls in each
classroom (i.e., to ensure gender balance), aged preferably 4 to 6 years-old (i.e., to
increase the validity of sociometric data not used for the purposes of this study),

although it was not possible to strictly follow these criteria in all classrooms. Children’s
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interviews were conducted individually by the first and third authors, in a private room
in the ECE setting, lasting from 15 to 20 min.

Observations of participation practices were conducted by two observers (i.e.,
the first and third authors) during a typical morning (i.e., approximately 2hrs).
Reliability checks were performed in 25% of classrooms, resulting in Intraclass
Correlation Coefficients (ICCs; two-way mixed-effects model, single measures,
consistency) of .61 (Observed Conditions for Participation) and .70 (Observed
Children’s Choice). Mean interrater percent agreement within-1 point was 92.0% for
Observed Conditions for Participation, and 92.0% for Observed Children’s Choice.
Process quality observations took place during the same morning, by the first and third
authors, who were certified CLASS Pre-K observers. In each classroom, four
observation cycles were conducted, each lasting about 30 min (i.e., 20 min of coding,
followed by 10 min of scoring). For each dimension, the mean score across the four
cycles was calculated and computed. In addition, the two certified observers responsible
for all observations also conducted reliability checks in 25% of classrooms, resulting in
ICCs (two-way mixed-effects model, single measures, consistency) ranging from .34
(Instructional Support) to .75 (Emotional Support). Mean interrater percent agreement
within-1 point was 97.0% for Emotional Support, 94.0% for Classroom Organization,
and 100.0% for Instructional Support.

Data analysis

We first computed descriptive statistics and measures of association (eta
coefficient and Person’s correlation) among study variables. To test our hypotheses, we
used multilevel modelling as our data had a hierarchical structure: children nested in
classrooms (Hox, 2010; Snijders & Bosker, 2003). We used mixed-effects models to

test the upper level mediation (2 — 2 — 1), since the effect of Level-2 predictors on
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Level-1 outcomes was mediated by Level-2 mediators (Bauer, Preacher, & Gil, 2006).
Given that all the mediator models included multiple parallel mediators (Preacher &
Hayes, 2008), multicollinearity was also checked. To test indirect effects, parametric
bootstrapping was used to create confidence intervals (CIs) in R (Preacher & Selig,
2012). As the profiles of teachers’ ideas were coded as a categorical variable, dummy
coding was used to examine the comparisons between the four categories and, therefore,
several multiple regressions were conducted, sequentially alternating the reference
category.
Results

Descriptive Statistics and Associations

Means, standard deviations, and associations among study variables are
presented in Table 3. Correlations ranged from small to large (Cohen, 1992) and were
consistent with our hypotheses. For instance, Children’s Perceived Participation was
positively correlated with observed Emotional Support, and with Observed Children’s
Choice, and negatively correlated with teacher reports of Decision Making by the Adult.
No associations were found between Children’s Perceived Participation and their age or
gender. Therefore, age and gender were not included in subsequent models for

parsimony.

Insert table 3 about here

Profiles of Teachers’ Ideas and Children’s Perceived Participation: The Mediating
Role of Perceived Participation Practices
To evaluate the suitability of multilevel models, the intraclass correlation

coefficient (ICC) was calculated. The results showed that 15.4% of the variance in
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Children’s Perceived Participation was explained at the classroom level and, therefore, a
multilevel approach was warranted. Figure 3 shows the results of Model 1, which
examined teachers’ reports of participation practices as mediators of the association
between teacher profiles and Children’s Perceived Participation, thus testing H1 and
H2. As the mediator models included multiple parallel mediators, multicollinearity was
verified. Tolerance values ranged between 0.53 and 0.99; thus, there were no problems
with multicollinearity (Hair et al., 2010).

To compare the four categories of the Profiles of Teachers’ Ideas, several
multiple regressions were conducted, sequentially alternating the reference category.
However, we only reported the two significant comparisons (see Figure 3). The profile
focusing on Children’s Benefits significantly differed from the profiles focusing on
Teachers’ Motivation and Teachers’ Conditioned Responsibility, presenting a lower
mean on the mediator Decision Making by the Adult, Mgir=-.326, t = -2.839, p = .005;
Mair=-.526, t =-4.255, p <.001, respectively. The effect of Decision Making by the
Adult on Children’s Perceived Participation was negative (B =-.234, t=-2.212,p =
.032). A mediating effect of perceived Decision Making by the Adult was found
between the comparison of Children’s Benefits with Teachers’ Motivation and the
outcome Children’s Perceived Participation, as the relative indirect effect was
significant, B =.079, Boot 95% CI =.016, .168. Since the relative direct effect was not
significant (p > .05), results reveal full mediation. Therefore, teachers’ profiles were
associated with Children’s Perceived Participation through teachers’ perceived Decision
Making by the Adult, but only for the comparison between the profile focusing on

Children’s Benefits and the profile focusing on Teachers’ Motivation.

Insert Figure 3 about here
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Teachers’ Reports of Participation Practices and Children’s Perceived
Participation: The Mediating Role of Observed Participation Practices

Table 4 presents the results of Model 2a which examined the mediating role of
observed participation practices in the association between teachers’ perceived practices

and Children’s Perceived Participation (see also Figure 4), thus testing H3 and H4.

Insert Table 4 about here

Decision Making by the Adult had a significant effect on the mediator Observed
Children’s Choice (B = -.529, t =-6.460, p <.001). In turn, this mediator had a
significant effect on Children’s Perceived Participation, B = .228, t =4.093, p <.001.
We found a mediation effect of Observed Children’s Choice on the association between
Decision Making by the Adult and Children’s Perceived Participation, with a significant
indirect effect (B =-.121, Boot 95% CI = -.195, -.059). The direct effect of Decision
Making by the Adult on Children’s Perceived Participation was not significant (p > .05),

therefore there is a full mediation of Observed Children’s Choice.

Insert Figure 4 about here

Table 5 shows the results of Model 2b, which tested the mediating role of
process quality between ECE teachers’ perceived practices and children’s perceived

participation (H5). Only one significant mediation was found (see also Figure 5).

Insert Table 5 about here
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Specifically, we found a mediating effect of Emotional Support in the
association between Decision Making by the Adult and Children’s Perceived
Participation, with a significant indirect effect (B = -.054, Boot 95% CI = -.106, -.015).
The direct, negative effect of Decision Making by the Adult on Children’s Perceived
Participation remained significant (B =-.227, ¢ = -2.247, p = .029) when the mediator

was present, suggesting a partial mediation.

Insert Figure 5 about here

Discussion

In this study, we investigated the associations between ECE teachers’ ideas
about children’s right to participate and children’s perceived participation in centre-
based ECE settings. Specifically, we examined how specific profiles of ECE teachers’
ideas predicted children’s perceived participation, through teachers’ perceived
participation practices. Furthermore, we investigated if the association between
teachers’ perceived participation practices and children’s perceived participation was
itself mediated by observed participation practices and observed process quality.

Our hypothesis that ECE teachers’ ideas regarding children’s right to participate
would be directly associated with Children’s Perceived Participation (H1), was not
confirmed. Nonetheless, ECE teachers’ ideas about participation were associated with
Children’s Perceived Participation, through the mediation of teachers’ perceived
practices (H2) related to Decision Making by the Adult, thus partially confirming our
hypothesis. Specifically, teachers focusing on children’s benefits, in comparison with

teachers focusing on teachers’ motivation, reported lower decision-making by the
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teacher (i.e., restriction of children’s participation), which in turn was associated with
decreased participation, as reported by children. This finding is consistent with previous
research suggesting that teachers’ ideas, namely about children’s participation (e.g., Nah
& Lee, 2016), are associated with what teachers do (or report doing) (e.g., Gates, 2008;
Pajares, 1992). In effect, teachers’ ideas seem to be filters and frames for interpreting
child participation, but to understand them and what they represent, we need to relate
them with practice (Fives & Buehl, 2012; Pajares, 1992). It is also in line with studies
showing that children tend to expect fewer opportunities to participate in classrooms
characterized by non-participation practices (Authors, 2017). This mediation effect
illustrates a bioecological mechanism (Bronfenbrenner & Morris, 2006) whereby
teacher individual dispositions (i.e., belief systems) are associated with children’s
subjective experiences of participation, through the quality of proximal processes, that
is, the level of reciprocity in classroom interactions, measured through teacher reports of
Decision Making by the Adult.

On the differences between teacher profiles, we argue that teachers focusing on
children’s individual benefits from participation may value it as a means to pursue their
mission to enhance children’s development, which may strengthen their commitment to
increase reciprocity in their relationships with children. In turn, teachers viewing
children’s participation as dependent on individual teachers’ motivation and
dispositions may perceive the promotion of children’s participation as a discretionary
feature of ECE teachers’ roles and practices. With potential implications for our
understanding of professionalism in ECE, these differences merit further investigation.

Importantly, our findings did not provide support for the mediating role of
Children’s Expression and Responsibility. With participating teachers reporting

relatively high levels of Children’s Expression and Responsibility in their classrooms -



CHILDREN’S PARTICIPATION 23

which reflects the general agreement on the need to challenge the dominance of adult
centred-agendas and structures (Wyness, 2013; Thomas, 2007) - it is possible that
variability was not sufficient to result in significant associations and that this factor does
not discriminate well teachers with medium to high-levels of support for participation.
Therefore, with more variability, the factor reflecting constraints and restrictions to
participation was more salient for identifying differences in perceived practices as a
function of teacher’s profiles of ideas.

The hypothesized association between ECE teachers’ perceived participation
practices, and children’s perceived participation (H3), through observed participation
practices (H4) and observed process quality (HS5) was partially confirmed. Specifically,
decreased Decision Making by the Adult was associated with higher levels of Observed
Children’s Choice, which in turn were associated with higher levels of Children’s
Perceived Participation. Indeed, extant literature suggests that teachers with autonomy-
supportive teaching styles value children’s perspectives, actions, and decision-making
(Reeve, 2009), thus leading to more participation opportunities perceived by the child
(e.g., Authors, 2017; Samuelsson et al., 2006). Therefore, consistent with
Bronfenbrenner and Morris (2006), teachers’ subjective reports of reciprocity in
classroom processes were associated with children’s subjective experiences of
participation, through observed (i.e., objective) features of the microsystem associated
with children’s agentic status. Note that we confirmed the mediating role of Observed
Children’s Choice, but not of Observed Conditions for Participation. This suggests that
focusing on instances of children’s choice and decision-making may be more
consequential to understanding associations between teachers’ practices and children’s
perceived participation, than focusing on general practices establishing the conditions

for participation.
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Regarding observed process quality, we confirmed the mediating role of
Emotional Support. Specifically, decreased Decision Making by the Adult, as perceived
by ECE teachers, was associated with increased Emotional Support, which was
associated with increased Perceived Participation by children. This finding is consistent
with research focusing on the associations between participation and ECE quality (e.g.,
Authors, 2017; Houen et al., 2016; Sheridan, 2007; Sheridan & Samuelsson, 2001).
Particularly, teachers in high-quality settings seem to promote more opportunities for
children’s decision-making (Sheridan, 2007) and initiative (Houen et al., 2016). It is
also consistent with research emphasizing the importance of teachers’ sensitive and
respectful attitudes (e.g., Bae, 2012; Freitas Luis et al., 2015; Mesquita-Pires, 2012).
Emotional Support measures the extent to which teachers promote a positive climate in
the ECE classroom, through positive relationships, affect, communication, and respect.
Further, this dimension captures teacher sensitivity, involving teachers’ awareness of
and responsiveness to children’s needs, assurance of children’s comfort. Importantly,
however, it also captures teachers’ consideration for children’s perspectives, through
flexibility, child-centeredness, and support for child autonomy, leadership, and
expression (Pianta et al., 2008). Therefore, this study provided evidence that teachers’
subjective reports of reciprocity in the classroom were associated with children’s
subjective experiences of participation, through observed (i.e., objective) high-quality
proximal processes involving positive relationships, sensitiveness, and flexibility
(Bronfenbrenner & Morris, 2006).

It is noteworthy that Classroom Organization and Instructional Support (Pianta
et al., 2008) did not mediate this association. Because these dimensions capture group
and classroom management (e.g., setting behaviour rules and expectations) and the

promotion of children’s learning (e.g., facilitating concept and language development),



CHILDREN’S PARTICIPATION 25

respectively, our findings may reflect a closer conceptual alignment between
participation practices and experiences and Emotional Support.

Taken together, our findings suggested that ECE teachers’ ideas are associated
with children’s ideas, through practices. Importantly, these findings highlighted both the
power of teachers’ mental representations or belief systems and the capability of young
children to assess and communicate about their participation experiences.

Limitations

First, we acknowledge the small size of our sample, resulting in limited
statistical power. In this context, the fact that a considerable number of hypothesized
associations were significant is noteworthy. Secondly, our study was conducted in the
metropolitan area of Lisbon, a southern and non-interior region of Portugal,
predominantly composed of urban and semi-urban areas. This regional, community-
based sampling approach has consequences for the generalization of findings. As such,
future studies should be conducted in more diverse geographical areas. Comparative
cross-country studies are also warranted. Third, participant ECE teachers were
exclusively women, which reflects the limited male representation in the Portuguese
ECE workforce. Fourth, children in this study were aged between 44 and 84 months;
therefore, future studies could also investigate younger children’s ideas. Fifth, the same
coders were responsible for conducting CLASS and participation practices’
observations, raising issues of potentially shared variance. Sixth, while Emotional
Support and Classroom Organization scores were reliable, interrater agreement
estimates for Instructional Support scores were less than optimal. Finally, while we used
both teacher reports and independent observations for assessing participation practices,
we only collected children’s perceptions of their participation experiences and did not

specifically observe children’s participation opportunities in each classroom.
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Implications and Conclusions

Our findings open new paths for future research. First, one possible direction
would be to examine the extent to which classroom process quality (i.e., teacher-child
interactions) varies as a function of teachers’ profiles of ideas. Second, future research
could, in alternative, explore the moderating role of teachers’ ideas in the associations
between teachers’ practices and children’s participation, investigating interaction effects
between ideas and practices. Third, future studies could extend this work by analysing
the associations between ECE teachers’ ideas and participation practices and children’s
socio-cognitive outcomes. As widely stated in the literature, participation may be
associated with children’s self-esteem, self-efficacy, negotiation or conflict resolution
(Kirby & Bryson, 2002; Sinclair, 2004); therefore, future research could investigate
participation-related benefits at the child level. Fourth, it is worth examining time
changes over time in teachers’ ideas and practices, connecting with and extending
previous research (e.g., Brownlee, 2003; Tarman, 2012).

This study also provided useful insights for ECE teachers’ professional
development. Specifically, increasing teachers’ knowledge about participation benefits
at the child level may be important to promote participation practices and increase the
levels of reciprocity in classroom processes (i.e., redistributing power; Vieira, 2017), by
reducing the focus on decision making by the adult. In addition, it may be necessary to
address teacher attitudes towards supporting children’s participation, by framing
participation practices as part of ECE centres’ and workforce’ mission. Finally,
supporting teachers in considering children’s interests and perspectives and sharing
decision making may help improve the overall quality of the classroom social climate
and, ultimately, benefit individual children’s subjective experiences in these settings

and their opportunities for further development (Garbarino & Ganzel, 2000).
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Overall, this study contributed to a deeper understanding of the associations
between teachers’ and children’s ideas regarding the right to participate in ECE settings,
informing about the role of teachers’ practices, both self-reported and observed, as the
mechanisms that link teachers’ and children’s ideas. Further, by examining the link
between teachers’ ideas and practices towards the promotion of children’s right to
participate we advanced this field, while also providing an important contribution to the
literature focusing on the associations between ideas and practices. Moreover, this was
the first empirical effort to address associations between teachers’ ideas, teachers’
practices, and children’s perceived participation, thus supporting the importance of
considering not only different levels of analysis (i.e., teachers’ ideas and practices;
classroom and individual child levels), but also different informants (i.e., teachers,
children, and independent observers), and methods (i.e., interviews, questionnaires,
observation measures). Further, this study added to the literature, by giving voice to
children in assessing their experiences. Hence, our findings provided support for
framing participation as a complex, multi-layered concept (Herbots & Put, 2015; Vieira,
2017). Ultimately, consistent with Bronfenbrenner and Morris (2006), our findings
illustrated the interdependence of the subjective (i.e., perceived practices and
experiences) and objective (i.e., observed practices) properties of ECE classrooms, and
how both should inform our understanding of the conditions needed to promote

children’s participation.
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Figure 1. Hypothesized associations among variables.



CHILDREN’S PARTICIPATION

A
+ Context Dependent Teachers’ Motivation
— Contextual conditions and — Teachers’” motivation and
constraints responsibility
— Social environment, human | — Participation as dependent on
and material resources as teachers’ action and planned
E conditions to promote efforts to promote participation
o participation
2
E . Teachers’ Conditioned
T Children’s Benefits _
g Responsibility
- Potentlailfmdtlwdual:.behneﬁts _  Combination of teachers’
(e dg ilihl-;ig ef):m, 1gher responsibility, child benefits
order ng and child-related obstacles
B Pamc%p ation as worthwhile — Participation not exclusively
1 for children
dependent on teachers

v

Teachers’ action +

Figure 2. Profiles of teachers’ ideas about children’s right to participate in ECE.



CHILDREN’S PARTICIPATION 43

Children’s expression
and responsibility

Profiles - 3| Children’s perceived
of teachers’ ideas participation

Pair [P3 vs P1]-33"
Pair [P3 vs P2] -.53"

Decision making by 0.23

the adult

Figure 3. Model examining teachers’ perceived participation practices as mediators of
the relationship between their ideas about children’s right to participate, and children’s
perceived participation in the ECE setting. P1 = Teachers’ Motivation; P2 = Teachers’
Conditioned Responsibility; P3 = Children’s Benefits. Dashed arrows refer to non-
significant effects. Arrows in solid refer to significant effects. P1 was the reference
category in the pair [P3 vs P1] and P2 was the reference category in the pair [P3 vs P2].

p<.05 " p<.01l. " p<.001.
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Figure 4. Model examining observed participation practices as parallel multiple
mediators of the relationship between teachers’ perceptions of their participation
practices, and children’s perceived participation in the ECE setting. Dashed arrows refer
to non-significant effects. Solid arrows refer to significant effects. Solid bold arrows
refer to significant mediating effect.
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Figure 5. Model examining domains of observed process quality as parallel multiple
mediators of the relationship between teachers’ perceptions of their participation
practices, and children’s perceived participation in the ECE setting. Dashed arrows refer
to non-significant effects. Solid arrows refer to significant effects. Solid bold arrows
refer to significant mediating effect and significant direct effect.
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46

Factor Loadings for Exploratory Factor Analysis of Two Components of Teachers

Perceived Participation Practices (N = 58)

Children’s Decision-
In my classroom... expression and making by the
responsibility adult
I include children’s interests and ideas in my goals and planning 776 -.046
I create daily opportunities for children to express their ideas
L .758 -.017
and opinions
Children participate in the evaluation of our work 705 -.037
I provide daily opportunities for children to share their personal 661 - 058
experiences during group activities ) '
Rules for common life are set with the children .613 -.141
Children are responsible for daily tasks needed for collective life 585 .009
Children make proposals of activities and play to the adults 585 -.280
Children participate in the definition of classroom tasks 551 -.054
Children choose their play 545 -.297
Children have freedom of movement and may decide where to
509 -.249
play/work
Problems are debated in group, so that children find their own
. 490 -.018
solutions
Children are responsible for documenting the activities they
482 -.333
choose
I define the activity plan to ensure that my goals for the group 906 186
are met
I set the rules that children must follow -.078 710
I decide how areas and materials are organized, based on
.030 .659
classroom space and my goals for the group
All children to the same work, with the same materials -.235 641
The schedule is set by me or the center coordination and
. 124 .639
children know they must comply
Children participate in decision making about the center’s
. . -294 .617
organization/dynamics (reverse)
Eigenvalues 4.079 3.126
Explained variance (%) 26.160 17.367

Note. Principal component analysis with varimax rotation. Factor loadings > 0.50 are in bold.
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Table 2

Factor Loadings for Exploratory Factor Analysis of Two Components of Teachers Observed Participation Practices (N = 58)

Observed Observed
In this classroom... children’s conditions for
choice participation
Children choose activities and play in which they want to 930 163
participate ) '
Children have freedom of movement and may decide where to
929 171

play/work
Children choose the peers with whom they want to play 888 .057
Children choose the materials they use in the activities 829 261
Children make proposals of activities and play to the adults .618 415
Problems are debated in group, so that children find their own 115 777
solutions ' ’
Materials in the classroom are diverse (i.e., each child’s work is 279 754
individualized, with materials and elements chosen by the child) ' )
Exposed works and materials are at the child level and reach 289 .680
Children are responsible for daily tasks needed for collective life

. : 188 .653
(e.g., feeding a pet, documenting attendance)
Children are responsible for documenting the activities they choose -010 554
Eigenvalues 3.797 2.668
Explained variance (%) 37.971 26.684

Note. Principal component analysis with varimax rotation. Factor loadings > 0.50 are in bold.
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Descriptive Statistics and Associations among Variables
Variables M SD 3 4 5 6 7 8 9 10
Child level (N = 336)
1. Sex (1 = boys) 485 - .06
2. Chronological age (months) 63.7 8.05 -.02
3. Ideas (i.e., perceptions) of participation 1.77 1.02
Classroom level (N = 58)
4.  Profiles of teachers’ ideas - - A1 -
5. Emotional Support 464 076 .18 .14
6.  Classroom Organization 498 0.71 .07 38 62"
7. Instructional Support 1.51 036 -.08 21 .04 28"
8.  Children’s Expression and Responsibility ~ 4.14 0.50 .05 .16 197 257 -10
9.  Decision Making by the Adult 337 075 -.18" 23 -26" =267 -1 -37"
10.  Observed Children’s Choice 3.19 1.11 26" 11 55 357 =227 18 -37"
11. Observed Conditions for Participation 225 079 .08 .14 357 36" .02 45" -417 477

Note. Eta coefficient was reported for the association between profiles (categorical variable) and other quantitative variables.

Sex — proportion of boys was reported.
"p<.05."p<.01."" p<.001.
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Table 4

Hierarchical Linear Regression of Mediation Model with Observed Participation Practices

Variables Observed children’s choice Observed conditions for participation Children’s perceived participation
Coef. SE 95% CI Coef. SE 95% CI Coef. SE 95% C1
Total effect
Intercept 2.69" 0.82 1.04, 4.33
Children's Expression and Responsibility -0.02 0.15 -0.33, 0.28
Decision Making by the Adult -0.24 0.10 -0.44, 0.04
Level-1 variance 0.88" 0.07 0.74, 1.04
Level-2 variance 0.13* 0.06 0.06, 0.31
Direct effect
Intercept 4.47° 0.66 3.17, 5.78 1.017 0.43 0.17, 1.85 1.79" 0.81 1.70, 3.41
Children's Expression and Responsibility 0.12 0.12 -0.12, 0.37 0.54™" 0.08 0.39,0.70 0.01 0.15 -0.29, 0.31
Decision Making by the Adult -0.53"™ 0.08 -0.69, -0.37 -0.30"" 0.05 -0.40,-0.19  -0.16 0.10 -0.36, 0.05
Observed Children’s Choice 0.23™ 0.07 0.10, 0.37
Observed Conditions for Participation -0.12 0.10 -0.33, 0.09
Level-1 variance 0.88™* 0.07 0.74, 1.04
Level-2 variance 0.09" 0.05 0.03, 0.26
Pseudo R? 0.14 0.27 0.08
Indirect effect for Children's Expression and Responsibility
By Observed Children’s Choice 0.03 0.04 -0.04, 0.10
By Observed Conditions for Participation -0.06 0.05 -0.16, 0.03
Indirect effect for Decision Making by the Adult
By Observed Children’s Choice -0.12 0.03 -0.20, -0.06
By Observed Conditions for Participation 0.03 0.03 -0.02, 0.09

"p<.05."p<.01."" p<.001.
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Table 5

50

Hierarchical Linear Regression of Mediation Model with Domains of Observed Process Quality

Emotional support

Classroom organization

Instructional support

Children’s perceived participation

Variables Coef.  SE 95% CI Coef. SE 95% CI Coef. SE 95% CI Coef. SE 95% CI
Direct effect
Intercept 473" 0.46 3.83, 5.64 4.62"" 0.40 3.83, 5.41 227 0.22 1.83, 2.71 2.58" 1.01 0.56, 4.60
%;Ld;fl;‘iii’t‘;’ressmn and 0.16 0.09  -0.01, 0.33 024 007  0.09,038 -0.12"  0.04  -020,-0.04  -0.08 0.15  -0.38, 0.23
Decision Making by the Adult ~ -0.22™*" 0.06  -0.33,-0.11 -0.18" 0.05 -0.27, -0.08 -0.08™ 0.03 -0.13,-0.03 -0.23" 0.10  -0.43,-0.02
Emotional Support 0.25" 0.12 0.01, 0.48
Classroom Organization -0.10 0.14 -0.37, 0.18
Instructional Support -0.28 0.21 -0.69, 0.14
Level-1 variance 0.88" 0.07 0.74, 1.04
Level-2 variance 0.11° 0.05 0.04, 0.29
Pseudo R? 0.08 0.10 0.04 0.07
Indirect effect for Children's
Expression and Responsibility
By Emotional Support 0.04 0.03 -0.02, 0.10
By Classroom Organization -0.02 0.03 -0.07, 0.04
By Instructional Support 0.03 0.03 -0.04, 0.10
Indirect effect for Decision
Making by the Adult
By Emotional Support -0.05 0.02 -0.11, -0.02
By Classroom Organization 0.01 0.02 -0.02, 0.06
By Instructional Support 0.02 0.01 -0.00, 0.05

Note. As the model maintained the same predictors variables and the outcome variable, the total effect is the same already reported in Table 4.

"p<.05. " p<.01.7 p<.00l.



