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ABSTRACT
As Black and Latino teens from under-resourced backgrounds remain vulnerable to oppressive
forces, critical consciousness has emerged as a developmental asset that involves understanding,
reflecting upon, and acting against inequitable social structures. However, scholars have yet to
determine how critical consciousness may fit into a developmental framework, leaving
unanswered questions regarding the roots of adolescents’ critical consciousness. By integrating
sociopolitical and developmental frameworks, this dissertation empirically examined how early
environmental factors and individual competencies set the stage for critical consciousness during
adolescence, via prosocial and self-regulatory skills during middle childhood. Longitudinal data
were drawn from the Chicago School Readiness Project (CSRP), which includes a sample of
predominantly Black and Latino teens from under-resourced backgrounds, who were initially
recruited to join the study as young children attending Head Start. Unexpectedly, findings
indicated that higher levels of preschool classroom quality predicted lower prosocial behavior
during middle childhood and sociopolitical efficacy during adolescence. However, prosocial
skills in preschool and middle childhood were associated with critical action in the teen years.
Additionally, cognitive regulation in middle childhood was related to sociopolitical efficacy
during adolescence. This dissertation concludes with a discussion on ways in which prosocial
behavior and cognitive self-regulation during middle childhood served as mediators for these
linkages. Overall, findings highlight the importance of considering both early and middle

childhood factors when studying antecedents of critical consciousness.



CHAPTER ONE
INTRODUCTION
Among Black and Latino youth, the negative impact of systemic oppression on
developmental trajectories tends to be evident from a young age, through adolescence, as well as
into adulthood (Garcia Coll et al., 1996; Suarez-Orozco et al., 2018). For example, experiences
with racism among children and teens are likely to be linked with lower academic achievement
and self-esteem (Alfaro et al., 2009; Dotterer et al., 2009; Umaiia-Taylor et al., 2008), as well as
an increase in behavior problems (Marcelo & Yates, 2019). Furthermore, approximately 23% of
Latino children and 26% of Black children in the U.S. belong to families living in poverty (U.S.
Census Bureau, 2020). Such racial and economic inequities are related to greater school drop-out
rates among Black and Latino youth compared to their White and Asian counterparts (National
Center for Education Statistics, 2019). In turn, lower educational attainment raises the risk for
experiencing lower socioeconomic status in succeeding generations (Jagers et al., 2018; Sirin,
2005). In sum, much of the existing research on ethnically and racially minoritized youth
examines how a lack of social and economic resources compromises development (Duncan et
al., 2014; Votruba-Drzal, 2006).
Conversely, critical consciousness (CC) has been found to be related to many aspects of
positive well-being among adolescents and young adults of color (Heberle et al., 2020). Critical
consciousness has been deemed a developmental asset as it has the potential to empower

marginalized youth (Diemer et al., 2016; McWhirter & McWhirter, 2016). Moreover, according
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to their integrative model for child development, Garcia Coll and colleagues (1996) indicate that

the unique experiences faced by marginalized youth should be incorporated into models of
adjustment across the lifespan. In other words, the sociocultural experiences of marginalized
children and teens should be recognized when examining their developmental competencies.
Specifically, Garcia Coll and colleagues (1996) acknowledge that the adaptive functioning of
youth of color include their ability to recognize, cope, and confront such sociopolitical forces, as
well as understand how they may shape their position in society. This perspective is consistent
with the definition of critical consciousness, which also fits within strength-based models of
development among minority youth (Cabrera, 2013; Heberle et al., 2020).

Commonly connected to Brazilian philosopher-educator, Paulo Freire, critical
consciousness specifically refers to one’s ability to understand, examine, and engage in actions
against the oppressive forces that shape societal infrastructures (Freire, 1970; Seider et al., 2020).
According to contemporary scholars, critical consciousness includes three components: critical
reflection, sociopolitical efficacy, and critical action (Diemer et al., 2017; Watts et al., 2011).
Critical reflection refers to being aware of and perceiving existing social inequalities in one’s
society. In addition, sociopolitical efficacy encompasses one’s beliefs about their own ability to
enact positive social change, and to work towards creating a more just world. Lastly, critical
action includes engaging in behaviors to challenge oppressive forces.

Prior research has found that critical consciousness is linked to a range of positive
outcomes on youth’s well-being (see Maker-Castro et al., 2022). For instance, critical
consciousness is associated with better career expectancies, career decision-making, career

exploration, post-graduate occupations, as well as stronger connections to one’s future career



3
(Diemer & Blustein, 2006; Diemer & Hsieh, 2008; McWhirter & McWhirter, 2006; Nicholas et

al., 2019; Olle & Fouad, 2015; Pérez-Gualdron & Helms, 2017; Rapa et al., 2018; Uriostegui et
al., 2020). Furthermore, critical consciousness is linked with increased community engagement,
such as participating in afterschool programs and voting behavior (Christens & Dolan, 2011;
Diemer, 2012; Diemer & Li, 2011; Diemer & Rapa, 2016; Pérez-Gualdron & Helms, 2017; Roy
et al., 2019). Lastly, critical consciousness has been found to be a positive predictor of social and
emotional functioning, including social competence, self-esteem, sympathy, and self-efficacy
(Clonan-Roy et al., 2016; Delia & Krasny, 2018; Luginbuhl et al., 2016).

Given that critical consciousness is deemed a developmental asset among youth from
marginalized backgrounds (Diemer et al., 2016; McWhirter & McWhirter, 2016), sociopolitical
scholars have examined ways in which critical consciousness may be fostered. However, this
area of research has often focused on pedagogical and socialization practices during adolescence
as antecedents of youth’s critical consciousness development (see Heberle et al., 2020). As such,
less is known regarding the childhood roots of critical consciousness development. Yet, there is
reason to believe that early environmental settings and individual competencies set children on
pathways towards civic engagement (Astuto & Ruck, 2010; Holbein et al., 2022; Kitchens &
Gormley, 2023; Reifen-Tagar & Cimpian, 2022). Although civic engagement is similar to
critical consciousness, civic engagement is often encompassing of behaviors and values that
maintain the status quo, rather than challenging systemic social inequities (Watts et al., 2011).

As such, this dissertation takes a more holistic view of critical consciousness
development across the lifespan, by examining ways in which preschool classroom quality, as

well as children’s prosocial and cognitive self-regulation skills, shape Black and Latino teens’



critical consciousness development. In doing so, the present study combines three existing
theoretical models: Garcia Coll and colleagues’ (1996) integrative model of child development,
Erikson’s psychosocial theory of identity development (1965), and models of youth
sociopolitical development (Astuto & Ruck, 2010; Watts & Flanagan, 2007). By expanding
developmental frameworks on adolescents’ critical consciousness to include early childhood
settings as well as children’s prosocial and self-regulatory competencies, this dissertation aimed
to provide a deeper understanding of the mechanisms by which critical consciousness emerges
among youth of color.
Theoretical Framework

Integrating Psychosocial & Sociopolitical Theories on Identity

By analyzing and reflecting upon forces that shape one’s position in society (i.e., being
critically conscious), teens are engaging in identity exploration as described by Erikson’s
psychosocial theory of identity development (Seider et al., 2018; Seider et al., 2020). This theory
emphasizes how the conscious and rational component of one’s identity shapes behaviors and
competencies, allowing individuals to become contributing members of their family, community,
and larger society. According to Erikson (1968), adolescence is a key period for identity
development, as teens move beyond following their families’ teachings to creating their own
sense of what their beliefs and values are, who they are, and who they would like to be.
Additionally, it is during this period that teens begin to develop a wider understanding of the
world outside their immediate contexts (e.g., communities, societies), as well as how they fit into

the world around them.
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Existing theoretical models on sociopolitical development also speak to identity during

adolescence. Sociopolitical development refers to an individual’s understanding of how political,
cultural, and economic entities may shape their social status and identity, as well as their growth
in sociopolitical knowledge, critical analyses, and capacity for action. For scholars in this field,
critical consciousness is an aspect of sociopolitical development (SPD; Watts et al., 2003).
Consistent with developmental theorists, sociopolitical scholars Watts and Flanagan (2007)
emphasize the importance of having opportunities in one’s environment to build their knowledge
of social inequities, to analyze social inequities, and to engage in actions that challenge
oppressive forces. However, Watts and Flanagan (2007) do not describe how skills that emerge
prior to adolescence may serve as precursors to sociopolitical competencies.

In contrast, Erikson’s (1965) theory covers the lifespan, where development during
adolescence is viewed as dependent on prior stages. Long before adolescence, children begin to
take initiative with their growing skills during early childhood, when they can do so in the
context of adults’ support (Erikson, 1965). Garcia Coll and colleagues (1996) posit that
environmental contexts in which marginalized children live and learn may either “promote” or
“inhibit” their positive development. According to Garcia Coll and colleagues (1996), higher
quality educational experiences may help strengthen children’s social and cognitive skills.
However, lower quality educational experiences may insufficiently support children’s growth in
their social and cognitive skills.

Classroom quality refers to a multidimensional construct encompassing aspects of the
classroom environment which help shape children’s academic and social outcomes. Dimensions

of classroom quality include proximal interactions between teachers and students involving



social, emotional, and instructional elements (La Paro et al., 2004). The emotional support
dimension of classroom quality refers to teachers being sensitive and responsive towards
children’s needs and providing a positive emotional climate for students (La Paro et al., 2004).
The organization and management dimension of classroom quality entails learning formats (e.qg.,
age-appropriate instructional support for early literacy) and proactive practices used to manage
behaviors in the classroom (La Paro et al., 2004).

Better classroom quality creates opportunities for children to express their existing skill
sets, while also facilitating their learning and development of complex and advanced skills
(Nguyen et al., 2020). For example, in high quality preschool classroom environments, educators
are more likely to promote competencies such as cognitive self-regulation and prosocial
behavior, both of which may contribute to later critical consciousness. Cognitive self-regulation
involves children’s abilities to control their attention and use their working memory (Nigg,
2017), whereas prosocial behaviors refer to actions performed to benefit another individual
(Eisenberg et al., 2006). Such actions include, but are not limited to helping, volunteering, caring
for, and being kind towards others (Carlo & Conejo, 2019; Hay & Cook, 2007). In addition, the
tendency to engage in prosocial behaviors may be motivated by a variety of factors (e.g., is the
action self- or other-oriented; Eisenberg et al., 2006). For example, children may behave in a
prosocial manner due to altruistic concern for another person’s welfare, or may help another
person in response to a verbal or nonverbal request (Carlo & Randall, 2002; Eisenberg et al.,
1981; Eisenberg & Fabes, 1998; Hay & Cook, 2007).

During middle childhood, there are advances in cognitive self-regulation and prosocial

behavior. This is a developmental stage during which relationships and interactions with other



individuals further facilitate children’s understanding of themselves and their capabilities
(Erikson, 1965). Middle childhood is a period during which children develop a sense of industry
(e.g., how their development of useful skills at this time lays the groundwork for their future
roles in greater society). For instance, older children draw upon their prosocial skills and
cognitive self-regulation in ways that facilitate social problem solving in their immediate
contexts. This process may be laying the groundwork for later sociopolitical development and
addressing larger societal problems (e.g., critical reflection upon social structures, confidence in
the ability to enact positive social change, engagement in actions that challenge oppressive
forces; Astuto & Ruck, 2010; Heberle et al., 2020).
Prosocial and Self-Regulation Development

Prosocial actions tend to emerge during toddlerhood, with some children exhibiting
rudimentary skills soon after their first birthday (Warneken & Tomasello, 2007). In addition,
prosociality during early childhood has been found to predict prosocial behaviors through
adolescence (Eisenberg et al., 1999; Eisenberg et al., 2013). Scholars often attribute this to young
children’s capacity to internalize prosocial actions into one’s moral framework for behavior
(Carlo et al., 2020; Eisenberg et al., 2006; Hay & Cook, 2007). In other words, by practicing
prosocial behaviors during early childhood, children are strengthening their ability to prompt and
engage in helping behaviors throughout childhood and adolescence.

It is during the period of middle childhood that prosocial actions are further internalized
as school-aged children become more aware of the thoughts, feelings, and behaviors of others
(Hoffman, 2008). Furthermore, middle childhood is a period during which children spend more

time with similar-aged peers. This provides opportunities to build supportive and reciprocal
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relationships as children develop interpersonal connections (e.g., friendships) and interest in the

well-being of groups to which they belong (e.g., family and peer groups; Eisenberg & Fabes,
1998).

Similarly, the development of cognitive self-regulation has its roots in infancy (e.g.,
attentional focus on objects at 9 months of age; Kochanska et al., 2000) and further emerges
during the preschool years (Diamond, 2013). Prior research suggests that earlier executive
functions (e.g., ignoring distraction) set the stage for later cognitive self-regulation during middle
childhood (e.g., self-monitoring; Friedman et al., 2014; Li-Grining et al., 2019; Morrison &
Grammer, 2016). With growing metacognitive abilities (e.g., reflecting on one’s own thoughts),
school-aged children are better equipped to engage in the more complex self-regulation
processes involved in problem solving, self-correcting behavior, and future-oriented planning
(e.g., preparing to present a project to one’s class the next day; Friedman et al., 2014; Nigg,
2017).

It is important to note that not only does self-regulation change over time, but this change
also occurs across multiple dimensions of self-regulation. The existing literature on self-
regulation constructs can be confusing, as it often includes overlapping definitions depending on
what aspect of development is being regulated (e.g., attention, behavior, or emotions; see Nigg,
2017 for a review). For example, tasks that tap effortful control, or “delay of gratification”, are
less demanding on working memory and more behaviorally and emotionally laden (e.g., turning
away from a tempting piece of candy after being asked to wait to eat it after lunch; Nigg, 2017;
Li-Grining, 2019). In contrast, tasks that measure executive functions are more demanding on

working memory and less emotionally laden (e.g., remembering not to copy someone else’s



action but show a different behavior). In middle childhood, effortful control can occur over
longer time spans (e.g., reading every day after school to finish a book rather than playing with
friends), and has been found to shape both cognitive and behavioral dimensions of self-
regulation (Li-Grining et al., 2019). Given these complexities, this dissertation addresses
behavioral regulation, but focuses on cognitive self-regulation given the particular role that it
may play in social problem solving.
Preschool Classrooms as Democratic Contexts

Even though sociopolitical models do not speak to the contribution of early childhood
settings and middle childhood competencies on adolescents’ critical consciousness, conceptual
frameworks that span multiple developmental periods have been outlined by scholars in the field
of youth civic engagement and political psychology (i.e., attitudes, knowledge, and behaviors in
relation to community sociopolitical issues; Astuto & Ruck, 2010; Flanagan, 2004; Reifen-Tagar
& Cimpian, 2022). While early childhood educators may be able to incorporate social justice
themes into their classrooms (Park et al., 2022), preschool is too early for teachers to have open
dialogues about socio-political issues. Still, higher quality preschool classrooms may promote
children’s later prosocial behavior and cognitive self-regulation (Broekhuizen et al., 2016;
Rimm-Kaufman et al., 2009). In turn, these skills may help facilitate adolescents’ critical
thinking about sociopolitical issues (Astuto & Ruck, 2010). According to youth civic
engagement scholars Astuto and Ruck (2010), early childhood classrooms may serve as a
democratic context in which children develop skills required for civic engagement in the future.

In line with this, political psychology scholars, Reifen-Tagar & Cimpian (2022), posited that
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young children have the capacity to engage in proto-political sensitivities (e.g., understanding of

group norms) and attitudes (e.g., believing that inter-group hierarchies are wrong).

During preschool, young children first embark on their educational journey beyond
family life at home, and their immediate social environments initially expand to include
classroom interactions with teachers and students (Bronfenbrenner, 1977; Rimm-Kaufman &
Pianta, 2000). In these formal settings, preschoolers learn how to interact with children who
represent a broader set of backgrounds and perspectives than their families. This experience may
facilitate growth in prosocial skills (e.g., helping, taking turns with others) and self-regulation
(e.g., how to focus their attention on classroom behavioral expectations) in early childhood and
beyond.

As mentioned earlier, preschool teachers are not likely to have open dialogues about
socio-political issues with young children. The pedagogical approaches used among adolescents
to promote critical consciousness would not be developmentally appropriate in early childhood
classrooms. According to Freire, critical consciousness may be facilitated through pedagogy that
engages individuals in open dialogue about their unique experiences with social inequalities,
while maintaining respect for diverse opinions (termed “problem-posing education”; Ahad-
Legardy & Poon, 2018; Diemer at al., 2016; Freire, 1970). Similarly, contemporary pedagogical
approaches during which teachers promote conversations about social and political issues tend to
facilitate growth in critical consciousness among teens (Heberle et al., 2020; Seider et al., 2017).
Students and teachers may talk about their experiences with marginalization, and link those

experiences to institutional oppression, thus allowing students to apply personal knowledge
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accumulated from their families, communities, and cultures to their learning (Diemer et al.,

2016; Sanchez Carmen et al., 2015).

For example, a recent mixed methods study on ways in which differing pedagogical
approaches foster critical consciousness included interviews with predominantly Black and
Latino teens attending urban high schools with various teaching methods (Seider et al., 2017,
Seider et al., 2023). Qualitative interviews indicated that students who engaged in practices
promoting social intelligence (i.e., understanding unspoken and formalized expectations of
actions in social situations; Jones & Day, 1997) felt as though they were better able to navigate
through settings where class and racial inequality were evident. In addition, findings from Seider
et al.’s studies suggested that students who attended schools with pedagogical approaches
promoting critical thinking skills (i.e., “problem-posing educational practices”) tended to
demonstrate higher levels of critical consciousness compared to students at other schools.

In high quality preschool classrooms that operate as democratic contexts for young
children, it could be that teachers are helping children use prosocial skills and cognitive self-
regulation in order engage in social problem solving with other students. Preschool teachers can
help young children focus on a problem at hand (e.g., more children want to play a board game
than it allows), remember relevant information (e.g., who already took a turn and for how long),
and plan steps to solve the problem (e.g., set a timer for each turn). In addition, preschool
teachers who foster prosocial behavior may encourage children to hold an outward orientation
and identify as a member of the classroom. Here, social problem solving is not limited to serving

one’s self-interest, but also includes addressing group needs.
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Importantly, these skills may serve as foundations for later critical consciousness

development during adolescence. When teens engage in critical consciousness, they reflect on
the experiences of oneself and the groups to which they belong (e.g., racial, ethnic, cultural
groups) in the context of societal and institutional inequities. Moreover, using critical
consciousness to address societal and institutional problems, and to feel confident about doing
S0, requires the ability to focus, to keep in mind complex issues, and to create a plan of action.
Yet, the existing literature on critical consciousness development is often limited to adolescents,
and the role of early childhood classrooms and middle childhood competencies has yet to be
determined.

In sum, this dissertation combines three existing theoretical models. These include Garcia
Coll et al.’s (1996) integrative model of child development, Erikson’s psychosocial theory of
identity development (1965), and models of youth sociopolitical development (Astuto & Ruck,
2010; Watts & Flanagan, 2007). By expanding developmental frameworks on adolescents’
critical consciousness to include early childhood settings as well as social and cognitive
competencies during middle childhood, this dissertation aims to provide a deeper understanding
of the mechanisms by which critical consciousness emerges among youth of color.

Guided by the integrated theoretical model described above, the literature review contains
sections that address the following topics: (1) associations between preschool classroom quality
and outcomes among Black and Latino youth from under-resourced neighborhoods, (2) relations
from preschool classroom quality to prosocial behavior and cognitive self-regulation, (3) links
from prosocial behavior and cognitive self-regulatory skills to critical consciousness, and (4)

mediation of the linkages from preschool classroom quality to teens’ critical consciousness,
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through the development of prosocial behaviors and cognitive self-regulation during middle

childhood.
Preschool Classroom Quality and Outcomes Among Youth from Under-Resourced
Communities

To what extent has preschool classroom quality been linked to well-being in
adolescence? A long line of prior research suggests that high quality early childhood educational
settings positively contribute to children’s well-being across the lifespan (Campbell & Ramey,
1994; Heckman et al., 2010; Reynolds et al., 2011). For instance, past studies show that higher
preschool classroom quality predicts a wide range of social and cognitive outcomes during
adolescence, such as better grades, academic self-concept and aspirations, social skills, as well as
fewer behavioral problems and risky behaviors (Ansari, 2020; McCoy et al., 2019; Vandell et al.,
2010). In addition, a small but growing literature has found early childhood educational settings
to be predictive of voting behaviors during adulthood (Holbein, 2017; Holbein et al., 2022;
Kitchens & Gormley, 2023).

For example, Kitchens and Gormley (2023) investigated how attending preschool may be
predictive of registering to vote, and subsequently voting among predominantly Black and
Latino young adults from under-resourced communities. Findings from this study suggested that,
compared to children who did not attend preschool, children who attended preschool were more
likely to engage in voting soon after they turned 18. Similarly, a previous study by Holbein and
colleagues (2022) with predominantly Black students from under-resourced backgrounds
examined the effects of an early childhood intervention on voter turnout when participants were

in their early 30’s. The intervention took place when participants were starting the first grade,



14
and focused on teachers’ promotion of emotion regulation and social-cognitive skills through

teachers’ classroom management practices. Findings from this study indicated that participants
included in the treatment group were more likely to register to vote, and then subsequently
engage in voting, in their early thirties compared to those who were in the control group
(Holbein, 2017; Holbein et al., 2022). Although Holbein, (2017; Holbein et al., 2022) and
Kitchens and Gormley (2023) do not focus on aspects of civic engagement that challenge the
status quo in a way that critically conscious behaviors might, these studies highlight the
importance of early childhood educational settings as foundations for participating in one’s
democracy during adulthood. As such, more research is required to determine ways in which
early childhood educational settings may serve as a rudimentary ground for developing and
engaging in critically conscious beliefs and actions during adolescence.

More specifically, this dissertation focuses on preschool classroom quality because
scholars have indicated that investing in the quality of education for preschoolers has one of the
highest rates of return for society compared to interventions that take place later in life
(Heckman et al., 2010). For example, findings from an early childhood intervention program that
included predominantly Black preschoolers from under-resourced backgrounds indicated that
students who attended higher quality preschool classrooms were more likely to have lower high
school dropout rates, less substance use, and fewer felony charges during adulthood, especially
among participants whose parents did not complete high school (Reynolds et al., 2011). This is
congruent with other past studies on the benefits of preschool classroom quality, where results
have been especially salient for families lacking social and economic resources, and who are

disproportionately from racially and ethnically minoritized backgrounds (Burchinal et al., 2010;
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Bustamante et al., 2021). Such interventions target the quality of young children’s classrooms,

and as a result, reflect the importance of high quality preschool classrooms for later well-being.

Overall, existing studies examining the long-term effects of early childhood classroom
quality have found significant linkages to social and academic outcomes during adolescence,
particularly for Black and Latino children from under-resourced backgrounds. However, no
existing research has investigated the contribution of high quality preschool classrooms to the
three dimensions of adolescents’ critical consciousness: critical reflection, sociopolitical
efficacy, and critical action. Therefore, this dissertation research would be the first study to
examine these particular longitudinal linkages.

Preschool Classroom Quality, Prosocial Behavior, and Cognitive Self-Regulation
Preschool Classroom Quality to Prosocial Development During Middle Childhood

Greater emotional support and organization in classrooms have often been found to be
positive predictors of children’s prosocial behaviors (Curby et al., 2009; Downer et al., 2010;
Hamre et al., 2014; Mashburn et al., 2008), which has been defined as actions meant to benefit
other individuals (e.g., helping, sharing, cooperating, and comforting; Eisenberg et al., 2006). In
other words, the prosocial skills of preschoolers are fostered by more responsive and sensitive
teacher-child interactions, as well as more proactive instruction and classroom management.
However, most of the existing research on associations from preschool classroom quality to
social and emotional development during middle childhood focus on behavior problems, rather
than positive social skills (Hamre & Pianta, 2001; McCoy et al., 2018; Peisner-Feinberg et al.,

2001; Vandell et al., 2010).
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Only a few studies suggest that early childhood classroom quality may be predictive of

later prosocial skills (Ansari et al., 2020; Berry & O’Connor, 2010; Broekhuizen et al., 2016). In
research by Broekhuizen and colleagues (2016), linkages between classroom quality during
preschool and under-resourced, racially diverse children’s prosocial skills during the first grade
were examined. Results from this study suggested that children who experienced higher
emotional support and classroom organization in preschool tended to be more prosocial in the
first grade compared to children in preschool classrooms with lower emotional support and
organization.

Similarly, Ansari and colleagues (2020) examined how closeness between teachers and
students during the early years of school (i.e., kindergarten through the second grade) may have
predicted students’ prosocial skills during adolescence. Findings indicated that greater warmth
and positive communication between teachers and students during the early childhood
educational years was associated with greater prosocial skills in the ninth grade. The authors
suggested that closeness with students may have promoted teachers’ ability to keep students
engaged with one another. Furthermore, Berry and O’Connor (2010) found that sixth grade
children with higher quality relationships with their teachers from kindergarten through sixth
grade tended to have greater prosocial skills compared to children with lower-quality
relationships with their teachers. However, both Ansari et al. (2020) and Berry and O’Connor
(2010) examined teacher-student relationships rather than overall classroom quality.

In line with research linking preschool classroom quality to prosocial skills during middle
childhood, extant research examines short-term associations from preschool classroom quality to

prosocial skills during early childhood (Johnson et al., 2013; Sabol et al., 2020). For example, a
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recent study conducted among Latino and Black families from under-resourced neighborhoods

indicated that variance in preschool classroom quality, as measured by instructional support (e.g.,
how teachers facilitate learning and engagement during activities; La Paro et al., 2004), was
associated with young children’s prosocial skills (Sabol et al., 2020). Specifically, preschoolers
in classrooms with better instructional support at the start of the year tended to exhibit greater
cooperation compared to peers at the same center who were enrolled in classrooms with less
instructional support. Yet, these previous studies do not investigate linkages to prosocial
development in middle childhood.

Overall, these prior studies suggest that being a student in emotionally responsive and
organized preschool classrooms may facilitate the prosocial development of children from
marginalized communities. However, much of the literature examining associations between
early childhood educational contexts and prosocial behaviors during middle childhood focus on
individual teacher-student relationships, rather than classrooms’ socioemotional climate or
teachers’ classroom management. In addition, studies linking preschool classroom quality to
prosocial skills are often limited to the early childhood years. As such, with the exception of
research by Broekhuizen and colleagues (2016), it is still unclear how early childhood classroom
quality may promote prosocial skills during middle childhood.

By further examining linkages between preschool classroom quality and prosocial
behavior in middle childhood, additional research would increase confidence about the
robustness of this association. It could be that children with teachers who provide a more
supportive and organized classroom environment have greater opportunities to help and

cooperate with their peers, thus strengthening their prosocial skills and setting the stage for later
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prosocial development during middle childhood. As such, the present study aims to examine how

prosocial behaviors during middle childhood may be shaped by preschool classroom quality.
Preschool Classroom Quality to Cognitive Self-Regulation During Middle Childhood

Better classroom quality has also been detected as a predictor of elevated self-regulation
(Duncan, 2003; Hamre et al., 2014; Pianta et al., 2021). Specific aspects of classroom quality
that have been found to be related to young children’s self-regulation include classroom
organization and management, as well as social and emotional support from teachers (Pianta et
al., 2002; Raver et al., 2011; Rimm-Kaufman et al., 2009; Williford et al., 2013). Yet, extant
research on longitudinal links to cognitive development during middle childhood often focus on
academic achievement, rather than cognitive self-regulation (Schmerse, 2020; Vandell et al.,
2010).

Interventions focused on promoting classroom quality have been linked with an increase
in self-regulatory skills among young children (Weiland & Y oshikawa, 2013), with few studies
examining long-term effects of higher quality preschool classrooms on cognitive self-regulation
during middle childhood. In the Chicago School Readiness Project (CSRP), which was a
randomized controlled trial intervention conducted in under-resourced neighborhoods,
researchers targeted improvement in preschoolers’ school readiness by providing teachers with
training and support strategies to help manage children’s behavior (Raver et al., 2011). Initial
findings indicated that children in classrooms which were randomly assigned to the treatment
group tended to receive more social and emotional support from teachers (Raver et al., 2008). In
other words, the results of the intervention found that preschool classrooms in the treatment

group had significantly higher classroom quality compared to classrooms in the control group. In
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a study by McCoy and colleagues (2019), children belonging to classrooms in the CSRP

treatment group showed marginally better inhibitory control (e.g., suppressing attention to
irrelevant stimuli, controlling automatic responses; McCoy et al., 2019) in high school compared
to children in the control group. However, this past study specifically investigated the impacts of
an early childhood experimental treatment on teens’ self-regulation, rather than the importance
of high quality preschool classrooms for cognitive self-regulation (e.g., planning and problem
solving) in middle childhood. Still, these findings provide some insight into how promoting
classroom quality during early childhood may have long-lasting benefits for children’s self-
regulation.

Furthermore, most of the literature linking preschool classroom quality to self-regulation
is limited to associations during the early childhood years (Fuhs et al., 2013; Hamre et al., 2014;
Rimm-Kaufman et al., 2009). For example, research by Fuhs and colleagues (2013) examined
associations between preschool classroom quality (i.e., teachers’ behavioral management,
responsivity, and instructional support) in the fall of the academic year and preschoolers’
cognitive self-regulation (e.g., attentional focus, working memory, and inhibitory control) in the
spring. Findings from their study indicated that both behavioral management and emotional tone
were linked with gains in cognitive self-regulation, while controlling for earlier cognitive self-
regulation.

Similarly, in a longitudinal study, Rimm-Kaufman and colleagues (2009) examined
associations between kindergarten classroom quality during the fall of the academic year and
children’s self-control in the spring. The sample consisted of families from under-resourced

backgrounds. Results for this study indicated that better classroom management was significantly
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linked with greater self-regulation, while controlling for children’s self-regulatory skills at the

beginning of the school year. More specifically, high quality early education may further
promote young children’s persistence (e.g., the ability to stay on task while other objects in their
environment may be competing for their attention; Rimm-Kaufman et al., 2009). It could be that
being a student in a well-managed classroom promotes children’s internalization of behavioral
expectations, which leads to an improvement in their self-regulation.

In addition to the benefits of being a student in a well-managed classroom, positive social
and emotional interactions between teachers and young children often foster children’s self-
regulation (Raver et al., 2011). Research conducted by Hamre and colleagues (2014) aimed to
determine types of teacher-child interactions that promoted preschool children’s self-regulation,
which they captured in terms of inhibitory control and working memory. Their sample
predominantly consisted of Black and Latino preschoolers from families with under-resourced
backgrounds. Findings from their study indicated that students enrolled in classrooms high in
responsive teaching (i.e., sensitivity and regard for students’ needs, providing a positive
emotional climate in the classroom) tended to develop better working memory skills compared to
students with less responsive teachers. Similarly, young children who experienced more positive
interactions with their teachers tended to demonstrate greater persistence compared to peers who
experienced fewer positive interactions with their teachers (Pianta et al., 2002). Similar to
findings for overall classroom quality, more positive teacher-child interactions appear to be
related to young children’s self-regulatory abilities.

In general, prior research indicates that being in emotionally responsive and organized

preschool classrooms promotes cognitive self-regulation skills among young children from
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marginalized communities. Furthermore, intervention studies suggest that improved classroom

quality during early childhood may be beneficial for long-term growth in self-regulatory skills.
However, much of the existing literature focuses on self-regulation during early childhood, with
longitudinal studies often being limited to the effects of early childhood interventions.

Research has yet to test direct longitudinal associations between preschool classroom
quality and cognitive self-regulatory processes during middle childhood. If preschoolers’ self-
regulation positively predicts their cognitive self-regulatory skills during middle childhood (Li-
Grining, 2019), it could be that the benefits of early childhood education quality on preschoolers’
self-regulation extend to cognitive self-regulation in middle childhood. This dissertation tests
whether this is the case.

Foundational Skills for Critical Consciousness Development

In turn, older children’s prosocial behavior and cognitive self-regulation may function as
precursors to teens’ critical consciousness. Both civic engagement and critical consciousness fall
under the sociopolitical domain, and theoretical models depict prosocial and cognitive self-
regulation skills as developmental precursors to civic engagement, as well as social justice
oriented attitudes and actions (Astuto & Ruck, 2010; Carlo et al., 2022; Davis et al., 2021;
Metzger et al., 2018; Wray-Lake & Ballard, 2023). Yet, the existing literature has yet to examine
longitudinal linkages from prosocial skills and cognitive self-regulation to critical consciousness.
Prosocial Behavior During Middle Childhood to Teens’ Critical Consciousness

During adolescence, aspects of community engagement, such as service and
volunteering, are common ways to engage in prosocial behavior, as they are conducted in the

context of wanting to help others (Eisenberg et al., 2013). Such findings persist into adulthood
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(Eisenberg et al., 1999; Eisenberg et al., 2013). For example, in their longitudinal study,

Eisenberg and colleagues (2013) followed participants’ prosocial tendencies from preschool
through adulthood. Findings indicated that self-reported helping behaviors at the ages of 9 and
13 were significantly predictive of greater prosocial actions, such as volunteering, when
participants were in their late 20s and early 30s. Notably, a small but growing literature suggests
that community engagement is positively associated with critical consciousness during
adolescence (Fegley et al., 2006; Heberle et al., 2020; Roy et al., 2019).

In line with this, prosocial development scholars have recently theorized the prosocial
roots of actions that mitigate social inequities (see Carlo et al., 2022; Davis et al., 2021),
providing strength-based approaches to addressing social injustice and inequity (e.g., health,
economic, educational, and justice system disparities). Commonly engaging in prosocial actions
may lead youth from marginalized communities on pathways to developing deep social
connections and integrating with individuals of diverse identities (Davis et al., 2021). Through
these connections, youth engaging in prosocial behaviors may thereby positively impact others
interpersonally, as well as in a broader societal manner via civic engagement (Carlo et al., 2022).

More specifically, some empirical studies suggest that greater prosocial behaviors are
linked with higher critical consciousness and civic engagement among teens (Fegley et al., 2006;
Kanacri et al., 2014; Metzger et al., 2018; Roy et al., 2019; Taylor et al., 2019). Civic
engagement is similar to critical consciousness, but much of the civic engagement literature does
not focus on aspects of sociopolitical adjustment that challenge systemic social inequities.
Rather, extant studies on civic engagement examine behaviors and values that may inadvertently

maintain the status quo (e.g., news consumption; Watts et al., 2011). Given the lack of studies
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predicting adolescent critical consciousness from prosocial behavior during childhood, this

dissertation also turns to existing research on specific civic engagement behaviors (e.g.,
protesting) that map onto dimensions of critical consciousness (i.e., critical reflection,
sociopolitical efficacy, and critical action).

For example, results from a qualitative study by Fegley and colleagues (2006) indicated
that among Black and Latino children and teens from under-resourced backgrounds, participating
in a community service project was positively associated with critical reflection over a five-week
period. It could be that by engaging in community service projects, marginalized young people
may actively face and work towards finding solutions to issues within their communities. Put
differently, such projects offer opportunities to engage in critical reflection and to challenge
underlying systemic inequities. Furthermore, in their study with predominantly Black and Latino
adolescents, Roy and colleagues (2019) found that volunteering for organizations within one’s
community was cross-sectionally associated with greater critical action. In short, prosocial
behavior in the form of volunteer service within one’s community may promote critical
reflection and critical action among marginalized adolescents. Although these studies provide
evidence for concurrent associations between prosocial behavior and critical reflection and
action, it is still not known how prosocial behaviors during childhood longitudinally shape all
three dimensions of critical consciousness during adolescence.

In addition, a handful of existing studies linking prosocial behaviors to civic engagement
suggests that childhood prosocial skills may serve as a foundation for teens’ critical
consciousness (Kanacri et al., 2014; Metzger et al., 2018; Taylor et al., 2019). In their cross-

sectional study with students between the ages of 8 to 20 years-old, Metzger and colleagues
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(2018) examined how prosocial skills intersect with various components of civic engagement

during middle childhood and adolescence. Among all participants, informal helping was
positively associated with aspects of civic engagement, including having the social responsibility
to consider the rights of others, political beliefs of keeping up with and participating in current
events, and civic skills that address sociopolitical issues. These aspects of civic engagement
appear to reflect critical consciousness. Although this past research was cross-sectional in nature,
it could be that by engaging in prosocial behavior during childhood, children may be developing
foundational skills for later critical social analysis and sociopolitical efficacy.

Similarly, in a longitudinal study with adolescents from areas with high political conflict
in Northern Ireland, Taylor and colleagues (2019) examined ways in which prosocial behaviors
promoted teens’ political civic engagement (i.e., signing petitions and boycotting products).
Findings indicated that higher levels of prosocial behaviors during middle childhood
significantly predicted greater political civic engagement later during adolescence. The authors
indicated that prosocial behaviors may have particularly long-term benefits for civic engagement
among youth who are tasked with rebuilding their society after facing years of sociopolitical
conflict. Similar to critical action, political civic engagement refers to behaviors that challenge
the status quo (e.g., protesting). As such, it could be that the development of prosocial skills from
an earlier age may be important for engaging in critical action among youth facing systemic
oppressive forces, where youth have the goal of making the world a more just place.

Overall, these cross-sectional and longitudinal studies provide insight into ways in which
childhood prosocial skills are linked with civic engagement and critical consciousness. More

specifically, children and teens’ prosocial behaviors have been found to be concurrently
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associated with critical reflection and action, as well as aspects of civic engagement which

reflect elements of critical reflection and sociopolitical efficacy. Furthermore, only one study has
shown children’s prosocial skills to be longitudinally linked with civic actions that challenge
institutions in power (i.e., critical action). However, studies have yet to empirically examine how
childhood prosocial behaviors may shape later critical reflection and political self-efficacy.
Lastly, longitudinal research has yet to determine whether there are childhood prosocial
foundations for all three components of critical consciousness among Black and Latino teens
within the U.S.

While carrying out prosocial behaviors, children hold an outward perspective where they
recognize the need for help in the world around them, and children actively engage in providing
such help. In this way, engaging in prosocial behaviors during childhood may serve as a
foundation for recognizing and acting against systemic oppressive forces during adolescence
(Carlo et al., 2022). Therefore, this study aims to test for longitudinal linkages from Black and
Latino children’s prosocial behaviors to their critical reflection, sociopolitical efficacy, and
critical action during adolescence.

Cognitive Self-Regulation During Middle Childhood to Teens’ Critical Consciousness

Unlike the literature review above on prosocial behavior, cognitive self-regulation has not
been empirically studied as a predictor of civic engagement or critical consciousness. Civic
engagement scholars have begun to discuss ways in which self-regulation may shape later
sociopolitical development (e.g., Wray-Lake & Syvertson, 2011), but linkages between cognitive
self-regulation during middle childhood to civic engagement have yet to be explicitly tested. For

example, Astuto and Ruck (2017) published findings framed as evidence of kindergarteners
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being on pathways toward civic engagement, but the scholars did not directly predict civic

engagement nor critical consciousness from executive function. Given that extracurricular
activities have predicted civic behaviors later in life, Astuto and Ruck (2017) examined linkages
between under-resourced kindergarteners’ executive functioning (i.e., attention and problem
solving) and their participation in extracurricular activities during the 8" grade (e.g., student
government, sports, music and art clubs). Findings from this past study indicated that greater
participation in drama, music clubs, and sports, as well as more time spent on extracurricular
activities during the 8™ grade were predicted by executive functioning skills during kindergarten.

Similarly, within the critical consciousness literature, linkages from self-regulation to
critical consciousness have yet to be empirically tested. However, qualitative researchers have
discussed ways in which cognitive factors may be involved in critical consciousness. In a recent
qualitative study conducted with 12 adult Black Lives Matter activists, Mosley et al. (2021)
found “cognitive growth” to be a theme in interviews with participants. More specifically, the
participants explained that they needed to draw upon their cognitive skills when reflecting on
anti-Black racism as a systemic issue, simultaneously making connections to their past personal
experiences, and in planning their responses to injustice. Although Mosley and colleagues (2021)
did not empirically test for linkages from cognitive self-regulatory skills to critical
consciousness, their results suggest that cognitive factors may play a role in critical reflection
and sociopolitical efficacy.

In sum, much more is known about linkages between prosocial behavior and critical
consciousness compared to the association between cognitive self-regulation and critical

consciousness. There is a substantial gap in empirical research on the direct associations between
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cognitive self-regulatory skills and all three components of critical consciousness. Moreover, this

linkage has yet to be tested longitudinally from middle childhood to adolescence. That said, one
civic engagement study suggests that early self-regulatory processes set children on a trajectory
toward civic engagement. In addition, one qualitative study suggests that individuals draw upon
cognitive functions when engaging in thoughts and behaviors related to critical reflection and
sociopolitical efficacy. Still, it is unclear what specific types of cognitive skills are utilized when
engaging in critical reflection and sociopolitical efficacy, and whether critical action also
depends on such cognitive competencies.

Given these gaps in the existing literature, this dissertation would be the first to examine
ways in which cognitive self-regulation during middle childhood may predict teens’ critical
reflection, sociopolitical efficacy, and critical action. If middle childhood cognitive self-
regulation and prosocial skills are predictive of adolescent critical consciousness, and if
preschool classroom quality shapes children’s prosocial and cognitive self-regulatory skills, then
it is possible that there are early childhood environmental factors that serve as foundations of
adolescent critical consciousness. As such, this study discusses prosocial behavior and cognitive
self-regulation as potential mediators in pathways from preschool classroom quality to critical
consciousness during adolescence.

Childhood Prosocial and Cognitive Self-Regulatory Skills as Simultaneous Mediators

How might prosocial behaviors and cognitive self-regulation play a role in potential
pathways from preschool classroom quality to critical consciousness during adolescence?
Certainly, mediation studies have been conducted in the critical consciousness literature,

however critical consciousness is usually examined as a predictor of well-being among
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adolescents and young adults (see Heberle et al., 2020 for a review). Yet, the mediating roles of

self-regulation and prosocial behaviors have been explored in the classroom quality literature
(McCoy et al., 2019; Son & Chang, 2018; Weidermann et al., 2020). Additionally, the mediating
roles of prosocial behaviors and self-regulation have been investigated in the civic engagement
literature (Holbein, 2017; Kanacri et al., 2014; Kitchens & Gormley, 2023; Plummer et al.,
2022).

First, past research has examined self-regulatory and prosocial processes to explain the
mechanisms by which early childhood classroom quality shapes later academic, cognitive, and
social functioning (McCoy et al., 2019; Son & Chang, 2018; Weidermann et al, 2020). For
example, Son and Chang (2018) examined how preschool classroom quality predicted
kindergarteners’ social skills and academic achievement, through their self-regulation (e.g.,
attention, delay of gratification). Kindergarteners’ social skills were defined as having higher
social competence (i.e., positive interactions with peers) and fewer behavior problems, and
academic achievement was captured with language, literacy, and math skills. Findings indicated
that preschoolers’ self-regulation served as a significant mediator in the association between
preschool classroom quality and children’s early school academic and social outcomes.

Another study tested the mediating role of prosocial behaviors. Weidermann et al. (2020)
implemented a 3-month long intervention promoting classroom management (e.g., effective
praise, consistent consequences) in kindergarten classrooms with mostly under-resourced and
racially minoritized students. Findings indicated that the development of prosocial skills
positively and significantly mediated the effects of the intervention on children’s academic

achievement in the third grade. According to the authors, proactive classroom management (i.e.,
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clear expectations, schedules, precorrection of children’s behavior) provides explicit instructions

on how to engage prosocially with peers and teachers in the classroom, and such positive
classroom interactions help foster school-aged children’s academic success. Given that proactive
classroom management is a dimension of higher classroom quality, these past findings suggest
that prosocial skills may help explain why better classroom quality during early childhood
promotes children’s later well-being.

Second, some existing literature suggests that prosocial behaviors and self-regulation
may play mediating roles in pathways from early childhood educational settings to civic
engagement (Holbein, 2017; Kitchens & Gormley, 2023). For example, Holbein (2017)
examined the mechanism by which an intervention focused on classroom management practices
in the first grade predicted registering to vote and subsequently voting among Black adults from
under-resourced neighborhoods. Findings from their study indicated that children’s psychosocial
skills (e.g., prosocial behavior, attention control, and delay of gratification) largely explained the
effects of the intervention on voting behaviors. However, it should be noted that Holbein (2017)
did not conduct significance tests for mediation, and therefore indicated that findings from their
study should be acknowledged as descriptive. In addition, in Kitchens and Gormley’s (2023)
study with predominantly Black and Latino young adults, children’s self-regulation skills during
kindergarten significantly mediated the link from attending preschool to voting after turning 18
years old. Although Holbein (2017) and Kitchens and Gormley (2023) do not focus on aspects of
civic engagement that challenge the status quo in a way that critically conscious behaviors might,
these studies highlight prosocial and cognitive self-regulatory skills as potential mediators for the

pathway from preschool classroom quality to Black and Latino teens’ sociopolitical actions.
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Therefore, these findings may provide insight into ways in which prosocial and cognitive self-

regulatory skills may serve as mediators when examining longitudinal links from early childhood
educational settings to critical action.

In line with this, some studies have found prosocial behavior to be a mediator when
testing routes from children’s environments to aspects of civic engagement that overlap with
critical consciousness (Kanacri et al., 2014; Plummer et al., 2022). For example, in a study with
Italian emerging adults, Kanacri and colleagues (2014) examined how prosocial behaviors may
mediate the link from family dynamics during late adolescence to civic involvement during early
adulthood. Findings indicated that while transitioning to into early adulthood, teens’ ability to
negotiate with their parents without losing autonomy (i.e., filial self-efficacy) was positively
linked with their development of prosocial skills, which was in turn related to their civic
involvement. In other words, teens who actively participated in family discussions were more
likely to engage in cooperative practices (i.e., prosocial behavior) within the home environment,
which was then predictive of their civic involvement (e.g., joining cultural and student
associations, signing a petition, donating to a political campaign). Notably, their measure of civic
involvement is similar to the critical action dimension of critical consciousness.

Overall, perhaps having more structured and high quality early learning environments
encourages children to pay attention in class and engage in helping behaviors with their teachers
and peers, resulting in a more harmonious setting that improves students’ learning (Son &
Chang, 2018; Weidermann et al., 2020). As such, both cognitive self-regulation and prosocial
skills may help explain why high quality classroom settings promote positive social, cognitive,

and academic outcomes during childhood. Furthermore, it could be that prosocial behavior and
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cognitive self-regulation serve as mediators when examining linkages from youths’

environmental contexts to the critical action facet of critical consciousness.

Notably, children’s self-regulation and prosocial skills have been found to be
significantly linked with one another (Fabes et al., 1999; Hoffman, 2008). In other words,
advances in cognitive self-regulation may facilitate prosocial behavior, and engaging in prosocial
behaviors may further strengthen self-regulatory skills. Given the expected correlation between
children’s prosocial behaviors and cognitive self-regulation, it could be that they function as
simultaneous mediators (Preacher & Hayes, 2008; Schoemann et al., 2017) in the link between
preschool classroom quality and teens’ critical consciousness.

In sum, it is unknown whether prosocial behavior explains the link from environmental
settings to critical reflection and sociopolitical efficacy. Similarly, research has yet to examine
whether cognitive self-regulation mediates the association from environmental contexts to
critical reflection and sociopolitical efficacy. Lastly, there is a dearth of extant literature on
whether both prosocial behaviors and cognitive self-regulation during middle childhood
simultaneously explain the linkages from environmental contexts to adolescents’ critical
consciousness.

As such, this dissertation aims to test both prosocial skills and cognitive self- regulation
as simultaneous mediators when examining associations from classroom quality to critical
reflection, sociopolitical efficacy, and critical action. Moreover, this research would be the first
to this pathway across three developmental time periods, where middle childhood prosocial and
cognitive self-regulatory skills would be investigated as simultaneous mediators in the link from

preschool classroom quality to teens’ sociopolitical development. By doing so, this dissertation
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may provide some insight into the way in which preschool plays a long-term role in marginalized

youth understanding inequities in the world, believing that they can reduce such disparities, and
taking part in creating a more equitable and just world for people of different backgrounds.
Research Questions and Hypotheses

Based on the literature review above, the present study aims to examine linkages from
early childhood classroom quality to teens’ critical reflection, sociopolitical efficacy, and critical
action, simultaneously through their prosocial behaviors and cognitive self-regulation during
middle childhood. As such, the following research questions and hypotheses guide this
dissertation:

Figure 1. Preschool Classroom Quality Predicting Teens’ Critical Consciousness
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1) Is early childhood classroom quality longitudinally linked to three indicators of teens’
critical consciousness (i.e., critical reflection, sociopolitical efficacy, and critical action;

see Figure 1)?



33
Hypothesis 1

This study hypothesizes that young children’s preschool classroom quality will be
positively associated with their critical reflection, sociopolitical efficacy, and critical
action during adolescence.

Figure 2. Preschool Classroom Quality Predicting Prosocial Behavior and Cognitive Self-
Regulation in Middle Childhood
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2) Is early childhood classroom quality longitudinally linked to prosocial behavior and
cognitive self-regulation during middle childhood (see Figure 2)?

Hypothesis 2
This study hypothesizes that young children’s preschool classroom quality will be
positively associated with their prosocial behavior and cognitive self-regulation in middle
childhood.

3) Are prosocial behaviors and cognitive self-regulation during middle childhood linked

with three indicators of teens’ critical consciousness (see Figure 3).
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Figure 3. Prosocial Behaviors and Cognitive Self-Regulation During Middle Childhood
Predicting Teens’ Critical Consciousness
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Hypothesis 3a
It is hypothesized that prosocial behaviors during middle childhood will be positively
associated with all three components of Black and Latino teens’ critical consciousness.
Hypothesis 3b
It is expected that cognitive self-regulation during middle childhood will have positive

linkages with all three components of critical consciousness during adolescence.

4) Are the links between early childhood classroom quality and three different indicators of
teens’ critical consciousness mediated by both prosocial behaviors and cognitive self-
regulation during middle childhood (see Figure 4)?

Hypothesis 4a
It is expected that prosocial behavior during middle childhood will mediate linkages from

preschool classroom quality to critical consciousness during adolescence.
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Figure 4. Mediation of the Link Between Preschool Classroom Quality and Teens’ Critical
Consciousness by Prosocial Behavior and Cognitive Self-Regulation During Middle Childhood
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Hypothesis 4b
It is hypothesized that cognitive self-regulation will mediate associations between
preschool classroom quality and teens’ critical consciousness.

Hypothesis 4c
Lastly, it is expected that children’s prosocial behavior and cognitive self-regulation will
simultaneously mediate linkages from preschool classroom quality to teens’ critical

consciousness (i.e., critical reflection, sociopolitical efficacy, and critical action).
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CHAPTER TWO
METHODS
Participants

Data for the present study were drawn from a larger study, the Chicago School Readiness
Project (CSRP), in which 602 participants were recruited between 2004 and 2006 while they
were preschoolers attending Head Start programs in high-poverty Chicago neighborhoods. Of the
Head Start classrooms enrolled in the CSRP, approximately 66% of children identified as Black,
26% were Latino (Raver et al., 2011). The remaining approximate 8% identified as White,
Asian, and multiracial, and were not included in the present study in order to focus on Black and
Latino youth. While in preschool, children participated in a randomized intervention trial
targeting their socioemotional growth (for details, see Raver et al., 2008). The present study is
non-experimental and does not examine intervention impacts. Rather, this dissertation focuses on
baseline classroom quality as a predictor, controlling for treatment status.

Participants in the present study were recruited in two cohorts, with the first one
participating in the academic year of 2004-2005, and the second cohort in 2005-2006. After
executing the intervention, researchers continued to collect data from participants, as well as
their parents, teachers, and schools, through early childhood, middle childhood, and adolescence.
In addition to observations and surveys conducted during preschool (Wave 1; N = 558), the

present study utilizes longitudinal data collected during the 2009-2010 academic year (i.e.,
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third/fourth grades; Wave 2; N = 398) and the 2016-2017 academic year (i.e., tenth/eleventh

grades; Wave 3; N = 394. The analytic sample for the present study consists of 250 Black and
Latino CSRP participants with complete data on predictor variables collected at Wave 1, as well
as mediator and outcome variables collected at Waves 2 and 3. Demographic characteristics of
participants are listed in Table 1.

Most participants were reported to be female and Black by a parent at Wave 1. On
average, participants were approximately 4 years old (range = 3.10 — 5.10 years) at the Wave 1
assessment, almost 9 years old (range = 7.57 — 9.79 years) at the Wave 2 assessment, and
approximately 16 years old (range = 14.56 — 17.78 years) at the Wave 3 assessment.
Furthermore, Head Start is a federally funded program that provides early childhood education to
children in under-resourced households (HHS, 2021). Given that Latino and Black families are
disproportionately represented among under-resourced households, there is also disproportionate
representation of Latino and Black children in Head Start programs (HHS, 2021). At Wave 1 of
data collection, participants’ average income-to-needs ratio (INR) reflected that most of the
sample lived in households below the national poverty line when they were young children (i.e.,
INR equal to or less than 1). While attending Head Start, approximately half of the sample was
recruited into the first CSRP cohort, and half were assigned to the CSRP treatment group. In
addition, supplementary information regarding parents’ education and participants’ family

structure are listed in Table 1.
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Table 1. Descriptive Statistics on Participant, Classroom, and Family Demographic
Characteristics

Variable M (or %) SD
Age
Wave 1 4.19 0.54
Wave 2 8.75 0.54
Wave 3 16.17 0.74
Gender
Female 56.40%
Male 43.60%
Race/Ethnicity
Latino 22.80%
Black 77.20%
Income-to-Needs Ratio (INR) 0.67 0.55
CSRP Cohort
Cohort 1 48.52%
Cohort 2 52.00%
CSRP Treatment Status
Control 50.00%
Treatment 50.00%
Parent Education
Less than 121" Grade 20.50%
High School Diploma or G.E.D. 39.70%
Some College 24.40%
Associates Degree or More 15.40%
Number of People in Household
Children 2.79 1.38
Adults 1.82 0.87
Parent Marital Status
Single 60.60%
Married 22.90%
Living With a Partner (Not Married) 8.80%
Divorced, Separated, or Widowed 7.70%

Note. Information about participants' gender, race/ethnicity, INR, parents’ education, household size, and parents’
marital status reflect what were reported by parents during Wave 1.
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Attrition Analyses

Furthermore, the 250 cases in the analytic sample for the present study were compared to
the 308 cases not included in the analytic sample due to attrition (Tabachnik & Fidell, 2013).
Two-sample t-tests were conducted to examine missing data patterns among participants
included in the sample and participants who were not included in the sample based on
continuous demographic characteristics (i.e., age and INR) as well as participants’ competencies
measured during early childhood, middle childhood, and adolescence. Chi-square tests were
employed to examine differences in categorical demographic characteristics (i.e., gender,
race/ethnicity, CSRP cohort, and CSRP treatment status) across participants who were and were
not included in the sample. Results from attrition analyses comparing these two groups did not
find statistical differences between them (p > .05) in terms of age, gender, INR, and CSRP
treatment status, nor any competencies during early childhood, middle childhood, and
adolescence. There were statistically significant missing data patterns between groups in terms of
race/ethnicity and CSRP cohort (p < .05). Latino participants and children in the first cohort were
more likely to not have complete sets of data compared to Black participants and children in the
second cohort, respectively. However, all demographic characteristics, including race/ethnicity
and CSRP cohort, will be included as control variables in all models. As such, participants with
missing data were determined to be missing at random (MAR), and full information maximum
likelihood (FIML) was employed to address remaining missing data.

Procedure
Children and their families were recruited between 2004-2006 to participate in a

randomized intervention trial targeting the improvement of preschoolers’ self-regulation in
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Chicago Head Start programs, as a way to promote their school readiness. Preschool sites were

recruited on the basis of the following inclusion criteria: (1) must be a certified Head Start center
that receives federal funding; (2) have at least two or more classrooms that offer programs for the
full day; and (3) be located in a high-poverty neighborhood in Chicago. Neighborhoods were
excluded from recruitment if they identified with the following exclusionary criteria: (1) below
40% poverty rates among families with children below the age of 5; (2) less than four hundred
children eligible for Head Start; (3) at least a 15% decrease in under-resourced families due to
gentrification and/or demolition by the Chicago Housing Authority; (4) crime rate less than the
median level; and (5) ethnic composition that does not mirror other under-resourced
neighborhoods in Chicago. Next, CSRP researchers contacted and met with administrators and
staff at eligible sites to explain the project and to offer the opportunity to participate. By the end
of the recruitment process, 35 Head Start classrooms belonging to 18 sites across 7 Chicago
neighborhoods were enrolled in the CSRP.

Measures for the present study include interviews with parents, reports from children’s
teachers, direct observations of children and their classrooms, and self-reports from teens. Prior
to each wave of data collection, informed consent was obtained from parents and teachers.
Additionally, children provided assent to participate. Staff, parents, and youth were compensated
for their participation after each assessment.

First, Wave 1 was carried out during the fall of 2004 for the first cohort and the fall of
2005 for the second cohort. Half of the participants were assigned to the control group, and the
other half was assigned to the treatment group. As such, it should be noted that data at Wave 1

were collected at the beginning of the school year for both cohorts, and prior to the start of the
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CSRP intervention. Researchers who were blind to the intervention status of each classroom

conducted observations of classroom quality using the Classroom Assessment Scoring System
(CLASS; La Paro et al., 2004). There were twelve trained observers, all of whom were trained by
one of the primary authors of the CLASS. Observers all identified as female, and were either
graduate students or post-baccalaureate research staff. Furthermore, half of the observers
identified as Black and the other half identified as either White or Asian, and therefore matched
the race of most of the children being observed at least half of the time. Observers were present
in each classroom for one day, and observations were completed on-site throughout three
sessions during the day of observation. These three sessions included breakfast, “circle time/free
play,” and lunch. At least three fourths of the observations were double-coded. Furthermore,
direct assessments of children’s self-regulation were conducted following the protocol of the
Preschool Self-Regulation Assessment (PSRA; Smith-Donald et al., 2007) and teachers
completed surveys on their students’ social skills. Lastly, parents provided information regarding
their children’s and family’s demographic characteristics.

Next, in Wave 2, teachers completed reports on their students’ prosocial behaviors, as
well as their self-regulation. Wave 2 was carried out during the Fall of 2009, while children were
on average in the third or fourth grades. Lastly, Wave 3 of data collection took place in the
spring of 2017, when participants were on average attending tenth or eleventh grade. Trained
researchers collected data from participants at schools, including teens’ self-reports of critical

consciousness, as part of a larger computerized survey.
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Measures

Wave 1. Early Childhood
Classroom Quality

Classroom quality was captured using data collected while participants attended Head
Start (Wave 1) with four scales from the Classroom Assessment Scoring System (CLASS; La
Paro et al., 2004; Pianta, 2002). The scales included in the CLASS were designed to assess the
quality of teacher-student interactions related to classroom socioemotional climate (e.g., teacher
responsiveness and sensitivity towards students) within the Pre-K to Grade 3 classroom
environment (Pianta, 2002). Data were aggregated into four indicators of classroom quality:
positive climate, negative climate, teacher sensitivity, and behavior management.

To assess positive climate within the classroom, observers reflected on interactions that
had a positive social and emotional tone in the classroom, such as mutual respect and
enthusiasm, between teachers and students, as well as among students. For negative climate,
observers considered interactions that had a negative social and emotional tone in the classroom,
such as anger and harshness. Furthermore, to examine teacher sensitivity, observers examined
how responsive the teacher was to children in their interactions, such as being reassuring and
comforting with children, with their individual academic and socioemotional skills in mind.
Lastly, to capture behavior management, observers referred to the teachers’ abilities to prevent
and redirect children’s problem behaviors, including clearly communicating expectations for
children’s behavior in the classroom and praise for desirable behaviors.

For each type of observation, trained research assistants reported on their observations of

classroom quality based on a global, 7-point Likert scale, with scores of 1 and 2 describing items
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as being observed “at the low end,” 3 to 5 describing items as being observed “in the mid-range,”

and 6 and 7 describing items as being observed “at the high end.” Scores “at the low end”
suggested virtually no evidence of the interaction being observed, scores “in the mid-range”
indicated general evidence of the interaction of interest, and scores “at the high end” were given
when there was strong evidence to suggest the existence of the interaction occurring. Three-
fourths of the observations were conducted with two research assistants, and had an acceptable
inter-rater reliability (positive climate, o = 0.82; negative climate, a = 0.70; teacher sensitivity o
= 0.77; behavior management, o. = .66; Raver et al., 2008). Confirmatory factor analyses
confirmed that it was appropriate to include all four items (i.e., positive climate, negative
climate, teacher sensitivity, and behavior management) when computing the mean score of the
socio-emotional climate CLASS subscale. Furthermore, among participants in the present
sample, the socio-emotional climate subscale of the CLASS had a high internal reliability (o =
.93).
Children’s Early Competencies

Although this dissertation focused on prosocial behavior and cognitive self-regulation in
middle childhood as mediators and predictors of teens’ critical consciousness, this study included
prosocial behavior and self-regulation during early childhood as control variables in order to take
into account the developmental origins of older children’s prosocial behavior and self-regulation.
Prosocial behavior during Head Start (Wave 1) was accounted for using the 10-item Social
Competence subscale of the Social Competence and Behavior Evaluation Scale (SCBE-30;
LaFreniere & Dumas, 1996). The Social Competence subscale of the SCBE-30 captured young

children’s prosocial actions, such as cooperating, comforting, sharing, and helping others.
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Example items include “Comforts or assists another child in difficulty,” “Helps with everyday

tasks,” “Cooperates with other children in group activities,” and “Shares toys with other
children.” Teachers indicated how often children engaged in prosocial actions on a scale of 1
“Never” to 6 “Always.” Among CSRP participants, this measure had high internal reliability (o
=.88; Smith-Donald et al., 2007).

Next, executive functioning during early childhood (Wave 1) was included as a control
variable. Executive function was captured using two direct assessments from the Preschool Self-
Regulation Assessment (PSRA; Smith-Donald et al., 2007). The two tasks included the balance
beam task (Murray & Kochanska, 2000) and the pencil tap task (Blair, 2002; Diamond & Taylor,
1996). Mean standardized scores for both tasks were computed to determine lower-level
cognitive self-regulatory skills during early childhood (e.g., working memory, attention).

As mentioned above, this dissertation also took into account early behavioral regulation,
which further adds to the rigor of the models tested here. Effortful control (i.e., impulsivity) was
directly assessed using four tasks from the PSRA (Smith-Donald et al., 2007), including the toy
wrap, toy wait, and snack delay/tongue tasks (see Murray & Kochanska, 2002). The scores from
these tasks were first standardized and then averaged to determine lower-level behavior self-
regulatory skills during early childhood. Reliability for these measures was found to be high
among the CSRP sample (executive function, o = .86; effortful control, o =.77; Li-Grining,

2019).
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Wave 2: Middle Childhood

Prosocial Behavior

The CSRP collected information regarding prosocial behaviors from participants’
teachers at Wave 2, during middle childhood (i.e., third/fourth grades). Specifically, prosocial
behavior from Wave 2 was assessed using the 10-item Assertion subscale of the Social Skills
domain of the Social Skills Rating System (SSRS; Gresham & Elliot, 1990) for elementary
school students (i.e., grades K-6). Notably the SSRS includes a subscale labeled “Assertion” and
one labeled “Cooperation.” The Assertion subscale was utilized instead of the Cooperation
subscale because the Cooperation subscale includes questions that captured the ability to comply
with instructions, such as “follows your directions.” However, the Assertion subscale includes
more items that conceptually reflect prosocial actions, such as “volunteers to help peers with
classroom task” (e.g., helping; Eisenberg et al., 2006). Participants’ teachers reported on how
often students displayed such prosocial behaviors on a Likert scale of 1 “never” to 3 “very
often.” Among the CSRP sample, the Assertion subscale of the SSRS had a high internal
reliability (o =.92).
Self-Regulation

Cognitive Self-Regulation. In order to capture children’s cognitive self-regulatory skills,
questions from both the Barratt Impulsiveness Scale (version 11; BIS-11; Patton et al., 1995) and
the Behavior Rating Inventory of Executive Functioning (BRIEF; Gioia et al., 2000) were
collected during Wave 2. Using items from the BIS-11 and BRIEF, prior analyses with Wave 2

data conducted confirmatory factor analyses. Consistent with terms utilized in the self-regulation



46
literature (Nigg, 2017), results from the confirmatory analysis reflected two composites:

cognitive self-regulation and behavioral self-regulation.

The present study utilized the cognitive self-regulation aggregate as a main variable of
interest. This composite includes 9 items from the BIS-11 and 10 items from the BRIEF. Items
included in the BIS-11 capture children’s attention and planning (e.g., “Child plans tasks
carefully”). Teachers responded to each statement using a scale of 1 “rarely/never” to 4 “almost
always/always.” Additionally, questions from the BRIEF assessed children’s working memory
and inhibitory control (e.g., “When given three things to do, remembers only the first or last”).
Teachers indicated how often children had trouble with exhibiting certain skills on a scale of 1
“never” to 3 “often.” Furthermore, among participants in the CSRP, the cognitive self-regulation
aggregate had high reliability (o = .97; Li-Grining et al., 2019).

Behavioral Self-Regulation. Again, given the complex nature of self-regulation (e.g.,
Li-Grining et al., 2019), behavioral self-regulation during middle childhood was proposed to be
included as a control variable. Behavioral self-regulation was captured using teacher reports of 7
items from the BIS-11 (Patton et al., 1995) and 10 items from the BRIEF (Gioia et al., 2000).
Teachers responded to questions regarding how often students behaved impulsively (e.g., “Gets
out of seat at the wrong times”) on a scale of 1 “rarely/never” to 4 “almost always/always” for
items on the BIS-11 and 1 “never” to 3 “often” for items on the BRIEF. The BIS-11 and BRIEF
scores were standardized and aggregated into a composite middle childhood behavioral self-
regulation score. Among participants in the CSRP, the behavioral self-regulation aggregate had

high reliability (o = .97; Li-Grining et al., 2019).
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Wave 3: Adolescence

Critical Consciousness

Following both classic and contemporary conceptual models by Freire (1973) and Watts
et al. (2011), three aspects of critical consciousness were measured during Wave 3 using 12
items. These three components included perceived inequality (i.e., critical reflection),
sociopolitical efficacy, and critical action). Two sources were utilized to measure critical
consciousness, including the Critical Consciousness Scale (CCS; Diemer et al., 2017) to capture
perceived inequality and critical action, as well as items similar to those used by Diemer and
Rapa (2016) to assess sociopolitical efficacy.

Critical Reflection. Critical reflection was examined using three items from the
Perceived Inequality subscale of the Critical Consciousness Scale (CCS; Diemer et al., 2017).
The perceived inequality subscale captures critical reflection among teens, including their
awareness of and ability to analyze inequities within their societal infrastructures, such as
oppression, prejudice, and discrimination related to race, gender, or class (e.g., “Certain racial or
ethnic groups have fewer chances of getting ahead” and “Poor children have fewer chances to
get a good high school education”). Participants indicated how much they agreed to each
statement on a Likert scale ranging from 1 “strongly disagree” to 5 “strongly agree.”
Furthermore, among participants in the CSRP, the perceived inequity scale had an acceptable
internal reliability (o = .87; Uriostegui et al., 2020).

Sociopolitical Efficacy. Sociopolitical efficacy was measured with four items that are
similar to those used by Diemer and Rapa (2016). In Diemer and Rapa’s (2016) study, internal

political efficacy was originally a latent construct that emerged from items that captured
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marginalized adolescents’ understanding of their own capacity to participate in political

processes. In the present study, the sociopolitical efficacy subscale was modified to encapsulate
the political self-efficacy aspect of critical consciousness, including youths’ beliefs in their
ability to enact social change and to make the world a better place (Seider et al., 2020; Uriostegui
et al., 2020). Example items included, “I am motivated to try to end racism and discrimination,”
and “I can make a difference in my community.” Participants reported on how much they agreed
with each statement on a 5-point Likert scale that ranged from 1 “strongly disagree” to 5
“strongly agree.” Internal reliability for the sociopolitical efficacy scale was found to be
acceptable among the CSRP sample (o = .83; Uriostegui et al., 2020).

Critical Action. Lastly, teens’ critical action was measured using five items from the
Sociopolitical Action subscale of the CCS (Diemer et al., 2017). Youth indicated their level of
involvement with actions related to politics, sociopolitical issues, and current events. Example
items include, “Have you worked in a political campaign,” “Have you posted on social media
about a social justice or political issue,” and “Have you joined in a protest march, political
demonstration, or political meeting?” Responses to the items were changed from a 5-point Likert
scale, similar to the Perceived Inequality subscale, to only having the option to respond either
“yes” or “no” to questions on whether participants engaged in specific actions during the last six
months. Items were summed to determine the number of participants’ recent political actions.
This type of measurement of critical action is congruent with previous studies involving Black

and Latino youth (Roy et al., 2019; Uriostegui et al., 2020).
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Demographic Characteristics

Background characteristics and competencies may have linkages with children’s
prosocial skills and cognitive self-regulation, as well as teens’ overall well-being (Eisenberg &
Fabes, 1998; Eisenberg et al., 2006; Hackman et al., 2015; Hay & Cook, 2007; Rimm-Kaufman
et al., 2009). For example, young children’s prosocial and cognitive self-regulation skills are
often shaped by age (Eisenberg et al., 2006; Huizinga et al., 2006) and gender (Eisenberg &
Fabes, 1998; Newton et al., 2014), and socioeconomic status (Hackman et al., 2015; Wiebe et al.,
2008). Therefore, the following variables were proposed as covariates.

The present study utilizes parents’ and children’s demographic information collected
during early childhood (Wave 1). At baseline, parents reported on their child’s birthdate, gender,
and race/ethnicity. Participants’ age in years was then computed for Waves 1 — 3, and their age at
Wave 3 was included in analyses. Children’s gender was dummy coded as O for male and 1 for
female, and their race/ethnicity was dummy coded using two categories: Latino as 1 and Black
(omitted group) as 0. In addition, parents provided information about their income-to-needs ratio
(INR; Moore et al., 2009). The INR is a ratio that compares a family’s total income to the
amount of money required for their household size at that time. To compute the INR, the overall
income of each family was divided by the Federal Poverty Threshold for that particular year, and
for a family of that size. Furthermore, children’s treatment status (0 = control group; 1 =
treatment group) in the randomized intervention trial during Head Start, and whether students
were enrolled in the first or second preschool cohort (0 = first cohort; 1 = second cohort) were

added as control variables.
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CHAPTER THREE
RESULTS
Descriptive Statistics and Bivariate Associations

Analytic Approach

Prior to testing the proposed models, descriptive and bivariate analyses were estimated
using SPSS Version 27. Descriptive analyses were conducted with all variables included in the
present study. Descriptive statistics included the mean, standard deviation, variance, skewness,
and kurtosis. Bivariate correlations examined the associations between continuous variables. T-
tests were performed to compare mean differences in continuous variables across demographic
groups (i.e., gender, race/ethnicity, CSRP cohort, and CSRP treatment status). Details of the
analytic plan for multivariate models are presented in the Results section after describing the
findings from descriptive and bivariate analyses.
Descriptive Findings

Descriptive statistics of all measures are listed in Table 2. These include participants’
preschool classroom quality at Wave 1, prosocial behavior and cognitive self- regulation during
middle childhood at Wave 2, as well as critical reflection, sociopolitical efficacy, and critical
action during adolescence at Wave 3. In addition, descriptive statistics on participants’ early
childhood competencies (i.e., prosocial behavior, executive functioning, and effortful control)
and behavioral self-regulation during middle childhood are listed in Table 3. Except for

executive functioning and effortful control at Wave 1, and critical action at Wave 3, all variables
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were well distributed, and skewness and kurtosis values fell within the accepted range (z < 3.92;

p >.001; Tabachnick & Fidell, 2013). Given that critical action is considered a count variable, it
was assumed to follow a Poisson distribution, which is a non-normal distribution where the mean
and variance are found to be approximately equivalent with one another (Kline, 2016). As
recommended by Tabachnick & Fidell (2013), Wave 1 executive functioning data underwent a
square root transformation to correct for moderate positive skewness, and Wave 1 effortful
control data were transformed using logarithmic transformation to correct for substantial
negative skewness.

Table 2. Means, Standard Deviations, and Variance
Variable M SD  Variance Skewness Kurtosis

Stat. SE Stat. SE

Wave 1 — Early Childhood

Classroom Quality 496 0.89 0.80 -049 0.16 -0.11 031

Prosocial Behavior 257 0.87 0.77 0.14 0.16 -056 0.31

Executive Functioning 149 0.25 0.06 059 016 -0.12 0.31

Effortful Control 0.19 0.15 0.02 047 0.16 -0.75 0.31
Wave 2 — Middle Childhood

Prosocial Behavior 1.27 0.43 0.18 -0.02 0.16 -0.84 0.31

Cognitive Self-Regulation 0.62 0.25 0.06 -0.22 0.16 -1.06 0.31
Behavioral Self-Regulation 0.69 0.27 0.07 -059 016 -0.79 0.31
Wave 3 — Adolescence

Critical Reflection 3.02 1.06 1.13 -0.18 0.16 -0.56 0.31
Sociopolitical Efficacy 3.94 0.78 0.62 -059 0.16 048 031
Critical Action 149 1.33 1.77 08 0.16 0.33 0.31

Note. Higher scores on all scales indicate greater preschool classroom quality, early childhood
competencies, prosocial behavior and self-regulation during middle childhood, and critical consciousness;
Wave 1 executive functioning and effortful control were standardized and transformed; Wave 2 cognitive
and behavioral self-regulation scores were standardized.

More specifically, Wave 1 executive functioning and effortful control data were first
transformed using a square root transformation to correct for moderate skewness. After

conducting a square root transformation, data from the executive functioning measure were no
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longer positively skewed, however data from the effortful control measure were still negatively

skewed. Therefore, data from the effortful control measure then underwent a logarithmic
transformation to correct for substantial negative skewness (see Tabachnick & Fidell, 2013).
After using logarithmic transformation to correct the effortful control data, the data were no
longer skewed. Next, independent samples t-tests were conducted to examine differences at the
mean level for all variables based on participants’ gender, race/ethnicity, CSRP cohort, and
CSRP treatment status (see Tables 3-6).
Gender

Differences in early childhood prosocial behavior (t(248) = -4.29, p < .01) and effortful
control (t(248) = -3.45, p < .01) between girls and boys were significant. Girls had significantly
higher scores compared to boys on teacher reported prosocial behavior and observed effortful
control. There were no significant differences in classroom quality (t(248) =-1.36, p = .17) nor
executive functioning (t(248) = -1.20, p = .23) at Wave 1 based on gender.

Independent samples t-tests indicated significant gender differences in prosocial behavior
(t(248) = -2.97, p < .01), cognitive self-regulation (t(248) = -3.51, p < .01), and behavioral self-
regulation (t(248) = -5.09, p < .01) at Wave 2. These findings indicate that girls in the present
study tended to be significantly more prosocial, and to have higher cognitive and behavioral self-
regulation compared to boys during middle childhood. In addition, independent samples t-tests
suggested a significant gender difference in sociopolitical efficacy (t(248) =-2.17, p=.03) and a
marginally significant difference in critical action (t(248) =-1.83, p = .06). These findings
indicate that adolescent girls in the present study had higher sociopolitical efficacy and critical
action compared to boys. Findings indicated no significant gender differences in critical

reflection (t(248) =-0.14, p = .89).
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Table 3. Means and Standard Deviations Based on Participants’ Gender

Variable Gender
Female Male
(N =141) (N =109)
M SD M SD

Wave 1 — Early Childhood

Classroom Quality 5.03 0.89 4.88 0.89

Prosocial Behavior 2.78 0.85 2.31 0.84

Executive Functioning 1.51 0.25 1.47 0.24

Effortful Control 0.83 0.14 0.76 0.15
Wave 2 — Middle Childhood

Prosocial Behavior 1.34 0.41 1.18 0.44

Cognitive Self-Regulation 0.67 0.24 0.56 0.25

Behavioral Self-Regulation 0.76 0.27 0.59 0.27
Wave 3 — Adolescence

Critical Reflection 3.03 1.11 3.01 1.01

Sociopolitical Efficacy 4.04 0.79 3.82 0.76

Critical Action 1.63 1.33 1.32 1.32

Overall, there were differences based on gender in participants’ prosocial behavior and
effortful control during early childhood, prosocial behavior, cognitive self-regulation, and
behavioral self-regulation during middle childhood, and sociopolitical efficacy and critical action
during adolescence. Conversely, there were no significant differences based on gender in
participants’ classroom quality and executive functioning during early childhood, and critical
reflection during adolescence.

Race/Ethnicity

Regarding children’s race/ethnicity, there were significant differences in preschool
classroom quality (t(142) = 4.43, p < .01). Latino children were more likely to be enrolled in
classrooms that had higher classroom quality compared to Black children. There were no

significant differences in early childhood prosocial skills (t(248) = 1.25, p = .21), executive
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functioning (t(248) = -0.75, p = .45) and effortful control (t(111) = 1.32, p = .18) based on

children’s race/ethnicity.

Table 4. Means and Standard Deviations Based on Participants’ Race/Ethnicity

Variable Race/Ethnicity
Latino Black
(N=57) (N =193)
M SD M SD

Wave 1 — Early Childhood

Classroom Quality 541 0.59 4.86 0.92

Prosocial Behavior 2.70 0.82 2.54 0.89

Executive Functioning 1.47 0.24 1.51 0.25

Effortful Control 0.79 0.16 0.82 0.12
Wave 2 — Middle Childhood

Prosocial Behavior 1.37 0.45 1.25 0.42

Cognitive Self-Regulation 0.67 0.26 0.61 0.25

Behavioral Self-Regulation 0.76 0.27 0.67 0.27
Wave 3 — Adolescence

Critical Reflection 3.11 1.01 3.00 1.08

Sociopolitical Efficacy 4.10 0.58 3.90 0.83

Critical Action 1.36 1.23 1.53 1.36

There were marginally significant differences in prosocial behavior (t(248) =1.89, p =
.06) and significant differences in behavioral self-regulation (t(248) = 2.18, p = .03), such that
teachers tended to report higher scores of prosocial behavior and behavioral self-regulation for
Latino children compared to Black children. There were no significant differences in cognitive
self-regulation (t(248) = 1.52, p = .12) during middle childhood. Furthermore, findings indicated
a significant difference across race/ethnicity for sociopolitical efficacy (t(131) = 2.01, p = .04),
but no significant differences for critical reflection (t(248) = 0.72, p = .47) nor critical action
(t(248) = -0.82, p = .41). Latino teens tended to have higher sociopolitical efficacy compared to

their Black peers.
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In sum, findings indicated differences based on race/ethnicity in participants’ preschool

classroom quality, prosocial behavior and behavioral self-regulation during middle childhood,
and sociopolitical efficacy during adolescence. There were no significant differences based on
race/ethnicity in participants’ prosocial behavior, executive functioning, and effortful control
during early childhood, cognitive self-regulation during middle childhood, and critical reflection
and critical action during adolescence.

CSRP Cohort

In terms of CSRP cohort, results suggest significant differences in preschool classroom
quality (t(240) = 7.85, p < .01). These findings indicate that classrooms in Cohort 1 had
significantly higher classroom quality compared to Cohort 2. There were no significant
differences in prosocial behavior (t(248) = 0.14, p = .89), executive function (t(248) = 0.65, p =
.52), and effortful control (t(248) = -0.46, p = .65) during early childhood.

In addition, there were no significant differences across cohorts in children’s prosocial
behavior (t(237) = 0.41, p = .68), cognitive self-regulation (t(248) = 0.69, p = .49), and
behavioral self-regulation (t(248) = -0.62, p = .54). Next, there were marginally significant
differences across cohorts for teens’ reports of their sociopolitical efficacy (t(240) = 1.67, p =
.09) and critical action (t(248) = -1.67, p = .09). Findings indicated that teens in cohort 1 tended
to have higher sociopolitical efficacy compared to peers in cohort 2, while participants in cohort
2 tended to engage in more critical action compared to teens in cohort 1. There were no
significant differences for critical reflection (t(248) = 0.24, p = .81).

Overall, there were differences in participants’ preschool classroom quality,

sociopolitical efficacy, and critical action across CSRP cohorts. There were no significant
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differences across CSRP cohorts in terms of participants’ early childhood competencies, middle

childhood competencies, and critical reflection during adolescence.

Table 5. Means and Standard Deviations Based on Participants’ CSRP Cohort

Variable CSRP Cohort
Cohort 1 Cohort 2
(N = 120) (N =130)
M SD M SD
Wave 1 — Early Childhood
Classroom Quality 5.38 0.68 4.59 0.89
Prosocial Behavior 2.58 0.91 2.57 0.85
Executive Functioning 1.51 0.25 1.48 0.24
Effortful Control 0.79 0.14 0.81 0.15
Wave 2 — Middle Childhood
Prosocial Behavior 1.29 0.46 1.26 0.40
Cognitive Self-Regulation 0.64 0.25 0.61 0.25
Behavioral Self-Regulation 0.32 0.28 0.30 0.26
Wave 3 — Adolescence
Critical Reflection 3.04 1.05 3.01 1.07
Sociopolitical Efficacy 4.03 0.67 3.86 0.87
Critical Action 1.35 1.23 1.63 1.41
CSRP Treatment Status

Between the treatment groups, there were significant differences in preschool classroom
quality (t(247) = 3.58, p < .01) and executive function (t(248) = -2.51, p = .01), and marginally
significant differences in effortful control (t(248) = -1.81, p = .07). These findings indicate that
preschoolers assigned to the control group tended to be in classrooms with better quality, and
they had lower executive functioning and effortful control compared to preschoolers in the
treatment group. There were no significant differences in prosocial behavior (t(248) =-1.06, p =

.29) across treatment groups during early childhood.
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Table 6. Means and Standard Deviations Based on Participants’ CSRP Treatment Status

Variable Treatment Status
Control Treatment
(N =125) (N =125)
M SD M SD
Wave 1 — Early Childhood
Classroom Quality 5.16 0.89 4.77 0.85
Prosocial Behavior 2.52 0.85 2.63 0.90
Executive Functioning 1.45 0.24 1.53 0.55
Effortful Control 0.78 0.14 0.81 0.15
Wave 2 — Middle Childhood
Prosocial Behavior 1.27 0.41 1.28 0.45
Cognitive Self-Regulation 0.62 0.26 0.63 0.24
Behavioral Self-Regulation 0.27 0.25 0.34 0.28
Wave 3 — Adolescence
Critical Reflection 2.97 1.10 3.08 1.02
Sociopolitical Efficacy 3.97 0.81 3.92 0.76
Critical Action 1.58 1.32 141 1.33

There were significant differences in reports of behavioral self-regulation across groups
(t(248) = 2.00, p = .04), such that preschoolers randomly assigned to the CSRP control group
tended to have higher behavioral self-regulation during middle childhood. There were no
significant differences in reports of prosocial behavior (t(248) = -0.37, p =.71) nor cognitive
self-regulation (t(248) = -0.39, p = .69) between the control and treatment groups. Lastly, there
were no significant differences in CSRP teens’ critical reflection (t(248) = -0.80, p = .42),
sociopolitical efficacy (t(248) = 0.57 p = .57), or critical action (t(248) = 1.04, p = .29) based on
their treatment status.

In sum, there were differences based on CSRP treatment status in participants’ classroom
quality, executive functioning, and effortful control during early childhood, and behavioral self-

regulation during middle childhood. There were no significant differences based on CSRP
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treatment status in participants’ prosocial skills during early childhood, prosocial and cognitive

self-regulation skills during middle childhood, and critical consciousness during adolescence.
Bivariate Correlations

Table 7 presents bivariate correlation coefficients among participants’ age and income-to-
needs ratio, classroom quality, and indicators of prosocial behavior, self-regulation, and critical
consciousness. First, consistent with the first proposed model, bivariate correlations were
analyzed with teens’ critical consciousness and their preschool classroom quality. Preschool
classroom quality at Wave 1 was not significantly associated with teens’ critical reflection (p =
.59), sociopolitical efficacy (p = .57), or critical action (p =.38) at Wave 3. Next, in line with the
second proposed model, bivariate correlations with preschool classroom quality and prosocial
behavior and cognitive self-regulation during middle childhood were examined. Preschool
classroom quality at Wave 1 was not significantly linked with prosocial behavior (p = .25) nor
cognitive self-regulation (p = .71) at Wave 2 during middle childhood.

Following the third proposed model, bivariate correlations from prosocial behavior and
cognitive self-regulation at Wave 2 to teens’ critical consciousness at Wave 3 were examined.
Prosocial behavior during middle childhood was significantly and positively associated with
sociopolitical efficacy (p <.01) and critical action (p < .01), but not critical reflection (p =.13).
Cognitive self-regulation during middle childhood was significantly and positively correlated

with teens’ sociopolitical efficacy (p <.01) and critical action (p < .01), but not critical reflection

(p = .45).



Table 7. Summary of Bivariate Correlations for Teens’ Critical Consciousness, Middle Childhood Competencies, Preschool
Classroom Quality, Early Childhood Competencies, Age, and Income-To-Needs Ratio

Variable 1 2 3 4 5 6 7 8 9 10 11 12
1. EC-CQ -

2. EC-PB .04 -

3. EC-EF -.01 .28%* -

4. EC-EC -.01 13* 39** -

5. MC-PB -.07 .18** 15* .16* -

6. MC-CS .02 26%* 20%*  15* 48** -

7. MC-BS -.01 28%* A1f 18** 32%* B65** -

8. AD-CR -.03 -.06 .01 .04 .09 .05 .06 -

9. AD-SE -.03 .18** .09 A17 21%* 24%*  Q5** .06 -

10. AD-CA -.06 19** .07 .05 20%* 20%* 137 A1f 27** -

11. Age 25%*  1** 31**  20%* .07 .01 .01 -.02 16* -.03 -

12. INR -.05 -.05 01 -.04 .06 .06 .01 .09 -.06 -.01 13* -

Note. Correlations for each variable are presented below the diagonal. Higher scores on all scales indicate that participants associated more with the construct
measured. EC-CQ = early childhood classroom quality; EC-PB = early childhood prosocial behavior; EC-EF = early childhood executive functioning; EC-EC =
early childhood effortful control; MC-PB = middle childhood prosocial behavior; MC-CS = middle childhood cognitive self-regulation; MC-BS = middle
childhood behavioral self-regulation; AD-CR = adolescent critical reflection; AD-SE = adolescent sociopolitical efficacy; AD-CA = adolescent critical action;

INR = income-to-needs ratio.
fp<.10. *p<.05.**p<.01

65
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Children’s prosocial behavior at Wave 2 was positively and significantly associated with

their cognitive self-regulation (p <.01). Teens’ critical action was marginally linked to critical
reflection (p = .06) and significantly associated with their sociopolitical efficacy (p <.01) at
Wave 3. Teens’ critical reflection was not significantly linked with their sociopolitical efficacy
(p =.35).

Next, linkages among early childhood competencies, behavioral self-regulation, and
demographic characteristics were examined. Interestingly, preschoolers’ prosocial behavior at
Wave 1 was significantly and positively correlated with teens’ sociopolitical efficacy (p <.01)
and critical action (p < .01) at Wave 3. Furthermore, early childhood prosocial skills at Wave 1
were significantly and positively correlated with prosocial behavior (p < .01), cognitive self-
regulation (p <.01), and behavioral self-regulation (p < .01) at Wave 2 during middle childhood.
Early childhood prosocial behavior was not significantly associated with critical reflection (p =
31).

Early childhood executive functions were significantly and positively linked with
prosocial behavior (p = .01) and cognitive self-regulation (p <.01), and marginally associated
with behavioral self-regulation (p = .09) during middle childhood. However, executive
functioning at Wave 1 was not linked with critical reflection (p = .93), sociopolitical efficacy (p
=.16), nor critical action (p = .25) at Wave 3.

Preschoolers’ effortful control at Wave 1 was marginally linked with sociopolitical
efficacy at Wave 3 (p =.08). Furthermore, effortful control at Wave 1 was significantly and
positively related with prosocial behavior (p = .01), cognitive self-regulation (p = .01), and

behavioral self-regulation (p < .01) at Wave 2 during middle childhood. However, effortful
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control at Wave 1 was not significantly associated with critical reflection (p = .52) nor critical

action (p = .39) at Wave 3.

Young children’s prosocial behavior at Wave 1 was positively and significantly linked
with their executive functioning (p < .01) and effortful control (p =.04) at Wave 1. Similarly,
young children’s executive functioning and their effortful control at Wave 1 were positively and
significantly correlated with one another (p < .01). Prosocial behavior (p = .48), executive
functioning (p = .92), and effortful control (p = .92) at Wave 1 were not significantly linked with
preschool classroom quality.

Children’s behavioral self-regulation was positively and significantly associated with
their prosocial behavior (p < .01) and cognitive self-regulation (p < .01) at Wave 2. In addition,
behavioral self-regulation during middle childhood was significantly and positively linked with
sociopolitical efficacy (p <.01) and critical action (p = .04). Behavioral self-regulation was not
significantly correlated with preschool classroom quality (p = .85) nor critical reflection (p =
29).

Participants’ age at Wave 3 was positively and significantly linked with early childhood
classroom quality (p < .01), prosocial behaviors (p < .01), executive functioning (p < .01), and
effortful control (p <.01), as well as teens’ sociopolitical efficacy (p =.01). Age was not
significantly associated with prosocial behavior (p = .24), cognitive self-regulation (p = .86), or
behavioral self-regulation (p = .93) at Wave 2, nor was it linked with critical reflection (p =.76)
and critical action (p = .59). In addition, participants’ age and INR were significantly and
positively associated with one another (p =.03).

There were no significant correlations with INR except for children’s age. Families’ INR

was not significantly linked with preschool classroom quality (p = .43), prosocial behavior (p =
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.41), executive functioning (p = .79), and effortful control (p = .48) at Wave 1. Also, families’

INR was not significantly linked with prosocial behavior (p = .29), cognitive self-regulation (p =
.33), or behavioral self-regulation (p = .92) at Wave 2. In addition, there were no significant
relations for critical reflection (p = .16), sociopolitical efficacy (p = .34) nor critical action (p =
.81) at Wave 3.

Overall, bivariate findings indicated significant and positive linkages from prosocial
behavior and cognitive self-regulation during middle childhood to teens’ sociopolitical efficacy
and critical action. These findings are congruent with the third hypothesis. Interestingly,
prosocial behavior during early childhood was linked to sociopolitical efficacy and critical
action, while preschoolers’ effortful control was associated with sociopolitical efficacy during
adolescence. In addition, preschoolers’ prosocial and self-regulatory skills were correlated with
their prosocial and self-regulatory skills during middle childhood. However, classroom quality
was not significantly linked to prosocial behavior and cognitive self-regulation during middle
childhood, nor critical consciousness, which is not in line with the first and second hypotheses.

Multivariate Analyses
Analytic Approach

To test hypotheses 1-4, the present study utilized observed variable multiple regression
path analyses in Mplus, which is structural equation modeling (SEM) software (Muthén &
Muthén, 2017). It should be noted that this dissertation originally proposed to conduct SEM and
to report traditional indices of model fit. However, upon further examination of the nature of
variables included, it was decided that path analyses (i.e., an extension of multiple regression)
would be more suitable for the present study. More specifically, the variables utilized in the

present study are observed continuous and count (i.e., sum of number of times engaging in
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specific actions) variables, and therefore represent scores that were entered as data. In other

words, the variables used in analyses are not representations of constructs (i.e., latent variables;
Kline, 2016). As such, given that critical action is assumed to follow a Poisson distribution,
Poisson regressions were utilized when examining pathways to critical action. Indices of model
fit are not produced for Poisson regressions, as such measures of model fit require mean statistics
for model estimation (Muthén & Muthén, 2009). Thus, standardized regression estimates are
shown for direct links.

Despite classroom quality not being linked to the proposed mediators and outcomes, the
first hypothesis was tested as planned given its salience for this dissertation. As such, the
multivariate analyses examined the following: 1) the total effect of preschool classroom quality
on teens’ critical reflection, sociopolitical efficacy, and critical action, 2) the direct effects from
preschool classroom quality to prosocial behavior and cognitive self-regulation during middle
childhood, 3) the direct effects from prosocial and cognitive self-regulatory skills during middle
childhood to teens’ critical reflection, sociopolitical efficacy, and critical action, and 4) the direct
and indirect effects of preschool classroom quality to critical consciousness during adolescence,
simultaneously through prosocial behaviors and cognitive self-regulation.

The first model (see Figure 1) included a directional path from early childhood classroom
quality at Wave 1 to all three components of critical consciousness during adolescence at Wave 3
(i.e., critical reflection, political self-efficacy, and critical action). Participants’ age, gender,
race/ethnicity, income-to-needs (INR), CSRP cohort, and CSRP treatment status, as well as
preschoolers’ prosocial behavior, executive functioning, and effortful control, were included as

covariates when testing all models.
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The second model (Figure 2) included directional paths from preschool classroom quality

at Wave 1 to prosocial behavior and cognitive self-regulation during middle childhood, at Wave
2. As noted in the bivariate section above, there was a high correlation between cognitive and
behavioral self-regulation (r(248) = .65, p < .01). This raises concerns about multicollinearity,
which occurs when there is a high correlation between two or more independent variables in a
multiple regression model, causing difficulty to determine that both variables are independent of
one another (Tabachnick & Fidell, 2013). Thus, behavioral self-regulation during middle
childhood was not included as a control variable in the final multivariate models.

Next, the third model (Figure 3) included directional paths from prosocial behavior and
cognitive self-regulation during middle childhood to the three indicators of critical consciousness
during adolescence. Building on the first model, the third model additionally controlled for
preschool classroom quality.

Figure 4 depicts the fourth model. As displayed in Figure 4, there are directional paths
from early childhood classroom quality at Wave 1 to both prosocial behavior and cognitive self-
regulation at Wave 2, during middle childhood. Paths were then estimated from early childhood
classroom quality at Wave 1 as well as prosocial behavior and cognitive self-regulation at Wave
2, to the three indicators of critical consciousness at Wave 3, during adolescence.

Indirect linkages were tested from early childhood classroom quality to teens’ critical
consciousness. More specifically, prosocial behavior and cognitive self-regulation during middle
childhood at Wave 2 were examined as simultaneous mediators. As such, both total and specific
indirect effects will be examined (Preacher & Hayes, 2008). Specific indirect effects focus on the
effect of one mediator while controlling for the indirect effect of the other mediator. The total

indirect effect, which is the sum of the specific indirect effects occurring through both mediators,
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accounts for the joint contribution of both mediators in explaining the mechanism by which

preschool classroom quality may shape teens’ critical consciousness. Furthermore, as noted in
the bivariate analyses above, there was a moderate correlation between prosocial behavior and
cognitive self-regulation during middle childhood (r(248) = .48, p < .01). By investigating total
indirect effects in addition to specific indirect effects, the present study accounts for possible
interdependence between prosocial behavior and cognitive self-regulation in shaping critical
consciousness, as well as the possibility that an individual mediator may not uniquely foster the
outcome due to collinearity (Preacher & Hayes, 2008).

The unstandardized estimates for the indirect effects were reported, as the standardized
estimates for indirect effects may not be computed within the multilevel framework (Preacher et
al., 2010). To test simultaneous mediation for the two-level models with critical reflection and
sociopolitical efficacy as outcome variables, total and specific indirect effects were examined
with bootstrapped 95% confidence intervals with 5000 sample replicates. To test simultaneous
mediation for the two-level model with critical action as an outcome variable, total and specific
indirect effects were determined with a Monte Carlo integration technique, as bootstrapping is
unavailable to use when estimating Poisson regressions (Muthén & Muthén, 2017).
Supplementary Multilevel Models

The appendix includes supplementary models that were conducted using two-level
multiple regression path analyses. Multilevel models were not included in the main analyses
because the number of parameters exceeded the capacity to estimate a multi-level Poisson
regression for critical action (Muthén & Muthén, 2017). In addition, small intraclass correlation
(ICC) values on continuous predictors suggested that differences in the second level explained

minimal variance above and beyond the first level (Tabachnick & Fidell, 2013), and the
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between-level variance for the random intercepts of the count outcome variable (i.e., critical

action) was non-significant (Muthén & Muthén, 2017).
Preschool Classroom Quality Predicting Teens’ Critical Consciousness

Table 8 lists the standardized regression estimate findings for the first hypothesis,
including total effects on teens’ critical consciousness. In terms of the first hypothesis, the results
for critical consciousness exhibited no significant associations from preschool classroom quality
to teens’ critical reflection (see the first panel of Table 8).

As seen in the second panel of Table 8, findings indicated a negative significant
association from preschool classroom quality to teens’ sociopolitical efficacy. Having higher
classroom quality during preschool was linked to lower sociopolitical efficacy during
adolescence. In addition, preschoolers’ prosocial behavior was marginally and positively linked
to sociopolitical efficacy, such that higher levels of prosocial skills during early childhood was
associated with greater sociopolitical efficacy during adolescence.

Preschool classroom quality was not significantly predictive of critical action, as
indicated in the third panel of Table 8. The fourth panel of Table 8 shows that preschoolers’
prosocial skills were significantly and positively linked with teens’ critical action. Higher
indications of prosocial behavior during early childhood were related to greater engagement in

critical action during adolescence.



Table 8. Predicting Teens’ Critical Consciousness from Preschool Classroom Quality
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Pathways B SE 95% ClI p
EC-CQ - AD-CR -0.03 0.07 [-0.14, 0.08] .67
Control Variables > AD-CR
Age -0.08 0.11 [-0.26, 0.09] 46
Gender 0.02 0.07 [-0.09, 0.13] 73
Race/Ethnicity -0.06 0.07 [-0.18, 0.07] 45
INR 0.09 0,07 [-0.03, 0.21] 21
Cohort -0.04 0.12 [-0.22, 0.16] 74
Treatment Status 0.06 0.06 [-0.05, 0.16] 37
EC-PB -0.07 0.07 [-0.18, 0.05] 34
EC-EF 0.02 0.07 [-0.09, 0.13] .76
EC-EC 0.04 0.07 [-0.07,0.17] 52
EC-CQ - AD-SE -0.15* 0.06 [-0.25, -0.05] .01
Control Variables > AD-SE
Age 0.08 0.11 [-0.08, 0.26] 41
Gender 0.08 0.06 [-0.03, 0.18] 23
Race/Ethnicity -0.03 0.07 [-0.14, 0.07] 59
INR -0.09 0.09 [-0.23, 0.06] .33
Cohort -0.10 0.11 [-0.28, 0.07] 33
Treatment Status -0.09 0.06 [-0.19, 0.01] 15
EC-PB 0.13f 0.08 [0.01, 0.26] .09
EC-EF 0.01 0.07 [-0.11, 0.12] .96
EC-EC 0.06 0.07 [-0.05, 0.17] .36
EC-CQ > AD-CA -0.18 0.26 [-0.62, 0.25] 48
Control Variables > AD-CA
Age -0.05 0.40 [-0.71, 0.60] .89
Gender 0.25 0.25 [-0.16, 0.66] 32
Race/Ethnicity 0.09 0.29 [-0.39, 0.59] e
INR 0.03 0.25 [-0.38, 0.44] 91
Cohort 0.26 0.39 [-0.38, 0.89] 51
Treatment Status -0.36 0.26 [-0.79, 0.07] .16
EC-PB 0.73** 0.19 [0.41, 1.05] .00
EC-EF 0.11 0.27 [-0.34, 0.56] .69
EC-EC 0.09 0.28 [-0.37, 0.55] .76

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as early childhood prosocial behavior (EC-PB), executive functioning (EC-EF), and effortful control (EC-
EC). Standardized path estimates (B) with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-
values are reported (p); EC-CQ = preschool classroom quality; AD-CR = critical reflection; AD-SE = sociopolitical

efficacy; AD-CA = critical action.

fp < .10. *p < .05. **p < .01
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Overall, findings for the first proposed model indicated a significant and negative total

effect of classroom quality on teens’ sociopolitical efficacy (see Figure 5). However, these
findings are not in the expected direction, such that higher quality preschool classrooms was
associated with lower sociopolitical efficacy during adolescence. Interestingly, there were
positive total effects where preschoolers’ prosocial skills marginally predicted sociopolitical
efficacy and significantly predicted critical action during adolescence. The mechanisms by which
these linkages occurred will be investigated with an alternative simultaneous mediation model.

Figure 5. Summary of Findings Predicting Teens’ Critical Consciousness from Preschool
Classroom Quality

Early Childhood Adolescence

Critical
Reflection
) N . N
(I‘I‘Lschonl . Sociopolitical
“lassroom - Efficacy
Quality

Critical Action

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as preschool prosocial behavior, executive functioning, and effortful control; dotted lines indicate marginally
significant linkages at p < .10 and full lines indicate significant linkages at p < .05.

Preschool Classroom Quality Predicting Prosocial Behavior and Cognitive Self-Regulation
During Middle Childhood

Next, Tables 9 and 10 include the standardized regression estimate findings for the
second and third hypotheses, including direct effects to dependent variables. In terms of the

second hypothesis, findings indicated a negative and significant link from preschool classroom
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quality to prosocial behavior during middle childhood (see the first panel of Table 9).

Unexpectedly, attending higher quality preschool classrooms was predictive of lower levels of
prosocial behavior four years later. In this model, prosocial behavior during middle childhood
was marginally linked with gender and prosocial behavior in preschool. Girls tended to engage in
more prosocial behavior during middle childhood compared to boys, and there was marginal
stability in prosocial behavior across early and middle childhood.

As indicated in the second panel of Table 9, preschool classroom quality was not
significantly associated with cognitive self-regulation during middle childhood. Cognitive self-
regulation during middle childhood was significantly associated with participants’ age and
gender, as well as prosocial behavior and executive functioning during preschool, and marginally
connected to CSRP cohort. Age was negatively linked with cognitive self-regulation during
middle childhood. Girls tended to have greater cognitive self-regulation compared to boys during
middle childhood, and children in the second cohort tended to have greater cognitive self-
regulation compared to children in the first cohort. Furthermore, children with higher levels of
prosocial and executive functioning skills during preschool tended to have greater cognitive self-
regulation during middle childhood.

Overall, preschool classroom quality was negatively linked with children’s prosocial
behavior four years later, and not predictive of cognitive self-regulatory skills during middle
childhood (see Figure 6). However, there were positive linkages from young children’s prosocial
skills to both prosocial behavior and cognitive self-regulation during middle childhood. In
addition, young children’s executive functioning skills were positively associated with their

cognitive self-regulation during middle childhood.



Table 9. Direct Pathways to Prosocial Behavior and Cognitive Self-Regulation During Middle

Childhood from Preschool Classroom Quality
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Variables B SE 95% ClI p
EC-CQ - MC-PB -0.12* 0.06 [-0.23, -0.02] .04
Control Variables > MC-PB
Age -0.04 0.09 [-0.19, 0.11] .63
Gender 0.13f 0.07 [0.02, 0.24] .05
Race/Ethnicity -0.12 0.07 [-0.24, 0.01] 13
INR 0.07 0.06 [-0.03, 0.17] .26
Cohort -0.03 0.10 [-0.21, 0.13] 74
Treatment Status -0.01 0.07 [-0.12, 0.09] .88
EC-PB 0.12f 0.07 [0.01, 0.23] .08
EC-EF 0.09 0.07 [-0.02, 0.19] 18
EC-EC 0.08 0.07 [-0.04, 0.21] .26
EC-CQ > MC-CS -0.02 0.07 [-0.14, 0.09] .76
Control Variables > MC-CS
Age -0.27**  0.09 [-0.42,-0.11] .00
Gender 0.13* 0.06 [0.03, 0.23] .04
Race/Ethnicity -0.06 0.07 [-0.18, 0.05] .36
INR 0.08 0.06 [-0.02, 0.18] 19
Cohort -0.18f 0.10 [-0.35, -0.01] .07
Treatment Status 0.01 0.06 [-0.09, 0.12] 81
EC-PB 0.22**  0.06 [0.12, 0.33] .00
EC-EF 0.17* 0.06 [0.06, 0.27] .01
EC-EC 0.09 0.06 [-0.02, 0.20] 18

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as preschoolers’ prosocial behavior (EC-PB), executive functioning (EC-EF), and effortful control (EC-EC).

Standardized path estimates () with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-values

are reported (p); EC-CQ = preschool classroom quality; MC-PB = middle childhood prosocial behavior; MC-CS =

middle childhood cognitive self-regulation.
p<.10. *p < .05. **p < .01
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Figure 6. Summary of Findings Predicting Prosocial Behavior and Cognitive Self-Regulation
During Middle Childhood from Preschool Classroom Quality

Early Childhood Middle Childhood

Prosocial

/ Behavior
(-)

Preschool
Classroom

Quality

Cognitive
Self-Regulation

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as preschoolers’ prosocial behavior, executive functioning, and effortful control; dotted lines indicate
marginally significant linkages at p < .10 and full lines indicate significant linkages at p < .05.

Prosocial Behavior and Cognitive Self-Regulation During Middle Childhood Predicting
Teens’ Critical Consciousness

Regarding the third proposed model, critical reflection was not predicted by prosocial
behavior nor cognitive self-regulation during middle childhood (see the first panel of Table 10). ,
Similarly, sociopolitical efficacy was not explained by prosocial behavior during middle
childhood. In contrast, sociopolitical efficacy was significantly predicted by cognitive self-
regulation (see the second panel of Table 10). Higher cognitive self-regulation during middle
childhood was associated with greater sociopolitical efficacy during adolescence. Even in models
that included middle childhood competencies, preschool classroom quality was still significantly

and negatively associated with teens' sociopolitical efficacy.



Table 10. Direct Pathways to Teens’ Critical Consciousness from Prosocial Behavior and

Cognitive Self-Regulation During Middle Childhood
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Pathways B SE 95% CI p
MC-PB > AD-CR 0.08 0.08 [-0.04, 0.22] 27
MC-CS - AD-CR 0.01 0.08 [-0.13, 0.14] .95
Control Variables > AD-CR
Age -0.07 0.11 [-0.26, 0.11] 51
Gender 0.01 0.07 [-0.11, 0.12] .87
Race/Ethnicity -0.05 0.07 [-0.17, 0.08] 54
INR 0.08 0.07 [-0.03, 0.19] 24
Cohort -0.03 0.12 [-0.23, 0.16] 7
Treatment Status 0.06 0.06 [-0.05, 0.16] 37
EC-PB -0.08 0.07 [-0.19, 0.04] 26
EC-EF 0.01 0.07 [-0.10, 0.13] .86
EC-EC 0.04 0.07 [-0.08, 0.16] 59
EC-CQ -0.02 0.07 [-0.13, 0.09] .80
MC-PB - AD-SE 0.08 0.07 [-0.07, 0.37] 26
MC-CS - AD-SE 0.18* 0.07 [0.19, 0.95] 01
Control Variables > AD-SE
Age 0.14 0.10 [-0.03, 0.34] 18
Gender 0.04 0.06 [-0.11, 0.24] 51
Race/Ethnicity -0.01 0.06 [-0.23,0.17] .83
INR -0.11 0.09 [-0.36, 0.05] 22
Cohort -0.07 0.11 [-0.39, 0.17] 53
Treatment Status -0.09 0.06 [-0.31, 0.01] 14
EC-PB 0.08 0.08 [-0.04, 0.18] 30
EC-EF -0.03 0.07 [-0.48, 0.26] .64
EC-EC 0.04 0.07 [-0.34, 0.80] 54
EC-CQ -0.13* 0.06 [-0.21, -0.03] .03
MC-PB > AD-CA 0.40* 0.19 [0.08, 0.72] .03
MC-CS - AD-CA 0.35 0.22 [-0.02, 0.71] 12
Control Variables > AD-CA
Age 0.07 0.32 [-0.46, 0.59] .83
Gender 0.11 0.21 [-0.24, 0.45] 61
Race/Ethnicity 0.14 0.23 [-0.23, 0.51] 53
INR -0.03 0.19 [-0.35, 0.29] .88
Cohort 0.29 0.31 [-0.21, 0.80] 34
Treatment Status -0.28 0.21 [-0.63, 0.06] 18
EC-PB 0.46* 0.18 [0.15, 0.76] .01
EC-EF -0.01 0.22 [-0.37, 0.36] 97
EC-EC 0.01 0.21 [-0.35, 0.36] .98
EC-CQ -0.09 0.21 [-0.45, 0.25] .65

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment status, and
preschooler’s prosocial behavior (EC-PB), executive functioning (EC-EF), effortful control (EC-EC), and classroom
quality (EC-CQ). Standardized path estimates () with standard errors (SE), 95% confidence intervals (Cl), and two-
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tailed p-values are reported (p); MC-PB = middle childhood prosocial behavior; MC-CS = middle childhood
cognitive self-regulation; AD-CR = critical reflection; AD-SE = sociopolitical efficacy; AD-CA = critical action.
p<.10. *p < .05

As listed in the third panel of Table 10, critical action was significantly predicted by
prosocial behavior, but not by cognitive self-regulation during middle childhood. Higher levels
of prosocial behavior during middle childhood were associated with greater critical action during
adolescence. In this model with middle childhood competencies, preschoolers’ prosocial
behavior was still significantly linked with teens’ critical action, such that participants with
higher prosocial behavior during early childhood tended to engage in greater critical action
during adolescence.

In summary, middle childhood competencies were predictive of adolescent critical
consciousness (see Figure 7). More specifically, prosocial behaviors during middle childhood
positively shaped teens’ critical action. In addition, cognitive self-regulation during middle
childhood was positively linked with teens’ sociopolitical efficacy.

Figure 7. Summary of Findings Predicting Teens’ Critical Consciousness from Prosocial
Behavior and Cognitive Self-Regulation During Middle Childhood
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Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as preschoolers’ prosocial behavior, executive functioning, effortful control, and classroom quality; dotted
lines indicate marginally significant linkages at p < .10 and full lines indicate significant linkages at p < .05.
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Testing Prosocial Behavior and Cognitive Self-Regulation as Simultaneous Mediators

Next, the fourth model with multiple mediation was examined. Indirect findings are
reported in Table 11. This table shows unstandardized estimates for total and specific indirect
effects (Preacher & Hayes, 2008; MacKinnon et al., 2007).

Table 11. Indirect Effects Predicting Teens’ Critical Consciousness from Preschool Classroom
Quality, Simultaneously Mediated by Prosocial Behavior and Cognitive Self-Regulation
Pathways B SE 95% CI p
Total Indirect Effects
EC-CQ > MC-PB & MC-CS - AD-CR -0.01 0.01 [-0.04,0.01] .40
EC-CQ - MC-PB & MC-CS - AD-SE -0.01 0.01 [-0.02,0.02] .46
EC-CQ - MC-PB & MC-CS - AD-CA -0.02 0.01 [-0.04,0.01] .23
Specific Indirect Effects

EC-CQ > MC-PB - AD-CR -0.01 001  [-0.04,001] .39
EC-CQ > MC-CS - AD-CR 0.00 001  [0.01,001] .98
EC-CQ - MC-PB - AD-SE -0.01 001  [0.02001] .38
EC-CQ > MC-CS > AD-SE -0.01 001  [-0.01,002] .78
EC-CQ > MC-PB > AD-CA -0.02 001  [0.04,001] .18
EC-CQ > MC-CS - AD-CA -0.01 01 [-0.02,0.01] .76

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, and CSRP treatment status,
as well as preschoolers’ prosocial behavior (EC-PB), executive functioning (EC-EF), and effortful control (EC-EC).
Unstandardized path estimates (B) with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-values
are reported (p).

There were null indirect effects for critical reflection, sociopolitical efficacy, and critical
action. Results indicated a non-significant total indirect effect from preschool classroom quality
at Wave 1 to teens’ critical reflection at Wave 3, simultaneously through prosocial behavior and
cognitive self-regulation at Wave 2 (see the first panel of Table 11). As indicated in the second
panel of Table 11, the specific indirect effects through prosocial behavior and cognitive self-
regulation at Wave 2 were not significant either. Similarly, results indicated a non-significant
total indirect effect from preschool classroom quality at Wave 1 to teens’ sociopolitical efficacy

at Wave 3, simultaneously through prosocial behavior and cognitive self-regulation at Wave 2
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(see the first panel of Table 11). Specific indirect pathways through prosocial behavior and

cognitive self-regulation at Wave 2 were null as well (see the second panel of Table 11).

Lastly, indirect findings suggested that the total indirect effect from preschool classroom
quality at Wave 1 to teens’ critical action at Wave 3, simultaneously through prosocial behavior
and cognitive self-regulation at Wave 2, was not significant (see the first panel of Table 11). In
addition, there were null specific indirect effects through prosocial behavior and cognitive self-
regulation at Wave 2 (see the second panel of Table 11). Overall, results from the proposed
analyses are congruent with findings yielded from multilevel models (see Appendix).

That said, post hoc power analyses were conducted for the proposed multiple mediation
models with the Monte Carlo Power Analysis for Indirect Effects (Schoemann et al., 2017). With
a sample size of 250 participants, power analyses for indirect effects through prosocial behavior
at Wave 2 ranged from 1 — 3 = .03 to .06. In addition, power analyses for indirect effects through
cognitive self-regulation at Wave 2 ranged from 1 — = .01 to .03. These findings revealed that
the analyses for the proposed models were underpowered according to Cohen’s criteria (i.e., 1 —
B =.80; Cohen, 1988).

Alternative Multiple Mediation Model

In addition to testing the simultaneous mediation model outlined in the proposed
dissertation, a second simultaneous mediation model investigated linkages from preschoolers’
prosocial behavior, executive functioning, and effortful control to teens’ critical consciousness,
simultaneously through prosocial behavior and cognitive self-regulation during middle
childhood. This alternative simultaneous mediation model is based on the bivariate findings,
where prosocial behavior, executive functioning, and effortful control were positively associated

with prosocial behavior and cognitive self-regulation during middle childhood. Also,
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preschoolers’ prosocial behavior was positively correlated with sociopolitical efficacy and

critical action during adolescence, while preschoolers' effortful control was positively associated
with sociopolitical efficacy during adolescence. Notably, these bivariate results are consistent
with developmental theory and existing research as discussed in the literature review.

As displayed in Figure 8, the alternative simultaneous mediation model tested for direct
and indirect linkages from prosocial behavior, executive functioning, and effortful control at
Wave 1 to critical reflection, sociopolitical efficacy, and critical action at Wave 3. The analytic
approach for the alternative multiple mediation model was similar to the one used when testing
indirect effects for the proposed fourth model. Control variables in the alternative models
included preschool classroom quality as well as participants’ age, gender, race/ethnicity, INR,
CSRP cohort, and CSRP treatment status.

Figure 8. Alternative Simultaneous Mediation Model Predicting Adolescent Critical

Consciousness from Early and Middle Childhood Competencies
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Unstandardized estimates for total and specific indirect effects are reported in Tables 12-
14. There were no significant total indirect effects from preschoolers’ prosocial behavior,

executive functioning, or effortful control to teens’ critical reflection, simultaneously through
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prosocial behavior and cognitive self-regulation during middle childhood (see the first panel of

Table 12). In addition, there were null specific indirect effects to critical reflection from early
prosocial and self-regulatory skills, through prosocial behavior and cognitive self-regulation (see
the second panel of Table 12).

Figure 9. Summary of Total Effects to Teens’ Critical Consciousness from Preschoolers’

Prosocial and Self-Regulatory Skills
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Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment status, and
preschool classroom quality; dotted lines indicate marginally significant linkages at p < .10 and full lines indicate
significant linkages at p < .05.

As listed in the first panel of Table 13, results revealed a significant total indirect effect
from preschoolers’ prosocial behavior to teens’ sociopolitical efficacy, simultaneously through
prosocial behavior and cognitive self-regulation. In addition, there was a marginally significant
total indirect effect from young children’s executive functioning to teens’ sociopolitical efficacy.
The second panel of Table 13 shows that there were marginally significant specific indirect
effects from prosocial behavior and executive functioning during early childhood to
sociopolitical efficacy, through cognitive self-regulation during middle childhood. However,
there were no total or specific indirect effects linking preschoolers’ effortful control to their

sociopolitical efficacy during adolescence.
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Table 12. Indirect Effects Predicting Teens’ Critical Reflection from Preschoolers’ Prosocial and
Self-Regulatory Skills, Simultaneously Mediated by Prosocial Behavior and Cognitive Self-

Regulation

Pathways B SE 95% CI p

Simultaneous Indirect Effects
EC-PB > MC-PB & MC-CS - AD-CR 0.01 0.02 [-0.02, 0.05] .55
EC-EF > MC-PB & MC-CS > AD-CR 0.04 0.06 [-0.06, 0.15] .58
EC-EC - MC-PB & MC-CS - AD-CR 0.06 0.09 [-0.07,0.22] 53

Specific Indirect Effects
EC-PB > MC-PB > AD-CR 001  0.01  [-0.01,0.04] 38
EC-PB > MC-CS > AD-CR 0.00 0.02 [-0.04, 0.04] .95
EC-EF > MC-PB > AD-CR 0.03 0.04 [-0.02, 0.12] 46
EC-EF > MC-CS > AD-CR 0.00 0.06 [-0.09, 0.11] .95
EC-EC - MC-PB - AD-CR 0.05 0.07 [-0.05, 0.20] .50
EC-EC - MC-CS - AD-CR 0.00 0.07 [-0.10, 0.12] .96

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment status, and
preschool classroom quality. Unstandardized path estimates (B) with standard errors (SE), 95% confidence intervals

(CI), and two-tailed p-values are reported (p); EC-PB = early childhood prosocial behavior; EC-EF = early

childhood executive functioning; EC-EC = early childhood effortful control; MC-PB = middle childhood prosocial

behavior; MC-CS = middle childhood cognitive self-regulation; AD-CR = adolescent critical reflection.

Table 13. Indirect Effects Predicting Teens’ Sociopolitical Efficacy from Preschoolers’ Prosocial
and Self-Regulatory Skills, Simultaneously Mediated by Prosocial Behavior and Cognitive Self-

Regulation

Pathways B SE 95% ClI p

Simultaneous Indirect Effects
EC-PB > MC-PB & MC-CS -> AD-SE 0.05* 0.02 [0.02, 0.08] .04
EC-EF > MC-PB & MC-CS - AD-SE 0.127 0.06 [0.03, 0.23] .05
EC-EC - MC-PB & MC-CS > AD-SE 0.12 0.10 [-0.02, 0.31] .23

Specific Indirect Effects
EC-PB > MC-PB > AD-SE 0.01 0.01 [-0.01, 0.03] .39
EC-PB > MC-CS »> AD-SE 0.047  0.02 [0.01, 0.07] .05
EC-EF > MC-PB > AD-SE 0.02 0.03 [-0.01, 0.08] A7
EC-EF > MC-CS > AD-SE 0.097 0.05 [0.02, 0.19] .07
EC-EC - MC-PB > AD-SE 0.04 0.05 [-0.04, 0.13] 49
EC-EC - MC-CS > AD-SE 0.09 0.08 [-0.02, 0.23] 27

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment status, and
preschool classroom quality. Unstandardized path estimates (B) with standard errors (SE), 95% confidence intervals

(CI), and two-tailed p-values are reported (p); EC-PB = early childhood prosocial behavior; EC-EF = early

childhood executive functioning; EC-EC = early childhood effortful control; MC-PB = middle childhood prosocial
behavior; MC-CS = middle childhood cognitive self-regulation; AD-SE = adolescent sociopolitical efficacy.

p <.10. *p < .05
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Lastly, findings indicated a significant total indirect effect from preschoolers’ prosocial

behavior to their critical action during adolescence, simultaneously through prosocial behavior
and cognitive self-regulation during middle childhood (see the first panel of Table 14). In
addition, there was a marginally significant total indirect effect linking executive functioning
during early childhood to teens’ critical action. However, results did not suggest total indirect
effects from preschoolers’ effortful control to teens’ critical action, nor any specific indirect
effects from young children’s prosocial and self-regulatory skills to critical action (see the
second panel of Table 14).
Table 14. Indirect Effects Predicting Teens’ Critical Action from Preschoolers’ Prosocial and
Self-Regulatory Skills, Simultaneously Mediated by Prosocial Behavior and Cognitive Self-
Regulation
Pathways B SE 95% CI p
Simultaneous Indirect Effects
EC-PB > MC-PB & MC-CS > AD-CA 0.04* 0.02 [0.01, 0.07] .03
EC-EF > MC-PB & MC-CS > AD-CA 0.10f 0.06 [0.01, 0.20] .08

EC-EC - MC-PB & MC-CS > AD-CA 0.12 0.09 [-0.04, 0.27] 21
Specific Indirect Effects

EC-PB - MC-PB - AD-CA 0.02 0.01 [-0.01, 0.03] 21
EC-PB - MC-CS - AD-CA 0.02 0.02 [-0.01, 0.05] .16
EC-EF > MC-PB - AD-CA 0.04 0.03 [-0.02, 0.09] .25
EC-EF - MC-CS > AD-CA 0.06 0.05 [-0.02, 0.14] 19
EC-EC - MC-PB - AD-CA 0.06 0.06 [-0.04, 0.17] 31
EC-EC - MC-CS - AD-CA 0.06 0.06 [-0.04, 0.15] 32

Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment status, and
preschool classroom quality. Unstandardized path estimates (B) with standard errors (SE), 95% confidence intervals
(CI), and two-tailed p-values are reported (p); EC-PB = early childhood prosocial behavior; EC-EF = early
childhood executive functioning; EC-EC = early childhood effortful control; MC-PB = middle childhood prosocial
behavior; MC-CS = middle childhood cognitive self-regulation; AD-CA = adolescent critical action.

p<.10. *p < .05

In summary, prosocial behaviors and cognitive self-regulation during middle childhood
simultaneously mediated linkages from prosocial behavior during early childhood to teens’

sociopolitical efficacy and critical action during adolescence (see Figure 10). Furthermore, this
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indirect effect may be driven by cognitive regulation. There was a marginal specific indirect

effects where cognitive self-regulation during middle childhood served as a unique mediator
linking preschoolers’ prosocial skills to their sociopolitical efficacy during adolescence. Other
trend findings suggest that preschoolers’ executive function is indirectly associated with
adolescents’ critical consciousness via middle childhood competencies. These findings are in line
with results from multilevel analyses examining pathways to critical action and sociopolitical
efficacy (see Appendix).

Figure 10. Summary of Indirect Linkages Predicting Teens’ Critical Consciousness from

Preschoolers’ Prosocial and Self-Regulatory Skills through Prosocial Behavior and Cognitive
Self-Regulation During Middle Childhood

Early Childhood Middle Childhood Adolescence

Prosocial Prosocial
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Effortful Cognitive
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Note. Models controlled for participants’ age, gender, race/ethnicity, INR, CSRP cohort, CSRP treatment
status, and preschool classroom quality.

Similar to the case for the proposed indirect effects models, post hoc power analyses
were conducted for the alternative multiple mediation models. With a sample size of 250
participants, power analyses for indirect effects through prosocial behavior at Wave 2 ranged

from 1 - =.12to .32. In addition, power analyses for indirect effects through cognitive self-
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regulation at Wave 2 ranged from 1 — = .03 to .56. Again, the results revealed that the analyses

were underpowered according to Cohen’s criteria (i.e., 1 — B =.80; Cohen, 1988).
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CHAPTER FOUR
DISCUSSION

This dissertation is the first study to investigate ways in which prosocial behaviors and
self-regulation skills longitudinally predict critically conscious thoughts, beliefs, and actions
across three developmental periods: early childhood, middle childhood, and adolescence. By
incorporating a developmental approach, the present study considers ways in which
competencies evolve and appear differently across stages of childhood, as part of pathways to
critical consciousness. In doing so, results from this dissertation suggest that Black and Latino
children’s prosocial and self-regulatory skills act as antecedents for critical consciousness. More
specifically, prosocial behavior during middle childhood was found to be predictive of critical
action during adolescence, while cognitive self-regulation during middle childhood predicted
sociopolitical efficacy during adolescence. Furthermore, prosocial tendencies exhibited in the
preschool classroom served as a foundation for teens’ sociopolitical efficacy and critical action,
simultaneously through prosocial behavior and cognitive self-regulation in middle childhood.

Overall, this research extends the existing literature by underscoring the importance of
fostering young Black and Latino children’s prosocial and self-regulatory skills, as they may
serve as early building blocks for challenging existing social structures that perpetuate
inequality. These results are consistent with recent non-empirical research suggesting that
prosocial skills serve as developmental precursors for social justice-oriented thoughts and

behaviors (Carlo et al., 2022), as well as a small but growing set of literature suggesting possible
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early prosocial and self-regulatory roots of civic engagement (Astuto & Ruck, 2010; Kitchens &

Gormley, 2023; Reifen-Tagar & Cimpian, 2022; Wray-Lake & Syvertson, 2011). Additionally,
results from the present study are congruent with a long line of research indicating the
importance in investing in the early development of social and emotional competencies that yield
long-term benefits for individuals and their communities (Heckman, 2000).

The Role of Early Childhood Factors
Preschool Classroom Quality, Prosocial Behavior, and Teens’ Critical Consciousness

In general, classroom quality during early childhood was not related to middle childhood
competencies nor adolescent critical consciousness. Even though a strength of the present
investigation is its longitudinal design, it could be that the waves were too distant from one
another. Although investing in the quality of preschools has often led to substantial positive
short- and long-term impacts on children (Yoshikawa et al., 2013), the advantages of attending
high quality preschools have sometimes been found to diminish over time. For example, Hill and
colleagues (2015) found that the effects of attending a high quality preschool classroom did not
last through the third grade for math and reading skills. It could be that a similar story is
occurring with social and emotional adjustment over time.

Still, there were two significant associations between early childhood classroom quality
and later development. Attending a higher quality classroom during preschool predicted lower
levels of prosocial behavior and lower motivation to engage in critically conscious behaviors
(i.e., sociopolitical efficacy). Despite the unexpected nature of these results, this is notable given
that past research on critical consciousness has not investigated the contribution of early
childhood classrooms and that prior studies on classroom quality and prosocial behavior tend to

center on early childhood. Moreover, the present study highlights the importance of carefully
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considering how classroom quality is defined, the meaning of prosocial behavior and critical

consciousness, and the broader contexts in which children’s learning and lives are embedded.

Potential explanations for negative outcomes from early childhood educational
experiences found in the present study may require a broader lens on environmental contexts
from childhood through adolescence (Roy et al., 2019; Watts et al., 2023). In a recent mixed
methods study with CSRP teens, researchers found that higher levels of lifetime exposure to
neighborhood income inequality (i.e., unequal wealth and resource distribution) was linked with
a greater tendency of engaging in critically conscious behaviors (Roy et al., 2019). Given that the
CSRP preschools were located in seven of the highest poverty neighborhoods in Chicago,
children lived in areas with higher concentrations of poverty. As such, findings from Roy and
colleagues (2019) highlight the existence of heterogeneity in youths’ exposure to various types
of economic hardship throughout their life, within the context of severely under-resourced
neighborhoods. It could be that investments in high quality early childhood classrooms may be
purposefully made in locations where the need is generally high across the majority of residents.
As such, there may be higher quality Head Start classrooms present in neighborhoods that are
more homogenous in terms of income (i.e., lower neighborhood income inequality). Normally,
equal distribution of resources is considered good, but in the case of CSRP preschoolers, there
may have been an even distribution of a lack of resources across residents within neighborhoods.
This common lived experience may be seen as the status quo, whereas a contrast in lived
experiences across individuals within the same neighborhood lends itself more to motivating
youth to challenge systemic inequities (i.e., sociopolitical efficacy).

Other dimensions of environmental factors related to early childhood education should

also be included in future research on predictors of teens’ critical consciousness. In a recent
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study with over a million children who attended public preschools in North Carolina, Watts and

colleagues (2023) examined interactions between the level of investment in preschools and
classroom environments (e.g., classroom quality, teaching experience, and teacher-to-student
ratio) on long-term outcomes. Overall, increased funding for preschools was found to be
predictive of better academic achievement during middle childhood. Also, attending a preschool
with more funding tended to compensate for attending a lower quality school and lack of
experience among teachers.

In addition to neighborhood characteristics, future research could consider the roles of
alternative aspects of young children’s lives at school and home. For instance, measures of both
classroom quality and teacher-student relationships should be examined as predictors of older
children’s prosocial behavior (e.g., Ansari et al., 2020). Interpersonal relationships with teachers
and peers in the preschool classroom setting tend to play a larger role in the long-term
development of children’s prosocial and self-regulatory growth, compared to the classroom
practices that were captured in the present study (i.e., general teacher responsiveness and
sensitivity; Ansari et al., 2020; Berry & O’Connor, 2010; Sabol et al., 2018). For example, in
their study with children from under-resourced backgrounds, Peisner-Feinberg and colleagues
(2001) found that closer teacher-child relationships in both preschool and kindergarten predicted
better attention, fewer problem behaviors, and better sociability when children were in the
second grade. Furthermore, Sabol and colleagues (2018) found that among a sample of
predominantly Black and Latino preschoolers from under-resourced backgrounds, positive
engagement with peers (i.e., sociability, assertiveness, communication, and conflict) led to
significantly improved inhibitory control and language skills by the end of the school year, above

and beyond classroom quality.
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Moreover, family environments have often been found to play an important role in

shaping children’s development of prosocial behavior and self-regulation over time. A robust
body of research suggests that warm, supportive, and responsive parenting practices have often
been found to promote prosocial behaviors and self-regulation among children (e.g., Eisenberg et
al., 2006; Grolnick et al., 2019; Laible et al., 2016; Newton et al., 2014). For example, a recent
study by Giilseven and colleagues (2021) found that sensitive parenting practices from both
mothers and fathers during early childhood positively shaped children’s cooperation and self-
control during middle childhood. It could be that children raised in warm and supportive homes
are exposed to greater sympathetic responding from family members, which may further foster
their prosocial development (Carlo & DeGuzman, 2009). Also, sensitive parenting practices are
posited to be internalized by young children, pushing them to be more intrinsically motivated to
engage in self-control (Grolnick et al., 2019).

Overall, more research is needed to determine how contextual factors during early
childhood may be linked to older children’s prosocial behavior and teens’ critical consciousness,
and to further reflect on the counterintuitive results found in the present study. Complex
interactions among contextual factors may explain aspects of sociopolitical development.
Comprehensive research is needed to examine how early childhood educational settings
longitudinally shape children’s prosocial and self-regulatory development within the contexts of
under-resourced neighborhoods, while accounting for interactions with contextual factors in
schools and homes. Given that some dimensions of critical consciousness involve anti-racist
actions (Banales et al., 2019; Diemer et al., 2021), future research should take Head Start’s

evolving commitment to anti-racist approaches in early childhood educational spaces into
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account (Garcia Coll et al., 2021; HHS, 2023). Some of these may even require educators’ own

critical reflection dialogue in professional development spaces (Allen et al., 2021).

Furthermore, new research might explore the development of early childhood classroom
quality measures that more precisely gauge how such settings might operate as democratic
contexts (Astuto & Ruck, 2010), especially given social movements (Romanow, 2020) and
research (Reifen-Tagar & Cimpian, 2022) in recent years. For instance, there is a small but
growing set of civic engagement and political psychology scholars who highlight the importance
of research on early childhood as a time during which foundations of sociopolitical development
and political thought are forming via the development of social and cognitive skills (Reifen-
Tagar & Cimpian, 2022). Preschool classrooms are often grounds for young children to begin
socializing with new peers outside of their families (Bronfenbrenner, 1977; Rimm-Kaufman &
Pianta, 2000). Astuto and Ruck (2010) specify that engaging in play may provide young children
with a template for a democratic society. In other words, during play time with peers, young
children are given the opportunity to practice being an active agent of a group, contribute to
problem solving, and follow rules, ultimately strengthening their prosocial and executive
functioning skills. Astuto and Ruck (2010) theorize that these skills and behaviors are utilized in
civic engagement among adolescents. Newly developed measures of classroom quality might
capture the particular kinds of play and peer-to-peer interactions that promote later critical
consciousness.

Similar to academic instruction being particularly predictive of math and literacy skills,
more specific measures or dimensions (e.g., teacher sensitivity) of classroom quality that capture
a teacher’s emphasis on altruism may especially lay the groundwork for later prosocial behavior

and critical consciousness. There have been well-documented benefits of high quality classrooms
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as measured here (Broekhuizen et al., 2016; Duncan, 2003; Hamre et al., 2014; Peisner-Feinberg

etal., 2001; Pianta et al., 2021; Sabol et al., 2020; Schmerse, 2020), but the focus of such
classrooms may be more on individual student success (e.g., greater academic achievement,
fewer behavior problems), rather than on classmates voluntarily helping one another (e.g.,
prosocial skills).
Preschoolers’ Prosocial Skills Predicting Adolescents’ Critical Consciousness

Unlike the findings for preschool classroom quality, prosocial skills in early childhood
were associated with teens’ critical action in the positive direction. Both Reifen-Tagar and
Cimpian (2022) and Astuto and Ruck (2010) indicate early prosocial behaviors to serve as
rudimentary aspects of civic actions later in life, which is in line with the finding that
preschoolers’ prosocial behaviors predicted their engagement in critical action during
adolescence. In their review, Reifen-Tagar and Cimpian (2022) theorize that young children have
the capacity to engage in “proto-political cognition,” or have a basic understanding of intra- and
inter-group dimensions (e.g., hierarchies and social norms), and use these understandings to
guide their thoughts and behaviors. According to Reifen-Tagar and Cimpian (2022), young
children’s “proto-political cognition” may map onto political ideologies commonly found among
adults (i.e., belief systems about group social orders), which are found to shape sociopolitical
beliefs (Jost et al., 2009) and actions (Marchand et al., 2021). As such, children are able to detect
and act upon social norms within groups, as well as between different groups (e.g., in-group
preferences; Dunham et al., 2008). This work is similar to that of Astuto and Ruck (2010), which
suggests that sociopolitical adjustment may manifest through the development of prosocial
behavior and self-regulation, as well as a few empirical studies including early prosocial skills on

pathways towards civic engagement activities in adolescence and adulthood (Eisenberg et al.,
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2013; Holbein, 2017; Kitchens & Gormley, 2023). Still, more research is necessary to conclude

the types of prosocial motivations (self- or other-oriented; see Eisenberg et al., 2006) that bolster
one’s ability to engage in critical reflection, sociopolitical efficacy, and critical action.

Additionally, there was a marginal, positive relation between preschoolers’ prosocial
behavior and adolescents’ sociopolitical efficacy. A positive association from prosocial behavior
to sociopolitical efficacy is reflective of theories examining the childhood roots of social
responsibility (i.e., placing value on contributing to the greater good; see Wray-Lake &
Syvertsen, 2011). According to Wray-Lake and Syvertson (2011), social responsibility refers to
values that motivate civic actions, grounded in relationships with others as well as care and
justice morality principles. Wray-Lake and Syvertson (2011) identified prosocial behaviors as
competencies that may precede or grow along-side social responsibility development during
childhood and adolescence.

Before turning to the contributions of middle childhood competencies of critical
consciousness, it is worth noting a third set of results where expected linkages between early and
middle childhood competencies emerged. Not surprisingly, preschoolers’ prosocial behavior and
executive function were related to school-age children’s cognitive regulation, and prosocial
behavior in early childhood was marginally associated with prosocial behavior in middle
childhood. These findings are congruent with literature indicating prosocial behaviors during
middle childhood to be shaped by prosocial skills during early childhood (Eisenberg et al., 1999;
Eisenberg et al., 2013; Eisenberg et al., 2004), as well as cross-sectional research suggesting that
advances in prosocial skills may foster self-regulatory development (Fabes et al., 1999). Still, the

present study adds to the broader sociopolitical literature in two important ways.
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The Contribution of Middle Childhood Competencies to Teens’ Critical Consciousness

In a fourth set of findings, prosocial behavior in middle childhood predicted critical
action in adolescence, and cognitive regulation during middle childhood explained sociopolitical
efficacy in the teen years. Similar to the findings for early childhood competencies, these results
extend the existing literature on critical consciousness among minoritized teens in the U.S.,
which has largely ignored the role of developmental periods prior to adolescence. More
specifically, this dissertation is the first to depict how school-aged children’s prosocial behaviors
serve as foundations for engaging in actions that challenge systemic inequities, and how
elementary school students’ cognitive regulation fosters the ability to believe that one can make
positive and lasting change.

Detecting a relation between cognitive regulation and sociopolitical efficacy across
middle childhood and adolescence is especially novel. This result is in line with scholars who
have suggested that there are cognitive underpinnings for engagement in critically conscious
beliefs (see Heberle et al., 2020; Mosley et al., 2021; Wray-Lake & Ballard, 2023). Results
indicating cognitive self-regulation as a precursor for sociopolitical efficacy highlight that the
development of planning and problem solving skills (i.e., cognitive self-regulation) during
middle childhood may be essential when fostering a sense of one’s belief that they can challenge
systemic inequities. In other words, youth might need to engage in the internal processes of
problem solving and planning to find effective ways to address systemic inequities. Such
processes may ultimately fuel intrinsic motivation and belief in the ability to create positive,
lasting change. By strengthening one’s cognitive self-regulatory skills during middle childhood,

youth may be better equipped to reinforce their sociopolitical efficacy later in adolescence.
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The association found between prosocial behavior and critical action across middle

childhood and adolescence is congruent with longitudinal work predicting civic action among
Northern Irish youth by Taylor and colleagues (2019). The present study suggests that the
tendency to engage in actions that benefit others (i.e., prosocial behaviors) may underly one’s
decision to speak up about social justice issues and protest against inequitable social structures
(i.e., critical action). It could be that successfully engaging in actions that benefit others during
middle childhood provides teens with the lived experience and evidence necessary to empower
them to help others at a broader societal level. In addition, prosocial skills may provide older
children with the tools required to develop deeper connections with others during adolescence
(Carlo et al., 2022; Davis et al., 2021). Ultimately, this may further older children’s engagement
with and their understanding of the experiences of others, both in and out of their communities.
As such, practicing prosocial tendencies during elementary school may ultimately equip teens
with the skills required to care for and help larger groups of people of varying backgrounds.
Taken together, the results for preschoolers’ prosocial behavior and school age children’s
prosocial skills and cognitive regulation are in line with the work of civic engagement and
political psychology scholars who have theorized prosocial behaviors and self-regulation as a
launching pad for later civic engagement (Astuto & Ruck, 2010; Reifen-Tagar & Cimpian, 2022;
Wray-Lake Syvertson, 2011). These findings are also congruent with scholarly discourse
regarding the prosocial and self-regulatory underpinnings of civic engagement development
among Black and Latino youth and adults (e.g., Carlo et al., 2022; Mosley et al., 2021), as well
as a small set of literature examining ways in which children’s competencies adapt over time
within frameworks of civic engagement (e.g., Eisenberg et al., 2013). Still, it should be noted

that the lines of existing research above focus on civic engagement behaviors, which comply
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with existing social structures (e.g., Holbein, 2017). In contrast, the current study is the first to

provide empirical evidence to suggest that early and middle childhood may be critical periods for
aspects of sociopolitical development that involve beliefs and actions that challenge the status
quo (Watts et al., 2011). Future research could investigate ways in which prosocial behaviors at a
young age set the stage for social justice-oriented thoughts and actions later in life, within and
across various identity groups (e.g., defined in terms of race, ethnicity, culture, religion).

Much of the empirical research conducted examining potential predictors of critical
consciousness have focused on pedagogical practices, while individual competencies have only
been speculated to serve as underpinnings of critical consciousness. As such, findings from the
present study may provide major contributions to the field of sociopolitical development. The
results from the present study provide empirical evidence for largely recent non-empirical
research on prosocial behaviors and self-regulatory skills as antecedents of promoting social
justice and engaging in actions which challenge systemic inequities among minoritized youth
(Astuto & Ruck, 2010; Carlo et al., 2022; Davis et al., 2021; Heberle et al., 2020; Mosley et al.,
2021; Wray-Lake & Ballard, 2023). Future research on pedagogical practices and critical
consciousness should incorporate children’s competencies, such as children’s prosocial and self-
regulatory adjustment.

Pathways from Early Childhood Factors to Adolescent Critical Consciousness

The current study was underpowered to detect whether middle childhood competencies
explained how critical consciousness might be explained by preschool classroom quality and
competencies. Thus, it is not surprising that there were null indirect findings for associations
from classroom quality in early childhood to critical consciousness during the teen years through

prosocial behavior and cognitive regulation during middle childhood. Still, even with more
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statistical power, it could be that future research should focus more on familial and cultural

experiences. Young children’s competencies are often shaped via social interactions with
caregivers in the home, and are not solely characteristics that children are born with or learn at
school (Hay & Cook, 2007; Cabrera, 2013; Grolnick et al., 2019; Gulseven et al., 2021).
Therefore, future research might delve into ways in which racially and ethnically minoritized
families from under-resourced communities might set the stage for pathways to critical
consciousness, outside of their educational journey.

Particularly among Black children, racial socialization practices from family members
may set the stage for later civic engagement development (Anyiwo et al., 2023; Karras-Jean
Gilles et al., 2020). Racial socialization often refers to exposure to cultural practices, promoting
pride and knowledge about African American culture, as well as ways to cope and succeed in a
mainstream society that has had historic and systemic deleterious effects on Black communities
(Hughes et al., 2006). A recent empirical study with Black families found racial socialization
practices during early childhood to be positively predictive of positive youth development (i.e.,
indicator of civic development; Karras-Jean Gilles et al., 2020) in the 8" grade. Another study
found that parents’ racial socialization messages and practices fostered Black adolescents’
awareness and understanding of racial inequity, motivation to address racism, and engaging in
actions to promote racial justice (Anyiwo et al., 2023).

Furthermore, youth of color from immigrant families may often times engage in critical
consciousness that is unique to the immigrant experience, and therefore may display different
types and varying levels of action. For example, there may be structural barriers to engaging in
certain types of critical action (e.g., protesting) for immigrant youth of color who are

undocumented, or have family members who are undocumented, as they may feel the need to
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“stay out of trouble” (Arce et al., 2020). Additionally, first- and second-generation immigrants

often times hold positive views towards their host society, leading to beliefs that American
society is fair (Godfrey & Wolf, 2016). As such, instead of taking part in conventional displays
of activism (e.g., protesting), it may often times feel safer and more conducive to focus on
building and supporting one’s immigrant community through service efforts (Arce et al., 2022).

Moreover, some families and cultures may particularly value altruistic helpful behaviors.
For example, Latino immigrant families have often been found to place a high level importance
on caring for the broader interests of the family (i.e., familismo), including actions such as
supporting family members, helping with household tasks, and assisting in the care of younger
siblings (Calder6n-Tena et al., 2011). Outside of the home, it is possible that these actions
translate into helping in a variety of contexts (Carlo et al., 2022; Knight & Carlo, 2012). One
motivation for behaving in a prosocial manner is altruism, where individuals may want to help
another person without any benefit for themself, and which often-times comes at a personal cost
in order to benefit others (Carlo & Randall, 2002). Engaging in critically conscious thoughts and
behaviors have been found to be both cognitively and emotionally taxing (Diemer et al., 2010;
Fernandez & Watts, 2023; Godfrey et al., 2019), yet individuals may remain motivated to
continue acting against systemic issues for the betterment of their own and other minoritized
individuals’ communities (Carlo et al., 2022).

Overall, the examples provided above only touch the surface of the heterogeneity which
exists within communities of color, as racial, ethnic, and immigrant identities often intersect. As
such, future research should highlight the intersectionality of marginalized youth when

examining the development of critical consciousness across the lifespan. Some ways to do so
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would be by including racial socialization practices, immigration experiences, and cultural

values within future frameworks of critical consciousness development.
Prosocial Skills in Early Childhood, Cognitive Regulation in Middle Childhood, and
Critical Consciousness in Adolescence

As with the first set of indirect models, it is not remarkable that there were mostly null
indirect findings when examining early childhood competencies instead of early childhood
classroom quality as the main predictors of interest. Still, there were two simultaneous mediator
findings. In one instance, school-age children’s prosocial behavior and cognitive regulation
simultaneously mediated the relation between prosocial skills in preschoolers’ and teens’
sociopolitical efficacy. Marginal specific indirect findings suggest that cognitive regulation was a
salient mediator for sociopolitical efficacy. In another instance, there was simultaneous
mediation of the association between prosocial skills during early childhood and critical action
during adolescence. Interestingly, there were marginal results suggesting simultaneous mediation
in the pathway from preschoolers’ executive function to teens’ sociopolitical efficacy and critical
action. Similarly, there was a trend level specific indirect effect identifying cognitive regulation
as a salient mediator when explaining sociopolitical efficacy in adolescence.

Overall, indirect linkages highlighted pathways from young Black and Latino children’s
prosocial and executive functioning skills to their sociopolitical efficacy and critical action.
These findings are in line with theories positing the existence of prosocial and self-regulatory
roots of sociopolitical development (Astuto & Ruck, 2010; Carlo et al., 2022; Reifen-Tagar &
Cimpian, 2022; Wray-Lake & Syvertson, 2011). Moreover, these novel findings provide
empirical evidence to support claims that pathways to civic engagement may begin as soon as

early childhood. The present study takes a step further by investigating social and emotional
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competencies as foundations for feeling motivated and engaging in actions to create a more just

world.

Young children’s prosocial and self-regulatory skills promoted teens’ ability to believe
that they can enact positive social change (i.e., sociopolitical efficacy), and engage in actions that
challenge inequities (i.e., critical action). The mechanisms by which these linkages occurred
were explained by children’s tendency to behave prosocially, as well as plan and problem solve,
during middle childhood. Findings indicated prosocial behavior and cognitive self-regulation
during middle childhood to be mutually reliant upon one another in mediating the pathways from
young children’s prosocial skills to their sociopolitical efficacy and critical action.

Prosocial morality scholars suggest that over time, prosocial responding evolves into
internalized sets of principles and norms for caring for others (Carlo & Pierotti, 2020; Eisenberg
et al., 2006; Jensen, 2020; Mayseless, 2020). Therefore, it could be that engaging in prosocial
actions from early through middle childhood allow for children to practice thinking about the
needs of others, ultimately facilitating their development of a deeper understanding of how they
and other individuals of various backgrounds fit into the world during adolescence (see Carlo et
al., 2022; Erikson, 1968; Mayseless, 2020). Furthermore, by practicing rudimentary prosocial
behaviors from an early age, children may be set on a trajectory towards finding ways to benefit
others, appropriately addressing issues to achieve successful results, and creating plans for action
throughout childhood. Returning to the notion that prosocial behaviors may set the stage for
developing deeper connections with others (see Carlo et al., 2022; Davis et al., 2021), it could be
that prosocial skills during preschool lay the groundwork for problem solving and planning skills

alongside likeminded individuals who come from diverse backgrounds.
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Although the results for executive function were detected at a trend level, growth in

executive functioning in early childhood (e.g., focusing one’s attention in the classroom and
meeting classroom behavioral expectations) may assist children in interacting with others with
different perspectives and diverse backgrounds. It could be that young children’s ability to pay
attention and ignore distractions better equip them with the ability to notice when others are in
need of help (e.g., noticing a peer fall on the playground while playing a game). Such skills may
facilitate one’s ability to deeply connect and form close relationships with others while in school
(e.g., focusing on what one friend has to share rather than being distracted by others). In
addition, using their skills to pay attention and focus on a task at hand may foster children’s
ability to plan and problem solve efficiently.

Upon transitioning to adolescence, a new set of social contexts often provide more
opportunities to care for one’s community through civic engagement and contributing to social
justice and equity causes (Eisenberg et al., 1995; Eisenberg et al., 2013). Seeing as social
movements require more than just one person to be present in order to challenge inequitable
social structures, tackling these issues as part of a community may help teens feel motivated and
believe they have the ability to successfully enact change (Carlo et al., 2022). Even though most
of the indirect findings were marginally significant, both prosocial and cognitive self-regulatory
skills seem to serve as important components of pathways to sociopolitical efficacy. Overall,
prosocial behaviors and executive functions that emerge from a young age, and are built upon
throughout childhood, may serve as early building blocks for sociopolitical efficacy later in life
among Black and Latino youth.

After transitioning into adolescence, prosocial and self-regulatory skills may facilitate

teens’ ability to prepare for and engage in critical action (e.g., going to a protest in response to an
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inequitable act) when given the opportunity to do so. For example, Mosley and colleagues (2021)

found that when acting critically against anti-Black racism, activists indicated the need to “have
urgency” when responding to injustices, but to not be reactive in their responses. In other words,
activists described the need plan strategically, but to execute their response rapidly (Mosley et
al., 2021). Therefore, young Black and Latino children’s prosocial and executive functioning
skills may provide the caring and planning tools necessary for engaging in actions that challenge
systemic inequities later on during adolescence.

Still, it is imperative to not assume that the role of making the world a more equitable
place should land on the shoulders of marginalized youth and communities. Importantly, it
should also be noted that although children are born with the capacity to engage in prosocial
tendencies, a robust set of theory (Garcia Coll et al., 1996; Hay & Cook, 2007) and literature
(Ansari et al., 2020; Berry & O’Connor, 2010; Cabrera, 2013; Calderon-Tena et al., 2011; Chung
et al., 2019; Eisenberg et al, 2006; Gulseven et al., 2021; Jambon et al., 2019; Knight & Carlo,
2012; Laible et al., 2017; Newton et al., 2014; Sabol et al., 2018; Stein et al., 2014; Ulber et al.,
2016) have determined that racially and ethnically minoritized young children’s interactions with
family members, educators, and peers all serve as scaffolds for their prosocial development over
time.

Thus, even more complex models of critical consciousness development are needed in
future research. Indeed, a plethora of external cultural and financial stressors experienced by
families may shape the development of children and teens’ prosocial development (Cabrera,
2013; Calzada et al., 2019; Dauvis et al, 2016; Galindo & Fuller, 2010; Knight & Carlo, 2012;
Lorenzo-Blanco et al., 2016; Nagi, 2020; Tran, 2014). Future research should continue to

examine ways in which environmental factors, such as parenting and cultural socialization, might
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interact with pathways from children’s prosocial behavior to their critical consciousness later in

life. Furthermore, the need for allyship and co-conspiratorship of privileged individuals and
communities in positions of power remains when laboring towards upending inequitable systems
(Diemer et al., 2016; Freire, 1970).
Limitations

There are some limitations to consider when interpreting the findings of this study. The
first limitation concerns the type of prosocial behavior measures utilized during both early and
middle childhood. Although both measures adequately included items related to voluntarily
engaging in actions that benefit others, prosocial development scholars are moving towards
methods of measurement that capture various motivations behind behaving in a prosocial manner
(i.e., self- or other-motivated; Eisenberg et al., 2006). By using this method, researchers may
capture the tendency for youth from diverse backgrounds to engage in prosocial behavior in
various contexts, and further understand the reasoning behind children and youth’s helping
behaviors. For example, the Prosocial Tendencies Measure (PTM; Carlo & Randall, 2002)
measures whether motivations for youth’s engagement in prosocial behavior are altruistic (i.e.,
intrinsic want to help another person, regardless of personal cost), compliant (i.e., responding to
a request to help), emotional (i.e., helping due to an emotionally evocative situation), public (i.e.,
helping to gain the approval of others), or dire (i.e., helping in a crisis or emergency situation).
Therefore, future research could aim to capture various reasonings behind prosocial tendencies in
order to further understand the mechanisms by which prosocial behavior as a multidimensional
construct serves as a foundation for critical consciousness development.

The second limitation of this study was related to the count measure employed to capture

critical action during adolescence. Although the critical action measure utilized in the present
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study prompted participants to indicate whether they engaged in critical actions, this measure did

not capture the complexity behind the quantity, meaning of, intention of, nor quality of the
actions that participants engaged in (Diemer et al., 2019). Also, engaging in critical action may
be exhibited differently among youth with diverse backgrounds and identities (Arce et al., 2022;
Wilf et al., 2022), as critical action may often vary in severity of consequences (e.g., low-cost vs.
high-cost). As such, future research should incorporate qualitative approaches in addition to
quantitative methods in order to capture different types of critical action, how often teens engage
in critical action, as well as the intentions for youth’s critical action.

Lastly, the third limitation of this study is that it is specific to Black and Latino youth
from high-poverty backgrounds in a large urban setting, who were undergoing the transition to
adolescence during the Trump presidency (Pew Research Center, 2021). Therefore, the
generalizability of these results may be limited to this population, and may not be transferrable to
youth of other backgrounds or to youth growing up in different time periods. Still, intersecting
identities are posited to play a role in the development of youth’s critical consciousness (Godfrey
& Burson, 2018) and few studies examine critical consciousness development among this
population (Uriostegui et al., 2021). By focusing on a more specific population, findings from
this dissertation enable the examination of heterogeneity among Black and Latino youth from
under-resourced neighborhoods in Chicago. Furthermore, future studies should continue to
explore ways in which young children’s environments, as well as their prosocial and self-
regulatory competencies, serve as foundations for critical consciousness among adolescents of
diverse backgrounds, and who live in different environmental settings (e.g., suburban or rural

setting) and across chronological contexts (e.g., pre- vs. post-Trump era).
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Conclusion

Scholars have discussed the need to learn more about the childhood foundations of
critical consciousness development (Carlo et al., 2022; Heberle et al., 2020; Seider et al., 2020),
and sociopolitical development scholars in particular have called for more research utilizing
multidimensional approaches to understanding critical consciousness (Diemer, 2020; Diemer et
al., 2021). This dissertation made key contributions to multiple existing bodies of literature by
answering that call with empirical evidence on the ways that teens’ sociopolitical efficacy and
critical action are shaped by factors from earlier phases of life. Furthermore, this study integrated
literature from developmental psychology and sociopolitical development, where critical
consciousness was viewed from a developmental perspective across the periods of early
childhood, middle childhood, and adolescence. In doing so, the results illustrate how social and
emotional competencies are linked across the life span. Although there were some findings for
cognitive regulation, the overall findings from this dissertation underscore the importance of
investing in efforts that support the development of younger and older children’s prosocial
behavior, as it appears to equip youth with the tools necessary to challenge inequities around
them later in life.

During the last decade, there has been an unprecedented increase in grassroots level
organizing, with many youth joining the front lines of social justice movements and speaking out
against the occurrence of injustices (Romanow, 2020). Upon examination of pathways to
engaging in social justice-oriented thoughts and behaviors, this dissertation found that young
children’s prosocial skills play a salient role in setting the foundation for critical consciousness
among Black and Latino adolescents growing up in high-poverty neighborhoods. Future

frameworks and studies should build on this investigation by taking an even more



102
comprehensive approach at understanding how both early childhood competencies and

experiences in classrooms, schools, homes, and neighborhoods may set young children on
pathways towards developing the ability to understand, reflect upon, and act against systemic

inequities across the life span.
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When minimal ICC values (p < .05) are present, it is still recommended to account for
clustering using MLM, as the Type | error rate may be inflated (Huang, 2018; Tabachnick &
Fidell, 2013). As such, supplementary multilevel models for pathways to critical reflection and
sociopolitical efficacy including all covariates are provided here, in Appendix. The number of
parameters exceeded the capacity to estimate a multi-level Poisson regression for critical action
(Muthén & Muthen, 2017).

The multilevel analyses were conducted with 2 levels in order to cluster participants
based on their Head Start classroom at baseline (see Table 16; Kelloway, 2014). The CSRP
sample consists of 3 potential levels (i.e., site-, classroom-, and student-level), as CSRP
treatment status was assigned at the site level. Yet, a 2-level model was utilized where
participants were clustered by classroom due to small intraclass correlation (ICC) values
indicating that a third level would not explain much variance beyond what is explained at the
first and second levels (J. Shapiro, personal communication, June 1, 2023). Furthermore, given
that the main predictor of interest (i.e., classroom quality) was a classroom-level variable,
participants were clustered based on their classroom membership, rather than the sites in which

their classrooms were located (J. Shapiro, personal communication, June 1, 2023).
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Table 16. Variables Listed by Level and Wave

Level

Variables

Level 2: Classroom

Level 1: Participant

Wave 1
Classroom Quality
CSRP Cohort
CSRP Treatment Status
Wave 1
Gender
Race/Ethnicity
Income-to-Needs Ratio
Prosocial Behavior
Executive Functioning
Effortful Control
Wave 2
Prosocial Behavior
Cognitive Self-Regulation
Wave 3
Age
Critical Reflection
Sociopolitical Efficacy
Critical Action
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Two Level Multiple Regression Model Findings

Table 17. Two Level Model Predicting Teens’ Critical Reflection and Sociopolitical Efficacy
from Preschool Classroom Quality

Pathways B SE 95% ClI p
EC-CQ - AD-CR -0.23 0.43 [-0.15, 0.07] .60
Control Variables > AD-CR
Age -0.08 0.09 [-0.35, 0.09] 40
Gender 0.03 0.06 [-0.16, 0.26] .67
Race/Ethnicity -0.06 0.08 [-0.45, 0.17] 46
INR 0.097 0.05 [0.01, 0.33] .07
Cohort -0.25 0.77 [-0.46, 0.27] 74
Treatment Status 0.37 0.52 [-0.13, 0.35] A48
EC-PB -0.07 0.06 [-0.21, 0.04] .26
EC-EF 0.02 0.07 [-0.12, 0.19] 75
EC-EC 0.03 0.08 [-0.11, 0.28] .65
EC-CQ > AD-SE -0.61** 0.22 [-1.01, 0.26] .01
Control Variables > AD-SE
Age -0.03 0.08 [-0.14, 0.11] .64
Gender 0.07 0.06 [-0.02, 0.17] 21
Race/Ethnicity -0.04 0.04 [-0.11, 0.03] 31
INR -0.09 0.06 [-0.19, 0.01] .16
Cohort -0.69* 0.30 [-1.21, -0.12] .02
Treatment Status -0.30 0.23 [-0.72, 0.06] 18
EC-PB 0.15f 0.08 [0.01, 0.27] .06
EC-EF 0.02 0.07 [-0.09, 0.15] .82
EC-EC 0.07 0.06 [-0.03, 0.18] .28

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, as well as preschoolers’ prosocial behavior (EC-PB),
executive functioning (EC-EF), and effortful control (EC-EC). Standardized path estimates (B) with standard errors
(SE), 95% confidence intervals (Cl), and two-tailed p-values are reported (p); EC-CQ = preschool classroom
quality; AD-CR = critical reflection; AD-SE = sociopolitical efficacy; AD-CA = critical action.

p <.10. *p < .05
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Table 18. Two Level Model Predicting Prosocial Behavior and Cognitive Self-Regulation
During Middle Childhood from Preschool Classroom Quality

Variables B SE 95% CI p
EC-CQ - MC-PB -0.94 0.66 [-1.91, 0.10] .16
Control Variables > MC-PB
Age -0.04 0.08 [-0.18, 0.09] .59
Gender 0.13f 0.07 [0.01, 0.25] .06
Race/Ethnicity -0.12 0.07 [-0.24, 0.01] .10
INR 0.07 0.05 [-0.01, 0.15] .16
Cohort -0.24 0.72 [-1.42,0.93] 75
Treatment Status -0.07 0.47 [-0.81,0.71] .88
EC-PB 0.12f 0.06 [-0.02, 0.22] .05
EC-EF 0.09 0.06 [-0.01, 0.19] 15
EC-EC 0.08 0.08 [-0.04, 0.21] 27
EC-CQ = MC-CS -0.11 0.39 [-0.75, 0.53] .78
Control Variables > MC-CS
Age -0.27**  0.07 [-0.39, -0.15] .00
Gender 0.14* 0.07 [0.03, 0.25] .04
Race/Ethnicity -0.06 0.07 [-0.18, 0.05] 37
INR 0.08 0.06 [-0.01, 0.17] 15
Cohort -0.79**  0.18 [-1.09, -0.49] .00
Treatment Status 0.06 0.31 [-0.45, 0.57] .84
EC-PB 0.22**  0.06 [0.12, 0.32] .00
EC-EF 0.16* 0.07 [0.05, 0.28] .02
EC-EC 0.08 0.07 [-0.02, 0.19] 18

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, as well as preschoolers’ prosocial behavior (EC-PB),
executive functioning (EC-EF), and effortful control (EC-EC). Standardized path estimates (B) with standard errors
(SE), 95% confidence intervals (Cl), and two-tailed p-values are reported (p); EC-CQ = preschool classroom
quality; MC-PB = middle childhood prosocial behavior; MC-CS = middle childhood cognitive self-regulation.
p<.10. *p < .05. **p < .01
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Table 19. Two Level Model Predicting Teens’ Critical Reflection and Sociopolitical Efficacy
from Prosocial Behavior and Cognitive Self-Regulation During Middle Childhood

Pathways B SE 95% ClI p
MC-PB - AD-CR 0.117 0.06 [0.01, 0.21] .08
MC-CS - AD-CR 0.06 0.08 [-0.07, 0.18] A7
Control Variables > AD-CR
Age 0.01 0.11 [-0.17,0.19] .93
Gender 0.01 0.07 [-0.10, 0.11] .99
Race/Ethnicity -0.04 0.08 [-0.16, 0.09] .65
INR 0.097 0.05 [0.01, 0.17] .06
Cohort 0.11 0.49 [-0.71, 0.93] .82
Treatment Status 0.19 0.38 [-0.43, 0.82] .61
EC-PB -0.09 0.06 [-0.19, 0.01] 14
EC-EF 0.01 0.07 [-0.11, 0.12] .94
EC-EC 0.01 0.09 [-0.15, 0.16] .98
Classroom Quality -0.16 0.32 [-0.68, 0.36] .61
MC-PB > AD-SE 0.10 0.06 [-0.01, 0.21] A1
MC-CS > AD-SE 0.18* 0.08 [0.05, 0.32] .02
Control Variables > AD-SE
Age -0.01 0.08 [-0.13, 0.13] .96
Gender 0.03 0.07 [-0.08, 0.14] .64
Race/Ethnicity -0.02 0.05 [-0.10, 0.07] .73
INR -0.11 0.07 [-0.22, 0.01] A1
Cohort -0.69* 0.30 [-1.19, -0.18] .02
Treatment Status -0.31 0.19 [-0.62, 0.01] 10
EC-PB 0.10 0.08 [-0.03, 0.24] 22
EC-EF -0.01 0.08 [-0.15, 0.12] .84
EC-EC 0.04 0.06 [-0.07, 0.15] .55
Classroom Quality -0.62** 0.21 [-0.96, -0.27] .01

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, as well as preschoolers’ prosocial behavior (EC-PB),
executive functioning (EC-EF), effortful control (EC-EC), and classroom quality (EC-CQ). Standardized path
estimates (B) with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-values are reported (p); EC-
PB = prosocial behavior; EC-EF = executive functioning; EC-EC = effortful control; MC-PB = middle childhood
prosocial behavior; MC-CS = middle childhood cognitive self-regulation; AD-CR = critical reflection; AD-SE =
sociopolitical efficacy; AD-CA = critical action.

p <.10. *p < .05
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Table 20. Two Level Model Indirect Effects Predicting Teens’ Critical Reflection and
Sociopolitical Efficacy from Preschool Classroom Quality, Through Prosocial Behavior and
Cognitive Self-Regulation During Middle Childhood
Pathways B SE 95% CI p
Total Indirect Effects

EC-CQ > MC-PB & MC-CS > AD-CR  -0.01 001  [0.04,001] .23

EC-CQ - MC-PB & MC-CS - AD-SE -0.01 0.02 [-0.05,0.02] .55
Specific Indirect Effects

EC-CQ - MC-PB > AD-CR -0.01 0.01 [-0.04,0.01] .23

EC-CQ - MC-CS > AD-CR 0.00 0.01 [-0.01,0.01] .96

EC-CQ - MC-PB - AD-SE -0.01 0.01 [-0.03,0.01] .28

EC-CQ > MC-CS > AD-SE 0.00 0.01 [-0.03,0.02] .93

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, and preschoolers’ prosocial behavior, executive
functioning, and effortful control. Unstandardized path estimates (B) with standard errors (SE), 95% confidence
intervals (CI), and two-tailed p-values are reported (p); EC-CQ = preschool classroom quality; MC-PB = middle
childhood prosocial behavior; MC-CS = middle childhood cognitive self-regulation; AD-CR = adolescent critical
reflection; AD-SE = adolescent sociopolitical efficacy.

Table 21. Two Level Model Indirect Effects Predicting Teens’ Critical Reflection from
Preschoolers’ Prosocial and Self-Regulatory Skills, Through Prosocial Behavior and Cognitive
Self-Regulation During Middle Childhood
Pathways B SE 95% CI p
Simultaneous Indirect Effects
EC-PB > MC-PB & MC-CS > AD-CR 0.03 0.02 [-0.01, 0.06] 14
EC-EF > MC-PB & MC-CS - AD-CR 0.07 0.05 [-0.02, 0.16] 19
EC-EC > MC-PB & MC-CS > AD-CR 0.12 0.09 [-0.03, 0.28] 19
Specific Indirect Effects

EC-PB - MC-PB - AD-CR 002 001 [001,003 .17
EC-PB - MC-CS - AD-CR 001 002 [002004 .47
EC-EF > MC-PB > AD-CR 004 003 [001,008 .18
EC-EF > MC-CS > AD-CR 003 005 [-005011] .48
EC-EC > MC-PB > AD-CR 008 009 [008,024 .39
EC-EC > MC-CS > AD-CR 004 008 [-0.09017] .58

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, and preschool classroom quality. Unstandardized path
estimates (B) with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-values are reported (p); EC-
PB = early childhood prosocial behavior; EC-EF = early childhood executive functioning; EC-EC = early childhood
effortful control; MC-PB = middle childhood prosocial behavior; MC-CS = middle childhood cognitive self-
regulation; AD-CR = adolescent critical reflection.
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Table 22. Two Level Model Indirect Effects Predicting Teens’ Sociopolitical Efficacy from
Preschoolers’ Prosocial Behavior and Self-Regulatory Skills, Through Prosocial Behavior and
Cognitive Self-Regulation During Middle Childhood
Pathways B SE 95% CI p
Simultaneous Indirect Effects
EC-PB > MC-PB & MC-CS - AD-SE 0.047 0.02 [0.01, 0.08] .05
EC-EF > MC-PB & MC-CS - AD-SE 0.117 0.06 [0.01, 0.21] .08
EC-EC > MC-PB & MC-CS > AD-SE 015  0.14  [-0.08,0.38] 29
Specific Indirect Effects

EC-PB > MC-PB - AD-SE 001 001 [-0.01,003] .26
EC-PB > MC-CS - AD-SE 003 002  [0.01,006] .08
EC-EF > MC-PB > AD-SE 003 002 [-001,007] .28
EC-EF > MC-CS - AD-SE 008 005 [-001,016] .10
EC-EC - MC-PB - AD-SE 006 006 [-0.04015 .36
EC-EC > MC-CS - AD-SE 009 014 [-0.06,025 .29

Note. Two level multiple regression analyses were conducted. Models controlled for participants’ age, gender,
race/ethnicity, INR, CSRP cohort, and CSRP treatment status, and preschool classroom quality. Unstandardized path
estimates (B) with standard errors (SE), 95% confidence intervals (Cl), and two-tailed p-values are reported (p); EC-
PB = early childhood prosocial behavior; EC-EF = early childhood executive functioning; EC-EC = early childhood
effortful control; MC-PB = middle childhood prosocial behavior; MC-CS = middle childhood cognitive self-
regulation; AD-SE = adolescent sociopolitical efficacy.

fp<.10
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