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Abstract

Out-of-school experiences refer to the practices and activities in which children engage during
their out-of-school time. The main purpose of this study was to examine the out-of-school
experiences of children in Addis Ababa and the associated behavioral outcomes, as well as the
mediating role of parents, and the community. The study employed a convergent parallel mixed
methods design. Child participants (n = 460) from primary schools were selected using simple
random sampling and were asked to complete a questionnaire with assistance of data gatherers.
Interview respondents/parents and observation settings were selected using purposive sampling.
The tools used for data collection included Likert-type three-point scale questionnaires,
interviews, and observation check-lists. The questionnaire contained items that measure out-of-
school experiences, family engagement, community engagement, and behavioral outcomes.
Quantitative data analysis was conducted using SPSS 25, while path analysis in structural
equation modelling was performed using AMOS software. Qualitative data analysis involved a
case-by-case thematic analysis approach. The findings revealed that a great deal of number of
children spend a considerable amount of time engaged with screens, watching TV and playing
mobile games. This excessive screen time confines their social interaction and negatively
impacts their self-regulation. According to the findings of this study, unmonitored out-of-school
experiences have a detrimental effect on behavioral outcomes, including social competence, self-
regulation, and academic performance. Overall, the results of the study indicate that out-of-
school experiences significantly influence children's behavioral outcomes. Family engagement
was found to mediate the relationship between out-of-school experiences and behavioral
outcomes. While neighborhood engagement was found to be correlated with the variables under
investigation, its influence on behavioral outcomes was not statistically significant, despite the
finding that interview responses indicated as community engagement plays a crucial role. As per
the findings, it is recommended that COSEs should be monitored. Empowering children to plan
their outside school activities is helpful to make positive experiences as part of their daily
practices. Screen time must be monitored with goodwill of children and parental guidance or

support.

Key Words: Out-of-school experience, screen time, mediation, family engagement, community

engagement, self-regulation, social competence, academic achievement
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Chapter 1: Introduction

1.1.Background

Children’s behavior is shaped not only by their experiences at school but also by their activities,
environments, and interactions outside of school. This implies that childhood experiences are
part and parcel of combination of various factors that influence children’s development. The in
and out of school experiences of children have significant impact on their behavior. Research has
shown that children, who have positive experiences and interactions with their environment,
including activities outside school, tend to exhibit better behavioral change. These positive
experiences can include participating in play, sports, music, art, or clubs, which can enhance
their social, emotional, and cognitive development. By engaging in such activities, children can
improve their self-regulation, confidence, cooperation, and problem-solving skills, ultimately
leading to better behavioral outcomes (Fauth, Roth & Brooks-Gunn, 2007; Ingoldsby & Shaw,
2002). Conversely, negative experiences, such as being exposed to neglect, and violence,
bullying, gambling, or abuse, can have adverse effects on children's behavior and disrupt their
optimal development. These experiences can result in emotional and behavioral problems, such

as unease, lack of self-control, aggression, and misbehavior.

The quality of out-of-school experiences is crucial in determining children's behavioral
outcomes. It is essential to provide children with opportunities for positive experiences that allow
them to explore their interests, develop new skills, and meaningfully interact with people in their
environment where they live. By doing so, adults can promote healthy development and help
children reach their full potential (Rogoff, 2003). This indicates that childhood experiences in

general and out-of-school experiences of children in particular, have a significant influence on
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children's behavioral outcomes. However, the type and level of influence varies based on the

nature of experiences.

OSEs, and children’s interactions that occur outside of formal educational settings, can
include playing with friends, participating in community events or sports clubs, attending
religious services, and many other types of extracurricular activities. Studies conducted by
Beckett et al. (2009); Coley, Morris, and Hernandez (2004); Mahoney, Vandell, Simpkins, and
Zarrett, (2009); and Vandivere et al. (2003) show that these experiences can greatly impact
CBOs. Children who regularly engage in positive OSEs tend to have better social skills, higher
self-esteem, and more positive attitudes toward school and learning. On the other hand, children
who are deprived of access to adaptive experiences may be at a higher risk for mental health

issues, academic difficulties, and behavioral problems.

In the out-of-school experiences, various environmental factors, including family-related
factors such as parenting and daily practices, interactions with friends like play, and other socio-
cultural determinants, can influence children's socio-emotional development. In this regard,
parenting is a critical or influential factor that significantly affects children's development.
Positive parenting practices, such as showing care, warmth, and support, promoting healthy
disciplining, and encouraging children's interests, create a nurturing environment that fosters
optimal behavioral outcomes. Conversely, negative parenting practices like neglect, harsh or
inconsistent discipline, and lack of emotional support can have harmful effects on children’s

development (Barbakoff & Yo, 2002; Fauth, Roth & Brooks-Gunn, 2007).

Peer interaction through play has a significant role in children's development. As part of

influence, play provides opportunities for children to learn social skills, such as sharing,
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cooperation, and conflict resolution. Furthermore, play significantly contributes for development
of cognitive and physical skills, leading to better social, emotional, and behavioral outcomes
(Ingoldsby & Shaw, 2002; Ladd, 2005; Nsamenang, 2006). These factors are influential in the
early years when children are in a situation of interacting and forming relationships that impact
various aspects of changes, including social, emotional, behavioral, academic, and moral

development (e.g., Neighborhood Support Child Care Project - NSCCP, 2004).

Children initially gain early experiences through interaction with family members, then as
they grow older; their interactions extend to include neighbors. These experiences encompass
practices that occur within different contexts, such as at home and in the community. These are
known as out-of-school experiences (OSEs). These contexts, which integrate children with
family and community engagements, influence behavioral outcomes (Ray & Jat, 2010; Shaffer &

Kipp, 2014; Search Institute, 2009).

Children's experiences and relationships form the groundwork for a broader variety of
afterward developmental outcomes that are essential for self-regulation and academic
achievement. Moreover, children's ways of interacting influence behavioral outcomes such as
self-regulation, including their ability to control aggressive impulses and resolve conflicts non-
violently. This encompasses their ability to differentiate what is right or what is wrong,
acceptable or unacceptable, helping or harming, and to develop and maintain casual friendships
and intimate relationships with others (National Scientific Council on the Developing Child,

NSCDC, 2004).

During OSEs, contexts are viewed as environments or settings that espouse children, their

family, and the community which influence behavioral outcomes. These contexts involve social
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interaction and relationships. According to Bronfenbrenner (1994), a child is at the center of a
system composed of circles of context within the overall environment. In such contexts, there are

individual differences in the types and levels of experiences.

Different levels and types of everyday experiences within children's living environments
are associated with behavioral outcomes, such as self-regulation and social competence (Smyke
et al., 2007). The out-of-school environment, which influences behavioral outcomes, includes
interactions with peers, family, relatives, and community members (Ingoldsby et al., 2012). The
nature or type of living environment is therefore crucial for determining the experiences to which
children are exposed. Based on the type of setting, experiences can have positive or negative
impacts. Positive experiences have a constructive advantage for behavioral outcomes, while
negative experiences are destructive. For instance, Kardefelt-Winther (2017) has shown that
children's engagement with digital technology is increasing globally, but there are concerns
whether such engagement is helping or harming. Constructive child engagement is crucial for
overall positive development, especially in terms of behavioral outcomes such as self-regulation,

social competence, and academic performance.

Eminent OSEs encompass all activities, interactions, services, protections, and provisions
offered and acquired (Lamb, Bornstein & Douglas; Belsky in Belay & Hawaz, 2015). It is
important to note that quality early experiences are socially constructed, culturally bound, and
context-specific (Arnold indicated Belay & Hawaz, 2015; Ingoldsby & Shaw, 2002; Smyke et
al., 2007). Salkind (2002) highlights the critical role of OSEs in developing social skills. Salkind
also mentions that there are over 28 million children whose parents work outside the home or far

away from home. As a result, these children engage in activities at home after school.
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Positive OSEs, along with supportive and caring familial and neighborhood roles,
contribute to adaptive social competence and better self-regulation (Search Institute, 2009;
Smyke et al., 2007). The literature suggests that children who receive support from both family

members and neighbors experience positive changes in their behavior.

Childhood OSEs, family and community engagements (such as parental level of
availability, peer interaction, and neighborhood support and follow-up) play a pivotal role as part
of the context in which children grow. Previous studies (e.g., Heikamo, Trommsdorff & Fasche,
2013; Salkind, 2002) have indicated that these factors have a significant influence on behavioral
outcomes; like social competence, self-regulation, and academic achievement in school-age
children. Though previous researchers and theoreticians unanimously acknowledge that early
experiences are crucial for learning and development, the impact of out-of-school experiences of
children and the mediating role of family and community engagements in these experiences in
Addis Ababa are not well-known. To date, there has been no comprehensive scientific research
conducted on this topic, particularly among school-age children. It is important to note that the
out-of-school context is fluid, dynamic, and less formal (Ingoldsby, Shelleby, Lane & Shaw,
2012; Smyke et al., 2007), which may expose children to both positive and negative influences
on their behavior. Given this context, it is imperative for parents to be involved and for
neighborhoods to provide a positive environment that can affirmatively contribute for children's

behavioral outcomes.

At global level, children have various forms of exposures and experiences in their pertinent
environment. Very many literatures (such as Bansal, Thind & Jawsal, 2006; George & Rajan,

2012; Kane, 2004; Leff & Lakin, 2005; Roche, Astone & Bishai, 2007) focused on after school
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institution based on experiences in the Western context. In the African and Ethiopian context, it
IS not very common to have institutions for afterschool time rather collective care giving and

socialization are common in most African settings (Nsamenang, 2006).

1.2. Statement of the problem

Out-of-school environment is expected to support the overall development of children by
promoting their emotional, social, physical, and intellectual well-being. However, several
researchers (Fauth, Roth, & Brooks-Gunn, 2007; Ingoldsby et al., 2006; Leventhal & Brooks-
Gunn, 2003; Luthar, 2003; Morales & Guerra, 2006) have found that the complex nature of these
environments, in conjunction with the family and community, makes it challenging to achieve

desired behavioral outcomes in children.

Child out-of-school environment involves interactions between children, families, and the
community, including peer interactions, neighborhood involvement in child guidance, and
follow-up. The interactions of children with the environment should include sensitivity and
responsiveness to the child's needs, positive affection, frequent communication, and cognitive

stimulation through play (Atkins-Burnett et al., 2015).

The communication and interaction between the home and childhood settings are crucial as
they create a positive and engaging environment for the child. This is demanding of a meaningful
and ongoing relationship between the family and the childhood environment, which directly or
indirectly impacts the child's behavioral outcomes. For instance, Blerta (2019) highlights that

parental involvement and friendships play important roles in predicting social competence.
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Additionally, child-peer and child-adult relationships also contribute to the child's behavioral

outcomes (Atkins-Burnett et al., 2015).

Previous studies have shown that sharing information between family members and the
community allows parents to better understand their children and provide them with supportive
experiences. The experiences and interactions within the child's ecology, including the family
and community, are crucial for ensuring positive behavioral outcomes and overall development.
The child's relationships with the community play a vital role in their social and emotional
development and can serve as predictors of their future behavior. At the same time, children
actively construct their own understanding and benefit from initiating and monitoring their own
learning activities, as well as engaging in play with their peers (Buhl, 2007; Fauth, Roth &
Brooks-Gunn, 2007; Grusec, 2015). The quality environmental context refers to striking a
balance between children's positive engagement with family and community support and
guidance. Children of all ages need interactions that stimulate academic activities outside of
school, nurture social competence, and encourage self-regulation. These interactions include
consistent responsiveness and a high level of availability from parents and neighbors. Therefore,
it is essential to create an environment of trust that provides a safe and familiar place with
predictable patterns of things, people, and events, supporting adaptive and positive experiences

for children (Atkins-Burnett et al., 2015).

Parke and Buriel (2008) emphasized that family, media, and peers are key agents that
influence child behavior outcomes. They also pointed out that these parties function collectively
rather than as separate or independent influences. While they acknowledged the critical role of

families in nurturing and supporting children, they did not address the mediating role. In this
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sense, Parke and Buriel did not explore how families mediate child experiences and interactions,

despite children actively constructing their experiences (e.g., Santrock, 2006; Lindon, 2012).

The physical availability of parents and their level of involvement in supporting and
following up with their children have a significant influence on various aspects of their
behavioral outcomes (Carl, 2007). It is important to note that positive engagement and exposure
to age-appropriate experiences align with the developmental expectations of children. This

includes how a family helps children manage their behavior.

The impact of family engagement, such as parental physical availability and level of
involvement, on child behavioral outcomes is influenced by the type, extent, and conditions of
parents' and family members' work or employment (Englund, Luckner, Whaley & Egeland,
2004; Hornby & Lafaele, 2011). Particularly for children of working parents, especially those
who work outside the home, returning to an empty home after school is a common experience
(Salkind, 2002). Studies have shown that uncontrolled or less supervised out-of-school activities,
such as watching television or playing computer games, are less beneficial compared to
structured and monitored engagements (Chung, 2000). Chung emphasizes the advantages of
after-school programs in terms of providing a safe environment and improving academic
performance, self-confidence, and social skills. However, in countries like Ethiopia where after-
school programs are not available, it becomes crucial to investigate how children spend their

time outside of school, given the absence of structured settings in the Ethiopian context.

The development of children's social, emotional, and self-regulation skills requires

favorable engagements both at home and outside the home. The community, particularly the
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family, plays a vital role in nurturing children by providing guidance and facilitating positive

behavioral outcomes such as social competence and self-regulation (Ingoldsby et al., 2012).

Understanding the role of parent involvement in activities outside the family is essential to
create conducive settings for child behavioral outcomes. Active family engagement in children’s
out-of-school contexts acts as a protective mechanism. However, little research has examined the
extent of parents' availability, guidance, and follow-up related to their children's exposure in
specific contexts, as well as their strategies for structuring and monitoring these experiences. For
instance, how frequently do parents allow their school-age children to play outside the home? Do
parents actively safeguard their children from negative influences by enrolling them in positive

out-of-school activities?

Access to positive community resources, such as cooperative values and trust among
neighbors, plays a crucial role in protecting children from conduct problems and promoting
positive behavior. However, it is important to understand the level of interaction and trust parents
have with their neighbors. Conversely, if parents are overly protective in keeping their children
safe during out-of-school experiences, it can affect the protective effect of parental involvement
in relation to the link between neighborhood quality and behavioral outcomes (Supplee, Unikel

& Shaw, 2007).

Social and environmental factors, such as the communities in which children live and
grow, significantly impact children's behavioral outcomes during out-of-school experiences.
Therefore, it is vital to explore and consider the relationships between these factors and the
contextual influences on children. Goldfeld et al. (2015) found that the community, particularly

the neighborhood, has a significant influence on childhood behavioral outcomes.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 24

Family engagement is essential in providing children with access to positive out-of-school
experiences. By communicating, supporting, and actively participating in their children's lives,
families can ensure that children have opportunities for enriching activities that positively affect
their overall development. Highlighting the importance of out-of-school experiences and family
involvement in nurturing learning, thinking, and academic achievement, Zimba (2011)
recommended that families and parents in particular, foster responsibility in their children's
development. This can be achieved by assigning household chores such as cleaning bedrooms,
taking care of the yard, looking after younger siblings, and washing dishes. Zimba added, "These
chores should be utilized as tools for development and learning"” (p. 145). However, Zimba did
not specify the level or extent of engagement with household chores. Identifying enabling and
protective factors in diverse contexts can support families through mentoring and follow-up,
aiding in preventive measures and providing support. Few studies have observed similar
characteristics of intra-familial contexts across multiple out-of-school settings, and these
contextual factors have been associated with child behavioral outcomes (Fauth et al., 2007).
Previous researchers have noted the challenges and complexity of measuring contextual factors.
Despite these challenges, prior research has shown that constructive family interaction and the
neighborhood environment have a positive impact on children’s development. Unlike in Western
countries, where most research is conducted, in Ethiopia the majority of families live in a
collectivistic manner (Belay & Dawit, 2015). Due to this cultural difference, conducting a study
in Addis Ababa, a city with diverse cultures and socioeconomic backgrounds, is crucial

according to the researcher's experience.

According to studies, many authors focus on institution-based practices, especially after-

school care-related practices, when discussing out-of-school environments or settings (OSEs).
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These studies do primarily address the socio-cultural and socio-economic backgrounds in
developed countries. However, it is believed that the situation may be different in developing
countries. Therefore, this research was aimed at exploring OSEs, mediating role of family and

community engagement, and related issues in Addis Ababa.

A large number of research endeavors supports the need for further investigation into OSEs
and contexts in relation to children's behavioral outcomes, such as social competence, self-
regulation, and academic achievement (Ingoldsby et al., 2012). Unlike school experiences, OSES
are less formal and lack structured follow-up and supervision. As part of outside school
experiences, investigating children’s engagement with screen (such as TV and gaming), and
interaction of children with media environment are worthy due to the swift change in such
settings (Bethlehem & Yekoyealem, 2023). Therefore, this study aims to uncover the nature and
extent of child OSEs, family and neighborhood engagements, and their influence on behavioral
outcomes. Getalem and Armaye (2015) have indicated that the Western media play a critical role
in eroding behavior and maintaining social competence. Although their study focuses on the
youth, they found out that watching satellite TV can have a negative influence on any member of

the community. However, they did not explore this specifically in middle childhood.

OSEs have varying effects on behavioral outcomes, such as social competence, self-
regulation, and academic achievement. These experiences are influenced by factors such as the
extent to which parents, children, and playmates in the neighborhood initiate free play activities.
Although many studies emphasize the role of early experiences in child development, the
attributes and features of these experiences remain contested, particularly in terms of the

mediating role of family and community in shaping the context. This study focuses on the
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contribution and hindrances of out-of-school experiences (COSESs) on child behavior outcomes,
particularly self-regulation, academic achievement, and social competence. It also examines the
mediating role of family and community engagements. Specifically, the study looks at
parental/guardian availability, the child's positive and negative experiences, and family and

community interactions.

Child behavioral outcomes encompass social competence, academic achievement, and self-
regulation. However, the specifics of the type, level, and influence of children's out-of-school

experiences on their behavioral outcomes still require further research.

There are several gaps in the current understanding. First, the various characteristics of out-
of-school contexts result in unique forms of experiences. Second, there is a lack of research on
afterschool care provision centers, particularly in developed countries. Third, previous research
on out-of-school experiences in Addis Ababa, Ethiopia has been limited. Existing studies have
primarily focused on children's schooling and academic engagement, rather than their out-of-
school activities and engagements. Therefore, this study aims at investigating the role of out-of-
school experiences, perceived family and community engagements, and their impact on child
behavioral outcomes within a specified theme. Additionally, there is limited knowledge about the

type, level, and role of out-of-school experiences among children in Addis Ababa.

One of the key motivations for this study is the concern of many parents regarding the
safety and security of outside school settings during out-of-school hours. Hence, it is vitally
important to investigate how children spend their time and in what activities they are engaged in
to prevent harmful or irrelevant experiences and thereby play or promote positive roles in

suitable activities.
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With regard to the inquiry into the mediating and moderating effects of family and
community engagements, there are different arguments. For example, Galindo and Sheldon
(2012) studied the mediating role of family involvement in school-home connection and
academic achievement. They indicated that family involvement has an impact on learning
outcomes. Carlson (2006) also studied the mediating role of parents in the family structure and
behavioral outcomes. On the other hand, Beauchaine, Webster-Stratton, and Reid (2005) studied
the mediating and moderating effects of parents on children's conduct. Although there are
different studies considering family involvement as either a mediating or moderating variable,

this study focuses on the mediating role of family and community engagement.

1.3. Research Questions

The research questions of the study are the following.

What are the; a) children’s out-of-school engagements (type, quality, and level), b)
family and community engagements in managing children’s out-of-school experiences,
and c) associated children’s behavioral outcomes?

How do these variables relate with one another?

a. How is children’s out-of-school engagement related to their behavioral outcomes?

b. How do family and community engagements shape children’s out-of-school
experiences?

c. How are family and community engagements related to children’s out-of-school
engagement?

What is the mediating role of family and community engagements in the relationship

between children’s out-0f-school experiences and children’s behavioral outcomes?
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1.4. Significance

This study is important for policy makers, practitioners, researchers, and organizations that
prioritize children's wellness. It aims to uncover the current experiences of children in non-
school settings. The study has significant implications for understanding the current situation of
children's out-of-school experiences. It can also inspire further research on both positive and
negative engagements, as well as the role of family and community engagement in mediating
these experiences. Moreover, the study explores how these experiences influence the behavioral
outcomes of children in urban settings. In general, it contributes to the existing knowledge on
child out-of-school experiences, family and community interaction, and their impact on social

competence, self-regulation, and academic achievement of children.

1.5. Delimitation/Scope

The scope of this study includes participants from sixteen selected primary schools (grades 3 to
6) in Addis Ababa. Specifically, it encompasses eights sub-cities: Addis Ketema, Bole, Arada,

Kolfe Keraniyo, Gulele, Lideta, Kirkos and Yeka.

The inclusion criterion is children aged between nine and twelve years. Developmental
psychologists (e.g., Salkind, 2002; Santrock, 2006) suggest that children in this range of age,
during late childhood, have significant interactions with the external environment. Therefore, this
study focuses on their experiences outside of school. Children aged seven to nine were excluded

from the questionnaire analysis due to difficulties in gathering data.

The research specifically examines OSEs (positive and negative engagement), the

mediating role of family and community engagements, and the behavioral outcomes (social
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competence, self-regulation, and academic achievement) of children. These topics delineate the

boundaries of the study.

1.6. Operational Definitions

A. Children’s Out-of-School Experiences

Out-of-school: - refers to off school hours. It represents hours when students get back or come
back from school, weekends, semester break and summer vacation. Out-of-school indicates

the context where children stay for instance at home and/or out of home setting or milieu.

Out-of-school experiences: - incorporate daily activities or tasks that children do at home in a
family (work for income, homework and study, home chores, TV watching, computer
games, gambling, and even stealing) and community interaction. Out-of-school
experiences encompass positive and negative engagements (see: positive engagements and

negative engagements).

Positive engagements: contain children’s engagement in home chores, work for income;

homework and study; scheduled TV watching, monitored outdoor play and games;

Negative engagements: gambling, stealing, bullying, fighting, untailored home chores and

overloading work for income; unmanaged TV watching, outdoor play and games
B. Family engagement

Family engagement: represents supporting children in their out-of-school experiences (by parents,
guardians, elder siblings, and other family members). It refers to care, support, guidance,
mentoring and follow up. It is measured by duration of physical availability and level of

availability.
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C. Community engagements

Community engagement: refers to level, type, and quality of interaction with peers, and
neighbors’ involvement in guidance and follow up of children based on perceived response of

parents.

D. Child behavioral outcomes

Child behavioral outcomes: - represent self-regulation, social competence, and academic
achievement. The behavioral outcomes are here representing boys and girls whose age is
from seven to 11 years (students from grades one to four). The measurement is by using

questionnaire adapted.

Self-regulation: - is the ability to appropriately respond to his/her environment and the child's

ability to control his/her emotion in interaction.

Social competence: - positive, or negative and cooperative interaction with other children at play

and relationship with neighbors.

Academic Achievement: - refers to average score of a student from all subjects during the very

recent semester.

Screen time: - represents the number of hours spent on watching television, mobile gaming, and
related exposure to gadgets. One hour exposure per day is maximum time and screen time

is high when children spend more than this.
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Chapter 2: Review of Related Literature
2.1. Overview

This section presents a review of related literature which focus primarily on out-of-school
experiences (such as parental/guardian contribution or role, children's engagement, and
neighborhood support) and their impact on behavioral outcomes (including the development of

social competence in children, academic achievement, and self-regulation).

The purpose of this review is to clarify the issue at hand and discuss the existing research.
This is achieved by consulting articles from journals, books, and other publications in hardcopy
and electronic formats, as well as various sources. In order to better understand the variables and
factors associated with the case in hand, relevant sub-topics are provided in this section of the

proposal.

The researcher has included sub-headings such as theoretical framework, empirical
justification, conceptual framework, and summaries thereof with expected predictable
implications. These sub-headings are used to organize the literature review and highlight the
researcher's understanding of the factors under investigation. Additionally, this section offers a
broader perspective on early development and emphasizes the significance of contextual factors

in shaping up children's behavioral outcomes.
2.2. Theoretical Justification

In this study, Bronfenbrenner's Ecological Systems Theory and Social Learning Theory are used

as the foundation. Additionally, the study also considers the Developmental Niche Theory.
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2.2.1. Bronfenbrenner’s Ecological Systems Theory

Ecological systems theory examines the links between the home/out-of-school environment and
school in relation to children’s behavior. In this theoretical framework, the child is at the center
of the system, surrounded by the family and encompassed by the school, school policies,
community, culture, and so on. This system is comprised of various components with different
influences on the child, depending on their proximity (from closest to furthest away):
microsystem, mesosystem, exosystem, macrosystem, and chronosystem. This research focuses

on the first two systems: microsystem and mesosystem (Bronfenbrenner, 1994).

All the influences that affect the child, whether at home or in school, are part of the
microsystem. The mesosystem consists of interacting microsystems. The microsystem segment
represents the nearest contexts in which the child lives, plays, and moves. The people and
institutions that the child interacts with within this environment make up the microsystem. This
can include immediate family members (parents, siblings, etc.), childcare and school teachers
and peers, and possibly neighbors and local play areas, depending on the child's age. Schools and
religious institutions or spiritual groups are also part of this system. In the early stages of
childhood, the number of elements in microsystems is small. These microsystems exist within
the mesosystem layer (Bronfenbrenner, 1994). It is important to research how children
experience these different settings, especially in out-of-school situations, which are often

unstructured and lack follow-up.

Within the mesosystem, the family and school structures, parents and caregivers interact to
contribute to a child's academic, social, and emotional development. The mesosystem signifies

the interconnections between two or more settings in the entire system, where the developing
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child is an active participant. When there is a supportive relationship with mutual trust, a positive
point of reference, and open communication between the settings, the developmental potential of
both the home and school is enhanced (Bronfenbrenner, 1994). The child's experience becomes
positive when caregivers and parents work together to engage in inclusive communication and
positive interactions that consider the child's needs (Lerner, Easterbrooks, Mistry, & Weiner,
2003). Brofenbrenner (1994) identified that child behavioral outcomes are the result of
multifaceted and reciprocal exchanges between individuals and interconnected ecological
contexts, as well as multiple interactions within and between these contexts (Lerner et al., 2003).
Therefore, participation in childcare can be expected to significantly influence the development
and promotion of behavioral consequences, such as social competence, due to the complexity of

family systems (Lerner et al., 2003).

During the early years, Lerner and colleagues (2003) noted that children learn whether
their environment is supportive and predictable based on the convenience of the context in which
they interact. This increases the likelihood of the child experiencing a stable, consistent, and
secure environment. The mesosystems, as part of the theory, refer to the interactions individuals
have with others, such as parents with childcare providers or neighbors with each other in
microsystems. Previous literature has indicated that although the child is not directly involved in

the mesosystems, they are still influenced by them.

According to the ecological model, environmental components are interrelated and interact
with each other. This interrelationship creates a complex setting in which the child grows. It has
been underscored that the child is not a passive recipient of their surroundings but s/he is rather

at the center of the model, interacting directly and having interdependence with individuals in the
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microsystems. The effects of this interaction appear to be bidirectional, as people influence the
child and vice versa. Additionally, nothing remains unchanged, and therefore the child, systems,
and environments are continuously shifting. As time passes, the child grows, and contexts
change, milestones and life events occur. Therefore, ongoing research on this progression is

necessary.

Figure 2.1

The child and the environment containing systems

Ideologies

Source: (Bronfenbrenner, 1994).
The above graph shows the relationship of the child with environment and the elements in the
environment where they learn, live, play, and lead their daily life. Those parts of the environment
which are closer to the child have more influence at this age. The setting where children play,

and stay have different forms and levels of impact.
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2.2.2. Social Cognitive Theory

According to social cognitive theory (Bandura, 1986), individuals learn many social behaviors
by observing others (Rice et al., 2011; Torres, Howard-Hamilton & Cooper, 2003). The authors
also note that this theory assumes that all behaviors, whether socially competent or incompetent,
are developed and maintained through three regulatory systems that create a reciprocal

interaction between the person and their environment.

Children learn by observing the behavior of others and the outcomes of those behaviors.
The second principle is that learning can occur without a change in behavior. Thirdly,
behaviorists argue that learning must be represented by a permanent change in behavior. In
contrast, social learning theorists state that because people can learn through observation alone,
their learning may not necessarily be evident in their performance. Literature has also added that
learning may or may not result in a change in behavior, and cognition plays a role in individual

learning (Rice et al., 2011).

Social learning theory is considered a link or transition between behavioral and cognitive
learning theories. Individuals' behavior is influenced by their awareness and expectations of
future reinforcements or punishments. Therefore, it is necessary to research parents' availability,
involvement, and role in creating positive learning experiences for children in order to promote

beneficial behavioral outcomes (Bandura, 1986).

Bandura's Social Cognitive Theory, formerly known as social-learning theory, emphasizes
the motivating and self-regulating role of cognition in human behavior. It includes observational

learning, which is the most important mechanism through which human behavior changes.
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Observational learning, as part of the social cognitive theory, refers to changes in behavior that
occur by observing the behavior of others. Human agency, self-efficacy belief, and reciprocal

determinism are key aspects of social-cognitive theory.

Human agency refers to the ways in which people deliberately exercise cognitive control.
Reciprocal determinism, on the other hand, represents the mutual influences among the person,
the person’s behavior, and the environment (Bussey & Bandura, 2004). Social cognitive

researchers have explored children's concepts of self, others, minds, and social interaction.

2.2.3. Developmental Niche Model

The Developmental Niche considers the cultural aspects of child rearing and childcare in child
development, bringing together three components: the physical and social settings in which the
child lives, child-rearing and child care practices, and the psychology of caregivers (Super &

Harkness, 1986).

Super and Harkness emphasize that the developmental niche is a theoretical framework for
understanding the cultural guidance of a child's micro-environment, and it aims to describe the
child's experience of the environment to better comprehend the developmental process. This
model addresses the living environments and child-rearing practices. While age-specific
influences are not explicitly indicated, the Developmental Niche model recognizes the

importance of settings and practices that should be studied across different human contexts.
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2.3. Children’s Out-of-School Experiences in Context

Out-of-school experiences of children occur in various contexts and involve different individuals
and groups. Children engage with other children through play and shared responsibilities. They
also interact with parents at home and as a matter of fact, the availability of parents plays a role.
Additionally, children have experiences with movies, playing materials, and objects. They
interact with neighbors and relatives as well. This section of the review discusses the existing
research on this topic and highlights what has and has not been done by previous researchers in

relation to these themes.

Electronic media, including radio, video games, television (TV), movies, mobile phones,
and computer games, play significant roles in children's daily lives. Media has the potential to
profoundly impact the behavior of children, both positively and negatively. It is widely
acknowledged that media can have negative effects on child well-being, such as promoting
violence, bullying, obesity, fighting, drug abuse (such as tobacco and alcohol), and risky sexual
behaviors. However, media can also have positive effects on child behavior. It is important for
families to find ways to optimize the role of media in society by harnessing its positive attributes
and minimizing its negative impact. Ultimately it’s good here to pinpoint that parents need to
gain a better understanding of how to counteract the negative effects of media and make it a
more positive influence (Ray & Jat, 2010). This research supports the idea of mediating the

involvement of family and community in children's media engagement.
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2.3.1. Family involvement in children's experiences

The child's context includes family members (such as parents, siblings, maid, and other close
relatives), neighbors, and any other institutions in the surrounding community. Understanding
children's development requires considering their family, school community, and the larger
community at large. Children should be encouraged and supported to explore new cultural and
relational experiences while still maintaining their ties to their family's cultural background.
Early childhood settings should respect and reinforce the interactions and cultures children have

at home (George & Rajan, 2012).

According to the developmental-ecological theory proposed by Bronfenbrenner (1994), a
child's behavior is influenced by environmental factors and interpersonal processes that occur in
a multiple of contexts. In infancy and early childhood, children's experiences are primarily
limited to the settings and relationships closest to their caregivers, such as their home and family.
Parents play a significant role in organizing and structuring children's exposure to both their
home environment and out-of-home settings. However, as children transition into school age,
their environment expands rapidly (Ingoldsby et al., 2012).According to Zimba (2011), parents
or guardians should play a role in fostering the responsibility and development of children by
allowing them to do household chores. However, it is unclear whether these roles are being
carried out in the study area being proposed. Additionally, previous studies do not adequately

indicate the extent and duration of activities for children.

George and Rajan (2012) have shown that family members, especially parents, have
various roles such as acceptance, punishment, protectiveness, responsiveness, rewarding,

understanding, encouragement, rapport, and emotional affiliation. On the other hand,
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maltreatment such as non-criticalness, permissiveness, and extreme behavior may occur in

response to child engagement.

Acceptance refers to considering the child as satisfactory and welcoming. Parents should
unconditionally accept their children regardless of their behavior, but this does not mean they
should be lenient without any follow-up. The way children feel accepted or rejected is directly
related to how parents behave towards them, and this difference in parental acceptance is sure to

affect the behavior of the children.

Parental engagement is essential for the protection and discipline of children. Discipline is
seen as a way to punish undesirable behavior and prevent or discourage such behavior in the
future. However, discipline is now being viewed more positively as providing needed structure
and guidance for children. It is seen as similar to the outcomes they will face in the real world

based on their behavior (George & Rajan, 2012).

According to Desforges and Abouchaar (2003), parental involvement encompasses a wide
range of activities. To understand the influence of different forms of spontaneous involvement, it
is important to focus on the specific type of involvement that leads to desirable behavioral
outcomes. Therefore, it is reasonable to conduct a study on the mediating role of parents in

facilitating out-of-school settings where childhood experiences primarily occur.

A healthy relationship is a characteristic of a good enough family. This relationship helps
structure the out-of-school setting for children (George & Rajan, 2012). In turn, this may instill
desirable qualities in children and help them achieve success in developing desirable behavioral

outcomes. Participatory rule-making and decision-making with children are also characteristic of
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family engagement. This can make children feel a sense of worthiness and protect them from
negative out-of-school engagements. It also develops interpersonal skills, leading to better
interactions with peers and making children more socially adept and likable (George & Rajan,
2012).The out-of-school environment, which encompasses the physical, social, and
psychological conditions in which a child grows, plays a crucial role in their development. Right
from the start, a child's home is their primary place of learning. As a vital agent of socialization,
the home environment significantly influences the effective communication of values and culture
to the child. Insufficient support in terms of child mentoring and care within the home may lead
to confusion for the child and potentially negative behavior outcomes. The home environment,
consisting of both physical and emotional components, collectively shapes a child's experiences

and outcomes (e.g., Nsamenang, 2006).

As stated by Ingoldsby and colleagues (2012), during the school-age years, children spend
approximately half of their awaken hours in school, while also engaging in various activities
outside of school where parents, peers, and other adults play prominent roles. Additionally,
children gradually begin spending more time in their neighborhoods and other public places.
This expanded social landscape serves as a facilitator for children’s social, emotional, and
behavioral development, as they acquire essential interaction and self-regulation skills through

various relationships and settings.

Research results by Bansal, Thind, and Jaswal (2006) and Ingoldsby et al. (2012) show that
positive engagement in out-of-school experiences, including neighborhood settings, is associated
with better long-term developmental outcomes, particularly in terms of social competence and

self-regulation. However, the transition to school can also lead to the emergence of adjustment-
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related problems for children. This period of entering new extra-familial environments
introduces additional developmental tasks and situational demands which may increase the

likelihood of challenges in socio-emotional development and the formation of relationships.

Out-of-school hours provide children with important opportunities to develop relationships
and engage in various activities outside of their families (Mahoney et al., 2009). Families have
choices in terms of the settings, activities, and level of supervision for their children during after-
school hours. Some settings focus on academic enrichment, skill development (such as arts), and

physical activities (Ingoldsby et al., 2012).

While high-quality out-of-school experiences can lead to positive outcomes, children may
also face risks in unstructured environments (Durlak & Weissberg, 2007). Family members,
especially parents, play a crucial role in protecting children from these risks. During unstructured
time, children have the opportunity to engage in leisure activities, interact with peers, develop
problem-solving skills, explore different interests, and build self-confidence (George & Rajan,

2012).

According to Ingoldsby et al. (2012), if children spend their out-of-school time in highly
unstructured environments without adult supervision, they may be more likely to engage in
deviant or problematic behavior. However, the specific types of problematic or maladaptive
behaviors were not detailed in their study. Negative engagements could include destructive

behavior, engaging in gambling, or stealing.

Informal adult care, such as community or neighbor's care, as well as home-based care

provided by relatives or non-relatives (such as sitters or nannies), is experienced by children in
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their residential area while they are out-of-school (Sarampote et al., 2004). Few studies have
examined the structural features and activities in informal adult care settings during the
preschool and school years or linked these factors to child development challenges. However, it
has been suggested that children in informal adult care may spend more time watching TV and
engaging in solitary unstructured activities, and less time interacting with peers (Ingoldsby et al.,
2012).Self-engagement and self-care: Self-care involves a child taking care of themselves, either
alone or with older or younger siblings. According to Smith (2002), children in developed
countries spend an average of 6-9 hours per week in self-care. However, this research mostly
focuses on individualistic cultures. It is important to study self-care in developing countries, such
as Africa and Ethiopia. While self-care can promote responsibility and autonomy in certain
cases, it has more negative outcomes when experienced at younger ages. Self-care is particularly
challenging for children in disadvantaged contexts, as they may be exposed to higher rates of

deviant behavior among peers and adults in their neighborhood (Ingoldsby et al., 2012).

Although self-care is rarely directly examined, studies show that low supervision poses
risks. The amount of unsupervised time out of school is related to behavior problems, including
vulnerability to maladaptive behavior and substance abuse (Coley, Morris, & Hernandez, 2004).
These associations are stronger among low-income children (Ingoldsby et al., 2012).

Consequently, this study aims to explore negative aspects of unsupervised out-of-school time.

Children who frequently have unsupervised time out of school during early elementary
years have lower social skills compared to children who are supervised (Pettit and colleagues
cited in Ingoldsby et al., 2012). However, the structure of the self-care arrangement can impact

socio-emotional wellbeing. Among children in self-care, those whose parents require them to
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stay at home after school are less likely to engage in undesirable behaviors than children who are
allowed to spend time alone at home with a peer or sibling, or those who are allowed to go out
with peers away from home (Ingoldsby et al., 2012). On the other hand, being the only child
alone at home can have negative consequences for a child's behavior and social competence.
Some parents do not allow their children to interact with adults or peers during after-school

hours, limiting opportunities to develop social, emotional, and behavioral skills.

Parent-Care: School-age children are cared for by a parent or guardian during their out-of-
school hours (NSCCP, 2013). However, there is little research on the structural characteristics or
children's activities when being cared for by their parents during these times. This information
could provide valuable insights about the qualities of this setting. An important factor in
understanding how out-of-home factors and experiences affect children's behavioral outcomes is
the availability and involvement of parents. From an ecological perspective, as children spend
more time in out-of-home contexts, parents play a key role in structuring and managing the
social environment to promote their children's success. This includes ensuring quality child care,
follow-up, and engagement in pro-social activities with peers and adults (Dishion & McMahon,

1998).

Parental involvement, which includes monitoring, networking with adults and other
families, acquiring child-centered resources, gathering knowledge of children's activities and
relationships, and participating in the child's community, has been shown to be strongly
associated with behavioral outcomes, particularly social competence in early childhood, and acts
as a protective factor against maladaptive behavior (Dishion & McMahon, 1998). However,

there has been relatively little research on issues such as parents' physical availability, level of
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availability, active engagement, and monitoring in out-of-home contexts during the transition to

school-age.

Adults can help enhance positive behavioral outcomes, particularly social competence, in
children by minimizing negative experiences such as aggression and bullying, and structuring the
context to maximize learning and development of positive social skills. Low levels of adult
supervision during out-of-school hours may increase opportunities for deviant behavior among
peers. The quality and quantity of adult supervision during out-of-school hours have been linked
to behavior problems in the present and the future (Ingoldsby et al., 2012) across various out-of-

school contexts.

Pierce and colleagues (cited in Ingoldsby et al., 2012) found that children who experienced
low levels of adult supervision during out-of-school hours frequently had lower social skKills,
lower pro-social behaviors, and higher levels of child-reported misconduct compared to children
in other out-of-school arrangements. In low-income school-age children, transitioning from more
formal to unsupervised out-of-school care resulted in an increase in externalizing problems
(Roche, Astone & Bishai, 2007). It is important to note that adult monitoring within out-of-

school contexts is a significant yet understudied factor.

In informal out-of-school settings, adults often provide remote forms of surveillance (e.g.,
monitoring out-of-school activities through telephone). However, distal supervision has been
found to be associated with increased exposure to negative influences from peers and others

(Ingoldsby et al., 2012).
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Out-of-school quality and relationships with adults and peers: The core aspect of out-of-
school quality is associated with a reduced risk of problems; it is the presence of caring
relationships between parents/guardians or other caretakers and children (Eccles & Gootman,
2002). Most of the research has been conducted with preschool-age children in center-based care
or with older children in structured after-school programs, although there is some evidence that
this association is found across different types of settings. For example, poor qualities in the
child care-provider and child relationship (e.g., high conflict, low closeness) predicted

problematic behavior (NSCCP, 2013).

Parent-child and peer relationships in childhood are distinguished by their degree of role
asymmetry, with the former characterized by complimentarily and the latter by more equalitarian
or reciprocal exchanges. On the other hand, sibling relationships involve both kinds of roles
(Ingoldshy et al., 2012). Although sibling relationships are peer-like in some ways, age and birth
order differences mean that older siblings may assume the role of caregiver and/or model.
Indeed, in childhood, as children spend increasing amounts of time outside the family, older
siblings are often looked to as sources of information, guidance, and advice (e.g., on peer

experiences, play) in areas where parents have less monitoring role (Lerner et al., 2003).

With the exception of examining distal supervision in self-care settings, there has been
little empirical study of parent involvement in after-school contexts (Caspe, Traub & Little,
2002). In relation to neighborhood contexts, there is evidence to suggest that high parent
involvement and restricted exposure to deviant peer groups in the neighborhood (Ingoldsby et
al., 2006) can reduce behavioral problems in disadvantaged neighborhoods, but perhaps only up

to a certain threshold of community-level threat (Tolan et al., 2003). How does collective
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parenting come into play, especially when there is high acquaintance and interaction in the

neighborhood?

There may be culturally based differences in how families make decisions regarding
contextual experiences that may impact the extent of a child's socio-emotional development.
However, the literature examining the potential mediating effects of background diversity on the
association between extra-familial contexts and conduct problems is sparse, with little consensus
on the mechanisms of effects and mixed results with respect to the directionality of findings

(McLeod & Nonnemaker, 2000).

In summary, the type, structure, and activities of care and support in the residential area
and surrounding of a child appear to be important contributors to the behavioral outcomes of the
child, but findings need to be considered within socio-demographic contexts. Previous findings
suggest that low structure and supervision within after-school settings may occur more often
among low-income children and may be more strongly related to problem behavior than for
children living in middle- or high-income families. This proposed research will investigate the
contributors and determinants from the parents' side, child engagement, and behavioral outcomes

of children following out-of-school experiences.

2.3.2. Children’s Out-of-School Engagement

In the out-of-school experiences, child engagement could occur at home or out-of-home
environment. In addition, the context of activities that children perform matters in determining
their behavioral outcomes. The activities that children execute may be home chores, work for
income, doing homework and study, watching TV/movie, computer/mobile games, outdoor play,

gambling, and/or stealing. Those tasks and engagement facets could be constructive or
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destructive; positive or negative; promotive or detrimental; helpful or harmful; acceptable or
unacceptable; and for pleasure or productive depend on the type of activity, structure, and
planned nature. This part of the review shows research gap in view of the theme and locale of the

research.

Neighborhood Contexts: Various research works indicated the importance of neighborhood
environments in bold for child development and family roles in child rearing (Ingoldsby et al.,
2012). Neighborhood represents important contexts for family socialization and support, as they
are where children receive social, health, and educational services, learn about cultural practices,
and explore relationships with other families (Ingoldsby et al., 2012). Literatures added that in
early childhood, children’s direct exposure tends to be relatively infrequent, and the impacts of

neighborhood on development are likely to be mediated through effects on parents.

The frequency of exposure to out-of-home environment in after-school experiences
increases, as children grow older. Through the increase in age, children's perception of and
contact with neighborhood expands, and neighborhood influences become more direct. With
school entry, children spend greater amounts of time in direct contact with neighborhood
children and others in neighborhood spaces (e.g., in transit from home to school, at bus stops,
outdoor play time, and the like). Thus, neighborhood contextual factors are expected to play an
increasing role as children experience more independence and mobility in the context of less
direct parental monitoring (Ingoldsby et al., 2012; Ingoldsby & Shaw, 2002). Consequently,
parental follow up becomes very demanding to know where the child is passing the after-school

time.
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Children spend time with friends in the neighborhood, through rates increasing with age
(NSCCP, 2013). It is difficult to obtain an accurate picture of the range of activities and
relationships young children have in the neighborhood. While a few qualitative studies of
families’ experiences (Ingoldsby et al., 2012) and perceptions of neighborhood characteristics
have been conducted, few studies have examined these environments and/or children’s
experiences in the neighborhood directly (Kohen, BrooksGunn, Leventhal & Hertzman, 2002).
When parents perceive their neighborhoods to be safe, they allow children to spend more time in

this context (Furstenberg, indicated in Ingoldsby et al., 2012).

Different research articles examined the impact of neighborhood contextual factors and
children’s social, emotional, and behavioral adjustment (e.g. Ingoldsby et al., 2012).
Neighborhood characteristics have been linked to behavioral problems as challenges, but the
majority of research has been conducted with adolescents (e.g. Leventhal & Brooks-Gunn, 2000;
Eccles & Gootman, 2002; Mahoney et al., 2009). Increasingly, research with elementary school
age children indicated that this may be a critical period of risk for both neighborhood exposure
and socio-emotional development (Ingoldsby & Shaw, 2002), especially in the context of family
and individual child. Thus, it is critical to identify key neighborhood characteristics, timing, and
effects of exposure to assets, challenges from adverse neighborhood factors, and mechanisms by

which these factors influence child experiences.

A number of investigations (such as Kohen et al., 2002) have focused on child and family
developmental risks resulting from neighborhood structural factors such as disadvantage, ethnic
and other socio-demographic compositional components, residential stability, and geographic

characteristics associated with residential contexts (Brody et al., 2001; Ingoldsby & Shaw, 2002).
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Hence, further study is required with inquiry of assets and opportunities on childhood out-of-

school experiences in intra-familial tie and inter-familial relationships.

Previous findings indicated that children from higher-quality neighborhoods experienced
improved wellness and proper behavior (Leventhal & Brooks-Gunn, 2003). On the other hand,
some studies have demonstrated a protective effect of living among more affluent neighbors for
young children experiencing family-based risk factors such as single-parent status (Leventhal &
Brooks-Gunn, 2000). In a related way, previous works added that the longer a child lives in a
disadvantaged neighborhood, the greater the risk of growth in conduct problems. The other side

of the findings needs to be researched in similar circumstances.

Extra-familial monitoring and follow up helps to bring neighborhood quality. Community-
level social processes, such as collective monitoring, have been shown to be a critical component
of neighborhood effects on child social development/adjustment and it in turn influences levels
of collective efficacy. Neighborhood interaction influences residents’ levels of positivity, trust,
and shared values with neighbors (Ingoldsby et al., 2012). Low collective efficacy has been
posited to lead to passive transmission of community values that posit antisocial behavior, which
has been associated with high rates of exposure to aberrant subculture for children, and increased

pressure on families, which influences their child nurture practices (Tolan et al., 2003).

As children move to school age, they spend much more time in unsupervised neighborhood
contexts, and parents may increasingly have confidence in neighbors, older siblings, and social
institutions to help manage children’s exposure to risks in their community such as deviant peers
and engagement on jeopardizing type of play (Leventhal & Brooks-Gunn, 2000). However, few

studies have examined relationship quality and involvement that preschool age children have
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with neighbors, particularly in relation to risks for negative behavioral outcomes. It is reasonable
to suppose that less supportive relationships with other adults in the neighborhood attenuate risk
because of reduced levels of exposure, particularly for children living in disadvantaged or
hazardous locales (Ingoldsby & Shaw, 2002). Neighborhood quality in social relationships is so
relevant for child behavioral outcomes. In general, positive relationships with nurturing adults

outside of the family play a protective function (Mahoney et al., 2009).

In summary, emerging evidence indicates that community engagement, neighbors’
capacity to monitor, and reduced children’s exposure to violence/ victimization play constructive
role for bringing desirable behavioral outcomes. Helpful relationships of children with neighbors
and peers are also predictive of child behavioral outcomes. Children’s interactions with others in
living contexts influence their social competence, self-regulation, and academic performance as

well.

Studies of Multiple Contexts

Children from impoverished neighborhoods, Morales and Guerra (2006) found that child-
reported level of discomfort with peers and neighborhood context (e.g., witnessing violence)
were independent contributors to concurrent maladaptive social competence. This study of
Morales and Guerra is limited in that it relied on children’s self-report of contextual experiences
and outcomes; thus, it is unclear at what level children truly experienced risks in these contexts
from parents’ views. A number of studies (e.g. Leventhal & BrooksGunn, 2000) primarily on
older youth have shown effects of neighborhood context in interactive contextual models for

behavioral outcomes.
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As noted above, in general, research on the effects of after-school experience suggests that
neighborhood factors amplify the effects of self-care versus center-based care, and fewer high
quality out-of-school resources are accessible to families living in impoverished contexts. For
example, Coley and colleagues (2004) studied longitudinal relationships between out-of-school
experiences and behavioral problems among children at the age 10 to 14-year-olds from low-
income urban families. They found modest associations between out-of-home cares and conduct
problems when examined in isolation, but both supervised and unsupervised out-of-home care
were strongly associated with serious delinquent behavior when parental monitoring and
neighborhood efficacy were low. Similarly, school age children who had unsupervised
interaction with peers after school, lived in more dangerous neighborhoods, and experienced low
parental monitoring had higher externalizing problems compared to individuals living in other

lower-risk contexts (Pierce, Bolt & Vandell, 2010).

In a longitudinal study of 9 to 12-year-olds in urban Chicago neighborhoods (Fauth, Roth
& Brooks-Gunn, 2007), specific types of after-school activities (i.e., participation in sports,
community-based clubs) were positively associated with initial levels and increases of
delinquency and substance use over time, but these varied by neighborhood context. For
example, church groups were protective for substance use, but only in non-violent
neighborhoods, and participation in community groups decreased risks for behavior problems
within violent neighborhoods. This study is principally essential since observational, FGD, and
interview data will be used and findings emerged for contextual factors after controlling for
individual and family characteristics in child after-school experiences in view of behavioral

outcomes of children.
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According to a study by Science and Ecology of Early Development (SEED) on setting
characteristics and children’s experiences in out-0f-home contexts, the quality and organization
of after-school and neighborhood play a direct and interactive role in the development of child
conduct problems, and they explore parents’ role in organizing and structuring these ecologies. It
has been added that as children increasingly spend more time in out-of-home contexts during the
transition to school age, key factors in these extra-familial arenas predict emergence and change
of behavior, above and beyond what is predicted by early parenting and home environment

factors (Dishion et al., 2008; Shaw et al., 2009).

Childhood Play as out-of-school Experience: Playing cooperatively, making friends, and
sustaining friendships over time are not always easy. Any child with severely limited peer

involvement is at considerable risk for significant adverse developmental consequences.

In rural Africa, the physical environment makes it possible for children to play in the
village squares under the moonlight, and to be cared and monitored collectively by all adults in
the village. The African maxim, ‘it takes a village to raise a child’, was borne out of this concept

of the whole village as a playground for the growing child (Nsamenang, 2006).

Childhood play is highly correlated with socio-emotional development. Socio-emotional
development is, such a premium issue, with young children that incorporates various methods to
address social skills was advocated by different authors and researchers. One of these methods
for social development is childhood play. Hence providing play opportunities helps to promote
social functioning in the appropriate way (Goldstein, 2003; Lynch & Simpson, 2010; Swindells

& Stagnitti, 2006).



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 53

Previous articles indicated in Lynch and Simpson (2010), during playground time, centers,
and other play activities, encourage the children with strong social skills to invite a child with
less mature social development to join them. It has been added that choices should be limited,
safe, and appropriate to the child’s age and to the activity. Choice making helps children adjust
to the social demands of a group setting and promotes responsibility. Playing and acting
cooperatively than competitively within the group becomes increasingly important as children

move into childhood stage.

Provision of large enough playing area is essential for creating an intimate setting for
social interaction among children. Toys that promote cooperative play as well as isolate play are
always available to facilitate social skill development. At home, materials that encourage
cooperative play include pretend cars and trucks, blocks, imaginary food and cooking props, and
puppets should be provided at preschool age. Parents should select toys and activities that
promote cooperation, helpfulness, positivity, and generosity, rather than those that are

competitive (Lynch & Simpson, 2010; Swindells & Stagnitti, 2006).

As indicated in Goldstein (2003), virtually every aspect of the growing child’s life is
affected by play. Early play experiences set the stage for all subsequent developments. Children
benefit most by varying their play activities, sometimes playing alone and/or with others as the
case may be playing quietly on the floor as well as actively outdoors. In order to stimulate and
prolong play, adults should support and encourage it by providing sufficient space in which to
play, and a broad assortment of toys and other play objects to enable the broadest range of play

possibilities.
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Parent-Child Play: Obviously, parent-child play is good for children—they spend enjoyable
time whilst they learn. On the other hand, this play is also good for parents, who learn more
about their children and at the same time can guide them in life’s lessons. Children yield most by
variety in play and in playmates. At the beginning, the children’s first playmates are parents, but
once children reach school age, they spend most of their playtime with age-mates. However,
parents need never stop playing with their children. It is of benefit to all especially for the child’s
social competence and self-regulation. Children and parents tend to have fun in spending time
together, and get to know one another in the pressure-free atmosphere of play (Goldstein, 2003).
In play; parents directly affect the development of their young children. Moreover, it is good to
know that playful parent-child interactions are correlated with the security of children’s
emotional tie. Fathers and mothers play a great role in playing unique contributions to make their

children’s play important for their mental change.

Parents directly affect the behavior of their young children when they engage with children
in play. When playing with parents, infants’ and toddlers’ behavior is more attached, more
conventional, of longer duration, and more symbolic than when playing with peers, siblings, or
alone. At times when parents play with infants and young children, the complexity of children’s
behavior increases substantially; both in the length of the social interactions, and in the
developmental level of children’s social behavior. Social development due to play helps in;
establishing social relationships, facilitating social perspective-taking skills, facilitating self-

regulation and control, and facilitating gender role development (Goldstein, 2003).

Play is useful for enhancing social functioning. Children learn a vast array of skills during
play opportunities. From building with blocks and role-playing in the dramatic play area, for

instance, children develop various skills. Play also provides a means and opportunity for children
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to learn and improve their social skills (Barbakoff & Yo, 2002). For children who are socially
isolated, play offers important occasions for social interaction and skill development.
Additionally, free play is an effective, spontaneous way for children to apply social skills that

have been taught directly.

Different types of social interactions in which children engage mark the four stages of
play: onlooker, solitary, parallel, and cooperative play. Each type of play elicits different types
of social interactions. Parents should select toys that stretch each developmental play level to
increase children’s social learning opportunities. A well-stocked pretend play center is filled
with: real objects, writing materials, play telephones, and dress up clothing. These items foster
children’s social development as they begin to interact with others uses social skills such as turn

taking; sharing toys, listening, and using appropriate greetings (Barbakoff & Yo, 2002).

Various forms of play at different age have their own relevance for foundation of
children’s social skills. For example, onlooker play is a type of play in which the child watches
other children play. It is the initial phase of engagement into play activities or practices. This
helps children start approaching others and communicating with them (Barbakoff & Yo, 2002).
On the other hand, solitary play is helpful for the child that the child plays alone and
independently of others using his or her own playing materials. It enables the child to exercise
and rehearse alone. Next to that, parallel play represents a type of play in which the child plays
separately from others, but with toys like those who are using or in a manner that mimics their
play. Parallel play and cooperative play pave way to get together with other children. Finally,
cooperative play is the category of play that involves social interaction in a group with a sense of
group identity and organized activity. The social learning that takes place during center time

activities can be unlimited when best practices are implemented (Leff & Lakin, 2005). Various
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literatures indicated that this type of play helps the development of social skills such as turn

taking ability of children (e.g. Barbakoff & Yo, 2002; Blau & Currie, 2004).

The gains in socio-emotional activities of play encompass:- more interface with peers;
better ability to take on the perspective of others; more empathy; better control of impulsive
actions (self-regulation); better prediction of others’ preferences and desires; better emotional
and social adjustment; more innovation; more imagination; longer attention span; greater
attention ability; and performance of more conservation tasks. Through play, children learn
perspective taking-learn to consider and respect other children’s points of view in addition to
their own. Because of perspective taking, children make friends more easily and become
accepted members of a group. They develop better peer interaction. As children interact with
others, they also learn that everyone has different goals, ideas, and ways of doing things.
Perspective taking allows social skills such as listening, taking turns, sharing, understanding

others' emotion, and resolving conflict to develop (Leff & Lakin, 2005).

Social play represents plays that involve social interactions with other individuals.
Generally, play is useful for holistic development such as for socialization, for teaching, and for
therapy (play therapy), etc. Social characteristics of functions of play represent interacting with
others and the like whilst the emotional characteristics includes; love, anger, trusting others,

happiness, and caring for others.

2.4. Child Behavioral Outcomes

Studies reviewed to this point primarily focus on direct links between/among characteristics in
childhood after-school experiences, out-of-home context and children’s interaction with others.

However, children grow and are reared in multiple contexts, and from an ecological-
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developmental perspective, it is anticipated that there are cumulative and interactive effects of

contextual influences on child behavior outcomes.

There are relatively few investigations that examined interactive associations among extra-
familial settings (such as neighborhood, outdoor playmates, and other adults), particularly
childhood out-of-school experiences at preschool and school age. Examining protective and risk
factors together, and identifying mechanisms in how they contribute to child developmental
outcomes (Luthar, 2003) is so vital for intervention. However, these types of investigations begin
to address an important question- “can risks experienced in one setting be offset by positive

experiences in another?”

In this section, literatures reviewed on child behavioral outcomes are amalgamated. As per
the theme in concern, three sub-topics are combined in viewing behavioral outcomes. These are

social competence, self-regulation and academic achievement.

Social competence

The socio-emotional development incorporates changes in the child's relationships with other
people, managing emotion, and changes in personality (Santrock, 2006). According to Lynch and
Simpson (2010), children need to learn appropriate social skills, which are the core of social
competence. They have defined social skills as behaviors that promote positive interaction with
others in the living environment or context. The skills included are: - being empathetic; taking
part in group activities; showing kindness; neighborliness; communicating with others;

bargaining; and problem solving.

Social competence is the capability to meet personal goals within social interactions while

keeping up to maintain positive relationships with others (Shaffer & Kipp, 2014). It is a multi-
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dimensional quality that represents children’s positive peer interactions (Rubin, Bukowski &
Parker, 2006), emotional self-regulation, understanding emotions (Denham, 2006), and adaptive
behaviors across social settings (Brophy-Herb, Lee, Nievar & Stollak, 2007). Different
researchers such as Junttila, Voeten, Kaukiainen, and Vauras (2006) have categorized social
competence into two key aspects as prosocial behavior and antisocial behavior. Prosocial
behavior encompasses socially desirable behaviors, including cooperativeness, sharing and
caring, helping others, solving social problems, and participating in group activities (Denham,
2006; Junttila et al., 2006). These behaviors typically promote peer acceptance, facilitate positive

relationships with adults and enhance learning of the children (Garner & Waajid, 2008).

Negative engagements of children bring about antisocial behavioral outcomes. Antisocial
behaviors represent negative, undesirable, detrimental, and destructive behaviors which are
unacceptable ways of promoting negative behavioral activities among children. These mainly
include malice such as gambling, stealing, physical and verbal aggressiveness, low emotional
regulation and poor emotion expression skills; which are typically related to lower academic
skills and negative social outcomes, including peer pressures and coercive interactions with
adults (Denham, 2006). Regarding social competence, the absence of antisocial behavior (i.e.,
the inhibition of impulsive and disruptive behavior) is desirable. Consequently, for a child to be
socially competent, s/he should display high levels of pro-social behavior and low levels of

antisocial behavior (Junttila et al., 2006).

Children who are in the context of social competence development are imperative to
progress of the child. As noted by Carl (2007), physical nurturing that is part of warm peer
interaction is very critical to healthy growth. Studies indicated that children feel most secure

when their adults (parents and/or caregiver) are nearby while they are in the outdoor setting. This
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indicates the contribution of physical availability of parents for children's social competence.
While children are seeking independence, they need to know that the family member is
physically accessible to them when they need comfort. Hence, the very question ‘How out-of-

school experiences are affecting social competence of children?’ needs research.

For children at preschool and/or school age, social competence is manifested in selecting
and using behavioral strategies that are effective in achieving interactional goals, such as peer
group entry, turn-taking, conflict resolution, maintenance of play and related pro-social
behaviors (Guralnick, 2010). In the early years, children acquire these skills from parents and
other adults including other older children in their environment who model and explain the way
they behave in circumstances (Ladd, 2005). The social skills that children learn when they are
young serve constructive role for subsequent relationships that they develop in later ages (Ladd

& Burgess, 2001).

Inducing social skills can include several techniques, including direct instruction, learning
from peers, avoidance of predicament behaviors, and proving helpful stories through children’s
books. Great deals of social behaviors are better learned among age mates through play and other
ways of contact (Ladd, 2005). According to Ladd (2005), in child development the social domain
integrates promotion of pro-social behavior/social emotional learning; or social competence;
relationship with families and others; cultural competence; and other positive engagements in

interaction.

Social competence is an inclusive construct with different characteristic features that refer
to interpersonal, emotional, motivational, and behavioral aspects (Merrell, 2008). Children’s

social competence is described as the ability to effectively make and maintain positive social
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outcomes by organizing one’s own personal and environmental resources. Social competence is
the capability to achieve personal goals in social interaction while simultaneously maintaining

positive relationships with others through time and across situations.

Social competence during early childhood is conceived as children’s successful
involvement in social interactions, achieving socials goals, establishing and maintaining
friendships, and getting accepted by peers (Brophy-Herb et al., 2007; Chen & French, 2008;
Rubin, Bukowski & Parker, 2006). In addition, social competence develops in multiple contexts,
in both formal (e.g., pre-school institutions and schools) and informal learning through out-of-
school experiences (e.g., family education, sports and other leisure groups, peer activities). To
cover these sources of impact, a number of settings and variables should be considered. This is
why this study incorporates child engagement, families’ contribution, and social competence into

account in the view of behavioral outcomes.

Children, who are socially competent, have the ability to identify, respond, and interpret
cues and information in their social environment (Kemple cited in Bierman & Welsh, 2000).
Bierman and Welsh (2000) have indicated that socially competent children attract other children
and they get positively engaged; demonstrate good communication skills, and abilities to
participate in pretend play, share playing materials, and control affect and behavior when

required.

For children in the early ages, positive peer interactions offer acceptance, sustenance or
support, and nurturance. Appealing in to interactions that are socially competent help imparting
important skills like caring and sharing that bring about facilitation of success in activities and

academic related motivation (Hampton & Fantuzzo, 2003).
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The literature reviewed (such as that of Swindells & Stagnitti, 2006) depicted that social
competence is a reflection of social adjustment, the skills of relationship in social situations, or
the behaviors and thought processes that reflect successful social functioning. In childhood stage,
social competence is conceived as the ability to meet social goals, being able to enter established
play groups, the capability to initiate play, and the capacity to respond appropriately to peers.
Social competence is an individual attribute in group/s that depends on the developmental status

of the child (Swindells & Stagnitti, 2006; Vaughn et al., 2000).

In the out-of-school experiences of the child, keeping child near socially competent peers
helps to enhance social competence of that child (Ladd, 2005; Lynch & Simpson, 2010; Vaughn
et al., 2000). In the aforementioned sources, there is emphasis that being near to more socially
competent children can both increase positive interaction and reduce behavioral problems. They
recommended that adults can encourage this close contact by making sure that planned activities
are meaningful and fun for all children by giving children time and attention when they are
playing together. Positioning children can also help encourage interaction through appreciating
togetherness. Instead of having two children stand next to each other side by side, adults shall

create platform to face each other and enable him/her to see what the other child is doing.

Broad cultural attitudes on social competence are related to specific parental child-rearing
beliefs, and practices (Lerner et al., 2003). One of the most important values related to child
experiences that transcend specific national norms is the emphasis placed on the independence or
interdependence of children with their family members (Lerner et al., 2003) and others too. Early
social competence development must be viewed within the context of the specific cultural values
and goals that guide child experiences. However, many aspects of early socio-emotional growth,

such as forming close attachments to caretakers, are broadly observed in different social contexts
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and appear to be universal features of psychosocial development based on adaptation (Lerner et

al., 2003).

An important challenge to children's socio-emotional development, therefore, is how to
study broadly generalizeable processes of social and emotional growth; while respecting
individual differences (Lerner et al., 2003). This is doable in how the developmental processes
are realized requires intensive study of the impact of diversity in parenting and child out-of-
school experiences, and practices as they play out in the realities of desired placements in non-

parental settings.

Self-regulation

Self-regulation is an impulse control capacity that represents strategies for managing emotions or
adjusting emotional arousal to an appropriate level of intensity. A child with a better skill of
emotional regulation has the ability to adjust his/her temperamental or temporal experience. In
addition, the child with better regulation has the ability of expression of emotional arousal in an
appropriate level of intensity to successfully achieve his/her communication goals.
Developmental psychologists indicate that emotional self-regulation begins by the end of the first

year of age (Shaffer & Kipp, 2014).

Self-regulation is viewed as the deliberate modulation of behavior in circumstances where
there is a discrepancy between what children tend to do and what they are supposed to do to
adjust to their social context (e.g. Heikamp, Trommsdorff & Fasche, 2013; Lunkenheimer,
Kemp, Lucas- Thompson, Cole, & Albrecht, 2016). Previous writers (such as Heikamp et al.,
2013; Hofmann, Schmeichel, & Baddeley, 2012) have stated as self-regulation depends on three

components: the first is the comprehension of social standards to which the child is expected to
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adjust his/her behavior; second, the individual’s motivation to behave according to those

standards; and third the individual’s capacity to behave accordingly.

Plata-Caviedes (2018) argued that compliant and noncompliant behaviors enlighten about
self-regulation development in children; and these behaviors show differences in self-regulation,
depending on the level of independence of children, their motivation, and the emotional
instigation they express when disobeying. Plata-Caviedes (2018) has recommended further study
via suggesting use of different methodologies to assess each of these factors. Though parental
control and caretaker related factors were addressed, Plata-Caviedes did not show the details of

out-of-school experiences of children.

According to Ward and Dahlmeier (2004), providing spacious opportunities for choice is
very important when working with young children in order to guide self-regulation. In the case
of low-preference activities such as naps, moving or so, the choice making can give children a
sense of autonomy, enabling them to settle into a routine that otherwise might be problematic.
For instance, at rest time, a parent/guardian might give a child the choice of sleeping, or of sitting

quietly and playing with a toy or reading a book, etc.

Children exercise and develop self-regulation whilst playing together with their age mates
and learn generally how to get along with other children or adults. Studies disclosed that playful
children have better self-regulation, and are popular, well accepted by others, and pleased.
Psychosocial development in young children is accelerated by play as part of childhood

experience (Kalb & Loeber, 2003).

Emotional self-regulation (impulse control) is developed through social play. Social

desirability play is especially beneficial for highly impulsive children. In fact, impairment or
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defective play skills may result in later adjustment problems. Positive control promotes the
ability of children to internalize norms and parental values by explaining the reasons for their
parents’ demands and compliance, thus it becomes easier in generating greater confidence

between parents and children (Kalb & Loeber, 2003).

In play, children learn how and when to express or control their emotions. Even play
fighting (competition) requires a good deal of self-control and self-indulgence, serving as
practice for exercising restraint in more serious contexts. Fantasy play allows children to work
through conflict and painful feelings (Goldstein, 2003). In a similar fashion, other forms of child
engagement and parental involvement in children's after-school experiences influence self-
regulation. This study investigates the magnifying, and detrimental roles of types of child out-of-

school experiences on behavioral outcomes in general, and self-regulation in particular.

Articles stated that sensitive and responsive parenting practices in the early years provide
the basis for the development of child self-regulation skills. If parents follow effective strategies,
through tailoring activities to their child’s individual needs, children’s self-regulation gets

outshined (Elias & Berk, 2002).

Academic Achievement

Positive out-of-school experiences lead to successful school adjustment through positive
relationships with others. A child, who is able to have adaptive relation with others, is inspired to
learn and can be able to regulate his or her emotions. As a result, he/she will be ready to learn
and experience success in academic achievement at school performance (Garner & Waajid,

2008). On the other hand, Denham (2006) indicate that antisocial behaviors are typically related
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to lower academic skills and low academic achievement resulting coercive interactions with

peers and teachers.

Gaining a better understanding of children’s out-of-school experiences over time can assist
in predicting which young children may be at risk for impaired peer relations. Knowing
childhood out-of-school exposure in the context enables to take proactive action against lower
academic achievement. Children who experience greater peer acceptance and friendship tend to
feel more positively about the school experience and perform better in the classroom (NSCDC,
2004); but this premise did not address the out-of-school experiences in contexts of varied

customs.

Play is a foundational process for academic achievement, as is self- regulation,
representational competence, and attachment or relationship building, other building blocks
served by play during the early childhood care education years (Ritchie, Maxwell, & Bredekamp,
2009). Parental involvement is an important educational component, and in many cases,
researchers argued that it is a predictor of students’ academic achievement, behavioral success,
and engagement in learning (Delgado- Gaitan, 2004; Domina, 2005; Englund, Luckner, Whaley
& Egeland, 2004; Hornby & Lafaele, 2011; Sheldon, 2002). Parental involvement enhances
children’s academic achievement; in addition, parental involvement creates a long-lasting effect
that benefits children. Still parental/guardian physical availability, level of availability, extent of
care and support, mentoring, guidance, and follow up should be researched. This study will

address these variables.

Similar with Vygotsky’s point of reflection, Rogoff (2003) underscored that individual

cognitive skills derive from children's engagement in socio-cultural activities. At preschool and
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lower grades of primary education, academic achievement mainly centers on numeracy and
literacy. In addition, academic achievement includes competence in performing after learning in

class.

2.5. Empirical Justification

Average family size in urban is less than the national average of five members (CSA, 2007). As
family size decreases, quality of life is expected to be better for behavioral outcomes (Grusec,
2015). In addition, improved relationship among family members is anticipated due to

manageable size of family (Bansal, Thind, & Jaswal, 2006; Caspe, Traub, & Little, 2002).

Hare, Marston, and Allen (2011) have identified that parental acceptance as a concurrent
correlate of behavioral outcomes especially self-regulation. This acceptance plays protective role
against behavioral problems. When there is lack of parental acceptance, children withdraw from

intra-familial interaction.

In various forms of children’s engagements, different studies (such as Tigist, 2016)
indicated parental concerns about the way how children expend time outside school. Tigist
(2016) indicated that vast majority of the parents have moderated concern about inappropriate
television content. She also stated that 54% of parents have mediated their children’s TV
watching and the remaining 46% did not supervise or monitor at all. Co-viewing is highly (80%)
used mediation strategy. Yekoyealem et al. (2021) have indicated that school age children watch
television for an average of 2:32 hr and parents concern about the negative impact of television is

mediocre.

Reese and Roosa (in George & Rajan, 2012) stated that children privileged enough to grow

up in comfortable, stable, and supportive families, usually have desirable social competence, and
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virtuous self-regulation in their behavioral outcomes. On the contrary, children who are reared in
violent, impoverished, disadvantaged, neglecting, or emotionally abusive families are at
expressively higher risk of developing serious behavioral and emotional problems. This leads
them to negative engagements in their out-of-school experiences. Although data from Ethiopia is
limited, in India as to Ray and Jat (2010), a significant portion of children also have considerable
TV viewing per day i.e. more than two hours per day. For a child this appears to be too much
though it may vary from country to country. As children devote much more time to watching
TV, in turn, they give a significantly shorter amount of time for friends as compared to those
who do not. Consequently, watching television causes poor peer relationships and as a result it
increases the risk of social isolation, anxiety disorder, and negative engagement which brings
about antisocial behavior, including aggression, bullying and involvement in misbehavior (Ray

& Jat, 2010).

In longitudinal research of Leventhal and Brooks-Gunn (2000) among low-income urban
families, boys as young as 8 years old reported spending frequent unsupervised time with older
neighborhood peers. Boys living in more disadvantaged and hazardous areas reported higher
levels of neighborhood peer deviant behavior than boys living in relatively lower risk
environments. On the other hand, how is the case due to COSES in a collectivist and

multicultural setting such as in Africa and Ethiopia specifically in Addis Ababa?

The study by Lisanework (2015) indicated that the overall resident satisfaction with the
physical features of housing arrangement showed that 36% of the respondents reported as highly
dissatisfied or are unhappy with the external environment. There is less satisfaction with the
level of relationship with neighbors and the level of relationship. In the social environment

features a few respondents are satisfied in their relationship with neighbors (M = 3.4). In the
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neighborhood adverse condition, there are reported harmful activities such as drug addiction,
robbery, sexual harassment & similar others that affect relationship. These and other undesirable
practices are challenges as threats of neighborhood in Addis Ababa. This neighborhood
condition has influences on children's after-school experiences and their behavioral outcomes,
which are to be investigated in this research since Lisanework, and other previous researchers
did not focus on after-school experiences. Lisanework (2015) has indicated that there are
challenges in the neighborhood such as social insecurity due to unfamiliar residents who rent
houses, lack of privacy due to neighborhoods trouble like excessive sounds pollution, chewing

chat, sexual harassment and so and so forth.

As indicated by Lisanework (2015), social environment conditions within the housing area
are characterized by very limited community relationships. Due to its momentary nature, renting
houses becomes barrier of communication with community, as it needs long time to build

relationships with community.

Previous research articles revealed that off-the-school settings have relationships with
contextual factors and use of different care arrangements: structured care settings (e.g.,
recreation programs, playground centers, etc); primary caregiver concern; non-parental adult
care; and sibling care. In the out-of-school, setting rates of non-parental care are higher
(Sarampote et al., 2004). On the other hand, there may be vulnerability to maladaptive practices

or negative engagement of the child in unsupervised setting.

Community menace and diverse community settings (such as environments, different
cultural backgrounds), parent involvement in out-of-home contexts, and family and individual

factors are critical to provide a comprehensive understanding of the role of ecological settings in
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child development (Ingoldsby et al., 2012). Ingoldsby and colleagues (2012) have conducted a
study among urban residents on ethnically diverse school age children. Their finding has
revealed that children who were from low-income families and in childcare tend to spend more
time watching TV and playing video games than in structured, supervised peer or cognitive

enrichment activities, which may lead to challenge into all rounded change.

Results from previous studies showed that good quality of family, community, and living
environment, where child out-of-school experiences occur, had more significant positive
correlation with high level of child behavioral outcomes. Thus, it can be concluded that child
out-of-school experiences and family engagement play pivotal role in a child’s behavioral
outcomes (Kendra, 2008). Nevertheless, Bansal and colleagues (2006) have done their study on
high achiever urban female adolescents. Though it has been indicated that quality of home and
neighborhood environment provided to children has influence or impact on child's future
developmental achievements in behavioral outcomes (Bansal et al., 2006), the scenery of out-
school context appears to be potential area of research due to the dynamics through time and

culture related diversity.

In conclusion, environmental factors such as family-related factors, peer interactions, and
socio-cultural determinants can significantly influence children's development. These factors
impact children’s social, emotional, behavioral, intellectual, and moral development,
emphasizing the importance of providing healthy and positive environmental conditions

conducive to optimal development.
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2.6. Conceptual Framework

Hereunder is the conceptual framework of the study prepared by the researcher in line with

reading literatures to show the relationship among variables.

Graph 2.2

Conceptual Framework of the study
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As it is depicted in the framework, which is prepared based on theoretical and empirical review,

the study will mainly investigate the influences and/or contributions of the independent variable
(children’s out-of-school experiences categorized as positive engagements and negative
engagements) and mediating variables (family engagements, and community engagements) on
dependent variable behavioral outcomes with the corresponding sub-categories in each. Even
though they did not show the mediation role of family and community for behavioral outcomes,
Harkness and Super (1983) stated that childhood experience is seen as independent variable

influencing behavioral outcomes.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 71

Various previous articles have shown the bidirectional influence in indicating bivariate
relationships between children’s out-of-school experiences and family engagement; and between
children’s out-of-school engagement and community engagement. For instance, Knafo and
Galansky (2008) indicated that children have influence on their parents’ values and family. This
IS in support of the argument on the conceptual framework provided on top. The independent

variable, mediating variables, and dependent variable are depicted.

2.7. Summary and Implications

The literature review has demonstrated the crucial importance of context in understanding
children's behavioral outcomes. Previous research has shown that carefully arranged and
maintained environments can have a significant impact on positive peer interactions, social

competence, self-regulation, and overall behavioral outcomes.

Several studies have suggested that excessive parental control and supervision can result in
children becoming overly reliant on others. When children perceive that their parents are not
exerting forceful control over them, they are more likely to comply with requests and perceive
their parents' requirements as reasonable and fair. These children tend to develop stronger self-
regulation skills and have higher levels of social competence. However, determining the

appropriate level of parental control and supervision is a subjective matter.

It is important to consider the family relationship as the foundation for interaction, as
strong family support and intra-familial ties play a significant role. Previous researchers have
recommended various approaches to childhood care and developmentally appropriate parenting,

as well as considering contextual factors such as out-of-school experiences. The available
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literature suggests that there are several enabling and protective factors in children's out-of-home
ecological contexts that contribute to their behavioral outcomes. For example, Ingoldsby et al.
(2012) found that out-of-school arrangements (e.g., tutorial centers, play, sports, TV/movies) and
community involvement (e.g., interactions with extra-familial individuals or other adults) are

directly associated with children's social competence, self-regulation, and academic achievement.

Parents vary in their responses to children's desires and in how they control their behaviors.
Providing high-quality care, characterized by a sensitive, cognitively stimulating, and moderately
controlling approach, is crucial for children's development and safety. Many of the skills children
acquire during their early years are strongly influenced by the quality of their interactions with
parents and other adults. Previous findings have highlighted the positive impact of high-quality
out-of-school experiences and extracurricular activities on children's social and behavioral
outcomes. However, it is worth noting that most studies on this topic have focused on structured
after-school care and have been dominated by Western perspectives. This research aims to
explore children's out-of-school experiences while also considering the mediating role of family

and community engagements.

Children with greater assets, such as positive family attributes, have been found to exhibit
greater social competence, self-regulation, and academic achievement. Research has shown that
children with positive out-of-school experiences tend to be more socially engaged with their
peers. Previous findings suggest that positive family attributes play a protective role in
preventing children from responding disruptively or aggressively to maladaptive situations.

These attributes, which include the quality of the parent-child relationship, the effectiveness of
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family communication, the parents' understanding of the child's needs, and the overall level of

parental involvement, contribute to a child's overall competence.

Prior investigations have primarily focused on children's experiences in customary
contexts, such as care-giving centers, family dynamics, and child behavior at home. However,
there is a need for research on child out-of-school experiences in disadvantaged contexts,
especially in developing countries and multicultural settings, to better understand their impact on

children's behavior. This study aims to address this research gap.

A variety of factors influence children's behavioral outcomes. In light of this, this research
aims to thoroughly investigate predictors such as parental availability, level of support, guidance,
and follow-up, parenting practices, family engagement, child engagement through play, and
other ecological factors that contribute for the holistic child development and behavioral
outcomes in particular. Previous research on out-of-school experiences has mainly focused on
adolescents, children with developmental adversities or social disabilities, and developed
countries. Therefore, it is essential to conduct research on physically growing and mentally

developing children to identify and maximize positive aspects, which this study seeks to achieve.

Numerous earlier studies have highlighted the importance of parental availability,
guidance, follow-up, and similar factors in shaping up positive qualities in children and in
parent-child interactions. Most of the existing literature focuses on after-school childcare centers
in institution-based settings, which are most prevalent in developed countries. However, there is
a lack of studies on children’s out-of-school experiences, especially in Africa, particularly in

Ethiopia, where children often spend their out-of-school time working or assisting their parents.
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It is important to consider the contextual relevance of after-school experiences in research

conducted across different settings.
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Chapter 3: Research Methods

This chapter includes sections on research methods such as the research design, population of the
study and sample, sampling procedure, data collection instruments, data gathering procedure,

and data analysis.
3.1. Study Design

In this study, a mixed approach is used in order to take advantage of both quantitative and
qualitative data. A mixed approach is preferred because either type of data alone is insufficient to

address the research questions.

The research follows a convergent parallel mixed methods design (QUAN+QUAL). The
capitalization here signifies equal weighting for quantitative and qualitative data, analysis, and
interpretation. It demonstrates that both qualitative and quantitative data are equally emphasized
(Creswell & Plano-Clark, 2007). Quantitative data usually consist of closed-ended responses,
while qualitative data refer to open-ended responses without predetermined choices. The
collection of both types of data helps to mitigate the weaknesses of each form (Creswell, 2015).
The research theme seeks data in both numerical and verbal forms, giving relatively equal weight
to each. Furthermore, the methodological review of articles in this study revealed gaps in the use

of mixed methods in the thematic area.
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Figure 3.1.

Convergent Parallel Mixed Methods Design
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Figure 2: Convergent parallel mixed methods design of COSEs
{Source: Adapted from Creswell, 2005)

The rationale for using a mixed methods approach is that it allows for the combination of
qualitative results and quantitative findings, leading to additional insights that cannot be gathered
from either qualitative or quantitative findings alone (Creswell, 2015; Greene, 2007; Tashakkori

& Teddlie, 2010).
3.2. Locale and Participants

The study takes place in Addis Ababa for three main reasons. Firstly, Addis Ababa offers a
diverse context in terms of parental backgrounds and a variety of exposures. This means that

children in this city have opportunities to engage in various out-of-school experiences both at
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home, such as playing computer games and watching TV, and outside the home, like outdoor

playing games, such as football, and merry go-go-round elsewhere.

Secondly, Addis Ababa is the largest and most populous city in the country, known for its
cultural and economic diversity. The city is home to residents from different cultural

backgrounds, as noted by Tolon (2008) and UN-HABITAT (2008).

Lastly, the researcher has a personal understanding and exposure to the childhood
experiences in Addis Ababa. The city provides a range of conditions that can lead to both
positive experiences, such as play and access to electronic materials, and negative engagements,
like bullying, stealing, gambling at play stations, fighting, and unmanaged and uncontrolled TV

watching.

In Addis Ababa, a variety of exposures and stimuli contribute to the overall platform of
childhood experiences. The study focuses on parents and school-age children (grades 3-6) living
in Addis Ababa. The sample is recruited from primary schools located in seven sub-cities and
selected woredas. Therefore, the participants of the study primarily consist of parents and school-

age children in grades 3-6.
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Figure 3.2. Map of Addis Ababa, with Sub-Cities

Nefas Silk

Kolfe Keranyo
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Source: Ethio GIS

The eleventh sub-city is Lemi Kura. This sub-city is from Bole and Yeka sub-cities. During
consideration of population of the study, the investigator has taken primary schools from Bole

and Yeka are in to consideration.

3.3. Samples and Sampling Techniques

3.3.1. Sampling Procedure

The respondents were selected using both random and non-random sampling techniques,
depending on the design (e.g. QUAN+QUAL). Simple random sampling was used to recruit

participants for data collection.
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Figure 3.3

Respondents’ category and sampling procedure

Selected Sub-cities (Convenience Sampling)

8 sub-cities 16 schools

NI

Two governement PPML schools selected from each sub-city

16 schools 96 sections from grades 3-6

NS

From each selected section every 11% child was selected [Baserd on List
of students]

(n=460)

Firstly, the investigator selected sub-cities, and then to woredas are fixed whereby schools are

located.

To generalize with respect to the entire population, it is important to ensure that the majority is
represented in the sampling. Random sampling is a method used to ensure that the sample is as
representative as possible and that each member of the population has an equal chance of being
selected (Schmidt & Teti, 2005). In this study, the researcher employed randomization by
referring to database residents in Addis Ababa city administration at the woreda level. This
approach is consistent with the information obtained from schools. In addition to random
sampling, non-random or non-probability sampling techniques were also used to recruit

respondents for the interviews.
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3.3.2 Sample size

In order to ensure representativeness, it is important to ensure that the sample size is adequate to
allow for findings to be inferred back to the population from which the sample is taken. When
the sample is drawn from a known population, the sample size can be calculated using Yamane's
formula for determining sample size (Adam, 2020; Belay & Abdinasir, 2015). Therefore, the

researcher used Yamane's formula, shown below, to determine the sample size:

n= N
" 14N(e)?

Where n =is the sample size, N = is the population size, and e = is the level of

precision (0.05).

Table 3.1

Population (in focus) of the study and sample selected

Sex Ni ni
Male 258,563 184
Female 306,159 216
Total (N) 564,722 400

Source: Federal Democratic Republic of Ethiopia - Ministry of Education (2018)

The calculated result is determined to be 400 (+60). In male and female groups, 60 respondents
(30 in each gender category) are added and finally, 214 males and 246 females are taken as part
of the sample. Then for the sake of avoiding errors 15% was added and the number of

questionnaires distributed was 460.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 81

Table 3.2

Sample size from sub-cities

SR Sub-city Schools Male Female ni
1 Gullele Medihanialem PPMLS 25 27 52
Addis Ababa No. 2 PPMLS
2 Kirkos Ediget Behibiret PPMLS 30 35 65
National/Beherawi PPMLS
3 Kolfe Keraniyo  Bruh Tesfa (Ayer Tena) PPMLS 31 35 66
Ewuketie Wogenie PPMLS
4 Addis Ketema Bisrat PPMLS 24 26 50
Gulele Fana PPMLS
5 Lideta Lideta Limat PPMLS 30 35 65
Shimelis Habte PPMLS
6 Bole Hidase PPMLS 29 30 59
Bulbula PPMLS
7 Arada Arbegnoch PPMLS 23 29 52
Minilik PPLMS
8 Yeka Kokeb Tsibah PPMLS 22 29 51
Dej. Wondirad PPMLS
Total 214 246 460

“ni”- number of respondents from sub-city. 460 children were participants for filling the three
point scale questionnaire prepared for each group. The differences are based on the proportion

of number of students in public primary schools.

3.4. Data Gathering Tools and Data Collection Procedures

Data were gathered using a questionnaire, an interview, and observation. The questionnaires
were carefully adapted and prepared to collect the relevant information on the variables being
investigated. During the interviews, the investigator followed a specific procedure and sought
answers to a set of questions through semi-structured and unstructured interviews. Additionally,
an observation checklist was used to gather qualitative data through direct contact. Kothari

(2004) recommends that researchers should select one or more of these methods for data
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collection, taking into consideration the nature of the investigation, the objective and scope of the

inquiry, financial resources, available time, and the desired degree of accuracy.

While the primary source of data was the leading source, the study also incorporated and
considered secondary sources. Examples of secondary data include academic achievements or

previous-semester average resu Its.

3.4.1. Measuring Instrument and Construction

Initially, the data gathering tools were prepared by adapting instruments that had been previously
constructed and used. To adapt these tools and items, the investigator reviewed instruments that
had a similar construct to the theme of this research. For example, self-regulation was measured
by asking how well children control their emotional expressions and how they express their
emotions. This theme was used to prepare items on emotional self-regulation and its relation to
children's social competence in the setting. Social competence was measured by assessing

children's cooperativeness, interaction, and sensitivity to the feelings of their peers.

Table 3.3

Tools for data collection

SR Type of Instrument Purpose Target Remark
1 Questionnaire Measure the variables Children
(Construct)

2 Interview (Semi- Get parents response Parents 28
structured)

3 Focus Group Discussion among parents for ~ Parents 4 FGDs with
Discussion (FGD)  disclosing others practices (site — five members

condos) each
4 Observation To see outdoor experiencesor ~ Condos  Play grounds

practices of children and others
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Varieties of instruments were employed for the purpose of overcoming limitations in each

aspect. For instance, questionnaire was not given to parents instead interview was used.

A. Questionnaire

To gather data, questionnaires were created by adapting and modifying items from various
sources and literature. The questionnaire was designed as a rating scale and includes sections on
parental demographics, child OSEs (positive and negative engagements), family and community

engagements, and behavioral outcomes (self-regulation and social competence).

Child OSEs: To measure children's out-of-school experiences, items about positive and

negative engagements were developed and added to the rating scale questionnaire.

Family and community engagements: Family and community engagements were measured
using a total of twenty-seven items divided into three subcategories: parental physical
availability, care and support, and guidance and follow-up. To develop these items, we referred
to instruments like the "SSQC (Social Support Questionnaire for Children)". One of the
instruments we thoroughly reviewed was the SSQC, which is a rating scale containing 50 items
that assess children's social support from various sources, including parents, relatives, non-
relative adults, siblings, and peers. The SSQC has shown good psychometric characteristics, such

as internal consistency and factorial validity (Gordon et al., 2015).

Items to measure community engagement were included in the questionnaire, to be
completed by both children and parents. Additionally, interviews were conducted with older
adults and community/neighborhood leaders or influential adults to understand the roles they

play in influencing child behavioral outcomes.
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Child behavioral outcomes: 32 items were constructed to measure self-regulation, drawing
from the Fast Track Project Child Behavior Questionnaire (Bandy & Moore, 2010). The
questionnaire also consulted the Child Self-Regulation and Behavior Questionnaires to add more
items. Finally, 32 items were used for this study. For measuring social competence, the
investigator consulted or reviewed the tool named as Perceived Social Competence Il (Anderson-
Butcher, lachini, & Amorose, 2008). From these sources, 20 items extracted for rewriting and
expert judgment. Additionally, academic achievement in the behavioral outcomes section was
measured based on the average score of all subjects in the most recent semester. The average
scores were then converted to a standard score (Z score) for analysis with the other mentioned

outcome variables.

B. Interview guide

A semi-structured interview guide was prepared with items that mainly emerged from research
questions. Parent respondents were asked about children's experiences outside-of-school and
their engagement with family and community to understand their contributions to child
behavioral outcomes. Additionally, the investigation included how parents act and interact with

the community regarding their child.

Twenty eight interview sessions were conducted as part of the study. After agreeing to
participate in the interview, respondents were asked about their language preference. All
respondents chose to conduct the interview in Amharic, because of which all the sessions were

conducted in Amharic.
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On average, each interview session took one hour and fifteen minutes. This does not
include the approach or the interviewer's self-introduction and warm up session. The
interviewees were parents of children between the ages of nine and fifteen, selected to align with

the study's purpose.

C. Observation checklist
The investigator designed an observation checklist to assess children's outdoor experiences
during their time outside-of-school. Observations were mainly conducted in residential areas and
communal playgrounds. The Parent-Child Checklist (PCC) and the Family Interaction
Observation Checklist were consulted to prepare the checklist. Selected items with "yes™ or "no"

alternatives were also integrated into the observation checklist.

Detailed observations were conducted of the neighborhood surrounding the child's
residence and the child's out-of-school activities (Kohen et al., 2002). The main purpose of the
observation was to assess the effectiveness of this data-gathering technique and learn lessons for

future research on children's outside school experiences, family, and community engagement.

The type of observation used was inventory. It focused on children’s play and outdoor
experiences, particularly in the area surrounding their home. The observation was not
participatory but rather a form of naturalistic observation. Parents gave consent allowing the

observer to gather data.

The observations were conducted in the living areas of Lideta sub-city (Sebategna) and
Kolfe-Keraniyo (Zenebework and Birchiko Fabrika). These areas were chosen because the

investigator had frequent exposure to them. Observations were conducted in areas where
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children frequently play, based on information provided by one of the residents. After receiving

this information, Sunday was chosen as the designated observation day.

Prior to each observation, preliminary views were conducted to select the area where most
children played so that it was possible to coordinate with assistants from that area. A total of
three Sunday afternoons were chosen for the observations. The first observation took place on
24/08/13 E.C. from 10:05-11:15 local time at Zenebework. The second observation occurred on
09/08/13 E.C. from 9:25-10:50 local time. The final observation took place on 15/09/13 E.C.
from 10:00-11:10 local time. Each observation lasted for an average of 1 hour and 10 minutes. It
should be noted that during this time, some children would return home while new children
would arrive, resulting in a fluctuation in the number of children on the playground. While these
sessions may not have been sufficient, they provided valuable insight to go ahead with the

subsequent tasks.

The investigator served as the observer, with one assistant assigned to each of the
respective areas. The observed groups consisted of children, who were noted to be diverse in
terms of age according to the assistants living in the corresponding areas. Each area underwent a

single observation session.

3.4.2. Validation of tools

According to Moos and Moos (as cited in Currie, 2009), when considering the use of an
instrument with respondents identified within a specific setting, the following steps are
recommended to ensure the appropriateness and reliability of assessment instruments. First,

determine if the content of the test and the norm or comparison group are appropriate for
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respondents who differ linguistically, ethnically, or culturally. Second, evaluate the available
data to determine if test performance variations among respondents may be attributable to test
characteristics. Thirdly, establish the reliability and validity of instruments that have been
translated and adapted into another language (in this case, Amharic). Finally, select assessment
devices that have been developed with the intention of being as fair as possible, in other words,

reliable and valid.

To collect data, the researcher finalized the tool after reviewing other instruments related to
the variables under study. Following the preparation of the questionnaire, a pre-pilot trial was

conducted before the pilot study, during which modifications were made.

The questionnaire underwent expert inspection, with experts providing judgments to ensure
the content validity of the instruments. The content validity ratio (CVR) was calculated using the
Lawshe formula. The Amharic version of the instrument was prepared with the assistance of
professionals from Department of Ethiopian Languages and Literature in Addis Ababa

University.

The under-mentioned figurative illustration shows the validation procedure.
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Figure 3.4:
Instrument Validation Procedure

Instrument Validation Procedures
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Figure 3: Validation and Pilot-testing Procedures of the Questionnaire (Borsa,Damasio, &
Bandeira, 2012)

Review of literature was used for item construction. Forward and backward translations were
performed during each synthesis, and evaluation was conducted. Content validation was then
carried out to check the relevance and clarity of the items in the instrument. Finally, the
investigator conducted a Principal Component Analysis (PCA) which was reported during

proposal upgrading phase.
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The reliability of the total items in the instrument was Cronbach Alpha 0.84, which is good.

Table 3.4

Chronbach Alpha of variables

SR Variable Number of Chronbach Remark
Items Alpha

1  Child out of school experiences 10 0.79 Good
2  Family Engagement 12 0.85 Good
3 Community Engagement 15 0.83 Good
4  Self-regulation (SR CBO) 14 0.81 Good
5  Social competence (SC CBO) 11 0.8 Good

Total 62 0.84 Good

After the pilot study and validation, the number of items was reduced from 74 to 62 due to
children's short attention spans and difficulties in responding to questions. This reduction was

carefully done to ensure that it does not affect the validity and reliability of the instrument.

Most of the proposed items in the instrument for measuring variables were included in the
main study. However, items with poor correlation and eigenvalues less than in the component

analysis were not included.

A principal component analysis was performed on child ratings of out-of-school
experiences, while a common factor analysis was performed on the items in the questionnaire. A
Promax rotation, which allows for a relationship between factors, was utilized to account for the

possibility of overlap between potential factors.

In addition to the Scree plot and eigenvalues, the pilot study confirmed that the Bartlett

Test of Sphericity and Kaiser-Meyer-Olkin (KMQO) Measure of Sampling Adequacy met the
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necessary criteria. According to Kline (1994), if KMO > 0.6, it can be concluded that there are a

sufficient number of correlations in the matrix to warrant factor analysis.

Parallel analysis was used to determine the number of factors. In this analysis of pilot
study, eigenvalues generated from the data were compared to eigenvalues from a sample of 138

respondents. This was the method used to validate the instrument.

3.4.3. Administration

Recognizing the reading difficulties faced by primary school children (Kassahun, Sandvik, and
Moges, 2024), primary school teachers were recruited and employed as part of the data
collection team. They served as readers and assistants when children needed help. Trained
assistant data collectors administered the questionnaires. After obtaining consent from parents,
child respondents provided their responses to the questionnaire. During the administration

process, the assistant data collectors read the questionnaire aloud when necessary.

Gathering data from children using questionnaires proved to be the most challenging part
of the process due to their difficulties in reading and filling out the forms on their own. To
address this challenge, the data collectors playfully read the questions to the children, creating a
comfortable environment. The data collectors then recorded their responses accordingly. The
researcher distributed questionnaires to parents and children to gather information on children's
out-of-school experiences (including family and perceived community engagements) and child
behavioral outcomes (self-regulation, social competence, and academic achievement). Forty
parents were also interviewed. Additionally, observations were made of the playing areas in

which children engaged to gain insights into the out-of-school settings within the context of their
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residence areas. Observations of Children's Out-of-School Context: A unique aspect of the
Ecological Study (ES) is its focus on collecting comprehensive observational data across various
contexts and settings to identify processes that impact child behavioral outcomes. This method is
particularly significant for identifying adaptive, risky, and protective factors that occur in less
structured settings. While designing their study, Leff and Lakin (2005) encountered a challenge
in finding an observational system that assessed the full range of factors and could be applied

across different types of settings, as noted by other researchers (Leff & Lakin, 2005).

3.5. Methods of Data Analysis

After data collection, the researcher has gone through such as coding, data entry, and analysis.
According to Kothari (2004), data analysis involves several closely related operations, including

establishing categories, coding raw data, tabulating the data, and drawing statistical inferences.

Quantitative data analysis was conducted using SPSS version 25 and AMOS 23. SPSS
version 25 offers additional analysis options compared to previous versions. AMOS 23 is a tool

for conducting path analysis in structural equation modeling for mediation tests.

The extensive data was condensed into manageable groups and tables for further analysis.
The raw data was classified into purposeful and usable categories, and coding was used to make
the data suitable for tabulation and counting. Editing, as defined by Belay and Abdinasir (2015),
involves checking the precision, utility, and completeness of the collected data. This process
improves the quality of the data by ensuring proper completion of responses. Tabulation is a

technical procedure in which the classified data is organized into tables for further analysis.
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After coding and tabulation, the data was entered into Excel. Finally, quantitative data was
analyzed using SPSS version 25, aligning with the variables. Additionally, data from
observations and interviews were qualitatively analyzed using thematic analysis (case-by-case),
which involved repeated reading of notes and listening to oral responses collected during

fieldwork.

The researcher conducted bivariate analysis and stepwise multiple linear regression to
examine the influence of predictor variables such as child experiences (e.g., childhood play,
home chores, work for income, homework and study, TV watching), parental availability
(including care and support), community engagement, and behavioral outcomes (social
competence, self-regulation, and academic achievement).The assumptions of multicollinearity
have been checked, and the Variance Inflation Factor (VIF) was found to be at an acceptable
level of tolerance. Normality was assessed through the use of a histogram and found to be
normally distributed. The linearity between the dependent and independent variables, as well as
the assumption of heteroskedasticity, were also checked. All of these assumptions have been

met, allowing for further analysis to be conducted.

Graph 3.1
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The bell shaped curve shows that the distribution is normal.
Graph 3.2
Linearity between the dependent and independent variables
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The P-P plot shows linearity between the dependent and independent variables.

Since the study includes mediating variables, the investigator used AMOS for structural equation
modeling. According to Kaplan (2000), structural equation modeling combines path analysis
with confirmatory factor analysis. In this study, the researcher first conducted a measurement
model test or confirmatory factor analysis to reduce the number of items for each variable and
eliminate items with low path weights. Next, the researcher examined the overall structural
model of the conceptual framework to determine the level of interactions among the variables
and the significance of those interactions. Finally, we conducted path analysis to assess the

impact of COSE on family and community engagements and child behavioral outcomes.

This report presents the analysis of 452 questionnaires. The researcher integrated

qualitative data collected from parents as needed.
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3.6. Ethical Considerations

In terms of ethical considerations, the research adheres to the APA ethical guidelines for
conducting studies. In order to include child participants, the investigator obtained informed
consent from their parents. Moreover, the questionnaire ensures the protection of privacy,
confidentiality, and anonymity of the data obtained. The assistants involved in the study were

trained to prioritize ethical concerns during data collection.

Consent form was sent to parents. The informed consent was done by informing parents
about the purpose, the expected data gathering duration, and the procedures of the research. In
addition, the participants were informed about the right to decline and to withdraw from
participation even after the study is started. In addition, children were asked for their willingness

to get ascent. Participants were informed about the purpose of the study.

Overall, the researcher faithfully follows the scientific procedure for conducting the study.
This is accomplished by properly acknowledging sources and gathering authentic data from the

study area.
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Chapter 4: Data Analysis, Findings and Discussion

4.1. Introduction

This part of the dissertation presents the analyses and findings processed from the questionnaire
responses, interviews, and observations, in line with the primary data collected and analyzed.
The subsections include: response rate, COSEs, parental involvement (covering physical
availability, level of availability, care, support, guidance, mentoring, and follow-up), child
engagement (including subcategories such as home chores, income-generating activities,
homework/study, watching TV/movies, computer/mobile games, outdoor play, gambling, and
stealing), neighborhood, and finally, statistical analysis is presented to display the relationship
between determinants and outcome variables. This chapter also includes the analysis and results
of the study on behavioral outcomes, such as social competence, self-regulation, and academic

achievement.

The analysis is organized in a thematic order, with the aim of addressing research questions
and indicating the descriptive data, relationships, or correlations among the study variables, as

well as the mediating role of family and community engagements.

Preliminary analyses were conducted to examine the factor structure of the child-rated
OSEs, as well as the associated behavioral outcomes. Subsequently, structural equation modeling
is employed to investigate whether family and community engagements mediate the relationship

between the children’s out-of-school experiences and associated behavioral outcomes.
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4.2. Response Rate

With the support of data gatherers, 452 out of 460 questionnaires were completed and returned
by child participants. This indicates that 8% of the questionnaires fall under the non-response
category, either due to failure to return or because they were defective and could not be included
in the analysis. Administering questionnaires to children proved to be challenging due to their
short attention span and limited reading ability. In order to overcome these challenges, the
sentences in the questionnaire were made short with simple use of language. The data collection
process was designed to be engaging and playful in order to encourage child participants to
complete and respond to the questions with assistance of the trained data gatherers. In most

cases, the data gatherers read the questions to the children.

4.3. Respondents’ Background

Demographic characteristics include the age of child participants, their gender, grade level,

number of siblings, and family size. These factors provide information about the participants.
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Table 4.1
Participants’ Demographic Characteristics
SR Variable Sub-category f %
1 Age of child participants Below 10 years old 35 7.7
10-11 years old 265 58.7
12-13 years old 152 33.6
Total 452 100.0
2  Gender of participants Male 211 46.68
Female 241 53.32
Total 452 100.0
3 Grade level of child Grade 3-4 172 38.0
participants Grades 5-6 280 61.9
Total 452 100.0
4 Number of siblings None 88 195
1-3 157 34.7
3-5 122 27.0
Greater than 5 85 18.8
Total 452 100.0
5  Number of family members Below 4 123 27.1
4-6 189 41.9
6-8 121 26.8
Above 8 19 4.2
Total 452 100.0

97

In this study, the majority of child participants (59.3%) are between the ages of ten and eleven

years old. In terms of gender, it is relatively balanced, although the number of female

participants (53.32%) is slightly higher than that of boys (46.68%). Additionally, 364

participants (80.5%) have siblings, and 310 participants (68.7%) come from families with sizes

of 4-8 or more family members.
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Regarding the educational level of parents, more than half of the participants (60.7% or
274) come from families where the parents have a diploma or lower educational qualification.

On the other hand, 39.3% (178) of the participants have parents with a first degree or above.

When asked about their perceived socio-economic status, 60.4% (273) of the participants
indicated that they come from low-income families, while 22.3% (101) indicated that their
families have a middle-income status. The remaining 17.3% (78) of participants stated that they

come from high level socio-economic status families.

4.4. Child Out-of-School Engagement

This part of the analysis focuses on showing the patterns of children's engagement and activities

as per their exposure in the outside of school time.

The main purpose of this section is to portray out-of-school experiences of children, which
is related to the first research question of the study. The analysis incorporates responses from
interviews and observations that are relevant to this theme. The section begins with descriptive

statistics, including frequencies, percentages, mean, and standard deviation.

In this analysis section, the responses to COSEs are presented. The questionnaires
administered here were completed and rated appropriately. The analysis integrates responses
from interviews and observations, providing descriptive statistics such as frequencies,

percentages, means, and standard deviations.
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Table 4.2
Descriptive of Children’s Out-0f-School Experiences (n=452)

Qn Item Alternatives
Not at all Rarely Often
1 Work to get money f 272 159 21
% 60.2 35.2 4.6
M =1.44: SD =0.58
2  Support the family in home chores. f 7 326 119
% 1.5 72.1 26.3
M = 2.25: SD =0.47
3 Doing homework, and study education f 21 133 298
% 4.6 29.4 70.0
M = 2.61: SD =0.57
4 Play with friends f 4 332 116
% 0.9 73.5 25.7
M =2.25 : SD =0.45
5  Study with friends f 30 282 140
% 6.6 62.4 31.0
M = 2.24: SD =0.45
6  Watch Television (film) f 19 229 204
% 4.2 50.7 45.1
M =2.41 : SD =0.57
7  Play mobile game f 35 146 271
% 7.7 32.3 60.0
M = 2.52: SD =0.64
8  Betting games by allotting coin/money f 425 23 4
% 94 5.1 0.9
M=111:SD=0.4
9  Quarrelling in group f 374 73 5
% 82.7 16.2 1.1
M =1.23: SD =0.49
f 298 112 42

Being in groups, we sicken, and mock at

10
passersby

% 65.9 24.8 9.3
M =1.84: SD =0.56

*1= Not at all; 2= Rarely; 3= Often

Work for Income

Only a few number of children, 21 (4.6%), work to earn money, while 272 (60.2%) do not work
for money and 159 (35.2%) are rarely engaged in such activities. During the interviews, parents

mentioned that sometimes children perform miscellaneous tasks to earn money, but the money is
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given to the parents. Some children work as "Jebilo™ which involves delivering shopping goods
such as tissue papers, masks, roasted grain (kolo), and other commodities or services such as

shoe-shining in exchange for money.

Home Chores

A large number of children, 326 (72.1%), rarely support the family with home chores, while 119
(26.3%) often do and only 7 (1.5%) provide regular support such as buying goods from shops.
The mean score is closer to the "rarely” option on the scale (M = 2.25: SD = 0.47). Home chores
are one of the activities in which children are engaged, according to parents and child
participants. Parents mentioned that home chores are an important part of children's involvement

in COSEs. A mother of an 8-year-old girl said:

"My child is very helpful at home. When we work, she attentively watches and assists.
According to her abilities, she takes part in home chores. The most important thing is her

interest..." [LMI2]

Home chores and supportive practices provide children with valuable experiences at home to
acquire skills which help them in their future. For example, ordering a child to wash a sibling's
legs, feeding, and taking care of family members. During the interviews, parents mentioned that
assigning home chores based on a child's abilities fosters responsibility. These activities at home
help children develop a sense of capability and teach them self-care skills such as personal
hygiene (brushing teeth, washing hands and body, etc.), dressing themselves, and cleaning

utensils.
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Homework and Study

Regarding educational activities, 298 (70%) of children often engage in doing homework and
studying different subjects outside of school. On the other hand, 133 (29.4%) rarely do
education-related activities, and 21 (4.6%) chose not to do them at all, stating that they complete
their homework before returning home. However, some parents mentioned that their children
rush to finish their homework in order to get permission to play outside or watch TV. Generally,
a significant number of participants mentioned that children have enough time to study and do

their homework.

Outdoor Play: Children were asked how often they play with friends. In light of this, 116
(25.7%) participants responded that they often play, 332 (73.5%) chose rarely, and 4 (0.9%)
indicated that they do not play outside of home. When it comes to outdoor play, most children
play outside home after getting permission from their respective parents/guardians or caretakers.
Some of the types of play that children engage in the outside home time include football,
"Eqaga", "Abarosh", "Lieba ena police", "Segno-Makisegno”, "Dibibikosh"”, and "Tiba-tibie".
There are differences between parents and children in determining the duration of time they can

play outside.

Children are engaged in various forms of play. Very many forms of play are found to be
more interactive one another. The interaction has a form of child-to-child relationship. Such

relationships are based on peer interaction or neighborhood.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 102

Graph 4.1. Types of play

From observation of children's playgrounds, the investigator noticed that children tend to engage
in cooperative activities with their close friends and competitive activities with unfamiliar/new
children. Additionally, when parents call children to get back to home, they often become
irritated and insist on playing with the other children around them. While outdoor play offers
constructive and encouraging experiences for children from different households, there are also
challenges that these children face. Some of these challenges include limited space on the
playground, playing in muddy areas where there are debris that could harm the presence of sharp
materials and spiky / prickly objects in their surroundings. These problems are related to

playground availability, lack of playing materials, and an unsafe environment.
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As part of their out-of-school experiences, 140 (31%) children often study with friends,
282 (62.4%) rarely do so and 30 (6.6%) do not study with their friends. Children engage in

educational activities such as studying with friends who live nearby as neighbors.

TV watching (screen time):

Children engage in various activities such as watching TV, gaming, and social interactions,
which shape their social competence. Many children in Addis Ababa spend a significant amount
of time through watching TV, which can provide entertainment, education, and exposure to
different cultures and ideas. However, excessive TV watching can lead to a sedentary lifestyle,
reduced physical activity, and potentially negative effects on academic performance since such

engagement is time consuming which would have been used to study or work for their education.

204 (45.1%) of participants often watch TV. 229 (50.7%) rarely watch TV, and the
remaining 19 (4.2%) do not watch TV at all. This indicates that children spend a significant
amount of time watching TV. Regarding TV watching, one of the interviewees gave the

following response. A mother of a 10-year-old child gave the following response: -

"Even though | do not know whether it is helpful or not, he watches Arab movies. He seems
to understand what the actors are saying and tries to talk about the story. He often watches
cartoon films, kana, tom-and-jerry, etc. His excessive TV watching has made it difficult for

him to communicate with us..."

A father of a nine-year-old child also says:".....we have forbidden the child from watching TV.

However, | have noticed that sometimes when we are at work, he still watches.....

This response indicates a lack of compliance with parental orders, especially when the parent is
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away for various reasons such as work. On the other hand, some parents stated that scheduled

TV watching is good, especially for programs specifically designed for children.

Another interviewee indicated that children spend much time watching TV. She stated the
following.
“In my opinion, children spend around 2-3 hours a day watching TV. It seems like TV is a
big part of their daily routine. They often watch cartoon shows, sometimes even movies.

Watching TV has become a common way for children to entertain and relax themselves after
school or during weekends, and summer/kiremt.”

This response was supported by other respondents emphasizing that children spend much time
by watching TV. There were responses indicating that TV watching habits among children vary
from one family to another due to different factors such as economic status, family structure,
parents’ employment, and the like. For example one respondent was indicating that “If there is
not TV at home due to poor economic condition, then the children may not be exposed to
watching TV”. Moreover, in the case of many children, there is exposure not only to TV but also

to different online games, YouTube and Tiktok videos.

Gaming:

It was found that gaming is popular among children in Addis Ababa, offering opportunities for
problem-solving and other skills. However, it is generally believed that excessive gaming leads
additive usage, social isolation, and interference with schoolwork and real-life social

interactions.

The majority of children, 271 (60%), often engage in mobile and related games, while 146

(32.3%) rarely engage in gaming, and 35 (7.7%) do not engage in this game at all. This indicates
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that there is high tendency of playing mobile games. Parent participants expressed that children
are very enthusiastic about mobile games. For example, one informant, the mother of an eight-
year-old boy, mentioned that mobile games are used as a form of bribery. She believes that this

kind of manipulation deprives the child of a sense of responsibility. She stated:

“In our home, we (parents) use games as a means of enticing our child to do something.
This practice is also common among my neighbors and other parents | know. For example,
if we want our child to go to the store, we may buy him/her chewing gum or chocolate as a
reward. Similarly, to motivate our child to study or read, we often say, ‘If you study now,

you can play games later’." [IRKOS]l
This approach is not only prevalent in our family but also in others'.

Parents, like the participant mentioned earlier, are aware of the consequences of using games as a

means of enticement. They believe that this kind of treatment could spoil the child's behavior.

“...When a guest comes to home, our child rushes to ask the guest for a mobile phone. Then
asks whether the mobile has game or not and demands him/her to play game. This makes us
feel ashamed.... I think this is being addicted... It is when we forbid ours that the child
request from guests...”" [GPI6]

Parent participants indicated that children insist and persist towards games in uncontrollable
way. It is becoming difficult to stop once they start gaming. Most children are developing
addictive experiences in gaming. From the study it was unveiled that many parents are using
games as techniques of enticement for making children do something ordered. The case seems

exasperating as it was found from the qualitative data.

1Respondent code



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 106

Bullying, Gambling, and Stealing

This section of the analysis includes responses regarding negative experiences of children. A
large number of participants stated that they do not gamble by using coins or money, with only
23 (5.1%) rarely doing so (M = 1.11, SD = 0.4). 78 (17.3%) of participants reported that they
engage in group quarrels, while 374 (82.7%) stated that they do not engage in such behavior. On
the other hand, 154 (34.1%) participants admitted as they mock passersby and other children. On

mother respondent, identified as [KKMI5], described the misbehavior of a boy as follows:

“...1 found that once upon a time my child took penny and bought marbles (Biyi) and
played with neighbor children. This is stealing/theft and gambling...”

Participants indicated that within a family, there are situations where the mother and father
blame each other for their child's misbehavior. "4 27 771 .E 2 A 7ia-":

"W TWAPEALAZLANC V- 7A°AH". During an interview, a participant stated that parents
accuse each other because of their child's misconduct. This kind of behavior, which leads to a

spoiled attitude, poses a risk to CBOs, particularly in terms of self-regulation and social

competence.

Staying at home for a longer period of time, especially during semester break and annual
vacation or "kiremit" vacation, parents have reported detecting misbehaviors at home. These
behaviors include theft, hiding oneself in alcoves or pantries, "stealing"” food instead of asking,
and engaging in trivial gambling outside the home. A mother of two children, ages 11 and 6,

specified the following.

“Though my child knows that I can give in request, | noticed that he repeatedly found eating the

food we put in the alcove. | (parent) do not have guarantee that my child will go and steal from
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neighbors’ house. The younger sibling too follows the act of the elder one. They take food even out of
home and give to their playmates especially if they think that we do not know their act. No problem
of sharing with one’s friend but the problem is they do it in a wrong

way.... 7140400 TRAN LA NTTATEAD 1@ FTANE P T OTEANNNLCALaMNANNTAS

THI*NAAL LT LNAN: 0 L& MNELACPATALHO L AT ENO TRAN LN TFAALNAAN:
The case mentioned above indicates that some children have a desire to eat alone and engage in
theft as a custom. While these maladaptive practices or experiences may seem inconsequential,

they are actually need parents attention and timely intervention as well.

In general, there is a statistically significant mean difference between boys (M=2.3, SD=0.8) and
girls (M=2.02, SD=0.85) in terms of the amount of time spent out-of-home in their COSE. Boys
spend significantly more time out-of-home compared to girls, t (450) = 3.58, P < 0.01, d=0.28,

95% CI [0.12, 0.43].

4.5. Family Engagement

This section of the analysis discusses family involvement in COSEs. The term "family" includes
parents, siblings, caretakers, grandparents, and other members who live together. There are two
sub-categories to consider. The first pertains to the physical presence, care, and support provided
by parents or guardians. The second sub-category focuses on guidance and monitoring for

children.
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Table 4.3
Descriptive on parental physical availability, care, and support (n=452)

Qn Item Alternatives
Not at all Rarely Often
1 Parents observe/follow during eating f 64 322 66
% 14.2 71.2 14.6
M =2.01: SD =0.54
2 Parents ask children what problems f 33 381 38
they faced. % 7.3 84.3 8.4
M =2.01: SD =0.39
3 My parents stay with me physically for f 107 284 61
much time. % 23.7 62.8 135
M=20:SD=0.6
4 ... check whether I have done my f 48 376 28
homework or not % 10.6 83.2 6.2
M= 1.96: SD =041
S ... set time when to watch television f 76 246 130
% 16.8 54.4 28.8

M =2.12:SD =0.67

*1= Not at all; 2= Rarely; 3= Often

Physical Availability, care and support of parents: A significant number of participants indicated
that their parents monitor their eating habits during mealtime. The findings revealed that parents
are concerned about their children's food intake. During the interviews, parents mentioned that
their children participate in school feeding programs, but outside of school, they take care of
their children's snacks and dinner. It was reported that children sometimes go to sleep without

eating dinner, especially when parents are working late.
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The analysis also showed that many parents ask their children about any problems they
may be facing. In response, children express concerns about their classmates, teachers, and other
school-related issues. Interviewees mentioned that they receive information about the challenges
their children face during school hours. Furthermore, children also share information about their

peer and neighborhood interactions with their parents.

Out of the child participants, 76.3% indicated that their parents spend time with them
physically. However, 23.7% were unsure (M= 2.00; SD=0.6). In contrast to the questionnaire
responses, parents mentioned during the interviews that there are gaps in spending time with and
engaging with their children. The majority of respondents (89.4%) stated that their parents or
guardians check whether they have completed their homework. Additionally, 83.2% of
participants mentioned that their parents or guardians set specific times for watching television,
while 16.8% stated that their parents do not do so. However, despite the responses regarding TV
time, children often insist on watching television when their parents are not around, and they also

watch with their parents once they return home from work.

Family Guidance and Follow up

In order to gauge the family guidance, and follow up, there were seven items in the

questionnaire. Table 4.4 below presents the responses of participants.
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Table 4.4
Descriptive on Guidance and Follow up (n=452)

Qn Item Not at all Rarely Often
1 (My) parents give to tutorial f 166 230 56
% 36.7 50.9 124
M =1.73: SD = 0.65
2 ... show me how to do tasks. f 47 343 62
% 10.7 75.9 13.7
M =2.03: SD = 0.49
3 ... advise me. f 19 87 346
% 4.2 19.2 76.6
M =2.72:SD =0.53
4 ... encourage me to be smart. f 40 287 125
% 8.8 63.5 21.7
M =2.19: SD =0.57
5 ... look after me when I play f 219 175 58
outside home % 48.5 38.7 12.8
M =1.64: SD = 0.69
6 ... stop me when I do something f 8 106 338
harming % 1.8 235 74.8
M= 2.73: SD =0.48
7 ...punish me f 92 242 118
% 20.4 53.5 26.1

M = 2.06: SD =0.68

*1= Not at all; 2= Rarely; 3= Often

Only 56 (12.4%) of parents often give tutorials to their children, while half of the participants
indicated that their parents rarely give tutorials. 166 (36.7%) responded that their parents do not

give tutorials.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 111

A large number of parents (89.6%) show their children how to do things, but 47 (10.7%)
said that their parents do not show how to do things. This implies that there are efforts of guiding

children to acquire adaptive skills.

The vast majority of participants indicated that their parents advise them. 125 (27.7%)
stated that their parents encourage them to be smart, while 287 (63.5%) rarely do so and 40

(8.8%) chose not to at all.

Two hundred nine (48.5%) of the participants indicated that their parents do not look after
them when they play outside of home, while on the other hand 175 (38.7%) responded that their

parents rarely look after them, and 58 (12.8%) often do so.

Almost all child participants indicated that their parents stop them from doing something
harmful. More than half of the participants, 242 (53.5%), indicated that their parents rarely
punish them, 118 (26.1%) chose that their parents often punish them and the remaining 92
(20.4%) chose the alternative of no punishment at all. Many child participants showed that their
parents/guardians believe that physical punishment, such as flogging or hitting, is an appropriate

method of discipline.

It is observed that maids are serving as substitutes or proxies for employed/working
parents. This has implications for the limited amount of care and support from parents as well as

the limited right of the maids at home.

Some parent interview participants indicated that they often rebuke their children for
guidance to do the right thing in a positive way. However, rebuking for remedial action may lead

to negative emotional reactions and arguments.
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A 53-year-old merchant father raised concerns about communication and compliance
issues between families, especially between parents and a 10-year-old child. The father

expressed the following, translated from Amharic to English:

"...our child watches English movies, operates and manipulates mobile phones, and is
capable of doing things that we can't do. We (parents) are not able to speak English '... 25"
nime Poo3 7902F 17 AZFF? h480 AN 1w 1OALD- FL71¢
NohhA T3 A AR 2780 BNTTTA... AZTTF} Ad-hTw-? h1-7357 hilm-
N4NF 0378 QUCET7 £000-..." . He is alienated from the family members. At first, |

thought something went wrong, but he is okay."

As mentioned earlier, there are barriers in communication and understanding between parents
and children. The father indicated that they (parents) often feel confused by the display of

strange behavioral changes from their child from time to time.

In terms of parental guidance and mentoring, most informants mentioned using exemplary
children with pro-social, virtuous, and decent behavior in the neighborhood. However, a few
respondents expressed that doing so may make them feel inferior to their peers. Various insights
from the interviews indicate that family-related issues in parenting and disciplining child
behavior require the intervention of professionals. Parental involvement in children's experiences
is primarily focused on monitoring their activities both at home and outside the home. Parents

often try to monitor their children's play, video game usage, TV watching, and other activities.
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While parents do show support for academic activities, their level of involvement is
influenced by factors such as their employment and educational background. Some parents opt to

hire a home tutor to assist their children with studying and homework.

Participants mentioned that their parents or guardians do not consistently check if they
have completed their homework at night. Occasionally, parents will ask if homework has been
done, but if the answer is "yes," they simply leave it at that point without checking further. Some
parents may leave comments or sign their children's communication book in an effort to
communicate with teachers. However, these practices vary, and parents do not always delve into

the details.

In general, many parents in Addis Ababa do not spend much time with their children due to
physical unavailability when they return home. However, responses from interviews and
questionnaires reveal that parents employ diverse strategies to compensate for this limited

availability, such as making phone calls or hiring a maid.

In Addis Ababa, parents play a crucial role in shaping their children's experiences and
influencing their behaviors. They guide their children's activities by monitoring their TV
watching habits, setting limits on gaming time, and facilitating social interactions. By providing
guidance and support, parents can help their children make informed choices, develop self-
regulation skills, and effectively navigate challenges. However, there are still gaps in actively
monitoring children's activities, screen time, and social interactions to ensure a healthy balance.
Effective communication between parents and children builds trust, enhances social competence,

and reduces the risks associated with excessive TV watching or gaming.
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Parental involvement and role modeling can further enhance parents' participation in their
children's activities. They can engage in joint TV watching or gaming sessions and serve as
positive role models for the development of acceptable social behaviors. Such involvement
strengthens familial bonds and sets an example for healthy media consumption and social

interactions.

Parents in Addis Ababa face limitations in receiving support and resources to enhance their
parenting skills and understanding of the impact of media on their children. Empowered parents
can implement strategies to address challenges, support their children's development, and create
a nurturing environment for healthy growth. In conclusion, parents in Addis Ababa play a crucial
role in shaping their children's experiences and behavioral outcomes related to TV watching,
gaming, and social competence. Through active engagement, guidance, and building positive
relationships, parents can effectively address challenges and promote healthy development in

their children.

4.6. Community Engagement

This section of the study focuses on the analysis of the mediating role of community engagement
in shaping COSEs and disciplining and helping children. Community engagement refers to the

interactions between peers and neighborhood relationships which impact children’s experiences.
As a mediating variable, community engagement comprises of two sub-categories: peer relations

and neighborhood interactions.

The main objective of this analysis section is to assess the mediating role of community

engagement. The analysis is divided into two sub-categories: peer relations and neighborhood
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interactions. The analysis integrates responses from interviews and observations that are relevant

to the theme.

Child Peer Interaction

Peer Related Factors: Child-to-child interaction in the outside school environment is important
for all rounded development of a child. As part of the mediating variable, community
engagement, in the measurement tool, there are ten items related with peer interaction. Based on
the gathered data, the following analysis presents the responses.

Table 4.5
Descriptive statistics of peer interaction (n=452)

Qn Item Alternatives
Not at all Rarely Often
1 I have good friend f 15 40 397
% 3.3 8.8 87.8
M =2.85:SD=0.44
2 My friend entices me when | feel bad. f 12 39 401
% 2.7 8.6 88.7
M =2.86: SD =0.42
3 My friend supports me f 9 44 399
% 2.0 9.7 88.3
M =2.87:SD=0.39
4 My friend appreciates me f 12 92 348
% 2.7 204 77.0
M=2.74:SD =0.49
5 | am happy when | am with my friend f 15 82 355
% 3.3 18.1 78.5

M= 275:SD=0.5

6 My friend and | always meet to play. f 11 267 174
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% 2.4 59.1 38.5
M =2.36: SD =0.53
7 My friend and | study together f 18 228 206
% 4.0 504 45.6
M =2.42:SD =0.57
8 My friend and | compete f 39 268 145
% 8.6 59.3 32.1
M = 2.23: SD =0.59
9  Ido not feel comfortable when there are  f 29 233 190
elders in areas where we play % 6.4 51.5 42.0
M=2.35:SD=0.59
f 197 216 39
10  Often feud with friends % 43.6 47.8 8.6

M = 1.65: SD =0.63

*1= Not at all; 2= Rarely; 3= Often

437 (96.7%) of the respondents stated that they have good friends whom they rely on, while only
a few (3.3%) indicated that they do not have friends (M = 2.85: SD = 0.44). Many child
participants indicated that their friends support them when they feel bad. Similarly, 98% of the
participants indicated that their friends provide support. More than half of the respondents stated
that their friends appreciate them. It is also indicated that there is cooperation among them,

especially during play.

More than half of the participants showed that they rarely meet to play, while 38.5% often
meet to play. Observation data gathering sessions confirmed similar findings. Half of the
participants expressed that they rarely study with friends. Children rarely compete with others in
terms of their academic results, on the playground, and in terms of their possessions. Many
children do not feel comfortable when there are elders in the areas where they play. Half of the

respondents do not have conflicts with their friends.
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Even though many children have positive relationships with their peers, respondents in the

interview indicated that there are negative influences which result from their relationship.

“NAVLICPPAT L
IO I AN T H IR OLNND- 11T POLORT PACCT-AFLAN

LML PT @ P7L@mN,Ta h?828 AP 1005HVTw-..."

This is meant in Ambharic, literally translated, “a heifer which spent time with a donkey learns
much farting, and hence, our children who spend their time with unmonitored and harming
others demand us things that we cannot afford. Therefore, their relationship with negative

conditions has some negative impacts.”

During out-of-school time, children become exposed to disruptive settings. They imitate

maladaptive behavior that they observe from adolescents and adults.

Neighborhood Relationships

The other part of community engagement as a mediating variable is the neighborhood-related

factor. The main purpose of this analysis section is to explore the roles of the neighborhood. The
beginning provides descriptive statistics including frequencies, percentages, mean, and standard
deviation. Responses from interviews, focus group discussions (FGDs), and observations related

to the theme are integrated in the analysis.
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Table 4.6

Descriptive statistics of neighbourhood relationship (n=452)

Qn Item Alternatives
Not at all Rarely Often
1 I go to neighbors’ house f 168 233 51
% 37.2 51.5 11.3
M =1.74: SD = 0.65
2 Our neighbors give me care and support ~ f 147 249 56
% 32.5 55.1 124
M =1.79: SD = 0.63
3 They entice me when | feel bad. f 110 220 122
% 24.3 48.7 27.0
M=2.03:SD=0.72
4 They advise me. f 111 194 147
% 24.6 42.9 32.5
M =2.08:SD=0.75
5  They show me how to do tasks. f 116 243 93
% 25.7 53.8 20.6

M = 1.95: SD =0.68

*1= Not at all; 2= Rarely; 3= Often

Nearly half of the respondents (i.e. 51.5%) agreed that they rarely go to their neighbors' houses.

Children seldom receive care and support from neighbors, especially when parents of these

children are not around. In rare cases, neighbors may entice children. The findings highlighted

that neighbors seldom provide advice to children or show them how to do things. The

participants stated that their parents or guardians become worried about their well-being when

they stay at neighbors' houses for too long. Interviewees affirmed that it is difficult to trust

anyone.
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Participants expressed that living in close proximity to others makes it challenging to have

freedom and do what they want, as they prioritize mutual safety.
Below is a summary of a case about a seven-year-old named Haybe?:

“Haybe is 7 years old and spends the entire day wandering around the neighborhood until

his age mates and playmates return from school. His parents leave him in the care of
others because they trust that the community will look after him, including providing him
with meals. According to the respondents, Haybe is easygoing and visits various homes in

the area.”

Respondents unanimously highlighted a lack of confidence in allowing children to play outdoors.

They agreed with a statement made by one of the respondents named Alem, who stated:

"When children are playing outside home with their peers and parents/family members
hear noise outside, they move out and call for their child to come inside. This interrupts

their playtime. It shows a lack of confidence in the environment..."”

Although there is cooperation within families, parents lack confidence in the well-being of their
children while they play outside. This leads parents to interrupt their child's playtime with friends
and bring them inside. Restricting the child from participating and interacting with other children

is not a viable solution to ensure their care.

2 *Name changed (surrogate name used) for ethical reasons.*
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A 37-year-old mother of 10-year-old child stated that the neighborhood relationship is
unreliable. She added that her family leaves home early in the morning and returns late in the
evening. The respondent expressed the following: "...1 don't even know our neighbors properly.
They live their lives and we live ours... That's it...." Neighbors, a group of different parents in the
neighborhood, create opportunities for children to gather through birthday celebrations, and other
outdoor ceremonies with adults. Respondents have claimed that this approach allows children to
develop social competence with the close follow-up and supervision of parents. This custom

seems constructive.

There were parent participants who stated that their children enabled them to form close
relationship with their neighbors because their children played together on the playground or in

the play-yard. A 54-year-old father from Kolfe Keranyo explained:

"...Itis because of the relationship and interaction among our children that we have
become close friends to our neighbors. When we watch our children play outside, we
[parents] start talking about how our children behave at home. These and other
commonalities have brought us closer and improved our discussions about child-rearing

practices..."

The responses from the questionnaires support the point mentioned above. Interactions between

families happen as a result of the shared experiences of their children.

In the COSEs and outside home experiences, one of the FGD participants in Bole Bulbula

indicated the following.
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“.ALTE WVETF@ 70T F TTm:: h28 % 19°UCT 1" AA LI
A28NG A M I TF@- REG  AP1TBm1: AT Oh APLLT ACPD. L. av3757T D
MGFNVFD. ALFE Ad-VEFD. AVD#EI°  hd.c-Ta- ood-PTa-29° AVm#E9° I0C:: 77
7% PH N4.CC NPT WVCTFFD.? hdAATD. ANPTPA :: 791 7-¢- AhiN. 1w- ...
N77¢-F% 48 N9° A5 P1LI9 4.0 2287 har-PAy- ....”

The above quotation presents as children in the outside home experience could be in
exposing condition that may make them to be vulnerable. The participant’s saying shows that he

has confidence in the peaceful neighborhood.

On the other hand, there were parent participants who indicated as social relations are
negatively affected in certain neighborhoods due to a deterioration of trust among residents.
They also asserted that renting houses or having occupants might lead to detrimental practices.
Respondents indicated that adults around the child have a responsibility, regardless of blood
relation. On the other hand, some respondents expressed frustration about the decline of this

societal value.

When asked about disliked aspects of the neighborhood, most respondents expressed
concerns about multi-story buildings, particularly regarding potential risks to children due to the
questionable behavior of other adults. Other residents also mentioned that child sexual abuse has
become nowadays than ever before a threat to families. The respondents indicated that the mixed
complex living area poses more challenges and threats than benefits for childcare. The other
potential challenge for COSE is the harmful exposure children may face. Liquor stores, bars,
play stations, Khat shops, and similar establishments pose challenges for children in their out-of-

school environments.
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Community engagement is expected to play a vital role in shaping children's experiences
beyond school. Some neighborhoods in Addis Ababa may lack adequate resources or facilities
for children to participate in meaningful activities outside of school. Issues like traffic hazards,
crime rates, and inadequate supervision can hinder children's freedom and limit their
opportunities for community engagement. Socioeconomic disparities, cultural norms, and
language barriers may also hinder inclusive community engagement and limit children's access

to diverse experiences.

The qualitative data unveiled that engaging with the community helps children develop
social connections, empathy, and cooperation and teamwork skills. However, the participants do
not perceive the community at large or their neighbors in particular, as reliable guides and

supporters in creating a better out-of-school environment.

4.7. Child Behavioral Outcomes

This section of the dissertation discusses the dependent variables, which include social
competence, self-regulation, and academic achievement.

This section analyzes the responses related to social competence, self-regulation, and academic
achievement. The main objective of this analysis is to demonstrate the impact of Child

Behavioral Outcomes.

4.7.1. Self-regulation

This sub-section of the analysis focuses on the self-regulation of children. As mentioned a bit

earlier in this paper, self-regulation refers to the ability of an individual to control their behavior,
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emotions, and thoughts in order to achieve their goals. In the case of children, self-regulation is

vital for their academic success, social and emotional development, and their overall well-being.

Table 4.7
Descriptive statistics of Self-regulation (n=452)
Qn Item Not at all Rarely Often
1 [ often fight or bully children f 252 176 24
% 55.8 38.9 53
M =1.49: SD = 0.59
2 ...Persist with tasks until completed f 150 217 85
% 33.2 48.0 18.8
M =1.86: SD =0.71
3 ...Fidget or squirm a lot f 60 336 56
% 13.3 74.3 124
M =1.99: SD=0.51
4 ... Do things by oneself f 8 113 331
% 1.8 25.0 73.2
M=272:SD=0.49
5  ...Get over being upset quickly f 54 272 126
% 11.9 60.2 27.9
M=2.16:SD=0.61
6 ...Nervous or clingy in new f 66 202 185
situations % 144 44.7 40.9
M= 2.27:SD =0.69
7 ...Wait my turn in activities f 71 259 122
% 15.7 57.3 27.0
M= 2.11: SD =0.64
8 ...Often worried f 208 196 48
% 46.0 43.4 10.6
M = 1.65: SD = 0.66
9  ...Often afraid or scared f 149 234 19
% 33.0 51.8 15.3

M = 1.82: SD = 0.67




CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 124

...am shy when meeting new f 52 103 297

10 children % 11.5 22.8 65.7
M= 2.54: SD =0.69

f 75 311 66

11 ...Often lose temper, has tantrums % 16.6 68.8 14.6
M= 1.98: SD = 0.56

f 47 276 129

12 ...am very excited % 104 61.1 28.5
M= 2.18: SD =0.59

f 32 105 315

13 ...I' have stubbornness % 7.1 23.2 69.7
M = 2.63: SD =0.61

f - 52 400

14  ...rush to do activities without % - 115 88.5
analyzing them. M = 2.88: SD =0.32

*1= Not at all; 2= Rarely; 3= Often

While more than half (55.8%) of the participants responded that they do not fight or bully others,
38.9% said they rarely do so, and only 5.3% indicated that they often fight. In terms of
perseverance, 48% of participants rarely persist with tasks until they are completed, while 18.8%
often persist. However, 33.2% do not persist. When it comes to fidgeting or squirming, 74.3% of
children rarely do so, whereas 13.3% never do, and 12.4% often do. This suggests that children

may only fidget in response to specific stimuli.

The majority of participants (73.2%) stated that they prefer to do things by themselves,
25% rarely do so, and 1.8% responded negatively (M = 2.72: SD = 0.49). In terms of getting
over being upset, 60.2% of respondents rarely have difficulty doing so, 27.9% quickly get over
it, and 11.9% struggle to get over it (M = 2.16: SD = 0.61). The mean is closer to the "rarely"

option. Regarding feeling nervous or clingy in new situations, 44.7% rarely experience this
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emotion, 40.9% often feel this way, and the remaining 14.4% do not feel it at all (M = 2.27: SD

= 0.69).

While 57.3% of participants rarely wait their turn in activities, 15.7% have difficulties (M
=2.11: SD = 0.64). During the interview, parents mentioned that their children have problems
with turn-taking, but when adults are present, they obey even if they are in a hurry to get what
they want. 46% of the participants stated that they are not often worried, 43.4% rarely experience
this feeling, and 10.6% often feel worrisome (M = 1.65: SD = 0.66). Half of the participants

indicated that they rarely get afraid or scared based on the nature of the stimuli.

A significant number of children participants (65.7%) mentioned that they feel timid and
shy when meeting new children (M = 2.54: SD = 0.69); 22.8% rarely experience this, and 11.5%
do not feel it at all. 68.8% of the participants stated that they rarely lose their temper or have
tantrums. Additionally, 89.6% of the children mentioned that they get easily excited. 69.7%
indicated that they can be stubborn at times when triggered by certain factors (M = 2.63: SD =
0.61). Finally, 88.5% of the participants stated that they rush to do activities without analyzing

them.

4.7.2. Social Competence

In this study social competence represents children’s ability to effectively interact with others.
The way they communicate, respect, and empathetic capability of the child are considered as part
of social competence. Social competence is by the same token a sub-category of Child

Behavioral Outcomes.
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Table 4.8
Descriptive statistics of Social Competence (n=452)

Alternatives

Qn Item Not at all Rarely Often
1 [I] respect others f 4 176 272
% 0.9 38.9 60.2
M =2.59: SD =0.51
2 [I] am sociable f 28 244 180
% 6.2 54.0 39.8
M =2.34: SD = 0.59
3 [I] listen to others’ feelings and points of f 20 199 233
view % 4.4 44.0 51.5
M =2.47:SD =0.58
4 [I] want to get along with others f 13 78 361
% 2.9 17.3 79.9
M= 277:SD=0.48
5 [I] obey to orders f 50 275 127
% 11.1 60.8 28.1
M= 217:SD=0.6
6  [I] am helpful to others f 42 320 90
% 9.3 70.8 19.9
M= 2.1: SD =0.53
7 [1] share things with others f 43 184 225
% 9.5 40.7 49.8
M= 24.5D =0.53
8  [I] am worried about people in problem  f 9 41 402
% 2.0 9.1 88.9
M = 2.86: SD =0.39
9 1] try to resolve conflicts f 124 246 82
% 27.4 54.4 18.1
M= 1.91: SD =0.67
10 | argue too much. f 222 218 12
% 49.1 48.2 2.7

126
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M = 1.54: SD = 0.55

f 194 231 27
11 People get angry on me % 42.9 51.1 6.0
M = 1.63: SD =0.59

*1= Not at all; 2= Rarely; 3= Often

This section presents the responses regarding the social competence of children. In the analysis,
the investigator has integrated the responses from interviews and observations that are related to

this theme.

The majority of participants (60.2%) responded that they respect others, while 38.9% were
unsure (M = 2.59; SD = 0.51). Half of the respondents (54%) were undecided about their
sociability, but 39.8% agreed that they are sociable. In terms of understanding others' feelings
and points of view, 51.5% agreed, 44% were unsure, and 4.4% disagreed. Many participants
indicated that they are very good at understanding other people's feelings. 79.9% of the
participants stated that they want to get along with others, 17.3% were uncertain (M = 2.77; SD

= 0.48).

28.1% of participants responded that they obey orders, while more than half (60.8%) were
unsure, and 11.1% disagreed (M = 2.17; SD = 0.6). 19.9% of the participants are helpful to
others, while 70.8% were unsure, and 9.3% disagreed (M = 2.1; SD = 0.53). Almost half of the
participants (49.8%) responded that they share things with others, whereas 40.7% were unsure
and 9.5% disagreed (M = 2.4; SD = 0.53). 88.9% agreed that they are concerned about people in

need while on the contrary 9.1% were unsure (M = 2.86; SD = 0.39).

54.4% of participants rarely try to resolve conflicts with others (family or friends), 18.1%

actively try to resolve conflicts, and 27.4% chose the "not at all" option (M = 1.91; SD = 0.67).



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 128

49.1% of respondents indicated that they do not argue much, whereas 48.2% rarely argue, and
only 2.7% argue by asking questions (M = 1.54; SD = 0.55). The majority of the participants
(51.1%) stated that people rarely get angry at them while 42.9% responded that it does not
happen, and only 6% reported that people often get angry at them. There are positive responses
towards items related to getting along with others, understanding others' viewpoints, sharing, and
helping others. Additionally, more than half of the respondents try to understand other people's

feelings.

Participants expressed that there are certain conditions that may negatively affect the child.

For example, one interviewee who is the mother of an eight-year-old boy said the following:

“If you see the situation of our children, absence of convenient playing area has made them to be in
hazardous setting and situation that could affect their behavior negatively. For instance if you go
and look around the public square of our residential area, it is full of liquor houses and gambling
places for adults such as ‘Karambula®’. These social problems definitely have negative influence

upon our children.”

In the physical environment, where children play and pass time outside home, there are different
negatively influencing situations. This is due to the availability of liquors, gambling houses, khat
selling shops, etc. On the contrary, there are parents who indicated as there are positive aspects
of Children’s Out-of-School Experiences (COSES) in the area of residence such as the

opportunities that children get access friends and share play materials.

3Karambula is type of game that adults play. Adults often play it for gambling purpose.
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4.7.3. Academic achievement

The academic achievement in the analysis was based on the semester average of the children in
the 2023 academic year. The semester average was converted into a standardized score (Z score)
for data analysis. The regression analysis has shown that COSEs have a statistically significant
influence on the academic achievement of children, as 74% of the academic achievement is

explained by COSEs. This percentage is compared to the factors considered in this study.

For example, the findings revealed a statistically significant negative correlation between
academic achievement and screen time (TV watching/mobile gaming) (r(452) = -0.17, p< .001).
As TV and gaming screen time increases, academic performance decreases. On the other hand,
there is a statistically significant positive correlation between family engagement and academic

achievement (r(452) = 0.438, p< .001).

4.8. Mediating Role of Family and Community Engagement

This part of the research examines the relationship between dependent and independent
variables. The mean and standard deviation are presented to enhance the portrayal of this

relationship.

A mediator variable is a variable that explains the relationship between the dependent and
independent variables. Mediation involves causal role. In other words, it helps to elucidate the
relationship between the dependent variable and the independent variable. Complete mediation
refers to the complete intervention caused by the mediator variable. For the purpose of
examining the mediation effect of family engagement and community engagement, the

investigator performed linear regression and used AMOS.
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In this study, the investigator examines the relationship between COSEs and CBOs. A
mediating variable in this case espouses FE and CE, as the relationship between COSEs and

CBOs differs depending on the mediation of FE.

Variable Relationships and Model Summary
This part of the analysis presents the relationship among variables. Correlation coefficients,

model summary, and ANOVA are portrayed.

Table 4.9
Correlation coefficient of variables (N=452)
Correlations

COSE FE CE SC

Pearson Correlation 184" 1
FE Sig. (2-tailed) .000

N 452 452

Pearson Correlation ~ -.233" 037 1
CE Sig. (2-tailed) 000 427

N 452 452 452

Pearson Correlation T777 3547 -204" 1
sC Sig. (2-tailed) 000 000 000

N 452 452 452 452

**_Correlation is significant at the 0.01 level (2-tailed).

There is a statistically significant high correlation between COSE and social SE (r(452) = 0.777,
p< .000). However, behavioral outcomes have a statistically significant but low correlation with
family engagement (r(452) = 0.354, p< .001), and an inverse relationship with community
engagement (r(452) = -0.204, p< .000). The correlation between family engagement and

community engagement is not statistically significant.
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Table 4.10
Model summary of the variables

Model Summary®

Model R R Adjusted R Std. Error of the Change Statistics
Square Square Estimate R Square FChange dfl df2 Sig.F
Change Change
1 T77° .604 .603 252 604 687.223 1 450 .000
2 .807° .650 649 237 046  59.314 1 449 .000
3 .808° .652 .650 237 .002 2.151 1 448 143

a. Predictors: (Constant), COSE
b. Predictors: (Constant), COSE, FE
c. Predictors: (Constant), COSE, FE, CE

d. Dependent Variable: Social competence

The above model summary is based on stepwise multiple linear regression. As it is depicted from
the table of the model summary, COSEs explained 60.4% of social competence (R? =.604,
F(1,450)=687.223, p<.000); and both COSEs and FE explain 64.9% of SC (R* =.649,
F(2,449)=417.796, p<.000). The addition of the third variable, community engagement (CE)
does not bring statistically significant difference.

Table 4.11

Analysis of variance

ANOVA?

Model Sum of Squares df Mean Square F Sig.

Regression 43.745 1 43.745  687.223 .000°
1 Residual 28.645 450 .064

Total 72.389 451

Regression 47.087 2 23.544 417.796 .000°
2 Residual 25.302 449 .056

Total 72.389 451

3 Regression 47.208 3 15.736 279.961 .000°
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Residual 25.181 448 .056
Total 72.389 451
a. Dependent Variable: Social Competence
b. Predictors: (Constant), COSE
c. Predictors: (Constant), COSE, FE
d. Predictors: (Constant), COSE, FE, CE
The above ANOVA table shows the statistically significant mean differences brought by the
variables under investigation.
Table 4.12
Coefficients of variables
Coefficients®
Model Unstandardize Standardized t Sig. 95.0% Correlations Collinearity
d Coefficients  Coefmicients Confidence Statistics
Interval for B
B Std. Beta Lower Upper Zero- Partial Part Tolerance VIF
Error Bound Bound order
1 (Constant) .513 .065 7.910 .000 .386 .641
COSE 761 .029 J77 26.215 .000 704 .818 J77 J77 777 1.000 1.000
(Constant) .155 .077 2.018 .044 .004 .306
2 COSE 122 .028 737 25.975 .000 .667 a77 N J75 725 966 1.035
FE .206 .027 219 7.702 .000 153 .258 354 342 215 966 1.035
(Constant) .225 .090 2491 .013 .048 403
3 COSE 712 .029 727 24.859 .000 .655 .768 N 761  .693 908 1.101
FE .209 .027 222 7.807 .000 156 261 354 346 218 959 1.042
CE -.024 .016 -.042 -1.467 .143 -.056 .008 -204 -.069 -.041 939 1.065

a. Dependent Variable: Social competence

The acronyms in the mediating variable represent as: FE — Family Engagement and CE —

Community Engagement. The above model summary graph, a unit change in COSEs changes
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CBOs by 0.761, a unit change of FE brings 0.206 changes in SC, and a unit change of CE brings

change in SC -0.024. The CE does not play statistically significant mediating role.

As it is shown in table 15, the analysis showed significant effect of children’s out-of-school
experiences on behavioural outcomes (£5=0.761, CI=0.704, 818, p=0.000). On the other hand,
children’s out-of-school experiences with family engagement explain 64.9% of behavioural
outcomes ($=0.722, CI1=0.667, 777, p=0.000), and ($=0.206, CI=0.153, 0.258, p=0.000). In
view of community engagement, the coefficient appears negative value implying that there is

decreasing effect but not statistically significant as the level of significant depicts in the table.

4.9. Discussion

This study has produced findings which differ from prior theories and research endeavors.
Children spend a significant amount of time engaged in activities outside of school, such as
playing, studying, home chores, and various other works. Children who are with more positive
family attributes demonstrate higher levels of social competence, self-regulation, and academic
achievement. It has been observed that children with positive out-of-school experiences are more
socially engaged with their peers. Previous research indicates that supportive family and home
attributes serve as a protective factor against children's disruptive and aggressive responses to

challenging situations.

Very many parent respondents stated as play has both positive and negative influences
depending on the type and level of engagement. It was found out that children spend substantial
amount of time through playing. Especially children in their role play engagement; they

impersonate the adult one whom they appreciate. In modeled behavior, such exercises are
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important for self development. In the out-of-school experiences, role play has constructive

advantage for showing and practicing benevolent behavior.

During the interview, parents indicated as competitive types of play influence feelings of
children. A competitive type of play leads children to intimidation. However, when they compete
in team such as football, the influence is as a team but individual based competitions negatively
influence the feeling of a child. This is similar with the works of Barbakoff and Yo (2002);

Bansal, Thind, and Jaswal, (2006); and Blerta (2019).

In the specific context of Addis Ababa, the availability and accessibility of OSEs vary
based on several factors, including socio-economic status, parental involvement, family
circumstances, and neighborhood safety. For instance, children from families who are highly
involved may have more opportunities to engage in supervised activities like play or sports
clubs, while children with less parental involvement may have fewer options and may instead
spend more time watching TV or playing games. There similar finding with Qi, Yan, and Yin

(2023) that there is increasing of screen time of children.

Findings related with spending much time on TV and digital (electronic devices) are
similar with findings of Bethlehem and Yekoyealem (2023) who have indicated parental concern
in this types of engagement of children. In this study similar findings with Yekoyealem et al.
(2021) found that most school age children spend more than two hours and half with poor

supervision of parents.

Moreover, children living in high-risk areas, such as those with liquor houses or other

challenging environments, may face additional obstacles in accessing positive out-of-school
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experiences. As a result, they may be more vulnerable to negative behavioral outcomes. Overall,
promoting access to positive out-of-school experiences is critical to support children's social
competence, self-regulation, academic success, and overall well-being. It is therefore very

important to consider the external contextual factors which impact children’s lives.

According to Carl (2007), when caretakers express emotions and emphasize their
importance, children gradually develop an understanding of others' feelings and appropriate
responses to those feelings. Guided out-of-school experiences can promote pro-social awareness
by providing opportunities for children to engage in situations that foster empathy and
thoughtfulness. In contrast to positive outcomes such as self-regulation and social competence,
family instability (which includes factors like not living with both parents and parental
disengagement) is associated with higher levels of behavioral problems like bullying and
gambling. This finding aligns with the studies conducted by Brown (2006), Fomby and Osborne

(2010), and others.

Child care and support practices can contribute to the development of children's positive
self-concept by incorporating materials and activities that respect and affirm their ethnicity,
addressing signs of bias or discrimination, and fostering collaboration between the program and
the home (Carl, 2007). Many children are heavily engaged in video games and the use of smart
phones belonging to their parents. Osuagwu (2015) found a correlation between video game use
and negative behavioral outcomes. Similarly, the current study also discovered that excessive
video game and screen time, including TV watching, led to limited social competence,
inadequate self-regulation, and poor academic achievement among school-age children in Addis

Ababa especially in schools where this study is carried out. Moreover, the excessive use of
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gaming, TV, and parents' out-of-home activities put a strain on the interaction between children

and their parents. Children spend screen time of more than an average of 2 hours and 40 minutes
per day watching TV and/or playing mobile games (Manaye and Belay, 2024). Similar to Tigist

(2016) there are parental concerns regarding the negative impact of TV watching due to

inappropriate contents.

Parents are not able to spend quality and sufficient time with their children during non-
school hours. This finding aligns with the research conducted by Patel and Bhonsle (2022),
which suggests that parents who spend excessive time on social media platforms like Facebook
and YouTube, as well as other gadget-related activities, are more likely to neglect their children
and leave them unsupervised. Therefore, it can be inferred that both children's activities and

parental practices have an impact on child nurturing.

Family engagement plays a crucial role in shaping children's experiences and behavioral
outcomes outside of school. When parents actively participate in their children's education and

activities, children are more likely to develop positive behaviors and succeed academically.

Research has consistently shown that family engagement is highly beneficial for children,
leading to positive outcomes such as improved academic performance, better social skills, and
fewer behavioral issues. This is due to the fact that parents and caregivers are able to provide
emotional support, guidance, and resources that help children navigate challenges and make

healthy choices.

When it comes to out-of-school experiences, family engagement plays a significant role in

helping children to have access and participate in enriching activities such as sports, music, and
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community service. These experiences provide children with opportunities to develop new skills,
build relationships, and explore their interests, ultimately contributing to their overall

development and well-being.

Furthermore, family engagements in children’s experiences allow parents and caregivers to
reinforce positive behavior and to give support for changing undesirable behavior (Desforges &
Abouchaar, 2003) and work to address negative behavior effectively. By communicating with
their children about their conduct and setting clear expectations, families can help children
understand the usefulness of living up to the responsibilities, respect, and accountability. This
involves implementing disciplinary techniques that promote compliance. It is worth noting that
the degree of parental involvement tends to decrease as the child grows older, as supported by

the findings from Desforges and Abouchaar's (2003) study.

In conclusion, the role of family engagement in children's out-of-school experiences and
behavioral outcomes is significant. Through supporting their children's interests, providing
emotional support, and reinforcing positive behavior, families have the power to make a

profound impact on their children's long-term success and well-being.

The quality of out-of-home experiences, care, and support that children receive is
influenced by a variety of factors. Structural factors, such as the ratio of adults to children and
the education and training of caregivers, have been found to contribute to positive care giving.
Process factors, including caregiver interaction, are also important indicators of quality. Each of
these factors has been associated with positive outcomes for children. While there is no
definitive definition of childcare quality, early childhood professionals generally agree on what

constitutes high-quality practices.
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High-quality environments are safe and supportive, provide developmentally appropriate
activities and materials, encourage positive interactions with adults, foster individual growth, and
promote positive relationships among children (Carl, 2007). When higher process quality is
provided, all children benefit from the development of skills such as social competence and self-

regulation, which are associated with success in school and later in life.

However, the study also identified negative exposures in out-of-home experiences that can
hinder positive outcomes for children. Children are who growing up in a multicultural society is
unlikely to spend their entire lives in a similar environment. It is important for children to
develop the skills necessary to live and work comfortably with people from diverse backgrounds.
This is best achieved during childhood, when children can learn to view interactions and

different ways of doing things as interesting and positive, rather than distressing or threatening.

In communities where people live close to one another, there are both favorable and
unfavorable conditions. Although most adult caretakers appreciate the assets of the
neighborhood, there are potential problems that children encounter in their daily lives

(Tiumelissan & Pankhurst, 2013).

The context of children, family, and the larger community is crucial for the holistic
development of children (Carl, 2007). Children should be encouraged and supported to have new
cultural and interactive experiences without having to give up their family contexts. According to
Carl, respect and reinforcement are crucial for children's interactions and customs in childhood
settings, including playgrounds and outdoor environments. However, this study has found

limitations in this regard.
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There is an increasing demand of knowing more about self-regulation of children. The
demands are from parents and practitioners side. Children’s out-of-school experiences play
critical role in helping children develop better self-regulation. A study by Plata-Caviedes (2018)
indicated that there is positive correlation between self-regulation and children’s out-of-school
experiences. Several other studies have also emphasized the importance of family engagement
especially parenting practices and the home environment in shaping children's self-regulation
abilities (Heikamp, Trommsdorff, & Fésche, 2013; Karreman, van Tuijl, van Aken, & Dekovic,

2006; Plata-Caviedes, 2018).

Children interact with and are strongly influenced by their neighborhoods (Eglia et al.,
2020). However, it is the quality of these interactions that matters most when it comes to
fostering positive behavioral outcomes. But the finding of this study is different from Eglia and
colleagues’ findings. According to Carl (2007), children steadily develop thoughtfulness towards
others' feelings and express their emotions in a socially acceptable way. Caretakers can promote
prosocial awareness by actively seeking out opportunities for children to engage in situations that

foster care and consideration.
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Chapter 5: Summary, Conclusion, and Recommendation

This chapter espouses the summary of findings, conclusion, and the ways forward as a solution

for problems/issues indicated in the results.

5.1. Summary

Children's out-of-school experiences have a direct and indirect impact on their behavioral
outcomes. Additionally, family engagement, including physical availability, care and support,

guidance, and follow-up also influence children's behavioral outcomes.

Only a few children, 21 (4.6%), work to earn money. parents pointed out that sometimes
children carry out various tasks to earn money, but the money is given to the parents. Some

children work by assisting in their parents business.

A large number of children, 326 (72.1%), rarely support the family with home chores. The
mean score is closer to the "rarely" option on the scale (M = 2.25: SD = 0.47). Parents
mentioned that home chores are an important part of children's involvement in COSEs. Parents
in the interview indicated as home chores are helpful for teaching basic skills for carrying on

activities by her/him.

Regarding educational activities, 298 (70%) of children often engage in homework and
studying outside of school. Some parents indicated that their children get hurried to finish their
homework in order to play outside or watch TV. Generally, a significant number of participants

mentioned that children have enough time to study and do their homework.
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116 (25.7%) participants responded that they often play with friends, but 332 (73.5%)
chose rarely. From observing children's playgrounds, the investigator noticed that children tend
to engage in cooperative activities with their close friends and competitive activities with

unfamiliar/new children.

As part of their out-of-school experiences, many children, i.e. 282 (62.4%) rarely study
with friends, and 140 (31%) children often do so. 166 (36.7%) participants watch TV as much as
they want. 265 (62.4%) rarely watch TV, and only 21 (4.6%) indicated as they do not watch TV

at all. Most children spend more than two and half hours.

Very many outside school experiences are unsupervised. In order to encourage positive

COSEs, child care and support practices should incorporate close follow up of parents.

The quality of care and support that children receive in out-of-home experiences is
influenced by multiple factors. Structural factors, such as the adult-to-child ratio and caregivers'
training and education, have been linked to positive care-giving. Process factors, such as
caregiver interaction, are also important indicators of quality. Each of these factors has been
associated with positive outcomes for children. While there is no one definitive definition of
childcare quality, the early childhood field agrees on the importance of certain elements. In light
of this, high-quality living environments are safe and supportive, offer developmentally
appropriate activities and materials, foster positive interactions with adults, encourage individual

growth, and promote positive relationships with other children.

Providing higher process quality in childcare settings benefits all children by enhancing

their social competence and skills, which are crucial for success in school and later in life,
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including self-regulation. Based on these premises, the study reveals that there are various
negative exposures that cause children to experience outcomes contradicting the aforementioned
expectations. In their outside school experiences, children intensively use gadgets for gaming
and pass much time on television and other screen devices. The average screen time is greater

than six hours per week.

It is found that parents look for substitutes who take care of their children when they go for
work. This is very true during the time that children are out-of-school for days, weeks, or months
during semester breaks and summer vacation. Informants have shown that parent substitutes for
care provision who are most preferred by parents are grand-parents, relatives, and neighbors
(whom they know most, trust, and very close). There are parents who make their child/children

to stay with them the out-of-school hours in the work place.

Although the mediating effect is not statistically significant, most parent participants
believed that community engagement has influences on child behavioral outcomes, particularly
through peer interactions and neighborhood relations. Neighborhood relations encompass
interactions that revolve around sharing their children related issues in get together such as
coffee ceremonies, "lddir", "Equb" and the like. While the social settings are not well monitored,

they could lead to hazardous conditions that may negatively affect behavioral outcomes.

In addition to separate analyses, structural equation modeling using AMOS was employed
to present a comprehensive result. This analysis aimed to examine the mediating role of family
and community engagement. The results indicate that family engagements play a significant
mediating role, in addition to the direct and indirect effects of out-of-school experiences on

children.
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5.2. Conclusion

The study revealed that children engage in various out-of-school experiences in their daily
activities. These experiences can be categorized as either adaptive/positive or
maladaptive/negative based on the consequences. Positive experiences include academic related
activities, engaging in safe play, watching age-appropriate TV, and participating in tailored home
chores. It was found that children are engaged in academic related activities such as doing home
work, studying, and attending tutorial in tutorial centers and/or at home. These experiences

enrich children’s academic performance.

On the other hand, negative practices include unplanned or unmonitored TV watching,
mobile gaming, and burdening work to earn money. Undoubtedly, these problematic practices
have a negative impact upon the behavior and educational success of children. High level of

spending much time with screen makes children to be more sedentary.

Many children spend a significant amount of time on screens, such as watching TV and
playing mobile games. Some children work to earn money, while others are assigned various
home chores by their parents. Engaging in tailored home chores allows children to develop
practical skills. On the contrary, unmonitored screen time negatively influences social
competence, self-regulation, and academic achievement. Moreover, the uncontrolled gadget-
related experience of children exposes them to poor social competence and reduced self-

regulation.
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Adaptive out-of-school experiences are positively correlated with behavioral outcomes in
children. These experiences provide children with opportunities to navigate their living

environment and learn skills such as turn-taking and cooperation through play.

Children are spending too much screen time. This excessive screen time negatively affects
social competence, academic achievement, and self-regulation. Boys tend to spend more time
outside the home engaging in outdoor activities. Outdoor experiences play a critical role in
developing children's social competence. Specifically, monitored outdoor play is highly

important in guiding children towards better social competence.

In Addis Ababa, children develop social competence through interactions with peers,
family, and community members, which enhances their communication, empathy, and conflict
resolution skills. However, an increasing reliance on digital entertainment like TV and gaming
can sometimes hinder children's social competence by reducing face-to-face interactions and

communication skills.

Overall, while TV watching, gaming, and social interactions contribute to children's
development in Addis Ababa, it is crucial for parents, educators, and policymakers to strike a
balance to ensure that children benefit from these activities without experiencing adverse effects

on their social competence and well-being.

Family engagement (FE) plays a mediating role between out-of-school experiences and
children's behavioral outcomes by influencing both sides. On the other hand, although the
influences of community engagement cannot be denied, its mediating role is not statistically

significant.
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Parents are actively involved in their children's day-to-day activities. They schedule
activities such as play, study, and homework, and also ensure discipline. Parents guide their
children, providing corrective measures and setting boundaries. However, employed parents,
whether in the government or private sector, tend to have less involvement and supervision

compared to self-employed parents, who have more presence at home.

The study overwhelmingly demonstrates that parents' involvement in out-of-school
experiences is primarily focused on discipline and control, dictating what children should and

should not do. Parental involvement appears to be more controlling than guiding in most cases.
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5.3. Recommendations

The following recommendations are drawn from this study as ways forward:

1.

Out-of-school time for children remains largely unmonitored, so parents should strive to find
a balance between their work and the time they spend with their children.

Parents should focus on reducing the amount of screen time (TV, mobile gaming, etc.) that
children engage in.

Family engagement has a significant impact on children's behavior, so positive and adaptive
family engagement and interactions are recommended. Parents who use smart-phones for
gaming expose their children to more video games, and parents who spend a lot of time
watching TV expose their children to more screen time. These behaviors should be corrected
in time before any worsening eventualities, and face-to-face interpersonal relationships
should be prioritized. Therefore, parents should be vigilant in their involvement and closely
monitor their children's out-of-school experiences.

Experts in child development should provide training to parents in order to create a positive
and adaptive out-of-school environment for children. This should be done because many
parents seem to be nonchalant towards child-raising as depicted in the results of family
engagement.

Parental involvement is important, as parents and caregivers can actively participate in
community activities, support children’s interests, and advocate for child-friendly spaces and
programs.

Though the mediation is not statistically significant, qualitative data revealed that
community engagement plays a crucial role in shaping the behavior of school-age children.

Therefore, community leaders and other members should work together to identify
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community assets and utilize social capital to enhance children's behavioral outcomes,
particularly in terms of social competence.

Government initiatives can also contribute to creating a supportive environment for
children's engagement. Local authorities, NGOs, and community organizations in Addis
Ababa can collaborate to establish safe spaces, organize events, and provide resources for
children's community engagement.

Education institutions, such as schools, can promote community service projects,
extracurricular activities, and partnerships with local organizations to enhance children's
overall development.

By addressing issues related to community engagement gaps and leveraging the
contributions of various stakeholders, it is possible to create a nurturing environment that
enriches children's experiences outside of school, fosters their social competence, and

expands their opportunities for growth and learning.

10. Further cross-cultural studies can be conducted in this area.

147



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 148

References

Adam, A.M. (2020). Sample Size Determination in Survey Research. Journal of Scientific

Research & Reports. 26(5): 90-97, 2020; Article no.JSRR.58400 ISSN: 2320-0227

Anderson-Butcher, D., Amorose, A., Lower, L., Riley, A., Gibson, A., & Ruch, D. (2014). The

case for the perceived social competence scale 1. Research on Social Work Practice.

Anderson-Butcher, D., lachini, A., & Amorose, A. (2008). Initial reliability and validity of the

perceived social competence scale. Research on Social Work Practice, 18(1), 47-54.

Atkins-Burnett, S., Monahan, S., Tarullo, L., Xue, Y., Cavadel, E., Malone, L., & Akers, L.
(2015). Measuring the Quality of Caregiver-Child Interactions for Infants and Toddlers(Q-

CCIIT). OPRE Report 2015-13. Washington, DC: http://www.acf.hhs.gov/ : Retrieved on

19/06/18

Bansal, S., Thind, S.K., & Jaswal, S. (2006). Relationship between Quality of Home
Environment, Locus of Control and Achievement Motivation among High Achiever Urban

Female Adolescents. J. Hum. Ecol., 19(4): 253-257.

Barbakoff, S., & Yo, Y.P. (2002). Levels of social play: Observing and recording

preschoolers. ERIC Document Reproduction Service No. ED472748.

Beauchaine, T.P., Webster-Stratton, C., & Reid, M.J. (2005). Mediators, Moderators, and
Predictors of 1-Year Outcomes among Children Treated for Early-Onset Conduct
Problems: A Latent Growth Curve Analysis. Journal of Consulting and Clinical
Psychology, 2005, Vol. 73, No. 3, 371-388 0022-006X/05/$12.00 DOI: 10.1037/0022-

006X.73.3.371


http://www.acf.hhs.gov/programs/opre/index.html

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 149

Beckett, M., Borman, G., Capizzano, J., Parsley, D., Ross, S., Schirm, A., & Taylor, J. (2009).
Structuring out-of-school time to improve academic achievement: A practice guide (NCEE
#2009-012). Washington, DC: National Center for Education Evaluation and Regional
Assistance, Institute of Education Sciences, U.S. Department of Education. Retrieved from

http://ies.ed.gov/ncee/wwc/publications/practicequides.

Belay Tefera, & Abdinasir Ahmed. (2015). Research methods. Addis Ababa: Mega Printing

Press.

Belay Tefera, & Dawit Solomon. (2015). Goals of childbearing, perception of a ‘good child’ and
paternal involvement in child care among Christian Ethiopian fathers living in Addis
Ababa and Nashville, USA. Ethiop.j.soc.lang.stud. , 27-53. EISSN: 2408-9532; PISSN:

2412-5180

Belay Tefera, & Hawaz H.Yesus (2015). Childcare services in the emerging daycare centers of

Addis Ababa: Status, practices, and lessons. Ethiop.j.soc.lang.stud., Vol. 2, No.1, 4-26.

Belay Tefera, & Shewaye Mengistu. (2016). Family dynamics in households with Adera
children: Implications for family-based care of orphaned and vulnerable children.
International Journal of Psychology and Counseling. Vol. 8(5), pp. 58-72.

http://www.academicjournals.org/IJPC: Retrieved on 26/09/18

Bethelhem Yasin, &Yekoyealem Desie (2013). Parents’ concerns about the negative effects of
television viewing on children’s behavior and school performance in Addis Ababa,

Ethiopia. Bahir Dar Journal of Education. BJE 2023; 23 (3) : 5-21; 10.4314/bdje.v23i3.2


http://ies.ed.gov/ncee/wwc/publications/practiceguides
http://www.academicjournals.org/IJPC
https://journals.indexcopernicus.com/article/search?authors=Bethelhem%20%20Yasin
https://journals.indexcopernicus.com/article/search?authors=Yekoyealem%20%20Desie
https://journals.indexcopernicus.com/search/details?id=129077

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 150

Bierman, K.L., & Welsh, J.A. (2000). Assessing social dysfunction: The contributions of
laboratory and performance-based measures. Journal of Clinical Child Psychology, 29,

526-540

Blerta, P.S. (2019). Social Competence and Attitude towards School in Relation to Academic
Achievements of Students in Kosovo. All Dissertations. 2531.

https://tigerprints.clemson.edu/all dissertations/2531

Borsa, J., Damasio, B., & Bandeira, D. (2012). Cross-cultural adaptation and validation of
psychological instruments: Some considerations. Paideia, 22(53), 423-432.

http://doi.org/10.1590/1982-43272253201314

Bronfenbrenner, U. (1994). Ecological models of human development. International

Encyclopedia of Education, Vol.3, 2" Ed. Oxford: Elsevier

Brophyherb, H., Lee, R. E., Nievar, M. A., & Stollak, G. (2007). Preschoolers’ Social
Competence: Relations to Family Characteristics, Teacher Behaviors and Classroom
Climate. Journal of Applied Developmental Psychology, 28, 134-148.

http://dx.doi.org/10.1016/j.appdev.2006.12.004

Brown, S. L. (2006). "Family Structure Transitions and Adolescent Well-

Being."Demography43(3):447-61.

Buhl, H. M. (2007). Well-being and the child-parent relationship at the transition from university

to work life. Journal of Adolescent Research, 22, 550-571.


https://tigerprints.clemson.edu/all_dissertations/2531
http://doi.org/10.1590/1982-43272253201314
http://dx.doi.org/10.1016/j.appdev.2006.12.004

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 151

Bussey, K., & Bandura, A. (2004). Social cognitive theory of gender development and
differentiation. In A. H. Eagly, A. E. Beall, & R. J. Sternberg (Eds.). The psychology of

gender (2" ed., pp. 92-119). New York: Guilford Press.

Byrd, C. M., & Chavous, T. M. (2009). Racial identity and academic achievement in the
neighborhood context: A multilevel analysis. Journal of Youth and Adolescence, 38, 544—

559.

Caldwell, B.M. & Bradley, R.H. (1984). Home observation for measurement of the

environment. Little Rock: University of Arkansas.

Carl, B. (2007). Child Caregiver Interaction Scale. PhD Dissertation. Indiana University of

Pennsylvania

Carlson, M.J. (2006). Family Structure, Father Involvement, and Adolescent Behavioral
Outcomes Source: Journal of Marriage and Family , Feb., 2006, Vol. 68, No. 1 (Feb.,

2006), pp. 137154

Caspe, M., Traub, F., & Little, P. (2002). Beyond the headcount: Evaluating family involvement

in out-of-school time. Cambridge, MA: Harvard Family Research Project.

Caughy, M., O’Campo, P., & Nettles S. (2008). The effect of residential neighborhood on child

behavior problems in first grade. American Journal of Community Psychology, 42, 39-50.

Chen, X., & French, D. C. (2008). Children’s Social Competence in Cultural Context. Annual

Review of Psychology, 59, 591-616. http://dx.doi.org/ Accessed on 12/05/2019

Chung, A. (2000). After-school programs: keeping children safe and smart. Partnership for

family involvement in Education



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 152

Coley, R. L., Morris, J. E., & Hernandez, D. (2004). Out-of-school care and problem behavior
trajectories among low-income adolescents: Individual, family, and neighborhood

characteristics as added risks. Child Development, 75, 948-965.

Creswell, J. W. (2015). A concise introduction to mixed methods research. SAGE. Publications.

Currie, S. (2009). Assessing the measures of the dynamics within families with children: Final

Report. Social Research and Demonstration Corporation

Delgado- Gaitan, C. (2004). Involving Latino families in schools: Raising students’ achievement

through home- school partnerships. Thousand Oaks, CA: Corwin Press.

Denham, S. A. (2006). Social-emotional competence as support for school readiness: What is it

and how do we assess it? Early Education and Development, 17, 57-89.

Denham, S. A., Warren-Khot, H. K., Bassett, H. H., Wyatt, T., & Perna, A. (2012). Factor
structure of self-regulation in preschoolers: Testing models of a field-based assessment for
predicting early school readiness. Journal of Experimental Child Psychology,111, 386-404.

https://doi.org/10.1016/j.jecp.2011.10.002

Desforges, C., & Abouchaar, A. (2003). The Impact of Parental Involvement, Parental Support
and Family Education on Pupil Achievement and Adjustment: A Literature Review.

Queens Printer

Domina, T. (2005). Leveling the home advantage: Assessing the effectiveness of parental

involvement in elementary school. Sociology of Education, 78, 233-249.

Eccles, J. S., & Gootman, J. A. (2002). Community programs to promote youth development.

Washington, DC: National Academies Press.


https://doi.org/10.1016/j.jecp.2011.10.002

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 153

Eglia, V., Villanueva, K., Donnellan, N., Mackay, L., Forsyth, E., Zinn, C., Kytta, M., & Smith M.
(2020). Understanding children’s neighbourhood destinations: presenting the Kids-PoND
tramework. CHIL.DREN'S GEOGRAPHIES 2020, 1’OL. 18, NO. 4, 420—434.

https://doi.org/10.1080/14733285.2019.1646889. Routlage, Taylor& Fracis Group. Retrieved

on 11/04/2023

Ekpo, S., & Ighokwe,C. O. (2015). The Influence of Family and Parent Types on the Child

Rearing Practices. Journal of Modern Education Review, Vol. 5, No. 3, pp. 283-295. USA.

Elias, C. L., & Berk, L. E. (2002). Self-regulation in young children: Is there a role for

sociodramatic play? Early Childhood Research Quarterly, 17, 1-17.

Englund, M. M., Luckner, A. E., Whaley, G. J., & Egeland, B. (2004). Children’s achievement in
early elementary school: Longitudinal effects of parental involvement, expectations, and

quality of assistance. Journal of Educational Psychology, 96, 723-730.

Fauth, R. C., Roth, J. L., & Brooks-Gunn, J. (2007). Does the neighborhood context alter the link
between youth’s afterschool time activities and developmental outcomes? A multilevel

analysis. Developmental Psychology, 43, 760-777.

Fomby, P., & Osborne, C. (2010). "The Influence of Union Instability and UnionQuality on

Children's Aggressive Behavior."Social Science Research 39:912-24.

Galindo,C. & Sheldon, S.B. (2011). School and home connections and children’s kindergarten
achievement gains: The mediating role of family involvement. Early Childhood Research

Quarterly 27 (2012) 90— 103.


https://doi.org/10.1080/14733285.2019.1646889

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 154

Garner, P. W. & Waajid, B. (2008). The associations of emotion knowledge and teacher-child
relationships to preschool children’s school-related developmental competence. Journal

of Applied Developmental Psychology, 29, 89-100.

George, S., & Rajan, A. (2012). Factors of Child-rearing Practices: A Qualitative Analysis. J
Psychology, 3(2): 99-105 (2012).http://www.krepublishers.com/02-Journals/: Retrieved on

02/28/2019

Gerrard, M., et. al. (2001). The influence of neighborhood disadvantage, collective socialization,
and parenting on African-American children’s affiliation with deviant peers. Child

Development, 72, 1231-1246.

Getalem Aychew, & Armaye Debebe. (2015). Impacts of Western Popular Culture on Youths in
Hawassa City, South Ethiopia. Humanities and Social Sciences. Vol. 3, No. 3, pp. 111-115.

doi: 10.11648/j.hss.20150303.12

Gilbert, A. (2013). Community-Based Child Care in Ethiopia vs. the Individual Centered Model
in the United States: A Closer Examination of Family Group Decision Making in Child

Placement. Children's Legal Rights Journal, Vol. 33, ISS. 2. Retrieved on 11/12/2018

Goldfeld, Q. (2015). Neighborhood Effects Influencing Early Childhood Development:
Conceptual Model and Trial Measurement Methodologies from the Kids in Communities

Study. Springer Science Business Media Dordrecht

Goldstein, J. (2003). Contributions of play and toys to child development. TLE. Brussels

Gordon, A.T., Thompson, J. E., Geary, M.A., Schexnaildre, M.A., Lai, B.S., & Kelley, M. L.

(2016). Social Support Questionnaire for Children: Development and Initial Validation.



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 155

Measurement and Evaluation in Counseling and Development. Vol. 49(2) 122—-144.
sagepub.com/journals. DOI: 10.1177/0748175615596780. mec.sagepub.com. Retrieved on

01/08/2020

Greene, J. C. (2007). Mixed methods in social inquiry. Jossey-Bass.

Grusec, J. E. (2015). Family relationships and development. In R. Scott & S. Kosslyn (Eds.).
Emerging Trends inthe Social and Behavioral Sciences (pp. 1-15). New Jersey, USA: John

Wiley & Sons, Inc.

Guralnick, M. J. (2010). Early intervention approaches to enhance the peer-related social
competence of young children with developmental delays. Infants & Young Children, 23,

73-83. Accessed on 05/08/18

Hampton, V.R., & Fantuzzo, J.W. (2003). The validity of the Penn Interactive Peer Play
Scale with urban, low-income kindergarten children. School Psychology Review,

32,77-91

Hare A.L., Marston E.G., Allen J.P. (2011). Maternal acceptance and adolescents’ emotional

communication: A longitudinal study. Journal of Youth and Adolescence, 40(6): 744-751

Harkness, S., & Super, C.M. (1983). The Cultural Construction of Child Development: A
Framework for the Socialization of Affect. Ethos, Winter, 1983, Vol. 11, No. 4, The
Socialization of Affect (Winter, 1983), pp. 221-231. Wiley on behalf of the American

Anthropological Association

Heikamp, T., Trommsdorff, G., & Fésche, A. (2013). Development of self-regulation in context.

In G. Seebass, M.Schmitz, & P. Gollwitzer (Eds.) Acting Intentionally and its Limits:



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 156

Individuals, Groups, Institutions (pp. 193-222). Berlin, Germany: Walter de Gruyler

GmbH.

Herring, A. L. (2011). An investigation of the home and family questionnaire's concurrent and
predictive validity. LSU, Doctoral Dissertations.

htps://digitalcommons.lsu.edu/gradschool_dissertations/2527. Retrieved on 06/10/2020

Hofmann, W., Schmeichel, B. J., & Baddeley, A. D. (2012). Executive functions and self-

regulation. Trends in Cognitive Sciences, 16, 174-180. https://doi.org/10.1016/j.tics.

2012.01.006

Hornby, G., & Lafaele, R. (2011). Barriers to parental involvement in education: An explanatory

model. Educational Review, 63, 37-52.

Ingoldshy, E., & Shaw, D. S. (2002). Neighborhood contextual factors and the onset and
progression of early-starting antisocial pathways. Clinical Child and Family Psychology

Review, 5, 21-55.

Ingoldshy, E., Shaw, D., Winslow, E., Schonberg, M., & Gilliom, M. (2006). Neighborhood
disadvantage, neighborhood peer relationships, family functioning, and early antisocial

behavior problem trajectories. Journal of Abnormal Child Psychology, 34, 293-3009.

Ingoldsby, E.M., Shelleby, E., Lane, T., & Shaw, D.S. (2012). Extra-familial Contexts and

Children’s Conduct Problems. NEWGEN

Joe, E. M., & Davis, J. E. (2009). Parental influence, school readiness and early academic

achievement of African American boys. The Journal of Negro Education, 78, 260-276.


https://doi.org/10.1016/j.tics.%202012.01.006
https://doi.org/10.1016/j.tics.%202012.01.006

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 157

Junttila, N., Voeten, M., Kaukiainen, A., & Vauras, M. (2006). Multisource Assessment of
Children’s Social Competence. Educational and Psychological Measurement, 66, 874—

895. doi: 10.1177/0013164405285546. Retrieved on 13/04/18

Kalb, L. M., & Loeber, R. (2003). Child disobedience and noncompliance: A review. Pediatrics,

111, 641-652. https://doi.org/10.1542/peds.111.3.641

Kane, T. J. (2004). The impact of after-school programs: Interpreting the results of four recent

evaluations (Working paper). New York: William T. Grant Foundation.

Kaplan, D. (2000). Structuring equation modeling: Foundations and extensions. Thousand Oaks,

CA: Sage

Kardefelt-Winther, D. (2017). How Does the Time Children Spend Using Digital Technology
Impact Their Mental Well-Being, Social Relationships and Physical Activity? An Evidence-

Focused Literature Review. UNICEF Offce of Research — Innocenti

Karreman, A., van Tuijl, C., van Aken, M. A., & Dekovi¢, M. (2006). Parenting and
self- regulation in preschoolers: A meta- analysis. Infant and Child Development,15, 561-

579. https://doi.org/10.1002/icd.478

Kassahun Weldemariam, Sandvik M., & Moges Yigezu. (2024). Context for language education
in Ethiopia. Early Childhood Language Education and Literacy Practices in Ethiopia.

Routledge: Taylor & Francis Group

Kendra, K. V. (2008). Impact of Home Environment on the Scholastic Achievement of

Children. J. Hum. Ecol., 23(1): 75-77 (2008)


https://doi.org/10.1542/peds.111.3.641
https://doi.org/10.1002/icd.478

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 158

Kenney, M. K. (2012). Child, Family, and Neighborhood Associations with Parent and Peer

Interactive Play During Early Childhood. Maternal Child Health J (2012) 16:S88-S101.

DOI 10.1007/s10995-012-0998-7. Springer Science+Business Media

Kline, P. (1994). An easy guide to factor analysis. London: Routledge.

Kochanska, G., Coy, K. C., & Murray, K. T. (2001). The development of self- regulation in the

first four years of life. Child development, 72, 1091-1111. https://doi.org/10.1111/1467-

8624.00336

Kohen, D. E., Brooks-Gunn, J., Leventhal, T., & Hertzman, C. (2002). Neighborhood income
and physical and social disorder in Canada: Associations with young children’s

competencies. Child Development, 73, 1844-1860.

Kothari, C.R. (2004). Research methodology; methods and techniques (2" ed.). New Age

International Publishers

Ladd, G.W. (2005). Children’s peer relations and social competence: A century of

progress. New Haven, CT: Yale University Press.

Lauritsen, J. L. (2003). How families and communities influence youth victimization.

Washington, DC: Office of Juvenile Justice and Delinquency Prevention.

Leff, S. S., & Lakin, R. (2005). Playground-based observational systems: A review and

implications for practitioners and researchers. School Psychology Review, 34, 475-489.


https://doi.org/10.1111/1467-8624.00336
https://doi.org/10.1111/1467-8624.00336

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 159

Leff, S. S., Power, T. J., Costigan, T. E., & Manz, P. H. (2003). Assessing the climate of the
playground and lunchroom: Implications for bullying prevention programming. School

Psychology Review, 32, 418-430.

Lerner, R. M., Easterbrooks, M. A., Mistry, J., & Weiner, I. B. (2003). Developmental

psychology. John Wiley & Sons, Inc.

Leventhal, T., & Brooks-Gunn, J. (2000). The neighborhoods they live in: The effects of
neighborhood residence on child and adolescent outcomes. Psychological Bulletin, 26,

309-337.

Leventhal, T., & Brooks-Gunn, J. (2003). Moving on up: Neighborhood effects on children and
families. In R. H. Bradley & M. H. Bornstein (Eds.), Socioeconomic status, parenting, and

child development (pp. 209-230). Mahwah, NJ: Erlbaum.

Lindon, J. (2012). Understanding Child Development 0-8 Years (3™ ed.). Hodden Education.

London

Lisanework Kelelew. (2015). Assessment of Residential Satisfaction with Condominium
Housing: The Case of Nefas Silk LaftoSub-City Administration. St. Mary University;

School of Graduates Studies; Thesis

Lunkenheimer, E., Kemp, C. J., Lucas- Thompson, R. G., Cole, P. M., & Albrecht, E. C. (2016).
Assessing biobehavioural self- regulation and coregulation in early childhood: The
parent- child challenge task. Infant and Child Development, 71, 1018-1032. https://

doi.org/10.1002/icd.1965



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 160

Luthar, S. (2003). Resilience and vulnerability: Adaptation in the context of childhood

adversities. Cambridge: Cambridge University Press.

Lynch, S.A., & Simpson, C. G. (2010). Social skills: laying the foundation for success.

Dimensions of Early Childhood, 38(2)

Mahoney, J., Vandell, D., Simpkins, S., & Zarrett, N. (2009). Adolescent out-of-school
activities. In R. M. Lerner & L. Steinberg (Eds.), Handbook of adolescent psychology (3™

ed., Vol. 2, pp. 228-267). Hoboken, NJ: Wiley.

Manaye Adela & Belay Tefera. (2023). Children’s Out—of—School Experiences and Associated
Behavioral Outcomes: the case in Addis Ababa. Dmujids Volume 7 Issue 1 2023 DOI:
10.20372/dmujids 1000

Manaye Adela & Belay Tefera. (2024).Parental Involvement in Children’s Out-o0f-School
Experiences and Behavioral Outcomes among students in selected primary schools in Addis
Ababa. Tuijin Jishu/Journal of Propulsion Technology.Vol. 45 No. 02
(2024)DOI: https://doi.org/10.52783/tjjpt.v45.i02.6862.

Marshall, N. L., Coll, C. G., Marx, F., McCartney, K., Keefe, N., & Ruh, J. (1997). After-school

time and children’s behavioral adjustment. Merrill-Palmer Quarterly, 43, 497-514.

McLeod, J. D., & Nonnemaker, J. S. (2000). Poverty and child emotional and behavioral
problems: Racial and ethnic differences in process and effects. Journal of Health and

Social Behavior, 41, 137-161.

McWayne, C., Hampton, V., Fantuzzo, J., Cohen, H., & Sekino, Y. (2004). A multivariate
examination of parent involvement and the social and academic competencies of urban

kindergarten children. Psychology in the Schools, 41, 363-377.


https://propulsiontechjournal.com/index.php/journal/issue/view/26
https://propulsiontechjournal.com/index.php/journal/issue/view/26
https://doi.org/10.52783/tjjpt.v45.i02.6862

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 161

Moore, K., Mbwana, K., Theokas, C., Lippman, L., Bloch, M., Vandivere, S., O’Hare, W.,
(2011). Child Well-Being: An Index Based on Data for Individual Children. Washington,

DC: Child Trends.

Morales, J. R., & Guerra, N. C. (2006). Effects of multiple context and cumulative stress on

urban children’s adjustment in elementary school. Child Development, 77, 907-923.

National Scientific Council on the Developing Child - NSCDC. (2004). Young children develop
in an environment of relationships. Working Paper No. 1.Retrieved from

http://www.developingchild.net. Retrieved on 15/12/2019

Neighborhood Support Child Care Project (NSCCP). (2013). Family and Child Welfare Branch.

Social Welfare Department.

Nsamenang, A. B. (2006). Cultures in early childhood care and education.Background paper
prepared for the Education for All Global Monitoring Report 2007 Strong Foundations:

Early Childhood Care and Education. UNESCO

Parke, R.D. & Buriel, R. (2008). Socialization in the Family; Ethnic and Ecological Perspective:
In Damon, W. & Lerner, R.M., Child and Adolescent Development: An Advanced Course.

John Wiley & Sons, Inc, Hoboken, New Jersey

Patel, C., & Bhonsle, S. (2022). “A Study on Social Media Use and Parent-Child Relationship:
Views of College Students”. International Journal of Creative Research Thoughts. Vol. 10,

Issue 3 March 2022 | ISSN: 2320-2882



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 162

Pierce, K. M., Bolt, D. M., & Vandell, D. L. (2010). Specific features of after-school program
quality: Associations with children’s functioning in middle childhood. American Journal of

Community Psychology, 45, 381-393.

Pierce, S.H., Alfonso, E.M. & Garrison, M.E. (1998). Examining proximal processes
in young children’s home environments: A preliminary report. Family and Consumer

Sciences Research Journal, 27 (1), 3-34.

Plata-Caviedes, T. (2018). Self-regulation assessment based on compliance and noncompliance
in children. Revista Colombiana de Psicologia, 27, 161-175.

https://doi.ora/10.15446/rcp.v27n2.67747

Posner, M. I. & Rothbart, M. K. (2000). Developing mechanisms of self-regulation.

Development and Psychopathology, 12, 427-441.

Qi, J., Yan, Y., & Hui Yin, H. (2023). Screen time among school-aged children of aged 6-14: a

systematic review. Global Health Research and Policy (2023) 8:12

Ray, M., & Jat, K.R. (2010). Effect of Electronic Media on Children. Indian Pediatrics. Vol. 47:

2010

Ritchie, S., Maxwell, K. L., & Bredekamp, S. (2009). Rethinking early schooling: Using
developmental science to transform children’s early school experiences. In O. A. Barbarin,
& B. H. Wasik (Eds.), Handbook of child development and early education (pp. 14-37).

New York, NY: The Guilford Press.

Roche, K., Astone, N., & Bishai, D. (2007). Out-of-school care and youth problem behaviors in

low-income, urban areas. Journal of Family and Economic Issues, 28, 471-488.


https://doi.org/10.15446/rcp.v27n2.67747

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 163

Rogoff, B. (2003). The Cultural Nature of Human Development. Oxford: Oxford University

Press.

Rubin, K. H., Bukowski, W. M., & Parker, J. G. (2006). Peer Interactions, Relationships, and
Groups. In W. Damon, R. M. Lerner (Series Eds.), & N. Eisenberg (Vol. Ed.), Handbook
of Child Psychology: Vol. 3. Social, Emotional, and Personality Development (6™ ed., pp.

571-645). Hoboken, NJ: Wiley.

Salkind, N.J. (2002). Child Development. Macmillan Reference USA. Gale Group; Thomson

Learning. New York

Santrock, J.W. (2006). Life-span development (10" ed.). The McGraw-Hill companies, Inc. New

York, NY. 10020

Saramma, P. P., & Thomas, S. V. (2010). Child rearing knowledge and practice scales for
women with epilepsy. Annals of Indian Academy of Neurology, Vol. 13, No. 3, pp. 171-

179, doi.10.4103/0972-2327.70877.

Sarampote, N. C., Bassett, H. H., & Winsler, A. (2004). Afterschool care: Child outcomes and

recommendations for research and policy. Child and Youth Care Forum, 35, 329-348.

Schmidt, K. R. T. & TetiD. M. (2005). Issues in the use of longitudinal and cross-sectional
designs. Handbook of research methods in developmental science (edited by Douglas M.

Teti). Blackwell Publishing Ltd. UK

Search Institute. (2009). Developmental assets. www.search-institute.org. Retrieved on June,

2019


http://www.search-institute.org/

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 164

Shaffer, D.R., & Kipp, K. (2014). Developmental Psychology: Childhood and Adolescence (9™

Edition). Jon-David Hague. Wadsworth Cengage Learning. USA

Shaw, D. S., Criss, M., Schonberg, M., & Beck, J. (2004). Hierarchies and pathways leading to

school-age conduct problems. Development and Psychopathology, 16, 483-500.

Shaw, D. S., Dishion, T. J., Connell, A., Wilson, M. N., & Gardner, F. (2009). Improvements in
maternal depression as a mediator of intervention effects on early child problem behavior.

Development and Psychopathology, 21, 417-439.

Shaw, D. S., Dishion, T., Supplee, L. H., Gardner, F. M., & Arnds, K. (2005). A family-centered
approach to the prevention of early-onset antisocial behavior: Two-year effects of the
Family Check Up in early childhood. Journal of Consulting and Clinical Psychology, 74,

189-200.

Sheldon, S. B. (2002). Parents’ social networks and beliefs as predictors of parent involvement.

The Elementary School Journal, 102, 301-316.

Smith, K. (2002). Who'’s minding the kids? Child-care arrangements: Spring 1997 (Current

Population Reports). Washington, DC: U.S. Census Bureau.

Smyke, A. T., Koga, S. F., Johnson, D. E., Fox, N. A., Marshall, P. J., Nelson, C. A., Zeanah, C.
H., & the BEIP Core Group. (2007). The care-giving context in institution-reared and
family-reared infants and toddlers in Romania. Journal of Child Psychology and
Psychiatry 48:2 (2007), pp 210-218 d0i:10.1111/].1469 7610.2006.01694.x. Blackwell

Publishing. UK



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 165

Stattin, H., & Kerr, M. (2000). Parental monitoring: A reinterpretation. Child Development, 71,

1072-1085.

Supplee, L. H., Unikel, E., & Shaw, D. S. (2007). Physical environmental adversity and the
protective role of maternal monitoring in relation to early child conduct problems. Journal

ofApplied Developmental Psychology, 28, 166-183.

Swindells, D., & Stagnitti, K. (2006). Pretend play and parents' view of social competence: The
construct validity of the Child-Initiated Pretend Play. Australian Occupational Therapy

Journal 53, 314-324

Tashakkori, A., & Teddlie, C. (Eds.). (2010). SAGE handbook of mixed methods in social &

behavioral research (2" ed.). SAGE Publications.https://doi.org/10.4135/9781506335193

Tigist Gizachew, (2014). Parental Concern towards the Effect of Inappropriate Television
Content on Children and the Practice of Parental Television Mediation in Bole Sub City,

Addis Ababa. Masters thesis, Addis Ababa University. http://thesisbank.jhia.ac.ke/8282/

Tolan, P. H., Gorman-Smith, D., & Henry, D. B. (2003). The developmental ecology of urban

males’ youth violence. Developmental Psychology, 39, 274-291.

Tolon, U. W. (2008). Comparison of Urban Upgrading Projects on Development Cooperation in

Ethiopia.https://upcommons.upc.edu/bitstream/: Retrieved on 26/06/2020

UN-HABITAT. (2008). ETHIOPIA: Addis Ababa Urban Profile. Regional and Technical

Cooperation Division. https://unhabitat.org/: Retrieved on 26/06/2008

Vandell, D. L., Shumow, L., & Posner, J. (2005). After-school programs for low-income

children: Differences in program quality. In J. L. Mahoney, R. W. Larson, & J. S. Eccles


https://doi.org/10.4135/9781506335193
http://thesisbank.jhia.ac.ke/8282/
https://upcommons.upc.edu/bitstream/
https://unhabitat.org/

CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 166

(Eds.), Organized activities as contexts of development: Extracurricular activities, after-

school, and community programs (pp. 437-456). Mahwah, NJ: Erlbaum.

Vandivere, S., Tout, K., Zaslow, M., Calkins, J., & Capizzano, J. (2003). Unsupervised time:
Family and child factors associated with self-care (Occasional Paper No. 71). Washington,

DC: Urban Institute.

Vaughn, B.E., Azria, M.R., Caya, L.R., Newell, W., Krysik, L., Bost, K.K. (2000). Friendship
and social competence in a sample of preschool children attending head start.

Developmental Psychology, 36, 326-338

Ward, G., & Dahlmeier, C. (2004). Choices and voices: A developmental view of

guided choice. Montessori Life, 16(1), 16-20.

Xue, Y., Leventhal, T., Brooks-Gunn, J., & Earls, F. J. (2005). Neighborhood residence and

mental health problems of 5-11 years old. Achives of General Psychiatry, 62, 554-563.

Yekoyealem Desie , Ann O’Connell , Kassa Michael & Nora Wiium (2021). Parenting of
schoolchildren’s television viewing in Addis Ababa, Ethiopia, Journal of Children and

Media. DOI:10.1080/17482798.2020.1871046

Zimba, R.F. (2011). Promoting children’s development and rights, Lesson from teachers in
South Africa: A. Bame Nsamenang and Therese M.S. Tchombe (Eds). Handbook of
African Educational Theories and practices- A generative Teacher Education Curriculum

(Chapter 10). Cameroon. Presses universitaires



CHILDREN’S OUT-OF-SCHOOL EXPERIENCES, AND ASSOCIATED BEHAVIORAL OUTCOMES 167

Appendix 1. Amharic Version Questionnaires
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Appendix 3. Amharic Version Child’s Assent Form
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| Code | | |

Appendix 4: English version of Questionnaire for Participant Children
ADDIS ABABA UNIVERSITY
COLLEGE OF EDUCATION AND BEHAVIORAL STUDIES
SCHOOL OF PSYCHOLOGY

Questionnaire for Participant Children

Dear respondent:

My name is Manaye Adela. | am PhD candidate in Addis Ababa University, College of

Education and Behavioral Studies, School of Psychology.

The main purpose of this questionnaire is to gather data on children’s out—0f-school experiences,
and associated behavioral outcomes along with the mediating role of family and community
engagements. This questionnaire is prepared in order to meet this purpose.

| kindly request you to spend your precious time to fill the questionnaire as frank and as
reasonable possible. I would like to inform you that the information you provide is confidential.
There is no need of writing your name and the name of your school.

Thank you for the time you give and for the willingness.
Manaye Adela (0910056090)

& No need of writing your name on the questionnaire

Part 1: Personal Information

Write your answer on the space provide in the final column

Items Alternatives Your Choice
3. Age | e years old
4. Gender 9. Male
10. Female
11. Gradelevel | cemememeeeooe grade

12. Number of Siblings =~ | ~-------emmee-

13. Number of Family Members | -----------=nnmn---

14. Your Parent’s Educational 9. Not Learned at School
Level 10. 8" Grade and Below Father’s
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11. 9™-12" Grade
12. Certificate

13. Diploma

14. First Degree
15. Masters Degree

Mother’s

16. PhD
15.How do you Rate Your| 4. Low
Parents’ Socio-economic | 5. Middle
Status 6. High
16. With whom are you living | 7. With Mother and Father
now? 8. Only with Father
9. Only with Mother

10. With Relatives
11. With Siblings
12. With Relative/Guardian

Part 2: - Types of Out-of-School Experiences of Children

This part of the questionnaire contains items about out-of-school experiences. Please show your
response through putting a tick mark “v¥* on your choice. You can choose more than one as far
as you do them in your out-of-school experiences.

S.N

What do you do in the out-of-school hours?

How often?

Not at
All

Rarely Often

9 | Work to get money

10 | Engaged in home chores

11 | I study my education

12 | I play with friends

13 | I study with friends

14 | Watch Television

15 | Play mobile games

16 | Betting games by allotting coin/money

17 | Being in group we quarrel and beat

18 | Being in groups, we quarrel, sicken, mock at

passersby.
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Part 3: Family Roles and Involvement

The following items are about family roles in the out-of-school experience of a child. Hence,
please show your choice through putting a tick “v” mark.

S.N Items Choices
Agree Disagree | Uncertai

19 | ... observe when I eat.

20 | ... ask me what problems I faced.

21 | ... my parents stay with me physically for much time.

22 | ... check whether I have done my homework or not

23 | ... set time when to watch television

n
3.1. Parental Physical Availability, Care, and Support ]

3.2. Guidance and Follow up

24 | My parents dive to tutorial

25 | ... My parents show me how to do tasks.

26 | ... advise me.

27 | ... encourage me to be smart.

28 | ... look after me when I play outside home
29 | ... stop me when I do something harming

30 | ...punish me

Part 4: Neighborhood Role and Involvement

In this part of the questionnaire, the role of community and child interaction issues are points in
focus. Show your level of agreement by putting a tick “v» mark.

S.N | Items Agree Disagree | Uncertain
4.1. Peer Relations

31 | I have good friend

32 | My friend entices me when I feel bad.

33 | My friend supports me

34 | ... appreciates me

35 | I am happy when I am with my friend

36 | My friend and I always meet to play.

37 | My friend and | study together
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38 | My friend and | compete

39 |1 do not feel comfortable when there are elders in
areas where we play

40 | Often feud with friends

4.2. Neighborhood Relations ]

41 | I go to neighbors house

42 | Our neighbors give me care and support

43 | They entice me when I feel bad.

44 | They advise me.

45 | They show me how to do tasks.

Part 5:- Behavioral Outcomes

This part of the questionnaire is about behavioral outcomes. So, please indicate your choice as
per the rate. Show your choice by putting a “\** mark.

5.1. Self-regulation

S.N Items Agree Disagree| Uncertain

46 | I often fight or bully children

47 | ...Persist with tasks until completed

48 | ...Fidget or squirm a lot

49 | ... do things by myself

50 | ...Getover being upset quickly

51 | ...Nervous or clingy in new situations

52 | ...Wait my turn in activities

53 | ...Often worried

54 | ...Often afraid or scared

55 | ...am shy when meeting new children
56 | ...Often lose temper, has tantrums
57 | ...am very excited

58 | ...Ihave stubbornness

59 | ...rush to do activities without analyzing them.
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5.2. Social Competence

180

In the table below, the items are in request of your response in line with your recent behaviour.

Please indicate your choice by putting a “\”” mark.

S.N Items

Often

Rarely

Not at
All

60 | I respect others

61 | | am sociable

62 | [I] listen to others’ feelings and points of view

63 | [I] want to get along with others

64 | [I] obey to orders

65 | [I] am helpful to others

66 | [I] share things with others

67 | [1] am worried about people in problem

68 | [I] try to resolve conflicts

69 | | argue too much.

70 | People get angry on me

Your Average Result in the Previous Semester

Thank You Very Much
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Appendix 5: Amharic Version Interview Guide
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Appendix 6: English Version Interview Guide

Addis Ababa University
College of Education and Behavioral Studies
School of Psychology
Interview Guide for Parents

I. General Briefing

| am Manaye Adela. Currently, I am PhD candidate in Applied Developmental Psychology at
Addis Ababa University. In this interview, I want to know your perspectives regarding children’s
out-of-school experiences and associated behavioural outcomes; along with mediating role of
family and community engagement. The interview is used only for research purpose. The
interview has no right or wrong idea. Therefore, feel free to share your point of view even if you
think it is different from others’ ideas.

Il. Background Information
1. Interviewee’s category: Parent /Guardian/Other; Gender; Age; Level of education completed

2. Interview date/ month/year and place

I11. Interview Guiding Questions

1. What are the facets of out-of-school experiences of children? How areout-of-school
experiences of children?

2. How is parental availability contributing for shaping out-of-school experiences of children
in a constructive manner?

3. What are the influences of child engagement (in out-of-school experiences) on child
behavioral outcomes?

4. What are the challenges of out-of-school experiences that affect behavioral outcomes of
children?

5. How related are child out-of-school experiences and behavioral outcomes among children?
6. How is family engagement in children’s out-of-school experiences?

7. How is community engagement in children’s out-of-school experiences?

Thank you
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Appendix 7: Amharic Version Observation Checklist
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Appendix 8: English Version Observation Checklist

ADDIS ABABA UNIVERSITY
COLLEGE OF EDUCATION AND BEHAVIORAL STUDIES
SCHOOL OF PSYCHOLOGY

This checklist is designed for a study on "Children’s Out—0f-School Experiences, and
AssociatedBehavioral Outcomes in Addis Ababa: The Mediating Role of Family and
CommunityEngagements".

The finding of the study will be used in order to suggest possible solutions for promoting
positivechild out-of-school experiences. The information you provide isconfidential.

I. Observation Checklist

Observation Place Date

Duration: Beginning and Ending

SR Items Yes No

1 | Do children play outside home during their out-of-school hours

2 | There are plain fields for children to play on

3 | There are stones and other hazard creating things around the place
where children play

4 | Children play together as friends due to neighborhood exposure

5 | Children share different play materials

6 | There are care givers or elders who look after children while they play
with their play mates

7 | Are the playmates at similar age and sex (as it appears to the observer)?

8 | Are children who play together from different blocks?

9 | Do parents/caregivers interfere while children are playing in the
outdoor?

10 | Are the playing materials locally available in type?

11 | Do children cooperate each other while playing?

12 | Do children compete each other while playing?

13 | Do children work outside during their out-of-school hours

*Yes = presence: * No = absence: v fully detected: [ partially available
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Appendix 10: English Version Focus Group Discussion Guide

Addis Ababa University

College of Education and Behavioral Studies

School of Psychology

Discussion n®:

FGD Guide for Children
I. General Briefing

| am Manaye Adela. Currently, I am collecting research data for the partial fulfillments of my
PhD work in Applied Developmental Psychology at Addis Ababa University. In this focus-group
discussion, | want to know your perspectives regarding what children do in their out—-of-school
experiences, and associated behavioral outcomes in Addis Ababa with the mediating role of
family and community engagements.

The result of this discussion is used only for research purpose. During the discussion, there is no
right or wrong idea. Please feel free to share your point of view even if it differs from what other
discussants have said. To make the discussion smooth and fruitful, each discussant should
participate actively and should keep his/her turn to speak.

I1. Background Information

1. Discussants’ background information: Gender, Age; Grade level

2. Date of discussion: /dd/ /mm/ Iyyl, from to /hh/

3. Place of discussion (mention the social and physical surrounding conditions of the place).

I11. Discussion Guiding Questions

1. What do you do in your out-of-school experiences?

2. What are the activities you while you are out-of-school? How often and to what extent do you

do that? Discuss.
3. How are family roles in your out-of-school experiences?
4. How are community roles in your out-of-school experiences?

5. How do you see the influence of out-of-school experiences, family and community

engagements in influencing your behavioural outcomes?

Thank You Very Much
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Appendix 11: Principal Component Analysis Outputs on Child Outside-of-
School Experiences

Correlation Matrix?

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

COSE1  1.000

COSE 2 .071 1.000

COSE3  -.019 .045 1.000

COSE4  -145 239 161 1.000

COSE 5 315 131 .039 -.023 1.000

COSE 6 140 696 -110 .049 .147 1.000

COSE7  -071 .127 144 557 -.093 .021 1.000

COSE 8 .054 332 115 301 .080 .155 .321 1.000

COSE 9 .005 117 .065 .089 -019 .119 -124 .225 1.000

COSE10 .016 .129 .062 .211 .113 .010 .226 .082 -.094 1.000

COSE11 -081 -140 -052 .026 .149 -135 .103 -103 -.089 .154 1.000

COSE12 -013 .084 090 .149 .085 -035 .221 .044 -132 841 .129 1.000

COSE13 .001 -098 .016 -076 .034 .019 -106 -227 -.028 -158 .123 -.169 1.000
COSE14 -042 -100 -140 .055 -.023 -045 -040 -109 .035 .029 .185 .052 .245 1.000
COSE15 .052 .093 -030 .014 -033 .060 .115 .056 -.058 .058 .126 .059 .091 -.058 1.000

Corre

lation

a. Determinant = .028

Communalities

Initial  Extraction

Since | spend much time of my out-of-school hours by supporting in home chores, | do not

have time to play or study. 1.000 2%
Since | spend much time of my out-of-school hours through studying and doing homework, | 1000 29
do not have time to play or support parents at home chores.

Since | spend much time of my out-of-school hours by play, | do not try to study or support 1000 467
family at home chores.

Since | spend much time of my out-of-school hours through working for income, I do not have 1000 682
time to other activities.

I support my family at home chores though it is beyond my capability. 1.000 .680
Homework and study activities offered from school make me burdened in the out-of-school 1000 809
staying.

To get income, | work out of home beyond my capability. 1.000 .696
Working for income makes me to feel responsible. 1.000 .538

I watch TV as much time | want. 1.000 515
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Since | play mobile/computer games, | insist to play all the time. 1.000 871
| take part in competitive types of play. 1.000 491
| take part in cooperative types of play. 1.000 871
I play gambling out of home. 1.000 553
Without permission, | have taken penny to buy candy/chocolate 1.000 .676
I have learnt improper behavior from misbehaving friends and bad films. 1.000 575
Extraction Method: Principal Component Analysis.
Pattern Matrix®
Component
1 2 3 4 5 6
| take part in cooperative types of play. 931 .010 -.001 -.032 .043 .007
Since | play mobile/computer games, | insist to play all the time. 922 .045 .054 -006 .073 -.003
Since | spend much time of my out-of-school hours through working for
income, | do not have time to other activities. 062780 070 160 -182 -068
To get income, | work out of home beyond my capability. .087 .751 -.017 .018 -171 .273
Working for income makes me to feel responsible. -055 .586 .218 -.181 .101 -.142
Since | spend much time of my out-of-school hours by play, | do not try to
study or support family at home chores. ~087 528 -380 -126 281 -138
Homework and study activities offered from school make me burdened in the
out-of-school staying. -014 -087 .903 .018 .085 .053
Since | spend much time of my out-of-school hours through studying and
doing homework, | do not have time to play or support parents at home .074 161 .831 -.080 .062 .029
chores.
Without permission, | have taken penny to buy candy/chocolate 115 -.052 .054 .765 -.117 -.299
I play gambling out of home. -334 -012 .005 .658 .130 .136
| take part in competitive types of play. 153 119 -.183 556 .154 222
I support my family at home chores though it is beyond my capability. 141 -020 .066 .171 .805 -.064
Since | spend much time of my out-of-school hours by supporting in home
chores, 1 do not have time to play or study. ~007 ~140 100 -075 713072
I have learnt improper behavior from misbehaving friends and bad films. -132 136 .200 .057 .033 .737
I watch TV as much time | want. -182 195 147 117 .041 -.622

Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

a. Rotation converged in 6 iterations.

Structure Matrix

Component
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1 2 3 4 5 6
| take part in cooperative types of play. 931 .190 -.017 .015 .026 .116
Since | play mobile/computer games, | insist to play all the time. 927 229 .044 .028 .058 .102
Since | spend much time of my out-of-school hours through working for
income, | do not have time to other activities. 212 781168 085 173 052
To get income, | work out of home beyond my capability. .267 .758 .052 -010 -.159 .286
Working for income makes me to feel responsible. .021 .631 346 -.287 149 -.194
Since | spend much time of my out-of-school hours by play, | do not try to
study or support family at home chores. 008 A -l - 194 28 - 125
Homework and study activities offered from school make me burdened in
the out-of-school staying. -048 .048 .889 -.051 .146 -.044
Since | spend much time of my out-of-school hours through studying and
doing homework, I do not have time to play or support parents at home .081 311 .862 -.165 131 -.060
chores.
Without permission, | have taken penny to buy candy/chocolate 112 -103  .003  .751 -.183 -.209
I play gambling out of home. -287 -140 -.049 .644 .078 .164
| take part in competitive types of play. 234 065 -.228 577 .090 .318
I support my family at home chores though it is beyond my capability. 120 .019 110 .097 791 -.041
Since | spend much time of my out-of-school hours by supporting in home
chores, 1 do not have time to play or study. 047 101128 -2 723049
I have learnt improper behavior from misbehaving friends and bad films.  -.020 .134 142 .094 .045 705
I watch TV as much time | want. -219 174 241 .004 .054 -.648
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Correlation Matrix
Component 1 2 3 4 5 6
1 1.000 .188 -.025 .054 -.022 A21
2 .188 1.000 152 -.104 .025 -.003
3 -.025 152 1.000 -.084 .072 -.107
4 .054 -.104 -.084 1.000 -.088 .106
5 -.022 .025 .072 -.088 1.000 -.006
6 121 -.003 -.107 .106 -.006 1.000
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Score Coefficient Matrix
Component
1 3 4 5 6
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Since | spend much time of my out-of-school hours by supporting in home

chores, 1 do not have time to play or study. ~037 -035 0LL -080 519055
Since | spend much time of my out-of-school hours through studying and
doing homework, | do not have time to play or support parents at home .021 .074 .453 -.038 .006 -.009
chores.
Since | spend much time of my out-of-school hours by play, | do not try to
study or support family at home chores. ~0e7 302 233 116270102
Since | spend much time of my out-of-school hours through working for
income, | do not have time to other activities. 028 3% 043 115 106 -0%8
I support my family at home chores though it is beyond my capability. .039 .029 -.005 .085 .577 -.053
Homework and study activities offered from school make me burdened in
the out-of-school staying. -018 -.055 .498 .031 .005 .009
To get income, | work out of home beyond my capability. .039 .383 -.023 .020 -.089 224
Working for income makes me to feel responsible. -051 .312 .108 -.132 .105 -.129
I watch TV as much time | want. -097 .106 .105 .068 .036 -.517
Since | play mobile/computer games, | insist to play all the time. 469 009 .016 .014 .011 -.005
| take part in competitive types of play. .084 .067 -.110 .378 .099 197
| take part in cooperative types of play. 475 -010 -.014 -002 -.009 .004
I play gambling out of home. -162 .002 .009 .442 .080 21
Without permission, | have taken penny to buy candy/chocolate .083 -041 .066 .533 -.134 -.238
I have learnt improper behavior from misbehaving friends and bad films. -073 .071 .081 .048 .024 .600
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

Component Score Covariance Matrix
Component 1 2 3 4 6
1 1.146 .520 1.858 215 .398 2.071
2 520 1.123 .567 -.009 2.019 521
3 1.858 .567 2.890 .239 .963 1.782
4 215 -.009 239 1.034 .525 1.103
5 .398 2.019 .963 .525 4.058 .850
6 2.071 521 1.782 1.103 .850 4.170

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
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Appendix 12: Principal Component Analysis Outputs on Child Behavioral Outcomes

CBOSC - social Competence

Correlation Matrix®°

2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 2
0
CBOSC1  1.00
CBOSC 2
35% 1.0
CBOSC 3
021 .06 1.0
CBOSC 4
04 -11* 05 1.0
CBOSC 5
08 -13 18 -04 1.0
CBOSC 6
.18 -06 07 .03 38 10
CBOSC 7
05 -08 21 .06 .03 .01 10
CBOSC 8
02 -05 12% 21 -02 01 26 1.0
CBOSC 9
03 01 05 05 03 -07 08 .62 10
CBOSC 10
01 18 -06 -09 .09 -07 -08 .16 22 1.0
r CBOSC 11
.04 19 03 04 09 02 -07 25 26 59 1.0
CBOSC 12
.01 17 0 02 18 -06 03 28 19 51 71 10
CBOSC 13
06 11% -13 02 -07 -07 -03 17 23 19 33 31 10
CBOSC 14
03 04 -11 .06 -06 -07 -07 07 03 02 13 .09 68 1.0
CBOSC 15
02 -13 08 46*-07 .04 01 09 -06 -19 -03 -02 12 .39 1.0
CBOSC 16
05 -05 -05 -04* 08%-08%-11 -01 -04 05 14 11 .13 .16 .08 10
CBOSC 17
038 -11 05 10 -04 03 06 21 .05 -09 .04 016 .02 .06 .46 -04 1.0
CBOSC 18
03 -03 04 77%-08 -02 08 13 07 -03 -02 -04 09 07 29 -16 .77 10
CBOSC 19
07 01 05 72 -04 01 06 14 15 01 .01 -08 -03 -01 26 -09 .72 .81 1.0
CBOSC 20

09 .01 .01 58 .03 .06* .02 .04 .06 -07 -07 -09 -03 -01 .18 -21 .58 .66 .63 1.0
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Communalities

Initial Extraction
| argue too much. 1.000 .601
[1] bully or am pitiless to others. 1.000 .693
[1] show respect for family members and neighbors. 1.000 .632
[1] get along well with other children. 1.000 .903
[1] am disobedient. 1.000 .643
[1] am stubborn, sullen, or irritable. 1.000 713
[1] try to understand other people’s feelings. 1.000 490
[1] try to resolve conflicts with classmates, families, or friends. 1.000 .764
[1] can accept things not going her/his way 1.000 711
[1] cope well with failure 1.000 .678
[1] think before acting 1.000 792
[1] resolve problems with friends or brothers and sisters on my own 1.000 723
[1] can calm down when excited or all wound up 1.000 794
[1] do what | am told to do 1.000 .854
[I] am very good at understanding other people’s feelings 1.000 .639
[1] control my temper when there is a disagreement 1.000 535
[1] share things with others 1.000 .903
[1] am helpful to others 1.000 821
[1] listen to others’ points of view 1.000 771
My parents give suggestions and opinions without being bossy 1.000 674
Extraction Method: Principal Component Analysis.
Self-regulation - CBOSR
KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .6

Approx. Chi-Square 3730.460
Bartlett's Test of Sphericity df 496

Sig. .000

Communalities
Initial Extraction

I have regular friends 1.000 .809
I am calm and easy going 1.000 779

196
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I often fight or bully children 1.000 .688
I am liked by other children 1.000 .810
...Persist with difficult tasks 1.000 .964
...Choose activities on my own 1.000 910
...Fidget or squirm a lot 1.000 .865
...Do not need much help with tasks 1.000 921
...Interact better with adults than children 1.000 .876
...Get over being upset quickly 1.000 499
...Nervous or clingy in new situations 1.000 .680
...Persist with tasks until completed 1.000 .952
...Wait my turn in activities 1.000 792
...Get over excited 1.000 514
...Usually obey instructions or requests 1.000 .829
...Often in solitary play 1.000 576
...Often worried 1.000 781
...Like to work things out for self 1.000 .676
...Share sweets or toys with other children 1.000 .665
...Argue with adults 1.000 .582
...Often afraid or scared 1.000 469
...am shy when meeting new children 1.000 .898
...Often lose temper, has tantrums 1.000 .929
...Offer to help others 1.000 .852
...Often have pains or feels unwell 1.000 531
...Get on well with other children 1.000 742
...am spiteful to others 1.000 .666
...Restless, do not keep still for long 1.000 .920
...Cooperate with requests 1.000 .698
...am impulsive, acts without thinking 1.000 .859
...Will play easily with new children 1.000 134
...Often unhappy or miserable 1.000 787

Extraction Method: Principal Component Analysis.

Pattern Matrix?

Component
1 2 3 4 5 6 7 8 9 10
...Often lose temper, has tantrums 962 .004 017 .023 .019 -.010 -.025 -.026 .042 -.027
...am impulsive, acts without thinking 941 -017 -.092 .072 -.009 -.035 -.107 .021 -.033 -.031

...Offer to help others 935 .084 -002 -108 -106 -.012 -.071 -.038 .012 -.053
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...am shy when meeting new children 934 .002 .001 .032 .009 .025 .001 -.016 .065 -.011
...Cooperate with requests .822 .068 -.033 .026 -.124 -105 -.103 .054 -.073 -.026
...Often afraid or scared 489 -186 -132 209 237 116 .129  -.106 201 -.029
...Often have pains or feels unwell 416 .004 297 -253 .063 .065 .278 .029 -.398 .103
I am liked by other children .088 .868 .054 -.010 .035 -.065 -.030 .050 .030 -.013
...Usually obey instructions or requests .044 854 -080 .017 .012 .077 .020 .055  -.005 122
...Wait my turn in activities -.003 845 -106 .045 .035 116 .041 .013 -.033 .079
...Get on well with other children -026 .841 .008 -.050 -.032 -.067 -.073 .150 -011 -.065
...Do not need much help with tasks -025 -.023 943 .034 021 -007 -.067 -008 -006  -.005
...Interact better with adults than children -.052 -049 934 .006 .001 -.098 -.122 .003 .031 .056
...Choose activities on my own -.014 -010 927 .049 .027 .032 -.032 -.055 -.073 -.012
...Get over being upset quickly -005 -058 457 .059 -155 -.060 .230 119 .382 -.072
...Restless, do not keep still for long .021 -.001 -.028 .974 -.079 .034 .031 .056 -.084 .023
...Fidget or squirm a lot .038 .040 .093 .859 .036 .079 .058 .053 -.049 -.062
...am spiteful to others .026 -065 .304 592 .039 -143 -123  -.017 -.093 .043
...Persist with difficult tasks -048 023 .019 -.009 .984 -.036 .003 .016  -007 -.018
...Persist with tasks until completed -066 .031 .004 -.031 975 -.065 -.025 .036 .022 .008
...Often unhappy or miserable -011 -097 -058 .003 -.036 .864 -.333 .028 .006 -.004
...Often worried -060 142 -066 .041 -063 857 .144 -070 -066  -.013
...Will play easily with new children 191 -072 064 -.025 114 139 -.846 .090 -.011 144
...Nervous or clingy in new situations -.007 -103 -133 .008 .089 -.015 .816 .064 -.068 -.021
I have regular friends -.044 120 -.048 .086 .019 -.037 -.010 .872 .035 .043
I am calm and easy going -.011 .333 .063 .008 .055 .009 -.020 .730 .013 -.186

...Share sweets or toys with other children .138 -.084 -.001 -.212 .059 -.027 -.109 .036 797 -.148
...Like to work things out for self -086 .093 -006 .006 -.024 -.018 .045 .002 757 .264
...Argue with adults .083 -168 .147 -038 .010 .341 .183 194 .058  -.602
...Often in solitary play -135 112 227 -034 020 .346 -.077  -.042 .100 .589
I often fight or bully children -054 372 127 036 .044 032 -028 -518 .027  -580
...Get over excited 343 233 .091 .023 016 -011 .168  -.094 .184 .356
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in 10 iterations.
Structure Matrix
Component
1 2 3 4 5 6 7 8 9 10
...Often lose temper, has tantrums .961 138 191 190 .045 132 .105 104 108 .100
...am shy when meeting new children 944 142 177 186 .042 .166 .136 117 135 118
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...am impulsive, acts without thinking 912 100 .088 .179 -.026 .082 .004 131 .004 .077
...Offer to help others .904 170 .086 .047 -.090 113 .055 103 .039 .063
...Cooperate with requests .798 144 087 143 -142  -004  -.010 167 -.061 .052
...Often afraid or scared 507 -055 .097 224 266 195 .202 -062 .301 .076
...Often have pains or feels unwell 465 .065 .230 -.104 .060 .158 .306 127 -301 193
...Get over excited 463 332 184 138 156 135 .282 020 .282 443
...Usually obey instructions or requests .189 891 .026 .080 .137 .245 .074 238 .093 214
I am liked by other children .209 890 162 .143 .156 .108 .014 222 121 .067
...Wait my turn in activities 137 871 .010 .085 .154 .268 .074 193 .072 172
...Get on well with other children .075 838 .062 .059 .050 072 -.043 299 041 -.014
...Do not need much help with tasks 119 073 955 486 .202 .023 -.059 -.005 .057 -.059
...Choose activities on my own 130 079 947 486 .205 .058 -.039 -.040 .003 -.056

...Interact better with adults than childrer .073 031 917 451 174 -.075 -.109 -021  .067 -.018
...Get over being upset quickly 123 025 485 .289 -.028 -.019 .305 157 425 -.090
...Restless, do not keep still for long 182 115 423 947 -.028 011 -.037 .098 .006 -.023
...Fidget or squirm a lot .209 A77 528 911 112 .087 .005 105 .072 -.080
...am spiteful to others 119 .009 575 .736 .100 -.157 -.182 -.039 -.042 -.023
...Persist with difficult tasks -.033 148 201 .065 .979 107 -005  -.067 .166 .094
...Persist with tasks until completed -.055 152 171 .038  .969 .080 -.026 -.056 .183 114
...Often worried .083 251 -019 -020 .064 .857 .183 .062 .026 .073
...Often unhappy or miserable .052 .035 -042 -.031 .065 .813 -.262 .051 -.008 .020
...Nervous or clingy in new situations .070 -081 -112 -123 .027 .040 .802 145 076 .077
...Will play easily with new children 126 .004 .083 .086 .147 126 -780  -.011 -.123 .088
I have regular friends 101 296 .021 .098 -.032 .072 JA11 .884  .048 .036
I am calm and easy going 124 478 136 110 .037 133 .072 792 .053 -.164
...Like to work things out for self .017 174 035 060 .151 .068 .204 011 .770 279

...Share sweets or toys with other childre 114 -016 -012 -102 .151 .036 .054 011 .762 -117
...Often in solitary play .033 225 200 .051 .219 407 .024  -017 .147 .598
...Argue with adults 103 -089 .181 .046 -.014 322 191 240 102 -559
| often fight or bully children -.122 243 199 152 102 -.004 -.156 -446  .065 -.551
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
Component Correlation Matrix
Component 1 2 3 4 5 6 7 8 9 10
1 1.000 138 163 .156 016  .147 136 139 .067 134
2 .138 1.000 104 118 138 170 .028 .198 .099 .086
3 163 104  1.000 .480 196 .045 .019 .023 .077 -.044
4 .156 118 480 1.000 .070 -017 -069 .026 .099 -.045
5 016 .138 196 070 1.000 .148 .001 -.079 179 122
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6 147 170 .045 -017 .148 1.000 .083 .103 .079 .086

7 136 .028 .019 -.069 .001 .083 1.000 .139 .184 116

8 139 .198 .023 .026 -079 .103 139 1.000 -.001 -.010

9 .067 .099 .077  .099 179 .079 184 -001  1.000 .024

10 134 086  -.044 -.045 122 .086 116 -.010 .024  1.000

Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

Component Score Coefficient Matrix
Component
1 2 3 4 5 6 7 8 9 10

I have regular friends -004 -.013 -011 .016 -.004 -009 -.001 513 .007 .022
I am calm and easy going -.001 .064 .029 -020 .013 .014 -.015 422 .000 -.151
I often fight or bully children -028 155 .039 .032 .021 .002 -054 -330 .049 -.438
I am liked by other children .011 .260 .024 -004 .008 -.042 -013 -019 .019 -.032
...Persist with difficult tasks .001 .000 .003 .003 474 .008 .007 -.004 -.009 -.008
...Choose activities on my own .004 .008 .293 -.009 .013 .035 .016 -.025 -.046 -.010
...Fidget or squirm a lot .003 .012 .007 .384 .026 .039 .028 .006 .017 -.040
...Do not need much help with tasks .001 .002 .296 -.014 .007 .014 -.004 .003 -.009 -.011
...Interact better with adults than children -007 -.006 .289 -.023 -006 -039 -037 .008 .008 .029
...Get over being upset quickly .003 -014 149 025 -078 -006 @ .145 072 238 -.052
...Nervous or clingy in new situations .021 -.034 -012 -.006 .050 .040 457 .049 -028 .048
...Persist with tasks until completed -003 .001 -003 -005 .468 -.010 -.009 .006 .006 .008
...Wait my turn in activities -004 250 -023 .022 015 055 .034 -.040 -013 .044
...Get over excited .079 .068 .036 .016 .014  .012 .136 -072 106 .270
...Usually obey instructions or requests .006 .250 -.015 .008 .003 .035 .026 -014 -001 .073
...Often in solitary play -014 022 076 -018 .019 196 .026  -.030 .046 .424
...Often worried -001 .038 .004 .007 -006 473 125 -.035 -.017 .005
...Like to work things out for self -018 .027 -006 .043 -015 005 .054 -.022 459 .169
...Share sweets or toys with other children .021 -.022 -.002 -.055 .022 -.001 -.054 016 .479 -.139
...Argue with adults .020 -050 .065 -032 .011 .206  .092 138 .056 -.427
...Often afraid or scared 105 -.056 -.042 .108 .129  .083 .088 -061 .138 -.002
...am shy when meeting new children 193 -005 .007 .010 .016 .027 .026  -.004 .036 .007
...Often lose temper, has tantrums 198 -.004 .011 .005 .020 .006 .009 -009 .021 -.005
...Offer to help others 189 .022 .008 -.056 -.042 -.002 -020 -.015 -.002 -.030
...Often have pains or feels unwell 105 -.006 .120 -154 039 .064  .189 042 -261 117
...Get on well with other children -.014 248 009 -.025 -.027 -.049 -.047 .044 -.008 -.074
...am spiteful to others .000 -015 .070 .260 .019 -.086 -072 -.025 -035 .026
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...Restless, do not keep still for long -.003 -.002 -.037 .438 -.029 .005 .008 .006 -.001 .021
...Cooperate with requests 164 .013 -.009 .002 -.055 -.059 -.049 035 -.052 -.013
...am impulsive, acts without thinking 190 -.014 -028 .027 .005 -016 -.046 .018 -.024 -.012
... Will play easily with new children .026 -.036 -.007 -.010 .054 .038 -.455 055 -.029 .053
...Often unhappy or miserable .000 -.041 -.012 -.005 .004 .456 -.142 .034 .013 -.017
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Component Score Covariance Matrix

Component 1 2 3 4 5 6 7 8 9 10

1 1.640 .801 2.329 A75 .897 2.936 2.064 422 1.412 2.399
2 .801 1.451 .927 464  2.458 1.049 1.049 782 2.466 175
3 2.329 927 3570 1.043 2.267 3.531 3.856 .941 3.360 2.539
4 475 464 1.043  1.357 .821 1.700 .938 374 3.046 1.644
5 .897 2.458 2.267 821  4.326 1.294 1.150 1.032 3.476 .979
6 2.936 1.049 3531 1700 1.294 4.761 2.273 .676 2.858 3.454
7 2.064 1.049 3.856 938  1.150 2.273 3.344 .553 1.600 .830
8 422 .782 941 374 1.032 .676 .553 1.327 1.364 .611
9 1.412 2.466 3.360 3.046 3.476 2.858 1.600 1.364 6.481 1.911
10 2.399 775 2539 1.644 979 3.454 .830 611 1.911 3.546

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
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Appendix 13: Principal Component Analysis Outputs on Family Engagement

Physical Availability and Level of Availability: Factor Analysis

Correlation Matrix?
FPPA1  FPPA2  FPPA3  FPPA3 FPPA4  FPPAS FPPA 7

FPPA 1 1.000
FPPA 2 -.363 1.000
FPPA 3 297 -.347 1.000
Correlation  FPPA4 219 -.095 121 1.000
FPPA5 .052 -.014 .073 .072 1.000
FPPA 6 771 -.287 .295 .252 .047 1.000
FPPA 7 .073 .055 .081 071 .033 .263 1.000

a. Determinant = .238

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .617
Approx. Chi-Square 192.039
Bartlett's Test of Sphericity df 21
Sig. .000

Communalities

Initial  Extraction

In the out-of-school time, my parents stay with me physically for much time. 1.000 736
Since my parents (guardians) are busy outside home, they do not give me time. 1.000 .632
My parents/guardians are in difficulty of making me study and do homework. 1.000 426

At the nighttime, my parents/guardians check whether | have done my

homework or not. 1.000 278
In our family, we discuss and decide the time to watch Television. 1.000 911
My parents/guardians are with me physically and emotionally. 1.000 .802
My parents/guardians listen to me while | speak. 1.000 .688
Extraction Method: Principal Component Analysis.
Pattern Matrix®
Component
1 2 3

Since my parents (guardians) are busy outside home, they do not give me time. -.849 375 .045
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In the out-of-school time, my parents stay with me physically for much time. 723 272 -.057
My parents/guardians are in difficulty of making me study and do homework. 672 -130 122
My parents/guardians are with me physically and emotionally. 579 507 -.056
My parents/guardians listen to me while | speak. -311 .889 -.012
At the nighttime, my parents/guardians check whether I have done my homework or not. A77 328 296
In our family, we discuss and decide the time to watch Television. .007 .003 .954
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

a. Rotation converged in 4 iterations.

Structure Matrix
Component
1 2 3

In the out-of-school time, my parents stay with me physically for much time. .818  .530 -.018
My parents/guardians are with me physically and emotionally. 759 714 -018
Since my parents (guardians) are busy outside home, they do not give me time. -712 071 .018
My parents/guardians are in difficulty of making me study and do homework. .630 .115 .148
My parents/guardians listen to me while I speak. .009 777 -.003
At the nighttime, my parents/guardians check whether | have done my homework or not. .309  .400 312
In our family, we discuss and decide the time to watch Television. .050 .030 .954
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Component Correlation Matrix

Component 1 2 3

1 1.000 .360 .044

2 .360 1.000 .025

3 .044 .025 1.000

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Component Score Coefficient Matrix
Component
1 2 3

In the out-of-school time, my parents stay with me physically for much time. 351 232 -.077
Since my parents (guardians) are busy outside home, they do not give me time. -.380 .233 .046
My parents/guardians are in difficulty of making me study and do homework. .305 -.068 112
At the nighttime, my parents/guardians check whether | have done my homework or not. .093  .237 .276
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In our family, we discuss and decide the time to watch Television. -.013 -.031 .936
My parents/guardians are with me physically and emotionally. 294 397 -.083
My parents/guardians listen to me while | speak. -.104 632 -.037

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Component Score Covariance Matrix

Component 1 2 3

1 1.175 Jq47 2.059
2 47 1.140 .789
3 2.059 .789 3.045

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Family Care and Support

Correlation Matrix®

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

FGuF1 1.000
FGuF 2

.318* 1.000
FGuF 3

372* .432* 1.000
FGuF4 .081* .036 .104 1.000

FGuUF 5
-.086 .113 -058 .006 1.000
FGuUF 6
235 346 441 146 -.057 1.00
FGUF 7
185 225 571 157 .001 .701 1.000
FGUF 8
; 051 556 .229 -.108 .186 .253 .240 1.000
FGuUF 9
.041 586 .206 -.120 .147 .309 .223 .937 1.000
FGuF 10
.090 .600 .254 -.074 .168 .230 .219 .894 .835 1.000
FGuUF 11
.056 257 391 .099 .012 .196 324 394 .361 .461 1.000
FGuF 12
-095 .091 .184 -021 -096 .069 .165 .263 .213 .239 .601 1.000
FGuF 13
-038 .095 .198 .079 .034 .018 .100 .365 .311 .354 742 737 1.000
FGuUF 14
.082 -033 .119 .100 .078 -.002 .110 .003 .008 -.063 .062 .051 .119 1.000
FGUF 15

022 073 175 .004 -064 .036 .142 121 123 159 213 135 .092 .236 1.00
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a. Determinant = .000

Correlation Matrix?

FCaS 1 FCaS 2 FCaS 3 FCaS4 FCaS

FCaS 1 1.000

FCaS 2 131 1.000

FCaS 3

. 129 795 1.000
Correlation
FCaS 4
170 275 .342 1.000
FCaS 5
-.038 .043 .082 A71 1.000

a. Determinant = .302

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. 571
Approx. Chi-Square 161.030
Bartlett's Test of Sphericity df 10
Sig. .000

Communalities

Initial Extraction
Before my parents/guardians order me to something, they show me how to
. 1.000 231
do it.
My parents/guardians closely follow what and when | eat. 1.000 .790
When | eat properly, my parents/guardians feel happy. 1.000 .818
My parents/guardians take my interest while family plans are prepared. 1.000 433
My parents/guardians encourage me to talk about problems that |
1.000 841
encounter.
Extraction Method: Principal Component Analysis.
Pattern Matrix®
Component
1 2
When | eat properly, my parents/guardians feel happy. .907 -.033
My parents/guardians closely follow what and when | eat. .891 -.099

My parents/guardians take my interest while family plans are prepared. 551 317
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Before my parents/guardians order me to something, they show me how to

206

ot .359 -.350
My parents/guardians encourage me to talk about problems that |
.056 911
encounter.
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in 3 iterations.
Structure Matrix
Component
1 2
When | eat properly, my parents/guardians feel happy. .904 .040
My parents/guardians closely follow what and when | eat. .883 -.027
My parents/guardians take my interest while family plans are prepared. 577 .362
Before my parents/guardians order me to something, they show me how to do it. 331 -.321
My parents/guardians encourage me to talk about problems that | encounter. 130 915
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Score Coefficient Matrix
Component
1 2
Before my parents/guardians order me to something, they show me how to 17 397
do it.
My parents/guardians closely follow what and when | eat. 434 -.085
When | eat properly, my parents/guardians feel happy. 442 -.024
My parents/guardians take my interest while family plans are prepared. 271 .303
My parents/guardians encourage me to talk about problems that | encounter. .035 .857
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Guidance, Parental Follow Up, and Mentoring - FGUF
Component Matrix®
Component
1 2 3 4 5
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My parents/guardians sacrifice their interest for the benefit of
.834 -.251 -.388 .052 -.009
me.
My parents/guardians interrupt and stop when they watch me
. . . .829 -.227 -.364 .023 -.031
doing harmful thing or play in hazardous way.
My parents/ guardians assure where | am and what | am doing. .809 -.209 -.422 .047 -.038
While they are at work (outside home), my parents/guardians
. .700 -.210 484 -.085 .054
follow up about me through calling telephone.
My parents/guardians support me when | study or do homework. .669 197 -.380 -.003 -.045
My parents/guardians ascertain whether I get what | want. 570 -.459 .548 -.080 A17
My parents/guardians compel me to be honest/loyal to my dail
P g P Y yay .565 .529 221 -.017 -.095
programs/schedule
My parents/guardians believe that flog/hit is proper disciplinin
Y p. g g brop PHnIng 496 .615 .000 -.210 .126
technique.
My parents/guardians support me whenever | am in need. .524 .585 207 -.067 .145
My parents/guardians tailor activities to my capability and show
.218 542 -.047 .023 -.226
how to do before they offer/order me.
My parents/guardians are encouraging and inspiring for me. 491 -.393 590 -.195 -.044
My parents/guardians allow me to go outside and play with m
.y P g g g Y .081 .108 292 773 .006
friends.
My parents/guardians are worried about playing area and
yp J Playing .245 .028 229 .563 -.466
materials that my friends and | use.
My parents/guardians are not brutal and do not dare to punish me
.108 -171 -.300 .391 .643
when | mishehave.
My parents/guardians support/guidance helps me to do the right
P g pportig P g .034 .307 .295 .097 .562
thing in the right way.
Extraction Method: Principal Component Analysis.
a. 5 components extracted.
KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. 722
Approx. Chi-Square 1131.778
Bartlett's Test of Sphericity df 105
Sig. .000
Communalities
Initial Extraction
My parents/guardians tailor activities to my capability and show how to
P g yeap Y 1.000 .395

do before they offer/order me.
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My parents/guardians support me when | study or do homework. 1.000 .632
My parents/guardians compel me to be honest/loyal to my dail
P g P Y i 1.000 .658
programs/schedule
My parents/guardians support/guidance helps me to do the right thing in
Y p g pportig P g g 1.000 .508
the right way.
My parents/guardians are not brutal and do not dare to punish me when |
. 1.000 .697
misbehave.
My parents/guardians believe that flog/hit is proper disciplinin
P g g Prop Pining 1.000 .684
technique.
My parents/guardians support me whenever | am in need. 1.000 .685
My parents/guardians sacrifice their interest for the benefit of me. 1.000 911
My parents/ guardians assure where | am and what | am doing. 1.000 .880
My parents/guardians interrupt and stop when they watch me doin
yp ] J ) P P Y J 1.000 .872
harmful thing or play in hazardous way.
While they are at work (outside home), my parents/guardians follow u
Y ) ( »my P g P 1.000 778
about me through calling telephone.
My parents/guardians are encouraging and inspiring for me. 1.000 .783
My parents/guardians ascertain whether I get what | want. 1.000 .856
My parents/guardians allow me to go outside and play with my friends. 1.000 .700
My parents/guardians are worried about playing area and materials that
) 1.000 .647
my friends and | use.
Extraction Method: Principal Component Analysis.
Pattern Matrix®
Component
1 2 3 4 5
My parents/ guardians assure where |1 am and what | am doing. 925 .005 .039 -.001 .026
My parents/guardians sacrifice their interest for the benefit of
.924 -.019 .098 .000 .054
me.
My parents/guardians interrupt and stop when they watch me
] ) ) .895 011 109 -.012 .021
doing harmful thing or play in hazardous way.
My parents/guardians support me when | study or do homework. .678 .355 -.169 -.021 -.001
My parents/guardians believe that flog/hit is proper disciplinin
Y p- J g Prop pning 113 .804 -058  -.175 .057
technique.
My parents/guardians support me whenever | am in need. -.004 791 .094 -.004 118
My parents/guardians compel me to be honest/loyal to my dail
yp J P Y i .058 735 .108 131 -.085

programs/schedule
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My parents/guardians tailor activities to my capability and show
.048 .564 -.265 135 -.186
how to do before they offer/order me.
My parents/guardians ascertain whether I get what | want. .068 -114 914 .016 .058
My parents/guardians are encouraging and inspiring for me. -.032 -.055 .902 -.024 -.138
While they are at work (outside home), my parents/guardians
136 154 777 .042 .008
follow up about me through calling telephone.
My parents/guardians allow me to go outside and play with m
.y P g g i Y -119 .017 -.017 .786 .290
friends.
My parents/guardians are worried about playing area and
P J Playing .086 .014 .043 752 -.220
materials that my friends and | use.
My parents/guardians are not brutal and do not dare to punish me
.328 -.230 -.163 .060 .761
when | mishehave.
My parents/guardians support/guidance helps me to do the right
.y P . g. pRortie P J -.338 .354 126 -.027 544
thing in the right way.
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in 6 iterations.
Structure Matrix
Component
3 5
My parents/guardians sacrifice their interest for the benefit of
.948 211 .358 .077 074
me.
My parents/ guardians assure where | am and what | am doing. .937 222 .302 .070 .044
My parents/guardians interrupt and stop when they watch me
.927 234 .363 .069 .042
doing harmful thing or play in hazardous way.
My parents/guardians support me when | study or do
P g PP Y .709 472 .089 .044 .014
homework.
My parents/guardians support me whenever | am in need. .203 .813 .256 .108 155
My parents/guardians believe that flog/hit is proper
P g g Prop .267 799 110 -.077 .087
disciplining technique.
My parents/guardians compel me to be honest/loyal to m
3_/ P J P Y Y .263 .783 .285 .242 -.049
daily programs/schedule
My parents/guardians tailor activities to my capability and
P g yeap Y 107 .532 -.130 .168 -.178
show how to do before they offer/order me.
My parents/guardians ascertain whether I get what | want. .302 .086 .916 .145 107
My parents/guardians are encouraging and inspiring for me. .207 .108 871 .104 -.089
While they are at work (outside home), my parents/guardians
.393 .344 .853 .188 .061

follow up about me through calling telephone.
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L\Aﬁznp;e:ents/guardlans allow me to go outside and play with my 060 095 089 77 286
My parents/guardians are worried about playing area and
materials that my friends and 1 use. 150 126 172 167 ~2
My parents/guardians are not brutal and do not dare to punish
e when | mishehave. .246 -.151 -.063 .029 748
My parents/guardians support/guidance helps me to do the
right thing in the right way. ~210 32 128 ot 61
Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
Component Correlation Matrix
Component 1 2 3 4 5
1 1.000 .226 282 .070 .016
2 .226 1.000 .198 123 .040
3 .282 .198 1.000 152 .058
4 .070 123 152 1.000 -.001
5 .016 .040 .058 -.001 1.000
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Score Coefficient Matrix
Component

1 2 3 4 5
My parents/guardians tailor activities to my capability and show how to do before they
afferforder me. 012 223 -111 112 -.182
My parents/guardians support me when | study or do homework. 204 124 -.079 -.013 -.025
My parents/guardians compel me to be honest/loyal to my daily programs/schedule -001 .297 .047 .100 -.077
My parents/guardians support/guidance helps me to do the right thing in the right way. -.135 .159 .080 -.050 .520
My parents/guardians are not brutal and do not dare to punish me when | misbehave. .088 -.100 -.052 .025 .682
My parents/guardians believe that flog/hit is proper disciplining technique. .011 325 -.014 -148 .059
My parents/guardians support me whenever | am in need. -.029 .324 051 -.016 .117
My parents/guardians sacrifice their interest for the benefit of me. 284 -.032 .023 .005 .023
My parents/ guardians assure where | am and what | am doing. 286 -.023 -.002 .005 -.004
My parents/guardians interrupt and stop when they watch me doing harmful thing or
olay in hazardous way. 275 -.019 .028 -.004 -.006
While they are at work (outside home), my parents/guardians follow up about me

.022 .067 .319 .026 .027

through calling telephone.
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My parents/guardians are encouraging and inspiring for me. -.022 -012 .367 -.022 -.097
My parents/guardians ascertain whether I get what | want. .004 -.038 .375 .004 .080
My parents/guardians allow me to go outside and play with my friends. -.040 .004 -.002 .615 .240
My parents/guardians are worried about playing area and materials that my friends and

.039 -.005 .002 .609 -.233

| use.
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

Component Score Covariance Matrix
Component 1 2 3 4 5
1 1.422 723 2.370 487 .824
2 723 1.191 1.010 413 2.139
3 2.370 1.010 3.405 .827 2.069
4 487 413 .827 1.450 .898
5 .824 2.139 2.069 .898 4.103

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
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Appendix 14: Principal Component Analysis Outputs on Community Engagement
CPR - Peer Related Factors - Factor Analysis
Correlation Matrixa
CPR1 CPR 2 CPR 3 CPR4 CPR5 CPR6 CPR7 CPR8 CPR9 CPR10
CPR1 1.000
CPR 2
.909 1.000
CPR 3
.928 .899 1.000
CPR 4
719 .730 .745 1.000
CPR5
.656 597 .640 509  1.000
Correlation CPR 6
.262 .295 270 196 202 1.000
CPR7
197 .225 193 .187 113 -.243 1.000
CPR8
512 513 482 431 327 .091 .283 1.000
CPR9
.539 .539 503 .399 316 126 247 478 1.000
CPR 10 A77 215 158 138 .051 .048 .003 161 .254  1.000
a. Determinant = .002
KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .894
Approx. Chi-Square 861.637
Bartlett's Test of Sphericity df 45
Sig. .000
Communalities
Initial  Extraction
I have a peer | can count on 1.000 .897
A peer comforts me when | am upset 1.000 .879
A peer cares about me and makes me feel wanted. 1.000 .888
My peer appreciates me when | do something good. 1.000 .665
I am happy in the time I have with my friend. 1.000 .590
In the out-of-school time, my friends and | always meet to play. 1.000 .630
After school, my friends and | study and do homework together. 1.000 716
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With my friend, on the playing area and residence area, there is cooperation than

competition between us. 1.000 509
During out of home play, | feel discomfort due to presence of elder boys and girls. 1.000 571
During play, when there is conflict among us, adults stop us (mediate us). 1.000 .849
Extraction Method: Principal Component Analysis.
Component Matrix?
Component
1 2 3
I have a peer | can count on 941 -.071 -.077
A peer comforts me when | am upset 935 -.062 -.025
A peer cares about me and makes me feel wanted. 932 -.092 -.107
My peer appreciates me when | do something good. .806 -.041 -117
I am happy in the time | have with my friend. 704  -.156 -.265
During out of home play, | feel discomfort due to presence of elder boys and girls. .651 232 .305
With my friend, on the playing area and residence area, there is cooperation than
competition between us. 638 2% A2
After school, my friends and I study and do homework together. 280 776 -.187
In the out-of-school time, my friends and | always meet to play. 302 -.726 112
During play, when there is conflict among us, adults stop us (mediate us). 247 .064 .885
Extraction Method: Principal Component Analysis.
a. 3 components extracted.
Pattern Matrix?
Component
1 2 3
A peer cares about me and makes me feel wanted. .958 -.052 -.033
I have a peer | can count on 951 -.040 .002
A peer comforts me when | am upset 920 -.043 .058
My peer appreciates me when | do something good. .832 -.002 -.050
I am happy in the time I have with my friend. 821 -.080 -.231
With my friend, on the playing area and residence area, there is cooperation than
competition between us. o1 269 225
During out of home play, | feel discomfort due to presence of elder boys and girls. 447 162 415
After school, my friends and | study and do homework together. .200 .816 -.088
In the out-of-school time, my friends and | always meet to play. .382 -.740 .071
During play, when there is conflict among us, adults stop us (mediate us). -.161 -.153 979
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Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

a. Rotation converged in 5 iterations.

Structure Matrix

Component
1 2 3
I have a peer | can count on .946 .077 331
A peer cares about me and makes me feel wanted. .940 .059 .297
A peer comforts me when | am upset 935 .080 .375
My peer appreciates me when | do something good. 814 .092 244
I am happy in the time | have with my friend. .730 -.020 .045
With my friend, on the playing area and residence area, there is cooperation than
competition between us. 614 370 449
During out of home play, | feel discomfort due to presence of elder boys and girls. .613 .290 .602
After school, my friends and I study and do homework together. .269 .825 125
In the out-of-school time, my friends and | always meet to play. .316 -.681 .076
During play, when there is conflict among us, adults stop us (mediate us). .166 -.001 .895
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Score Coefficient Matrix
Component
1 2 3
I have a peer | can count on .202 -.016 .009
A peer comforts me when | am upset .196 -.015 .054
A peer cares about me and makes me feel wanted. .203 -.028 -.020
My peer appreciates me when | do something good. 477 .007 -.031
I am happy in the time | have with my friend. A71 -.066 -.183
In the out-of-school time, my friends and | always meet to play. .072 -.544 .004
After school, my friends and | study and do homework together. .053 .608 -.006
With my friend, on the playing area and residence area, there is cooperation than
competition between us. 3 226 208
During out of home play, | feel discomfort due to presence of elder boys and girls. .102 .160 .352
During play, when there is conflict among us, adults stop us (mediate us). -.025 -.041 775

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
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Neighborhood Related — CNCR: Factor Analysis
Correlation Matrix®
1 2 3 4 5 6 7 8 9 10 1
CNCR 1 1.000
CNCR 2
.623  1.000
CNCR 3
453 .377  1.000
CNCR 4
.256 .188 322 1.000
CNCR5
.057 .008 195 301 1.000
CNCR 6
r .037 .078 224 .054 .225  1.000
CNCR7
-.046 .015 146 -.073 117 .794  1.000
CNCR 8
.066 .060 204 -.035 77 .804 .867  1.000
CNCR9
.045 .103 149 -.047 .046 221 .165 .056 1.000
CNCR 10
.056 .033 .158 .054 .184 .708 746 .804 110 1.000
CNCR 11
.061 .086 .109 .048 118 .788 .652 .706 116 737 1.000
a. Determinant = .002
KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .786
Approx. Chi-Square 824.896
Bartlett's Test of Sphericity df 55
Sig. .000
Communalities
Initial  Extraction
There are convenient social (external) settings that make us to have positive relationship. 1.000 .740
Neighbors are supportive and assets for child behavioral outcomes (such as social competence, self- 1000 797
regulation and academic achievement) ' '
I am sure that in the absence of my parents/guardians, our neighbors take care of me. 1.000 .565
my parents/guardians get worried about my wellness when I stay longer while I am in neighbors’ house 1.000 .656
In the absence of my parents/guardians, | stay in another family in the neighborhood. 1.000 .655
The community supports and guides me showing how to do things. 1.000 .841
The community takes care of my feeling and gives me passion. 1.000 .833
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When | feel bad, adults in the community help me to cool down and comfort me. 1.000 .861
There are adults the community whom | trust and they advise me. 1.000 .140
Adults in the community support me whenever | am in need. 1.000 782
Adults/community members show me how to do things properly. 1.000 728

Extraction Method: Principal Component Analysis.

Pattern Matrix?

Component
1 2 3
When | feel bad, adults in the community help me to cool down and comfort me. 927 .011 -.003
The community takes care of my feeling and gives me passion. .922 -.042 -.081
The community supports and guides me showing how to do things. .905 .033 .052
Adults in the community support me whenever | am in need. 877  -.015 .059
Adults/community members show me how to do things properly. .851 .029 -.010

Neighbors are supportive and assets for child behavioral outcomes (such as social
. S -014 876  -135
competence, self-regulation and academic achievement)

There are convenient social (external) settings that make us to have positive
-.058 .862 .005

relationship.

I am sure that in the absence of my parents/guardians, our neighbors take care of me. 111 .618 .267
There are adults the community whom | trust and they advise me. .204 272 =241
In the absence of my parents/guardians, | stay in another family in the neighborhood. JA21 -.167 811

my parents/guardians get worried about my wellness when | stay longer while I am in
-.123 181 .755
neighbors’ house

Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

a. Rotation converged in 5 iterations.

Structure Matrix

Component
1 2 3
When | feel bad, adults in the community help me to cool down and comfort me. .928 096 .116
The community supports and guides me showing how to do things. 914 130 173
The community takes care of my feeling and gives me passion. .907 024 .023
Adults in the community support me whenever | am in need. .883 .081 .165
Adults/community members show me how to do things properly. .853 105 .103

There are convenient social (external) settings that make us to have positive
) ) .023 .858  .207
relationship.
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Neighbors are supportive and assets for child behavioral outcomes (such as social

) ) ) .050 842 .075
competence, self-regulation and academic achievement)
I am sure that in the absence of my parents/guardians, our neighbors take care of me. .202 693 431
There are adults the community whom | trust and they advise me. .200 232 -.150
In the absence of my parents/guardians, | stay in another family in the
) .207 041 785
neighborhood.
my parents/guardians get worried about my wellness when | stay longer while | am
-.012 352 .783
in neighbors’ house
Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.
Component Score Coefficient Matrix
Component
1 2 3
There are convenient social (external) settings that make us to have positive relationship. -017 425 .007
Neighbors are supportive and assets for child behavioral outcomes (such as social
) . ) -007 431 -094
competence, self-regulation and academic achievement)
I am sure that in the absence of my parents/guardians, our neighbors take care of me. .025 .305 195
my parents/guardians get worried about my wellness when | stay longer while I am in
-031 .092 .545
neighbors’ house
In the absence of my parents/guardians, | stay in another family in the neighborhood. .030 -.080 .584
The community supports and guides me showing how to do things. 220 .013 .038
The community takes care of my feeling and gives me passion. 224 -.025 -.059
When | feel bad, adults in the community help me to cool down and comfort me. 226 .002 -.002
There are adults the community whom | trust and they advise me. 049 132 -173
Adults in the community support me whenever | am in need. 213 -.010 .042
Adults/community members show me how to do things properly. 207 011 -.007

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.

Component Score Covariance Matrix

Component 1 2 3

1 1.149 459 2.136
2 459 1.090 .554
3 2.136 .554 3.140

Extraction Method: Principal Component Analysis.

Rotation Method: Promax with Kaiser Normalization.
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Appendix 15: Model Summary and Estimates
Model Fit Summary

Model Fit Summary

CMIN
| Model | INPAR| | CMIN]| [DF| | P| [CMIN/DF|
| Default model || 9| [168.586] | 1] [.000| | 168.586]
Saturated model | | 10] | .000] | 0]
Independence model| | 4] [954.936] | 6] [.000| | 159.156]
|[RMR, GFI
|Model | [RMR| [ GFI| | AGFI| |PGFI|
| Default model | | .121] | .739] |-1.614] | .074]
| Saturated model | | .000] |1.000] | | | |
| Independence model| | .192| | .289| | -.184] | .174]
\ Baseline Comparisons
NFI| | RFI IFI| | TLI
\Model ‘ Deltal| | rhol| |Delta2| | rho2 CFl
| Default model | | .823| |-059| | .824] [-.060] | .823]
|Saturated model | | 2.000] [ | | 1000 | | [1.000]
|

| Independence model| | .000] | .000| | .000] | .000]| | .000]

\ Parsimony-Adjusted Measures

|Model | [PRATIO| |PNFI| |PCFI]
| Default model || 67| | 137] | 137
|Saturated model | | .000] | .000] | .000]
\Independence model\ \ 1.000\ \ .000\ \ .000\

INCP

| Model || Ncp| | LO90| | HI90]
| Default model | [167.586] [128.575] | 214.005]
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| Model || Ncp| | LO90| | HI90]
|Saturated model | | .000| | .000| |  .000|
| Independence model | [948.936| [851.089| |1054.167|
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[FMIN
| Model FMIN| | Fo| [LO90| [HI 90|
| Default model 1231 |1.223] | .939] |1.562]

| ||

jEt |
|Saturated model | | .000| | .000| | .000]| | .000]
| Independence model| | 6.970| [6.927| | 6.212] |7.695]

|RMSEA

| Model | [RMSEA| [LO 90] |HI 90| [PCLOSE]

| Default model | | 1.106| | .969] [1.250] [  .000]
|Independence model| | 1.074| | 1.018] [1.132| [  .000]
lAIC

| Model AIC| | Bcc|| BIC|| cAIC]|

| Saturated model 20.000| | 20.758| | 49.273| | 59.273
| Independence model| [962.936| [963.239| (974.645| |978.645]

R

| Default model | [186.586| [187.268] [212.931] |221.931]
R
R

[ECVI
| Model ECVI| [LO 90| [HI90| [MECVI|
1.362| | 1.077] [1.701] | 1.367]

| Saturated model

| [Ecv1] |

| Default model | [1.362] |
| | .146] | .146] | .146] | 152
| [7.029] |

| Independence model| [7.029| | 6.315] [7.797| | 7.031]
|HOELTER

HOELTER| |HOELTER
[Model | 05 01
| Default model | | 4 | 6
Independence model 2 3
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Table 30: Estimates

Covariances

: (Group number 1 - Default model)

Estimate S.E. C.R. P Label
FE <--> COSE 230 .031 7.500 *** par_1
FE <--> CBO 025 .010 2.384 .017 par_2
COSE <--> CE 239 .031 7.678 *** par_3
FE <--> CE 238 .030 7.862 *** par_ 4
COSE <--> CBO .026 .013 2.022 .043 par_5
Correlations: (Group number 1 - Default model)

Estimate
FE <--> COSE .955
FE <--> CBO .096
COSE <--> CE 951
FE <--> CE .965
COSE <--> CBO .096
Variances: (Group number 1 - Default model)

Estimate S.E. C.R. P Label

FE 235 .031 7.590 *** par_6
COSE 245 033 7.338 *** par_7
CBO 286 .035 8.276 *** par_8
CE 258 .031 8.276 *** par_9

Matrices (Group number 1 - Default model)

Implied (for all variables) Covariances (Group number 1 - Default model)

CE CBO COSE FE
CE .258
CBO | .000 .286
COSE | .239 .026 245
FE 238  .025 230 .235

Implied (for all variables) Correlations (Group number 1 - Default model)

CE CBO COSE

FE

CE 1.
CBO .
COSE

951

000
000 1.

000

.096 1.000
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CE CBO COSE FE

FE 965  .096 955 1.000

Implied Covariances (Group number 1 - Default model)

CE CBO COSE FE

CE .258

CBO | .000 .286

COSE | .239 .026 245

FE 238  .025 230 .235

Implied Correlations (Group number 1 - Default model)

CE CBO COSE FE

CE 1.000

CBO .000 1.000

COSE | 951 .096 1.000

FE 965  .096 955 1.000

Residual Covariances (Group number 1 - Default model)

CE CBO COSE FE

CE .000

CBO | .229 .000

COSE | .020 .212 .038

FE 020 211 .037 .037

Standardized Residual Covariances (Group number 1 - Default model)

CE CBO COSE FE

CE .000

CBO | 9.848 .000

COSE | .688 9.325 1.278

FE 677 9.464 1310 1.284

Factor Score Weights (Group number 1 - Default model)
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Regression and Correlation
Correlation coefficient of variables (N=452)
Correlations
COSE FE CE Behavioral
Outcomes
Pearson Correlation 184" 1
FE Sig. (2-tailed) .000
N 452 452
Pearson Correlation -.233" .037 1
CE Sig. (2-tailed) .000 427
N 452 452 452
Pearson Correlation J777 3547 -204" 1
Behavioral Outcomes Sig. (2-tailed) .000 .000 .000
N 452 452 452 452
**_ Correlation is significant at the 0.01 level (2-tailed).
Model summary of the variables
Model Summary®
Model R R Adjusted R Std. Error of the Change Statistics
Square Square Estimate R Square FChange dfl df2 Sig.F
Change Change
1 J77t 604 .603 252 604 687.223 450 .000
2 807" .650 .649 237 .046 59.314 449 .000
3 .808° .652 .650 237 .002 2.151 448 143

a. Predictors: (Constant), COSE
b. Predictors: (Constant), COSE, FE
. Predictors: (Constant), COSE, FE, CE

o O

. Dependent Variable: Behavioral Outcomes

ANOVA table
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ANOVA?®
Model Sum of Squares df Mean Square F Sig.
Regression 43.745 1 43.745 687.223 .000°
1 Residual 28.645 450 .064
Total 72.389 451
Regression 47.087 2 23.544 417.796 .000°
2 Residual 25.302 449 .056
Total 72.389 451
Regression 47.208 3 15.736 279.961 .000°
3 Residual 25.181 448 .056
Total 72.389 451
a. Dependent Variable: Behavioral Outcomes
b. Predictors: (Constant), COSE
c. Predictors: (Constant), COSE, FE
d. Predictors: (Constant), COSE, FE, CE
Coefficients of Variables
Coefficients®
Model Unstandardize Standardized t Sig. 95.0% Correlations Collinearity
d Coefficients  Coefmicients Confidence Statistics
Interval for B
B Std. Beta Lower Upper Zero- Partial Part Tolerance VIF
Error Bound Bound order
1 (Constant) .513 .065 7.910 .000 .386 .641
COSE 761 .029 J77 26.215 .000 704 .818 J77 J77 777 1.000 1.000
(Constant) .155 .077 2.018 .044 .004 .306
2 COSE 122 .028 737 25.975 .000 .667 a77 N J75 725 966 1.035
FE .206 .027 219 7.702 .000 153 .258 .354 342 215 966 1.035
(Constant) .225 .090 2491 .013 .048 403
3 COSE 712 .029 727 24.859 .000 .655 .768 N 761 .693 908 1.101
FE .209 .027 222 7.807 .000 156 261 354 346 218 959 1.042
CE -.024 .016 -.042 -1.467 .143 -.056 .008 -204 -.069 -.041 939 1.065

a. Dependent Variable: Behavioral Outcomes
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Chart

Histogram

Dependent Variable: CBO
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