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The transmission of human values to primary school pupils is key, which is acknowledged in curricula in a variety of cultural contexts worldwide. The present study presents data from the multicultural and multilingual region of Bolzano in Northern Italy (n = 422 pupils in k = 30 classrooms). In addition to class teachers’ values as predictors of their pupils’ values we investigated whether teachers’ acculturation orientations would strengthen the relationship between teachers’ and children’s values, thereby acting as moderators. We focused on the opposing acculturation orientations of integration-transformation versus exclusion. A multilevel analysis showed that teachers’ conservation values (tradition, conformity, and security) significantly predicted their pupils’ conservation values, and that teachers’ openness to change values (self-direction, stimulation, and hedonism) significantly predicted their pupils’ openness to change values. This indicates successful value transmission in the classroom. Teachers’ self-transcendence (benevolence and universalism) and self-enhancement (achievement and power) values did not significantly predict pupils’ values. As expected, teachers’ acculturation orientations were related to their values, but they did not play a role in predicting pupils’ values. Implications for value transmission in the school context and for acculturation research are discussed.
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1. Introduction

Globalization, increasing mobility and advanced communication technologies result in new forms of migration in the 21st century, which is creating growing diversity (Teltemann and Windzio, 2016). Such transformations become highly visible in schools as children of different cultures, identities and life stories come together (Fürstenau and Gomolla, 2011). School, in addition to their educational mission, also has an upbringing mission and can be considered a central place of social learning (UNESCO, 2006). Therefore, school nowadays not only is a context of socialization but also the most central context of acculturation for immigrant and minority children (Berry et al., 2011). Taking the perspective of cultural transmission (Schönpflug, 2001), the school can be viewed as a miniature society that children need to adapt to (Berry, 2015) – the school with its organisation, structure, norms, and values representing the values and norms of the system of the dominant society (Hummrich and Kramer, 2017). Within such a framework of cultural transmission in educational settings with values being one of its various outcomes (Grusec and Hastings, 2015), teachers can play a powerful role (Hurrelmann, 2006). Teachers transmit the values they find important, both explicitly and implicitly through their actions in school (Schubarth, 2019) – representing one side of both the bi-directionality of value transmission and the bi-dimensionality of acculturation (Knafo and Galansky, 2008; Berry, 2015). Further, across countries, teachers are commonly members of the majority-group (i.e., European-wide data show that only a small percentage of the teaching staff belongs to ethnic minority groups; Donlevy et al., 2016). Consequently, they can be considered as part of the hosting society sharing different orientations towards the minority group, that is, different acculturation attitudes.

Therefore, it seems highly promising to investigate the construct of acculturation within the school context and combine this with studying value transmission. The present study is aiming at achieving this, presenting data from the multicultural and multilingual region of Bolzano in Northern Italy. The Autonomous Province of Bolzano borders Austria and Switzerland and is characterised by the cohabitation of three language groups – German, Italian and Ladin – and is thereby home to German and Ladin minorities, when taking the broad perspective on the Italian state. From a closer view of the autonomous province, instead, the Italian and Ladin language groups are the minorities (Voltmer et al., 2007; Baur, 2013). Moreover, besides these, other minorities must be considered today, namely, those caused by the new forms of migration in the 21st century (e.g., globalization, increasing mobility, advanced communication technologies; Teltemann and Windzio, 2016). Recently, several authors (Wisthaler, 2013; Zinn, 2017, 2018; Carlà, 2019), foremost Medda-Windischer (2015, 2018), shed light on the reality in the province through the arrival and presence of these “new minorities.” Researching the interplay of value transmission and teachers’ acculturation orientations in this school context promises particularly interesting insights.

Even though, since its inception, the construct of values has assumed a central role in various research disciplines, there has long been a lack of a consensus definition (Schwartz, 2012). It was at the beginning of the 1990ies that the sociopsychologist and cross-cultural researcher Shalom Schwartz starting from all prior definitions of and works on values elaborated a theory of basic human values, which to date is the most cited and agreed upon. Schwartz (1992, 1994) defined values as broad life goals that serve as guiding principles in a person’s life. As such, values are relatively stable across situations and across time. Schwartz and collaborators (reviewed in Sagiv et al., 2017) established that personal values can be organised in a circular structure (Figure 1). In this structure, single values are subsumed under the heading of either of ten value types: Universalism, Benevolence, Tradition, Conformity, Security, Power, Achievement, Hedonism, Stimulation, and Self-Direction. These value types are arranged alongside a circular continuum, wherein neighbouring values have a similar motivational goal, whereas opposing values have conflicting motivational goals. For example, values of universalism and benevolence share their motivation to support and help others and are compatible in this respect. But the pursuit of these so-called ‘self-transcendence values’ potentially conflicts with the pursuit of the opposed ‘self-enhancement values’ (power and achievement) as these are targeted at obtaining prestige, control, and success for oneself. Besides these two opposing poles of self-transcendence versus self-enhancement, the model presents a second dimension, which is composed of the poles ‘Openness to Change’ (self-direction, stimulation, and sometimes hedonism values, therefore the dotted line in Figure 1) versus ‘Conservation’ (tradition, conformity, and security values). Due to this structure, variables that relate positively to one value tend to also relate positively to neighbouring values and to relate negatively to conflicting values. Hence, this structure shows why, for example, it may be difficult to encourage children to be the best in the class (self-enhancement) but also be kind to one another (self-transcendence), as this can induce conflict. However, it is possible to encourage children to be kind to one another while also mastering challenges of learning and understanding (openness to change values).
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FIGURE 1
 Schwartz’s (1992) model of human values.


Alongside the theoretical work defining the concept, Schwartz’s theory provides also reliable instruments to measure values in adults (Schwartz, 2012) and children (Döring et al., 2010). The latter consists in a developmental-appropriate technique based on pictures, which make it possible to talk about the abstract construct of values on the level of concrete operations (Piaget, 2003). Even though children in middle childhood can draw logical conclusions about concrete objects and events, they might still find it difficult to think in purely abstract terms (Siegler et al., 2016). To date, several studies (e.g., Döring, 2010; Bilsky et al., 2013, 2015; Cieciuch et al., 2013; Collins et al., 2017; Abramson et al., 2018) confirmed the existence of value structure as postulated by Schwartz in children from the age of 5 years what shows that even at such an early age, children can differentiate values comparable to adults. Consequently, Schwartz’s work builds a sound starting point for venturing a step into new directions of acculturation research - the central theme of this research topic - through the combination of value transmission in the school context and teachers’ acculturation orientations.

As defined by Berry (1990) psychological acculturation can be defined as “[…] the process by which individuals change, both by being influenced by contact with another culture and by being participants in the general acculturative changes underway in their own culture” (p. 235). Formulated more generally, acculturation can be understood as one feature of the process of cultural transmission, whereby the individual undergoes this process by being in contact with a culture other than their native culture (Berry, 2015). As becomes clear from the definition, he proposes a bidimensional model of acculturation considering both, aspects of heritage and host society culture as independent dimensions. The first dimension is related to the question if it is valuable to maintain the heritage culture, whereas the second asks about the value of adapting to the host society (Berry, 1990). Depending on how both questions are answered (i.e., through agreement or disagreement) four acculturation strategies emerge: integration, assimilation, separation, and marginalization, which in later works has been differentiated into exclusion and individualism. Starting from this model, Bourhis and Bougie (1998) developed their Interactive Acculturation Model (IAM) by going a step further and considering not only the immigrant’s acculturation orientations but also the host community’s acculturation orientations. Concretely, two dimensions from the perspective of the latter and with those two more questions are added to Berry’s (1990) model: the first asking whether it is acceptable that immigrants maintain their heritage culture, the second whether an adaptation to the host culture is accepted. As can be seen in Figure 2, the combination of these results in different relational outcomes between the two groups definable as consensual, problematic, or even conflicting (Bourhis et al., 1997). As concerns the acculturation orientation of the host community, within a revision of the model, integration has been subdivided into two distinct forms leading to the following six orientations (Montreuil et al., 2004): Integration shows up in the simultaneous acceptance and valorization of both the maintenance of the heritage culture and the adaption to the host community culture. Instead, integration-transformation means being willing to transform some aspects of the latter culture to benefit the integration of immigrants. On the contrary, assimilation implies that immigrants should adapt to the host culture whereas segregation consists of the acceptance that immigrants maintain their heritage culture as long as this does happen in separation and does not impact the host culture. Instead, exclusion becomes visible in the intolerance of both immigrants who maintain their heritage culture and those who adapt to the host culture (i.e., denial of being or becoming members of the host society at all). Lastly, individualism can be seen as rejecting a differentiation between the two cultures as discussed so far and consists in seeing and valuing a person as an individual instead of as a member of a specific group.

[image: Figure 2]

FIGURE 2
 Relational outcomes within the Interactive Acculturation Model (IAM; adapted from Bourhis et al., 1997).


In the school context teachers play a crucial role in ethnic minority students’ acculturation, as they can facilitate or hinder students’ acculturation and hence affect their psychological adjustment (Makarova et al., 2019). Previous research has shown that experience of assimilative pressure in school can lead to acculturative stress and maladaptive adjustment outcomes among minority students (Makarova et al., 2019). An experience of assimilative pressure can be increased through lack of support for bicultural development and/or marginalization of students’ cultural resources at school and insufficient implementation of multicultural policies (Makarova and Birman, 2016). Hence, teachers who embrace an integration-transformation orientation can facilitate bicultural students’ development in multicultural educational settings, whereas teachers with exclusionist orientation can hinder development of sense of school belonging among students of different cultural origins. Finally, especially the match between students’ acculturation attitudes with teachers’ acculturation preferences can decisively affect the adjustment outcomes in the school context (Haenni Hoti et al., 2019). The present study therefore focuses on integration-transformation versus exclusion as the key dimensions of acculturation orientations.

Starting from these theoretical underpinnings and in line with the overarching aim of this article selection to provide new insights into the field of acculturation research in educational settings, the rationale for the present study is to find out more about a possible moderating effect of teachers’ acculturation orientations on teacher-pupil value transmission in primary schools, exploring whether teachers’ acculturation orientations of integration-transformation strengthen and teachers’ acculturation orientations of exclusion weaken teacher = pupil value transmission. Researching values in the classroom, including data on children’s values (level 1) and their class teacher’s values and acculturation orientations (level 2) this multilevel study is led by the following research question(s):

1. To what extent do class-teachers’ values predict children’s values?

2. Do teachers’ acculturation orientations of integration-transformation as well as exclusion moderate this relationship?



2. Materials and methods


2.1. Participants and procedures

Respecting the sociocultural reality of the province, starting from the number of pupils in fourth and fifth grades for the school year 2018/19, a sample was calculated being representative for the language of the schools and stratified according to the territorial distribution of the schools belonging to each language (i.e., stratification was done separately for each school system since schools are distributed quite differently over the province). Finally, participants were 422 primary school children (204 girls, 218 boys) whose ages ranged between 8 and 12 years (M = 9.81, SD = 0.74) from 30 different primary school classes (4th and 5th grade). Further, 30 teachers of these primary school children aged between 29 to 60 years (M = 43.86, SD = 8.89) participated in the study. Corresponding to the population of primary school teachers in the Province of Bolzano the gender ratio was unbalanced: 86.7% of them were female and 13.3% were male (cfr. ASTAT, 2021; in 2019, from 4,165 primary school teachers, 3,890 (93.4%) were women and 275 (6.6%) were men).

In a first step, the education departments of all three official languages were informed about the research project and asked for permission to contact schools. Then schools on the territory were selected randomly and school principals were contacted who established the contact with the teachers. The latter participated with their classes on a voluntary basis after having been informed in detail about the project. Since in the Province of Bolzano, primary school classes are commonly taught by a team of teachers, for the present study one teacher has been selected randomly. Parents were informed via letter and gave written informed consent for their children. Additionally, children were asked for their consent and ongoing consent when completing the questionnaires as they were guided through it step by step (i.e., they were asked before starting completion and when handing in the form) as recommended by ethical practices in undertaking research with children (Graham et al., 2013; Mertens, 2015). The project, its procedures and measures have been approved by the Research Ethics Committee of the Free University of Bozen-Bolzano. To respect the multilingual reality of the province, all information material and measures have been provided in German and Italian, whereas for the children’s questionnaire the language of the school was used and if the teacher considered it as necessary, bilingual instructions were given to the pupils.



2.2. Measures

Sociodemographic information was collected from both groups of participants. They were asked to provide information on age, gender, birthplace, the birthplace of the mother, birthplace of the father, and mother tongue. Concerning the latter, children were asked more specifically which language they speak at home with their mother and which one with their father.

Children’s Values were assessed with the Picture Based Value Survey for Children (PBVS-C; Döring et al., 2010) consisting of 20 pictorial items with short captions children need to rank on a 5-graded Q-sort ranging from very important to not important at all. Since, for the used ranking procedure, Cronbach’s alphas cannot be interpreted as for rating data (Döring et al., 2010), measurement properties have been assessed by using multidimensional scaling (MDS), an established procedure within value research (Döring et al., 2010; Berson and Oreg, 2016). The PBVS-C yields scores for children’s higher-order values of self-transcendence, conservation, self-enhancement, and openness to change. Teachers’ Values were assessed with the Portraits Value Questionnaire (PVQ; Schwartz, 1992) consisting of 40 items which portray values of a person (e.g., It’s very important to her/him to help the people around her/him. She/He wants to care for their well-being.). Participants then indicate how similar this person is to themselves on a 6-point Likert scale (1 = not like me at all, 6 = very much like me) (Schwartz, 2006). Mean indexes assessing the importance attributed to each of the four higher order values have been computed: conservation (α = 0.84), openness to change (α = 0.78), self-transcendence (α = 0.79), and self-enhancement (α = 0.90). Both instruments, PBVS-C and PVQ, capture participants’ values in terms of groups of specific values sharing the same underlying motivation as conceptualized by Schwartz (1992, 1994). For the present study, the four scales at the level of higher-order values will be considered: self-transcendence, self-enhancement, openness to change, and conservation.

Teachers’ acculturation orientation was measured with the Host Community Acculturation Scale (HCAS; Bourhis and Bougie, 1998) in a version adapted to the school context (Lazzari, 2009). Starting from the original version by Richard Y. Bourhis and colleagues (Bourhis and Montreuil, 2002; Bourhis and Dayan, 2004) and the Italian version by Barrette et al. (2005), it mainly consisted in the adaptation of the items to the context of reference (i.e., school and education) and in the replacement of the item reference (i.e., in the original version respondents are asked to give a judgement concerning immigrants, whereas in the adapted version this judgement refers to students being children of immigrants; Lazzari, 2009). As such, the instrument allows gathering teachers’ acculturation attitudes with respect to immigrant students on six scales (i.e., assimilationism, segregationism, exclusionism, individualism, integrationism, integrationism-transformation) and in different domains (Montreuil et al., 2004). Within the empirical work underlying the present contribution teachers’ acculturation attitudes have been collected in three domains related to the school context: culture, values, and education. Participants need to indicate how much they agree with a statement on a 7-point Likert-Scale (1 = do not agree at all, 4 = neither nor, 7 = totally agree). The instrument is based on the Interactive Acculturation Model (Bourhis et al., 1997) constituting one dimension of the bi-dimensional understanding of acculturation, that is, the dimension of the hosting society. In this study, we focus on the two scales of integrationism-transformation (α = 0.74) and exclusionism (α = 0.93). Mean scores for these two scales were computed from the items belonging to each.



2.3. Data analysis


2.3.1. Preliminary analyses

Descriptive statistics of children’s and teachers’ higher order values have been produced to understand which values both participant groups consider as most and least important. In the same vein, descriptive statistics on teachers’ acculturation orientations allowed to understand which of them teachers overall agree most and with which ones instead they most strongly disagree. Additionally, in line with prior studies on parent–child value similarity (Döring et al., 2017), Pearson correlations of teachers’ higher-order values and their acculturation attitudes have been conducted to determine a relationship between them. Further preliminary analyses were performed to ensure assumptions as needed to be met for mixed models. Normal distribution of the data on the student level has been tested by means of the Kolmogorov–Smirnov and Shapiro–Wilk tests. Additionally, as the sample size was large, the mean and 5% trimmed mean, histograms, normal Q-Q plots, detrended normal Q-Q plots, and boxplots were inspected. All of the analyses were conducted in IBM SPSS 26. Further, as reported by Bachmann (1998) at least 30 groups are considered optimal to discover existing relationships, whereas the number of individuals within these groups is less important. Therefore, the present data set fulfils this further prerequisite for the calculation of multilevel analyses.



2.3.2. Mixed model

Since data have been measured on two different levels (i.e., teachers’ values and acculturation orientations on the classroom level and children’s values on the students’ level) data has been analysed through multilevel modelling. Overall, 8 mixed models were applied to analyse the effects of teachers’ four higher-order values and the two acculturation orientations on children’s higher-order values. Additionally, the interaction effect between both independent variables has been added to the model (see Figure 3). The analysis was run in jamovi version 2.3 (The jamovi project, 2022) using the GAMLj module (Gallucci, 2019). For each model, we started by entering children’s values as the dependent variable and the class code as the cluster variable. We then proceeded with adding teacher’s values as a predictor. In a third step we added teacher’s acculturation orientation as well as the interaction between both. Consequently, each of the final models included one dependent variable and two covariates as well as the interaction of the latter. For instance, using REML fit, we set students’ self-transcendence values (C_SelfT) as the dependent variables, teachers’ self-transcendence values (T_SelfT) and integration-transformation orientation (INT-TRA) as covariates, which have been centred, and the class code as the cluster variable. The latter was further set as random intercept, whereas T_SelfT, INT-TRA and the interaction T_SelfT * INT-TRA were set as fixed effects: C_SelfT ~ 1 + T_SelfT + INT-TRA+(1 | code_class).
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FIGURE 3
 Conceptual diagram of the mixed model.






3. Results


3.1. Children’s and teachers’ higher order values

As can be seen from Table 1, both, teachers and children rate self-transcendence as being most important and self-enhancement as being least important. Instead, for the children openness to change appears as ranking at position 2 and conservation at position 3, whereas for the teachers conservation is ranked second and openness to change third.



TABLE 1 Means, standard deviations and ranking position of children’s and teachers’ higher order values.
[image: Table1]



3.2. Teachers’ acculturation orientations

Teachers agreed to a larger extent with the acculturation orientation integrationism-transformation (M = 2.97, SD = 1.40), than they did with the acculturation orientation of exclusionism (M = 2.30; SD = 1.49).



3.3. Correlations between children and teachers’ higher order values and acculturation orientation

The relationship between children’s and teachers’ higher order values and acculturation orientation was investigated using Pearson product–moment correlation coefficient. The results are displayed in Table 2.



TABLE 2 Pearson product–moment correlations between children’s and teachers’ higher order values and teachers’ acculturation orientations.
[image: Table2]



3.4. Teachers’ values and acculturation orientations as predictors of children’s values

In a first step, we computed intraclass correlation coefficients (ICCs) to assess how much variance in the children’s values is due to heterogeneity of individuals (child and class level). The ICCs for the four higher-order values were: 0.01 (LRT = 0.37, p = 0.542) for self-transcendence, 0.12 (LRT = 18.8, p < 0.001) for conservation, 0.12 (LRT = 16.4, p < 0.001) self-enhancement, and 0.05 (LRT = 4.78, p = 0.029) for openness to change. The ICCS specify to what extent children’s values differ between classrooms. Typically, they should be higher than 0.05 to justify that a multilevel analysis is indicated (Tausendpfund, 2020). Even though, ICC for self-transcendence was lower, the conceptual background of the value system justified a multilevel analysis for all four higher order values.

To investigate (a) to what extent children’s values were predicted by their class-teacher’s values and (b) whether teachers acculturation orientations of integration-transformation as well as exclusion moderate this relationship, we computed eight (4 higher-order values × 2 acculturation orientations) multilevel models. We entered teachers’ values as predictors in a first step and then added teachers’ acculturation orientations as direct predictor and moderator in a second step.

Table 3 presents the random intercept fixed slopes models for the prediction of children’s values from their teachers’ values. We found that teachers’ conservation values significantly predict children’s conservation values, and that teachers’ openness to change values significantly predict children’s openness to change values. We did not find a significant prediction for self-transcendence and self-enhancement values. The ICCs for the four higher-order values changed as follows: 0.02 (LRT = 0.57, p = 0.449) for self-transcendence, 0.09 (LRT = 14.1, p < 0.001) for conservation, 0.12 (LRT = 17.4, p < 0.001) self-enhancement, and 0.04 (LRT = 2.54, p = 0.111) for openness to change. Diminishing ICCs for conservation and openness to change indicate that teachers’ values explain part of the variance of class-related differences in these values but not all of it. Therefore, it can be interpreted that the effect still expresses stronger causality, which the variables included in the model cannot prove.



TABLE 3 Predicting children’s values from teachers’ values.
[image: Table3]

When we entered teachers’ acculturation orientations in a second step (Tables 4, 5), we found that neither integration-transformation nor exclusion orientations moderated the relationship between teachers’ and children’s values. Teachers’ acculturation orientations were also not a direct predictor of children’s values. Figure 4 displays significant causal connections.



TABLE 4 Fixed effects parameter estimates for the models with integration-transformation as moderator.
[image: Table4]



TABLE 5 Fixed effects parameter estimates for the models with exclusion as moderator.
[image: Table5]

[image: Figure 4]

FIGURE 4
 The multilevel moderation effect of teachers’ values and acculturation orientation on children’s values. ** p < 0.01 level, * p < 0.05 level. Standard errors are reported in parentheses.





4. Discussion

The present article provides insights into a study investigating the concept of acculturation (Berry, 2015) in the school context through the connection with the concept of personal values (Schwartz, 1992, 1994) by researching the interplay of teachers’ acculturation orientations and value transmission. Overall, referring to the first research question, it was found that teachers’ conservation values significantly predicted their pupils’ conservation values, and that teachers’ openness to change values significantly predicted their pupils’ openness to change values, what can be interpreted as a successful value transmission. Further, teachers’ acculturation orientations were significantly related to their values. However, none of the acculturation orientations showed acting as a moderator in the prediction of pupils’ values. Thus, the second research question needs to be negated.

The evidence of similarity of values between teachers and pupils for conservation and openness to change values as shown in the significant correlations and by the predicting role of teachers’ values on pupils’ values might be a first key finding of the present investigation since only very few studies have actually investigated teacher-child value similarities. In line with the study by Knafo and Schwartz (2004, 2012) on parent–child value congruence, it can be interpreted as the result of a successful value transmission from teachers to pupils but may also be the result of a successful transmission in the opposite direction from pupils to teachers (Knafo and Galansky, 2008). Against the backdrop of cultural transmission (Schönpflug, 2001) and the understanding of values as being one of its various outcomes (Grusec and Hastings, 2015), the present study was able to show that teachers play a key role in value transmission and consequently also in acculturation processes in the school context. Since teachers transmit their values, both explicitly and implicitly, in school (Schubarth, 2019), teachers might acknowledge the importance of their personal values in order to be more aware about what is important to them and how they impact their students’ values. However, future research should investigate also the opposite direction, namely if and how teachers’ values are predicted by their pupils’ values. Unfortunately, the design of the present study did not allow to have insights in this second pathway of values transmission (Knafo and Galansky, 2008).

Since the present study was the first to investigate the relationship between teachers’ integrationist and exclusionist acculturation orientations and their values in the school context, it contributes to the research topic of acculturation and education by providing a possible new pathway of conceptual and methodological approaches in acculturation research. Therefore, the correlations between these two concepts can be considered a further crucial result. More precisely, integration-transformation showed a significant correlation with openness to change and a significant negative one with conservation. This indicates that teachers who agree with integration-transformation (i.e., willing to transform some aspects of the own culture to benefit the integration of minorities) attribute higher importance to openness to change (i.e., independent thinking and action and the preference for change), but less importance to conservation values (i.e., obedient self-restraint, preservation of security and traditions). Instead, exclusion (i.e., total denial of minorities, be it minorities who maintain their heritage culture, be it those who adapt to the host culture) shows significant positive correlations with conservation and self-enhancement (i.e., striving for one’s own success and dominance over others) and a negative one with self-transcendence (i.e., acceptance of others as equal individuals and benevolence towards others) revealing that teacher’s agreement with exclusion is related to more importance attributed to conservation and self-enhancement, but less to self-transcendence. Consequently, the two acculturation orientations are not only related to specific values, but also mirror the circular motivational structure of the theoretical model (Schwartz, 1992, 1994) as it was shown in prior studies for behavior (e.g., Bardi and Schwartz, 2003; Schwartz, 2010). This leads to the fact that the relationship between behavior and values always needs to be seen as a relationship with the whole set of the ten basic human values, because even those values not showing any relationship with a particular behavior are still important for its interpretation and understanding (Sagiv and Roccas, 2017). For example, Schwartz (2010) was able to show that accepting immigrants not only correlates most positively with universalism, but also most negatively with the opposed value type security. Moreover, the correlations strictly followed the circular value structure, that is, starting from universalism and following the circle in both directions to security where the correlations decrease and become negative. Therefore, it seems promising and important to study acculturation orientations in combination with or through values and value transmission, since the latter can be defined as underlying attitudes or orientations (Schwartz, 2012). As the present study could show, the two opposing acculturation orientations are related to opposed values, what leads to the hypothesis that this in part also explains why the combination of these two results in a problematic relational outcome within the Interactive Acculturation Model (Bourhis et al., 1997; see Figure 2). Further studies involving both, teachers and student’s acculturation orientations, are needed to draw a clear empirical evidence.

Teachers’ acculturation orientations are not related to their pupils’ values in this study, neither as direct predictors nor as moderators. Hence, it can be deduced that teachers’ values are the stronger and more relevant predictors for children’s values than teachers’ acculturation orientations. In a similar vein, Barni et al. (2018) showed that teachers’ values and the values teachers want their students to endorse determined their teaching styles. Teachers rating self-transcendence and openness to change higher and self-enhancement lower adopted an authoritative style, which has been shown to be the most beneficial for students (Buskist and Benassi, 2012). The authors (Barni et al., 2018) conclude that authoritative teachers are guided by putting their focus on their students (i.e., “other-oriented style”) instead of on themselves. The findings of the present study would sustain such an interpretation and can add that teachers who are oriented more towards the others also hold the more beneficial acculturation orientation (Makarova et al., 2019). Taken together, the findings may further lead to the conclusion that investigating teachers’ values and their relationship with other attitudes and orientations tied to teachers acting as professionals seems to be an important and promising field, not only for research but also for teacher education. Even though values are defined to be relatively stable over time (Rokeach, 1973), it was shown that one’s values can change (Bardi and Goodwin, 2011; Sagiv and Roccas, 2017). Further, there exists empirical evidence, that individuals adapt their values to different contexts, resulting in a change of the importance of specific values in that situation (Daniel et al., 2012) and that if norms strictly tell us how to behave in a certain situation, internal factors become less influencing (Roccas and Sagiv, 2010, p. 34). Hence, raising the awareness of values as principles guiding human action can be considered an important aspect for the professionalization of teachers. For example, through a framework of inclusive values building the starting point for the development of more inclusive schools (Booth and Ainscow, 2017), which would also sustain and positively affect the acculturation of minority students (Makarova and Birman, 2016; Makarova et al., 2019). Although the present study provides important first findings on the relationship between acculturation and value transmission in the school context, it has some limitations which need to be enclosed. First, the nature of cross-sectional data (i.e., dependent and independent variables are measured once and at the same timepoint) leads to the limitation that the temporal cannot be determined. Longitudinal data would provide more detailed insights in value transmission, because only by continuously recording values and acculturation orientations lines of development can be traced. Further, within the multicultural situation of the province, such longitudinal study might be designed in a cultural comparative way to examine whether value transmission and the role of acculturation orientations follow a universal course or rather show cultural specificities (Boehnke, 2018). Another limitation of the present study was the fact that only very few variables were included in the model and consequently it was not able to explain the whole variance of classroom-related differences in the importance children attribute to specific values. Similarly, the fact that only one teacher of the teacher team has been selected and that this selection was made randomly leads to the limitation, that not all teachers’ values impact was considered. Future studies should account for the values of all teachers teaching the respective class or at least those teaching it for a certain minimum of hours. In this way the reality of children being confronted with the value hierarchies of their different teachers could be respected. Instead, regarding the concept of acculturation and the multicultural situation of the province consisting of a complex situation of “old” and “new” minorities (Medda-Windischer, 2015, 2018) and difficulties to clearly define who is the minority (Baur, 2013) the theoretical model by Bourhis and Bougie (1998) might not be able to fully account for such realities. However, from this limitation, possibilities and initial ideas for a revision or extension could arise, providing a model and related instruments which respect and fully fit also to more complex multicultural contexts were a distinction between minorities and majority is not always possible. Finally, the study was clearly limited by the fact that only teachers’ acculturation orientations were included but not pupils’ acculturation strategies. To be able to capture acculturation in its entirety as a two-dimensional process (Berry, 2015) including both variables seems to be a necessary desideratum for future research.

To conclude, the study presented in this article as one of the first investigated acculturation in the school context in connection with values transmission seen as one possible outcome of cultural transmission (Schönpflug, 2001). As such it can provide preliminary insights into the extent to which teachers’ values and acculturation orientations predict pupils’ values. It demonstrates the utility of investigating acculturation processes also from the perspective of value transmission in the classroom and, at the same time, through its owns limitations, underlines the necessity to do so in line with the theoretical conception of both, values and acculturation, as bidirectional or bidimensional processes (Knafo and Galansky, 2008; Berry, 2015).



Data availability statement

The original contributions presented in the study are included in the article/supplementary material, further inquiries can be directed to the corresponding authors.



Ethics statement

The studies involving human participants were reviewed and approved by Research Ethics Committee of the Free University of Bozen-Bolzano. Written informed consent to participate in this study was provided by the participants’ legal guardian/next of kin.



Author contributions

PA, EM, AD, and HD equally contributed to the design and conceptual idea of the manuscript. PA wrote the whole draft, did the data collection and the statistical analyses. EM wrote parts of the introduction and discussion and revised the manuscript at different timepoints. AD wrote the abstract, different parts in the whole manuscript and took part in the statistical analyses. HD was involved in the original conceptualization of the study, the translation process of the HCAS items and reviewed the manuscript. All authors contributed to the article and approved the submitted version.



Funding

The funding for Open Access was provided by the University Library of the Free University of Bozen-Bolzano.



Acknowledgments

The authors would like to thank all of the children and teachers who participated in the study. Further, they thank the school principals and school authorities of the Province of Bolzano for the permission of working with the schools.



Conflict of interest

The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.



Publisher’s note

All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.



References

 Abramson, L., Daniel, E., and Knafo-Noam, A. (2018). The role of personal values in children’s costly sharing and non-costly sharing. J. Exp. Child Psychol. 165, 117–134. doi: 10.1016/j.jecp.2017.03.007

 ASTAT (2021). Öffentlich Bedienstete 2019. astatinfo 5:02. Available at: https://astat.provinz.bz.it/de/aktuelles-publikationen-info.asp?news_action=300&news_image_id=1097107

 Bachmann, N. (1998). Die Entstehung von sozialen Ressourcen abhängig von Individuum und Kontext. Ergebnisse einer Multilevel-Analyse. Münster: Waxmann.

 Bardi, A., and Goodwin, R. (2011). The dual route to value change: individual processes and cultural moderators. J. Cross-Cult. Psychol. 42, 271–287. doi: 10.1177/0022022110396916

 Bardi, A., and Schwartz, S. H. (2003). Values and behavior: strength and structure of relations. Personal. Soc. Psychol. Bull. 29, 1207–1220. doi: 10.1177/0146167203254602

 Barni, D., Russo, C., and Danioni, F. (2018). Teachers’ values as predictors of classroom management styles: a relative weight analysis. Front. Psychol. 9:1970. doi: 10.3389/fpsyg.2018.01970 

 Barrette, G., Bourhis, R., Capozza, D., and Hichy, Z. (2005). La scala di acculturazione HCAS per la comunita che ospita: Verifica della validita nel contesto Italiano. TPM: Testing Psycom. Metodol. 12, 221–240.

 Baur, S. (2013). Schwierigkeiten und Möglichkeiten einer Erziehung für ein mehrsprachiges Europa am Beispiel der Grenzregion Südtirol. Synergies Pays germanophones. 6, 71–82.

 Berry, J. W. (1990). “Psychology of acculturation: understanding individuals moving between cultures” in Applied cross-cultural psychology. ed. R. W. Brislin (Newbury Park, CA: Sage), 232–253.

 Berry, J. W. (2015). “Acculturation” in Handbook of socialization: theory and reserach. eds. J. E. Grusec and P. D. Hastings. 2nd ed (New York: Guilford), 520–538.

 Berry, J. W., Poortinga, Y. H., Breugelmans, S. M., Chasiotis, A., and Sam, D. L. (2011). Cross-cultural psychology: research and applications. Cambridge: Cambridge University Press.

 Berson, Y., and Oreg, S. (2016). The role of school principals in shaping Children’s values. Psychol. Sci. 27, 1539–1549. doi: 10.1177/0956797616670147 

 Bilsky, W., Borg, I., Janik, M., and Groenen, P. (2015). “Children's value structures – imposing theory-based regional restrictions onto an ordinal MDS solution” in Facet theory: Searching for structure in complex social, cultural and psychological Phenomeny. eds. A. Roazzi, B. Campello de Souza, and W. Bilsky (Recife: Editora UFPE), 23–37.

 Bilsky, W., Döring, A., van Beeck, F., Rose, I., Schmitz, J., Aryus, K., et al. (2013). Assessment of Children’s value structures and value preferences: testing and expanding the limits. Swiss J. Psychol. 72, 123–136. doi: 10.1024/1421-0185/a000106

 Boehnke, K. (2018). “Werteentwicklung und Wertewandel bei Kindern – Wünsche an die Forschung” in Werteentwicklung im Kindes- und Jugendalter. eds. A. K. Döring and J. Cieciuch (Warschau: Liberi Libri), 77–96.

 Booth, T., and Ainscow, M. (2017). Index for inclusion: a guide to school development led by inclusive values. Cambridge: Index for Inclusion Network.

 Bourhis, R. Y., and Bougie, E. (1998). Le modele d’acculturation interactif: Une etude exploratoire [the interactive acculturation model: an exploratory study]. Rev. Qué. de Psychol. 19, 75–114.

 Bourhis, R., and Dayan, J. (2004). Acculturation orientations towards Israeli Arabs and Jewish immigrants in Israel. Int. J. Psychol. 39, 118–131. doi: 10.1080/00207590344000358 

 Bourhis, R., Moïse, L. C., Perreault, S., and Senécal, S. (1997). Towards an interactive acculturation model: a social psychological approach. Int. J. Psychol. 32, 369–386. doi: 10.1080/002075997400629

 Bourhis, R. Y., and Montreuil, A. (2002). Some methodological issues related to the host community acculturation scale (HCAS). Working Paper, LECRI, Département de Psychologie, Université du Québec à Montréal, Canada.

 Buskist, W., and Benassi, V. A. (2012). Effective college and university teaching: strategies and tactics for the new professoriate. Thousand Oaks: Sage.

 Carlà, A. (2019). Fear of “others”? Processes of securitization in South Tyrol. Res. Sci. 2, 9–25.

 Cieciuch, J., Döring, A. K., and Harasimczuk, J. (2013). Measuring Schwartz’s values in childhood: multidimensional scaling across instruments and cultures. Eur. J. Dev. Psychol. 10, 625–633. doi: 10.1080/17405629.2012.707779

 Collins, P. R., Lee, J. A., Sneddon, J. N., and Döring, A. K. (2017). Examining the consistency of values in young children using a new animated values instrument. Personal. Individ. Differ. 104, 279–285. doi: 10.1016/j.paid.2016.08.024

 Daniel, E., Schiefer, D., and Knafo, A. (2012). One and not the same: the consistency of values across contexts among majority and minority members in Israel and Germany. J. Cross-Cult. Psychol. 43, 1167–1184. doi: 10.1177/0022022111430257

 Donlevy, V., Meierkord, A., and Rajania, A. (2016). Study on the diversity within the teaching profession with particular focus on migrant and/or minority background: Final report to DG education and culture of the European Commission. Brussels: European Union.

 Döring, A. K. (2010). Assessing Children’s values: an exploratory study. J. Psychoeduc. Assess. 28, 564–577. doi: 10.1177/0734282909357151

 Döring, A. K., Blauensteiner, A., Aryus, K., Drögekamp, L., and Bilsky, W. (2010). Assessing values at an early age: the picture-based value survey for children. J. Pers. Assess. 92, 439–448. doi: 10.1080/00223891.2010.497423 

 Döring, A. K., Makarova, E., Herzog, W., and Bardi, A. (2017). Parent-child value similarity in families with young children: the predictive power of prosocial educational goals. Br. J. Psychol. 108, 737–756. doi: 10.1111/bjop.12238 

 Fürstenau, S., and Gomolla, M. (eds.). (2011). Migration und schulischer Wandel: Mehrsprachigkeit. Wiesbaden: Springer.

 Gallucci, M. (2019). GAMLj: General analyses for linear models Available at: https://gamlj.github.io/

 Graham, A., Powell, M., Taylor, N., Anderson, D., and Fitzgerald, R. (2013). Ethical research involving children. Florence: UNICEF Office of Research – Innocenti.

 Grusec, J. E., and Hastings, P. D. (2015). Handbook of socialization: theory and research (2nd). New J: Guilford.

 Haenni Hoti, A., Wolfgramm, C., Müller, M., Heinzmann, S., and Buholzer, A. (2019). Immigrant students and their teachers – exploring various constellations of acculturation orientations and their impact on school adjustment. Intercult. Educ. 30, 478–494. doi: 10.1080/14675986.2019.1586214

 Hummrich, M., and Kramer, R.-T. (2017). Schulische Sozialisation. Wiesbaden: Springer.

 Hurrelmann, K. (2006). Einführung in die Sozialisationstheorie. Weinheim: Beltz.

 Knafo, A., and Galansky, N. (2008). The influence of children on their parents’ values. Soc. Personal. Psychol. Compass 2, 1143–1161. doi: 10.1111/j.1751-9004.2008.00097.x

 Knafo, A., and Schwartz, S. H. (2004). Identity formation and parent-child value congruence in adolescence. Br. J. Dev. Psychol. 22, 439–458. doi: 10.1348/0261510041552765

 Knafo, A., and Schwartz, S. H. (2012). Relational identification with parents, parenting, and parent–child value similarity among adolescents. Family Sci. 3, 13–21. doi: 10.1080/19424620.2011.707794

 Lazzari, F. (2009). Acculturazione e formazione scolastica: Strategie e processi di acculturazione delle seconde generazioni di migrant nella scuola secondaria superior. [Doctoral dissertation]. [Venice]: Ca' Foscari University of Venice. Available at: http://dspace.unive.it/handle/10579/1023

 Makarova, E., and Birman, D. (2016). Minority students’ psychological adjustment in the school context: an integrative review of qualitative research on acculturation. Intercult. Educ. 27, 1–21. doi: 10.1080/14675986.2016.1144382

 Makarova, E., T’Gilde, J., and Birman, D. (2019). Teachers as risk and resource factors in minority students’ school adjustment: an integrative review of qualitative research on acculturation. Intercult. Educ. 30, 448–477. doi: 10.1080/14675986.2019.1586212

 Medda-Windischer, R. (2015). “Migration and old minorities in South Tyrol: beyond a ‘nimby’ approach?” in Migration and autonomous territories: The case of South Tyrol and Catalonia. eds. R. Medda-Windischer and A. Carlà (Leiden: Brill Nijoff), 100–133.

 Medda-Windischer, R. (2018). Migration in sub-state territories with historical-linguistic minorities: main challenges and new perspectives. Eur. Reg. Stud. 14, 57–70. doi: 10.2478/auseur-2018-0011

 Mertens, D. M. (2015). Research and evaluation in education and psychology: integrating diversity with quantitative, qualitative, and mixed methods (4th). Los Angeles: SAGE.

 Montreuil, A., Bourhis, R. Y., and Vanbeselaere, N. (2004). Perceived threat and host community acculturation orientation toward immigrants: comparing Flemings in Belgium and Francophones in Québec. Can. Ethn. Stud. 3, 113–135.

 Piaget, J. (2003). The psychology of intelligence. Taylor & Francis.

 Roccas, S., and Sagiv, L. (2010). Personal values and behavior: taking the cultural context into account. Soc. Personal. Psychol. Compass 4, 30–41. doi: 10.1111/j.1751-9004.2009.00234.x

 Rokeach, M. (1973). The nature of human values. New York: The Free Press.

 Sagiv, L., and Roccas, S. (2017). “What personal values are and what they are not: taking a cross-cultural perspective” in Values and behavior: taking a cross cultural perspective. eds. S. Roccas and L. Sagiv (Cham: Springer), 3–14.

 Sagiv, L., Roccas, S., Cieciuch, J., and Schwartz, S. H. (2017). Personal values in human life. Nat. Hum. Behav. 1, 630–639. doi: 10.1038/s41562-017-0185-3

 Schönpflug, U. (2001). Intergenerational transmission of values. The role of transmission belts. J. Cross-Cult. Psychol. 32, 174–185. doi: 10.1177/0022022101032002005

 Schubarth, W. (2019). “Wertebildung in der Schule” in Werte und Wertebildung aus interdisziplinärer Perspektive. ed. R. Verwiebe (Wiesbaden: Springer), 79–96.

 Schwartz, S. H. (1992). “Universals in the content and structure of values: theory and empirical tests in 20 countries” in Advances in experimental social psychology. ed. M. Zanna (New York: Academic Press), 1–65.

 Schwartz, S. H. (1994). Are there universal aspects in the structure and contents of human values? J. Soc. Issues 50, 19–45. doi: 10.1111/j.1540-4560.1994.tb01196.x

 Schwartz, S. H. (2006). Les valeurs de base de la personne: Théorie, mesures et applications. Revue Française De Sociologie 47, 929–968.

 Schwartz, S. H. (2010) in “Basic values: How they motivate and inhibit prosocial behavior” prosocial motives, emotions, and behavior: The better angels of our nature. eds. M. Mikulincer and P. R. Shaver (Washington: American Psychological Association), 221–241.

 Schwartz, S. H. (2012). An overview of the Schwartz theory of basic values. Online Read. Psychol. Cult. 2:1. doi: 10.9707/2307-0919.1116

 Siegler, R., Eisenberg, N., DeLoache, J., and Saffran, J., (2016). Entwicklungspsychologie im Kindes- und Jugendalter (4th). Berlin: Springer.

 Tausendpfund, M. (2020). Fortgeschrittene Analyseverfahren in den Sozialwissenschaften. Wiesbaden: Springer.

 Teltemann, J., and Windzio, M. (2016). “Soziologische Migrations- und Integrationsforschung” in Methoden der Migrationsforschung: Ein interdisziplinärer Forschungsleitfaden. eds. D. B. Maehler and H. U. Brinkmann (Wiesbaden: Springer), 163–190.

 The jamovi project (2022). Jamovi Version 2.3 Available at: https://www.jamovi.org

 UNESCO (2006). UNESCO guidelines on intercultural education Available at: http://unesdoc.unesco.org/images/0014/001478/147878e.pdf

 Voltmer, L., Lanthaler, F., Abel, A., and Oberhammer, M. (2007). “Insights into the linguistic situation of South Tyrol” in Aspects of multilingualism in European border regions: Insights and views from Alsace, eastern Macedonia and Thrace, Lublin Voivodeship and South Tyrol. eds. A. Abel, M. Stuflesser, and L. Voltmer (Bozen: LEO), 197–258.

 Wisthaler, V. (2013). Identity politics in the educational system in South Tyrol: balancing between minority protection and the need to manage diversity. Stud. Ethn. Natl. 13, 358–372. doi: 10.1111/sena.12051

 Zinn, D. L. (2017). “Migrant incorporation in South Tyrol and Essentialized local identities” in Boundaries within: Nation, kinship and identity among migrants and minorities. eds. F. Decimo and A. Gribaldo, IMISCOE Research Series (Cham: Springer), 93–114.

 Zinn, D. L. (2018). Migrants as metaphor: institutions and integration in South Tyrol’s divided society. Rome: CISU.


OPS/xhtml/Nav.xhtml




Contents





		Cover



		Value transmission in primary schools: are teachers’ acculturation orientations a moderator?



		1. Introduction



		2. Materials and methods



		2.1. Participants and procedures



		2.2. Measures



		2.3. Data analysis



		2.3.1. Preliminary analyses



		2.3.2. Mixed model















		3. Results



		3.1. Children’s and teachers’ higher order values



		3.2. Teachers’ acculturation orientations



		3.3. Correlations between children and teachers’ higher order values and acculturation orientation



		3.4. Teachers’ values and acculturation orientations as predictors of children’s values









		4. Discussion



		Data availability statement



		Ethics statement



		Author contributions



		Funding



		Acknowledgments



		Conflict of interest



		Publisher’s note



		References



















OPS/images/cover.jpg
' frontiers | Frontiers in Education

Value transmission in primary
schools: are teachers’
acculturation orientations a
moderator?












OPS/images/crossmark.jpg
(®) Check for updates







OPS/images/logo.jpg
¥ frontiers Frontiers in Education






OPS/images/feduc-08-1136303-t001.jpg
Higher order value

Self-Transcendence
Conservation
Self-Enhancement

Openness

361

303

208

317

Children
SD
049
035
049

039

075

007

-135

~0.10

Teachers
SD
046
063
088
063





OPS/images/feduc-08-1136303-t002.jpg
1.SeTr Child

2.Con Child 001

3.SeEn Child ~0.48%+ ~0.33%*

4.0C Child —0.43%% ~0.59%% —0.14%%

5. S¢Tr Teacher ~0.01 009 0.08 ~0.14%+

6. Con Teacher -002 016 0.05 ~0.17%% 0,38+

7. SeEn Teacher -0.02 —0.17%% ~0.00 0.16%% 069" —0.72%%

8. OIC Teacher 0.05 -0.08 FURERS 0.15%* —0.49%* —0.79%* 0.37%%

9. INT-TRA 0.00 -0.02 0.03 0.00 0.08 ~0.29%% 0.08 0.24%%

10.EXC -003 009 001 -0.06 043+ 0137 o1rr 0.00 —0.47%%

#* p<0.01 level (2-tailed). * p<0.05 level (2-tailed). SeTr, Self-Transcendence, Con, Conservation; SeEn, Self-Enhancement; OtC, Openness to Change.





OPS/images/feduc-08-1136303-g003.jpg





OPS/images/feduc-08-1136303-g004.jpg
Level 1: Teachers’ Con

Classroom

Level | Teachers’ Con

Classroom

Level 2: 0.10% (0.04) Level 2: 0.12* (0.05)
Students Students

Children’s Con Children’s Con
Level 1 Teachers' O1C Teachers’ INT-TRA Level 1 Teachers’ O1C Teachers’ EXC
Classroom Classroom

0.05(0.03)

Level 2: 0.10% (0.04) ol 0.12%* (0.05)
Students Students

Children’s OIC

Children’s OIC






OPS/images/feduc-08-1136303-t005.jpg
Models

1. Childs SeTr
(Intercept)

EXC

Teachers' SeTr

EXC * Teachers' SeTr
2. Childs Con
(Intercept)

EXC

Teachers’ Con

EXC * Teachers’ Con
3. Childs SeEn
(Intercept)

EXC

Teachers' SeFn

EXC * Teachers'
SeEn

4. Childs OtC
(Intercept)
EXC
Teachers’ OtC

EXC * Teachers’ OIC

Estimate

361
~001
-002

~001

303
001
012

004

208
~0.01

0.00

002

317
0.00
012

005

Significant results are highlighted in bold.

SE

0.03
0.02
0.06
0.04

0.03
0.02
005
0.04

0.04
0.03
0.05

0.04

0.02
0.02
0.04

0.03

we

355
-0.05
-0.15

-0.09

298
~0.03

0.02

-0.04

312

-0.03

0.05

~0.00

Upper

367
0.03
0.10
0.08

308
0.05

021

216
0.05
0.10

0.09

321
0.04
020

0.10

df

232
204
198
190

252

255

243

233
219

24

213

26
219
21

26

12007

-050

-034

-0.15

11496

242

087

50.07

-0.13

0.02

051

14522

016

322

182

<0001

0623

0740

0884

<0.001

0792

0.023

0393

<0.001

0894

0983

0616

<0001

0875

0.004

0082





OPS/images/feduc-08-1136303-t003.jpg
Model

1. Childs SeTr
(Intercept)
Teacher’s SeTr
2. Childs Con
(Intercept)
Teachers’ Con
3. Childs SeEn
(Intercept)
Teacher’s Sekn
4.Childs O1C
(Intercept)

Teacher’s OtC

Estimate

361

~001

303

010

208

~0.00

317

010

Significant results are highlighted in bold.

003

006

003

0.04

004

004

002

0.04

356

-0.12

298

0.02

200

009

312
003

Upper CI

367
0.10

309

018

216

0.09

321

017

df

248

210

277

286

247

26

13801

-013

11862

246

5261

—004

<0.001

0.895

<0.001

0.020

<0.001

0971

<0.001

0.013





OPS/images/feduc-08-1136303-t004.jpg
Models

1. Childs SeTr
(Intercept)
INT-TRA
Teachers' SeTr

INT-TRA * Teachers'
SeTr

2. Childs Con
(Intercept)
INT-TRA
“Teachers’ Con

INT-TRA * Teachers'

Con

3. Child’s SeEn
(Intercept)
INT-TRA
“Teachers' SeEn

INT-TRA * Teachers’
SeEn

4. Childs OtC
(Intercept)
INT-TRA
Teachers’ OtC

INT-TRA * Teachers’
[

Estimate

361
0.00
~003

-002

304

001

208
001
~0.00

0.00

317
~001
0.10

~001

Significant results are highlighted in bold.

SE

0.03
0.02
0.07
0.06

0.03
0.02
0.04
0.03

0.04
0.03
0.05

0.03

002
0.02
0.04

0.02

we

356

~0.04

-0.16

-012

200

—0.04

~0.10

~0.07

312

-0.05

0.02

~0.05

Upper

367
0.04
(%
0.07

309
0.05
019
0.07

216
0.07
0.09

0.07

321
0.02
018

0.04

df

2.0
274
248
255

2.1

287

275

246
288
260

25

13199

0.05

-037

-0.45

113.26

039

224

079

50,50

—0.04

0.08

13161

-067

255

~0.15

<0001
0964
0715

0653

<0001
0.702
0.034

043¢

<0.001
0629
0965

0935

<0001
0508
0.017

0.880





OPS/images/feduc-08-1136303-g001.jpg
Direction

Benevolence

Security






OPS/images/feduc-08-1136303-g002.jpg
Immigrant Community’s Acculturation Orientation

Integration | Assimllation | Segregation | Exclusion | Individualism

A
§
§| imegration | consensual | problematic | confictual | problematic | problemati
K]
S
§| Assimilation | problematic | consensual | conflictual | problematic | problematic
s
2
E
3 Segregation conflictual conflictual conflictual conflictual conflictual
=
-3
é Excluslon conflictual conflictual conflictual conflictual | conflictual
£
8
% | Individualism | problematic | problematic | problematic | problematic | consensual
E






