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Introduction
Rapidly changing Western European societies are accordingly confronted by significant
new challenges. Growing individualization and social fragmentation have spurred worries
about the interdependency of citizens and social coherence in society (Bruijn et al., 2012;
Putnam, 2000; Rasborg, 2017). Recent welfare state reforms in several of these societies
have also increased the importance of citizens’ interdependency in participatory societies
(Fuller, Kershaw, & Pulkingham, 2008; Hameleers & Vliegenthart, 2016; Newman &
Tonkens, 2011). As such, governments have been appealing to their citizens to participate
in society without relying heavily on governmental institutions. Stimulating citizens’
activity in society is expected to contribute to social coherence and facilitate the reform
toward participatory societies. Societal participation includes the notions that citizens are
self-reliant and responsible for their own lives, that they support their own communities,
overcome common good problems, and collaborate with others to change and improve
their own and others’ well-being (Barrett & Brunton-Smith, 2014; Zukin, Keeter, Andolina,
Jenkins, & Delli Carpini, 2006).
Several countries have implemented policies to promote societal participation (Cogan &
Derricott, 2014; Dijkstra, 2012; Eurydice, 2017; Ministerie van Onderwijs en Wetenschappen
[Dutch Ministry of Education and Science], 2005). These policies consider schools
key institutions for motivating students to participate in society. However, there is
little knowledge of the contribution of schools to future participation in society. Few
longitudinal empirical studies have examined the extent to which schools can stimulate
societal participation in adulthood, and if so, most of these studies focus on political
participation (e.g. Keating & Janmaat, 2016; Quintelier, 2015a; Quintelier & Hooghe,
2011). Therefore, the main aim of this thesis is to study the extent to which schools can
contribute to societal participation of students in adulthood.
Even if research on the long-term effectiveness of schools on societal participation in
adulthood is scarce, several studies have focused on the role of school during adolescence.
These show that schools can prepare adolescent students for their role as future
citizens in society in a number of ways. This includes, for example, by participating in
extracurricular activities, service learning, and civic courses (Claes, Hooghe, & Marien,
2012; Dassonneville, Quintelier, Hooghe, & Claes, 2012; Dijkstra, Geijsel, Ledoux, Van der
Veen, & Ten Dam, 2015; Eccles & Roeser, 2011; Flanagan, Kim, Collura, & Kopish, 2015;
Kahne & Sporte, 2008; Verba, Schlozman, & Brady, 1995). Earlier research showed the
schools’ contribution to preparing students for societal participation is largely explained
by an open climate. An open climate is an environment that fosters students’ ability
and willingness to participate through positive student-student and teacher-student
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relationships and encourages discussions (Ahnert, Harwardt-Heinecke, Kappler, EcksteinMadry, & Milatz, 2012; Geboers, Geijsel, Admiraal, & Ten Dam, 2013; Homana, Barber, &
Torney-Purta, 2006; Isac, Maslowski, Creemers, & Van der Werf, 2014; Keating & Janmaat,
2016; Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 2013).
In this thesis, three conditions for an open climate are expected to provide the basis for an
environment in which students feel safe and are willing to participate and discuss societal
issues: teacher-student relationships, student-student relationships, and raising awareness of social
issues. Participating in discussions—in an open climate—is then expected to increase
students’ motivation to participate in society in adulthood by stimulating their societal
interest and societal involvement. Societal interest equates to curiosity or attentiveness
toward societal issues, and societal involvement is a deeper personal importance and
affective relation toward societal issues. To understand the extent to which schools
contribute to societal participation, this thesis first assesses to what extent open climate
conditions can stimulate societal interest and societal involvement. Next, this thesis
examines to what extent stimulating societal interest and societal involvement lead to
greater societal participation in early adulthood.
The effectiveness of an open climate can vary among students from different socioeconomic
backgrounds (e.g. Campbell, 2008; Hooghe & Dassonneville, 2011; Langton & Jennings,
1968; Neundorf, Niemi, & Smets, 2016). If an open climate is more effective for students
from lower socioeconomic backgrounds, for example, it offers schools the opportunity to
reduce inequalities in societal interest and societal involvement. Campbell (2008) calls this
phenomenon the compensation effect. However, if an open climate is more beneficial for
students from higher socioeconomic backgrounds, it enhances the inequalities in societal
interest and societal involvement between students from various backgrounds. This is what
Campbell (2008) refers to as the acceleration effect. As the effectiveness of an open climate
can differ among students, to further understand the extent to which schools contribute
to societal participation, this thesis explores whether open climate conditions are equally
beneficial for students from different socioeconomic backgrounds.
The following section elaborates on the conceptualization of societal participation as the
main variable of interest and goes on to discuss the concepts and relationships between
societal interest and societal involvement as motivators for societal participation. We
next argue that adolescence is a crucial period for socialization, and then focus on the
role of the school. During adolescence, socializing agents, such as parents and friends,
also play an important role in the development of students; therefore, we focus on both
these socializing agents and their roles alongside school. Finally, we describe our data and
their contexts and conclude with the research aims and research questions of this thesis.
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Theoretical framework
Societal participation
Socialization literature has only recently begun to focus on societal participation.
Previous studies on sociopolitical socialization primarily focused on conventional political
participation and orientations, including voting, partisanship, and influencing “political
elites” (e.g. Brady, Schlozman, & Verba, 1995; Conway, 2001; Milbrath, 1981; Verba et al., 1995).
In more recent years, the broadening discussion has broached civic engagement (Ekman
& Amnå, 2012; Lawy & Biesta, 2006; Skocpol & Fiorina, 2004). Scholars began to devote
attention to the growing significance of the personal development and responsibilities of
citizens and the role of participating in society for stable democracies (Oser & Veugelers,
2008; Geboers et al., 2013). Conceptualized as behavior with the intention to shape and
improve the conditions of others and the future of society (Adler & Goggin, 2005; Ekman
& Amnå, 2012; Jacoby, 2009; Skocpol & Fiorina, 2004), civic engagement is still partially
conceived as political participation. That is, voting or partisanship is considered behavior
that is intended to improve the future of society and the situation of others.
This thesis continues this line of reasoning by focusing on participation in society rather
than political participation. Following Barrett and Brunton-Smith (2014, p1), we define
societal participation as “a voluntary activity focused on helping others, achieving a public
good or solving a community problem, including work undertaken either alone or in
cooperation with others in order to effect change.” Since relationships between citizens
and within communities and families are progressively important in individualized and
participatory societies, this conceptualization of societal participation captures the activity
of citizens in society supporting their communities and taking responsibility for their own
lives through positive relationships. Studying societal participation, by omitting political
activities that citizens are increasingly expected to rely less on, allows us to estimate more
accurately the role of schools in stimulating students to be active in society.
Societal interest and societal involvement
As stated earlier, the first objectives of this thesis are to study the extent to which
open climate conditions stimulate societal interest and societal involvement and to
explore to what extent societal interest and societal involvement lead to greater societal
participation in early adulthood. In the upcoming section, we elaborate on the concepts
of societal interest and societal involvement.
From early childhood onward, the state of “being interested” is considered a vital motivator
of activating behavior (Deci, 1992; Katz, Assor, Kanat-Maymon, & Bereby-Meyer, 2006;
Krapp, 1999; Subramaniam, 2009). Becoming interested starts from situational interest,
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which encompasses a temporary, flexible, context-specific form of interest. After this, as
interest grows, it develops into a more stable, internalized form of individual interest, which
persists outside specific contexts without external stimuli (Harackiewicz, Durik, Barron,
Linnenbrink-García, & Tauer, 2008; Hidi & Renninger, 2006; Krapp, 2007; Renninger, Hidi,
& Krapp, 2014; Russo & Stattin, 2016). Due to its momentary and context-specific nature,
situational interest has little impact on behavior. Individual interest, as an internalized,
enduring form of interest, is more likely to motivate behavior that is based on the subject
of interest. Most previous studies on the role of interest in socialization implicitly or
explicitly focused on individual interest as the motivator for active participation (Prior,
2010; Robison, 2017; Shani, 2009; Shehata & Amnå, 2017).
Studies on the role of individual interest as a motivator for political participation
conceptualized interest as an arousal of curiosity (Ainley, Hidi, & Berndorff, 2002; Van Deth,
2000) or attentiveness toward political issues (Koskimaa & Rapeli, 2015; Lupia & Philpot,
2005). Interest is then an incentive as it arouses curiosity, stimulates attentiveness, and
thus motivates students to become active in politics. This thesis also considers societal
interest as an individual interest, as it is expected to motivate behavior. In line with
this literature, societal interest is conceptualized as curiosity and attentiveness toward
societal issues. It is implied to be an enduring, stable form of individual interest, and
is expected to motivate students to participate in society. Where taking an interest in
politics leads to greater political participation, this thesis posits that taking an interest
in society leads to greater societal participation. Furthermore, in line with the previous
argument concerning omitting political notions to estimate the role of schools on societal
participation more accurately, this thesis considers that societal interest also includes
taking an interest in societal issues. Previous studies uncovered differences between the
political and societal interests of adolescents (Abdelzadeh, 2016; Lauglo & Øia, 2007) and
found that students are less supportive of conventional politics and more supportive
of social and societal issues (Munniksma, Dijkstra, Van der Veen, Ledoux, & Van de
Werfhorst, 2017). Omitting political notions in studying societal interest allows us to
estimate the role of the school on societal interest more precisely, without the added
negative connotation of with politics, and examine to what extent societal interest leads
to greater societal participation.
In addition to societal interest, this thesis also studies to what extent societal involvement
motivates societal participation. It is expected that students will become increasingly
involved in society as their societal interest grows. Involvement supposes that a person
feels a certain topic is important or feels an affection for that topic (Manfredo 1989;
Prebensen, Woo, Chen, & Uysal, 2013; Zaichkowsky, 1985; Zaichkowsky, 1994). Societal
involvement includes how students personally understand and relate to certain issues
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and comprehend their importance or impact on society. Distinct from simple curiosity
or attentiveness toward societal issues, societal involvement encompasses a personal
significance, a deeper feeling, and a certain form of affection toward these issues. As
societal interest becomes more meaningful and internalized, it stimulates students’
personal importance and affection toward these issues, which leads to greater societal
involvement. This implies that societal involvement is expected to develop from societal
interest. This personal and affective component is then argued to motivate students to
participate in society because they are willing to contribute to or resolve the underlying
issues they feel are important. Along with societal interest, societal involvement is
expected to motivate students to participate in society later in life.
In sum, we expect that an increase in interest, representing a relatively enduring
internalized curiosity, and attention to societal issues stimulate societal participation.
Societal interest also positively influences societal involvement as it assumes that
adolescents begin to care—or feel a relationship with—societal issues, making them more
willing to participate, which in turn enhances societal participation. Figure 1.1 presents
a schematic overview of this argumentation and visualizes the first objective of this
thesis to explore to what extent societal interest and societal involvement lead to greater societal
participation in early adulthood.

Societal
interest
Societal
participation
Societal
involvement

Figure 1.1: Schematic overview of the relations between societal interest, societal involvement, and
societal participation.

Adolescence
The development of societal interest and societal involvement during adolescence is central
in this thesis to study the extent to which both lead to greater societal participation.
Adolescence is considered a crucial period for socialization, even if the debate on the lasting
effects of adolescence is continuing. This debate focuses on stability versus change of
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sociopolitical attitudes during and after adolescence and, taking a broad perspective, consists
of two central opposing views on socialization: lifelong openness and lifelong persistence (e.g.
Alwin, 1994; Alwin & Krosnick, 1991; Sears, 1983). At one pole, the lifelong openness view states
that people are susceptible to changes in sociopolitical orientations throughout life. On the
opposite end, the lifelong persistence view states that sociopolitical orientations and attitudes
are resistant to change in adulthood and that stability of these attitudes throughout life
is key (Sears, 1983). Recently, a growing body of studies has shown that attitudes toward
politics and societal issues are shaped mostly in adolescence (Abdelzadeh & Lundberg, 2017;
Dinas, 2013; Jennings & Niemi, 1981; Osborne, Sears, & Valentino, 2011; Russo & Stattin, 2016;
Sears & Brown, 2013; Shehata & Amnå, 2017; Torney-Purta, Lehmann, Oswald, & Schulz,
2001), and they are generally stable in adulthood (Prior, 2010).
These studies demonstrate that adolescents are most susceptible to changes in their
social and political orientations and support a more nuanced version standing between
the opposing views: the impressionable years hypothesis (Krosnick, 1991; Krosnick & Alwin,
1989). According to these studies, the impressionable years occur during adolescence, as
adolescents are generally more open to change and more susceptible to the influence of
socializing agents (Abdelzadeh & Lundberg, 2017; Russo & Stattin, 2016; Sears & Brown,
2013; Shehata & Amnå, 2017). As they grow older, they become less open to changes
in attitudes, and their predispositions become more stable (Osborne et al., 2011; Prior,
2010). This hypothesis is therefore central in this thesis, as we expect adolescents to be
impressionable and open to becoming more interested and involved in society—after
which their attitude stabilizes—and this leads to future societal participation.
The influence of schools
Among institutions that can motivate students to participate in society, schools hold
a unique position. First, in most Western European countries, schools can reach most
non-adults from early childhood until late adolescence. Schools are likely the primary
institution to reach most adolescents in many countries, which emphasizes the possible
contribution of schooling in stimulating students to become active citizens. Second,
schools have a legitimacy and authority to influence students and instill certain norms
and values in them. This is embodied in most countries’ citizenship education as a
mandatory or essential component of the school curriculum (Eurydice, 2017). Third, school
populations and students’ contacts within the school are often more diverse with respect
to cultural, ethnic, and social backgrounds than students would otherwise encounter. The
ability of schools to reach most adolescents, their legitimacy to influence students, their
use of policies to instill values, and their diverse student population demonstrate why
many policies address schools as target institutions necessary for stimulating societal
participation (Eidhof, 2016).
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This thesis perceives the school as a democratic community (Geboers et al., 2013; Lawy
& Biesta 2006). In this community, students can develop as citizens by discussing
societal issues, learning about society, and participating in societal practices. This can
be understood against the background of cognitive developmental theory, according to
which socialization occurs through interactions and exposure to new ideas, perspectives,
and discussions of political and societal issues (Wilkenfeld, Lauckhardt, & Torney-Purta,
2010). In this view, students develop ideas, insights, and knowledge about society (Bruner,
1996) and grow as citizens, mostly through interaction with others—teachers, parents,
friends, and fellow students—and through participation and engagement in different
social and cultural practices in their daily lives (Klofstad, 2009; Lawy & Biesta, 2006).
Since education is compulsory until late adolescence in many countries and schools play
a major part in the lives of most adolescents, interactions in school can play a significant
role in their development. It is therefore important that schools create the conditions for
an open climate that facilitates these interactions. An open climate is an environment in
which students feel willing and able to participate, where relationships between teachers
and students and among students, are positive, and where discussions on societal issues
are encouraged (Geboers et al., 2013; Isac et al., 2014). This thesis studies three conditions
at the basis of an open climate.
First, positive teacher-student relationships are expected to cultivate an environment
in which students feel safe, willing, and able to participate in discussions (Flanagan,
Cumsille, Gill, & Gallay, 2007; Hamre & Pianta, 2006; Midgley, Feldlaufer, & Eccles, 1989;
Wentzel, 2016). Students who perceive relationships that are more positive with their
teachers feel safer, more able, and thus more willing to interact with fellow students
and their teachers. This brings them into contact with other ideas and thoughts—in an
open environment—and in turn stimulates their interest and involvement in society
(Dostie-Goulet, 2009; Klofstad, 2009; Koskimaa & Rapeli, 2015; McIntosh, Hart & Youniss,
2007; Neundorf et al., 2016). Second, previous studies showed that teachers in an open
climate have a direct, active role in encouraging discussions on social issues (Campbell,
2008; Isac et al., 2014; Thapa et al., 2013). By raising students’ awareness of social issues, such as
health-care, poverty, immigration, or environmental issues, teachers create opportunities
for students to discuss and address these issues among themselves. Raising awareness
of social issues signals to students that they have the opportunity to talk about these
issues. As students feel allowed to broach these issues in class, they feel empowered
to participate in discussions about them. Teachers are thus important for creating a
climate of open discussions, dialogues, and the opportunities for democratic practices
(Dijkstra et al., 2015; Geboers et al., 2013; Homana, Barber, & Torney-Purta, 2006; Keating
& Janmaat, 2016). Finally, having positive relationships with fellow students also contributes
to an open climate where students feel safe, willing, and able to participate (Baker, Grant,
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& Morlock, 2008; Hamre & Pianta, 2001; O’Conner, Dearing, & Collins, 2011; Wentzel, 1998).
If students feel safer through better relationships with their peers in class, they will more
likely participate in discussions and therefore become more interested and involved in
society. In an open climate, the relationships between students are thus expected to
encourage participation in discussions on societal issues, and stimulate students’ interest
and involvement in society.
Figure 1.2 adds the open climate conditions to the model shown in figure 1.1. The second
objective of this thesis is to study the extent to which these open climate conditions stimulate
societal interest and societal involvement.

School:

Teacher-student
relationships

Societal
interest
Societal
participation

Student-student
relationships

Raising awareness
by teachers

Societal
involvement

Figure 1.2: Schematic overview of the role of conditions of an open climate on societal interest and
societal involvement and the relation between societal interest and societal involvement.

The role of parents and friends
Adolescent development involves a complex interplay of different contexts in which
students mature and in which socializing agents each play a role (Bronfenbrenner, 1979).
Schools are only one of a multitude of contexts where students develop, and accounting
for the influence of other socializing agents allows for a more precise estimation of the
actual contribution of schools to societal participation. Even though several socializing
agents are important in adolescent development, their teachers, parents, and peers
are most responsible for their socialization (Dostie-Goulet, 2009; Koskimaa & Rapeli,
2015; Neundorf et al., 2016; Shani 2009; Quintelier, 2015b). To evaluate the extent of a
school’s contribution to students’ societal interest and societal involvement, this thesis
investigates the role of parents and friends as two additional socializers in the social
development of adolescents. The role of both socializers is briefly outlined below.
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Parents can, directly and indirectly, stimulate societal interest and societal involvement
in their children. Through discussions, activities, and conversations with their spouses,
parents can directly stimulate children to become interested and involved in society (e.g.
Andolina, Jenkins, Zukin, & Keeter, 2003; Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015;
Neundorf et al., 2016). More precisely, parents can raise awareness of social issues and
encourage discussions about them. Discussing these issues is then expected to stimulate
societal interest and societal involvement. Parents can indirectly stimulate societal
interest and societal involvement by being interested or active in society and acting as
civic role models themselves (McFarland & Thomas, 2006; Quintelier, 2015a; Quintelier,
Hooghe, & Badescu, 2007; Zaff, Malanchuk, & Eccles, 2003). Besides direct socialization, this
thesis explores indirect socialization by focusing on parental socioeconomic background.
Socialization is closely related to parents’ socioeconomic status (SES) (McIntosh et al.,
2007; Plutzer, 2002; Torney-Purta et al., 2001; Verba et al., 1995). The argument underlying
this relation is that parents with higher SES have more resources available for socialization
(Bradley & Corwyn, 2002; Brooks-Gunn & Duncan, 1997; Gesthuizen & Scheepers, 2011) and
that SES is an important indicator of the ability to transmit values and stimulate social
development (Brady et al., 1995; Jennings & Stoker, 2004; Pfaff, 2009; Quintelier, 2015b;
Yuen, 2014). Students from higher socioeconomic backgrounds are therefore expected
to be more interested and involved as their parents often have resources that are more
adequate and are generally more likely to transfer values and stimulate their spouses’
own social development.
Friends can also stimulate societal interest and involvement. Whereas the role of friends
in the development of adolescents has been studied thoroughly (e.g. Cook, Williams,
Guerra, Kim, & Sadek, 2010; Maxwell, 2002; Rubin, Bukowski, & Parker, 2002), their role
in developing interest and involvement in society is less clear. Previous studies have had
ambiguous outcomes. Some studies consider friends as one of the primary socializers
(Dostie-Goulet, 2009; Jaros, 1973); other studies are more reticent about the role of friends
(Dawson & Prewitt, 1969), and still others argue that adolescents have friends who are
likeminded and only amplify certain attitudes and orientations (Koskimaa & Rapeli, 2015).
Nevertheless, friends seem to contribute to adolescent development, even though the
extent to which they contribute is not so apparent.
The role of friends—and parents—also changes during adolescence. As adolescents grow
up, they increasingly spend more time with their friends (Larson & Richards, 1991), gain
a wider network of friends, and become more influenced by their friends (Steinberg &
Monahan, 2007). Moreover, adolescents gradually disengage from their families as they
age, which enhances the importance of their friends in shaping a certain identity and
socialization (Blyth & Traeger, 1988; Dostie-Goulet, 2009). Adolescents become more
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committed to friendships during adolescence and perceive more support from friendships
over time (Buhrmester, 1990; Claes & Poirier, 1993; Hojjat & Moyer, 2017). They show higher
levels of commitment to friends, including approaching them for advice on personal issues
and becoming more influenced by them (Steinberg & Monahan, 2007). The changing role
of friends and parents emphasizes the need to study these changes during adolescence.
It implies that the role of schools can also change, and it is important to study these
changes to examine the relative influence of schools to parents and friends on societal
interest and societal involvement throughout adolescence.
To give an estimation of schools’ contributions to societal interest and societal
involvement, studying the—changing—role of parents and friends is thus necessary (see
figure 1.3).

School:
Open
climate
conditions

Societal
interest
Societal
participation

Parents
Societal
involvement
Friends

Figure 1.3: Schematic overview including the role of parents and friends on societal interest and societal
involvement.

Do students benefit equally from an open climate?
Earlier research has shown that the effect of an open climate differs among students
from various SES families (Campbell, 2008; Crosnoe, 2004; Hooghe & Dassonneville, 2011;
Langton & Jennings, 1968; Neundorf et al., 2016). Campbell (2008) addresses two opposing
effects of an open climate: compensation or acceleration. The compensation effect states
that students from less advantaged backgrounds gain more from an open climate than
students from more advantaged backgrounds. As stated earlier, lower SES parents are less
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likely to participate in society themselves and often have fewer resources for stimulating
societal interest and societal involvement of their spouses. Adolescents from lower SES
backgrounds often have less experience of discussions on social issues, and an open
climate is more beneficial for them (Campbell, 2008; Langton & Jennings, 1968). The
acceleration effect asserts that students from higher SES backgrounds gain more from an
open climate. Here, it is expected that the previous experiences in these discussions in
their home environment benefit participating in discussions in an open climate, which
implies that students from advantageous backgrounds benefit more from an open climate
in which these discussions take place.
We studied to what extent teacher-student relationships, student-student relationships,
and raising awareness by teachers in social issues are equally or differently beneficial for
students from different parental backgrounds. The final objective of this thesis is thus
to examine whether the effects of open climate conditions are similar for students from different
socioeconomic backgrounds.
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Data
First, to study the long-term influence of schools on societal involvement in the Netherlands,
the Cohort Onderzoek OnderwijsLoopbanen ((Cohort Research into Educational Careers)
(COOL5-18) study provided a rich variety of data on students in Dutch schools. It includes
scales on citizenship outcomes (Driessen, Mulder, & Roeleveld, 2012; Driessen, Mulder,
Ledoux, Roeleveld, & Van der Veen, 2009; Ten Dam, Geijsel, Reumerman, & Ledoux, 2011)
as well as socialization and longitudinal data from the end of primary school until the end
of secondary school. Despite its rich features, COOL5-18 does not contain data on societal
interest, and it does not follow up on students in adulthood for societal participation.1
To study the development of societal interest and societal participation in early adulthood,
we used a complementary dataset. To select a complementary dataset, we defined several
conditions that it was required to meet. First, the dataset should contain data available
throughout adolescence and early adulthood. Second, data on societal involvement had
to be available and conceptualized similarly to the COOL5-18 dataset. This means that it
should include questions that imply a perceived importance toward societal issues. Third,
the additional dataset should contain data on societal interest and societal participation
in early adulthood. Fourth, the data should contain information on teachers, parents, and
friends, with a specific focus on teacher conditions for an open climate at school. Finally,
both contexts should have sufficient common grounds to estimate the relations as a single
theoretical model.
After considering multiple datasets appropriate for studying socialization, we opted to
use the Swedish YeS (Youth and Society) dataset, which contains rich data on political
socialization in six data waves and five cohorts ranging from ages 13 to 30. It also includes
a range of data on socialization, schools, citizenship, and political and societal participation.
The YeS study provided data on societal participation in early adulthood and on the role
of teachers, parents, and friends as socializing agents. Both COOL5-18 and YeS datasets offer
rich data for studying the role of schools in motivating students to participate in society. It
should be noted that this thesis does not aim to compare both contexts but instead aims
to generate a generalized conclusion on the role that schools—or more specifically, open
climate conditions—have on societal interest and societal involvement, which motivate
societal participation. Combined, both contexts can be used to study the expected relations
in our schematic model. In summarizing the results, in the final chapter, this thesis reflects
on the implications of using these two contexts.

1

We did not do a follow-up study on the last wave of COOL5-18 data due to Dutch privacy
regulations that made it difficult to obtain the necessary information to trace these students.
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Aims and research questions
The main aim of this thesis is to study the extent to which schools can contribute to
societal participation. In the previous theoretical framework, three objectives were
posited to achieve this aim, summarized as the following: (1) to assess the extent to which
open climate conditions stimulate societal interest and societal involvement, (2) to explore the
extent to which societal interest and societal involvement stimulate societal participation in early
adulthood, and (3) to examine whether the effects of open climate conditions are equally beneficial
for students from different socioeconomic backgrounds.
To reach these objectives, we postulated four main research questions with five subquestions2 that will be addressed in the upcoming chapters. In chapters 2 and 3, data
from the COOL5-18 cohort are used to answer research questions 1 and 2, which focus on
societal involvement. In chapters 4 and 5, the YeS data were used to address research
questions 3 and 4.
Question 1: To what extent do teacher-student and student-student relationships
stimulate societal involvement in secondary school?
To what extent is this different for students with lower and higher educated parents?
Question 2: To what extent do teacher-student and student-student relationships
stimulate societal involvement in primary school?
To what extent is this different for students with lower and higher educated parents?
If there is a relation between teacher-student relationships and student-student relationships
in primary school, to what extent is there an effect in secondary school?
Question 3: To what extent does raising awareness of social issues by teachers, parents,
and friends stimulate the development of societal interest during adolescence?
To what extent is this different for students with lower and higher educated parents?
Question 4: To what extent does the development of societal interest and societal
involvement during adolescence stimulate societal participation in early adulthood?
To what extent does raising awareness of social issues by teachers, parents, and friends
stimulate societal interest, societal involvement, and societal participation in late adolescence
and early adulthood?

2

We are aware that this terminology (e.g., stimulate, lead to, influence) implies causality, which we
strictly did not observe and examine. In chapter 6, we will further address causality; however, for
the sake of readability we will address these questions as causal statements.
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Abstract
The goal of this chapter is to examine the effect of teacher-student and studentstudent relationships on societal involvement in Dutch secondary schools. As such,
we studied the role of parents on adolescents’ societal involvement and to what extent
positive teacher-student and student-student relationships reduced differences in
societal involvement due to parental background differences. To estimate this crosssectional multilevel analysis, a rich combination of datasets from the Netherlands
was used, encompassing 4,128 15-year-old students in 58 schools in 2010/2011. The
results showed that both teacher-student relationships and student-student
relationships were positively associated with societal involvement. Furthermore, the
level of societal involvement differed between students from households with low
incomes, education levels, and employment. Whereas students from both lower and
higher socioeconomic parental backgrounds benefited from positive teacher-student
relationships, students with higher educated parents were found to benefit more from
these positive relationships with teachers. This advantage arguably amplifies the
differences in societal involvement between students with lower and higher educated
parents.

Keywords: teachers, schools, parents, peers, societal involvement, inequality.
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Introduction
In recent years, the interest in effective citizenship education has grown. Although little
is known about the characteristics of effective citizenship education, research shows
the relevance of an open and positive school climate (Geboers et al., 2013; Schulz et al.,
2018). Citizenship comprises various levels, domains, and aspects of the way people live
together. Contribution to “the collective good” is one of these. In many Western countries,
responsibilities are shifting from the government and institutions to individual citizens
and citizens’ associations. Citizens are expected to assume more responsibility in their
communities, play a more active role in society through voluntary work, and rely less on
government services. To further the transition from a welfare state to a more participatory
society, several countries—such as the United Kingdom (Kisby, 2010), Canada (Fuller,
Kershaw, & Pulkingham, 2008; Ilcan & Basok, 2004) and the Netherlands (Hameleers &
Vliegenthart, 2016; Tonkens, 2014; Verhoeven & Tonkens, 2013)—have made an appeal to
their residents’ active citizenship and responsibility to participate in society.
Growing individualization and social fragmentation among citizens have led to concerns
about the degree of active citizenship in societies and its preservation (Blais, 2006; Delli
Carpini & Keeter, 1996; Putnam, 2000). Partly against this background, many countries
have called upon their schools to contribute to citizenship (Eurydice, 2017). One of these
countries is the Netherlands, where schools are required to teach active citizenship and
social integration (Dijkstra et al., 2015). As formulated in relevant legislation, schools
are expected to teach citizenship to stimulate the capacity and willingness of their
students to actively participate in and contribute to society. The underlying idea is that
this will improve the students’ civic abilities through the development of knowledge
and skills necessary to actively participate in society (Ministerie van Onderwijs en
Wetenschappen [Dutch Ministry of Education and Science], 2005). By cultivating
positive citizenship attitudes, students are expected to become interested in others
and willing to help them, to participate in volunteer work, and to be active in society.
In other words, schools are expected to promote citizenship, thus strengthening their
students’ involvement in society.
An open and democratic school climate plays an important role in schools achieving the
level of citizenship promotion that is expected of them. Earlier research has shown that
such a climate is a promising road toward enhancing the civic competences of students
(Geboers et al., 2013; Isac et al., 2014; Keating & Janmaat, 2016; Schulz et al., 2010; TorneyPurta et al., 2001). An open classroom climate provides students with room for discussion
and dialogue and nurtures positive interpersonal relationships between teachers and
students. In terms of active citizenship, such a climate creates opportunities for students
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to learn about and practice their (future) role as citizens. From this perspective, schools
and classrooms are small communities in which students can learn to engage in social
practices and strengthen their social and societal involvement, for example, by practicing
the necessary skills (for example, handling differences, cooperating, taking responsibility,
and making shared decisions). The students’ relationships with others—both other
students and their teachers—and the experiences they obtain in both spontaneous
and organized teaching situations make the school a “practice ground” for participating
as citizens. Thus, the nature of the relationships between students and teachers is an
important factor for developing as citizens and to become involved in society.
Students differ in terms of their values and social skills. Students who differ in
socioeconomic status (SES) and cultural background are likely to be socialized differently
in their respective families. As a result, the relevance and effectiveness of an open climate
may vary between groups of students (Campbell, 2008; Hooghe & Dassonneville, 2011;
Langton & Jennings, 1968; Neundorf et al., 2016; Niemi, Neundorf, & Smets, 2013). Campbell
(2008) posited two possible effects: Students from a high SES may benefit more from
classroom discussions because they are already more accustomed to discussing social
issues at home, or students from a low SES may benefit more because they lag behind
their high SES peers and have more to gain.
To obtain a better understanding of the mechanisms that may be relevant to the expected
effect of education on the promotion of students’ societal involvement, this chapter
focuses on the contribution of student-student and teacher-student relationships to
students’ societal involvement. We also investigate whether this contribution is the
same for all students or different by socioeconomic groups to determine whether
schools compensate for a student’s home situation by creating conditions for an open
classroom climate, or whether schools sustain or perhaps widen the differences between
students from different socioeconomic backgrounds. As seen below, our investigation of
possible differential effects considers differences in the available social, economic, and
cultural capital; the influence of parenting styles; and the interaction between these
characteristics and teacher-student and student-student relationships on the societal
involvement of students.
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Theoretical framework
Societal involvement encompasses the perceived relevance or importance of societal
issues and topics, often based on a person’s values and interests (Dijkstra, Hofstra, Van
Oudenhoven, Peschar, & Van der Wal, 2004; Zaichkowsky, 1985; Zaichkowsky, 1994). It
positively relates to the willingness to participate (Ekman & Amnå, 2012; Martin & Van
Deth, 2007), which is necessary for students to exercise their role as citizens. Contrary to
other studies (e.g. Brady et al., 1995; Lupia & Philpot, 2005; Torney-Purta & Amadeo, 2003;
Van Deth, 2000), our conceptualization of involvement does not imply active behavior.
This entails, for example, that students care about and feel it is important to resolve issues
in their community, such as taking care of family members, helping friends, or taking an
interest in classmates. It concerns adopting a broader perspective and being engaged in
more general issues to benefit society (Ekman & Amnå, 2012). Since societal involvement
is seen as a positive attitude leading to active behavior, it should be understood as a
motivator for active behavior (Roberts, 2015).
Adolescents might improve their citizenship competences through interactions with
other people and participation in different social and cultural practices in their daily lives
(Lawy & Biesta, 2006; Ten Dam et al., 2011). They are active agents who learn through
their own activities, experiences, and interactions with others, not passive recipients
of what their teachers, friends, and parents do and say (Amnå, Ekström, Kerr, & Stattin,
2009). To enhance societal involvement, schools need to create an environment in which
adolescents are willing and able to interact with other people and reflect on social and
cultural practices and decisions (Ten Dam & Volman, 2004). Research has shown that an
open classroom climate, in which students have the opportunity to voice their opinions
and are taken seriously, contributes to their involvement in class (Dijkstra et al., 2015;
Geboers et al., 2013; Keating & Janmaat, 2016; Torney-Purta et al., 2001). By creating an open
climate that allows students to freely discuss societal issues from different angles, teachers
can increase their students’ willingness and ability to participate in class. In addition, by
discussing social and societal issues with others (and thus becoming acquainted with
various perspectives), reflecting on their own opinions, and learning to respond to the
opinions of others, students practice and experience what it means to be a citizen. Two
factors seem to be of major importance for creating an open climate: the relationships
among students and between teachers and students in the classroom (Campbell, 2008;
Fraser, 1991; Isac et al., 2014; Loukas, 2007). Positive relationships among students and
between students and teachers are positively related not only to school interest and
motivation (Furrer, Skinner, & Pitzer, 2014; Osterman, 2000; Schunk, Meece, & Pintrich,
2012) but also to participation in classroom discussions (Hamre et al., 2013; Pianta, Hamre,
& Allen, 2012). Positive relationships among students and between students and teachers
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make students feel secure and provide room for sharing opinions, which boost their
involvement, motivation, and interest in participation (Baker et al., 2008; Hamre & Pianta,
2001). Students who perceive their teachers as caring, attentive, fair, and understanding
are expected to be more motivated to interact, discuss, and participate in class. Similarly,
if students have better relationships with their peers, they are more likely to feel safe and
believe that they are being taken seriously and, thus, more willing to participate and state
their opinions. In short, better relationships with both peers and teachers contribute to
active student participation and increased societal involvement.
As noted by Gainous and Martens (2011), student differences may affect whether
relationships within the classroom will lead to greater societal involvement (see also Brady
et al., 1995; Jennings, Stoker, & Bowers, 2009; McIntosh et al., 2007). Family background
plays an important role in the development of students as citizens. Adolescents experience
their first social and democratic practices at home (Langton & Jennings, 1968; Quintelier,
2010), and parents are considered their primary role models of civic behavior (McIntosh et
al., 2007). Differences that occur between students can partly be attributed to the SES of
their parents. Parents of higher SES usually possess more social, cultural, and economic
resources than parents of lower SES, all of which further benefits the social development
of their children (Bradley & Corwyn, 2002; Brooks-Gunn & Duncan, 1997). Children of
parents with higher SES often grow up in a more stimulating environment, as their
parents converse more about social and political issues with them and have a stronger
influence on the development of their children’s attitudes, giving them more opportunities
to develop as citizens (Brooks-Gunn & Duncan, 1997; Ichilov, 1988; Quintelier, 2007).
The following dimensions of a family’s SES are among those relevant to this chapter:
parental education, employment, and income. Highly educated parents, for example, are
more involved in society, more knowledgeable, more interested in political and societal
issues, and more frequently engage their children in discussions (Brady et al., 1995;
Jennings & Stoker, 2004; Quintelier et al., 2007; Verba et al., 1995; Yuen, 2014). Their level
of education has a consistent and direct influence on behavioral outcomes, as they create
a cognitively stimulating home environment (Bradley, Corwyn, McAdoo, & García Coll,
2001). Parents who hold jobs are also regarded as positive role models for their children
and have a positive impact on their children’s academic performance and future chance
of finding a job (Heinrich, 2014; Neal & Hammer, 2007). Unemployment, by contrast,
is often negatively related to social and academic outcomes for children (Levine, 2011;
McLoyd, 1998; Powdthavee & Vernoit, 2013; Sleskova et al., 2006). From this perspective,
it can be expected that the relationship between employment and a stimulating and
positive environment will also contribute to the societal involvement of students. In
addition to these factors, a higher family income provides the material and financial
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resources necessary to become involved in society and gives parents the opportunities to
create a conducive environment and use external resources for enhancing their children’s
development, including those related to societal involvement (Duncan, Morris, &
Rodrigues, 2011; McLoyd, 1998). In sum, in light of the differences between socioeconomic
groups, it may be expected that students from high SES families will be more involved
in society than students from low SES families.
Differences between students from different SES backgrounds may lead to variations in
the effect of an open school climate on students (Campbell, 2008; Hooghe & Dassonneville,
2011; Langton & Jennings, 1968; Neundorf et al., 2016), including some groups of students
benefiting more from an open climate with positive student-student and teacherstudent relationships than others. As mentioned previously, Campbell (2008) argued that
these differences might result in either a compensation effect or an acceleration effect.
A compensation effect occurs when students from less socialized families gain more
from an open climate, as it compensates for their disadvantages (Langton & Jennings,
1968; Neundorf et al., 2016). Students from higher SES families already possess more
competences, which means that a climate with positive student-student and teacherstudent relationships is less relevant to them. However, empirical research has not
provided any clear conclusions in this area. Campbell (2008) found that an open climate
might compensate for some SES disadvantages, while other studies were unable to find
such an effect. It is also possible that high SES students benefit more from an open class
climate due to an acceleration effect. Under this effect, students from high SES families
are expected to already have more competences and, thus, may benefit more from the
favorable learning opportunities offered by such a climate (Campbell, 2008).
In addition to providing economic, cultural, and social resources, parents can also differ
with respect to their parenting styles. Previous studies on parenting styles have mostly
distinguished between authoritative, authoritarian, and permissive styles of parenting. In
general, an authoritative parenting style contributes to positive outcomes and establishing
social roles for children (Aunola & Nurmi, 2005; Yeung, Cheung, Kwok, & Leung, 2016).
Authoritative parenting is characterized by placing high demands on children along with
open dialogue about rules and behavior (Steinberg, Lamborn, Dornbusch, & Darling,
1992). Such parenting can be distinguished from permissive and authoritarian parenting.
Authoritarian parenting is interpreted as being highly demanding and highly strict,
but permissive parenting lacks these attributes; permissive and authoritarian styles are
argued to lack a balance of support and demand (Robinson, Mandleco, Olson, & Hart,
1995; Skinner, Johnson, & Snyder, 2005). Since parenting styles influence the climate in
which the child develops, this raises the question of whether the positive effects of an
authoritative parenting style are also felt in the development of societal involvement.
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We expect that an open climate, with positive classroom relationships, will contribute
to the development of societal involvement of students and that with more positive
student-student and teacher-student relationships, students’ societal involvement will
be greater. We also consider the effect of differences in student background (SES and
parenting style) and investigate whether the classroom climate decreases, increases, or
does not affect differences in the societal involvement of students.
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Methods
Sample
The analyses in this chapter are based on three combined datasets. Together, they
contain information collected from robust measurements of the central dependent and
independent variables. Our study combines COOL5–18 data with data from the Statistics
Netherlands (CBS) and the Dutch Education Executive Agency (DUO). COOL5–18 is a
large-scale longitudinal panel study (also covering citizenship education) of cohorts of
students from ages 5 to 18 in the Netherlands. For this chapter, the COOL5–18 2010/2011
cohort was used, which includes data on 21,384 grade nine students from 149 schools
(Zijsling, 2012). Schools could decide for their students to either participate in this
citizenship questionnaire or an English test. Of these students, approximately 40% (8,188
students) completed the module on citizenship competences, which includes a detailed
measurement of societal involvement. Using anonymized student identification numbers,
COOL5–18 data were enriched with data from the Municipal Administration Records of
Statistics Netherlands behind a remote access environment at the CBS. These records
contain rich data on the household, work, and income of parents gathered from municipal
register data and tax income data. To this dataset, we added data on school denomination
and the degree of urbanization of the school’s environment.
Little’s missing completely at random (MCAR) test was used to test if the missing data on
parenting styles, teacher-student relationships, student-student relationships, and selfefficacy were at least missing at random (MAR), necessary for expectation-maximization
imputation (EM). These results indicated the data were indeed MAR (χ2 =.169; df=25;
p=.14), and therefore EM imputation in SPSS were used to impute data. We imputed data
for 450 cases for missing data on parenting styles, teacher-student relationships, studentstudent relationships, and self-efficacy, leading to a total of 4,128 students from 58 schools
who were included in the analyses.
Despite a large number of students that were excluded from the analyses, independent
sample t-test revealed only minor non-significant differences in the dependent and
independent variables between the original and the final sample. Tables A and B (see
Appendix) show the frequencies of the standardized continuous variables and categorical
data used in the analyses at both the student level and school level.
Variables
Dependent variable (societal involvement)
This variable was based on a Likert scale of nine items derived from the citizenship
questionnaire (Ten Dam et al., 2011), which was an integral component of the COOL5–18
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student questionnaire. Example items included the following statements: “People should
listen to each other, even if they disagree,” and “It’s important to learn about other
cultures.” These questions encompass a personal importance and affection toward issues
in society vital for understanding societal involvement. Students rated these statements
from 1 (“does not apply to me at all”) to 4 (“totally applies to me”). Cronbach’s alpha of
the scale was .85.
Independent variables (student and school level)
Teacher-student relationships. This scale was based on items from a questionnaire developed
by Peetsma, Wagenaar, and De Kat (2001) to investigate how students perceive their
relationship with their teachers. Example items included the following statements:
“Teachers know how I feel,” “I feel comfortable with teachers” and “I have good contact
with teachers.” These were measured using a five-point Likert scale (seven items), ranging
from 1 (“does not apply at all”) to 5 (“applies perfectly”). One negatively formulated item
was recoded. Cronbach’s alpha of the scale was .82.
Student-student relationships. This scale was based on items from the COOL5–18 student
questionnaire asking students how they perceive their relationship with peers in their
classes. Example items included the following statements: “I have a lot of contact with
classmates” and “We have a great class.” The six items were measured using a five-point
Likert scale, ranging from 1 (“does not apply at all”) to 5 (“applies perfectly”). Two negatively
formulated questions were recoded positively. Cronbach’s alpha of the scale was .84.
Independent variables (student level)
Parental income. Parental income was the sum of both parents’ net income, based on CBS
data collected from the Municipal Administration and the Tax Office in 2010. To account
for the skewness of the distribution and have approximately equal respondents in the
different income groups, income was recoded as 0 (“lower income”), 1 (“medium income”),
or 2 (“higher income”).
Parental education. Parental education was measured in the COOL5–18 by asking parents
their own and their partners’ education levels. Parental educational level was based on
the highest level of education attained within the family and was coded as 0 (“lower”),
1 (“medium”), and 2 (“higher”). Lower education included all parents with no or low
vocational diplomas, higher education included all parents with pre-university education,
and medium education included levels in between.
Parental occupational status. Parental occupational status was based on the 2010 CBS
Municipal Administration data. Occupation status was coded for both father and mother
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as (1) unemployed, (2) employee, (3) self-employed, (4) retired, or (5) other. These data were
recoded as 0 (“both parents not working,” either unemployed or retired), 1 (“one parent
working,” one parent either employee or self-employed and the other unemployed or
retired), and 2 (“both parents employed or self-employed”). Parental occupations coded
as “other” were excluded from the analyses due to their very small sample size.
Parenting style. Parenting style was based on four items from the COOL5–18 parent
questionnaire. Parents indicated whether their child had a say in the following decisions:
(1) at what time their child had to be home, (2) what television programs their child was
allowed to watch, (3) when their child does homework, and (4) for how long their child
is allowed to use the Internet or play video games. For each item, parents could choose
between the following categories: 0, parents decide without checking with their child; 1,
parents decide after discussing things with their child; 2, parents and child together make
the decision; 3, the child decides after discussion with his or her parents; and 4, the child
decides without discussion with his or her parents. For each item, the responses were
categorized as follows: 0, authoritarian; 1, authoritative; and 2, permissive.
Control variables (student level)
Gender. Boys were coded as 0, and girls were coded as 1.
Academic efficacy. The students’ academic efficacy was measured using a scale based on
the Patterns of Adaptive Learning Scales (Midgley et al., 2000). Students were asked to
indicate whether they were confident that they were competent to do their class work on
a five-point Likert scale ranging from 1 (“does not apply at all”) to 5 (“applies completely”).
Example items included the following: “I’m certain that I can master the skills taught in
class this year” and “I can do almost all the work in class if I don’t give up.” Cronbach’s
alpha of the scale was .84.
Migrant status. Students’ migrant status was based on CBS data from the Municipal
Administration registers. The register data were coded as the following: 1, native-born
citizens; 2, first-generation migrant citizens; and 3, second-generation migrant citizens.
These were recoded as 0 = “natives” (category 1) and 1 = “non-natives” (categories 2 and 3).
Control variables (school level)
School denomination. The denomination of the school was based on data from the Dutch
Education Executive Agency (DUO) and coded as 0 for public schools and 1 for private
government-funded schools. Most private government-funded schools are Catholic or
Protestant schools, all of which receive the same government funding as public schools.
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Urbanization. The degree of urbanization was based on the classification used by the
Dutch Education Executive Agency (DUO) and coded as 0 for low urbanization, 1 for
average urbanization, and 2 for high urbanization.
Analyses
A stepwise multilevel analysis was used to examine the effect of school and student
background variables on the students’ societal involvement at student and school levels.
The models were estimated using SPSS 24 with hierarchical linear modeling methods
and maximum likelihood estimates for societal involvement. Six separate models were
estimated systematically in which variables were added in steps for each consecutive
model. First, to determine the necessity for multilevel analyses, the intraclass correlation
coefficient (ICC) was estimated in the null model (model 0). In model 1, gender (boy/girl),
ethnicity (native/non-native) and self-efficacy as a personal factor were added as control
factors. In model 2, the parental factors income, occupational status, parental education,
and parenting styles were added. In model 3, to examine the relation between an open
climate and societal involvement, teacher-student and student-student relationships were
added to this model. In the fourth model, the interaction effects of parental education and
student-student and teacher-student relationships were estimated (model 4). Finally, to
examine and account for possible differences between schools, the student-student and
teacher-student relationships were aggregated at a school level, and school denomination
and urbanization were added to the analyses to control for school differences (model 5). For
each model, both the proportional reduction in total variance R21 and the residual variance
of the group means R22 were estimated (Snijders & Bosker, 2012). The log-likelihood model
estimation was used to determine whether adding variables improved the model, with
a chi-square test to assess whether the differences between models were statistically
significant. Effect sizes were calculated by standardizing the estimates.
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Results
Table 2.1 shows the six estimated models for student societal involvement. Adding
variables to the models resulted in an increase in proportional variance. Each of the
models 0–5 explained more variance than the baseline model at a statistically significant
level. However, a comparison of the subsequent models revealed that models 4 and 5
did not add substantially to model 3. Because the hypothesized interaction effects were
modeled in model 4, these models remained in the analysis.
As table 2.1 shows, more positive relationships with teachers were associated with higher
levels of involvement in society (.089). Furthermore, students from higher educated parents
who experience a positive teacher-student relationship are relatively more involved in
society than students from lesser educated parents (.100). Moreover, concerning studentstudent relationships, both individual perceptions (.062) and average perceptions on the
school level (.272) had a positive effect on students’ societal involvement. No significant
interaction effect was found between student-student relationship and level of parental
education.
In general, students with higher educated parents were more involved in society than
those from lower educated parents (.177). Furthermore, students with high-income parents
were more involved in society than those with low-income parents (.095). Students with
both parents working were less involved in society than students with unemployed
parents (-.230). Parenting style was unrelated to societal involvement.1
Finally, girls on average were more involved than boys (.299), and non-native students
were more involved than native Dutch students (.320). Moreover, academically effective
students were more involved in society than those with lower academic self-efficacy (.161).
Because academic self-efficacy can, to a certain extent, also be regarded as an indication of
academic competence, this finding indicates that students who are more confident about
their level of competence are also more involved in society than their less competent
peers. The findings also indicate that students in schools located in dense, urban areas
are on average more involved in society than those in schools of less dense areas (.290).

1

Correlations between the variables are presented in table C (see Appendix).
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Table 2.1: Standardized effects of multilevel regression on societal involvement
SOCIETAL
Variables
INVOLVEMENT
Constant
Gender student (ref=boy)
CONTROL
Girl
Generational background (ref=native)
Non-native
Self-efficacy
PARENTS
Occupation (ref=no work)
One parent works
Both parents work
Income (ref=lower)
Middle
High
Education parents (ref=lower)
Middle education
Higher education
Parenting: time home (ref=authoritarian)
Permissive
Authoritative
Parenting: watch television programs (ref=authoritarian)
Permissive
Authoritative
Parenting: homework autonomy (ref=authoritarian)
Permissive
Authoritative
Parenting: Internet/video games (ref=authoritarian)
Permissive
Authoritative
RELATIONSHIPS Student-student relationships
Teacher-student relationships
INTERACTION
Student-student relationships * education parents middle
Student-student * education parents higher
Teacher-student relationships * education parents middle
Teacher-student relationships * education parents higher
SCHOOL LEVEL
School student-student relationships
School teacher-student relationships
Urbanization (ref=low)
Average urbanization
High urbanization
Denomination (ref=non-denominated)
Denominated
ICC
R21
R22
Note: Parameters in bold indicate significant effects with p<.05
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M0
B(SE)
.037 (.045)

M1
B(SE)
-.172 (.041)

M2
B(SE)
-.101 (.153)

M3
B(SE)
-.097 (.151)

M4
B(SE)
-.093 (.151)

M5
B(SE)
-.095 (.158)

.309 (.029)

.302 (.029)

.302 (.029)

.301 (.029)

.299 (.029)

.320 (.048)
.205 (.015)

.317 (.050)
.194 (.015)

.337 (.049)
.162 (.015)

.335 (.049)
.163 (.015)

.320 (.049)
.161 (.015)

-.184 (.102)
-.250 (.089)

-.171 (.100)
-.240 (.088)

-.167 (.101)
-.242 (.088)

-.157 (.101)
-.230 (.088)

.013 (.038)
.079 (.045)

.015 (.037)
.093 (.045)

.016 (.037)
.095 (.045)

.015 (.037)
.095 (.045)

.010 (.041)
.169 (.044)

.010 (.041)
.182 (.044)

.008 (.041)
.181 (.044)

.009 (.041)
.177 (.043)

.044 (.358)
.110 (.060)

.072 (.353)
.101 (.060)

.075 (.353)
.101 (.059)

.063 (.353)
.104 (.059)

-.199 (.093)
-.032 (.089)

-.178 (.091)
-.021 (.088)

-.167 (.091)
-.016 (.088)

-.174 (.091)
-.015 (.088)

.008 (.104)
-.090 (.103)

-.030 (.103)
-.108 (.102)

-.035 (.102)
-.113 (.102)

-.039 (.103)
-.116 (.102)

.096 (.070)
.085 (.063)

.089 (.069)
.077 (.062)
.024 (.015)
.143 (.015)

.091 (.069)
.076 (.062)
.065 (.031)
.089 (.030)
-.041 (.045)
-.063 (.044)
.039 (.044)
.101 (.043)

.091 (.069)
.075 (.062)
.062 (.031)
.089 (.030)
-.041 (.039)
-.063 (.039)
.040 (.038)
.100 (.037)
.272 (.133)
.098 (.118)
-.009 (.061)
.290 (.085)
-.077 (.060)

9%
9%
7%

12%
8%

14%
18%

14%
18%

16%
18%
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Conclusion and discussion
This chapter investigated the extent to which positive student-student and teacherstudent relationships contribute to the development of societal involvement in students.
Several Western countries developed policies that expect schools to promote students’
societal involvement as an element of citizenship promotion, especially with growing
concerns about eroding social cohesion and an ongoing shift from a welfare state toward
a more participatory society.
Our study indicated that an open climate—more specifically, a positive relationship
between the teacher and his or her students—can foster students’ societal involvement.
Our findings support the idea that students who perceive their teachers as caring,
understanding, and attentive listeners are better able and more willing to engage in
classroom activities. It is argued that when students feel safer in their classrooms, they
are likely to participate in class (Furrer et al., 2014; Hamre & Pianta, 2001; Hamre et al.,
2013; Wentzel & Brophy, 2014). Lawy and Biesta (2006) argued that as students discuss
democratic and social practices and become acquainted with them, they grow into their
role as citizens, and their societal involvement increases. International comparative
research has shown that students who experience open classroom climates also achieve
higher citizenship competence scores (Schulz et al., 2018). Our findings support the
existence of an accelerating effect of parental education on the relation between positive
teacher-student relationships and societal involvement. Although all students gain
from having a supportive and caring relationship with their teachers, this relationship is
stronger for students with higher educated parents than for those with lower educated
parents. In line with the hypothesized acceleration effect proposed by Campbell (2008),
this finding indicates that students from more advantageous backgrounds are more able
to benefit from an open climate as they are more experienced and better equipped to
partake in discussions on societal issues.
This chapter reveals that parental resources (indicated by the parental level of education,
employment, and income) are relevant predictors of student societal involvement. We have
simultaneously estimated the effects of parent SES and found that financial resources (as
based on official tax data) are positively related to student societal involvement. Moreover,
students with higher educated parents are more involved in society than students from
lower educated parents. A plausible explanation for these findings is that well-educated
parents are often more interested in discussions about political and societal issues and
engage in them more frequently (e.g. Jennings & Stoker, 2004; Verba et al., 1995; Yuen,
2014), which would imply that students from these families grow up in an environment
that is more conducive to becoming involved in society.
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Contrary to our expectations, the results also showed that children with unemployed
parents are more involved in society than children from families in which both parents
are employed. In general, parental unemployment is negatively related to their children’s
social and academic outcomes (e.g. Levine, 2011; Powdthavee & Vernoit, 2013; Sleskova
et al., 2006). Several reasons may have accounted for these findings. First, these effects
were measured simultaneously, and focusing on the effects of parental education and
income leaves only a positive effect for employment. That is, unemployed parents, when
controlled for income and parental education, are more involved and expected to have
more time to participate in society—for example, in their neighborhood—and thus
serve as role models for their children. As the three aspects of SES are correlated, the
reported effect may be influenced by a few atypical cases—particularly since the number
of students with unemployed parents is rather low (see table C in the Appendix). Finally,
a speculative explanation for the negative relation between parental social status and
their children’s societal involvement is the environment in which these students grow
up, such as how social problems affects their families’ everyday lives, motivates them to
become involved.
Furthermore, a positive association between student-student relationships and
student societal involvement was found, indicating that students with a more positive
orientation toward their fellow students tend to be more involved in society. Moreover,
at the school level, we found an even stronger association between student-student
relationships and societal involvement. This means that when students in a particular
class generally grade their relationships with their peers as good, they are more inclined
to be involved in society. This finding speaks to the necessity of student-student
relationships for active involvement, security, and motivation in class ( Johnson, 1981;
Rubin, Bukowski, & Parker, 1998; Slee & Skrzypiec, 2016). It should be noted that the
analyses were based on cross-sectional data, which do not allow for causal statements. A
longitudinal design or more qualitative data are required to gain a better understanding
of the mechanisms at play.
We were unable to find an association between parenting style and societal involvement.
It should be noted here that the categories were unequally distributed—most parents
indicated adopting an authoritative parenting style and lower numbers reported
authoritarian parenting and permissive parenting. Even though these subjects of
parenting and parenting styles informed democratic processes and decision making
at home, future studies should explore additional parenting subjects, possibly closer to
direct societal issues that might stimulate students to discuss these issues and in turn,
according to our argumentation, lead to greater societal involvement.
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To conclude, this chapter shows that both the relationship between students and
teachers and students’ relationships with their peers play important roles in stimulating
students to become involved in society. These relationships within the school confirm
our supposition that schools can contribute to societal involvement, which arguably
motivates students to participate in society. The association found between school,
student background, and student societal involvement adds weight to schools’ mission
to enhance active citizenship and highlights the importance of further research to
understand the mechanisms involved to increase our knowledge of effective schooling
and school improvement in the citizenship domain.

Chapter 3
The effect of teacher-student and
student-student relationships on
societal involvement in Dutch primary
and secondary schools

Based on: Wanders, F. H. K., Dijkstra, A. B. Maslowski, R., & Van der Veen, I. (submitted). The
influence of teacher-student and student-student relationships on societal involvement
in Dutch primary and secondary schools.

Abstract
The goal of this chapter is to examine the effect of teacher-student and studentstudent relationships on societal involvement in Dutch primary and secondary
schools. Studying differences in the effect of teacher-student relationships and
student-student relationships among students from various parental backgrounds
on societal involvement provided the schools with additional opportunities to reduce
social inequalities between students. In two studies, multilevel analyses on the
COOL5–18 data were used for students age 12 and age 15 to investigate the relative and
lasting effect of teacher-student and student-student relationships from primary to
secondary school on societal involvement. In study A, 9,334 students from 1,036 classes
were included in the analyses. In study B, 934 students from 667 classes were included.
The results showed that teacher-student relationships are positively associated with
societal involvement. Moreover, positive teacher-student relationships were more
beneficial for societal involvement for students with parents from lower educated
backgrounds, which indicates that schools can compensate for inequalities between
students. The effects of teacher-student relationships on societal involvement in
primary school were also important in secondary school, further confirming the
importance of positive relationships between teachers and students. Student-student
relationships were found to be unrelated to societal involvement in both primary and
secondary school.

Keywords: teachers, schools, parents, peers, societal involvement, inequality.
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Introduction
The current concerns about the erosion of social cohesion and active participation in
society give rise to a growing interest in enhancing active citizenship and encouraging
harmonious coexistence in Western societies (Eurydice, 2017; Jansen, Chioncel, & Dekkers,
2006). In the Netherlands—as in many other countries (Keating, 2014)—schools have an
obligation to improve active citizenship and social integration (Dijkstra, De La Motte,
& Eilard, 2014). The role of schools is to stimulate their students’ willingness and ability
to become responsible citizens. This includes the ability and willingness to support the
central democratic values of society and to contribute to the welfare of their families,
communities, and society. To motivate and enable students to participate in society,
schools can teach citizenship curricula and create an environment conducive to the
stimulation of citizenship and societal participation (Geboers et al., 2013). Since actual
opportunities for societal participation are limited for children in primary school, we will
mainly focus on the school’s impact on societal involvement. Societal involvement refers
to the perceived importance and affection toward society and societal issues, which have
a bearing on children’s societal involvement later in life.
Earlier research shows that the school’s contribution toward the promotion of citizenship
and societal participation is, for the most part, explained by an environment that
provides students with a climate where there is room for discussion, dialogue, and
positive interpersonal relationships between students and teachers (Geboers et al., 2013;
Keating & Janmaat, 2016). Positive relationships between teachers and students and
among students contribute to an open and safe climate in which students encounter
a microcosm of society and its diversity through their interactions with other people;
develop opinions, interests, and commitment; and learn to relate to society and societal
issues (Campbell, 2008; Isac et al., 2014; Wentzel, 2016). These interpersonal relationships
between teachers and students and among students are central to this chapter. These
are some of the conditions of an open climate that contributes to the acquisition of
citizenship competences.
We are also interested in studying the extent the postulated effect of these relationships
works for students from different social backgrounds. As shown by a large number of
studies, students’ social background plays an important role in the extent to which they
benefit from education, and there appear to be differences between students from various
social environments with regards to the domain of citizenship as well (Campbell, 2008;
Hooghe & Dassonneville, 2011; Langton & Jennings, 1968 Neundorf et al., 2016). These
differences in educational effects between students make it useful to examine whether
the effects of relationships between students and teachers on societal involvement are
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different for students with various social backgrounds and if some groups benefit more
from these relationships than others. Since students are socialized differently in their
respective families, students from more advantaged backgrounds may benefit either more
or less from a good relationship with their teachers and peers (Campbell, 2008; Langton &
Jennings, 1969 Neundorf et al., 2015), depending on the underlying mechanism. Parental
education, for example, is associated with a child’s societal involvement, mainly because
higher educated parents are more committed and have the resources to participate in
society (Gesthuizen & Scheepers, 2011). It can be assumed that students who have more
advantages to begin with benefit more from the effect of a positive climate than less
advantaged students. As these students are more experienced—having parents who are
often more experienced and committed—these students are more able to benefit from
positive relationships with their teachers and peers. Conversely, students with fewer
competences at the outset of their scholastic career could benefit more from a positive
environment and compensate for their initial disadvantage. In other words, it is possible
that the effects of relationships between students and teachers either accelerate or
compensate for differences among students from various social backgrounds (Campbell,
2008).
Finally, by focusing on the competences necessary for citizenship, we expect that civic
knowledge is positively associated with higher levels of societal involvement. Students
with a higher level of civic knowledge are more likely to participate in discussions, more
likely to develop their own views on society, and have a better opportunity to interact
and discuss societal issues (e.g. Delli Carpini & Keeter 1996; Lawy & Biesta, 2006; Niemi
& Junn, 1998; Torney-Purta, 2002a; Verba et al., 1995). Civic knowledge is thus positively
associated with societal involvement. As civic knowledge is positively associated with
opportunities and abilities to interact with social issues, which positively stimulates
societal involvement, it is also likely students with more civic knowledge benefit more
from teacher-student and student-student relationships. As these students with greater
civic knowledge are more likely to participate, they are also more likely to benefit from
teacher-student and student-student relationships as conditions for an open climate in
which students participate in discussions. The effect of teacher-student and studentstudent relationships is therefore expected to be stronger for students with higher levels
of civic knowledge.
In sum, to explore the role of the school in enhancing societal involvement, this chapter
examines the extent to which relationships between teachers and students, indicated
by well-being around teachers, stimulate societal involvement. Furthermore, it examines
the extent to which relationships between students, indicated by well-being around
classmates, are related to societal involvement in Dutch primary schools. We further
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examine to what extent these relationships in primary school stimulate societal
involvement in secondary school. This allows us to obtain a better understanding of the
lasting effect of the relationships in primary school. We also study the extent to which
civic knowledge relates to societal involvement in both primary and secondary school
and whether knowledge obtained in primary school is related to societal involvement
in secondary school. In addition, we assess to what extent knowledge influences the
effectiveness of teacher-student and student-student relationships. Finally, this chapter
investigates if these teacher-student relationships compensate or accelerate differences
in societal involvement by focusing on differences in the effect of civic knowledge and
parental education on these relationships.
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Theoretical framework
Enhancing students’ involvement in society motivates them for their role as future citizens
and to become active members of society. Societal involvement comprises the perceived
relevance or importance of societal issues and topics, which is often based on individual
values and interests (Dijkstra et al., 2004; Zaichkowsky, 1985; Zaichkowsky, 1994). Societal
involvement encompasses students’ understanding of the importance or impact of these
issues on themselves or others. It motivates a willingness to participate (Ekman & Amnå,
2012; Martin & Van Deth, 2007), which is necessary if students are to function as citizens.
In contrast to other studies (e.g. Brady et al., 1995; Lupia & Philpot, 2005; Torney-Purta &
Amadeo, 2003; Van Deth, 2000), our conceptualization of involvement does not imply
active behavior; instead, we see it as a motivational factor. Societal involvement entails
student attitudes, the appreciation, and understanding of other people and societal issues
necessary for active participation.
Teacher-student relationships and student-student relationships
As we have seen, adolescents develop their attitudes toward societal participation partly
through their interactions with other people, and schools can stimulate this by creating
an open climate in which students are willing and able to interact and discuss societal
issues. Teacher-student relationships play a central role in creating such a climate where
there is room for sociopolitical discussion (Campbell, 2008; Fraser, 1991; Isac et al., 2014;
Loukas, 2007). Positive relationships with teachers are important indicators of an open
climate. Positive relationships with teachers encourage students to have a democratic
voice (Torney-Purta et al., 2001), to feel free and safe, to be able to discuss and form
opinions about their own ideas and those of others, and to engage in citizenship practices
(Dijkstra et al., 2015; Geboers et al., 2013; Keating & Janmaat, 2016). Students who enjoy
a better relationship with their teachers are more likely to freely discuss their ideas,
are more willing to engage in discussions and citizenship practices at school, and are
then more likely to become engaged with societal issues. The perception of teachers as
being fair, caring, and open to discussion stimulates the participation within—and even
outside—the classroom (Flanagan et al., 2007; Midgley, Feldlaufer, & Eccles, 1989; Murdock,
1999; Roeser, Midgley, & Urdan, 1996). As Flanagan and colleagues (2007) argue, if teachers
set the standards for respect, equality, and civility, they create a climate promotive of
civic learning.
The type of relationships among students is also a condition for an open climate.
Positive student-student relationships can enhance feelings of safety and stimulate
the willingness and motivation to participate in class (Baker et al., 2008; Hamre &
Pianta, 2001; O’Conner et al., 2011; Wentzel, 1998) and enhance academic achievement
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(Roseth, Johnson, & Johnson, 2008). As such, it can also be assumed that students
with positive relationships with their fellow students are more likely to participate
in discussions and dialogues in class, which increases opportunities for promoting
involvement in societal issues. The nature of student-student relationships can
be different from that of teacher-student relationships. Positive student-student
relationships, for instance, do not necessarily have a positive effect on creating an
open environment and can be disruptive and less stimulating in class (e.g. Blank
& Shavit, 2016; Guo, Piasta, Justice, & Kaderavek, 2010; Howes, 2000; Johnson et
al., 1981). In addition to individual perceptions of relationships with teachers and
other students, effects at the classroom level could also be expected: The better the
relationships among students and between students and their teacher(s), the more
these students will be involved and actively participate in classroom exchanges and
citizenship activities. Thus, the expectation is that students in classes with more
positive teacher-student relationships will become more involved than students in
classes in which these relationships are less positive.
Compensation or acceleration effect
With respect to students’ socioeconomic background, some grow up in a home
environment in which parents are more involved with society ( Jennings & Stoker,
2004; Pfaff, 2009; Yuen, 2014), are more interested in society (Verba et al., 1995), and
engage more often in discussions about societal issues (Brady et al., 1995; Yuen 2014).
Children from higher educated families are more likely to practice democratic behavior
and discuss societal issues and are more likely to grow up in a climate where there is
room for discussion and where resources are available that enable them to develop as
citizens (Bouissou & Tap, 1998; Brady et al., 1995; Hemmerechts, Agirdag, & Kavadias,
2017; Yuen, 2014). As we have seen, the extent of these background differences between
students affect the learning opportunities within the school is unclear. If schools have
a compensatory effect, students from lower social backgrounds should benefit more
from an open school climate than more advantaged students, who will benefit relatively
less from the positive effects of their relationships with teachers and peers due to their
favorable starting position. This argument is consistent with findings from several studies
showing such a compensatory effect (Campbell, 2008; Hooghe & Dassonneville, 2011;
Langton & Jennings, 1968; Neundorf et al., 2016). An acceleration effect, on the other
hand, refers to a situation in which students from higher social backgrounds benefit
more from having a good relationship with their teachers and peers than other students,
as they are more familiar with discussing sociopolitical issues, are more likely exposed
to an environment in which these topics are discussed, and are therefore better able to
participate in the discussions in such an open climate.
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Civic knowledge
Finally, we expect civic knowledge is positively associated with societal involvement.
Students with more civic knowledge are more able and likely to participate in discussions,
they are more likely to develop their own views on society, and have a better opportunity
to interact and discuss societal issues (e.g. Delli Carpini & Keeter 1996; Lawy & Biesta,
2006; Niemi & Junn, 1998; Torney-Purta, 2002a; Verba et al., 1995). Civic knowledge is
thus positively associated with societal involvement. It seems likely that differences in
knowledge of societal issues and citizenship also influence the benefits that students reap
from positive relationships in the classroom. Having more knowledge about politics and
society shapes the students’ opinions (Delli Carpini & Keeter 1996; Niemi & Junn, 1998;
Verba et al., 1995) and enhances participation within and outside the classroom (Cohen
& Chaffee, 2013; Lawy & Biesta, 2006; Torney-Purta, 2002b), enabling the best possible
use of the learning opportunities of a positive environment. It is therefore expected that
students who are more knowledgeable about societal issues are more willing and able to
participate in classroom discussions, increasing the likelihood that they become more
involved in societal issues.
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Methods
Research design
This chapter focuses on examining the extent to which teacher-student and student-student
relationships and civic knowledge relate to societal involvement in primary education, the
analysis of which is the main topic of the first part (study A). The second part (study B),
additionally focuses on the extent to which these primary school relationships and civic
knowledge have a lasting effect on societal involvement in secondary school, including
a longitudinal element. In addition, study B investigates school relationships effect on
societal involvement at the second stage of students’ school careers in secondary education.
In study A, we examine to what extent teacher-student relationships and student-student
relationships enhanced societal involvement in primary school. Besides the perceived
relationship with teachers and peers, we explore to what extent teacher-student
relationships and student-student relationships in the classroom influence societal
involvement. Next, we determine to what extent the teacher-student relationships and
student-student relationships compensate for or accelerate the inequalities concerning
societal involvement between students from families with differing parental education
levels. Finally, we examine the relation between civic knowledge and societal involvement
and to what extent the effect of teacher-student relationships and student-student
relationships on societal involvement related to civic knowledge.
Study B presented below assesses to what extent these effects on societal involvement
in primary school have a lasting effect on involvement later in secondary school and to
what extent the effects in primary school have a lasting effect on future involvement
in secondary school. The study also examines the effects of the relationships in primary
school compared to those in secondary school.
Data
This chapter used data on two cohorts of COOL5–18, a large-scale longitudinal study
conducted in the Netherlands. It must be noted that the non-representative total sample
in the COOL5–18 data was used to include a larger number of students. However, since
the central focus of this study is to examine the relations between these factors, and it
is important that there is enough differentiation on the distribution of the variables, the
general representation of the variables is less important for these studies (see Dijkstra et
al., 2015; Peetsma et al., 2001).
For study A, data on children aged 12 in their final year of primary school (grade six)
from two consecutive cohorts, with measurements taken in 2007/2008 and 2010/2011,
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were used. The second round of data collection occurred in the third year of secondary
school (grade nine), with children aged 14–15. The first COOL cohort (Driessen et al., 2009)
comprised 11,609 students in the last year of primary education from 550 schools, while the
second cohort (Driessen et al., 2012) comprised 12,185 students from 406 schools. Schools
could decide to participate in either a citizenship questionnaire, an English test, or both.
We combined both primary school cohorts, on which data were available concerning the
citizenship questionnaire, including 10,596 sixth-grade students. After excluding students
for which data on the central variables was lacking, a dataset of 9,334 students remained.
For study B, a second data wave in secondary school was used, in which 492 students of the
first cohort and 130 students of the second cohort completed the citizenship questionnaire
and participated in both primary and secondary school. This resulted in a total sample of
622 students. The high attrition between primary and secondary education has two main
reasons. First, it is because a relatively large number of schools did not participate in the
collection of citizenship competence data. Furthermore, many students from one primary
school transitioned to multiple secondary schools, and many of these secondary schools
did not agree to participate for various reasons. This made a follow-up questionnaire for
students at these secondary schools not possible. To examine the differences between the
students who participated in both primary and secondary school (target) and students
who participated only in primary school (non-target), the variables used in the estimated
models were compared between these target and non-target students. Table 3.1 shows
that there were no significant differences between the two groups on most variables,
except for three small significant ones: More target students participated in the second
cohort than the first cohort (d=.144), higher societal involvement was found in the target
group compared to the non-target group (d=.037), and more native Dutch students
participated in the target group than in the non-target group (d=.075). The consequences
of the attrition between both studies are therefore expected to be limited as there were
no differences for the variables related to the mechanisms that are central to our analyses:
teacher-student and student-student relationships.
Variables
Dependent variable
Societal involvement. Societal involvement included nine items from a citizenship
questionnaire measuring different attitudes toward citizenship-related topics that are
considered relevant for students in primary and secondary education (Ten Dam et al.,
2011). Students responded to different statements by answering the question “How well
does this apply to you?” on a four-point scale (1=does not apply at all to 4=completely
applies). This scale measures the students’ attitude about understanding and appreciating
relationships with others and societal issues. Statements included were “It’s important
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to learn something about other cultures,” “It’s important that children and other youth
contribute to a righteous world,” and “I’m curious how people in other countries live.”
These coinciding statements determined whether students consider these social issues
important. Factor analyses showed an explained variance of 69%, with factor loadings of
all items above .40 and a reliability of α=.85 on one factor in study A and 60% variance
with factor loadings of all items above .40 with a reliability of .81 in the B study.
Table 3.1: Comparison of target (N=9,334) and non-target students (N=934)
Min

Max

Mean1

SD1

Mean2

SD2

Mean diff

SE

1

2

1.510

.500

1.500

.016

.010

.017

Education parents

1

2

1.741

.438

1.761

.427

.020

.019

Ethnicity

0

1

.236

.424

.161

.367

.075

.013

Cohort

1

2

1.346

.476

1.490

.500

.144

.017

Societal involvement

1

4

2.987

.460

2.950

.432

.037

.016

Knowledge

0

1

.776

.163

.776

.157

.000

.005

Teacher-student relationships

1

5

4.185

.639

4.195

.609

.010

.021

Gender

Student-student relationships

1

5

3.710

.654

3.742

.596

.032

.021

Teacher-student relationships
(class)

0

100

71.056

17.216

69.863

20.450

1.193

.837

Student-student relationships
(class)

0

100

38.340

23.229

38.701

24.514

.361

.602

Note: Parameters in bold indicate significant effects with p<.05.

Independent variables
Teacher-student relationship. The students’ perception of the teacher-student relationship was
measured with a scale consisting of seven items (Peetsma et al., 2001) in both primary and
secondary school. Students were asked to respond to statements about their relationship with
their teacher, including statements about questions on the teacher’s openness (“I can talk about
my issues with my teacher”), empathy (“Teachers understand me”), quality of the relationship
(“I have good contact with my teacher”), and feelings of safety (“I feel comfortable around my
teacher”). They indicated their responses on a five-point scale (1=does not apply at all to 5=applies
perfectly). The negatively formulated statement, “I would rather have another teacher” was
positively recoded. In study A, teacher-student relationships had an α of .82 and an explained factor
variance of 49%, and in study B, it had an α of .83 and an explained factor variance of 50%.
Classroom teacher-student relationships were calculated as the mean score of the students in
the class, based on the individual scores.
Student-student relationships. The student-student relationship variable was measured
in both primary and secondary school, with six statements to which students could
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respond on a five-point scale (1=does not apply at all to 5=applies perfectly) to reflect their
perception of their relationship with their classmates, measuring, for example, contact
frequency (“I have a lot of contact with my classmates”), quality of the relationship (“I get
along with my classmates”; “I like to hang out with my classmates”), and general opinions
(“We have a nice class”). Two negatively formulated questions— “I would rather be in
another class” and “I feel alone in my class”— were positively recoded. The first cohort
had an α of .84 and an explained factor variance of 57% and the second cohort an α of .85
and an explained factor variance of 58%. Student-student relationships were conceived
as the mean score of the students in the class, based on the individual scores.
Civic knowledge was measured in both primary and secondary school by presenting the
students with multiple-choice items measuring their knowledge of a variety of citizenship
practices that are considered meaningful to students: acting democratically, acting in a
socially responsible manner, dealing with conflicts, and dealing with differences (Ten
Dam et al., 2011). One example of such an item is “All children have a right to: (a) an
allowance, (b) choose who they want to live with, (c) education.” Another is “Your teacher
is looking for five students to organize a school party. How can these students be chosen
in a democratic fashion?”—with possible answers being: (a) the teacher chooses five
students who are good at organizing; (b) the teacher has the class vote on who will be
allowed to do this; (c) the teacher closes his or her eyes and points to five students.”
The proportion of correct answers was calculated. For a more detailed description, we
refer to the technical reports on the COOL5–18 data (Driessen et al., 2009; Driessen et al.,
2012; Zijsling, 2012; Zijsling, Keuning, Kuyper, Van Batenburg, & Hemker, 2009) and the
citizenship questionnaire by Ten Dam and colleagues (2011).
Control variables
The background variables included as control variables were taken from the COOL5–18
study and were initially provided by the school administrations (Driessen et al., 2009).
Parental education was recoded to a dichotomous variable: parents with a lower level of
education (0) and parents with a higher level of education (1). The first category included
all parents having completed lower vocational education; the second was comprised of
all parents with a higher level of education.
Gender was coded dichotomously with male=0 and female=1.
Ethnicity was coded as 0=native and 1=non-native, with the country of birth of the mother
being the distinguishing factor.
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Analyses
To examine the extent to which relationships with teachers and classmates relate to
societal involvement in primary and secondary school, we used SPSS 24 to conduct
multilevel regression analyses with maximum likelihood estimations distinguishing the
class and student levels. Multilevel regression analyses were performed to account for
the nesting of the data. In study A, the class ratio was 9.01 with 9,334 students from 1,036
classes. In view of the transition between primary and secondary school in study B, the
smaller 1.4 student-class ratio (622 students in 444 classes) was to be expected. This low
ratio is not expected to lead to biased or inaccurate estimates since our sample size at
the individual and classroom level is sufficient (Hox & Maas, 2006). Log-likelihood model
estimations were used to examine whether adding variables improved the model. Using
a chi-square test, we assessed whether the differences between models were statistically
significant. Effect sizes were calculated by standardizing the estimates. To understand to
what extent student and teacher relationships relate to societal involvement in primary
school and to examine both the lasting (and relative) effects primary school has on
societal involvement in secondary school, we conducted two series of analyses: study A
and study B.
Study A: Societal involvement in primary school
In study A, a null model (model 0) without predictors and with societal involvement as
the only dependent variable was estimated, showing a significant ICC of 12.3 % variance
ascribed to the class-level at primary schools. In model 1, the control variables (gender,
ethnicity, parental education, and cohort) were added simultaneously to the empty model,
to control for possible differences between the combined cohorts in the analyses. In model
2, to what extent an open climate relates to societal involvement at age 12 was examined
by simultaneously adding teacher-student and student-student relationships to the
model. In model 3, interactions between parental level of education and both teacherstudent and student-student relationships were added to investigate the presence of a
compensatory or acceleratory effect on student background. In model 4, civic knowledge
was added to examine its direct effect. Model 5 added the interaction between civic
knowledge and teacher-student and student-student relationships to examine whether
the association between teacher-student and student-student relationships and societal
involvement depends on students’ level of civic knowledge. In model 6, students’ individual
perceived climate variables and the teacher-student and student-student relationships in
the classroom were simultaneously added.
Study B: Societal involvement in secondary school
In the second series of estimations, the null model showed an ICC of 19% at class-level
in secondary school. In this second series, models 1 to 6 were estimated in the same way
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as in the first series, using societal involvement in secondary school as the dependent
variable, to examine the lasting effect of the relationships between students and teachers
in primary school on societal involvement at age 15. In model 7, all secondary school
factors, measured in secondary school, were added to examine their relative effect on
societal involvement at age 15.
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Results
Analyses A: Societal involvement in primary school
Table 3.2 summarizes the standardized results of the multilevel analyses on societal
involvement in primary school. All models showed significant improvement compared
to the previous model, with the exception of the final model in which class-level teacherstudent and student-student relationships were added. Teacher-student relationships
showed a significant positive relation to societal involvement (.181), and student-student
relationships had no significant association with societal involvement. At the class-level,
both variables were unrelated to societal involvement. Civic knowledge was positively
related to societal involvement (.225). There was no significant interaction between civic
knowledge and parental education. The interaction for teacher-student relationships
showed a negative significant interaction with parental education (-.059), indicating
that students with parents with a higher level of education benefit less from having
good teacher-student relationships than students with parents with a lower level of
education. Finally, with respect to student background factors, girls showed more societal
involvement than boys (.195), as did students with parents with a higher level of education
(.085) in relation to those with more modestly educated parents, and non-native students
(.425) in relation to native students. Finally, students from the second cohort were slightly
less involved than the first cohort students.
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Table 3.2: Standardized effects on societal involvement in primary school
SOCIETAL
INVOLVEMENT

Variables
Constant

CONTROL

Gender student (ref=boy)
Girl
Education parents (ref=lower)
Higher education
Generational background (ref=native)
Non-native
Cohort (ref=cohort 1)
Cohort 2

RELATIONSHIPS

Teacher-student relationships
Student-student relationships
Knowledge

INTERACTIONS

Teacher-student relationships * education parents
Student-student relationships * education parents
Knowledge * teacher-student relationships
Knowledge * student-student relationships

CLASS-LEVEL

Class teacher-student relationships
Class student-student relationships

MODEL

Model fit
Improve fit
Difference df
ICC

Note: Parameters in bold indicate significant effects with p<.05.

Analyses B: Societal involvement in secondary school
Table 3.3 summarizes the results of the analyses concerning societal involvement in secondary
school, including both the lasting and the relative effects of the primary school outcomes. All
models showed significant improvement compared to the previous model, with the exception
of model 5, which added class-level teacher-student and student-student relationships.
The lasting effect of the primary school factors at age 12 on societal involvement at age 15
was first examined, disregarding the secondary school factors in model 6. Teacher-student
relationships at age 12 still had a positive association with societal involvement at age
15 (.166), and civic knowledge (.104) was also positively related to societal involvement
at age 15. The interaction between parental education and teacher-student and studentstudent relationships was not significant and neither was the interaction between civic
knowledge and these relationships. Finally, classroom teacher-student and studentstudent relationships were also unrelated to societal involvement.
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M0
B (SE)

M1
B (SE)

M2
B (SE)

M3
B (SE)

M4
B (SE)

M5
B (SE)

M6
B (SE)

.002 (.015)

.274 (.035)

.250 (.033)

.248 (.033)

.291 (.032)

.291 (.033)

.292 (.033)

.292 (.018)

.251 (.018)

.260 (.018)

.195 (.018)

.195 (.018)

.195 (.018)

.167 (.023)

.161 (.022)

.161 (.022)

.085 (.022)

.085 (.022)

.085 (.022)

.385 (.026)

.388 (.025)

.387 (.025)

.425 (.025)

.425 (.025)

.425 (.025)

.066 (.029)

.095 (.028)

.095 (.028)

.113 (.028)

-.114 (.028)

-.112 (.028)

.251 (.010)

.208 (.018)

.174 (.018)

.178 (.018)

.181 (.018)

.052 (.009)

.071 (.018)

.062 (.018)

.059 (.018)

.058 (.018)

.224 (.009)

.225 (.009)

.225 (.009)

-.058 (.021)

-.062 (.020)

-.059 (.021)

-.059 (.021)

.026 (.021)

.019 (.020)

.016 (.021)

.016 (.021)

.008 (.009)

.008 (.009)

-.008 (.009)

-.008 (.009)
-.022 (.023)
.039 (.053)

29,472.08

29,007.04

28,241.59

28,233.51

27,663.48

27,662.06

27,660.89

465.04

765.45

7.08

570.03

1.42

1.17

5

2

2

3

2

2

12.3%

After adding the secondary school variables in model 7, we found a positive effect of
teacher-student relationships in secondary school on societal involvement at age 15
(.441). Teacher-student relationships at age 12 were also still positively related to societal
involvement (.128). Civic knowledge at age 12 is unrelated to societal involvement at
age 15, where there is a positive relation between civic knowledge at age 15 and societal
involvement (.198). All interactions with parental education for both age 12 teacherstudent and student-student relationships and civic knowledge were unrelated to societal
involvement at age 15. Finally, parental education was unrelated to societal involvement
at age 15, girls were more involved than boys (.138), and non-native students reported
more involvement than native students (.452). The students in the second cohort were
less involved at age 15 than those in the first cohort (-.215).
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Table 3.3: Standardized effects on societal involvement in secondary school
SOCIETAL
Variables
INVOLVEMENT
Constant
PRIMARY SCHOOL
Gender (ref=boy)
Girl
Education parents (ref=lower)
Higher Education
Ethnic background (ref=native)
Non-native
Cohort (ref=cohort 1)
Cohort 2
Teacher-student relationships
Student-student
relationships
Knowledge
INTERACTIONS
Teacher-student relationships *
education parents
Student-student relationships *
education parents
Knowledge *
Teacher-student relationships
Knowledge *
Student-student relationships
CLASS-LEVEL
Class teacher-student relationships
Class student-student relationships
SECONDARY SCHOOL
Teacher-student relationships
Student-student relationships
Knowledge
INTERACTIONS
Teacher-student relationships *
education parents
Student-student relationships *
education parents
Knowledge *
Teacher-student relationships
Knowledge *
Student-student relationships
CLASS-LEVEL
Class teacher-student relationships
Class student-student relationships
MODEL

Model fit
Improvement fit
Difference df

ICC
Note: Parameters in bold indicate significant effects with p<.05.
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M0
B (SE)
.007 (.042)

M1
B (SE)
.418 (.140)

M2
B (SE)
.384 (.138)

M3
B (SE)
.383 (.138)

M4
B (SE)
.333 (.139)

M5
B (SE)
.326 (.139)

M6
B (SE)
.321 (.138)

M7
B (SE)
.286 (.120)

.257 (.078)

.252 (.077)

.245 (.077)

.212 (,078)

.209 (.078)

.209 (.078)

.138 (.070)

.150 (.080)

.145 (.080)

.146 (.079)

.096 (.082)

.095 (.082)

.104 (.082)

.051 (.071)

.382 (.103)

.389 (.102)

.391 (.102)

.398 (.101)

.398 (.101)

.371 (.101)

.452 (.089)

-.117 (.012)

-.163 (.100)
.154 (.040)
.059 (.040)

-.159 (.100) -.180 (.099) -.180 (.099) -.163 (.099)
.217 (.054) .203 (.054) .196 (.054) .166 (.057)
.060 (.053) .063 (.055) .059 (.055) .085 (.048)

-.215 (.088)
.128 (.050)
.089 (.051)

.138 (.079)

.095 (.041)
.128 (.079)

.099 (.042)
.114 (.083)

.104 (.042)
.123 (.083)

.031 (.039)
.104 (.072)

-.001 (.079)

-.018 (.079)

-.011 (.082) -.004 (.082) -.004 (.072)
.025 (.042)

.026 (.042)

.006 (.037)

.019 (.040)

.016 (.040)

.023 (.034)

.133 (.072)
-.237 (.135)

.007 (.063)
-.142 (.118)
.441 (.035)
-.002 (.036)
.198 (.039)
.056 (.070)
-.086 (.075)
-.018 (.030)
.003 (.002)
.019 (.029)
-.003 (.037)

1,752.16

19%

1,724.69
27.47
5

1,704.02
20.67
2

1,700.76
3.26
2

1,695.53
5.23
3

1,694.87
.66
2

1,689.62
5.52
2

1,512.42
177.20
9
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Conclusion and discussion
To provide a better understanding of the role of the school in enhancing societal
involvement, the purpose of this chapter is threefold. First, we wanted to study to what
extent teacher-student and student-student relationships, as building blocks of a positive
and open climate, were associated with societal involvement. We estimated the effects
of teacher-student and student-student relationships at age 12 in primary school and
the lasting effects at age 15 in secondary school. Secondly, we examined to what extent
teacher-student and student-student relationships either compensate for or accelerate
differences between students from different social backgrounds. Finally, to understand
the role of civic knowledge in stimulating societal involvement, we examined its effect
on societal involvement and to what extent the association between teacher-student and
student-student relationships, on the one hand, and societal involvement, on the other
hand, was different for students with different levels of civic knowledge.
We found a positive association between teacher-student relationships and societal
involvement at ages 12 and 15. Positive teacher-student relationships at age 12 had a
positive effect on societal involvement in primary school, and it still had a unique small
effect on societal involvement in secondary school. In secondary school, positive teacherstudent relationships had a medium-sized effect. These findings support our assumption
that students who perceive their teachers as caring, understanding, and attentive are
more able and willing to participate in class because they feel safer and are more willing
and able to engage in discussions and ultimately become more socially involved (Furrer et
al., 2014; Hamre & Pianta, 2001; Hamre et al., 2013; Wentzel & Brophy, 2014). Teachers seem
to play an important role in creating the conditions for an open climate that is necessary
for students to participate, and develop societal involvement.
Student-student relationships, on the other hand, showed no effect on societal involvement
in both primary and secondary school. This finding does not coincide with our idea that
student-student relationships are positively related to feeling safe in class and that good
relationships with classmates enhance the willingness and ability to discuss issues affecting
society and participate in citizenship activities. As stated before, positive student-student
relationships do not necessarily stimulate a positive learning environment and can also
stimulate disruptive behavior and decrease motivation for active participation in class (e.g.
Blank & Shavit, 2016; Guo et al., 2010; Howes, 2000; Johnson et al., 1981). Some authors (e.g.
Dostie-Goulet, 2009) also state that the positive influence of friends becomes increasingly
important later in life. As adolescents age, it is expected that friends play a more important
role in their lives and may even become primary socializers, in addition to parents and
teachers (Berndt, 1982; Blyth & Traeger, 1988; Dostie-Goulet, 2009).
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As stated earlier, teacher-student relationships at age 12 appeared to be positively
associated with societal involvement later in life at age 15 as well. It appears that
teachers in primary school have a lasting influence on the societal involvement of
their students, stressing the importance of creating opportunities to discuss societal
issues in primary school. The relative positive effect of teacher-student relationships
at age 15 on societal involvement was stronger than the effect of such relationships
at primary school. When controlling for previous relationships, these secondary
school relationships proved stronger, indicating that teachers in secondary school also
make their own contribution to societal involvement. Nevertheless, teacher-student
relationships at primary school make a unique contribution toward involvement later
in life. This may also mean that students who hold more positive attitudes toward
their teachers in primary school will also have relationships that are more positive
with their teachers in secondary school. The effect of primary school in this respect is
slightly lower when adding secondary school effects. Good teacher-student experiences
in primary school stay with students throughout their first years in secondary school,
which positively stimulates their societal involvement.
Civic knowledge positively relates to societal involvement at ages 12 and 15. These findings
are consistent with earlier research into the relationship between social and political
knowledge and active participation in society (Cohen & Chaffee, 2013; Torney-Purta,
2002b; Torney-Purta & Vermeer, 2006). The results show that more civic knowledge at
age 12 is positively related to societal involvement at age 15. The effect disappears when
accounting for secondary school knowledge. This finding is not surprising as it mainly
shows that previous knowledge in primary school largely overlaps with knowledge in
secondary school. Nonetheless, as the effect of civic knowledge is greater in secondary
school than in primary school, it shows that secondary schools are able to enhance and
stimulate knowledge and have a role in enhancing societal involvement for 15-year-old
students. We were unable to find evidence that suggests civic knowledge strengthens the
effect of teacher-student and student-student relationships and societal involvement.
Finally, we examined to what extent schools can compensate for or accelerate differences
in societal involvement between students of varying familial educational attainment. In
terms of societal involvement, students of age 12 with lower educated parents benefit
more from having a good relationship with their teachers than students with higher
educated parents. This supports the compensatory effect (Campbell, 2008) since less
advantaged students seem to benefit more from their teachers, indicating that positive
teacher-student relationships may decrease inequality. Furthermore, the compensatory
effect in primary school did not continue into secondary school.
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We faced some limitations when conducting our analyses. A possible limitation was that
societal involvement was measured through student self-reporting. Self-reports have
been argued to have some limitations, such as social desirability, acquiescence bias, and
response sets ( Jobe, 2000; Sapsford & Jupp, 2006). Nevertheless, to measure personal
motivation and relationships with others, self-reports are considered a useful tool for
assessing attitudes. Still, in follow-up research on the effect of relationships between
students and teachers on the students’ societal attitudes, it is advisable to also use more
qualitative observation methods. In this way, classroom climate can also be assessed
through observations, which would allow the actual discussions about society and societal
issues to be analyzed. Used to supplement self-reports, this can confirm the self-reports
on these classroom relationships of students and give insight into the mechanisms of
these relationships. In addition, specific instruments developed to measure the classroom
climate could provide a better understanding of the mechanisms underlying an open
climate. As this chapter showed that teacher-student relationships were positively
associated with societal involvement, using more specific “open climate” indicators can
further enhance our understanding of the mechanisms through which teachers can
create an open climate and to what extent this influences societal involvement (see also
Maurissen, Claes, & Barber, 2018).
The present chapter shows that teachers are important socializers for enhancing societal
involvement of students in primary and secondary school. Having good relationships with
one’s teachers positively stimulates societal involvement, although in primary school
such relationships seem more beneficial to more advantaged students. Teaching civic
knowledge is also important and appears to have an effect on societal involvement three
years later. Our longitudinal design enabled us to show that both good teacher-student
relationships and knowledge learned in primary school have a lasting effect. We also
found that secondary schools further develop their students’ societal involvement.

Chapter 4
The role of teachers, parents,
and friends in developing adolescents’
societal interest

Based on: Wanders, F. H. K., Dijkstra, A. B., Maslowski, R., Van der Veen, I., & Amnå, E.
(submitted). The role of teachers, parents, and friends in developing adolescents’ societal
interest.

Abstract
In this chapter, the relative role of teachers, parents, and friends in stimulating the
development of societal interest in adolescence is examined. In addition to whether
teachers affect this interest, it also assesses the extent teachers can compensate for
differences in societal interest due to parental education. The YeS panel study is
used, with 587 students aged 13 to 18 in one cohort from 2010 to 2015. This chapter
uses Latent Growth Curve Modeling (LGCM) to examine the development of societal
interest and to assess the influence of raising awareness of social issues by teachers,
parents, and friends on this interest. Our findings indicate that awareness of social
issues raised by parents, friends, and teachers contributes to the development
of societal interest among adolescents, with teachers being the most influential
socializing agents. Adolescents from families with a lower level of education were
found to be less interested in societal issues than their friends from higher educated
families. Although teachers who raised awareness were found to be important for all
adolescents, they were more influential for the development of societal interest among
adolescents from less privileged home environments, which confirmed our hypothesis
that schools can compensate for societal interest differences due to socioeconomic
backgrounds of the students.

Keywords: societal interest, adolescence, teachers, friends, parents, inequality.
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Introduction
Enhancing civic participation is one of the primary goals of civic education. To engage
young adults in voting, partisanship, and other forms of political participation, scholars
have pointed to the importance of arousing interest in political and societal issues during
adolescence (e.g. Denny & Doyle, 2008; Holleque, 2011; Neundorf et al., 2016; Prior, 2005;
Shani, 2009). Shehata and Amnå (2017) argued that an important motivator for active
political participation is a deeply rooted interest in societal and political issues (see also
Prior, 2010; Russo & Stattin, 2017).
Many studies have focused on the political interest of adolescents to predict their political
participation as adults. However, focusing on adolescents’ societal interest may be equally
or more fruitful for understanding their motives for future participation (Ekman & Amnå,
2012). White and colleagues (2000 p. vi) argue that in research, the political interest
of adolescents is often narrowed down to party politics and political action, whereas
adolescents tend to regard these activities as “boring,” “irrelevant,” “complex,” and “dull.”
Adolescents expressed “difficulty in comprehending the language used in politics, both
the jargon and long, complex words. To take an interest in politics was seen to require
a technical knowledge about concepts and ideas, which they found difficult to grasp”
(White et al., 2000, p. 15). Behind their political disinterest, however, lies an interest in
issues, such as education, the preservation of wildlife, and the role of the media—social
and societal issues that span the political agenda (cf. Abdelzadeh, 2016; Lauglo & Øia,
2007).
Previous studies have indicated that the development of adolescents’ political interest is
strongly influenced by parents and friends (e.g. Dostie-Goulet, 2009; Koskimaa & Rapeli,
2015). Adolescents whose parents often discuss politics at home are more likely to become
politically interested. Similarly, discussions about political issues with friends affect the
arousal and development of political interest among adolescents (Dostie-Goulet, 2009).
Whether parents and friends have a similar bearing on their societal interest as on their
political interest is less clear. What is also unclear is the role of schools—more specifically,
the role of teachers whose impact on political interest has been debated previously (see
Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015)—in stimulating adolescents’ societal
interest. Adolescents have diverse socioeconomic and cultural backgrounds, leading to
different socialization patterns at home. These are likely to manifest in students’ abilities
to discuss societal issues and their interest in such issues. Schools are regularly compelled
to compensate for such inequalities (Campbell, 2008; Neundorf et al., 2016).
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This chapter aims to answer the following questions: “What is the (relative) impact of
teachers, parents, and friends on the development of societal interest among adolescents?”
and “If teachers affect the societal interest of adolescents, to what extent are they able
to compensate for societal interest differences due to parental education differences
at home?” To address these questions, the upcoming section discusses the concept of
societal interest and the importance of adolescence in the development of this interest.
We then present the study design, using a Swedish panel study with six data waves, to
examine the relative importance of friends, parents, and teachers on students’ societal
interest during adolescence. Finally, we explore to what degree teachers compensate for
inequalities among students.
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Theoretical framework
Interest is considered to be a form of curiosity about (Ainley, 1993; Ainley et al., 2002;
Van Deth, 2000) or attraction to a topic (Koskimaa & Rapeli, 2015; Valsiner, 1992). The
conceptualization of interest ranges from situational interest—which is short-term,
context-specific, and sparked by a particular stimulus before disappearing (Hidi &
Renninger 2006)—to a more stable general interest that has a relatively longer duration
and is considered to be an impetus for action (Katz et al., 2006; Russo & Stattin, 2017;
Shehata & Amnå, 2017). Societal interest is conceived as a more stable general interest
in society; for our purposes, we define it as “a curiosity or attractiveness toward issues
regarding society.” Although societal interest is considered to motivate adolescents to
become active citizens, it does not imply that they will indeed become active participants.
Whether they will become active also depends on the availability of time and resources,
as well as the opportunity to participate (cf. Verba et al., 1995). Rather than leading to
participation in society, societal interest provides a basis for action and increases the
likelihood that adolescents will become active later in life.
According to previous studies, societal interest is mainly developed during adolescence and
early adulthood (Lauglo & Øia, 2007) and is difficult to change at a later age (Abdelzadeh,
2016). These findings are in line with the impressionable years hypothesis, which states
that sociopolitical orientations and attitudes are developed during adolescence and then
rapidly stabilize during adulthood (Alwin, 1994; Alwin & Krosnick, 1991). Adolescents are
more susceptible and open to change, which may have a long-lasting impact on their
attitudes, orientations, and interests as adults (Osborne et al., 2011; Sears, 1983).
To understand the development of interest among adolescents, Lauglo and Øia (2007)
pointed to the crucial role of parents. Adolescents who frequently engage in sociopolitical
discussions with their parents are more interested in political (Himmelweit, Humphreys,
Jaeger, & Katz, 1981; Schulz et al., 2018; White et al., 2000) and societal (Lauglo & Øia, 2007)
issues. These discussions about political and societal matters are also related to their
political and social aptitude (Ekström & Östman, 2013; Ichilov, 2007; Isac et al., 2014) and
adolescents' expectations to become actively involved in politics and society (Gainous
& Martens, 2012; Hoskins, Janmaat, Villalba, 2012; Kahne & Sporte, 2008; McIntosh et al.,
2007; Quintelier, 2010). If individuals construct their knowledge and meaning through
interaction (Torney-Purta, 1995; McIntosh et al., 2007), discussions are also important
for developing ideas and raising awareness among adolescents. Through discussions,
adolescents become more curious about societal issues and become attracted to them.
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The role of parents may be particularly important because they act as role models for their
children, not only in early adolescence but also during childhood. Quintelier (2010) notes that
of all socializing agents, parents spend the most time with their children before adolescence.
Parents differ with regard to the political socialization of their children. In particular, highly
educated parents more frequently discuss political and societal matters with their children
(Brady et al., 1995; Yuen 2014), are more engaged in politics and society (Jennings & Stoker,
2004; Pfaff, 2009; Yuen, 2014), and are more interested in political and societal issues (Verba et
al., 1995). Moreover, highly educated parents are thought to have additional social, cultural, and
economic resources, enabling them to create an environment that stimulates their children’s
societal interest. Therefore, adolescents from higher educated families are expected to mature
in a more stimulating home environment than their friends from lower educated families,
affecting their ability and willingness to discuss societal issues.
Dostie-Goulet (2009) argues that friends often play an important role in the development of
attitudes during adolescence. Friends are important for shaping adolescents’ social identity
and developing their opinions about sociopolitical issues (Verba et al., 1995). As noted by
Dostie-Goulet (2009), although many studies have theorized about the importance of
friends in the development of adolescent sociopolitical attitudes, robust empirical evidence
supporting this importance is still missing. Despite this lack of evidence, a number of studies
have indicated that friends may become more influential during adolescence as the relative
importance of parents declines (Blyth & Traeger, 1988; Dostie-Goulet, 2009). As adolescents
grow older, they tend to disengage from their families and engage more with their friends.
Ekström and Östman (2013) reported that discussions with friends have an even greater
impact on social outcomes than political conversations with parents. Koskimaa and Rapeli
(2015) stated that, after parents, friends are the second most important socializers for the
development of political interest (see also Dostie-Goulet, 2009). White et al., (2000) argued
that a certain common interest or shared perspective is an important prerequisite for peer
influence. Adolescents are quick to withdraw from discussions with friends, as it may lead
to arguments and conflict rather than a shared interest.
Besides parents and peers, adolescents spend a significant amount of time in schools. In
schools, it is important to have an open climate that encourages discussing societal issues.
The creation of an open classroom climate for discussing the sociopolitical attitudes of
adolescents (Geboers, Geijsel, Admiraal, Jorgensen, & Ten Dam, 2015) contributes to the
development of sociopolitical behavior (Quintelier, 2010) and political interest (DostieGoulet, 2009). Teachers are regularly regarded as agents who influence the development
of societal interest in adolescents and who are able to create conditions for an open
climate. Some scholars have argued that teachers only play a minor role compared to other
agents (Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015). Others state that through the
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provision of civic education, teachers contribute significantly to enhancing their students’
civic knowledge, attitudes, and skills (e.g. Dijkstra et al., 2015; Geboers et al., 2013; Isac et
al., 2014). The teacher’s role in raising awareness of social issues, encouraging students to
participate and initiate discussions themselves, is likely to stimulate societal interest. As
adolescents are likely to be more attracted to societal issues than political issues, along
with the significant amount of time and growing emphasis on citizenship education in
many Western European countries, we expect that the teacher’s role in raising awareness
of social issues is important, alongside other socializing agents.
As argued by Campbell (2008), the effect of teachers may differ for students from different
socioeconomic backgrounds. Teachers either reduce inequalities in societal interest based on
parental background differences or advance those who are already more interested in issues. If
teachers successfully compensate for societal interest differences and resource disadvantages,
the effect of schools is expected to be compensatory (Campbell, 2008; Langton & Jennings,
1968; Neundorf et al., 2016). Civic education then becomes a vehicle for preventing a social
divide between advantaged and disadvantaged students. On the other hand, if there is an
acceleration effect, the effectiveness of teachers for children from advantageous backgrounds
is stronger because they are more responsive to sociopolitical discussions and curricula, which
we found in chapter 2. When teachers discuss political and societal issues with their students,
this discussion is most beneficial for students who are already capable of formulating ideas
and who are interested in the topics under discussion (Campbell, 2008).
The present study
In this chapter, we examine the relative influence of parents, friends, and teachers on
societal interest and the potentially compensatory or acceleratory effect of teachers in
four steps. First, we examine the development of societal interest over time and then
study the development of raising awareness by parents, friends, and teachers over time.
Studying these changes in raising awareness during adolescence gives insight into the
changing role of teachers, parents, and friends during adolescence. Second, we distinguish
between adolescents from lower educated families and those from higher educated
families to examine whether the development of societal interest and raising awareness
by parents, friends, and teachers differ between these groups. Third, we examine to what
extent initiating social discussions by parents, friends, and teachers relate to adolescents’
development of societal interest and to what extent this is different for adolescents
from less and more highly educated families. Finally, the relative influence of these
outcomes is modeled to examine who—parents, friends, or teachers—are most influential
for the development of societal interest. Studying this relative effect also included an
understanding of any compensatory or acceleratory effect of teachers by focusing on
differences in parental education.
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Methods
Sample and design
The study used data from a Swedish panel study conducted from 2010 to 2015. In six
annual waves, data were collected from five cohorts, varying in age from 13 to 30 years.
The data were collected in a city in Sweden with approximately 130,000 inhabitants,
which was representative of the total Swedish population with respect to employment,
immigration, and income level.
For this chapter, data were used from the first cohort, consisting of six data waves covering
students from ages 13 to 18. Students were invited to complete paper questionnaires,
for which they received a payment of €27. Data were collected from 966 students who
completed at least one of the questionnaires during the six data waves. Parents were
also asked to fill out a questionnaire during the first, third, and fifth waves. A total of
637 parents completed at least one of these questionnaires. However, 329 parents did
not return any of the questionnaires, so these students were subsequently excluded
from the study. Another 50 students were excluded because of missing values on one or
more control variables. Thus, the final sample contained 587 student respondents for the
analyses. Of these respondents, 51.4% were female, 8.2% were not born in Sweden, and
58.7% had parents with a lower level of education.
Because nearly 40% of respondents were excluded from the analyses, mostly due to the
absence of parental data, we examined the possible implications of excluding these
cases. A logistics regression analysis was performed with missing cases coded 0 and
included cases coded 1. The analyses revealed no statistically significant differences in
gender, ethnicity, household income, and societal interest between the missing and
non-missing cases (p>.05), thus indicating no structural differences in background
between missing and non-missing respondents. The low Nagelkerke R2 (.047) confirmed
that the difference in background characteristics between missing and non-missing
cases was not substantial.
Variables
Societal interest. Societal interest was measured at six time points by asking adolescents,
“How interested are you in what is going on in society?” using a five-point Likert scale
ranging from 1 (“very interested”) to 5 (“not interested at all”). For reasons of interpretation,
these scores were converted into a reversed scale from 1 (“not interested at all”) to 5 (“very
interested”).
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Parents raising awareness. Student awareness of social issues raised by parents was measured
using the single item “Do your parents try to get you to become more aware of what is
going on in the world?” This item was measured at six time points using a five-point
Likert scale ranging from 1 (“yes, almost always”) to 5 (“no, never”). Similar to societal
interest, these scores were converted into a reversed scale for reasons of interpretation.
Friends raising awareness. Student awareness of social issues raised by friends was measured
using the single item “Do your friends try to get you to become more aware of what
is going on in the world?” The item was measured at six points in time using a fivepoint Likert scale ranging from 1 (“yes, almost always”) to 5 (“no, never”). For reasons of
interpretation, these scores were reversed.
Teachers raising awareness. Student awareness of social issues raised by teachers was
measured using the single item “There are teachers at my school who try to encourage
students to become more aware of what is going on in the world.” The item was measured
at six time points using a four-point Likert scale: 1, does not apply at all; 2, does not apply
so well; 3, applies quite well; and 4, applies very well.
Parental education. Parents’ level of education was measured on a five-point scale: 1, less
than nine years of study; 2, compulsory school; 3, high school: vocational track; 4, high
school: academic track; and 5, university college/university. If both parents completed
the item, the lowest score was used. Subsequently, the answers were recoded to two
categories: 0, lower level of parental education, consisting of the original categories 1 to
3; and 1, higher level of parental education, consisting of the original categories 4 and 5.
Control variables. The control variables were gender (0, female; 1, male) and ethnicity (0, born
in Sweden; 1, born outside of Sweden).
Analyses
Latent growth curve analyses (LGCA) with ordinal data were performed using Mplus 7
(Muthén & Muthén, 2017). This method of analysis allows for inter-variability between
respondents on both initial values and growth trajectories. Both initial values and
growth trajectories were estimated from the observed scores on our six time points
and treated as latent variable scores. Missing values were estimated by full-information
maximum likelihood estimation (FIML); missing values were allowed to be missing at
random (MAR). This means that values and the “state of being missing” were statistically
unrelated, conditional on a set of predictor, or stratifying X variables. Listwise deletion,
for example, requires missing data to be MCAR, which is more difficult to establish than
MAR (Little & Rubin, 1989). With MCAR, missing values are statistically unrelated.
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To study the development of student awareness raised by parents, friends, and teachers
as well as students’ societal interest, univariate growth curves were fitted to the data for
each of these aspects. Linear and quadratic growth models were compared to determine
whether these developments showed a linear or quadratic growth pattern. We used the
root mean square error of approximation (RMSEA), comparative fit index (CFI), and
Tucker-Lewis index (TLI) as our main fit indices. The CFI and TLI should be higher than
.90 for acceptable fit and the RMSEA should have a 90% confidence interval with a lower
value below .05 and an upper value below .08 (Kenny, 2003). A chi-square difference test
was used to compare the model fit between the linear and quadratic models. To determine
whether the growth patterns differ for students of parents with the two distinguished
levels of education, univariate multigroup LGCAs were estimated.
To address the question of to what extent awareness raised by parents, teachers, and
friends can influence the development of adolescents’ societal interest, multivariate
multigroup LGCAs were performed, with two groups of students stratified by parental
education level (lower and higher levels of education). The number of cases was
insufficient to include developments of more than two variables in these analyses. Three
models were estimated separately for awareness raised by parents, friends, and teachers,
again comparing students by parental education level (see figure 4.1). To test whether
awareness raised by these three agents differs between adolescents from families with
a lower level of education and those from families with a higher level of education,
the significance of observed differences was tested using the Satorra-Bentler scaled chisquare test (Satorra & Bentler, 2001) by constraining either the intercept or the slope of
one of the groups.
To estimate the relative effects of parents, teachers, and friends and examine the possible
compensatory teacher effect for students from families with a lower level of education,
individual latent values on the intercept and slope were calculated from the three models.
Multivariate regression analyses were performed, with the individual latent values of the
slopes of the respondents for societal interest as the dependent variable and the slopes
of the three socializing agents (namely, parents, teachers, and friends) as independent
variables. Interaction effects of parental education and social awareness being raised
by teachers were estimated to examine a possible compensatory or acceleration effect.
Additionally, interaction effects between parental education and awareness raised by
parents and friends were also studied, respectively. In all models, we controlled for
ethnicity and gender.

The role of teachers, parents, and friends in developing adolescents’ societal interest | 79

13
14

13

Intercept
teacher
awareness

Intercept
societal
interest

15

15
16

16
17

14

Slope
teacher
awareness

Slope
societal
interest

18

17
18

Gender &
Ethnicity

Figure 4.1: Research model of the relationship between raising students’ social awareness by teachers
and students’ societal interest with ethnicity and gender.
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Results
First, we examined whether individual growth patterns were linear or curvilinear.
The analysis revealed statistically significant differences between the linear and
quadratic models for the development of societal interest, favoring the quadratic model
( 𝜒𝜒2 = 43.685(4) 𝑤𝑤𝑤𝑤𝑤𝑤ℎ 𝑝𝑝 < .001). Although the quadratic model better represented the
growth patterns, the linear model also showed a sufficient model fit (RMSEA=.064;
CFI=.985; TLI=.981). Given the sufficient model fit of the linear model and the number of
cases in this chapter, for the ease of interpretation, we used the linear model (see figure
4.2) instead of the quadratic model.
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16
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18

Age
Figure 4.2: Growth trajectory of adolescents’ societal interest between ages 13 and 18.

For the three growth trajectories of social awareness raised by either teachers, friends,
or parents, no significant differences in model fit were found between models that
included a quadratic slope and models that included only a linear slope, in addition to
the intercept. All models fit the data well (table 4.1). As shown in figure 4.3, although the
social awareness of adolescents aged 13 years was raised more by parents than by teachers
and friends, this effect slightly declined over time. By contrast, the awareness raised by
friends was rather low at age 13 but increased during adolescence. At age 13, teachers had
less impact on the development of students’ social awareness than parents but a stronger
influence than friends. Figure 4.3 indicates that the impact of teachers slightly increased
between ages 13 and 18.
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Table 4.1: Unstandardized estimates of univariate latent growth curves for societal interest and raising
social awareness by parents, friends, and teachers
Intercept

Slope

Fit indices

Mean

Variance

Mean

Variance

χ2 (df)

CFI

TLI

RMSEA

Societal interest

2.156*

.521*

.122*

.037*

95.893 (26)*

.976

.986

.068

Parents raising
awareness

2.193*

.426*

-.051*

.015*

26.079 (16)

.987

.988

.033

Friends raising
awareness

1.258*

.295*

.094*

.018*

30.658 (16)*

.974

.975

.039

Teachers raising
awareness

1.929*

.161*

.055*

.010*

40.849 (16)* .051

.929

.933

*Statistically significant (p<.05)
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Figure 4.3: Growth curves for the influence of parents, friends, and teachers on adolescents’ societal
interest.

As table 4.2 shows, the development of societal interest differed among adolescents by
parental education. At age 13, students from families with a lower education level had
less societal interest (2.243) than students from families with a higher education level
(2.503 ; 𝜒𝜒2 = 16.571(2) 𝑤𝑤𝑤𝑤𝑤𝑤ℎ 𝑝𝑝 = .003). This difference increased over time, because the
average yearly growth in societal interest was larger for students from families with a
higher education level (.141) than for students from families with a lower education level
(.078; see figure 4.4).
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Figure 4.4: Developing societal interest among students with lower and higher educated parents.
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Figure 4.5: Development of raising students’ social awareness by parents among students with lower
and higher educated parents.

Social awareness raised by parents declined for adolescents with both levels of parental
education, although this decline was slightly greater for adolescents with a lower parental
education level (-.056) than for those with a higher parental education level (-.048; see
figure 4.5). Moreover, at age 13, adolescents from higher educated families already showed
more interest in society (2.256) than their counterparts from lower educated families
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whose parents, nevertheless, raised their social awareness (2.081). Furthermore, at age 13,
adolescents with higher educated parents (1.926) more often indicated that teachers were
trying to make them aware of social issues than students from lower educated families
(1.869; see figure 4.6). For friends raising the social awareness of adolescents, no significant
differences between students stratified by parental education were found (see figure 4.7).
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Figure 4.6: Development of students’ social awareness raised by teachers among students with lower
and higher educated parents.

Raising social awareness by friends
4
3.5
3

Higher
educated
parents

2.5

2
1.5

Lower
educated
parents

1
0.5
0

13

14

15

Age

16

17

18

Figure 4.7: Development of raising students’ social awareness by friends among students with lower
and higher educated parents.
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Table 4.2: Unstandardized estimates of univariate multigroup latent growth curves for societal interest
and raising social awareness by parents, friends, and teachers
Intercept
Lower parental education

Higher parental education

Mean

Variance

Mean

Variance

Societal interest

2.243*

.481*

2.503*

.480*

Parents raising awareness

2.081*

.424*

2.256*

.417*

Friends raising awareness

1.244*

.299*

1.264*

.295*

Teachers raising awareness

1.869*

.163*

1.962*

.155*

Note: Parameters in italics indicate significant differences between students with lower parental education and
those with higher parental education. *Statistically significant (p<.05).

Next, the role of the development in raising awareness by parents, teachers, and friends
was regressed on the development of adolescents’ societal interest to examine whether
these relations differ between students from families of different education levels.
The results for the role of the development in raising awareness by parents are presented
in table 4.3. The model fits the data well (RMSEA=.041; CFI=.979; TLI=.982). The growth
in the societal interest of adolescents from families with both levels of education was
positively related to growth in social awareness raised by parents. For children with
lower parental education, this relation is slightly weaker (.577) than for children with
higher parental education (.607). The effect for adolescents with lower parental education
seemed to be suppressed by the relatively large share of non-Swedish-born residents
who, at age 13, show significantly less societal interest than Swedish-born residents. For
both groups, gender was not related to the intercept and slope of societal interest and
awareness raised by parents. At age 13, the societal interest of students from families with
both levels of education was positively related to the social awareness raised by parents.
This positive relation was stronger for students from families with a lower education level
(.730) than for students from families with a higher education level (.555).
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Slope

Fit indices

Lower parental education

Higher parental education

Mean

Variance

Mean

Variance

χ2 (df)

CFI

TLI

RMSEA

.078*

.037*

.141*

.034*

125.584*

.973

.985

.067

-.056*

.017*

-.048*

.013*

50.569*

.976

.978

.045

.078*

.018*

.104*

.017*

57.860*

.954

.957

.052

.021*

.010*

.073*

.010*

61.465*

.914

.919

.056

Table 4.4 shows the results for the relation between friends raising social awareness
and the development of societal interest. The model fits the data well (RMSEA=.043;
CFI=.962; TLI=.963). The growth in friends who raise their friends’ social awareness was
positively related to adolescents’ growth in societal interest: This positive relation was
stronger for adolescents with lower educated parents (.854) than for those with higher
educated parents (.621). At age 13, the level of awareness raised by friends was slightly
more positively related to societal interest for adolescents with lower parental education
(.705) than for those with higher parental education (.662). Of adolescents with lower
parental education, those who were non-Swedish-born had less societal interest than
those who were Swedish-born at age 13 (-.504). By contrast, among students with higher
parental education, families of non-Swedish-born adolescents were more interested in
societal issues than those of native Swedish adolescents (.229).
Table 4.5 presents the relation between the role of teachers in raising student awareness
of social issues and students’ societal interest (RMSEA=.033; CFI=.980; TLI=.981). For
adolescents from lower parental education only, growth in awareness raised by teachers
was positively related (.854) to societal interest. No significant effect was found for
adolescents with higher educated parents. At age 13, the effect on societal interest of
awareness raised by teachers was equally positive for adolescents from both education
level groups (lower parental education 1.008; higher parental education 1.052).
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Table 4.3: Longitudinal effect of awareness raised by parents on the development of societal interest
among students with lower and higher educated parents.
Lower parental education
Societal interest

Parents

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

Intercept parents

.730 (.081)*

-.008 (.031)

-

-

Slope parents

-

.577 (.187)*

-

-

Ethnicity

.258 (.153)

-.032 (.066)

-.728 (.158)*

-.010 (.063)

Gender

-.027 (.088)

-.016 (.041)

-.050 (.105)

-.053 (.036)

Note: Parameters in italics indicate significant differences between students with lower parental education and
students with higher parental education (RMSEA=.041; CFI=.979; TLI=.982). *Statistically significant (p<.05).

Table 4.4: Longitudinal effect of awareness raised by friends on the development of societal interest
among students with lower and higher educated parents.
Lower parental education
Societal interest

Friends

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

Intercept friends

.705 (.100)*

-.014 (.041)

-

-

Slope friends

-

.854 (.282)*

-

-

Ethnicity

.080 (.168)

-.086 (.077)

-.504 (.116)*

.058 (.062)

Gender

-.071 (.097)

.003 (.045)

.012 (.084)

-.055 (.034)

Note: Parameters in italics indicate significant differences between students with lower parental education and
students with higher parental education (RMSEA,.043; CFI,.962; TLI,.963). *Statistically significant (p<.05).

Table 4.5: Longitudinal effect of awareness raised by teachers on the development of societal interest
among students with lower and higher educated parents.
Lower parental education
Societal interest

Teachers

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

Intercept teachers

1.008 (.151)*

-.014 (.041)

-

-

Slope teachers

-

.854 (.282)*

-

-

Ethnicity

-.238 (.140)

-.086 (.077)

-.029 (.117)

.062 (.056)

Gender

.010 (.094)

.003 (.045)

-.072 (.074)

-.010 (.029)

Note: Parameters in italics indicate significant differences between students with lower parental education and
students with higher parental education (RMSEA,.033; CFI,.980; TLI,.981). *Statistically significant (p<.05).
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Higher parental education
Societal interest

Parents

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

.555 (.068)*

.031 (.027)

-

-

-

.607 (.223)*

-

-

.246 (.159)

.043 (.075)

.130 (.149)

.036 (.044)

.018 (.074)

-.010 (.031)

-.098 (.076)

-.012 (.023)

Higher parental education
Societal interest

Friends

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

.662 (.082)*

.033 (.031)

-

-

-

.621 (.207)*

-

-

.223 (.167)

.099 (.073)

.229 (.090)*

-.067 (.048)

-.025 (.074)

-.015 (.068)

-.015 (.032)

-.008 (.024)

Higher parental education
Societal interest

Teachers

Intercept
β (se)

Slope
β (se)

Intercept
β (se)

Slope
β (se)

1.052 (.137)*

.087 (.053)

-

-

-

.551 (.332)

-

-

.063 (.172)

.025 (.078)

.235(.097)*

.037 (.042)

.114 (.079)

-.005 (.003)

-.141(.050)*

-.004 (.020)
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Table 4.6: Relative effect of growth in raising awareness by socializers on students’ growth in societal
interest
Model 1
(β)

Model 2
(β)

Model 3
(β)

Ethnic background

.008

-.078*

-.079*

Gender

-.063

.028

.018

Educational level of parents

.126*

-.041

.053

.241*

.145*

Parents raising awareness
Friends raising awareness

.255*

.200*

Teachers raising awareness

.358*

.486*

Educational level of parents * Parents raising awareness

.131*

Educational level of parents * Friends raising awareness

.072

Educational level of parents * Teachers raising awareness
R2

-.193*
.020

.422

.434

*Statistically significant (p<.05).

In the previous analyses, the effects of awareness raised were estimated for each of
the socializing agents separately. Table 4.6 presents the relative importance of parents,
friends, and teachers using a multiple linear regression model. Concerning the relative
effects of the three socializing agents (model 2), teachers had the strongest effect on
adolescents’ societal interest (β=.358) followed by friends (β=.255) and parents (β=.241).
The findings support the compensation hypothesis (model 3) because the relationship
between growth in awareness raised by teachers and growth in societal interest was
stronger for adolescents with lower parental education (β=-.193). The opposite applies to
the role of the parents. Adolescents from families with a higher education level benefit
more from their parents raising their awareness of social issues than their friends from
families with a lower education level (β=.131). Moreover, both model 2 and model 3 are
significantly better models than model 1 in terms of explained variance in adolescents’
societal interest (𝑅𝑅2 = 43,4% in model 3). Notably, ethnic background is negatively related
to societal interest (β=-.079), indicating that—when other factors are constant—nonSwedish-born respondents in general had lower growth in societal interest.
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Conclusion and discussion
This chapter studies the relative importance of key socializing agents for the
development of societal interest during adolescence. Our findings indicate that
awareness of social issues raised by parents, friends, and teachers contributes to
the development of societal interest among adolescents, with teachers being the
most influential socializing agent. We also studied whether teachers can compensate
for inequalities in societal interest due to differences in parental education. At age
13, adolescents from families with a lower level of education were found to be less
interested in societal issues than their friends from families with a higher level of
education. Moreover, the development of interest in adolescents from families with
lower educational attainment increased less over time, confirming the supposition
that the difference between these groups grows each year. Although teachers who
raised awareness were found to be important for all adolescents, they were more
influential for the development of societal interest of adolescents from less privileged
home environments, which confirms our assumption that schools may compensate
for a lack of socialization at home.
The data allowed us to examine the development of societal interest during
adolescence and the role of parents, friends, and teachers in stimulating societal
interest between ages 13 and 18. With regard to the role of parents, our study shows
that their influence during adolescence becomes less important over time. This
corroborates previous findings that adolescents increasingly move away from their
parents (Blyth & Traeger, 1988; Dostie-Goulet, 2009). At the same time, the strong
and positive growth of awareness raised by friends indicates that friends become
increasingly important during adolescence with respect to social issues. At age 13,
friends rarely raised awareness of social issues. From age 16 onwards, this strongly
grows. This fits the idea that friends become increasingly important socializers in
subsequent years (Berndt, 1982). The role played by friends was stronger for students
from parents with lower education than those from parents with higher education.
Although friends who raised awareness had a greater impact on the development of
societal interest, parents were nevertheless also important for the development of
their children’s societal interest.
As mentioned earlier, adolescents from more highly educated families were more
interested in society than less advantaged adolescents. There is an initial disadvantage at
age 13, in which students from higher educated parents are more interested than students
from lower educated parents, which can be problematic because it can create a growing
inequality in issues regarding society and citizenship in adulthood. Teachers were found
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to be more important socializers than parents and friends, which reinforces our idea that
teachers contribute substantially to the development of adolescents during secondary
school. The absence of this effect for adolescents from higher educated families indicates
that these findings confirm the compensatory effect of schools (Campbell, 2008).
Because we used a longitudinal analysis as the basis for this chapter, it was nearly
impossible to keep all factors constant over time. In this respect, some factors may have
had some influence on the development of societal interest. First, in the Swedish school
system, most students switch schools at age 16, which may affect the influence of their
teachers over time. At the same time, we found little variance at a school level with
few schools, suggesting that the various school types had only a minor effect. Second,
during the data collection, the 2015 Swedish elections took place, which may have raised
adolescents’ interest in societal issues. At that time, adolescents were not allowed to vote
and, as Holleque (2011) indicated, such a peak in interest is often only a short-term effect.
Because societal interest steadily grew afterward, and we primarily focused on long-term
development, it is unlikely that this event had a major effect on the growth curve.
It should be noted that societal interest was measured by a single item asking the
respondents whether they were interested in societal issues. Although multiple-item
constructs are often preferred over single item constructs for a variety of reasons (e.g.
Diamantopoulos, Sarstedt, Fuchs, Wilczynski, & Kaiser, 2012), using single item constructs
also has advantages when examining societal interest. Especially when focusing on
interest as a construct, using multiple indicators may complicate and intertwine
behavioral and consequential constructs measuring, for example, civic engagement or
civic discussions in society instead of societal interest only (Russo & Stattin, 2017; Van
Deth, 2000). Furthermore, our study relied on traditional socializing agents, whereas
other socializers have recently come to the fore. Research increasingly focuses on the
importance of social and other media for enhancing political participation and civic
engagement (Amnå et al., 2009; Millwood Hargrave & Livingstone, 2006; Rheingold, 2008;
Xenos, Vromen, & Loader, 2014). Media may then also play a role in the development of
societal interest.
This chapter clearly demonstrates that societal interest develops during adolescence
and that parents, friends, and teachers are important for stimulating this development.
Moreover, our study indicates that schools may be able to reduce inequality in the domain
of active citizenship. Though previous studies of political interest primarily focused on
the development of interest and its consequences for participation (e.g. Lauglo & Øia,
2007; Prior, 2010; Russo & Stattin, 2017; Shani, 2009; Shehata & Amnå, 2017), as far as
we know there are no studies that have examined the importance of societal interest
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for societal participation. Because one of the main assumptions behind our research
questions was that this societal interest might lead to increased participation in the
future, additional research may provide a better understanding of the relation between
societal interest and societal participation. The relation between societal interest and
societal participation will be explored in the following chapter.
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Chapter 5
The effects of adolescents’ societal
interest and societal involvement on
their participation in society

Based on: Wanders, F. H. K., Maslowski, R., Dijkstra, A. B., Van der Veen, I., & Amnå, E.
(submitted). The effects of adolescents’ societal interest and societal involvement on
their participation in society in young adulthood.

Abstract
This chapter examines the relations between societal interest, societal involvement,
and societal participation among adolescents and young adults in Sweden. The
study is based on longitudinal data from two cohorts with respectively 1,025 students
followed from age 13 to 18 and 474 respondents in two data waves aged 18 and 20 in the
Swedish Youth and Society (YeS) panel study. Using Latent Growth Curve Modeling
(LGCM), societal interest of adolescents was found to be positively related to their
societal involvement at the age of 13. Societal involvement, in turn, was associated
with higher societal participation at this age and even with differences in societal
participation in early adulthood. Moreover, the more adolescents became interested
in societal issues between ages 13 and 18, the more they became involved in society.
Growth in societal interest during adolescence was also related to growth in societal
participation between ages 13 and 18. Path models revealed that greater societal
involvement at the age of 18 affects young adults’ societal participation by the time
they reach age 20. Teachers, in addition to parents and friends, play an important
role in stimulating societal interest, societal involvement, and societal participation
of adolescents.

Keywords: interest, involvement, participation, teachers, adolescents.
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Introduction
Many Western European states encourage forms of active citizenship nowadays. Citizens
have to take responsibility to improve their own lives and the lives of others, in their
local environment as well as in broader society (Ehrlich, 2000). Societal participation
becomes increasingly important, also because of economic, political, and ideologically
driven welfare state reforms in Western societies (Muehlebach, 2012; Newman & Tonkens,
2011), with processes of individualization and cultural and ethnic differentiation, which
arguably oppose the interdependency of citizens in society and communities (e.g.
Bauman, 2001; Putnam, 2000; Rasborg, 2017).
Societal participation is considered “a voluntary activity focused on helping others,
achieving a public good or solving a community problem, including work undertaken
either alone or in cooperation with others in order to effect change” (Barrett & BruntonSmith, 2014, p.6). Societal participation focuses on supporting and caring for other
citizens in a community and society. It includes a broad set of participatory activities,
such as partaking in voluntary work, helping a neighbor, or recycling goods (Ten Dam et
al., 2011). Despite the current interest in stimulating societal participation, we still lack
knowledge on the determinants of societal participation, and to what extent these are
to be initiated in young people through their social environment.
Drawing from the political science literature, in which both political interest and
political involvement are considered as two key factors for political participation
(e.g. Brady et al., 1995; Delli Carpini & Keeter, 1996; Ekman & Amnå, 2012; Van Deth,
Montero, & Westholm, 2007; Verba et al., 1995; Zaller, 1992), we will examine the extent
societal interest and societal involvement influence societal participation. As societal
interest and societal involvement are triggered and influenced by interactions with
others (Amato, 1990; Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015; Lauglo & Øia, 2007;
Neundorf et al., 2016; Papanastasiou & Koutselini, 2003; Quintelier, 2013), the study sets
out to identify to what extent teachers, parents, and friends impact the societal interest
and involvement of adolescents and young adults and their societal participation. Using
a longitudinal design, the development of societal interest and societal involvement is
studied as well as their relations to the development of societal participation during
adolescence and into early adulthood. In this way, the importance of developing these
prerequisites as well as their sustainability and long-term effectiveness are examined for
societal participation.
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Theoretical framework
Active participation in society by young adults is enhanced through experiences gained
during adolescence (e.g. Finlay & Flanagan, 2013; Fredricks & Eccles, 2006; McFarland
& Thomas, 2006; Metz, McLellan, & Youniss, 2003; Schmidt, Shumow & Kackar, 2007;
Youniss et al., 2002). Adolescents actively participate in their local community, sometimes
initiated by school, through a range of formal and informal community services (Biesta,
Lawy, & Kelly, 2009; Eidhof, Ten Dam, Dijkstra, & Van de Werfhorst, 2016; Lawy & Biesta,
2006; Ten Dam et al., 2011), which contributes to their civic, educational, and emotional
development (Chan, Ou, & Reynolds, 2014; Larson, Hansen, & Moneta, 2006; Ludden,
2011; Schmidt et al., 2007).
Important prerequisites for societal participation, equivalent to political participation,
seem to be the interest and involvement of adolescents in societal issues (cf. Ekman &
Amnå, 2012; Van Deth et al., 2007). In agreement with the conceptualization on political
interest (Russo & Stattin, 2016; Shehata & Amnå, 2017; Van Deth, 1990), societal interest
is defined as a relative enduring curiosity in or attractiveness toward society. Societal
interest refers to what is termed individual interest in society as opposed to situational
interest (Harackiewicz et al., 2008; Hidi & Renninger, 2006; Krapp, 2007; Renninger &
Hidi, 2011 & Renninger, Hidi, & Krapp, 2014). Situational interest is a short-term, situationspecific interest triggered in a certain environment through important socializing
agents. It is considered temporary, flexible, and diminishes quickly after it has been
triggered (Schraw & Lehman, 2001; Subramaniam, 2009). Even though more research
is needed concerning the mechanisms through which situational interest develops
into individual interest (Rotgans & Schmidt, 2017), it has been argued that repeated
triggering by socializers and internalization processes plays an important role in this
process (Schiefele, 2009). By contrast, individual interest is a more stable, long-term, and
more internalized form of interest (Hidi & Renninger, 2006). Individual interest has been
referred to as a predisposition to re-engage with particular events or ideas over time,
thus becoming a motivator for behavior (Silvia, 2006; 2008).
Societal involvement grows from societal interest. Societal involvement encompasses
a perceived relevance or importance of certain issues or topics a person is interested in.
Societal involvement entails that adolescents attach a certain value to these issues and
that they feel attached to them (cf. Dijkstra et al., 2004; Zaichkowsky, 1985; 1994). It refers
to the affective response to certain topics and issues persons are interested in (Manfredo
1989; Prebensen et al., 2013). As individuals’ societal interest becomes more meaningful
and internalized through their involvement in societal issues, it is expected to increase
their societal participation (Hidi & Renninger, 2006).
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It is interesting to note that other studies distinguished involvement from interest for
different reasons. They stated that interest precedes any form of action as a motivational
factor (Hooghe & Dejaeghere, 2007; Russo & Stattin, 2016), and involvement is
then argued to include active participation (Brady et al., 1995; Lupia & Philpot, 2005;
Silvia, 2008; Torney-Purta & Amadeo, 2003; Van Deth, 2000). These studies consider
involvement as a practical, behavioral term, which we refer to as societal participation.
Societal involvement in our study refers only to the psychological state of an individual,
in order to be able to distinguish a person’s interest in societal issues from his or her
importance attached to these issues. Both interest and involvement are consequently
considered to be motivational factors for action, whereas societal participation refers
to the actual behavior of an individual (see Dijkstra et al., 2004). In sum, it is expected
that an increase in interest, which represents a relatively enduring internalized curiosity
and attractiveness toward societal issues, positively influences societal involvement as it
assumes that adolescents start to care for, or feel a relation with, societal issues, making
them more willing to participate, which in turn enhances societal participation.
Both societal interest and societal involvement are expected to develop mostly throughout
adolescence as such attitudes and orientations are then shaped, stabilize, and become
less flexible throughout adulthood (Abdelzadeh, 2016). This argument stems from the
impressionable year’s hypothesis, which states that a person’s sociopolitical attitudes
are mainly shaped during adolescence, after which they become less flexible and stable
over time (Alwin, 1994; Krosnick & Alwin, 1989; Russo & Stattin, 2016; Shehata & Amnå,
2017). The decreasing flexibility in both interest and involvement during adulthood
emphasizes the importance of examining differences in interest and involvement at the
end of adolescence, as they may explain future behavior. The extent to which societal
interest and societal involvement at the end of adolescence are related to future societal
participation is therefore examined.
Krapp (2007) argues that the development of interest is strongly incited by external
triggers. Interest develops through interactions between a person and a context and
regresses or diminishes without a social context or significant others altogether (Hidi
& Renninger, 2006). In the previous chapter, we showed that raising awareness of
social issues by parents, friends, and teachers positively enhances societal interest in
early adolescence and stimulates its growth in subsequent years. Raising awareness of
social issues by teachers had the strongest effect on developing societal interest. Less
strong positive effects were found for parents and friends on developing societal interest
among adolescents. In addition to the importance of parents, friends, and teachers for
developing societal interest, these socializing agents also influence societal involvement
and societal participation. Previous studies indeed found that, by frequently engaging
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in discussions with parents, friends, and teachers, adolescents are triggered, therefore
become interested, which is considered to enhance involvement and participation
(Brady et al., 1995; Gainous & Martens, 2012; Hoskins et al., 2012; Kahne & Sporte, 2008;
Keating & Janmaat, 2016; McIntosh et al., 2007; Mutz, 2002; Quintelier, 2010; 2015a; Zukin
et al., 2006).
In this chapter, we examine the relation between societal interest and societal
involvement, and their relation to societal participation. The following three questions
guided our study. First, by focusing on the development between ages 13 and 18, we
want to examine (1) to what extent the relation between the development of societal
interest and the development of societal participation is mediated by the development
of societal involvement from age 13 to age 18. Second, we examine (2) to what extent
societal interest and societal involvement at age 18 are related to societal participation
in early adulthood at age 20. Third, we examine (3) to what extent raising awareness
of social issues by parents, friends, and teachers at age 18 is related to societal interest,
societal involvement at age 18, and societal participation at age 20.
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Methods
Sample and design
This chapter is based on data from the Swedish Youth and Society (YeS) panel study. Data
collection for the study started in 2010 and lasted until 2015. In six yearly waves, data were
collected from five cohorts, varying in age from 13 to 30 years. The data were collected in a
city whose population is representative of the Swedish population in terms of employment,
immigration, and income level (Amnå et al., 2009).
For this chapter, the first two cohorts of the YeS panel study were used. The first cohort
was used to examine to what extent the development of adolescents’ societal involvement
mediates the relation between the development of societal interest and societal participation
(RQ1). The first cohort consisted of six data waves, starting at age 13 until age 18. Data were
collected from a total of 1,025 students who completed at least one of the questionnaires
during the six data waves.
The second cohort was used for analyzing the relation between societal interest and societal
involvement at age 18, on the one hand, and early adulthood participation at age 20, on
the other (RQ2), as well as to what extent parents, friends, and teachers stimulate societal
interest, societal involvement, and societal participation of young adults at age 18 (RQ3). For
this cohort, data were collected in four waves, starting in 2010 (age 16) until 2014 (age 20). For
this chapter, with the exception of societal participation measured at age 20, we used data
collected at age 18. The total sample of the second cohort included 1,063 respondents. In the
analyses, 474 respondents were used. The other respondents were excluded from the analyses
either because data at age 20 were missing (193 respondents) or because no data on parental
education were available due to non-completed parent questionnaires (396 respondents).
Since over 55% of the respondents in the second cohort were excluded from the analyses,
possible implications of the missing cases were examined. A logistic regression analysis was
performed in which respondents who were excluded from the analyses were coded 0 and
those included coded 1. No significant differences between the missing and non-missing
cases were found on societal interest, societal involvement, and societal participation, nor
on parental education and the stimulating role of parents, teachers, and friends on becoming
aware of social issues, thus indicating no structural differences between missing and nonmissing respondents. We found small significant differences for gender (with boys being 1.67
times more likely to be in the group of missing respondents than in the group of non-missing
respondents) as well as ethnic background (with non-Swedish respondents 1.67 times more
likely to be in the missing group of respondents than in the non-missing group).
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To be able to draw a single generalized conclusion over both cohorts, the comparability
between the two cohorts was examined by comparing measurements at age 18. Fewer
boys (d=.28) and non-Swedish respondents (d=.19) participated in the second cohort,
and young adults in the second cohort were slightly less interested (d=.18) but showed
slightly more societal participation (d=.22) than young adults at age 18 from the first
cohort.
Variables
Societal participation. Societal participation (seven items) was measured at six time
points for the first cohort (from ages 13 to 18) and at one time point for the second
cohort (age 20). Item examples include the following: “Worked voluntarily for a good
cause” and “Protested when someone in the family was treated unfairly.” Responses were
scored on a three-point scale using 1 (“no”), 2 (“occasionally”), and 3 (“yes, several times”).
Cronbach’s alphas for the six time points of the first cohort and the one time point for
the second cohort ranged from .71 to .79.
Societal involvement. Societal involvement (eight items) was measured at six time points
for the first cohort (from ages 13 to 18) and at one time point for the second cohort (age
18). Item examples are as follows: “It is important to actively try to influence societal
issues” and “It is important to give up my time for others to step in.” Responses were
scored on a four-point scale ranging from 0 (“not important”) to 3 (“very important”).
Cronbach’s alphas for the six time points of the first cohort and the one time point for
the second cohort ranged from .78 to .89.
Societal interest. Societal interest was measured at six time points for the first cohort
(from ages 13 to 18) and at one time point for the second cohort (age 18). Societal interest
was measured using a single question: “How interested are you in what is going on
in society?” using a five-point Likert scale ranging from 1 (“very interested”) to 5 (“not
interested at all”). For reasons of interpretation, these scores were reversed to a scale
from 1 (“not interested at all”) to 5 (“very interested”).
Parents raising awareness. Student awareness of social issues raised by parents was
measured using the single item “Do your parents try to get you to become more aware of
what is going on in the world?” The item was measured at six time points using a fivepoint Likert scale ranging from 1 (“yes, almost always”) to 5 (“no, never”). For reasons of
interpretation, these scores were reversed.
Friends raising awareness. Student awareness of social issues raised by friends was
measured using the single item “Do your friends try to get you to become more aware of
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what is going on in the world?” The item was measured at six time points using a fivepoint Likert scale ranging from 1 (“yes, almost always”) to 5 (“no, never”). For reasons of
interpretation, these scores were reversed.
Teachers raising awareness. Student awareness of social issues raised by teachers was
measured using the single item “There are teachers at my school who try to encourage
students to become more aware of what is going on in the world.” The item was measured
at six time points using a four-point Likert scale using 1 (“does not apply at all”), 2 (“does
not apply so well”), 3 (“applies quite well”), and 4 (“applies very well”).
Parental education. The education level of parents was originally measured on a fivepoint scale with 0 (“less than nine years of study”), 1 (“compulsory school”), 2 (“high
school: vocational track”), 3 (“high school: academic track”), and 4 (“university college/
university”). For parents who both answered the question, the lowest score was used.
Subsequently, the answers were recoded in two categories: 0 (“lower educated parents”)
consisting of first three original categories and 1 (“higher educated parents”) consisting
of the last two original categories.
Control variables. Control variables included gender (0= “female” and 1= “male”) and
ethnicity (0= “born in Sweden” and 1= “born outside of Sweden”).
Analyses
The relation between societal interest and participation, mediated by societal involvement.
To analyze whether the development of societal involvement mediates the relation
between societal interest and societal participation, latent growth curve analysis (LGCA)
was performed using Mplus 7 (Muthén & Muthén, 2017). The LGCA method allows for
inter-variability between respondents on the initial values and the growth trajectories.
Both initial values and growth trajectories were estimated from the observed scores
on our six time points and were treated as latent variable scores. Full-information
maximum likelihood estimation (FIML) was used for missing values, allowing missing
values to be missing at random (MAR), which means that data values and missing values
are statistically unrelated, conditional on a set of predictor or stratifying X variables.
Listwise deletion, for example, requires missing data to be missing completely at random
(MCAR), which is more difficult to establish than MAR (Little & Rubin, 1989).
First, for societal interest, societal involvement, and societal participation, univariate
growth curves were fitted to the data to examine the level and development of these
factors and the inter-variability between respondents. Linear rather than quadratic
growth curves were used in these analyses, as the linear growth curves all indicated good
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model fit. Furthermore, the number of students was not sufficient for the inclusion of
quadratic growth curves in the mediation growth curve model. Root mean square error
of approximation (RMSEA), the comparative fit index (CFI), and the Tucker-Lewis index
(TLI) were used as the main fit indices. The CFI and TLI should be higher than .90 for
acceptable fit, whereas the RMSEA should have a 90% confidence interval with a lower
value lower than .05 and an upper value below .08 (Kenny, 2003). Next, a multivariate
growth curve model was estimated to examine mediation (figure 5.1). The direct effects
of the development of societal interest and involvement on the development of societal
participation were estimated, as well as the indirect effect of the development of societal
interest through societal involvement on societal participation. Finally, the total effects
from societal interest, societal involvement, and societal participation were examined.
The level of significance used was p<.05.
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Figure 5.1: Model of the expected effects and relation between the intercepts and slopes of societal
interest, societal involvement, and societal participation from ages 13 to 18.
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Societal interest, involvement in early adolescence, and societal participation in early adulthood
and the influence of parents, friends, and teachers.
Both research questions 2 and 3 were estimated in three models using Mplus 7. Figure
5.2 depicts the path model for the relation between societal interest and societal
involvement at age 18 and societal participation at age 20. To answer research question
2, the relation between societal interest and involvement and their relationship with
societal participation was examined, controlling for gender, ethnic background, and
the extent young adults’ awareness of social issues was raised by teachers, parents, and
friends. The third research question concerning raising awareness by parents, friends,
and teachers about social issues was analyzed in relation to societal interest, societal
involvement, and societal participation.

Age 20

Age 18

Societal interest
Parents
Societal
participation

Friends
Teachers
Societal
involvement

Figure 5.2: Expected relations between societal interest, societal involvement, and societal participation
in early adulthood, including parents, friends, and teachers.
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Results
Level and growth of societal interest, societal involvement, and societal participation during
adolescence.
First, the level and growth rate of societal interest, societal involvement, and societal
participation were examined. Significant differences were found for all factors on the
means and variances of the intercept. Both societal interest and societal involvement
on average had a positive growth of .108 and .117, respectively. Societal participation on
average remained at the same level over time (table 5.1).
Table 5.1: Understanding estimates for univariate growth curves for societal interest, involvement, and
participation
Intercept

Slope

Fit indices

Mean

Variance

Mean

Variance

χ2 (df)

CFI

TLI

RMSEA

Societal interest

2.131*

.514*

.108*

.022*

85.989*

.948

.952

.066

Societal involvement

2.302*

.266*

.117*

.009*

57.697*

.968

.970

.051

Societal participation

1.219*

.314*

.000

.011*

50.252*

.966

.968

.046

Note: * is significant
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Figure 5.3: Growth curves of societal interest, involvement, and participation.
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A mediation model of societal involvement between societal interest and participation (RQ1).
The mediation model fits the data well with RMSEA=.038, CFI=.966, and TLI=.968.
Both the growth in societal interest and societal involvement of adolescents were not
directly related to growth in societal participation (see table 5.2). The study revealed
no indication for mediation by growth in societal involvement, as the indirect effect
of growth in societal interest on growth in societal participation via growth in societal
involvement was not significant.
A significant positive total effect (.520) of growth in interest on growth in participation
was found. As expected, a positive growth in societal interest was directly related to
a growth in societal involvement (1.045), confirming our assumption that a growing
interest in society leads to higher societal involvement among adolescents.
At age 13, the relation between societal interest and societal participation was mediated
by societal involvement (.401). A higher level of societal interest among 13-year-olds was
directly related to greater societal involvement (.780) at that age. Moreover, a higher
level of societal involvement was positively related to the level of societal participation
(.513). As table 5.2 shows, societal interest at age 13 was negatively related to growth in
involvement (-.338). This indicates that youth with a higher societal interest at age 13
show less growth in societal involvement during adolescence and vice versa. Societal
interest and societal involvement at age 13 were both unrelated to growth in societal
participation during adolescence.
The relation between societal interest and involvement at age 18 and societal participation at age
20 and the influence of parents, friends, and teachers at age 18 (RQ2 & RQ3).
Societal involvement of young adults at age 18 was positively related to societal
participation at age 20 (.183) while controlling for ethnicity, gender, parental education
and the extent to which parents, friends, and teachers stimulated young adults’ awareness
of social issues (table 5.3). Controlling for these factors, young adults’ societal interest at
age 18 was unrelated to their participation at age 20. Table 5.3 illustrates a small positive
relation between societal interest and societal involvement (.156). This positive relation
and the positive effect of societal involvement at age 18 on societal participation at age
20 confirm the importance of societal involvement for participation in society.
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Table 5.2: Standardized estimates and standard errors (behind brackets) for the mediation model of
societal interest, societal involvement, and societal participation for students from ages 13 to 18
Societal interest

Direct

(s) interest on
(s) involvement

1.045(.06)*

-

-

-

-

(i) interest on
(s) involvement

-.338(.09)*

-

-

-

-

(i) interest on
(i) involvement

.780(.02)*

-

-

-

-

(s) involvement
(s) participation

-.665(.41)

-

-

-

-

(i) involvement on
(s) participation

.040(.18)

-

-

-

-

(i) involvement on
(i) participation

.513(.08)*

-

-

-

-

Indirect via
involvement (i)

Indirect via
involvement (s)

Total indirect Total
effect
effect

Societal involvement

Societal participation
(s) interest on
(s) participation

-.174(.36)

-

.694(.41)

.694(.41)

.520(.10)*

(i) interest on
(s) participation

.021(.13)

.031(.14)

-.224(.15)

-.192(.12)

-.172 (.09)

(i) interest on
(i) participation

.089(.08)

.401(.06)*

-

.401(.06)*

.490(.05)*

Note: * is significant RMSEA=.038; CFI=.966 TLI=.968

Our study revealed a positive effect of raising awareness of social issues by teachers on
young adults’ societal interest (.267) and societal involvement (.205) at age 18. Awareness
of social issues raised by parents was positively related to societal interest among 18-yearolds (.147) and awareness raised by friends was positively related to societal participation
(.126). On average, societal participation was lower for females than for males (-.128), and
young adults from higher educated families participated more in society than those
from lower educated families (.181). Young adults from higher educated families were
also more socially interested at age 18 (.111). Additionally, and not shown in table 5.3, the
total effect of societal interest via societal involvement on societal participation was
studied and found not significant (.072). The first model explained 15% of the variance
for societal interest, the second model explained 34% for societal involvement, and the
final model explained 36% of the variance in societal participation.
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Table 5.3: Standardized estimates on societal interest, involvement, and participation for students
Variables

Societal interest
(age 18)
B(se)

Societal involvement
(age 18)
B(se)

Societal participation
(age 20)
B(se)

Ethnicity

-.021 (.056)

. 045 (.050)

.057 (.056)

Gender

-.102 (.056)

-.009 (.050)

-.128 (.056)*

Parental education

.111 (.055)*

.080 (.050)

.181 (.055)*

Teacher awareness

.267 (.057)*

.205 (.053)*

.103 (.061)

Friend awareness

.088 (.060)

-.006 (.053)

.126 (.059)*

Parent awareness

.147 (.059)*

.028 (.053)

.023 (.060)

.156 (.049)*

.070 (.068)

Societal interest
Societal involvement
R2

.183 (.068)*
.154

.343

Note: * is significant RMSEA=.000; CFI=.1.000 TLI=1.000

.364
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Conclusion and discussion
This chapter examined the effect of two prerequisites for societal participation: societal
interest and societal involvement. Both societal interest and involvement are expected
to enhance societal participation. Furthermore, societal involvement was expected
to serve as a mediator in the expected relation between societal interest and societal
participation. Our longitudinal design allowed us to understand the changes in societal
interest and involvement during adolescence into young adulthood and to what extent
these changes provide a key to understand the development of societal participation
during adolescence. To conclude, we examined the extent to which interest and
involvement related to participation after adolescence.
First, we studied the changes in and relations between societal interest, societal
involvement, and societal participation from adolescents aged 13 to 18. Changes in societal
interest between this period were positively related to changes in societal participation.
If adolescents become increasingly interested in society, they are increasingly more
likely to participate in society. At the same time, changes in societal involvement were
unrelated to changes in societal participation. Becoming more involved in society
during adolescence was therefore not associated with becoming more active in society.
Interesting to note here is that societal involvement in early adolescence at age 13
was positively associated with societal participation at this age. As we were unable to
find indirect effects of changes in societal interest through societal involvement on
societal participation, we were unable to confirm our expected mediation effect. We
did find a mediation effect at age 13 from societal interest via societal involvement
on societal participation. Second, we studied whether the level of societal interest
and societal involvement in late adolescence at age 18 were associated with higher
societal participation in early adulthood at age 20. Here, we found that a higher societal
involvement at age 18 was associated with higher levels of societal participation in early
adulthood at age 20. Higher interest in society at age 18 was unrelated to future societal
participation.
That the growth of societal involvement from age 13 to 18 was unrelated to changes in
societal participation does not necessarily imply that societal involvement does not play
a role in encouraging societal participation. The positive effects of the level of societal
involvement at both age 13 and age 18 on societal participation at age 13 and age 20
suggest that the level of societal involvement is important for participating in society
and less the growth of societal involvement during adolescence. Because changes in
societal involvement between age 13 and age 18 were unrelated to changes in societal
participation, our findings furthermore suggest that higher levels of societal involvement
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at age 13 are associated with higher levels of participation in early adulthood. This shows
that being more involved at age 13 might already be indicative for societal participation
in early adulthood.
Focusing on stimulating these factors, parents, friends, and teachers are argued to be
key socializers (e.g. Dostie-Goulet, 2009; Isac et al., 2014; Kahne & Sporte, 2008; Keating
& Janmaat, 2016; Koskimaa & Rapeli, 2015; Quintelier, 2013; 2015). In the second study, we
also focused on raising awareness of social issues through these socializers, which was
expected to improve dialogue on these subjects, enhancing their interest, involvement,
and possibly participation in late adolescence at age 18 and early adulthood at age 20.
Both parents and teachers are the most important for stimulating societal interest and
involvement, where friends are more important for stimulating participation in the
future. These findings are in line with our previous chapter in which it was found that
both raising awareness by teachers and parents had a strong effect on the development
of societal interest. Even though friends were also positively related to the growth in
societal interest, our findings did then also indicate that friends become increasingly
influential during adolescence.
Due to the complexity of these latent growth curve models, we were unable to account
for parents, friends, and teachers and their influence on the growth of societal interest,
involvement, and participation during adolescence. Even though these models have great
advantages, as they allow for examining the influence of the development of societal
interest, involvement, and participation and account for missing data at several data
points (Duncan, Duncan, & Strycker, 2013), due to smaller sample size we were unable to
include these socializing agents.
When examining the influence of parents, teachers, and friends on the development
during adolescence, future studies could also account for (social) media as an additional
socializing agent (see also Amnå et al., 2009; Jenkins et al., 2016). Over the past decade,
a variety of new media has been influencing adolescents’ lives. In future studies, the
effects of media should focus on both offline and online participation (Delli Carpini,
2000; Lane, Kim, Lee, Weeks, & Kwak, 2017).
Some limitations with respect to the outcomes and data should be mentioned. First,
we assumed that the mechanisms during adolescence lead to certain differences in
societal interest and societal involvement at age 18, and we used a second cohort to
understand their effect on future participation. Although we did find small differences
for gender and ethnicity between the two cohorts, we connected mechanisms found for
the second cohort to the first cohort. Using a single cohort, which includes both data on
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the development of adolescents as well as their transition into early adulthood, would
be preferable for future studies.
Secondly, focusing on the conceptualization and measurement of societal involvement
and societal participation during adolescence, this chapter used a common measure for
all ages. It can be argued that during adolescence, the nature of societal participation
will differ considerably, and studies should better account for these differences in their
measurements to ensure validity. This argument relates to the conceptualization and
importance of societal involvement during early phases of adolescence, which was
found to be essential for societal participation. Even though societal participation and
citizenship practices are necessary for both non-adults and adults (Lawy & Biesta, 2006),
and the importance of active participation for democratic societies is not restricted
to adult participation, future studies should further explore the necessary tasks and
involvement for young children. Additionally, a similar question can be asked for
differences between societal involvement in adolescence and adulthood. Future studies
could study the activities during adolescence, for example, youth participation that is
important for possible certain societal activities as adults (e.g. Bekkers, 2005; De Winter,
1995; Hooghe & Stolle, 2002).
This chapter contributes to this discussion of active participation and citizenship in
three ways. First, by understanding the relation between interest and involvement and
their effect on societal participation. Where previous studies have mostly examined the
relation of political interest and involvement on political participation (e.g. Brady et al.,
1995; Deli Carpini & Keeter, 1996; Ekman & Amnå, 2012; Van Deth et al., 2007; Verba et al.,
1995; Zaller, 1992), we have drawn from this rich political literature to examine whether
interest and involvement in society enhances societal participation. Secondly, as
adolescence is often considered essential in developing sociopolitical attitudes (Alwin,
1994; Krosnick & Alwin, 1989), our study revealed that the level of societal involvement
at age 13 is a key factor for societal participation and that changes during adolescence
are less important than expected. Finally, it seems that a combination of interest and
involvement is important for the growth of societal participation during adolescence as
well as for future participation. Societal involvement should be accounted for in future
studies on participation in society. In other words, for citizens to participate in society, it
is important to start early to get them involved and continuously stimulate their interest
and involvement throughout adolescence.

Chapter 6
Summary, discussion, and conclusion
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Summary, discussion, and conclusion
The aim of this thesis was to study the extent to which schools contribute to societal
participation. Tasked with promoting citizenship, schools are requested to motivate
students to participate in society and encourage them to be self-reliant, responsible
citizens, who support their own communities, overcome common good problems, and
collaborate with others to change and improve their own and others’ well-being (Barrett
& Brunton-Smith, 2014; Eurydice, 2017; Zukin et al., 2006). There is little empirical data
on the extent to which schools contribute to societal participation. Therefore, this thesis
examined the contribution of schools to the societal participation of young adults.
To determine to what extent schools contribute to societal participation, three conditions
of an open climate were studied: teacher-student relationships, student-student relationships,
and teachers raising awareness of social issues. We argued that these conditions form the
basis of a climate that provides a safe environment and gives students the opportunity
to participate in discussions on societal issues. An open climate was then suggested to
increase the willingness of students to participate in these discussions–thus stimulating
their societal interest and societal involvement–which motivate students to participate
in society.
Societal interest was conceived as a curiosity about or attentiveness to society. Becoming
more interested in society was then expected to lead to societal involvement, which was
conceived as a personal importance and affection toward issues in society. Increasing
interest and involvement in society during adolescence was then expected to lead to
greater societal participation in early adulthood. Because we expected that schools
would play an important role in stimulating societal interest and societal involvement
in students, we compared the role of the school with the role of parents and friends.
This allowed us to better understand the actual contribution of the school to societal
participation.
Previous studies have shown that the effectiveness of an open climate may differ for
young people from different socioeconomic backgrounds (Campbell, 2008, Hooghe &
Dassonneville, 2011, Langton & Jennings, 1968, Neundorf et al., 2016, Niemi et al., 2013). This
thesis therefore studied whether the conditions for an open climate have an equal effect
on societal interest and societal involvement for students from different socioeconomic
backgrounds. An open climate can be more beneficial for students from less advantageous
backgrounds. This was mentioned as the compensation effect, as it compensates for
differences between students (Campbell, 2008). On the other hand, students from more
advantageous backgrounds can also benefit from an open climate. This was referred to
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as the acceleration effect (Campbell, 2008). To account for this, we assessed whether the
conditions of an open climate benefited students from less and more educated parents
equally.
Three objectives were posited to study to what extent schools can contribute to societal
participation. The first objective was to assess the extent to which open climate conditions
stimulate societal interest and societal involvement. The second was to explore the extent to which
societal interest and societal involvement stimulate societal participation in early adulthood. The
third was to examine whether the effect of open climate conditions is equally beneficial for students
from different socioeconomic backgrounds.
Figure 6.1 depicts an overview of the expected relations. The results from analyses on two
longitudinal studies were used—one from the Netherlands and one from Sweden—to
achieve the three objectives.

School:
Open
climate
conditions

Societal
interest
Societal
participation

Parents
Societal
involvement
Friends

Figure 6.1: Schematic overview of the expected relations in this thesis.
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Summary of chapters
The previous four chapters addressed four research questions with five sub-questions
in order to test the relations depicted in figure 6.1 and achieve the thesis objectives. The
following section summarizes the results of the chapters.
Chapter 2 examined the first research question. Here, we asked to what extent teacherstudent and student-student relationships stimulate societal involvement of adolescents in
secondary schools? As a sub-question, we asked to what extent this is different for students
with lower and higher educated parents?
We used the COOL5-18 data for 15-year-old students in 2010/2011 with two-level multilevel
analyses (school, student) to address these research questions. Results showed that
students are more societally involved if they perceive having a good relationship with
both their teachers and fellow students. When studying school effects, we found that
students in schools with better student-student relationships were generally more
involved in society. Although students from both lower and higher educated parents
benefited from having a positive relationship with their teacher, students from higher
educated parents benefit more from these relationships. Campbell (2008) calls this the
acceleration effect. We also found that the level of societal involvement differed for
students from various socioeconomic backgrounds. Here, we found that students from
lower income households and students from homes with lower educated parents are
generally less involved in society and that, accounting for income and education of
parents, students from employed parents were less involved in society than students
from unemployed parents.
Chapter 3 built on the second chapter. Its intent was to study the second research
question and examine to what extent the effects of teacher-student and student-student
relationships already exist in primary school? Two sub-questions were posed in this chapter.
First, we questioned if there is a relation between teacher-student relationships and studentstudent relationships in primary school, to what extent is there an effect of these relationships in
secondary school? Second, we investigated the question to what extent is this different for
students with lower and higher educated parents?
We used two cohorts with two data waves of students aged between 12 and 15 from the
COOL5-18 study in 2008/2011 and 2011/2014, respectively. Longitudinal two-level multilevel
analyses (class, student) were used to address these research questions. This chapter
revealed that students in primary—and secondary—school were more societally involved
when they perceived a good relationship with their teacher. If students perceived a more
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positive relationship with their teacher in primary school, they were still more societally
involved in secondary school. In primary school, students with lower educated parents
benefited more from teacher-student relationships than students with higher educated
parents. Campbell (2008) defined this as the compensation effect. In this chapter, positive
relationships with fellow students did not lead to greater or less societal involvement in
both primary and secondary school.
Chapter 4 addressed the third research question. Here, we examined to what extent raising
awareness of social issues by teachers, parents, and friends stimulates the development of societal
interest during adolescence? We further studied the sub-question to what extent is this different
for students from lower and higher educated parents?
Data from the YeS panel study were used, in which students were questioned yearly from
2010 (age 13) until 2015 (age 18). Latent growth curve models enabled us to measure the
development of societal interest, measure the development of raising awareness of social
issues by teachers, parents, and friends, and relate the development of societal interest
to the development of raising awareness by parents, friends, and teachers. This chapter
revealed that awareness of social issues raised by teachers stimulates societal interest
during adolescence, even in addition to the positive influence of raising awareness
of social issues by parents and friends. In this respect, the effect of teachers was the
strongest of the three socializing agents. Students from lower educated parents benefited
more from teachers who raised awareness of social issues than students from higher
educated parents. This relates to the compensation effect articulated by Campbell (2008).
Moreover, we explored the development of awareness raised by parents, teachers, and
friends to identify changes during adolescence. Here, we found that the level in which
teachers raise awareness of social issues is consistent throughout adolescence; friends, in
turn, generally start to raised awareness of social issues around age 16, and parents raise
awareness slightly less often during adolescence.
Chapter 5 addressed the fourth research question. Here, we studied to what extent societal
interest and societal involvement lead to greater societal participation in early adulthood. We
further studied to which extent raising awareness of social issues by teachers, parents, and friends
stimulates societal interest, societal involvement, and societal participation in late adolescence and
early adulthood?
To examine this, two cohorts from the YeS panel study were used. One cohort consisted
of students who were questioned yearly from 2010 (at age 13) to 2015 (at age 18). A second
cohort had students aged 18 in 2012 and aged 20 in 2014. Latent growth curve models
were estimated to study the relations between societal interest, societal involvement, and
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societal participation during adolescence. Path models were estimated to study the extent
to which societal interest and societal involvement lead to greater societal participation
in early adulthood and to what extent raising awareness by teachers, next to parents and
friends, stimulates societal interest, societal involvement, and societal participation in
late adolescence and early adulthood.
In early adolescence, at age 13, students who were more interested in society were more
involved in society and more likely to participate in it. This suggests that, at age 13, societal
involvement mediates the relation between societal interest and societal participation.
Studying changes in societal interest, societal involvement, and societal participation
during adolescence revealed that students’ growth in societal interest was related to the
growth in societal involvement. This shows, for example, that students who gradually
became interested in society were more likely to participate gradually in society. However,
if students became more or less involved in society, this did not translate into their being
more or less active in society.
Further results showed that students who were more involved in society in late
adolescence were more likely to participate in society in early adulthood. Societal interest
did positively stimulate societal involvement in late adolescence, but societal interest did
not stimulate future societal participation. It further appears that the level of societal
involvement at age 13 and age 18 is associated with higher levels of societal participation
at age 20. However, changes in societal involvement during adolescence did not lead to
changes in societal participation from age 13 to age 18. This suggests that early societal
involvement is indicative of the level of societal participation in early adulthood.
When studying the role of schools, we found that teachers raising awareness of social
issues was important for societal interest and societal involvement at age 18 but had no
effect on future societal participation (at age 20). Awareness raised by parents at age
18 stimulated societal interest but neither societal involvement at age 18 nor societal
participation at age 20. Finally, awareness raised by friends was important for societal
participation at age 20 and was unrelated to societal interest and societal involvement
at age 18.
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Overview and discussion
By using two long-term cohort studies, we were able to study a relatively long period
of socialization from early adolescence until early adulthood. In this way, we were able
to show that during adolescence, and by creating open climate conditions, schools
can increase students’ interest and involvement in society, which motivates them to
participate in society as young adults. These outcomes show that schools can indeed
contribute to societal participation. These main findings can be further understood
by reflecting on the three objectives of this thesis, as we do in the next section.
Assess the extent to which open climate conditions stimulate societal interest and societal
involvement.
Through positive relationships with students and by raising awareness of social issues,
teachers can encourage students to become more interested and involved in society.
Besides other important socializing agents—parents and friends—teachers were able to
contribute to students becoming more interested and involved in society. That parents
and friends are important for developing societal interest and societal involvement was
not necessarily surprising, as both are considered the primary socializers for children
(Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015; Shani, 2009). The positive contribution
of teachers, in addition to these socializers, emphasizes the importance of our finding
that schools can substantially contribute to both societal interest and involvement
throughout adolescence.
Previous scholars have debated the contribution of teachers on socialization (e.g. DostieGoulet, 2009; Koskimaa & Rapeli, 2015; Neundorf et al., 2016). Some have stated that
teachers play only a minor role compared to parents and friends. However, this thesis
primarily focused on societal interest and societal involvement, while the studies in which
teachers are of minor importance examined socialization of political interest and political
involvement. While teachers stimulate societal interest and societal involvement, they do
not necessarily contribute to political interest and political involvement. We have argued
that the role of teachers is likely to be different for the social domain from for the political
domain of citizenship because students often have negative connotations of politics; they
find it irrelevant, complex, and dull (Hay, 2007; White et al., 2000). Accordingly, students
are generally more interested in societal issues and less interested in politics (Abdelzadeh,
2016; Lauglo & Øia, 2007; Munniksma et al., 2017; Schulz et al., 2018). It is suggested that
future studies explore whether societal interest and societal involvement can stimulate
political participation. Because of the limited role of teachers in stimulating political
interest and political involvement, both important predictors for political participation
(see Brady et al., 1995; Van Deth et al., 2007; Verba et al., 1995), finding a relation between
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societal interest and societal involvement would suggest that teachers do not necessarily
have to address politics to stimulate students to become politically active. Stimulating
political participation is essential for democratic societies as, without it, democracy
lacks both legitimacy and its guiding force (Dalton, 2008; Verba & Nie, 1972). Therefore,
it would be interesting to examine if teachers set the conditions for an open climate,
encouraging discussion on social issues and emboldening students’ societal interest and
societal involvement, and if this also motivates students to vote, demonstrate political
ideas, or work in politics.
Positive relationships with fellow students were also beneficial for societal involvement
in secondary school. However, positive peer relationships had no effect on societal
involvement in upper primary school. We expect these differences in our findings
to be mostly age related, as fellow students arguably become increasingly important
during adolescence (Buhrmester, 1990; Claes & Poirier, 1993; Hojjat & Moyer, 2017; Larson
& Richards, 1991; Steinberg & Monahan, 2007). First, as the influence of peers and the
relationships with fellow students becomes increasingly important for students during
adolescence (Buhrmester, 1990; Dostie-Goulet, 2009; Steinberg & Monahan, 2007),
relationships with fellow students or peers can be less important earlier in adolescence
than later in adolescence. Chapter 4, for example, revealed that friends started to raise
awareness on social issues only around age 15, which suggested that later in adolescence,
peers become a progressively important agent of socialization. That we were unable to
find any effect in primary school may reflect the changing role of peers during adolescence
and may be related to the age of students, as classmates become more important for
socialization. Moreover, these different findings for students in upper primary and
the middle of secondary school show the strength of our longitudinal study and the
importance of studying the role of schools at several time points during adolescence.
In sum, we found that open climate conditions, especially created by teachers, contribute
to the development of societal interest and societal involvement of students throughout
adolescence, with the exception of student-student relationships in primary school.
Students from various parental backgrounds benefited from these open climate
conditions. The effectiveness of an open climate was not similar for all students. This is
outlined in the next section.
Examine whether the effect of open climate conditions is equally beneficial for students from
different socioeconomic backgrounds.
Our thesis showed that students from more advantageous backgrounds are more
interested and involved in society than students from less advantageous backgrounds.
Parental education was particularly positively related to differences in societal interest
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and involvement, even in early adolescence. The significant role of parent socioeconomic
background touches upon issues related to inequality and raises questions about the
extent to which schools are able to compensate for differences between students from
different socioeconomic backgrounds.
In three of four chapters, we found that students with lower educated parents benefited
more from open climate conditions in becoming more interested and involved in society
than students with higher educated parents. In line with other studies (e.g. Campbell,
2008; Langton & Jennings, 1968; Neundorf et al., 2015), this confirms a compensation
effect, which reasons that students with fewer experiences and lower societal interest
and involvement benefit more from an open climate. This suggests that by creating an
open climate, schools can reduce inequalities between students’ differences in societal
interest and societal involvement based on parental background.
In the second chapter, we found that secondary school students, aged 15, with higher
educated parents, benefited more from positive relationships with teachers than students
with lower educated parents. This finding fits the idea of an acceleration effect, as defined
by Campbell (2008), reasoning that higher SES students already have more competence
to participate and discuss in the classroom and benefit more from the favorable learning
opportunities offered by such a climate (Campbell, 2008). Even though students from
both groups benefit from open climate conditions, this finding indicates that schools
enhance inequalities based on societal involvement between students from different
socioeconomic backgrounds.
Although somewhat speculative, differences between the results in chapter 2 and the
other chapters could be explained by the grouping of the student population in secondary
schools in the Netherlands due to educational tracking. The acceleration effect was found
in Dutch secondary schools, which groups students based on their ability. Indications of a
compensation effect were found in Dutch primary school before tracking, and in Swedish
schools, where tracking happens only late in adolescence. In the Netherlands, students
move to different tracks at age 12 when transferring from primary to secondary school
(Tikkanen, Bledowski, & Felczak, 2015). After primary school, children go to pre-vocational
secondary education, which consists of four different tracks or to one of two tracks, both
of which are oriented toward higher academic education. The Dutch education system
is therefore known for its early tracking. By contrast, in Sweden, tracking starts from age
16 onward. Here, primary school (grundskola) is from age 7 to age 15, after which students
can attend secondary school on academic tracks.
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Previous studies have shown the influence of early tracking on educational inequalities
and negative cognitive outcomes between students in different tracks (e.g. Bol, Witschge,
Van de Werfhorst, & Dronkers, 2014; Dronkers, 2015; Hanushek & Wößmann, 2016; Korthals,
2016; Witschge & Van de Werfhorst, 2016). These results may reflect this, as in more
heterogeneous groups—based on ability—lower educated students might benefit more
from participating in an open climate, and schools can compensate for differences
between students. More advantaged students, on the other hand, might benefit more
from homogeneous groups, which suggests Campbell’s (2008) acceleratory effect of an
open climate and enhanced differences between students.
In three chapters, through positive teacher-student relationships and teachers raising
awareness of social issues, schools were able to reduce differences in societal interest and
societal involvement due to parental background. This finding is important as it gives
students from less advantageous backgrounds a more equivalent position for participating
in society in early adulthood. Through positive teacher-student relationships and teachers
raising awareness, schools can contribute to creating more equal opportunities for less
advantaged students, as this motivates them—by stimulating societal interest and
societal involvement—to participate in society.
Examine the extent to which societal interest and societal involvement lead to greater societal
participation.
Both societal interest and societal involvement lead to greater societal participation. The
anticipated effects of societal interest and societal involvement on societal participation
changed during adolescence. In early adolescence, we found that students who were more
involved in society also participated more in society. Students who were more interested
were also more involved, which indicates that societal involvement mediates the relation
between societal interest and societal participation. From age 13 until late adolescence
(age 18), students who became more interested also participated increasingly even though
becoming more involved in society during adolescence did not lead to greater societal
participation. Finally, we found that students who were more involved in society in late
adolescence were more likely to participate in society as young adults. Societal interest
at age 18 also stimulated societal involvement in late adolescence, but societal interest
did not stimulate societal participation. Even though this implies a mediation effect, a
total effect of societal interest through societal involvement on societal participation in
early adulthood was not found.
Furthermore, our findings revealed that societal involvement in early adolescence was
indicative of societal participation in early adulthood. This finding has two notable
implications. First, early education to stimulate societal interest and societal involvement
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is important. In early adolescence, creating an environment in which students feel safe and
are willing to talk about social issues—an open climate—can enhance their interest and
involvement in society, leading to greater participation in early adulthood. Second, it is
important for schools to reduce societal involvement inequalities in early adolescence and
create more equal opportunities for students who are less involved entering adolescence.
As our findings showed that schools were able to compensate for inequalities in interest
and involvement in society, even in early adolescence, starting at this age gives schools
the opportunity to reduce these inequalities and create more equal opportunities for both
advantaged and less advantaged students to participate in society as adults.
Using long-term panel studies allowed us to better understand the role of schools
in motivating students to participate in society and whether this leads to greater
participation as adults. We will now reflect on some considerations on our data, online
versus offline participation, and socialization as well as address ideas for future studies.
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Future studies and considerations
Previous studies have underlined the importance of a life-course perspective to show the
extent of patterns and processes during adolescence on future behavior (e.g. Amnå et al.,
2009; Dijkstra, 2012). The longitudinal approach of this thesis expands our understanding
of schools’ contribution to participation in society in adulthood, beyond school years. It
showed that the school contributes to the development of societal interest and societal
involvement during adolescence, next to parents and friends, and in turn enhances future
societal participation.
It was previously argued that, for the sake of readability, causal statements were included
in this thesis. These causal statements should be read carefully as we have not directly
tested whether societal interest leads to societal involvement and whether societal
involvement leads to future participation. Nevertheless, by using two longitudinal
datasets that cover a relatively long period from early adolescence to early adulthood
with advanced longitudinal analyses, this thesis made a step in the right direction.
Although this thesis does not prove causal claims of socializing agents, societal interest,
involvement, and participation, it does strengthen the causal claims on the role of the
school on future participation beyond school years.
Only a few longitudinal datasets were available, and if present, they often covered only a
relatively limited part of the life cycle. We used two longitudinal datasets—one from the
Netherlands and one from Sweden—to study the effects of schools on social development
throughout adolescence and the effect of schools on participation in early adulthood. The
Dutch and Swedish contexts have sufficient common grounds to use both contexts for
our goal to study to what extent schools contribute to societal participation. Both the
Netherlands and Sweden score similarly on the Gini-index and have similar socioeconomic
profiles in terms of income inequality (Eurostat, 2013). Both are considered social welfare
states (Esping-Andersen, 1990), score similarly on child well-being (Bradshaw, Martorano,
Natali, & De Neubourg, 2013), and have similar Gross Domestic Products per capita (World
Bank). Both also score similarly on the Human Development Index ( Jahan, 2016), with
similar scores on (expected) years of schooling, Gross National Income per capita, gender
inequality, and educational inequality (Human Development Report, 2016).
Where the Netherlands and Sweden have sufficient common grounds to estimate the
expected relation in our model, we have already mentioned differences in tracking and
their presumed consequences for variances in the compensation or acceleration effects of
an open climate. Now we discuss another factor: participating in an open climate. Students
in Sweden are more positive about participating in an open climate classroom and society
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(Daas, 2014; Daas & Dijkstra, 2016; Munniksma et al., 2017; Schulz et al., 2018). As they are
more likely and willing to participate in class, creating the necessary conditions for an
open climate for Swedish students is more likely to result in discussion and participation
in class than for Dutch students. This implies that Swedish students are more likely to
benefit from these conditions, as they are more likely to participate. We found positive
effects in both Sweden and the Netherlands for open climate conditions on societal
involvement. This indicates that despite the low participation of students in Dutch
classrooms, conditions from an open climate still lead to greater societal involvement.
This shows the potential in the Netherlands to stimulate students’ societal interest
and societal involvement by further enhancing students’ attitudes toward classroom
participation.
We previously noted that few longitudinal datasets on political socialization were
available that cover both adolescence and adulthood. We were unable to follow up on
the COOL5-18 respondents, as these data are not available in the Netherlands. Thus, to gain
further understanding of the long-term effectiveness of schools on future participation
in society in the Dutch context, setting up a new dataset and data collections in the
Netherlands is necessary. In setting up a longitudinal dataset, we would advise using
the YeS data as an example. Including multiple cohorts with multiple waves that cover
a wide age range of 13 to 30 years old or beyond, with a focus on keeping attrition low,
sets a good example of socialization data that cover both adolescence and adulthood. It
should be noted that the data were collected in only one city in Sweden, although this
city is largely representative of the Swedish population (Amnå et al., 2009). In setting
up similar data collection in the Netherlands, it is advised to pay close attention to the
transition between primary and secondary schools due to large attrition rates. We have
argued that this transition is interesting, as it accounts for the consequences of early
tracking and shows the role of primary school outcomes in secondary school. However,
going from primary to secondary school involves students transferring to a number of
different schools, moves which are highly sensitive to attrition, as mentioned in chapter 3.
In addition to this longitudinal quantitate data, including a mixed-methods approach and
thus more qualitative data could shed further light on the specific mechanisms through
which discussion on societal issues—in an open climate—stimulate societal interest
and societal involvement. Future studies should consider examining the mechanisms
underlying these discussions and how these discussions could lead to an increase
in societal interest and involvement (e.g. Klofstad, 2010; Neundorf et al., 2016; Rubin,
2012). Interviews with students and teachers and studying observations of classroom
interactions can give further insight into the mechanisms and interactions that stimulate
societal interest and societal involvement.
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At the same time, observations in schools allow for further exploration of the concept
and mechanisms of an open climate. This thesis studied three conditions at the basis
of an open climate, and its positive effects raises additional questions on how an open
climate should be conceptualized or what an open climate entails. For example, it would
be interesting to examine the specific interactions that stimulate students to grow as
citizens or to study the conditions students find important for their ability, willingness,
and feelings of safety to participate in discussions in school (see Maurissen et al., 2018).
In setting up a new longitudinal data collection, we would suggest including a mixedmethods approach to complement the quantitative data.
After this discussion of the implications and considerations of our data, we now
want to briefly address our specific focus on offline societal participation and offline
socialization. This thesis did not include the role of (social) online media. In recent years,
online media, as an extension to offline participation, or a socializing training ground
for offline participation, has become increasingly important (e.g. Millwood Hargrave
& Livingstone, 2006; Rheingold, 2008; Shah et al., 2005; Xenos et al., 2014). Including
social media would indeed have been interesting, as it concentrates on the personal
social environment of youth. One reason dominates our decision to focus on offline
participation and socialization: including online activities may create a more optimistic
or less conservative view of participation. There is little doubt that users have adopted
social media as a new tool to boost participation (Oser, Hooghe, & Marien, 2013), and
online participation reaches groups of adolescents who would not have participated
otherwise (Vissers & Stolle, 2014). Most adolescents use some form of social media, and
if online socialization and participation had been included, we would have created a more
positive view of the role of friends and participation in society. Our findings on societal
participation are more conservative. The focus on offline participation was also motivated
by the ongoing necessity of offline activities and participation in society. Volunteering,
community work, and caregiving are real-time offline activities that are hard to replace
with online activities; therefore, a conservative estimation of these real-time, offline
activities was studied. This raises the questions of whether online activities are part
of societal participation and to what extent online societal participation is relevant for
reducing individualization within participatory societies. Still, for online socialization, the
role of (online) media can, next to the role of the school as socialization agents, stimulate
participation, and it would be interesting to include it in future studies on motivating
students toward societal participation.

6

128 | Chapter 6

Conclusion
This thesis shows that schools can contribute to societal participation in early adulthood.
By creating conditions for an open climate that encourages students to participate in
discussions, schools can enhance students’ interest and involvement in society, which
motivates them to participate in society as adults. Students from both higher and lower
socioeconomic backgrounds benefit from open climate conditions and become more
involved and interested in society, although this effect varies among students from
different backgrounds. We found indications that schools are able to reduce inequalities
concerning interest and involvement in society because of parental socioeconomic
background. This thesis confirms—what school policies in many developed countries
have already assumed—that schools can promote societal participation and, to some
degree, contribute to overcoming challenges due to eroding social coherence and advance
the transition toward participatory societies.
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Appendix
Table A: Frequencies of continuous variables (chapter 2)
Variable

Mean

SD

Min

Max

0

1

-3.071

2.642

Student-student relationships

0

1

-5.220

1.853

Teacher-student relationships

0

1

-4.144

3.494

Self-efficacy

0

1

-4.353

2.580

School student-student
relationships

0

1

-.545

1.028

School teacher-student
relationships

0

1

-.793

1.257

Dependent
Societal involvement
Level 1 variables

Level 2 variables

A
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Table B: Frequencies of categorical variables per student (chapter 2)
Variable

N

%

Male

2,099

50.2%

Female

2,084

49.8%

Native

3,673

87.8%

Non-native

510

12.2%

Neither parent works

127

3%

One parent works

272

6.5%

Both parents work

3784

90.5%

Low

1,309

31.3%

Middle

1,703

40.7%

High

1,171

28%

Low

1,814

43.3%

Medium

1,162

27.8%

High

1,207

28.9%

Authoritarian

263

6.2%

Permissive

7

0.01%

Authoritative

3,913

93.4%

Authoritarian

131

3.1%

Permissive

1,351

32.3%

Authoritative

2,701

64.6%

Authoritarian

104

2.5%

Permissive

2,202

53.6%

Authoritative

1,877

44.9%

Authoritarian

172

4.1%

Permissive

1,109

26.5%

Authoritative

2,902

69.4%

Low

1,595

38.1%

Average

2,099

50.2%

High

489

11.7%

Non-denomination

1,637

39.1%

Denomination

2,546

60.9%

Gender

Generational background

Occupation

Income

Parents education

Parenting: time at home

Parenting: television program

Parenting: homework

Parenting: Internet/video games

Urbanization

Denomination
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Table C: Correlations (chapter 2)
Variable
1: societal involvement

1

2

3

4

5

6

7

8

9

1

.18

.09

.21

.06

.05

-.04

.04

.01

2: teacher-student relationships

.18

1

.24

.21

-.03

.03

-.02

.06

.01

3: student-student relationships

.09

.24

1

.10

.01

-.01

-.03

.04

-.03

4: efficacy

.21

.21

.10

1

.03

.03

-.03

.01

-.04

5: income

.06

-.03

.01

.03

1

-.03

.07

.08

.06

6: parenting: time at home

.05

.03

-.01

.03

-.03

1

.09

.08

.17

7: parenting: television program

-04

-.02

-.03

-.03

.07

.09

1

.40

.42

8: parenting: homework

.04

.06

.04

.01

.08

.08

.40

1

.47

9: parenting: Internet/video games

.01

.01

-.03

-.04

.06

.17

.42

.47

1

A
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Nederlandstalige samenvatting
Het doel van dit proefschrift was te onderzoeken in welke mate scholen bijdragen aan
maatschappelijke participatie. Om burgerschap te bevorderen wordt van scholen verwacht
leerlingen te motiveren om mee te doen in de samenleving, om zelfstandig te kunnen
leven en verantwoordelijkheid te nemen, om bij te dragen aan de gemeenschappen waarin
ze leven, met anderen samen te werken en het eigen en andermans welzijn te verbeteren
(Barrett & Brunton-Smith, 2014; Eurydice, 2017; Zukin et al., 2006). Er zijn weinig empirische
gegevens over de mate waarin scholen bijdragen aan maatschappelijke participatie. In
dit proefschrift stond daarom de bijdrage van scholen aan maatschappelijke participatie
van jongvolwassenen centraal.
Om vast te stellen in welke mate scholen kunnen bijdragen aan maatschappelijke
participatie werden drie voorwaarden voor een open klimaat onderzocht: de leraar-leerling
relaties, de leerling-leerling relaties en het bewustmaken van maatschappelijke onderwerpen
door leraren. We stelden dat deze voorwaarden de basis vormen voor een klimaat dat
een veilige omgeving biedt en leerlingen de mogelijkheid geeft om deel te nemen aan
discussies over maatschappelijke onderwerpen. Hierdoor zou een open klimaat bijdragen
aan de bereidheid van leerlingen om deel te nemen aan deze discussies. Dit zou dan de
maatschappelijke interesse en maatschappelijke betrokkenheid van leerlingen stimuleren,
en een belangrijke rol spelen in de motivatie van leerlingen om te participeren in de
samenleving.
Maatschappelijke interesse werd opgevat als nieuwsgierig zijn naar en aandacht hebben
voor de maatschappij en de kwesties die er spelen. De verwachting was daarbij dat
toename van maatschappelijke interesse leidt tot meer maatschappelijke betrokkenheid.
Maatschappelijke betrokkenheid werd opgevat als het belang dat leerlingen hechten aan
maatschappelijke onderwerpen, de relatie tot deze onderwerpen en het persoonlijke
belang dat ze voelen bij deze onderwerpen. De toename van maatschappelijke interesse
en maatschappelijke betrokkenheid tijdens de adolescentie leidt vervolgens, zo was de
veronderstelling, tot meer maatschappelijke participatie in de jongvolwassenheid.
We verwachtten dat de school een belangrijke rol speelt in het stimuleren van
maatschappelijke interesse en betrokkenheid. Om daar een goed beeld van te krijgen,
was het van belang ook rekening te houden met de rol die ouders en vrienden spelen.
Door de invloed van ouders, vrienden en leraren gelijktijdig te onderzoeken, kregen
we een beter beeld van de specifieke bijdrage van de school aan maatschappelijke
participatie.
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Eerder onderzoek liet zien dat de rol van een open klimaat kan verschillen voor leerlingen
met verschillende sociaaleconomische achtergronden (Campbell, 2008; Hooghe &
Dassonneville, 2011; Langton & Jennings, 1968; Neundorf et al., 2016; Niemi et al., 2013).
In dit proefschrift werd daarom onderzocht of de voorwaarden voor een open klimaat
hetzelfde effect hebben op maatschappelijke interesse en maatschappelijke betrokkenheid
voor leerlingen uit hoge en lage sociaaleconomische milieus. Daarbij zijn verschillende
uitkomsten denkbaar. Zo zou een open klimaat vooral van invloed kunnen zijn op leerlingen
die van huis uit over minder hulpbronnen beschikken. Als dat het geval is, zou de invloed
van het klasklimaat de verschillen tussen leerlingen met verschillende achtergronden
kleiner maken en de achterstand van leerlingen uit lagere milieus compenseren. Dit werd
door Campbell (2008) het compensatie effect genoemd. Er zou echter ook verondersteld
kunnen worden dat een open klimaat gunstiger is voor leerlingen die opgroeien in een
omgeving waarin veel hulpbronnen beschikbaar zijn. Een dergelijk ‘acceleratie effect’
komt erop neer dat leerlingen uit hogere sociaaleconomische milieus vanwege de bagage
waarover ze al beschikken, meer profiteren van gunstige omstandigheden en meer leren
in een klas waar de condities optimaal zijn dan leerlingen uit lagere milieus (Campbell,
2008). Om het optreden van deze effecten na te gaan, hebben we ook onderzocht of de
invloed van de voorwaarden voor een open klimaat gelijk waren voor leerlingen met hoger
en lager opgeleide ouders.
In deze studie naar de mate waarin scholen bijdragen aan maatschappelijke participatie
van leerlingen stonden drie doelen centraal. Het eerste doel was om vast te stellen in
welke mate de voorwaarden voor een open klimaat maatschappelijke interesse en betrokkenheid van
leerlingen stimuleren. Het tweede doel was om te vast te stellen in welke mate maatschappelijke
interesse en maatschappelijke betrokkenheid de maatschappelijke participatie in jongvolwassenheid
stimuleren. Het derde doel was om te onderzoeken of het effect van de voorwaarden voor een
open klimaat op de maatschappelijke interesse, betrokkenheid en participatie voor leerlingen uit
verschillende sociaaleconomische milieus verschillend is.
Figuur 1 geeft een overzicht van de variabelen en de relaties tussen die variabelen die in dit
proefschrift centraal staan. Onderzoek naar de veronderstelde relaties vraagt om gegevens
uit verschillende momenten in de schoolloopbaan van leerlingen. Omdat dergelijke
longitudinale datasets maar beperkt beschikbaar zijn, gebruikten we de gegevens uit twee
verschillende longitudinale studies — waarvan één uit Nederland en één uit Zweden —
die samen de schoolloopbaan van leerlingen in het basisonderwijs, voortgezet onderwijs
en de periode van jongvolwassenheid bestrijken.
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Figuur 1: Schematische weergave van centrale variabelen en verwachte relaties.
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Samenvatting per hoofdstuk
In dit proefschrift werden vier onderzoeksvragen met vijf deelvragen onderzocht. Hiermee
werden de relaties tussen de variabelen in figuur 1 bestudeerd. De verschillende delen van
het model worden in vier deelstudies onderzocht, die in evenzoveel hoofdstukken werden
gerapporteerd. In het volgende gedeelte wordt een samenvatting van de resultaten per
hoofdstuk kort weergegeven.
Hoofdstuk 2 onderzocht de eerste onderzoeksvraag. In dit hoofdstuk ging het erom in welke
mate positieve leraar-leerling relaties en leerling-leerling relaties de maatschappelijke betrokkenheid
van leerlingen op scholen voor voortgezet onderwijs in Nederland stimuleren? Een deelvraag was
in welke mate dit effect verschilt voor leerlingen met lager en hoger opgeleide ouders?
We gebruikten de COOL5-18 data, die gegevens bevatten over 15-jarige leerlingen in de
derde klas van het voortgezet onderwijs in Nederland in 2010/2011. De onderzoeksvragen
werden beantwoord met multilevel analyses op twee niveaus (school, leerling). De
resultaten lieten zien dat leerlingen die aangaven een goede relatie met de leraar en
met medeleerlingen te hebben, meer maatschappelijk betrokken waren. Bij de analyse
van de effecten op schoolniveau vonden we dat op scholen waar de relaties tussen
leerlingen onderling beter waren, leerlingen aangaven meer maatschappelijk betrokken
te zijn. Hoewel leerlingen van zowel lager als hoger opgeleide ouders profijt hadden van
een positieve relatie met hun leraar, is dit effect voor leerlingen met hoger opgeleiden
ouders sterker dan leerlingen met lager opgeleide ouders. Campbell (2008) noemt dit
het acceleratie effect. We vonden ook verschil in de maatschappelijke betrokkenheid
tussen leerlingen van verschillende sociaaleconomische achtergronden. Leerlingen uit
lager opgeleide gezinnen zijn minder maatschappelijk betrokken. Daarbij, gecontroleerd
voor het effect van inkomen en opleidingsniveau van ouders, waren leerlingen met ouders
die werkloos zijn meer maatschappelijk betrokken dan leerlingen van werkende ouders.
Hoofdstuk 3 bouwde voort op het tweede hoofdstuk. Onze intentie was om de tweede
onderzoeksvraag te bestuderen en te onderzoeken in welke mate het effect van leraar-leerling
en leerling-leerling relaties al bestaat op de basisschool? Twee deelvragen werden opgesteld in
dit hoofdstuk. Eerst onderzochten we, als er een relatie tussen leraar-leerling en leerlingleerling is op de basisschool is, in welke mate dit de relaties op de basisschool maatschappelijke
betrokkenheid op de middelbare school beïnvloedt? Ten tweede onderzochten we in welke mate
dit verschilt tussen leerlingen van lager en hoger opgeleide ouders?
We gebruikten twee cohorten met gegevens van leerlingen tussen 12 en 15 jaar oud op
Nederlandse basisscholen en scholen voor voortgezet onderwijs, uit respectievelijk de
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COOL5-18 studies in 2008/2011 en 2011/2014. De onderzoeksvragen zijn beantwoord met
longitudinale multilevel analyses op twee niveaus (klas, leerling). De resultaten lieten zien
dat leerlingen op de basisschool en in het voortgezet onderwijs meer maatschappelijk
betrokken waren als ze het gevoel hadden een goede relatie met de leraar te hebben.
Als leerlingen op de basisschool aangaven dat ze een positieve relatie met de leraar
hadden, waren ze ook in het voortgezet onderwijs nog steeds meer maatschappelijk
betrokken. Op de basisschool profiteerden leerlingen van lager opgeleide ouders meer
van een goede relatie met de leraar dan leerlingen van hoger opgeleide ouders. Campbell
(2008) definieerde dit als het compensatie effect. De analyses gaven geen steun voor een
effect van goede relaties met medeleerlingen op maatschappelijke betrokkenheid op de
basisschool of in het voortgezet onderwijs.
Hoofdstuk 4 richtte zich op de derde onderzoeksvraag. Hierin werd onderzocht in welke mate
het bewustmaken van maatschappelijke onderwerpen door leraren, ouders en vrienden bijdraagt
aan de ontwikkeling van maatschappelijke interesse tijdens adolescentie? We onderzochten ook
de mate waarin dit verschilt voor leerlingen met lager en hoger opgeleide ouders?
Omdat voor de beantwoording van deze vragen geen toereikende longitudinale gegevens
van leerlingen op Nederlandse scholen beschikbaar waren, zijn de analyses gebaseerd
op in Zweden verzamelde gegevens uit de YeS panelstudie, waarin leerlingen jaarlijks
werden ondervraagd tussen 2010 (13 jaar) tot 2015 (18 jaar). Latente groeicurvemodellen
maakten het mogelijk om de ontwikkeling van maatschappelijke interesse te meten, om
de ontwikkeling van het bewustmaken van maatschappelijke onderwerpen door leraren,
ouders en vrienden te onderzoeken, en deze aan elkaar te relateren.
De analyses in dit hoofdstuk lieten zien dat leraren maatschappelijke interesse konden
stimuleren door leerlingen bewust te maken van maatschappelijke onderwerpen, zelfs in
aanvulling op de positieve invloed van ouders en vrienden. Het effect van de leraar was
in dit opzicht ook sterker dan dat van ouders en vrienden. Leerlingen van lager opgeleide
ouders profiteerden meer van het bewustmaken van maatschappelijke onderwerpen door
leraren dan leerlingen van hoger opgeleide ouders. Dit relateert aan het compensatie
effect van Campbell (2008). Bovendien onderzochten we de ontwikkeling waarmee
leraren, ouders en vrienden adolescenten bewust proberen te maken van maatschappelijke
onderwerpen, om hiermee de veranderingen tijdens de adolescentie te identificeren. Hier
vonden we dat het de mate waarin leraren leerlingen bewustmaken van maatschappelijke
onderwerpen consistent is tijdens de adolescentie, vrienden over het algemeen vanaf
ongeveer 16 jaar beginnen met het bewustmaken van maatschappelijke onderwerpen en
dat ouders in de loop van de adolescentie minder vaak hun kinderen bewustmaken van
maatschappelijke onderwerpen.
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Hoofdstuk 5 gaf antwoord op de vierde onderzoeksvraag. Hier werd bestudeerd in welke mate
maatschappelijke interesse en maatschappelijke betrokkenheid leiden tot meer maatschappelijke
participatie in jongvolwassenheid? Verder werd onderzocht in welke mate het bewustmaken
van maatschappelijke onderwerpen door leraren, ouders en vrienden, maatschappelijke interesse,
maatschappelijke betrokkenheid en maatschappelijke participatie stimuleerden in late adolescentie
en jongvolwassenheid?
De onderzoeksvragen zijn beantwoord op basis van twee cohorten uit de YeS panelstudie.
Eén cohort bestond uit leerlingen op scholen in Zweden die jaarlijks werden ondervraagd
vanaf 2010 (op 13-jarige leeftijd) tot 2015 (op 18-jarige leeftijd). Een tweede cohort bestond
uit leerlingen van 18 jaar in 2012 en 20 jaar in 2014. De relaties tussen maatschappelijke
interesse, maatschappelijke betrokkenheid en maatschappelijke participatie tijdens
de adolescentie werden geschat met latente groeicurvemodellen. Ook zijn padmodellen gebruikt om te bestuderen in welke mate maatschappelijke interesse en
maatschappelijke betrokkenheid leiden tot grotere maatschappelijke participatie in
de vroege volwassenheid, en in welke mate het bewustmaken door leraren, naast
ouders en vrienden, maatschappelijke interesse, maatschappelijke betrokkenheid en
maatschappelijke participatie stimuleert in late adolescentie en vroege volwassenheid.
Leerlingen die op 13-jarige leeftijd, in de vroege adolescentie, meer geïnteresseerd en
betrokken waren bij de maatschappij, nemen daar op latere leeftijd vaker aan deel. Deze
bevinding wijst erop dat de maatschappelijke betrokkenheid van leerlingen op jonge
leeftijd de relatie medieert tussen maatschappelijke interesse en maatschappelijke
participatie. Het bestuderen van veranderingen in maatschappelijke interesse,
maatschappelijke betrokkenheid en maatschappelijke participatie tijdens de adolescentie
liet zien dat de groei van maatschappelijke interesse was gerelateerd aan de groei
van maatschappelijke betrokkenheid. Dit toont bijvoorbeeld aan dat studenten die
geleidelijk meer geïnteresseerd raakten in de maatschappij, meer kans hebben om in
toenemende te participeren in de maatschappij. Daarentegen, als studenten meer of
minder maatschappelijk betrokken waren, vertaalde dit zich niet naar meer of minder
maatschappelijke participatie.
Verder lieten de resultaten zien dat leerlingen die in de late adolescentie op 18-jarige leeftijd
meer maatschappelijk betrokken waren, als jongvolwassenen, op 20-jarige leeftijd, meer
maatschappelijk participeerden. Maatschappelijke interesse stimuleerde maatschappelijke
betrokkenheid, maar maatschappelijke interesse leidde niet tot meer maatschappelijke
participatie. Daarnaast lijkt het niveau van maatschappelijke participatie op 20-jarige
leeftijd samen te hangen met de maatschappelijke betrokkenheid op 13-jarige leeftijd.
Veranderingen in betrokkenheid tijdens de adolescentie hebben echter geen invloed op

Samenvatting | 159

participatie in de periode van 13 tot 18 jaar. Dit wijst erop dat vroege maatschappelijke
betrokkenheid van belang is voor latere maatschappelijke participatie.
De analyse van de invloed van de school liet zien dat leraren die leerlingen bewustmaken
van maatschappelijke onderwerpen, belangrijk waren voor de latere maatschappelijke
interesse en betrokkenheid van leerlingen (op 18-jarige leeftijd), maar dat deze geen effect
hadden op de latere maatschappelijke participatie (op 20-jarige leeftijd). De invloed van
ouders werd zichtbaar in grotere maatschappelijke interesse op 18-jarige leeftijd, maar niet
in grotere maatschappelijke betrokkenheid of participatie op 18-jarige en 20-jarige leeftijd.
Vrienden bleken vooral van belang via het effect van bewustmaken van maatschappelijke
onderwerpen op maatschappelijke participatie op 20-jarige leeftijd. Er was hier geen
sprake van een relatie met maatschappelijke interesse en betrokkenheid op 18-jarige
leeftijd.

S

160 | Samenvatting

Overzicht en discussie
Door twee longitudinale studies te gebruiken die samen een relatief lange periode van de
socialisatie van jonge mensen bestrijken (van vroege adolescentie tot jongvolwassenheid)
konden we het effect bestuderen van onderwijs op de maatschappelijke participatie
van leerlingen. We lieten zien dat voorwaarden die bijdragen aan een open klimaat,
maatschappelijke interesse en maatschappelijke betrokkenheid kunnen vergroten, wat
de leerlingen motiveert om als jongvolwassenen te participeren in de maatschappij.
Daarmee wordt onderstreept dat scholen een bijdrage kunnen leveren aan de latere
maatschappelijke participatie van leerlingen. Deze hoofdbevindingen kunnen verder
worden begrepen door te reflecteren op de drie doelstellingen van dit proefschrift, wat
we in de volgende paragraaf zullen doen.
Vaststellen in welke mate de voorwaarden voor een open klimaat maatschappelijke interesse en
maatschappelijke betrokkenheid stimuleren.
Het eerste doel van dit proefschrift was inzicht te geven in het effect van de voorwaarden
die bijdragen aan een open klasklimaat op maatschappelijke interesse en betrokkenheid
van leerlingen. Door positieve relaties met leerlingen en door hen bewust te maken
van maatschappelijke onderwerpen, kunnen leraren leerlingen aanmoedigen om meer
geïnteresseerd en betrokken te zijn in de maatschappij. Naast ouders en vrienden, als
belangrijke socialisatie-actoren, konden ook leraren bijdragen aan maatschappelijke
interesse en betrokkenheid. Dat ouders en vrienden een rol spelen was niet per definitie
verrassend, omdat beide worden beschouwd als de belangrijkste actoren voor socialisatie
van jongeren (Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015; Shani, 2009). De positieve
bijdrage van leraren benadrukt dat scholen gedurende de schoolloopbaan van leerlingen
substantieel kunnen bijdragen aan zowel maatschappelijke interesse als maatschappelijke
betrokkenheid van leerlingen.
Voorgaand onderzoek leidde soms tot de vraag in hoeverre sprake is van een substantiële
bijdrage van leraren (Dostie-Goulet, 2009; Koskimaa & Rapeli, 2015; Neundorf et al.,
2016). Deze studies vonden dat leraren, in vergelijking met ouders of vrienden, slechts
een ondergeschikte rol spelen en richtten zich met name op politieke interesse en
betrokkenheid. In dit proefschrift stonden echter maatschappelijke interesse en
betrokkenheid centraal. Dat, zoals gebleken is, leraren een positieve bijdrage leveren aan
maatschappelijke interesse en maatschappelijke betrokkenheid, hoeft niet te betekenen
dat dit samengaat met een bijdrage aan politieke interesse en betrokkenheid. De rol van
leraren op het maatschappelijke domein is vermoedelijk anders dan voor het politieke
domein. Daarbij wordt wel gewezen op de negatieve connotatie van leerlingen als het
gaat om politiek; ze vinden het irrelevant, complex en saai (Hay, 2007; White et al., 2000).
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Leerlingen zijn over het algemeen meer geïnteresseerd in maatschappelijke vraagstukken
en minder geïnteresseerd in politiek (Abdelzadeh, 2016; Lauglo & Øia, 2007; Munniksma
et al., 2017; Schulz et al., 2018).
Toekomstige studies zouden daarom kunnen onderzoeken of maatschappelijke interesse en
maatschappelijke betrokkenheid mogelijk politieke participatie kunnen stimuleren. Vanwege
de geringe invloed van leraren bij het stimuleren van politieke interesse en betrokkenheid
– twee belangrijke voorspellers van politieke participatie (zie Brady et al., 1995; Van Deth
et al., 2007; Verba et al., 1995) –zou een positief effect van maatschappelijke interesse en
betrokkenheid op politieke participatie suggereren dat het aanspreken vanuit politieke
thema’s mogelijk geen effectieve route is om leerlingen te stimuleren om actief in de politiek te
worden. Het stimuleren van politieke participatie is echter wel belangrijk voor democratische
samenlevingen, en levert een belangrijke bijdrage aan de legitimatie en leidende kracht
van de democratie (Dalton, 2008; Verba & Nie, 1972). Daarom zou het interessant zijn om
te onderzoeken of leraren die voorwaarden scheppen voor een open klimaat, discussie over
maatschappelijke onderwerpen aanmoedigen en daarmee maatschappelijke interesse en
maatschappelijke betrokkenheid vergroten, studenten ook motiveren om te stemmen, te
demonstreren tegen politieke ideeën, of in de politiek te werken.
Positieve relaties met medeleerlingen waren ook bevorderlijk voor maatschappelijke
betrokkenheid in het voortgezet onderwijs. Deze positieve relaties met leeftijdsgenoten
hadden echter geen effect op maatschappelijke betrokkenheid van leerlingen in de
hoogste klas van de basisschool. Hoewel deze bevindingen op het eerste gezicht
enigszins tegengesteld lijken, zoeken we de verklaring in het effect van leeftijd, waarbij
(zoals in hoofdstuk 4 en 5 naar voren kwam) medeleerlingen tijdens de adolescentie in
toenemende mate belangrijk worden (Buhrmester, 1990; Claes & Poirier, 1993; Hojjat &
Moyer, 2017; Larson & Richards, 1991; Steinberg & Monahan, 2007). Omdat de invloed van
leeftijdgenoten en de relaties met medeleerlingen steeds belangrijker worden tijdens
de adolescentie (Buhrmester, 1990; Dostie-Goulet, 2009; Steinberg & Monahan, 2007), is
het goed denkbaar dat de invloed van medeleerlingen en leeftijdgenoten in de vroege
adolescentie minder groot is dan later in de adolescentie. In hoofdstuk 4 lieten we
bijvoorbeeld zien dat vrienden rond de 16-jarige leeftijd beginnen met het bewustmaken
van maatschappelijke onderwerpen. Dat zou erop kunnen wijzen dat leeftijdsgenoten
later in de adolescentie een belangrijkere rol gaan spelen. Dat we op de basisschool geen
effect hebben gevonden, weerspiegelt dan de veranderende, groter wordende rol van
leeftijdgenoten in de adolescentie. Deze verschillende bevindingen voor leerlingen in de
bovenbouw van de basisschool en halverwege het voortgezet onderwijs onderstrepen nog
eens de kracht van ons longitudinale design en laten zien dat het bestuderen van de rol
van scholen op verschillende momenten tijdens de adolescentie nodig is.
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Samengevat concluderen we dan ook dat leraren, door het scheppen van voorwaarden
voor een open klimaat, bijdragen aan de ontwikkeling van maatschappelijke interesse en
betrokkenheid van leerlingen. Zoals hierna aan de orde komt, profiteren echter niet alle
leerlingen daar in gelijke mate van.
Onderzoeken of het effect van de voorwaarden voor een open klimaat voor leerlingen uit verschillende
sociaaleconomische milieus verschillend is.
De tweede doelstelling richtte zich op het geven van inzicht in de rol van
sociaaleconomische achtergrond. Dit proefschrift liet zien dat leerlingen die opgroeien
in situaties waarin veel hulpbronnen beschikbaar zijn, meer geïnteresseerd en betrokken
zijn bij de maatschappij dan leerlingen van minder bevoorrechte komaf. Leerlingen met
hoger opgeleide ouders toonden hogere maatschappelijke interesse en betrokkenheid, ook
in de vroege adolescentie. De invloed van verschillen in sociaaleconomische achtergrond
houdt verband met de vraag naar de wenselijkheid van ongelijkheid op het domein van
burgerschap en maatschappelijke en politieke participatie. Het leidt ook tot de vraag in
hoeverre scholen in staat zijn om die ongelijkheid te verminderen.
In drie van de vier hoofdstukken vonden we dat leerlingen met lager opgeleide ouders meer
baat hadden bij voorwaarden voor een open klimaat dan leerlingen met hoger opgeleide
ouders. Dit bleek uit een sterker effect op maatschappelijke interesse en betrokkenheid.
In lijn met andere studies (bijv. Campbell, 2008; Langton & Jennings, 1968; Neundorf et
al., 2015), bevestigt dit dat de school een compenserend effect kan hebben: leerlingen
van lager opgeleiden ouders profiteren sterker van een open klimaat. Dit wijst erop dat
scholen door een open klimaat te creëren de ongelijkheid in maatschappelijke interesse
en betrokkenheid op basis van de sociaaleconomische achtergrond van leerlingen kunnen
verminderen.
In het tweede hoofdstuk vonden we dat leerlingen van 15 jaar met hoger opgeleide ouders
meer profijt hadden van positieve relaties met leraren dan leerlingen met lager opgeleide
ouders. Deze bevinding wijst op een acceleratie effect (Campbell, 2008), dat ernaar
verwijst dat leerlingen van hogere sociaaleconomische komaf over meer competenties
beschikken om mee te doen en te discussiëren in de klas, en daarom meer profiteren van
de leermogelijkheden die een dergelijk klimaat biedt. Hoewel leerlingen uit beide groepen
profiteren van de voorwaarden voor een open klimaat in de klas, wijst deze bevinding
erop dat scholen bestaande ongelijkheden in maatschappelijke betrokkenheid tussen
studenten met verschillende sociaaleconomische achtergronden kunnen vergroten.
Hoewel enigszins speculatief, zouden de uiteenlopende bevindingen in hoofdstuk 2 en de
andere hoofdstukken kunnen worden verklaard uit de groepering van leerlingen in het
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voortgezet onderwijs door de vroege selectie in het Nederlandse onderwijssysteem. Het
acceleratie effect werd gevonden voor leerlingen op scholen in het voortgezet onderwijs
in Nederland. Leerlingen zijn hier gegroepeerd op basis van academische prestaties. Een
indicatie voor een compenserend effect daarentegen werd gevonden op basisscholen in
Nederland, voordat deze selectie plaatsvindt, en op Zweedse scholen waar selectie pas laat
in de adolescentie plaatsvindt. In Nederland worden leerlingen dus al vroeg gegroepeerd
naar verschillende niveaus op 12-jarige leeftijd, op het moment dat ze overstappen van
de basisschool naar het voortgezet onderwijs (Tikkanen, Bledowski, & Felczak, 2015). Na
de basisschool stromen leerlingen door naar het vmbo (dat uit vier verschillende niveaus
bestaat) of een naar havo of vwo, die leiden naar hoger en wetenschappelijk onderwijs.
Het Nederlandse onderwijssysteem staat dan ook bekend om zijn vroege selectie. In
Zweden begint deze selectie pas later vanaf 16 jaar. In de periode van 7 tot 15 jaar gaan
leerlingen naar de basisschool (grundskola), en stromen dan door naar de middelbare
school.
Eerdere studies lieten de invloed zien van vroegtijdige selectie op onderwijsongelijkheid
voor cognitieve uitkomsten (bijv. Bol, Witschge, Van de Werfhorst, & Dronkers, 2014;
Dronkers, 2015; Hanushek & Wößmann, 2016; Korthals, 2016; Witschge & Van de Werfhorst,
2016). De gepresenteerde resultaten zijn hier mogelijk een weerspiegeling van, omdat in
meer heterogeen (op basis van de leercapaciteiten) samengestelde groepen lager opgeleide
leerlingen meer baat lijken te hebben van een open klimaat en scholen daarmee in staat
zijn om verschillen tussen leerlingen te compenseren. Leerlingen uit gezinnen met hoger
opgeleide ouders kunnen daarentegen meer profiteren van homogeen samengestelde
groepen, na de vroegtijdige selectie in Nederland. Zoals verwacht volgens het acceleratie
effect (Campbell, 2008) leidt een open klimaat er dan toe dat verschillen tussen leerlingen
worden vergroot.
In de hoofdstukken 3, 4 en 5 kwam naar voren dat scholen verschillen in maatschappelijke
interesse en betrokkenheid tussen leerlingen van verschillende sociaaleconomische
achtergronden verminderen via positieve relaties tussen docenten en leerlingen en
leraren die leerlingen bewustmaken van maatschappelijke onderwerpen. Deze bevinding
is belangrijk omdat het leerlingen uit lagere sociaaleconomische milieus een meer gelijke
positie biedt voor deelname aan de maatschappij.
Onderzoeken in welke mate maatschappelijke interesse en maatschappelijke betrokkenheid leiden
tot grotere maatschappelijke participatie.
Met het derde doel wilde het onderzoek inzicht geven in de manier waarop onderwijs
kan bijdragen aan bevordering van maatschappelijke participatie. De resultaten lieten
zien dat, conform de verwachting, zowel maatschappelijke interesse als maatschappelijke
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betrokkenheid leiden tot grotere maatschappelijke participatie. Daarbij doen zich
verschillen voor tussen de vroege en latere adolescentie. In de vroege adolescentie vonden
we dat leerlingen die meer maatschappelijk betrokken waren ook meer participeerden.
Leerlingen die meer geïnteresseerd waren, waren ook meer betrokken. De relatie tussen
maatschappelijk belang en maatschappelijke participatie loopt dus via de invloed van
maatschappelijke betrokkenheid. Bij leerlingen die tussen 13-jarige en 18-jarige leeftijd
meer geïnteresseerd werden, werd ook de participatie vergroot. De eveneens toenemende
maatschappelijke betrokkenheid speelde daarbij geen rol. Ook vonden we dat leerlingen die
meer maatschappelijk betrokken waren in late adolescentie, daarna als jonge volwassenen
vaker maatschappelijk participeerden. Maatschappelijke interesse op 18-jarige leeftijd
bevorderde wel maatschappelijke betrokkenheid in de late adolescentie, maar had geen
effect op maatschappelijke participatie als jongvolwassene. Hoewel dat wijst op een
mediatie effect, werd er geen effect van maatschappelijke interesse via maatschappelijke
betrokkenheid op maatschappelijke participatie gevonden.
Verder lieten de bevindingen zien dat maatschappelijke betrokkenheid in de vroege
adolescentie indicatief was voor participatie in de jongvolwassen periode. Deze
bevinding is om twee redenen van belang. Ten eerste wijst dat erop dat het van belang
is om al vroeg maatschappelijke interesse en betrokkenheid te stimuleren. In de vroege
adolescentie kan het creëren van een omgeving waarin leerlingen zich veilig voelen en
over maatschappelijke onderwerpen willen spreken, hun interesse en betrokkenheid
in de maatschappij vergroten. Dat draagt bij aan grotere participatie in de vroege
volwassenheid. Ten tweede kunnen scholen de ongelijkheid in maatschappelijke
betrokkenheid in de vroege adolescentie verminderen, en daarmee gelijkere kansen
creëren voor leerlingen die in die fase minder betrokken zijn. De bevinding dat scholen
ongelijkheid in maatschappelijke interesse en betrokkenheid al in de fase van vroege
adolescentie kunnen compenseren, geeft een indicatie dat scholen vanaf deze leeftijd
kunnen inzetten op vermindering van ongelijkheid.
Door het gebruik van longitudinale studies waarmee een belangrijk deel van de
schoolloopbaan in het funderend onderwijs bestreken wordt, konden we de rol van
scholen bij de bevordering van maatschappelijk te participatie van leerlingen en hun
participatie als jongvolwassenen inzichtelijk maken.
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Toekomstig onderzoek
Eerdere studies hebben al het belang van een levensloopperspectief benadrukt om
inzicht te geven in de invloed van de patronen en processen tijdens de adolescentie op
toekomstig gedrag (bijv. Amnå et al., 2009; Dijkstra, 2012). De longitudinale benadering
die in dit proefschrift gevolgd is, vergroot de kennis over de bijdrage van scholen aan
de maatschappelijke participatie later in het leven. De analyses maakten duidelijk
dat niet alleen ouders en vrienden, maar ook de leraar bijdraagt aan

de ontwikkeling
van maatschappelijke interesse en betrokkenheid tijdens de adolescentie, en daarmee
toekomstige maatschappelijke participatie vergroot.
Hoewel we vanwege de leesbaarheid op meerdere plaatsen causale formuleringen hebben
gebruikt, is een zorgvuldige benadering van belang. Het ontbrak aan mogelijkheden
voor een directe causale toetsing van het effect van maatschappelijke interesse op
maatschappelijke betrokkenheid, en van maatschappelijke betrokkenheid op latere
maatschappelijke participatie. Door het gebruik van twee longitudinale datasets, waarmee
een relatief lange periode van vroege adolescentie tot vroege volwassenheid bestreken
werd, en de toepassing van geavanceerde longitudinale analyses waarmee maximaal
gebruik werd gemaakt van het grote aantal meetmomenten tijdens de schoolloopbaan,
zet dit proefschrift niettemin een goede stap in de juiste richting. Ondanks het ontbreken
van een rechtstreekse toetsing van causale claims, versterkt dit tijdsperspectief de
aannemelijkheid van een causale interpretatie van de relatie tussen school en de latere
maatschappelijke participatie van leerlingen.
De mogelijkheden voor longitudinale analyse die een lange periode van de levensloop beslaan
zijn vaak beperkt. Dat is ook hier het geval. We waren echter in de gelukkige omstandigheid
om, ondanks beperkingen in duur en variabelen, twee longitudinale datasets (één uit
Nederland en één uit Zweden) te kunnen benutten, die samen vruchtbare mogelijkheden
boden voor analyse van de effecten van scholen op maatschappelijke participatie van
adolescentie tot de vroege volwassenheid. De Nederlandse en Zweedse context hebben
voldoende overeenkomsten om beide in combinatie te kunnen analyseren en interpreteren.
Zowel Nederland als Zweden scoren bijvoorbeeld vergelijkbaar op de Gini-index en hebben
vergelijkbare sociaaleconomische profielen in termen van inkomensongelijkheid (Eurostat,
2013), beide zijn hoogontwikkelde sociale welvaartsstaten (Esping-Andersen, 1990), scoren
vergelijkbaar op kinderwelzijn (Bradshaw, Martorano, Natali, & De Neubourg, 2013) en hebben
een vergelijkbaar bruto binnenlands product per hoofd van de bevolking (Wereldbank).
Beide landen scoren vergelijkbaar op de Human Development Index ( Jahan, 2016), voor wat
betreft (verwachte) onderwijsdeelname, bruto nationaal inkomen, genderongelijkheid en
onderwijsongelijkheid (Human Development Report, 2016).
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Waar de Nederlandse en Zweedse samenlevingen voldoende gemeenschappelijke
kenmerken hebben om gegevens uit beide landen te benutten voor schatting van ons
model, hebben we al gewezen op een belangrijk verschil in de onderwijssystemen van
beide landen, waar het gaat om de verschillende momenten van selectie en de invloed
daarvan op compensatie of acceleratie effecten van een open klimaat. Ook waar het gaat
om een open klimaat lijkt sprake van een verschil. Leerlingen in Zweden zijn positiever over
het deelnemen in de klas en aan de maatschappij (Daas et al., 2014; Munniksma et al., 2017;
Schulz et al., 2018). Die meer positieve opstelling leidt tot de verwachting dat de condities
voor een open klimaat in Zweden eerder tot deelname aan discussies kan leiden, dan in
Nederland waarin leerlingen meer terughoudend zijn. Zweedse leerlingen hebben dus meer
kans om te profiteren van de voorwaarden voor een open klimaat. Niettemin vonden we in
beide landen positieve effecten van een open klimaat op maatschappelijke betrokkenheid.
Dit zou kunnen betekenen dat er op Nederlands scholen onbenut potentieel is, en het effect
van scholen op maatschappelijke interesse en betrokkenheid verder versterkt zou kunnen
worden door meer werk te maken van een positief en open klasklimaat en de positieve
houding tegenover dit open klimaat van leerlingen verder te vergroten.
Om meer inzicht te krijgen in de lange termijneffecten van scholen op maatschappelijke
participatie in Nederland, is het verzamelen van longitudinale data van belang. Bij het
opzetten van een longitudinale dataset bieden de YeS data een goed voorbeeld. Het
opnemen van meerdere cohorten, met meerdere momenten van dataverzameling met een
breed leeftijdsbereik van 13-30 jaar, en een brede set variabelen, met veel aandacht voor het
tegengaan van tussentijdse uitval leidt, zo laat de YeS-studie zien, tot een rijke dataset voor
analyse van socialisatieprocessen van adolescentie tot de volwassenheid. Opgemerkt moet
worden dat de gegevens in slechts één stad in Zweden werden verzameld, hoewel deze
stad door de onderzoekers als overwegend representatief voor de Zweedse bevolking wordt
gezien (Amnå et al., 2009). Bij het opzetten van een vergelijkbare gegevensverzameling in
Nederland is het van belang om de overgang tussen het primair en voortgezet onderwijs
nauwlettend in de gaten te houden, vanwege het risico op (selectieve) uitval en het
belang van dit transitiemoment voor de verdeling van onderwijskansen. De effecten van
vroegtijdige selectie zijn interessant en van belang voor een goed inzicht in de bijdrage van
onderwijs en de rol van de overgang van basisonderwijs naar voortgezet onderwijs op latere
uitkomsten. De overgang van primair naar het secundair onderwijs is echter ook gevoelig
voor uitval in deelname, zoals ook in hoofdstuk 3 naar voren kwam.
In aanvulling op deze longitudinale kwantitatieve gegevens kan ook mixed-methods
onderzoek met meer kwalitatieve gegevens bijdragen aan inzicht in de specifieke
mechanismen waarmee discussie over maatschappelijke onderwerpen bijdraagt aan
maatschappelijke interesse en betrokkenheid. Verder onderzoek zou zich moeten
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richten op de mechanismen die ten grondslag liggen aan het voeren deze discussies,
de aard van deze discussies en de vraag hoe deze discussies leiden tot een toename van
maatschappelijke interesse en maatschappelijke betrokkenheid (bijv. Erentraite, 2012;
Klofstad, 2010; Neundorf et al., 2016; Rubin, 2012). Interviews met leerlingen en docenten en
observaties van interacties in de klas kunnen verder inzicht geven in de mechanismen en
interacties die maatschappelijke interesse en maatschappelijke betrokkenheid stimuleren.
Ook bieden observaties op scholen ruimte voor verdere verkenning van het concept en de
mechanismen die de positieve effecten van een open klimaat verklaren. Dit proefschrift
bestudeerde drie aspecten die een belangrijk onderdeel lijken van de voorwaarden voor een
open klimaat. Deze leiden ook tot verdere vragen, zoals hoe een open klimaat optimaal kan
worden geconceptualiseerd en wat de centrale mechanismen zijn die daarin een rol spelen.
Het zou bijvoorbeeld interessant zijn om de specifieke interacties te onderzoeken die leiden tot
groei als burgers of de omstandigheden die leerlingen belangrijk vinden voor hun bereidheid
deel te nemen aan discussies op school of in de klas (zie Maurissen et al., 2018). Bij het opzetten
van een nieuwe longitudinale gegevensverzameling zouden we dan ook voorstellen om een
mixed-methods aanpak toe te voegen aan de kwantitatieve gegevensverzameling.
In de analyses in dit proefschrift is geen aandacht besteed aan de rol van (sociale) online
media. In de afgelopen jaren is online media, als een uitbreiding van offline participatie, of
een socialiserende trainingsruimte voor offline participatie, steeds belangrijker geworden
(bijv. Millwood Hargrave & Livingstone, 2006; Rheingold, 2008; Shah et al., 2005; Xenos et
al., 2014). Het opnemen van online media zou een relevante toevoeging zijn geweest, omdat
die zich concentreert op de persoonlijke sociale omgeving van jongeren. De belangrijkste
reden om ons niettemin op ‘offline participatie’ te richten is dat toevoeging van online
uitingen een te optimistisch beeld van participatie zou kunnen geven. Er is weinig
twijfel dat sociale media kan fungeren als nieuwe uiting van participatie (Oser, Hooghe,
& Marien, 2013) en online deelname groepen bereikt die anders niet zouden hebben
deelgenomen (Vissers & Stolle, 2014). De meeste adolescenten gebruiken wel een of andere
vorm van sociale media, en als deze waren opgenomen zouden mogelijk sterkere effecten
van leeftijdgenoten en grotere deelname aan de samenleving zijn gevonden. Toch hebben
we daarvoor niet gekozen, onder meer vanwege het belang van actieve offline participatie
en deelname aan de samenleving. Activiteiten zoals vrijwilligerswerk, gemeenschapswerk
of mantelzorg laten zich maar moeilijk vervangen door onlineactiviteiten. Hoewel we
het belang van de vraag wat de bijdrage van onlineactiviteiten aan maatschappelijke
participatie is en in welke mate online participatie bijdraagt aan het tegengaan van
negatieve effecten van individualisering niet willen ontkennen, doet dat aan het belang
van offline participatie niet af. Dat neemt niet weg dat het zinvol is ook de rol van (online)
media in toekomstige studies over maatschappelijke participatie mee te nemen.
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Conclusie
Dit proefschrift laat zien dat scholen kunnen bijdragen aan maatschappelijke participatie
van jongvolwassenen. Door de voorwaarden te scheppen voor een open klimaat waarin
leerlingen worden aangemoedigd om mee te doen aan discussies, kennismaken met
andere opvattingen, en leren met verschillende perspectieven om te gaan, kunnen
scholen de maatschappelijke interesse en betrokkenheid van leerlingen vergroten. Op
die manier kunnen scholen leerlingen motiveren in hun latere leven actief mee te doen
in de maatschappij. Zowel leerlingen uit hogere als lagere sociaaleconomische milieus
profiteren van een dergelijk open klimaat, en raken meer maatschappelijk betrokken en
geïnteresseerd. We vonden aanwijzingen dat scholen ongelijkheid in verschillen tussen
maatschappelijke interesse en betrokkenheid van leerlingen van verschillende komaf
kunnen verminderen. Dit proefschrift laat dan ook zien dat scholen de maatschappelijke
participatie van leerlingen kunnen bevorderen. Dat is een belangrijke ondersteuning van
het beroep dat samenlevingen doen op scholen om bij te dragen aan bevordering van
burgerschap en sociale integratie. Dat beroep, waarvan ook in Nederland sprake is, is
in toenemende mate van belang, vanwege de uitdagingen als gevolg van de erosie van
sociale cohesie en het bevorderen van de overgang naar participatiesamenlevingen.
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Western European societies are confronted by significant
new challenges. Recent welfare state reforms have increased
the importance of citizens’ interdependency and governments have been appealing to citizens to participate in society without relying on governmental institutions. Many
countries have placed greater responsibility on schools in
order to enable and stimulate them to focus on citizenship
and contribute actively to students’ participation in society.
By using longitudinal data, this book shows in four quantitative empirical studies to what extent schools can contribute
to students’ participation in society as adults. The findings
show that teachers can increase students’ interest and stimulate their involvement in society by creating positive interrelations with their students and by making students aware
of issues that are ongoing in society. Additionally, teachers
are able to compensate for social inequalities due to adolescents’ home situations with respect to being interested
or feeling involved in society. This thesis confirms—what
school policies in many developed countries assumed—that
schools can promote societal participation and, to some degree, contribute to overcoming challenges due to eroding
social coherence and advancing the transition toward participatory societies.
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