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ABSTRACT 
This study aimed to empirically validate the work of NAMA Foundation by 
investigating the relationships between students' perceptions of school support, 
self-efficacy, advocacy, positive pedagogical practices, and the acquisition of 
21st-century skills among secondary students in Indonesia, Kyrgyzstan, and 
Tanzania. The objective was to assess the validity and reliability of the 
instruments used, examine relationships between factors, and understand 
cultural differences in these relationships. The study employed a cross-
sectional survey using Partial Least Square Structural Equation Modeling 
(PLS-SEM) technique, considered suitable for complex cause-effect models. 
Random sampling was used, with 864 high school students from 63 schools in 
the three countries.  The study found strong reliability and validity of 
measures, with significant positive relationships between perceptions of 
school support, self-efficacy, advocacy, positive pedagogical practices, and 
21st-century skills. Positive pedagogical practices mediated these 
relationships. Variations were observed across countries, emphasizing cultural 
nuances. The findings suggest the need for culturally tailored educational 
interventions, prioritizing positive pedagogical practices, and promoting 
extracurricular involvement and citizenship. Policymakers and educators 
should adapt programs to each context. These insights can inform interventions 
for Muslim youth globally. 
Keywords: Skill Development, Cognitive Engagement, 21st Century Skills, 
Personal Values, Self-Advocacy, 
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INTRODUCTION 
In today's rapidly evolving educational landscape, the imperative to 
cultivate 21st-century skills among students has emerged as a central 
goal, transcending traditional academic paradigms. As education systems 
strive to equip students with competencies essential for success in the 
modern world, understanding the factors that contribute to the acquisition 
of these skills becomes paramount. This study delves into the intricate 
interplay between extracurricular involvement, community and school 
citizenship, and the development of 21st-century skills among secondary 
students in three culturally diverse countries: Indonesia, Kyrgyzstan, and 
Tanzania. Additionally, it explores the mediating influence of 
perceptions of positive pedagogical practices on this relationship, 
providing valuable insights into the mechanisms through which 
educational experiences shape skill acquisition. By focusing on these 
dimensions within the contexts where the NAMA Foundation operates, 
this research seeks to inform targeted interventions that address the 
unique challenges and opportunities present in each setting, ultimately 
contributing to more effective educational practices and outcomes.  
 
Background 
Nurturing 21st-century skills among students to prepare them for success 
in an increasingly complex and interconnected world has become a 
global imperative. According to Darling-Hammond et al. (2017), these 
skills encompass critical thinking, creativity, communication, 
collaboration, and digital literacy, among others, which are crucial for 
thriving in modern society. Fekede (2017) emphasizes the role of 
extracurricular activities and community engagement in fostering these 
skills, while Singh et al. (2021) highlight the importance of positive 
pedagogical practices in enhancing student outcomes. However, 
contextual factors, including cultural nuances, significantly influence 
educational dynamics (Nduku, 2019). The NAMA Foundation seeks to 
empower Muslim youth with the necessary skills to thrive and lead 
wherever they are. This study deals with one of the many areas of 
interventions targeted by the NAMA Foundation. It specifically aims to 
investigate the relationships between extracurricular involvement, 
community and school citizenship, and the acquisition of 21st-century 
skills among secondary students in Indonesia, Kyrgyzstan, and Tanzania, 
considering the mediating role of perceptions of positive pedagogical 
practices. By doing so, it seeks to inform tailored interventions that 
address the unique needs of diverse educational contexts. 
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21st-century Skills and the Educational Landscape for Muslim Youth 
The dynamic educational landscape for Muslim youth is influenced by 
cultural shifts, technological advancements, and the broader global 
context (Shani, 2022; Sahin, 2018). Pedagogical approaches are evolving 
globally towards more inclusive and participatory methods, emphasizing 
active involvement and collaboration (Dede, 2010). The contemporary 
job market's demands highlight the need for a holistic approach to 
education and the recognition of 21st-century skills, essential for 
navigating the complexities of the modern workforce (Trilling et al., 
2015). Student engagement in school and community environments is 
integral to holistic development, influencing cognitive development, 
social well-being, and emotional resilience (Fredricks et al., 2016). 

Twenty-first century skills, often termed "future-ready" or "soft 
skills," are crucial for success in the contemporary world (Partnership for 
21st Century Skills, 2009). These skills encompass a broad set of 
abilities, including critical thinking, problem-solving, creativity, 
effective communication, collaboration, digital literacy, adaptability, 
resilience, initiative, cultural awareness, self-direction, social and 
emotional intelligence, and leadership skills (Cefai & Cavioni, 2014; 
Denhardt & Denhardt, 2015). 

Equipping individuals with these skills is essential for success 
not only in the workplace but also in various aspects of life, fostering 
lifelong learning and adaptability (Trilling et al., 2015). The need for 
equipping Muslim youth with these skills carries significant societal and 
economic implications (Smith, Fischer, & Vignoles, 2011). 

Despite ongoing transformations, a gap exists in current 
educational approaches, emphasizing the need for innovative 
pedagogies, extracurricular activities, and enhanced student engagement 
(Saavedra & Opfer, 2012). The overarching purpose of this study is to 
empirically investigate the interplay of student-centered pedagogies, 
extracurricular activities, and student engagement in the school and 
community, shedding light on the interconnected relationships among 
these factors and providing evidence-based recommendations for 
optimizing educational experiences for Muslim youth (Banks, 2019; 
Podsakoff et al., 2003). 
 
Supportive School Environments and Student Development 
A supportive school culture is paramount in fostering student academic 
achievement and personal development. It encompasses a nurturing 
environment where students feel valued, respected, and encouraged to 
thrive academically and personally. Within such a culture, positive 
relationships between students, teachers, and administrators are 
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cultivated, creating a sense of belonging and motivation to succeed 
(Leithwood & Jantzi, 2008). Moreover, a supportive school culture 
promotes collaboration, communication, and a growth mindset, 
empowering students to reach their full potential (Tang, 2023; Tucker, 
2014). Ultimately, the influence of a supportive school culture extends 
beyond academic success, positively impacting students' social-
emotional well-being and lifelong learning outcomes. 

In the educational setting, teachers are pivotal in transmitting 
knowledge and shaping students' academic progress. Wentzel (2022) 
notes that compared to parents and peers, teachers are particularly 
influential in providing instrumental help and informational support. The 
quality of the relationship between teachers and students thus becomes a 
key mechanism in enhancing students' development across various 
dimensions (Wentzel, 2022; Toumainen, 2023). This relationship, 
defined as teacher support, encompasses the extent to which students 
perceive their teachers as valuing personal relationships with them, 
aiming to provide support and instrumental help to foster learning and 
well-being (Wentzel, 2022; Toumainen, 2023). Extensive research has 
underscored the impact of teacher support on student learning and 
functioning across grade levels (Bani et al., 2022; Bizami et al., 2023; 
Herodotou, 2019). For instance, Wang and Eccles (2012) found that 
trusting teacher relationships protect adolescents against depression and 
misconduct during their teenage years. However, the influence of teacher 
support may vary across cultures, as observed by several researchers 
(Bunting & Moshuus, 2017; McChesney & Cross, 2023; Sylva, 2020). 
Additionally, teacher support has been found to contribute independently 
to student engagement, suggesting its compensatory role in domains 
where support from family or peers may be lacking (Thornhill-Miller, 
2023; Wentzel, 2022). 

According to Appleton et al.’s (2006) engagement model, direct 
interactions between individuals and various levels of support in their 
immediate environment play a crucial role in development. Socio-
cognitive theory, as posited by Bandura (1995), further elucidates the 
reciprocal interactions among personal, behavioral, and 
social/environmental factors. Within this framework, self-efficacy 
emerges as a critical factor influencing motivation, engagement, 
learning, and achievement (Chalkiadaki, 2018). Teacher support plays a 
proximal role in shaping students' efficacy beliefs, especially during 
periods of interpersonal influence in middle and high school years 
(Chalkiadaki, 2018; Wentzel, 2022). Additionally, socio-cognitive 
processes mediate students' perceptions of teacher support and efficacy 
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beliefs, influencing motivational contexts and subsequent outcomes 
(Wentzel, 2022). 

Perceived teacher support and students' self-efficacy have 
consistently been linked to various achievement-related outcomes 
(Mercer et al., 2011), with each contributing differentially to student 
engagement in class (Ozalp & Cefurovic, 2021; Grassmeyer, 2017). 
Recent studies further highlight the unique contributions of both 
constructs to learning outcomes (Bani et al., 2022; Bizami et al., 2023). 
Interest development, crucial for intrinsic motivation, requires support 
from experts such as teachers (Serin, 2018), especially in the early stages 
of emerging individual interest (Grassmeyer, 2017). Support for 
competence, autonomy, and relatedness, as proposed by self-
determination theory (Deci & Ryan, 1985), promotes intrinsic motivation 
by fostering interest (Tang, 2023; Serin, 2018). Indeed, both observed 
and perceived teacher support have been found to positively influence 
students' interest across various age groups (Panadero et al., 2017; Fufa 
et al., 2022;  Wentzel, 2022). Furthermore, investigating class-level 
student-perceived teacher support and interest allows for a nuanced 
understanding of classroom dynamics, highlighting the importance of 
shared perceptions in shaping collective interest (deCastro, 2019; 
Startkey, 2023; Griffin, 2017; Griffin & Care, 2019; Thornhill-Miller et 
al., 2023; Ke-Du, 2019). 

While research on teacher support and interest development in 
elementary school remains limited, early interest formation heavily relies 
on support from teachers (Lu & Hmelo-Silver, 2014; Ke-Du, 2019). 
Given the stability of the classroom environment in elementary school, 
teachers' influence on interest development becomes particularly 
significant (Fufa et al., 2023; ). Thus, in our study, we focus on student-
perceived teacher support and its relation to mathematics interest in 
elementary school, drawing on self-determination theory to define 
teacher support in terms of students' feelings of competence and 
relatedness in the classroom (Deci & Ryan, 1985). 
 
Student Self-Efficacy  and acquisition of 21st Century Skills 
The role of self-efficacy in students' academic achievement and skill 
acquisition is a multifaceted and pivotal aspect of educational 
psychology that has garnered considerable attention and research 
interest. Self-efficacy, as conceptualized by Bandura (1995), refers to an 
individual's belief in their capability to succeed in specific situations or 
accomplish a task. This construct plays a fundamental role in shaping 
various dimensions of students' educational experiences, including their 
motivation, engagement, learning strategies, and ultimately, their 
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academic performance (Muhsin et al., 2020; al-Bulushi et al., 2020). As 
students navigate their academic journey, their perceptions of self-
efficacy serve as crucial determinants of their ability to set goals, exert 
effort, persevere through challenges, and ultimately achieve success 
(Muhsin et al., 2020; al-Bulushi et al., 2020). 

Extensive research has demonstrated the pervasive influence of 
self-efficacy on academic outcomes across different educational settings 
and levels. For example, studies have consistently shown a positive 
correlation between students' self-efficacy beliefs and their academic 
performance (Bunting & Moshuus, 2017). Students with higher levels of 
self-efficacy tend to exhibit greater persistence, resilience, and 
adaptability when faced with academic challenges, leading to improved 
learning outcomes and higher levels of achievement (Bandura, 2006). 
Additionally, self-efficacy beliefs are closely linked to students' 
engagement in learning activities, with individuals who possess high 
levels of self-efficacy being more likely to actively participate in 
classroom tasks, seek out challenging learning opportunities, and 
demonstrate a willingness to invest effort in their academic endeavors 
(Bunting & Moshuus, 2017; Cefai & Cavioni, 2014). 

Furthermore, self-efficacy serves as a critical mediating factor in 
the relationship between students' cognitive and affective engagement 
and their academic success. Cognitive engagement, which involves the 
application of cognitive strategies and the depth of students' processing 
of information, has been found to mediate the effects of self-efficacy on 
various academic outcomes, including learning achievement and 
problem-solving skills (Ke-Du, 2019). Similarly, affective engagement, 
characterized by students' emotional reactions to learning tasks and their 
overall enjoyment of the learning process, has been shown to play a 
mediating role in the relationship between self-efficacy and academic 
buoyancy (Ke-Du, 2019). These findings highlight the intricate interplay 
between self-efficacy and different dimensions of student engagement, 
underscoring the importance of fostering students' confidence in their 
abilities to enhance their overall academic performance and well-being. 

Moreover, the impact of self-efficacy on academic achievement 
is not limited to individual-level factors but is also influenced by broader 
contextual factors, including cultural values and teaching practices. 
Cultural values, such as individualism versus collectivism, have been 
shown to moderate the relationship between self-efficacy and academic 
outcomes, with cultural expectations shaping students' perceptions of 
their own capabilities and their responses to academic challenges (Zhang 
et al., 2021; Chalkiadaki et al., 2018). Additionally, teaching practices 
play a crucial role in shaping students' self-efficacy beliefs by providing 
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opportunities for mastery experiences, offering constructive feedback, 
and fostering supportive learning environments (Cefai & Cavioni, 2024; 
Grassmeyer, 2017). However, the extent to which teaching practices 
interact with cultural values to influence students' self-efficacy remains 
an area requiring further empirical investigation. 

In conclusion, the role of self-efficacy in students' academic 
achievement and skill acquisition is multifaceted, encompassing 
individual beliefs, engagement processes, cultural contexts, and teaching 
practices. Understanding the complex interplay between self-efficacy 
and these factors is essential for developing effective educational 
interventions that empower students to reach their full potential and 
succeed academically across diverse cultural settings and educational 
contexts. Thus, further research aimed at elucidating the mechanisms 
underlying the relationship between self-efficacy and academic 
achievement is warranted, with implications for informing evidence-
based practices in education and promoting equitable opportunities for 
learning and success for all students. 
 
Positive Pedagogical Practices and students’ acquisition of 21st 
Century Skills 
Positive pedagogical practices serve as a critical mediator between 
students' perceptions of a supportive school environment, their self-
efficacy, and the acquisition of 21st-century skills. Student-centered 
pedagogies, characterized by active involvement, collaboration, and 
personalized learning experiences, represent a significant shift in 
educational paradigms (Ahmed & Mikail, 2023). Within these 
pedagogies, student agency is paramount, empowering learners to take 
an active role in their learning process. Various student-centered 
approaches, such as Project-Based Learning (PBL), Inquiry-Based 
Learning, and Flipped Classroom, emphasize active participation and 
collaboration, contributing to the development of critical skills necessary 
for success in the 21st century (Hattie, 2016; Prince, 2004). 

Moreover, the adaptability of student-centered pedagogies to 
diverse cultural values fosters inclusive learning environments, honoring 
cultural diversity and promoting cultural competence among students 
(Serin, 2018; Torres & Salifu, 2023). These pedagogical practices 
actively engage students in real-world scenarios, promoting the 
application of critical thinking, communication, and problem-solving 
skills (Trilling et al., 2015; Lu & Hmelo-Silver, 2014). Cooperative 
learning strategies within student-centered classrooms emphasize 
collaboration and effective communication, while open-ended 
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assignments and creative projects encourage innovation and creativity 
(Slavin, 1995; Sharmin et al., 2019). 

Furthermore, practices like flipped classrooms promote self-
directed learning and time management skills, essential for fostering 
autonomy and self-efficacy among students (Buchanan et al., 2016). 
Exposure to diverse perspectives and varied learning activities within 
student-centered approaches contributes to adaptability and flexibility, 
crucial skills in navigating complex and diverse environments (Trilling 
et al., 2015; Lu & Hmelo-Silver, 2014). Additionally, the integration of 
technology tools enhances digital literacy and technological proficiency, 
preparing students for success in a technology-driven world (Cefai & 
Cavioni, 2015). 

In essence, positive pedagogical practices within student-
centered approaches create dynamic and interactive learning 
environments that align with the skills needed in the 21st century (Torres 
& Salifu, 2023). By fostering critical thinking, collaboration, 
adaptability, and other essential skills, these pedagogies not only promote 
academic knowledge but also cultivate lifelong learners equipped for 
success in the modern world (Partnership for 21st Century Skills, 2009). 

The foregoing relationships are reflected in the following 
conceptual model:  

 
Figure 1: Conceptual Model  

 
 
Research Gap and Purpose of the Study 
NAMA Foundation has spent considerable efforts to improve the 
educational standards of selected schools in (Indonesia, Kyrgyzstan, and 
Tanzania. In the process, NAMA has collected extensive data on its 
operations. The present study is dealing with a small portion of that 
database to empirically validate specific aspects of that work in the light 
of existing educational research findings. In the intricate realm of 
educational research, identifying gaps becomes a compass guiding 
scholar towards unexplored territories. The need for empirical 
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investigation arises from the recognition that despite the ongoing 
transformations in education, there is still much to explore regarding the 
specific interplay of student-centered pedagogies, extracurricular 
activities, and student engagement, especially within the context of 
Muslim youth. 

The main objective of this study was to investigate the 
relationships between students' perceptions of school support, self-
efficacy, advocacy, positive pedagogical practices, and the acquisition of 
21st-century skills among secondary students in Indonesia, Kyrgyzstan, 
and Tanzania, while exploring potential differences among these 
countries. The specific objectives were:  

1. To assess the validity and reliability of the instruments used in 
the study, including factor loadings, convergent validity, and 
discriminant validity.  

2. To examine the impact of students' perceptions of school 
support and efficacy and their self-efficacy and advocacy on the 
development of 21st-century skills.  

3. To assess the mediating role of positive pedagogical practices 
in the relationship between students' perceptions of school support and 
efficacy and the acquisition of 21st-century skills.  

4.To identify the differences among students from Indonesia, 
Kyrgyzstan, and Tanzania in terms of how their perceived school support 
and self-efficacy and advocacy affect their acquisition of 21st-century 
skills and the mediating role of positive pedagogical practices. 

To compare the effects of students' perceptions of school support 
and efficacy, as well as self-efficacy and advocacy, on 21st-century skill 
acquisition across different countries (Indonesia, Kyrgyzstan, and 
Tanzania). The above objectives were reflected in the following 
hypotheses:  

H1: The instruments used in the study enjoy sufficient validity 
and reliability (factor loadings, convergent validity, & discriminant 
validity).  

H2: There is a significant positive impact of Personal Values of 
Perceptions of School Support and Efficacy on 21st century skills.  

H3: There is a significant positive impact of Personal Values of 
Self-Efficacy and Advocacy on 21st century skills.  

H4: There is a significant positive impact of Personal Values of 
Perceptions of School Support on perceptions of positive pedagogical 
practices.  

H5: There is a significant positive impact of Personal Values of 
Self-Efficacy and Advocacy on perceptions of positive pedagogical 
practices.  
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H6: There is a significant positive impact of positive pedagogical 
practices on 21st century skills.  

H7: Positive pedagogical practices mediate the relationship 
between Personal Values of Perceptions of School Support and 21st 
century skills.  

H8: positive pedagogical practices mediate the relationship 
between Personal Values of Self-Efficacy and Advocacy and  21st 
century skills.  

H9: There are significant differences in the effects of Personal 
Values of Perceptions of School Support and Efficacy, and Personal 
Values of Self-Efficacy and Advocacy on 21st century skills among 
different countries (Indonesia, Kyrgyzstan, & Tanzania). 

By addressing these questions and hypotheses, this study 
endeavored to provide evidence-based insights that can contribute to the 
ongoing discourse on effective educational strategies, particularly within 
the distinct cultural and geographical contexts represented by Indonesia, 
Kyrgyzstan, and Tanzania. 
 
RESEARCH METHODOLOGY 
To test the research hypotheses of the study, we used a cross-sectional 
survey implemented in the three countries (Indonesia, Kyrgyzstan and 
Tanzania). The study applied the Partial Least Square Structural 
Equation Modeling (PLS-SEM) technique using Smart PLS-4. PLS-
SEM represents a well-substantiated method for estimating complex 
cause-effect-relationship models in social science research (Henseler, et 
al., 2015; González-Pérez, & Ramírez-Montoya, 2022; Sarstedt et al., 
2021; Sarstedt et al., 2022; Hair et al., 2019). The study utilized 
convenience sampling technique. The study sample comprised of 
students from each of the 63 schools in those three countries where 
NAMA foundation intervention programs are being implemented. The 
total sample was 864 high school students, being 361 from Indonesia, 
258 from Kyrgyztan, and 245 from Tanzania.  In PLS-SEM, the guideline 
is that the sample size should be ten times the number of arrows pointing 
at a variable (Henseler, et al., 2015; González-Pérez, & Ramírez-
Montoya, 2022; Sarstedt et al., 2021; Sarstedt et al., 2022; Hair et al., 
2019). In the present study, there are in total 5 arrows pointing to the 
variables in the conceptual model. Hence, the requirement for 
representativeness would be 50 valid surveys. The sample size in the 
present study is well above the required level in each of the countries. 
The questionnaires were distributed in English in Tanzania (English is 
one the two official languages for communication in this country). In 
Indonesia, the questionnaire was distributed in both English and 



NAMA International Journal of Education and Development, 1:2 (DEC 2024) 133-170 
ISSN: 2948-3638 
 
 

 
 

143 

 

Indonesian (Bahasa Indonesia). Similarly, in Kyrgyzstan, the 
questionnaire was distributed in both English and Kyrgyz. The 
translations into Indonesian and Kyrgyz were made by certified 
consultants and verified by academic experts of those languages. 

The items used in this study were selected from a large dataset 
collected by NAMA foundation for the purpose of evaluating its 
programs. These self-constructed surveys focused on three main areas 
namely, school life, learning success, and culture and values. In the 
present study, only items from the learning success and culture and 
values domains that were deemed to represent our constructs of interest 
were analyzed. In the first part of the questionnaire, demographic 
questions were asked including country, school, age, and gender. In the 
second part, items for measuring students’ school life (SLS), Learning 
Success (LSS), and culture and values (CVS) were included. Items were 
measured with 5-point Likert-scales where 1 meant strong disagreement 
and 5 meant strong agreement. Items were selected to represent Personal 
Values of Perceptions of School Support (CVS1), and Personal Values 
of Self-Efficacy and Advocacy (CVS2), Perceptions of positive 
pedagogical practices (LSS1) and  acquisition of the 21st century skills 
of problem solving and collaborative communication (LSS2). Table 1 
shows the items that were included in each variable.  
 
Table 1. Scale Items 
Perceptions of School Support 
CVS14 I learn from the mistakes I make. 
CVS15 My school prepares me to be successful in the future. 
CVS17 When I have a difficult assignment, I can ask my teacher 

for help. 
CVS110 My school helps me to grow and learn more. 
CVS23 What we learn at school helps us become better people. 
Self-Efficacy and Advocacy 
CVS13 I can solve my problems. 
CVS16 If a teacher marks my test unfairly, I talk to him/her to 

check my mark again. 
CVS18 If I don’t agree with the teacher, I can express my ideas 

clearly. 
CVS19 If I don’t agree with something at school, I can talk to my 

principal about it. 
Perceptions of positive pedagogical practices 
LSS11 When the teachers explain, I understand the lessons very 

well. 
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LSS13 The teachers use material from outside the books to help 
us understand 

LSS14 My school helps me become better at computer skills. 
LSS15 I work in groups in class on activities and projects. 
Acquisition of 21st century skills  
LSS21 I work on activities/projects that need thinking. 
LSS22 When I work on activities, I need to come up with 

solutions to problems. 
LSS23 The activities/ projects are related to my life outside the 

school. 
LSS25 After we finish an activity /project, the teacher asks us to 

think about what we learned from the activity/projects. 
 
 
RESULTS 
The results are presented following the tenets of PLS SEM (Henseler, et 
al., 2015; González-Pérez, & Ramírez-Montoya, 2022; Sarstedt et al., 
2021; Sarstedt et al., 2022; Hair et al., 2019). After initial data screening 
and checking for multivariate normality, the first step is to analyze the 
validity and reliability of the indicators in the model. This is done through 
factor loadings, Chronbach Alpha, Composite Reliability, and 
discriminant validity using both the cross-loading method and the Fornell 
& Larcker and the HTMT method. Secondly, the structural model is 
tested. Thirdly, we conduct mediation analysis. Finally, we test for 
significant differences among the group, in this case among students 
from Indonesia, Kyrgyzstan and Tanzania. 
 
Reliability and validity 
The reliability of the variables was tested using Cronbach’s Alpha and 
Composite Reliability (CR). Initially, the overall sample was assessed 
and items having factor loadings that were smaller than 0.600 were 
discarded. The results for reliability and validity along with the factor 
loadings for the remaining items are presented in Appendix 5 for the 
overall sample and for each country-specific sample. All the Alpha 
values and CRs for the overall sample were higher than the recommended 
value of 0.700. There were variations in the Alpha values and CRs for 
individual countries (i.e., Indonesia, Kyrgyzstan and Tanzania). The 
Average Variance Extracted (AVE) and CRs were all higher or close to 
0.500 and 0.700, respectively, which indicates that the measures had 
adequate convergent validity. (See Appendices 1-4 for the model 
diagrams of Indonesia, Kyrgyzstan, Tanzania and the overall sample). 
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Discriminant validity was assessed through cross-loadings. 
Multicollinearity was also assessed, with the value of each indicator’s 
Variance Inflation Factor (VIF) being less than 5.  

Additionally, discriminant validity was also assessed by using 
cross-loadings. Appendix 6 shows the cross-factor loadings of all the 
items. It is observed that all the factor loadings were greater than their 
cross-loadings, which is a sign of discriminant validity.  

Thirdly, discriminant validity was also tested using the criterion 
suggested by Fornell & Larcker (1981) and the Heterotrait-Monotrait 
Method (HTMT). The results of both tests are presented in Table 2. Both 
the Fornell & Larcker criterion and the Heterotrait-Monotrait Method 
(HTMT) results indicated that the measures used in the study enjoyed 
acceptable discriminant validity. 
 
Table 2: Discriminant validity using the criterion by Fornell & Larcker 
(1981) and Heterotrait- Monotrait Method (HTMT) 
 

 CVS1 CVS2 LSS1  LSS2 
CVS1 0.706 0.539 0.564 0.575 
CVS2 0.449 0.701 0.584 0.584 
LSS1 0.418 0.353 0.630 0.575 
LSS2 0.368 0.359 0.425 0.664 
Indonesia     
CVS1 0.642 0.664 0.610 0.696 
CVS2 0.419 0.725 0.783 0.558 
LSS1 0.468 0.348 0.649 0.647 
LSS2 0.428 0.392 0.569 0.667 
Kyrgyzstan     
CVS1 0.776 0.532 0.744 0.634 
CVS2 0.607 0.708 0.736 0.844 
LSS1 0.587 0.591 0.734 0.813 
LSS2 0.437 0.535 0.495 0.766 
Tanzania     
CVS1 0.763 0.681 0.709 0.816 
CVS2 0.574 0.726 0.810 0.735 
LSS1 0.615 0.517 0.723 0.816 
LSS2 0.529 0.508 0.586 0.733 
Overall 
Sample 
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CVS1 = Perceptions of School Support   
CVS2 = Self-Efficacy & Advocacy  
LSS1 = Perceptions of positive pedagogical practices  
LSS2 = Acquisition of 21st century skills 
 
 
Structural model 
The next step in our analysis was to assess the hypothesized relationships. 
First, direct relationships were tested. Results from this analysis are 
presented in detail in Table 3. The results for Indonesia are presented 
first, followed by the results for Kyrgyzstan, then the results for 
Tanzania, and finally the results for the overall sample. The findings 
presented in Table 3 show that all of the hypotheses of the study were 
positively and significantly supported for the overall sample.  
 
Table 3 
Direct relationships (Hypotheses H2 to H7). 

 Indonesia Kyrgyzstan Tanzania Overall Sample 
 β  T  P β  T  P β  T  P β  T  P 
CVS1 
-> 
LSS1 

0.3
25 

5.9
08 

0.0
03 0.3

91 
4.4
46 

0.0
00 0.3

63 
5.2
41 

0.0
00 0.4

74 
14.0
11 

0.0
00 

CVS1 
-> 
LSS2 

0.1
64 

3.0
39 

0.0
00 0.1

49 
1.7
52 

0.0
04 0.0

9 
1.1
3 

0.1
29 0.1

83 4.55 

0.0
00 

CVS2 
-> 
LSS1 

0.2
07 

4.2
12 

0.0
00 0.1

84 
2.2
43 

0.0
02 0.3

7 
5.4
69 

0.0
00 0.2

45 
7.26
3 

0.0
03 

CVS2 
-> 
LSS2 

0.1
82 

3.3
25 

0.0
00 0.1

77 
2.9
49 

0.0
00 0.3

37 
3.4
41 

0.0
00 0.2

16 
5.38
6 

0.0
00 

LSS1 
-> 
LSS2 

0.2
92 

4.1
32 

0.0
00 0.4

38 
6.6
02 

0.0
00 0.2

43 
3.6
71 

0.0
00 0.3

62 
9.66
7 

0.0
00 

CVS1 = Perceptions of School Support   
CVS2 = Self-Efficacy & Advocacy  
LSS1 = Perceptions of positive pedagogical practices  
LSS2 = Acquisition of 21st century skills 
 
Second, the findings also reveal that the results for each country specific 
sample were also positive and significant. The only exception here are 
the results for Tanzania which indicated that except for CVS1 -> LSS2 
(β =0.09, t=1.13, p=0.129), all the other hypotheses were also positive 
and significant. Therefore, hypotheses H2 to H7 were accepted.  
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Mediation analysis  
Results for the analysis of the mediated relationships are presented next. 
The results for Indonesia are presented first, followed by the results for 
Kyrgyzstan, then the results for Tanzania, and finally the results for the 
overall sample (Table 4). 
 
Table 4: Mediation analysis (Hypothesis H8). 
 

CVS1 = Perceptions of School Support   
CVS2 = Self-Efficacy & Advocacy  
LSS1 = Perceptions of positive pedagogical practices  
LSS2 = Acquisition of 21st century skills 
 
Results of mediation analysis revealed that the mediating role of 
Perceptions of positive pedagogical practices (LSS1) between 
Perceptions of School Support (CVS1) and Acquisition of 21st century 
skills (LSS2) was significant for the overall sample as well as for 
Indonesia, Kyrgyzstan and Tanzania. Likewise, the mediating role of 
Perceptions of positive pedagogical practices (LSS1) between Self-
Efficacy & Advocacy (CVS2) and Acquisition of 21st century skills 

 Indonesia Kyrgyzstan Tanzania Overall Sample 
 β  T  P β  T  P β  T  P β  T  P 
Total  
Effect   
CVS1 -> 
LSS2 

0.2
59 

5.2
4 

0.0
00 

0.3
2 

3.6
85 

0.0
01 

0.1
78 

2.2
46 

0.0
12 

0.35
4 

9.6
54 

0.0
00 

Total  
Effect  
CVS2-> 
LSS2 

0.2
43 

4.9
08 

0.0
00 

0.2
57 

3.4
69 

0.0
00 

0.4
27 

4.6
89 

0.0
00 

0.30
5 

7.5
33 

0.0
00 

Direct 
Effect   
CVS1 -> 
LSS2 

0.1
64 

3.0
39 

0.0
00 

0.1
49 

1.7
52 

0.0
04 

0.0
9 

1.1
3 

0.1
29 

0.18
3 

4.5
5 

0.0
00 

Direct 
Effect 
 CVS2-> 
LSS2 

0.1
82 

3.3
25 

0.0
00 

0.1
77 

2.9
49 

0.0
00 

0.3
37 

3.4
41 

0.0
00 

0.21
6 

5.3
86 

0.0
00 

Indirect 
Effects             
CVS2 -> 
LSS1 -> 
LSS2 

0.0
95 

3.5
68 

0.0
02 

0.1
71 

3.5
45 

0.0
00 

0.0
88 

3.1
8 

0.0
01 

0.17
1 

8.3
98 

0.0
00 

CVS1 -> 
LSS1 -> 
LSS2 

0.0
61 

2.8
33 

0.0
02 

0.0
81 

2.1
49 

0.0
16 

0.0
88 

3.1
8 

0.0
01 

0.08
9 

5.7
73 

0.0
00 
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(LSS2) was significant for the overall sample as well as for Indonesia, 
Tanzania and Kyrgyzstan.  Hence hypothesis H8 was supported. 
 
Multi-group analysis 
As a last step in the analysis, we evaluated the significant differences that 
existed in the effects of Perceptions of School Support (CVS1), Self-
Efficacy & Advocacy (CVS2) and perceptions of positive pedagogical 
practices (LSS1) on the Acquisition of 21st century skills among the 
different countries explored in the paper (i.e., Indonesia, Kyrgyzstan  and 
Tanzania). The hypothesis H9 was tested using multi-group analysis 
(Table 5). 
 
Table 5: Multi-group comparison (Hypothesis H8). 

 Path diff. 
(Indonesi
a-
Kyrgyzsta
n) 

p-value 
(Indonesi
a-
Kyrgyzsta
n) 

Path diff. 
(Indonesi
a-
Tanzania
) 

p-value 
(Indonesi
a-
Tanzania
) 

Path diff. 
(Kyrgyzsta
n-
Tanzania) 

p-value 
(Kyrgyzsta
n-
Tanzania) 

CVS
1 -> 
LSS
1 

-0.066 0.252 -0.038 0.336 0.029 0.387 

CVS
1 -> 
LSS
2 

0.014 0.443 0.074 0.222 0.059 0.303 

CVS
2 -> 
LSS
1 

0.023 0.394 -0.163 0.028 -0.186 0.044 

CVS
2 -> 
LSS
2 

0.005 0.475 -0.154 0.088 -0.160 0.085 

LSS
1 -> 
LSS
2 

-0.146 0.067 0.049 0.304 0.195 0.022 

CVS1 = Perceptions of School Support   
CVS2 = Self-Efficacy & Advocacy  
LSS1 = Perceptions of positive pedagogical practices  
LSS2 = Acquisition of 21st century skills 
 
 
The findings revealed that the differences were significant when 
comparing the Self-Efficacy & Advocacy (CVS2)  and Perceptions of 
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positive pedagogical practices between Indonesia and Tanzania (path 
diff= -0.163, p=0.028) and Kyrgyzstan and Tanzania (path diff= -0.186, 
p=0.044), meaning that the coefficient for Tanzania was higher than 
those of Indonesia and Kyrgyzstan. The differences were also significant 
when comparing the effect of Perceptions of positive pedagogical 
practices and Acquisition of 21st century skills between Kyrgyzstan and 
Tanzania (path diff= 0.195, p=0.022), meaning that the coefficient for 
Kyrgyzstan that of Tanzania. All the other differences in the 
hypothesized relationships were found insignificant. Therefore, the 
hypothesis  H8  to was not supported by our findings. This fact shows 
that the outcomes of effects of Perceptions of School Support ,  Self-
Efficacy & Advocacy and Perceptions of positive pedagogical practices 
on the Acquisition of 21st century skills are quite similar in Indonesia, 
Kyrgyzstan and Tanzania.  
 
 
SUMMARY AND DISCUSSION  
 
The present study attempted to empirically validate the work of NAMA 
Foundation by investigating the relationships between students' 
perceptions of school support, self-efficacy, advocacy, positive 
pedagogical practices, and the acquisition of 21st-century skills among 
secondary students in Indonesia, Kyrgyzstan, and Tanzania are 
summarized below. 

The study assessed the validity and reliability of the instruments 
used, including factor loadings, convergent validity, and discriminant 
validity. The results indicated that the measures had adequate reliability 
and validity, with Cronbach’s Alpha values, Composite Reliability (CR), 
and Average Variance Extracted (AVE) meeting acceptable thresholds. 
Reliability and validity were assessed using Cronbach's Alpha, 
Composite Reliability (CR), factor loadings, and discriminant validity 
tests. The high values of Cronbach's Alpha and CR for the overall sample 
indicated strong internal consistency. The factor loadings for the 
remaining items were above 0.600, meeting the recommended threshold. 
Discriminant validity was confirmed through cross-loadings, with all 
factor loadings greater than their cross-loadings, and through the Fornell 
& Larcker criterion and Heterotrait-Monotrait Method, demonstrating 
acceptable discriminant validity (Fornell & Larcker, 1981; Henseler et 
al., 2015). 

The analysis revealed positive and significant relationships 
between students' perceptions of school support, self-efficacy, advocacy, 
positive pedagogical practices, and the acquisition of 21st-century skills 
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for the overall sample and each country-specific sample. The structural 
model analysis tested direct relationships, revealing significant support 
for hypotheses H2 to H7 across the overall sample. However, variations 
were observed in the country-specific samples, emphasizing the 
importance of examining cultural nuances in educational contexts 
(Jokisaari, 2013). 

Positive pedagogical practices were found to mediate the 
relationship between perceptions of school support and efficacy and the 
acquisition of 21st-century skills. Additionally, positive pedagogical 
practices mediated the relationship between self-efficacy and advocacy 
and the acquisition of 21st-century skills, supporting hypotheses related 
to mediation (Ahmed & Mikail, 2023; Johnson et al., 2014, Klemencic, 
2017). Moreover, Significant differences were observed in the effects of 
self-efficacy, advocacy, and positive pedagogical practices on the 
acquisition of 21st-century skills among the different countries studied. 
Notably, differences were found when comparing Indonesia and 
Tanzania, Kyrgyzstan and Tanzania, and Kyrgyzstan and Tanzania in 
terms of the effects of these variables on 21st-century skill acquisition 
(González-Pérez & Ramírez-Montoya, 2022). 

Overall, the findings suggest that perceptions of school support, 
self-efficacy, advocacy, and positive pedagogical practices play 
significant roles in shaping students' acquisition of 21st-century skills 
across diverse cultural and geographical contexts. While some 
similarities were observed among the countries studied, there were also 
notable differences, highlighting the importance of considering 
contextual factors in educational interventions and policies. 
 
Discussion 
For Research Question number 1, the study assessed the validity and 
reliability of the instruments used, including factor loadings, convergent 
validity, and discriminant validity. The results indicated that the 
measures had adequate reliability and validity, with Cronbach’s Alpha 
values, Composite Reliability (CR), and Average Variance Extracted 
(AVE) meeting acceptable thresholds. This is consistent with the 
recommended standards and thresholds established in PLS literature (eg., 
Henseler, et al., 2015; González-Pérez, & Ramírez-Montoya, 2022; 
Sarstedt et al., 2021; Sarstedt et al., 2022; Hair et al., 2019). Reliability 
and validity were assessed using Cronbach's Alpha, Composite 
Reliability (CR), factor loadings, and discriminant validity tests. The 
high values of Cronbach's Alpha and CR for the overall sample indicated 
strong internal consistency. The factor loadings for the remaining items 
were above 0.600, meeting the recommended threshold (Sarstedt et al., 
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2022; Hair et al., 2019).  Discriminant validity was confirmed through 
cross-loadings, with all factor loadings greater than their cross-loadings, 
and through the Fornell & Larcker criterion and HTMT (Heterotrait-
Monotrait) Method, demonstrating acceptable discriminant validity 
(Fornell & Larcker, 1981; Henseler et al., 2015). 

For Research Question number 2, the analysis revealed positive 
and significant relationships between students' perceptions of school 
support, self-efficacy, advocacy, positive pedagogical practices, and the 
acquisition of 21st-century skills for the overall sample and each country-
specific sample. The structural model analysis tested direct relationships, 
revealing significant support for hypotheses H2 to H7 across the overall 
sample. However, variations were observed in the country-specific 
samples, emphasizing the importance of examining cultural nuances in 
educational contexts (Jokisaari, 2013).  

There was a significant positive impact of perceptions of school 
support and efficacy on the acquisition of 21st-century skills across all 
three countries. This is consistent with previous studies emphasizing that 
educators should prioritize creating supportive school values, cultures 
and environments while fostering students' self-efficacy beliefs 
(deCastro, 2019; Muhsin et al., 2020; McChesney & Cross, 2023; 
Starkey, 2023; Wentzel, 2022).  The explanation for this is that school 
culture and values affect teacher practices which in turn influence student 
personal and academic outcomes (McChesney & Cross, 2023). All of 
these factors have been found to positively influence students' acquisition 
of essential skills. Initiatives such as mentorship programs, counseling 
services, and extracurricular activities can enhance school support and 
boost students' confidence and belief in their abilities (McChesney & 
Cross, 2023). 

Moreover, it was found that the values of self-efficacy and 
advocacy had a significant positive impact on the acquisition of 21st-
century skills in Indonesia, Kyrgyzstan, and Tanzania. Previous studies 
had underscored that educational interventions should focus on 
enhancing students' self-efficacy beliefs and empowering them to 
advocate for their educational needs and goals (Pandero et al., 2017; 
Sylva, 2020. Strategies such as goal-setting, self-reflection, and 
leadership development programs can help students develop the 
confidence and advocacy skills necessary for success in the 21st century 
(Jansen et al. 2019). 

Additionally, there was a significant positive impact of 
perceptions of school support on positive pedagogical practices across 
the three countries. This resonates with studies that called on schools and 
educational institutions to invest in creating supportive environments that 
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enable teachers to implement effective pedagogical practices (Tucker, 
2014; Tang, 2023; Toumainen, 2023). Professional development 
programs should focus on equipping educators with the skills and 
resources necessary to adopt student-centered, innovative teaching 
methods that promote active learning and critical thinking. 

There is a reciprocal relationship between students’ experiences 
with the school’s value system and teacher practices. Self-efficacy and 
advocacy were found to positively influence positive pedagogical 
practices in all three countries. This confirms the importance of 
educators' beliefs and advocacy efforts in shaping classroom practices. 
Providing teachers with opportunities for professional growth, 
collaboration, and autonomy has been found to  empower them to 
implement student-centered pedagogies and create engaging learning 
environments (Panadero et al., 2017; Jansen et al., 2019; Sylva, 2020). 

Emphasizing that teacher classroom practices play a central role 
in students’ acquisition of attitudes and skills, it was found that Positive 
pedagogical practices significantly contributed to the acquisition of 21st-
century skills across Indonesia, Kyrgyzstan, and Tanzania. Many 
previous studies had argued that educators should prioritize the 
implementation of student-centered pedagogies and innovative teaching 
methods that promote active learning, collaboration, and critical thinking 
(Ahmed & Mikail, 2023; Griffin, 2017; Griffin & Care, 2014; Ke-Du, 
2019; Lu & Hmelo-Silver, 2014). However, this process involves many 
challenges (Fufa et al., 2023; Serrin, 2018). Investing in teacher training, 
curriculum development, and educational resources aligned with 21st-
century learning objectives can enhance students' skill development. 

For Research Question number 3, positive pedagogical practices 
were found to mediate the relationship between perceptions of school 
support and efficacy and the acquisition of 21st-century skills. 
Additionally, positive pedagogical practices mediated the relationship 
between self-efficacy and advocacy and the acquisition of 21st-century 
skills, supporting hypotheses related to mediation (Ahmed & Mikail, 
2023; Johnson et al., 2014, Klemencic, 2017). Previous studies had 
shown the importance of creating supportive school environments and 
empowering educators to implement effective teaching practices (Bani et 
al., 2022; Bizami et al., 2023; Herodotou, 2019). This vindicates the work 
of educational practitioners, NGOs, and policymakers who focus on 
fostering collaboration between stakeholders, promoting teacher 
autonomy, and providing resources and support for the implementation 
of evidence-based pedagogical strategies. 
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For Research Question number 4, cross-country comparisons 
revealed that the differences were significant when comparing the self-
efficacy and advocacy and perceptions of positive pedagogical practices 
between Indonesia and Tanzania and between Kyrgyzstan and Tanzania. 
In both cases the coefficient for Tanzania was higher than those of 
Indonesia and Kyrgyzstan. The differences were also significant when 
comparing the effect of perceptions of positive pedagogical practices and 
acquisition of 21st century skills between Kyrgyzstan and Tanzania. In 
this case the coefficient for Kyrgyzstan was higher than that of Tanzania. 
All the other differences in the hypothesized relationships were found 
insignificant. Therefore, hypothesis H8  was supported by our findings. 
This fact shows that some of the outcomes of effects of perceptions of 
school support, self-efficacy and advocacy and perceptions of positive 
pedagogical practices on the acquisition of 21st century skills were 
significantly different among Indonesia, Kyrgyzstan and Tanzania.  This 
confirms the complexity of the global educational sphere whereby there 
is a divide between the developed north and the developing south on the 
one hand, and differences among developing countries on the other.  

Researchers from the different countries have indicated that 
these countries are at different levels of educational development 
(Indonesia: Rahayu et al., 2011; Huda & Lubis, 2019; and Karmin et al., 
2021. For Kyrgyzstan and neighboring central Asian countries: Abizada 
et al., 2020; Jotsov et al., 2023; and Karimbayev et al., 2023). For 
Tanzania and neighboring countries: Luyton & Bazo, 2019; Nduku, 
2019; Rugambwa & Mwaikokesya, 2022). In their extensive reviews of 
educational achievement literature, Garcia (2020) and Zhang et al. (2021) 
have pointed out that there are significant differences between the 
developed north and the developing south as well as among the 
developing countries. This demonstrates the needs for NGOs like NAMA 
Foundation to recognize the unique cultural, social, and economic 
contexts of each country and tailor educational interventions and policies 
accordingly. Collaborative research efforts and knowledge exchange 
initiatives can facilitate cross-cultural learning and inform the 
development of contextually relevant educational strategies. 

Overall, the findings suggest that perceptions of school support, self-
efficacy, advocacy, and positive pedagogical practices play significant 
roles in shaping students' acquisition of 21st-century skills across diverse 
cultural and geographical contexts. While some similarities were 
observed among the countries studied, there were also notable 
differences, highlighting the importance of considering contextual 
factors in educational interventions and policies. 
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CONCLUSION AND IMPLICATIONS 
The findings of this study carry several implications for educational 
policy, practice, and future research, shedding light on the nuanced 
relationships between extracurricular involvement, community and 
school citizenship, perceptions of positive pedagogical practices, and the 
acquisition of 21st-century skills in diverse cultural contexts. The main 
implication is regarding educational policy and practice. The first 
consideration is cultural tailoring of educational interventions. The 
variations observed in the direct relationships and mediation processes 
across Indonesia, Kyrgyzstan, and Tanzania suggest the importance of 
culturally tailoring educational interventions. Policymakers and 
educators should consider adapting programs to the unique cultural 
characteristics of each context to maximize their effectiveness (OECD, 
2019; Banks, 2019). Secondly, and this is exactly what NAMA 
Foundation has embarked upon, is enhancing positive pedagogical 
practices. Given the mediating role of perceptions of positive 
pedagogical practices, educators should prioritize strategies that enhance 
positive teaching and learning environments. Professional development 
programs should focus on equipping teachers with skills that foster 
positive perceptions among students (Leithwood & Jantzi, 2008). 
Another practice that is highlighted by the findings is promoting 
extracurricular involvement and citizenship. The positive relationships 
observed between extracurricular involvement, community and school 
citizenship, and the acquisition of 21st-century skills highlight the 
importance of fostering these aspects in educational settings. Schools 
should encourage participation in extracurricular activities and promote 
a sense of citizenship to contribute to holistic skill development 
(Mahoney, Cairns, & Farmer, 2003). 
 
 
Suggestions for Future Research  
While NAMA Foundation has collected data from 2021 and 2022, the 
way the data is structured makes it difficult to know whether the 
respondents in both years are the same, and it is impossible to trace 
individual respondents across different time periods. Future research 
should employ longitudinal study designs to track the evolution of 
relationships over time, ensuring insights into sustainability (Bryman, 
2016). Expanding cross-cultural comparisons beyond the current 
countries would enhance generalizability, uncovering more cultural 
nuances. Further exploration of how positive pedagogical practices 
mediate skill development would offer practical insights for educators 
and policymakers (Hattie, 2016). 
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Limitations  
While this study contributes valuable insights to the understanding of the 
relationships between extracurricular involvement, community and 
school citizenship, positive pedagogical practices, and the acquisition of 
21st-century skills, several limitations should be acknowledged. Firstly, 
the cross-sectional design employed in this study limits the ability to 
establish causality. Future research could employ longitudinal designs to 
examine the temporal dynamics of these relationships and provide a more 
robust understanding of the causal pathways. Secondly, the reliance on 
self-report measures for variables like extracurricular involvement, 
community and school citizenship, and perceptions of positive 
pedagogical practices introduces the potential for response bias. Future 
studies could incorporate objective measures or multi-source 
assessments to enhance the reliability of data. Moreover, the study 
focused on three specific countries (Indonesia, Kyrgyzstan, and 
Tanzania), limiting the generalizability of findings to other cultural 
contexts. Future research should include a more diverse set of countries 
to increase the external validity of the study. 

In conclusion, this study sheds light on the intricate relationships 
between students' perceptions of school support, self-efficacy, advocacy, 
positive pedagogical practices, and the acquisition of 21st-century skills 
across Indonesia, Kyrgyzstan, and Tanzania. The findings underscore the 
universal significance of supportive educational environments and 
effective pedagogical strategies in fostering student success and skill 
development, transcending cultural and geographical boundaries. 
Despite differences in context, the consistent positive relationships and 
the mediating role of positive pedagogical practices highlight the 
importance of these factors in shaping student outcomes. Moreover, the 
similarity in the magnitudes of effects and the comparable findings in 
multi-group analysis suggest common underlying mechanisms driving 
these relationships across diverse settings. These insights provide 
valuable evidence for informing targeted interventions aimed at 
enhancing educational practices and outcomes for Muslim youth, 
contributing to more effective educational strategies globally. 
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APPENDIX 4    OVERALL SAMPLE MODEL 
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Appendix 5. Item loadings, reliability and  validity 

 Indonesia Kyrgyztan Tanzania Overall Sample 
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CVS1 = Perceptions of School Support ; CVS2 = Self-Efficacy & Advocacy; LSS1 = Perceptions of positive pedagogical practices;  
LSS2 = Acquisition of 21st century skills 
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Appendix 6: Discriminant validity – cross loadings 
 
 
 
  

 Indonesia Kyrgyzstan Tanzania Overall Sample 

 CVS1 CVS2 LSS1  LSS2 CVS1 CVS2 LSS1  LSS2 CVS1 CVS2 LSS1  LSS2 CVS1 CVS2 LSS1  LSS2 

CVS13 0.333 0.620 0.289 0.198 0.362 0.628 0.194 0.246 0.467 0.684 0.385 0.364 0.439 0.674 0.367 0.332 

CVS16 0.246 0.638 0.137 0.229 0.269 0.740 0.279 0.279 0.487 0.669 0.413 0.418 0.349 0.713 0.368 0.418 

CVS18 0.345 0.802 0.292 0.327 0.349 0.756 0.278 0.329 0.452 0.773 0.466 0.387 0.480 0.802 0.443 0.440 

CVS19 0.321 0.726 0.242 0.235 0.244 0.766 0.247 0.273 0.317 0.699 0.403 0.398 0.317 0.710 0.332 0.322 

CVS110 0.820 0.344 0.342 0.195 0.738 0.235 0.425 0.315 0.817 0.506 0.491 0.403 0.828 0.456 0.543 0.441 

CVS14 0.618 0.349 0.274 0.341 0.532 0.262 0.193 0.327 0.790 0.475 0.490 0.326 0.720 0.440 0.438 0.426 

CVS15 0.737 0.266 0.306 0.238 0.744 0.265 0.309 0.299 0.817 0.493 0.477 0.351 0.805 0.426 0.475 0.405 

CVS17 0.579 0.344 0.253 0.195 0.590 0.403 0.280 0.370 0.725 0.417 0.370 0.386 0.716 0.483 0.444 0.399 

CVS23 0.749 0.281 0.291 0.300 0.578 0.204 0.251 0.443 0.728 0.393 0.223 0.337 0.740 0.382 0.434 0.338 
LSS11 0.310 0.300 0.691 0.326 0.416 0.089 0.580 0.294 0.513 0.409 0.755 0.493 0.347 0.712 0.395 0.493 
LSS13 0.209 0.201 0.654 0.307 0.257 0.344 0.645 0.377 0.474 0.545 0.835 0.433 0.437 0.764 0.458 0.433 
LSS14 0.321 0.236 0.589 0.135 0.241 0.230 0.626 0.343 0.228 0.317 0.538 0.390 0.355 0.673 0.334 0.390 
LSS15 0.210 0.131 0.577 0.280 0.306 0.232 0.736 0.449 0.454 0.434 0.774 0.458 0.356 0.739 0.491 0.458 
LSS21 0.158 0.180 0.318 0.647 0.315 0.302 0.440 0.732 0.372 0.391 0.421 0.425 0.382 0.487 0.783 0.425 
LSS22 0.198 0.212 0.250 0.623 0.192 0.256 0.316 0.610 0.247 0.388 0.370 0.330 0.354 0.398 0.729 0.330 
LSS23 0.276 0.242 0.300 0.680 0.137 0.265 0.353 0.652 0.305 0.374 0.281 0.316 0.342 0.355 0.680 0.316 
LSS25 0.324 0.305 0.264 0.703 0.450 0.225 0.394 0.668 0.398 0.475 0.425 0.458 0.405 0.460 0.735 0.458 
CVS1 = Perceptions of School Support   
CVS2 = Self-Efficacy & Advocacy  
LSS1 = Perceptions of positive pedagogical practices  
LSS2 = Acquisition of 21st century skills 
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