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Abstract

:

A mindful person is prone to be open to novelty, attentive to distinctions, sensitive to context, aware of multiple perspectives, and focused on the present. Therefore, the role of mindfulness in educational contexts is gaining ground given the great possibilities it offers in developing students’ competences in education for sustainable development (ESD). The main goal of this study is to explore how mindfulness plays a key role in the learning process in response to the need to develop students’ emotional competencies in ESD, and specifically how mindfulness has an impact on academic performance through resilience. We tested the research model with a questionnaire addressed to 497 students from three higher education institutions and one secondary school. The results of a structural equation analysis confirm the study hypotheses. We find mindfulness is positively related to resilience, which leads to better academic performance. Thus, being mindful is a key competence in ESD since it allows young people to face their education with the highest possibilities of training, experience, and personal growth. This exploratory study offers further evidence of the need to invest in mindfulness to foster resilience and academic performance and represents a first step for designing additional interventions on this line.
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1. Introduction


Education for sustainable development (ESD) aims at developing competences that empower individuals to reflect on their actions, considering their current and future social, cultural, economic, and environmental impacts from a local and a global perspective [1]. Thus, it seems that in the last decade, fruitful research on integrating different competences for ESD became more evident (e.g., [2,3]). In this sense, competences for sustainable development (CSD) depart from a comprehensive and holistic view; CSD may be considered as a set of knowledge, skills, values, and attitudes necessary to ensure today’s students and future leaders are ready to deal with complex issues regarding sustainability [4]. Several authors report on these competences, using different settings and models (e.g., [5]). In this sense, ref. [4] offers a complete and integrated view from various authors, including six main blocks of competences with similar characteristics: responsibility (values, ethics, reflection), emotional intelligence (transcultural understanding, empathy, solidarity, compassion), system orientation (interdisciplinary), future orientation, personal involvement (self-motivation, motivating others, learning), and the ability to take action (participatory skills) [4].



Further studies [6] also focus on the teaching strategies that foster competences or skills needed in search of sustainability in education, such as being critical, creative, being aware of problems, problem-solving skills, or cooperation, among others. Therefore, mindfulness, defined as the capacity of a person to focus attention on events, experiences, and states of the present moment, both external and internal [7], plays a pivotal role as a comprehensive competence in ESD. In other words, awareness generated in mindfulness is related to emotional competences such as emotional intelligence (including the capacity to be aware of the own emotions and being conscious about others’ feelings or feeling empathy). However, mindfulness is also related to how individuals perceive the world that surrounds them, including the resources that they have at hand, which is linked to academic competences. In fact, refs. [8,9] affirmed that mindfulness generates a higher intellectual capability and an openness to different thinking styles. In this vein, mindfulness might be related to ESD since it fosters CSD as emotional regulation, self-awareness, and future orientation [10,11,12]. Thus, the main goal of this study is to explore how mindfulness plays a key role in the learning process in response to the need to develop students’ emotional competencies in ESD, and specifically how mindfulness has an impact on academic performance.



Mindfulness emerges as one of the most effective instruments for promoting awareness, cultivating the ability to be attentive, and increasing subjective wellbeing [13]. Thus, the authors [14,15] understand mindfulness as a “technology of the self” that exerts an action on the own subjectivity with the potential to cause effective changes in modes of existence in a more sustainable direction. Quantitative research [16] has shown a positive relationship between practicing mindfulness and pro-environmental attitudes and behaviors. Mindfulness would be promoting a double benefit [13]: on the one hand, it increases wellbeing by detaching it from materialistic and consumer logic; on the other, it actively promotes more sustainable behavior and lifestyle. From another perspective, the practice of mindfulness has spread rapidly among the world’s adult population in recent years, following its proven effectiveness in regulating emotions and optimizing cognitive patterns. The number of studies and research on this practice and analysis of its efficacy with children and adolescents has been increasing due to its demonstrated effectiveness in improving more ecosocial behaviors, enhancing general wellbeing [17,18], improving psychological symptoms [19], and faster information processing. In the educational context, its practice has demonstrated effectiveness in cognitive performance and significant relationships in measures of stress, coping, and resilience [20]. However, there is still a shortage of papers on the influence of mindfulness on resilience in college students and even more on its role on ESD as a competence.



In sum, although the benefits of mindfulness are well-acknowledged in the educational literature, it is not considered a key element in ESD. Hence, the present study seeks to contribute to the literature of ESD in several ways. First, departing from the categorization of [4] and social psychology literature as our theoretical framework, we propose applying mindfulness as a core competence for ESD since it can be related to the six blocks of competences of ESD. Second, we try to empirically show the impact that mindfulness (as a competence) has on resilience and performance in higher education, thus, offering further empirical support for the need to consider mindfulness also on higher education. Finally, we consider that, in an educational context, mindfulness will not only have repercussions on students’ consciousness regarding sustainability concerns, but it will also benefit the development of their empathic capacities and academic performance. Therefore, our study is an exploratory study which represents the first step for further intervention studies in higher education regarding how it contributes to CSD.




2. Literature Review


2.1. Mindfulness and Resilience


Mindfulness implies a state of consciousness in which attention is focused on events, experiences, and states of the present moment, both external and internal [7]. Thus, mindfulness is constantly being aware of events and experiences at the moment and accepting them as they are, rather than being absorbed in the past or worried about the future [21]. According to this definition, a mindful person is prone to be open to novelty, sensitive to context, and aware of multiple approaches to solving a problem [22]. Therefore, a mindful person might be more aware of the resources at hand. Thus, in our study, we follow this approach of dispositional mindfulness as a capacity to be conscious of events and experiences around. This approach is settled in both traditions on the study of mindfulness: the Eastern based on self-regulation of attention that is present-oriented and is characterized by curiosity, openness, and acceptance [23]. This definition focus on meditative practice. Additionally, the Western approach in which mindfulness is defined by being in the present, sensitive to context and perspective, and guided (but not governed) by rules and routines [24]. Both approaches have their similarities and differences, “but the singularities of each approach can be placed within an underlying framework, wherein each contributes to the elucidation of the other” [25]. Therefore, we consider mindfulness as a capacity to be aware of the present moment, being conscious about the context and world that surround us. This capacity may help people to be aware of their own and others’ emotions and the resources at hand when having difficult situations. This idea is related to the capacity to overcome obstacles and become even more resourceful after a difficult situation; that is, the capacity for resilience. Resilience is defined as an individual’s capability to sustain a normal state of balance when exposed to exceptionally adverse situations [26]. Resilience does not eradicate stress or remove life adversities. Instead, it gives people the strength to handle problems effectively, overcome adversity, and move on with their lives [27]. In recent years, there has been growing research interest in discovering the facilitators of resilience. Beyond different character traits and skills, including self-efficacy, creative problem-solving skills, and the ability to focus on the present, mindfulness has been associated with resilience [28,29,30].



In the context of higher education, a growing number of theoretical and empirical research studies support the idea that mindfulness and resilience are connected (e.g., [31,32]). In this regard, ref. [33] concluded that the sustained practice of mindfulness can improve attentional and emotional self-regulation and affects students’ capacity for resilience. Thus, it has been shown that when university students lack resilience, they are more likely to fall into situations of helplessness, apathy, depression, and anguish [34]. However, when they present high levels of resilience, they show a higher fit to university academic demands [35]. Along these lines, high levels of resilience have been associated with academic success [35,36]. Ref. [37] showed that individuals with greater mindfulness have greater resilience and, consequently, greater satisfaction with life. According to the authors, the awareness and acceptance aspects of mindfulness can facilitate the development of resilience and optimism, enthusiasm, and patience, characteristics of resilient individuals that can lead to a perception of wellbeing. According to [38], to maintain resilience, greater flexibility is required through attention and acceptance, skills that are integrated into mindfulness. In a study by [39], a positive relationship between resilience and mindfulness was observed, showing that both variables are revealed as predictors of psychological wellbeing in university students. However, there is still little research in this regard [40,41] and even more in the context of ESD. In this sense, mindfulness could be considered a holistic competence for ESD. In fact, following the previous categorization of competences for ESD [4], mindfulness might be related to responsibility, transcultural understanding, empathy, learning, and the ability to take action, and then it would be related to resilience. Thus, the challenge is to continue investigating this variable, which seeks, through education, to train tomorrow’s citizens in creating a more sustainable world.



Therefore, according to previous evidence, we expect that:



Hypothesis 1.

Students’ mindfulness is directly and positively related to their level of resilience.






2.2. Resilience and Academic Performance


The study of resilience has attracted a growing research interest, especially in higher education settings, mainly because of the number of benefits that resilience has on students’ wellbeing [42]. In this context, resilience helps students overcome stressful situations and pressure arising from their studies [43]. Since resilience is a dynamic capability through which students acquire the knowledge and skills to help them face an uncertain future with a positive attitude and optimism, resilient students will be able to cope with academic demands appropriately [44]. Moreover, resilience is one of the main dimensions associated with psychological wellbeing and academic success [45]. Students’ capacity for resilience will help them to persevere in their tasks and maintain a positive attitude when difficulties arise; this persistence in their studies might be directly related to academic performance. According to recent research, mindfulness and resilience seem to be related to academic performance in educational settings [46]. Hence, the relationship between resilience and its multiple benefits on wellbeing and performance is well supported in the literature, including resilience as a buffer effect preventing burnout or dropout [47,48] and resilience enhancing academic engagement [49]. Moreover, resilience is related to academic performance, although this relationship is mediated by other variables such as engagement and self-efficacy [42]. Thus, further research is needed to uncover the relationship between resilience and direct academic performance, such as the impact on students’ grades.



Therefore, following previous research regarding the close relationship between resilience and performance we expect that:



Hypothesis 2.

Students’ resilience is positively and directly related to their academic performance.







3. Methodology


3.1. Sample Selection and Data Collection


This study was carried out as part of a collaboration agreement signed by three higher education institutions and one secondary school in three Spanish regions. The four institutions involved in the study offer onsite teaching.



This agreement allowed us to interview students from a broad range of spectrums (region, academic discipline, course, qualification, gender), which provided a diverse and highly representative sample, thus maximizing the reliability of the results.



Before the fieldwork, experts in the education area revised the questionnaire and pretested it on a group of 25 students. This process allowed us to improve the wording and confirm the suitability of the questionnaire. After this revision stage, we surveyed the students using an online questionnaire designed by the research team. Student anonymity was guaranteed to encourage participation, which motivated them to provide more honest answers. We also informed the students that we would aggregate the data to ensure confidentiality. Moreover, we followed the ethical standards, and our study passed the ethical committee of our university.



The questionnaire consists of 15 items: 10 related to mindfulness and 5 to resilience (see Appendix A). All items are measured on a 7-point Likert scale. All Likert-scaled indicators are expressed positively, and respondents have to state whether they agree or disagree with each statement included in the questionnaire.



The fieldwork took place between October 2018 and March 2019 and yielded a sample of 497 valid responses. We calculate descriptive analyses using SPSS to reveal the main characteristics of the sample (Table 1). The final sample comprises students mostly from University 1 (69%) and between 8% and 12% for the remaining participating institutions. From the total of 22 specific academic disciplines analyzed (covering a wide range from business and economic sciences, technological and experimental sciences, health sciences, and social sciences), 16 correspond to academic degrees, two to master’s degrees, and four to second-cycle studies. Most students are second-year undergraduates (43.7%), followed by third-year students (20.9%). The fourth and first years represent roughly 14% and 10%, respectively, the secondary school around 8%, and the masters around 3%. The fifth and sixth years represent less than 1% each. The average age of the students in the sample is 22 years, and their average grade is 7.2 (out of a maximum of ten). Finally, the gender distribution is mainly female (74.6%).




3.2. Measurement Instruments


We followed [50] recommendations to prevent self-generated validity in the questionnaire design. Thus, we carefully ordered and wrote the questions in simple language with user-friendly terminology. We also sorted the analyzed constructs differently from the hypotheses (antecedents → mediating variable → consequences).



All the scales correspond precisely to their theoretical definitions, and we adapted them from well-known and validated scales in the literature. The reliability information (Cronbach’s alpha) for the scales is presented in the Results section, Table 2.



Mindfulness. We measure mindfulness with the ten-item scale developed by [51] (e.g., “I get involved in almost everything I do.”).



Resilience. We assess resilience with the five-item scale developed by [52] (e.g., “Dealing with difficult peers (or situations) helps me grow.”).



Academic performance. Finally, we measure academic performance directly from the students’ academic records.



We include students’ gender as a control variable according to previous studies that mention the possibility of influencing students’ achievements (e.g., [53]). We use the following categorization: 0 = female, 1 = male.



We follow Brislin’s reverse translation method to guarantee equivalence between the original items and those used in other language versions. Two bilingual translators worked on the translation, one to translate from English to Spanish, and the other to translate the resulting Spanish version back into English without referring to the source text. The translators then compared the two English versions and judged them to be practically identical, which confirmed that the Spanish version accurately represented the two English versions. We show in Appendix A the complete scales used in the study.




3.3. Scale Validity and Reliability


First, using SPSS, we calculate descriptive analyses (i.e., means, standard deviations) and inter-correlations, and we use Cronbach’s alpha coefficient [54] to check the scale’s reliability (α > 0.7).



We conduct Harman’s single-factor test [55,56] to test common method variance bias. The results of the confirmatory factor analysis with the 15 indicators loading into a single factor (χ2 (87) = 309.421; CFI = 0.890; RMSEA = 0.072; BBNFI = 0.855; χ2/df = 3.557) shows a poor fit, thereby indicating that the single factor does not account for all the variance in the data. Therefore, we do not consider common method variance a problem in our research.



Next, we implement structural equation modeling (SEM) by AMOS to test the hypothesized model (see Figure 1), following the recommendations for mediating analyses for latent constructs and multiple mediators [57,58]. We test three models to verify the hypotheses: “M1.Proposed” assumes that mindfulness is positively related to resilience that in turn is conducive to academic performance; and in “M2.Partially Mediated”, resilience partially mediates the relationship between mindfulness and performance, and, as recommended by [59], we also test an alternative model to show that the order of the mediating variables in our model is not arbitrary. Consequently, we test “M3.Alternative”, in which mindfulness mediates the relationship between resilience and performance.



For the SEM analyses, we follow the maximum likelihood approach by testing absolute and relative indices for the goodness of fit [60]: the χ2 index, Goodness of Fit Index (GFI), the Root Mean Square Error of Approximation (RMSEA), the Comparative Fit Index (CFI), the Tucker–Lewis Index (TLI), and the Incremental Fit Index (IFI). Values below 0.08 for RMSEA [61] and higher than 0.90 for the remaining indices [62] indicates an acceptable fit. Finally, we compute the Akaike Information Criterion (AIC) to compare competing non-nested models; the lower the AIC index, the better the fit.





4. Results


Table 2 shows that all Cronbach’s alpha coefficient values are above the minimum acceptable value of 0.7 [63].



Furthermore, the pattern of correlations indicates that, as expected, there is a positive and significant relationship between mindfulness and resilience. Note that the correlation of resilience and gender with performance is significant.



Model Fit: Structural Equation Modeling


Table 3 displays the results of the structural equation analyses. We fit our proposed model (M1) to the data. Mindfulness and resilience consist of ten and five indicators (items), respectively.



Our results show that M1.Proposed (in which mindfulness has a positive relationship with resilience, which is in turn related to academic performance) adequately fits the data. M2.Partially mediated model (in which we also directly relate mindfulness with performance) also shows good fit indexes; however, the AIC is higher in this second model (M2 AIC = 497.18), which, according to [64], implies there is a better fit for M1. Moreover, in M2, the direct relationship between mindfulness and performance is not significant (β = 0.01, n.s). Finally, we test M3.Alternative, in which mindfulness mediates the relationship between resilience and performance. As expected, the results are favorable to M1 since M3 shows a higher chi-square and AIC when compared to M1. Hence, the results displayed in Figure 2 provide favorable evidence for M1: (1) there is a positive and significant relationship between mindfulness and resilience, β = 0.66, p < 0.01; and (2) there is a direct significant relationship between resilience and performance, β = 0.18, p < 0.01. These findings also demonstrate that mindfulness and performance are fully mediated by resilience.





5. Conclusions


The main goal of this study is to explore how mindfulness plays a key role in the learning process in response to the need to develop students’ emotional competencies in ESD. Our results show how students’ mindfulness has a positive impact on resilience. At the same time, resilience has a positive relationship with academic performance. Therefore, the results confirm our hypotheses regarding the role mindfulness plays as a promoter of resilience (Hypothesis 1) and the impact resilience has on academic performance (Hypothesis 2). Although it was not an aim of our study, we also find that gender is significantly and positively related to performance. Thus, women have higher grades than men, although the relationships between variables remain the same. Gender is a demographic variable that discriminates against students’ academic achievements. For instance, research has shown female undergraduate grade point average to be higher than that achieved by male students after the first year of study [65] and across three years of undergraduate studies [66,67].



In sum, the main question we have attempted to answer in this research is whether mindfulness influences students’ academic performance through resilience. Our study provides empirical evidence that the mindfulness–academic performance relationship is mediated by resilience. Our results can be generalized since they are obtained from three higher education institutions and one secondary school in three Spanish regions, comprising 22 academic disciplines from different areas.



Theoretical and Practical Implications for Education in Sustainable Development


We propose a model that relates the mindfulness construct, which has been revealed as an interesting tool to promote greater sustainable awareness, with the resilient capacity of university students and its impact on academic performance. Our study goes in line with previous research in terms of empirically showing the relationship of mindfulness and resilience in general (e.g., [29]) and specifically in education (e.g., [28] or [32]). Therefore, our research supports the benefits of mindfulness in higher education, adding the relationship with academic performance. Note that academic performance is objectively measured in our work (through students’ grades), which gives extra value and support for our results. In this vein, most of the previous literature on mindfulness and resilience has been linked to students’ wellbeing or self-efficacy, including subjective measures (e.g., [32]), which shows a part of the picture. However, our study, together with the recent research of [46], is the first one that offers additional data regarding mindfulness and resilience’s impact on students’ academic performance in higher education. On the other hand, the added value of our study departs from the idea that mindfulness needs to be considered as a key holistic competence in the competences for sustainable education according to previous research [4].



In this line, our research novelty relates to the need to contextualize our model into ESD. In recent years, interest has grown in developing skills for sustainable development in the classroom. Thus, one of the most recent advances in higher education for sustainability is the strong emergence of the discourse focused on the development of competencies for sustainability and its connection with the use of pedagogical approaches. Therefore, the well-known frame of reference proposed by [68] aims to connect the competencies for sustainable development with pedagogical approaches to provide a more complete, holistic, and systemic sustainable education for future leaders, decision-makers, educators, and agents of change. According to UNESCO, using different pedagogical approaches allows students to develop various learning processes that will help them improve their skills and abilities to learn and think. In this sense, higher education institutions, as essential agents of change for social development, are making a notable effort in incorporating development needs and social welfare into university curricula. The use of mindfulness as a pedagogical tool in the university and at other educational levels is gaining in strength, given the great possibilities for training students in individual sustainability. Ref. [69] affirms that “individuals committed to sustainability are characterized by creating harmony, interconnection, and relatively high levels of self-awareness in their values, thoughts, behaviors, and actions, in addition to cultivating continuous individual growth in their physical abilities, emotional, social, philosophical, and intellectual. Individual sustainability means having a well-developed and proven value system that is aware of the importance and interconnectedness of all global biological systems and our rightful place among them”. Thus, the practice of mindfulness in the classroom involves the incorporation of strategies and tools that allow young people to face each educational stage with the highest possibilities of use, training, experience, and personal growth [70,71,72]. It also contributes significantly, as demonstrated in our work, to the development of sustainable individual competencies such as resilience, which will contribute, in the mid-and long term, to the development of more sustainable societies.



Furthermore, it is worth mentioning that, as indicated by [73], in university education, technical professional skills have generally been enhanced to the detriment of socio-personal skills, emotional self-regulation, resilience, and stress control—key aspects to be considered within the curricular program. The development of these socio-emotional skills can be enhanced with mindfulness techniques. Various works, such as this one, have empirically analyzed how mindfulness benefits university students [74] and, in turn, these capacities have yielded better academic performance and general wellbeing.



This research has some limitations, which in turn open lines for future research. For instance, the sample consists mainly of higher education students and a smaller group of secondary school students. It would be useful to validate the analysis at different education stages and compare the differences between them. Moreover, most students are from a specific Spanish community; therefore, future research could replicate this study in other Spanish locations and in different countries to consider other cultural and geographical settings. Finally, most of the subjects in our sample are women; thus, having a more balanced dataset would allow us to compare gender differences.
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Appendix A


Mindfulness



	1. I like to investigate things
	1  2  3  4  5  6  7



	2. I am always open to new ways of doing things
	1  2  3  4  5  6  7



	3. I am alert to new developments
	1  2  3  4  5  6  7



	4. I “get involved” in almost everything I do
	1  2  3  4  5  6  7



	5. I am very creative
	1  2  3  4  5  6  7



	6. I attend to the ‘big picture’
	1  2  3  4  5  6  7



	7. I am very curious
	1  2  3  4  5  6  7



	8. I try to think of new ways of doing things
	1  2  3  4  5  6  7



	9. I like to be challenged intellectually
	1  2  3  4  5  6  7



	10. I like to figure out how things work
	1  2  3  4  5  6  7








Emily A. P. Haigh, Michael T. Moore, Todd B. Kashdan and David M. Fresco (2011). Examination of the Factor Structure and Concurrent Validity of the Langer Mindfulness/Mindlessness Scale, Assessment, 18, 11–26.



Resilience



	1. I am getting better in my studies because I learn from my mistakes
	1  2  3  4  5  6  7



	2. Dealing with difficult classmates (or situations) enables me to grow
	1  2  3  4  5  6  7



	3. I see challenges as an opportunity to learn
	1  2  3  4  5  6  7



	4. I find ways to handle unexpected situations
	1  2  3  4  5  6  7



	5. I bounce back when I confront setbacks in my studies
	1  2  3  4  5  6  7








Caza, B., & Bagozzi, R. P. (2010). Reacting to adversity: An identity-based perspective (Working Paper). Used in: Stephens, Heaphy, Carmeli, Spreitzer, and Dutton (2013). Relationship Quality and Virtuousness: Emotional Carrying Capacity as a Source of Individual and Team Resilience. The Journal of Applied Behavioral Science, 49, 13–41.
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Figure 1. Hypothetical research model. 
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Figure 2. Empirical results of the research model. *** Significant correlation (p < 0.05). 
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Table 1. General sample characteristics.
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Institution: Category (%)




	
University 1 (69)

	
University 2 (12.1)

	
University 3 (11.1)

	
Secondary School (7.8)




	
Degree: Category (%)




	
Business Administration 1

	
(12.1)

	
Industrial design engineering 2

	
(3.2)

	
Psychology 3

	
(14.5)




	
Occupational therapy 1

	
(11.1)

	
Mechanical engineering 2

	
(1.8)

	
Medicine 3

	
(3.2)




	
Labour relations and human resources 1

	
(10.7)

	
Agri-food engineering 2

	
(2.4)

	
Nursing 3

	
(2.4)




	
Tourism 1

	
(5.6)

	
Chemical engineering 2

	
(1.6)

	
Audio-visual communication 4

	
(11.7)




	
Finance and accounting 1

	
(2.0)

	
Electrical engineering 2

	
(1.0)

	
Advertising and public relations 4

	
(5.2)




	
Economics 1

	
(0.8)

	
Master in human resources management 1

	
(0.8)

	
Second cycle studies 1,4

	
(8)




	
Master in marketing 1

	
(1.8)

	

	

	

	




	
Course: Category (%)




	
First (9.9)

	
Second (43.7)

	
Third (20.9)

	
Fourth + (15.1)

	
Postgraduate (2.6)

	
Secondary school (7.8)




	
Gender: Category (%)

	
Age average

	
Academic grade average




	
Male (25.4)

	
Female (74.6)

	
22 years old

	
7.2








Note: 1 represents disciplines from business and economic sciences; 2 represents disciplines from technological and experimental sciences; 3 represents disciplines from health sciences; 4 represents disciplines from social sciences.
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Table 2. Correlation factors, means, and standard deviation (n = 497).
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	Mean
	S.D.
	MIND
	RESIL
	PERF





	Mindfulness
	5.398
	0.727
	(0.804)
	
	



	Resilience
	5.323
	0.851
	0.532 **
	(0.784)
	



	Academic performance
	7.156
	0.883
	0.105 *
	0.174 **
	-



	Gender
	0.25
	0.435
	0.058
	−0.050
	−0.174 **







* Significant correlation (p < 0.05). ** Significant correlation (p < 0.01).
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Table 3. Fit indices of the Structural Equation Models (n = 497).
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	Model
	χ2
	df
	GFI
	RMSEA
	CFI
	TLI
	IFI
	AIC





	Model 1 (M1)
	358.94
	114
	0.92
	0.07
	0.88
	0.86
	0.88
	436.94



	Model 2 (M2)
	423.18
	116
	0.91
	0.07
	0.85
	0.83
	0.85
	497.18



	Model 3 (M3)
	428.26
	117
	0.91
	0.07
	0.85
	0.83
	0.85
	500.26







Notes. χ2 = Chi-square; df = degrees of freedom; GFI = Goodness of Fit Index; RMSEA = Root Mean Square Error Approximation; CFI = Comparative Fit Index; TLI = Tucker–Lewis Index; IFI = Incremental Fit Index; AIC = Akaike Information Criterion.
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