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The present research investigated the importance of learning-related and interpersonal
aspects of social competence as well as parent education in the first grade for school
adjustment indicators These included self-reported involvement in bullying, teacherreported student-teacher relationships, and academic achievement – a year later. Social
competence of children was assessed using the Elementary School Social Competence Scale
(short version) completed by teachers. The sample consisted of 403 children attending
14 elementary schools in Lithuania. Results indicated that the learning-related aspect of
social competence measured in the first grade was significantly related to all indicators
measured in the second grade, while the interpersonal aspect of social competence was
significantly related to student-teacher relationship quality. Taken together, both aspects
of social competence assessed in the first grade explained some 34% of the variance in
student-teacher conflict a year later. Interpersonal social competence explained 24% of
the variance in student-teacher closeness. Furthermore, learning-related social
competence and parent education significantly predicted academic achievement,
accounting for 26% of the variance. Results of the present study highlight the lasting
links of learning-related social competence and school adjustment indicators in
elementary school.

Introduction
The elementary school represents a major transitional period in childhood and factors
affecting adjustment during that transition continue to attract researchers’ attention (Kiuru
et al., 2016; Reuland & Mikami, 2014). Social competence is one of the psychological
factors which tends to be linked to school adjustment indicators, both cross-sectionally
(Magelinskait -Legkauskien , Legkauskas & Kepalait , 2016) and longitudinally
(McClelland, Morrison & Holmes, 2006). Previous research has suggested that a lack of
social competence makes it difficult to develop positive relationships with peers and
teachers in elementary school (Birch & Ladd, 1997; Perren & Alsaker, 2006). These
difficulties tend to develop into long-term adjustment problems, including lower academic
achievement, skipping classes, substance abuse, delinquent behaviour and mental health
issues in adolescence and beyond (McClelland et al., 2006). However, while a large volume
of research on school adjustment has been conducted, most of it focuses on older and
high-risk samples (e.g. minorities) and relatively few studies have been conducted on
regular samples of elementary school students. In this age group, research into the links
between social competence and school adjustment are still in the exploratory stage.
Furthermore, relatively little research has been conducted in linguistic environments other
than English and French.
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Social competence may be defined as a set of social skills necessary for the achievement of
goals in social interactions (Monnier, 2015; Rose-Krasnor, 1997). It has been suggested
that some 25 to 50 percent of first-graders may lack the social competence necessary for
positive adjustment in the novel environment of elementary school (Webster-Stratton,
Reid & Stoolmiller, 2008). The constituent elements of social competence depend on a
particular context, including such aspects as the developmental stage (Denham, 2005), the
evaluator (Lillvist, Sandberg, Björck-Åkesson & Granlund, 2009) and the situation eliciting
application of such skills (Monnier, 2015; Rose-Krasnor, 1997). Social competence of
children is mostly evaluated by parents, teachers and peers, who tend to identify different
skills involved in social competence and the skills identified tend to be related to the
context – home, peer activities or class – in which such assessment is conducted (Lillvist
et al., 2009).
Results of previous studies conducted on pupils attending elementary schools (e.g. Cooper
& Farran, 1988; Lim, Rodger & Brown, 2013) suggested that successful school adjustment
required two distinct types of social competence: one encompassing learning-related skills,
and another based on interpersonal skills. The first set includes skills conducive for
learning activities, including self-regulation skills, listening skills, etc. On the other hand,
interpersonal skills are those skills (e.g. sharing, cooperation, positive initiative) necessary
for smooth operation in a social collective constituting the context of learning and
instruction. McClelland et al. (2006) and Lim et al. (2013) also used a similar concept of
social competence in studies conducted with pre-school and elementary school samples.
Results of these studies suggested that learning-related social competence is a meaningful
construct predictive of academic achievement, both in elementary school and in later
years.
Importance of social competence for school adjustment

School adjustment is a multidimensional construct. Along with the academic aspect of
adjustment, the importance of the social aspect is also often emphasised (Ratelle &
Duchesne, 2014). The latter includes two key elements – student-teacher relationships and
peer relationships, operationalised by means of a variety of concepts, from popularity in
class to involvement in bullying.
Student-teacher relationship

A class teacher is a person who spends a lot of time with elementary school students. In
some schools in Lithuania, it amounts to as many as 10 hours per day, which is much
more than the waking time children spend with their parents. During that time, a class
teacher is a person who controls, directs, and structures most of the activities of a child.
Student-teacher relationships are mostly measured in terms of the perception of the other
party’s behaviour (Buyse et al., 2009; Leung, 2015). Studies into student-teacher
relationship measure its two defining aspects: conflict and closeness (e.g., Pianta &
Stuhlman, 2004; Zee, Koomen & van der Veen, 2013). Student-teacher relationship
closeness refers to the degree of openness in communication and positivity in interaction

1264

Importance of social competence at the start of elementary school for adjustment indicators a year later

(Buyse et al., 2009; Pianta & Stuhlman, 2004). Relationship conflict refers to the degree of
negativity of interactions and emotions in a student-teacher relationship (Buyse et al.,
2009; Zee et al., 2013). Excessive conflict is stressful for a child and may also affect other
aspects of functioning at school (Buyse et al., 2009). Student-teacher conflict seems to be
linked to lower social competence (Garner & Mahatmya, 2015). Conversely, higher social
competence tends to predict being liked by teachers more, and better student-teacher
relationships in general (Brock & Curby, 2014; Leung, 2015).
There might be a couple of mechanisms linking social competence and student-teacher
relationships. First, children higher in social competence may be both more assertive and
better at initiating and sustaining communication with adults. Also, when faced with
challenges arising in the process of learning, they display more adequate reactions and
maintain positive behaviours toward teachers (Ladd & Burgess, 2001; Konold & Pianta,
2005). Second, socially competent children make teachers’ work easier by having less
trouble with their classmates and being more constructive towards teachers (Lillvist et al.,
2009). In doing so, they strengthen teachers’ authority in the eyes of other classmates,
which in turn make them even more likable to their teachers. However, less socially
competent children may not only struggle in direct communication with their teachers but
also may pose further trouble by having difficult peer relationships, not least including
involvement in bullying.
Involvement in bullying

Children perceive bullying as the worst thing that may happen at school (Raskauskas,
Gregory, Harvey, Rifshana & Evans, 2010). Negative effects of bullying are experienced
by both victims and perpetrators of bullying (Postigo, Gonzales, Mateu & Montoya,
2012). Previous research indicates that victimisation experiences result in increased
anxiety, depression, reduced self-esteem (e.g., Bouman et al., 2012; Raskauskas, et al.,
2010), difficulties in making friends, communicating with parents and school staff (e.g.,
Bouman et al., 2012), as well as academic underachievement (Raskauskas, et al., 2015).
Bullies also experience various adjustment difficulties including poorer relationships with
teachers and lower academic achievement (Rakauskas, et al., 2010). Also, links between
bullying behaviour and increased anxiety, depression, and reduced self-esteem have been
found (Bouman et al., 2012).
Research results (e.g., Perren & Alsaker, 2006; Postigo et al., 2012) suggest that
involvement in bullying is linked to social competence. Lack of social skills not only
impedes formation and maintenance of peer-relationships, which may work as a
protective net against bullying, but also prevent quick and effective defense against
aggressive behaviour, which increases the likelihood of repeat bullying.
The link between bullying and social competence is not so straightforward. As Arsenio
and Lemerise (2001) noted, there are two views on how social competence is linked to
bullying behaviour. One maintains that bullies are skilled manipulators rather than socially
inadequate individuals. At least some of them have well-developed social-cognitive and
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theory-of-mind skills, which allow them to manipulate and dominate others. Another view
holds that socially competent processing of information is not likely to result in
aggression, as social competence involves understanding and taking into account not only
minds of others but also social norms and thus deems bullying to be socially incompetent,
as it is norm-breaking behaviour (Stan & Beldean, 2014). Evidence to support either of
the views has been reported (Camodeca, Caravita, Coppola, 2015; Perren & Malti, 2008;
Postigo et al., 2012).
Academic achievement

Various measures of academic achievement are often included into the
school adjustment. Indeed, higher academic achievement had been linked
confidence and better interpersonal relationships at school (Malik &
Trentacosta & Izard, 2007) as well as to better overall mental health
Barbaranelli, Patorelli, Bandura & Zimbardo, 2000).

assessment of
to higher selfShujja, 2013;
(e.g., Caprara,

While both family characteristics and cognitive ability affect academic achievement
(Jacobs & Harvey, 2005), some level of social skills seems to be necessary for the
cognitive potential to be realised. Recent years witnessed a significant amount of research
concerning the importance of social competence for academic performance (e.g.,
McClelland, Tominey, Schmitt & Duncan, 2017; Konold, Jamison, Stanton-Chapman &
Rimm-Kaufman, 2010).Those children, who have trouble following directions, controlling
their negative emotions, and communicating with teachers and peers at elementary school
are more likely to encounter academic difficulties (Konold et al., 2010). A study by
McClelland et al. (2006) found that teachers considered the ability to follow task
requirements, cooperation skills, attentiveness and self-control as important precursors for
good academic achievement.
Academic achievement and social competence may be linked both directly and indirectly.
The learning-related aspect of social competence is an important tool necessary for
academic achievement. Success in learning requires children to control their behaviour, to
attend to and follow teachers’ instructions, as well as to complete assignments fully (Elias
& Haynes, 2008; Valiente et al., 2011).
Furthermore, the interpersonal aspect of social competence may impact academic
achievement indirectly (Trentacosta & Izard, 2007). When a child faces challenges in
learning, interpersonal social competence is conducive for obtaining assistance from both
teachers and peers. Children higher in social competence develop social support networks,
which provide for higher academic achievement (Caprara et al., 2000). Thus, welldeveloped interpersonal social competence is conducive for more positive attitudes
towards school in general, better relationships with peers, and higher motivation to learn
and achieve.
On the other hand, troublesome behaviour in class provokes a backlash from teachers and
peers which is stressful for a child, may complicate involvement in collaborative tasks, and
may impede his/her academic performance (Duncan et al., 2007).
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The present study
While there is a wealth of research documenting links between social competence and
school adjustment, few studies to date have examined how the learning-related aspect and
the interpersonal aspect of social competence predict different dimensions of school
adjustment in elementary school over a period of time. In this sense our study is
exploratory – we sought to examine whether learning-related and interpersonal aspects of
social competence at the beginning of the school may be used to predict academic
achievement, involvement in bullying, and student-teacher relationships a year later.
Furthermore, no such studies have been conducted in Lithuania before. The present study
is also confirmatory in the sense that we seek to confirm the existence in elementary
school of the predictive links between learning-related and interpersonal social
competence on one hand and school adjustment on the other, which previous studies
have found mostly in adolescent populations.
In order to enhance the statistical modelling of predicted links, we also included parental
education as an additional variable. Parental education is a form of cultural capital
(Bourdieu, 1986) and a key component of socioeconomic status, which previous studies
have demonstrated to be positively linked to both social competence (Brophy-Herb, Lee,
Nievar & Stollak, 2007) and school adjustment (Zafiriadis et al., 2005).
The school aims to provide both opportunities and motivation for the development of
social competence, thus it is supposed to stimulate its development and reduce any initial
differences in social competence, which might impact school adjustment. On the other
hand, early differences in social competence may be robust, persisting through the first
years of school and retaining the initial effect in relation to school adjustment. Thus,
identification of significant predictive links may assist in pointing out maladjustment risks
for those who start school with poorly developed social competence. Seeking to test the
different predictions, we are reporting here data from an ongoing longitudinal study,
during which we follow children through the first years of elementary school.

Method
Subjects and procedure

The present study is based on analysis of data gathered as a part of a larger longitudinal
study. Some of the initial results of that study have been reported elsewhere
(Magelinskait -Legkauskien , Legkauskas & Kepalait , 2018). Assessment of social
competence conducted during the second semester of the first grade. School adjustment
of the same subjects was measured in the second semester of the second grade. We chose
to assess social competence in the second semester of the first grade for two reasons.
First, it was assumed that by the second half of the first grade the new pupils would have
become settled in their new environment and their behaviour would reflect their actual
social competence rather than initial adjustment difficulties. Second, it was expected that
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children and their teacher would have moved past their first impressions about each other,
allowing for better measurement of social competence.
The study was conducted in Kaunas, which was the second city in Lithuania in terms of
population size. Data were collected in 14 schools, i.e. 28 percent of institutions providing
elementary education services in the city.
Data were collected from 42 teachers and the same number of classes. At the beginning of
the study, 962 parents received consent forms and some 446 (46.3 percent) forms were
received back containing written consent, which accounted for 15.8 percent of children
who started school that year. Out of that number 38 forms were missing a significant
amount of data. As a result, we obtained a convenience sample of 408 subjects (183 boys
and 225 girls, modal age 8 years). A year after 5 children (1 boy and 4 girls) were no longer
participating in the study due to long-term sick leaves, moving to another school or
parents refusing to continue participation. The final data analysis included information
concerning 403 subjects.
Measures

Information for the present study was collected from multiple sources. Teachers
completed the Elementary School Social Competence Scale (Short Version) and Student-Teacher
Relationship Scale-Short Form scales as well as providing information about academic
achievement for each pupil participating in the study. Children completed the Bully and
Victim scales of the Peer Relations Questionnaire. Parents provided information concerning
their highest educational level attained.
Social competence
Social competence was measured by the Elementary School Social Competence Scale (Short
Version) (ESSCS) containing 7 items and developed for the present study (see
Magelinskait -Legkauskien , Legkauskas & Kepalait , 2018). The ESSCS included 4
items designed to measure learning-related social competence (e.g. ‘Listens attentively
during a class’) and 3 items to measure interpersonal social competence (e.g. ‘Plays and
works cooperatively with other children’). All items were scored on a 6-point Likert-type
scale ranging from ‘very rarely’ to ‘very often’.
Elementary school adjustment
Three school adjustment variables have been assessed in the second grade – academic
achievement, involvement in bullying, and student-teacher relationships.
Academic achievement
As the country has no country-wide formal feedback system at the elementary school
level, the systems used by individual schools are not uniform. Thus, for purposes of the
present study, it was decided to design a standard system of measurement of academic
achievement. Class teachers were requested to rate academic achievement of each child in
the native language (which in all cases was Lithuanian) and mathematics on a 5-point
scale, where 1 meant ‘poor’ and 5 meant ‘very good’. The ratings of language and
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mathematics were then summed up to obtain a single academic achievement indicator. We
chose native language and mathematics not only because they are usually included in
academic performance measures used with elementary school samples, but also, because
in Lithuania class teachers always teach these subjects, even though certain schools may
employ specialist subject teachers to teach other subjects such as natural sciences, arts, etc.
Involvement in bullying
Involvement in bullying was assessed using the Bully and Victim scales of the Peer Relations
Questionnaire (PRQ) developed by Rigby and Slee (1993). In the original PRQ, the Bully
scale consisted of 6 items (e.g. ‘I am part of a group that goes around teasing others’),
while the Victim scale consisted of 5 items (e.g. ‘I get picked on by others’). Items were
scored on a 4-point Likert-type scale from ‘never’ (1) to ’very often’ (4), higher scores
meaning higher involvement in bullying in roles of a bully and a victim, respectively.
However, a pilot study conducted prior to the present study revealed that one item of the
Victim scale – ‘Others leave me out of things on purpose’ – was difficult for children to
understand and consequently, the overwhelming majority of children answered ‘never’.
Thus, in the present study, we excluded this item as non-differentiating.
Student-teacher relationship
Relationships between teachers and children were assessed using the Student-Teacher
Relationship Scale-Short Form created by Pianta (2001). The scale had a total of 15 items and
was completed by teachers, who assessed their perceived conflict (8 items; e.g. ‘This child
easily becomes angry with me’) and closeness (7 items; e.g. ‘If upset, this child will seek
comfort from me’) with each child on the 4-point Likert scale from ‘very rarely/never’ (1)
to ‘very often’ (4). A higher score meant higher closeness, while the conflict scale was recoded so that higher score meant lower conflict (see Table 1 for descriptive statistics).
Table 1: Descriptive statistics
Variable
Social competence: learning-related
Social competence: interpersonal
Academic achievement
Bully scale
Bullying victim scale
Student-teacher relationship conflict
Student-teacher relationship closeness

M

SD

18.58
12.51
7.92
7.11
6.67
29.37
22.33

4.42
3.68
1.89
2.19
2.61
3.71
3.84

Cronbach
0.91
0.85
n/a
0.78
0.83
0.94
0.87

Range
4 - 24
3 - 18
2 - 10
6 - 24
4 - 16
10 - 32
9 - 28

Results
First, we conducted correlational analyses to establish any links between social
competence in the fi and school adjustment indicators in the second grade. Distributions
of all variables were significantly different from normal, so Spearman correlations were
used (see Table 2).
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Table 2: Spearman correlations between social competence in the
first grade and school adjustment indicators in the second grade
Social competence
Learning-related
Interpersonal
Academic achievement
0.48**
Relationship conflict***
0.51**
Relationship closeness
0.17**
Bully scale
-0.13*
Victim scale
-0.10*
Notes: * Spearman correlations significant at p < .05;
** Spearman correlations significant at p < .01;
*** higher score means lower conflict.

0.31**
0.40**
0.42**
-0.02
-0.06

To establish the relative contribution of learning-related social competence and
interpersonal social competence measured during the first year in school to the prediction
of academic achievement, involvement in bullying and student-teacher relationship a year
later, structural equation modelling was used. Using Mplus 5.1 software we constructed a
structural equation model in which both aspects of social competence were entered as
latent variables. Also, parent education was included in the model, as we found it to be
linked to both predictor and outcome variables. The structural model (Figure 1)
demonstrated a good fit – Chi2/df = 1.91; CFI = 0.983; TLI = .963; RMSEA = .047;
SRMR = 0.023.
Results of structural equation modelling indicated that social competence had made a
significant contribution towards the variances of each school adjustment indicator
assessed in the present study, including academic achievement, involvement in bullying,
and student-teacher relationship. Yet, interpersonal and learning-related aspects of social
competence demonstrated different patterns of links to school adjustment indicators. The
learning-related aspect of social competence moderately predicted student-teacher conflict
and academic achievement. Furthermore, learning-related social competence mediated a
link between parent education and academic achievement. Interpersonal aspects of social
competence strongly predicted student-teacher closeness and had a weak link to studentteacher conflict. Also, children scoring higher in learning-related social competence scored
significantly lower on involvement in bullying in both bully and victim roles.

Discussion
The present results suggest social competence of a child at the time of starting school
represents an important predictor of school adjustment a year later. We found learningrelated social competence at the time of school entry to be a stronger predictor of secondgrade school adjustment than interpersonal social competence. While previous studies had
found links between interpersonal social competence and academic achievement (Caprara
et al., 2000), in our study this correlation disappeared once learning-related social
competence was entered into the overall structural equation model. Indeed, the
relationship of learning-related social competence and academic achievement has been
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well documented by previous studies (e.g., Barbarin et al., 2013; McClelland et al., 2000;
Valiente et al., 2011). Also, our model indicated that parent education had both a direct
effect on academic achievement and an indirect one via learning-related social
competence.

Parental
education

.84**

.18**
*

Academic
Achievement
R2 =.26

*

.94**
*

Interpersonal
Social
Competence

.18**
*
.51
***

.74**
*

.23**
*

0.54**
Item1
*

Item2

Item3
Item4

.88**
*
.79***
.89**

.39**
*

.66**
LearningRelated
Social
Competence

Student-Teacher
Conflict
R2 =.34
Student-Teacher
Closeness
R2 =.24

.11*
-.19***
-.21**

.48***
-.28***

-.19**

Bully
R2 =.06

.30***
-.15**

Victim
R2 =.03

*

Figure 1: Structural equation modelling for social competence in the
first grade and school adjustment indicators in the second grade
Standardised solution, only significant links are shown.
*p<.05; ** p<.01; ***p<.001

Ability to pay good attention to what the teacher says, implement instructions, and
exercise behavioural self-control is conducive for a smoother learning process, and
improves chances of academic success (McClelland et al., 2017). Other researchers have
asserted that learning-related social competence is linked to more positive attitudes
towards school and learning (Konold et al., 2010), and stimulates those cognitive and
motivational processes that help to manage internal and external distractions in ways
which facilitate academic progress (Elias, Haynes, 2008).
Children who had better developed learning-related social competence had significantly
lower levels of student-teacher conflict. Somewhat surprisingly, with regard to studentteacher conflict, learning-related social competence was more important than
interpersonal social competence. While interpersonal social competence was highly
conducive for the development of student-teacher closeness, it seemed to be much less
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effective in the prevention of conflicts. These results supplement other studies, identifying
linkages between student-teacher relationships and social competence (e.g., Zhang, 2011).
More socially competent children may display more adequate classroom behaviours, and
teachers find it easier and less stressful to teach such children (Lillvist et al., 2009). Also,
understanding and following class rules willingly, these children contribute towards
teacher’s authority and that further contributed to lower student-teacher conflict.
Furthermore, children scoring higher in interpersonal skills of cooperation, sharing and
contact initiation may display more confidence in communication with adults, which in
class may provide for a more trusting and closer relationship with their teachers. Such
children tend to have more positive beliefs about school, which make it easier for them to
maintain good relationships with teachers (Ladd & Burgess, 2001; Konold & Pianta,
2005). As these children feel more secure, they are able to use teacher’s feedback
constructively and avoid counterproductive defensive reactions to such feedback (Konold
& Pianta, 2005).
Results of the present study support findings of previous studies (e.g. Camodeca et al.,
2015; Postigo et al., 2012), that involvement in bullying as either a bully or a victim is
linked to lower social competence. However, we obtained a curious result that learningrelated social competence was linked to involvement in bullying, while interpersonal social
competence was not. It is possible that children with lower learning-related social
competence have more conflicts with the class teacher, which in turn contributes to
poorer relationships with peers, which may result in bullying victimisation. On the other
hand, a child may choose to bully as a way of challenging the class teacher. Indeed,
learning-related social competence was strongly related to student-teacher conflict, which
in turn was linked to involvement in bullying.
The finding that only learning-related social competence, but not interpersonal social
competence, was significantly related to involvement in bullying may indicate that
teachers, as a source of information about social competence, were better able to assess
those aspects of social competence (i.e. learning-related social competence) which were
more readily apparent in class. The components of social competence assessed by teachers
in the present study may be less relevant to involvement in bullying than certain other
components, for which peers may serve as better sources of information. This result
supports the theoretical notion that the concept of social competence as a set of social
skills depends on both the source and the context of assessment (Lillvist et al., 2009).

Limitations
The present study has certain limitations. The key limitation is that it relied significantly on
information collected from teachers. Insofar as teachers assessed social competence,
academic achievement, and student-teacher relationship, there was a possibility that such
assessments might be subjected to a halo effect and hence to an under-differentiating.

1272

Importance of social competence at the start of elementary school for adjustment indicators a year later

Nevertheless, we do believe that it was meaningful to select teachers as providers of data
concerning both school adjustment indicators and social competence. Teachers’ opinions
about children tend to become self-fulfilling prophecies in many aspects of school
functioning, including both academic achievement and student-teacher relationships.
Indeed, we believe that child’s social competence is an important source of teacher’s
attitudes towards a child and hence it is both meaningful and important to collect
information from teachers about both social competence and child’s functioning at
school.
Another limitation is that data on children’s bullying behaviour was collected from
children themselves and was susceptible to self-report bias. In particular, children may
over-report victimisation and under-report their own bullying behaviour. While it is
impossible to control the self-report bias completely, we believe that assurances of
anonymity from the researcher helped to reduce this bias and elicit more honest answers
from children.

Implications for practice
The main finding that initial differences in social competence at the first grade are linked
to significant differences in school adjustment a year later suggests that, at least in the
context of elementary education in Lithuania, school is not a sufficiently powerful
socialisation agent to sufficiently reduce differences in social competence at the time of
school entry. This finding has a number of significant policy implications. First, it points
out the importance of preschool experiences, lending support to the idea of compulsory
preschool education, which has been adopted in a number of countries, including
Lithuania. Second, it suggests that inclusion of specific social competence training into
both preschool and elementary school curricula merits serious consideration in countries
which have not done so to date. Currently, international practices in this regard vary
widely. Third, it underscores the importance of learning-related social competence or
learning skills, which turn out to be important not only for academic success, but also to
child’s social well-being at school.
The significance of learning-related social competence in relation to elementary school
adjustment as demonstrated in the present study has important implications for both
teachers and school psychologists. These findings indicate that it is important to educate
children early in basic skills necessary for successful learning – to listen, to follow
instructions, to move from one activity to another. A lack of such skills is often observed
in cases of ADHD and has a negative effect on the child-teacher relationship. However,
when faced with disruptive in-class behaviour, school psychologists should be careful in
making sure that they differentiate between a mere lack of learning-related social
competence, which would require training intervention, and ADHD, which would require
a different kind of approach.

Legkauskas & Magelinskait -Legkauskien

1273

References
Arsenio, W. E. & Lemerise, E. A. (2001). Varieties of childhood bullying: Values, emotion
processes, and social competence. Social Development, 10(1), 59-73.
https://doi.org/10.1111/1467-9507.00148

Barbarin, O., Iruka, I. U., Harradine, C., Winn, D. C., McKinney, M. K. & Taylor, L. C.
(2013). Development of social-emotional competence in boys of color: A crosssectional cohort analysis from pre-K to second grade. American Journal of Orthopsychiatry,
83(2-3), 145-155. https://doi.org/10.1111/ajop.12023
Birch, S. H. & Ladd, G. W. (1997). The teacher-child relationship and children's early
school adjustment. Journal of School Psychology, 35(1), 61-79.
https://doi.org/10.1016/S0022-4405(96)00029-5

Bouman, T., van der Meulen, M., Goossens, F. A., Olthof, T., Vermande, M. M. & Aleva,
A. E. (2012). Peer and self-reports of victimization and bullying: Their differential
association with internalizing problems and social adjustment. Journal of School Psychology,
50(6), 759-774. https://doi.org/10.1016/j.jsp.2012.08.004
Bourdieu, P. (1986). The forms of capital. In J. Richardson (Ed.), Handbook of theory and
research for the sociology of education. New York, Greenwood, 241-258.
http://www.socialcapitalgateway.org/content/paper/bourdieu-p-1986-forms-capitalrichardson-j-handbook-theory-and-research-sociology-educ
Brock, L. L. & Curby, T. W. (2014). Emotional support consistency and teacher-child
relationships forecast social competence and problem behaviors in prekindergarten
and kindergarten. Early Education and Development, 25(5), 661-680.
https://doi.org/10.1080/10409289.2014.866020

Brophy-Herb, H. E., Lee, R. E., Nievar, M. A. & Stollak, G. (2007). Preschoolers' social
competence: Relations to family characteristics, teacher behaviors, and classroom
climate. Journal of Applied Developmental Psychology, 28(2), 134-148.
https://doi.org/10.1016/j.appdev.2006.12.004
Buyse, E., Verschueren, K., Verachtert, P. & van Damme, J. (2009). Predicting school
adjustment in early elementary school: Impact of teacher-child relationship quality and
relational classroom climate. The Elementary School Journal, 110(2), 119-141.
https://doi.org/10.1086/605768

Camodeca, M., Caravita, S. C. S. & Coppola, G. (2015). Bullying in preschool: The
associations between participant roles, social competence, and social preference.
Aggressive Behavior, 41(4), 310-321. https://doi.org/10.1002/ab.21541
Caprara, G. B., Barbaranelli, C., Patorelli, C., Bandura, A. & Zimbardo, P. G. (2000).
Prosocial foundations of children's academic achievement. Psychological Science, 11(4),
302-306. https://doi.org/10.1111/1467-9280.00260
Cooper, D. H. & Farran, D. C. (1988). Behavioral risk factors in kindergarten. Early
Childhood Research Quarterly, 3(1), 1-19. https://doi.org/10.1016/0885-2006(88)90026-9
Denham, S. A. (2005). Assessing social-emotional development in children from a longitudinal
perspective. Report prepared for the National Children’s Study.
Duncan, G. J., Dowsett, C. J, Claessens, A., Magnuson, K., Huston A. C., Klebanov, P.,
Pagani, L. S., Feinstein, L., Engel, M., Brooks-Gunn, J., Sexton, H., Duckworth, K. &
Japel, C. (2007). School readiness and later achievement. Developmental Psychology, 43(6),
1428-1446. https://doi.org/10.1037/0012-1649.43.6.1428

1274

Importance of social competence at the start of elementary school for adjustment indicators a year later

Elias, M. & Haynes, N. (2008). Social competence, social support, and academic
achievement in minority, low-income urban elementary school children. School
Psychology Quarterly, 23(4), 474-495. https://doi.org/10.1037/1045-3830.23.4.474
Garner, P. W. & Mahatmya, D. (2015). Affective social competence and teacher-child
relationship quality: Race/ethnicity and family income level as moderators. Social
Development, 24(3), 678-697. https://doi.org/10.1111/sode.12114
Jacobs, N. & Harvey, D. (2005). Do parents make a difference to children's academic
achievement? Differences between parents of higher and lower achieving students.
Educational Studies, 31(4), 431-448. https://doi.org/10.1080/03055690500415746
Kiuru, N., Laursen, B., Aunola, K., Zhang, X., Lerkkanen, M-K., Leskinen, E., Tolvanen,
A. & Nurmi, J-E. (2016). Positive teacher affect and maternal support facilitate
adjustment after the transition to the first grade. Merrill-Palmer Quarterly, 62(2), 158-178.
https://doi.org/10.13110/merrpalmquar1982.62.2.0158
Konold, T. R., Jamison, K. R., Stanton-Chapman, T. L. & Rimm-Kaufman, S. E. (2010).
Relationships among informant based measures of social skills and student
achievement: A longitudinal examination of differential effects by sex. Applied
Developmental Science, 14(1), 18-34. https://doi.org/10.1080/10888690903510307
Konold, T. R. & Pianta, R. C. (2005). Empirically-derived, person-oriented patterns of
school readiness in typically-developing children: Description and prediction to firstgrade achievement. Applied Developmental Science, 9(4), 174-187.
https://doi.org/10.1207/s1532480xads0904_1

Ladd, G. W. & Burgess, K. B. (2001). Do relational risks and protective factors moderate
the linkages between childhood aggression and early psychological and school
adjustment? Child Development, 72(5), 1579-1601.
https://doi.org/10.1111/1467-8624.00366
Leung, C. (2015). Enhancing social competence and the child-teacher relationship using a
child-centred play training model in Hong Kong preschools. International Journal of Early
Childhood, 47(1), 135-152. https://doi.org/10.1007/s13158-014-0117-6
Lillvist, A., Sandberg, A., Björck-Åkesson, E. & Granlund, M. (2009). The construct of
social competence - how preschool teachers define social competence in young
children International Journal of Early Childhood, 41(1), 51-68.
https://doi.org/10.1007/BF03168485

Lim, S. M., Rodger, S. & Brown, T. (2013). Model of social competence in an early
childhood environment. Occupational Therapy in Mental Health, 29(2), 114-133.
https://doi.org/10.1080/0164212X.2013.788975

Magelinskaitė-Legkauskienė, Š., Legkauskas, V., & Kepalaitė, A. (2016). Relative
importance of social factors linked to academic achievement in the 1st grade. Social
Welfare: Interdisciplinary Approach, 6(2), 30-41. https://doi.org/10.21277/sw.v2i6.265
Magelinskaitė-Legkauskienė, Š., Legkauskas, V. & Kepalaitė, A. (2018). Teacher
perceptions of student social competence and school adjustment in elementary school.
Cogent Psychology, 5, 1-15. https://doi.org/10.1080/23311908.2017.1421406
Malik, F. & Shujja, S. (2013). Social competence and school system as a predictor of
academic achievement in high and low achieving school children. Journal of Behavioural
Sciences, 23(1), 77-92. http://pu.edu.pk/images/journal/doap/PDFFILES/Abstract%205_V_23_No1_13.pdf

Legkauskas & Magelinskait -Legkauskien

1275

McClelland, M. M., Acock, A. C., & Morrison, F. J. (2006). The impact of kindergarten
learning-related skills on trajectories at the end of elementary school. Early Childhood
Research Quarterly, 21(4), 471-490. https://doi.org/10.1016/j.ecresq.2006.09.003
McClelland, M. M., Morrison, F. J. & Holmes, D. L. (2000). Children at risk for early
academic problems: The role of learning-related social skills. Early Childhood Research
Quarterly, 15(3), 307-329. https://doi.org/10.1016/S0885-2006(00)00069-7
McClelland, M., Tominey, S. L., Schmitt, S. A. & Duncan, R. (2017). SEL interventions in
early childhood. The Future of Children, 27(1), 33-47.
https://files.eric.ed.gov/fulltext/EJ1145093.pdf

Monnier, M. (2015). Difficulties in defining social-emotional intelligence, competencies,
and skills - a theoretical analysis and structural suggestion. International Journal for
Research in Vocational Education and Training, 2(1), 59-84.
https://files.eric.ed.gov/fulltext/EJ1127808.pdf

Oades-Sese, G. V., Esquivel, G. B., Kaliski, P. K. & Maniatis, L. (2011). A longitudinal
study of the social and academic competence of economically disadvantaged bilingual
preschool children. Developmental Psychology, 47(3), 747-764.
https://doi.org/10.1037/a0021380

Perren S. & Alsaker, F. D. (2006). Social behavior and peer relationships of victims, bullyvictims, and bullies in kindergarten. Journal of Child Psychology and Psychiatry, 47(1), 45-57.
https://doi.org/10.1111/j.1469-7610.2005.01445.x
Perren, S. & Malti, T. (2008). Soziale Kompetenz entwickeln: Synthese und Ausblick. In
T. Malti & S. Perren (Eds.), Soziale Kompetenz bei Kindern und Jugendlichen:
Entwicklungsprozesse und Förderungsmöglichkeiten (pp. 265–274). Stuttgart: Kohlhammer.
Pianta, R. C. (2001). Student-Teacher Relationship Scale: Professional manual. Odessa, FL:
Psychological Assessment Resources, Inc.
Pianta, R. C. & Stuhlman, M. W. (2004). Teacher-child relationships and children's success
in the first years of school. School Psychology Review, 33(3), 444-458.
https://pdfs.semanticscholar.org/12e5/4ff1709b1dbcfd9fd9450086c4af8d172b32.pdf

Postigo, S., Gonzales, R., Mateu, C. & Montoya., I. (2012). Predicting bullying:
Maladjustment, social skills and popularity. Educational Psychology, 32(5), 627-639.
https://doi.org/10.1080/01443410.2012.680881

Raskauskas, J. L., Gregory, J., Harvey, S. T., Rifshana, F. & Evans, I. M. (2010). Bullying
among primary school children in New Zealand: Relationships with prosocial
behaviour and classroom climate. Educational Research, 52(1), 1-13.
https://doi.org/10.1080/00131881003588097

Ratelle, C. F. & Duchesne, S. (2014). Trajectories of psychological need satisfaction from
early to late adolescence as a predictor of adjustment in school. Contemporary Educational
Psychology, 39(4), 388-400. https://doi.org/10.1016/j.cedpsych.2014.09.003
Reuland, M. M. & Mikami, A. Y. (2014). Classroom victimization: Consequences for
social and academic adjustment in elementary school. Psychology in the Schools, 51(6), 591607. https://doi.org/10.1002/pits.21770
Rigby, K. & Slee, P. T. (1993). Dimensions of interpersonal relating among Australian
school children and their implications for psychological well-being. Journal of Social
Psychology, 133(1), 33-42. https://doi.org/10.1080/00224545.1993.9712116
Rose-Krasnor, L. (1997). The nature of social competence: A theoretical review. Social
Development, 6(1), 111-135. https://doi.org/10.1111/j.1467-9507.1997.tb00097.x

1276

Importance of social competence at the start of elementary school for adjustment indicators a year later

Stan, C. & Beldean, I. G. (2014). The development of social and emotional skills of
students-ways to reduce the frequency of bullying-type events. Experimental results.
Procedia - Social and Behavioral Sciences, 114, 735-743.
https://doi.org/10.1016/j.sbspro.2013.12.777

Trentacosta, C. J. & Izard, C. E. (2007). Kindergarten children’s emotion competence as a
predictor of their academic competence in first grade. Emotion, 7(1), 77-88.
https://doi.org/10.1037/1528-3542.7.1.77

Valiente, C., Eisenberg, N., Haugen, R., Spinrad, T. L., Hofer, C., Liew, J. & Kupfer, A.
(2011). Children's effortful control and academic achievement: Mediation through
social functioning. Early Education and Development, 22(3), 411-433.
https://doi.org/10.1080/10409289.2010.505259

Webster-Stratton, C., Reid., M. J. & Stoolmiller, M. (2008). Preventing conduct problems
and improving school readiness: Evaluation of the Incredible Years Teacher and Child
Training Programs in high-risk schools. Journal of Child Psychology and Psychiatry, 49(5),
471-488. https://doi.org/10.1111/j.1469-7610.2007.01861.x
Zafiriadis, K., Livaditis, M., Xenitidis, K., Diamanti, M., Tsatalmpasidou, E., Sigalas, I. &
Polemikos, N. (2005). Social and psychological characteristics of Greek secondary
school students with learning difficulties. Journal of Adolescence, 28(6), 741-752.
https://doi.org/10.1016/j.adolescence.2005.02.009

Zee, M., Koomen, H. M. Y. & van der Veen, I. (2013). Student-teacher relationship
quality and academic adjustment in upper elementary school: The role of student
personality. Journal of School Psychology, 51(4), 517-533.
https://doi.org/10.1016/j.jsp.2013.05.003

Zhang, X. (2011). Parent-child and teacher-child relationships in Chinese preschoolers:
The moderating role of preschool experiences and the mediating role of social
competence. Early Childhood Research Quarterly, 26(2), 192-204.
https://doi.org/10.1016/j.ecresq.2010.09.001

Visvaldas Legkauskas (corresponding author) is an associate professor at the
Department of Psychology of Vytautas Magnus University in Kaunas, Lithuania. He
received a PhD in psychology from Vytautas Magnus University. His research interests
include development social competence and identity, as well as effects of screen time on
children and adolescents.
Email: visvaldas.legkauskas@vdu.lt
Šarūnė Magelinskaitė-Legkauskienė is a lecturer at the Department of Health
Psychology of Lithuanian University of Health Sciences in Kaunas, Lithuania and also
works as a school psychologists at Prano Mašioto Elementary School in Kaunas. She
received a PhD in psychology from Vytautas Magnus University. Her research interests
include school adjustment and development of social competence.
Email: sarune.magelinskaite@lsmuni.lt
Please cite as: Legkauskas, V. & Magelinskaitė-Legkauskienė, Š. (2019). Importance of
social competence at the start of elementary school for adjustment indicators a year later.
Issues in Educational Research, 29(4), 1262-1276.
http://www.iier.org.au/iier29/legkauskas.pdf

