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A B S T R A C T

Social skills and vocabulary are important areas of development involved in early reading achievement, yet little
attention has been given to understanding the dynamic associations among them during the elementary years.
This study examined the relations among three dimensions of social skills—cooperation, assertion, and self-
control—vocabulary and developing reading comprehension (RC) skills in a longitudinal sample of first graders
(n=468). Using Structural Equation Modeling, reciprocal effects were observed between vocabulary and RC as
well as direct effects among social skills, vocabulary, and RC after controlling for the influence of problem
behaviors. This study highlights the reciprocal nature of students’ vocabulary and RC skills as well as provides
preliminary evidence suggesting that social skills play a role in developing vocabulary and RC skills, and further,
vocabulary and RC skills play a role in social development during middle childhood. Implications for policy and
practice are discussed.

1. Introduction

The development of early social and language abilities is integral for
successful classroom participation and early reading achievement
(Cain, Oakhill, & Bryant, 2004; Catts & Weismer, 2006; Merritt,
Wanless, Rimm-Kaufman, & Peugh, 2012; Rotheram-Fuller, Kasari,
Chamberlain, & Locke, 2010). Studies have suggested that social skills,
such as accepting others’ ideas, understanding classroom expectations,
and initiating interactions are important for classroom learning
(Arnold, Kupersmidt, Voegler-Lee, & Marshall, 2012; Halle, Hair,
Wandner, & Chien, 2012) and provide a foundation for academic suc-
cess during middle childhood—a critical developmental period span-
ning from 6 to 11 years (Del Giudice, 2014; Speece et al., 2010). In-
versely, strong language skills, including vocabulary, are essential in
social competence (Mashburn, Justice, Downer, & Pianta, 2009) and
widely accepted as crucial for reading achievement (National Reading
Panel [NRP], 2000; Nation & Snowling, 2004).

Although links between social, language, and reading skills have
been established, much of the literature has suggested unidirectional
associations among the variables, with social skills and vocabulary

influencing reading development (e.g., McClelland, Acock, & Morrison,
2006; Nation & Snowling, 2004). Only a few studies have suggested
potential reciprocal relations among the variables (e.g., Arnold et al.,
2012; Connor et al., 2016; Trzesniewski, Moffitt, Caspi, Taylor, &
Maughan, 2006). Connor et al. (2016) highlighted the dynamic inter-
play between semantic knowledge (knowledge of words) and reading
comprehension, documenting the reciprocal nature of development
during middle childhood. Trzesniewski and colleagues also suggested
reciprocal relations between social and reading abilities, suggesting
that students who struggle to read feel a loss of self-esteem and relat-
edness toward their higher achieving peers—beginning a negative cycle
of social and academic withdrawal (Trzesniewski et al., 2006).

Extending on this body of literature, we propose that the relations
among social skills, vocabulary, and reading comprehension (RC) may
support one another through the transition from early to middle
childhood (Sameroff, 2009; Trzesniewski et al., 2006). Social skills and
vocabulary may support higher-order thinking skills, including RC, and
developing RC may facilitate more advanced social skills and vocabu-
lary development. Investigating the nature of the relations among social
skills, vocabulary, and RC may inform approaches to support
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development and learning in early elementary classrooms (Lansdown,
Jimerson, & Shahroozi, 2014). Hence, the purpose of this study was to
explore the relations among social skills, vocabulary, and RC during the
first grade school year—a period for the consolidation and integration
of developmental and academic skills (Del Giudice, 2014).

1.1. The classroom context

Dynamic systems theories (Sameroff, 2009; Yoshikawa & Hsueh,
2001) and the lattice model (Connor et al., 2014, 2016) provide a
theoretical framework to conceptualize the complexity and reciprocity
involved in classroom learning and development. This framework posits
that learning is a dynamic and transactional process involving multiple
sources of influence that work together to shape child development
over time, with a core emphasis on the bidirectional interplay among
influences (Sameroff, 2009). Key assumptions of the lattice model in-
clude reciprocal effects across developmental domains as well as with
the instructional context. The individual skills and characteristics that
students bring with them into the classroom work together to influence
their learning experiences and support development over time. We
consider students’ vocabulary knowledge and social skills, such as their
ability to work cooperatively as a member of the classroom community
(Gee, 2001), contribute to classroom discussions (Kucan & Beck, 1997;
Murphy, Wilkinson, Soter, Hennessey, & Alexander, 2009), and parti-
cipate fully in peer learning opportunities (Palincsar, Collins, Marano,
& Magnusson, 2000) as two important areas that influence RC. At the
same time, we propose that learning to read and comprehend text
supports students’ social skills and vocabulary development (Mar,
Oatley, & Peterson, 2009). We posit that vocabulary and RC will in-
fluence each other reciprocally as well as predict social skills, and
further, social skills will predict developing vocabulary and RC across
first grade.

1.2. Social skills

Early and middle childhood are developmental periods critical for
the acquisition of social skills (Hess et al., 2013; Merritt et al., 2012;
Walthall, 2005), the learned skills and behaviors that enable a student
to interact effectively and avoid unacceptable responses (Gresham &
Elliott, 1990). In the current study, we define social skills across three
dimensions: cooperation, assertion, and self-control—constructs that
are well represented by the Social Skills Rating System (SSRS; Gresham
& Elliott, 1990), a scale completed by classroom teachers. Cooperation
refers to a set of social behaviors related to joint engagement and col-
laboration such as compromising and accepting others’ ideas. Assertion
refers to a set of social behaviors that involve initiating actions and
interactions with others such as introducing oneself and asking others for
information. Self-control refers to a set of social behaviors related to
classroom self-management and includes behaviors such as using free
time appropriately and finishing class assignments.

Evidence has suggested that typical development of adaptive social
skills during this period play a pivotal role in kindergarten transi-
tioning, participation in classroom activities, and independence and
compliance (McClelland et al., 2006; Ziv, 2013). Studies have also
documented an association between social skills and early literacy
achievement (Arnold et al., 2012; McClelland et al., 2006). In a recent
study, Montroy, Bowles, Skibbe, and Foster (2014) documented a direct
association between social skills and reading outcomes in a sample of
preschool students, such that students with stronger social development
made greater gains in decoding, letter word knowledge, and phonolo-
gical processing over the course of the school year (Montroy et al.,
2014).

There is surprisingly little research that has investigated the asso-
ciation between students’ social skills and developing RC skills (Arnold
et al., 2012). However, this is an important area of research considering
current academic national standards, such as Common Core State

Standards (CCSS), which calls for increasingly complex and nuanced
understanding of text at younger ages (Porter, McMaken, Hwang, &
Yang, 2011). In addition, there is an increasing focus on students’ at-
tainment of higher-order social-cognitive skills, such as the abilities to
infer character traits, infer and recognize conflicts, and interpret words
as used in the text (NAEP, 2015) through classroom participation and
discussion (Jadallah et al., 2010; Murphy et al., 2009). It is possible that
students with weaker social abilities also struggle with these social-
cognitive tasks, and thus, might have greater difficulty participating in
important learning opportunities that support RC (Merritt et al., 2012;
Metsäpelto et al., 2017; Rotheram-Fuller et al., 2010). Thus, this study
extends the current literature by examining the relation among social
skills, vocabulary, and RC during first grade, when students are first
being exposed to formal literacy instruction for extended periods of
time (Spira, Bracken, & Fischel, 2005).

1.3. Social skills, vocabulary, and reading comprehension

Reading proficiency is among the most important skills students
need to master if they are to succeed in their education and in life (NRP,
2000; Rapp, Broek, McMaster, Kendeou, & Espin, 2007). Students who
fail to achieve proficient levels of reading are at an increased risk for
grade retention, peer rejection, conduct problems, and school dropout
(Reynolds, Ou, & Topitzes, 2004; Shonkoff & Phillips, 2000). Studies
have also documented an association between low reading achievement
and long-term negative outcomes, such as lower educational attain-
ment, limited community involvement, higher unemployment, and
higher rates of incarceration (Ladd & Dinella, 2009; Maughan & Caroll,
2006; National Center for Education Statistics [NCES], 2015; Rapp
et al., 2007). However, according to the most recent National
Assessment of Educational Progress report (2015), only 36% of U.S.
students are performing at or above a proficient level of reading by
fourth grade, with 50% of students who attend high poverty schools
failing to achieve even a “basic” level of reading. These troubling sta-
tistics highlight the need for increased understanding of the dynamic
relations between developmental processes and academic skills during
middle childhood. First grade is particularly important because children
are beginning to master formal instruction (Chatterji, 2006; Juel,
1988)—failure to develop the social, language, and reading skills ne-
cessary to adapt to the demands of formal schooling by the end of first
grade might contribute to lower achievement and/or poor overall
educational outcomes (Trzesniewski et al., 2006).

1.3.1. Reading comprehension
Reading comprehension (RC) is a complex developmental process

that calls on the coordination of cognitive, language, social, and text-
specific processes. Learning to read begins in early childhood as chil-
dren develop social communication and language skills through inter-
actions with caregivers and their environment (Liszkowski, Carpenter,
& Tomasello, 2008; Scarborough, Neuman, & Dickinson, 2009). They
begin to develop early literacy skills as they recognize that print carries
meaning and sounds can be manipulated to create new words as well as
grasp sound-symbol correspondence and orthographic patterns (Justice
et al., 2013; Lonigan, 2006). Furthermore, exposure to narrative text in
early childhood, a complex form of discourse, through book sharing
with caregivers early in development also supports rich word learning
and social-cognitive development (Slaughter, Peterson, & Mackintosh,
2016). These early skills provide the platform needed for children to
develop proficient reading abilities upon entry to formal school settings
(Cain et al., 2004; Colle, Baron-Cohen, Wheelwright, & van der Lely,
2008; Dickinson, Golinkoff, & Hirsh-Pasek, 2010).

1.3.2. Vocabulary and reading comprehension
The relation between language, including vocabulary, and RC has

been well documented in the research literature, with studies showing
that students’ syntactic, semantic, and phonological abilities support
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early and later reading achievement (Colle et al., 2008; Griffin, Burns, &
Snow, 1998). Vocabulary knowledge, including understanding of spe-
cialized academic vocabulary and content in language arts, science, and
social studies has been considered as one of the foundational compo-
nents in students’ reading success (NRP, 2000; Storch & Whitehurst,
2002). Studies have illustrated that a strong vocabulary provides the
critical platform needed for a student to acquire and advance in reading
(Compton, Fuchs, Fuchs, Elleman, & Gilbert, 2008; Dickinson et al.,
2010; Nation & Snowling, 2004).

1.3.3. Social skills, vocabulary, and reading comprehension
As students advance through middle childhood, making the shift

from learning to read to reading for understanding (Chall, 1967), social
aspects of language and social-cognitive skills also (i.e., metacognitive
monitoring, perspective taking) become increasingly important for de-
riving meaning from text they have decoded (Cain et al., 2004; Colle
et al., 2008). Words are put together in sentences where shades of
meaning, paradox, word play, allusion, allegory, and figurative lan-
guage can all in turn change the meaning(s) of a phrase. Successful
interpretation of text requires students to infer meaning (Cain et al.,
2004) and generate a semantic representation of the text (Nation &
Snowling, 2004). Furthermore, studies have suggested that narrative
text offers a life-like simulation of the social world—that the capacity to
project oneself into a story to infer meaning is similar to projecting
oneself into another’s mind to infer their intentions (Mar et al., 2009).
Successful interpretation requires individuals to feel characters’ emo-
tions and intentions (Kidd & Castano, 2013) in order to make predic-
tions and conclusions about characters’ motivations, thoughts, and
beliefs. One might conjecture that students with stronger social skills,
who are able to appropriately respond to teasing, compromise, and
understand peer pressure—skills outlined on the SSRS—,would be able
to leverage these skills to identify with characters in stories and un-
derstand their emotions, intentions, and motivations.

1.4. Reciprocal effects

There is an emerging body of literature that suggests reciprocal
relations among social skills, vocabulary, and RC. In a recent study,
Connor et al. (2016) documented reciprocal effects between semantic
knowledge and RC, providing evidence for the synergistic effect be-
tween the constructs beginning in first grade and continuing through
second grade. There is also evidence that vocabulary impacts social
development—students with stronger vocabulary abilities are more
able to socially interact with their peers (Mashburn et al., 2009),
whereas students with weaker language and vocabulary are arguably
less able to learn from peer-mediated learning activities (Connor et al.,
2012). Finally, studies have proposed that RC and social competence
share common social-cognitive processes that might support one an-
other in development (Baron-Cohen, Lombardo, Tager-Flusberg, &
Cohen, 2013; Capps, Losh, & Thurber, 2000; Randi, Haven, Haven, &
Grigorenko, 2010). For example, students who have difficulty drawing
inferences and conclusions in order to adequately comprehend a text
(Cain et al., 2004; Catts & Weismer, 2006), might also struggle with
understanding and predicting others’ perspectives and intentions
during social interactions (Kidd & Castano, 2013)—necessary skills
involved in social competence (Paul, 2007; Paul & Cohen, 1985; Tager-
Flusberg, Paul, & Lord, 2005; Wakusawa et al., 2007; Watson, Nixon,
Wilson, & Capage, 1999). While evaluating the processes that underlie
social and reading competence is outside the scope of the current study,
this literature provides some evidence that social skills and RC may
develop reciprocally, improvement (or lack thereof) in one domain may
influence the other (Diehl, Bennetto, & Young, 2006). Investigating the
dynamic relations among social skills, vocabulary, and RC may provide
insight into the components that they share as well as a platform for
future research. This research could inform best practices in reading
instruction as well as facilitate social and vocabulary development in

the classroom context.

1.5. Study purpose and research aims

This study explores the dynamic relations among social skills—-
cooperation, assertion, and self-control—vocabulary, and students’ de-
veloping reading comprehension (RC) skills from the beginning to the
end of first grade. Overall, this study seeks to capture the dynamic and
reciprocal associations among social skills, vocabulary, and RC within a
longitudinal sample of first grade students. Extending on the current
literature, which has illustrated the importance of vocabulary in
reading development, we hypothesize that students’ RC will also play a
significant role in vocabulary and social skills development. We hy-
pothesize that vocabulary and RC will influence each other reciprocally
as well as predict social skills, and further, social skills will predict
students’ developing vocabulary and RC skills.

2. Methods

2.1. Participants

This study included participants recruited for a longitudinal cluster-
randomized controlled study on individualizing student instruction
spanning from 2008 to 2011 (Connor et al., 2013). Students (n=468)
and their teachers (n=28) who participated in the longitudinal study
were recruited in 2008 to 2009—the beginning of their first grade
school year from five schools in the Florida Panhandle. These students
were then followed, along with any new classmates, through third
grade (n=541 students; 40 teachers). Parental consent was obtained
for all participating students. Teachers were randomly assigned to ei-
ther a literacy or mathematics intervention, in which they received the
same amount of professional development on how to individualize ei-
ther literacy or mathematics instruction. Results of the study on dif-
ferentiating instruction showed a significant effect on reading com-
prehension for students in the reading group but no effect of treatment
on mathematics for students in the mathematics group (Connor et al.,
2013).

The current study included students (n=468) within their first
grade school year and their teachers (n= 28) across five school districts
in Northern Florida. Participating students were 46% male and ranged
between 6.0 and 8.5 years of age (M=6.6, SD=0.44) at the beginning
of first grade. Four of the students were 8-years-old, three of whom
turned eight one month into the school year. Regarding racial and
ethnic background, 84% of the sample identified as Non-Hispanic
White, 3% Hispanic White, 5% Black or African American, 2% Asian,
and 6% Multiracial. Thirty-six percent of the students in the sample
were eligible for free or reduced price lunch (FARL), a proxy for so-
cioeconomic status. In addition, 9% of the students within the sample
had an educational exceptionality, many of whom with a primary dis-
ability of speech and language impairment. Of these students, 4%
qualified for Exceptional Student Education (ESE) services for reading
and/or reading, writing, and math.

Participating first grade teachers were all female (100%) and re-
ported an average of 17 (SD=11) years of teaching experience. Ninety-
seven percent identified themselves as White, and 3% identified as
Black or African American. Twenty-eight percent of the participating
teachers reported having a M.A or M.S. degree, and 7% reported having
an M.Ed. Furthermore, 31% held certification in early childhood de-
velopment, 86% in elementary education, 17% in ESE and 3% in
reading.

2.2. Teacher report and standardized measures

As part of the longitudinal study, teachers filled out the Social Skills
Rating System (SRSS; Gresham & Elliott, 1990) for each of their students
in the winter (January/February) of the school year to assess social
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behaviors. In addition, all participating students completed a battery of
reading and vocabulary measures including the Woodcock-Johnson III
Tests of Achievement (WJ-III; Mather & Woodcock, 2001) in the fall
(August/September) and spring (April/May) of the school year as well
as the Gates-MacGinitie Reading Tests, 4th Edition (GMRT-4; MacGinitie
& MacGinitie, 2006) in the spring (April/May). Full descriptions of the
assessments are provided below.

2.2.1. Social skills
The Social Skills Rating System (SSRS; Gresham & Elliott, 1990) is a

comprehensive, standardized rating scale of social behaviors intended
for students between 3 and 18 years of age. The SSRS provides a broad
overview of social development while documenting the frequency of
behaviors that influence students’ development of social competence
and adaptive functioning. The measure consists of separate parent and
teacher rating forms. For this study, we used the SSRS, Teacher version
(SSRS-Teacher) Social Skills and Problem Behaviors subscales. The
Social Skills scale includes 30 questions that ask teachers to rate the
frequency of their students’ social skills (never, sometimes, very often)
across three dimensions: cooperation (i.e., compromises, gets along with
others, accepts others’ ideas), assertion (i.e., introduces self, joins in on
activities, initiates conversations), and self-control (i.e., controls temper,
attends to instruction, uses free time appropriately). The SSRS also includes
the Problem Behaviors scale, which measures behaviors that may in-
terfere with classroom learning (externalizing, internalizing, and hy-
peractivity). Standard scores from the Social Skills and Problem Beha-
viors scales were used in the analyses and reported in Table 1. The SSRS
is a widely used tool and has overall good reported reliability, with
coefficients ranging between 0.80 and 0.90. The SSRS was normed
using a large, national sample of children with varying abilities and
educational classifications.

2.2.2. Vocabulary and RC
The Woodcock-Johnson III Tests of Achievement (WJ-III; Mather &

Woodcock, 2001) are individually administered standardized assess-
ments of students’ achievement. The WJ-III includes varying subtests to
measure students’ reading, mathematics, oral language, and academic
knowledge. Four WJ-III subtests were used in the current study. The
Passage Comprehension (PC) subtest measures reading comprehension
(RC) by asking students to use context clues to fill in blank spaces from
increasingly difficult passages. The PC subtest requires students to in-
tegrate syntactic (structural) and semantic features of the text in order
to construct an accurate representation of the passage (Wendling,
Schrank, & Schmitt, 2007). The Letter-Word Decoding (LW) subtest
measures decoding and word reading by asking students to identify
letters and their corresponding sounds and read lists of increasingly
difficult words. The Picture Vocabulary (PV) subtest measures students’
vocabulary knowledge and taps into the cognitive processes of object
recognition, lexical access, and lexical retrieval by requiring students to
recognize, access, and label pictures of increasing difficulty (Wendling
et al., 2007). The Academic Knowledge (AK) subtest is similar to the PV
subtest, yet the content is focused on students’ general encyclopedic
knowledge across varying content areas and requires students to use
reasoning and factual knowledge to answer open-ended questions.

We used W scores in analyses, which address the variation in age
observed in the sample because they take into account a student’s
ability as well as the test item level of difficulty (Jaffe, 2009). W scores,
which are a variation of the Rasch score (Rasch, 2001), also provide an
equal-interval metric across grade and age. They are centered on a
value of 500, which represents the expected score of a 10-year-old
student when using age norms. Because they provide an equal-interval
scale, W scores have been documented as more optimal for assessing
change in reading development over time (Hughes, Im, & Wehrly,
2014). W and standard scores were reported in Table 1. The WJ-III was
standardized on a national sample and has good reported reliability on
each scale, with reported test-retest reliability coefficients ranging from
0.80 to 0.89 and reported alpha coefficients between 0.88 and 0.94.

The Gates-MacGinitie Reading Tests 4th edition (GMRT-4; MacGinitie
& MacGinitie, 2006) is a group administered standardized measure
designed to assess reading achievement across two tests: Word De-
coding and Comprehension. Word Decoding assesses students' ability to
recognize and decode words. Comprehension measures students’ ability
to read and understand different types of genres including fiction,
narrative, and expository passages and requires students to infer and
draw conclusions. Students choose pictures that illustrate the text or
answers a question about the passage. The GMRT-4 derives three
scores, a Word Decoding score, Comprehension score and a Total score.
The Total score, which includes Word Decoding and Comprehension,
was used in the current study. Extended scale scores (ESS), which are
similar to W scores (M=500), were used in the analyses as well as
reported in Table 1. The GMRT-4 was normed on a large international
sample and has good reported reliability coefficients (alpha=0.92).

2.3. Analytic methods

2.3.1. Observed and latent variables
Latent variables represent the common or shared variance among a

set of observed variables while considering the unique variance that is
not shared (i.e., error; Kline, 2016), thus providing a more robust
measure of the theoretical construct of interest. In the current study,
confirmatory factor analysis (CFA) was used to create latent variables to
represent the winter social skills and spring RC and vocabulary con-
structs as well as evaluate the fit of the measurement model. The
models were evaluated using Mplus software (Muthén & Muthén 2012)
and the Maximum Likelihood Robust (MLR) estimator to account for
the nested nature of the data (students nested in classrooms) by ad-
justing standard errors (Kline, 2016). Specification of the latent vari-
ables is consistent with previous studies (Connor et al., 2013, 2016),

Table 1
Standardized and teacher report measures.

Standardized and Teacher-
Report Measures

Descriptive Statistics Distribution Properties

M SD Skewness Kurtosis

WJ-III (Fall)
LW (n=454)a 419.78 27.34 0.84 0.57
PC (n=454)a 442.66 22.84 −0.54 0.29
PV (n=454)a 482.07 9.82 0.20 0.38
LW (n=454)b 106.22 13.98 0.16 0.08
PC (n=454)b 98.09 16.30 −0.45 0.13
PV (n=454)b 102.32 9.60 0.22 0.21

WJ-III (Spring)
LW (n=468)a 462.41 21.96 −0.07 0.02
PC (n=468)a 475.08 13.40 −0.23 −0.18
PV (n=468)a 487.25 9.83 0.25 0.17
AK (n=458)b 480.65 9.85 −0.36 −0.16
LW (n=468)b 112.54 12.11 −0.55 0.23
PC (n=468)b 105.13 11.34 −0.49 0.07
PV (n=468)b 102.96 9.50 0.12 0.07
AK (n=458)b 104.16 11.52 −0.15 −0.37

GMRT-4 (Spring)
Total Composite (n=462) 417.35 44.36 0.23 −0.36

SSRS (Winter)
SS (n=449) 102.02 16.96 −0.17 −0.34
PB (n=457) 101.13 14.78 0.64 −0.54

Note. The sample size for each measure is listed. Rasch-based W scores (a) and
standard scores (b) are reported for the Woodcock-Johnson III Tests of
Achievement (WJ-III). Extended Scale Scores, similar to W scores, are listed for
the Gates-MacGinitie Reading Tests-4th edition (GMRT-4). Standard Scores are
reported for the Social Skills Rating System (SSRS) Social Skills (SS) and
Problem Behaviors (PB) scales. Letter-Word Identification (LW); Passage
Comprehension (PC); Picture Vocabulary (PV); Academic Knowledge (AK); fall
season (Fall); spring season (Spring); winter season (Winter).
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which have used the LW and PC subtests of the WJ-III to create a
“reading” latent variable and the PV and AK subtests of the WJ-III to
create a “semantic” latent variable.

In the current study, the fall RC and vocabulary constructs were
modeled as observed variables using the fall PC and PV subtests on the
WJ-III. The LW and PC subtests on the spring WJ-III as well as the Total
score on the spring GMRT-4 comprised the spring RC latent variable in
order to capture the increasing complexity of RC as students progressed
through their first grade school year (Connor et al., 2016) and provide a
more robust measure of the theoretical construct. Similarly, the PV and
AK subtests on the spring WJ-III comprised the spring vocabulary latent
variable because of the shared common variance between the varia-
bles—providing a robust measure of vocabulary. In addition, the social
skills latent variable was modeled as a single-indicator using the SSRS
Social Skills scale standard score in order to partial out measurement
error. The Problem Behaviors scale on the SSRS was included in the
model as a covariate to reduce the likelihood of specification error
because of the covariation documented between the Social Skills and
Problem Behaviors scales on the SSRS (r=−0.79).

2.3.2. Model specification and identification
Structural Equation Modeling (SEM) was used to evaluate the direct

effects among social skills, vocabulary, and RC from the beginning to
the end of first grade while controlling for the covariation among
problem behaviors, vocabulary, and RC. Cross-lagged paths were in-
cluded in the model to test for potential reciprocal relations between
vocabulary and RC. Autoregressive paths were included in the model to
evaluate the stability of RC and vocabulary from fall to spring of the
school year and examine direct effects between RC and social skills as

well as vocabulary and social skills after controlling for the influence of
problem behaviors. See Fig. 1.

Sample size to parameter ratio was 19:1, with 468 participants and
25 parameters. The measurement and structural models met the re-
commended identification assumptions. The model degrees of freedom
(df) was greater than zero and scaling constraints were imposed on the
variances of the latent variables and error terms. The social skills latent
variable was identified by fixing the error term of the single indicator
latent variable to equal 1− r (S2), where r equals reliability (Kline,
2016).

The SEM model was evaluated using Mplus software (Muthén &
Muthén 2012) and the MLR estimator. Evaluation and interpretation of
model fit was guided by the information obtained from the following
model fit statistics. Root Mean Square Error of Approximation (RMSEA;
with 90% confidence interval) and Standardized Root Mean Square
Residual (SRMR), with values approaching zero indicating good fit and
values approaching 1.0 indicating increasingly poor fit; Comparative Fit
Index (CFI), with values greater than 0.95 indicating good fit (Hoyle,
2012; Kline, 2016). It is important to note that the chi-square (χ2) test
of exact model fit is not trustworthy when using the MLR estimator
because MLR uses robust standard errors and corrected model test
statistics. In the current study, interpretation of model fit was based on
careful evaluation of each fit index outlined above in addition to the
parameter estimates.

Fig. 1. Standardized parameter estimates for the structural equation model evaluating direct associations among social skills, vocabulary, and reading compre-
hension (RC) from the beginning to the end of first grade. The winter social skills factor (Winter Social), which was comprised using the Social Skills Rating System
(SSRS) Social Skills scale, was identified by fixing the error term of the single indicator factor (Kline, 2016). RC at the beginning of the school year (Fall RC) was
measured using the Passage Comprehension (PC) subtest of the fall Woodcock-Johnson III Tests of Achievement (WJ-III). The LW and PC subtests from the spring WJ-
III as well as the Total composite score on the spring Gates-MacGinitie Reading Tests 4th edition (GMRT-4) comprised the spring RC latent factor (Spring RC) in order
to capture the increasing complexity of reading development as students progressed through first grade. Similarly, vocabulary was measured using the Picture
Vocabulary (PV) subtest on the WJ-III in the fall (Fall Vocabulary) and the PV and Academic Knowledge (AK) subtests in the spring (Spring Vocabulary). All direct
effects between the variables were estimated controlling for the covariation between fall vocabulary, RC and problem behaviors (PB) measured by the SSRS. The
direct association between winter social skills and spring RC was estimated controlling for the influence of PB. *p < 0.05. **p < 0.01. ***p < 0.001.

N. Sparapani et al. Contemporary Educational Psychology 53 (2018) 159–167

163



3. Results

3.1. Preliminary analyses

3.1.1. Data preparation
Distribution properties were examined through descriptive statistics

and visual inspection of histograms and scatterplots. After bringing one
outlier on the fall LW and PC subtests within the three interquartile
range from the median, all variables included in the SEM model were
normally distributed (skewness and kurtosis values < 2). The shape of
the distribution appeared linear. See Table 1 for the distribution
properties of each of the variables included in the model. Data appeared
to be missing at random; observations differed from observed scores by
chance. There were no significant differences observed in missing data
patterns due to differences in gender, FARL status (a proxy for socio-
economic status), or ethnic background (p > 0.05). Missing data were
handled using full-information maximum likelihood (FIML) estimation,
a model-based approach for handling missing data patterns while the
model is being estimated.

3.1.2. Descriptive statistics
Students showed substantial variability in their social abilities in the

classroom as measured via the SSRS; however overall, they demon-
strated typically developing social skills (M=102.02, SD=16.96) and
were generally well behaved (M=101.13, SD=14.78). Fall WJ-III
scores were in the typically developing range, with an average PV
standard score of 102.32 (SD=9.60), PC score of 98.08 (SD=16.30),
and LW score of 106.22 (SD=13.98). See Table 1 for descriptive in-
formation on each of the measures. It is important to note that we
documented a significant mean difference in problem behavior
(F=10.90, p < 0.01) and the spring GMRT-4 Total score (F=14.16,
p< 0.001) between students who were and were not eligible for FARL.
Students who were eligible for FARL exhibited more problematic be-
haviors (M=103.33, SD=14.33;M=98.02, SD=13.29) and weaker
reading scores (M=410.74, SD=34.12; M=428.29, SD=42.81).

3.2. Correlations

Correlations among variables included in the model were examined
using Pearson product-moment correlation coefficients for normally
distributed data and are presented in Table 2. Overall, there were sig-
nificant small to moderate, positive correlations observed between the
SSRS Social Skills scale and the WJ-III subtests (r=0.18–37) as well as
moderate correlations between the Social Skills scale and the GMRT-4
Total score (r=0.45). Small to moderate, negative correlations were
observed between the SSRS Problem Behaviors scale with the WJ-III
subtests (r=−0.17 to −0.39) and GMRT-4 Total score (r=−0.42).

Moderate to strong correlations were observed among the various do-
mains of students’ vocabulary and RC (r=0.28–0.82). Similar patterns
of association among the variables were observed between students
who were and were not eligible for FARL.

3.2.1. Direct and reciprocal effects among social Skills, Vocabulary, and RC
The measurement model [RMSEA=0.115 (0.086–0.145);

SRMR=0.029; CFI= 0.967] and structural model indicated overall
good fit to the data [RMSEA=0.087 (0.069–0.107); SRMR=0.035;
CFI= 0.973]. Each of the factor loadings, covariances, and path coef-
ficients were significantly different from 0 (p < 0.05). See Fig. 1.
Overall, direct effects were documented among social skills, vocabu-
lary, and RC from the beginning to the end of first grade while con-
trolling for the covariation (p < 0.05) between problem behaviors,
vocabulary, and RC. Reciprocal effects were observed between voca-
bulary and RC whereby RC measured at the beginning of the year
significantly predicted students’ vocabulary in the spring (β = 0.18,
p < 0.001), and vocabulary measured at the beginning of the year
significantly predicted students’ RC in the spring (β=0.13,
p < 0.001). RC (β=0.60, p < 0.001) and vocabulary (β=0.75,
p < 0.001) appeared to be somewhat stable across the school year.
Furthermore, direct effects were observed between RC and social skills
as well as vocabulary and social skills across the year after controlling
for the influence of problem behaviors. RC in the fall significantly
predicted winter social skills (β=0.08, p < 0.05), and further, winter
social skills significantly predicted RC in the spring (β=0.28,
p < 0.001). Similarly, vocabulary in the fall significantly predicted
winter social skills (β=0.09, p < 0.05), and further, winter social
skills significantly predicted vocabulary in the spring (β=0.14,
p < 0.01).

Due to the significant mean differences in the spring GMRT-4 Total
score between students who were and were not eligible for FARL, we
conducted further analyses to evaluate whether FARL status influenced
the research findings. We reevaluated the structural model after ex-
cluding students who were eligible for FARL and did not observe dif-
ferences in model fit [RMSEA=0.089 (0.068–0.112); SRMR=0.033;
CFI= 0.973] or differences among the relations of the variables. Each
of the factor loadings, covariances, and path coefficients were sig-
nificantly different from 0 (p < 0.05).

4. Discussion

This study evaluated direct and reciprocal relations among students’
social skills, vocabulary, and developing reading comprehension (RC)
skills from the beginning to the end of first grade—a critical transition
in middle childhood. The contributions that this study brings to the
current literature are twofold. Firstly, much of the previous literature

Table 2
Pearson correlations among social skills, vocabulary, and reading comprehension.

Variables 1 2 3 4 5 6 7 8

1. SRSS SS
2. SRSS PB −0.79***

3. Fall PV 0.18*** –0.11*

4. Fall PC 0.32*** –0.29*** 0.34***

5. Spring AK 0.33*** –0.26*** 0.58*** 0.39***

6. Spring PV 0.21*** –0.17*** 0.72*** 0.39*** 0.61***

7. Spring PC 0.36*** –0.33*** 0.42*** 0.62*** 0.46*** 0.51***

8. Spring LW 0.37*** –0.39*** 0.28*** 0.68*** 0.41*** 0.37*** 0.77***

9. GMRT-4 Total 0.45*** –0.42*** 0.37*** 0.67*** 0.50*** 0.44*** 0.77*** 0.82***

Note. Pearson correlations for variables included in the SEM model. Social Skills Rating System Social Skills (SSRS SS) and Problem Behaviors (SSRS PB) scales;
Woodcock-Johnson III Tests of Achievement (WJ-III); Picture Vocabulary (PV), Passage Comprehension (PC), Letter-Word Identification (LW); and Academic
Knowledge (AK) subtests; Gates-MacGinitie Reading Tests-4th Edition total composite score (GMRT-4 Total); fall season (Fall); spring season (Spring).
**p < 0.01.
* p < 0.05.
*** p < 0.001.
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has focused on early childhood education, whereas this study extends
findings to a sample of elementary students. Secondly, we explored a
more nuanced relation among social skills, vocabulary, and
RC—examining reciprocal paths between vocabulary and RC and
modeling RC and vocabulary as predictors of social skills as well as
modeling social skills as a predictor of vocabulary and RC.

Overall, the results of this study support our hypotheses and our
theoretical framework that incorporates dynamic systems theories
(Sameroff, 2009) and the lattice model (Connor et al., 2014, 2016),
which emphasize the dynamic and reciprocal nature of learning and
development in the context of the classroom. This framework posits
that multiple developmental domains simultaneously work together to
shape learning over time, such that the individual skills that students
bring with them into the classroom will influence each other to impact
development and learning. Findings from this study provide evidence
that students’ RC skills contribute to vocabulary and social develop-
ment. Vocabulary and RC influenced each other reciprocally as well as
predicted social skills, and further, social skills predicted students’ vo-
cabulary and RC skills. The indicated importance of each upon the other
suggested in this study may have important implications for various
aspects of education.

4.1. Dynamic relations among social Skills, Vocabulary, and reading
comprehension

4.1.1. Reciprocal effects
Similar to Connor et al. (2016), we documented reciprocal effects

between vocabulary and RC, highlighting the synergistic relation be-
tween the two constructs during first grade. The overall good fit of the
measurement and structural models provide further evidence to support
the reciprocal nature of the data. The impact of vocabulary on RC has
been well documented in the research literature. A strong vocabulary is
considered foundational to students’ reading success (NRP, 2000) as it
provides the platform needed to acquire and advance in reading
(Dickinson et al., 2010; Lonigan, 2006; Storch & Whitehurst, 2002).
This study provides further support that this association continues
through first grade. Studies have also elucidated the impact of RC on
vocabulary. For example, how exposure to text and print materials
provide rich learning opportunities to acquire new vocabulary
(Dickinson & Porche, 2011).

4.1.2. Vocabulary and reading comprehension on social skills
In addition, studies have provided support for understanding the

impact of vocabulary on social skills. Students who exhibit stronger
vocabulary abilities are more able and willing to interact with their
peers during peer-mediated learning opportunities (Connor et al., 2012;
Mashburn et al., 2009). Just as vocabulary provides a foundation for
successful RC, it might also contribute in part, to successful social in-
teraction and discussion in the classroom context.

As previous research has suggested (i.e., Mar & Oatley, 2008;
Trzesniewski et al., 2006), we found a direct relation between RC and
social skills in first grade while controlling for the influence of problem
behaviors. The current research literature provides potential support for
interpreting this finding. Studies have suggested that the social-cogni-
tive skills that are important for RC (i.e., perspective taking, emotional
knowledge) also underlie social competence (Capps et al., 2000; Mar
et al., 2009; Paul, 2007; Tager-Flusberg et al., 2005). Hence, students
who are able to successfully read and comprehend text are being ex-
posed to various social situations and perspectives—which might sup-
port continued social development and RC (Kidd & Castano, 2013). For
example, comprehending narrative text engages social-cognitive skills,
challenging readers to empathize with story characters, consider others’
perspectives and intentions, make predictions, interpret problems, and
generate solutions (Mar et al., 2009; Randi et al., 2010)—opportunities

to closely read and analyze narrative text might provide a rich platform
for social learning in addition to supporting RC (NAEP, 2015). How-
ever, deciphering causality is extremely difficult and warrants further
research to explore these complex developmental pathways early in
development and into elementary school.

4.2. Social skills on vocabulary and reading comprehension

Similar to previous studies that have documented the importance of
social skills on early literacy skills, such as decoding, letter word
knowledge, and phonological processing (e.g., Montroy et al., 2014),
this study extends these findings by documenting that social skills also
play a role in the development of vocabulary and RC over the course of
first grade. Evidence has suggested that typical development of adap-
tive social skills in preschool settings lays an important foundation for
academic success. Students’ with stronger social skills are more able to
take advantage of rich classroom learning opportunities, participate
fully in classroom activities, and work cooperatively with their peers
(Arnold et al., 2012; Ziv, 2013). We extend on this body of literature to
show that social skills continue to support classroom learning in first
grade.

It is possible that students who exhibit stronger social skills are able
to leverage the necessary skills needed to successfully comprehend text.
For example, during early schooling children are acquiring a foundation
of literacy and social skills—learning how to interact with peers, gen-
erate ideas, understand others may have different ideas, and participate
in activities (Hair, Halle, Terry-Humen, Lavelle, & Calkins, 2006). These
early social skills are important for early literacy learning and provide a
foundation for later reading development (Merritt et al., 2012;
Pentimonti, Justice, & Kaderavek, 2014). As students progress through
middle childhood, specific social skills, such as being able to accept or
disagree with others’ ideas or notice and consider details and perspec-
tives, might become particularly important for making the most out of
learning opportunities that support higher-order skills, including
classroom discussion, peer learning activities, and RC (Connor et al.,
2012; Efklides & Misailidi, 2010; Murphy et al., 2009; Watson et al.,
1999). Future research is needed to better understand the role of spe-
cific social skills on RC as well as the dynamic relation between social
development and RC using varying measures that tap into underlying
social-cognitive processes that have been proposed to support RC and
social competence (e.g., perspective taking).

4.3. Strengths and limitations

One of the principal limitations of the current study was reliance on
the SSRS (Gresham & Elliott, 1990), a teacher report tool of student
social skills, to investigate the associations among social skills, voca-
bulary, and RC. An updated version of the SSRS has been released since
the time of this data collection. Future research should incorporate the
revised scales as well as more comprehensive methods for measuring
students’ social skills, such as classroom observation to evaluate social
skills without the possible influence of teacher bias. In addition, in-
cluding a measure that more broadly conceptualizes and tracks stu-
dents’ language abilities would help tease apart the specific language
domains, such as receptive language and syntax. Furthermore, in-
cluding additional measures that characterize the sample within future
studies would allow for further investigation of specific student char-
acteristics, such as attention and self-regulation, that may be associated
with social, language, and reading development. Finally, this study was
conducted in the context of a longitudinal cluster-randomized con-
trolled study where teachers received professional development on how
to individualize either literacy or mathematics instruction (Connor
et al., 2013). The focus of the professional development was on sup-
porting teachers’ ability to individualize instruction to meet their
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students’ learning needs in either reading or mathematics, depending
on the group to which they were assigned. 1Given the nature of the
sample, future research is needed to examine the impact of social skills
on students’ response to literacy and mathematics intervention.

This study included a large longitudinal sample of first grade stu-
dents. The measures used in the current study have been widely used
across studies and have good reported reliability and validity. The use
of latent variables provide a more robust measure of each of the con-
structs. It is important to note, that although the direct effects between
social skills, vocabulary, and RC are small, they remain significant
while controlling for the influence of students’ problem behaviors. This
is a strength of this study as previous studies evaluating social skills and
RC have typically not included problem behaviors as a covariate in
analyses. However, we felt it was important to understand the unique
contribution that vocabulary and RC have on social skills as well as the
unique contribution that social skills has on RC and vocabulary by ac-
counting for the influence of problematic behavior. This research con-
tributes to a limited body of evidence on students’ social skills and
extends the current literature to a sample of elementary students by
providing important information on the dynamic and reciprocal rela-
tions among social skills, vocabulary, and RC. While the size and age
range of the sample participants support generalizability to first grade
students whose teachers receive individualized reading or mathematics
instruction, future research should examine potential differences in the
structure of the relations among social skills, vocabulary, and RC in
students from low resource families.

4.4. Educational implications and future directions

Overall, these findings raise important considerations for educa-
tional practices and provide meaningful information regarding the as-
sociation between prosocial and academic skills—an area of need
(Hendrickx, Mainhard, Boor-Klip, & Brekelmans, 2017). Expanding on
the current literature, which underscores the relations among social,
language, and reading skills in preschool children (Arnold et al., 2012;
Mashburn et al., 2009; Montroy et al., 2014), this study found similar
relations within first grade students, emphasizing the developmental
continuity in these interrelated skills. Evaluation of vocabulary in
tandem with RC as well as RC as a predictor of social skills may be
informative for both researchers and practitioners. Hence, better un-
derstanding of how students with differing social skills and language
abilities manage the demands of the classroom-learning environment
may provide insight into how best to facilitate higher-order skills, in-
cluding RC. A growing emphasis on social-emotional learning is also
relevant to considering social skills as well as academic, language, and
cognitive skills (Jones, Brown, & Lawrence Aber, 2011). One might
anticipate that social-emotional learning should enhance social skills,
which, according to our findings, would also strengthen RC. Further-
more, as educators target improved social-cognitive skills for inferring
meaning from text, they may also be facilitating social (Mar & Oatley,
2008) and vocabulary development.

The CCSS were developed to support the application of knowledge
through higher-order thinking (Porter et al., 2011). This may be parti-
cularly important for students who need more practice comprehending
meaning from text, students with limited cooperation, assertion, and self-
control behaviors as well as students who exhibit weaker language skills,
including vocabulary knowledge. As instruction is created for students
struggling with social, language, and/or reading skills, educators may
consider that those with weaknesses in one area may need support across

related developmental domains. For example, if a student has difficulty
compromising and accepting others’ idea in social contexts, he/she may
also struggle with the social pragmatic aspects involved in RC. With the
implementation of the CCSS and recent adoption of new nationwide
curricula that encourages classroom discussion to support student
learning, it is crucial that future research continue to investigate the
complex nature of the relations among social skills, language, and RC in
the interest of ensuring that practices reach their full potential in sup-
porting students’ development across multiple dimensions.

Acknowledgement

Funding provided by the National Institute of Child Health and
Human Development, R01HD48539 and P50 HD052120 and the U.S.
Department of Education, Institute of Education Sciences,
R305H04013, R305B070074 and R305F100027. We thank Frederick J.
Morrison, Barry Fishman, Christopher Schatschneider, Elizabeth Crowe,
ISI lab members, parents, teachers, and students.

References

Arnold, D. H., Kupersmidt, J. B., Voegler-Lee, M. E., & Marshall, N. (2012). The asso-
ciation between preschool children’s social functioning and their emergent academic
skills. Early Childhood Research Quarterly, 27, 376–386. http://dx.doi.org/10.1016/j.
ecresq.2011.12.009.

Baron-Cohen, S., Lombardo, M., Tager-Flusberg, H., & Cohen, D. (Eds.). (2013).
Understanding other minds: Perspectives from developmental social neuroscience. OUP
Oxford.

Cain, K., Oakhill, J., & Bryant, P. (2004). Children’s reading comprehension ability:
Concurrent prediction by working memory, verbal ability, and component skills.
Journal of Educational Psychology, 96, 31–42. http://dx.doi.org/10.1037/0022-0663.
96.1.31.

Capps, L., Losh, M., & Thurber, C. (2000). “The frog ate the bug and made his mouth sad”:
Narrative competence in children with autism. Journal of Abnormal Child Psychology,
28, 193–204. http://dx.doi.org/10.1023/A:1005126915631.

Catts, H. W., & Weismer, S. E. (2006). Language deficits in poor comprehenders: A case
for the simple view of reading. Journal of Speech Language and Hearing Research, 49,
278. http://dx.doi.org/10.1044/1092-4388(2006/023).

Chall, J. S. (1967). Stages of reading development (2nd ed.). Orlando, FL: Harcourt Brace.
Chatterji, M. (2006). Reading achievement gaps, correlates, and moderators of early

reading achievement: Evidence from the early childhood longitudinal study (ECLS)
kindergarten to first grade sample. Journal of Educational Psychology, 98, 489–507.
http://dx.doi.org/10.1037/0022-0663.98.3.489.

Colle, L., Baron-Cohen, S., Wheelwright, S., & van der Lely, H. K. (2008). Narrative dis-
course in adults with high-functioning autism or Asperger syndrome. Journal of
Autism and Developmental Disorders, 38, 28–40.

Compton, D. L., Fuchs, D., Fuchs, L. S., Elleman, A. M., & Gilbert, J. K. (2008). Tracking
children who fly below the radar: Latent transition modeling of students with late-
emerging reading disability. Learning and Individual Differences, 18, 329–337.

Connor, C. M., Day, S. G., Phillips, B. M., Sparapani, N., Ingebrand, S., McLean, L., ...
Kaschak, M. P. (2016). Reciprocal effects of reading, vocabulary, and executive
functioning in early elementary school. Child Development, 87, 1813–1824. http://dx.
doi.org/10.1111/cdev.12570.

Connor, C. M., Morrison, F. J., Fishman, B., Crowe, E., Al Otaiba, S., & Schatschneider, C.
(2013). A longitudinal cluster-randomized controlled study on the accumulating ef-
fects of individualized literacy instruction on students’ reading from first through
third grade. Psychological Science, 24, 1408–1419. http://dx.doi.org/10.1177/
0956797612472204.

Connor, C. M., Phillips, B., Kaschak, M., Apel, K., Kim, Y.-S., Otaiba, S., ... Lonigan, C.
(2014). Comprehension tools for teachers: Reading for understanding from pre-
kindergarten through fourth grade. Educational Psychology Review, 26, 1–23. http://
dx.doi.org/10.1007/s10648-014-9267-1.

Connor, C. M., Rice, D. C., Canto, A. I., Southerland, S. A., Underwood, P., Kaya, S., ...
Morrison, F. J. (2012). Child characteristics by science instruction interactions in
second and third grade and their relation to students' content-area knowledge, vo-
cabulary, and reading skill gains. The Elementary School Journal, 113, 52–75. http://
dx.doi.org/10.1086/665815.

Del Giudice, M. (2014). Middle childhood: An evolutionary-developmental synthesis.
Child Development Perspectives, 8, 193–200. http://dx.doi.org/10.1111/cdep.12084.

Dickinson & Porche (2011). Relation between language experiences in preschool class-
rooms and children’s kindergarten and fourth-grade language and reading abilities.
Child Development, 82, 870–886. http://dx.doi.org/10.1111/j.1467-8624.2011.
01576.x.

Dickinson, D. K., Golinkoff, R. M., & Hirsh-Pasek, K. (2010). Speaking out for language:
Why language is central to reading development. Educational Researcher, 39,
305–310. http://dx.doi.org/10.3102/0013189X10370204.

Diehl, J. J., Bennetto, L., & Young, E. C. (2006). Story recall and narrative coherence of
high-functioning children with autism spectrum disorders. Journal of Abnormal Child
Psychology, 1, 87–102. http://dx.doi.org/10.1007/s10802-005-9003-x.

Efklides, A., & Misailidi, P. (Eds.). (2010). Trends and prospects in metacognition research.
Springer Science & Business Media.

Gee, J. P. (2001). A sociocultural perspective on early literacy development. In S. B.

1 Connor et al., 2013 documented significantly stronger letter-word identification and
passage comprehension outcomes in 1st–3rd grade classrooms in which teachers received
professional development on how to individualize literacy instruction (ISI) when com-
pared to a treated control condition, highlighting the benefits of personalized literacy
instruction. Furthermore, the authors documented an accumulation effect, with students
receiving ISI across 1st–3rd grade achieving the greatest gains in reading skills.

N. Sparapani et al. Contemporary Educational Psychology 53 (2018) 159–167

166

http://dx.doi.org/10.1016/j.ecresq.2011.12.009
http://dx.doi.org/10.1016/j.ecresq.2011.12.009
http://dx.doi.org/10.1037/0022-0663.96.1.31
http://dx.doi.org/10.1037/0022-0663.96.1.31
http://dx.doi.org/10.1023/A:1005126915631
http://dx.doi.org/10.1044/1092-4388(2006/023)
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0035
http://dx.doi.org/10.1037/0022-0663.98.3.489
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0045
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0045
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0045
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0050
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0050
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0050
http://dx.doi.org/10.1111/cdev.12570
http://dx.doi.org/10.1111/cdev.12570
http://dx.doi.org/10.1177/0956797612472204
http://dx.doi.org/10.1177/0956797612472204
http://dx.doi.org/10.1007/s10648-014-9267-1
http://dx.doi.org/10.1007/s10648-014-9267-1
http://dx.doi.org/10.1086/665815
http://dx.doi.org/10.1086/665815
http://dx.doi.org/10.1111/cdep.12084
http://dx.doi.org/10.1111/j.1467-8624.2011.01576.x
http://dx.doi.org/10.1111/j.1467-8624.2011.01576.x
http://dx.doi.org/10.3102/0013189X10370204
http://dx.doi.org/10.1007/s10802-005-9003-x
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0105


Neuman, & D. K. Dickinson (Eds.). Handbook of early literacy research (pp. 30–42).
New York: The Guilford Press.

Gresham, F. M., & Elliott, S. N. (1990). Social skills rating system: Preschool. Elementary
Level: American Guidance Service.

Griffin, P., Burns, M. S., & Snow, C. E. (Eds.). (1998). Preventing reading difficulties in young
children. National Academies Press.

Hair, E., Halle, T., Terry-Humen, E., Lavelle, B., & Calkins, J. (2006). Children’s school
readiness in the ECLS-K: Predictions to academic, health, and social outcomes in first
grade. Early Childhood Research Quarterly, 21, 431–454. http://dx.doi.org/10.1016/j.
ecresq.2006.09.005.

Halle, T. G., Hair, E. C., Wandner, L. D., & Chien, N. C. (2012). Profiles of school readiness
among four-year-old Head Start children. Early Childhood Research Quarterly, 27,
613–626. http://dx.doi.org/10.1016/j.ecresq.2012.04.001.

Hendrickx, M., Mainhard, T., Boor-Klip, H. J., & Brekelmans, M. (2017). Teacher liking as
an affective filter for the association between student behavior and peer status.
Contemporary Educational Psychology, 49, 250–262. http://dx.doi.org/10.1016/j.
cedpsych.2017.03.004.

Hess, M., Scheithauer, H., Kleiber, D., Wille, N., Erhart, M., & Ravens-Sieberer, U. (2013).
The parent version of the preschool social skills rating system: Psychometric analysis
and adaptation with a German preschool sample. Journal of Psychoeducational
Assessment, 32, 216–226. http://dx.doi.org/10.1177/0734282913483977.

Hoyle, R. H. (Ed.). (2012). Handbook of structural equation modeling. Guilford Press.
Hughes, J. N., Im, M. H., & Wehrly, S. E. (2014). Effect of peer nominations of teacher-

student support at individual and classroom levels on social and academic outcomes.
Journal of School Psychology. http://dx.doi.org/10.1016/j.jsp.2013.12.004.

Jadallah, M., Anderson, R. C., Nguyen-Jahiel, K., Miller, B. W., Kim, I.-H., Kuo, L.-J., ...
Wu, X. (2010). Influence of a teacher’s scaffolding moves during child-led small-
group discussions. American Educational Research Journal, 48(1), 194–230. http://dx.
doi.org/10.3102/0002831210371498.

Jaffe, L. E. (2009). Development, interpretation, and application of the W score and the relative
proficiency index. Rolling Meadows, IL: The Riverside Publishing Company.

Jones, S. M., Brown, J. L., & Lawrence Aber, J. (2011). Two-year impacts of a universal
school-based social-emotional and literacy intervention: An experiment in transla-
tional developmental research. Child Development, 82(2), 533–554. http://dx.doi.org/
10.1111/j.1467-8624.2010.01560.x.

Juel, C. (1988). Learning to read and write: A longitudinal study of 54 children from first
through fourth grades. Journal of Educational Psychology, 80, 437. http://dx.doi.org/
10.1037/0022-0663.80.4.437.

Justice, L., Logan, J., Kaderavek, J., Schmitt, M. B., Tompkins, V., & Bartlett, C. (2013).
Empirically based profiles of the early literacy skills of children with language im-
pairment in early childhood special education. Journal of Learning Disabilities,
0022219413510179.

Kidd, D. C., & Castano, E. (2013). Reading literary fiction improves theory of mind.
Science, 342, 377–380. http://dx.doi.org/10.1126/science.1239918.

Kline, R. B. (2016). Principles and practice of structural equation modeling (fourth ed.). New
York, NY: A Division of Guilford Publications Inc.

Kucan, L., & Beck, I. L. (1997). Thinking aloud and reading comprehension research:
Inquiry, instruction, and social interaction. Review of Educational Research, 6,
271–299. http://dx.doi.org/10.3102/00346543067003271.

Ladd, G. W., & Dinella, L. M. (2009). Continuity and change in early school engagement:
Predictive of children’s achievement trajectories from first to eighth grade? Journal of
Educational Psychology, 101, 190–206. http://dx.doi.org/10.1037/a0013153.

Lansdown, G., Jimerson, S. R., & Shahroozi, R. (2014). Children’s rights and school
psychology: Children's right to participation. Journal of School Psychology, 1–10.
http://dx.doi.org/10.1016/j.jsp.2013.12.006.

Liszkowski, U., Carpenter, M., & Tomasello, M. (2008). Twelve-month-olds communicate
helpfully and appropriately for knowledgeable and ignorant partners. Cognition,
108(3), 732–739.

Lonigan, C. J. (2006). Development, assessment, and promotion of preliteracy skills. Early
Education and Development, 17, 91–114. http://dx.doi.org/10.1207/
s15566935eed1701.

MacGinitie, W. H., & MacGinitie, R. K. (2006). Gates-MacGinitie reading tests (4th ed.).
Iowa City: Houghton Mifflin.

Mar, R. A., & Oatley, K. (2008). The function of fiction is the abstraction and simulation of
social experience. Perspectives on Psychological Science, 3, 173–192. http://dx.doi.org/
10.1111/j.1745-6924.2008.00073.x.

Mar, R. A., Oatley, K., & Peterson, J. B. (2009). Exploring the link between reading fiction
and empathy: Ruling out individual differences and examining outcomes.
Communications, 34, 407–428. http://dx.doi.org/10.1515/COMM.2009.025.

Mashburn, A. J., Justice, L. M., Downer, J. T., & Pianta, R. C. (2009). Peer effects on
children’s language achievement during pre-kindergarten. Child Development, 80(3),
686–702. http://dx.doi.org/10.1111/j.1467-8624.2009.01291.x.

Mather, N., & Woodcock, R. W. (2001). Woodcock-Johnson III tests of achievement:
Examiner's manual. Riverside Publications Inc.

Maughan, B., & Caroll, J. (2006). Literacy and mental disorders. Current Opinion in
Psychiatry, 19, 350–354. http://dx.doi.org/10.1097/01.yco.0000228752.79990.41.

McClelland, M. M., Acock, A. C., & Morrison, F. J. (2006). The impact of kindergarten
learning-related skills on academic trajectories at the end of elementary school. Early
Childhood Research Quarterly, 21, 471–490. http://dx.doi.org/10.1016/j.ecresq.2006.
09.003.

Merritt, E. G., Wanless, S. B., Rimm-Kaufman, S. E., & Peugh, J. L. (2012). The con-
tribution of teachers’ emotional support to children’s social behaviors and self-reg-
ulatory skills in first grade. School Psychology Review, 41, 141–159.

Metsäpelto, R., Silinskas, G., Kiuru, N., Poikkeus, A., Pakarinen, Vasalampi, K., ... Nurmi,
J. (2017). Externalizing behavior problems and interest in reading as predictors of
later reading skills and educational aspirations. Contemporary Educational Psychology,
49, 324–336. http://dx.doi.org/10.1016/j.cedpsych.2017.03.009.

Montroy, J. J., Bowles, R. P., Skibbe, L. E., & Foster, T. D. (2014). Social skills and pro-
blem behaviors as mediators of the relationship between behavioral self-regulation
and academic achievement. Early Childhood Research Quarterly, 29, 298–309. http://

dx.doi.org/10.1016/j.ecresq.2014.03.002.
Murphy, P. K., Wilkinson, I. G., Soter, A. O., Hennessey, M. N., & Alexander, J. F. (2009).

Examining the effects of classroom discussion on students’ comprehension of text: A
meta-analysis. Journal of Educational Psychology, 101, 740–764. http://dx.doi.org/10.
1037/a0015576.

Muthén, L. K., & Muthén, B. O. (2012). Mplus statistical modeling software: Release 7.0. Los
Angeles, CA: Muthén & Muthén.

Nation, K., & Snowling, M. J. (2004). Beyond phonological skills: Broader language skills
contribute to the development of reading. Journal of Research in Reading, 27,
342–356.

National Center for Education Statistics (2015). National assessment of educational progress.
Washington, DC: U.S. Department of Education, Institute of Education Sciences
Retrieved from<http://www.nationsreportcard.gov/> .

Palincsar, A. S., Collins, K. M., Marano, N. L., & Magnusson, S. J. (2000). Investigating the
engagement and learning of students with learning disabilities in guided inquiry
science teaching. Speech, Language, and Hearing Services in Schools, 31, 240–251.

Paul, R. (2007). Language disorders from infancy through adolescence: Assessment & inter-
vention. Elsevier Health Sciences.

Paul, R., & Cohen (1985). The emergence of pragmatic comprehension: A study of chil-
dren’s understanding of sentence-structure cues to given/new information. Journal of
Child Language, 12, 161–179.

Pentimonti, J. M., Justice, L. M., & Kaderavek, J. N. (2014). School-readiness profiles of
children with language impairment: Linkages to home and classroom experiences.
International Journal of Language & Communication Disorders, 49, 567–583. http://dx.
doi.org/10.1111/1460-6984.12094.

Porter, A., McMaken, J., Hwang, J., & Yang, R. (2011). Common core standards: The new
U.S. intended curriculum. Educational Researcher, 40, 103–116. http://dx.doi.org/10.
3102/0013189X11405038.

Randi, J., Haven, N., Haven, W., & Grigorenko, E. L. (2010). NIH Public Access, 40,
890–902. http://dx.doi.org/10.1007/s10803-010-0938-6.Teaching.

Rapp, D. N., Broek, P. Van Den, McMaster, K. L., Kendeou, P., & Espin, C. (2007). Higher-
order comprehension processes in struggling readers: A perspective for research and
intervention. Scientific Studies of Reading, 11, 289–312. http://dx.doi.org/10.1080/
10888430701530417.

Rasch, G. (2001). Winsteps (Version 3.30) [Statistics].
Report of the National Reading Panel (NRP), (2000). Teaching children to read: An evi-

dence based assessment of the scientific research literature on reading and its im-
plications for reading instruction (Vol. NIH Pub. No. 00–4754): U.S. Department of
Health and Human Services, Public Health Service, National Institutes of Health, National
Institute of Child Health and Human Development.

Reynolds, A. J., Ou, S. R., & Topitzes, J. W. (2004). Paths of effects of early childhood
intervention on educational attainment and delinquency: A confirmatory analysis of
the Chicago Child-Parent Centers. Child Development, 75(5), 1299–1328.

Rotheram-Fuller, E., Kasari, C., Chamberlain, B., & Locke, J. (2010). Social involvement
of children with autism spectrum disorders in elementary school classrooms. Journal
of Child Psychology and Psychiatry, 51, 1228–1234. http://dx.doi.org/10.111/j.1469-
7610.2010.02289.x.

Sameroff, A. (2009). The transactional model. American Psychological Association.
Scarborough, H. S., Neuman, S., & Dickinson, D. (2009). Connecting early language and

literacy to later reading (dis) abilities: Evidence, theory, and practice. Approaching
difficulties in literacy development: Assessment, pedagogy, and programs, 23–39.

Shonkoff, J. P., & Phillips, D. A. (Eds.). (2000). From neurons to neighborhoods: The
science of early childhood development. National Academies Press.

Slaughter, V., Peterson, C. C., & Mackintosh, E. (2016). Mind what mother says: Narrative
input and theory of mind in typical children and those on the autism spectrum dis-
order. Child Development, 78, 839–858.

Speece, D. L., Ritchey, K. D., Silverman, R., Schatschneider, C., Walker, C. Y., & Andrusik,
K. N. (2010). Identifying children in middle childhood who are at risk for reading
problems. School Psychology Review, 39, 258–276. http://dx.doi.org/10.1073/pnas.
1103735108/-/DCSupplemental.www.pnas.org/cgi/.

Spira, E. G., Bracken, S. S., & Fischel, J. E. (2005). Predicting improvement after first-
grade reading difficulties: The effects oral language, emergent literacy, and behavior
skills. Developmental Psychology, 41, 225–234. http://dx.doi.org/10.1037/0012-
1649.41.1.225.

Storch, S. A., & Whitehurst, G. J. (2002). Oral language and code-related precursors to
reading: Evidence from a longitudinal structural model. Developmental Psychology,
38(6), 934–947. http://dx.doi.org/10.1037/0012-1649.38.6.934.

Tager-Flusberg, H., Paul, R., & Lord, C. (2005). Language and communication in autism.
Handbook of Autism and Pervasive Developmental Disorders, 1, 335–364.

Trzesniewski, K. H., Moffitt, T. E., Caspi, A., Taylor, A., & Maughan, B. (2006). Revisiting
the association between reading achievement and antisocial behavior: New evidence
of an environmental explanation from a twin study. Child Development, 77, 72–88.
http://dx.doi.org/10.1111/j.1467-8624.2006.00857.x.

Wakusawa, K., Sugiura, M., Sassa, Y., Jeong, H., Horie, K., Sato, S., & Kawashima, R.
(2007). Comprehension of implicit meanings in social situations involving irony: A
functional MRI study. NeuroImage, 37, 1417–1426. http://dx.doi.org/10.1016/j.
neuroimage.2007.06.013.

Walthall, J. C. (2005). Factor structure of the social skills rating system across child
gender and ethnicity. Journal of Psychoeducational Assessment, 23, 201–215. http://
dx.doi.org/10.1177/073428290502300301.

Watson, A. C., Nixon, C. L., Wilson, A., & Capage, L. (1999). Social interaction skills and
theory of mind in young children. Developmental Psychology, 35, 386–391. http://dx.
doi.org/10.1037/0012-1649.35.2.386.

Wendling, J. B., Schrank, F. A., & Schmitt, A.J. (2007). Educational Interventions Related to
the Woodcock-Johnson III Tests of Achievement. Riverside Publishing.

Yoshikawa, H., & Hsueh, J. (2001). Child development and public policy: Toward a dy-
namic systems perspective. Child Development, 72, 1887–1903.

Ziv, Y. (2013). Social information processing patterns, social skills, and school readiness
in preschool children. Journal of Experimental Child Psychology, 114, 306–320. http://
dx.doi.org/10.1016/j.jecp.2012.08.009.

N. Sparapani et al. Contemporary Educational Psychology 53 (2018) 159–167

167

http://refhub.elsevier.com/S0361-476X(17)30273-4/h0105
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0105
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0110
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0110
http://dx.doi.org/10.1016/j.ecresq.2006.09.005
http://dx.doi.org/10.1016/j.ecresq.2006.09.005
http://dx.doi.org/10.1016/j.ecresq.2012.04.001
http://dx.doi.org/10.1016/j.cedpsych.2017.03.004
http://dx.doi.org/10.1016/j.cedpsych.2017.03.004
http://dx.doi.org/10.1177/0734282913483977
http://dx.doi.org/10.1016/j.jsp.2013.12.004
http://dx.doi.org/10.3102/0002831210371498
http://dx.doi.org/10.3102/0002831210371498
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0155
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0155
http://dx.doi.org/10.1111/j.1467-8624.2010.01560.x
http://dx.doi.org/10.1111/j.1467-8624.2010.01560.x
http://dx.doi.org/10.1037/0022-0663.80.4.437
http://dx.doi.org/10.1037/0022-0663.80.4.437
http://dx.doi.org/10.1126/science.1239918
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0180
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0180
http://dx.doi.org/10.3102/00346543067003271
http://dx.doi.org/10.1037/a0013153
http://dx.doi.org/10.1016/j.jsp.2013.12.006
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0200
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0200
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0200
http://dx.doi.org/10.1207/s15566935eed1701
http://dx.doi.org/10.1207/s15566935eed1701
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0210
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0210
http://dx.doi.org/10.1111/j.1745-6924.2008.00073.x
http://dx.doi.org/10.1111/j.1745-6924.2008.00073.x
http://dx.doi.org/10.1515/COMM.2009.025
http://dx.doi.org/10.1111/j.1467-8624.2009.01291.x
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0230
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0230
http://dx.doi.org/10.1097/01.yco.0000228752.79990.41
http://dx.doi.org/10.1016/j.ecresq.2006.09.003
http://dx.doi.org/10.1016/j.ecresq.2006.09.003
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0245
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0245
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0245
http://dx.doi.org/10.1016/j.cedpsych.2017.03.009
http://dx.doi.org/10.1016/j.ecresq.2014.03.002
http://dx.doi.org/10.1016/j.ecresq.2014.03.002
http://dx.doi.org/10.1037/a0015576
http://dx.doi.org/10.1037/a0015576
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0270
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0270
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0270
http://www.nationsreportcard.gov/
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0280
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0280
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0280
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0285
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0285
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0290
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0290
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0290
http://dx.doi.org/10.1111/1460-6984.12094
http://dx.doi.org/10.1111/1460-6984.12094
http://dx.doi.org/10.3102/0013189X11405038
http://dx.doi.org/10.3102/0013189X11405038
http://dx.doi.org/10.1007/s10803-010-0938-6.Teaching
http://dx.doi.org/10.1080/10888430701530417
http://dx.doi.org/10.1080/10888430701530417
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0325
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0325
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0325
http://dx.doi.org/10.111/j.1469-7610.2010.02289.x
http://dx.doi.org/10.111/j.1469-7610.2010.02289.x
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0340
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0345
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0345
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0345
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0355
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0355
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0355
http://dx.doi.org/10.1073/pnas.1103735108/-/DCSupplemental.www.pnas.org/cgi/
http://dx.doi.org/10.1073/pnas.1103735108/-/DCSupplemental.www.pnas.org/cgi/
http://dx.doi.org/10.1037/0012-1649.41.1.225
http://dx.doi.org/10.1037/0012-1649.41.1.225
http://dx.doi.org/10.1037/0012-1649.38.6.934
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0375
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0375
http://dx.doi.org/10.1111/j.1467-8624.2006.00857.x
http://dx.doi.org/10.1016/j.neuroimage.2007.06.013
http://dx.doi.org/10.1016/j.neuroimage.2007.06.013
http://dx.doi.org/10.1177/073428290502300301
http://dx.doi.org/10.1177/073428290502300301
http://dx.doi.org/10.1037/0012-1649.35.2.386
http://dx.doi.org/10.1037/0012-1649.35.2.386
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0405
http://refhub.elsevier.com/S0361-476X(17)30273-4/h0405
http://dx.doi.org/10.1016/j.jecp.2012.08.009
http://dx.doi.org/10.1016/j.jecp.2012.08.009

	Direct and reciprocal effects among social skills, vocabulary, and reading comprehension in first grade
	Introduction
	The classroom context
	Social skills
	Social skills, vocabulary, and reading comprehension
	Reading comprehension
	Vocabulary and reading comprehension
	Social skills, vocabulary, and reading comprehension

	Reciprocal effects
	Study purpose and research aims

	Methods
	Participants
	Teacher report and standardized measures
	Social skills
	Vocabulary and RC

	Analytic methods
	Observed and latent variables
	Model specification and identification


	Results
	Preliminary analyses
	Data preparation
	Descriptive statistics

	Correlations
	Direct and reciprocal effects among social Skills, Vocabulary, and RC


	Discussion
	Dynamic relations among social Skills, Vocabulary, and reading comprehension
	Reciprocal effects
	Vocabulary and reading comprehension on social skills

	Social skills on vocabulary and reading comprehension
	Strengths and limitations
	Educational implications and future directions

	Acknowledgement
	References




