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Abstract

Research suggests that the relation between student-teacher conflict and children’s
externalizing behavior might be reciprocal, and possibly also between student-teacher conflict
and children’s social skills. Because children with externalizing behavior also tend to display
low levels of social skills, we do not know if one or both of these student characteristics are
involved in shaping and being shaped by the relationship to the teacher. In this study, we
addressed this by means of a three-wave cross-lagged longitudinal study from preschool to
third grade, including measures of social skills, externalizing behavior and student-teacher
conflict. Bidirectional relations were observed between student-teacher conflict and social
skills from first grade to third grade, and between student-teacher conflict and externalizing
behavior between preschool and first grade. However, results from a model including both
social skills and externalizing behavior suggested that externalizing behavior is a stronger
predictor of conflicted student-teacher relationship than children’s social skills. Student-
teacher conflict was predictive of externalizing behavior as well as of later social skills. Effect
of children’s first-grade externalizing behavior on third-grade student-teacher conflict was
gender moderated, with stronger effects of externalizing behavior observed in girls, combined

with higher stability in first-grade student-teacher conflict in boys.
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Reciprocal relations between student-teacher conflict, children’s social skills and

externalizing behavior. A three-wave longitudinal study from preschool to third grade

According to ecological theoretical framework (Bronfenbrenner & Morris, 1998),
children’s development is influenced by the dynamic, mutual interplay between the child and
his or her social context. The notion of bidirectional relations consisting of the impact of the
child to her interpersonal environment and the impact of environment to the child has already
been conceptualized in Bell's (1968) bidirectional model, which underscored that children
play as active role as adults when engaging in social interactions. Mutual influences between
children and adults were then later described in e.g. models of coercive interaction (Patterson,
Reid, & Dishion, 1992; Sutherland & Oswald, 2005) and in Sameroff's (1975) transactional
model. According to Sameroff (2009), experiences provided by the social context are viewed

as shaping, but also as being shaped by children’s developmental trajectories.

In respect to preschool and school environments, which is the focus of the current
inquiry, children’s relationship with their teacher seem to be one of the most important
sources of children’s development, including the development of social skills as well as
behavior problems (Sabol & Pianta, 2012). Nevertheless, the fact that children are important
agents in forming their relationships with teachers has previously often been neglected
(Nurmi, 2012). In the current research, we thus aimed to address the possibility of
bidirectional relations between student-teacher conflict and children’s social skills and

externalizing behavior.

Relations between Student-Teacher Conflict, Children’s Social Skills and Externalizing

Behavior
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The main body of previous research has focused on how student-teacher relationship
impacts on children’s development. Based on the attachment theory, conflicted student-
teacher relationship (Pianta, 1999) can lead children to form negative internal working models
of themselves and others and, in consequence, develop lower levels of social competence
(Howes, Hamilton, & Matheson, 1994), and engage in inappropriate behavior (Howes, 2000).
From the social-cognitive perspective, student-teacher conflicts may lead teachers to afford
less support for children's positive behavioral development (O’Connor, Dearing, & Collins,
2011), and to provide children with maladaptive strategies when engaging their social

environment (Silver, Measelle, Armstrong, & Essex, 2005).

However, as suggested by the bidirectional view on the developmental processes
between child and his or her teacher (Rimm-Kaufman & Pianta, 2000; Sutherland & Oswald,
2005), conflicted student-teacher relationships might not only influence children’s
development, but the quality of the relationship itself can also be influenced by children
(Birch & Ladd, 1998; Sutherland & Oswald, 2005). Students™ characteristics, such as their
levels of social skills and externalizing behavior, can evoke responses from teachers, which
might in turn lead to student-teacher conflicts (see Nurmi, 2012). For example, teachers
expect children to have certain social skills in order to successfully navigate the school
environment (Lane, Givner, & Pierson, 2004). Subsequently, children lacking skills to meet
the school demands can experience strained teacher-child relationships (Kuklinski &
Weinstein, 2000). On the other hand, children with well developed social skills might be more
successful in avoiding conflicted student-teacher relationships, because they are able to
provide their counterparts with positive rewards (Ladd, Birch, & Buhs, 1999). In respect to
externalizing problems, children exhibiting such behavior might disturb the class, thus making
teaching difficult (Lapointe, 2003). In addition, aggressive children often respond in a

confrontational and hostile manner when challenged by their teachers (Birch & Ladd, 1998;
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Burgess, Wojslawowicz, Rubin, Rose-Krasnor, & Booth-LaForce, 2006) and such behavior
can adversely affect relationships with teachers (Ladd et al., 1999) and provoke teachers’

ineffective response to innappropriate behavior (Myers & Pianta, 2008).

There is a growing evidence documenting effects of student-teacher relationship on
children’s development. Conflicted student-teacher relationship has been shown to predict
increases in aggressive behavior over time (Birch & Ladd, 1997; Pianta & Stuhlman, 2004;
Silver et al., 2005; Silver, Measelle, Armstrong, & Essex, 2010) and low levels of teacher-
child conflict predicted children’s social competence in preschool (Ewing & Taylor, 2009;
Zhang & Nurmi, 2012) and school (Birch & Ladd, 1998; Howes, 2000). The opposite
direction of the relations has been examined to much lesser extent, but some evidence has
emerged: Children’s externalizing behavior is indeed an important predictor of conflicted
student-teacher relationships, with the reverse being true of lower levels of behavior problems
(O'Connor, 2010) and prosociability (Howes, Phillipsen, & Peisner-Feinberg, 2000; Ladd et

al., 1999; Nurmi, 2012).

However, research on such bidirectional relations between the student-teacher
relationship and children’s externalizing behavior or social skills is scarce, with some
exceptions (Doumen et al., 2008; Zhang & Nurmi, 2012; Zhang & Sun, 2011). Most previous
studies focused only on unidirectional predictors of one of these outcomes (see Nurmi 2012),
or examined both directions of the association, but in separate, unidirectional analyses (Birch
& Ladd, 1998; Howes et al., 2000). One of the few studies addressing such reciprocal
processes showed that children’s aggressive behavior at the beginning of the kindergarten
year predicted increased teacher-child conflict, which in turn forecast an increase in child
aggression by the end of the year (Doumen et al., 2008). Another cross-lagged study on

Chinese preschoolers showed that whereas good-quality student-teacher relationship at the
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beginning of the preschool year predicted children’s social competence at the end of the year,
children’s social competence was not predictive of student-teacher relationship (Zhang &
Nurmi, 2012). Nevertheless, research on such bidirectional effects between student-teacher

conflict and social skills in a longitudinal perspective is limited.

Thus, the first aim of the current inquiry was to investigate such relations. More
specifically, we aimed to examine, whether early social skills predict later conflict and
whether student-teacher conflict predicts later social skills. We also aimed to examine
whether such bidirectional relations would be present in respect to student-teacher conflict
and externalizing behavior. These reciprocal effects were tested longitudinally from preschool

to first grade and from first grade to third grade.

Externalizing Behavior and Social Skills

Prior research has mostly focused on the relation between student-teacher relationship
and the development of externalizing behavior and the development of social skills in children
in isolation. Although these two concepts are related and overlap (Burt, Obradovié, Long, &
Masten, 2008; Dubow, Tisak, Causey, Hryshko, & Reid, 1991; Eisenberg et al., 2001), they
have distinct theoretical meanings (Ladd, Herald, & Kochel, 2006). Whereas social skills
refer to socially acceptable learned behaviors enabling effective and positive interaction with
others (e.g. sharing, helping, giving compliments) (Gresham & Elliott, 1990), externalizing
behavior denotes hyperactive, impulsive and aggressive behavior (e.g. O’Connor et al., 2011).
Children with behavior problems, in particular aggressive children, tend to be rated as having
lower levels of social competence (Gresham & Elliott, 1990). However, factor analyses of
these related phenomena (Bates, Bayles, Bennett, Ridge, & Brown, 1991) as well as the
moderate size of correlations between social skills and problem behavior (e.g. Dubow et al.,

1991) both suggest that these two constructs are not identical. In addition, several studies have
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reported that even aggressive children are able to show prosocial behavior (see Berry &

O Connor, 2010), and that children’s prosocial behavior is uniquely predictive of positive
peer relationships, controlling for negative behavioral characteristics (Bukowski & Newcomb,
1984; Vitaro, Gagnon, & Tremblay, 1990). All this evidence indicates that social skills are not
reducible to mere absence of externalizing behavior. In the current study, externalizing
behavior was conceptualized as aggressive and rule-breaking behavior, whereas the construct

of social skills included prosocial skills such as cooperation and relationships initiation.

The direction of relations between social skills and externalizing behavior is likely to
be mutual (Blandon, Calkins, Grimm, Keane, & O'Brien, 2010; Bornstein, Hahn, & Haynes,
2010), with a mounting evidence supporting the hypothesis that early externalizing behavior
influences subsequent development of social skills (Burt & Roisman, 2010; Chen, Huang,
Chang, Wang, & Li, 2010; Keane & Calkins, 2004; Mesman, Bongers, & Koot, 2001).
However, knowledge about the exact functioning of externalizing behavior and social skills in
developing student-teacher relationship, and vice versa, is limited, because these to

interrelated phenomena have previously been studied separately (Zhang & Nurmi, 2012).

Therefore, in the current inquiry, we aimed to include both externalizing behavior and
social skills simultaneously in one model, in order to compare effects of externalizing
behavior and social skills in teacher-child conflict prediction. Based on the bidirectional
perspective of the current inquiry, we also aimed to examine which developmental pathways
emerge as a result of conflictual relationhips with the teacher. As mentioned above, conflicts
with teacher might decrease children’s social skills and promote inappropriate behavioral
responses. In addition to the presumably direct effects of children’s functioning on later
conflict and vice versa, it is also possible, that other pathways of development can emerge as

well. More specifically, children with externalizing behavior tend to engage in maladaptive
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interactions with adults and peers (Patterson, 1986; Rubin & Coplan, 2004) and such
processes possibly make it difficult for these children to learn adaptive social skills over time
(Berry & O'Connor, 2010). In addition, children evidencing externalizing behavior may
eventually be rejected by other children (Stenseng, Belsky, Skalicka, & Wichstrgm, 2014),
which in turn will imply less practise in socializing in effective ways with peers, which might
be detrimental to the learning processes involved in social skills acquisition. Conversely,
lacking social skills, e.g. demonstrating poor abilities in conflict resolution, may promote

solving conflict by aggressive means.

In sum, the second goal of the present study was thus to explore the hypothesized
bidirectional effects between social skills, externalizing behavior and conflict. More
specifically, we intended to investigate 1) whether social skills and externalizing behavior
predict later student-teacher conflict, 2) whether student-teacher conflict predicts later social
skills and externalizing behavior and 3) whether externalizing behavior predicts later social
skills and 4) whether social skills predict later externalizing behavior. These relations were

examined from preschool to first grade and from first grade to third grade.

Furthermore, the bidirectional design of the current study makes it possible to test the
proposition of transactional relations. The transactional model describes development as a
result of the ongoing interaction between the child and the experiences provided by the social
context (Sameroff 2009). In this model, not only is child shaped by the social environment
(e.g. student-teacher relationship), but the child also affects the social environment, and is in
turn impacted by those environmental effects (Sutherland & Oswald, 2005). In our case,
teachers with conflicted relationships provide presumably less support for development of
children’s social skills and they also try to control children’s behavior (Hamre & Pianta,

2001), thereby fostering the development of maladaptive strategies of emotion regulation or



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT

conflict resolution, and subsequently, increased levels of externalizing behavior and social
skills deficits. As a consequence, children with such characteristics might continue in cycles
of coercive interaction (Patterson, Reid, & Dishion, 1992; Sutherland & Oswald, 2005) with
their teachers and hence contribute to further development of more conflicted student-teacher
relationships. In addition, a complementary developmental pathway of child-teacher
transactions might also be engaged — starting from children’s preschool functioning affecting
first grade student-teacher conflict, with further effects on third grade children’s functioning.
In the current inquiry, we thus aimed to test the hypothesis of transactional relations between
children’s characteristics and student-teacher conflict from preschool through third grade by
assessing 1) whether student-teacher conflict affects children’s functioning, which in turn
influences levels of student-teacher conflict and 2) whether children’s functioning affects

student-teacher conflict, with further impacts on children’s functioniong.

Gender Moderation

In addition, previous research has suggested that the effects of student-teacher
relationship on children’s development might vary by gender. More specifically, girls were
reported to profit more from positive student-teacher relationship effects on positive school
adapation than boys (Baker, 2006; Ewing & Taylor, 2009) and boys profited more than girls
from low levels of conflict with teacher (Hamre & Pianta, 2001). Teacher-child conflict has
been found to be a stronger predictor of aggressive behavior for boys than girls (Ewing &
Taylor, 2009). Boys are also more prone than girls to develop more conflicted relationships
with teachers (Jerome, Hamre, & Pianta, 2009). Therefore, the magnitude of the reciprocal
conflict - child's adjustment relations might differ by gender. It is for example possible that
boys’ externalizing behavior might be a stronger predictor for conflicted relationships than

girls’ externalizing behavior. However, the evidence for gender moderating the student-
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teacher relationship - social competence association is mixed, including no gender moderating
effects (see Zhang & Nurmi, 2012). Thus, in the present study we aimed to examine the
moderating effect of gender on the respective reciprocal relations between student-teacher

conflict, and externalizing behavior and social skills.

Teachers'and Parents™ Reports

Another important issue related to the present inquiry is that previous research
investigating predictors or effects of student-teacher relationship has mainly utilized teacher
reports on children’s externalizing behavior and social competence. Even though such
measurements make it possible to draw conclusions about the developmental processes as
perceived by the teachers, research utilizing multiple informants can provide knowledge
whether effects of mutual student-teacher interaction may also apply to behaviors observed in
another environment and vice versa. Although children’s externalizing behavior or social
skills as observed by parents at home are hypothesized to translate into subsequent
interactions with teachers in school and thereby influence the quality of student-teacher
relationship (Myers & Pianta, 2008), the evidence on such effects is limited (Zhang & Nurmi,
2012). Similarly, it is not fully established whether effects of student-teacher relationship on
children’s social skills also translate to interactions in other contexts apart from school (Zhang
& Nurmi, 2012), although there is some evidence showing that student- teacher relationship
can indeed affect children’s externalizing behavior (O’Connor et al., 2011) and social skills
development (Berry & O'Connor, 2010), as reported by parents. Therefore, in the present
study we utilized both parent and teacher raters in order to provide better understanding of the

processes affecting children’s development.

Ecological models posit that children are embedded in a nested system of different

settings (Bronfenbrenner & Morris, 1998). According to the Contextual Systems Model
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(Pianta & Walsh, 1996), children’s development can be influenced by child, family and
school factors beyond the immediate context. Therefore, associations between the student-
teacher conflict and levels of externalizing behavior and social skills might be influenced by a
variety of potentially confounding factors. Based on previous research (O'Connor, 2010), we
thus controlled for covariates, which have been reported to be related to one or more of the
student-teacher conflict/problem behavior/social skills constructs central to this inquiry. With
regard to children’s characteristics we included gender (Birch & Ladd, 1997; Koepke &
Harkins, 2008), language ability (O’Connor et al., 2011) and temperament (Rudasill, Reio Jr,
Stipanovic, & Taylor, 2010; Rudasill & Rimm-Kaufman, 2009). On the family level, we
included maternal education and parental depression (McCartney et al., 2010). Finally, we
also controlled for teacher’s background characteristics which could possibly influence
children’s ratings, including years of teaching experience (O'Connor & McCartney, 2006) and

teacher education (O'Connor, 2010).

The Present Study

In this research we set out to examine reciprocal relations between student-teacher
conflict and children’s social skills and externalizing behavior by following children over four
years from preschool to third grade. First, we aimed to examine cross-lagged relations
between student-teacher conflict, childrens social skills and externalizing behavior from
preschool to first grade, and from first grade to third grade. Second, we aimed to investigate

whether the examined relations differed by gender.

Methods

Participants
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The Trondheim Early Secure Study (TESS) includes participants from two birth cohorts
(born 2003 or 2004) of children and their parents living in the city of Trondheim, Norway.
Only a brief outline is provided here as details about the procedure and recruitment have been
presented previously (Wichstram et al., 2012). The Strengths and Difficulties Questionnaire
(SDQ) 4-16 version (Goodman, 1997), together with an invitation letter, were mailed to
parents (N=3,456). The SDQ was administered due to a plan to over sample children with
behavior problems in order to increase the statistical power. Completed SDQs were brought to
a subsequent community health checkup; all 4-year olds in Norway are encouraged to attend
the well-child clinic and 3,358 did so. At the well-child clinic eligible parents (n=3,016) were
informed about the study using procedures approved by the Regional Committee for Medical
and Health Research Ethics. Written consent was obtained from parents of 2,475 children
(71.6 % of all contacted). Parents with inadequate proficiency in Norwegian were excluded (n
= 176). The health nurse missed asking 166 parents about their interest in participating in the

study.

In order to increase power, oversampling according to emotional and behavioral
problems was conducted. Children’s SDQ total difficulties score was divided into four strata
(cut offs: 0-4, 5-8, 9-11, 12-40). Using a random number generator, defined proportions of
parents in each stratum, ranging from few to many problems (i.e. 0.37, 0.48, 0.70, 0.89) were
drawn to participate in a further study (n = 1,250). Of the 1,250 parents invited to participate,
997 (77.8 %) parents appeared at the university for further study, where parents provided
information about child behavior, social competence, and child and family factors, and
children’s language comprehension (n = 935) was examined. Drop-out rate did not vary by
SDQ strata (y? = 5.70, df = 3, p = .13) or gender (y*> = 0.23, df = 1, p = .63). 795 parents
participated in follow-up assessment two years later, when the child had started in first grade

(T2) (mean age of the children = 6.7), and 699 parents attended when the child was in third
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grade (T3) (mean age of the children = 8.8). Almost as many girls (49.5 %, 51.3 %) as boys
(50.5 %, 48.7 %) participated at T2 and T3 respectively. Attrition analyses revealed that
teacher-rated social competence (SSRS-T) at T1 predicted drop-out at T2 (odds ratio (OR) =
0.98, 95 % confidence interval (CI) = 0.97 — 1.00). Children’s language ability at T1
(PPVTIII) predicted drop-out at T3 (OR =0.99, 95 % CI = 0.98 — 1.00) and level of teacher's
education at T2 predicted drop-out at T3 (OR = 1.22, 95 % CI = 1.04 — 1.41). The Cox and
Snell R2 was 0.02. Nearly all parents were the child’s biological parent (98.2 %), and a large
majority of the interviewed parents were mothers (84.5 % mothers, 15.5 % fathers). Both
mothers (96.4 %) and fathers (94.8 %) were mainly of Norwegian ethnicity. The majority of
parents was married (54.8 %) or had lived together for more than 6 months (34.3 %). With
regard to marital status, 8.5 % were divorced or separated, 0.3 % widowed, 1.2 % had lived

together for less than six months and 0.9 % of the parents had never lived together.

The parents consented to having their child-care provider and/or teacher complete
questionnaires regarding teacher-child relationship quality, behavior problems and social
competence, which were sent to day-care centers at T1 and to primary schools at T2 and T3.
Day-care centers and schools were requested to select the teacher who knew the child best to
respond to the questionnaire. Children in Norway start school at the age of 6, and all children
at T2 had started school before T2 assessment. Response rates among teachers were 90.6 % at
T1,92.2 % at T2 and 85.8 % at T3. Between T2 and T3, 41.1 % of the teachers remained the
same. Preschool teachers had known the child for an average of 13 months whereas school
teachers had known the child for an average of 6 months at T2 and 2.5 years at T3. On
average, there were only 3 children from each classroom participating in the current study.
The resulting size of the design effect for teacher reported measures was small (ranging from
1.2 to 1.6), suggesting that clustering of children within classrooms did not warrant a multilevel

analysis.
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Design and Measures

Teacher rated externalizing behavior. The externalizing scale of the Teacher Report
Form (TRF) from the Achenbach System of Empirically Based Assessment (ASEBA)
(Achenbach & Rescorla, 2000), 32 items, was used to assess externalizing problems. For each
item, e.g. “Disturbs others.”, the teacher is asked to determine how well the item describes the
child now or within the past 2 months: 0 = not true, 1 = somewhat or sometimes true, 2 = very

true or often true. Cronbach’s alphas were .95, .93 and .93 at T1 through T3, respectively.

Parent rated externalizing behavior. The externalizing scale of the parent version of the
Child Behavior Checklist (CBCL) was used to asses externalizing problems (Achenbach &
Rescorla, 2000). At T1 the 1.5-5 year version was applied (25 items) whereas at T2 and T3
the 6-18 year version (35 items) was administered. For each item, e.g. “Argues a lot.”,the
parent is asked to determine how well the item describes the child now or within the past 6
months: 0 = not true, 1 = or sometimes true, 2 = very true or often true. Higher scores indicate
more problems. The CBCL has excellent concurrent and predictive validity and is the most
widely used screening instrument for behavior problems in children (O'Connor, 2010).

Cronbach’s alphas were .89, .88 and .83 at T1 through T3.

Teacher rated social competence. Teachers completed the 30-item Social Skills Rating
System (SSRS-T) (Gresham & Elliott, 1990). Ratings are given on a 4-point scale ranging
from O (never) to 4 (very often). The SSRS-T consists of three subscales: Cooperation (a
sample item is: “Follows your direction.”), Assertion (“Invites other to join in activities.”) and
Self-control (“Responds appropriately when pushed or hit by other children.”) The SSRS is a
widely used instrument with good reliability and validity across different samples (Gresham
& Elliott, 1990; Merrell, 2001). Cronbach’s alphas were .93, .94 and .93 at T1 through T3,

respectively.
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Parent rated social competence. Parents completed the 39-item Social Skills Rating
System (SSRS-P) (Gresham & Elliott, 1990). Ratings are given on a 4-point scale ranging
from O (never) to 4 (very often). The SSRS-P consists of four subscales: Cooperation (a
sample item is: “Helps you with household without being asked.”), Assertion (“Starts
conversation without rather than waiting for others to talk first.”), Self-control (“Ends
disagreements with you calmly.”) and Responsibility (“Requests permission before leaving
the house.”) The SSRS is a widely used instrument with good reliability and validity across
different samples (Gresham & Elliott, 1990; Merrell, 2001). Cronbach’s alphas were .89, .93

and .93 at T1 through T3, respectively.

Student-Teacher Relationship. The conflict subscale of the Student-Teacher
Relationship Scale (STRS) (Pianta, 2001) was used to measure child-teacher relationships at
preschool, at first and at third grade on a 5-point Likert-type scale ranging from 1 “definitely
does not aplly” to 5 “definitely applies”. Conflict scale (12 items) provides teacher perceived
negativity within the relationship with the child (Jerome et al., 2008). A sample item is: “This
child and I always seem to be struggling with each other.” Cronbach’s alphas were .77, .82

and .80 at T1 through T3, respectively.

Child, family and teacher covariates. For children’s characteristics, we included gender
and language ability at T1 using a Norwegian adaptation of The Peabody Picture Vocabulary
Test (10 items) (PPVTIII) ((Dunn & Dunn, 1997) with Cronbach’s alpha = .98. We also
controlled for temperament, including measures of negative affectivity, effortfull control and
surgency. These measures were reported by parents at both T1 and T2 using the Children’s
Behaviour Questionnaire (CBQ) for children 3-7 years of age (Rothbart, Ahadi, Hershey, &
Fisher, 2001), with Cronbach’s alpha = .88, .85 and .92, respectively, at T1, and .82, .85 and

.78, respectively, at T2. On the family level, covariates included level of T1 maternal
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education in 5 categories (lower secondary, upper secondary, vocational school, college,
university) and parental depression, assessed at both T1 and T2 using the Beck Depression
Inventory —I1 (21 items) (BDI-I1) (Beck, Steer, & Brown, 1996; McCartney et al., 2010) with
Cronbach’s alpha = .89 at T1 and .90 at T2. Teacher related variables were controlled for
from T1 through T3 and included years of teaching experience and level of education in 5

categories.

Statistics

We applied structural equations modelling (SEM) using Mplus (Muthén & Muthén,
2008), employing maximum likelihood estimation with robust standard errors. Since the
sample was stratified at screening, analyses were weighted proportionally to the inverse of the
probability of selection of each participating child. Missing data were handled with full
information maximum likelihood estimation (FIML). In sum, this provided unbiased

population estimates.

Analytically, we first assessed reciprocal relations between observed variables (student-
teacher conflict and social skills, and student-teacher conflict and externalizing behavior) and
stability in these variables at T1, T2 and T3 in two separate auto-regressive cross-lagged
models, while controlling for covariates. A schematic model is presented in Figure 1. Second,
we employed all three measures (student-teacher conflict, children’s externalizing behavior
and social skills) at T1 through T3 in one auto-regressive cross-lagged model. A schema of
this theoretical model is presented in Figure 2. Comparison of the magnitude of effects
between parent and teacher reports was tested by corrected chi-square difference test (Satorra
& Bentler, 2001) comparing model fit with or without equality constraints in regression
estimates. Indirect effects were computed using the delta method. Furthermore, we tested

whether the bidirectional associations between the measures were moderated by gender by
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means of a multi-group analysis, with significance levels of differences in paths tested by
constraining one path at a time. Comparison of the differences between models was based on

the corrected chi-square difference test (Satorra & Bentler, 2001).

Adjustment for control variables in the models was done by including covariates as a
set of mutually correlated variables, which influenced components of all paths from T1 to T2
and from T2 to T3. More specifically, all T2 outcomes were regressed on following covariates
measured at T1: gender, language ability, negative affectivity, effortful control, surgency,
maternal education, parental depression. In addition, all three T2 teacher reported outcomes
were also regressed on years of teaching and teacher's level of education — both of these
covariates were assessed at T1 as well as at T2. T3 outcomes were regressed on T1 covariates
(gender, language ability, maternal education) and T2 covariates (negative affectivity,
effortful control, surgency, parental depression). In addition, all three T3 teacher reported
outcomes were also regressed on years of teaching and teacher's level of education — assessed
at T2 as well as at T3. All three T1 teacher reported measures were also regressed on T1 years
of teaching and teacher's education. The respective “teacher” covariates were also regressed

on each other (T2 on T1 and T3 on T2).

Results

Descriptive statistics and correlations between the variables

Descriptive statistics for all main variables is presented in Table 1 and correlations
between the study variables are reported in Table 2. All variables were significantly correlated
with each other, except for parent reported social skills at T1 and student- teacher conflict at
T3. Stability coefficients for T1- T2 and for T2-T3 were .29 and .53, respectively, for conflict,

.32 and .60, respectively, for teacher-rated social skills, .64 and .69, respectively, for parent-
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rated social skills, .47 and .62, respectively, for teacher-rated externalizing behavior and .60

and .64, respectively, for parent-rated externalizing behavior.

Conflict and social skills

In the first model (Figure 3), we observed small, but significant negative effects of
conflict on later social skills (both parent and teacher reported). These associations were in
effect from preschool to first grade as well as from first grade to third grade. Social skills in
first grade (teacher reported) were also negatively associated with third grade conflict.
Therefore, the model provided evidence for reciprocal relations between student-teacher
conflict and (teacher reported) social skills from first to third grade, although the size of the
associations was small. The fit of the model was good, with y? (129) = 228.10, p = .00,

RMSEA = .03, SRMR = .04, CFI = .95, TLI = .91.

Conflict and externalizing behavior

In the second model (Figure 4), student-teacher conflict predicted externalizing
behavior in first grade age (both parent and teacher reported), but no significant associations
were observed between first grade conflict and third grade externalizing behavior. Teacher
reported externalizing behavior (but not parent reported) was predictive of later student-
teacher conflict, both from preschool to first grade as well as from first grade to third grade.
Thus, this model demonstrated reciprocal relations between student-teacher conflict and
teacher reported externalizing behavior, this time from preschool to third grade. The fit of the
model was good, with y? (129) = 334.18, p = .00, RMSEA = .04, SRMR = .04, CFl = .93, TLI

= .86.

Conflict, social skills and externalizing behavior
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When including both externalizing behavior and social skills in the final model (Figure
5), social skills were not significantly predictive of student-teacher conflict, whereas teacher
reported externalizing behavior predicted increased levels conflict in first grade and in third
grade. All paths from conflict to social skills were non-significant, except from the small
effect of first grade conflict on parent reported social skills in third grade age. Preschool

conflict predicted first grade externalizing behavior, both parent and teacher reported.

With regard to mutual relations between externalizing behavior and social skills:
Parent rated externalizing behavior was a significant predictor of parent reported social skills
across both time periods. First grade teacher reported extrenalizing behavior also predicted
third grade teacher reported social skills. The only significant effect of social skills was
observed from preschool teacher reported skills to parent reported externalizing behavior in
first grade age. The fit of the model was good, with y? (193) = 462.28, p = .00, RMSEA = .04,

SRMR = .04, CFIl = .94, TLI = .88.

In respect to our hypothesis of transactional relations, indirect effect for the only
emerging pathway including significant paths from preschool conflict through T2 teacher
reported externalizing behavior on third grade conflict was computed ( = .05, 95 % CI [.00,

10]).

Gender moderation

In the final model, effect of teacher-rated externalizing behavior at T2 and the effect of
T2 conflict on subsequent conflict with teacher was moderated by gender (x> = 10 (2), p <
.01). The standardized path coefficient of T2 externalizing behavior on T3 conflict was =
44,95 % ClI [.24, .63] for girlsand f=.19, 95 % CI [.00, .38] for boys. The standardized
path coefficient of T2 conflict on T3 conflict was = .15, 95 % CI [-.00, .31] for girls and B

=.43,95 % CI [.25, .61] for boys. The fit of the constrained model was: x?(380) =717.11, p
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= .00, RMSEA = .04, SRMR = .05, CFI = .93, TLI = .86. The fit of the unconstrained model

was: x?(378) =707.66, p = .00, RMSEA = .04, SRMR = .05, CFI = .93, TLI = .86.

Discussion

In two separate models, bidirectional relations were revealed between student-teacher
conflict and teacher-reported children’s social skills from first grade to third grade, and
between student-teacher conflict and teacher reported externalizing behavior between
preschool and first grade, respectively. However, findings from model including both social
skills and externalizing behavior suggest that the effects of children’s characteristics on
teacher-child conflict are mainly driven by children’s externalizing behavior, and not by
social skills. In other words, aggression and rule-breaking behavior seem to be more
important contributors to forming conflicted teacher-student relationships rather than the lack
of cooperation or sociability. Our findings are consistent with previous research, in which
children’s antisocial, but not prosocial behavior predicted student-teacher conflict (Birch &
Ladd, 1998; Hamre, Pianta, Downer, & Mashburn, 2008; Howes, 2000). Possibly,
externalizing behavior disrupts teaching and may affect the whole class and thereby lead to
more conflicts with teacher who may resort to ineffective disciplining. To speculate, lack of
social competence may have detrimental consequences for peer and teacher-relationships, but
not necessarily lead to more conflict, especially when covarying externalizing behavior is
taken into account. However, since the current measurements were conducted at only three
time points, we cannot fully preclude the possibility that social skills might prove an
important predictor of student-teacher relationship later on. Our findings also correspond with
previous research ascertaining that children’s externalizing behavior affects the quality of
student-teacher relationships (Nurmi, 2012), whilst they also provide evidence that this

process of influence happens repeatedly at two different time points. Adjustment for a range
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of control variables which could have possibly distorted the examined associations suggest

that our findings were robust to other alternative explanations.

Our finding of student-teacher conflict predicting parent rated externalizing behavior
in first grade and parent rated social skills in third grade contributes to prior evidence on
student-teacher relationship impacting on children’s competence outside of school (Zhang &
Nurmi, 2012). The finding of student-teacher conflict predicting first grade externalizing
behavior complies with previous research (e.g. Doumen et al., 2008; Silver et al., 2005;
Silver, Measelle, Armstrong, & Essex, 2010). Moreover, the results showed that in the
transition from preschool to school, student —teacher conflict was a more important predictor
of externalizing behavior than social skills. However, the fact that conflict in first grade did
not predict third grade externalizing behavior, but was a significant predictor of third grade
social skills was unexpected. We can only speculate about the possibility that the effect of
conflict on third grade behavior could be non-significant due to higher stability of teacher-
rated externalizing behavior from first to third grade, than across the transition from preschool
to school. The diverse effects of conflict observed across two time periods might also suggest
that children of school age involved in conflicted interactions with their teachers might be
more prone to translate such experience into maladaptive social interactions when dealing
with their parents, - by for example being less cooperative -, but not necessarily resort to

aggression or other forms of externalizing behavior, as was the case in younger ages.

Regarding relations between externalizing behavior and social skills, we found support
for pathways of both directions. Parent rated externalizing behavior predicted parent rated
social skills from preschool to first grade and from first grade to third grade, while this type of
relation (externalizing behavior — later social skills link) in respect to teacher reports proved

significant only with regard to first grade externalizing behavior and third grade social skills.
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Conversely, the only effect in the opposite direction was observed in preschool teacher-rated
social skills predicting parent-rated externalizing behavior in first grade age. Taken together,
it seems that the pathway from externalizing behavior to later social skills is more likely to be
observed than the other way round — a finding which is in compliance with previous research
(Burt & Roisman , 2010; Chen et al., 2010; Keane & Calkins, 2004; Mesman et al., 2001).
Childrens externalizing behavior may be met with negative responses from peers and adults,
such as aggression, coercion (Patterson, 1986) or rejection (Stenseng et al., 2014).Thus,
children high in externalizing behavior will have less oportunities to practise social skills and
to learn by modelling from socially approriate interactions, leading to a less favorable
development of social skills. For example, less socially competent children may retaliate
against aggressive children , thus modelling aggressive behavior as a means to cope with
conflictual situations, and not more socially competent means such as by negotiating or being
assertive in a non-aggressive manner. Irrespective of being met with coercion or rejection,
children high in externalizing behavior may be deprived of the neccessary learning and

practising of socially competent behavior.

Our hypotheses of transactional relations between student-teacher conflict and
children’s functioning was not confirmed. Although bidirectional relations between teacher
rated externalizing behavior and conflict were observed, the indirect effect of preschool
conflict on third grade conflict through first grade externalizing behavior was bordering

significance.

Gender Moderation

We also examined whether the reported associations were different for boys and girls.
The effect of children’s externalizing behavior in first grade on third grade student-teacher

conflict was stronger for girls than for boys, combined with higher stability in conflict for
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boys. We had no other research to compare the results with, other than that boys often
experience more conflict with teachers than girls (Jerome et al., 2009; Stipek & Miles, 2008)
and that boys are reported to have higher levels of externalizing behavior (Silver et al., 2005;
Stipek & Miles, 2008). In light of these observations, our finding for first grade girls is a little
bit puzzling. Scholars have previously suggested, and found support for, a gender paradox
with respect to mental health problems, including behavioral problems, stating that the sex
least frequently afflicted by a disorder is the one relatively more severely affected (Storvoll &
Wichstrgm, 2002; Taylor & Ounsted, 1972). We can speculate that externalizing behavior in
first grade girls is much less expected and perhaps tolerated by teachers than in boys. It is
viable that teachers may want to control such behavior in girls to a greater extent, thereby
running the risk of becoming entrenched on coercive cycles leading teachers to perceive the

relationship as more conflictual.

Limitations and Theoretical Implications

Although the present study had many strengths including a large sample and availability
of both teacher and parent reports and measures of externalizing behavior as well as social
skills, the results should be interpreted in light of several limitations. Selective drop-out could
have somewhat distorted the results. All measures were assessed through self-reports,
however, observed interactions (at school and at home) or student reports might yield
different results. Although we adjusted for several likely candidates for producing spurious
relationship, we cannot of course rule out that unmeasured third variables could have
influenced the results. These factors include family, preschool as well as school based factors
(O'Connor, 2010), e.g. teacher self-efficacy (O'Connor, 2010), classroom size and child care
and classroom environment (O'Connor, 2010; Pianta, 1999; Sabol & Pianta, 2012). Future

research could explore such possibilities.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 24

Our findings supported the hypothesis of bidirectional relations between child teacher-
conflict and children’s adjustment. However, there is limited evidence about reciprocal effects
between student-teacher closeness and children’s development (Zhang & Nurmi, 2012).
Future research might examine such bidirectional effects in respect to closeness, but could

also extend the inquiry onto other developmental domains, such as school achievement.

Conclusion

This study provided evidence for reciprocal relations between student-teacher conflict
and externalizing behavior between preschool and first grade. Furthermore, findings of the
present study suggested that externalizing behavior is a stronger predictor of conflicted
student-teacher relationship than children’s social skills. Student-teacher conflict, on the other
hand, affected first grade externalizing behavior as well as third grade social skills. Relations
between externalizing behavior and social skills were observed in both directions, however
more support was found for externalizing behavior impacts on later social skills. Altogether,
our findings underscore the prominent role which externalizing behavior plays in forming low

quality relationships and social skills deficits.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 25

References

Achenbach, T. M., & Rescorla, L. (2000). Manual for the ASEBA preschool forms and
profiles. Burlington, VT: University of Vermont.

Baker, J. A. (2006). Contributions of teacher—child relationships to positive school adjustment
during elementary school. Journal of School Psychology, 44(3), 211-229. doi:
10.1016/j.jsp.2006.02.002

Bates, J. E., Bayles, K., Bennett, D. S., Ridge, B., & Brown, M. M. (1991). Origins of
externalizing behavior problems at eight years of age. The development and treatment
of childhood aggression, 17, 93-120.

Beck, A., Steer, R., & Brown, G. (1996). BDI-I1I, Beck depression inventory: manual:
Psychological Corp. San Antonio, TX.

Bell, R. Q. (1968). A reinterpretation of the direction of effects in studies of socialization.
Psychological review, 75(2), 81.

Berry, D., & O'Connor, E. (2010). Behavioral risk, teacher—child relationships, and social
skill development across middle childhood: A child-by-environment analysis of
change. Journal of Applied Developmental Psychology, 31(1), 1-14.

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.

Birch, S. H., & Ladd, G. W. (1998). Children's interpersonal behaviors and the teacher—child
relationship. Developmental Psychology, 34(5), 934-946. doi: 10.1037/0012-
1649.34.5.934

Blandon, A. Y., Calkins, S. D., Grimm, K. J., Keane, S. P., & O'Brien, M. (2010). Testing a
developmental cascade model of emotional and social competence and early peer

acceptance. Development and Psychopathology, 22(04), 737-748.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 26

Bornstein, M. H., Hahn, C.-S., & Haynes, O. M. (2010). Social competence, externalizing,
and internalizing behavioral adjustment from early childhood through early
adolescence: Developmental cascades. Development and Psychopathology, 22(04),
717-735.

Bronfenbrenner, U., & Morris, P. A. (1998). The ecology of developmental processes. In W.
D. R. M. Lerner (Ed.), Handbook of child psychology: Volume 1: Theoretical models
of human development (5th ed.) (pp. 993-1028). Hoboken, NJ, US: John Wiley &
Sons Inc.

Bukowski, W. M., & Newcomb, A. F. (1984). Stability and determinants of sociometric status
and friendship choice: A longitudinal perspective. Developmental Psychology, 20(5),
941.

Burgess, K. B., Wojslawowicz, J. C., Rubin, K. H., Rose-Krasnor, L., & Booth-LaForce, C.
(2006). Social information processing and coping strategies of shy/withdrawn and
aggressive children: Does friendship matter? Child Development, 77(2), 371-383.

Burt, K. B., Obradovi¢, J., Long, J. D., & Masten, A. S. (2008). The interplay of social
competence and psychopathology over 20 years: Testing transactional and cascade
models. Child Development, 79(2), 359-374.

Burt, K. B., & Roisman, G. I. (2010). Competence and psychopathology: Cascade effects in
the NICHD study of early child care and youth development. Development and
Psychopathology, 22(03), 557-567.

Buyse, E., Verschueren, K., Doumen, S., Van Damme, J., & Maes, F. (2008). Classroom
problem behavior and teacher-child relationships in kindergarten: The moderating role
of classroom climate. Journal of School Psychology, 46(4), 367-391. doi:

10.1016/j.jsp.2007.06.009



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 27

Chen, X., Huang, X., Chang, L., Wang, L., & Li, D. (2010). Aggression, social competence,
and academic achievement in Chinese children: A 5-year longitudinal study.
Development and Psychopathology, 22(03), 583-592.

Davis, H. A. (2003). Conceptualizing the role and influence of student-teacher relationships
on children’s social and cognitive development. Educational Psychologist, 38(4), 207-
234.

Doumen, S., Verschueren, K., Buyse, E., Germeijs, V., Luyckx, K., & Soenens, B. (2008).
Reciprocal relations between teacher—child conflict and aggressive behavior in
kindergarten: A three-wave longitudinal study. Journal of Clinical Child & Adolescent
Psychology, 37(3), 588-599.

Dunn, L. M., & Dunn, L. M. (1997). Examiner&s manual for the PPVT-III peabody picture
vocabulary test: AGS.

Dubow, E. F., Tisak, J., Causey, D., Hryshko, A., & Reid, G. (1991). A two-year longitudinal
study of stressful life events, social support, and social problem-solving skills:
Contributions to children's behavioral and academic adjustment. Child Development,
62(3), 583-599.

Eisenberg, N., Cumberland, A., Spinrad, T. L., Fabes, R. A., Shepard, S. A., Reiser, M., . ..
Gutbhrie, 1. K. (2001). The relations of regulation and emotionality to children's
externalizing and internalizing problem behavior. Child Development, 72(4), 1112-
1134.

Ewing, A. R., & Taylor, A. R. (2009). The role of child gender and ethnicity in teacher—child
relationship quality and children's behavioral adjustment in preschool. Early
Childhood Research Quarterly, 24(1), 92-105.

Goodman, R. (1997). The Strengths and Difficulties Questionnaire: a research note. Journal

of Child Psychology and Psychiatry, 38(5), 581-586.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 28

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

Hamre, B. K., & Pianta, R. C. (2001). Early teacher—child relationships and the trajectory of
children's school outcomes through eighth grade. Child Development, 72(2), 625-638.

Hamre, B. K., & Pianta, R. C. (2005). Can instructional and emotional support in the first-
grade classroom make a difference for children at risk of school failure? Child
Development, 76(5), 949-967.

Hamre, B. K., Pianta, R. C., Downer, J. T., & Mashburn, A. J. (2008). Teachers' perceptions
of conflict with young students: Looking beyond problem behaviors. Social
Development, 17(1), 115-136.

Howes, C. (2000). Social-emotional classroom climate in child care, child-teacher
relationships and children’s second grade peer relations. Social Development, 9(2),
191-204.

Howes, C., Hamilton, C. E., & Matheson, C. C. (1994). Children's Relationships with Peers:
Differential Associations with Aspects of the Teacher-Child Relationship. Child
Development, 65(1), 253-263.

Howes, C., Phillipsen, L. C., & Peisner-Feinberg, E. (2000). The consistency of perceived
teacher—child relationships between preschool and kindergarten. Journal of School
Psychology, 38(2), 113-132.

Jerome, E. M., Hamre, B. K., & Pianta, R. C. (2009). Teacher—Child Relationships from
Kindergarten to Sixth Grade: Early Childhood Predictors of Teacher-perceived
Conflict and Closeness. Social Development, 18(4), 915-945.

Keane, S. P., & Calkins, S. D. (2004). Predicting kindergarten peer social status from toddler
and preschool problem behavior. Journal of Abnormal Child Psychology, 32(4), 409-

423.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 29

Koepke, M. F., & Harkins, D. A. (2008). Conflict in the Classroom: Gender Differences in the
Teacher—Child Relationship. Early Education & Development, 19(6), 843-864. doi:
10.1080/10409280802516108

Kouros, C. D., Cummings, E. M., & Davies, P. T. (2010). Early trajectories of interparental
conflict and externalizing problems as predictors of social competence in
preadolescence. Development and Psychopathology, 22(03), 527-537.

Kuklinski, M., & Weinstein, R. (2000). Classroom and grade level differences in the stability
of teacher expectations and perceived differential teacher treatment. Learning
Environments Research, 3(1), 1-34.

Ladd, G. W., Birch, S. H., & Buhs, E. S. (1999). Children's social and scholastic lives in
kindergarten: Related spheres of influence? Child Development, 70(6), 1373-1400.

Ladd, G. W., Herald, S. L., & Kochel, K. P. (2006). School readiness: Are there social
prerequisites? Early Education and Development, 17(1), 115-150.

Lane, K. L., Givner, C. C., & Pierson, M. R. (2004). Teacher Expectations of Student
Behavior Social Skills Necessary for Success in Elementary School Classrooms. The
Journal of Special Education, 38(2), 104-110.

Lapointe, J. (2003). Teacher-student conflict and misbehavior: Toward a model of the
extended symmetrical escalation. Journal of Classroom Interaction, 38(2), 11-16.

Maldonado-Carrefio, C., & Votruba-Drzal, E. (2011). Teacher—Child Relationships and the
Development of Academic and Behavioral Skills During Elementary School: A
Within-and Between-Child Analysis. Child Development, 82(2), 601-616.

MccCartney, K., Burchinal, M., Clarke-Stewart, A., Bub, K. L., Owen, M. T., & Belsky, J.
(2010). Testing a series of causal propositions relating time in child care to children’s

externalizing behavior. Developmental Psychology, 46(1), 1.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 30

Merrell, K. W. (2001). Assessment of children's social skills: Recent developments, best
practices, and new directions. Exceptionality, 9(1-2), 3-18.

Mesman, J., Bongers, I. L., & Koot, H. M. (2001). Preschool developmental pathways to
preadolescent internalizing and externalizing problems. Journal of Child Psychology
and Psychiatry, 42(5), 679-689.

Muthén, L. K., & Muthén, B. O. (2008). Mplus (Version 5.1). Muthen & Muthen, Los Angles.

Myers, S. S., & Pianta, R. C. (2008). Developmental commentary: Individual and contextual
influences on student—teacher relationships and children's early problem behaviors.
Journal of Clinical Child & Adolescent Psychology, 37(3), 600-608.

Nurmi, J.-E. (2012). Students’ characteristics and teacher—child relationships in instruction: A
meta-analysis. Educational Research Review(0). doi: 10.1016/j.edurev.2012.03.001

O'Connor, E. (2010). Teacher—child relationships as dynamic systems. Journal of School
Psychology, 48(3), 187-218.

O'Connor, E., & McCartney, K. (2006). Testing associations between young children's
relationships with mothers and teachers. Journal of Educational Psychology, 98(1),
87.

O’Connor, E. E., Dearing, E., & Collins, B. A. (2011). Teacher-Child Relationship and
Behavior Problem Trajectories in Elementary School. American Educational Research
Journal, 48(1), 120-162. doi: 10.3102/0002831210365008

Patterson, G. R. (1986). Performance models for antisocial boys. American Psychologist,
41(4), 432.

Patterson, G. R., Reid, J. B., & Dishion, T. J. (1992). Antisocial boys: A social interactional

approach. Eugene, OR: Castalia.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 31

Pianta, R. C. (1999). Enhancing relationships between children and teachers: American
Psychological Association.

Pianta, R. C. (2001). STRS: Student-Teacher Relationship Scale: Professional manual:
Psychological Assessment Resources.

Pianta, R. C., & Stuhlman, M. W. (2004). Teacher-child relationships and children's success
in the first years of school. School Psychology Review.

Pianta, R. C., & Walsh, D. J. (1996). High-risk children in schools: Constructing sustaining
relationships: Psychology Press.

Rimm-Kaufman, S. E., & Pianta, R. C. (2000). An ecological perspective on the transition to
kindergarten: A theoretical framework to guide empirical research. Journal of Applied
Developmental Psychology, 21(5), 491-511.

Rothbart, M. K., Ahadi, S. A., Hershey, K. L., & Fisher, P. (2001). Investigations of
temperament at three to seven years: The Children's Behavior Questionnaire. Child
Development, 72(5), 1394-1408.

Rubin, K. H., & Coplan, R. J. (2004). Paying attention to and not neglecting social
withdrawal and social isolation. Merrill-Palmer Quarterly, 50(4), 506-534.

Rudasill, K. M., Reio Jr, T. G., Stipanovic, N., & Taylor, J. E. (2010). A longitudinal study of
student-teacher relationship quality, difficult temperament, and risky behavior from
childhood to early adolescence. Journal of School Psychology, 48(5), 389-412.

Rudasill, K. M., & Rimm-Kaufman, S. E. (2009). Teacher—child relationship quality: The
roles of child temperament and teacher—child interactions. Early Childhood Research
Quarterly, 24(2), 107-120. doi: 10.1016/j.ecresq.2008.12.003

Sabol, T. J., & Pianta, R. C. (2012). Recent trends in research on teacher—child relationships.
Attachment & Human Development, 14(3), 213-231. doi:

10.1080/14616734.2012.672262



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 32

Sameroff, A. (1975). Transactional models in early social relations. Human
development,18,65-79.

Sameroff, A. (2009). The transactional model of development: how children and contexts
shape each other. Washington, D.C.: American Psychological Association.

Sameroff, A. J., & Mackenzie, M. J. (2003). Research strategies for capturing transactional
models of development: The limits of the possible. Development and
Psychopathology, 15(03), 613-640. doi: doi:10.1017/S0954579403000312

Satorra, A., & Bentler, P. (2001). A scaled difference chi-square test statistic for moment
structure analysis. Psychometrika, 66(4), 507-514. doi: 10.1007/bf02296192

Silver, R. B., Measelle, J. R., Armstrong, J. M., & Essex, M. J. (2005). Trajectories of
classroom externalizing behavior: Contributions of child characteristics, family
characteristics, and the teacher—child relationship during the school transition. Journal
of School Psychology, 43(1), 39-60.

Silver, R. B., Measelle, J. R., Armstrong, J. M., & Essex, M. J. (2010). The impact of parents,
child care providers, teachers, and peers on early externalizing trajectories. Journal of
School Psychology, 48(6), 555-583.

Stenseng, F., Belsky, J., Skalicka, V., & Wichstrgm, L. (2014). Preschool Social Exclusion,
Aggression, and Cooperation A Longitudinal Evaluation of the Need-to-Belong and
the Social-Reconnection Hypotheses. Personality and social psychology bulletin,
0146167214554591

Stipek, D., & Miles, S. (2008). Effects of aggression on achievement: Does conflict with the
teacher make it worse? Child Development, 79(6), 1721-1735.

Storvoll, E. E., & Wichstrem, L. (2002). Do the risk factors associated with conduct problems

in adolescents vary according to gender? Journal of adolescence, 25(2), 183-202.



RECIPROCAL RELATIONS AND STUDENT-TEACHER
CONFLICT 33

Sutherland, K. S., & Oswald, D. P. (2005). The Relationship Between Teacher and Student
Behavior in Classrooms for Students with Emotional and Behavioral Disorders:
Transactional Processes, Editorial. Journal of Child & Family Studies, pp. 1-14.
Retrieved from
http://search.ebscohost.com/login.aspx?direct=true&db=pbh&AN=16183652&site=eh
ost-live

Taylor, D. C., & Ounsted, C. (1972). The nature of gender differences explored through
ontogenetic analyses of sex ratios in disease. Gender differences: Their ontogeny and
significance, 215-240.

Vitaro, F., Gagnon, C., & Tremblay, R. E. (1990). Predicting stable peer rejection from

kindergarten to grade one. Journal of Clinical Child Psychology, 19(3), 257-264.

Webster-Stratton, C., Reid, J., & Hammond, M. (2001). Social skills and problem-solving
training for children with early-onset conduct problems: Who benefits? Journal of

Child Psychology and Psychiatry, 42(07), 943-952.

Wichstrgm, L., Berg-Nielsen, T. S., Angold, A., Egger, H. L., Solheim, E., & Sveen, T. H.
(2012). Prevalence of psychiatric disorders in preschoolers. Journal of Child
Psychology and Psychiatry, 53(6), 695-705.

Zhang, X., & Nurmi, J.-E. (2012). Teacher—child relationships and social competence: A two-
year longitudinal study of Chinese preschoolers. Journal of Applied Developmental
Psychology, 33(3), 125-135.

Zhang, X., & Sun, J. (2011). The Reciprocal Relations Between Teachers’ Perceptions of
Children's Behavior Problems and Teacher—Child Relationships in the First Preschool

Year. The Journal of genetic psychology, 172(2), 176-198.



RECIPROCAL RELATIONS AND STUDENT-TEACHER

CONFLICT

Table 1

Descriptive statistics

Inhlflogr']‘;i' MIN | MAX | M SD
Conflict T1 12-60 12 45 17.88 4.70
Conflict T2 12-60 12 46 18.02 4.86
Conflict T3 12-60 12 49 17.68 4.53
Social skills Teacher T1 0-120 17 88 56.62 12.45
Social skills Teacher T2 0-120 18 87 56.94 13.41
Social skills Teacher T3 0-120 24 90 60.08 13.91
Social skills Parent T1 0-156 24 73 48.75 8.26
Social skills Parent T2 0-156 28 113 71.93 13.13
Social skills Parent T3 0-156 29 120 76.56 13.97
Behaviora) problems 0-64 0 | 50 | 668 | 907
Behavioral problems 0-64 0 | 34 | 2903 | 558
Behavioral problems 0-64 0 | 38 | 238 | 514
Ej:‘;‘{i%a' problems 0-50 0 3B | 712 | 6.17
pehavigral problems 0-70 0 | 30 | 393 | 454
Behavioral problems 0-70 0 24 3.15 391

Parent T3

34
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Table 2 Correlations between the main variables
1 2 3 4 5 6 7 8 9 10 11 12 13 14
1. Conflict T1
2. Conflict T2 0.29**
3. Conflict T3 0.27** | 0.53**
4, Social skills
Teacher T1 047+ | 0227 | 0.24*
5. Social skills
Torhar o 0.22%% | -0.40%* | -0.30%* | 0.32%*
6. Social skills N oakk | ANk | 0 AQuk o o
Toscharta 0.23 0.40 0.49 0.34 0.60
7. Externalizing
boravior Teathor T1 0.66™* | 0.33%* | 0.20%* | -0.61%* | -0.33** | -0.36%*
bofravior Toacter T2 0.36 0.75 0.54 0.32 -0.52 -0.48 0.47
9. Externalizing 0.36%* | 052%* | 0.73%* | -0.33%* | -0.32%% | -053% | 0.44* | 0.62%*
behavior Teacher T3
10. Social skills 0.10%* | 0.11** 0.06 21% | 0.18* | 0.13** | -0.18* | -0.14** | -0.09*
Parent T1
11. Social skills 0.14% | 0.13* | 0.10% | 024%* | 026* | 0.22** | -0.21** | -0.19%* | -0.13** | 0.64**
Parent T2
12. Sacial skills 0.13% | 0.19%* | 0.17* | 0.20%* | 0.23* | 0.26%* | -0.20%* | -0.20%* | -0.19%* | 0.53** | 0.69**
Parent T3
13, Externalizing 021% | 0.45%* | 0.19%* | -0.19%* | -0.18%* | -0.20%* | 0.29%* | 0.23** | 0.23* | -0.42** | -038* | -0.38**
behavior Parent T1
14, Externalizing 0.25%% | 0.32%% | 0.28% | -0.28%* | -0.30%* | -0.20%* | 031** | 0.45% | 0.36** | -027** | -042** | -041** | 0.60**
behavior Parent T2
15. Extemalizing 0.30%% | 0.24%% | 020% | -0.26% | -021% | -026% | 0.27%% | 032%% | 041% | -0.23% | -0.20%* | -0.40%* | 0.49%* | 0.64%*

behavior Parent T3
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T1: Children’s T2: Children’s - T3: Children’s
functioning (Parent) functioning (Parent) “| functioning (Parent)
T1: Teacher-Child T2: Teacher-Child | T3: Teacher-Child
Conflict > Conflict Z Conflict
T1: Children’s | T2:children's | T3:Schildren’s
functioning (Teacher) “Functioning (Teacher) ’Ifunctioning (Teacher)

Figure 1.Theoretical model representing the cross-lagged effects between student-teacher conflict and parent- and teacher-rated children’s
functioning (representing either externalizing behavior or social skills), and correlations between the measures. From preschool (T1) to first
grade (T2) and from first grade to third grade (T3). Paths depicting correlations between variables at T2 and T3 were left out for sake of

simplicity.
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T1: Externalizing
behavior(Parent)

T2: Externalizing

behavior(Parent)
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T3: Externalizing
behavior(Parent)

T1: Social Skills
(Parent)

T2: Social Skills
(Parent)

T1: Conflict

T3: Social Skills
(Parent)

T2: Conflict

T1: Social Skills
(Teacher)

T3: Conflict

T2: Social Skills
(Teacher)

\

T1: Externalizing
behavior (Teacher)

T3: Social Skills
(Teacher)

T2: Externalizing
behavior (Teacher)

T3: Externalizing
behavior (Teacher)

Figure 2. Theoretical model representing the cross-lagged effects between student-teacher conflict and parent- and teacher-rated externalizing
behavior and social skills, and correlations between the measures. From preschool (T1) to first grade (T2) and from first grade to third grade

(T3). Paths depicting correlations between variables at T2 and T3 were left out for sake of simplicity.
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13
[.06, .19]

38
T1: Social Skills 52[.45,.59] | T12: Social Skills 61[.55,.68] | T3: Social Skills
(Parent) (Parent) - (Parent)

13 [.04, .21]
-.02 [-.10, .05] -.04[-.11,.04] -.04[-.12, .04
-.10[-.16, -.04] 210 [-.15, -.04] | |

T1: Teacher-Child

T2: Teacher-Child

i > Conflict > :
Conflict 19,05, 32] .36, 59] Conflict
10 [-.19, -.01] -09[-17,-.00]
-.42 [-.47, -.36] - 2y - -.32[-.39, -.25']/ el 06i.30 [-.38,-.23
T1: Social Skills | T2:social Skills | T3: Social Skills
(Teacher) 21[.13, .29] ” (Teacher) 49 (.41, 57] | (Teacher)

T3: Teacher-Child

ZN

11
[.02,.19]

Figure 3.Reciprocal relations between student-teacher conflict and parent- and teacher-rated social skills from preschool (T1) to first grade (T2)

and from first grade to third grade (T3), adjusted for covariates. Note. Standardized coefficients with 95 % confidence intervals. Only significant

predicative paths are depicted.
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[.07,.22]

T1: Externalized

Behavior (Parent)

141.07, .21]

T1: Teacher-Child
Conflict

.16 [.04, .28]

.62[.57, .68]

T1: Externalized
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52[.42,.62] T2: Externalized .54 [.46, .62] .| T3: Externalized
Behavior (Parent) Behavior (Parent)
.18 [.06, .30 25[.13, .37 111.02,.
151,07, 24] [ ] [ ] 11[.02, .21]

T2: Teacher-Child

Conflict

14 .04, .24]

681[.62,.73]

Behavior (Teacher)

28[.16, .40]

T2: Externalized

31|19, .43]

T3: Teacher-Child
Conflict

31[.18, .45]

.55 [.44, .66]

Behavior (Teacher)

51[.38,.64]

Behavior (Teacher)

T3: Externalized

23
[.12, .35]

Figure 4.Reciprocal relations between student-teacher conflict and parent- and teacher-rated externalizing behavior from preschool (T1) to first

grade (T2) and from first grade to third grade (T3), adjusted for covariates. Note. Standardized coefficients with 95 % confidence intervals. Only

significant paths are depicted.
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T1: Externalizing

behavior(Parent)

T1: Social Skills
(Parent)

.111[.02, .20]

T1: Conflict

.151[.03, .28]

51[.42, .61]

T2: Externalizing

.51[.44/ .58

T1: Social Skills
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T3: Externalizing
behavior(Parent)

(Teacher)

T1: Externalizing

behavior(Parent) | 54[.45, 62]
-10[-.16, -.03]
-09[-.17,-.01] -12[-.20, -.05]
T2: Social Skills T3: Social Skills
(Parent) 58[.51, .65] (Parent)
~.08[-.16, -.00]
T2: Conflict T3: Conflict
31[.18, .43]
14[.03, .25] 31[.17, .45]
T2: Social Skills T3: Social Skills
(Teacher) (Teacher)
~17[-.27,-.07]

behavior (Teacher)

29 [.16, .42]

T2: Externalizing

behavior (Teacher)

.52[.39, .65]

T3: Externalizing
behavior (Teacher)

Figure 5.Reciprocal relations between student-teacher conflict and parent- and teacher-rated

social skills and parent-and teacher-rated externalizing behavior from preschool (T1) to first

grade (T2) and from first grade to third grade (T3), adjusted for covariates. Note. Standardized

coefficients with 95 % confidence intervals. Only significant paths are depicted. Pathways

depicting correlations between variables were left out for sake of simplicity.




