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Abstract

The development and implementation of instruments with high psychometric standards for the assessment
and monitoring of socio-emotional skills is considered an important step in the agenda for their promotion in
educational contexts. This article describes the process behind the development and validation of a large-scale
assessment instrument of socio-emotional skills — including interpersonal and intrapersonal skills and aspects
related to motivation and self-regulation —, for sixth grade primary school-children in Uruguay. We present results
regarding factor structure and internal consistency obtained in throughout three studies. We conclude that the final
instrument presents proper psychometric qualities, including evidence of convergent validity. Nonetheless, it is recognized
that the development of assessment instruments of this type requires continued efforts for its improvement based on a
longitudinal and iterative review.
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Resumo

O desenvolvimento e a implementacdo de instrumentos de alta qualidade psicométrica para avaliacdo e monitoramento
das competéncias socioemocionais sdo considerados um passo importante na agenda para promover as habilidades no
contexto educacional. Este artigo descreve o processo de desenvolvimento e validacdo de um instrumento de avaliacdo em
larga escala das habilidades socioemocionais — incluindo habilidades inter e intrapessoais, bem como aspectos relevantes
da motivacao e autorregulacdo — no sexto ciclo do Ensino Basico no Uruguai. Os resultados sdo apresentados quanto
a sua estrutura fatorial e consisténcia interna obtidas em trés estudos. Conclui-se que o instrumento final demonstra
ter caracteristicas psicométricas satisfatorias e validade convergente, no entanto, reconhece-se que o desenvolvimento
instrumental deste tipo requer uma abordagem de melhoria continua apds uma reviséo longitudinal e iterativa.

Palavras-chave: Avaliacdo educacional; Emocées; Estudos de validacao.

In recent years, educational assessment has mainly focused on the standardized evaluation of students’
educational achievement, focused on measuring reading or mathematical skills, based on the assumption that
social and emotional aspects belong mainly to the private realm (Garcia Retana, 2012). For some years, there
has been an enhancement of the idea that social and emotional aspects not only belong to the educational
field but are essential for meaningful learning and for the development of people throughout life (Duong
& Bradshaw, 2017; Garcia & Weiss, 2016; Organizacion para la Cooperaciéon y el Desarrollo Econémicos,
2014). There is large academic evidence supporting that Socio-Emotional Skills (SES) affect learning and
academic performance, educational development, mental health, individual and collective well-being (Durlak,
Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Farrington et al., 2012; Morrison-Gutman & Schoon,
2013; Taylor, Oberle, Durlak, & Weissberg, 2017). At the same time, they have the potential to mediate the
negative effect of unfavorable socioeconomic conditions on academic performance (Instituto Nacional de
Evaluacion Educativa [INEE], 2015; Kautz, Heckman, Diris, TerWeel, & Borghans, 2014; McCoy, Connors,
Morris, Yoshikawa, & Friedman-Krauss, 2015).

Socio-Emotional Skills are the result of dynamic processes and can be significantly fostered in the
school environment (Durlak et al., 2011; Greenberg et al., 2003; Heckman & Kautz, 2014; Taylor et al., 2017).
The development and implementation of high-quality instruments for the evaluation and monitoring of
socio-emotional skills is considered an important step with the agenda for the promotion of socio-emotional
development in the educational context (Garcia & Weiss, 2016; Thomson et al., 2018; Weissberg, Durlak,
Domitrovich, & Gullotta, 2015).

Cultural, contextual and linguistic factors can influence the different types of validity and reliability
of assessment instruments, emphasizing the need for adaptation processes and cultural validation, involving
different players in the educational system (Davidson et al., 2018; McKown, 2015; Zamarripa & Lerma, 2013).

In Uruguay, although progress has been made in the validation of instruments to evaluate specific
socio-emotional competencies (Instituto Nacional de Evaluacion Educativa [INEEd], 2018a), there is no
instrument matching the recommendations for SES evaluation, according to McKown (2015), implying that
it was: (1) based on a theoretical SES model; (2) informed by teachers; (3) and specific enough to evaluate
an array of dimensions that allows the comprehensive and relevant evaluation of SES.

Socio-emotional skills assessments within Aristas’ framework

The Instituto Nacional de Evaluacion Educativa (INEEd, National Institute of Educational Evaluation)
of Uruguay proposed the development of a National Assessment of Educational Achievement system
called Aristas, which aims to provide information for the design of evidence-based policies, from a broad
conception of educational achievement that transcends the frontier of measuring reading, mathematics or




scientific skills. It includes — among other components —, the evaluation of the SES of students in the sixth
year of primary education as an indicator of some of the competences that the educational system intends
to promote, as well as a potentially explanatory factor for reading and mathematics performance and the
climate of coexistence and participation in educational centers.

Currently, there is a great diversity of frameworks to conceptually operationalize SES. Organizations
such as the Organization for Economic Cooperation and Development define them as the individual capacities
that are manifested in persistent patterns of thoughts, feelings and behaviors and that can be developed
from formal and informal learning experiences that significantly influence the social and economic results of
the individuals throughout their life (Organization for Economic Cooperation and Development, 2015). They
can also be understood as affective, behavioral, cognitive and regulatory tools, which affect one’s emotional
state and the relationship with others, and the understanding of the impact of actions on events and others.
These are skills that come to play and interact to achieve goals, a key element in learning (Organization for
Economic Cooperation and Development, 2015).

In the framework of Aristas, SES are defined as a set of cognitive, emotional and social tools that have
the function of adapting the individual to the environment, and that facilitate personal development, social
relations, learning and well-being (INEEd, 2018a; Zins & Elias, 2007). They become configured dynamically
from the interaction of the individual with the context, through experiences and learning, and in this sense
they are considered as the result of development processes, which extend throughout the entire life cycle
(Johnson, 2008).

Our broad definition encompasses the wide variety of specific skills that have been addressed in the
academic literature and the field of educational evaluation (INEEd, 2018a; Morrison-Gutman & Schoon, 2013).
Three selection criteria were applied to determine the skills to be evaluated: their ability to be modified from
specific interventions in the school environment (malleability criteria), their incidence on learning and school life,
their relevance for the development and well-being of students. The summary of the evidence that supports
our selection and grouping is reported in INEEd (2018a). Table 1 shows the taxonomy developed for our
evaluation of socio-emotional skills in the sixth year of primary education and the corresponding definitions.

The objective of this paper is to present the validation of the INEEd socio-emotional skills questionnaire
for sixth year primary school students. The instrument is operationalized at 3 levels, in accordance with the
taxonomy reported in Table 1: the first level covers the SES subscales, the second level groups three scales
(Interpersonal Skills, Intrapersonal Skills and Motivation and Self-regulation), and the third level refers to the
full SES scale.

Method

Stage 1: Development of Items. Based on the conceptual decisions summarized in Table 1, a list of
items was made for each of the selected SES, according to their operational definition. In the first instance,
the items used in consolidated instruments were used. They were identified based on a systematic review of
the literature, both in English and Spanish, and the items in English were translated into Spanish and back-
translated. Seeking to address all the proposed constructs, in a second instance, the elaboration of own new,
customized items was used. To obtain inputs for the linguistic and contextual adaptation of the items, the
item proposal was submitted to experts, teachers and sixth-year students from primary school. The experts
received a preliminary version, together with the operational definitions; they were requested to review the
items according to the following criteria: understanding of the item and adequacy in the national context;
relationship between the item and the dimension it intends to measure; sufficiency of the operationalization
of the dimensions (Escobar-Pérez & Cuervo-Martinez, 2008). The systematization of these data led to a first
adjustment of the instrument.
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Table 1
Socio-emotional skills assessed by the Instituto Nacional de Evaluacién Educativa in sixth year primary education school children

Learning Motivation and Self-Regulation: Skills focused on academic goals

Awareness and control of cognitive activities through planning, monitoring and
Metacognitive self-regulation continuous correction of cognitive activities during the execution of a task (based
on Pintrich, Smith, Garcia, & McKeachie, 1991).

The fundamental belief that our basic qualities, such as intelligence, can be cultivated

Growth mindset through effort (based on Dweck, 2010).

Participation in a task as an end in itself, for reasons such as defiance, curiosity, or

Intrinsic motivation ) _—
Ins! wat mastery of a task or subject (based on Pintrich et al., 1991).

Commitment to academic tasks, focus and persistence in the pursuit of academic

cademic perseverance goals, despite obstacles, difficulties and distractions (based on Farrington et al., 2012).

Interpersonal Skills: Skills for constructive social interaction

Ability to understand and share the emotional state of others and respond in a way
Empathy compatible with it through perspective taking, recognition of emotions and their
context (based on Dadds et al., 2008).

Socially acceptable behavioral skills that allow effective interaction with others (based

Relationship Skills on Gresham & Elliot, 2007).

Intrapersonal Skills: Skills for managing one’s emotions and reactions

It refers to cognitive strategies for managing internal emotional information and
regulating emotional expression. Strategies refer to resources such as the ability
to divert attention, take perspective or reformulate emotional reaction (based on
Garnefski & Kraaij, 2007).

The ability to control impulsive reactions to both positive and negative situations
in order to meet obligations and short-term goals. Therefore, it implies the ability
to change responses and avoid undesirable behaviors in a given context (based on
Bandy & Moore, 2010).

Emotional Regulation

Self Control

In a following stage, interviews and focus groups were conducted with 40 teachers from seven regions
of the country to verify the linguistic and contextual adequacy of the instrument, as well as to highlight
suggestions. Finally, the individual application of the instrument was carried out with 11 sixth-grade students,
in public education centers in four departments of the country. Students were required to read each item,
outloud voice, and to describe in their own words their understanding and indicate their responses and the
rationale for their choice. Based on this experience, the final adjustments of the instrument were made.

Stage 2: Internal Structure and Validation. The application of the instrument was made online using
the one computer per child public policy, in the classroom, within the curricular schedule, administered by
INEEd applicators. As for ethical requirements, the requirements of the Law on Protection of Personal Data
and Action of “Habeas Data” (n° 18.331) and Decree n° 379/008 on research with humans were followed.
This research is framed on the National Educational Assessment, established at the Educational Law n°
18.437 and approved by the Ministry of Education and Culture. The application of the socio-emotional skills
guestionnaire was part of a battery of instruments applied in the same instance, as part of the pilot and final
Avristas study (INEEd, 2018b).

Pilot phase

In the pilot phase, two studies were carried out, one in which 4,227 sixth-year students participated,
they were distributed in 119 schools in three areas of the country (metropolitan, interior and border), in which
Cronbach alphas ranged from, 47 to 0.82 in the total and subscales. After the first pilot, a version with
modifications was carried out again to improve some subscales that showed psychometric difficulties




(a = 0.47 for growth mindset and a = 0.50 for emotional regulation). The second pilot study was conducted
with 307 sixth-year students from 11 schools in the metropolitan area selected for convenience. Improvements
in the reliability of the aforementioned subscales were observed, showing acceptable values for the main
study (a = 0.73 for growth mind-set and a = 0.65 for emotional regulation).

Main study

The final application of Aristas was performed in October and November 2017 (INEEd, 2018b). It was
carried out by means of a national representative sample of sixth year primary school students, implementing
a sample design with systematic random selection of class groups taking into account the size of the schools,
the socioeconomic context and type of schools (INEEd, 2018b), n = 7662, with an equitable distribution
between women and men (50.30% and 49.66% respectively), an equitable distribution by socioeconomic
quintile (@about 20.00% for each quintile), and 87.24% of students between 11 and 12 years of age.

In order to explore the convergent validity of our socio-emotional skills scales, a series of instruments
developed within the Aristas framework were included in the design of this study. Indicators of social wellbeing
in the educational center were evaluated through 2 scales developed by the INEEd (Alonso & Mels, 2018):
bond with the teacher (7 items) and bond between peers (6 items), with a Likert scale of 1 (never/almost
never) to 4 (always/almost always). Its psychometric characteristics in the sample were satisfactory (one-
dimensionality, a of 0.85 and 0.87 respectively). Both these scales and the SES scales were calculated based on
the Item Response Theory, with an average of 50 points and a deviation of ten points. The distribution of the
scales and probability of response to the items are reported in the report prepared by INEEd (INEEd, 2018b).

Data Analysis

Exploratory factor analyses were performed using the Principal Component Analysis method. The
construct validity of the instrument as a whole was explored, with Principal Component Analysis with oblimin
rotation, retaining the factors with eigenvalues above 1. The cut-off point for acceptable factor loads used
was 0.30 (Costello & Osborne, 2005), and the Cronbach’s alpha was calculated for the subscales (level 1),
the Interpersonal Skills, Intrapersonal Skills and Motivation and Self-regulation scales (level 2), as well as for
the full scale (level 3).

Pearson correlations were calculated for all scales and subscales of the SES instrument. The following
theoretical associations of the scales were investigated as an indicator of their convergent validity, using
Pearson’s correlations: students’ bond with their teacher, students’ bond with their classmates, performance
in mathematics, performance in reading. In all cases, a positive and statistically significant correlation was
expected between the SES scales and the indicators of social well-being and academic performance.

Results

Results Principal Component Analysis: The Principal Component Analysis retains 8 components with
eigenvalues greater than 1, accounting for 46.02% of the variance in the sample (Table 2). The first factor,
corresponding to the Self-Control Scale, explains 16.55% of the variance. The factorial solution reproduces
the theoretical structure of the instrument with one exception: the item “If my work doesn’t turn out well,
| get upset and stop doing it” has a double load, both on the factor that corresponds to the Self-Control
Scale (corresponding to its theoretical structure shows a load of 0.37), as in the Academic Perseverance
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Scale (negative load of -0.42). The other items are grouped according to the construct for which they
were developed, showing good factor loadings ranging from 0.33 to 0.79. The Cronbach alpha values
of the subscales (level 1) range satisfactorily between 0.65 and 0.74. At the second level of analysis
(scales), alpha values of 0.60 are observed for motivation and self-regulation, 0.77 for interpesonal
skills and 0.55 for intrapersonal skills. The SES total scale, meanwhile, shows good internal consistency
(a=0.76) (Table 3).

Table 2
Descriptives, factor loadings and internal consistency of the items

Factorial load
Level 3 Level 2 Level 1 Item n M SD F1 F2 F3 F4 F5 F6 F7 F8

1 7029 296 095 058
(]
£ S . 2 7029 295 096 051
525 3 7029 328 085 057
o
_ s g u 4 7029 348 077 068
3 235 = 5 7029 346 076  0.66
< 6 7029 343 076 058
]
= c 53 7 7027 226 099 -0.78
2 s 35 s 8 7027 230 0.96 071
XC 2 £
& U E 9 7027 214 1.02 0.79
% 10 7034 350 0.75 0.54
A o ST 1 7034 297 09 0.71
© [ 3
S £ 2 < 12 7034 269  0.99 -0.68
5 =253 13 7034 333 084 -0.54
k< 14 7034 358 0.69 0.54
@ S © 15 7039 172 0091 0.73
™~ O~
S £S5 < 16 7039 15 082 -0.74
! L oo 17 7039 172 094 -0.65
S T @ Il
2 £ 25 18 7039 201 09 0.48
g o 19 7039 153 0.86 -0.48
3 20 7033 338 078 0.77
% 28 21 7033 320 084 0.72
9 " 3 < 22 7033 337 084 -0.57
2 = R 23 7033 333 085 -0.41
[
5 5 R 24 7033 333 077 -0.53
% g S — 25 7036 327 085 -0.66
s g s = @ 26 7036 333 085 0.66
< o
£ 25 27 7036 286 1.00 -0.60
& 2 28 7036 289 0.94 -0.49
g =z 29 7036 298 1.00 -0.33
wv
30 7036 253 112 0.47
31 7031 273 101 0.63
= § S 32 7031 277 098 0.49
. 2z S 33 7031 294 106 0.67
= EZ s 3 7031 271 100 0.65
no
= @ 35 7031 299 1.02 0.75
c H
= 3 ° 36 7028 262 095 0.50
m g s 5 ~ 37 7028 222 1.06 0.56
P4 S BN
2 £ £ 38 7028 238 1.06 0.69
N i n 39 7028 203 1.08 0.68
> 3= 40 7028 235 094 073
v 41 7028 1.6 091 -0.42 0.37
Eigenvalue 679 145 115 177 119 124 203 3.26
% variance 1655 353 280 433 290 301 496 7.94

6 Note: M: Mean; SD: Standard Deviation; F1: Factor 1; F: Factor 2; F3: Factor 3; F4: Factor 4; F5: Factor 5; F6: Factor 6; F7: Factor 7; F8: Factor 8.
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Table 3

Items number and statement

[tem n°® [tem
1 | check my homework to make sure | did it right.
2 When I'm studying, | ask myself questions to know if I'm understanding correctly.
3 When | have to do some work, | get organized (for example: | look for the materials).
4 | read the questions on a test carefully before | start answering.
5 If I don’t understand something, | read it again more carefully until it becomes clear.
6 When | realize that something is going wrong in my work, | correct it.
7 If you are smart you don’t need to work hard to do well in school.
8 Some children are just born smart and do better in school.
9 A good student does not need to make an effort to do well in school.
10 | study to learn.
1 | like to study.
12 | like difficult tasks because they are challenging.
13 If I get excited about a subject, | want to continue learning beyond what the class learns.
14 | like to learn new things.
15 If a task is too difficult, | leave it undone.
16 | abandon tasks before finishing them.
17 If a task is too long, I just do the easy parts.
18 | forget to do my homework.
19 | lose things they lent me.
20 | can tell when a classmate feels sad.
21 | know when a classmate is upset, even when he says nothing.
22 It bothers me when they treat a classmate badly.
23 | am happy when others are happy.
24 | help my colleagues when they have a problem.
25 | make friends easily.
26 | feel part of a group because we do things together.
27 At recess, | invite other children to do things together.
28 When something happens that | can’t solve, | ask for help.
29 When someone gets mad at me, | talk to fix things.
30 | tell my friends my feelings.
31 When I'm angry | think about something else.
32 | can calm down when I’'m nervous.
33 When I'm sad about something, | try to think of something happy.
34 When something makes me upset, | try to think it's not so serious.
35 When I'm sad | try to distract myself.
36 | am easily distracted in class.
37 It's hard for me to wait my turn.
38 | get upset easily.
39 | do things without thinking (like hitting, insulting) but then | regret it.
40 In some situations, | act without thinking.
41 If my work doesn’t turn out well, | get upset and stop doing it.

Internal Correlations: At the level of the scales (level 2), moderate correlations of the Motivation and
Self-regulation scale with the Interpersonal (r = 0.50) and Intrapersonal (r = 0.40) Skill Scales stand out. The
latter show a weak correlation of 0.17. Internally, moderate to high correlations are observed between the
subscales and their relevant scales, although two exceptions stand out. First, regarding the Intrapersonal
Skills Scale, a very high correlation is observed with the Self-control subscale (r = 0.98) and a low correlation
with the Emotional Regulation subscale (r= 0.31). Second, the Growth Mindset subscale shows a very weak
correlation (r = 0.07) with the Motivation and Self-Regulation Scale, as well as with the other components
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External Correlations: Interpersonal skills show low but considerable correlations, with the scales of
bond with the teacher (r = 0.30) and bond between peers (r = 0.41). The Motivation and Self-Regulation
Scale is also correlated with the bond with the teacher (r = 0.34). Regarding the correlations of the scales
(level 2) with the scores obtained in the math and reading tests, its correlation — although weak —, with the
Motivation and Self-Regulation Scale (r = 0.18 in both cases) stands out, being higher compared with the
correlations of these variables with the Inter- and Intrapersonal Skills Scales (Table 4).

Table 4
Correlations between scales and indicators of well-being and scores on tests of academic achievement

1 2 3 4 5 6 7

1. Interpersonal skills - 17 50" 30" 41 09" 13"
2. Intrapersonal skills - 40" 16" 18" 17 17
3. Motivation and self-regulation - 34 27 18" 18"
4. Link with the teacher - 42" 08" 08"
5. Link between parties - 16" 14
6. Math Score - 64"
7. Reading Score

Note: “*p < 0.01.

Discussion

This work tried to capture the process of development and validation a large-scale evaluation instrument
of SES of sixth year primary school children in Uruguay. The SES evaluation questionnaire allows a first
approach to a series of skills in our educational system, which will lead to awareness and promotion of the
relevance of socio-emotional development as outcome and mediators of the learning processes fostered in
school (Garcia & Weiss, 2016; Thomson et al., 2018; Weissberg et al., 2015).

The instrumental development process presented in this work led to an instrument with satisfactory
psychometric characteristics, in terms of its factor structure and internal consistency of the full scale
(a=0.76), and the subscales (with a values ranging from, 0.65 and 0.74). The scale that groups Interpersonal
Skills (a = 0.72) is also considered good and the scale that groups skills related to Learning Motivation and
Self-regulation (a = 0.60) is acceptable. The internal consistency of the Intrapersonal Skills scale is considered
insufficient (a = 0.55) and is due to the very low correlation between its two subscales. Therefore, the
Self-control subscale explains almost all the variance of the Intrapersonal Skills Scale. Based on these data,
it is suggested to review the Emotional Regulation subscale and to expand the specificity of its evaluation,
which under its current conceptual definition is limited in scope, encompassing only the cognitive strategies
of emotional regulation (INEEd, 2018a), which leaves out a series of strategies focused on the background of
the emotional response (Gross, 1998), and can explain the relative psychometric weakness of this subscale.
In addition, certain indicators of the scales convergent validity were observed, obviously in those that were
more reliable, and positive correlations between Interpersonal Skills and indicators of social well-being
such as the bond with teachers and with classmates (INEEd, 2018b; Wentzel, 1998). The Motivation
and Self-regulation Scale, on the other hand, shows a considerable correlation with the relationship reported
by the students with their teacher, which is consistent with the adjustment to the normative imperatives
of school culture and the correct interaction according to social norms (INEEd, 2018b; Viscardi & Alonso,
2013). Both scales at the same time demonstrate a weak but positive relationship (ranging from r=0.17 to
0.18) with the scores obtained on the math and reading tests. Considering the multi-causality of academic
performance (Garcia & Weiss, 2016; Richardson, Abraham, & Bond, 2012), the observation of correlations of




this size is considered relevant, highlighting, however, the need to deepen further studies through multilevel
models and structural equations.

The data found yield relevant data for the development of this type of measurements. First, persistent
difficulties encountered for the Growth Mindset ability are highlighted. We consider that these may be due
to the fact that this construct, although it has several antecedents for educational intervention, has been
rarely evaluated (Sisk, Burgoyne, Sun, Butler, & Macnamara, 2018); we therefore have few inputs for the
development of our instrument (Dweck, Chiu, & Hong, 1995). In turn, the item qualitative validation stage
revealed the students’ difficulties in understanding the concept of intelligence, being mainly associated with
academic behaviors matching the definition of “a good student”.

Second, despite the initial conceptual definition of the constructs to be measured, in their
operationalization a certain overlap between skills could not be avoided, resulting, among others, in the
double factor load, indicating the relevance of the item “If my work doesn’t turn out well, | get upset and
| stop doing it” for the measurement of the concept of Self-control, as well as for Perseverance (even with
a negative load, as it corresponds conceptually). Academic perseverance implies putting into play a series
of self-control processes for performing academic activities (Gordeeva et al., 2017), for which reason it is
expected that this conceptual relationship also manifests itself in the psychometric results of the instrument.
However, it highlights one of the challenges presented in the evaluation of SES, which should be — according
to McKown (2015) —, specific enough to capture the SES essential for socio-emotional development, while
remaining comprehensive.

Finally, throughout the process of elaboration and validation of the scales, difficulties were found with
the inclusion of inverse items. These difficulties may be due to different aspects. On the one hand, Suarez-
Alvarez et al. (2018) state that the cognitive processes required to answer inverse items, are usually different,
benefiting participants with better language skills. On the other hand, there is the principle of acquiescence
(the tendency to indicate according to the series of items on the scale) or attention problems to understand
the subtlety of the inverse item (van Sonderen, Sanderman, & Coyne, 2013). The scale was not elaborated
from the beginning to address these difficulties, for example using a balance between direct and inverse items,
as suggested by Ferrando & Lorenzo-Seva (2010). Therefore, and considering this controversy, it was decided
to use scales composed of items in a single sense to improve the psychometric quality of the instrument.

Limitations and implications

Despite the suggestions of some authors, it was not decided to use novel evaluation formats, which
could eventually mitigate problems of response trends and social desirability. In this instance, the use of Likert
scales in the self-report modality was chosen, being the most feasible form of evaluation of SES on a large
scale. These characteristics are considered a methodological weakness of our instrument. It is understood that
evaluations based on the opinions of multiple informants would be a more recommended evaluation format.

On the other hand, it is acknowledged that opting for a broad and comprehensive evaluation of
SES, implied losing specificity and sensitivity in the evaluation of the constructs that compose them. The
replicability of our instrument is limited by its target audience — sixth year primary school children in
Uruguay — having been developed and validated specifically for this population, and taking into account
that the socio-emotional skills are susceptible to the evaluated stage of development, as well as the social
and cultural context in which they operate.

It is intended to carry out future studies of similar characteristics every 3 years, being part of a
continuous evaluation system of the Uruguayan educational system, including also the evaluation in the
third year of secondary education. Although the relevance of the construction of standards to contribute
to the interpretation of data and the assessment of changes over time is recognized, this has not been the
focus of our work.
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