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Resumen  
Esta investigación tiene como objetivo estudiar la relación entre las competencias sociales, emocionales 
y morales, la lectora y la matemática. El estudio es transversal y ex post facto, con una muestra de 
conveniencia de 209 alumnos de 7º curso (1º nivel de Educación Secundaria Obligatoria en España) en 
tres centros educativos. Competencia lectora y matemática no se encontraron diferencias significativas 
y sí en las competencias sociales, emocionales y morales. La falta de relaciones significativas entre 
competencias clave tiene implicaciones educativas. 
Palabras clave: competencias sociales, emocionales y morales; lectura; competencia matemática; 
educación obligatoria. 
 
Abstract  
This research aims to study the relationship among social, emotional and moral competencies, reading 
comprehension, and mathematical competence. The study is cross-sectional and ex-post-facto, with a 
convenience sample of 209 students in 7th grade (1st level of Spanish Compulsory Secondary Education) 
in three schools. Reading and mathematical competence no significant differences were found with 
other variables. The data highlights significant differences in social, emotional and moral competencies. 
The lack of significant relations among the three key competencies has educational implications. 
Key words: social, emotional and moral competencies; reading, mathematical competence, compulsory 
education. 
 

1. Introduction 

The current school systems aim to promote an equitable and quality education, which facilitates long-life 
learning. In this context, it is essential to improve the key competencies (UNESCO et al., 2016), which traditionally 
focused on literacy and mathematical competencies. Besides, educating a child implies the comprehensive 
development of all their competencies, and among them, social and emotional competencies stand out, because 
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they help to detect, understand and regulate emotions and social relationships, incorporating them 
appropriately in their lives (Denham, 2006). As Delor´s report (1996) already pointed out, the development of 
social and emotional competencies in education makes young people better prepared in school, work, and in 
general, in their relationships in society (Hawkins et al., 2008). In this context, it is highlighted the importance of 
adding the development of social and emotional skills to the traditional basic skills (reading and calculation) as a 
basis to achieve any others (Roegiers, 2016). 

The development of these competencies implies that schools must be able to provide students with the 
necessary tools, so that they learn to put the knowledge and abilities acquired in the class at the service of action, 
transferring it to their daily life, and their professional future (Martínez, 2017). As a starting point to achieve this, 
it is necessary to advance in the knowledge of the interaction between these competencies (Panayiotou et al., 
2019). 

Among the key competencies, reading literacy stands out. This competence is framed within the literacy 
competence, which as a whole is made up of four skills: oral comprehension, written comprehension, oral 
expression and written expression (European Parliament and Council of the European Union, 2006). They include 
the set of skills necessary to identify, understand, create and interpret opinions, concepts, feelings and facts 
(Council of European Union, 2018). Written comprehension or reading literacy is defined as the ability of 
individuals to use texts in a useful way in order to achieve their objectives in the society that surrounds them, 
developing themselves as individuals and as an interactive member of society. 

Understanding a written text is vital to perform a great number of daily tasks, such as interpreting the train 
schedule adequately, communicating through social networks, or simply reading for pleasure (Abusamra et al., 
2010). Such written comprehension is directly related to the individual themself, their intellectual capacities, 
their personal profile, as well as to other variables such as socialization, social intelligence or executive 
intelligence (Blair & Razza, 2007). Elements such as adequate self-confidence or self-control directly influence 
one's understanding of what is reading (Cabero-Almenara et al., 2018), since, like any other human activity, 
reading is not exempt from emotional assessment (Llorent & González-Gómez, 2020). Tolerance to distress is 
also among the factors of an emotional nature that seem to influence reading comprehension. The results of the 
study carried out by Andrés et al., (2017) with students between 9 and 11 years of age showed that tolerance to 
distress was a significant predictor in reading comprehension of expository texts. On the other hand, variables 
such as intrinsic motivation or expectations have also been linked to reading performance (Puccioni, 2015). 
Another factor that appears to be related to reading competence is social competence. Having found activation 
in the same areas of the brain during the processes of social perception and reading comprehension could 
indicate that social perception can be a predictor of reading comprehension (Lehne et al., 2015). 

With regard to mathematical competence, this is also considered one of the key pillars of education. It is defined 
as the set of knowledge and abilities to develop and apply mathematical thinking in everyday situations 
(European Parliament and Council of the European Union, 2006). Its evaluation is based on the analysis of aspects 
concerning the organization, understanding and the interpretation of information. It is also related to the ability 
to pose, express and solve problems. Therefore, this competence is based on the ability to analyze and 
understand situations, identify the mathematical concepts and procedures that can be used when solving a 
certain problem, and    reasoning appropriately to generate and apply effective solutions.  

Among the factors that may be related to mathematical competence are also social and emotional competencies, 
since the adequate motivation is necessary for the regulation of cognitive and metacognitive strategies that 
significant mathematical learning requires (Parhiala, 2018). Numerous previous studies have related school 
performance and affective-motivational factors, focusing mainly on how these variables determine academic 
performance (Hintsanen et al., 2012). Although many studies have highlighted their connection (López-González 
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& Oriol, 2016), the specific relationship between social and emotional competencies and mathematical 
competence does not present homogeneous results. On the one hand, there are studies that refer to a positive 
relationship between motivation towards learning and mathematical performance (Suárez-Álvarez, et al., 2014), 
highlighting the impact that emotional ability has on this competence since mathematical learning seems to be 
particularly affected by the emotions of the students (Hanin & Nieuwenhoven, 2016). However, other recent 
studies do not find a clear relationship that indicates a causal relationship between positive emotions and results 
in mathematical learning (Villavicencio & Bernardo, 2016), or a relationship between self-perceived social and 
emotional competencies and performance in mathematics (Oberle et al., 2014). 

Social and emotional competencies include a set of skills that allows to cope with knowledge, capabilities and 
attitudes to achieve various personal and interpersonal tasks with quality and success (Bisquerra & Pérez, 2007). 
They encompass the ability to manage emotions and social interactions in a way that simultaneously benefits 
oneself and others (Hawkins et al., 2015). They can be considered as the process through which children and 
adults understand and control emotions and behaviors by making responsible decisions and consequently, 
establishing positive relationships in all environments (Durlak et al., 2011).  

In the educational context, the Organisation for Economic Co-operation and Development  (OECD, 2015) has 
identified social and emotional competencies as essential for learning in the 21st century. They include personal 
aspects related to self-awareness, self-control and motivation, social awareness and prosocial behavior, and 
responsible decision-making (Zych et al., 2018a). In the school environment, these competencies are related to 
cooperation between peers and, in general, to positive social functioning in the classroom (Roseth et al., 2008). 
In this sense, empathy (Llorent et al., 2020), as well as the moral aspect (Zych et al., 2019) are added. Both are 
expressed through social and emotional responses related to moral values (Haidt, 2003) because people tend to 
feel proud and satisfied when their behaviors are socially and morally consistent, which in turn encourages and 
predisposes towards such prosocial behaviors in the classroom (Tangney, 1991). 

Different investigations have also highlighted the impact of social and emotional competencies on school 
learning (López-González & Oriol, 2016). Many find a clear relationship between the aspects of these 
competencies and academic performance (Llorent et al., 2020) with a clear positive relationship between both 
(Seider et al., 2013). In this line, the meta-analysis carried out by Durlak et al., (2011), where 213 experimental 
studies were reviewed on the SEL programs, showed that the quality of social and emotional competencies was 
positively related to self-concept, sense of belonging to the school and behavior within the classroom. Likewise, 
it has also been linked to fewer behavior problems, less stress, and better academic results (Sklad et al., 2012). 
According to Farrington et al., (2012), "non-cognitive" academic factors, such as perseverance, learning strategies 
and social and emotional competencies positively affect the success of students in school. In this sense, Izard 
and his colleagues (2001) report longitudinal associations between the knowledge of their own emotions in 
young children and subsequent academic competence, even after controlling other factors such as age, verbal 
ability or temperament (Trentacosta and Izard, 2007). In this line, the studies by Stevens et al. (2006) analyzed 
cognitive, motivational and emotional variables in relation to academic performance in mathematics through 
the achievement in two tasks, finding that previous results presented a positive association with self-efficacy, 
self-perception and performance in mathematics. However, this association between self-efficacy and 
performance turned out to be small. These results were replicated by the study by Cueli et al., (2014) in 626 
students (10-13 years old), also finding that previous performance predicted the levels of affective-motivational 
variables. However, self-perception of their own social and emotional competencies was not related to 
subsequent outcomes on math tasks. 

From the studies analyzed so far, it has not been possible to define accurately the role that social and emotional 
competencies play in the performance of secondary education students, since the results obtained are diverse 
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(Jiménez-Morales & López-Zafra, 2013).  On one hand, some studies find that a higher significant social and 
emotional development favors a better coexistence, improving individual well-being and learning (Nasaescu et 
al., 2018). On the other hand, some investigations find a relationship only with some factors of social and 
emotional competencies (Ghabanchi & Rastegar, 2014), or with some other different aspects such as cognitive 
variables (Wu et al., 2019). 

Regarding the relationship between sex and key competencies, studies also offer quite varied results. Along these 
lines there are studies in which women achieve better results in reading comprehension (Llorent & González-
Gómez, 2020) and a higher academic performance in mathematics (Cerda & Vera, 2019). On the contrary, in 
other studies, it is men who appear to be more competent. The research carried out by Bar-On et al. (2000) finds 
that men have more social and emotional abilities since they could control impulses and have a higher tolerance 
to stress. In favor of men, statistically significant differences have also been found concerning reading (Loveless, 
2015) and mathematical competence (Marks, 2008). However, the third group of studies did not find gender 
differences, finding a homogeneous performance between both groups (Rosselli et al., 2006; Arán-Filippetti, & 
López, 2016). In the case of women, there is research that finds a favorable result in social and emotional 
competence, indicating that they have a greater capacity to perceive their own emotions, understand and 
express them, and in general, to be more aware of what they feel (Palomera et al., 2006). For its part, the study 
by Sandstrom and Cillessen, 2003 reports more social and emotionally competent behaviors in girls compared 
to boys, with more empathic concern and higher scores in self-report measures (Charbonneau & Nicol, 2002; 
Eisenberg et al., 2007). 

On the other hand, the ethnic-cultural group could also be an important variable in the disparity of the different 
key competencies. That it is shown in relation to school success (Cvencek et al., 2018; Masud et al., 2019), social 
and emotional competencies (Kuo et al., 2020), reading comprehension (Sewasew & Koester, 2019), and 
mathematical competence (Assari et al., 2020; Kalaycioglu, 2015). 

In recent years, a new line of research has the goal of clarifying the interrelation between the different key 
competencies through the study of other associated variables (Panayiotou, Humphrey & Wigelsworth, 2019). In 
this context, the most current research is providing new data on the relationship between social and emotional 
skills, reading comprehension and mathematical competence, although new studies are needed to analyze the 
possible interaction between these skills. Therefore, this study sets out the objective of analyzing the relationship 
between the three mentioned key competencies and examining the relationship with personal and school 
variables such as sex, school and the ethnic-cultural group. 

2. Methodology  

2.1. Participants 

The total sample of participants is made up of students from all 7th grade (1st Compulsory Secondary Education 
in Spain) groups in the three public schools in a town in the province of Córdoba, with a total of 209 adolescents 
(Mage = 12.18, SD =, 446, with a range of 11 to 14 years old), of which 108 (51.7%) are girls and 95 (45.4%) are 
boys; 2.9% did not answer that question. The number of students according to the school of origin is distributed 
as follows: School 1 has a total of 72 subjects (34.4%), School 2 of 58 (27.8%), and School 3 a total 79 (37.8%). 
Depending on the country of origin of the parents and those who self-identified as belonging to the gipsy ethnic 
group, an ethnic-cultural minority group of 11 subjects (5.3%) was created; the rest were considered as the 
ethnic-cultural majority 189 (90.4%), leaving 9 students (4.3%) ungrouped due to lack of response. 
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2.2. Design and procedure 

The study is cross-sectional, and ex post facto, with a sample for convenience. Data collection was carried out at 
the beginning of the first quarter of the 2016-17 academic year. After contacting the management team of the 
school to request their collaboration, they were informed of the study in question, explained the objective of the 
research, the characteristics of the tests and that the data obtained would be used only for scientific purposes, 
respecting anonymity at all times. The application of the tests had the collaboration of the teachers and tutors 
of each group. Finally, the students were informed, and during several ordinary class sessions, the data was 
collected. 

2.3. Instruments 

Data collection was performed using two instruments: a questionnaire and an exam with two tests (reading and 
mathematics). The questionnaire is made up of a first part that collects information on the students' socio-
demographic data (sex, school and ethnic-cultural group), and a second part focused on social, emotional and 
moral competencies, for which the Social and Emotional Competencies Questionnaire, the Basic Empathy Scale 
and the Scale of Moral Emotions are used. These are scales with 5-point Likert-type responses ranging from 1 
(strongly disagree) to 5 (strongly agree). 

The Social and Emotional Competencies Questionnaire (Zych et al., 2018b) presents a total of 16 items divided 
into four factors: Self-awareness (items 1-4, α = .61, Ω = .59), Self-management and Motivation (items 5-7, α = 
.70, Ω = .63), Social Awareness and Prosocial Behavior (items 8-13, α = .72, Ω = .76) and Responsible Decision 
Making (items 14-16, α = .63, Ω = .58). The internal consistency of this questionnaire in this study is very good (α 
= .85, Ω = .85). 

The Basic Empathy Scale (Jolliffe & Farrington, 2006) is made up of 20 items divided into two factors: Affective 
Empathy (α = .80, Ω = .81) and Cognitive Empathy (α = .77, Ω = .78). The reliability of the scale is high (α = .85, Ω 
= .85). 

The Moral Emotions scale (Álamo, Zych, Nasaescu & Llorent, 2020) is made up of 5 items and has a high reliability 
(α = .89, Ω = .89). 

The exam with the two tests released by PISA (Program for International Student Assessment) proposes an 
evaluation framework based on the measurement of the knowledge and skills of the students. These tests assess 
the development of students' competencies through their ability to extrapolate what they have learnt in school 
to real-life situations, evaluating students' knowledge to solve daily tasks (OECD, 2016). 

Each released test consists of a text and/or common image followed by one or more questions. Student 
performance is estimated through the tasks that are successfully overcome. This means that the students who 
are located at a certain level of the performance scale can successfully complete tasks of this level of 
performance or easier tasks. On the contrary, they are unlikely to solve problems associated with difficulty levels 
above their position on the performance scale. The relative difficulty of the activities is established through the 
proportion of the participating students who have solved them correctly. In turn, relative personal competence 
is estimated through the proportion of the questions that have been answered correctly (OECD, 2003). 

Regarding the age of use of the PISA resources, although they were initially designed to be applied to 15-year-
old students, the tests released within the area of Literacy can be used at any level of Compulsory Secondary 
Education. In this research, the test entitled Lake Chad has been used to assess the literacy competence in the 
7th grade (1st grade of Compulsory Secondary Education in Spain). The test chosen for the mathematical 
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competence was the one called Chat, which is part of the PISA released tests recommended for any level of ESO, 
and specifically within the arithmetic and algebra stimuli (OECD, 2003). 

2.4. Data analysis  

The reliability analysis of the scales was carried out with the Factor 10.10 software, to calculate the Cronbach's 
alpha (α) and omega (Ω) indices. A descriptive analysis of the students was carried out in terms of sex, school 
and ethnic-cultural group. Pearson's bivariate linear correlation was used to analyze the correlation among 
social, emotional and moral competencies, including their factors, reading comprehension and mathematical 
competence. The comparison between boys and girls in all competencies was calculated with the t-Student test. 
Finally, the different variables of the three schools have been compared with the ANOVA test of one factor or 
ANOVA of Welch, according to the homogeneity of the variance calculated with the Levene test. After this test, 
the Games-Howell or Bonferroni post-hoc tests were selected. The analyzes were carried out using SPSS 25. 

3. Results  

The relation of the different competencies and their factors with the socio-demographic variables (age, sex, 
school and ethinic-cultural diversity) were analyzed. Sex differences in social, emotional and moral 
competencies, reading comprehension and mathematical competence were studied. As can be seen in Table 1, 
there are no significant differences by sex. 
 

Table 1 
Differences in social, emotional and moral competencies,  
reading comprehension and mathematical competence  

according to sex. 
 Girls Boys t(201)* 
Self-awareness 16.06 (2.47) 16.19 (2.49) 0.37 
Self-management 11.98 (2.57) 12.33 (2.41) 0.96 
Social awareness and prosocial behavior 23.10 (3.22) 23.45 (3.28) 0.73 
Decision making 10.81 (2.60) 10.38 (2.38) -1.18 
Social and emotional competencies 62.29 (7.86) 62.71 (7.35) 0.36 
Affective empathy 37.33 (7.37) 37.66 (6.90) 0.31 
Cognitive empathy 34.49 (4.75) 34.54 (4.49) 0.07 
Empathy 71.55 (10,63) 71.92 (9,19) 0.24 
Moral emotions 21.72 (3.89) 21,61 (3.59) -0.20 
Reading comprehension 1.95 (1.12) 2.00 (1.15) -0.29 
Mathematical competence .44 (.66) .55 (.68) -1.19 

*In all cases p>.05 
 
In addition, the same variables were analyzed considering the students' school (see table 2), where School 1 gets 
a higher score than School 2 and School 3 in self-awareness, social awareness and prosocial behavior, decision 
making, and the total of social and emotional competencies. Also, there are differences in affective empathy, 
where School 2 scores higher than School 3, and in moral emotions, where School 1 scores higher than School 3. 
Global empathy shows differences among schools, but a more in-depth analysis with the post-hoc tests does not 
identify specific differences by pairs of schools.  
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Table 2 
Differences in social, emotional and moral competencies,  
reading comprehension and mathematical competence  

according to the school. 
 

School 1 School 2 School 3 F(2, 206) p 
Post-hoc 

comparisons 

Self-awareness 17.52 15.32 15.52 17.91a <.001* 1-2, 1-3 

Self-management 12.46 12.00 12.07 0.64 .53  

Social awareness and prosocial 
behavior 

24.31 
 

22.88 
 

22.74 4.83 .01* 1-2, 1-3 

Decision making 11.47 10.00 10.40 6.22 <.01* 1-2, 1-3 

Social and emotional 
competencies 

66.13 60.45 61.06 9.97 <.001* 1-2, 1-3 

Affective empathy 37.78 39.74 36.18 3.95 .03* 2-3 

Cognitive empathy 35.69 33.72 34.30 2.71 .06  

Empathy 73.37 73.71 69.48 3.67 .04* - 

Moral emotions 22.62 21.57 21.04 3.18 .04* 1-3 

Reading comprehension 1.92 1.83 2.20 2.22 .13  

Mathematical competence .40 .48 .61 1.70 .18  
a Welch's Anova and Games-Howell's post-hoc test, because the Levene test indicated heterogeneity of the variances. All 

the other variables were analyzed with the one-factor ANOVA and the Bonferroni post-hoc test. 

The scores of the variables mentioned were analyzed according to the ethnic-cultural diversity of the students, 
where no significant differences were found between the majority and the minority. 

Table 3 
Differences in social, emotional and moral competencies,  
reading comprehension and mathematical competence  
according to membership in the ethnic-cultural group. 

 Majority Minority t(206) p 

Self-awareness 16.04 16.50 -0.422 .674 

Self-management 12.13 12.33 -0.194 .846 

Social awareness and prosocial behavior 23.19 24.50 -0.969 .334 

Decision making 10.61 9.20 1.260 .209 

Social and emotional competencies 62.35 62.80 -0.131 .896 

Affective empathy 37.49 39.67 -0.731 .466 

Cognitive empathy 34.42 37.00 -1.251 .213 

Empathy 71.55 78.60 -1.593 .113 

Moral emotions 21.56 22.00 -0.283 .778 

Reading ccomprehension 1.97 2.33 -0.785 .433 

Mathematical competence 0.48 1.00 -1.902 .059 

 
In order to identify the relationship among competencies, the correlations were run for social, emotional and 
moral competencies, and all its factors, reading comprehension and mathematical competence. Table 4 shows 
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that there are significant correlations between the factors and the global social and emotional competencies, 
global empathy and its factors, and moral emotions. On the other hand, reading comprehension and 
mathematical competence do not correlate with any of the variables or their study factors. 

Table 4 
Correlation between social, emotional and moral competencies,  

and all its factors, with reading comprehension and  
mathematical competence. 

 1.  2.  3.  4.  5.  6.  7.  8.  9.  10.  
Self-awareness           
Self-management .367**          
Social awareness and prosocial 
behavior .399** .353**         

Decision making .314** .323** .399**        

Social and emotional 
competencies .727** .705** .770** .674**       

Affective empathy .263** .050 .278** .153* .201**      
Cognitive empathy .335** .266** .426** .242** .438** .376**     
Empathy .367** .178* .411** .208** .349** .445** .741**    
Moral Emotions .297** .246** .421** .104 .401** .326** .427** .445**   
Reading Comprehension -.089 -.042 .045 .047 .020 -.045 .025 -.028 -.036  
Mathematical Competence .039 .105 .071 .068 .093 .027 .092 .085 -.085 .113 

* p< .05, ** p< 0.01 level (bilateral) 

4. Discussion 

The objective of this study has been to deepen in the analysis of the relationship between key competencies, 
specifically social, emotional and moral competencies, literacy (reading comprehension) and mathematical 
competence, assessing the role of socio-demographic variables. 

Regarding the interaction between social, emotional and moral competencies, reading comprehension and 
mathematical competence, regardless of the students´ sex, as in previous research (Ghabanchi & Rategar, 2014; 
Panayiotou et al., 2019), there does not seem be a relationship between any of these competencies. The global 
results, in line with previous studies (Mavroveli et al., 2009; Aguirre et al., 2019) also do not show any correlation 
with the different factors, confirming an absence of relationship between perceived social, emotional and moral 
competences and the traditional academic competences. This lack of relationship could be because students of 
this age do not usually have a good knowledge of themselves (self-knowledge), derived from an unreal 
perception of their own abilities. 

Likewise, in relation to self-management, understood as self-control and self-regulation, both under normal 
learning conditions and under stress, in the present study, no relationship was found with reading and 
mathematical competencies. In this sense, the study by Stevens et al., (2006) also found no significant association 
between performance and variables such as anxiety. These results differ substantially from those provided by 
other studies (Walshaw & Brown, 2012), which have shown that variables such as anxiety, motivation, or the 
perception of their own competence influence the subsequent academic results. In general, it can be concluded 
that the presence of negative attitudes does not necessary condition the performance in mathematics, in such a 



 

9 

way that a student with low motivation or who perceives little utility in mathematics will not necessarily have a 
low outcome. 

Regarding social and emotional competences, in our study, no relationship was found either between prosocial 
attitudes, prosocial behavior, empathy and academic performance. The data found confirm the study by Oberle 
et al., (2014) in which the social responsibility of the students was not a predictor of performance in 
mathematical competence. These results could not be explained in principle by the interaction in learning of 
both, the attitude of the teacher and the student, since in theory the children perceived by their teachers with 
less success and academic productivity could present fewer strategies to manage their emotions and have 
greater difficulties regulating learning behaviors in the classroom (Howse et al., 2003). Therefore, developing 
more positive interactions would lead to greater academic success and productivity (Graziano et al., 2007). The 
instruction of social and emotional competencies in a positive learning environment can improve school-related 
attitudes (Hattie, 2008; Hattie and Yates, 2013), increasing the sense of connection, the student's well-being 
(Ferragut & Fierro, 2012) or their degree of involvement in school activities (Dehyadegary et al., 2012). However, 
a cooperative and emotionally stimulating environment does not seem to indicate that the student has greater 
literacy or mathematical competencies. Probably, teachers are the key to promote that environment, which 
opens new research lines. 

On the other hand, this apparent absence of a relationship could be due, as suggested by Mavroveli et al., (2009), 
to the multifactorial nature of learning, which may be influenced not only by  social and emotional variables but 
also by third variables related to the socioeconomic status (Gumora & Arsenio, 2002) or even  personality traits 
(Ivcevic & Brackett, 2014). In this sense, recent studies provide new data on the subject by analyzing the indirect 
effects on the academic performance of the school connection and mental health difficulties. Findings, on the 
one hand, that social, emotional and moral competencies did not predict achievement in other areas and, on the 
other, that mental health difficulties were the only statistically significant mediator (Panayiotou, Humphrey & 
Wigelsworth, 2019; Howse et al., 2003). 

Other factors that may justify the result of our study are behavioral and cognitive variables (Caballero, 2017, 
2019; Miñano & Castejón, 2011), such as intelligence and executive functions (Graziano et al., 2007). Among 
these variables we can find attention capacity (Tentracosta & Izard, 2007), self-regulation (Bull & Lee, 2014) and 
metacognition (Maná, 2014; Wu et al., 2019). Along these lines, the absence of a relationship in our study 
between social, emotional and moral competencies, reading literacy and mathematical competence, could be 
related to the strategies used by the reader to understand and regulate the processes that underlie reading 
comprehension and mathematical reasoning. That is, executive functions, since there seem to be clear 
relationships between linguistic and mathematical domains, possibly mediated by their basic dependence on 
these functions (Blair & Razza, 2007). 

The second of our objectives is to advance in the study of the relation between the previous competencies with 
socio-demographic variables. In our case, as in the studies by Rosselli et al., (2006); Arán-Filippetti and López, 
2016), we did not find significant differences between boys and girls that suggest the need to carry out a 
differential education in terms of social and emotional strategies related to reading or mathematical 
competence. On the other hand, regarding the influence of the ethnic-cultural group, unlike in previous studies 
(Kalaycioglu, 2015; Sewasew & Koester, 2019; Kuo et al., 2020; Assari et al., 2020) there have not been found 
differences in the analyzed competences. The reason may be due to the size of the sample of this subgroup of 
students, which being small does not allow valid conclusions to be reached. Also, the age of the students could 
influence in the development of the key competencies. 

Despite the interesting results, this study has its limitations. The sample size is not large, and the type of sampling 
does not allow generalizations. Taking into account the above considerations, the limitations of this study, and 
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despite the fact that current evidence seems to tell us that social and emotional learning leads to improvements 
in academic outcomes, our understanding of how and why it occurs has yet to be clarified.  

Hence, the need to deepen in the study of this relationship associated with performing specific reading 
comprehension tasks and solving mathematical problems. Moreover, it should be considered that although many 
studies find a direct relationship between them, it does not seem to be clear if it is determined by previous 
performance and the perception of self-efficacy (Cueli et al., 2014) or if it is independent of social and emotional 
competencies. 

The lack of a significant relationship found in this study among the three key competencies has clear implications 
for educational policy, the academic curriculum, didactic planning, and school practice. On the one hand, it is 
necessary to continue studying other variables that may be significant for understanding the relationship 
between these key competencies, carrying out future research that incorporates variables such as executive 
functions. Finally, according to the results, it seems clear the need to pay attention and dedication to each of the 
competencies independently and exclusively, to enhance their development and facilitate a comprehensive 
education of individuals and inclusive schools. 
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