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Abstract
The literature has shown that the socio-emotional development of students can be associated with their 
repertoire of social skills and perception of social support, while the school repetition experience seems 
to negatively infl uence their development and academic achievement at the end of Middle School. In 
this context, the present study aimed to test a prediction model for academic achievement, having social 
skills, perception of social support from family, teachers and peers and history of school repetition of 
students as independent variables. The participants were 311 at the end of Middle School (8th and 9th 
grade), from public schools in the state of Rio de Janeiro. The data were collectively obtained using 
the Social Skills Inventory for Adolescents and the Social Support Appraisal Scale. The experience 
of school repetition, social skills and perceived social support from teachers predicted the academic 
achievement of students. From these results, the importance of the resources of students and of their 
context is discussed. These can be used in the school through programs of prevention and promotion of 
good academic achievement with students, families and teachers. 
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Preditores do Desempenho Escolar ao fi nal do Ensino Fundamental: 
Histórico de Reprovação, Habilidades Sociais e Apoio Social

Resumo
A literatura tem indicado que o desenvolvimento socioemocional dos alunos pode ser associado a seu 
repertório de habilidades sociais e percepção de apoio social, enquanto a experiência de reprovação pa-
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rece infl uenciar negativamente esse desenvolvimento e o desempenho escolar ao fi nal do Ensino Funda-
mental (E.F.). Diante desse contexto, o presente estudo teve por objetivo testar um modelo de predição 
para o desempenho escolar, tendo como variáveis independentes as habilidades sociais, a percepção de 
apoio social da família, professores e pares e o histórico de reprovação dos estudantes. Participaram 
311 alunos do 8º e 9º ano do E.F., provenientes de escolas públicas do Estado do Rio de Janeiro. Os 
instrumentos utilizados na coleta de dados foram: Inventário de Habilidades Sociais para Adolescentes 
e Escala de Percepção de Apoio Social. O histórico de reprovação, as habilidades sociais e percepção 
de apoio social do professor predisseram o desempenho escolar dos alunos. A partir desses resultados, 
discute-se a importância dos recursos dos alunos e do seu contexto que poderão ser utilizados na escola 
através de programas de prevenção e promoção do bom desempenho escolar com os alunos, as famílias 
e os professores. 

Palavras-chave: Habilidades sociais, percepção de apoio social, desempenho escolar, reprovação, 
Ensino Fundamental. 

Los Predictores de Rendimiento Académico al Final de la 
Educación Primaria: Historial de la Desaprobación, Habilidades 

Sociales y Apoyo Social

Resumen
La literatura ha demostrado que el desarrollo socio-emocional de los estudiantes se puede asociar con 
su repertorio de habilidades sociales y la percepción de apoyo social, mientras que la experiencia de la 
desaprobación parece infl uir negativamente en este desarrollo y el rendimiento académico al fi nal de la 
educación primaria. En este contexto, el presente estudio tuvo como objetivo poner a prueba un modelo 
de predicción de rendimiento académico, teniendo como variables independientes las habilidades 
sociales, la percepción de apoyo social de la familia, los maestros y los compañeros y la historial de 
la desaprobación de los estudiantes. 311 estudiantes participaron en el grado 8 y 9 de la educación 
primaria, de las escuelas públicas en el estado de Río de Janeiro. Los instrumentos utilizados en la 
recogida de datos con los estudiantes fueron: Inventario de Habilidades Sociales para Adolescentes 
y la Escala de percepción de apoyo social. La experiencia de la desaprobación, habilidades sociales 
y profesor de apoyo social percibido predice el rendimiento académico de los estudiantes. A partir de 
estos resultados, se discute la importancia de los recursos de los estudiantes y su contexto que se pueden 
utilizar en la escuela a través de la prevención y la promoción de programas de actuación buena escuela 
con estudiantes, familias y profesores.

Palabras clave: Habilidades sociales, apoyo social, rendimiento académico, desaprobación, educación 
primaria.

Academic achievement is not always 
achieved by all students throughout the school 
cycle. Repetitive tasks, lack of relationship be-
tween the school curriculum and experiences of 
students, poor working conditions of teachers 
and dull and rigid assessments have saturated 
the school environment, damaging the teaching-
learning process (Zambon & Rose, 2012). Such 
diffi culties faced by students throughout the 
school trajectory can be analyzed through the 

school failure phenomenon manifested through 
problems in learning and behavior, poor academ-
ic achievement, repetitions, truancy and aban-
donment (Dazzani, Cunha, Luttigards, Zucoloto, 
& Santos, 2014; Marturano & Elias, 2016). 

Several studies have documented the 
negative effects of learning diffi culties and poor 
academic performance for the socio-emotional 
and behavioral development of students, such as 
lower self-esteem and motivation to study and 
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higher levels of stress (D’Abreu & Marturano, 
2010; Inglés, Martínez-González, García-
Fernández, & Ruiz-Esteban, 2011). Thus, this 
study addressed some variables, such as social 
skills, perceived social support and history 
of repetition that can contribute to success or 
failure in the school life of students in the fi nal 
years of Middle School (M.S.). This period of 
the academic trajectory is characterized as a 
critical moment in the school life of students. 
Data from the Basic Education Development 
Index report (Ideb, 2013) showed that a total 
of 473,435 students attending the fi nal years 
of M.S. abandoned school during 2013. Thus, 
it seems appropriate to focus on this school 
transition period to seek to identify factors 
related to permanence and completion of M.S. 
and to enrollment in High School (H.S.). 

Academic achievement can be understood 
as the ability of the students to express their 
learning and knowledge acquired in the teach-
ing-learning process (Perrenoud, 2003). This in-
fers the academic skills of students and has an 
evaluative character in that students must dem-
onstrate what they have learned in class in their 
answers in tests and examinations. According to 
D’Abreu and Marturano (2010), poor academic 
achievement occurs when students present, in 
notes or tasks, a result below the level expected 
for the ages, abilities and potentials of the indi-
viduals. 

In one concept that goes beyond blaming the 
students for school failure, academic achieve-
ment is understood as a multi-determined phe-
nomenon, infl uenced by aspects of the students 
and their family and school contexts, as well as 
socio-cultural, institutional, political and eco-
nomic factors (Dazzani et al., 2014; Marturano 
& Pizato, 2015; Moreira, Rosário, & Santos, 
2011; Wang & Holcombe, 2010). Among these 
variables, research indicates that the social skills 
and perception of social support of students can 
be seen as protective factors when faced with 
adversity (such as history of repetition), posi-
tively affecting academic achievement (Azmi-
tia, Cooper, & Brown, 2009; Dias, Oliveira, 
Moreira, & Rocha, 2015; Lopes, Del Prette, & 
Del Prette, 2013; Loureiro, Ferreira, & Santos, 

2013; Nunes, Pontes, Silva, & Dell’Aglio, 2014; 
Woolley, Kol, & Bowen, 2009).

Regarding the history of repetition, accord-
ing to the school census conducted by the Anísio 
Teixeira National Institute of Educational Stud-
ies and Research (Inep) in 2015, the repetition 
rates were signifi cantly higher in the fi nal years 
of M.S., which contribute to an age-grade distor-
tion and consequently to school abandonment. 
In 2015, 170,440 students dropped out of the 
fi rst year of the M.S., while in 2016 this fi gure 
rose to 450,317 students (Inep, 2015). 

The Brazilian educational system evaluates 
its students in various ways, and some states 
adopt the continued progression system consist-
ing of an assessment by cycles. In this case, in 
order to advance to a new cycle, the students 
need to acquire skills and abilities in a cycle (for 
example, from the 1st to 3rd year, from the 4th to 
6th year and from the 7th to 9th year) that is longer 
than one year or grade. In this mode of evalua-
tion, the students are not held back in any year 
and can make a recovery through reinforcement 
classes to advance to a new cycle (Jacomini, 
2004). In the state of Rio de Janeiro, where the 
study was conducted, the evaluation system is 
by grade, where students can fail a grade/school 
year, and not by cycle. Thus, students are as-
sessed every year through tests, participation in 
class and interpersonal skills and must obtain 
a minimum mean to “pass the grade” (Alves, 
2013). 

The literature has shown that students who 
have had to repeat a year present feeling of fail-
ure, feel less motivated and envisage fewer pros-
pects regarding continuing to study and the future 
(Faissol & Bastos, 2014; Souza, Ponczec, Oliva, 
& Tavares, 2012.). School diffi culties, including 
the history of repetition, favor the emergence of 
behavioral and emotional problems and can pro-
duce a lack of belief in the teachers, the parents 
and the students themselves regarding their abil-
ity to learn (Ingul, Klockner, Silverman, & Nor-
dahl, 2012). Ortigão and Aguiar (2013) showed 
that students with low academic achievement 
are generally those who have experienced one 
or more episodes of school repetition. Similarly, 
studies (Alves, Ortigão, & Franco, 2007; Ban-
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deira, Rocha, Pires, Del Prette, & Del Prette, 
2006; Jacomini, 2009) have shown that students 
with a history of repetition can reproduce the 
situation of school failure in the ensuing years 
of academic life. Nunes et al. (2014) conducted 
a study with 610 young people in M.S. and H.S., 
in order to investigate the relationship between 
history of school repetition, perceptions about 
the school and future expectations. The results 
showed that almost 50% of the students had a 
history of school repetition and, of these, 3.9% 
had been expelled from the school. The results 
also indicated that the higher the repetition rate, 
the lower the expectation of entering university 
and, therefore, the previous experience of school 
repetition was a psychosocial risk factor. How-
ever, if the history of repetition adversely affects 
academic achievement, resources of students 
and their contexts, such as social skills and so-
cial support from the family, teachers and peers 
can act as protective factors.

Social skills can be understood as the be-
haviors of an individual, socially acceptable 
within the context of a culture and a historical 
time, that favor interpersonal relationships based 
on respect for human rights (Del Prette & Del 
Prette, 2010). Social skills of students, such as 
asking for help, offering support, initiating and 
maintaining conversation and refusing requests 
without harming the relationship, among others, 
have repeatedly shown to be positively associat-
ed with good academic achievement (Hall & Di-
Perna, 2016; Lopes et al., 2013). Marturano and 
Pizato (2015), when testing a predictive model, 
found that the social skills of students in the 3rd 
year of Elementary School explained about 40% 
of the variability in academic achievement in the 
5th year.

Studies suggest that students with defi cits 
in social skills and low emotional control skills 
demonstrated greater diffi culty socializing with 
peers and teachers and could experience academ-
ic failure and later a premature exit from school 
(Beauchamp & Anderson, 2010; Elias & Mar-
turano, 2014; Feitosa, Del Prette, & Del Prette, 
2012). In general, the greater the social skills of 
students the better the academic achievement 

(Caemmerer & Keith, 2015; Cia & Costa, 2012; 
Marturano & Pizato, 2015; Womack, Marchant, 
& Borders, 2011). 

Studies have shown that social support 
from the school (teachers and other actors in the 
educational context) and from the family favor 
the development of both the social skills and 
the academic skills of students (Marturano & 
Pizato, 2015; Wang & Holcombe, 2010). This 
social support assists students in times of school 
transition, minimizing stress and promoting the 
adaptation of students to the new context (Lan-
genkamp, 2010).

There is a consensus in the literature 
regarding terminological, operational and 
theoretical aspects of social support (Gonçalves, 
Pawlowski, Bandeira, & Piccinini, 2011). In this 
study, the concept adopted was that of perceived 
social support defi ned by Vaux et al. (1986) as 
the way the person perceives the acceptance 
and support of signifi cant others, such as family 
members, colleagues and teachers, and how that 
infl uences their behaviors, thoughts and feelings. 
The perception of social support has a positive 
impact on the physical and psychological 
well-being, self-esteem, the self-concept and 
motivation for success in many sectors of life 
during adolescence, for example, academic 
achievement (Azmitia et al., 2009; Dias et al., 
2015; Woolley et al., 2009). 

The social support received and perceived 
by the person changes constantly throughout the 
life cycle (Gonçalves et al., 2011). However, 
in adolescence the possibility of participation 
in multiple contexts and the greater autonomy 
of adolescents become relevant to identify the 
characteristics of different sources of social 
support (Squassoni & Matsukura, 2014). In 
this sense, studies (Antunes & Fontaine, 2008; 
Olsson, Hagekull, Giannotta, & Ahalander, 
2016) indicate three important sources of 
support: family; friends; and people in the 
school, such as teachers. 

In adolescence, despite the greater proxim-
ity to peers, studies have found that family mem-
bers do not cease to be references of security for 
the adolescents, being characterized as social 
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support complementary to that perceived from 
the friends (Alves & Dell’Aglio, 2015a; Ampa-
ro, Galvão, Alves, Brasil, & Koller, 2008; Ols-
son et al., 2016; Squassoni & Matsukura, 2014). 
The perception of social support from the family 
enables adolescents to feel secure and establish 
contacts in other contexts, leading to increased 
self-esteem, well-being and feelings of accep-
tance that facilitate the integration with peers 
(Olsson et al., 2016; Tomé & Matos, 2012). 

In the school context, the social support of 
friends can have a positive infl uence on aca-
demic achievement because the adolescents 
perceive themselves to be in a group that they 
identify with and can draw upon faced with the 
diffi culties missed by teachers (Dias et al., 2015; 
Tomé & Matos, 2012). Thus, the friends would 
be a source of learning of school skills and so-
cial skills, serving as social sustenance and pos-
sibly having a positive infl uence on the choice 
of a healthier lifestyle (Del Prette & Del Prette, 
2009; Wang & Holcombe, 2010). However, the 
relationship with peers has also been linked to 
risky behavior in adolescence, such as substance 
abuse and delinquency (Alves & Dell’Aglio, 
2015b; Olsson et al., 2016).

The school can be an environment that not 
only provides adolescents with academic con-
tent, but can also be a predictable place with 
clear rules that help them feel protected (Bok-
horst, Sumter, & Westenberg, 2010; Dias et al., 
2015; Machado, Yunes, & Silva, 2014). Thus, 
scientifi c evidence has shown that the perception 
of social support from teachers is associated with 
increased levels of well-being, self-esteem and 
academic achievement, as well as less likelihood 
of developing behavioral problems (Dotterer & 
Lowe, 2011; Tian, Zhao, & Huebner, 2015). In 
this sense, studies suggest that there is a positive 
infl uence of the school on the academic achieve-
ment, as students feel more motivated and inter-
ested in academic activities when the classroom 
contexts promote their interpersonal relationship 
needs (Amparo et al., 2008; Dias et al., 2015; 
Dotterer & Lowe, 2011). 

When the school contexts, family and 
friendly relations provide more social support 

there is better socio-emotional development of 
students with poor academic performance, giv-
ing them better conditions to persist in studies 
without abandoning the school (Hymel & Ford, 
2012). Conversely, low scores of student associ-
ated with limited family support, lack of emo-
tional connection of the students with the school 
and with the teachers and poor relationships with 
colleagues would be the most infl uential factors 
for school truancy (Dias et al., 2015; Langen-
kamp, 2010). 

Poor academic achievement may be associ-
ated with various aspects present in the school 
and family contexts of the students and infl u-
enced by educational policies (França & Gon-
çalves, 2003; Wang & Holcombe, 2010). In Bra-
zil, about 39% of students leave school before 
completing M.S., especially those with histories 
of repetition (Oliveira & Saraiva, 2015). Some 
studies have found a relationship between social 
support from family, teachers and friends and 
academic success, showing that the social con-
text infl uences academic achievement (Azmitia 
et al., 2009; Dias et al., 2015; Woolley et al., 
2009). With this, the more social support the 
students have the more easily they can meet the 
challenges of the school trajectory (Machado et 
al., 2014).

Despite this evidence, a review of the lit-
erature showed that, in the Brazilian context, 
there are no studies that sought to investigate the 
impact of perceived social support and the so-
cial skills of students on academic achievement 
during the fi nal years of M.S. It was possible to 
identify a gap in the knowledge about this mo-
ment of the school cycle, which, as noted above, 
presents a signifi cant amount of abandonment. 
In this context, the present study aimed to test 
a prediction model for academic achievement, 
having social skills, perception of social support 
from family, teachers and peers and the histo-
ry of repetition of the students as independent 
variables. Thus, with the information from the 
present study it is expected to be able to plan in-
tervention programs with students, their families 
and their teachers in order to expand their inter-
personal resources.
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Method

Participants
A correlational predictive study was per-

formed with a sample selected by convenience. 
The participants were 311 students, of both 
genders, with a mean age of 14.03 years (SD = 
1.23), who were attending the fi nal two years of 
the M.S. (176 students of the 8th grade and 142 
of the 9th grade) from three public schools in the 
state of Rio de Janeiro. The schools presented 
similar Ideb assessments, corresponding to the 
year 2013: school 1 = 4.1; school 2 = 4.0; school 
3 = 4.0.

Instruments
Social Skills Inventory for Adolescents 

(SSIA-Del-Prette). Developed by Del Prette and 
Del Prette (2009) to evaluate the social skills of 
adolescents from their self-reports about every-
day situations. It presents 38 items that cover 
different social skills. The responses are given 
on a Likert type scale of fi ve points (0 = never 
to 4 = always) and it is divided into six factors, 
with the following internal consistency indices 
in this study: (1) Empathy (“When noticing a 
(a) colleague is sad or having some diffi culty in 
school, offering support or help”, α= 0.81); (2) 
Self-control (“When criticized by parents and 
teachers can calm down and control the irrita-
tion”, α= 0.77); (3) Civility (“When someone 
does something good can praise them and give 
thanks when receiving praise”, α = 0.83); (4) 
Assertiveness (“If feeling that it is wrong to do 
something, even when pressured by colleagues, 
not doing what the colleagues want”, α = 0.71); 
(5) Affective approach (“When wanting to make 
friends, inviting the person to an event or activ-
ity”, α = 0.61); (6) Social Resourcefulness (“In 
school making oral presentations in groups when 
requested”, α = 0.57); total of the instrument α 
= 0.91. 

Social Support Appraisals Scale (SSA). 
This instrument was developed by Vaux et al. 
(1986) for the American context, to examine 
the perception of social support of children and 
adolescents in relation to family and friends. The 

scale was validated for the population of Brazil-
ian adolescents by Squassoni and Matsukura 
(2014). It consists of 30 items arranged in a Lik-
ert type scale of six points (1 = strongly disagree 
to 6 = strongly agree) and includes four factors, 
with the following internal consistency indices 
in this study: (1) Perception of social support 
from family (“My family cares about me a lot”, 
α= 0.78); (2) Perception of social support from 
friends (“I feel very connected to my friends”, 
α= 0.74); (3) Perception of social support from 
teachers (“Most of my teachers respect me a 
lot”, α = 0.69); (4) Perception of social support 
from others in general (“People, in general, like 
me”, α = 0.72); total of the scale α = 0.81. The 
general perception factor was not used in this 
study as the aim was to investigate specifi c so-
cial support.

Demographic and Socioeconomic Status 
Information Questionnaire. This was developed 
for the study to investigate social and demo-
graphic information, and was divided into three 
parts: (a) general application information; (b) 
information about the participants (name, age, 
gender, color and history of school repetition 
– whether had already repeated a year and how 
many times); (c) information about the family 
(number and indication of who lived with the 
students). The Brazil Economic Classifi cation 
Criterion (Associação Brasileira de Empresas 
de Pesquisa [ABEP], 2011) was also used. This 
assesses socioeconomic status and allows the 
stratifi cation of families, in order of decreasing 
purchasing power in fi ve classes: A (A1 and 
A2), B (B1 and B2), C, D and E.

Procedures 
Data Collection. After delivery of the con-

sent form and the terms of assent, signed by the 
legal guardians of the students and by the stu-
dents themselves, respectively, the data collec-
tion was carried out collectively in the classroom 
of the students, at a time previously agreed with 
the teachers. At the beginning of each applica-
tion (mean duration 50 minutes), the aims of 
the study, the guarantee of confi dentiality of the 
data collected and the voluntary nature of their 
participation were explained to the students. The 
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project, consistent with Resolution 466/12 of the 
National Health Council, was approved by the 
Research Ethics Committee of the University in 
which the study was conducted.

Data Analysis. Data analysis was performed 
using the Statistical Package for the Social Sci-
ences software for Windows (SPSS, version 
18.0). First, the normality of the sample distri-
bution was confi rmed. Next, there was the ex-
ploration of differences related to the gender of 
students (chi-square test) and descriptive statis-
tics (frequencies and percentages) of the history 
of school repetition variable. Then the correla-
tion between the study variables was calculated 
(Pearson’s r). Finally, the independence and 
multicolinearity assumptions were tested and 
confi rmed (Marôco, 2011), with the multiple 
linear regression analysis (stepwise method) 
then carried out. Academic achievement was 
the dependent variable obtained by the sum of 
the scores of all subjects (Portuguese, English, 
Mathematics, History, Geography, Physics, 
Chemistry and Science) computed in the Report 
of Final Results of the fi rst half of the year in the 
schools where the data was collected. This sum 
was divided by the total number of disciplines, 
creating a general index called the fi nal mean 
which ranged from 0.0 to 10.0. The history of 
school repetition; the total SSIA-Del-Prette; the 
three factors of the SSA (perceived social sup-
port from friends, perceived social support from 
family and perceived social support from teach-
ers) were considered as independent variables. 
A dummy variable was created for the history 
of school repetition that, according to Marôco 
(2011), is a method to “quantify” variables that 
indicate the presence or absence of an attribute: 
repetition experience yes = 1; no = 0.

Results

Demographic Information
There was an even distribution in relation 

to the gender of the participants (173 girls and 
145 boys - χ2 = 2.46; p = .11). Regarding the 
color declared by the students, it was found that 
43.08% of the sample reported being mixed 
race, 29.87% white, 20.44% black, 4.09% yel-

low, 2.52% indigenous. With regard to the so-
cioeconomic status of the families, 37.10% be-
longed to class B2, 28.90% to class C1, 20.40% 
to class B1, 8.50% to Class C2, 4.40% to Class 
A2 , 0.30% to class D and 0.30% to class A1. 

Regarding the history of school repetition, 
200 students (64.3%) reported never having re-
peated a year, while 111 (35.7%) indicated that 
they had had to repeat one year (n = 68), 38 stu-
dents two years and 5 students three or more 
years. The data showed that the male adolescents 
(n = 60) repeated years more than the females 
(n = 50), however, the chi-squared test indicated 
no signifi cant difference in relation to gender (χ2 
= 0.73; p = .39). Students who reported having 
repeated a year were aged between 15 and 17 
years.

Analysis of Correlation and Regression
The results showed a moderate negative 

correlation between repetition and the academic 
achievement of the students (r = -0.4; p = .001). 
With the exception of perceived social support 
from friends, weak to moderate positive correla-
tions were found between the academic achieve-
ment of students and the total social skills of the 
students (r = 0.26; p = .001), perceived social 
support from family (r = 0.18; p = .002) and per-
ceived social support from teachers (r = 0.22; p 
= .001). 

Table 1 shows the variables associated with 
the academic achievement of the students. The 
signifi cant model [F(3.30) = 29.44; p = .01] 
presented in Table 1 showed that the history 
of school repetition, total social skills and the 
perception of social support from teachers ex-
plained 22% of the variability of the academic 
achievement of the students. The results indi-
cated that the history of repetition of the student 
had greater weight regarding academic achieve-
ment. The value of the negative standardized 
coeffi cient (β) indicated a negative association 
between repetition and academic achievement. 
The social skills of the students and their per-
ception of social support from teachers corre-
lated positively with the academic achievement 
of the students. 
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Table 1
Regression Model for the Prediction of the Academic Achievement of Students at the End of Middle School 

Predictors M(SD) B (SE-B) β 95% CI R2

History of Repetition 0.36 (0.48) - 1.00 (0.14) -0.36* [- 1.28; - 0.72] 0.16*

Social Skills 90.68 (24.39) 0.01 (0.01) 0.16* [0.03; 0.01] 0.20*

Social Support from  Teachers 27.23(6.75) 0.02 (0.01) 0.13* [0.01; 0.04] 0.21*

Note. N = 311. B = non-standard regression coeffi cient, SE B = Standard Error of the non-standard regression coeffi cient; β = 
standardized regression coeffi cient; CI = confi dence interval; R2 = adjusted determination coeffi cient. 
* p < .01. 

Discussion

The fi nal years of Middle School (M.S.) are 
a time in school cycle that is critical in the aca-
demic trajectory, as students face many diffi cul-
ties involving socioeconomic, political and inter-
personal factors that can lead to poor academic 
achievement and hence increase the chance of 
abandonment and truancy (Inep, 2015). Howev-
er, few studies have investigated the fi nal years 
of M.S. Thus, this study aimed to investigate the 
impact of variables of the students (social skills 
of the students and history of school repetition) 
and of the context (perceived social support) on 
academic achievement in the fi nal two years of 
M.S. 

The results indicated that 35% of the sample 
had repeated a year at least once, with no dif-
ference between genders. Although Nunes et 
al. (2014) also did not fi nd differences between 
boys and girls, the authors found that about 50% 
of the study participants had experienced school 
repetition. The study of Ortigão and Aguiar 
(2013) also showed that by the 5th year of EE, 
40% of the girls had already repeated a year, 
while for the boys this percentage was almost 
60%. 

The study data showed that students who 
had repeated a year were aged between 15 and 
17 years. According to the Law of Directives and 
Bases of National Education (Law No. 9.394, 
1998), Elementary School includes students 
aged 6 to 14 years, while H.S. includes students 
aged 15 to 17 years. Thus, there is the presence 
of an age-grade distortion among the students of 
this sample with a history of school repetition 

because their ages were compatible with being 
in H.S. In the study by Souza et al. (2012) the 
authors found that truancy during the school 
year is higher among students that presented 
ages incompatible with the grade of study. That 
is, students with a history of repeating years 
show greater tendency to abandon school during 
the school year than from one year to another. 
Nunes et al. (2014) also found that the school 
repetition was negatively associated with the ex-
pectations of the students to complete H.S. and 
enter Higher Education. 

This draws attention to the possibility of 
students entering a cycle of school failure that 
affects both the quality of the permanence and 
completion of M.S., as well as the entry into 
H.S. (Alves et al., 2007; Bandeira et al., 2006; 
Jacomini, 2009). It should be noted that failure 
or success in the school learning process is less 
frequently determined by individual issues than 
by interactive, educational, institutional and po-
litical mechanisms (Dazzani et al., 2014). Thus, 
the focus of the view of poor academic achieve-
ment should not be based on the psychological 
or maturational diffi culties of the students, but 
on the investigation of the relational processes 
among students and the family, school and in-
stitutional contexts (Marturano & Elias, 2016). 

The results of the correlation analyses are in 
agreement with the literature, indicating that a 
history of school repetition can negatively infl u-
ence the academic achievement of students at the 
end of M.S. (Womack et al., 2011). Similar to 
other studies, the resources of the students, such 
as social skills (Cia & Costa, 2012; Feitosa et al., 
2012; Lopes et al., 2013; Hall & DiPerna, 2016; 
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Marturano & Pizato, 2015; Milson & Glanville, 
2010) and perceived social support from family 
and teachers (Azmitia et al., 2009; Dias et al., 
2015; Woolley et al., 2009) were positively as-
sociated with the academic achievement of stu-
dents. In the context of school transition from 
M.S. to H.S., social support from family, friends 
and teachers resulted in good academic achieve-
ment for the students (Langenkamp, 2010). 
Marturano and Pizato (2015) highlighted the im-
portance of support networks and that these, as-
sociated with the resources of the student (social 
skills), can mitigate the negative impacts that 
this transition can cause.

The results of the regression model tested 
indicated that the academic achievement at the 
end of M.S. was predicted, in order of infl uence, 
by the history of school repetition, social skills 
and perceived social support from teachers, to-
gether explaining 22% of the performance vari-
ability. The history of repetition was the variable 
with the greatest weight regarding the academic 
achievement of the students, presenting a nega-
tive association with the means of the marks ob-
tained by the students. Other studies have found 
similar results, indicating that school repetition 
is a risk factor for the socio-emotional and aca-
demic development of students, leading to age-
grade distortions and abandonment of school 
(Alves et al., 2007; Bandeira et al., 2006; Jaco-
mini, 2009). 

According to Ortigão and Aguiar (2013), 
this is because the experience of school repeti-
tion affects the academic activities and interper-
sonal relationships of students, who tend to be 
unmotivated and consequently abandon school. 
Often the teachers themselves and colleagues 
stigmatize and discriminate against “repeating” 
students (Faissol & Bastos, 2014). Thus, these 
students end up isolating themselves (or are iso-
lated), tending not to participate in the proposed 
activities and having no interest in performing 
the proposals related to learning (Almeida & 
Sartori, 2012). 

According to the previous literature, the so-
cial skills of students positively predict their aca-
demic achievement. Several studies have shown 
that a good social skills repertoire helps academ-

ic competence and good academic achievement, 
as social skills are features of the individual that 
help the learning process (Caemmerer & Keith, 
2015; Hall & DiPerna, 2016; Zambon & Rose, 
2012). To report feelings, ask for help and to 
give and receive support are skills that can help 
students to express their feelings faced with poor 
academic achievement and to ask for help from 
friends, parents and teachers to get out of this 
vulnerable situation (Lopes et al., 2013; Wom-
ack et al., 2011; Zambon & Rose, 2012). There-
fore, social skills stimulate the decision-making 
capacity and the reduction of dysfunctional be-
haviors and risk, helping the academic achieve-
ment (Feitosa et al., 2012).

Among the three types of social support 
tested in the regression model, only the percep-
tion of social support from teachers was a posi-
tive predictor of the academic achievement of 
the students. Although interpersonal relations 
diversify in adolescent, studies have found that 
adolescents perceive more social support from 
the family than from peers and teachers (Alves 
& Del’Aglio, 2015a; Amparo et al., 2008; Ols-
son et al., 2016; Squassoni & Matsukura, 2014). 
Thus, it can be assumed that even if teachers are 
perceived as a limited source of social support, 
their infl uence on academic achievement is im-
portant and needs to be encouraged (Alves & 
Dell’Aglio, 2015a; Bolsoni-Silva et al., 2013; 
Dias et al., 2015), especially in the transition 
from the M.S. to H.S. In this sense, Berry and 
O’Connor (2010) conducted a longitudinal study 
of 1364 children from kindergarten to the 6th year 
of M.S. and found a positive correlation between 
the quality of the teacher-student relationship 
and the social skills of students with internaliz-
ing problems. 

Although the perception of social support 
from family and friends did not enter the regres-
sion model, this support should be encouraged. 
The perception of social support from the fam-
ily helps students to face the challenges and feel 
more accepted and more protected (Squassoni & 
Matsukura, 2014). The affective communication 
of the family assists students in socialization, in 
expanding the contact network and protects them 
from risk situations, such as friendships that con-
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tribute to risk behaviors (Alves & Dell’Aglio, 
2015b; Olsson et al., 2016). Adolescents who 
have more contact and a good relationship with 
their parents are found to be happier and more 
satisfi ed with life (Tomé & Matos, 2012). Thus, 
the perception of social support from the fam-
ily associated with a reciprocal relationship 
with good communication and with a positive 
relationship contributes to the student having 
healthier behaviors and good academic achieve-
ment (Azmitia et al., 2009; França & Gonçalves, 
2003). 

Likewise, friendships can help students who 
have poor academic achievement, for example, 
asking other colleagues about a doubt as well as 
resorting to the teacher. Added to this, students 
have the same language and are in the same stage 
of development (in this case adolescence), which 
can facilitate the exchange of experiences (Tomé 
& Matos, 2012). Thus, it could be suggested 
that reciprocal friendly relationships contribute 
to good educational results of students in their 
daily lives (Wang & Holcombe, 2010), although 
some friendly relationships negatively affect the 
development of students with, for example, drug 
use, violence and aggressive behavior (Alves & 
Dell’Aglio, 2015b). Therefore, all the support 
networks are important to assist the develop-
ment, because if one does not provide support, 
another can, so that the subject feels accepted. 
Thus, it is not enough for students to feel sup-
ported, but they also require material, social and 
affective resources from their support networks 
to promote their healthy development (Machado 
et al., 2014). 

Final Considerations

In general, the results indicated that social 
skills (resources of the students) and perceived 
social support from teachers (resources of the 
school environment) impact positively on the 
academic achievement of students and can help 
them throughout their school trajectory, espe-
cially in times of transition, such as the end of 
M.S. Some limitations of this study should be 
considered. First, the results are specifi c to a par-
ticular sample that was selected by convenience 

from some public schools located in the state of 
Rio de Janeiro. 

Second, the data collected related to the per-
ceptions of the students and therefore it would be 
interesting if future studies included information 
obtained from other informants, such as parents 
and teachers. Third, the value of the regression 
coeffi cient found was considered small, which 
indicates that future studies should include 
other variables, such as school climate, paren-
tal educative practices and perception of school 
stressors. Finally, it must be considered that the 
academic achievement was measured through 
the mean of the school subjects, which is not a 
standardized measure of skills. On one hand, this 
measure provides contextual data of the educa-
tional reality of the schools studied, while on the 
other it limits the comparison with other places. 
Thus, other performance measurement instru-
ments could be used in future studies, such as 
the Brazil Exam or the Academic Achievement 
Test, or even academic competence measures, 
such as the teachers’ version of the Social Skills 
Rating System (SSRS). 

The educational trajectory is a multifac-
torial phenomenon that is infl uenced by indi-
vidual, contextual (family, school and commu-
nity), social, economic and political variables. 
There must be investment in public educational 
policies, especially in the fi nal years M.S., to im-
prove the quality of the education, as well as the 
structural and wage conditions of the teachers. 
Thus, the study showed some variables that can 
be the focus of future intervention programs with 
students, families and educators. These inter-
ventions can assist students with poor academic 
achievement and history of repetition and thus 
keep them in school to complete basic education.
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