Abstract
This study investigated the bidirectional relationship between social mastery motivation and social-emotional competence in a sample of Hong Kong Chinese kindergarten children. Participants were parents (15 fathers and 124 mothers) and teachers (22 in total) of 139 children (52.5% boys, mean age = 4.41) from a local kindergarten situated in a middle-socioeconomic area. At Time 1, parents provided demographic information, and teachers rated children’s social mastery motivation and social-emotional competence through questionnaires. Six months later, at Time 2, teachers performed the rating again. A cross‑lagged path model demonstrated evidence for co‑development between the two constructs. Children’s social mastery motivation at Time 1 positively predicted their social-emotional competence at Time 2 (β = .39, SE = .04, p < .001), and that social-emotional competence at Time 1 significantly predicted social mastery motivation at Time 2 (β = .24, SE = .15, p < .01). The findings highlight that children who are more motivated to initiate and persist in social interactions tend to develop stronger social–emotional skills over time, and vice versa. The results also underscore the utility of the play-based approach by offering kindergarten children in additional group play opportunities, such as sociodramatic play, to nurture these motivational desires and skills.  
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Bidirectionality of Kindergarten Children’s Social Mastery Motivation and Social-emotional Competence

Mastery motivation indicates a child’s desire to acquire skills and competence to perform goal-directed behaviors across the object, social, and physical domains (e.g., Gilmore et al., 2003; Jennings, 1979; Lunkenheimer & Wang, 2017; Messer et al., 1986; Morgan et al., 1995; Wang, Hwang et al., 2011; Wang, Spinrad et al., 2023). In particular, social mastery motivation characterizes one’s inner motive to start, sustain, and manipulate communicative processes (Fung et al., 2018; MacTurk et al., 1985). Emerging empirical evidence indicates that social mastery motivation predicts kindergarten children’s social-emotional development (e.g., Fung, 2022; Fung & Chung, 2019, 2023b; Józsa & Barrett, 2018). On the contrary, the Developmental Contextualism (Lerner, 1991) and Behaviorist perspectives (Skinner, 1953) suggest that variation in children’s social-emotional competence may shape their social environment and that the corresponding interactive experience may reinforce their future social mastery motivation differentially. Although social mastery motivation is getting increasing research focus, studies on its development are sparse. Research examining the bidirectionality of social mastery motivation and social-emotional competence in the early years is even rarer. The present study was to fill these gaps by examining the bidirectional relationship between social mastery motivation and social-emotional competence in a sample of Hong Kong Chinese kindergarten children. Findings from this study can inform early childhood education practices by exploring the plausible self-perpetuation of children’s social mastery motivation and social-emotional competence through age-appropriate approaches such as play-based activities.   
Social Mastery Motivation and Social-emotional Competence
	The Constructivist perspective of child development (Piaget, 1976; Vygotsky, 1967) proposed that children are intrinsically motivated to explore their immediate context to construct knowledge and understanding of the world. Social mastery motivation is the internal desire driving children to explore their social environment (Fung et al., 2018; MacTurk et al., 1985). Children with higher social mastery motivation display greater persistence in social interaction (Combs & Wachs, 1993) to obtain satisfaction, enjoyment, or objects and information from social partners (MacTurk et al., 1985). Therefore, children with increased social mastery motivation are more likely to create opportunities to practice and develop their competencies in communication, perspective-taking, conflict resolution, emotion understanding, and emotion regulation, which are fundamental to social-emotional competence (Campbell et al., 2016; Denham et al., 2001; Fung, 2022). Alternatively, children can sharpen their social-emotional competence through the processes of social referencing (e.g., obtaining information about an uncertain social situation from more knowledgeable others), observational learning (e.g., modeling of appropriate social skills), and scaffolding (e.g., explicit guidance on conflict resolution) (Fung, 2022; Fung et al., 2018). Social mastery motivation, therefore, is an important factor in determining early social-emotional development. 
Recent research has demonstrated the predictive relationship between social mastery motivation and social-emotional competence in early childhood (e.g., Fung & Chung, 2019, 2023b; Fung et al., 2018; Józsa & Barrett, 2018). For example, kindergarten children’s social mastery motivation was positively associated with their parent-reported social-emotional competence (Fung & Chung, 2019; Fung et al., 2018). Social mastery motivation also longitudinally predicted children’s social-emotional competence in kindergarten (Fung & Chung, 2023b; Józsa & Barrett, 2018). Thus, solid theoretical frameworks (i.e., MacTurk et al., 1985; Piaget, 1976; Vygotsky, 1967) and empirical evidence (i.e., Fung & Chung, 2019; Fung et al., 2018; Józsa & Barrett, 2018) support the predictive link between social mastery motivation and social-emotional competence in the early years.
Unidirectional Development versus Co-development
	Although the extant literature largely considered social mastery motivation as an antecedent predicting children’s social-emotional competence, alternative frameworks support their co-development. Specifically, Developmental Contextualism (Lerner, 1991) proposed that variation in children’s developmental levels (e.g., social-emotional competence) can alter social partners’ behaviors (e.g., parental responsiveness, teacher-child conflict), which, in turn, reciprocally impact children’s future growth. In line with Lerner’s (1991) proposition of a dynamic relationship between environment and personal development, Busch-Rossnagel and colleagues (1995) suggested that early mastery motivation development depends on the actions of significant others. For example, within the family context, children’s social-emotional competence may vary the level of contingent parental response, which, in turn, predicts children’s future social mastery motivation (Busch-Rossnagel et al., 1995). Indeed, Fung (2022) reported an indirect relationship between maternal responsiveness and kindergarten children’s social mastery motivation and social-emotional competence, highlighting how parental responsiveness in daily parent-child interaction might reinforce children’s social mastery motivation.
	Similarly, in the kindergarten context, children’s social-emotional competence may determine the behaviors of social partners (e.g., peers) and alter the social environment (e.g., group play interaction). The variation in positive social experience (e.g., enjoyable group play) may reinforce or undermine (Skinner, 1953) children’s future attempts to explore and manipulate the social environment, leading to changes in social mastery motivation. Taken together, social mastery motivation may drive children’s social-emotional development, while advanced social-emotional competence may conversely increase their positive social experience that reinforces their social mastery motivation. Despite the sound theoretical basis suggesting their co-development (Busch-Rossnagel et al., 1995; Combs & Wachs, 1993; Lerner, 1991), no prior research has investigated the bidirectional relationship between kindergarten children’s social mastery motivation and social-emotional competence. To the best of our knowledge, this study is the first to examine the bidirectionality between social mastery motivation and social-emotional competence using longitudinal data.
The Present Study
	This study used a cross-lagged panel design to investigate the bidirectionality of kindergarten children’s social mastery motivation and social-emotional competence exhibited in the school context over two time points separated by 6 months (Figure 1). Based on the literature reviewed (e.g., Busch-Rossnagel et al., 1995; Combs & Wachs, 1993; Fung, 2022; Fung & Chung, 2019, 2023b; Józsa & Barrett, 2018; Lerner, 1991), we expected that children’s social mastery motivation at Time 1 would positively predict their social-emotional competence at Time 2 and that children’s social-emotional competence at Time 1 would positively predict their social mastery motivation at Time 2, above and beyond their autoregressive effects.
<Figure 1 about here>
Method
Participants
Participants were parents and teachers of 139 children (52.5% boys, mean age = 4.41) in a Hong Kong kindergarten. The participating kindergarten is situated in a middle-socioeconomic area. Children in Hong Kong usually receive kindergarten education for 3 years: K1 (3 to 4 years), K2 (4 to 5 years), and K3 (5 to 6 years). At Time 1, the number of children in K1, K2, and K3 was 55, 45, and 39, respectively. All participating teachers (22 in total) hold a bachelor’s degree in early childhood education, and they have at least a year of teaching experience. Parents reported demographic information, including their education level and child's age and gender. 44% of parents held a bachelor’s degree or higher, whereas 30% and 26% completed secondary school and college, respectively.
Procedure
The Ethics Review Board of the affiliated university approved the study (approval code: blinded for review). The kindergarten principal consented to participate. The parents and teachers were then invited to complete the informed consent and questionnaire forms. Parents reported demographic information and teachers rated children’s social mastery motivation and social-emotional competence through questionnaires in the middle of the school year (Time 1). Teachers’ ratings were obtained again six months later (Time 2). The questionnaire can be finished in 10 minutes.
Measures
Social Mastery Motivation
Social mastery motivation was measured by the social persistence subscales of the Dimensions of Mastery Questionnaire (Morgan et al., 2017). This measure was employed in recent research on local kindergarten children (e.g., Fung & Chung, 2022, 2023b). The social persistence subscales (with adults and with peers) contain 10 items (e.g., “Tries hard to get adults to understand him or her”, “Tries to understand other children”). Class teachers rated the items on a 5-point scale: 1 (not at all like this child) to 5 (exactly like this child). The average score of the social persistence subscales represented children’s social mastery motivation in the school context. The Cronbach’s alphas of social persistence with peers (Time 1 = .94, Time 2 = .93) and adults (Time 1 = .93, Time 2 = .91) subscales were good.
Social-emotional Competence
	Social-emotional competence was measured by the Strengths and Difficulties Questionnaire (SDQ; Goodman, 1997) and the emotion regulation subscale of the Chinese Inventory of Children’s Socioemotional Competence (CICSEC; Li et al., 2020). These measures were selected to reflect children’s levels of social difficulties, prosocial behaviors, and emotional regulation, and they were previously employed in local research examining kindergarten children’s social-emotional competence with adequate reliability and validity (e.g., Fung & Chung, 2023a, 2023b). The SDQ consists of 25 items in five subscales. The SDQ prosocial subscale consists of five items (e.g., “Often volunteers to help others like parents, teachers, and other children”). The SDQ conduct problems subscale contains five items (e.g., “Often has temper tantrums or hot tempers”). The SDQ peer problems subscale has five items (e.g., “Generally liked by other children”). The CICSEC emotion regulation subscale also contains five items (e.g., “Takes a long time to recover from disappointment”). Teachers rated the SDQ items on a 3-point scale: 1 (never) to 3 (often), whereas a 5-point scale was used for the CICSEC items: 1 (totally disagree) to 5 (totally agree). The ratings were reversely coded as appropriate such that a higher score indicated better social-emotional competence. The standardized average score of the SDQ and CICSEC subscales represented children’s social-emotional competence. The Cronbach’s alphas of SDQ prosocial (Time 1 = .88, Time 2 = .87), conduct problems (Time 1 = .72, Time 2 = .69), peer problems (Time 1 = .71, Time 2 = .72), and the CICSEC emotion regulation (Time 1 = .85, Time 2 = .86) subscales were acceptable.
Data Analysis Plan
A cross-lagged path model (Figure 1) investigating the reciprocity of social mastery motivation and social-emotional competence was estimated with the lavaan package (version 0.6-12) in R (version 4.2.0; R Foundation for Statistical Computing, 2023). Child age, gender, and parent education were covaried. Intraclass correlations were examined to understand how the nested sampling structure (i.e., class teacher ratings) would impact the variables, and their values were between 0.06 (social mastery motivation at Time 1) and 0.20 (social mastery motivation at Time 2). The nonindependence of the data was tackled by the lavaan.survey package (Oberski, 2014). Specifically, the lavaan.survey package adopted Muthén and Satorra (1995) framework to use pseudo-maximum likelihood (PML) or weighted least squares (WLS) to adjust the parameter estimates, standard errors, and chi-square-derived fit indices of a model with the nested sampling structure considered (Oberski, 2014). This statistical approach was used in prior research (e.g., Jackson & Cunningham, 2017; Stühmann et al., 2020). The model fit was assessed with reference to Hu and Bentler’s (1999) conditions: nonsignificant Chi-square index (χ2), comparative fit index (CFI ) greater than .95, nonnormed fit index (NNFI ) greater than .95, root mean square error of approximation (RMSEA) smaller than .06, and standardized root mean square residual (SRMR) smaller than .08.
Results
Preliminary Analyses
Table 1 shows the descriptive statistics and bivariate correlations. The data were complete with no missing values. The skewness and kurtosis of the variables ranged from -0.90 to 1.63, indicating acceptable normality (Hair, 2010). The relationships of social-emotional competence (r = .44, p < .001) and social mastery motivation (r = .65, p < .001) across Time 1 and Time 2 were significant. The concurrent and longitudinal relationships between social mastery motivation and social mastery motivation were positive and significant (rs = .41 to .58, p < .001). In this study, the control variables included child age, gender, paternal education, and maternal education. As none of the control variables were significantly associated with the study variables, control variables were not included in Table 1, but their descriptive statistics are shown in Table 2.
<Table 1 about here>
<Table 2 about here>
Cross-lagged Path Analysis
Figure 2 shows the parameter estimates and model fit indices for the cross-lagged path model predicting social mastery motivation and social-emotional competence controlling for child’s age, gender, and parent education, which demonstrated a good fit to the data: χ2 (df = 10, N = 139) = 13.54, p = .20, CFI = .98, NNFI = .95, RMSEA = .05 (90% CI: .00, .11), SRMR = .06, R2 T2 Social Mastery Motivation = .47, R2 T2 Social-emotional Competence = .41. The concurrent associations between social-emotional competence and social mastery motivation at Time 1 (r = .41, p < .001) and Time 2 (r = .30, p < .01) were significant. The autoregressive paths of social-emotional competence (β = .35, SE = .11, p < .001) and social mastery motivation (β = .55, SE = .09, p < .001) across Time 1 and Time 2 were also significant. The cross-lagged path from social-emotional competence at Time 1 to social mastery motivation at Time 2 was significant (β = .24, SE = .15, p < .01). Similarly, the cross-lagged path from social mastery motivation at Time 1 to social-emotional competence at Time 2 was significant (β = .39, SE = .04, p < .001).
<Figure 2 about here>
	Given that the survey scales (i.e., SDQ and CICSEC) measured related but distinct skills underpinning children’s social-emotional competence, supplementary analyses were conducted to model the bidirectional relationships of social mastery motivation with SDQ and CICSEC separately. Results from the two models showed that the cross-lagged path from social mastery motivation at Time 1 to SDQ (β = .33, SE = .02, p < .001) or CICSEC (β = .36, SE = .10, p < .001) at Time 2 was significantly positive. Conversely, the cross-lagged path from SDQ (β = .18, SE = .18, p < .01) or CICSEC (β = .21, SE = .07, p < .01) at Time 1 to social mastery motivation at Time 2 was also positive and significant. These supplementary results further illustrated the reciprocal relationships among kindergarten children’s social mastery motivation, emotional regulation (i.e., CICSEC), and the absence of social difficulties (i.e., SDQ). The parameter estimates and model fit indices for the supplementary path models predicting social mastery motivation and SDQ or CICSEC are shown on Figures 3 and 4, respectively.
<Figure 3 about here>
<Figure 4 about here>
Discussion
This study investigated the reciprocity relationship between social mastery motivation and social-emotional competence in the early years. The present findings have expanded the prior studies (e.g., Fung, 2022; Fung & Chung, 2019, 2023b; Józsa & Barrett, 2018) by providing empirical evidence for the co‑development of these constructs among Hong Kong kindergarten children. Children with higher social mastery motivation are more eager to initiate and maintain social interactions, helping them develop key communication, emotional, and interpersonal skills. Conversely, stronger social–emotional competence enables children to engage more successfully with peers and teachers, fostering positive social experiences that boost their motivation. Together, these results support a dynamic developmental process in which social mastery motivation and social–emotional competence mutually facilitate one another during the kindergarten years. 
Bidirectionality of Social Mastery Motivation and Social-emotional Competence
	As expected, children’s social mastery motivation and social-emotional competence predicted each other after controlling for their autoregressive effects. This finding concurs with emerging evidence suggesting that social mastery motivation predicts children’s social-emotional development (e.g., Fung, 2022; Fung & Chung, 2019, 2023b; Józsa & Barrett, 2018). Children with higher levels of social mastery motivation are more eager to interact with social partners (MacTurk et al. 1985). The increased social interaction may enable them to sharpen their social (e.g., sharing, turn-taking, resolving conflict) and communicative skills (e.g., vocabulary knowledge; Fung & Chung, 2019), contributing to their social-emotional competence. Future studies may explore the mediating processes, such as conflict resolution and vocabulary knowledge, in the longitudinal relationship between kindergarten children’s social mastery motivation and social-emotional competence.
The present results also revealed that children’s social-emotional competence positively predicted their social mastery motivation. Kindergarten is an important environment for children to acquire and develop social-emotional skills, and the successful coordination of peer play is one of the overriding social goals (Beaty, 2014). Children with higher social-emotional competence better communicate, regulate, and understand others’ perspectives, needs, and emotional states (Campbell et al., 2016; Fung & Cheng, 2017). The skills are essential in initiating or gaining access to kindergarten group play. Therefore, better social-emotional competence may enable these children to shape their social partners’ behaviors (Busch-Rossnagel et al., 1995; Lerner, 1991) and elicit a more harmonious peer play experience. The pleasurable experience may, in turn, reinforce their future desire to explore and manipulate the social context. For instance, these children might integrate a higher level of social mastery behaviors into object play by directing their mastery attempts toward social partners (Fung et al., 2018; Wachs & Combs, 1995). Apart from play scenarios, their desire to manipulate communicative processes (i.e., social mastery motivation) may also spill over into peer-to-peer and teacher-student interactive processes during group learning activities. Children with advanced social mastery motivation may develop greater social-emotional competence, which, in turn, supports and encourages their future attempts at social communication. The findings point to the bidirectional development of these desires and skills during the kindergarten years. 
Limitations
[bookmark: _Hlk126530226][bookmark: _Hlk126530123]The present study has four limitations. First, this short-term longitudinal study had two data collection points six months apart. However, the findings suggested only prospective associations, not evidence of reciprocal causation. Particularly, the traditional cross-lagged panel model cannot distinguish within-person developmental processes from stable between-person differences (Hamaker, 2023), and stronger tests of bidirectionality would require additional waves of data and analytic approaches such as the random-intercept cross-lagged panel model. Longitudinal studies with additional time points over a longer duration, or experimental studies, are needed to further examine the direction of effects. Second, social mastery motivation and social-emotional competence were rated by teachers. Therefore, the findings are subject to common method bias (Podsakoff et al., 2012). Future research may use cross-informants’ ratings (Renk & Phares, 2004) or behavioral measures (e.g., the puzzle and Lego tasks; Fung & Chung, 2019) to validate the present results. Third, although children’s levels of prosocial behaviors and emotion regulation were also measured, the operationalization of social-emotional competence as the lack of social difficulties may overly emphasize a weaknesses perspective, without considering additional strengths such as empathy, emotion understanding, and emotion expression (Campbell et al., 2016). Future research may include additional measurements to reflect children’s social-emotional competence from the strengths perspective. Finally, the sample size was small, and all participants were recruited from a single kindergarten. Further research with an expanded, more diverse sample is required to validate the generalizability of the results.
Conclusions and Implications
Despite these limitations, the present results contributed to the literature by extending the theory (Combs & Wachs, 1993; MacTurk et al., 1985) to demonstrate the reciprocal development of social mastery motivation and social-emotional competence in kindergarten children. In practice, the results highlight the importance of providing children with rich opportunities for positive social engagement in kindergarten settings. Practitioners may employ kindergarten group activities to sustain kindergarten children’s self-perpetuation of social mastery motivation and social-emotional development. Children with better social-emotional competence are likely to shape their social context (e.g., peer play, group learning task) positively, while such pleasant experiences can reinforce their future social mastery motivation (Busch-Rossnagel et al., 1995; Skinner, 1953). For example, sociodramatic play (Bodrova & Leong, 2018) can be a natural and important context for children to develop social-emotional competence and, at the same time, further motivate their attempts to master the social environment. Furthermore, sensitive responses from teachers and peers may help create an environment that sustains children’s motivation for social exploration. The availability of group activities, combined with responsive social interactions (Fung, 2022), can foster children’s social mastery motivation and facilitate their co-development of social-emotional skills.
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Table 1
Descriptive statistics and bivariate correlations among the study variables
	
	Descriptive Statistics
	
	
	
	
	
	Correlations

	Variables
	M
	SD
	Skewness
	Kurtosis
	
	(1)
	(1a)
	(1b)
	(1c)
	(1d)
	(2)
	(2a)
	(2b)
	(3)
	(3a)
	(3b)
	(3c)
	(3d)
	(4)
	(4a)

	1. T1 Social-emotional Competence
	2.80
	0.37
	-0.28
	-0.90
	
	--
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	 a) T1 Conduct Problems
	1.23
	0.34
	1.50
	1.63
	
	-.68***
	--
	
	
	
	
	
	
	
	
	
	
	
	
	

	 b) T1 Peer Problems
	1.50
	0.32
	0.45
	-0.48
	
	-.69***
	.19*
	--
	
	
	
	
	
	
	
	
	
	
	
	

	 c) T1 Prosocial
	2.30
	0.52
	-0.22
	-0.66
	
	.89***
	-.43***
	-.46***
	--
	
	
	
	
	
	
	
	
	
	
	

	 d) T1 Emotion Regulation
	3.62
	0.81
	-0.54
	-0.35
	
	.48***
	-.42***
	-.34***
	.36***
	--
	
	
	
	
	
	
	
	
	
	

	2. T1 Social Mastery Motivation
	3.40
	0.88
	-0.35
	0.13
	
	.41***
	-.03
	-.46***
	.42***
	.27***
	--
	
	
	
	
	
	
	
	
	

	 a) T1 Social Persistence (Peers)
	3.43
	0.90
	-0.43
	0.06
	
	.38***
	.02
	-.49***
	.38***
	.27**
	.97***
	--
	
	
	
	
	
	
	
	

	 b) T1 Social Persistence (Adults)
	3.37
	0.91
	-0.30
	-0.09
	
	.41***
	-.07
	-.39***
	.43***
	.26**
	.97***
	.87***
	--
	
	
	
	
	
	
	

	3. T2 Social-emotional Competence
	2.80
	0.35
	-0.45
	-0.23
	
	.44***
	-.26**
	-.31***
	.41***
	.43***
	.53***
	.49***
	.53***
	--
	
	
	
	
	
	

	 a) T2 Conduct Problems
	1.23
	0.31
	1.51
	1.18
	
	-.32***
	.45***
	.05
	-.23**
	-.12
	-.11
	-.06
	-.16
	-.49***
	--
	
	
	
	
	

	 b) T2 Peer Problems
	1.46
	0.36
	0.90
	0.86
	
	-.36***
	.04
	.46***
	-.31***
	-.34***
	-.44***
	-.43***
	-.43***
	-.63***
	-.04
	--
	
	
	
	

	 c) T2 Prosocial
	2.33
	0.47
	-0.14
	-0.20
	
	.50***
	-.32***
	-.25**
	.51***
	.35***
	.46***
	.42***
	.47***
	.76***
	-.44***
	-.41**
	--
	
	
	

	 d) T2 Emotion Regulation
	3.54
	0.78
	-0.35
	-0.50
	
	.20*
	-.09
	-.17
	.20*
	.35***
	.42***
	.41***
	.42***
	.86***
	-.24**
	-.44***
	.41***
	--
	
	

	4. T2 Social Mastery Motivation
	3.55
	0.83
	-0.85
	1.34
	
	.42***
	-.11
	-.43***
	.40***
	.38***
	.65***
	.63***
	.63***
	.58***
	-.04
	-.58***
	.54***
	.44***
	--
	

	 a) T2 Social Persistence (Peers)
	3.57
	0.88
	-0.77
	0.97
	
	.40***
	-.12
	-.42***
	.36***
	.44***
	.60***
	.59***
	.57***
	.58***
	.01
	-.65***
	.51***
	.44***
	.95***
	--

	 b) T2 Social Persistence (Adults)
	3.54
	0.87
	-0.82
	0.97
	
	.40***
	-.09
	-.40***
	.40***
	.27***
	.63***
	.59***
	.63***
	.52***
	-.09
	-.44***
	.51***
	.39***
	.95***
	.79***


Note. T1 = time 1; T2 = time 2. M = mean; SD = standard deviation; * p < .05; ** p < .01; *** p < .001
Table 2
Descriptive statistics of control variables
	
	
	Mean
	Standard deviation
	Minimum
	Maximum

	Control variables
	
	
	
	
	

	Child age (years)
	
	4.41
	0.87
	2.50
	5.92

	Paternal education a
	
	3.33
	1.08
	2.00
	5.00

	Maternal education a
	
	3.26
	1.01
	2.00
	5.00

	Child gender
	
	73 boys, 66 girls


Note. a Parent education levels – 1 (primary school), 2 (secondary school), 3 (college), 4 (bachelor’s degree), 5 (postgraduate degree)




Figure Legend
Figure 1. Conceptual model for predicting children’s social mastery motivation and social-emotional competence.

Figure 2. Cross-lagged path model for predicting children’s social mastery motivation and social-emotional competence controlling for child’s age, gender, and parent education. Standardized coefficients are reported. Solid paths are statistically significant, whereas dashed paths are non-significant. * p < .05; ** p < .01; *** p < .001; T1 = Time 1; T2 = Time 2. Fit indices χ2 (df = 10, N = 139) = 13.54, p = .20, CFI = .98, NNFI = .95, RMSEA = .05 (90% CI: .00, .11), SRMR = .06, R2 T2 Social Mastery Motivation = .47, R2 T2 Social-emotional Competence = .41. 

Figure 3. Cross-lagged path model for predicting children’s social mastery motivation and SDQ scores (i.e., Strengths and Difficulties Questionnaire) controlling for child’s age, gender, and parent education. Standardized coefficients are reported. Solid paths are statistically significant, whereas dashed paths are non-significant. * p < .05; ** p < .01; *** p < .001; T1 = Time 1; T2 = Time 2. Fit indices χ2 (df = 10, N = 139) = 18.45, p = .12, CFI = .96, NNFI = .95, RMSEA = .06 (90% CI: .00, .08), SRMR = .07, R2 T2 Social Mastery Motivation = .45, R2 T2 SDQ = .41. 

Figure 4. Cross-lagged path model for predicting children’s social mastery motivation and CICSEC scores (i.e., Chinese Inventory of Children’s Socioemotional Competence) controlling for child’s age, gender, and parent education. Standardized coefficients are reported. Solid paths are statistically significant, whereas dashed paths are non-significant. * p < .05; ** p < .01; *** p < .001; T1 = Time 1; T2 = Time 2. Fit indices χ2 (df = 10, N = 139) = 4.39, p = .99, CFI = .98, NNFI = .99, RMSEA = .01 (90% CI: .00, .02), SRMR = .03, R2 T2 Social Mastery Motivation = .47, R2 T2 CICSEC = .27. 
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