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Abstract 

 

Adaptive skills are important for young children as they enter school and encounter new routines, adults, peers, and expectat ions. This article 
discusses stimulation of adaptive skills in supporting children's adjustment to the school environment. The article uses a li terature review 

approach by synthesizing research on school transition, social-emotional competence, peer relationships, and classroom context. The literature 

indicates that children's adjustment is associated with interactions among child characteristics, family experiences, teacher-child relationships, 

peer relations, and classroom practices. Stimulation can be embedded in predictable routines, play-based activities, guided peer interaction, 
emotional coaching, and gradual familiarization with the school environment. Teachers are encouraged to observe each child's responses and 

provide support without forcing a uniform pace of adjustment. Collaboration with families can help create continuity between home and school. 

This article provides a conceptual basis for planning developmentally appropriate activities; it does not report findings from field data. 
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1. Introduction 

Entering an early childhood education setting introduces children to experiences that may differ from their 

routines at home. Children encounter a new physical environment, unfamiliar adults, peers, group activities, and 

shared rules. Adjustment is therefore not limited to separating from parents; it also involves becoming familiar with 

classroom routines, developing relationships, communicating needs, and participating in learning activities.Research 

on the transition to school emphasizes that adjustment is shaped by connections among children, families, schools, 

and communities rather than by the child alone [1]. 

The transition is a process that unfolds over time, and children's experiences before and after school entry can 

influence how they participate in the new setting [2]. Thus, variation in children's responses should be understood in 

relation to their developmental characteristics and the support available to them. Adaptive skills in this article refer 

broadly to everyday behaviors that help children respond to the demands of the school environment, including self-

help, communication, social participation, and following predictable routines. These skills overlap with social-

emotional competence, but the terms are not identical. Social-emotional competence includes understanding and 

expressing emotions, regulating behavior, and forming relationships, which can support children's participation in 

classroom life [3]. 

Stimulation is understood as intentional, developmentally appropriate opportunities for children to practice skills 

in meaningful situations. In early childhood settings, these opportunities can be provided through play, routines, 

modeling, supportive relationships, and communication with families. This article aims to describe the conceptual 

 

 

DOI: https://doi.org/10.35730/q2nd1r30 

 

https://doi.org/10.35730/q2nd1r30


Journal of Childhood Education ISSN 2723-6471 
178 

Vol. 1, No. 2, September 2026, pp. 176-180 

 

 

basis for stimulating adaptive skills and to discuss practical strategies that teachers can integrate into everyday 

classroom activities. 

2. Literature Review 

2.1. Adaptive skills and school adjustment 

School adjustment is a multidimensional process involving children's participation, relationships, and responses 

to classroom expectations. Rimm-Kaufman and Pianta [1] describe school transition through an ecological 

perspective, emphasizing that adjustment is influenced by relationships and contexts surrounding the child. This 

perspective discourages interpreting adjustment as an isolated trait or expecting every child to respond in the same 

way. 

Relationships with teachers and peers are relevant components of children's school experiences. Birch and Ladd 

[4] examined associations between teacher-child relationships and children's school adjustment, while Ladd [5] 

discussed the role of peer relationships in children's adjustment to kindergarten. These studies provide a basis for 

considering supportive relationships as part of the context in which adaptive behaviors develop. 

Adaptive behavior in a school setting may be observed in concrete, everyday actions: entering the classroom 

with appropriate support, locating personal belongings, asking for help, participating in play, waiting for a turn, and 

gradually managing routines. These examples are practical indicators for observation, not a diagnostic scale. 

2.2. Social-emotional competence and self-regulation 

Social-emotional competence supports children's ability to engage with people and activities in educational 

settings. Denham [3] discusses emotional competence in early childhood and its relevance to social functioning. Blair 

[6] also highlights the importance of self-regulation in school readiness, including the ways children manage 

attention and behavior in learning contexts. 

Stimulation should therefore include opportunities to identify feelings, communicate needs, recover from 

frustration, and seek adult help. These abilities develop gradually. Adults can acknowledge children's feelings, model 

simple language for emotions, and guide them toward safe and appropriate responses instead of demanding 

immediate emotional independence. 

3. Methodology 

This article uses a narrative literature review approach. The discussion is based on published books and peer-

reviewed journal articles addressing school transition, school adjustment, social-emotional competence, self-

regulation, peer relationships, and classroom context. The sources were selected for their conceptual relevance to the 

topic and their established publication details. 

The material was organized thematically into (1) adaptive skills and school adjustment, (2) social-emotional 

competence and self-regulation, and (3) play, classroom quality, and family partnership. The synthesis is descriptive 

and conceptual. It does not involve direct observation, interviews, experiments, or statistical analysis; consequently, 

the article does not claim measured effects of a particular stimulation program. 
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4. Results and Discussion 

4.1. Stimulation through predictable routines 

Predictable routines can help children anticipate what happens next and understand how to participate. Teachers 

may establish consistent arrival, play, hygiene, snack, and dismissal routines, while explaining them in simple 

language and using visual cues where useful. Children can be invited to put away their belongings, choose an 

activity, or help tidy materials according to their abilities. 

Routines should function as supportive structures rather than rigid tests of compliance. A child who needs 

additional time or adult assistance can be supported gradually. The ecological view of school transition [1] suggests 

that adjustment should be considered in relation to the environment and relationships, not solely as a child's 

responsibility. 

4.2. Stimulation through play and peer interaction 

Small-group play can provide manageable opportunities to practice joining an activity, sharing materials, taking 

turns, and communicating preferences. Teachers may begin with pairs or small groups and gradually expand 

participation as children become more familiar with the activity. Activities such as building blocks, pretend play, and 

cooperative games can be selected based on children's interests. 

Peer relationships are an important part of the school experience [5]. Teachers can support positive interaction 

by modeling phrases such as 'May I play?' or 'Can I use it after you?' and by helping children negotiate simple 

conflicts. Adult guidance should preserve children's opportunities to try communicating and problem-solving 

themselves. 

4.3. Emotional support and teacher-child relationships 

Some children may express distress, hesitation, or reluctance during school entry. Teachers can respond by 

acknowledging the child's feelings, maintaining a calm presence, and offering a familiar activity or a gradual entry 

routine. Emotional coaching may include naming feelings, listening to the child's communication, and helping the 

child identify an appropriate next step. Some children may express distress, hesitation, or reluctance during school 

entry. 

4.4. Self-regulation and participation in learning 

Children's ability to attend, manage impulses, and shift between activities contributes to classroom participation. 

Self-regulation is discussed as an important component of school readiness [6]. In practice, teachers can support it 

through short activities, clear directions, transition warnings, movement breaks, and opportunities to practice waiting 

or taking turns. 

Expectations should be appropriate to children's age and development. Rather than interpreting difficulty  

waiting or remaining seated as deliberate misconduct, teachers can consider whether the activity, environment, or 

instruction needs adjustment. Supportive classroom practices can facilitate engagement and positive learning 

experiences [7]. 

4.5. Collaboration with families 

Families can share information about children's interests, routines, communication styles, and responses to 

unfamiliar situations. Teachers can communicate classroom routines and discuss ways to support continuity between 

home and school. Such exchanges may help adults understand children's behavior in context and coordinate gradual 

support. 

Transition research highlights the importance of relationships among children, families, and schools [2]. 

Collaboration should be reciprocal: teachers share observations while listening to family knowledge, and both parties 

recognize that children's adjustment may take different amounts of time. 
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4.6. Practical indicators for teacher observation 

The following examples can guide formative observation. They are not standardized diagnostic criteria and 

should be interpreted in light of each child's age, developmental profile, and opportunities to participate. 
 

Area Observable example Possible teacher support 

Familiarization Begins to explore classroom spaces and 

materials. 

Offer a brief tour and allow unhurried 

exploration. 

Self-help Attempts to store belongings or manage simple 

routines. 

Model the steps and reduce assistance 

gradually. 

Communication Communicates a need or seeks help. Provide simple phrases, gestures, or visual 

supports. 

Peer interaction  play. 

 Routine participation Takes part in familiar classroom sequences. 

 

5. Conclusion 

Stimulation of adaptive skills can support young children's adjustment to the school environment when it is 

embedded in responsive relationships and developmentally appropriate experiences. Relevant opportunities include 

predictable routines, play-based peer interaction, emotional support, self-regulation practice, and collaboration with 

families. School adjustment is a process shaped by children and the contexts around them; therefore, children should 

not be expected to adapt at an identical pace. Teachers can observe everyday participation and adjust support to 

individual needs. As this article is a literature review, future research may examine specific stimulation practices 

through classroom observation and evaluate their implementation in different early childhood settings. 
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