Name:

Meta-Moment Guided Notes

What is a meta-moment? .

Step 1: Something Happens

1. Something happens

| feel upset when... Picture




Step 2: Sense

Imagine you are in that
situation right now.

2.Sense

What are you thinking? What is your body doing? How are you showing your
feelings (words, volume, face,
etc.)?

Picture: Picture: Picture:




Step 3: Stop

Why does breathing help us stop? What | look like after | stop & breathe:

Step 4: See Your O

Best Self Z

4. See your best self

“Best self” means

Class Brainstorm: What words describe someone who is being their best self in our class? What
actions does that person take?



Character traits that define our class best self

Actions that define our class best self

Character traits that define my best self:

Actions that define my best self:




Picture of my best self:

Step 5: Strategize

Strategy How it Works Picture

Add a comment
box and plan your
exemplars.

The strategy that will work best for my meta-moment is:



Step 5: Succeed 6. Succeed!

What will the outcome be if | use the strategy | chose?

Picture:



Kimochi Plans TK-2
January 2016

1/12

RWRBAT: recognize mad feelings and practice
cooling down strategies

Kotowaza: It's okay to be mad, but it's not okay
to be mean

1/19

1/14

RWRBAT: review talking vs. fighting voice/ face
and practice being assertive to show that they
mean it

Kotowaza: It's okay to be mad, but it's not okay
to be mean

1/21

RWBAT: choose helping words instead of
fighting words

Kotowaza: It's okay to be mad, but it's not okay
to be mean

1/26

RWBAT: Demonstrate how to use positive
self-talk to calm mad feelings

Kotowaza: It's okay to be mad, but it's not okay
to be mean

RWBAT: apologize for and redo
communication mistakes

Kotowaza: It's okay to be mad, but it's not okay
to be mean

1/28

RWRBAT: say or do something kind when
someone else is mad

Kotowaza: It's okay to be mad, but it's not okay
to be mean




Tuesday - 1/12

RWBAT: recognize mad feelings and practice cooling down strategies

Kotowaza: It's okay to be mad, but it's not okay to be mean

1.

abkowbd

o

Sitting in a circle, place Cloud in the center with Mad tucked inside. Invite a student to
reveal the feeling tucked inside. Raise your hand if you ever feel mad. Everyone has
mad feelings now and then, and it's okay to be mad - even really really mad. But it is
never okay to be mean with your face, voice, words or actions.

Show me what you look like when you’re mad. What makes you feel mad?

What happens inside your body when you feel mad? When | feel mad.......

What are think you say or do when you’re mad?

What happens when you let your body to the wrong things like yell, grab, or say hurtful
words?

Pass around the mad feeling. When students get the feeling they say - “ It helps me
when lam madifl...... ( take a breath, think before | speak, say | feel mad, walk away)

Other calm down strategies:
Tell students of some other calming strategies:

count to 10

take 3 deep breaths, close my eyes
relax the body

hug a kimochi

visualize a peaceful place

go to a calm place

go to kimochi corner

squeeze something

mountain breathe

squeeze lemon

Thursday - 1/14

RWABAT: review talking vs. fighting voice/ face and practice being assertive to show that they mean it

Kotowaza: It's okay to be mad, but it's not okay to be mean

1.

Can you remind me the difference between a talking / fighting voice and face

2. Have you ever used a calm but strong talking face and voice and found that friends did not

B w

respect your words or listen to you. For example you ask a classmate nicely to stop tapping
their pencil and they don’t stop? This is when it’s time to turn up the seriousness, not the
meanness in order to be heard. The best way to do this is with our face and our voice.
Demonstrate how to widen eye to look serious and like you mean it - have students imitate
Demonstrate on Could how to tap shoulder, call name, and use a slow rate of speech, volume,
and serious voice. - “Cloud ( pause) please stop tapping your pencil

Using Cloud demonstrate and then take turns turning up the seriousness when someone
doesn't listen



First Attempt: Gentle shoulder tap, call person's name, pause and say when you need
Second Attempt: | asked you to stop nicely
Third Attempt: | asked you twice nicely to stop. Am i going to have to get the teacher?

Tuesday 1/19

RWBAT: choose helping words instead of fighting words

1. When you’re mad, it's important to be careful about the words you choose to use. There’s a big
difference between helping words and fighting words.
2. On the board, create a T chart with kid’s ideas

Fighting Words Helping Words
You cheated! The rule is....
Move! Can you please give me more space? Thanks!
Liar! That’s not how | heard it
That’s not fair! It's more fun when everyone plays fair
Tattletale! | wish you would come to me before you go to
You’re not my friend anymore the teacher

| am really mad at you.

3. Then pose a few scenarios to the class. Have students first act out what NOT to do and then what
to do

Ex scenarios: your friend keeps tapping their pencil,

your friend is on the wrong computer program,

your friend says I’'m gonna tell the teacher,

your friend stand right in front of you when you wanted to be the line leader

your partner tells you the wrong answer

Thursday - 1/21

RWBAT: apologize for and redo communication mistakes

1. Even though we have already learned so many skills for handling mad feelings, there
might be times when we slip up or make a mistake in a mad moment. Everyone makes
mistakes, and mistakes can be fixed! So now we are going to practice how to catch
ourselves, quickly take responsibility for or own our mistake, and redo the moment!

2. Pretend Cloud took your pencil without asking. Yell at him in a mean way. “Hey! Why
did you steal my pencil? You thief! Then start over by quickly owning the moment and
redoing it. Oops | am sorry | yelled. That's my pencil. May | please have it back?

3. When you redo a moment, you may still be mad, but instead of snapping, you'll choose
a more positive way to use your face, voice, or words to express your mad feelings

4. Put students in pairs to practice redoing a hurtful moment.

5. For example, if you pushed you would quickly say “I'm sorry | pushed you. | hope you
can forgive me. I'm just so mad because.....”

6. Together as a class decide on what to say when you see a students who needs to redo

Ex: You can be mad buit...... , can you try that again?




Tuesday - 1/26

RWBAT: Demonstrate how to use positive self-talk to calm mad feelings

1.

N

2

Raise your hand if you can remember a time when you were really mad. Keep your
hand up if you still feel mad about it. Ask students who put their hands down, why they
don’t feel mad anymore

You're not mad anymore because you’ve bounced back instead of getting stuck in your
mad feelings!

One way we can help ourselves bounce back is with SELF - TALK

SELF - TALK: is what we say to ourselves in our heads

negative self talk - sounds like “I can’t do it, or no one likes me”

positive self talk - is a very important skill

Write on board: What are some positive things we can say to yourself when you feel mad?

| have been made before and | got through it
It's okay, everyone makes mistakes

| can work this out

Feelings come and go

Have students practice getting mad face/ body — followed by positive self talk examples!!

Thursday 1/28

RWBAT: say or do something kind when someone else is mad

. What can you do if you see someone is upset? Write responses on board

Let’s practice kindness when Cloud is mad. Demonstrate how to move toward Cloud in
a kind, caring way and ask “What is wrong?”

Have students practice with their partner

Sometimes people don’t want help when they are mad. Sometimes they just want to be
alone. Raise your hand if you like to be alone when you are mad. It's okay to feel this
way. What do we need to remember when we ask our friends for alone time? ( use
talking voice or face)

Demonstrate what it looks and sounds liek to respond unkinly when Cloud offers
comfort and support ( “Leave me alone!”)
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Theoretical Background and Conceptual Framework:
Summary of Research Supporting The Kimochis: Educator’s Tool Kit

The Kimochis® Educator’s Tool Kit is a universal, school-based, social and emotional learning program
designed to give children the knowledge, skills and attitudes they need to recognize and manage their
emotions, demonstrate caring and concern for others, establish positive relationships, make responsible
decisions, and handle challenging situations constructively. These skills have been identified by leading
researchers in the field of social and emotional learning as necessary for school success, academic
achievement, positive social relationships and the development of emotional competence. The Kimochis®
curriculunvincorporates innovative, fun and exciting lessons and activities that were developed to teach
children how to manage challenging social situations with skill, character and confidence. This overview
summarizes the research that supports the design and lesson components of the Kimochis* program.

Research Findings Related to the Overall Benefits of
Social and Emotional Learning

Early Childhood Years:

* Effective interventions that build social, emotional and behavioral skills at a young age can have a
positive effect on how children are able to problem-solve and interact with their peers later in life
(National Institute for Early Education Research, 2007).

* A convincing body of evidence has been accumulated to indicate that unless children achieve minimal
social competence by about the age of é years, they have a high probability of being at risk for social-
emotional difficulties as adults (Ladd, 2000; Parker & Asher, 1987).

* Strong evidence links social-emotional health in the early childhood years (birth to 6) to:

o Subsequent school success and health in preteen/teen years

o Long term health and wellbeing in adulthood

o Promotion of resilience

o Prevention of later mental health problems (National Center for Children in Poverty, 2009)

* Research suggests that a child's long-term social and emotional adaptation, academic and cognitive
development, and citizenship are enhanced by frequent opportunities to strengthen social competence
during early childhood (Hartup & Moore, 1990; Ladd & Profilet, 1996; McClellan & Kinsey, 1999).

* Research underscores the fact that promoting young children’s social-emotional competencies
significantly enhances school readiness and success (Denham & Weissberg, 2004; Freedman, 2003).

Elementary School:

*  Results from three large-scale reviews of research on the impact of social and emotional learning by
the Collaborative for Academic, Social and Emotional Learning (CASEL) in 2008 found that SEL
programs yielded positive benefits including:

Page 1
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23% improvement in social and emotional skills

9% improvement in attitudes about self, others and school

9% improvement in school and classroom behavior

10% decrease in emotional distress, such as anxiety and depression

o [1% increase in achievement test scores (Payton, et al. 2008)

» Extensive developmental research indicates that effective mastery of social-emotional competence is
associated with greater well-being and better school performance, whereas the failure to achieve
competence in these areas can lead to a variety of personal, social, and academic difficulties (Eisenberg,
2006; Guerra & Bradshaw, 2008).

* Social and emotional learning has a positive effect on academic perfermance, including improved skills
and grades in math, language arts, and social studies, and better problem-sclving and planning skiils, and
subject mastery (Durlak & Weissberg, 2005; Elias et al., [997; Greenberg et al., 2003; Hawkins, 1999;
Wilson et al., 2001; Zins & Elias, 2006; Zins et al., 2004).

¢ “Mental health is a critical component of children’s learning and general health. Fostering
social and emotional health in children as a part of healthy child development must therefore be a
national priority.” (U.S. Public Health Service, 2000, p. 3).

0O 0O 0O0

Research Findings Related
to the Development of the Kimochis* Curriculum

The Kimochis® curriculum is based on sound theories of child development and social-emotional learning.
Scientific, empirically-based research studies were referred to while developing the Kimochis* lessons to
ensure that concepts and approaches that have proven to have beneficial effects on the development of
social-emotional skills in children were included. A number of theoretical models and conceptual
paradigms were studied, including, theories of Emotional Intelligence (Goleman, 1995; Bar-On, 2000),
Social-Information Processing Model (Crick & Dodge, 1994), Social Cognitive Theory (Bandura, 1989) and
Cognitive Behavioral Therapy (Kendall, 2005).

In addition, research completed by leading experts in the field of Social and Emotional Learning (SEL) was
reviewed. Maurice Elias, a renowned SEL researcher, and his colleagues define SEL as “the process of
acquiring core competencies to recognize and manage emotions, set and achieve positive goals, appreciate
the perspectives of others, establish and maintain positive relationships, make responsible decisions, and
handle interpersonal situations constructively” (1997). The goals of an SEL program are to foster the
development of five interrelated sets of cognitive, affective, and behavioral competencies: self-awareness,
self-management, social awareness, relationship skills, and responsible decision-making (Collaborative for
Academic, Social and Emotional Learning, CASEL, 2003). These five core competencies provide children a
foundation for better adjustment and academic achievement as shown by more positive social behaviors,
fewer conduct problems, less emotional distress, and improved test scores and grades (Greenberg et al.,
2003). As children master these competencies, they can connect with their own beliefs and values, develop
concern for others, make good decisions, and take responsibility for their choices and behaviors.
Accordingly, Kimochis® lessons were developed around these five core competencies. The Kimochis*
lessons and objectives for Early Childhood and Elementary Age students are outlined on pages 7 and 8.

Page 2
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Research Findings Related to the
Five Core Competencies and the Kimochis® Lessons

Self-Awareness

Self-awareness is the ability to recognize and name your own emotions. Self-awareness also involves the
ability to understand your values and needs, as well as your strengths and limitations. This awareness of
self is crucial to early school success. When a child has an awareness of his/lher own emotions, sthe can
learn to regulate or modulate them, an essential factor that influences getting along with peers and coping
in a school environment. Research by Marsh and colleagues (Marsh, Craven and Debus, 1998; Marsh, Ellis
and Craven, 2002) has shown that four-year-olds have an understanding of their psychological selves and
of their feelings and intentions. As self understanding develops, it guides moral development and also sets
the stage for self control and self regulation. Young children who can identify emotions in themselves are
more likely to have success when they transition into kindergarten (Eisenberg and Fabes, 1992). As a
child’s self-awareness develops, they can label their own emotions and identify the emotions of others. As
Daniel Goleman states in his influential book, Emotional Intelligence, “Self-awareness, recognizing a feeling as
it happens, is the keystone of emotional intelligence. The ability to monitor feelings from moment to
moment is also crucial to psychological insight and self-understanding. People with greater certainty about
their feelings are better pilots of their lives (Goleman, 1995, p. 43).”

The Kimochis* lessons teach children to identify the nonverbal components (tone of voice, facial
expressions, body language) of feelings. Children practice naming situations or experiences that often
cause a specific feeling or feelings. Children learn to understand that feelings are messy and that we might
have several feelings that occur at the same time! Lessons focus on building emotional literacy, the ability
to identify, understand, and respond to emotions in oneself and others in a healthy manner (Joseph, 2003).
When children know a wide range of emotion words (beyond happy, mad, sad), it is easier for them to
understand their emotional experiences and to communicate with others about their feelings. Children are
introduced to the concept of how to redo a social mistake, the first step of which requires an awareness
of actually making a mistake. They practice how to own up and come clean as ways to make amends for
mistakes. Children also learn that they need to be aware of how they are coming across to others in their
nonverbal and verbal communication. Activities focus on heightening awareness of these concepts.
Educators are encouraged to guide and prompt children to pay attention to their communication and
emotions in social interactions throughout the school day.

Self-Management

Self-management is the ability to regulate emotions and behaviors so that goals are achieved. It also
involves persevering with difficult tasks and in complex social interactions. Self-management is a
complicated, developmental process for young children (Kopp and Wyer, 1994). It requires children to
remember and generalize what they have been taught by caregivers, to initiate changes in their behavior,
and to constantly monitor their behavior in varying situations. These foundational self-management skills
are emerging during the preschool years as the brain develops (Shonkoff &Phillips, 2000). Development in
self-management can be seen in the difference between the impulsivity of a toddler and the deliberate
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behavior of a four year-old entering kindergarten in the fall. The relevancy of self-management skills to
school success is obvious. When children can control impulses and cope with strong feelings in
emotionally charged situations, they will be more successful in school (Raver & Knitzer, 2002). In fact,
some studies that have shown that certain aspects of self-regulation predict children’s reading and math
achievement in the early primary grades (Alexander, Entwisle & Dauber, 1993; Howse, 2003). Additionally,
the ability to effectively manage emotions contributes to less aggression and fewer problems with
substance abuse (Brady,et al., 1998; Vitaro, 1998). Children with poor regulation skills are likely to have
conflict-based relationships with their teachers and peers, which can lead to school problems and possible
school dropout (Bandera, 2003). When educators are asked to identify areas of critical importance with
regard to school success, they often name competence in cooperation and self-control as highly significant
(Lane, Pierson, & Givner, 2003). There is some evidence that emotion regulation is a better predictor of
school readiness than IQ (Blair & Razza, 2007). Children can learn strategies to manage their emotions and
cope with stressful situations. Research suggests that teaching children strategies such as thinking calming
thoughts, deep breathing, doing a calming activity and reframing stressful situations by focusing on positive
promotes effective management of feelings such as anger (Nelson and Finch, 2000) and impatience
(Metcalfe and Mischel, 1999; Eisenberg, Cumberland, and Spinrad, 1998).

The Kimochis® curriculum emphasizes the importance of teaching children to handle positive (happiness,
pride) and negative (mad, frustrated, disappointed) emotions in ways that are productive and socially
appropriate. The focus is on helping both educators and children understand that feelings fuel behavior
(Feeling-Behavior Link). Lessons teach strategies such as taking Cool Down breaths, repeating positive self-
talk strategies, and reframing upsetting situations in a more positive light. Children learn to regulate their
tone of voice, facial expressions, body language, actions and word choice. Lessons help children to
recognize how difficult it is to use emotion-management strategies when feelings are high. So, children are
given opportunities to practice these strategies “out of the moment” when they can rely on logical
reasoning and adult prompting to manage emotions (Metcalfe and Mischel, 1999). Role-plays, puppet
enactments and games give children practice in predictable social situations. Educators are provided ideas
on how to prompt children to use their emotional regulation strategies when needed in social settings.

Social Awareness

Social awareness is the ability to understand what others are feeling and to be able to take their
perspective. This is often described as “theory of mind.” Researchers also talk about social awareness as
the development of empathy, which is the response we have when we are able to recognize and
understand another's emotions. Preschoolers who are more socially and emotionally perceptive have
greater success in their relationships with peers and adults (Denham, 2003). Young children who are adept
at understanding other’s feelings tend to have more academic success at the primary level (lzard, 2002;
Dowsett & Huston, 2005). Preschoolers progress through a period of development that helps them to
understand that people’s intentions, desires, feelings, thoughts and beliefs are motivators of behavior. As
their ability to identify emotions in others increases, they are able to explain the causes of emotions and
their consequences in developmentally more complex ways (Denham, 2006; Lagattuta & Thompson, 2006).
Empathy plays an important role in relationship to academic and emotional success. Kaukiainen (1999)
found that children who had good perspective-taking skills were less likely to be physically, verbally and
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emotionally aggressive toward their peers. Other researchers have found that empathic children support
their peers more frequently, are better liked and have higher academic achievement (Litvack-Miller,
McDougall, & Romney, 1997; Izard, Fine, Schultz, Mostow, & Ackerman, 2001).

The Kimochis* program helps children to be aware of others’ emotions and intentions by teaching them
simple observation and communication strategies. Young children learn the importance of getting the
attention of a peer or an adult in way that feels good to all. Children learn to use people’s names, gain eye
contact before speaking and to use a gentle tap (communication tap) on the shoulder. These communication
tools send the message that the communication intent is positive and that everyone is prepared for an
interaction. Social awareness is learning how to pay attention to what others are doing and feeling. Most
children have a desire to be kind and compassionate when they notice others are feeling left out or sad,
but they may not know what words to say or actions to take. Kimochis® lesson teach children strategies
on how to actively inciude others and be kind to partners even if that partner may not be their first
choice. Through repeated practice in role plays outside of emotional moments, children can learn how to
coordinate their own desires, needs, and interests with those of others.

Relationship Skills

To be successful in school, children need to be able to form positive social relationships, work
cooperatively in teams and deal effectively with conflict. Research suggests that children can develop
positive peer relationships, acceptance and friendships when taught social skills through intentional
instruction, practice opportunities, and guidance in teachable moments (Dunn & McGuire, 1992), Children
who learn social-emotional skills early in life are more self-confident, trusting, empathic, intellectually
inquisitive, competent in using [anguage to communicate, and capable of relating well to others (Cohen,
Onunaku, Clothier, & Poppe, 2005). When young children are provided practical social-emotional
strategies and modeling by adults, they can develop the ability to initiate and join groups of peers, to
cooperatively and spontaneously share with others, to communicate in ways that others understand, and
to use strategies (i.e., turn-taking) to avoid conflict (Howes, 1987, 1988; Vandell, Nenide & Van Winkle,
2006). Children who enjoy positive relationships with peers experience higher levels of emotional well-
being, and have self-beliefs that are stronger and more adaptive than children without positive peer
relationships. They also tend to be engaged in and even excel at academic tasks more than those who have
peer relationship problems (Rubin, Bukowski, & Parker, 2006; Wentzel, 2005). Students who have
established friendships with classmates are more likely to enjoy a relatively safe school environment and
are less likely to be the targets of peer-directed violence and harassment than their counterparts without
friends (Schwartz et al., 2000). When children can use effective social problem solving skills, they develop
an ability to cope with stress (Dubow & Tisak, 1989; Elias & Clabby, 1988), handle interpersonal situations
(Elias & Clabby, 1988), experience more positive social adjustment, improve academically, and show
improvements in behavior (Dubow & Tisak, 1989; Gootman, 2001; Nelson et al, 1996).

The development of relationship skills is at the heart of the Kimochis* Way! When children have positive
relationships they are happier, healthier and more productive. The combination of modeling {teacher,
puppet, and peer), practice, coaching, and positive reinforcement is an established best practice to teach
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social behaviors to children {Elliot and Gresham, 1993).The Kimochis® curriculum provides educators a
number of activities and lessons that focus on building the interpersonal skills of children of all ages.
Younger children will need intentional instruction and guidance in sharing and taking turns. By using the
Kimochis® characters as puppets, young children can learn the communication scripts needed to solve
commonly-occurring social problems in preschool {i.e., hitting, grabbing, yelling). Lessons for older children
focus on implementing role plays that give children practice in using important skills such as joining groups,
apologizing sincerely, forgiving in compassionate and caring ways and standing up for yourself and others.
Ideas are provided for additional activities such as reading related children’s books, engaging in art
activities, asking older children to journal as ways to extend the learning beyond the Kimochis® lessons.
Letters and activity pages are available to send home to parents so they can understand the skills and
common language practiced in the Kimochis® lessons and the social-emotional learning can be extended
into the home setting.

Responsible Decision Making

All educators and parents strive to teach children how to make responsible decisions. Children can learn
to make ethical and constructive choices about their personal and social behavior. Focus in the classroom
and school community needs to be placed on problem solving, reflection, perceptive thinking, self-
direction, and motivation-skills that will contribute to life-long success (Adams and Hamm 1994). Research
shows that students need effective problem-solving skills when making decisions about social situations
(Denham & Almeida, 1987). Children also need to know how to make good choices about their own
behavior in the classroom and at school. A number of research teams have found that individual
differences in children’s cooperation capacities are directly associated with children’s academic
achievement in the early primary grades (Alexander, Entwisle, Dauber 1993; McClelland, Morrison,
Holmes 2000). Children can practice making responsible social and behavioral decisions appropriate to
their age level and can learn how to make choices that are respectful, realistic and responsible. They also
need to think about how their actions will affect themselves and others, what their options actually are and
what the outcome of their chosen path is likely to be.

The Kimochis® lessons provide structured opportunities for skill instruction and practice in the areas of
self-awareness, self-management, social awareness and relationship skills. Intentional teaching combined
with adult prompting, positive reinforcement, peer-to-peer monitoring and student monitoring promotes
the use of the learned skills throughout the school day and in settings outside of the school community.
This instruction, practice and generalization build the foundation for children to become skilled at social
problem-solving and responsible decision making. As children master the skills in the Kimochis® lessons,
they are on their way to knowing how to conduct themselves with personal, moral and emotional
responsibility.
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Kimochis: Educator’'s Tool Kit: Curriculum Lessons

CASEL Core
Competencies*
Children will be able to :

Early Childhood

Lesson objectives
Children will be able to:

Elementary Age

Lesson objectives
Children will be able to:

Self-Awareness
Recognize & name
emotions
Understand reascns &
circumstances for feelings
Know needs & values
Describe interests & values
Accurately assess strengths
& challenges

Identify & name feelings

Show an understanding of different
facial expressions

Describe social situations that can
create a feeling

Relate to Kimochis® characters’
personalities

Identify the difference between a
taking voice/face/body & a fighting
voice/face/body

[dentify the difference between
helping and hurtful words

Show an understanding of how to
act at silly and serious times
identify how to make a safe choices
when curious

Identify & name feelings

Show an understanding of differenc facial
expressions

Relate to Kimochis® characters’
personalities

Describe social situations that can create
certain feelings

Identify the difference between a taking
voice/face/body & a fighting voice/face/body
Identify the difference between helping &
hurtful words

|dentify when a redo is needed

Recognize social cues & be sure that
silliness is fun for everyone

Demonstrate an understanding of how you
are coming dcross

Demonstrate how to own up & come clean
when mistakes are made

Self-Management
Manage stress & control
impulses

Verbalize & cope
appropriately with
challenging emotions
Persevere in overcoming
obstacles

Set & monitor progress
toward the achievement of
personal & academic goals
Modify performance based
on feedback

Use a taking voice/face/body
Demonstrate how to use Cool Down
strategies to express upset feelings
in a positive way

Use self-soothing strategies to
comfort self when sad

Use self-regulation tools to manage
scared feelings

Demonstrate words & actions to
use when others hit, push, yell
Demonstrate how to use Stop
hands to resolve conflicts
Demonstrate how to label hurtful
words with “Ouch”

Demonstrate how to manage
silliness in a safe & friendly way
Redo cranky moments

Take back bossy talk

Demonstrate how to accept a
compliment in a positive way

Demonstrate talking tone of voice, face &
body {positive nonverbal communication)
Demonstrate Cool Down strategias to cope
with upset feelings

Show how to use a talking hand & Stop
hands to resolve conflicts

Use positive self-talk scripts to move
through upset feelings

Cope with statements that are Big mean
things that aren’t true

Show how to stay focused & not get
distracted by others

Use positive self-talk to try new things
Redo a hurtful social moment

Show how to express happy, excited, silly,
& curious feelings with safe & wise choices
Show how to give/receive a knowing lock to
help peers redo hurtful moments

Identify ways to warn others when upset
Use self-regulation tools to manage
expressions of pride without bragging
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CASEL Core
Competencies®
Children will be able to :

Early Childhood

Lesson objectives
Children will be able to:

Elementary Age

Lesson objectives
Children will be able to:

Social Awareness
Understand others’
perspectives, feelings &
points of view

Show empathy & sensitivity
to others’ feelings
Recognize & appreciate
individual & group
similarities & differences
Show respect to others

Demaonstrate how to get a person's
attention in an appropriate way
Demonstrate how to use a talking
hand to resolve conflicts

Use words & actions when peers
cuc in line, get in your way or
invade your space

Respect others’ personal & space
boundaries

Demonstrate caring actions toward
peers who are feeling sad

Offer encouragement to peers who
are frustrated

Demonstrate how to give
compliments to peers

Demonstrate how to get a person's
attention in an appropriate way

Include others who are feeling left out
Demonstrate how to accept & work with a
partner kindly & respectfully

Show an understanding about the concept
of first impressions

Show a positive response when peers brag
Demonstrate how to avoid taking peers’
negative words personally

Respect others’ personal & space
boundaries

Recognize & offer support to peers
Respect others' feelings of fear & sadness

Relationship Skills
Establish & maintain healthy,
rewarding relationships
based on cooperation
Show sensitivity to social-
emotional cues

Prevent, manage, & resolve
interpersonal conflicts
Communicate clearly
Engage others in social
sitvations

Seek & provide help when
needed

Demonstrate saying hello & giving
Friendly Signals to connect with
others

Demonstrate sharing & turn-taking
Demonstrate how to get included
when left out

Include peers who are left out
Offer comfort to peers who are
sad

Use a communication tool to set
limits when others are cranky or
bossy

Demonstrate how to use greetings &
friendly Signals to connect with others
Demonstrate positive ways to get included
in play & conversation

Set boundaries when peers are too silly
Apologize with sincerity & truthfulness
Forgive others who make hurtful mistakes
Ler others try again

Listen to why your words &/or actions can
create upset feelings

Use communication tools to set limits
when others are upset

Demonstrate how to act in kind & caring
ways when others are upset

Identify when & how to get adult help
Connect with another's pride positively

Responsible
Decision-Making
Analyze & identify problems

Use social decision-making
skills

Respond constructively to
interpersonal obstacles
Conduct self with moral &
personal responsibility

Identify strategies to stay safe when
trying new things

Demonstrate how to tell the truth
Name how to solve problems
through curiosity

Stand up for what is right

Stand up for self & others
Demonstrate how to bounce back when
obstacles arise

Assume the best in social interactions
Demonstrate how to do the right thing
when others do the wrong thing
Demonstrate hope & activate optimism
that things will work out

* Collaborative for Social and Emotional Learning has identified five core competencies that are learned
through social and emotional interventions, all crucial to life, learning and work (CASEL, 2003)
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Abstract. This study examined how training, dosage, and implementation quality
of a social and emotional leaming program, The RULER Approach, were relaled
to students’ social and emotional competencies. There were no main effects {or
any of the variables on student outcomes, but studems had more positive out-
comes when their teachers (a) attended more trainings and taught more lessons,
and (b) were classified as either moderate- or high-quality program implementers,
Swdent outcomes were more negative when their teachers were classified as
low-quality implementers who also attended more trainings and taught more
lessons. Post hoc analyses revealed that low-quality implementers felt less effi-
cacious about their overall teaching than high-quality implementers. The discus-
sion focuses on the imporiance of assessing the interaction of training and
implementation variables when examining the effect of social and emeotional

learning programs.

School programs that aim either to pre-
vent maladaptive  behaviors  (August,
Bloomquist, Lee, Realmuto, & Hektner, 2006;
Conduct Problems Research Group, 2011) or
to promote positive development among youth
(Domitrovich, Cortes, & Greenberg, 2007;
Jones, Brown, & Aber, 201 1) have been flour-
ishing across the United States. These pro-
grams generally fall under the umbrelia term,
social and emotional learning (SEL), which
refers to the process of acquiring the skills of
self- and social awareness, emotion regulation,
responsible decision making, problem solving,
and relationship management (Zins, Weiss-
berg, Wang, & Walberg, 2004). Accordingly,

SEL programs are designed both 1o enhance
these skills and create an emotionally support-
ive climate to increase the likelihood of school
engagement, attendance, and academic suc-
cess. The effects of these programs on youth
ouicomes have been positive (Durlak, Weiss-
berg, Dymnicki, Taylor, & Schellinger, 2011),
but most evaluations did not include training
or implementation data (Gottfredson & Gott-
tredson, 2002; Lewis, Battistich, & Schaps,
1990; Tanyu, 2007). The variables surround-
ing implementation need to be assessed both
in research and in practice to better understand
the effectiveness of programs in achieving
their intended goals (Dane & Schneider, 1998;
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Durlak & DuPre, 2008; Sanetti & Kratochwill,
2009). The relative importance of the quantity
of teacher training, the dosage, or number of
lessons stodents receive, and the quality of
implementation, including teacher attitudes to-
ward programming and their delivery style,
are of particular interest in SEL programming.

In this study, we examined the extent to
which these training and implementation vari-
ables for an SEL program, The RULER Ap-
proach (www.therulerapproach.org), were re-
lated to targeted social and emotional out-
comes for students during the program’s first
year of implementation. We begin with a short
overview of literature on program implemen-
tation followed by a description of SEL pro-
grams. We then highlight the important role
that teachers play as implementers of SEL
programs.

Implementing SEL Programs

Programs introduced into social seitings
like schools are not always implemented with
fidelity (Fixsen, Blase, Naoom, & Wallace,
2009). This makes formative evaluations or
the study of the processes underlying program
implementation critical. Implementation oc-
curs in six stages (Fixsen, Naocom, Blase, &
Wallace, 2007). In the exploration stage,
schools consider which program to adopt by
examining feasibility and fit. In the installa-
tion stage, key stakeholders decide that the
program will be implemented and plan for its
proper execution. In the initial implementation
stage, staff members are hired; participants are
recruited; organizational supports are in place;
and because all stakeholders are new to the
program, problem solving and troubleshooting
are frequent. In the full implementation stage,
the program is fully integrated, with program
processes and procedures part of the regular
routine. Once the program has been imple-
mented effectively, improvements are gener-
ally tested in the innovation stage. Suslaining
the program both through continuous staff de-
velopment and funding support comprise the
sustainability stage.

Program implementation is rarely a per-
fect process, and a growing body of research

shows that the effectiveness of school-based
prevention programs is limited by the extent
that they are implemented as intended {Dusen-
bury, Brannigan, Falco, & Hansen, 2003).
Schools have wide-ranging priorities, policies,
and politics that may interfere with how a
program is delivered (e.g., Fagan & Mihalic,
2003; Gager & Elias, 1997). The evidence of
SEL program effectiveness is growing; for
example, a meta-analysis of over 200 studies
shows that SEL programs have the intended
positive effect on students’ academic perfor-
mance and their social and emotional skills
(Durlak et al., 2011). Thus, schools will be
implementing SEL programs in increasing
numbers with varying levels of fidelity. Cen-
tral to the understanding of how these pro-
grams are implemented is the role of ieachers,
who are the primary deliverers or “interven-
tion drivers” (cf. Fixsen et al., 2009} of SEL
programs.

Assessing Training and Implementation
Training

Training is the knowledge acquisition
component of an SEL program and is the main
avenue by which programs are introduced and
implemented in schools. Training, which may
include both workshops and coaching, is the
vehicle by which teachers acquire background
information, theory, and philosophy of the
SEL program. Program information generally
is introduced in initial trainings; then, fol-
low-up coaching develops teacher’s imple-
mentation skills more fully (Fixsen et al,
2009; Sanetti & Kratochwill, 2009; Strother,
1989). In their review, Joyce and Showers
(2002) revealed that when training was com-
bined with coaching, 95% of teachers acquired
knowledge and developed skills for applying
that knowledge in the classroom. In the ab-
sence of coaching, only 5% of teachers ap-
plied the skills in the classroom.

Dosage

Dosage refers to the number of lessons
that teachers implement for students to receive
in the classroom. There is some evidence that

83
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higher doses of program instruction produce
imore optimal results in certain intervention
contexts (e.g., Connell, Turner, & Mason,
1985). For example, the number of lessons
taught significantly affected students’ healthy
eating in one intervention (Story et al., 2000)
and students’ perceptions of healthy sexual
behaviors in another (James, Reddy, Ruiter,
McCauley, & van den Borne, 2006). However,
an investigation of one school-based alcohol
abuse prevention program revealed that dos-
age (e.g., teacher reports of the number of
class periods used to teach program materials)
was not systematically related to reductions in
drinking behavior (Hopkins, Mauss, Kearney,
& Weisheit, 1988)., Among SEL programs,
where a primary goal is to improve students’
social and emotional skills and engagement in
learning, the number of SEL lessons delivered
was related to slower growth in negative stu-
dent outcomes (Aber, Jones, Brown, Chaudry,
& Samples, 1998) and fewer unexcused ab-
sences (an indicator of engagement) among
girls but not among boys (Moskowitz, Schaps,
& Malvin, 1982). In sum, these findings sug-
gest that higher dosage may lead to better
outcomes.

Implementation Quality

Implementation quality refers 1o the
manner in which a program is being executed
(Dane & Schneider, 1998). As the deliverers
of SEL programs, teachers’ style of delivery is
as important as the content (Jennings &
Greenberg, 2009). Teachers’ delivery styles
and attitudes toward the program need to be
congruent with the program. For example,
SEL lessons often involve sharing personal
experiences and being sensitive to students’
needs. If teachers lack buy-in and motivation
to engage with students openly, there may be
dissonance between them and the SEL lesson.
In this section, we discuss two components of
quality that are critical to SEL programming,
in particular: (a) delivery, which refers to
quality of program execution or teaching ef-
fectiveness, and (b) attitudes, which refer to
program buy-in or openness to programming.

84

Delivery style is vital to SEL programs
because they require teachers lo deliver the
lessons in an effective manner, consistent with
the program’s philosophy and goals (see Fix-
sen et al., 2009; Waliz, Addis, Koemer, &
Jacobson, 1993). For example, the teacher’s
display of certain emotions is important for
many SEL lessons (Brackett et al,, 2009; El-
bertson, Brackett, & Weissberg, 2009). If a
teacher cannot mode! the social and emotional
skills a program is designed to target, that
teacher will likely be less effective in impart-
ing these skills to students. In general, teach-
ers’ beliefs about their 1eaching efficacy also
influence their delivery of instructional pro-
gramming (Han & Weiss, 2005).

Related to delivery style are teacher at-
titudes toward SEL programming, which also
are critical to a program’s success (see August
et al., 2006). One study showed that within the
context of a smoking prevention program,
classrooms with teachers who had higher rat-
ings on both positive attitudes (toward the
program and their students) and preparedness
had students with greater knowledge of and
better decision-making skills about smoking
(Botvin, Dusenbury, Baker, & James-Ortiz,
1989). Resistance io adopting SEL programs
is common among teachers within the context
of SEL. Some teachers are skeptical of the
effect of SEL programs (Elias, Bruene-Butler,
Blum, & Schuyler, 2000). They may be un-
certain about the relative importance of SEL
compared to other curricular efforts (Bu-
chanan, Gueldner, Tran, & Merrell, 2009).
Issues of accountability, such as those stem-
ming from the No Child Left Behind Act
(2001}, also place tremendous pressure on
teachers and schools to ensure their students
perform well academically. As a result, teach-
ers may be conflicted about the time they
allocate for teaching core curricula versus
SEL, both of which require dedication and
constant practice.

Program quality in terms of delivery
style alone is incomplete. It is unlikely that
teachers will deliver SEL lessons with high
quality if they are resistant to the program. To
illustrate, teachers have varying levels of com-
fort with and commitment to incorporating
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SEL lessons into academic curricula (Brack-
ett, Reves, Rivers, Elbertson, & Salovey,
2011), which play into how lessons are taught.
Likewise, SEL programs are designed to cre-
ate emotionatly supportive climates for learn-
ing (Jennings & Greenberg, 2009); teachers
with negative attitudes toward programming
may undermine this program objective, ren-
dering the program ineffective {Greenberg,
Domitrovich, Graczyk, & Zins, 2003). Even if
a teacher is implementing a program accord-
ing 1o protocol, as judged by a trained ob-
server, the attitude she or he has is integral to
implementation quality.

Gaps in the SEL Literature: The Effect
of Training and Implementation

The interaction of training and imple-
mentation variables with SEL program out-
comes has yet to be studied extensively. For
example, a teacher may receive a great amount
of training and deliver the recommended num-
ber of lessons, but do so with a poor aititude or
unsatisfactorily. Moreover, a teacher may be
highly competent when delivering the pro-
gram, yet do so infrequently (cf. Gresham,
2009; Waltz et al., 1993). Most SEL program
evaluations have not adequately assessed the
relative effect of each of these variables on
student outcomes. Past research mostly de-
scribes how the programs were implemented
(Kallestad & Olweus, 2003; Penuel, Fishman,
Yamaguchi, & Gallagher, 2007; Ransford,
Greenberg, Domitrovich, Smali, & Jacobson,
2009; Stead, Stradling, Macneil, Mackintosh,
& Minty, 2007; Story et al., 2000), yet few
published studies report which variables pre-
dict program outcomes, as might be outlined
in a theory-of-change model (Rossi, Freeman,
& Lipsey, 1999). Moreover, although a few
studies examined Iraining and implementation
variables simultaneously (for a review sce
Dusenbury et al., 2003), their interactive effect
on outcomes was not analyzed. In one study,
the number of program lessons taught and the
quality of program delivery independently
predicted more positive teacher and observer
ratings of student outcomes, but interactive
effects were not examined (Conduct Problems

Research Group, 1999). The dearth of such
studies makes it difficult to determine the crit-
ical ingredients of an intervention. For exam-
ple, which affects student outcomes more: the
amount of SEL program training a teacher
receives, the number of SEL lessons he or she
delivers, the quality with which those lessons
are implemented, or some combination of the
three?

Assessing Training and Implementation
of SEL Programs

One challenge in assessing variables
surrounding implementation is in their opera-
tionalization. In general, implementation qual-
ity is more difficult to operationalize than
training or dosage, which can be quantified
(Mowbray, Holter, Teague, & Bybee, 2003).
To illustrate, training information can be ob-
tained from attendance records or sign-up
sheets at trainings, and dosage can be defined
as teacher reports of lessons taught. Quality
indicators, however, often are more difficult to
obtain. Indeed, in a review of over 500 studies
from 1976 to 2006 that assessed implementa-
tion of prevention and health promotion pro-
grams for children and adolescents, assess-
ments of quality rarely were included. When
quality was assessed, it was defined and mea-
sured in various, often unsystematic ways
(Durlak & DuPre, 2008).

How should implementation guality be
assessed? Having teachers rate the quality of
their delivery of lessons introduces potential
biases as teachers tend to overestimate their
levels of implementation (Sanetti & Kratoch-
will, 2009), which often are higher than rat-
ings by trained observers (Lane, Kalberg,
Bruhn, Mahoney, & Driscoll, 2008). Simi-
larly, when trained observers rate teacher
quality (e.g., Kam, Greenberg, & Walls,
2003}, they may lack thorough knowledge of
both the program and the teachers to make
accurate assessments. According to Waltz and
colleagues (1993}, raters of quality should be
“sufficiently experienced and sophisticated to
understand the implications of the contextual
variables described in the [program] manual”
(p. 628). Program coaches, who are trained as

85



School Psychology Review, 2012, Volume 41, No. 1

experts in the program, may be the most
knowledgeable judges of implementation
quality because their interactions with teachers
are more frequent and more personal (e.g.,
they have discussed with teachers their appre-
hensions and helped them to devise strategies
lo overcome them).

The Present Study

The present study extends previous re-
search by examining associations and interac-
tion effects of training, dosage, and implemen-
tation quality on intended student outcomes of
social and emotional competence during the
initiel implementation phase (Fixsen et al.,
2007), i.e., within the first year of adopting an
SEL program. This study focuses on The
RULER Approach (Brackett et al., 2011),
which is grounded in a theoretical model that
posits that acquiring the knowledge and skills
assoctated with recognizing, understanding,
labeling, expressing, and regulating emotion
(i.e., the RULER skills) is critical to positive
youth development (Brackett et al., 2009; Riv-
ers & Brackeut, 2011). RULER is an SEL
program endorsed by the Collaborative for
Academic, Social and Emotional Learning
(www.casel.org), an organization comprised
of distinguished educators and researchers that
provides national leadership on SEL. The pos-
itive effects of RULER on both social and
emctional competencies and classroom cli-
mate are reported elsewhere {Brackett, Rivers,
Reyes, & Salovey, 2010; Rivers, Brackett,
Reyes, Elbertson, & Salovey, 2011).

In the present investigation, we hypoth-
esized that training, dosage, and implementa-
tion quality (i.e., delivery and attitudes}, and
their interaction, would relate positively to
student social and emotional competencies.
Training was assessed with attendance records
at training sessions; dosage included number
of program lessons delivered; and implemen-
tation quality was measured by observer
(coaches’) ratings of both teacher attitudes
toward programming and their delivery of the
program. Student outcomes were obtained
from student self-reports, performance assess-
ments, and report cards. Data were analyzed
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using a multilevel approach owing to their
nested nature (Raudenbush & Bryk, 2002).

Method
Participants

Participants included sixth-grade stu-
dents (n = 812) and their teachers (n = 28)
from 28 elementary schools in a large, urban
Catholic school district located in the north-
eastern United States. The schools were part
of a randomized controlled trial (RCT) and the
participating students and teachers were in
schools assigned to use RULER (i.e., the pro-
gram group). The full sample participating in
the RCT consisted of 64 schools with 32
schools assigned randomly to the program
group and 32 assigned randomly to the control
group. (Note: Neither the individual partici-
pants nor the individual classrooms were as-
signed to groups. Schools were assigned ran-
domly to either the program or control groups.
Participating classrooms, teachers, and stu-
dents were within these schools.) Four schools
closed (two control and two program schools)
during the course of the project. There were no
differences in the demographic characteristics
of the schools, teachers, or students between
schools assigned to each group, except that the
schools in the control group had larger enroll-
ment numbers than those in the program
group, 1(62) = 2.82, p = .006. The current
study focused exclusively on participants in
the program group in the RCT for whom we
had baseline data, which yielded 28 teachers
and 812 students. We did not include partici-
pants in the control group.

On average, schools included 70%
(SD = 33%) minority students (range = 5%—
100%), and 24% (SD = 33%) of students
received free or reduced-price lunch. Schools
ranged in size from 178 to 656 students (M =
293.0, SD = 103.3) with a student-teacher
ratio ranging from about 11:1 to 25:1
(M = 17.9, 8D = 3.4). Participating schools
varied in how they structured the school day
for their sixth-grade students, such that at
some schools, students received instruction
from a single teacher for the entire day, and at
others, students rotated through two or more
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teachers throughout the day. The percentage
of students in a school performing below av-
erage was based on the percentage of students
with Levels | or 2 scores on the TerraNova
Achievement Test (CTB/McGraw-Hill, 2002},
which ranged from 8% to 86% (M = 32.7%,
SD = 17.5%] in reading and from 0% to 67%
(M = 22.5%, SD = 16.5%) in math.

Teachers were 84.4% female and iden-
tified themselves as 81.1% White/Cauca-
sian, 9.1% Hispanic, and 9.1% Black/African
American. These demographics resemble the
racial and ethnic breakdown provided in 2010
U.S. census data: 72.4% White/Caucasian,
16.3% Hispanic, and 12.6% Black/African
American (U.S. Census Bureau, 2011). Most
of the teachers had either received their bach-
elor’s degrees and/or were working toward a
master’s degrees (59.1%), and 31.8% had
earned their master's degree or doctorates
(9.15 missing these data). On average, teach-
ers had been teaching for 13.1 year
{§D = 10.6), with an average of 10.3 years
{SD = 9.4) at their current school.

According to school records, students
(48.6% female) were 27.0% White/Cauca-
sian, 30.4% Black/African American, 22.0%
Hispanic, 7.5% Astan/Pacific Islander, 3.7%
multiracial, and 0.1% other race not men-
tioned (9.0% missing data). The composition
of the student sample in this study was roughly
similar to the racial and ethnic composition of
the study’s locale, although Caucasian stu-
dents were underrepresented: 47.5% White/
Caucasian, 284% Black/African Ameri-
can, 27.0% Hispanic, 11.1% Asian/Pacific Is-
lander, and 4.9% multiracial (U.S. Census
Bureau, n.d.).

Design and Procedure

RULER tarpeis all students and is de-
signed to be implemented throughout a school
district. This study focuses on the training and
implementation of RULER within the pro-
gram group at the end of the first year of
programming. This study is embedded into a
large RCT in which program schools partici-
pated in training and used RULER for 2 years

before schools in the control condition re-
ceived the program.

The present study was divided into three
waves of data collection: Wave 1 (March
2008} occurred prior to random assignment to
condition and served as a baseline. Wave 2
occurred in the fall (September 2008} of the
first programming year, as the program was
being introduced; and Wave 3 occurred at the
end of the first programming year (April
2009). Each wave of data collection lasted
eight weeks. Students completed surveys and
a performance test of emotion skills at each
wave. Report cards were collected at Wave 3,
the end of the first year of implementation, and
contained data across all waves.

Curriculum Model and Implementation

RULER is grounded in research show-
ing that a core set of emotion skills, recogniz-
ing, understanding, labeling, expressing, and
regulating emotion, is essential to positive
youth development (Brackett, Rivers et al.,
2010; Salovey & Mayer, 1990). First, adult
stakeholders (i.e., superiniendents, school
leaders, teachers, and staff) attend two full-day
(6 hr per day) trainings on the role of emotion
skills in school success, the theory underlying
RULER, and on how to foster an emotionally
supportive learning environment through the
teaching and personal use of program Anchor
tools, including the Charter (a collaborative
mission statement for the learning environ-
ment) and the Mood Meter (a tool for plotting
emotions and mood states), among other tools
{Brackett, Caruso, & Patti, 2008; Brackett,
Caruso, & Stern, 2008). Teachers then attend a
second training, which is one full day focusing
on the instruction of the Feeling Words Cur-
riculum (Brackett et al., 2011), a literacy-
based SEL program that provides teachers
with programmatic units that infuse into and
complement existing curriculum, including
English language arts. The Feeling Words
Curriculum heips children to develop emotion
skills through an in-depth exploration of terms
like conunitment, elation, and emipathy. These
“feeling word units™ are the vehicles by which
children learn to identify, evaluate, and under-
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stand their own and others’ thoughts, feelings,
and behavior, understand the emotions and
points of view of characters in stories, and
develop strategies to manage emotions in real-
life sitwations. In the training, teachers learn
how to use the curricular units in alignment
with their English language arts teaching.
Each unit, which focuses on one feeling word,
is comprised of five 10- to 20-min lessons.
Teachers teach one unit, with its five lessons,
across a 2-week period. For instance, for the
unit on alienation, three lessons may be com-
pleted during the first week and the remaining
two the second week (see Brackett et al., 2011,
for a review of the units).

The implementation process involves
support through coaching. Each teacher works
with a certified coach who visits the class-
room, models lessons, reviews lesson plans,
provides constructive feedback, and offers so-
lutions and resources to help the teacher de-
liver quality lessons.

In September of the first year of imple-
mentation, English language arts teachers in
program schools attended the first 2-day train-
ing on using emotional literacy and the An-
chor tools to enhance the learning environ-
ment. Approximately 1| month later, teachers
attended the second full-day training on the
Feeling Words Curriculum. Of the two avail-
able trainings sessions offered, teachers at-
tended an average of 1.87 sessions
(SD = 0.87). Teachers in program schools
then were paired with a certified RULER
coach with whom they met for 45 min after a
lesson was observed. Teachers received up to
five coaching sessions, with an average of 4.02
sessions (SD = 0.92).

In this study, five female coaches each
worked with teachers in up to eight schools.
Coaches underwent intensive training with the
developers of RULER programming before
working in schools. A senior RULER trainer
supervised all coaches throughout the duration
of the project through regular meetings con-
ducted in person and on the phone, as well as
through routine reviews of all written docu-
mentation about the coaching sessions (e.g.,
observation checklists and notes). Each week,
coaches submitted to the head coach the writ-
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ten documentation completed during and after
each coaching session and classroom
observation.

Teachers were asked to cover be-
tween 10 and 12 word units per year.
Throughout the program year, teachers taught,
on average, 7.20 word units (SD = 2.60, range
0-12 units), which yielded approximately 35
discrete emotional literacy lessons (ie., 7
units X% 5 lessons).

Measures

Training. Training was measured by
the number of training and coaching sessions
teachers attended, as obtained from training
attendance records. The maximum training
value was 7, including two trainings and five
coaching sessions.

Dosage. Dosage was assessed by the
number of lessons taught (lessons), as ob-
tained from teacher reports, at the end of the
first year of programming {Wave 3). The max-
imum number of lessons a teacher could teach
was 60 (12 units with 5 lessons in each).

Implementation quality. To measure
implementation quality, each of the five
coaches rated (both at the beginning and end
of the school year; i.e., Waves 2 and 3) the
extent to which teachers (a) demonstrated
buy-in or an open attitude toward the program
(1 = very resistant, 5 = very open) and (b}
delivered RULER lessons with high quality
(1 = needs a lot of improvement, 5 = excel-
lent). During each coaching session, coaches
reviewed forms that teachers completed for
each feeling word unit. At Wave 2, coaches
had met with teachers for at least two of the
five coaching sessions to assess quality deliv-
ery. By Wave 3, the remaining coaching ses-
sions (up to three) were completed. The cor-
relations between openness to programming
and delivery at the beginning and end of the
year (Waves 2 and 3) were r values
(26) = 0.63, and 0.62, p values < .00I,
respectively.

Because the measure of implementation
quality incorporated two items assessed across
two time points, a parsimonious measure of
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Table 1
Assessing Implementation Quality: Teacher Quality Clusters at the
Beginning and End of the Year (Waves 2 and 3)

Openness Delivery
Cluster Wave 2 Wave 3 Wave 2 Wave 3
Low 1.79 (0.92) 3.33(0.75) 1.17 (0.39) 2.58(0.79)
Moderate 2.67(0.82) 3.64 (0.70) 2.67(0.49) 31.89(0.58)
High 4.07 (0.80) 4.87 (0.23) 3.87(0.74) 4.67 (0.49)
Notes. Bused on the nature of cluster anatysis, all clusters are significantly different from each other on all criterion

variables.

quality was created by subjecting the indica-
tors (i.e., openness and delivery) to cluster
analysis to test whether distinct profiles of
program quality existed. To select the optimal
number of clusters, we first subjected the vari-
ables to an agglomerative hierarchical cluster-
ing procedure and then inspecied the hierar-
chical tree diagram (Everitt, Landau, & Leese,
2001). A three-cluster solution proved to be
optimal. The centroids from the hierarchical
solution were entered as initial cluster centers
in the final k-means iterative procedure. The
three clusters that emerged were labeled: low-
quality implementers (i.e., teachers who were
initially very resistant to the program and de-
livered it poorly but became open to the pro-
gram by the end of the school year; n = 7),
moderate-quality implementers (i.e., teachers
who were moderate in their attitudes toward
the program and in their delivery of the pro-
gram from beginning to end; n = 12), and
high-quality implementers (i.e., teachers who
were consistently open to and delivered the
program very well from beginning to end; n =
9). There was no evidence to support a profile
of teachers who were resistant to program-
ming but high in delivery, nor was there evi-
dence to support a profile of teachers who
were open to programming but low in deliv-
ery. Table | summarizes the means and stan-
dard deviations for each cluster.

Social and emotional competence.
Multiple methods were used to assess stu-

dents’ social and emotional competence. Ta-
ble 2 summarizes the means, standard devia-
tions, reliabilities, and intercorrelations among
these variables at Wave 3.

First, students’ report cards contained
three itemns that reflected social competence
(i.e., respects the rights of others, interacts
appropriately, and complies with school poli-
cies) using a scale where | = unsatisfactory,
2 = needs improvement, 3 = satisfactory, 4 =
good, and 5 = excellent, (Grades in these three
areas were not necessarily given by the Eng-
lish language ars teachers [those who con-
ducted the RULER lessons], depending on the
structure of the students’ school day and
whether they were instructed by multiple
teachers.) A composile score was created for
the three items by adding the scores.

Social problem-solving skills were as-
sessed with the Conflict Resolution Skill sub-
scale of the Elementary Student Questionnaire
of the Child Development Project (Develop-
mental Studies Center, 2000). This eight-item
scale presents students with four peer-conflict
scenarios (two items per scenario). For each
item, students selected one response from a
multiple-choice list. Higher scores reflected
the selection of more collaborative and com-
promise-centered  responses to  conflict,
whereas lower scores reflected more aggres-
sive or evasive responses to conflict. Students
receiving a school-based program aimed at
promoting their social, ethical, and intellectual
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Table 2
Intercorrelations, Means, Standard Deviations, and Reliability Coefficients of
Students’ End-of-Year (Wave 3) Social and Emotional Competencies

(N = 812)
i 2 3
I. Emotional Literacy -
2. Social Problem Solving 28 -
3. Social Competence 24 32 -
M 105.52 271 4.08
SD 12.84 0.97 0.86
Range 56.86-127.26 1.00-4.50 1.00-5.00
Cronbach's o 87 .79 96

Note.  All variobles are significant at p < 001,

development had higher scores than a control
group of students on this scale (Schaps, Bat-
tistich, & Solomon, 2004).

Emotional literacy was measured with
the Strategic Emotional Intelligence compo-
nent of the Mayer-Salovey-Caruso Emotional
Intelligence Test—Youth Version (MSCEIT-
YV; Mayer, Salovey, & Caruso, in press),
which is appropriate for children between 11
and 17 years old. The test assesses the extent
to which respondents understand emotional
information and use that information for plan-
ning and self-management. Scores are calcu-
lated by combining two subtest scores: emo-
tion understanding and emotion regulation.
There are 23 multiple-choice items on the
understanding subtest, which assesses the abil-
ity to identify both the definitions and causes
of emotions. The regulation branch asks re-
spondents to evaluate the effectiveness of sev-
eral actions in making an individual feel a
certain way. Respondents indicate the extent
to which the chosen action would help the
target character achieve a specified goal using
a 5-point scale (1 = not at all helpful, 5 =
very helpful). This section describes six situa-
tions, each of which has three altematives, for
a total of 18 items. Performance on the test is
calculated by veridical scoring, which is de-
scribed extensively in the technical manual
{Mayer, Caruso, & Salovey, 2005). To explain
briefly: emotion experts consulted the empiri-
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cal literature to determine independently the
best responses to each test item and then
agreed on the best responses. Scores on the
MSCEIT-YV are interpreted similarly to IQ
scores with a mean of 100 and standard devi-
ation of 15. Higher performance scores on
understanding and regulation correlate posi-
tively with psychosocial functioning (Rivers,
Brackett, & Salovey, 2008) and with standard-
ized achievement test scores in reading (Pe-
ters, Kranzler, & Rossen, 2009).

Teaching efficacy. Teaching efficacy
was assessed with the five-item Adaptive Ef-
ficacy Scale (Search Institute, 2006), which
measures teachers’ beliefs in their ability to
modify their teaching methods, when needed,
to have a positive effect on students. Teachers
rated the extent to which they agreed or dis-
agreed with each statement (e.g., “When a
student has trouble learning something new, [
try a new strategy”; “I am certain that 1 am
making a positive difference in the lives of
students™) using a 5-point Likert scale (1 =
strongly disagree; 5 = strongly agree). Cron-
bach’s o values were .75 and.78 for begin-
ning- and end-of-year (eaching efficacy,
respectively.

Analytic Strategy

The main and interaction effects of
training, dosage, and implementation quality
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on students’ year-end social and emotional
compelencies were examined, controlling for
student demographics and baseline scores.

Missing data. Of the 812 students, 173
had missing data, feaving 639 students with
any data on the social problem-solving skills
and social competence indicators. Missing
data were treated with multiple imputation
procedures in NORM (Schafer, 2000}, which
created five complete data files. Multilevel
analyses were conducted for each of the five
imputed data files and coefficients, Standard
errors resulting from each analysis were aver-
aged to provide estimates of the associations
among our variables of interest (Schafer,
1999). Furthermore, return rates were lower
for the MSCEIT-YV than the other assess-
ments. Of 812 swdents, 425 had no MSCEIT
data at either Waves 2 or 3, leaving only 387
studenis with MSCEIT data from Wave 1 and
either Wave 2 or 3. Our imputations were
based on data from these waves for these 387
students. The lower return rates for the
MSCEIT probably could be attributed to the
fact that teachers {and not the research team)
administered this test. Separate imputations
were conducted for emotional literacy scores
because of low return rates. Comparable re-
sults were obtained from both complete and
imputed data sets.

Primary analyses. Because of the
nesled design, we analyzed data using hierar-
chical linear modeling with full-information
maximum-likelihood estimation with separate
models for each student-level outcome. We
nested students (Level 1) within teachers
{Level 2) because we were interested in teach-
ers’ implementation of RULER. A three-level
hierarchical model (students nested in teachers
nested in schools) was unnecessary because
there was a 1:1 correspondence between
teachers and schools. To analyze the effect of
training and implementation variables on our
target outcomes, we ran two models: a main
effects model and an interaction effects
(Training X Dosage * Implementation Qual-
ity) model. The firsi model examined the di-
rect relationships between training, dosage,

and quality with student oulcomes (Model 1).
The second model tested interaction or mod-
eration effects, crossing training, dosage, and
implementation quality indicators (Model 2).
To determine whether Model 2 contributed
incrementally to the explanation of the oul-
come variable, we examined the change in R*
by testing the change in x* (Ax?).

Finally, we calculated effect sizes using
the formula:

oY
\VTwt O

where -y is the association between the predic-
tor and outcome variables, and the denomina-
tor is the D of the outcome variable, where
Ty and o are the between- and within-groups
variances, respectively, from the uncondi-
tional model. Interpretation of & is similar to
Cohen’s (1988) 4: 0.2 is small, 0.5 is moder-
ate, and 0.8 is large.

Results

There were no main effects of training,
dosage, or implementation quality on the stu-
dent outcome variables at the end of the year,
after controlling for baseline status (Model I);
however, numerous interaction effects were
detected (Model 2), as Table 3 shows. Because
quality indicators were coded as dummy vari-
ables, we chose the reference variable to be
low-quality implementers. All analyses, there-
fore, are in comparison to this group. More-
over, all student outcomes pertain to year-end
status (Wave 3) after controlling for baseline
(Wave 1).

Among  high-quality implementers,
those who taught more feeling word units had
students with higher scores on all three student
outcomes: social competence (+ = 3.83, effect
size [ES] = 0.23), social problem solving
(t = 596, ES = 0.19), and emotional literacy
(t = 547, ES = 0.16). High-quality imple-
menters who attended more training also had
students who scored higher on the measures of
social problem solving (r = 2.58, ES = 0.28).
emotional literacy (+ = 1.82, ES = 0.34), and
social competence (¢t = 1.78, ES = 0.24);

91



School Psychology Review, 2012, Volume 41, No. 1

Table 3
Training, Dosage, and Implementation Quality: Main and Interaction Effects
on Year-End Student Qutcomes (Wave 3)

Students’ Social and Emotional Competence Year-End Scores

Social
Emotional Literacy  Problem-Sotving Skills  Social Competence
(n = 387) (n = 3812) {n=812)

Model 1: Main Effccts

ICC'% 8.62 11.25 35.86

Intercept 107.19 (2.06)%#+ 281 (0. 18)snx 4.60 (0.19)#=%

Level 1 {Studem)

Black 042(1.19) ~=0.24 (0.14) =11 (0.09)
Hispanic 0.36 (1.45) =0.1940.13) —0.12 (0.06)
Asian 3270227 0.04 (0.16) -(.04 (0.09)
Other race -3.21(5.83) 0.17 (0.28) 032 (0.11)*=
Male —2.04 (1.06) -0.08 (0.08) =0.23 (0.07)*=
Baseline score® 0.62 (0.05) %= 0.52 (0.04)%*x 0.46 (0.06)»w*

Level 2 (Teachers)

Training —0.65 (1.28) 0.03 (0.06) 0.09 (0.07)

Dosage -0.54 (0.48) -0.01 (0.02) 0.01 (0.03)
Implementation Quality®

Moderate 0.69 (2.50) 0.05 (0.18) =0.36(0.23)

High 0.78 (2.70) 0.14 (0.16) -0.34(0.20}

Model 2: Interaction Effects?

Intercept 102.71 {1.62)s%x 2.69 (0.07)%»x* 4 48 (0.10)%=
Training X Low —=T7.01 (1.47)%%* =0.25 (0.07 y* =0.07(0.11)
Training X Moderaie 8.35 (2.50)%» 0.18(0.15) ~0.04(0.25)
Training X High 424 (2.33) 0.27 (0.15)* 0.21(0.12)
Dosage X Low —1.37 (0.25)%%x =0.13 (D.02)#nx =0.18 (0.0d)wex
Dosage X Moderate -0.27(0.41) 0.11 {0.04)%* 0.26 (0.05) %=
Dosage X High 2.03 (037w 0.19 (0.03)#*x* 0.20 (0.05) %=

Model | R* 39.83 50.66 46,72
Model 2 R? 87.00 86.01 69.75
Ax3(4) 16.20%* 14,934 12.91=

Note.  Estimated means (standard errors) reported,
* ICC = Intraclass correlation coefficieat; ® Buseline (Wave 1) score of corresponding autcome variable assessed; © Low
is the reference group; ¥ Truncated outpul.

wp < 05, 4xp < 01, *2xp < 001

however, the latter two findings did not reach
conventional levels of statistical significance
(p < .10).

Among moderate-quality implementers,
those who attended more training had students
with higher emotional literacy scores
(t = 334, ES = 0.68). Moderate-quality
implementers who taught more feeling word

92

units also had students with higher scores on
both the social competence (t = 4.86,
ES = 0.29) and social problem-solving
(t = 3.11, ES = 0.12) assessments.

A different pattern was found for teach-
ers classified as low-quality implementers.
Teachers in this cluster who attended more
training had students with lower scores on
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both the social problem-solving assessment
(t = —3.47, ES = 0.25) and emotional literacy
test (+ = —4.78, ES = 0.57). Moreover, low-
quality implementers who taught more feeling
word units had students with lower scores on
all outcomes: social competence (r = —4.65,
ES = 0.20), social problem solving (1 =
—6.03, ES = 0.13), and emotional literacy
(t = =546, ES = 0.11).

To investigate possible explanations for
the disparate findings among low-, moderate-,
and high-quality implementers, we ran post
hoc analyses 1o examine whether differences
in teaching efficacy existed among teachers in
each cluster. The means for low-, moderate-,
and high-quality implementers in teaching ef-
ficacy at Wave 3 were as follows: 3.84
(SD = 0.22), 438 (SD = 0.34), and 4.49
(SD = 0.54), respectively. Differences among
the teacher clusters were significant, F(2,
20) = 4.13, p = .034. Bonferroni-comrected
post hoc analyses revealed low-quality imple-
menters scored lower in teaching efficacy than
high-quality implementers (p = .037).

In summary, there were no main effects
of training, dosage, or implementation quality
on student outcomes. However, several inter-
action effects emerged, such that student out-
comes were affected by a combination of the
number of trainings teachers attended and of
lessons they taught and the quality with which
these teachers implemented the program.

Discussion

Although SEL programs have positively
affected key developmental outcomes among
youth (Durlak et al., 2011), the majority of
past investigations did not address the relative
importance of training and implementation
variables on targeted program outcomes. In
this study, we examined whether the amount
of training teachers received, the number of
lessons students received, and the quality of
delivery for one SEL program, RULER, were
associated with students’ social and emotional
competencies. Similar to others’ investiga-
tions (Hopkins et al., 1988; Kam et al., 2003),
we found ao main effects for our indicators of
training and implementation on expected out-

comes. However, we did find numerous sig-
nificant interactions. Higher attendance at
trainings and coaching sessions for moderate-
and high-quality implementers, but not low-
quality implementers, resulted in students with
higher scores on indices of social problem-
solving skills and emotional literacy. For mod-
erate- and high-quality implementers but not
for low-quality implementers, teaching more
lessons also resulted in better student
oulcomes.

The unfavorable effects of more training
among low-quality implementers may be
partly explained by teaching efficacy. Post hoc
analyses revealed that low-quality implement-
ers were less efficacious about their general
teaching practices than high-quality imple-
menters. Low-quality implementers may not
have been prepared to deliver SEL lessons
withoul first becoming more confident in their
general teaching practices (cf. Buchanan et al,,
2009). These findings add to the growing re-
search base on factors that may contribute to
effective SEL programming (Coliaborative for
Academic, Social, and Emotional Learning,
2003; Gager & Elias, 1997; Lewis et al,
1990).

Analyzing training as the number of
training and coaching sessions attended and
dosage as the number of program lessons
taught (i.e., feeling word units) was highly
informative. For example, we found that
among moderate- and high-quality implement-
ers, but not low-quality implementers, the
number of feeling word units taught had more
significant and positive associations with stu-
dent outcomes than the number of trainings
attended, suggesting that active implementa-
tion may be more important than mere atten-
dance at training sessions. Certainly, profes-
sional development is critical to leamning the
instructional strategies of RULER or any SEL
program, but it may not be sufficient for af-
fecting outcomes. What appeared to matter
more was how training and coaching sessions
were actualized in the classroom (i.e., through
quality instruction). Assessing quality in terms
of both atiitudes and delivery, which have
been associated positively in other investiga-
tions (Botvin et al., 1989), sheds light on how
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teachers implement the program with varying
levels of openness and skill.

Implications for Teacher Training and
Professional Development

When new programs are introduced in
schools during the installation and initial im-
plementation stages, there usually exists a
high degree of variability in terms of buy-in or
openness to programming (Fixsen et al.,
2007). Implementing SEL programs can be
difficult for teachers who are balancing their
time between meeting traditional academic re-
quirements and the new demands of SEL pro-
grams. Indeed, asking teachers to integrate
SEL into their already busy schedules can be
physically, mentally, and emotionally taxing
(Ransford et al., 2009). Our findings revealed
that having teachers with iow levels of open-
ness (program buy-in) and delivery, but who
cither atiended more trainings (including
coaching sessions) or conducted more pro-
gram lessons, resulted in lower levels of pos-
itive social and emotional outcomes among
students. One strategy for addressing this may
be for schools and SEL program providers to
focus training efforts during initial implemen-
tation on teachers with an open attitude toward
programming. Once these teachers have been
trained and the program is moving toward full
implementation, teachers who report high re-
sistance to programming can begin their train-
ing, as concerted efforts are made by program
providers and school administrators to in-
crease their buy-in to the program.

There are various reasens that teachers
may be resistant and lack buy-in to SEL pro-
grams. Effective programming approaches
will acknowledge these attitudes, devote atten-
tion toward addressing them, and incorporate
critical feedback from resistant teachers into
program content and instructional strategies
{Greenberg et al., 2005). Moreover, additional
program-telated information, support, and re-
sources could be offered to target resistant
teachers. For instance, these teachers could be
provided with: (1) more empirical rationale for
and real-life examples of the program’s posi-
tive effect on students; (2) emphasis on the
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match between program goals and the schools’
or districts” goals, values, policies, and philos-
ophies; (3) additional instructional support
from their principals or from program coaches
to improve their program-specific or general
teaching efficacy, if necessary; and (4) con-
nections with teachers who have experienced
success with the program, in particular those
who were resistant at first themselves and
whose attitudes toward programming were
transformed. Until initially resistant teachers
are more supportive of the program, they
should be advised to conduct fewer lessons,
with close monitoring and support from a
coach.

Although RULER, like many SEL pro-
grams, is designed to integrate into existing
school curricula, without quality training and
ongoing support, its sustainability will likely
be at risk (Fagan & Mihalic, 2003; Gager &
Elias, 1997; Gottfredson & Gottfredson,
2002). In the past, many schools have applied
the “train-and-hope™ model (Stokes & Baer,
1977) o teacher professional development;
some schools rely solely on the purchase of
“kits” that requirc no additional training.
Teaching SEL effectively requires ongoing
training, coaching, and monitoring, each of
which is critical to successful implementation
{Fagan & Mihalic, 2003; Fixsen et al., 2009;
Fixsen, Naoom, Blase, Friedman, & Wallace,
2005; Lewis et al., 1990). Coaching, for in-
stance, provides the opportunity to give teach-
ers immediate feedback on all aspects of pro-
gram delivery (Strother, 1989). Because many
schools employ school psychologists, counsel-
ors, and social workers who often are asked to
coordinate SEL initiatives or cofacilitate the
teaching of SEL, our findings have many im-
plications for these stakeholders who play a
key consuliative role to SEL program provid-
ers, school administrators, and teachers.

Strengths, Limitations, and Future
Directions

A primary strength of this study was the
multimethod assessment of constructs. Train-
ing and implementation variables were as-
sessed with self-reports, attendance records,



SEL Implementation

and ratings from coaches. Student outcomes
were assessed with self-ratings, teacher rat-
ings, and a performance assessment tool. The
differential interaction effects found between
training, dosage, and implementation quality
on student outcomes highlight the intricacies
of identifying the key ingredients of effective
SEL programming.

One area of future research is how to
balance capitalizing on available, existing
school data with the need to collect additional
data. For instance, in the current study, the
social competence items from the report card
were selected because they were ratings with
which teachers were already familiar and
which could be gathered for all students across
schools without missing data. However, we
acknowledge that this measure is not ideal.
For one, we do not know the factors that
teachers used to assign scores to each student.
In the case of preexisting implementation data
that schools have on file, missing data often
are an issue. The problem here is determining
whether implementation data are missing sys-
tematically or at random. To ilustrate: (1) are
program noncompliers more likely to have
missing data than program compliers, or {2}
are program noncompliers just as likely to
have missing data as compliers? How then can
researchers obtain the most essential data
available from teachers (or even schools) who
may be resistant to programming, data collec-
tion, or both? Archival records such as atten-
dance sheets, lesson plans, report cards, and
classroom observations are important in order
to obtain as much complete data as possible.
The drawback with working with these types
of archival data are that they usually are not
standardized and likely are influenced by the
perceptions and biases of the staff recording
the information. Implementation data are par-
ticularly difficult to assess as implementation
processes vary considerably. Different schools
implement programs at different rates and in
different ways. Future research could compire
the use of various forms of archival data with
that of more standardized assessments in order
to identify best practices for collecting data
related to implementation and related
outcomes.

Another area ripe for investigation is the
assessment of coaching quality and style. Al-
though this study employed coaches’ ratings
of teacher implementation quality, it did not
employ systematic assessments of the quality
or style of each coach or the potential biases of
their observational ratings, which are not un-
likely, given they are invested in the positive
outcomes of their efforts and have frequent
personal interactions with the teachers they
rated. Even though coaches received extensive
training and were monitored closely, assessing
their implementation of the coaching protocol
and the objectiveness of their observational
assessments is important for future research.
The quality of coaching that a teacher receives
could affect that teacher’s attitudes and ap-
proaches to implementation. Similarly, the bi-
ases in the coach’s observations could influ-
ence how the teacher is categorized with re-
gard to implementation quality. Although an
investigation of these phenomena was beyond
the scope of the current project, it would be a
valuable contribution to future implementation
research,

Examining teacher learning outcomes
achieved during training and coaching ses-
sions also may be important for determining
the key ingredients to effective interventions.
It is likely that the quality of teacher trainings
as well as the differential effect of the same
training on individual teacher learning would
influence student outcomes. Thus, future re-
search and practice should include some mea-
sure of what skills and knowledge (eachers
gleaned from training and coaching,.

The role of teachers’ social and emo-
tional competencies in the successful delivery
of SEL lessons also was not studied, but offers
another area for future investigation. It is
likely that these competencies are associated
with multiple facets of program implementa-
tion, including attitudes and delivery (Brackett
et al., 2009; Durlak & DuPre, 2008). For ex-
ample, once specific competencies are iden-
tified to be associated with high-quality im-
plementation, the teaching of such compe-
tencies could be integrated into teacher
training. Such competencies also may serve
as moderators of implementation quality on
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student outcomes, or as mediators such that
an SEL program may shift the skill set of
teachers, making them more effective in the
classroom.

Finally, this study focused exclusively
on participants assigned to the program group
in the RCT; we did not include participants
from the control group. Ideally, implementa-
tion is analyzed systematically in both pro-
gram and control groups. For this particular
program, the inclusion of a control group
would facilitate the building of an evidence
base for establishing the effectiveness of the
RULER intervention. In general, the inclusion
of a control group would allow for a more
advanced understanding of the true effect of
SEL training and its implementation on stu-
dent outcomes (see Cordray, 2000). One way
to account for this variation is to create imple-
mentation measures that capture the essential
elements of both SEL programs and related,
standard teaching practices, to administer
them to both conditions, and then to use
these data as potential moderating variables
in analyses (O’Donnell & Lynch, 2008).
This approach, however, would require
careful monitoring of both the program and
control conditions, which is an added re-
search cost.

Conclusion

Teachers play an important role in
SEL programming, as they are the interme-
diaries between students and the program.
The adoption of SEL programs can be met
with either enthusiasm or resistance among
teachers. The components of SEL program-
ming framework used in this study, which
was composed of training, dosage, and im-
plementation quality (attitudes and deliv-
ery), proved useful in evaluating the success
of RULER, one of many promising SEL
programs. Our findings suggest that mere
delivery of SEL lessons is not sufficient for
cultivating benefits for students. Lessons
must be taught frequently and delivered with
quality. Further research is warranted on the
many facets of program implementation and
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their associations with the effectiveness of
SEL programs.
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