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In response to the main federal K-12 law, the Every Student Succeeds Act (ESSA) and 

the teacher education program standards, teacher education programs have tried to address social 

and emotional learning (SEL) content in their curricula. Adding information on SEL alone may 

not be enough to overcome the shortenings of many existing early childhood programs. The 

current study attempted to address these shortenings through the inclusion of specialized SEL 

strategies and sample activities in addition to traditional content on social-emotional learning and 

development. This study was organized within a quasi-experimental design framework. One 

hundred thirty-nine preservice teachers were divided between control and treatment groups. The 

treatment group was exposed to the intervention (i.e. additional/special SEL strategies and 

activities) in the modified Nurturing Children’s Social Competence class, while the control 

group was in the traditional version of the same class (i.e. traditional instruction with no 

additional/special SEL strategies and activities). All students were surveyed using the SEL 

Beliefs Scale for Preservice Teachers and the SEL Knowledge and Attitudes Scales for 

Preservice Teachers. The surveys were conducted at the beginning and at the end of the 

semester. An exploratory factor analysis, MANOVA, and descriptive discriminant analysis were 

used to analyze the data. Findings revealed that preservice teachers in the treatment group gained 

greater knowledge about (a) SEL in general, (b) the development of SEL skills in young 

children, and (c) implementation of the SEL strategies in the classroom. In addition, preservice 

teachers in the treatment group developed more positive attitudes toward implementation of SEL 

strategies and the importance of teaching social and emotional skills to young children. Even 



though SEL beliefs did not predict treatment / control group differences, there were statistically 

significant differences in the development of SEL beliefs within each group. Preservice teachers 

in both groups highly believed that creating a SEL environment in the classroom and schoolwide 

is essential. 
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CHAPTER 1 

INTRODUCTION 

Statement of the Problem 

Across the United States, the behavior of children is a concern for parents, educators, and 

society in general (Anderson-Butcher, Iachini, & Amorose, 2008). According to Geving (2007), 

teachers play a major role in affecting students’ behavior in the classroom. Moreover, “teachers 

that do not help students succeed or stimulate them academically, are not clear about 

expectations for behavior and do not provide meaningful consequences when rules are broken, 

are likely to elicit more frequent stressful student behaviors” (Geving, 2007, p. 627). 

Emotional understanding between teachers and students, and the teachers’ understanding 

of the emotional aspects of teaching and learning, are essential elements of the emotional aspect 

of teacher’s knowledge (Zembylas, 2007). Zembylas (2007) defines emotional knowledge as “a 

teacher’s knowledge about/from his or her emotional experiences with respect to one’s self, 

others (e.g. students, colleagues), and the wider social and political context in which teaching 

and learning takes place” (Zembylas, 2007, p. 356). The author emphasizes that a teacher’s 

emotional knowledge is one of the important parts of the ecosystem of a teacher’s total 

knowledge about the child, and it is called an emotional ecology. In education, emotional 

ecology is a particular application of concepts of “emotional climate” or “learning climate” 

(Zembylas, 2007). Moreover, emotional ecology “indicates how teachers and students create the 

environment that shapes how they are emotionally connected and engaged in learning together” 

(Zembylas, 2007, p. 357). In order to teach effectively, teachers must be able to connect their 

emotional understanding with their knowledge about child development and teaching 

methodology. Teachers must then establish a positive learning environment in the classroom. 
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However, serious concerns have been raised about teachers’ ability to identify emotional 

competence independent from social competence as an essential factor that predicts successful 

school performance. Several authors point to insufficient teacher preparation in developing 

students’ social and emotional competence (Junttila, Voeten, Kaukiainen, & Vauras, 2006; 

Hamre, Pianta, Mashburn, & Downer, 2012; Humphries et al., 2012; Scharf, 2013). Teachers 

who have not been adequately trained may experience difficulty conceptualizing the meaning of 

emotional competence within the context of the classroom and may associate only children’s 

observed behavior with emotional competence, which might limit students’ knowledge about 

emotional situations and negatively affect peer relationships (Humphries et al., 2012). According 

to Liston, Borko, and Whitcomb (2008), teacher quality is defined as a “key policy lever to 

narrow achievement gaps” (p. 111). Moreover, teacher preparation is seen as a cause of the 

teacher quality problem; preservice teachers do not gain appropriate knowledge and practices to 

work effectively at school (Liston et al., 2008, p. 113). 

The National Association of the Education of Young Children (NAEYC) provides a set 

of standards that offers a shared vision of early childhood professional preparation. The details of 

this professional preparation must be adapted to the specific interests of the community of 

learners. According to the Hyson (2003), even if good early childhood settings differ from each 

other, “good professional preparation programs may find many pathways to help candidates meet 

high standards, so that they can effectively support young children and their families” (Hyson, 

2003 (as cited in NAEYC Professional Preparation Standards, 2012, p. 9)). The NAEYC 

emphasizes that the close relationship that is created between young children and adults, 

provides a secure foundation for children social and emotional development. According to the 

NAEYC, the current early education system is fragmented. Teachers work in Head Start, 
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preschool and child care settings, or elementary school. Qualifications and certifications vary in 

each educational setting. Childcare teachers may work in a Head Start program or preschool. 

Yet, baccalaureate is required for employment in elementary school setting.  

A sequence of field experiences, developed by NAEYC, provides career options across 

the entire early childhood age and in multiple educational settings (NAEYC Professional 

Preparation Standards, 2012). Standard 1, Promoting Child Development and Learning, 

identifies knowledge and understanding of young children’s characteristics and needs as 

essential components of the field experiences of well-prepared early childhood preservice 

teachers. These components encompass “multiple, interrelated areas of children’s development 

and learning – including physical, cognitive, social, emotional, language, and aesthetic domains 

…” (NAEYC Professional Preparation Standards, 2012, p. 29). 

The Association for Childhood Education International (ACEI) developed standards for 

elementary education candidates. Standard 3.4, Active Engagement in Learning, emphasizes the 

importance of knowledge and understanding of elementary school students’ individual and group 

motivation and behavior in fostering active learning, self-motivation, and positive social and 

learning environments. Promotion of “continuous intellectual, social, emotional, and physical 

development of each elementary student” is highlighted in Standard 4, Assessment for 

Instruction (Association for Childhood Education International, 2007, p. 19). 

Social and emotional learning (SEL) competencies of teachers, SEL competencies of 

students, and the Learning Context are identified as three categories of the teacher education 

program standards (Schonert-Reichl, Hanson-Peterson, & Hymel, 2015). Based on current 

research, two domains of SEL competencies of Teachers, i.e. Self-Awareness and Self-
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Management, are the ones most frequently missing in state-level teacher education program 

standards (Jennings, 2011; Schonert-Reichl et al., 2015).  

With respect to preservice teacher's knowledge of the Learning Context, the domains of 

School-Family Partnerships and Classroom Context are less often addressed (Schonert-Reichl et 

al., 2015). Teachers who have not been adequately trained may experience difficulty 

conceptualizing the meaning of emotional competence within the context of the classroom 

(Junttila, Voeten, Kaukiainen, & Vauras, 2006; Hamre, Pianta, Mashburn, & Downer, 2012; 

Humphries, Keenan, & Wakschlag, 2012; Scharf, 2013). Moreover, they tend to associate only 

children's observed behavior with emotional competence (Humphries et al., 2012). Teacher 

preparation and training in SEL constructs may offer a way to develop teachers' ability to 

identify both emotional competence and social competence as independent entities. This ability 

promotes student success in school – academically, socially, and emotionally. Learning how to 

nurture children’s social and emotional competence influences future teachers’ perceptions and 

attitudes about role of social and emotional development of young children within the context of 

the classroom (Humphries, Keenan, & Wakschlag, 2012).  

Social and emotional learning (SEL) incorporates active learning into instructional 

delivery and provides opportunities to practice skills that nurture positive attitudes, prosocial 

behaviors, and thinking processes. The state of Illinois SEL Professional Development Project 

established a base for training and coaching on the regional level. At the end of the project 90% 

of participating schools supported and implemented SEL. However, a small number of schools 

reported low percentage of SEL implementation or did not implement SEL at all. A mismatch 

between a school’s level of readiness for implementing SEL and selected training and technical 

assistance along with a perceived lack of understanding of the background of the assigned school 



 

 

5 

 

were identified as possible causes. Responsive Classroom and Second Step SEL programs were 

implemented into the K-12 curriculum in the Needham public school program. As a result, 

collaboration with the colleagues and 1-2 day trainings were reported as essential in successful 

implementation of SEL. By the end of the program, teachers rated observable social behaviors in 

their students as frequently demonstrated. A simple-to-administer mindfulness-based (MindUP) 

education SEL program was integrated into the elementary school curriculum to enhance 

cognitive control, reduce stress, promote well-being, influence prosocial behaviors, and increase 

academic outcomes. Higher academic achievement, executive functioning, well-being, and 

prosociality were found in participating children. A meta-analysis study of school-based 

universal interventions reported an enhanced level of SEL skills, attitudes, prosocial behaviors, 

and academic achievements in the students. The impact of SEL programs on teachers’ 

knowledge, beliefs and experiences was assessed through various surveys. Teacher-focused SEL 

interventions, one-on-one consultations and observations, collaboration with the school 

administration, colleagues, and non-school staff were essential during the SEL programming. 

The Social-Emotional Dispositions Inventory and the Social and Emotional Dimensions of 

Teaching and Learning (SEDTL) model and a program for preservice secondary education 

students were integrated into teacher education programs. Results show that research on SEL 

continues to grow, as the need of teachers with expertise in the knowledge and implementation 

of SEL. Every teacher must be prepared to implement SEL programs into the classroom 

curriculum to support social and emotional development of their students and to enhance 

academic achievement. Quality preservice training in social-emotional learning curriculum can 

help teachers to narrow achievement gaps in their students. Implementation of SEL curriculum in 
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schools strengthens children’s social, emotional and cognitive development which leads to 

academic success. 

Purpose of the Study/Research Questions 

The study integrated the Cultivating Awareness and Resilience in Education (CARE) for 

Teachers program and the Academy for Social-Emotional Learning in Schools program into the 

Nurturing Children’s Social Competence course at a large metropolitan university in north 

Texas. This study used a quasi-experimental model to determine the effect of the CARE for 

Teachers program and the Academy for Social-Emotional Learning in Schools program on the 

development of Social and Emotional Learning (SEL) knowledge, beliefs, and attitudes of 

preservice teachers.  

To increase preservice teachers' knowledge and to develop appropriate beliefs and 

attitudes about social and emotional learning through course lectures, practical SEL strategies 

were combined with classroom-based video examples, scenarios and role plays. The SEL 

strategies and activities were aligned with the objectives of the Nurturing Children's Social 

Competence course. Classroom-based video examples, scenarios, and role plays were used to 

extend/enhance content of course lectures. The practical strategies served to promote the SEL 

competencies of preservice teachers, while classroom-based activities and resources served to 

increase preservice teachers' knowledge of the Learning Context. 

This research will make a contribution to the knowledge base in the science and practice 

of SEL in preservice teacher education. The primary research questions are:  

1. At pretest and posttest, do students participating in the revised/modified Nurturing 

Children’s Social Competence class with content on special SEL strategies score 

higher on the Teacher SEL Beliefs Scale as compared to a control group in the 



 

 

7 

 

traditional Nurturing Children’s Social Competence class with no content on 

special SEL strategies?  

2. At pretest and posttest, do students in the experimental group score higher on the 

Teacher SEL Knowledge and Attitudes Scale as compared to a control group?  

3. Do students in the experimental group score higher on the monthly course 

assessments and the final exam, which center on SEL constructs, as compared to a 

control group? 

This study addresses the teacher education program standards and specifically connects 

to two categories – the SEL Competencies of teachers and the Learning Context. The domains of 

Self-Awareness and Self-Management of teachers, School-Family Partnerships and Classroom 

Context are also emphasized in the study. 

Assumptions 

1. The sample studied was representative of the total population of early childhood 

and elementary preservice teachers who completed the Nurturing Children’s 

Social Competence course at a large metropolitan university in north Texas. 

2. Responses received from participating preservice teachers accurately reflected 

their professional opinions. 

Significance of the Study 

As social and emotional competence abilities are essential for student’s successful 

functioning in school, so is the need to prepare teachers who will nurture social and emotional 

competence abilities in their students. Schools hire teachers who have little to no understanding 

of the meaning of being emotionally competent within the context of the classroom, and these 

limited experiences make it difficult for teachers to guide student’s social interactions 
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(Humphries et al., 2012). Previous research indicates that the depth of the social and emotional 

competence training in teacher education programs varies. Some teacher education programs 

may provide preservice teachers with a whole social and emotional competence course, while 

others may offer social and emotional competence workshops and field experiences in addition 

to student teaching. Tiko (2012) suggests that “teacher training should pay considerably more 

attention to developing the personality of the teacher in order to meet children’s needs and 

families’ expectations and to guarantee the continuous development of every child” (Tiko, 2012, 

p. 373). 

If teacher preparation programs provide preservice teachers the opportunity to learn and 

be able to identify social and emotional competence in children, the preservice teachers are more 

likely to understand (a) students’ emotions and behaviors and (b) how to create a positive 

learning environment in the classroom. Reflective writing practices, such as portfolio 

assignments and problem-based learning tasks, can be helpful to preservice teachers, as they 

allow students to record and think about their experiences of learning and teaching social and 

emotional competence (Willemse, Lunenberg, & Korthagen, 2005). 

The current study focuses on one university teacher preparation program in a large Texas 

public university that provides multiple social and emotional competence experiences and 

opportunities to preservice teachers to pursue Early Childhood (EC) – 6th grade teacher 

certification. This study explored, through empirical methods, the impact of multiple learning 

experiences/opportunities about social and emotional learning (SEL) on preservice teachers’ SEL 

beliefs. The study also focuses on whether preservice teachers’ knowledge and attitudes about 

social and emotional learning changed or resisted change as a result of their experiences in 

learning about social and emotional competence during their teacher education program. 
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More specifically, the aim of this study was to increase pre-service teachers’ knowledge 

and to develop appropriate beliefs and attitudes about social and emotional learning through 

combining elements of CARE (Cultivating Awareness and Resilience in Education) for Teachers 

program with classroom-based video examples and scenarios/role plays from the Academy for 

Social-Emotional Learning in Schools program. The components of the CARE for Teachers 

program will be aligned with the objectives of the Nurturing Children’s Social Competence 

course. Classroom-based video examples, scenarios and role plays will be incorporated into each 

lecture. The CARE for Teachers program serves to promote the SEL competencies of preservice 

teachers, while classroom-based activities and resources serve to increase preservice teachers’ 

knowledge of the Learning Context. 

Methodology 

An examination of my proposed university’s catalog requirements showed that preservice 

teachers were required to take three early childhood courses, participate in field experiences, and 

a semester of student teaching. My population of this study is composed of preservice teachers 

enrolled in the B.S. Interdisciplinary Studies EC-6 Certification program, leading to Early 

Childhood (EC) – 6th grade teacher certification. This population was chosen because early 

childhood and elementary educators more likely to help their students cope effectively with their 

emotions using variety of strategies (Kostelnik, Gregory, Soderman, & Whiren, 2012), and 

because past studies here centered mostly on inservice teachers.  

The study population included undergraduate preservice teachers enrolled in the second, 

third, or fourth year of their university program. During the time these preservice teachers spend 

on learning about children’s social and emotional competence, they participate in a field 

experience observing other teachers and in a classroom internship as student teacher at the Child 
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Development Laboratory at a large metropolitan university in north Texas. The preservice 

teachers are guided by mentor teachers as they learn how to set up a classroom, prepare 

appropriate lesson plans, practice classroom management, and work with the students. Practice 

in the classroom, field experiences, and university coursework are designed to help preservice 

teachers gain a better understanding of students’ emotions and behaviors, as well as strengthen 

their interactions with all students (NAEYC Professional Preparation Standards, 2012).   

An examination of the preservice teacher course syllabi, demographic information, 

questionnaires with their answers, and results of pre- and post-surveys helped explain preservice 

teachers’ understanding of the social and emotional competence concepts being taught in the 

curriculum. Quantitative methods were used in this study, as this type of research allows 

researchers to look at the relationships and patterns and express these patterns with numbers. 

“Descriptive statistics describe these patterns of behavior, whereas inferential statistics draw on 

probabilistic arguments to generalize findings from samples to populations of interest” 

(Rudestam & Newton, 2007, p. 27). 

Operational Definitions 

EC–6: Kindergarten through 6th grade. 

Competence: A set of specific skills that is applicable in a particular situation (Kostelnik 

et al., 2012, p. 96). 

Social competence: The ability to incorporate all the social, emotional, and cognitive 

knowledge needed to achieve personal goals (Davidson, Welsh & Bierman, 2006; Rose-Krasnor 

& Denham, 2009 (as cited in Kostelnik et al., 2012, p. 2)). 
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Emotional competence: The combination of knowledge about feelings and the ability to 

verbally, physically, and intellectually manage emotions (Goleman, 2007 (as cited in (Kostelnik 

et al., 2012, p. 133)). 

Social and emotional learning (SEL): A process of acquiring the competencies to identify 

and regulate emotions, develop empathy and coping skills, establish positive relationships, and 

act prosocially (Schonert-Reichl & Hymel, 2008, p. 20). 

Social and emotional learning competencies (SEC) for teachers: SEL competencies 

encompass three areas: a) emotional processes include understanding and labeling feelings 

accurately; regulating emotions and behaviors for the situation (e.g., calmly sorting through a 

disagreement rather than storming out of a faculty meeting when angry); taking another’s 

perspective, and displaying empathy; b) social/interpersonal skills include understanding social 

cues (such as body language and tone of voice); correctly attributing the intent of others’ 

behaviors (e. g., understanding a student’s defiance as a desire for independence rather than a 

personal insult); interacting positively with students and other adults, and acting in prosocial 

ways (e.g., offering help and kind words); c) cognitive regulation includes maintaining attention 

and focus; engaging working memory, inhibiting impulses that are not appropriate to the 

situation (e. g., not yelling at a student or using sarcasm out of frustration), and flexibly shifting 

gears when needed (e.g., trying a new approach when an instructional strategy is not working) 

(Jones, Bouffard, & Weissbourd, 2013, pp. 62-63). 

Social and emotional learning competencies (SEC) for students: CASEL has identified 

five interrelated sets of cognitive, affective and behavioral competencies. The definitions of the 

five competency clusters for students are: 
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    Self-awareness: The ability to accurately recognize one’s emotions and thoughts and 

their influence on behavior. This includes accurately assessing one’s strengths and limitations 

and possessing a well-grounded sense of confidence and optimism. 

    Self-management: The ability to regulate one’s emotions, thoughts, and behaviors 

effectively in different situations. This includes managing stress, controlling impulses, 

motivating oneself, and setting and working toward achieving personal and academic goals. 

    Social awareness: The ability to take the perspective of and empathize with others 

from diverse backgrounds and cultures, to understand social and ethical norms for behavior, and 

to recognize family, school, and community resources and supports. 

    Relationship skills: The ability to establish and maintain healthy and rewarding 

relationships with diverse individuals and groups. This includes communicating clearly, listening 

actively, cooperating, resisting inappropriate social pressure, negotiating conflict constructively, 

and seeking and offering help when needed. 

    Responsible decision making: The ability to make constructive and respectful choices 

about personal behavior and social interactions based on consideration of ethical standards, 

safety concerns, social norms, the realistic evaluation of consequences of various actions, and the 

well-being of self and others (CASEL, 2016, para. 6). 

Teacher preparation (for EC-6 teachers): A list of professional teaching competencies to 

be assessed or a course list to complete, along with development of professional knowledge, 

skills and dispositions in a community of learners, applying reading, observation, and field 

experiences through group projects and interactions with others (NAEYC Professional 

Preparation Standards, 2012, p. 23). 
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Field experiences: Allow the preservice teacher experience with multiple roles, multiple 

education settings and age groups. “They include field observations, field work, practice, student 

teaching and other … experiences … A planned sequence of these experiences supports 

candidate development of understanding, competence and dispositions in a specialized area of 

practice” (NAEYC Professional Preparation Standards, 2012, p. 25). 

Limitations 

The results of this study are based on one hundred thirty preservice teachers who attended 

the same university, were enrolled in the B.S. Interdisciplinary Studies EC-6 Certification 

program, and were pursuing Early Childhood (EC) – 6th grade teacher certification. Because the 

preservice teachers were in the same teaching preparation program, comparisons with other 

programs are limited. The major limitation of the current work is that all outcome measures were 

based on answers of students from one university. There were no comparisons of the preservice 

teachers’ participation in the study from the different universities at the regional or federal levels. 

Despite these limitations, the study explored whether the preservice teachers’ understanding of 

social-emotional learning was impacted by special SEL instruction in the teacher education 

curriculum. The study also attempted to provide an evidence of changes in preservice teacher 

beliefs and attitudes about social-emotional learning as a result of their SEL instructional 

experiences in a university-based early childhood program. 

Delimitations 

The study limited the population to preservice, undergraduate students seeking Early 

Childhood (EC) – 6th grade teacher certification and enrolled in the Nurturing Children’s Social 

Competence course. 
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Organization of the Study 

The reminder of the study is organized into five chapters, a bibliography, and appendixes 

in the following manner. Chapter Two presents a review of the related literature dealing with 

concept of social and emotional learning, teacher preparation and teaching practices. Chapter 

Three delineates the research design and methodology of the study. The instrument used to 

gather the data, the procedures followed, and determination of the sample selected for study are 

described. An analysis of the data and a discussion of the findings are presented in Chapter Four. 

Chapter Five contains the summary, conclusions, and recommendations for further study. The 

study concludes with a bibliography and appendixes. 

Summary 

As social and emotional competence is a predictor of children’s behavior, there is a need 

to prepare teachers with a better understanding of social and emotional learning and its essential 

role in students’ successful performance in school (Spinrad, Eisenberg, Cumberland, Fabes, 

Valiente, Shepard, & Guthrie, 2006). Although, the results cannot be extended to the larger 

population, it is predicted that students in the experimental group will outperform students in the 

control group on their outcome measures for this research. Chapter 2 identifies theory and 

research relevant to the study, specifically literature pertaining to social and emotional learning 

and preservice teaching practices. 
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CHAPTER 2 

RELATED LITERATURE 

Introduction 

Social-emotional learning (SEL) supports development of children’s abilities to 

understand and regulate emotions, to cope with stressful situations, to care about others, to build 

positive relationships, and to model prosocial behaviors. The core competencies of SEL consist 

of self-awareness, self-management, social awareness, relationship skills, and responsible 

decision making (CASEL, 2016).  

Drawing from the latest research in the field, a literature review was conducted (a) to 

describe and define SEL, (b) to identify the key dimensions of SEL, and (c) to look at the 

reported efficacy of the incorporation of various social and emotional learning components into a 

variety of educational programs. More specifically, with respect to “c” above, the purpose of this 

literature review is to identify the impact of teachers’ enhanced SEL competencies on students’ 

social and emotional development, character development, and academic success. Preservice 

teachers’ knowledge, beliefs and experiences in SEL was also examined in the literature review.  

The Social and Emotional Learning in Teacher Education (SEL-TED) project (Schonert-

Reichl, LeRose, Kitil, Sipl, Sweiss, & Teja, 2014) examined the incorporation of SEL 

dimensions, such as the implementation of SEL programs, teachers’ social and emotional 

competence, and the creation of classroom contexts that support students’ social and emotional 

well-being, into state-level teacher certification requirements and coursework in U.S. teacher 

preparation programs. The study found that the state-level teacher education program standards 

were giving little attention to the promotion of the SEL competencies of teachers. The most often 

addressed were Responsible Decision Making, Social Awareness, and Relationship Skills. 
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However, only a few of the states were widely focusing on the promotion of P-12 students’ SEL 

competencies. In contrast, Responsible Decision Making, Relationship Skills, and Self-

Management were often emphasized within the state-level standards. Self-Awareness and Social 

Awareness competencies were addressed to a lesser degree. As a result, the majority of the states 

did not prepare preservice teachers to teach their P-12 students to identify feelings, strengths, and 

weaknesses or to develop empathy and respect of people from diverse backgrounds.  

One example of the integration of SEL into teacher education programs is the Social-

Emotional Dispositions Inventory and the Social and Emotional Dimensions of Teaching and 

Learning (SEDTL) model which was based on teacher’s SEL competencies, skills of managing 

social and emotional context of the classroom, and ability to foster social-emotional 

competencies in students (Markowitz, 2009). This inventory was used to guide the development 

of SEL and effective teaching in beginning teachers.  

In another study of the SEL program for preservice secondary education students in the 

Masters of Teaching program (Wanless, Wallace, Cartier, Akiva, Ferrara, & Johnson, 2014), the 

naturally occurring psychological competencies of preservice teachers, including self-regulation 

and self-compassion were examined. The study analyzed the concept of mindfulness in relation 

to preservice teachers’ perceptions of their readiness to teach when they exit the program. This 

study found that mindfulness skills relate to perceptions of readiness to teach through regulation. 

Integration of SEL into a postbaccalaureate teacher preparation program was represented 

by the SEL Cohort program (Schonert-Reichl, Hanson-Peterson, & Hymel, 2015). Teachers’ 

SEL competencies and well-being were shown to play mutual roles in promoting prosocial 

classroom environment that directly influences students’ social, emotional, and academic 

growth.  
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The Cultivation Awareness and Resilience in Education (CARE) for Teachers program 

(Jennings, Snowberg, Coccia, and Greenberg, 2011) was designed to support development of 

teachers’ SEL competencies and to improve teachers’ relationships with students, teachers’ 

classroom management, teachers’ promotion of social and emotional competencies in P-12 

students, and P-12 students’ academic achievement. The results indicated significant 

improvement in teachers’ self-awareness and well-being, teachers’ ability to manage the 

classroom and build supportive relationships with students, parents, and colleagues.  

Implementing SEL practices and policies in schools supports development and 

application of knowledge, skills, and attitudes to enhance personal growth, establish positive 

relationships, and improve academic productivity and lifelong learning in children as well as in 

adults. In the next section, the theoretical framework of the present study is delivered. 

Theoretical Framework 

To frame the present study, it was appropriate to compare existing theoretical 

frameworks of social and emotional learning. The 21st Century Competencies framework was 

developed by The National Research Council and consists of cognitive, interpersonal, and 

intrapersonal competencies (National Research Council, 2012). This framework is “helpful in 

stepping back and looking at the wide variety of competencies that are a part of what youth need 

in order to succeed, especially competencies that go deeper and beyond knowledge content and 

basic academic skills” (Hagen, 2013, p. 2). This approach emphasizes thinking processes 

associated with memory and the development of problem-solving and reasoning skills. 

The University of Chicago Consortium on Chicago School Research (Farrington, 

Roderic, Allensworth, Nagaoka, Keyes, Johnson, & Beechum, 2012), constitutes a non-cognitive 

framework, and it focuses on factors that predict academic outcomes. These factors include 
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grades 6-12 students’ academic behaviors, academic perseverance, academic mindsets, learning 

strategies, and social skills. This non-cognitive framework explains the relationships among 

these factors and “focuses on the individual and social aspects of these skills as ways of thinking 

and acting” (Hagen, 2013, p. 6). However, this framework does not consider specific social 

skills. 

A social and emotional learning framework was defined by the Strive Cradle to Career 

.Network (Strive Task Force on Measuring Social and Emotional Learning, 2013), and it is based 

on social and emotional competencies that are adaptable and measurable, such as academic self-

efficacy, growth mindset/mastery orientation, grit/perseverance, emotional competence, and self-

regulated learning/study skills. Nevertheless, this approach fails to concentrate on the social 

dimension, for it discusses empathy and social awareness only.  

The theoretical framework chosen for this study is social-emotional learning as 

conceptualized by the Collaborative for Academic, Social, and Emotional Learning (CASEL) 

(Collaborative for Academic, Social, and Emotional Learning, 2016). Social-emotional learning 

(SEL) is defined as a process of acquiring the competencies to identify and regulate emotions, 

develop empathy and coping skills, establish positive relationships, and act prosocially 

(Schonert-Reichl & Hymel, 2008). “SEL is sometimes called ‘the missing piece’, because it 

represents a part of education that is inextricably linked to school success, but has not been 

explicitly stated or given much attention until recently” (Schronet-Reichl et al., 2008, p. 21).  

Weissberg and Cascarino (2013) emphasized the critical role of the development of social 

and emotional skills in children. Others have supported this view and defined SEL “as a 

contributor to enhancing children’s health (e.g., drug prevention), safety (e.g., violence 

prevention), or citizenship (e.g., service learning)” (Zins, Bloodworth, Weissberg, & Walberg, 
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2004, p. 3). The core competencies of SEL were identified by the CASEL and are represented in 

Figure 1. They include the following:  

 Self-awareness is an ability to accurately identify feelings and thoughts of others 

when analyzing the behaviors.  

 Self-management is an ability to control emotions, thoughts and behaviors. 

 Social awareness is an ability to understand and take into consideration cultural 

differences, to follow social and ethical norms for behavior, and to identify 

family, school and community support and resources. 

 Relationship skills is an ability to build and proceed with positive relationships. 

Those skills include clear communication and active listening, cooperation, 

resistance, conflict mediation, and support. 

 Responsible decision making is an ability “to make constructive choices about 

personal behavior, social interactions and school and life expectations based on 

consideration of ethical standards, safety concerns, social norms, realistic 

evaluation of consequences of various actions, and the well-being of self and 

others” (CASEL, 2016, para. 6). 
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Figure 1. CASEL’s key dimensions of SEL. Adapted from “Social and Emotional Learning Core 

Competencies”, by Collaborative for Academic, Social, and Emotional Learning, 2016. 

Retrieved from http://www.casel.org/social-and-emotional-learning/core-competencies. 

Beyond the competencies that influence academic achievement, all the frameworks 

described above focus on broad set of skills children need for success. “These frameworks 

emphasize the importance of skills related to healthy relationships and effective communication, 

as well as recognizing and managing one’s own emotions and accomplishing goals” (Hagen, 

2013, p. 5).  

Social and Emotional Learning Programs 

The state of Illinois established the 10 SEL learning standards as part of the Illinois 

Learning Standards (Gordon, Ji, Mulhall, Shaw, Weissberg, 2011). The SEL standards were 

aligned with three goals: development of self-awareness and self-management skills to achieve 

school and life success, use of social awareness and interpersonal skills to establish and maintain 

positive relationships, and demonstration of decision-making skills and responsible behaviors in 

personal, school, and community contexts. In 2004, the SEL standards, along with the plan for 

professional development and technical assistance, were adopted by the Illinois School Board of  

http://www.casel.org/social-and-emotional-learning/core-competencies
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Education. In 2007, the SEL Professional Development Project began. The purpose of the 

project was to establish a base for training and coaching on the regional level. The quality of 

SEL implementation was assessed by the Collaborative for Academic, Social, and Emotional 

Learning (CASEL) in a pilot project conducted between the years of 2007 and 2010. The 

assessment rubric consisted of the sixteen items related to ten implementation steps.  The steps 

were divided into phases, such as readiness, planning, and implementation. In addition, the rubric 

examined six factors related to the maintenance of the SEL programs, such as training and 

evaluation, and collaboration with the colleagues and families. At the beginning of the study 

two-thirds of the participating schools supported the SEL implementation. At the end of the 

project, almost 100% of schools in the study were supporting SEL. The results indicated that 

more than 90% of participating schools were implementing SEL by the end of the third year 

(Gordon et al., 2011). However, a small number of schools reported a low percentage of SEL 

implementation or did not implement SEL at all. The researchers did not expect these results 

“due to amount of training, technical assistance, and coaching that was provided to all schools in 

support of their implementation efforts” (Gordon et al., 2011, p. 76). 

The recommendations of further support and integration of SEL plans and activities of 

schools with the high percentage of SEL implementation into the low rated schools on SEL were 

given to the Illinois School Board of Education. Overall, the schools in the pilot project 

progressed from “being ready” to “being implemented SEL programs over the three years. 

“Schools have benefited from coaching and training and they should continue to seek 

consultation through their implementation efforts” (Gordon et al., 2011, p. 76). 

In addition to the CASEL pilot study, the case studies of SEL adoption and 

implementation were conducted by a team from the Center for Prevention Research and 
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Development (CPRD) at the University of Illinois’ Institute of Government and Public Affairs. 

According to the study, most of the teachers were satisfied with the quality of coaching. 

Moreover, the frequency of meeting with the coach predicted a quality of the service. 

Participants suggested a need to more precisely select the training and technical assistance to 

better match them “with the school’s level of readiness for implementing SEL” (Gordon et al., 

2011, p. 77). Understanding of the background of the assigned school was recommended as well. 

Each school had a SEL team that included administrators, teachers, counselors, and school 

support staff. The SEL team members indicated knowledge of SEL standards and support of 

SEL. The majority of the SEL teams believed that “addressing SEL at school would address 

problems related to poverty, family dysfunction, and student behavior” (Gordon et al., 2011, p. 

77). However, some of the teams emphasized importance of SEL in “preparing and developing a 

21st Century workforce and leadership skills” (Gordon et al., 2011, p. 77). The school 

administrators believed that SEL positively influences students’ academic performance, 

behaviors, and school climate.  One of the benefits of SEL for staff was the adoption of 

appropriate verbal strategies to address student issues. Positive changes in students’ behaviors 

and attitudes were also reported.  

District-Wide SEL Interventions 

One example of district-wide implementation of the social and emotional learning 

context into the K-12 curriculum is the Needham public school program. During an eight year 

period, the advancement of SEL was one of the major goals in the Needham’s school district. 

Self-management and self-awareness, decision-making and social skills were emphasized in the 

program. Responsive Classroom (RC) and Second Step (2nd Step) were adopted for use in the 

preschool and elementary classrooms. The RC program emphasizes social, emotional, and 
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academic growth in a strong and safe school community. According to the RC program, 

developed academic and social/emotional skills in young children lead to the best learning 

outcomes. The RC consists of a set of practical components/foundational constructs, such as 

Morning Meeting, Hopes and Dreams, Creating Rules, Take a Break, and Academic Choice. Use 

of rules and logical consequences is a foundational practice in RC instruction. Prior to the first 

year of teaching, new preschool and elementary teaching staff were required to complete a 

summer professional development course on the use of Responsive Classroom. 

The Second Step program provides an interactive way to learn and practice social and 

emotional skills, such as cooperation, problem solving, empathy and regulation of emotions. 

Every classroom had access to a Second Step kit. The lessons were based on a large picture card 

with a step-by-step developed lesson plan on the back side of the card. The lessons were 

delivered weekly in a 20-30 minute session. 

In 2009, a group of preschool and elementary school classroom teachers from the 

Needham public school district were surveyed regarding SEL practices in their classrooms. The 

survey collected information about professional development needs, utilization of Responsive 

Classroom and 2nd Step programs and teacher perceptions of the effectiveness of the programs, 

and observation of students’ social-emotional skills. The results of the survey indicated that the 

teachers are willing to complete professional development on SEL and advanced RC courses if 

the school district will offer the trainings in a more flexible way, such as during weekends and 

evenings. In addition, teachers prefer to be involved in collegial learning groups while 

implementing SEL into the classroom. Another concern the teachers brought attention to, is a 

lack of an adequate amount of time in the school day to implement SEL programs. When 

teachers were asked about components of RC, Morning Meeting, Hopes and Dreams, and 
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Creating Rules appeared to be effective and most frequently used in the classroom. There was a 

correlation between use of the practice and the report of the effectiveness of this practice. It is 

obvious that teachers need more options to implement all of the practices equally and effectively. 

The consistent use of rules and logical consequences in non-general education periods, such as 

transitions, lunch time, recess, and specials events, were also analyzed in the survey. The 

consistency was revealed only for the times of transitions. It was explained as a logical result 

because of the presence of a teacher in the hallway (Brumbach, Bonaiuto, Garsh, 2009). 

Nevertheless, various trainings and professional development opportunities had been offered to 

the staff by Needham school district, a lack of consistency of using logical consequences while at 

lunch, recess or special events was reported in the study. “However, turnover in these positions 

and the nature of the activities in those settings may be impacting the consistency, as perceived 

by the teachers” (Brumbach et al., 2009, p. 3). Further research needs to be done to investigate 

the need for professional development and the teachers’ perceptions of the RC practices. Slightly 

more than half of the surveyed teachers were frequently or occasionally using a Second Step 

program in their classrooms. The Second Step lessons were often conducted by someone other 

than a teacher, such as guidance counselor. Most of the teachers who used Second Step, rated the 

program as somewhat to very effective. Less than half of the teachers who implemented Second 

Step in the classroom were using the supplementary materials. The average preparation time was 

15 minutes per each delivered Second Step lesson (Brumbach et al., 2009).  

The study also concentrated on delivering SEL lessons to the students with 

Autism and Asperger’s Syndrome. The authors supported this approach: 

These students do not usually learn social skills incidentally so that structured lessons, 

pre-teaching and follow-up are helpful for some of these students. Additionally, the use 
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of the visuals provided by the Responsive Classroom and Second Step programs makes 

these programs more accessible and successful for these students. (Brumbach et al., 2009, 

p. 5) 

The teachers who have had teaching experience or are currently teaching students with 

Autism or Asperger’s Syndrome were surveyed regarding use of RC and 2nd Step while working 

with those students. The results indicated that RC and 2nd Step are “important instructional 

methods for meeting the needs of this sub-group of students” (Brumbach et al., 2009, p. 5). Most 

of the teachers confirmed that other staff members provided additional and follow-up 

instructions on social skills for those students. Slightly more than half of the teachers were 

interested in a 1-2 day training on the Responsive Classroom and Second Step programs. Some 

of them were willing to collaborate with the colleagues to work on implementation of one of the 

SEL programs in the classroom. The last portion of the survey asked elementary teachers to rate 

observable social behaviors in their students. The examples of the social behaviors were grouped 

based on cooperation, respect, peer involvement, regulation of emotions, conflict resolution, 

decision making, and empathy. By the end of 5th grade, students frequently demonstrated all of 

these social behaviors. When teachers were responding to the questions related to bullying, cyber 

bullying was marked as rarely occurring; verbal and relational bullying occurred occasionally, as 

well as resilience in children and a willingness to become a bystander. Finding ways to involve 

more preschool and elementary teachers into the training on SEL and to support professional 

learning groups can increase the quality of the implementation of SEL programs. In addition, 

revision of the training programs and development of assessment instruments are necessary. 

Collecting data on the school staff and school administration regarding implementation of SEL 

programs could provide more insight into the topic. 
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School-Level SEL Interventions 

A simple-to-administer mindfulness-based (MindUP) education SEL program was 

integrated into the elementary school curriculum to enhance cognitive control, reduce stress, 

promote well-being and influence prosocial behaviors, and increase academic outcomes. The 

elements of ecobehavioral systems orientation were incorporated in the MindUP program. The 

program consisted of 12 weekly lessons that were 40 to 50 minutes in length. The students were 

required to complete mindfulness practices three times a day 3 minutes long. The practices 

focused on one’s breathing and attentive listening to a single resonant sound. The MindUP 

lessons were developed to promote executive functioning and self-regulation, such as mindful 

smelling and tasting; social-emotional understanding and positive mood through reading and 

discussing relevant literature, learning optimism and practicing gratitude. Activities based on 

performing acts of kindness to each other and collective involvement in community service were 

also a part of the MindUP curriculum. The purpose of providing such learning experiences was 

to create a positive classroom environment to which everyone belongs, cares, collaborates, and 

respects others.  The students in a comparison group received intervention based on British 

Columbia’s (BC’s) Social Responsibility Performance Standards. The social responsibility 

standard along with reading, writing, and numeracy is one of the core standards for students in 

British Columbia. The BC’s Social Responsibility Performance Standards are based on 

contribution to the classroom and school community, peaceful conflict resolutions, respect and 

fairness based on differences among people, and practices of democratic rights and 

responsibilities.  

The data was collected through surveying and assessing children’s executive functioning, 

collecting salivary cortisol, analyzing children’s self-reports on well-being and prosociality, 
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reviewing peer nominations of prosociality, and retrieving math grades from school reports. 

According to the study, children who participated in MindUP were scored higher in math 

achievement, executive functions (EFs), self-report measures of well-being, and on prosocial 

behavior measures compared to the children in a social responsibility program. The study was 

consistent with the previous research on the improvement of EFs through regular mindfulness 

attention training, and it found that the most difficult EF tasks involving response inhibition, 

working memory, and cognitive flexibility were outperformed by the MindUP children. Because 

inhibitory control is relevant to the development of emotional regulation, “the three-times-daily 

mindfulness practices could have led to the increased inhibitory control, which in turn led to the 

improved emotional control and decreased aggression that was observed in the MindUP 

children” (Schonert-Reichl, Oberle, Lawlor, Abbott, Thompson, Oberlander, & Diamond, 2015, 

p. 61). The researchers suggest that this increase may be related to the use of mindfulness 

practices but also because of the promotion of optimism and kindness. The results of the study 

provide evidence that mindfulness practices are well-aligned with the SEL program and 

positively impact its effectiveness and quality (Schonert-Reichl et al., 2015).  

One unexpected outcome was found through the teachers’ report of participating in the 

three-time-daily mindful breathing practices with their students. This could lead to the changes in 

teachers’ stress regulation in the classroom. More importantly, by practicing together with the 

children, the teacher provided a positive model of mindful breathing that increased the 

probability of children correctly practicing mindful breathing. “Children naturally imitate much 

of what they see; however, modeling has the most impact when the model’s behavior is obvious 

to children” (Kostelnik, Gregory, Soderman, & Whirren, 2012, p. 300). This could influence 
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outcomes as well. The authors also emphasize the role of teachers’ SEL competencies and well-

being in influencing the integration of SEL into classroom curriculum.  

The impact of SEL programs on positive social behavior, problem behaviors, and 

academic performance was investigated in a meta-analysis study of school-based universal 

interventions. Two hundred and thirteen school-based SEL programs consisting of 270,034 

kindergarten through high school students were analyzed in the study. Over 50% of the programs 

were implemented in elementary school settings and delivered by teachers. Twenty five percent 

of the programs were enforced by nonschool personnel. The majority of the programs were less 

than one year long. The interventions were categorized as following: 

 Class by Teacher: classroom-based interventions that were administered by 

regular classroom teacher; 

 Class by Nonschool Personnel: classroom-based interventions that were delivered 

by university researchers or outside consultants; 

 Multicomponent programs: consisted of two components involved in 

administering the program, such as classroom teacher and parents or schoolwide 

initiatives. Schoolwide components involved organizational changes related to the 

policies and procedures. 

The SEL programs targeted assessment of children’s social and affective competencies 

such as emotions recognition, stress-management, empathy, problem-solving, or decision-

making skills. The SEL program designers combined the teaching of social and emotional skills 

because they were “interested in promoting the integration of emotion, cognition, 

communication, and behavior” (Durlak, Dymnicki, Taylor, Weissberg, & Schellinger, 2011, p. 

417).  The programs were analyzed based on four practices of students’ skill development. The 
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researchers were looking for the presence of sequences in delivering activities related to skill 

development; for the use of active forms of learning; for a focus on personal or social skills; and 

for explicit targeting of the development of SEL skills. The four practices were named SAFE. 

Overall results indicated an enhanced level of SEL skills, attitudes, prosocial behaviors, 

and academic achievements. The students in an experimental group “demonstrated fewer 

conduct problems and lower levels of emotional distress” (Durlak et al., 2011, p. 413). The 

researchers hypothesized success of the SEL programs conducted by the school staff. The SEL 

skills, attitudes, positive social behavior, conduct problems, emotional distress, and academic 

performance were defined as outcome variables. As a result, Classroom by Teacher programs 

were the most effective and explained all of the outcome variables. In contrast, multicomponent 

programs were effective in attitudes, conduct problems, emotional distress, and academic 

performance. Nonschool personnel were successful in improving SEL skills and prosocial 

attitudes, and in reducing conduct problems. Use of SAFE practices influenced outcomes. The 

significant effect on all six outcome variables was detected in SEL programs with infusion of 

SAFE practices compared to schools that used only SEL programs and explained only the areas 

of attitudes, conduct problems, and academic performance. Moreover, programs that experienced 

implementation difficulties yielded significant effects on attitudes and conduct problems only. 

All six of the outcome categories were explained by the programs that did not have 

implementation obstacles. The finding that the SEL programs were conducted effectively by 

classroom teachers and other school staff “suggests that these interventions can be incorporated 

into routine educational practices and do not require outside personnel for their effective 

delivery” (Durlak, et al., 2011, p. 417). The success of the SEL programs was also detected at all 

educational levels and in urban, suburban, and rural schools. Lastly, research indicated an effect 
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of SEL programs on enhanced student connection to school, classroom behavior, and academic 

achievement. 

SEL and Child Development 

Impact of the Development of Teachers’ SEL Competencies on the Students 

Emotional support, warm and nurturing classroom environment, guidance through 

conflict mediation process, modeling exemplary behaviors, managing disruptive students’ 

behavior, and effectively functioning under pressure of standardized testing are the expectations 

to teachers (Jennings, 2011). However, little research is available on preparing educators to 

successfully manage social and emotional challenges in their profession. Since teachers’ SEL 

competencies are rarely addressed, it may lead to their emotional exhaustion and “resort to 

reactive and excessively punitive responses that do not promote self-regulation and may 

reinforce a self-sustaining cycle of classroom disruption” (Jennings, 2011, p. 134). Thus, 

teachers’ SEL competencies and well-being play mutual roles in promoting prosocial classroom 

environment that directly influences students’ social, emotional, and academic growth. SEL 

competencies provide “the necessary skill base and dispositions that help teachers form 

supportive relationships with their students, manage their classroom effectively, and successfully 

implement social and emotional learning” (Jennings, 2011, p. 135). Jennings (2011) discusses 

three factors: teacher-student relationships, classroom management, and SEL program 

implementation that support creation of positive classroom environment. Recognizing and 

understanding students’ emotions and their influences on students’ behavior allow teachers to 

“effectively respond to the students’ needs and instill trust and respect” (Jennings, 2011, p. 135). 

Teachers who understand classroom dynamics and apply peaceful conflict resolution strategies, 

support development of prosocial skills in their students.  In addition, teachers with high levels 
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of SEL competencies “are well prepared to effectively implement social and emotional learning 

(SEL) by modeling skills and behavior in naturally occurring everyday situations” (Jennings, 

2011, p. 136).  

In 2007, the Garrison Institute in Garrison, New York, piloted Cultivation Awareness and 

Resilience in Education (CARE) for Teachers program. CARE was designed to support 

development of teachers’ SEL competencies to improve relationships with students, classroom 

management, promotion of social and emotional competencies in students, and academic 

achievement. The CARE for Teachers program provides instruction and experiential activities 

and consists of three instructional components: emotional skill instruction, mindfulness and 

stress reduction practices, and listening and compassion exercises. Emotion skills help teachers 

reassess emotional confrontations, and reflect more clearly and precisely to the students’ needs. 

To support students’ social and emotional development, teachers use direct instructions, 

modeling, reinforcement, and conflict mediation strategies. This results in consistency of 

implementing classroom rules, following through with consequences, and clarity in the 

expectations. Overall, it improves classroom management and relationships with students, which 

leads to greater academic achievement. It also influences promotion of assertiveness and 

empathy in students. Mindfulness activities teach emotion and attention regulation, and stress 

coping strategies. In addition, it helps teachers to become more aware of their students’ needs, 

and more engaged in creating an emotionally supportive classroom environment. Caring and 

mindful listening practices accumulate teachers’ personal resources and increase their life 

satisfaction. Teachers become more supportive to students, their families, colleagues, and 

community as a whole when practicing being present in the group and “listening with full 

attention, without the need to respond” (Jennings, 2011, p. 139). 
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Jennings, Snowberg, Coccia, and Greenberg (2011) conducted a study of inservice 

teachers in urban school districts and preservice teachers with their mentors in suburban areas to 

assess the development and evaluation of the CARE for Teachers program. The researchers 

predicted growth in measures of teachers’ well-being, motivational orientation/efficacy, and 

mindfulness. In addition, improvements in classroom organization, instructional support, and 

emotional support were expected. The participants were surveyed prior to and after the CARE 

for Teacher training. To evaluate the teachers’ perceptions of program satisfaction, feasibility, 

and effectiveness, focus group interviews were conducted after the training. The study found 

significant change in inservice teachers’ measures of task-related hurry and general hurry factors 

of the Time Urgency Scale when assessing a multidimensional construct of time pressure 

(Jennings et al., 2011). Measures of mindfulness substantially improved over the study. The 93% 

of participants suggested integration of the CARE for Teachers program into the teacher 

preparation and inservice training. More than 90% of teachers reported improvement in their 

self-awareness and well-being. Over 80% of the participants said that they have a greater ability 

to manage the classroom and to build supportive relationships with the students. Improvements 

in students’ prosocial and on-task behavior, and academic achievement were observed in more 

than 65% of the students. According to the focus group findings, teachers were highly satisfied 

with the CARE program and “had adopted new habits such as noticing anxiety and stopping to 

take some deep breaths, choosing to prioritize self-care and cultivating greater caring and 

empathy for others” (Jennings et al., 2011, p.42). Participants also reported an increase in their 

emotional awareness and acceptance of their emotional states. Overall, “skills learned in the 

program helped them recognize and regulate emotions related to managing challenging student 

behaviors” (Jennings et al., 2011, p. 42). Verbalizing emotional states and being calmer resulted 
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in greater understanding between teachers and students and was an effective approach of 

disruptive behavior and conflicts. In a study of student teachers and their mentors, 88% of the 

participants suggested further integration of the program. Over 70% of these participants 

reported improvement in their self-awareness and their ability to establish and maintain 

supportive relationships with the students. More than 75% of preservice teachers who 

participated were satisfied with the CARE program. Unlike inservice teachers, the student 

teachers “reported recognizing habits such as rushing …, but felt powerless to change these 

things due to schedule and workload” (Jennings et al., 2011, p. 44). They also addressed 

difficulty concentrating during some of the longer practice segments, difficulty with the program 

length, and being uncomfortable with some of the exercises. Surprisingly, there were few 

changes in classroom dynamics or student relationships. This was explained with the high level 

of community building and low level of challenging behaviors in children. The mentor teachers 

reported less of a need of stress reduction because they already had a knowledge of this content. 

None of the mentor teachers noticed changes in relationships with children or classroom 

management approaches related to the effect of the CARE program. These findings indicate that 

implementation of the CARE for Teachers program in high-poverty urban setting school districts 

was more efficient compared to the results of those in semi-rural or suburban areas. Three 

possible developmental dimensions were suggested for the CARE program: 

 implementation of the CARE program to support inservice teachers experiencing 

challenging occupational stressors; 

 implementation of the CARE program to support teachers working with at-risk 

populations; 
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 modification of the CARE program to meet needs and expectations of student 

teachers, and its implementation to the preservice teachers. 

Social and emotional learning (SEL) incorporates active learning into instructional 

delivery and provides opportunities to practice skills that nurture positive attitudes, prosocial 

behaviors, and thinking processes. Implementing SEL practices and policies in schools supports 

development and application of knowledge, skills, and attitudes to enhance personal growth, 

establish positive relationships, and improve academic productivity and lifelong learning in 

children as well as in adults (Weissberg, Durlak, Domitrovich, & Gullotta, 2016; Zins et al., 

2004).  Figure 2 shows a guiding framework for schools to help effectively implement the SEL 

programs.  

 

Figure 2. SEL practice pyramid. Adopted from “What is Social and Emotional Learning?” by 

Social and Emotional Learning in Teacher Education (SEL-TED), 2015. Retrieved from 

http://selted.weebly.com/what-is-sel.html. 
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Effect of SEL Interventions on Child Development 

The impact of social and emotional learning programs on students’ social and emotional 

development is represented in a variety of interventions. The state of Illinois SEL Professional 

Development Project established a base for training and coaching on the regional level. At the 

end of the project, 90% of participating schools supported and implemented SEL.  

In this study, Gordon et al. (2011) defined SEL interventions as an effective strategy to 

support diverse student populations, such as students from low-income families, students 

experiencing stressful life events, and students exhibiting behavioral issues. The importance of 

SEL in training a 21 Century workforce and promoting leadership skills was emphasized in the 

study (Gordon et al., 2011). The positive impact of SEL on students’ academic achievement, 

behaviors, and school environment was also reported. Use of correct verbal strategies, such as 

personal messages and positive consequences was beneficial in establishing strong relationships 

with the students and creating a positive classroom environment. As a result, students’ behaviors 

and attitudes had positively changed. 

Responsive Classroom (RC) and Second Step SEL programs were implemented into the 

K-12 curriculum in the Needham public school program. The following components of RC—

Morning Meeting, Hopes and Dreams, and Creating Rules appeared to be effective and most 

frequently used in the classroom. Take a Break and Academic Choice practices were often not 

implemented because of lack of adequate amount of time in the school day. The study found a 

strong relationship between implementation of the SEL practices and their effectiveness. To 

improve the efficacy of the SEL practices, teachers need to be exposed to the greater variety of 

trainings and more opportunities to collaborate with the colleagues. During nonacademic 

activities, Brumbach et al. (2009) discovered a lack of consistency in addressing the rules and 
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using logical consequences. The primary exception found was during the time of transitions 

when the teacher was present in front of the class. By the end of the program, teachers rated 

observable social behaviors in their students as frequently demonstrated.  

The findings of a simple-to-administer mindfulness-based (MindUP) education SEL 

program were described in a study of Schonert-Reichl et al. (2015). Integration of MindUP SEL 

program into the elementary school curriculum influenced students’ performance in math, 

students’ well-being, frequency of occurrence of prosocial behaviors, and students’ executive 

functioning. The mindfulness attention training helped to boost students’ executive functioning 

and to perform well in the most difficult executive functioning tasks involving response 

inhibition, working memory, and cognitive flexibility. Together with their teacher, children 

participated in the mindful breathing practices three-times-daily. According to Schonert-Reichl 

et al. (2015), decreased aggression and improved emotional control in children were the 

outcomes of these daily practices. Moreover, modeling the behavior from the teacher helped 

students to imitate the mindful technique and perform it more effectively. Having a teacher as a 

model also led to reducing stress in children while practicing. Promotion of optimism and 

kindness was related to the increase of inhibitory control in the children that participated as well 

as mindfulness. Overall, the mindfulness practices were well-aligned with the SEL program and 

had modified the SEL program to be more effective and valuable.   

In a meta-analysis study of school-based universal interventions, Durlak et al. (2011) 

studied the impact of SEL programs. The study found a decrease in levels of students’ emotional 

distress and behavioral problems. The implementation of SEL programs by the school staff was 

the most successful, specifically Classroom by Teacher programs. These programs influenced 

the development of students’ SEL skills, positive attitudes, prosocial behavior, emotional 



 

 

37 

 

control, academic performance and decreased behavioral problems. The multicomponent 

programs were not effective in the promotion of SEL skills and prosocial behavior. The SEL 

programs conducted by non-school personnel did not affect the students’ ability to regulate 

emotions and did not improve students’ academic performance. All outcome categories are 

represented in Figure 3. 

 

Figure 3. CASEL’s outcomes associated with the core competencies. Adapted from “Outcomes 

Associated with the Five Competencies”, by Collaborative for Academic, Social, and Emotional 

Learning, 2015. Retrieved from http://www.casel.org/social-and-emotional-learning/outcomes/. 

The effect of SEL programs on child development was indicated at all educational levels 

in public schools located in urban, suburban, and rural areas. Enhanced level of SEL skills, 

stronger connection to school and positive attitude, and improved behavior and academic 

achievement were among the long-term effects of SEL interventions on students. 

Teacher Dispositions 

SEL and Teacher Training 

The teachers’ knowledge, beliefs, and attitudes about SEL impact implementation quality 

of the SEL programs. Factors influencing effective delivery of SEL program and its impact on 

child outcomes needs to be studied and analyzed. “This is especially true in light of 

reauthorization of the elementary and Secondary Education Act, the introduction of the 

Academic, Social and Emotional Learning Act of 2009 (H.R. 4223), and … formation of state 
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standards and guidelines for SEL” (Brackett, Reyes, Rivers, Elbertson, & Salovey, 2012, p. 231). 

To examine teacher knowledge, beliefs, attitudes, and practices regarding social and emotional 

learning in the classrooms inservice teachers were surveyed on different scales. To assess 761 

elementary and middle school teachers, Buchanan, Gueldner, Tran, and Merrell (2009) 

developed the Teachers’ SEL Knowledge, Perceptions, and Practices Scale. Two hundred sixty 

four surveys were returned. The survey contained 22 questions based on findings from the 

literature on SEL implementation and targeted “teacher’s knowledge regarding SEL, perceived 

benefits, use, barriers to SEL programming, and general attitudes toward implementation” 

(Buchanan, Gueldner, Tran, & Merrell, 2009, p. 193). The results indicated importance of the 

SEL in school and life. In addition, the majority of participants emphasized the effect of SEL 

skills on academic achievement. When asking about sources for SEL training, participants listed 

a variety of formal and informal trainings, such as full and half-day inservice programs, 

completing a college course, attending workshops and participating in on-site coaching, having 

prior work experience, self-education through relevant literature and video/TV sources. Most of 

the teachers were not satisfied and did not feel confident in their current knowledge and skills 

related to SEL programs. Over 60% of the teachers confirmed implementation of the SEL 

curriculum in the classroom. Over 50% of the classrooms received Class by Teacher classroom-

based interventions. Over 10% of the classrooms reported that Class by Nonschool Personnel 

classroom-based interventions were delivered in their classrooms. Half of the respondents agreed 

with teacher responsibility to implement SEL program in the classroom. During the 

implementation, teachers wanted to receive support from a school psychologist or counselor, as 

well as from their colleagues. School administration and nonschool staff support, such as 

educational assistant and university researcher, were essential during the SEL programming. 
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One-on-one consultations and observations of SEL lessons with feedback were the most 

preferable forms of consultations. Only 10% of the teachers were willing to receive support for 

each lesson. Most of the teachers were looking for support of specific portions of the curriculum 

or upon their request. The frequency of SEL lessons ranged from 15 minutes to one period per 

week. Lack of time to teach and prepare for the lesson, as well as financial difficulties, were 

reported as barriers for SEL programs’ implementation. However, the majority of teachers 

reported positive changes in students’ behavior and academics, which increases the likelihood of 

implementation of the SEL program. The significance of the study for the field of social and 

emotional learning was found in connection “with consumer opinions and interests to ensure the 

continuation of the technology that can significantly impact childhood mental health 

development” (Buchanan, Gueldner, Tran, & Merrell, 2009, p. 201). 

The survey of teachers’ beliefs about SEL was developed to examine influence of the 

beliefs on SEL program delivery, evaluation, and outcomes. The researchers believe that this tool 

“could be used by school administrators to determine school readiness for SEL programming and 

by researchers to better understand teacher variables that impact implementation fidelity and 

program outcomes” (Brackett et al., 2012, p. 219). The scale was a part of longitudinal 

randomized controlled trial that tested the impact of an evidence-based SEL program called The 

RULER Approach. The study consisted of two phases. The item was developed and structured 

during Phase 1. Exploratory and confirmatory factor analyses were employed to analyze the data. 

The scale was validated on measures of teacher effectiveness, support, and implementation 

quality in Phase 2. The survey was administered in the fall of 2008. Nine hundred thirty five 

preschool, elementary and middle school teachers completed the survey. The pre-test measures 

were collected before teachers attended a series of SEL workshops. The survey consisted of 25 
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randomly ordered items developed on a 5-point Likert-type scale. Three-factor solution with four 

items on each scale was chosen after factor analyses. The authors labeled the factors as “Comfort 

(comfort with teaching SEL), Commitment (desire to develop SEL skills), and Culture (school 

support for SEL instruction)” (Brackett et al., 2012, p. 223). To validate the SEL Beliefs scales 

researchers collected data on 88 fifth- and sixth-grade teachers prior and after implementation of 

RULER program. Forty-one teachers were randomly selected to participate in the RULER 

program and 47 teachers were assigned to comparison group. The authors “expected that 

teachers with higher Comfort and Commitment scores prior to implementing RULER would 

have more positive attitudes toward RULER after teaching it and also higher quality 

implementation” (Brackett et al., 2012, p. 223). It was also predicted that teachers who scored 

higher on Culture at the beginning of the year would provide higher rate for the principal’s 

support of the RULER program. Two days of training, five meetings with a certified RULER 

coach, and three booster sessions were offered to the teachers in the experimental group 

throughout the school year. Teachers in the program were assigned to teach one unit that 

consisted of five lessons every 2 to 3 weeks. The study found that Comfort scores collected at the 

beginning of the year were correlated from moderate to high with the teachers’ year-end attitudes 

about RULER. Commitment correlated moderately with teachers’ attitudes about program 

alignment with the curriculum, willingness to implement the program, teachers’ and students’ 

positive expectations of RULER, and teachers’ beliefs in program effectiveness. The prediction 

of correlation of Culture with the rating of principal’s support of RULER was confirmed.  

The survey of teachers’ beliefs about SEL that was developed by Brackett, Reyes, Rivers, 

Elbertson, and Salovey (2012) was utilized in the study that examined the extent to which 

teachers could be grouped based on their beliefs about SEL. Two scales or SEL beliefs that are 
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SEL comfort and SEL commitment refer to teachers’ individual beliefs. The SEL culture scale 

addresses teachers’ perceptions of the organizational culture. By examining combinations of 

these beliefs for different group of teachers, the study found a fit between teachers’ personal and 

their organization’s beliefs and values of SEL. The authors hypothesized that positive teachers’ 

SEL beliefs are associated with teachers’ SEL perceptions, implementation, and work-related 

experiences. The study predicted that difference between teachers’ beliefs of SEL vary on the 

support, training, and experience with SEL. “Teachers who work in schools where SEL is well-

supported may feel more positively about it than teachers who work in schools where SEL is less 

supported” (Collie, Shapka, Perry, Martin, 2015, p. 149). In addition, teachers’ confidence and 

convenience of the importance of SEL may vary based on their experiences with SEL. A person-

centered analysis was employed to find out the extent to which teachers could be differentiated 

in SEL beliefs. The study identified three teacher profiles: “the SEL-thriver (high SEL comfort, 

commitment, and culture), the SEL-advocate (high comfort and commitment, low culture), and 

the SEL-striver (low comfort and culture, high commitment)” (Collie et al., 2015, p. 155). 

Moreover, the majority of participants fall to the SEL-thriver profile demonstrating the most 

positive SEL beliefs as a result of growing awareness of the importance of SEL. Overall, three 

profiles differed significantly on SEL culture scale because of variation of school-level support 

and principal’s leadership style. In addition, all the profiles were interested in improving their 

SEL skills. The significance of the study was found in connection to the appropriateness of 

teacher-focused SEL intervention.  

Assessment of Preservice Teacher Dispositions 

Dispositions address gap between person’s abilities as a doer and a chance of using these 

abilities when taking an action (Ritchhart, 2002). The dispositions are defined as following: 
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            Acquired patterns of behavior that are under one’s control and will as opposed to being 

automatically activated. Dispositions are overarching sets of behaviors, not just single 

specific behaviors. They are dynamic and idiosyncratic in their contextualized 

deployment rather than prescribed actions to be rigidly carried out. More than desire and 

will, dispositions must be coupled with the requisite ability. Dispositions motivate, 

activate, and direct our abilities. (Ritchhart, 2002, p. 31) 

According to Villegas (2007), “dispositions are tendencies for individuals to act in a 

particular manner under particular circumstances, based on their beliefs. A tendency implies a 

pattern of behavior that is predictive of future actions” (p. 373). Hillman, Rothermel, and 

Scarano (2006) define teacher dispositions as “a central force in shaping the environment in 

which schooling takes place” (p. 234). Johnston, Almerica, Henriott, and Shapiro (2011) discuss 

importance of dispositions assessment. The authors emphasize on “the manner in which the 

teachers’ knowledge is shared with students, the way in which student learning is facilitated or 

guided” (p. 393). The consideration of the teaching act is necessarily in getting the whole picture 

of a candidates teaching effectiveness. Nelson (2002) addresses the issue of preservice teacher 

dispositions. One of the reasons of attending to teacher dispositions is our desire for the teachers 

to be behavioral role models. When measuring teacher’s dispositions, the author believes that “it 

possible that the normative is that the best teachers are the product of the synergy of essentially 

unpredictable factors, much more than they are simply the sum of their checklisted parts” 

(Nelson, 2002, p. 13). The author also discusses rubric and ranking assessment of teacher 

dispositions. She warns “that our attempts to produce lists of dispositions might be interrupted as 

attempts to produce an army of “correct” individuals, in complete contradiction to our claim that 

we not only respect, but embrace diversity” (Nelson, 2002, p. 17). The author has concerns about 
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transforming emphasis on diversity into a demand for conformity. Because the task of evaluating 

dispositions is complex and full of pitfalls, a list of 21 key preservice teacher dispositional 

questions was developed. These questions serve as guidance to developing preservice teacher 

dispositions. The questions discuss the definition of disposition, rating system, reasons for 

attending dispositions, eligibility/qualification of the committee, and how to list and range 

dispositions. Level of dispositional tolerance, rubrics to assess dispositions, and approaches to 

preservice/inservice teacher dispositions were considered. Unique, undefinable and unpredictable 

positive and negative dispositional synergies were described. The process of disqualifying 

dispositions and making a final decision on a teacher candidate was analyzed. In addition, the 

author discussed timing issue of assessing preservice teacher dispositions and influences on 

teacher candidate dispositions.  

To prevent possible bias when assessing dispositions, Richardson and Onwuegbuzie 

(2003) suggest “to consider the nature of dispositions, the definition of dispositions, and the best 

way to measure selected dispositions objectively” (p. 3). The most effective way to assess 

preservice teachers’ dispositions, suggested by Hillman et al. (2006), is to screen teacher 

candidates prior to acceptance into a program and referring problematic behavior of candidates 

when they are in the program. Richardson and Onwuegbuzie (2003) conducted a pilot study to 

assess attitudes of teacher candidates, inservice teachers, university professors, and K-12 

administrators toward teacher dispositions. The purpose of the study was to provide a basis for 

development of formal policies to evaluate teacher candidates. The study examined the following 

dispositions: 

 collaboration with peers, supervisors, parents, students, and others; 
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 application of knowledge and pedagogy, including technology, in all teaching 

areas, and promotion of achievement among the students; 

 demonstration of inquiry by posing questions and thinking critically when 

planning and making other decisions; 

 reflection by thoughtfully examining conditions, attitudes, and educational 

practices which may enhance or impede student achievement; 

 meeting the needs of all learners by respecting the individuality of each student 

and planning instructional activities to maximize each student’s achievement; 

 exhibition of professionalism which embodies a strong commitment to on-going 

professional development, ethical conduct, and student advocacy; 

 demonstration of reliability by completing assignments, duties, and tasks on time; 

 communication with confidence and clarity; 

 demonstration of confidence in the students’ abilities to succeed and routine 

communication of high expectations; 

 exhibition of enthusiasm and compassion; 

 proficiency in technology. (Richardson and Onwuegbuzie, 2003, p. 5) 

To validate this list of dispositions, a survey was designed. A convenience sample of 

students enrolled in graduate and undergraduate classes in the College of Education at the 

University of West Alabama was selected. The “Survey of Dispositions of In-Service and Pre-

Service Teachers” (SDIPT) consists of 40 items. All the items are positively worded. The study 

found that 90% or more of the participants provided positive responses to the 7 validity items 

which included the following: 

 punctuality and reliability; 
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 enthusiasm and compassion; 

 routine communication of high expectations; 

 posing questions and thinking critically when planning and making decisions; 

 responding to the needs of all learners by respecting the individuality of each student; 

 keeping up with changes in subject matter knowledge; 

 establishing a positive classroom management plan and environment. 

Less than 50% of the sample rated positively the importance of teacher dispositions as 

compared to content/subject area knowledge. The authors concluded that the SDIPT was a useful 

tool for assessing educators’ attitudes toward dispositions, and suggested it for the further 

employment. For future considerations, it was suggested that dispositions be investigated as 

demographic, cognitive and personality variables to better understand the educators’ attitudes 

toward the dispositions. The authors believe that this will promote “the development of 

standardized assessment frameworks that help teacher educators and teacher candidates alike to 

make effective decisions that will advance the field of education in general and the education of 

students in particular” (Richardson & Onwuegbuzie, 2003, p. 22). 

Because of a lack of clarity in the agreement upon the most important teacher 

dispositions, different lists have been created. Johnston, Almerica, Henriott, and Shapiro (2011) 

argue that some of the indicators of teacher dispositions are not clearly defined: 

            “Respectfulness” and “enthusiasm” are examples often considered to be part of good 

teacher dispositions but the exact behaviors associated with this indicators still remain 

subjective. Specifically, respectful or enthusiastic behavior may vary by rater especially 

without identifying descriptions of the constructs. (p.392) 
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The National Council for Accreditation in Teacher Education (NCATE) defines 

professional dispositions as following: 

            Professional attitudes, values, and beliefs demonstrated through both verbal and non-

verbal behaviors as educators interact with students, families, colleagues, and 

communities. These positive behaviors support student learning and development. 

NCATE expects institutions to assess professional dispositions based on observable 

behaviors in educational settings. The two professional dispositions that NCATE expects 

institutions to assess are fairness and the belief that all students can learn. Based on their 

mission and conceptual framework, professional education units can identify, define, and 

operationalize additional professional dispositions. (NCATE, 2015) 

The Council of Chief State School Offices (CCSSO) (2011) developed a set of standards 

for entering teachers. The standards were described in the Interstate Teacher Assessment and 

Support Consortium (InTASC) model, and included the following terms to define dispositions: 

respects, is committed, takes, values, believes, makes, seeks, is a thoughtful and responsive 

listener, realizes, appreciates, recognizes, is constantly exploring, sees, understands, shares, 

embraces.  

The issues of dispositions arise when characteristics of successful preservice teachers or 

those who struggle need to be described. As a solution, the faculty members at St. Norbert 

College assess preservice teacher dispositions with analyzing preservice teacher performances 

associated with academic coursework, fieldwork in K-12 schools, and participation in activities 

outside academic settings. The following is a list of preservice teacher dispositions adopted by 

the St. Norbert College Teacher Education discipline:  
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1. Visionary demonstrates insight in creating a learning environment and 

communicating a view of teaching and learning that empowers others to achieve 

their potential. 

2. Ethical disposition demonstrates a commitment to fairness, and the principles of 

personal, academic, and professional integrity. 

3. Caring demonstrates respect for self and others, openness to diverse perspectives 

and cultures, and perseverance in serving learners, families, schools, and 

communities. 

4. Reflective disposition demonstrates the belief that all students can learn and the 

ability to evaluate teaching and learning experiences for personal and professional 

growth. 

5. Creative disposition demonstrates flexibility in meeting needs and using best 

practices to promote student learning. 

6. Knowing demonstrates a continued devotion to acquiring knowledge about the 

content, pedagogy, and professional areas of teaching (St. Norbert College 

Teacher Education, 2015). 

Effective communication (EC) is listed as one of the dispositions for educators. Effective 

communication specifies honest, fair, and accurate communication where the teacher models EC 

for the students. Among other categories of teacher education dispositions, 

attendance/punctuality, professional appearance and demeanor, reliability/dependability, 

commitment to improving teacher performance and commitment to profession were defined.  

Howard (2007) identified four dispositions to characterize good teachers. Three of them 

relate to democracy, and listed as following: 
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1. A disposition for difference, or a strength of character to engage effectively across 

differences. 

2. A disposition for dialog, or a power of critical thinking to sustain meaningful 

dialogue. 

3. A disposition for disillusionment, or a self-reflective capacity to be disillusioned 

from one’s narrow certainties. 

The author emphasizes the influence of disposition toward differences on students’ lives: 

“It is not whether I am white, but rather my disposition toward issues of race and whiteness that 

really matters” (Howard, 2007, p. 2). He connects it to the higher teacher’s quality pointing out 

teacher’s cultural awareness and comfortableness in his/her own skin, and the teacher’s ability to 

“negotiate effectively across these multiple dimensions of difference” (Howard, 2007, p. 2). 

Teacher-to-teacher dialog is defined as an “essence of professional learning communities and a 

key component of effective school improvement efforts. Professional dialog is powerful 

precisely because it provides a reality check across our different perceptions, perspectives, and 

practices” (Howard, 2007, p. 2), contributing to possibilities of growth. The importance of 

teacher-to-student dialog is hidden in opportunities to learn for both student and teacher. 

Disillusionment forms from a life-long process of “disillusion ourselves from our own race-, 

class-, gender-, and religion-based assumptions about what is good, worthy, and right” (Howard, 

2007, pp. 3-4). The last teacher disposition that Howard (2006) describes, is a passion for justice. 

He says that “good teachers work their hearts out simply to give their students a fair chance of 

success in life” (Howard, 2007, p. 5). Villegas (2007) believes that “the fundamental disposition 

of an educator whose practice is informed by principles of social justice is the tendency to act in 

ways that give all students access to knowledge” (p. 375). The author sees examination of 
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patterns of action of the preservice teachers in classrooms and schools as a way to assess teacher 

candidates’ dispositions. Among the actions, Villegas (2007) lists the following:  

 setting high performance goals for all students and holding them accountable; 

 planning and implementing an enriched curriculum that challenges every learner 

to develop critical thinking skills; 

 helping students examine text from multiple perspectives; 

 ensuring that learning activities offer appropriate adaptations for English language 

learners and for students with special needs; 

 helping students see connections between what they are asked to learn in school 

and their everyday lives outside school; 

 selecting and using materials that are relevant to students’ individual and cultural 

experiences; 

 using examples and analogues from students’ lives to clarify new concepts; 

 using varied instructional strategies to accommodate differences in approaches to 

learning; 

 ensuring that all students are actively engaged in learning activities; 

 providing encouragement for all learners to excel; 

 creating an inclusive classroom culture. (p. 375) 

In addition to developing a pattern of actions, teachers must believe in the capability of 

their students to learn, and must build instruction based on students’ knowledge and experiences 

(Villegas, 2007). When approaching preservice teacher dispositions, the author suggests that we 

not assess them upon entry into the teacher education program. To explore an applicants’ beliefs, 

during the admission process, faculty members should conduct in-person interview seeking 
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evidence of candidates’ beliefs about teaching all students equitably. The teacher preparation 

programs must ensure that future educators are given full opportunity to learn and develop skills 

to act in a fair manner. Lack of quality preparation will lead to failure to translate strong 

commitment to teach students equitably into action (Villegas, 2007). 

In a study measuring preservice teachers’ dispositions, Tobias, Fan, and Bang (2008) 

focused on assessing two dispositional dimensions of quality teachers: teaching efficacy and 

caring. The authors emphasize that “quality teachers believe in their ability to make value-added 

changes to students’ overall development. They also care about social justice and make efforts to 

provide equitable classroom environments” (p. 2). The teaching efficacy construct is based on 

the extent to which a teacher beliefs he/she can influence students’ academic performance and 

behavioral patterns. The construct of caring is built on “the degree to which the teacher cares 

about equity and social justice and the way in which the teacher creates an equal and fair 

classroom” (Tobias et al., 2008, p. 7). The Educational Beliefs Questionnaire (EBQ) was 

administered to undergraduate and graduate students enrolled in the teacher preparation 

programs. The study found that changes in the development of beliefs in teaching efficacy and 

caring were more significant in undergraduate students when compared to those who were in the 

graduate programs. This can be explained by the length of the students’ participation in the 

teacher preparation program as they more deeply develop beliefs in teaching efficacy and caring 

if they stay longer. It also can be explained by the fact that the graduate students have established 

teaching beliefs by the time they enter the program, and some of them remain in the program for 

a shorter time when compared to undergraduate students (Tobias et al., 2008).  

Hillman et al. (2006) conducted a study that focused on the field-testing of the 

Professional Performance Student Self-Assessment and Review (PPSSR) self-assessment on 
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dispositions needed in the teaching profession. The PPSSR was administered to preservice 

teachers. Prior to the study, a list of dispositions was developed. The list consisted of the 

following categories: 

 responsibility for learning; 

 interpersonal skills; 

 professionalism; 

 effective use of time and resources; 

 communication skills; 

 collaborative skills. 

The self-assessment consisted of 44 items asking preservice teachers to reflect and assess 

their own dispositions. The study found that the faculty members supported 95% of participated 

students in self-assessment of the teacher dispositions, and the 5% of self-assessments were 

marked as possibly problematic. Among problematic areas, weaknesses in writing, time 

management, preparation for class and interpersonal skills were identified. As a follow-up 

procedure, the faculty members and students were asked to provide a feedback regarding 

implementation and use of the PPSSR. “…, faculty members expressed that the PPSSR offered 

the potential for problem-solving conversations with students whose dispositions are not aligned 

with the department’s identification of effective dispositions for teachers” (Hillman et al., 2006, 

pp. 240-241). According to the results, all faculty members believed that the instrument was 

helpful in identifying and counseling problematic students. On the other hand, students rated the 

self-reflective activity as meaningful and worthwhile. It was suggested, that the students should 

be assessed in each professional development class because of the different relationships with 

each instructor.  
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In the study of the dispositions of preservice teachers who are in field internship 

experiences, the faculty in the education department wanted to develop a research-based 

instrument “to track and monitor the student dispositions as they move through their field 

experiences” (Johnston et al., 2011, p. 394). The previously validated indicators were 

operationalized and compiled into list of 16 indicators. Based on these indicators, the 

questionnaire was developed and administered to students, cooperating teachers, principals, 

university supervisors, and professors. A modified Adelphi method was employed to examine 

individual data collectively for consensus. The study findings regarding the indicator 

“Professional Appearance” revealed that the “principals indicated a strong attitude against the 

hiring of persons with exposed tattoos, piercings other than ears, distracting hair colors and 

excess showing of skin” (Johnston et al., 2011, p. 397). When rating indicators, “being prepared” 

represented a good disposition while “emotional intelligence” and “reads non-verbal cues from 

student” indicators received the lowest ratings. One of the concerns related to the low ratings on 

the last two items was that their descriptions contained negative wording. It could be possible to 

restate the items and re-administer the questionnaire to the participants. This may lead to 

different results. In addition to the indicators’ rating, the teacher candidates’ dispositions were 

rated by their professors as unacceptable, needs remediation conference with professor, 

acceptable, and exemplary. The students who performed at the remediation level proceeded with 

a plan to modify or change behavior. Students who performed at an unacceptable level were 

referred to the Admission, Retention and Dismissal Subcommittee for further improvements or 

to withdraw from the program (Johnston et al., 2011). 
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Incorporation of SEL into Preservice Teachers’ Education Programs 

SEL competencies of teachers, SEL competencies of students, and the Learning Context 

are identified as categories of the teacher education program standards (Schonert-Reichl, 

Hanson-Peterson, & Hymel, 2015). Based on the current research, two domains of SEL 

competencies of Teachers, Self-Awareness and Self-Management, are the ones most frequently 

missing in state-level teacher education program standards (Jennings, 2011; Schonert-Reichl et 

al., 2015).  

With respect to preservice teacher's knowledge of the Learning Context, the domains of 

School-Family Partnerships and Classroom Context are less often addressed (Schonert-Reichl et 

al., 2015). Teachers who have not been adequately trained may experience difficulty 

conceptualizing the meaning of emotional competence within the context of the classroom 

(Junttila et al., 2012; Humphries et al., 2012; Scharf, 2013). Moreover, they tend to associate 

only children's observed behavior with emotional competence (Humphries et al., 2012). Teacher 

preparation and training in SEL constructs may offer a way to develop the teachers' ability to 

identify both emotional competence and social competence as independent entities. This ability 

promotes student success in school – academically, socially, and emotionally. 

The state-level policy directives determine what components should be incorporated into 

preservice teacher education. The purpose of the Social and Emotional Learning in Teacher 

Education (SEL-TED) project is to examine incorporation of SEL dimensions, such as 

implementation of SEL programs; teachers’ social and emotional competence; and the creation 

of classroom contexts that support students’ social and emotional well-being, into state-level 

teacher certification requirements and coursework in teacher preparation programs in the US 

(Schonert-Reichl, LeRose, Kitil, Sipl, Sweiss, & Teja, 2014). The project is constructed on two 
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phases. During the Phase I, state-level teacher certification requirements were scanned. Phase II 

consisted of analysis of SEL content in preservice teacher education programs. The remaining 

components are undergo. The study will proceeded with expert interviews of leaders in the fields 

of SEL and teacher education. Lastly, the exemplary “case studies’ of program and practices in 

which SEL is being successfully implemented into preservice teacher education will be created. 

The data for Phase I and Phase II were collected from the state’s department or board of 

education websites and from teacher education programs all over 50 U.S. states and the District 

of Columbia. To analyze the teacher education program standards, the researchers developed a 

coding guide, which consisted of the following: 

 Social and Emotional Competence (SEC) of Teachers; 

 Social and Emotional Learning (SEL) of Students; 

 The Learning Context (Schonert-Reichl et al., 2015). 

The SEC of Teachers and SEL of Students were integrated into the five SEL dimensions 

that were listed previously as the core competencies of SEL. The Classroom Context, Supporting 

Schoolwide Coordination, Developing School-Family Partnerships and Building School-

Community Partnerships were identified as subcategories of the Learning Context.  The study 

found that the state-level teacher education program standards are giving little attention to the 

promotion of the SEL competencies of teachers. The most often addressed were Responsible 

Decision Making, Social Awareness and Relationship Skills. At this time, “very few states 

required preservice teachers to learn skills such as how to identify their feelings, strengths, and 

weaknesses, or how to control and appropriately express their feelings, manage stress, and 

monitor their progress toward achieving goals” (Schonert-Reichl et al., 2015, p. 414). Moreover, 

when analyzing state-level standards for teacher education programs’ content related to 
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promoting students’ SEL competencies, only a few of the states were widely focusing on this 

category. The Responsible Decision Making, Relationship Skills, and Self-Management were 

often emphasized in the state-level standards. Generally speaking, preservice teachers were 

prepared “to enhance their students’ abilities to make constructive and respectful choices; 

establish and maintain healthy relationships; and regulate their thoughts, emotions, and 

behaviors” (Schonert-Reichl et al., 2015, p. 414). However, Self-Awareness and Social 

Awareness were less emphasized. This means that a majority of states did not prepare preservice 

teachers to teach their students to identify feelings, strengths and weaknesses, or to develop 

empathy and respect of people from diverse backgrounds in the students. Finally, the study found 

that the Learning Context was a focus of almost all of the state-level standards. Four domains of 

this standard were included in the teacher preparation programs of most of the states. To 

integrate SEL construct into teacher preparation programs, the researchers offer following 

recommendations: 

1. Redesign policies for teacher certification and require educators to demonstrate 

the ability to apply knowledge of students’ SEL and development to PreK-12 

classroom practice. 

2. Integrate developmental sciences principles through the teacher preparation 

curriculum. 

3. Enrich preservice teacher learning with information about latest innovations and 

science in SEL with its practical application and emphasis on all domains of SEL. 

4. Combine course content on SEL and practical application of SEL concepts by 

providing preservice teachers with supervising student teaching experiences and 

classroom-based video examples, role plays, and out of classroom mentorship. 
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5. Provide preservice teachers with educators and classroom supervisors who has 

necessary SEL knowledge and skills. 

One of the charges to teacher education programs is to redesign curricula and to combine 

course content on SEL with practical application of SEL concepts into classroom teaching 

(Schonert-Reichl et al., 2014). The research of impact of SEL on teacher education is currently 

underway. To date little information is available to determine the extent to which the integration 

of SEL constructs into coursework or program leads to the improvements in teachers’ and 

students’ SEL competencies, and influences students’ academic success. One of the examples of 

the integration of SEL into teacher education programs is the Social-Emotional Dispositions 

Inventory and the Social and Emotional Dimensions of Teaching and Learning (SEDTL) model 

developed by Dr. Markowitz and her colleagues from San Jose State University (Markowitz, 

2009). The SEDTL model is based on the following dispositions: 

 SEL competencies of teacher; 

 teacher’s skills in managing the social and emotional context of the classroom; 

 teacher’s skills in fostering social-emotional competencies of students. 

The purpose of the SEL Dispositions Inventory is to support collaborative assessment 

between mentors and beginning teachers. The beginning teachers’ SEL disposition was assessed 

at the beginning of the school year, revisited at the mid-year, and reflected at the end of the year. 

The inventory was used to guide the development of SEL and effective teaching in beginning 

teachers, and was delivered throughout instructions. 

The second example of integrating SEL into teacher education is a program for 

preservice secondary education students in the Masters of Teaching program at the University of 

Pittsburg that was developed by Dr. Wanless and her colleagues (Wanless et al., 2014). The 
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study aimed to examine the naturally occurring psychological competencies of preservice 

teachers, including self-regulation and self-compassion. In addition, the study analyzed the 

concept of mindfulness in relation to preservice teachers’ perceptions of their readiness to teach 

when they exit the program. The preservice teachers reported a mid-level of psychological 

competence. The research also found that mindfulness skills relate to perceptions of readiness to 

teach through regulation. The next step of the research is to study the effect of incorporating 

mindfulness into preservice teacher preparation programs on effective teaching and learning 

(Wanless et al., 2014).  

Integration of SEL into a postbaccalaureate teacher preparation program at the University 

of British Columbia in Canada is another example of implementation of SEL (Schonert-Reichl et 

al., 2015). The Faculty of Education offers the SEL Cohort program with a special emphasis on 

SEL. Teacher candidates learn about current research and theory of SEL and practical 

applications of their knowledge into classrooms. In addition, “SEL Program” library is available 

to preservice teachers to help them review and integrate SEL programs and practices into the 

classroom and curriculum. Along with the SEL Cohort program, all teacher candidates were 

required to complete specific coursework to learn approaches to create safe, caring, and positive 

classroom and school environments. 

The SEL movement in teacher preparation is becoming more powerful. Nevertheless, the 

value of SEL in teacher education needs to be promoted through scientific research. The impact 

of teachers’ SEL on teachers’ well-being and health-related aspects of their life, as well as on 

improvements in young children’s SEL and academic achievement, need to be investigated. 

Moreover, the effect of implementing SEL programs for K-12 students on 

improvements/advances in inservice teachers’ SEL needs to be examined (Schonert-Reichl et al., 
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2014). To assess SEL in teacher education, researchers and practitioners are in need of a unique 

measurement system. Lastly, a variety of research methods, both quantitative and qualitative, 

needs to be utilized to fully analyze the inclusion of SEL in teacher education. This can only be 

done with close collaboration between scientists and practitioners.  

  Summary 

This chapter examined literature concerning social and emotional learning, 

implementation of the social and emotional learning construct into educational programs at all 

levels, implications for teacher preparation programs, as well as types of appropriate research 

analysis and methodology. Chapter 3 identifies the methodology used in this study, research 

design, the population studied, data sources and data collection procedures, and the data analysis 

for the present study. 
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CHAPTER 3 

METHODOLOGY 

Introduction 

Across the United States, the behavior of children is a concern for parents, educators, and 

society in general (Anderson-Butcher et al., 2008). According to Geving (2007), teachers play a 

major role in affecting students’ behavior in the classroom. Moreover, “teachers who do not  

help students succeed or stimulate them academically, are not clear about expectations for 

behavior, and do not provide meaningful consequences when rules are broken, are likely to elicit 

more frequent stressful student behaviors” (Geving, 2007, p. 627).  

Emotional understanding between teachers and students as well as teachers’ 

understanding of the emotional aspects of teaching and learning are essential elements of the 

emotional aspect of a teacher’s knowledge (Zembylas, 2007). Zembylas (2007) defines 

emotional knowledge as “a teacher’s knowledge about/from his or her emotional experiences 

with respect to one’s self, others (e.g. students, colleagues), and the wider social and political 

context in which teaching and learning takes place” (Zembylas, 2007, p. 356). The author 

emphasizes that a teacher’s emotional knowledge is an important part of the ecosystem of a 

teacher’s total knowledge about the child, and it is called an emotional ecology. In education, 

emotional ecology is a particular application of concepts of “emotional climate” or “learning 

climate” (Zembylas, 2007). Moreover, emotional ecology “indicates how teachers and students 

create the environment that shapes how they are emotionally connected and engaged in learning 

together” (Zembylas, 2007, p. 357). In order to teach effectively, teachers must be able to 

connect their emotional understanding with their knowledge about child development and 
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teaching methodology. Teachers must then establish a positive learning environment in the 

classroom. 

Social and emotional learning (SEL) competencies of teachers, SEL competencies of 

students, and the Learning Context are identified as three categories of the teacher education 

program standards (Schonert-Reichl et al., 2015). Based on current research, two domains of 

SEL competencies of teachers, i.e. Self-Awareness and Self-Management, are the most 

frequently missed in state-level teacher education program standards (Jennings, 2011; Schonert-

Reichl et al., 2015).  

With respect to preservice teacher's knowledge of the Learning Context, the domains of 

School-Family Partnerships and Classroom Context are less often addressed (Schonert-Reichl et 

al., 2015). Teachers who have not been adequately trained may experience difficulty 

conceptualizing the meaning of emotional competence within the context of the classroom 

(Junttila et al., 2006; Hamre et al., 2012; Humphries et al., 2012; Scharf, 2013). Moreover, they 

tend to associate only children's observed behavior with emotional competence (Humphries et 

al., 2012). Teacher preparation and training in SEL constructs may offer a way to develop 

teachers' ability to identify both emotional competence and social competence as independent 

entities. This ability promotes student success in school - academically, socially, and 

emotionally. 

Research Questions 

The aim of this study was to increase preservice teachers' knowledge and to develop 

appropriate preservice teacher beliefs and attitudes about social and emotional learning. The 

primary research questions were:  
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1. At pre- and post-survey, do students participating in the revised/modified 

Nurturing Children’s Social Competence class score higher on the Teacher SEL 

Beliefs Scale as compared to a control group in the traditional Nurturing 

Children’s Social Competence class?  

2. At pre- and post-survey, do students in the treatment group score higher on the 

Teacher SEL Knowledge and Attitudes Scale as compared to a control group?  

3. Do students in the treatment group score higher on the monthly course 

assessments and the final exam, which center on SEL constructs, as compared to a 

control group? 

This study addressed the teacher education program standards and connected to two 

categories - the SEL competencies of teachers and the Learning Context. The domains of Self-

Awareness and Self-Management of teachers, School-Family Partnerships and Classroom 

Context were emphasized in the study. 

Research Design 

The study was organized within a quasi-experimental design framework. The purpose of 

this quasi-experiment was to test “descriptive causal hypotheses about manipulable causes - as 

well as many structural details, such as the frequent presence of control groups and pretest 

measures, to support a counterfactual inference about what would happened in the absence of 

treatment” (Shadish, Cook, & Campbell, 2002, p. 14). The formulation of alternative 

explanations for the treatment effect followed three principles including identification of 

plausible threats of internal validity, primacy of control by design (e. g. multiple pre-tests or 

statistical adjustments after the study), and coherent pattern matching (use of nonequivalent 

D.V.s [dependent variables] demonstrating a pattern of prediction for the effect) (Chen, 2014). 
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The students/classes were divided between control and treatment groups. Two larger 

classes were assigned to receive a treatment - additional/special SEL strategies. 

Additional/special SEL strategies were illustrated through classroom-based video examples, 

scenarios, and role plays. The SEL strategies and activities were aligned with the objectives of 

the Nurturing Children's Social Competence course. Classroom-based video examples, scenarios, 

and role plays were used to extend/enhance content of the course lectures. The practical 

strategies served to promote the SEL competencies of preservice teachers, while classroom-

based activities and resources served as a means of increasing the preservice teachers' knowledge 

of the Learning Context. 

The rest of the students/classes formed a control group receiving traditional instruction 

with no additional/special SEL strategies. The students in the control group were exposed to 

traditional lectures and activities. Instead of additional/special SEL strategies, they will be given 

time for independent study and review of course materials related to SEL.  

The treatment and control groups received the same amount of time for instruction and 

were exposed to the same course topics. Twenty-eight class sessions were given to both the 

treatment and control groups. Among these twenty-eight class sessions, students in the control 

group received four independent study and review of course materials sessions, while students in 

the treatment group were exposed to four class sessions with additional/special SEL strategies 

(see Appendix B). 

Descriptive research methodology was used to identify the characteristics of preservice 

teachers in the study. This method was selected because it helps “to provide a meaningful and 

convenient way of characterizing and portraying important features of the data” (Coladarci, 
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Cobb, Minium, & Clarke, 2007, p. 2). The socio-demographic data includes age, gender, 

program level, completed early childhood courses, certification area, and teaching experience.  

The quasi-experimental research design was based on control through matching. 

Compared to other experimental design principles, matching is an efficient design strategy that 

doesn’t require a larger sample size for the same power. Matching ensures that compared groups 

are alike on specific known and observable characteristics (Hedges, 2008). Known sources of 

variation were eliminated by matching. To eliminate intervention effect, preservice teachers were 

compared within the B.S. Interdisciplinary Studies EC-6 Certification program. The control and 

treatment group were compared based on six socio-demographic criteria including age, gender, 

program level, completed early childhood courses, certification area, and experience working 

with children including field observations, field work, practice, student teaching, or any other 

experiences working with young children (coaching, babysitting, teaching church classes, 

participating in a high school teaching program, etc.). An exploratory factor analysis, 

MANOVA, and descriptive discriminant analysis were used to analyze the data. 

Treatment 

When selecting an SEL program, SEL outcomes were considered first. Academic 

performance was also taken into consideration as long term outcomes with the results visible 

over time. According to the CASEL SELect rating, evaluation outcomes for the HighScope 

Educational Approach for Preschool and Social Decision Making/ Problem Solving program for 

elementary school fulfilled all of the following areas:  

1) improved academic performance, 

2) increased positive social behavior, 

3) reduced conduct problems, and 
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4) reduced emotional distress (2013 CASEL Guide: Effective social and emotional 

learning programs. Preschool and elementary school edition, 2012).  

Additional SEL programs were reviewed for possible use in this study, but were rejected 

due to the limited evaluation outcomes utilized by these programs. According to the 2013 

CASEL Guide (2012), the Second Step program helped to improve SEL skills but did not impact 

academic performance. The Steps to Respect program increased positive social behavior and 

reduced conduct problems. However, the Steps to Respect program did not help reduce 

emotional distress. The Ruler Approach program positively affected academic performance with 

an increase in positive social behavior; however, the program did not reduce conduct problems 

or emotional distress.  

The second criterion used for this SEL program selection was the program structure. 

There are two types of structures of SEL programs - programs that are based on lessons and 

programs that are built on SEL topics. Social Decision Making/ Problem Solving and Second 

Step programs are based on SEL topics and were integrated into the school curriculum while the 

Steps to Respect and the Ruler Approach programs are lesson-based and were integrated only 

into English Language Arts. The school/classroom curriculum integration influences 

development of an SEL skill as a whole and at every teaching/learning moment. For this study, 

programs that consisted of SEL topics were considered.  

Elements from two programs, the HighScope Educational Approach for Preschool and 

Social Decision Making/ Problem Solving (SDM/SPS) program for elementary school, were 

included in this study. The SDM/SPS program covers approximately 30 topics in a cycling mode 

for each grade. The concepts are repeated based on the grade level in a cycling mode approach. 

The SDM/SPS curriculum is evidence-based and was developed to teach skills that “students 
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need for success in school and in life: the skills required for effective work in groups, persistent 

work on projects, constructive handling of frustration and challenge, and nonviolent conflict 

resolution” (Butler, L. B., Elias, M. J., & Romasz-McDonalds, T., 2011, p. 1). The program 

consists of lesson sessions that “include an introduction to the topic, modeling of the skill, 

opportunities for practice, reflection and discussion, and suggestion for practice beyond the 

structured lesson” (2013 CASEL Guide: Effective social and emotional learning programs. 

Preschool and elementary school edition, 2012, p. 61). According to Butler et al. (2011), the 

skill-building process contains the following steps: 

1) selection of a focal skill (listening, paying attention, etc.), 

2) presentation of the skill to the class, 

3) reviewing past experience, 

4) breaking the skill into its component parts, 

5) providing a cue, 

6) illustrating the skill, 

7) discussing the use of the skill, and 

8) reviewing the skill. 

To foster skill development, the authors suggest using the following pedagogical 

techniques: 

1) gathering, 

2) topics versus lessons, 

3) caveats: taking care with student disclosure and student hurt, 

4) facilitative approach to open-ended questions, 

5) using FIF TESPN questions to teach a problem-solving process, 
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6) the two-question rule: a specialized questioning approach, 

7) role-play or rehearsal and practice, and 

8) using the Four “R’s” to aid retention (review, repetition, reminders, 

reinforcement). 

The HighScope Educational Approach for Preschool curriculum is evidence-based and is 

integrated in the five dimensions of school readiness: approaches to learning; language, literacy, 

and communication; social and emotional development; physical development, health, and well-

being; and arts and sciences. According to the 2013 CASEL Guide, active participatory learning, 

positive adult-child interactions, an optimal learning environment, regular routines, and 

assessment are highlighted in HighScope. “The daily routine established by the program 

incorporates a ‘plan, do, review’ cycle that supports independent learning and assessment and 

includes both small- and large-group activities” (2013 CASEL Guide: Effective social and 

emotional learning programs. Preschool and elementary school edition, 2012, p. 47). 

The SEL topics from the HighScope Educational Approach for Preschool and SDM/SPS 

programs were aligned with the content of the Nurturing Children’s Social Competence course 

(see Appendix B). The students in the treatment group learned about the SEL skill-building 

process and pedagogical techniques to foster SEL skill development (see Appendix B). After 

learning how to nurture a particular SEL skill, students in the treatment group used their 

knowledge and worked in small groups to develop mini-lesson plans (see Appendix C). The 

lesson plans were based on selected books for young children. Each group of students presented 

their mini-lesson plan to the class. Class discussion followed each presentation. The groups 

received constructive feedback and recommendations on teaching an SEL skill. 
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The mindfulness techniques from the CARE for Teachers training program were selected 

in accordance with the topics of the Nurturing Children’s Social Competence course. 

Mindfulness is defined as present-moment, nonjudgmental awareness (Jennings, 2015). Mindful 

teachers (a) listen with full attention to children, parents and colleagues; (b) maintain present-

centered awareness of emotions experienced by self and others during interactions; (c) maintain 

openness, nonjudgmental acceptance and receptivity to others’ thoughts and feelings; (d) practice 

self-regulation in teaching - low reactivity and low automaticity in reaction to normative child 

and adolescent behavior; (e) maintain awareness and responsiveness to students’ individual 

needs (“teachable moments”); and (f) maintain compassion for self and students (Jennings, 

2015). Mindfulness helps teachers develop skills to manage all the demands of teaching. In 

addition, mindfulness prevents burn-out, enhances joy in teaching, increases teacher’s ability to 

be the best teacher he/she can be, and enhances positive relationships between teachers and 

students (Jennings, Turksma, & Brown, 2016). 

The students in the treatment group learned about mindfulness and practiced mindfulness 

techniques for themselves. Students shared their experience practicing mindfulness in the follow-

up discussions. Adjusted for young children, mindfulness techniques were introduced to 

preservice teachers in the treatment group.  

Treatment Fidelity 

At the beginning of the course, participants signed Informed Consent forms, which were 

collected by one of the dissertation committee members and stored in a locked file in the 

department. The investigator obtained access to the Informed Consent forms after conducting the 

study. For the SEL core competencies, a step-by-step instruction was used to assess the 

instructor’s adherence to the assigned SEL skill instruction and course topic. Twice a month, 
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dissertation committee members observed and evaluated the completeness and accuracy of 

instruction.  The adherence of the instructor’s teaching to the assigned instructional strategy of 

developing SEL skill and to the course topic was judged on the presence or absence on each 

critical component. Fidelity of implementation was assessed for about 25% of the lectures in 

both conditions. Fidelity observations were followed by feedback to the instructor. 

Power: Effect of Intervention 

Descriptive representations of the effect of the intervention were employed to compare 

outcomes for the treatment and control groups. The standardized mean difference effect size 

statistic, Cohen’s d, is defined as “the difference between the mean of intervention group and the 

mean of the control group on a given outcome measure divided by the pooled standard 

deviations for those two groups” (Lipsey et al., 2012, p. 17). The effect size d was computed 

from the formula shown below: 

𝑑 =
𝑋𝑇 − 𝑋𝐶

𝑆𝑝

𝑋𝑇  is the mean of the intervention sample on an outcome variable; 𝑋𝐶  is the mean of the control 

sample on that variable; and 𝑆𝑝 is the pooled standard deviation. The numerator of the effect size 

represents a difference between groups on the means of the outcome variable. The covariate-

adjusted means on the outcome variable were used in the numerator as “the best estimate of the 

intervention effect” (Lipsey et al., 2012, p. 8). The denominator of the effect size included the 

row standard deviations for both samples. 

The pooled standard deviation consists of the square root of the weighted mean of the 

two variances: 
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Sp = √(nt – 1)S2
t + √(nc – 1)S2

c / nt + nc – 2, 

where nt and nc are the number of respondents in the treatment and control groups, St and Sc are 

the standard deviations respectfully.  

In relation to pre-post change, the intervention effect was represented by the differential 

change between the pretest and posttest on the outcome variables. It revealed the patterns of 

improvement as well as the end results. The pre-post change differentials were presented 

graphically and in tables. Lipsey et al. (2013) suggests that “a much fuller picture of the 

intervention effect is provided when the difference between the intervention and control samples 

on the outcome variable is presented in relation to where those samples started at the pretest 

baseline” (p. 13). To better illustrate the intervention effect, the technique of proportioning the 

intervention effect against the control group pre-post change was applied.  

Practical significance of the intervention effect is defined as “something that must be 

judged in some context of application” (Lipsey et al., 2012, p. 26). For this reason, effect size 

was calculated for a performance gap between the experimental and control groups. The 

difference in the means of the outcome variables was divided by the standard deviation for all 

participants. The results were represented in the table. 

Statistical significance of interaction effect was represented by “the amount of variance in 

the combined dependent variables (via a linear equation that creates a synthetic dependent 

variable, akin to �̂� in regression) that is due to differences between the groups” (Henson, 2006, p. 

618). The value of squared canonical correlation was calculated by the following formula: 

R2
c = (1 – Wilks’s λ). 

The Cohen’s d effect size is often used to demonstrate the difference between a group 

mean and a null value or between the means of two groups. “However, within the GLM, all 
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analyses yield r2-type effect sizes that must be considered prior to evaluating what variables 

contributed to this effect” (Henson, 2002, p. 4). The multivariate analog to Cohen’s d is 

Mahalanobis distance D2 that measures differences between several means (Henson, 2005). 

According to Henson (2005), “D2 represents the distance between the means of the dependent 

variables and the set of corresponding null values, after standardization for variability and 

dependent variable correlation” (Henson, 2005, p. 20).  Henson (2005) suggests that researchers 

employ D2 as a multivariate effect size index if they wish to conduct multivariate mean 

comparisons. 

Power Analysis  

Power Analysis for a Repeated Measures MANOVA was conducted a priori using the 

G*Power 3.1.4 software. The F Tests option was employed for the analysis. The Compute 

Required Sample Size was set as a type of power analysis for MANOVA: Repeated Measures, 

Within-Between Interaction. For analysis, the type I error rate (α) was set at 0.05; power (1 – β) 

was set at 0.8; and effect size f was set at 0.25. The effect size in this study was defined as 

moderate Cohen’s d = 0.5. To be conservative, for a small study with participants assigned to the 

groups when registered for a class, this effect size is expected. The power analysis suggested a 

minimum total sample size of 128 participants (Figure 4).  
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Figure 4. Sample size values representing power change for effect size d = 0.5. 

The power analysis was repeated after the intervention (a) to provide a comparison of the 

value of acquired effect size in the study to the identified earlier predicted value of effect size 

and (b) to draw inferences about the intervention effect. 

Setting 

The study took place in the College of Education, Department of Teacher Education and 

Administration at a large metropolitan university in North Texas.  This university was selected 

because it has a well-established, nationally accredited Early Childhood (EC)-6th grade teacher 

preparation program, with a 125 year history of excellence in teacher education. The Department 

of Teacher Education and Administration is the largest department at this selected university. 

From a preliminary inquiry of the program, there appears to be coherence and fidelity to the 

adopted curricula and evidence of efforts to improve teacher preparation quality in order to have 

a greater impact on behavioral strategies at school. This, in turn, increases the potential benefits 

of my findings for universities looking to improve the quality of their EC–6 teacher preparation 

program and implement similar curricula. 
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Participants 

The population of the study consisted of 139 undergraduate, preservice teachers enrolled 

in the second, third, and fourth years of a B.S. Interdisciplinary Studies EC-6 certification 

program at a large, metropolitan, public university in North Texas.  

Purposive sampling was used to identify preservice teachers within the population that 

meet specific criteria (Roberts, 2010). The criteria for selection includes the following: 

1. Undergraduate students in their sophomore, junior, or senior year in the teacher 

preparation program. 

2. Preservice teachers who have completed the Introduction to Early Childhood 

prerequisite course. 

3. Preservice teachers who pursued Early Childhood (EC)-6th grade teacher 

certification, and who have had any field experience including field observations, 

field work, practice, student teaching or have been exposed to working with 

young children besides field experience (coaching, babysitting, teaching church 

classes, participating in a high school teaching program, etc.). 

4. Preservice teachers willing to participate in the study. 

The rationale for selecting the first criterion was readiness. The preservice teachers do not 

take professional development courses during the first year of their study. The second criterion is 

related to the role of the specialization areas in preservice teachers’ certification. Because this 

research study focused on early childhood teacher preparation, limiting the study to preservice 

teachers who pursue Early Childhood (EC)–6th grade teacher certification is necessary. The third 

criterion suggests that each preservice teacher’s willingness to participate is crucial to this study. 
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Since the design of this research involved detailed questionnaires, participants needed to be 

willing to take the time necessary to respond. 

The following tables present socio-demographic information of the participants. The 

participating university places its preservice teachers into intact class sections through student 

self-selection. In this study, the university had placed 139 EC-6 preservice teachers to five 

classes. The first class consisted of 30 preservice teachers; the second class consisted of 34 

preservice teachers; the third, fourth and fifth classes included 38, 19, and 18 preservice teachers 

respectively. The participants’ ages range from 19 to 55 (Table 1).  

Table 1  

Participants' Age  

 Treatment  Control 

Age Class 1 Class 2 Total  Class 1 Class 2 Class 3 Total 

19 2 1 3  0 0 1 1 

20-25 31 30 61  28 16 16 60 

26-30 0 2 2  1 2 0 3 

31-40 0 2 2  1 1 0 2 

41-55 1 3 4  0 0 1 1 

Total 34 38 72  30 19 18 67 

 

The demographic information based on gender can be found in Table 2. 

Table 2  

Preservice Teachers: Females vs. Males   
Treatment  Control 

Gender Class 1 Class 2 Total  Class 1 Class 2 Class 3 Total 

Females 31 33 64  29 18 17 64 

Males 3 5 8  1 1 1 3 

Total 34 38 72  30 14 23 67 
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The participants’ classification in the program ranged from sophomore to senior (Table 

3). 

Table 3  

Classification 

Treatment Control 

Level Class 1 Class 2   Total Class 1 Class 2 Class 3 Total 

Sophomore 4 0 4 2 1 1 4 

Junior 23 22 45 14 16 13 43 

Senior 7 16 23 14 2 4 20 

Total 34 38 72 30 19 18 67 

The preservice teachers’ certification options included Early Childhood Education, 

Bilingual Education, and English as a Second Language. The majority of preservice teachers in 

all five classes planned to teach English as a second language along with early childhood 

education. In this data set, there were two preservice teachers in the group of other certification 

options, and one preservice teacher in no certification group (Table 4). 

Table 4  

Preservice Teachers’ Certification Options 

Treatment Control 

Certification 

Options 

Class 1 Class 2  Total Class 1  Class 2 Class 3 Total 

EC-6 4 8 12 1 3 1 5 

EC-6 & Bilingual 4 3 7 4 2 7 13 

EC-6 & ESL 26 27 53 24 13 9 46 

Other 0 0 0 0 1 1 2 

No certification 0 0 0 1 0 0 1 

Total 34 38 72 30 19 18 67 
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The majority of the preservice teachers participated in a variety of teaching field 

experiences, such as tutoring, coaching, babysitting, assisting teacher, working at different camps 

for children and at the Extended Day program, teaching at the church vocational school, day 

care, public and private schools (Table 5). 

Table 5  

Preservice Teachers’ Experience with Children  
Treatment  Control 

Experience Area Class 

1 

Class 

2 

Total  Class 

1  

Class 

2 

Class 

3 

Total 

Some Experience with 

Children 

22 14 36  12 9 10 31 

Field Experience 17 14 31  15 7 8 30 

Teaching Experience 9 12 21  6 5 4 15 

No Experience 0 1 1  0 0 0 0 

 

In order to receive a teaching certificate, preservice teachers were required to complete 

three early childhood courses that include Introduction to Early Childhood (IEC), Environmental 

Processes and Assessment (EPA), and Nurturing Children’s Social Competence (NCSC). All 

participants were enrolled in Nurturing Children’s Social Competence course during the study 

(Table 6). 

Table 6  

Completion of Early Childhood Courses  
Treatment Control 

Courses Class 1 Class 2 Total  Class 1 Class 2 Class 3 Total 

IEC Only 17 21 38  19 15 15 49 

EPA Only 0 0 0  0 0 0 0 

IEC & EPA 

Courses 

17 17 34  11 4 3 18 

None of the 

Above 

0 0 0  0 0 0 0 

Retaking NCSC 0 0 0  0 0 0 0 

Total 34 38 72  30 19 15 67 
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This is exploratory study where the focus of the study was on the effectiveness of the 

intervention with preservice teachers as a whole. Therefore, the study did not focus on the racial 

differences of the participants. 

The students/classes were divided between control and treatment groups. Two larger 

classes were assigned to receive a treatment (additional/special SEL strategies) and the rest 

formed a control group (traditional instruction with no additional/special SEL strategies). The 

control through matching technique was performed to equitable compare treatment and control 

groups.  

Data Gathering Procedures 

The study commenced during the summer and fall semesters of 2016. Summer class was 

part of the control group. The participants of the study were preservice teachers who were 

enrolled in Nurturing Children’s Social Competence course. The preservice teachers were 

divided into two groups. The treatment group was exposed to the intervention (additional/special 

SEL strategies) in the modified Nurturing Children’s Social Competence class, while the 

comparison group was in the traditional (traditional instruction with no additional/special SEL 

strategies) Nurturing Children’s Social Competence class. All students were surveyed on the 

SEL Beliefs Scale for Preservice Teachers and the SEL Knowledge and Attitudes Scales for 

Preservice Teachers. The surveys were conducted at the beginning and at the end of the 

semester. At the beginning of each semester, pre-test questionnaires on socio-demographic 

information and on the SEL Beliefs for Preservice Teachers and the SEL Knowledge and 

Attitudes Scales for Preservice Teachers were distributed among preservice teachers in the 

sample population. The participants were asked to complete and return it within 25 minutes. A 

cover letter was included describing the purpose of the research. The research provided 
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anonymity by creating numeric pseudonyms to mask the students’ identities. In this study, five or 

six-digit pseudonyms for students were created based on their enrollment period, section number, 

and their number in the class roster (i.e. F00112). No compensation was offered for participating 

in the study. At the end of the course, participants completed the posttest survey on the SEL 

Beliefs Scale for Preservice Teachers and the SEL Knowledge and Attitudes Scales for 

Preservice Teachers. Formative and summative course assessments on SEL constructs were 

provided.  

Instruments 

The Socio-Demographic Information Form (see Appendix A) was used to collect socio-

demographic information, and it consisted of six questions pertaining to age, gender, program 

level, completed early childhood courses, certification area, and experience working with 

children. Preservice teachers could gain experience working with children by being involved in 

the field observations, field work, practice, student teaching or being exposed to work with 

young children besides field experiences (coaching, babysitting, teaching church classes, 

participating in a high school teaching program, etc.).  “For all studies, involving gathering data 

from people, a description of who they are is essential to determining the potential 

generalizability of the study findings” (Krathwohl & Smith, 2005, p. 88).  

To assess the preservice teachers’ SEL beliefs, 10 items from Brackett et al., (2012) the 

Social and Emotional Learning (SEL) Scale for Teachers were used (for original instrument, see 

Appendix C; for revised instrument, see Appendix A). The scale was developed as part of a 

longitudinal, randomized controlled trial (RCT) to test the impact of an evidence-based SEL 

program. The authors developed and validated scores on a particular set of scales to assess 

teachers’ beliefs about SEL. Validity evidence was based on the internal structure of the scales. 
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Exploratory and confirmatory factor analyses were used to identify and verify the factor 

structure. The three-factor structure was finalized and accounted for 48.65% of the total variance 

with Cronbach’s alphas above .74 (Brackett et al., 2012). Concurrent and predictive validity of 

the SEL beliefs scales were also examined. To examine concurrent validity, 12 items from the 

SEL Beliefs scale were randomly ordered to assess teachers’ Comfort, Commitment, and 

Culture. “Cronbach’s alphas were .86, .93, and .84, respectively “(Brackett et al., 2012, p. 228). 

Predictive validity was analyzed using two self-report scales on teachers’ attitudes and teachers’ 

confidence toward the SEL program. Concurrent validity measures were correlated with 

predictive validity measures. Pre- and post-implementation measures were also examined. As a 

result, Comfort scores correlated positively with program buy-in, year-end confidence in 

teaching the program, perceived program effectiveness, and coaches’ ratings of teacher openness 

to the program. Commitment scores correlated positively with program buy-in, goodness of fit, 

and program effectiveness. Culture correlated positively with year-end reports of principal 

support of the program (Brackett et al., 2012). 

In this study, SEL comfort had been assessed with 4 items; SEL commitment and SEL 

culture had been assessed with 3 items each. Items were scored from 1 (“strongly disagree”) to 5 

(“strongly agree”). Ten items were chosen from the original 12 because the previous research 

had shown these items to load well with the three factors mentioned above (Collie, Shapka, 

Perry, & Martin, 2015). Because the original items were developed for inservice teachers, the 

wording of certain items was modified to apply to preservice teachers who did not have their 

own classrooms yet. Future tense was used rather than present tense.  

Eight items from the Teacher Survey (Buchanan et al., 2009; for original instrument, see 

appendix D) were employed to assess preservice teachers’ SEL knowledge and attitudes (for 
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revised instrument, see Appendix A). The survey was developed to assess teachers’ current state 

of actual use and perception of social and emotional learning and was employed as a 

measurement tool in a pilot study. The survey consisted of 22 items based on domains of 

teachers’ knowledge regarding SEL, perceived benefits, use, barriers to SEL programming, and 

general attitudes toward implementation (Buchanan et al., 2009). The authors suggest that their 

pilot study be useful for researchers who develop new evaluation tools or interventions. No 

validity and reliability data were reported in the pilot study. In this study, the SEL knowledge 

and SEL attitudes constructs were examined with exploratory factor analysis (EFA) to determine 

the number of factors and factor correlation. Cronbach’s alphas were analyzed. 

Eight items were chosen from the original 22 because these measure SEL knowledge and 

attitudes. The rest of the items on perceived benefits, use, and barriers to SEL programming were 

not as applicable to the preservice teachers in this study. Original items were scored from 1 to 3, 

consisting of “yes-no-don’t know” choice options to represent categorical data. To measure 

preservice teachers’ SEL knowledge as a construct, three items were restated/modified and were 

scored from 1 (“not knowledgeable about”) to 5 (“very knowledgeable about”) to represent 

continuous data (e.g., from “Have you ever heard of the term “social and emotional learning” or 

SEL?” to “To what extent are you knowledgeable about the term “social and emotional learning” 

or SEL?”). To assess preservice teachers’ attitudes as a construct, five items were 

restated/modified and were scored from 1 (“strongly disagree”) to 5 (“strongly agree”) to 

represent continuous data (e.g., from “Do you think SEL programs should be taught in the 

classroom?” to “Please indicate whether you agree or disagree with the following statement: I 

think SEL programs should be taught in the classroom”). 
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The course outcomes were measured with two course assignments, three formative 

assessments, and a final comprehensive exam. One of the assignments, the Lesson Plan 

Connection project (LPC), was modified for participants in the treatment group. Because they 

were exposed to the SEL content, they were asked to identify a specific “SEL Skill” in addition 

to the rest of the “Basic” information for their project. In addition, in the “Procedure” section 

they had to follow a specific number of steps from the SEL skill-building process. Working in 

small groups, participants in the treatment group had four additional opportunities to practice 

identifying the SEL skills and to develop lesson procedures following the steps of SEL. Each of 

the practice sessions included in-class, whole-group discussion with corrective feedback from the 

instructor. These practice sessions were free of grading. The grading criteria and scale for each 

course projects and assessments were the same for both treatment and control groups, including 

the LPC project. 

Data Preparation 

The Homogeneity of Variance-Covariance Assumption  

An alpha level of .05 was utilized for this analysis. In order to meet the assumption of 

equality of covariance matrices, the univariate test of equality of covariances between groups 

should be true (Field, 2009). The equality of variance was checked by using Levene’s test. The 

Levene’s test should not be significant for each of the dependent variables as well as the results 

of Levene’s test for pre-posttest measures. Because Levene’s test does not count covariances, the 

variance-covariance matrices were compared between treatment and control groups by running a 

Box’s test. The results “should not be significant if the matrices are the same” (Field, 2009, p. 

604). If the p-value for Box’s test greater than .05, assumption will be met. The results for the 
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model assumptions for normality, homogeneity of covariance, and linearity should be 

satisfactory. 

Multivariate Normality Assumption 

The dependent variables were determined on multivariate normality using a graphical 

method MULTINOR developed by Thompson in 1990. This method is based on the calculation 

of the Mahalanobis distance (D2) for each data case. The chi-square values were also computed. 

The Mahalanobis distances and paired chi square values were plotted in a scattergram. Henson 

(1999) suggests that if the variables are determined to be multivariate normal, the plots should 

form a straight diagonal line. 

Test of Internal Consistency 

The Cronbach’s alpha test was used to check the internal consistency of the variables in 

the scale to verify that the items in the scale are correlated. This helped to verify that they 

measure the same construct. The internal consistency of the variables in the scale were 

determined by the value of the Cronbach’s alpha reliability coefficient: as closer this coefficient 

to 1.0 as greater the internal consistency is. For general research purposes Henson (2001) 

suggests .80 cutoff value of Cronbach’s alpha. Brackett et al. (2012) reported Cronbach’s alphas 

for all scales above .74 when assessing teachers’ beliefs about SEL. 

Data Analysis 

The SEL Beliefs Scale for Preservice Teachers and the SEL Knowledge and Attitudes 

Scales for Preservice Teachers were administered to 139 preservice teachers pursuing EC-6 

teacher certification. Data were collected on the eleven variables, which were preservice 

teachers’ SEL knowledge, preservice teachers’ SEL beliefs (comfort, commitment, and culture), 

preservice teachers’ SEL attitudes, and course outcomes (two assignments, three assessments, 
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and a final exam). The data were analyzed using SPSS version 24. The assumption of 

multivariate normality was checked first. Mahalanobis distances and paired chi square values 

were plotted on a scattergram. The Box’s Test of Equality of Covariance Matrices was employed 

to check the assumption of homogeneity of variance-covariance across the groups. The means, 

standard deviations and variable labels for the row data were presented in a table form. A 

correlation matrix was also utilized in the analysis. The results are available in a table form.  

The results of the surveys on Teacher SEL Beliefs Scale (Brackett et al., 2012) and the 

Teacher’s SEL Knowledge and Attitudes Scale (Buchanan et al., 2009) with modified items were 

analyzed by conducting an EFA. The principal components analysis (PCA) was utilized. The 

eigenvalue-greater-than-one rule was applied to determine the number of factors to retain. The 

results were reported. In a previous study of assessing teacher’s beliefs about SEL, a three-factor 

solution (Comfort, Commitment, and Culture) with effect size R2 = .49 was established (Brackett 

et al., 2012).  In addition, the scree plot, parallel analysis, and the Velicer’s Minimum Average 

Partial (MAP) technique were utilized to determine the number of the retained factors.  

The factor correlation matrix was presented in a table form. The results indicate whether 

a correlation between factors exists. The oblique rotation procedure was explored to reveal 

results for the retained-factor solution. Rotation of the factor axes (dimensions) is identified as an 

initial extraction of factors to obtain simple and interpretable factor structure (Yaremko, Harari, 

Harrison, & Lynn, 1986). Rotation redistributes the variance explained by the factors to clear 

relationships between the item and the factor (Henson, 2010). Overall, the purpose of using 

rotation strategy is to make the data structure simple and clear (Costello & Osborne, 2005). In 

the research on teachers’ beliefs about SEL, direct oblimin rotation of factors with the 

assumption of their intercorrelation was utilized. The results revealed significant 
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intercorrelations among the scales with Comfort and Commitment: r(448) = .21, Commitment 

and Culture: r(448) = .23, and Comfort and Culture: r(448) = .36 (Brackett et al., 2012).  

A two-factor repeated measures MANOVA was conducted to study the intervention 

effect and to detect differences between the treatment and control groups on pre- and post-survey 

measures of preservice teachers’ knowledge, beliefs, and attitudes about SEL. All the variance 

among experimental and control groups was compared, and the interaction effects were 

identified. Henson (2000) suggests to use Wilks lambdas to test statistical significance of the F 

values. Results from the two-factor repeated measures MANOVA are represented in a table 

form. Multivariate analysis has demonstrated whether differences between groups are 

statistically significant. 

Descriptive discriminant analysis on course outcome measures was conducted. “The 

descriptive discriminant analysis (DDA) case is especially useful as the preferred substitute for a 

one-way MANOVA or as a post hoc analysis to multi-way MANOVA analyses” (Henson, 2000, 

p. 15). Sherry (2006) emphasizes that “DDA aims to discover what variables contribute to group

separation” (p. 665). Canonical correlation coefficient, effect size, and significance statistic were 

taken into consideration when examining the canonical discriminant functions. The functions 

that did not yield statistical significance were excluded from the analysis. The findings are 

represented in a table form. Standardized discriminant function coefficients and structure 

coefficients were examined to determine what variables contributed to the group differences. 

Both sets of coefficients for all analyses are represented in a table form. Discriminant function 

coefficients define the variables that are getting credit for the effect, while structure coefficients 

identify variables that could have gotten credit for the effect (Henson, 2002). Henson (2002) 

suggests that if the observed variables are correlated, discriminant function coefficients are not 
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direct measures of relationship. Hence, “consultation of structure coefficients clarifies variable 

relationship in the presence of multicollinearity…” (Henson, 2002, p. 16). If there is no single 

dependent variable in the analysis, interpretation of the structure coefficients is essential. The 

group centroids were analyzed and represented in a table form. 

Threats to Internal and External Validity 

Internal Validity 

Each of the participants was enrolled in one of five sections of the Nurturing Children’s 

Social Competence course. The researcher had no control of this assignment. Two of the course 

sections were randomly assigned to the experimental treatment while the other three had formed 

a control group. “When properly implemented, random assignment definitely 

eliminates…selection bias because randomly formed groups differ only by chance” (Shadish et 

al., 2002, p. 56). In addition, matching samples based on the socio-demographic information 

helped to eliminate selection bias. The control and treatment groups were compared based on six 

socio-demographic criteria including age, gender, program level, completed early childhood 

courses, certification area, and other experience working with children. Field experience 

included field observations, field work, practice, and student teaching. Other experience working 

with young children included coaching, babysitting, teaching church classes, participating in a 

high school teaching program, etc. The participants were surveyed at the beginning and at the 

end of the course. Their participation was not graded or praised. This helped to avoid testing 

bias. 

External Validity 

All of the students enrolled in the Nurturing Children’s Social Competence course during 

the summer and fall semesters of 2016 were asked to participate in this study. Face-to-face 
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weekly class meetings were held in the same classrooms. In this experiment, participants were 

not randomly sampled but randomly assigned to conditions. The students from the treatment and 

control groups were paired by matching on selected factors. This guaranteed: 

That the average causal relationship observed in the sample will be the same as (1) 

the average causal relationship that would have been observed in any other random 

sample of persons of the same size from the same population and (2) the average causal 

relationship that would have been observed across all other persons in the population who 

were not in the original random sample. (Shadish et al., 2002, p. 91) 

Summary 

This chapter presented the procedures and methods of research that were used in the 

study, including the research design, the study population and demographics, the data sources 

and data collection procedures, and how the data were analyzed using an exploratory factor 

analysis, a MANOVA, and a descriptive discriminant analysis. Chapter 4 includes a detailed 

presentation of the results of the data analyses utilized in this study. 
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CHAPTER 4 

RESULTS AND DATA ANALYSIS 

Data Screening Results 

Before proceeding with the data analysis, all variables were screened for possible code 

and statistical assumption violations, as well as for missing values and outliers, with Missing 

Value Analysis and Regression procedures using SPSS version 24. Initially, data from 139 cases 

were collected. Three cases had completely missing data on post-survey measures. Therefore, 

these cases were deleted from the analyses.  

Data from 136 cases were screened for missing values on 10 categorical and 24 initial 

continuous variables. Ten categorical socio-demographic information variables pertained to age, 

gender, certification, classification, experience with young children, and early childhood courses 

completed. These data were collected to describe the study population and to select a study 

sample by matching cases from the control and treatment groups.  There was no missing data 

detected on socio-demographic information variables.  

The range of average age of the participants fall between 20 and 25 years, n = 118. Most 

of the participants were females, n = 124. Nearly 62% of the participants were juniors, 32.4% 

were seniors, and only 5.9% were sophomores. None of the participants were identified as 

freshmen. Slightly above 71% of the participants were pursuing the Early Childhood - Grade 6 

(EC-6) certification with ESL (English as a Second Language) track. Nearly 15% of the 

participants had the bilingual education track, while 12% of the participants were interested in 

getting general EC-6 certificate. Two participants were focusing on other certifications than EC-

6 certification areas. One participant was not interested in getting a teaching certificate. Almost 

half of the participants had some experience with children: 44% had field experience, and 25% 
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had teaching experience. Only one participant had no experience working with children. One 

early childhood course (Introduction to Early Childhood Education), which was prerequisite to 

the course described in this study (Nurturing Children’s Social Competence), was completed by 

60% of the participants, while the rest of the participants had completed two courses or were 

enrolled in the second early childhood course (Environmental Processes and Assessment). None 

of the participants were retaking the course.  

Measures of 18 variables on three scales (Beliefs, Knowledge, and Attitudes) were 

collected twice as pre- and post-survey assessments (see Table 7).  

Table 7  

Results of Data Screening Analysis on Initial Continuous Variables 

Item n 

Pre / Post 

M 

Pre / Post 

SD 

Pre / Post 

 

Missing Data 

Pre / Post 

1. Supportive culture     136 / 136 4.34 / 4.35 .635 / .726 0 / 0 

2. Development of my own SEL 

skills 

136 / 136 3.88 / 4.19 .946 / .882 0 / 0 

3. Students’ needs     136 / 136 4.21 / 4.15 .682 / .705 0 / 0 

4. Administrative support     134 / 135 4.17 / 4.12 .731 / .802 2 / 1 

5. SEL instruction     136 / 136 4.27 / 4.46 .649 / .607 0 / 0 

6. Teaching practice     136 / 136 4.19 / 4.42 .683 / .673 0 / 0 

7. Confidence      133 / 135 4.12 / 4.4 .675 / .660 3 / 1 

8. Lack of administrative support   134 / 135 2.10 / 2.31 .933 /1.162 2 / 1 

9. Teaching improvement     135 / 135 4.64 / 4.61 .498 / .623 1 / 1 

10. Confidence      136 / 136 4.52 / 4.52 .656 / .699 0 / 0 

11. SEL definition     136 / 136 3.16 / 4.22 .880 / .629 0 / 0 

12. Development of SEL skills   136 / 136 2.82 / 4.16 .912 / .669 0 / 0 

13. SEL implementation     136 / 136 2.59 / 4.11 .907 / .717 0 / 0 

14. SEL strategies     136 / 136 4.51 / 4.75 .571 / .498 0 / 0 

15. SEL for school and life  136 / 136 4.67 / 4.81 .503 / .413 0 / 0 

16. SEL and academics    136 / 136 4.55 / 4.77 .555 / .471 0 / 0 

17. Everyday teaching     135 / 136 4.47 / 4.66 .608 / .534 1 / 0 

18. Teacher responsibility     136 / 136 4.46 / 4.72 .643 / .497 0 / 0 
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Six variables (OP, LPC, A1, A2, A3, and FE) represented course outcomes as one-time 

measures (see Table 8).  One to 4 missing values on 9 variables were discovered and replaced 

with imputed values using the EM algorithm. The missing completely at random (MCAR) 

Missing Value Analysis (i.e. Little’s MCAR test) results were not statistically significant (p = 

.899), suggesting that the data are missing at random (MAR) or completely at random (MCAR). 

Table 8  

Results of Data Screening Analysis on the Course Outcomes Continuous Variables 

Variable n M SD Skewness Kurtosis Missing Data 

OP 133 48.67 3.66 20.601 -4.486 3 

LPC 136 91.82 6.07 .164 -.972 0 

A1 133 33.26 3.54 2.371 -1.05 3 

A2 135 34.92 3.13 4.093 -1.722 1 

A3 131 33.92 3.34 .81 -.972 4 

FE 136 83.43 7.41 -.061 -.582 0 

Note. OP = Observation Paper Assignment; LPC = Lesson Plan Connection Assignment; A1, A2, A3 = Assessments 

1-3; EF = Final Exam. 

 

Exploratory Factor Analysis 

Teacher SEL Beliefs Scale  

Principal components analysis (PCA) with direct oblimin rotation and the assumption 

that factors were intercorrelated was utilized to decide on the number of factors to retain. 

Because Item 8 was negatively stated, its scores were reversed. One of the most common rules 

for factor retention is the eigenvalue greater than one rule (Henson, Capraro, & Capraro, 2001). 

Based on the eigenvalue (EV)  1 rule, a three-factor solution was identified for both pre- and 

post-survey measures. The scree plot for the pre-survey measure suggested a two-factor solution, 

while the scree plot for the post-survey measures revealed a one-factor solution (see Figures 5 

and 6).  
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Figure 5. Scree plot on the pre-survey measures of Teacher SEL Beliefs. 

 

Figure 6. Scree plot on the post-survey measures of Teacher SEL Beliefs. 
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Parallel analysis and minimum average partial (MAP) approaches were employed to 

determine the number of factors. O’Connor (2000) developed an SPSS procedure to generate 

numerous random data matrices to compute the average of the eigenvalues. The results of 

O’Connor’s program for parallel analysis means were computed with 500 random data sets. 

Parallel analysis yielded factors from the data that had sufficiently large eigenvalues to be 

considered non-random. Parallel analysis defined a two-factor solution for the pre-survey 

measure and a one-factor solution for the post-survey measure (see Table 9). Revelle (2016) 

developed a PSYCH procedure with the VSS (Very Simple Structure) command in the R 

statistical package to conduct MAP analysis. MAP analysis identifies factors by analyzing the 

shared and error variance. A one-factor solution for the pre- and post-survey measures with a 

minimum average partial coefficient of .04 was determined with the MAP analysis. 

Table 9  

Eigenvalues Obtained from the Principal Component and Parallel Analyses  

Component / 

Root 

PCA 

Pre- / Post-Eigenvalues 

 

Parallel Analysis 

Means 

1 2.840 / 4.615 1.445 

2 1.707 / 1.170 1.306 

3 1.171 / 1.136 1.198 

 

Based on the eigenvalue (EV)  1 rule, a three-factor solution was obtained for the pre- 

and post-survey measures on the Teacher SEL Beliefs Scale (see Tables 10 and 11).  
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Table 10  

Summary of Exploratory Factor Analysis Results for the Pre-Survey Measures of the Teacher 

SEL Beliefs Using Maximum Likelihood Estimation (n = 136) 

Factor Pattern and (Structure) Coefficients for Initial Three-Factor Solution Rotated to the 

Direct Oblimin Criterion (delta = 0)  

Item        Factor I      Factor II      Factor III h2 

3. Students’ needs     .688 (.696) -.204 (-.111) .139 (.244) .536 

5. SEL instruction     .878 (.869) .019 (.097) -.054 (.130) .757 

7. Confidence      .800 (.802) .144 (.213) -.063 (.126) .664 

2. Development of my own 

SEL skills 

-.154 (-.061) .694 (.699) .116 (.205) .518 

6. Teaching practice     .410 (.465) .570 (.609) -.011 (.172) .535 

10. Confidence      -.012 (.051) .816 (.798) -.093 (.047) .646 

1. Supportive culture     .098 (.236) .369 (.465) .492 (.577) .478 

4. Administrative support     .303 (.422) -.264 (-.110) .706 (.722) .666 

9. Teaching improvement     .177 (.290) .335 (.421) .389 (.483) .380 

8 (R). Lack of administrative 

support  

 

-.230 (-.075) -.038 (.144) .738 (.697) .537 

Factor correlations 
   

II                    .1 
   

III                    .205                 .175 
  

     

% of variance                28.4             45.5               57.2 
 

 

Note. Items with factor pattern coefficients above .40 are underlined. Coefficients are ordered based on magnitude 

within a factor.  

 

According to Zwick and Velicer (1986), at least two items should load substantially on 

the component to be retained. Because only one item was relevant to factor three on the post-

survey measure, this factor was too weak to be retained (Henson, 2010). It was not possible to 

define the reliability coefficient with only one component variable. Based on methodological and 

empirical reasons, Item 8 (R) Lack of Administrative Support was excluded from further 

analysis.  
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Table 11  

Summary of Exploratory Factor Analysis Results for the Post-Survey Measures of the Teacher 

SEL Beliefs Using Maximum Likelihood Estimation (n = 136) 

Factor Pattern and (Structure) Coefficients for Initial Three-Factor Solution Rotated to the 

Direct Oblimin Criterion (delta = 0)  

Item         Factor I      Factor II      Factor III h2 

3. Students’ needs     .610 (.710) -.230 (-.488) .125 (.186) .568 

5. SEL instruction     .840 (.739) .220 (.097) -.201 (-.172) .633 

7. Confidence      .675 (.689) .027 (.287) .404 (.443) .636 

2. Development of my own SEL 

skills 

.814 (.839) .072 (.393) -.065 (-.007) .712 

6. Teaching practice     .608 (.707) .224 (.484) .142 (.203) .567 

10. Confidence      .699 (.788) .240 (.508) -.129 (-.060) .680 

1. Supportive culture     -.122 (.235) .891 (.839) -.023 (.063) .718 

4. Administrative support     .381 (.627) .604 (.762) .045 (.132) .705 

9. Teaching improvement     .155 (.488) .836 (.892) -.061 (.036) .819 

8 (R). Lack of administrative 

support  

 

-.072 (-.039) -.061 (.009) .943 (.932) .881 

Factor correlations 
   

II                 .403 
   

III                 .062                 .105 
  

     

% of variance             46.2             57.8              69.2 
 

 

Note. Items with factor pattern coefficients above .40 are underlined. Coefficients are ordered based on magnitude 

within a factor.  

 

The reliability coefficients for three factors on the pre-survey measures and two factors 

on the post-survey measures are represented in Table 12. A Cronbach’s alpha level of .74 was 

identified in a previous study conducted by Brackett et al. (2012). Henson (2001) suggests a 

cutoff value of .80.  
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Table 12  

Reliability Coefficients for the Pre- / Post-survey Measures on the Teacher SEL Beliefs Scale 

Source Pre-Survey 

Cronbach’s Alpha 

Post-Survey 

Cronbach’s Alpha    

Factor I .736 .844 

Factor II .553 .800 

Factor III .508 
 

 

To be consistent with the initial three-factor solution (Comfort, Commitment, and 

Culture), the current factor solutions for pre- and post-survey measures were compared to two 

prior models from Bracket et al. (2012) and Collie et al. (2015) (see Table 13).  

Table 13  

Three-Factor Solution Comparison on the Teacher SEL Beliefs Scale (n = 136)  
Model 1 Model 2 Current Model 

Factors Bracket et al. 

(2015) 

Collie et al. 

(2015) 

Pre-Survey Post-Survey 

Factor I 
    

Comfort 
    

Item 7 X X X X 

Item 5 X X X X 

Item 3 X X X X 

Item 6 X X F II X 

Factor II 
    

Commitment 
   

Item 10 X X X X 

Item 2 X X X X 

Item 9  X X F III X 

Additional Item 

 

X N/A N/A N/A 

Factor III 
    

Culture 
    

Item 4 X X X F I 

Item 1 X X X F I 

Item 8 X X X X 

Additional Item X N/A N/A N/A 

Note. N/A = not used; X = weighted on initial factor; F I / II / III = weighted on other factor (i.e. Factor I, II, or III as 

labeled in table).  
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The pre-survey factor solution was more in accordance with the original three-factor 

model from Bracket et al. (2012). The post-survey revealed a different factor solution. Two items 

from Factor III Culture (Items 1 and 4) moved to Factor I Comfort. 

Item Deletions and Factor Re-Extraction 

Once Item 8 from the Teacher SEL Beliefs Scale was deleted, the factor analysis resulted 

in a three-factor solution for the pre-survey measure and a two-factor solution for the post-survey 

measure. Because of (a) the Cronbach’s alpha level of .74 from a previous study conducted by 

Brackett et al. (2012) and (b) suggested cutoff value .80 by Henson (2001), a two-factor solution 

with a Cronbach’s alpha ≥ .80 was considered for further analysis. The first factor was labeled 

SEL Environment while the second factor was identical to Factor II Commitment from the 

previous models by Bracket et al. (2012) and Collie et al. (2015). Because results from the post-

survey measure were highly reliable, a two-factor solution for both pre- and post-survey 

measures was chosen (see Table 14). The factor solutions differed on two items (Items 1 and 6).  
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Table 14  

Three-Factor Solution Comparison on the Teacher SEL Beliefs Scale after Factor Re-Extraction 

(n = 136)  
Model 1 Model 2 Current Model 

Factors Bracket et al. 

(2015) 

Collie et al. 

(2015) 

Pre-Survey Post-Survey 

Factor I 
    

Comfort 
    

Item 7 X X X X 

Item 5 X X X X 

Item 3 X X X X 

Item 6 X X F II X 

Factor II 
    

Commitment 
   

Item 10 X X X X 

Item 2 X X X X 

Item 9  X X X X 

Additional Item 

 

X N/A N/A N/A 

Factor III 
    

Culture 
    

Item 4 X X F I F I 

Item 1 X X F II F I 

Item 8 X X N/A N/A 

Additional Item X N/A N/A N/A 

 

Note. N/A = not used; X = weighted on initial factor; F I / II / III = weighted on other factor (i.e. Factor I, II, or III as 

labeled in table).  

 

To keep the factor solution identical on the pre- and post-measures, Items 1 and 6 were 

deleted one-by-one. The scree plot for the pre-survey measure suggested a two-factor solution, 

while the scree plot for the post-survey measure identified a one-factor solution (see Figures 7 

and 8).  
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Figure 7. Scree plot for final eigenvalues on pre-survey measures of Teacher SEL Beliefs. 

 

Figure 8. Scree plot for final eigenvalues on post-survey measures of Teacher SEL Beliefs. 
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Parallel analysis defined a two-factor solution for the pre-survey measure and a one-

factor solution for the post-survey measures (see Table 15). One factor on the pre- and post-

survey measures with a minimum average partial coefficient of .05 / .048 respectively was 

determined with the MAP analysis. 

Table 15  

Eigenvalues Obtained from the Principal Component and Parallel Analyses  

Component / 

Root 

 

PCA 

Pre- / Post-Eigenvalues 

Parallel Analysis 

Means 

1 2.361 / 3.644 1.336 

2 1.530 / 1.172 1.186 

3                     .913 / 1.083 

 

After deletion of Items 1 and 6, the factor solutions on the pre- and post-measures were 

relatively similar (see Tables 16 and 17). 

Table 16  

Factor Pattern and (Structure) Coefficients for Final Two-Factor Solution on Pre-Survey 

Measures of the Teacher SEL Beliefs Rotated to the Direct Oblimin Criterion (delta = 0) (n = 

136) 

Item      Factor I      Factor II       h2 

3. Students’ needs .754 (.746) -.070 (.020)            .561 

4. Administrative support .599 (.600) .006 (.077) .360 

5. SEL instruction .828 (.825) -.028 (.070) .681 

7. Confidence .736 (.740) .037 (.124) .549 

2. Development of my own SEL skills -.124 (-.035) .755 (.741) .564 

9. Teaching improvement .342 (.409) .562 (.602)      .478 

10. Development of my students’ SEL skills -.059 (.040) .840 (.833) 

 

.698 

Factor correlations 

II           .118   

% of variance       33.731 55.590 

 

 

 

Note. Items with factor pattern coefficients above .40 are underlined. Coefficients are ordered based on magnitude 

within a factor. h2 = communality coefficient. 
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Table 17  

Factor Pattern and (Structure) Coefficients for Final Two-Factor Solution on Post-Survey 

Measures of the Teacher SEL Beliefs Rotated to the Direct Oblimin Criterion (delta = 0) (n = 

136) 

Item      Factor I      Factor II      h2 

3. Students’ needs .861 (.787) .191 (-.145) .650 

4. Administrative support .677 (.696) -.050 (-.314) .487 

5. SEL instruction .797 (.847) -.127 (-.439) .731 

7. Confidence .686 (.794) -.277 (-.545) .695 

2. Development of my own SEL skills -.146 (.202) -.888 (-.831) .709 

9. Teaching improvement .296 (.561) -.678 (-.794) .704 

10. Development of my students’ SEL skills .125 (.461) -.860 (-.909) .839 

 

Factor correlations 

II            -.391   

% of variance         52.054 68.792 

 

 

 

Note. Items with factor pattern coefficients above .40 are underlined. Coefficients are ordered based on magnitude 

within a factor.  

 

The reliability coefficients for two-factor solution on both measures of teacher SEL 

beliefs are represented in Table 18. 

Table 18  

Reliability Coefficients for the Pre- / Post-survey Measures of Teacher SEL Beliefs 
 Pre-Survey Post-Survey 

Source Cronbach’s Alpha Cronbach’s Alpha 

Factor I .712 .785 

Factor II .535 .800 

 

Teacher SEL Knowledge and Attitudes Scale 

As it was expected, two-factor solution was obtained on both pre- and post-survey 

measures on the Teacher SEL Knowledge and Attitudes Scale (see Figures 9 and 10).  
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Figure 9. Scree plot for final solution on the pre-survey measures of Teacher SEL Knowledge 

and Attitudes. 

 

Figure 10. Scree plot for final solution on the post-survey measures Teacher SEL Knowledge 

and Attitudes. 
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Parallel analysis defined a two-factor solution for both measures (see Table 19). A two-

factor solutions with a minimum average partial coefficient of .062 / .069 respectively were 

determined with the MAP analysis. 

Table 19  

Eigenvalues Obtained from the Principal Component and Parallel Analyses  

Component/  

Root 

PCA 

Pre-/Post-Eigenvalues 

 

Parallel Analysis  

Means 

1 4.124 / 4.228 1.336 

2 2.107 / 1.967 1.186 

3    .442 /   .532 1.083 

 

Table 20 represents the results on the pre- and post-survey measures of participants’ 

knowledge and attitudes regarding SEL.  

Table 20  

Summary of Exploratory Factor Analysis Results for Pre- / Post-Survey Measures of the 

Preservice Teacher SEL Knowledge and Attitudes (n = 136). Factor Pattern and (Structure) 

Coefficients for Initial Two-Factor Solution Rotated to the Direct Oblimin Criterion (delta = 0)  

Item SEL Attitudes 

Pre / Post 

SEL Knowledge 

Pre / Post 

h2 

4. SEL strategies .822 (.832) / .835 (.843) .040 (.239) / .024 (.275) .694 / .711 

5. SEL for school and life .881 (.853) / .934 (.914) -.117 (.096) / .065 (.216) .740 / .840 

6. SEL and academics .899 (.897) / .896 (.901) -.009 (.209) / .015 (.285) .805 / .812 

7. Everyday teaching .898 (.908) / .824 (.845) .039 (.257) / .068 (.316) .826 / .718 

8. Teachers’ responsibility .833 (.850) / .832 (.823) .070 (.272) / -.031 (.220) .727 / .678 

1. SEL definition .007 (.220) / .001 (.259) .878 (.880) / .856 (.857) .775 / .734 

2. Development of SEL 

skills 

.046 (.268) / -.032 (.243) .916 (.927) / .913 (.903) .861 / .817 

3. SEL implementation -.040 (.180) / .039 (.318) .905 (.895) / .929 (.940) .803 / .885 

    

Factor correlations 

II              .242 / .301   

% of variance          51.556 / 52.844          77.890 / 77.431 

 

 

 

Note. Items with factor pattern coefficients above .40 are underlined. Coefficients are ordered based on magnitude 

within a factor. h2 = communality coefficient. 
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The reliability coefficient for two-factor solution on the pre- and post-survey measures 

are represented in Table 21.  

Table 21  

Reliability Coefficients for the Pre- / Post-survey Measures of Teacher SEL Knowledge and 

Attitudes 
 Pre-Survey Post-Survey 

Source Cronbach’s Alpha Cronbach’s Alpha 

Factor I .885 .884 

Factor II .917 .912 

 

Sample Matching  

Participants were not randomly assigned to groups; instead, they were matched on six 

socio-demographic variables representing age, gender, classification, certification, experience 

working with children, and completion of early childhood courses. Rosenbaum and Rubin (1985) 

proposed matching on the linear propensity score in order to compare the distributions of the 

covariates in the matched treatment and control groups. The Propensity Score matching 

technique was employed to predict whether a participant was in the control or treatment group. 

The Propensity Score was estimated using logistic regression. Sixty-seven participants from the 

control group were matched to 69 participants in the treatment group. Thirty-one participants 

from each group were selected to form a sample of 62 participants. Table 22 represents the 

sample description of two matched cases. 

The covariates used in the Propensity Score matching technique were age, gender, 

classification, certification, four categorical variables representing experience working with 

children, and four categorical variables indicating completion of the early childhood courses. The 

Omnibus Tests of Model Coefficients suggested that the new model (with the covariates 

included) explained more of the variance in the outcome (χ2 = 18.326, df = 9, p = .032) compared 
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to the baseline (null) model. Statistically significant results indicated that the accuracy of the 

model improved when the covariates were added. The Nagelkerke R2 = .168, suggesting that 

approximately 16.8% of the variation in the outcome was explained by the new model. The new 

model correctly classified the outcome for 66.2% of the cases compared to 50.7% in the null 

model, showing significant improvement of the model. 

Table 22  

Description of the Sample Based on the Socio-Demographic Data (n = 62) 

Variable Control Treatment 

Age 
  

    19 1 1 

    20-25 29 29 

    31-40 1 1 

Gender 
  

    Female 31 31 

Classification 
  

    Junior 22 22 

    Senior 9 9 

Certification 
  

    EC-6 4 4 

    EC-6 & Bilingual  3 3 

    EC-6 & ESL 24 24 

Experience with Children 
  

    Some Experience   12 12 

    Field Experience   15 15 

    Teaching Experience   7 7 

Completion of Early Childhood 
  

    IECE    21 21 

    EPA    10 10 

 

Note. IECE = Introduction to Early Childhood Education; EPA = Environmental Processes and Assessment. 

 

Based on the results for the variables in the equation, male participants were 5.17 times 

more likely to be in the treatment group than in the control group. Participants from the treatment 

group were 3.08 times more likely to have the Introduction to Early Childhood Education course 
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completed and 2.41 times more likely to have some experience with children than those in the 

control group.  

The classification plot shows that most of the individual cases / subjects were located in 

the middle area of the plot, indicating that the model predicted a probability of around .5 that a 

participant would be assigned to the treatment group (see Figure 11). The model identified 

gender and completion of the Introduction to Early Childhood Education course as significant 

predictors of being assigned to the treatment group, and the model explained 16.8% of the 

variance in the outcome. However, gender and completion of the Introduction to Early 

Childhood Education course did not predict the performance / outcome of individual students. 

There was substantial individual variability that could not be explained by the covariates.  

 

Figure 11. The frequency of categorizations for different predicted probabilities.  

Power Analysis 

Power Analysis for a Repeated Measures MANOVA was utilized (a) to provide a 

comparison of the value of acquired effect size in the study to the identified earlier predicted 

value of effect size and (b) to draw inferences about the intervention effect, the Power Analysis 
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was conducted after data were collected, and a sample size for the analyses was identified. For a 

minimum total sample size of 62 participants, the type I error rate (α) was set at 0.20; power (1 – 

β) was set at 0.75 to achieve an effect size f of 0.25 (see Figure 12).  

 

Figure 12. Sample size values representing power change for effect size d = 0.5. 

Assumptions 

The Homogeneity of Variance-Covariance Assumption   

The equality of variance across the levels of the independent variable for each dependent 

variable (SEL Environment, Commitment, Knowledge, and Attitudes) was checked by using 

Levene’s test. The results of Levene’s test were not statistically significant for three variables: 

SEL Environment, Knowledge, and Attitudes on both pre- and post-survey measures. The results 

of the Levene’s test on the pre-survey measure were significant for the Commitment variable (p 

= .026). With respect to the commitment variable at post-survey, the results of Levene’s test 

were not statistically significant, p = .220, indicating equality of variance across the groups.  

The Box’s Test of Equality of Covariance Matrices was employed to check the 

assumption of homogeneity of covariance across the groups. Box’s M (7.225) and F (10, 
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17211.155) = .990 were not statistically significant, with p = .753, indicating that the dependent 

variable variance-covariance matrices were equal.  

Multivariate Normality Assumption  

The data were analyzed using SPSS version 24 to check the assumption of multivariate 

normality of four variables (SEL Environment, Commitment, Knowledge, and Attitudes). 

Henson (1999) suggests examining cases of univariate normality first. The univariate normality 

was assessed by the value of kurtosis coefficient and distributional skewness. Table 23 presents 

descriptive distributional statistics for four variables (SEL Environment, Commitment, 

Knowledge, and Attitudes). The variables SEL Environment, Knowledge, and Attitudes were 

negatively skewed, forming an asymmetrical distribution with a long tail to the left. The 

distribution of data on the Commitment variable was positively skewed with a long tail to the 

right. All the kurtosis values were near the expected value of 3.00, which verifies the symmetry.  

Table 23  

Distributional Descriptives for Data on the Measures of Teacher SEL Beliefs, Knowledge, and 

Attitudes 

Variable  n   M       SD         Kurtosis     Skewness 

SEL Environment 62 .000 .795 1.672 -.859 

Commitment 62 .000 .679 -.623 .163 

Knowledge 62 .000 .751 2.682 -.260 

Attitudes 62 .000 .862 .256 -1.084 

 

The Mahalanobis distance (D2) values were evaluated with a chi square distribution, df = 

4, p < .001. Therefore, any case with D2 ≥ 18.467 could be considered a multivariate outlier. The 

lowest D2 = .287 and the highest D2 = 17.342, indicating absence of multivariate outliers.  
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Mahalanobis distances and paired chi square values were plotted in a scattergram. The 

plot formed a relatively straight diagonal line, and the data met the assumption of multivariate 

normality (see Figure 13). 

 

Figure 13. Distribution of the multivariate cases around the group multivariate mean  

(centroid). 

Results of Multivariate Analysis of Variance 

To examine differences in SEL beliefs, knowledge, and attitudes between the treatment 

and control groups on the pre- and post-survey measures, a 2 (group) x 2 (time) repeated 

measures multivariate analysis of variance (MANOVA) was conducted on the four dependent 

variables from the Teacher SEL Beliefs Scale and Teacher SEL Knowledge and Attitudes Scale 

(i.e. SEL Environment, Commitment, Knowledge, and Attitudes). The model analyzed 

differences between participants in the control group (n = 31) versus those in the treatment group 

(n = 31). Table 24 represents the results. 
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Table 24  

Results of 2 x 2 Repeated Measures MANOVA (Group*Time) 

Source Wilks’ Lambda   df      F     p   η2 

Time 1.000 1, 60   .000 1.000 .000 

Time x Group     .994 1, 60   .375   .543 .006 

Surveys     1.000 3, 58   .000 1.000 .000 

Surveys x Group     .861 3, 58 3.111   .033 .139 

Time x Surveys   1.000 3, 58   .000 1.000 .000 

Time x Surveys x Groups   .893 3, 58 2.307   .086 .107 

 

Using the Wilk’s lambda criterion, results indicated that neither the multivariate effect of 

Time, λ = 1.000, F (1, 60) = .000, p = 1.000, η2 = .000, nor the multivariate effect of the Time x 

Group interaction, λ = .994, F (1, 60) = .375, p = .543 with a very small effect size (η2 = .006), 

was statistically significant. There was a statistically significant Surveys x Group effect, λ = .861, 

F (3, 58) = 3.111, p = .033. There was also practical significance with Surveys x Group with a 

large effect size of η2 = .139.  

Post-hoc Descriptive Discriminant Analysis  

As a follow-up to the MANOVA, descriptive discriminant analysis was conducted on 

four variables representing average scores on the measures of the Teacher SEL Beliefs and 

Teacher SEL Knowledge and Attitudes Scales (SEL Environment, Commitment, Knowledge, 

and Attitudes). One discriminant function was extracted. Based on the structure coefficients, the 

discriminant function accounted for 14.2% of the explained variance, and this variance was 

indicated by greater levels of SEL knowledge and attitudes (see Table 25).  
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Table 25  

Wilks’s Lambda and Canonical Correlation for Two Groups 

Function Wilk’s Lambda    χ2       df   p Rc R2c 

1            .858 8.898 4 .064 .377 .142 

 

The standardized discriminant coefficients together with the structure coefficients are 

presented in Table 26.  

Table 26  

Standardized Discriminant Function and Structure Coefficients for the Two Groups 

Variable                      Coefficient                    rs           r2
s 

SEL Environment .398 .289 .083 

Commitment -.042 -.175 .031 

Knowledge .690 .568 .322 

Attitudes -.785 -.619 .383 

 

Note. n = 62. 

 

The group centroid represents the mean of discriminant scores within a group. The group 

centroids were -.401 for the control group and .401 for the treatment group, indicating that the 

dividing line between treatment and control group members is zero, with no obvious 

overlapping. This means that discriminant function separated the two groups well. Based on the 

results, participants from the treatment group outperformed those from the control group. 

Results of the Descriptive Discriminant Analysis 

Sixty-two cases were selected through propensity score matching for this analysis. 

Thirty-one cases from control group were matched to thirty-one cases from the treatment group.  

Data were analyzed on the six course outcome variables: observation paper assignment 

(OP), lesson plan connection assignment (LPC), three assessments (A1, A2, and A3), and final 

exam (FE). One discriminant function was obtained. In examining the canonical discriminant 
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function, there was a medium canonical correlation (.495) with an effect size of R2
c = 24.5%. 

Table 27 represents these findings. 

Table 27  

Wilks’s Lambda and Canonical Correlation for Two Groups 

Function Wilk’s Lambda χ2 df p Rc R2
c 

1 .755 15.989 6 .014 .495 .245 

 

Standardized discriminant function coefficients and structure coefficients were examined 

to determine what variables contributed to the group differences. Table 28 represents both sets of 

coefficients for all analyses. 

Table 28  

Standardized Discriminant Function and Structure Coefficients for the Two Groups 

Scale            Coefficient                         rs                      r2
s 

Function 1 
   

    OP -.390 -.063 .004 

    LPC .964 .772 .596 

    A1 -.435 -.084 .007 

    A2 .127 .316 .099 

    A3 .423 .369 .136 

    FE -.004 .315 .099 

 

Note. OP = Observation Paper Assignment; LPC = Lesson Plan Connection Assignment; A1, A2, A3 = Assessments 

1-3; EF = Final Exam. 

 

Lesson Plan Connection (LPC) explained 59.6% of the effect. The assessment 3 variable 

(A3) explained 13.6% of the effect by itself, while Assessment 2 (A2) and Final Exam (FE) 

accounted for 9.9% by itself. Assessment 1 (A1) can explained .7% of the effect by itself, and 

Observation Paper (OP) explained 0.4% of the effect by itself. The discriminant function was 

heavily weighted on the Lesson Plan Connection (LPC). More specifically, participants in 

control group scored higher on the LPC assignment than participants in the treatment group. The 
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group centroids were .560 and -.560, indicating that the control group outperformed the 

treatment group. 

Summary 

This chapter consisted of a detailed presentation of the results of this study, which used 

(a) exploratory factor analysis to check the model structure, (b) MANOVA analysis to find the 

interaction effect between two time measures (pre- / post -) and two types of groups (control and 

treatment), (c) descriptive discriminant analysis (DDA) run as a post-hoc to MANOVA, and (d) 

descriptive discriminant analysis (DDA) to find group differences on six one-time measures of 

course outcomes. Factors on two scales (i.e. Teacher SEL Beliefs and Teacher SEL Knowledge 

and Attitudes) were extracted and defined. Scree plots, results of Parallel Analysis, and MAP 

approaches were examined to finalize factor solutions for the model. Four factors were obtained 

and were used as dependent variables in MANOVA and DDA (post-hoc analysis). Chapter 5 

includes conclusions of this study, a comparison of the findings in my study to other relevant 

research studies, and recommendations for future research. 
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CHAPTER 5 

DISCUSSION 

  The purpose of this study was to increase preservice teachers' knowledge and to develop 

appropriate beliefs and attitudes about social and emotional learning through course lectures. For 

this purpose, practical SEL strategies were combined with classroom-based video examples, 

scenarios, and roleplaying. The SEL strategies and activities were aligned with the objectives of 

the Nurturing Children's Social Competence course. Classroom-based video examples, scenarios, 

and roleplaying were used to extend/enhance content of course lectures. The practical strategies 

served to promote the SEL competencies of preservice teachers, while classroom-based activities 

and resources served to increase preservice teachers' knowledge of the Learning Context. The 

following research questions investigated for the purpose of this study: 

  (1) At pre- and post-survey, do students participating in the revised/modified Nurturing 

Children’s Social Competence class score higher on the Teacher SEL Beliefs Scale as 

compared to a control group in the traditional Nurturing Children’s Social 

Competence class? 

  (2) At pre- and post-survey, do students in the treatment group score higher on the 

Teacher SEL Knowledge and Attitudes Scale as compared to a control group? 

  (3) Do students in the treatment group score higher on the monthly course assessments 

and the final exam, which center on SEL constructs, as compared to a control group? 
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Summary of the Findings 

Preservice Teacher SEL Beliefs 

The exploratory factor analysis resulted in two relatively independent and reliable scales: 

SEL Environment (schoolwide integration of SEL) and Commitment (desire to participate in 

SEL training and teaching). There was no methodological or empirical support for the inclusion 

of a third factor related to preservice teachers’ SEL beliefs regarding teaching practice and 

school culture. One item for the third factor was negatively stated, so it was reversed. On the 

post-survey, this reversed item was loaded on the third factor by itself. For methodological and 

practical reasons, this item was deleted from the analysis.  

Although this factor was not included in the current study, Brackett et al. (2012) and 

Collier et al. (2015) found the Culture factor to be well defined and reliable in their measure of 

inservice teachers’ SEL beliefs. In this study with preservice teachers, the Culture factor was 

weak and irrelevant to them. Although SEL culture was defined in past studies of inservice 

teachers’ SEL beliefs, there was variability in their findings. Collie et al. (2015) attributed this 

variability to the differences in school-level support and principal’s leadership style. 

After factor reextraction, two items were inconsistently loaded on pre- and post-survey 

data. On the pre-survey data, these items loaded on the factor Commitment, while on the post-

survey data they moved to the first factor. In addition, one item (i.e. “The culture in my school is 

likely to support the development of children’s social and emotional skills”) related to the 

schoolwide culture, which preservice teachers (prior to early field experience and student 

teaching) may struggle to identify with because of lack of experience working as a teacher / 

instructor of record in a real world school setting. The second item (i.e. “Informal lessons in 

social and emotional learning will be part of my regular teaching practice”) pertained to teaching 
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experience in real world classroom settings. Preservice teachers may have difficulty relating this 

item to themselves because of not having been a teacher in their own classroom. It would be 

interesting to follow these treatment group students during early field placement and student 

teaching and examine at what extent they use SEL instruction in the classroom.  

These findings are similar to those found in other research on SEL in teacher preparation 

(Jennings, 2011; Schonert-Reichl et al., 2015). The past studies identified a gap in teacher 

preparation programs in which instruction in SEL alone is not enough without appropriate field 

experiences. In addition, preservice teachers have no opportunity to apply what they have 

learned about SEL.  

In order to build a strong model with the same factor structure on pre- and post-measures, 

the two items described above were removed from the model. The final factor reextraction 

resulted in a two-factor model, with the new factor SEL Environment and the carry-over factor 

Commitment. The carry-over factor reflected the initial Factor II Commitment in the models 

from Bracket et al. (2012) and Collie et al. (2015). 

The low correlation coefficients among the factors in this study and prior studies by 

Bracket et al. (2012) and Collie et al. (2015) suggests that these factors may yield different 

patterns of responses from preservice teachers. For example, preservice teachers who are more 

committed to improve their professional development by participating in the training sessions 

may not necessarily feel competent in providing SEL instruction and taking care of the social 

and emotional needs of their students. This assertion goes along with findings in a study by 

Bracket et al. (2012) in which teachers (a) exhibited low expectations for their efforts at 

integrating SEL in their classroom instruction and (b) felt uncomfortable teaching SEL content. 

These teachers were thus less likely to implement the SEL with quality and fidelity. In addition, 
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Bracket et al. (2012) came to the conclusion that different profiles of inservice teachers’ SEL 

beliefs possibly emerged (i.e. high in comfort, low in commitment, and high in culture). This 

possibility was not examined in the Bracket et al. (2012) study or in the current study of 

preservice teachers’ SEL beliefs.  

Collier et al. (2015) identified three SEL belief profiles of teachers indicating the 

presence of different levels of comfort and perceived support for SEL among inservice teachers. 

Interestingly, they did not find differences in the teachers’ commitment to SEL, including 

teacher support of SEL. This finding connects to the findings in the current study on preservice 

teachers’ commitment to SEL. In the current study, as in the prior study, there was no variability 

between the treatment and control group in their change in commitment to SEL.  

Even though SEL beliefs did not predict treatment / control group differences, there were 

statistically significant differences in the development of SEL beliefs within each group. 

Preservice teachers in both groups highly believed that creating a SEL environment in the 

classroom and schoolwide is essential. This finding aligns well with the findings in the study of 

Collie et al. (2015) in which inservice teachers had positive SEL beliefs toward the importance 

of SEL. This belief attributed to growing awareness of SEL gained from various internal and 

external sources of information. 

In the current study, preservice teachers’ gains in their beliefs about the importance of 

learning more about social and emotional skill development  (in themselves and their students) 

did not significantly differ between the treatment and control groups. Also, the groups had 

similar change in what they believed about their willingness to improve their own ability of 

teaching social and emotional skills to their students. The two-factor model that was developed 

in this study, which was shown to be reliable, might be employed in future studies and / or in 
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teacher preparation programs to assess preservice teachers’ beliefs about SEL in order to 

evaluate program effectiveness in promoting desired SEL beliefs. 

Preservice Teacher SEL Knowledge and Attitudes 

The exploratory factor analysis yielded a two-factor model (the Knowledge factor and 

Attitudes factor) with identical item loadings (pre- and post-) and highly reliable factors. This 

result was expected and consistent with the initial model from Buchanan et al. (2009).  

The current findings indicate that preservice teachers in the treatment group 

outperformed preservice teachers from the control group. These differences were primarily 

associated with the Knowledge and Attitudes variables and were most likely due to the additional 

SEL strategies and activities that the treatment group was exposed to. While preservice teachers 

in the control group were exposed to traditional Nurturing Children’s Social Competence course 

content on the social and emotional development of young children, preservice teachers in the 

treatment group received additional / special SEL strategies and activities. As a result, preservice 

teachers in the treatment group became more knowledgeable about (a) the development of SEL 

skills in young children, (b) SEL strategies in implementing SEL skills with young children, and 

(c) definition of SEL in general. In addition, preservice teachers in the treatment group 

developed stronger attitudes toward implementation of SEL strategies in the classroom and the 

importance of SEL in promoting their students’ school and life successes.  

There was a statistically significant difference in each group’s achievement of desired 

SEL knowledge and attitudes. Both groups had positive changes in their knowledge and 

attitudes. However, preservice teachers in the treatment group showed higher gains as compared 

to those in the control group. The two-factor model validated in this study might be further 
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utilized in the studies of preservice teachers’ SEL knowledge and attitudes as described 

previously with respect to SEL beliefs.  

Course Assessments and Assignments 

The course outcomes were measured with two assignments, three formative assessments, 

and a final exam that were offered to preservice teachers during the course. One of the 

assignments, the observation paper assignment (OP), did not affect the outcomes of the two 

groups. The lesson plan connection assignment (LPC) was the major course outcome that 

defined group differences.  

The difference on the LPC course outcome was expected. It was also expected that the 

treatment group would score higher. Even though the treatment group had additional practice 

developing the components of the LPC, participants in the control group scored higher on this 

particular course assignment. This can be explained by the necessary modification of the LPC 

assignment for the treatment group, which made their lesson plan procedure slightly more 

advanced compared to that of the control group. Control group participants had the freedom to 

choose or develop their own steps for their lesson plan procedure section, while participants in 

the treatment group were required to follow the specific steps of the skill-building process when 

developing their lesson plan procedure. With this added requirement / limitation placed on them, 

some treatment group students had difficulty applying the specified procedure steps.  

Oftentimes, the last step, which was a follow-up step, was missing from many treatment 

group students’ lesson plan procedures. For some reason, they had difficulty planning extension 

activities connected to their SEL topic to send home or implement in the classroom. In addition, 

they did not consider it essential for skill-building purposes to reinforce a skill after the initial 

lesson, and they did not see the value in collaborating with parents when teaching a new skill by 
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having students engaged in additional practice at home. In short, they seemed to be lacking a 

concept of the importance of continued reinforcement / practice and family involvement.  

There were some interesting differences between the treatment and control groups on 

measurements that did not include additional SEL content as covered with the treatment group. 

These measurements included assessments 1 through 3, and the final exam. The control group 

outperformed the treatment group on the Assessment 2, Assessment 3, and the final course exam. 

Because additional SEL content was not included in these course outcomes (assignments 1 

through 3, and the final exam), there may be some other predictors beyond the treatment 

condition accounting for these results.  

All of these course outcomes (assessments 1 through 3 and the final exam) were course 

assessments using multiple-choice test items. Students had a limited amount of time to complete 

these assessments. Some of the treatment group students did not submit one of these three 

assessments on time, which resulted in a missing grade for these students. Another contributing 

factor could be that some treatment group students may not have revised the content / material 

being tested before the test as the instructor had suggested to them. This could have resulted in a 

lower test performance. This inference is based on students’ overall performance during the 

semester and their comments made to the course instructor. In other words, there may have been 

prior differences between these intact groups that could not be controlled by the researcher. The 

instructor’s impression was that, overall, the control group students appeared to be more 

responsible and diligent than the treatment group students in their work across the whole 

semester.   
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Conclusions and Implications 

  The purpose of this study was (a) to increase preservice teachers' knowledge and to 

develop appropriate beliefs and attitudes about social and emotional learning, (b) to show how 

knowledge from the Cultivating Awareness and Resilience in Education (CARE) for Teachers 

program can be used to increase SEL competencies of preservice teachers, and (c) to show how 

knowledge from the Social-Emotional Learning and Character Development Certificate program 

can be used to increase SEL competencies of preservice teachers and preservice teachers' 

knowledge of the Learning Context.  

Data-Based Conclusions and Implications 

  In this study, the author posited that Social and Emotional Learning was an appropriate 

framework to support the development of the social and emotional competencies in preservice 

teachers. The framework draws on previous research to classify and synthesize practical social-

emotional learning strategies that are most conducive to classroom implementation (CASEL, 

2016; Hagen, 2013; Schonert-Reichl et al., 2008; Weissberg et al., 2013; Zins et al., 2004). The 

author argued that this framework’s organization provides a simple-to-integrate structure that 

accounts for two domains of teacher’s SEL competencies: Self-Awareness and Self-

Management. In addition, this framework’s organization integrates the Learning Context teacher 

education program standard by emphasizing the domains of School-Family Partnerships and 

Classroom Context. Such a framework is universal because it can be integrated in any teacher 

education program at any program level. 

  The study focused on describing the effect of preservice training in social and emotional 

learning on EC-6 teachers’ beliefs, knowledge, and attitudes toward integration of social and 

emotional learning context in the classroom. The pre- and post-study surveys were administered 
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in order to assess the current state of preservice teachers’ beliefs about SEL, attitudes toward 

SEL in general, and perceptions regarding the application and use of SEL strategies in the 

classroom.  

  One of the most relevant findings was that preservice teachers in the treatment group 

gained greater knowledge about SEL in general, the development of SEL skills in young 

children, and implementation of the SEL strategies in the classroom. The SEL general 

knowledge finding was based on the preservice teachers’ performance on the measure of the SEL 

Knowledge variable, while the SEL skill and strategy implication findings were based on 

preservice teachers’ performance on both the SEL Knowledge and SEL Attitudes measures. 

Also, according to the results of the current study, preservice teachers in the treatment group 

developed more positive attitudes toward implementation of SEL strategies and the importance 

of teaching social and emotional skills to young children. This finding is based on the measure of 

the SEL Attitudes variable.  

  Based on the findings described above, the following data-based implications and 

recommendations can be made: 

1. SEL lesson plans 

In order to maximize their SEL learning, preservice teachers need experience with 

(a) selecting activities appropriate to teaching social and emotional skills to young 

children and (b) creating topic-based lesson plans that incorporate the steps of 

SEL skill-building process and SEL pedagogical techniques to foster skill 

development.   

2. Skill-building process 
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To overcome the difficulty level inherent in writing SEL lesson plan procedures, 

preservice teachers need to focus on the procedure / sequence of the skill-building 

process and have extra practice developing the steps of the skill-building process. 

3. Teacher training 

In order to fill the gaps associated with SEL content as described in the literature, 

early childhood teacher education programs need to directly address that content. 

Adding special activities and strategies helps to improve SEL learning.  

Observation-Based Impressions and Implications 

  In addition to the data-driven findings, the researcher / instructor observed some 

interesting outcomes not directly measured in this study. Improvements in the selection of 

appropriate teaching strategies and generation of topic-based lessons on SEL content were found 

in the treatment group during the course of this study. Most of the participants in the treatment 

group seemed to perceive the importance of integrating SEL content into teacher preparation and 

inservice training and were successful in applying SEL content to generate lesson plans. Steady 

progress was observed throughout the SEL workshops as treatment group students cooperatively 

developed and presented SEL lesson plans.   

Based on the presence of diversity-related content and parent-child home activities in 

preservice teachers’ original SEL lesson plans, participants in the treatment group seemed to 

recognize the value of being self-aware when (a) teaching SEL skills to diverse student 

populations and (b) working with parents. They also seemed to acknowledge the importance of 

teaching some "uncomfortable" SEL topics such as grief, depression, parental divorce, cultural 

diversity, bullying, etc. This was especially evident in class discussions during the small-group 



 

 

121 

 

SEL lesson plan presentations to the whole class. Thus, the benefits gained by the treatment 

group go beyond what was directly measured in the study. 

One of the data-based implications of this study is that it is not enough just to know what 

social and emotional skills are in general. One also must know how to teach these skills to young 

children and how to integrate SEL strategies in everyday teaching. Based on her personal 

observations of the SEL workshop presentations and lesson plan development in the treatment 

group, the author also developed the following list of practical strategies and recommendations:  

1. Teacher-teacher collaboration 

Preservice teachers need to collaborate with their peers / colleagues by sharing 

ideas and providing constructive feedback regarding implementation of SEL 

strategies in the classroom. This recommendation is based on the instructor’s 

observations of the SEL workshops presented by the treatment group participants. 

Preservice teachers appeared to be most successful when they had high levels of 

idea exchange. 

2. Teacher-student interaction 

Preservice teachers need to be exposed to the experience of interacting with 

children in order to (a) find strengths and weaknesses of implementation of SEL 

strategies in their lesson plans, and (b) improve their skills of teaching social-

emotional learning curriculum. This recommendation stands on the instructor’s 

observations of the treatment group participants’ lesson plan development. The 

preservice teachers would have benefited from the opportunity to actively 

implement their original lesson plans in the field, which they were not able to do 
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in this course used in this study. What they learned seemed to be limited by the 

fact that there was no field component to the course. 

3. Developmentally appropriate practice and emergent curriculum 

Preservice teachers need to learn how to (a) adjust activities to the needs of 

students and (b) address “sensitive” topics (i.e. bullying, parental divorce, grief, 

depression, etc.) at an age-appropriate level. This recommendation came out of 

the observations of the SEL workshop presentations and follow-up discussions. 

Instructor / researcher pre-selection of relevant children’s literature, SEL small 

group lesson plan presentations, and follow-up discussions of these presentations 

directly focused preservice teachers’ attention on how to provide for young 

children’s needs and the feasibility / desirability of including sensitive issues in 

the school curriculum. 

4. Promotion of SEL  

There is a need to involve parents, teachers, administrators, researchers, community 

members, and other individuals with educative concerns for students to ensure 

further promotion and use of SEL. The last implication derives from the instructor’s 

observations of preservice teachers’ lesson plan development and presentations. 

Again, SEL lesson implementation in the field would have allowed preservice 

teachers to experience the benefits of fostering such connections with these 

stakeholders. 

Future Recommendations 

Multiple factors contribute to the development of social-emotional learning competencies 

of teachers. In recognition of these factors, this study assessed preservice teachers’ knowledge, 
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beliefs, and attitudes regarding social-emotional learning in the following areas: (1) preservice 

teachers’ understanding of SEL, (2) preservice teachers’ beliefs about the development of SEL 

competencies in young children and the implementation of SEL strategies in the classroom 

curriculum, and (3) preservice teachers’ readiness to use SEL strategies and mindfulness in the 

classroom.  

This study has important implications for future studies of early childhood educators’ and 

elementary school educators’ preparation by providing theoretical and practical approaches for 

integrating social-emotional learning concepts into the school curriculum. It provides evidence 

on program effectiveness and what aspects of the program account most for this effectiveness. It 

may also help solve the problem of how best to develop students’ social and emotional 

competencies by providing teaching strategies and practices with proven effectiveness. Overall, 

for the reasons discussed above, this research makes a contribution to the knowledge base in the 

science and practice of SEL in preservice teacher education. 

Future research should further explore implementation of SEL within preservice teacher 

preparation programs and include the assessment of possible longitudinal qualitative differences 

in teachers’ SEL experiences during the first year of teaching. Future studies should follow the 

participants to see whether they continue to use the SEL strategies that they learned as preservice 

teachers with their own students as inservice teachers. My recommendation to future researchers 

would be to include this next step in the research process. If teacher education programs offer 

preservice teachers courses on SEL, it is likely that these preservice teachers will be more 

successful in teaching SEL skills to their students. Future research should also examine whether 

preservice teacher beliefs and attitudes regarding SEL change over time as students move from 

preservice to inservice teaching. Because SEL relates to classroom culture, future studies might 
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look at the curriculum and teachers’ beliefs and attitudes about SEL based on racial / ethnic 

differences of the teachers and students.  
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APPENDIX A 

SURVEY OF PRESERVICE TEACHER KNOWLEDGE, BELIEFS, AND ATTITUDES 

ABOUT SOCIAL AND EMOTIONAL LEARNING



 

 

126 

 

Survey of Preservice Teacher Knowledge, Beliefs, and Attitudes about Social and 

Emotional Learning 

I have signed the Informed Consent Form agreeing to participate in the study of this course, 

“Social and Emotional Learning and Preservice Teacher Education: Assessing Preservice 

Teachers’ Knowledge, Beliefs, and Attitudes,” that has been approved by Institutional Review 

Board at University of North Texas. I understand that my responses to this questionnaire are 

voluntary and that I can choose not to answer certain questions. Furthermore, I understand that I 

will not be identified by name in any research or publications resulting from this study.   

 

 

Socio-Demographic Information Form 

 

First Name: _____________________________ 

Last Name: _____________________________ 

Signature: ______________________________________ 

Date: ________________ 

 

Campus Contact Information 

Email: ___________________________    Phone: ______________________________ 

Address: 

_____________________________________________________________________________ 

City: _________________________   State: ______________________   Zip: ______________ 

 

Home address Information 

Address: 

_____________________________________________________________________________ 

City: _________________________   State: ______________________   Zip: ______________ 
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Age: 

_____ 18 or younger 

_____ 19     

_____ 20-25     

_____ 26-30    

_____ 31-40     

_____ 40-55     

_____ Over 55 

Gender: 

_______ Female      _______ Male 

Classification: 

_____ Sophomore     _____ Junior      _____ Senior 

Certification Options: 

_____ EC-6   

_____ EC-6 & Bilingual    

_____ EC-6 & ESL    

_____ Other     

_____ No certification 

Experience With Children: 

_____ Some experience    

_____ Field experience  

_____ Teaching experience    

_____ No experience 

Completion of Early childhood Courses: 

_____ EDEC 3613    

_____ EDEC 4243    

_____ EDEC 3613 & 4243    

_____ Retaking EDEC 4633  

 

Thank you for completing this personal profile. Please respond to the attached survey as well. 
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Social and Emotional Learning (SEL) Beliefs Scale for  

Preservice Teachers 

Author: Inna N. Dolzhenko.  

Adapted from Brackett et al., 2012. 

 

Please read the following definition: 

 

Social and Emotional Learning (SEL) refers to the development of skills related to recognizing and managing 

emotions, developing care and concern for others, establishing positive relationships, making responsible decisions, 

and handling challenging situations constructively. 

 

With this definition in mind, please read the following statements and think about how true each is for YOU as you 

get your first teaching job. 

Rate the extent to which you agree or disagree with each statement. 

 

Completely check out the box that corresponds with your response. 

 

  Strongly 

Disagree 

Disagree Neither Agree 

nor Disagree 

Agree Strongly 

Agree 

 Question 1 2 3 4 5 

1 The culture in my school is likely to support the 

development of children’s social and emotional 

skills. 

     

2 I would like to attend a workshop to develop my 

own social and emotional skills. 

     

3 Taking care of my students’ social and emotional 

needs will come naturally to me. 

     

4 My principal is likely to create an environment 

that promotes social and emotional learning for 

our students. 

     

5 I will be comfortable providing instruction on 

social and emotional skills to my students. 

     

6 Informal lessons in social and emotional learning 

will be part of my regular teaching practice. 

     

7 I will feel confident in my ability to provide 

instruction on social and emotional learning. 

     

8 My principal is likely to not encourage the 

teaching of social and emotional skills to students. 

     

9 I will be willing to improve my ability to teach 

social and emotional skills to students. 

     

10 I will be willing to attend a workshop to learn 

how to develop my students’ social and 

emotional skills. 
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Social and Emotional Learning (SEL) Knowledge Scale for  

Preservice Teachers 

Author: Inna N. Dolzhenko.  

Adapted from Buchanan et al., 2009. 

 

Social and emotional learning (SEL) refers to the process by which individuals acquire knowledge and skills to 

help navigate through life’s challenges. Knowledge and skills learned include self-awareness, social awareness, 

recognition and self-regulation of emotions, relationship skills, empathy, and responsible decision-making. 
 

Please check out the box that indicates appropriate number. 1 = not knowledgeable, 5 = very knowledgeable. 

 

 Question 1 2 3 4 5 

1 To what extent are you knowledgeable of (familiar with) the term “social and 

emotional learning” or SEL?” 

     

2 To what extent are you knowledgeable about the development of social and 

emotional skills in young children? 

     

3 To what extent are you knowledgeable about SEL strategies and skill in 

implementing them with young children? 

     

 

Social and Emotional Learning (SEL) Attitudes Scale for  

Preservice Teachers 

Author: Inna N. Dolzhenko.  

Adapted from Buchanan et al., 2009. 

Please indicate whether you agree or disagree with the following statements. 

  Strongly 

Disagree 

Disagree Neither Agree 

nor Disagree 

Agree Strongly 

Agree 

 Question 1 2 3 4 5 

1 SEL strategies should be implemented in the 

classroom. 

     

2 It is important for students to have social and 

emotional skills to be successful in school and 

life. 

     

3 Social and emotional learning enhances academic 

outcomes. 

     

4 I will implement the SEL strategies in my 

everyday teaching. 

     

5 Teachers should be responsible to implement 

social and emotional strategies in their classroom. 
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APPENDIX B 

COURSE CALENDAR FOR CONTROL AND TREATMENT GROUPS 
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EDEC 4633 Course Calendar 

Nurturing Children’s Social Competence 

(Control Group – Traditional Instruction) 

Class 

Session 
Discussion Topic 

Reading 

Assignment 

(to be read 

prior to class) 

On-Line Assignment 

(due at 11:59 p.m.) 

1 
Course Orientation 

Making a Difference in Children’s Lives 
Chapter 1 

Discussion Article 

Group Presentations Assigned in Class 

2 
Making a Difference in Children’s Lives 

CDL Tour 
Chapter 1  

3 
Building Positive Relationships through 

Nonverbal Communication 
Chapter 3  

4 
Promoting Children’s Developing Sense of 

Self through Verbal Communication 
Chapter 4 

Getting to Know You 

Form Due 

5 
Supporting Children’s Emotional 

Development and Learning 
Chapter 5  

6 Building Resilience in Children Chapter 6 

Discussion 1 Article Group 

Presentation 

Czerwonka & Luna (2013) 

Clicker Participation Begins 

7 
Play as a Context for Social Development 

and Learning 
Chapter 6 

Discussion 2 Article Group 

Presentation 

Derman-Sparks (2009) 

8 
Independent Study and Review of Course 

Materials Day 
 Assessment 1 Due 

9 
Play as a Context for Social Development 

and Learning 
Chapter 7  

10 
Supporting Children’s Peer Relationships 

and Friendships 

Chapter 8 

 
 

11 
Influencing Children’s Social Development 

by Structuring the Physical Environment 
Chapter 9 

Discussion 3 Article Group 

Presentation 

Wilde (2012) 
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12 
Influencing Children’s Social Development 

by Structuring the Physical Environment 

Chapter 9 

 

Lesson Plan Connection Book 

Selections Due 

13 
Communicating Expectations and Rules 

APA Overview 
Chapter 10 

Discussion 4 Article Group 

Presentation 

Gartrell (2007) 

14 Communicating Expectations and Rules Chapter 10  

15 Implementing Solutions and Consequences  Chapter 11  

16 
Independent Study and Review of Course 

Materials Day 
 Assessment 2 Due 

17 Implementing Solutions and Consequences Chapter 11  

18 Handling Children’s Aggressive Behavior Chapter 12 

Discussion 5 Article Group 

Presentation 

McDonald (2011) 

19 Handling Children’s Aggressive Behavior 
Chapter 12 

 

Discussion 6 Article Group 

Presentation 

Ray & Jat (2010) 

20 Handling Children’s Aggressive Behavior 
Chapter 12 

 

Discussion 7 Article Group 

Presentation 

Fuller (2008) 

21 Promoting Prosocial Behavior Chapter 13  

22 
Independent Study and Review of Course 

Materials Day 
 Assessment 3 Due 

23 Promoting Prosocial Behavior 
Chapter 13 

 

Discussion 8 Article Group 

Presentation 

Goss (2009) 

24 
Independent Study and Review of Course 

Materials Day 
 Observation Paper Due 

25 
Fostering Healthy Attitudes about Sexuality 

and Diversity 
Chapter 14 

Discussion 9 Article Group 

Presentation 

Salman & Walker (2011) 

26 
Fostering Healthy Attitudes about Sexuality 

and Diversity 

Chapter 14 

 
 

27 
Lesson Plan Connection In-Class 

Presentations 
 Lesson Plan Connection Due 
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28 
Lesson Plan Connection In-Class 

Presentations 
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EDEC 4633 Course Calendar 

Nurturing Children’s Social Competence 

(Treatment Group – Special SEL Strategies) 

Class Discussion Topic 

Reading 

Assignment 

(to be read prior 

to class) 

SEL Content Mindfulness 

On-Line Assignment 

(due at 11:59 p.m.) 

1 
Course Orientation 

Making a Difference in Children’s Lives 
Chapter 1 

Introducing Social and Emotional Learning 

Standards For Creating a Positive Classroom 

Environment 

 Discussion Article 

Group Presentations Assigned in 

Class 

2 
Making a Difference in Children’s Lives 

CDL Tour 
Chapter 1 

Skill-Building Process 

Pedagogical  

Techniques to Foster Skill Development 

Four “R’s” 

Introduction 

Focused Attention 
 

3 

Building Positive Relationships through 

Nonverbal Communication 

 

Chapter 3 

Group Building: Speaker Power 

Sharing Circle: Listening Position, 

Following Directions 

Mindful Listening 1 

 

4 
Promoting Children’s Developing Sense 

of Self through Verbal Communication 
Chapter 4 

BEST Concept: Be Your BEST 

Speech/Tone of Voice 

SEL Tool Box 

Mindful Listening 2 
Getting to Know You 

Form Due 

5 
Supporting Children’s Emotional 

Development and Learning 
Chapter 5 

Feelings Identification 

Trigger Situations 

Positive Emotions: 

Experiencing Joy and 

Happiness 

 

6 
Supporting Children’s Emotional 

Development and Learning 
Chapter 5 

Feelings Fingerprints 

Keep Calm Center 

Mindful Breathing 1 Discussion 1 Article Group 

Presentation 

Czerwonka & Luna (2013) 

7 Building Resilience in Children Chapter 6 

Trigger Situations and Physical Signs of 

Stress 

Caring Practice 

 

Discussion 2 Article Group 

Presentation 

Derman-Sparks (2009) 

REEF Participation Begins 

8 SEL Workshop 

Lesson Plan 

Group 

Presentations 

Integration of SEL into Classroom 

Curriculum  

Teaching SEL Skills 

 

Assessment 1 Due 

9 
Play as a Context for Social 

Development and Learning 
Chapter 7 

Identifying Feelings in Self and Others: 

Moods & Emotions 

Bell Activity 
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10 
Supporting Children’s Peer 

Relationships and Friendships 

Chapter 8 

 

Friendship Skills 

Selecting/Caring for Friends 

Caring Practice 
 

11 

Influencing Children’s Social 

Development by Structuring the 

Physical Environment 

Chapter 9 

Problem Diary 

Problem-Solving Corner 

Body Scan 
Discussion 3 Article Group 

Presentation Wilde (2012) 

12 

Influencing Children’s Social 

Development by Structuring the 

Physical Environment 

Chapter 9 

 
Keep Calm Place 

Setting Intention 
Lesson Plan Connection Book 

Selections Due 

13 
Communicating Expectations and Rules 

APA Overview 
Chapter 10 FIG TESPN Strategies 

3 Breaths Discussion 4 Article Group 

Presentation Gartrell (2007) 

14 
Communicating Expectations and Rules 

 
Chapter 10 Giving/Receiving Praise 

Mindful Wait Time 
 

15 
Implementing Solutions and 

Consequences  
Chapter 11  

Child Interview 
 

16 SEL Workshop 

Lesson Plan 

Group 

Presentations 

Integration of SEL into Classroom 

Curriculum 

Teaching SEL Skills 

 

Assessment 2 Due 

17 
Implementing Solutions and 

Consequences 

Chapter 11 

 

Personal Strengths: Self-Praise Mindful Walking 
 

18 
Handling Children’s Aggressive 

Behavior 
Chapter 12 

Anger Triggers, Trigger Journal 

Giving Constructive Criticism 

Self-Control: Hitting 

Emotional Journal Discussion 5 Article Group 

Presentation 

McDonald (2011) 

19 
Handling Children’s Aggressive 

Behavior 

Chapter 12 

 

Problem Solving Skills Body Scan Discussion 6 Article Group 

Presentation Ray & Jat (2010) 

20 
Handling Children’s Aggressive 

Behavior 

Chapter 12 

 

Keep Calm & BEST Nonjudgmental 

Awareness 

Discussion 7 Article Group 

Presentation Fuller (2008) 

21 Promoting Prosocial Behavior 
Chapter 13 

 

Decision Making Skills 

BEST 

Scripts 
 

22 SEL Workshop 

Lesson Plan 

Group 

Presentations 

Integration of SEL into Classroom 

Curriculum 

  Teaching SEL Skills 

 

Assessment 3 Due 

23 Promoting Prosocial Behavior 
Chapter 13 

 

Teamwork Skills 

Asking for/Giving Help 

Centering Discussion 8 Article Group 

Presentation Goss (2009) 

24 
Fostering Healthy Attitudes about 

Sexuality and Diversity 
Chapter 14 

Garden of Differences Mindful Awareness Discussion 9 Article Group 

Presentation 

Salman & Walker (2011) 

25 SEL Workshop 

Lesson Plan 

Group 

Presentations 

Integration of SEL into Classroom 

Curriculum 

Teaching SEL Skills 

 

Observation Paper Due 
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26 
Fostering Healthy Attitudes about 

Sexuality and Diversity 

Chapter 14 

 

 Mindful Eating 
 

27 
Lesson Plan Connection In-Class 

Presentations 
 

  Lesson Plan Connection Paper 

Due (printed copy in-class 

submission) 

 

Lesson Plan Connection Paper 

Due (online submission) 

  

28 
Lesson Plan Connection In-Class 

Presentations 
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APPENDIX C 

GROUP LESSON PLAN TEMPLATE 
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Group Lesson Plan 

 

CLASSROOM RESOURCES  

Provide a rational for use of each resources in the classroom. 

Children’s Book (author, 

date, title, publisher): 
 

Teacher Resource Books 

(author, date, title, 

publisher): 

 

Web site (URL):  

 

STUDENT OBJECTIVES  

Student objectives relate to what the child will do during your activity and should begin with the phrase, “The student will be able to…” You must provide at least 

5 objectives. Objectives should include action verbs, and be observable and measurable. A list of suggested action verbs is provided on Blackboard. 

Student Objectives:  

 

THE BASICS  

Complete the following. Be creative when choosing the title of your activity. Doing so will make the activity more appealing to children. Choose a manageable 

group size for 1 teacher and a developmentally appropriate length of time for your activity. 

Group:  

Grade Level:  

SEL Skill(s)  

Title of Activity:  

Group Size:  

Length of Activity:  
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ESSENTIAL QUESTIONS & NEW VOCABULARY  

Essential questions are questions you ask children at the onset of your activity; they are not questions you ask about the book you are using. They must be open-

ended and provoke interest and thought. You must also incorporate developmentally appropriate vocabulary words and their definitions into your activity. These 

are new words unfamiliar to children in your grade level. Questions and vocabulary words must be positive in nature. You must provide at least 5 questions and 5 

vocabulary words. 

Essential Questions:  

Vocabulary and 

Definitions: 
 

 

VOCABULARY ACTIVITIES  

The vocabulary activities are based on Morzano’s six-step procedure. Identify the materials needed and exactly what the children will do during each step. Be 

specific and number the steps. 

Materials Needed:  

Steps:  

 

PROCEDURE  

The procedure includes the materials needed and exactly what the children will do during the lesson. Be specific and number the steps. 

Materials Needed:  

Steps:  
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CONNECTIONS  

Answer the following question. Your answer should be presented in essay/paragraph form. 

What topic(s) from our 

class discussions and/or 

textbook supports the 

theme of this children’s 

book?  
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APPENDIX D 

SOCIAL AND EMOTIONAL LEARNING (SEL) SCALE FOR TEACHERS 
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Social and Emotional Learning (SEL) Scale for Teachers 

 

Please read the following definition: 

 

Social and Emotional Learning (SEL) refers to the development of skills related to recognizing and managing 

emotions, developing care and concern for others, establishing positive relationships, making responsible 

decisions, and handling challenging situations constructively. 

 

With this definition in mind, please read the following statements and think about how true each is for YOU. 

Rate the extent to which you agree or disagree with each statement. 

 

YOUR RESPONSES TO THIS SURVEY ARE CONFIDENTIAL 

Completely fill in the bubble that corresponds with your response. 

 

 

  Strongl

y 

disagre

e 

Disagr

ee 

Neither 

agree 

nor 

disagree 

Agre

e 

Strongl

y 

Agree 

       

1. My school expects teachers to address children’s social 

and emotional needs. 

 
O O O O O 

2. The culture in my school supports the development of 

children’s social and emotional skills 

 
O O O O O 

3. All teachers should receive training on how to teach 

social and emotional skills to students. 

 
O O O O O 

4. I would like to attend a workshop to develop my own 

social and emotional skills. 

 
O O O O O 

5. Taking care of my students’ social and emotional needs 

comes naturally to me. 

 
O O O O O 

6. My principal creates an environment that promotes social 

and emotional learning for our students.  

 
O O O O O 

7. I am comfortable providing instruction on social and 

emotional skills to my students. 

 
O O O O O 

8. Informal lessons in social and emotional learning are part 

of my regular teaching practice. 

 
O O O O O 

9. I feel confident in my ability to provide instruction on 

social and emotional learning.  

 
O O O O O 

10. My principal does not encourage the teaching of social 

and emotional skills to students. 

 
O O O O O 

11. I want to improve my ability to teach social and 

emotional skills to students. 

 
O O O O O 

12. I would like to attend a workshop to learn how to 

develop my students’ social and emotional skills. 

 
O O O O O 
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APPENDIX E 

TEACHER SURVEY 
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Teacher Survey 

 

Please complete the following information. DO NOT write your name or other identifying 

information on this survey. This survey will take approximately 10 minutes to complete. 

Information provided on this survey will not be associated to you or your school. Thank 

you for your time. 

 

1. Gender:    • Male        • Female 4.       • Regular Education Teacher            

          • Special Education Teacher 

2. Ethnicity:  

• White/Caucasian            • Hispanic 

• African American          • Native 

American   

• Asian/Pacific Islander    • 

Other______________  

5.  Grade Level Currently Teaching: 

• K     • 1st     • 2nd     • 3rd     • 4th  

• 5th    • 6th     • 7th    • 8th 

3.  Years of teaching experience:  

• 0-1 years     • 2-4 years       • 5-7 years   

• 8-10 years   • 10-15 years   • more than 

15 years 

6.  Mark all that apply to your school 

system: 

• Low SES           • Mid SES            • 

High SES 

• Rural                 • Suburban            • 

Urban 

• Small school population  

• Average school population 

• Large school population 

******************************************************************************

******* 

Social and emotional learning (SEL) refers to the process by which individuals acquire 

knowledge and skills to help navigate through life’s challenges. Knowledge and skills learned 

include self-awareness, social awareness, recognition and self-regulation of emotions, 

relationship skills, empathy, and responsible decision-making. There are many programs that 

are used in schools to promote SEL including and not limited to: 

 I Can Problem Solve 

 Second Step 

 PATHS 

 Project ACHIEVE 

 Tribes: A New Way of Learning and Being Together 

 

1. Have you ever heard of the term “social and 

emotional learning” or SEL? 

 

Yes 

 

No 

Don’t 

Know 
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2. Do you think it is important for students to have 

social emotional skills to be successful in school and 

life?  

 

Yes 
 

 

No 
 

Don’t 

Know 

3. Do you think social and emotional learning 

enhances academic outcomes? 

 

Yes 

 

No 

Don’t 

Know 

4. Please indicate whether you have heard of and/or 

read the following books: 

 Promoting Social and Emotional Learning: 

Guidelines for 

Educators………………............. 

 Caring Classrooms/Intelligent Schools: 

The Social-Emotional Education of Young 

Children…………………………………

……… 

 Higher Expectations: Promoting Social 

Emotional Learning and Academic 

Achievement in Your 

School…………..…………………………... 

 Building Academic Success on Social and 

Emotional Learning: What Does the 

Research 

Say?....................……………………………

………. 

 Educating Minds and 

Hearts…………...………… 

 Other:_____________________________

____ 

Heard 

of: 

 
 

 

• 

 

 
 

 

• 

 

 
 

 

 

 

 

 

 

• 

 

 
 

 

 

• 
 

 

 

• 
 

 

• 

Have 

read: 

 
 

 

• 

 
 

 

 

 

 

 

 

 

• 

 

 
 

 

• 

 

 
 

 

 

• 
 

 

 

• 
 

 

 

• 

Haven’

t heard 

of: 
 

 

 

• 
 

 

 

 

 

 

 

 

 

 

 

 

 

• 

 
 

 

 

 

 

 

 

• 

 

 
 

 

 

 

• 
 

 

• 
 

 

 

• 
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5. Please indicate whether you have heard of and/or 

utilized any services from the following 

organizations:  

 The Collaborative for Academic, Social 

and Emotional Learning 

(CASEL)?............................ 

 Center for School Mental Health at 

UCLA.......... 

 6Seconds………………………………………

…...… 

 Project for Social and Emotional 

Learning…..… 

 Qwest 

International…………………………….….. 

 Character Education 

Partnership………………... 

 Educators for Social 

Responsibility…………….... 

 Social Decision Making/Social Problems 

Solving 

Program………………………………….… 

 Other______________________________

____ 

Heard 

of:  

 
 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 

 
 

 

 

• 
 

 

 

• 

Utilized 

Services:  

 
 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 

 
 

 

 

• 
 

 

 

• 

Haven’

t heard 

of: 

 
 

 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 
 

 

 

• 

 
 

 

 

• 
 

 

 

• 

6. Are you currently implementing a SEL program? Yes No Don’t 

Know 

7. Referring to the definition of social and emotional 

learning provided on page 1, please indicate whether 

a social and emotional learning (SEL) program has: 

1. been taught in your classroom by you OR 2. been 

taught in your classroom by someone else:  

Taught 

by me: 

 

• 

Taught 

by 

someone 

else: 

• 

 

8. Who currently implements SEL programs in your 

classroom/building? (Mark all that apply) 

□ Classroom teacher 

□ School Psychologist 

□ School Counselor 

□ School Social Worker 

□ Assistant Principal 

□ Educational Assistant or other classified 

staff member 

□ SEL programs are not implemented 

□ Other____________________________

____ 
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9. Please indicate the kind of training you have had to 

implement SEL programs: (Mark all that apply) 

□ None 

□ 1/2 day school in-service 

□ Full day school in-service 

□ Workshop 

□ Read relevant books 

□ Watched a video/TV program 

□ Prior work experience 

□ College course 

□ On-site coaching 

□ Other____________________________

____ 

   

10

. 

How satisfied are you right now with your current 

level of knowledge about SEL programs and skill in 

implementing them? 

Not 

Satisfie

d 

Somewh

at 

Satisfied 

Satisfie

d 

11

. 

Given your level of training and knowledge about 

SEL, how confident are you in implementing a 

program in your classroom? 

Not 

Confiden

t 

Somewhat 

Confident 

Very 

Confiden

t 

12

. 

Given your current teaching responsibilities, how 

feasible would it be for you to implement a program 

such as the following example: 

 Devote one class period per week to 

implement an SEL 

program………………….. 

 Devote two class periods per week to 

implement an SEL program…. 

……………....  

 Devote 15 minutes of prep time toward 

preparing materials to teach an SEL 

program………………………………….

..….. 

 Devote 30 minutes of prep time toward 

preparing 

materials…………………….…….. 

Not 

Feasibl

e 

 

 
 

 

• 

 
 

 

 

 

• 

 

 
 

 

• 

 
 

 

• 

Somewh

at 

Feasible 

 
 

 

 

 

 

• 

 
 

 

 

 

• 

 

 
 

 

• 

 
 

 

• 

Very 

Feasibl

e 

 
 

 

 

 

 

• 

 
 

 

 

 

• 

 

 
 

 

• 

 
 

 

• 
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13

. 

How feasible would it be for someone other than 

you to implement a program such as the following 

example: 

 Devote one class period per week to 

implement an SEL 

program………………...... 

 Devote two class periods per week to 

implement an SEL 

program…………...……... 

 Devote 15 minutes of prep time toward 

preparing materials to teach an SEL 

program………..………………………

….….. 
 

 

 

 Devote 30 minutes of prep time toward 

preparing 

materials………..………………..… 

Not 

Feasibl

e 
 

 

 

 

 

 

 

• 

 
 

 

 

 

• 

 

 
 

 

 

• 
 

 

 

 

 

• 

Somewh

at 

feasible 
 

 

 

 

 

 

 

• 

 
 

 

 

 

• 

 
 

 

 

 

 

 

 

 

• 
 

 

 

 

 

• 

Very 

feasible 
 

 

 

 

 

 

 

• 

 
 

 

 

 

• 

 

 
 

 

 

• 
 

 

 

 

 

 

 

 

 

 

 

• 

14

. 

 

 

 

 

 

A. 
 

 

 

 

B. 

C. 

D. 

E. 
 

 

 

 

 

 

 

 

 

F. 
 

 

 

G. 

The following are typical barriers that teachers often 

face when considering implementing an SEL 

program. Please indicate how these apply to you: 

It would be difficult for me to implement a SEL 

program due to: 

Reason: 

 

 Time available to prep for teaching the 

lessons….. 

 Time available to teach the 

lessons…………….… 

 My current level of training regarding 

SEL……… 

 Resources to purchase an SEL 

curriculum…….…. 

 The number of students in my classroom 

makes it difficult to do a “non-academic” 

activity………… 

 Personal skepticism regarding or 

disagreement with the philosophy of 

SEL……………………..... 

 Prior negative experiences with 

implementing an SEL 

program……………………………………..

. 

 

 

 

 

 

 

Does 

not 

apply 

 
 

 

 

 

• 
 

 

• 
 

 

 

• 
 

 

 

 

• 

 
 

 

 

• 

 
 

 

• 

 
 

 

 

• 

 

 

 

 

 

 

Somewh

at applies 

 
 

 

 

 

• 
 

 

• 
 

 

 

• 
 

 

 

 

• 

 
 

 

 

• 

 
 

 

• 

 
 

 

 

• 

 

 

 

 

 

 

Very 

much 

applies 
 

 

 

 

• 
 

 

• 
 

 

 

• 
 

 

 

 

• 

 
 

 

 

• 

 
 

 

• 

 
 

 

 

• 
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15

. 

Would you be willing to receive one-to-one 

consultation support or coaching in order to 

implement an SEL program? 

 

Yes 
 

No 
 

Maybe 

16

. 

Please indicate from whom you would be willing to 

receive support: 

□ Classroom teacher (peer) 

□ School Psychologist 

□ School Counselor 

□ Educational Assistant  

□ Assistant Principal 

□ Principal 

□ University researcher 

□ Other: 

______________________________ 

   

17

. 

As a part of receiving support, would you be willing 

to be observed while teaching a lesson? 

Yes  No Don’t 

Know 

18

. 

Would you be willing to receive feedback from this 

observation? 

Yes  No Don’t 

Know 

19

. 

How often would you want support? (Mark all that 

apply) 

□ Following each lesson 

□ Every other lesson 

□ Every 5 lessons 

□ Only when I have questions 

□ Other____________________________

____ 

   

20

. 

Do you think SEL programs should be taught in the 

classroom? 

Yes  No Don’t 

Know 

21

. 

Should teachers be responsible to implement a 

social and emotional learning curriculum in their 

classroom? 

       If not, who should implement it? (Mark all that 

apply) 

□ Health/PE Teacher 

□ School Psychologist 

□ School Counselor 

□ Educational Assistant 

□ Administrator 

□ University researcher 

□ Outside agency 

□ Other____________________________

_ 

Yes  No Don’t 

Know 
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22

. 

Which factors would increase the likelihood for you 

to implement an SEL curriculum again? (Mark all 

that apply) 

□ Observed noticeable changes in your 

students’ behaviors 

□ Observed noticeable changes in your 

students’ academic performance  

□ Received support from administration 

□ Received useful/helpful consultation 

□ Believe that SEL concepts are important 

for students to know 

□ Other____________________________

____ 

   

  

 

What do you think the future holds for teaching social and emotional learning (SEL) to students 

in school? 

______________________________________________________________________________

______________________________________________________________________________ 

______________________________________________________________________________ 
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