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Abstract

There is a growing consensus in education that schools can and should attend to
st ud e n t-enbtionmldevelopment. Emerging research and popular texts indicate that
s t u d mindses, beliefs, dispositions, emotions, and behaviors can advance outcomes such
as college readiness, career success, mental health, and relationships. Despite this growing
awareness, many districts and schools are still struggling to implement strategies that develop
st ud e n tesnbtionslskills. &his report seeks to fill this gap by examiningdbit
emotional learningQE) practices in one network of California schodtdcts—he CORE
districts—that are working together to measure and improve SEL. We focus on schools with
strong studertreported data on SEL outcomes, particularly for African American and Latinx
students. To support the sharing of promising practicabimemerging field, we investigate
how district and school leaders and educators interpret SEL and support it in and outside of the
school day.
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Introduction

For the past decade, a growing number of scholars and educators have explored the
waysinwhi h st udent s’ mi ndsets, beliefs, dispositi
learning. Teachers, administrators, researchers, and policymakers across the country have
increasingly pushed to support students in these ways under the broad umbrella of social
emotional learning (SEL). Past studies have demonstrated that embeddingualtity SEL
programs, curricula, and activities into a school may improve academic performance,
attendance, behaviors, culturand climate (Aos, Lieb, Mayfield, Miller, & Pentiu2004;

Belfieldet al, 2015; Berkowitet al, 2017; Duckworth & Carlson, 2013; Duckworth, Tsukayama,
& May, 2010; Durlak, Weissberg, Dymnicke, Taylor, & Badesl, 2011; McCormick, Cappella,
O Connor, & McClowry, 2015).

Perhaps as a result of thesnerging research base and popular textg( Tough, 2012),
the growing consensus in educatimt hat school s can and shoul d at
emotional development. This consensus is reflected in recent policy degiatdhe state and
federal leves, which require schools and districts to measure and attend toaademic
outcomes. The Every Student Succeeds Act (ESSA) of 2015 requires states to measure at least
one indicator of “School Qualitylemeaasusobdent S
student engagement, educator engagement, student access to and completion of advanced
coursework, possecondary readiness, or school climate and safety. Similarly, under
California’s Local Control F uonatiGomtrgl For mul a (L
Accountability Plan (LCAP) process, districts are expected to develop and report indicators
representing a wide range of educational goals, including measures of school -alitoase
(CC)California Department of Education, 2018jhile nostate has chosen to measure SEL at
this time (Blad, 2017), in 2017, all 50 states had SEL standards at the preschool level, and eight
states had SEL standards feflR (Dusenbury, Dermody, & Weissberg, 20A8ditionally,
many more states are working taulbd capacity in developing approaches to SEL. For example,
25 states are currently working with the Collaborative for Academic and Social and Emotional
Learning[CASBLthrough the Collaborating States Initiati{ie. Weissberg, personal
communication, Mach 23, 2018)

Despite this growing interest, many districts and schools are still struggling to
i mpl ement programs and pract i c e-amotiomabskils.enf f e ct |
many ways, this is a new instantiation of an old problem imcation. This phenomenenthe
disconnect between having a solid knowledge base and the actual work that-edswfen
referred to as theknowingzdoing gap(Pfeffer & Sutton, 1999). Part of the challenge in
implementing SEL is that the definition of SEd what constitutes higiyuality SEL support and
instruction are often elusive and unclear (Berkowitz et al., 2017; Jones & Doolittle, 2016). This
lack of clarity is significant because successful implementation of SEL instruction, supports, and
programs mst include a shared understanding of the who, what, when, where, and how.
Research has shown that a key element of effective implementation is common language and
definition, as well azoordinated work towarda shared vision (Durlak, 2011; Duré&lal.,
2011). In implementing and sustaining highality SEL, then, practices are important, but so is
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knowing whether and how the practices ultimately affect students. To this end, identifying and
measuring the ways in which districts and schools are defisiqgporting, and improving

student SEbutcomes are areas of growing interest. As such, several researchers have called for
more research on school s’ i mpl ementation of S
Similarly, policymakers and practitionexfien talk about needing information about concrete

practices and approaches that can provide a basis for action. While every school and district will
have to choose for itself what approaches will be best for their specific context, knowing what
successil schools and districts have done, and why, can provide a powerful starting point. This
knowledge about what has worked in successful organizations is sometimes referred to as
practicebased evidencéBryk, 2015).

To this end, we explona this reportthe SEL practices in one network of California
school districtsthe CORE districtsthat are working together to measure and improve SEL
outcomes. These eiglsthooldistricts (Fresno, Garden Grove, Long Beach, Los Angeles,
Oakland, Sacramento, San Fraocgisnd Santa Ana) are perhaps best known fortzever
they received from the U.S. Department of Education that freed them from some of their
federal obligations under No Child Left Behind. Under the terms of the waiver, six of the CORE
districts' develped an innovative accountability system that included measuring social
emotional learning in their multiple measures accountability system. The CORE network of
districts and schools serves over a million students and has been working for many years to
implement SEL at scale. In the year of our sttidg network had chosen to focus on closing
the achievement gap in middle school mathematics for African American andAsitidents
and had hypothesized that SEL npdgy a particularly important role in impving academic
achievement among African American, Latiand lowincome studentsTo support the sharing
of promising practices in this emerging field, we highlighhis report (ahe practices in
schools with high levels of studergported SEL anfb) the ways that schools advance SEL and
districts support schodbased practices. The experiences of district and school administrators,
teachers, and staff in a set of CORE schools with strongepelfted data on SEL outcomes,
particularly for AfricarAmerican and Latistudents, can yield important insights for educators
and policymakers in California and beyond.

Specifically, the report addresses the following questions:

1. How do educators in the central office and the schools being studied dsdirial
emotional learning?

2. What strategies do schools use to enact and support the various conceptions of SEL?

3. How do districts support schoblased practices intended to develop SEL?

1 Excluding Garden Grove and Sacramento City unified school districts.

2The Hispanic/Latino group of students is increasingly referred tatisx a gender neutral ten often used in
lieu of Latino or Latina that refers to individuals with cultural ties to Latin America and individuals of Latin

American descent.
edpolicyinca.org °
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Using a multiple case study design (Yin, 2013), we gathered data onaetuo r s’
conceptions of and efforts to facilitate soceiotional learning at thelistrict, schoojand
classroomevels. In the spring of 2017, researchers interviewed CORE |éaddrsentral
office administratorsri=12) as well as school leaders, teais) and other staff membergs£55)
in a set of 10 schools five CORE districts (sd&ethods section for details on the selection of
t hese “ posi tiResearchersalso gathered doausents pnd observed school
activities and classroom instriien. We analyzed the data separately for each district and its
schools, and thewe conducted crosgase analyses to identify common definitions and
practices (Miles, Huberman, & Saldafia, 2013).

In this report, we first describe the definitions of so@ahotional learning and what we
know from extant literature about effective approaches. Then, we present background on the
CORE districts and describe our research methods. Next, we present the results of our analysis
of how districts and schools interped SEL, and how they supported it at the district, school,
and classroom levels. We then conclude with implications of our work for policy, practice, and
future research.

3 The work of the eight CORE districts is supported by staff members from the nonprofit organiZ&RE,
Districts, that was created in 2010.
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Background on Socid&motional Learning

The Collaborative for Academic, Social &motional Learning (CASEL) coined the term
sociatemotional learning in the 1990s (Cherniss, Extein, Goleman, & Weissberg, 2006), defining

SEL as the process of acquiring “the ability
emotional aspects ad n e ' s It ihciudegsetawareness, control of impulsivity, working
cooperatively, and caring about oneself and o

SEL has become associated with a broad category of beliefs, attitudes, persoaigditynd

behaviors that are considered foundational for success in school and life. However, researchers

lack a clear consensus on a name or definition for this category (Duckworth & Yeager, 2015);

rather than using theéerm SEL, many scholars refeton oncogni ti ve f actor s”
2012), “success skills” (Conley, 2015), “mind
Krachman, 2015), “character” (Tough, 2012), o
2015).In this report,we use the term socis@motional learning to refer specifically to student
development in this broad domain, which includes beliefs, dispositions, attitudes, skills, and
behaviors that are distinct from academic achievement and are widely perceived afscisne

to individuals and society ([@Bkworth & Yeager, 2015, pp. 2389).

Extant | iterature suggest s t-leiagandaagademics f ou
performance; for example, researchers have demonstrated that SEL competencies suth as sel
efficacy, sekcontrol, and growth mindset are powerful predictors of academic, social,
economic, and physical outcomes (Almlund et al., 2011; Bandura, 1997; Blackwell, Trzesniewski,
& Dweck, 2007; Borghans, Duckworth, Heckman, & Weel, 2008; Duckwsuitagyhmaet al,,

2010; Durlalet al,, 2011; Jackson, Connolly, Garrison, Leveille, & Connolly, 2015; Moffitt et al.,
2011; Sklad, Diekstra, Ritter, Ben, & Gravesteijn, 2012; Strayhorn, 2013; West et al., 2016;
Zimmerman, 2000). Research also suggestsrttaaty SEL constructs are malleable and can be
influenced by educational practice (Almlund et al., 2011; Berg, Osher, Mgr&r¥éyder, 2017;
Blackwell et al., 2007; Yeager & Walton, 20RBsearch into SEL practices in the classroom has
demonstrated an iorease in positive social behaviors, fewer conduct issues, minimization of
emotional distress, and improved grades and test results (Benson, 2006; Catalano, Hawkins,
Berglund, Pollard, & Arthu002; Guerra & Bradshaw, 2008; Weissberg, Kumpfer, & Seljgman
2003). Using an ecological framewadBecker and.uther (2002) found that for traditionally
underserved students, four sociamotional components that influence achievement

performance include academic and school attachment, teacher support, peer yvahoks

mental health. Moreover, SEL programs have been tied to positive gains in school climate
outcomes (Cohen, McCabe, Michelli, & Pickeral, 2009), demonstrating the relationship between
SEL and a school climate that allows participants in the school aaitynto feel socially,

emotionally, and physically safe. Researchers using the CORE data have found similar
relationships. For example, Hough, Kalogrides, and Loeb (2017) found a close relationship
between SEL and school cultecimate (CC) measures, awkest, Buckley, Krachman, and

Bookman (2017) have shown that the CORE SEL measures are predictive of proficiency on math
tests, overall academic growth in mathematics, and improvement on graduation rates and
English Learner redesignation rate. In sum,lthet er at ur e suggests that S

edpolicyinca.org 0
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academic success and personal vieling andthat SEL is linked to perceptions of a safe and
supportive school climate.

Research also suggests that SEL support could foster greater equity for traditionally
underserved groups, such as African Ameritatinx and lowincome students (Aronson,
Cohen & McColskey, 2009; Blair & Raver, 2015; Borman, Grigg, & Hanselman, 2016; Elias &
Haynes, 2008; Strayhorn, 2013). However, research has also provided eviddrggaofies in
SEL support for African American dratinxstudents in comparison to their White peers.
Scholars have observed gdpsrace/ethnicityin both perceptions of school cultiidimate
and in reported sociadmotional learning, echoing extensiliterature on racial inequities in
educational resources (e.g., Baker & Green, 2005; Hetigh 2017) and in academic
outcomes (e.g., CEPA, n.d.). Studies have shown that African Americhat@amxdtudents may
be at higher risk for developing soceadd emotional problems, such as anxiety, than students
of other racial groupsAllen& Majidi-Ahi, 1998; Varela, Sanch&osa, Biggs Luis 2009).
AmongLatinxstudents, an unwelcoming school climate and inadequate support for English
learners may leadtudents to feel that they do not belong in the school community,
contributing to poor SEL outcomes (Blai\tega CastreOlivo, & Merrel] 2008). Furthermore,
African American students andtinxstudents are more likely to experience peer aggression
than White and Asian American students (Dinkesmp, & Baun2009), and this peer
aggression may foster a perception of a hostile school climate and inhibi\®ié the
challenge facing African American and Latinx students is well documented, few stuekes ha
explored the link between SEL practices and outcomes for historically marginalized students.

However, the literature suggests a few key lessons for supporting SEL generally. Durlak
et al. (2011) found that the most effective programs were those thebiiporated four
elements represented by the acronym SARES€quenced activities that lead in a coordinated
and connected way to skillgy)(active forms of learningg) focused activities to develop one or
more social skills, andl explicit targetoncerning specific skills. Embracing these findings, in
2017 the Aspen Institute identified some promising SEL praetitesuding a strong and
intentionally integrated curriculum-as key factors contributing to student succedshhson &
Wiener, 2017). Sme research also demonstrates that a successful SEL program involves

..all the adults in the building being trained in and familiar with a set of languages and
practices that they can use in the hallways, in the gym, at recess, in the lunchroom, on
the bus—all the times when kids have less structure, and are actually engaging in social
interactions, when emotions are more likely to come (fichafer, 2016, p. 1)

At the same ti me, ot her wo ow st tagetes] stmtegiedh a t
that can be taught quickly and used multiple times per-dmay be more feasible for schools

and districts to implement and sustain as compared to more comprehensive programs (Jones,
Bailey, Brush, & Kahg017).

However, while the research suggests thamprehensive, integrated approaches are
the most effective for schoaekide change, questions remain about the kinds of district and

e Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools
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school practices needed to facilitate SELparticular, there is a lack of a practical knowledge

base of concrete praates one can undertake in classrooms, schools, and districts to support

SELTo begin to address this knowledge gap, we designed our study to explore a set of positive
outliers, or schools that, despite similar demographics and resource limitations to dhpser

institutions, exhibit behaviors or strategies that have yielded better solutions and results

(Pascale, Sternin, & Sternin, 2)Marsh, Schroeder, Dearden, Sternin, & Sternin, 208dch

studies help surface strategies and practices that maydegulito others facing similar goals

and chall enges. Il n this way, we hope to contr
schools can advance s t-endtomiskils. devel opment of

SEL Implementation in the CORE Districts

The COREstricts began measuring SEL as part of the waiver they received from the
U.S. Department of Education that freed them from some of their federal obligations under No
Child Left BehindUnder the terms of the waiver, six districts (Fresno, Long Beach, Los
Angeles, Oakland, San Francisco, and Santa Ana) developed an innovative accountability
system focused on improving both academic and-aoademic outcomes for students. In

addition to measures of SEL, CORE’s wunique me
absenteeism, suspension/expulsion, school cultatanate, high school readiness, graduation,
English Learner progress, and academic achiev

measurement of school and student performance on SEL in particular is unparalldledsan
generated widespread national interest in the field of education and in the popular press (Blad,
2015; Bornstein, 2015; Zernike, 2016).

In their development of a new system of indicators to measure school success, the CORE
districts identified socieand emotional wetbeing asan important focal point for schodls
effortstoi mpr ove student performance. Because of r
emotional development can be supported through the implementation of policies and practices
thatimpr ove a school’s culture and climate and p
Schaps, & Wilson, 2004; Bargal,, 2017; Berkowitz, Moore, Astor, & Benbenishty, 2016; Blum,
Libbey, Bishop, & Bishop, 2004; Hamre & Pianta52Dénnings & Greenberg009; McCormick
et al, 2015), the CORE districts also included school cutfureate as a key indicator. In both
SEL and CC, the constructs were selected based on the critéa)axéasurability, or the
existence of validated metricy) malleability or the ability of educational practice to impact
the competency; angc) meaningfulness, or the association of the competency with desirable
academic and life outcomes (Krachman, Arnold, & Larocca, 2016). To develop their survey
instruments, the CORE ttists consulted with leading scholars, including those affiliated with
CASEL, which had been (and still is) working with several CORE districts through the

“For more information about CORE's collaboration prior
Marsh, BusiMecenas, Hough, Park, Allbright, Hall, and Glover, 2016; Marsh;NBesgnas, and Hough, 2017.

edpolicyinca.org e
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Collaborating Districts Initiative. Ultimately, the CORE districts developed a survey instrument
with four SEL constructs and four CC constructs (see Fiyjbire

Studentreported SEL and CC measures come from surveys of students in Grades 4
The districts also administer CC surveys to all parents and school staff. The results of these
surveysarenc or porated into CORE’s measurement syst
and a variety of data views designed to be shared with stakeholders who are both internal
(central office administrators, principals, and teachers) and external (parents, coitymun
based organizations, and policymakers). Two d
information on the CORE website itstificluding the percentage of students who reported
positive responses on the four SEL measures: growth mindsegfBetfcy social awareness,
and selfmanagement.

I n our previous work, we showed that the C
CC as part of their accountability -system i s
emotional skills support successimsdd ent s’ educational, professi o

(Allbright & Marsh, 2017; Marsh et al., 2016). In developing their measurement system, CORE
leaders believed that measuring SEL could inform important changes in educational practice

and that these chages in practice could also foster improved academic achievement (Allbright

& Marsh, 2017). I n addition, CORE | eaders hayv
play a particularly important role in improving academic achievement among African

Ameiican, Latinx, and lowncome students, thus presenting a potential route to reducing

achievement gaps by race and socioeconomic status. CORE district leaders have also indicated

that the inclusion of SEL measures in an accountability system gives edymstoission to

prioritize SEL work and devote resources, such as funding and professional development time,
towards noracademic goals (Marsh et al., 2016).

Though the 2015 passage of the federal Every Student Succeeds Act effectively ended
the CORE waivethe CORE districts have continued to administer the SEL and CC surveys with
the intent of using these data to inform future practice. Through implementing the waiver, the
CORE districts established a deep commitment to collaboration and shared |ezammumgl
their multiple measures data system. For this reason, in early 2017, the CORE districts re
organized as a Networked Improvement Community (NIC) committed to: (a) anchoring their
shared work in the student and school quality measures in their measmesystem, and
holding each other accountable for specific outcomes; (b) looking inward and building
coherence within each district as a way to improve the power of each system to improve
student outcomes (Fullan & Quinn, 2015); and (c) using the tdasprovement science to
anchor their collaborative work in cycles of inquiry (Bryk, Gomez, Grunow, & LeMahieu, 2015).

5 Formore detail on the SEL constructs selected for inclusion, the rationale for inclusion, and full survey

instruments, seéttp://www.transformingeducation.org/measuringmeshFor full Canhstruments, see
http://coredistricts.org/coreindex,For addi ti onal research on CORE’'s SEL m
http://ww w.edpolicyinca.org/projects/corpaceresearchpartnership

6 These reports can be found litps:/reports.coredistricts.org

Q Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools
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Figurel. CORE SEL and Cult@i@nate Constructs and Definitions

SElcompetency

Growth mindset

Definition

The bel i ef tidslkan gronowitheeffast. Smudentd with a
growth mindset see effort as necessary for success, embrace
challenges, learn from criticism, and persist in the face of setbac

Selfefficacy

The belief i n one’s own abildi
or reaching a goal. Sedfficacy reflects confidence in the ability to
exert control over one’s own
environment.

Seltmanagement

The ability to regul ate one’ s
behaviors effectively in different situiains. This includes managing
stress, delaying gratification, motivating oneself, and setting and
working toward personal and academic goals.

Sociabwareness

The ability to take the perspective of and empathize with others
from diverse backgrounds andltwres, to understand social and
ethical norms for behavior, and to recognize family, school, and
community resources and supports.

Cultureclimate
construct

Definition

Support foracademic
learning

High scores on this construct indicate that survey cegfents feel
that the climate is conducive to learning and that teachers use
supportive practices, such as encouragement and constructive
feedback, varied opportunities to demonstrate knowledge and
skills,and support for risktaking and independent thinkg.
Respondents report that the atmosphere is conducive to dialog ¢
guestioning, academic challenge, and individual attention to
support differentiated learning.

Sense obelonging
andschool
connectedness

High scores on this construct indicate that\ey respondents
report a positive sense of being accepted, valued, and included |
others (teacher and peers) in all school settir§fsidents and
parents report feeling welcome at the school.

Knowledge and
perceivedfairness of
disciplinerules and

This construct measures the extent to which survey respondents
report clearly communicated rules and expectations about stude
and adult behaviorespecially regarding physical violence, verba
abuse or harassment, and teasirglear and consistent

norms X )
enforcament, and norms for adult intervention.
This construct measures the extent to which students and adults
Safety report feeling safe at school and around school, including feeling

safe from verbal abuse, teasing, or exclusion by others in the
school.

edpolicyinca.org e
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Based on extensive review of netwevkide data and interviews with teachers and
students in CORE schools, the CORE Improvement Community (CIC) decided to focus on closing
the math achievement gap for African American and Latinx studer@saibes 4-8.” Simlar to
CASEL, CORE’'s emerging theory envisions impro
integration of academic and sockmnotional supports, with an added focus on race and equity
(see Figure).

Figure22 CORE’ s emer ging theory of |I mprovement

Academic
support

Social-
emotional
support

Racial
equity

A central tenet of working together as a Networked Improvement Community is
learning from one another about effective practices in districts and schools across the network.
Based on such knowledge, districts in the CORE network collaborate to develop new
appraaches that address watlefined problems of practice or adapt existing resedelsed
practices to local conditions, iterating the development and modification of approaching in
cycles of inquiry -DobStadgAnc tr”e fceyrcrl eetss.leavhimog, as tgpPpl oar nt
CORE network began working to accelerate achievement for African American and Latinx
students, they asked us to pursue information about what SEL practices may reduce gaps in
both the SEL and the academic dom&ur intent was to doement practices at the district
offices and in schools that could be shared across the CORE districts and beyond. To this end, to
support and deepen t he wo reuityand SELmgaps ihrhiddle CI C’ s
grades mathematics, in this studyewhose a set of middle schools that had demonstrated
higherthan-average performance in studen¢ported socialemotional skills for African
American and/oiLatinxstudents.

" For a more irdepth discussion of the work of the CORE Improvement Qamitynsince forming as a NIC in
September 2016, see Nayfack, Park, Hough, and Willis, 2017.

e Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools
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Study Method

We used a multiple, embedded casteidy design (Yin, 2013) to agds three key
research questions:

1. How do educators in the central office and the schools we studied define-social
emotional learning?

2. What strategies do schools use to support the various conceptions of SEL?

3. How do districts support schoblsed practicegmtended to develop SEL?

While answers to each question are important independently, it is only through
answering all three that we can fully understand how schools support SEL. Notably, how SEL is
defined determines the kinds of approaches educatonspa and why. As such, understanding
conceptualizations of SEL is critical (question 1). Our understanding then deepens with an
analysis of the strategies schdelel educators report using to advance SEL and the rationales
for these activities (questioB). Finally, we investigate the ways in which districts support
schools’” work around SEL (question 3). Togeth
comprehensive understanding of how the CORE districts and schools we studied went about
supporting SEL

Sample

In previous work, researchers using the CORE data found that among the available
demographic measures, race/ethnicity is the factor most strongly associated with SEL and
culture-climate outcomes, after controlling for other student charactecstHougtet al,,

2017). Specifically, these researchers found that African American studatitssstudents,

and students in special education report the lowest levels of SEL, and that differences between
these groups and other student sytmpulationspersist even within the same school. Notably,

the authors found wide variation in withischool gaps, with some schools demonstrating large
gaps between student groups while others had relatively high levels of SEL for their African
American and Latinx stients in particular. Our goal in drawing the sample for this study was to
identify schools that might be leaders in sharing promising practices. If some schools are able to
close these gaps, what are they doing differently?

Our school sampling plan wasstihndeveloped in partnership with the five CORE districts
that chose to participate in the study. Together, we decided that the following considerations
were important for selecting schools for this stugg) that researchers felt confident that
student reports of SEL were meaningfully high for selected sch{imlshat the schools selected
served large proportions of African AmericarnLatinxyouth and that those students reported
high levels of SE(g) that selected schools also were performing rekgiwvell in mathematics;
and(d) that schools were selected in each of the participating CORE districts. To be considered
for the sample, a school had to have SEL scores in the top quartile across both years SEL had
been measured (20345 and 201516). Byeliminating schools that had high scores in one year
but not the other, we isolated schools where the high SEL reports are more consistent across

edpolicyinca.org @
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time and thus more |ikely to represent “true”
the result ofmeasurement error). If this method oversampled schools, we then imposed

further restrictions on the sample to includa) only schools eligible for Title 1 designatih),

schools with a concentration of student subgroup greater than schools in thaictistithe

25th percentile, andc) schools with math growth scores higher than a level 3 (out of 10) in

2015-16 for the specified subgroubThis sample selection resulted in five schools selected for

high SEL for both African American dradinxstudents four for justLatinxstudents, and three

for just African American students.

Our final sample differs slightly from our sample desitauseschools and districts
could voluntarily decide whether or not to participate. In the end, five of the sixE0fd®icts
with available data agreed to participate in the study. In each participating djstect
contacted principals via email at the first two schools listed in our sample selection. If a
principal declined to participate, we then contacted the heahool on the listin one case,
district leaders recommended and connected researchers to another school within their district
when a school on the list did not respond to requests for participation. Ultimateyisited
two schools per participatindistrict, and theselectedschools serve students that match the
demographics of the districts. See Appendix A for a detailed explanation of the sampling
procedures.

To identify interviewees within each school we asked the principal to suggest at least
one math teacher for us to speak wigmd observe (due to the math focus of the CIC) and at
least one teacher who was explicitly involved in promoting SEllture-climate at the school.
We also asked to interview administrators or A@aching staff taske with SEL oculture-
climate issues, including school counselors or social workers, afterschool program di@stors,
well asteachers, administrators, or other staff managing campus climate initiatives er SEL
related activities or programs.

Data Colleabn and Analysis

In each of the five participating CORE districts, the research team conducted semi
structured interviews with between one and three central office administrators responsible for
SElrelated work (=12), including administrators oversegimeasurement and evaluation,
school climate, student discipline, SEL, Gifted and Talented Education (GATE), and career
readiness, among other areas. Teams of two researchers visited each school in the spring of
2017 (MarchJune). In each school, we contkd interviews with school leaders<£15), other
adults responsible for soctaimotional supports for students during and outside of the school

8CORE's academic growth measure takes into account an i
disadvantage, disability status, English learner stafiomelessness, and foster care status, and uses this

information to measure how quickly they grow relative to students similar to them in these categories. The CORE

model also accounts for concentration of these characteristics within schools. In $hish&#sCORE growth

measure is constructed as a “value added” model, estim
to that of other schools serving similar students. A school with a score of 10 has the highest growth, whereas a

school witha score of 1 has the lowest growth.
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day g=13), and teacher$1¥26).We also gathered documents and other artifacts (e.g.,

program descriptions, datreports, school and classroom posters with SEL material) and

observed school activities and classrooms (a total of 28 observations of classes, passing periods,
lunch periods, and other events) to understand how SEL opportunities played out on campus
during and after the school day. We also interviewed three leaders from within the CORE staff
and two CORE neprofit partners. (See Appendix B for a list of all interviews by district and
school.) We used serstructured protocols in all interviews, which veeaudio recorded and
transcribed. In order to protect the anonymity of respondents, we are not including the names

of any organizations or individuals included in the research.

Through our case analysis, we sought to understand how district and school
administrators and educators defined SEL and the approaches taken to improve in these areas.
To inform our analysis we drew on theoriessehsemakingwhich suggest that individuals
make meaning of new policies and experiences based on their prior undénstgrand
frameworks (Coburn, 2001; SpillgriReiser, & ReimeR002;Spillane, Reiser, & Gomef06;

Weick, 1995). This literature also indicates that broader social, organizational, and professional
contexts likely shape educators as they seek to urtdadsand support SEL. As such, educators

in CORE districts and schools likely develop shared understandings of SEL in ways affected by
the values, norms, and culture of an organization, as well as their individual experiences
supporting stivedeveldprmentinthe pastogni t

We analyzed the data separately for each district and its schools, developing detailed
case memos. These initial embedded csisgly memos helped to specify the local SEL
definitions strategies andpractices, along with kecontextual elements in each district and
school. Next, we completed cresase analysis, drawing on the case study memos and all
transcripts to examine how definitions and implementation varied across cases (Miles et al.,
2013). To further understand patrns across districts and schools, the research team met in
person for a tweday retreat to identify key findings. Whenever possjie also triangulated
findings among multiple respondents and data sources to strengthen the validity of our
findings. Fially, we revised the report based on extensive review and feedback from two
external reviewers.

Several caveats are important to keep in mind. First, our intent with this stught te
make causal claims or to i deavdluatédyhe impatctiofehet i v e”
practices or strategies identified herein, no
these practices or strategies. Instead, this is an exploratory study intended to highlight common
conceptions, strategiesind approahes from which other schools and districts can learn and
explore further as they advance SEL in their own contexts. Second, we selected schools based
on thelevelof SEL score, not the extent to which a school influenced student growth in these
schoolg’ in this way, we cannot eliminate the possibility that students may come to the school

9 While we were conducting our field work for this study, other members of the broader research team were
developing an SEL growth model, to begin to understand the extent to which schools affect SEL development.

Resuls from this study are forthcoming.
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already with high levels of SEL. Third, we acknowledge that a few of the schools studied are
atypical in their enrollment process or context and may limit the appli¢pldiother sites.
Throughout the report, however, we try to focus on process wherever possible, to highlight
how context influenced implementation. We then hope the detailed descriptions we provide of
broad categories of practice can transcend the specifintext and be useful to those in other
settings. Finally, while we started this study with an intent to understand SEL practices in the
context of mathematics, our data collection ultimately surfaced a set of broader approaches
and strategies that areot limited to mathematics but rather to school improvement more
broadly.

In the remainder of the reportve classify respondents in three broad categor{es:
districtlevel administratorsnclude individuals from the central office with responsibilitieat
include supporting schools and educators with SEL resagu@esxhoollevel educatorenclude
principals, assistant or vice principasd other adults supporting SEL outside of individual
classrooms, such as social workers and coordinators efsattool programs; angt)
classroomevel educatorenclude teachers and paraprofessionals. Throughout the report, we
have provided information on the prevalence of the definitions and practices unearthed in our
data. To flesh out these findingse include examples and quotes, which are meant to be
illustrative rather than exhaustive of the evidence gathered across cases. Our goal in writing
this report is to highlight specific practices that educators discuss as being effective in
advancing SEL in thellassrooms and schools. Maintaining their anonymity is extremely
important, so we have changed detaitiere necessarto protect the identity of schools,
districts, and the educators within them.
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Fndings Conceptualizing SEL

The first major questiome sought to answer was hogducators adistrict, school, and
classroom leglsunderstood sociaémotional learning. While CORE had a clear set of
competencies undergirding its conception of SEL, we wanted to understand how educators
within the districtswere making sense of the broad concept of seerabtional learning. Since
our study is primarily exploratory and descriptive, we did not attempt to create a strict typology
of conceptions or to resolve the debate within the field around definitions af B&ther, we
wanted to know how and whether individuals at the district, schaot classroom levels
understood the competencies identified by CORE, or if they drew on other notions of SEL
instead of or in addition to these.

Overall, we found respondest vari ed widely in their conce
conceptions were often broad and overlapping. When asked how they define SEL, some
respondents cited CORE constructs satedlof as “gr
the CORE constructs)hw | e ot hers at all |l evels used ter m:
skills,” and other, more gener al | anguage abo

one district did educators have an explicit, distdeiven conception of SEL that weard
throughout the interviews. This district had adopted a formal definition aligned almost
completely with that of CASERwith an additional statement reflecting the connection
between SEL and equity. This finding of variation is of course not sagpggven that
researchers themselves lack a clear consensus on a name or definition foresootainal
learning (Duckworth & Yeager, 2015), as noted earlier. Bel@nescribe our findings in
greater detail.

wSaLRYyRSY(GaQ I NASBnstiugfstatDefd ML ! &S 2F / hw9 /

Although district administrators we interviewed were generally familiar with the four
CORE competencies and used them when defining SEL, we found significant variation in the
extent to which schoeland classroonrievel respondentembedded these competencies into
their definitions of SEL.

District level.In three of five districts, administrators cited the CORE competencies in
their definitions of SEL, though they did not necessarily feel that all four competencies were

equallysal i ent in their districts’ i mpl ementati on
district noted thatgrowth mindsetwas the priority there, due to the popularity of Carol

Dweck’ s work (Dweck, 2006) . | n a nbodefihitom di st ri
(with the addition of seawareness, from CASEL), then went on to say that SEL in terms of
“soft skills” and skills “needed for students
her district. In a third district, the district administatcited the CORE competencies, then
identified “emotional regul-adtermlikélymeattoa pr i mar

10 selfawareness, seffnanagement, social awareness, relationship skills, responsible denisiking. These are
slightly different fr om CGCeRiéatysselimanagsnient,isacialawalfemgsso wt h mi nd

edpolicyinca.org @
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describe the CORE competencyel-management.In a fourth district, the official

organizational definition of SEL was drafnam CASEL which, administrators recognized, has

some overlap with the CORE definition. In the final district, administrators grtwaith

mindsetas a priority but also used other terms st
define SEL.

Schooland classroom leveldn schools, when asked to define SEL, most respondents
either did not explicitly cite the CORE competencies, or they used one or two of them, but not
all four. Once agaimgrowth mindsetwas the most commonly mentioned of the four
competencies: 17 of 55 classroemnd schoolevel respondents included growth mindset in
their definition of SEL. Awareness of growth mindset was particularly robust in one district,
aligning with that district’ sistpatmessaging. s and hi
with district-level respondents, schotgvel respondents also occasionally described the CORE
competencies in other terms. For example, a counselor said,

We think of sociaémotional learning as helping students develop a set iissknd
beliefs that help them to regulate emotions, work towards goal[s], take the perspective
of others, and understand that they can improve with effort

While this counselor did not explicitly use the CORE construct language, this definition of SEL

clearly referred toselfmanagement( “ r e gu |l at esocelmwatenesgn“st”ak e t he

per spect i vandgooivth mihdeet(r“st”’h)ey can i mprove with eff
other conceptions of SEL expressed by respondeatsl their links to the fouCORE
competencies-below.
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Overall, the conceptions of SEL conveyed in interviews fell into six broad groupings
(Figure3). Note that these categories are not mutually exclusive, as many resptsiteiuded
more than one of the categories below in their definition of SEL, and many of the ideas are
overlapping.

Figure3. The Si x Cat egor iCoxeptiohs Respondent s

® _o
B X X
Supporting student mental and Creating a safe and Developing social skills and
emotional well-being supportive school climate appropriate behavior

Joie P

L
Supporting adolescent Building a culture of inclusion Addressing the needs of
development and acceptance of difference the whole child

Conception 1: Supporting student mental and emotional wbking.One common
category of ideas surrounding SEL related to the social, emotional, and psychologiteimel|
of students in other words, helping students cope with trauma, personal crises, and stress.
Some of these stressors came from school, but others came framesto t s ° home 1| ives
neighborhoods, mental health status, or other sources. This conception was more common at
the school and classroom levels than at the district level.

District-levelrespondents, overall, were not focused on student emotional and mental
health in their conceptions of SEthough 3 of 12 respondents did answer in this way. In one
particular district, two central office administrators included this conception in their definitions
of SEL. One referenced student wading and the other linke@EL with the climate and safety
goal under t A& anbthes district,ahie testrallofficA &dministrator discussed
the promise of mindfulness as a set of approaches that focus on multiple aspects of helping
students find focus and awarenesktheir present state mentally, emotionally, and physically,

UThis administrator was referring to the goal in Calif
“students and staff will work in a healthy, safe, and
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thus teaching skills involved selfawarenes§f CASEL’ s fr ami ngselef t he co
management

At the school levelstudent mental and emotional health was a very common
conception, nentioned by 19 of 29 schotdvel respondents. Particularly in schools with large
numbers of students experiencing trauma, this conception of SEL was viewed as key to helping
students succeed academically by learning to manage their emotions, triggengespamhses.
Thus, this conception can be linked to the CORE constrgetfahanagement One principal
e x p | a bonidethotional learning for me is whether students have stiwht-ness, that
they're able to manage themselves, that they are able te sislls to get through their trauma
in order to manage themsel ves, basically.” Th
may also refer to the CORE construcself-efficacy, demonstrating the overlap we found
among r esponde nthesCORE consteuetfna sanoenndividod also reported
that she had recently begun using a mindfulness practice, and that she felt bringing such a thing
to the school could enhance SEL for her students.

In some casesparticularly among teachers who wordavith highachieving students-
SEL framed as emotional or mentalwele i ng was perceived as i mport
personal development and health as they managed perfectionism, parental pressure, or the
stress of a demanding academic load. One staff trameconveyed this view, also aligned with
the CORE construct sélf-efficacy.

The academic performance of the students here is very high. I think with that, a lot of

the problems that we’ve seen coming in and
students ould find a trusted adult to listen] are high anxiety, high depression, high

suicidal ideations, setiarm. Those sorts of things.

At the classroom levell7 of 26 teachers described SEL this way, identifying support for
socialemotional wellbeing as avay to help students cope with trauma, personal crises (e.g.,
par ent s,oradadema stiess.)in most cases, the idea of SEL as emotional and mental
well-being was viewed as a prerequisite to academic success. For example, one teacher said:

The so@l-emotional aspect is just if ytne uncomfortable emotionally in whatever
way, and you do have the social environment to support you, then | think 'yegust
alone and uncertain, and | think tHatso disruptive to trying to learn at all, let aloliee
write an essay.

Some respondents who viewed SEL in these terms saw it as taking precedence over
academic learning when a student was experiencing a personal crisis, as this teacher explained:

... [whether] parents are going through a divorce, whettieey are having problems
out side of the classr oom, whet her th
them to allow me to make sure that t

y're
e’

e
hey’' re
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they have a million things going on, then you know, theraviking when Rome fell

doesn’t really matter. It really doesn’t.
A health teacher connected students’ emot.i
(selFmanagemenj with the idea of mindfulness or mindful learning. When her students used
mindful learning €chniques (such as deep breathing) she also believed that they were able to
return to the task at hand with a cadho attitude (growth mindsef). She told us,

.7 m a big s uemptionaltiearning because bdo teach health, and | also
feel thatmindful learning should be incorporated in the schools, because a lot of these

kids face anxietyorstress her e’ s a | ot going on. The ki d:
SO many projects.”... There’s so many thincg
har d, the ti meThhmeynargee noevmgr.whel med with schoo

engaging them in stress relieving techniques. Like | know in my class | like to do a little
meditating and just relaxing and breathing. Just allows them to bring it back toda go

calm place where they know, okay they can c
this” and that outl ook, that growth mindset

Conception 2: Creating a safe and supportive school clim&eme individualslpced
SEL within the concept of overall campus climdfE.hi s concepti on emphasi z
feelings of belonging and safety and, especially, on building relationships among students and
between students and adults. This understanding of SEL was conmmrganore than half of
respondents at the district, school, and classroom levels. Few respondents explicitly connected
this conception of SEL to one of the four CORE constructs, but many believed relationships and
climate were key ibang, adweltas thdir academiv, sociad, arld we | |
emotional growth.

At the district level,7 of 12 respondents mentioned cultudimate in their conceptions
of SEL. As mentioned earlier, one district ad
for campus climate and safety. Most often (in 6 of the 7 cases) the connection between SEL and
campus climate was articulated in terms of relationships. In one district, all three district
administrators we interviewed included relationsHypilding skillsvithin otherwise broad
definitions of SEL. For example, one administrator felt that relationships can help students be
successful academically, as the Common Core standards emphasize more collaborative
learning. Another administrator in this district evaoted that relationshigbuilding skills are
being newly emphasized in her pilot program, based on data from the prior year. Another
district placed a significant emphasis on rel
relationshipo r i e nt e dsaidlonesatiministator. Strong relationships were thought to
makenot onlystudent learningout alsomeasurement and accountability more robust in
schools, in that they enabled people to get to know and trust one another. These
administrators also saw rafionshipbuilding between and among adults and students as

12 pefined by CORE as support for acaddezsiming, sense of belonging and school connectedness, perceived
fairness of discipline rules/norms, and safety.
edpolicyinca.org e
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central to creating equity. Specifically, they believed that culturalfponsive teaching would
directly improve relationships, by helping teachers connect better with students from different
cultures.

At the school level 18 of 29 respondents connected SEL to campus climate in some
form, oftenin terms of culturebuilding and relationshibuilding (among students and
between students and adults). In one school, the principal explained thaalda them was
students getting along with one another, despite differences:

For us, in terms of soctaimotional learning, we knew we were going to have to really
work on building a culture because on the same street we have students [who] may
have gor to differentelementaryschools and they may not have gotten along. Now, all
of a sudden, theye all here.

At schools in another district, individuals consistently affirmed the ideas we heard at
the district level, that relationships were central toLSEhese ideas generally aligned with the
di st r i c tReswrativedustices® equity and collective/collaborative work, and the shift
to new academic standards. One school leader summarized the connections this way:

So, if there was like a dream foula out there, | would say that socimnotional

learning processesselfawareness, selfnanagement, social awareness, relationship

skills, and responsible decisiomaking—these abilities are how to do Common Core

work and how to resolve conflicts throughe st or at i ve Justi ce. [ .
needed to introduce SEL before or prior to the shifts to Common Core from more direct
instruction to more communityased instruction model, right? So, SEL is the glue that

teaches teachers and students how to make instructional shifts to a community

model for Common Core with the emphasis on going deep with the content, with the

subject matter. And soci@motional learning also gives kids the agency and voice they

need to resolve their conflicts through Resttive Justice.

At the classroom levelye found this conception of SEL being about relationships
among 13 of 26 respondents, consistent with the demonstrated importance of teastiieient
relationships from the literature (Roorda, Koomen, SgliQort, 211; CorneliusVhite, 2007,
Quin, 2017). In the majority of casésachers articulated a focus on building relationships with
or getting to know their students and their circumstances. At one school, SEL was often framed
around school culture described asloseknit family, with a culture characterized by
teamwork and humor. The bonds that this culture created among teachers were also viewed as
pertaining to teacherstudent relationships, in which bonding and a positive atmosphere made
it possible to adtess more serious things. One teacher explained,

13 For more on Restorative stice, seePayne and Welc{R015).
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| think it goes the same way with studenlisyou start creating that relationship where
you have fun in my classroom, but when thi
serious conversation on a sepae note.

/| 2y OSLIIA2Y oY 5S@St2LAy3 &0GdzRSyY Aibritg 2 OA | f
of respondents at all three levels conceptualized SEL in terms of developing and supporting
student s’ soci al skills andsamdeavi or within t

At thedistrict level,only 1 of 12 districtevel respondents mentioned individual skills
and behavior in her conception of SELthe school level 7 of 29 people defined SEL in terms
of specific behaviors and skills. Often this conceptiame from counseling staff, particularly
when referring to their efforts to support sociamotional learning of individual students. For
example, when asked to explain SEL, one counselor described working with a student on the
autism spectrum to help himnderstand why his socializing behavior was annoying to a reuro
typical friend, and when it was socially appropriate to spend time with this friend. This example
aligns well with a conception of SEL as helping students desetal awareness.

At the classroom levelmore respondentg11 of 26 teachers) articulated SEL in these
terms. In most cases this had to do with helping students either develop social skills or engage
in behavior appropriate to the schabiliylto setti ng
understand their social context and manage their emotions related to the ability to make
appropriate decisions about behavior. Though this teacher used different terms, they linked a
conception of SEL as appropriate behavior to the CORE casstoetal awarenesand self-
management

So, for me, it means being able to be metacognitive about who you are socially and
how you' ' re perceived by people around you,
to understand your own emotions, process itake decisions once you come to

understand your own emotions. So, mmaking t
really upset right now, these are the deci
refl ecti ve an dtadually wantkoenak thede decisions untthhoan
little calmer.” So, soci al and emotional [
myself, how | show the world, and my emotionalwele i ng and how | ' m f e
now and how that affects my decisiamaking.
Anotherteacher in this district used as an example a hard rule in her classroom that

there could be no “trash talk” or swearing, n

In another district, three teachers (in two schools) described SEL in terms of etiquette,
manrers, and being polite. Two used the example of boys opening doors for female teachers.
At a school in another district, the connection between student behavior and SEL appears to
rest, in part, on a prior behavior management program. Among the key ided&rgirding the
program are the beliefs that building relationships and fostering positive interactions with
students encourages motivation and responsibility, and that students must be taught what they

edpolicyinca.org @
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need to do in order teamleadfostheprogamnedplaimedtheT hi s s c
connection this way:

[The program has] been in our district for over almost 15 years. It has evolved over time,
so a |l ot of the ideas that we have in our
over working with ideas that the students have, and building on what ideas they want to
have on their Guidelines for Success.

In this school, the previous (and still operative) program provided adomgedded
structure that enabled teachers and school leaders to waith students to develop and teach
behavior norms that support or lead to Stelated skills and positive school climate

Conception 4: Supporting adolescent developmeAtnumber of respondents cited
mi ddl e school st udent gologichlddeveldprmgntnmgheit definitioest age o
of SEL. These individuals viewed middle school as a challenging time for students and SEL as a
means to provide appropriate support for their particular developmental stage. While not
particularly common overalthis conception was more often expressed at the school and
classroom levels than at the district level.

At thedistrict level only two individuals articulated this view. In both cases,
administrators cited adolescent brain development in their descrgiof SEL. One
administrator indicated that more information about adolescent brain development could be
helpful for teachers in understanding SEL. The other administrator said that brain research was
a rationale for following up with mindfulness as an sggeh to SEL.

At the school level6 of 29 individuals cited adolescent development as a rationale for
SEL. Respondents indicated that middle school
students need help witkelFmanagementand interpersonatelationships. One principal saw
students’ developmental stage assefontri buting
managementtools:

| think another strategy technique is seffanagement, because of the trauma, | really
think that adolescents need, gtiin general, but especially ours, need their own
reminder, their own red flag that waves for them so that they can make it through

A principal from another district felt that middle school presented a new opportunity for
developing SEL that extendedywnd what was possible in elementary school:

[Socialemotional learning] is big at the middle school, becausaewhere kids are really
understanding what they e a bTohuateybecome aware of their own social status,

or structure within the school,ra then how they respond to others in an appropriate

way as they’ ' re growing up. So in terms of
school kids is really off the charts. They are a little crazy if you will, when it comes to
growing, because physicallyd body is just developing probably a lot faster than they
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are emotionally. And wee got to work on that. And so thersea lot of counseling that

goes on, therks a lot of reassuring them that your feelings, your fears, whatever is going

on with them, eva aspirations and positive things, are normal for this age, but this is

how you socially and appropriately handl

agreement with somebody. Or you really feel like you want to use your fists instead of
your speech or youtiplomatic ways to handle the situation.

According to these school leaders, adolescent changes provided a key moment for
helping students manage emotions and learn to behave in socially appropriatq soaye
awarenessandselfFmanagemenj.

At the classroom level4 of 26 teachers cited some aspect of brain development as

rel evant to SEL. A math teacher in one distr.i

abstract thought, in her definition of SEL. A math teacher in another district definethiSEL t
way:

e

..To me [ SEL] is how the emotions of a chi

from their peer activities or peer interactions, how they bring it into the classroom, and

how it affects tIsem.i glhtd oconr 'whatdkhmloivs,snd tthhaa t’
because in middle school with all t he adol

ng

thing. It s a huge part of their | earni
what | think sociabmotional learning is, and we havo address it.

Conception 5: Building a culture of inclusion and acceptance of differeitsome
cases, SEL definitions included additional references to diversity and inclusion. These
explanations often build upon previously discussed categorie$, as developing a positive
climate that valued diversity and helping each student feel connected to the school.

At the district level,an equityfocused definition of SEL emerged in two districts. In one
of these districts, we heard this view from difée central office administrators. Moreover,

di strict documents reflected an understandi
stronger connection with people of diverse

also include inclsion as a goal. For example, this district had centdaeloped SEL

competencies, and competencysocial awarenesss defined as demonstratinggmpathy for
ot her peopl e’
administator in the other district specifically discussed equity, describing concerted efforts

provide professional devel opment focused on

challenges for student populations underrepresented in gifted and acceleptegtams:

We do a separate class just focusing on

African American and Latistudents and ELs, what the research says, and how...
students [have] difficulties related to identity, and usually that hits inrthddle school
or upper elementary too. [In] middle school, how do you help them navigate and

mediate that?
edpolicyinca.org @
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This district was focused on providing trairfihfipr teachers
Figure4. Visual Cues  that was culturally responsive and that would enable teachers to
for I_nclusion and help underrepresentd students (in particular) develop integrated
Equity academic identities and navigate multiple group membership for
E W success in advanced courses. The district was also training school
J leaders and teachers to be mindful of the ways in which

\\Y / underrepresented studerstexperience stereotype threat, social

B :TE issues, psychological challenges, and cultural biases, and how these
EF‘i\EE : experiences may impact students in the classroom.
ZONE |

=1 =1 Notions of SEL as related to diversity and inclusion, and in

= Some cases equity, came up at ool levelin 4 of 10 schools.
In one school, equity is an explicit goal. When we asked the
M Assistant Principal to share her vision for the school, the reply was,
\ Bl‘ “ . - -
P I_Woul_elquny_u_sat”n seaqyui t abl e environme
consistency with flexibilt .

AN
%éﬂ

In two schools, leaders noted that various forms of
difference or diversity are eithgr)assets that promote SEL or
culture-climate or(b) an inherent, positive part of SEL as a process. An example of the former,
one principal described the feelirg their campus, particularly in reference to inclusion of

e

Special Education studentsiiclasses and peégo-peer programs: “[ 1]t <cre
opinion, a really i[and]hasiasrealy@owartulimpacpoheur e her e ..
campus’” . siMemeseand diversity were seen as an integral part of a campus climate

that promotes student inclusion and connectedness. In an example of the latter, a school staff
member in another district reported that difference is a positive part of SEL as a dtynam

| earning process: -erholidna learnmg ie nottso much dispemsingsao ¢ i a |
learning, but becoming aware that we are different and different is good. Different is very good.

Di fferent is r eal |(kgure éshavs aeaingdlefokthe @isual cuessve go o d! ”
found in many schools.)

Two of 26 respondents at thdassroom levetonnected diversity to SEL, particularly to
positiveculturec | i mat e, il lTustrating the way responder
than one of the sixategories we identified. Describing the racial and seconomic diversity
at her school, one teacher said:

We have the most diverse campus |’ ve ever
classroom you see a little bit of everything, and the kidsradewith one another, and
they'  re friends. I 't s r e alolhave sudhadiversebot h et
campus, and really you could count the amount of fights on one hand. It just doesn
happen and they all gather together and they all geng.| think the administration
really fosters that diversity.

14 This is a training designed by the Gifted and Talented Education officefféxed to teachers distriewide.

@ Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools



Policy Analysis for California Education
_____________________________________________________________________________________________________________|

Il n another district, a teacher praised the
special education students, saying

| know that our school is so big on acceptance. We have a Ipeofad ed students

who... you see around campus and they feel so accepted because the kids know and
understand that we may not all look the same or act the same or learn the same, but
we're al|l essentially the same, SO..

Conception 6: Addressing the need§the whole child.Tying together many of these

conceptions, a number of respondents defined
“whole kid.” Respondents communicated the 1ide
t o the «chi lcidcunsstarfces inltheirsseciarhotiomal ahd academic learning

including a student’s history, family situat.

may face inside or outside of school. This language was prevalent throughout two districts in
particular, though it was also present elsewhere. Once again, this conception was more
common among schooand classroontevel respondents than among distrievel

respondents.

At thedistrict level,only one respondent conveyed this understanding of 8&his
definition, SEL encompassed an approach to facilitating more than just academic learning:

|l " m so grateful that we’'re | ooking at more
talk about the whole child a lot and how important it is to look at #igole child in

education. .. So |’ m appreciating the promi
We're still too messy, for sure.... | Kknow

looking at SEL is definitely moving in the right direction.

Four of29schoollevelr e spondent s menti oned t hene whol e
teacher gave us a broad dedmaotitomal I"&Nhemi weg,
looking at the entire history of a person, and situation ethics come into play a$ well.

At the classroom levelye heard this conception from 6 of 26 people. The following
description from one teacher exemplifies these responses:

These kids need to have some kind of joy,
fun...lthinkthat ' s part offift fenwho] est hi hg, academi
the whole kid, giving them something that they can find for themselves.

Cross/ dziGAy3 5A&al ANBSYSyltak5SolFGdSa Ay 9RdzOF G2 N3

Overall, we found some disagreentédetween those who saw SEL as a means to
ensuring academic learning and those who saw it as more of an end in and of itself. Another
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divide emerged between individuals who believed SEL was beneficial for particular groups of
students compared to othershwo saw it as beneficial for all students.

SEL as a means versusant. Despite their specific SEL conceptions and the categories
into which their definitions fell, mostbut not al+respondents at all levels viewed SEL as
operating in service of academearning. At thedistrict level, 10 of 12 administrators viewed it
this way. As one put it “SEL iIs being the co
all aspects and moments of the school system and notjustaroadd pr ogr am. ”

At the schod level 18 of 29 people saw SEL as primarily a vehicle to support academics.
This was particularly true among principals and assistant principals. Echoing this sentiment, one
assistant principal said, *“A heaferoMentoaki d emot
hi gher performing student academically.” Some
important end in itself. These individuals believed SEL served to nurture each child in ways that
extended beyond academics and that this nurturargits own was valuable. One assistant
principal, for example, ascribed to this view because she believed that academic achievement
was a given for the students at her higbhieving school:

[H]ere, [SEL is] more about the kid. | think tegtistthenai r e of t he ki ds th
they are proficient and advanleveldatdialdds. They
they'  re going to | earn, they’'re going to ge

Counseling staff were less likely to view &&primarily supporting academics. In fact,
only two of eight respondents in this role spoke about SEL primarily in terms of its relationship
to academicsThis finding is perhaps not surprising, given that many persons in this role
explicitly focus on mdal health and social issues in their work.

Amongclassroomlevelrespondents, 18 of 26 couched their definitions of SEL in the
service of academic learning. In some cases, these were teachers who saw SEL skills such as
self-management(including copingvith crises or trauma) as a necessary prerequisite to

students’ academic | earning. This response fr
districts:
[SELis].l t hi nk, getting them into a classroom

thoseneeda bout where they’re coming from or wh:
come to us, or if they have all this background and this baggage that we need to address
before we can even teach them anything

SEL as relevant to all students vs. particular stutiecross districts and at all levels,
the overwhelming majority of respondents viewed SEL as applicable to all students. All 12
district-level, 24 of 29chootllevel, and 22 of 2@lassroomlevelrespondents thought of SEL in
this way. One schodévelal mi ni st rat or went s o 'tthiaktheres t o say
such a thing as sociamotional learning. Learningisaso@amot i onal experi ence.
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implies that all students would and should, by definition, participate in secredtional
learning as a necessary way of approaching academic content.

In cases where respondents saw SEL as an approach for particular sificeneach at
schoot and classroortevels), they usually viewed SEL as a type of support necessary for those
strugglirg academically, behaviorally, or emotionally. For example, one teacher, when asked to
define SEL, told us about a group of her students who were on the autism spectrum and whom
she had helped to develop more social skills. Her selection of this storysssiggeew of SEL as
applying mainly to students who have particular needs in the social realm, not as a beneficial
process for everyone. In some cases, these respondents conflated SEL with therapy or
counseling. For example, an afterschool coordinatad tolu s : ‘O know the schoo
[ with SEL] because we do have a great counsel

In the end, respondents across the CORE districts and schools articulated a variety of
ways to conceptualize SHh.manym st ances, educators’ definitior
traditional domain of SEL to include aspects of school culture and climate. This broad
understanding of SEL thus informed their reported practices, which we investigate next.
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FHndings SEL Practicesufports, and Cros€utting Themes

A second focus of this study was to understand how administrators, teachers, and other
staff promoted SEL in their schools and districts. Specifically, our study captures what educators
and leaders reported when we askdtm what they do to support SEQverall, educators
reported using multiple practices to advance SEL. Some of these were formal or institutionally
driven, while others were more informal or driven by the interests and concerns of individual
faculty and &aff. We also found a range of distrilgtvel practices intended to support scheol
level SEL efforts. In the following sections we describe these practices and supports, along with
the specific conceptions of SEL (defined in the previous section) theyinteneled to
promote/advance. Here we bridge to the previous section and the varied ways in which
educators conceived of SEBlote that in many cases a given practice was thought to support
several elements or conceptions of SEL. Tawgven practice magverlap with more than one
conception or construct.

As a reminder, our intent is not to identify a set of tighgpecified SEL programs or
interventions, but instead to identify a set of cresstting strategies or approaches that were
common to many chool and district efforts. Many of these practices may in fact be part of
particular programs identified as supporting noncognitive and SEL student outcomes (e.g.,
Restorative Justice, Safe and Civil Schools). Further, we should note again that frovalgsis a
of interviews and observations, we are not able to discern the quality or impact of these
practices and supports. Yet, by conveying what educators are doing to advance SEL, we are
contributing toa practical knowledge base of concrete practices care undertake in
classrooms, schools, and districts. Rather than endorsing these as effective practices per se, we
instead provide them as examples of common approaches taken in a set of schools
demonstrating positive SEL outcomes for students, in theebdpat they may provide ideas
that educators and leaders can investigate further. Another approach a school could take is in
choosing from evidenebased practices in improving SEL (e.g., Grant,e2@17). While this
kind of information about the causanpact of particular interventions is certainly useful for
building knowledge about what kinds of changes might support improvement at the school or
district level, our research approach is designed to better understand the range of approaches
used by pactitioners in natural settings.
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SchoolLevel Practices

At the school level, we identified eight common and overlapping practicgsire 5)
intended to support student SEL.

Figure 5The Six Schodlevel Practices to Support Student SEL

Strategies to promote positive school climate SEL-specific classroom s
and relationships practices and curricula 2"',’:2
a. Whole-school cutture-building strategies a. Creating a positive classroom
environment

b. Promoting personal interaction to build trust and relationships
c. Advisory period

d. Organizing schedules and students to support relationships
e. Inclusion strategies

Supporting positive behavior ::: Marshalling human capital resources in

b. Strategies for managing
emotions
¢. Modeling appropriate language and mindsets

a. Positive behavior management and support of SEL
restorative practices a. Staff leadership teams focused on school
b. Setting and enforcing clear values and culture-climate and SEL

expectations " b. Non-instructional roles
c. Targeted supports for individuals or groups c. Supporting adult SEL
Promoting engagement, relationships, and Measurement
SEL-related skills using elective courses and and data use

extra-curricular activities
a. Elective courses
b. Clubs to support leadership and inclusion
c. Afterschool programs and activities

In our descriptions below, we highlight the conception of SEL that rekgras believed
the strategy promoted. In some cases, respondents stated the link explicitly, and in others we
inferred it based on our data and the literature.

Practice 1: Strategies to promote positive school climate and relationshifzs. many
responderts, when we asked about how they support SEL, they discussed ways that they made
the school welcoming and supportive for all studeritsese practices included building whole
school culture, fostering trust and positive relationships, and promoting iraciusi

la. Wholeschool culturebuilding strategies.The culturebuilding strategies here were
l inked to respondent s’ promotingcaggsitive and safe tampus S EL i
climate. In three schools, faculty and administrators spent the firg anda half to two weeks
of each academic year building the whalehool culture. At one of these schodbsachers used
the time to develop activities with their students so that all get to know each other and to set
rules and expectations. These are foendations of the relationships that develop through the
year and that form the basis of SEL work. Moreover, each subject has-eel&&€&d theme for
their activities to ensure that students get full exposure to SEL concepts. For example, math
teachersmight work with the concept of perseverance while English teacheghtdraw more
heavily on selawareness.
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One common element to culturkbuilding across schools was the promotion of school
pride and values (identified in 5 of 10 schools). Often edusadeveloped ways of
communicating the school’s values, such as <co
These approaches were seen by schaaol classroorievel respondents as important to
school climate (which they viewed as a component &f) SBfusing the school with joy and
making it a place students want to attend. School values were often communicated in such a
way as to promote school pride and identity, with a catchy acronym or with language linked to
a school ' s mas tpedtschoolldaders eommumitate €lsar dxpectations for
student behavior, detailed iRractice2.

Three schools used music in common areas, in order to promote a positive environment
or stimulate positive student emotions (calm, for example, or a happyaphere). At one
such school, the principal put a portable speaker outside her office (near the cafeteria) before
school as students entered the cafeteria for breakfast, and during lunch. In the morning she
played soothing music, and at lunch, upbeat musit both of the schools in one district,
students played music at lunch. Respondents further believed that student leadership in
selecting and playing music helped to further promote a positive school climate.

1b. Promoting personal interaction to bulltrust and relationshipsin sixschools,
respondents cited relationshipuilding as a schoatide priority and central to their SEL goals.
A teacher at one school connected this focus with building trust on campus, a priority derived
from continuousre@ w of student survey data by the scho
results revealed that 75% of students reported that they could identify a trusted adult on
campus. “So that me aitteellke tieresan adelrthatahiey canhtadk k i d s
to,” the teacher noted. I n order to build rela
them by name and shook their hands as they entered the classroom. This practice also helped
him gauge students’ emoti onaltopomaetthes, maki ng
conception of SEL asental/emotional well-beingas well as the conception of
climate/relationships Observationally, we noted a high level of trust in this school. Two staff
members told us that students regularly referred their friendsdounseling and related
services. We even saw one staff member leave open her exterior office door when she stepped
out during lunch, suggesting a great deal of trust in the students at this school, many of whom
were eating or moving throughout the campdsring lunch and not confined to a single area.

Connecting with students by greeting them and shaking hands appeared to be a fairly
common practice across schools and districts, including among teachers and staff whom we
saw but did not interview. Thereave many examples of this kind of practice. One principal
greeted students as they arrived and stood out near the buses at the end of the day. At another
school, a teacher and administrator greeted students as they came in the room, often by name
and witha hand on the shoulder as they entered the campus cafeteria for breakfast.
Relationshigbuilding was also an important ingredient in the disciplinary practices of the two
schools thaused Restorative Justice and restorativagiices as a centerpiece dfd schools
approach. (For more detail, s&ractice2a: Positive behavior management and restorative
practices)
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1c. Advisory periodSchoollevel respondents in five schools identified a formal
Advisory period as a key support for SEL in their schidigcators in these schools believed
that combiningAdvisory with homeroom allowed students to build relationships with their
homeroom teacher and classmates. As one school leader said

Advisory is the ti me ‘’veltanmeeting, yowsarttbdeac i r cl es ...

what
bring thematic work or activities or things that address those issues that are popping
up....our goal around it is to get every student access to a caring grubstive adult

[who] knows them way better than anyone else in the school. The idea is to create a
safe group setting as well, so it’s not
is where home is. This isnmy base at thi

These classes also offered an opportunity to teach SEL explicitly, including direct lessons
on topics such as bullying. In fact, a respondent in one school deséwayesbry as the only
place in the school where students experienced-§ifcific instuction. Advisory also afforded
time for class meetings, in which students could learn social skills and process difficult events
happening on or off campus.

Two schools leveraged student leadership in  Fgure & In-Class Guidelines for Respec
their Advisory. In one case, these students faatiit
teacher s’ i mpl ementeodt i on
developing class meeting rules (Figure 6jh&nother
case, members of a student club worked on-SEL
related message® be shared during Advisory. One
school created a Leadership Advisory class afesits
who were trained to act as teacher assistants during
the (regular) Advisory period, when much of the
explicit SEL teaching happened at this school. At
another school, school leaders, using student behavio
data, determined that AfricaAmerican studats were
getting a disproportionate number of discipline
referrals. Administrators consulted with the school
Black Student Union to understand the problem and
craft a solution. An administrator explained:

[ T] hey | ooked at, *“ \Whanyreferral$?tAndtwhahdrethee ' r e

s happened over the weekend with stud

reasons why we’'re coming in?” And so they

anything around disrespect. So they created Advisory lessons around respect, and they
actually made a c o mgvisdryiclass that can doinesup with the d |,

best definition of what respeéandsbouwe dod

competition for that. We also did some videos about disrespect and respect. But that
was coming from their peers. So they got &egheir peers on these videos, or teaching
the |l essons. And we did that, and the di
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because now they had a sap about it..and they were actually doing something
instead of getting in trouble.

ImplementingAdvisory periods in a consistent manner, however, was not always easy,
according to several respondents. One challenge was time. While two schools (one in each
district) heldAdvisory weekly, the other two schools had a d&dlvisory period. The additional
minutes meant that in one case, the school needed permission from the district to comply with
the teachers’ contract. The Principal was com
instruction in this setting by maintaining the daflglvisory periodwhich in this school included
time for class meetings and discussion of-ffdted themes or (sometimes traumatic) events
in the community. These conversations took time, time that this principal felt was vital to the
students and the school

The builtin structure to support socisgmotional learning, sometimes you need time to

just talk about sociaémotional needs. At the same time, | recognize everybody needs

to learn how to integrate it. That kind of our new learning. Then | continue to fight for

cd ass meeting ti me. Byeedstoigmogertivadays,dveoy s a we e
consecutive days on the theme to teach, instruct, and then to talk about it.

Other school leaders reported that at times it was challenging to ensure that the
advisories weractually being used to promote relationships and SEL. At one of these schools,
teachers reported thafdvisory class sizes of more than 20 students made it difficult to
implement this type of program, and that part of tlhelvisory time was often taken upith
academic activities rather than more Sfelated topics. At another school, teachers were not
contractually obligated to plan lessons #dvisory and, as a result, a school leader decided to
develop the lesson plans herself over the summer and digiithem to teachers.

1d. Organizing schedules and students to support relationshmme of the schools in
our sample organized overarching campus structures to further relatiorslkilding and
provide additional supports to particular groups of stutke-or example, recognizing the
unique needs of students transitioning to a new, middle school campus, many schools
implemented structural supports to advance the so@alotional development ofixth
graders. Three schools in two districts organizedselasind schedules in ways that keep sixth
grade students together all day, separated from seventh and eighth graders. A school leader at
one of these schools said

We' re super intentional about having the s
expetiencethamt he seventh anWe'eveghtodr gradda @nglishss.i xt h
and history. And then also they have family group, so they travel to their different

classes together.

In this school, this practice was intended to improve student behawiqgrbventing
sixthgraders from imitating the behaviors eighthgraders. Another school in the same district
had a similar way of grouping students into smaller communities by gadamilies but this

@ Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools



Policy Analysis for California Education
_____________________________________________________________________________________________________________|

school also looped the same families togetherwvilie same teachers througdeventhand
eighthgrades. These smaller school communities within a school were intended to strengthen
the relationships between students and teachers as well as to provide a higher degree of adult
support f or asdtemdiaa nesds and leacning |

Five schools in three districts also used various forms of a bridge program to bring
incomingsixthgraders into the school in the summer prior to the start of the academic year. In
one school, the program reviewed behawvexpectations, including respectful communication,
in order to foster a sense of belonging and connectedness. At another, the school had a
program that promoted belonging and connectedness amsirthgraders while building
mentoring and tearvbuilding skIs foreighthgraders. In this prograneighth-grade mentors
did teambuilding with groups of 12 incomirggxthgraders during the summer, then they
continued to check in with their mentees during the year. The school also disnsissed
graders to lunb ten minutes before the other students and provided organized activities for
them in the auditorium in case they did not want to eat outside with all the other kids at this
large school. Another school had a similar program, which the faculty advisarstgjavesixth
graders a sense of belonging: “They come into
to know that they do have support, that i1f th

le. Inclusion strategiesSchools we visited promotadcluson by reaching out to
isolated or lonely students, by fostering racial integration and belonging for students in
different racial groups, and by connecting Special Education and General Education students. As
detailed in the section on extracurricular agties below, several schools across districts
leveraged student leadership in this arena with clubs that promoted kindness among students,
that specifically encouraged members to reach out to lonely students, or that mediated peer
conflict. Another schdglanned to begin a peer mentoring program the following year. Six
schools had clubs or other programs designed with African Americaatioixstudents in mind:

This included, for example, Black Student Unions that emphasized college exposure, community
service, and Black History, and similar clubd &amxstudents. Both schools in one district had

Male and Female Leadership Academies that reached out to academically struggling African
American students and paired them with mentors to learn about leslde and college.

Two schools in one district were particularly focused on a campus climate of racial
equity and inclusion, anthey approached this goal in different ways. One school intentionally
hired many African American male ntgaching staff taact as role models and send a message
of belonging and care tAfrican Americarstudents. At the other school, an administrator
explained how they turned a fire in the cafeteria into an opportunity to promote racial and
socieeconomic integration. With theafeteria unusable, students ate their lunch in a makeshift
courtyard around a portable classroom. When they set up the temporary lunch area, students
who brought their lunch from home went to one area and students who had to get their lunch
at school wehto another area (only students eating school lunch had to go to the portable).
This resulted in a situation where highacome students and lowancome students were
segregated. A school leader explained:
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We have the haves and hawets. We have kidsom [the poor area of the district]. And
so what would happen if we just let the kids that brought their lunch just eat where they

wanted to? You’'d have all the white kids, ¢
the courtyard and the garden &ag. And then the black and brown kids in line getting
free lunch.

To promote integration, they made all students go to the courtyard around the
portable. Staff reported seeing less segregation at lunch time. The same school leader told us

The idea khind that is that we force everybody to go to the cafeteria so that they can
develop different friend groups. And so it
the foundation of the work that we’re tryir
envirorment where everybody can reach their highest potential. And we have kids that

are reading at the secongrade level, and we have kids that are reading atlifth-

grade level. And so how do we provide an engaging experience for all those kids?

Two schoolsn one district emphasized inclusion of Special Education students as a core
feature of building a positive campus climate. Both schools had a Best Buddies program that
paired Special Education and General Education students, who then spent time doing fun
activities together. Special Education students also were integrated into mainstream Physical
Education (PE) classes at both schools and, at one of the schools, into electives as well. A school
leader at this school related their Best Buddies progranhteti r school ' s overal/l
SEL this way:

[I]t just teaches [students] how to be kind and thoughtful, that reeall people, and to
help each other. So we also have a club that works on kindness and thersthere
Kindness Challenge Week. And Isetween that, we also have Lunch Buddies, where
Gen Ed and Special Ed kids bond through lunch.’Sthétinclusion of everybody, and
the joy that makes kids really want to come to school here. | mean, we have a 98%
attendance rate last year.

Practice2: Supporting Positive Behavior

Many schools discussed behavior management as central to their approach to SEL, and
reported using variations of a Multiered System of Support (MTSS) in supporting students
with varied needs. atlidedfPproviding ldggfalitynnstdictiangnd“ t he pr
interventions matched to student need, monitoring progress frequently to make decisions
about changes in instruction or goals, and applying child response data to important
educational d e ali, 20050 Im an"MT$HBramewarkh aesched enacts supports
and programs that are available to all students (Tier 1), targeted supports to groups (Tier 2),
and individual supports to specific students with the need for a tailored approach (Tier 3). In
this section we discuss the approaches schools took at the school level and in a targeted fashion
to support positive behavior and SEL.
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2a. Positive behavior management and restorative practicBesitive approaches to
discipline and behavior management protad several different conceptions of SEL that we
found in schools. They were viewed as contributing pmsitive school climateand providing
opportunities for students to learn and practisecial skills and appropriate behavior.
Restorativelustice (R) and restorative practices, in particular, were also seen as enabling
students to learrselfFmanagement(particularly emotional and social skills) and prawvepd
spaces and staff to help students maintaimotional wellbeingandbuild relationships.

Seen of 10 schools had, as a schtmlel priority, some formal positive disciplinary
approach such as Positive Behavior Interventions and Supports (PBIS) (3), Restorative
Justicefestorativepractices (2), or Safe and Civil Schools (2). PBIS emphasizes clea
expectations and rewards for positive behavior along with strategic interventions to support
students who struggle to meet expectatiofi®estorative Justiceg¢storativepracticesaddress
disciplinary issues with the goal of restoring damaged relatiossbyprepairing harm,
rebuilding trust, and strengthening the community (Karp & Conrad, 2005; Karp & Breslin, 2001).
Both restorative practices and PBIS are aligned with the core principles of 88h8&s must
provide varied supports to students to botm@urage and enforce desired behavié©ne
principal articulated the connection between PBIS and the SEL conceppositite campus
climatein this way:

We’ ' d |like to focus on the concAngpwhenoe schoo
brought PBI®n board several years back through the district, PBIS is all about social
emotional learning. But it doednspeak specifically to sociamotional learning. It

speaks to positive environments. And so | think as we develop a plan for a positive
environmen, the socialemotional has just kind of come along.

Typically, these approaches led teachers and school staff to focus on why a student
acted out and how to help him or her develop more appropriate skills, to reward positive
behavior and, in schools witRestorative ustice or restorative practices, to mend damaged
relationships. One school administrator (who led a team on school cullumate) explained
the school’ s approach and its benefits:

We have restorative responses to discipline. Instead d{itapat a punitive approach
for everything and also having a blanket zero tolerance policy, we have morbygase
case r espons &atoftlook asthevhgbemnd is and start to dig around
that. Thats what we do with restorative practice, tors@f disrupt our punitive ways
that we were used to going about responding to disciplin€his year, | believe that we
reduced our suspensions by maybe 60% at this point from last.y®éere talking
probably like 40 to 50 kids that are in school longed more often because of our
Restorative Ustice intervention. s more so our mindset around responding to
discipline as opposed to hardcore systematic change. Just shifting the way we see

15 https://www.pbis.org/school/mtss

edpolicyinca.org e



APACE

students doing things and why th'eg doing it versus how we sponded to why theye
doing something or how someone responded to what they were doing.

In addition to adults trained in Restorative Justice, one school also had a Peer RJ
program, which students applied to before being selected and trained as Regéodastice
peer facilitators. They took part iRestorativedustice circles and even led circles by themselves
with their peers.

Three schools in two districts had designated locations on camplith either a fult
time or parttime staff persor-that sened as alternative spaces for emotional support or
positive disciplinarypractices. Two were focused on restorativagtices, while the other
emphasized emotional support and informal counseling. Two schools set aside rooms on
campus that were used as mopesitive alternatives to suspension. Students could take time
away from a conflict or get caught up on school work in these rooms, but more importantly the
room—and the fulltime staff person assigned to the spaeprovided theenvironmentt o “ c o o |
o f f et sopport. As th&estorative ustice coordinator at one such school told us:

[L]et's say a child just having a bad day or something not going right, t
exhale room. I set up to where the atmosphere is not punitive, constrictive. The

atmosphere is more open, the'eusually nice music on, sometimes students come

there just to do work. If a child is having a difficult time at a certain point, they can go
there, they can have a conversati orpgewi t h |
things back in order, get their mind right and th&nl0 minutes theyre back in class in

a[...] better way.

A staff member at another school described the way the room at their school provided
an opportunity for emotional regulation and suppo

My role here in this work is to provide the alternative to suspensidns to transition
or restore the student back to the classroom environment, rather than immediately
suspending for some offenses. Not in violation of ed code, not suspendingrdaiding
another level of support to teach the students the particular skill sets that they may
need, or communication sets that they need, in order to get their needs met
appropriately.

In these settings, as well as in individual classrooms, teaelnerschool staff used
conversation and cheeks to connect with students and influence student behavior without
having to resort to punishment or suspension. In a related exanw@eobserved one teacher
as she kept an easitijstracted student focused oalesson. Periodically during the class
period, she would redirect his attention or check in with him to keep him on task, always in a

firm but kind manner. The first ti me the stud
group’s over heter, SW¢Stueent], please turn a
strike'cause then we're in detention.” Later in t}

information to the class, she noted this student seated across the room looking the other
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directon. “ [ Student], we good?,” she asked. *“Yeah
me,” she responded. And finally, when the stu
the ceiling]?” she responded, “tWer rel @a®s ngnd ol
happy to show you.” I n each case she was cl ea

student in a calm and caring manner, and clearly made an effort to keep the student engaged
without excessive disruption to the rest of thes$, and without using punitive measures. The
principal at this school described the facul't

A popular message our faculty believes in here is ratios of interaction:ri exeer
going to redirect or correct a behavior, we are camity counting in our mind how
many positive interactions we have had with a child before we actually correct a
behavior or redirect a behavior.

2b. Setting and enforcing clear values and expectatiohbe successful implementation
of PBIS or restorativgractices relies on a clear and shared understanding of what behavior is
expected. For this reason, the majority of schools (8 of 10) implemented specific programs or
events that communicated clear values and behavior expectations for students. Schools
promoted these values and expectations through direct instruction, through rewards systems,
and through visuals (posters, murals). In five cases, schools articulated their values and
expectations via a short philosophy, such as an acronym or catchy phedseat featured on
posters around the school and communicated verbally by teachers andRtaxample, one
school emphasized having a positive attitude, respecting others, and rewarding resii¢nce.
another school, the school values were connectethitoschool mascot. Thassistantprincipal
in this school reinforced these values by add
“Good morning, [Li on]. How are you?’” Sometim
conceptions of SEL, such as diiiiness or social intelligencer they promoted SElinked
goal s such as student engagement Havehave fun |
compassion”) .

In one school, the administrators worked with a team of students and teachers to
developthes hool " s goal s: Ki nd, Mi ndful, and Safe (
devel oped a set of behaviors that correspond
Guidelines were established for each classroom, the courtyard, hallways, andahendms,
by a team of faculty, staff, and students working together. The staff discussed this process as
essential for monitoring behavior, because then everyone knew what was expected in every
space. The KMS values (Figtyevere discussed by one adnstrator in this way:

Students don’t |i ke to be corrected around
comfortable when there are no rules.They like structure. | think the best way that we

saw fit was to make i.tThestudemta knonoaheadwohtimeé do we
Il i ke okay, l " m not Dbeing [kind] right now.
correct those behdAreyoubsing KMS riglt notwkneyeanéelt o u n d
you. 't makes for a b e tpckeng all thetime, stopsstop,i on, t

stop.
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Figure 7.The Kind, Mindful, and Safe (KMS) Values

School-wide Classroom

MINDFUL MINDFUL

Courtyard Hallway

MINDFUL MINDFUL

Use kind words. Put all trash in garbage. Keep hands, feet, and Be kind and respectful Go promptly to your
objects to yourself. next destination.
SUEICH Eat, chill, and enjoy. Use kind words.
Walk. Always have a pass
Offer help. during class time.

Walk on the right side

Keep hands, feet, and
objects to yourself.

Watch where you are
going.

When students enacted the values or did other positive acts (such as exhibiting
kindness) aligned with these values, educators in 5 out of 10 schools rewarded this behavior
with tokens or prizes. For arple, in one school where values were communicated through
the mascot (CompassiehttentivenessTenaci ty), students “caught?”
behaviors, or just doi ngc hsaatdseThdnontegawkeghm d, wer e
assistantprincipaldrew a few cards out of a box and announced the winners, who could then
go to his office to select a prize. A teacher at one of these schools aptly summarized how that
school sets and reinforces values and behavior expectations for students:

Whatdoesimean to “be there”? That is one of ou
lessons so that they know what that is. And when we do those lessons and they take on
those four Guidelines for Success, we reward that behavior throughout the year with

these [Schogl Gr ams, whi ch are our positive incen
surethatwéer e doing that positive reinforcement
teaching them at the year .-emotionahthenk it ' s mo
connection for me ishte idea that they come to school, they want to be here. One of
ourGuidelinesforauccess i s “have fun | earning.” We
do that at [our school ] . Whvhylththbittiesen[tl o her
SEL].

Thse respondent’s comments illustrate how staff
incentives and guidelines for success. They also make evident how a given practice can support
multiple conceptions of SE&nd C@elated goals, such as engagementéh@ol (wanting to be

there) and a positive school climate (doing fun things).
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2c. Targeted supports for individuals or groups.7 of 10 schools we found targeted
interventions existing under the broad umbrella of MTSS and counseling, with an explicit
connection to SEIMTSS&ype interventions ranged from more legtakes interventions, such
as agenda checks for academically struggling studsetsrianagemeny, to bringing in an
outside therapist for a group of students struggling with a particulati@hship or emotional
issue (hental/emotional well-being, relationship-building, social awareness A school leader
explained

Yeah, they need just a little bit different dynamic than this tier on€hey [the students
receiving the intervention] can bituid. It's not a permanent thing. In the very, very
beginning they recognizetiHey, why am | not with mgdvisory group? Then we
brought in another agency for these girlssla counseling group, where they are
working on confidence building, anger negement kinds of techniques.

Counseling was a common targeted intervention, mentioned in 6 of 10 schools we
visited. The counselors and school social workers we interviewed consistently described their
work as helping studentsuild social skilleandrelationshipsin addition to processing crises
(mental/lemotional well-beingg . Counsel ors in one district fel
work rested on them. Students were assigned or referred to counseling, and sornefeaitd,
but we also heard ahd the importance of students referring one another to counselors for

support, and the connection to trust .-reféks a co
all the time here. ButVe been here for a while.. Trust is a huge thing. They have tmtnthat
you care and that they can trustybu At t he same school, a teache

ticket system, whereby he can fill out a form noting an issue and it will be routed to the
appropriate person.

Restorative Justice was another opporturfily targeted intervention, enabling
students—or students and staffto step out of a classroom and resolve issues. If necessary,
this intervention was coordinated with the counseling staffas well. n t hysullénda c | e

counselor and an RJ coordina r someti mes, said one assistanit
information goes back and forth fluidly betwe

In some cases, schools partnered with outside providers for targeted interventions.
These providers could be counselors or therapistsa community organization. For example,
one school had a community organization come in and do a felléék program for students
identified as atrisk. A counselor described the program, linking it to SEL for these students:

That was a curriculurhased program where each student got a little curriculum

] o u r.6&maall groups. They had one to two community members meet with about 10
kids. They taught them about IlesteedAlrok hi p, m
the socialemotional [constructk At the end, it culminated in a community service

project that they did together as a group. That, I think, has helped as well with some of

our students that were not motivated, that were making bad choices, things like that
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In this description we gasee connections to the CORE competengetifimanagement
(positive choices) and to common conceptions of SEL sutiemisl/emotional well-being
(selfesteem).

One school has a dog, Coco, that provided-igure 8 StudentMade Clothes for
emotional support to sﬁOSIed[éO9@0§0 The dog’'s owne
(one of the teachers) told us that she fosters dogs '
as a volunteer and had read about them being -
used to support students at schools on the East | - u I ‘ “ U‘”
Coast. She approached the principal at her
schoo| and they decided to try it. Coco comes to
campus three dayswaeek. She usually stays in a '
l'ittl e bed in this teaj 1 but <ca
requested for support elsewhere on campus. She 22t
is a small dog, with a hypallergenic coat. Over
the years, students have even made outfits for . - .
Coco (Figur8). S

.
a“a

U™

[Coco] can ginto a kids arms who is
crying over a test and within 30 seconds, tiweycalmed downKids who have never
had an animal before, they kind of get used to her by playing with her, and she just
turns the mood like that. I've had her in parent meetings lbefdve had her in the
[Listening Room]. Skean alaccess dog, she really is.

While there are clubs and programs to support studdnisn differentracial groups
(see Practice 3), it is important to note that educators at all levels were reluctamigipest
that they directed their Tier 2 or Tier 3 efforts towamgroups of students identified by race,
saying that they focused on whwver demonstrated a need via academic, emotional, or
behavioral struggles. For example, in one school, the princigatrtbat the school had a
|l eadership academy for males, but-rde&ktrihetet
of their academics. He did note, however, that most participating students were African
American. (This program, which also existethatother school in this district, engaged student
agency by pairing aisk students with those identified as having leadership potential in male
and female academies.)

Practice 3: Promoting engagement, relationships, and-&#ated skills using electie
courses and extracurricular activitiedlany schools used elective courses, c|amsl
afterschool programs to promote student engagement with school, a positive climate, and
relationshipbuilding. Some of these activities were explicitly focused oroB8ELC, and in other
cases, educators said that participmat in fields outsideof academics (such as the arts) itself
provided important opportunities for school engagement, s=ipression, and the
development of sociaémotional skills.
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3a. Elective ourses.In 4 of 10 schools, educators reported using elective courses
particularly music, art, and PEo promote SEL. In two of the schools, electives were viewed as
promoting apositive school climatexand fostering student engagement. In the other twioet
elective courses themselves served as powerful vehicles for SEL. For example, respondents
described the music program at one school as the crown jewel of the school and as key to
promoting school communi t yemaional ski.dheenusicpi ng st u
ensemble provided modeling of a social group, in which all members have clear roles and
contribute to the whole. The music teacher explained the value of the music performances this
way:

Say if | play my wrong note, makes us all look badeshak all sound badnd if | work
really hard at doing the right part and play my part well, then we can all really rise up.
Which | think is a real analogy for how we work as human beings, that we have to pull
each other up, we have to support each other

Other educators described the music program as providing extensive training and
opportunities to exercise peer feedback and a way to communicate to others how one feels
about their performance and behavior. During a music class we observed, studests we
prompted with sentence starterssuch,4sl r eal | y..” | iakhe ewey@wmcour ag
respond in pairs and also with the whole group. Additionalenth andeighth-grade
students took on the roles of peer tutors with their younger or less expegd colleagues. In
the words of the music program director and t
more than that we want you to grow as citizens.

The PE program at another school provides a different example. School staff described
PE as alace where students go to access adwtwoc ar e about them in a sal
have amazing athletes at the school, [and the coaches] are carrying at least 30 plus kids each
where i f something happens they?ré& bkiakd, a' Can
the school. Once again, this strategy promot e
relationships and positive school climate are key components of SEL.

In two other schools, faculty saw the availability of highly desired elect@sanoting
school engagement and a positive school climate. At one of these schools, many respondents
believed the arts helped attract both students (this district had open enroliment) and faculty,
and made the school a place where students could enjalyexpress themselves. A school
leader at this school saw electives, in which Special Education students were mainstreamed, as
promoting a culture of inclusiorat their school. At the other school, they had many electives,
including visual arts, AVf®and Science Technology Engineering and Math (STEM) electives.
The principal saw this holistic approach to education as promoting a positive school climate
overall, which he viewed as a broad term that included SEL.

16 https://avid.org/default.aspx
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3b. Clubs to support leadership and inclosi Seven of 10 schools offered clubs, either
during lunch or after school, that addressed a range of interests. At one school, the presence
and variety of the options was itself seen to promote relationships among students. As a staff
member put it, studets arrived at the beginning of the school year and staff were able to say
to theme gWMeng to help hook you up wfoirh t he ri
districts had clubs through which students specifically promoted kindness, compassion, a
positive behavior, with some clubs going further to support students facing trauma (e.g., one
school had a club for girls that addressed issues of domestic violence).

Clubs at several schools sponsored Kindness Week, or other kindness activities such
in several of the schools where students were encouraged to write public notes about what
they appreciate about others (see Fig®)e In other schools, students focused on making sure
no student ate alone during lunch. Members of a club at one saleguilarly went out at lunch
and invited |l onely or isolated students to jo
who would get to sit next to the student to further boost their morale). One school organized
“No One Eats Al on e e’Studantsporseelgautatimer students who are r a ¢
eating lunch alonésee Figure 10Similarly, we heard from a couple of teachers at the school

that i f a student is having a “hard time” the
teacher atthisschosl ot ed, “ We have some really great ki
two that are willing to go in and check in."”
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Figure 9 Public Notes Between Students to Support Leadership and Inclusion

In several schools, respondents identified Figure 104 No One Eat
student leadership and agency as a key mechanism Campaign for Inclusio
throughwhich clubs promoted SEL. One of guhools
that explicitly promoted kindness had a peer
leadership program, believed to promote kindness o
campus, build teachestudent relationships through
Friendship Lunches, raise awareness about the har
of druguse, and mediate conflicts among stunds.
Referring to the peer leadership program, a counsel
noted:

Our teacher that leads that is amazing at
developing relationships with kids, not just
teaching them. She has such a good
relationship with them that she not only teaches them to be goaatlais out in the

campus but those kids are also her eyes and ears for cutting, suicide, drugs, anything

that could be hurting kids. They will tell
we'll address the studentssaaynd get the pare

This same school also had a program in wtehAssociated Student Bodyd honors
students mentored other students once a week at lunch, checking in and supporting them with
binders and organization. Educators linked this practice to the SEhetency ofself-

management
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In another school, leaders used student leadership via student council as a way to model
positive behaviors for the student body, whil
school adapted the process of nominatiavhen necessary, to allow a student who might not
meet the GPA requirement, but who might have other relevant qualities, to participate. The
assistant principal explained

[We want to] identify eighth gradesshomay be aren’t the omartest
Maybe not the most athletic, but there’s s
st udent .Whenwa thinklabaut equity.all you have to do is fill out an

application. You have to get 25 peers to say that you would be a good person on student

couci |l . And then even 1 f you initially don’
period your grades are improvingWe ' r e | i ke, “I1f you want to
application and then we’l| hel p you meet t

In this way the school c¢d promote its value of equity as well as the positive student
behaviors desired.

Several schools had clubs designed to support students from specific racial groups.
Three shools had Black Student Uniaihsit offered college field trips, community secej and
a social outlet for African American studentsvoschools in one district explicitly mentioned
equity as a goal in discussing programs and practices to support African American youth in
particular. One school had a specific program focused oneswmdachievement of African
American malestudents as well as clubs to empowtEmale studentsn areas such as
computer coding. In the other school, the Restorative Justice lead had begun a club for African
Americanmale students whavere getting susperetd and having behavioral difficulties. This
educator worked with thestudentson building relationships, handling personal difficulties, and
developing character. We associate this focus on cultural responsiveness with Sitiilding
a culture of inclusbn and acceptance of differencéther schools had clubs fbatinxstudents
or to empowerfemale studentsnterested in computer coding, which staff hoped would foster
self-efficacyin a group typically underrepresented in the computer science field.

Adivities sponsored by clubs were largely seen to promote positive school climate. At
one school, respondents used terms lgahool spiritpromoting joy andbelongingto explain
the SEtconnected benefits of lunechime events and other activities sponsal by the
Associated Student Body. The many CC and SEL benefits, from relatlmrikhipg to
promotingjoy, attributed to clubs and other extracurricular activities exemplifies some of the
fluidity and range of language we heard from schaold classrom-level respondents about
what constituted SEL.

3c. Afterschool programs and activitiek 7 of 10 schools, respondents linked
afterschool programs or activities to SEL. These activities included some of the aforementioned
clubs but also included classsuch as music or yoga. (The latter was said to relieve student
stress promotingemotional wellbeing, at one highachieving school.) In one school, the
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afterschool program used lessons from a formal SEL curriculum and made efforts to connect
with the activities occurring in the school day.

Many respondents also viewed student involvement in sports as an important aspect of
the afterschool program. As with-sthool sports, staff described the afterschool sports
program as building relationships and proting the integration of kids from different groups.
As one teacher said

[The coaches] have been with this community for such a long time vadéwyetuned

their coaching practices. Their teams are GOOD. We have like a first string football
team, a gcond string football teamthey went to the championship, basketball, track,
soccer, cross country. We have every sport here and so many of the kids participate.
Youll go to the track meet andll see you know the black kid from [a targeted program]
on the same team as the little white girl who was in the courtyard. Andshahen

they're coming together. So, | think tHatimportant.

Staff at afterschool programs also enhanced connection to school by providing
students with time for and help with hormeork and in three cases kept careful track of
student academic performance during the school day.

Many respondents also viewed afterschool activities as an important SEL opportunity
for students, as staff were able to build relationships with studentsamtk in with their
well-being As the coordinator of the afterschool program at one school told us

So whether a studerd having a bad day, or maybe theyhaving a good day. | want to
connect with them on that social and emotional level. | want tabk to check in with
them, | want to have a relationship with them that they know they can come to me or |
know | can come to them, andsta clearopen line. Just trust and honesty. Something
just very open.

This individual prided herself on priazing relationshiguilding, and since she also worked in
the school office during the day, she was able to really get to know students in her program in a
variety of contexts.

Practice 4: SE&pecific classroom practices and curriculdhroughout our vigs we
found evidence of explicit Sitlated instructional practices, what might be thought of as
schootwide strategies, or Tier 1 in an MTSS approach. In 8 of 10 schools, we also observed or
heard about pedagogical strategies intended to promote SEichwiaried substantially in
nature. They included physical arrangement of the classraouatines, norms, modes of
guestioning, relationshibuilding/connection, helping students manage emotions, and
providing choices about how to handle assignments aststaNVe also heard about specific
formal programs or curricula used in 8 of 10 schools (sometimes these were disttect
programs), though the programs varied widely as did their level of implementation.
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4a. Creating a positive classroom environmeMany teachers discussed the ways that
they organize the classroom to create a positive and welcoming environment. We observed
three teachers in three different schools greeting students as they entered the classroom. Two
of them stood at the door and shoskt udent s’ hands, greeting them
in one school explained that this practice helped lhuild relationshipswith students and also
get a read on their emotional state, which was important to his effortsdd2 Y2 4 S & G dzZRSy i .
emotional well-being.

In 11 classrooms we visited, we observed students seated in groups at tables or groups
of desks, or were told by teachers we interviewed that they used this arrangement. We also
saw desks arranged in this manner in other classrooms we dispaaifically visit. These
groupings were used to reinforce norms of requesting help from peers before approaching the
teacher @eveloping social skills and appropriate behavjpto enable students to take on
specific roles such as note taker, materialshager or facilitator gel-managemenj, and in at
least one case to promote social skills among {sighieving students who would often rather
work alone. One teacher also used the group seating arrangement to keep track of how often
she connected with stents individuallyrgelationship-building). Another teacher told us that
group work provided students the opportunity to receive constructive criticism without
defensiveness or anxiety, promotiggowth mindset

Being able to talk to each other aboutliging able to defend their answer, and it gets
heated sometimes. Which is awesome, but they need to be able to communicate, they
need to be able to share. They need te-H#is is where they struggleconfident

enough to share it and be wrong. Not being afrto be wrong, and we try to keep this

as safe as we can.

A school leader explained why group work was an important tool for promoting SEL.:

In order to independently do this in a group of four, and not need the teachers hovering
over you... you reallpeed very goodel-managementskills and you need very good
relationship skills... And you need to makeesponsible decisionso that the group can
complete the lab or the task at hand and turn it in.

Two teachers played music as students entered thescobr during their work time. One
used upbeat music to promote a positive, engaging atmosph@@r(oting positive climatg,
while a teacher at another school used an electronic classical medley (and dimmed the
fluorescent lights) to provide a soothingnabsphere promoting mental/emotional wellbeing
and taking account adddolescent{brain] developmeny.

4b. Strategies for managing emotion3.eachers also used multiple strategies to help
students manage emotions stemming from academic anxiety, prioniea or emergent
personal crisesself-management mental/emotional well-being). Three teachers at one
school stressed the importance of clear expectations for engagement in each class, and these
teachers used posted, scheeide rules or classpecific G4.A.M.P.S. to do this. (C.H.A.M.P.S. is
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a mnemonic to remind teachers to provide students with clear, explicit expectations for each
classroom activity in terms of Conversation, [obtaining] Help, Activity, Movement, Participation,
and Success).As one teaher said, keeping expectations clear was a matter of helping

students cope with trauma, saying, “[GlJuidel:@
students because they know what to expect especially dealing with stufiehtq§ have
experiencedpevi ous trauma.” Along similar |lines, a

being very explicit about expectations for every activity built trust and reduced student anxiety:

| try to use C.H.A.M.P.S. so the classroom strutdwlear and set fth, so they know if
they're allowed to talk, if not, how do they get help, whathe activity, when do | have

to move around the classroom, all of those things. So that for the kids that have trouble
with anxiety or stress, they know exactly wisaéxpeted of them the whole time, so it
lowers their affective filter to focus on the math.

Two teachers permitted students, particularly younger students, to redo homework
assignments and tests. They believed this strategy not only ensured content learning in
foundational classes, but also helped students cope with anxpeon(oting emotional/mental
health). One of the teachers, who taught at a gifted magnet school, told us that this strategy
took some pressure off his students, who tended to be perfectisnistmath teacher in
another school who also allowed students to retake tests linked the practice to promoting
growth mindsetby showing students that they could imprev@nd pass the classthrough
effort.

| let [students] retake tests, and | sit withtme at | unch, and | say, *
help you out. We’'ll go through.lletthem We ©br e
retake tests as many times as they need to
then they’ || pass my c¢l ass.

Along hese same lines, a Special Education teacher gave her studentdovaobperiods if
they became very upsesél-managemenj and used pictures of emotions to help her students
learn to identify and communicate their feelingslfF-awarenes3.'®

4c. Modelirg appropriate language and mindset&dditionally, teachers used language
in key ways to advance SEL. We saw teadhld relationshipswith students and promote
engagement by using humor with their students. The languaggafth mindsetwas also
conman across schools and districts, where we h
brai n g flfdkearyouaag)d c a n,’I'tvantdyau toiadd three little letters to the end

7 https://www.dailyteachingtools.com/champslassrooramanagement. html

18Thjs district had added the CASEL construct ofsefeness to the four COREnstructs. CASEL defines self

awarend@dse adbitity to accurately recognize one’s own em
influence behavior. The ability to accugroantledstepseafssess o
confidkence, optimism, and a ‘growth mindset.’'-” (taken fron

competencies/)
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ofthat:'lI can’ t” dOne tma'tEM t e ac h emomoatergrowth mindsed t hat t
with affirmations and a positive approach to mistakes:

So we really put an emphasis on how making mistakes is the only way we can learn, how
mistakes are really put in this special place where we applaud them, look at th&m

we go through all of that to talk about how these things make your brain grow, and

that's a goal we have. We also do some affirmations work in the beginning. So in the
front of their math journals some sort of affirmations about themselves, so every time
they open their notebooksthose are right there. And every so often throughout the

year we will pick our favoriteno, r our favorite mistake and have the students do

error analysis on those mistakes. So what was the student thinking, what did they do
wrong, what did they do well? Those kinds of things.

We also saw teachers providing students with concrete protocols for how to
communicate with one another. In one science classroom, the teacher had posted guidelines on
how students are expected torespedtfd y comment on and cfseeti que o
Figure 11)In a music classroom in this school, we found evidence of students using this
conversational model, with a focus on appreciation. At the end of an activity, the teacher asked
for student feedback. After talking about what they could do differently next time as a group,
the teacher asked if anyone had a compli ment
appreciate the steady beat of the sbass” and
participated and it appeared that they had a
performances.

“

Figure 11 ModelingRespectfulCommunicationn the Classroom

Another math teacher promotedrowth mindsetby sharing their own struggles withath as a
student. This teacher shared with their cl ass

| know when | was in junior high, | had a horrible time. | mean, [growth mindset is] my
whole philosophy..* I f ai | ed. I failed math.” When we
that '’ s what | start out with. I tell the pa
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and | passed. Then | took geometry, and | failed that too, and then I took it in summer
school, and I found out | do rwokddbw wel |l w
later when | was in college [Growth mindset has] been a recéytoined term in

education lately. I never had a word for it, and | was just, | really believe that | can do

anything. | can. If | wanted to, | could study, especially now theotmyT could be a

mechanic. It might take a while, but | can do it.

In other classrooms we observed teachers directing students to continue to push through a
challenging question in matls€lf-efficacyandgrowth mindsed, and like the teacher above,
others used themselves as models for students who were discouraged.

One teacher tol d us saflefbcacyby gesigningidssomsghats t ud e n
progress in such a way that students’ l earnin
suchas your answer/finding is accurate and i mpor
you came to that wunderstanding?” sdfefitacypy t each
giving students time to figure out a problem or coming back to them if they walled on but
not able to immediately answer the question, making sure the student had the opportunity to
end with success. One teacher used test scores to sugptirefficacyandgrowth mindsetby
showing students how they had grown in math. Eveheir overall score had not improved,
she would show them areas of i mprovement. Thi
mi stakes” in her classroom, oftengowtmgi ng a s
mindset She explained

We have a lot of fumvhen [my student teacheor I make mistakes, which we never do
[sarcasm]. Not even once. The kids are cute,madike,* @ like | did something wrong,
and they go; Thats the first time evef.I'm like,“Yeah” Just making sure that' & okay
that everyone knows it safe to be wrong. Thatwhat | think is the best, and just that
everyones opinion is valuable.

Another teacher described working with students on impulse cor@noltemper issues
(related toself-managementandsocial awarenessthrough oneon-one conversations:

[ JJust sitting down and talking to fthem an
do this next year. Becausenn your | ast ditch effort, basi c
them from the school. Both of them [studentsth behavior struggles] are very, very,

very bright, but nobod\s ever bothered to tell them that.

Sometimes a teacher took time away from direct academic instruction to deal with a
discipline or emotional issue and used it to help the whole class olevtkeir social oself-
managementskills. One teacher reported

And even if ifs not oneon-one, it might be literally right in the middle of a lesson, but
it’'s okay.’ll stop ands a gkay, so how can we address this? How can we rediré¢dt?
you krow, “Guys, what can we do to help these two dut™clude the whole class so it
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doesrit feel like its just me, picking on them, basicallys like,“Okay, hey. How would
you guys solve thi§And it goes quicker that way usuallZause the kids arée “Okay,
how about you do this?And,“You sit over there, and you $iOr,"“Go outside and talk
about it,” or whatever. They come up with really good ideas.

In addition to the pedagogical techniques and interpersonal approaches described above, we

found that respondents in 8 of 10 schools referenced various formal curricula or other pre
packaged programs used to promote SEL, such a
SEkpromoting curriculum in their schoainddistrict. In some cases, theircicula involved

lessons, and in others, set behavioral expectations. Elsewhere staff used these materials as
resources to develop Advisory lessons on a variety of topics related to SElltainelclimate.

A school leader at one school, for example,guifrom AVID, Class Meetings That Matter,
Olweusbullying prevention program® and other sources to create her own Advisory lessons

for teachers to use. A teacher and the principal in another school in a different district reported

that a computeradaptivemat h pr ogram used at t(hathsefc hool bui
efficacy) because it was designed for individual students and gave them choice about what to

work on. In all schools, posters and visual representations oféd#ibd messages were used to

shae specific SEL concepts in classrooms and in the hallways, as in the poster depicted in the

photo at right. Our field work, of course, could not discern the quality of these materials nor the
consistency in their use. In fact, in the schools we visitedjaulum was not referenced as

central to any schot strategy around SEL. Rather, they mentioned SEL curricula only when

directly asked, suggesting that they do not perceive these materials as being as important as

other schoolwide approaches.

Practice 5: Marshalling human capital resources in support of JELis clear in the
examples above, adults in schools are responsible for implementing SEL, and as such, staff
roles, capacities, and mindsets are critical. For this reason, most schools distussed
capital approaches to SEL. These efforts fell into two major categ@dsting or mobilizing
personnel explicitly focused on SEL (staff leadership teams anthswactional roles) andb)
promoting adult SEL and strategies to teach it.

5a. Saff leadership teams focused on school cultucbmate and SEIRespondents at 6
of 10 schools mentioned using schdialsed teams to oversee the behavior and school climate
approaches at the school. This was @@dathaen wher
(see Practice 6). In some cases, these teams built on structures in place for earlier programs. In
particular, some schools (or their districts) had previously implemented Safe and Civil $¢hools
and the current iteration of these teams built on atthad come before. Belowve discuss
additional strategies for building strong and supportive climates. The point here is that

19 http://www.violencepreventionworks.org/public/olweus_bullying_prevention_program.page

20 safe and Civil Schools is a program and consulting pradéeeloped by Randy Sprick, to help schools create
positive school climates, reduce referrals and behavior problems, and improve classroom management.
http://www.safeandcivilschools.com/index.php
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respondents at several schools identified these formal bodies as important sites for promoting
SEL and positive climate at theghool sites.

5b. Noninstructional roles.In general, schools used staffing decisions to support SEL in
one or more of four ways: hiring or directing counseling or paraprofessional counseling staff to
support SEL; hiring or+directing fult or parttime school staff brought in specifically to
address issues of SEL, climate, and discipline; promoting equity and role models through staff
presence; or partnering with outside organizations, usually to provide targeted interventions to
troubled students.

All 10 schools had counselors and/or social workers on sitefjy@gchools had made
particularly creative use of staffing to promote SEL. One school also had aesoctainal
paraprofessional who was assigned to the Listening Room, a room on carmete students
could come at lunch-or even during classif they needed a trusted adult to listen. One school
had an RJcoordinator as well as two RJ facilitators, one specifically dedicatetktiograde.
Another school had a restorative practices coortiimaand yet another had a teacher who
worked fulttime in their dedicated room for alternatives to suspension, and who also
conductedrestorativecircles with students and staff during the school day, as needed. Finally,
the principal at a different schdoesponded to a shortage of substitute teachers by hiring two
full-time subs who rotated among the classes, thus providing consistency for students and
faculty, and ensuring that when a substitute
students,values, and ways of doing things.

In some cases, schools found it necessary to reassign staff or reconfigure staff teams to
better align with SEL goals. Two schools put together sehin@, multidisciplinary teamto
coordinate the many internal and &#tnal services they provided their students. At one such
school, oneassistantprincipal per gradevas specifically responsible for SEL at that grade. At
another school in this district, i@acher orspecialassignmentwasgiven responsibilities for
SELAt a school in a different district, tHeEteachers were trained in traumaformed
practices and assigned 10 frequenrtiyant students each, for whom they were to act as life
coaches. These coaches would see their mentees on Mondays, then have thar afshpeir
regularPEclasses the rest of the week, enabling chetwkand relationshigpuilding. The
principal described the program as follows:

Because of our special schedule, 8liteachers on Mondays, instead of teachipg

they're life coaches.8cause a coach naturally has that
attitude, wéeve trained our coaches around trauArgormed behaviors..On Monday

they check in purposefully, one on one, and then small groups if it works that way. Then

they picked theilPE students, so they see them Tuesday, Wednesday, Thursday, Friday.

It's kind of a natural connector. The life coaches, thabmething that we also have.

Administrators in several schools tied their staff recruitment and retention efforts to
SELInoneschool , an admini str at odimateefortsleraphatizedt he s c
“‘cul turel/ fit, cul ture/ fit, cul ture/ fit?” in hir]
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great that you have this experience maybe 15, 20 years in the ctamstuut if you can
partner with the teachers around you and partner with the students around this learning, then
ts not a great fit.?”

Leaders in one school made a point to hire African American (especially African
American male) noinstructional saff, which at least one staff member viewed as an
important part of equity, and a source of caring and role modeling for African American boys.
This perspective is aligned with emerging research showing that tessthdent racematching
can be very benefial for students of color (Gershensd#art, Lindsay, & Papageor@917).

He explained his school’s strategy:

You don’t see a | ot of Dblack men on school
that' s wusually where you .[@hsechtolllmsduitemme n on
few black men, not as teachers but support staff. Solid, veryneetided black men

and all of us hit different youngsters in different ways. | get a lot of support here from

just being here on this campusl think its someth ng t hat ' s i ntenti ona
with the principal that hired me it was intentional, we discussed We want to have a

certain perspective, we want to try to look like [the city] in our demographic as the

staff and that’ s h aoudettoteacdecs,.003@of ttachers | ar | y
in America are African American and less than that [are] male.

Finally, respondents at 5 of 10 schools mentioned bringing in external partners such as
therapists, group facilitators, local ngarofit organizationsand trainers on SEL topics. In one
such case, a group of men who were formerly involved in gangs spent time at one school a few
days a week, reaching out to troubled students. A teacher at the school explained how helpful
these individuals could be supporting student emotional healthand positive behavior:

They are now serving the community by coming into our school and being here as
support for these students, who are facing similar issues. A lot of the studentst | can
really relate to a lot of thggroblems the students are having at home becauise mever
faced that issue. Because like | said, | carelate to a lot of the issues the students
have at home or in their neighborhoods, but those gentlemen can, andrthayhuge
help. Theyre very encouraging, theye very positive and they bring a good atmosphere.
A good resource to our campus.

5c¢. Supporting adult SERespondents at 3 of 10 schools reported that schools
supported adult learning of SEL via scHoaded professional development (Pdh topics such
as growth mindset, restorative practices, or PBIS. (See District Supports for information on
district-led PD.)

Two schools used staff meetings to reinforce school values by modeling the kinds of
behaviors and language they expected ditrstudents. At one school, faculty reviewed the
school s philosophy at every faculty meeting
promote the school v al as@stamprincipahahanaherfschool | ear ni n
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explained that rewardingps i t i ve (student) behavior within
part of the school culture via modeling and explicit instruction in staff meetings:

[How do you do that?] By example. A lot by example. Even from teacher to teacher or
administrator to adninistrator. Just try to go by example. Wealk about it at staff
meetings, sandwich it. Compliment, constructive criticism, end it with a compliment. We
talk about positive to negative ratios. You knows @anywhere from three to five

positives to onenegative ratio should be the interaction between teacher and student.

One school infused SEL as “part of the con
Learning Communities (PLCs). In this school, teachers who were in their first year would receive
coachng from a more experienced colleague, with expertise in restorative practices. One
teacher interviewed strongly believed this coaching was paramount for his development as a
facilitator of students’ SEL:

[T]there are quite a few [SEL] experts in thisad. One of the begpractices shared
during coaching was that 6€ode-switching ... He [colleague teacher] explicitly teaches
them [students] what codewitching looks like, why'& [not] okay to say certain things
to a teacher when class is in sessamd why it is okay outside of class.

TheRestorativelustice coordinator in this school also coached every teacher in RJ
practices. Respondents noted that one of the most important aspects of this coaching was
hel ping teacher s, arsmeobuldrélayionshipsavithrilgit studente s, | e
(The importance of teachestudent relationships is well documenteelg., CorneliudVhite,
2007; Klen& Connell, 2004; Roordat al, 2011; Quin, 2017). In this school, once per week, the
RJcoordinator stayed with a teacher for the whole day and developed joirsihject activities
with students and the teacher. This coordinator spokéhefway he commonly helped new
teachers better understand how to build relationships with students:

New teachers coma and theyre overwhelmed and they just start teaching or just

start throwing the prompts out that they’ v
really creating a relationship space. One teacher for instance, he was a musician. | went

in his room irSeptember and when | prepped with him, we came in here and we talked

about it and | asked him some questions and he told me about he was in a band and this

and that. When | went to his room, | sai d,
you in thisroom. | see all this history stuff, the normal classroom stuff téxtbook,

good job, but your students don’t know who
admitted, he was | i ke, “Yeah | keep that s
themsee a little, that’s a cool thing. You n
said, maybe put an old guitar.” He said, *“
like, yeah, have itupandtheye goi ng t o ask wlhaadtstoried i s and

make relationships.

edpolicyinca.org @



APACE

While many respondents cited learning about SEL from these school activities, one
teacher told us that most of her knowledge about SEL had come from her own reading and
online research, motivated by personal interest. AJadhese same lines, two schools tried to
facilitate this personal learning through reading about new ideas toggdes Figure 12)pr

engaging in “book clubs.” We found two school
Car ol D we c lowtls mindse(Bweak,200§)r One school worked with Zaretta
Hammond’s book “Culturally Responsive Teachin

which respondents connected to SEL, in local professional development workshops. One school
leader explainedhow different teachers at the school had used what they learned from this
book to support dev-eelatedoskils antd coosfructs:t udent s’ SEL

Our different academic departments took parts of this book and developed a focus area.
[In] Chapter 8 ware Dr. Hammond describes the cognitive routinghe. special

education department took it apart to help write studeoéntered goals for students to
selfmanage, haveelf-awareness haveselfFmanagementandsocial awarenessand be

able to respond to gestions about their progress on their self reflection and their goals.

In this way, educators explicitly connected the ideas of culturaiponsive pedagogy and SEL.

Practice 6: Measurement andata use.From the outset, CORE leaders designed
surveyso measure student SEL and school CC and believed that these data could help focus
attention and guide improvemenOverall we found some districts used these and other SEL
data to guide and improve their efforts, but there was considerable variatitimeimwareness
and use of these data.

Figure 12Visual About Growth vs. Fixed Mindset
Awareness of the CORE surve*’ —

data was high among administrators at Kind of Mindset Do You Have?
in 7 out of 10 schools we visited.

Principals in particular at these seven Growth

schools referenced using the CORE Mindset

data or indicated that it had added a
sen® of importance to the focus on
SEL or CC. While we found a high le\
of awareness and support for the
surveys at the administrative level, I can lea

When I

however, we found limited awareness  1want«

When |

of the CORE data among faculty and Tell

nspired.

P 1 succeed, s »rmine everything

If you 1 ‘”imdc(h‘"' 8.
¢ and @

feel threatened,

other staff. My ol B - N e

Nonetheless, leaders in 7 0 schools reported using the CORE data in some way at
their sites. Schodkvel educators generally used SEL data to plan and identify areas of need in
annual cycles. For example, faculty at one school used the CORE data to plan activities for the
following year. The principal reported that their climate team had already looked at the data
the week before our visit:

@ Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools



Policy Analysis for California Education
_____________________________________________________________________________________________________________|

...To take a look at how our parents, students, and teachers ranked certain questions
Theyre already planning the first 10 days of schoollhmw can we structure things
differently so that students rank themselves higher or tHelsetter results. Thas one
way that our whole school has looked at that data.

This principal also noted that their administrative team would be looking at theegwdata at

the end of the year to “do a cycle of continu
can we do to improve participation and such.”
prompted a schoeWwide effort to include culturally relevamractices in professional

development for the 20162017 school year. A school in another district used the CORE data to
identify goals on which to focusgrowth mindset, in this case.

In some schools, however, individuals cited challenges to using the GBRand CC
data. Some believed that the survey data were not actionable. The most commonly voiced
reason was that, since the data were only released annually at the end of the year, the results
were not timely enough to make reime changes during thechool year. Respondents felt
that there was too little time to fit in all the many initiatives and reforms, including SEL but
ranging from textbook adoption to Common Core and beyond, suggesting that the measures
were not helpful because they did not hatmme to adequately respond to them.

To generate realime, more actionable data, in two schools educators devised their
own smaller, monthly surveys on SEL and CC topics of concern to them. In one school, a school
leadership team was using their own nibly survey to track progress on campus climate. The
survey, designed to be completed in about 10 minutess administered to all teachers and
students, and results were reviewed in monthly staff meetings to track progress and refine
approaches. Responseso q u e st i ®@anysu feelsafd) dogmi have friends, do you feel
liketheres an adult you can go to to have a conver
suspension, and attendance data in order to identify trends and to highlight stsder
intervention. Another school in a different district administered a bullying survey, and one
school leader there expressed a plan to use Google Docs to get more information about their
sixthgraders. Other schools used behavior and attendance datales, and other
achievement data to devise programs and target interventions. For example, at one school,
administrators looked at truancy data and chose to assign frequéntlyu ant st udent s t
coaches” PHdacherswmained in traumanformed behaviors. The school then tracked
attendance and found a significant reduction
teacher s, ” t he.“Wergavathemd@dhronecallptiuant studendts. Wehad a
decrease intruancy as aresulttohem checking in and mentoring t
more frequent student feedback and reviewing behavioral indicators on a regular basis helped
schools develop approaches that help students right away.
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District Supports for Schodlevel SEL

In some districts, central office administrators played important roles in supporting
school SEL efforts. These supports fell into five categories (Higure

Figure 13The Five Categories of Support for ScHamtel SEL

1 |
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4 1 |
Priorities and Staffing Programs and Training Measurement
Frameworks Curricula and Data Use

Support 1: Priorities and ameworks.In some districts, administrators conveyed
priorities and provided frameworks to guide s
i mpl ementation of SEL. One of these five dist
districts initiative, etablished a formal definition of SEL, which we saw taken up at the school
level, though classroom teachers varied in their awareness and understanding of this definition.

This same district established SEL standards for both students and adults. Thedramew
used by the Human Resources department and incorporated into both principal and teacher
evaluations.

The standards also established three SiBhature practicesThese were rituals and
activities to be enacted in every district office and schraekting, to help adults develop their
social and emotional skill$he first practice is an opening ritual for meeting that includes an
opportunity for attendants to express themselves openly. The second practice creates
opportunities during the meetingotpause, reflegtand share thoughts and feelings about the
issue being addressed in the meetifige third practice, in closing, is a moment for participants
to identify and express a positive outcome of the meeting.

This district also included SEL inb@ framework used to evaluate schools. Collectively,
these efforts conveyed to educators that SEL was a priority. In contrast to most other districts,
the inclusion of SEL in evaluations provided an added incentive to hold educators accountable
for devebping these competencies in themselves and in their students. Not surprisingly,
schootbased educators in this district demonstrated a much better understanding of SEL and
how to approach it than did their peers in other districdssecond district commucated a
clear priority to focus on the growth mindset competency, a priority we saw reflected at the
school and classroom levels during our visits. This district also included SEL in principal
evaluations.
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In addition to these broad priorities and framverks, districts set other, more targeted
priorities. Two districts set priorities around equity and incorporated SEL into district efforts to
realize those goals. Two other districts prioritized positive approaches to discipline (both PBIS
and Restorativeldustice). One of these districts, for example, had designated certain high
schools and their feeder schoolskesstorativeldustice regions, and made resources available to
other schools who wished to use these practices as well. In the other distrigtptiaitized
PBIS and were pilotingRestorativeldustice program (viewed as part of that effort).

Support 2: StaffingSeveral districts strategically staffed the central office to support
SEL implementation in schools. Four districts had departmerdagministrators fully or
partially tasked with responsibility for SEL. One district employed three people dedicated
exclusively to SEL. Another had a department focused on culture and climate, which included
SEL, and they also hired a consultant to heigpdadistrict capacity in SEL. Yet another had a
district coordinator position that included SEL among its responsibilities. In addition to district
level personnel, these districts made varying uses of seleoel leaders trained in SEL, PBIS, or
Restordive Justice, to disseminate these practices in schools or regions. Crucially in one district,
the district matched school dollars to pay half of the cost of hiring-instructional staff
focused on SELparticularly staff responsible for implementifgstorative Justice andculture-
climate initiatives. Additionally, the district provided PBIS Restorativedustice coachewho
were utilized in each of the schools we visited in this district.

Support 3: Programs and curricul&everal districts providegrograms and curricula
designed to promote SEL or positive campus climate, or that contained eletoesupport
these goals. One district had a math curriculum that emphasized collaboration and
perseverance, and an English Language Arts curriculum adwopédidniddle schools in the
2016-2017 academic year that was explicitly infused with SEL opportunities. Another district
was piloting a program in most of their middle schools to promote collagéd career
readiness, but the program also contained S&thponents such as growth mindset, self
regulation, and relationshipuilding. Yet another district offered several different SEL curricula
for schools to choose from, though schdéeVel respondents we spoke to did not indicate that
they used SEL curricylather than PBIS. Another had a curriculum for African American
learners of Standard English that incorporated SEL. Across all districts, seroec8ilate
related programs were made available through but not created by the district, such as Where
Eveybody Belongs, PBIS, Safe and Civil SclaowlsPeer Restorative Justice. Other programs
were being developed specifically by the district, such as scope and sequence for SEL work and
SEL standards linked to approaches in improving school ciudlunate.

Support 4: Training and adult learnind\l districts provided some form of professional
development training or resources to schools and teachers around SEL topics. In some cases,
districts also worked with outside partners to provide some of thisitrg. One teacher told us
that his district gave new teachers 80 hours of PD, including some SEL topics, and that more
was available for those interested. An admini
approach to making PD relevant for téae r s : 're telling esybased on their data in
partnership with their principal, what they want to focus on, and then we offer them a menu of

edpolicyinca.org @



APACE

resources.”’ A different di strict admelateds t r at o
PD:

The way we cracked our PDs, we approached [teachers] like the experts that they are,
the professionals they are and say, this is what the research is saying, this is what the
science says.’# not just a fact they were coming up with. This is what the science says
works best for this particular age group. | find that those conversations have had a large
impact on our educators and their view point and then hints, how they interact and
implement in their classrooms.

Two districts had professional learning commuestat the district level to promote
teacher s’ knowl edge of SEL and to spread this
built on the existing Safe and Civil Schools Initiative and used their data collection, tracking, and
reporting infrastructue to expand the datéhat schools and teachers received in district
trainings, thus increasing school site attention to SEL.

Il n another district, the central office di
to principals and provided regulargrowt mi ndset tr ainings at princi
also offered PBIS training for schéeVel teams and conducted school visits to monitor PBIS
implementation, emphasizing positive discipline practices and school ctituléing. The
district alsotrained afterschool staff on SEL concepts and curricula.

Support 5: Measurement and data usEnsurprisingly, we found high levels of
awareness of the CORE survey data among district administrators. We also found that district
administrators saw valumi CORE’' s choice to measure SEL and
increased awareness of and incentive to focus on SEL and CC in schools. As one administrator
put it, the survey results brought an *“tawar en
had been present previously, but had been kin
same district echoed these sentiments, explaining that the inclusion of the SEL survey results in
their district’s perf or maSuddenlyfitshowedupbmtlel s was
performance framework for schools, and that w

District administrators in all five districts reported that they reviewed the CORE data and
shared it with school leaders or smil site teams. Administrators in four of the five districts
reported using additional data sources to understand SEL and climate, though to varying
extents. In one district, they used the California Healthy Kids Survey, suspension/expulsion
data, the PBISeltAssessment Survey, and the PBIS Tiered Fidelity Inventory to sort schools
into cohorts. These cohorts would then receive differentiated district trainings and support for
their implementation of PBIS, which district leaders associated with SEL agcbmanother
district, central office personnel also evaluated some of their own programs meant to foster
SEL, using measures beyond the CORE surveyQlegzll, districts reported using the CORE
SEL data in twprimary ways(a)accountability and pdormance monitoring o(b) providing
targeted supports or interventions to schools, which we turn to next.
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5a. Accountability and performance monitoring.wo districts incorporated the SEL
measures into their evaluation or accountability syste@se digrict put the data into its
school performance framework and educator evaluation systems, and another included it in
principal evaluations. The latter district also made the data publicly available on its website,
enabling parents or other interested pagt to view and compare CORE SEL data across district
schools?!

5b. Providing targeted supports or intervention$wo districts reported using the CORE
SEL measures to focus schiaslelinterventions. In one, central office staff combined CORE
data withother sources to group schools into cohorts and differentiate district trainings to
implement PBIS (which district leaders viewed as connected to SEL). In the other, the CORE
data, including outcomes specific to that district, were shared distvide. Rspondents at all
levels in this district expressed concern over findings of subgroup gaps in SEL outcomes and, as
a result, the district instituted PD around improving adstudent interactions broadly. One
administrator explained:

We had on the list obur PD what we call the Improvement Institute where we bring the

teachers in and we say this is what we’'re
well and share that wAndputitbbdtleomthennadthes ay now
experts. These are the ttothat we think we can use to impact this piece that we think

we'  re stildl mi ssing even though again it’s
indicators that we’re seeing, but what we

forwaystorefocusah f i gure out best practices for m
using CORE data and the data that we’re pu

CrossCutting Themes Related to SEL Practices and Supports

Looking across the case study schools and districts we\abseset of five overarching
themes regarding their approaches to supporting SEL: building on existing assets; intentionality
in designing approaches to SEL; leveraging student agency and leadership to promote SEL;
ensuring coherence and alignment amonggmamsat district, school, and classroom levels;
and addressing SEL as part of. a school’s | arg

Theme 1: Building on existing asseWithin schools, particular SEL approaches were
often selected and developed in ways that builompgexisting assets in the schools. As an
example, we contrast two schools within the same district that separately described sports and
music as centr al to the school’s SEL approach
programs were designed or repurped to build confidence, promote teamwork, build positive
relationships with peers and adults, and improve student attendance and motivation for school.
Interestingly, the content of these programs seemed to be far less important than the fact that
theywe e aut hentic to the individual school s st
embedded, and that the teachers who ran them did so with a concerted, intentional focus on

21 Note: Some districts make their data public on ®®RE iBtrictswebsite:reports.coredistricts.org
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using the program to develop relationships and social skills for students. Fopkxan the
sportsfocused school, th®Eprogram was run by a mothemd-son team. This family knew

the school and the students well. Both teachers were vespected and a collective force at

the school and had wedistablished relationships with studes and staff. With this foundation,

the PE/sports program in the school bec-ame a
building with and among students and promoting fmacial behavior and positive attitudes.

The musidocused school builbn the existing asset of its music program to promote
SEL. The lead teacher in this program was a passionate working musician who had a long
standing interest “in music as it relates to
j ust i ce. ”musleprogranetateathhsteidents how to function as part of a group, how
to mentortheir lessexperienced colleagues, and how to provide constructive feedback. All of
these efforts were designed to communicate to students the goal‘thvat want you to grovas
musicians, but more than that, we want you to grow as citizekss longevity in his position
likely played a role in embedding this program at the school, as did the fact that the school put
resources (in the form of an additional teacher) into thregram.

Theme 2: Intentionality in implementationBroadly speaking, we saw that programs,
structures, and practices that foster SEL and positive campus climate were implemented
intentionally, not in a casual, spontaneous, or ad hoc manner

In two distrcts, we found additional evidence that intentionality is important for
implementing SEtelated structures and programs, and that SEL promotion can be derailed, or
its effectiveness diminished, by lack of intentionality. For example, in one stheadldvsory
period was the time set aside to explicitly teach SEL. One school leader told us, however, that
previous iterations of Advisory were conductedtaat, according to the interest of individual
teachers. This meant that implementation varied widely aftén did not focus on SEL as
intended. Advisory also provided a powerful opportunity for explicit SEL in another school but,
given academic pressures, half the period was being used for academics instead. Consistent
with prior research (e.gFronius et &, 2016), these findings suggest that having a structure or
a program in place does not necessarily mean that the program will be well implemented or
meet the intended goals.

Theme 3: Promoting student agency and leadershgs. illustrated in the previgs
sections, many strategies used across schools to promote SEL also included developing or
leveraging student agency and leadership. Educators and school leaders believed that efforts
led by students—<from kindness promotion to Advisory lessons on respeuit only helped
other students to buy in and engage but also promoted positive behaviors and a school culture
of trust and inclusion.

In some cases, it seemed that educators were intentionally developing student
leadership in a way that also happenedadvance SEL or campus climate goals. Student
Council is an example of this approach. In one district, members of Student Council were tasked
with, among other thingsimproving campus climate with school pride rallies, or promoting acts
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of kindness at thechool. In another district, the decision of one school to create a pathway
into Student Council for students who did not meet the GPA requirements, but who had other
positive attributes, enabled the school to advance its goal of equity while also praynolia
models of positive student behavior.

In other cases, the desire to promote SEL or positive campus climate appeared to be the
impetus to leverage student leadership to meet those goals. Several schools used student
pairing or “ bu dmbtegihclupan of $peaianEducation sjudeiats, connect lonely
students to friends, or mentor students who struggled with personal issues or with being
prepared for class. In two cases, school leaders enlisted students with leadership potential to
improve Adisory, a class period where social skills, student-legthg, bullying, and other SEL
related topics were addressed explicitly.

Theme4: Ensuring coherence and alignmewt.large body of research demonstrates
the importance of coherence to successfubgram implementation in schools (Fullan, 2015).
Although we found a wide array of programs and practices in and across districts, coherence
between SEL constructs and strategies was not yet fully realized in any school or district, and
the programs, practies, and curricula we found were not always consistently present or
implemented across an entire schawldistrict. We found the strongest evidence of coherence
in one district, which had a long history of implementing SEL via CASEL. This district had an
official SEL definition and had incorporated SEL into principal and teacher evaltration.
addition, we saw significant coherence in one district specifically around the concept of growth
mindset, which was known and used at all levels.

We also found exaples of schools attempting to improve program coherence. For
exampl e, one school had been attempting to im
Services Teai(COSTo make sure that services and service providers were aligned. School
leadersbelieved this was necessary because they employed manythitg providers and
wanted to be sure that the different individuals were working to support students and the
school in an aligned way. As one | etydfer expl a
providers, community partners, all of our mental health therapiatel key teachers and
administrators orsite that are working with the students closely around their seerabtional
needs.” I n other school s, t hethelfaatth&tobsdrvedc o her en
SEL practices were driven by individuals and not part of a sehdelstrategy with broad buy
in.

¢KSYS pY ! RRNB&aaAy3da {9[] & LI NI 2heexperichd@K22f Qa
of one district suggests that implemeng) or improving SEL is a midtage process, and that

schools would do well to attend to how their particular needs affect improvement, as well as

how those needs may change over time. Two schools within one district appeared to be at

different points abng a trajectoryOne was a pioneer in SEL within the district and had

embedded it throughout the school at a deep level. The other was on a path of transition and
improvement, enabling us to get a glimpse of how schools with different histories and at

different points along a path might approach implementation and improvement of SEL. The
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school just beginning its journey had once had a reputation for a chaotic environment, and so a
key first step to implementing SEL was to stabilize student behavior &odlsdimate. One

leader at the school described the campus when they arrived and how making a fundamental
change laid a foundation for later work.

When [ first got here, we had 20 kids in the hallway roaming, did not go to class, all day.
A lot of peoplecame on campus without permission. It was an open campus in some
ways. There was no collective messaging. It was just this is the place where | can go and
that | can probably see my friends, but it wdsalearning environment.

The school began by putg in place some very basic rules for hallway passes, which,
staff reported, made a big difference right from the start. After this change, the principal
recalled thinking, “Oh my god, kids are in cl

| feel like kils come to school to learn, and to socially interact. | think that is a positive
change that've seenand kids seem happier. They seem like theegnjoying the
process, they fedhs thoughjadults like them, that they want them here, they feel
welcomed It's a very different place than what it was.

Thus, this school laid a foundation for fostering a positive climate (and teaching SEL) by
addressing basic needs particular to the site, which enabled them to begin explicit efforts
around SEL.

Our obserations suggest that meeting these basic, sckspacific needs to create a
stable environment may be an important first step to implementing SEL. Addressing basic needs
may enable staff to then builstructuresthat support SEL. With structures in plasghool
leaders may be better able to train students and staff on the new systems and build initial buy
in. Of course, even with wedistablished structures and training, schools will almost certainly
need to ensure consistency across classrooms, eventemule; doing so likely requires
building trust in enforcement and communication with staff, students, and parents. Eventually,
this work may lead to authenticity and depth of implementation, which we saw at the schools
further along in their journey.
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Conclusions and Implications

In this report, we explored the SEL practices in one network of California school
districts—the CORE districtsthat are working together to measure and improve SEL
outcomes. We investigated how district and school leaderseghatators interpreted SEL,
supported it in and outside of the school day, and used data to guide these efforts.

We found that respondents across the CORE districts and schools varied widely in their
conceptions of SEL. Although district administratoesimterviewed were generally familiar
with the four CORE competencies and used them when defining SEL, we found significant
variation in the extent to which school and classroom level respondents embedded these
competencies into their definitions of SEkstead, respondents framed SEL in broad terms
such as supporting student mental and emotional vieeling, developing social skills and
appropriate behavior, supporting adolescent development, and addressing the needs of the
whole child. In many instances,ducat ors’ definitions extended |
of SEL to include aspects of school culicitmate, such as building a culture of inclusion and
creating a safe and supportive school environmdmbst respondents described SEL as a means
to ensuring academic learning; however, some described SEL as an end in and of itself. In
addition, while most respondents saw SEL as beneficial for all students, a few suggested that
SEL is particularly important for certain groups of students, such as witdsspecial needs or
from challenging home environments.

This varied and broad understanding of SEL
support s t-antbtonal developsnent Overhll, educators reported using multiple
practices to advanceE®. Some of these were formal or institutionatien, while others were
more informal or driven by the interests and concerns of individual faculty and staff.

At the school level, educators commonly reported advancing SEL via strategies to

1. developpositive campus climate and relationships;

2. support positive behavior;

3. promote engagement, relationships, and S$&lated skills using elective courses and
extracurricular activities;

4. use SEbriented classroom practices and curricula;

5. marshal human catal in support of SEL; and

6. employ campudevel data to track and improve SEL and CC.

We also found a set of distritvel practices intended to support schdelel SEL
efforts, including

1. developing SEL frameworks and priorities;

2. hiring staff or poviding funds to schools to staff Sielated positions;
3. providing programs and curricula;

4. providing training and adult learning around SEL; and
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5. measuring SEL and using the resulting data.

Across these school and district efforts, the approach takesupporting SEL often
reflected a common emphasis on

l.buil ding on existing assets withi-n one’s
established program);
2. fostering SEL and positicelture-climate intentionally, rather than in an ad hoc
manner;
3. promoting student agency and leadership;
4. ensuring coherence among all the various strategies within a school; and
5,addressing SEL as part of a school’”s | arg

The experiences of the CO&#Eiricts and case study schools have thégpdial to
inform the ongoing work of educators and leaders within the CORE districts and in other
schools, districts, and states around the country. This research is particularly important given
the changing accountability policy context and the fede®&$E call for states to include ron
academic outcome measures in their accountability systems. In addition to states already
focused on SEL (e.qg., lllinois, Kansas, and Pennsylvania have adopted SEL standards), states
across the country are likely to beghining a light on some of the same SEL and CC domains
highlighted by the CORE districts. In addition to these changes surrounding accountability, re
emerging concerns around school violence and safety are simultaneously drawing public
attention to the importance of campus climate and student wis#ing. As a result, state,
district, and school educators and leaders may gain important insights and learning from the
experiences of the CORE districts and schools studied.

Implications for Policy

This studysuggests several important implications for C@R#ict leaders and state and
district policymakers nationally.

Build common understandings and alignment regarding SEilven the wide variation
in SEL conceptions surfaced in our research, it may behleaders to develop common
understandings of SEL in their systems and organizaWghde survey measures and domains
defined in the CORE surveys identify a discrete anddeélhed set of SEL constructs, not all
educators and leaders within the CORS&iretts and schools were aware of and understood
them. Much like our earlier work (Marsh et al., 2016), we found misunderstandings and
misconceptions about the meaning of SEL and the relationship between SEL and CC constructs.
Whil e the comdepmtsedf” “hgrdo wtelr meat ed most of th
competencies were less well known and understood. The conflatingltefre-climateand SEL
domains also suggests room for greater clarity and attention. While clearly related to and
influental on SEL, i mproving the school environmen
socialemotional learning.

@ Enacting SocidEmotional Learning: Practices and Supports Employed in CORE Districts and Schools



Policy Analysis for California Education
_____________________________________________________________________________________________________________|

Literature on cognition suggests that educators and other policy implementers interpret
new policy ideas through the lens of their prior erpeaces, and individuals are likely to
mistake new ideas for familiar ones, at times impeding change (Spillane,,ReReimer,
2002). In fact, they often believe they are implementing a particular approach or policy as
intended when in fact they have irgerpreted and possibly misinterpreted the goals and
underlying beliefs. In the absence of a common conception of SEL, educators may misinterpret
directives t o f eematienaldavelopmentdeatingshallesgesdar thel
implementation offocused, organizational strategies. If SEL is viewed as a broad and ambiguous
concept encompassing all of educational practice, it is unclear how a school or district might
pursue specific SEklated goals.

If in fact leaders want to support particulaorestructs such as sedffficacy, social
awareness, growth mindset, and setinagement, more support may be needed around
understanding the particular meaning of these ideas. Given that most schools have
implemented past programs that touch on many of 8@ne or related goals and ideas,
working directlywith school and district leadesuld help increasanderstandng ofwhat is
new or different in the call to support SEL of this particular type.

One district highlighted throughout our report appearedachieve a relatively more
consistent understanding of SEL, on its own and as something separate from CC, among
individuals interviewed and schools visited. Some of this consistency may have resulted from
the district’s wor(KASHlbverka lorgmperiedandean expidit SepohSEL n e r
standards for educators and students with a clear definition of SEL embedded within. While
classroom teachers still varied in their awareness and understanding of this district definition,
administrators congyed common definitions in ways not observed elsewhere.

This same district also highlights the potential value of creating aligned policy
instruments to reinforce systesevel understandings of and priorities on SBy_creating
standards and linking thne to frameworks used to evaluate schools and the formal personnel
evaluation process, this district advanced a common understanding of SEL and created
incentives for individuals throughout the system to attend to these competengieggmment is
also an inportant consideration for building programs that occur within and outside of the
regular school day. Leaders building SEL strategies may want to examine the conceptions and
approaches taken in the beforand afterschool settings to ensure that they reirde the SEL
efforts occurring during the regular school day. A related implication for policy is that improving
SEL should be coordinated with other areas of school improvement. That is to say, SEL is
connected to academic learning and vice versa,iadaould be addressed as part of dnale-
school improvement approach.

Invest in building adult understanding of SBMost district and school leaders reported
that without strong investments in adult learning around SEL, even formal and aligned system
levelstructures or clear definitions were not likely to succeed. All of the CORE districts invested
in professional development of some form around SEL topics, and several schools followed suit.
Strategic staffing of individuals tasked with SEL further supgarépacitybuilding efforts in
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many schools and may provide additional means for building understanding around SEL and
practices to support it.

Critically examine the measurement of SEL and the use of these ddia. CORE
districts have invested significaresources into the development and administration of surveys
to measure SEL. These data appear to be useful to systeghleaders, who reported using
them to hold schools and individuals accountable and for targeting PD and other interventions.
Individuals at a school level reported using the results primarily for planning. Nevertheless,
some respondents found these data to be less useful because they did not see them, did not
receive them in time to make reéime changes in response, or did not hawee to thoroughly
make sense of thenCORE leaders, and policymakers more generally, may to want to consider
ways to make the data more ®“actionable,” as m
supplementationmay include providing different types of data in amadimely fashion,
providing greater assistance with analyzing data, and building in time to interpret the data.
Additional support may be needed to help educators and leaders understand how to respond
to the results should they show room for improvememtgaps among particular student
subgroups.

Another set of questions arise with the future of the SEL survey measures within CORE.
Without the federal accountability waiver and with the emerging new state accountability
system, it is not clear how the stey results will be used in a formal sense. Upon their
inception, the survey results were intended to be part of a formal accountability systera
that measured school performance in part based on SEL outcomes and then identified schools
needing additionhsupport based on these overall assessments of performance. In theory, this
system would provide greater incentive for educators to support student SEL. If, in the new
context, the measures are meant to be used in a more formative sense, then are tkeatcurr
end-of-year surveys the right approach? Or if they are intended to be used summatively, how
are these messages conveyed and to what effect?

Make the connection between SEL and racial equity intentional and expfCIORE ’ s
initial aim as an emergingetwork improvement community (NIC) is to raise math achievement
among African American andtinxstudents inGrades 48, closing gaps between these
students and their White peers. CORE | eader s
socialemotional learning may further these racial equity goals. Not surprisingly, given that this
work was just beginning at the time of our visits, the evidence of attention to a relationship
between SEL/CC efforts and racial equity varied across districts andssdibidle the NIC is
still new and thus educators and leaders are still feeling their way through the early phases of
developing this learning community, it may behoove CORE leaders to atteraexplicitlyto
these issues and help each other consider adidal opportunities to connect the SEL efforts to
the social context of the students and educators in these districts and schools. Research
suggests that “colorblind” approaches, in whi
race, often perpetate racial inequity (Bonilt&ilva 2006; Pollock2009); thus it may be helpful
for CORE leaders to articulaggplicitlyhow SEL/CC efforts relate to racial equity goals. While
many educators and leaders we interviewed approached their work with a sequigy
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orientation, not all connected the specific SEL programs and strategies with their equity goals
per se.

Develop frameworks for embedding SEL in academic content ardésle we initially
designed our study to focus on SEL in the context of ma#tties) we ultimately learned more
about general SEL efforts. Several respondents suggested that they were not yet ready to
embed SEL into content areas, but viewed it as an important next step for their district. One
di strict | eader]|wbudlsaythat theye jldsthbeginaing tbibesinfarmed what
SEL looks like in math, what it looks like in English, what it looks like in science &nththat
workwér e doing right now.” I n a few cases we f ol
leve departments, such as efforts .tOeedistnictf use SEIL
notably integrated SEL into content standards. In another district, three teachers argued that
SEL should be considered a pedagogical approach rather than a campbeurse curricula:
in the words of one teacher, “[SEL is] an ove
to be pretty p.it'sjpsosereof hadit nos loomet & not like.a program, or
something | read, or something | weitlown a list of things | needtodoslt i n h EOREnt . ”
leaders and policymakers broadiguld nowconsider what contenspecific SEL practice looks
like and how to support it at scale. In many ways embedding SEL into academic content areas
may be the ext frontier in the field.

Implications for Practice

This study also suggests implications for practitioners in schools and classAsms.
noted, the purpose of this reporsto identify practicebased evidence of what educators in a
setofdistrictand school s believe they are doing to a
emotional skills.

Build common understanding and coherence regarding 3Hkch like the implication
for policy, the findings herein suggest that arriving at a common undersigraf SEL goals and
conceptions may help anchor school efforts to improve SEL. Schools that reported more
coherent approaches tried to not only share common definitions but also akgmhoutof-
school activities around these definitions and goalsailgpractitioners would benefit from
thinking of SEL holistically, as connected to academic learning and not simply-an add
discrete program.

Consider the full range of strategie$he ideas and broad categories of practice that
surfaced in our resarch may provide a framework for faculty to consider when developing
plans to support SEL and a positive school climate. Per the implication above, however, we
recognize that the collection of strategies chosen should strive for coherence by aligning effo
and anchoring them in common conceptions of SEL. Additionally, any strategies selected for use
in a particular school or district should be carefully adapted to meet the needs of the students
andteachers in that context. Notably, the practices we emtiered included strategies
focused on:
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School climate These efforts focus at the school level and could start temporally by
considering the start of the school year and transitions for students joining the school
for the first time. What can be done até beginning of the year or in the weeks prior to
build a positive environment and positive interactions among faculty, between faculty
and students, and among students? This area of work could then consider ongoing
efforts throughout the year. One couldsa explore these strategies from the

perspective of the school day. What might be done to support a more positive climate
as students enter the school? As they start the day (&dyisory)? During lunch?

Setting values and expectations, including didanary practice.These strategies focus

on guiding frameworks, values, expectations, and approaches. One set of frameworks
guides broad values and behavioral expectations. Another focuses on disciplinary
practices. This set of strategies s#dir an invesigation of how the school

communicates what it values and expects from the students and adults in the building.
It also asks for discipline policies that utilize positive rather than punitive approaches.
What are the values and expectations? How do meralméithe school community

know what is expected? How are these values and behaviors reinforced or rewarded?
How does the community facilitate learning from behavioral mistakes and healing in
cases of harm?

0 Classroom practicesAnother common focus of thisork occurs in the classroom,

ranging from the physical arrangement of the space, routines, norms, modes of
guestioning, building relationships, managing emotions, and providing choice. While
much of this expertise likely resides among teachers alreatheibuilding, there may

be ways to better cultivate and share this knowledge throughout the school, align
practices across classrooms, and supplement with external partners. One might ask,
who does a effectivejob of promoting SEL and how might we helpes learn from
them?

Elective and SE$pecific coursesElective courses are one commonly reported way to
promote positive school climate and SEL. In many cases educators view the electives as
an important avenue for team building. Another approach idegelop curriculum and
courses with an explicit focus on SEL, be they standalone or integrated into existing
courses. One might consider ways to more explicitly connect SEL to existing courses
already offered and opportunities to develop new courses.

Extracurricular activities Similarly, clubs and afterschool programs are seen as offering
opportunities to build relationships, a positive climate, and promote student
engagement. These activities may offer opportunities to build on the goalsalues
beingpromoted within the regular coursework and school day &mgrovide new
opportunities to build SEL skills and mindsets. One might ask how existing
extracurriculars can be expanded and more explicitly linked to SEL and to the other
efforts occurring durig regular school hours.

0 Targeted interventionsStrategies in this domain focus on individuals or small groups,
often those identified as struggling in some way or comprising a particular subgroup.
The idea of multtiered support systems was quite popukand could be one avenue to
consider or expand on i f already in place
opportunities for students to receive individual counseling, to have a space dedicated to

O«
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receive support or si mptedicatecctoanpoweriaogwn ,
students in particular subgroups.
0 Human capital resource®\nother set of strategies focason adults, including strategic
staffing to explicitly attend to SEL and structured opportunities for developing SEL and
learning how to gpport it among students. To consider these approaches one might
take stock of the adults in the building and the alignment of their job responsibilities
wi t h the s chacoold insurn8red attentoon to recruitrhent, hiringand
inductionpractices, to ensure all adults in the building have the skills and knowledge to
promote SEL. In the context of SEL as a means for promoting equity, one might consider
guestions of studentstaff match and efforts to hire and retain staff of color. Givieatt
teacher turnover may affect SEL efforts, it may behoove leaders to consider ways in
which improvements in school climate contribute to retention. One might also consider
opportunities for partnerships with external organizations to bolster support and
learning.
Measurement and data useA final set of strategies pertained to measuring and using
data on SEL and CC to inform and refine practices. What are some ways to measure
student SEL and CC, and how can these data be used to help plan and impome sch
climate and SEL supports for students? Are there opportunities to partner with others to
help interpret these data and figure out new ways to respond to these results?

or

O«

In some cases, these efforts will require formal structural changes, such as adding
period in the school schedule or restructuring student grouping. In other cases, strategies may
involve expanding on or adjusting existing programs and activiesking external partners
may be another consideration for building capacity to take st efforts.

Consider promoting student agency and leadershis noted, one common thread
among the various strategies implemented in classrooms, school programs, and afterschool
venues was an emphasis on student agency and leadeRbgnondents belieed that
engaging students in the design and enactment of SEL and CC strategies contributed to their
successSchool leaders and educators may want to consider ways to expand opportunities for
students to play substantive roles in developing and leading®&itsed activities.

Build on assetsAnother common theme that surfaced in our research was a conviction
that schools build on the existing assets on their campus. For some, this translated to
capitalizing on a wektstablished program such as musict &thers, this meant drawing on the
talents of an individual who understood SEL and who was committed to expanding efforts. One
implication is to conduct an assets assessment and identify opportunities to build on these
strengths to further advance SEL.

Implications for Future Research
Interestingly, we initiated this study to understand SEL prac{@es the context of

mathematics andb) with a focus on African American and Lastudents.As noted, in the
course of our data collection, however, wended not to hear about SEL specific to one
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di scipline or particular groups (there were e
support | eadership and inclusion”). Rat her, w
strategies that educats believed were important for advancing learning generally for all

students. Future studiesouldexamine emerging efforts that are more tailored to particular

disciplines or subgroups to understand if in fact these strategies differ from those thabtare n

targeted, and what outcomes result. For example, researcbeudinvestigate efforts to

promote culturally relevant pedagogy, how they are being implemented, and their impact on

student sociakmotional and academic learning.

Gi ven our o mudeyschsols,fit maylehoove researcheralsmexamine
SEL practices within the elementary and high school contexts. While many of the conceptions
and strategies may be applicable to other settings, we cannot say for certain these ideas and
findings generalize beyond the middle school context. Individual ispetific studies as well as
comparative studies of conceptions and practices across levels would contribute greatly to the
field.

Broadly speaking, future research might seek to evaluatalitezt link between
strategies and outcomes. As noted, we did not measure the impact of the practices or
strategies identified hereirand we cannoat t ri but e t he school s’ SEL ¢
practices or strategies. Future studies could be designguliteue causal analyses, with a
particular focus on identifying interventions, programs, and strategies that not only yield
positive SEL outcomes but also help narrow gaps betwaetents from differentacialgroups
in reported SEL. Researchemildpursue additional measures of SEL such as teacher reports
and student performance assessments that go beyond studentegedirts to further examine
the validity of survey measurédlt might also help the field to distinguish betweéa)schools
with high student-reported SEL due to the strategies they employ and the value added by
school activitieand (b)schools that might obtain high SEL outcomes due to the types of
studentsandfamilies who selectively enroll in these schools.

An important next step foresearch is to begin to develop a causal understanding of
practices and approaches that improve SEL, with an eye t@Mand to evaluate context
specific approaches in a way that helps us learn what works and under what conditions. While
the focus on evidncebased practice in SEL promoted by some studies (e.g., Grant 20 Hl)
can provide useful information about potential approaches a school or district can try, isolated
interventions were not the way that practitioners in our study thought aboutetifre
approaches in their context. Our research suggests that local leaders want to introduce changes
tailored to the specific needs of their studergsdthat they could benefit from support in
evaluating their impact. Measurement of SEL can help heo#jmg us towarda framework
for rigorous evaluation in this space. Similarly, a practical knowledge base about how and why
to introduce specific SEL practices can help us move to improving SEL outcomes at scale.

2Much of this work is currently in progress, such as t
(http://www.innovativemeasurement.orgy and the CASEL Assessment Workgroup
(http://www.casel.org/assessmenivork-group/)
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Appendix A. School Sanipb

Our school sampling plan was developed in partnership witHiteeCORE districts that
chose to participate in the study. Together, we decided that the following considerations were
important for selecting schools for this studg) that researchergelt confident that student
reports of SEL were meaningfully high for selected schfimlshat the schools selected served
large proportions of African American batinxyouth and that those students reported high
levels of SEI(¢) that selected schde also were performing relatively well in mathematics; and
(d) that schools were selected in each of the participating CORE districts. Along these lines, we
selected middle schools using the following method:

0 To be able to identify high performers onLSk each district, we used RE’ s ofet hod
scoring to create schodével SEL surveys. For the whole school and each subgroup,
student responses on the SEL surveys are translated into the percentage of positive
responses in each school; for example, a school with a score of 8d imdidate that
80 percent of the survey questions were answered positively by students. Based on
these scores, schools were ranked in 2@3land 201516 by their performance on SEL
measures with African American students dradinxstudents. School indators were
excluded if there were fewer than 20 responses in the subgroup.
We then identified middle schools that were in the top quartile of SEL scores within the
district across both years for each subgroup. By eliminating schools that had high scores
in one year but not the other, we are isolating schools where the high SEL reports are
more consistent acrosstiméfoy ear s) and thus more | ikely t
students (rather than being the result of measurement error or an anomaly). The
number of schools identified in each district using this method is detailed in Figure A1
below. We then applied additional restrictions to further ensure that we were meeting
the design principles developed by the group. This created several tiers of electi
o Tier 1 (basic identification): Schools that are in the top quartile for both years for
African American okatinxstudents.
o Tier 2 (more restrictive identification): We identified Title 1 schools and schools
that have a concentration of student subgiwgreater than schools in that
district at the 25th percentile. For example, in one district, middle schools at the
25th percentile for the proportion ofatinxstudents in 201415 have 59%atinx
students, so we identified schools in Tier 2fatinxsubgroup if they had more
than or equal to 59% of that student group in the school.
o Tier 3 (most restrictive identification): We identified schools in Tier 3 if they also
have math growth scores higher than 3 in 2016 for the specified subgroup.
The metrc we used here is the COR&velopedacademic growthmetric in
mathematics, which is measured as the extent to which students in a given
school have improved their performance standardized test from one year to the
next relative to demographically similatudents who started the school year
with similar prior achievement. The result is a growth percentile (rank fréon O
100) comparing schools’ contribution to
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CORE assigns these scores into 10 levels, and we seleabetssetih growth
scores that are considered ®“average” or

O«

Il n every district, we select the school s s
then schools with the “restrictive”™ criter
This results in 5 “most restrictive,” 3 *“r
the study. In any situation where we had a larger number of potential schools than

could be selected, we selected the schools that had high SEBbtfoAfrican Anerican
andLatinxsubgroups or schools with high SEL for African American subgroups. This
sample selection results in 5 schools selected for high SEL for both African American and
Latinxstudents, 3 for justatinxstudents, and 2 for just African Amencatudents.

Our final sample differs slightly from our sample design, since schools can voluntarily
decide whether or not to participate. Of our initially sampled schools (10), 7 opted into

the study after being invited. Three of the initially sampled sttideclined and were
replaced. In one case, we selected the next school in the list based on our sampling
method; the school was in the most selective group. The other two replacement schools
would not have been selected in any of the tiers of our metha of them was

suggested by the central office as a place with positive SEL practices, and the other was
chosen as the school next in the list with the highest SEL scores. Ultimately we visited 2
schools per participating district. While the majoritytbése schools were traditional

schools drawing from neighborhood attendance zones (6), two are in a district with a
districtwide choice model, and two are magnet/selective enroliment schools. In these
schools, this information was not immediately apparant only discovered upon our

Visit.

0 Table Al illustrates the demographics of the initial sample, the final sample, and CORE
districts as a whole. (Asterisks indicate whether the final sample is different from other
CORE schools pk .001[*** ], p<.01[**] or p<.05[*]). The demographics in our

sample are slightly different from CORE schools overall, with a slightly smaller
percentage ot atinxstudents and students eligible for free and reduced lunch in our
sample than in CORE schools overall. pe@ed given our sampling plan, our final

sample has higher math performance than CORE middle schools overall (with a school
average of 39.8% proficient in selected schools compared to 21.9%). Similarly, the
percent of positive responses reported by Afncamerican andLatinxstudents is

higher in our sample than overall; 67.4% of African American students and 66.8% of
Latinxstudents reported positive SEL, compared to only 61.7% and 62.2%, respectively,
overall

Ox¢
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Table Al AverageSchool Demographics ot#al and Initially
Sampled Schools, Compared to@ORBMiddle Schools

Initial Sample Actual Sample All CORE

African American 15.0¢% 15.9% 11.7%
Hispanic/Latino 51.6% 50.6% 67.8B% *
Free and Reduced Price Lunch B6.1% 62.0% 78.99% **
English Learner 29.0% 29.0% 39.1%
Proficient in Math 41.8% 39.8% 21.9% ***
SEL positive responses [AA4) 67.3% 67.4% 61.7% *
SEL positive responses (HL) 63.5% 66.8% 62.2% **
CC positive responses [A4) 68.1% B66.7% 63.9%

CC positive responses (HL) 74.4% 72.1% 69.8%

M 10 10 152
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Appendix B: Detailed Interview Information

Table B1Number of Interviews bgchool andDistrict

District A District B District C District D District E TOTAL
Shool Shod Shool Shool Shool
Dist A B|Dist A B Dist A B |Dist A B | Dist A B
District
Administrators 2 1 3 3 3 12
Schooleaders 2 1 2 1 1 2 1 2 3 0 15
Other (e.g.
gtg:jicnh;g Ira 3 3 2 0 0 0 11 1 2 13
counselors)
Teachers 2 2 2 4 2 2 3 4 2 3 26
Totals 2 7 6 1 6 5 3 3 4 3 5 7 3 6 5 66
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