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ABSTRACT
Marisa Enrico: Exploring the Relationship Between Organizational Social Context of Schools,
Individual Provider Characteristics, and Teacher Attitudes Toward Social Emotional Learning
(Under the diection of: Steven Knotgk

Despite empirical evidensiggesting socisdmotional learning (SEL) is critical for
reducing risk behaviors and promoting mental health, prosocial behaviors, and academic
achievement, SEL programs have not been routinely adopted in school géttirigk et al.,
2011) Due to asgciated implications for adoption and implementation, recent research has
focused on identifying factors that may influence attitudes toward rmesatthevidencebased
practices EBP9. Empirical evidence shows an association between the organizatiorzl s
context, individual provider characteristics, and attitudes toward EBPs (e.g., Aarons et al., 2012).
Organizational social context, which includes the norms and expectations (i.e., culture) of the
organization as well as the psychological impachefwork environment on the individual
workers (i.e., climate), can impact how readily new practices will be considered and adopted
(Aarons, 2005). Studies (e.g., Aarons, 2005; Aarons et al., 2012) have shown that negative
organizational culture is asso@dtwith providersO negative attitudes toward adoption of EBP
while positive culturs/climatesareassociated with openness to adoption of EBPs.

The purpose of this study was to investigate the relationship between the organizational
social context of schass, individual teacher provider characteristics, addcatorséttitudes
toward socialemotional learnindSEL). In order to measure these variabtadine surveys
including The Collaborative on Academic and Social Emotional Learr@#ASEL)Os Missing

Piece Survey and the Organizat&ibocial Context (OSC) survey were administered to 68



educators fronNorth Carolina school$Statistical analyses indicated tiijtades taugldas well

as educatorsO perceptions of their organizational social context (e.g., engagement in their work
goals and responsibilities) were significant predictors of educatorsO attitudes toward the
importance of SEL instruction. In addition, educatorsCejveat stress in their work environment
was a predictor of their perception of SEL barriers to implementddeerall, the findings
reinforcethe notion that aspects of the school climate impact educatorsO attitudes toward SEL
instruction and challenges 8EL program implementatioit.is hoped thathese findingswill

provide important information about factors that can be leveraged to bridge the research to

practice gap in SEL program implementation.
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CHAPTERII

INTRODUCTION

The national focus on standatiigsed reform due to federal legislation such ad/the
Child Left Behind Act of 2002 (U.S. Department of Education, Z)thas prompted educators to
reimagine ways to enhance studentsO academic performance and overall school success
(Greenberg et al., 2003). Many effective schools have found that social, emotional, and academic
growth are mterdependent and that integrated instruction in all areas Omaximizes studentsO
potential to succeed in school and throughout their livesO (Zins & Elias, 2006, p. 1). In fact,
research has found that prosocial behavior is associated with both positleetusieoutcomes
(e.g., DiPerna & Elliot, 1999; Haynes, Béwie, & Ensign, 2003; Pasi, 2001) and is predictive
of performance on standardized achievement tests (e.g., Malecki & Elliot, 2002; Welsh, Park,
Widaman, & OONeil, 2001Educators and researchalikebelieve schools have an obligation
to students that extends beyondtéing intellectual growtfRomasz et al2004) and scial
emotional learning (SEL)reparestudents for successful futures.

SEL instruction, which includes the acquisitidrskills to Orecognize and manage
emotions, set and achieve positive goals, appreciate the perspectives of others, establish and
maintain positive relationships, make responsible decisions, and handle interpersonal situations
constructivelyO (Durlak, Welssrg, Dymnicki, Taylor, & Schellinger, 2011, p. 406) is
considered an essential component in school reform (Zins & Elias, 2006). SEL is defined by
various social and emotional competencies inclusidfawareness or knowing oneOs strengths

and limitationssocial awareness or understanding and empathizing with othe#sitionship



skills or being able to work in teams and resolve conflietionsible decision-making or

making ethical and safe choices, aaff-management or being able to stay in contrahd

persevere through challenges (Civic Enterprises, Bridgeland, Bruce, & Hariharan, 2013).
Teaching skills that foster resiliency, defined as an individualOs capacity for adapting in the face
of adversity, is considered a primary focus of SEL programmiingording to the Collaborative

on Academic and Social Emotional Learning (CASEL), a leading voice in SEL research, social
emotionally competent students exhibit critical Oemotional (e.g., understanding and managing
emotions), cognitive (e.g., problemgiolg and goaketting), and behavioral (e.g., understanding
and displaying socially appropriate behavior) skills across different domains of home, school,
and the wider communityO (Elias & Haynes, 2008, p. 476) and are able to utilize these skills in a
varety of settings.

Recent research shows that evidebased SEL prograntbat are weldesigned and
determined effective based on extense&earclare associated with improved academic
performance as well as enhanced social, emotional, and behaviopateonies. In CASELOs
(2003) review of 80 national SEL programs, researchers found that 83% of the programs
produced academic gains (Zins, Bloodworth, Weissberg, & Walberg, 2011). Similarly, in Durlak
et al.Os (2011) medaalysis, researchers found th& Jarticipants demonstrated significantly
improved social and emotional skills, attitudes, behavior, and academic performance that
reflected an 1:percentilepoint gain in achievement. Regarding socealotional and behavioral
gains, empirical evidence @ls that SEL programs target crucial skills including emotion
recognition, stresmanagement, empathy, problawmlving, and decisiomaking (Durlak et al.,
2011). In fact, emotions have been found to play such a critical role in developing other

competena@s that researchers have posited that they can either facilitate or impede a variety of



student outcomes including academic engagement, work ethic, commitment, and ultimate school
success (Durlak et al., 2011). Over8IEL programs promote sociamotiond behavioral, and
academic growth by encouraging students to apply SEL skills to improve their study habits,
emphasizing integration of SEL with academic subject matter, and promoting teaching practices
that foster positive social interaction.

Despite resarch on the effectiveness of SEL curricula on social, emotional, and
academic functioning, many schools do not use the evideassd programs or implement
programs with poor fidelity (Durlak et al., 2011). According to results from a national study on
attitudes toward SEL, less than half of the teachers surveyed stated that social and emotional
skills are being taught on a schaalde programmatic basis (Civic Enterprises, Bridgeland,

Bruce, & Hariharan, 2013). Given the empirical evidence supportingsSddificant influence
on child outcomes, it is critical to understand the barriers to adoption and subsequent
implementation of SEL programs.

Due to multiple and often competing demands (Reinke et al., 2011), schools face many
challenges in adoption and successful implementation of evidexseal practices (EBPs), such
as SEL programs. Although educators recognize that stiaseld mental healgirograms like
socialemotional interventions are essential for student success (Civic Enterprises et al., 2013),
multiple barriers including competing responsibilities, parent engagement, logistics and support
from administrators and teachers influencacadorsO attitudes toward EBPs and subsequent
adoption and implementation. For example, educators may feel that the integration of SEL
innovations is not feasible given the demands of teaching. Misconceptions regarding the EBP
and its purpose can also cobtite to attitudes regarding EBP feasibility and need.

Results from Civic Enterprises et al. (2013) study shed light on educatorsO attitudes



toward SEL programming, in particular. The study, which included interviews and surveys with
teachers from schodlwith diversecharacteristicshad several major findings. Responses
indicated that teachers recognized the benefit and need to incorporate SEL into the student
learning experience and believe that SEL concepts are teachable in the school setting. In
addition, according to results, tkeers believe SEL helps students achieve in work, school and
life and should be given greater emphasis in schools. However, teachers identify major barriers
to SEL implementation including time, professional development, and fragmented efforts to
incorporde programs into the school mission. Four out of five teachers who completed the
survey reported wanting further training regarding SHiis study highlights the notion that
although many teachers understand the need for and benefits afreizhtionsin the
classroombarriers often prevent schadtom implementing programs effectively or at all.

Attitudes toward innovations, which can be both complex and varied, can be a facilitating
or limiting factor in the adoption and implementation of new progréharons, 2005). Aarons et
al. (2012) captured the complexity of attitudes towaEdPs in the development of tBwidence
Based Practice Attitude Scale (EBPAS) and posited that four dimensions including the appeal of
the EBP, the likelihood of adopting PBas a result of institutional requirements, the perceived
divergence between reseailtiised and current practices, and general openness to lesming
practices, are key components in attitudes toward EBPs. Although provider attitudes toward
adoption ofEBPs represent a few of many complex factors that affect adoption of EBPs (Aarons,
2005; Stahmer & Aarons, 2006), they are important to consider when examining the evidence to
practice gap.

Due to associated implications for adoption and implementaticenteesearch has

focused on identifying factors that may influence attitudes toward riesatth EBPs. Empirical



evidence shows an association between the organizational social context, individual provider
characteristics, and attitudes toward EBPs (Agrons et al., 2012). Organizational social
context, which includes the norms and expectations (i.e., culture) of the organization as well as
the psychological impact of the work environment on the individual workers (i.e., climate), can
impact how readly new practices will be considered and adopted (Aarons, 2005). Studies (e.g.,
Aarons, 2005; Aarons et al., 2012) have shown that negative organizational culture is associated
with providersO negative attitudes toward adoption of EBP while positive oudtsi@ssociated
with openness to adoption of EBPs.

In addition, research suggests that certain provider characteristics at the individual level
(e.g., years of experience, education level) influence each of the dimensions of attitudes toward
EBPs (Aaron®t al., 2012. Both higher educational attainment and more training experiences
have been associated with openness to adoption of EBPs. In Aarons et al.Os (2012) study on the
relationship of mental health cliniciansO ratings of their organizationOsandtatenate and
attitudes toward evidend®ased practices, researchers found that certain provider characteristics
at the individual level influence the dimensions of attitude differently. For instance, clinicians
with advanced degrees described EBPs ag mopealing than those without advanced degrees.
However, clinicians with advanced degrees were also less willing to implement EBPs simply
because they were mandated. However, the influence of both organizational social context and
individual provider attudes on attitudes is complex and as should be explored in more depth.

In conclusion, despite empirical evidence suggesting SEL is critical for reducing risk
behaviors and promoting mental health, prosocial behaviors, and academic achievement, SEL
prograns have not been routinely adopted in school settings. Research shows that attitudes can

either facilitate or impede consideration and adoption of EBPs. SEL programs can be considered



an EBP due to researtlased evidence for successful student outcomes specified program
components are implemented with fidelity. Both organizational and individual predeikr
characteristics have been found to be associated with attitudes toward EBPs in mental health
settings. However, there is little research onitygact of these variables on attitudes toward
specific mentahealthEBPssuch as SEL programs in related settings such as schools.

Attitudes toward specific mentakealth EBPssuch as SEL prograsyshould be explored
in order to determine factors thegn support the adoption and subsequent implementation in
school settings. This studkploredthe association between organizational social context as well
as individual provider characteristics on attitudes toward SEL programs. Understanding the
perspedte of educators regarding SEL can help researchers and practitioners address barriers,

issues for reform, and capachyilding (Reinke et al., 2011).



CHAPTER 11

REVIEW OF THE LITERATURE

The integration of social, emotional, amcademic learning has become a crucial element
of education in schools due to federal demands for improved student achievement and teacher
accountability for student improvement (Zins et al., 2007). SEL has been recognized as a critical
component of edutian due to the growing amount of empirical evidence showing positive
student outcomes (Zins & Elias, 2006). Evolving largely from research on risk and resilience
and positive youth development, SEL is the Oprocess through which we learn to recognize and
manage emotions, care about others, make good decisions, behave ethically and responsibly,
develop positive relationshipand avoid negative behavior&ins et al., 2007, p. 192; Zins &
Elias, 2006). These characteristics, which have been linked tglaydositive academic,
behavioral, and soci@motional outcomes with profound lotgrm implications, have become

the focus of efforts to bolster student achievement (Zins et al., 2007).

SEL Program Goals

SEL programming is an integrated approach taniegrthat supports development of
sociatemotional competencies, mediating prosocial behavior and improved academic
performance (Greenberg et al., 2003). The Collaborative for Academic, Social, and Emotional
Learning (CASEL), which is a leading voice iretlevelopment and promotion of SEL
programs, identified 5 interrelated sets of cognitive, affective, and behavioral competencies that
provide the basis for SEL and program goals (CASEL, 2012; Weissberg & Cascarino, 2013).

The proximal goal of SEL is to pmwote the sociaémotional competencies linked to broad



student success including salivareness, sethanagement, social awareness, relationship skills,
and responsible decisianaking (CASEL, 2005). Moreover, these skerm goals Oprovide a
foundation or better adjustment and academic performance as reflected in more positive social
behaviors and peer relationships, fewer conduct problems, less emotional stress, and improved
grades and test scoresO (CASEL, 2012; Durlak et al., 2011; Greenberg 68aly&@8sberg &
Cascarino, 2013, p. 10). Mastery of these stesrh goals provides a foundation for better
adjustment and academic performance reflected in fewer conduct problems, less emotional
distress, more positive social behaviors, and improved gaautktest scores (CASEL, 2012,
Durlak et al., 2011; Greenberg et al., 2003). On the other hand, overalelomgnastery of SEL
competencies results in a shift from being Opredominantly controlled by external factors to acting
increasingly in accord witmternalized beliefs and values, caring for others, making good
decisions, and taking responsibility for oneOs choices and behaviorsO (Bear & Watkins, 2006;
Durlak et al., 2011, p. 406).

SEL programming is based on the understanding that supportivenstaps, caring
learning environments, and coordinated sets of educational strategies enhance protective factors,
school performance, and overall development (CASEL, 2005; Civic Enterprises et al., 2013;
Linares et al., 2005; Weissberg & Cascarino, 203%8gial and emotional skills are viewed as
Oprotective factors that reduce the probability that students exposed to risk factors will engage in
problem behaviorO (Sklad et al., 2012, p. 893). Systematic instruction through teaching,
modeling, and practing fosters the acquisition of SEL skills and application to diverse
situations (Durlak et al., 2007; lzard, 2002; Lemerise & Arsenio, 2000). Fostering student
engagement and creating opportunities to contribute to the school and community enhance

students@otivation, sense of belonging, and overall school satisfaction (Durlak et al. 2007;



Hawkins, Smith, & Catalano, 2004). SEL programs support students in applying skills for
prevention of problem behaviors including interpersonal violence, bullying, oolsiilure
(Zins & Elias, 2006). Overall, SEL skills are critical to being a good student, citizen, and worker

and prepare students for life success (Civic Enterprises et al., 2013).

Theoretical Underpinnings of SEL

Positive youth development. Positve Youth Development (PYD), which is a prosocial
approach to child development that focuses on the impact of creating positive environments
within communities, schools, and families on youth development, provides a framework for the
SEL perspective. Acconag to PYD, positive environments are created by fostering self
efficacy, prosocial norms, belief in the future, resilience, supportive relationships, problem
solving, and civic engagement, similar to SEL competencies (Catalano et al., 2004; Catalano et
al., 2008; Greenberg et al., 2003). The PYD framework was developed as a response to the
changes in socialization dynamics that cultivated childrenOs development. For example, there has
been a shift in community membersO, familiesO, and educatorsOastesrig social and
emotional skills whereas more recently, schools have begun to play a major role i social
emotional development. These changes contributed to the reconceptualization of school and
community responsibility and role in supporting chitids soci@motional needs and overall
development (Weissberg & Greenberg, 1997).

The PYD perspective brings attention to the importance of social and environmental
factors that affect the successful completion of developmental tasks (Catalano eBal., 200
According to the theory, given a similar etiological base, the same risk and protective factors that
predict problem behaviors are important in predicting positive outcomes (Catalano et al., 2008;

Catalano, Hawkins et al., 2002). This assertion previdgonale for targeting strengths in



addition to or instead of weaknesses. PYD differs from other frameworks in that it takes a
positive stance on child development and aims to reduce risk factors by enhancing skills,
building assets, and promoting résilce to achieve positive outcomes. PYD interventions, like
SEL programming, focus on cultivating assets and assert that because schools serve the
developmental needs of children, they should target the promotion of youth development
(Brackett & Rivers, 204).

Ecological perspective. PYD is grounded in the ecological perspective, which asserts
that childrenOs development is impacted by multiple interconnected factors including individual
characteristics and the community, family, and school context (Brorganer, 1977, 1979).

Models based on the ecological perspective, such as PYD, serve to improve student outcomes,
while creating a cycle of continuous improvement within and among environmental levels
(Becker & Luthar, 2002). SEL instruction, for instane provided in schools and then

reinforced in the school, home, and community. Thus, programming can be viewed within the
context of systems of support that provides a Ocomprehensive continuum of services based on
student needsO (Zins & Elias, 200&)p.

According to the framework, all levels of interaction are related to SEL and must be
considered in understanding childrenOs development. At the most distal level of the environment
is the macrosystem, which consists of cultural values, norms, aatsbélccording to this
model, risk factors at the maelevel such as poverty can have a profound influence on
childrenOs sociamotional and overall development. Similarly, important proximal factors, such
as the learning environment, impact achieveraed overall development. As such, both
proximal and distal factors must be explored and addressed in order to impact childrenOs

development.

10



Additionally, the ecological perspective provides a basis for understanding changes in
childrenOs beliefs abathievement and motivation, both of which are considered key
components in SEL programming and critical factors in success. According to this model,
curricula, programming, and relationships affect the development of youth. For example, an SEL
curriculum bat builds on cultural knowledge that children bring to the classream (

Montgomery & Rossi, 20Q0fosters selexpression, promotes supportive relationships with

adults, and provides learning activities that are meaningful and relevanB(eegnerield,

1992 leads to increased engagement and improveaHalacy (as cited in Zins & Elias, 2006).
Similarly, educators have the opportunity to have a positive impact on children through the

quality of their social interactions, their capacity to majgdropriate social and emotional

strategies (e.g., Greenberg et al., 2003; Payton et al., 2000), and their ability to manage behaviors
and create an overall safe environment for their students (Zins & Elias, 2006).

Self-determination and social-cognitive theories. Principles of the selfletermination
and sociakognitive theories echo those of the ecological perspective, as they are based in the
belief that children flourish in settings that address their social and emotional needs and foster
meaningful,caring, and empowering interactior&e({igman & Csikszentmihalyi, 2000The
sociatcognitive theory suggests that sefficacy, specifically, plays a critical role in academic
achievement and childrenOs motivation to succeed, sustain effort, and penseneeface of
challenges (Bandura, 1979). Similarly, research suggests that similar competencies such as self
discipline have a profound impact on academic achievement. In Duckworth and SeligmanOs
(2005) study on seffletermination, researchers foundttkelfdiscipline predicted academic
performance more robustly than 1Q. Sedtermination and soctabgnitive theories have

implications for understanding the role of social and emotional competencies in predicting

11



achievement. As such, it is crucialdeplore the impact of SEL, grounded in so@agnitive

and ecological theories shows, on student outcomes.

Initial Attention on SEL

It has become increasingly clear that social and emotional skills are necessary in order to
manage the demands of our current society (Romasz et al., 2004). Preparing students for
successful futures requires more than solely academic instruction. Altecligbls were
initially thought to be only responsible for studentsO education, schools are now viewed as arenas
for health promotion and primary prevention (Roeser, Eccles, & Samoroff, 2000; Zins & Elias,
2006). Empirical evidence from SEL research, irt,paontributed to the movement toward
preventative intervention implementation in schools and highlighted the relationships that exist
between achievement, social emotional competence, and social support in school (e.g., Elias &
Haynes, 2008; Zins et akp04).

The notion that emotions, caring relationships (Zingl&s, 2006) and selegulation
(Liew, 2011)Phallmarks of SEL programmingaffect how and what we learn was established
prior to studies on SEL interventions. In fact, a supportive relationship with adults was found to
be one of the single most comnhpridentified protective factors in literature on resilience
(Becker & Luthar, 2002; Hughes & Swok, 2006). Research has shown that {stuctesrt
relationships characterized by warmth and support are linked to increased academic motivation
positive selfconcept, and improved academic achievement (Hughes & Swok, 2006). Similarly,
Hamre and Pianta (2005) found that the quality of teastuglent interactions and instructional
practices are important predictors of student achievement and social adjustreeatcRéas
found that programs that allow students to experience positive interactions with adults in the

form of providing acceptance and supportive feedback will experience-sanidional growth

12



as well as a more nurturing classroom environment (Be&&kerthar, 2002; Hamre & Pianta,

2005). As a variety of social and emotional competencies including peer and-&adeet

relationships have been shown to be important for seamtional and academic functioning,

research has shifted its focus to SBtggramming that incorporates skills for fostering positive

relationships in addition to a variety of skills that are considered critical for student success.
Initial attention on SEL is due, in part, to the suggested impact on studentsO academic

success a major focus of federal legislation. Research suggesting that-sommional factors

influence nationallyemphasized student outcomes including eafs and failure (Zins & Elias,

2006) shifted educatorsO and policymakersO focus teesnotanalprevention programming

and its impact on student achievement. Studies have shown that lack of SEL skills is correlated

with student disengagement with learning (e.g., Bridgeland, Dilulio, & Morrison, 2006; Civic

Enterprises et al., 2013), leading to faaluin fact, it is estimated that up to 60 percent of

students become chronically disengaged from school by high school, but SEL skill development

can have a profound impact on school engagement and significantly improve dropout and failure

rates (Birdgelad et al., 2006). Although initial interest in SEL is partly due to its association

with the prevention of academic failure, recent studies have shown the extent ofraeifang

effects of SEL programs on learning and overall student success.

Outcomes Associated with SEL

SEL is viewed as an important aBudissing piec®in the educational puzzle (Civic
Enterprises et al., 2013). Critical SEL skills including-selfareness, sefhanagement, grit,
determination, empathy and conflict resolution, disogliand application of skills to reatorld
situations (Civic Enterprises et al., 2013) enable students to navigate school more successfully,

impacting overall educational success and preventing negative outcomes including dropouts and
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failures. In Wang, ldertel, and WalbergOs (1997) study, researchers examined categories of
influences on learning and found that 8 of the 11 most influential categories on learning involved
sociatemotional factors (e.g., studeteacher social interactions, classroom climatel peer
group). Similar early studies (e.g., National Center for Education Statistics, 2002) on learning
influences cited socis@motional factors (e.g., feeling left out, not feeling safe, not getting along
with teachers or peers) as a major reasohifyir drop out rates (Zins & Elias, 2006). Such
research results suggested that Odirect intervention in the psychological determinants of learning
promises the most effective avenues of reform,O providing initial evidence that SEL is a crucial
component oschool reform (Zins & Elias, 2006, p. 210).

A robust body of research shows that evideo@aged SEL programming is linked to a
variety of positive outcomes including improved scealotional competence and academic
achievement (e.g., Zins, Weissberg, \Ya& Walberg, 2004, Elias & Haynes, 2008). In Durlak
et al.Os (2011) comprehensive ragtalysis of 213 studies and 270,034 students, researchers
found multiple positive outcomes associated with SEL programming including significantly
improved studentsQilik attitudes, and behaviors. SEL skills are linked to improved attitudes
about school, prosocial behavior, and academic achievement in addition to reductions in
aggression, mental health problems, and substance use (Durlak et al., 2011; Greenberg et al.
2003; Zins et al., 2004). The acquisition of SEL skills has a profound influence on social
emotional competencies by improving attitudes about self, others, and the school. Impreved self
concept and interpersonal relationships, in turn, improve stugentsidial behaviors, lowers
conduct problems, improves emotional distress, and impacts academic success (Durlak et al.,
2011; CASEL). Figure 1 shows the proximal and distal outcomes associated with the SEL

competencies.
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Figurel. SEL Outcomes
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Figure 1. Outcomes associated with SEL competencies (Civic Enterprises et al., 2013).

Social-emotional and behavioral outcomes. Research has shown that SEL
programming has a direct impact on seeaiotional competencies, improving school climate,
promoting sociaemotional and behavioral growth, and subsequently influencing academic gains
(Weissberg & Cascarino, 2013, p. 11). K&ylls including seHconfidence, the development of
positive relationships with peers and adults, concentration, effective emotion expression, and
persistence on challenging tasks, or resilience, are main-sootdional and behavioral
outcomes associateSEL programming. Additionally, risky behaviors such as drug use,
violence, bullying, and dropping out can be prevented or reduced with integrated SEL program
efforts (Civic Enterprises et al., 2013).

Several major metanalyses suggest a strong assamicbetween SEL skills and social
emotional and behavioral improvements. In Sklad et al.Os (2012) analysis of 75 SEL studies,
results showed that programs had beneficial effects on major-saugional and behavioral
outcome areas including social sjlpositive selimage, prosocial behavior, antisocial
behavior, substance abuse, and mental health. DurlakOs (20taphaigses showed similar
results, indicating that compared to controls, students who participated in SEL programming

demonstrated enheed SEL skills, attitudes, and positive social behaviors following
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intervention. Furthermore, results showed that many studies included in the analysis found
significant effects for reduction of anxiety and depression or emotional distress, prevention of
specific conduct problems like drug use, and prevention of antisocial behaviors (Durlak et al.,
2011). Lower levels of emotional stress and fewer conduct problems were seen in students who
participated in SEL programs (Durlak et al., 2011).

In studies thaéxplored multiple SEL outcomes including academic, behavioral, and
socialemotional development, the effect size for social skill performance was largest overall,
suggesting that SEL programming has a significant and direct impact on enhancing prosocial
competencies and decreasing antisocial behaviors (Durlak et al., 2011; Sklad et al., 2012). SEL
programs have been found to decrease the amount of conduct referrals as well as bullying
incidents (Civic Enterprises et al., 2013). Sklad €ds(2012) studgdicated that social skills of
students participating in SEL programming were approximately 7 standard deviations higher
than their counterparts, meaning that the average participant had better skills than 76% of
students who did not participate in pragraing. Programs also had moderate immediate effects
on positive seHmage, prosocial behavior, and antisocial behavior, as each of these outcomes
improved by nearly one half a standard deviation (Sklad et al., 2012, p. 903).

Academic outcomes. Sociakemdional competencies directly influence studentsO
behaviors, thoughts, and emotions and subsequent academic success. For instance, the promotion
of resilience, or the ability to persist despite great challenges, supports students in developing
skills that wil enable them to overcome academic obstacles. Aronson (2002) suggests that
students who are more selivare and confident about their learning capacities are more
motivated to persist in challenges. Zins and Elias (2006) assert that students wholase prob

solving skills in the face of challenges and responsible deaisaking skills (e.g., studying,
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completing homework) do better academically overall. One study showed that among one
million students, positive emotions such as hope,-balg, and enggement accounted for 31
percenbf the variance in studentsO academic success (Heitin, 2012). Academic gains can have
profound effects on student outcomes, as skills gained by SEL programming enhance protective
factors that prevent failure and dropowtsile promotingresiliency.

Extant literature indicates a strong association between the acquisition of SEL skills and
academic achievement. Schools that are strong in SEL supports are at least 10 times more likely
to show substantial gains in reading andhmhan schools weak in supports (Civic Enterprises et
al., 2013). Personal attributes and skills associated with SEL likesgttimlg, seHdiscipline,
stress management, and organization play an important role in work approach and subsequent
overall acagmic gains (Duckworth & Seligman, 2005). Zins et al. (2004) notes that studentsO
sociatemotional competence fosters better academic performance due to improved core
competencies such as saiareness and motivation. Learning approaches to supporgteefin
belonging, academic sedffficacy and mental health result in lasting changes in studentsO beliefs
about achievement and motivation to learn (Becker & Luther, 2002). For instance, Ostudents who
become more setiware and confident about their leamabilitiesO are more motivated and apt
to set goals, manage their stress, and organize their approach to perform better (Zins et al., 2004;
Greenberg et al., 2003, p. 470).

Moreover,in Durlak et al.Os (2011) stufipdings demonstrated SEL programsO
significant effects on academic gains in the form of achievement tests and grades. Additionally,
results showed that students who pgrated in SEL programs scored ddrcentile points
higher than students who did not receive SEL interventions, whichmssstent with a growing

body of research indicating that SEL programming enhances studentsO connection to school and
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academic achievement (Zins et al., 2004). Other studies have reported similar findings regarding
academic gains. In a study conducted ley@onsortium on Chicago School Research at the
University of Chicago, researchers documented OnoncognitiveO academic competencies gained
from SEL including academic perseverance, learning strategies, and social skills impact student
success (Farrington at., 2012).

Similar SEL studies (e.g., Wilson, Gottfredon, Najaka, 2001) reported findings in
improved outcomes related to dropout and nonattendaboth of which are important factors
in academic achievement and overall school success (Zins et &l), 3&0L interventions help
students stay in school by making school more enjoyable and helping them to better manage
frustrations and overcome obstacles. Additionally, intrapersonal skills provide students with a
sense of identity and purpose allowing thiensucceed in college and within the community
(Civic Enterprises et al., 2013). Studies show that with SEL interventions, dropout trends can be
reversed, especially if action is taken early on, at the first signs of struggle (Civic Enterprises et
al., 2AL.3; WebsteiStratton, Gasper, & Seb&antos, 2012).

In conclusion, without strong SEL skills children are subject to a wide range of
consequeres. Romasz et al. (2004) asghbdt the absence of a strong sense of self and sound
decisionmaking skills reslts in susceptibility to peer pressure and poor conflict resolution
skills, while impulsivity can result in physical aggressiveness. By enhancing social and
emotional competencies, students are better able to navigate their environment and multiple

stressrs.

Impact of SEL on Special Populations

Students from at-risk populations. Although empirical evidence indicates that all

children should develop SEL skills in order to receive benefits that will enable successful

18



management of life tasks, certain groups of students are raes& &r significant difficulties in
various areawithout the development of SEL skills (Romasz et al., 2004). Social and emotional
skills are critical for students from-ask populations, in particular, as they are faced with
significant community and familial stressors including exposure to violeredrags in the
community, economic hardships, domestic conflicts, abuse, and a high prevalence of mental
health and physical conditions as well as disabilities (Romasz et al., 2004). A growing challenge
for schools is meeting the unique needs of studemts these populations who are plagued by
disadvantages in the education system.

In addition to exposure to environmental stressors, children frarskgbopulations face
barriers to quality education including poor curricula, overcrowded classrooms, inadequate
school facilitiespoorly trainedeachers, and lack of teacher suppolibéEs Haynes, 2008)
barriers that have dire consequences on academic success. Problems are further exacerbated by
Othe reality that schools in low income urban districts also have the lowest ratings of school
climate, which have been shown to be con¢anmiwith problems in student achievement and
socializationO (Schaps & Solomon, 2003 as cited in Elias & Haynes, 2008, p. 475).

Negative outcomes are associated with students who encounter obstacles to education
and do not have protective factors suck@satemotional competenciefResearch suggests
that children residing in communities with violence and social discord are not only at risk for
mental health problems such as depression, anxiety and suicide, but they are also at risk for
engaging in amsocial behaviors (Romasz. Kantor, & Elias, 2004). In fact, students fraskat
populations who lack soci@motional competencies become less connected to school and
eventually disengage entirely. A large number of students whatai&temotional canpetence

believe their teachers do not care about them, and disrupt the educational experiences of their
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peers (Payton et al., 2008). Subsequently, school disengagement and feelings of alienation and
rejection are associated with school dropout (Beckeuadr, 2002). Thus, the barriers that
students from atisk populations face lead to dire consequences that can have a profound impact
on their livesO trajectory.

Despite exposure to risk factors, many students are able to succeed in incredibly
challengimg environments (Elias & Haynes, 2008). Protective processes, defined as the
Ostrengths or resources associated with positive individual outcomes,O aid children in
overcoming adversity in order to thrive in schools and within society (Dalton, Elias, &
Wandesman, 2007, p. 245). Elias and Haynes (2008) suggest that key protective factors
enhanced by SEL programming including seeialotional competencies and perceived social
support foster resiliency. For instance, selfareness and the ability to regulateotions when
frustrated or angry will impact energy that is devoted to learning (Elias & Haynes, 2008).

Although prior research on the impact of SEL curricula on children frenslat
populations is limited, some studies suggest that SEL programsestvefivith students from
socioeconomically and culturally diverse backgrounds including those from low SES populations
(Payton et al., 2008). Research shows that students from schools with high poverty rates who
receive highquality SEL instruction demotrate improved attitdes and behaviors, including
enhanced motivation to learn, improved peer relationships, and a deeper connection to school
(Civic Enterprises et al., 2013; Greenberg et al., 2003). For example, in Elias andd{200&)s
study, reseafers found that soci@motional competence affects academic performance of
children in atrisk, high poverty neighborhoods and variance inefgear academic outcomes
was predicted by initial levels of socimotional competence. Additionally, the fings

suggested that SEL skills and support combined to serve as protective factors, albeit
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inconsistentlyacross cultural and ethnic groups (Elias & Haynes, 2008). Similarly, results from
MitchellOs (2003search study suggests that social competsrasignificant mediating factor

in urban thirdgrade studentsO academic performance, Oadding significant predictive value over
and above variance accounted for by knowing their prior academic performance and skillsO (as
cited in Romasz et al., 2004, p.)93

For these reasons, fostering so@alotional competency is particularly important for at
risk students. Empirical evidence indicates that numerous contexts including communities and
schools influence childrenOs development and life skills can d&hstun functioning despite
environmental injustices (Elias & Haynes, 2008). Overall, s@siabtional skills play a crucial
role in fostering school success for lavcome, minority students, as these students are more
likely to be faced with obstacles@have the need to rely on protective factors such as resilience
to overcome these challenges (Becker & Luthar, 2002; Elias & Haynes, 2008).

Students with disabilities. Students with disabilities face unique challenges regarding
academic achievement asdciatemotional competency. Compared to students in general
education, students in special education classrooms Ohave a higher risk of developing emotional
and interpersonal problems and engage more often in problem behaviors that may disrupt their
relationships with peers and teachersO (Chapman, 1988; EMdltigig & Edmiaston, 1985;

Pearl, 1987, 1992; Schumaker & Hazel, 1988 as cited in Kam, Greenberg, & Kusche, 2004, p.
66). Students with disabilities tend to have more problems with saoialional ompetence

than students without disabilities. In fact, students with learning disabilities who lack social
emotional competence are more likely to have poorer outcomes, overall, than students without
disabilities (Bender & Wall, 1994).

Recent research hagamined the sustained outcomes of a comprehensive SEL program
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on students with disabilities and found favorable outcomes. In a study on the impact of an
evidencebased SEL program on the social and behavioral adjustment of children with special
needs, rsults showed that the SEL curriculum was effective when implemented in special
education environments (Kam et al., 2004). PATHS had a significant impact on reports of
internalizing and externalizing problems and-sefforted depression in the children.eto the

fact that internalizing and externalizing problems in children are highly comorbid, it is not
surprising that gaining skills in emotion regulation, salhtrol, and problem solving had a
positive impact on both internal and external problem bheh&a(Kam et al., 2004). In addition,
teachers and students recognized the significant effedthase effects were apparent years
after the intervention. In conclusion, SEL programming is critical in order to increase resiliency
and enhance overalutcomes, as students fromresk populations are at a greater risk of

experiencing challenges with negative consequences.

SEL Program Adoption

Despite empirical evidence of substantial benefits for all children, including those from
atrisk populationsSEL programs are not systematically integrated in many schools. Adoption
and implementation of these programs in schools continues to be a challenge even with increased
availability of, and policy supporfor SEL programming. Results from the Civic Epigses et
al. (2013) survey study indicates that less than half of the 605 teachers surveyed (44 percent)
stated that social and emotional skills are beinghaog a schdevide programmatic basis. The
lack of SEL programming was even more evident ahigle school level, according to results,
with only 28 percent of high school teachersistathat it is occurring schowlde, compared to
43 percent of middle school teachers and 49 percent of prekindergarten and elementary school

teachers (Civic Enterpes et al., 2013). Survey results indicate that only 39 percent ef high
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poverty schools have schaotle SEL programming. These findings align with research on the
implementation of mental health services and other EBPs in school settings, as studies have
found that many schools face challenges in adoption or use of evioese@ prevention

programs, despite empirical evidence supporting positive student outcomdadmiovich &
Greenberg, 2000). Given the significant benefits of SEL on student outcomes, it is important to

understand the barriers to adoption and subsequent implementation of SEL programs.

Barriers to Adoption and Implementation

Due to multiple and often compegilemands (Reinke et al., 2011), schools face many
challenges in successful adoption and implementation of mental health practices. Although
educators recognize that schialsed mental health interventions are essential for success,
schools may not be abto facilitate the provision of these services or provide adequate supports
for adoption or implementation (Han & Weiss, 2005). Research on sbhsed mental health
programs suggests that educators identify main barriers to the implementation of @&dsgn
competing responsibilities, parent engagement, logistics and support from administrators and
teachers (Langley, Nadeem, Kataoka, Stein, & Jaycox, 2010). These barriers influence teachersO
attitudes toward EBPs and subsequent acceptance of nevatiomsv

For many school professionals, focusing on social and emotional skills, in particular,
when academic standards are being given greater emphasis is a profound clizdiekeyes(

Luthar, 2002)Educators often feel that the integration of SEL iratmns into the mandated
academic curricula is not feasible given the demands of teaching. In addition, misconceptions
regarding EBPs and its purpose can also contribute to attitudes regarding EBP feasibility and
need. Teachers may feel that they lackkimn@wvledge and resources to impact mental health

needs of children in the school setting (Kratochwill & Shernoff, 2004). Furthermore, some
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educators believe that they do not have adequate training, professional development, or the
support necessary in ork® implement EBPs successfully. In Reinke et al.Os (2011) study on
teachersO perceptions of mental health in schools, principal and administrator support, teacher
support, financial resources, high quality training, and alignment of the intenvevith school
philosophiesvere among the essential characteristics that impacted program adoption and
implementation identified by practitioners. Moreover, lack of adequate parent support and staff
training are among the major barriers to program implementatkemtified by educators

according to some research studies (e.g., Reinke et al., 2011).

Attitudes Toward EBP Adoption

Provider attitudes toward EBPs can limit or facilitate the adoption and implementation of
effective interventions (Stahmer & Aarons02). Recent research examined attitudes toward
EBPs in an effort to gain insight into the specific factors that influence adoption and
implementation. For instance, AaronsO (2004) study explored mental health provider attitudes
toward the adoption of EBR$ community mental health settings and found an association
between attitudes and adoption. Related studies suggest that attitudes toward adoption of EBPs
can be a precursor to the decision to adopt or try a new practice (e.g., Rogers 1995). Aarons
(2004)asserts that if EBPs are going to be adopted, implemented, and disseminated, it is crucial
to consider attitudes of providers in order to tailor efforts for adoption, implementation, and
dissemination to individual differences and school context.

Provide attitudes toward EBPs can be varied and complex (Aarons et al., 2012). While
providers may have an overall positive or negative view of EBPs, they can also hold somewhat
contradictory attitudes (Aarons et al., 20IR)at is, providers can be positivgdyedisposed to

EBPs on one dimension and negatively predisposed on another. For instance, one may
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understand the utility of an EBP, but at the same time believe that they lack support and
resources in order to implement emovation effectively. Similarlyproviders may understand

the need to use EBPs in practice, but might also be unwilling to implement specific EBPs that are
mandated by the state or school (Aarons, 2004).

Proposed domains of attitudes toward adoption of EBPs. Aarons et al. (2012)
captued the complexity of provider attitudes toward EBPs in the EvidBased Practice
Attitude Scale (EBPAS), which includes distinct dimensions in providersO attitudes toward
EBPs. Research suggests that there are at least four potentially important ddmaoagler
attitudes toward EBP adoption including appeal of the innovation, likelihood of adopting EBPs
as a result of institutional requirements, openness to change and learning new practices, and
perceived difference between current and new practika®s, 2005). Firstly, it is suggested
that attitudes toward adoption of EBPs are likely influenced by the appeal of the information
source(Frambach & Schillewaert, 2002 as cited in Aarons, 208& instanceproviders are
more accepting of informatiatterived from colleagues than research artidiéere may be
skepticism by providers when the EBP comes from research or is imposed by a mandate
(Aarons, 2005). Providers may perceive the views of colleagues, who likely experience similar
working conditons, to be valuable.

In addition, requirements of the implementation of the innovation may impact the degree
to which a provider accepts and adopts a practice. Openness to change is identified as an
important component of workplace climate and individiiierences in openness are related to
organizational characteristics and job performad@dns, 200k Business and organizational
research has shown that Oopenness to innovation may be important in developing characteristics

of Olearning organizatiddghat are more responsive and adaptive to internal and environmental

25



contingenciesG\aderson & West, 1998; Garvin, 1993 as cited in Aarons, 2005, p. Eéa)ly,
if incongruence exists between current and new practices, divergence may occur (Garland,
Kruse, & Aarons, 2003).

Researchers (e.g., Aarons, 2005) suggest that these four domains are critical in
understanding the attitudes toward and adoption of EBPs. Although there is limited research on
attitudes toward EBPs, perceived barriers to the impi¢atien of EBPs are important to
consider in understanding the research to practice gap, as perceptions of challenges influence
EBP adoption. More specifically, exploring educatorsO attitudes toward EBPs in the school
context can elucidate barriers andlftators of adoption and implementation efforts for SEL

programming.

Attitudes Toward SEL Programming

Civic Enterprises et al.Os (20Mi¥sing Piecesurvey study sheds light on educatorsO
attitudes toward SEL programming including their understandii@Ebfcore values, perceived
need for SEL programming, and barriers to SEL program implementation. The study, which
included interviews with a nationally representative sample of teachers from schools serving
students from diverse sociocultural backgrouhdsl, several major findings. Firstly, responses
indicated that teachers recognized the benefit and need to incorporate SEL into the student
learning experience and believe that SEL concepts are teachable. However, results showed that
although nearly all #chers (88 percent) reported that SEL occurs in their schools on some level,
less than half (44 percent) stated that SEL skills are being taught on a schoolwide, programmatic
basis (Civic Enterprises et al., 2013).

Impact on student outcomes. Furthermoreaccording to Civic Enterprises et al.Os (2013)

study, nearly all teachers (95%) endorsed SEL for all students across grade levels, school types,

26



backgrounds, and SES levels. Respondents indicated that SEL would have a major benefit on
student outcomes ihaing workforce readiness, attendance and graduation, college preparation
and academic success. Some district leaders who completed the survey also recognized the
strong connection between SEL and academic learning, stating that SEL is the basis for
acadenic success. Teachers in schools where SEL is taught were more likely to say their school
is at least fairly successful in developing critical academic content and subject areas. Notably,
teachers in higipoverty schools (schools with 60 percent or maudestts in free/reducearice

lunch program) were more likely to endorse SEL than peers in higher resourced communities.
Therefore, although most teachers understand the importance of SEL programming on student
outcomes, SEL programs are not being taugha schoclwide basis. This finding coincides

with research on mental health EBPs and the assertion that effective interventions are not being
implemented in schools, despite empirical evidence and availability (Civic Enterprises et al.,
2013).

Findingsfrom Civic Enterprises et al.Os (2013) study also revealed that teachers believe
problems such as lack of engagement and bullying impact student learning and that SEL has
major benefits on studentsO academic, sesiational, and behavioral developmenimajority
of teachers believe that SEL has an impact on studentsO ability to graduate, increase standardized
scores and overall academic performance. Seven in ten teachers reported studentsO lack of
interest as at least somewhat of a problem in schooltheswl quarters of these teachers believe
that SEL will improve academic performance. Similarly, nearly half of all teachers who
completed the survey indicated that bullying is at least somewhat of a problem at their school
and believe that SEL programsepent and reduce bullying. Moreover, more than half of

teachers who stated that there is too little emphasis on SEL also indicated the bullying is at least
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somewhat of a problem. Survey findings show that out of the teachers who view school climate
as a poblem, a majority (80 percent) of them view SEL as a solution. Similarly, teachers in
schools with successful SEL programs are half as likely to report negative school climate
compared to teachers in schools that do not have successful SEL programnpegéai
versus 44 percent respectively). Finally, a majority of teachers believe teaching SEL skills to
students will help to prepare them for college and become good citizens (Civic Enterprises et al.,
2013).

Facilitators and barriers to implementation. Civic Enterprises et al.Os (2013) study
results provide information regarding teachersO perceptions of barriers to and facilitators of SEL
program adoption and implementation. Interestingly, only 15 peote@eachers identified
school administrationsaa major barrier, contrary to some research results regarding attitudes
toward mental health EBPs (e.g., Reinke et al., 2011). A majority of teachers (81 percent) ranked
time as the biggest challenge to implementing SEL. Although approximately halfteatiners
surveyed reported receiving some form of SEL training, most teachers (82 percent) reported
wanting further training in SEL. In addition, lack of skill reinforcement at home was considered
to be a big challenge for SEL implementation. About 8@ of respondents who view SEL
as important indicated that lack of reinforcement at home was a challenge (Civic Enterprises et
al., 2013).

In terms of facilitators of SEL programming, most teachers (82 percent) indicated that
additional training wouldbe beneficial. Moreover, three out of four teachers view lack of
training and knowledge on how to teach SEL skills as important to implement SEL in their
classrooms. In addition, almost ttlurds of teachers think that the development of social and

emotonal skills should be explicitly stated in state standards and three in four teachers in low
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performing schools endorse this concept. In addition, teachers with experience and training in
SEL are more receptive to the idea that these skills can be nedsutieer demonstrating the

impact of teacher training on perceptions of SEL interventions. Teachers also recognize the
importance of the connection between handschool, with 91 percent of teachers stating that

lack of skills reinforcement at homedsig challengeDespite perceived barriers to

implementation, teachers still value SEL, with 81 percent of respondents saying they are fairly or
very interested in receiving additional SEL training and 80 percent stating they believe SEL is
very important.

The surveyOs findings have important implications for closing the research to practice
gap. Results suggest that teachers strongly believe that the development of social and emotional
skills is critical to ensure soctaimotional, behavioraBndacademisuccesss well asollege
and career readiness (Civic Enterprises et al., 2013). However, there are multiple challenges
including time and traininghat impact teacherO perceptions of SEL programming. These
challenges are consistent with prior reseanchvarriers to implementation of mental health
EBPs, suggesting that there are similarities between attitudes toward EBPs and SEL
interventions and value in exploring perceptions of EBPs. Overall, results from CASELOs study
suggest the need to further exqa the complexities of teachersO perceptions of SEL programing
within the school context in order to understand how to better support teachers in the adoption

and implementation of interventions.

Influences on Provider Attitudes Toward EBPs

The context § which EBPs are adopted and implemented is complex and recently
proposed models identify organizational factors that may facilitate or impede the adoption of

innovations (e.g., Aarons, 2005; Aarons et al., 2012). Themra@ltgple factors at system,
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organizational, and individual levels that may influence program acceptability (Aarons et al.,
2012; Aarons & Sawitzky, 2006). Some factors include social and economic, innevation
specific, and organizational characteristics (Aarons et al., 2012). ResegrcN@are, 2002;
Rogers, 1995) suggests that although management may adopt an innovation, individual
acceptance of the innovation relies on both organizational and individual factors and these
factors in turn, impact the degree to which evidedesed pretices are implemented with
fidelity and competence (Aarons & Sawitzky, 2006).

Research (e.g., Aarons et al. 2012; Han & Weiss, 2005; Stahmer & Aarons, 2009) has
identified two broad categories of characteristics that impact educatorsO willingnegs anéd
implement an innovation, which includedividual providerlevel characteristics and contextual
characteristics of the setting. Organizational social context has been found to affect functioning
and productivity within organizations (Glisson & Jan#302). Glisson and James (2002)
suggest that climate and culture are critical components of organizational social context that are
independent but correlated constructs that play an important role in the adoption of EDPs.
Culture includes the organizat@morms and expectations of a workplaghile climate
reflects workersO perceptionsafg responses ttheir work environment (Glisson & James,
2002). In addition to understanding organizational predictors of attitudes toward EBPs, it is also
importart to consider and control for individubdvel variables. Providers@ucational
attainmeneandnumber of years teachitgve been found to be associated with attitudes toward
EBPs (Aarons, 2004; Aarons et al., 2012). As such, when examining attituded smloption
of EBPs, both individual and organizatioiaVel characteristics should be considered.

Organizational social context. Aarons et al. (2012) posit that one of the most proximal

influences on service providersO attitudes and behaviors thial Context of the organization
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in which they workO (p. 1). Organizational social context includes the norms, values,
expectations, perceptions, interpersonal relationships, attitudes and other psychosocial factors
that govern how members of an orgatimaapproach their work, interpret their work, feel about

their jobs, and collaborate with others (Glisson, 2002; Glisson & James, 2002). Research (e.g.,
Glisson, 2002) suggests that the dimensions of organizational context that are particularly
importantto innovation are culture, climate, structure, and work attitudes. These constructs are
essential to understanding attitudes toward EBPs because they create a social context that invites
or rejects innovation and complements or inhibits the activitiagrestifor successful

implementation of the innovation (Glisson, 2002).

Culture and climate are key constructs associated with organizational social context that
are believed to influence attitudes toward eviddmaesed practices and implementations
(Aarors, 2005; Aarons & Sawitzky, 2006). In addition, it is suggested that both climate and
culture are important in the quality and outcomes of mental health services (Aarons & Sawitzky,
2006). According to Aarons et al. (2012), organizational social contextles Othe norms and
expectations (i.e., culture) of the organization for its members as well as the psychological
impact of the work environment on the individual workers (i.e., climate)O (p.2). Although culture
and climate are related constructs, therevidence that they impact attitudes toward EBPs in
unique ways (Aarons et al., 2012).

Climate Organizational climate is defined as the perceptions of and emotional responses
to the characteristics of the work environment (Glisson & James, 2002,)plt#63cribes the
psychological impact of the environment on clinicians (e.g., stress) (Aarons et al., 2012).
Climate can be measured at the individual and group or unit &yehological climate is the

individualOs perception of the psychologicaiact of the work environment on his or her own
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well-being James & James, 19B8@hile organizational climate describes the shared perceptions
among employees of the impact of their work environmaétite group/unit levels cited in

Glisson &James, 2002, p. 769). In other words, when providers in the same organizational unit
agree on their perceptions of the social climate, their shared perceptions can be combined to
describe the overall organizational climate (Glisson, 2002). Figure 3 shewlsstinction

between organizational and psychological climate and how each domain fits into the overall
organizational social context.

The psychological impact of the work environment is measured by multiple dimensions
including emotional exhaustiodepersonalization, and role conflict (Glisson, 2002). The general
psychological climate factor (Rf; which is believed to underlie overall climate, represents the
individualOs perception of the overall psychological impact of the work environment, matese
in positive or negative term3gdmes & James, 1989; James et al., B89€lted in Glisson, 2002).
Organizational climates are expected to influence attitudes about EBPs. For instance, providers
in high-stress work environments may feel that requimreisiand expectations imposed on them
by implementing new EBPs are overwhelming and therefore, may have more negative views
toward EBPs (Aarons et al., 2012).

In Aarons et al.Os (2012) study, researchers found that clinicians working in organizations
chalcterized by engaged climates and less stressful climates had more positive attitudes toward
the use of evidenelkased practices. In addition, results suggested that providers working in
settings with high levels of emotional exhaustion and role overlead l@ss likely to respond
favorably to policy or regulatory mandates requiring the use of evidsased practices.

Clinicians working in engaged organizational climates, defined by a sense of personal

accomplishment and concern for clients, reportectatgr likelihood of adopting an evidence
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based practice if it fit their views of clinical practice and their ability to effectively learn and use
the practice (Aarons et al., 2012).

Culture. Culture, measured at the uaitgrouplevel,is defined as theormative beliefs
and shared behaviors within an organization (Glisson & James, 2002). According to Aarons et al.
(2012), organizational culture Ocaptures the expectations and values about what is important in a
specific organizationO (p. 3) and influenthesattitudes of staff members through their
accommodation of work expectations. In other words, beliefs and expectations guide the way
work is approached. Conformity, consensus, and motivation are potential outcomes associated
with the accommodation ofark expectations (Glisson, 2002). These expectations and values
have the capacity to impact organization members who may seek to behave in ways to meet
expectations of their workplace. As a result, organization culture influence attitudes about
evidencebased practices like SEL in ways that align with expectations. (Aarons et al., 2012).

According to Aarons and Sawitzky (2006), constructive cultures are characterized by
Oorganizational norms of achievement and motivation, individualism aratgedfizaton, and
being humanistic and supportiveO (p. 62). Additionally, these cultures encourage interactions
with people and approaches to tasks that will enable staff to meet their needs. In contrast,
defensive cultures are defined as Oseeking approval amtsesisbeing conventional and
conforming, and being dependent and subservientO (p. 62). On the other hand, defensive cultures
encourage or require interaction with people in ways that do not threaten personal security
(Cooke & Szumal, 2000 as cited in Aaso& Sawitzky, 2006).

Empirical evidence suggests that associations between culture, adoption of evidence
based practices, and organizational change. For exaB@ai@mazzzi and AaronsO (2088)dy

found that providers working in child and adolescent addmalth agencies with more positive
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culture had more positive attitudes toward the adoption of evideasrd practices, while those
with more negative cultures had more negative attitudes (as cited in Aarons & Sawitzky, 2006).
In addition, Feldman (1993uggests that organizational culture can hinder or facilitate the
change process. When organizational values are in conflict with the change, implementation of
an innovation can be impactdée{dman, 1993as cited in Aarons & Sawitzky, 2006). According

to Aarons et al.Os (2012) study, clinicians in proficient cultures in which organizations expect
them to Oplace the wdlking of the clients first, to be competent, and to havedate

knowledgeO endorsed more positive overall attitudes toward adeypitiegcebased practices

(p. 5).

Structure Organizational structure is a work wewel construct of social context that
describes Othe centralization of power and formalization of roles in an organizationO (Glisson,
2002, p. 236). According to Gliss¢2002), structure includes participation in decismaking,
hierarchy of authority, division of labor, and procedural specifications that guideraelati&d
interactions among the members of an organizational unit. For example, in a mental health
setting structure may determine contribution to development of organizational policies or the
flexibility in addressing needs of clients. Core technology, or mental health treatment, is
considered to be a key element of organizational structure and criticadeéostanding how the
organization should be structured. In general, it is posited that the more an organizationOs
structure complements and supports the work conducted in the organizationOs core technology
(e.g., mental health treatment) the more effedtieeorganization (Glisson, 2002). Thus, the
most effective organizations achieve a fit between social context and core technologies.

Glisson et al. (2008) assert that there is an association between structure and culture,

whereas culture is consideree ttleterminant of structure or the OdeeperO construct. Although
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values and assumptions are associated with organizational culture, normative beliefs and
behavioral expectations are associated with the more visible aspect of culture, or organizational
strucure. The socigechnical model, which views organizations as creating a social context
within which the technical work of the organization can be performed, posits that highly
formalized divisions of labor and centralized hierarchies of authority cowdgrepriate for
routinized practices. Similarly, more organic social structures characterized by less rigid and
more flexible structures are needed for-moutinized practices in work environment that require
teamwork, adjustments, adaptability, and condid development of new knowledge (Glisson et

al., 2008).

Work attitudes Work attitudes in organizational research include job satisfaction and
organizational commitmen@(isson & Durick, 1988 as cited falisson, 2002 Organizational
commitment is degibed as a willingness to exert effort on behalf of the organization and a
strong desire to remain a member of the organization while job satisfaction is focused on an
employeeQOs specific tasks and dmwvday, Porter, and Steers, 198Pherefore,
organizational commitment focuses on attachment to the organization whereas satisfaction
focuses on the specific tasks and dutMewday et al., 198 Like other organizational context
constructs, work attitudes are complex. Although job satisfactiomm@ashizational commitment
are expected to correlate, their relationship is not straightforward. For example, a provider who is
attached to a specific organization may be dissatisfied with certain aspects of a job within that
organization or vice versa (I8son, 2002). Work attitudes contribute to the complex overall

organizational social context and are important in examining attitudes toward EBPs.

Influence of Organizational-Level Factors on Attitudes Toward EBPs

Although limited research has been conddatn the relationship between organizational
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context and EBP adoption in the mental health field, researchers have identified culture and
climate as key factors in understanding provider attitudes toward EBPs (Aarons & Sawitzky,
2006; Aarons et al., 2018lisson, 2002). The beliefs and behavioral expectations that
characterize the organizationOs culture, collaboration supported by the structure, and
psychological impact of the work environment on the service provider affect the way in which
service provierOs approach and think about their work (Glisson, 2002). Thus, innovation has
been found to be linked to cultures that value quality improvement, climates where providers are
open to trying new practices, and structures that promote collaboration iloal@seking and
flexibility (Glisson, 2002; Rogers 1995). More specifically, safe organizational climates,
constructive cultures characterized by support and motivation, climates that are low in emotional
exhaustion and role conflict, structures that ass tentralized and formalized, and positive

work attitudes are believed to promote the adoption of new, efficacious practices (Glisson,
2002).

Due to the links between organizational social context, core values, and perceptions,
studies have found thatitlate and culture represent processes that are likely to influence
provider attitudes toward organizational change and more specifically, acceptance and adoption
of EBPs (Aarons & Sawitzky, 2006). In Aarons & SawitzkyOs (2006) study, researchers found
thatboth culture and climate are associated with mental health service providersO attitudes
toward adoption of EBPs. Research also shows that culture and climate are distinct aspects of
organizational process (Glisson & James, 2002). For example, positarg@zaigonal culture is
associateavith positive attitudes towalBPs and demoralizing organizational climate
characterized by conflict, emotional exhaustion and depersonalization is associated with

perceived divergence between usual practice and EBRgrernegative attitudes toward EBPs
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overall (Aarons & Sawitzky, 2006).

The relationship between culty@imate, and attitudes towaEBPs is complex (Aarons
& Sawitzky, 2006). As culture captures the way things are done in an organization and climate
cagptures the way people perceive their work environment, it is suggested that culture is a
property of the organization while climate is a property of the individual (Glisson, 2002). In fact,
culture is proposed to precede and affect climate. Organizat{enmgl culture, structure) and
individuat level (e.g., psychological and organizational climate) constructs are linked in a
sequence of relationships (Glisson, 2002). Several key characteristics of the organizational social
context are shown in the comteal model shown in Figure 2.

According to Glisson (2002), this model shows the relationship between organizational
domains and highlights the important role of organizational context in understanding outcomes
of childrenOs mental health services. Mpeeiically, the model depicts work attitudes (e.g.,
job satisfaction, commitment) and behaviors (e.g., adherence, availability, responsiveness) at the
individual level as a function of culture and structure at the work unit level, mediated by climate.
In the first stage of the model, at the organizational level, the norms and values that drive
behavioral expectations and the way the organization is structured determine how work is
approached. The second stage depicts workersO perceptions of the irhpaoivofk
environment on their own welleing, creating a psychological climate for each worker. If the
effects of the work environment create similar perceptions among most of the workers in the
organization, then an organizational climate is formed.tfiiné stage shows individudgvel
work attitudes and behavior, which are a function of workersO perceptions of their work
environment, the organizationOs structure, and the norms and values driving behavior. In

summary, the organizational social contexid®l depicts the relationships between
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organizational properties and individual work performance, mediated by perceptions of work
environment (Glisson, 2002). Although additioredearchs needed to better understand the
nature of these relationshipsigtknown that culture and climate, key components of

organizational context, influence work attitudes.

Figure2. Relationship Between KeyHaracteristics o©DSC

Culture Psychological Work attitudes
climate
Structure Organizational Work behavior
climate
Organizational Individual Work
properties and shared performance
perceptions

Figure 2. Relationship between key characteristics of OSC m@&iledson et al., 2008).

Organizational Theory

Organizational models focus on social context to understand how innovations are adopted
and implemented. According to the organizational framework, culture and climate affect work
performance and organizataireffectiveness Oby influencing how people go about their work,
the priorities they emphasize in their work, and the psychological impact and meaning of that
workO (Glisson et al., 2008, p. 127). Organizational culture theorists posit that social norms,
expectations, meaning and perceptions are keys to understanding individual behavior as well as
organizational effectiveness. As such, understanding norms, expectations, and perceptions is
necessary for implementing innovations and improving overall orgamzaheffectiveness. The
organizational model conceptualizes the association of culture and climate with behavior and
attitudes as integral in understanding organizational barriers to the adoption and implementation

of new practices (Glisson et al., 2008)
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Adopter-based innovation model. The adoptebased innovation model provides
further insight into the impact of social context on the adoption and implementation of an
innovation. The adoptdyased theory posits that the adoption of an innovationuscion of
the organizationOs social context (Glisson, 2002; Rogers, 1995). For example, constructive
cultures promote innovation and are more likely to adopt EBPs, while defensive cultures are
more likely to resist innovation (Cooke & Szumal, 2000 aslditeGlisson & James, 2002). The
model also explains the impact of the organizational context on the implementation of the
innovation. Context is critical to implementation as it determines how work is approached,
priorities emphasizedylindividuals, anchow problems are solved (Rogers, 1995). Overall,
crosslevel effects link Oorganizational social context to the adoption and implementation of
innovations including organizational properties (e.g., culture and structure), indiladakgl
properties (e.gwork attitudes, behaviors), and a psychological process (e.g, perceptions that
comprise psychological climate)O (Glisson & James, 2002, p. 772). This dulgstdr
innovation model highlights the importance of considering social context in the adopfsn EB

due to its impact implementation of the innovation.

Implications for Other Mental Health Service Organizations

Although past research on organizational social context is based mostly on mental health
service organizations, the theoretical framewagglies to similar organizations in which change
takes place including child welfare, social services, schools, and primary care settings (Aarons &
Sawitzky, 2006). Even though organizational structure and process likely vary across settings, all
organizaions have Ocontexts that may facilitate or hinder implementation of innovationsO
(Aarons & Sawitzky, 2006, p. 69). In fact, in Aarons and SawitzkyOs (2006) study on

organizational culture and mental health providersO attitudes toward EBPs, researchtratasse
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findings of the study are likely to be relevant for organized care settings outside the mental
health care sector.

Multiple similarities between school and mental health settings suggest that
organizational social context theory is generalizabkechool settings. For example, similar to
child welfare systems, schools are highly bureaucratic in nature. In mental health settings like
child welfare, the bureaucratic nature of the organization has been linked to poor service worker
attitudes towarddoption EBPs (Aarons, 2004 addition,service providers in mental health
and school settings alike are subject to federal, state, and county policies and regulations and
servicedakingplace withn organizational contexts that vary according to thaliguof
leadership and supervision, organizational norms, expectations and climate (Aarons, 2004;
Glisson 2002)Perhaps most notably, schools are considered the largest provider of child mental
health services and for many, it is the only setting in wthey receive mental health services
(Burns et al., 1995; Hoagwood, Burns, Kiser, Ringeisen, & Schoenwald, 2001, 2003 as cited in
Kratochwill & Shernoff, 2004).

Moreover, there is notable ongoing research of EBPs in social services, primary care
settings, and schools. Although organizational culture is noted to vary across these settings, it is
critical to also highlight the similarities between these settingsder to draw comparisons and
better understand provider attitudes in relation to organizational context. Overall, research shows
that preimplementation evaluation of attitudes toward adopting EBPs and organizational context
can Otarget aspects of the kvenvironment likely to impact attitudes toward changeO (Aarons &

Sawitzky, 2006, p. 69).

Influence of Individual Provider Characteristics on Attitudes Toward EBPs

Empirical evidence suggests attitudes toward innovation and change likely interact with
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individual provider characteristics in addition to organizational social context (Aarons &
Sawitzky, 2002; Glisson, 2002). Thus, in understanding organizational predictors of attitudes
toward EBPs, it is important to consider and control for individiesa| variables (Aarons and
Sawitsky, 2002). More specifically, characteristics such as professional experience, educational
attainment and training can be influential in willingness to adopt and implement an innovation
(Aarons, 2004; Aarons & Sawitzky, 2002).

Educational attainment. Educational attainment has been found to be associated with
endorsement of EBPs (Aarons, 2004; Ogborne, Wild, Braun, & NeWaglor, 1998. Aarons
(2004) suggests that more positive attitudes toward adoption of EBPs are assathatégher
educational attainment. Clinicians with more advanced degrees described EBPs as more
appealing. Similarly, Rogers (1995) asserts that that having more formal education and more
formal attitudes toward change are associated with more posiiegie toward adoption of
EBPs. However, notably, in Aarons (2004) study, clinicians with higher advanced degrees who
described EBPs as appealing were simultaneously less willing to implement EBPs simply
because they were mandated or required. Thesdéssbow the complex nature of attitudes
toward EBPs and may suggest that clinicians with higher educational attainment not only value,
but are open to the adoption of EBPs, with the caveat that EBPs are not mandated or required.

Professional status. Thereis also evidence that professionals completing their education
(e.g., interns) and transitioning into professional roles are more flexible in regard to learning new
interventions (Aarons, 2004). In other words, iegperienced clinicians tend to be mopen to
adoption of EBPs relative to providers who have been practicing for longer periods of time
(Aarons, 2004). For instance,@gborne et al.Os (1938)dy on mental health professionalsO

attitudes, results indicated that certified counselors were hkely than noncertified counselors
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to adhere to traditional concepts of the causes and treatment of disorders (as cited in Aarons,
2004). SimilarlyGarland et al. (2003Found that interns in mental health clinics reported more
positive attitudes tasing evidencdased assessment protocols. In Aarons et al.Os (2012) study
of the association between organizational social climate and attitudes toward EBPs in mental
health practices, researchers found that years of experience were associated wéh ttitard

the use of EBPs. Specifically, clinicians with more years of experience were more negative in
their attitudes toward EBPs. These results may indicate that clinicians who have more recent
experiences in training programs may be exposed to fitg atid need for EBPs and therefore,

may be more open to the adoption of new practices.

School Characteristics

Research shows that school characteristics impact the experiences of school members
(Lee & Loeb, 2000). In a (2000) study, Lee and Loeb consitire impact of a schoolsO
physical location, social composition of schools, and school size on teachersO attitudes.
Researchers found that in small schools, Oteachers have a more positive attitude about their
responsibility for studentsO learningO (lneelaeb, 2000, p. 3). In addition, studies show that
structural characteristics including the physicabtam (e.g., rural, urban) arsscial
composition of the school (i.e. socioeconomic status of student population) are important
characteristics to ceider when investigating teachersO attitudes and effects on student
achievement (Lee & Loeb, 2000).

In fact, inCASELOs (2) Missing Piece survey @ducadrsO attitudes toward SEL,
researcherund that attitudes differed accordingsithoolcharacteristicencluding the
socioeconomic status of the student population, and school location (e.g., urban, rural) (Civic

Enterprises et al., 2013Research resulshowed that a majority of teachers (76%) in schools
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with a high percentage of freeftuced lunch cite Olack of interestO as at least somewhat of a
problem, compared to just half (54%) in schools with 30% or fewer students in the free/reduced
lunch programTeachersn high-poverty schools were especially convinced of the benefits of
SEL,with 63% of teachers from IOBES schools reporting that thieglieveSEL instruction

will improve relationships between teachers and students, compared to 49% of teachers from

schools with less than 30% of the student population from low SES.

Conclusion

In response to the need for improved academic achievement and mental health services
for children in schools, research on the use of sebaséd interventions for mental health and
sociatemotional problems has grown considerably (e.g., Reinke e0&ll).2 However, Reinke
et al. (2011) point out that despite increased empirical evidence and availability of EBPs, the
widespread adoption of SEL programs has not occurred in many schititlsles towad EBPs
and perceived challengesjch as lack adupport and timgmpact adoption and implementation
of innovations Research shows that, in particular, organizational social context and individual
provider characteristics including professional status and educational attainment are associated
with attitudes toward EBPs. Investigation of factors that influence attitudes is critical in order to
understand the research to practice gap with regard to SEL programming. Understanding the
perspective of educators regarding SEL can help researchers and peastiiddress barriers,
issues for reform, and capacity building (Reinke et al., 2011). Attitudes toward EBPs need to be
explored in order to determine factors that can support the implementation of SEL programming

in school settings.

Purpose of the Current Study

Although associations between organizational social context in mental health services
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and attitudes toward EBPs are documented in the literature, there has been little research on the
relationship betweearganizational social context of schoalsd the impact on teachersO

attitudes toward specific mertiaéalth EBPs such as SEL programs. More specifically, the
relationship between school social context, individual provider characteristics, and attitudes
toward SEL programs has not been investidan extant research. Exploring attitudes toward

SEL programs, in particular, is critical in order to determine factors that can support the adoption
and subsequent implementation of SEL programming in school settings. As such, investigating
factors thatmpact attitudes including implementer/providievel and organization level factors

must be considered. Within the school setting, teachers are the implementers who can influence
student outcomes through the use of mental health interventions likeEFEd_(Elias et al.,

2003). Additionally, assessing attitudes toward SEL programming will help in understanding
factors that play into adoption and what supports are needed in order to support schools and
educators. In order to ensure program adoption, imgh¢ation effectiveness, and subsequent
positive student outcomes, educators must not only understand the benefits of the innovation, but
they must also feel adequately trained and supported. It is hoped that understanding the
educatorsO perspective of SEhovations by examining organizational social context and
individual factors provides information about factors that can be leveraged to bridge the research
to practice gap in school based mental health programs.

For the purpose of this studywastheorized that organizational social context and
individual provider characteristiegould predictattitudes toward SEL programs. As such, OSC
domains (e.g., climate and culture) and individual provider characteristice(Rigational
attainmeneandnumbe of years teachingl)ereconsideredndependent variables, while attitudes

toward SEL mnnovations including subscales-{thportanceof SEL instructiorand2-barriers to
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SEL implementationare dependent variablas well aproximal outcomes. Figure 3 pides a
conceptual framework for the predicted relationship between school organizational context,

individual provider characteristics, and attitudes toward SEL.

Figure3. Conceptual Framework

Organizational Social Context (OSC)
Independent Variable

Psychological Climate
*  Engagement

*  Functionality SEL Attitudes
*  Stress Dependent Variable/Proximal Outcome

* Perceptions of importance/benefits of SEL
instruction
* Perceptions of barriers to implementation

Individual Provider Characteristics
Independent Variable

*  Educational attainment
*  Number of years teaching

Figure 3. Predicted relationshipetween school organizational social context, individual
provider characteristics, and attitudes toward SEL innovations.

Research Questions and Hypotheses
Research Question 1. What is the relationship between individpabvider
characteristics (e.g., edational attainment, professional status/number of years teaching) and
attitudes toward SEL interventions?
Hypotheses asxiated with research question 1
1a) Higher educational attainment will be significantly associated with more positive
attitudestoward SEL(measured by survey responses indicating manegpbrtance is
placed on SEL instruction andd2nefits and less perceived barriers to implementation).

1b) Lower professional status (i.e., number of years teaching) will be significantly
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associted with morepositive attitudes toward SEL (measured by survey responses

indicating more dimportance is placed on SEL instruction arblehefits and less

perceived barriers to implementation).

Research Question 2. What is the relationship between orgaational (school)
characteristics (e.g., climate) and attitudes toward SEL interventions?

Hypotheses associated with research question 2.

2a) More negative climates (e.g., stressful) will be significantly associated with more

negative attitudes toward SEL (measured by survey responses indicating less 1

importance is placed on SEL instruction andehefits and more perceived barriers to

implementation).

2b) More positive climates (e.g., functional, engaged) will be significantly associated

with more positive attitudes toward SEL (measured by survey responses indicating more

1-importance is placed on SEL instruction ardedefits and less peeived barriers to
implementation).

In this study, the researcher exandinariance in educatorsO attitudes towards SEL
innovations explained by specific dimensions of organizational social context and provider
characteristics in order to better underdttre role thathese variableplayedin SEL program
implementation in NC school$heexploration of attitudes toward SEL among North Carolina
educatorsvill provide education stakeholders with crucial information on how best to support
schools and teaels in SEL program adoption and implementation. Ultimately, providing
support to schools and teachers in higled schools will promote school success and-erng

thriving in students.
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CHAPTER 11

RESEARCH METHODS
|
The present studysed arexploratory résearch design in order to investigate the
relationship betweeschoolsO organizatiorsalcialcontext individual providercharacteristics
andteachers@ttitudes toward SEL programs. The first portion of the proposed stcidyed
the colection and analysis of the quantitative data from-sbrt measure&ducatorséitings
of the organizational social contexttbkir schools wereneasured with the Organiratal
Social Context (OSC) scalmdividual items included on the survey meigsl demographics
and individual provider characteristics, including professional status and level of education. |
addition,educatorsélttitudes toward SEL programgeremeasured with the Msing Piece
survey.All scaleitemswereincluded on one survep measure predictor and outcome variables
and the final survey wadistributed viaQualtrics, an online database for surveys, data collection,
and analysis. Data was analyzed ughegStatistical Program for Social Sciences (SPSS)
software.Descriptivestatistics provided information regarding general trends associated with
educatorsO perceptions of their school climate, important individual characteristics, and their
attitudes toward SEL including perceived importance and benefits of SEL as welli@asarr
implementationANOVA and regression analysegereused to examine relationships between

organizational contextual factors, individual provider factord,attitudes toward SEL programs

includingperceived importance of SEAnd barriers to implementation.

Procedures

Data were collected in the summer and fall of 2016. Detajlsrdeng recruitment,
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consentand data collection are outlined in the following sections.

Recruitment. Convenience sampling of the participants wil&zed in order to obtain a
pool of participants who were effective candidates for addressing the research quéiéons.
obtaining permission from various NC districts, ema#se sent to school administrators with
information about the researphojectand participation in the stuqgeeAppendix B. The
criteria for paricipant selection included (1) educatorsriking with studentsn a North Carolina
public, private, or charteschool, (2) having given consent before completing the sifsesy
Appendix C).Volunteer participantGrom variousNC schools were provided with a link to the
online Qualtrics surveyrarticipantavho provided consertompleted the Qualtrics survey at
their convenience and were given the option to be entered intorg tottgin SEL resources
including curriculum guides, books, and SEL kits upon completion of the survey. The lottery
offeredparticipants an added int@ve for completing the survey.

Consent$A convenience sample was usedadsinistrators and representatives from a
variety of NC districtavere informed about that project atmbse whayranted approval for
teachers anthculty memtlers to participate were given additional information for volunteer
participants to proceed withe study The recruitment emaslent to district representatives and
teacher participani{see Appendix Bilescribed the purpose of the study, responsibilities of the
participants, potential benefitd participating in the study, protection of privacgspible risks,
and entering the lottery for SEL resources upon completion of the survey.

In order to protect the rights and privacy of the participants involved in this research
project, several measuregretaken to ensure that individualereinformedabout their
involvement and responsibilities as participants. Before data colléob&place, the project

wassubmitted to the University of North Carolina at Chapel Hill Institutional Review Board for
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approval. Participants read and gdan informedconsent form thavasmadeavailable online

with thesurvey The survey was set igothat the informed consent had to be signed before

proceeding with the first item of the surv@he conseneéxplainedthe purpose of the study,

benefits and risks of participation, responsibilities of participants, information regarding

confidentiality, and the rights of the individuals to terminate participation at any time without

penalty.No identifying informationwas included on the consent forin addition, the

information participantsO discldse surveysincluding emailaddress for the lottery for SEL

resourceswaskept confidential and secure. Individual namese notincluded on surveys.

Schoolspecific dad including student demographics (e.g., title | status, race/ethnicity

percentagesyereobtained via public record (e.g., DPI school report card data published online).
Participants$The sample included 68 educators (teachers, psychologists, and school

personnelfrom 52 North Carolina public, private, and charter sch@aioss 16 counties

majority (69%) of participant schools wereurban areas of NC and 57% of schoolgerall,

were considered Title | due to high percentages of childrenlbrarmncome familiesThe

desred sample size (approximatelp0 educators) was based on a power analysis, conducted a

priori for multiple regression analyses using an anticipated effect size (f2) of .15, desired

statistical power level of .8 and .05 probigyplevel. Most participants (61.8%) were between

the ages of 30 and 50, with a majority falling in the3&80years of age range. Regarding

race/ethnicity, 81% of participants were White, with only 18% identifying as African American,

American Indian, Aaska Native, Asian or Other. Most participants reported teaching for over 5

years, with 28% of participants teaching more than 20 years. Twenty percent of participants

taught 35 years and 19% taught between 6 and 10 years. With regard to educatiomakatta

approximatelyhalf of participants reported that thegd a Masters degree while 10% reported
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earninga doctoral degreer acollege degree only. There was variation in the current subject(s)
or field(s) taught by participants, withmajority of @rticipants (24%jeportedly teaching

general education artde remaining participantadicatingother subjects. In addition, most
participants were elementary school teachers (55%), while 39% of participants were either
middle or high school teacheis.summary of demographic information is provided below in
Tables 16.

Table 1

Participants’ Age

Age Frequency Percent
21-24 4 5.9
2529 8 11.8
30-34 14 20.6
35-39 8 11.8
40-44 8 11.8
4549 12 17.6
50-54 5 7.3
55-59 6 8.8
60-64 2 2.9
65-69 1 1.5
Note.n=68

Table 2

Participants’ Years Teaching

Years Frequency Percent
Less than 1 year 6 8.8
1-2 years 2 2.9
3-5 years 14 20.6
6-10 years 13 19.1
11-15 years 5 7.4
16-20 years 9 13.2
More than 20 years 19 27.9
Note.n=68
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Table 3

Participants’ Educational Attainment

Educational Attainment Frequency Percent
College degree 7 10.3
Some graduate school 11 16.2
Masters degree 34 50.0
Doctoral degree 7 10.3
Other 9 13.2
Note. n=68

Table 4

Participants’ Race/Ethnicity

Race/Ethnicity Frequency Percent
White 55 80.9
African American 9 13.2
American Indian or Alaska Native 1 1.5
Asian 1 15
Other 2 2.9
Note. n=68

Table 5

Participants’ Grade Taught

Grade Frequency Percent
Preschool 3 4.4

K-2 16 235
3-5 22 324
6-8 9 13.2
High school 18 26.5
Note. n=68

Table 6

Participants’ Subjects Taught

Subjects Frequency Percent
General education 16 23.5
Special education 11 16.2
ESL 3 4.4
Math 6 8.8
Science 3 4.4
Social studies 1 15
Other 28 41.2
Note. n=68
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Measures

The Organizational Social Context (OSC) survey was used to measure the social context
of schooldn terms of its culture and climataélthoughthe OSChas beemised in only mental
health fields in past studies, research shows that the scale is generalizable taisattaysa
similar organizational structute those in the mental health fieldcluding schoolsAarons &
Sawitzky, 2006)In order to ensurthatOSC items werappropriate for participants in the field
of education, language on OSC items was slightly altereeflect schools as the work
environmenbr organizationltems thateferenced the ObossOOorganizationferealtered to
reflectlanguage more applicable to schools including OprincipalO and @¥etoekample, the
item OThere is only one way to do thefihe bossO way@schanged to OThere is only one
way to do the jolthe principalOs way.O The University of Tennd$aegville research team,
including the developer of the OSC survBy, Philip Greenapprovedanguageaevisions to
survey items after assessing for content validity.

Organizationalreasured at thgroup/unit level) and psychologicahéasured at the
individual level) @imate, as well a®rganizational Glture constructen the OSC were
designated as the set of Oorganizatisneibl context construdtvariables. Demographic items
includingeducational attainment and professional status were considereddivédQal
providerO variables. Missing Piece survey items measured attitudes toward SEL cpnstructs
includingteaching goals, SEL knowledge, importance of SEL, current SEL practices, and
barriersto implementation

Organizational Social Context (OSC) survey. The OSC was used in order to measure
the organizational social context of schodlse OSC is a 188em survey measure that assesses
main domains of the social context of mental health and social service organizations. According

to Aarons et al.Z012), domains form 16 firgirder factors and seven seceorder factors

52



confirmed in national samples of social and mental health service organizations. Factors are
grouped by the domains of structure, culture, psychological and organizational climlateyri
attitudes. Structure describes the centralization of power and formalization of roles within the
organization; culture describes the norms and values that drive behavior in the organization;
climate describes the psychological impact of the workrenment on the individual, and work
attitudes describe the individuals© morale as defined by job satisfaction and commitment to the
organization. These dimensions provide a comprehensive profile of an organizationOs social
context when taken together aceh be compared with national norms. Items are answered using
a 5point Likert scale ranging from Not at All (1) to A Very Great Eitté5) (Aarons et al.,
2012).

The OSC, which is based on the model gfamizational social context, istended to be
used for a variety of intervention efforts within the mental health services field. The structure,
culture, climate, and work attitudegbscalesre believed to be important because they create a
social context that facilitates or rejects innovation. @&liggh the OSC measurement systeas
designed for use in the mental health and social service organizations, research suggests that it is
relevant to settings outside the mental health field that have similar organizational structures
such as schools (Aars& Sawitzky, 2006).

Organizational culture The OSC measuresganizational Culture, which is defined as
the expectations that govern howerk is done in an organizatipan three seand-order
dimensions including Rigidity, Proficiency, anes$tstance. Mitiple studies (e.g., Glisson,
2002; Glisson et al., 2008; Glisson & James, 2002) have provided evidence of the validity and
reliability of the OSC scales and the association between organizational culture and attitudes

toward EBPs in a variety of menta¢alth and social service organizations.
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According to Aarongt al. (2012), organizationaluture can be categorized as Rigid,
Prdicient, or Resistant. A Rigid organizationallitire is characterized by expectations that
clinicians will have little flexibility in carrying out their jobs, not be given the opportunity to
provide input into key management decisions, and carefully follow bureaucratic rules and
regulations. This dinmesion is assessed with items measuring centralization (e.g., Ol have to ask
my principal or supervisor before | do almost anything®) and formalization (e.g., OThe same
steps must be followed in processing every piece of work or taskO). The alpha yefiabilit
measuring Rigidity in this sample is .81 (Aarons et al., 2012).

Aarons et al.Z012) posit that a Proficient organizationaltare is characterized by
expectations that providers will hold the wi#ing of the client in high regard, havetgpdae
knowledge, and be competent. Proficient cultures expect providers to be skilled and attentive to
the needs of the client or student. Proficiency is assessed with items measuring responsiveness
(e.g.., OTeachers of my school are expected to be resporieeneeds of each student®) and
competence (e.g., OTeachers of my school are expected to HexadatpknowledgeO). The
alpha reliability for this domairs .94. Finally, a resistantganzational alture is characterized
by expectations that prowads will show little interest in change and new ways of providing
services or show apathy toward change. Resistance is assessed with items measuring apathy
(e.g., OTeachers of my school are expected to not make wavesQ) and suppression (e.g., OTeacher:
of my school are expected to be critical®). The alpha reliability for measuring Resistance is .81
(Aarons et al., 2012).

Organizationaland psychologicatlimate Climate, which is defined as the providersO
perceptions of the psychological impact of the wemkironment on their own welieing and

functioning in the organization, is formed when providers in the same organizational unit share
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similar perceptions about the psychological impact of their environdamss &ames, 1989
Psychological climate isthe individualOs perception of the psychological impact of the work
environment on his or her own wdleingO (James & James, 198%e psychological climate of

a work environment is measured by individualsO emotional exhaustion, depersonalization, and
role conflict, but general psychological climate undesiall dimensions and represeniorkersO
overall perception of the psychological impact of the work environment, which can be either
positive or negative (James & James, 1988 OSC measures climate on three seayddr

factors including Engagement, Functionality, and Stress.

Aarons et al. (2012) assert that Climate can be categorized as Engageongyraoti
Stressful. An Engagedimate is characterized by employee petmns that they are able to
personally accomplish worthwhile tasks, remain personally involved in their work and sustain
concern about their clients. Engagement is assessed with items measuring personalization (e.g.,
Ol feel | treat some of the studenseive as impersonal objecB@verse coded) and personal
accomplishment (e.g., Ol have accomplished many worthwhile things in this jobO). The alpha
reliability for measuring Bgagement is .78. A Functiondincate is characterized by employee
perceptios that they receive the cooperation and help they need from coworkers and
administrators to do a good job, have opportunities for personal advancement and growth, and
have a clear understanding of how they fit in, and can work successfully within thezatigan
Functionality is assessed with items measuring growth and advancement (e.g., OThis school
provides numerous opportunities to advance if you work for it®), role clarity (e.g., OMy job
responsibilities are clearly defined®), and cooperation (Ehgrelds a feeling of cooperation
among my coworkersO). The alpha reliabftitymeasuring Functionaliti .90 (Aarons et al.,

2012).
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Employee perceptions that they are emotionally exhausted from their work, overloaded in
their work, and unable to gdtd necessary thingkbne characterize a Stressflihmate.
According to Aarons et al. (2012), stress is assessed with items measuring emotional exhaustion
(e.g., Ol feel like | am at the end of my ropeO), role conflict (e.g., Olnterests of the students are
often replaced by bureaucratic concerns, e.g., paperworkO), and role overload (e.g. OThe amount
of work | have to do keeps me from doing a good jobQ). The alpha reliability for measuring
Stressful Climate in this sample is .94 (#as et al., 2012). Seegre 4 for climate subscales
and Figure Sor secondorder Confirmatory Factor Analysis (CFA) fit indices for measurement

model.

Figure 4.Description ofClimate Sibscales

* Engage in worthwhile tasks
Engagement * Feel personally involved
» Show concern about clients

» Experience cooperation and support
Functionality « Have opportunities for personal growth
» Have fit in organization

» Feel overloaded
Stress * Feel there is no time for tasks

— *» Feel emotionally exhausted

Figure 4. Description of climate subscales.
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Figure5. CFA Fit Indices of OSC

/ Rigidity (.81)

Centralization (.79)

Formalization (.71)

Responsiveness (.90)
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Competence (.89)
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C&1) Suppression (.72)

s
/ Stress {.94)
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Engagement (.78}

\‘ Functionality (.90)

Work Attitudes ——  Morale (.93)

Emotional exhaustion (.91)
Role cenflict (.85)

Role overload (.83)
Personalization (.72)
Climate
Personal accomplishment (.75)
Growth and achievement (.85)
Role clarity {.86)

Cooperation (.80)

Job satisfaction (.84)

MAANALA

Organizational commitment {.92)

Figure 5. Confirmatory factor analysis (CFA) of organizational social context (OSC)
(Glisson et al., 2008).

Missing piece survey. The Missing Piece survey is a-B8m survey that assesses
educatorsO perspectives of seembtional learning, adoption of SEL programming, current
SEL practices, barriers to implementation and adoption, potential influences on attitudes toward
SEL inno\ations. For the purpose of this study, the suoasistedf 5 items, some with
multiple subitems, that measure the following construpes.ceptions ofeaching goals, SEL
knowledge, importance of SEL, current SEL practices, andeoato implementain. Most
itemsconsisted o& 5point scale ranging from Not Important at All (1) to Very Important (5),
Not Interested at All (1) to Very Interested (5), or similar scales.

According to Civic Enterprises et al. (2013), the Missing Piece survey wadlynised
for a national study on teachersO perspectives of SEL programming. Survey development was

informed by three focus groups that explored survey topics and provided educators with an
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opportunity to express their views on so@atotional learning itheir own words. Educators

from prekindergarten, elementary, middle and high school were used in the focus groups. Survey
development was also informed by 15 @meone, in depth interviews with middle and high

school students, discussions with key leadsym business, philanthropy, government and
education sectors, as well as an exhaustive literature review of the most current research on
social emotional learning. The survey was used to assess a nationally representative sample
consisting 6605 preshool through twelftklgrade teachers. The sample was comprised of

teachers frondiverse school settingSlight weights were applied to ensure that the sample
matched teacher and school characteristics of public school teachers (Civic Enterprises et al.,
2013).

Attitudes toward SEL were measured by responses on the Missing Piece survey items.
Positive attitudes toward SEL were evidenced by responses that endorsed: emphasis should be
placed on SElinstruction(e.g., OA great deal of emphasis should be glaceleveloping
studentsO sociamotional skillsO), knowledge of SEL (e.g., OStudents from all types of
backgrounds would benefit from SEL skill sin schoolsQ), value for fostering SEL competencies
(e.g., Olt is very important for schools to promote tieldpment of social and emotional
skills®), and feasibility for SEL program implementation (e.g., OSocial and emotional skills are
teachable in a school setting®). The online Qualtrics survey included items from both the OSC
and Missing Piecscalesand tmk approximately 20 minutes to complete in total. A more
detailed description of each instrument is provided below and copies of tieniests can be
found in Appendix A.

Individual provider characteristics and demographic items. In order to measure

individual provider characteristics and participant demographics, individual items were added to
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the survey. Items measured participant age, race/ethnicity, grades taught, subject/fields taught,
educational attainment, and number ofrggaachingSchool demographics that were used to
create units (consisting of participants working in schools with sipdpulationdemographics

and settingswere found online via the NC school websites that included school report cards.

Data Analysis

Dataincluding demographic information, individupfovidercharacteristics, and
responses from the OSC and Missing Piece surveysuenenarized and analyzég the
investigatorusing SPS3n the first stage of analysidescriptive statistics of tteurvey data
were calculatedAnalyseswveredone for both individual padipant scores as well as unit or
organizationakcores, which comprised of 3 or more participants from schools with similar
studentdemographics including populatioizs, Title | stéus,and school setting.he University
of Tennesse&noxville research team, including the developer of the OSC subrephillip
Green,conducted initial analyses of @Slata, including-scores for Psychologicali@ate
(computed athe individual level), withirgroup correlations for units, angtores for
Organizational Culture and Organizational Climfatethe associated ssbaleqProficiency,
Rigidity, Resistance, Engagement, Functionality, Stregsgh werecalculated at thanit level
These OSC construatseasured at the individual and unit (or group) levels wWesignated as
the set of Oorganizational constructO variables.

Next, SELitems were grouped according to construct measured for data arbdysis.
itemsfrom theMissing Piece survewere grouped tagther to measure SEL importaftmenefits
and6 itemswere grouped taneasurgerceived chainges to SEL implementatiofhese
grouped SEL items (measuring SEL importance and perceived challenges to SEL

implementationwere used to measuitee outcome variable Oattitudes toward SEbrGhese
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subscalesa mean score wasalculated to summariZeEL dtitudes.Descriptive statistigonly,

were used for remaining items measuring additional Skistructsncluding percepbns of

student receptivity to SEL instruction, the need for SEL instruction in schools, measurement of
SEL skill acquisition, teachersO accountability for SEL skill acquisition, need for SEL instruction
for students with SEL difficulties, and current agabf SEL instruction in schod\n

examination of4scores for individual and organizational OSC scales (organizational Culture and
Climate, psychological Climate) and mean scores for Missing Piece subscales provided
important information regarding geneperceptions of OSC and attitudes toward SEL based on
ratings from educators.

In order to measureganizational Culture and Climate at the ueitdl, participants were
grouped accordintgp schoolcharacteristicencluding Title 1 statugpopulationsize,free/reduced
lunch percentage, school type (e.g., elementary, middle), lsigh shool setting (&., urban,
rural, suburban)Scores were aggregated in order to ymalhnorganizational or unit$cores.

Mean tscoresvere calculatedor Organizational Culture (e.dRigidity, Proficiency,
Resistanceand Organizational Climate (e.g., Stress, Engagement, FunctiQratitye 13 units
(consisting of mean scorexeatedAn index of withirgroup consistency of responseas
computed ér each construct measured at the organizational or group |é&ecleviel of
agreement oparticipantresponses to ea€ultureandClimatescalewasassessed for each
school using the yg coefficient. OE scoresereaggregated by schodemographics and the
wg Were calculatedsing a7 cutoffr score.

After all descriptive statistics were calculatadditional analyses were conducted in
order to examine individual OSC scores along with individual provider characteristics and SEL

scores further. A correlatiamatrix was created in ordey examine theelationships among
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variables and possible significaagsociationsRegressiormnalyses were conducted to examine
the relationship between the predictor (OSC, individual, providenackeristics) and outcome
(attitudes toward SEL) variables in more depth. Taaxlelsincorporating 1) individual
provider characteristics and demographics and 2) individual provider characteristics,
demographics, and OSC individual scdbess the predior variablesvere used to understand
the distinct relationship between provider characteristics, OSC, and SEL attitudes. The outcome
variable SEL attitudes, included two SEL subscales that measured educatorsO perceptions of 1)
importance/benefit of SEinstruction and 2) barriers to implementation.

Regression analyses warenductedo determindhe associatiobetweernindependent
variables including organizational pretbrs, individualproviderlevel predictors (e.g.,
educational attainment, professional statasyl the dependent varialfkeg., attitudes toward
SEL). Analysesassesseboth research questions (e.g., OWhat is the relationship between
organizationasocialcontext[e.g.,Climatd of schoolsandeducatorséttitudes toward SEL
interventions?,0 OWhat is the relationship betweeridndiprovider characteristice.p.,
educational attainment, professional status/number of years teaghthgttitudes toward SEL
interventions?Olndividuaklevel demographicovariates (i.e ethnicity) wereincluded to
control for any differences in these variables when assessing the unique effects of other variables
in the modelThe analysis also detemed the percentage of variation in the outcome variable

that could be explained by predictor variables.
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CHAPTER IV

RESULTS

Results provided information about ttedationshipamong variables, the predictive value
of OSC and provider characteristics, as well as the strength of the relationship among variables.
First, data from selfeport measures completed fgrticipantsvas collected and analyzed.
EducatosO perceptions tifeir schoobrganizational social context (Climjsere measured
using the OS@vhile individual providercharacteristics including educational attainneand
number of years teaching were measured using individual demographic items added to the
surveysThe outcomevariable,Gattitudes toward SEQwhich consisted of subscalsincluding
educatorsO perceptionslptheimportance of SEL instruction andl 2arriers to SEL
implementation and skill developmentas measured usirggoupedtems from theMissing
Piece surveyin order to measur®@SC atthe organizational level, educators were grouped
according tdheir school characteristics. Groupings yielded organizational scores for both
Culture and Climate scalddsing onlyindividual OSC scores anddividual provider
characteristics as predictor variablegjression analysegere conducted texaminethe
relationship among variables.

All analyses were conductadingSPSYVersion 22.0)Although 8 participants
completed the survey8,participants had missing scores on one or MI8€ and Missing Piece
variables and, therefore, were omitted from the analysis. After completing the listwise deletion,
the total sample size used fiescriptive statistics was N=68, while the sample sizcARKROVA

and regression analysessN=59.
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Descriptive Analyses

Organizational social context. Individual Qimatet-scores for each subscale including
Engagement, Functionality, and Stresse calculated in order to provide insighto educatorsO
perceptions of their schoolsidnate Although themean Engagemestore was 51.88
individual scores ranged drastically, with a minimum score of 19.08 arakamam score of
64.97. Thaange in scores sheparticipantsO perceptions of thaility to accomplish
worthwhile tasksand remain concerned about their students vafadhe other hand, the
variability of scores for Functionality and Stress was less pronoubednean scor®r items
measuring role clarify, cooperatipand growtfadvancement was 53.&vith a minimum score
of 35.29 and a mximum score of 70.5%®verall, the mean Functionality score for individual
participants was approximatelysfandard deviatiorSD) above the mean, witlmany
participants reporting rolelarity and opportunities for growttlthough the mean score for
Stress was higher than other subscatecating highly stressful work environmentise range
of scores was similar to the Functionality subscale. Té@mascore for &ess was 518} with
scaes rangingrom 32.51to 76.7Q The high mean score shows that many educators reported
that they are emotionally exhausted from their work, overloaded, and feel like they are unable to
get necessary tasks done.

Within-group consistency for organizational culture and climate. Organizational
level OSC scores for Culture and Climate were calculated for OwtiisfOncluded averaged
scores fogroups of participantgroupedaccording to school demographics, including
population size, school setting, and Title | status. An index of wgtonp consistency of
responses,f, was computed for each construct measured at the organizational or group level.
The 1ygis repored fa each construct in Table The 1,4 Vvalues for each construct for all units

ranged between .5128 and .9892, with an average of .9155. Overall, values showgnettpin
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consistency and provide justification for aggregating individesat| responses to maare
organizationalevel constructs (organizational culture and climadelpite teacher participants

working in different organizations am this caseschools.

Table 7

Within-Group Consistency for OSC Culture and Climate Subscales

Unit Proficiency Rigidity Resistance Engagemen Functionality Stress Morale

1 .9645 .8983 .8494 .8666 9677 .9130 .9088
2 .9801 9722 .9565 .9670 .9292 .9366 .9307
3 9734 .9526 .9058 .9664 .9562 .9083 .9674
4 .9825 .9558 9251 .9016 .9348 .5128*  .9689
5 .9283 9172 9479 .9622 .9539 .9607 .9155
6 .9833 .9651 .9294 .7891* .9466 .9508 .9280
7 9611 .9168 .9319 .9536 .9645 .9302 .9841
8 .9766 .9637 .9630 9914 .9662 9792 .9867
9 .9332 .9445 .9289 .9079 .8781 .9268 .8513
10 .9449 .9324 .8673 9194 .9228 .8921 .9541
11 .9801 .8235 .8176 .9506 .9801 -.9524* .9424
12 9757 .9646 .9432 .9639 .9819 .9738 .9766
13 .9813 .9882 9411 .9296 .9662 .9842 .9892

Note. ryg<.8*

Similar to psychological @hate scores, organizationalif@ate subscales yielded scores
for Engagerent, Functionality, and Stresdeanscores fothesesubscales were 53.27, 57.65,
and 52.64 respectivelf¥he unit consisting of high school educatmaking in schoolsvithout
Title 1 funds and a low percentage of students with free/reducedrepatied the highest level
of Engagementwith a sore of 70.03. On the other hardgh school educators from schools
with similar student demographics (e.g., low percentage of free and reduced lunch) reported the
lowest scoe for the Engagement subscdteterms of the Functionality subscale, unit scéeés
between 48.17 and 79.00he range of scores for Stress was 31.71 to 73.89 with a higher score
indicating a more stressful environmeiean tscores for organizational Culture scores

including Prdiciency, Rigidity, and Resistance were 45.72, 43.84 and 53.75. There was a large
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range of scores among units for Proficiency, wisicares falling between 25.11 and 62.88.
Overall, there were no significant trends in growggadres according tanit sclool
characteristics. Ultimately, unit scores were not included in the final regression model.
Attitudes toward social-emotional learning instruction. Scoredrom theMissing Piece
survey show thadducatordhradoverwhelmingly positive attitudasward SEL instructionMost
participants reported thatgreat deal of emphasis should be placed oeldewng studentsO SEL
skills (97%of educatory students from all backgrounds would benefit from learning SEL skills
in schools (91%), schools play emportant role in SEL development (90%), and teaching SEL
skills improves relationships between teachers and students (8@%)educators also indicated
that students from all backgrounds would benefit from learning SEL skills (91%), schools have
an important role to play in SEL instruction (90%nd teaching SEKKills in school will
improve relationships between teachers and students (%eYall, theravas little variation
among educatorsO attitudes toward SEL instructio
However,educatorsferception®f SEL barriers to implementation addition tocurrent
SEL program implementation status in educatorsO scifmni®d some variatio®verall,
educators felt differently aboatvariety ofbarriers to SEL implementation. Variation in
respones was notable, ranging from Oa very big challengeO to Onot a challengdestall.O
educators indicated that lack of reinforcement of skills at home, teachers not having enough time
to take on something new, teachersO lack of training and knowledge tof teach SEL skills
lack of consensus among teachers that SEL should be taught in schools, and SEL not being a
priority for the school district or administrators were at least somewhat of a challenge for their
schoolsTable 8 provides percentages fdueator responses to the following SEL

implementation barrierseachers lack of reinforcement in the home (Iltem 1),teachers not
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having enough time to take on something new (1tem 2),lack of training and knowledge of how to
teach social and emotional skills (tem 3), not a priority for your school district (Item &k of
consensus among teachers that SEL skills can be taught in school (Item 5),not a priority for

school administration (Item 6).

Table 8

Educator Responses for Barrier Items 1-6 in Percentages

Item A Very Big A Fairly Big Somewhat of Not much of Nota
Challenge Challenge a challenge achallenge challenge at

all

1 294 294 33.8 5.9 15

2 324 50.0 16.2 15 0.0

3 294 44.1 22.1 4.4 0.0

4 10.3 23.5 44.1 17.6 4.4

5 11.8 41.2 294 10.3 7.4

6 5.9 20.6 294 30.9 13.2

Note.n=68

The remainingndividual SEL itemsmeasuredtudentsO receptivity to SEL instruction,
SELOs place in school versus the home, accurate measurement of SEL skill acquisition, teachersO
accountability for studentsO SEL skill acquisition, the need for SEL instruction for all students,
andcurrent SEL pretices Regarding current SEL practices, medticators indicated that SEL
was part of some teachersO curricula but not others in their school (55%), while 25% of educators
noted that SEL was ntdughtin their school at allOnly 19% of participanteeportecthat SEL
is taught on a programmatschootwide basis Most educators indicated that students in their
school would OprobablyO or OdefinitelyO be receptive to SEL instruction. There was some
variation in educatorsO responses tdalt@ving items: SEL should be taught at school, not at
home (Item 1) students acquisition of SEL skills can be accurately measured and assessed (Iltem
2), teachers should be held accountable for students’ development of SEL skills (1tem 3) and

SEL skills should only be taught to students with SEL problems (Item 4), with responses ranging
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from Odefinitely not truet® Qiefinitely true.GPercentages of participant responses for these

specific tems are summarized in Table 9

Table 9

Educator Responses for SEL Importance Items 1-4 in Percentages

Item Definitely True  Probably True  Probably Not Definitely Not
True True

1 5.9 235 324 38.2

2 16.2 54.4 26.5 2.9

3 13.2 38.2 36.8 11.8

4 4.4 0.0 235 72.1

Note.n=68

Correlational Analysis

The relationships among the measured variables in the study were examined. The derived
correlation matrix of variables is presented in TdlfleAn examinatiorof thematrixindicates a
significantrelationship was found betwedemographiwariables includinghumber ofyears
teaching and age, years teachamgimeasures dEngagement, igagement and perceptions of
barriersto SEL program implementationufctionality and perceptions 8EL barriers,
Engagement and perceptions of SEL indiarg as well as $ess and perceptions of SEL
barriers.Significant relationshipwere alsdound between all OS6ulscales

The positive relationshifpundbetween number of years teachargl Ehgagement
indicates thaasthe numbe of years teachingncreases, Bgagement scores also increase (or
educatorsO engagemiertheir school environment and purpdsereases). Ténegative
association betweemBagement and &Enstruction suggests that aagagement scores
increaseaeachers rating of SEL impance decrease®n the other handcores show that as
educatorsOngagemenincreass, educators are not as likely to vidarriers to implementation

and skilldevelopment as challenges (indicated by reverse scofing)negative ssociation
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between Enctionality andStressdemonstrates that agess increases, educatorsO perceptions of
their functionality in each organization or school decreadss.of note, as Enctionality

increases perceptions of barsacores decrease, indicating educa@ot as likely to view
barriers to implementation and skill development as challefitesnegative association

between 8ess and barriets implementatiorindicatesthat as 8essscores increaseducatorsO
perception®f barriersscores decrease ior other wordseducatorsO are less likely to view

barriers as challenges to implementation.

Table10

Correlation Matrix

Age Minority Years Educ. OSC OSC OSC SEL SEL
Teach Level Engage Func.  Stress Instruct Barrier

Age 1.00 -.128 739  .144 .189 136 -.225 -.045 124
298 .000* .277 152 .306 .086 .716 314

Minority 1.00 011 .057 -.047 -.114 .078 .034 179

927 .666 122 .389 558 .785 144
Years 1.00 .168 .284 191 -.168 -.186 .168
Teaching .205 .030* 147 205  .128 170
Education 1.00 219 176 -.002 -.130 .180
Level 116 207 986 .326 173
0OSC 1.00 .635 -.602 -.425 .295
Engage .000* .000* .001* .023*
0OSC 1.00 -482 -.144 .305
Func. .000* .278 .019*
0OSC 1.00 .013 -.372
Stress .924 .004*
SEL 1.00 -.138
Instruction .261
SEL 1.00
Barriers
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Note *p<.05

Regression Analyses

Regressiormnalyses were conducted to investigate the role of individual provider
characteristic and organizational social context in predicting attitudes toward SEL instruction.
Individual OSC scores were usedanalysesas group OSC scores aggregated by school
characteristics did not add any additional value to the analygsmodels weraisedin the
analyses in mler to examine the distinct relationships between @8@bles and SEL attitudes
as well as individual provider characteristics and SEL attitudes. In the first model, individual
provider characteristicencluding educational level and number of years teachege included
as predictor variablegs answethe first research questiowhile the second model incorporated
OSC variables (Engagement, Functionality, Stress) in addition tadodivprovider
characteristics to answer the second research question. In addition, two SEL subscales including
1) eductorsO perceptions of SEL importance/benefits and@atorsO perceptions of barriers to
SEL implementationvere used to measure the outcome variable, Oattitudes toward B&EL.O
demographic variables of race/ethniatyd grade level taught (elementaniddle, high)were
considered possible confounding variables and analyses were ruhegéaariables to
determine their significance.

SEL importance. Regression analysegre conducteth order to measure the
relationship between provider chareristics, OSC subscales, and the first outcome variable,
attitudes regarding SEL importand@edictors forthe firstregressiormodel included
demographicsréce/ethnicity)grade taughtelementary, middle, highas well agprovider
charactestics (educational attainmemiimberof years teaching), while predictors for the

second regression model included OSC subscales, Stress, Functionality, and Engagement.
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ANOVA resultsfor Model 1andOSEL importanceé@icated significant effects(4,51)=3.328,
p<.05, R=.154 (pvalue=.018) Theseresultssuggestethat demographi&andbr individual
providercharacteristics predietieducatorsO attitudesyarding the importance 8EL
instruction.Similarly, results for Model 2 and OSEL importansle@ved significant effects
F(7,51)=4.733, p<.05,R.339 (pvalue=.001), indicating that OSC subscales predicted attitudes
toward SEL importancdresultsfrom the analysemdicatedthat aproximately 186 of the
variancen the outcome variabMasexplained byndividual provider characteristi@d34%

of the variance in the outcome variable was explaineQ®¢ subscaleSee Table 11 fahe

regression for SEL importance ANOVA.

Table 11

Regression for SEL Importance ANOVA
Model Sum of Df Mean F P-Value

Squares Square

Model 1  Regression .542 4 136 3.328 018
Residual 1.915 47 .041
Total 2.457 51

Model 2  Regression 1.055 7 151 4.733 .001*
Residual 1.402 44 .032
Total 2.457 51

Note. *p<.05

In order to examine theredictive value of individual provider characteristigth
educatorsO attitudes toward thpartance of SEL instruction, regression analysis for Model 1
was conductedResultsshowedthat thecoefficient Oteaching elementary sch@sVasa
significant predictor of educatorsO perceptions of the impom&SEL instruction (p
value=.002. Resultdndicatedthateducatorgeaching elementargged students, compared to
those teaching middle or high school students, skd@adecrease in thmutcome by .419 units

(I=-.419). Therefore, elementary school educatorsO SEL soggestethat a greater deal of
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emphasis should be placed on SEL instruction in schools (Great Deal of Emphasis = 1; No
Emphasis=5).

The second research question, whicheal to examine the relationship between
educatorsO perceptions of OSC and attitudes toward SEL importance, was examined in Model 2.
Results from regression analyses indicated that the coefficient, OSC Engagement, was a
significant predictor of educatorpérceptions of the importance of SEL instruction (p
value=.000). For each unit increase in the Engagement score, there was a unit decrease of .705 in
educatorsO SEL attitudes score. This suggested that educators who felt more accomplished in
their roles wihin the school rated SEL instruction as more important. In addition, the Teach
Elementary coefficient was significant, with av@lue of .014. Results show that educators
teaching elementasgtiged students, compared to those teaching middle or high sthdenhts,
show a decrease in the outcome by .313 units.@%£3). Elementary school educatorsO SEL
scores indicated that a greater deal of emphasis should be placed on SEL instruction in schools
(Great Deal of Emphasis = 1; No Emphasis=5). A summaryeafeiyressiomnalysegor OSEL

importanceO is provided in Tables12

Table 12
Model 1 Regression for SEL Importance

B SEB ! (t) P-Value
Minority .004 .074 .006 .049 961
Teach Elementary -.186 .057 -.419 -3.244 .002*
Education Level -.039 .035 -.144 -1.101 277
Years Teaching -.013 .015 -.114 -.870 .389

Note. *p<.05
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Table B

Model 2 Regression for SEL Importance

B SEB ! (t) P-Value

Minority .006 .067 011 .092 927
Teach Elementary -.139 .054 -.313 -2.563 .014*
Education Level -.005 .033 -.019 -.155 .878
Years Teaching -.002 .014 -.021 -177 .860
OSC Engagement -.013 .004 -.705 -3.777 .000*
OSC Functionality .004 .004 150 .920 .363
OSC Stress -.006 .003 -.295 -1.849 071
Note. *p<.05

Barriers to SEL program implementation. ANOVA results for Model 2 and Obarriers

to implementationO indicated a significant effect F(7,51)=3.062, p<-832R (pvalue=.010).

Resultssuggested that approximately 33% of the variance in the outcome variable Obarriers to

SEL implementationO coub# explained by OSC subscales. In addit®8C Stress was found

to be a significant predictor of educatorsO perceptions of barriers to implementation. For each

unit increase in Stress, there was a unit decrease in unit scores by .416 on perceptigassof ba

(1=A Very Big Challenge; 5=Not a Challenge at All). In other words, educators who felt that

their schools were hightress environments were more likely to perceive barriers as a challenge

to SEL program implementatioNotably, ANOVA results for Mdel 1 and the outcome

variable, OSEL barriers,O did not indicate significant efRetgession analysis summaries are

shown inTables 1415.
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Table 4

Regression for SEL Barriers ANOVA

Model Sum of Df Mean F P-Value
Squares Square

Model 1 Regression 2.223 4 556 1.718 162

Residual 15.200 47 323

Total 17.423 51
Model 2 Regression 5.707 7 .815 3.062 .010*

Residual 11.716 44 .266

Total 17.423 51
Note. *p<.05
Table 15
Model 2 Regression for SEL Barriers

B SEB ! (t) P-Value

Minority 229 193 150 1.186 242
Teach Elementary 248 156 210 1.584 120
Education Level 185 .095 .258 1.954 .057
Years Teaching .034 .040 111 .851 .399
OSC Engagement -.012 .010 -.247 -1.218 230
OSCFunctionality 021 .012 .296 1.673 .102
OSC Stress -.023 .010 -.416 -2.404 .021*

Note. *p<.05
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CHAPTER V

DISCUSSION

Despite empirical evidence suggesting SEL is critical for reducing risk behaviors and
promoting mental health, prosocial behaviors, and academic achiev&femirograms have
not been routinely adopted in school settings. Research shows that educatorsO attitudes can either
facilitate or impede consideration and adoption of EBPs like SEL prodrsansns et al., 2012)

Both organizational and individual proeidlevel characteristics have been found to be
associated with attitudes toward EBPs in mental health settings. Howevehabdreelittle
research on the impact of these variables on attitudes toward specific-heattialEBPs such as
SEL programs imelated settings such as schools.

The purpose of this study was to explore the relationship between the organizational
social context of schools, individual provider characteristics, and educatorsO attitudes toward
SEL More specifically, the studgxamined the association between educatorsO perceptions of
their school climate (e.g., Engagement, Stressctionality), individual provider characteristics
including number of years teaching and educational attainment, and SEL attitudes including
percepions of the importance of SEL instruction and barriers to SEL program implementation.

Descriptive statistics were conducted to obtain general information regarding teachersO
perceptions of their school climates, their individual characteristics, aasvileir attitudes
regarding the importance of SEL instruction and barriers to program implemeriatimatorsO
perceptions of their school organizational social context (Climate) were measured using the OSC

while individual provider characteristiagscluding educational attainment and number of years
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teachingwere measured using individual demographic items added to the surveys. The outcome
variable, Oattitudes toward SEL,O which consisted of 2 subscales including educatorsO
perceptions of 1) the impance of SEL instruction and 2) barriers to SEL implementation and
skill development, was measured using grouped items from the Missing Piece survey. Using
individual OSC scores and individual provider characteristics as predictor variables, regression
aralyses were conducted to understand the relationship among variables.

Scores fron the Missing Piece survey indicatibét educators have overwhelmingly
positive attitudes toward SEL instruction. Most participants reported that a great deal of
emphasisisould be placed on developing studentsO SEL skills (97% of educators), students from
all backgrounds would benefit from learning SEL skills in schools (91%), schools play an
important role in SEL development (90%), and teaching SEL skills improves rslapen
between teachsand students (80%owever, educatorsO perceptionSBE barriers to
implementatiorshowed some variation. Overall, educators felt differently about a variety of
barriers to SEL implementation. Most educators indicated that laginddércement of skills at
home, teachers not having enough time to take on something new, teachersO lack of training and
knowledge of how to teach SEL skills, lack of consensus among teachers that SEL should be
taught in schools, and SEL not being a ptydfor the school district or administrators were at
least somewhat of a challenge for their schools.

Findings oreducatorsétitudes toward SEL from this studiere consistent witlivic
Enterprises et al.Os (201&3earchin which nearly all teachers (95%) endorsed SEL for all
students across grade levels, school types, backgrounds, and SE$imwvelger,Missing Piece
study results showed thiass than half of the teachers surveyed said SEL skills are being taught

on aschoolwide programmatic bagiSivic Enterprises et al., 2013&ighty-one percent of
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teachers surveyed in the national study reported thattimdack ofskill reinforcement at home
werechallengesn implementing SEL programs at their school.addtion, 73% of participants
viewed lack of training and knowledge on how to teach SEL as at least somewhat of a challenge.
Overall, results from the current study and pasearcldemonstrate that although educators
understand the importance of SEL instract many feel that challenges including time and lack

of training prevent schoolwigd@rogrammatic implementation.

Similarly, ratings oforganizational climaten the current studghowed that despite
feelings of accomplishment, many educators expereéehicgh stress in the fieldiltimately
impacting their attitudes about SEL and barriers to implementafithough the mean
Engagement score on the OSC was 51.88, individual scores ranged drastically, with a minimum
score of 19.08 and a maximum score 40G. The range in scores shows participantsO
perceptions of their ability to accomplish worthwhile tasks and remain concerned about their
students variedlhe mean-scorefor Stress @score=72.08), on the other handysshigher than
other subscales, irghtingeducators perceived their work environments to be highly stressful,
overall.

Notably, regressiomnalyseslemonstratethat aspects of the school climate impalct
educatorsO attitudes toward SEL instruction and challenges to SEL program impleméntation.
order to address tHist research question, which aimed to investigate the relationship between
individual provider characteristics aattitudes toward SEL nalyses were conducted using
educatorsO educational attainment and number of years teaching to measure the independent
variable and their SEL scores to measure the outcome vaRabtctors for this regression
model included demographics (race/ethnicigrade taught (elementary, middle, high), as well

as provider characteristics (educational attainment, number of years teaching). ANOVA results
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for Model 1 and the outcome variable Oattitudes toward the importance of SEL instruction,O
indicated significaneffects F(7,51)=3.328, p<.05%R154 (pvalue=.018)suggestinghat
demographics and/or individual provider characteristics petiztucatorsO attitudes regarding
the importance of SEL instructioResultandicatedthat educators teaching elementaged
students, compared to those teaching middle or high school stislev®da decrease in the
outcomevariableby .419 units (!1=.419).In other words, lementary schodkachersvere more
likely to indicatethat SEL instruction should be emphasiredchools

The second research question, which aimed to examine the relationship between
educatorsO perceptions of OSC and attitudes toward SEL, was examined in Model 2. This model,
which compared OSC subscales (Engagement, Functionality, StressElwiditiudes,
indicated significant effects fdperceptions of SEL importan®O&(7,51)=4.733, p<.05,R.339
(p-value=.001) as well &arriers to SEL implementati@i(7,51)=3.062, p<.05,R.328 (p
value=.010). The analysis suggested that approxiynd4€b of the variance in the outcome
variable, perceptions of the Oimportance of SEL instruction,O and 33% of the variance in the
outcome variable, Obarriers to SEL implementation,O was explained by OSC subscales or
provider characteristics.

More specificlly, educatorsO perceived stress in their work environment was a predictor
of their perception of SEL barriers to implementatibar each unit increase in Stress, there was
a decrease in unit scores by .416 on perceptions of barriers (1=A Very Big Gaaeiot a
Challenge at All). In other words, educators who felt that their schools wersthigis
environments were more likely to perceive barriers as a challenge to SEL program
implementation. Similarly, OSC Engagement, was a significant prediceatuafitorsO

perceptions of the importance of SEL instructiotv§ue=.000). For each unit increase in the
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Engagement score, there was a unit decrease of .705 in educatorsO SEL attitudes score. This
indicates that educators who felt more accomplisheckin tbles within the school rated SEL
instruction as more importarBoth findings were consistent with hypotheses @dehonstrated
an association between aspects of OSC and SEL attitudes.

Overall, the findingdrom the current studseinforcel prior researcluggestinghat
aspects obrganizationatlimateareassociated witeducatorséititudes toward EBP#n
Aarons et al.Os (2012) stutbsultsindicated that organizational Culture andifGate were
associated with clinicianOs attitudmsard adoption EBPs. In particular, clinicians working in
organizations characterized by lesgssful and more engaged clinsteported more positive
attitudes toward the use of EBEsmilarly in Aarons and SawitzkyOs (2012) study, Culture and
Climate were associated with attitudes toward EBP adoption, with more positive climate
associated with more positive attitudes.

Findings from the current study and past research suggest ti@S@within
workplaces can have a significant impact on provider attitudes, whiofately, impacts
acceptance and implementation of meaningful innovatiorfiec@i#zeO climatesmaximize the
likelihood thatinnovations will be accepted amdplemeneéd (Hemmelgarn et al., 2006). As
such, it is hoped that current findings will provide important information about factors that can

be leveraged to bridge the research to practice gap in SEL program implementation in schools.

Limitations and Future Directions

Although the studydds to the research base demonstrating that organizational social
context is associated with clinician attitudes toward the adoption and use qfte@Bse of
convenience sampling, the scope of inquiry, and research design lingenr@lizations that

can be made to other contextarst, the sample gathered may not be representative of educators
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in North Carolina and perhaps more notably, across the coititnpugh the desired sample
included ademographicallygiverse group ofdaches form NC schools in order to be
representative of the educator populatibe, variation in sampldemographicsvas limited,
with most participantgentifying asCaucasian femalasith Masters degrees worlg in public
elementary schools in rurat suburban areaBue to limited variation in participant
demographics, provider characteristics, and subsequenppenseof OSC and SEL attitudes,
findings likelydo notrepresent the entire educator population and, therefor, cannot be
generalizd acress populations and settings.

Although the study was considered explorattingmethod for data collection may have
impacted the validity of the resultstilizing quantitative measures alone presents ehgks in
adequately describingpnstrucs as complex as social context or attitudes (e.g. Aarons et al,
2012). In addition, withhe use okelf-report measures comes an additional risk of response bias.
In this case, participants may have rated thehoolclimates and attitudes toward SEL
postively in order to be viewed favorably. Due to the complexity of provider attitudes, the
construct is difficult to measure and a reliance onrggbrt measures, only, is not ideal. In the
future, itwill be useful to study attitudes both quantitativelg gualitatively.

It should be noted that the Missing Piece survey is not a validated swhiela can be
considered a limitation to the studydthough this survey waisitially used as part of an
extensive qualitative study, it has not been used to quantitatively assess attitudes toward SEL.
Notably, the EBPAS is a validated measure used to assess mental health provider attitudes
toward EBPsThe EBPAS was considerddr the curent research studjapwever the items did
not adequately measure the outcome varitdsléhe intendedAs such, avalidated measure such

as the EBPAS should be considered and potentially, adapted, to examine attitudes toward
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specific EBPs ifuture studes.

In addition, @stresearch (e.g., Aarons et al., 2012) recoghiaat determinants of
educatomttitudes and behavioese multifaceted and althoug@fSCand provider characteristics
were examineth the current studythere are a variety of othdeterminants that ct attitudes
toward SEL Aarons et al., 2012 noted that otlpeedictors of provider attitudesay include
social norms, seléfficacy, locus of control, expectancies, habits and behavioral constraints as
well as the fit of an innovain with the needs of the school and studehdslitional researchs
needed in order tonderstand educators@nplexattitudesmore extensively.

Despite limitations to the studfmdings support the notion that attitudes are affected by
the organizational context in which educatorsO work. As such, it is important to consider the
ways in which changes to the school climate can impact educatorsO understanding of the
importance of SE instruction as well as perception that they have the capacity to implement
programs in meaningful wayi particular findings suggest thdbstering environments in
which educators feel more supported and less stressed can have a significant irfgact on
attitudes However, changing organizational climatestgpporteducators@cceptance and
implementation o65EL programsequires strategic plannirmy schools and support by
administration and the school community

Based on Civic Enterprises et (1012) studyin addition toparticipantsO perceptions of
barriers to program implementation in the current sttitbre are a variety of ways schools can
accelerate the use of SEL programs in classrooms and schools. Firstly, adopting schoolwide SEL
progranming would create a sense of consistency and consensus among educators and suggest
SEL as a common gouwlithin the school communityLack of consensus among teachers and

SEL not being prioritized within the school district were considered barriers tonraptation
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in the current studyl'herefore, achoolwideSEL initiative wouldprovide the school with a
more systematic approach to implementing SEL programs, ultimately increastngfbuy
teachers.

Findingsfrom the current studguggest tht teachersi@ck of training and knowledge of
how to teach SEL skills is a challenge to implementatimproving and increasing professional
development for SEL would allow teacherddel more effective and thusxperience more
personal investment ihe programOs succe8s/{c Enterprises et al., 2012\henproviders
feel thata program is effectivehey are more likely twiew the program as importamt more
positive view ofprogrameffectiveness willin turn,reducefeelings of stresandincrease a sense
of accomplishment. Therefore, creating a more supportive environment in which educatorsO feel
successfulill impact ther openness to program adoption and implementation.

Although educators are expected to implenstdencebased SElprograms with
fidelity, they are faced with thehallengingtask of balancinghe need for SEL program
implementatiorwith high-stakesacademidesting demands$n orderto aid educators in
negotiating these demands, utilizing SEL consultants and coaches in program implementation
and evaluation is cruciaCivic Enterprises et al.Os (2013) study highlighted critical ways in
which CASELOs Collaborating Districts InitiativeD}engages school districts to Oplan,
implement, and monitor systematic changesO by implementing SEL EBPs (p. 46). CASEL
consultants work with administrators to support school teams to plan and implement SEL
programs. In this way, the burden of systemiaticlementation of an SEL innovation is
removed from educator€onsultantxollaborate with administrators in orderintegrate SEL
with existing initiatives, establish a plan for communicating with stakeholders, and monitor SEL

implementationMoreover,consultants should continue dollaboratewith administratorsand
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educators throughout implementation, while coaching and providing support when needed. This
process willsupporteducatorsn balancing the many demands placed on them to support
students@cademic and sociaimotional needs.

Due to the proven positive effects of SEL instrucimm extant researglthe
implementation of SEL prograna a schoolwidgprogrammatidasis can be considerad
critical change effort that can drastically impraxgcomes for studen{€ivic Enterprises et al.,
2013) Basedon findings from the current study and prior research, educators need to feel
supported, effective, and engaged in their school in order to be open to SEL program
implementation and understand the importanceb@mefitof SEL instruction on their studemt
Aarons et al. (2012) suggest that by improving the organizaswmeé! context of schools, we
not only improve the work environment for providers, but we silgiport the implementation of
effective programs and ultimategffectthe success of studsnHelpingteachers to feel more

supported will, in turn, have a direct and lasting effect on children.
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AppendixA

Survey

Please read the following information and indicate if you voluntarily agree to participate in the
research study.

Title of Study: Exploring the Relationship Between Organizational Social Context of Schools,
Individual Provider Characteristics, and Teacher Attitudes Toward Social Emotional Learning
Principal Investigator: Marisa Enrico, M.S.T

Contact Information: enrico@live.unc.edu, 732797202

Faculty Advisor: Steven Knotek, Ph.D.

Contact Information: sknotek@email.unc.edu, 9B23-2049

What are some general things you should know about research studies?

You are being asked to take part in a resesitathy. Joining the study is voluntary. You may
refuse to join, or you may withdraw your consent to be in the study at any time without penalty.
Research studies are designed to obtain new knowledge. Although you may not receive any
direct benefit from beig in the research study, this new information gained from the study may
help people within your field in the future. You may ask the principal investigator or faculty
advisor any questions you have about this study at any time.

What is the purpose of this study?

This study will examine the relationship between school organizational social context, individual
provider characteristics, and attitudes toward samabtional learning (SEL)Exploring both
organizational characteristics and teachersO ptvgsewill allow researchers and education
stakeholders including district and state representatives, administrators, and teachers to better
understand supports needed to aid schools and teachers in adopting and implementing evidence
based practices lIKBEL programs. This research will impact administrators, teachers and,
subsequently, student outcomes. By supporting administrators and teachers in adoption and
implementation, we are better able to meet studentsO Yieadwe being asked to participate |

this study because you are a teacher and your views and experiences are considered extremely
important in understanding SEL and its role in schools.

How many people will take part in this study?
If you decide to be in this study, you will be arfeapproximately 5000 teachers in this
research study.

How long will your part in this study last?
Your involvement will include completingnline surveys that take approximately 20 minutes to
complete total. There will be no additional follay associated with this study.

What will happen if you take part in this study? You will complete an online survey on a) the

organizational social context (e.g., culture and climate) of your school and b) your attitudes
toward SEL and individual char@eistics (e.g., years teaching, educational attainment). The
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survey should take approximately 20 minutes to complete onlin@uadtrics, an online survey
database

What are the possible benefits from being in this study?
Research is designed to behsbciety by gaining new knowledge.

What are the possible risks or discomforts involved in this study?

There are limited potential risks or discomforts involved in this study. You may feel
uncomfortable completing the surveys that ask about yewsviegarding your schoolOs culture
and climate or your attitudes toward SEL. However, teachers and administrators complete work
climate surveys often and the potential discomfort associated with this project should be
considered to be similar to other time work climate surveys completed within your field.

How will your privacy be protected?

No names will be included on surveys. All schaglated information will be taken from public
records available online via the Department of Public InstrucBurvey responses cannot be
linked to participant names. Participants will NOT be identifredny report or publication
about this study.

What if you want to stop before your part in the study is complete?

You can withdraw from this study at any time, without penalty. The investigators also have the
right to stop your participation at atiyne. This could be because you failed to follow
instructions or the entire study has been stopped/postponed.

Will you receive anything for being in this study?

In order to thank you for your participation in the study, your school will rec&ter&ources

such as SEL program kits, curriculum guides, discounted trainings, and other resources from the
following programs: Responsive Classroom, MindUp, Second Step, Caring School
Communities, | Can Problem Solve, Open Circle, and Positive Actidotteay. (Please

indicate your school below, if interested in receiving SEL resour€esy.school may

optionally receive general recommendations for improving itsO culture and climate and/or
supporting teachers in implementing new innovations.

Will it cost you anything being in this study?
There will be no costs for being in this study.

What if you have questions about this study?

You have the right to ask and have answered any questions you may have about the research. If
you have anyjuestions or concerns you should contact the researchers listed on the first page.
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What if you have questions about your rights as a research participant?

All research on human volunteers is reviewed by a committee that works to protect ywsur righ
and welfare. If you have questions or concerns about your rights as a research participant or if
you would like to obtain information, you may contact the International Review Board-at 919
966-3113 or by email to IRB_subjects@unc.edu.

Participant’s Agreement

| have read the information provide above and | voluntarily agree to participate in this research
study.

O Yes (1)

Q No (2)

If No Is Selected, Then Skip To End of Survey

Q4 In which state/district do you currently work?

Q4B In whichschool do you currently work? (SEL resources may be sent to your school to
thank you for your participation in this study).

Q5 What is your educational attainment?
Some college (1)

College degree (2)
Some graduate school (3)
Masters degree (4)
Doctoral cgree (5)
Other (6)

00000

QO

6 For how many years have you been teaching?
Less than 1 year (1)

1-2 years (2)

3-5 years (3)

6-10 years (4)

11-15 years (5)

16-20 years (6)

more than 20 years (7)

(ONONONONONONGC,
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Q7 How old are you?
21-24 (1)

2529 (2)
30-34(3)

35-39 (4)

40-44 (5)

45-49 (6)

50-54 (7)

55-59 (8)

60-64 (9)

65-69 (10)

70-74 (11)

75 and over (12)

ONONONONONONONONONONONG

Q

8 What is your race?

White (1)

African American (2)

American Indian or Alaska Native (3)
Asian (4)

Native Hawaiian or Pacific Islander (5)
Other (6)

00000

Q9 What grade or grades do you currently teach?
QO Preschool (1)

O K-2(2)
O 35(3)
O 6-8(4)
QO High school (5)

Q10 What subjects or fields do you currently teach?
General education (1)

Special education (2)
Art/music (3)

Foreign language (4)
ESL (5)

Math (6)

Science (7)

Social studies (8)
Other (9)

(ONONONONONONONONGC,

SEL11 AA)Social and emotional learning focuses on knowledge, attitudes, and skills in five
competency areas"1BESelfawareness, like knowing your strengths and weakneg&seff-2
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management, like being able to stay in control and persevere through challEpgeisl3
awareness, like understanding and empathizing with otBRsldtionship skills, like being able
to work in teams and resolve conflicl8Responsible decision mailg, like making ethical and
safe choicesThinking about this definition of social and emotional learning as a whole, how
important do you think it is for schools to promote the developoifethiese skills?

QO Very important (1)

QO Fairly important (2)

QO Somewhatmportant (3)

O Not very important (4)

QO Not at all important (5)

SEL12 How much of an emphasis should be placed on each goal in your school?
A great deal of A fair amount of Just some No emphasis at

emphasis (1) emphasis (2) emphasis (3) all (4)

A) Developing
critical thinking
and reasoning Q Q Q Q
abilities in
students (1)
B) Developing
students'
knowledge and
skills in key
content and o o Q Q
subject areas
such as english,
history, science,
and math (2)

C) Developing
students' ability
to apply
knowledgeand Q Q Q O
skills to real
world situations
3)

D) Developing

students' social

and emotional
skills (4)
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SEL13 Please indicate how true you believe each statement about social and emotional learning
IS.

Definitely True Probably True ProbablyNot Definitely Not

1) ) True (3) True (4)

E) Students from
all types of
backgrounds
both affluent and
poobwould
benefit from o Q Q Q
learning social
and emotional
learning (SEL)
skills in school
1)

F) Schools have
an important role
to play in SEL
2)

G) Teaching
SEL skills in
school will

improve Q Q Q o
relationships
between teacher
and students (3

H) SEL skills
will improve
relationships
among students
and reduce
bullying (4)
I) Teaching SEL
skills will
improve
students'
academic
performance
including test
scores (5)

J) Students in
your school
would be
receptive to
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teaching on SEL
skills (6)

K) SEL should

be taught at

school, not at
home (7)

L) Students'
acquisition of
SEL skills can be
accurately
measured and
assessed (8)

M) Teachers
should be held
accountable for

students'
development of

SEL skills (9)

N) SEL skills
should only be
taught to
students with
SEL problems
(10)

SEL14 O) To what extent is teaching students social and emotional skills happening in your
school?
Q Happening on a programmatic basis schoiole (1)

QO Part of some teachers' curricula but not others (2)
QO Not really taught in my school (3)
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SEL15 For each challenge, please indicate whether for your own school this would be a very big
challenge, dairly big challenge, somewhat of a challenge, not much of a challenge, or not a
challenge at all.

A very big A fairly big | Somewhat of, Not much of Not a

challenge (1) challenge (2) achallenge a challenge | challenge at

(©)) 4) all (5)

P) Lack of
reinforeement
of these skills

at home (1)

Q) Teachers
not having
enough time
to take on
something
new (2)

R) Teachers'
lack of
training and
knowledge of
how to teach
social and
emotional
skills (3)

S) Nota
priority for
your school
district (4)
T) Lack of
consensus

among
teachers that

social and Q Q o o O
emotional
skills should
be taught in
school (5)

U) Not a
priority for
your school Q Q o Q Q

administration

(6)
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OSC16 These survey questions assess the organizational characteristics of Rigasels.
indicate to what extent each statement is true.

Not at all (1) A slight A moderate = A great extent A very great

extent (2) extent (3) 4) extent (5)

1. How often
do your

coworkers ©) ©) ©) o Q

show signs of
stress (1)

2. I have to
ask the
principal or a

supervisor ©) ©) ©) Q Q
before | do
almost
anything (2)
3. I really
care about the

fate of this
school (3)

4. | can easily
Create a
relaxed

atmosphere ©) ©) ©) Q Q
with the
students |
serve (4)

5. Teachers
of my school
are expected
to have ugo- ©) o o Q Q
date
knowledge
)
6. How often
does your job
interfere with ©) Q Q Q Q
your family
life (6)
7.1
understand
how my Q Q Q o ©)
performance
will be
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evaluated (7)

8. How
satisfied are
you with the
chance to do

something
that makes
use of your
abilities (8)

9. Teachers
of my school
are expected
to avoid
being
different (9)
10. | feel like
IOm at the en
of my rope
(10)

92




OSC17 Please indicate to what extent each statement is true.
Not at all (1) A slight A moderate | A great extent A very great

extent (2) extent (3) (4) extent (5)

11. lam
willing to put
in a great dea

of effort in ©) ©) ©) o ©)
order to help
this school be
successful (1

12. | feel
exhilarated
after working
closely with
the students |
serve (2)

13. Teachers

of my school

are expected ©) o o Q Q

to becritical
3)

14. The same
procedures
are to be
followed in
most
situations (4)

15. A teacher
can make his
or her own
decisions
without
checking in
with anyone
else (5)

16. | feel |
treat some of
the students |

serve as
impersonal
objects(6)

17. Teachers
of my school o o o Q Q
are expected
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to improve
the well
being of each
student (7)

18. | have
accomplished
many
worthwhile
things in this
job (8)

19. How
satisfied are
you with the
chances for
advancement
9)

20. Once |
starta task, |
am not given
enough time
to complete it
(10)
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OSC18 Please indicate to what extent each statement is true.

21. Teachers
of my school
areexpected tag
evaluate how
much we
benefit
students (1)

22. To what
extent are the
objectives and
goals of your

position
clearly defined
2)

23. This
school
provides
numerous
opportunities
to advance if
you work for it
3)

24. We usually
work under the

same
circumstances
day to day (4)

25. Teachers
of my school
are expected t
stay
uninvolved (5)

26. | deal very
effectively
with the
problems of
the students |
serve (6)

27. My job
responsibilities

are clearly

Not at all (1)

A slight
extent (2)

A moderate
extent (3)

A great
extent (4)

A very great
extent (5)
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defined (7)

28. | am proud
to tell others
that | am a par
of this school
(8)

29. Teachers
of my school
are expected t
criticize
mistakes (9)
30. How
satisfied are
you with the
freedom to use

your own

judgment (10)
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OSC19 Please indicatewhat extent each statement is true.

Not at all (1) A slight A moderate = A great extent A very great
extent (2) extent (3) 4) extent (5)

31. This
school
emphasizes
growth and
development
1)

32. When |
face a
difficult task,
the people in ©) ©) ©) Q Q
my school
help me out
2)

33. Teachers
of my school
are expected
to place the ©) ©) ©) Q Q
well-being of
students first
3)

34. | find that
my values
and the

schoolOs Q Q Q Q Q
values are
very similar
4)

35. People
here always
get their
orders from
higherups
)

36. No matter
how much |
do, there is o o o o Q
always more
to be done (6

37. Teachers
of my school o o o Q Q
are expected
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to find ways
to serve
students more
effectively
(7)

38. | know
what the
people in my
school expect

of me (8)

39. | feel
fatigued
whenl get up
in the
morning and
have to face
another day
on the job (9)

40. To what
extent do
your
coworkers
trust each

other (10)
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OSC20 Please indicate to what extent each statement is true.
Not at all (1) A slight A moderate A great A very great

extent (2) extent (3) extent (4) extent (5)

41. Teachers ol
my school are
expected to ©) o o Q Q
avoid problems
1)
42. How
satisfied are you
with the feeling
of o O o O O
accomplishmen
you get from
your job (2)
43. There is
only one way to
do the jobbthe ©) o o Q Q
principalOs way
3
44. This school
rewards
experience, ©) o o Q Q
dedication, and
hard work (4)

45. Teachers ol
my school are
expected to be ©) o o Q Q
stern and
unyielding (5)
46. We are to
follow strict
procedures at
all times (6)

47. | feel used
up at the end ol ©) o o Q Q
the workday (7)

48. | feel IOm
positively
influencing
other peopleOs
lives through
my work (8)
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49. Teachers ol
my school are
expected to act
in the best
interest of each
student (9)

50. People here
do the same jok
in thesame way

every day (10)
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OSC21 Please indicate to what extent each statement is true.
Not at all (1) A slight A moderate = A great extent A very great

extent (2) extent (3) (4) extent (5)

51. Teachers
of my school
are expected
to become
more
effective in
serving
students (1)

52. | talk up
this school to
my friends as
a great schoo

to work for

2)
53. In my
work, I am
calm in

dealing with Q Q Q o ©)
the emotional
problems of

others (3)

54. Teachers
of my school
are expected
to be o o o o Q
competitive
with
coworkers (4)
55. How
satisfied are
you with the
prestige your
job has within
the
community
)
56. Whenever
we have a
problem, we ©) o o Q Q
are supposec
to go to the
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same person
for an answer
(6)
57. There can
be little
actionuntil
the principal
ora
supervisor
approves the
decision (7)

58. Teachers
of my school
are expected
to go along
with group
decisions (8)

59. | feel
burned out
from my
work (9)

60. | have
become more
callous
towards
people since |
tookthis job
(10)
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OSC22 Please indicate to what extent each statement is true.

Not at all (1) A slight A moderate | A great extent A very great
extent (2) extent (3) (4) extent (5)
61. Any
decision |
make has to
have the ©) ©) o o o
principalOs ol

a supervisorQ
approval (1)

62. Teachers
of my school
are expected ©) ©) ©) Q Q
to strive for
excellence (2

63. Rules,
regulations,
or mandates
often getin ©) ©) ©) Q Q
the way of

getting things
done (3)
64. How
satisfied are
you with
being able to Q Q Q Q Q
do things the
right way (4)
65. Interests
of the
students are
often replacec
by
bureaucratic Q Q Q Q Q
concerns
(e.q.,
paperwork)
)

66. Teachers
of my school
are expected

to interact Q Q Q Q Q
positively
with others
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(6)
67. Thereis a
feeling of
cooperation
among my
coworkers (7)

68. To what
extent is it
possible to
get accurate
information
on policies
and
administrative
procedures
(8)

69. How
satisfied are
you with the
chance to try

your own
approaches tc
working with
students (9)

70. Teachers
of my school
areexpected
to learn new

tasks (10)
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OSC23 Please indicate to what extent each statement is true.
Not at all (1) A slight A moderate = A great extent A very great

extent (2) extent (3) (4) extent (5)

71. How well
are you kept
informed
about things
that you need
to know (1)

72. How
often is there
friction O O O Q O
among
coworkers (2)

73. To what
extent are you
constantly o o o o o
under heavy
pressure on
your job (3)

74. Teachers
of my school
are expected o o o o o
to follow
rather than
lead (4)

75. How
satisfied are
you with the
chance to do

things for
students (5)

76. This
school really
inspires the
very bestin
me in the way
of job
performance
(6)
77. 1 have to
do things on
my job that Q Q Q Q Q
are against
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my better
judgment (7)

78. Teachers
of my school
are expected
to be
dominant and
assertive (8)

79. There are
not enough
people in my
school to get
the work
done (9)

80. There are
more
opportunities
to advance in
this school
than in other
jobs in
general (10)
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0OSC24 Pleasmdicate to what extent each statement is true.
Not at all (1) A slight A moderate = A great extent A very great

extent (2) extent (3) (4) extent (5)

81. How
often do you
end up doing

things that ©) ©) ©) Q Q
should be
done
differently (1)

82. Teachers
of my school
are expected
to be Q Q Q Q Q
available to
each student
we serve (2)

83. The
amount of
work | have
to do keeps ©) o ©) Q Q
me from
doing a good
job (3)

84.1am
extremely
glad that |
chose to work

for this
school (4)

85. How
things are
done around
hereis left Q Q Q Q Q
pretty much
up to the
teacher (5)

86. Teachers
of my school
are expected
to pay
attention to
details (6)

87. | feel Q Q Q Q Q

107



emotionally

drained from
my work (7)

88. Its hard to
feel close to
the students |
serve (8)

89. How
satisfied are
you with the
recognition
you get for
doing a good

job (9)

90. Teachers
of my school
are expected
to not make

waves (10)
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OSC25 Please indicate to what extent each statement is true.
Not at all (1) A slight A moderate = A great extent A very great

extent (2) extent (3) (4) extent (5)

91. The same
steps must be
followed in
processing
every piece of
work (1)

92. How
often do you
have to bend
arule in order
to carry out

an
assignment o
task (2)

93. | worry
that this johis
hardening me Q Q Q o ©)

emotionally

3)

94. Teachers
of my school
are expected o o o Q Q
to be number

one (4)
95. | feel IOmM
working too

hard on my

job (5)

96. How
often do you
feel unable to

satisfy the

conflicting Q Q Q o ©)

demands of

your principal

or supervisor
(6)

97. For me

this is the

best of all
possible
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schools to
work for (7)

98. Teachers

of my school
are expected
to plan for
success (8)

99. | feel that

| am my own
boss in most
matters (9)

100. Teachers
of my school
are expected
to be
thoughtful
and
considerate
(10)
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OSC26 Please indicate to what extent each statement is true.

Not at all (1) A slight A moderate A great A very great
extent (2) extent (3) extent (4) extent (5)

101.
Opportunities

for
advancement
in my position

are much
higher

compared to
those in other
positions (1)

102. Teachers
of my school
are expected t

defeat the
competition
(e.g., students ©) ©) o Q Q
end of year
grades,
adequate
yearly
progress) (2)

103. At times,
| find myself
not really
caring about ©) ©) o Q Q
what happens
to some of the
students (3)

104.
Inconsistencies
exist among
the rules,
regulations, ©) ©) o Q Q
and mandates
that | am
required to
follow (4)

105. Teachers
of my school
are expected t ©) ©) o Q Q
be responsive
to the needs o
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students (5)

Q26 To thank you for participating in this survey, SEL resources may be gifted to your school. If
you would like to be contacted directly regarding SEL resources, please provide an email or
other contact information where we can reach Yfogou do not wish to providegur email,

please click SUBMIT.
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Appendix B

Recruitment Form
Dear Educator,

| hope you are doing well. | am a doctoral student from the school psychology program at UNC
Chapel Hill. I am studying the organizational characteristics of schools and teachersO attitudes
toward socialemotional learning (SEL) as part of my dissertatiesearch study under the
supervision of my dissertation committee at UNC.

Would you be able to participate in a brief (15-20 min.) survey on school culture and your
attitudes toward SEL in order to receive SEL resources for your school?

In order to thank you for your participation in the study, your school may receive SEL resources
such as SEL program kits, curriculum guides, discounted trainings, and other resources from the
following programsResponsive Classroom, MindUp, Second Step, Caring School Communities,

I Can Problem Solve, Open Circle, andPositive Action via lottery. In addition, your school may
optionally receive general recommendations for improving itsO culture and climate and/or
supporting teachers in implementing new waitons based on results from the study.

Additional information about the research is included below.

Thank you so much for considering participation in this study! As a former special education
teacher and psychology student, | truly appreciate ygquat in helping to meet students' SEL
needs.

Please complete the survey using this anonymous survey link:
https://newqtrial2015az1.az1.qualtrics.com/SE/?SID=SV_0féGPHoUaWh

Sincerely,

Marisa Enrico, M.S.T.
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Appendix C

Consent Form

IRB Study #: 151364
Consent Form Version Date: 6/2/16
Title of Study: Exploring the Relationship Between Organizational Social Context of Schools,

Individual ProvideiCharacteristics, and Teacher Attitudes Toward Social Emotional Learning
Principal Investigator: Marisa Enrico, M.S.T.
Contact Information: enrico@live.unc.edur327797202
Faculty Advisor: Steven Knotek, Ph.D.
Contact Information: sknotek@email.unc.e¢9198432049
UNC-Chapel Hill Department: School Psychology

What are some general things you should know about research studies?

You are being asked to take part ireaearclstudy. Joining the study is voluntary. You may
refuse to join, or you may withdraw your consent to be in the study at any time without penalty.

Research studies are designed to obtain new knowledge. Although you may not receive any
direct bendf from being in the research study, this new information gained from the study may
help people within your field in the future. You will be given a copy of this consent form for
your records. You may ask the principal investigator or faculty advisorwestigns you have
about this study at any time.

What is the purpose of this study?

This study will examine theelationship between school organizational social context, individual
provider characteristics, and attitudes toward samabtional learningSEL). Exploring both
organizational characteristics and teachersO perspectives will allow researchers and education
stakeholders including district and state representatives, administrators, and teachers to better
understand supports needed to aid skshad teachers in adopting and implementing evidence
based practices like SEL programs. This research will impact administrators, teachers and,
subsequently, student outcomes. By supporting administrators and teachers in adoption and
implementation, we arbetter able to meet studentsO needs. You are being asked to participate in
this study because you are a teacher and your views and experiences are considered extremely
important in understanding SEL and its role in schools.

How many people will take part in this study?
If you decide to be in this study, you will be one of approximatel§@Dteachers in this
research study.

How long will your part in this study last?

Your involvement will include completingnline surveys that take approximatéf20 minutes
to complete total. There will be no additional folleyw associated with this study.
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What will happen if you take part in this study?

1. You will complete a consent form indicating your voluntary decision to participate in this
study.

2. You or arepresentative from your school will have the option to indicate (via email) a
preferred date and/or time (e.g., common lunch, prep, professional development meeting,
before/after the school day, etc.) to complete the online surveys. *Please note that this
step may have already been completed by a school representative earlier in the
recruitment process for your convenience.

3. You will complete online surveys on a) the organizational social context (e.g., culture and
climate) of your school and b) your atties toward SEL and individual characteristics
(e.g., years teaching, educational attainment). The surveys should take approxiBately
20 minutes to complete online W@ualtrics, an online survey database.

What are the possible benefits from being in this study?
Research is designed to benefit society by gaining new knowledge.

What are the possible risks or discomforts involved in this study?

There are limited potential risks or discomforts involved in this study. You may feel
uncomfortable completing the surveys that ask about your views regarding your schoolOs culture
and climate or your attitudes toward SEL. However, teachers and admonsstramnplete work

climate surveys often and the potential discomfort associated with this project should be
considered to be similar to other routine work climate surveys completed within your field.

How will your privacy be protected?

¥ No names will bericluded on surveys.

¥ School names will be deidentified with alphanumeric codes. All saletatied
information will be taken from public records available online via the Department of
Public Instruction.

¥ Consent forms will be stored in an encrypted, wasd-protected folder on a computer
accessible only to the principal investigator.

¥ Surveys responses cannot be linked to participant names.

¥ Participants will NOT be identified in any report or publication about this study.

What if you want to stop before your part in the study is complete?

You can withdraw from this study at any time, without penalty. The investigators also have the
right to stop your participation at any time. This could be because you failed to follow
instructions or the entire studp$ibeen stopped/postponed.

Will you receive anything for being in this study?

In order to thank you for your participation in the study, your school may receive SEL resources
such as SEL program kits, curriculum guides, discounted trainings, and othecessfrom the
following programsResponsive Classroom, MindUp, Second Step, Caring School Communities,

I Can Problem Solve, Open Circle, andPositive Action via lottery. In addition, your school may
optionally receive general recommendations for imprgvisO culture and climate and/or
supporting teachers in implementing new innovations based on results from the study.
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Will it cost you anything being in this study?
There will be no costs for being in this study.

What if you have questions about this study?
You have the right to ask and have answered any questions you may have about the research. If
you have any questions or concerns you should contact the researchers listed on the first page.

What if you have questions about your rights as a research participant?

All research on human volunteers is reviewed by a committee that works to protect your rights
and welfare. If you have questions or concerns about your rights as a research participant or if
you would like to obtain information, you may caat the International Review Board at 919
966-3113 or by email t6RB_subjects@unc.edu

Title of Study: Exploring the Relationship Between Organizational Social Context of Schools,
Individual ProvideiCharacteristics, and Teacher Attitudes Toward Social Emotional Learning
Principal Investigator: Marisa Enrico, M.S.T.

Contact Information: enrico@live.unc.edur327797202

Participant’s Agreement
| have readhe information provide above and | voluntarily agree to participate in this research
study.

If you would like to be entered into the lottery for SEL resources such a kits, curriculum guides,
and books, please enter an email where you would like yoigegitt

Email:
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