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ecent years have witnessed increased theoretical and empirical atten-
Rjon to the school-based promotion of children’s social and emotion-
| competence as educators, parents, policymakers, and other societal
agencies contemplate solutions for contemporary problems such as declining
academic motivation and achievement (Klem and Connell, 2004), increas-
ing school bullying (Swearer et al. 2010), and rises in children’s mental health
problems (Institute of Medicine, 2009). Schools around the world are adopt-
ing social and emotional learning (SEL) programs aimed at preventing these
issues and fostering social and emotional competencies (Ransford et al. 2009;
Schonert-Reichl and Weissberg, 2014). Although a plethora of research sug-
gests that SEL programs are largely effective, as evidenced in the meta-anal-
ysis of SEL programs by Durlak et al. (2011), other evaluations of SEL pro-
grams have yielded non-significant findings (see Ransford et al. 2009). As
espoused by many SEL researchers, future studies should move beyond the
“black box” approach to program evaluation and investigate the role of teach-
ers in delivering SEL programs, specifically teachers’ beliefs about emotional
socialization practices and the extent to which they deliver the program with
fidelity (Beets et al. 2008; Durlak and DuPre, 2008; Jennings and Greenberg,
20009; Zinsser et al. 2014).

Through their natural daily interactions, teachers play a critical role
in the emotional life of the classroom, including student-teacher and stu-
dent-student relationships. Teachers enter the classroom with their own
levels of social-emotional competence (e.g. mindfulness, self-compassion),
which has an impact on the quality of the learning environment, including
the amount of emotional support offered to students (Jennings, 2014). Ad-
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ditionally, whether conscious of it or not, teachers are constantly facili-
tating their students’ social and emotional development through emo-
tion socialization practices — modeling and communicating the extent
to which students should reflect upon, control, and express their emo-
tions in the classroom (Hargreaves, 2000). Several researchers have pre-
dicted and found a relationship between teachers’ utilization of support-
ive emotion socialization practices (e.g. reacting to students’ emotions in
a supportive way) and their students’ emotional competence (e.g. well-ad-
justed emotion regulation; Denham, Bassett and Zinsser, 2012; Horner
and Wallace, 2013). Furthermore, evidence has suggested that students of
emotionally sensitive and involved teachers are less likely to exhibit inter-
nalizing and externalizing problems (Murray and Greenberg, 2000; Zins-
ser et al. 2014), and show greater improvements in their social competence
(Wilcox-Herzog and Ward, 2004; Zinsser et al. 2014). Despite the recog-
nized influence of teachers on their students’ social and emotional devel-
opment, there remains a paucity of research examining a factor that may
be associated with differences in teachers’ emotion socialization practices
and implementation of SEL programs: teachers’ emotion beliefs (see Hy-
son and Lee, 1996). Teachers’ emotion beliefs refer to beliefs that teachers
hold about emotions in the classroom setting and their personal role in
promoting the emotional development of their students (ibid.).

Most of the research to date examining teachers” emotion beliefs
has assessed the beliefs of early childhood educators (Ahn, 200s; Gos-
ney, 2006; Huemer, 2010; Hyson and Lee, 1996; Jaramillo, 2006; Jump-
er 200s; for an exception, see Bellas, 2009). Furthermore, only one known
study comprised of only early childhood educators has established a link
between teachers” emotion beliefs and their implementation of an SEL
program (Jaramillo, 2006). Therefore, to our knowledge, the current
study is the first of its kind to examine elementary school teachers” emo-
tion beliefs in relation to both their background characteristics and their
implementation of an SEL program designed to promote children’s emo-
tional competence.

Teachers’ Background Characteristics and Emotion Beliefs
It has been widely suggested that the beliefs people hold are shaped by their
backgrounds and personal experiences (Pajares, 1992). A significant body
of research has established a link between teachers’ background character-
istics and a variety of beliefs they hold. For instance, years of teaching ex-
perience has been found to be positively and significantly correlated with
both teachers’ self-efficacy beliefs regarding their ability to manage dis-
ruptive behavior and motivate learning in the classroom (Tschannen-Mo-
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ran and Wolfolk Hoy, 2007). A handful of studies exist that have found
no relation between years of teaching and emotion beliefs (Bellas, 2009;
Hyson and Lee, 1996; Jumper, 2005). Nonetheless, the samples in these
previous studies were either fully or partially comprised of early child-
hood teachers — a population with different educational training and at-
trition rates than elementary school teachers (Whitebook, 2014). Indeed,
little is known about the relation between years of teaching experience
and teachers’ beliefs about emotions in the elementary school context.

Prior research indicates that early childhood teachers’ level of edu-
cation is positively and significantly associated with the developmental
appropriateness of their emotion beliefs (i.e. the congruency of these be-
liefs with their students” age-related social-emotional needs; Hyson and
Lee, 1996; Jumper, 200s). The level of teacher preparation, however, can
be quite different between elementary school teachers (who are required
to have a bachelor’s degree, at a minimum) and early childhood educators
(with only about 50% holding a bachelor’s degree or higher; Whitebook,
2014). Similarly, teachers’ emotion socialization practices may depend on
the grade level they teach, owing to the age-related differences in the social
and emotional competence of children in elementary school compared to
early childhood (e.g. advanced reasoning about emotions; Brackett and
Rivers, 2008). Some evidence suggests as the grade level that teachers in-
struct increases, their willingness to engage the children in their class-
rooms in direct emotion socialization practices decreases. Ahn and Stift-
er (2006) found, for example, differences in the emotion socialization
practices of toddler caregivers versus preschool teachers — with the for-
mer teacher group being more willing to physically comfort and verbalize
emotions with their children compared to the latter. Taken together, un-
derstanding the beliefs elementary school teachers hold about emotions in
the classroom can provide insight into whether accredited teacher train-
ing programs adequately prepare these teachers to engage in developmen-
tally appropriate emotion socialization practices.

Teachers’ Emotion Beliefs and Emotion Socialization
Practices

Although teachers’ beliefs about using particular emotion socialization
practices and their execution of those emotional socialization practices
are two independent processes, a body of empirical evidence indicates a
link between these two factors (e.g. Ahn, 200s; Bellas, 2009). Some re-
search has been conducted on teachers’ emotion beliefs and their emo-
tion socialization practices in classrooms not hosting a specific SEL pro-
gram. In one study, it was found that the teachers’ beliefs regarding the
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importance of particular emotion socialization practices were relatively
consistent with their actual emotion socialization practices via classroom
observations (Ahn, 2005). In another study, teachers high in emotion sup-
port for students, compared to those who were moderately supportive as
determined via quantitative assessments of their classroom interactions,
were more likely to express in focus groups that they (i) held the beliefs
that SEL was an integral part of interacting with their students and were
equally as accountable as parents to foster children’s emotional develop-
ment, and (ii) purposefully used explicit emotion socialization practic-
es with their students (e.g. drawing attention to and labelling emotions;
Zinsser et al. 2014). Moreover, teachers with less developmentally appro-
priate emotion beliefs have been found to be more likely to react nega-
tively (e.g. use punitive practices, minimize students’ emotions) to their
students’ negative emotion expressions (Gosney, 2006). Gosney (2006),
however, found that more developmentally appropriate emotion beliefs
did not predict teachers’ positive reactions to students’ negative emotion
expressions.

Collectively, these findings highlight the importance of gaining
more knowledge about teachers’ emotion beliefs and emotion sociali-
zation practices. Research in this area is particularly important in class-
rooms hosting emotion-focused SEL programs, as the programs’ struc-
tured activities may support teachers’ sense of efficacy and motivation to
deliberately carry out direct emotion socialization practices aimed at pro-
moting their students” emotional competence.

Teachers’ Emotion Beliefs and SEL Program
Implementation

Burgeoning evidence indicates that the extent to which teachers imple-
ment preventive intervention programs with fidelity (quality and degree
of implementation) is associated with the effectiveness of these programs
(Durlak, 20155 Durlak and DuPre, 2008; Ransford et al. 2009). Although
it is beyond the scope of the present study to examine program effective-
ness, it is valuable to attempt to extend the understanding of underlying
mechanisms that impact implementation fidelity. It has been suggest-
ed that future studies examine teacher-related factors that impact vari-
ations in the implementation of evidence-based preventive intervention
programs as these variations affect the quality of the program and may
undermine its success (Durlak and DuPre, 2008; Wanless and Domitro-
vich, 2015). Further, Wanless and Domitrovich (2015) highlight that ex-
amining teacher-related factors that are present before the delivery of the
program — such as beliefs, knowledge, and skills — expands the scant lit-
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erature on “indicators of readiness” to implement the program (p. 1038).
Research has found that teachers’ implementation fidelity of SEL pro-
gram lessons and practices is associated with a number of teacher beliefs:
beliefs about whether the SEL program activities are aligned with their
teaching approach (ibid.); beliefs about behavior management practices
(Rimm-Kaufman and Sawyer, 2004); self-efficacy beliefs about teaching
(Ransford et al. 2009; Reyes, et al. 2012); the level of comfort delivering
the SEL curriculum (Brackett et al. 2012); dedication to developing their
SEL skills (ibid.); perceptions of whether the school culture supports SEL
instruction (ibid.); and perceptions of whether the school leader supports
an SEL program (Brown et al. 2010). Nonetheless, these previous stud-
ies did not examine the teachers’ beliefs that are specifically relevant to an
underlying philosophy of emotion-focused SEL programs, that is, emo-
tional competence can be enhanced through direct instruction and is not
an innate or fixed characteristic (Gordon, 2000; Kress and Elias, 2006).
Therefore, for teachers hosting an SEL program in their classrooms that
aims to enhance students’ emotional competence, the emotion beliefs of
those teachers may be associated with differences in their emotion social-
ization practices as evidenced by the extent to which they implement SEL
program activities.

Only one study to date has examined teachers’ emotion beliefs in
relation to frequency of implementation of SEL program activities. Jar-
amillo (2006) found that early childhood teachers” expressiveness beliefs
(beliefs about teachers” candid expression of emotions around their stu-
dents) were significantly and negatively correlated with the amount of
SEL program activities they implemented. That is, teachers who report-
ed being uncomfortable or unwilling to be emotionally expressive with
their students were less likely to engage their students in emotion-focused
activities in an SEL program, in contrast to teachers who reported being
emotionally expressive in their interactions with students (ibid.). Clear-
ly, additional research is needed to better understand the association be-
tween elementary school teachers’ emotion beliefs and their implementa-
tion of SEL programs, particularly with regard to SEL programs that are
emotion-focused in their intent.

The Roots of Empathy: An Emotion-Focused SEL
Program

For the current study, teachers’ emotion beliefs and their implementation
of extension activities were examined in the context of one SEL program

— the Roots of Empathy (ROE). ROE is a classroom-based SEL program
for children from Kindergarten to 8th grade. The goal of the ROE pro-
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gram is to increase students’ emotional competence (i.e. emotional un-
derstanding, perspective-taking) and prosocial behaviors, and to decrease
students’ aggressive behaviors (Gordon, 2000).

To date, there have been several outcome studies examining the ef-
ficacy of ROE (see Schonert-Reichl and Scott, 2009 for a review). Over-
all, research on the effectiveness of ROE has yielded consistent and high-
ly promising findings regarding the impact of the program across age and
gender. For instance, Schonert-Reichl et al. (2012) found that 4th to 7th
grade children who participated in ROE, compared to those who did not,
demonstrated advanced emotional and social understanding, as well as
reduced aggressive behavior and increased prosocial behavior. Moreover,
Santos et al. (2011), in their cluster randomized controlled field study and
longitudinal follow-up of the ROE program, found that the positive ef-
fects of the program in decreasing aggression and increasing prosocial be-
havior were either maintained or improved, even after the program had
ended.

A trained and certified ROE instructor facilitates the ROE program
over the course of nine months, and visits the classroom three times each
month — a pre-family visit, a family visit, and a post-family visit. The cor-
nerstone of the ROE program is the monthly ROE family visits, involv-
ing an infant and his/her parent(s) who visit the classroom to serve as a
springboard for lessons on emotion knowledge, perspective-taking, and
infant development. During these monthly visits, the ROE instructor en-
courages the students to observe the baby’s emotional, social, and phys-
ical development, and reflect on the parent-infant bond and the ways in
which the infant “relies on the parent to understand the world, to feel safe
to explore and to learn how to regulate his/her emotions” (Roots of Em-
pathy, 2013, para. 8). During the pre- and post-family visits, the ROE in-
structor draws on the students’ observations of the infant via a series of se-
quenced ROE lessons. These lessons are age-appropriate to the students
and progress with the baby’s natural development. The 27 ROE lessons
consist of nine different themes: Meeting the Baby, Crying, Caring and
Planning for the Baby, Emotions, Sleep, Safety, Communication, Who
am I?, Goodbye and Good Wishes. All of the lessons are designed to help
children understand and reflect on their own feelings and the feelings of
others.

Each ROE lesson aims to develop students” emotional competence
by providing them with rich opportunities to identify, explain, and re-
act to the emotions of the ROE infant, and discuss the emotions experi-
enced by the infant, themselves, and others. For instance, during a struc-
tured ROE lesson, students are directed to recognize the nonverbal cues
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and facial expressions of the infant (e.g. sadness, fear) and label the emo-
tion, and are encouraged to engage in perspective-taking to identify pos-
sible reasons why the infant may be experiencing that emotion (e.g. hav-
ing had a toy taken away, hearing a loud noise). Then, through a variety of
additional activities (e.g. book discussions, art projects), the students are
encouraged to reflect on their own and others’ experiences with the emo-
tion the infant was feeling (e.g. feeling sad or afraid). For the Caring and
Planning for the Baby theme, for example, the instructor reads a story to
the students about a young girl losing her first tooth. After the story, the
instructor asks the students about the various emotions that can be expe-
rienced from losing a tooth (e.g. worry that others will laugh about the
missing tooth). The group discussion gives students the opportunity not
only to discuss their emotions, but to practice empathy through learning
about and respecting their classmates’ emotions as well. In the family vis-
it, the students are encouraged to engage in perspective-taking by asking
the infant’s parent questions about the infant’s experiences with teething
(e.g “How does it make you feel to see your baby in pain?” “What do you
try to do to make your baby’s pain go away?”). As posited by Schonert-Re-
ichl et al. (2012), ROE draws on the functionalist approach to emotions,
wherein emotion understanding and expressivity are seen as playing cen-
tral roles in the establishment and maintenance of children’s interperson-
al relationships (Saarni, 2011).

Learning to reflect upon, label, discuss, and express emotions helps
students learn to regulate and exhibit their emotions in socially accept-
able ways. Therefore, students are better equipped to demonstrate greater
empathy, and accordingly more prosocial behavior and less aggression to-
wards others (Schonert-Reichl et al. 2012).

Although the ROE instructor facilitates the lessons and thus is the
primary implementer of the program, in the ROE model the classroom
teacher is encouraged to reinforce the valued concepts promoted by the
ROE program by integrating extension activities into the existing aca-
demic curriculum (e.g. language arts lessons; Gordon, 2000). The instruc-
tor provides the teacher with several resources that can aid in the design
of extension activities, including the ROE curriculum manual that out-
lines the goals and activities of the program, the lesson plans for each vis-
it, and references to additional resources (ibid.). Despite their role as sec-
ondary implementers, no research to date has examined the ways in which
teachers” beliefs about emotions may influence their implementation of
ROE extension activities. Hence, examining elementary school teachers’
emotion beliefs in association with their implementation of the ROE pro-
gram extension activities can be highly informative. This information can
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fill several gaps in the knowledge about teachers’ emotion beliefs and the
manner in which they deliver an emotion-focused SEL program.

The Current Study

The objectives of the current study were twofold: (a) to examine relations
of teachers’ background characteristics (i.e. elementary grade level taught,
years of teaching experience) to their emotion beliefs, and (b) to examine
relations of teachers’ emotion beliefs to the implementation of extension
activities in the context of one emotion-focused SEL program — the ROE
program. Data for this study were drawn from two studies investigating
the effectiveness of the ROE program — one of which was a randomized
controlled trial (RCT) and the other a quasi-experimental study.

To investigate the first research question, given the question is not
concerned with teachers’ implementation of a specific SEL program, pre-
test data for the intervention group and control group were combined in
order to yield a larger sample size. To investigate the second research ques-
tion, only the intervention group teacher data were analyzed since the
control group did not implement the SEL program.

Method

For the present investigation, as noted above, data were derived from two
studies of ROE — an RCT and a quasi-experimental design study. The for-
mer ROE study took place in a large urban public school district serving
approximately ss,000 students located in a Western Canadian city. The
latter ROE study was conducted in public elementary schools on the Isle
of Man. The Isle of Man is located within the British Isles between Ireland
and the islands of Great Britain, has a population of approximately 82,000
people, and has approximately 35 primary schools. Nearly half of the pri-
mary schools on the Isle of Man were part of the present study.

Participants

The participants included 58 elementary school teachers: 20 teachers from
the Isle of Man and 38 teachers from Canada. The Isle of Man sample in-
cluded primary grade teachers (Kindergarten to 3rd grade) recruited from
18 schools who were assigned to either host the ROE program (7 = 10) or
serve as controls by delivering standard academic instruction (7 = 10). The
Canadian sample included primary grade (Kindergarten to 3rd grade; 7
=20) and intermediate grade teachers (4th to 7th grade; 7 =18) recruited
from 16 schools who were randomly assigned to either host the ROE pro-
gram (2 = 195 53% instructing primary grades and 47% instructing inter-
mediate grades) or serve as controls by delivering standard academic in-
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struction (7 = 195 53% instructing primary grades and 47% instructing
intermediate grades). For both samples, informed consent was obtained
from participants. Each consent form explained that the purpose of the
study was to assess the effectiveness of a classroom-based program aimed
at enhancing children’s social and emotional understanding.

In the current sample, analyses of background characteristics of the
intervention and control teachers revealed no significant differences. The
teacher participants were primarily female (86.2% program and 89.7% con-
trol), and were of Western European descent (82.8% program and 82.8%
control). They predominantly instructed primary grades (69% program
and 69% control), had 11 or more years of teaching experience (41.4% pro-
gram and 48.3% control), and held an undergraduate-level degree (86.2%
program and 89.7% control). Approximately half of the participants re-
ported participating in SEL-related training and/or professional develop-
ment (program ss.2% and 48.3% control). As the present analysis sought
to examine only the subset of primary grade teachers, analyses of demo-
graphics reported by the Isle of Man and Canadian teachers instructing
primary grades were also conducted and revealed no significant differenc-
es.

Procedure

For the ROE study on the Isle of Man (quasi-experimental design study),
school leaders interested in participating in the study were invited to a
meeting, at which time the study was explained and schools were assigned
to the ROE program intervention group or the control group. After the
groups were assigned, teachers were sent packages containing information
about the study and the measures to be completed. It was explained that
they could directly contact the research team at any time with questions.

For the ROE study in Canada (RCT study), principals demonstrat-
ing an interest in implementing the program at their school were contact-
ed and asked to invite their teachers to participate in the study. Participat-
ing classrooms were randomly assigned to the ROE group or the control
group. After the groups were randomly assigned, the Principal Investiga-
tor of the research project delivered a short presentation about the study to
each participating classroom and answered teachers’ and students” ques-
tions.

For both evaluations, baseline data collection occurred a few weeks
prior to the commencement of the ROE program implementation in late
autumn. Post-test data collection occurred a few weeks after the comple-
tion of the ROE program implementation in late spring, approximate-
ly 8 months after baseline data collection. Teachers completed a series of
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self-report measures at baseline and post-test within a two-week time pe-
riod. For their participation in the study, teachers received an honorari-
um (£25 honorarium for the Isle of Man teachers; $150.00 for the Cana-
dian teachers).

Program Implementation

Beginning in late autumn and ending in late spring, the ROE program
was implemented in the intervention-group classrooms over the course
of the school year. All 27 structured lessons across the nine themes (i.e.
Meeting the Baby, Crying, Caring and Planning for the Baby, Emotions,
Safety, Sleep, Communication, Who Am I?, Goodbye, and Good Wishes)
were facilitated by a trained and certified ROE instructor. For each of the
nine themes, the ROE instructor facilitated three lessons: (1) the pre-fam-
ily visit to introduce the students to the theme, (2) the ROE family visit in
which the instructor directed the students to observe the family’s interac-
tions and the baby’s development, and (3) the post-family visit to reflect on
the ROE family visit and complete the theme.

The intervention group teachers in the current study acted as sec-
ondary implementers and, therefore, they did not facilitate the structured
ROE lessons. However, the teachers could support the ROE curriculum
by integrating ROE extension activities into the academic curriculum. As
stated earlier, the intervention group teachers did not receive ROE train-
ing, but were provided with resources to aid in the development of ROE
extension activities.

Measures

Participating teachers completed three self-report measures that assessed
(a) their background characteristics, (b) their implementation of ROE ex-
tension activities (this latter measure was completed by ROE program
teachers only), and (c) their emotion beliefs.

Assessment of Teachers’ Background Characteristics
At baseline, teachers completed a self-report measure that asked them to
provide information on demographics (gender, race/ethnicity), level of ed-
ucation, grade level currently teaching, and years of teaching experience.
For grade level, teachers were categorized into one of two levels: primary
grades (K - 3rd) or intermediate grades (4th — 7th).

Assessment of Teachers’ Emotion Beliefs

At baseline, all participants completed the Teachers’ Beliefs abour Emo-
tions (TBAE; Hyson and Lee, 1996) questionnaire — one of the only
known measures to assess teachers’ emotion beliefs. The TBAE is a 23-
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item self-report measure of the beliefs that teachers hold about emotions
in the classroom and the role the teacher plays in their students’ emo-
tional development. Teachers indicated the extent to which they agreed
with each statement on a Likert-type scale ranging from 1 (“strongly dis-
agree”) to s (“strongly agree”). The rating scale was modified from Hyson
and Lee’s (1996) 6-point Likert scale in order to align with other teacher
report measures used in the current study. The TBAE comprise six sub-
scales: (1) Bonds - beliefs about the importance of teacher-student con-
nections (4 items: e.g. “Children need to feel emotionally close to their
teachers;” a = .60); (2) Expressiveness - beliefs about teachers” candid ex-
pression of emotions around students (4 items: e.g. “Teachers should ‘let
their feelings out’ in the classroom;” a = 54); (3) Instruction/Modeling
- beliefs about using direct instruction and demonstration to help illus-
trate to students appropriate emotion expression (4 items: e.g. “When a
child is angry because another child won’t share a toy, I often tell the child
exactly what words she could use to express her feelings;” « = .66); (4)
Talk/Label - beliefs about helping children identify and discuss their cur-
rent emotion states (6 items: e.g. “When one of my children is upset about
something, I usually try to put into words how he or she is feeling;” o =
.45); (s) Protect - beliefs about shielding students from upsetting emotions
(3 items: e.g. “Teachers should not read children stories that might make
them sad or worried;” & = .55); and (6) Display/Control - beliefs about
students’ ability to regulate and exhibit emotions in a socially acceptable
manner (3 items: “As a teacher, it’s important for me to teach children so-
cially acceptable ways of expressing their feelings;” o = .79). Cronbach’s
alphas for the TBAE in the current study were low to moderate, rang-
ing from .45 (ZTalk/Label) to 79 (Display/Control). A decision was made
to exclude subscales with alphas falling below .50 due to their low inter-
nal consistency; hence the 7alk/Label subscale was discarded from fur-
ther analyses. The five remaining subscales of the TBAE were retained for
further analyses. Although an alpha level of .70 is customarily considered
acceptable for research purposes, Ransford et al. (2009) suggest that .60
is acceptable when research is exploratory in nature, such as in the pres-
ent study. Therefore, subscales with alphas close to or above .60 were re-
tained as acceptable — two subscales with alphas slightly below .60 (i.c. 54
and .55) and three subscales at or above .60 (i.e. .60, .66, and .79). It should
also be noted that the alphas found in the present study were higher than
those found by Hyson and Lee (1996) in their research on the develop-
ment of the TBAE. Hyson and Lee’s alphas ranged from .41 (Prozect sub-
scale) to .62 (Bonds subscale).
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Assessment of Teachers’ Implementation of ROE Extension Activities

At post-test, only ROE program teachers completed a measure assessing
the extent to which they delivered ROE extension activities across the
general academic curriculum. The dimensions assessed included: (a) the
number of subject areas in which the teacher implemented the ROE ex-
tension activities (Language Arts, Math, Science, Social Studies, Art, and
Other), and (b) the overall frequency with which the teacher implement-
ed the ROE extension activities across all subject areas. More specifical-
ly, teachers were provided with a list of curricular subject areas and were
asked to indicate with a “yes” or “no” whether or not they had implement-
ed ROE extension activities in each subject area. If the teacher partici-
pants reported “yes”, they were prompted to indicate the frequency with
which they delivered extension activities in that subject area. In the Isle
of Man sample, teacher participants were provided a field to write in the
frequency of implementation. In the Canadian sample, teacher partici-
pants were asked to indicate the frequency with which they implement-
ed the extension activities on a s-point Likert-type scale (Never, Once or
twice, Monthly, Weekly, Daily). To merge the data sets, the qualitative data
from the Isle of Man sample were re-coded to match the Canadian study’s
quantitative response options (e.g. “every day” was re-coded to the numer-
ic value assigned to the Daily option).

Results

Preliminary Analyses

Preliminary analyses were conducted to examine emotion beliefs in the
Isle of Man and Canadian teachers to determine whether the two sam-
ples could be merged for further analyses (see Table 1). The results indi-
cated that the means for emotion beliefs were comparable between the
two groups (i.e. scores falling within one standard deviation range of each
other) for four of the five subscales of the TBAE: Bonds, Expressiveness,
Instruction/Modeling, and Protect beliefs. For the Display/Control beliefs,
however, there was no overlap between the groups’ scores. On average, the
Canadian primary grade teachers reported stronger agreement that their
students were developmentally ready to be taught how to express their
feelings in socially acceptable ways than the Isle of Man teachers. The dif-
ference in the means for this particular dimension may be related to the
cultural context in which these two teacher groups are instructing. Nev-
ertheless, given the demographic and emotion belief similarities between
these teacher groups overall, as well as the interest in increasing the statis-
tical power of this study’s analyses by having a larger sample size, the data
for the two primary grade teacher groups were combined.
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Table . Means and Standard Deviations of Emotion Beliefs by Study
and Grade Level Taught (N = 58)

[sle of Man, Grade K3 Canadian, Grade K3 Canadian, Grade 4-7

Emotion Belicfs Teachers Teachers Teachers
(n=20) (n=20+) (n=18)

M SD M SD M SD
Bonds 3.45 59 3.91 57 3.68 56
Expressiveness 335 59 354 45 3.46 53
Instruction
/Modecling 540 7 398 69 595 7
Protect 228 54 2.00 35 176 39
Display/Control 3.97 42 4.68 46 470 44

Note. +n =19 for the Protect and Display/Control beliefs,

due to missing data.

Analytic Strategy
To examine the first research question regarding the extent to which grade
level taught and years of teaching experience are associated with teach-
ers’ emotion beliefs, the combined pre-test data from teachers in both
the control and intervention groups were analyzed. Specifically, a series
of 2 (grade level taught: primary grades, intermediate grades) x 3 (years
of teaching experience: o-s years, 6-10 years, 11+ years) analyses of vari-
ance (ANOVAs) were conducted — one for each subscale on the TBAE.
Huberty and Morris (1989) posit that when multiple outcome variables
are of interest, some statisticians suggest conducting a multivariate anal-
ysis of variance (MANOVA) prior to performing multiple ANOVAs to
help decrease the probability of committing a Type I error. However, Hu-
berty and Morris argued that the results of a MANOVA, versus those of
multiple ANOVAs, answer different research questions and thus suggest-
ed using both or only the latter depending on the purpose of the research.
If the researcher is not “secking any linear composite of the outcome var-
iables” and “an underlying construct is of no concern” (ibid. p. 303), then
performing multiple ANOVAs alone is viewed as appropriate. Therefore,
it was deemed acceptable for two reasons to conduct a series of ANOVAs
for the present study instead of one MANOVA. Firstly, Hyson and Lee
(1996) perceived each emotion belief dimension to be conceptually inde-
pendent from the others. Secondly, as previously noted, the present study
aimed to be descriptive in nature due to the dearth of extant research on
teachers’ emotion beliefs.

The steps for performing ANOVAs described by Pallant (2007) were
followed, in which a dependent variable (i.e. composite score on a TBAE
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subscale) and the fixed factors (i.c. teacher background characteristic var-
iables) were entered into the model to examine main and interaction ef-
fects. Moreover, when a statistically significant difference was found with
a fixed factor with more than two levels, post-hoc Tukey’s HSD tests were
conducted to identify which group means significantly differed from each
other. Finally, to examine effect sizes, eta squared was calculated using
Brown’s (2008) formula: SSeffect/SST. The results were interpreted ac-
cording Cohen’s (1988) effect size index: small effect size = .o1; medium
effect size = .06; and large effect size = .14.

To examine the second research question regarding the relation of
teachers’ emotion beliefs related to both the amount of subject areas in
which they implement ROE extension activities and the frequency of
their implementation across all subject areas, the data of the intervention
group teachers were examined. Specifically, correlational analyses were
conducted. In these analyses, the teacher participant scores on the TBAE
subscales were assessed in relation to the number of subject areas in which
the teacher implemented the ROE extension activities and the overall fre-
quency with which the teacher implemented the ROE extension activi-
ties across all subject areas. The effect sizes were examined for the signif-
icant correlations by squaring the correlation coefficients (Hoyt, Leierer
and Millington, 2006). The effect sizes of the correlational analyses were
also interpreted according to the aforementioned effect size index (Co-
hen, 1988).

Descriptive Analyses

Table 2. Means, Standard Deviations, Minimum and Maximum Values

of Teachers Emotion Beliefs (N = 58)

Emotion beliefs M SD Min Max
Bonds 3.68 .60 2.25 5.00
Expressiveness 3.45 53 2.2§ 5.00
Instruction/Modeling 377 75 233 5.00
Protect 2.02 48 .00 3.33
Display/Control 4.44 56 3.00 5.00

Nore. Ns range from 57 to 58 due to missing emotion beliefs data. The re-
sponse scale for cach emotion belief item ranged from 1 “Strong]y disa-
grcc” o5 “Strongly agrccf’ Each teacher’s composite score for cach sub-
scale was the average of their responses to the items comprising the
given subscale.

Table 2 presents the profiles of the teacher participants’ emotion beliefs,
regardless of intervention or control group. This includes the means,
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standard deviations, and ranges of the emotion beliefs of all teacher par-
ticipants. As can be seen, on average the teachers reported moderately
agreeing with the Expressiveness beliefs and agreeing with the Display/
Control beliefs. They also reported disagreeing with the Prozect beliefs.
Moreover, teachers reported moderately agreeing with both the Boznds be-
liefs and Instruction/Modeling beliefs; although, there was more variabili-
ty in teachers’ responses for these two belief areas compared to the others.

Relations Between Teachers’ Background Characteristics

and Emotion Beliefs

ANOVAs were performed to examine the relationship between teach-
ers’ background characteristics and emotion beliefs. More specifically,
differences in cach of the emotion beliefs (Bonds, Expressiveness, Instruc-
tion/Modeling, Protect, Display/Control) were assessed in relation to their
background characteristics using a series of two-way 2 (grade level taught)
x 3 (years of teaching experience) ANOVAs — one for each emotion belief.
Table 3 provides a summary of the analyses for the relationship between
teachers” grade level taught and emotion beliefs. Table 4 provides a sum-
mary of the analyses for the relationship between teachers’ years of experi-
ence and emotion beliefs. The results of these analyses indicated that there
were no interaction effects. Several significant main effects were found
and are discussed below. No main effects were found for Bonds or Expres-
siveness beliefs in relation to either background characteristic.

As can be seen in Table 3, no main effect emerged for Instruction/
Modeling beliefs and grade level taught. However, as illustrated in Table
4, Instruction/Modeling beliefs (i.c. beliefs in using direct instruction and
demonstration to help illustrate to students appropriate emotion expres-
sion) were significantly higher for experienced teachers than novice teach-
ers. Post-hoc Tukey’s HSD test revealed teachers with either 6-10 years (M
= 4.14, 8D = 58) or 11+ years (M = 3.89, SD = .75) of teaching experience
had higher beliefs on this dimension than novice teachers with o-5 years
of experience (M = 3.31, SD = .69). Regarding the effect size, 1% of the be-
tween-subject variance in Instruction/Modeling beliefs was explained by
years of teaching experience, which is a small effect.

Table 3 indicates that Prozect beliefs (i.c. beliefs in shielding students
from strong emotions) were significantly higher for primary grade teach-
ers (M = 2.15, SD = .48) than intermediate grade teachers (M = 1.76, SD
= 39). The effect size was 1%, which is a small effect. Main effects did not
emerge for Protect beliefs and years of teaching experience, as seen in Ta-

ble 4.
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Table 3 also reveals that Display/Control beliefs (i.c. beliefs in stu-
dents’ abilities to regulate and exhibit emotions in a socially acceptable
manner) were significantly higher for intermediate grade teachers (M =
4.73, SD = .44) than primary grade teachers (M = 4.29, SD = 57). The
effect size was 0%, which is a non-significant effect. Main effects did not
emerge for Display/Control beliefs and years of teaching experience, as

seen in Table 4.

Table 3. Results of ANOVAS for Emotion Beliefs by Grade Level

Taught (N=58)

) o Group . 3 ‘
Emortion Beliefs - - SS df MS F p n
Primary Intermediate
1. Bonds 3.69 (.62) 3.68(56) o1 1 00 .00 95 .00
1. Expressiveness 3.42(53) 3.47(53) 04 1 o4 14 70 .00
3. Inst./Modeling 3.70(76) 3.87(72) 33 1 33 68 42 .00
4. Protect 2.15(.48) 1.76(.39) 1.47 1 147 722 o1 o1
5. Display/Control 4.29(57) 73(-44) 2.23 1 223 804 o1 .00
Note. Ns range from 57 to 58 due to missing emotion belief data. Stand-
ard ClCVi;ltiOl’lS apptar in parCnthCSCS. For gradc ICVCJ taught, pl‘inlary
grades = grades K3, intermediate grades = grades 4-7. Inst./ Modeling =
Instruction/Modeling,
p<.0s.
Table 4. Results of ANOVASs for Emotion Beliefs by Years ofExpcri~
ence (N =58)
Group
Emotion Beliefs SS df  MS F p i
o-sycars 6-10years II+ycars
1. Bonds 358(.65)  376(s52)  370(61) .23 2 1 30 74 .00
1. Expressiveness  3.43(47)  3.48(62)  3.43(s1) .03 2 02 .05 95 .00
3.Inst/Modeling  331(69)  4.4(s8)  389(75) 492 2 146 500 oI o1
4. Protect 199(28)  201(51)  193(48) 06 2 03 15 86 .00
5. Display/Control  4.67(54)  4.48(65)  439(s1) 58 2 29 104 36 .00

Note. Ns range from 57 to 58 due to missing emotion belief data. Stand-

ard deviations appear in parcnthcses.
p<.0s.

Correlational Analyses

To examine teachers’ emotion beliefs in relation to the amount of aca-
demic subject areas in which they implemented ROE program activities
and the frequency of their implementation of ROE extension activities
across all subject areas, correlational analyses were conducted. As can be
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seen in Table s, particular emotion beliefs’ dimensions were significantly
and positively related to the implementation of ROE extension activities.
Teachers’ Expressiveness beliefs (i.e. beliefs in teachers’ candid expression
of emotions around their students) were significantly and positively corre-
lated with the overall frequency with which they implemented the ROE
extension activities across the academic subject areas. The variance-ac-
counted-for effect size was 23%, a moderate effect.

Teachers” Protect beliefs significantly and negatively correlated with
both the number of subject areas in and frequency with which ROE ex-
tension activities were implemented. The effect sizes were 27% and 20%,
respectively, which are fairly moderate effects. Finally, teachers’ Display/
Control beliefs were significantly and positively correlated with both the
number of subject areas in and frequency with which ROE extension ac-
tivities were implemented. Respectively, the effect sizes were 41%, a mod-
erate to strong effect, and 21%, a moderate effect.

Table 5. Correlations and Descriptive Statistics for Emotion Beliefs and
Implementation of ROE Extension Activities (N =29)

Variables 1 2 3 4 5 6 7
Emotion belicfs:
(1) Bonds - 35" 09 -09 09 .03 20
(2) Expressiveness -- -07 04 37" 30 48"
(3) Instruction/Modeling - .03 19 -.03 -25
(4) Protect -- 447 52 45
(5) Display/Control -- 64" 46"
Extension activity implcmcntation:

(6) Number of subject arcas - 91"
(7) Frequency

M 3.68 3.44 3.72 2.00 4.49 2.65 5.32
SD 57 62 73 45 57 230 5.47

Note.Ns range from 25 to 29 due to missing data. For the number of sub-
jectareasin which extension activities were implcmcnted, there were
six subjectareas in total: Language Arts, Math, Science, Social Studies,
Art,and Other. For Frequency of implementation across all subjcct are-
as, the scores for all six subjectareas (o = Never, 1 = Once or twice,

2 = Monthly, 3 = Weekly, 4 = Daily) were totalled.

"p<.05.""p<.oL

Discussion

The current literature on the emotion beliefs of important adults in the
lives of children, who influence their social and emotional development,
focuses almost solely on parents and on early childhood teachers instruct-
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ing in preschool settings (see Bellas, 2009; Hyson and Lee, 1996; Jaramil-
lo, 2006; Jumper, 200s). Additionally, most research studies concerned
with the implementation of evidence-based preventive intervention pro-
grams “focus on identifying concurrent factors that explain variation in
fidelity during the implementation phase as opposed to examining factors
that are in place before an intervention is selected or that emerge early on
when an intervention starts” (Wanless and Domitrovich, 2015, p. 1038).

The current study was designed to address these gaps in the research.
This study is unique as it is one of the first to investigate the emotion be-
liefs of elementary school teachers, and is the only known study to in-
clude in its sample intermediate grade teachers who instruct students in
middle childhood (Grades 4-7). Additionally, this study is unique as it is
one of the first to investigate teacher-related factors before program im-
plementation, particularly emotion beliefs, with the findings indicating
that these factors are related to program implementation. These findings
add to the emerging literature on ‘indicators of readiness’ to implement
SEL programs (ibid.) and further open the black box of SEL program im-
plementation to understand the role of the teacher in its implementa-
tion (Jennings and Greenberg, 2009). Understanding the factors that im-
pact teachers’ readiness to implement SEL programs is beneficial as it can
guide the knowledge, training, and support offered by SEL program de-
velopers, coaches, school leaders, and even pre-service teaching programs;
this can help enhance the social-emotional competence of teachers, ensure
their needs are met, and that they have the capacity to implement the ev-
idence-based program with fidelity and thus increase the likelihood that
positive student outcomes will be achieved (Wanless and Domitrovich,
2015; Domitrovich et al. 2015; Jennings, 2014).

Teachers’ Background Characteristics and Emotion Beliefs
The results of the current study indicate that teachers’ background charac-
teristics are significantly related to particular emotion beliefs dimensions,
indicating the need to address these issues in pre-service and/or in-service
teacher training. The finding that experienced teachers had higher Instruc-
tion/Modeling beliefs compared to novice teachers may indicate that nov-
ice teachers felt uncertain or less prepared to take responsibility for show-
ing their students how to express their emotions appropriately; whereas
experienced teachers may have acquired strategies through first-hand ex-
perience that enhanced their sense of efficacy to explicitly guide their stu-
dents in this way (see Tschannen-Moran and Woolfolk Hoy, 2007).
Primary grade teachers had higher Prozect beliefs and lower Display/
Control beliefs compared to intermediate grade teachers. These beliefs for
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both groups may be developmentally appropriate — that primary grade
children are not developmentally ready to be exposed to stories or circum-
stances that could upset them and are unable to control the way they ex-
press their emotions, whereas intermediate-aged children tend to cope on
their own by using problem-solving strategies when upset (Saarni, 2011).
The lower Display/Control beliefs also indicate that primary grade teach-
ers are less likely to believe it is their role to help children in their class-
rooms learn to control their emotions in socially appropriate ways com-
pared to intermediate grade teachers. Regardless of the possibility that
primary grade children are not developmentally ready to regulate their
emotions on their own, they would still benefit from receiving support
from their teachers to develop their emotion regulation skills.

Together these findings suggest the importance of providing teach-
ers, particularly novice and primary grade teachers, with knowledge about
social-emotional development and the important role that teachers play in
socializing this development in their students. Additionally, the findings
suggest that if these teachers are expected to implement an emotion-fo-
cused SEL program, it may be beneficial to provide them with ongoing
SEL coaching to build their self-efficacy and motivation to engage their
students in the emotion socialization practices called for by the program
(Tschannen-Moran and Woolfolk Hoy, 2007).

It should be reiterated that the effect sizes were minimal. Nonethe-
less, Trusty, Thompson and Petrocelli (2004) have cautioned research-
ers not to interpret minimal effect sizes as an indication that the signifi-
cant relationships among the variables are not important. They noted that
whether the findings are comparable to the findings of other similar stud-
ies may be of greater importance (ibid.). At this stage, however, minimal
research has been conducted using an elementary school sample to explore
similar links. Thus, the implications of the minimal effect sizes for the
present study are indeterminate.

Teachers’ Emotion Beliefs and Implementation of ROE Extension
Activities

The findings indicating that differences in teachers’ implementation dos-
age of an emotion-focused SEL program are associated with their emotion
beliefs support the notion that SEL program implementation does not
occur in a vacuum. Rather, a variety of factors present before the imple-
mentation of a program begins, such as emotion beliefs, can influence the
implementer’s readiness to implement the program (Wanless and Domi-
trovich, 2015), their perceptions of the importance of the program, and/or
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their motivation and sense of efficacy to implement the program activities
(see Durlak and DuPre, 2008).

A central finding of the present study was that teachers with low-
er Expressiveness beliefs implemented ROE extension activities less fre-
quently, compared to those with higher beliefs on this dimension. Similar
to Jaramillo’s (2006) study, these findings suggest that teachers with high-
er Expressiveness beliefs may be more comfortable, willing, and/or moti-
vated to engage in activities that can involve communicating their own
emotions to their students.

Another key finding of the current study was that teachers with
higher Protect beliefs or lower Display/Control beliefs implemented ROE
program activities in fewer subject areas and with less frequency. These
findings may indicate that teachers” perceptions of their students’ devel-
opmental readiness to cope with and learn to regulate strong emotions
are associated with teachers’ motivation and willingness to engage their
students in activities that can provoke strong emotions in their students.
That is, despite the fact that the ROE program is tailored to the develop-
mental level of the participating students, these teachers may not want
to take responsibility or do not feel well-equipped to provide emotion-
al support and guidance to students who become upset during the emo-
tion-laden activities. Such reasoning builds on the research literature on
implementer-related factors that influence the readiness to implement and
thus the implementation fidelity of preventive intervention programs (e.g.
Durlak and DuPre, 2008; Wanless and Domitrovich, 2015).

Limitations and Implications

A few limitations of the current study must be acknowledged to consid-
er their impact on this research and provide direction for future research
in this area. Although the findings of the current study add to the knowl-
edge base on the links among elementary school teachers’ background
characteristics, emotion beliefs, and SEL program implementation, the
lack of prior research in this area meant there was little empirical direction
in which to forecast our results. Furthermore, the study’s sample size was
relatively small, hence limiting the statistical power to discern effects. For
instance, this may explain the lack of interaction effects for the ANOVAs
and the few sizeable, almost-significant results (+.20 and above) found for
the correlational analyses (e.g. a strong positive correlation between Bonds
beliefs and implementation frequency; a strong positive correlation be-
tween Expressiveness beliefs and implementation in total subject areas).
Moreover, the sample was rather homogenous regarding gender and eth-
nicity, with the teachers being predominantly female and of Western Eu-
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ropean descent. On the other hand, teachers of Western countries typical-
ly fit these demographics.

As previously noted, the data for the Grades K-3 Canadian and Isle
of Man teachers were merged to form one group. Although the current
study ensured that there were no statistically significant differences con-
cerning the demographics between these teacher groups, cultural and con-
textual differences were not controlled for. Owing to the recent emphasis
the British Columbia Ministry of Education has placed on social respon-
sibility (e.g. ethical and democratic behavior, peaceful problem-solving) in
its schools (British Columbia Ministry of Education, 2001), the Canadian
teachers, compared to the Isle of Man teachers, could have been more fa-
miliar and comfortable with fostering the student outcomes that the ROE
program aims to promote. Merging the data may have tempered some of
the findings related to the primary grade teachers. It is suggested that fu-
ture research consider cultural and contextual differences in relation to
emotion beliefs.

An additional limitation is the internal consistencies of the subscales
of the TBAE (Hyson and Lee, 1996) questionnaire, which were weak to
moderate. It is suggested that future research perform a content validation
of the questionnaire to assess whether all items should be retained. For in-
stance, the framing of the items is not consistent throughout the question-
naire, as some items ask teacher participants to reflect on their own emo-
tion socialization practices (e.g. “When a child is angry because another
child won’t share a toy, 1 often tell the child exactly what words she could
use to express her feelings” [italics added]), whereas other items are con-
cerned with their perceptions of social norms (e.g. “Zeachers should avoid
showing children how to express their feelings” [italics added]).

Another limitation is the reliance on self-report data. Specifically, we
relied solely on teachers’ reports of their implementation of SEL program
activities. As we did not obtain reports from other informants or observa-
tional data, we cannot be certain about the degree to which teachers’ re-
ports are accurate representations of what they did in practice. As noted
by Durlak and DuPre (2008), “[t]here are some indications that observa-
tional data are more likely to be linked to outcomes than self-report data
... but few studies have directly compared these two strategies” (p. 331).
Therefore, our findings on SEL program implementation fidelity should
be interpreted with some caution. We suggest future research on SEL pro-
gram implementation fidelity include multiple informants and/or obser-
vations in addition to self-reports.

As noted, the teacher participants in the ROE intervention were
secondary implementers of the program. Although this did not interfere
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with our efforts to assess teachers’ emotion beliefs in relation to their im-
plementation of ROE activities, it is suggested that future research include
in its sample teacher participants who are primary implementers. This can
be valuable for comparing primary versus secondary implementers and to
consider the benefit of receiving training directly related to the SEL pro-
gram being implemented.

The findings of the current study revealed that particular emotion
beliefs held by teachers were associated with their implementation dosage
of the ROE program. Due to the fact that the research has indicated that
SEL program implementation fidelity is linked to student SEL outcomes
(Durlak and DuPre, 2008), it would be valuable for future researchers to
examine whether teachers’ emotion beliefs are positively correlated with
students’ emotional development in a classroom hosting an emotion-fo-
cused SEL program.

In conclusion, this study has the potential to inform SEL program
design, teacher training, and future SEL research. The findings can in-
form the design of SEL programs as they provide insight into what teach-
ers might think about the suitability of the programs in relation to (a)
their current belief systems, competencies, and methods of operating
emotionally in their classrooms, and (b) their students’ current level of de-
velopment and whether they are ready for emotion-laden activities, even if
the program is said to be tailored to the particular age group of the partic-
ipating students. These findings may also inform the training with which
teachers are provided, whether in pre-service teacher training or in-service
professional development, to potentially guide their emotion beliefs. This
might include providing teachers with information about the emotional
development of children and about teachers’ role in socializing their stu-
dents’ emotional development, and encouraging engagement in meaning-
ful experiences (e.g. a student teaching practicum that involves observing
experienced teachers implement SEL programs, on-going support from a
trained SEL coach) that can enhance their sense of self-efficacy and mo-
tivation to implement SEL program activities (see Larsen and Samdal,
2012).

The findings of this study also support and extend an area of research
in the SEL field that is receiving increased attention: the social-emotion-
al competence (SEC) of teachers (Brown et al. 2010; Jennings and Green-
berg, 2009). In fact, teachers’ emotion beliefs may provide insight into
particular dimensions of their social-emotional competence (e.g. emo-
tion understanding, emotion regulation skills). Therefore, this research
may support the importance of promoting the SEC of teachers, such as
through coursework or workshops that help teachers express and man-
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age their emotions properly. This study may also act as a platform for fu-
ture research investigating whether teachers’ emotion beliefs can be guid-
ed and the most effective methods for guiding these beliefs.

References

Ahn, H.J. (200s) Child care teachers’ beliefs and practices regarding so-
cialization of emotion in young children. Journal of Early Childhood
Teacher Education 26 (3), pp. 283—295.

Ahn, H. J,, Stifter, C. (2006) Child care teachers’ response to children’s
emotional expression. Early Education and Development 17 (2), pp.
253—270.

Beets, M. W, Flay, B. R., Vuchinich, S., Acock, A. C., Li, K. K., Allred, C.
(2008) School climate and teachers’ beliefs and attitudes associated
with implementation of the positive action program: A diffusion of
innovations model. Prevention Science 9 (4), Pp- 264—275.

Bellas, V. M. (2009) Emotion in the classroom: A theory-based exploration
of teachers’ emotion socialization beliefs and bebaviors. PhD thesis,
Clark University. [Online] ProQuest Dissertations and Theses Da-
tabase.http://www.proquest.com (12.6.2012).

Brackett, M. A., Reyes, M. R., Rivers, S. E., Elbertson, N. A., Salovey, P.
(2012) Assessing teachers’ beliefs about social and emotional learn-
ing. Journal of Psychoeducational Assessment 30 (3), pp. 219 —236.

Brackett, M. A., Rivers S. E. (2008) What is emotional literacy? In Brack-
ett, M. A., Kremenitzer, J. P. with Maurer, M., Carpenter, M., Rivers,
S.E., Katulak, N. (eds.). Emotional literacy in the classroom: Upper el-
ementary. Portchester, NY: National Professional Resources, Inc.

British Columbia Ministry of Education (October, 2001) BC performance
standards. Social responsibility: A framework. Victoria, British Co-
lumbia: Ministry of Education, Student Assessment and Program
Evaluation Branch. http://www.bced.gov.bc.ca/perf_stands/sintro.
pdf (10.6.2012).

Brown, J. D. (2008) Statistics corner: Questions and answers about lan-
guage testing statistics: Effect size and eta squared. Shiken: JALT
Testing Evaluation SIG Newsletter 12 (2), pp. 38—43. htep://jalt.org/
test/ PDF/Brown28.pdf (23.4.2016).

Brown, J. L., Jones, S. M., LaRusso, M. D., Aber, J. L. (2010) Improving
classroom quality: Teacher influences and experimental impacts of
the 4Rs program. Journal of Educational Psychology 102 (1), pp. 153—
167.

Cohen, J. (1988) Statistical power analysis for the bebavioral sciences (2nd
ed.). Hillside, NJ: Lawrence Erlbaum Associates, Publishers.

35



SOLSKO POLJE, LETNIK XXVII, STEVILKA 1-2

Denham, S. A., Bassett, H. H., Zinsser, K. (2012) Early childhood teach-
ers as socializers of young children’s emotional competence. Early
Childhood Education Journal 40 (3), pp. 137-143.

Domitrovich, C. E., Pas, E. T., Bradshaw, C. P., Becker, K. D., Keperling,
J. P., Embry, D. D., Ialongo, N. (2015) Individual and school organi-
zational factors that influence implementation of the PAX Good Be-
havior Game intervention. Prevention Science 16, pp. 1064—1074.

Durlak, J. A. (2015) What everyone should know about implementation.
In Durlak,J. A., Domitrovich, C. E., Weissberg, R. P., Gullotta, T. P.
(eds.). Handbook of social and emotional learning: Research and prac-
tice. New York: Guilford, pp. 395—40s.

Durlak, J. A., DuPre, E. P. (2008) Implementation matters: A review of re-
search of the influence of Implementation on program outcomes and
the factors affecting implementation. American Journal of Commu-
nity Psychology 41 (1), pp. 327-350.

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., Schellinger,
K. B. (2011) The impact of enhancing students’ social and emotion-
al learning: A meta-analysis of school-based universal interventions.
Child Development 8z (1), pp. 405—432.

Gordon, M. (2000) The Roots of Empathy: Curriculum manual. Toronto,
Canada: Roots of Empathy.

Gosney, S. L. (2006) Child care providers beliefs about and reactions ro chil-
dren’s negative emotions. Master’s thesis, Oklahoma State University.
[Online] ProQuest Dissertations and Theses Database. http://www.
proquest.com (10.6.2012).

Hargreaves, A. (2000) Mixed emotions: Teachers’ perceptions of their in-
teractions with students. Teaching and Teacher Education 16 (8), pp.
811-826.

Horner, C. G., Wallace, T. L. (2013) Measuring emotion socialization in
schools. Journal of School Health 83 (10), pp. 697—703.

Hoyt, W. T, Leierer, S., Millington, M. J. (2006) Analysis and interpreta-
tion of findings using multiple regression techniques. Rehabilitation
Counseling Bulletin 49 (4), pp. 223—233.

Huberty, C. J., Morris, J. D. (1989) Multivariate analysis versus multiple
univariate analyses. Psychological Bulletin 105 (2), pp. 302—308.

Huemer, K. M. (2010) Infant/toddler teachers’ emotion beliefs and children’s
emotional Competence. Master’s thesis, Sacramento State Universi-
ty. [Online] Sacramento State Scholarworks Database. http://csus-
dspace.calstate.edu/handle/10211.9/1016 (23.4.2016).

36



J. L. HANSON-PETERSON, K. A. SCHONERT-REICHL, V.SMITH = TEACHERS BELIEFS ...

Hyson, M. C., Lee, K. (1996) Assessing early childhood teachers’ beliefs
about emotions: Content, contexts, and implications for practice.
Early Education and Development 7 (1), pp. 59—78.

Institute of Medicine (2009) Preventing mental, emotional, and behavio-
ral disorders among young people: Progress and possibilities. The Na-
tional Academies Press, Washington, DC.

Jaramillo, A. M. (2006) Early childhood educators experiences implementing
a social competence promotion program for preschool-aged children: The
“Safe Spaces” program. Master’s thesis, University of British Colum-
bia. [Online] UBC Theses and Dissertations Database. https://open.
library.ubc.ca/cIRcle/collections/ubctheses/831/items/1.0054 469
(23.4.2016).

Jennings, P. A. (2014) Early childhood teachers’ well-being, mindfulness,
and self-compassion in relation to classroom quality and attitudes to-
wards challenging students. Mindfulness. htep://link.springer.com/
article/10.1007%2Fs12671-014-0312-4 (25.6.2016).

Jennings, P. A., Greenberg, M. T. (2009) The prosocial classroom: Teach-
er social and emotional competence in relation to student and class-
room outcomes. Review of Educational Research 79, pp. 491—525.

Jumper, R. L. (2005) Teacher reports of children’s emotion regulation: Is there
concordance with trained observers? Master’s thesis, Auburn Univer-
sity. [Online] Auburn University Theses and Dissertation Database.
hteps://etd.auburn.edu/bitstream/handle/10415/752/JUMPER _
RACHEL _21.pdf?sequence=1 (23.4.2016).

Klem, A. M., Connell, J. P. (2004) Relationships matter: Linking teach-
er support to student engagement and achievement. Journal of School
Health 74 (7), pp. 262—273.

Kress, J. S., Elias, M. J. (2006) School-based social and emotional learning
programs. In Renninger, K. A., Sigel, I. E. (Series eds.). Handbook of
Child Psychology: Vol. 4. Child psychology in practice. Hoboken, NJ:
John Wiley, pp. s92—618.

Larsen, T., Samdal, O. (2012) The importance of teachers’ feelings of self
efficacy in developing their pupils’ social and emotional learning: A
Norwegian study of teachers’ reactions to the Second Step program.
School Psychology International 33 (6), pp. 631—64s.

Murray, C., Greenberg, M. T. (2000) Children’s relationship with teachers
and bonds with school: An investigation of patterns and correlates in
middle childhood. Journal of School Psychology 38 (s), pp. 423—44s.

Pajares, M. F. (1992) Teachers’ beliefs and educational research: Cleaning
up a messy construct. Review of Educational Research 62 (3), pp. 307
332.

37



SOLSKO POLJE, LETNIK XXVII, STEVILKA 1-2

Pallant,]. (2007) SPSS survivalmanual (3rd ed.). New York, NY: McGraw-
Hill.

Ransford, C. R., Greenberg, M. T., Domitrovich, C. E., Small, M., Jacob-
son, L. (2009) The role of teachers’” psychological experiences and
perceptions of curriculum supports on the implementation of a so-
cial and emotional learning curriculum. School Psychology Review 38
(4), pp- sto—s32.

Reyes, M. R., Brackett, M. A., Rivers, S. E., Elbertson, N. A., Salovey, P.
(2012) The interaction effects of program training, dosage, and im-
plementation quality on targeted student outcomes for the RULER
approach to social and emotional learning. School Psychology Review
41 (1), pp- 82—99.

Rimm-Kaufman, S. E., Sawyer, B. E. (2004) Primary-grade teachers’
self-efficacy beliefs, attitudes toward teaching, and discipline and
teaching practice priorities in relation to the Responsive Classroom
approach. Elementary School Journal 104 (4), pp. 321-341.

Roots of Empathy. (2013) What we do: Program pillars. http://www.root-
sofempathy.org/en/what-we-do/program-pillars.html (11.10.2013)

Saarni, C. (2011) Emotional development in childhood. In Tremblay, R.
E., Barr, R. G., Peters, R. DeV., Boivin, M. (eds.). Encyclopedia on
early childhood development: Emotions. Montreal, Quebec: Centre of
Excellence for Early Childhood Development and Strategic Knowl-
edge Cluster on Early Child Development, pp. 1-7.

Santos, R. G., Chartier, M. J., Whalen, J. C., Chateau, D., Boyd, L. (2011)
Effectiveness of school-based violence prevention for children and
youth: Cluster randomized controlled field trial of the Roots of Em-
pathy program with replication and three-year follow up. Healthcare
Quarterly 14 (2), pp. 80-91.

Schonert-Reichl, K. A., Scott, F. (2009) Effectiveness of the “Roots of Em-
pathy” program in promoting children’s emotional and social com-
petence: A summary of research findings. In Gordon, M. (ed.). Roots
of empathy: Changing the world child by child. Toronto, Ontario:
Thomas Allen Publishers, pp. 239-262.

Schonert-Reichl, K. A., Smith, V., Zaidman-Zait, A., Hertzman, C. (2012)
Promoting children’s prosocial behaviors in school: Impact of the
“Roots of Empathy” program on the social and emotional compe-
tence of school-aged children. School Mental Health 4 (1), pp. 1-21.

Schonert-Reichl, K. A., Weissberg, R. P. (2014) Social and emotional
learning: Children. In Gullotta, T. P., Bloom, M. (eds.). Encyclope-
dia of Primary Prevention and Health Promotion Part II. (2nd ed.),
New York: Springer.

38



J. L. HANSON-PETERSON, K. A. SCHONERT-REICHL, V.SMITH = TEACHERS BELIEFS ...

Swearer, S. M., Espelage, D. L., Vaillancourt, T., Hymel, S. (2010) What
can be done about school bullying? Linking research to educational
practice. Educational Researcher 39 (1), pp. 38—47.

Tschannen-Moran, M., Woolfolk Hoy, A. (2007) The differential ante-
cedents of self-efficacy beliefs of novice and experienced teachers.
Teaching and Teacher Education 23 (6), pp. 944—956.

Trusty, J., Thompson, B., Petrocelli, J. V. (2004) Practical guide for report-
ing effect size in the Journal of Counseling and Development. Jour-
nal of Counseling and Development 82 (1), pp. 107-110.

Wanless, S. B., Domitrovich, C. E. (2015) Readiness to implement school-
based social-emotional learning interventions: Using research on
factors related to implementation to maximize quality. Prevention
Science 16, pp. 1037-1043.

Whitebook, M. (2014) Building a skilled teacher workforce. Berkeley, CA:
Center for the Study of Child Care Employment, University of Cal-
ifornia, Berkeley. http://www.irle.berkeley.edu/cscce/wp-content/
uploads/2014/09/Building-a-Skilled-Teacher-Workforce_Septem-
ber2014_9-25.pdf (10.2.2016).

Wilcox-Herzog, A., Ward, S. (2004) Measuring teachers’ perceived in-
teractions with children: A tool for assessing beliefs and intentions.
Early Childhood Research and Practice 6 (2). http://ecrp.uiuc.edu/
v6n2/herzog.html (23.4.2016).

Zinsser, K. M., Shewark, E. A., Denham, S. A., Curby, T. W. (2014) A
mixed-method examination of preschool teacher beliefs about so-
cial-emotional learning and relations to observed emotional sup-
port. Infant and Child Development 23 (s), 471—493.

39





