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Emotional skills underpin what teachers do. Howevetatively few studies have
investigated whether these skills can be formadlgrit by teachers and the benefits
enhancing teachers’ social-emotional skills mayeham students. The current researc
aimed to develop an intervention to improve teaghsocial-emotional skills in the

classroom and to assess changes in teachers’ emloteaching practices and their
emotional awareness in the classroom, as well asgds in students’ social-emotional
behavior in relation to changes their teachers haase made. Twenty-seven teachers gf
Year 3-8 (8-13 year old) students participatedriremotional skills intervention, which
took place over three months. The findings yieldaked results. In line with

predictions, decreases in teachers’ undesirabdgingl and setting limits were found.
However, no relationships between teacher changdssadents’ pro-social behavior
and emotion were found. However, students of taacthdno improved compared to
those who did not on observed emotional practicegorted significant differences in
their teachers’ leadership, helpfulness/friendispes understanding,  student
responsibility/freedom, student admonishing anidtsiess.
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Introduction
The ability to be aware of, understand, facilitatiegd manage emotions in oneself and others involves

a sophisticated set of measurable skills knownnastienal intelligence (EQ, Bar-On, 1997; Mayer, @G,
& Salovey, 1999). Emotional competence is thoughhtlude these EQ skills as well as the sociditas
related to emotional expression, empathy, relakipss and self-efficacy (Saarni, 1999). Social-eoral
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skills such as these are thought to be linked tressful social functioning, problem solving, are t
prevention of psychological difficulties in adubied children (Bradley, 2000; Cha & Nock, 2009; Menz
2005; Vorbach, 2002). Given these positive qualitgractices that help to develop social-emotigkdls in
school-aged children would seem highly desirablghduigh some assume emotional intelligence is edfix
trait and therefore unlikely to be teachable (eRjetti, 2008), the consensus appears to be thedntbe
formally taught by teachers and parents to childeeg., Domitrovich, Cortes, & Greenberg, 2007;d8lk &
Elksnin, 2003). In fact, we prefer to use the tesotial-emotional skills for this reason, in thatilehit
includes the described areas of abilities assatiatth emotional intelligence and emotional competg the
underlying assumption is that these occur in aatamntext, are malleable and able to be learntyMa
carefully developed Social-Emotional Learning (SEthool-based programs have burgeoned based on this
premise. In their 2012 review, The Collaborative Agademic and Social and Emotional Learning (CABEL
identified and reviewed 19 elementary SEL prograam] these types of programs have reportedly led to
improvements in pupils’ emotional knowledge, bebeali problems, distress, classroom atmosphere, and
cognitive development (Domitrovich et al., 2007; W, Brackett, & Plain, 2004; Solomon, Watson,
Delucchi, Schaps, & Battistich, 1988).

Recent awareness of the influence of teachers'akeniotional skills on students’ has been
encouraging (e.g., Brackett &Caruso, 2006). Jermimyd Greenberg (2009) hypothesized teachers’lsocia
emotional skills and wellbeing impacted on studestaotional outcomes (see also Jennings, Snowberg,
Coccia, & Greenberg, 2011; Roeser, Skinner, Beamng, Jennings, 2012). Rivers et al (2013) included
training for teachers on how to support delivery their literacy based SEL program for students.
Observational and teacher-report (but not studdatp from this study suggested their joint approach
benefited the classroom emotional climate. Althoegliting, SEL programs such as these still focus o
teachers explicitly and formally teaching emotionampetencies to children. However, in the abseice
emotionally relevant contexts, there is the risat thocial-emotional skills taught may fail to gealze to
natural settings and interactions (Tice, Bratslgivgk Baumeister, 2001). Children’s social-emotioskills
can and do develop within natural interpersonalti@hships, such as the emotional modeling by ceeeg
(Campos, Campos, & Barrett, 1989; Casey & Full®94t Shipman & Zeman, 2001). Skills learnt in a
relevant emotional setting can generalize to offi@ilar emotional contexts (Parrott & Spackman, @00
Social-emotional skills are also acquired whenheex and parents use everyday emotion-evokingtisitisa
as teachable moments and as opportunities to gevelationships, identify and validate feelingsd aeek
regulation strategies (Gottman, Katz, & Hooven, )99 hus, training on emotions within a relevantunal
context would serve as a useful adjunct or evenlstigute to formal programs when developing secial
emotional skills. One considerable challenge tostiecess of an environment-based intervention, hemyves
the heavy reliance on the ability of classroom lieas to demonstrate emotional competencies in their
everyday interactions with pupils. The variabilityemotional skill levels is likely to temper anyogram’s
potential effectiveness (Domitrovich & Greenber@0Q). Research aimed at understanding how teaakers

every day emotional situations to foster childresrisotional competencies is still in its infancy.
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Teachers’ Social-Emotional Skills in Context

Emotions and emotional skills are central to effecteaching and the shaping of teachers’ emotional
connections with students, which foster learnind positive developments in pupils (Hargreaves, 1998
2000; Jennings and Greenberg, 2009). Given thatgatildren spend a lot of time with individual ¢cears,
there are potentially hundreds of implicit learniogportunities and situations involving differemh@ions
occurring in everyday interactions in which teashean foster students’ emotion skills. Teachersaine
students’ emotions in everyday conversations bydathg or dismissing children’s emotions, faciiia
children’s emotional vocabulary, and/or linking sas to emotions when they occurred (Ahn, 2005).
Teachers who support students’ emotional experiemmeengage in emotional scaffolding, are viewgd b
students as more supportive and caring (Meyer &diyr2006; Patrick, Turner, Meyer, & Midgley, 2003;
Wentzel, 1997). To investigate the types of ematiaskills required in educational practice, Hanayd
Evans (2003) interviewed exemplar teachers andestadvhose behavior had much improved with a new
teacher. Five emotional skill domains emerged fritvair research: Emotional Relationship, Emotional
awareness, Emotional Intrapersonal Beliefs, Emoflamagement, and Emotional Interpersonal Guidelines
(see also Andersen, Evans, & Harvey, 2012; Evaasydy, Buckley, & Yan, 2009; Harvey, Bimler, Evans,
Kirkland, & Pechtel, 2012; Yan, Evans, & Harvey,12). Harvey (2004) found teachers’ emotional skills
these five areas were associated with studentstienad intelligence and emotion regulation. However
given the correlational nature of this researcle, direction of the relationship between teachecgia-
emotional skills and students’ emotional outconsagriknown. Further research is necessary to deterthe
direct influence that changes in teachers’ emotipractices has on students’ emotions.

Researchers have recently begun investigatingnipadt that teachers’ emotional change may have
on students. Hoffman, Hutchinson, and Reiss (2@8)kloped an emotional intelligence and classroom
management intervention. They found attitudinalftshin teachers’ perceptions of the school climate,
collegial support, and relationships with stude@thers have reported links between teachers’ emalti
intelligence and their teaching efficacy (PenroBerry, & Ball, 2007). Despite this, few studies &av
investigated what emotional competencies are nages$ar teachers, whether these can be learnttlzad
potential benefits that the enhancement of teatlsersal-emotional skills might have on studentte3e
studies are limited in their reliance on correlatibdata, predominantly involve self-report andcpéred
changes in attitudes, and/or have not measuredyeban both teachers and students

The current research aimed to develop an interwertd improve teachers’ social-emotional skills in
the classroom and to measure changes in teachewstiomal teaching practices and their emotional
awareness in the classroom, and changes in studestal-emotional behavior as a result of chanidpes
teachers may have made. We hypothesized that tsadieneficial emotional practices (e.g., emotional
awareness, emotional relationships, emotion cogchiemotion interpersonal guidelines, emotional
intrapersonal beliefs) would improve as a resultskills training in emotional competencies. We also
anticipated observing decreases in areas negdtasg enefits, such as rigidity and criticism hire were
changes in teachers’ emotional practices, we pielithese would be related to changes in studeatsal
and emotional behavior, namely a decrease in Imgjlgind an increase in pro-social behavior and ipitgit
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Method
Participants

Recruitment for teachers involved several stepgré&ssions of interest were sought from school
principals and teachers of students between 8 8ngkars of age. Those interested in participatiggesl
informed consents. Consent forms were sent to pareh students whose classrooms that were to be
involved. Passive consent procedures were usedpaitimts, as only teachers (and not students)dattetme
intervention workshops (Anderman, Cheadle, CuriighD et al., 1995). Students whose parents didvaot
them to be videoed or complete questionnaires wereed to another classroom while filming, and given
another activity to do during questionnaire admiaiton. Informed written assent was also sought
confidentially from students. Prior to the admirasibn of pre- and post-intervention questionnaaed the
initiation of filming, a member of the researchrte@troduced himself or herself to the students esd
verified assent. All participants were given th@opunity to withdraw from the study at any stage.

Teachers were recruited from 20 public and stagesiesl elementary and middle schools located in
the lower central North Island of New Zealand, andgraphically diverse area consisting of three kmal
cities, rural towns and villages, and agriculturagions, varying from the highest to the lowestome
brackets in the country. The total population af tegion is 222,672, the ethnicities of which cosgiof
20.6% Muori, 81.3% Rkeha/NZ European and 9.2% Other. Seventy-three peraepeople hold a formal
qualification, unemployment is 7.8%, and the medamual income is NZ$25,000. The economy is
predominantly agricultural, with 55% of the popidat based in either of the two main cities and the
remainder located in rural locations, towns, olagés (Statistics New Zealand, 2013).

The intervention ran for the course of a full sdhgear. Forty three teachers agreed to participate
the research intervention. Six teachers were iibddigiue to students in their class being belowctiteff age
of 8 years and a further 10 teachers from thevetgion group withdrew prior to the interventioeaving 27
teachers responsible for 302 students who part&ipa the intervention.

Twenty three teachers taught at the elementarydeaifeYears 3 to 6 (US equivalent to Grades 2-5)
and four taught middle school students in Years & {(US Grades 6-7). Intervention groups were drgah
in three different locations, two urban and onealkuteachers were assigned to an intervention group
according to the locality of their school. The maitervention involved 4 groups in total; each grdwad 7
teachers on average. The demographic characteristic participating teachers and students were

approximately equivalent to the population statsstor the region (see Table I).
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Table 1. Demographic information on the intervention sample

Teachers Students
Frequency Percentage Sample size  Percentage

Gender

Male 6 18% Male 155 47%

Female 21 82% Female 172 52%
Unknown 5 1%

Ethnicity

NZ 25 93% NZ European 141 43%

European

NZ M aori 2 7% NZ M aori 76 23%
Pacific Island 12 4%
Asian 4 1%
Mixed 36 11%
Other 62 19%
unknown 1 .3%

Age

25-35 10 37% 7-8 125 38%

36-45 6 22% 9 85 26%

46-55 5 19% 10 65 20%

56-65 6 22% 11 28 8%

Total 27 12 20 6%
13 2 1%
Unknown 7 2%

Measures

CLassroom Interactional Measure of Affective TeaghEnvironmentCLIMATE) (Chin, Yan,
Harvey, & Parkes, 2011). CLIMATE is a behavioraketvation tool measuring the frequency of teachers’
emotion-related behaviors when teaching childrethéir elementary and middle childhood years. CLIMA
was field tested using over 100 hours of in-clagew recordings on a select sample of 23 elemeratiady
middle school teachers nominated for creating pesgmotional environments in their classroom. GCsde
independently ranked these 23 teachers and embbehaviors of the highest 6 on the CLIMATE anddise
their data as comparative feedback for teacheosigfimout the intervention. As each module was calehe
frequency of emotional behaviors pertaining to thmatdule from the 6 exemplar teachers and the group
sample were compared to the frequency of behawihsteachers filmed during the two-hour baselihage
using CLIMATE. Individual comparisons were givendach teacher, although only the overall groupltgsu
were discussed. An increase score is reflectivanofeases in desirable and decreases in undesirable
emotional behaviors, which indicate an increaseniotional practice competence. A decrease scoreaies
the opposite relationship to this.

CLIMATE was used primarily as an evaluation toal foe intervention. To do this, film data were
analyzed through CLIMATE by trained coders usingnigiald INTERACT 8 software, a computer program
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that enables the labeling of selected video segneiith user-defined codes. This enables the 3-level
hierarchy in CLIMATE to be separated into 4 Supehang categories, 27 Categories, and 44 Subcaésgor
with Subcategories of emotional behaviors recordedrequency data. The Super-arching categories are
based on four of the five underlying componentseoiotional environments outlined by Harvey et al.’s
(2012) model of classroom emotional environmentsot@nal relationships, emotional awareness, emotio
management, and emotional interpersonal guidelidedes are drawn from categories and subcategdides.
illustrate, the categories underlying emotion mamagnt includes student behavioral coaching, whiels w
identified when teachers identified and discussatiqular behaviors with students, the reasons ivhiyould

or shouldn’t occur, and generated solutions about to act in the future.

Coded pre- and post-intervention classroom videortings using CLIMATE were compared. All
videos were two hours in length. Whenever an ifiedtbehavior occurred, its form, and when it begad
finished was recorded by independent coders bbrtti¢ data collection condition. Agreement was dase
the form of the behavior that occurred within asg@@ond entry and exit point. These defined behsviare
collated and calculated as a frequency.

To assess reliability, 10% of observations wereaddoly a second observer. A master coder and two
additional independent coders coded the directrebien videos. The inter-rater agreement (Cohkajfmpa)
for CLIMATE between a master coder and associatsters with this study of 27 teachers was .73.
Coders were independent of any other role withe bsearch team. The Master coder participatetien t
development of CLIMATE. During development, the Maiscoder and other expert code developers coded
all of the same samples and these were compareddi&arepancies were resolved through discussidn an
codes reworked. Emotion coaching for example wagnally coded following the identification of emon
by a teacher, labelling, validating, and developmegv approaches to emotion management with stugjent(
However, discrepancies revealed a number of varignthis approach with responses (e.g., addressing
behavior rather than emotion) and timings betwéenuse of emotion coaching and the presence ofi@mot
(e.g., coaching through reminding students of aiptess emotional event versus during the emotiomah8.
Coding was consequently altered to account foretiasiations.

Questionnaire on Teacher Interaction (QTI) (Elenaey} (Goh & Fraser, 2000; Wubbels & Levy,
1991). The QTI examines teachers’ interpersonahtien through teachers’ and students’ perceptiiisgu
eight scales (Leadership, Helping/Friendly, Underding, Student Responsibility/Freedom, Uncertain,
Dissatisfied, Admonishing, and Strict Behavior).Earale consists of six 3-point Likert items(1 dha
ever, 2 = some of the time, 3 = most of the tinme) acale scores are calculated by summing the séore
each. Teachers are asked to describe the mantieziointeractions with students and students cefi@ how
a specific teacher interacts with them. Goh andsétrg1996) reported internal consistency (Cronbach
coefficient alphas) ranged from .58 to .78 for uidiials (N=1,512) and.73 to .96 for class means3®=

Peer Relations Questionnaire (PRQ) Short VersianChbildren (Rigby, 1997). This 12-item self-
report measure was designed to assess the quaditydents’ peer relationships, the nature andgleexe of
bullying, and students’ readiness to seek helpgufinee subscales (bullying, victimization, and qo@al
behavior).Higher scores on the 4-point Likert s¢dle never, 2 = once in a while, 3 = pretty ofténs very
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often) indicate higher levels of bullying, victingizon, and pro-social behavior. Raskauskas, Gregory
Harvey, Rifshana, and Evans (2010) found the sloonh useful for children in New Zealand schools and
reported normative data and internal consistencgr{tacha coefficients) for all scales ranging from .62 to

.86.

The How | Feel Scale (H)F(Walden, Harris, & Catron, 2003).The HIF is a iBdn self-report
measure that examines the interplay between aransatontrol in social-emotional adjustment in sttage
children. Ratings are provided for three scalepaditive emotions (happy and excited), negative temo
(sad, scared, mad), and emotion control over ttemity and frequency of each feeling when it o@xiover
the past three months. Scale scores are obtaineatthyng the items associated with a particularescal
Respondents answer how true each item was ovéagh® months using a 5-point Likert scale (1 = acall
true of me to 5 = very true of me). Walden et 20(3) reported the HIF to have moderate reliaboigr a
two-year period, a stable 3-factor structure, rolmencurrent validity, and subscale internal caesisy
ranging froma=.84 to .90.

Recognition of Emotional Content/Process Td$lis exercise relates to a 10-minute online video
segment of an exemplar teacher interacting withckess. The film test was administered through hsite
and completed pre- and post-intervention. Teaalere asked to identify and record emotional momants
to describe the emotions evident in the video. Greehers finished watching the video, they respdrid
open-ended questions about the emotional intereststrategies the teacher used in the interactign, How
did the teacher respond to students’ emotions?gir Tdescriptions of emotional events and respomses
subsequent questions were analyzed in relatiomeoldvel of their knowledge of emotional content an
process by coders scoring the level of their respoagainst a 4-level Guttman scale (where 0 meant a
respondent identified no emotional content or pseci the film segment and 4 meant a complex and
emotion-specific knowledge was evident). The codjuide was developed by the first author and two
independent coders using responses from 23 teatharpilot sample. All responses were compared and
differences in ratings were resolved through disicusuntil consensus was reached.

Intervention

The intervention involved three one-day workshopistpacher group, followed by a half-day follow-
up session. Each workshop was delivered three wegeds, so that the intervention required three theto
complete. The workshops were organized into sewadfiaday modules based on dimensions of the Harvey-
Evans’ model of the classroom emotional environmé&hé module topics included: the classroom emation
environment, emotional awareness, emotional relakiips, emotional interpersonal guidelines (statgland
boundaries), emotional intrapersonal beliefs (fgufthy, attitude, and acceptance), and emotion augch
(emotional expression as a teachable moment).

Specific topics within each target area were iniel to teachers for discussion in semi-structured
workshops, termed Quality Learning Circles (QLG: tevett & Gilmore, 2003), which are reported toame
effective means of self-appraisal and teacher legr(Lovett & Verstappen, 2004). Using this apptoac

small groups of teachers explore the topic areavige support for each other’s learning, compagegiices,
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develop ideas for practice, and reconvene to refleckills trialed between meetings. The half-tdpw-up
session reviewed the material covered and collgreticipant feedback.

The consistent delivery of material was aided byuging the researchers who wrote the intervention
manual also delivered the QLCs and that all QLCgewacilitated by the same people. Each module was
organized using a structure derived from well-dgthbd principles of behavior change that are comiyno
used in cognitive-behavior therapy (Branch & Dryd@011; Dobson, 2009): review, psychoeducation,

modeling and feedback, personal application, amddveork.

Analysis

Twenty seven teachers completed the main interver{ee Table II), and all were filmed and their
data included in the analyses. Twenty-six teaclaad 332 students completed the QTI and 19 teachers
completed the pre-post film test. The PRQ and HErencompleted pre- and post-intervention by 332
students.

All data were entered into SPSS and first testdti tiie Kolmogorov-Smirnov test of normality to
assess the normality of data distribution, folloywetien necessary and possible, by transformatistales
to reduce any departure from normality. Subseqgaealysis used independent and paired-samples $witen
tests, and Spearman’s Rank Order and Pearson®atarns. Cohen’s d was used to calculate effeet-fr
repeated measures. We used these authors’ recoratiogrscto interpret r, whereby an effect size of.1 is

considered smalf,= .3 is medium and= .5 is large.

Results

Teachers were expected to complete the video telpendently using the internet. The eight
teachers who didn't complete the film test wereated at schools that had difficulty streaming tizew.
Spearman’s Rank Order Correlation of Measures wed to evaluate the relationship between pre-tast d
No significant correlations were noted between CRINE and other measures. A moderate level of
correlation was evident between some of the HIFscales and the PRQ subscales(HIF: Positive and PRQ:
Prosaocialp = 0.47* ; HIF: Control and PRQ: Prosociak 0.54**).There was moderate correlation between
the HIF subscales Positive and Contpok(0.63**) and Positive and Negative € 0.49%). In addition, the
Film Content test and Film Process test correlatederately 4 = 0.62**), as did the student completed QTI
subscale Desirable with Undesirable £ -0.76**) and HIF: Control 4 = 0.51**). However, the teacher
completed QTI did not correlate with the studemhpteted QTI.

An excluding cases pair wise option was used thatired teachers with missing data from any
particular analysis were excluded. To reduce theber of analyses while keeping with the circumplex
structure, we combined the Leadership, Helpingfielie Understanding, and  Student
Responsibility/Freedom QTI scales into a ‘desiratdaperordinate scale and Uncertain, Dissatisfied,
Admonishing, and Strict Behavior into an ‘undesiealsuperordinate scale. The two superordinateescal
departed from normality due to the extent of skewhie raw scales. Therefore, square-root transfionsa
were used to unskew these, and parametric statistibsequently used. Using these combined scales, n
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changes were noted with the QTI. The CLIMATE oba#ibn scales related to Emotional Awareness,
Positive Relationship, Emotion Coaching and Pasitivterpersonal Guidelines were also combined énto
Desirable total score and Negative Relationship ldadative Interpersonal Guidelines into an Undégéra
total score. Individual and Superordinate CLIMATEales deviated from normality. Since scales wetmto

of observed occurrences, they follow a Poissorridigion and therefore a square-root transformatias
used.

Although no differences were noted on CLIMATE dodidbers’ desirable emotional behaviors,
decreases were noted in teachers’ undesirablessdargher analysis suggested both negative imswpal
guidelines and negative ways of relating decredseerestingly, no change was found with the pesiti
counterparts of these scales on the total desisglale. Moderate increases were also found resphcin
teachers’ level of description about the emoti@oaltent and the emotional processes they obsemvad i
video sample of an exemplar teacher’s practice.

Students’ report of teachers’ behavior on the Qffeed somewhat from outcomes evident in coded
video samples and the video test. Students replessddesirable behavior from teachers wherea® dd&a
suggested less undesirable emotional behavior @xtwver the year. It is uncertain whether this mhea
students’ perspective of their teacher generaltgritrated over the course of the year or whethange in
teachers did not occur and/or was not evidentttatents.

To test for these possibilities, classes were mesigo two groups according to their teacher’s alver
CLIMATE scores. Group 1 consisted of 17 teache@%f with 217 student reports coded as showing
improved levels of emotional interaction post-imtntion, i.e. improving their scores, while Group 2
included 10 teachers (37%), with 115 student reposthose scores on CLIMATE worsened. No pre-
intervention differences between the two groupsevestident on the QTI and CLIMATE. Pre-to-post chesg
in scores on each QTI scale were found for eactiesty and also aggregated across classes (Tahle Il
reducing the 2-within (time) x 2 between (classai)ed design to a simple comparison. No differererse
found between Groups 1 and 2 on teachers’ experienteachers’ and students’ age, grade, ethni8Eg,
or gender.

Distributions of mean pre-post change scores pahter were acceptably normal, allowing the use of
a t-test to contrast the CLIMATE groups. At thedkwf individual students’ perceptions of theirdbar’s
behavior, QTI change scores departed from nornstildlitions, being highly granular due to the desij
the scales. Thus the non-parametric Mann-Whitnegst was appropriate for comparing CLIMATE groups.
Note also that the individual student comparisoolates the assumption of independence among
observations, with the risk of inflating alpha;this circumstance, Stevens (2002) recommends #ponse
of seeking a more stringent alpha, e.g. 0.01. Thbiecludes t values (adjusted for non-equalifyariance,
if Levene’s test indicated non-equality withi®.01), and effect sizes in r and Cohen’s d; andalles, with
effect sizes in terms of r.

Overall, scores on the student-report QTI deterdaran the course of the year, but for many scales
this was limited to teachers who had not improvesrtstyle of emotional behaviors. The Increaseigneas
significantly better on all four QTI scales of dasile behavior (i.e. they displayed less negativeven zero
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pre-post reductions). The Increase group was velgtibetter on the QTI Admonishing and Strictnesd a
PRQ Prosocial scales (i.e. less positive or evenm gee-post increases). No differences were obdernethe
QTI Student Uncertainty and Student Dissatisfieales; the PRQ Victim or Bullying scales, or anytloé
HIF scales. Significant findings are presentedable IIl.

Our second hypothesis was that changes in teacherstional interactions would be reflected in
students’ positivity, negativity, emotional contrpkro-social behavior, bullying, and victimizatiamsing the
HIF Questionnaire and PRQ to measure these outcatte® points, pre and post intervention. The ysial
follows the pattern of the previous paragraphs. ddeling on changes in the teachers’ CLIMATE scores,
classes were organized into Increase and Decreaspsy while the 2 x 2 mixed design was reduced to
between-group comparison of pre-post change s@resach scale. Each comparison was performed at the
level of teachers (i.e. aggregated values withioheelass) and individuals. Changes in Positivity an
Negativity were combined into a ‘Net Valence’ sc@Positivity — Negativity). Means, standard deas,
medians and effect sizes for the change scoréadeled in Table IIl.

The change scores followed acceptably normal Higions at both levels (the HIF and PRQ being
more fine-grained than QTI scales), allowing the o parametric statistics, but for consistenceg, Mann-
Whitney U test was applied as well as the t-test.

At the individual level of comparison, there argnsiicant group differences for Net Valence, Pro-
Social, and Victimization scales, and a borderBigrificant difference on Negativity (the violatioof
observation independence at this level mandate®ra stringent criterion of assessment). This is ttue
negative shifts for the Decrease group, while titedase group is stable. Effect sizes are smalletier. At
the class level, only the Prosocial change scamesignificantly different. Due to the small sampiee in

this analysis, large effect sizes were requirearder to detect changes.

Discussion

We embarked on this study with the aim of improviegchers’ social-emotional skills, measuring
these changes, and assessing the influence thesgeshhad on students’ social-emotional behavisr. A
hypothesized, there was support for specific teathanotional behaviors changing over the coursens
school year. Teachers who patrticipated in the wetgion decreased negative relating and use ohgett
limits, and improved in their awareness of emotiot@ntent and process in the classroom. No changes
emerged for desirable limit-setting approachesti@iship development, emotion coaching, or emation
awareness of students. No differences emergedudests’ emotions or school relationships as a tresful
these changes in teachers. Of concern was studeptst of a worsening of teachers’ leadershippfudess,
understanding, and student responsibility/freedom.

What was puzzling in these data was the finding tlihile teachers were predominantly observed to
decrease their undesirable behaviors over timdests reported the difference between teachersdichand
did not improve was whether they displayed compasigt more desirable behaviors. One possible

explanation is that negative emotions brought abguindesirable interactions override studentstgetion
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Table Il. Paired-Sample t-test of Intervention Data

CLIMATE MTimel SDTimel MTime2 SDTime2 N p(2-tailed) t r (Cohend)

Emotional Awareness 1.96 0.47 1.68 0.74 27 NS -1.92 0.35 (-0.75)
Emotional Relationship — Desirable 1.98 0.51 1.89 0.64 27 NS -0.74 0.14 (-0.29)
Emotional Interpersonal Guidelines — Desirable 0.43 0.44 0.32 0.43 27 NS -0.84 0.16 (-0.33)
Emotion Coaching 0.23 0.48 0.33 0.38 27 NS -0.85 0.16 (-0.33)
Emotional Relationship — Undesirable 2.01 0.47 1.61 0.54 27 0.006 -3.03 0.51 (-1.19)
Emotional Interpersonal Guidelines — Undesiral 2.38 0.63 1.64 0.56 27 <0.001 -4.80 0.69 (-1.88)

Film Test of Exemplar Teacher

Content 2.03 1.02 2.63 1.14 19 0.050 2.10 0.44(0.99
Process 1.21 0.95 1.95 1.01 19 0.010 2.89 0.56 (1.36)
Student completed Questionnaire of Teacher
Interaction
Leadership

2.49 0.17 2.35 0.31 24 0.008 -2.90 0.52(-1.21)
Helping/friendly

2.45 0.25 2.32 0.44 24 0.060 -1.98 0.38(-0.82)
Understanding

2.33 0.21 2.25 0.27 24 0.022 -2.47 0.46 (-1.03)
Student responsibility/ Freedom 1.75 0.20 1.64 0.24 24 0.039 -2.20 0.42(-0.92)
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Table Ill. Student copleted Questionnaire of Teacher Interaction

Student QTI MT1 SDT1 MT2 SDT2 Change SD  {[22] p r (Cohend)
Leadership
Increase group 2.47 0.18 241 0.22 -0.06 0.16

2.427 0.024 0.46 (1.04)
Decrease group 2.54 0.17 224 0.42 -0.29 0.31
Helping/friendly
Increase group 2.45 0.27 244 0.39 -0.01 0.29

2.763 0.011 0.51(1.18)
Decrease group 2.45 023 212 0.46 -0.33 0.26

Understanding

Increase group 2.31 0.20 2.29 0.27 -0.02 0.16

2.672 0.014 0.49(1.19)
Decrease group 2.27 0.23 2.18 0.29 -0.19 0.11
Student
responsibility/
Freedom
Increase group 1.70 0.16 171 0.17 0.01 0.11

3.733 0.001 0.62(1.59)
Decrease group 1.82 0.24 1.53 0.31 -0.29 0.27
Student Admonishing
Increase group 1.63 0.30 1.65 0.34 0.02 0.16

-2.235 0.036 0.44 (0.95)
Decrease group 1.68 0.18 1.86 0.31 0.18 0.19
Student Strict
Increase group 1.92 0.19 1.87 0.20 -0.05 0.10

-2.319 0.030 0.44 (0.99)
Decrease group 1.93 0.21 2.02 0.27 0.10 0.20

PRQ Prosocial
Increase group 2.95 0.22 292 0.23 -0.03 0.26
Decrease group 3.00 0.28 2.67 0.45 -0.33 0.38

2304 0.031 0.44(0.98)

Note 1. Analyzed at level aflasses15 in “Change” classes (increase), 9 in “No cledrdasses (decrease)

of others’ (positive) behaviors. By decreasing wn@dble behaviors, students notice the range oitipes
behaviors that may already be present in teacheesactions.

An analysis of outcomes indicated that not all hess improved. It is concerning that just over a
third of teachers worsened on behavioral CLIMATEngs. Whether teachers improved or not appeared to
impact on students. Compared to non-improvershtxacwho improved on CLIMATE were perceived by
students to be comparatively higher in leaderstipre helpful/friendly and understanding, and fostere
student responsibility/freedom. These findings eoasistent with other studies that found teachens w
emotionally scaffold and support students’ emoti@aeriences were seen by students as more canmithg
helpful (Meyer & Turner, 2006; Patrick, et al., 3)@Wentzel, 1997).
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An issue of concern was the regression over timbeoieficial emotional behaviors irrespective of
group. Use of a control comparison group and lasgenple sizes may clarify whether or not a regoessi
emotional behavior typically occurs over the couo$ea school year. An analysis of data indicated th
CLIMATE sub-scores for both groups were not différat pre-intervention. However, a range of events,
such as change in lesson types, structures, sphosinnel (e.g., new school principals), or otlebosl-wide
initiatives are likely to influence student anddeer post-intervention data. There is also a pdsgithat
teachers with decreasing CLIMATE scores exhaudtedemotional resources required to enact emotional
practices as the school year progressed. Indeesteidand Naus (2015) argued that a short-cominieo
model used in this study is that it “tends to lectite source of emotional skills and emotional atenwithin
the teacher” (p. 365). They continue on to writat tamotional “skills find their expression best hirt an
emotionally supportive network... even if beneficeahotional skills are present in a teacher's behakio
repertoire, the state of teachers’ own emotionaltheand energy will potentially influence the likeod of
them drawing on these skills in their practice”. dther words, some teachers in this study may have
understood particular emotional practices, buthamt the emotionally supportive school culture, naiton,
or the emotional wellbeing to use them. Their ffitsh segment may have reflected a time at thet stathe
school term when they felt energized, fresh, anié &b sustain a moderate level of emotional practic
However, as the school year progressed, difficultieay arise that hamper the ability to sustainehes
behaviors.

Relatedly, there is a consensus that one time Wwopssdo not reliably result in sustainable practice
change. This is because workshops often don’terétapersonal teaching practices and may be detdobm
and differ in emphasis, goals, and method to teatheurrent school programs (Loucks-Horsley &
Matsumoto 1999). Instead teachers learn best ‘th famm practice’ (Center for Technology in Learning
2009). The QLC methodology was chosen becausealtles teachers to cover relevant material in-depth,
allows teachers to bring their own ideas and maltegiated to emotional practices to discuss aat] twhile
building relationships with a small group of cotjeas (Lovett & Verstappen, 2004). Furthermore, ltees
own practices were measured, filmed, and coded, disclissions around their results were raised for
discussion within the QLC. Individuals were giveatal of their own behaviors as feedback, the QLC
participants as a group, and a rigorously selestedple of exemplar teachers. Teachers found tedbiek
informative and encouraging, as there were mangWiels coded at the same frequency as exempldreesac
and a valuable point of discussion whenever cldéerdnces emerged. Despite this, participants nvielered
independently and not as part of a school-wideaitnve. Therefore, participants did not receiveamiged
practice support from school colleagues and managem

It should be noted that those teachers whose CLIEIAEhavior improved did not show overall
improvement on the questionnaire measuring teacinitegaction (QTI). There were however, differences
between teachers who improved or didn't improv&€liMATE behavior on the QTI subscales leadership,
helping/friendly, understanding, and student respmlity/ freedom. These results suggest some g@éner
slippage in the students’ perspective of theirlieas as they become increasingly aware and knoeddalg
about their teachers throughout the school years Tecline seemed to be minimized when teachers’
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CLIMATE behaviors improved. Unfortunately the refssh measures design prevents us from clarifying
whether this slippage is a naturally occurring miveanon. Employing a randomized control trial in any
future research would enable researchers to cdotrtthis possibility.

A further point to make is the difference in coosts being measured. The QTI, for instance,
measures teacher behavior related to managemdas,sguch as leadership, strictness, and admonition
CLIMATE and the current intervention focused on foeial-emotional skills teachers displayed. Witilis
worthwhile to evaluate whether a relationships doegct exist between teachers’ emotional respoiasel
students’ perception of their teachers’ managerame, a relationship between these two constrigciet
guaranteed. There is also the possibility thatehessults can be explained according to percepiual
measurement differences. Teachers’ and studerdponses to the same scales on the QTI for instance,
showed little correlation. If teachers’ percepti@ms likely to differ to students, they are aldeely to differ
to coders conducting behavioral observations.

The second hypothesis that changes in teachersti@rab behavior would lead to social and
emotional changes in students was not supported. miay mean that changing target emotional behavior
has little or no relationship to changes in stusleamotions and emotional skills—or simply that mhes
take longer to occur from environmental changes tihe time allocated in this study. Given changesew
noted in positive emotional relationships or lisdtting, it may also mean this intervention wasgfifective
in effecting the necessary changes. Alternativisigre may be issues with the measures used oretlignd
and size of this study in detecting changes. Obigimoderate effect sizes with non-significgnvalues
suggests there was a significant issue of powdr this study. Without the power to detect evendagffect
sizes with this study, these patterns must bepreéged with caution. Furthermore, an absence airdral
group meant that naturally occurring changes frefacsion effects, maturation, familiarization oatbers to
students, and the context of measurement (e.@tidocand time) were unable to be controlled.

To address these issues, future research wouldellotavdesign randomized control trials within
whole school settings. It would seem worthwhileltoas the implications are significant. Firstsiirnportant
to isolate whether changes in teachers’ own emaltidyehavior supports students’ social-emotional
development. The current intervention was basedhenpremise that students’ socio-emotional skitls a
developed when everyday school emotion-evokingagans are used by teachers to identify and vaidat
feelings, and to develop relationship and emoticaanagement skills (Gottman, Katz, & Hooven, 1997).
Implicit within this working model is the notiondhlearning is partially dependent on (but notrehf) the
emergence of emotional situations and the socialtiemal skills of the teacher to use these as tdaleh
moments. Therefore, the transmission of these Isewiational skills occurs over the period of time.
Unfortunately, the current study was hampered byraparatively brief length of time between pre- aodt-
intervention. Measurement was unable to be conduate¢he first and last semester of the school tenah
students in NZ typically change teachers annudlhjs left a two-semester window with which to cotle
data. Longer timeframes are required to evaluateetfiects of teacher changes on others given o¢thers
perception of behavior is likely to lag any obsehghanges. Second, the idea of aligning assessoast
and intervention with frontline practice is essahti-urther research is necessary to document ieegls of
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emotional practices across situations, demograptiiesschool year, and contexts, and ensuringviatgion
and assessment procedures are sufficiently in syttt each other and with practice. The challenge of
developing a clear, reliable, workable assessmedtiatervention approach aimed at enhancing teather
ability to create an emotional climate still renmi®bservations of emotional practices may augientise

of self- and student-assessment measures; partycglaen their associated limitations such asahaity of
students to detect subtle changes in emotionaltipeac Finally, this research carries implicatidios
incorporating social-emotional skills in teacheining, and indeed, the selection of teachers.

In summary, support was mixed for our two expecteti There was some evidence to suggest that
teachers’ social-emotional skills can improve a®sult of formal training. The finding that teachevho
improve their emotional interactions appear to cffeetter emotional outcomes with students was not
supported. Additional research is necessary touatctor some of the limitations of this study, suah
inclusion of a control group, larger samples, dreldevelopment of specific psychometric measurgetiag
teachers’ and students’ social-emotional skillssdaech such as this will take several years to teteip
nevertheless, teachers who participated in thidysitosisted that understanding and effectively gsacial-
emotional skills enhanced their practice and bégefiheir school environment. Such a demanding atsm

is worth pursuing for the benefit of teachers andeants.
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