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Executive Summary
	The Washoe County School District (WCSD) recently received a grant from the Collaborative for Academic and Social Emotional Learning (CASEL) to support their efforts to implement a district-wide social emotional learning (SEL) curriculum. To ensure effective, consistent, and sustainable implementation, WCSD conducted an in-depth, multi-methodological needs assessment to identify strengths of the District’s current SEL practices as well as potential areas to target for improvement or scale-up. Data was collected from a variety of sources (e.g., students, counselors, and teachers) through a variety of methods (e.g., focus groups, surveys, behavior reports). This executive summary outlines the key findings of Washoe County School District’s (WCSD) SEL needs assessment. 
Program Inventory and Counselor Focus Groups
	All elementary school counselors, and six secondary level counselors were asked to participate in a series of focus groups after completing an inventory of which SEL programs were available at their sites. Results revealed that although several evidence-based programs were available at the elementary-school level, including Second Step, Steps for Respect, and Tribes, few evidence-based programs were available at the secondary level. Additionally, most elementary school counselors indicated that they rarely used the programs they had purchased in their entirety, typically picking and choosing activities from the programs available. Very few counselors reported using the built-in program evaluation measures that came with the SEL initiatives, and even fewer used other methods to evaluate the SEL programs for effectiveness or to decide which programs to use again.  Several counselors evaluated their SEL programs as part of their annual ASCA report.  
	The SEL initiatives that are used by counselors tend to be reactive and occur after a school incident occurred, rather than preventative and integrated regularly into the curriculum. Most SEL programs were implemented to specific grades, subpopulations (e.g. all 5th grade females, high risk students), or in small group settings after an issue arose (e.g. fight between students). As a result, counselors mentioned using several other programs that were not evidence-based, including locally-developed activities and programs they found online or in books. Although some counselors reported having a budget to purchase some of these programs or activities, others reported buying them out-of-pocket. 
	Several secondary counselors reported holding support groups for students, including grief groups. All secondary counselors agreed that many students received some of their effective and sustainable SEL in afterschool sports, and school clubs. WCSD could benefit from a shared SEL library of activities and programs that are evidence-based, so that counselors and other school staff would have a bank of high-quality tools from which to choose, and which they do not have to purchase or create themselves. Ideally, each school  or each vertical would have an SEL library. In the past, one district department has held all of the SEL programs, which poses an immense burden on the department as they have to inventory each program that is returned to check for missing parts or activities. 
The focus groups revealed overwhelming support for district-wide SEL implementation by counselors. However, many warned that in order for SEL implementation to be successful, teacher an administrator buy-in was crucial. Most counselors felt that they primarily operated in a silo with their SEL work, with little cross-staff training or involvement by teachers and administrators in their programming. In fact, some counselors reported feeling like they were the “SEL person” at their school, and would be recruited to handle any issue having to do with negative student emotions or behavior. In order to increase administrator and teacher buy-in, counselors believed that SEL training should be mandatory, or that the District should emphasize that SEL will be incorporated to practices already in place, like Common Core State Standard implementation or PBIS. 
Current Social-Emotional Climate in WCSD
Assessments of students and staff’s social and emotional competencies occurred through four primary means: 1) teacher observations of pre-kindergarten students’ social and emotional skills; 2) teacher observations of third grade students’ social and emotional skills; 3) self-reported social and emotional skills through an annual Student Climate Survey administered in grades 5-11, and 4) staff self-reported competency to administer social and emotional learning curriculum to students measured through the annual Staff Climate Survey. 
 Teacher observations of prePreK assessments, which includes an observational method by which teachers rate the extent to which their students meet standard SEL competency. Results of the 2012-2013 observations revealed that on average, students SEL competencies increased significantly from fall 2012 to spring 2013. In 2012, Pre-K students had a mean of 1.65 out a possible high of 3.0, whereas in 2013, students had a mean of 2.07 out of a high of 3.0. 
Similar to the PreK assessment, WCSD began using an observational rating system of its 3rd grade students in 2012 as a function of their participation in the Collaborating Districts Initiative (CDI) with CASEL. This measure requires 3rd grade teachers to randomly select seven of their students to rate the frequency to which their students display social emotional competencies. Overall, students were rated highly across all social and emotional skillsets, with means ranging from a low of 3.08 (self-awareness) to 3.22 (relationship skills) overall out of a possible high of 5.0. Data suggested differences in teacher ratings of students’ social and emotional competencies depending on student characteristics. Specifically, females were consistently rated substantially higher than males, and African American students were consistently rated lower than all other racial categories, on all SEL competencies. Thus, it seems that further training on observation and data collection would be required should WCSD choose to continue to use observational methodology.
Since 2011, WCSD has administered the School Climate and Safety Survey to gather feedback from school staff, students, and parents about the working and learning environment at their school. In 2012, data was also collected to measure impact of SEL implementation. Results of the 2012-2013 Staff Climate Survey indicated that overall, staff members are very supportive of integrating social and emotional learning into the curriculum. Specifically, 74% of staff members indicate that their school is supportive of SEL implementation and 82% of teachers reported that they were confident in their ability to implement SEL. Counselors were least likely to report that their school was supportive of SEL (72% agreed), compared to teachers and administrators (98% and 95% agreement, respectively).
Staff awareness of whether their school had an established written social and emotional curriculum decreased slightly between 2012 and 2013. This may be reflective of a better understanding of WCSD’s vision of SEL. In other words, in 2012 staff members who had not yet been exposed to SEL professional development may have been overestimating the extent to which their school followed a true SEL curriculum or conflating SEL with another initiative or program (i.e. PBIS). Through increased exposure to WCSD standards and professional development on SEL, staff may be more accurately reporting that they do not know whether their school follows an SEL curriculum that reflects WCSD standards. Among schools that piloted SEL in 2012-2013, 88% of those who had been exposed to professional development of SEL indicated that they noticed a change in student learning as a result of their participation. 
Results of the Student Climate and Safety Surveys reflect a need to provide more consistent SEL implementation to all students. Social and emotional competencies differ depending on student demographics. For instance, Caucasian and Pacific Islander students have significantly higher self-reported ratings of their social-emotional skills than Hispanic/Latino students. Students with an Individualized Education Plan (IEP), with Free or Reduced Lunch (FRL), or with Limited English Proficiency (LEP) all had lower SEL ratings than students who were not FRL, LEP, or IEP. 
Results comparing 2012 results to 2013 results indicate that students increased their self-reported social and emotional competencies. In 2012, 28% of students reported non-favorable ratings to the social and emotional inventories, whereas in 2013, only 21% of students reported non-favorable ratings. In 2012-2013, 52% of students reported that they had been verbally assaulted and 37% reported that they had been physically assaulted within the past 12 months. The most common reason for the attack was due to the victim’s physical characteristics (hair, weight, etc.). Since SEL is associated with a greater propensity to regulate impulse, manage social relationships, and make responsible decisions, it seems clear that the students of WCSD could greatly benefit from SEL implementation.  
Behavior Data	
During the school year, the district collects data regarding student suspension and problem behaviors. WCSD must address several issues with the data collection procedures before this data will be able to provide an accurate assessment of student behavior.  First, reporting of behavior data is inconsistent therefore the interpretability of the data is limited, particularly minor behavior incidences. Some schools report having no behavioral incidences for an entire year, whereas other schools report as many as 70 minor incidences with a single student. Second, the data that is available reflects disproportionality in suspension rates by race, although this disproportionality has decreased significantly in the past five years. However, suspension data indicates that African American, American Indian, and Pacific Islander students are 2-3 times more likely to be suspended whereas Asian students are slightly less likely to be suspended. This disproportionality may indicate that SEL implementation in WCSD could benefit from stronger linkages and integration with other cultural competency initiatives and messaging. 
Concluding Remarks
	Findings of the needs assessment reveal a high need for district-wide SEL implementation. Although counselors and teachers indicate support for SEL implementation the data indicated consistent racial and ethnic differences with regard to school climate and suspension rates, but it also highlighted a need to address student perceptions of safety in the school environment. Therefore, the universal social-emotional guidance mentioned by the counselors may not be enough to ensure positive social-emotional growth and academic success. These findings suggest a greater need for a consistent SEL curriculum and assessment, implemented by all staff, to ensure SEL is adequately provided to all students. Recommendations for such a curriculum are provided at the conclusion of the report.
Introduction: Why Social Emotional Learning?

Learning is a team sport; students, staff, and parents must work together to maximize student potential and ensure that all students graduate ready for the college and careers of their choice. The quality of relationships students have at home, at school, or with their peers affect their ability to learn. [image: http://casel.org/wp-content/uploads/Core_Competencies_3_White_Back.png]Social-emotional learning (SEL) is a process by which children (and adults) learn the skills necessary to effectively build positive social relationships and regulate their emotions. Such skills include, but are not limited to, recognizing and managing emotions (self-awareness), showing understanding and developing empathy (social awareness), making responsible decisions (responsible decision-making), forming positive relationships and learning to positively resolve conflict (relationship skills) and managing emotions and behaviors to achieve goals (Collaborative for Academic, Social, and Emotional Learning [CASEL], 2011f).  Integrating SEL with academic instruction has been demonstrated to promote skills related to both SEL and academic performance. For example, asking students to take on the perspective of a character (SEL) from their literature (academic) improves both social-emotional competence and the understanding of the material. 
SEL has also been shown to promote behaviors that facilitate learning and impede behaviors that interfere with learning. For instance, teaching children how to build positive social relationships increases student engagement and predicts positive academic performance (CASEL, 2011e).The development of these skills also fosters a positive learning environment, which in turn increases students’ academic performance and emotional attachment to school (CASEL, 2011b). Increased levels of school attachment have also been linked with increases in pro-social behaviors, attendance, grades, and graduation rates (CASEL, 2011a) as well as a decrease in violence, substance abuse, and risky sexual behaviors (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). A recent meta-analysis by Durlak, Weissberg, Dymnicki, Taylor, and Schellinger (2011) indicated that students exposed to SEL had more positive attitudes toward the self, others, and school compared to those who did not. The meta-analysis also indicated that those who received SEL displayed higher levels of pro-social behavior, and academic performance for up to six months after the intervention. Thus, incorporating SEL with classroom activities helps children develop the important social-emotional skills that they will need to be better prepared for college, the job market, and the future.  
In sum, there is strong evidence to suggest academic performance is not just a reflection of mastering the material presented in the classroom. It is also a reflection of whether the child can efficiently communicate his or her needs, what types of relationships the child has, and how that child manages stressful situations. Implementing SEL has been shown to have a positive impact on the social, behavioral, and academic aspects of school life. Thus, incorporating SEL into everyday classroom activities will not only improve students’ academic skills, but he or she will also learn how to care for others, make well-thought-out decisions, and how to take responsibility for actions (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).  

SEL Needs Assessment
	The Washoe County School District (WCSD) is one of eight school districts within the Collaborating Districts Initiative (CDI) that received a grant from the Collaborative for Academic and Social Emotional Learning to implement SEL curriculum in the district. Upon acceptance into this initiative in 2012, WCSD conducted a preliminary resource and needs assessment that was used to identify the SEL evidence-based programs currently being administered (AIR, 2012; Shaffer, 2012). This preliminary scan yielded three major areas to target that will enable WCSD to ensure sustainable implementation of effective, evidence-based SEL practices. The first indicated was the need to have an SEL Leadership Team at each school site. To address this issue, WCSD plans on creating teams which consist of at least one administrator, teacher, counselor, parent, and student that will assist in implementation by communicating the SEL core instructions to those at their school site. Second, to ensure consistent implementation across school sites, professional development is required for all staff members at both the district and school site levels. The third finding indicated that SEL strategies and curriculum must be accessible to the universal student population. Currently, the available SEL programs, although highly effective, are primarily targeted for at-risk groups (Shaffer, 2012). WCSD’s Three Major Areas of Need Identified in 2012
· SEL Leadership Team at each school.
· Professional Development on integrating SEL into daily instruction.
· Accessible SEL curriculum provided universally to all students.

To date, the first wave of SEL implementation has occurred and training has been provided to intensively to pilot schools, and has begun to be offered district-wide. In 2012, professional development has been offered to Central Office staff, counselors, school psychologists, district administrators, SEL Leadership teams, and at the pilot school sites. However, before continuing with SEL implementation, an in-depth resource and needs assessment was completed to examine the current practices and available resources that are currently utilized within WCSD. This will include an in-depth assessment of SEL-related instruction and an inventory of all SEL-related programs that have been purchased in the last three years. The assessment will include an examination of which students are currently receiving SEL instruction as the vision of SEL implementation within WCSD is for SEL to be accessible to its entire student population. SEL is not intended to supplant current instruction, but is intended to complement core curriculum. This will ensure that all students learn the fundamental skills necessary for academic and personal success. The needs assessment will allow WCSD to identify the gaps and weaknesses present within the district of which it can direct its efforts (Shaffer, 2012).     
Key Objectives of Needs Assessment
· Identify the primary SEL strategies and supports used by schools to support students’ social and emotional skills.
· Identify the primary recipients of SEL curriculum.
· Identify current standards of SEL curriculum.
· Identify whether SEL instruction is administered in a consistent manner throughout the district.

Needs Assessment Methodology
Data for the needs assessment was collected using a multi-methodological approach. Both quantitative data and qualitative data collected through the use of results from the Annual School Climate Survey, a detailed program inventory, MTSS and Behavioral Data, and staff interviews. Each provided an important perspective on the extent of SEL implementation in the district, barriers to further implementation, and strong practices currently ongoing in the district.
Program Inventory 
WCSD conducted a detailed program inventory to identify which programs have been purchased, whether the programs are evidence-based, and whether the programs have been effective. In addition to identifying single programs, WCSD also inventoried all SEL-related initiatives, policies, and procedures that are currently in place at schools.  The latter efforts help identify whether schools may be using other successful practices designed to enhance student and staff’s social and emotional competency. To do so, 33 elementary, and 6 high school counselors in the district were provided a list containing the 22 CASEL SEL-ect, 11 research-based programs, and any additional SEL-supportive programs (including PBIS), and were asked to indicate whether they had purchased any of the programs within the past 3 years. After completing the program inventory, these school counselors then participated in focus groups.
Counselor Focus Groups
To obtain a rich perspective of the current practices and support used within each classroom and school site, WCSD conducted two sets of hour-long focus groups with elementary and secondary counselors in May and June 2013. Four moderators guided the elementary school counselors’ focus groups that ranged from 5 counselors to 15 counselors. The middle and high school counselors were interviewed on two separate occasions. The first consisted of five counselors (2 middle school, 3 high school) from SEL piloting schools and one moderator. 
Counselors were asked a series of questions regarding the fidelity of the implementation of the programs listed on the inventory, how they measured the impact of the programs they used at their school, details of any additional SEL supports that were not listed on the inventory, and their perceptions of any barriers or opportunities to SEL implementation. These questions were designed to provided information regarding current and future SEL implementation in all aspects of the academic environment.
Pre-K Social and Emotional Inventory
	Washoe County School District also utilizes observational methodologies to assess the social emotional competencies of its pre-kindergarten (Pre-K) and third grade students. Two times per year Pre-K teachers evaluate their students on their social-emotional abilities. In general, pre assessments occurred in September and post assessments occurred in May. This assessment included a series of 13-items (see Appendix A) of which teachers rated their students on a four-point scale ranging from 0 (Not observed) to 3 (Exceeds Standard). Examples of such items are, “Expresses common courtesy to others,” and “Expresses feelings, needs, or wants in appropriate ways.”

Teacher Ratings of Third Grade Students.
In addition to the Pre-Kindergarten assessments, each year third grade teachers complete a questionnaire that is designed to assess the social emotional competencies of seven randomly selected students in their classrooms. On a scale from 1 (Rarely) to 4 (Almost always), each student was evaluated based on a set of 20 items that addressed their level of self-awareness, relationship skills, self-management, social awareness, and decision making skills. Example Items and Cronbach’s Alpha + Figure broken down by competency. In 2013, a total of 818 third-grade students were evaluated by 128 teachers at 50 elementary schools for a total response rate of 54.7%. 
Climate Survey Data
Since 2011, WCSD has administered the Annual School Climate Survey to students, staff, and parents in order to assess whether schools reflect a positive learning and working environment. The Student Climate Survey is composed of two measures: the School Climate Survey and the School Safety Survey; each completed by half of the student population. The Collaborative for Academic and Social Emotional Learning selected 10 items to include on the Student Climate Survey in 2012 that were designed to capture students’ self-reported social and emotional skills.  Examples of such items included, “I understand my mood and feelings,” I care about other people’s feelings and points of view,” and “When I make a decision, I think about what might happen afterward. The Student Climate Survey also includes items regarding their perceptions of adult respect, student respect, parent engagement, adult caring, academic support, academic engagement, academit commitment, and the utility of their education (see Appendix B) Items designed to captures students’ reports of their own misconduct (i.e., substance abuse, skipping class) as well as other students’ misconduct (i.e., threats of violence, vandalism) have been integrated into the School Safety Survey. These surveys are administered between April 23rd and June 1st and in the school computer labs. In 2013, this inventory was expanded to 30 items to allow for data to be sub-divided into five competencies. 
Teachers and school staff complete the Staff Climate Survey so that WCSD can assess the working environments at each school site. In 2012, CASEL identified 10 items to include on the survey that were designed to assess the extent of SEL instruction at each site. Examples of items included, “I feel confident in my ability to support students’ positive social and emotional growth,” “The culture in the school supports the development of students’ social and emotional skills,” and “All staff in the district know the district’s vision and goals for academic, social, and emotional learning.” On May 1st, surveys were sent out to staff members via email and staff had until June 1st to complete them. 
In 2013, this inventory was expanded to 20 items to allow for the assessment of the SEL climate within the district (see Appendix C). The first question asks staff members whether their school followed an established written social and emotional learning curriculum. Teachers, and principals and assistant principals, were then asked to indicate their confidence in their, and their teachers’ (respectively) ability to implement the social and emotional learning curriculum. Eight questions asked all staff members of their perceptions of the SEL support at their school. They were asked to respond to such questions as, “The adults in this school interact with one another in a way that models social and emotional competence,” and “The culture at my school supports social and emotional learning.” Teachers were then asked to respond to an additional three items that addressed their exposure to WCSD’s Social-Emotional Learning Standards. Those that had been exposed were asked to indicate how consistently they incorporated the WCSD standards into their daily instruction as well as how committed they were to implementing social and emotional programming in their classrooms. A test of internal reliability indicated that these items were in fact measuring the same underlying construct (Cronbach’s  = .88). This test statistic ranges from 0 to 1 with higher numbers indicating greater internal consistency. A value of .70 or greater, as is the case for the SEL scale, is a promising indication that a set of items are internal consistent.
In addition to these 14 items, staff members from the SEL piloting schools[footnoteRef:1] were asked to respond to an additional 3 items that were designed to assess their exposure to SEL professional development. They were first asked to indicate how they would rate their own level of commitment to implementing social and emotional programming at their school. Then they were asked whether they had participated in any professional development that provided an overview of social emotional learning. Those that answered yes to that question were then asked whether student learning and engagement had improved as a result of changes made based upon that experience. These staff members were then asked of any SEL-related changes within their school (Cronbach’s  = .89). Examples of such items are, “Have student learning and engagement improved as a result of changes you made based on participation in professional development,” and “My school is looking carefully at what practices, programs, and policies we have that promote social and emotional learning.”  [1:  The piloting schools are as follows: Washoe Innovations High School, Damonte Ranch High School, McQueen High School, Depoali Middle School, Billinghurst Middle School, Brown Elementary School, Donner Springs Elementary School, Double Diamond Elementary School, Pleasant Valley Elementary School, Melton Elementary School, Verdi Elementary School, Westergard Elementary School, and Sarah Winnemucca Elementary School.] 


MTSS Behavior Data
	WCSD has adopted a Multi-Tiered Systems of Support framework as a proactive systems approach to establishing academic and behavioral supports in district schools. Specifically, the district utilizes School Wide Positive Behavior Support (SWPBS) and Response to Intervention/Instruction (RTI2) models to ensure all students in a school to achieve social, emotional and academic success. 
	SWPBS and RTI2 models apply a three-tiered intervention system along with a problem-solving process to enhance the capacity of schools to effectively educate all students. Addressing student needs from early childhood education through 12th grade, the continuum of behavioral and academic supports include universal interventions for all students, additional selective interventions for groups of students at risk for school failure, dropout, or suspension, and indicated interventions for students with intensive or complex needs.
	SWPBS calls for primary universal interventions addressing safety, violence prevention, and social emotional support apply to all students, all staff and all settings within a school. Secondary selective interventions target groups of students at risk for school failure due to specific common needs such as violence and lack of social-emotional competence. Bi-annually, schools complete a checklist to identify strengths of their SWPBS implementation. This data is used by the MTSS team to provide implementation support to schools and also provide a context in which to understand behavioral data, including major and minor suspension data. Throughout the school year, educators record student problem behavior, which are categorized as either a major or minor incidence. A major incidence is a behavior that results in a suspension. A minor incidence is any other problem behavior. The MTSS Behavior data is a report of these recordings and will be a useful tool in measuring the impact of SEL implementation on behavioral outcomes.

Inventory of SEL-Related Supports
		
In addition to specific SEL programs, the needs assessment also documented all of the major SEL-related supports in the district that could be leveraged or used to complement current SEL practices. These were categorized into three broad initiatives: 1) Cultural Competency; 2) Family Engagement; and 3) Student Engagement.
CASEL SEL-ect and Evidenced-Based Programs Inventory
	 One of the primary goals of the needs assessment was to compile a complete inventory of programs currently used in schools that promote SEL competencies. In 2013, CASEL has identified and promoted 23 evidence-based programs (see Appendix D) called CASEL SEL-ect programs for use in school districts. These programs have met CASEL’s standards of being well-designed, classroom-based, and having evidence of effectiveness from rigorous evaluations. Therefore, establishing the extent to which these programs are utilized within the district provides a sense of SEL guidance quality. However, the mere presence of these programs within the district does not indicate that students are receiving SEL guidance in an effective or consistent manner. 
To obtain a comprehensive view of the current SEL atmosphere, WCSD integrated information obtained from multiple methodological strategies. To establish an inventory of CASEL SEL-ect programs, SEL initiatives, and other SEL supports that are currently being implemented within schools, WCSD asked its school counselors to complete a survey in which they indicated what CASEL SEL-ect programs, in addition to any other SEL supports, they had purchased or used at their school within the last three years. WCSD also engaged almost 40 counselors in several focus group sessions to obtain an in-depth assessment of the implementation of these programs. This included addressing counselors’ perceptions of the present fidelity, challenges, and perceptions of SEL implementation within WCSD. 

Program Inventory with Elementary School Counselors 
A total of 33 elementary school counselors indicated which SEL programs they had used within the past three years via the program inventory survey to help assess the extent to which SEL is currently practiced at the elementary school level within WCSD. These counselors then participated in focus groups, ranging from 5 to 16 counselors, to provide more detailed information as to how these programs were implemented. Responses were recorded and analyzed based upon the common themes and issues expressed by the counselors.
	Program Inventory Results
The program inventory check-list consisted of a list of all CASEL SEL-ect programs as well as programs that had been previously identified within the district. Counselors were asked to indicate which of the programs listed had been purchased within the last three years. To determine whether any additional efforts have been made to foster student social and emotional skills, counselors were also asked to indicate whether they purchased any additional SEL supportive programs that were not listed. For all programs, counselors were also asked to indicate which students received its support, and whether or not they would recommend the program to others. Results revealed that 9 of the 23 CASEL SEL-ect programs are currently utilized among WCSD’s elementary school counselors (Appendix E). The three most commonly used SEL SEL- ect programs were Second Step (n = 22), Steps for Respect (10), and Tribes (9). Of these programs, 64% of counselors recommended Second Step to others, 40% recommended Steps for Respect to others, and 22% recommended Tribes to others. In addition to CASEL SEL- ect programs, counselors also indicated using 41 additional SEL supportive strategies (see Appendix F). The three most commonly used non-CASEL SEL-ect programs were Too Good For Drugs (n = 14), programs related to Conflict Mediation (8), and Great Body Shop (4). Additionally, the majority of counselors implemented CASEL SEL-ect programs on either a school-wide basis (32%) or for students in specific grades (30%). This is also true for the other SEL supportive programs (54% and 29% respectively; see Appendix G), which suggests that the majority of elementary students are exposed to guidance on risk-taking behaviors rather than self-management or relationship skills.  
Program inventories suggest that elementary school counselors rely on a variety of purchased evidence-based tools as well as locally developed programming to promote social and emotional skills and prevent negative behaviors. Using the program inventories as a starting point from which to better understand counselors’ use of SEL programs in their school, a series of focus groups were conducted with four sets of counselors after they had completed their program inventory. The purpose of these focus groups  was to:
 Goals of SEL Program Inventory
· Identify whether students within WCSD are receiving adequate social emotional guidance; 
· Determine whether evidence-based programs are implemented with fidelity to a best practices model;
· Better understand how counselors select programs to use;
· Identify whether programs are implemented universally or to targeted students;
· Identify the extent to which impact and program monitoring data is collected on SEL programs;
· Determine whether SEL work is completed primarily by counselors, or in concert with the efforts of other school staff;
· Better understand the extent to which counselors perceive that district-wide implementation of SEL is feasible.



Elementary School Counselor Focus Group Discussions
Fidelity of SEL Program Implementation. Although there is currently a wide variety of SEL programs present within the district, responses of the focus groups revealed that these programs may not be implemented with fidelity to the program models. Counselors indicated that for the most part, they used only portions of purchased programs when engaging students in guidance. This occurred primarily for two reasons. First, counselors indicated that their program kits were incomplete due to lack of funding. In talking about Second Step, one counselor mentioned, “I’m missing a whole component out of the primary grade. So I can’t really, you know, [do] impulse control or something like that…” Second, counselors typically used their own strategy for SEL guidance which included cherry-picking lessons from multiple programs to meet the needs of their students. For instance, one noted that, “…we have so many resources and we pull our favorite things all together and we say, ‘I’m going to achieve this objective with this.’ Because that’s what we like. So it’s not really buying one of these, it’s like I’ll take this from this book and this book…” Others created their own lessons, “I use a lot of books and then…I have activities to go with them so I use them in classroom guidance and small groups.”
	The tendency for counselors to cherry-pick lessons or implement self-created lessons seemed to stem from the fact that many of the purchased programs were not useful in their entirety. When discussing Second Step a counselor indicated that, “I know its research based as being a stellar program and all that. But I felt that it was a little repetitive. I ended up having to skip things because I thought ‘Gosh we already did this.’ Some of the lessons for the upper grades were too elementary I thought you know?” To which another responded, “What I’ve done with Second Step is pick out four of the lessons that I like and try to use those... And the same thing you know we were kind of like, we need to move on to something new.  And that’s kind of the same thing as Connected and Respected I mean I liked it but wow. We need to move on to other resources.” Thus, it seems that counselors used these strategies to keep their students engaged in the guidance process, as some programs were perceived as mundane or repetitive. Fidelity of Program Implementation
· Evidence-based programs rarely used in entirety
·  “Cherry-picking” through purchased programs or using own material to create own lessons.

	In addition, many counselors reported using their own materials because their school had not purchased any of the CASEL SEL-ect programs to use in the first place, for example, “I don’t know what is good or what is not because I don’t have any [programs].” Or, “With respect to the inventory, I don’t have most of these. I mean I’ve never heard of most of them. I mean and I have a lot of materials. I mean I’ve been a counselor a long time and I have a lot of materials and none of them are these. So these might be newer programs.” Funding clearly emerged as a major barrier to implementing CASEL SEL-ect program with fidelity.
Program Selection. Counselors were asked how SEL programs are typically selected at their school site and what information is used to drive these decisions. Program selection seems to be primarily reactive (as opposed to preventative) and is generated by the available school-wide and district-wide data, personal preference, and school need. Some stated that they used Climate and Tripod data to inform their decisions while others indicated that they rely on student behavioral trends. For example, some indicated that they use word-of-mouth, such as, “If you have five teachers say ‘this is a problem.’” Others used behavioral data such as MTSS data, or grade-level trends. As one counselor mentioned, “…if there’s a targeted need based on discipline data then we’ll do that…If a grade level is having problems. Like in fifth grade, the girls are all over the place. So we’ve been doing more fifth grade kind of helping girls deal with rumors and gossip…” Yet other counselors seemed to make these decisions based upon their own preferences for guidance. One stated, “We say, ‘What are we going to do?’ And then we go to Amazon and buy stuff.”  Another mentioned, “…I like to do a combination of things, like a video, a role play, and a writing thing but that’s just my style.” The wide variability in responses by counselors indicates that although sometimes program selection is based on school need, it is often reactive and not consistently implemented across schools in the district. Program Selection
· Reactive and based on school need.
· Most programs are not evidence-based programs.

	The majority of the 31 non-CASEL SEL-ect programs (not including self-created lessons such as assemblies, personal books, etc.) identified by the counselors were widely praised. However, none of these programs have been identified as an effective evidence-based program. Only two of these programs (Brain Power and Get Real about Violence) were previously designated as a “promising program” under the National Registry of Effective Prevention Programs (National Registry of Evidence-based Programs and Practices [NREPP], 2012). Of those not reviewed by SAMSHA’s NREPP, ten have been empirically examined. These findings suggest the possibility that resources within WCSD have been directed toward SEL-related programs of which the effectiveness is unknown.  Student Guidance
· Primarily school-wide SEL guidance.
· Risk Index
· The issue of transient students

Student Selection. In general, counselors presented SEL guidance at a school-wide level either through assemblies or classroom guidance. However, in addition to school-wide implementation, counselors were also tailoring instruction to meet the specific needs of students. In other words, when a student was perceived as needing extra guidance, counselors would engage that student in either a small group setting, or on an individualized basis. To explain the strategy, one counselor noted, “We focus on small groups. I mean we do whole school but then the kids that need extra, I guess we would call it Tier 2 interventions then we do extra with them.” When talking about Project No Tobacco, another reported, “…if there are kids who have had issues and involvement with drugs…then I will pull them individually.” In circumstances such as these, it seems as though program implementations seems to be driven by reactive, rather than preventative, measures.  An additional strategy mentioned was the use of the risk index of which counselors, “…scan through to see if there’s anyone on there who has fallen through the cracks…” Yet WCSD poses a unique problem to the consistency of student guidance as many of its students are transient. One counselor mentioned that, “…it would be nice if they [schools] were all communicating the same message,” so that when they received a new student, he or she could be on the same page.“In my understanding really with CASEL is the kind of stuff we do as counselors all the time. And the idea is to move it out into the classrooms…not so much to give teachers an extra thing to do but just to kind of support them in presenting things along with core competencies…and creating environments where kids feel safe. The more they feel connected, the more they feel like they’re being heard in their collaborative efforts…I think that’s the goal is to get it into the classrooms. And the teachers are really working on that. Understanding that, if a kid is really not up to par socially or emotionally that particular day, learning is going to be challenged.”

Measuring Impact. Although many CASEL SEL-ect programs contain some form of assessment to help measure impact of the program, no counselor reported using these built-in program evaluation tools. “To be honest,” one stated, “…I would probably never sit down and take the time to look through everything in there.” Two methods emerged among those who did attempt to assess program impact: locally developed assessments and student data. Locally developed assessments ranged from data-driven techniques, such as self-created pre- and post- assessments, to more subjective interpretations, such as self-perception. One that had designed his or her own measures stated, “…we have a pre-survey and a post-survey where we look at six specific skills that we teach, and what their level is before the social skills and what their level is after, and I'm able to look at whether there is growth or not and if there isn't, why.” Another indicated, “One thing I found with pre and posttests was that I was able to focus my interventions. I got the pre and then I knew that instead of doing the whole thing then I could just target it and I think that made it more effective…” Others have used small focus groups or sent out teacher surveys. Many more counselors did not conduct any type of evaluation of their programs, though many stated that they had a general sense of whether or not they worked , “I kind of have them talk about what they know and what they learned. So if they can verbalize what they learned I’d like that better because it’s specific to the lessons.” The majority of counselors, however, do not consistently evaluate the process or impact of their SEL programming.
	Others measured program impact using their school’s student data. For instance, one counselor noted, “You can measure office referrals, see if math is going up and down and if you see a trend then you monitor that.” Another mentioned, “You can look at increased attendance you know, if they’re feeling more included in school they’ll come to school.” Some have also looked at disciplinary data, “We’ll look at something like increased achievement, lower behavior referrals.” Measuring Impact
· Program-developed assessments rarely done.
· Measures are often self-created or school data is used.
· Self-perception primarily used.

	The issue with the counselors’ methods for assessing program impact is that it is difficult to determine whether the change in behavior is due to the program or to alternative sources of impact. As one counselor put it, “…ideally we could do a global like, ‘Well gee, discipline referrals are down.’ I always think it’s so far reaching to say, ‘Well that’s because I did this program,’ because that’s not why. There are so many other factors that play into it. It’s like, well you know, everybody else had a part in this.” Many other counselors noted that they did not have time to conduct an evaluation of their efforts. “That’s what we are expected to do,” a counselor remarked, “…we are expected to do action research which is wonderful if you don’t have all of this other stuff to do. I don’t think anybody minds doing it, it’s just that how do we do this and this and this?”
Integration of SEL Across School. The concept of social emotional learning has largely been considered a task for the counselors, as opposed to other staff members in the district. Many counselors expressed that although they have support from teachers and principals, there is a perception that SEL was really the focus of counselors’ work, whereas teachers were in charge of academic instruction. As one counselor put it, “I think the teachers need to understand that it is part of their job too…At my school we [counselors] may deal with the day-to-day problems but the actual teaching the basic skills…they don’t see that as part of their job.” Another indicated that, “Teachers don’t do anything. Or they do minimal. I’m pretty sure they don’t use any programs when it comes to SEL kind of stuff…Because I have programs all over and they’ve never asked to use any of my programs.” This is not to say that teachers do not put forth effort to enhance their students’ social emotional skills. One counselor noted, “…I think a lot of times that has to do with how teachers view your guidance. If they’re viewing it as, ‘Oh it’s teacher prep time.’ Or sometimes teachers stay or participate.”“The bottom line is, we all need to be on the same page. This is what we are doing for our children…They’re not just kids or the teachers’ kids. They are our kids too.”


Feasibility of Future SEL Implementation. In general, counselors expressed their support for SEL implementation within WCSD. However, when asked how feasible they thought implementation would be, they identified potential barriers and provided advice on how to ensure a successful roll-out of the initiative district-wide. The primary barrier that was identified was attaining teacher buy-in, which may be impeded due to their heavy work-load. "I don't think it has to be a separate program,” one advised, “it needs to be incorporated into what we're already teaching you know, you just, um, you know the teachers can present a social studies lesson and incorporate the SEL stuff so I don't think it has to be more, just being smarter the way you teach." Yet they also warned that teacher buy-in typically occurs after administrator buy-in. As one put it, “First principals, then teachers.” Several counselors noted that given all of the other district initiatives that compete for teachers’ time, teachers may be unlikely to incorporate additional materials into their classrooms if it is not required. “Make it mandatory,” one counselor remarked. Another added, “…that’s been a real struggle with my teachers because half of them are there but the other half are like, ‘I think I’ll wait and see if it works.’ And I’m like, ‘It won’t work if you don’t try!’” There was also concern that not making SEL mandatory would threaten the sustainability of SEL implementation. “It needs consistency. If we are going to do this we all need to do it,” one counselor stated. Implementation
· Overwhelming support by counselors.
· Teacher buy-in required but may be difficult.
· SEL perceived as counselors’ duty rather than teachers’.

	Counselors provided advice on how to gain teacher buy-in and provide teacher support. Some discussed that it would be beneficial to frame SEL in terms of the impact it will have on student achievement and learning. For example, one posed the idea, “I think if you show how much learning time is lost when they have to stop their teaching to talk to kids about behavior and then you compare that to the time that counselors really have to disseminate information for that. Then you can sit down and say, there’s [approximately] 300 minutes a week lost for reminders or stopping teaching and a counselor only has x amount of time then there’s a way to weave that in.” 
Responses seem to indicate that although administration buy-in is crucial, teacher buy-in was even more critical since teachers are typically the people who spend the most time with students during a school day. When discussing ways in which counselor support could be provided to the teachers around SEL, some mentioned providing teachers with time to plan or collaborate. Others indicated that it may be best to provide resources to teachers throughout the year, “And have resources connected to curriculum. If the lessons are ready to go and they can use them, they are more likely to incorporate them into their classrooms.” One counselor offered her idea, “…I was thinking maybe an effective way to go about it you know, talking to them at the beginning of the year and go, ‘This is my initiative. And then I’m just going to, in a real friendly way, be feeding you stuff. All year I’m just going to feed you material.’” Thus, counselors feel that the best course of action would be to indicate to teachers that SEL is highly beneficial to their own objectives as well as their students and to provide means for easing their transition from their current ways of teaching to incorporating SEL into the core curriculum. 
Summary of Findings from Elementary School Counselor Focus Groups
	Counselors within the Washoe County School District (WCSD) are largely supportive of district-wide implementation of Social Emotional Learning (SEL). Presently, counselors are making efforts to implement SEL and SEL-related supports on a school-wide basis and many supported the WCSD’s plan to further embed SEL within the curriculum. This is promising; however responses of the focus groups indicate that SEL programs are rarely implemented with fidelity, nor is SEL programming consistent across schools. For instance, Many counselors parse together their own SEL programming, either from what they can find online or adapted from whichever programs their school has purchased. Evaluations of the quality or the impact of SEL programs are completed inconsistently. As such, there is limited data-based evidence about whether programs are having the desired outcomes. Further, as many counselors mentioned, it is difficult to determine the source of change. As one put it, “Kelso’s Choice is in the classrooms, Kelso’s Choice is with the conflict managers, and Kelso’s Choice is in the small groups…” These combined efforts make it difficult for counselors to tease apart the effects of their guidance, or program impact, on student performance. It appears that the majority of programs used in the district are not evidence-based or supported by research. Although there are advantages to locally developing programs to fit a school’s specific need, this approach requires a substantial time commitment by counselors. Further, if implemented with fidelity, evidence-based SEL programs have a much higher likelihood of achieving the intended results in comparison to a more locally developed SEL program. 
	Focus groups with elementary school counselors indicated a high need for greater consistency and fidelity of SEL. Although most students are participating in at least some SEL programming on a school-wide basis, each school counselor has different programs available and uses different combinations of strategies depending on the context. Consistent, district-wide messaging around SEL will provide counselors with a clearer standard for what high quality SEL should look like. In addition, greater emphasis on evaluation of SEL programming is required to ensure that programs are having the intended outcomes. Greater consistency in implementation of evidence-based SEL strategies will ensure consistent SEL support for all students in a manner that can be assessed for effectiveness. 
Program Inventory with Middle School and High School Counselors 
To get a sense of the social-emotional support provided at the secondary level, 5 secondary school counselors (2 middle school and 3 high school) were asked to complete a program inventory about which SEL programs and practices they had used within the past three years. After completing the program inventory, they then participated in a focus group to provide more detailed information about what SEL supports existed at their school and where additional resources were needed. Responses during the focus group were recorded and analyzed to identify the common themes and issues expressed by the counselors.
Program Inventory Results
Results revealed that counselors at the secondary level were much less likely to use SEL related programs and much more likely to use their own, self-created strategies for addressing social-emotional issues in comparison to the elementary school counselors. Of the programs listed on the inventory, only four were selected as in use at the counselors’ school sites: Cognitive Coaching (n = 1), Conflict Mediation (2), Link Crew (2), and Second Step (1). Of these programs, none of the counselors recommended Cognitive Coaching or Conflict Mediation to others. However, both of the counselors that used Link Crew and the counselor that used Second Step recommended these programs to others (see Appendix H). The counselor that used the CASEL SEL-ect program, Second Step, reported implementing this program on a school-wide basis. Furthermore, similar to the elementary school counselors, the majority of the middle school and high school counselors implemented their supportive SEL programs on either a school-wide basis (57%). They were equally as likely to implement them based on grade-level (14%) and student status (14%).They were the least likely to implement these programs based on a particular classroom (7%; see Appendix I). Thus, at this level, the majority of SEL guidance comes from school-created lessons. These included awareness weeks or months for suicide, bullying, etc., grade-level seminars, as well as support groups and clubs. Results suggest that the majority of middle and high school students are exposed to some SEL guidance. However, much of what is available to provide students with self-management or relationship skills seems to depend on student initiative (clubs, support groups).Counselor-driven initiatives primarily focused on preventing risk-taking behaviors, which is consistent with the responses of the elementary school counselors.
These program inventories suggest that middle and high school counselors more frequently rely on locally developed programming to promote social and emotional skills and prevent negative behaviors. 
Following the completion of program inventories, middle/high school counselors participated in a 60-minute focus group to further discuss SEL guidance at this level. The following provides an overview of the major findings from this focus group.

Middle School and High School Counselor Focus Group DiscussionsFidelity of Program Implementation
· Very few evidence-based programs available, but not always used in their entirety. 
· Self-created lessons primarily used
· Student-lead strategies and PBIS support counselor guidance


Fidelity of SEL Program Implementation. The responses of the middle and high school counselors indicated a stark contrast between SEL program implementation at the elementary and secondary levels. Responses of the focus groups revealed that SEL programs are rarely used. Those programs that are used are rarely implemented with fidelity to the program models. This occurs primarily for two reasons. First, counselors indicated that their program kits were incomplete due to lack of resources. One counselor mentioned being unable to afford Link Crew but still keeping the same format of the program. Time was a depleting resource for these counselors as well. “I used to run groups when I had interns a lot,” one counselor indicated, “…then it got to be to where there’s no room to put an intern. And you’re too busy to have an intern and then you don’t do the group that semester.” The fact that counselors are losing time to provide guidance from their students is due in part to having to satisfy multiple initiatives that are “…in direct contrast with each other.” A counselor mentioned that it is expected that they spend 35% of their time doing guidance lessons in the classrooms. When asked to estimate how much time they actually spend providing guidance counseling, most counselors agreed that they actually spend about 5% of their time. Second, counselors typically used their own strategy for SEL guidance. This seemed to stem from the fact that the majority of CASEL-ect and other SEL programs are tailored for the elementary school population. Therefore, when asked to provide a lesson on a topic that they have little experience with, counselors are forced to “piece meal” a lesson together. As one counselor indicated, “There’s not a set curriculum that we do.” It was also stated that, “…the hard part was putting together the lessons because we had nothing. So I just pulled from a variety of sources,” and, “…we did whatever we thought would engage kids for an hour because we’re talking 7th and 8th graders for an hour-long lesson…” It seems at this level, counselors were at a loss to identify appropriate SEL programming for their students.
	Despite the absence of evidence-based SEL programs, the ability for middle and high school counselors to provide their students with SEL guidance is further supported by the mandated PBIS program and student-run programs. The PBIS program consists of a committee that consists of a department representative. This committee meets monthly to discuss strategies to provide students with behavioral and SEL support. However, the choices made by the PBIS committees seem to follow a “hit-and-miss” approach rather than evidence-based decision making. As one counselors stated, “You’ll try things and it doesn’t work and then they take it back to the committee. And they bring it to the teachers...” However this does highlight a benefit of this program, which is that it is also implemented by teachers. Therefore PBIS seems to be a tool for counselors to reach students at the classroom level. In addition to the PBIS committee, another avenue in which students are exposed to SEL support are student-lead programs and clubs. “When you’re involved in the theater group, or you’re involved in the band, or you’re involved in ROTC, sports, whatever, you have your own little home, your own little group…” The counselors expressed that it is in these groups that middle and high school students receive the most social-emotional guidance. Not only does being in a group or team promote social skills, but the regular contact with these individuals ensures some impact of SEL. For example, when discussing the ROTC instructor one counselor mentioned, “…he came in and said, ‘I’m thinking about getting my counseling license.’ And I said, ‘Forget it my God you do more counseling and you do more good with this group.’ And I said, ‘look at how much time you get with them. I get, you know, fly-bys; fifteen minutes here or there.’” 
The social aspect of clubs and sports connect students in such a way that they are engaged in school. As one counselor put it, “You have to be at practice on time all the time because these guys depend on you.” Another one said, “Our athletes are always like, ‘Oh I got to get my GPA up.’ They’re motivated. You know their coaches are leading them on.” Unfortunately, as one counselor pointed, out, it seems that at the middle and high school level, the students that are the least likely to receive any sort of regular SEL guidance are those kids who are not connected to school and not participating in these types of afterschool programs and clubs. Future SEL implementation at this level may benefit from providing counselors with, “some way to get them connected.” It was mentioned that at this age, “canned lessons” are not particularly useful. Whereas those in sports or band are regularly applying the practical social-emotional lessons they receive, those students who are not connected “…have a hard time generalizing.” 
	
Program Selection. Similar to the elementary school counselors, program selection at the high school levels seems to be primarily reactive (as opposed to preventative) at the middle and high school level. Guidance efforts seem to primarily reflect district-wide and school needs. Counselors did not mention the use of data in driving their guidance efforts. As one stated, “…they [District] just tell us to do stuff…” and in response, they go online in search of appropriate lessons. Such mandated lessons include suicide prevention week or anti-bullying month.
At the school level, guidance was largely tied either to the testing schedule, or the students’ word-of-mouth. For example, when yearly or quarterly tests arrived, guidance typically involved test preparation. This included things such as CRT preparation or anxiety prevention. Yet counselors were also aware of the needs of their students. As a Junior counselor stated, “…I really try to pay attention to what the questions and the problems that I was repeatedly being asked…I was really paying attention to what is it that this population really needs.” In her case, it typically regarded information about the ACT, credits, and college. Counselors were also aware of trends in the problem behaviors of their students. They had mentioned that in recent years issues related to social media (i.e. facebook, texting etc.) and cutting have been needed at their school sites. One counselor mentioned, “…bullying is not as much in the schools as it is on Facebook. That’s our big need.” However these types of behaviors much reach the counselors’ ears before any action takes place. For example, after being shown a student’s self-inflicted cut, a counselor stated, “…that took a halt completely to our day then obviously because we have this girl and we’re trying to provide resources…” Therefore, unless guidance lessons are mandated, they are primarily reactionary rather than preventative.  Program Selection
· Reactive and based on school or district need.
· Programs are not evidence-based programs.
· Selection is not data-driven.
Student Selection
· Primarily school-wide SEL provide rather than small-group.
· Based on referrals for behavior or need.
· Supported by student-lead programs.

Student Selection for SEL Programming. In addition to the school-wide PBIS, mandated, and student-lead SEL supports, counselors present SEL guidance to targeted students. With regard to Second Step, one counselor mentioned, “We have a set for each of the 6th, 7th, and 8th grades. And generally for targeted specific individuals or small groups of kids who need to figure out how to act appropriately in middle school.” Another indicated that counselors identify such students based on, “…referrals from the dean’s office. Or from teachers if they heard something was going on.” However student-lead programs provide counselors with a means to indirectly provide vulnerable students with support. For example, in describing counselor her peer tutor program one counselor stated, “That’s preventative. You know…the seniors with the freshman…We’ve all seen that interaction when they have a relationship and that student gets picked on. That bigger kid steps forward and tries to you know, help him out…” Although the student-initiated environment at the middle and high school level may lead some students to slip through the cracks, counselors can use their students as liaisons in the process of SEL implementation.
Measuring Impact. Since SEL guidance at the middle and high school level primarily consisted of locally-designed or district-mandated lessons, it is unlikely that counselors are provided any means of measuring the impact of these lessons as is the case with CASEL SEL-ect programs. Some counselors indicated that they take a look at office referrals to determine whether their guidance has made any impact. However counselors indicated that they primarily use subjective indicators such as word-of-mouth, or perceived trends in student behavior. For instance, one counselor indicated that, “…we kind of informally survey the teachers and ask if the problems they were seeing have cut down at all.” When discussing the impact of her self-created grief group, a counselor mentioned that, “…the testament to that is that it’s growing.” Measuring Impact
· Built-in assessments of impact rarely used..
· Self-perception primarily used to guide program selection/adjustment.
· Some evaluations conducted through ASCA reports.

	Yet not all efforts lack an objective measurement of success. In recent years, counselors have been asked to follow the ASCA model, which requires evidence-based decisions of counselor initiatives. As one counselor stated, “Well, you’re supposed to do a needs-assessment to find out if you need it. And then what are you doing? How is this affecting the kids?…And so everything we approach we better figure out a way to measure that. So that we can come back and say, ‘Yes. This was effective.’” Although this model is not directed toward social-emotional learning, it indicates a shift toward a more accountable practice; “We used to be able to just run groups…you know, friendship groups. Whatever we wanted. We can’t do that anymore. It’s just not something we can get away with anymore.”     
Counselors also warned that if SEL implementation was going to work, it is something that has to be sustainable. A counselor that was also a WCSD parent stated, “…I have seen so many latest greatest things, just as a parent, come through this system. And that starts to erode parent confidence and it starts to erode kid confidence…” When asked what would make such a program sustainable counselors indicated, “You have to pick some priorities. It can’t be 20 things,” and, “And it has to last for five years. You have to take kids from one grade level through another one.” Another responded, “You can’t say four years ago we’re going to this now in Washoe County and then before those kids that were affected for graduation rate that person who put that in place leaves…And so how are you going to measure what the program was because it’s not even being sustained anymore?”	
Integration of SEL across School. By the time students enter middle school or high school, the concept of social emotional learning takes on a different form. Whereas the counselors exert more of a direct guidance in the early years, as students’ progress through school their social-emotional development becomes self-directed and is marked by their connection to school. As a consequence, the students that are more connected have greater practice applying their social emotional skills to the real world. When asked how WCSD might integrate SEL across this older population, a common answer was, “…get them connected.” Unfortunately counselors are at a loss as to how this could be accomplished. They indicated that the present climate within WCSD is one that limits students’ ability to make connections with the adults at their school. After one counselor mentioned, “…I do feel like we’re losing the connection with counselors and kids. More and more kids, more and more programs. You know, more computer time…And then the teachers. I think there used to be a better connection between teachers and students,” another responded, “You’re losing that human connection.” When asked how students could learn the social emotional skills that could be applied to the real-world, counselors indicated such things as, “I don’t think we need a lot more programs and things. I think we need more people and more time to make the connections.” Another counselor reiterated a point that was discussed in the elementary school focus groups which was, “I think the key for you guys is actually integrating it into what you’re already asking everybody to do. Because actually I think there is good research that these skills are what’s needed in the workplace.” Thus at the middle and high school level, SEL implementation may require means for providing avenues for students to apply their social emotional skills rather than teaching them program lessons. 
	 “That’s why I became a counselor. I mean there’s great empirical evidence that employers want people who are on time and can manage their emotions. You’re not going to get a job without it. We talk to the kids at the middle school a lot about that because they don’t understand how any of this is important sometimes.”

Feasibility of Future SEL Implementation. Although counselors expressed a recognition that teaching SEL to students is an important for setting students up for success in their futures, when asked how feasible they thought implementation would be, they indicated that a potential barrier would be obtaining support in the wake of a multitude of competing initiatives. As one stated, “Well you can’t focus on social emotional skills because you’re probably the 20th person that says, ‘OK, now we’re going to focus on this thing right now.’ You can’t focus on that many things at once.” In contrast to the elementary school counselors who indicated that it may be difficult getting teacher buy-in, these counselors were less optimistic. As one indicated, “Teachers are out. They’re being pulled in 20 million directions and they’ve got 40 kids in their classroom…” Another stated, “I think if you were to ask us to implement something we’d probably want to hide behind you while we ask to do that. Because one, it would either passive aggressively not get done. Or two, it would just be said, ‘I don’t have time to do it.’”Implementation
· Teacher/Principal buy-in sometimes difficult.
· Greater consistency in SEL implementation across schools needed.

This is one reason why the counselors advocate for SEL that gets students connected to school. Another reason counselors indicated was that by this level, those students that need extra SEL-related guidance do have a difficult time generalizing a “canned lesson” to their real-life interactions. However, students that are connected to school through a team or group are much more likely to apply their social emotional skills. As one counselor put it, “You know the athletes know if they drink, and they get caught, they can’t play in their sports. You know, if they get in a fight you could get suspended. If you get suspended…” another counselor finished, “You let down your band, your section. You have to be at practice on time all the time because these guys depend on you.” 
Another proposed strategy was to integrate SEL with PBIS because the PBIS structure is already set in place and practiced at each school. It was advised that once this would be in place, “…the most you [WCSD] can do to support and to provide the right kind of data collection because we [counselors] don’t have time to develop instruments to effectively figure out if this is working.” It was argued that because PBIS is established and practiced by everyone including the teachers, integrating SEL-related features may be an easy way to get consistent SEL integration across the district.
Summary of Findings from Middle School and High School Counselor Focus Groups
The middle and high school counselor responses to the program inventory reflect the fact that SEL programming  older students. This is understandable as the use of SEL programming should reflect students’ developmental ability. At the elementary school level, lessons on SEL may be more appropriate for that age. However, responses of the focus groups indicated that as students get older, sitting and listening to a guidance lesson may be less appropriate. Rather, by this age students should be able to apply what they have learned. 
This is often the case at the middle and high school level as SEL often occurs through student-initiated efforts (clubs, teams, etc.). Unfortunately a result of the lack of programming leaves counselors with a limited ability to make evidence-based decisions regarding SEL guidance. Because few programs are readily available at the middle or high school level, when asked to implement SEL-related lessons, counselors must create their own. This often means that these efforts are not done in tandem with any evaluative component. Furthermore, this system may fail those students who did not receive adequate SEL early on as it is difficult to determine whether students with better social emotional skills are the ones who are most likely to seek out interpersonal connections with counselors. Therefore, although WCSD may benefit from this more applied approach to SEL, objective measures are needed to ensure that all students are provided with avenues for SEL.    
	Similar to the elementary school counselors, the middle and high school counselors recognized the difficulty of obtaining teacher buy-in. With so many competing initiatives, it is likely that teachers will be opposed to implementation from the get-go. Again, importance was stressed on framing SEL as integration to what is already being done within the district such as common core or PBIS. Given the developmental difference, these counselors were much more inclined to support an applied component to foster interpersonal connections and initiation than the elementary school counselors. Identifying the avenues that students could assist in these efforts could ease the burden of both teachers and counselors to tackle another initiative.  

Assessment of Students’ Social and Emotional Competencies
	A prior needs assessment on WCSD’s use of assessments to measure students’ social and emotional competencies conducted by the American Institutes for Research (AIR, 2012) revealed that aside from the School Climate Survey, other interim measures of students’ social and emotional skills are not regularly used. To further investigate the prevalence and use of social and emotional competency measurements, the needs assessment team met with WCSD’s Director of School Psychology, the Director of School Counseling, counselors, and the Director of Early Childhood Education to help determine which assessments of students’ social and emotional competencies are currently in use district-wide, and which additional measures of social and emotional competence are needed.
	These meetings revealed that WCSD presently does not have a consistent means of universally assessing social and emotional competence across the student population, as assessment varies by grade level, and student tier status. For instance, WCSD relies on observational data for pre-Kindergarten (Pre-K) students, teacher ratings for third-grade students, and CASEL-developed in grades 5 through 9, and 11. However, WCSD does not collect data from students in Kindergarten through second, and fourth, and for tenth and twelfth graders. In addition, focus groups with counselors reveal that although many SEL programs purchased in the district have a built-in pre and post assessment of SEL competencies, they are rarely used by counselors. This finding is paralleled in discussions with the Director of Early Childhood Education. All preschool teachers conduct an SEL inventory on each student and then the results of the assessment of the students’ kindergarten teacher to help drive SEL instruction based on each students’ need. However, it emerged during discussions with the ECE department that not all kindergarten teachers review students’ SEL data, nor is it regularly collected or analyzed at a district-level. 
At the Pre-K level, social-emotional competence is assessed via teacher observation. The Pre-K Portfolio, is a tool that identifies students’ proficiency in language, literacy, mathematics, gross and fine motor skills, and social-emotional competence. The social-emotional competence measure in the Pre-K Portfolio consists of thirteen items; each measured at pre- and post-dates. 
As part of the NoVo grant, WCSD also asks third grade teachers to rate the competency of their students since 2012. In February 2013, all third grade teachers were invited to complete a questionnaire that is designed to assess the social emotional competencies of seven randomly selected students in their classrooms. On a scale from 1 (Rarely) to 4 (Almost always), each student was evaluated based on a set of 20 items that addressed their level of self-awareness, relationship skills, self-management, social awareness, and decision making skills. In 2013, a total of 818 third-grade students were evaluated by 128 teachers at 50 elementary schools for a total response rate of 54.7%. Teachers who participated were entered into a raffle to win an SEL resource library for their classroom.
Finally, students in grades 5, 6, 7, 8, 9, and 11 complete a self-rating of their social and emotional competencies through the Annual School Climate Survey using a 30-item inventory developed by CASEL and AIR. Students identify how their own emotional reactions affect others (self-awareness), how available resources can be used to achieve a long-term goal (self-management), demonstrate their ability to empathize (social awareness), communicate effectively (relationship skills), and college and career decision-making strategies (responsible decision-making; CASEL, 2011f). In 2012, this inventory consisted of 10 items, but was expanded to 28 items in 2013.
	In addition to these measures, WCSD Psychological Services uses several behavior rating scales that assess special needs students’ adaptive and maladaptive functioning (including social functioning). These include the Behavior Assessment System for Children (BASC), the Achenbach System of Empirically Based Assessment (ASEBA), the Adaptive Behavior Assessment System (ABAS), and the Vineland Adaptive Behavior Scale (VABS). However, whereas the ASEBA, the ABAS, and the VABS are designed for all ages (Achenbach System of Empirically Based Assessment, 2013; Markusic, 2012; Pearson Education, 2008), the BASC is only designed for students 2-5 years old (Violence Institute of New Jersey, 2007). WCSD Psychological services also utilizes the Conner’s Comprehensive Behavior Rating Scales (CBRS), which is designed to assess children with hyperactive and conduct problems (Mental Health Matters, 2009). 
	As part of this needs assessment, the Department of Accountability conducted an in-depth analysis of the pre-K, third grade, and student climate social emotional competencies to determine whether the main social and emotional inventories have sound psychometric properties to warrant their use. Frequencies of students’ social emotional skills is also reported by sub-group to determine whether there are substantive differences in social and emotional skills among students.

Teacher Ratings of Pre-Kindergarten Students

The social-emotional assessments of 431 Pre-Kindergarten students were collected for a preliminary evaluation of the inventory’s psychometric properties. Students pre and post assessments were based on a four-point scale (0 = not observed, 1 = approaching standard, 2 = consistently shows skill, 3 = exceeds standard) of a thirteen-item observation form.[footnoteRef:2] The items of the pre-test and post-test were internally consistent. That is, they were all assessing the same underlying concept (Cronbach’s α = .91 and .94 respectively). Therefore, student scores were averaged across the thirteen items to yield an overall pre-test and post-test score.    [2:  Because there was no line provided for the first item, some students only have scores for the last twelve items on the form.] 

Of the 431 students, 24 did not have scores for either the pre-assessment, or the post-assessment. Therefore, the following analysis was based on 407 Pre-K students. Paired-samples t-tests were run to test whether students’ social-emotional skills significantly increased between the Fall and Spring. Results indicated that the average post-test score (M = 2.07, SD = 0.38) was significantly higher than the pre-test score (M = 1.65, SD = 0.40), t(406) = -25.27, p < .001. Thus, it seems that teachers perceive that their students’ are demonstrating socio-emotional skills more consistently over time. 
An Exploratory Factor Analysis (EFA) using a Principal Components extraction with Varimax rotation was conducted in order to examine the latent structure for each scale. Loading items greater than the absolute value of .50 were selected to represent each factor (i.e., latent construct). The pre-test analysis revealed 2 factors (Eigen values greater than one). The interpretation of these factors was rather however, the first seemed to capture the behavioral component of social-emotional skills whereas the second factor seemed to capture the cognitive component of socio-emotional skills. That is, the items that loaded highest on this factor, or those that were most representative of the factor, were “Demonstrates self-help skills,” (.54), “Plays in pairs and small groups,” (.55),  “Initiates play, or enters into play with a group of children already playing,” (.55), “Takes turns with teacher support,” (.78), “Shares some of the time,” (.80), “Cleans up or puts away toys and materials when finished,” (.73), “Expresses common courtesy,” (.62), “Respects rights and belongings of others,” (.69), and “Displays age-appropriate behavior during group time,” (.75). The items that loaded highest onto the second factor were, “Makes independent choices from diverse interest centers or activities,” (.56), “Expresses feelings, needs, or wants in appropriate ways,” (.83), “Demonstrates problem-solving skills,” (.76), and “Demonstrates awareness of feelings of others,” (.71). Therefore, the first factor can be named “pre-behavioral social emotional skills,” and the second factor can be named “pre-cognitive social emotional skills.” 
The second analysis also revealed 2 factors (Eigen values greater than one) for the post-test scale. The first factor consisted of the same ten items that second factor seemed to represent an outward, behavioral indication of social emotional intelligence. Again, the second factor seemed to represent an inward, cognitive indication of social emotional intelligence however it included an additional item that cross-loaded onto both factors. This item was, “Respects rights and belongings of others,” (see Table 1) They will be labeled, “post-behavioral social emotional skills” and “post-cognitive social emotional skills.”

	Table 1. Factor Loadings for PreK Social Emotional Assessment Post-Test

	 
	Factor

	
	1
	2

	Makes independent choices from diverse interest centers or activities.
	.80
	

	Demonstrates self-help skills.
	.60
	

	Expresses feelings, needs, or wants in appropriate ways.
	
	.85

	Demonstrates awareness of feelings of others.
	
	.87

	Demonstrates problem-solving skills.
	
	.86

	Plays in pairs and small groups.
	.85
	

	Initiates play, or enters into play with a group of children already playing.
	.73
	

	Takes turns with teacher support.
	.82
	

	Shares some of the time.
	.77
	

	Cleans up or puts away toys and materials when finished.
	.75
	

	Expresses common courtesy to others.
	.58
	

	Respects rights and belongings of others.
	.60
	.55

	Displays age-appropriate behavior during group time.
	.71
	



Summary of Findings and Implications
	With high levels of internal consistency and its capability to detect change over time the Pre-K Portfolio of social and emotional skills appears to be a useful tool in assessing WCSD’s young students’ SEL capabilities. The items of the scale also draw upon the social and emotional capabilities that are expected of students at that grade level and could possibly be extended to early Kindergarten years. Yet the interpretation of the results is somewhat limited. This is due to several factors. First, the conditions under which the assessment takes place is unknown. For instance it is not known whether teachers are reporting based on memory or direct observation. Should this be occurring in a manner that is not direct observation of the student being evaluated the responses may be reflective of teacher biases rather than a student’s typical classroom behavior. This may also contribute to many teachers reporting a consistent “Exceeds Standard” whereas a direct randomly selected 5-10 minute observation period may yield more accurate and variable results. Second, the design of the assessment tool may also facilitate teacher bias. The post-assessment scores are marked next to the teachers’ pre-assessment marks, which may motivate teachers to mark improvement in their students’ social emotional skills over the year. Finally, the tool does not provide a means to take the teacher effect into account. That is, it does not provide a means for the identification of the teacher. Therefore we cannot assess whether students from the same teacher are evaluated similarly than students from a different teacher. Should WCSD choose to continue to use this instrument it will be essential to train the teachers on the proper data collecting procedures and standards for which to rate their students. 
Teacher Ratings of Third Grade Students
In addition to the Pre-Kindergarten assessments, each year third grade teachers complete a questionnaire that is designed to assess the social emotional competencies of seven randomly selected students in their classrooms. Prior to evaluation, teachers were asked to indicate the extent to which they believe social and emotional skills are related to academic performance on a scale ranging from 1 (Not at All) to 5 (Extremely). Then, on a scale from 2 (Rarely) to 5 (Almost always; 1 = Not Sure), each student was evaluated based on a set of 20 items that addressed their level of self-awareness (e.g. Understands his or her own strengths or weaknesses), relationship skills (e.g., Works well with others), self-management (e.g., Accepts when things don’t go his or her way), social awareness (e.g., Responds with empathy to others who are upset), and decision making skills (e.g., Follows classroom rules). In 2013, 128 teachers were asked to evaluate 7 of their students. A total of 818 students were evaluated (only 110 teachers evaluated all 7). Reliability on all subscales was high, with Cronbach’s α ranging from .89 - .91.
Table 2 below displays the mean teacher ratings of students’ social and emotional skills by students’ race/ethnicity, and gender across each of the five subscales. Overall, students were rated highly across all social and emotional skillsets, with means ranging from a low of 3.08 (self-awareness) to 3.22 (relationship skills) overall out of a possible high of 5.0. One-way ANOVAs indicate that across scales, teachers tend to rate African American students’ social and emotional skills lower than their Caucasian counterparts, and most other non-African American students. In some subscales, African American students were rated more than a full point lower than Asian students, who typically received the highest social and emotional skill ratings from their teachers.  Males were also rated significantly lower than females across all subscales, with just under a half point difference between males and females on most scales.



	Table 2. Third Grade Teachers Mean Ratings of Students’ Social and Emotional Skills by Students’ Race/Ethnicity and Gender

	Subscale 
	Group
	Mean
	Standard Deviation

	Self-Awareness
	Overall (N = 818)
	3.08
	0.94

	
	Gender

	
	  Males (n = 410)
	2.87***
	1.00

	
	  Females(n = 372)
	3.31
	0.82

	
	Race/Ethnicity

	
	  AI/AN (n = 28)
	2.86
	0.93

	
	  Asian (n = 28)
	3.21
	1.00

	
	  Black/Af. American (n = 34)
	2.65+
	1.10

	
	  Pacific Islander (n = 23)
	3.00
	1.04

	
	  White (n = 390)
	3.12
	0.95

	
	  Hispanic (n = 296)
	3.10
	0.90

	
	  Multi-Racial (n = 17)
	2.94
	0.75

	Relationship Skills
	Overall (N = 818)
	3.22
	0.90

	
	Gender

	
	  Males (n = 410)
	3.04***
	0.96

	
	  Females(n = 372)
	3.41
	0.75

	
	Race/Ethnicity

	
	  AI/AN (n = 28)
	3.32
	0.86

	
	  Asian (n = 28)
	3.50
	0.64

	
	  Black/Af. American (n = 34)
	2.65**
	1.04

	
	  Pacific Islander (n = 23)
	3.43
	0.79

	
	  White (n = 390)
	3.16
	0.96

	
	  Hispanic (n = 296)
	3.31
	0.80

	
	  Multi-Racial (n = 17)
	3.24
	0.83

	Self-Management
	Overall (N = 818)
	3.12
	0.97

	
	Gender

	
	  Males (n = 410)
	2.92***
	1.03

	
	  Females(n = 372)
	3.33
	0.85

	
	Race/Ethnicity

	
	  AI/AN (n = 28)
	3.25
	0.80

	
	  Asian (n = 28)
	3.50
	0.79

	
	  Black/Af. American (n = 34)
	2.35**
	1.20

	
	  Pacific Islander (n = 23)
	3.17
	0.98

	
	  White (n = 390)
	3.02
	1.03

	
	  Hispanic (n = 296)
	3.30
	0.84

	
	  Multi-Racial (n = 17)
	2.94
	0.97

	Social Awareness
	Overall (N = 818)
	3.21
	0.87

	
	Gender

	
	  Males (n = 410)
	3.01***
	0.92

	
	  Females(n = 372)
	3.44
	0.76

	
	Race/Ethnicity

	
	  AI/AN (n = 28)
	3.11
	0.88

	
	  Asian (n = 28)
	3.36
	0.78

	
	  Black/Af. American (n = 34)
	2.50*
	1.11

	
	  Pacific Islander (n = 23)
	3.26
	0.96

	
	  White (n = 390)
	3.19
	0.91

	
	  Hispanic (n = 296)
	3.32
	0.76

	
	  Multi-Racial (n = 17)
	3.18
	0.73

	Decision-Making Skills
	Overall (N = 818)
	3.21
	0.91

	
	Gender

	
	  Males (n = 410)
	3.00***
	0.98

	
	  Females(n = 372)
	3.43
	0.78

	
	Race/Ethnicity

	
	  AI/AN (n = 28)
	3.36
	0.91

	
	  Asian (n = 28)
	3.46
	0.79

	
	  Black/Af. American (n = 34)
	2.50***
	1.11

	
	  Pacific Islander (n = 23)
	3.43
	0.84

	
	  White (n = 390)
	3.19
	0.83

	
	  Hispanic (n = 296)
	3.27
	0.86

	
	  Multi-Racial (n = 17)
	3.12
	0.93

	
	***Indicates significantly lower ratings by teachers.



























WCSD 2012-2013 Student Climate and Safety Survey Results

The 2012 WCSD Student Climate Survey indicated that nearly a third of students may not have adequate social and emotional skills needed to do well in school. The 2012 Climate Survey asked students to report on their social and emotional skills via a 10-item scale. Examining individual items within the SEL scale, only 63% of students felt that they have the ability to stop and think before doing anything when they are angry and 41% of students recognize that they get into arguments when they disagree with others. 
	Table 3. Percent of Student "Pretty Much True" and Very Much True" Responses to the 2013 SEL Subscales

	Self-Awareness
	81%

	Self-Management
	81%

	Social Awareness
	83%

	Relationship Skills
	75%

	Responsible Decision-Making
	80%

	Overall
	80%


The assessment of students’ perceptions of their social and emotional skills in the 2013 WCSD Student Climate Survey included a set of 28 items (see Appendix J)[footnoteRef:3]. On a scale from 1 (Not at All True) to 4 (Very Much True), students reported the extent to which they felt skilled at the five SEL competencies. Results indicated that overall, 80% of students provided favorable responses (either Pretty Much True of Very Much True) across all of the 28 items. When examining the five SEL subscales, which were designed to reflect students’ perception of their skills regarding each of the five SEL core competencies, results indicated that on average, students were the most likely to report that they had social awareness skills and the least likely to report that they had strong relationship skills (see Table 3). [3:  CASEL’s original social-emotional skills inventory was 30 items long. Two items were accidentally left off of the survey from the Social Awareness subscale. These items will be added to the survey for the 2014 administration. These items were: “I care about other people’s feelings and points of view,” and “I try to understand how other people feel and think.” Four items were also re-worded per the request of WCSD’s legal department.] 


Changes in SEL competencies from 2012 to 2013
As the Figure 1 suggests, district-wide there was a slight increase in the proportion of students who provided favorable self- ratings about their social and emotional skills between 2012 and 2013. Whereas in 2012, 72% of students provided favorable ratings (see Table 4), in 2013, 80% provided favorable ratings. In addition, as Table 5 indicates, an increase in mean SEL ratings was seen across all subgroups from 2012 to 2013. Note however, substantial changes to the SEL scale from 2012 to 2013 limit our ability to measure trends between the two years and results should be interpreted with caution. 
As Figure 2 below indicates, approximately four out of 5 participants in 2013 at all school levels held positive views of their social and emotional competence. Elementary school students rated themselves as only slightly more socially emotionally competent than secondary school students, but were more likely to provide extreme favorable ratings (very much true) compared to secondary school students. There was little variation in students’ self-ratings of their social emotional competency across the five subscales, although students rated their relationship skills slightly lower (75% favorable rating; Figure 3).
  









Table 4. Mean Responses to 2012 Climate Scale by subgroup							2012
2013

	Student 	Parent	Academic	Academic	Student	Adult	Adult	Utility	SE	Engage.	Engage	Commitment	Support	Respect	Caring	Respect	of Education	Skills
Caucasian	2.62	3.27	3.35	3.17	2.41	2.96	3.04	3.15	3.04
Hispanic	2.81*	3.28	3.34	3.17	2.54*	3.02*	3.10*	3.29*	3.00*
Multi-Racial	2.64	3.28	3.38	3.18	2.43	3.00	3.08	3.20	3.06
AI/AN	2.63	3.16*	3.14*	3.08	2.43	2.92	2.98	3.07	3.00
Black/AA	2.67	3.27	3.36	3.20	2.45	3.00	3.02	3.23	2.96
Asian	2.84*	3.33*	3.44*	3.21	2.57	3.06*	3.14*	3.29*	3.04
Pac. Islander	2.93*	3.51*	3.48*	3.32*	2.51	3.15*	3.20*	3.46*	3.09
IEP	2.82	3.19	3.20	3.11	2.52	2.98	3.04	3.20	2.89
LEP	3.01	3.29	3.36	3.17	2.65	3.11	3.17	3.39	2.97
FRL	2.80	3.27	3.33	3.15	2.50	3.03	3.09	3.26	2.99
For race/ethnic categories * represents significant mean differences from Caucasian students at the .05 level.			
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Table 5. Mean Responses (and 2012 Comparisons) to 2013 Climate Scale by Subgroup								
	Student	Parent	Academic	Academic	Student	Adult	Adult	Utility	Social Emotional	
	Engage.	Engage.	Commit.	Support	Respect	Caring	Respect	of Edu.	Skills	
Caucasian	2.66	(.04)	3.26	(-.01)	3.33	(-.02)	3.16	 (-.01)	2.49	(.08)	3.00	(.04)	3.10	(.06)	3.11	(-.04)	3.19	(.15)
Hispanic	2.77*	(-.04)	3.25	(-.03)	3.32	(-.02)	3.17	(.00)	2.61*	(.07)	3.04*	(.02)	3.14*	(.04)	3.25*	(-.04)	3.12	(.12)	
Multi-Racial	2.69	(.05)	3.28	(.00)	3.33	(-.05)	3.13	(-.05)	2.48	(.05)	3.00	(.00)	3.12	(.04)	3.17	(-.03)	3.14	(.08)
AI/AN	3.69	(1.06)	3.20	(.04)	3.27  (.13)	3.12	(.04)	3.53	(1.10)	3.00	(.08)	3.15	(.17)	3.18	(.11)	3.11	(.11)
Black/AA	2.70	(.03)	3.20	(-.07)	3.34	(-.05)	3.13	(-.07)	2.38	*(-.07)	2.94	(-.06)	2.98*	(-.04)	3.24*	(.01)	3.13	(.17)	
Asian	2.84*	(0.0)	3.27	(-.06)	3.43*	(-.01)	3.20	(-.01)	2.62*	(.05)	3.05	(-.01)	3.17*	(.03)	3.28*	(.01)	3.17	(.13)
Pac. Islander	2.85*	(-.08)	3.41*	(-.10)	3.48* 	(0.0)	3.29	(-.03)	2.56	(.05)	3.13*	(-.02)	3.14	(-.06)	3.32*	(-.14)	3.23	(.14)	
IEP		2.75	(-.07)	3.19	(0.0)	3.24 (.04)	3.13	(.02)	2.60	(.08)	3.00	(.02)	3.11	(.07)	3.21	(.01)	3.06	(.17)
LEP	2.93	(-.08)	3.28	(-.01)	3.36	(0.0)	3.21	(.04)	3.75	(1.10)	3.13	(.02)	3.22	(.05)	3.40	(.01)	3.10	(.13)
FRL	2.77	(-.03)	3.25	(-.02)	3.32	(-.01)	3.17	(.02)	3.57	(1.07)	3.06	(.03)	3.14	(.05)	3.25	(-.01)	3.12	(.13)	
For race/ethnic categories * represents significant mean differences from Caucasian students at the .05 level.
Values in parentheses represent changes from 2012 to 2013. Positive numbers represent increases from 2012 to 2013, negative numbers represent decreases from 2012 to 2013.	




Climate Scale Scores by Student Demographics. To examine differences among student sub-populations, 2013 climate scale scores were regressed onto student racial categories, individualized education plan (IEP) status, Free and Reduced Lunch (FRL) status, and Limited English Proficient (LEP) status. Results revealed significant[footnoteRef:4] racial/ethnic differences among students in all scales:  [4:  Differences represent significance when p < .05.] 

· Academic Engagement
· Asian students did not significantly differ from Pacific Islander students, but they were significantly higher than all other racial categories. 
· Hispanic/Latino students reported higher academic engagement than Caucasian and Multi-racial students. 
· Asian and Pacific Islander students also did not differ in their reported academic commitment. Both groups however, were significantly higher in commitment than all other categories. 
· Utility of Education
· Caucasians less likely to agree to the utility of their education than all groups except American Indian/Alaska Native students and Multi-racial students. 
· Multi-racial students were also less likely to agree than all groups but Black students and American Indian/Alaska Native students.
· Adult Caring
· Black students reported significantly lower perceptions of adult caring than Asians, Hispanic/Latino, and Pacific Islander students. 
· Caucasians also reported lower levels of adult caring than did Hispanic/Latino, and Pacific Islander students. 
· Academic Support
· Pacific Islander students significantly higher levels of academic support than all groups but Asian students. 
· Adult Respect
· Asians and Hispanic/Latino students reported greater adult respect than Caucasians. 
· Black students reported significantly lower levels of adult respect than all groups.
· Student Respect
· Black students also reported significantly lower levels of student respect than all other groups. 
· Asian and Hispanic/Latino students also reported significantly higher levels of student respect than Caucasian and Multi-racial students. 
· Parent Engagement
· Pacific Islander students reported significantly higher levels of parent engagement than all other groups.
· SEL
· Caucasian and Pacific Islander students reported significantly higher SEL than Hispanic/Latino students.

Students that have an Individualized Education Plan (IEP; i.e. special education) also significantly differ from non-IEP students on some scales. In 2012, students with an IEP report significantly lower agreement on four subscales: parent engagement, academic commitment, academic support, and social emotional competence. However they did report significantly higher rates on the academic engagement and student respect scales. In 2013, students with an IEP reported significantly lower agreement than students without an IEP on only three subscales. Specifically, they reported significantly lower agreement on parent engagement, academic support, academic commitment, and social emotional competence. They also reported significantly higher agreement on academic engagement, and perceived student respect. There was no difference between students with an IEP and students without an IEP on perceived adult respect, adult caring, and utility of education.
Limited English Proficient (LEP) students (compared to non-LEP students) and students who qualify for Free or Reduced Lunch (FRL; compared to non-FRL students) also differ on some scales. In 2012, both groups reported higher agreement regarding perceived academic engagement, student respect, adult caring, adult respect, and utility of education. They also reported significantly lower levels of perceived social emotional competence and do not differ on perceived parent engagement. However with regard to academic commitment, LEP students did not differ from non-LEP students whereas FRL students report significantly lower academic commitment than non FRL students. Similarly, in 2013 both LEP and FRL students reported significantly higher agreement regarding academic engagement, student respect, adult caring, adult respect, and utility of education than non-LEP and non-FRL students respectively. Both LEP and FRL students also reported significantly lower agreement on social emotional competence than non-LEP and non-FRL students respectively, and did not differ on their perceptions of parent engagement. However, LEP students reported significantly higher agreement regarding teacher support whereas FRL students did not differ from non-FRL students in this regard. Furthermore, FRL students reported significantly lower agreement regarding academic commitment than non-FRL students whereas LEP students did not differ from non-LEP students in their reported commitment.

Reliability and Validity Analyses
Students are also asked to complete a series of eight other scales within the 2012 and 2013 climate surveys. In addition to the SEL scale (Cronbach’s α2012= .78, α2013= .78),, students were asked to indicate their agreement regarding their level, or perceptions of academic engagement (α=.81, .73), academic support (α=.79, .83), academic commitment (α=.83, .83), parent engagement (α=.73, .75), adult caring (α=.74, .75), adult respect (α=.80, .83), student respect (α=.75, .77), and the utility of their education (α=.83, .83) on a scale from 1 (Strongly Disagree) to 4 (Strongly Agree). Provided that these scales have relatively high measures of internal consistency, one may conclude that their items are in fact assessing the same underlying construct for both 2012 and 2013.


Student Safety Survey Results
 The 2012 Washoe County School District Student Climate and Safety Survey revealed that some students experience a negative, even harmful, learning environment. For instance, 38% of students district-wide reported having been physically assaulted (grabbed, shoved, punched, or kicked) by someone being mean (14% reported that this occurred 3 or more times) within the past 12 months,. Furthermore, 52% of students indicated that they had been verbally threatened or made fun of by someone being mean at least once within the past 12 months, (25% of student reported that this occurred 3 or more times). The top three reasons for the aggressive act were reported to be due to (1) the student’s physical characteristics such as, weight, height, or hair color; (2) the way the student dressed, and the race, ethnicity and 3) the national origin of the student (see Figure 4). The climate survey also revealed substantial levels of student disengagement from school. For instance, 17% of students (33% of high school students) admitted to skipping class at least once during the past 30 days.
Similar to the 2012 results, 37% of students district-wide reported having been physically assaulted (grabbed, shoved, punched, or kicked) by someone being mean (14% reported that this occurred 3 or more times) and 52% of students indicated that they had been verbally threatened or made fun of by someone being mean at least once within the past 12 months, (25% of student reported that this occurred 3 or more times). The top three reasons for the aggressive act were also similar to those reported in 2012. The first and second were the student’s physical characteristics such as, weight, height, or hair color; (2) the way the student dressed, and the race, ethnicity, and national origin. However the third was because they are gay, lesbian, bisexual, or someone thought you were. 
Finally, Figure 5 reports the proportion of students who agree that they feel safe at school, and on their way to school. Although most students feel safe at school, fewer students at the high school level strongly agree that they feel safe. The school environment plays a major role in students’ academic performance. It is important to provide consistent implementation among all staff members in the district as fostering socio-emotional skills, such as emotional regulation and relationship skills, promotes a positive environment. For this to happen, all WCSD staff members must be willing to foster students’ social-emotional growth as part of everyday curriculum. 




2012-2013 WCSD Staff Climate Survey Results
Results of the 2012 Staff Climate Survey indicated that 80% of staff members are committed (51% are extremely committed) to SEL in the classroom or school, and 80% of staff agreed that social emotional learning was a school, district, and personal priority. However, only 43% of staff reported that their school followed an established written social and emotional curriculum for some or all grade levels (see Figure 6); 21% reported that their school did not follow such a curriculum for any grade levels. When asked how committed they were to implementing social and emotional learning at their school, 75% indicated that they were either moderately or extremely committed to implementing social emotional learning at their school. 



These SEL questions were expanded upon for the 2013 Staff Climate Survey to include perceptions of school-wide support for SEL implementation as well as an assessment of exposure for those schools that were selected to pilot SEL implementation. 2013 results revealed that only 40% followed an established written social and emotional curriculum for some or all grade levels and that 44% did not know (the remaining 16% stated that their school did not follow such a curriculum; see Appendix K). The proportion of staff who did not know if their school follows a social and emotional learning curriculum decreased two percentage points from 2012 (see Table 6). Interestingly, more staff seemed to be aware that they do not have an SEL curriculum in place at their schools this year, or that they only have an SEL curriculum in place in certain grade levels. It is possible that increased exposure to SEL has resulted in many staff realizing that they had not truly been implementing an SEL curriculum. Furthermore, in 2013 89% of staff members agreed that overall, their school climate is supportive of SEL implementation (Figure 6). When asked to rate their ability to implement SEL, 82% of teachers indicated that they were confident in their own ability to implement social emotional learning; however only 70% of principals were confident in their teachers’ ability. 



Note: The Student Support group includes nutrition services staff (n=10), custodial staff (n=59), school nurses and health aides (n=65), transportation staff members (n=1) and interpreters (n=8).

	Table 6. Staff attitudes towards social emotional learning from 2012 to 2013.

	Climate Survey Item
	2012
	2013

	
	Percent “Strongly Agree” or “Agree”

	The adults in this school interact with one another in a way that models social and emotional competence.
	97%
	82%

	The adults in this school are expected to actively promote students’ social and emotional development.
	82%
	83%

	All staff are expected to address students' social and emotional needs.
	-
	81%

	The adults in this school interact with students in a way that supports students’ social and emotional skills.
	-
	84%

	The culture at my school supports social and emotional learning.
	81%
	79%

	The culture in the district supports the development of students’ social and emotional skills.
	67%
	67%

	My school has developed a vision for academic, social and emotional learning.
	-
	59%

	The vision for academic, social and emotional learning has been communicated to all school staff.
	-
	52%



That said, only 28% of teachers reported having been exposed to WCSD’s SEL standards. Of those who were exposed, 93% indicated that they incorporated these standards somewhat or very consistently in their daily classroom instruction. These findings indicate that SEL has the support and motivation necessary to be a successful tool in promoting the personal and academic welfare of WCSD students across school level (Figure 7) and across survey years; between 81% and 97% of staff had positive views of how their school staff support social and emotional learning.
Of those teachers, assistant principals, and principals that work at the SEL pilot schools (see Table 7), approximately 34% reported having been exposed to professional development, 64% of whom reported that there was a change in student learning as a result of their participation. When examining perceptions of school-wide change, 79% agreed that their school had been looking carefully at what practices, programs, and policies they have that promote social emotional learning, 87% agreed that these programs were effective, and 83% indicated that there are school-wide strategies in place that reinforce students’ social and emotional skills outside the classroom. Overall, staff from SEL pilot schools holds positive views toward SEL implementation.

	Table 7. Pilot SEL school staff attitudes towards social emotional learning (2013).

	Climate Survey Item for Pilot Schools
	% Favorable Rating

	How important is it to you to support social and emotional learning in a time of budgetary cutbacks?
	87%

	Have student learning and engagement improved as a result of changes you made based on participation in professional development?
	64%

	My school is looking carefully at what practices, programs, and policies we have that promote social and emotional learning.
	79%

	The social and emotional learning programs that are used in my school are effective at promoting students’ social and emotional development.
	87%

	At my school, there are school-wide strategies in place that reinforce students’ social and emotional skills outside the classroom.
	83%




The present SEL climate among staff members appears to be one that is supportive of SEL implementation. Although awareness of an established written social and emotional curriculum seems to have diminished slightly between 2012 and 2013, it is possible that this is reflective of an increased awareness of WCSD’s vision of SEL. In other words, in 2012 staff members who had not yet been exposed to SEL professional development may have been overestimating the extent to which their school followed a true SEL curriculum or conflating SEL with another initiative or program (i.e. PBIS).. Through increased exposure to WCSD standards and professional development on SEL, staff may be more accurately reporting that they do not know whether their school follows an SEL curriculum that reflects WCSD standards.


Other District-Wide SEL Supports
Multi-Tiered Systems of Support

Multi-Tiered Systems of Support (MTSS) is a framework that allows educators to address the individualized and standardized needs (academic, social, and emotional) of all students (Shaffer, 2012). Through an analysis of multiple data points, including interim assessments, summative assessments, and classroom observations, staff at schools collaborate to make determinations about whether students require additional interventions or enrichment, or whether comprehensive changes to instruction and school policies and procedures are needed to ensure that all students are maximizing their academic and social-emotional potential. Through this data-based decision-making process, Intervention Assistance Teams place students who may be at-risk for school failure into one of three tiers, increasing the intensity of instruction, depending on his or her level of need (Orange County Public Schools [OCPS], 2012). For instance, students placed in Tier One require only school-wide and classroom-level instruction. Students placed in Tier Two are deemed “at-risk,” and require specialized group instruction or social-emotional supports. Tier Three students however, are deemed “high-risk” and require specialized individual instruction (Positive Behavioral Interventions & Support [PBIS], 2009).  The goal of this process is to ensure that at least 85% of all students in the school are successfully responding to instruction, and that students who are not responding to instruction are provided the additional academic and behavioral supports they need. The individualized aspect of this tiered systems approach provides a means for educators to tailor the intensity of instruction depending on the needs of a particular student while the standardized aspect ensures that all students follow the same guidelines and thus, that poor performance is not due to poor instruction (McIntosh, Chard, Boland, & Horner, 2006). Figure 8 . Multi-tiered systems of support

The MTSS framework is, in essence, a blueprint for how educators should tailor the behavioral and academic components of instruction (see Figure 8). The Positive Behavior Support (PBS) component of the framework is an evidence-based approach designed to address the behavioral component of MTSS. This approach attempts to promote positive behaviors among students through positive reinforcement (PBIS, 2009). The Response to Intervention (RTI) component addresses the academic component of MTSS. It allows educators to gather information about a student’s response to intervention strategies in order to assess whether that child needs more individualized or intensive instructional support (McIntosh, et al., 2006). Students placed in higher tiers require, and obtain, more intensive and individualized instruction. Thus, student tier-placement based on PBS and RTA enables educators to provide effective academic and behavioral instruction for all students and helps to ensure that decisions to place students in additional interventions or special education services are based on a strong foundation of data.
The Washoe County School District is working to implement Social Emotional Learning (SEL) into its current MTSS structure. This begs the question: How does SEL fit into this framework? The main goal of SEL is to promote positive academic and youth development for every student through academic and behavioral instruction (Durlack, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; American Institutes for Research [AIR], 2012).  Therefore, the incorporation of SEL into both PBS and RTI should be a relatively easy process as the core tenants of both are inherent within the SEL framework. Similar to MTSS, SEL is designed to serve all students based upon an individualized needs assessment (Shaffer, 2012). 
The WCSD’s vision of SEL comes with additional value to those provided by the MTSS framework. In addition to academic and behavioral instruction, a goal of SEL is to provide safe and positive learning environments for students in order to promote academic and youth development. In doing so, SEL attempts to foster students’ intrinsic motivation and attachment to school in order to promote academic achievement (Durlack, Et al., 2011). In addition, WCSD attempts to expose students to SEL at all stages of development (i.e., K – 12; AIR, 2012). In other words, instruction is tailored based upon student need, intensifying across tiers, and appropriate developmental ability (intensifying across development). 

Data on MTSS Implementation in WCSD
	The 2012 PBS Implementation Checklist (PIC) indicated that currently, the majority of WCSD schools meet the 70% cutoff for the PBS infrastructure. Although WCSD schools excelled in providing a team to analyze student data and in setting clear behavioral expectations that are posted where all can see, two major areas for improvement were parent and community involvement, and providing efficient PBS strategies for Tier 3 students. Providing an efficient disciplinary system was also reported as an area for improvement. Addressing these weaknesses will be a necessary step when performing the needs assessment so that they may guide our efforts for efficient SEL implementation.  
Data on Behavior in WCSD
An indirect, but important goal of MTSS implementation is to reduce students’ problematic behaviors such as interpersonal conflict, threatening behaviors, and harassment. WCSD classifies suspensions as major disciplinary infractions, which can be broken down into two categories: discretionary suspensions and automatic suspensions. Some students are automatically suspended for certain behaviors, including bringing a weapon to school or another infraction that has potential to harm students or staff. Discretionary suspensions include any other student suspensions that involve a major infraction. Minor disciplinary infractions refer to those problem behaviors that are documented, such as referrals or citations, but do not result in a suspension.
Suspension Data
Data on suspensions in WCSD indicates that although substantial efforts have been made to decrease suspensions overall (see Figure 10), there is still some disproportionality of certain subpopulations in the district. For instance, 48% of WCSD students are female and 52% are male. However, females comprise of a total 31.5% of the suspensions in the 2012-2013 school year whereas 68.5% of the suspensions were for male students. In other words, male students are almost 1.3 times more likely to be suspended than would be due to chance. Students with Individualized Education Plans (IEPs) and students with Free or Reduced Lunch (FRL) are also suspended at a disproportionate rate. In 2012-2013, approximately 13.5% of WCSD students had an IEP and 46.3% qualified for free or reduced lunch. However 22.9% of the students that are suspended have an IEP and 63% qualified for FRL. Therefore students with an IEP are 1.7 times as likely to be suspended than chance whereas students with FRL status are about 1.4 times as likely to be suspended than chance. 
African American students are over-represented in WCSD’s suspension data. According to the 2013 Climate Survey, although 2.5% of students are African American, they consist of 5.8% of the total suspensions in the 2012-2013 school year. Thus, they twice as likely to be suspended (see Figure 9; numbers close to 1 indicate equal proportional numbers of students in the total population versus in the suspension population).  
Asian and Caucasian students tended to be under-represented in WCSD’s suspension data. Presently, 4.6% of the student population is Asian and 46.8% is Caucasian. However, these groups comprise only 1.6% and 32.3% of all suspensions, respectively.

Research indicates that out-of-school suspensions (OSS) have deleterious effects on students’ academic performance and that students who are regularly receiving OSSs are more likely to drop out of school (Dupper, 1994).  An examination of WCSD’s suspension data indicates that WCSD has made tremendous gains in decreasing the rate of suspension in schools, and has made major strides in ensuring that certain student subpopulations are not disproportionately referred for suspensions.  As Figure 10 above indicates, the total proportion of WCSD’s discretionary suspensions is down significantly from 2007-2008 (2012-2013 discretionary suspension data was not available at the time of this report.
	These findings suggest that there is a need to identify what policies, practices, and procedures impact this disproportionality in suspension. This becomes even more apparent when examining the differences in attendance rates among student ethnic groups.  Currently, Pacific Islanders and African Americans have the lowest attendance rates whereas Multiracial and Asian students have the highest. In addition, attendance rates significantly decrease as students’ progress from elementary school to high school.
That being said, a recent examination of WCSD’s methods of behavioral data collected indicated concerning inconsistencies in the reporting of major and minor disciplinary infractions within WCSD. For instance, of the 89 schools’ behavioral data reviewed, 6 reported major disciplinary infractions for only one student for the entire 2012-2013 school year, and 16 schools did not provide any major disciplinary infraction data for the entire 2012-2013 school year. Of these sixteen, nine did not provide any minor or major behavioral incidence during the entire year. These data concerns are troubling, as it threatens WCSD’s ability to accurately and effectively address the needs of its students. Furthermore, because the reasons behind the inconsistent reporting are unknown, the interpretability of the data that is available is limited.
	These findings suggest that there is a need to identify what policies, practices, and procedures impact this disproportionality in suspension. This becomes even more apparent when examining the differences in attendance rates among student ethnic groups.  Currently, Pacific Islanders and African Americans have the lowest attendance rates whereas Multiracial and Asian students have the highest. In addition, attendance rates significantly decrease as students’ progress from elementary school to high school.
That being said, a recent examination of WCSD’s methods of behavioral data collected indicated concerning inconsistencies in the reporting of major and minor disciplinary infractions within WCSD. For instance, of the 89 schools reviewed, 6 reported major disciplinary infractions for only one student for the entire 2012-2013 school year, and 16 school did not provide any major disciplinary infraction data for the entire 2012-2013 school year. Of these sixteen, nine did not provide any disciplinary data whatsoever. This is troubling, as it threatens WCSD’s ability to accurately and effectively address the needs of its students. Furthermore, because the reasons behind the inconsistent reporting are unknown, the interpretability of the data that is available is limited.         
Cultural Competency Initiatives
The United States is currently undergoing a “demographic shift” and as a result, schools are becoming more culturally diverse (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). It has been estimated that by the year 2035, 50% of the U.S. school population will be “children of color,” (Hughes, Rodriguez, Smith, Johnson, Stevenson, & Spicer, 2006). Appropriately, inherent within the nature of SEL is the promotion of cultural competency. Providing students with a culturally diverse curriculum exposes students to alternative perspectives. As their repertoire of divergent world views grows, so does their ability to empathize and see the world from another’s perspective. A four year follow-up study indicated that students who develop these skills outperformed those who did not on achievement tests and GPA (CASEL, 2011e). Thus, developing cultural competency is one means of improving academic performance while providing a positive school environment to form positive social relationships. 
WCSD recognizes the benefits of fostering cultural competency in its students and social emotional learning strategies are designed to foster cultural competence among students as well as staff. Research has demonstrated that when implementing programs that are designed to address the “concerns and realities” of students, teachers were more likely to make cultural adaptations to meet their students’ needs (CASEL, 2011d). Thus, implementing SEL into the core curriculum is brings teacher and staff cultural competency to the forefront of everyday interaction and decision-making. Furthermore, SEL implementation has the potential benefit of reducing student problem behaviors by teaching students how to master their social and emotional skills while promoting a culturally sensitive approach to disciplinary action. In doing so, WCSD may continue to work in reducing the attendance, suspension, and expulsion rates among students and by further address the disproportionate rates among minority students. 
WCSD has implemented a series of initiatives to ensure a culturally competent and culturally sensitive climate. The majority of these initiatives have focused on helping staff  and students build cross-cultural relationships, understand issues of power and privilege, and understand the behavioral and attitudinal implications of one’s own cultural memberships. These initiatives have included the following:

Staff:
· Monthly, two-hour cultural competency workshops for all administrators in the district;
· Mentoring, diversity learning communities for racial/ethnic minority staff;
· Diversity scholarship program providing eligible staff with scholarships to pursue graduate degrees;
· Focused outreach and marketing for ethnically diverse staff
· Monthly Diversity and Equity Leadership Team (DELT) meetings for district leadership to further cultural competency agendas
· Culturally Responsive MTSS Support for school teams about how to use equitable more equitable practices when reviewing student data and assigning academic and behavior interventions
· Monthly, hour-long sessions with administrators from two high schools and their vertical feeder schools about how to engage staff in discussion of equitable practices.
Students:
· Mind the Gap Campaign including videos made by Student Advisory Board to promote equitable practices
· Latino, Native American, Black, Gay/Straight Student Summits throughout the year that are hosted by Diversity and Equity office.

Another initiative is the WCSD Study Circles Program, which is designed to remove racial and ethnic barriers to student achievement and family engagement. For six, two-hour sessions, school administrators, teachers, support staff, and parents from diverse backgrounds meet to discuss issues about race and culture. The goal of these “study circles” is to enhance awareness of the impact of race and ethnicity on student learning, improve parent-school relationships, which includes the collaboration among parents and school staff to implement initiatives that promote family participation in the school system. Prior to program implementation, preliminary measures of participants’ levels of cultural competency indicate a greater need for cultural competence training. For instance, 52% of participants indicated that they believed their own racial or ethnic stereotypes would sometimes get in the way of their work with students. Furthermore, 78% of reported that they did not talk to parents of different racial or ethnic backgrounds as much as they talked to parents of their same background, and 67% reported that they had heard another adult at their school make a disparaging remark about a particular group of students. Since 2009, 19 schools have participated, holding individual study circles with staff, parents, and students with over 160 secondary students and over 160 parents and staff. Another 145 counselors and two groups of Parent Involvement Facilitators have participated in Study Circles.

Family Engagement Initiatives
	Washoe County School District recognizes that students’ academic performance and engagement cannot reach its full potential without support from home. In addition to the initiatives that target staff and students, WCSD has created several programs to foster the school-home relationship. These programs include the Parent-Teacher Home Visit Project, Parent University, and School Performance Plans.  
Parent-Teacher Home Visit Project
The Parent/Teacher Home Visit Project was developed by Sacramento City Unified District in 1998 and has since become a nationally recognized model for home visits. The model is based on five tenets that shape the approach to home visits. Elements of the program include two visits throughout the year: the first visit is focused on relationship building between parents and school staff visitors; the second visit is centered on capacity building and information sharing. It is important for school visitors to provide parents with an informational packet, or toolkit, during the first visit to ensure parents have relevant information in case a second visit does not occur. Currently, twelve schools have committed to conducting 75 home visits (two with each student) for the 13-14 school year.
Academic Parent-Teacher Teams
APTT consists of three 75-minute classroom parent-teacher group meetings to review class and individual student performance data, parent-student academic goal setting, and modeling of teaching and learning practices parents can do at home. The model shifts the traditional conversations in parent teacher conferences to a more meaningful dialogue focused on student outcomes. Parents also meet individually with the teacher to review their child’s performance data and use the information to take action steps to improve learning outcomes. Ten elementary schools are participating in the APTT process during the 2012-2013 school year.
Parent University
In 2012-13, Washoe County School District (WCSD) completed its second year of Parent University, with the mission of connecting families to information and resources that support their student’s long-term school success including college and careers. Supported by partnerships and funding from more than 20 community-based organizations, Parent U offers 240 free classes to parents at schools and unique locations throughout the community. Parent U classes fall under five main categories: Supporting Learning and Navigating the Education System; Leadership & Advocacy; Parenting; Family Health & Wellness; and Parents’ Personal Growth and Development. Childcare and interpreters are provided during each class to reduce attendance barriers. In SY 2011-12, Parent U had 1,131 participants and 788 unduplicated families from WCSD schools. Approximately 78% of participating families had a child that met at least one of three identified criteria: racial or ethnic minority; low socioeconomic status; or limited English proficiency.
Family Graduation Specialists
The Family Graduation Specialists is a school-based liaison who contacts select parents regularly to provide resource and informational support to families, including learning how to access and understand student attendance and academic progress through the Parent Portal, an online database for parents that contains credit attainment, grades, attendance, and assessment data. PIFs provide one-on-one trainings and link parents to resources on monitoring their child’s progress, supporting learning at home, developing students’ study skills, and navigating school processes. Ultimately, the purpose of this program is to help parents set high expectations and follow through with individualized support for their students’ academic achievement.   
Student Engagement Initiatives
Student Voice Toolkit
School improvement has taken center stage in the national discussion about education, but the viewpoints of students—those most directly affected by school change—are seldom heard. In recent years, listening to students has emerged as a potential strategy for strengthening school change efforts of all kinds. When students “speak out” and adults “listen up,” much can be learned about making real and lasting change. The Speak Out, Listen Up! toolkit was designed to help students and educators work together in new ways to improve schools. 
Academic Personalized Plans
	The Academic Personalized Plan is an initiative launched in early 2013 and reflects the philosophy of personalized learning by addressing individual student needs and goals in the context of academics, career/college, social and emotional learning (SEL), and wraparound/family engagement services. The Academic Personalized Plan also provides the foundation to create personalized learning recommendations and goals directly linked to college and career standards. This process supports learning and achievement as the creation of a “student-driven learning path” (Wolf, 2010).  The 25 schools implementing the APP process work with individual students to set goals in each of these four key areas, often basing the goal-setting on data found on the one-page APP data report that provides information on students’ risk index score, attendance history, course, and testing data. The goals are set with the students’ advocate, typically the staff member at the school site who has formed a strong relationship with the student. It is WCSD’s goal that by 2016-2017, all students in middle and high school will have an APP. Through the Academic Personalized Plan implementation process, it is hoped that students will recognize the value of creating a personal learning environment that supports growth and goal attainment through progress monitoring and periodic adjustment.  This develops personal responsibility and accountability for life-long success.  
AVID
Advancement Via Individual Determination (AVID), is a college readiness system for elementary through higher education that is designed to increase school-wide learning and performance. The College Readiness System is designed to increase the number of students who enroll and succeed in higher education and post-high school graduation. Students are usually selected to enroll in an AVID class after an application process. For one class period a day, they learn organizational and study skills, work on critical thinking and asking probing questions, get academic help from peers and college tutors, and participate in enrichment and motivational activities that make college seem attainable. WCSD currently implements AVID with four high schools and two middle schools with primarily high poverty students.
21st Century Learning Skills
	WCSD has conducted extensive professional development trainings with teachers district-wide regarding how to integrate 21st Century Learning Skills into daily instruction. To assist educators in advancing classroom-based and blended learning instructional practices, WCSD has developed 21st Century Learning Environments Rubric.  This rubric is aligned to the Common Core and is designed to help teachers advance their instruction to develop career and college ready students who can, 1) collaborate effectively, 2) construct knowledge, 3) innovate to solve real-world problems, 4) use technology to enhance learning, 5) self-regulate, and 6) communicate skillfully. The rubric is set up on a continuum from ‘Not Conducive’ to ‘Highly Conducive.’ For instance, a teacher seeking to improve a learning activity in ways that develop students’ real-world problem solving and innovation skills would begin by assessing their classroom against the rubric and identifying and implementing potential improvements that would fulfill this next step. 
Integration between Supporting Initiatives and SEL
	There are varying degrees of alignment between the MTSS, cultural competency, family engagement, and student engagement initiatives described above and social emotional learning in the district. Currently, SEL is housed within the Multi-Tiered Systems of Support office, along with Academic Personalized Plans, and AVID. As a result, there is extremely close alignment between data-based decision-making efforts throughout the district and implementation of social and emotional learning curriculums. Also worth noting, SEL has collaborated extensively with Curriculum and Instruction to build SEL into the rollout of Common Core State Standards. Several trainings have been offered to school leadership and teachers about how to use social and emotional learning as a way to help students and staff cope with the challenges and frustrations associated with the more rigorous standards and expectations of the CCSS. 
The SEL department is currently planning discussions to build stronger relationships with cultural competency, family engagement, and student engagement initiatives to reduce duplication of efforts, and foster enhanced alignment between supportive initiatives in the district. 




Conclusion
Focus groups with WCSD counselors have indicated that most schools have evidenced based programs at the elementary school level. However, SEL implementation is not always consistent across schools and evaluation and monitoring of SEL efforts is rarely completed. In addition, responses within the focus groups revealed that it is primarily the counselors, as opposed to teachers, that are responsible for providing social emotional programming. Greater integration of SEL into daily classroom instruction could help fortify what students learn through SEL programming with counselors and will help to ensure more consistent messaging and reinforcement of lessons learned with students. Additionally, SEL takes on different form across grade levels. In elementary schools, SEL often comes in the form of purchased evidence-based programs. However, many more programs are in use that have been locally developed by school staff that may not be evidence-based. Although these may be more effectively tailored to a school’s need, without consistent evaluations of these local efforts, staff may not have the data needed to make decisions about how to adjust program activities. On the other hand, at the middle and high school levels, SEL is less likely to come directly from the counselors and more likely to be found in student organizations such as clubs, small groups, or teams. Because counselor caseloads in middle and high school are heavier, SEL programming within clubs and small groups or teams may be an effective SEL delivery mechanism to pursue. However, as counselors noted, this system does not provide a means to get those students who are not involved in such activities to build their own social emotional competencies. 
Although the 2013 Student Climate survey indicated that 80% of 5th – 11th grade students reported being socially and emotionally competent, other climate, academic, and behavioral data suggest that WCSD students can greatly benefit from SEL implementation. For instance, an examination of racial differences in the student climate responses revealed that African American/Black students report the lowest levels of perceived adult and student respect as well as low levels of perceived adult caring. This may stem from the fact that suspension data within WCSD demonstrates disproportionality of certain racial categories. This is especially true for African American students, who are twice as likely to be suspended than other students. Presently, only 40% of school staff report that they follow an established written social and emotional curriculum for all grade levels. Further messaging around how to integrate SEL standards into the standard curriculum will be critical to improving student-teacher relationships and fostering a culturally competent climate (CASEL, 2011e). 
Additionally, the 2013 Student Safety Survey revealed that many students are the victims of bullying and harassment at school. Specifically, 52% of students reported being verbally harassed, and 38% of students reported being physically assaulted, within the past year. The most common reasons for being targeted were students’ physical characteristics, clothing, and race/ethnicity/national origin. Incorporating SEL into the curriculum will not only teach students common core standards, but it will also teach students how to handle their emotions and social relationships in such a way as to reduce the prevalence of bullying behavior and create a positive learning environment (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).
The results of the needs assessment suggest that WCSD will greatly benefit from a incorporating a consistent district-wide SEL curriculum that is developmentally appropriate. Fortunately, the majority of staff (74%) indicated that they believed their school was supportive of SEL implementation. Teachers also reported positive attitudes toward SEL implementation as 82% felt confident in their ability to implement SEL in their classrooms. In addition to a universal SEL curriculum, WCSD may also benefit from incorporating a developmentally appropriate measurement of social emotional competencies. Presently, several SEL-related tools are used within the district. However the diversity (and inconsistent use) of these tools inhibits WCSD’s ability to gauge its students’ social-emotional abilities across time and grade levels. Thus, such an index would allow WCSD to measure student progress of SEL in response to the curriculum.
Recommendations for Future SEL Roll-Out
	To provide a consistent and developmentally appropriate SEL curriculum, it is recommended that WCSD provide three supports for its school staff. First, WCSD could benefit from having a library of evidence-based SEL programs available for its counselors and other school staff. Not only will this ensure consistent SEL across schools but it will also provide counselors, and the district, with the ability to assess the impact of these programs. This may require a district-approved SEL program library of which counselors can select from and will reduce the time required for counselors to create assessments from the ground-up. Having a library at each school or within each vertical would help ensure that staff have quick, and regular access to SEL programs needed and no single department is tasked with the burden of monitoring and inventorying these programs.
	Second, although findings indicate that some assessments of student social and emotional competencies are completed with some students at Pre-K, third grade, and grades 5, 6, 7, 8, 9, and 11, no universal assessment is currently available to measure these skills among all students. Concerns also remain about some of the psychometric properties of these tools, particularly the PreK assessment. As a result, it is somewhat difficult to assess whether or not SEL efforts are making the expected impact on student outcomes, and it is difficult to identify students most in need of targeted SEL interventions. In addition to the climate responses, to adequately assess whether student SEL competencies improve, assessments must be provided for each grade level, and behavior data systems must be improved. Since the reporting of behavioral data is inconsistent, WCSD cannot accurately assess whether SEL will in fact impact disciplinary infractions as it is proposed to do (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). Given their experience working with SEL and having to develop ASCA reports that include program evaluations, counselors may be an asset for helping to collect SEL data at a local level.
	Third, WCSD will need to work to promote teacher and administrator buy-in for SEL implementation. For SEL to be consistent, teachers must be willing to integrate it into their curriculum. Presently, SEL has often been viewed as the counselors’ responsibility. If this were to continue, SEL cannot and will not be adequately provided to students on a universal level. In support of this notion, counselors provided a couple of strategies that may increase the likelihood of teacher buy-in. First, they indicated that teachers are much more willing to adopt an initiative that is mandatory than one that is not mandatory. This requires administrative buy-in as well, but essentially translates to teachers not wanting to disrupt their practices for programs that are either not likely to be in place for the long-term, or that are perceived as ineffective. Second, counselors felt that if the district were to promote that SEL was built into such things as implementation of Common Core State Standards or PBIS, teachers will be more open to adopting it. With so many competing programs and initiatives, teachers may not be open to the prospect of incorporating yet another initiative into their daily routine. However, if SEL was framed as being a part of what teachers already do, it may be less threatening and more accepted. Thus, it seems that the difficulty obtaining teacher buy-in stems from the fact that teachers are met with a tremendous amount of time constraints. For SEL implementation to be successful, it must be easily integrated into teachers’ daily activities. 
Limitations of Needs Assessment
	This needs assessment is limited in its ability to address potential issues to SEL implementation that may require future attention. For instance, it is difficult to determine whether or not SEL implementation will affect all students similarly. It is assumed that SEL will contribute positively to all students’ academic and behavioral outcomes. However, it is also likely that SEL may come affect students differently depending on race, gender, or Tier level. It may be the case that groups follow a different projection, with one group excelling faster than the others. Or, groups that are already emotionally competent on average may be less likely to show improvement than groups that are not. Although the consideration of developmental stages was addressed in the needs assessment, the consideration of cultural, gender, or dispositional differences were not. 
	The assessment is also unable to identify how SEL can best be incorporated into the curriculum. The counselor focus groups highlighted the potential differences in SEL implementation as a produce of students’ developmental ability however they did not provide insight as to how teachers may incorporate SEL into their daily activities. At the elementary school level, not only are the programs designed for counselor guidance, but there is no evidence of which programs work over others. Middle and high school counselors recognized that SEL required getting students connected to school but did not provide any insight into how this could be accomplished. Therefore WCSD must brainstorm ways in which its teachers can incorporate developmentally appropriate SEL into their curriculum. 
	Although WCSD has attempted to assess the current SEL climate among its students and staff, there is no concrete evidence of students’ current SEL capabilities. The PreK and 3rd grade behavioral observations provide a direct measurement of such capabilities however there is doubt as to whether these observations are trustworthy accounts of student behavior. Extrapolating from trends in behavior and climate data may shed light onto such competencies however the nature of the climate surveys does not provide WCSD with direct evidence of how students actually perform socially and emotionally. Specifically, the Student Climate survey relies on students’ self-reported SEL abilities. As such, it is difficult to determine the accuracy of student perceptions on their actual behavior. This is especially clear when comparing the proportion of students that indicated being socially and emotionally competent with the proportion of students that indicated being verbally or physically harassed at school. 
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Appendix A
Pre-K Portfolio
	SOCIAL/EMOTIONAL

	
	
	
	
	
	
	
	Code

	Name
	 
	 
	 
	 
	
	
	+ Exceeds Standard

	Teacher
	 
	 
	 
	
	
	X Consistently Shows Skill

	
	
	
	
	
	
	
	/ Approaching Standard

	
	
	
	
	
	
	
	- Not Observed

	
	
	
	
	
	
	 
	

	
	
	
	
	
	
	Pre date
	Post date

	Make independent choices from diverse centers or activities. 
	 
	 

	Demonstrates self-help skills (e.g., put blocks away, pour juice, use soap when washing hands).
	 
	 

	Express feelings, needs, or wants in appropriate ways.
	 
	 

	Demonstrates awareness of feelings of others (e.g., gets blanket for friend and comforts him/her when he/she feels sad.
	 
	 

	Demonstrate problem-solving skills (e.g., ask for help from an adult, talk about problems, talk about feelings relating to problems, & negotiate solutions).
	 
	 

	Plays in pairs and small groups.
	 
	 

	Initiate play, or enter into play with a group of children already playing.
	 
	 

	Takes turns with teacher support.
	 
	 

	Shares some of the time.
	 
	 

	Clean up or put away toys and materials when finished.
	 
	 

	Express common courtesy to others (e.g., saying "thank you," "please," and "excuse me," or passing a plate of cookies).
	 
	 

	Respect rights and belongings of others.
	 
	 

	Displays age-appropriate behavior during group time.
	 
	 

	
	
	





Appendix B
Reliability of 2012-2013 Student Climate Survey Scales
	Scale Name
	α
	Measure the extent to which students agree that:
	Sample Item

	Adult Respect 
	.77
	The adults at their school are respectful to each other and to students.
	Teachers and staff at my school treat all students fairly.

	Student Respect 
	.74
	Their peers are respectful to others.
	Students at my school treat teachers and staff with respect.

	Parent Engagement 
	.66
	Their parents are involved in their learning process.
	My parent or other family member encourages me to work hard in school 

	Adult Caring 
	.70
	The adults at their school care about them.
	Teachers and staff at my school care about every student.

	Academic Support 
	.76
	Adults provide them with the support needed to do well in school.
	 I feel comfortable asking my teachers for help when I'm struggling in class. 

	Academic Engagement 
	.79
	They are academically engaged in their coursework.
	School keeps my mind really busy.

	Academic Commitment
	.83
	They are committed to doing well in school.
	Even if the work in my classes is hard, I can learn it.

	Utility of Education 
	.81
	What they are learning is helping them be prepared for college and a career.
	I will use what I learn in my classes in my future job.

	SEL 
	.78
	They have strong social and emotional skills.
	I stop and think before doing anything when I get angry.





Appendix C
WCSD 2013 Staff Climate SEL Items 
	Social and Emotional Learning Curriculum
	Yes, in all grade levels
	Yes, in some grade levels
	No, not for any grade level
	I don't know

	13.Does your school follow an established written social and emotional learning curriculum?

	Social and Emotional Learning Support
	Strongly Agree
	Agree
	Disagree
	Strongly Disagree
	Don't Know

	14(a). (Teachers Only; If yes to question 13) I feel confident in my ability to implement the social and emotional learning curriculum that has been adopted at my school. 

	15(a). (Principals/Assistant Principles Only; If yes to question 13) I feel confident in my teachers’ abilities to implement the social and emotional learning curriculum.

	16(a). The adults in this school interact with one another in a way that models social and emotional competence.
 

	16(b). The adults in this school are expected to actively promote students’ social and emotional development.

	16(c). All staff are expected to address students' social and emotional needs.

	16(d). The adults in this school interact with students in a way that supports students’ social and emotional skills.

	16(e). The culture at my school supports social and emotional learning.

	16(f). The culture in the district supports the development of students’ social and emotional skills.

	16(g). My school has developed a vision for academic, social, and emotional learning.

	16(h). The vision for academic, social and emotional learning has been communicated to all school staff.

	Exposure to Social and Emotional Learning
	 
	 
	Yes
	No

	17. Have you had exposure to WCSD's Social Emotional Learning standards? (Teachers Only)  

	Exposure to Social and Emotional Learning
	Very Consistently
	Somewhat Consistently
	Not at all Consistently

	18. (If yes to question 17) How consistently do you incorporate the WCSD standards into your daily classroom instruction? 

	Commitment to Social and Emotional Learning
	Moderately Committed
	Somewhat Committed
	Not at All Committed
	Not sure what SEL programming is

	19. How would you rate your own level of commitment to implementing social and emotional programming in your classroom or school?

	SEL Pilot Schools

	 (Only teachers/principals/assistant principals at the schools listed to the right)
	Washoe Innovations High School, Damonte Ranch High School, McQueen High School, Depoali Middle School, Billinghurst Middle School, Brown ES, Donner Springs ES, Double Diamond ES, Pleasant Valley ES, Melton ES, Verdi ES, Westergard ES, Sarah Winnemucca ES

	Importance of Social and Emotional Learning
	Extremely Important
	Important
	Somewhat Important
	Not at all Important

	20.How important is it to you to support social and emotional learning in a time of budgetary cutbacks? 

	Participated in Social and Emotional Learning Professional Development
	Yes
	No

	21.Have you participated in professional development that provided an overview of social and emotional learning? 

	If yes…
	No Change
	Minor Change
	Moderate Change
	Significant Change

	22.Have student learning and engagement improved as a result of changes you made based on participation in PD?


	School-wide Social and Emotional Learning
	Strongly Agree
	Agree
	Disagree
	Strongly Disagree
	Don't Know

	23.My school is looking carefully at what practices, programs, and policies we have that promote social and emotional learning. 

	24.The social and emotional learning programs that are used in my school are effective at promoting students’ social and emotional development.

	25.At my school, there are school-wide strategies in place that reinforce students’ social and emotional skills outside the classroom. 

























Appendix D
CASEL SEL-ect Programs Description
4Rs is a grade-specific program that is tailored for kindergarten through middle school students. This program incorporates SEL with language arts and has been acknowledged by CASEL as one of the most effective programs for fostering SEL (Morningside Center for Teaching Social Responsibility, 2012).
Al’s Pals is designed for children ages 3-8 years old. The program teaches emotion regulation, conflict resolution, and healthy behaviors through the use of puppets, music, and other age-appropriate strategies (Wingspan, 2013).
Caring School Community Initiative fosters SEL across grade level by helping schools create caring and inclusive learning environments. The initiative builds a sense of community through student-teacher class meetings, cross-age “buddies,” increased parent involvement, and school-wide community activities (The Caring School Community Initiative, 2010).
Competent Kids, Caring Communities is designed for students K-5 and includes 35 sets of lessons per year. These lessons include questions that help students focus their attention, components that engage family-school communication, and builds students’ SEL competencies (CASEL, 2011g).
High Scope Curriculum teaches young children (infants-elementary school) academic and SEL skills that will prepare them for later schooling. SEL development is marked by a positive sense of identity, competence, emotions, empathy, community, relationships, cooperation, morality, and conflict resolution (High Scope, 2013).
I Can Problem Solve is a 12-week program designed to foster interpersonal cognitive problem solving skills, such as emotional awareness and consequence assessment, among at-risk preK through 6th grade students. The goal of this program is to increase cognitive problem-solving skills and ultimately reduce conflict and aggression (Child Trends, 2010). 
Michigan Model for Health is a health education program for all grade levels. It teaches schools the skills needed to practice healthy behaviors. The skills learned are expected to promote  social emotional health, nutrition, and exervise as well as decrease poor health behaviors such as alcohol or tobacco consumption (Educational Materials Center, 2011). 
MindUP is a program designed for students grades PreK-8 and builds skills that allow students to self-regulate and identify how their actions and attitudes affect themselves and others. It includes teaching students how the brain works, how to pay attention to their senses, how to perspective take, and how to act with gratitude (The Hawn Foundation, 2013).
Open Circle is designed to foster SEL skills for students grades K-5. It includes 15-20 minute classroom meetings two times a week that include activities such as class discussions and role-playing. These activities are expected to teach students listening, cooperating, and emotional regulation skills (Open Circle, 2012).
Peace Works is a program designed to teach students of all grade levels how to peacefully resolve conflict. The program includes teaching parents problem solving and anger management techniques and fosters the parent-school relationship (Office of Juvenile Justice and Delinquency Prevention).
Positive Action is designed for students PreK-12 that fosters an association between positive actions and a positive sense of self. It is based on the philosophy that this association is cyclical in that positive actions lead to positive attitudes toward the self which then produce more positive thoughts (Positive Action, 2013). 
Promoting Alternative Thinking Strategies (PATHS) is a program that is designed to foster SEL competencies and to reduce aggression and other behavioral problems for students K-6. The program includes two to three thirty minute lessons per week (PATHS, 2011).
Raising Healthy Children incorporates the school and family to promote student social development. Currently, it is only being offered to Elementary school children and includes workshops, parent training, and student interventions (Social Development Research Group, 2012).
Resolving Conflict Creatively is a developmentally-appropriate violence-prevention program for students K-8. It promotes conflict resolution strategies, cultural competency, and a positive learning environment (Promising Practices Network, 2006).
Responsive Classroom integrates teaching practices and parent relationships to create classrooms that are responsive to students’, from Kindergarten through 6th, social, emotional, and intellectual needs (Northeast Foundation for Children, 2013).
Second Step is a PreK-8 program designed teach students social-emotional skills that are related to violence. It includes empathy training, problem solving/self-control and anger management (Second Step, 2012).
Social Decision Making/Problem Solving Program, designed for students from Kindergarten through eighth grade, covers 30 topics per year. These topics address SEL competencies such as self-control, social awareness, and effective decision-making (University Behavioral Healthcare). 
Steps to Respect is designed in conjunction with Second Step and is focused on reducing elementary school bullying and violence. It offers more intensive training for school staff and teaches students how to recognize their emotions, and to refuse and report bullying behavior (Steps to Respect, 2012).
The Incredible Years incorporates parent and teacher group meetings where the focus is to strategies ways to reduce student problem behaviors by fostering social emotional skills such as self-control. This program is designed to work with children aged 3-8. Research has demonstrated that this program improved 80% of student’s behaviors (The Incredible Years, 2012).
The RULER Approach is an SEL program that focuses on five literary skills for elementary and middle school students. The skills are: Recognizing emotions (of self and others), Understanding causes and consequences of emotion, Labeling emotions, Expressing emotions appropriately, and regulating emotions effectively (RULER, 2013).
Too Good for Violence is a preventative program that is designed to reduce violent behavior among all grade levels. It is designed to foster prosocial behaviors and to improve protective factors that are related to conflict and violence (SAMHSA’s National Registry of Evidence-based Programs and Practices, 2012. 
Tools of the Mind is designed for preschool and kindergarten children and has been shown to increase children’s’ ability to self-regulate. This program teaches children how to regulate their social, emotional, and cognitive behaviors and therefore strengthens their executive functioning to prepare them for future academic success (Tools of the Mind).
















Appendix E
SEL Program Inventory
	SEL Programs in Use During Last 3 Years by Elementary School Counselors

	Program Name
	# of Schools with Program
	% that would recommend program to others

	Cognitive Coaching
	1
	0%

	Conflict Mediation
	8
	38%

	†Connected and Respected
	3
	67%

	Good Behavior Game
	3
	100%

	Great Body Shop
	4
	0%

	*I Can Problem Solve
	1
	0%

	*MindUP
	2
	50%

	*Positive Action
	1
	100%

	Project Toward No Tobacco
	1
	100%

	*Promoting Alternative Thinking Strategies (PATHS)
	4
	75%

	*Resolving Conflict Creatively Program
	1
	100%

	*Second Step
	22
	64%

	*Steps for Respect
	10
	40%

	Too Good for Drugs
	14
	50%

	*Too Good for Violence
	6
	50%

	*Tribes
	9
	22%

	Other Supportive Programs

	PBIS
	25
	48%

	Other Programs to Reduce Drug/Alcohol Use
	12
	58%

	Other Programs to Reduce Violence/Bullying/Aggression
	16
	63%

	Other Character Education Programs
	14
	50%

	Other Cultural Competency Programs
	3
	33%

	Other SEL Programs
	9
	56%

	*CASEL SEL-ect Programs; †A part of the Resolving Conflict Creatively Program

	







Appendix F
Elementary SEL Supportive Program Inventory
	Non-CASEL SEL-ect

	Program Listed
	n
	SAMSHA Promising Program
	Supportive Research

	Cognitive Coaching
	1
	Unknown
	Unknown

	Conflict Mediation
	8
	Unknown
	Unknown

	Good Behavior Game
	3
	Yes
	-

	Great Body Shop
	4
	No
	No

	Project Toward No Tobacco
	1
	Yes
	-

	Too Good For Drugs
	14
	Yes
	-

	Other Programs to Reduce Drug/Alcohol Use

	Brainpower
	2
	Yes
	Yes

	Here's to looking at year 2000
	1
	No
	Yes

	Lively lessons for classroom sessions
	1
	No
	No

	Nightmare on Drug Street
	1
	No
	No

	SHARE
	3
	No
	No

	Tar Wars
	2
	No
	No

	Other Programs to Reduce Violence/Bullying/Aggression

	Anger Management
	1
	Unknown
	Unknown

	Auto b Good
	1
	No
	No

	Be Cool
	2
	No
	Yes

	Bully Beans
	1
	No
	No

	Bullying Prevention Month
	1
	No
	No

	Child Assault Prevention
	1
	No
	No

	Conflict Resolution
	1
	Unknown
	Unknown

	Filing a bucket
	1
	No
	No

	Get Real About Violence
	3
	Yes
	Yes

	Haha so
	1
	No
	Yes

	Lively Lessons for classroom sessions
	1
	No
	No

	No Bullying Allowed
	1
	No
	No

	Own lessons
	2
	No
	No

	Purple Hand Pledge
	1
	No
	No

	School-wide assemblies
	1
	No
	No

	Stop Bullying Now
	1
	No
	Yes

	Sunburst
	1
	No
	No

	Other  Character Education Programs

	Auto b Good
	1
	No
	No

	Books
	3
	No
	No

	TRACK 
	1
	No
	No

	Conflict Resolution
	1
	Unknown
	Unknown

	Kelso's Choice
	1
	No
	Yes

	Lively lessons for classroom sessions
	1
	No
	No

	Missouri Comprehensive Guidance Program
	1
	No
	Yes

	Multiple Intelligences
	1
	Unknown
	Unknown

	Own lessons
	1
	No
	No

	Skill Streaming
	1
	No
	Yes

	Other Cultural Competency Programs

	Own Lessons
	1
	No
	No

	Kelso's Choice
	1
	No
	Yes

	Lively Lessons for classroom sessions
	1
	No
	No

	Other SEL Programs Not Listed

	Conflict Managers
	2
	Unknown
	Unknown

	Conflict Resolution
	1
	Unknown
	Unknown

	Conscious discipline
	2
	No
	Yes

	Kelso's Choice
	1
	No
	Yes

	Lively Lessons for classroom sessions
	1
	No
	No

	Own lessons
	1
	No
	No

	PEACH
	1
	Yes
	No

	Project Charlie
	1
	No
	Yes

	Skill Streaming
	1
	No
	Yes

	Stop Steps
	1
	Unknown
	Unknown

	Superflex Michelle Garcia
	1
	No
	Yes

	*Those programs marked “Unknown” could not be identified as guidance programs.









Appendix G
Elementary Students Receiving SEL Support
	Which Students Receive Program Support?

	 
	 
Percent of Schools

	CASEL SEL-ect Program Name
	Total
	School-wide
	Specific Grades
	Specific Classrooms
	Targeted Students
	No Response

	I Can Problem Solve
	1
	0
	1
	0
	0
	0

	MindUP
	2
	0
	0
	1
	1
	0

	Positive Action
	1
	0
	0
	0
	0
	1

	PATHS
	4
	2
	1
	1
	0
	0

	Resolving Conflict Creatively Program
	1
	1
	0
	0
	0
	0

	Second Step
	22
	8
	6
	3
	3
	2

	Steps for Respect
	10
	1
	6
	1
	1
	1

	Too Good for Violence
	6
	3
	1
	0
	2
	0

	Tribes
	9
	3
	2
	2
	2
	0

	Percentage Receiving Support
	n = 56
	32%
	30%
	14%
	16%
	7%

	Other Supportive Programs

	Cognitive Coaching
	1
	0
	0
	0
	0
	1

	Conflict Mediation
	8
	7
	1
	0
	0
	0

	Connected and Respected
	3
	1
	2
	0
	0
	0

	Good Behavior Game
	3
	2
	0
	0
	0
	1

	Great Body Shop
	4
	0
	2
	1
	0
	1

	Project Toward No Tobacco
	1
	0
	1
	0
	0
	0

	Too Good for Drugs
	14
	2
	7
	1
	3
	1

	PBIS
	25
	24
	0
	1
	0
	0

	Other Programs to Reduce Drug/Alcohol Use
	12
	3
	9
	0
	0
	0

	Other Programs to Reduce Violence/Bullying/Aggression
	16
	10
	5
	1
	0
	0

	Other Character Education Programs
	14
	6
	4
	1
	3
	0

	Other Cultural Competency Programs
	3
	2
	1
	0
	0
	0

	Other SEL Programs
	9
	4
	1
	0
	3
	1

	Percentage Receiving Support
	n = 113
	54%
	29%
	4%
	8%
	4%




Appendix H
Middle and High School SEL Program Inventory
	

Middle and High School Counselor Responses

	Program Name
	# of Schools with Program
	% that would recommend program to others

	Cognitive Coaching
	1
	0%

	Conflict Mediation
	2
	0%

	Link Crew
	2
	100%

	*Second Step
	1
	100%

	Other Supportive Programs

	PBIS
	5
	48%

	Other Programs to Reduce Drug/Alcohol Use
	4
	50%

	Other Programs to Reduce Violence/Bullying/Aggression
	5
	20%

	Other Character Education Programs
	3
	0%

	Other Cultural Competency Programs
	3
	33%

	Other SEL Programs
	3
	33%

	*CASEL SEL-ect Programs; †A part of the Resolving Conflict Creatively Program















Appendix I
Middle and High School Students Receiving SEL Support
	
Which Students Receive Program Support?

	CASEL SEL-ect Program Name
	Total
	School-wide
	Specific Grades
	Specific Classrooms
	Targeted Students
	No Response

	Second Step
	1
	1
	0
	0
	0
	0

	Percentage Receiving Support
	n = 1
	100%
	0%
	0%
	0%
	0%

	Other Supportive Programs

	Cognitive Coaching
	1
	0
	0
	0
	0
	1

	Conflict Mediation
	2
	1
	0
	0
	1
	0

	Link Crew
	2
	0
	2
	0
	0
	0

	PBIS
	5
	4
	0
	0
	1
	0

	Other Programs to Reduce Drug/Alcohol Use
	4
	3
	0
	0
	0
	1

	Other Programs to Reduce Violence/Bullying/Aggression
	5
	3
	1
	1
	0
	0

	Other Character Education Programs
	3
	3
	0
	0
	0
	0

	Other Cultural Competency Programs
	3
	1
	1
	1
	0
	0

	Other SEL Programs
	3
	1
	0
	0
	2
	0

	Percentage Receiving Support
	n = 28
	57%
	14%
	7%
	14%
	7%













Appendix J
WCSD 2013 Student Climate SEL Scale and Subscales 
	Sub Scale
	Items

	Self-Awareness
	I can identify and name the emotions I feel.

	
	I understand my moods and feelings.

	
	I understand why I do what I do.

	
	I know what I do well and don't do well.

	
	I am aware of how my moods affect the way I treat other people

	
	I pay attention when I do things.

	Self-Management
	I try hard to do well in school. 

	
	Even when I am excited, I can wait until my turn comes.

	
	I set high standards for myself.

	
	I work hard. 

	
	I keep focused on tasks I need to do even if I do not like them.

	
	I can be counted on. 

	
	I have strong self-control.

	Social Awareness
	I listen carefully to what other students say to me. 

	
	I get along well with students who are different from me. 

	
	It is important for me to help others in my school. 

	
	I can tell when someone is getting angry or upset before they say anything. 

	Relationship Skills
	I am able to work well with others

	
	I know how to disagree without starting an argument. 

	
	I ask my teachers for help when I need it. 

	
	If I get upset with a friend, I can talk about it and make things better.

	
	It is easy for me to join a conversation that other students have already started.

	
	I enjoy being around people whose background and experiences are different from mine. 

	Responsible Decision-Making
	When I have problems at school, I am good at finding ways to solve them. 

	
	If I can’t figure something out, I try different solutions until one works.  

	
	When I make a decision, I think about what might happen afterwards. 

	
	I take responsibility for my mistakes. 

	
	I can say “no” when my friends want me to do something that I don’t want to do.
























Appendix K
Percent of Staff Members that indicated that SEL was being implemented in all grade levels in 2013.
	Elementary Schools
	Middle Schools

	Percent who answered "Yes in all grade levels."
	n
	%
	Percent who answered "Yes in all grade levels."
	n
	%

	ALLEN ELEMENTARY SCHOOL
	6
	20%
	BILLINGHURST MIDDLE SCHOOL*
	17
	45%

	ANDERSON ELEMENTARY SCHOOL
	12
	46%
	CLAYTON MIDDLE SCHOOL
	10
	28%

	BEASLEY ELEMENTARY SCHOOL
	2
	7%
	COLD SPRINGS MIDDLE
	13
	28%

	BECK ELEMENTARY SCHOOL
	2
	7%
	DEPOALI MIDDLE*
	31
	72%

	BENNETT ELEMENTARY SCHOOL
	13
	30%
	DILWORTH MIDDLE SCHOOL
	15
	34%

	BOOTH ELEMENTARY SCHOOL
	8
	27%
	INCLINE MIDDLE SCHOOL
	9
	36%

	BROWN ELEMENTARY SCHOOL*
	13
	33%
	MENDIVE MIDDLE SCHOOL
	13
	33%

	CANNAN ELEMENTARY SCHOOL
	13
	33%
	OBRIEN MIDDLE SCHOOL
	3
	8%

	CAUGHLIN RANCH ELEMENTARY
	2
	11%
	PINE MIDDLE SCHOOL
	12
	32%

	CORBETT ELEMENTARY SCHOOL
	13
	46%
	SHAW MIDDLE SCHOOL
	27
	71%

	DESERT HEIGHTS ELEMENTARY
	17
	33%
	SPARKS MIDDLE SCHOOL
	21
	54%

	DIEDRICHSEN ELEMENTARY SCHOOL
	4
	21%
	SWOPE MIDDLE SCHOOL
	19
	45%

	DODSON ELEMENTARY SCHOOL
	3
	12%
	TRANER MIDDLE SCHOOL
	11
	28%

	DONNER SPRINGS ELEMENTARY*
	11
	26%
	VAUGHN MIDDLE SCHOOL
	16
	46%

	DOUBLE DIAMOND ELEMENTARY*
	5
	23%
	Middle School Average
	40%

	DRAKE ELEMENTARY SCHOOL
	16
	67%
	High Schools

	DUNCAN ELEMENTARY SCHOOL
	9
	27%
	ACAD OF ARTS CAREERS AND TECH
	7
	35%

	DUNN ELEMENTARY SCHOOL
	7
	23%
	ACADEMY FOR CAREER ED
	2
	67%

	ELMCREST ELEMENTARY SCHOOL
	13
	46%
	DAMONTE RANCH HIGH SCHOOL*
	30
	36%

	GOMES ELEMENTARY SCHOOL
	4
	14%
	GALENA HIGH SCHOOL
	13
	16%

	GOMM ELEMENTARY SCHOOL
	3
	21%
	HUG HIGH SCHOOL
	9
	12%

	GREENBRAE ELEMENTARY SCHOOL
	5
	39%
	INCLINE HIGH SCHOOL
	4
	19%

	HALL ELEMENTARY SCHOOL
	6
	21%
	MCQUEEN HIGH SCHOOL*
	5
	10%

	HIDDEN VALLEY ELEMENTARY
	11
	21%
	NORTH VALLEYS HIGH SCHOOL
	29
	24%

	HUFFAKER ELEMENTARY SCHOOL
	12
	36%
	REED HIGH SCHOOL
	4
	5%

	HUNSBERGER ELEMENTARY 
	7
	16%
	RENO HIGH SCHOOL
	20
	26%

	HUNTER LAKE ELEMENTARY SCHOOL
	5
	36%
	SPANISH SPRINGS HIGH SCHOOL
	21
	49%

	INCLINE ELEMENTARY SCHOOL
	9
	36%
	SPARKS HIGH SCHOOL
	4
	7%

	JUNIPER ELEMENTARY SCHOOL
	4
	15%
	TMCC MAGNET SCHOOL
	4
	44%

	LEMMON VALLEY ELEMENTARY
	10
	29%
	WASHOE INNOVATIONS HIGH SCHOOL*
	23
	39%

	LENZ ELEMENTARY SCHOOL
	9
	39%
	WASHOE INSPIRE ACADEMY
	3
	30%

	LINCOLN PARK ELEMENTARY 
	5
	29%
	WASHOE ONLINE LEARNING
	3
	30%

	LODER ELEMENTARY SCHOOL
	3
	6%
	WOOSTER HIGH SCHOOL
	14
	24%

	MATHEWS ELEMENTARY SCHOOL
	2
	5%
	 High School Average
	28%

	MAXWELL ELEMENTARY SCHOOL
	8
	26%
	 
	 
	 

	MITCHELL ELEMENTARY SCHOOL
	7
	29%
	 
	 
	 

	MOSS ELEMENTARY SCHOOL
	13
	39%
	 
	 
	 

	MT ROSE ELEMENTARY SCHOOL
	12
	46%
	 
	 
	 

	NATCHEZ ELEMENTARY SCHOOL
	3
	20%
	 
	 
	 

	PALMER ELEMENTARY SCHOOL
	9
	38%
	 
	 
	 

	PEAVINE ELEMENTARY SCHOOL
	10
	39%
	 
	 
	 

	PICOLLO ELEMENTARY SCHOOL
	8
	35%
	 
	 
	 

	PLEASANT VALLEY ELEMENTARY*
	11
	50%
	 
	 
	 

	RISLEY ELEMENTARY SCHOOL
	5
	17%
	 
	 
	 

	ROLLAN MELTON ELEMENTARY*
	13
	33%
	 
	 
	 

	SEPULVEDA ELEMENTARY SCHOOL
	14
	42%
	 
	 
	 

	SIERRA VISTA ELEMENTARY SCHOOL
	12
	44%
	 
	 
	 

	SILVER LAKE ELEMENTARY SCHOOL
	10
	33%
	 
	 
	 

	SMITH (ALICE) ELEMENTARY SCHOOL
	11
	31%
	 
	 
	 

	SMITH (KATE) ELEMENTARY SCHOOL
	4
	24%
	 
	 
	 

	SMITHRIDGE ELEMENTARY SCHOOL
	7
	19%
	 
	 
	 

	SPANISH SPRINGS ELEMENTARY
	21
	49%
	 
	 
	 

	STEAD ELEMENTARY SCHOOL
	12
	33%
	 
	 
	 

	SUN VALLEY ELEMENTARY SCHOOL
	17
	34%
	 
	 
	 

	TAYLOR ELEMENTARY SCHOOL
	13
	45%
	 
	 
	 

	TOWLES ELEMENTARY SCHOOL
	1
	6%
	 
	 
	 

	VANGORDER ELEMENTARY SCHOOL
	10
	26%
	 
	 
	 

	VERDI ELEMENTARY SCHOOL*
	8
	50%
	 
	 
	 

	VETERANS MEMORIAL ELEMENTARY
	12
	41%
	 
	 
	 

	WARNER ELEMENTARY SCHOOL
	15
	60%
	 
	 
	 

	WESTERGARD ELEMENTARY SCHOOL*
	15
	52%
	 
	 
	 

	WHITEHEAD ELEMENTARY SCHOOL
	6
	21%
	 
	 
	 

	WINNEMUCCA ELEMENTARY SCHOOL*
	19
	76%
	 
	 
	 

	Elementary School Average
	31%
	 
	 
	 

	*SEL Pilot Schools
	 
	
	
	



Figure 1. Student Climate Survey Responses to Social and Emotional Skill Items from 2012 (left) to 2013 (right).
Not at All True	A Little True	Pretty Much True	Very Much True	0.08	0.2	0.35	0.37	

Not at All True	A Little True	Pretty Much True	Very Much True	0.045	0.157	0.39	0.408	Figure 2. 2013 Social and Emotional Student Self-Ratings by School Level
Very Much True	
Overall (N=9,554)	Elementary School (N=3,254)	Middle School (N=3,481)	High School (N=2,818)	0.409001188793935	0.477920196655107	0.380777952206524	0.364274580867538	Pretty Much True	
Overall (N=9,554)	Elementary School (N=3,254)	Middle School (N=3,481)	High School (N=2,818)	0.38887393550606	0.339888503577543	0.407280861062374	0.422706018019845	A Little True	
Overall (N=9,554)	Elementary School (N=3,254)	Middle School (N=3,481)	High School (N=2,818)	0.157006781359113	0.141927483429173	0.163337129723684	0.166601193719666	Not At All True	
Overall (N=9,554)	Elementary School (N=3,254)	Middle School (N=3,481)	High School (N=2,818)	0.0451180943408923	0.0402638163381765	0.0486040570074184	0.0464182073929517	


Figure 3. 2013 Social and Emotional Student Self-Ratings by Subscale
Very True	Composite Social/Emotional Skills	Self-Awareness	Self-Management	Social Awareness	Relationship Skills	Responsible Decision-Making	0.41	0.41	0.44	0.43	0.35	0.41	Pretty Much True	Composite Social/Emotional Skills	Self-Awareness	Self-Management	Social Awareness	Relationship Skills	Responsible Decision-Making	0.39	0.4	0.37	0.39	0.4	0.39	A Little True	Composite Social/Emotional Skills	Self-Awareness	Self-Management	Social Awareness	Relationship Skills	Responsible Decision-Making	0.16	0.15	0.15	0.14	0.19	0.15	Not at All True	Composite Social/Emotional Skills	Self-Awareness	Self-Management	Social Awareness	Relationship Skills	Responsible Decision-Making	0.05	0.04	0.04	0.04	0.07	0.05	

Figure 4. Percent of Students who Answered "Yes" to Why They were Targeted. 
2012	
Race, ethnicity, or national origin	Religious beliefs	Gender	A physical or mental disability	The way they dress	Sexual Orientation	Physical Characteristics	0.19	0.11	0.16	0.1	0.26	0.16	0.46	2013	
Race, ethnicity, or national origin	Religious beliefs	Gender	A physical or mental disability	The way they dress	Sexual Orientation	Physical Characteristics	0.2	0.12	0.16	0.1	0.29	0.17	0.52	

Figure 5. Percentage of students who agree that they feel safe at school and on their way to school (2013  Safety Survey). 
Strongly Agree	
Overall (N=9,380)	Elementary School (N=3,065)	Middle School (N=3,540)	High School (N=2,774)	0.359800629031398	0.397308319738989	0.372148859543818	0.302604307470488	Agree	
Overall (N=9,380)	Elementary School (N=3,065)	Middle School (N=3,540)	High School (N=2,774)	0.513353590276666	0.458564437194127	0.51006284866888	0.578084166891952	Disagree	
Overall (N=9,380)	Elementary School (N=3,065)	Middle School (N=3,540)	High School (N=2,774)	0.0892105122874354	0.103099510603589	0.0836099145540571	0.0810128863656844	Strongly Disagree	Overall (N=9,380)	Elementary School (N=3,065)	Middle School (N=3,540)	High School (N=2,774)	0.0376352684044993	0.0410277324632953	0.0341783772332462	0.0382986392718753	



Figure 6. Does your school follow an established written social and emotional learning curriculum (2013 Staff Climate Survey)?
Yes, in all grade levels	Elementary (N=1875)	Middle  (N=548)	High (N=892)	0.3	0.4	0.21	Yes, in some grade levels	Elementary (N=1875)	Middle  (N=548)	High (N=892)	0.12	0.07	0.11	No, not for any grade level	Elementary (N=1875)	Middle  (N=548)	High (N=892)	0.16	0.17	0.17	I don't know	Elementary (N=1875)	Middle  (N=548)	High (N=892)	0.42	0.37	0.52	
Figure 7. Percent of Staff that Agreed/Strongly Agreed that Their School is Supportive of SEL in 2013
Other	Librarian, Librarian Assistant	Secretarial, Clerical Classified	Instruct. Aid/Coach, TA, PIF	Student Support	Counselor, Psychologist	Administrator	Teacher	District	0.914379086350476	0.884432406654179	0.90333291064964	0.866444090655677	0.930583528825149	0.723109254966164	0.945486111111111	0.977443609022556	0.893151374779369	
Figure 8. Staff attitudes towards social and emotional learning in 2013 by school level (across all SEL items).
Strongly Agree	
Elementary (N=1853)	Middle  (N=542)	High (N=873)	0.305362563237774	0.247175466912612	0.232421595302878	Agree	
Elementary (N=1853)	Middle  (N=542)	High (N=873)	0.455851602023609	0.477980170624856	0.460833452670772	Disagree	
Elementary (N=1853)	Middle  (N=542)	High (N=873)	0.104283305227656	0.133271846898778	0.137047114420736	Strongly Disagree	
Elementary (N=1853)	Middle  (N=542)	High (N=873)	0.0262394603709949	0.0313580816232419	0.029070600028641	Not Sure	
Elementary (N=1853)	Middle  (N=542)	High (N=873)	0.108263069139966	0.110214433940512	0.140627237576973	



Figure 9. Suspension Disproportionality by Student Ethnicity 2012-2013
Black	Am. Indian/AK Native	Hispanic	Asian	Caucasian	Pacific Islander	Multi-Racial	2.332535885167464	1.336898395721925	1.157913475832948	0.351050551279384	0.704795935059093	1.29585326953748	0.799365108575635	

Figure 10. WCSD Total Discretionary Suspensions per One Thousand Students
Discretionary Type Suspensions	
2007-2008	2008-2009	2009-2010	2010-2011	2011-2012*	0.55	0.56	0.53	0.39	0.32	
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