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ABSTRACT

Morris, Oleavia Shaunté, Difference in disciplinary problems and actions, school
characteristics, and average daily attendance of public schools by social emotional
learning practices. Doctor of Education (Educational Leadership), December 2022, Sam
Houston State University, Huntsville, Texas.

Purpose

The overall purpose of this journal-ready dissertation was to determine the
influence of social emotional learning on public schools. The first specific purpose was to
describe the school characteristics associated with the presence of social emotional
learning for the 2015-2016 and 2017-2018 school years. A second purpose was to
determine the extent to which student attendance is related to social emotional learning
for the 2015-2016 and the 2017-2018 school years. A third purpose was to ascertain the
degree to which disciplinary problems and actions are related to social emotional learning
for the 2015-2016 and the 2017-2018 school years. A final purpose was to determine
whether consistencies might be present in the relationships of social emotional learning
and student academic achievement.
Method

A causal comparative research design was used in this dissertation (Johnson &
Christensen, 2017). Archival data from the 2015-2016 and 2017-2018 School Surveys on
Crime and Safety were downloaded and analyzed.
Findings

Results were inconsistent across the two school years, all three school levels, and
across all three articles. In the first study, social emotional learning training was related to
elementary students’ thoughts on the importance of academic achievement. The presence
of social emotional learning training did not have an effect on the public elementary

schools’ location, student attendance or discipline problems and actions. In the second



study, statistically significant differences were present in respect to urbanicity and middle
school students’ thoughts on academic achievement. The presence of social emotional
learning training was related to urbanicity and middle school students’ thoughts on the
importance of academic achievement. Social emotional learning training was not related
to the public middle schools’ student attendance or discipline problems and actions. In
the third study, statistically significant differences were present regarding urbanicity,
discipline problems and actions, and high school students’ thoughts on academic
achievement. Social emotional learning training was related to urbanicity, discipline
problems and actions, and high school students’ thoughts on the importance of academic
achievement. Social emotional learning training was not related to the public high
schools’ student attendance. Results from the three articles were congruent with existing

literature.

Keywords: Average daily attendance, Disciplinary actions, Disciplinary problems,
Elementary schools, Middle schools, High schools, School characteristics, School
features, Social emotional learning
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CHAPTERI
INTRODUCTION

Public schools in the United States are faced with many challenges such as, high
dropout rates, low academic performance, behavior problems, and poor attendance
(Virtanen et al., 2021). Many times, these challenges are interlinked. For instance,
Hendron and Kearney (2016) established the presence of relationships between poor
attendance and school climate variables such as discipline, structure and order,
relationships between students and teachers, and relationships between students.
Relationships have been established between low academic performance, the lack of
school connectedness, and high absenteeism (Centers for Disease Control and Prevention,
2009; Virtanen et al., 2021).

In response to these challenges, social and emotional learning is progressively
being recognized as a remedy for school challenges and an essential factor of academic
and life success (Weissberg et al., 2015). According to Schuland (2021), social emotional
learning is critical for students as they learn, grow, and connect with others. Children’s
emotions can either support or hinder their overall school success (Durlak et al., 2011).
As students transition from elementary to secondary school, they become more
disconnected from school because they lack social-emotional competencies, and this
disconnection negatively influences their overall performance (Blum et al., 2004).
Student ability to perform well depends on more than classroom instruction (Wallender et
al., 2020). Relationships and emotional practices are determining factors of how and what

children learn. Accordingly, policymakers, legislators, educational leaders, and other



stakeholders must work collaboratively to address elements of the learning process to
benefit all students (Elias et al., 1997).

Schools provide the most support for mental health (Reinke et al., 2011). An
intentional systematic approach that involves all students in their own social, emotional,
and academic success is critical for public schools to show improvement. When students
exhibit social emotional learning skills, they have more optimistic thoughts about
themselves and others, fewer behavior problems, lessened emotional distress, improved
confidence, greater self-efficacy, more positive relationships with adults and peers, and
higher test scores, grades, and attendance (Durlak et al., 2011). Students benefit from
social emotional learning when it is a part of their daily routine, experiences, and
interactions (Schlund, 2021).

Review of the Literature on Social Emotional Learning in Elementary Schools

A substantial indicator of school disengagement and a persistent educational
problem is absenteeism (Virtanen et al., 2021). Principals have cited absenteeism as one
of the main concerns that hinders learning and overall student success (Organisation for
Economic Co-Operation and Development, 2018). Absenteeism negatively influences
many school and postschool outcomes, including school dropout, school disengagement,
and low academic achievement (Darmody et al., 2008; Maynard et al., 2012; Maynard et
al., 2017; Vaughn et al., 2013; Virtanen et al., 2021). Students who regularly miss school
are at-risk of antisocial behaviors, such as selling drugs, using drugs, and fighting
(Maynard et al., 2012; Virtanen et al., 2021). Students who are absent also tend to have
poorer standardized test scores (Santibanez & Guarino, 2020). Though excessive

absences result in poorer student learning, excessive absences have a much more



profound negative effect on the academic achievement of underrepresented students (e.g.,
English Learners and students with disabilities) (Santibanez & Guarino, 2020).

In recent years, advocates (e.g., Kanopka et al., 2020) have demanded for school
leaders to pay greater attention to noncognitive factors, whole-child education, and
programs to support social emotional learning. Many advocates (e.g., Duckworth et al.,
2010) point to social emotional learning as a strong predictor of academic achievement
and career success. To understand better whether high levels of social emotional learning
are associated with high levels of student achievement, Kanopka et al. (2020) conducted
an investigation to determine whether changes in students’ individual reports of their
social emotional learning competencies from one school year to the next school year
were predictive of changes in their standardized test scores and attendance. Findings from
the investigation were: (a) academic achievement and behavioral outcomes improved
when social emotional learning improved; and (b) gains in English language Acrts,
mathematics, and attendance were related to improvements in social emotional learning.

Social emotional learning continues to grow as an area of focus for teachers,
educational leaders, and parents (Tussey & Haas, 2021). Many examples of how students
struggle socially and emotionally have been reported in the media (Tussey & Haas,
2021). Because of these social and emotional struggles, educators are charged with
incorporating social emotional learning into school and classroom environments, and
daily lessons. When elementary schools implement social emotional programs, students
benefit academically, while improving attitudes, and experiencing positive classroom
environments (Tussey & Haas, 2021). Although social emotional learning provided in

schools compete with time for academics, learning social emotional competencies in an



educational environment is a necessary cornerstone for academic achievement and career
success (Rosanbalm, 2021). According to Jones et al. (2015), kindergarteners with
teachers who have a high rating in social competence are more likely to graduate, attend
college, and receive a job in less than 25 years after leaving kindergarten than
kindergarteners who have teachers with a low rating in social competence.

When schools have an intentional focus on social emotional learning, 27% of
students show an improvement in academic performance, 24% of students show an
improvement on social behaviors along with lower levels of distress, and 22% of students
show an improvement in conduct (Durlak & Mahoney, 2019). Elementary schools are
increasing their attention on social emotional learning and catering to the needs of the
whole child rather than focusing solely on academics. Of importance is that the social
emotional development of children cannot be the responsibilty of educators alone
(Tussey & Haas, 2021). According to Tate (2019), schools are making an effort to hire
health professionals (e.g., social workers and therapists) to support students socially and
emotionally.

Teachers play a key role in creating nurturing learning environments, as well as
providing their students with social emotional learning tools to develop social emotional
competencies (Bisquerra et al., 2011; Elias et al., 1997; Taylor & Larson, 1999; Waajid et
al., 2013). Burgin et al. (2021) conducted a study focused on how selected Ecuadorian
elementary school teachers understood and defined social emotional learning. Burgin et
al. (2021) determined that: (a) providing teachers with foundational knowledge of social
emotional learning could increase successful transformation of students and schools; (b)

effective professional development should integrate learning with a focus on social



emotional learning and social emotional learning practices; and (c) elementary teachers’
perceptions were that a relationship exists between social emotional learning, resolve,
and self-esteem. Insight was obtained in this study regarding how elementary teachers
may lack preparation, understanding, and knowledge of the importance of social
emotional learning in the classroom. Suggestions from Burgin et al. (2021) were the need
for social emotional learning professional development to guide teachers in the
integration of what social emotional learning is and how to implement the competencies
in their own practices. Elementary teachers receiving social emotional learning
professional development would: (a) increase their understanding of social emotional
learning which will allow them to respond appropriately to the needs of their students,
and (b) increase their knowledge which will allow them to implement social emotional
learning strategies as means to improve overall student success and academic
achievement (Burgin et al., 2021).

In a recent investigation, Graves et al. (2017) assessed the effects of an
intervention that was a culturally adapted social emotional learning program designed for
African American male students. When comparing the results of the pre-intervention
assessments to the post-intervention assessments, a 16% increase was present in student
social-emotional knowledge. Though Graves et al. (2017) noted improvements in student
self-competence and self-regulation, ther social development aspects (e.g., empathy and
responsibility) were not affected by the program. Teachers believed the intervention was
effective and relevant but needed a focus on issues specifically relating to African

American males. Implications were that school leaders should understand the importance



of choosing social emotional learning intervention programs that are relevant and
culturally specific to the student population being served.

Overall, early childhood and elementary teachers support teaching social
emotional learning competencies and the promotion of teaching the competencies in
elementary classrooms has increased (Steed et al., 2021). According to Bridgeland et al.
(2013), early elementary teachers believe that social emotional learning skills are
neccesary, teachable, and lead to positive outcomes that positively influence attendance
and student academic performance. In addition to families being supportive and teaching
social emotional learning competencies at home, elementary teachers believe supporting
students and their social emotional development is an essential component of their
teaching role (Humphries et al., 2018).

Review of the Literature on Social Emotional Learning in Middle Schools

Educational leaders are concerned about chronic absenteeism and improving
student attendance (Young et al., 2020). kindergarten through Grade 12 students are
absent from school an average of seven days during a regular school year (Santibanez &
Guarino, 2020). According to Santibanez and Guarino (2020), during a typical school
year, approximately 14% of students have perfect attendance, 65% are absent 10 days or
less, 13% are absent 11 to 18 days, 8% are absent 18 days or more, which is considered
chronic absenteeism. Chronic absenteeism is associated with low academic achievement,
substance abuse, employment problems, convictions, aggression, other adulthood
adjustment problems (Gottfried, 2011; Rocque et al., 2016). Chronic absenteeism also
negatively influences school success, behavior choices, and future income and

employment (Skinner, 2014). Educational leaders need to develop prevention practices to



improve chronic absenteeism and school climate issues, and to address school
connections among students and school staff.

Such prevention practices include the use of social emotional learning. Social
emotional learning has been embraced as early as preschool and extended through middle
and high schools (Sutton, 2021). Middle school is a challenging time for adolescents due
to their developmental needs and unique characteristics as they prepare to transition to
high school (Durlak et al., 2011; Roeser et al., 2000; Sutton, 2021). According to
Armstrong (2006), middle schools need to provide students with an environment that
helps them “negotiate the impact of puberty on their intellectual, social, and emotional
lives” (p. 113). Learning how to apply social emotional competencies is the biggest need
for young adolescents, not simply earning high standardized exam scores (Armstrong,
2006). Social emotional learning is also essential to educating middle school students as
they learn best in environments where positive human relationships are developed and
where they feel safe, supported, and included (National Middle School Association,
2010).

Recently in a California statewide analysis of data, student absenteeism patterns
and the influence of students being away from school on their social emotional learning
were examined (Santibanez & Guarino, 2020). Results were that absences hurt social
emotional development and negatively affected social awareness and self-efficacy
(Santibanez & Guarino, 2020). According to Santibanez and Guarino (2020), the larger
number of negative effects occurred in middle schools.

In a recent investigation, MacDonnell et al. (2021) examined the relationship

between students’ recollection and reflection of their experiences in a social emotional



character development program and their academic achievement. Also explored was the
influence of the social emotional character development program on student-teacher
relationships. An increase in student academic achievement occurred from the reflections
of the social emotional character development program. MacDonnell et al. (2021)
contended that positive social emotional character development program reflections and
positive student-teacher relationships positively influence student academic achievement.
The findings of social emotional character development reflections being reflective of
academic achievement aligns with existing literature where researchers (Durlak et al.,
2011; Elias & Haynes, 2008; Zins et al., 2004) have demonstrated positive relationships
between social emotional character development programs and academic achievement in
low-income areas.

Recently, Merrill et al. (2021) investigated the relationship between social
emotional learning growth and academic achievement for approximately 6,000 middle
and high school students from the New York City Department of Education. Findings
were mixed from the investigation. Middle school students who demonstrated growth in
social emotional learning, particularly in academic self-efficacy, self-regulation, and
growth mindset, showed improvements in their academic outcomes. Not improved were
their interpersonal skills, problem-solving, sense of belonging, or self-advocacy (Merrill
et al., 2021). In this particular study, students were surveyed and reported their social
emotional learning levels in their supportive after-school programs (e.g., sports and
tutoring programs), which may be a different social emotional learning level from their
social emotional learning level in school. As a result, Merrill et al. (2021) encouraged

researchers to conduct longitudinal studies during the school day to determine whether



social emotional learning levels in the traditional school day influenced student academic
growth cumulatively.

In a recent study, Kanopka et al. (2020) examined the relationship between
changes in students after self-reporting their social emotional learning skills (e.g., growth
mindset, social awareness, self-efficacy, and self-management) and changes in their
attendance and academic achievement. Administrative data and self-reported social
emotional skills were collected and analyzed from middle school students enrolled in five
California school districts between 2015 and 2017. Changes in students’ social emotional
learning skills were predictive of changes in their English language Arts and mathematics
achievement. Relationships between social emotional learning and attendance and
achievement outcomes were stable across all ethnic/racial groups of students. The results
were congruent with previous research findings about the relationship between student
changes in social emotional learning and academic measures (Duckworth et al., 2010;
Soland, 2019) by adding an analysis on attendance and state standardized exam outcomes
as well as outcomes for growth mindset and social awareness (Kanopka et al., 2020).

According to Kanopka et al. (2020), the importance of social emotional learning
has been established; however, the understanding of survey-based, self-reporting of social
emotional learning skills is still emerging. Self-reported social emotional learning skills
are predictive of students’ achievement levels; however, no research studies could be
located in which self-reported social emotional learning skills were examined in
relationship to changes in other factors such as attendance and state standardized exam

performance (Kanopka et al., 2020). Such analyses could be helpful in aiding school
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districts in measuring data to assess how the social emotional learning skills of students
develop and change over time.

Social emotional skills are strong predictors of educational and career success and
social emotional skills control the differences in cognitive ability and academic
achievement (Deming, 2017; Duckworth et al., 2010; Farrington et al., 2012; Kautz et al.,
2014; Yeager & Dweck, 2012). Because social emotional skills are predictive of
achievement gains, educational leaders need to generate ways to incorporate social
emotional learning for the development of student social emotional competencies.
According to Mahoney et al. (2021), a systemic approach to social emotional learning
creates equitable learning environments that involve all students in developing
competencies socially, emotionally, and academically. An organized learning system is
necessary through partnerships that include schools, families, and communities to
enhance student development (Mahoney et al., 2021). Establishing conditions that
incorporate social emotional learning requires policies, resources, and actions that are
aligned at the local, state, and district levels.

Review of the Literature on Social Emotional Learning in High Schools

Improving student attendance is a concern for educational leaders nationwide
(Young et al., 2020). In a regular school year, kindergarten through Grade 12 students are
absent from school an average of seven days (Santibanez & Guarino, 2020). Chronic
absenteeism occurs more often at the high school level than in early schools and in
middle schools (Santibanez & Guarino, 2020). According to Santibanez and Guarino
(2020), students in Grades 10 through 12 experience the most absences, with Grade 12

students being absent an average of 10.8 days during a regular school year. In a typical
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school year, approximately 14% of students have perfect attendance, 65% are absent 10
days or less, 13% are absent 11 to 18 days, 8% are absent 18 days or more, which is
considered chronic absenteeism (Santibanez & Guarino, 2020).

Skinner (2014) discussed the effects of absenteeism on school success, poor
behavior choices, and future income and employment. Chronic absenteeism is associated
with low academic achievement, substance abuse, employment problems, convictions,
aggression, other adulthood adjustment problems (Gottfried, 2011; Rocque et al., 2016).
According to McKee and Caldarella (2016), one of the biggest predictors of student
success for middle school students progressing to Grade 9 is regular school attendance.

School climate is likely to create conditions that are favorable to reducing chronic
absenteeism (Young et al., 2020). Hendron and Kearney (2016) conducted a study about
adolescents with chronic absenteeism. A relationship was established between attendance
problems and school climate variables, such as discipline, relationships between teachers
and students, and family engagement. These school climate variables are typical
challenges for schools in under-resourced neighborhoods (Young et al., 2020).
Considering challenges for schools located in under-resourced neighborhoods, Spencer
(2009) suggested social emotional support and early referral for students experiencing
chronic absenteeism. Chronic absenteeism prevention practices need to be implemented
to improve school climate issues and to address school connections among students and
school staff. These programs are essential, given the documented relationships between
academic achievement, low absenteeism, and school connectedness (Center for Disease

Control and Prevention, 2009).
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Such prevention to improve chronic absenteeism and school climate issues, and to
address school connections among students and school staff include the practice of social
emotional learning. Social emotional learning has been embraced as early as preschool
and extended through high schools (Sutton, 2021). Applying social emotional
competencies is the biggest need for youth, not simply performing well on high-stakes
testing (Armstrong, 2006). To succeed in school and to become employable, healthy, and
civically-engaged, young people need a blend of academic skills and other key behaviors
and mindsets (Merrill et al., 2021). According to Merrill et al. (2021), growing interest is
present in the relationship between social emotional learning and academic success.
Students who are taught social emotional learning competencies exhibit higher academic
outcomes, higher levels of happiness, higher levels of health, more positive relationships
with peers, and less feelings of not belonging (Durlak et al, 2011; Nagaoka et al., 2015;
Walton & Cohen, 2011).

In a recent investigation, Merrill et al. (2021) analyzed data on approximately
6,000 middle and high school students from the New York City Department of Education
to determine relationships between their social emotional learning growth and academic
achievement. Findings from the investigation were mixed. High school students who
showed growth in social emotional learning, particularly in academic self-efficacy, self-
regulation, and growth mindset, had improvements in their academic outcomes. No
improvements, however, were demonstrated in their interpersonal skills, problem-
solving, sense of belonging, or self-advocacy (Merrill et al., 2021). Because this
investigation was conducted in a supportive after-school environment and in a short time

frame, Merrill et al. (2021) suggested future studies be longitudinal in nature and
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conducted during the school day. A longitudinal study conducted during a school day
would provide researchers and educational leaders the opportunity to understand how
social emotional learning capacity changes over time and how the changes influence
student academic growth cumulatively (Merrill et al., 2021).

In another recent investigation, Moceri (2015) conducted a systematic and
empirical study about how behavioral ratings and teacher comments from student report
cards were related to social emotional learning, academic grades, and standardized
exams. Approximately 1,000 report cards from a large ethnically/racially diverse New
Jersey high school were examined. According to Moceri (2015), report card comments
have a large effect size on student letter grades and a small effect size on student
attendance. Students who earned grades in the B- to C+ range missed approximately three
weeks of class, scored in the proficient range on standardized exams, and received one
report card comment each quarter. Negative comments were more associated with lower
student letter grades than were positive comments. The presence of social emotional
learning was associated with higher academic grades and the absence of social emotional
learning was associated with lower academic grades. Moceri (2015) suggested future
school practices include a transformation of school report cards which include teachers’
ratings of students’ social emotional learning skills which may increase the teachers’
focus on social emotional learning instruction. As the teachers’ focus on social emotional

learning increases, the overall school climate will show improvements (Moceri, 2015).



14

Statement of the Problem
The demand for social emotional learning has become more evident over the last
few decades (Durlak et al., 2011). According to Schlund (2021), school principals across
the United States have made it clear that schools need social emotional learning to deepen
learning and to support students emotionally. Although school leaders have expressed the
need for social emotional learning, they also have face obstacles to its implementation.
Such obstacles include lack of funding, inadequate professional development,
challenging district priorities, and integration of social emotional learning while
addressing mental health and trauma (Schlund, 2021). In March 2020, many schools were
forced to shut down physical campuses and shift to remote learning due to the Covid-19
pandemic (Santibanez & Guarino, 2020). According to Santibanez and Guarino (2020),
when schools closed in March 2020, student absenteeism increased which negatively
influenced academic and social emotional learning outcomes of students.
Purpose of the Study
The overall purpose of this journal-ready dissertation was to determine the
influence of social emotional learning on public schools. The first specific purpose was to
describe the school characteristics associated with the presence of social emotional
learning for the 2015-2016 and 2017-2018 school years. A second purpose was to
determine the extent to which student attendance is related to social emotional learning
for the 2015-2016 and the 2017-2018 school years. A third purpose was to ascertain the
degree to which disciplinary problems and actions are related to social emotional learning

for the 2015-2016 and the 2017-2018 school years. A final purpose was to determine
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whether consistencies might be present in the relationships of social emotional learning
and student academic achievement.
Significance of the Study

A systemic approach to social and emotional learning creates equitable learning
environments that involve all students in developing competencies socially, emotionally,
and academically (Mahoney et al., 2021). Social emotional competencies lead to positive
outcomes at school and in real life. Establishing conditions that incorporate social
emotional learning requires policies, resources, and actions that are aligned at the local,
state, and district levels. According to Mahoney et al. (2021), an organized learning
system is necessary through partnerships that include schools, families, and communities
to enhance student development. Results obtained from the three articles that were
conducted in this journal-ready dissertation will offer school district leaders and
policymakers information about the presence of disparities in students’ outcomes
regarding social emotional learning.

In this journal-ready dissertation, public school characteristics, discipline
problems and actions, and average daily attendance were measured according to social
emotional learning practices by using the data from the results presented in the 2015-
2016 and 2017-2018 School Survey on Crime and Safety (SSOCS). The SSOCS is
mandated by the federal government and gathers data from public school principals in
efforts to promote school safety (Diliberti et al., 2019). The survey is produced by the
National Center of Education Statistics to collect information from the perspective of
school staff, on topics related to crime, the presence and activities of security staff,

disciplinary actions, and practices to prevent and reduce crime. Present was a focus on
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whether public schools that incorporate social emotional learning practices differ from
schools that do not teach social emotional learning practices in their characteristics (e.g.,
regular public school, charter school, magnet school), discipline problems and actions,
and average daily attendance.
Theoretical Framework

The social emotional learning framework was one of several frameworks
developed to understand and track the positive benchmarks of the development of
adolescents (Ross & Tolan, 2018). Emphasized in the social emotional learning theory is
positive development which emerged from the emotional intelligence theory (Goleman,
1995). Suggested in this emotional intelligence theory is that non-cognitive skills are just
as important as cognitive skills for life success (Zins et al., 2007). According to Elias et
al. (1997), the emotional intelligence theory also provides evidence for social emotional
intelligence as the ability to be effective in all essential areas of life, including school.

Educational leaders have implemented social emotional learning curricula that
mirror the framework established by the Collaborative for Academic, Social, and
Emotional Learning model (Ross & Tolan, 2018). The Collaborative for Academic,
Social, and Emotional Learning model includes competencies that can be beneficial to
students and school staff and focus on “self-management, self-awareness, social-
awareness, relationship skills and responsible decision-making” (Ross & Tolan, 2018, p.
1172). The fundamentals of social emotional learning described by Collaborative for
Academic, Social, and Emotional Learning will serve as the theoretical framework of this

study.
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Definition of Terms

The following terms, which were utilized in this journal-ready dissertation, were
defined to assist readers in the understanding of the content of this analysis
Average Daily Attendance

The average daily attendance is the percentage of students present in one school
year (Diliberti et al., 2019).
Disciplinary Actions

Principals provided counts of a variety of disciplinary actions (e.g., removal with
no continuing school services for the remainder of the school year, transfer to specialized
schools, out-of-school suspension, and other disciplinary action) taken in response to
disciplinary problems (Diliberti et al., 2019).
Disciplinary Problems

Principals reported the total number of students in their school who committed
various offenses such as use or possession of firearm/explosive devices, use or possession
of a weapon, or physical attacks or fights (Diliberti et al., 2019).
School Characteristics

Principals reported the type of school they service (e.g., regular public school,
charter school, magnet school); percentage of students who are eligible for free or
reduced lunch; the number of students who are considered limited English proficiency;
the number of students serviced in special education; the number of students who are
male; the number of students who scored below the 15th percentile on standardized

exams; the number of students who are likely to attend college after high school
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graduation; and the number of students who consider academic achievement to be
important (Diliberti et al., 2019).
School Features

In this journal-ready dissertation, the term, school features, were used to refer to
the total school enrollment, the number of daily classroom changes, the level of crime in
the area of the school, the number of transfer students after the start of the year, and the
average daily attendance (Diliberti et al., 2019).
School Survey on Crime and Safety

According to Diliberti et al. (2019), the School Survey on Crime and Safety is
mandated by the federal government and gathers data from public school principals in
efforts to promote school safety. The survey is produced by the National Center of
Education Statistics to collect information, from the perspective of the schools, on topics
related to crime, the presence and activities of security staff, disciplinary actions, and
practices to prevent and reduce crime.
Social Emotional Learning

Social emotional learning is the process of developing abilities to understand and
control emotions, set and achieve goals, make mature decisions, and build and maintain
positive relationships (Elias et al., 1997).

Literature Review Search Procedures

For this journal-ready dissertation, the literature regarding social emotional
learning practices as it relates to disciplinary problems and actions, school characteristics,
and average daily attendance of public schools was examined. The following phrases

were used to narrow the research focus: social emotional learning, attendance, truancy,
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poor attendance, public schools, elementary school, middle school, and high school. All
searches related to the literature review were identified using the following databases:
Educational Resource Information Clearinghouse (ERIC), APA PscyArticles, APA
Psyclinfo, Education Full Text, and Educational Administration Abstracts.

Key words searches for “social emotional learning” yielded 8,047 results and by
narrowing the search to include “attendance”, the search was reduced to 173 results.
Adding “truancy” and “SEL” to that search resulted in 117 results. When “public
schools” and “poor attendance” or “truancy” were searched, 475 results were displayed.
When “social emotional learning” and “elementary” were searched, 1468 results were
displayed. When “social emotional learning” and “middle schools” were searched, 461
results were displayed. When ““social emotional learning” and “high schools” were
searched, 682 results were displayed. During all searches, publication dates were
restricted to the past two decades, from 2002 through 2022.

Delimitations

This journal-ready dissertation contains three studies limited to data from
principals who responded to the School Survey on Crime and Safety for the 2015-2016
and 2017-2018 school years. Specifically examined in this journal-ready dissertation was
whether consistencies were present in the relationships of social emotional learning and
school level (i.e., elementary, middle, high schools). Data were delimited to schools
located in the United States. Specifically examined in this journal-ready dissertation was
the degree to which differences were present in school characteristics, disciplinary

problems and actions, and student attendance, in public schools as influenced by social
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emotional learning practices. Lastly, the data analyzed were for two school years: 2015-
2016 and 2017-2018.
Limitations

In this journal-ready dissertation, the effects of social emotional learning and
urbanicity on public schools’ average daily attendance, discipline problems and actions,
and the importance of students’ academic achievement were addressed. As a result, key
limitations are present for the study. Only quantitative data were analyzed. Data included
only public schools’ average daily attendance, discipline problems and actions, and the
importance of students’ academic achievement with social emotional learning training
compared to public schools’ average daily attendance, discipline problems and actions,
and the importance of students’ academic achievement without social emotional learning
training. When reporting about social emotional learning training, participants were asked
questions to be answered with either a Yes or a No. Accordingly, other variables cannot
be added or eliminated as factors that contribute to determine the type of social emotional
learning program present or not present.

Another limitation is the use of a causal-comparative research design which is
common when analyzing archival data. Data included the effect of social emotional
learning and urbanicity on public schools’ average daily attendance, discipline problems
and actions, and the importance of students’ academic achievement from the School
Survey on Crime and Safety for the 2015-2016 and 2017-2018 school years only in the
United States. Data were analyzed for participants who responded to the School Survey

on Crime and Safety for the 2015-2016 and 2017-2018 school years. Although data were
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collected by National Center of Education Statistics through the School Survey on Crime
and Safety, possibilities exist of inaccurate reporting.
Assumptions

The major assumption made for this journal-ready dissertation is that the data
reported to the School Survey on Crime and Safety were accurately reported. It is
assumed that school principals accurately reported data on topics related to their school
characteristics and features, average daily attendance, disciplinary actions, disciplinary
problems, and the practice of social emotional learning. Any errors in such reporting
could result in inaccurate results.

Organization of the Study

For this journal-ready dissertation, three journal-ready articles were generated. In
the first article, the effect of social emotional learning and urbanicity on public
elementary schools’ average daily attendance, discipline problems and actions, and the
importance of students’ academic achievement for the 2015-2016 and 2017-2018 school
years were examined. In the second article, the effect of social emotional learning and
urbanicity on public middle schools’ average daily attendance, discipline problems and
actions, and the importance of students’ academic achievement for the 2015-2016 and
2017-2018 school years were investigated. In the last article, the effect of social
emotional learning and urbanicity on public high schools’ average daily attendance,
discipline problems and actions, and the importance of students’ academic achievement
for the 2015-2016 and 2017-2018 school years were addressed.

This journal-ready dissertation is composed of five chapters. Chapter I will

include the background of the study, literature review, statement of the problem, purpose
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of the study, significance of the study, theoretical framework, definition of terms,
literature review search procedures, delimitations, limitations, assumptions, and
organization of the study. Chapter Il is the framework for the first journal-ready article
regarding social emotional learning training and urbanicity have on public elementary
schools’ average daily attendance, discipline problems and actions, and the importance of
student academic achievement. Chapter 111 is the second journal-ready investigation
about social emotional learning training and urbanicity have on public middle schools’
average daily attendance, discipline problems and actions, and the importance of student’
academic achievement. The third journal-ready article is discussed in Chapter 1V about
social emotional learning training and urbanicity have on public high school average
daily attendance, discipline problems and actions, and the importance of student

academic achievement. Finally, Chapter V includes the results of the three articles.
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CHAPTER 11
DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS
AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY
URBANICITY OF ELEMENTARY SCHOOLS THAT OFFERED SOCIAL

EMOTIONAL LEARNING PROGRAMS: A NATIONAL ANALYSIS

This dissertation follows the style and format of Research in the Schools (RITS).
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Abstract
Ascertained in this investigation was the effect of social emotional learning training on
student attendance, discipline problems and actions, students’ thoughts on the importance
of academic achievement, and urbanicity in public elementary schools for the 2015-2016
and 2017-2018 school years. Across the two years, social emotional learning training was
determined to be unrelated to public elementary schools’ location, student attendance or
discipline problems and actions. The presence of social emotional learning training,
however, was determined to be related to the importance of academic achievement.
Implications for policy and for practice, along with recommendations for future research,
were made.
Keywords: Average daily attendance, Disciplinary actions, Disciplinary problems,

Elementary schools, School characteristics, School features, Social emotional learning
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DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS
AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY
URBANICITY OF ELEMENTARY SCHOOLS THAT OFFERED SOCIAL
EMOTIONAL LEARNING PROGRAMS: A NATIONAL ANALYSIS

A substantial indicator of school disengagement and a persistent educational
problem is absenteeism (Virtanen et al., 2021). Principals have cited absenteeism as one
of the main concerns that hinders learning and overall student success (Organisation for
Economic Co-Operation and Development, 2018). Absenteeism negatively influences
many school and postschool outcomes, including school dropout, school disengagement,
and low academic achievement (Darmody et al., 2008; Maynard et al., 2012; Maynard et
al., 2017; Vaughn et al., 2013; Virtanen et al., 2021). Students who regularly miss school
are at-risk of antisocial behaviors, such as selling drugs, using drugs, and fighting
(Maynard et al., 2012; Virtanen et al., 2021). Students who are absent also tend to have
poorer standardized test scores (Santibanez & Guarino, 2020). Though excessive
absences result in poorer student learning, excessive absences have a much more
profound negative effect on the academic achievement of underrepresented students (e.g.,
English Learners and students with disabilities) (Santibanez & Guarino, 2020).

In recent years, advocates (e.g., Kanopka et al., 2020) have demanded for school
leaders to pay greater attention to noncognitive factors, whole-child education, and
programs to support social emotional learning. Many advocates (e.g., Duckworth et al.,
2010) point to social emotional learning as a strong predictor of academic achievement
and career success. To understand better whether high levels of social emotional learner

are associated with high levels of student achievement, Kanopka et al. (2020) conducted
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an investigation to determine whether changes in students’ individual reports of their
social emotional learning competencies from one school year to the next school year
were predictive of changes in their standardized test scores and attendance. Findings from
the investigation were: (a) academic achievement and behavioral outcomes improved
when social emotional learning improved, and (b) gains in English language Arts,
mathematics, and attendance were related to improvements in social emotional learning.

Social emotional learning continues to grow as an area of focus for teachers,
educational leaders, and parents (Tussey & Haas, 2021). Many examples of how students
struggle socially and emotionally have been reported in the media (Tussey & Haas,
2021). Because of these social and emotional struggles, educators are charged with
incorporating social emotional learning into school and classroom environments, and
daily lessons. When elementary schools implement social emotional programs, students
benefit academically, while improving attitudes, and experiencing positive classroom
environments (Tussey & Haas, 2021). Although social emotional learning provided in
schools compete with time for academics, learning social emotional competencies in an
educational environment is a necessary cornerstone for academic achievement and career
success (Rosanbalm, 2021). According to Jones et al. (2015), kindergarteners with
teachers who have a high rating in social competence are more likely to graduate, attend
college, and earn a job in less than 25 years after leaving kindergarten than
kindergarteners who have teachers with a low rating in social competence.

When schools have an intentional focus on social emotional learning, 27% of
students show an improvement in academic performance, 24% of students show an

improvement on social behaviors along with lower levels of distress, and 22% of students
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show an improvement in conduct (Durlak & Mahoney, 2019). Elementary schools are
increasing their attention on social emotional learning and catering to the needs of the
whole child rather than focusing solely on academics. Of importance is that the social
emotional development of children cannot be the responsibilty of educators alone
(Tussey & Haas, 2021). According to Tate (2019), schools are making an effort to hire
health professionals (e.g., social workers and therapists) to support students socially and
emotionally.

Teachers play a key role in creating nurturing learning environments, as well as
providing their students with social emotional learning tools to develop social emotional
competencies (Bisquerra et al., 2011; Elias et al., 1997; Taylor & Larson, 1999; Waajid et
al., 2013). Burgin et al. (2021) conducted a study into how selected Ecuadorian
elementary school teachers understood and defined social emotional learning. Burgin et
al. (2021) determined that: (a) providing teachers with foundational knowledge of social
emotional learning could increase successful transformation of students and schools; (b)
effective professional development should integrate learning with a focus on social
emotional learning and social emotional learning practices; and (c) elementary teachers’
perceptions were that a relationship exists between social emotional learning, resolve,
and self-esteem. Insight was obtained in this study regarding how elementary teachers
may lack preparation, understanding, and knowledge of the importance of social
emotional learning in the classroom. Suggestions from Burgin et al. (2021) were the need
for social emotional learning professional development to guide teachers in the
integration of what social emotional learning is and how to implement the competencies

in their own practices. Elementary teachers receiving social emotional learning
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professional development would: (a) increase their understanding of social emotional
learning which will allow them to respond appropriately to the needs of their students,
and (b) increase their knowledge which will allow them to implement social emotional
learning strategies as means to improve overall student success and academic
achievement (Burgin et al., 2021).

In a recent investigation, Graves et al. (2017) assessed the effects of an
intervention that was a culturally adapted social emotional learning program designed for
African American male students. When comparing the results of the pre-intervention
assessments to the post-intervention assessments, a 16% increase was present in student
social-emotional knowledge. Graves et al. (2017) indicated an increase in student self-
competence and self-regulation; however, other social development aspects (e.g.,
empathy and responsibility) were not affected by the program. Teachers believed the
intervention was effective and relevant but needed a focus on issues specifically relating
to African American males. Implications were that school leaders should understand the
importance of choosing social emotional learning intervention programs that are relevant
and culturally specific to the student population being served.

Overall, early childhood and elementary teachers support teaching social
emotional learning competencies and the promotion of teaching the competencies in
elementary classrooms has increased (Steed et al., 2021). According to Bridgeland et al.
(2013), early elementary teachers believe that social emotional learning skills are
neccesary, teachable, and lead to positive outcomes that positively influence attendance
and student academic performance. In addition to families being supportive and teaching

social emotional learning competencies at home, elementary teachers believe supporting
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students and their social emotional developemnt is an essential component of their
teaching role (Humphries et al., 2018).
Statement of the Problem

The popularity of social emotional learning has increased as evidenced by the
number of social emotional learning curricula, initiatives, and programs (Schlund, 2021).
After the Covid-19 pandemic, schools have been facing many challenges, resulting in the
need for social emotional learning to help students connect with others, learn, and grow
(Schlund, 2021). The need for social emotional learning has become more clear and
evident over the last few decades. According to Schlund (2021), many school leaders are
asking the question, “how do I get started with social emotional learning?” Clarifiying the
meaning of social emotional learning and its benefits is a good start for educational
leaders.
Purpose of the Study

The purpose of this study was to examine the effect of social emotional learning
in public elementary schools in the United States. The first specific purpose was to
describe school characteristics associated with the presence of social emotional learning
in public elementary schools for the 2015-2016 and 2017-2018 school years. A second
purpose was to determine the extent to which student attendance is related to social
emotional learning in public elementary schools for the 2015-2016 and the 2017-2018
school years. A third purpose was to identify the degree to which disciplinary problems
and actions are related to social emotional learning in public elementary schools for the

2015-2016 and the 2017-2018 school years. A final purpose was to ascertain whether
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consistencies might be present in the relationships of social emotional learning and public
elementary school students’ thoughts on the importance of academic achievement.
Significance of the Study

Social emotional competencies lead to positive outcomes at school and in real
life. Strong relationships exist between student academic success and social emotional
learning (Schlund, 2021). A systemic approach to social emotional learning creates
equitable learning environments that involve all students in developing competencies
socially, emotionally, and academically (Mahoney et al., 2021). Establishing conditions
that incorporate social emotional learning requires policies, resources, and actions that
are aligned at the local, state, and district levels. According to Mahoney et al. (2021), an
organized learning system is necessary through partnerships that include schools,
families, and communities to enhance student development. Findings from this article
will offer school district leaders and policymakers information about the presence of
disparities in public elementary school student outcomes regarding social emotional
learning.
Research Questions

The following research questions were addressed in this study: (a) What percent
of public elementary schools have offered social emotional training for students?; (b)
What is the difference in the average daily attendance rate of public elementary schools
that offered social emotional training for students compared to public elementary schools
that did not offer social emotional training by urbanicity (i.e., city, suburb, town, and
rural) ?; (c) What is the difference in discipline problems and actions of public

elementary schools that offered social emotional learning training for students compared
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to public elementary schools that did not offer social emotional training by urbanicity?;
and (d) What is the effect of social emotional training on the importance of public
elementary school students’ academic achievement compared to public elementary
schools that did not offer social emotional training by urbanicity? These research
questions were answered separately for two school years.
Method

Research Design

For this study, a causal comparative, ex facto research design was used (Johnson
& Christensen, 2017). Archival data from the 2015-2016 and 2017-2018 School Surveys
on Crime and Safety were downloaded and analyzed. Because data were archival survey
data, neither the independent variable of social emotional learning training nor the
dependent variables of average daily attendance, discipline problems and actions, and
academic achievement could be altered (Johnson & Christensen, 2017).
Participants and Instrumentation

Participants in this study were public elementary school principals who
participated in a school safety survey in which they were queried about safety and
security. The School Survey on Crime and Safety is mandated by the federal government
and gathers data from public school principals in efforts to promote school safety
(Diliberti et al., 2019). According to Diliberti et al. (2019), the survey is produced by the
National Center of Education Statistics to collect information, from the perspective of the
schools, on topics related to crime, the presence and activities of security staff,
disciplinary actions, and practices to prevent and reduce crime. Participants were asked

questions in a Yes or a No format.
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For the purpose of this study, the school level was elementary schools. Public
school characteristics, discipline problems and actions, and average daily attendance were
measured according to social emotional learning practices by using the data from the
2015-2016 and 2017-2018 School Survey on Crime and Safety. Present was a focus on
whether public elementary schools that incorporate social emotional learning practices
differ from elementary schools that do not teach social emotional learning practices in
their characteristics (i.e., regular public school, charter school, magnet school), discipline
problems and actions, and average daily attendance.

Archival data were collected from the 2015-2016 and 2017-2018 School Survey
on Crime and Safety Datasets and converted to Statistical Package for Social Sciences
(SPSS) data. A codebook was used to recode the data from the following survey
questions: (a) During the 2015-2016 and 2017-2018 school year, did your school have
any activities that included social emotional learning for students (e.g., social skills, anger
management, mindfulness)?; (b) During the 2015-2016 and 2017-2018 school year, did
your school allow for the use of the disciplinary action, removal of a student with no
services available?; (c) During the 2015-2016 and 2017-2018 school year, did your
school allow for the use of the disciplinary action, transfer of a student to a specialized
school?; (d) During the 2015-2016 and 2017-2018 school year, did your school allow for
the use of the disciplinary action, out-of-school suspension?; and (e) During the 2015-
2016 and 2017-2018 school year, did your school allow for the use of the disciplinary
action, in-school suspension? Respondents completed the above survey questions by
answering the aforementioned questions with either a Yes or a No. The following survey

questions were open-ended questions that required respondents to report a percentage: (a)
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During the 2015-2016 and 2017-2018 school year, what was your school’s average daily
attendance?; and (b) What is your best estimate of the percentage of your current students
who consider academic achievement to be very important?
Results

Prior to conducting inferential statistics to determine whether statistically
significant differences were present between the average daily attendance rate of public
elementary schools that offered social emotional training for students compared to public
elementary schools that did not offer social emotional training by urbanicity, checks were
conducted to determine the extent to which these data were normally distributed.
Although not all assumptions were met, Field (2018) contends that the parametric
independent samples t-test procedure is sufficiently robust to withstand violations of its
underlying assumptions. Accordingly, parametric independent samples t-tests were
conducted to answer the first two research questions.
Results for Social Emotional Learning and Average Daily Attendance

With respect to the 2015-2016 school year for the extent to which differences
were present in the average daily attendance rate by the social emotional training status of
public elementary schools, a statistically significant difference was not present, t(514) = -
0.89, p = .37. Regardless of whether social emotional training was offered, public
elementary schools had similar average daily attendance rates, within 0.67% of each

other. Table 2.1 contains the descriptive statistics for the 2015-2016 school year.
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Regarding the 2017-2018 school year, a statistically significant difference was not
present in the average daily attendance rate by the social emotional training status of
public elementary schools, t(669) = -0.46, p = .64. Regardless of whether social
emotional training was provided, public elementary schools had similar average daily
attendance rates, within 0.57% of each other. Revealed in Table 2.2 are the descriptive

statistics for this analysis for the 2017-2018 school year.

Results for Social Emotional Learning and Academic Achievement

Concerning the 2015-2016 school year for the extent to which differences were
present in the importance of academic achievement in schools by social emotional
training status, a statistically significant difference was present, t(514) = 2.30, p = .02,
Cohen’s d = 0.23, a small effect size (Cohen, 1988). Public elementary schools that
offered social emotional learning training had a higher percentage, approximately 5%, of
students who believed that academic achievement was important than did public
elementary schools that did not offer such training. Table 2.3 contains the descriptive

statistics for the 2015-2016 school year.

With respect to the 2017-2018 school year, the difference approached, but did not

reach the conventional level of statistical significance, regarding the importance of
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academic achievement by social emotional training status, t(669) = 1.85, p = .065. Public
elementary schools that offered social emotional learning training had a higher
percentage, approximately 6%, of students who believed that academic achievement was
important than did public elementary schools that did not offer such training Delineated

in Table 2.4 are the descriptive statistics for this analysis.

Results for Social Emotional Learning and Discipline Problems and Actions

In this section, results will be presented by discipline problems and actions.
Concerning the 2015-2016 school year for the extent to which differences were present in
out of school suspension without services by the social emotional status of public
elementary schools, a statistically significant difference was not present, ¥?(1) = 0.004, p
= .95. Public elementary schools had similar discipline problems and actions percentages,
within 0.3% of each other, regardless of whether social emotional training was provided.
Table 2.5 contains the descriptive statistics for this analysis for the 2015-2016 school

year.

With respect to the 2017-2018 school year for out of school suspension without
services by the social emotional status of public elementary schools, the difference

approached, but did not reach, the conventional level of statistical significance, ¥*(1) =
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3.24, p = .07. Public elementary schools that offered social emotional learning training
had a higher percentage of students, 12.6% higher, who were issued out of school
suspension without services compared to schools that did not offer social emotional

learning training. Presented in Table 2.6 are the descriptive statistics for this analysis.

Regarding the 2015-2016 school year for in-school suspension with services by
the social emotional status of public elementary schools, a statistically significant
difference was not present, x2(1) = 0.63, p = .43. Public elementary schools had similar
in-school suspension with services percentages, within 3.4% of each other, regardless of
whether social emotional training was provided. Table 2.7 contains the descriptive

statistics for this analysis for the 2015-2016 school year.

Concerning the 2017-2018 school year for in-school suspension with services by
the social emotional status of public elementary schools, the difference approached, but
did not reach, the conventional level of statistical significance, ¥?(1) = 3.26, p = .07.
Public elementary schools that did not offer social emotional learning training had a
lower percentage of students, 13.4% lower, who were issued in-school suspension with
services compared to schools that offered social emotional learning training. Revealed in

Table 2.8 are the descriptive statistics for this analysis.
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With respect to the 2015-2016 school year for loss of bus privileges by the social
emotional status of public elementary schools, the difference was not statistically
significant, ¥?(1) = 1.19, p = .28. Public elementary schools had similar loss of bus
privileges percentages, within 4.4% of each other, regardless of whether social emotional
training was provided. Delineated in Table 2.9 are the descriptive statistics for this

analysis for the 2015-2016 school year.

Regarding the 2017-2018 school year for loss of bus privileges by the social
emotional status of public elementary schools, a statistically significant difference was
not present, y%(1) = 0.08, p = .78. Public elementary schools had similar loss of bus
privileges, within 1.6% of each other, regardless of whether social emotional training was
provided. Table 2.10 contains the descriptive statistics for loss of bus privileges for the

2017-2018 school year.

Concerning the 2015-2016 school year for the extent to which differences were

present in loss of student privileges by the social emotional status of public elementary
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schools, a statistically significant difference was not present, ¥?(1) = 0.01, p = .91. Public
elementary schools had similar loss of student privileges, within 0.3% of each other,
regardless of whether social emotional training was provided. Revealed in Table 2.11 are

the descriptive statistics for this analysis for the 2015-2016 school year.

With respect to the 2017-2018 school year for loss of student privileges by the
social emotional status of public elementary schools, a statistically significant difference
was not present, ¥>(1) = 0.06, p = .80. Public elementary schools had similar loss of
student privileges percentages, within 1% of each other, regardless of whether social
emotional learning training was provided. Presented in Table 2.12 are the descriptive

statistics for loss of student privileges for the 2017-2018 school year.

Results for Social Emotional Learning and Urbanicity

In this section, results will be presented by urbanicity (i.e., city, suburb, town, and
rural). Regarding the 2015-2016 school year for the extent to which differences were
present by urbanicity by the social emotional status of public elementary schools, the
difference approached, but did not reach, the conventional level of statistical significance,
v*(3) = 6.78, p = .08. As revealed in Table 2.13, of public elementary schools located in

the city, 49% more schools offered social emotional learning training compared to
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schools that did not offer social emotional learning training. Of public elementary schools
located in the suburb, more than half, 54.2%, offered social emotional learning training
compared to schools that did not offer social emotional learning training. With respect to
public elementary schools located in a town, 39.2% more schools offered social
emotional learning training compared to schools that did not offer social emotional
learning training. Of public rural elementary schools, 28% more schools offered social
emotional learning training compared to schools that did not offer social emotional
learning training.

Concerning the 2017-2018 school year for the extent to which differences were
present by urbanicity by the social emotional status of public elementary schools, a
statistically significant difference was not present, ¥>(3) = 3.09, p = .38. Regardless of
their location, more than 80% of schools offered social emotional learning training. Table

2.14 contains the descriptive statistics for urbanicity for the 2017-2018 school year.

Discussion
In this investigation, the degree to which student attendance, discipline problems
and actions, students’ thoughts on the importance of academic achievement, and

urbanicity were affected by social emotional learning training in public elementary
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schools was addressed. To answer the previously discussed research questions, inferential
statistical procedures were used. Results will now be summarized.

Specifically examined were the extent to which differences were present in public
elementary schools that offered social emotional learning training compared to public
elementary schools that did not offer social emotional learning training. Analyses were
conducted separately for average daily attendance, academic achievement, discipline
problems and actions, and urbanicity, as well as separately for each of two school years
(i.e., 2015-2016 and 2017-2018). Across the two years, the presence of social emotional
learning training did not have an effect on the public elementary schools’ location,
student attendance or discipline problems and actions; however, the presence of social
emotional learning training did have an effect on students’ thoughts on the importance of
academic achievement.

Connections with Existing Literature

In this national investigation, the effect social emotional learning has on student
attendance, discipline problems and actions, and students’ thoughts on the importance of
academic achievement in public elementary schools was established. The effect of social
emotional learning has not been well documented in the extant literature. Durlak and
Mahoney (2019) established that when schools have an intentional focus on social
emotional learning, students show an improvement in conduct and lower levels of stress.
Kanopka et al. (2020) demonstrated that student academic achievement, behavioral
outcomes, and attendance improved and the outcomes were related to social emotional

learning.



41

Connections to Theoretical Framework

In this multiyear analysis, an emphasis was placed on the social emotional
learning theory, which is the positive development that emerged from the emotional
intelligence theory (Goleman, 1995). Suggested in this emotional intelligence theory is
that noncognitive skills are just as important as cognitive skills for life success. Because
the emotional intelligence theory suggests that noncognitive skills are just as important as
cognitive skills, this investigation was focused on noncognitive factors that contribute to
student academic outcomes (i.e., attendance, discipline problems and actions, and
students’ thoughts on the importance of academic achievement.
Implications for Policy and Practice

In this investigation, essential findings were provided regarding social emotional
learning training and overall student success. First, school district administrators are
encouraged to pay greater attention to noncognitive factors to focus on whole-child
education and implement required social emotional learning training for all district
employees. Second, all teachers should receive social emotional learning professional
development to increase their understanding to respond appropriately to students’ needs
and to implement social emotional learning strategies as a means to improve overall
student success and academic achievement.

Third, school administrators should incorporate social emotional learning into
school and classroom environments, and daily lessons. Finally, all educators should focus
their attention on social emotional learning to provide their students with social emotional

learning tools to develop social emotional competencies. Social emotional learning not
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only increases students’ thoughts about academic achievement, but social emotional
learning also has lasting effects for students beyond the walls of the school.
Recommendations for Future Research

As established in this empirical investigation, the importance of academic
achievement by students was present in schools that offered social emotional learning
training and must be addressed by researchers in future studies. First, researchers are
encouraged to study potential effects social emotional learning has on student attendance,
discipline problems and actions, and students’ thoughts on the importance of academic
achievement in public middle schools. Secondly, researchers are encouraged to examine
the potential effects of social emotional learning on student attendance, discipline
problems and actions, and students’ thoughts on the importance of academic achievement
in public high schools. Finally, social emotional learning training looks different from
school to school. Researchers are encouraged to evaluate the different types of social
emotional learning programs to determine which programs are the most impactful and
have effects on student attendance, disciplinary problems and actions, and students’
thoughts on the importance of academic achievement.

Conclusion

In this multiyear analysis, the degree to which student attendance, discipline
problems and actions, students’ thoughts on the importance of academic achievement,
and urbanicity were influenced by the presence of social emotional learning training in
public elementary schools for the 2015-2015 and 2017-2018 school years was addressed.
The presence of social emotional learning training did not have an effect on the public

elementary schools’ location, student attendance or discipline problems and actions;
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however, the presence of social emotional learning training did have an effect on
students’ thoughts on the importance of academic achievement. An argument could be
made that as school district and campus administrators understand the effect social
emotional training has on student outcomes, more schools will offer social emotional

learning training in years to come.



44

References

Bisquerra Prohens, A., Cabero Jounou, M., Filella Guiu, G., Garcia Navarro, E., Lopez
Cassa, E., Romero Moreno, C., & Oriol Granado, X. (2011). Emotional
education: Proposals for educators and families.
https://redined.educacion.gob.es/xmlui/handle/11162/66672

Bridgeland, J., Bruce, M., & Hariharan, A. (2013). The missing piece: A national teacher
survey on how social and emotional learning can empower children and
transform schools. A report for CASEL. Civic Enterprises.
https://files.eric.ed.gov/fulltext/ED558068.pdf

Burgin, X., Coli, S., & Daniel, M. C. (2021). Exploratory study of Ecuadorian teachers'
understanding of social emotional learning: An examination of primary school
teachers. GIST Education and Learning Research Journal, 22, 125-146.

Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.).
Lawrence Erlbaum.

Darmody, M., Smyth, E., & McCoy, S. (2008). Acting up or opting out? Truancy in Irish
secondary schools. Educational Review, 60(4), 359-373.
http://dx.doi.org/10.1080/00131910802393399

Diliberti, M., Jackson, M., Correa, S., & Padgett, Z. (2019). Crime, violence, discipline,
and safety in U.S. public schools: Findings from The School Survey on Crime and
Safety: 2017-18 (NCES 2019-061). U.S. Department of Education. National
Center for Education Statistics.

https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2019061



45

Duckworth, A. L., Tsukayama, E., & May, H. (2010). Establishing causality using
longitudinal hierarchical linear modeling: An illustration predicting achievement
from self-control. Social Psychological and Personality Science, 1(4), 311-317.
https://journals.sagepub.com/doi/10.1177/1948550609359707

Durlak, J., & Mahoney, J. (2019). The practical benefits of an SEL program.
https://casel.org/wp -content/uploads/2019/12/Practical-Benefits-of-SEL-
Program.pdf

Elias, M. J. (2019). What if the doors of every schoolhouse opened to social-emotional
learning tomorrow: Reflections on how to feasibly scale up high-quality SEL.
Educational Psychologist, 54(3), 233-245.
https://www.tandfonline.com/doi/full/10.1080/00461520.2019.1636655

Elias, M. J., Zins, J. E., Weissberg, R. P., Frey, K. S., Greenberg, M. T., Haynes, N. M.,
Kessler, R., Schwab-Stone, M. E., & Shriver, T. P. (1997). Promoting social and
emotional learning: Guidelines for educators. Association for Supervision and
Curriculum Development. https://earlylearningfocus.org/wp-
content/uploads/2019/12/promoting-social-and-emotional-learning-1.pdf

Field, A. (2018). Discovering statistics using SPSS (5th ed.). Sage.

Graves, S. L., Herndon-Sobalvarro, A., Nichols, K., Aston, C., Ryan, A., Blefari, A.,
Schutte, K., Schachner, A., Lindsey, V., & Prier, D. (2017). Examining the
effectiveness of a culturally adapted social-emotional intervention for African
American males in an urban setting. School Psychology Quarterly, 32(1), 62-74.

https://doi.org/10.1037/spg0000145



46

Humphries, M. L., Williams, B. V., & May, T. (2018). Early childhood teachers’
perspectives on social-emotional competence and learning in urban classrooms.
Journal of Applied School Psychology, 34(2), 157-179.
https://www.tandfonline.com/doi/full/10.1080/15377903.2018.1425790

Johnson, B., & Christensen, L. B. (2017). Educational research quantitative, qualitative,
and mixed methods (6th ed.). Sage. https://www.worldcat.org/title/educational-
research-quantitative-qualitative-and-mixed-
approaches/oclc/1247941453?referer=di&ht=edition

Jones, D. E., Greenberg, M., & Crowley, M. (2015). Early social-emotional functioning
and public health: The relationship between kindergarten social competence and
future wellness. American Journal of Public Health, 105(11), 2283-2290.
https://ajph.aphapublications.org/doi/pdfplus/10.2105/AJPH.2015.302630

Kanopka, K., Claro, S., Loeb, S., West, M., & Fricke, H. (2020). What do changes in
social-emotional learning tell us about changes in academic and behavioral
outcomes? Policy Analysis for California Education.
https://edpolicyinca.org/publications/changes-social-emotional-learning

Mahoney, J. L., Weissberg, R. P., Greenberg, M. T., Dusenbury, L., Jagers, R. J., Niemi,
K., Schlinger, M., Schlund, J., Shriver, T. P., VanAusdal, K., & Yoder, N. (2021).
Systemic social and emotional learning: Promoting educational success for all
preschool to high school students. American Psychologist, 76(7), 1128-1142.
https://doi.org/10.1037/amp0000701

Maynard, B. R., Salas-Wright, C. P., Vaughn, M. G., & Peters, K. E. (2012). Who are

truant youth? Examining distinctive profiles of truant youth using latent profile



47

analysis. Journal of Youth and Adolescence, 41, 1671-1684.
https://doi.org/10.1007/s10964-012-9788-1

Maynard, B. R., Vaughn, M. G., Nelson, E. J., Salas-Wright, C. P., Heyne, D. A., &
Kremer, K. P. (2017). Truancy in the United States: Examining temporal trends
and correlates by race, age, and gender. Children and Youth Services Review, 81,
188-196. https://doi.org/10.1016/j.childyouth.2017.08.008

Organisation for Economic Co-Operation and Development. (2018). PISA 2015 results in
focus. https://www.oecd.org/pisa/pisa-2015-results-in-focus.pdf

Rosanbalm, K., Hunt Institute, & Duke University, S. S. of P. P. (2021). Social and
emotional learning during COVID-19 and beyond: Why it matters and how to
support it. The Hunt Institute. https://files.eric.ed.gov/fulltext/ED614459.pdf

Santibanez, L., & Guarino, C. (2020). The effects of absenteeism on cognitive and social-
emotional outcomes: Lessons for Covid-19. https://doi.org/10.26300/yj9m-x430

Schlund, J. (2021). SEL, equity and excellence: An expanded definition of social and
emotional learning and what it means for school leaders. Principal, 100(5), 16-20.
https://www.naesp.org/resource/sel-equity-and-excellence/

Slate, J. R., & Rojas-LeBouef, A. (2011). Calculating basic statistical procedures in
SPSS: A self-help and practical guide to preparing theses, dissertations, and
manuscripts. NCPEA Press.

Steed, E. A., Shapland, D., & Leech, N. (2021). Early childhood teachers’ perceptions of
the effectiveness of their elementary school’s approach to social emotional
learning: A mixed methods study. Early Childhood Education Journal.

https://link.springer.com/article/10.1007/s10643-021-01248-4


https://link.springer.com/article/10.1007/s10643-021-01248-4
https://link.springer.com/article/10.1007/s10643-021-01248-4

48

Tate, E. (2019). Why social-emotional learning is suddenly in the spotlight.
https://www.edsurge.com/news/2019-05-07-why-social-emotional-learning-is-
suddenly-in-the-spotlight

Taylor, H. E., & Larson, S. (1999). Social and emotional learning in middle school. The
Clearing House, 72(6), 331-336.

Tussey, J. T., & Haas, L. (2020). Supporting social-emotional learning with text sets in
the elementary classroom. Delta Kappa Gamma Bulletin, 86(5), 30-36.
https://www.dkgnj.org/uploads/2/2/3/1/22313516/2020 jour_86-
5_theevolvingnatureofschooling.pdf#page=30

Vaughn, M. G., Maynard, B. R., Salas-Wright, C. P., Perron, B. E., & Abdon, A. (2013).
Prevalence and correlates of truancy in the US: Results from a national sample.
Journal of Adolescence, 36(4), 767-776.
https://doi.org/10.1016/j.adolescence.2013.03.015

Virtanen, T. E., Raikkonen, E., Lerkkanen, M.-K., Mé&atta, S., & Vasalampi, K. (2021).
Development of participation in and identification with school: Associations with
truancy. Journal of Early Adolescence, 41(3), 394-423.
https://jyx.jyu.fi/bitstream/handle/123456789/69662/0272431620919155.pdf?seq
uence=5&isAllowed=y

Waajid, B., Garner, P. W., & Owen, J. E. (2013). Infusing social emotional learning into
the teacher education curriculum. International Journal of Emotional Education,

5(2), 31-48.


https://www.edsurge.com/news/2019-05-07-why-social-emotional-learning-is-suddenly-in-the-spotlight
https://www.edsurge.com/news/2019-05-07-why-social-emotional-learning-is-suddenly-in-the-spotlight
https://www.dkgnj.org/uploads/2/2/3/1/22313516/2020_jour_86-5_theevolvingnatureofschooling.pdf#page=30
https://www.dkgnj.org/uploads/2/2/3/1/22313516/2020_jour_86-5_theevolvingnatureofschooling.pdf#page=30
https://doi.org/10.1016/j.adolescence.2013.03.015
https://jyx.jyu.fi/bitstream/handle/123456789/69662/0272431620919155.pdf?sequence=5&isAllowed=y
https://jyx.jyu.fi/bitstream/handle/123456789/69662/0272431620919155.pdf?sequence=5&isAllowed=y
https://www.edsurge.com/news/2019-05-07-why-social-emotional-learning-is-suddenly-in-the-spotlight
https://www.edsurge.com/news/2019-05-07-why-social-emotional-learning-is-suddenly-in-the-spotlight
https://www.dkgnj.org/uploads/2/2/3/1/22313516/2020_jour_86-5_theevolvingnatureofschooling.pdf#page=30
https://www.dkgnj.org/uploads/2/2/3/1/22313516/2020_jour_86-5_theevolvingnatureofschooling.pdf#page=30
https://doi.org/10.1016/j.adolescence.2013.03.015
https://jyx.jyu.fi/bitstream/handle/123456789/69662/0272431620919155.pdf?sequence=5&isAllowed=y
https://jyx.jyu.fi/bitstream/handle/123456789/69662/0272431620919155.pdf?sequence=5&isAllowed=y

49

Table 2.1
Descriptive Statistics for the Average Daily Attendance Rate of Public Elementary

Schools by Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n M% SD%
Offered Training 375 94.15 8.79
Did Not Offer Training 141 94.82 2.90

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.2
Descriptive Statistics for the Average Daily Attendance Rate of Public Elementary

Schools by Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n M% SD%
Offered Training 622 93.67 8.64
Did Not Offer Training 49 94.24 3.98

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.3
Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public Elementary Schools by Social Emotional Learning Training Status

for the 2015-2016 School Year

Training Status n M% SD%
Offered Training 375 75.51 20.08
Did Not Offer Training 141 70.71 23.93

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.4

Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public Elementary Schools by Social Emotional Learning Training Status

for the 2017-2018 School Year

Training Status n M% SD%
Offered Training 622 73.38 22.47
Did Not Offer Training 49 67.14 25.50

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.5
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 190 50.7
Did Not Offer Training 71 50.4

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.6
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 421 67.7
Did Not Offer Training 27 55.1

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.7
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 284 75.7
Did Not Offer Training 102 72.3

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.8
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 299 48.1
Did Not Offer Training 17 34.7

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.9
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 301 80.3
Did Not Offer Training 107 75.9

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.10
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 505 81.2
Did Not Offer Training 39 79.6

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.11
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 350 93.3
Did Not Offer Training 132 93.6

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.12
Descriptive Statistics for Discipline Problems and Actions of Public Elementary Schools

by Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 578 92.9
Did Not Offer Training 46 93.9

Note. The n refers to the number of public school principals who responded to the survey.
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Table 2.13
Descriptive Statistics for Public Elementary Schools by Urbanicity and Social Emotional

Learning Training Status for the 2015-2016 School Year

Urbanicity and Training Status n %
City
Offered Training 108 74.5
Did Not Offer Training 37 25.5
Suburb
Offered Training 155 77.1
Did Not Offer Training 46 22.9
Town
Offered Training 39 69.6
Did Not Offer Training 17 30.4
Rural
Offered Training 73 64.0
Did Not Offer Training 41 36.0

Note. The n refers to the number of public school principals who responded to the survey.



62

Table 2.14
Descriptive Statistics for Public Elementary Schools by Urbanicity and Social Emotional

Learning Training Status for the 2017-2018 School Year

Urbanicity and Training Status n %
City
Offered Training 206 94.5
Did Not Offer Training 12 55
Suburb
Offered Training 233 93.2
Did Not Offer Training 17 6.8
Town
Offered Training 72 90.0
Did Not Offer Training 8 10.0
Rural
Offered Training 111 90.2
Did Not Offer Training 12 9.8

Note. The n refers to the number of public school principals who responded to the survey.
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CHAPTER Il1
DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS
AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY
URBANICITY OF MIDDLE SCHOOLS THAT OFFERED SOCIAL EMOTIONAL

LEARNING PROGRAMS: A NATIONAL ANALYSIS

This dissertation follows the style and format of Research in the Schools (RITS).
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Abstract
Ascertained in this investigation was the effect of social emotional learning training on
student attendance, discipline problems and actions, students’ thoughts on the importance
of academic achievement, and urbanicity in public middle schools for the 2015-2016 and
2017-2018 school years. Across the two years, social emotional learning training was
determined to be unrelated to public middle schools’ location, student attendance,
discipline problems, or actions. The presence of social emotional learning training,
however, was related to urbanicity as well as the importance of academic achievement.
Implications for policy and for practice, along with recommendations for future research,
were made.
Keywords: Average daily attendance, Disciplinary actions, Disciplinary problems,

Middle schools, School characteristics, School features, Social emotional learning
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DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS

AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY

URBANICITY OF MIDDLE SCHOOLS THAT OFFERED SOCIAL EMOTIONAL
LEARNING PROGRAMS: A NATIONAL ANALYSIS

Educational leaders are concerned about chronic absenteeism and improving
student attendance (Young et al., 2020). Kindergarten through Grade 12 students are
absent from school an average of seven days during a regular school year (Santibanez &
Guarino, 2020). According to Santibanez and Guarino (2020), during a typical school
year, approximately 14% of students have perfect attendance, 65% are absent 10 days or
less, 13% are absent 11 to 18 days, 8% are absent 18 days or more, which is considered
chronic absenteeism. Chronic absenteeism is associated with low academic achievement,
substance abuse, employment problems, convictions, aggression, other adulthood
adjustment problems (Gottfried, 2011; Rocque et al., 2016). Chronic absenteeism also
negatively influences school success, behavior choices, and future income and
employment (Skinner, 2014). Educational leaders need to develop prevention practices to
improve chronic absenteeism and school climate issues, and to address school
connections among students and school staff.

Such prevention practices include the use of social emotional learning. Social
emotional learning has been embraced as early as preschool and extended through middle
and high schools (Sutton, 2021). Middle school is a challenging time for adolescents due
to their developmental needs and unique characteristics as they prepare to transition to
high school (Durlak et al., 2011; Roeser et al., 2000; Sutton, 2021). According to

Armstrong (2006), middle schools need to provide students with an environment that
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helps them “negotiate the impact of puberty on their intellectual, social, and emotional
lives” (p. 113). Learning how to apply social emotional competencies is the biggest need
for young adolescents, not simply earning high standardized exam scores (Armstrong,
2006). Social emotional learning is also essential to educating middle school students as
they learn best in environments where positive human relationships are developed and
where they feel safe, supported, and included (National Middle School Association,
2010).

Recently in a California statewide analysis of data, student absenteeism patterns
and the influence of students being away from school on their social emotional learning
were examined (Santibanez & Guarino, 2020). Results were that absences hurt social
emotional development and negatively affected social awareness and self-efficacy
(Santibanez & Guarino, 2020). According to Santibanez and Guarino (2020), the larger
number of negative effects occurred in middle schools.

In a recent investigation, MacDonnell et al. (2021) examined the relationship
between students’ recollection and reflection of their experiences in a social emotional
character development program and their academic achievement. Also explored was the
influence of the social emotional character development program on student-teacher
relationships. An increase in student academic achievement occurred from the reflections
of the social emotional character development program. MacDonnell et al. (2021)
contended that positive social emotional character development program reflections and
positive student-teacher relationships positively influence student academic achievement.
The findings of social emotional character development reflections being reflective of

academic achievement aligns with existing literature where researchers (Durlak et al.,
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2011; Elias & Haynes, 2008; Zins et al., 2004) have demonstrated positive relationships
between social emotional character development programs and academic achievement in
low-income areas.

Recently, Merrill et al. (2021) investigated the relationship between social
emotional learning growth and academic achievement for approximately 6,000 middle
and high school students from the New York City Department of Education. Findings
were mixed from the investigation. Middle school students who demonstrated growth in
social emotional learning, particularly in academic self-efficacy, self-regulation, and
growth mindset, showed improvements in their academic outcomes. Not improved were
their interpersonal skills, problem-solving, sense of belonging, or self-advocacy (Merrill
et al., 2021). In this particular study, students were surveyed and reported their social
emotional learning levels in their supportive after-school programs (e.g., sports and
tutoring programs), which may be a different social emotional learning level from their
social emotional learning level in school. As a result, Merrill et al. (2021) encouraged
researchers to conduct longitudinal studies during the school day to determine whether
social emotional learning levels in the traditional school day influenced student academic
growth cumulatively.

In a recent study, Kanopka et al. (2020) examined the relationship between
changes in students after self-reporting their social emotional learning skills (e.g., growth
mindset, social awareness, self-efficacy, and self-management) and changes in their
attendance and academic achievement. Administrative data and self-reported social
emotional skills were collected and analyzed from middle school students enrolled in five

California school districts between 2015 and 2017. Changes in students’ social emotional
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learning skills were predictive of changes in their English language Arts and mathematics
achievement. Relationships between social emotional learning and attendance and
achievement outcomes were stable across all ethnic/racial groups of students. The results
were congruent with previous research findings about the relationship between student
changes in social emotional learning and academic measures (Duckworth et al., 2010;
Soland, 2019) by adding an analysis on attendance and state standardized exam outcomes
as well as outcomes for growth mindset and social awareness (Kanopka et al., 2020).

According to Kanopka et al. (2020), the importance of social emotional learning
has been established; however, the understanding of survey-based, self-reporting of social
emotional learning skills is still emerging. Self-reported social emotional learning skills
are predictive of students’ achievement levels; however, no research studies could be
located in which self-reported social emotional learning skills were examined in
relationship to changes in other factors such as attendance and state standardized exam
performance (Kanopka et al., 2020). Such analyses could be helpful in aiding school
districts in measuring data to assess how the social emotional learning skills of students
develop and change over time.

Social emotional skills are strong predictors of educational and career success and
social emotional skills control the differences in cognitive ability and academic
achievement (Deming, 2017; Duckworth et al., 2010; Farrington et al., 2012; Kautz et al.,
2014; Yeager & Dweck, 2012). Because social emotional skills are predictive of
achievement gains, educational leaders need to generate ways to incorporate social
emotional learning for the development of student social emotional competencies.

According to Mahoney et al. (2021), a systemic approach to social emotional learning
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creates equitable learning environments that involve all students in developing
competencies socially, emotionally, and academically. An organized learning system is
necessary through partnerships that include schools, families, and communities to
enhance student development (Mahoney et al., 2021). Establishing conditions that
incorporate social emotional learning requires policies, resources, and actions that are
aligned at the local, state, and district levels.
Statement of the Problem

Demonstrated by the recent number of social emotional learning programs,
curricula, and intiatives, the popularity of social emotional learning has increased over
the last few decades and the need has become more clear (Schlund, 2021). After the
Covid-19 pandemic, schools have faced many challenges, resulting in the need for social
emotional learning to help students connect with others, learn, and grow (Schlund, 2021).
According to Schlund (2021), many educational leaders are asking the question, “how do
| get started with social emotional learning?” Clarifiying the meaning of social emotional
learning and its benefits is a good start for educational leaders.
Purpose of the Study

The purpose of this study was to determine the influence of social emotional
learning on public middle school students. Initially described were school characteristics
associated with the presence of social emotional learning in public middle schools for the
2015-2016 and 2017-2018 school years. The second purpose was to ascertain the extent
to which student attendance was related to social emotional learning in public middle
schools for the 2015-2016 and the 2017-2018 school years. A third purpose was to

identify the degree to which disciplinary problems and actions were related to social
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emotional learning in public middle schools for the 2015-2016 and the 2017-2018 school
years. The final purpose was to determine whether consistencies were present in the
relationships of social emotional learning and public middle school students’ thoughts on
the importance of academic achievement.
Significance of the Study

In March 2020, COVID-19 forced many schools to shut down physical campuses
and to shift to remote learning (Santibanez & Guarino, 2020). During the transition to
remote learning, many students did not engage fully in learning opportunities. According
to Santibanez and Guarino (2020), due to the intensive disruption of COVID-19, schools
across the United States were forced to answer the urgent question, “How much social
emotional development loss and learning loss have students endured due to COVID-19?”
(p. 3). Findings from this article will offer school district leaders and policymakers
information about the presence of disparities in public middle school student outcomes
regarding social emotional learning.
Research Questions

The following research questions were addressed in this study: (a) What percent
of public middle schools have offered social emotional training for students?; (b) What is
the difference in the average daily attendance rate of public middle schools that offered
social emotional training for students by urbanicity (i.e., city, suburb, town, and rural)?;
(c) What is the difference in discipline problems and actions of public middle schools that
offered social emotional learning training for students by urbanicity?; and (d) What is the

effect of social emotional training on the importance of public middle school students’
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academic achievement by urbanicity? These research questions were answered separately
for two school years.
Method

Research Design

A causal comparative, ex facto research design was used for this study (Johnson
& Christensen, 2017). Archival data from the 2015-2016 and 2017-2018 School Survey
on Crime and Safety were downloaded and analyzed. Neither the independent variable of
social emotional learning training nor the dependent variables of average daily
attendance, discipline problems and actions, and academic achievement can be altered
because data are archival survey data (Johnson & Christensen, 2017).
Participants and Instrumentation

Participants in this study were public middle school principals who participated in
a school safety survey that solicited input about safety and security. The School Survey
on Crime and Safety is mandated by the federal government and gathers data from public
school principals in efforts to promote school safety (Diliberti et al., 2019). According to
Diliberti et al. (2019), the survey is produced by the National Center of Education
Statistics to collect information, from the perspective of the schools, on topics related to
crime, the presence and activities of security staff, disciplinary actions, and practices to
prevent and reduce crime. Participants were asked questions to be answered with either a
Yes or a No.

For the purpose of this study, school level was based on the middle school level.
Public school characteristics, discipline problems and actions, and average daily

attendance were measured according to social emotional learning practices by using the
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data from the results presented in the 2015-2016 and 2017-2018 School Survey on Crime
and Safety. Present was a focus on whether public middle schools that incorporate social
emotional learning practices differ from middle schools that do not teach social emotional
learning practices in their characteristics (e.g., regular public school, charter school,
magnet school), discipline problems and actions, and average daily attendance.

Archival data were collected from the 2015-2016 and 2017-2018 School Survey
on Crime and Safety Datasets and converted to Statistical Package for Social Sciences
(SPSS) data. A codebook was used to recode the data from the following survey
questions: (a) During the 2015-2016 and 2017-2018 school year, did your school have
any activities that included social emotional learning for students (e.g., social skills, anger
management, mindfulness)?; (b) During the 2015-2016 and 2017-2018 school year, did
your school allow for the use of the disciplinary action, removal of a student with no
services available?; (c) During the 2015-2016 and 2017-2018 school year, did your
school allow for the use of the disciplinary action, transfer of a student to a specialized
school?; (d) During the 2015-2016 and 2017-2018 school year, did your school allow for
the use of the disciplinary action, out-of-school suspension?; and (e) During the 2015-
2016 and 2017-2018 school year, did your school allow for the use of the disciplinary
action, in-school suspension? Respondents completed the above survey questions by
answering the aforementioned questions with either a Yes or a No. The following survey
questions were open-ended questions that required respondents to report a percentage: (a)
During the 2015-2016 and 2017-2018 school year, what was your school’s average daily
attendance?; and (b) What is your best estimate of the percentage of your current students

who consider academic achievement to be very important?
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Results

Prior to conducting inferential statistics to determine whether statistically
significant differences were present between the average daily attendance rate of public
middle schools that offered social emotional training for students compared to public
middle schools that did not offer social emotional training by urbanicity, checks were
conducted to determine the extent to which these data were normally distributed.
Although not all assumptions were met, Field (2018) contends that the parametric
independent samples t-test procedure is sufficiently robust to withstand violations of its
underlying assumptions. Accordingly, parametric independent samples t-tests were
conducted to answer the first two research questions.
Results for Social Emotional Learning and Average Daily Attendance

With respect to the 2015-2016 school year for the extent to which differences
were present in the average daily attendance rate by the social emotional training status of
public middle schools, a statistically significant difference was not present, t(717) = -
0.77, p = .44. Regardless of whether social emotional training was offered, public middle
schools had similar average daily attendance rates, within 0.58% of each other. Table 3.1

contains the descriptive statistics for the 2015-2016 school year.

Regarding the 2017-2018 school year, a statistically significant difference was not
present in the average daily attendance rate by the social emotional training status of

public middle schools, t(973) = -1.32, p = .19. Regardless of whether social emotional
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training was provided, public middle schools had similar average daily attendance rates,
within 0.89% of each other. Revealed in Table 3.2 are the descriptive statistics for this

analysis for the 2017-2018 school year.

Results for Social Emotional Learning and Academic Achievement

Concerning the 2015-2016 school year for the extent to which differences were
present in the importance of academic achievement in schools by social emotional
training status, a statistically significant difference was present, t(717) = 2.60, p = .01,
Cohen’s d = 0.21, a small effect size (Cohen, 1988). Public middle schools that offered
social emotional learning training had a higher percentage, approximately 5%, of students
who believed that academic achievement was important than did public middle schools
that did not offer such training. Table 3.3 contains the descriptive statistics for the 2015-

2016 school year.

With respect to the 2017-2018 school year, a statistically significant difference
was not present in the importance of academic achievement by social emotional training
status, t(973) = 1.22, p = .22. Public middle schools that offered social emotional learning

training had a similar percentage, within 2.5% of each other, of students who believed
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that academic achievement was important to public middle schools that did not offer such

training. Delineated in Table 3.4 are the descriptive statistics for this analysis.

Results for Social Emotional Learning and Discipline Problems and Actions

In this section, results will be presented by discipline problems and actions.
Because the independent variables and dependent variables were categorical in nature,
Pearson chi-square procedures were used. Its underlying procedures were checked and
were met (Field, Year, 2018). Concerning the 2015-2016 school year for the extent to
which differences were present in out of school suspension without services by social
emotional training status of public middle schools, a statistically significant difference
was not present, x2(1) = 1.06, p = .30. Public middle schools had similar discipline
problems and actions percentages, within 4.2% of each other, regardless of whether
social emotional training was provided. Table 3.5 contains the descriptive statistics for

this analysis for the 2015-2016 school year.

With respect to the 2017-2018 school year for out of school suspension without
services by the social emotional status of public middle schools, a statistically significant
difference was not present, ¥?(1) = 2.62, p = .11. Public middle schools that offered social

emotional learning training had a similar percentage of their students, within 5.6% of
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each other, who were issued out of school suspension without services to middle schools
that did not offer social emotional learning training. Presented in Table 3.6 are the

descriptive statistics for this analysis.

Regarding the 2015-2016 school year for in-school suspension with services by
the social emotional status of public middle schools, a statistically significant difference
was not present, y?(1) = 1.26, p = .26. Public middle schools had similar in-school
suspension with services percentages, within 3.1% of each other, regardless of whether
social emotional training was provided. Table 3.7 contains the descriptive statistics for

this analysis for the 2015-2016 school year.

Concerning the 2017-2018 school year for in-school suspension with services by
the social emotional status of public middle schools, a statistically significant difference
was not present, ¥>(1) = 0.71, p = .40. Public middle schools had similar percentages,
within 3.9% of each other, regardless of whether social emotional training was provided.

Revealed in Table 3.8 are the descriptive statistics for this analysis.
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With respect to the 2015-2016 school year for loss of bus privileges by the social
emotional status of public middle schools, the difference was not statistically significant,
v?(1) = 0.23, p = .63. Public middle schools had similar loss of bus privileges
percentages, within 1.2% of each other, regardless of whether social emotional training
was provided. Delineated in Table 3.9 are the descriptive statistics for this analysis for the

2015-2016 school year.

Regarding the 2017-2018 school year for loss of bus privileges by the social
emotional status of public middle schools, a statistically significant difference was not
present, ¥*(1) = 0.42, p = .52. Public middle schools had similar loss of bus privileges,
within 1.8% of each other, regardless of whether social emotional training was provided.
Table 3.10 contains the descriptive statistics for loss of bus privileges for the 2017-2018

school year.

Concerning the 2015-2016 school year for the extent to which differences were
present in loss of student privileges by the social emotional status of public middle
schools, a statistically significant difference was not present, ¥?(1) = 0.00, p = .98. Public

middle schools had equal percentages of loss of student privileges, regardless of whether
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social emotional training was provided. Revealed in Table 3.11 are the descriptive

statistics for this analysis for the 2015-2016 school year.

With respect to the 2017-2018 school year for loss of student privileges by the
social emotional status of public middle schools, a statistically significant difference was
not present, y>(1) = 0.02, p = .88. Public middle schools had similar loss of student
privileges percentages, within 0.3% of each other, regardless of whether social emotional
learning training was provided. Presented in Table 3.12 are the descriptive statistics for

loss of student privileges for the 2017-2018 school year.

Results for Social Emotional Learning and Urbanicity

In this section, results will be presented by urbanicity (i.e., city, suburb, town, and
rural). Regarding the 2015-2016 school year for the extent to which differences were
present by urbanicity by the social emotional status of public middle schools, a
statistically significant difference was present, ¥?(3) = 22.43, p < .001, Cramer’s V = .18,
a small effect size (Cohen, 1988). As revealed in Table 3.13, of public middle schools
located in the city, 52.6% more schools offered social emotional learning training
compared to schools that did not offer social emotional learning training. Of public

middle schools located in the suburb, more than half, 53.6%, offered social emotional
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learning training compared to schools that did not offer social emotional learning
training. With respect to public middle schools located in a town, 25.4% more schools
offered social emotional learning training compared to schools that did not offer social
emotional learning training. Of public rural middle schools, 15.6% more schools offered
social emotional learning training compared to schools that did not offer social emotional
learning training.

Concerning the 2017-2018 school year for the extent to which differences were
present by urbanicity by the social emotional status of public middle schools, a
statistically significant difference was present, x*(3) = 8.99, p = .03, Cramer’s V = .10, a
small effect size (Cohen, 1988). Regardless of their location, more than 65% of schools
offered social emotional learning training compared to schools that did not offer social
emotional learning training. Regarding public middle schools located in the city, 68.2%
more schools offered social emotional learning training compared to schools that did not
offer social emotional learning training. Of public middle schools located in the suburb,
80.4%, offered social emotional learning training compared to schools that did not offer
social emotional learning training. With respect to public middle schools located in a
town, 74.6.4% more schools offered social emotional learning training compared to
schools that did not offer social emotional learning training. Of public rural middle

schools, 64.8% more schools offered social emotional learning training compared to
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schools that did not offer social emotional learning training. Table 3.14 contains the

descriptive statistics for urbanicity for the 2017-2018 school year.

Discussion

In this investigation, the degree to which student attendance, discipline problems
and actions, students’ thoughts on the importance of academic achievement, and
urbanicity were influenced by the presence or absence of social emotional learning
training in public middle schools was addressed. To answer the previously discussed
research questions, inferential statistical procedures were used. Results will now be
summarized.

Specifically examined was the extent to which differences were present in public
middle schools that offered social emotional learning training compared to public middle
schools that did not offer social emotional learning training. Analyses were conducted
separately for average daily attendance, academic achievement, discipline problems and
actions, and urbanicity, as well as separately for each of two school years (i.e., 2015-2016
and 2017-2018). Across the two years, the presence of social emotional learning training
did not have an effect on the public middle schools’ student attendance or discipline
problems and actions. Readers should note, however, that social emotional learning
training was related to school location and students’ thoughts on the importance of

academic achievement.



81

Connections with Existing Literature

In this national investigation, the relationship of social emotional learning on
student attendance, discipline problems and actions, and students’ thoughts on the
importance of academic achievement in public middle schools was addressed. The effect
of social emotional learning has not been well documented in the extant literature. Durlak
and Mahoney (2019) established that when schools have an intentional focus on social
emotional learning, students show an improvement in academic performance along with
lower levels of distress, and conduct. Kanopka et al. (2020) demonstrated that student
academic achievement, behavioral outcomes, and attendance improved and the outcomes
were related to social emotional learning.
Connections to Theoretical Framework

In this multiyear analysis, an emphasis was placed on the social emotional
learning theory, which is the positive development that emerged from the emotional
intelligence theory (Goleman, 1995). Suggested in this emotional intelligence theory is
that noncognitive skills are just as important as cognitive skills for life success. Because
noncognitive skills are just as important as cognitive skills, this investigation was focused
on noncognitive factors that contribute to student academic outcomes (i.e., attendance,
discipline problems and actions, and students’ thoughts on the importance of academic
achievement).
Implications for Policy and Practice

In this investigation, implications may be derived for policy and for practice. With
respect to policy, first, school district administrators are encouraged to pay greater

attention to noncognitve factors to focus on whole-child education and implement
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required social emotional learning training for all district employees. Second, all teachers
should receive social emotional learning professional development to increase their
understanding to respond appropriately to students’ needs and to implement social
emotional learning strategies as means to improve overall student success and academic
achievement.

Concerning practice, school administrators should incorporate social emotional
learning into school and classroom environments, and daily lessons. Finally, all educators
should focus their attention on social emotional learning to provide their students with
social emotional learning tools to develop social emotional competencies. Social
emotional learning not only increases students’ thoughts about academic achievement,
but social emotional learning can have lasting effects for students beyond the walls of the
school.

Recommendations for Future Research

As established in this empirical investigation, several recommendations for future
research can be generated. First, researchers are encouraged to examine the potential
effects social emotional learning might have on student attendance, discipline problems
and actions, and students’ thoughts on the importance of academic achievement at the
elementary school level. Second, researchers are encouraged to extend this investigation
to the high school level. Third, because social emotional learning training might differ
one school setting to another school setting, researchers are encouraged to evaluate the
different types of social emotional learning programs to determine which programs are
the most effective in terms of student attendance, disciplinary problems and actions, and

students’ thoughts on the importance of academic achievement.



Conclusion
In this multiyear analysis, the degree to which student attendance, discipline
problems and actions, students’ thoughts on the importance of academic achievement,
and urbanicity were influenced by social emotional learning training in public middle
schools for the 2015-2015 and 2017-2018 school years was addressed. The presence of
social emotional learning training did not have an effect on the public middle schools’
student attendance or discipline problems and actions; however, the presence of social
emotional learning training was related to school location and to students’ thoughts on

the importance of academic achievement.
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Table 3.1
Descriptive Statistics for the Average Daily Attendance Rate of Public Middle Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n M% SD%
Offered Training 509 93.82 9.96
Did Not Offer Training 210 94.40 6.41

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.2
Descriptive Statistics for the Average Daily Attendance Rate of Public Middle Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n M% SD%
Offered Training 845 93.76 7.65
Did Not Offer Training 130 94.65 3.05

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.3
Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public Middle Schools by Social Emotional Learning Training Status for the

2015-2016 School Year

Training Status n M% SD%
Offered Training 509 70.18 22.29
Did Not Offer Training 210 65.41 22.65

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.4
Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public Middle Schools by Social Emotional Learning Training Status for the

2017-2018 School Year

Training Status n M% SD%
Offered Training 845 69.26 22.22
Did Not Offer Training 130 66.67 25.03

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.5
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 259 50.9
Did Not Offer Training 98 46.7

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.6
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 711 84.1
Did Not Offer Training 102 78.5

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.7
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 445 87.4
Did Not Offer Training 177 84.3

Note. The n refers to the number of public school principals who responded to the survey.



96

Table 3.8
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 533 63.1
Did Not Offer Training 77 59.2

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.9
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 457 89.8
Did Not Offer Training 186 88.6

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.10
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 763 90.3
Did Not Offer Training 115 88.5

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.11
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 487 95.7
Did Not Offer Training 201 95.7

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.12
Descriptive Statistics for Discipline Problems and Actions of Public Middle Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 821 97.2
Did Not Offer Training 126 96.9

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.13
Descriptive Statistics for Public Middle Schools by Urbanicity and Social Emotional

Learning Training Status for the 2015-2016 School Year

Urbanicity and Training Status n %
City
Offered Training 145 76.3
Did Not Offer Training 45 23.7
Suburb
Offered Training 212 76.8
Did Not Offer Training 64 23.2
Town
Offered Training 74 62.7
Did Not Offer Training 44 37.3
Rural
Offered Training 78 57.8
Did Not Offer Training 57 42.2

Note. The n refers to the number of public school principals who responded to the survey.
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Table 3.14
Descriptive Statistics for Public Middle Schools by Urbanicity and Social Emotional

Learning Training Status for the 2017-2018 School Year

Urbanicity and Training Status n %
City
Offered Training 195 84.1
Did Not Offer Training 37 15.9
Suburb
Offered Training 351 90.2
Did Not Offer Training 38 9.8
Town
Offered Training 131 87.3
Did Not Offer Training 19 12.7
Rural
Offered Training 168 82.4
Did Not Offer Training 36 17.6

Note. The n refers to the number of public school principals who responded to the survey.
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CHAPTER IV
DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS
AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY
URBANICITY OF HIGH SCHOOLS THAT OFFERED SOCIAL EMOTIONAL

LEARNING PROGRAMS: A NATIONAL ANALYSIS

This dissertation follows the style and format of Research in the Schools (RITS).
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Abstract
Ascertained in this investigation was the effect of social emotional learning training on
student attendance, discipline problems and actions, students’ thoughts on the importance
of academic achievement, and urbanicity in public high schools for the 2015-2016 and
2017-2018 school years. Across the two years, social emotional learning training was
determined to be unrelated to public high schools’ student attendance. The presence of
social emotional learning training, however, was related to urbanicity, discipline
problems and actions, as well as the importance of academic achievement. Implications

for policy and for practice, along with recommendations for future research, were made.

Keywords: Average daily attendance, Disciplinary actions, Disciplinary problems, High

schools, School characteristics, School features, Social emotional learning
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DIFFERENCES IN AVERAGE DAILY ATTENDANCE, DISCIPLINE PROBLEMS
AND ACTIONS, AND THE IMPORTANCE OF ACADEMIC ACHIEVEMENT BY
URBANICITY OF HIGH SCHOOLS THAT OFFERED SOCIAL EMOTIONAL
LEARNING PROGRAMS: A NATIONAL ANALYSIS

Improving student attendance is a concern for educational leaders nationwide
(Young et al., 2020). In a regular school year, kindergarten through Grade 12 students are
absent from school an average of seven days (Santibanez & Guarino, 2020). Chronic
absenteeism occurs more often at the high school level than in early schools and in
middle schools (Santibanez & Guarino, 2020). According to Santibanez and Guarino
(2020), students in Grades 10 through 12 experience the most absences, with Grade 12
students being absent an average of 10.8 days during a regular school year. In a typical
school year, approximately 14% of students have perfect attendance, 65% are absent 10
days or less, 13% are absent 11 to 18 days, 8% are absent 18 days or more, which is
considered chronic absenteeism (Santibanez & Guarino, 2020).

Skinner (2014) discussed the effects of absenteeism on school success, poor
behavior choices, and future income and employment. Chronic absenteeism is associated
with low academic achievement, substance abuse, employment problems, convictions,
aggression, other adulthood adjustment problems (Gottfried, 2011; Rocque et al., 2016).
According to McKee and Caldarella (2016), one of the biggest predictors of student
success for middle school students progressing to Grade 9 is regular school attendance.

School climate is likely to create conditions that are favorable to reducing chronic
absenteeism (Young et al., 2020). Hendron and Kearney (2016) conducted a study about

adolescents with chronic absenteeism. A relationship was established between attendance
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problems and school climate variables, such as discipline, relationships between teachers
and students, and family engagement. These school climate variables are typical
challenges for schools in under-resourced neighborhoods (Young et al., 2020).
Considering challenges for schools located in under-resourced neighborhoods, Spencer
(2009) suggested social emotional support and early referral for students experiencing
chronic absenteeism. Chronic absenteeism prevention practices need to be implemented
to improve school climate issues and to address school connections among students and
school staff. These programs are essential, given the documented relationships between
academic achievement, low absenteeism, and school connectedness (Center for Disease
Control and Prevention, 2009).

Such prevention to improve chronic absenteeism and school climate issues, and to
address school connections among students and school staff include the practice of social
emotional learning. Social emotional learning has been embraced as early as preschool
and extended through high schools (Sutton, 2021). Applying social emotional
competencies is the biggest need for youth, not simply performing well on high-stakes
testing (Armstrong, 2006). To succeed in school and to become employable, healthy, and
civically-engaged, young people need a blend of academic skills and other key behaviors
and mindsets (Merrill et al., 2021). According to Merrill et al. (2021), growing interest is
present in the relationship between social emotional learning and academic success.
Students who are taught social emotional learning competencies exhibit higher academic
outcomes, higher levels of happiness, higher levels of health, more positive relationships
with peers, and less feelings of not belonging (Durlak et al, 2011; Nagaoka et al., 2015;

Walton & Cohen, 2011).
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In a recent investigation, Merrill et al. (2021) analyzed data on approximately
6,000 middle and high school students from the New York City Department of Education
to determine relationships between their social emotional learning growth and academic
achievement. Findings from the investigation were mixed. High school students who
showed growth in social emotional learning, particularly in academic self-efficacy, self-
regulation, and growth mindset, had improvements in their academic outcomes. No
improvements, however, were demonstrated in their interpersonal skills, problem-
solving, sense of belonging, or self-advocacy (Merrill et al., 2021). Because this
investigation was conducted in a supportive after-school environment and in a short time
frame, Merrill et al. (2021) suggested future studies be longitudinal in nature and
conducted during the school day. A longitudinal study conducted during a school day
would provide researchers and educational leaders the opportunity to understand how
social emotional learning capacity changes over time and how the changes influence
student academic growth cumulatively (Merrill et al., 2021).

In another recent investigation, Moceri (2015) conducted a systematic and
empirical study about how behavioral ratings and teacher comments from student report
cards were related to social emotional learning, academic grades, and standardized
exams. Approximately 1,000 report cards from a large ethnically/racially diverse New
Jersey high school were examined. According to Moceri (2015), report card comments
have a large effect size on student letter grades and a small effect size on student
attendance. Students who earned grades in the B- to C+ range missed approximately three
weeks of class, scored in the proficient range on standardized exams, and received one

report card comment each quarter. Negative comments were more associated with lower
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student letter grades than were positive comments. The presence of social emotional
learning was associated with higher academic grades and the absence of social emotional
learning was associated with lower academic grades. Moceri (2015) suggested future
school practices include a transformation of school report cards which include teachers’
ratings of students’ social emotional learning skills which may increase the teachers’
focus on social emotional learning instruction. As the teachers’ focus on social emotional
learning increase, the overall school climate will show improvements (Moceri, 2015).
Statement of the Problem

Over the last few decades, the popularity of social emotional learning programs,
curricula, and initiatives has increased and the need to incorporate social emotional
learning in schools has become more clear (Schlund, 2021). According to Schlund
(2021), the need for social emotional learning to help students connect with others, learn,
and grow has been identified as a way for schools to face the many challenges initiated
by the Covid-19 pandemic. Because of the need for social emotional learning in schools,
the question “how do I get started with social emotional learning?” is being asked by
many educational leaders. A good start for educational leaders is to clarify the meaning
of social emotional learning and its benefits.
Purpose of the Study

The purpose of this study was to determine the effect social emotional learning
has in public high schools in the United States. The first specific purpose was to describe
the school characteristics associated with the presence of social emotional learning in
public high schools for the 2015-2016 and 2017-2018 school years. A second purpose

was to ascertain the extent to which student attendance is related to social emotional
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learning in public high schools for the 2015-2016 and the 2017-2018 school years. A
third purpose was to identify the degree to which disciplinary problems and actions are
related to social emotional learning in public high schools for the 2015-2016 and the
2017-2018 school years. A final purpose was to examine whether consistencies might be
present in the relationships of social emotional learning and public high school students’
thoughts on the importance of academic achievement.

Significance of the Study

COVID-19 forced many schools to shut down physical campuses and to shift to
remote learning in March 2020, (Santibanez & Guarino, 2020). Due to the intensive
disruption of COVID-19, schools across the United States were forced to answer the
urgent question, “How much social-emotional development loss and learning loss have
students endured due to COVID-19?” (Santibanez & Guarino, 2020, p. 3). Recently,
student absenteeism patterns and the influence of students being away from school had
on their social emotional learning were examined through a California statewide analysis
(Santibanez & Guarino, 2020). Absences were determined to hurt social emotional
development and negatively affected social awareness and self-efficacy (Santibanez &
Guarino, 2020).

According to researchers (Deming, 2017; Duckworth et al., 2010; Farrington et
al., 2012; Kautz et al., 2014; Yeager & Dweck, 2012)., social emotional skills are strong
predictors of educational and career success and social emotional skills control the
differences in cognitive ability and academic achievement It is essential for school
systems to develop ways to incorporate social emotional learning for the development of

student social emotional competencies because social emotional skills predict student
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achievement gains. A systemic approach to social emotional learning creates equitable
learning environments that involve all students in developing competencies socially,
emotionally, and academically (Mahoney et al., 2021).

According to Mahoney et al. (2021), an organized learning system is necessary
through partnerships that include schools, families, and communities to enhance student
development. Policies, resources, and actions need to be aligned at the local, state, and
district levels prior to establishing conditions that incorporate social emotional learning.
Findings from this article will offer school district leaders and policymakers information
about the presence of disparities in public high school student outcomes regarding social
emotional learning.

Research Questions

The following research questions were addressed in this study: (a) What percent
of public high schools have offered social emotional training for students?; (b) What is
the difference in the average daily attendance rate of public high schools that offered
social emotional training for students by urbanicity(i.e., city, suburb, town, and rural)?;
(c) What is the difference in discipline problems and actions of public high schools that
offered social emotional learning training for students by urbanicity?; and (d) What is the
effect of social emotional training on the importance of public high school students’
academic achievement by urbanicity? These research questions were addressed for two

school years.
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Method

Research Design

In this study, a causal comparative, ex facto research design was present because
of the use of pre-existing data (Johnson & Christensen, 2017). Already existing data from
the 2015-2016 and 2017-2018 School Survey on Crime and Safety was downloaded and
analyzed. In such a study, neither the independent variable of social emotional learning
training nor the dependent variables of average daily attendance, discipline problems and
actions, and academic achievement can be altered because data are archival survey data
(Johnson & Christensen, 2017).
Participants and Instrumentation

Participants in this study were public high school principals who participated in a
school safety survey that solicited input about safety and security. The School Survey on
Crime and Safety is mandated by the federal government and gathers data from public
school principals in efforts to promote school safety (Diliberti et al., 2019). According to
Diliberti et al. (2019), the survey is produced by the National Center of Education
Statistics to collect information, from the perspective of the schools, on topics related to
crime, the presence and activities of security staff, disciplinary actions, and practices to
prevent and reduce crime. Participants were asked questions to be answered with either a
Yes or a No.

For the purpose of this study, school level was based on the high school level.
Public school characteristics, discipline problems and actions, and average daily
attendance were measured according to social emotional learning practices by using the

data from the results presented in the 2015-2016 and 2017-2018 School Survey on Crime
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and Safety. Present was a focus on whether public high schools that incorporate social
emotional learning practices differ from high schools that do not teach social emotional
learning practices in their characteristics (e.g., regular public school, charter school,
magnet school), discipline problems and actions, and average daily attendance.

Archival data were collected from the 2015-2016 and 2017-2018 School Survey
on Crime and Safety Datasets and converted to Statistical Package for Social Sciences
(SPSS) data. A codebook was used to recode the data from the following survey
questions: (a) During the 2015-2016 and 2017-2018 school year, did your school have
any activities that included social emotional learning for students (e.g., social skills, anger
management, mindfulness)?; (b) During the 2015-2016 and 2017-2018 school year, did
your school allow for the use of the disciplinary action, removal of a student with no
services available?; (c) During the 2015-2016 and 2017-2018 school year, did your
school allow for the use of the disciplinary action, transfer of a student to a specialized
school?; (d) During the 2015-2016 and 2017-2018 school year, did your school allow for
the use of the disciplinary action, out-of-school suspension?; and (e) During the 2015-
2016 and 2017-2018 school year, did your school allow for the use of the disciplinary
action, in-school suspension? Respondents completed the above survey questions by
answering the aforementioned questions with either a Yes or a No. The following survey
questions were open-ended questions that required respondents to report a percentage: (a)
During the 2015-2016 and 2017-2018 school year, what was your school’s average daily
attendance?; and (b) What is your best estimate of the percentage of your current students

who consider academic achievement to be very important?
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Results

Prior to conducting inferential statistics to determine whether statistically
significant differences were present between the average daily attendance rate of public
high schools that offered social emotional training for students compared to public high
schools that did not offer social emotional training by urbanicity, checks were conducted
to determine the extent to which these data were normally distributed. Although not all
assumptions were met, Field (2018) contends that the parametric independent samples t-
test procedure is sufficiently robust to withstand violations of its underlying assumptions.
Accordingly, parametric independent samples t-tests were conducted to answer the first
two research questions.
Results for Social Emotional Learning and Average Daily Attendance

With respect to the 2015-2016 school year for the extent to which differences
were present in the average daily attendance rate by the social emotional training status of
public high schools, a statistically significant difference was not present, t(772) = 0.49, p
= .63. Regardless of whether social emotional training was offered, public high schools
had similar average daily attendance rates, within 0.29% of each other. Table 4.1 contains

the descriptive statistics for the 2015-2016 school year.

Regarding the 2017-2018 school year, a statistically significant difference was not
present in the average daily attendance rate by the social emotional training status of

public high schools, t(995) = -0.20, p = .84. Regardless of whether social emotional
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training was provided, public high schools had similar average daily attendance rates,
within 0.12% of each other. Revealed in Table 4.2 are the descriptive statistics for this

analysis for the 2017-2018 school year.

Results for Social Emotional Learning and Academic Achievement

Concerning the 2015-2016 school year for the extent to which differences were
present in the importance of academic achievement in schools by social emotional
training status, a statistically significant difference was present, t(772) = 4.25, p < .001,
Cohen’s d = 0.31, a small effect size (Cohen, 1988). Public high schools that offered
social emotional learning training had a higher percentage, approximately 6%, of students
who believed that academic achievement was important than did public high schools that
did not offer such training. Table 4.3 contains the descriptive statistics for the 2015-2016

school year.

With respect to the 2017-2018 school year, a statistically significant difference
was present in the importance of academic achievement by social emotional training
status, t(995) = 3.80, p <.001, Cohen’s d = 0.31, a small effect size (Cohen, 1988).
Public high schools that offered social emotional learning training had a higher

percentage, 6.4%, of students who believed that academic achievement was important to
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public high schools that did not offer such training. Delineated in Table 4.4 are the

descriptive statistics for this analysis.

Results for Social Emotional Learning and Discipline Problems and Actions

In this section, results will be presented by discipline problems and actions.
Because the independent variables and dependent variables were categorical in nature,
Pearson chi-square procedures were used. Its underlying procedures were checked and
were met (Field, 2018). Concerning the 2015-2016 school year for the extent to which
differences were present in out of school suspension without services by social emotional
training status of public high schools, a statistically significant difference was present,
¥*(1) = 10.39, p <.001, Cramer’s V = .12, a small effect size (Cohen, 1988). High
schools that did not offer social emotional learning training had a higher percentage of
students, 11.6%, who were issued out of school suspension without services compared to
schools that offered social emotional learning training. Table 4.5 contains the descriptive

statistics for this analysis for the 2015-2016 school year.

With respect to the 2017-2018 school year for out of school suspension without
services by the social emotional status of public high schools, a statistically significant

difference was not present, x>(1) = 0.66, p = .42. Public high schools that offered social
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emotional learning training had a similar percentage of their students, within 2.1% of
each other, who were issued out of school suspension without services to high schools
that did not offer social emotional learning training. Presented in Table 4.6 are the

descriptive statistics for this analysis.

Regarding the 2015-2016 school year for in-school suspension with services by
the social emotional status of public high schools, a statistically significant difference
was not present, ¥%(1) = 0.08, p = .78. Public high schools had similar in-school
suspension with services percentages, within 0.8% of each other, regardless of whether
social emotional training was provided. Table 4.7 contains the descriptive statistics for

this analysis for the 2015-2016 school year.

Concerning the 2017-2018 school year for in-school suspension with services by
the social emotional status of public high schools, a statistically significant difference
was present, ¥%(1) = 9.74, p = .002, Cramer’s V = .10, a small effect size (Cohen, 1988).
High schools that offered social emotional learning training had a higher percentage of
students, 12.2%, who were issued in-school suspension with services compared to
schools that did not offer social emotional learning training. Revealed in Table 4.8 are the

descriptive statistics for this analysis.
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With respect to the 2015-2016 school year for loss of bus privileges by the social
emotional status of public high schools, the difference was not statistically significant,
¥?(1) = 2.23, p = .14. Public high schools had similar loss of bus privileges percentages,
within 4.2% of each other, regardless of whether social emotional training was provided.
Delineated in Table 4.9 are the descriptive statistics for this analysis for the 2015-2016

school year.

Regarding the 2017-2018 school year for loss of bus privileges by the social
emotional status of public high schools, a statistically significant difference was present,
v’(1) = 6.11, p = .01, Cramer’s V = .08, a below small effect size (Cohen, 1988). Public
high schools that did not offer social emotional learning training had a higher percentage,
7.8%, compared to public high schools that offer social emotional learning training.
Table 4.10 contains the descriptive statistics for loss of bus privileges for the 2017-2018

school year.
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Concerning the 2015-2016 school year for the extent to which differences were
present in loss of student privileges by the social emotional status of public high schools,
a statistically significant difference was not present, ¥?(1) = 1.71, p = .19. Public high
schools had similar percentages, within 2% of each other, regardless of whether social
emotional training was provided. Revealed in Table 4.11 are the descriptive statistics for

this analysis for the 2015-2016 school year.

With respect to the 2017-2018 school year for loss of student privileges by the
social emotional status of public high schools, a statistically significant difference was
not present, y(1) = 0.24, p = .62. Public high schools had similar loss of student
privileges percentages, within 0.8% of each other, regardless of whether social emotional
learning training was provided. Presented in Table 4.12 are the descriptive statistics for

loss of student privileges for the 2017-2018 school year.
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Results for Social Emotional Learning and Urbanicity

In this section, results will be presented by urbanicity (i.e., city, suburb, town, and
rural). Regarding the 2015-2016 school year for the extent to which differences were
present by urbanicity by the social emotional status of public high schools, a statistically
significant difference was present, ¥*(3) = 36.46, p <.001, Cramer’s V = .18, a small
effect size (Cohen, 1988). As revealed in Table 4.13, of public high schools located in
the city, 26.4% more schools offered social emotional learning training compared to
schools that did not offer social emotional learning training. Of public high schools
located in the suburb, 25.2% more schools offered social emotional learning training
compared to schools that did not offer social emotional learning training. With respect to
public high schools located in a town, 10.8% more schools did not offer social emotional
learning training compared to schools that offered social emotional learning training. Of
public rural high schools, 24.6% more schools did not offer social emotional learning

training compared to schools that offered social emotional learning training.

Concerning the 2017-2018 school year for the extent to which differences were
present by urbanicity by the social emotional status of public high schools, a statistically
significant difference was present, ¥?(3) = 14.51, p = .002, Cramer’s V = .12, a small
effect size (Cohen, 1988). Regardless of their location, more schools offered social
emotional learning training compared to schools that did not offer social emotional

learning training. Regarding public high schools located in the city, 68.2% more schools
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offered social emotional learning training compared to schools that did not offer social
emotional learning training. Of public high schools located in the suburb, 69.8% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. With respect to public high schools located in a town,
52.8% more schools offered social emotional learning training compared to schools that
did not offer social emotional learning training. Of public rural high schools, 48% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. Table 4.14 contains the descriptive statistics for

urbanicity for the 2017-2018 school year.

Discussion

In this investigation, the degree to which student attendance, discipline problems
and actions, students’ thoughts on the importance of academic achievement, and
urbanicity were influenced by the presence or absence of social emotional learning
training in public high schools was addressed. Inferential statistical procedures were used
to answer the previously mentioned research questions. Results will now be summarized.

Specifically examined was the extent to which differences were present in public
high schools that offered social emotional learning training compared to public high
schools that did not offer social emotional learning training. Analyses were conducted
separately for average daily attendance, academic achievement, discipline problems and

actions, and urbanicity, as well as separately for each of two school years (i.e., 2015-2016



121

and 2017-2018). Across the two years, the presence of social emotional learning training
did not have an effect on the public high schools’ student attendance. Readers should
note, however, that social emotional learning training was related to school location,
discipline problems and actions, and students’ thoughts on the importance of academic
achievement.
Connections with Existing Literature

In this national investigation, the relationship of social emotional learning on
student attendance, discipline problems and actions, and students’ thoughts on the
importance of academic achievement in public high schools was addressed. The effect of
social emotional learning has not been well documented in the extant literature. Durlak
and Mahoney (2019) established that when schools have an intentional focus on social
emotional learning, students show an improvement in academic performance along with
lower levels of distress, and conduct. Kanopka et al. (2020) demonstrated that student
academic achievement, behavioral outcomes, and attendance improved and the outcomes
were related to social emotional learning.
Connections to Theoretical Framework

In this multiyear analysis, an emphasis was placed on the social emotional
learning theory, which is the positive development that emerged from the emotional
intelligence theory (Goleman, 1995). Suggested in this emotional intelligence theory is
that noncognitive skills are just as important as cognitive skills for life success. Because
noncognitive skills are just as important as cognitive skills, this investigation was focused

on noncognitive factors that contribute to student academic outcomes (i.e., attendance,
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discipline problems and actions, and students’ thoughts on the importance of academic
achievement).
Implications for Policy and Practice

In this investigation, implications may be derived for policy and for practice. With
respect to policy, first, school district administrators are encouraged to pay greater
attention to noncognitive factors to focus on whole-child education and implement
required social emotional learning training for all district employees. Second, all teachers
should receive social emotional learning professional development to increase their
understanding to respond appropriately to students’ needs and to implement social
emotional learning strategies as means to improve overall student success and academic
achievement.

Concerning practice, school administrators should incorporate social emotional
learning into school and classroom environments, and daily lessons. Finally, all educators
should focus their attention on social emotional learning to provide their students with
social emotional learning tools to develop social emotional competencies. Social
emotional learning not only increases students’ thoughts about academic achievement,
but social emotional learning can have lasting effects for students beyond the walls of the
school.

Recommendations for Future Research

As established in this empirical investigation, several recommendations for future
research can be generated. First, researchers are encouraged to address potential effects of
social emotional learning on student attendance, discipline problems and actions, and

students’ thoughts on the importance of academic achievement in public elementary
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schools. Secondly, researchers are encouraged to examine potential effects of social
emotional learning on student attendance, discipline problems and actions, and students’
thoughts on the importance of academic achievement in public middle schools. Finally,
social emotional learning training looks different from school to school. Researchers are
encouraged to evaluate the different types of social emotional learning programs to
determine which programs are the most effective in terms of student attendance,
disciplinary problems and actions, and students’ thoughts on the importance of academic
achievement.
Conclusion

In this multiyear analysis, the degree to which student attendance, discipline
problems and actions, students’ thoughts on the importance of academic achievement,
and urbanicity were influenced by social emotional learning training in public high
schools for the 2015-2015 and 2017-2018 school years was addressed. The presence of
social emotional learning training did not have an effect on the public high schools’
student attendance; however, the presence of social emotional learning training was
related to school location, discipline problems and actions, and students’ thoughts on the

importance of academic achievement.



124

References

Armstrong, T. (2006). The best schools: How human development research should
inform educational practice. Association for Supervision and Curriculum
Development. https://eric.ed.gov/?id=ED509075

Centers for Disease Control and Prevention. (2009). School connectedness: Strategies for
increasing protective factors among youth. U.S. Department of Health and
Human Services.

Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.).
Lawrence Erlbaum.

Deming, D. J. (2017). The growing importance of social skills in the labor market. The
Quarterly Journal of Economics, 132(4), 1593-1640.
https://doi.org/10.1093/qje/qjx022

Diliberti, M., Jackson, M., Correa, S., & Padgett, Z. (2019). Crime, violence, discipline,
and safety in U.S. public schools: Findings from The School Survey on Crime and
Safety: 2017-18 (NCES 2019-061). U.S. Department of Education. National
Center for Education Statistics.
https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2019061

Duckworth, A. L., Tsukayama, E., & May, H. (2010). Establishing causality using
longitudinal hierarchical linear modeling: An illustration predicting achievement
from self-control. Social Psychological and Personality Science, 1(4), 311-317.
https://pubmed.ncbi.nlm.nih.gov/20976121/

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B.

(2011). The impact of enhancing students’ social and emotional learning: A meta-



125

analysis of school-based universal interventions. Child Development, 82(1), 405-
432. https://doi.org/10.1111/j.1467-8624.2010.01564.x

Farrington, C. A., Roderick, M., Allensworth, E., Nagaoka, J., Keyes, T. S., Johnson, D.
W., & Beechum, N. O. (2012). Teaching adolescents to become learners: The
role of noncognitive factors in shaping school performance--A critical literature
review. Consortium on Chicago School Research.

Field, A. (2018). Discovering statistics using SPSS (5th ed.). Sage.

Gottfried, M. A. (2011). The detrimental effects of missing school: Evidence from urban
siblings. American Journal of Education, 117, 147-182.
https://eric.ed.gov/?id=EJ920345

Hendron, M., & Kearney, C. A. (2016). School climate and student absenteeism and
internalizing and externalizing behavioral problems. Children & Schools, 38(2),
109-116. https://doi.org/10.1093/cs/cdw009

Johnson, B., & Christensen, L. B. (2017). Educational research quantitative, qualitative,
and mixed methods (6th ed.). Sage.

Kautz, T., Heckman, J. J., Diris, R., Ter Weel, B., & Borghans, L. (2014). Fostering and
measuring skills: Improving cognitive and non-cognitive skills to promote lifetime
success. https://www.nber.org/papers/w20749

Mahoney, J. L., Weissberg, R. P., Greenberg, M. T., Dusenbury, L., Jagers, R. J., Niemi,
K., Schlinger, M., Schlund, J., Shriver, T. P., VanAusdal, K., & Yoder, N. (2021).
Systemic social and emotional learning: Promoting educational success for all
preschool to high school students. American Psychologist, 76(7), 1128-1142.

https://doi.org/10.1037/amp0000701



126

McKee, T. M., & Caldarella, P. (2016). Middle school predictors of high school
performance: A case study of dropout risk indicators. Education, 136, 515-529.
https://eric.ed.gov/?id=EJ1104172

Merrill, L., Lotero, A., Gilliard, R., & Black, K. (2021). Social-emotional learning and
academic growth: Insights from an innovative research-practice partnership.
Research Alliance for New York City Schools.
https://steinhardt.nyu.edu/sites/default/files/2021-07/SSN%20SEL%20FINAL.pdf

Moceri, D. C. (2015). The assessment of students’ social emotional competencies and
academic achievement (Publication No. 10019323) [Doctoral dissertation,
Rutgers, The State University of New Jersey]. ProQuest LLC.

Nagaoka, J., Farrington, C. A., Roderick, M., Allensworth, E., Keyes, T. S., Johnson, D.
W., & Beechum, N. O. (2013). Readiness for college: The role of noncognitive
factors and context. Voices in Urban Education, 38, 45-52.
https://annenberg.brown.edu/sites/default/files/\VUE38.pdf#page=47

Rocque, M., Jennings, W. G., Piquero, A. R., Ozkan, T., & Farrington, D. P. (2016). The
importance of school attendance: Findings from the Cambridge study in
delinquent development on the life-course effects of truancy. Crime &
Delinquency, 63, 592-612.
https://www.safetylit.org/citations/index.php?fuseaction=citations.viewdetails&ci
tationlds[]=citjournalarticle_572511 1

Santibanez, L., & Guarino, C. (2020). The effects of absenteeism on cognitive and social-

emotional outcomes: Lessons for Covid-19. https://doi.org/10.26300/yj9m-x430



127

Sass, T. R., & Austin, W. (2019). An analysis of the effects of implementing personalized
learning connections in Broward County Public Schools. Working Paper.
National Center on Scaling Up Effective Schools.
https://files.eric.ed.gov/fulltext/ED600455.pdf

Skinner, A. E. (2014). Reducing truancy in Indiana: A balanced approach. Brigham
Young University Education and Law Journal, 151(1), 151-186.
https://digitalcommons.law.byu.edu/cgi/viewcontent.cgi?article=1345&context=e
J

Slate, J. R., & Rojas-LeBouef, A. (2011). Calculating basic statistical procedures in
SPSS: A self-help and practical guide to preparing theses, dissertations, and
manuscripts. NCPEA Press.

Spencer, A. M. (2009). School attendance patterns, unmet educational needs, and
truancy: A chronological perspective. Remedial and Special Education, 30(5),
309-319. https://psycnet.apa.org/record/2009-16763-005

Sutton, J. T. (2021). Middle school parent opinions of social emotional learning
competencies (Publication No. 28317679) [Doctoral dissertation, The Graduate
College at the University of Nebraska]. ProQuest LLC.

Walton, G. M., & Cohen, G. L. (2011). A brief social-belonging intervention improves
academic and health outcomes of minority students. Science, 331(6023), 1447-
1451.
http://www.cultureresearch.org/sites/default/files/walton_cohen 11 science_socia

I-belonging_intervention_0.pdf


https://digitalcommons.law.byu.edu/cgi/viewcontent.cgi?article=1345&context=elj
https://digitalcommons.law.byu.edu/cgi/viewcontent.cgi?article=1345&context=elj
https://digitalcommons.law.byu.edu/cgi/viewcontent.cgi?article=1345&context=elj
https://digitalcommons.law.byu.edu/cgi/viewcontent.cgi?article=1345&context=elj

128

Yeager, D. S., & Dweck, C. S. (2012). Mindsets that promote resilience: When students
believe that personal characteristics can be developed. Educational Psychologist,
47(4), 302-314. https://doi.org/10.1080/00461520.2012.722805

Young, S., Sollose, L. C., & Carey, J. P. (2020). Addressing chronic absenteeism in
middle school: A cost-effective approach. Children & Schools, 42(2), 131-138.

https://doi.org/10.1093/cs/cdaa009



129

Table 4.1
Descriptive Statistics for the Average Daily Attendance Rate of Public High Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n M% SD%
Offered Training 426 92.56 6.82
Did Not Offer Training 348 92.27 9.28

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.2
Descriptive Statistics for the Average Daily Attendance Rate of Public High Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n M% SD%
Offered Training 808 92.11 7.18
Did Not Offer Training 189 92.23 7.12

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.3
Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public High Schools by Social Emotional Learning Training Status for the

2015-2016 School Year

Training Status n M% SD%
Offered Training 426 76.36 19.00
Did Not Offer Training 348 70.27 20.86

Note. The n refers to the number of public school principals who responded to the survey.



132

Table 4.4

Descriptive Statistics for the Percent of Students Who Believe Academic Achievement is

Important in Public High Schools by Social Emotional Learning Training Status for the

2017-2018 School Year

Training Status n M% SD%
Offered Training 808 73.41 20.63
Did Not Offer Training 189 67.01 21.98

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.5
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 183 43.0
Did Not Offer Training 190 54.6

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.6
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 718 88.9
Did Not Offer Training 164 86.8

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.7
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 343 80.5
Did Not Offer Training 283 81.3

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.8
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 526 65.1
Did Not Offer Training 100 52.9

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.9
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 341 80.0
Did Not Offer Training 293 84.2

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.10
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 642 79.5
Did Not Offer Training 165 87.3

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.11
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2015-2016 School Year

Training Status n %
Offered Training 411 96.5
Did Not Offer Training 329 94.5

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.12
Descriptive Statistics for Discipline Problems and Actions of Public High Schools by

Social Emotional Learning Training Status for the 2017-2018 School Year

Training Status n %
Offered Training 772 95.5
Did Not Offer Training 179 94.7

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.13
Descriptive Statistics for Public High Schools by Urbanicity and Social Emotional

Learning Training Status for the 2015-2016 School Year

Urbanicity and Training Status n %
City
Offered Training 132 63.2
Did Not Offer Training 77 36.8
Suburb
Offered Training 184 62.6
Did Not Offer Training 110 37.4
Town
Offered Training 50 44.6
Did Not Offer Training 62 55.4
Rural
Offered Training 60 37.7
Did Not Offer Training 99 62.3

Note. The n refers to the number of public school principals who responded to the survey.
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Table 4.14
Descriptive Statistics for Public High Schools by Urbanicity and Social Emotional

Learning Training Status for the 2017-2018 School Year

Urbanicity and Training Status n %
City
Offered Training 212 84.1
Did Not Offer Training 40 15.9
Suburb
Offered Training 321 84.9
Did Not Offer Training 57 15.1
Town
Offered Training 107 76.4
Did Not Offer Training 33 23.6
Rural
Offered Training 168 74.0
Did Not Offer Training 59 26.0

Note. The n refers to the number of public school principals who responded to the survey.
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CHAPTER V
DISCUSSION

The purpose of this journal-ready dissertation was to determine the influence of
social emotional learning on public schools. The first specific purpose was to describe the
school characteristics associated with the presence of social emotional learning for the
2015-2016 and 2017-2018 school years. A second purpose was to determine the extent to
which student attendance is related to social emotional learning for the 2015-2016 and
the 2017-2018 school years. A third purpose was to ascertain the degree to which
disciplinary problems and actions are related to social emotional learning for the 2015-
2016 and the 2017-2018 school years. A final purpose was to determine whether
consistencies might be present in the relationships of social emotional learning and
student academic achievement.

In the first study, social emotional learning training status was examined in terms
of its relationships with student attendance, discipline problems and actions, students’
thoughts on the importance of academic achievement, and urbanicity in public
elementary schools for the 2015-2016 and 2017-2018 school years. In the second study,
the relationships of social emotional learning training were addressed with respect to
student attendance, discipline problems and actions, students’ thoughts on the importance
of academic achievement, and urbanicity in public middle schools for the 2015-2016 and
2017-2018 school years. In the third study, social emotional learning training status was
analyzed with respect to student attendance, discipline problems and actions, students’
thoughts on the importance of academic achievement, and urbanicity in public high

schools for the 2015-2016 and 2017-2018 school years. In this chapter, the results of each
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of the three articles will be discussed and analyzed. Implications for policy and practice
are discussed and recommendations for future research are provided.
Summary of Results for Study One

In the first investigation, social emotional learning training status was examined
in relation to student attendance, discipline problems and actions, students’ thoughts on
the importance of academic achievement, and urbanicity in public elementary schools.
Archival data for the 2015-2016 and 2017-2018 school years were addressed. Data from
the School Survey on Crime and Safety were analyzed with respect to social emotional
learning training status in elementary schools.

In both school years, a statistically significant difference was not present in the
average daily attendance rate by social emotional learning training status. For the 2015-
2016 and 2017-2018 school years, regardless of whether social emotional training was
provided, public elementary schools had similar average daily attendance rates. Across
the two years, social emotional learning training was determined to be unrelated to
student attendance.

A statistically significant difference was present in the importance of academic
achievement in schools by social emotional training status in the 2015-2016 school year.
Concerning the 2015-2016 school year, public elementary schools that offered social
emotional learning training had a higher percentage, approximately 5%, of students who
believed that academic achievement was important than did public elementary schools
that did not offer such training. In the 2017-2018 school year, schools that offered social
emotional training had a higher percentage, approximately 6%, of students who believed

that academic achievement was important than did public elementary schools that did not
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offer such training. The difference approached, but did not reach, the conventional level
of statistical significance.

A statistically significant difference was not present in discipline problems and
actions regarding out of school suspension without services by the social emotional
training status. Regarding the 2015-2016 school year, public elementary schools had
similar out of school suspension percentages, within 0.3% of each other, regardless of
whether social emotional training was provided. In the 2017-2018 school year, public
elementary schools that offered social emotional learning training had a higher
percentage of students, 12.6% higher, who were issued out of school suspension without
services compared to schools that did not offer social emotional learning training. The
difference approached, but did not reach, the conventional level of statistical significance.

A statistically significant difference was not present in discipline problems and
actions regarding in-school suspension by the social emotional training status.
Concerning the 2015-2016 school year, public elementary schools had similar in-school
suspension with services percentages, within 3.4% of each other, regardless of whether
social emotional training was provided. In the 2017-2018 school year, public elementary
schools that did not offer social emotional learning training had a lower percentage of
students, 13.4% lower, who were issued in-school suspension with services compared to
schools that offered social emotional learning training.

In the two school years, a statistically significant difference was not present in
discipline problems and actions regarding loss of bus privileges by the social emotional
training status. Concerning the 2015-2016 school year, public elementary schools had

similar loss of bus privileges percentages, within 4.4% of each other, regardless of
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whether social emotional training was provided. In the 2017-2018 school year, public
elementary schools had similar loss of bus privileges, within 1.6% of each other,
regardless of whether social emotional training was provided.

A statistically significant difference was not present in discipline problems and
actions regarding loss of student privileges by the social emotional training status.
Regarding the 2015-2016 school year, public elementary schools had similar loss of
student privileges, within 0.3% of each other, regardless of whether social emotional
training was provided. In the 2017-2018 school year, public elementary schools had
similar loss of student privileges percentages, within 1% of each other, regardless of
whether social emotional learning training was provided. As revealed in Table 5.1, the
percentage difference increased in the 2017-2018 school year from the 2015-2016 school
year with respect to discipline problems and actions in public elementary schools that
offered social emotional training compared to public elementary schools that did not offer

such training, with the exception of loss of bus privileges.
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Table 5.1
Summary of Discipline Problems and Actions of Public Elementary Schools that Offered

Social Emotional Learning Training for the 2015-2016 School Year and the 2017-2018

School Year
Disciplinary Actions Statistically % Difference in
Significant Schools That Did
Not Offer
Training
Out of School Suspension Without Services
2015-2016 No 0.3
2017-2018 No 12.6
In-School Suspension with Services
2015-2016 No 3.4
2017-2018 No 13.4
Loss of Bus Privileges
2015-2016 No 4.4
2017-2018 No 1.6
Loss of Student Privileges
2015-2016 No 0.3
2017-2018 No 1.0

A statistically significant difference was not present in urbanicty by the social
emotional training status. Regarding the 2015-2016 school year, public elementary
schools located in the city, 49% more schools offered social emotional learning training

compared to schools that did not offer social emotional learning training. Of public
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elementary schools located in the suburb, more than half, 54.2%, offered social emotional
learning training compared to schools that did not offer social emotional learning
training. With respect to public elementary schools located in a town, 39.2% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. Of public rural elementary schools, 28% more schools
offered social emotional learning training compared to schools that did not offer social
emotional learning training. For the 2017-2018 school year, regardless of their location,
more than 80% of public elementary schools offered social emotional learning training.
Summary of Results for Study Two

In the second investigation, social emotional learning training status was
examined in relation to student attendance, discipline problems and actions, students’
thoughts on the importance of academic achievement, and urbanicity in public middle
schools. Archival data for the 2015-2016 and 2017-2018 school years were addressed.
Data from the School Survey on Crime and Safety were analyzed with respect to social
emotional learning training status in middle schools.

In the two school years, a statistically significant difference was not present in the
average daily attendance rate by social emotional learning training status. Concerning the
2015-2016 and 2017-2018 school years, regardless of whether social emotional training
was provided, public middle schools had similar average daily attendance rates. Across
the two years, social emotional learning training was determined to be unrelated to
student attendance.

A statistically significant difference was present in the importance of academic

achievement in schools by social emotional training status for the 2015-2016 school year.
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In the 2015-2016 school year, public middle schools that offered social emotional
learning training had a higher percentage, approximately 5%, of students who believed
that academic achievement was important than did public middle schools that did not
offer such training. Concerning the 2017-2018 school year, schools that offered social
emotional training had a higher percentage, approximately 2.5%, of students who
believed that academic achievement was important than did public middle schools that
did not offer such training. The difference approached, but did not reach, the
conventional level of statistical significance.

In both school years, a statistically significant difference was not present in
discipline problems and actions regarding out of school suspension without services by
the social emotional training status. Regarding the 2015-2016 school year, public middle
schools had similar out of school suspension percentages, within 4.2% of each other,
regardless of whether social emotional training was provided. In the 2017-2018 school
year, public middle schools that offered social emotional learning training had a higher
percentage of students, 5.6% higher, who were issued out of school suspension without
services compared to schools that did not offer social emotional learning training. The
difference approached, but did not reach, the conventional level of statistical significance.

A statistically significant difference was not present in discipline problems and
actions regarding in-school suspension by the social emotional training status.
Concerning the 2015-2016 school year, public middle schools had similar in-school
suspension with services percentages, within 3.1% of each other, regardless of whether
social emotional training was provided. In the 2017-2018 school year, public middle

schools that did not offer social emotional learning training had a lower percentage of
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students, 3.9% lower, who were issued in-school suspension with services compared to
schools that offered social emotional learning training.

A statistically significant difference was not present in discipline problems and
actions regarding loss of bus privileges by the social emotional training status.
Concerning the 2015-2016 school year, public middle schools had similar loss of bus
privileges percentages, within 1.2% of each other, regardless of whether social emotional
training was provided. In the 2017-2018 school year, public middle schools had similar
loss of bus privileges, within 1.8% of each other, regardless of whether social emotional
training was provided.

In both school years, a statistically significant difference was not present in
discipline problems and actions regarding loss of student privileges by the social
emotional training status. Regarding the 2015-2016 school year, public middle schools
had equal percentages loss of student privileges regardless of whether social emotional
training was provided. In the 2017-2018 school year, public middle schools had similar
loss of student privileges percentages, within 0.3% of each other, regardless of whether
social emotional learning training was provided. As revealed in Table 5.2, the percentage
difference increased in the 2017-2018 school year from the 2015-2016 school year in
respect to discipline problems and actions in public middle schools that offered social

emotional training compared to public middle schools that did not offer such training.
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Table 5.2
Summary of Discipline Problems and Actions of Public Middle Schools that Offered

Social Emotional Learning Training for the 2015-2016 School Year and the 2017-2018

School Year
Disciplinary Actions Statistically % Difference in
Significant Schools That Did
Not Offer
Training
Out of School Suspension Without Services
2015-2016 No 4.2
2017-2018 No 5.6
In-School Suspension with Services
2015-2016 No 3.1
2017-2018 No 3.9
Loss of Bus Privileges
2015-2016 No 1.2
2017-2018 No 1.8
Loss of Student Privileges
2015-2016 No 0.0
2017-2018 No 0.3

Across the two years, a statistically significant difference was present in urbanicty
by the social emotional training status. Regarding the 2015-2016 school year, public
middle schools located in the city, 52.6% more schools offered social emotional learning

training compared to schools that did not offer social emotional learning training. Of
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public middle schools located in the suburb, more than half, 53.6%, offered social
emotional learning training compared to schools that did not offer social emotional
learning training. With respect to public middle schools located in a town, 25.4% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. Of public rural middle schools, 15.6% more schools
offered social emotional learning training compared to schools that did not offer social
emotional learning training.

In the 2017-2018 school year, regardless of their location, more than 65% of
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. Regarding public middle schools located in the city,
68.2% more schools offered social emotional learning training compared to schools that
did not offer social emotional learning training. Of public middle schools located in the
suburb, 80.4%, offered social emotional learning training compared to schools that did
not offer social emotional learning training. With respect to public middle schools located
in a town, 74.6.4% more schools offered social emotional learning training compared to
schools that did not offer social emotional learning training. Of public rural middle
schools, 64.8% more schools offered social emotional learning training compared to
schools that did not offer social emotional learning training.

Summary of Results for Study Three

In the third investigation, social emotional learning training status was examined
in relation to student attendance, discipline problems and actions, students’ thoughts on
the importance of academic achievement, and urbanicity in public high schools. Archival

data for the 2015-2016 and 2017-2018 school years were addressed. Data from the
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School Survey on Crime and Safety were analyzed with respect to social emotional
learning training status in high schools.

In both schoolyears, a statistically significant difference was not present in the
average daily attendance rate by social emotional learning training status. Concerning the
2015-2016 and 2017-2018 school years, regardless of whether social emotional training
was provided, public high schools had similar average daily attendance rates. Across the
two years, social emotional learning training was determined to be unrelated to student
attendance.

A statistically significant difference was present in the importance of academic
achievement in schools by social emotional training status for the 2015-2016 and 2017-
2018 school years. In the 2015-2016 school year, public high schools that offered social
emotional learning training had a higher percentage, approximately 6%, of students who
believed that academic achievement was important than did public high schools that did
not offer such training. Concerning the 2017-2018 school year, public high schools that
offered social emotional learning training had a higher percentage, 6.4%, of students who
believed that academic achievement was important than did public high schools that did
not offer such training.

In the 2015-2016 school year, a statistically significant difference was present in
discipline problems and actions regarding out of school suspension without services by
the social emotional training status. Public high schools that did not offer social
emotional learning training had a higher percentage, 11.6%, of students were issued out
of school suspension than did public high schools that offered such training. Concerning

the 2017-2018 school year, a statistically significant difference was not present in
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discipline problems and actions regarding out of school suspension without services by
the social emotional training status. Public high schools that offered social emotional
learning training had a similar percentage of their students, within 2.1% of each other,
who were issued out of school suspension without services to high schools that did not
offer social emotional learning training.

In the 2015-2016 school year, a statistically significant difference was not present
in discipline problems and actions regarding in-school suspension with services by the
social emotional training status. Public high schools had similar in-school suspension
with services percentages, within 0.8% of each other, regardless of whether social
emotional training was provided. Concerning the 2017-2018 school year, a statistically
significant difference was present in discipline problems and actions regarding in-school
suspension with services by the social emotional training status. High schools that offered
social emotional learning training had a higher percentage of students, 12.2%, who were
issued in-school suspension with services compared to schools that did not offer social
emotional learning training.

In the 2015-2016 school year, a statistically significant difference was not present
in discipline problems and actions regarding loss of bus privileges by the social
emotional training status. Public high schools had similar loss of bus privileges
percentages, within 4.2% of each other, regardless of whether social emotional training
was provided. Regarding the 2017-2018 school year, a statistically significant difference
was present in discipline problems and actions regarding loss of bus privileges by the

social emotional training status. Public high schools that did not offer social emotional
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learning training had a higher percentage, 7.8%, compared to public high schools that
offer social emotional learning training.

In both school years, a statistically significant difference was not present in
discipline problems and actions regarding loss of student privileges by the social
emotional training status. In the 2015-2016 school year, public high schools had similar
loss of student privileges, within 2% of each other, regardless of whether social
emotional training was provided. Concerning the 2017-2018 school year, public high
schools had similar loss of student privileges percentages, within 0.8% of each other,
regardless of whether social emotional learning training was provided. As revealed in
Table 5.3, a statistically significant difference was present when there was a 7%
difference, or higher, in high schools that offered social emotional learning training

compared to high schools that did not offer such training.
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Table 5.3
Summary of Discipline Problems and Actions of Public High Schools that Offered Social

Emotional Learning Training for the 2015-2016 School Year and the 2017-2018 School

Year
Disciplinary Actions Statistically % Difference in
Significant Schools That Did
Not Offer
Training
Out of School Suspension Without Services
2015-2016 Yes 11.6
2017-2018 No 2.1
In-School Suspension with Services
2015-2016 No 0.8
2017-2018 Yes 12.2
Loss of Bus Privileges
2015-2016 No 4.2
2017-2018 Yes 7.8
Loss of Student Privileges
2015-2016 No 2.0
2017-2018 No 0.8

Across the two years, a statistically significant difference was present in urbanicty
by the social emotional training status. Concerning the 2015-2016 school year, public
high schools located in the city, 26.4% more schools offered social emotional learning

training compared to schools that did not offer social emotional learning training. Of
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public high schools located in the suburb, 25.2% more schools offered social emotional
learning training compared to schools that did not offer social emotional learning
training. With respect to public high schools located in a town, 10.8% more schools did
not offer social emotional learning training compared to schools that offered social
emotional learning training. Of public rural high schools, 24.6% more schools did not
offer social emotional learning training compared to schools that offered social emotional
learning training.

In the 2017-2018 school year, regardless of their location, more schools offered
social emotional learning training compared to schools that did not offer social emotional
learning training. Regarding public high schools located in the city, 68.2% more schools
offered social emotional learning training compared to schools that did not offer social
emotional learning training. Of public high schools located in the suburb, 69.8% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training. With respect to public high schools located in a town,
52.8% more schools offered social emotional learning training compared to schools that
did not offer social emotional learning training. Of public rural high schools, 48% more
schools offered social emotional learning training compared to schools that did not offer
social emotional learning training.

Connections with Existing Literature

In this national investigation, the relationship of social emotional learning training
status was addressed with respect to student attendance, discipline problems and actions,
and students’ thoughts on the importance of academic achievement in public schools was

established. The effects of social emotional learning have not been well documented in
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the extant literature. Durlak and Mahoney (2019) established that when schools have an
intentional focus on social emotional learning, students show an improvement in
academic performance along with lower levels of distress, and conduct. Kanopka et al.
(2020) demonstrated that student academic achievement, behavioral outcomes, and
attendance improved and the outcomes were related to social emotional learning.
Connections to Theoretical Framework

In this multiyear analysis, an emphasis was placed on the social emotional
learning theory, which is the positive development that emerged from the emotional
intelligence theory (Goleman, 1995). Suggested in this emotional intelligence theory is
that noncognitive skills are just as important as cognitive skills for life success. Because
the emotional intelligence theory suggests that noncognitive skills are just as important as
cognitive skills, this investigation was focused on noncognitive factors that contribute to
student academic outcomes (i.e., attendance, discipline problems and actions, and
students’ thoughts on the importance of academic achievement). The results from this
study are aligned with the suggestions from the emotional intelligence theory because
evidence is provided in the emotional intelligence theory for the ability to be effective in
all essential areas of life, including school. In all three studies, students believed
academic achievement was more important when receiving social emotional learning
training. As such, suggestions from this theory are the basis of the results.
Implications for Policy and Practice

In this investigation, implications may be derived for policy and for practice. With
respect to policy, first, school district administrators are encouraged to pay greater

attention to noncognitive factors to focus on whole-child education and implement
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required social emotional learning training for all district employees. Second, all teachers
should receive social emotional learning professional development to increase their
understanding to respond appropriately to students’ needs and to implement social
emotional learning strategies as means to improve overall student success and academic
achievement.

Concerning practice, school administrators should incorporate social emotional
learning into school and classroom environments, and daily lessons. Finally, all educators
should focus their attention on social emotional learning to provide their students with
social emotional learning tools to develop social emotional competencies. Social
emotional learning not only increases students’ thoughts about academic achievement,
but social emotional learning can have lasting effects for students beyond the walls of the
school.

Recommendations for Future Research

In this journal-ready dissertation, several recommendations for future research can
be generated. First, researchers are encouraged to address potential effects of social
emotional learning on student attendance, discipline problems and actions, and students’
thoughts on the importance of academic achievement in public elementary, middle, and
high schools as social emotional learning continues to progress over time. Second,
researchers are encouraged to address potential effects of social emotional learning on
student attendance, discipline problems and actions, and students’ thoughts on the
importance of academic achievement in private elementary, middle, and high schools.
Third, researchers are encouraged to address potential effects of social emotional learning

on student attendance, discipline problems and actions, and students’ thoughts on the
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importance of academic achievement in charter elementary, middle, and high schools.
Fourth, since social emotional learning training looks different from school to school,
researchers are encouraged to evaluate the different types of social emotional learning
programs to determine which programs are the most effective in terms of student
attendance, disciplinary problems and actions, and students’ thoughts on the importance
of academic achievement.

Fifth, researchers are encouraged to conduct a qualitative study to explore schools
that offer social emotional learning to investigate the impact social emotional learning
has on a campus culture and school climate. A qualitative study is encouraged to collect
the thoughts and perceptions of social emotional learning from teachers and campus
leaders to understand the support needed to incorporate an effective social emotional
learning program. Lastly, researchers are encouraged to conduct a narrower investigation
to analyze a state-to-state comparison to address potential effects of social emotional
learning on student attendance, discipline problems and actions, and students’ thoughts
on the importance of academic achievement in public, private, and charter elementary,
middle, and high schools.

Conclusion

In this journal-ready dissertation, the degree to which student attendance,
discipline problems and actions, students’ thoughts on the importance of academic
achievement, and urbanicity were influenced by social emotional learning training in
public elementary, middle, and high schools for the 2015-2015 and 2017-2018 school
years were addressed. The presence of social emotional learning training did not have an

effect on the public elementary schools’ location, student attendance or discipline
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problems and actions; however, the presence of social emotional learning training did
have an effect on elementary students’ thoughts on the importance of academic
achievement. Social emotional learning training was not related to the public middle
schools’ student attendance or discipline problems and actions; however, the presence of
social emotional learning training was related to school location and to middle school
students’ thoughts on the importance of academic achievement. Social emotional learning
training was not related to the public high schools’ student attendance; however, the
presence of social emotional learning training was related to school location, discipline
problems and actions, and high school students’ thoughts on the importance of academic
achievement. An argument could be made that as school district and campus
administrators understand the effect social emotional training has on student outcomes,

more schools will offer social emotional learning training in years to come.
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