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ABSTRACT 

TEACHER SOCIAL AND EMOTIONAL COMPETENCIES IMPACT 

CLASSROOM MANAGEMENT AND WELL-BEING 

Anna Lagos Kalargiros 

This study sought to investigate, from an empirical standpoint, whether teacher 

SECs impact classroom management and their well-being. Teachers completed a 

questionnaire including the Self-Assessing Social and Emotional Instruction and 

Competencies: A Tool for Teachers (SSEIC) and Professional Quality of Life (ProQOL), 

as well as were observed once in the classroom measured by the Classroom Management 

Observation Tool (CMOT). Findings demonstrate that teachers’ SECs are positively 

correlated with classroom management practices, including teachers’ active supervision, 

encouraging participation, praise, and student feedback on social and academic behavior. 

Although all SEC categories individually impact classroom management, self-awareness 

(SA) was the most predictive SEC category on classroom management practices. This 

study also found that SECs are positively correlated with teachers’ well-being, 

specifically compassion satisfaction (CS). All individual SECs were positively correlated 

with CS, with the expectation of self-management (SM) which had insignificant results. 

Teacher self-report ratings on SA and relationship skills had the strongest correlations 

with teacher well-being. Lastly, it was hypothesized that teachers’ well-being also would 

impact on the association between their classroom management practices and their SECs. 

However, this study did not find any significant associations in this regard. 



 

 
 

     Additionally, SECs have been shown to exert an influence on instructional 

quality. While the primary focus of this study did not revolve around measuring teachers' 

instructional quality and its direct associations with SECs, it is noteworthy that the 

current study also found moderate to strong associations between teachers’ SEL 

instructional practices and their SECs, supporting previous research that SECs are 

associated with instructional quality.  

 

Keywords: SEL, teacher SEC, self-awareness, self-management, social awareness, 

relationship skills, responsible decision making, classroom management, teacher well-

being. 
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Chapter I 

Introduction 

Traditionally, academic achievement has been the primary focus in schools; 

however, growing international research in the area of social and emotional learning 

(SEL) has shown that students are most successful when attention and resources target 

more than academics (Durlak et al., 2011). Schools are also fostering the development of 

key social and emotional competencies and mindsets influenced by changes and 

challenges currently confronting students and teachers. Most recently in the face of a 

COVID-19 pandemic, children’s developmental and emotional competencies have 

significantly impacted education as many families have replaced traditional learning with 

distance learning; and limited social interactions, while educators are grappling with 

student regression in both academic and social domains.  

SEL has become an increasingly recognized concept that represents school-based 

prevention and intervention efforts as an essential part of preschool through high school 

education (CASEL). Through developmentally and culturally appropriate classroom 

instruction, SEL builds youths’ skills to recognize and manage their emotions, appreciate 

the perspectives of others, establish positive goals, make responsible decisions, and 

handle interpersonal situations effectively (Greenberg et al., 2003). The five 

competencies most recognized in SEL include self-awareness, social awareness, self-

management, relationship skills, and responsible decision making (CASEL).  

While SEL has been well studied and widely applied for students, comparatively 

little has been done to address adult SEL such as a focus on teachers’ Social and 

Emotional Competencies (SEC). Teacher SEC is important for both teacher and student 
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outcomes, including for teachers’ own benefit in terms of their self-care and well-being 

but also for successful implementation of SEL programs and creation of positive 

classroom/school environments (Jennings & Greenberg, 2009). Researchers are 

beginning to become aware of the importance of SEL for teachers as studies have shown 

that students have better outcomes when teachers show strong SEC and can effectively 

integrate SEL programs into their practice, therefore fostering positive student-teacher 

relationships and creating supportive and caring classroom environments (Jennings & 

Greenberg, 2009; Milkie & Warner, 2011; Durlak et al., 2011; Kress & Elias, 2006).   

As such, this study will empirically investigate the relationship between teachers’ 

SECs and classroom management practices as well as their well-being. These 

relationships have been suggested by theory and through emerging research in some 

specific social and emotional competencies (Jennings & Greenberg, 2009). However, the 

theory and the five competencies most recognized in SEL (CASEL) have not been 

empirically researched when applied to teachers and how those competencies are 

impacting their classroom management and well-being, which ultimately impact student 

outcomes.   
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Chapter II 
 

Literature Review 

Theory on Teacher SEC: The Prosocial Classroom Model  
The chief theory driving research on teacher SEC is based on the Prosocial 

Classroom Model by Jennings and Greenberg (2009), considered one of the first 

frameworks connecting SEC in relation to CASEL’s five SEL domains. This conceptual 

model suggests that these SEC competencies support teachers’ ability to cope with the 

demands of teaching and prevent burnout. It also posits that teachers’ SEC and well-

being contribute to the development and maintenance of supportive teacher-student 

relationships, effective classroom management, and successful SEL program 

implementation, which promote a supportive classroom climate and desired student 

academic, social, and behavioral outcomes (Jennings & Greenberg, 2009). The model 

also proposes that teachers with higher SECs will lead to stronger well-being and 

classroom management. Conversely, teachers who lack the SEC required to manage 

professional demands will experience increased stress and are at greater risk for burnout, 

all of which may negatively impact their relationships with students.  The model was 

created based on research suggesting relationships between SECs and teacher burnout, 

however, empirical studies have not been conducted to test the theory proposed by The 

Prosocial Classroom. 

Teachers’ SEC and Classroom Management 
The Prosocial Classroom Model posits that teachers’ SEC play a critical role in 

creating and maintaining a classroom where students feel safe, connected, and engaged in 

learning (Jennings & Greenberg, 2009). Effective classroom management creates an 
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environment for optimal learning which includes how the teacher establishes and 

maintains safe and orderly environments, designs effective instruction, deals with group 

and individual needs, navigates behavior management, and makes decisions (Emmer & 

Stough, 2001).  However, teachers face several barriers for effective classroom 

management including lack of training, resources, and skills. 

Teachers’ initial training focuses mainly on the academic domain, while they lack 

explicit training in regards to the SEC domain for themselves. Specifically, teachers lack 

training in being able to identify and adequately manage their emotions and behaviors, 

and monitor their own progress toward achieving goals (Schonert-Reichl, 2017). 

Research suggests that teachers with high SEC appear to be more capable of managing 

their job demands and achieving higher levels of work and home life satisfaction (i.e., 

Talvio et al., 2013; Crain et al., 2017). Furthermore, SEC can impact teachers’ ability to 

manage classrooms and respond to their emotional challenges, which can, therefore, 

positively impact the classroom climate and instructional practices. This outcome 

would lead to higher quality learning environments (i.e., Hagelskamp et al., 2013; Morris 

et al., 2013) positively affecting student well-being and academic achievement (Durlak et 

al., 2011; Sklad et al., 2012; Taylor et al., 2017; Corcoran et al., 2018). While these 

claims and the barriers have been identified in relation to classroom management, 

research is needed to empirically establish the impact of each individual SEC with 

classroom management, and identify interventions that could support teachers.  

Another challenge teachers face that is linked to lack of training with respect to 

classroom management is when dealing with student misbehavior. Research has found 

that student misbehavior affects teacher stress, well-being, their confidence, and impacts 
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negatively on student learning time and academic achievement (Little & Hudson, 1998; 

Miller et al, 2000; Poulou & Norwich, 2000). Teachers are often faced with behavioral 

concerns within the classroom; however, most teachers feel poorly prepared to tackle 

such problems because they lack knowledge and skills in the areas of classroom 

management (Brouwers & Tomic, 2000). A national study of 2,335 educators conducted 

by the Coalition for Psychology in Schools and Education indicates that the majority of 

teachers reported that they had not received adequate preservice training for handling 

student misbehavior, and classroom management was ranked as one of their top two 

professional development needs (CPSE, 2006).  

Whereas SEL programs have been shown to decrease student behavioral concerns 

within the classroom, teachers have not had the training in this area (Schonert-Reichl, 

2017).  Teachers need to feel confident in their abilities to implement a program and have 

the skills and resources to deliver the program as desired. Teachers are frequently asked 

to expertly implement a variety of new curricula, having good intentions of implementing 

the curricula as prescribed, but often do not have the adequate training or support to 

accomplish this task. If training does occur, a “train-and-hope” method (Stokes & Baer, 

1977) may be used (i.e., a one-day in-service training), which ultimately does not provide 

the comprehensive support teachers need to improve their instructional skills and 

consequently affect students’ skills in areas targeted for prevention (Buchanan et al., 

2009). 

Despite the lack of specific training to target behavioral issues and employ better 

classroom management skills, there are some teacher SECs that are linked to effective 

classroom management. For example, one specific teacher SEC that has been linked to 
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classroom management is “responsible decision making,” which for teachers may present 

as making responsible decisions with respect to students, their families, and colleagues; 

using pedagogy that is respectful to students; and considering the well-being of students 

and colleagues (Collie, 2017; Appendix E). It is evident that teachers are required to 

make decisions in their work on a continuous basis. Decision-making is inherent in all 

aspects of teachers’ work, including classroom management, instructional approaches, 

timing, or even problem-solving issues that arise. In that sense, decision-making includes: 

planning the order of learning activities to best engage students, during (i.e., adjusting 

lesson pacing), and after (i.e., planning changes for next lesson) events occur 

(Westerman, 1991). Research has shown that expert teachers tend to be more effective at 

decision-making, particularly with respect to classroom management (Emmer & Stough, 

2004). For example, expert teachers spend significantly greater amounts of time 

establishing and instructing students on classroom routines and norms than beginning 

teachers (Emmer & Stough, 2004). It has also shown that the types of decision-making 

approaches utilized by teachers impact teachers’ and students’ outcomes differently. For 

example, teachers’ use of preventive classroom management strategies such as describing 

expectations to students before class rather than reactive strategies (punishments) has 

been associated with lower teacher stress and increased on-task behavior by students 

(Clunies-Ross et al, 2008).  

The Interplay between Teachers’ SEC on Classroom Management and Well-Being  
Although decision making has been directly related to classroom management, it 

also affects teachers’ well-being. For example, newer teachers who struggle with decision 

making, and teachers who lack resources and support face several challenges that have 
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been associated with negative impact on their own well-being, such as burnout. A 

longitudinal study of teacher burnout in the Netherlands (Brouwers & Tomic, 2000) 

found that teachers’ depersonalization and feelings of lack of accomplishment (associated 

with burnout) were preceded by their low efficacy beliefs in classroom management, and 

emotional exhaustion led to lower efficacy in classroom management (see Emmer & 

Stough, 2001). 

 Self-efficacy, another SEC within CASEL’s Self-Awareness SEC category, has 

been widely researched for teachers, as it relates to their work functioning (i.e. Collie et 

al, 2012; Holzberger et al, 2013; Kunsting et al, 2016; Ryan et al, 2015). Self-efficacy 

refers to teachers’ judgment of their own capabilities to bring about desired outcomes of 

student engagement and learning, even when students may be difficult or unmotivated 

(Tschannen-Moran & Woolfolk Hoy, 2001). Self-efficacy has been studied in relation to 

student engagement, classroom management, and instructional strategies, demonstrating 

that teachers’ self-efficacy in these areas is associated with greater job satisfaction, lower 

burnout, fewer physical symptoms ailments, and greater work commitment (Klassen & 

Chiu, 2011; H. Wang et al., 2015). Additionally, U.S. teachers’ self-efficacy for 

classroom management was significantly associated with their teaching quality (Ryan et 

al, 2015). Holzberger et al. (2013) found that teachers with high self-efficacy beliefs have 

been found to show effective classroom management and instructional quality. 

Additionally, in their longitudinal study of teacher burnout and perceived self-efficacy in 

classroom management, Brouwers and Tomic (2000) found that perceived self-efficacy 

has a longitudinal effect on depersonalization and a synchronous effect on personal 

accomplishment. 
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Teacher burnout has been a significant concern within schools; currently, in the 

midst of the pandemic the teaching profession in the United States is rated as one of the 

most stressful professions (Markey & Agrawal, 2022). It appears that difficulty 

establishing and maintaining effective classroom management is one of the main reasons 

contributing to teacher burnout (Clunies-Ross et al, 2008). An SEC (when lacking) linked 

to teacher burnout and classroom management is self-management, also referred to as 

self-control or self-regulation, a competency in teachers that may manifest as respectfully 

engaging with others in the school environment (students, administration, staff, parents), 

managing stress, maintaining enthusiasm and engagement in their work, and setting clear 

and effective goals. Klussman et al. (2008) examined occupational self-regulation, which 

they define as the balance between investing and conserving resources at work. They 

demonstrated that teachers who exhibited a healthy self-regulatory profile tended to have 

higher job satisfaction, greater well-being, and were rated by students as being more 

effective in their instructional practices. Additionally, Collie and Martin (2016) examined 

adaptability among Australian teachers. Adaptability has been viewed as a specific type 

of self-regulation and refers to the capacity to adjust one’s thoughts, behaviors, and 

emotions in response to changing, novel, or uncertain demands (Martin et al., 2012). 

Collie and Martin showed that when teachers were able to adapt their thinking, actions, 

and emotions, they tended to experience greater well-being, which in turn was associated 

with greater student achievement.  

Teachers’ SEC and Well-Being 
Considering that teaching has been described as an emotionally demanding job 

linked to work-related stress and burnout (Jennings & Greenberg, 2009), the teaching 
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profession presents particular risks as far as teachers’ occupational health is concerned, 

affecting not only their instructional practices and classroom management but also their 

mental health and well-being (Jennings & Greenberg, 2009; Durlak et al., 2015; 

Schonert-Reichl, 2017). Coping skills, an aspect of the SEC of self-management, which 

can help teachers to manage challenges with behavioral concerns, stress, and workload 

have been studied (Chang, 2009) due to their significance in reducing burnout and 

improving well-being among teachers. For example, Griffith and colleagues (1999) 

investigated the association between coping strategies with job stress in teachers and 

found that coping skills and social support not only moderate the impact of stressors on 

well-being but also influence how teachers perceive environmental demands as stressful.  

From a slightly different perspective (related to the SEC of self-awareness), 

Domitrovich and colleagues (2016) examined a type of interpersonal mindfulness, which 

refers to awareness, openness, and compassion for others. They found that when teachers 

reported greater levels of interpersonal mindfulness, they also tended to report greater 

self-efficacy for behavioral management, greater self-efficacy for teaching SEL, and 

lower burnout (Domitrovich et al., 2016). When teachers are more mindful in their daily 

interactions at work and beyond, they tend to report lower burnout and provide more 

effective emotional support to students (Abenavoli et al., 2013).  

Greater SECs have been associated with an increase in teachers’ well-being, 

which specifically refers to outcomes related to personal well-being and positive 

emotions (i.e., positive affect, self-efficacy, personal accomplishment, job, and life 

satisfaction; (Jennings et al., 2013; Domitrovich et al., 2016; Crain et al., 2017).  This can 

be demonstrated through the display of the SEC of social awareness, where teachers 
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show compassion for their students, families and colleagues; understand broader 

historical and social norms for behaviors (including misbehavior), and demonstrate 

empathy towards others (Collie et al., 2017; Appendix E). For example, Perry and 

colleagues (2015) describe the importance of perspective-taking, compassion, and 

knowledge of appropriate resources for teachers who are working with at-risk youth – 

both for the students’ positive outcomes, but also for the teachers’ resilience and well-

being. Swan and Riley (2015) suggest that empathy, another skill within the SEC of 

social awareness, is essential for teachers to understand their students and, thus, provide 

appropriate emotional and instructional support. Furthermore, Hen and Goroshit (2016) 

examined the relationship between emotional well-being, teaching efficacy, and teachers’ 

empathy. They found that teachers who have high efficacy to identify and regulate 

emotions will be able to be empathetic toward their students.  

Another SEC related to teacher well-being is relationship skills, which may 

manifest as teachers’ abilities to interact in caring and constructive ways with students, 

families, and colleagues, utilize and model appropriate conflict resolution strategies for 

students, and seek or offer help to students as needed (Collie, 2017; Appendix E). 

Research within this area has shown the significance of high-quality teacher-student 

relationships for teachers’ well-being, motivation, and their delivery of high-quality 

instructional support (Rodriguez et al., 2020). Moreover, high-quality teacher-student 

relationships have been shown to have significant positive impacts on students’ current 

and subsequent academic motivation and engagement, achievement, and positive 

adjustment (see Collie, 2017). For teachers, having the ability to collaborate with other 
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teachers and support staff also plays a significant role with respect to their well-being, 

motivation, and effective instruction (Kolleck, 2019). 

Teacher SECs and SEL interventions for Teacher Outcomes 
Research began identifying protective factors that may act as a buffer against 

occupational stress and teacher burnout (Durlak et al., 2015). Teacher SECs have been 

identified as one of the main protective factors from which teachers can particularly 

benefit since they are crucial to classroom management and teaching efficacy (Jennings 

& Greenberg, 2009). As teaching-specific stressors are related to their social-emotional 

functioning, SEL interventions targeting teacher’s SEC have increased rapidly in recent 

years (Oliveria et al, 2021). Together, the impacts of student-focused SEL on teachers are 

not surprising given that teachers are influenced by their work environment 

(Bronfenbrenner, 1979; Collie et al., 2015; Vadeboncoeur & Collie, 2013), and given that 

promoting a supportive and caring environment is a core aim of SEL (Weissberg et al., 

2015).  

While SEC continues to be explored, a growing body of research based upon the 

Prosocial Classroom Model has demonstrated that mindfulness-and compassion-based 

interventions designed to promote teachers’ SEC are effective (Klingbeil & Renshaw, 

2018). A large randomized control trial of the Cultivating Awareness and Resilience in 

Education (CARE) program resulted in significantly reduced psychological distress and 

increased mindfulness and emotional regulation (Jennings et al., 2017). CARE also 

showed improved quality of observed classroom interactions reflecting positive 

classroom climate (Jennings et al., 2017; 2019) and student engagement (Brown et al., 

2017). Unlike the widely accepted definitions for SECs by CASEL, the CARE study 
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conceptualized and measured SEC by emotion regulation as measured through the 

Emotion Regulation Questionnaire (ERQ, Gross & John, 2003) and teachers’ well-being 

was measured through scales that measured psychological distress including depression, 

anxiety, emotion exhaustion, and sleep deprivation. Klingbeil and Renshaw (2018) 

conducted a meta-analysis on mindfulness-based interventions (MBI) for teachers, which 

are considered to improve the protective factors that buffer educators against 

occupational stress. They found that MBIs has the smallest effects on measures of 

classroom climate and instructional practices, and small to medium effects on mental 

health outcomes (Klingbeil & Renshaw, 2018). 
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Chapter III 

Purpose of this Study 

Although there is growing research in SEL interventions for teachers and the 

importance of SEC on teacher outcomes, little research has empirically validated the link 

between teacher SEC and classroom management and, more specifically, how each 

individual SEC may differentially impact teacher outcomes (i.e., classroom management, 

and well-being). Specifically, the five competencies suggested by CASEL might offer 

unique benefits in terms of teachers’ ability to implement positive classroom 

management strategies, and how it relates to teachers’ wellness. As such, the purpose of 

this study is to empirically examine the impact of teacher SEC on their classroom 

management, their own well-being, and interactions between classroom management and 

well-being. Specifically, this correlational study will answer the following questions: 

First, do higher overall and individual teacher SEC (self-reported) ratings predict 

better observed classroom management practices including teachers’ active supervision, 

encouraging participation, praise, and student feedback on social and academic 

behavior?  

While the main 5 competencies based on CASEL’s framework have not been directly 

measured, research in relating teacher SEC constructs such as self-efficacy, decision-

making, management, compassion and empathy, and mindfulness has shown to impact 

classroom management.  

Therefore, I hypothesize that the more socially and emotionally competent teachers rate 

themselves, the stronger the classroom management skills they would report.  
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Second, does individual teacher SEC (self-reported for each of the 5 individual 

SECs; self-awareness, social awareness, self-management, social awareness, relationship 

skills, and responsible decision-making) ratings predict better classroom management 

practices? I hypothesize that all SEC categories will individually predict classroom 

management. Particularly, self-awareness will be the most predictive SEC category of 

classroom management practices given the strong research on the impact of self-efficacy 

and classroom management (Collie et al, 2012; Holzberger et al, 2013; Klasen & Chiu, 

2011; Kunsting et al, 2016; Ryan et al, 2015; H. Wang et al, 2015; Brouwers & Tomic, 

2000). Particularly, self-awareness will be the most predictive SEC category of classroom 

management practices, as this mostly relates to the construct of self-efficacy. 

Third, do higher overall teacher SEC (self-reported) ratings predict better well-

being (positive affect, compassion satisfaction, burnout, and stress)? I hypothesize that 

the higher the teacher self-ratings are for SECs, the higher their well-being.  Greater SEC 

has been associated with an increase in teachers’ well-being including positive affect, 

self-efficacy, job and life satisfaction (i.e., Jennings et al., 2013; Domitrovich et al., 2016; 

Crain et al., 2017). However, this study will investigate teachers’ well-being as measured 

by a clinical measure for well-being when linked to their social-emotional competencies 

(E.g., 5 individual SECs; self-awareness, social awareness, self-management, social 

awareness, relationship skills, and responsible decision-making.). 

Fourth, do individual teacher SEC (self-reported for each of the 5 individual 

SECs; self-awareness, social awareness, self-management, social awareness, relationship 

skills, and responsible decision-making) ratings predict better well-being? I hypothesize 

that all individual SECs will predict better well-being, however, teacher self-report 
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ratings on self-awareness will be the most predictive based on research correlating 

teachers’ mindfulness, (which best aligns with the SEC of “self-awareness”), with better 

well-being (Domitrovich et al, 2016; Abenavoli et al., 2013). 

 Fifth and final question, does teacher well-being moderate the predictive value 

between overall and individual teacher SEC (self-reported) and classroom management 

practices? I hypothesize that teachers’ well-being also impacts their work functioning and 

classroom management practices. There is considerable research on teacher work-related 

stress and burnout that has not only been shown to impact teachers’ mental health and 

well-being but subsequently their instructional practices and classroom management as 

well (Jennings & Greenberg, 2009; Durlak et al., 2015; Schonert-Reichl, 2017). 

However, the research for both well-being and classroom management have been distinct 

and not yet measured for a moderating effect. 

  



 

 
 

16 

Chapter IV 

Methods  

Sample 
Approximately 65 teachers will be recruited from a suburban school district 

consisting of 4 elementary schools, one middle school, and one high school. I currently 

work at this same school district as a full-time School Psychologist. My duties as a 

School Psychologist does not involve supervision of teachers, seniority, or any 

authoritative position in relation to the teachers. This study is unrelated to my current 

duties as School psychologist, as data obtained from the study will not impact any 

services. Data will not be shared with administration. Additionally, identifying 

information will not be collected. Teachers will be asked to participate as a voluntary 

basis only. 

 To determine sample size, a prior analysis was conducted using G Power 

calculator. According to the protocol of power analysis using the correlation: Linear 

multiple regression:  fixed model, single regression coefficient T test at an alpha of .05, it 

is determined that a sample size of 46 teachers are needed in order to get a power of .95. 

As a result, I will oversample to 65 teachers in order to account for missing data and 

attrition. 

Teachers will be recruited from diverse demographics including race and 

ethnicity, as well as subjects taught such as: English Language Arts (ELA), Math, 

Science, Social Studies, Art, STEM, Foreign Language, English as a New Language 

(ENL), Special Education, Additional Intervention Services (AIS), and Music. 
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Administrators including Principals and Directors within the district will be approached 

to allow for teacher participation within their schools. 

Procedure 
Unrelated to this study, teachers will be exposed to a presentation on student SEL 

impacts and student SEL implementation, as part of an in-service professional 

development provided by the district. Following the SEL presentation, teachers will be 

asked to voluntarily participate in this correlational study. They will sign a consent form 

and will be offered an incentive for their participation which would include receiving a 

$5 gift card to Starbucks. 

Once teachers consent, they will be invited to anonymously respond to self-report 

questionnaires on their SEC, social-emotional instructional practices as well as their own 

well-being. The total time for completing the measures will be approximately 30 minutes. 

As a result, arrangements will be made with school leaders to allow researchers to 

conduct classroom observations in assessing teachers’ classroom management skills. 

Questionnaires will be conducted online using Google form and results will go directly to 

the researcher for secure storage (password protected), where teachers will be given a 

link should they wish to participate. Teachers will also be given a paper-format 

questionnaires should they not prefer to conduct online.  

Measures 
Demographics 

 Teachers will be asked to complete a demographics section, as part of their 

questionnaire which will ask them about their age bracket, gender, ethnicity, marital 

status, years of teaching, when received teaching certification, subject area(s) of their 
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teaching certification, area(s) they are currently teaching, professional development in 

SEL (i.e. seminar, class, or one-day in-service in SEL), and years of experience providing 

SEL (See Appendix D for questionnaire).  

Self-Assessing Social and Emotional Instruction and Competencies: A Tool for 

Teachers (SSEIC)    

The SSEIC was developed with the goal of operationalizing teacher social and 

emotional competencies (SECs) using the CASEL 5 competencies (Yoder, 2014). It is 

designed to help educators reflect upon their current teaching practices that impact 

student SEL, and their own SEL competencies to implement those teaching practices. 

This tool is divided into three sections: (1) Section 1: Social Interactions, (2) Section 2: 

Instructional Interactions, and (3) Section 3: Scoring and Action Planning. Sections 1 and 

2 are also subdivided into two parts: where part A focuses on teaching practices and part 

B focuses on teacher’s self-ratings on SEC. Section 1 focuses on individuals and Section 

2 emphasizes groups and cooperative learning. (See Appendix B). The tool has not been 

empirically tested within a teacher evaluation system (Yoder, 2014). However, currently 

there are not any empirically tested tools measuring SECs in teachers due to the emerging 

research in the field of teacher SECs, and there are limited self-report tools measuring 

teacher SECs. The SSEIC is the only tool that not only measures SECs as defined by 

CASEL but also measures educators teaching practices that impact student SEL. 

Classroom Management Observation Tool (CMOT)  

The Classroom Management Observation Tool (CMOT) is a simple, efficient 

direct behavior rating scale and checklist for measuring key classroom management skills 

(Simonsen et al, 2020).  Specifically, the CMOT includes two components: (a) 
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observation items, which have been validated for informing decisions about relative 

strengths/needs with positive and proactive classroom management, and (b) a checklist of 

empirically-supported practices. The CMOT observation items, which assess the 

implementation of positive and proactive classroom management practices, have four 

items assessing the (1) teachers’ active supervision, (2) providing students with 

opportunities to respond, (3) providing specific praise acknowledging students’ academic 

and social behavior, and (4) more frequent acknowledgment for appropriate behaviors 

than inappropriate behaviors. The CMOT Checklist consists of periodically checking for 

evidence of the following effective classroom management practices: posted schedule, 

stated behavioral expectations, physical arrangement, routines, and consequence 

strategies to support student behavior. (See Appendix C) 

In their study, Simonsen and colleagues (2020) demonstrated CMOT to have 

good content validation supporting the construct of classroom management by more than 

85% indicating (a) they were certain of the match and (b) the item was relevant to the 

critical feature. In regards to inter-rater reliability, the weighted Cohen’s values for every 

retained item indicated moderate (0.41–0.60) to substantial (0.61–0.80) agreement in the 

exploratory factor analysis data and substantial (0.61–0.80) to almost perfect (0.81–1.00) 

agreement in the confirmatory factor analysis data.  

The Professional Quality of Life Scale (ProQOL)  

The ProQOL measure is a non-diagnostic, 30-item self-report questionnaire 

designed to measure compassion fatigue, work satisfaction and burnout in helping 

professionals. Helping professionals are defined broadly, from those in health care 

settings as well as social service workers which includes teachers. The Creator of 
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ProQOL defines Professional Quality of Life as the quality one feels in relation to one’s 

work as a helper. Both the positive and negative aspects of doing one’s job influence 

one’s professional quality of life including: (1) Compassion Satisfaction which is the 

pleasure you derive from being able to do your work well, (2) Burnout which is 

exhaustion, frustration, anger and depression related to work, and (3) Secondary 

Traumatic Stress which is the feeling fear in relation to work‐related primary or 

secondary trauma (Appendix D). The ProQOL has been documented to have good 

construct validity (Stamm, 1999; Thomas & Otis, 2010). According to ProQOL manual, 

the reliability and validity found for ProQOL include the following: Compassion 

Satisfaction Cronbach's alpha value =.88 (n=1130), Burnout alpha=.75 (n=976), and 

Compassion Fatigue alpha= .81 (n=1135) (Stamm et al, 2010)  

Data Analysis 
In describing the sample, descriptive statistics of teacher demographic variables, 

the independent variable (teacher self-report of SEC), and dependent variables 

(classroom management and well-being) were compiled. Teachers’ SECs measured on 

SSEIC were compared with their corresponding CMOT and ProQOL scores. ProQOL 

scores on teacher well-being include three separate composites. According to the 

ProQOL manual, there is no composite score combining the three composites into one 

overall score due to collinearity issues between the scales. Therefore, analyses for teacher 

well-being will include three separate composites.  

Data was collated and analyzed on a group basis using Jamovi. The distributions 

of scores on the different variables are examined, using tests of normality. All hypotheses 

were examined using correlations to assess the relationships between variables. The 
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following correlations were performed: overall SEC and classroom management 

practices; individual SECs and classroom management practices; overall SECs and well-

being; individual SECs and well-being; and whether teacher well-being moderates the 

association between overall and individual teacher SECs and classroom management 

(See Figure 1 moderator model).  
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Chapter V 

Results 

Participant Demographics 
 
            A total of 53 participants (teachers) were recruited for the study, all of whom 

were included in the analysis. Out of the 53 participants, 60.3% chose to participate 

electronically (n = 32), and the remaining 39.6% (n = 21) preferred to participate using 

printed questionnaires. Teachers ranged in age from 24 to 65 years old, with a mean age 

of 40.8 years. The sample of participants was unevenly distributed across gender, with 

15.0% (n = 8) identifying as male and 84.9% (n = 45) identifying as female. In terms of 

ethnicity/race, nine identified as Caucasian/White (94.3%), and three identified as Other 

(5.6%). The range of teaching experience is from one to 36 years, with a mean of 15.3 

years. Teachers identified as currently teaching Special Education (24.5%, n = 13), 9.4% 

teach English (n = 5), 9.4% teach Math (n = 5), 1.8% teach Science (n = 1), 3.7% are 

Reading Teachers (n = 2), 3.7% (n = 2) teach Foreign Languages, 9.4% (n = 5) are 

English and a New Language (ENL) teachers, 9.4% (n = 5) teach Special Areas including 

Music, Art, and STREAM, 26.4% (n = 14) identified as Primary teachers (K-6 grades), 

and one teacher identified as a Secondary teacher without specifying subject taught (See 

Table 1 for descriptives on demographics).    

For training in SEL as well as the range of years teachers have been implementing 

SEL, 32% (n = 17) of teachers indicated that they have received repeated professional 

development in SEL, 26.4% (n = 14) received a seminar (few days) within a year, 24.5% 

(n = 13) received one day in-service (up to one and half hours) of SEL training, one 

teacher indicated that they received a semester class (three months) of SEL, and eight 
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teachers (15%) indicated they have no training or exposure to SEL. The range of teaching 

SEL experience (including embedding SEL within the curriculum to which they teach) 

was from zero to 25 years, with a mean of 6.61 years (See Table 1 for descriptives). 

Classroom Management and Social and Emotional Competencies 

 Given the varying nature of data (i.e., ordinal and continuous scales), Spearman’s 

rank correlation coefficients rho (ρ or rs ) were obtained to determine the associations 

between scores as it is a non-parametric measure that does not assume a linear 

relationship but rather determines the strength and direction of the monotonic relationship 

between variables. Considering that effect size is a quantitative measure of strength, the 

correlation coefficient which in this case is the Spearman correlation, is itself a measure 

of effect size ranging from -1 to 1, where 1 would be a perfect positive relationship, -1 a 

perfect negative relationship, and 0 would be no relationship at all. Cohen’s standard was 

used to evaluate the strength of the relationships, where coefficients between 1.0 and .29 

represent a small effect size, coefficients between .30 and .49 represent a medium effect 

size, and coefficients between .5 and above represent a large effect size (Cohen, 1988). 

Correlations were used to analyze the predictive relationship between classroom 

management and overall social and emotional competencies (SEC) in teachers. 

Considering a p value of .05 for determining statistical significance, participants’ scores 

demonstrated a significant positive moderate association ρ (51) = [.33], p=[.014]  

between CMOT and SEL Total (self-reported overall teacher SECs) (see Table 2 for 

details). This supports the hypothesis with a moderate association that higher overall 

teacher SEC (self-reported) ratings predict better observed classroom management 
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practices including teachers’ active supervision, encouraging participation, praise, and 

student feedback on social and academic behavior. 

Correlations were also performed to analyze the predictive relationship between 

classroom management and individual social and emotional competencies (self-reported 

for each of the five individual SEC; self-awareness (SA), social awareness (SAW), self-

management (SM), relationship skills (RS), and responsible decision making (RDM)). 

When examining the relationship between classroom management and all five individual 

SECs, a positive correlation was found for teacher classroom management skills and each 

individual teacher SEC. Specifically, a positive correlation was determined for CMOT 

and SA ρ (51) = [.38], p=[.005]; SAW ρ (51) = [.29], p=[.033]; and RS ρ (51) = [.35], 

p=[.010]. No association was found between CMOT and SM ρ (51) = [.26], p=[.059]; and 

RDM ρ (51) = [.20], p=[.150] (See Table 2 for more details).  

However, findings partially support the hypothesis that all SEC categories will 

individually predict classroom management, as self-management (SM) and responsible 

decision making (RDM) were the only SECs not demonstrating a significant correlation. 

In addition, it was hypothesized that self-awareness  (SA) will be the most predictive 

SEC category of classroom management practices, which is supported with a moderate 

association (ρ=0.382). Similarly, relationship skills also had a moderate association 

(ρ=0.351). The remaining SEC, social awareness, had a weak association with small 

effect size (SAW, ρ=0.293). 

Well-Being and Social and Emotional Competencies 

A correlation was performed to determine the relationship between teacher well-

being: compassion satisfaction (CS), burnout (B), and secondary traumatic stress (STS), 



 

 
 

25 

and overall teacher SECs. When examining the relationship between CS and teacher 

SECs, there was a moderate association ρ (51) = [.40], p=[.003] between teacher well-

being (CS) and teacher SECs, suggesting that CS specifically was significantly predictive 

of teacher SECs (See Table 3 for teacher well-being and SECs associations). Conversely, 

the correlations using B (ρ (51) = [.02], p=[.843]) and STS (ρ (51) = [-.001], p=[.843]) to 

predict teacher SECs were not statistically significant. Overall, results partially support 

the hypothesis as only CS was only found to have a significant association.   

Correlations were obtained to determine the relationship between the three well-

being composites and individual SECs (See Table 3 for details). When examining the 

relationship between teacher well-being (CS) and each individual SECs, there were 

significant and moderate associations for all of the five SECs (SA, ρ (51) = [.37], 

p=[.005]; SM ρ (51) = [.33], p=[.140]; SAW, ρ (51) = [.32], p=[.019]; RS, ρ (51) = [.32], 

p=[.018]; and RDM, ρ (51) = [.28], p=[.036]. All associations demonstrated a medium 

effect size, with the exception of RDM which had a small effect on the association. The 

SA variable was the strongest association with well-being (CS) as compared to the other 

4 SECs. 

When examining the relationship between B and individual SECs, the correlations 

were not statistically meaningful for any of the SECs (See Table 3 for correlations). 

Similarly, the relationship between STS and individual SECs, the correlations were also 

not statistically significant for any of the SECs (See Table 3 for details). Findings support 

the hypothesis that teacher self-report ratings on self-awareness will better predict well-

being. Results indicate that a significant relationship is specific with CS with all 5 SECs, 

and not limited to  self-awareness as initially hypothesized. However, SA did 
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demonstrate the strongest association to CS ρ (51) = [.37], p=[.005] as compared to the 

other four individual SECs.   

Well-Being Moderating Social and Emotional Competencies and Classroom 

Management 

To investigate whether teacher well-being moderates the predictive value between 

overall and individual teacher SEC and classroom management practices, a moderator 

analysis was performed using a correlation. The outcome variable for analysis was 

teacher classroom management skills. The predictor variable for the analysis was teacher 

SECs. The moderator evaluated for the analysis was teacher well-being: SC, B, and STS 

(See Figure 1 for moderator model). The interaction between teacher overall SECs and 

teacher well-being was found to be statistically insignificant [b=-9.29e-5, SE=7.77E-05, 

p= 0.238] (See Table 4 for moderation associations). Non-significant results indicate that 

the level of teacher well-being (across CA, B, STS) does not moderate the association 

between overall teacher SECs and their classroom management skills.  

A correlation analysis was also conducted to determine whether the association 

between individual teacher SECs and their classroom management skills is moderated by 

teacher well-being. The interaction between individual SECs and each individual 

teacher's well-being (CS, B, and STS) were also found to be statistically insignificant 

(See Table 4 for details). Therefore, the hypothesis that teacher well-being moderates the 

predictive value between overall and individual teacher SEC and classroom management 

practices was not supported. 
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Chapter VI 

Discussion 

 This study sought to investigate, from an empirical standpoint, whether 

teacher SECs impact classroom management and their well-being. Findings demonstrate 

that teachers’ SECs are positively correlated with classroom management practices, 

including teachers’ active supervision, encouraging participation, praise, and student 

feedback on social and academic behavior. Although all SEC categories individually 

impact classroom management, self-awareness (SA) was the most predictive SEC 

category on classroom management practices. This study also found that SECs are 

positively correlated with teachers’ well-being, specifically compassion satisfaction (CS). 

All individual SECs were positively correlated with CS, with the expectation of self-

management (SM) which had insignificant results. Teacher self-report ratings on SA and 

relationship skills had the strongest correlations with teacher well-being. Lastly, it was 

hypothesized that teachers’ well-being also would impact on the association between 

their classroom management practices and their SECs. However, this study did not find 

any significant associations in this regard. 

Research considering SEL in relation to teachers is emerging due to its 

significance on SEL implementation. Previous research has examined constructs relevant 

to the five SECs identified by CASEL as well as demonstrated positive relationships with 

these constructs with teachers’ well-being, motivation, instructional practices, and 

classroom management, with respect to their impact on students’ social, emotional, and 

academic outcomes. A conceptual prosocial classroom model by Jennings & Greenberg 

(2009), theorized the importance of teachers’ SEC (using CASEL five framework for 
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SECs) and well-being in developing and maintaining supportive teacher-student 

relationships, effectively managing their classrooms, and implementing SEL programs 

effectively. However, literature in the area of SECs and teachers lacked empirically 

validated claims.  

This study sought to empirically examine the impact of teacher SECs (using the 

CASEL five framework) on their classroom management, their own well-being, and 

interactions between classroom management and well-being. The results appear to 

support the extant literature that teacher SECs may indeed play a role in the classroom. 

Specifically, this study demonstrated a positive correlation between classroom 

management and overall social and emotional competencies in teachers, suggesting that 

higher teacher SECs predict better classroom management practices.  

Moreover, this study investigated whether individual teacher SEC (self-reported 

for each of the five individual SECs; SA, SAW, SM, RS, and RDM) ratings predict better 

classroom management practices. Findings partially support the hypothesis that all SEC 

categories will individually predict classroom management, as SM and RDM were the 

only SECs with insignificant correlations. This was an unexpected result and may be due 

to several reasons including that the constructs of RDM includes skills that are part of 

teacher’s social awareness and relationship skills, and SM may present itself in many of 

the SEC categories due to emotion regulation playing an integral role in all aspects of 

social and emotional competencies. Moreover, when measuring SM, the SSEIC measure 

used in this study specifically asked teachers to respond on how they manage their stress, 

placing more focus on their well-being and strategies they implement to address it, rather 

than questions devoted to all aspects of SM including regulation of thoughts, behaviors, 



 

 
 

29 

and motivation. Therefore, a possible explanation for insignificant findings could be due 

the lack of variability within SM and RDM subscales due to limited scope of the measure 

(focused on stress) and dilution of these subscales across other SEC subscales. 

 In regards to SECs with significant findings, SA was the most predictive SEC 

category of classroom management practices. The hypothesis, suggesting that SA would 

emerge as the most predictive factor, was shaped by compelling research highlighting the 

significance of self-efficacy in relation to classroom management (Collie et al., 2012; 

Holzberger et al., 2013; Klasen & Chiu, 2011; Kunsting et al., 2016; Ryan et al., 2015; H. 

Wang et al., 2015; Brouwers & Tomic, 2000), based under the understanding that self-

efficacy falls under the broader construct of SA within the CASEL five framework. 

Consistent with literature finding strong support for self-efficacy and classroom 

management skills, this study found SA to be the strongest SEC category of classroom 

management practices. However, RS demonstrated a similar robust association and was a 

close second. This is consistent with Jennings & Greenberg’s (2009) argument that 

supportive teacher-student relationships and effective classroom management are related 

to a healthy classroom environment.  

Additionally, to classroom management skills, teachers' social and emotional 

skills are theorized to be important in helping them avoid burnout, increase well-being, 

and create a positive learning environment. SECs are also important to address teachers’ 

well-being, which has been shown to be associated with various benefits including 

positive affect, self-efficacy, job and life satisfaction (i.e., Jennings et al., 2013; 

Domitrovich et al., 2016; Crain et al., 2017). This study confirmed a positive correlation 

between teacher well-being (CS) in relation to their five SECs. These results indicate that 
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having compassion satisfaction may play a key role in teachers' motivation in performing 

their jobs optimally and finding satisfaction in their work, which is correlated with 

stronger SECs.  

From the five SECs, SA holds the strongest correlation with teacher well-being as 

well. This could be due to several reasons including teachers being self-aware of their 

own personal goals, values, strengths and limitations, as well as having a good sense of 

self-efficacy, may be the most important factors for their professional work. Self-aware 

teachers understand that their behaviors are influenced by multiple personal factors, such 

as their background experiences, personality, emotions, knowledge base, opinions, and 

attitudes. Higher SA may make them more successful in their roles as teachers with better 

classroom management skills, motivation, and optimism.  

Lastly, this study sought to investigate whether teacher well-being moderates the 

relationship between overall and individual teacher SECs and classroom management 

practices.  Research on teacher work-related stress has not only been shown to impact 

teachers’ well-being but subsequently their instructional practices and classroom 

management as well (Jennings & Greenberg, 2009; Durlak et al., 2015; Schonert-Reichl, 

2017). However, previous research has not investigated the moderator role of well-being 

between SEC and classroom management. This study found insignificant associations 

which demonstrates that teachers well-being does not affect the association between 

teacher SECs and their classroom management practices. However, consistent with 

previous research, this study demonstrates links between SECs and classroom 

management and well-being. 

Additionally, SECs have been shown to exert an influence on instructional 

quality. For instance, Ryan et al. (2015) demonstrated a significant association between 
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U.S. teachers' self-efficacy for classroom management and the quality of their teaching. 

Likewise, Holzberger et al. (2013) uncovered a positive link between high self-efficacy 

beliefs among teachers and their effective classroom management, indicative of a strong 

correlation between SECs and instructional quality. While the primary focus of this study 

did not revolve around measuring teachers' instructional quality and its direct associations 

with SECs, it is noteworthy that the SSEIC measure utilized in this study also 

encompassed the evaluation of ten teachers' SEL instructional practices, including 

components such as Student-Centered Discipline, Teacher Language, Responsibility and 

Choice, Warmth and Support, Cooperative Learning/Group Learning, Classroom 

Discussions, Self-Assessment and Self-Reflection, Balanced Instruction, Academic Press 

and Expectations, and Competence Building.  

 As part of a post-hoc analysis, Spearman rank correlations were used to analyze 

the predictive relationship between SEL instructional practices and SECs. Results 

indicated moderate to strong associations between teachers’ SEL instructional practices 

and their SECs (see Table 5 for Overall Instructional Practices and SECs). SM was the 

only individual SEC with an insignificant correlation. Additionally, RDM was the only 

SEC that demonstrated moderate associations with each of the ten instructional practices 

measured (See Table 6 for individual instructional practices and SECs). RS was 

significant with all instructional practices except for one (Balanced Instruction). While 

not part of the original analysis plan, these findings support previous research that SECs 

are associated with instructional quality. Results align with the positive correlations 

demonstrated between SECs and classroom management, where all SECs were 

significantly associated except for SM. This comprehensive approach will further 

illuminate the multifaceted impact of SECs on teachers' overall classroom effectiveness. 
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Although most SECs demonstrated impactful associations within this study, SA 

was the most impactful of all SECs. In further discussion about the robust correlation 

observed between SA and classroom management as well as teacher well-being, it is 

important to consider and explore the multifaceted significance of SA within the 

educational context and related psychological areas. The current study is finding 

connections on the significant role of SA in teacher effectiveness, while other research in 

closely related fields of psychotherapy also have emphasized the critical role of SA 

among therapists (Hayes & Gregg, 2000; Sipe & Eisendrath, 2012). For example, 

mindfulness can be conceptualized comparably to SA such as it emphasizes the ability to 

focus on one’s actions, thoughts, or emotions, and evaluate how they align with their 

values. This practice can be seen in psychotherapies involving mindfulness such as 

Acceptance and Commitment Therapy (ACT), Mindfulness-based cognitive therapy 

(MBCT), as well as through various forms in psychology and spirituality. Understanding 

the relevance of SA in therapy as well as its influence on teachers’ success in their 

professional roles, can be an important finding when determining its prospective role in 

the school environment and with potential teacher interventions. Delving deeper into this 

exploration will help to unravel the intricate role of SA in teacher effectiveness and delve 

into its resonance with therapeutic approaches, providing a comprehensive understanding 

of its relevance and potential impact on teacher interventions and classroom management 

strategies.     

Limitations and Future Research Directions 

There are several methodological limitations that require consideration when 

interpreting the results of this study. First, a larger sample with a more diverse population 
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is needed to generalize these findings to a larger group of educators. The sample of 

participants was also unevenly distributed across gender, with 15.0% (n = 8) identifying 

as male and 84.9% (n = 45) identifying as female. This is a limitation for generalizing the 

male teachers given their small representation in the sample. Additionally, the sample fell 

short in diversity within ethnicity/race, as 50 identified as Caucasian/White (94.3%), and 

three identified as Other (5.6%). Diversity is essential to infer that the results were 

inclusive of all cultural differences to which may impact SECs.  

Another limitation of this study is sampling bias. Teacher participation in this 

study, those who volunteered for this study, may have differed in well-being, classroom 

management skills, and SECs from the teachers who did not volunteer. Those who 

participated may already be confident in their abilities, thus generating higher scores. 

This explains the skewed data in this study where most teachers indicated higher SECs 

and higher abilities in their instructional practices.  

Second, the observation component of the research also deterred some teachers 

from participating. Many teachers were reluctant to be observed in their classroom while 

teaching, stating that they were deterred by the idea that their teaching practice was in 

some way being evaluated. This is consistent with the argument that the less confident 

teachers did not volunteer to participate in the study. Furthermore, the observations were 

conducted by the researcher. Observer reliability checks were unable to be completed due 

to resource restrictions, which is a major limitation of this study. It is recommended that 

independent observers are utilized if this study is replicated, and observations to be 

carried out by two observers to determine observer reliability.  
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Addressing these limitations can help to increase confidence in the findings, 

including their generalizability. Moreover, this research, if further validated, can also be 

instrumental in creating evidence-based interventions to help teachers increase their 

SECs. Further research in the area of teacher SECs and their impact on classroom 

management and well-being may be helpful in understanding what areas to focus on 

when devising evidence-based interventions for teachers.  

Implications for the Practice of School Psychology 

The role of a school psychologist is ever evolving to meet the needs of the school 

community. While research in the area of SEL has positioned it as a key resource for 

improving schools, school psychologists have been pivotal in furthering SEL in schools. 

School psychologists who are trained in providing evidence-based practices for social-

emotional intervention, coupled with assessment experience, and good understanding of 

curriculum knowledge and instructional practices, are able to assist through consultation, 

coaching, measurement of SEL skills and interventions.  

School psychologists can also play a role in assisting teachers with developing 

their SECs. Emerging research in teacher SECs suggests that teacher SECs have 

implications for school reform. Teachers with strong SECs have the ability to positively 

influence student outcomes through their strong classroom management skills and 

instructional quality. However, there can also be negative implications for teachers who 

do not have strong SECs. Teachers deal with highly stressful emotional situations in ways 

that compromise their ability to effectively manage their classrooms, and support student 

learning. Understanding that there is a connection between teacher SECs, their well-being 
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and classroom management now places focus on possible interventions that may have the 

potential to promote teacher SECs. 

Since these competencies are not taught in mandatory professional development 

courses or teacher preparation programs, we cannot assume that all educators have them 

in equal measure. Some of these skills might be innate to some teachers, while others 

might require development. Understanding that stronger SECs are associated with higher 

teacher well-being (CS), allows for future research in teacher interventions. Currently, 

research has focused on mindfulness as an effective teacher intervention targeting their 

well-being. This is consistent with research correlating teachers’ mindfulness (which best 

aligns with SA), with better well-being (Domitrovich et al, 2016; Abenavoli et al., 2013).  

Additionally, considering SA is the most predictive of all SECs for both 

classroom management and CS, future research can explore what kind of support, from 

coaching to psychotherapies, may be an appropriate form of intervention for teachers. 

Researchers can build on finding the appropriate interventions for teachers knowing that 

SECs, self-awareness in particular, play a critical role in their classroom management 

practices as well as their own well-being.  
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Table 1 
 

Descriptives 
 

  Gender Age Marital 

Status 

#C Race Degree 

Level 

YrsTeach SubTeach Grade PDSEL YrsTeachSEL 

N  53  53  53  53  53  53  53  53  49  53  53  

Mean  1.85  40.8  1.49  1.45  6.17  2.21  15.3  5.75  5.96  3.28  6.61  

Median  2.00  43.0  1.00  2.00  6.00  2.00  16.0  7.00  5.00  3.00  4.00  

Standard 

deviation 

 0.361  9.52  0.912  1.12  0.700  0.454  8.87  3.87  3.16  1.73  6.73  

Minimum  1.00  24.0  1.00  0.00  6.00  1.00  1.00  1.00  1.00  1.00  0.00  

Maximum  2.00  65.0  5.00  4.00  9.00  3.00  36.0  12.0  12.0  10.0  25.0  

 

  



 

 
 

37 

Table 2 

 

Classroom Management and SECs 

    CMOT SA SM SAW RS RDM 

SA Spearman's 

rho 

0.382 ** —          

 Df 51  —          

 p-value 0.005  —          

SM Spearman's 

rho 

0.261  0.573 *** —        

 Df 51  51  —        

 p-value 0.059  < .001  —        

SAW Spearman's 

rho 

0.293 * 0.565 *** 0.586 *** —      

 Df 51  51  51  —      

 p-value 0.033  < .001  < .001  —      

RS Spearman's 

rho 

0.351 * 0.743 *** 0.577 *** 0.546 *** —    

 Df 51  51  51  51  —    

 p-value 0.01  < .001  < .001  < .001  —    

RDM Spearman's 

rho 

0.2  0.591 *** 0.524 *** 0.695 *** 0.726 *** —  

 Df 51  51  51  51  51  —  

 p-value 0.15  < .001  < .001  < .001  < .001  —  

SEL 

Total 

Spearman's 

rho 

0.335 * 0.835 *** 0.811 *** 0.789 *** 0.844 *** 0.823 *** 

 Df 51  51  51  51  51  51  

  p-value 0.014   < .001   < .001   < .001   < .001   < .001   

Note. * p < .05, ** p < .01, *** p < .001 
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Table 3 

Teacher Well-Being and SECs 

    ProQol_Com ProQol_B ProQol_STS SEL Total SA SM SAW RS RDM 

SEL 

Total 

Spearman'

s rho 

0.406 ** 0.028 -0.001 —            

 Df 51  51 51 —            

 p-value 0.003  0.843 0.993 —            

SA Spearman'

s rho 

0.379 ** -0.011 0.032 0.835 *** —          

 Df 51  51 51 51  —          

 p-value 0.005  0.937 0.82 < .001  —          

SM Spearman'

s rho 

0.335 * -0.009 -0.022 0.811 *** 0.573 *** —        

 Df 51  51 51 51  51  —        

 p-value 0.014  0.948 0.878 < .001  < .001  —        

SAW Spearman'

s rho 

0.321 * 0.086 0.017 0.789 *** 0.565 *** 0.586 *** —      

 Df 51  51 51 51  51  51  —      

 p-value 0.019  0.54 0.906 < .001  < .001  < .001  —      

RS Spearman'

s rho 

0.324 * -0.011 -0.095 0.844 *** 0.743 *** 0.577 *** 0.546 *** —    

 Df 51  51 51 51  51  51  51  —    

 p-value 0.018  0.938 0.498 < .001  < .001  < .001  < .001  —    

RDM Spearman'

s rho 

0.289 * 0.066 -0.071 0.823 *** 0.591 *** 0.524 *** 0.695 *** 0.726 *** —  

 Df 51  51 51 51  51  51  51  51  —  

  p-value 0.036   0.637 0.614 < .001   < .001   < .001   < .001   < .001   —   

Note. * p < .05, ** p < .01, *** p < .001 

 

  

 

 

 

 

 

 

 

 

 

 

 

 



 

 
 

39 

Table 4 

Moderation Estimates SECs 

Predictor Estimate SE t p 

Intercept -11.9172   15.792   -0.755   0.454   

SEL Total 5.3977  1.886  2.862  0.006  

ProQol_Com 0.1403  0.177  0.791  0.433  

ProQol_B 0.0623  0.25  0.249  0.805  

ProQol_STS 0.4801  0.27  1.776  0.082  

SEL Total ✻ ProQol_Com ✻ 
ProQol_B ✻ ProQol_STS 

-9.29e−5   7.77E-05   -1.196   0.238   

         

Moderation Estimates: Burnout and SECs 

  Estimate SE Z p 

SA 2.9256   1.0376   2.82   0.005   

ProQol_B -0.0843  0.079  -1.067  0.286  

SA ✻ ProQol_B -0.0743   0.1804   -0.412   0.681   

SM 2.3052   0.9173   2.513   0.012   

ProQol_B -0.0681  0.0799  -0.852  0.394  

SM ✻ ProQol_B -0.1465   0.146   -1.004   0.316   

SAW 2.8297  1.0275  2.754  0.006  

ProQol_B -0.0995  0.0793  -1.255  0.209  

SAW ✻ ProQol_B -0.0603  0.1861  -0.321  0.746  

RS 2.8848   0.9246   3.12   0.002  

ProQol_B -0.0799  0.0778  -1.027  0.304  

RS ✻ ProQol_B -0.0598   0.1562   -0.383   0.702  

RDM 2.0778   1.0256   2.026   0.043  

ProQol_B -0.0948  0.0817  -1.16  0.246  

RDM ✻ ProQol_B -0.0321   0.2114   -0.152   0.879  

         

Moderation Estimates: Compassion Satisfaction and SECs 

  Estimate SE Z p 

SA 2.177   1.0189   2.14   0.033   

ProQol_Com 0.113  0.0742  1.52  0.129  

SA ✻ ProQol_Com -0.215   0.1377   -1.56   0.119   

SM 1.261   0.9785   1.29   0.198   

ProQol_Com 0.115  0.0761  1.52  0.129  

SM ✻ ProQol_Com -0.144   0.1264   -1.14   0.255   

SAW 2.27279   1.041   2.18326   0.029  

ProQol_Com 0.12202  0.076  1.60561  0.108  

SAW ✻ ProQol_Com -0.00149   0.1876   -0.00796   0.994  

RS 2.207   0.9338   2.36   0.018  

ProQol_Com 0.11  0.0737  1.5  0.134  

RS ✻ ProQol_Com -0.169   0.1386   -1.22   0.222  

RDM 1.111   1.0496   1.06   0.29   

ProQol_Com 0.14  0.0771  1.81  0.07  

RDM ✻ ProQol_Com -0.136   0.1301   -1.05   0.295   
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Moderation Estimates: Secondary Traumatic Stress and SECs 

  Estimate SE Z p 

SA 2.853   1.0496   2.718   0.007   

ProQol_STS 0.0576  0.0866  0.665  0.506  

SA ✻ ProQol_STS -0.0496   0.1801   -0.275   0.783   

SM 2.2426   0.9119   2.459   0.014   

ProQol_STS 0.0729  0.0873  0.835  0.404  

SM ✻ ProQol_STS -0.0934   0.1345   -0.694   0.487   

SAW 3.0168   1.0301   2.929   0.003   

ProQol_STS 0.0356  0.0849  0.419  0.675  

SAW ✻ ProQol_STS 0.3701   0.2202   1.681   0.093   

RS 2.8914   0.9269   3.119   0.002  

ProQol_STS 0.0936  0.0843  1.111  0.266  

RS ✻ ProQol_STS -0.1252   0.1818   -0.689   0.491  

RDM 2.1119   1.037   2.037   0.042   

ProQol_STS 0.0903  0.089  1.015  0.31  

RDM ✻ ProQol_STS 0.0583   0.2132   0.273   0.784   
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Table 5 

Total Instructional Practices and SECs 

Correlation Matrix 

  IP TOTAL SA SM SAW RS RDM SEL Total 

IP TOTAL Spearman's rho —              

 df —              
 p-value —              

SA Spearman's rho 0.468 *** —            

 df 51  —            

SM Spearman's rho 0.201  0.573 *** —          

 df 51  51  —          

 p-value 0.149  < .001  —          

SAW Spearman's rho 0.332 * 0.565 *** 0.586 *** —        

 df 51  51  51  —        

RS Spearman's rho 0.468 *** 0.743 *** 0.577 *** 0.546 *** —      

 df 51  51  51  51  —      

RDM Spearman's rho 0.526 *** 0.591 *** 0.524 *** 0.695 *** 0.726 *** —    

 df 51  51  51  51  51  —    

SEL Total Spearman's rho 0.464 *** 0.835 *** 0.811 *** 0.789 *** 0.844 *** 0.823 *** —  

 df 51  51  51  51  51  51  —  

 p-value < .001  < .001  < .001  < .001  < .001  < .001  —  
Note. * p < .05, ** p < .01, *** p < .001 
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Table 6 

Individual Instructional Practices and SECs 

 

Note. * p < .05, ** p < .01, *** p < .001 

 

                SA                SM                    
SAW 

                RS          RDM        SEL 
Total 

  

SA Spearman's rho —            
 df —            
 p-value —            
SM Spearman's rho 0.573 *** —          
 df 51  —          
 p-value < .001  —          
SAW Spearman's rho 0.565 *** 0.586 *** —        
 df 51  51  —        
 p-value < .001  < .001  —        
RS Spearman's rho 0.743 *** 0.577 *** 0.546 *** —      
 df 51  51  51  —      
 p-value < .001  < .001  < .001  —      
RDM Spearman's rho 0.591 *** 0.524 *** 0.695 *** 0.726 *** —    
 df 51  51  51  51  —    
 p-value < .001  < .001  < .001  < .001  —    
SEL Total Spearman's rho 0.835 *** 0.811 *** 0.789 *** 0.844 *** 0.823 *** —  
 df 51  51  51  51  51  —  
 p-value < .001  < .001  < .001  < .001  < .001  —  
S_CD Spearman's rho 0.649 *** 0.441 *** 0.382 ** 0.649 *** 0.557 *** 0.639 *** 
 df 51  51  51  51  51  51  
 p-value < .001  < .001  0.005  < .001  < .001  < .001  
TeachLang Spearman's rho 0.319 * 0.3 * 0.316 * 0.295 * 0.329 * 0.372 ** 
 df 51  51  51  51  51  51  
 p-value 0.02  0.029  0.021  0.032  0.016  0.006  
Resp&Choice Spearman's rho 0.426 ** 0.232  0.327 * 0.561 *** 0.473 *** 0.457 *** 
 df 51  51  51  51  51  51  
 p-value 0.001  0.095  0.017  < .001  < .001  < .001  
Warm&Sup Spearman's rho 0.292 * 0.318 * 0.399 ** 0.33 * 0.383 ** 0.42 ** 
 df 51  51  51  51  51  51  
 p-value 0.034  0.02  0.003  0.016  0.005  0.002  
CoopL Spearman's rho 0.4 ** 0.07  0.207  0.34 * 0.435 ** 0.312 * 
 df 51  51  51  51  51  51  
 p-value 0.003  0.617  0.136  0.013  0.001  0.023  
ClassD Spearman's rho 0.309 * 0.088  0.284 * 0.302 * 0.469 *** 0.334 * 
 df 51  51  51  51  51  51  
 p-value 0.024  0.53  0.04  0.028  < .001  0.014  
SelfR&SelfA Spearman's rho 0.234  0.208  0.147  0.424 ** 0.39 ** 0.359 ** 
 df 51  51  51  51  51  51  
 p-value 0.091  0.135  0.294  0.002  0.004  0.008  
Bal.I Spearman's rho 0.225  0.098  0.258  0.16  0.36 ** 0.241  
 df 51  51  51  51  51  51  
 p-value 0.105  0.486  0.062  0.251  0.008  0.083  
AcadP&Exp Spearman's rho 0.436 ** 0.282 * 0.289 * 0.365 ** 0.392 ** 0.416 ** 
 df 51  51  51  51  51  51  
 p-value 0.001  0.041  0.036  0.007  0.004  0.002  
CompB Spearman's rho 0.425 ** 0.266  0.168  0.384 ** 0.358 ** 0.382 ** 
 df 51  51  51  51  51  51  
 p-value 0.002  0.055  0.229  0.004  0.008  0.005  
IP TOTAL Spearman's rho 0.468 *** 0.201  0.332 * 0.468 *** 0.526 *** 0.464 *** 
 df 51  51  51  51  51  51  
 p-value < .001  0.149  0.015  < .001  < .001  < .001  
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Figure 1 

 Moderator Model 
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Appendix A 
Participant Consent Form 

You have been invited to take part in a research study to investigate how teacher social 
and emotional competencies impact classroom management practices and teacher well-
being. 

This study will be conducted by Anna Lagos Kalargiros, Department of Psychology, St. 
John’s College of Liberal Arts and Sciences, St. John’s University, as part of her doctoral 
dissertation. Her faculty sponsor is Dr. Imad Zaheer, Department of Psychology, St. 
John’s College of Liberal Arts and Sciences, St. John’s University. 
  
If you agree to be in this study, you will be asked to do the following: 

 1. Complete a questionnaire. 

 2. Permit the researcher to observe you once in the classroom. 

Participation in this study will involve no more than 30 minutes of your time to complete 
the questionnaire and allow a researcher to observe you in the classroom for up to 10 
minutes. There are no known risks associated with your participation in this research. 
Although you will receive no direct benefits, this research may help us better understand 
how to better support teachers by recognizing the impacts their social and emotional 
competencies may have on their classroom management practices and their own well-
being, which ultimately impact student outcomes.  
Confidentiality of your research records will be strictly maintained by keeping participant 
consent forms separate from data to make sure your name and identity will not become 
known or linked with any information you provided. Personally identifiable information 
will be replaced with research identification codes (ID codes). Access to these codes will 
be limited to the investigator and faculty sponsor. Master lists will be stored separately 
from the data and destroyed as soon as reasonably possible. Data obtained from 
electronic questionnaires and from paper questionnaires will be stored in password-
protected computers and files. Participants who choose paper-format questionnaires 
should know that paper questionnaires will not have identifiable information, and will be 
shredded as soon as data is retrieved from them. 
Your responses will be kept confidential with the following exception: the researcher is 
required by law to report to the appropriate authorities, suspicion of harm to yourself, to 
children, or to others.  

Participation in this study is voluntary. You may refuse to participate or withdraw at any 
time without penalty. For the questionnaire, you have the right to skip or not answer any 
questions you prefer not to answer. Nonparticipation or withdrawal will not affect your 
professional position. This study is non-related to the institution you work in and will not 
impact your position in any way.    
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If there is anything about the study or your participation that is unclear or that you do not 
understand, if you have questions or wish to report a research-related problem, you may 
contact Anna Lagos at 917-378-9103, anna.lagos21@stjohns.edu, or the faculty sponsor, 
Dr. Imad Zaheer, at 718-990-5928, zaheeri@stjohns.edu. 
  
For questions about your rights as a research participant, you may contact the 
University’s Institutional Review Board, St. John’s University, Dr. Raymond 
DiGiuseppe, digiuser@stjohns.edu or Christina Costello, IRB Coordinator, 
costellc@stjohns.edu. 

You have received a copy of this consent document to keep. 
  
Agreement to Participate 

 Do you accept the terms and conditions of this study? 

o    Yes, I accept the terms and conditions of this study and consent to participate. 

o No, I do not accept the terms and conditions of this study and do NOT consent to 
participate.  

  

  

____________________          __________________     ____________ 

Name                                             Signature                                   Date 
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Appendix B 
Demographics Questionnaire 

 
How do you identify?  
1. Male  
2. Female 
3. Nonbinary 
4. Transgender Female 
5. Transgender Male 
6. Gender Variant/Non-

Conforming 
7. Prefer to self-describe 

______ 
8. Prefer not to answer 

 
What is your age?_________ 

 
Marriage status 

1. Engaged/ Married 
2. Divorced 
3. Never been married, Single 
4. Widow 

 
Do you have any children? 

1. Yes 
a. If yes, how many? 

________ 
2. No 

 
Which best describes your Race? 

1. American Indian or Alaska 
Native 

2. Asian 
3. East Asian/ South Asian  
4. Black/African American  
5. Native Hawaiian or Other 

Pacific Islander  
6. Caucasian/White 
7. Caribbean  
8. Mixed 
9. Other 

 
What is the highest level of 
education you have completed?  

1. Bachelor’s degree  
2. Master’s degree  

3. Education specialist or professional 
diploma based on at least 1 year of 
courses past a Master’s degree level 

4. Doctorate 
 

How many years have you been teaching? 
_______________ 

 
What subject area did you receive your 
teaching certification? Choose ALL that 
apply 

1. Special Education 
2. English 
3. Math 
4. Science 
5. Social Studies 
6. Reading 
7. Language (Spanish, Italian, French, 

etc.) 
8. ENL 
9. Special Areas (Music, Art, STREAM, 

etc.) 
10. Primary K-6 
11. Early Childhood Pre-K & K 
12. Secondary 7-12 
13. Provisional 
14. Other_________________ 

Which subject do you currently teach? 
_______________________ 
How long have you had professional 
development in Social Emotional Learning?  

1. None 
2. one day in-service (upto 1.5 hours) 
3. seminar (few days) within one year 
4. 1 semester class (3 months) 
5. repeated PD in SEL  

How many years have you been teaching 
Social Emotional Learning (this includes 
embedding SEL within your curriculum of 
the subject you teach)?_______________
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Appendix C 
Self-Assessing Social and Emotional Instruction and Competencies:  

A Tool for Teachers 
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Appendix D 

Classroom Management Observation Tool (CMOT) 
 

Classroom Management Observation Tool (CMOT)  
(Simonsen et al., 2020)  

Overview. The CMOT includes two components: (a) observation items, which have been validated 
for informing decisions about relative strengths/needs with positive and proactive classroom 
management, and (b) a checklist of empirically-supported practices to “look for” periodically.    
  
Instructions.  Complete observation items routinely to inform decisions about professional 
development, and complete checklist periodically to check presence/absence of empirically-
supported practices.  
  

  
Educator 
______________________   Observer____________________________  
  

  
Date___________________________
__________  
  

Grade Level ___________________    Content Area: 
______________________  
  

Time Start_________  Time 
End _________  
  

Instructional Activity:  
  
Group size: □whole class   □small group    
  

Setting notes:  

  
CMOT Observation Items  

Assess implementation of positive and proactive classroom management practices.  
  

Positive and Proactive Classroom 
Management Practices  Please complete this 
portion of the CMA after observing an educator 
for a minimum of 15 minutes of instruction.  

1 =  
Disagree 
strongly  

2 =  
Disagree

  
Somewh
at  

3 =  
Agree  

Somewh
at  

4 =  
Agree 

strongly  

1. The educator effectively engaged in active 
supervision of students in the classroom (i.e., 
moving, scanning, interacting).a  

1  2  3  4  

2. The educator effectively provided most/all 
students with opportunities to respond and 
participate during instruction.b  

1  2  3  4  

3. The educator effectively provided specific 
praise to acknowledge appropriate 
student academic and social behavior.c   

1  2  3  4  

4. The educator provided more frequent 
acknowledgement for appropriate behaviors 
than inappropriate behaviors (+ to - ratio).  

1  2  3  4  

 . Effective active supervision includes systematic scanning, unpredictable movement, and interactions 
spread across students.  
a. Effective OTRs provide opportunities to various numbers of students using various opportunity and 
response modalities.) c Effective specific praise names the behavior and is contingent, genuine, and 

contextually/culturally appropriate.  
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CMOT Checklist  

Periodically, check for evidence of the following effective classroom management practices.  
  
Check for Evidence of Classroom Structure and Expectations        
1. The educator posted schedule for the day and/or class activity.   ◻ 

Yes  
◻ 
No  

2. The educator posted 3-5 positively stated behavioral expectations in the 
classroom.  

 ◻ 
Yes  

◻ 
No  

3. The physical arrangement of the room was appropriate for the activity.d   ◻ 
Yes  

◻ 
No  

4. The educator developed routines for the day and/or class activity. e   ◻ 
Yes  

◻ 
No  

5. The educator taughtf and promptedg 3-5 positively stated behavioral 
expectations.   

 ◻ 
Yes  

◻ 
No  

6. The educator selected and implemented additional consequence strategies, 
if appropriate, to support student behavior. h   

 ◻ 
Yes  

◻ 
No  

d Physical arrangement (seating assignments, furniture arrangement, etc.) is designed to maximize structure and minimize 
distraction. e Students demonstrate fluency with routines, educator provides lesson plans, and/or educator references 
previously taught routines. f Students demonstrate fluency with expectations, educator provides lesson plans, and/or 
educator references previously taught expectations.  
g Effective prompts are delivered before a behavior is expected and make it more likely for students to engage in appropriate 
behavior for the given activity/environment. h Additional consequence strategies may include classroom systems to 
acknowledge appropriate behavior or consequences to respond to  
inappropriate behavior; effective implementation is consistent, systematic, and accompanied by behavior-specific feedback.  

Simonsen, B., Freeman, J., Kooken, J., Dooley, K., Gambino, A. J., Wilkinson, S., VanLone, J., 
Walters, S.,  
Byun, S. G., Xu, X., Lupo, K., & Kern, L. (2020). Classroom Management Observation Tool (CMOT). 
Storrs,  
CT: University of Connecticut. Retrieved from: https://nepbis.org/classrooms-data-tools-
resources/   

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  

https://nepbis.org/classrooms-data-tools-resources/
https://nepbis.org/classrooms-data-tools-resources/
https://nepbis.org/classrooms-data-tools-resources/
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Appendix E 
Professional Quality of Life (ProQOL) 

 
COMPASSION SATISFACTION AND COMPASSION FATIGUE   (ProQOL) VERSION 5 (2009)  

When you [teach] people you have direct contact with their lives. As you may have found, your compassion for those 
you [teach] can affect you in positive and negative ways. Below are some questions about your experiences, both 
positive and negative, as a [teacher]. Consider each of the following questions about you and your current work 
situation. Select the number that honestly reflects how frequently you experienced these things in the last 30 days.   

1=Never  2=Rarely  3=Sometimes  4=Often  5=Very Often  

  

1. I am happy.   
2. I am preoccupied with more than one person I [teacher].   
3. I get satisfaction from being able to [teach] people.   
4. I feel connected to others.   
5. I jump or am startled by unexpected sounds.   
6. I feel invigorated after working with those I [teach].   
7. I find it difficult to separate my personal life from my life as a [teacher].   
8. I am not as productive at work because I am losing sleep over traumatic experiences of a person I  
  [teacher].   

0. I think that I might have been affected by the traumatic stress of those I [teach].   
0. I feel trapped by my job as a [teacher].   
0. Because of my [teaching], I have felt "on edge" about various things.   
0. I like my work as a [teacher].   
0. I feel depressed because of the traumatic experiences of the people I [teach].   
0. I feel as though I am experiencing the trauma of someone I have [teached].  
0. I have beliefs that sustain me.   
0. I am pleased with how I am able to keep up with [teaching] techniques and protocols.   
0. I am the person I always wanted to be.   
0. My work makes me feel satisfied.   
0. I feel worn out because of my work as a [teacher].   
0. I have happy thoughts and feelings about those I [teach] and how I could help them.   
0. I feel overwhelmed because my case [work] load seems endless.   
0. I believe I can make a difference through my work.   
0. I avoid certain activities or situations because they remind me of frightening experiences of the   people I 
[teach].  

0. I am proud of what I can do to [teach].   
0. As a result of my [teaching], I have intrusive, frightening thoughts.   
0. I feel "bogged down" by the system.   
0. I have thoughts that I am a "success" as a [teacher].   
0. I can't recall important parts of my work with trauma victims.   
0. I am a very caring person.   
0. I am happy that I chose to do this work.  

 
 

PROFESSIONAL QUALITY OF LIFE SCALE (PROQOL)  
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Appendix F 
Teacher Social Emotional Competencies Descriptions  

 
Competency Definition Teacher SEC presentation 

Self-Awareness Understanding one’s 
emotional, personal 
goals, and values 
including knowing 
one’s strengths and 
limitations, possessing a 
sound sense of self-
efficacy and optimism, 
and having positive 
mindsets.  

Among teachers this may be evident 
by teachers’ awareness of 
knowledge, skills, and abilities that 
they have or need to develop, their 
sense of self-efficacy about their 
work, and their positive states of 
mind about their own and students’ 
current abilities and future 
development. 
Socially and emotionally competent 
teachers understand that their 
behaviors are influenced by multiple 
personal factors, such as their 
background experiences, 
personality, emotions, knowledge 
base, opinions, and attitudes. They 
are also aware that their students’ 
behaviors are influenced by equally 
distinct personal factors and that 
teachers must bridge differences 
with their students to build strong 
interpersonal relations and engage 
students in learning.  

Self-Management Regulating one’s 
thoughts, emotions, and 
behaviors; managing 
stress; motivating 
oneself; and setting 
adaptive goals.  

In the classroom, this competency 
may manifest as teachers’ efforts at 
regulation in order to engage 
respectfully with students and 
manage stress, their enthusiasm and 
engagement in their work, and their 
ability to set clear and effective 
goals.  
Socially and emotionally competent 
teachers can identify their own 
positive and negative emotions in 
interactions with students, parents, 
and colleagues, and manage their 
emotions as necessary to promote 
classroom differences.  

Social Awareness Taking the perspectives 
of others (including 
those from diverse 
backgrounds), 

In teachers’ work, this may be 
visible in teachers’ efforts to 
acknowledge and empathize with the 
perspectives of students, their 
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empathizing and feeling 
compassion for others, 
understanding social 
norms for behavior, and 
recognizing resources 
and supports from 
family, school, and the 
community.  

families, and colleagues; teachers’ 
sense of compassion towards 
students, their families, and 
colleagues; knowledge of social 
norms for appropriate conduct in 
their interactions with different 
members of the school community, 
and knowledge of resources that 
may support their teaching and 
students’ learning. 
In particular, socially and 
emotionally competent teachers 
recognize that perspectives differ 
according to age, gender, and 
social/ethnic/educational/economic 
backgrounds.  

Relationship 
Skills 

Establishing and 
maintaining high-
quality relationships by 
communicating clearly, 
listening to and 
cooperating with others, 
negotiating conflict 
appropriately, and 
seeking and offering 
help.  

In the classroom, this may manifest 
as teachers’ ability to interact in 
caring and constructive ways with 
students, utilize and model 
appropriate conflict resolution 
strategies, and seek or offer help to 
students as needed. 
Socially and emotionally competent 
teachers establish and maintain 
healthy and rewarding relationships 
with students, parents, and 
colleagues. They are able to prevent, 
manage, and resolve interpersonal 
conflict between themselves and 
students, parents, and colleagues, 
and deal with conflict with students, 
through prosocial, cooperative 
behaviors and respecting and being 
empathetic to others.  

Responsible 
Decision Making 

Capacity to make 
constructive and 
respectful choices 
regarding one’s 
behavior and social 
interactions by 
considering ethical, 
safety, social, and well-
being concerns for 
oneself and others.  

In teachers’ work, this involves 
responsible decision making with 
respect to students, their families, 
and colleagues; using pedagogy that 
is respectful to students; and, 
considering the well-being of 
students and colleagues (i.e., 
adjusting activities if students are 
struggling or if a student is unwell). 
Social and emotionally competent 
teachers use multiple forms of 
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evidence to make decisions about 
instruction, classroom management, 
and interactions with students, 
students’ parents and colleagues. 
They objectively consider the well-
being, needs, and academic goals of 
individual students and of their 
class, and they balance awareness of 
students’ emotional and academic 
needs when making both long-term 
and short-term decisions.  
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