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About this report

This report analyzes the influence of Social and Emotional Learning (SEL) on student-
level outcomes over time. Using the logic model created in 2016–2017 (Appendix A in 
the full report; Lamb, 2018), which posits that as a result of strong SEL implementation, 
students’ perceptions of school climate, performance on the State of Texas Assessments for 
Academic Readiness (STAAR), attendance, and teacher ratings of their students’ SEL-related 
personal development skills (elementary school students only) will increase over time while 
discipline and reliable integrated trend scores (RITS; middle and high school students 
only) will decrease over time. Prior evaluation reports published by AISD’s Department of 
Research and Evaluation (DRE) have examined these relationships at the school level (Lamb 
2016, 2017) and have found that the degree to which SEL was implemented with fidelity 
was more strongly related to positive program outcomes than was years of participation in 
SEL. To conduct similar analyses at the student level is difficult due to student mobility over 
time (and within a single school year), lack of implementation ratings for the first few years 
of SEL, and a dramatic change to the implementation rubric in 2016–2017. To approximate 
the relationship between implementation and outcomes, students’ 2014–2015 ratings of 
school climate, and teachers’ 2013–2014 ratings of their students’ SEL-related personal 
development skills (elementary school students only), which are both known to positively 
relate to high levels of SEL implementation (Lamb 2016, 2017), were used to predict 
2017 outcomes, controlling for years of participation in SEL (for an overview of these 
relationships, see Figure 1). This research brief summarizes results from these analyses. 
Additionally, this report summarizes findings related to longitudinal student-level analyses 
based on student ethnicity.

Figure 1. Relationships Between SEL Implementation, Students’ Perceptions of Climate, SEL-
Related Personal Development Skills, and Outcomes of Interest

Note. The dashed arrow indicates a known relationship that cannot be tested at the student-level. Light arrows 
indicate known relationships at the school-level, and dark arrows indicate relationships that were tested in this 
report.



Student-level outcomes, 2011 through 2017

Data Analyzed in 
This Report

AISD’s Student Climate 
Survey
In 2012–2013, some schools  
participated in the online 
administration of the 
Student Climate Survey. 
This allowed students’ 
responses to connect with 
other existing AISD data. 
Participation in online 
survey administration 
was low until 2014–2015. 
Identified student-level 
data from the Student 
Climate Survey was 
included from 2014–2015 
through 2016–2017.

SEL-Related Personal 
Development Skill 
Report Card Ratings
Each 9 weeks, elementary 
school teachers (pre 
kindergarten through grade 
6) rate their students’ 
SEL-related personal 
development skills on a 1 
= rarely to 4 = consistently 
scale. Five common skills 
were averaged at the final 
9-week period for students 
with scores during each 9 
weeks. 

Attendance
AISD records were 
gathered for student-
level attendance data 
from 2010–2011 through 
2016–2017.

Reliable Integrated 
Trend Scores (RITS)
RITS are used by AISD 
staff to identify struggling 
middle and high school 
students and to identify 
and celebrate areas of 
students’ success. Final RITS 
from 2014–2015 through 
2016–2017 were included in 
this report.

Did students who participated in SEL for more years 
experience better outcomes than did their peers who 
participated in SEL for fewer years? 

The percentage change in student-level outcomes (i.e., students’ ratings of climate over 
time, attendance over time, STAAR NCE scores over time) was calculated. Differences in 
these changes were analyzed based on years of participation in SEL. Results from these 
analyses found few instances in which students who had participated in SEL for a longer 
period of time also experienced more positive changes in outcomes of interest (i.e., 
attendance, school climate, STAAR NCEs) than did their peers who had participated in SEL 
for fewer years. However, positive results were found when examining Student Climate 
Survey items believed to relate directly to effective SEL implementation. Specifically, 
students enrolled in high school in 2016–2017 who participated in SEL for more years 
experienced significantly greater improvement over time on their ratings of school climate 
than did their peers who participated in SEL for fewer years (Figure 2). Most notably, high 
school students’ belief that their “Classmates show respect to other students who are 
different” increased more from 2014–2015 to 2016–2017 for students participating in SEL 
for more years than for students participating in SEL for fewer years. Too few matched 
cases were found at the elementary school level to examine student-level school climate 
outcomes over time.

Figure 2. Perceptions of school climate improved significantly more for high school students 
participating in SEL for more years than for students participating in SEL for fewer years.

Source. 2014–2015 through 2016–2017 matched student responses to the Student Climate Survey
* Percentages are significantly different from each other within survey item where p < .05.
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Student-level outcomes, 2011 through 2017

Which student-level factors predicted 2016–2017 
outcomes?

STAAR NCE scores. Analyses were conducted to determine which factor (i.e., teachers’ 
2013–2014 ratings of their students’ SEL-related personal development skills and students’ 
2014–2015 ratings of climate) predicted students’ performance on 2016–2017 STAAR 
math and reading, controlling for length of participation in SEL, and 2014–2015 STAAR 
performance. Results showed that for students enrolled in elementary school in 2016–2017, 
receiving high ratings from their teachers for taking responsibility for their own actions 
in 2013–2014 predicted their 2016–2017 math and reading performance.1 Additionally, 
for elementary school students believing that their classmates respected each other in 
2014–2015 significantly predicted STAAR reading and math performance in 2016–2017. 
At the middle school level, believing that their classmates showed respect to each other in 
2014–2015 significantly predicted students’ 2016–2017 STAAR math performance. Finally, 
students who received high ratings from their teachers on their ability to take responsibility 
for their own actions in 2013–2014 also significantly predicted their 2016–2017 STAAR math 
and reading performance. 

Similar analyses were conducted separately based on students’ racial group. Results found 
that for African American and Hispanic elementary school students, 2013–2014 ratings 
from their teachers of their ability to take responsibility for their own actions significantly 
predicted their 2016–2017 STAAR math performance. This same result was found for 
Hispanic and White elementary school students when predicting STAAR reading (Table 1, 
Appendix B).

Attendance. Next, analyses were conducted to determine which factor(s) related to student 
climate and SEL-related personal development skills predicted 2016–2017 attendance, 
controlling for student participation in SEL and 2010–2011 attendance. At the elementary 
school level, the number of years a student participated in SEL negatively predicted 2016–
2017 attendance. This result could be related to attendance generally declining as students 
progress in school. At the middle school level, however, stating that they liked to come to 
school in 2014–2015 and taking responsibility for their own actions in 2013–2014 predicted 
students’ attendance in 2016–2017.

Examining the data based on students’ racial group found that at the elementary school 
level, 2014–2015 ratings of “My classmates show respect to each other” negatively predicted 
Hispanic school students’ 2016–2017 attendance. It could be that this negative relationship 
is due to attendance rates generally declining in the upper grades. However, at the middle 
school level, for Hispanic students stating that they liked to come to school in 2014–2015 
significantly predicted 2016–2017 attendance. Additionally, for White middle school students 
taking responsibility for their own actions in 2013–2014 and believing that their classmates 
showed respect to each other in 2014–2015 positively predicted 2016–2017 attendance. 
Finally, White students enrolled in high school in 2016–2017, stating that they liked to come 
to school in 2014-2015 positively predicted 2016–2017 attendance (Table 2, Appendix B).

1 Detailed results, including p-values and Beta weights, are included in the full report (Lamb, 2018). 
STAAR math and reading performance was assessed using NCEs (see sidebar for more information).

Data Analyzed 
in This Report, 
Continued

STAAR
STAAR reading and math 
data from 2014–2015 
through 2016–2017 were 
analyzed in this report. 
To examine students’ 
performance on STAAR 
over time, scores were 
converted to normal 
curve equivalent (NCE) 
scores, or NCEs. NCE scores 
convert scale scores to 
a percentile rank within 
grade. These scores are 
then converted to a 
standard scale such that 
the numbers range from 
0 to 100. Doing so allows 
scores to be averaged, 
compared over time, and 
tested for significance (for 
more information, please 
read this publication by 
the Institute of Education 
Sciences).

Years of SEL 
Participation
The number of years 
students participated in 
SEL was computed. Student 
data were gathered from 
2010–2011 with subsequent 
years added such that 
any new student was 
added to the file, and 
any student no longer in 
AISD was removed. Years 
of participation were 
computed based on when 
a student entered AISD 
and when the school the 
student attended joined 
SEL. For example, if a 
student was enrolled in 
AISD in 2011–2012 at a 
school joining SEL in 2011–
2012, SEL participation was 
6 years. If the student was 
enrolled in AISD in 2011–
2012 at a school joining 
SEL in 2015–2016, SEL 
participation was 2 years.

https://ies.ed.gov/ncser/pubs/20133000/pdf/20133000.pdf
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Students’ SEL-related personal development skills. Elementary school students’ ratings of student climate 
in 2014–2015 were used to predict how their teachers rated them across an average of five SEL-related personal 
development skills (i.e., takes responsibility for own actions, respects self and others, manages emotions 
constructively, interacts cooperatively with peers, and interacts cooperatively with adults), controlling for 2013–2014 
SEL-related personal development skill ratings and years of SEL participation. Results showed that students believing 
that adults at their school listened to students’ ideas and opinions predicted their average 2016–2017 personal 
development skill ratings.

Examinations across student racial groups found that for African American and White elementary school students, 
believing that adults at their school listened to their ideas and opinions in 2014–2015 significantly predicted 2016–
2017 personal development skill ratings, controlling for 2013–2014 SEL-related personal development skill ratings 
and years of SEL participation (see Table 3 in the Appendix).

Conclusion

Taken together, these results corroborate those found at the campus level (Lamb, 2018), highlighting the importance 
of improving students’ perceptions of school climate to address long-term outcomes, such as academic achievement 
and attendance. Additionally, analyses based on student racial groups found similar results. These results also speak 
to the importance of SEL specialists’ work with school leaders to improve school climate. School leaders can use 
the results presented in this report to seek out ways to specifically improve how students feel about their school, if 
they feel respected, and if they like to come to school. Doing so will build a strong foundation not only for improving 
students’ experiences in school but also for lifelong outcomes. 

http://www.austinisd.org/dre
http://twitter.com/AISD_DRE
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Appendix B
Table 1. 
Predicting 2016–2017 STAAR Math and Reading Performance, by Level and Ethnicity.

Source. 2014–2015 through 2016–2017 matched student responses to the Student Climate Survey; 2013–2014 through 2016–2017 teacher ratings of 
students’ personal development skills, and 2014–2015 through 2016–2017 student performance on STAAR converted to NCE scores. 
Note. Student groups with fewer than 30 students were excluded from analyses. 
üindicates a positive significant relationship predicting STAAR performance, p < .10; — indicates a significant negative relationship predicting STAAR 
performance, p <.01; † indicates a non-significant relationship predicting STAAR performance; blank cells indicate too few cases for analyses.

Table 2. 
Predicting 2016–2017 Attendance, by Level and Ethnicity.

Source. 2014–2015 through 2016–2017 matched student responses to the Student Climate Survey; 2013–2014 through 2016–2017 teacher ratings of 
students’ personal development skills, and 2010–2011 through 2016–2017 AISD attendance data. 
Note. Student groups with fewer than 30 students were excluded from analyses.
üindicates a positive significant relationship predicting attendance, p < .10; — indicates a significant negative relationship predicting attendance, 
p <.01; † indicates a non-significant relationship predicting attendance; blank cells indicate too few cases for analyses. There are fewer elementary 
school students in this sample because fewer elementary students enrolled in 2016–2017 were enrolled in AISD in 2010–2011.

Race/ethnicity

My classmates show respect to each other
(2014–2015 Student Climate Survey)

Takes responsibility for own actions
(2013–2014 teacher report card ratings of 

students’ SEL-related personal development skills)

Years of SEL participation

Math Reading Math Reading Math Reading

Ele
m

en
ta

ry

African American 
(n = 37)

† † ü † † —

Hispanic 
(n = 303)

† ü ü ü — †

White 
(n = 414)

ü ü † ü — †

Se
co

nd
ar

y

African American
(n = 21)
Hispanic
(n = 286)

† † ü ü † †

White
(n = 325)

† † † ü † †

Race/ethnicity

I like to come to school (2014–
2015 Student Climate Survey)

My classmates show respect to 
each other (2014–2015 Student 

Climate Survey)

Takes responsibility for own actions
(2013–2014 teacher report card ratings 

of students’ SEL-related personal 
development skills)

Years of SEL 
participation

Ele
m

en
ta

ry

African American 
(n = 21)

Hispanic 
(n = 192)

† — † —

White 
(n = 51)

† † † †

M
id

dl
e

African American 
(n = 21)
Hispanic 
(n = 276)

ü † † †

White 
(n = 305)

† ü ü †

Hi
gh

African American
(n = 83)

† † † †

Hispanic
(n = 921)

† † ü —

White
(n = 422)

ü † † †



Appendix B, continued
Table 3. 
Predicting Elementary School Students’ 2016–2017 SEL-Related Personal Development Skills, by Ethnicity.

Source. 2014–2015 through 2016–2017 matched student responses to the Student Climate Survey; 2013–2014 through 2016–2017 teacher ratings of 
students’ personal development skills.
Note. Student groups with fewer than 30 students were excluded from analyses. 
üindicates a positive significant relationship predicting SEL-related personal development skills, p < .10; — indicates a significant negative relation-
ship predicting SEL-related personal development skills, p <.01; † indicates a non-significant relationship predicting SEL-related personal develop-
ment skills; blank cells indicate too few cases for analyses.
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Race/ethnicity Adults at this school listen to student ideas and opinions 
(2014–2015 Student Climate Survey)

Years of SEL participation
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African American 
(n = 36)

ü †

Hispanic 
(n = 339)

† †

White 
(n = 480)

ü ü


