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Abstract

Emotional literacy interventions have been suceggsfincreasing classroom
organization and emotional climate. However dititbs been reported on the effects of
these interventions on conflict resolution and iicadions for youth violence and
aggression. The aim of this thesis is to deterrttiresarly effects of an emotional literacy
intervention (RULER) on conflict resolution skills middle school aged children by
examining the link between RULER and conflict resioin, including emotion regulation
as a mediator. This was done using a multi-methudti-level approach. Data from 57
sixth-grade classrooms (N=754) were analyzed aridded conflict resolution scores
and emotion regulation scores. Multi-level mediattmalyses showed that there was no
early effect of RULER on conflict resolution or etiom regulation, and therefore, there
was no mediation. However, interaction analysesaked that RULER significantly and
positively impacted boys’ scores but was less ssgfoéin increasing scores of Hispanic
students. The discussion highlights the potenti@ of emotional literacy interventions
in promoting emotion management and effective ecfésolution skills and reducing
violence and aggression.

Introduction

Inspired by recent violent events that have beenming frequently throughout
the U.S., the present analysis examines the patbywayhich an emotional literacy
intervention (RULER) affects children’s conflicts@ution skills by acting first on their
ability regulate their emotions. In the contextlod present analysis, conflict resolution is
defined as a student’s ability to recommend appatgsolutions to interpersonal
conflicts while considering both parties’ positiorSmotion regulation is defined as a
student’s ability to regulate feelings in himsalfherself and toward others in order to
promote personal understanding and growth (Mayal, @003; Brackett & Salovey,
2006). The following introduction seeks to helpders understand the link between
these two important interpersonal and intrapersskils and the broader issues of
violence and bullying.

On April 2, 2014, a mass shooting occurred at Hoxad, Texas, that claimed the
lives of four people, including the gunman, andiiaf 16 people. This incident is one in
a string of tragic violent episodes that has tgdece over the past few years. It is
reported that there have been 93 mass shootirgs states between January 2009 and
September 2013, including the tragic shooting teatilited in 20 child fatalities at Sandy
Hook Elementary School in Newtown, Connecticut (leémith, 2013). Following the
incident in Newton, CT, President Barack Obamaedalbr meaningful action, saying
that as a country, we had been through tragedigs kind too many times (Wing, 2013).
Yet, these tragedies have still continued to oetw@warming rates. Even more
disappointing is that while the number of violemerts gaining national attention is
increasing, there are even more occurring daischmools and neighborhoods that are too
often overshadowed. According to the Center faeBse Control and Prevention, in
2010, there was an average of 13 victims of horaibetween the ages of 10 to 24 each
day in the U.S. In a 2011 nationally represemasiample of youth in grades 9 through



12, 32.8% of students reported being in a physight in the previous year and 16.6%
reported carrying a weapon in the 30 days pri@oiopleting the survey (CDC, 2012).

It is important to note that violence and abus@aioalways result in fatalities and
are not always physical. Bullying, both physicatlanon-physical, can lead to
depression, low self-esteem, isolation, anger,exticeme violent measures
(stopbullying.gov, n.d.). In 2011, 20.1% of stutdeim a nationally representative sample
of youth in grades 9 through 12 reported beingiédlat school in the previous year, and
16.2% reported being bullied electronically (CDO12).

While socioeconomic background, gender, race, apdsire to violence in the
media all influence behaviors and can facilitamamce (Thompson & Kyle, 2005), a
commonly shared experience of those who act aaggeessor, bully, or attacker is that
they themselves were once bullied. According tolkelgian stage development theory,
bullying is a result of power differentials and miaalization of those deemed less
powerful (as cited in Thompson & Kyle, 2005). Sdimes those who are bullied have
been rejected by social hierarchy and are deniedssary exposure to social interactions
that challenge them to build their moral reasorskigls (cognitive disequilibria). They
may be rejected by social hierarchy because ofatheficiencies they developed during
primary socialization by parents, which influendesir behavioral responses and makes
their social discomfort apparent to their peerdh(®ert-Reichl, 1999 as cited in
Thompson & Kyle, 2005). Kohlberg’s theory of stadevelopment states that moral
reasoning develops in stages throughout life, &ashges that take place during puberty
are physical, cognitive, and include moral reaspnampathy and emotional responses
(Fabes, 1999 as cited in Thompson & Kyle, 2005m&ry socialization, which occurs at
the parental or guardian level, is a key factot Has been noted as deficient or missing
in the lives of many aggressors. Children who lashthrough violence are described as
ill-prepared to handle stress and their deficiendyehavioral regulation highlights the
need for interventions to prevent conflict in sclsgqd@hompson & Kyle, 2005). An
important fact to remember and that underscoreadbd for early intervention is that the
strongest predictor of adolescent and adulthoodesg@n is the level of aggression
displayed during childhood (Watson et al, 2004).

Watson et al describe risk factors that lead tdotieakdown of healthy
development and result in aggressive and violenawer as analogous to objects that a
juggler must keep in the air simultaneously. Wheare objects are added, it becomes
easier for the juggler to lose control. Howeveis not simply the number of objects to
be juggled that can cause a break down. The sbageand weight of the objects also
impact the control that the juggler is able to naim Similarly, the number and type of
challenges that people face make the different@mthey cope and when or if they
reach their breaking point. Further, it is pokesthat children do not master normative
development because of allostatic load. Allostata refers to repeated cycles of
change and perturbations in homeostasis from cigdkeand stressors that eventually
cause children to have underdeveloped normativaviets and react to challenges
through aggression (Watson et al, 2004). This exsigks the need for better emotion
regulation skills and improved conflict resolutigkills.



Research has shown that victims of bullying lagkoal emotional skill, which
contributes to risk for psychological dysfunctiatdr in life (Olweus, 1994; Perry,
Willard & Perry, 1990; Neary & Joseph, 1994 ascite Wilton et al, 2000). The ability
to cope with situations that produce negative affeessential to adaptive functioning,
and emotion regulation skill underlies the abityregulate behavior and produce
appropriate emotional responses (Kopp, 1989 ad citiVilton et al, 2000). In early
childhood, children are able to rely on parentsetyulate their emotions and provide
primary socialization. However, as they becomeo&hd spend more time in the
absence of their parents, it is critical that they able to regulate their own emotions and
behaviors (Kopp, 1989 as cited in Wilton et al, 00Emotion regulation is of high
importance to social competence and differencedility to manage emotions lead to
two groups of responders, which Wilton et al calégive and aggressive (in the context
of bullying victimization). They report that diffences in coping styles have implications
for resolution of conflicts, and that it is moreesgically the management of negative
emotions that produces effective coping skills @ras & Folkman, 1989 as cited in
Wilton et al, 2000).

A study conducted by Wilton et al observed eletagnschool victims of bullying
and categorized their conflict resolution strategis either problem-solving with the goal
of de-escalating the conflict or aggressive with tbnsequence of perpetuating the
conflict. They found that the victims’ observesglss of coping with conflict (bullying)
were amplifications of their emotional displays,igfhinfers that emotion and emotion
regulation are determinants of coping and confésblution skills. The study also found
that victims of bullying were deficient in emotidrskills and thus made undesirable
coping and resolution choices (Wilton et al, 2000).

Research has also shown that emotion regulatiorwamigol of impulses is
supported by cognitive skills called higher ordenking. It also suggests that early
higher order thinking plays a central role in sbc@mpetence and is an important
predictor of future socioemotional issues (Sco#lgP013). A study conducted to
examine the association between higher order thgn&nd specific components of social
competence in black boys in prekindergarten prograonoss six states in the U.S. found
that the boys who had more proficient higher otterking exhibited better social
competence in the areas of behavior regulationtiemoegulation, and social
communication skills (Scott et al, 2013).

Given the extensive research that has linked cwgrskills and emotion
regulation to better conflict resolution skills asmcial competence, emotional
intelligence is widely recognized as being critigainportant. While there are various
definitions and conceptualizations of emotionatlingence, it has been described by
Mayer & Salovey as the intersection between thaitivg and emotional systems of the
personality (Mayer & Salovey, 1995). Accordingheir model, it is the ability to
monitor one’s own feelings and those of otherslisoriminate among them, and to use
those abilities to guide one’s thinking and actiokis emotionally intelligent person is
described as one who regulates his or her emadiorsrding to a logical and consistent



model of emotional functioning (Mayer &Salovey, 539 Emotional intelligence has
been broken down into four abilities, called bragg;tthat in aggregate define the skills
necessary to be socially competent. The four bresehe perceiving, using,
understanding, and managing emotions.

The RULER Approach

One approach to emotional intelligence that hageslin popularity in recent
years is called RULER. The RULER Approach to Sioama Emotional Learning seeks
to improve the quality of classroom interaction®tigh professional development and
incorporation of emotional intelligence into classm curricula (Hagelskamp et al,
2013). RULER is based on the achievement modeitelligence and targets five
important emotion skills: recognizing emotions meseelf and others, understanding the
causes and consequences of emotions, labelingamotith accurate vocabulary words,
and expressing and regulating emotions appropyialRULER targets emotions because
of the growing evidence that links emotion skiissbcial competence and overall
wellbeing (Hagelskamp et al, 2013).

The proximal outcomes of RULER are enhanced ematilitieracy skills and
enhanced emotional climate in the classroom, sc¢laool at home. The primary distal
outcomes are enhanced academic performance, rahaijoquality, and health and
wellbeing. RULER is two-pronged and combines pgsienal development for teachers
and school leaders and curriculum for studentschasditeracy and building of social
and emotional skills. In phase | of RULER implenaion, teachers and students learn
the anchor tools that serve the purpose of strengtly relationships within the
classroom and building a foundation for learnind s@aching emotional literacy
(Brackett et al, 2011). The anchor tools arendésl to prevent bullying and promote the
proximal and distal outcomes of RULER and the @or@petencies of Social and
Emotional Learning (SEL): self-awareness, self-nganaent, social awareness,
relationship skills, and responsible decision mgkin

The first of the four anchor tools is the Chart€he Charter is a mission
statement developed by students and teachersutizies the feelings that each member
of the learning community (classroom, school, et@ts to experience. The Charter
identifies the behaviors that promote those fesliaigd provides strategies for coping
with conflict or uncomfortable feelings (BrackettRivers, 2014). The second anchor
tool is the Mood Meter. The Mood Meter is a tdwtthelps students and other
community members accurately identify their feediniguild self and social awareness,
expand their emotion vocabulary, set goals for bmay would like to feel each day, and
create strategies to achieve those goals. Teaalsersise the Mood Meter to determine
how to instruct the class depending mood stateetlass. The third anchor tool is the
Meta-Moment. The Meta-Moment helps students andratbmmunity members enhance
self-regulation and reflective skill by teachingith to recognize “triggers” and respond
to them effectively. It teaches teachers and stisd® be their best selves, and also helps
them react more positively to triggers by aimindéomore preventative than reactive.
The last anchor tool is the Blueprint. The Bluaphelps students and stakeholders learn
how to manage interpersonal conflicts. It helpsritto become effective problem



solvers and develop empathy for others, which I¢a@sdecrease in violence and
bullying (Brackett & Rivers, 2014).

In phase Il of RULER implementation, teachers asttbsl leaders are trained in
the Feeling Words Curriculum that is administer@dtudents. The curriculum
encourages students and their educators to exdh@remotional aspects of personal
experiences, academic work and societal issues.F&hkling Words Curriculum consists
of 12 units that are to be implemented over thesmof one academic year. Each unit
focuses on one feeling word, such as commitmeanitjraciudes five lessons or steps that
familiarize students with the feeling word. Teachare instructed to incorporate the five
lesson units into regular class instruction andadicgted two weeks per unit. The five
steps in order of application are: teachers intcedhe feeling word to the students
through a personalized connection, students corthedeeling word to current issues or
academic material, students display their undedstgrof the word through a visual
activity or performance, students talk with thamily members about the feeling word
and write a summary about their conversations,lasitl/, the class as a whole discusses
methods by which to manage emotions associatedtietfeeling word or that surface
during conversations with their families. The twaimtargets of RULER are quality of
classroom social and emotional interactions andtiemal literacy skills of students and
teachers. RULER has been implemented in kindeng#nteugh & grade classrooms
and is in the process of being implemented at itje $chool level. It provides curricular
components to be utilized throughout the academac gnd daily teaching tools for
educators (Hagelskamp et al, 2013).

There have been large randomized controlled taatsreviews of the RULER
approach that have assessed its effectivenesgpnowing classroom environments,
emotional support and instruction, and academigeaement (Rivers et al, 2013;
Hagelskamp et al, 2013). The present analysisskton the impact of emotional
intelligence education through the RULER approatleanflict resolution skills, which
as previously discussed are vital to maintainingad@ompetence and avoiding violent
conflicts. My primary hypothesis is that the RULBRproach is positively associated
with conflict resolution skills through emotion rdgtion skills. In other words, the
RULER approach influences emotion regulation, whinapacts conflict resolution
ability and acts as a mediator between RULER amdicbresolution. Based on the
previously mentioned studies that suggest mingraie more often involved in fights
and victims of violence, and that boys react mggressively to conflict than girls, my
secondary hypothesis is that the changes in emggguiation and conflict resolution as
a result of the RULER intervention will be greafer girls and non-minority students
(Scott et al, 2013; Wilton et al, 2000).

Present Analysis

The present analysis is a secondary analysis afatdiiected as part of a 2 year,
cluster randomized controlled trial of the RULERagach in fifth and sixth grade
classrooms that was conducted from 2008 to 20tBuilds upon previous findings that
RULER has been successful in improving classroagarmzation and emotion and
instructional support (Hagelskamp et al, 2013¢xtiends those findings by examining



the impact of RULER on students’ conflict resoluatkills, and by testing whether those
impacts are mediated by improvements in emotionlatign skills.

Methods
Participants

In the original study, the sample consisted oftieas and students from schools
in the Roman Catholic Diocese of Brooklyn and QgedlY. There were 62 schools,
155 English Language Arts (ELA) classrooms, an@8 &udents in the sample after
randomization. School size ranged from 178 to @86325.92, SD=97.06) and an
average of 66.85% (SD=32.30%) of students were ntie® (Rivers et al, 2012).

In the present analysis, participants included 1stBdents from 66 fifth and
sixth-grade English Language Arts (ELA) classrodram 52 schools. Of the 52
schools, 28 were randomized to the comparison tondand 24 to the RULER
condition. Three hundred seventy-three (33.0%hefstudents did not have scores for at
least one of the variables of interest (conflictolation skill, emotion regulation) for at
least one of the time points of interest (baseMesr 1 fall, Year 1spring). The 373
students with missing scores were excluded fronptesent analysis, leaving 754
students within 57 classrooms and 45 schools twhsidered (24 schools were in the
comparison condition, and 21 were in the RULER doma).

At baseline, these schools ranged in size fronudestits to 37 students. The
average number of students per school was 16.7664D5). The classrooms ranged in
size from 5 students to 26 students, with an aweodd 3.23 (SD=4.629) students per
classroom. 51.3% of the included sample was femBlack/African-American and
Hispanic students made up 59.7% of the includedkgndvhite/non-Hispanic students
made up 25.7%, and Asian students comprised 11{8Pe ancluded sample. The
average baseline emotion regulation skill and ectfésolution skill scores of the
included sample were 105.7(SD=13.1) and 3.0 (SD=0e8pectively.

Procedures

Recruitment of schools took place in January 2@88, baseline data collection
occurred in April and May of 2008. Conditions wassigned randomly to schools in
July 2008. Training for the RULER schools bega®atober 2009 and the intervention
was implemented immediately following training asahtinued until the end of the
school year. Follow up data were collected oveiople of 8 weeks at four time points
after initial implementation of the interventionemthe course of two years. The four
time points were: Year 1 in October/November of@00ear 1 in April/May of 2009,
Year 2 in October/November of 2009, and Year 2 mmilAViay of 2010.

Data Collection

Each period of data collection assessed emotiamnatgn skills and conflict
resolution skills, among many other interpersokdlss and classroom and school level
variables. Students in both the comparison and RRIté&nditions were asked to
complete the MSCEIT branch-4 scale for emotion rganeent and the Conflict
Resolution Skill Scale.
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Measures

Emotion regulation. Emotion regulation was assessed with the fourthdbraf
MSCEIT (Mayer-Salovey-Caruso Emotional Intelligefiast). This branch of
emotional intelligence measures one’s ability utate feelings in oneself and others in
order to promote personal understanding and gr¢8dlovey et al, 2003). Managing
emotions encompasses being able to monitor, dis@ba and label one’s feelings.
Emotion regulation was assessed with an 18 item BI$®ranch 4 scale that asks
students to determine how effective different actiovould be in achieving the desired
outcome in a situation in which individuals regel#teir own emotions. The scale also
requires students to determine how effective adtitva actions would be in achieving an
emotional outcome involving other people. Studeesponded to each question using a
5-point-Likert-type scale (1=not at all helpful;\&ery helpful). Higher scores indicate
greater emotion management (lowest=50, highest=E#pvey & Grewal, 2005).
Students who score between 50-70 are identifietbading improvement. Students who
score between 70-90 are encouraged to continudogéve their skills. Those who score
between 90-110 are identified as competent. Stadent have scores between 110-130
are considered skilled. Finally, students who hsoares between 130-150 are considered
experts in emotion regulation (Mayer, Salovey, &@a, 2001) The Chronbachiof
the Emotion Management scale is 0.96, which indg#tat is a highly reliable measure.

Conflict resolution. Conflict resolution was assessed using the Conflict
Resolution Skill Scale from the Development Stud@ester (Student Questionnaire,
Child Development Project for Elementary Schooldsnts (Grades 3-6), 2000). The
scale consists of 8 items to which students respotidone of five possible responses
(A-E), ranging from aggressive (score=1) to compsimg (score=5).

Higher scores indicate greater conflict resolusé&ill. The scale measures
students’ ability to recommend solutions to intespaal conflicts while considering both
parties’ positions. For example, the first itenthie scale presents students with the
following prompt: “Suppose you put your pencil dofan a minute and a boy in your
class comes along and takes it. You ask him te gilack, but he says “no.” What
would you do next?” The answer choices are: A.eTile pencil away from him; B. Tell
him that you really need your pencil to finish youork; C. Ask the teacher to make him
give it back; D. Help him try to find another pdnaor tell him he can use yours after you
are finished with it; E. Tell him that you will hitim or take something of his if he
doesn’t give back your pencil (Development Studiesiter, 2000). The Chronbachis
of the Conflict Resolution Scale is .83, which attes high reliability.

Analysis
Preliminary procedures

In order to determine how missing data might infices the results and how
excluded cases differed from included cases, tlBecd@ges with missing data were
selected and a new dataset was created that ceditairty their scores for the variables
of interest. Descriptive statistics were condudtedetermine the ethnic makeup, gender
ratio, number of students in the comparison cooditiompared to the RULER condition,
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and the mean baseline scores for conflict resaiwglall and emotion regulation in the
excluded sample. Cross tabulations were also coeduc determine the ethnic makeup,
gender ratio and baseline conflict resolution amé#on regulation scores by condition.
Then, the number of students in the excluded samiptewere missing either one or both
variables of interest at single or multiple asses#gmime points was determined.

After analyzing the excluded sample, similar dgsore statistics were conducted
on cases in the included sample in order to detegrthie ethnic makeup, gender ratio and
variable scores generally and by condition. Ireotd assess normality (skewness and
kurtosis) of conflict resolution and emotion redida variables, tests of normality were
done and their complementary histograms were aedlyin preparation for multilevel
mediation modeling, the Asian/Pacific Islander, Matial, and Other race categories
were combined into one category called ‘Other’. M itbe race categories were made
into dummy variables with ‘White/non-Hispanic’ dgsated as the reference. In order to
determine how many students there were per sctiwotjata were aggregated by school
ID and two datasets were created, one for studentshe other for schools. The school
level dataset included the condition variable, erelchild level dataset included emotion
regulation skill scores, conflict resolution slgtiores, race/ethnicity, and gender.

Differences between included and excluded samples. Tables 1 and 2 show
characteristics for both included and excludedesttsl Overall, students from ethnic
minority groups were underrepresented in the exaduwhmple, there was a higher
proportion of males in the excluded sample comp#redncluded sample, and a slightly
higher percentage of students in the excluded sampte assigned to the RULER
condition compared to the included sample. RaleeiEty was a potential confounder in
both the included and excluded samples. Baseliokesdor emotion regulation and
conflict resolution did not differ by sample.

There were lower proportions of black/African-Angam and Asian/Pacific
Islander students in the excluded sample compar#tktincluded sample (24.9% vs
34.5% and 4.8 vs 11.8, respectively). Compardbeoncluded sample, there was a
greater proportion of White/non-Hispanic studentthie excluded sample (37.3%vs
25.7%, respectively). There was a higher proportibmales in the excluded sample
compared to the included sample (55.5% vs 48.7¢emwely). In both the included
and excluded samples, more than half of the stgdeete assigned to the RULER
condition (59.2% and 55.0% respectively), whichi¢ates that ‘missingness’ was not
associated with randomization. The mean baselioesdor emotion regulation skill and
conflict resolution skill did not differ betweenelincluded and excluded samples
(emotion regulation skill: 105.7+13.1 vs 105.0+£13d5pectively; conflict resolution
skill: 3.0+0.9 vs 3.1+0.8, respectively)able 2 shows that in both the included and
excluded samples, race/ethnicity was significaatigociated with condition (p=0.003
and p=0.025, respectively).

Preliminary diagnostics. The distributions of both variables (emotional

regulation and conflict resolution) were examinébtiaseline to assess assumptions of
normality. According to West, Finch, and Currargeskess greater than 2 and kurtosis
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greater than 7 are causes for concern (West, Ffizttan, 1995). In this case, both
variables had skewness statistics less than 2 amaosks statistics less than 7, thus
meeting normality guidelines.

Analytic Plan. To test the hypothesis that emotion regulatiorl skédiates the
relationship between RULER and the students’ coinfésolution skills, a multilevel
modeling framework was used to account for theatedesign of the study in which
students were nested within schools. All multilewedeling was done using version
6.02 of Hierarchical Linear Modeling (HLM) (Raudeush & Bryck, 2002).

Table 1.

Intercorrelations Among Variables in a Two-Level d&b With Students Nested Within Schools

Variable 1 2 3 4 5 6
Level 1: Students (N=754)

1. Black/African-American 1.00

2. Hispanic -0.43**  1.00

3. Other race -0.03***  -0.23*** 1.00

4. Gender -0.26 -0.05 -0.03 1.00

5. Emotion regulation skill -0.09***  -0.03 0.08* 0.20*** 1.00

6. Conflict resolution skill -0.16**  0.01 -0.03  0.11*  0.30*** 1.00
Level 2: Schools (N=45)

1. Condition 1.00

Student race was dummy coded with White as theaefe.
*p<0.05, *p<0.01, **p<0.001

Multilevel mediation modeling. HLM was used in the analysis because of the
nested design of the study. There were two ledeiisterest, students (level 1) who were
nested within schools (level 2). Multilevel medaatiof emotion regulation on the
association between condition and conflict resofutvas tested using the following
steps:

Step 1: First, condition (the independent variable) labe correlated with conflict
resolution (the dependent variable).

Step 2: Next, condition must be associated with emotegutation (mediator).

Steps 3 & 4: Lastly, when condition is controlled, there mhistan association between
emotion regulation (the mediator) and conflict tason (the dependent variable).
Further, when emotion regulation is taken into actpthe association between condition
and conflict resolution should be of lesser magtetar become non-significant
(MacKinnon, 2008; Krull & Macinnon, 1999; Preacl&Haynes, 2008 as cited in Reyes
et al, 2012).

13



Step 1
Level-1 Model: Conflict resolutigiFfe; + B1j (gender)+ Boj(African-American)
+ Bsj(Hispanic) + B4(Other); + 1

Level-2 Model:Boj= yo0 + c(condition) +

Step 2
Level-1 Model: Emotion regulatigapo; + B1j(gender)+ Bj(African-American)
+ Bsj(Hispanic) + B4(Other); + 1

Level-2 Model:Bo= y00 + @ (condition)+ Wy

Steps3 & 4
Level-1 Model: Conflict resolutigfBe; + Bij(gender)+ Boj(emotion regulatior)
+ B3j(African-American) + B4(Hispanicy + Bsj(other); + r;

Level-2 Model:Bo= yoo + €’ (condition) + w;

Final multilevel equation

Level-1 Model: Conflict resolutigaBe; + B1j(Gender)+ By(African-American)
+ B3j(Hispanic) + B4(Other); + Bs(Emotion regulation)tr;

Level-2 Model:Bo= oo + Yo1(condition) +uy;

After adjusting for gendeg(;), race P12}, Bsj, B4j), the presence of emotion
regulation as a mediatdss{), and the error term that corresponds to the eséichmean
in level 1 of the final two-level model;{; conflict resolution skill score for a student, i
in a schoaol, j, is dependent upon the average icondisolution skill score in the school
(Boy)- In level 2, the adjusted conflict resolutionls&core mean for students in each
school @) is dependent upon the grand meypg){ condition {o1), and the error term
associated with the estimated meag) (u
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Table 2.

Mediation Analysis: Association Between ConditiardaConflict Resolution Skill Through Emotic
Regulation Skill

Step 1 (ICC=1.10%) Step 2 (ICC=3.75%) Steps 3&4(ICC=6.74%)
Conflict resolution skill Emotion regulation ski Conflict resolution skill
Variable Y SE Y SE Y SE
Intercept 2,77 0.11 103.60*** 1.37 0.94** 0.30
Level 1 covariates
Black/African-American -0.44*** 0.12 -3.16** 1.46 -0.39*** 0.12
Hispanic -0.17 0.11 -1.33 1.49 -0.16 0.12
Other race -0.20 0.13 2.28 1.78 -0.26* 0.12
Gender 0.22%** 0.09 5.46%** 0.98 0.12 0.08
Level 1 mediator
Emotion regulation 0.02*** 0.00
Level 2
Condition 0.11 0.10 -0.51 1.21 0.12 0.10
Fit statistics
R(* o) 0.06 0.80 0.80
R(+?) 0.85 0.05 0.05
o x2(df 7.98(1)

Student race was dummy coded with White as theeete
*p<0.05, **p<0.01, **p<0.001

Figure 1. Model: How emotion regulation skill mediates the@sation betwee
condition (RULER approach) and conflict resolutskill

—_— B S
ab

Pathways

Path c from the independent varie (condition) to the outcomigonflict
resolution)is a direct effect. Path ¢’ represents the mediafect, with emotiol
regulation skill acting as the mediator. Path adnisndirect effect, which associates
RULER approach and conflict resolution through a@orotegulation. (cf. Bracket
Palomera, Mojs#&aja, Reyes, & Salovey, 2010
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Effect size

Effect sizes, denoted dswere calculated using the formués y/(too+ 622 y
is the association between the predictor and theome. 1o ando? in this equation are
taken from the unconditional model and represembttween- and within-groups
variances, respectivelyd is comparable to Cohen’s d (1988), which is intetgd as: d
of 0.2: small, d of 0.5: moderate, and d of 0.8yda

Results
Descriptive analyses

The average baseline conflict resolution skill @antbtion regulation skill scores
at the school level were 3.02(SD=0.332) and 105DR8{.98) respectively. The
minimum conflict resolution skill score at the sohtevel was 2.32 and the maximum
was 3.70. The minimum emotion regulation skillrecat the school level was 95.45 and
the maximum was 121.92. The average baseline emgulation skill score of the
comparison group was 105.5(SD=13.2) and 105.9(SB¥12 the RULER group. The
average baseline conflict resolution skill scoréhaf comparison group was 3.0(SD=0.9)
and 3.0(SD=0.9) in the RULER group. As shown iatkd in Table 2, race/ethnicity
was significantly associated with condition forbttie included and excluded samples
(p=0.003 and p=0.025, respectively). In other gprdce/ethnicity was a potential
confounder of the relationships between conditeanotion regulation skill, and the
outcome of interest, conflict resolution skill. &er, on the other hand, was not
significantly associated with condition in both theluded and excluded samples
(p=0.892 and p=0.872, respectively).

Table 3. Description of the sample
Students (N=1127)

Included (n=754) Excluded(n=373)

Variable M+SD n % M£SD n %
Race/ethnicity
White/non-Hispanic 194 25.7 139 37.3
Black/African-American 260 345 93 24.9
Hispanic 190 25.2 105 28.2
Asian/Pacific Islander 89 11.8 18 4.8
Multiracial 8 1.1 9 2.4
Do not know 13 1.7 9 2.4
Gender
Male 367 48.7 207 55.5
Female 387 51.3 166 445
Condition
RULER 446 59.2 205 55.0
Comparison 308 40.8 168 45.0
Main variables
Emotion regulation skill  105.7+13.1 105.0+13.0
Conflict resolution skill 3.0+0.9 3.180.
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Table 4. Description of sample by condition
Students (N=1127)

Included(n=754) Excluded(n=373)
Comparison RULER Comparison RULER
n % n % p n % n % p

Gender 0.892 0.872

Male 218 48.9 149 40.6 113 55.1 94 56.0

Female 228 51.1 159 411 92 449 74 44.0
Race/ethnicity 0.003 0.025

White/non-Hispanic 102 229 92 29.9 81 .539 58 34.5

Black/African-American 145 335 115 37.3 4823.4 45 26.8

Hispanic 120 26.9 70 227 49 239 56 33.3

Asian/Pacific Islander 61 13.7 28 9.1 12 5.9 6 3.6

Multiracial 5 1.1 3 1.0 6 92 3 1.8

Do not know 13 2.9 0 0.0 9 4.4 0 0.0

Table 3 represents the intercorrelations amongbbas included in the analysis.
Among level-1 variables, Black/African-American wagnificantly associated with
lower emotion regulation skill scores (p<0.001) aodflict resolution skill scores
(p<0.001). Gender was significantly associatedh \wigher emotional regulation skill
scores (p<0.001) and conflict resolution skill ®0p<0.01). Other race was
significantly associated with higher emotion regjola skill scores (p<0.05). Emotion
regulation skill was significantly associated whiigher conflict resolution skill
(p<0.001). There was only one variable, conditeirievel-2, which was completely
correlated with itself, as expected.

In the unconditional model for conflict resolutiskill, the intraclass correlation
(ICC) at the school level (level 2) was 9.98% amel CC at the child level (level 1) was
90.02%. This indicates that 90.02% of the varratioconflict resolution skill score
occurred at the level of the students, or was dubssimilarities among students. Only a
small proportion of the variation in conflict restbn skill score occurred at the school
level. Similarly, in the unconditional model fametion regulation skill, the majority of
variation in emotion regulation skill score occurie the child level. The ICC at the
school level (level 2) was 3.76%, while the ICQGha child level (level 1) was 96.24%.

Multilevel Mediation Analyses

Steps1and 2. As shown in table 4, there was not a significaatn effect of
condition on conflict resolution skill after conliing for all covariates (t=1.108,
p=0.274$=0.12). This means that the conflict resolutiorl skdores for the RULER and
comparison groups did not differ significantly. Adiugh condition was not associated
with the dependent variable, | proceeded to test#sociation between condition and
emotion regulation, the mediator. There was nag@ificant main effect of condition on
emotion regulation (t=-0.424, p=0.683;0.52) either, meaning that the RULER and
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comparison groups did not differ significantly imetr emotion management skill. Table
4 shows that in step 1 the amount of variationanflect resolution skill score at the child
level that could be explained by the model was %.1dhe amount of variation in

conflict resolution skill score at the school letlght could be explained by the model was
35.77%. In step 2, the model of the associatiawden condition and emotion
regulation, the amount of variation in emotion fegjon skill score at the school level
that could be explained by the model was 8.41%lexthe amount of variance at the
child level that could be explained by the mode$\8a75%.

Steps 3 and 4.
The goal of step 3 in mediation analysis is to aeiee the effect of the mediator,
(emotion regulation) on the dependent variable fimdmesolution skill) when
controlling for the independent variable (condi}ios shown in table 4, higher scores
on emotional regulation skill were positively assbed with conflict resolution skill
scores (t=7.004, p<0.0@£0.02). Conflict resolution skill scores increasgd0.02
points for every one unit increase in emotion ragjah skill.

In step 4 of mediation analysis, the associatidwéen condition and conflict
resolution skill would have to be of lesser magiétor non-significant in order to show
either partial or complete mediation. Because ttmrdwas significantly associated with
neither conflict resolution skill nor emotion regtibn skill, a test of partial or complete
mediation was not necessary. However, it can béraoed from table 4 that the
association between condition and conflict resofuskill was not significant and did not
decrease when emotion regulation taken into accdinet final parameter estimate was
negligibly higher than the firs{ =0.12 vsy=0.11; t=1.299, p=0.20850.13).

In the final model, the amount of variance in catftesolution skill score at the
school level that could be explained by the modsd W8.96%, while the amount of
variance at the child level that could be explaibgdhe model was 6.74%.

Additional findings

When not considering condition, on ageraBlack/African-American students
had significantly lower conflict resolution scotésn White students (t=-3.84, p<0.001,
6=-0.45). The mean conflict resolution score ofdRIAfrican-American students was
0.44 points lower than the mean score of Whiteesitsal On average, girls had
significantly higher conflict resolution scores thaoys (t=2.51, p=0.013=0.22). The
mean conflict resolution score for girls was 0.2@s higher than the mean score of
boys. On average, Black/African-American studerais lower emotion regulation scores
than White students (t=-2.98, p=0.083;3.20). The average conflict resolution score for
Black/African-American students was 3.14 pointsdothan the mean score for White
students. On average, girls had higher emotionlagéign scores than boys (t=5.40,
p<0.001,6=5.58). The average emotion regulation skill s¢oreyirls was 5.46 points
higher than the average score for boys.

When controlling for condition and cafesiing the association between emotion
regulation skill and conflict resolution skill, Rl/African-American and Other race
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students had significantly lower conflict resolutiecores than Whites. While
Black/African-American students still had signifintey lower conflict resolution scores
than White students when emotion regulation wasidaned, the T ratio became less
negative and closer to 1, which suggests that tiwaiflict resolution scores were more
similar to the scores of White students (t=-3.84=¢8.424). Interestingly, when
considering conflict resolution scores without dffects of emotion regulation and
condition, students who identified as Other haddpwonflict resolution scores than
White students, but the difference was not sigaifiqt=-1.52, p=0.12%= -0.21).
However, when emotion regulation was consideredcandition was controlled,
students who identified as Other had significatdlyer scores that White students and
the T ratio became more negative, or farther frgmi2.05, p=0.409=-0.27). This
suggests that conflict resolution scores of stuglesio identified as Other became
significantly more different from the conflict rdaton scores of White students when
variance due to emotion regulation skill was actedtior in the model.

Interactions

Effects of Gender*Condition on Conflict Resolutihill

Level-1 Model

Y= Boj + Brj(gender) #3,;(emotion regulation skill)+ Bsj(African-American) +
Baj(Hispanic) + Bsi(Other) + ;

Level-2 Model

Boj= Yoot 701(condition) +lo;
Blj: Y10t yn(condition)
B2i= Y20

Bsj= v30

Bai= a0

Bsj= Ys0

To determine if the effects of condition@mnflict resolution skill varied by gender,
a cross level interaction was performed by additeyra for the interaction of condition
and gender to the final two-level model. The iation term was significantly
associated with conflict resolution skill. Withime RULER condition, girls’ average
conflict resolution score was significantly loweanh the average score for boys. On
average, girls within the RULER condition obtairsedres that were 0.31 points lower
than the average score for boys (t=-2.03, p=&84).32).
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Figure 2.
Interaction: Gender*Conditn

HLM 2-Way Interaction Plot
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In Figure 2., 0.0 on the-axis represents the comparison condition anc
represents the RULER. Th-axis represents conflict resolution scores. Thediashec
line corresponds to girls and the black solid toeresponds to boys

Effects of Race*Conditioon Conflict Resolution Sk

Level-1 Model

Y= B + Pj(gender) 4B(emotion regulation skil, + Bzj(African-American) +
Baj(Hispanic) + Bsj(Other) + r;

Level-2 Model

Boj: Yoot 701(condition) +Uoj
Blj: Y10t yn(condition)
B2j= v20

B3j= Y30 T y31(condition)
B4j: Yaot y4l(condition)

B5j= Ys0 T y51(condition)
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Next, interaction terms for race by condition wadeled to the model to determine if the
effects of the intervention on conflict resolutidiffered by race. Interestingly, after
adding the interaction terms for race by conditimthe model, the association between
African-American race and conflict resolution skilhs no longer significant. Within
the RULER condition, although the average confisolution skill score for African-
American students was lower than the average $opmhite students, the difference
was not statistically significant (t=-0.40, p=0.68;0.03). A similar effect was seen for
the association between Other race and confliclu@en skill (t=1.16, p=0.255=0.29).

Effects of Gender*Condition on Emotion RequlatidqllS

Level-1 Model
Y= Boj + B1j(gender) B,i(African-American) + Bsj(Hispanic) + B4j(Other) + r;

Level-2 Model

Boj= Yoot 701(condition) +lo;
Blj: Y10t yn(condition)
B2i= Y20

Bsj= Y30

Baj= a0

To determine if the effects of condition on emotregulation skill differed by gender, a
cross level interaction was performed by addingrentfor the interaction of gender by
condition to a two-level model in which emotion uéagion skill was the outcome. The
interaction was not significant, meaning that tin@acts of RULER on average emotion
regulation skills for girls did not differ signifamtly from the average score for boys
within the RULER condition (t=-0.85, p=0.485-1.7).

Effects of Race*Condition on Emotion RequlationIBKki

Level-1 Model
Y= Boj + B1j(gender) B,i(African-American) + Bsj(Hispanic) + B4j(Other) + r;

Level-2 Model

Boj= Yoot 701(condition) +o;
B1j= Y10

B2= 20t y21(condition)

B3j= Y30t 'Y31(C0nditi0n)
ﬁ4j: Yaot y4l(condition)

Only the interaction term for Hispanic race/ethtyiddy condition was statistically
significant. The average emotion regulation scoreHispanic students within the
RULER condition was 5.20 points lower than the agerscore for White students (t=-
2.15, p=0.03$=-5.31). African-American students and students wleatified as other
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no longer had significantly lower average emotiegulation skill scres than White
students, whiclsuggests that once variation in condition effasts function of race wi
accounted for, there was no statistically deteetdiference in scores between wt
students and black students and students who figeindis Other and white studen

Figure 3.
Interaction: Race/Ethnicity (Hispanic)*Conditi

HLM 2-Way Interaction Plot
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In Figure 3., 0.0 on the axis represents the comparison condition and bx@sent:
RULER. The red dashed line represents Hispaniestsdand the black solid lir
represents white students.

Discussion

Inconsistent withmy hypotheses, no significant direct or indiregaasations
between condition and conflict resolution < were found Emotion regulation skill di
not mediate the relationship between the conddiath conflict resolutic skill after
controlling for race and genc. Schools randomly assigned to the RULER condi
implemented the RULERNchor tools ar Feeling Words Curriculum in Englis
Language Arts (ELAElassrooms and treed teachers to help studertsamine the
emotional aspects plersonal experiences, academic materials and ¢wavent.
Schools in the noRULER comparison condition did not implement thelirey Words
Curriculum into normal class instructioPrevious research has shown that the RU
approachimpacts emotional, instructional, and organizatiauelity of middle schoc
classrooms after a two year irementatiorperiod, and that schools assigned to
RULER condition are rated more favorably in the domof emotione (as well as
instructionaland organizatical) quality tharschools not assigned to RULE
(Hagelskamp & Brackett)However, in the present analysis, the RULER cooddid
not have aignificant effect oreither emotion regulation skilir conflict resolution skl.
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It did show, as expected, that emotion regulatlothwas significantly associated with
conflict resolution skill (Table 3 and Table 4)hénull findings for the main effect may
be due to the time points at which the mediator@ntdome scores were examined. The
RULER intervention was implemented in schools dfiercourse of two years, but the
present analysis focused on student scores callafter only one year.

While the primary mediation hypothesis was not sufgal, the analysis revealed
other interesting and important significant asstomns. Black/African-American
students had significantly lower average emotigulaion and conflict resolution skills
scores than White/non-Hispanics. On average, lgatssignificantly higher emotion
regulation skill and conflict resolution skill sesrthan boys. These findings are
consistent with research that suggests that giel$ess involved in violence and fighting
than boys, and that boys tend to employ more agiyeemethods of conflict resolution
while girls are more likely to employ avoidant medis. The results also support research
that shows that black teens are more often witsesSeiolence and victims of violent
threats than white teens, and that African-Amesdaave been less successful than
members of other races in avoiding and resolvingliobs (Scott et al, 2013; Hausman et
al, 1994).

Research has also shown that adolescents knowitherice can be avoided, but
they lack knowledge of behavioral options and méshaf conflict resolution (Hausman
et al, 1994). This research and the resultseptiesent analysis underscore the need for
interventions that teach adolescents how to reg@at understand their emotions and
translate that understanding into improved expoesand conflict resolution skill. While
girls had significantly higher emotional regulatiand conflict resolution skills scores
than boys and White/non-Hispanic students had fsignitly higher emotion regulation
and conflict resolution skills scores than blacksan-Americans, they were still
considered only competent in emotion regulatiofisskiccording to MSCEIT scoring
guidelines. This further indicates that thereoism for improvement for all
races/ethnicities and both genders. A competanesacknowledges that one is capable
of resolving conflict and processing emotions, heeveit also suggests that one is not
completely comfortable with certain strong emotiansl makes attempts to disengage
from or avoid them (Mayer et al, 2001).

Given the results of the present analysis and pusviesearch that has revealed
differences in resolution and emotion managemaiis s boys and girls and among
different races, tailored approaches to interverstisuch as RULER might be considered
in the future. Examination of intervention fidglivould also be warranted, to determine
if differences in implementation affected outcomerss and explains score variation.

The interaction between gender and condition hgwifstant effects on conflict
resolution skills. On average, girls within the RER. condition had lower conflict
resolution skills scores than boys within the caindi This is an interesting finding
because overall, girls had significantly higherfonresolution skills scores than boys.
It is possible that because girls within the RUL&Rdition had higher average baseline
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scores than boys within the condition, the inteti@nhad a stronger effect on boys and
increased their scores more significantly.

When considering the interaction of race and camditAfrican-American
students and students who identified as Other mgelohad significantly lower conflict
resolution skills scores than White students, winieght indicate that the RULER
condition had significant positive effects on tloaftict resolution skills of African-
American students and students who identified &&0t

No significant effects were observed in the modelduto determine if effects of
condition on emotion regulation skills differed ggnder. However, there were
significant observations for the model that examlitiee effects of condition on emotion
regulation skills by race. African-American studeand students who identified as Other
no longer had significantly lower average emotieguiation skills scores than white
students. Hispanic students, on the other hartsigaificantly lower average scores
than White students, differing by 5.20 points. sTiiggests that within the RULER
condition, African-American students and student® wdentified as Other were
positively impacted by the intervention such tlnit scores were more similar to those
of their White peers. However, Hispanic studenthiwthe RULER condition did not
experience the same positive effects and experieiess improvement than their
counterparts.

Limitations, Strengths & Future Directions

It is important to note limitations of the analysi®ne of the most important
limitations to discuss is time points that weresdofor the analysis. Although the
intervention was implemented over a two-year perilbd analysis only focused time
points of the first year of intervention. There nrat have been sufficient time for
significant changes in these skills to be obseatdtie time points examined in this
analysis. In the future, it would be importantdok at students’ progression and
changes in scores over the full two-year implemterigeriod in order to have a better
understanding of the effects of the RULER interi@mbn emotion regulation and
conflict resolution skills.

Another limitation might be that the implementatiiithe intervention was the
responsibility of teachers at the schools recruibedhe study. There could have been
differential implementation of the curriculum evmough the teachers were trained in
the RULER program. This could also be relatecheolarge number of cases (students)
that were missing scores for emotion regulatiofl akid conflict resolution skill.

Further, the present analysis was limited in itfitglto determine why 373 students were
missing data and how their scores might have diffédrom those students who had data
for all three time points of interest.

As seen in the tables of scores from baseline Br(gpring), scores for emotion
regulation and conflict resolution dropped fromdiae to time 1 for all racial groups
(except white/non-Hispanic), both genders, and botiditions. This could be due to the
extended length of time between baseline colleatiostores in April/May and the
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implementation of the intervention in October.thirs time away from school and class
instruction, students may have had personal expagethat altered their abilities to
properly regulate emotions and resolve conflictmay have lacked proper social
guidance and discipline that they were likely tpexence while in school.

While multilevel mediation analysis was used in pihesent analysis, only two-
level models were constructed that accounted ®n#sting of students within schools.
Although there were no variables examined at taestbom level in this analysis, a
three-level model to account for students beingatewithin classrooms that were nested
within schools would have provided more informatadrout the proportion of variability
at each level (child, classroom or school). Thisld have provided a bit of insight into
teachers’ delivery of the intervention.

Despite the few aforementioned limitations, thesprg analysis and the original
study had many strengths. First, both had vegelaample sizes (N= 754 and N=3,824,
respectively). Second, randomization allowed fardsstribution of males and females to
the two conditions such that gender was not sicguifily associated condition. The use
of HLM to account for the nested design of the gt@dthough only at two levels, was a
great strength of the present analysis. It allofe@ more accurate representation of the
proportion of variation in scores at the schookleand child level.

In the future, it would be important to examine ¢ regulation as a mediator
of the relationship between RULER and conflict teBon only for boys within the
sample. While overall, girls had higher emotionul@gon and conflict resolution scores,
the results of the condition by gender interactewealed that boys within the RULER
condition benefitted more than girls from the inttion. Further, it would be
interesting to examine primary socialization andig@support as moderators of the
association between condition and conflict resofutiFinally, it would also be useful to
determine if emotion regulation mediates the refeghip between condition and stress.

Conclusion

Primary socialization and social support are altfactors in the development of
normative behaviors and social competence (Thomfskyle, 2005). However, when
they are lacking and children face challenges eir twn, adequate emotion regulation
and conflict resolution skills can help them oveneothose challenges more effectively.
The results of the present analysis suggest thigt @aotional literacy interventions such
as RULER can increase children’s conflict resolusills and help them become better
problem solvers. These findings could also havgontant implications for adolescents
and adults because decreasing propensity for egjgneat an early age decreases
adolescent and adulthood aggression. The abfligynmtional literacy interventions to
reduce aggressive behaviors, teach children hanateage their emotions and navigate
interpersonal interactions could have a meaningfdl positive impact on the rate at
which violent episodes have been occurring througtize country.
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Appendix

|. Excluded sample description

Six students were missing baseline scores for imbmésolution skill, 62 were missing
scores for the first time point assessment of adiiésolution skill, and 79 were missing
scores for the second time point assessment. Nidhe students was missing scores for
all three assessments. Eighty-seven students wisstnignbaseline assessment scores for
emotion regulation skill and 99 were missing tinas$essment scores. Eight students
were missing both baseline and timel emotion réigulaassessment scores. Two
students were missing baseline assessment scotastifioconflict resolution skill and
emotion regulation. Similarly, two students wenssmg timel assessment scores for
both conflict resolution skill and emotion regudatiskill.

II. Tablesof average emotion regulation and conflict resolution scores from
baselineto Time 2

Table 1. Average Emotion Regulation & Conflict Riesion Skills Scores From Baseline to Time 2 By
Condition

Baseline Time 1 (fall) Time 2 (spring)

Condition/Variable M + SD M + SD M + SD
Comparison
Emotion Regulation Skill 105.5+13.2 105.334 106.4 +14.4
Conflict Resolution Skill 3.0+£0.9 2t71.0 27+1.0
RULER
Emotion Regulation Skill 105.9+12.8 104.733 107.5+13.0
Conflict Resolution Skill 3.0+0.9 280.9 28+1.0

Table 2. Average Emotion Regulation & Conflict Blesion Skills Scores From Baseline to Time 2 by
Race/Ethnicity

Baseline Time 1 (fall) Time 2 (spring)

Race/Variable M £ SD M + SD M + SD
White/non-Hispanic

Emotion Regulation Skill 108.5+11.3 106.43.1 109.0 £ 13.8

Conflict Resolution Skill 3.2+0.8 3.0+0.9 3.0+0.9
Black/African-American

Emotion Regulation Skill 102.4 +13.4 10318.1 105.8 +13.2

Conflict Resolution Skill 28+09 52+1.0 25%+1.0
Hispanic

Emotion Regulation Skill 106.6 + 12.9 104.44.9 105.3 £14.9

Conflict Resolution Skill 3.0+£09 27%+1.0 27+1.0
Other

Emotion Regulation Skill 106.0 +11.3 10£.713.1 108.7 +13.4

Conflict Resolution Skill 3.3+0.9 2710 26+1.0
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Table 3. Average Emotion Regulation Skill ConflRgsolution Skills Scores From Baseline to Time 2 By
Gender

Baseline Time 1 (fall) Time 2 (spring)

Gender/Variable M+ SD M+ SD M + SD
Female

Emotion Regulation skill 107.8+12.5 107.120 110.0+11.2

Conflict Resolution Skill 3.0+0.8 &+ 1.0 28+1.0
Male

Emotion Regulation Skill 103.4 +13.2 102.347 103.5 +15.6

Conflict Resolution Skill 29+0.9 62+ 1.0 26+1.0

Table 4. Average Emotion Regulation & Conflict Resion Skills Scores From Baseline to Time 2 By

Race within Condition

Baseline Time 1 (fall) Time 2 (spring)
Condition/Race/Variable M + SD M + SD M + SD
Comparison
White/non-Hispanic
Emotion regulation skill 107.9+12.2 1051348 107.7 £ 15.5
Conflict regulation skill 3.1+£0.8 2+ 0.9 29109
Black/African-American
Emotion Regulation skill 102.1+14.2 103.83.67 105.7+ 13.6
Conflict resolution skill 2.8 0.9 2+1.0 25%+1.0
Hispanic
Emotion regulation skill 107.9+12.2 1055443 105.7 £14.9
Conflict resolution skill 3.0+£09 .72+1.0 2.7+1.0
Other
Emotion regulation skill 105.0 £ 11.7 107.24.2 107.0+14.3
Conflict resolution skill 3.3+0.8 &2+ 1.1 25+1.0
RULER
White/non-Hispanic
Emotion regulation skill 110.1+12.2 10£712.3 110.4+£11.5
Conflict resolution skill 3.3+0.7 3.1+£0.8 3.1+£0.9
Black/African-American
Emotion regulation skill 102.9+12.5 102.7 £12.5 105.8 £12.7
Conflict resolution skill 28+1.0 2.4+1.0 25+1.0
Hispanic
Emotion regulation skill 104.3+13.9 102.35.7 104.6 £ 14.9
Conflict resolution skill 3.0+0.9 2.7 £90. 27+1.0
Other
Emotion regulation skill 108.1 +10.3 108.7 £ 10.6 112.1 £10.7
Conflict resolution skill 3.1+£0.9 219.8 29109
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Table 5. Average Emotion Regulation & Conflict Resion Skills Scores From Baseline to Time 2 By
Gender within Condition

Baseline Time 1 (fall) Time 2 (spring)
Condition/Gender/Variable M+ SD M+ SD M £ SD
Comparison
Female
Emotion regulation skill 108.0 +12.1 108.3%9 110.1+11.1
Conflict resolution skill 3.1+0.9 2481.0 28+0.9
Male
Emotion regulation skill 103.0 £ 13.8 102541 102.6+ 16.4
Conflict resolution skill 29+0.9 B2+ 1.0 25+1.0
RULER
Female
Emotion regulation skill 107.6 £13.1 106.821 110.0+11.3
Conflict resolution skill 3.0+£0.9 .82+ 0.9 28+1.0
Male
Emotion regulation skill 104.1 +12.3 102.441 105.0+14.2
Conflict resolution skill 3.0+0.9 27+0.9 28+1.0
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