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Executive Summary

During the 2018019 school year, Currey Ingram Academy Upper School implemented a
program called RULER, dRecognizing emotions in othetdnderstanding emotionkabeling
emotions Expressing emotions, arRiegulating emotions. The first year of implenaidn was

with faculty only and the first full year of implementation for students was the-20.19

Developed by Yale University scientists and purported to improve emotional intelligence, the
program listghefive key skillsabove asmportant in buildig emotional intelligence in

students. Additionally, there are benefits for educators and administrators. The creators of
RULER believe when implemented correctly and consistently, there is a marked improvement in
leader and teacher effectiveness and retenless anxiety and stress and more quality

relationship building (Hadskamp, 2013), (Martinez, 2016).

The upper school administrators and teachers worked collaboratively to develop a plan for
implementation of RULER, specifically tailored for the ihigchool students. The plan included

assigning mentor teachers for small groups of students and developing a block schedule to
accommodate the instructional time necessary for the new curriculum. Mentor teachers were

asked to use RULER and were given fi@adn how they taught, adjusted, and assessed the

lessons. Research suggests #wdcial emotional learning curriculum has the potential to
positively affect students6é academic progress
emotional learninggrogramming focuses on developing skills such as recognizing emotions of
self and others, regulating oneb6s own emoti on
and communicating effectively (Dymnicki, 2013). Findings from the current literatusecial

emotional learning programs shows when implemented appropriatekl lhd€hool systems,

there are significant positive effects for students and educators (Rud§li2011).

The purpose of this research stwdysto examine the phenomenon of mentorship as well as
how the RULER curriculum is utilized within the mentorship block at Currey Ingram Academy.
| soughtto understand how the implementation of a specific block of time devoted to teaching
social emotional l@rningto upper students in gradesl2 contributes to a positive relationship
between teachers and students as well as thes thewteachers have about the mentoring
experience.

Key Findings
Research Question 1. How does the mentoring block contribute building teacher-student
relationships and social emotional learning?

Finding 1.1: Trusting Teach&tudent Partnerships Are Built Through Individualized Care and
Support

Finding 1.2: SociaEmotional Learning Is Accomplished Through Guidance in Riaprself
Advocacy, and Emotion Regulation



Research Question 2. What are the perceptions and experiences of teachers surrounding
the mentorship block?

Finding 2.1 Relationshidui | di ng Al |l ows Teachers to Assess
Needs
Finding 2.2 The Flexibility of the RULER Currtr

Individual Support Needs

Research Question 3. What opportunities and challenges exist with the implementation of
the mentoring block?

Finding 3.1: The Opportunityto Adr e ss Teacher sé Chall enges in S
Block

Finding 3.2: The Opportunity to Address the Challenge of Strain on Teachers through
Adjustments to Mentoring Group Composition

Recommendations

1) Training in Mentoring. Mentor training is important to the success of any mentoring
program (MENTOR, 2015). In addressing the need for mentor training that is not solely
focused on a SEL program, an initial workshop should be conducted with all mentor
teachers. The workshop ddibe presented in two or more afternoon sessions so that the
instructional time is not sacrificed, possibly on Wednesdays when students are dismissed
early. The selection of presenters of workshops is important to the overall success of the
training. Itmay be prudent to solicit an expert from Vanderbilt University Peabody College,
especially given its close ties and relationships between Vanderbilt and Currey Ingram
Academy(CIA). The interactional nature of these workshops, together with opportunities f
attendees to contribute to the discussions based on their unique experience could benefit the
mentor teachers at ClAhe proposed workshop would serve to enhance the current
mentorship block concept by augmenggroupg t each
goal setting in mentoring. This would complement the teaching excellence policy of CIA and
fit in with the mission of the school that states their instruction is evidence based for all
students.

2) Restructure Mentorship Block: Mentee GroupsThe flexibility needed in structuring

mentee groups may pose a challenge since CIA has a small student corps and may have to be
grouped based on their developmental stage and needs. Instituting flexibilitygnotipeng

of mentees should also be considered so students can learn to manage their emotions and
preferences yet realize that they cannot always change groupsitgittod reason.

However, seHadvocacy should be encouraged when appropriate. Similartigrds

requiring more support during the merstoip block should be encouraged to become less
dependent on teacher support. Therefore, teachers should develop instructional competencies
such as scaffolding to assist studebBsvelopment of instructional competencies can be
addressed by Upper School administration selecting appropriate and ongoing professional
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development opportunities for teachers. Alternatively, CIA could arrange for an education
specialist to provide tailemade sessions to the faculty on this topic.

3) Restructure Mentorship Block: Schedule Alternatively, and if feasible, the schedule

could be changed to include a class that focuses solely on teaching the RULER curriculum to
implement the Social Emotionkéarning program. Thus, instead of four thintyinute

sessions per week that a mentor teacher could use the curriculum, there would be a seminar
style class for all upper school grade lewddsoted to teaching RULERThe upper school

already has grealekibility in scheduling, offers multiple elective and explore courses and
could likely implement this schedule change with ease. Of noteptier schooturrently

operats on a block schedule system as wEllidence irtheliterature suggests that when
implementation integrity is followed, a program can still be successful. In fact, evidence
exists that responding or adapting curriculum to fit a specific context is as important as its
implementation which is essentially what teachers were already wimthe mentorship

block in 20192020. Paul LeMahieu (20119 t a Wieaswe fieed is less fidelity of
implementation (do exactly what they say to do) and more integrity of implementation (do
what matters most and works best while accommodating local arddsrcumstances).

This idea of integrity in implementation allows farogrammatic expression in a manner that
remains true to essential empirically warranted ideas while being responsive to varied
conditionsand contexts. CI A consi stently adapts to the
for them as learners, so this recommendation fits their mission.

4) Create a Professional Learning CommunityMe nt or t eacher sd need
professional development, training asupport can be met with instituting a mentorship
professional learning community (PLC) which could meet on a regular and ongoing basis
(e.g., once a month or every three months). Teachers may find this forum useful to discuss
challenges encountered durimgntoring blocks and for planning mentoring blocks. In

addition, ongoing professional development can be targeted to prevent stagnation and
stereotypical approaches to mentoring of students. The mentorship PLC will serve to provide
peer support to mentoedchers which will mitigate teacher feelings of isolation regarding

their mentoring roleln the 1990s, the National Mentoring Partnership was established
(https://www.mentoring.org/). The mission of this group, called MENTS&ges'Our

mission is to fukthe quantity and quality of mentoring relationships for America's young
people and to close the mentoring gap.” This group maintains a national database of youth
mentoring programs. MENTOR has established a partnership with the University of
Massachusestthrough which mentoring research is done to further knowledge on mentoring
youth. Their publicatiolThe Chronicle of Evidene®ased Mentoringprovides research

findings and serves as a conversational forum for mentors. CIA could participate in
MENTOR tofurther teachers' knowledge of mentorship and receive ongoing development
through the gournal



Introduction
Organizational Context

Currey Ingram Academy (CIA) is an independent boarding and day school whose mission is to
offer uniqueevidencebased instruction and curriculum that empowers students with learning
differences. The school is college preparatory, touts a 100% college acceptance rate and utilizes
individualized instruction for every student in the form of Individualized hiegrPlans (ILPs).

There are approximately three hundred students enrolled at CIA in kindergarten through twelfth
grade. Class sizes are small with a teashaient ratio of 10:1 at the largest. The school is
situated on an eightthreeacre campus in @ntwood, Tennessee, a suburb of Nashville. There

are three divisions, lower, middle, and upper school, with forty teachers, that compose CIA. The
school receives no governmental funding and relies on tuition, donations, and grants to operate.
CIA, formelly the Westminster School of Nashville, has been operating since 1968
(Curreyingram.org, 2020).

In 2016, CIA upper school leadership began exploring social emotional learning programs, as
well as the literature surrounding social emotional learning clurtupossible methods of
implementation, and thevidencerom the social emotional learning research. Several

frameworks exist for use in the- K2 environment. RULER, dRecognizing emotions in others,
Understanding emotionkabeling emotiong:xpressing emotions, arkgulating emotions,

was identified as one of the programs of interest and a possible fit (Appe&d&)A

Developed by Yale University scientists and purported to improve emotional intelligence, the
program ligs five key skills important in building emotional intelligence in students.

Additionally, there are benefits for educators and administrators. The creators of RULER believe
when implemented correctly and consistently, there is a marked improvementindedd

teacher effectiveness and retention, less anxiety and stress and more quality relationship building
(Haggs k amp, 2013), (Martinez, 2016) . Overalll,
learning that teaches emotional intelligence to peofp# ages, with the goal of creating a

healthier, more equitable, innovative, and compassionate so¢ag/RULER Approach

Website,202p. I n fact, AThere is powerful evidence
could dramatically improve studeachievement in schools and a lifetime of outcomes for
children that would strengthen education, the
2013).

In 2017 and 2018, the upper school head, who had researched social emotional learning
programs, was traed on site at Yale in the use of the RULER framework. Subsequently, the
upper school administrators and leaders were trained in RULER the spring of 2018 at Yale on
the program. These individuals returned to CIA as trainers and leaders of the dagrather
school faculty. The first year of implementation was with faculty only, which for the upper
school was in the 20189 school year. The first full year of implementation for students was the
201920 school year.

The upper school administrators wadkepllaboratively with division heads to map a plan for
implementation of the social emotional learning curriculum, specifically tailored for the high
school students. The plan included assigning mentor teachers for small groups of students and
developinga block schedule to accommodate the instructional time necessary for the new
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curriculum. Mentor teachers were asked to use the RULER curriculum and were given freedom

in how they taught, adjusted, and assessed the lessons. Research suggests thattsowal emo

|l earning curriculum has the potential to posi
relationships (Brackett, 2016). Social emotional learning programming focuses on developing

skills such as recognizing emotions of self and others|regt i ng oneds own emot.i
others, resolving conflicts peacefully and communicating effectively (Dymnicki, 2013). Findings

from the current literature on social emotional learning programs shows when implemented
appropriately in K12 school sygms, there are significant positive effects for students and
educatorand the quality of classroom organization, and instructional support is improved

(Durlak et al 2011, Hagelskamp, 2023

Thus, amentoring blockwvas inserted into the upper school scheduls;aurs four days a week

on Monday, Tuesday,hursdayand Friday and is thirty minutes in duration. The 20090

academic schedule changed from the previous year where onenthittie block per week was

employed. During the mentoring block, teachers encourage students to seek assistance with

issues they are facing, help devise organization strategies, construct emails to content area
teachers requesting clarification and set personal and academic gizhtoorilly, the RULER

curriculum lessons are utilized during this block of designated mentoring time. The school
website states that fAEach student is assigned
week. Mentors serve as role models, advocaied motivators whose presence and counsel

serves to encourage students to reach their full potential. Research shows that mentoring is a
power ful tool that can have a positive i mpact
devel opuBeisedtad 2002.

Research questions

The purpose of this research study is to examine the phenomenon of memtemskipas how
the RULER curriculum is utilized within the mentorship bl@atkCurrey Ingram Academy

seek to understand how the implementation of a specific block of time devoted to meantdring
teaching social emotional learningperto students in grades®2 contributes to a positive
relationship between teachers and students as well as thehei¢@athers have about the
mentoring experience. Specifically, the three main questions | will answer are as follows:

1) How does the mentshipblock contribute to building teachstudent relationships and
social emotional learning?

2) What are the peeptions and experiences of teachers and surrounding the mentorship
blockand the RULER curriculum?

3) What opportunities and challenges exist with the implementation of the mentorship
block?

Social Emotional Learning

The importance of a social emotional curriculum and its effects on students caouetsheted.
There are numerous studies that suggest there
health, social awareness, and academics (Brackett, 2@dier, 2016Durlak, 2011 Payton,



2008). Mahoney et al (2018) conducted a raetalysis from 213 schodlased studies and found
two major findings:

ACompared to control students, students pa
signiycant | y amesrwéh rgsmesttoenhaneed SEL skitls, attitudes,
positive soci al behavior, and academic per

conduct problems and emotional distress. The higher academic performance of SEL

program participants translated into Bl percentilgooint gain in achievement,
suggesting that SEL programs tend to bol st
academic success. 0

The topic of social emotional learning has become more prevalent in the literature and the
lessons it teaches $ought after by educators, parents, and the community. However, there is a
paucity of literature surrounding the specific experiences and perceptions of educators and
administrators who mainly serve students with learning differences and have implemented
similar type of curriculum in this setting and region (Marcteg¢sil 2012). This group of

individuals, administrators, teachers, and students at CIA, have unique and powerful insights to
share. Additionally, the literature is clear about the needmakemotional learning, yet there

is a lack of evidence surrounding how to implement this curriculum in specific contexts, like
CIA, a small independent school that focuses on learning differences.

Social emotionalearningh as b een @ st romncgghitwe, and spkiteadl t o m
devel opment as well academic successo (Smith,
and linguistically diverse groups as well (Cramer,&@0Besides doing better academically,

students who acquire and use sociabgomal learning skills have significant positive effects

and are more likely to get along well with others, be better prepared for life, and be more likely

to give back to their communities than those students who have not had exposure and training in
sodal emotional learning skills (DePaoli, 28 IMahoneyet al 2018). Children who develop

positive social emotional learning skills as students also have the potential for carrying the
acquired knowledge into college and the workforce, as adulidak et al, 2011Lechner,

2017. There has been an increasing awareness among edygatergdsand the general public

that social emotional learning is a useful and needed skill set for the workplace. In a 2006 study
conducted by The Partnership &4 Century Skills, four hundred human resource professionals
were asked to list the top twenty skills they looked for in employees. The top five cited for high
school graduates were as follows: professionalism, collaboration, oral communication, social
responsibility and reading comprehension (Casttimgto, 2006). This report spurred a public

call for action and a greater sense of urgency for creation and implementation of social emotional
learning curriculum to prepare our youth for success in the wadfand life.



Conceptual Framework

The gap between evidengseiencg and practice (implementation) remains an issue fa2K

educators and administrators. Evidence based research is slow to be applied in school settings for
a variety of reasons suels lack of resources, lack of support, insufficient knowledge, poor
consistency or even apatfiyarley-Ripple, 2018)Implementation science, the study of

integration of research into practice, can be utilized as a framework for measuring the fidelity

and success of educational initiatives and progr&taspohler et al. (2008) and Active

Implementation Framework (AIF) (en et al., 2013Vetz & Bartley, 2015) highlight the

importance of infrastructure as being essential to effective implementation of targeted programs.
Al F emphasizes the need f oDo-SfudyAcecydedDerkingl oo p s o
1986 Shewhat, 1931)as a means to achieve success at a system or organizational level.
Implementation science literature is clesiating successful and sustainable implementation is a
process and is accomplished in st adeeAronand wit
Keith, Kirsh, Alexander, & Lowery, 20Q0®urlak & DuPre, 2008Meyers, Durlak, &

Wandersman, 2012). The capacity to initiate and install a program of study, like RULER, within

the mentoring block requires knowledge, planninffastructureandmotivation.

Methods

To explore implementation of the mentoring block, | utilized interviemlservationsand a

survey of elevemparticipating mentor teacheirior to collecting data or having discussions

with teachers about my research project, goals, and questions, | gained permission frane
Hannah, thdéead of the upper scho@ho emailed mentor teachers asking for volunteers

(Appendix C) and createslschedule for me to visit CIA. Participation in the study was

voluntary. In order to obtain a comprehensive view of structure, functions, and interactioms
mentorshiblock within the upper school at CIA, a variety of data collection methats

utilized and areas follows: mentorship block classroom observation (Appendix D),-semi

structured interviews (Appendix E), aadelectronic survey created and deployed using

REDCap (Appendix F). My target population of study was upper school teachersewb@s

mentors. There are fifteen mentor teachers in the upper school. My goal was to speak with and
survey each of them, record conversations and insights when appropriate and permitted, observe
each teachersd mentor s es sveydorthe group ie ordentaigleane nd a
any uncovered or sensitive thoughts and comnraetgorswvere not comfortable speaking

aloud. During December 2019 and January of 2020, ten of the fifteen teachers allowed me to
interview them, eleven permitted me to eb& their mentorship classroom and ten answered the
REDCap surveysee Table 1 for survagspondentdemographic informatign Overall,a core

group ofelevenmentor teachersf fifteen teachers the upper schooparticipated in at least

two forms of data collectiorData collected was stored on a secure laptop and within the

REDCap database (Harris et al., 2009).



Table 1

Participant DemographicsREDCap

N=10
Table 1:ParticipantsDemographics
Female| Male
(4) (6)
Years of Experience
0-5 0 2
6-15 3 1
16+ 1 3
A O
Education
Bachelor's Degree 2 3
Master's Degree 0 3
Ph.D, Ed.S, Ed.D 2 0

Data were collected through ceteone interviews with teachers and researcher observations.
Observationsncluded a qualitative component consisting of epaded fields to enter

observations related to four general topics related to emotional supponpdsitive climate,

negative climate, teacher sensitivity, and regard for adolescent perspectives) and a quantitative
component consisting of Likelike items for rating specific factors associated with the same

four emotional support heading¥he olservation tool was adapted from the CLASS

(Classroom Assessment Scoring Systiamework developed by Hamre et al. (2012).

Quantitative data from clodeended observation items were compiled in an Excel spreadsheet

and analyzed using descriptive statistics. The 15 items were scored on-&esgelscale, with

1 indicating the lowest level of emotional support and seven indicating the highest level of

enmoti onal support. ltems 12 through 15, under
reverse scale, with lower scores for negative climate corresponding to higher scores for

emotional support. The lowest possible score across the 15 items p@istsSindicating that

the teacher was providing the lowest level of emotional support. The highest possible score

across the 15 items was 105, indicating that the teacher was providing the highest level of

emotional support.

On average, participanpsovided a very high level of emotional support (6.4 out of 7) to their

students across all four domains. The domain in which average scores across the 11 observation
participants were | owest was Or egariddicitair ad ol
that participants on average provided a high level of emotional support across all four

components of this domain. The highest average score across the 11 observation participants
was in the domain 0t eachesthedemais inwhick patigpants i nd i
were strongest, on average, at providing emotional support to their students.
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Qualitative data fr om i n-endedobdenvatibn notesard lopem s 6
ended survey responses wesnscribed and imported into NVivo 12 compeassisted

gualitative data analysis software for inductive, thematic analysis. Tstegprocedure
recommended bBraun and Clarke (200&)as used The first step of the analysis involved
rereading the &mscripts of the interviews and opended observation notes in fullregain
familiarity with them. In the second step, the data were coded. Coding involved assigning
excerpts from the transcripts that expressed a meaning relevant to answeringh cgsestion

to a node in NVivo. When different excerpts expressed similar, relevant meanings, they were
assigned to the same node. Each node represented a code. The codes were labsleorivith a
phrase to describe the data assigned to them. A fdtébaranscript excerpts were grouped

into 26 codes. Tabl2is a list of the codes that emerged during the second step of the analysis.

Table 2
Data Analysis Codes
Code (listed alphabetically) n of participants  n of transcript
contributing excerpts
(N=11) included
Assessing individual student needs 1 1
Building relationships with peers 5 5
Continuity of connections through years 3 3
Curriculum connects to student needs 7 17
Dedicated time for personal and academic guidance 8 25
Differentiating classroom and mentoring relationship: 6 9
Finding time to meet with each individual student 1
Flexible nature of curriculum both strength and 2 3
challenge
Having abook-end structure 1 1
Importance of consistency of contact 5 5
Importance of listening and trust 6 8
Managing a larger student group 1 1
Mentor goals and obligations 4 6
Mentor maintaining consistency 1 1
Mentorship block has a thrdeld purpose 4 10
More can be done with executive functioning skills 1 1
Navigating student personality conflicts 3 4
Observing gender differences and student needs 2 2
Office hours and building student responsibility 6 8
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Perceptions of planning amelaching with RULER 3 6
curriculum

Positive perceptions of program changes 5

Reflecting on training and PD 3

RULER curriculum builds SEL skills 7 13
Selfadvocacy and preparation for life beyond high 4 6
school

Stress management aexlecutive functioning 4 10
Success through flexibility and teacher reflexivity 6 11

In the third step of the analysis, the data were themed by grouping codes that had similar

meanings or that had meanings that converged on an overarching theme. The 26 codes were
grouped into six major themes in this step by clustering the nodes tredeefad them under

parent nodes, which represented the themes. The fourth step of the analysis involved reviewing
and refining the themes to ensure they accura
In the fifth step, the themes were nanaed defined. The sixth step consisted of creating the

following presentation of the findings. Tal3endicates how the codes from the second step of

the analysis were grouped to form the major themes developed and finalized in the third through

fifth steps.

Table 3
Data Analysis Themes and Codes
TheméFinding n of participants n of transcript
- : contributing excerpts
Code grouped to form theme (listed alphabetice (N=11) included
Theme 1/Finding 1.1: Trusting teacherstudent 11 52
partnerships are built through individualized care
and support
Building relationships with peers
Continuity of connections through years
Dedicated time for personal and academic
guidance
Differentiating classroom and mentoring
relationships
Importance of listening and trust
Observing gender differences and student neec
Theme 2/Finding 1.2: Sociakmotional learning is 11 53

accomplished through guidance in planning, self
advocacy, and emaotion regulation
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Mentorship block has a thrdeld purpose
Office hours and building student responsibility

Perceptions of planning and teaching with RULI
curriculum

RULER curriculum builds SEL skills

Selfadvocacy and preparation for life beyond hi
school

Stress management aexecutive functioning

Theme 3/Finding 2.1 Relationshigbuilding allows
teachers to assess stud:¢

Importance of consistency of contact
Mentor goals and obligations

Positive perceptions of program changes
Reflecting on training and PD

Theme 4/Finding 2.2 The flexibility of the RULER
curriculum all ows teach:¢
individual support needs

Curriculum connects to student needs
Success through flexibility and teachefiexivity

Theme 5/Finding 3.1: The opportunity to address
teachersé challenges in
block

Finding time to meet with each individual studer

Flexible nature of curriculum both strength and
challenge

Having abook-end structure

More can be done with executive functioning
skills

Theme 6/ Finding 3.2: The opportunity to address
the challenge of strain on teachers through
adjustments to mentoring group composition

Assessing individual student needs
Managing a larger student group
Mentor maintaining consistency
Navigating student personality conflicts

11 20
11 28
4 5
6 7

13



The presentation of the organization analysis, data, and eviddistedby research question.
The discussion of answers to each research questpoupedby finding. For each finding,
evidence is providedith direct quotations from the interviews, observation notessancy
responses

Findings

ResearchQuestion 1. How does the mentoring block contribute to building teaestedent
relationships and social emotional learning?

Finding 1.1: Trusting TeacherStudent Partnerships Are Built Through Individualized
Care and Support

Trusting teachestuden partnerships were built and maintained during the mentoring block.
Teachers built trust by | earning and caring a
needs, and by using the time to offer students individualized guidance and suppottttoeeee
needs.This finding reinforces the idea of bottom up implementation of the RULER program.

The administration of CIA gave some authority to teachers to moddiyargethe program

lessons to suit their context and this is a motivating factoirtbedases their will to use the
curriculumwhen appropriatéRowan, 1990)So, teachers were not forced to use RULER lessons

in a prescribed way or even during all mentorship block clags&eakithey were given leeway

to gaugewnhetherthey could use the mentoring block time period to build rapport, have informal
conversations or encourage studersisig a modified framework of a RULER theme or concept

When students perceived that their mentagsewnvested in promoting their best interests, they
reciprocated with trust and respect for the mentor. This finding was consistent with previous
research on implementation science indicating that the capacity to initiate a program of study like
RULER (i.e., Recognizing emotions in others, Understanding emotions, Labeling emotions,
Expressing emotions, and Regulating emotions) within a mentoring block requires motivation on

the part of the teacher (Damschroder, Aron, Keith, Kirsh, Alexander, & Lower9; Pablak &

DuPre, 2008; Meyers, Durlak, & Wandersman, 20
indicated that they were strongly motivated to provide and communicate care and support to their
menteesWhen asked if the block was structured to facilitaganingful conversations with their

mentees, teachers 100% agreed or strongly agreed.

The mentorship block is structured to facilitate constructive conversations with my mentees
female male

Strongly Agree 3 5 80%

Agree 1 1 20%

In an interview response, one teacher expressed the purpose of using the mentoring block to
communi cate sincere care for students and the
that | want them to succeed and to be comfortable to be alalk to ime about anything that

could influence their | ives positively- or neg
centered nature of the mentoring relationship was based in part on needs assessments conducted

14



through informal questioningamdb s er vati ons during the mentorir

trying to figure out, O6How am | going to best
can | do to help you? How am | going to part
Participantsodo expressions of individualized c
observations. One teacher was observed following up with a student about a health concern

reported during a previous mentod?rlwasworrled ock, a
about you. o The student responded that his f

teacher was observed providing encouragement to students during the mentoring block while
extending an offer of support. The teacherengpgad t he ment ees by statin

all shown that you can do [well on the wupcomi
by stating: AAs your mentor, I want to check
share what G« ecamipng tup,sol I can help you think

One of the supports teachers provided during the mentoring block was individualized
encouragement and feedback. In an interview response, one teacher reported that support in the
form of positive feedback during the mentoring block made students more receptive to support in
the form of constructive criticism,

AiThe more that | can see [my studentsdé] streng
feedback I 6m gitvveg theewywodoseposing to be more
more constructive kinds of feedback to give t
they know I d&dm on their side. 0 They know | see

A different teacher repted that positive feedback was the primary support their students needed
during the mentoring block, AMy group this ye
support from me. They do need someone to give them information, and to give teeandov
appreciation. 0

Teachers also built relationships with their mentees during the mentoring block by facilitating

fun activities to promote bonding and trust. One teacher cited examplesafsuthi vi t i es,
do fun things. | let them get their pfon o u t . Webve done |l ittle danc
relationship, that more personal relationship

pictures together. o

The relationship teachers built with students during the mentoring block was pebsbnal,
teachers distinguished it both from the teaedtadent relationship in the classroom and from
informal friendship. One teacher described the mentoring relationship as differing from

friendship because the teacher maintained an asymmetrical autfiofit,i s i sndét a f r i
This is more of a guiding, while maintaining
aut hority. o Anot her participant distingui she
teachers had with students irttlassroom by suggesting that the mentoring relationship

involved more input from the student, while the classroom relationship was more exclusively
topdown, Aln the classroom itdéds more hierarchioc

The trustingeacherstudent partnerships built during the mentoring block through individualized
care and support also differed from teaesteident relationships in the classroom because they
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had a different purpose. Wh i heelassrbom was@aa c her 6 s
medium for subjeematter instruction, the purpose of cultivating the mentoring relationship was

to establish trust as a basis for fostering s
one teacher stated in an interview respons i When you devel op that r afg
just much easier to share information with them and then to help them develop and grow,
because you have that relationship.o The sam
ontrustmadestednt s more receptive to guidance, fAl th
relationship. [Students are] more inherently willing to listen and understand and trust you and

trust the things that you have to say. o

Table 4 displayshe CLASS datas asummary of scores from eleven teachers within each of the

four emotional support domains. In general, teachers provided a positive classroom climate, were
sensitive and aware of studentsdé needs and we
perspective.

Table 4. CLASS Summary
Emotional support domain (max. Lowest score Highest score Average Score
possible score) (N=11) (N=11) (N=11)
Domain component (max. possible
score = 7 for all)

Positive climate (max. = 28) 20 28 25.5
Relationships 5 7 6.4
Positive Affect 4 7 6.0
Positive communications 5 7 6.5
Respect 5 7 6.6

Teacher sensitivity (max. = 28) 23 28 26.3
Awareness 5 7 6.7
Responsiveness to academic and 5 7 6.5
social/emotional needs and cues
Effectiveness in addressing problel 6 7 6.6
Student Comfort 5 7 6.4

Regard for adolescenperspectives 20 27 23.6

(max. = 28)

Flexibility 5 7 5.9
Connections to current life 5 7 6.6
Support for student autonomy and 5 7 5.7
leadership

Meaningful peer interactions 5 7 5.4

Negative climate (max. = 21 on reverse 12 21 20.2

scale)

Negative affect 2 7 6.5
Punitive Control 7 7 7.0
Disrespect 3 7 6.6
Average for all domain components 4.8 7 6.4




Finding 1.2: SociatEmotional Learning Is Accomplished Through Guidance in Planning,
Self-Advocacy, and Emotion Regulation

Participants used the mentoring block to build social emotional learning by providing their

mentees with guidance on planning, se&lf/ocacy, and emotion regulation. Researchers have

found that social emotional learning curriculum has the potentialtopasv el v af f ect st
academic progress and peer relationships (Brackett, 2016). Social emotional learning

programming is focused on developing skills such as recognizing emotions of self and others,
regul ating oneds own sowiogtconthasspeacefuly,sapde ct i ng ot h
communicating effectively (Dymnicki, 2013). Findings from the literature have indicated when

social emotional programs are implemented appropriatelyi Kchool systems, there are

significant, positive effects for stadts and educators (Durlakal 2011). Additionally, it

Sshould be noted that the i mplementation of th
idea of I mpl ement at i o nprogrammatig expréssion im b inaniner tlat ¢ o u n
remains tru¢o essential empirically warranted ideas while being responsive to varied conditions

andcontexts (LeMahieu, 2011). Cl A6s administratio

balance of teaching RULER lessons and providing supports that fit the contesir afdividual
classroom. Therefore, the organizational capacity at CIA is strongly suited to support mentor
teacherdo navigate implementation of RULER. This capadbonsidergshes ¢ h ohistorg, s
leadership structure amgbenlines of communicatiotat al i gns wi th ClI Ads v
(TichnorWagner 2018).Finding 1.2 in this study was aligned with previous research on
implementation science, which indicated the capacity to initiate a program of study like RULER
within a mentoring block requiseknowledge and planning on the part of the teacher
(Damschroder, Aron, Keith, Kirsh, Alexander, & Lowery, 2009; Durlak & DuPre, 2008; Meyers,
Durlak, & Wandersman, 2012). Within the findings of this study, teachers reported their
knowledge of social emioinal learning and their delivery of that knowledge to students through
planned, structured lessons were critical for success of social emotional learning curriculum.
When asked via REDCap survéy)0% ofparticipants responddtat they are adequately

prepared to serve as mentors. Likewise, 100% of the teachers reported they know what is
expected of them during the mentorship block as well.

| am adequately prepared to serve as a mentor to my mentees
Female Male

Strongly Agree 3 3 60%
Agree 1 3 40%

I understand what is expected of me during mentorship block

Strongly Agree 3 4 50%

Agree 1 2 50 %
One teacher stated in an interview response that one purpose of the mentoring block was to,
ATeach necessary skills and strategies that m
guestionnaire response, another teacher described the mentorikngdlotme to foster social
emotional |l earning through discussions of, AT
appropriate relationships, alcohol/drugs, etc
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hel p moni t orlpeféermadoe sotng dne is fallimgbehind or doing poorly in their
classes, 0 and, ATo work on strategies to assi

To assist in planning, teachers assessed student needs by inquiring about academic progress and
engaging students in reviewing their grades and scores through the MyCIA portal, which holds

their academic records. One teacher was observed during theingebtock instructing

students to access their grades through the s

mi ght need support, with the teacher telling
your lowest grade first and let me knowawnat teacher is. Click hide/show, click on that. If it
still doesndét work, tell me . . . I f you have
with the teacher for office hours. o A differ
during the mentoring block, individual student
youdre maybe struggling on this grade here.
out to that teacher?o

When teachers had amscneesdssteegpmatimesnssistddehe stients,a ¢ a d
not by intervening directly, but by coaching the student in appropriatacaiicacy skills. One

teacher was observed during the mentoring block instructing a student to speak to the teacher of
aclassiwhi ch the student needed support, saying,
content instructor] about the debate, sounds
teacher then signed the student up for a meeting with the content area aedchatked the
student to t he Anottherenchdar sated dueng @nsnterviewotmat building

st ud e nadwdacy skil$ Wwas a conscious goal of mentoring block activities, so students

would know how to obtain the supports they neadkdn they left CIA and entered college,

A[ Students] watdtvoggkcyg. wi Thasékf one thing that
is building that, so when they go off to college, they have no problem telling their instructors,
60This i sgmgdgi Féarence, and this is what | need

Participants reported that they applied RULER during the mentoring block to assist students with
executive functioning. One teacher expressed in an interview response the reason why
supporting social emotionaldening by using RULER during the mentoring block was a high

priority, AA | ot of our kids, they dondét know
know that theydére having those feelings. The
teachers sed the mentoring block to deliver planned lessons to their mentees that emphasized
different aspects of RULER and delivered knowledge of strategies for maintaining executive
functioning. In a questionnaire response, one teacher stated RULER is ugguabid Social
emotional | earning during the mentoring bl ock
emotions and stress, which can facilitate bet
One teacher was observed conducting a planned exercise to assist studbatmgand
expressing emotions, saying to the mentees, g
energy, high pleasantness, cheerful .o The te
(Appendi x A) and the zoneswdnegy Someaimhesweseeldr ant ,
this way if we are feeling down. Today, Il th
feel . Hi gh energy, hi gh pleasantness. 0 Anot
emotion regulation strategies to studentsdun g t he mentoring bl ock, AV

recognize we have a mad or sad feeling. What can you do? Think of something relaxing.
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Positive seHtalk. Positive reappraisal, reframing the situation so we put it in a more positive
light. You can dstract yourself. Talking to a friend to get your mind off it. Physical space, like
get away for a minute. o

One teacher reported in an interview response that mentees were led through exercises to support
executive functioning when triggers were encowtér, st ati ng, A[ Student s]
values that are most important to them and underline them and then think about how they wanted
people to see them, what they want to achieve in relationships or in their life, and then what their
best self looksil k e . 0 After students defined their val
conception of their best self, the mentor led them through an exercise in which they engaged

with a trigger through art and then activated the conception of the best self astian emo

regul ation strategy, @AWe did artwork about wh
our best self. We recognize what happens to our bodies when we are triggered, and then we
stop. o0 (Appendi x B)

Research Question 2. What are the perceptiamnsl experiences of teachers surrounding the
mentorshipblock?

Two findings emerged during analysis to answer the question of how teachers perceive and
experience the mentorshabock Finding 2.1 indicated that relationstbpilding allows

teachers to assess studentsod individual suppo
the RULER curriculum all ows teachers to meet
following subsections are discussions of these findings.

Finding 2.1 RelationshipBui | di ng Al |l ows Teachers to Assess

Needs

From the REDCap survey and teacher interviews, data showed tledd\tba participants
expressed positive perceptions of the mentorslapk. They favorably compared the

mentorship program during the 202020 academic year, during which a thirty minute block of
time was dedicated to mentoring on four days each week, to the program during H202918
academic year, during which one thirty minute block of time was aidda mentoring per

week. Participants expressed that meeting with mentees four times per week enabled them to
build strong relationships with students.

One teacher stated in an interview response that having a consistent mentor and a dedicated
block oftime to meet almost daily provided students with a sense of stability and also a
perception that they always had a starting point, the mentor and the mentoring block, when they

needed support, AYou can ma ievety day fheytkhowthisr el at i
is part of their routine . . . the mentor is that consistent staple, and they know they can go to that

person for any question. 0 Anot her participan
of four mentoring blocks per weekinsta ng, Al really | i ke that we
touching base with our mentees. | feel like | have a bigger impact than, say, last year, where it

was just one day that | saw them. oo The parti
importantle c au s e, Al Students] get to know you a | it

makes a lasting impact on students of this age when they develop a strong bond with a successful
adul t. o
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A mentoringblock schedule that enabled teachers to gehtimkstudents on a personal basis

was beneficial in part because it created a level of comfort that facilitated discussion of
potentially sensitive topics, as one teacher
di dndt get t bea ttfelruecbnafdrtable trysndpto fpridgp inte some of these more

di fficult concepts when we didndét have that t
of a mentoring schedule that enabled teachers to build close relationships with stadents w

teachers were better able to observe, assess, and meet the needs of their mentees. One teacher
reported getting to know students through the mentorship block allowed for recognition of

deviations from usual mo o d s s&avidg albadhlay.vliiwasr s, il
able to read that in that person. This was 1in
You dondét seem | i ke yourself. You seem stress
needs of familiar students allowed forlfatlvantage to be taken of the flexibility of the

ment orship, Al try to read the room. l s this

academics, or is this a day where they need to relax? Mentoring is a versatile space in which

ei t her c asonéteapheretatedpthe instruction and guidance provided during the
mentoring block was often tailored to meet st
teacherés familiarity with the mesaregawhen Al t'
they come in. Is this the right day to do RULER, or is this the day to just hear about their
weekend?o0

(7]

Finding 2.2 The Flexibility of the RULER Curr
Individual Support Needs

Teachers spoke favorablythe RULER curriculum and particularly of the flexibility of the

instruction, which allowed teachers to adapt preplanned lessons to meet the individual support

needs of specific students. Participants expressed positive perceptions of the flexithigty of

mentoring program, in which they exercised broad discretion in deciding which supports and
instructions to offer their mentees each day.
personalities and ways of conqetctum,g tthoerndies ke
teacher discretion. We can shape it in a way

When teacherdecideda RULER lesson would be the most beneficial way to use the mentoring

block, the lessons were flexible enoughtabei | or ed t o studentsd speci
stated, AWi thin a |l esson, you can pick certai
students, can pick and choose what to do. Sometimes, too, things come up that we need time to
talkkal ut . O Picking and choosing which |l esson el
on the mentoro6s assessment of studentsd needs
readiness to assimilate t he somethiags|[inaARULER[dnot her
don't think the students would get or they're not ready for . . . | just omit things and add things

that | t hi nk Mentgrieachensoepdctedihattthe mentorship block was a

valuable use of time, with 9 of 10 resplents strongly agreeing or agreeing. One distinction to
note in the chart below is when mentor teachers were asked about alternative uses for the block.
Of 10 mentors, 7 believe the time devoted to the block is useful while 3 chose to be neutral in
their opinion neither agreeing nor disagreeing.
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The mentorship block is valuable use of instructional time

female male
Strongly Agree 2 5 70%
Agree 1 1 20%
Neutral 1 0 10%

Timedevoted to the mentorship block would be better used in other ways

StronglyDisayree 1 3 40%
Disagree 1 2 30%
Neutral 2 1 30%

Research Question 3. What opportunities and challenges exist with the implementation of the

mentoring block?

Two findings emerged during analysis to answer the third research question. Finding 3.1
indicated that there are opportunities to address the challenge of putting mentoring time to

optimal use through additional structure and support for mentors. Fiddimgdicated that
there is an opportunity to address the challenges of mentor straiveatidgof mentoring time
by optimizing group comgsitions The literature gsggestshat certain conditions within a

context should be present for successful implaaten of a prescribed program or at least to

what extent a program is implemented. These include will, capacity, motiviation|edge and
commitment. Therefore, if will of mentor teachers exists to implement the RULER program, it is
essential that capacity also be present. Capacity in this finding is a time companBfgnning
time, ongoing support (TichndWagner, 2018). Competirdemands for time in a mentor

teachers schedule was noted in Finding 3.1.

Finding 3.1: The

Mentoring Block

Participants described the flexibility of the mentoring programea®ficial in enabling them to
i ndi vi
experienced as mentors, five of them reported that they found it challenging to put the two

me et student so

dual

support

Opportunity to Address

needs,

Teach

but

weekly hours of mentoring time toqaiuctive use. One teacher acknowledged that the flexibility

of the mentorship was beneficial for students but challenging for teachers:

The biggest challenge is also, perhaps, one of the biggest strengths, which is just the
flexibility of it. There's adt of oil in this machine. In years past, it was completely
unstructured, which was challenging. The curriculum was implemented in part to remove
that anxiety around what to do during this time. Teachers felt uncertain as to how to
approach it. The cuculum provides a structure. It's there, but what we do on any given

day is ultimately up to us. That can be challenging.

Participants did not want to eliminate flexibility through rigid structuring of the
mentoring block, but they offered four suggass for ways in which teachers could be assisted
in consistency using the time in ways that benefitted students. One teacher suggested in a survey

21



response that teachers could use mentoring blocks more productively if they had more dedicated
planning tine to customize lessons and activities, stating that mentors would benefit from:

AMore planning time to go along with the resp
higherneed students (customi zi ng iteachersuggeptedaeni f i ¢
a questionnaire response that additional guidance for mentors would help them to optimize their
use of the mentoring bl ock: AThe school couns
could use with the students. o

One teachesuggested that the way in which mentoring time is allocated during the school day

can make the time easier or harder for teachers to use, and that a bookend structure with

mentoring at the beginning and the end of the day would help teachers focusetbae ti

i mmedi ate support needs: dAlt would be nice to
day to look at the day's schedule, what they will need for each class, and then again at the end of
the day to make ado list of homework and prioritz t hei r ti me after schoc
suggested that frequent mentoring time was more beneficial toward the beginning of the year,

when mentors and mentees were focused on building relationships, but that phasing out some of

the unstructured mentoig blocks in favor of a more academic focus later in the academic year

mi ght be appropriate: Alt 1 s a | ot of time th
to develop that relationship, [but] | think maybe toward the end of the semestenjide c
sacrifice bit of mentorship time for more aca

Finding 3.2: The Opportunity to Address the Challenge of Strain on Teachers through
Adjustments to Mentoring Group Composition

Participants reported two challengessociated with the composition of mentees assigned to

them. The first challenge was that two or more students who could not work productively
together were sometimes assigned to the same group, with the result that mentoring was
frequently disrupted bytsdentto-student conflicts. The second challenge arose when all

students in a mentoring group required a high level of support from the mentor, with the result
that the mentor experienced stress and fatigue. Participants suggested that there were
opporunities to address these challenges through greater attention to the composition of each
mentords group of mentees.

One teacher said of the effect of incompatible student personalities on the productivity of the
ment orshi p: A On e o ing verywel) rTioatwas bydar, thenléast prgdactive a | o
year in terms of what students got out of mentoring because they were always bickering with one

another . o Anot her teacher said the primary c
mix of gudents. There's a conflict with a couple of them at times. Then they can be friends, and
then there's conflict another day. o To addr e
should take the initiative in reporting incompatible students nairgidtration in order to have

one or more students reassigned: AMaybe you g
ot her . At that point, you would go to admin
when studento-student conflicts wer manageable, another teacher stated, the cooperation and
bonding in the mentoring group often resolved

of the semester, I do see that theybébre more c¢
comfortablesar i ng t hings that they feel | 6ve hear
ir ittt

[
are forming the I e friendships. o
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The composition of the mentoring group could also raise challenges for teachers when there was

not a balance between higheeeds antbwern e eds st udent s. One teach:
students need a | ot of support, and some need
group every year that needs a | ot of support,
an expeence of working with a grouped composed entirely of highere ds st udent s: i
year, | had a group that all had lots of missing assignments, and they needed me to crack the
whip on them and say, 60Okay, weobdorsetwnrnicthiemg 6t h
to do a | ot. ltds nice to have a balanced gro
imbalanced mentoring group compositions could be addressed by taking the opportunity to

consider student needs and mentor capabilities whemassigg st udent s, or AJus
the way they group the kids. We rearranged my group a little bit trying to figuetloey were

l i ke, OLet's put some kids together who might
Discussion

Mentor eachers report positivieelings about mentoringiock, and they found the relationship

building duringthis timeallows them to understand the students and their needs better. This

deeper understanding gives them the opportunity to provide meaningful learning opportunities
pertaining to SEL. Mentor teachers have the freedom to structurdeSEbnsaccording to the

needs of the students which allows them to decide which learning opportunities should be

presented without having to follow a rigid prescribed sequence. The cumgantaation of SEL
lessonofferst eacher sd6 di scr et i omentorshgadassedsiinolgling he nat ur
completing engaging activitieBlexibility enables the teachers to provide activities that they

perceive the students may need most, including fun activities that further serve to build the
teacherstudent relationship.

Mentor teachers noted some challenges revolving around the structure ohtbamgeblock,
specifically the SEL portion. Although tliscretionto decide on the sequence and nature of the
classes was beneficiamlpmeparticipants noted this as a challengéng it was still another

lesson to prepar®&eing flexible regarding thclasses benefitted the students but complicated the
situation for teachers. Additionally, there is the level of support needed by some students which
means they may require more support than others. The varying levels of support needed can
complicate thenentoring block for teachers. It is possible that all the students in a st@ptor

block couldrequire a significant amount of support which makes it harder for teachers to manage
the class. In some instances, the composition of students within a alasseoe incompatible.
Although it is a learning opportunifgr students to develop resiliendeserves to complicate
management of the mentoring block. In some cases, the teachers believed students should be
separated for the purposes of b&tter implenentation of th&EL program. This situation

triggered a suggestion that teachers should be able to manage the composition of tiséimentor
block groups to ease the instructional challenges duhiaglocks especiallyf there are students
who do not getallong with one another

Takeaways

From the interviewspbservation data and questionnaire, some general takeaways emerged.
Cl A6bs context 1is important to note again, as
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teachers. The school 6s small <c¢cl ass e@ndsaed and t
positive connections between mentors and mentees that may not be as easily built into a larger
school 6s schedule. Generally, and evidenced b
the mentoshipblock and relationshgthat the schedatl time-period cultivated. The

observations and interactions were mainly positive (See Tallevy, although, some

challenges were mentioned and discussed.

The mentorship block also offered a chance for mentees to establish a rapport with mentors in a
nonacademic senseutside of the traditional classroom stereotype. For example, during one
interview a mentor teacher explained her mentoring role, specifically during the block, as
differing from the typical teachestudent relationship. She stated:

il al so teach them in health, so | know a |
finding the balance because thereds no oth
relationship. You have friendshipsvordbut th
ment or because thatodés why youbdbre doing it
giving advice. This is more of a guididgyeah. It is a friendship while maintaining that
boundary of 1 édm still yd"'ur teacher, |l 6m st
Another teacher had similar things to say about building relationships with students as a mentor.
Al think one of my gifts as a human is jus

one of the most rewarding parts of my job is that | actually amwell to do that,

encouraged to do that. | have designated people who are the administratidBishys,

this relationship with these studeit3.o me | feel very comfortable with it. | feel like

| 6m good at it .0 becauseotthat @lti iken d ®imp ,abll@&@mtabl e
students meet needs that maybe they woul dn

Building relationships and making connections was an area of focus for teachers in the

mentorship block. Mentoie nt i on usi ng s taddterminedeSsonccontentent ne
and the use of the RULER curriculum for the day or week. Use of specific lessons were
dependent on what 1is going on in the mentees?o
well as who they are as learners and peopl&ofigh the teachers used the RULER program to

guide SEL instruction, they were also entuned to the needs and mood of the mentee group and

the possibility that a different approach may be warranted.

Al tend t o carncalumspecause todfs tbhuai Iltarfgoer group. |
your big group, discuss this, and then in a smaller group, discuss this. | try to pick and
choose the parts of it that | think most d

Another teacher noted:

|l tds just you éanairorenent a smalbsizes, sa thatyou cangdalty help

the whole student, notjistt t 6s not just about academics.
with depression, you kind of havedtda hat comes firstéo The s ame
of the things | ikeaboRUL ER, so some of the other thin
ment oring have been thefdctithattl daejusbopen a doeument st r u

in the morning, and | ook through the | esso

24



group. Thiswillnotfowor Kk my group, 0 is just perfect.
it shorter. I can tweak it however | want
currently with.oo

Managing students in an informal setting such as a mentoring block can be challengomgd
mentors and the needs for ongoing support for some students can look different in a grade level,
or because of the composition of a class. Mixed into this challenge is evidence of some
incompatibilities between students which can be disruptiveraedere with the mentship

block time.

For example, a mentor noted:

fAs far as difficulties, just the mix of students | have. Wadked by other mentoring

classes and it's so quiet and there's only four of them. It's like they're just easy. Just the
particular mix, | think, of students. High energy. There's a conflict with a couple of them,

at times though. Then they can be frieadd then there's conflict another day. They

come in with a high amount of energy. It's a class where there's no homework. There's no
grades. There's no assessments. They think, "We can just relax in it." It does need to be a
time of calming down, buttheyon' t cal m down. That there's

Likewise, one teacher stated:

he other challenge can be some students

pport. |l f youdre constantly getting a me
pport, you can feel eX hautendgougebpar t hat i
oup that maybe doesndét quite | imaybe very w
u get one or two students that just canb

Recommendat ions

From observationsurveydata collection and interviews regardithg mentoshipblock at CIA
and t eac h e rasdéexppriences suprdundmgitse followingrecommendationwere
abstracted:1) somementor teachensould benefit fromnitial or additionaltraining on

mentoring, B) restructue mentee groupbased or{a) support needs ant)(personality
compatibility (3) create a truenentorship block with complete implementation of RULER as the
curriculum is intended to be utilizdry developing a seminar type class per grade (@yel

mentor teachershould receiv@ngoing support and professional development in mentoring,

1) Training in Mentoring. Mentor training is important to the success of any mentoring
program (MENTOR, 2015). In addressing the need for mentor training that is not solely
focused on &EL program, an initial workshoghould beconducted with all mentor
teachersThe workshop codlbe presented in twar moreafternoon sessions so that the
instructional timds notsacrificed possibly on Wednesdays when students are dismissed
early. The selection of igsenters of workshopsimportant to the overall success of the
training It may be prudent to solicit an expert from Vanderbilt University Peabody Cpllege
especially given its close ties and relationships between Vanderbilt and Currey Ingram
Academy.The interactional nature of these workshops, together with opportunities for
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attendees to contribute to the discussions based on their unique experience could benefit the
mentor teachers at ClAhe proposed workshop would serve to enhance the current
mentoshipblockconcepby augmenting teachersoé mentoring
goal setting in mentoring. This would complement the teaching excellence policy of CIA and

fit in with the mission of the schothat states their instruction is evidence based for all

studens.

2) Restructure Mentorship Block: Mentee GroupsThe flexibility needed in structuring
mentee groups may pose a challenge since CIA has a small student corps and may have to be
grouped based on their developmental stage and needs. Instituting flexikitiéygrouping

of mentees should lm®nsideredo students can learn to manage their emotions and
preferences yaealize thathey cannot always change grouwygh good reasarHowever,
seltadvocacyshould be encouraged when appropri@anilarly, students requiring more
support during the mentog block should be encouraged b@come less dependent on
teacher support. Therefore, teachmsld collaborativelydevelop instructional competencies
sweh as scaffolding to assist studemsyvelopment oinstructional competencies can be
addressed bypper School administration selecting appropriateargbing professional
development opportunitider teachersAlternatively, CIA could arrange f@aneducation
specialist to provide tailemade sessions to tfeculty on this topic.

3) Restructure Mentorship Block: Schedule Alternatively, and if feasible, the schedule

could be changed to include a class that focuses solely on teaching the RWHE&RuUm to
implement the Social Emotional Learning program. Thus, instead of four timirtyite

sessions per week that a mentor teacher could use the curriculum, there would be a seminar
style class for all upper school grade lewddsoted to teachinBULER. The upper school
already has great flexibility in scheduling, offers multiple elective and explore courses and
could likely implement this schedule change with ease. Of note, they currently operate on a
block schedule system as wdllkidence in lierature suggests that when implementation
integrity is followed, a program can still be successfufact, evidence exists that suggests
responding or adapting curriculum to fit a specific context is as important as its
implementatiorwhich is essentigt what teachers were already doing with the mentorship
block in 20192020. Paul LeMahieu (20119 t a Wieaswe fieed is less fidelity of
implementation (do exactly what they say to do) and more integrity of implementation (do
what matters most and workest while accommodating local needs and circumstances).

This idea of integrity in implementation allows farogrammatic expression in a manner that
remains true to essential empirically warranted ideas while being responsive to varied
conditions and coektso CIA consistently adapts to the needs of its students and what is best
for them as learners, so this recommendation fits their mission.

4) Create a Professional Learning CommunityMentorte acher s 6 need f or on
professionatievelopmenttrainingand supportan be met with instituting a menstip

professional learning community (PLC) which could meet on a regurigoingbasisor as

needed basi@.g., once a month or every three months). Teachaydindthis forumuseful

to discuss challenges encountered during mehipblocks and for planninthe blocks. In

addition, ongoing professional development can be targeted to prevent stagnation and
stereotypical approaches to mentoring of students. The rebit®LC will sene to provide

peer support tanentorteachers which will mitigate teacher feelings of isolation regarding
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their mentoring roleln the 1990s, the National Mentoring Partnership was established
(https://www.mentoring.org/). The mission of this group, calENTOR, is "Our mission

is to fuel the quantity and quality of mentoring relationships for America's young people and
to close the mentoring gap.” This group maintains a national database of youth mentoring
programs and link volunteer mentors with ment®SNTOR has established a partnership
with the University of Massachusetts through which mentoring research is done to further
knowledge on mentoring the youth. Their publicafidre Chronicle of EvideneBased
Mentoring,provides research findings asdrves as a conversational forum for mentors. CIA
could participate in MENTOR to further teachers' knowledge of mentorship and receive
ongoing development through themagazine.

Overview of Mentoring Resources
MENTOR

The MENTOR organization providestining through use of their publicati@ements of
Effective Practice for MentorinMENTOR, 2015), available on their website
(https://www.mentoring.org/programesources/elementd-effective practicefor-mentoring/).
Apart from accessing the training manual online, the trainee receivessefsmematerial

and opportunitieor reflection aftereach chapter. Although this program does not provide
extensive interpersonal contact, thke@rning format enabldsachers to participate
asynchronously inhe training. With the latest information on mentorship, the program includes
a setion on program planning and management covering mentor program dedigpest

practices for implementing progranfsdditionally, the MENTOR website offerstaolkit to

support mentors in building a successful program. The toolkit provides activities amel
worksheetsThe mentor training focuses on recruiting mentors from the commtmityentor

the youth and does not explicitly aim to train teachers as mentors, nor does it focus on students
with different learning needglowever, because of the brbaature of the activitiesnd

resources, they could be adapted for use with CIA mentor teachers.

United States Department of Education

The Mentoring Programs section of the U. S. Department of Education dev€lngeihg

Training for Mentors: Twelve Intactive Session@006) in collaboration with the Office of

Safe and Drugrree Schools. This training manual for mentors includes general aspects of being
a mentor, such as establishing boundaries and communication skills. Specific situations that
mentorsand mentees may face include being a bully victim, homework support, goal setting,
healthy lifestyle, supporting mentees during a crisis, planning activities, money management,
and exiting the programi\dditionally, thetrainingcomes inbook format available free of

chargelt can be accessed by anybadyh aninterestin mentoring yoth.

Partners for Youth With Disabilities

Axelrod, Campbell, and Holt (2005) developed a bBekt Practices for Mentoring Youth with
Disabilities,which was published by the Partners for Youth with Disabilitiee gublication
resulted from advocating by parents of children with different learning needs who realized that
their children also needed mentoring. This movement included recruiting and tragribgy sn
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with different learning needs who were successful adults to mentor youth with matching learning
needs. The outcomes of this endeavor were that the youth gained confidence, and hope was
instilled by mentors who have similar challenges. The mentgrano allows for different kinds

of mentormentee contact, including virtual contactperson, group, or schebhsed.

Context of CIA

The existing mentoring programs are mogtlgsented ipublished format where the mentor
uses selstudy withonline support from the developers. Mentors are matched with mentees in
individual programs, although the authors also mentioned group mentoring. On average, the
mentors are communilyased volunteers who participate in mentoring individual mentees.
Although some programs target youth with different learning needs and autism, programs mostly
focus on general education students. These programs may not bentad@for the mentehip
blockat CIA. However the programs' overall approaghdelementsouldbe useful in
developingor adaptinga mentor program for gradel2 mentorteachers at CIAUpper school
administrator®f CIA may choose to examine the contents of the available programs before
entering into discussions with an outside organization taigeovorkshops on mentship

training. This could provide direction and specificity to their engagement with potential
workshop facilitatorsn developng the besffitting format for the workshops.

The literature on general mentor training and mentoringrpros provides some pointers about
important mentoring aspects that could be used when training nieatbiersDickenson (2015)
identified essential questions to be asked when designing a mentoring program. Questions to ask
include (i) what is the goalf éhe program and (ii) whis mentorship chosen as opposed to other
kinds of support programs. Other issues to consider include who should take responsibility for
implementing the program, program resousigsh agpeople and money, arie current
programconstraints. Not all these questions may be appropriate in the case of the CIA

mentoship program. However, it is vital to ensure that teachers and leaders share common goals
and administrative structures exist to ensure the progtanggermsuccess

Leaders and teachers must address shyra@idsettingand program targets during mentorship
training.Mentor training should include a definition of a mentor. Instead of using a published
description, the groughoulddevelop a definition to suit the sch®ituation. Identification of a
mentor's characteristics could be created by the group and later be checked against published
features. By having the group patrticipate in identifying characteristics, the facitifataming
acknowledges their experisn mentoring thehave alreadyleveloped bynteracting withCIA
students. Such participation keeps participants interested and ensures the characteristics are
related to the unique teachirgvironmenbf the schoal The groupshoulddiscuss each
charateristic, and the participating teachers can provide examglgant to their situatiorThe
facilitator will emphasize characteristics such as listening, communication, being compassionate,
and approachable. The workshop format allows for participamtibation, consensus, and skill
building opportunities, which are important elements in adult educdientorteachergould
allocate time to develop mentee training tips and ideas regarding appropriate memtiee
relationship behaviancludinghowto set boundariedEvans, 1997)Developing topics to be
addressed during mentor training should be done bya@hinistrationthe mentoteacher
groupwith facilitator input. By engaging th@entorteachersn developing program topics,
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leadership ensures group needs are addrdssedly, teachershouldevaluate the workshop
and provide feedback for next steps and further training.

Conclusion

The research conductedth Currey Ingram Academy mentor teacsfor grades 912 included
classobservatios, interviews,and a surveyFirst, the insights gained from the datallected
suggest the recommendatifmn mentorship training, increased flexibility of mentee grouping
within a gradea change in schedaly in order to properly implement the RULER curriculum
and ongoing professional training to avoid stagnation and isolation of mentor te@chiezstly,
CIA hasamentoshipblock that occurdour days per weefor 30 minutes eactiay. The
proposed workshop on mensbipaims to optimize the mentoring that is already taking place.
The proposed workshop farentor teachersanbe held orseveraWednesdayfternoons when
the teachers atenencumberednd students have been dismisgederies ofworkshos would
enhance the current mergbipblock by augmenting teachers' skills and introducing gomad
settingfor mentoring. The workshop outcomes would complement the teaching excellence
policy of CIA and fit in with the school's mission.

Two other recommendationisclude (a) restructuring of mentee(b) reconfiguring the
mentorshiblock schedule overall into a dedicated class for SHie restructuring or increased
flexibility of mentee groupings to avoid disruption in SEL classes basexdnflicts between

students warrants attention. The principle that educators convey to students is thaethtey

work through personal differences and apply the SEL principles to manage their own smotion
while accommodating other individuals. ltassential students learnaocepithers and

switching to other groups maygnalto students they do not need to adapt to their given social
situation. On the other hand, should the disruptions be such that teaching bexdikisult, it

may be benfigcial to have the flexibility to swap mentees withire grade levelTeachers could
benefit from ongoing professional education on techniques to facilitate a higher level of
tolerance for personal differences within their mentee groups. This need eaddressed by

either attending existing opportunities or obtaining the servicepmffassional educatevho
specializes in this arebikewise, separating the mentorship block and creating a separate course
for the SocialEmotionalLearning curriculum, RULER, could alleviate trssue of differing
implementation methods. RULER was designed to be implemented systemically thus a dedicated
course for all grade levels could ensure that all lessons and concepts are taught in the upper
schoa.

Lasty, he need for a professional learning community (PLC) to address possible stagnation and
isolation of teachers suggestedThe teachers could establish their own mentor PLC that meets
regularly. Linking into a more comprehensive PLC on mengosindents could be beneficial to
teachers. Different online opportunities were identified which CIA grati2 @entor teachers

could joinor simply accessleachers must have the opportunity to participate in the

identification and ultimate choice of dféition with an outside group

29



Limitations and Future Research

Limitations

This qualitative study has some limitations regarding the sample population used. The study
provides a snapshot of the experiences and perceptions of eleven of fifteen mentos ttach

CIA. Contact with participats included one observation, one interview and a fellgvsurvey.
Although every effort was made to include all fifteen mentor teachers, only eleven consented to
participate. There was also no randomization because shthll size of the facultyrhus, the

sample size is smalNext, because of the limited time of interaction with teachers, there was
limited time spent with each participant and no means for comparison between one mentorship
block class (for one teachemgrsus another day with the same teachieis group of mentors

was a convenience sample aritmately, the teachers at CIA were chosen because of the ease of
access to the school.

Future Research

More research is neededitentify mentoring resources amgportunitieso make ainal

decisionabout moving forward with training and professiodeVvelopmentor CIA faculty
especially given that the school 6s mission 1is
teachers with needed resources in which to dédditionally, gaining stakeholder by in would

be prudent as well. The cohorttefichers at CIA is exceptional. They are highly trained and
knowledgeable of current trends so if future opportunities are identified, their input should be
garnered.

Future research should include studying the experiences and perceptions sthppkstudents
as well as their parengsd possibly community membe#s longitudinal case studyf CIA
studentgould be conducted to study tlemg-termeffects of the mentorship block and
embedded RULER curriculum within it
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Appendix A-RULER Mood Meter and Skills

Mood Meter Check-in and RULER Skills

How are you feeling?

ENERGY

PLEASANTNESS

RULER Questions

1. How are you feeling? (Recognizing & Labeling)

2. What happened to make you feel this way? (Understanding)

3. How are you showing your feeling? (Expressing)

4. What are you doing to feel more, less, or the same of that same feeling? (Regulating)

RULER Skills

Recognizing emotions Using cues to understand what we are feeling and what others are feeling

(VeI ele e fEInlel (G Understanding the causes and consequences of an emotion

Labeling emotions Giving emotions a name

Expressing emotions How we show and express our emotions and how we show our emotions in
socially appropriate ways

Regulating emotions What we think about or do to feel more or less of an emotion or to keep
feeling the same amount of an emotion

Yale Center for Emotional Intelligenc L RULER ei.yale.edu

©2015 Yale University. All rights reserved.
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Appendix B-RULER Metamoment Strategies

Meta-Moment Strategies for Regulating Your Emotions

Effective Strategies

In the Moment

Actions

* Breathing

* Mindfulness/Relaxation
* Reframing

* Private seli-talk

* Visualization

+ Distraction

» Physical space/distance

Long-term

* Meditation

* Spirituality

» Physical activity (stretching, walking, yoga)

» Constructive activity (hobbies, reading, cooking, painting)
» Entertainment (music, television, videogames)
* Modifying the situation

* Finding support from others

» Taking action for a cause or social issue

» Focusing on solving the problem

+ Working hard to achieve a goal

« Shifting or changing the goal

» Seeking professional help

Ineffective Strategies

Actions

Avoidance
* Withdrawal

* Denial

* Ignoring the emotion or problem
* Wishful thinking

* Rumination and worry

» Suppression

= Self-denigration

» Blaming oneself or others

* Procrastination

» Acting out

* Poor health habits

* Abusing substances

Yale

.yale.ed
L RU LER. 2015 Yale University Nler‘nj?:l? :s:'\-e'.:l
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Appendix C-Letter of Cooperation
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