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ARTICLE INFO ABSTRACT

Keywords: For social and emotional learning (SEL) to be most effective, students must consistently access social and

Social Emotional Learning (SEL) emotional knowledge and apply SEL skills across time and context. This article presents the Framework for the

Eezc}“ng Pedagogies of SEL, which aims to theoretically articulate how teachers can support effective student SEL. We
edagogy

present an overview of how students acquire social and emotional knowledge, describe key processes of learning,
and consider relations among culture, identity, and SEL to lay the foundation of the Framework for the Peda-
gogies of SEL. We then present the framework, which integrates three types SEL knowledge with five teaching
practices or pedagogies of SEL. We then describe how the systematic application of these pedagogies of SEL
might promote effective SEL and close with the need to support teachers’ SEL implementation and considerations
related to SEL instruction and student variability as well as the limitations of this article and conclusions.
Impact Statement: Social and Emotional Learning (SEL) is more than content; how SEL is taught also has powerful
influences on its effectiveness. We apply principles of learning to how teachers can more effectively help students
develop declarative, procedural, and conditional SEL knowledge using five pedagogies of SEL: modeling by
narrating thoughts or demonstrating SEL behavior; practice promotion by having students repeat SEL information
or behaviors; elaboration by providing nuanced SEL information; transfer promotion by discussing and helping
students use SEL in varied situations; and validation by affirming diverse perspectives and experiences. By
applying the pedagogies of SEL, teachers can improve the effectiveness of SEL in service of all students.

Student variability

Introduction

Traditionally, approaches to designing, implementing, and studying
social and emotional learning (SEL) have focused on the content of SEL
instruction. However, like other forms of learning, SEL consists of the
content of instruction and the pedagogical approaches educators use to
convey that content. As sociocultural theory and information processing
theory have documented, teaching and learning are complex sets of
social interactions some of which involve processes that are intentional
or unintentional and within or outside of awareness. Children develop
social and emotional knowledge and skills by watching and interacting
with others in their environment and they can internalize the patterns of
behavior they observe and make sense of other’s responses to their social
and emotional behaviors to form their social and emotional un-
derstandings. Children also apply social and emotional knowledge they
have already acquired to subsequent SEL opportunities. Much of this SEL

occurs without awareness within the family and community context,
and the SEL children are repeatedly exposed to and the social and
emotional behaviors they often engage in become strengthened in their
social and emotional repertoire.

To develop a fuller account of how SEL affects students, it is
important to better understand the “how” of SEL implementation. While
the field has made important advances in understanding how the con-
tent of SEL and implementation factors such as readiness, fidelity, and
quality impact SEL delivery and outcomes, we know much less about
how the intended and unintended pedagogical approaches educators use
impact such factors. If how SEL is taught influences the effectiveness of
SEL, then providing theoretical clarity to the field has the potential to
guide teachers in teaching social and emotional skills effectively to all
students. In this paper, we apply information processing theory and
sociocultural theory to develop a framework for understanding and
studying pedagogies of SEL. We also give attention to how variability in
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student culture and identity relates to this framework.
Development of social and emotional knowledge

To understand how to better support student SEL in formal educa-
tional settings, it helps to consider (1) how children acquire social and
emotional knowledge, and (2) how cognitive processes of learning apply
to SEL.

Acquisition of social and emotional knowledge

Socialization

From birth, children develop social and emotional knowledge
through the process of socialization. Socialization encompasses the ways
people acquire knowledge, behavior patterns, and attitudes from the
behaviors of others through observation, imitation, and social interac-
tion (Bugental and Grusec, 2007; Cantor et al., 2019). Consider Kim, the
youngest of four siblings who spent his early childhood at home. Kim
frequently observed older siblings using force to get coveted toys and
consistently imitated that behavior. Kim was not formally taught this
social and emotional knowledge. Kim observed these social and
emotional behavioral patterns and internalized them. Kim is largely
unaware of his SEL since socialization occurs primarily without
conscious awareness (Maxfield, 201 8).]

Children engage in and observe social and emotional behaviors and
behavior patterns in specific contexts (e.g., situation, setting, person,
emotion). This forms associations between what they observed or enac-
ted and the contextual features of that experience (Robin et al., 2019).
Recently when a peer had a sticker Kim wanted, Kim became envious
and yanked the sticker out of the peer’s hand. Not only did Kim’s use of
force originate from experiences at home with his siblings, his use of
force was also strongly associated with his regulation of envy. Such as-
sociations among behaviors, context, and emotions form knowledge
networks that enhance the later retrieval of associated knowledge
(Schunk, 2012). When one piece of knowledge is retrieved or pulled out
of memory (i.e., envy related to wanting something), associated
knowledge (i.e., using force to get something) is automatically also
retrieved (Alonso et al., 2020). That is, Kim had a strong association
between envy and using force, which was triggered when he wanted the
sticker the peer had.

Feedback

Students’ knowledge is further shaped by how others respond to
their social and emotional behaviors, which is also part of the socializ-
ation process. While Kim'’s use of force may be effective at home, how
others at school respond to his use of force communicates to Kim that
forceful behavior is not socially acceptable at school. The likelihood of
Kim using force or pro-social skills increases or decreases depending on
which of his behaviors are reinforced or punished by Mr. Roberts’ re-
sponses (Schunk, 2012; Musser et al., 2018). Mr. Roberts removes Kim
from peer interactions when Kim uses forceful behavior, an experience
Kim finds aversive. Thus, Kim’s forceful behavior is discouraged at
school. When Kim tells and shows Mr. Roberts more pro-social behaviors
he could have engaged in, Mr. Roberts gives praise and encourages Kim,
reinforcing the behaviors he wants Kim to engage in. However, behavior
management, which relies on feedback such as punishment and praise,
will not provide Kim with the type of information he needs for effective
SEL (Hattie & Timperley, 2007; Wisniewski et al., 2020). Mr. Roberts
will need to give Kim additional, pertinent information for effective SEL.

Feedback is “information provided by an agent (e.g., teacher, peer,
book, parent, self, experience) regarding aspects of one’s performance or

1 Research indicates that awareness can also be unconscious (Maxfield,
2018). For the purposes of this paper, when we refer to awareness, we are only
referring to conscious awareness.
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understanding” in any content area, including SEL ( Hattie & Timperley,
2007, p. 81). Feedback is especially important for supporting SEL since
SEL involves the development of cognitive and motor skills (Wisniewski
et al., 2020). Feedback for SEL, in contrast to responses for behavior
management, contains useful information that supports aspects of stu-
dents’ learning, such as completing a task or product, engaging in a
learning process, or practicing self-regulation (Hattie & Timperley,
2007; Wisniewski et al., 2020). Mr. Roberts will want to provide Kim
feedback that will help him develop skills like making requests,
accepting no, perspective taking, sharing, and delaying gratification so
Kim will have a range of skills to draw on when he feels envious.

As another example: Ms. Gordon teaches middle school science and
includes short SEL lessons in her classes. While teaching listening skills
to support group work, Ms. Gordon told students to focus on the speaker,
and after the speaker is finished, to repeat back what they heard in their
own words. Ms. Gordon also told the students to make sure they were
really listening and to notice and bring their attention back to the
speaker if they were thinking about other things. Providing such task-
specific feedback will support students to develop the nuance of effec-
tive listening, a critical social skill. Ms. Gordon will also have to attend
to students’ diverse experiences to promote effective SEL. Ms. Gordon
suggested that students make eye contact to help them maintain con-
centration on the speaker and demonstrate interest. She acknowledged
that this may be helpful for some students but not for others. Making eye
contact may provoke anxiety for some students, decreasing their ability
to concentrate on the speaker (Jaswal & Akhtar, 2019). Since the goal of
SEL is to decrease the gap between students’ current application of social
and emotional knowledge and students’ effective application of social
and emotional knowledge in real-life situations, the intermediate goal of
feedback in SEL is to incrementally increase and strengthen students’
social and emotional knowledge (Kaminske et al., 2020; Wisniewski
et al., 2020).

Related processes of learning

Large complex knowledge networks provide many access points to
prior knowledge making retrieval of associated knowledge easier, and
retrieval of isolated knowledge more difficult, to access (Alonso et al.,
2020). Thus, a primary way to strengthen students’ SEL knowledge is by
building complex knowledge networks and supporting knowledge as-
sociations. Several learning mechanisms can be applied to help students
strengthen their SEL knowledge.

Awareness

The effectiveness of SEL is influenced by students’ attention and
awareness. Students must attend or selectively focus on what they are
learning while ignoring other information for SEL to happen (Maxfield,
2018). Whereas awareness requires attention-students can only be
aware of what they attend to—attention does not require awareness
because students can unconsciously attend to something without being
aware of it (Lamme, 2003). For example, a student’s attention is auto-
matically directed by novelty or strong emotion without their awareness
(Maxfield, 2018; Lamme, 2003; Immordino-Yang et al., 2018). Novelty
and emotions motivate action and strengthen information storage and
retrieval (Alonso et al., 2020; Cantor et al., 2019; Tyng et al., 2017).
When Kim is distressed because he cannot have something he wants,
emotion directs his attention and motivates him to act. Kim’s limited
attention is focused on the source of his emotions, which makes it
difficult for Kim to attend to the teacher or to draw on previous SEL. In
this way, unregulated emotions can interfere with academic perfor-
mance and SEL, even if students possess the knowledge of how to
regulate their thoughts and feelings (MacCann et al., 2020).

Attention can result in awareness or being conscious of and able to
identify the object of attention (Maxfield, 2018). Whereas attention
without awareness is efficient and automatic, acting with conscious
awareness is intentional and thus slower and inefficient (Sun et al., 2001;
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Maxfield, 2018). Deliberate and explicit learning—that is, learning with
conscious awareness—is particularly effective for acquiring new social
and emotional knowledge and re-learning socialized or implicit
knowledge (Schunk, 2012; Sue et al., 2019). Mr. Roberts’ students have
been playing four-square on the playground, and there have been
scuffles about who gets a ball. Mr. Roberts had students engage in
role-play to learn the skill of turn-taking explicitly. Similarly, Mr. Rob-
erts had his students imagine what they would say if someone else got
the last ball before sending the students out to recess. Such visualization
(a.k.a., mental imagery) has not only been successful with athletes to
improve performance but visualization has also been used in therapy to
increase skills application in daily interactions (Saulsman et al., 2019;
Simonsmeier et al., 2021). However, learning a skill is not enough to
ensure future use.

Repetition

Whether SEL occurs with or without awareness, knowledge is
forgotten over time unless it is reinforced (Benjamin & Tullis, 2010).
Memory is strengthened when new information is stored and retrieved
(Tyng et al., 2017). Thus, a primary way to strengthen knowledge is
through repetition. Observation, visualization, and enactment can all
serve as forms of repetition since the same knowledge networks are used
during each of these processes (Iacoboni, 2009). Patterns that are
repeatedly observed and behaviors that are repeatedly enacted or
visualized strengthen that knowledge; all of which can lead to autom-
atization with enough repetition (Ericsson, 2006; Sun et al., 2001;
Taguchi, 2011). In our example, Ms. Gordon could promote repetition
by using curious questioning. Ms. Gordon uses curios questioning as part
of her science instruction to encourage students to be curious about each
other’s perspectives. The class brainstormed questions, which Ms. Gor-
don had the students review before cooperative work. Similarly, Mr.
Roberts had students repeat prosocial behaviors by having students role
play and visualize sharing and expressing their needs with words.

Knowledge is only strengthened through repetition if the original
knowledge is successfully retrieved through a reminder (Tyng et al.,
2017). Identical reminders (e.g., reading through the list of curious
questions) and reminders close in time (e.g., remembering the steps of
problem-solving immediately after reciting them) will strengthen
knowledge less than a weakly associated reminder or remembering in-
formation after a longer period (Benjamin & Tullis, 2010; Taylor &
Rohrer, 2010). Ms. Gordon’s student Lowen spent the afternoon with a
family friend during the last week of summer. The friend asked Lowen
questions about his opinions on the state of the world. Ms. Gordon
taught the curiosity lesson mid-year. By this time, Lowen could only
recall that he had spent time with the family friend—the curious ques-
tions the friend asked him were difficult for him to remember. During
the lesson, Remy recited a list of “annoying” questions her grandparents
regularly ask. This list helped Lowen remember how the family friend
expressed curiosity; it served as an effective reminder. Lowen’s knowl-
edge about curious questioning was likely strengthened more because
Remy’s list of questions reminded Lowen of the friend’s questions,
which he had forgotten. If Ms. Gordon had taught the curious ques-
tioning lesson during the first week of school, the friend’s questions
would have been easy for Lowen to remember. In addition to reminders,
contextual factors also influence the acquisition and strength of SEL
knowledge.

Context

Access to knowledge is supported by associations within and to the
context. Context includes all environmental and social information that
is associated with SEL knowledge, including emotions (Barrett, 2017;
McGaugh, 2004). This is why learning is often context-dependent; it is
easier to access knowledge in a similar context, with the same or similar
people, or in a similar emotional state to the one in which learning took
place (Immordino-Yang, 2019). Though Kim has formed strong associ-
ations between feeling envy and forceful behavior, as Kim develops
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effective and prosocial behaviors in the classroom, Kim will form new
and more productive associations between such feelings and his social
response behaviors, particularly in the classroom.

Culture, identity, and SEL

Socialization is a culturally dependent process, arising out of stu-
dents’ perspectives and prior knowledge connected to family, commu-
nity, and socioeconomic viewpoints and their racial, ability, gender, and
other identities (Bugental & Grusec, 2007; Jagers et al., 2019; Ramos &
Kiyama, 2021; Rappolt-Schlichtmann et al., 2024). At times, students’
cultural values and expectations may not align with those of the class-
room, resulting in a cultural mismatch (Barnes & McCallops, 2019; Dee,
2005; La Salle et al., 2020). Teacher-student cultural misalignment can
hamper the effectiveness of SEL since students’ understanding of what to
do and relational understandings of why to do it must align with
delivered SEL instruction for students to successfully apply their SEL
(Gagnier et al., 2022).

How teachers, peers, family, and community members respond to
behavior can also subtly negate, discourage, affirm, or support SEL. The
parenting literature points to the deleterious effects of invalidation on
children, which include difficulties with emotion regulation and inter-
personal relationships, as well as increased suicide ideation and
impulsivity (Musser et al., 2018; Vanwoerden et al., 2021). Invalidation
occurs when the behaviors of others or what others say delegitimize or
make inconsequent what makes sense or is legitimate to the child
(Cardona et al., 2021). Emotions and experiences are inherently valid, as
are many preferences and opinions. When a student receives a response
that invalidates their emotions, or when their experiences are rarely
legitimized or validated, they may suppress associated emotions rather
than learning what the emotions signal and how to manage them
effectively.

Because children and adolescents are more emotionally vulnerable
or easily threatened than adults, when a student experiences invalida-
tion, they may internalize it more intensely and severely than adults may
realize (Immordino-Yang et al., 2019; Zeman et al., 2006). Thus, “This is
easy; you've been doing it for three years” may seem like an innocent
statement to Ms. Gordon, but it may be invalidating to a student who is
finding the science content difficult. Similarly, Mr. Roberts may think
that saying “Don’t cry, it’s not a big deal” to Kim will calm and reassure
Kim. However, Mr. Roberts may inadvertently be invalidating Kim if, for
Kim, the experience was of consequence. Additionally, Kim may then
reject or suppress these emotions, infringing on his ability to engage in
learning (Gross, 2015).

Students who perceive that aspects of their identities are invalidated
may reject or incorporate these invalidated identities in harmful ways,
much like they might reject invalidated emotions (Pellegrino, 2020;
Cardona et al., 2021). If Mr. Roberts says “Big boys don’t cry” to Kim,
Kim may subsequently reject aspects of himself that he associates with
being ‘girly’ or feminine. The risk of invalidation and lack of validation
can be particularly high for students with marginalized identities where
aspects of their gender, racial, cultural, or other identity may be more
likely to be ignored, minimized, dismissed, or stigmatized.” These forms
of perceived invalidation, including microaggressions and micro-
invalidations, can contribute to minority stress and discourage SEL (Sue
et al., 2007). When Ms. Gordon, who is white, says “Use an inside voice
like the other students” to a student, this may seem like a neutral
statement to her. However, this could conflict with what is conventional
(e.g., speaking energetically) in a student’s home culture—which may
result in perceived invalidation and feelings of shame. Similarly, “Look
at me when I am talking to you” may appear as a harmless statement to

2 In this paper, we are referring to less extreme forms invalidation; more
extreme forms of invalidation (i.e., victim-blaming, abuse, system-level inval-
idation) also contribute to minority stress (Cardona et al., 2021).
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Ms. Gordon, who is also neurotypical. However, for some students,
avoiding eye contact may be necessary for managing a disability (Jaswal
& Akhtar, 2019). Alternately, making eye contact with someone in au-
thority may conflict with what is conventional in a student’s home
culture (Hillary, 2020). In both cases, demanding eye contact could
result in stressful dissonance for a student.

The experience of invalidation may also result from a lack of vali-
dation. When a student does not have their identities validated, they
may reject these aspects of themselves (Cantor et al., 2019; Cardona
et al., 2021; Sue et al., 2007). Ms. Gordon comes from a middle-class
background and her family always took at least one trip during the
summer. When Ms. Gordon asked students where they went during the
summer, she may have inadvertently invalidated students who did not
or could not go anywhere during the summer. For example, Lowen’s
family is low-income and runs a restaurant. Lowen spends much of his
time, including the summer, working at the restaurant to help his family
manage financially. Though Ms. Gordon does not directly invalidate
Lowen’s experience, by phrasing her query this way, Lowen may feel
that he cannot bring his socioeconomic-related identity into the class-
room. Thus, validation may also help students feel seen and understood
rather than invisible or ignored (Cardona et al., 2021).

Ms. Gordon and Mr. Roberts need a systematic approach to teach SEL
effectively; an approach that aligns with how students learn and the
nature of SEL, and that scaffolds students’ learning toward effective SEL
while affirming students’ emotions, experiences, and identities. We aim
to provide such a systematic approach with the Framework for the
Pedagogies of SEL.

The Framework for the Pedagogies of SEL

The Framework for the Pedagogies of SEL reflects how the nature or
types of social and emotional knowledge intersect with the pedagogies
of SEL. We first discuss three types of SEL knowledge: declarative,
procedural, and conditional. Then we present five pedagogies of SEL:
modeling, practice promotion, transfer promotion, elaboration, and
validation. We conclude this section by considering how the pedagogies
of SEL can be used systematically to support effective SEL.

Types of SEL knowledge

The end goal of SEL is for students to consistently access pertinent
SEL knowledge (e.g., steps of social problem solving, emotion vocabu-
lary) and use learned social and emotional behaviors in authentic ways
across time and context (e.g., in the classroom, in the home, with sib-
lings, with peers; Kaminske et al., 2020). The most basic type of SEL
knowledge that must be acquired is declarative knowledge. Declarative
knowledge is the facts of SEL such as SEL-related vocabulary or the steps
or features of an SEL skill (Schunk, 2012). Procedural knowledge is
slightly more sophisticated. Procedural knowledge is how-to knowledge
and is reflected in the ability to use social and emotional skills. The most
sophisticated type of knowledge is conditional knowledge. Conditional
knowledge is the integration and application of declarative (i.e., what,
why) and procedural (e.g., how) knowledge simultaneously. Conditional
SEL knowledge is the goal of effective SEL (Kaminske et al., 2020). These
types of SEL knowledge must be collectively supported to achieve the
end goal of SEL and for SEL to be effective.

To illustrate the three types of SEL knowledge, let us consider Kim.
Like many of his peers, Kim has difficulty sharing. In anticipation, Mr.
Roberts had the class recite and role-play how to respond (i.e., take a
deep breath and use their words) when a peer has something they want.
Despite this, Kim slapped and yanked the sticker out of a peer’s hand.
When Mr. Roberts asked Kim what he should have done, Kim said, “Take
a deep breath and use my words.” Kim developed the declarative
knowledge needed for this SEL skill: Kim was able to recall the words,
definitions, or steps involved (Ellis, 2010; Schunk, 2012; Sun et al.,
2001). Although Kim demonstrated he could act out the behavior when
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he was calm, he was unable to enact these SEL skills at the time when he
was feeling envious. Ergo, Kim had developed the procedural knowledge
needed for these SEL skills: he could produce the behaviors and words.
However, Kim has yet to develop the conditional knowledge needed to
effectively use this SEL skill in an applicable context. Kim has thus not
fully achieved the end goal of SEL. This scenario reflects a common
conundrum for teachers: How to support students’ SEL so students apply
what they have learned in school to real-life situations (Pellegrino, 2020;
Schwartz et al., 2005). For this reason, our Framework for the Peda-
gogies of SEL considers the type of SEL knowledge being targeted by
particular pedagogies of SEL that may promote effective SEL (Fig. 1).

Pedagogies of SEL

The pedagogies of SEL are practices teachers use to intentionally teach
SEL. We propose five pedagogies for the field to consider, expand, and
refine in the service of operationalizing and improving the quality of SEL
and its effectiveness as part of our Framework for the Pedagogies of SEL
(e.g., Cipriano, Strambler, et al., 2023; Durlak et al., 2011). How each
pedagogy is enacted to teach the three types of SEL knowledge-
—declarative, procedural, and conditional—reflects the previously
described processes of SEL—socialization, feedback, awareness, repeti-
tion, and context. The first three pedagogies of SEL—modeling, practice
promotion, and transfer promotion—each have sub-pedagogies related
to the three types of knowledge as depicted in Fig. 1 and described next.
Whereas the latter two pedagogies—elaboration and validation—reflect
more universal pedagogies. The pedagogies of SEL are summarized in
Table 1.

Modeling

Modeling is when others in the environment enact SEL behaviors that
demonstrate effective interactions, learning, engagement, or responses,
including those that are internal (e.g., thoughts; see also, Table 1).
Modeling is central to SEL given that students gain much of their social
and emotional knowledge through observation (Fatahi et al., 2022;
Zimmerman, 2013). Students learn the norms for acceptable and unac-
ceptable emotions and ways of behaving in the classroom from their
teachers and peers (Zimmerman, 2013). There are two primary ways
teachers can intentionally use modeling to promote SEL: explicit and
implicit modeling (Fig. 1, first row). Explicit modeling is when the teacher
draws students’ attention to what they are modeling and often takes the
form of narration and demonstration (McLeod et al., 2017). Narration is
when the teacher verbally describes invisible behaviors (e.g., self-talk,
perceptions, emotions) to students, providing them with declarative
information (Fig. 1, first row and column). Ms. Gordon narrated the
steps for identifying feelings (e.g., “Get your sticky note” while taking it
off the table, “put it on the poster; today I am feeling nervous” as she
placed it on the corresponding place on the chart) before the first
Monday check-in. When it was time to share, Ms. Gordon said, “I am
feeling nervous because the principal is coming to observe me this week,
and I always feel nervous when someone is watching me.” Mr. Roberts
makes invisible behaviors—her thoughts and emotions—visible to the
students by narrating her thinking (Zimmerman, 2013).

Demonstration is when the teacher shows students social and
emotional behaviors, giving them procedural information (Fig. 1, first
row, second column). Mr. Roberts used both narration and demonstra-
tion to teach his students how to take a deep breath. First, Mr. Roberts
announced what they were teaching, drawing students’ attention, and
encouraging them to become aware of their learning. Then, Mr. Roberts
provided declarative information by narrating, “We’re going to practice
taking a deep belly breath using a pinwheel to help us be able to think
straight when we’re upset.” Mr. Roberts used novelty to draw their
students’ attention by emphasizing “belly” and using a pinwheel. Next,
Mr. Roberts demonstrated social and emotional behavior; he took a big,
exaggerated breath, resting his hand on his belly to show the students
how his belly lifts, and blowing the pinwheel—again using novelty
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Procedural knowledge - How Effective
Conditional knowledge - When SEL
. - ' : i : ; Implicit modeling __
Modelmg Explicit modeling as narration <—> Explicit modeling as demonstration <—> I
I \\ i
Practice promotion e [ B Informal practice Type of SEL
eclarative rehearsal +————> o
I / L= Conditional rehearsal knowledge
Transfer promotion Declarative; transfer ———— Procedurﬁl transfer —> Conditional transfer Pedagogy
. X l i I : Sub-pedagogy
Elaboration Declarative elaboration <+———— Procedural elaboration
I <«—>  Synergies
k , e === Same sub-
Validation Validation pedagogy
Fig. 1. Integration of the pedagogies of SEL and types of SE knowledge.
Table 1

Five Pedagogies of Social and Emotional Learning.

Pedagogy

Examples

Modeling: Enacting SEL behaviors that demonstrate effective
interactions, learning, engagement, or responses, including
those that are internal (e.g., thoughts).

Demonstrating SEL strategies (e.g., acting out skill).
Expressing emotions effectively.
Engaging in effective social interaction (e.g., validation).

Showing emotional vulnerability.
Narration and sharing thoughts as they arise (e.g., think aloud, self-talk).

Practice promotion: Providing opportunities for students to
repeatedly engage in SEL behaviors.

Rituals (e.g., mindful moments, pain in body vs. feelings check-in) and routines (e.g., feelings check-in).
Rehearsal (e.g., recitation of SEL acronym).

Behavior practice (e.g., role-play).
Imaginary practice (e.g., visualization).
Opportunities to respond (e.g., choral responding).

Transfer promotion: Supporting or providing opportunities for
students to consider and apply SEL with multiple people,
across multiple contexts, and in different emotional states.

Brainstorming situations where SEL skills are applicable.
Practicing skills with multiple people or in multiple situations.
Visualizing using skill in another context.

Support using skill in the moment (e.g., cueing student).
Integrating SEL into content areas (e.g., feelings check-in before large writing assignment).

Elaboration: Providing, or eliciting from students, meaningful
and nuanced information about the social and emotional
context, concepts, or content.

Context/background through discussion, drawing, or writing (e.g., storyboarding).
Social/emotion/mind/mental states talk (e.g., storytelling).
Questioning to illuminate nuance (e.g., identifying cause, emotion, physical experience, behavior, after-effect).

Recasting, paraphrasing, or extending (e.g., reflective listening).

Validation: Engaging in behaviors that make space for,
demonstrate interest in, or legitimize diverse preferences,
perspectives, emotions, ideas, and opinions.

Treating all emotions as understandable and legitimate.
Acknowledgment (e.g., talking stick, reflective listening).
Eliciting multiple perspectives (e.g., point of view).

Holding space for perspectives of those not present.
Wait time, pauses (allowing students to respond fully).

Providing true choice.

through exaggeration—to provide procedural information. Explicit
modeling is well suited to demonstrate a behavior for students to copy
before a role-play or to show or remind students of a routine.

An advantage of explicit modeling is that students are more likely to
be aware of the intended learning, making it easier for them to draw on
that learning later. However, explicit modeling may be ineffective when
a student’s attention is focused on some other content (e.g., a dispute
with a peer) or their emotional experience because the student will not
have the capacity to consciously attend to the explicit modeling. In such
situations, the teacher can still use intentional modeling that does not
require students’ conscious awareness.

Teachers can model behaviors intentionally without drawing stu-
dents’ attention or without aiming to make students aware of their
learning through implicit modeling. Implicit modeling is when the teacher
intentionally uses social and emotional behaviors but does not draw
students’ attention to this behavior (Fig. 1, first row, third column).
When students have a conflict, Ms. Gordon intentionally asks each

student, “How are you doing?” and “What do you think about ...?” to
gain insight into what students are thinking and feeling. Ms. Gordon also
intentionally practices validating students’ emotions and experiences
and engages in problem-solving with them when needed. By consistently
and internationally modeling curious questioning, validation, and
problem-solving in her class, her students have the opportunity to
engage in SEL without their conscious awareness. Recently, Ms. Gordon
overheard Cameron ask Remy, “How are you doing?”” Remy answered, “I
bet Ms. Stanley wouldn’t even listen to what happened and won’t let me
re-do the math my mom threw in the recycling.” Cameron responded
with validation, “Sounds like you’re worried,” and followed up with
support to solve the problem by asking, “Why do you think she won’t let
you re-do it?” Cameron’s validating and problem-solving behavior may
reflect observational learning on Cameron’s part, from Ms. Gordon’s
implicit modeling.

The teacher must consistently and frequently model the desired so-
cial and emotional procedural knowledge for modeling to be effective
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since students will be more likely to imitate the phrases and behaviors to
which they are exposed repeatedly (Sun et al., 2001). Routines and
rituals are particularly well suited for implicit modeling because rou-
tines and rituals increase the likelihood of repeated exposure throughout
the school day, week, and year.

Practice promotion

Practice promotion involves the teacher intentionally providing stu-
dents opportunities to engage in SEL behaviors (Fig. 1, second row). This
results in students storing, retrieving, and engaging in SEL, which when
repeated develops automatic and efficient retrieval and use (Fridland,
2019). There are three types of practice promotion—declarative
rehearsal, procedural rehearsal, and informal practice. Rehearsal in-
volves recalling or repeating a particular social and emotional piece of
information (i.e., declarative rehearsal) or behavior (i.e., procedural
rehearsal) with awareness (Fig. 1, second row, first and second column;
McLeod et al., 2017; Schunk, 2012; Trninic, 2018).° Ms. Gordon uses
declarative rehearsal when she has students read the list of curious
questions before doing cooperative work. Didactic instruction, songs,
and handouts are SEL activities well-suited for declarative rehearsal, and
games and role-plays are activities well-suited for procedural practice
(Jones et al., 2017).

Conditional knowledge can be promoted with practice in two ways:
through informal practice and conditional rehearsal. Informal practice is
when students repeatedly engage in SEL behaviors without their atten-
tion being drawn to what they are learning, providing opportunities for
observational learning (Fig. 1, second row, third column). Like implicit
modeling, rituals and routines are particularly effective activities
because they promote the regular, informal practice. Alongside implicit
modeling (i.e., “How are you doing?”, “What do you think about...”),
Ms. Gordon prompts students with, “Did you ask about their perspec-
tive?” to support perspective-taking when there is student conflict. This
consistent prompting results in students’ engaging in informal practice
by encouraging them to repeatedly use perspective-taking without
requiring students to be consciously aware of that SEL. Though practice
strengthens SEL knowledge, more is needed to encourage students to
apply SEL in real-life situations.

Transfer promotion

Transfer is the application of previously learned knowledge in a novel
way or different context from the way and context the original learning
took place (Hajian, 2019). Transfer promotion is when the teacher sup-
ports or provides opportunities for students to consider or apply
declarative and procedural SEL knowledge across different contexts (e.
g., people, places, situations, physical or emotional states) to support the
development of conditional SEL (Day & Goldstone, 2012; Schunk,
2012).” There are three types of transfer promotion: declarative transfer,
procedural transfer, and conditional transfer. Teachers can promote
declarative transfer by providing opportunities for students to consider
other contexts or situations where SEL could be applied (Fig. 1, third
row, first column). When Mr. Roberts did this, Paz said she could use the
breathing and sharing skills with her twin on the playground or at home,
and Kim mentioned he could use it with his biggest brother who is too
big to take things away from. Such declarative transfer intends to make
students aware of other situations in which an SEL skill might be useful
to make it more likely that they use it in such a situation. However,
talking about transferring SEL skills is insufficient to support students’

3 Technically, another form of practice promotion is conditional rehearsal.
However, conditional rehearsal is the same as procedural transfer, so we discuss
it in the transfer section.

4 Note that transfer can be thought of as the extension of practice promotion
since procedural practice could also be viewed as conditional rehearsal. We
classify and describe procedural practice as transfer since it reflects the
accepted definition of transfer.
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generalization of those skills (Schwartz et al., 2005). For this, students
need to use social and emotional skills in various contexts.

Procedural transfer is using social and emotional skills in contexts (e.
g., with people, in settings) different from the context they were learned
(Fig. 1, third row, second column). If a student has used a skill with
various classmates and in various areas of the school (e.g., recess, li-
brary, gym, music), there are more diverse contextual associations to
draw on later, bridging students’ declarative and procedural knowledge.
Mr. Roberts had the students imagine taking a deep breath to clear their
heads and using their words to express their needs in a possible recess
situation. Since the same neural pathways are involved during visuali-
zation as during use, Mr. Roberts is helping students bridge procedural
and conditional knowledge through visualization (Iancoboni, 2009).
Ideally, procedural transfer extends beyond the school setting. Ms.
Gordon emailed each guardian a feelings chart like the one she uses in
class, with suggestions about how parents can use the chart to encourage
the students to share about their school day. Because students’ SEL
knowledge is associated with these familiar materials and directions,
Ms. Gordon hopes to increase the likelihood that students will draw on
the associated SEL knowledge at home.

These efforts get students closer to the end goal of SEL: for students to
transfer skills to real-life situations or conditional transfer (Kaminske
et al., 2020). Conditional transfer results from teacher actions that sup-
port students in using SEL skills in applicable situations (Fig. 1, third row
and column). Conditional transfer must include supporting students to
use skills in real-life situations, for example, when they are emotionally
aroused or in a challenging situation (Pellegrino, 2020). Conditional
transfer often involves co-regulation where another person (e.g.,
teacher, peer) helps the student use a skill at the moment when it is
applicable. Mr. Roberts and the other teachers co-regulate by providing
students with cues (e.g., exaggerating a deep breath) to remind students
to take a deep breath when they get upset. Cuing and coaching are two
ways teachers can support students in translating declarative and pro-
cedural social and emotional knowledge into conditional knowledge
(Goldstone & Day, 2012). Transfer promotion across emotional states is
particularly difficult because an aroused emotional state can decrease
students’ ability to access previously learned SEL knowledge (Immor-
dino-Yang et al., 2019). This is the primary challenge Mr. Roberts faces
with Kim. When Kim is upset, Kim has a hard time accessing his SEL. At
times, Mr. Roberts takes an exaggerated deep breath or hands Kim a
pinwheel to cue Kim to take a deep breath when upset. Such cues may
help Kim access previous SEL. If Kim does take a deep breath, it helps
develop an association between being upset and taking a deep breath.
Conditional transfer is possibly the most important yet hardest part of
SEL. Thankfully, we can offer teachers two more pedagogies to support
their student’s SEL.

Elaboration

Elaboration is when the teacher provides or elicits from students
meaningful and nuanced information about social or emotional knowl-
edge (Schunk, 2012; Veenman et al., 2005). Elaboration is another way
to support retrieval through association (Darling-Hammond et al., 2020;
Pellegrino, 2020; Veenman et al., 2005). It is particularly helpful to
students for teachers to help them link new social and emotional
knowledge to their life experiences as well as cultural and prior
knowledge (Barnes and McCallops, 2019; Cardona et al., 2021). There
are two types of elaboration: declarative and procedural. Declarative
elaboration is where language is used to elaborate on SEL concepts
(Fig. 1, fourth row, first column). Ms. Gordon asks students to describe
why they feel the way they do during a Monday feelings check-in. Remy
said she felt mad because her mom gave her sister a ride to school after
missing the bus, but when she misses the bus, she must ride her bike to
school. Ms. Gordon asked the rest of the class if they have had such
experiences. Ms. Gordon then facilitated a conversation that encom-
passed envy, jealousy, fairness, and double standards. This type of
elaborative conversation supports the development of nuanced and
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varied knowledge networks linked to students’ experiences (Doherty
et al., 2003). It would take more repetition for students to be able to
recall the definition of envy through rehearsal; and even if the students
could recite it, their understanding would be limited because it would be
isolated knowledge.

The teacher-provided examples and scenarios can elaborate by
illustrating common and not-so-common experiences and the associated
vocabulary and skills. Teachers can elicit elaboration from students by
asking open-ended questions that delve deeper into the students’
thinking and experiences (Pellegrino, 2020). The use of books with
diverse characters and perspectives makes it more likely that every
student will be able to relate to and be exposed to different perspectives
and experiences, which helps students make personal connections to the
SEL content and learn about important differences. Non-linguistic ac-
tivities, such as producing or observing art, can also be used to activate
and extend social and emotional knowledge through procedural elabo-
ration (Fig. 1, fourth row, second column). For the feelings check-in after
winter break, Ms. Gordon incorporated SEL into a lesson on polymers.
The students made sculptures of colorful polymer clay to reflect their
experiences over break. The next day, Ms. Gordon had them look at each
other’s finished sculptures silently so they could notice how they
experienced each other’s representations before discussing what the
sculptures represent. This activity allowed students to get a glimpse into
others’ emotional experiences without the need for words that might not
adequately describe their experience. This activity provided students
with an opportunity to develop non-linguistic aspects of their knowledge
networks. Note that conditional rehearsal or procedural transfer can also
be thought of as elaborated procedural rehearsal (Fig. 1, double line).

Validation

Validation is the “intentional, proactive affirmation of students” and
involves the teacher engaging in behaviors that make space for,
demonstrate an interest in, or legitimize the identities, perspectives,
emotions, ideas, and opinions of their students (Fig. 1, fifth row; Rendon
Linares & Munoz, 2011, p. 12). Validation can be expressed verbally and
behaviorally by the teacher and thus reflects a form of implicit modeling
(Fig. 1, double line). When teachers use validation alongside co-r-
egulation, validation can also be part of conditional transfer. Validation
includes communicating to students that their preferences, descriptions,
emotions, and experiences are understandable and attributing students’
emotions to those experiences (Musser et al., 2018). This may help
students develop a clearer understanding of their own experiences,
emotions, preferences, ideas, and identities, which may support students
in developing confidence in their perceptions and capabilities.

Validation includes accepting all types of emotions, particularly
negative emotions, even if students’ behavioral expression of these
emotions is hurtful, harmful, or dangerous, such as when Kim hit his
friend when feeling envious about the sticker. Mr. Roberts can tell Kim
that it is ok and normal to want what other people have, but it is not
okay to hit other people. Mr. Roberts could also tell a story about a time
he felt envy and how he managed that emotion to illustrate the accep-
tance of envy. Accepting negative emotions includes welcoming nega-
tive emotions into the classroom, giving students opportunities to
express them, and supporting students to work through these emotions.
Validation can involve acknowledging the complexity of students’
challenges and their limited power to overcome them (Musser et al.,
2018). Ms. Gordon’s use of curious questions is a form of validation. Mr.
Roberts decided to start asking students “Can you tell me what is going
on for you?” to increase validation after a professional development
with Ms. Gordon about curious questioning. Rather than responding to
students by trying to calm them (e.g., “It’s okay,” “Don’t cry”), Mr.
Roberts now aims to validate them (e.g., “I hear that you're very frus-
trated,” “Sharing is really hard™). Importantly, this type of validation can
occur in the context of disciplining a student for unacceptable behavior.

Validation can also play an important role in supporting students’
sense of belonging and their motivation and ability to learn in
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educational settings, particularly for those who have historically been
marginalized (e.g., students of color, those from low-income back-
grounds, those with a disability, and English language learners;
Andrade, 2021; Darner, 2019; Rendén Linares & Munoz, 2011; Malone
& Horowitz, n.d.). Sue et al. (2019) suggest: (1) validating students’
experiential reality, (2) showing that they value them as a person, (3)
affirming their group identity, (4) supporting and encouraging them,
and (5) reassuring them that they are not alone. In line with this, Mr.
Roberts has also decided to reassure students about their emotional
experiences by saying things like, “Everyone feels mad or sad some-
times” and “Everyone needs to cry sometimes.” Mr. Roberts aims to
provide the students the opportunity to express, explore, and reflect
freely on their experiences (Immordino-Yang et al., 2019).

Systematic use of the pedagogies of SEL

We hypothesize that optimal SEL arises out of a system of coordi-
nated, well-implemented pedagogies that maximize their synergy and
systematically support student SEL. In this section, we speculate on how
the described pedagogies of SEL might be strategically used to promote
effective SEL. Since much of the long-term aim of SEL is for students to
enact skills related to interacting pro-socially and being able to effec-
tively identify, express, and regulate emotions in applicable settings—-
even when emotions run high—this section focuses on how to develop
students’ conditional SEL knowledge.

Connecting declarative, procedural, and conditional SEL knowledge

Teachers can use the pedagogies of SEL to support student learning
by linking declarative, procedural, and conditional social and emotional
knowledge (Cardona et al., 2021). When students draw on declarative
SEL knowledge to develop procedural SEL knowledge, this can
strengthen their association, synergistically supporting effective SEL
(Fig. 1, type of knowledge arrows, top of figure). Mr. Roberts began with
explicit modeling and narration to teach students belly breathing and
sharing skills. Then, he had students describe varied situations (i.e.,
elaboration) in which they could use the skills (i.e., declarative transfer),
practice the skills (i.e., procedural rehearsal) with several peers (i.e.,
procedural transfer), visualize using the skills (i.e., procedural transfer)
and use the skills on the playground where other teachers were also
available to support them (i.e., conditional transfer). Mr. Roberts also
incorporated validation and implicit modeling by affirming students’
experiences as they applied these skills in real-life situations.

Similarly, when Ms. Gordon first taught the feelings check-in, she
began by demonstrating the behaviors while narrating internal pro-
cesses (i.e., explicit modeling). Then, Ms. Gordon had students recall (i.
e., declarative rehearsal) and enact (i.e., procedural rehearsal) the steps
of the feelings check-in (Sun et al., 2001; Sato & McDonough, 2019). Ms.
Gordon sent home materials and directions to support students in using
these skills at home to promote procedural transfer. She used elabora-
tion to help students connect personal experiences to emotion concepts,
supported students’ declarative transfer, and validated their experiences
by acknowledging the variety of experiences they shared.

In addition to systematically linking the types of SEL knowledge, Mr.
Roberts can also use pedagogies of SEL to progressively support SEL
knowledge development. It is more important that students learn to
consider others’ perspectives (i.e., procedural knowledge) than it is for
them to recall the questions for doing so (i.e., declarative knowledge).
Mr. Roberts may want to use co-regulation by prompting students in the
moment, especially since younger students have reduced memory ca-
pacity. Procedural knowledge acquisition may be similarly prioritized
for students who have limited cognitive resources because of a disability
or experience of stress or trauma (Calvo & Gutiérrez-Garcia, 2016).
Alternatively, materials that contain declarative knowledge (e.g., post-
ers) could be used to decrease the cognitive load and promote proce-
dural knowledge.

Cuing and prompting are particularly helpful ways to support



A.K. Zieher et al.

conditional transfer. In real-life situations, students’ attention may be on
their emotional experience, which leaves fewer cognitive resources for
accessing their declarative SEL knowledge (e.g., problem-solving steps).
The adults at Mr. Roberts’ and Ms. Gordon’s school support all students
in using belly breaths and other SEL skills at recess and lunch. The
teachers across the classrooms consistently offer younger students a
pinwheel or provide them with sentence starters to help them express
how they feel in words, to decrease reliance on declarative knowledge.
The teachers across the classrooms consistently take exaggerated
breaths or ask older students about the skills they might use to help them
access their SEL.

Connecting SEL content

For SEL instruction to be effective, students need to form associations
between social, emotional, and cognitive skills as they are inherently
interconnected (Jones et al., 2017). This can involve helping students
explore the nuance of social, emotional, and cognitive processes through
elaboration. After a cooperative work session, Ms. Gordon asked, “How
does it feel when someone really listens to what is going on for you?”
Through open-ended questioning, Ms. Gordon helped students realize
that being listened to, a prosocial skill, can help them feel better, an
emotion regulation skill. Thus, the students learned an additional SEL
skill—having others listen as a form of emotion regulation—and they
learned how to use multiple SEL skills synergistically.

During their Monday feelings check-in, Ms. Gordon could discuss
self-regulation strategies like problem-solving and belly breathing when
discussing negative emotions. Ms. Gordon could discuss perspective-
taking (e.g., “What do you think someone wants when they’re feeling
sad?””) with emotional self- and co-regulation strategies (e.g., “Not only
can you help yourself feel better by talking things through with a friend,
you can also help a friend feel better by listening and problem solving
with them.”). Supporting students to form associations between SEL
skills means that, when a student attempts to or uses one SEL skill, other
related skills become available as they are simultaneously retrieved from
connected knowledge networks. This instantly increases the repertoire
of SEL skills available to the student at any moment, increasing the
likelihood that the student will access a skill that might be useful in a
situation.

Continuum of sophistication

We posit that each of the pedagogies of SEL encompasses a continuum
of sophistication from simple, easily implemented to more complex,
nuanced, and difficult-to-implement sub-pedagogies. If Ms. Gordon had
provided a simple definition of envy, this would have resulted in less
sophisticated elaboration than a conversation about different situations
when students felt envious or jealous, and how this relates to fairness,
worry about relationships, and double standards. Similarly, when Mr.
Roberts had students discuss the types of situations belly breathing
could be useful in (i.e., declarative transfer), this was less sophisticated
than having students visualize themselves using the skill (i.e., proce-
dural transfer), or cuing students to use it during a peer conflict (i.e.,
conditional transfer; Schwartz et al., 2005). Using the concept of so-
phistication rather than quality acknowledges that different sub--
pedagogies of SEL may be more or less applicable depending on the
situation. Teachers must teach so much more than SEL, so they cannot
always take the time to elaborate regarding SEL. However, when Mr.
Roberts offers a narrow definition of how a character is feeling during a
read-aloud focused on story structure, he ensures the repetition of an
SEL concept without infringing on other learning.

Relatedly, some ways of implementing the pedagogies of SEL may be
supportive in some situations and detrimental in others. Elaboration
may couple well with declarative transfer since students would learn
about many different and varied situations in which an SEL skill could be
applied. However, elaboration may impede SEL when the teacher is
focusing on supporting a student in using an SEL skill during a peer
conflict (i.e., conditional transfer) because the student’s attentional
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capacity is restricted by emotional arousal and the conflict itself. It
would be unhelpful for Mr. Roberts to use high-sophistication elabora-
tion when a student is trying to cope with a peer conflict during recess.
Though elaboration may facilitate a deep understanding of the appli-
cability of skills in life, using elaboration when a student is upset on the
playground would tax the student’s attention and might hinder their
application of SEL. Doing so would reflect poor quality SEL imple-
mentation. Thus, the sophistication of pedagogies does not reflect higher
or lower quality. Rather, quality is when the sophistication of the
pedagogy supports the content and type of knowledge being developed
by the SEL.

These scenarios also reflect a paradox. Essential aspects of SEL are
often not learned best in the context in which they are most needed.
Students learn best when they are content, calm, or relaxed, and struggle
to learn when they are distracted by their emotions (Barrett, 2017).
Explicit modeling, practice promotion, declarative and procedural
transfer promotion, and sophisticated elaboration are thus ideal sub--
pedagogies for supporting new SEL in the predictable classroom setting.
In contrast, implicit modeling, conditional transfer, and validation are
more appropriate sub-pedagogies for helping students apply SEL in
emotionally charged or novel situations.

Discussion and implications

SEL involves students learning a broad range of interconnected social
and emotional content. Though the field has established what content
may comprise SEL, and some attention has been paid to the practices
teachers use to deliver SEL to students, little focus has been placed on the
processes of SEL. This article advances the field’s understanding by
going beyond SEL content and student skill development to deeply
consider how students develop three different types of social and
emotional knowledge—procedural, declarative, and conditional—and
then presents five pedagogies of SEL that teachers can employ to facil-
itate SEL. Throughout this article, we have presented examples of how
students learn and how teachers might apply the pedagogies of SEL to
support effective SEL. Yet, we have minimally acknowledged that
teachers’ unintentional behaviors also result in student SEL and that
teachers come from and are influenced by a variety of cultural sociali-
zations. Thus, we begin this discussion by considering how to support
teachers in their own SEL and to develop their use of the pedagogies of
SEL as well as how aspects of teachers’ SEL instruction intersect with
student variability to influence the pedagogies of SEL.

Supporting teachers’ SEL implementation

To teach SEL, teachers need both social and emotional declarative,
procedural, and conditional knowledge (a.k.a. content knowledge) as
well as pedagogical content knowledge, which includes specific peda-
gogical strategies for delivering SEL (Kleickmann et al., 2013; Waajid
et al., 2013). Socialization processes not only apply to students; these
processes also apply to teachers. Teachers have developed implicit as-
sociations through their own socialization experiences. Just like their
students, teachers have learned more and less effective social and
emotional skills in which they automatically engage. Additionally,
teachers have implicitly learned behaviors that may be inconsistent with
the pedagogies of SEL (e.g., invalidation) and teacher’s behaviors may
be more engrained and resistant to change. Considering this, teacher
education and professional development related to SEL need to include a
focus on developing teachers’ social and emotional competence (i.e.,
conditional knowledge) and their knowledge of how to deliver SEL (i.e.,
pedagogical content knowledge) as well as supporting them to avoid
applying unproductive SEL content and pedagogical content knowledge.
SEL frameworks have focused on the first of these, and the present
Framework for the Pedagogies of SEL contributes to the second. Teacher
mindfulness interventions, which often integrate adult SEL, may be
effective because they also address the third (Klingbeil & Renshaw,
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2018).

Mindfulness is “the awareness that emerges through paying attention
on purpose, in the present moment” without judgment (Kabat-Zinn,
2003). The awareness that emerges can be thought of as in-the-mo-
ment-reflection, where the teacher has the opportunity to respond in a
way that is intentional rather than automatic or reactive. Simulta-
neously, this mindful awareness includes approaching situations with
non-judgment, which means teachers cultivate compassion for them-
selves (and their students) when they react to or behave in ways that do
not promote SEL. Thus, mindfulness may serve as both SEL content and
as a mechanism that supports teachers in re-learning SEL content and
SEL pedagogical content knowledge so they can implement SEL more
effectively. Future research would benefit by focusing on these three
teacher-learning areas as well as their inter-relations.

SEL instruction and student variability

Students’ conditional knowledge is especially effective in supporting
SEL when it relates to the types of situations students experience and to
their identity. Some student experiences will not be familiar to the
teacher and as a result, the teacher may provide SEL opportunities that
are more accessible to students whose experiences are similar to their
own. Elaboration will only increase the accessibility of SEL if it relates to
students’ experiences. Additionally, given student motivation impacts
their engagement in learning, not all teacher-provided opportunities
will be engaged with equally. Culturally, students bring diverse beliefs
and expectations to learning tasks (Richland et al., 2012) and teachers
who provide SEL opportunities that intentionally motivate students
across individual and cultural differences (e.g., by using validation) are
more likely to experience successful learner engagement and agency
(Durlak et al., 2011; Jagers et al., 2019).

Additionally, socialization results in associations related to identity,
such as race and gender, as much for teachers as they do for students
(Glock et al., 2019; Scott et al., 2019). The variety and nature of
teachers’ friendships and experiences (or lack thereof) with diverse
others may influence their implicit associations (Aberson et al., 2004).
While research has found little evidence of a link between implicit bias
and explicit behaviors, there is evidence that biases manifest through
subtle signal influences or “cues that communicate negative expecta-
tions about a child’s racial-ethnic group” (Cipriano, Schlichtmann, et al.,
2023; McKown, 2013, p. 1121).

Because of implicit biases, teachers may unintentionally and without
awareness communicate differential performance expectations by
providing more acknowledgment to students they have higher expec-
tations of and less acknowledgment for those they have lower expecta-
tions of (Glock et al.,, 2019; Scott et al., 2019). Ironically, lower
expectations may also result in the teacher promoting or engaging in less
elaboration, offering fewer access points from which students can make
rich connections and form effective associations (Pellegrino, 2020). In
contrast, supplying depth and breadth in instruction and discussions
through elaboration offers multiple pathways to learning and increases
students’ overall motivation to achieve, making it more likely for stu-
dents to succeed in the classroom regardless of identity or ability (Durlak
et al., 2011; Pellegrino, 2020; Rappolt-Schlichtmann et al., 2024).

Limitations

We acknowledge that the pedagogies of SEL presented in this paper
may not be the best or the only pedagogies applicable to SEL. We pro-
vided an overview of five pedagogies of SEL. Each pedagogy has
extensive literature outside of SEL that includes much more nuanced
conceptualizations and categorizations (e.g., for transfer see Kaminske
et al., 2020; for practice see Trninic, 2018). Other pedagogies or other
applications of these pedagogies may better address the content and
learning processes of social and emotional skills acquisition in the
classroom. For example, the pedagogies of SEL may be enhanced by a
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consideration of alternative learning approaches, such as participatory
or embodied learning (Hayashi et al., 2022; Hedges & Cullen, 2012).
Some of the evidence presented in this article was based on constructed
tasks, which do not reflect the complexity of classroom environments
(Benjamin & Tullis, 2010; Hattie & Timperley, 2007; Taylor & Rohrer,
2010). Though there is evidence that pedagogies are applicable across
content, the most effective application of these pedagogies may be
different for SEL than for other content; and the most effective appli-
cation of these pedagogies will be dependent on the type of SEL being
fostered (Wisniewski et al., 2020). The literature for these and other
pedagogies should be mined further to inform how pedagogies apply to
improving SEL. We also do not consider the influence of student
development on the application of these pedagogies (Immordino-Yang
et al., 2019). How these pedagogies are effectively applied in early
childhood classrooms will differ from how they are applied in elemen-
tary or secondary classrooms. Learning and brain science will need to
inform how the pedagogies of SEL can be strategically used at different
stages of student development (Immordino-Yang et al., 2018). Most
importantly, the field must produce empirical evidence for how these
and other pedagogies are best applied to SEL across students’ educa-
tional trajectories.

Conclusions

SEL is more important than ever with students facing the aftereffects
of family loss, limited school support, and economic hardship due to the
COVID-19 pandemic, alongside chronic and increasingly escalated
identity group tensions across the United States. Supporting students’
SEL is an evidence-based approach to mitigating these problems by
enhancing students’ social and emotional skills, resiliency, and aca-
demic success (Cipriano, Strambler, et al., 2023; Blewitt et al., 2018).
This article focused on how to optimally teach SEL, including what may
support and what may detract from effective SEL. Weissberg et al.
(2015) suggests improving the quality of SEL by focusing on the com-
ponents represented by the content and context of SEL. This article ex-
tends this important work by proposing a Framework for the Pedagogies
of SEL and exploring an important contextual contributor to not just the
quality, but the effectiveness of SEL: teaching practices in the classroom.
We illustrated how the pedagogies of SEL align with principles of stu-
dent learning and how teachers might use them strategically and sys-
tematically to support students in acquiring and applying SEL skills in
their lives.

Our Framework for the Pedagogies for SEL lays the groundwork for
future research to explore which combination of pedagogies is best in
what SEL situations (e.g., explicit instruction, integrating SEL into aca-
demic content), and exploring how teacher practices may relate to im-
plicit bias. By extension, future research would benefit from examining
how teacher SEL practices, including their use of the pedagogies of SEL,
may exacerbate or alleviate academic student disparities.
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