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    1.   How to Use this Book


    The Intention


    One of the prevailing controversies around whether mindfulness or other contemplative practices should be included in schools revolves around the question of whether the one who is sharing these practices is “pushing” or encouraging the transmission of specific wisdom traditions, spiritual communities, philosophy of being, and/or religious life from where these practices originate. Because contemplative practices (e.g., mindful compassion practices) do shape the way one sees the world and therefore exists in that world, the way in which they are taught historically – embedded in community – means that the community asserted a set of values. As such, the taking up of these practices took place within a value-laden community.


    To secularize these practices (remove these wisdom tradition values) so that they are disassociated with the communities from which they originated or are taught requires these practices to be embedded within another set of values (or in educational contexts a set of expected learning and development outcomes). To pretend that these practices can be introduced outside a set of community values is not wise. Such a transmission of these practices, without a value-laden community context, could also infer a lack of integrity toward the communities that have shared these practices so openly and freely. In other words, if the intention of engaging in contemplative practices is to become aware of how one observes the inner and outer world without attachment to it, one could then move through that world without concern for self or others’ well-being. As such, while it is in opposition to the intent of the practices to create a set of outcomes for such practices, not to do so could be perceived as an unethical use or a lack of integrity for the sharing or transmission of these practices.


    This book was created because educators asked for a curriculum and an accompanying rationale that would legitimize their ability to create spaces to cultivate their students’ wisdom in and out of their classrooms. As we are now aware, some wisdom traditions teach practices that scientists affirm, while other practices are not affirmed. Other scientists teach logic that some wisdom traditions argue is irreverent to their way of being. In an age where information is being produced at an exponential rate and evidence of productivity is valued, inviting in opportunities for students to experience stillness, playfulness, and human connection with no goal or intended outcome is often not welcomed or even allowed. For most educators (in- and out- of the classroom), every moment invested in education is required to yield evidence of what such investment of resources has produced and often that evidence is required in the form of a standardized test or pre- and post- disposition inventory. Investment in the process of inner inquiry and the development of dispositional outcomes is something that we, as educators, do value, yet still do not fully understand. While most educators will tell you that they want their students to pay attention to each other and to be kind to each other, to listen intently, think critically, entertain multiple ideas and work well with others as they creatively solve problems, evidence of how well we design, deliver, and evaluate such educational efforts must be produced or we, as educators, can’t justify the time spent on cultivating such skill sets. Furthermore, the rigor in which that evidence is produced is scrutinized and often criticized.


    As such, the curriculum in this book leverages evidence-based practices of Mindful Schools, Mindfulness-Based Stress Reduction (MBSR), Compassion Cultivation Training (CCT), and other exercises that have emerged from a variety of wisdom traditions. It packages these practices in a manner that is intended to “produce” specific learning and development outcomes known to be valued by potential employers and college and university faculty. As such, we include pre- and post- measurement tools in Appendices A and B. Guidelines for analyzing student journal reflections and conducting first person self-direct report research are available upon request. Please email rushingtoyoga@gmail.com with “Data Collection and Analysis Assistance Request” in the subject heading and we will have a team member assist you.


    As we offer this assessment design, some contemplative practitioners question whether we are sacrificing the integrity of the practices we intend to share with students by placing a theoretical framework on them and measuring their effectiveness. I suggest we ask this question instead, what are we sacrificing by not offering educators and the students they serve the opportunity to be introduced to these practices in the context of educational values voiced in the form of learning and development outcomes? As would be true for anything we teach/share, educators and students can’t discover what they want to be, do, or create in the world if they are not first given the opportunity to discover that way of being, doing, or creating. In an accountability-dependent environment that exists within education today, if I must align practices intended to cultivate a way of being with a theoretical framework and a standardized method to measure it, then so be it. Just like anything else we teach or share, once those educators and students leave our presence, they will only keep practicing, questioning, investigating, looking for more, or looking for support in a community to build this practice if they find what we previously offered meaningful. It is in this that I place my trust. However, for you, the reader of this book – the educator (in or outside of the classroom), the administrator, administrative support person, the parent/guardian, the community volunteer, the school governance board member, or perhaps the student yourself – this book begins with a discussion of a problem we currently are experiencing in our educational environment and how these practices may address that problem. I invite you to dive in and enjoy the experience of fully engaging with this material, all the while asking yourself, “what am I noticing?”


    The Problem


    What is the purpose of a high school diploma or postsecondary degree? And how is the quality of that degree measured? If you examine the performance indicators often generated by those who allocate budgets to pay for public education, it appears they are holding educators accountable for the quality of the learning and development that the degree “produces” based on whether the graduate either 1) achieves exam scores at a particular level, 2) gains entrance into a postsecondary or graduate school or 3) secures employment (Kuh et al., 2014; NILOA, 2016). This, therefore, assumes that the secondary school graduate is literate and competent for the degree program to which the graduate was admitted to or for the job to which the graduate has been employed. If you examine this from the perspective of the purpose of a postsecondary education degree, you will see similar expectations, and therefore similarly performance indicators such as 1) achievement of exam scores at a particular level, 2) number of degrees completed and 3) employability; all of which assumes literacy and competency have been achieved.


    However, many of the “consumers” of education – employers and the public as a whole are complaining that content knowledge and literacy is not enough. Surveys of employers completed by Hart and Associates (2013), the Center for Creative Leadership (Deal, Stawiski, Wilson, & Cullen, 2014; Petrie, 2014a; Petrie, 2014b), and data collected by the OECD Skills Outlook (2013) affirm that the purpose of education is something far greater than simply acquiring content knowledge in one or more subject areas. In essence, global citizens request that students, who earn a diploma at any level, are indeed able to demonstrate the appropriate level (given age and level of education) of content knowledge, however, they also desire graduates to demonstrate self-awareness, creativity, ability to embrace ambiguity, resilience, analytical reasoning, empathy, and compassion (Deal, Stawiski, Wilson, & Cullen, 2014; Petrie, 2014a; Petrie, 2014b; Hart & Associates, 2013; OECD, 2013). To emphasize this point, the National Academies of Science (2017) has suggested that all educational institutions need to do a better job of cultivating the kinds of intra- and inter-personal skills that will help students achieve positive goal oriented behaviors. Such skills, according to the National Academy of Sciences (2017), include continuance of developing cognitive competencies but also the ability to demonstrate conscientiousness, sense of belonging, academic self-efficacy, growth mindset, utility goals and values to achieve, intrinsic goals and interests to achieve, prosocial goals and values, and a positive future self (p. 26).


    Theses outcomes align well with the outcomes and skills that may be needed to attain global sustainability and citizenship. For instance, the OECD (2017) is refining their assessment tools (e.g., PISA) to be able to identify the degree to which knowledge and understanding, as well as skills and attitudes of global competencies for an inclusive world can be determined. The skills and attitudes identified by the OECD include the ability to interact respectfully, appropriately, and effectively, engage in empathy, demonstrate flexibility, demonstrate an openness towards people from other cultures and a respect for cultural otherness, embody global mindedness, responsibility, along with showing achievement in knowledge and understanding of global issues and intercultural knowledge and understanding.


    If we were to take a cognitive neuroscience perspective to this call for cultivating skill sets beyond content knowledge – skills that could lead to the attainment of global sustainability and citizenship, we argue that we must, as Einstein said, become aware that, “we cannot solve our problems with the same kind of thinking that created them”. In order to characterize how we might think differently about fostering education that not only seeks to develop knowledge competence and literacy, but also education that is designed to foster global sustainability and citizenship as well as social justice and compassion, we assert that we must examine what neuroscientists have discovered about how to intentionally cultivate students’ executive functions, thus allowing diploma recipients to make the world a better place.


    In summary thus far, with the growing concern about how well our students are prepared to interact with each other in a manner where they are competent, kind, solid communicators, and able to be productive as they engage in individual and group work. Employers of high school and college graduates are investing in providing professional development opportunities for their hires so that they can ensure a workforce or research and development team that will be able to work effectively together with heightened self-awareness and solid communication skills. While the emphasis on the importance of developing social and emotional learning[1] has been present for quite some time within education, the ability to describe skills that are needed in the workforce or for successful citizenship (such as self-awareness, emotional maturity, responsibility, and effective group work skills and communication skills) don’t always necessarily align with the curriculum that gets implemented into schools and colleges. We assert in this book that this apparent disconnect may not be because “no one cares,” rather, it may be a question of “how” and “when” to embed social and emotional skill building curriculum into an already very tight schedule, particularly with so much emphasis on the need to cover specific content so students can pass or rank high on specific tests. As such, we developed curriculum that can be embedded into the day-to-day teachings of grades 6 through 20 and beyond (e.g., secondary, post-secondary, tertiary, and graduate level educational environments).


    In recent research published by the National Academies of Sciences (Herman & Hilton, 2017) and the Institute of Education Sciences (Zelazo, Blair, and Willoughby, 2016), clarification on how to cultivate what can be referred to as fluid intelligence, executive functions, or inter- and intra-personal skills are becoming more widely available. In essence, there is evidence that the skills employers and citizens would like to see educators cultivate is indeed possible. While the research is continuing to emerge on exactly how the development of needed social and emotional skills can be guaranteed in secondary and college graduates, one fact is most certain; if students are not presented with the opportunity to learn these skills and then have them reinforced consistently, schools and colleges won’t be able to attest to their presence upon graduation. So, how do educators address a key criticism of education?


    This book doesn’t posit to be the solution; however, it does pose some solutions. The first and foremost is to ensure the presence of the very skills you wish to see in the graduates of your organization present in the teachers, staff, and administrators of your organization. Research has shown that within adolescents[2] in particular, their ability to regulate their attention[3] and emotion[4] – skills necessary for positive goal oriented behavior continuance – is often dependent on the adults that surround them. As such, this book speaks to the importance, not only of teacher professional development investment but also of staff and administrator professional development investment. The importance of this, along with key instructions related to this specific curriculum, is discussed in a specific chapter.


    The assessment of social and emotional learning is not an easy task. While research is emerging to help us better understand how to more specifically cultivate certain sets of desired skills, there is also an awareness that “one size does not fit all,” as the popular saying goes. As such, the time needed to present this 10-week material and their associated practice skills and brief reflections is less problematic than schools and colleges allocating the time to reinforce the development of those skills. There is concern that some social and emotional learning curriculum appear not to be significantly improving the very skillsets that they were intended to influence, and there are many reasons why that could be so. So, if this curriculum is to correlate with significant improvements in the skills it is intended to cultivate, your organization must engage with it in specific ways. The most important aspect of this engagement is to ensure that those who are delivering the curriculum have already made evident the skills in which this curriculum intends to convey.


    Curriculum Organization


    This book has been compiled to aid in and out of classroom instructors and other professionals who support students’ learning and development with the opportunity to embed mini-lessons, skill cultivation practices, and reflective practice into their daily curriculum or daily out-of-classroom activities. The invitation is to adapt these lessons, practices, and journal prompts so that they are age-appropriate for and culturally aware of each educational situation. For adaptation considerations, please see Chapter 3.


    Every day you interact with your students, you can offer a: a) 2-6 minute lecture that introduces content/lesson; b) 2-6 minute guided practice that provides the participant with an opportunity to apply the content/lesson; and a c) reflective journal prompt that provides participants with the opportunity to reflect on what they just learned and practiced where the instructor can further coach them to deepen their skill development. The practices are organized in a manner where each week has a theme or category. The entire curriculum includes associated outcomes and pre- and post-assessment tools (please see relevant chapter and Appendix A and B for assessment tool kits). For instance, if the category is cultivating attention regulation, we expect to see movement in participants’ ability to regulate their attention. However, we don’t recommend evaluating each week’s module, one at a time, as the practices are intended to build upon each other. In addition, neuroscience research indicates that no significant changes will take place in participants’ neurobiology in less than 8 weeks with daily practice of at least 27 minutes each day[5]. As such, we do not expect to see any significant changes in observed student behavior in less than 8 weeks of daily practice. As such, Appendix A and B posit a pre-post-design that can be considered only if the curriculum is to be implemented in no less than 10 consecutive weeks of daily practice.


    To aid the instructor and out-of-class student learning and development professionals with adaptations, a later chapter will be shared along with additional tips to create the container for learning, found in Appendix E. Furthermore, this curriculum is set up with weekly teaching points so that facilitators of students’ learning are aware of what needs to be absorbed by their students prior to their moving on to the next week’s module. Having said that, we don’t expect that every student will fully adapt and adopt every teaching point. Nonetheless, the teaching points do build upon one another so it is very useful to reinforce earlier teaching points in following weeks.


    Within the curriculum are notations to instructors as well. These notations or instructions are to be considered when implementing each lesson, practice, and reflection. Consider these instructions/notations less prescriptive and more as guidance to you until you discover your own flow and pace that best serves your students’ learning and development. We are also interested in learning from you what other notations should be included. So, please don’t hesitate sending those suggestions to us at rushingtoyoga@gmail.com Within the subject line of your email, please indicate “Suggested Curriculum Improvement” and then include your suggestion in detail so that we can compile these and make them available to curriculum implementers along with the periodic updates.


    Alignment with Social and Emotional Learning (with Key Contributions from Tonya Lea Eberhart)


    As mentioned, there are a number of desired social and emotional learning outcomes[6] and there is a growing case for teaching social and emotional learning (SEL) in and out of the classroom. SEL skills are known to provide our future workforce with the tools to succeed (Fischer, 2013; Fander et al., 2018). Educators note that teaching SEL provides immediate benefits in that demonstration of SEL creates a positive learning environment and greater academic success (Bradshaw, Zmuda, Kellam, & Ialongo, 2009; Linares et al., 2005; Smith & Low, 2013; Twemlow et al., 2001). Students who engage in SEL education are able to explain and manage their emotions, manage relationships, and problem solve (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Greenberg, Domitrovich, Graczyk, & Zins, 2005; Guide, 2013). To illustrate, Alfred Binet, whose work was the basis for today’s intelligence quotient (IQ) tests, admitted in 1916 that “other things than intelligence [are needed] to succeed in [academic] studies; one must have qualities which depend on attention, will, and character” (Binet & Simon, 1916, p. 254). Although Binet made the point in 1916 that cultivating what we call social emotional learning (or executive functions/fluid intelligence) today is important, education policies have remained stagnant and have not kept up with the 21st Century workplace demands. Conversely, policies have emphasized cognitive skills and memorization in the main content areas over fostering SEL.


    Schools, and state and local educational departments are now recognizing that it is not enough to simply teach knowledge and facts. In order to thrive in an ever-changing world, students need many other skills outside the realm of reading, writing, and arithmetic. Students need to be prepared for 21st century careers that might not even currently exist and to solve problems brought about by a lack of global citizenship and sustainable living. If students are going to realize success in school, in their future careers, and in their personal lives, students need opportunities to gain social and emotional skills (Heckman & Masterov, 2007) Why?


    Employers are begging for graduates that have SEL competencies and this point is made clearly in the Committee for Children article by Joan Cole Duffell (2018). Reed Koch, who was previously a senior level executive at Microsoft and is currently president of the Committee for Children Board contributes to Duffell’s article and explains that “Companies know that the route to success today depends in large part on a workforce with as much emotional intelligence as possible. This is a key driver for increased productivity, innovation, and growth “. Also contributing to Duffell’s article is Alonda Williams, who has worked with several large companies including Verizon and Qualcom and is currently at Microsoft where she is senior director of education, and argues that “we need social-emotional learning (SEL) now more than ever” and sums up her assertions by stating that “the bottom line is that SEL improves academic outcomes, graduation rates, test scores, and overall quality of life for those touched by it. With research continuing to show the benefits of SEL, government officials should include SEL as a key component of their education agenda”. Consequently, educators know these skills are the foundation for their students to be successful and are calling for SEL skills to be taught in schools (Bridgeland, Bruce, & Hariharan, 2013).


    For instance, many SEL programs have been shown to have immediate positive student academic outcomes, including better social problem-solving, greater academic focus, more attentiveness, and less disruptiveness (Durlak et al., 2011; Jones & Kahn, 2017; Linares et al., 2005; OECD). Relatedly, students were more compassionate towards others, and worked more cooperatively in the classroom (Linares et al., 2005; Twemlow et al., 2001). Furthermore, the positive, immediate effects of SEL programming cannot be minimized when it comes to creating safe and peaceful learning environments, and ultimately a safer society (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 2004). Learning better takes place in an environment where students feel safe, and SEL can provide students with the tools to appropriately manage emotions and give students the ability to stay safe in possibly dangerous circumstances (Jones, 2017; Jones & Kahn, 2017).


    First, it’s important to understand the breadth and type of the problem of aggression and violence in schools (Bresciani Ludvik, 2017) See Appendix F for more detail. According to CDC’s Youth Risk Behavior Survey (YRBS), almost 8% of students had been in a physical fight one or more times on school property during the 12 months prior to the survey. Nationwide, around 6% of students skipped school one or more days during the thirty-day period prior to the survey due to feeling they would not be safe going to or from school or during the school day (Kann, McManus, Harris, Shanklin, & Flint, 2016). The good news is that SEL programming has been shown to lessen the behaviors that contribute to student’s feelings of being unsafe in their own learning environments (Jones, 2017; Jones & Kahn, 2017). The ability for a student to understand and identify their own and others feelings can provide a basis for behavior that is helpful, socially responsible, friendly, cooperative and academically successful. In other words, students who have greater empathy abilities are typically less aggressive, have better social skills, are liked more, and are more successful academically (Arsenio, Cooperman, & Lover, 2000; Denham, 2006; Izard, 2002). In general, children with higher levels of empathy tend to be less aggressive and have better conflict resolution skills. In one study, middle school students received SEL skills programming for 15 weeks of lessons for 50 minutes per lesson in the classroom. Those students reported 42% less physical aggression than students in the control group. The SEL program included impulse control, anger management, instruction on problem solving, bully prevention, empathy, and drug and alcohol prevention (Espelage, Low, Polanin, & Brown, 2013).


    Not only are there notable immediate positive effects of SEL programming in schools and other student programs such as after-school programs, in a meta-analysis of follow-up effects, there were found to be numerous positive effects that remained long after the SEL programming ended (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). The research showed that in follow-up time periods, students who were exposed to SEL programming continued to increase prosocial attitudes while also experiencing lower stress levels, lower drug use, and fewer conduct problems. Additionally, after 3.5 years post-SEL programming, academic performance increased an average of 13 percentile points compared to peers without SEL programming.


    In addition to evaluating the impacts of school SEL programing on student academic success and employment success, researchers from Columbia University performed a benefit-cost analysis and found that the benefits of SEL programming outweighed the financial costs of implementing those programs, and most often by substantial amounts. The average benefit-cost ratio among the six interventions in the study was around 11-1. At the same time, the researchers admitted to challenges in the research. For example, there is little that is consistent across programs in terms of evaluations of SEL programs. Additionally, it is not easy to determine how persistent SEL outcomes are. However, it is of note that these challenges apply to most cost-benefit analysis and to most research studies that endeavor to make comparisons of interventions. Even so, this study suggests that the return on investment of most SEL programs would be positive if given adequate data (Zander et al., 2018). These positive benefits certainly make the argument that SEL programming is a justifiable undertaking in our schools.


    Defining SEL (with Key Contributions from Tonya Lea Eberhart)


    According to the Collaborative for Social and Emotional Learning (CASEL) and accepted by many (Committee for Children, 2018; Empowering Education, 2017), social and emotional learning is defined as “the process through which children and adults acquire and effectively apply the knowledge, attitudes, and skills necessary to understand and manage emotions, set and achieve positive goals, feel and show empathy for others, establish and maintain positive relationships, and make responsible decisions” (2018).


    The primary goal of SEL programs is to build and develop five affective, behavioral and cognitive inter-related competences that include self-awareness, self-management, social awareness, relationship skills and responsible decision-making skills (Durlak et al., 2011). According to CASEL (2018) there are five primary competencies related to SEL skills; they are, a) self-awareness (the ability to identify one’s own emotions, have an objective self-perception, and have confidence), b) self-management (able to manage one’s emotions and behaviors, manage stress and set goals), c) social-awareness (able to have an accurate perspective, empathize, and comprehends social norms), d) relationship skills (can gain healthy relationships and communicate and listen actively, and e) decision-making skills (able to determine, examine and problem-solve, reflect and evaluate. (Retrieved from http://www.casel.org/social-and-emotional-learning/core-competencies)


    While CASEL is able to define SEL in some specificity, it mentions that SEL can be fostered in multiple ways. CASEL suggests that the objectives of SEL programs are best achieved when evidence-based practices are used (Payton et al., 2008). Programs that cultivate SEL skills can use lessons developed to specifically address SEL competencies or can be integrated into classroom subject-area instruction (CASEL, 2018). Teaching strategies that inherently promote SEL, such as project-based learning (PBL), can be utilized to promote SEL. Additionally, school- and community-wide programs can be established. These approaches are often used in isolation or in combination. For example, the Responsive Classroom (RC) program (“Responsive Classroom: Principles & Practices,” 2018) in practice might include a “morning meeting” in which students are brought together to greet, share, participate in an activity, and receive a morning message. These steps are done sequentially based on the RC program (RC reference). Another RC program activity example might include a “quiet time” that consists of a “purposeful and relaxed time of transition”. Bouffard and colleagues (2009) describe research-based approaches from leading SEL programs that included activities to understand SEL vocabulary (such as defining social-emotional related words or discovering synonyms for emotion words), and writing about a particular SEL theme (for example, writing about a time they were angry and how it felt, or writing a poem). In sum, for SEL programs to have a long-term impact they should include everyone in the school from students to adults. There should be staff professional development, strategies that encompass the entire school, and the SEL needs of all should be taken into account (Jones, 2016).


    CASEL has reported that while they can define what SEL is and point to the many ways in which SEL can be cultivated; when it comes to measurement, it is often difficult to gather evidence of how these approaches cultivate specific SEL outcomes (Retrieved from https://casel.org/assessment-work-group/ on February 18, 2018). At the time of this manuscript publication, the assessment guide for SEL has not been released. As such, we return to cognitive neuroscience for guidance in how we might specifically foster and then measure the effectiveness of SEL.


    Connecting SEL to Cognitive Neuroscience (with Key Contributions from Tonya Lea Eberhart)


    In order to provide specific opportunities for students to learn SEL and then assess the effectiveness of those opportunities, we need to more specifically illustrate what we mean by SEL skills. Zelazo, Blair, and Willoughby (2016) explained how learning and development are inextricably intertwined (ACPA, 1996) and as such, can be referred to as neurocognitive skills (NCS) that can be intentionally nurtured. We mentioned earlier that these NCS can further be divided into two categories: 1) fluid intelligence or executive functions and 2) crystallized intelligence. Crystallized intelligence represents facts and knowledge that we can easily identify. We often use tests or some types of questionnaires that determine right or wrong responses when identifying whether this kind of learning is present. Fluid intelligence or executive functions are the learning and development that may appear different based on the context in which they are assessed. In other words, this type of learning and development is not easily identifiable.


    In order to make these malleable skills more identifiable, Zelazo, Blair, and Willoughby (2016) further subdivided fluid intelligence or executive functions into three areas. Those areas include cognitive flexibility, working memory, and inhibitory control. Cognitive flexibility involves a person’s ability to think about any idea or circumstance in multiple ways; this would include taking into account someone else’s perspective or knowing how to solve a given problem through multiple approaches. This would be useful, for instance, in demonstrating an openness towards learning about others’ cultures or ideas when collaboratively problem-solving. Working memory involves both being able to recall known information in a relevant context and, applying it in a workable, meaningful, and appropriate method that is relevant to the task at hand. Inhibitory control is the process of intentionally directing attention away from a distraction, stopping an impulsive behavior, or not acting on a highly learned or engrained habit. See Figure 1 for an illustration of this conceptual alignment.


    [image: Figure 1: Learning and Development as Neurocognitive Skills]


    So, when we think of SEL skills and abilities as defined by CASEL, one can see the importance of gathering evidence about both crystallized intelligence (facts, knowledge) as well as the multiple contexts in which that crystallized intelligence is applied (e.g., fluid intelligence/executive functions) to determine whether a student has learned what is needed to succeed as an employee or socially emotionally intelligent student. To further assist in the de-conceptualization of SEL, we return to cognitive neuroscience summary findings.


    In Figure 2, the terminology that perhaps educators are more familiar with begins to appear. You will also notice similarities with the terms that CASEL uses to describe SEL. And here, you see how neuroscientists are contextualizing executive functions into two categories; that of temperament and personality, as well as positive goal-directed behavior. What is important to note here is that while neuroscientists are separating these neurocognitive skills into these two categories, the underlying assumption is that all of the neurocognitive skills associated with these two categories are malleable. That means that we, as educators, with a thoughtfully designed SEL curriculum and assessment measures, can identify how what they are providing to students is helping those students attain crystallized intelligence (facts and knowledge) as well as fluid intelligence in a variety of contexts where SEL could be taught. And here again we emphasize that this is not a process of labeling something as an SEL experience and then counting how many students engage in that experience. Rather this process requires a thoughtful inquiry process that will help us better understand whether SEL is taking place.


    [image: Figure 2: Semantic Map of Executive Functions and Related Terms]


    To further emphasize how complex SEL might be, we thought that it might be useful to provide one more way to look at it. As such, we introduce a body of work that was recently released. Herman and Hilton (2017) edited a compilation of research compiled by a committee charged by the National Academies of Sciences (NAS) to gather “relevant research to more clearly define interpersonal and intrapersonal competencies, to examine whether and to what extent a range of these competencies may be related to each other and to persistence and success in undergraduate education... and to examine the extent to which these competencies can be enhanced through intervention” (p. 18). The summary of research, which explored primarily student self-report generated published data on large populations, resulted in these definitions: Intra-personal competencies “involve self-management and the ability to regulate one’s behavior and emotions to reach goals” and inter-personal competencies “involve expressing information to others, as well as interpreting others’ messages and responding appropriately” (Herman & Hilton, 2017, p. 22). These definitions can be viewed as synonymous with social and emotional learning.


    To help the reader understand what the NAS committee was able to identify as inter- and intra-personal skills and to align those skills with what we have already discussed, we offer Figure 3. In this figure, you may find some additional terms for which you are even more familiar and you will notice even more of the CASEL SEL terms coming to life. Also in this figure, you will note that the Zelazo, Blair, and Willloughby (2016) terminology is represented in green and blue and the Herman and Hilton (2017) terminology is represented in red.


    [image: Figure 3: Map of Executive Function and Related Terms to Intra- and Inter-Personal Skills]


    Now that you have a better understanding of the variety of ways in which social and emotional learning can be de-conceptualized and contextualized, you may now be able to identify a variety of pre- and post-assessment inventories that already exist, which could be used to evaluate whether desired SEL outcomes are being cultivated in the compilation of your in-class and out-of-class curriculum you already are offering. Such standardized inventories would include Dweck’s (2006) Growth Mindset Scale, Duckworth and team’s (2007) Grit Scale, Jazaieri and team’s (2014) compassion scale to assess prosociality, and Hoffman and team’s (2002) Sense of Belonging Scale. We could easily add onto this list, however, how to examine those scales and how they might be used in SEL processes in the variety of in-class and out-of-class offerings at any one school is not the emphasis of this book (See Bresciani Ludvik, 2018, Outcomes-based Assessment Program Review for more details). How to cultivate these skills is the focus of this book.


    SEL programs seek to promote self-awareness, self-management, social awareness, relationship skills, and responsible decision-making (CASEL, 2018). Many of these terms can be found in Figure 3. For some of these terms, we may need to slightly adapt them to terms that cognitive neuroscientists would use in order to instill a rigorous evaluation of their existence and to identify ways in which they can consistently be cultivated. But before we explain that, we share a few more common values expressed by another organization.


    For some time, UNESCO has been focusing on Education for Sustainable Development (ESD) and Global Citizenship Education (GCED) as mutually reinforcing educational approaches to be promoted in the context of Sustainable Development Goal (SDG) 4.7, which reads, “By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustainable development, including, among others, through education for sustainable development and sustainable lifestyles, human rights, gender equality, promotion of a culture of peace and non-violence, global citizenship and appreciation of cultural diversity and of culture’s contribution to sustainable development.” (Retrieved from https://en.unesco.org/gced/sdg47progress?language=en on February 18, 2018). In a report published by UNESCO in 2016 (Retrieved from http://unesdoc.unesco.org/images/0024/002472/247275E.pdf on February 18, 2018), evidence revealed that ESD and GCED were being implemented in the following ways: 1) as part of national educational policy, 2) as mandatory curricula, 3) mandatory teacher education, and 4) as mandatory student assessment. This book seeks to reveal a fifth way in which ESD and GCED competencies may be attained by introducing an experiential training program called mindful compassion that could be integrated into any existing mandatory curricula or teacher education program. However, before we explain what mindful compassion is, we first provide an educational framework to build upon – that of social and emotional learning, relating it to GCED and ESD.


    What is Global Citizenship (GCED) and Education for Sustainable Development (ESD)?


    UNESCO has argued that there is “no widely agreed definition of global citizenship. In all cases, global citizenship does not entail a legal status. It refers more to a sense of belonging to the global community and a common sense of humanity, with its presumed members experiencing solidarity and collective identity among themselves and collective responsibility at the global level.” (Retrieved from http://unesdoc.unesco.org/images/0024/002482/248232E.pdf on February 18, 2018). Furthermore, UNESCO offers two parts to global citizenship education. There is “the cognitive dimension, which concerns the learners’ acquisition of knowledge, understanding and critical thinking. The socio-emotional dimension relates to the learners’ sense of belonging to a common humanity, sharing values and responsibilities, empathy, solidarity and respect for differences and diversity.” (Retrieved from http://unesdoc.unesco.org/images/0024/002482/248232E.pdf on February 18, 2018).


    In examining what UNESCO means by ESD, simplifying the complexity of ESD for purposes of this paper becomes more difficult. ESD involves providing learning content as well as opportunities for personal and societal transformation. Specifically, UNESCO seeks to “Stimulate learning and promote core competencies, such as critical and systemic thinking, collaborative decision-making, and taking responsibility for present and future generations.” (Retrieved from https://en.unesco.org/themes/education-sustainable-development/what-is-esd on February 18, 2018.)


    As we examine the intersection of GCED and ESD, we begin to see an overlap of desired competencies. Cognitive neuroscientists would argue that in order to achieve SDG 4.7, we need to provide students and educators with opportunities to acquire crystallized intelligence in the form of facts and concrete knowledge as well as develop executive functions or fluid intelligence in the form of cultivating skills such as reflection, conscientiousness, openness, and compassion (Zelazo, Blair, & Willoughby, 2016). In this way, we may be able to see the transformed behavior that is desired for both GCED and ESD in the demonstrating of executive functions or fluid intelligence skills.


    In Table 1, we add some NCS terminology to the SEL terminology we previously introduced. In addition, we point out that the social and emotional core competencies that are the defining focus of SEL programs are conceptually aligned with many of the outcomes of interest to UNESCO.


    Table 1. Alignment of SDG 4.7 Learning Goals to SEL Outcomes and Attributes


    
      
        
          	
            SDG 4.7 Learning Goals

          

          	
            SEL Outcome

          

          	
            CASEL SEL Attributes

          
        


        
          	
             

          

          	
            Self-Awareness or Conscientiousness

          

          	
            •   Identifying emotions


            •   Accurate self-perception


            •   Recognizing strengths


            •   Self-confidence


            •   Self-efficacy

          
        


        
          	
            critical and systemic thinking, collaborative decision-making, and taking responsibility for present and future generations

          

          	
            Self-Management or Effortful Control, Self-Control, Emotion Regulation

          

          	
            •   Impulse control


            •   Stress management


            •   Self-discipline


            •   Self-motivation


            •   Goal setting


            •   Organizational skills

          
        


        
          	
            sense of belonging to a common humanity, sharing values and responsibilities, empathy, solidarity and respect for differences and diversity.”

          

          	
            Social Awareness or Conscientiousness, Openness, Prosocial Goals and Values, Sense of Belonging

          

          	
            •   Perspective-taking


            •   Empathy


            •   Appreciating diversity


            •   Respect for others

          
        


        
          	
            sense of belonging to a common humanity, sharing values and responsibilities, empathy, solidarity and respect for differences and diversity.”

          

          	
            Relationship Skills or Conscientiousness, Openness, Prosocial Goals and Values, Sense of Belonging or Emotion Regulation

          

          	
            •   Communication


            •   Social engagement


            •   Relationship building


            •   Teamwork

          
        


        
          	
            critical and systemic thinking, collaborative decision-making, and taking responsibility for present and future generations

          

          	
            Responsible Decision-Making or Deliberate Problem Solving, Grit, Growth Mindset, Reflective Learning, Emotion Regulation, Self-Control, Effortful Control, or Positive Future Self

          

          	
            •   Identifying problems


            •   Analyzing situations


            •   Solving problems


            •   Evaluating


            •   Reflecting


            •   Ethical responsibility

          
        

      
    


    Methodology to Intentionally Cultivate SEL (with Key Contributions from Tonya Lea Eberhart)


    Having established a connection between UNESCO SDG 4.7, SEL, and what we understand from cognitive neuroscience, how might we be able to foster SEL while also having reliable and valid ways in which to measure it? Mindful compassion practices (MCP) are not new to many world cultures, however, they are new to many schools who are exploring how to best integrate them into already existing curriculum in a secular manner (Bresciani Ludvik, 2016). Mindful compassion is the awareness that arises from paying attention in a particular way to the present inner experience as it relates to what is being observed by all of the human senses. The particular way of paying attention to the inner experience is kind, gentle, and is not attached to judgment of what is sensed. It is also a process of paying attention that senses connection to what is being sensed. In this way, empathy can be accessed as well as opportunities for pro-social behavior and positive goal oriented choices. There are many practices that are used in mindful compassion curricula; in this book, we present only a few of them. Before we delve further into these practices and how they can cultivate SEL, we present some additional curriculum design theory in the next chapter. Also in the next chapter, we explain mindful compassion outcomes, align those outcomes with SEL, share specific MCCs that can be implemented in- and out-of-class and point to assessment measures that can be used to evaluate the effectiveness of these practices.


    In Summary


    In addition to UNESCO MGIEP’s commitment to SEL, employers are begging for these skills in their college-graduate employees. Not only are these skills what employers are asking for, these skills can have a positive effect on the learning environment itself, potentially contributing to a more compassionate and collaborative community mindful of making sustainable choices. Mindful compassion practice outcomes are linked to those of SEL and to the UNESCO SDG 4.7 outcomes. Mindful compassion practices can be integrated into any current mandatory curricula or teacher education training program.


    The fundamental purpose of SEL is to provide students with opportunities to develop self-awareness, self-management, social awareness, relationships and decision-making (Durlak et al., 2011). While there are a variety of strategies in the literature describing how to foster SEL skills in practice, there is little evidence of their effectiveness. Mindful Compassion Practice outcomes align with SEL outcomes. And while there is research to support the efficacy of mindful compassion practices cultivating specific outcomes, questions as to how much of each practice needs to be integrated into school curricula, for how long each practice must be practiced and how frequently remain. What is understood is that in order for these approaches to have a positive effect, schools need support to implement, evaluate, and modify according to their own needs (Taylor, Oberle, Durlak, & Weissberg, 2017).


    Using cognitive neuroscience as a basis for understanding how SEL can be cultivated, MCPs show great promise but only if they are implemented within environments that can also monitor which practices are being practiced, for how long, and how frequently. Without this kind of monitoring, schools won’t be able to calibrate the implementation of MCPs for optimal SEL outcome success.

  



  
    2.   Curriculum Design Theory


    with Learning and Development Outcomes
 and Pre- and Post-Assessment Tool Discussion


    Questions about how much, how long, how frequent, what type of curriculum and in what sequence, as well as with what type of pedagogy[7] should the curriculum be delivered prevail in educational settings. The questions are dynamic because the human beings within the educational institutions themselves are incredibly complex and ever-changing. While it seems, as curriculum developers, that as soon as we design a curriculum, it needs to be updated; there appear to be certain constants in other curricula. Those constants have transcended wisdom traditions, such as those practices used in this curriculum.


    This curriculum is an inner-directed inquiry curriculum. The inner-directed inquiry process is designed to hold the questions of “what is ‘this’,” and “what is it not” as well as “what is true for me” and “what is not true for me” for as long as possible in order for participants to see all the possibilities of what may be present and true or not present and not true for each individual, all the while knowing that what “may be true for me” is “not necessarily true for you”. It is a process of deepening inner-directed inquiry to cultivate awareness and acceptance of how one’s own senses, beliefs, values, identities, perspectives, perceptions, emotions, and thoughts are influencing one’s own choice, as well as the consequences that choice may have created. Neuroscience teaches us that every individual is experiencing a unique experience that is true for them. As such, bringing a group of distinct individuals together, who are having individual experiences that are true yet different for each person and inviting them to create shared goals and outcomes in a work environment can be extremely challenging, particularly if those individuals are coming from diverse backgrounds and cultures. As such, cultivating self-awareness of the interior condition of the individual is important in order to foster compassionate discourse that leads to creative solutions.


    To cultivate this type of awareness, we guide the participant through a series of experiences and then a series of deepening layers of inquiry around the circle of awareness which involves noting awareness of emotions, bodily sensations, thoughts, feelings, and behaviors (a Jon Kabat-Zinn (2013) mindfulness model). In this process, participants are invited to direct the inquiry internally and discover for themselves what is present within the body, the mind, and that which is unknown during any particular guided experience. When participants begin to become aware of what is within them, we invite them to apply this process to every “experience in their world.” While it may not always be possible to apply this process in every moment, the invitation is to apply it upon reflection of an experience while practicing great kindness towards oneself.


    The overall assumptions are that 1) choice is always present – even if the options of choice are limited and 2) that choice is an internal process, whether the one choosing is aware of that choice or not. As such, this inquiry process applies whether stimulus for a choice is presented externally or internally. Using non-judgmental internal circle of awareness inquiry, this curriculum is cultivating an awareness of the process of choice within. If participants become aware of the process of choice within, then it is assumed they will move through rational inquiry with a heightened awareness of how – previously unconscious – senses, beliefs, values, identities, perspectives, perceptions, emotions, feelings, and thoughts may be influencing the words they are choosing, as well as their actions.


    On any given topic of discussion, I often hear many passionate people share several ideas of how, for example, violent extremism can be prevented through education. And as I hear people agreeing that education can play a role in preventing violent extremism, the extent to which they believe it can be prevented and the method for the prevention vary in degree. As I listen to discussions such as these, I wonder how aware each person is of how their internal processes are governing the words they speak aloud. This curriculum is designed to cultivate an awareness of just that and to do so in a spirit of compassion and non-judgment.


    The Process of Inner Directed Inquiry


    To describe the process of inner directed inquiry is quite challenging, for it is an experiential process. As such, the process for inner directed inquiry shifts based on how participants are experiencing the curriculum and how the facilitator responds to their experience guiding them deeper into their internal inquiry. In this book, we invite the facilitator to guide internal practices using the provided scripts as a foundation. Still, users of this book are strongly encouraged to personalize these lectures and scripts based on their own practices and lived experiences so that the lessons are genuine and applicable to the participants and the one who is facilitating the inner-directed inquiry guided practice.


    While we have some examples of participant responses to journal questions and ways in which we guided the participant deeper into their internal experience, the facilitators of this curriculum are encouraged to embody the practices they are facilitating and consider the following questions, adjusting for appropriate age, language, cultural, and environmental context for each student (See the relevant chapter and Appendix E for some guidance in adaptations to consider and ways to create the container for optimal learning).


     


    1)   What did you notice?


    2)   Where in your body did you notice “it”?


    3)   How did you become aware that you noticed it? Did you notice a shape, a color, a texture, a symbol, a sound, a word, a bodily sensation, or something else?


    4)   What sensations were or are present in your body? Where are those sensations present? What is the quality of the sensation? Does the sensation have a texture, a color, a mood, a recognizable feeling or word to describe it?


    5)   How are you naming/labeling these sensations?


    6)   What thoughts may be associated with those sensations?


    7)   What happens when you gently and kindly shift your attention to another sensation or another naming/labeling of that sensation?


    8)   What happens when you allow the sensations, thoughts, emotions, feelings, to exist as they are?


    9)   Whichever you choose – to allow or to turn attention away from – what do you notice next?


    10) And then what do you notice?


    11) Is this something you have been aware of prior to this experience?


    12) What, if anything, has shifted for you?


    13) Who would you be (or what might you choose) if you didn’t think what you were thinking was true?


    14) Who would you be (or what might you choose) if you thought what you were thinking was true?


    15) What choice would you like to make now?


    16) Are you willing to accept the consequences of that choice?


    17) How does your choice and the foreseeable consequences of that choice align with who you are and what your life’s purpose is?


    18) How might this practice of noticing what you are noticing be helpful to your leadership practice or to your overall wellbeing?


     


    These questions can be expanded upon and adapted to most appropriately align with the internal experience of the participant. The most important guideline to remember is that the job of the facilitator is not to “fix,” provide answers, or help any of the participants. Rather, the role of the facilitator is to cultivate a deepening of the inquiry into the inner experience. The point is that you are facilitating the participant’s awareness of the relationship between the way in which they experience life in direct correlation to where they are placing their attention or in correlation to what is occupying their attention. Again, there are additional inquiry questions in Appendix C that can be used to cultivate further inner-directed inquiry and discussion in-class or outside-of-class should a facilitator of each module desire to do so.
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