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Studies have shown that predictors of academic success 

include competence in social-emotional learning (SEL) 

skills and self-management of behaviors (McClelland et 

al., 2007). Durlak (2011) concludes that students who 
are self-regulated are generally motivated to set high 

academic goals, have coping skills to manage stress, 

are better able to organize their approach to learn and 

get better grades. SEL programs can enhance students’ 

behavior and prosocial skills, which reduces conduct 
issues and can improve academic performance for both 

grades and achievement tests. 

According to Crim et al. (2008), “the foundation of all 

learning is rooted in the development of language and 

literacy abilities (p.17)”. The absence of proper 
language development inhibits an individual’s ability to 

develop literacy skills, which in turn prevents the 

individual from developing lifelong learning skills, 

resulting in negative life outcomes.

Introduction

Research Question: “What are the effects of 

explicit instruction targeting social-emotional 

learning competencies on the improvement of 

expressive and receptive vocabulary development 

for first grade students identified with speech-

language deficits?”

The purpose of this study was to investigate the 

effects of explicit instruction targeting social-

emotional learning competencies on the 

improvement of expressive and receptive 

vocabulary development in children identified with 

language deficits, as well as additional behavioral 

disorders and developmental disabilities. By 

implementing and explicitly teaching social-

emotional learning skills through targeted 

instruction, the researcher investigated the effects 

of explicit instruction on the social-emotional 

development and expressive and receptive 

vocabulary of first grade students.

Purpose

Data were analyzed using a paired-sample t-test with an alpha level set at 0.05 to measure the statistical 
significance between the average scores of each participant before and after the intervention period. The 
analyses of all three assessments (the ROWPVT-4, the EOWPVT-4, and the SEE) revealed a statistically 
significant difference between pre-intervention and post-intervention scores. The means were compared 
using a paired-sample t-test and the researcher determined that the t-Stat was higher than the t-Critical, 
which indicates an increase in participant scores between the pre-assessment and the post-assessment, 
revealing a statistical significance. Table 1.1, Table 1.2, and Table 1.3 represent the results of the paired t-
tests. Figure 1.1, Figure 1.2, and Figure 1.3 represent the average pre-assessment value and the average post-
assessment value of each of the four participants. 

Results Design and Methodology

Conclusions

This study was designed with the intention of benefit for the participants 
of this study by improving expressive and receptive vocabulary, as well as 
their social emotional skills. The intervention took place in a speech-
language therapy setting in an elementary school in the Fayetteville Public 
School District. The school speech-language pathologist aided in choosing
participants and assisted in guiding each intervention session. The
participants consisted of four first-grade males who were identified with 
speech-language deficits.

The intervention in the study took place in 45 minutes sessions, two times 
per week, for approximately 12 weeks, with a total of 23 sessions. The plan 
for instruction varied for each session. The first four weeks included 
building relationships and rapport with students through multiple 
activities, discussions, games, and videos related to the five social-
emotional learning competencies:  self-awareness, self-management, 
social awareness, relationship skills, and responsible decision making. The 
remainder of the intervention included explicit instruction while reading, 
discussing, and engaging in activities related to the mentor text series,  A 
Little Spot of Emotion.

In order to assess the students’ receptive and expressive language skills, 
the Receptive and Expressive One Word Picture Vocabulary Test (ROWPVT-
4 and EOWPVT-4) were administered pre-intervention to establish baseline 
data and post-intervention to determine the impact of intervention. In 
order to assess the students’ social-emotional skills, the Social Emotional 
Evaluation (SEE) testing protocol was administered before the intervention 
and at the conclusion to determine gains.

The results from this study reflect a positive effect on the development of 
receptive and expressive vocabulary skills and SEL competencies for all four of the 
participants. It can be concluded that the intervention was effective for improving 
the skills that were targeted for these participants throughout the intervention 
period. 

Positive Limitations:

Ø Natural and familiar setting of intervention for participants

Ø Researcher/Supervisor relationship was positive and constructive to the project 

Ø Behavioral reinforcement and self-monitoring strategies were effective in 
managing participant behavior 

Negative Limitations:

Ø Imbalances in the group of participants: every student was unique with 
different challenges and needs

Ø The intervention took place at the end of the day after recess, participants 
were often disheveled and distracted

Ø Behavioral Issues: resulted on frequent required redirections throughout 
intervention sessions, resulting in loss of time on task
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Self-awareness encompasses “the ability to understand one’s own emotions, thoughts, and

values and how they influence behavior across contexts. This includes capacities to recognize 
one’s strengths and limitations with a well-grounded sense of confidence and purpose” (CASEL, 
2021).

Self-Awareness

Self-management encompasses “the abilities to manage one’s emotions, thoughts, and behaviors

effectively in different situations and to achieve goals and aspirations. This includes the capacities

to delay gratification, manage stress, and feel motivation and agency to accomplish personal and

and collective goals (CASEL, 2021).

Self-Management

Social awareness encompasses “the abilities to understand the perspectives of others and empathize with others,

including those from diverse backgrounds, cultures, and contexts. This includes the capacities to feel compassion

for others, understand broader historical and social norms for behavior in different settings, and recognize family,

school, and community resources and supports” (CASEL, 2021). 

Social Awareness

Relationship skills encompass “the abilities to establish and maintain healthy and supportive relationships and to 
effectively navigate settings with diverse individuals and groups. This includes the capacities to communicate clearly, 
listen actively, cooperate, work collaboratively to problem solve and negotiate conflict constructively, navigate 
settings with differing social and cultural demands and opportunities, provide leadership, and seek or offer help when 
needed” (CASEL, 2021). 

Responsible decision-making encompasses “the abilities to make caring and constructive choices about 
personal behavior and social interactions across diverse situations. This includes the capacities to consider 
ethical standards and safety concerns , an to evaluate the benefits and consequences of various actions for 
personal, social, and collective well-being” (CASEL, 2021). 

Relationship Skills

Responsible 
Decision-Making

ROWPVT-4 EOWPVT-4 SEE

Pre-
Assessment

Post-
Assessment

N Mean N Mean t-Critical t-Stat p

4 92.75 4 107.75 3.18 -5.81 0.010

Pre-
Assessment

Post-
Assessment

N Mean N Mean t-Critical t-Stat p

4 104.75 4 116.75 3.18 -4.18 0.022

Pre-
Assessment

Post-
Assessment

N Mean N Mean t-Critical t-Stat p

4 16.92 4 18.75 2.20 -3.26 0.008

5 Targeted SEL Competencies 

Table 1.1 Table 1.2 Table 1.3

Figure 1.1 Figure 1.2 Figure 1.3
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Abstract 

Background/Introduction: Studies have shown that both social-emotional and behavioral aspects 

are deeply intertwined with academic success (McClelland et al., 2007). This study was designed 

to examine the effects explicit instruction targeting social-emotional learning may have on the 

vocabulary skills of first-grade students identified with language deficits, behavioral disorders, 

and developmental disabilities. Purpose: The purpose of this study was to investigate the effects 

of explicit instruction targeting social-emotional learning competencies on the improvement of 

expressive and receptive vocabulary development in children identified with language deficits, as 

well as behavioral disorders and developmental disabilities. By implementing and teaching 

social-emotional competencies through explicit instruction, the researcher investigated the 

impact the explicit instruction had on the social-emotional development, expressive vocabulary 

and receptive vocabulary of first-grade students. Methodology: The intervention in the study 

took place in 45 minutes sessions, two times a week, for approximately 12 weeks. The plan for 

instruction was different for every session. The first four weeks included building rapport with 

students, as well as multiple read aloud books, activities, discussions, games, and videos related 

to all of the five social-emotional learning competencies. The remainder of the intervention 

period included reading, discussing, and engaging in activities related to the mentor text series A 

Little Spot of Emotion.  The following research question was addressed: “What are the effects of 

explicit SEL instruction on expressive and receptive vocabulary in first-grade students identified 

with language deficits, developmental disabilities, and behavioral disorders?” In order to assess 

the students’ social-emotional skills, the Social Emotional Evaluation (SEE) was used. In order 

to assess the students’ receptive and expressive language skills, the Receptive and Expressive 

One Word Picture Vocabulary Test (ROWPVT-4 and EOWPVT-4) were used. All three 
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assessments were administered pre-intervention and post-intervention to establish baseline data. 

Anecdotal data were collected throughout the intervention period to monitor and note student 

progress. The post-assessment results were examined and compared to the baseline data. 

Results: Data were analyzed using a paired-sample t-test with an alpha level set at 0.05 to 

determine if a significant difference existed between the pre-assessment and post-assessment 

scores. Anecdotal notes were analyzed to determine trends and themes that appeared. All data 

gathered were meticulously examined and analyzed to determine changes and trends, and then 

conclusions were drawn. Discussion/Conclusion: The results of this study show positive effects 

on expressive and receptive vocabulary development and social-emotional skill development in 

first-grade students identified with language deficits, developmental disabilities, and behavioral 

disorders. The results show statistical significance for receptive and expressive vocabulary 

development and improvement was made in the area of social-emotional learning. Overall, it can 

be concluded through data that this intervention had a positive effect on receptive and expressive 

vocabulary development and social-emotional learning skills for these first-grade students 

identified with language deficits, developmental disabilities, and behavioral disorders. 
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Chapter I 

Introduction 

This chapter will explain the purpose of the study, background of the problem, definitions 

of terms, significance of the study, the primary research question, and a summary. This chapter 

provides details on the research study and goes into depth on the topics of explicit instruction, 

social-emotional learning (SEL) and vocabulary development.  

Purpose of the Study 

The purpose of this study was to investigate the effects of explicit instruction targeting 

social-emotional learning competencies on the improvement of expressive and receptive 

vocabulary development for first-grade students identified with speech-language deficits. By 

implementing and teaching social-emotional competencies through explicit instruction, the 

researcher investigated the effects of explicit instruction on the social-emotional development 

and expressive and receptive vocabulary of first-grade students. 

Background of the Problem 

 “SEL can help all young people and adults thrive personally and academically, develop 

and maintain positive relationships, become lifelong learners, and contribute to a more caring, 

just world” (CASEL, 2021, Fundamentals of SEL section). In order to achieve academically, not 

only do students need scholastic support, they also need social-emotional support. Students 

lacking social-emotional skills often begin to lose motivation and feelings of connectedness as 

they progress through the expected stages of development. Lack of social communication and 

language skills may an unfavorable impact academic success, as well as positive peer 

relationships (Blum & Libbey, 2004, as cited in Durlak et al., 2007). Social-emotional skills are 



 

 

10 

not innate to humans, and because not all children learn them at home, schools and other 

educational institutions are a great place to reinforce these life skills (Options for Youth, 2019).  

 According to Biemiller and Slonim (2001), a child’s mean vocabulary by the end of the 

second grade should be approximately 5,200 root words, and by grade five, should grow to 

around 8,400. Biemiller and Slonim’s study concluded that between the third grade and the fifth 

grade, children in the lowest quartile were, on average, learning more root words per day than 

those in the highest quartile. However, despite what seemed to be adequate vocabulary growth 

and development, by the fifth grade, those children found to be in the lowest quartile had only 

achieved the average vocabulary skills of a fourth-grade child. This is most likely due to their 

limited vocabulary instruction in the second grade. Findings suggest that targeting explicit 

vocabulary instruction during the early school years could decrease this disparity.   

 Biemiller (2003) reestablishes the importance of early intervention in vocabulary 

instruction to close the gap that widens between kindergarten and the second grade for struggling 

learners. His research shows that individual differences do not become discernible until the third 

grade, and at that point, trying to catch up is extremely difficult. Although vocabulary skills are 

required for academic progress and accomplishment, research again finds that vocabulary 

instruction does not receive the focus in school settings necessary for all students to succeed 

(Biemiller & Slonim, 2001).  

Definitions of Terms 

Social Communication Disorder (SCD): SCD is “characterized by difficulties with the 

use of verbal and nonverbal language for social purposes. Primary difficulties are in social 

interaction, social cognition, and pragmatics” (ASHA, n.d.). This definition is consistent with the 

diagnostic criteria for Social (Pragmatic) Communication Disorder detailed in the Diagnostic and 
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Statistical Manual of Mental Disorders, 5th Edition (DSM-5; American Psychiatric Association 

[APA], 2013).   

Autism Spectrum Disorder (ASD): ASD “refers to a broad range of conditions 

characterized by challenges with social skills, repetitive behaviors, speech and nonverbal 

communication” (Autism Speaks, n.d.).  

 Attention Deficit/Hyperactivity Disorder (ADHD): ADHD is one of the most common 

neurodevelopmental disorders of childhood and can cause individuals to have trouble paying 

attention, controlling impulsive behavior, act without thinking, or be overly active (CDC, 2021).  

 Vocabulary instruction: According to The National Reading Panel (2000), dependence 

on a single vocabulary instruction method is not advantageous. For optimal vocabulary learning, 

a variety of methods must be used effectively, including a focus on a the combined use of several 

media and instruction, a variety of rich contexts, and the level of exposure an individual has to 

the vocabulary words (NPR, 2000). 

 Vocabulary development:  A child’s mean vocabulary by the end of the second grade 

should be ~5,200 root words and should grow to ~8,400 root words by the fifth grade (Biemiller 

and Slonim, 2001). 

Direct/Explicit Instruction: Explicit instruction refers to a type of instruction that does 

not leave anything to chance, nor make any assumptions about knowledge that children will gain 

on their own (Torgesen, 2004, as cited in Reutzel et al., 2014).  

Indirect Instruction: Indirect instruction is a teaching approach that uses inquiry and 

encourages higher order thinking skills in an environment that encourages problem-solving and/ 

or project-based learning. Indirect instruction is based on the philosophy of constructivism, 
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which states that people derive and construct meaning from their own experiences (“Indirect 

Instruction”, 2015). 

Receptive Language: Receptive language refers to an individuals ability to understand 

and process information provided in a variety of ways. This can include spoken word, body 

language, symbols, movements, and various other modes of communication (Wallace, 2020). 

Expressive Language: Expressive language refers to an individual’s ability to convey 

ideas, thoughts, and emotions through a variety of ways. This can include spoken word, body 

language, symbols, movements, and various other modes of communication (Wallace, 2020). 

Intervention: “Classroom intervention is a set of steps a teacher takes to help a child 

improve in their area of need by removing educational barriers (Lynch, 2019).” Behavior 

interventions can address a child’s problem behavior in the classroom, while instructional 

interventions address a child’s academic problem areas (Lynch, 2019).  

 Social-Emotional Learning (SEL): SEL is “the process through which all young people 

and adults acquire and apply the knowledge, skills, and attitudes to develop healthy identities, 

manage emotions, achieve personal and collective goals, feel and show empathy for others, 

establish and maintain supportive relationships, and make responsible and caring decisions 

(CASEL, n.d.).  

 Five social-Emotional Learning competencies: (1) Self-awareness is defined as the 

ability to “understand one’s own emotions, thoughts, and values and how they influence 

behavior across contexts” (CASEL, n.d.). (2) Self-management is defined as the ability to 

“manage one’s emotions, thoughts, and behaviors effectively in different situations and to 

achieve goals and aspirations” (CASEL, n.d.). (3) Social Awareness is defined as the ability to 

“understand the perspectives of and empathize with others, including those from diverse 
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backgrounds, cultures, and contexts” (CASEL, n.d.). (4) Relationship Skills is defined as the 

ability to “establish and maintain healthy and supportive relationships and to effectively navigate 

settings with diverse individuals and groups” (CASEL, n.d.). (5) Responsible decision-making is 

defined as the ability to “make caring and constructive choices about personal behavior and 

social interactions across diverse situations” (CASEL, n.d.) 

 Mentor Texts: “Mentor texts are written pieces that serve as an example of good writing 

for student writers. The texts are read for the purpose of studying the author’s craft, or the way 

the author uses words and structures the writing” (Thompson & Reed, 2019). 

Significance of the Study and the Primary Research Question 

 Studies have shown that both social-emotional and behavioral aspects are deeply 

integrated with academic success (McClelland et al., 2007). This study was designed to examine 

the effects of explicit instruction targeting SEL competencies on the improvement of expressive 

and receptive vocabulary development for first-grade students identified with speech-language 

deficits. If the intervention strategies used during this study improve expressive and receptive 

language skills in the participants, others may choose to utilize similar strategies. The following 

research question was addressed: “What are the effects of explicit instruction targeting social-

emotional learning competencies on the improvement of expressive and receptive vocabulary 

development for first-grade students identified with speech-language deficits?”   

Summary 

 This section gives a brief overview of the research project, specifically how explicit 

instruction targeting SEL competencies on the improvement of expressive and receptive 

vocabulary development for first-grade students identified with speech-language deficits.  
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 This study is separated into five chapters. Chapter I has offered a statement of 

introduction and explanation of this study. Chapter II will provide a review of literature 

concerning SEL and vocabulary development, as well as information regarding participant 

challenges. Chapter III will explain the methodology for the research study within which the 

setting, participants, data collection methods, instruments used, and design for analysis will be 

discussed. Chapter IV will discuss the results of the study. The baseline data, intervention 

methods, pre-assessments, post-assessments, and comparison of data will also be explained 

within this chapter. Finally, Chapter V will include the conclusions, limitations, implications, 

and recommendations for the study.  
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Chapter II 

Review of Relevant Literature 

Introduction 

 The goal of this chapter is to review the relevant literature relating to social-emotional 

learning (SEL) competencies and vocabulary acquisition for children who are ages six to seven 

years old, in the first grade.  First, the social, emotional, physical, and cognitive developmental 

milestones and capacities of first-grade children will be discussed. Next, the challenges of the 

participants in this study will be considered, with explanation on the prevalence and 

characteristics of Autism Spectrum Disorder (ASD) and Attention-deficit/hyperactivity disorder 

(ADHD). A rationale for the study will be provided with relevant literature and information 

about the importance of SEL in regard to successful academic and life outcomes.  Relevant 

literature about language and vocabulary acquisition is also addressed in this chapter.  

Developmental Milestones of First-Grade Children  

 The average age for children in the U.S. in the first grade is six to seven years old. 

According to Wood (2007), by age six, children have a tremendous capacity for enjoyment. They 

become more ambitious and competitive, often taking on tasks that are going to be too difficult. 

However, they often care more about the process and less about the product. They learn best 

through discovery, asking questions, and enjoy using enthusiastic language. Pertaining to motor 

functions, six-year-old children have an increase in visual tracking from left to right, which 

prepares them for reading words and sentences. They are far more aware of their hands and 

fingers as tools and will often use them to express thoughts and feelings through writing, 

drawing, painting, and other forms of expression.  
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 By the age of seven, Wood (2007) claims that children have improved their listening and 

speaking skills. Children in the seven-year-old developmental stage are quickly increasing their 

vocabulary and showing considerable interest in word meanings. They often become very 

sensitive and moody and demand more structure, security, and reassurance from adults, as they 

are frequently changing friends and meeting new peers. They feel frustration when they make 

errors, work harder to correct them, and are eager to reflect on what they have learned. Clearly, 

there are many developmental changes taking place during the transition from age six to age 

seven.  

Challenges of Participants 

 A major challenge for 21st-century schools involves serving culturally diverse students 

with varied abilities and motivations for learning (Learning First Alliance, 2001, as cited in 

Durlak et al., 2011). Disabilities like Autism Spectrum Disorder (ASD) and Attention-

deficit/hyperactivity disorder (ADHD) have become increasingly prevalent in the public school 

setting. According to Lyall et al. (2017), the population of individuals diagnosed with ASD in 

2017 was estimated at approximately 1.5% in developed countries. Recent research estimates 

that the prevalence of ASD has risen approximately 10% from the 16.8 diagnosis per 1,000 

children in 2014 to the 18.5 diagnosis per 1,000 children in 2016 (Maenner et al., 2017). In 2016, 

approximately 6.1 million children in the United States, between the ages of 2–17 had received 

an ADHD diagnosis (Danielson et al., 2018).  

Autism is characterized by persistent deficits in social communication and social 

interaction across multiple contexts (APA, 2013). Individuals with ASD display a broad range of 

strengths and weaknesses, with a variety of intellectual abilities ranging from superior 

intelligence to below grade level proficiency (Randi et al., 2010). ASD can have effects on 
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language, cognition, and social cues; all three very important components of normal 

development in children. Despite its continuously increasing prevalence, ASD “remains a 

disability with no clear cause, limited diagnostic tools, and limited published research on medical 

and educational intervention (Nicholas et al., 2008, p.135).  

Attention-deficit/hyperactivity disorder is one of the most common neurodevelopmental 

disorders of childhood that can cause children to have difficulties paying attention, controlling 

impulsive behaviors, and increased movement (CDC, 2021). Children with ADHD diagnosis 

often display much higher levels of emotional lability and greater challenges with self-regulation 

than typical, developing children (Anastopoulos, 2010). A study by Gremillion et al. (2017), 

provides evidence that poor vocabulary skills and working memory are associated with elevated 

ADHD symptoms in preschool age children. Although ADHD is believed by most scientists to 

have a genetic foundation, the causes of the disorder are yet to be completely known and 

understood.  

Relationship Between Gender and Behavior  

 Male and female brains differ in many ways, including structural components and 

methods of processing different stimuli (Albirawi, 2018). Therefore, it is no surprise that male 

and female brains develop at different rates, giving each gender advantages at different points in 

development. In fact, beginning right after birth, a female’s left hemisphere responds to verbal 

sounds more quickly than a male infant (Eliot, 1999, as cited in Albirawi, 2018). Overall, studies 

show that females mature at a faster rate than males in most categories (Dwyer, 1973). This 

difference in cognitive abilities continues into school-age years as well. According to a study by 

Reilly et al. (2019), females significantly outperformed males in both reading and writing skills 

across all ages. Although there is variability in every study regarding gender differences in 
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development, there is still evidence to support that females reach developmental milestones more 

quickly than males.  

 There are also gender differences in relevance to different disorders. According to 

Ramtekkar et al. (2011), in general, the chance of male children being diagnosed with ADHD 

compared to female children is approximately 4:1. Additionally, just like ADHD, males are also 

more likely to be diagnosed with ASD. Autism Spectrum Disorder has a male to female ratio of 

approximately 4:1 as well (Fombonne, 2009). Being male appears to be a significant risk factor 

for pathologies of communication, speech, and language (Adani & Cepanec, 2019). Overall, 

males seem to have weaker capacities for language acquisition (Adanie & Cepanec, 2019).  

Rationale for Study  

When attempting to support a child with ASD and/or deficits in language development, 

early intervention is key. Research has found that early diagnosis and intervention for children 

with autism can improve overall development and future outcomes (Autism Speaks, n.d.).  

The Collaborative for Academic, Social, and Emotional Learning (CASEL), the 

organization that coined the term SEL, is dedicated to making SEL competencies a fundamental 

component of the education system. CASEL defines SEL as the “process through which all 

young people and adults acquire and apply the knowledge, skills, and attitudes to develop 

healthy identities, manage emotions and achieve personal and collective goals, feel and show 

empathy for others, establish and maintain supportive relationships, and make responsible and 

caring decisions” (CASEL, 2021). CASEL identifies five core SEL competencies: self-

awareness, self-management, social awareness, relationship skills, and responsible decision 

making. These competencies provide a framework for how they can be integrated within school 

and classroom settings.  
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 Not only is SEL very important in regard to overall life outcomes, it is equally as 

important in promoting academic performance and boosting lifelong learning skills (Zins et al., 

2004). There is evidence that supports the need for increased SEL instruction in classrooms for 

positive effects on math and reading achievements in school age students (McCormick et al., 

2015). Multiple studies have recognized the benefits of school based SEL intervention programs 

and the effects they can have on behavior and academic success (Ura et al., 2019).  Many states 

have already begun the process of integrating SEL competencies into their curricula. A meta-

analysis of school based SEL interventions by Durlak et al. (2011) discusses findings that 

document the positive outcomes that SEL intervention programs can have for enhancing 

academic performance on achievement tests and grades. 

According to Crim et al. (2008), “the foundation of all learning is rooted in the 

development of language and literacy abilities (p.17)”. The absence of proper language 

development inhibits an individual’s ability to develop literacy skills, which in turn prevents the 

individual from developing lifelong learning skills, resulting in negative life outcomes. In order 

to avoid literacy failure, educators must be aware of the science of reading research and what 

instructional strategies should be used to support emergent literacy. According to The Reading 

League (2022), the term Science of Reading is referring to an extensive body of interdisciplinary 

research and literature that encompasses thousands of studies about reading and writing, as well 

as issues related to these topics. It helps educators teach literacy through evidence-based 

practices to prevent children from falling behind in their academic achievement.  

Snow et al. (1998) discusses research that shows the need for kindergarten literacy 

instruction to be designed to stimulate verbal interaction, enrich children's vocabularies, and 

encourage talk about books. Receptive vocabulary, if focused on at the onset of formal 
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schooling, is one of the literacy-related components that is shown to significantly reduce the 

number of children with reading difficulties (Snow et al., 1998). One major predictor of illiteracy 

is the age of which a child learns to read. If a child cannot read by age nine, 70 percent of these 

children who are struggling to read will suffer a lifetime of illiteracy (Shaywitz, 2003, as cited in 

Lyon and Chhabra, 2004). By providing children the support needed to be proficient readers at 

an early age, educators can increase their opportunity for becoming successful, lifelong learners. 

Relevant Literature 

According to Biemiller (2004), there is a major vocabulary gap between school-age 

students in the highest quartile compared to those in the lowest quartile, and this gap can be 

closed, or at least reduced, by explicit vocabulary instruction. The average child acquires nearly 

6,000 vocabulary words by the end of the second grade, while those in the lowest quartile 

acquire only about 4,000 vocabulary words by this time (Biemiller, 2001). Evidence supports 

that vocabulary acquisition is influenced by language assistance at home, as well as instruction at 

school, indicating that size and complexity of a child’s vocabulary is not due to some innate 

vocabulary capacity (Biemiller, 2003). Biemiller (2003) stresses the importance of early 

vocabulary intervention because the effects of low vocabulary skills on reading comprehension 

are not usually evident until the comprehension of written materials is necessary for academic 

achievement. At that point it is incredibly difficult for these students to catch up to their peers for 

achieving grade-level proficiency.  

Research has identified a number of strategies for effective vocabulary instruction. 

Children can improve their vocabulary through indirect and direct instruction. Sedita (2005) 

provides multiple examples of both instructional strategies and how they can be implemented by 

classroom teachers. One effective indirect method of vocabulary instruction is repetition (Sedita, 
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2005). Acquiring a full understanding of a new word can take time and repetitive exposure for 

familiarity with the word. Children can gain exposure to new words in different contexts through 

independent reading, as well as read alouds.  

An example of effective direct vocabulary instruction is providing students with explicit 

instruction for specific words (Sedita, 2005). Sedita (2005) suggests that although it is not 

realistic to aim that children receive explicit instruction for every single word they are going to 

learn over their academic career, focusing on key words that are recurring, relevant, and 

meaningful to the context can be very beneficial. Explicit vocabulary instruction has proven to 

equip students with evident and consistent gains in reading (Shanahan, 2005).  

 Research strongly suggests explicit vocabulary instruction to support literacy acquisition 

in the classroom. There are a number of research-based explicit vocabulary instruction strategies 

that educators can utilize. Kamil et al. (2008) points out four recommendations for explicit 

vocabulary instruction; 1) dedicating classroom time to explicit vocabulary instruction prior to 

encountering the specific words in text, 2) repeated exposure to new vocabulary words through 

both oral and written contexts, 3) providing plenty of opportunities to use the words in multiple 

different contexts, and 4) equip students with strategies to independently learn new vocabulary, 

like teaching prefixes, roots, and suffixes to derive meaning from new words.  

 CASEL provides a framework for the five core competencies of SEL; (1) self-awareness, 

which includes the ability to recognize one’s strengths and weaknesses with a sense of 

confidence and purpose, (2) self-management, includes the ability to delay gratification, 

effectively manage stress, and feel motivation to achieve goals, (3) social awareness, is the 

ability to feel compassion, understand broader historical and social norms for behavior in various 

settings, and recognize resources and supports, (4) relationship skills, include the ability to 
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communicate effectively, listen actively, cooperate, work collaboratively to solve problems and 

resolve conflict, navigate settings with various social and cultural demands and opportunities, 

provide leadership, and seek or offer help when needed, and (5) responsible decision making, is 

the ability to acknowledge ethical standards and safety concerns, and to assess the benefits and 

consequences of various actions (2021).  

Another intervention that has been proven successful through research is the use of 

academic and social-emotional support for students is the use of peer support groups. Peer 

support groups can provide various benefits across multiple content areas and social settings. A 

study by Pratiwi and Mangunsng (2020) resulted in peer support groups positively affecting the 

academic self-concept of students with special needs in third to fifth grades. Peer support groups 

have also been used to reduce symptoms of depression in adults (Pfeiffer et al., 2011). In a study 

by Lee and Chang (2017) peer support intervention improved the reading comprehension skills 

of fifth graders. Peer support groups are clearly an effective form of intervention that can be 

utilized with various age groups for achieving multiple goals.   

The use of mentor texts is another effective intervention for emergent literacy. A study by 

Corden (2011) found that the writing quality of students ages 7-11 improved after instruction 

using mentor texts. According to Thompson and Reed (2019), a good mentor text will be age 

appropriate and understandable for the students, as well as relevant to what is being taught in 

order to convey ideas and skills that students need to understand. Mentor texts provide models of 

writing that allow students to learn techniques and strategies used by the author, so they can in 

turn, apply the methods to improve their own writing (Thompson & Reed, 2019).  
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Summary 

This review of relevant literature summarized the importance of vocabulary development 

and the role it plays in literacy development. Students who have been diagnosed with speech-

language deficits, developmental disabilities, and behavioral disorders can benefit emotionally 

and academically from explicit SEL support and intervention, because SEL and academic 

achievement are very much intertwined. For the purpose of this research, explicit instruction on 

expressive and receptive vocabulary development was utilized through learning activities that 

had embedded SEL skills.  The next chapter will describe the methodology that was used to 

investigate the effects of explicit vocabulary instruction for improved expressive and receptive 

development of first-grade students.  
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Chapter III 

Methodology 

Introduction 

 This study investigates the effects of explicit instruction targeting SEL competencies for 

the improvement of expressive and receptive vocabulary development of first-grade students 

identified with speech-language deficits.  The study was designed with intentions to benefit the 

participants of this study by improving social-emotional skills, as well as their receptive and 

expressive vocabulary. This section will describe the setting of the study, participants, methods 

of data collection, and the intervention that was used. An explanation of how baseline data was 

collected along with methods for analyzing data collection will also be described.  

Description of District and School Demographics  

 This section will discuss specific school district information, how the study was 

implemented each week, the intervention schedule, and data collection methods. 

 District Setting. This study took place at an elementary school in a public school district 

in Northwest Arkansas that serves 10,349 students from kindergarten to twelfth grade. 

Demographic information provided in this section is based on the 2021-2022 academic year, as 

well as the 2020-2021 academic year (ADE Data Center, 2021). This district serves from pre-

kindergarten through the twelfth grade. The racial and ethnic demographics for the school district 

consist of 64.4% White students, 12.5% Hispanic/Latino, 10.3% Black/African American, 2.6% 

Asian, 1.5% Hawaiian/Pacific Islander, 0.4% American Indian, 8.3% of students identifying as 

two or more races. Demographic information in this section was retrieved from the 2021-2022 

District Report Card (Arkansas Department of Education, 2022). Figure 3.1 illustrates the racial 

demographics for the school district in which the research study was conducted. 
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Figure 3.1. School District Racial/Ethnic Demographics 

 

 

 School Setting. The elementary school where the study took place serves 458 students. 

Of the total number of students in the school, 0% of students qualify as low income, 2% are 

English Language Learners, and 12% are eligible to receive special education. Racial 

demographics for the elementary school consist of 84.6% White students, 7.0% Hispanic/Latino, 

5.7% identifying as two or more races, 2.0% Asian, 0.7% Black/African American, 0.0% 

Hawaiian/Pacific Islander, and 0.0% American Indian. This data is based on the 2021-2022 

School Report Card (Arkansas Department of Education, 2022). Figure 3.2 illustrates the racial 

demographics for the elementary school in which the intervention was implemented. 

 

 

 

 

School District Racial/Ethnic Demographics

White - 64.4% Hispanic/Latino 12.5% Black/African American 10.3%

Asian 2.6% Hawaiian/Pacific Islander 1.5% American Indian 0.4%

Two or more races 8.3%
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Figure 3.2. Racial/Ethnic demographics of the school where the intervention was implemented 

 

 

Intervention Setting and Participants  

 Intervention Setting. This research study took place in the speech-language therapy 

classroom in the elementary school setting and the intervention was implemented through small 

group instruction. The school speech-language pathologist supervised and assisted in guiding 

each intervention session. In this room, there was access to the speech-language pathologist’s 

materials, including games, paper, crayons and markers, books, and a projector and projector 

screen.  

 Participants in the Study.  Participants in this study were chosen by the school’s 

speech-language pathologist, based on the description of the needs for this research. Originally, 

five male first-grade students were chosen to participate in the intervention. However, 

parent/guardian consent was not obtained for one of the students. Assessments were not 

administered, nor was any data recorded for this student. The participants for the purpose of this 

study and data analysis were four male students, ages 6-7, in the first grade. The group consisted 

Intervention School Setting Racial/Ethnic 
Demographics 

White 84.6% Hispanic/Latino 7.0% Black/African American 0.7%

Asian 2.0% Two or more races 5.7%
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of 3 White students and 1 Asian student, all who qualify and receive school-based speech-

language therapy. To maintain confidentiality, the four children who participated in this study 

will be referred to as Student A, Student B, Student C, and Student D.  

 Student A. Student A has a speech-language impairment, as well as behavioral challenges 

in the classroom. 

 Student B. Student B has a speech-language impairment, an autism diagnosis, an ADHD 

diagnosis, and behavioral challenges in the classroom. 

 Student C. Student C has a speech-language impairment and an ADHD diagnosis. 

 Student D. Student D has a speech-language impairment and a diagnosis of autism.  

 Behavioral Reinforcement and Monitoring. Participant behavioral challenges were a 

persisting issue throughout the duration of the intervention period. There was an incentive 

program introduced at the beginning of intervention because behavioral challenges were 

anticipated, but multiple additional incentives were eventually utilized to improve behavior.   

 A punch card incentive program was the original behavioral reinforcement plan (See 

Appendix A). Each student had a punch card with their name on it, and if behavior expectations 

were met during the intervention session, the participant would get a hole punch in their card. 

Once the participant had five-hole punches, they were allowed to choose a prize from the 

treasure box of candy. After every five-hole punches, the participant received a new punch card 

and the process started over again.  

 As behavioral challenges persisted, the speech-language pathologist assisted the 

researcher in developing a game day incentive using popsicle sticks. Throughout the intervention 

period, we began implementing occasional game days using board games that promoted various 

SEL skills. The researcher assigned each participant three colored popsicle sticks and put them 
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all together into a cup. If participants were not following behavioral expectations during 

intervention sessions, their sticks would be removed from the cup. If a participant lost all three 

popsicle sticks during one intervention session, that participant would not be allowed to attend 

the next game day.  

Confidentiality  

 Permission to conduct this study was sought and granted from the University of Arkansas 

Institutional Review Board ([IRB], (See Appendix B), the administration of the school district 

where the study took place (See Appendix C), as well as the principal of the elementary school 

(See Appendix D) and school speech-language pathologist (See Appendix E).  Permission to 

participate in this study was obtained prior to the commencement of the project. An 

informational letter (See Appendix F), along with informed consent letter (See Appendix G), was 

sent home with each student and a signature from the parent/guardian was required before data 

for that child were collected and reported.  

 The informed consent explained the purposes and procedures of the study. It also 

explained that participation was completely voluntary and there would be neither a reward nor a 

penalty for participation. It further explained that the child could withdraw from the study at any 

time without penalty. Confidentiality was maintained to the extent allowed by the state and 

federal law and University of Arkansas policy and assured by the researcher through the 

establishment of a code. Only the researcher had access to the code and all the data were stored 

on a computer that required a security code for access.  

Data Collection Instruments 

In order to assess the students’ social-emotional skills, the Social Emotional Evaluation (SEE) 

testing protocol was administered before the intervention and at the conclusion.  In order to 
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assess the students’ receptive and expressive language skills, the Receptive and Expressive One 

Word Picture Vocabulary Test (ROWPVT-4 and EOWPVT-4) was administered pre-

intervention and post-intervention to establish baseline data.  

 Social Emotional Evaluation. The SEE was administered in order to assess each 

participant’s social and emotional skills before and after intervention. The SEE is a published 

testing protocol by Elizabeth Wiig, Ph.D. It includes five subtests for assessing social language; 

however, only two of the five subtests were deemed to be developmentally appropriate for the 

participants. The first subtest used was Identifying Common Emotions, in which the child is 

shown four pictures of faces and asked to identify which face shows a specific emotion. The 

second subtest used was Identifying Emotional Reactions, in which the child is asked to match a 

picture of a face displaying a specific emotion to a picture that elicits the same emotion from a 

choice of four pictures. The differences in the performance of participants on the assessments 

from before and after intervention were analyzed to determine the effects of explicit instruction 

on the social-emotional skill development of participants in the study.  

 Receptive/Expressive One Word Vocabulary Tests. The ROWPVT-4 and the EOWPVT-

4 were administered in order to assess receptive and expressive language skills for each of the 

participants. The basal for these assessments was based on the chronological age of each 

participant, and then officially established by eight consecutive correct responses. During the 

ROWPVT-4, each student was prompted with a spoken word and asked to match it with the 

appropriate illustrated picture. The ceiling was established once six incorrect responses out of 

eight consecutive items were recorded. During the EOWPVT-4, each participant was asked to 

use one word to name a word, object, or concept when prompted with an illustrated picture. The 

ceiling was established by six consecutive incorrect responses.  
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Other Data Collection Methods 

 Anecdotal Records. Anecdotal data were collected throughout the intervention period to 

monitor and make note of trends and themes related to social-emotional skills, behavior, and use 

of receptive and expressive skills.   

 Post-data analysis. The participants’ SEL skills, expressive, and receptive vocabulary 

skills were established prior to intervention and the effects of the intervention were determined at 

the conclusion of the intervention through post-assessment.  To determine the effectiveness of 

explicit instruction targeting SEL competencies for improving expressive and receptive 

vocabulary improvement, the same assessments that were administered pre-intervention were 

also administered post-intervention.  

 The post-assessment results were examined and compared to the baseline data. A paired 

samples t-test was conducted to determine if a significant difference existed between the pre-

assessment and post-assessment scores. Anecdotal notes were analyzed to determine trends and 

themes that appeared. All data gathered were meticulously examined and analyzed to determine 

patterns and trends, and then conclusions were drawn. 

Intervention Strategies 

 The intervention in the study took place in 45 minutes sessions, two times a week, for 

approximately 12 weeks, with a total of 23 sessions. The plan for instruction was different for 

each session. The first four weeks included building relationships and rapport with students, 

through multiple read-alouds, learning activities, discussions, games, and videos related to the 

five SEL competencies:  self-awareness, self-management, social awareness, relationship skills, 

and responsible decision making. The remainder of the intervention included explicit instruction 
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while reading, discussing, and engaging in activities related to the mentor text series, A Little 

Spot of Emotion (See Appendix H).  

Table 3.1  

Intervention schedule 

Day of 

Intervention 

SEL 

Competencies/Emotions 

Activity/Lesson 

 

Week 1 Session 1: N/A 

 

 

 

 

 

Session 2: Self-Awareness 

Session 1: 

Building relationships and rapport with 

students: 

• Introduce Incentive: Punch Card 

System (See Appendix A) 

• “Get to Know You” Bingo  

Session 2: 

• Emotion Wheel Video 

• Feelings Scenario (See Appendix I) 

Week 2 Session 3: Self-Awareness 

 

 

 

Session 4: Self-Awareness 

Session 3:  

• Organizing Character Traits Activity on 

white board (positive or negative words 

on flashcards) 

Session 4:  

• “I am…” Activity (See Appendix J) 
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Week 3 Session 5: Self-Management 

 

 

 

Session 6: Relationship 

Skills and Self-Awareness 

Session 5: 

• My Mouth is a Volcano read aloud 

• “Would You Rather” game - practice 

turn-taking (See Appendix K) 

Session 6: 

• Game Day; Jeepers Peepers - practicing 

turn-taking and not interrupting others 

Week 4 Session 7: Relationship 

Skills and Responsible 

Decision-Making 

 

 

Session 8: Self-Awareness, 

Social Awareness, and 

Relationship Skills  

Session 7: 

• Be Kind read aloud  

• List and discus examples of how we can 

be kind 

 

Session 8: 

• Discuss how to “T.H.I.N.K. before we 

speak” 

• True, Helpful, Inspiring, Necessary, 

Kind 

• “Think or Say it” Video 

• “Keep it in your brain OR Say it” 

scenarios  

 

Week 5 

 

Session 9: 

 

Session 9: 
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Happiness and Self-

Awareness 

 

 

 

 

 

 

Session 10:  

Happiness, Self-Awareness, 

Self-Management, Social 

Skills, Responsible Decision-

Making 

• Introduce new Popsicle Stick incentive: 

if the participant gets all his popsicle 

sticks taken by the end of class due to 

inappropriate behavior, they will not get 

to participate in “game day”  

• A Little Spot of Happiness read aloud  

• Decorate happy spots (See Appendix L) 

 

Session 10: 

• Reread A Little Spot of Happiness  

• “Game Day” - Pop the Pirate; took 

turns answering questions related to the 

book 

• I met separately with one participant 

who did not attend game day because 

he got all his popsicle sticks taken 

during the previous session. We 

discussed why he was not attending 

game day and talked about expected vs. 

unexpected/inappropriate behaviors in 

the classroom. 

Week 6 Session 11:  Session 11:  
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Peace/Mindfulness, Self-

Awareness, Self-

Management 

 

 

 

Session 12: 

Peace/Mindfulness, 

Confidence, Self-Awareness, 

Self-Management 

• A Little Peaceful Spot: A Story about 

Mindfulness read aloud 

• Decorate calm spots 

• Calming strategies activity (See 

Appendix M) 

 

Session 12: 

• Peacefulness/Mindfulness and 

Confidence  

• Finish calming strategies activity 

• A Little Spot of Confidence read aloud 

Week 7 Session 13: 

Confidence. Self-

management, Social Skills 

(There was only one session this week due to a 

sick day for the researcher) 

Session 13:  

• Reread A Little Spot of Confidence 

• Decorate confidence spots 

• Questions Wheel - each student takes 

turns spinning the wheel of questions. 

The researcher stresses answering the 

questions with confidence (loud, clear 

voice/eye contact, etc…) 

Week 8 Session 14: Session 14: 
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Love, Self-management 

 

 

 

Session 15: 

Love, Self-Management, 

Social Skills 

• Little Spot of Love read aloud 

• Decorate love spots 

• Mother’s Day cards (See Appendix N) 

 

Session 15: 

• Finish Mother’s Day cards  

• Game day - Headbandz 

Week 9 Session 16: Sadness, Self-

Management 

 

 

 

 

Session 17: Anger, Self-

Management 

Session 16:  

• A Little Spot of Sadness read aloud 

• Decorate sadness spots 

• Discuss the emotion of sadness and 

ways to cope with sadness 

 

Session 17: 

• A Little Spot of Anger read aloud 

• Fingerprint activity (See Appendix O) 

Week 10 Session 18: Self-

Management, Social Skills 

 

Session 19: Anxiety, Self-

Management, Social Skills, 

Session 18:  

• Game day - Headbandz 

 

Session 19: 

• A Little Spot of Anxiety read aloud 
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Responsible Decision-

Making 

• Make stress balls with balloons and rice 

and discuss anxiety coping 

mechanisms  

Week 11 Session 20:  

Overview of all emotions, 

Self-Management 

 

Session 21:  

N/A 

Session 20: 

• A Little Scribble Spot read aloud 

• Start “emotion garden” craft 

 

Session 21: 

• Finished emotion garden 

• Vocabulary review; included some 

words on the assessments mixed with 

random vocabulary 

Week 12 Session 22: 

N/A 

 

Session 23: 

Self-Management, Social 

Skills 

Session 22:  

• Finished vocabulary review 

 

Session 23: 

• Game Day; The Sneaky Snacky 

Squirrel 
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Summary  

 This study examined the research question, “What are the effects of explicit instruction 

targeting social-emotional learning competencies on the improvement of expressive and 

receptive vocabulary development for first-grade students identified with speech-language 

deficits?”. Chapter III described the setting of the study, participants, and the methodology used 

in attempting to answer the research question. Chapter IV will explain the results of the research 

study. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

38 

Chapter 4 

Results 

This chapter provides analyses of data collected for this study designed to address the 

research question, “What are the effects of explicit instruction targeting social-emotional 

learning competencies on the improvement of expressive and receptive vocabulary development 

in first-grade students identified with speech-language deficits?”  Data are presented in narrative 

text and supported by tables and figures. The purpose of this study was to investigate the effects 

of explicit instruction targeting SEL competencies on the improvement of expressive and 

receptive vocabulary development in children identified with language deficits. The participants 

of this study consisted of four first-grade male students. Over the course of this study the 

participants were exposed to an intervention plan that was designed with intentions to benefit the 

students by improving their social emotional skills, as well as their vocabulary through explicit 

instruction for approximately 12 weeks. The participants were given the Social Emotional 

Evaluation (SEE), the Receptive One Word Picture Vocabulary Test (ROWPVT-4), and the 

Expressive One Word Picture Vocabulary Test (EOWPVT-4) as pre-intervention and post-

intervention assessments. Progress notes and observations were made and recorded throughout 

the study. To maintain confidentiality, the four children who participated in this study will be 

referred to as Student A, Student B, Student C, and Student D.  

Baseline Data 

 In order to establish baseline data, the ROWPVT-4, the EOWPVT-4, and the SEE were 

administered before intervention began. The ROWPVT-4 and the EOWPVT-4 are standardized, 

norm-referenced assessments that allowed the researcher to measure the participants’ overall 

receptive and expressive language skills as compared to their peers. The SEE allowed the 
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researcher to measure the participants’ abilities to identify emotions and emotional reactions. 

The four participants each completed these three assessments with consent from parents for their 

scores to be included in the data analysis. 

The Social Emotional Evaluation (SEE) 

 The SEE measured social skills that children need to interact successfully in everyday 

situations in multiple settings.  Only the first two of the four subtests were administered because 

the last two were deemed too advanced for the participants. The two subtests administered were 

titled, Identifying Common Emotions and Identifying Emotional Reactions. The SEE is a norm-

referenced assessment that usually yields raw scores, Z-scores, and percentile ranks for the 

receptive and expressive subtests. However, due to the lack of results from the last two subtests, 

it was not possible to calculate Z-scores or percentile rankings. The results from this test were 

primarily used to establish baseline data for comparison to post-intervention scores. The data 

collected from each child were analyzed and the means from pre-assessment scores and post 

assessment scores were compared. Figure 4.1 illustrates the students’ pre-assessment scores 

compared to their post-assessment scores. 

Receptive/Expressive One Word Vocabulary Tests 

The ROWPVT-4 and the EOWPVT-4 are co-normed assessments that accurately compare a 

child’s receptive language skills compared to their receptive language skills.  The percentiles 

yielded from this assessment are based on more than 2,000 individuals for the English edition. 

They both take about 15-25 minutes to administer depending on a child’s vocabulary skill level. 

Because both of these assessments were completed in their entirety, the researcher was able to 

obtain raw scores, standard scores, and percentile ranks for each participant through manual 

scoring procedures.  
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During Intervention 

During the intervention, anecdotal records were collected to determine participants’ growth in 

receptive and expressive language skills, as well as the five targeted SEL competencies identified 

by CASEL (2021): self-awareness, self-management, social awareness, relationship skills, and 

responsible decision-making. Anecdotal records included information, such as researcher 

observations, student comments, and mentor observations. 

Anecdotal Records 

The researcher recorded anecdotal notes during each 45-minute session to record behaviors, 

comments, and observations of participants. Observations and anecdotal notes aligned with the 

lessons and learning activities for each session. Observations were recorded in order to track 

trends that may not have been reflected in the daily and weekly assessments. The major trend 

that appeared throughout the study was increased student engagement and motivation during 

intervention sessions. As the researcher utilized more incentives and behavioral reinforcement 

and monitoring programs throughout intervention, the higher the student engagement and 

motivation to follow directions and reach goals (See Appendix P). 

Data Analysis 

In order to determine the effects of the intervention on this group of first-grade students, the 

results of the pre-assessments and post-assessments were compared and analyzed. The analysis 

of the results determined the effectiveness that the intervention may have had on the participants’ 

language skills and SEL skills. First the means of the pre-assessment and post-assessment results 

were compared. Then the results of the pre-assessments and post-assessments were compared. 

The results were analyzed using a paired-samples t-test with the alpha levels set at 0.05. Figures 

4.1-4.2 illustrate the comparison of the pre-assessment and post-assessment means.  
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Figure 4.1. SEE Pre-assessment and Post-assessment Means 

 

Figure 4.2. ROWPVT-4 and EOWPVT-4 Pre-assessment and Post-assessment Means 

 

 

Pre-Assessment and Post-Assessment Comparisons 

The average scores of the pre-intervention and post-intervention assessment were further 

analyzed using a paired-sample t-test with an alpha level set at 0.05 to measure the statistical 
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significance between the means of the participants’ combined scores from before and after the 

intervention.  

SEE Data Analysis. The analysis of scores produced from the receptive vocabulary portion of 

the Social Emotional Evaluation did not reveal a significant difference between the pre-

assessment and post-assessment scores: t(N) = 4; t-Critical = 2.20; t-Stat = 3.26; p = 0.008. The 

mean of the pre-assessment was 16.92 and the mean of the post-assessment was 18.75. When the 

means were statistically compared, the researcher found that the absolute value of the t-Stat score 

was higher than the t-Critical score and the p-value was lower than the alpha level set at 0.05. 

This concludes that the results did show a statistical difference and indicates that the increase 

was not significant. Table 4.1 and Figure 4.3 illustrate the pre-assessment and post-assessment 

results.   

Table 4.1  

Combined SEE score analysis 

Pre-Assessment 
 

Post-Assessment 
    

N Mean N Mean t-Critical t-Stat p 

4 16.92 4 18.75 2.20 3.26 0.008 
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Figure 4.3. SEE line graph comparisons

 

ROWPVT-4 Data Analysis. The analysis of scores produced from all of the participants’ 

combined scores from the Receptive One Word Picture Vocabulary Test-4,  revealed a 

significant difference between the pre-assessment and post-assessment scores: t(N) = 4; t-Critical 

= 3.18; t-Stat = 4.18; p = 0.022. The mean of the pre-assessment was 104.75 and the mean of the 

post-assessment was 116.75. When the means were statistically compared, the researcher found 

that the absolute value of the t-Stat score was higher than the t-Critical score and the p-value was 

lower than the alpha level set at 0.05. This concludes that the results did show a statistical 

difference and indicates that the increase was statistically significant. Table 4.2 and Figure 4.4 

illustrate the pre-assessment and post-assessment results.  

Table 4.2  

Combined ROWPVT-4 Score Analysis 

Pre-Assessment 
 

Post-Assessment 
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N Mean N Mean t-Critical t-Stat p 

4 104.75 4 116.75 3.18 4.18 0.022 

 

Figure 4.4. ROWPVT-4 Line Graph Comparisons 

 

EOWPVT-4 Data Analysis. The analysis of scores produced from all of the participants’ 

combined scores from the Expressive One Word Picture Vocabulary Test-4 revealed a significant 

difference between the pre-assessment and post-assessment scores: t(N) = 4; t-Critical = 3.18; t-

Stat = 5.81; p = 0.010. The mean of the pre-assessment was 92.75 and the mean of the post-

assessment was 107.75. When the means were statistically compared, the researcher found that 

the absolute value of the t-Stat score was higher than the t-Critical score and the p-value was 

lower than the alpha level set at 0.05. This concludes that the results did show a statistical 
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difference and indicates that the increase was statistically significant. Table 4.3 and Figure 4.5 

illustrates the pre-assessment and post-assessment results.  

Table 4.3  

Combined EOWPVT-4 Score Analysis 

Pre-Assessment 
 

Post-Assessment 
    

N Mean N Mean t-Critical t-Stat p 

4 92.75 4 107.75 3.18 5.81 0.010 

 

Figure 4.5. EOWPVT-4 Line Graph Comparison 
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Summary 

This chapter has presented analyses of data collected for the purpose of determining the effects 

of explicit instruction targeting SEL competencies on the improvement of expressive and 

receptive vocabulary development for first-grade students identified with speech-language 

deficits. The results included an analysis of qualitative and quantitative data in this mixed 

methods design. The researcher compared pre-assessment and post-assessment results and found 

a statistically significant increase in the average scores of participants. Anecdotal records from 

the researcher were presented to support the findings of this study. Chapter V will provide a 

discussion of the results including conclusions of the study, the limitations that may have 

influenced the results, the implications, and recommendations of the study for future 

implementation and research.  
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Chapter V 

Discussion 

 

Overview of Findings 

The purpose of this study was to investigate the effects of explicit instruction targeting 

SEL competencies on the improvement of expressive and receptive vocabulary development in 

children identified with language deficits, as well as behavioral disorders and other 

developmental disabilities. By implementing and teaching social-emotional competencies 

through explicit instruction, the researcher investigated the effects of this instruction on 

expressive and receptive vocabulary improvement of first grade students. The results from this 

study reflect a positive effect on the development of receptive and expressive vocabulary skills 

and SEL competencies for all four of the participants.  

Conclusions 

After evaluating the results of this study, there are several conclusions that can be made. 

The scores from both pre-assessment and post-assessment support the statement that explicit 

instruction targeting SEL competencies does improve expressive and receptive vocabulary 

development for first-grade students identified with speech-language deficits. By analyzing my 

anecdotal records, the main trend that appeared throughout intervention made it clear that the 

behavioral incentive strategies utilized was a major factor in the improvement of behavioral 

challenges. It can be concluded that the intervention was effective for improving the skills that 

were targeted for these participants throughout the intervention period. 
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Limitations 

 Positive Limitations. Positive limitations are the factors that have positive effects on the 

results of this study. The limitations that had a positive impact on the results of this study 

include: a consistent researcher, relationship with project supervisor, the natural school setting of 

the intervention, and the implementation of behavioral reinforcement exercises and behavioral 

monitoring carried over from the general classroom.  

 Consistent Researcher. The researcher was present and actively guiding and facilitating 

every intervention session that took place. The curriculum and lesson activities were designed by 

the researcher with help from the supervising school speech-language pathologist. 

 Researcher/Supervisor Relationship. The school-based speech-language pathologist 

served as the supervisor for this research project. She was helpful in developing the intervention 

program and assisting in classroom behavioral management. While supervising and intervening 

when necessary, the supervisor allowed the researcher to guide each session and implement the 

intervention.  

 Setting of Intervention. The intervention took place in the speech-language pathology 

room in an elementary school in the Fayetteville Public School District. Every meeting occurred 

in the same setting at the same time. This setting provided a familiar, comfortable environment 

and a consistent routine for participants throughout the duration of the intervention period.  

 Behavioral Reinforcement. Participant behavioral challenges were a persisting issue 

throughout the duration of the intervention period. There was an incentive program introduced at 

the beginning of intervention because behavioral challenges were anticipated, but additional 

incentives were eventually utilized to improve behavior. The behavioral reinforcement strategies 
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that were put in place were helpful in getting the students motivated to reach the classroom 

behavioral expectations.  

 Behavioral Monitoring. Participant behavioral challenges persisted not only during 

intervention, but also in their general classrooms. Two participants’ teachers began 

implementing behavior charts to track behavior throughout the day in the regular education 

classroom, on the playground, in the speech therapy room, and other locations on the school 

campus. The behavior charts were filled out by each of the faculty the participants interacted 

with throughout the day. The charts required a signature from parents and/or guardians each 

evening.  

 Negative Limitations. Negative limitations are the factors that negatively influence the 

results. The negative limitations for this study include: the time of day in which intervention took 

place, age of participants, behavioral issues throughout intervention, occasional participant 

absences, the presence of IEPs for every participant, in addition to a diagnosis for speech and 

language deficits. 

 Time of Day. The intervention took place every Tuesday and Thursday afternoon from 

2:10 pm to 2:55 pm. Prior to intervention each day, the participants had outdoor recess time. The 

researcher often had to go outside to retrieve the participants from the playground, and upon 

bringing them indoors to the speech classroom, the participants were often distracted and in a 

state of disarray from their time spent outside playing with peers. Because the intervention lasted 

until the end of the school day, the two participants who were assigned to ride home on early 

school buses frequently had to leave 5-10 minutes before the end of the day, reducing their 

instruction time. Additionally, because the intervention took place at the end of the school day, 
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some of the participants’ behaviors occasionally suggested that they were mentally “checked 

out”, as they were tired and/or ready for the school day to be over.  

Age of Participants. Due to developmental age, I could not complete all subtests on the 

SEE assessment. After the first two subtests, they became too developmentally advanced for the 

participants. Due to the lack of a completed assessment, I was not able to obtain standard scores 

for any of the participants. When analyzing SEE scores, raw scores were used.  

Behavioral Issues. Although the behavioral incentive strategies used did curb 

inappropriate classroom behaviors, challenges still persisted throughout the duration of 

intervention. Participants displayed challenges pertaining to impulsive behavior, focusing on the 

task at hand, staying in their seats, keepings hands to themselves, raising hands, taking turns 

speaking, and various other disruptive behaviors. Constant disruption and redirection during 

sessions took away from instructional time. 

 Participant Absences. Although participant absences were not consistent throughout 

intervention, when a participant did occasionally miss a session due to an absence, it was 

difficult to bring them up to speed about what they missed in that session. When a participant 

missed an intervention session, he would miss out on the original discussion and activity that was 

planned, therefore taking away from the amount of instruction he would receive. 

 Individualized Education Plans. This group of participants was more diverse than was 

originally projected. Each individual participant had his own diagnoses, thus his own strengths, 

weaknesses, needs, and goals. Because of each participants’ differences, some may have made 

more gains than others due to the instructional content of the intervention plan.  
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Implications 

 Several implications can be made about the positive effects of this intervention plan 

developed to explicitly teach SEL competencies for strengthening the improvement of expressive 

and receptive vocabulary development of first grade students identified with speech-language 

deficits. 

Social-Emotional Learning Competencies. The analysis of the results from this research 

project suggest that implementing explicit instruction related to social-emotional learning to 

strengthen vocabulary development is an effective strategy. As an aspiring school-based speech-

language pathologist, this is a strategy I will continue to use throughout my professional career to 

support language development in school-age children, as well as aim to improve overall life 

outcomes. 

Literacy-Based Intervention. This research project utilized the mentor text series titled, A 

Little Spot of Emotion, as well as numerous other books that targeted different social-emotional 

learning skills. These books proved to be very engaging and constructive in helping the 

participants grasp and process different concepts. The results from this project indicate the 

positive impacts that explicit instruction in literacy can have on first-grade students’ social-

emotional learning skills and expressive and receptive vocabulary skills.  

Recommendations 

 The limitations discussed provide opportunities to make suggestions for further research. 

More data are needed to examine the long-lasting effects of an intervention program that 

explicitly teaches social-emotional learning skills, aiming to improve expressive and receptive 

vocabulary skills in first-grade students identified with speech-language deficits. The findings of 

this study indicate that there was a positive effect on participants’ social-emotional learning 
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skills, as well as their expressive and receptive vocabulary skills. They demonstrated application 

of skills within the parameters of the program, but further research is needed to measure the 

application of leadership skills at the conclusion of the program.  

 For future research, it is recommended that intervention takes place earlier in the day; 

preferably in the morning time. By the time that each session began, the participants often 

already seemed mentally checked out and fatigued. Implementing the intervention in the 

morning time, rather than the afternoon, would likely improve concentration levels and decrease 

distractions and early departures of participants.  

 It is also recommended that the requirements for the participants follow more specific 

guidelines. Because the participants used in this study each had unique needs and various 

diagnoses, it is harder to pinpoint which population this type of intervention could benefit the 

most. For future studies, it may be beneficial to separate the participant small groups by 

diagnosis (i.e. language deficits, autism, ADHD, behavior disorders, other specific learning 

disabilities, etc..) rather than have them combined.  

 Because of the participants’ age, they were not developmentally advanced enough to 

complete the SEE assessment in its entirety. As the assessment continued on, its concepts 

became too advanced for the first-grade participants to grasp. It is recommended that future 

researchers either use older participants who are developmentally advanced enough to 

understand and complete the SEE, or use a different assessment that is more suitable for this age 

group. 
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Summary  

 This chapter provided an analysis of data collected from the results of the study designed 

to address the research question, “What are the effects of explicit instruction targeting social-

emotional learning competencies on the improvement of expressive and receptive vocabulary 

development for first grade students identified with speech-language deficits?”. Conclusions 

were drawn from the results of the pre-assessment and post-assessment, 

weekly formative assessments, and anecdotal records. The positive and negative limitations that 

may have impacted the effectiveness of the intervention program were provided, as 

well as implications and recommendations of the study for future implementation and research.  

 The purpose of this study was to investigate the effects of explicit instruction targeting 

social-emotional learning competencies on the improvement of expressive and receptive 

vocabulary development for first grade students identified with speech-language deficits. By 

implementing and teaching social-emotional competencies through explicit instruction, the 

researcher investigated the effects of explicit instruction on the social-emotional development,  

expressive, and receptive vocabulary development of first-grade students. Overall, the data 

suggested that the intervention plan targeting explicit social-emotional learning competencies 

had a positive 

impact on participants’ development of social-emotional learning skills, as well as expressive 

and receptive vocabulary skills. 

 

 

 

 



 

 

54 

References 

A little spot of emotion box set (8 books: Anger, anxiety, peaceful, happiness, sadness, Confidence, love, 

& scribble emotion). Diane Alber. (n.d.). https://www.dianealber.com/products/a-little-spot-of-

emotion-box-set-8-books-anger-anxiety-peaceful-happiness-sadness-confidence-love-scribble-

emotion?gclid=CjwKCAjw682TBhATEiwA9crl32VXloYv9L702qncUsWv78irX0l5Tqs3nSlbP

Jxt6TmpBiN3PG-6rRoCkjIQAvD_BwE  

Adani, S., & Cepanec, M. (2019). Sex differences in early communication development: Behavioral and 

neurobiological indicators of more vulnerable communication system development in boys. 

Croatian Medical Journal, 60(2), 141–149. https://doi.org/10.3325/cmj.2019.60.141  

Ade My School Info. Fayetteville School District. (2022, February 18). 

https://myschoolinfo.arkansas.gov/Districts/Detail/7203000?FY=32  

ADE My School Info. Root Elementary School. (2022, February 18). 

https://myschoolinfo.arkansas.gov/Schools/Detail/7203016 

Albirawi, Y. (2018). Gender Differences in Human Development. UKEssays.  

American Psychiatric Association. (2013). Neurodevelopmental Disorders. Diagnostic and Statistical 

Manual of Mental Disorders (5th ed.).  

American Speech-Language-Hearing Association. (n.d.). Social Communication disorder. American 

Speech-Language-Hearing Association. https://www.asha.org/practice-portal/clinical-

topics/social-communication-disorder/. 

Anastopoulos, A. D., Smith, T. F., Garrett, M. E., Morrissey-Kane, E., Schatz, N. K., Sommer, J. L., 

Kollins, S. H., &amp; Ashley-Koch, A. (2010). Self-regulation of emotion, functional 

https://myschoolinfo.arkansas.gov/Schools/Detail/7203016
https://www.asha.org/practice-portal/clinical-topics/social-communication-disorder/
https://www.asha.org/practice-portal/clinical-topics/social-communication-disorder/


 

 

55 

impairment, and comorbidity among ChildrenWith AD/HD. Journal of Attention Disorders, 

15(7), 583–592. https://doi.org/10.1177/1087054710370567  

Biemiller , A. (2004). Teaching Vocabulary in the Primary Grades: Vocabulary Instruction 

Needed.  Reading Vocabulary: Research to Practice, 2.  

Biemiller, A. (2003). Vocabulary: Needed If More Children Are To Read Well. Reading Psychology, 

24(3-4), 323–335. https://doi.org/10.1080/02702710390227297 

Biemiller, A., & Slonim, N. (2001). Estimating root word vocabulary growth in normative and 

advantaged populations: Evidence for a common sequence of vocabulary acquisition. Journal of 

Educational Psychology, 93(3), 498-520.  https://doi.org/10.1037/0022-0663.93.3.498 

Centers for Disease Control and Prevention. (2021, January 26). What is ADHD? Centers for Disease 

Control and Prevention. https://www.cdc.gov/ncbddd/adhd/facts.html.  

Centers for Disease Control and Prevention. (2021, September 23). What is ADHD? Centers for Disease 

Control and Prevention.  https://www.cdc.gov/ncbddd/adhd/facts.html.  

Corden, R. (2007). Developing reading-writing connections: The impact of explicit instruction of 

literary devices on the quality of children’s narrative writing. Journal of Research in Childhood 

Education, 21, 269-289. doi:10.1080/02568540709594594 

Crim, C., Hawkins, J., Thornton, J., Boon Rosof, H., Copley, J., & Thomas, E. (2008). Early Childhood 

Educators’ Knowledge of Early Literacy Development. Issues in Teacher Education, 17(1), 17.  

Danielson, M. L., Bitsko, R. H., Ghandour, R. M., Holbrook, J. R., Kogan, M. D., &amp; Blumberg, S. 

J. (2018). Prevalence of parent-reported ADHD diagnosis and associated treatment among U.S. 

children and adolescents, 2016. Journal of Clinical Child &amp; Adolescent Psychology, 47(2), 

199–212. https://doi.org/10.1080/15374416.2017.1417860  

https://psycnet.apa.org/doi/10.1037/0022-0663.93.3.498


 

 

56 

Durlak, Joseph A., Roger P. Weissberg, Allison B. Dymnicki, Rebecca D. Taylor, and Kriston B. 

Schellinger. (2011). "The Impact of Enhancing Students’ Social and Emotional Learning: A 

Meta-Analysis of School-Based Universal Interventions." Child Development, 82(1), 405-32. 

Print. 

Dwyer, C. A. (1973). Sex differences in reading: An evaluation and a critique of current theories. 

Review of Educational Research, 43, 455– 467. http://dx.doi.org/10.3102/00346543043004455 

Eliot, L. (2000). What's going on in there?: How the brain and mind develop in the first five years of 

life. Bantam Books.  

EVERY CHILD LEARNING: SAFE AND SUPPORTIVE SCHOOLS. Learning First Alliance. (2001).  

Fombonne, E. (2009). Epidemiology of Pervasive Developmental Disorders. Pediatric Research, 65, 

591–598. https://doi.org/https://doi.org/10.1203/PDR.0b013e31819e7203  

Fundamentals of SEL. CASEL. (2021, September 10). https://casel.org/fundamentals-of-sel/.  

Fundamentals of SEL. CASEL. (2021, September 10). https://casel.org/fundamentals-of-sel/.  

https://ajph.aphapublications.org/doi/full/10.2105/AJPH.2015.302630.  

https://ies.ed.gov/ncee/wwc/PracticeGuide/8 

Increasing early childhood screening &amp; timely interventions. Autism Speaks. (n.d.). 

\https://www.autismspeaks.org/increasing-early-childhood-screening-timely-interventions.  

Indirect instruction. educational research techniques. (2015, January 19). 

https://educationalresearchtechniques.com/2015/01/19/indirect-instruction/. 

Jones, D. E., Greenberg, M., &amp; Crowley, M. (2015, October 9). Early Social-Emotional 

Functioning and Public Health: The Relationship Between Kindergarten Social Competence and 

Future Wellness. American Journal of Public Health, 105(11), 2283-2290. 

https://educationalresearchtechniques.com/2015/01/19/indirect-instruction/


 

 

57 

Kamil, M. L., Borman, G. D., Dole, J., Kral, C. C., Salinger, T., & Torgesen, J. (2008). Improving 

adolescent literacy: Effective classroom and intervention practices (NCEE 2008-4027). 

Washington, DC: U.S. Department of Education, Institute of Education Sciences, National 

Center for Education Evaluation and Regional Assistance.  

Lee, C. I., & Chang, C. C. (2017). Using the networked peer support strategy to enhance reading 

comprehension for students with various thinking styles. EURASIA Journal of Mathematics, 

Science and Technology Education, 13(5). https://doi.org/10.12973/eurasia.2017.00682a  

Lyall, K., Croen, L., Daniels, J., Fallin, D. M., Ladd-Acosta, C., Lee, B. K., Park, B. Y., Snyder, N. W., 

Schendel, D., Volk, H., Windham, G. C., &amp; Newschaffer, C. (2017). The Changing 

Epidemiology of Autism Spectrum Disorders. Annual Review, 38, 81–102.  

Lynch, M. (2019, October 15). Types of Classroom Interventions. The Edvocate. 

https://www.theedadvocate.org/types-of-classroom-

interventions/#:~:text=What%20Is%20Intervention%20in%20Education,need%20by%20removi

ng%20educational%20barriers.  

Lyon, R. G., & Chhabra, V. (2004, March 1). The Science of Reading Research. ASCD. Retrieved from 

https://www.ascd.org/el/articles/the-science-of-reading-research.  

McClelland, M. M., Cameron, C. E., Connor, C. M., Farris, C. L., Jewkes, A. M., & Morrison, F. J. 

(2007). Links between behavioral regulation and preschoolers' literacy, vocabulary, and math 

skills. Developmental Psychology, 43, 947-959. 

McCormick, M. P., Cappella, E., O’Connor, E. E., & McClowry, S. G. (2015). Social-Emotional 

Learning and Academic Achievement: Using Causal Methods to Explore Classroom-Level 

Mechanisms. AERA Open 1(3), 1-26. https://doi.org/10.1177/2332858415603959 



 

 

58 

National Institute of Child Health and Human Development, National Institutes of Health. (2000). 

National reading panel: Teaching children to read: An evidence-based assessment of the 

scientific research literature on reading and its implications for reading instruction: Reports of 

the subgroups. http://doi.org/ 10.1037/0012-1649.43.4.947 

Neuman, S. B., Dickinson, D. K., &amp; Biemiller, A. (2001). Vocabulary Development and 

Instruction. In Handbook of Early Literacy Research: A Prerequisite for School Learning. 

Handbook of Early Literacy Research, 2(3).  

Nicholas, J. S., Charles, J. M., Carpenter, L. A., King, L. B., Jenner, W., &amp; Spratt, E. G. (2008). 

Prevalence and Characteristics of Children With Autism-Spectrum Disorders. Annals of 

Epidemiology, 18(2), 135.  

Options For Youth. "Four Major Benefits of Social/Emotional Learning: OFY Education Blog." 31 Dec. 

2019.  

Pfeiffer, P. N., Heisler, M., Piette, J. D., Rogers, M. A. M., &amp; Valenstein, M. (2011). Efficacy of 

peer support interventions for depression: A meta-analysis. General Hospital Psychiatry, 33(1), 

29–36. https://doi.org/10.1016/j.genhosppsych.2010.10.002  

Pratiwi, F. D., & Mangunsong, F. M. (2020). Social Support Impact on academic self-concept of 

students with special needs. Electronic Journal of Research in Education Psychology, 18(50), 

143–158. https://doi.org/10.25115/ejrep.v18i50.2404  

Randi, J., Newman, T., &amp; Grigorenko, E. L. (2010). Teaching children with autism to read for 

meaning: Challenges and possibilities. Journal of Autism and Developmental Disorders, 40(7), 

890–902. https://doi.org/10.1007/s10803-010-0938-6  



 

 

59 

Reilly, D., Neumann, D. L., &amp; Andrews, G. (2018). Gender Differences in Reading and Writing 

Achievement: Evidence From the National Assessment of Educational Progress (NAEP). 

American Psychologist Association, 74(5), 445–458. https://doi.org/10.1037/amp0000356.supp 

Reutzel, D. R., Child, A., Jones, C. D., &amp; Clark, S. K. (2014). Explicit instruction in core reading 

programs. The Elementary School Journal, 114(3), 406–430. https://doi.org/10.1086/674420  

Schwenk, Y., White, T., Robinson Rosenberg, C., Lee, L.-C., Harrington, R. A., Huston, M., … Dietz, 

P. M. (2017). Prevalence of Autism Spectrum Disorder Among Children Aged 8 Years — 

Autism and Developmental Disabilities Monitoring Network, 11 Sites, United States, 2016. 

Center For Disease Control and Prevention, 69(2), 1–12.  

Shanahan, T. (2005). The National Reading Panel Report. Practical Advice for Teachers. ERIC 

Clearinghouse.  

Shaywitz, S. E. (2003). Overcoming dyslexia: A new and complete science-based program for reading 

problems at any level. A.A. Knopf.   

Snow, C. E., Burns, M. S., & Griffin, P. (1998). Preventing reading difficulties in young children. 

National Academy Press.  

Social and Emotional Development. Early Childhood Learning and Knowledge Center. (2021, March 2). 

https://eclkc.ohs.acf.hhs.gov/school-readiness/effective-practice-guides/social-emotional-

development. 

Thompson, S., & Reed, D. K. (2019, January 22). Using Mentor Texts to Learn From the Best and 

Improve Students' Writing. Iowa Reading Research Center. 

https://iowareadingresearch.org/blog/mentor-texts-student-writing.  

https://doi.org/10.1037/amp0000356.supp
https://eclkc.ohs.acf.hhs.gov/school-readiness/effective-practice-guides/social-emotional-development
https://eclkc.ohs.acf.hhs.gov/school-readiness/effective-practice-guides/social-emotional-development


 

 

60 

Thompson, S., & Reed, D. K. (2019, January 22). Using Mentor Texts to Learn From the Best and 

Improve Students' Writing. Iowa Reading Research Center. 

https://iowareadingresearch.org/blog/mentor-texts-student-writing.  

Ura, S. K., Castro-Olivo, S. M., &amp; d’Abreu, A. (2019). Outcome measurement of school-based 

SEL intervention follow-up studies. Assessment for Effective Intervention, 46(1), 76–81. 

https://doi.org/10.1177/1534508419862619 

Wallace, A. (2020, May 16). Receptive language vs. Expressive language: Napa center. NAPA. 

https://napacenter.org/receptive-vs-expressive-language/  

What is autism? Autism Speaks. (n.d.).  https://www.autismspeaks.org/what-

autism#:~:text=Autism%2C%20or%20autism%20spectrum%20disorder,in%20the%20United%

20States%20today.  

What is the Casel Framework? CASEL. (2021, September 15).  https://casel.org/fundamentals-of-

sel/what-is-the-casel-framework/#responsible.  

What is the science of reading. The Reading League. (2022, April 8). 

https://www.thereadingleague.org/what-is-the-science-of-

reading/#:~:text=The%20science%20of%20reading%20is,studies%20conducted%20in%20multi

ple%20languages.  

Wood, C. (2007). Yardsticks: Children in the Classroom Ages 4-14 (3rd ed.). Northeastern Foundation 

for Children, Inc.  

Zins, J. E., Bloodworth, M. R., Weissberg, R. P., &amp; Walberg, H. J. (2004). Building academic 

success on social and emotional learning: What does the research say? Teachers College Press.  

 

 

https://doi.org/10.1177/1534508419862619
https://casel.org/fundamentals-of-sel/what-is-the-casel-framework/#responsible
https://casel.org/fundamentals-of-sel/what-is-the-casel-framework/#responsible


 

 

61 

Appendix A 
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Appendix B 

Institutional Review Board Protocol Approved 

 

To: Anna Elizabeth Perry

From: Douglas J Adams, Chair

IRB Expedited Review

Date: 02/08/2021

Action: Exemption Granted

Action Date: 02/08/2021

Protocol #: 2012304192

Study Title: The Effects of Explicit Instruction Targeting Social-Emotional Learning Competencies

on the Improvement of Expressive and Receptive Vocabulary Development in Children

Identified with Language Deficits and Social Communication Disorders

The above-referenced protocol has been determined to be exempt.

If you wish to make any modifications in the approved protocol that may affect the level of risk to your participants, you

must seek approval prior to implementing those changes. All modifications must provide sufficient detail to assess the

impact of the change.

If you have any questions or need any assistance from the IRB, please contact the IRB Coordinator at 109 MLKG

Building, 5-2208, or irb@uark.edu.

cc: Angela Elsass, Investigator
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School-Based SLP Letter of Approval 
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Appendix F 

Informal Letter to Participant Parents 
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Appendix G 

Informed Consent Letter to Participant Parents 

 

Attachment 4 
INFORMED CONSENT 

Title:  
“The Effects of Explicit Instruction Targeting Social-Emotional Learning Competencies 
for the Improvement of Expressive and Receptive Vocabulary Development in Children 
Identified with Language Deficits and/or Social Communication Disorder” 
 
Researcher:                 
Anna Perry, U of A Student, Communication Sciences & Disorders 
COEHP Honors Program       
aep007@uark.edu 

 
University of Arkansas Faculty Supervisor  Compliance Contact Person: 
Dr. Angela Elsass               Ro Windwalker 
Honors Faculty Mentor     Compliance Coordinator for Research 
University of Arkansas                                                   University of Arkansas 
College of Education and Health Professions          109 MLKG Building   
Department of Curriculum and Instruction             Fayetteville, AR 72701-1201         
208 Peabody Hall                                            479.575.2208 
Fayetteville, AR 72701-1201                                        irb@uark.edu 
479-575-5492 office/ 479-601-2722 cell                                                                      
aelsass@uark.edu 

 
 

Description: The present study is designed to investigate the effects of explicit 
instruction aligned with social-emotional learning competencies to improve 
expressive and receptive vocabulary development for first grade children with 
language deficits and/or social communication disorder at Root Elementary School 
in the Fayetteville School District, Northwest Arkansas.  At the beginning and end of 
this study, participants will respond to three standardardized assessments:  The 
CELF-5 Screening Test.  The CELF-5 Screening Test provides research-based criterion 
scores that can be used to screen morphology, syntax, semantics, and pragmatics 
skills. The Expressive and Receptive One Word Picture Vocabulary Tests is a 
standardized assessment that quickly evaluates a child’s expressive and receptive 
vocabulary skills through analyzing a series of colorful pictures. The Social 
Emotional Evaluation (SEE) will be used to identify strengths and weaknesses in 
social language.  It includes five subtests:  recalling facial expressions, identifying 
common emotions, recognizing emotional reactions, understanding social gaffes, 
and understanding conflicting messages.  These instruments will be given as pre-
assessment and post-assessments to the participants chose for this study.    
 
Other data that will be used for planning purposes will be gained from existing 
school records.  These may include parent questionnaires/surveys, data from 
Individual Education Plan and/or Section 504 Plan, standardized assessment scores 
such as Measures of Academic Progress (MAPs) and ACT Aspire, and classroom 
assessments.   
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Appendix H 

A Little Spot of Emotions Box Set 
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Appendix I 

Feelings Scenario Activity 
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Appendix J  

“I am…” Activity 
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Appendix K  

“Would you rather…” PPT Activity 
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Appendix L 

Emotion Spots  
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Appendix M 

Calming Strategies PPT Activity 
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Appendix N 

Mother’s Day Card Activity 
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Fingerprint Activity 

 



 

 

81 

Appendix P 

Daily Anecdotal Records 
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Appendix Q 

SEE t-test Calculation 
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Appendix R 

EOWPVT-4 and ROWPVT-4 t-test Calculations 
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