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Abstract
Although instructional leaders increasingly acknowledge the influence of emotion on
student learning, the role of emotion in teachers’ professional learning has received
less attention. In this conceptual article, we draw on three psychological perspec-
tives—cognitive, organizational, and developmental—to provide instructional
leaders with an overview of the role of emotion in professional learning. Given
the emotional complexities of teachers’ work, we explain how the affective aspects
of learning are particularly salient during teachers’ professional learning opportuni-
ties. We provide instructional leaders with recommendations to optimize both the
design and implementation of professional learning based on understandings of
teachers’ emotions.
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School leaders increasingly recognize the role of emotion in students’ academic out-
comes (Atwell & Bridgeland, 2019; Wrabel et al., 2018). In response, they are
taking on many of their instructional leadership responsibilities in ways that account
for the role of student emotion in learning (Kennedy, 2019). For example, instructional
leaders are investing in socioemotional curriculum as they select curricular materials
(Krachman & Larocca, 2017). They are allocating minutes for social emotional
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learning during advisory blocks and morning meetings as they design instructional
schedules (Hamedani & Darling-Hammond, 2015; Rimm-Kaufman & Chiu, 2007).
Leaders are starting to utilize social and emotional screeners as an important source
of data as they create school-wide multitiered instructional support systems (Dineen
et al., 2021). These actions suggest that instructional leaders are approaching their pro-
fessional responsibilities with recognition of affective dimensions of teaching and
learning (DePaoli et al., 2017).

Yet school leaders may be overlooking the role of emotions in learning within
another important aspect of instructional leadership: the role of emotions in teachers’
professional learning. Building teachers’ professional capacity through professional
learning is a crucial aspect of instructional leadership (Hitt & Tucker, 2016). Garner
and Kaplan (2019) define professional learning as “changes in knowledge, orientation,
and skills that pertain to the person’s conception of teaching and actions as a teacher”
(p. 2). Instructional leaders spend significant time and resources designing and imple-
menting professional learning opportunities for teachers. The goal of this work is to
foster ongoing alignment between the needs of the students within the school and
the teachers’ competencies to meet those needs (Spillane & Coldren, 2015).

Researchers have identified elements of professional learning opportunities that lead
to improved instructional practices and student outcomes. According to existing
research, professional learning that facilitates collaboration, allocates time for educa-
tors to receive feedback and engage in reflection, includes active learning opportuni-
ties, and models effective instruction is most effective in improving teacher practice
and student outcomes (Darling-Hammond et al., 2017; Desimone, 2009; Desimone
& Garet, 2015). To maximize investments in professional learning, professional learn-
ing opportunities should also be sustained in duration, content focused, coherent with
school goals, and supported by school leadership (Darling-Hammond et al., 2017;
Desimone, 2009; Desimone & Garet, 2015).

Just as students’ emotions shape their motivation and engagement in learning
(Linnenbrink-Garcia & Pekrun, 2011), emotions shape the experiences of adult learn-
ers (Dirkx, 2008), including teachers (Uitto et al., 2015). However, in existing research
regarding effective professional learning, there is a lack of discussion or guidance
regarding the role of teachers’ emotional experiences during professional learning.
In addition, research suggests that instructional leaders typically receive little training
on teachers’ psychological and emotional experiences (DePaoli et al., 2017; Patti et al.,
2015).

At the same time, a growing body of research demonstrates the centrality and sali-
ence of emotions in teachers’ work (Frenzel et al., 2021; Stark & Bettini, 2021). Such
research demonstrates that teachers’ emotions have important implications for both
staff and students, as teachers’ day to day work is very emotionally demanding
(Jones & Youngs, 2012; Taxer & Gross, 2018; Yin et al., 2019). An emerging research
base also suggests that teacher’s emotional experiences inform how they experience
professional learning (e.g., Kwakman, 2003; Saunders, 2012; Shanks et al., 2012;
Thomson & Turner, 2019). Therefore, in this paper, we draw on three psychological
perspectives—cognitive, organizational, and developmental— to provide school
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leaders with understandings of how emotions may influence teacher learning. We
situate this research within the complex emotional landscape of teachers’ work and
pay particular attention to teachers’ professional learning experiences. Drawing on
these perspectives, we provide instructional leaders with recommendations to optimize
both the design and implementation of professional learning based on understandings

Figure 1. Recommendations for designing & implementing emotionally informed professional
learning.
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of teachers’ emotions (summarized in Figure 1). We conclude with a discussion of
implications for future research and practice.

Three Psychological Perspectives on the Role of Emotions in
Teacher Learning

Cognitive Perspectives

Perhaps the most direct evidence regarding the impact of emotions on teachers’ pro-
fessional learning comes from cognitive psychologists. Although the role of
emotion in cognition has a long and contested history, scholars now recognize
emotion and cognition as deeply intertwined (LeBlanc et al., 2015; Pessoa,
2008). Information processing perspectives articulate that emotions influence all
stages of the learning process, inform the type of information learners attend to,
and influence how learners experience and store information in memory (Dolcos
et al., 2011; Yiend, 2010). Learners’ ability to recall even neutral information
differs depending on the emotional context in which it was received (Erk et al.,
2003). Learners’ abilities to encode and recall information are diminished when
they are under stress (Schwabe & Wolf, 2010; Vogel & Schwabe, 2016). Thus,
teachers’ high work-related stress levels (Cancio et al., 2018; Steiner & Woo,
2021) may impact their experiences during professional learning activities. On
the other hand, when learners have positive emotions towards learning activities
or content, these emotions may help them to focus their attention on the learning
task (Tamir & Robinson, 2007), or broaden their thinking regarding the learning
content (Fredrickson, 2000). For example, Thomson and Turner (2019) found
that teachers who had more positive emotions at the beginning of a professional
learning session made more changes in their teaching practices afterwards.

Cognitive load theory (Sweller, 2011) provides insight on the role of emotions in
learning. Because learning occurs when information is transferred into memory, the
amount and type of information a learner is expected to process during a learning activ-
ity (e.g., the cognitive load), impacts how much is actually learned (Sweller, 2011).
Information not directly related to the learning task creates an extraneous cognitive
load that reduces cognitive resources available for achieving intended learning out-
comes (Hawthorne et al., 2019). When a learner is experiencing intense emotions
during a learning activity, the cognitive effort required to process those emotions
can detract from their ability to attend to and process the intended learning content
(Plass & Kalyuga, 2019).

Teachers experience a wide range of emotional valences and intensities at school
each day (Jones & Youngs, 2012). Professional learning typically takes place immedi-
ately after school or during planning periods of the school day. Therefore, teachers will
likely be simultaneously processing school-related emotions (i.e., an extraneous cog-
nitive load) while also processing the content of the professional learning. In addition,
because teachers vary in both their feelings of efficacy and emotional appraisals of dif-
ferent professional activities (Jones et al., 2022), engaging in specific types of
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professional learning may trigger different emotions for various teachers. For example,
many elementary school teachers experience some form of anxiety related to teaching
math (Beilock et al., 2010). Teachers may even experience anxiety or other negative
emotions regarding domains within a content area: in a study of preservice teachers,
Brigido et al. (2013) showed how elementary science candidates had more negative
emotions regarding future physics lessons as compared to future biology lessons.
Teachers’ emotions regarding a particular content area or professional activity may
add to cognitive load, shaping their reception and attentiveness to professional learning
content.

Cognitive Considerations for Design. Instructional leaders might want to consider a “less
is more” approach to the amount of information provided within any specific learning
session (Bannert, 2002) because the complex emotional demands of teaching (Tuxford
& Bradley, 2015) may impact teachers’ cognitive processing during professional learn-
ing opportunities. Instructional leaders might consider reducing cognitive load by
offering graphic organizers (Stull & Mayer, 2007) or learning templates (Martin,
2016). They can also use the familiar “I-do, we-do, you-do” sequence to scaffold
demands (Archer & Hughes, 2010). For emotionally demanding content, they may
also consider reducing cognitive load through scaffolded instructional strategies,
including explicit instruction, opportunities to practice with feedback, and guided inde-
pendent application (Martin & Evans, 2018). One suggestion is structuring profes-
sional learning to include the familiar “I do-we do-you do” sequence often used
with students to support teacher learning.

Cognitive Considerations for Implementation. Not all instructional leaders have the time,
resources, or agency to actively design professional learning opportunities. At times,
instructional leaders are mandated to provide pre-packaged trainings required by the
state or district. However, instructional leaders can still take cognitive perspectives
on teacher emotion into account when implementing professional learning. First,
instructional leaders can protect a few minutes of transition time before the learning
session starts to help teachers focus their attention on the learning task and reduce
their attention on external stimuli, particularly emotional stimuli. School leaders
could spend 2–5 minutes playing a brief mindfulness video before beginning a learning
session, as engaging in mindfulness has been demonstrated to be an effective way to
reduce teacher stress and thereby improve teacher learning (Taylor et al., 2021). In
addition, school leaders could consider explicitly encouraging teachers to take volun-
tary movement and bio breaks (e.g., getting water, standing up) during a learning
session to reduce distractions, stress, or anxiety impinging on cognitive processing
during professional learning.

Perspectives from Organizational Psychology

Organizational psychologists offer a second set of important insights regarding the role
of emotions in teachers’ professional learning. Research in organizational psychology

Stark and Koslouski 285



recognizes how professional emotions are not only an intra-personal response to work-
place events, but rather, they are socially “contagious” and therefore transfer among
colleagues (Ashkanasy, 2003; Hökkä et al., 2020). Because people tend to mirror
the emotions of those with whom they interact (Hatfield et al., 1993), when teachers
engage in professional learning opportunities, they are often influenced by their
peers’ emotional responses to learning activities. If some teachers express enthusiasm
during a professional learning session, this is likely to spread during the session,
whereas teachers’ outward displays of boredom or resentment are also likely to influ-
ence their peers. Burnout (Meredith et al., 2020) and joy (Mawhinney, 2008) also
easily spread among school staff. Given the cognitive effects of emotions on learning
described in the previous section, maintaining a positive culture and climate is partic-
ularly important during group professional learning activities. Effective instructional
leaders develop a culture that promotes collective responsibility (Le Fevre et al.,
2020), trust (Tschannen-Moran, 2014), inclusion (DeMatthews, 2015), and collective
efficacy (Goddard et al., 2015). Positive culture can foster interpersonal connectedness
that can help teachers to navigate the wide range of emotions they experience during
learning and implementation of professional learning (Saunders, 2012). In addition,
teachers who have strong relationships with colleagues are more likely to learn infor-
mally from each other’s practice (Meirink et al., 2009). For example, in a study of
new teachers in Scotland, Shanks and colleagues (2012) found that new teachers were
able to build trusting relationships with colleagues by connecting with other teachers
emotionally about aspects of their social and personal lives. These relationships subse-
quently supported critical discussions about instructional practices.

Although the interpersonal aspects of emotions can support teacher learning, orga-
nizational psychologists also point to the potentially harmful role of emotional labor in
professional organizations (Grandey & Gabriel, 2015). Employees within many pro-
fessions face the need to engage in emotional labor, or the regulation of external
emotional displays for professional purposes (Hoschchild, 1983). For
example, eachers often regulate the display of their emotions during interactions
with colleagues to demonstrate professional competency (Stark & Bettini, 2021).
Because professional learning occurs within the social “micropolitics” of the school
building (Jokikokko et al., 2017), social structures and spoken and unspoken emotional
norms might influence how teachers express themselves during professional learning
opportunities. Therefore, teachers might engage in emotional labor to avoid expressing
emotions and may hesitate to ask a question, show confusion, or display disagreement
or frustration during a professional learning session (e.g., with a new initiative)
depending on their perception of the social dynamics of their school. In a study of
novice teachers in Norway, Jakhelln (2011) documented how new teachers engaged
in emotional labor to hide professional insecurities from their colleagues. This is a
concern because when teachers do not feel comfortable asking questions or seeking
clarification, professional learning opportunities may not lead to classroom-level
changes. It is important for instructional leaders to consider the ways emotions associ-
ated with the social structures of the school organization shape how teachers participate
in learning opportunities.
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Organizational Considerations for Design. Given the social dimensions of emotion and
learning, it is important for instructional leaders to include social opportunities
within the design of professional learning. Instructional leaders could consider building
in turn-and-talks to initiate teacher conversations and support collegial relationships.
They might also invite teachers to present work they are proud of or teaching dilemmas
for which they would like peer support and feedback. Participation opportunities,
however, should be designed to enable teachers to participate without reaching an
unsustainable level of vulnerability. Opportunities to practice with trusted peers or
reflect internally should proceed more public practice opportunities. In addition, pro-
fessional learning sessions should be designed to allow teachers to privately ask ques-
tions or provide feedback. This way, opportunities are not missed due to the emotional
consequences of displaying confusion or frustration in front of peers.

Organizational Considerations for Implementation. An organizational perspective sug-
gests that because emotions transfer among staff, it is likely beneficial to activate a pos-
itive emotional climate at the beginning of learning activities. Um et al. (2012) found that
inducing positive emotions before a learning activity (through repeating a series of pos-
itive mantras out loud) increased adult learners’ reported mental effort while completing
a task. Instructional leaders might ask staff to share positive shout-outs about their col-
leagues or moments of gratitude or humor from their classrooms. Given teachers’ ten-
dency to engage in emotional labor to appear competent in front of their peers, setting
group intentions at the beginning of professional learning sessions can also be valuable.
Such intentions should highlight how different members bring varied types of expertise
to a learning session (Esteban-Guitart & Moll, 2014), thereby challenging micropolitics
honoring only certain types of professional knowledge or expertise. Spoken intentions
might also acknowledge how shared confusion and misconceptions can easily go unspo-
ken and affirm that teachers’ requests for clarification are appreciated by the administra-
tor. It can be helpful to highlight that these requests for clarification will likely enhance
both an individual teacher’s and others’ understanding. Administrators might also take
responsibility for teacher confusion occurring during the professional learning activity,
stating that their lack of clarity likely underlies teachers’ confusion. Together, these
verbal statements and group intentions may reduce some of the vulnerability teachers
feel in expressing confusion or seeking clarification during professional learning
activities.

Instructional leaders might consider various group arrangements to social activities
(e.g., turn and talks or group work) embedded within professional learning experiences.
Instructional leaders might create groups of teachers that vary in role and level of expe-
rience to facilitate shared learning and build relationships and trust among various staff
members. In addition, instructional leaders may strategically place teachers who have
expressed excitement towards an initiative (“champions”) in specific groups to capitalize
on the potential for this enthusiasm to spread to others. Conversely, instructional leaders
might think carefully about the group placement of teachers who they know are resentful
or frustrated about specific professional learning initiatives.
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Developmental Perspectives

Lastly, developmental perspectives offer a third and final set of insights regarding the
role of emotion in teachers’ professional learning. Knowles (1998) and other scholars
in the field of andragogy (i.e., the study of adult learning) explain that because adults’
stage of development and maturity is distinct from that of children, their learning
opportunities should be designed differently than those of children. Specifically, as
compared to children, adult learners tend to have vaster experience to draw on,
more intrinsic motivation, a greater desire for the learning to be immediately relevant
and practical, and higher expectations for agency within their learning (Knowles,
1998). Recognizing teachers’ unique learning needs and expectations (i.e., as com-
pared to those of children) will likely help school leaders to develop and implement
effective professional learning opportunities. For example, Kwakman (2003) found
that the extent to which teachers found activities meaningful predicted their frequency
of engagement. In addition, a developmental perspective on learning recognizes how
evolution in one’s own professional identity can be an emotionally vulnerable
process (Kelchtermans, 2013). In contrast to some professions, teaching is inherently
personal because teachers’ emotions and personality are considered professional tools
(Taxer & Gross, 2018). Day and Leitch (2001) explain, “The professional self in teach-
ing reflects and is reflected by personal history, past and present, as well as the political
and social contexts of teaching” (p. 414). When teachers engage in learning opportu-
nities, they undergo contextual identity change, not only absorbing new skills or
knowledge, but fundamentally challenging previous concepts of their professional
identities (Garner & Kaplan, 2019). Schutz and Lee (2014) explain, “Teacher identities
and emotion are not linear or unidirectional; rather, they are inextricably related to each
other through an ongoing, multidirectional, transactional process.”

Because the line between personal and professional is sometimes thin (Lasky, 2005),
when teachers engage in professional learning, they are likely to negotiate their beliefs,
identity, and practices (Saunders, 2012). Teachers may take learning personally and feel
vulnerable when they are asked to consider different ways of teaching (Kelchtermans,
2013; Mendoza et al., 2021). Kelchtermans (2016) ties the concept of adult learners’
need for agency and the vulnerability of professional learning together, explaining:

The criterion for ‘improvement’ implies taking a normative stance on what is good…
teachers have clear views about this and as such the imposition of a normative view
from policy makers may cause serious conflicts with how they see good education…
this conflict may be very emotional, especially when implementing the innovation
demands giving up deeply held beliefs on teaching and being a good teacher. Giving
those ideas up unsettles, hurts, and possibly demotivates if the experience also involves
powerlessness vis-à-vis the policy making (p. 39).

Learning opportunities associated with various initiatives and reforms within an
organization may therefore result in different emotional responses from various
members of the organization, depending on how much the reform challenges their
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pre-existing notions of their professional identity or their conceptions of what works
best in classrooms (Antonacopoulou & Gabriel, 2001).

Developmental Considerations for Design. As instructional leaders design professional
learning opportunities, it is important to recognize that the process of change can
be emotionally vulnerable for teachers. Given insights from developmental per-
spectives, professional learning opportunities should be designed to align with
the learning priorities of teachers. Teachers should be provided with formal and
informal opportunities to share the pedagogical challenges with which they
would like to receive support. In addition, given insights from organizational psy-
chology about teachers’ emotional labor, anonymous opportunities to provide
feedback about desired professional learning might also be provided to see if
common themes (e.g., student engagement) emerge across staff members. Next,
professional learning opportunities should be designed to incorporate as much
teacher choice as possible. When possible, this could involve choice of the learn-
ing opportunity itself, but can also include options within a session, such as the
choice of whether to watch a video or read a text or analyze one’s own data or
de-identified data. Providing teachers with choices may build their agency,
buy-in, and positive emotions towards learning activities. As teachers value rele-
vant and practical learning, opportunities should also be designed with applica-
tions to teachers’ classrooms and opportunities for teachers to share how the
content connects with their own experiences.

Considering the inter- and intrapersonal vulnerability of teacher learning, instruc-
tional leaders should consider the extent to which the tasks they require teachers to par-
ticipate in increase teachers’ emotional vulnerability. Mendoza et al. (2021) note the
emotional vulnerability of narrating one’s own learning history publicly; given this
vulnerability, instructional leaders are encouraged to think carefully about the level
of vulnerability required in different learning tasks and how this may vary across learn-
ers. Here, incorporating choice and intentional grouping can help to reduce the emo-
tional vulnerability teachers experience.

Developmental Considerations for Implementation. Building trust is an important aspect
of instructional leadership. At the beginning of a learning session, instructional leaders
can acknowledge the inherent emotional vulnerability of learning. To build trust and
empathy, as appropriate, instructional leaders can provide transparent examples of
their own professional vulnerability in learning new pedagogical practices, unlearning
implicit biases, or engaging in educational reform. Effective leadership begins with a
leader’s own self-knowledge and deep commitment to their own “why” for engaging in
the work (Hattie & Smith, 2020; Robertson & Earl, 2014).

Instructional leaders should acknowledge also how teachers’ personal and profes-
sional identities interact to inform the extent to which specific professional learning
activities feel emotionally demanding. Teachers of marginalized identities might
have disproportionate emotional demands placed on them during professional learning
opportunities about diversity, equity, and inclusion. Special educators and general
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educators may experience different emotional demands during professional learning
opportunities on disability. Professional learning on trauma may be particularly
demanding for some teachers, who have their own past or present experiences of
trauma or are experiencing secondary traumatic stress (Caringi et al., 2015).
Instructional leaders should encourage teachers to engage in the professional learning
opportunity, but step away from the content related to trauma as needed (Koslouski &
Chafouleas, 2022).

Although instructional leaders might consider avoiding professional learning topics
associated with more intense emotional experiences (e.g., inequity, bias, or trauma), we
strongly encourage instructional leaders to engage with these topics with teachers in
their schools, and to do so with careful attention to teachers’ emotions. Addressing
challenging topics in an emotionally informed way is crucial to supporting teachers’
development. For example, teachers increasingly request training in trauma (e.g.,
Hobbs et al., 2019; National Council of State Education Associations, 2019), and it
has been shown to improve teachers’ use of trauma-informed practices (e.g., Dorado
et al., 2016; Koslouski, 2022). Teachers’ secondary traumatic stress can worsen if
unaddressed, whereas professional learning on this topic can reduce secondary trau-
matic stress symptoms in teachers (Caringi et al., 2015).

Summary and Implications

Although school leaders have some guidance to draw on regarding student emotions
(e.g., Skaar et al., 2022), they have very little guidance regarding teacher emotions.
Much of the literature on school leadership addresses the importance of building pos-
itive interpersonal relationships; doing so requires the emotional competencies neces-
sary to build both trust (e.g., Bryk & Schneider, 2003; Tschannen-Moran, 2014) and a
sense of collective efficacy (e.g., Goddard et al., 2015; Leithwood et al., 2020) with and
between teachers. Effective instructional leaders develop a clear vision for their schools
and engage staff in both shaping and enacting that vision (Demerath, 2018; Hattie &
Smith, 2020).

However, to our knowledge, there are few resources providing leaders with direct
strategies for addressing the role of emotions in teachers’ professional learning. In
this conceptual paper, we provided school leaders with an overview of the insights
offered by three psychological perspectives related to the role of emotions in teacher
learning and associated strategies to use. By considering the role of teacher emotions
in the design and implementation of professional learning, instructional leaders’ invest-
ments in professional learning opportunities are more likely to pay off.

The continued effects of COVID-19 on teaching and learning have highlighted the
important role of teachers’ emotions in schools (Stark & Koslouski, 2022). Both stu-
dents and teachers have experienced the grief of losing loved ones, the anxiety of
health and financial concerns, and the overall instability of frequent shifts in schedules
and routines. Therefore, it is ever more important for teachers to provide high-quality,
responsive learning opportunities for their students. Yet, as teachers are being asked to
quickly shift, evolve, and develop their practices to meet the shifting educational
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landscape (Green & Bettini, 2020), teachers’ own emotional experiences and potential
trauma also need to be considered by instructional leaders. If not, we risk increasing
teachers’ emotional exhaustion and reinforcing trends in teacher burnout and attrition
that negatively impact the quality of the teacher workforce.

As the effects of COVID-19 continue to unfold, we also encourage researchers to
engage in scholarly work bridging research from various psychological and educa-
tional perspectives to understand the role of emotion in teacher learning and develop-
ment (Carew & Magsamen, 2010; Goswami, 2006). With increases in virtual learning,
the role of emotion in multi-media learning, and the use of technology to regulate
learner emotions, are areas rife for future research (Graesser, 2020; Plass et al.,
2014). Despite the challenges of the pandemic, we encourage researchers and school
leaders to use this historical moment to take stock of what is already known about
teachers’ emotions and consider innovative ways to design and implement future pro-
fessional learning opportunities with teachers’ emotions in mind.
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Frenzel, A. C., Daniels, L., & Burić, I. (2021). Teacher emotions in the classroom and their
implications for students. Educational Psychologist, 56(4), 250‐264. https://doi.org/10.
1080/00461520.2021.1985501

Garner, J. K., & Kaplan, A. (2019). A complex dynamic systems perspective on teacher learning
and identity formation: An instrumental case. Teachers and Teaching, 25(1), 7‐33. https://
doi.org/10.1080/13540602.2018.1533811

Goddard, R., Goddard, Y., Sook Kim, E., & Miller, R. (2015). A theoretical and empirical anal-
ysis of the roles of instructional leadership, teacher collaboration, and collective efficacy
beliefs in support of student learning. American Journal of Education, 121(4), 501‐530.
https://doi.org/10.1086/681925

Goswami, U. (2006). Neuroscience and education: From research to practice? Nature Reviews
Neuroscience, 7(5), 406‐413. https://doi.org/10.1038/nrn1907

Graesser, A. C. (2020). Emotions are the experiential glue of learning environments in the 21st
century. Learning and Instruction, 70, 101212. https://doi.org/10.1016/j.learninstruc.2019.05.009

Grandey, A. A., & Gabriel, A. S. (2015). Emotional labor at a crossroads: Where do we go from
here? Annual Review of Organizational Psychology and Organizational Behavior, 2(1),
323‐349. https://doi.org/10.1146/annurev-orgpsych-032414-111400

Green, J. G., & Bettini, E. (2020). Addressing teacher mental health during the COVID-19 pan-
demic. Teachers College Record. Online access.

Hamedani, M. G., & Darling-Hammond, L. (2015). Social emotional learning in high school:
How three urban high schools engage, educate, and empower youth. Stanford Center for
Opportunity Policy in Education. https://edpolicy.stanford.edu/sites/default/files/
publications/scope-pub-social-emotional-learning-research-brief.pdf

Hatfield, E., Cacioppo, J. T., & Rapson, R. L. (1993). Emotional contagion. Current Directions
in Psychological Science, 2(3), 96‐100. https://doi.org/10.1111/1467-8721.ep10770953

Hattie, J., & Smith, R. (Eds.). (2020). 10 Mindframes for Leaders: The VISIBLE LEARNING (R)
Approach to School Success. Corwin Press.

Hawthorne, B., Vella-Brodrick, D., & Hattie, J. (2019). Well-being as a cognitive load reducing agent:
A review of the literature.Frontiers in Education, 4, 1‐11. https://doi.org/10.3389/feduc.2019.00121

Hitt, D. H., & Tucker, P. D. (2016). Systematic review of key leader practices found to influence
student achievement: A unified framework. Review of Educational Research, 86(2), 531‐569.
https://doi.org/10.3102/0034654315614911

Stark and Koslouski 293

https://doi.org/10.1080/20445911.2011.59443
https://doi.org/10.1080/20445911.2011.59443
https://doi.org/10.1007/s12310-016-9177-0
https://doi.org/10.1007/s12310-016-9177-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://www.https://doi.org/10.1016/S1053-8119(02)00015-0
https://doi.org/10.1177/1354067X13515934
https://doi.org/10.1177/1354067X13515934
https://doi.org/10.1177/1354067X13515934
https://doi.org/10.1037/h0095887
https://doi.org/10.1037/h0095887
https://doi.org/10.1037/h0095887
https://doi.org/10.1080/00461520.2021.1985501
https://doi.org/10.1080/00461520.2021.1985501
https://doi.org/10.1080/00461520.2021.1985501
https://doi.org/10.1080/13540602.2018.1533811
https://doi.org/10.1080/13540602.2018.1533811
https://doi.org/10.1080/13540602.2018.1533811
https://doi.org/10.1086/681925
https://doi.org/10.1086/681925
https://doi.org/10.1038/nrn1907
https://doi.org/10.1038/nrn1907
https://doi.org/10.1016/j.learninstruc.2019.05.009
https://doi.org/10.1016/j.learninstruc.2019.05.009
https://doi.org/10.1146/annurev-orgpsych-032414-111400
https://doi.org/10.1146/annurev-orgpsych-032414-111400
https://edpolicy.stanford.edu/sites/default/files/publications/scope-pub-social-emotional-learning-research-brief.pdf
https://edpolicy.stanford.edu/sites/default/files/publications/scope-pub-social-emotional-learning-research-brief.pdf
https://edpolicy.stanford.edu/sites/default/files/publications/scope-pub-social-emotional-learning-research-brief.pdf
https://doi.org/10.1111/1467-8721.ep10770953
https://doi.org/10.1111/1467-8721.ep10770953
https://doi.org/10.3389/feduc.2019.00121
https://doi.org/10.3389/feduc.2019.00121
https://doi.org/10.3102/0034654315614911
https://doi.org/10.3102/0034654315614911


Hobbs, C., Paulsen, D., & Thomas, J. (2019). Trauma-informed practice for pre-service teach-
ers. In Lampert, J. (Ed.), Oxford Research Encyclopedia of Education. Oxford University
Press.

Hochschild, A. R. (1983). The managed heart. Berkeley.
Hochschild, A. R. (2012). The managed heart. University of California press. https://doi.org/10.

1525/9780520951853
Hökkä, P., Vähäsantanen, K., & Paloniemi, S. (2020). Emotions in learning at work: A literature

review. Vocations and Learning, 13(1), 1‐25. https://doi.org/10.1007/s12186-019-09226-z
Jakhelln, R. (2011). Early career teachers’ emotional experiences and development–a Norwegian

case study. Professional Development in Education, 37(2), 275‐290. https://doi.org/10.
1080/19415257.2010.517399

Jokikokko, K., Uitto, M., Deketelaere, A., & Estola, E. (2017). A beginning teacher in emo-
tionally intensive micropolitical situations. International Journal of Educational Research,
81, 61‐70. https://doi.org/10.1016/j.ijer.2016.11.001

Jones, N., & Youngs, P. (2012). Attitudes and affect: Daily emotions and their association with
the commitment and burnout of beginning teachers. Teachers College Record, 114(2), 1‐36.
https://doi.org/10.1177/016146811211400203

Jones, N. D., Camburn, E. M., Kelcey, B., & Quintero, E. (2022). Teachers’ time use and affect
before and after COVID-19 school closures. AERA Open, 8(1), 1‐14. https://doi.org/10.
1177/23328584211068068

Kelchtermans, G. (2013). Who I am in how I teach is the message: Self-understanding vulner-
ability, and reflection. In C. J. Craig, P. C. Meijer, & J. Broeckmans (Eds.), From teacher
thinking to teachers and teaching: The evolution of a research community. Taylor & Francis
Ltd. https://doi.org/10.1108/S1479-3687(2013)0000019021

Kelchtermans, G. (2016). The emotional dimension in teachers’ work lives: A narrative-
biographical perspective. In M. Zembylas & P. A. Schutz (Eds), Methodological advances
in research on emotion and education (pp. 31‐42). Springer. https://doi.org/10.1007/978-3-
319-29049-2_3

Kennedy, K. (2019). Centering equity and caring in leadership for social-emotional learning:
Toward a conceptual framework for diverse learners. Journal of School Leadership,
29(6), 473‐492. https://doi.org/10.1177/1052684619867469

Knowles, M. (1998). The adult learner: A neglected species (5th ed.). Gulf Publishing Company.
Koslouski, J. B. (2022). Developing empathy and support for students with the “most challeng-

ing behaviors:” mixed-methods outcomes of professional development in trauma-informed
teaching practices. Frontiers in Education, 7, 1005887. https://doi.org/10.3389/feduc.2022.
1005887

Koslouski, J. B., & Chafouleas, S. M. (2022). Key considerations in delivering trauma-informed
professional learning for educators. Frontiers in Education, 7, 853020. https://doi.org/10.
3389/feduc.2022.853020

Krachman, S. B., & LaRocca, B. (2017). The scale of our investment in social-emotional learn-
ing. A working paper. Transforming Education. https://transformingeducation.org/wp-
content/uploads/2017/10/Inspire-Paper-Transforming-Ed-FINAL-2.pdf

Kwakman, K. (2003). Factors affecting teachers’ participation in professional learning activities.
Teaching and Teacher Education, 19(2), 149‐170. https://doi.org/10.1016/S0742-051X(02)
00101-4

Lasky, S. (2005). A sociocultural approach to understanding teacher identity, agency and profes-
sional vulnerability in a context of secondary school reform. Teaching and Teacher
Education, 21(8), 899‐916. https://doi.org/10.1016/j.tate.2005.06.003

294 NASSP Bulletin 106(4)

https://doi.org/10.1525/9780520951853
https://doi.org/10.1525/9780520951853
https://doi.org/10.1525/9780520951853
https://doi.org/10.1007/s12186-019-09226-z
https://doi.org/10.1007/s12186-019-09226-z
https://doi.org/10.1080/19415257.2010.517399
https://doi.org/10.1080/19415257.2010.517399
https://doi.org/10.1080/19415257.2010.517399
https://doi.org/10.1016/j.ijer.2016.11.001
https://doi.org/10.1016/j.ijer.2016.11.001
https://doi.org/10.1177/016146811211400203
https://doi.org/10.1177/016146811211400203
https://doi.org/10.1177/23328584211068068
https://doi.org/10.1177/23328584211068068
https://doi.org/10.1177/23328584211068068
https://doi.org/10.1108/S1479-3687(2013)0000019021
https://doi.org/10.1108/S1479-3687(2013)0000019021
https://doi.org/10.1007/978-3-319-29049-2_3
https://doi.org/10.1007/978-3-319-29049-2_3
https://doi.org/10.1007/978-3-319-29049-2_3
https://doi.org/10.1177/1052684619867469
https://doi.org/10.1177/1052684619867469
https://doi.org/10.3389/feduc.2022.1005887
https://doi.org/10.3389/feduc.2022.1005887
https://doi.org/10.3389/feduc.2022.1005887
https://doi.org/10.3389/feduc.2022.853020
https://doi.org/10.3389/feduc.2022.853020
https://doi.org/10.3389/feduc.2022.853020
https://transformingeducation.org/wp-content/uploads/2017/10/Inspire-Paper-Transforming-Ed-FINAL-2.pdf
https://transformingeducation.org/wp-content/uploads/2017/10/Inspire-Paper-Transforming-Ed-FINAL-2.pdf
https://transformingeducation.org/wp-content/uploads/2017/10/Inspire-Paper-Transforming-Ed-FINAL-2.pdf
https://doi.org/10.1016/S0742-051X(02)00101-4
https://doi.org/10.1016/S0742-051X(02)00101-4
https://doi.org/10.1016/S0742-051X(02)00101-4
https://doi.org/10.1016/j.tate.2005.06.003
https://doi.org/10.1016/j.tate.2005.06.003


LeBlanc, V. R., McConnell, M. M., & Monteiro, S. D. (2015). Predictable chaos: A review of
the effects of emotions on attention, memory and decision making. Advances in Health
Sciences Education, 20(1), 265‐282. https://doi.org/10.1007/s10459-014-9516-6

Le Fevre, D., Meyer, F., & Bendikson, L. (2020). Navigating the leadership tensions in creating
collective responsibility. Journal of Professional Capital and Community, 6(3), 253‐266.
https://doi.org/10.1108/JPCC-03-2020-0014

Leithwood, K., Sun, J., & Schumacker, R. (2020). How school leadership influences student
learning: A test of “the four paths model.” Educational Administration Quarterly, 56(4),
570‐599. https://doi.org/10.1177/0013161X19878772

Linnenbrink-Garcia, L., & Pekrun, R. (2011). Students’ emotions and academic engagement:
Introduction to the special issue. Contemporary Educational Psychology, 36(1), 1‐3.
https://doi.org/10.1016/j.cedpsych.2010.11.004

Martin, A. J. (2016). Using load reduction instruction (LRI) to boost motivation and engage-
ment. British Psychological Society.

Martin, A. J., & Evans, P. (2018). Load reduction instruction: Exploring a framework that
assesses explicit instruction through to independent learning. Teaching and Teacher
Education, 73, 203‐214. https://doi.org/10.1016/j.tate.2018.03.018

Mawhinney, L. (2008). Laugh so you don’t cry: Teachers combating isolation in schools through
humour and social support. Ethnography and Education, 3(2), 195‐209. https://doi.org/10.
1080/17457820802062466

Meirink, J. A., Meijer, P. C., Verloop, N., & Bergen, T. C. (2009). How do teachers learn in the
workplace? An examination of teacher learning activities. European Journal of Teacher
Education, 32(3), 209‐224. https://doi.org/10.1080/02619760802624096

Mendoza, E., Hand, V., van Es, E. A., Hoos, S., & Frierson, M. (2021). ‘The ability to lay
yourself bare’: Centering rupture, inherited conversations, and vulnerability in professional
development. Professional Development in Education, 47(2–3), 243‐256. https://doi.org/10.
1080/19415257.2021.1891955

Meredith, C., Schaufeli, W., Struyve, C., Vandecandelaere, M., Gielen, S., & Kyndt, E. (2020).
‘Burnout contagion’among teachers: A social network approach. Journal of Occupational and
Organizational Psychology, 93(2), 328‐352. https://doi.org/10.1111/joop.12296

National Council of State Education Associations (2019). Addressing the epidemic of trauma in
schools. National Education Association. Retrieved August 10, 2022, from https://www.nea.
org/sites/default/files/202009/Addressing%20the%20Epidemic%20of%20Trauma%20in%
20Schools%20-%20NCSEA%20and%20NEA%20Report.pdf

Patti, J., Senge, P., Madrazo, C., & Stern, R. (2015). Developing socially, emotionally, and
cognitively competent school leaders and learning communities. In J. Durlak, C.
Domitrovich, R. Weissberg, & T. Gullotta (Eds.), Handbook of social and emotional learn-
ing: Research and practice (pp. 439‐452). Guilford Press.

Pessoa, L. (2008). On the relationship between emotion and cognition. Nature Reviews
Neuroscience, 9(2), 148‐158. https://doi.org/10.1038/nrn2317

Plass, J. L., Heidig, S., Hayward, E. O., Homer, B. D., & Um, E. (2014). Emotional design in
multimedia learning: Effects of shape and color on affect and learning. Learning and
Instruction, 29, 128–140.

Plass, J. L., & Kalyuga, S. (2019). Four ways of considering emotion in cognitive load theory.
Educational Psychology Review, 31(2), 339‐359. https://doi.org/10.1007/s10648-019-
09473-5

Rimm-Kaufman, S. E., & Chiu, Y. J. I. (2007). Promoting social and academic competence in
the classroom: An intervention study examining the contribution of the responsive

Stark and Koslouski 295

https://doi.org/10.1007/s10459-014-9516-6
https://doi.org/10.1007/s10459-014-9516-6
https://doi.org/10.1108/JPCC-03-2020-0014
https://doi.org/10.1108/JPCC-03-2020-0014
https://doi.org/10.1177/0013161X19878772
https://doi.org/10.1177/0013161X19878772
https://doi.org/10.1016/j.cedpsych.2010.11.004
https://doi.org/10.1016/j.cedpsych.2010.11.004
https://doi.org/10.1016/j.tate.2018.03.018
https://doi.org/10.1016/j.tate.2018.03.018
https://doi.org/10.1080/17457820802062466
https://doi.org/10.1080/17457820802062466
https://doi.org/10.1080/17457820802062466
https://doi.org/10.1080/02619760802624096
https://doi.org/10.1080/02619760802624096
https://doi.org/10.1080/19415257.2021.1891955
https://doi.org/10.1080/19415257.2021.1891955
https://doi.org/10.1080/19415257.2021.1891955
https://doi.org/10.1111/joop.12296
https://doi.org/10.1111/joop.12296
https://www.nea.org/sites/default/files/202009/Addressing%20the%20Epidemic%20of%20Trauma%20in%20Schools%20-%20NCSEA%20and%20NEA%20Report.pdf
https://www.nea.org/sites/default/files/202009/Addressing%20the%20Epidemic%20of%20Trauma%20in%20Schools%20-%20NCSEA%20and%20NEA%20Report.pdf
https://www.nea.org/sites/default/files/202009/Addressing%20the%20Epidemic%20of%20Trauma%20in%20Schools%20-%20NCSEA%20and%20NEA%20Report.pdf
https://www.nea.org/sites/default/files/202009/Addressing%20the%20Epidemic%20of%20Trauma%20in%20Schools%20-%20NCSEA%20and%20NEA%20Report.pdf
https://doi.org/10.1038/nrn2317
https://doi.org/10.1038/nrn2317
https://doi.org/10.1007/s10648-019-09473-5
https://doi.org/10.1007/s10648-019-09473-5
https://doi.org/10.1007/s10648-019-09473-5


classroom approach. Psychology in the Schools, 44(4), 397‐413. https://doi.org/10.1002/
pits.20231

Robertson, J., & Earl, L. (2014). Invited article: Leadership learning: Aspiring principals devel-
oping the dispositions that count. Journal of Educational Leadership, Policy and Practice,
29(2), 3‐17.

Saunders, R. (2012). The role of teacher emotions in change: Experiences, patterns and implica-
tions for professional development. Journal of Educational Change, 14(3), 303‐333. https://
doi.org/10.1007/s10833-012-9195-0

Schutz, P. A., & Lee, M. (2014). Teacher emotion, emotional labor and teacher identity. In
Agudo, J. (Ed.), English As a foreign language teacher education (pp. 167‐186). Brill.

Schwabe, L., & Wolf, O. T. (2010). Learning under stress impairs memory formation. Neurobiology
of Learning and Memory, 93, 183‐188. https://doi.org/10.1016/j.nlm.2009.09.009

Shanks, R., Robson, D., & Gray, D. (2012). New teachers’ individual learning dispositions: A
Scottish case study. International Journal of Training and Development, 16(3), 183‐199.
https://doi.org/10.1111/j.1468-2419.2012.00403.x

Skaar, N. R., Townsley, M., & Ross, B. (2022). Supporting students’ mental health needs: A
primer for secondary school leaders. NASSP Bulletin, 106(1), 32-54. https://doi.org/10.1177/
01926365221084269

Spillane, J. P., & Coldren, A. F. (2015). Diagnosis and design for school improvement: Using a
distributed perspective to lead and manage change. Teachers College Press.

Stark, K., & Bettini, E. (2021). Teachers’ perceptions of emotional display rules in schools: A
systematic review. Teaching and Teacher Education, 104, 103388. https://doi.org/10.1016/
j.tate.2021.103388

Stark, K., & Koslouski, J. (2022). Using emotions as data: A framework for supporting
Educators’ well-being and improving professional practice. TEACHING Exceptional
Children. https://doi.org/10.1177/00400599221081039

Steiner, E. D., & Woo, A. (2021). Job-related stress threatens the teacher supply: Key finding
from the 2021 state of the US teacher survey. Technical Appendixes. Research Report.
RR-A1108-1. Rand Corporation. https://www.rand.org/pubs/research_reports/RRA1108-1.
html

Stull, A. T., & Mayer, R. E. (2007). Learning by doing versus learning by viewing: Three exper-
imental comparisons of learner-generated versus author-provided graphic organizers.
Journal of Educational Psychology, 99(4), 808. https://doi.org/10.1037/0022-0663.99.4.808

Sweller, J. (2011). Cognitive load theory. In Psychology of learning and motivation (Vol. 55,
pp. 37‐76). Academic Press. https://doi.org/10.1016/B978-0-12-387691-1.00002-8

Tamir, M., & Robinson, M. D. (2007). The happy spotlight: Positive mood and selective atten-
tion to rewarding information. Personality and Social Psychology Bulletin, 33(8), 1124‐
1136. https://doi.org/10.1177/0146167207301030

Taxer, J. L., & Gross, J. J. (2018). Emotion regulation in teachers: The “why” and “how.”
Teaching and Teacher Education, 74, 180‐189. https://doi.org/10.1016/j.tate.2018.05.008

Taylor, S. G., Roberts, A. M., & Zarrett, N. (2021). A brief mindfulness-based intervention
(bMBI) to reduce teacher stress and burnout. Teaching and Teacher Education, 100,
103284. https://doi.org/10.1016/j.tate.2021.103284

Thomson, M. M., & Turner, J. E. (2019). The role of emotions in teachers’ professional devel-
opment: Attending a research experience for teachers (RET) program. Education Research
International, 2019(5856793),1-12. https://doi.org/10.1155/2019/5856793

Tschannen-Moran, M. (2014). The interconnectivity of trust in schools. In Trust and school life
(pp. 57‐81). Springer. https://doi.org/10.1007/978-94-017-8014-8_3

296 NASSP Bulletin 106(4)

https://doi.org/10.1002/pits.20231
https://doi.org/10.1002/pits.20231
https://doi.org/10.1002/pits.20231
https://doi.org/10.1007/s10833-012-9195-0
https://doi.org/10.1007/s10833-012-9195-0
https://doi.org/10.1007/s10833-012-9195-0
https://doi.org/10.1016/j.nlm.2009.09.009
https://doi.org/10.1016/j.nlm.2009.09.009
https://doi.org/10.1111/j.1468-2419.2012.00403.x
https://doi.org/10.1111/j.1468-2419.2012.00403.x
https://doi.org/10.1177/01926365221084269
https://doi.org/10.1177/01926365221084269
https://doi.org/10.1177/01926365221084269
https://doi.org/10.1016/j.tate.2021.103388
https://doi.org/10.1016/j.tate.2021.103388
https://doi.org/10.1016/j.tate.2021.103388
https://doi.org/10.1177/00400599221081039
https://doi.org/10.1177/00400599221081039
https://www.rand.org/pubs/research_reports/RRA1108-1.html
https://www.rand.org/pubs/research_reports/RRA1108-1.html
https://www.rand.org/pubs/research_reports/RRA1108-1.html
https://doi.org/10.1037/0022-0663.99.4.808
https://doi.org/10.1037/0022-0663.99.4.808
https://doi.org/10.1016/B978-0-12-387691-1.00002-8
https://doi.org/10.1016/B978-0-12-387691-1.00002-8
https://doi.org/10.1177/0146167207301030
https://doi.org/10.1177/0146167207301030
https://doi.org/10.1016/j.tate.2018.05.008
https://doi.org/10.1016/j.tate.2018.05.008
https://doi.org/10.1016/j.tate.2021.103284
https://doi.org/10.1016/j.tate.2021.103284
https://doi.org/10.1155/2019/5856793
https://doi.org/10.1155/2019/5856793
https://doi.org/10.1007/978-94-017-8014-8_3
https://doi.org/10.1007/978-94-017-8014-8_3


Tuxford, L. M., & Bradley, G. L. (2015). Emotional job demands and emotional exhaustion in
teachers. Educational Psychology, 35(8), 1006‐1024. https://doi.org/10.1080/01443410.
2014.912260

Uitto, M., Kaunisto, S. L., Syrjälä, L., & Estola, E. (2015). Silenced truths: Relational and emo-
tional dimensions of a beginning teacher’s identity as part of the micropolitical context of
school. Scandinavian Journal of Educational Research, 59(2), 162‐176. https://doi.org/
10.1080/00313831.2014.904414

Um, E., Plass, J. L., Hayward, E. O., & Homer, B. D. (2012). Emotional design in multimedia
learning. Journal of Educational Psychology, 104(2), 485. https://doi.org/10.1037/a0026609

Vogel, S., & Schwabe, L. (2016). Learning and memory under stress: Implications for the class-
room. npj Science of Learning, 1(1), 1‐10. https://doi.org/10.1038/npjscilearn.2016.1

Wrabel, S. L., Hamilton, L. S., Whitaker, A. A., & Grant, S. E. A. N. (2018). Investing in evi-
dence based social and emotional learning. Rand Corporation. https://www.rand.org/pubs/
research_reports/RR2739.html

Yiend, J. (2010). The effects of emotion on attention: A review of attentional processing of emo-
tional information. Cognition and Emotion, 24(1), 3‐47. https://doi.org/10.1080/
02699930903205698

Yin, H., Huang, S., & Chen, G. (2019). The relationships between teachers’ emotional labor and
their burnout and satisfaction: A meta-analytic review. Educational Research Review, 28,
100283. https://doi.org/10.1016/j.edurev.2019.100283

Author Biographies

Stark is a postdoctoral research associate at University of Maryland.

Koslouski is a postdoctoral research associate at University of Connecticut.

Stark and Koslouski 297

https://doi.org/10.1080/01443410.2014.912260
https://doi.org/10.1080/01443410.2014.912260
https://doi.org/10.1080/01443410.2014.912260
https://doi.org/10.1080/00313831.2014.904414
https://doi.org/10.1080/00313831.2014.904414
https://doi.org/10.1080/00313831.2014.904414
https://doi.org/10.1037/a0026609
https://doi.org/10.1037/a0026609
https://doi.org/10.1038/npjscilearn.2016.1
https://doi.org/10.1038/npjscilearn.2016.1
https://www.rand.org/pubs/research_reports/RR2739.html
https://www.rand.org/pubs/research_reports/RR2739.html
https://www.rand.org/pubs/research_reports/RR2739.html
https://doi.org/10.1080/02699930903205698
https://doi.org/10.1080/02699930903205698
https://doi.org/10.1080/02699930903205698
https://doi.org/10.1016/j.edurev.2019.100283
https://doi.org/10.1016/j.edurev.2019.100283

	 
	 Three Psychological Perspectives on the Role of Emotions in Teacher Learning
	 Cognitive Perspectives
	 Cognitive Considerations for Design
	 Cognitive Considerations for Implementation

	 Perspectives from Organizational Psychology
	 Organizational Considerations for Design
	 Organizational Considerations for Implementation

	 Developmental Perspectives
	 Developmental Considerations for Design
	 Developmental Considerations for Implementation


	 Summary and Implications
	 References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile ()
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 5
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Average
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Average
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /PDFX1a:2003
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError false
  /PDFXTrimBoxToMediaBoxOffset [
    33.84000
    33.84000
    33.84000
    33.84000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    9.00000
    9.00000
    9.00000
    9.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV <>
    /HUN <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames false
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks true
      /AddColorBars false
      /AddCropMarks true
      /AddPageInfo true
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure true
      /IncludeBookmarks true
      /IncludeHyperlinks true
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 6
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


