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Things I believe
• The causal effects of one-time boosts to children’s 

early academic skills on their much later academic 
skills are likely to be small. 

• If skill building is the mechanism we’re/you’re 
interested in, it might help to change some of our 
research practices and priorities.
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Figure	2:	Regression-adjusted	correla7ons	and	

experimental	impacts	in	TRIAD	

Note:	All	4
th
	and	5

th
	grade	impacts	are	p>.05.	All	correla7ons	and	other	impacts	are	p<.

05.	Impacts	are	rescaled	to	be	1.0	in	the	spring	of	pre-K,	Right	scale	shows	non-rescaled	

impacts.	Ver7cal	lines	depict	95%	confidence	intervals.	

Controls: pre-k entry math, SES, ELL status, pre-k entry age

Is it different for math?

From Bailey, Duncan, Watts, Clements, & Sarama (2018, American Psychologist)
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+
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Methods: can we do better than this?

i.e., how do we account for this?
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For meta-analytic AR estimates for personality, see Anusic & Schimmack (2016, JPSP)
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Data from Li et al. (2017)
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But why the classic ECE 
findings?

• Possible explanations 

• The “right” kinds of skills 

• “Foot-in-the-Door” pathways: The right 
affordances at the right times get children through 
a period of risk

From Bailey, Duncan, Odgers, & Yu  
(2017, Journal of Research on Educational Effectiveness)
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Possible foot in the door 
pathways

• Non-trifecta skills that keep children from being 
retained in school, kicked out of school, choosing 
a bad peer group 

• Suggestive evidence from Chicago Double Dose 
Algebra evaluation
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Conduct 
problems 

School 
failure 

Early life Adolescence 

A cascade model of Dodge et al (2008): 

Poor school 
readiness 

Low parent 
monitoring 

But, if temporary boosts increase the likelihood of 
thousands of foot in the door pathways, …
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Implications for Research
• Clarity of theory and methods 

• More causally informative analysis in personality 
research + Introduction to modern measurement 
theory for policy researchers  

• Policy relevant field experimentation 

• Follow-up data 

• Follow-up interventions
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