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Abstract

The present research tested whether a behavioral challenge intervention could facilitate the volitional development of social,
emotional, and behavioral (SEB) skills, and whether changes in perceived skills were linked with positive life outcomes. A total
of 470 young adults participated in a | 6-week intervention, in which they (a) identified the SEB skills that they would most like
to change, (b) set weekly behavioral challenge goals designed to practice those skills, and (c) evaluated their success in pursuing
each challenge goal. Results suggest that the intervention promoted development of four major skill domains: self-
management, social engagement, emotional resilience, and innovation skills. Moreover, gains in perceived skills during
the intervention were linked with positive changes in outcomes including social relationships, academic and civic engagement,
health, and well-being. These findings provide initial support for a low-cost, highly scalable intervention for promoting skill
development.

Plain Language Summary

Why was the study done! The researchers wanted to see if a behavioral challenge intervention could help young adults
improve their social, emotional, and behavioral (SEB) skills. These skills include managing emotions, engaging with others,
handling responsibilities, and learning from experience. They also wanted to know if improving these skills would lead to
positive life changes, such as better relationships, academic success, and well-being. What did the researchers do? The study
involved 470 university students who participated in a | 6-week program. At the start of the program, each student selected
SEB skills that they would like to develop. Then, each week, they selected small, actionable challenges to practice those skills,
and reported their success in completing the challenges. What did the researchers find? The results showed that the in-
tervention helped participants improve four key skill areas: self-management (like organizing tasks, meeting deadlines), social
engagement (like initiating conversations, building relationships), emotional resilience (like handling stress, staying positive),
and innovation (like exploring new ideas, solving problems). However, intending to improve a skill was not always enough;
consistent effort and practice were often key. Additionally, participants who improved their skills experienced other benefits
such as better friendships, academic and civic engagement, mental and physical health, and overall life satisfaction. What do the
findings mean? The study suggests that people can actively develop their SEB skills through structured practice and reflection.
Unlike school-based programs, this intervention gave participants control over their own development, making it more
flexible and accessible. The findings also reinforce the idea that improving SEB skills can lead to real-life benefits. This approach
could be a cost-effective way to help people improve important life skills that contribute to their long-term success.
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experience better outcomes across a range of life domains
including social relationships, academic performance, occu-
pational prospects, physical health, and psychological well-
being (Casillas et al., 2015; Duckworth et al., 2007; Farrington
etal., 2012; Kautz et al., 2014; Nagaoka et al., 2015; National
Research Council, 2012; OECD, 2015).

One aspect of SEB skills that appeals to many practi-
tioners and policymakers is the intuition that people may be
able to improve their skills through practice and feedback,
and thereby improve their life outcomes (Feraco et al.,
2025). To test this possibility, research in economics, ed-
ucation, and psychology has shown that social and emo-
tional learning (SEL) programs can positively affect
children’s and adolescents’ outcomes (Durlak et al., 2010,
2011, 2022; Taylor et al., 2017). To date, most of this
research has focused on primary and secondary school
students, and has tested the effects of SEL programs ad-
ministered in structured curricular and cocurricular contexts
such as schools and afterschool programs. Much less is
known about whether skills interventions can be success-
fully implemented at an individual (rather than institutional)
level, and with adults (rather than children) as learners.
Therefore, the present research extended previous work on
SEB skills, interventions, and life outcomes by addressing
two key questions. First, can a behavioral challenge in-
tervention facilitate the development of young adults’ so-
cial, emotional, and behavioral skills? Second, are gains in
perceived skills linked with positive life outcomes?

Social, emotional, and behavioral skills

Social, emotional, and behavioral skills represent how
someone is capable of behaving when they want or need to do
so (Soto et al., 2021). Many models of SEB skills have been
proposed (Berg et al., 2017), but there is now growing
consensus that many specific skills can be organized within a
taxonomy of five broad domains (Abrahams et al., 2019;
Casillas et al., 2015; Kautz et al., 2014; OECD, 2015; Soto
et al., 2022): self-management skills (used to pursue goals and
complete tasks), social engagement skills (used to actively
engage with other people), cooperation skills (used to maintain
positive social relationships), emotional resilience skills (used
to regulate emotions and moods), and innovation skills (used
to engage with novel ideas and experiences).

SEB skills are distinguished from other kinds of personal
characteristics by their focus on behavioral capacities (how
well someone is capable of enacting a particular behavior,
when needed), rather than attitudes (how much someone
likes or dislikes enacting the behavior) or traits (how often
someone tends to enact the behavior). For example,
someone might tend to behave in a relatively quiet and
reserved manner, and not be very motivated to seek out
social interactions. However, if they have strong social
engagement skills, then they may still be highly capable of
starting conversations, communicating their thoughts and
feelings to others, and even stepping into a group leadership
role when needed—such as to achieve a goal or meet the
demands of a particular situation. Conversely, another
person might greatly enjoy social situations, actively seek
them out, and be very talkative within them, but without
demonstrating much social skill or tact. Previous research

supports this distinction by showing that, although skills
and traits are substantially correlated, individuals’ skills
often change more than their traits over time (Napolitano
et al., in press), and that skills can provide incremental
validity beyond traits when predicting consequential out-
comes (e.g., Soto et al., 2023, 2024; Yoon et al., 2024;
Ringwald et al., in press).

Prospects for a behavioral
challenge intervention

Two key sources of evidence suggest that a behavioral
challenge intervention may help facilitate the development
of SEB skills. First, research findings from education,
psychology, and economics indicate that well-designed
social and emotional learning (SEL) programs can pro-
mote the development of children’s and early adolescents’
social and emotional skills (Durlak et al., 2010, 2011, 2022;
Kautz et al., 2014; Taylor et al., 2017). Much of this
research has focused on structured programs implemented
in schools or cocurricular settings such as afterschool
programs. SEL curricula such as Second Step, PATHS, and
RULER typically involve psychoeducation in the form of
readings and lessons led by a classroom teacher or other
instructor, as well as structured activities focused on spe-
cific skills (Brackett et al., 2012; Greenberg & Kusché,
2006; Low et al., 2015). Such programs often require a
considerable investment of time, staffing, and other insti-
tutional resources. They can therefore be challenging and
costly to deploy at scale. Moreover, SEL programs tend to
have larger effects on children than on adolescents and
adults, who may be less receptive to institutionally deliv-
ered programs (Durlak et al., 2011; Kautz et al., 2014;
Yeager, 2017).

Second, research on volitional personality change has shown
that most people would like to change some of their personality
traits (Hudson & Roberts, 2014), and that having such change
goals predicts subsequent personality change (Hudson et al.,
2020). Moreover, recent studies have begun to test the effects of
behavioral challenge interventions on volitional personality
change. In these interventions, participants identify one or more
personality traits they would like to focus on changing, create or
select behavioral challenges relevant to those traits, and evaluate
their degree of success in completing each challenge. En-
couragingly, their findings indicate that such interventions can
facilitate change in personality traits, especially for individuals
who consistently complete behavioral challenges (Hudson
etal., 2019; Hudson & Fraley, 2015; Stieger et al., 2021, 2024).

Such interventions seem well suited for facilitating SEB
skill development by guiding participants through an it-
erative process of interconnected stages. First, participants
set personal goals by nominating specific skill domains for
practice and improvement, thereby signaling their intention
and motivation to change. Next, they select specific be-
havioral challenges related to their targeted skills. This
helps translate general goals into specific intentions, thereby
focusing attention and mobilizing effort (Deci & Ryan,
2000; Locke & Latham, 2002).

Third, participants attempt to complete their challenges
by seeking out situations that afford opportunities to behave
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in particular ways (Gibson, 1977). Once in these situations,
they engage in deliberate practice, which helps facilitate
skill acquisition and improvement (Ambrose et al., 2010;
Ericsson et al., 1993). Moreover, they can receive feedback
on their efforts in the form of self-perceived success or
failure, reactions from social partners, and the natural
consequences of their behavior. Such feedback serves to
reinforce successful actions and highlight areas for further
improvement (Bandura, 1997; Hattie & Timperley, 2007).
Crucially, this entire process can recur multiple times over
the course of the intervention. By repeatedly enacting the
target skills through varied behaviors across different
contexts, participants accumulate experience and practice,
potentially leading to sustained skill development.

This volitional change cycle of setting goals, selecting
challenges, practicing behaviors, and receiving feedback
may be even better suited for facilitating skill development
than for changing traits. This is because intention, practice,
and feedback are crucial for developing skills of all kinds,
and because recent research indicates that people often
consider it more desirable, feasible, and impactful to im-
prove their SEB skills than to change their personality traits
(Feraco et al., 2025). Moreover, as compared with tradi-
tional SEL programs delivered in academic and cocurric-
ular settings, behavioral challenge interventions offer more
choice and autonomy to individual participants. They may
therefore be effective for older adolescent and adult pop-
ulations that have proven less responsive to institutionally
delivered programs (Yeager, 2017). To our knowledge,
however, no previous research has tested the effects of
behavioral challenge interventions on the development of
SEB skills.

Links between SEB skills and life outcomes

Increasing one’s own social, emotional, and behavioral
skills may be intrinsically valuable as a means of self-
improvement or self-actualization (Kaufman, 2021;
Maslow, 1971). Skill gains can also hold instrumental value
as a step towards attaining better life outcomes. Indeed,
previous research has shown robust links between SEB
skills and consequential life outcomes. For example, higher
self-management skills have been linked with greater ac-
ademic engagement and workplace performance; social
engagement skills with social status; cooperation skills with
relationship quality; emotional resilience skills with cog-
nitive and affective well-being; and innovation skills with
civic engagement and academic performance (Chen et al.,
2024; Feraco et al., 2024; Postigo et al., 2024; Ringwald
et al., in press; Sewell et al., 2023; Soto et al., 2022, 2024;
Yoon et al., 2024).

Moreover, research on SEL programs has found that
school-based and cocurricular interventions can improve
student outcomes, such as improved attitudes toward
oneself and others, more frequent prosocial behaviors,
reduced conduct problems and emotional distress, and
improved academic performance (Durlak et al., 2010, 2011,
2022; Taylor et al., 2017). However, this research has been
criticized for rarely testing whether longitudinal changes in
SEB skills are linked with changes in life outcomes, leaving
such direct skill-outcome links uncertain (Ura et al., 2020).

Overview of the present research

The present research goes beyond previous studies of so-
cial, emotional, and behavioral skills, interventions, and life
outcomes by addressing two open research questions. First,
can a behavioral challenge intervention facilitate the de-
velopment of individuals’ perceived SEB skills? Our pre-
registered hypothesis was that successfully completing
behavioral challenges would predict positive changes in the
targeted skill domains over time. Second, are gains in
perceived skills linked with positive life outcomes? We
generally hypothesized that gains in skills would be ac-
companied by positive changes in outcomes.

More specifically, we preregistered 21 expected skill-
outcome links (see Table 1). We hypothesized that gains in
perceived self-management skills would be linked with
increases in academic engagement, civic engagement, in-
formal helping, and life satisfaction; gains in social en-
gagement skills with social status, friendship quality, civic
engagement, activism, volunteering, exercise, affective
well-being, and life satisfaction; gains in cooperation skills
with friendship quality, social status, civic engagement, and
informal helping; gains in emotional resilience skills with
affective well-being, life satisfaction, and academic en-
gagement; and gains in innovation skills with civic en-
gagement and activism.

Method
Participants

Participants were 470 young adults enrolled as students at
Colby College or the University of Illinois Urbana-
Champaign. They ranged in age from 17 to 34 years old
(M =19.96, SD = 1.34); 79% identified as female and 18%
as male, with 2% reporting another gender identification
and less than 1% not reporting gender. Participants could
report one or more racial and ethnic identifications; 59%
identified as White/Caucasian, 20% as Asian/Asian-
American, 16% as Hispanic/Latino, 7% as Black/
African-American, 5% as Asian Indian/South Asian, 2%
as Middle Eastern, 1% as Pacific Islander, and less than 1%
as American Indian/Native American, with 1% reporting
another identification and less than 1% not reporting any
identification. Participants were recruited in exchange for
research credit or extra credit in a course. The study was
approved by the Colby College Institutional Review Board.

Procedure

Participants completed up to 16 weekly waves of a be-
havioral challenge intervention designed to facilitate the
development of social, emotional, and behavioral skills.
The intervention was administered online through a non-
commercial, advertisement-free website developed and
maintained by the second author. After providing informed
consent at wave 1, each participant completed an assess-
ment of their initial SEB skills and life outcomes. They were
then presented with brief descriptions of five major SEB
skill domains—self-management skills, social engagement
skills, cooperation skills, emotional resilience skills, and
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Table I. Hypothesized links of social, emotional, and behavioral skills with life outcomes.

Self-management Social engagement Cooperation Emotional resilience Innovation
Skills Skills Skills Skills Skills
Social status + +
Friendship quality + +
Civic engagement + + + +
Activism + +
Informal helping + +
Volunteering +
Academic + +
engagement
Exercise +
Affective well-being + +
Life satisfaction + + +

Note. + Hypothesized positive relationship.

innovation skills—and asked to nominate one or more
domains that they would like to focus on developing over
the next few months.

The participant was then presented with a list of be-
havioral challenges (see Supplemental Table S1), and asked
to select one to four of these challenges to attempt in the
coming week. The challenges were phrased as specific,
concrete actions that participants could take to practice
particular SEB skills. For example, “show up 5 min early
for every class, meeting, appointment, or activity on your
daily schedule” (self-management), “tell a group of friends,
classmates, or coworkers an interesting or funny story that
happened to you” (social engagement), “give a friend or
family member a genuine compliment” (cooperation),
“when you feel overwhelmed, stop and take several deep
breaths” (emotional resilience), and “find something you’re
curious about in your everyday life and find the answer
online” (innovation). The challenges were adapted from a
previous study of volitional change (Hudson et al., 2019)
and revised to focus on the five SEB skill domains. To
ensure content validity, we developed a total of 50 chal-
lenges per domain, with each set of 50 including some
challenges focused on each BESSI skill facet included in
that domain (although not necessarily all of the individual
BESSI items). After finalizing the challenge sets, the first
two authors rated all challenges on a 10-point difficulty
scale, with discrepancies resolved through discussion. To
avoid overwhelming the participant, they were first shown a
list of eight “suggested challenges,” which were randomly
selected from the set of moderately difficult challenges
relevant to the domains they had nominated as a focus for
development. However, the participant could follow a link
to view the entire list of challenges for their selected do-
mains if desired. After selecting their behavioral challenges
for the week, the participant was sent an email reminder
with their list of selected challenges.

In wave 2 and subsequent waves, each participant again
completed an assessment of their current SEB skills and life
outcomes. Then, for each challenge selected in the previous
wave, they indicated how many times they had successfully
completed that challenge during the past week (0 = I did not
complete this challenge, 1 = once this past week, 2 = twice
this past week, 3 = at least three times but not every day, 4 =

every single day this past week). They could then select
challenges for the upcoming week. These could be new
challenges from the list of suggestions (which was auto-
matically updated each week with easier or more difficult
challenges, similar to a computerized adaptive test, de-
pending on the participant’s history of completing or failing
to complete previous challenges, plus random selection of
challenges near the target difficulty level), or repeated
challenges that they had already selected one to three times.
If participants chose to repeat a previously successful
challenge, the challenge was automatically reworded to
increase its frequency (e.g., from “at least one time this
week...” to “at least twice per week...”, and up to “at least
once per day this week...”).

Due to their differing academic calendars, Colby College
participants could complete up to 14 waves of the intervention,
and University of Illinois participants up to 16 waves. At each
wave, the intervention website recorded each participant’s
number of accepted behavioral challenges for each skill do-
main, as well as the number of times that they successfully
completed each challenge from the previous wave. To increase
engagement through gamification, participants could earn
digital bronze, silver, gold, or diamond medals by completing
challenges multiple times at increasingly greater
frequencies—similar to the achievement or trophy systems
used by many video games. After the conclusion of the study,
all participants received a report showing their skill levels and
trajectories, thereby providing insight without biasing their
responses during the study itself.

As shown in Supplemental Table S2, emotional resil-
ience (selected by 62% of participants) and self-
management skills (57%) were the most commonly nom-
inated domains for change. They were followed by social
engagement skills (47%), with innovation (26%) and co-
operation skills (23%) nominated less often. On average,
participants completed 8.36 waves of the intervention (SD =
5.38), with 89% completing multiple waves. Participants
who completed more intervention waves began the study
with higher self-management skills (» = .19, p <.001) and
academic engagement (= .10, p = .046), but did not differ
on any other initial skill or outcome variables.

All 250 behavioral challenges were selected by at least
one participant. The most frequently selected challenges for
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each skill domain included “when you feel like giving up on
a task, take a several-minute break to clear your head, but
then return to the task and finish it” for self-management
(selected 4.5% of the time), “during a time that you would
normally relax at home, go out and do something active
(e.g., go to a coffee shop, do something athletic, meet
friends)” for social engagement (5.3%), “genuinely tell a
friend why you appreciate them” for cooperation (4.6%),
“when you notice a negative thought, acknowledge the
negative thought, but think 3 true positive thoughts about
the same topic” for emotional resilience (4.1%), and “ask a
friend or family member a deep question about their life,
and honestly seek to understand their answer” for inno-
vation skills (4.3%). Thus, participants collectively selected
a broad range of challenges for each domain.

Measures

Social, emotional, and behavioral skills. Social, emotional, and
behavioral skills were assessed at each wave using the 45-
item short form of the Behavioral, Emotional, and Social
Skills Inventory (BESSI-45; Soto et al., 2022; Sewell et al.,
in press). The BESSI assesses five major domains of SEB
skills: self-management, social engagement, cooperation,
emotional resilience, and innovation skills. Its items are
short phrases describing a specific behavior (e.g., “Plan out
my time,” “Lead a group of people”), and respondents rate
how well they can enact each behavior on a scale from 1 =
not at all well to 5 = extremely well.

Life outcomes. Social, academic, health, and well-being
outcomes were assessed using a battery of survey mea-
sures. Social status was measured using two items assessing
popularity, prominence, respect, and influence within one’s
social group that were adapted from the Behavior Report
Form (Paunonen, 2003) and a previous study of social
status (Anderson et al., 2001). Friendship quality was
measured using 15 items from the Friendship Qualities
Scale (Bukowski et al., 1994). Informal helping and civic
engagement skills were measured using a total of 10 items
from the Youth Civic and Character Measures Toolkit
(Syvertsen et al., 2015). Volunteering was measured by
three items that asked participants how many hours in the
past month they had spent volunteering, whether they
planned to volunteer in the next month, and the likelihood
that they would volunteer with a community service pro-
gram if asked; due to their differing response scales, these
items were standardized and then averaged (Carlo et al.,
2005). Activism was measured by two items assessing the
number of hours in the past month spent participating in
political or social movements, either in person or online.
Academic engagement was measured using 12 items from
the Engagement versus Disaffection with Learning measure
(Skinner et al., 2008). Exercise was measured using the
Godin Leisure Time Exercise Questionnaire (Godin &
Shephard, 1985), physical and mental health using the
PROMIS Global Health Scale v1.2 (Hays et al., 2009),
affective well-being using the Affect Balance Scale
(Bradburn, 1969), and life satisfaction using the Satisfac-
tion With Life Scale (Diener et al., 1985). To prevent re-
sponse fatigue, social status, friendship quality, informal

helping, civic engagement, volunteering, activism, and life
satisfaction were assessed in odd-numbered waves, whereas
academic engagement, exercise, physical and mental
health, affective well-being, and life satisfaction were as-
sessed in even-numbered waves.

Analytic strategy

Descriptive statistics and correlations between all variables
are presented in Supplemental Table S2. Effects of the
behavioral challenge intervention on SEB skills and life
outcomes, as well as effects of skills on outcomes, were
analyzed using multilevel models (MLMs). Due to the
study’s longitudinal design, these models nested timepoints
within individuals, thereby allowing us to model both
between-person differences and within-person changes
while accounting for dependencies in the data. MLMs make
use of all available data, similar to full information max-
imum likelihood estimation of structural equation models.
In a longitudinal context such as the present study, MLMs
minimize attrition bias by modeling within-person change
using each participant’s available data, rather than com-
paring group means across study waves.

To test effects of the behavioral challenge intervention
on SEB skills and life outcomes, nominating each SEB skill
domain as a focus for development was dummy coded (1 =
domain nominated, 0 = domain not nominated), and current
time within the study was scaled to range from 0 (the day
that a participant completed the first assessment wave) to 1
(16 weeks later). Each participant’s mean weekly number of
behavioral challenges accepted and number of behavioral
challenges successfully completed for each skill domain, as
well as their current SEB skills and life outcomes across all
waves, were standardized across the full sample.

To test the effects of between-person differences and
within-person changes in SEB skills on life outcomes,
participants’ initial skill levels (i.e., at the first assessment
wave) were standardized across participants to represent
between-person differences. (Note that this was separate
from the full-sample standardization used to examine in-
tervention effects in the previous analyses.) Each partici-
pant’s current skill levels were then centered around their
initial skill levels to represent within-person changes. This
standardization approach allowed us to examine within-
person changes while also preserving information about
between-person differences and moderators of change
(Ackerman et al., 2011).

To control for demographic factors, gender was effect
coded (0.5 = female, —0.5 = male, 0 = another identifi-
cation) and age at the beginning of the study was centered at
20 years old. A statistical significance level of o = .05 was
used for all analyses. These analyses involved a large
number of statistical tests to assess intervention effects on
skill development, as well as links between skill devel-
opment and life outcomes. Thus, our analyses entail a risk
of obtaining one or more Type I errors (i.e., false positives).
Rather than applying a family-wise correction that would
substantially increase the risk of Type II errors and po-
tentially obscure meaningful patterns (Rothman, 1990), our
interpretation of findings instead focuses on identifying
consistent results across tests. In line with current
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recommendations to move beyond dichotomous signifi-
cance testing (Cumming, 2014), this approach relies less on
the statistical significance of any single coefficient and more
on the overall pattern of effects. We also report all results
transparently so that readers can evaluate the evidence for
themselves (Simmons et al., 2011). Taken together, this
approach allows for a more holistic understanding of the
findings, while still guarding against over-interpreting
isolated results that do not fit within a broader, coherent
pattern. Even so, readers should bear in mind that, in the
absence of any true effects, approximately one of the 15
intervention interactions (five skill domains % interactions
of time with domain nominated, challenges accepted, and
challenges completed), as well as one of the 21 hypothe-
sized skill-outcome associations, would be expected to be
statistically significant at the o = .05 level by chance alone.

Transparency and openness

The design, hypotheses, and planned analyses were pre-
registered at https://osf.io/cfyqS/, and we follow JARS
(Appelbaum et al., 2018). Sample size was selected based
on power analyses and previous research, which generally
suggests small volitional change effects over time (Hudson
etal., 2020), as well as small to large relations between SEB
skills and outcomes (Soto et al., 2024). In the standardized
correlation metric, the present sample size provides sta-
tistical power of .80 to detect true effects of p = .13, and
power of .95 to detect effects of p = .16. Moreover, Monte
Carlo simulations (k¢ = 1000 per domain) based on the
present study design and observed results from a previous
mega-analysis (Hudson et al., 2020) suggest power of 94%,
58%, 42%, 12%, and 7% to detect volitional change in-
teractions equivalent to those observed for Big Five
emotional stability (equivalent to Cohen’s d = .15), ex-
traversion (d = .12), conscientiousness (d = .08), agree-
ableness (d = .04), and openness to experience (d = .03),
respectively, in that analysis. Thus, the present research was
well powered to detect small-to-medium-sized main effects
and interactions, but underpowered to detect some very
small interactions.

Data were analyzed using IBM SPSS Statistics, version
29. De-identified data, analytic code, materials, and sup-
plementary tables are publicly available at https://osf.io/
x3zjw/.

Results

Can a behavioral challenge intervention facilitate
SEB skill development?

Our first set of preregistered analyses tested whether par-
ticipating in the behavioral challenge intervention helped
people improve their perceived SEB skills. To investigate
this, we fit a series of MLMs that nested timepoints within
individuals. Specifically, for each SEB skill domain, we
predicted an individual’s current skill level from their
gender; age at the beginning of the study; time within the
study; whether they nominated that skill domain as a focus
for development; the mean weekly number of behavioral
challenges that they attempted to complete for that domain

during the intervention; the mean weekly number of these
challenges that they successfully completed; interactions of
time with domain nomination, number of challenges at-
tempted, and number of challenges completed; and fixed
and random intercepts. This approach parallels a conceptual
model in which practicing skill-relevant behaviors accu-
mulates over time, thus predicting gradual skill change.'

The coefficients from these analyses are presented in
Table 2. Additional results (including standard errors, p-
values, and results without demographic controls) are
presented in Supplemental Table S3. The key coefficients in
these analyses are the interactions of time with aspects of
the behavioral challenge intervention. These coefficients
indicate whether the perceived development of each skill
was either helped (as indicated by positive interaction
coefficients) or hindered (as indicated by negative inter-
actions) by nominating a particular skill domain for de-
velopment (time X domain nominated for change),
accepting behavioral challenges for that domain (time x
mean weekly challenges accepted), and successfully
completing these challenges (time x mean weekly chal-
lenges completed).

The results of these analyses suggest that the inter-
vention facilitated volitional skill development for four of
the five SEB skill domains. Specifically, nine of the 15
interactions between time and aspects of the intervention
were statistically significant (as compared with less than
one of 15 interactions that would be expected to be sig-
nificant by chance alone). The overall pattern was that (a)
nominating a domain for intervention positively predicted
change, (b) successfully completing many challenges re-
lated to a domain positively predicted change, and (c)
accepting—but failing to complete—many challenges re-
lated to a domain negatively predicted change. Each of
these interactions was statistically significant for three of the
five skill domains, although the specific pattern of signif-
icant interactions varied somewhat across domains.

As one example, for social engagement skills, the sig-
nificant positive interaction of time with domain nomina-
tion (b = .186, p = .010) indicates that individuals who
focused on this domain perceived larger improvements in
their social engagement skills over time than did those who
focused on other domains. Moreover, the small, non-
significant interactions of time with number of behavior-
al challenges attempted and completed suggest that this
effect generalized across individuals who successfully
completed few or many weekly challenges.

To illustrate these effects, Figure 1(a) shows model-
predicted skill levels for three hypothetical individuals:
an intervention non-participant who did not nominate
social engagement skills as a focus for development (and
therefore did not accept or complete social engagement
challenges); an unsuccessful intervention participant who
nominated this domain for development and accepted an
average number of challenges each week, but did not
successfully complete these challenges; and a successful
intervention participant who nominated this skill domain
for development, accepted an average number of challenges,
and successfully completed these challenges at a high rate
(i.e., 1.5 times the average success rate). This figure shows
that relatively successful and unsuccessful intervention
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Table 2. Effects of the behavioral challenge intervention on perceived social, emotional, and behavioral skill development.
Self-management  Social engagement Cooperation Emotional resilience Innovation
Skills Skills Skills Skills Skills
Intercept .067/.067 213%.212% .095/.112 221%/.222% .002/.020
[—.082, .217] [.066, .361] [-.022, 211]  [.068, .375] [—.114,.119]
Gender .149/.154 —.202/-.202 —.110/—.113 —427%/-.415% —.162/-.176
[—.061, .359] [—.415,.010] [-.322,.103] [—.634, —.219] [—.366, .043]
Age .076%1.07 I* .048/.048 .028/.026 .024/.034 .085%/.084*
[014, .137] [—.014,.110] [-.033,.089] [—.034,.083] [.026, .143]
Time within the study —.013/-.092 165%.169* —.101%/-.154%  .083/.057 231%#/.236*
[—.113, .087] [.077, .253] [—.178, —.024] [—.020, .186] [.166, .297]
Domain nominated for change —.376%/—.380%  —.474%/—.473* —.069/—.117 —.255%/—.262* —.147/-209*
[-.555, —.196] [—.692, —.256] [-.273,.135] [—.441, —.069] [—.332, .038]
Mean weekly challenges accepted —.368%/—.366%  —.170/—.161 —.187/—.160 — N 77*%/—.169* —.186%/—.185*
[-.562, —.174] [-.397, .056] [-.451,.076] [—.341, —.013] [—.349, —.023]
Mean weekly challenges completed 319%.316* .183/.179 .187/.171 .158%/.160* .167%/.180%*
[.133, .504] [—.027, .393] [—.062, 436] [.009, .306] [.012, .321]
Time x domain nominated for change .021/.165 .186%/.208 .118/.255 .I51%/.210 .189%/.237
[—.136, .179] [.045, .328] [—.092, .328] [.013,.290] [.014, .364]
Time X mean weekly challenges —.236%/—.300%  .004/—.071 —.013/—-.084 —.223%/—.282* —.121%/—-.079
accepted [-.364, —.108] [—.140, .149] [-.205, .179]  [-.326, —.119] [—.204, —.038]
Time x mean weekly challenges .267%/.282%* .015/.073 .022/.071 274%1.267* .080%/.045
completed [.146, .387] [—.124, .154] [—.146,.189]1 [.173, .375] [.002, .158]

Note. *p < .05. Values before the forward slash are coefficients from MLMs with fixed slopes, with 95% confidence intervals in brackets. Values after the
forward slash are coefficients from MLMS with fixed and random slopes. Additional results are reported in Supplemental Table S3. Gender was coded as 0.5 =
female, —0.5 = male. Age in years at the beginning of the intervention was centered at 20. Time within the study was scaled to range from 0 to |. Domain
nominated for change was coded as | = domain nominated, 0 = domain not nominated. All other variables were standardized across the full sample.

participants both improved their social engagement skills
faster than did intervention non-participants.

As illustrated in Figure 1(b), self-management skills
showed a somewhat different pattern of intervention
effects. For this domain, the interaction of time with
domain nomination was modest and non-significant.
However, the positive interaction of time with number
of behavioral challenges completed (b = .267, p <.001)
indicates that individuals who followed through by
successfully completing challenges perceived larger skill
gains than did those who completed fewer challenges. By
contrast, the negative interaction of time with number of
challenges accepted (b = —.236, p <.001) indicates that
accepting—but failing to complete—many challenges
hindered perceived skill development.

As illustrated in Figures 1(c) and 1(d), emotional re-
silience and innovation skills showed intervention effects of
both domain nomination and behavioral challenges. That is,
individuals who focused on these domains tended to show
greater perceived skill gains than did those who focused on
other domains (emotional resilience b = .151, p = .033;
innovation b = .189, p = .035), and these gains could be
further accelerated if they successfully completed many
behavioral challenges (emotional resilience b = .274, p <
.001; innovation b =.080, p =.045). As shown in Figure 1(e),
only cooperation skills did not show any significant inter-
vention effects. Overall, then, the results presented in Table 2
and Figure 1 indicate that a behavioral challenge intervention
can facilitate the perceived development of many social,
emotional, and behavioral skills.> The pattern of significant
and non-significant intervention effects varied somewhat
across skill domains, but we caution against over-interpreting
these differences without additional evidence.

Exploratory analyses including random slopes

As an alternative, exploratory approach, we also fit models that
included a random slope for the effect of time within the study.
This approach allows for the modeling of individual differences
in skill development during the intervention. However, modeling
these individual differences also introduces additional com-
plexity and uncertainty, especially with multiple predictors and
variability in the number of time points per participant, which
can therefore reduce statistical power (Matuschek et al., 2017).

Coefficients from these exploratory random slope
models are also reported in Table 2, and additional results
(including standard errors, p-values, 95% confidence in-
tervals, and results without demographic controls) are re-
ported in Supplemental Table S3. Compared with the results
of the preregistered analyses described above, adding
random slopes generally increased the strength of the in-
tervention effect coefficients (from a mean of .128 to a mean
of .175 across the 15 key interactions). However, fewer of
these effects were statistically significant, reflecting the
random slope models’ greater complexity and uncertainty.
Synthesizing the results of the preregistered and exploratory
models (including models both with and without demo-
graphic controls), the effects of accepted challenges and
completed challenges on changes in self-management and
emotional resilience skills were most robust across ana-
lyses. Thus, these intervention effects should be considered
most robust to the inclusion vs. exclusion of random slopes.

Are SEB skill gains linked with positive life outcomes?

Our second set of preregistered analyses tested whether
perceived gains in social, emotional, and behavioral skills
were linked with positive changes in life outcomes,
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95% confidence bands.

including 21 hypothesized skill-outcome associations. To
do this, we fit an MLM for each combination of an outcome
variable with an SEB skill domain. Specifically, we pre-
dicted an individual’s current outcome level from their age;
gender; time within the study; between-person skill level
(i.e., skill level at the beginning of the intervention); within-
person skill changes (i.e., current skill level minus skill
level at the beginning of the intervention); and fixed and
random intercepts. This approach reflects a conceptual
model in which skill development gradually translates into
improved outcomes over time. As a robustness check, we

also fit a model for each outcome variable that included
between-person and within-person skill levels for all five
skill domains simultaneously (thereby controlling for
overlap between the domains).

The between-person and within-person effects of skills
on outcomes in these analyses are presented in Table 3.
Additional results (including standard errors, p-values,
confidence intervals, and results without demographic
controls) are presented in Supplemental Tables S5 to S8.
The key coefficients in these analyses are the effects of
between-person skill levels (which indicate skill-outcome
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Table 3. Effects of between-person differences and within-person changes in social, emotional, and behavioral skills on life outcomes.

Self-management Social engagement Cooperation Emotional resilience Innovation

Skills Skills Skills Skills Skills
Social status
Between-person differences .216%/—.003 .487%/.402% 351%L157* .329%.072 .202%/—.024
Within-person changes .103%/—-.012 .159%/.082* .133%/.063* .138%.051 .144%/.065*
Friendship quality
Between-person differences .194%1.060 .219%.076 357%.301* .196%/—.003 .140%/—.008
Within-person changes .206%/.137* .086*/—.073* .208%/.163* .128%.018 .125%.018
Civic engagement
Between-person differences 376*.157* 574%/.433* .353%.040  .356%/—.042 476*/.265*
Within-person changes .274%/.083* .353%/.204* .243%/.057  .188%/—.058 .364%/.228*
Activism
Between-person differences —.085/—.141* .044/.024 .032/.013 —.006/—.025 .196%/.228*
Within-person changes .035/.031 .045/.051 .005/—.016 .022/.008 —.003/-.032
Informal helping
Between-person differences .200*/.105* .272%/.202* .208%/.081 .155%/—.043 .155%.031
Within-person changes 151%.041 .137%.010 .144%1.052  .173%.077 .188%/.110%*
Volunteering
Between-person differences .118%.050 .1 14%/.045 206%.175%  .120%/.021 .022/—-.076
Within-person changes 113%.075% .098%/.043 .070%/.013  .092%/.034 .067%/—.007
Academic engagement
Between-person differences .404%/.275% .248%/.049 229%/—.017 .404%/.224* 272%/.106*
Within-person changes .248%.209* .144%1.017 .136%.007  .175%/.082%* 122%/—-.012
Exercise
Between-person differences 217%/.140%* 197%.143% A52%.037  221%.114 0l14/—.121*
Within-person changes —.003/—-.066 015, 116% .035/—-.009 .049/.016 .050/.014
Physical health
Between-person differences 303%.191* .240%/.124* .172%.001 .367%.272% .007/—.184*
Within-person changes .097%/.009 .109%.017 .122%/.048  .147%.101* .110%.022
Mental health
Between-person differences .347%/.105* 407%/.213* .242*%/—.056 .609*/.522% 125%
—.138%
Within-person changes .136%/—.026 .197%/.045 .182%.037  .328%.290%* 175%.032
Affective well-being
Between-person differences 353%.177* .364*/.208* 194%/—.079 .483*/.361* A07%
—.107*
Within-person changes .215%.060 .236%/.062 215%.037  .315%/.223* .220%/.059
Life satisfaction
Between-person differences .282%/.061 .387%.247* .208%/—.064 .530%/.438* A 14%
—. 4%
Within-person changes .077%/—.031 .134%.056* .106%1.033*%  .184%/.143* A21%.041%

Note. *p <.05. Coefficients from MLMs that include each skill domain individually are left of the forward slash; coefficients from MLMs that include all five skill
domains simultaneously are right of the forward slash. Exact p-values and 95% confidence intervals are reported in Supplemental Table S5. Hypothesized skill-
outcome associations are italicized, and skill-outcome associations that were statistically significant in the same direction across all analyses are printed in

boldface. All effects control for gender, age, and time within the study. SEB skills and life outcomes are standardized across the full sample.

relations at the beginning of the study), and especially
within-person skill changes (which indicate whether
changes in SEB skills were linked with changes in
outcomes).

When skill-outcome links were analyzed individually,
the between-person effects indicated that, for 20 of the 21
hypothesized skill-outcome links, individuals with higher
perceived skill levels at the beginning of the study tended to
experience more positive life outcomes. Even more im-
portantly, the within-person effects indicate that, for 19 of
the 21 hypothesized links, individuals who improved their
perceived skills over time also tended to attain more pos-
itive outcomes.”

However, these skill-outcome links might not be robust
to controlling for overlap between the skill domains
themselves, or may not be specific to the initially hy-
pothesized associations. To help address these possibilities,
our robustness checks indicated that a total of 14 skill-
outcome links were positive and statistically significant at
both the between-person and within-person levels across all
four sets of analyses (i.e., when analyzing skill domains
individually or simultaneously, and including or excluding
demographic controls). Specifically, higher initial levels
and subsequent increases in perceived self-management
skills predicted greater academic and civic engagement;
social engagement skills predicted greater social status,
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civic engagement, exercise, and life satisfaction; coopera-
tion skills predicted greater friendship quality and social
status; emotional resilience skills predicted greater physical
health, mental health, affective well-being, life satisfaction,
and academic engagement; and innovation skills predicted
greater civic engagement. Twelve of these 14 robust skill-
outcome links were included in our set of preregistered
hypotheses. The other two involved measures of physical
and mental health, for which we did not preregister any
hypotheses because they had not been included in previous
research using the BESSL* Taken together, these results
indicate that perceived gains in social, emotional, and
behavioral skills were often linked with corresponding
gains in relevant life outcomes, and that the most robust
links closely mirrored our preregistered hypotheses, while
also suggesting two new additions to the nomological
network of SEB skills.

Discussion

The present research addressed two main questions. First,
can a behavioral challenge intervention facilitate the de-
velopment of social, emotional, and behavioral skills? We
found intervention effects for four major skill domains. In
general, individuals who nominated a domain as a focus for
development perceived larger skill gains than those who did
not. Moreover, those who successfully completed many
behavioral challenges perceived even greater improve-
ments. By contrast, individuals who accepted—but failed to
complete—many challenges perceived less positive skill
change.

Second, are gains in perceived skills linked with positive
life outcomes? Yes. For almost all the hypothesized skill-
outcome links, individuals who began the intervention with
high skill levels experienced more positive life outcomes,
and those who subsequently improved their skills attained
even more positive outcomes. Most of these skill-outcome
links remained robust even when controlling for demo-
graphic variables and overlap between skill domains.

Conceptual and practical implications

The present research has broader implications for re-
searchers, practitioners, and policymakers. Most obviously,
our findings provide initial support for the effectiveness of a
behavioral challenge intervention for improving social,
emotional, and behavioral skills, and indicate that perceived
skill gains are linked with positive life outcomes. These
findings go beyond previous work in multiple ways. First,
previous research has found that SEL programs tend to be
more effective for children and early adolescents than for
older adolescents and adults (Durlak et al., 2011, 2022;
Kautz et al., 2014; Yeager, 2017). By contrast, the present
intervention predicted changes in SEB skills among young
adults. Its effectiveness with this population may reflect the
considerable degree of agency and choice afforded to
participants. Each participant was free to nominate the skill
domains that they most wanted to change, and to select each
week from a variety of behavioral challenges related to their
target skills. These choices may have encouraged partici-
pants to buy into the intervention, more so than a fixed SEL

curriculum delivered by a teacher or other authority figure
(Yeager, 2017). This intervention holds promise for
reaching adolescent and adult populations that have proven
resistant to classroom-based programs.

Second, research on SEL interventions has largely fo-
cused on structured programs delivered in person. Such
programs typically require schools or other organizations to
invest considerable staff and learner time for training and
implementation. They can therefore be costly to deploy,
especially at large scale. By contrast, the intervention tested
here was administered remotely and flexibly. Participants
only needed an internet-enabled device and an email ac-
count. Moreover, the flexible timing of the intervention
allowed participants to follow their own schedule. Thus, in
many settings this intervention could be deployed at scale
with little or no cost.

Third, previous work on volitional change has focused
on personality traits, whereas the present research adapted
this approach to target SEB skills (Hudson et al., 2019;
Hudson & Fraley, 2015; Stieger et al., 2021, 2024). Al-
though previous work has found some encouraging results
regarding trait change, a behavioral challenge approach—
which encourages participants to practice enacting specific
behaviors in specific situations—may be even better suited
for developing SEB skills. This is due to the general im-
portance of deliberate practice and feedback for improving
skills of all kinds (Ambrose et al., 2010; Bandura, 1997;
Ericsson et al., 1993; Hattie & Timperley, 2007), as well as
the intuition that it may be more desirable, feasible, and
impactful for people to improve their skills than to change
their traits (Feraco et al., 2025). The present study provides
some initial support for this hypothesis. However, it is the
first of its kind to test a behavioral challenge intervention
targeting SEB skills rather than personality traits, and more
research is clearly needed. For example, future work could
directly compare the effects of volitional change inter-
ventions framed in terms of skill development vs. trait
change on participants’ motivation, engagement, devel-
opment, and outcomes. Such work could also investigate
whether people’s beliefs about the desirability, feasibility,
and potential impact of skill development moderate the
effects of behavioral challenge interventions.

A final implication concerns links between SEB skills
and life outcomes. An appealing aspect of SEB skills is the
intuition that improving people’s skills could also improve
their quality of life (Casillas et al., 2015; Duckworth et al.,
2007; Farrington et al., 2012; Kautz et al., 2014; Nagaoka
et al., 2015; National Research Council, 2012; OECD,
2015). Previous research has found associations between
SEB skills and life outcomes (Feraco et al., 2024; Feraco
et al., 2024; Postigo et al., 2024; Sewell et al., 2023; Soto
et al., 2022; 2024; Yoon et al., 2024; Ringwald et al., in
press), but much of this work has used cross-sectional
designs that cannot test whether changes in skills are
linked with changes in outcomes. Research on SEL
programs has also shown associations with positive
student outcomes (Durlak et al., 2010,2011, 2022; Taylor
et al., 2017). However, this work has been criticized for
failing to consistently test whether changes in skills
predict changes in outcomes (Ura et al., 2020). By
contrast, the present research indicates that gains in
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perceived skills over time were linked with positive
changes in outcomes including social relationships, ac-
ademic and civic engagement, health, and well-being.
Skill-focused interventions may therefore promote both
skill development and broader positive outcomes.

It is also important to consider the practical signifi-
cance of these findings. The observed magnitudes of the
intervention effects on perceived skills, which ranged
from approximately .10-30 standard deviation units,
would conventionally be characterized as modest.
However, several considerations suggest that these ef-
fects are meaningful and practically significant. First, the
magnitudes of these changes are similar to, or greater
than, the effects typically observed in previous studies of
volitional change interventions (e.g., Hudson et al., 2019;
Stieger et al., 2021), and comparable to the effects
sometimes observed in more intensive, therapist-led
clinical interventions (Roberts et al., 2017). Second,
small but steady gains in skills could continue to accu-
mulate over longer periods than the four months observed
here; indeed, successful participants in the present in-
tervention showed monthly rates of skill development
that were more than an order of magnitude faster than the
normative rates of personality change typically observed
across adulthood (Bleidorn et al., 2022). Third, even
modest improvements in SEB skills can have cascading
effects on an individual’s life (Masten & Cicchetti, 2010).
As shown by the present results, changes in SEB skills
are linked with a broad range of positive outcomes. Thus,
even modest skill development could serve as an initial
catalyst for positive upward spirals, whereby skill de-
velopment leads to better outcomes, which then further
reinforce those skills.

Strengths, limitations, and future directions

The present research had some key strengths, including its
novel application of a behavioral challenge intervention to
SEB skill development, as well as its intensive longitudinal
design that tracked changes in both skills and outcomes
over time. However, this research also had limitations that
highlight important directions for future work. For example,
participants self-selected the SEB skill domains that they
wished to target during the intervention, which raises the
possibility of self-selection and demand effects on per-
ceived skill development (Corneille & Lush, 2023; Orne,
1962). Some previous volitional change research argues
against this interpretation. For example, individuals’ beliefs
about whether personality can change do not reliably
predict their self-reported changes during a behavioral
challenge intervention (Hudson et al., 2021). Similarly,
individuals who are misled about what personality char-
acteristic is being targeted by an intervention can still show
change on the characteristic that is actually being targeted,
rather than the one they believe is being targeted—at least
for some characteristics (Hudson, 2021). However, future
research using a randomized control group, random as-
signment to skill domains, or deception regarding the tar-
geted skill domains is needed to further test the role of self-
selection and demand effects during behavioral challenge
interventions.

A related limitation was that SEB skills and life out-
comes were both assessed through self-reports. This raises
the possibility that some skill-outcome links may be inflated
by shared-method bias (Podsakoff et al., 2012). We note
that many skill-outcome links were robust across analyses
that controlled for overlap between skill domains, as well as
demographic characteristics. Such findings argue against a
global self-efficacy or positivity effect whereby individuals
whose lives were going well simply reported higher levels
of all skills and outcomes. Moreover, previous studies have
shown relations of self-reported SEB skills with observer-
reported and objectively recorded outcomes (e.g., Breil
et al., 2022; Chen et al., 2024; Soto et al., 2023, 2024;
Yoon et al., 2024). However, future research using other
data sources is needed to replicate and extend the present
findings.

An additional limitation concerns the time scale and
persistence of observed changes. The present research
tracked participants for up to 16 weeks, and found changes
in both perceived skills and life outcomes across this period.
However, it is unknown whether these effects will be
sustained over longer periods of time. One recent study of
volitional trait change continued to find positive inter-
vention effects 1 year later (Stieger et al., 2024). Future
research can similarly investigate long-term effects of the
present intervention on skills and outcomes.

One other limitation concerns generalizability. The
present participants were all college and university students
in the United States. Future research can compare the effects
of behavioral interventions on skill development across
different populations such as younger students, adult
workers, and community samples, as well as in other
cultural contexts.

Beyond addressing these limitations, another notewor-
thy future direction is further exploring the possibility of
different intervention effects for different skill domains.
The present findings suggest that the importance of in-
tention and follow-through for volitional change may differ
across skill domains. For example, the results illustrated in
Figures 1(A) and 1(B) suggest that intention may be par-
ticularly important for developing social engagement skills,
whereas follow-through may be more important for de-
veloping self-management skills. This pattern raises the
broader question of whether pure intention effects (as in the
present case of social engagement skills) should be con-
sidered evidence of a successful intervention. This issue
parallels the well-established contrast between intent-to-
treat and treatment-adherence effects in clinical research
(Molero-Calafell et al., 2024). An intent-to-treat analysis
estimates the effect of being assigned to a treatment, re-
gardless of whether participants follow the protocol, thus
providing a practical estimate of a treatment’s real-world
impact. In contrast, a treatment-adherence analysis esti-
mates the effect of actually completing the treatment as
designed, thereby providing a clearer test of the treatment’s
hypothesized causal mechanism. In the present research, the
effects of nominating a skill domain for change are anal-
ogous to intent-to-treat effects, demonstrating that the act of
identifying a goal can itself be psychologically impactful.
By contrast, the effects of completing behavioral challenges
parallel treatment-adherence effects and thus test whether
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the process of practicing behaviors builds skills. Our view is
that both intention and implementation can constitute
successful intervention effects, because both goal-setting
and follow-through can meaningfully contribute to voli-
tional change—usually in tandem, but sometimes in iso-
lation. That said, we caution against overinterpreting
between-domain differences in intervention effects on the
basis of a single study, and future research is needed to
replicate these findings. If they prove robust (e.g., Hudson
et al., 2020), then additional work could investigate their
causes, consequences, and mechanisms.

Conclusion

The present research tested an intervention designed to
facilitate the development of social, emotional, and be-
havioral skills. Intervention participants set weekly be-
havioral challenge goals designed to practice particular
SEB skills, then evaluated their success in pursuing each
challenge goal. Our findings suggest that this intervention
promoted the development of four major skill domains:
self-management, social engagement, emotional resilience,
and innovation skills. Moreover, gains in perceived skills
over time were linked with positive changes in outcomes
including social relationships, academic and civic en-
gagement, health, and well-being. These findings provide
initial evidence that a low-cost, highly scalable intervention
can help promote SEB skill development.
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Notes

1. An alternative approach would be to analyze the number of
challenges accepted, number of challenges completed, and skill

changes, in terms of within-person weekly fluctuations. This
approach would test a different hypothesis: that each individual
shows larger skill gains during weeks in which they enact more
successful practice than during weeks in which they practice
less. However, this alternative approach would not be sensitive
to cases in which an individual steadily accumulates successful
practice, and therefore gradual skill gains, with little week-to-
week fluctuation in the rate of practice and skill gain.

2. For exploratory purposes, we also measured the Big Five
personality traits at each wave using the Big Five Inventory—2
short form (Soto & John, 2017). We then repeated these in-
tervention analyses with personality traits rather than SEB
skills as the outcome variables. In these analyses, we found
stronger effects of the behavioral challenge intervention on skill
development than on trait change (see Supplemental Table S4).
This might suggest that the behavioral challenge intervention
successfully targeted SEB skills rather than traits, or that skills
are more amenable to volitional change than are traits.

3. We also repeated these MLMs while including whether the skill
domain was nominated as a focus for change; the mean weekly
number of domain-relevant behavioral challenges attempted over
the course of the intervention; the mean weekly number of
challenges successfully completed; and all two-way interactions of
time, initial skills levels, and within-person skill changes with skill
domain nomination, number of challenges attempted, and number
of challenges completed as additional predictors, per our pre-
registration. The results of these analyses are presented in Sup-
plemental Tables S9 and S10. Very few of the interactions between
aspects of the intervention and time were statistically significant
(i.e., 25 of 360 possible interactions). We therefore refrain from
interpreting these additional interactions.

4. For exploratory purposes, we also conducted MLMs to ex-
amine between-person and within-person associations between
the Big Five personality traits and life outcomes (see Tables
S11 to S14). These results indicated that outcomes usually—
but not always—showed similar associations with corre-
sponding personality traits and SEB skills.
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