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ABSTRACT The present paper focuses on social and emotional learning, and highlights em-
pirical findings on its importance for teachers, students and schools. The importance of social 
and emotional learning in school settings has been a central focus of research for the last 30 
years. The development of teachers’ social and emotional competencies has been an essential 
factor for improving social and emotional learning of students. Only when teachers are able to 
create a school climate in which students feel included and welcome, students can develop and 
enhance their social and emotional competencies. In this paper, we outline the main conceptu-
al frameworks on social and emotional learning, emphasizing the CASEL framework, relevant 
for both young people and adults. We proceed by focusing on teachers’ social and emotional 
competencies, as teachers are one of the key figures for fostering and developing social and 
emotional competencies in school settings. Afterwards, we address the issue of development of 
teachers’ social and emotional competencies in various settings. The last part of the paper links 
teachers’ and students’ social and emotional competencies. We stress the importance of teach-
ers’ social and emotional competencies for healthy teacher-student relationships, and students’ 
well-being and academic achievement. As teachers also need support for the development of 
these competencies, we advocate for comprehensive school-wide approach, in order to ensure 
the successful implementation of social and emotional learning in classrooms.

Key words: social and emotional learning, teachers’ social and emotional competencies, teacher-
student relationships, teachers’ professional development.

This work was supported by the Erasmus+ KA3 programme, under the Grant 
Agreement number: 626137-EPP-1-2020-2-SI-EPPKA3-PI-POLICY, and is an 
outcome of the project HAND IN HAND: Empowering teachers across Europe 
to deal with social, emotional and diversity related career challenges (HAND:ET).

1. Introduction

Social and emotional learning (SEL) in schools has a long history, evolving from the 
early interest for social competencies and character education to the elaborated con-
temporary approaches and comprehensive frameworks that have expanded in recent 
decades (Cohen, 2006; Osher et al., 2016). Social and emotional development has 
been increasingly in the focus of both research and policy in education (Cefai et al., 
2018). The last two decades of research in social and emotional learning in schools 
indicate that social, emotional and cognitive development are intertwined and related 
to an array of academic and life outcomes (Jones et al., 2019). Research suggests that 
social and emotional competencies are fundamental for students’ academic perfor-
mance and completion at the post-secondary level, later occupational success and 
mental health, quality relationships and citizenship engagement in adulthood, while 
being inversely related to negative outcomes such as criminal behaviour and substance 
use (Domitrovich et al., 2017; Greenberg et al., 2017). 
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The importance of integrating social and emotional learning in schools has been re-
flected in a variety of recent education policy documents in the European Union. 
These documents recognize the improvement of students’ emotional, social and psy-
chological well-being and their academic achievement as equally important strategic 
educational goals (EU, 2017). The EU framework on key competences for lifelong 
learning proposes personal, social and learning to learn competence that integrates social, 
emotional and cognitive elements, such as the ability to reflect upon oneself, empa-
thize and constructively work with others, support one’s physical and emotional well-
being, and maintain physical and mental health. Further, this competence involves 
respecting the diversity of others, and the capacity to overcome prejudices and to com-
promise (Cefai et al., 2018). Recent policy documents of the European Educational 
Area focus on teachers and educators as well, considering their well-being as critical 
for their professional motivation and the quality of their teaching (EC, 2021). Social 
and emotional competencies are gaining more prominence internationally, as reflected 
in the OECD Learning Compass 2030. The document promotes core foundations 
as the fundamental conditions that enable learning. Three foundations are seen as 
particularly important: cognitive foundations, which include literacy and numeracy; 
health foundations, including physical and mental health and well-being; social and 
emotional foundations, including moral and ethics. This framework recognizes the 
role of social and emotional competencies, which include emotional regulation, col-
laboration, open-mindedness and engaging with others, in the individuals’ adaptation 
and engagement with their environments, including home, school and work. Further, 
it states that children and young people need to develop and internalise moral and 
pro-social principles and self-regulatory skills and behaviours, such as empathy, hon-
esty and treating others fairly (OECD, 2019).

Strong empirical evidence on the importance of social and emotional competencies for 
a number of educational and life outcomes promoted the area of social and emotional 
learning in schools into a priority issue worldwide, as reflected in a number of policy 
documents and initiatives. The literature in the field is, however, abundant with vari-
ous, often overlapping terms and concepts such as social and emotional learning, so-
cial and emotional skills, emotional intelligence, personal and social education, men-
tal health, social and emotional well-being etc. (Cefai et al., 2018; Monnier, 2015). As 
Jones and Doolittle (2017) argue, conceptual variation is a challenge in understanding 
and interpreting the evidence on social and emotional learning. Different conceptual 
frameworks can lead to different research questions, measurement issues, interven-
tions and evaluation strategies. It is therefore important to outline main theoretical 
positions and core concepts promoted in the literature about social and emotional 
learning.
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2. Conceptual frameworks on social and emotional learning

In their recent paper, Brown and Donnelly (2020) argue that there are three main 
conceptual approaches to the field of social and emotional learning: the skills and 
competencies approach, the morals and ethics approach, and the capital and identity 
approach. The conceptualizations behind the latter two approaches are beyond the 
scope of our competence-oriented overview. We are therefore focusing on the skills 
and competencies approach as a dominant paradigm with various frameworks that 
organize the social and emotional domain into categories. These categories, according 
to Brown and Donnely (2020), refer to three dimensions: 1) cognitive skills, such as 
self-awareness and social awareness, problem-solving and decision-making; 2) affec-
tive skills, such as emotional awareness and managing feelings, and 3) behavioural 
competencies, such as interpersonal skills, social intelligence and relationship skills. 
Cefai et al. (2018) propose a distinction between two core sets of competencies, ones 
related to Self (intrapersonal skills) and Others (interpersonal skills). 

Summarizing the research on social and emotional learning of children and adoles-
cents in schools, Jones and Doolittle (2017) provide a framework that integrates both 
cognitive as well as social and emotional processes. They organize social and emotional 
competencies in three categories: cognitive regulation, emotional processes, and social 
and interpersonal skills. While cognitive regulation refers to a set of traditional cogni-
tive abilities, such as problem solving and focusing attention, emotional processes are 
seen as the ability to recognize, express and regulate one’s own emotions and under-
stand the emotions of others. Social and interpersonal skills are conceptualized as the 
ability to interpret other people’s behaviour, effectively manage social situations and 
successfully interact with others.

The most prominent of the proposed frameworks is Collaborative for Academic, So-
cial and Emotional Learning (CASEL) that recently updated their widely recognized 
definition of social and emotional learning and competencies framework (CASEL, 
2020a, 2020b). CASEL defines social and emotional learning as the process through 
which people acquire and apply the knowledge, skills and attitudes to develop healthy 
identities, manage emotions, achieve personal and collective goals, feel empathy for 
others, establish and maintain supportive relationships and make responsible decisions 
(CASEL, 2020a). The framework outlines five broad, interrelated areas of social and 
emotional competencies: self-awareness, self-management, social awareness, relation-
ship skills and responsible decision-making (CASEL, 2020b). According to CASEL 
(2020b; see also Schonert-Reichl et al., 2017), self-awareness refers to the ability to 
recognize and understand one’s emotions, thoughts and values, as well as their influ-
ence on behaviour across contexts. This includes the capacity to assess one’s strengths 
and limitations, and having a strong sense of confidence and purpose. Self-manage-
ment implies having the ability to effectively regulate one’s emotions, thoughts, and 
behaviours in various situations, and to achieve goals and aspirations. This presumes 
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delaying gratification, managing stress, motivating oneself, and persisting in achieving 
personal and collective goals. Social awareness is the ability to understand the perspec-
tive of others and to empathize, including with others from diverse backgrounds and 
cultures. It assumes having the capacity to understand social norms, and to recognize 
family, school, and community resources and support. Relationship skills refer to the 
ability to establish and keep healthy and supportive relationships. These skills imply 
communicating clearly, listening actively, cooperating, negotiating conflict, navigat-
ing different social and cultural settings, providing leadership and seeking or offering 
help when needed. Finally, responsible decision-making is the ability to make construc-
tive and respectful choices about personal behaviour and social interactions, based on 
the realistic evaluation of different actions and the consideration of ethical standards, 
safety issues and social norms (CASEL, 2020b; Schonert-Reichl et al., 2017).

CASEL has become the organizing framework for the research in the field that has 
become increasingly complex and conceptually integrated in a larger social context 
and social priorities (Cohen, 2006). Following the introduction of CASEL, several 
models have been proposed that expand the existing framework to integrate social and 
emotional competencies into a broader array of social issues such as mental health, 
self-determination, transcultural competencies and transformative citizenship. 

Recognizing the increasing prominence of school mental health promotion in the 
global child health policy agenda, Cavioni et al. (2020) propose a model of mental 
health promotion in schools that integrates three lines of intervention: programmes 
focused on enhancing social and emotional competencies, programmes that promote 
resilience in children and interventions aimed at preventing emotional and behav-
ioural problems. Social and emotional learning of students thus appears as one of the 
three fundamental domains of mental health promotion in schools. In line with the 
observation that well-being of teachers has been largely overlooked in the existing 
conceptualizations of school mental health, the authors underline the importance of 
teachers’ own emotional health as a key element of the whole-school approach to the 
mental health promotion (Cavioni et al., 2020). 

Collie (2020) proposes a Social and Emotional School Model integrating a well-estab-
lished self-determination theory (Ryan & Deci, 2000) and the CASEL model of social 
and emotional competencies. According to this model, support for basic psychologi-
cal needs related to the social and emotional domain in schools reinforces social - 
emotional autonomous motivation, which in turn promotes socially and emotionally 
competent behaviours. Support for autonomy, competence and relatedness as basic 
psychological needs are in this model focused on a domain of social and emotional 
competencies. This underlines the importance of school environment that meets basic 
psychological needs for social and emotional competencies development.
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Jagers et al. (2019) use the CASEL framework to further expand the definitions of 
social and emotional competencies, advocating transformative social and emotional 
competencies that can better address existing inequities, promote social justice and 
critical citizenship. Recently, efforts have been made to integrate social and emotional 
competencies with intercultural ones in a framework that seeks connections between 
the two domains, recognizing that social and emotional competencies are a funda-
mental part of the intercultural ones (Nielsen et al., 2019). The next section focuses 
on teachers as one of the key figures for fostering and developing social and emotional 
competencies in school settings. 

3. Teachers’ social and emotional competencies

Along the lines of the described CASEL (2020b) model dimensions, Jennings and 
Greenberg (2009) describe teachers with high social and emotional competencies as 
self-aware, able to identify their own emotions, and use them positively to encourage 
others to learn. Such teachers are realistic in assessing their own capacities, strengths 
and weaknesses, particularly in the emotional domain. They are good in self-manage-
ment and can regulate their emotions and behaviours in a way that promotes a positive 
classroom climate, even in emotionally burdened situations. Furthermore, teachers 
with high social and emotional competencies are socially aware. They understand oth-
ers’ emotions and strive to establish and maintain supportive relationships. Moreover, 
they demonstrate prosocial values and care about the impact of their decisions on the 
well-being of others. They are also culturally aware, knowing that others’ perspectives 
may differ from their own, which can help them in resolving conflicts (Jennings & 
Greenberg, 2009). Apart from the concepts of social and emotional competence that 
were outlined in the work by Jennings and Greenberg (2009), the domain of teach-
ers’ social and emotional competencies also includes more generic constructs, such as 
empathy or broader-level self-efficacy beliefs, that may also affect teachers’ striving to 
form supportive relationships in the classroom (Cooper, 2004). Investigating the in-
terrelations between the more general constructs, Hen and Goroshit (2016) indicated 
that teachers’ emotional self-efficacy has a direct and indirect positive effect on their 
empathy and that this relationship is partially mediated by teaching self-efficacy. It is 
stressed that these findings support the idea of a larger domain of teachers’ social and 
emotional competencies, while indicating the relevance of enhancing teachers’ ability 
to regulate their emotions. 

Even though there is growing awareness of the importance of teacher’s SEL, this type 
of learning often remains neglected (Collie et al., 2011). According to Jones et al. 
(2013), most interventions to develop SEL and build a positive school culture focus 
on students, while teachers typically receive little training for supporting students’ 
social and emotional development, and little or no training for developing their own 
social and emotional competencies. Recent qualitative evidence suggests that even 
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teachers place little importance on their personal SEL (Rodriguez et al., 2020). Across 
a sample of teachers who completed cognitive interviews, the authors identified that, 
despite being aware of their own needs, teachers had to balance them with their stu-
dents’ needs. This shift of attention from themselves to students was something that 
teachers often did at the expense of their own mental health.

The overlooking of teachers’ SEL, combined with increasing demands and challenges 
of the teacher profession, can lead to adverse outcomes that take toll in both profes-
sional and personal lives of teachers, such as low job satisfaction (e.g. Vršnik Perše et 
al., 2020), stress (Collie et al., 2012), burnout (Oliveira et al., 2021b), etc. The find-
ings of Rodriguez et al. (2020) clearly demonstrated that teachers struggled to main-
tain a positive mental attitude both at work and at home. Further, the challenges of an 
increasingly demanding profession can be critical for new teachers who are prone to 
epistemological challenges and emotional exhaustion (Donahue-Keegan et al., 2019). 
In contrast, Carstensen and Klusmann (2021) showed that beginning teachers’ social 
competence negatively predicted emotional exhaustion, and that it might constitute 
an important predictor of their occupational well-being and early-career adaptation. 

Given their importance for the overall process of social and emotional learning in 
schools, teachers’ social and emotional competencies warrant more attention from 
school leadership, scholars and policy makers. In the next section, we focus on the 
development of teachers’ social and emotional competencies.

3.1. Development of teachers’ social and emotional competencies

Many people hold the assumption that teachers should be socially and emotionally 
competent by disposition, and that all teachers naturally possess fully developed social 
and emotional competencies (Jones et al., 2013; Oliveira et al., 2021a). Rather, these 
competencies, as it is the case with other competencies, should be developed through 
ongoing efforts in various settings, e.g. through careful interaction between teacher 
and students in everyday classroom encounters (Rodriguez et al., 2020), through spe-
cifically tailored interventions aiming at the development of teachers’ social and emo-
tional competencies (Jones et al., 2013), and through teachers’ delivery of the SEL 
programmes focused on students social and emotional competencies development 
(Domitrovich et al., 2016). At the same time, the development of social and emo-
tional competencies is greatly dependent on the context (Collie & Perry, 2019). For 
example, managing stress is an easier task in an environment that encourages learning 
compared to an environment that is overly critical. Thus, a supportive climate not 
only enhances teachers’ SEL, but also provides conditions for its effective use (Jones 
et al., 2013). Along these lines, it is recommended that teachers’ implementation of 
an SEL programme includes regular support by other experts who may give them 
constructive feedback on their performance (Buchanan et al., 2009). In doing so, 
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teachers may implement the programme with more ease, efficiency and integrity. Fur-
thermore, they can use opportunities for improvement when needed (Buchanan et al., 
2009). It is crucial that this kind of support is based on a collaborative relationship 
between teachers and fellow experts, e.g. other teachers, school psychologists, school 
counsellors, university researchers or others. Likewise, Nielsen et al. (2019) highlight 
the collaborative aspect of successful SEL implementation, and especially the fact that 
it cannot be reduced to the activities in the specific SEL programme. Instead, the au-
thors point to the central role of professional learning over time, whereby the balance 
between programme adaptation and fidelity might best be addressed by an adaptive 
curriculum emphasizing active forms of learning.

Professional learning programmes aiming at strengthening teachers’ social and emo-
tional competencies (e.g. those focusing on establishing and maintaining positive 
relationships with students, parents and colleagues, those empowering teachers for 
handling situations of intensive stress, disruptive student behaviour or conflicts etc.) 
are usually seen by teachers as highly beneficial, even more than subject-related and 
instruction-related trainings (Dorman, 2015). This is not surprising knowing that 
main stressors in the teaching profession are those pertaining to the social and emo-
tional domain (Oliveira et al., 2021b). At the same time, pre-service teacher educa-
tion tends to overlook both the comprehensive social and emotional development 
of future teachers, and their preparation for the promotion of these competencies in 
their prospective students (Cross Francis et al., 2019; Donahue-Keegan et al., 2019). 
Namely, upon a systematic examination of pre-service teacher education requirements 
and courses in the USA, Schonert-Reichl et al. (2017) concluded that few higher 
education institutions educate future teachers on how to enhance SEL of all students 
through everyday classroom practice. The authors point to a mismatch between what 
specific American states require teachers to know about SEL and what universities of-
fer them. Accordingly, in their study on teachers’ perceptions and practices regarding 
SEL in classrooms, Buchanan et al. (2009) revealed that more than a third of the re-
spondents reported not being satisfied with their current knowledge and skills related 
to SEL. Moreover, more than a third of the teachers from this study saw their current 
level of training as “somewhat” of a barrier to SEL implementation and around one 
third as a significant barrier, i.e. as a barrier that “very much applies”.

Jones et al. (2013) group in-service professional development programmes, designed 
to enhance teachers’ social and emotional competencies, into four categories: emo-
tion-focused training, relationship-building interventions, mindfulness and stress 
reduction, and SEL routines. The main idea of emotion-focused training is to em-
power teachers for enhanced emotional regulation that has potential to help them 
to cope with stress, frustration, and challenges of the teaching profession. Students 
learn by watching how teachers manage frustration, keep control of themselves and 
the classroom, remain focused even when distracted, and adapt tactics if necessary. 
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Relationship-building interventions are intended to foster positive teacher-student in-
teractions. Mindfulness and stress reduction approaches aim at assisting teachers to be 
more focused, more aware of the present moment, non-judgmental, more reflective, 
more responsive, and more flexible. This is achieved with a help of strategies such as 
deep breathing, yoga, and secular meditation. Finally, SEL routines refer to structures 
and routines that continuously remind and lead students and teachers in using SEL 
skills. Used in the everyday school context, routines are either structured activities 
(e.g. breathing techniques) or specific language (e.g. “I-messages”). In some cases, the 
school environments are arranged to encourage students, teachers and others to use 
SEL skills (e.g. via exposing them to posters or video material). Routines appear effec-
tive due to their consistent use throughout the day, with staff and students using them 
in the same way that they use other behaviours, such as raising hands prior to speaking 
in the classroom (Jones et al., 2013).

As evident, SEL interventions may come in different forms, many of which are quite 
easy to implement and inexpensive. These interventions have several common aims: 
to build emotional awareness, to promote reflection as a part of the daily practice, 
and to address teachers’ professional and personal stress (Jones et al., 2013). A recent 
meta-analysis revealed promising results of SEL interventions for teachers, particu-
larly in reducing teachers’ psychological distress and increasing well-being (Oliveira 
et al., 2021b). In line with these findings, Collie et al. (2011) found that support and 
promotion of SEL culture in schools, as well as comfort with and regular implementa-
tion of SEL in the classroom, are associated with greater teacher commitment. The 
authors suggested that a possible explanation may be that SEL support and promotion 
provide benefits to the whole school culture and that regular implementation of SEL 
positively influences teachers’ own well-being. The results of a related study (Collie 
et al., 2012) indicated that teachers’ comfort with implementing SEL was positively 
associated with teaching efficacy and job satisfaction, and negatively associated with 
the stress regarding students’ behaviour and discipline. It is assumed that teachers who 
are more comfortable implementing SEL interventions also have higher SEL compe-
tence and generally feel more comfortable in the classroom. Higher commitment to 
improving SEL capacities was positively associated with job satisfaction, but also with 
the stress concerning students’ behaviour and workload. The authors suggested that 
teachers committed to improving their SEL skills may experience stress because they 
feel that they lack these skills, which may be further exacerbated by growing pressure 
on teachers – coming from parents, the media and the government - to effectively 
implement SEL. Concerning job satisfaction, a possible explanation could be that 
improving skills in SEL may result with a sense of professional growth, which fosters 
teachers’ job satisfaction (Collie et al., 2012). The authors also highlighted practical 
implications of the finding that comfort with implementing SEL and commitment 
to improving SEL skills had opposite effects on stress, since it suggests that learning 
SEL skills may be stressful and difficult in the short-term. However, when confidence 



Sociologija i prostor, 61 (2023) 226 (1): 105-122

114

S 
o 

c 
i 

o 
l 

o 
g 

i 
j 

a 
 i

  
p 

r 
o 

s 
t 

o 
r

for implementing SEL increases, teachers may experience less stress, greater teaching 
efficacy and greater job satisfaction (Collie et al., 2012).

4. The role of teachers’ social and emotional competencies in students’ SEL 

Teachers are considered to be important emotional socializers (Poulou, 2017). Their 
SEL is therefore beneficial not only for themselves but also for their students’ well-
being and social and emotional competencies. Many of the theoretical frameworks on 
SEL outline three distinct but interrelated dimensions - the learning context, students’ 
SEL, and teachers’ SEL (Schonert-Reichl, 2017). As each of the dimensions influ-
ences and is influenced by the other two, every discussion about SEL should address 
all three dimensions. Along these lines, there is evidence suggesting that teachers are 
strong advocates of introducing SEL in schools. They agree that social and emotional 
competencies can be taught, that they bring benefits to children from diverse back-
grounds, and that they are related to many positive outcomes such as school attend-
ance, good academic results, graduation success, workforce readiness and citizenship 
skills (Bridgeland et al., 2013). Cross Francis et al. (2019) highlighted the role of 
teachers’ emotional support as perhaps the most influential for students’ well-being. 
Emotional support addresses students’ emotional needs by providing empathy, love 
and care and building trust which in turn predicts students’ subjective well-being, 
as well as their social, academic and emotional competencies. As the authors point 
out, this holds especially for underachieving students. Similarly, Shechtman and Abu 
Yaman (2012) concluded that students who received teaching with integrated SEL 
showed academic improvement, had greater motivation to learn and more favourable 
perceptions of classroom climate compared to their peers who were not involved in 
SEL. Poulou’s (2017) research also showed that emotional components of the teaching 
process, along with the teacher’s professional skills, had some impact on the minimiza-
tion of students’ emotional and behavioural difficulties. Following a similar rationale, 
Baroody et al. (2014) advocate the ‘responsive classroom’ approach – “instructional 
delivery and social–emotional learning intervention designed to provide teachers with 
skills needed to create caring, well-managed classroom environments that are condu-
cive to learning” (Baroody et al., 2014, p. 69). The authors suggest that the proposed 
approach fosters close student-teacher relationships. 

The interplay of teachers’ and students’ awareness of emotions in classroom was the 
subject of Arguedas et al. (2016) research, who analysed how specific teaching strate-
gies impact students’ motivation and learning practices. The study showed that stu-
dents’ awareness of their emotions in some situations helped them to adjust their 
behaviour, thus benefiting the group. Their achievement also improved with regard to 
their motivation, engagement and self-regulation (Arguedas et al., 2016). 
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For the successful transmission of SEL and its values in classrooms, teachers should 
have positive perceptions of and confidence in their own emotional competencies. 
As Poulou (2017) showed, teachers’ perceptions of their emotional intelligence were 
significantly correlated with their reports of closeness to students and perceptions of 
comfort with implementation of SEL, supporting Jennings and Greenberg’s (2009) 
model, which stresses teachers’ social and emotional competencies as important for 
healthy teacher-student relationships. Teachers’ beliefs and commitment in relation 
to SEL are important as they affect the quality of teachers’ implementation of SEL 
programmes. Moreover, as Brackett et al. (2012) pointed out, teachers’ commitment 
to SEL professional development may be critical to the effective implementation of 
SEL programmes in schools. This is so because teachers are the main deliverers of SEL 
programmes, whose commitment to learning about SEL can influence both their abil-
ity to implement SEL and to model related skills in children (Brackett et al., 2012). 
Other related factors that may impact the implementation of SEL programmes in 
schools are teachers’ beliefs about the importance of SEL for students’ academic suc-
cess, their comfort-level in implementing SEL programmes, as well as the extent to 
which one feels that the school culture supports social and emotional learning. Based 
on these theoretical premises, Brackett et al. (2012) developed an instrument for as-
sessing teacher beliefs about SEL. The instrument included three independent scales 
addressing a sense of confidence in teaching SEL (Comfort), a desire to participate 
in training and teaching SEL (Commitment), as well as schoolwide support to SEL 
(Culture). Reflecting on the practical value of their instrument, the authors conclude 
that scores on each of the scales could affect the type, timing and amount of train-
ing teachers need when participating in an SEL programme (Brackett et al., 2012). 
The conceptualization offered by Brackett et al. (2012) implies that positive attitude 
towards the development of students’ social and emotional competencies is essen-
tial, but insufficient for the successful SEL in schools. Adequate learning context and 
teachers’ social and emotional competencies are necessary prerequisites for the success-
ful development of social and emotional competencies for all students. 

It is therefore important to support teachers in further development of their social 
and emotional competencies in order to ensure the successful implementation of SEL 
in classrooms. Some authors, like Baroody et al. (2014) and Jennings and Greenberg 
(2009), stress the role of school principals and school psychologists, who could help 
by supporting teachers to develop their practice and confidence for using SEL with 
students. Just as students depend on their teachers to provide safe and supportive 
classrooms using effective classroom management, teachers depend on their colleagues 
to create the school environment that is supportive of SEL. For this reason, Tan et al. 
(2021) advocate for comprehensive school-wide approach, as it promotes school cul-
ture that fosters positive behaviours, mutual support between all actors and enhances 
the feeling of belonging, for students and teachers as well.
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The whole-school approach that fosters SEL follows the proposed three dimensions 
of SEL in schools (Schonert-Reichl, 2017), as it stresses the learning context as well as 
students’ and teachers’ SEL. Our position is also in line with the research stressing the 
importance of SEL development in teachers in order to care about their own personal 
and professional well-being, well-being and academic achievement of their students, 
and also to enable teachers to create safe and supportive school and classroom environ-
ment for their students.

5. Conclusion

The paper provides an outline of core concepts related to social and emotional learn-
ing in schools, and an overview of empirical findings on the benefits of SEL. Recent 
policy documents in both the European Union and globally underline the importance 
of social and emotional competencies for the successful life-long learning and well-
being, promoting social and emotional learning into a priority area of learning for all. 
The most prominent theoretical model of social and emotional competencies has been 
Collaborative for Academic, Social and Emotional Learning (CASEL), providing an 
integrative theoretical framework for the growing body of empirical research on the 
role of social and emotional learning in schools. The empirical evidence on the impor-
tance of teachers’ role in social and emotional development of their students has been 
particularly highlighted. However, the research on social and emotional competencies 
of teachers and their importance for teachers’ own mental health has been develop-
ing only recently, with promising results underlining the need to foster whole-school 
approach to social and emotional learning. In line with the existing evidence, we ad-
vocate further advancements in the field in both conceptual and empirical domains. 
Future research should strive for theoretical and conceptual clarity and capitalize on 
methodological advancements in the field to provide evidence on the most efficient 
ways of promoting SEL in schools. Considering all the positive effects that emerge 
from the development of teachers’ and students’ social and emotional competencies, 
reflected in professional, educational or personal arenas, we advocate for further sen-
sibilisation of educational policy on these topics. It implies that educational policies 
at national, regional and local levels should include social and emotional learning in 
professional education of future teachers, in-service learning for teachers, as well as 
promote students’ SEL in schools from an early age.
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Sažetak

Ovaj se rad usredotočuje na socijalno i emocionalno učenje i ističe empirijske nalaze o njego-
voj važnosti za učitelje, učenike i škole. Važnost socijalnog i emocionalnog učenja u školskim 
okruženjima središnji je fokus istraživanja tijekom posljednjih 30 godina. Razvoj socijalnih i 
emocionalnih kompetencija učitelja bio je bitan čimbenik za poboljšanje socijalnog i emocio-
nalnog učenja učenika. Samo kada su učitelji sposobni stvoriti školsku klimu u kojoj se učenici 
osjećaju uključenima i dobrodošlima, učenici mogu razvijati i unaprijediti svoje socijalne i 
emocionalne kompetencije. U ovom radu iznosimo glavne konceptualne okvire o socijalnom 
i emocionalnom učenju, s naglaskom na CASEL okvir, relevantan i za mlade i za odrasle. 
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Nastavljamo usmjeravajući se na socijalne i emocionalne kompetencije učitelja, budući da su 
učitelji jedni od ključnih figura za poticanje i razvoj socijalnih i emocionalnih kompetencija 
u školskom okruženju. Zatim se bavimo pitanjem razvoja socijalnih i emocionalnih kompe-
tencija učitelja u različitim okruženjima. Posljednji dio rada povezuje socijalne i emocionalne 
kompetencije učitelja i učenika. Naglašavamo važnost socijalnih i emocionalnih kompetencija 
učitelja za zdrave odnose učitelja i učenika te za dobrobit i akademska postignuća učenika. 
Budući da i učitelji trebaju podršku za razvoj ovih kompetencija, zalažemo se za sveobuhvatan 
pristup na razini cijele škole kako bismo osigurali uspješnu implementaciju socijalnog i emo-
cionalnog učenja u razredima.

Ključne riječi: socijalno i emocionalno učenje, socijalne i emocionalne kompetencije učitelja, 
odnosi učitelj-učenik, stručno usavršavanje učitelja.


