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Abstract 

The implementation of Social and Emotional Learning (SEL) in higher 

education requires an understanding of the cultural and institutional factors that 

influence faculty motivation. This study examines cross-regional differences 

in teachers' perceptions of SEL support factors. A cross-sectional survey of 

187 higher education faculty across South Asia (India, Sri Lanka, Bangladesh) 

and Southeast Europe (Croatia, Serbia, Bosnia and Herzegovina) assessed five 

SEL dimensions: inclusivity, belongingness, competence, institutional peer 

support and teacher attitude. Multidimensional scaling analysis mapped 

perceptions across democratic classroom environments and teacher self-

efficacy dimensions. South Asian faculty demonstrated high SEL competency 

and positive attitudes, but they perceived low institutional support and a lack 

of democratic classroom environments. Results from Southeast European 

faculties indicate more democratic and inclusive classroom environments, but 

lower participation in SEL processes. Cultural factors, particularly power 

distance and individualism-collectivism orientations, significantly influenced 

perception patterns. Implementing SEL in higher education requires culturally 

sensitive approaches that address the distinct regional challenges. The results 

from South Asian higher education contexts showed a need for enhanced 

institutional support and democratic participation, while those from Southeast 

European settings require stronger community belonging initiatives. Thriving 

SEL ecosystems depend on coordinated efforts among students, faculty and 

institutions that are adapted to their respective cultural contexts. 
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1. Introduction 

In today's brisk yet interlinked world, the significance of social-emotional 

learning should be closely examined. SEL goes beyond traditional academic subjects and 

equips students with the essential skills to thrive in school, work and life. In this article, 

we will explore the undeniable role of teachers in integrating SEL into classrooms and 
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educational institutions and delve into the practical teacher perception of their 

preparedness for implementing SEL practices effectively. School-based social and 

emotional learning programs significantly improve students' social and emotional skills, 

attitudes, behaviour and academic performance, with an 11-percentile-point gain in 

achievement (Durlak et al., 2011). Several studies have report that social emotional 

competencies in students have resulted in positive social behaviors, reduced conduct 

problems, reduced emotional distress and improved academic performance (Mahoney et 

al., 2018; Cavioni et al., 2023; Djamnezhad et al., 2021). Embracing scientific knowledge 

from several disciplines such as psychology, neuroscience and social sciences, SEL has 

a reputable heritage. SEL encompasses essential competencies and attitudes students need 

to behave appropriately in social settings relating to collaboration and getting along well 

with others, emotion regulation skills, empathy, responsible decision-making and 

relationship skills. According to Berman (1997), these skills are fundamental to 'the 

development of social consciousness' and increase a nation's productivity. According to 

Oberle et al. (2016), there was a need for a model for SEL implementation in educational 

institutions that went beyond the four walls of the classroom. The authors introduced a 

model for SEL implementation based on the ‘Theory of Planned Action’ developed by 

the Collaborative for Academic, Social and Emotional Learning (https://casel.org/what-

is-sel/). Research shows that fulfilling their basic psychological needs in the learning 

environment influences students' academic, social and emotional development. 

Additionally, Self Determination Theory (SDT), developed by Ryan and Deci 

(2017), highlights the importance of understanding the motivation and goals underlying 

the teaching and learning of social and emotional skills. While SDT based interventions 

primarily target the school or classroom climate, they can also contribute to developing 

the core social and emotional competencies outlined by CASEL (Van de Sande et al., 

2024). The two main elements of the social-emotional learning framework are 

autonomous classrooms and individuals adaptable to the changing environment. Another 

recent publication by the OECD (2023) also pointed out the importance of active learning 

opportunities for teachers. A combination of the active promotion of SEL thought by 

educational institutions and ample learning opportunities for teachers on relevant topics 

provide a fertile ground for effective social and emotional education. Such initiatives 

boost teachers' self-efficacy and the use of innovative pedagogies and they help build 

quality relationships with the learners at universities. However, there are very few studies 

that examine the teachers’ social emotional competencies and how to cultivate the same 

in teachers who touch and impact the everyday lives of students. 

According to Durlak et al. (2011) a school that embraces SEL helps promote better 

teacher-student relationships, decreased classroom management challenges as well as 

reduced teacher-burnouts. To promote social emotional learning among students, 

educators should focus on their teacher competencies and create a democratic classroom 

environment that can be achieved by integrating social and emotional needs into 

instructional and classroom management strategies. Teachers with a strong understanding 

of social emotional learning competencies can easily incorporate these skills into their 

teaching; this, in turn, would help improve the student's understanding of the subject 

matter and make them feel more connected to their peers, teachers and universities. 

Furthermore, research shows that providing students with emotional regulation skills 

would improve their cognitive functioning (Harmon-Jones & Harmon-Jones, 2020). 

Additionally, social competency instruction significantly reduces risky behaviour such as 

delinquency and substance abuse. Stillman et al. (2018) also suggested that teachers had 

https://casel.org/what-is-sel/
https://casel.org/what-is-sel/
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a crucial role in promoting social and emotional learning among students. Teachers could 

foster positive relationships with their students by creating a safe and inclusive classroom 

environment, which is essential for developing social competencies. Through these 

relationships, teachers can assess and improve the quality of their interactions with 

students, ultimately enhancing student engagement. Teachers' understanding, 

endorsement and implementation of social and emotional learning are vital for promoting 

a positive classroom environment and facilitating students' social emotional growth 

(Jennings & Greenberg, 2009). The authors suggested a significant relationship between 

teacher burnout and social emotional competencies. They further spoke about various 

intervention techniques that could be beneficial in mitigating stress and promoting 

mindfulness. 

By integrating social and emotional needs into instructional and classroom 

management strategies, teachers can create motivating and safe environments where 

students feel connected to their peers, teachers and universities. Moreover, these 

environments have been shown to improve academic performance and attendance and 

reduce rates of emotional distress, violence, delinquency, substance abuse and risky 

behaviours. 

The pandemic devastated academic outcomes, just like it paralyzed all other walks 

of life. The impact of the pandemic on student social-emotional skills was detrimental, 

with many students grappling with increased feelings of isolation, anxiety and stress as a 

result of disruptions to their daily routines, social interactions and support systems 

(Chaturvedi et al., 2021). Teachers who significantly impact the lives of students can 

assist students in their academic journey by supporting their social emotional needs 

providing them with a safe space to express their feelings and concerns while helping 

them navigate through adversity. 

 

2. Comparative Analysis of SEL Programs Across Different Educational 

Settings 

The school leadership shoulders the responsibility of scaffolding improved 

learning experiences for the students through improved SEL competencies of their 

teachers. While, several researches have proved that structured racism often impacts the 

learning experience of minoritized communities, SEL competencies among teachers 

could help overcome negative experiences in the educational settings among the students 

from these minority communities. To support the SEL of students, teachers’ SEL 

competencies and capabilities must incorporate culturally responsive pedagogies that 

explicitly address the issues of race and justice (Legette et al., 2021). A study in China 

found that teachers' perception of SEL was moderate and female teachers with higher 

educational qualifications from private institutions supported SEL better than their male 

counterparts.  

Another pressing concern which calls for attention is the amount of importance 

awarded to cognitive aspects (memory-based education) versus the non-cognitive aspects 

(social-emotional skills) in the educational realm. Research evidences the divide between 

cognitive and non-cognitive components in the curriculum. At the same time, a significant 

chunk of focus is given to the cognitive (memory-based education) compared to the non-

cognitive aspects of learning (social/emotional learning skills). Majors et al. (2020) has 

proposed a paradigm shift through a new model to address the 'Emotional 

Literacy/Culture Competence Model' called 'Teacher Empathy'. This model is envisaged 

to help students and teachers improve academic performance, motivation, effective 
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behaviour regulation and management. According to the authors, the model would help 

reduce drop-outs by valuing the all-round development of the students. In addition to 

creating a supportive environment, teachers can implement social-emotional learning 

strategies and instruction to help students develop and strengthen their social-emotional 

skills, including emotional regulation, conflict management and decision-making skills, 

which are particularly crucial during periods of heightened stress and uncertainty. In 

doing so, teachers could foster resilience and help students navigate adversity, equipping 

them with essential life skills that extend beyond the classroom. 

 Today, caregivers, teachers and educators must support the students' social and 

emotional needs (Liberty, 2022) by understanding individualized students' needs and 

appropriately altering the learning strategies for students in the classrooms, contributing 

to the overall well-being and academic success of the learner community. The teacher-

student bonds go a long way in ensuring a student's success in life. A curriculum with 

embedded SEL would better support students' development needs. However, the success 

of such implementations could be better ensured if the teachers realize and understand 

the importance of their interactions with students and the impact it may create thereon. 

Researchers have used the prosocial classroom model to elaborate on the importance of 

teachers' social-emotional competencies, which are essential to creating and maintaining 

a classroom where the students feel connected and engaged. This research article 

investigates the teachers' perception of the SEL framework elements, viz., self-awareness, 

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

in the backdrop of individual self-efficacy and classroom autonomy in the teaching-

learning context.  

 

3. Theoretical Framework of the Study 

The authors were inspired by the theory of prosocial behaviour in the classroom 

(Jennings & Greenberg, 2009) to delve into the discussion of teacher social-emotional 

competency. The prosocial classroom model theory (Jennings & Greenberg, 2009) 

suggests that teachers' social-emotional competencies (SEC) are essential in developing 

an ecosystem where students feel protected, connected and involved in learning. The 

study also states that such competencies help teachers cope with the multiple demands of 

their job and avoid burnout. The model emphasizes the same competencies mirrored by 

(https://casel.org/what-is-sel/) that propose social-emotional competencies such as self-

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

decision-making. 

Given, that the teachers are vested with the charge of nurturing healthy students 

with strong social emotional competencies, this study aims at examining the teachers’ 

perception on their ability to do so. The researchers in the current study considered the 

teacher perception of five factors, viz., inclusivity, belongingness, competence, institution 

peer support and teacher attitude from the SEL framework. The teacher's perception of 

the five factors were mapped on a two-dimensional space labelled as one, classroom 

autonomy and two, teacher Self-efficacy. These factors were derived from the SEL user 

guide devised by Gehlbach and Moulton (Panorama Education, 2015). The constructs 

were adapted to suit the SEL needs of students in a higher-education context. A survey 

was conducted across South Asia and Southeast European regions, including India, Sri 

Lanka and Bangladesh, from the Asian subcontinent, while Croatia, Serbia, Bosnia and 

Herzegovina were from the West.   

https://casel.org/what-is-sel/
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The teachers' motivation to support social-emotional learning in the classrooms 

could be explained based on three categories of motivation theories: threat, drive and care. 

Threat motivation is a reflexive response inherently present in individuals who tend to 

protect themselves and their loved ones from mishaps. On the other hand, the drive 

motivation instils a spirit of competition and achievement orientation. At the same time, 

care motivation envisages nurturing instincts that enable individuals to create social 

bonds with immediate family and community (Goetz et al., 2010). Individual differences 

in teachers' ability to support the classroom's social-emotional ecosystem may vary 

depending on the predominant motivational system that may drive their behaviour 

(Basran et al., 2019). The motivational system also has an overarching impact on the 

leadership style of the concerned, with respect to their community interactions. Prosocial 

leaders may use cooperation, while coercive leaders may use threat and competition to 

ensure compliance from subordinates, while coercive leaders use threat and competition 

to lead their subordinates. Individuals led by coercive leaders experience a higher level 

of stress and fear at work. 

In contrast, individuals led by prosocial leaders have a motive of caring for and 

supporting one another (Basran et al., 2019). To connect the above theories to an 

educational context, the authors would like to draw the readers' attention to the unit of 

our analysis, the 'teacher' who, in a higher `educational institution, operates in an 

environment wherein he/she is expected to comply to the directions laid down by the 

institutional leadership as well as succumb to peer pressure exerted by the peer group 

members. Hence, both these entities influence a teacher’s strategies, which he /she adopts 

in the classroom.   

The literature review reveals that teachers possessing higher social-emotional 

competencies are more likely to achieve supportive teacher-student relations, develop 

desired classroom environments for learning and achieve better academic and social 

outcomes. However, several other factors may influence a teacher's strategies for student 

engagement. The researchers envisaged drawing a perceptual map in the backdrop of 

individual self-efficacy to support SEL and classroom autonomy provided by the 

leadership in the teaching-learning context. The researchers in the current study 

considered the teacher perception of five factors, viz., inclusivity, belongingness, 

competence, institution peer support and teacher attitude from the SEL framework 

answering the Research Question: Do teachers in Southeast Europe perceive SEL in the 

same light as their counterparts in South Asia? 

 

4. Research Methodology 

The study adopted a cross-sectional approach that combined exploratory and 

descriptive research designs to thoroughly investigate the teachers' approach to social-

emotional learning and their self-efficacy in supporting the emotional needs of the 

students. The study intended to perform a comparative assessment of Southeast European 

and South Asian higher education teachers' self-efficacy to support social-emotional 

learning in classrooms. Hence, teachers from countries like India, Sri Lanka and 

Bangladesh participated in the survey from the Asian subcontinent, while Croatia, Serbia, 

Bosnia and Herzegovina were part of the Southeast European survey. The wide and 

diverse spread of the survey would serve as an ideal setting for this study. 

The data was collected from South Asian and Southeast European countries. 

Based on the mean and standard deviations reported for the pilot data analysis, a sample 

size of 181 was determined for the study. Researchers collected 187 responses, which 
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were used for the analysis. The survey respondents included teachers in higher education 

institutions from various streams of study, such as engineering, technology, mathematics, 

humanities, business and social sciences. The teachers aged 23 to 60 years, working as 

lecturers to Deans of faculty, were considered for the survey. 
 

Table 1. Sample Survey Questionnaire (Exhibit 1) 

 

Competence 

You are confident that you can engage students who typically are not motivated 

You are confident that you can help your institution's most challenging students 

You are thorough with the content you need to teach 

You are confident that you can support your students' growth & development with respect to passion 

You are confident that you can support your students' growth & development with respect to social 

awareness 

You are confident that you can support your students' growth & development with respect to growth 

aspiration 

You are confident that you can support your students' growth & development with respect to self-

management 

You feel competent to support your students' social & emotional growth 
 

Attitude 

You Feel Effective at your work 

Your work matters a lot to you 

Your work is meaningful to you 

You are satisfied with your work right now 
 

Belongingness 

In terms of social emotional learning your institution has been supportive of your growth as a 

teacher 

Your institution values social emotional learning professional development opportunities 

Yours colleagues' ideas are helpful in improving teaching with respect to social emotional learning 

Social emotional learning professional development opportunities often help you explore new ideas 

Social emotional learning professional development opportunities are relevant to the content you 

teach 

You can individualize your development opportunities with respect to social emotional learning 

You learn a great deal from the institutional leadership on how to support students' social & 

emotional learning 
 

Inclusivity 

Teachers can increase the level of learning in the most difficult students as well 

Teachers can change their teaching style to suit the needs of a class 

Teachers can improve their implementation of teaching strategies 

Teachers can easily deal with dissatisfied parents  

Teachers can improve their classroom management strategies 

Teachers can easily enhance their knowledge about the subject they teach 

Teachers can easily improve the clarity of explanation of difficult concepts 

Teachers can easily change the way they relate to the most difficult students 
 

Peer Support 

Your colleagues at your college understand you as a person 

You feel connected to your colleagues in college 

Your colleagues respect you  

Your presence matters to your colleagues 

You feel a sense of belongingness to your college 
 

 

The study adopted the constructs for measuring the teachers' and staff's SEL and 

well-being proposed by the Panorama social-emotional learning survey developed by 

Moulton and Gehlbach (Panorama Education, 2015). The survey instrument was 

developed by adapting the original constructs to suit the higher education context. The 

critical indicators considered for the study included teachers' inclusivity, belongingness, 
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competence, institutional peer support and teacher attitude towards SEL. The survey 

instrument was distributed among the respondents after sensitizing them on the 

importance of social-emotional learning skills among individuals (both children and 

adults). 

Data was collected through online Google Forms for a survey adapted from the 

(Panorama Education, 2015) SEL survey. Data was collected over three months between 

January and March 2024. The researchers collected data from 187 teachers, which were 

taken for analysis. The analysis primarily involved statistical analysis using IBM SPSS 

23.0. 

 

5. Results Analysis and Discussion 

The data collected from different parts of South Asia and Southeast Europe were 

analysed using IBM SPSS software and the demographic statistics reflect the age, place, 

stream of specialization and roles of the teacher respondents who formed part of the 

survey. 
 

Table 2. Gender composition of the respondents 

 

Place 
Gender Total 

Male Female  

Southeast Asia 36 63 99 

Southeast Europe 37 51 88 

Total 73 114 187 

 

Source: Primary Data 

 

From Table 2, it may be observed that 61% of the respondents were females across 

regions. 
 

Table 3. Age of the respondents 

 

 
Region Wise_ age 

Total 
<25 25-35 36-45 46-55 >56 

Place 

South 

Asia 

Count 1 36 51 10 1 99 

% within Place 1.0% 36.4% 51.5% 10.1% 1.0% 100.0% 

% of Total 0.5% 19.3% 27.3% 5.3% 0.5% 52.9% 

Southeast 

Europe 

Count 4 14 30 20 20 88 

% within Place 4.5% 15.9% 34.1% 22.7% 22.7% 100.0% 

% of Total 2.1% 7.5% 16.0% 10.7% 10.7% 47.1% 

Total 

Count 5 50 81 30 21 187 

% within Place 2.7% 26.7% 43.3% 16.0% 11.2% 100.0% 

% of Total 2.7% 26.7% 43.3% 16.0% 11.2% 100.0% 

 

Source: Primary Data 

 

Table 3 shows that 53 % of the respondents belonged to South Asia and the 

majority of the respondents across the regions belonged to the age group of 36-45. 

Southeast Europe contributed 47% of the responses.  

Table 4 represents the stream of specialization that the teacher respondents 

belonged to. As reflected in the table, teachers from STEM and Business streams formed 

35.8% each of the total respondent’s sample. 
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Table 4. Area of respondents’ specialization 

 

Place 
Specialization 

Total 
STEM Social Science Business Humanities Arts 

South Asia 38 5 47 7 2 99 

Southeast Europe 29 23 20 15 1 88 

Total 67 28 67 22 3 187 

 

Source: Primary Data 

     

Table 5 describes the teachers’ roles. The majority of the respondents (40%) were 

assistant professors across regions, followed by senior-grade assistant professors (30%) 

and professors, who accounted for 19%. 
 

Table 5. Role of the respondents 

 

Respondents’ roles 

Region-wise Designation 

Total A.P. / 

Lecturer 

Senior 

Lecture

r 

Associat

e 

Professor 

Professor Dean 

P
la

ce
 

South Asia 

Count 63 27 3 5 1 99 

% 

within 

Place 

63.6% 27.3% 3.0% 5.1% 1.0% 100.0% 

% of 

Total 
33.7% 14.4% 1.6% 2.7% 0.5% 52.9% 

Southeast 

Europe 

Count 11 29 16 30 2 88 

% 

within 

Place 

12.5% 33.0% 18.2% 34.1% 2.3% 100.0% 

% of 

Total 
5.9% 15.5% 8.6% 16.0% 1.1% 47.1% 

Total 

Count 74 56 19 35 3 187 

% 

within 

Place 

39.6% 29.9% 10.2% 18.7% 1.6% 100.0% 

% of 

Total 
39.6% 29.9% 10.2% 18.7% 1.6% 100.0% 

 

Source: Primary Data 

 

A multidimensional scaling was attempted on the survey data to achieve a 

perceptual map of teacher respondents and ascertain the difference in their opinions 

across the two regions, viz., South Asia and Southeast Europe. Two critical indicators for 

identifying the model fit index in the multidimensional scaling technique Viz: R Squared 

value and Stress value. RSQ or R Squared value speaks about the goodness of fit; a score 

close to one represents a strong fit (Davison & Sireci, 2000). Stress refers to the goodness-

of-fit statistic. It shows the square root of the normalized squared inconsistencies between 

distances between points in the MDS plot and the smoothed distances predicted from the 

dissimilarities. Stress diverges between 0 and 1 and the values near 0 indicate a better fit. 

Stress value can also be explained as badness of fit as the higher the value, the worse the 

fit (Sturrock & Rocha, 2000). 
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The output of model fit indices would be presented first for the South Asian 

Teacher Perception, followed by the map and then the stimulus coordinates table. The 

stimulus coordinates table helps in identifying and profiling both dimensions.  
 

Table 6. Model Fit Indices - Teacher Perception in South Asia 

 

R Squared value Stress 

0.99198 0.05885 

 

Source: Primary Data Analysis 

 

The two values for identifying Model fit are the R R-squared value and Stress 

Value; the r-squared value is 0.99198, indicating a very good fit (Malhotra & Dash, 2015). 

The S Stress value of .05885 indicates a good fit (Kruskal, 1964).  
 

 
 

Figure 1. Mapping the Perception of South Asian Teacher Respondents 

Source: Primary Data Analysis 

 

The figure above represents the perceptual map of Teacher respondents from 

South Asia towards Social Emotional Learning.  

In the South Asian context, the teachers perceived belongingness to the institute 

and institution peer support as positive along the dimension 1 labelled democratic 

classroom environment. Teacher competency, inclusivity and attitude were perceived as 

low for the same dimension. While considering dimension two, labelled as teacher self-

efficacy, it was found that competency and teacher attitude were both viewed as positive, 

whereas institutional peer support almost coincided with the origin of dimension 2. 

Earlier studies have pointed out the need to make teachers aware of the need to have a 

positive attitude towards SEL to achieve positive student outcomes (Archambault et al., 
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2012). Research reveals that suitable social behaviour and emotional expression varies 

from region to region and essentially is dependent on the country's cultural norms and 

values (Wang & Zhang, 2020). Researchers have also mentioned group harmony and 

relatedness as core values in the South Asian context, evident in the South Asian map 

(Liew & Zhou, 2022); however, inclusivity is perceived as low. 
 

Table 7. Stimulus Coordinates for South Asian Teachers 

 

Sl No Attribute Dimension 1 Dimension 2 

1 Belongingness 1.1417 -0.2917 

2 Competency -1.8443 0.3527 

3 Institutional Peer Support 0.0568 -0.4983 

4 Teachers' Attitude -1.1757 0.0798 

5 Inclusivity 1.8215 0.3575 

 

Source: Primary Data Analysis 

 

Table 8. Model Fit Indices - Teacher Perception in Southeast Europe 

 

R Squared value Stress 

0.98261 0.06118 

 

Source: Primary Data Analysis 

  

The two values for identifying Model fit are the R R-squared value and Stress 

Value; the r-squared value is 0.98261, which indicates a very good fit (Malhotra & Dash, 

2015). The S Stress value of 0.06118 indicates a good fit (Kruskal, 1964). 
  

 
 

Figure 2. Mapping the Perception of Southeast European Teacher Respondents 
Source: Primary Data Analysis 

 

The above map displays the data spatially; the closer the attributes on the map are, 

the more similar they are. Table 8 presents the association between Teacher perception 

of SEL and each attribute perceived by the Southeast European respondents.  
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The first step is to identify the two dimensions of the map, which can be done 

based on the positioning of the attributes on the map. The dimensions are the basis upon 

which the respondents identify associations/disassociations.  
 

Table 9. Stimulus Coordinates for Southeast European Teachers 

 

Sl No Attribute Dimension 1 Dimension 2 

1 Belongingness 0.9425 0.5225 

2 Competency -1.7977 -0.284 

3 Institutional Peer Support 0.198 -0.663 

4 Teachers ‘Attitude -1.1902 0.4652 

5 Inclusivity 1.8474 -0.0406 

 

Source: Primary Data Analysis 

 

Dimensions were identified based on the attributes of extreme ends or loadings 

towards the dimension. On the positive end of dimension 1 lie attributes of 

Belongingness, Inclusivity and Institutional Peer Support and loading of .9425, 1.8474 

and 0.198, respectively. These are mostly related to a democratic teaching-learning 

environment (Stillman et al., 2018) beyond the teachers’ control and hence the dimension 

has been profiled as a democratic classroom environment. Competency (-1.7977) and 

teacher attitude (-1.1902) are the attributes on the opposing end. The second dimension 

is loaded with attributes such as teachers' attitudes and competency, which are loaded on 

the positive side. 

In contrast, attributes like inclusivity and peer support lie on the opposing side. 

These are related to more teacher self-efficacy to support SEL (Schonert-Reich, 2017). 

Hence, the second dimension was named teacher self-efficacy. 
 

Table 10. Mapping of Attribute Quadrants 

 

Attribute 
South Asia Southeast Europe 

Quadrants Quadrants 

Belongingness High, Low Low, Low 

Competency Low, High High, High 

Institutional-Peer Support High, Low Very High, Low 

Teachers' attitude Low, High Low, High 

Inclusivity Low, Low High, Very Low 

 

Source: Primary Data Analysis 

 

While looking at the Southeast European Map, the researchers noticed differences 

in teacher perception. Along dimension 1, labelled as a democratic classroom 

environment, the perception of institutional peer support, inclusivity and competency 

were high and mapped in positive quadrants. However, belongingness and attitude were 

found on the negative side of the dimension. While along dimension 2 labelled as teacher 

self-efficacy, the teachers' responses mapped to very high teacher competency and 

attitude were found on positive quadrants of the dimension; however, inclusivity, 

belongingness and institutional peer-support were mapped towards the negative side of 

the dimension 2. However, the map reflected a low belongingness perception and the 

same was plotted on the (low, low) quadrants of both dimensions. 

The maps in Figures 1 and 2 depict the teachers’ perception of the social-

emotional learning framework on a two-dimensional map. The two distinct multi-
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dimensional scaling maps (MDS) maps highlight the differences in regional perceptions 

of the classroom environment and teachers' self-efficacy in supporting the SEL needs of 

students. The socio-emotional climate of the classroom is set right by the teachers 

themselves. They may have to walk the extra mile to encourage classroom participation 

and collaboration to initiate discussions of SEL while presenting themselves as role 

models in the classroom. Democratic classroom settings where due attention is given to 

students’ choices and their voices are paid due consideration, all may be misfits in a 

hierarchical structure (Reitzug, 2003). Three important entities, viz., the students, 

teachers and the institution, are all equally responsible for establishing an ecosystem of 

teaching and learning based on democratic principles. 

In the South Asian context, teachers felt that the classrooms were far from 

democratic but perceived high teachers’ attitudes and competency to support students’ 

SEL needs. They perceived a greater need for inclusivity in the classrooms and perceived 

institutional support as low. On the contrary, the Southeast European Context respondents 

perceived classrooms as democratic and inclusive. However, the teachers perceived low 

belongingness towards these democratic classrooms and as well as to the SEL process.    

Being active listeners and sensitive to students' emotional, social and educational 

needs, teachers could help students become better academic performers and enable them 

to be stable, strong individuals. This study tries to draw the readers’ attention to the 

teachers’ disposition on SEL and their ability to promote it in classroom settings. Though 

earlier studies by NESET (2018) and Martinsone et al. (2022) concluded that SEL 

development led to increased prosocial behaviours and resilience, the SEL framework 

could be boosted in educational institutions only through a collaborative tri-party 

(students, teachers and institutions) involvement.  

Hofstede (2011) claimed that individuals acquired vocational cultures in school 

or organizational cultures were learnt on the job, in contrast to societal, national and 

gender cultures that could be attributed to childhood exposure. The author also opined 

that such experiences had a far deeper psychological foundation. General inclinations 

may favour particular situations over others, societal cultures are however rooted in (often 

unconscious) values (Hofstede, 2001). Instead, organizational cultures are found in 

(observable and conscious) behaviours: how individuals view the events that take place 

in their workplace. The results of the MDS clearly fall in line with Hofstede's assessment 

of India's significantly high power-distance index. This explains why teachers with high 

self-efficacy for SEL may find it difficult to apply democratic ideals while the results also 

revealed that schools in Southeast Europe are more inclusive and democratic, which is 

consistent with the region's generally lower PDI rankings (Minkov & Kaasa, 2022). 

Further it was also observed that different regions have different opinions on institutional-

peer support. Higher expectations for institutional-peer support may result from India's 

more collectivist culture, which could cause people to perceive “low” support when these 

expectations aren't fulfilled. Despite having democratic classrooms, Southeast European 

environments had lower teacher belongingness, which may be a reflection of the more 

individualistic cultural tendencies prevalent there. Despite less democratic classrooms, 

the results showing that Indian instructors have high SEL competencies are reflective of 

the effective cultural adaptation. Further research is necessary to understand the Southeast 

European contradiction of democratic classrooms but low belongingness. 
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6. Conclusion 

The results draw the attention of teacher training institutions and academic leaders 

towards the urgent need to develop social-emotional competencies among teachers by 

giving due attention to their social emotional competencies and their cultural background. 

The need to provide teachers with adequate autonomy in the classrooms would help 

support learner needs. Literature suggests that leadership styles for enacting prosocial 

behaviour and learning help build social-emotional competencies (SECs). A pro-social 

leader as was defined by Mahfouz et al. (2019) is one who possesses social emotional 

competencies, could handle stress and exhibit culturally appropriate behaviour. They are 

also capable of ensuring all staff, students, parents and community members felt safe, 

cared for, respected and valued. Guided by the Australian public’s concern to know how 

school leaders develop a caring community, Roffey (2011) stated that school leaders 

established strong ties with not only the school, but family and community resources 

reinforcing adult authentic behaviors like volunteering and individual sense of well-

being. Jones and Bouffard (2012), Thomas et al. (2019) have emphasized the importance 

of teacher SECs and the resultant student-teachers interactions leading to positive 

outcomes.  

Although many teacher education programs address some dimensions of teachers’ 

SEC, emphasizing the importance of SEC in promoting students’ SEL has largely yet to 

be included in these programs (Schonert-Reichl, 2017). There could also be a possibility 

of concerted efforts towards identifying factors detrimental to SEC building mechanisms 

and further leading to teacher stress. Then, steps may be taken towards rectifying them 

(Jennings et al., 2019). These include giving teachers more autonomy to respond to their 

student's needs as they deem fit, empowering students to be participative and self-directed 

learners, promoting teacher professionalism and leadership, shifting teacher evaluation 

from a punitive to a more supportive approach and providing more opportunities for 

career advancement, especially as it relates to Institutions’ SEL implementation. Teachers 

with high degrees of expertise in SEL can provide leadership and SEL support to their 

colleagues through facilitating formal professional learning opportunities, coaching and 

mentoring. 

 

References  

 
Archambault, I., Janosz, M. & Chouinard, R. (2012). Teacher beliefs as predictors of adolescents’ 

cognitive engagement and achievement in mathematics. The Journal of Educational 

Research, 105(5), 319-328. 

Basran, J., Pires, C., Matos, M., McEwan, K. & Gilbert, P. (2019). Styles of leadership, fears of 

compassion and competing to avoid inferiority. Frontiers in Psychology, 9, 2460. 

https://doi.org/10.3389/psyg.2018.02460   

Behr, C. (2010). The symbolic nature of gold in magical and religious contexts. In Staffordshire 

Hoard Symposium.  

Berman, S. (1997). Children's Social Consciousness and the Development of Social 

Responsibility. State University of New York Press. 

Cavioni, V., Conte, E., Grazzani, I., Ornaghi, V., Cefai, C., Anthony, C., ... & Pepe, A. (2023). 

Validation of Italian students’ self-ratings on the SSIS SEL brief scales. Frontiers in 

Psychology, 14, 1229653. https://doi.org/10.3389/fpsyg.2023.1229653  

Chaturvedi, K., Vishwakarma, D.K. & Singh, N. (2021). COVID-19 and its impact on education, 

social life and mental health of students: A survey. Children and Youth Services Review, 

121, 105866. 

https://doi.org/10.3389/psyg.2018.02460
https://doi.org/10.3389/fpsyg.2023.1229653


S. KURIAN et al.: MAPPING HIGHER EDUCATION READINESS FOR SOCIAL-EMOTIONAL LEARNING… 

 

 101 

Chernyshenko, O.S., Kankaraš, M. & Drasgow, F. (2018). Social and emotional skills for student 

success and well-being: Conceptual framework for the OECD study on social and 

emotional skills. OECD Education Working Papers, 173. 

https://dx.doi.org/10.1787/db1d8e59-en  

Davison, M.L., Sireci, S.G. (2000). Multidimensional scaling. In Handbook of Applied 

Multivariate Statistics and Mathematical Modeling, 323-352. Academic Press. 

Djamnezhad, D., Koltcheva, N., Dizdarevic, A., Mujezinovic, A., Peixoto, C., Coelho, V., ... & 

Hofvander, B. (2021). Social and emotional learning in preschool settings: A systematic 

map of systematic reviews. In Frontiers in Education, 6, 691670. 

https://doi.org/10.3389/feduc.2021.691670  

Durlak, J.A., Weissberg, R.P., Dymnicki, A.B., Taylor, R.D. & Schellinger, K.B. (2011). The 

impact of enhancing students’ social and emotional learning: A meta‐analysis of school‐

based universal interventions. Child Development, 82(1), 405-432. 

Goetz, J.L., Keltner, D. & Simon-Thomas, E. (2010). Compassion: An evolutionary analysis and 

empirical review. Psychological Bulletin, 136(3), 351. 

Harmon-Jones, E., Harmon-Jones, C. (2020). Cognitive dissonance processes serve an action-

oriented adaptive function. Behavioral & Brain Sciences, 43. 

https://doi.org/10.1017/S0140525X19002176  

Hofstede, G. (2001). Culture's Consequences: Comparing Values, Behaviors, Institutions and 

Organizations across Nations. Thousand Oaks, CA. 

Hofstede, G. (2011). Dimensionalizing cultures: The hofstede model in context. Online Readings 

in Psychology and Culture, 2(1), 8. https://doi.org/10.9707/2307-0919.1014  

https://casel.org/what-is-sel/ 

Jagers, R.J., Rivas-Drake, D. & Borowski, T. (2018). Equity & social and emotional learning: A 

cultural analysis. CASEL Assessment Work Group Brief Series. 

Jennings, P.A., Greenberg, M.T. (2009). The prosocial classroom: Teacher social and emotional 

competence in relation to student and classroom outcomes. Review of Educational 

Research, 79(1), 491-525. https://doi.org/10.3102/0034654308325693  

Jennings, P.A., Hofkens, T.L., Braun, S.S., Nicholas-Hoff, P.Y., Min, H.H. & Cameron, K. 

(2021). Teachers as prosocial leaders promoting social and emotional learning. 

In Motivating the SEL Field Forward Through Equity, 21, 79-95. Emerald Publishing 

Limited. 

Jennings, P.A., Doyle, S., Oh, Y., Rasheed, D., Frank, J.L. & Brown, J.L. (2019). Long-term 

impacts of the CARE program on teachers' self-reported social and emotional competence 

and well-being. Journal of School Psychology, 76, 186-202. 

Jones, S.M., Bouffard, S.M. (2012). Social and emotional learning in schools: From programs to 

strategies and commentaries. Social Policy Report, 26(4), 1-33. 

https://doi.org/10.1002/j.2379-3988.2012.tb00073.x  

Kruskal, J.B. (1964). Multidimensional scaling by optimizing goodness of fit to a nonmetric 

hypothesis. Psychometrika, 29(1), 1-27. 

Legette, K.B., Hope, E.C., Harris, J. & Griffin, C.B. (2021). Integrating culturally relevant 

pedagogy with teacher social and emotional competencies and capacities training to support 

racially minoritized students. In Motivating the SEL Field Forward Through Equity, 21, 

99-112. Emerald Publishing Limited. 

Liberty, L.M. (2022). Standing at a crossroad: Re-imagining social emotional learning 

considering COVID-19. In Schoolchildren of the COVID-19 Pandemic: Impact and 

Opportunities, 39-58. Emerald Publishing Limited. 

Liew J., Zhou, Q. (2022). Parenting, emotional self-regulation and psychosocial adjustment 

across early childhood and adolescence in Chinese and Chinese-immigrant socioculture 

contexts. In The Oxford Handbook of Emotional Development, 421-436. Oxford University 

Press. 

Mahfouz, J., Greenberg, M.T. & Rodriguez, A. (2019). Principals’ Social and Emotional 

Competence. Penn State University. 

https://dx.doi.org/10.1787/db1d8e59-en
https://doi.org/10.3389/feduc.2021.691670
https://doi.org/10.1017/S0140525X19002176
https://doi.org/10.9707/2307-0919.1014
https://casel.org/what-is-sel/
https://doi.org/10.3102/0034654308325693
https://doi.org/10.1002/j.2379-3988.2012.tb00073.x


SOCIAL ISSUES | Vol.3, No.3, 2025 

 

 102 

Mahoney, J.L., Durlak, J.A. & Weissberg, R.P. (2018). An update on social and emotional 

learning outcome research. Phi Delta Kappan, 100(4), 18-23. 

https://doi.org/10.1177/0031721718815668  

Majors, R., Simmons, L.E. & Ani, C. (2020). Social and emotional education and emotional 

wellness: A cultural competence model for black boys and teachers. In The International 

Handbook of Black Community Mental Health, 199-237. Emerald Publishing Limited. 

Malhotra, N.K., Dash, S. (2015). Marketing Research. New Delhi: Pearson. 

Martinsone, B., Stokenberga, I., Damberga, I., Supe, I., Simões, C., Lebre, P., ... & Camilleri, L. 

(2022). Adolescent social emotional skills, resilience and behavioral problems during the 

COVID-19 pandemic: A longitudinal study in three European countries. Frontiers in 

Psychiatry, 13, 942692. https://doi.org/10.3389/fpsyt.2022.942692  

Minkov, M., Kaasa, A. (2022). Do dimensions of culture exist objectively? A validation of the 

revised Minkov-Hofstede model of culture with World Values Survey items and scores for 

102 countries. Journal of International Management, 28(4), 100971. 

NESET (2018). Strengthening social and emotional education as a core curricular area across the 

EU. Luxembourg: Publications Office of the Southeast European Union. 

Oberle, E., Domitrovich, C.E., Meyers, D.C. & Weissberg, R.P. (2016). Establishing systemic 

social and emotional learning approaches in schools: A framework for schoolwide 

implementation. Cambridge Journal of Education, 46, 277 - 297. 

OECD (2025), OECD Survey on Social and Emotional Skills 2023 Technical Report. 

https://doi.org/10.1787/c37f1703-en  

Panorama Education (2015). Social-Emotional Learning, 33. 

https://dpi.wi.gov/sites/default/files/imce/sspw/pdf/seluserguide.pdf  

Reitzug, U. (2003). Bureaucratic and democratic ways of organizing schools: Implications for 

teachers, principals, students, parents and community. In The Institution of Education, 85-

89. Boston: Pearson Custom Publishing. 

Roffey, S. (2011). Developing positive relationships in schools. In Positive Relationships: 

Evidence Based Practice across the World, 145-162. Dordrecht: Springer Netherlands. 

https://doi.org/10.1007/978-94-007-2147-0_9  

Ryan, R.M., Deci, E.L. (2017). Self-Determination Theory. The Guilford Press. 

http://fabian.ca/files/inline-files/self_determination_theory_chpt_1_epilogue_1.pdf  

Schonert-Reichl, K.A. (2017). Social and emotional learning and teachers. The Future of 

Children, 137-155. 

Stillman, S.B., Stillman, P., Martinez, L., Freedman, J., Jensen, A.L. & Leet, C. (2018). 

Strengthening social emotional learning with student, teacher and schoolwide 

assessments. Journal of Applied Developmental Psychology, 55, 71-92. 

Sturrock, K., Rocha, J. (2000). A multidimensional scaling stress evaluation table. Field 

Methods, 12(1), 49-60.  

Thomas, L., Tuytens, M., Devos, G., Kelchtermans, G. & Vanderlinde, R. (2019). Beginning 

teachers’ professional support: A mixed methods social network study. Teaching and 

Teacher Education, 83, 134-147. https://doi.org/10.1016/j.tate.2019.04.008  

Van de Sande, M.C., Pars-Van Weeterloo, E., Diekstra, R.F., Gravesteijn, C., Kocken, P.L., Reis, 

R. & Fekkes, M. (2024). Parents’ perspectives on adolescent social emotional learning: An 

explorative qualitative study amongst parents of students in prevocational secondary 

education. Health Education, 124(1/2), 1-19. 

Wang, S., Zhang, D. (2020). The impact of time while boarding on students’ academic 

achievement and social emotional competence: A propensity score matching 

analysis. Studies in Educational Evaluation, 65, 100851. 

https://doi.org/10.1016/j.stueduc.2020.100851     

Received: 21 August 2025; 

Accepted: 3 September 2025; 

Published: 22 September 2025. 

https://doi.org/10.1177/0031721718815668
https://doi.org/10.3389/fpsyt.2022.942692
https://doi.org/10.1787/c37f1703-en
https://dpi.wi.gov/sites/default/files/imce/sspw/pdf/seluserguide.pdf
https://doi.org/10.1007/978-94-007-2147-0_9
http://fabian.ca/files/inline-files/self_determination_theory_chpt_1_epilogue_1.pdf
https://doi.org/10.1016/j.tate.2019.04.008
https://doi.org/10.1016/j.stueduc.2020.100851

