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“Teachers are the engine that drives social and
emotional learning programs and practices in schools
and classrooms, and their own social-emotional
competence and wellbeing strongly influence their
students. Classrooms with warm teacher-child
relationships support deep learning and positive
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social and emotional development among students™.



Foreword

Dear Reader,

“Learning to Be: Development of Practices and Methodologies for Assessing
Social, Emotional and Health Skills within Education Systems” is an experimental
project that brings together education authorities, teaching practitioners and
researchers from 7 European countries: Finland, Italy Latvia, Lithuania, Portugal,
Slovenia, and Spain.

Between 2017 and 2020, the project team aims to design and pilot in
schools a set of methods that would help to assess the development of stu-
dents’ social, emotional and health-related skills. The team also aims to explore
how the development of these skills can be better supported in schools and in
the educational systems in general.

The “Learning to Be” initiative is based on the premise that the assessment
of learning in contemporary European schools should go beyond grading stu-
dents’ knowledge and academic performance and should include practices for
observing young people’s personal growth, social skills, attitudes and other gen-
eral competences. Therefore, we propose a set of practical methods that can be
used by teachers, together with their students, in order to become more aware
of various social and emotional aspects of learning, to support healthy develop-
ment of personality and to foster positive relations at school.

This Toolkit is a guidebook intended for teachers working at primary and
lower secondary education schools. It outlines the main principles for successful
practice of social and emotional learning at school and provides practical tech-
niques for assessing students’ social and emotional competences in class aimed
at facilitating and supporting their further learning. Social and emotional learn-
ing is a relatively new and rapidly developing field where new research data and
educational practices are appearing everyday all over the world. The Toolkit
does not attempt to provide full and comprehensive knowledge on Social and
Emotional Learning but aims to support educators in their practical school work
and promote further development of assessment practices.

Although this guidebook is primarily targeted at school teachers, it can also
be used by educators in non-formal education, including youth workers, sports
coaches, art teachers and other specialists working with children and young
people. We believe it is important that all educators involved with children and
youth have a common understanding of social and emotional development and
share practices of assessment that move learning further.

We hope the project will support both students and teachers in their Learn-
ing to Be in this world with themselves and others. Learning to Be healthy,
considerate, responsible and happy.

Yours sincerely,
The Project Team



Figure 1. Social and
emotional learning
model

The “Learning to Be" project

Researchers and practitioners often point out that in order to make a dif-
ference in society we should utilize education. It is important to start foster-
ing person’s attitudes and values at the earliest possible age, so that when
the time comes, or when a certain situation arises, a person is able to make
responsible decisions.

Since education affects our overall economic and social well-being, it
would be wise to adopt a more holistic approach to education, by integrat-
ing multiple learning contexts and fostering not only basic academic skills
and academic growth, but also social and emotional development, physical
health and nonacademical skills in order to enable students to have a higher
quality of life.

Even though most national curricula frameworks underline the impor-
tance of social and emotional competences in education, there has been a
lack of awareness of ways to assess social and emotional competences prop-
erly and to integrate assessment strategies for these competences into the
existing education practices. In order to learn these ways we ned to achieve
common understanding about what social and emotional com-

petences are, how they should be fostered and how they are connected
to assessment.

Thus, the “Learning to Be” project team proposes a model for Social and
Emotional Learning which includesthe following key elements: Social and
Emotional Competences (SEC), Social and Emotional Learning (SEL) Stan-
dard; Social and Emotional Learning in Class and Assessment Practices.

Assessment Model for Social and Emotional Learning

Self-awareness

Self-management

SEL standard SEC Social awareness

Relationship skills

SEL in Class Responsible
decition making

RiLarheganehalfr;ﬁ]en_ Teaching Methods to
& Suport SEL

Enviroment Assessment
Practices

Screeing Formative Sumative

Following the structure of the presented model, the project team has de-
veloped this Toolkit that incorporates all the key elements of the model and
offers methods which —when used together — provide guidelines for foster-
ing and assessing students’ social and emotional skills in class.



The 5 BIG questions about this Toolkit

Before we go further into this Toolkit to explore social, emotional and
health skills assessment we would like to start by opening this manual with
5 important questions. We found them to be guiding our work in developing
this publication in the “Learning to Be” project. These questions will help
you better understand the purpose of this manual and main ideas presented
here.

Consistent development of children’s social and emotional skills
has multiple benefits for individuals and society. Social and Emotional Learn-
ing (SEL) has been shown to contribute to better mental and physical health,
higher academic motivation, well-being and healthy social progress. This
Toolkit attempts to make SEL more visible in schools by proposing methods to
assess students progress and support their further learning. All these things
are presented in more detail on pages 14-23 and 92-107.

This Toolkit is designed for all teachers in primary and lower sec-
ondary schools without distinction of the subjects they teach. School man-
agement will also benefit from this material as it provides tips on strengthen-
ing consistent Social and Emotional Learning practices on the whole school
level. Read more about these key principles on pages 14-23 and 46-55.

The Toolkit presents a model for assessing students’ social and
emotional learning at school together with supporting theory and a number
of practical methods for class work. It provides tools for developing a rela-
tionship centered environment, improving teaching methods in class and
helping students’ assess their progress. The Tools presented in this manual
can be universally applied by educators in non-formal learning programmes,
afterschool activities and other education settings. Learn more about the
methods presented in this manual on 56-88.

Most of the methods presented here can be used during all
classes of different subjects throughout the school year. The teachers are free
to choose various tools that best serve the situation of their class. Instruc-
tions for specific methods together with recommendations on the time and
space they require are discussed on pages 86-99 (Teaching methods, assess-
ment cards).

This Toolkit includes:

A Theoretical Introduction, exploring the topic of social and emo-
tional learning and providing guidelines for consistent practice (see pages
14-23);

Descriptions of 11 different Teaching methods complete with in-
structions and examples of their use to support the development of SE skills
in class (see pages 58-88);

Assessment tools for teachers and students for periodic self-assess-
ment of students’ progress developing SE skills (see pages 92-107);

Social and emotional learning standards that present learning objec-
tives for two age groups of learners. These standards indicate specific bench-
marks of student achievement that will serve as a reference for students’
assessment and planning of further learning (See Annex B1 and B2).



The current version of the Toolkit is an improved edition prepared after
receiving the feedback from teachers in more than 100 schools who have
tested this material in practice. The most active phase of the “Learning to
Be” project took place during the school year 2018-2019 in five European
countries — Lithuania, Latvia, Slovenia, Italy and Spain. During this time,
more than 100 schools in all the five countries had a chance to test this
Toolkit in their classrooms. Following these trials, the teachers shared their
feedback about the material and its usefulness. Most teachers in all the
five countries agreed that Section 4 “SEL in Practice” was the most useful
part of this Toolkit. Many teachers reported that the teaching methods
proposed in the Toolkit have helped them manage their lessons and engage
their students better, improving students’ attentiveness and relationships in
class. Teachers proposed to include some more specific examples for all the
teaching methods and recommendations presented in the Toolkit. Following
these comments, the project team has made the following improvements to
the Toolkit:

Section 3 has been expanded providing some more practical tips for
applying the formative assessment strategies directly in the classroom.

Section 4 has been improved with additional examples for some of the
teaching methods.

Minor changes have been made to the students’ self-assessment cards
(Annexes Al and A2).

Additional texts have been added throughout the Toolkit in order to
clarify the links between SEL and formative assessment.

Some visual elements (text sizes, colours, etc.) have been corrected in
order to make the material more user-friendly.

The Project Team is grateful to all project participants and colleagues who
helped improve this material!
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What is
Social and
Emotional
Learning

‘m Educating Hearts

The CASEL is a collec-

tive group composed of
researchers, practitioners,
and policy-makers aimed
to build evidence-based
research on SEL, dissem-
inate results about SEL
programmes effectiveness
and to establish policies
and practices in Education
worldwide.
www.casel.org

2 Zins & Elias, 2006

3 Zins, Weissberg, Wang, &
Walberg, 2004

4 Gross, 2010

5 Smith, 1982

6 Bandura, 1977; Pritchard &
Woollard, 2010

7 Bruner, 1973

8 Bell & Dale, 1999

Social and emotional learning (SEL) is an umbrella term created in 1994
by the Fetzer Institute, an American foundation that supports a number
of initiatives aimed to promote social and emotional wellbeing, to prevent
behavioural problems and at-risk behaviours among youth in educational
settings.

SEL is defined as the process of acquiring and effectively applying the
knowledge, attitudes, and skills necessary to recognize and manage emo-
tions; developing caring and concern for others; making responsible deci-
sions; establishing positive relationships and handling challenging situa-
tions capably’.

Note: “In education sciences, a number of theoretical frameworks can be
used to define social and emotional skills related to learning processes. In this
toolkit, the authors refers to the concept of “Social and Emotional Learning”
considered exclusively the CASEL framework. CASEL’s research draws empiri-
cal evidence from the systematic review of current literature reflecting recent
thinking and trends.”

In this way, social and emotional learning fosters the use of various cog-
nitive and interpersonal skills to achieve relevant goals, both socially and
developmentally?.

The term “learning” underlines that these skills should be trained in the
same way as reading, writing and counting are taught to children. Learning
can be defined in multiple ways. The outline below provides the most fre-
guent definitions and meanings of the term “learning”.

* Learning as a process. Learning is the process of acquiring new or modi-
fy- ing existing knowledge, behaviours, skills, values, or preferences®.

¢ Learning is the product or the outcome of the learning process (acquired
knowledge or the mastery of what is already known).

* Learning as function when the acquired knowledge can be transferred
and adapted to other experiences to produce new learning>.

* Learning is a social process. Social contact with others is a central ele-
ment of the process. Students’ effective learning takes place when they are
engaged in social activity, for instance working cooperatively in teams®.

* Active learning. When students can manage and monitor their own
learning processes recognizing and assessing what they understand and what
they do not. By doing so, they can monitor their own mastery of subjects.
Learning is an active process in which learners construct new ideas or con-
cepts based upon their current and pre-existing knowledge’.

* Formal learning. When learning that takes place at school, within a teach-
er-student relationship®.

* Informal learning. Concept and knowledge are learned through the stu-
dents’ daily experience of day-to-day starting from real-life situations.

* Nonformal learning. When learning processes are promoted outside the
formal learning system in other environmental contexts (for example in sport
centres)

Schools are the major context for social and emotional growth as children
spend a substantial amount of their time at school. In order to develop these
skills, schools have widely implemented social and emotional learning pro-
grammes.



The Collaborative for Academic, Social and Emotional Learning (CASEL)
identifies interrelated sets of cognitive, affective and behavioural competen-
cies that school-based programmes should address. They can be clustered
into five key domains:

e Self-awareness

e Self~-management

e Social awareness

¢ Relationship skills

e Responsible decision-making

Figure 2. Social and

The ability to recognize one’s own The ability to regulate one’s emotions, emotional learning
?mgnons, thoughts, strenghts gnd lim- thpughts a!'\d behaviors, managg ngg- competencesg
itations, understand how they influence ative emotions, strengthen motivation,

behaviours, develop optimism, self-confi- set achievable personal and academic

dence and a grow mindset. It includes: goals. It includes:

* |dentifying emotions

® Accurate self-preception
® Recognizing strenghts

e Self-confidence

* Self-efficacy

* Impulse control

* Stress management
e Self-discipline

¢ Self-motivation

* Goal-setting

* Organizational skills

SEL

Social
Emotional
Learning The ability to make positive
choises based on ethical and
Relationship Skills moral values and evaluate the
The ability to establish and maintain congequgnces of var|0u§ actions
o ) ) ) considering the well-being others.

positive relationships, to communi- It includes:
cate, listen, cooperate, manage con- Identif ir.w roblems
flicts, seek and offer help if needed Anal Zlyn gsiF’)cuations
and resist social pressure. It includes: S .y s

Communication Social Awareness Solving problems

} The ability to recognize other Evaluating

Social engagement Lo > .

) A - person’s point of view, develop Reflecting
Relationship-building . . -
Teamwork empathy and understand social and Ethical responsibility

ethical norms in different settings.
It includes:

* Perspective-taking

° Empathy

* Appreciating diversity

* Respect for others

1.1 Promoting SEL: the whole school approach

Many elements of the education system allow for the development of
social and emotional skills, e.g., special lessons, topics integrated into subject
curriculum content, non-formal education activities, special learning environ-
ment and teaching methods as well as behaviour demonstrated by adults.
Researchers®® agree that combining a wide range of elements can achieve
the desired learning outcomes. According to recent research, and informa-
tion provided by CASEL, social and emotional learning can be promoted at
three different levels:

e Level 1: Relationship-centred learning environment and teaching meth-
ods.

e Level 2: Evidence-based SEL programmes.

* Level 3: Embedding SEL in the core curriculum. 9 Adapted from Collaborative
Full integration of these levels and the whole school approach to SEL e
can help achieve maximum results. Each level creates specific conditions to 10 Humphrey, 2013; Durlak,

. . . Domitrovich, Weissberg, &
strengthen social and emotional skills. Gullotta, 2015.




11 Safe and sound: An
educational leader’s guide

to evidence-based social

and emotional learning (SEL)
programs, 2003

12 Collaborative for Aca-
demic, Social, and Emotional
Learning, 2015

13 Taylor, Oberle, Durlak, &
Weissberg, 2017; Sklad, Diek-
stra, De Ritter, & Ben, 2012
14 Torrente, Alimchandani, &
Aber, 2015

15 Payton, Weissberg, Durlak,
Dymnicki, & Pachan, 2008;
Weare & Nind, 2011

16 Durlak, Weissberg, Dymni-
cki, & Taylor, 2011; Jones &
Bouffard, 2012; Domitrovich
& Greenberg, 2000; Durlak &
Dupre, 2008

Level 3 is related to country-specific education programmes, Level 2
involves the implementation of special programmes and an approval of the
whole school community, and Level 1 relates exclusively to the teacher’s qual-
ification and personal qualities.

Level 1 is a rather delicate one, as the professionalism of the teacher
depends on the teacher’s education and training programme, preparedness
to teach, intrinsic motivation to create a relationship-based learning environ-
ment and ability to select appropriate teaching methods. Furthermore,

Level 1 forms the basis for creating a safe, caring, well-managed, relation-
ship-centered environment!!, which is necessary for the implementation of
relevant teaching methods as well as for laying a solid foundation for a suc-
cessful promotion of SEL at Level 2 and Level 3. Therefore, in this Toolkit, the
main focus will be placed on Level 1.

Level 1. Relationship-centered learning environment and teaching
methods.

In the long term, the creation and improvement of a relationship—cen-
tered learning environment and the application of instructional teaching
methods will boost the domain of social and emotional competences.

Relationship-centered learning environment

This includes creating a student-centered environment,
inclusive and caring relationships between and among
teachers and students, shared agreements for safe commu-
nication, and an approach to discipline that fosters SEL.

s

centered learning environment, see pages50-55 .

For more information on how to develop a relationship-

Teaching methods

These include methods that can be used through the day both for teaching
academic subject and for promoting student SEL and helping them to stay
engaged in the learning process*?.

For more information about the teaching methods see pages 49-75.

Level 2. Evidence-based SEL programmes.

l Positive effects of evidenced-based SEL interventions are
l | N observed in multiple areas of personal, social, and academic
59 development®? across varied populations** and over time??
w IS P pop .
£ ™,

S
“as According to recent research reviews and meta-analyses,
effective SEL initiatives need to include specific criteria®:
* Programmes are based on rigorous scientific theories using evi-
dence-based research designs.
* Programmes are implemented by school staff members rather than
external experts.
* Social and emotional skills are integrated into the curriculum, combined
with reading, math, history and other core subjects. These skills need to
be embedded in the day-to-day interactions of students and educators



rather than a single practice in SEL.

® Guidelines on how to implement programmes and tools for monitoring
the implementation are provided to school staff to measure the quality of
implementation.

® Teaching practices are targeted to create caring classrooms and school-
wide environments that foster social and emotional development in
students.

e School leaders and administrators develop SEL policies and strategic
plans and disseminate SEL at a schoolwide level considering SEL as a core
part of the educational mission.

* Professional high-quality staff development and monitoring is neces-
sary.

* SEL initiatives are connected across children micro-contexts within
schools (classrooms, playgrounds, lunchrooms).

e A strong partnership with families and community members, built on
trust and collaboration, has to be established.

e Early childhood interventions need to be followed with ongoing sup-
ports, implemented across age stages up to secondary schools including
continuous improvements, outcome evaluations and dissemination of
results.

® An analysis of programme sustainability over time is suggested to avoid
patchy implementation.

* Teachers need to apply formative assessment (assessment for learning)
avoiding comparisons that are unhelpful.

® The effectiveness of the programme has to be assessed using a pre-test
and post-test design, comparison group(s) and measures of student
attitudes, knowledge and behaviour changes across time.

® Programmes include four principles characterised by the acronym SAFE.

&

4 & /4 j f_
N7 N [ BAX
b A =t
> \.‘ =
Sequenced Active Focused Explicit
Activities are Activities Activities Activities
presented to require active require dedi- identify clear
students in a forms of cated time for and specific
progressive learning by developing a competen-
developmen- students. specific ability. cies that are
tally appropri- taught directly
ate order. to students.

B W Level 3. Embedding SEL into the school curriculum

The majority of school time is taken up by academic

@ learning. The content of some academic subjects, such as
L7 literature, social sciences or moral education, is particular-
@ ly favourable to strengthening social and emotional skills.




17 Durlak, Domitrovich,
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18 LIONS QUEST Skills for

Actions, 2015; Skills for Grow-

ing, 2015

19 Taylor, Oberle, Durlak, &
Weissberg, 2017; Sklad, Diek-
stra, De Ritter, & Ben, 2012
20 Hawkins, Catalano, Koster-
man, Abbott, & Hill, 1999

21 Kraag, Van Breukelen, Kok,
& Hosman, 2009

However, some researchers argue'’ that social and emotional learning should
be embedded across the curriculum. While sometimes these skills can be
taught as fragmented episodes, it is most effective when SEL is integrated
into school curriculum and school life. The most common ways to address SE
skills are:

* To participate in evidence-based SEL programmes (Level 2) and work
consistently on the development of students’ SE skills.

* To integrate SEL into various learning areas and include topics of real
life, like: care for the elderly, environment and animal protection, emergency
care, healthy lifestyle, immigrant integration, creation of safe and strong com-
munity, special needs issues, social change, homelessness and poverty issues,
preventive education about STDs etc.'®.

e To make use of particular teaching and learning strategies and approach-
es, like problem-based learning, service-based learning, and project-based

learning, etc. (See Annex C1).

= 1.2 Benefits of SEL

Positive effects of SEL can be observed in multiple areas of personal, social

and academic development®.

Social and emotional skills

This area includes skills such as
identifying emotions, perspective tak-
ing, self-control, interpersonal prob-
lem solving, conflict resolution, coping
strategies and decision-making with
peers and adults.

Attitudes toward self, others, and
school

This outcome is related to stu-
dents’ approaches toward the self
(self-esteem, confidence, persistence,
self-efficacy, self-concept), others
(prosocial beliefs as well as attitude
towards substance abuse and aggres-
sive behaviours) and school (beliefs
about learning, achievement, teach-
ers and school connection and com-
mitment).

Positive social behavior

It includes prosocial behaviours
including nonformal settings outside
the school.

Conduct problems

This outcome encloses problematic
behaviours, such as school violence,
aggression, bullying, disturbance,
suspensions, expulsions and grade
retention.

Emotional distress

This area contains internalized
problems, namely, depression, anxiety
and stress.

Substance use

It includes the use and misuse of
intoxicating substances and legal and
illegal drugs.

Low SES and ethnic minority

Students coming from low socio-
economic status?® and from ethnic
minorities? benefit more from SEL
intervention related to emotional
coping skills, attachment and school
achievement.



Academic performance

This area contains the student ac-
ademic performance including school
records, achievement test scores and

school attendance.

An important task for schools and teach-

Economic value

Benefit-cost analysis reports under-
line the economic value of SEL pro-
gramme as effective social investment

when comparing the monetary costs
and gains at prevention level with the
monetary value of the outcomes?.

WINE 1.3 SEL skills & academic success

€¢

ers is to integrate the teaching of academ-
ic and social and emotional skills in the classroom?.

Although social and emotional learning programmes
play important roles in promoting non-academic skills,
a consistent number of studies in the field of the educa-

*

tional sciences, health, and economy show that social and
emotional learning promotes academic improvement
and lifelong learning. Social and emotional competencies

facilitate a more positive school climate. Students who are able to adaptive-
ly regulate their emotions and maintain positive relationships with others,
have been shown to evidence higher academic motivation, to have greater
ability to make use of their own resources within the learning process?, and
to experience greater academic success?. School success can be considered
in several ways. Findings of relevant researchers on the impact of SEL pro-
gramme on school achievement identify three major areas?®:

* school attitude
* school behaviour
* school performance

School attitude

* Stronger sense of
community

* Higher school engage-
ment (belonging, par-
ticipation, identification
and school membership)
* Greater academic
motivation and higher
aspirations

* Better understanding
of consequences of
behaviour

* Higher ability to cope
more effectively with
middle school stress

* Positive attitudes
toward school

* Higher school readi-
ness

School Behaviour

e More prosocial be-
haviour

* Fewer absences;
maintained or improved
attendance

e Better classroom partic-
ipation

e Greater effort to achieve
* Willingness to work out
own way of learning

* Reduction in aggression
and disruptions; lower
rate of conduct problems
» Fewer hostile negotia-
tions

e Willingness to be en-
rolled in school

* Readiness to graduate

* Better transition to mid-
dle school

 Higher engagement

School Performance

e Higher results in math

e Higher results in language
arts and social studies

* More progress in phonologi-
cal awareness

* Increases in performance
over time (middle school)

* No decrease in standardized
test scores

* Improvements in reading
comprehension with deaf
children

* Higher achievement test
scores and/or grades

* Better problem solving and
planning

* Use of higher-level reason-
ing strategies

* Improved non-verbal rea-
soning

* Better learning to learn skills

22 OECD, 2015; Belfield et
al., 2015

23 Hawkins, 1997

24 Elias et al., 1998; Merrell
& Guelder, 2010

25 Weaver & Wilding, 2013
26 Zins, Weissberg, Wang, &
Walberg, 2004




27 Goodenow, 1993;
Dukynaité & Dudaité, 2017
28 Israelashvili, 1997

29 Denham, 2006

30 Cefai, 2008

31 Berndt & Keefe, 1995
32 Finn, 1993

Good to know

School belonging
e Students that are valued and encouraged by teachers and peers feel
they represent an important part of the class’ life?’.

» School belonging enhances motivation, self-esteem, autonomy,
positive expectations for future successes, school attendance, and higher
school achievement?.

Caring classroom
e Students who feel cared for, praised, encouraged and recognized by
their teachers engage more in positive school-related behaviours and are
more likely to avoid high-risk behaviours such as substance abuse aggres-
sive behaviours.

e Caring school environments improve opportunities for students to
develop supportive relationships and increase chances for school life par-
ticipation, which facilitates academic success.

School Readiness
* School readines® is predicted by pre-schoolers’ SEL skills, such as
emotional expressiveness, understanding of emotions, regulation of emo-
tions and behaviours, attention and engagement in social and prosocial
behaviours.

Resilience
e Students who exhibit a higher level of SEL skills are more confident
about their learning, more persistent in managing stress and more resil-
ient to negative emotions when faced with difficulty in doing school tasks;
they tend to have higher motivation for performing better and learning
more3°,

Relationships among pupils
e Positive relationships among students encourage school involvement.
Having friends at school is related to greater sense of belonging, peer
acceptance, peer support and lower level of school drop-out in adoles-
cence3.

Parental involvement
» Students’ engagement is positively associated with family support
and involvement. Parents can actively promote discussions about school
and provide academic resources and learning tools at home??.

* Academic achievement is fostered by the home environment that
emphasizes children’s efforts to succeed.

e The quality of family context has been linked with the student’s
academic performance (grades, test scores, homework accomplishment),
social involvement in school life (social skills, classroom participation,



school attendance) and emotional attitudes toward school (self-esteem,
perseverance, stress management).
Teaching strategies
* Socially engaging teaching strategies, such as cooperative learning,
proactive classroom management and formative assessment, help student
to focus and succeed on learning tasks.

BT 1Y SEL and Mental Health

According to the World Health Organization, health is a state of com-
plete physical, social and mental well-being®. Hence, mental health is an
integral part of an individual’s well-being which helps to pursue a fulfilling

life and to have warm and protective relationships.

Mental health is defined as a state of well-being in
which every individual realizes his or her own potential,
can cope with the normal stresses of life, can work pro-
ductively and fruitfully, and is able to make a contribution
to her or his community®.

The World Health Organization® states that taking care of mental
health involves identifying at-risk situations in order to decrease adverse
factors and increase protective factors with the perspective of prevention
and early intervention. Table 1 provides a summary of mental health fac-
tors, such as individual’s personal resources, social circumstances and en-
vironmental aspects that may have an impact on a person’s mental health.

Factors Adverse Protective

Individual resources | ¢ Low self-esteem * High self-esteem, confi-

« Cognitive/emotional dence

immaturity * Ability to solve problems
« Difficulties in communi- and manage stress or
cating adversity

* Medical illness, substance * Good communication
use skills

e Physical health, fitness

Social circumstances

* Loneliness, bereavement
* Neglect, family conflict

e Exposure to violence/
abuse

e Low income and poverty
« Difficulties or failure at
school

e Work stress, unemploy-
ment

e Social support of family
and friends

* Good family interaction
e Physical security and
safety

e Economic security

¢ Academic achievement
e Satisfaction and success
at work

Table 1. Mental health
determinants®

33 World Health Organiza-
tion, 1948

34 World Health Organiza-
tion, 2013, p. 38

35 World Health Organiza-
tion, 1986

36 World Health Organiza-
tion, 2012, p. 5.




Environmental * Poor access to basic ¢ Equality of access to basic
aspects services services
* Injustice and discrimina- e Social justice, tolerance,
tion integration
e Social and gender in- e Social and gender equality
equalities e Physical security and
* Exposure to war or safety
disaster

In recent decades, the concept of mental health has shifted from the
traditional medical model, limited to individual psychological intervention,
to the model of mental health promotion (also known as positive mental
health) based on the whole school approach and targeting all students®’.
Early identification and targeted initiatives for children at-risk are developed
within this comprehensive framework that includes multilevel and multicom-
ponent interventions.

Different levels of prevention to address the social and emotional needs
of students at school and to prevent challenging behaviours (such as bully-
ing) are required to promote positive mental health of students and school
staff:

1. Building positive relationships among students and between stu-
dents and teachers.

2. Establishing school preventive practices and sharing them with
students, school staff, families and the whole community.

3. Implementing SEL programmes to prevent high-risk behaviours
among young people including drug use, violence, early sexual activity
and suicide®.

4. Planning targeted intervention for children with challenging
behaviours and working collaboratively with families and local health
services.

37 Weare & Nind, 2011.

38 Fox, Dunlap, Hemmeter,
Joseph, & Strain, 2003.

39 Collaborative for Aca-
demic, Social, and Emotional
Learning, 2005.




Targeted individualized
intensive interventions
planned for children with
emotional, social and be-
havioural difficulties.

Policies, regular and sys-
tematic school practices

to enhance civil values

and prosocial behaviours;
tackling school violence to
sustain SEL evidence-based
programs.

Figure 3. Prevention

SEL school-based programmes evels-mental health

for all children aimed promote
emotional literacy skills and
responsive relationships, pre-
vent challenging behaviours
and foster social and prosocial
behaviours, school adjustment
and school achievement.

Positive relationships
Positive, responsive
and caring relation-
ships with adults at
school influence chil-
dren’s wellbeing and
growth.
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Great attention needs to be given to the systemic contributions that
enhance the efectiveness of SEL initiatives. School staff can promote and dis-
seminate SEL practices both at the classroom level and at the whole-school
level, as well as coordinate SEL initiatives across all children developmental
systems, including families and community.

2.1. SEL across developmental systems

Class

Peer and student-teacher interactions have a large impact on students’ social and
emotional development. A positive student-teacher relationship characterized by
warmth, support, security and trust is associated with positive active engagement,
school adjustment, social competence®. Whereas negative teacher-child relation-
ships are linked with poor academic achievement, behavioural problems in communi-
cation with teachers and peers, school avoidance, lower participation and interest in
learning®.

Teachers need to be trained to develop their own SEL skills and provided with
adequate resources and professional support in encouraging children’s social and
emotional skills. Positive student academic and social outcomes are related to class
climate when teachers encourage school connectedness and a sense of belonging®?.

School

Social and emotional development of students should be considered as a school
priority listed in the school’s Educational Mission documents. It is important to es-
tablish the culture of a caring school which encourages ethical values and identifies
the expected outcomes related to social relationships and behaviours and promotes
respect, kindness toward others and a sense of community and belonging.

School leaders have a key role in fostering the school-wide approach to SEL by
investing the professional development of the school staff in order to increase the
staff’s knowledge of SEL and provide systematic school-wide coordination to ensure
appropriate implementation of the SEL initiatives.

Family
SEL skills are initially developed in early childhood within the family context.

Building a collaborative relationship with parents is mandatory for schools, as the
impact of SEL programmes increases significantly when families have an active role
in the social and emotional development of their children and thus reinforce the
school’s efforts.

Parents may be involved in home-based activities targeted at SEL areas related to
family life*® in order to improve not only their children’s SEL skills, but also their own
SEL skills, wellbeing and parenting skills.

Parents’” involvement in school practices,such as after-school activities or ed-
ucational programmes for adults, has a positive impact on the children’s learning
outcomes™.




Community

Students can foster their SEL skills in many settings other than school. For this
reason it is important to build a positive schoolcommunity partnership with local
organizations involved in youth education.

Community members from local organizations can support school initiatives pro-
viding students with opportunities to apply SEL skills in various additional contexts, for
instance, during after-school activities,such as sport, art, religion, that boost student
self-perception, school connectedness and positive social behaviours®.

The whole community needs to collaborate in order to promote the values of
caring, social justice, responsibility and learning.

_ Figure 4. SEL across

Community can support classroom and school efforts developmental systems

to develope SE competences by providing students with
supplementary opportunities to apply various SEL skills in
after-school activities.

‘Family
Collaboration with families can promote their T
involvement in school practices. Parents can
strengthen the impact of SEL school activities to
extend the children’s SEL skills at home.

School >—/

SEL strategies can be implemented
through specific programmes, policies and
practices wich help to build a culture of
positive school climate.

Class

School
) , Class Family

Social and emotional competences
can be integrated into the curriculum. Community

Trained teachers provide opportunities
for students to foster SEL skills in different
situations in developmentally appropriate

ways from early years to high school.

The degree of continuity of constructive relationships and interactions
among class, school, family and community determines the students’ success
at school and in life.

s 2.2 Educational provision for SEL

All developmental systems are important for the overall development of
the child and can influence children by selecting targeted education, which
takes into account the child’s needs for self-expression, or by acting auto-
matically. In order to better understand the role of education in children’s
social and emotional development, it is important to take a wider look at the
general picture of education. Educational provision could be categorized into

three different types: 45 Durlak & Weissberg,
2006.
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Formal Hierarchically structured, chronologically
graded ‘education system’, running from
pre-primary level through the university. In
addition to general academic studies, it in-
cludes a variety of specialized programmes
and institutions for full-time technical and
professional training.

L ®

Non formal Any organized educational activity outside
the recognized educational institutions
v w aimed at acquiring identifiable learning-

usually practical skills and knowledge“®.

Informal The truly lifelong process whereby every
individual acquires attitudes, values, skills
and knowledge from the daily experience

\ v and the educative influences and resourc-

G es in his or her environment — from family
and neighbors, work and play, the street

and the market place, the library and the
mass media.

Social and emotional learning of children and young people is one of the
areas where formal education, non-formal education and informal learning
often interact. It is therefore essential for the School communities to assume
a more comprehensive role in promoting the overall development of children
and adolescents, not only in their cognitive part but also in their social and
emotional development®’.

® Formal education

The World Health Organization describes a healthy school environment
as an environment that includes active learning, cooperation and warm and
impartial relationships*. The school is an institution that serves not only the
educational purpose but also plays a huge role in promoting student psycho-
social health and determining the development of a child*.

The school community must strive to create and strengthen positive rela-
tionships, by focusing on self-discipline as well as prevention and correction
of behavioural problems. This can be achieved only by fostering respectful
and supportive atmosphere, by explaining behavioural expectations to stu-
dents, and by creating a safe learning environment through the use of inclu-
sive and motivating teaching methods, implementing a clear system of praise
and awards, and immediately responding to behavioural problems.

® Non-formal education

The components of SEL such as relationship skills, teamwork, communica-
tion, conflict resolution, self-awareness, democratic decision-making, leader-
ship have long been the focus of many non-formal learning programmes and
organizations.

The three most prominent outcomes of non-formal learning were directly



associated with categories of social and emotional learning: better health and
well-being, positive relationships with others and stronger sense of self (self
awareness, confidence)°.

Similar positive outcomes have been confirmed by studies in America
exploring effects of various after-school programmes for children and youth.
These outcomes include significant improvements in self-perception, school
bonding and positive social behaviour; significant reductions in conduct
problems and drug use; and significant increases in achievement test scores,
grades and school attendance.

The practice of youth non-formal learning is often grounded on voluntary
and active participation, the holistic approach to development, experiential
learning, group dynamics, and non-formal communication between its partic-
ipants®..

Such principles help to create learning environments focused on relation-
ships, social learning, individuality and reflection. These conditions directly
correspond to the main requirements of SEL (see 50-55 pages Developing
relation-centered learning environments).

® Informal education

Only part of what people learn happens within schools or other organized
activities. Social and emotional learning of children and young people hap-
pens every day when they face real life challenges and manage relationships
with others. These are the true exams of SEL that students are taking daily.

This is why the practice of SEL is not limited only to classrooms. SEL
aims to empower students to put their skills to action in their lives, learn to
overcome difficulties and make responsible decisions around them. This s
achieved by promoting partnerships between schools and local communities,
fostering the culture of positive relationships and helping students to take up
active roles in their environment.

This is where assessment of social and emotional skills plays an important
role.

50 Dickson, Vigurs &
Newman, 2013; European
Commission, 2013

51 Gailius, Malinauskas, Pet-
kauskas, & Ragauskas, 2013
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Assessment of students’ achievement is an inseparable part of education
that makes influence on students’ motivation, confidence, further academic
and career choices and well-being in general. Researchers, teachers and de-
cision makers from various countries agree that in order to improve student
achievement (which is an ultimate goal of educational systems), a balanced
assessment system should be applied.

Social and emotional skills, like any other learning area, should be as- ses-
sed at school in order to support students’ learning. Relevant assessment
practices could help students track their own progress, receive feedback on
their progress and also inform the teachers about what teaching practices
should be applied.

Measuring social and emotional skills as an ability.

There are two viewpoints® on how we can approach the assessment of
social and emotional competences. Social emotional competence as a trait
refers to the individual person’s self-perceptions and dispositions, whereas
social and emotional skills as an ability include more practical components
that could be directly observable in one’s behaviour.

This Toolkit follows the “ability” model of assessing social and emotional
skills. It proposes assessment methods that are based on observing students
behaviour and reflecting uppon it in real life situations at school. Students’
self-observation and self-assessment play a critical role in this process.

7

Moreover, it can be argued that most of the professional instruments de-
signed to assess social and emotional abilities are not suitable for regular use
at school. Existing assessments are designed for and best suited for individual
assessment in the context of clinical evaluation. Those assessment strate-
gies are generally not suitable for universal application, either for screening
or regular measurement of SEL. Most of the assessments require significant
time for their administration and special training to ensure standartization.
What‘s more, scoring and interpretation requires further work and special-
ized knowledge™.

Therefore, we cannot expect that teachers, without special training and
knowledge, would use the assessment tools designed to be used by profes-
sional physicians and psychologists. Unprofessional use of such tools could
make things worse, may cause conflicts in the school community and harm
the students. Furthermore, in order to make assessment a useful tool for
individual progress, we need to develop assessment methods and practices
that are easy to understand, simple to administer in class and involve children
themselves to take an active part in the assessment process.

3.1. What's in this Toolkit?

A systemic approach®* to assessment in education generally involves the
following elements:
Clearly defined learning goals and benchmarks (i.e. standards) for
students’ SEL progress;
Teaching methods that foster social and emotional skills;
Universal and targeted screening and progress monitoring (forma-
tive, interim, summative).



These elements serve as guidelines in developing the assessment model
for social and emotional skills presented in this Toolkit.

Following the general view of learning assessment described above, this
Toolkit presents several pedagogical instruments that, when used together,
provide a system for assessing students’ social and emotional skills in class.
The Toolkit does not fully cover all the necessary requirements of an assess-
ment system, as it does not aim to develop specific SEL curricula. However, it
provides instruments for educators to follow students’ SEL progress, support
SEL compatible classroom instruction (teaching) and aid in monitoring learn-
ing progress. The methods offered in the Toolkit are intended for the use of
all school teachers and other educators in classes of different subject areas.
The Toolkit provides universal principles of assessment that can be adapted
to classes of any school subject or non-formal education activities.

Figure 5. Elements of
SEL assessment pre-
sented in the Toolkit.

SEL Skills
Assessment

These elements are presented in more detail below.

SEL SEL Standards (See ANNEXES B1 and B2) describe learning objec-

Standards tives for the development of social and emotional skills for differ-
ent age groups of students. These educational objectives serve as
a reference point for developing curricula and assessing students’
achievement in the area of SEL. The Standards used in this Toolkit
were developed by lllinois State Board of Education (USA), in coop-
eration with CASEL and have been used in Illinois State schools. The
Standards are formed according to 3 main SEL Goals (see page 30).
These 3 Goals are further expanded for each age group describing
specific descriptors of achievement in several areas for different age
groups of learners. They provide guidelines for educators that help
understand the path of healthy SEL skills development in children
and set benchmarks that can be used by both teachers and students
to assess their learning progress. Each of these learning areas can
be observed and assessed at school using several assessment tools
presented below.
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Formative Assessment is a constant process of assessment and
feedback in class that helps teachers and students track their prog-
ress and identify areas and needs for improvement. It is an active
practice that can be applied for assessing not only subject-based
learning but also the development of social and emotional skills in
the classroom.

This Toolkit presents an easy-to-follow model of Formative Assess-
ment developed by Dylan Wiliam (2011) that is expressed in 5 main
strategies to be used in class.

Teaching methods presented in this Toolkit are teaching techniques
that support Social and Emotional Learning in class, whatever the
subject or material being learned. These Instructional teaching
methods aim to:

® Provide a method of instruction that facilitates social and emo-
tional aspects of learning e.g. helps students to think, communicate,
cooperate reflect etc. ;

® Help teachers observe students’ behaviour and get relevant
information to assess individual students’ SEL progress;

® Improve the quality and diversity of teaching methods in the
classroom;

® |nvolve students to be active agents of learning.
All Teaching methods are presented in relation to the SEL Standards
and the specific Learning goals they can help assess, together with
clear instructions and examples for their implementation in class.

SEL Assessment Tools are instruments for monitoring SEL progress at
school on different levels. This Toolkit presents several tools for as-
sessing students’ learning, teachers’ practices and the whole school
characteristics of SEL. The main tools for the classroom, such as
Students’ Self-Assessment Cards, are intended for student self-as-
sessment and teacher observation of student behaviour. Taken
together, these tools provide a certain structure and guidelines for
the learners to track their progress themselvesreflect on their own
learning and plan further develoment. The feedback obtained can be
also valuable for their teachers and peers.

All Tools are presented in detail in Chapter 5 with the supporting
Annexes.

3.2 Social and Emotional Learning Standards

After analysing multiple standards and best practices of SEL, the Learning
to Be project team adapted the SEL standards of the Illinois State Board of
Education (US) *° for practical use in European schools during the project.

Because of the growing attention to SEL and its benefits, the Illinois State
Board of Education, in cooperation with CASEL, developed social and emo-
tional learning standards which can be incorporated within all learning areas.
The lllinois state SEL standards provide a comprehensive guide to students’
SEL educational objectives, track their progression, support instruction and
curricula development.



The lllinois standards presented here are meant to be used
only as a practical educational tool, a refference for assessment, during the
experimental project. They are not part of any national curricula in European
schools. It is important to note, that this standard should be used only as a
guidline to understand the progress of students’ social and emotional skills
development.

The SEL standards describe what typically developing students should

know, understand and be able to do in order to achieve the following goals:

Develop self-awareness and self-management skills to achieve school and
life success.

Use social-awareness and interpersonal skills to establish and maintain
positive relationships.

Demonstrate decision-making skills and responsible behaviours in per-
sonal, school and community context.

Within the SEL standards, more detailed learning targets are identified.
They are benchmarks that specify the developmentally appropriate SEL
knowledge and skills at the five grade-level clusters (pre-school-3, 4-5, 6-8,
9-10, 11-12). Benchmarks increase in terms of complexity and requirements
from one grade-level cluster to the next.

Learning standards and benchmarks are further detailed as performance
descriptors. They help teachers select and design syllabi, classroom activities
and instructions, and also assess students’ performance and achievement of
specific SE knowledge and skills.

Examples of goals, learning standards, benchmarks and performance
descriptors for grades 4 (ages: 9 — 10) and 8 (ages: 13-14) described in the
following tables 3 and 4.

Table 2. Examples of

Goal: Use social-awareness and interpersonal skills to establish and main- the lllinois SEL learning
tain positive relationships standards for students
Grade 4
Learning Use communication and social skills to interact effectively with
standard: others
Benchmarks: Describe approaches for making and keeping friends; analyse ways

to work effectively in groups

Performance Recognise when it is appropriate to give a compliment; practice

descriptors: introducing everyone in your class; demonstrate how to give a com-
pliment; demonstrate appropriate responses to receiving a compli-
ment; use ‘I-statements” to express how you feel when someone
has hurt you emotionally; demonstrate expressing appreciation to
someone who has helped you.



Table 3. Examples of

the lllinois SEL learning Goal:

standards for students

Grade 8
Learning
standard:
Benchmarks:
Performance

descriptors:

Use social-awareness and interpersonal skills to establish and main-
tain positive relationships

Use communication and social skills to interact effectively with
others

Predict others’ feelings and perspectives in a variety of situations.
Analyse how one’s behaviour may affect others.

Role-play how to report bullying behaviour; participate in setting
and enforcing class rules; practise strategies for maintaining positive
relationships (e.g., pursuing shared interests and activities, spend-
ing time together, giving and receiving help, practicing forgiveness);
recognize the importance of setting limits for yourself and others;
demonstrate an ability both to assume leadership and be a team
player in achieving group goals; learn to maintain an objective,
non-judgmental tone during disagreements.

The full SEL standards for grades 4 and 8 can be found in Annexes B1

and B2.

Other elements of SEL assessment model — teaching methods and
practical assessement tools are presented in more detail in the following

chapters: 4 and 5.

3.3 Formative Assessment Strategies for SEL

In educational literature, three types of assessment are commonly distin-
guished: screening, formative assessment and summative assessment.

is a process that allows for implementation
of three-tier model of instruction: universal instruction,
targeted intervention and individualized work. Usually
screening includes questionnaires and specific monitoring
protocols®.

is a continuous process when
evidence of student learning is consistently collected and
analysed. On the basis of this evidence, teaching could
be adjusted in order to improve learning and stimulate
student progress.

takes place at the end of a
certain period of the learning process. It aims to provide
general feedback about the level of student achievement
with reference to the defined curriculum standards or as-
sessment criteria for the agreed period of time.

56 Durlak, Domitrovich, In this Toolkit the main focus is placed on Formative Assessment. The

Weissberg, & Gullotta, 2015

goal of formative assessment is to improve instruction and learning through



the use of a variety of assessment tools and methods which identify student
strengths and allow teachers and learners to set targets for growth. Forma-

tive assessment is not an evaluation system used to measure student learn-
ing against a benchmark, but rather a range of procedures used to guide the
learning process.

Formative assessment strategies proposed further in this Toolkit aim to:

Help students take responsibility for their learning by regularly moni-
toring their learning experiences;

Aid students in their further learning through clear learning goals and
teachers’ feedback;

Measure and recognise students’ learning progress;

Encourage students’ cooperation in helping each other learn;

Help teachers assess their performance as educators and improve
their teaching practices;

Develop students’ thinking skills and learning to learn;

Enable honest and positive relationships in the classroom that sup-
port learning.

The following pages explain how these formative assessment principles
can be applied to students’ social and emotional learning at school.

Any assessment can be considered formative when it improves instruc-
tional decisions made by teachers, learners and their peers. According to
Dylan Wiliam (2011), three key processes and three main actors can be iden-
tified during teaching®’.

Finding out where students are in their learning teachers
Finding out where students are going learners
Finding out how to get there peers

When these roles and processes are crossed, five formative assessment
key strategies emerge around one big idea, which reveals the “spirit” of
short-cycle formative assessment:

Students and teachers
Using evidence of learning
To adapt teaching and learning
To meet immediate learning needs
Minute-to-minute and day-by-day®®

Dylan William (2011) provides a detailed explanation of formative assess-
ment strategies together with examples and advice on their use. The follow-
ing is a brief review of each strategy.

When students become involved into discussion on the learning
targets and understand how things that they have been learning are applica-
ble in a real situations, their motivation grows and they develop a sense of
responsibility for learning. Essentially, students become stakeholders in their
own success. Having an investment in their learning motivates students to

. . . . . 57 Wiliam, 2011
strive to meet their own expectations and to seek alternative solutions to a

58 Leahy, Lyon, Thompson, &
Wiliam, 2005



problem after facing setbacks. Teachers should guide learners to set expec-
tations by discussing success criteria, and creating a plan to move forward.
One example of this type of discussion may involve reflecting with learners
about successes as well as areas of improvement pertaining to past work or
behaviour. This conversation should involve discussing ways in which a learn-
er will manage personal feelings, contribute to a final result, and affect the
overall climate of the classroom. Developing a plan around these topics also
contributes to the development of social and emotional competencies.

Here are several tips on how to apply this strategy in the classroom:

Discuss the main learning goals and objectives at the beginning of a
lesson.

Review examples of practice, students’ works from previous years
(examples of good, average and poor performance). Discuss their
strengths and weaknesses, criteria for success (Wiliam, 2011).

Encourage students to reflect on their strengths and weaknesses, set
personal learning goals, share their expectations and needs.

Explain the criteria of evaluation (assessment) for upcoming tests and
tasks.

Organise classroom discussions to evoke previous knowledge, acti-
vate thinking and analyse the main topics of the lesson.

Discuss the relevance of the learning material outside the classroom.

In a learning envi-
ronment guided by formative assessment teachers encourage students to
express what they have learned in a variety of ways. It is important for teach-
ers to collect sufficient evidence about what students are able to do, so they
can decide what to do next. One of the ways to do that is to engage students
in dialogue and to create an atmosphere where learners feel safe to answer
teacher’s questions and ask for clarifications if they struggle to understand
certain topic or concept. When individual approach is hardly possible, teach-
ers are recommended to use other strategies that help to reflect studnets
understanding of the topic and instantly identify learning gaps or miscon-
ceptions. For good teaching the collected evidence should be used to plan
further learning or to re-teach the difficulties or misconceptions students
may have.

Few tips on how to apply this strategy in class:

Ask critical questions related to the main learning points (hinge ques-
tions). Allow students appropriate time to think, discuss and respond
(Wiliam, 2011).

Create opportunities for students to show their knowledge and skills
in practice through interactive activities, discussions, practical tasks.

Organise assignments in pairs and groups to promote relationship
building and cooperation.

Ask students to present their work and talk about it.

Use quick assessment activities to monitor students’ learning as it
happens to quickly respond to teacher’s questions and assess learning
(e.g. using individual mini boards, exit cards, thumb scale, etc.). See
more examples in section 5 (pp. 96-98).



Most often students
are assigned a letter grade or a symbol through an evaluation process. This
type of assessment provides little qualitative information about the progress a
learner has made and may even elicit anxiety and fear. Quality feedback should
not cause an emotional reaction, but instead cause thinking. It should direct
the learners’ attention toward what’s next rather than pointing out how well
or badly a student has performed. Effective feedback should be “a recipe for
future action”®°. Learners that are given feedback in a descriptive way benefit
greatly. Comments pertaining to specific ways in which to improve allow stu-
dents to reach the next step in the learning process.

Teachers’ feedback comments should be:

focused on the learning and behaviour, not the student;

about the learning that should be going on, not only the presentation;

clear about what the student has achieved and what still needs further
work to improve;

phrased so that the student can understand how they should respond;

phrased as targets or linked to targets already shared with the student.
(Wiliam, 2011)

Quick tips on how to apply this strategy in class:

Comment on students’ positive behaviour, emphasise positive personal
efforts and learning progress whenever possible.

Share your individual comments on learning and behaviour regularly
with each student;

Observe students’ learning and behaviour, make notes for yourself. This
will make it easier to provide comments later.

Complement your marks (evaluations on written assignments) with
short written comments focused on further learning and things to im-
prove.

Use symbols and tokens to express meaning for both positive and neg-
ative feedback (e.g. roses — flowers (good, beautiful things) and thorns
(problematic, challenging) are always together).

Encourage students to learn giving and receiving feedback from each
other in pairs and groups.

Show openness to students’ feedback yourself. Create opportunities
for students to share feedback with you (e.g. conduct student feedback
surveys, ask students to write comments on exit cards).

Read more examples of how to use feedback in class in Section 4 (p. 86)

Some
educators are hesitant to provide opportunities for peer tutoring for fear that
it may be difficult to determine whether student-to-student feedback is of
quality or to ensure that each member’s contribution is worthwhile. Howev-
er, research indicates that there are tremendous benefits to collaborative and
cooperative learning. Because students view peers as equals, they feel more
comfortable asking questions and seeking clarification. Also, the language used
by the teacher may be too technical for some students to understand but can
be better understood when restated by a peer. Peer tutoring is beneficial not
only for students with misconceptions or questions, but also the learners who
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provide the help because these learners develop a better understanding of
the subject matter as they teach it to someone else. Collaborative learning
also contributes to the development of social and emotional competences as
students share ideas, make compromises, listen to and accept feedback from
others. It is important to note that in order for peer learning to be effective,
agreements must be established with regard to student contributions and
reaching a common goal. If teachers activate students to support each other,
the teacher is still responsible for the quality of support given by students to
each other. To ensure this, teachers constantly monitor what students are
saying to each other.

Quick tips on how to apply this strategy in class:

Organise assignments in groups and pairs to promote students’ coop-
eration on the task;

Assign “Learning Buddies” with specific tasks to help each other learn
or prepare (e.g. each buddy could receive a set of questions (a “prepa-
ration checklist”) to review another students’ work before submitting it
to the teacher.

Ask students to react and comment on each other’s work in class,
share constructive feedback.Encourage more confident students to
help others learn.

While teachers
provide opportunities for learning, the only one who can create learning is
the student. Self-regulated learning opportunities allow students to exercise
metacognition and to develop a sense of responsibility for their own prog-
ress. Self-guided learning requires a student to think critically to identify ar-
eas in which they have difficulties and to seek opportunities to develop skills
in areas of deficiency. Reflecting on learning is not an easy process. It takes
time and can become emotionally charged, but with guidance and practice,
students will learn to manage their growth process. Developing a growth
mind-set® is key in activating students as owners of their learning.

These five strategies serve as guidelines for designing effective teaching
and provide the flexibility for educators to decide how to implement each
strategy in their classroom in order to meet their students’ needs. It is critical
that the teachers understand that the purpose of these assessment strate-
gies is to guide further learning process rather than to simply evaluate the
students’ performance at a given point in time. Also, teachers must com-
municate the value of these strategies to their learners, if they wish to apply
them successfully

Quick tips on how to apply this strategy in class:

Ask students to self-assess their learning and progress regularly.

Encourage students to set personal learning goals and track their
progress in learning diaries/notebooks.

Use quick self-assessments to assess individual learning during the
lesson (e.g. ask students to use traffic lights/colours to show how confi-
dent they are with the lesson’s topic).

Dedicate time during the lesson for reflection and self-assessment.

Encourage students to collect proof of their learning experiences and



success (e.g. collect student portfolios, write learning logs/notebooks,
etc.).

The 5 strategies, processes, and roles can be described in the following
way:

Where the learner is Whert? ﬂ?e
. learner is right How to get there
going
now
Teacher 1. Clarifying and shar- 2. Eliciting evi- 3. Providing feedback
ing learning dence of student that moves learning
intentions and criteria learning forward
for success
Learner Understanding and 4. Activating learners as instructional re-
sharing learning sources for one another
intentions and criteria
for success
Class peers Understanding learning 5.Activating learners as the owners of their
intentions and criteria own learning

for success

The five formative assessment strategies outline the ground of assessment
for learning, but every teacher is responsible for choosing the specific activ-
ities for the implementation of those strategies. The important thing is that
teachers need to adapt any technique that anyone else might show them to
make it work in their local context (Wiliam, 2011).

Section 4 of the Toolkit (“SEL in Practice”) presents 11 teaching methods
that will help put these strategies into classroom practice and link them with
social and emotional learning.

Students might not be accurate in self-assessing their social and emo-
tional skills. They might sometimes underestimate or overestimate their
abilities. Therefore, teachers’ observation and feedback are crucial in helping
students make adequate judgements about their learning. It is important to
note, that the ability to self-assess is an important aspect of one’s self-aware-
ness, therefore, it can be considered an important SEL skill itself which can be
developed.

Students might be able trick (“game”) the SEL assessment tools by pro-
viding responses that do not reflect their beliefs but make the teacher think
the student is being reflective. Also, students might attempt to appear better
in front of the teacher or their peers (social desirability). This is especially
true when self-assessments are given special importance at school. In order
to prevent this, teachers should avoid comparing individual students’ self-as-

Table 4. Five strategies,
processes, and roles
for designing effective
teaching



sessments to one-another or grading students based on their self-assessment
scores.

Good performance does not always equal good learning! The fact that
students can demonstrate a particular level of SEL capability on a given task
(performance) does not necessarily mean that they have developed good
skills (learning). Real SEL skills development is likely to happen very slowly.

Various contextual factors are likely to affect SEL assessment: students
might be able to demonstrate good SEL abilities on a particular task, how-
ever, they might perform worse on a similar task in a different context (e.g.
working with unfamiliar people, under time pressure or in a different place).
Therefore, several different assessments might be necessary over time in
order understand students’ learning.

The assessment methods presented in this Toolkit are primarily aimed
at helping students and teachers become more self-aware, guide their own
learning and shape teaching in the classroom. However, it is important to
note, that these assessments are not designed to be used for formal evalua-
tion of performance or objective comparison between individuals. Therefore,
it is important to use these instruments wisely, according to their purpose:

Explain to students (and their families) that these assess-
ments are not performance tests but activities to help them
learn more about themselves and others;

Dedicate time for these assessments regularly to form a
familiar routine (during lessons or other activities);

Allow students time to reflect on their self-assessments;

Plan learning activities (tasks, games, events) to create
opportunities for students to practice and demonstrate their
skills;

Allow students to make mistakes, be inaccurate in assess-
ing themselves. Accurate self-awareness is a skill that takes
time to develop;

Encourage students’ discussions and group reflection
about themselves and the relationships in the group;

Provide individual feedback to students commenting on
the positive aspects and challenges of their social and emo-
tional learning. Explain further steps of learning for each
student.



Compare individual students based on their self-assess-
ment scores;

Conduct formal performance evaluations or assign grades
for social and emotional skills;

Discuss individual self-assessments with other students or
in front of class without specific permission from that student
(privacy);

Push students to write perfect answers or complete all
tasks at once;

Forget to share your feedback and review the assessments
with students (i.e. don’t leave students alone).
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Figure 6. The 7-step
planning process wheel

Table 5. The 7-step
planning process
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Studies have revealed that fragmentary development of social and emo-
tional skills does not yield the results that are expected®. To achieve the
results that are expected, social and emotional learning must be integrated
into the whole-school life and student life. This is planned and consistent
work. This chapter provides information on:

* Planning SEL implementation in the school;

* Creating relationship-centred learning environment in the classroom;

* Teaching methods to strengthen SEL.

Y.1 Planning the process of SEL implementation

Practitioners who integrate social and emotional education affirm that
achieving positive results requires focusing on community-based work, taking
the step-by-step approach and working in a consistent way. Planning the pro-
cess of SEL integration involves 7 steps®.

7

Connect to Build the
those who school infra-
are already structure

implementing
NG

Improve staff
readiness to
teach SEL

Evaluate SEL
resources and
coordination

@

5 Provide Assess
opportu- school’s
nities to culture and

practise Identify climate
SEL skills shared values,
themes, and

3

essential life
@ habits

These seven steps are presented in more detail in the table below.

Build a school SEL requires constant planning, therefore, it is recommend-

infrastructure ed that a school SEL development team should be formed in

that can order to develop a SEL implementation plan. The SEL devel-

support SEL. opment team should be formed on the principle of represen-
tation- members of all school community groups should be
included in the team.

Evaluate SEL Evaluate SEL resources by answering following questions:

resources and * Are all students provided with the opportunity to develop

coordination in social and emotional skills?

your school. * Do the teachers use social and emotional skill-enhancing

teaching methods during the lessons?

* Are the students provided with the conditions to demon-
strate their SE skills outside the school?

* Are the students involved in establishing their school rules?
* Does the school practice a non-punitive discipline?




Assess your Carry out a school climate study involving all student age

school’s culture groups, all staff and parents. (The design of the study can

and climate. vary, but the instruments for this research must be aimed at
revealing the school’s culture and climate.) The study will help
identify strengths and weaknesses and plan SEL integration
more precisely.

Identify shared Communicate with the community and determine the overall

values, themes,
and essential

vision of SEL implementation and negotiate how
to achieve the agreed vision. Explicitly instruct the school com-

life habits. munity that the aim is to build a community based on good
interpersonal relationships. The goal is for everyone at school
to feel safe and included.
Identify and articulate school-wide key values and make sure
that students learn them within and across grade levels. This
plays an essential role in reducing fragmentation and increases
the likelihood that students will become inspired to learn.
Provide Social and emotional skills are needed every day and every
consistent moment. Fragmentary training of social and emotional skills
and ongoing leads to fragmentary results. If we want to foster strong social
opportunities and emotional skills in our students, we need to train them

consistently, making it possible for them to adapt these skills
to school and other life situations.

for students
to practice SEL
skills.

The school community, having completed the SEL implemen-
tation plan, foresees that all members of the community
should be prepared for this process, especially the teachers.
Teachers should be ready to teach any lesson in such a way
that students feel enthusiastic about it, learn actively and
achieve maximum results. Therefore, teacher training in the
application of student-oriented teaching methods becomes
an essential part of the integration of social and emotional
education.

Improve staff
readiness to
teach SEL.

Connect to
those who are
already imple-
menting SEL.

Schools that are beginning to introduce social and emotional
education usually raise a lot of questions and encounter some
challenges. It is advisable to seek help and assistance. It is
possible to expect support from organizations that are devel-
oping and implementing social and emotional programmes, or
other schools where social and emotional education is already
established.

For a successful integration of SEL into the school life, all members of the
school community must be involved: head of school, teachers, parents, family
and local community members, educational specialists (psychologists, social
pedagogues, health professionals, counsellors etc.), support staff and stu-
dents®.

Each school community member is essential to the success of SEL, there-
fore, the beliefs of the included community members should be taken into

63 Collaborative for Aca-
demic, Social, and Emotional
Learning, 2006.




account. It is important that school community members:
* behave in a way that models personal social and emotional skills;
* demonstrate belief in the positive potential and success of all students;
° understand the need and importance of social and emotional learning.
Also, involvement all community members can become easier when each
member is aware of his/her roles.

Table 6. Roles of com-
munity members School © Plans the integration of SEL into school life.
principal © Forms the SEL development team.
¢ Ensures access to the necessary resources for the integration
of SEL.
© Maintains an ongoing dialogue with staff about SEL experienc-
es.
Social and * Maintains contact between the school principal, SEL develop-
emotional ment team, school community and social partners.
learning * Provides school community members with information and
development literature on SEL.
team leader * Coordinates all SEL-related activities at school: planning,
teacher training, research, integration, programme selection.
* Plans the necessary budget for the SEL-related activities.
* Aids teachers in enhancing SEL by creating a safe learning
environment.
* Represents the school at conferences, meetings and reports
on the results of the development of SEL at school.
Teachers © Participate in the SEL development team and identify existing
and potential strengths and challenges.
© Maintain the vision of SEL and its implementation among col-
leagues through dialogue, reflection and collaboration on SEL
experiences and encourages staff to be personally interested in
SEL.
*© Raise realistic goals for school improvement. Propose specific
ways to implement SEL at the classroom level and school level.
Parents, * Participate in SEL development team and provide family and
family and community feedback on implementing SEL, identify existing and
local potential challenges as well as strengths.
community * Help to identify important goals for SEL initiatives and provide
members information to the community.
* Help in effective use of financial resources and identify possi-
ble sources of aid for further SEL initiatives.
Psycholo- * Participate in the SEL development team and provide expert
gists, social information on mental health, child development processes and
pedagogues, the effectiveness of various preventive efforts. Correlate these
health pro- elements with academic learning and student behavioural
fessionals, 15SUES. _
counsellors © Help to analyse the assessed needs of the school community
and identify suitable strategies for intervention and choose
suitable SEL programmes.
© Ensure that all students at the school are involved in the SEL
process.




Support staff * Provide observations on how the school staff and students ap-
ply social and emotional skills in the school premises (corridors,

halls, playground, canteen, bus, etc.) throughout the day.

* Evaluate the relationship between the staff, family, local com-

munity members and the students, as well as the overall school
microclimate.

Students * Participate in the SEL development team and identify barriers
to the success of SE skills development.

© Actively encourage others to engage in activities that help
strengthen SE skills.

© Share the SEL development team’s information with other
students.

* Participate in the observation and analysis of SEL-related skills
and share data with members of the community and the SEL
development team.

TR Y2 School and family partnership

Social and emotional learning starts in families. First social and emotion-
al skills are learned in the families. If parents exhibit social and emotional
learning skills, children acquire them through observing and learning from
their parents Dawson P., Guare R., 2018°%. Focusing on the development of
a child’s skills is important at all ages. Over time, the number of individuals
involved in child education increases. Preschool and kindergarten teachers,
later teachers become an essential part of a child’s education. The greatest
and most effective educational outcome is achieved when communication
between families and educational institutions is based on trust and coopera-
tion. Parental involvement in children’s academic life is particularly significant
in helping children feel better at school and success in both: relationships and
academic achievement Slu$nys & Sukyte, 2016°.

To enhance the development of a student’s social and emotional compe-
tences, parental support is needed.

There are a few steps that can be taken:

1. Inform parents about an increased focus on social and emotional
learning.

2. Listen to parents’ expectations regarding social and emotional learn-
ing.

3. Express your expectations regarding social and emotional learning as
a school, as a subject or a class teacher.

It is recommended to have one parent meeting about social and emotion-
al learning. Briefly introduce parents to what social and emotional learning is
and what competencies and skills are being developed. If a special social and
emotional programme is being implemented give a brief introduction. And
if social and emotional learning is implemented through the development
of a relationship-centered learning environment and teaching strategies,
the structure of the lessons could be presented to illustrate how SEL will be 64 Daweon & Guarre, 2015
integrated. 65 Sluénys & Sukyte, 2016




It’s worth telling parents that they can contribute to learning outcomes by:
* Helping children develop a respectful attitude towards learning.
* Showing interest in learning successes and failures.
* Responding to teacher comments and requests.
* Showing interest in the relationships between students.
* Keeping up with the home discipline and daily routine.
° Paying attention to the place of learning at home.
* Providing the child with the necessary learning tools.

Children will experience success if the development of social and emotion-
al skills is strengthened by the school and families together.

Y.3 Developing relationship-centered learning
environment in the classroom

When developing a learning-friendly classroom environment, the major
goal is to promote caring and supportive relationships which may facilitate
meaningful learning, foster SE competences and strengthen students’ resil-
ience.

This section provides guidelines for creating a relationship-centered learn-
ing environment in the classroom.

Physical learning environment. The classroom environment should be de-
signed to meet the students’ needs. It should be cosy, tidy, comfortable and
well-lit. The students could be seated in such a way that they see each other
and are able to interact with each other. Since the physical learn- ing environ-
ment consists of what we see, hear or smell, it is important that the colours,
sounds and scents prevailing in the classroom help, not disturb, the learning.
The visuals should be easy to read and should reflect the most important
information for the students to refer to .

The first and the last minutes of a class. Clear goals, planned activities
and tasks are very important, but other lesson elements, such as setting the
mood for a lesson and ending a lesson, should not be forgotten. The first and
the last minutes of class can have a great impact on the overall feeling of the
students. Start each day with a check-in, set as a personal goal to greet every
student individually. It can be done by establishing rituals and tradi- tions,
otherwise, a simple and warm greeting should be enough.

The beginning of a lesson depends on the day’s topic and other circum-
stances, e.g., Is this lesson taking place right after a weekend / a holiday?
This, as well as the age of the students, will affect the amount of time needed

to start a lesson. By devoting, at least, a couple of minutes to start a les-
son, the teacher will:
* set the appropriate mood for students to work;
* have the opportunity to observe and respond to students’ emotions;
e develop a relationship with students and help them develop relation-
ships with one another;
* by noting how long you have not seen each other, the teacher will
create an important connection between the last lesson and the new one.
Also at the end of a lesson, the teacher may ask the students to identify



how they are feeling and reflect on what the students have learned that
day.

Suggested activities

({(

® Skip Dice Greeting.

* Students stand in a circle.

* One student rolls the dice and skips the number of students indicated
by the number of the dice and greets the next student (e.g., if the student
throws a “two”,they will skip two people and greet the third person in the
circle).

* The greeter sits down.

* The student who was greeted takes the turn in rolling the dice.

* The greeting continues until all students have been greeted.

® Traffic Lights Reflection.

* At the end of lesson, ask students to think about how they are feeling
about the topic and the lesson in general.

* Present the students with the “traffic lights” activity and explain the
meaning of each light, e.g., Green- | understand the topic and | am feeling
great; Yellow- | understand most things, but | need a little bit of support;
Red- | don’t understand many things and | need help.

° Ask students to select the appropriate light that reflects their feeling.

® Thumbs Energy Scale. Can be used to quickly assess the level of prepara-
tion, understanding, satisfaction etc.

* At the beginning of an activity, the students assess their level of ener-
gy by showing thumbs.

* Show the students what different thumb positions mean: up — fully
charged/energetic, down — completely tired/bored, horizontal — feeling
SO-S0.

* On a count of three ask everybody to show their energy levels using
their thumbs (the teacher also joins in).

* The teacher guides reflection.

® Live Thermometer. The activity is good for beginnings and endings of
lessons.

* Use sticky notes to indicate the temperature scale ¢ from the negative
to the positive (-/ 0 / +) on the floor, diagonally from one corner to anoth-
er, with zero in the middle.

° Explain to the class that you will ask each of them to evaluate dif-
ferent statements by moving to certain positions on the scale (agree +,
disagree-, not sure 0). The distance indicates the level of how much they
agree or disagree with each statement (closer to the center, closer to
extreme etc.).

* Present one by one, several statements, you wish students to asses or
topics you want to open. For example: “I feel ready for today’s class”,




“I feel happy after the weekend”, “I have learned new things today”.
* Ask students to share why they chose certain positions, if they wish.
° The teacher guides the reflection.

# All those who. This activity is good for talking about daily experiences,
understanding the attitudes of students and opening the topics of the class.

* Students stand in a circle.

* Explain the class you will read out different statements and ask all
those who agree with the statement to make one step towards the middle
of the circle.

* Present the statements such as “All those who are feeling sleepy”, “All
those who like basketball”, “All those who haven’t done their homework”.
Ask students to share why they chose certain positions, if they wish.

* The teacher guides the reflection.

Teacher’s verbal and non-verbal language. The teacher’s verbal and

non-verbal language is important from the first to the last minute of a les-
son. Students can sense the teacher’s mood as soon as they enters the class-
room. Enthusiastic body language and a smile can stimulate student interest
and help to create positive atmosphere. By using an open body language, a
teacher can show that they is ready to listen and interact. The teacher’s way
of speaking must be an example of polite communication. By correctly look-
ing at or talking to the students in a polite manner, a teacher can encour- age
the students to participate in class activities. The students would appreciate it
if the teacher uses their first names to address them.

Responding Respectfully. Classroom communication that promotes
respect is essential not only for building relationships, but also for boosting
students’ self-confidence and achieving academic success.

Positive learning environment is created not only when the teacher en-
courages students to maintain a tone of respectful interaction or appropriate-
ly responds to student objections and bullying, but also when they applies
methods that engage everyone and respect the individual student’s learning
style and pace.

An important element of the lesson is how the teacher responds to the
students’ production. The teacher should not react by evaluating, judging, or
sticking labels. The teacher will succeed if, instead of the words “awesome,
“wonderful”, “great”, they will say “thank you”, “OK” In assessing student
achievement and progress, it is desirable to avoid aggregating evaluations
that do not provide any specific information. For example, the laconic phrase
“well done” should be replaced by a word or sentence that also defines why
the teacher believes the student has done well. Observing achievement or
progress, positive evaluation and teacher encouragement can be appreciated
by students, so the teacher should say encouraging words to everybody in
class, finding even the smallest reason to celebrate something about every
student. The way to provide positive reinforcement depends on the situation,
group dynamics and students’ age. Thus, 1) teacher can do it individually one
to one (for example, for adolescent or students that progress slowly),




2) teacher can do it individually in front of class (for younger students’) or
3) teacher can give positive evaluation for a whole group/class.

Reacting to students’ resistance. During the lesson, there are a lot of
events that the teacher has planned and expects, but there are also some
that have not been anticipated. Lessons can be disturbed by many factors:
events prior to the lesson or outside the school context, physiological feel-
ings of stu- dents, relationships, learning gaps etc. While trying to encourage
students to think and discuss, the teacher may encounter some resistance.
When reacting to the students’ resistance to participate, the teacher should:

° recognize and respond to the feelings of the student, for example, “I
see you are frustrated.”, “I see that you feel insecure”;

e discuss with students the consequences of what will happen if they
do not participate or do not understand the task.

Confidentiality. Confidentiality is a sensitive issue, especially in elemen-
tary classes. Students of young age sometimes can be very open in talking
about their family and friends. If the teacher hears that students share
thoughts that can be a source of bullying, domestic violence, self-harm etc.,
they should stop the student and change the topic. However, it is imperative
to pay attention to the student after class and talk to them about it. Such
conversation and teacher’s attention may prevent irresponsible actions, or
help strengthen the student®®.

Low and High Risk Activities. Starting a new, unusual thing in class is often
challenging. When starting up with new teaching methods, we should intro-
duce them gradually. The teacher needs to be especially careful when choos-
ing a method that requires good student relationships. Having assessed the
risk of the chosen method, the teacher will be able to predict the result of
its application. The risk can be reduced if the teacher learns the instructions
for applying the method, and makes sure that the students understand them
well. A teacher who has begun applying low-risk activities, such as working
individually, can gradually build up to high-risk factors, such as re-grouping
into various teams, implementing successful long-term projects, and active
participation in the lesson®’.

Focusing on positive behaviour. Adults tend to believe that it is normal
and unquestionable that children should behave politely and properly. Thus,
the child’s behaviour that does not fit with the imagined behaviour norms
draws the most attention. Adults manage to get children to obey, but when
children find themselves in an environment unaccompanied by adults, their
behaviour changes. Therefore, it is advisable for a teacher to pinpoint the
proper and positive behaviour in the classroom and draw attention to it. For
example, if the students work in collaboration, say this, “I noticed your ability
to cooperate during the task,” or if the lesson has gone productively- thank
the students. In order to teach the students to notice and appreciate the
success of the work themselves, the teacher should encourage the students
to thank each other after they have finished the task. This will contribute to
developing an attitude that is favourable to cooperation. As a result, addi-
tional attention to positive behaviour encourages students to continue with

this behaviour even when adults are not around.
66 LIONS QUEST program,
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Suggested activities

® Self-portrait. Students share their emotions and feelings about life and
daily routines, developing this way a sense of self, while examining be-
haviours, race, diversity and personal goals.

* As a weekly journal entry, each student might write a poem or share
something they is pleased about or unhappy about. It is the student’s jour-
nal, it means that the teacher only reads it if allowed by the student.

° Each student is encouraged to talk about the positive traits of their
classmate. The focus must be on behaviour rather than something that
cannot be changed or controlled, e.g., appearance.

* Create a classroom where students have a voice. A classroom environ-
ment where students are free to speak their own emotions and thoughts.

® Storytelling. An opportunity for the teacher to tell stories in a group in
order to manage/discuss proper behaviours and emotions and also to invite
stu- dents to share stories in pairs or small groups to build new skills.

° The teacher promotes tasks that encourage the development of
non-verbal communication using students’ face, body and gestures to
adjust express emotions and illustrate behaviours.

* The teacher allows the students to create their own version of the
story (adapt and improvise).

* The teacher develops activities to encourage cooperation between
students and develop listening skills.

® Post it. This activity can be used when the teacher realizes that the stu-
dents contribute to the well-being of the class or community.
* Observe student behaviour and note the appropriate behaviours.
* Teacher will write down a post-it indicating which behaviour has been
correct and why.
* Put a panel with the names and photos of all the children, in the
classroom.
* Put the achieved post-it notes to the students.
e Students can give each other constructive feedback.
* Encourage students to use post-it notes to record the given feedback.

Shared classroom rules. Schools typically have several types of be-
havioural rules:
° Common school rules that define the expected behaviour in all spaces
at school (classroom, break times, playground, school bus etc.);
* Security rules for safety and health reasons (using IT classrooms, elec-
tronic and other devices);
* Rules set by the teacher (which help to successfully complete tasks
and agreements).
In order to maintain relationship-centered learning environment, it is
recommended that every teacher should discuss with the students the




behavioural expectations in the classroom, such as rules for talking, moving,
expressing emotions, helping others etc.

Tips for creating the Shared Classroom Rules:

* All the students in the class and their teacher participate in establish-
ing the rules.

* The number of rules or agreements should not be too big so that they
are easily remembered. (If the class has behavioural problems, the list of
rules should be as short as possible). Behavioural expectations must be
well-defined and recognizable. For example, “When one speaks, others
listen” or “Arrive on time”.

* All rules or expectations must be expressed through positive descrip-
tions of behaviour, without instructions of what is forbidden.

* Behavioural expectations must be clearly written and put up on the
wall in a visible place.

* A variety of methods can be used to help students remember these
behavioural expectations. For example, draw the rules, rewrite them, dec-
orate the poster, create a song or a poem etc.

* Regularly discuss with the class how to comply with the rules/agree-
ments, celebrate the success and, from time to time, adjust the rules to
remain relevant and establish new expectations.

* The rules apply equally to both pupils and the teacher, since every-
one, including the teacher, agrees upon them. For example, if we ask the
students not to use a phone during the lessons, the same rule applies to
the teacher.

The SILENCE signal. It is recommended that the students and the teacher
should agree on using the SILENCE signal when doing work in groups or mov-
ing from one activity to another. By using this signal teacher can save lesson
time and avoid unnecessary discipline issues. The SILENCE signal will help stu-
dents to develop self-control, because when the teacher displays the signal
(e.g. teacher raises their hand), the students also need to indicate SILENCE,
as agreed.

Humour. Humour is a prerequisite for a good lesson. It gives the lesson a
feeling of lightness, reduces stress and improves interpersonal relationships.
Unfortunately, there is a risk that humour can make the course of the lesson
unbalanced; if humour is directed at a certain student, it can become a form
of bullying and thus destructive for interpersonal relationships. Humour and
laughter will never hurt relationships if it is directed at oneself. Humour also
needs to be relevant to the lesson topic or situation.

Versatile training / Multiple teaching and learning. Everyone has their
own way of memorizing. Some students find it easier to read, others find it
easier to draw or listen. It is likely that pupils will better remember the

subject matter taught in the lesson if the teacher applies a variety of
teaching methods, enabling pupils to read, write, speak and listen, talk to
each other and, if available, move, sing or draw. Therefore, students should
be provided with possibilities to study in a way that is the most effective for
them.




Table 7. MATRIX: SEL
standards and for-
mative assessment
strategies

“ Y4 Teaching methods to strengthen SEL

[ D

Every minute is important during the lesson. Appropri-
ately selected teaching methods can encourage the stu-
dents to be active in the lesson, take responsibility for their
learning and be active participants in the learning process.
Certain methods can help students to gain subject knowl-
edge as well as social and emotional skills.

The teaching methods presented in the MATRIX below help to strength-
en students’ social and emotional skills and contribute to the creation of a
safe learning environment. Safety is an essential condition for students to be
active participants and make the most of their learning time.

The matrix reflects the connection between teaching methods, formative
assessment strategies and SEL standards for grades 4 (ages between 9 and
10) and 8 (ages between 13 and 14). This MATRIX can be used when pre-
paring lesson plans and selecting appropriate teaching methods that can be
used for implementing formative assessment strategies.

SEL
stan-
dard

Formati-
ve assess-
ment strategy

Goal 1
Develop self-aware-
ness and self-man-
agement skills to
achieve school and
life success.

Goal 2
Use social awareness
and interpersonal
skills to establish and
maintain positive
relationships.

Goal 3
Demonstrate decision
making skills and re-
sponsible behaviours
in personal, school
and community
context.

1. Clarifying,
sharing, and
understanding
learning inten-
tions and criteria
for success

Setting learning goals
Think-pair-share

Group work
Demonstration/modelling
Learning via play

Graphic organizers

Setting learning goals
Think-pair-share
Group work

Learning via play

Setting learning goals
Think-pair-share

Group work
Demonstration/modelling
Learning via play

2. Eliciting evi-
dence of student
learning

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities
Reflection

Graphic organizers

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities
Reflection

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities
Reflection

3. Providing feed-
back that moves
student forward

Accountable talk
Feedback

Accountable talk
Feedback

Accountable talk
Feedback

4, Activating
learners as
instructional
resources for one
another

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities

Think-pair-share
Wait time

Group work
Accountable talk
Learning via play
Kinesthetic activities

5. Activating
learners as the
owners of their
learning

Setting learning goals
Demonstration/modelling
Reflection

Setting learning goals
Reflection

Setting learning goals
Demonstration/modelling
Reflection




Each teaching method can be adopted in all lessons by all teachers.

However, to effectively implement the methods listed above, it is essen-
tial that they should be used in the appropriate lesson phase. According to
the universal model of learning, all human learning consists of four phases.
This model is also known as The Wheel of Learning:

. Figure 7. The wheel of
Inquire learning.

Phase

Apply
Phase

Gather
Phase

Process
Phase

The table below provides a brief overview of the lesson phases in terms of
their purposes, functions, benefits for students, teachers’ roles and teaching

methods.
Phase Inquire Gather Process Apply
Purpose Sparking interest. Initial encounter with Integration of the Application of the
the new knowledge new knowledge and knowledge or skills in
and skills. skills. real-world situations.
Function Raises questions that Information is pre- Gathered informa- Now understood
the unit/lesson will sented. tion is analysed, information is used
answer. Data and concepts compared, priori- to create a product
Discovers prior are collected. tized and catego- or applied to some-
knowledge. Material is observed rized. thing concrete in the
and described. student’s life.
Student Teacher checks what Students collect Organises, classifies Explores ways to
Beneﬁt(s) students want to get information by and categorises new apply the data and
out of the lesson. various means that information and concepts in ways
Student’s own use each student’s concepts. that connect with
knowledge is af- unique multiple Makes connections the student’s real
firmed. intelligences. with prior material life.
and experiences.
Teacher’s Assesses what the Prepares mini-lec- Organizes individual Enables the students
Role students know. tures. and group activities to express their
Assesses the content Models learning and to help construct knowledge in various
and skills the student thinking strategies. the meaning of ways.
needs to acquire. Invites experts. information. Encourages appli-
Develops learning cations beyond the
opportunities. subject content area.
Teaching Setting learning goals Think-pair-share Think-pair-share TThink-pair-share
Think-pair-share Wait time Wait time Wait time
methods Wait time Group work Group work Kinesthetic activities
Group work Accountable talk Demonstrating/ Reflection
Accountable talk Demonstrating/ modelling Graphic/visual orga-
Learning via play Modelling Learning via play nizers
Kinesthetic activities Learning via play Kinesthetic activities Feedback
Graphic/visual orga- Kinesthetic activities Reflection
nizers Reflection Graphic/visual orga-
Graphic/visual orga- nizers
nizers Feedback

Table 8. Learning
Phases overview®®
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Teacher’s preparedness for a lesson and lesson planning are essential for
the success of students’ learning. While preparing for the lesson®, the teach-
er must:

* Consider ways of explaining to students what they are going to learn
and why they need to learn it.

* Select the demonstration method that will provide a detailed explana-
tion of the topic and what needs to be learned.

* Decide on how to encourage students to repeat what they are learn-
ing and engage in the demonstration.

* Select appropriate teaching methods that will be used in the class.

* Plan assignments for students.

* Plan monitoring process.

* Plan feedback that moves students forward.

“ Y5 Instructional teaching methods

The main goal of using instructional teaching methods is to support the re-
lationship-centered learning environment that promotes student SEL through
practice and helps them to stay engaged in the learning process’.

The section bellow lists 11 specific teaching methods. Each method de-
scription provides information about:

° the appropriate lesson phase when the method should be used;

* the overall description of the method;

¢ detailed instructions for the application of the method;

° example activities that can be used in any classroom;

* the connection between the method and SEL standards;

* the connection between the method and the relevant strategy of
Formative Assessment;

The methods are a form of instructional teaching. Instructional teaching is
a style of teaching/learning that involves a step-by-step process of teaching/
learning, enabling students to practise, model, demonstrate their skills, ideas,
knowledge and encourage them to observe and evaluate their own learning.

The following methods will be described in detail in the following sections
of the Toolkit:

. Setting learning goals
. Think-pair-share/write-pair-share
. Wait time

(D)

. Group work

. Accountable talk

. Modeling/Demonstration
. Learning via play

. Kinesthetic activities

O 00 N O U1 H W N =

. Reflection
69 Charlton, 2005 . . .
70 Collaborative for Aca- 10. GraphIC and other visual organizers

demic, Social, and Emotional
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1. Setting learning goals Lesson phase:

Inquire Phase

Description

Goal setting is the basis of targeted and personalized learning. It allows
students to choose what they want to achieve at school and how they
want to learn, therefore, it engages and motivates them. It is important
to note, that the teacher’s role is to provide the context and guide stu-
dents through the goal-setting process.

Usually individuals lose interest in things that are unclear, vague or in-
comprehensible to them. Thus, learning goals must be personally relevant
to the student himself/herself, i.e., it has to be a personalized goal. In
addition, it is important that learning goals relate to the students’ envi-
ronment, their experiences and be adapted to their day-to-day activities
— this will help the students to better understand what they are currently
learning and compre- hend the learning process itself.

When setting learning goals, it is crucial that the goal and the decision
of how to achieve that goal would depend on the student himself/herself
and not on others. This can be achieved by breaking down the goal into
separate stages and providing students with the opportunity to choose
where to start from, what steps to take (since not all the steps will be
needed for particular students, maybe he/she already has already taken
them etc.). This stage-by- stage approach enables the student to make
decisions and feel motivated to actively engage in the learning process.

Teacher can help students to set their goals by using S.M.A.RT.
S.M.A.R.T. goal setting provides criteria for a successful goal setting”".
S.M.A.RT. goals should be:

* Specific (simple, sensible, significant).

* Measurable (meaningful, motivating).

* Achievable (agreed, attainable).

* Relevant (reasonable, realistic, resourced, results-based).

* Time bound (time-based, time-limited, time/cost-limited, timely,
time-sensitive).

Instructions

1. The teacher presents the topic in line with the curriculum. The use
of visualisations is recommended.

2. The teacher asks the students to think about an individual/shared
goal for this class. (The teacher may suggest that students should flip
through the textbook or read some materials on the internet or talk to a
friend).

3. The teacher moderates the discussion about setting individual/
shared goals.

4. After the discussion with the teacher, the students formulate their
individual/shared goals.

5. The students write down their individual goals, or the teacher writes
down the shared goals.

71 SMART Goals: How to
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6. The teacher sets a specific time when the students will be able to
discuss their progress in achieving the set personal/shared goals.

Examples:
i Know, Want to know, Learned

02

Know, Want to Know, Learned is an instructional strategy that engages students
in a new topic, activates their prior knowledge on the topic, allows students to form
their objectives and monitor their learning progress

Instruction:
1. The teacher asks a question what the students KNOW about a topic.
2. The teacher uses Think-pair-share strategy (see page 61-62)
3. The teacher asks the students to think about what they WANT TO KNOW
about the topic.
4. The teacher uses Think-pair-share strategy.
5. After completing a particular learning process (e.g., after a specific activity,
at the end of a class, after finishing a topic) the teacher asks the students what
they LEARNED.
6. The teacher uses a 3-level reflection (e.g., Think-pair-share; Reflective writing,
Reflective pyramid) (see pages 61-62 and 80-82)

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students’ ability to name the steps that must be taken to achieve the
goal and monitor their progress towards the goal will improve. Students
will learn to describe the skills and interests that they want to develop and
how others (classmates, peers, family members etc.) can support students
in reaching their goals.

Grade 8 (ages: 13-14)

Students will learn to set a short-term goal, create a plan for achieving
it and analyse why the goal was or was not achieved. Students will evalu-
ate how their personal qualities influence their own choices and pursued
goals; analyse how external support available at school and in the commu-
nity can be used to achieve their goals.

Connection with the Formative assessment:

No 1: The activity will help examine expectations and criteria for suc-
cess for both teachers and students.

No 5: The method involves each student to evaluate individually their
prior knowledge and expectations for learning.



2. Think-pair-share

Lesson phase:
All Phases

Description

The Think-pair-share method allows the students to think individually,

helps them share their ideas with a partner and then with the whole class.

It improves participation, develops student communication skills and
engages students in improving their comprehension of the topic. It stim-
ulates think- ing, enriches learning by allowing students to share in pairs
and discuss their ideas in class.

This method helps the teacher in creating conditions for a safe partici-
pa- tion. In order to achieve the optimal effect, it should be used together
with Wait time (see pages 46-47)

Instructions

1. The teacher decides upon the specific task or a question.

2. THINK: The teacher begins by asking a specific question about the
topic. The students “think” (7-10 sec.) about what they know or have
learned about the topic before.

3. PAIR: The teacher pairs the students or makes small groups. The
students share their ideas with a partner or within a small group.

4. SHARE: The teacher expands the previous activity of sharing in pairs
or in small groups into the whole-class discussion.

5. The teacher monitors the process and responds where it is appropri-
ate.

Examples:
i ® The THINK part can be realised by having the students actually think about

1%

0

their knowledge or by writing about it or drawing related images.
® The PAIR part can be realized by asking the students to share their ideas
about the topic or find similarities and differences between their points of view.
® The SHARE part can be realised by asking the students to share their dis-
cussion with the whole class or in smaller.

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students will learn how to effectively listen to others, identify verbal,
physical and situational cues that indicate how others may feel will im-
prove. Students will develop their ability to recognise that others might
experience situations differently from oneself and solve conflicts more
effectively. Stu- dents will improve their skills of working in groups.




Grade 8 (ages: 13-14)

Students will demonstrate cooperation and teamwork and promote group
effectiveness. They will improve their ability to predict others’ feel- ings and
viewpoints in a variety of situations. Students will better under- stand how
one’s behaviour may affect others. Students will improve their ability to anal-
yse different ways of establishing positive relationships.

Connection with the Formative assessment:

This method can be used for both assessment of others and self-as- sess-
ment. It can also be connected with formative assessment of Account- able
Talk. (see page 59-60)

No 1. If used in order to clarify or adjust the learning objectives, expec- ta-
tions, criteria of curricula.

No 2. The Think-pair-share activity helps a teacher to instantly get some
evidence of students’ learning on current topic and observe their SE skills
working together.

No. 4. Students help each other to understand the topic by clarifying the
concepts together. Also, students develop their relationship skills through
working together.



3. Wait time Less”onhphase:
All Phases

Description

Wait time refers to the teaching technique when the teacher deliber-
ately pauses at a strategic moment during questioning. Wait time is not
wasted time, however. It gives the students a much needed opportunity
to process the question and formulate their own response. The teachers
should explain the concept before questioning begins so that the students
will understand that no one will be called on to answer during the wait
time.

This method is based on the fact that information processing involves
mul- tiple cognitive tasks that take time. Students must have uninterrupt-
ed periods of time to process information; reflect on what has been said,
observed or done; and consider what their personal responses will be.

Therefore, teachers are urged to “wait” in silence for 7-10 seconds
after asking a question, since this is supposed to have a series of positive
out- comes, such as:

* longer and more correct responses;

* fewer answers “l don’t know”;

* more volunteered and appropriate answers by larger numbers of
students;

* higher scores in students’ academic achievement tests.

® Instructions
y—/
I| 1. The teacher asks a question.

2. The teacher deliberately pauses for 7-10 seconds (while students are
thinking productively).
3. The teacher collects the answers.

@ Connection with the SEL standards:
Grade 4 (ages: 9 — 10)
Students will strengthen their ability to respect their own and other

stu- dents’ rights. They will practice to handle pressure situations and
improve their cooperative behaviours in the group.

Grade 8 (ages: 13-14)

Students will evaluate how honesty and respect enable one to take the
needs of other students into account in the decision-making process. The
stu- dents will learn to demonstrate cooperation and teamwork to pro-
mote group effectiveness.

Connection with the Formative assessment:

9,3: Wait time can be observed through other formative assessment strate-
© gies, such as accountable talk .




No 2. By giving the students an opportunity to think, the teacher provides
every student with a possibility to demonstrate his/her learning.

No 4. By honouring the wait time, the students who need less time to
come up with the answers allow their peers to actively engage in the learning
process.




Y. Group work

Lesson phase:
All Phases

Description

A group can be defined as two or more individuals who are connected
by and within social relationships.”? Group work is a method that helps
to teach students to work collaboratively, which is a vital skill for life. The
more diverse the group is, the more students will learn. By working in
groups students learn to negotiate, develop leadership skills, learn more

about themselves and learn to contribute to the outcome of collabora-
tive work.

Working in groups is not only an excellent tool for gaining knowledge,
but also for diagnosing relationships. If there is a resistance from students
to group work, it might be that they lack experience of working in groups
or their relationships with the group partners are poor. If the relationships
among the students are good, and the teacher regularly asks the students
to work in groups, it becomes an easy and efficient way to learn. There
are several points to be considered before organizing work in groups:

® Instructions

Before assigning any work in a group, the teacher must tell the stu-
dents the purpose of the work and give step-by-step instructions. If the
students have to apply theoretical knowledge from the lesson during the
group assignment, the teacher will have to model one example of how to
correctly apply the knowledge (Modelling/demonstration, see pages

and to make sure that the task has been understood correctly, and
then allow the students to work independently.

® Procedure

Short-term group work is done during the lesson and may be connect-
ed to any part of the lesson. The task is usually short and does not require
any other commitments.

Long-term group work begins during the lesson and continues after
the lesson. When planning long—term group work, students should be
introduced to the stages of the long-term group work:

1) Gathering. The teacher divides the students into groups, or students
divide themselves into groups. The purpose of group work is identified,
tasks are assigned, method of reporting group work is discussed, assess-
ment system provided, timing and deadlines assigned. 2) Agreements.
Students gather in their working group; they assume different roles,
discuss deadlines and responsibilities. 3) Conflict management. Students
agree on the group work rules, discuss what happens if someone fails to
fulfil their obligations. 4) Activities. Students work on the group task and
fulfil their obligations. 5) Delivery and evaluation. While preparing to pres-
ent their work results, students rehearse and check their work. They then
present their work results to the class, receive teacher’s assessment, and
celebrate their achievements.

These steps are discussed with students before they are given group
work to do after the classes. Long-term group work can take several days,
a week or a month. Long-term group work can be implemented by us-
ing cur- riculum models, such as project-based learning, problem-based
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73 Multidisciplinary and
cross disciplinary are used

as synonyms describing the
aim to cross boundaries
between disciplines, then the
same topic is studied from
the viewpoint of more than
one discipline (International
Bureau of Education).

learning and service learning. These curriculum models allow students to
gain knowledge and skills by applying the material being taught in class to
real-world situa- tions and issues, all students working in groups. For more
detailed informa- tion on curriculum models see Annex C1.

® Group size

When organizing group work, special attention should be paid to the size
of the group. Group size depends on the nature of the engagement.

The most effective group is a pair, because it is easier for the teacher to
observe the students when they do work in pairs, and make sure that all
students are engaged. While working in pairs, students learn to collaborate,
make personal and joint decisions. The students learn to talk to each other,
listen to each other. ask questions and respond in an appropriate way

Different activities might request different group sizes, and in order to
keep the students engaged it is recommended to form groups of 3-5 students
per group, except when the instruction of a particular teaching method states
differently (e.g., JIGSAW (see page 67).

® Group roles

If the task involves multidisciplinary” learning, it is recommended that,
along with giving an assignment to the group, the teacher should also dis-
tribute the roles to the students. The traditional group roles are: the leader,
the recorder, the collector, the reporter, the timekeeper. For long-term proj-
ects it is recommended to add one more role —the chronicler.

If assigning roles is successful and if the student relationships and engage-
ment is being monitored, the teacher can either assign roles or let students
draw them blindly, but it is important for all the students in the class to try
out all of the roles. In this way, students are given the opportunity to take
responsibility for managing the group’s work, presenting the work, recording
the thoughts of the group members etc.

Individual accountability

Each member of the group should be individually accountable to the group.
When organizing group work, teacher should make sure that the perfor-
mance of each individual is visible and quantifiable to other members of the

group.

Instructions

1. The teacher divides the class into groups of 3-5 students.

2. The teacher asks a question or provides the groups with a task. (If the
teacher asks a question, Wait Time (see page 63) should be used; if the
teacher gives a more elaborate task, the students should select their basic
group roles and appropriate tasks for each group member).

3. The teacher gives a certain time frame to complete the task or answer the
question.

4. Each group presents their answer or present their completed task. (Oral or
written reports. Written reports could be posted on the wall, while the stu-
dents informally circulate around the room and read each other’s answers.)



Examples:
i Work in pairs
The purpose of this method is to give everyone a chance to be active.
1. The teacher divides the class into pairs or students turn to their partner.
2. The teacher asks a question or gives a task. (The teacher might use the

Think-pair-share method see page 61-62).
3. The teacher collects the answers.

Jigsaw
Jigsaw is an activity type where learning happens by teaching. This method can
be used where a large amount of materials has to be analysed in a short amount
of time. Jigsaw may be especially effective when used in the Gather Phase of the
lesson.
1. The teacher divides the class into groups. The number of students in one
group should correspond to the number of tasks or unique reading passages.
This kind of group is called a “home” group.
2. The teacher assigns each group member with a task or unique reading text,
for in-class or out-of-class work.
3. The teacher sets the time frame.
4. Each student works individually.
5. The teacher asks the students to form “expert” groups. An “expert” group
is formed by students from different “home” groups who were working on the
same task or reading the same text. The teacher assigns a task for “expert”
groups.
6. Expert groups discuss and highlight the most important information they
obtained by working on the tasks or reading passages and/or prepare a short
presentation/visualization.
7. The teacher asks the students to return to their “home” groups.
8. Teacher explains that every student will have a specific time to speak and
present their work in the “expert” group for their “home” group”. Time frame
could be set for 2-5 minutes per person.
9. The teacher keeps the track of time.
10. The teacher leads reflection.

Turn taking practice
1. The teacher decides on the task for the students.
2. The teacher divides the students into groups according to the number of steps
in the task. The number of students in the group should be the same as the
number of steps in the task.
3. The teacher asks each member of the group to complete one step of the task.
4. The teacher asks the students to connect the completed parts of the task to
one.

Note: Each student should be given a chance to practice every step.

Connection with the SEL standards:

9& Grade 4 (ages: 9 — 10)

Students will learn how certain physical and verbal clues indicate how
others may feel. Students observe differences between groups and learn
to accept them. Students will learn to demonstrate socially acceptable
behaviour, analyse and understand how to work effectively in a group.

Grade 8 (ages: 13-14)
Students will learn to anticipate and identify the feelings and opinions
of other group members and observe how different people’s behaviour




affects others. Students will understand and accept different groups.

Students will learn to deliberately establish positive relationships with
others. They will demonstrate conscious co-operation to ensure the group’s
effectiveness and goal achievement.

Connection with the Formative assessment:

No 1: By working in groups, collaborating and listening to each other stu-
dents can better understand learning intentions and criteria for success.

No 2: Allowing students to work in groups, the teacher provides students
with multiple opportunities to demonstrate their understanding of the sub-
ject matter

No 4: Students help each other to understand the topic better. Also, stu-
dents develop relationship skills through working together.



mEET B Accountable Talk Lesson phase:

Inquire Phase
Gather Phase

Description

Accountable talk is a discussion where students talk to and with each
other, respond to and further develop what others have said by offering
their observations, ideas, opinions, or more information. Accountable talk
encourages students to draw up arguments based on evidence. Students
learn to form their own arguments and also respect the views of their
peers.

The goal of Accountable Talk is to develop students’ ability to think.

During the Accountable talk activity, the teacher accepts at least three
answers to every question and more whenever possible. This shows that
the teacher is not looking for one specific answer and encourages div-
er- gent thinking among students. It is important that the teacher should
give the students time to think (Wait time see page 54) and wait for their
answers before commenting on them. After receiving three answers, the
teacher could encourage the students to think even deeper by asking
questions such as: “What do you think about...(a specific issue should be
named)?”, “Why do you think so?”, instead of one-word question “Why?”.

Also, elicit different viewpoints by asking a range of questions that
will stimulate alternative ways of thinking about the topic: “Can we think
about a different solution?” or “How would you comment on X?”.

It is important to highlight the differences and see how different ideas
are related.

Formats:

* Teacher-led classroom dialogue, where students in a classroom are
invited to participate. The teacher guides the content of the discussion
by eliciting students” answers, providing comments or adding necessary
information, clarifying and encouraging participation.

* Small-group, student-led discussions, where students in groups (see
group work p. 65) are assigned a topic with the teacher making rounds,
monitoring and offering support.

° Partner talk, where a topic is discussed for a few minutes with a per-
son sitting close by. Partner talk can be successfully integrated with teach-
er-led classroom dialogue in order to improve student participation’.

® Instructions
-_
I| 1. The teacher starts a class discussion related to the lesson topic.

2. The teacher explains that in a learning discussion, each contributor
to the discussion is held accountable, i.e., he/she is supposed to give rea-
sons and evidence for his/her opinion.

3. The teacher poses an open-ended question and guides the students
in an accountable talk discussion.
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4. The teacher asks a volunteer to answer the question.

5. The teacher asks other two/three students to add some information to
what the first student has already said.

6. The teacher leads reflection.

Accountable Talk:

l Examples of questions and sentence structure for

0

Can you tell me more about ?
Can you give me another examples so | can understand?
This reminds me of because

| believe this is true because

Why do you think/say that?

Couldn’t is also be that ?

Can you give me an example from the text which show that ?
Where can | find that in the text?

Can you please repeat?

| agree with because
| would like to add that
| disagree with because

| respect your opinion, but

| have solved the problem by

This evidence shows me

Another strategy we can use to check this, is
| have a question about

| predict / assume that

The strategy | used was

| have proved my point of view by

Another example of this is

| could show/prove this in a different way by

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students will be able to identify and understand other people’s argu-
ments, opinions and emotions. They will learn to demonstrate socially ac-
ceptable behaviour in the group and will be learn to cooperate with members
of the group who are different and show respect to them.

Grade 8 (ages: 13-14)

Students will be able to identify emotions and behaviour of other students
or teachers in different situations. They will be able to consciously build and
maintain positive relationships with others during the discussion and choose
strategies that promote cooperation and prevent conflicts.

Connection with the Formative assessment:

No 2: Accountable talk provides an opportunity for students to demon-
strate their understanding of class material and also employ various cognitive
processes (analysis, synthesis, attention, memory) and SE skills in discussing
the material.

No 3: Accountable talk is closely linked with feedback. It can enhance the



quality of feedback thus improving the students’ comprehension of the
infor- mation provided.

No 4: Accountable talk activates students to learn from one another by
encouraging them to observe and listen to other students’ opinions and
answers. Students participate in discussions and develop their own re-
sponses and knowledge by relating to one another.




6. MOdelllng Lesson phase:
Gather Phase

Process Phase

Description

Teachers engage students in the imitation of behaviours that encourage
learning. When the teacher is modelling / demonstrating a new skill or an
activity, the students can perceive what goes on in the teacher’s mind as they
are learning a new skill or developing understanding of a new concept.

Observation of modelling / demonstration enhances students’ attentive-
ness, concentration and increases the likelihood of easier memorization and
correct replication (performance) of the task. During modelling / demon-
stration, students listen to the explanation and observe the presentation on
how to correctly perform an action, such as applying a skill, rule, formula, or
perform a task.

After the observation is finished, the same task is performed by the stu-
dents themselves.

Students can learn a lot by observing not only their teacher, but also their
classmates, therefore, modelling / demonstration can be performed by either
the teacher, or the teacher together with students, or the stu- dents alone.|

If modelling / demonstration is performed by the students, the role of the
teacher is very specific. He/she must carefully monitor whether the students
model / demonstrate properly. In the event of a mistake, the teacher must
stop the process to prevent the negative experiences from shaping. In such
a case when the performance is halted, the teacher may ask the students to
correct the mistake and then continue with the per- formance, or encourage
discussion with all the students in the class, or continue to model /demon-
strate himself/herself, and so on.

It should be noted that if the content of the lesson requires modelling /
demonstration of a negative behaviour, the negative role should be played by
an adult.

Instructions

1. The teacher clearly describes the features of a concept or the steps in
performing a skill, emphasizing the key elements.

2. The teacher breaks down the concept or skill into small learnable seg-
ments.

3. The teacher thinks aloud as she/he models, giving good and bad exam-
ples of human daily practices and habits.

4. The teacher motivates the students to learn through demonstrating
enthusiasm and maintaining a lively classroom. The teacher engages the stu-
dents through periodically questioning them, and checking for under- stand-
ing, thus showing an example of an inspired person.

5. The teacher asks the students to practice performing the skill them-
selves.



Examples:
i The Fishbowl

This method allows the students to observe their teacher and/or classmates
as they model a new skill and try to practice it themselves.

1. The teacher asks for volunteers to help model an activity or skill.

2. The teacher and the volunteers stand in the center of the class-
room.

3. The teacher asks the rest of the class to form a circle around them.

4. The group in the center is called a fishbowl; they engage in an ac-
tivity or perform a skill, modelling how it is /should be done. The larger
group observes the demonstration.

5. Afterwards. all students try to engage in the same kind of activity
of perform the same skill.

Think alouds
Think alouds is a strategy that teaches the students to monitor their think-
ing as they read an assigned passage

1. The teacher explains the strategy.

2. The teacher selects a piece of text that students might struggle
with, or a new concept.

3. The teacher models his/her thinking as he/she reads the text or
explains the concept.

4. The teacher can use a set of questions that support thinking aloud,
for example: What do | know about this topic?; Do | understand what |
have just read/said?; What are the most important points?; What did |
learn?

5. The teacher should give the students a chance to try this technique
individually, in pairs or in small groups.

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students will learn to describe the steps needed to perform a task
or achieve goals. They will learn to explain how practice improves their
performance and skills. Students will learn to identify how to overcome
obstacles and evaluate how things might have been done differently.

Grade 8 (ages: 13-14)

Students will improve their ability to make short-term goals, make
plans and analyse their performance. Students will learn to effectively
manage time and improve their organizational skills. They will better un-
derstand how certain decisions can affect their academic achievement.

Connection with the Formative assessment:

No 1: By modelling specific behaviour, teachers can examine expected
learning outcomes and criteria for success in the class. This relates to both
the content of the lesson and the expected students’ behaviour.

No 5: Modelling activates students to evaluate their own behaviours
and personally take charge of their development.
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== 7. Learning via play SESRIEERE

Inquire Phase
Gather Phase

.. Process Phase
Description

Teachers can use or create games for developing SEL skills in their stu-
dents as well as for improving the students” understanding of the subject
content. Interactive games can bring people together, get the group members
acquainted, spark a discussion or change the pace of the activity.

Learning via play can be incorporated in everyday learning, however it is
essential to note that the purpose of play activities is the learning results, and
not just engagement,

There are several things that need to be considered when using games for
learning: level of risk, touch and no-touch games, resources and spaces.

Levels of Risk

When selecting games, it is important to take into account levels of risk.

It is recommended to start with the lower risk games and gradually in-
crease the level of risk. Each student may have a different risk level. It is the
teacher’s responsibility to identify which students are on which level and help
them to get more confident in order to participate in higher-risk activities.
Here is a list of levels of risk:

1 level. Thinking and working individually.

2 level. Writing the ideas.

3 level. Discussing a topic with one person.

4 level. Discussing the topic with a small group.

5 level. Saying/performing something in front of the whole group as a
part of a smaller group.

6 level. Saying/performing something in front of the group with a part-
ner.

7 level. Saying/performing something in front of the group individual-

ly. 7

Touch and No-touch games

When learning via play, it is important to focus on how students react
to touch. Allow some time for a student to get acquainted with each other
by implementing games that involve no touching, then, as students move
upwards through the levels of risk, more games with at least minimum touch,
e.g., a handshake, can be introduced.

Resources
Before selecting a game, it is recommended to consider what kind of re-
sources are necessary. Games can be divided into the following categories:
® Games that require no resources;
® Games that require basic resources, such as pencils, chairs, paper;
® Games that require special resources, such as printouts, rope, longer
preparation etc.
Space
Selecting an energizer that is appropriate for a specific environment is
crucial. The teacher should take into account how much space is needed. Can



students play on the spot, just by sitting at their tables or standing in a
reg- ular classroom with tables and chairs around? Or does the energizer
require more space, and therefore chairs and tables need to be pushed
to the side? Or do we need a bigger space, such as a hall? Or is outdoor
space better suited for that specific game?

Instructions

I‘ 1. The teacher selects a game that reflects the topic of the lesson.

2. The teacher considers the purpose of the game and decides if the
game will be used for the Inquire phase, the Gather phase, ir theProcess
phase.

3. During the lesson, the teacher explains to the students the rules and
the purpose of the game.

4. With a few volunteers, the teacher shows how the game should be
played (for modelling/demonstration see pages 61-62) The students play
the game

5. During the reflection, the teacher tries to establish links between the
students’ experiences and the topic of the lesson. (What? So what? Now
what? See page 70).

Example
b Role-playing games

A role-playing game is a game in which the participants assume the roles of
certain characters and collaboratively create stories. The participants determine
the actions of their characters, and the actions succeed according to a formal
system of rules and guidelines prepared by the teacher. Role play provides the
learners with the opportunity to engage in experimental situations, to apply
their knowledge and to enhance their recall skills

Role playing games should:

1. Create situations where students must come up with a decision, re-
solve a conflict, or act out the conclusion to an unfinished story.

2. Promote student empathy and understanding of others, for example,
to see another person’s point of view, including what other people think
and how they feel.

3. To debrief and evaluate the role-play activity. This is an opportunity for
participants and observers to discuss what happened and why during the
activity.

{)} Connection with the SEL standards:
Grade 4 (ages: 9 — 10)

08

Students will develop and strengthen their ability to identify and
describe (label) various features that characterize their own and oth-
er people’s emotions. They will be able to work together with different
peers, identifying and acknowledging the differences and contributions
of different groups and individuals. Students will improve various conflict

resolution strategies.
e




Grade 8 (ages: 13-14)

Students will learn to predict their own and other people’s emotions in
different situations and analyse how people influence each other with their
behaviour. They will be able to build positive relationships with others con-
sciously and purposefully by demonstrating cooperation. Students will be
able to evaluate the most effective problem-solving strategies and use them
practically to resist peer pressure.

Connection with the Formative assessment:

No 1: Learning via play provides students with a number of opportunities
to demonstrate their learning and understanding of the curriculum content.

No 2: Students who learn via play develop their relationship skills and
develop their SE competences through working together. Students encourage
and help each other to better understand the task.

No 4: Role-playing usually involves more than one student; through play
they can learn from each other.



8. Kinesthetic activities Lesson phase:
All Phases

Description

Students learn in multiple ways, and many children can improve their
learning by incorporating moving, in other words- through kinesthetic ac-
tivities. It requires the usage of large and small motor skills as part of the
learning process. Kinesthetic activities allow the students to learn, retain,
manipulate information while moving, and also place their learning into
the context that they understand.

Students whose learning is supported through kinesthetic activities are
able to recall more key concepts and make meaningful connections with
the subject material at hand. Students who find it easier to achieve learn-
ing results by doing: touching, writing, drawing, experimenting, playing,
performing, will be more engaged in learning if classes are held in uncon-
ventional spaces. Such activities help students more actively engage in
learning and teach them how to deal with problems by taking action, and
enhance creativity through self-expression.

Kinesthetic activities are also important for hyper-active students. Who
find it difficult to stay calm throughout the lesson. For such students, the
traditional teaching method of explanation, together with passive listening
and watching, is rather unmotivating and discourages them from active
engagement in the lesson. This creates preconditions for the emergence
of learning gaps which will eventually become the basis for the unwilling-
ness to learn, poor relationship between the student and the teacher, as
well as the students.

Instructions

1. The teacher decides which kinesthetic activity suits the lesson topic
and objective.

2. At the appropriate time in class, the teacher explains and models the
activity.

3. The students carry out the kinesthetic activity according to the teach-
er’s instructions.

4. The teacher monitors students’ work.

5. After the activity, the teacher and students reflect on how the activi-
ty went.

Examples:
i Inside-outside circle

Inside-Outside Circle is a technique that gets the students up and moving.
It provides a way to get to move those students who normally would not be
willing to interact.




1. Students read a section of a text / or the teacher poses a question to the class.
2. The teacher divides the class into 2 groups. Half of the students form a circle
with their backs to the inside of the circle. They form the Inside circle and they
will be called Partner A.

3. The other half of the students stand outside the inside circle facing a partner
from the /inside circle. These students form the Outside circle and will be called
Partner B.

4. Partner A will speak first, quickly summarizing what they have read. This

takes about a minute. Partner B speaks for the same length of time, adding to
the summary. Alternatively, the students A and B together discuss the question
raised by the teacher.

5. Teacher stands in the center of the circle, where he/she can easily monitor
student responses.

6. The teacher asks the students to move.

7. The teacher asks the students who are Partner A to raise their hand and then
move one step to the right to meet with a new Partner B.

8.The students repeat the summary with partner B speaking first.

9. For the third move, students who are Partner B move two/three people to the
right.

10. Once the same question has been discussed three times, the teacher contin-
ues the activity with a different question.

Four corners

1. The teacher generates a controversial statement or a question related to the

topic of study.

2. The teacher creates four different options to express an opinion (e.g., “Strong-
ly Agree”, “Agree”, “Disagree” and “Strongly Disagree”) related to the statement
or four possible answer choices to the question.

3. The teacher posts these on chart paper in four different areas of the class-
room. The opinions/answers can also be shown on the overhead in the multiple
choice format, while each corner of the room is labelled as A, B, C, or D.

4. The teacher reads the statement or the question to the class, without giving
them choices.

5. The teacher allows time for the students to independently think about an
answer to the statement/question. Students can write down their answer and
reason for their choice.

6. Teacher provides the answer choices.

7. The teacher asks the students to choose the option that comes closest to their
original answer.

8. The teacher asks students to gather in the corner of the room that corre-
sponds to their choice.

9. In each corner, the students form groups of two or three to discuss the
reasons for selecting a particular choice. Two or three minutes are given for the
discussion.

10. The teacher asks the students to present a group summary of their opinions.
This can be done through an oral presentation or as a written statement.

Connection with the SEL standards:

):’: Grade 4 (ages: 9 — 10)

Students will improve their ability to explain how practice improves
performance of a skill. Students will better understand and analyse what it
is about school that is challenging and learn to describe how their ability to
perform a valued skill can be improved.

Grade 8 (ages: 13-14)
Students will improve their ability to evaluate how physical characteristics




have contributed to their decisions. Students will improve their under-
standing on how various experiences have contributed to developing an
interest or a skill. Students will learn to recognize emotions as indicators
of situations in need of attention.

Connection with the Formative assessment:

No 2: This method allows students to demonstrate their understanding
of the topic and comprehension of the key concepts.

No 4: Kinesthetic activities allow students to interact and observe each
other, thus providing opportunities for cooperative learning.
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Lesson phase:
Gather Phase
Process Phase
Apply Phase

9. Reflection

Description

Reflection can be the most important part of the lesson. The more ac-
tively the teacher uses different forms of reflection, the more meaningful
the lesson becomes.

There are three levels of reflection:

® Personal reflection;

* Sharing with a partner or a small group;

* Sharing with the whole group.

Multidisciplinary learning’® helps students to choose the most effective
ways for them to learn and to strengthen their knowledge.. Reflection gives
the students a chance to process and discuss what they have learned. There-
fore, the main questions for reflection (What? So what? What’s next?) can be
creatively combined with other forms of reflection.

Reflecting on a particular learning activity helps the students to cre-
ate meaning from the newly received information, and, consequently, to
strengthen connections between new knowledge/experience and prior
knowledge/experience.

Instructions

1. The teacher forms a question or a statement for reflection on the lesson
topic.

2. During the learning process or before the end of the topic, the teacher
asks the students the question or the statement.

3. The students participate in the reflection by answering the question or
commenting on the statement. It is recommended to use the Think-pair-
share method (see pages 52-53).

Examples:

Reflective writing
Reflective writing is a form of personal response to new information, event or
a task. It is good for the Process Phase and the Apply Phase. Reflective writing will
help the students to recognise and clarify the important connections between what
they already know and what they are learning. It is a way of helping the students to
become an active, aware and critical learner. It brings valuable knowledge to every
experience.
1. Before the students leave the class, the teacher asks them to quickly write
down what they have learned.
2. On a weekly basis, each student captures one insight of the week and posts
it to a shared space. It could be done by using sticky notes on the wall or using
some IT tool. Then, the students must build a text with some of the weekly
class insights.



3. To use famous quotes, taking into consideration the content to be devel-
oped, to initiate reflection. Usually they are brief and inspiring.

What? So what? Now what?

Each lesson can end with What? So What? Now What? questions. Reflection
is an essential part of the lesson design and the three questions invite students to
think about, discuss and personalize the learning process.

Instruction:

1. At the end of the lesson the teacher asks three questions:

What? questions: What did | do in this lesson?

So What? questions: What did | learn? How am | feeling? What am | think-
ing?

Now what? questions: Where and how will | apply this new skill or knowl-
edge to other situations and environments?

2. After each question is answered, it is recommended to use Think-pair-
share (see pages 52-53) or other strategies to effectively collect the answers.

Shared journal writing

A shared journal is journal that is kept in one place and all students are welcome
to write in it. The students can read their classmates’ responses and respond to one
another.

Reflection pyramid
The aim of this method is to promote student self-evaluation and goal setting
for the future. The analysis of several reflection pyramids will allow the students
to monitor their learning progress. This strategy can be used parallel to What? So
what? Now what? questions.
1. The students draw a triangle and divide it into three horizontal sections.
2. In the bottom section, the students record three things they have learned
today.
3. In the middle section, the students record two questions they would still
like to be answered.
4. In the top section, the students describe one thing they already knew
before the lesson.

Twitter it
The Twitter it game allows the teacher to test the students’ knowledge or to
enhance their understanding of the subject content, by having the students create a
tweet using only 280 characters to get their message across.
1. If necessary, introduce the concept of Twitter as a social networking tool.
2. Introduce the learning element or topic you want your students to focus
on.
3. Ask each student to create his/her tweet.
4. Ask for volunteers to share their tweet with the whole group.

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students will be able to describe the actions and progress made to-
wards the goal. They will be able to identify and describe how their per-
sonal features and the support provided by others (students and teachers)
can be used towards achieving their goals. Students will be able to see the
connection between the activities that have taken place and the resulting
emotions.

Grade 8 (ages: 13-14)
Students will be able to independently set a short-term goal, identify




the steps to achieve it and analyse the causes of success or failure. They will
evaluate how personal features, surrounding people’s support, the ability
to handle stress and motivate themselves to work influences their personal
performance and achievement.

Connection with the Formative assessment:

No 2: Written personal reflection of learning (if shared with the teacher)
brings forward evidence of student’s learning.

No 5: By personally reflecting on their learning, students learn to observe
and assess their own progress and identify the necessary steps for further
learning.



10. Graphic and other visual Le:s”o;hphase:
o ases
organizers

Description

A graphic organizer is a visual and graphic display that depicts the rela-
tionships between facts, terms, and/or ideas within a learning task. Graph-
ic organizers can be used to aid students in synthesizing information,
constructing relationships, identifying associations, making connections,
organizing data, analysing and generating ideas and arrange thinking.
Visual organizers can launch students into writing assignments, projects,
debates and many other activities.

Graphic organizers are also referred to as knowledge maps, concept
maps, story maps, cognitive organizers, and may be introduced as ad-
vance organizers before the learning task or at other points in the learning
process.

The teacher can use posters with names of emotions, scales of emo-
tions, accepted rules within the classroom, reminders for effective com-
munication, coping strategies etc. After the experience of well-lived situa-
tions (excellent mutual communication, dealing with emotions, asking for
help, resolving conflicts, overcoming misunderstandings etc.) the teacher
can create a poster organizer. This means summarizing the main points of
the situation done by students on the flip chart and leaving it for a while
in the available place.

Instructions

1. The teacher or the whole class prepare graphic and/or other visual
organizers for a specific topic.

2. Graphic and/or other visual organisers are put up on the wall in a
visible place.

3. During the lesson, at the appropriate times, the teacher draws the
attention of the students to the graphic and/or other visual organisers.

Examples:
i Graphic organizers help to make a connection between the visual rep-

resentation of ideas and the higher-order thinking skills. According to their
function, graphic organizers can be divided into several types:
® Brainstorming and associating (Concept Web, Mind Map, Sunshine
Wheel);
e Comparing and Prioritizing (Venn Diagram, Analogy Chart, T-chart,
Ranking Ladder);
¢ Analysing and Classifying (Fishbone, Matric, Double T-Chart);
e Sequencing and Visualizing (Bridging Snapshots, Looks-Sounds-Feels,
Pic Chart);




e Connecting and Reflecting (Know-Want to know- Learned, What do you know —

] what do you do-What have you learned about the relationships between know!-

] edge and behaviour, Pluses-Minuses-interesting, Right Angle).

] Creation of narratives from another person’s perspective

) The students can express their emotions or opinions from the viewpoint of someone
1 else. Such method can teach empathy as the students have an opportunity to learn what
1 itis like to be in someone else’s shoes. Perspective taking can be done in many different

forms — written narratives, posters, pictures etc.

Concept Web Veen Diagram Fishbone Bridging Snapshots KWL
: K w L
] Mind Map Analogy/Simile Chart Matrix Looks-Sounds-Feels KDL

is like

Because
1.
9 2.
. 3.

. Visual Representation

Sunshine Wheal T-Chart Double T-Chart Pic Chart PMI

Ranking Leader Right Angle

Connection with the SEL standards:

9& Grade 4 (ages: 9 — 10)

Students will learn to portray their learning, skills and emotions by draw-
ing and making a poster. Students will be able to better understand how to
purposefully develop the skills that are necessary for learning and strength-
ening their knowledge.




Grade 8 (ages: 13-14)

Students will learn how to identify resources which help them to prog-
ress towards a certain goal. They will learn to understand and use their
personal strengths for achieving their personal or academic goals.

Connection with the Formative assessment:

No 2: Graphic organizers reveal students’ potential and provide teach-
ers with a possibility to see students’ improvement.

No 1: Graphic organization could be employed as a method when
working on the goals and success criteria and showing relation between

these two.




““ 11. FeedbacK Lesson phase:

Process Phase

.. Apply Phase
Description

Feedback helps to keep track of one’s learning process as it gives the learn-
er important insights into what his/her current level is, where he/she wants to
be, and how to get there. The feedback should be goal-oriented and provide
the students with information not only about their current performance, but
also about how to improve in the future. This requires to constantly record the
given/received feedback, as feedback is associated with the individual learn-
er’s specific learning objectives and must be relevant to the learner’s success.

Feedback is provided during learning and immediately after learning by
quickly responding to the learning situation, since this is the only way to
identify the areas of learning that need to be adjusted. It can be provided
both orally and in writing, in the form of comments, symbols, reviews and
other ways agreed upon by the teacher and the learner. The important part of
giving/receiving feedback is that the student should be given such feedback
which she/he can later use and can actively monitor her/his learning.

For the learner, regular feedback is like a catalyst for progress, which allows
the learner to successfully move from one level to another.

A trusting relationship between the teacher and the student is essential for
successful feedback. The teacher has to know the student in order to un-
derstand what form of feedback would be most helpful, and in order for the
student to receive the feedback in an effective way, the student needs to trust
the teacher.

Things to remember when giving feedback:

* Focus the feedback on the learning and behaviour, not the student.

* Draw attention to the positive elements of the student’s work, per-
sonal efforts and learning progress.

* Focus on the main areas of performance to help students stay fo-
cused on the most important parts of their work.

* Make notes on the student’s learning and behaviour, it will allow to
give specific reference about a specific skill level or knowledge.

* Draw attention to what the student has achieved and what still needs
further work. Also, refer to the changes in performance.

* Give feedback as quickly as possible. It ensures that students remem-
ber their work better, thus feedback makes more sense.

* Add short written comments next to the grade, if necessary, offer
opportunity for students to speak directly if they have any questions.

* Provide opportunities for students to learn giving and receiving feed-
back from each other. Also, demonstrate openness to student feedback.

Instructions
Y/
l‘ 1. The teacher observes the students or reads the students’ papers and
assesses the students’ current level of knowledge and performance.
2. The teacher decides on how the feedback on the specific task will be
delivered.




0

3. The teacher thinks over what steps the student could take to improve
his/her current knowledge and skills.

4. The teacher provides the students with feedback.

5. The teacher allocates the time for the students to examine the feed-
back and set objectives for improvement as well as decide on ways how to
improve.

Examples:

i Match comments to work
1. The teacher collects the students’ papers and writes comments about
them on strips of paper.
2. The teacher divides the students into groups of four.
3. The teacher gives back to each group of four students their papers
together with the four strips containing the teacher’s comments.
4. The teacher asks the group members to decide which comment goes
with which piece of work.
5. The teacher asks the students to think about how they can improve
their work according to the comments.

Find and fix your mistakes
1. fter collecting and checking the students’ work, the teacher does not
mark their answers as either correct or incorrect; the teacher just counts
the mistakes.
2. The teacher returns the students work and tells the students how
many of their answers were wrong.
3. The students are asked to find the wrong answers themselves.
4. The students are given time to find and correct their mistakes individ-
ually or in groups.

TAG feedback

Classmates give to each other written or spoken feedback according to the
teacher’s instructions:

1. Tell your classmates something you like about their work.

2. Ask them something about their work.

3. Give a suggestion for improvement.

Connection with the SEL standards:

Grade 4 (ages: 9 — 10)

Students will be able to understand and describe what their goals are
and what work should be done in order to achieve these goals. They will be
able to describe the emotions that arise in this process expressing themin a
socially acceptable way.

Grade 8 (ages: 13-14)

Students will learn to identify and analyse the factors that motivate them
for action. Students will learn to pay attention to strategies which will help
them overcome stress in order to achieve the goal they have set. Students
will use various available community resources to achieve individual and
group goals.




Connection with the Formative assessment:

9,‘& No 3. Continuous feedback from the teacher and the peers provides stu-
© dents with descriptive information on what they have to do to improve their
knowledge and skills.
No 4: When provided by peers, the feedback can be accepted or under-
stood more easily.

Formative assessment encourages teachers to adjust their teaching prac-
tice. This is how formative assessment strategies can contribute to social and
emotional learning. Combining SEL with these daily teaching procedures can
constitute a powerful tool for teachers and a meaningful way to promote SEL
in classes. Formative assessment practices combined with the development
of social and emotional competences in the classroom will allow teachers
to reflect on their practice and make small steps in improving students” SEL.
More specifically, this Toolkit intends to clarify (explain, define) what we want
students to learn (SEL standards), then use assessment methods to find out if
they are learning what we want them to learn (formative assessment strat-
egies and tools) and promote classroom practices (learning methods) that
would help students reach these learning goals.
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Tools for SEL
Assessment
at School

This chapter presents a number of practical instruments that can be used
by teachers and school management to assess social and emotional skills
development at different levels:

® Student level. These tools are meant for students’ self-assessment and
are recommended to be used on a regular basis. Student self-assessment
cards will help students monitor and assess their individual learning progress
in developing their social and emotional skills.

® Classroom level. These assessment instruments and simple practices
are developed to be used by teachers during the lessons in order to assess
the students’ performance and behaviour.

® Teacher level. These tools are for teachers’ self-assessment of their
teaching practices as well as personal behaviour and attitudes. The tools aim
to help teachers reflect on their teaching and encourage professional devel-
opment.

® School level. These are practices of assessment that can be imple-
mented in the whole school in order to strengthen SEL. The tools are de-
veloped to help assess the school environment, policies and management
practices. They will be mostly useful to school administration, community and
other stakeholders (e.g., local governments, founders, shareholders, school
councils etc.).

All the main tools described in this chapter can be found in the Annexes
part of the Toolkit.

5.1 Students’ Social and Emotional Skills
Assessment Tools

Self-Assessment Cards for Students

What is it?
These are self-assessment sheets to be completed by students
regularly to keep track of their individual progress in develop-
ing social and emotional skills. There are two separate instru-
ments for two different age groups: one for students aged 13—14 and one for
students aged 9-10.

= ® “Myself and Others”. Self-Assessment Cards for Stu-
dents Aged 13-14 (Annex A1)

This self-assessment table for students consists of 20 learning objectives
divided into 3 areas:
e “Learning to Be Myself” following self-awareness and self-manage-
ment objectives;
e “Learning to Be with Others” covering relationship skills;
® “Learning to Be Responsible” requesting to demonstrate responsible
decision-making skills.

The students are requested to assess themselves according to these state-
ments at leats twice a year (or more frequently) and describe the evidence of
their learning.



The card encourages the students to reflect on their learning and become
aware of the situations where such learning takes place. The card requires
the teachers to support the students’ self-assessment efforts in providing
feedback in the appropriate sections: the teachers are requested to write
short comments on the cards after the students evaluate themselves.

At the end of each term (semester), the responsible teacher, e.g., class
supervisor, collects all the students’ cards and provides general comments to
direct the students’ learning forward. Then, the sheets are distributed back
to the students for keeping. The students are encouraged to discuss their
self-assessment results with their parents and compare their current results
with the results of previous term’s self-assessment.

In addition to the main self-assessment table, there are two supporting
tables for identifying peer support and setting the learning goals for next
term. Instructions for teachers on how to use and when to use these cards
are described in more detail below.

= 8 “My Personal Learning Log”. Self-Assessment Tasks
for Students Aged 9-10 (Annex A2)

This self-assessment tool for younger children is a less formal set of task
sheets that children are asked to complete. There are 3 sheets of tasks focus-
ing on the same three SEL goals: “Learning to Be Myself”’, “Learning to Be
with Others” and “Learning to Be Responsible”. During the term (semester),
the teacher needs to give the children all three task sheets to complete. The
teacher then collects the completed sheets and writes his/her comments for
the student.

How?

The questions and tasks included in both instruments are based on the 3

main SEL goals:
® Develop self-awareness and self-management skills to achieve school
and life success (Learning to Be Yourself);
e Use social awareness and interpersonal skills to establish and main-
tain positive relationships (Learning to Be with Others);
* Demonstrate decision making skills and responsible behaviours in per-
sonal, school and community contexts (Learning to Be Responsible).

The tasks are structured according to the educational objectives described
in the SEL standards for two different age groups of learners — 9-10 year olds
and 13-14 year olds. (see Annexes Bland B2). The structure of these as-
sessment sheets also corresponds to the 5 main strategies of the Formative
assessment (see Chapter 3) All the self-assessment tools have the following
functions:

1. Provide a set of clearly defined learning objectives for each student
to follow and evaluate. (Strategy No.1: Clarifying, sharing, and under-
standing learning intentions and criteria for success).

2. Require students to reflect on and provide evidence of their learn-
ing in different areas by describing specific situations and events that
explain their learning. (Strategy No. 2: Eliciting evidence of student
learning).




3. Include sections for receiving feedback/comments on student learn-
ing from teachers and peers. Also, it is recommended that teachers
dedicate time to review these individual self-assessments with their
students in order to discuss students’ progress and share feedback.
(Strategy No.3: Feedback that moves learning forward).

4. Require students to reach out to their peers and discuss how they
could support each other in learning (Strategy No.4: Activating learners
as instructional resources for one another).

5. Require students to be responsible for observing and assessing their
own progress themselves, thus, students are encouraged to take a
more active part in their learning process (Strategy No.5: Activating
learners as the owners of their learning).

These self-assessment cards are designed not only to encourage the stu-
dents to assess their learning individually, but also to support the teachers in
implementing all 5 strategies of formative assessment.

When?

These cards are meant for self-assessment twice a year or more often.
e Fach student receives a new assessment card at the beginning of
each term (semester).
® During this term, students are asked to fill-in their assessment cards.
It is recommended to dedicate special time and space for filling-in
these self-assessment sheets every week. This could be done at the
end of a lesson or during a special class meeting.
* At the end of the term, the responsible class teacher collects all his/
her students’ assessment cards, reviews them and writes feedback
comments in the dedicated sections. After this, the teacher returns
these sheets together with feedback notes back to the students.
¢ At the beginning of the next term, the students receive new self-as-
sessment cards and the process is repeated.
e At the end of the term, the students are asked to review all their
monthly sheets and identify their main areas of progress and major
needs for future learning.

® B2 Classroom Assessment Tools

Class Observation Tool for Teachers
(Annex A3)

What is it?
This tool was designed for teachers to be able to observe
and assess each student in the classroom. The teachers are
generally good informants about their students, because they are familiar
with their children’s behaviour. The teachers are usually skilled observers
and evaluators, because they know many children with whom they compare
any one student’s skills or behaviours. This Tool is based on the five SEL Core
Competencies and the main goals for social and emotional learning.




How?

The class observation sheet consists of 3 parts:

e Students’ Social and Emotional Skills Observation Table. This table
includes a list of SEL categories to be observed in the students’” behaviour
during the lesson. The teacher is asked to make short notes for each student
according to the different SEL categories.

® Register of Classroom Situations. In this table, the teacher marks spe-
cific experiences/situations in which the students may be involved during the
lesson and which affect the student’s behaviour (e.g., negative experiences /
situations: conflicts, bullying, disruptive behaviour; or positive experiences/
situations: high student engagement, celebrations, class successes). Observ-
ing such experiences/situations will help the teacher to become better aware
of what’s happening in class and plan how to respond to these situations.

¢ Reflection on Teacher Practice. This part is meant for the teacher to
evaluate his/her teaching practices and their impact on the students, with
the aim of developing professional competences in specific areas.

Instructions:

® The teacher determines in advance which students will be observed
during the lesson.

* An appropriate interactive task should be planned to allow the students
to show certain SE skills (e.g., group activity, discussion).

* The teacher observes the behaviour of the selected students and fills in
the table with comments on the students’ behaviour.

® The teacher’s comments are discussed with the student during the reg-
ular discussion of individual learning progress. The teacher can also write his/
her most important observations on the student’s self-assessment card.

When?

® The Tool should be used during every class for observing different stu-
dents.

e All students should be observed at least once a month.

* A new observation sheet should be started every month.

® Group Work Assessment Cards

What is it?
Observing students” work in groups while they engage in different group tasks
may provide a lot of useful information for the teachers on the students’
social and emotional skills and identify needs for development. Several Group
work assessment cards are presented here to help teachers get the most of
group activities in class:

® ® Students’ Group Work Self-Assessment Sheet (Annex A4)
This is a short questionnaire to be completed by individual students upon
completing a group work task.

® ® Students’ Group Work Report Form (Annex A5)
This is a list of reflection questions to be answered by the students individual-
ly and in pairs after completing a group work task.




® ® Group Presentation Rubric (Annex A6)
This is a set of quality criteria and levels of assessment to guide the teacher
in assessing the students’ group presentations. The rubric table is taken from:
Williams & Dunn (2008).

How?

Before organizing group work, the teacher should decide in advance:

* What is the purpose of the group task? Is the primary aim of the task to
help the students learn to apply the new knowledge/skill? Or just to evaluate
how well the new knowledge/skill has been acquired?

¢ |s the process of group work going to be assessed? Or is it only the re-
sults of the group work?

e Which elements of the group work might need the teacher’s assistance?

Different situations call for different approaches. For example:
e |f the group work takes place in a lesson where students apply know!-
edge/skill, it is recommended that the teacher approaches each group
from time to time. It has been noticed that when the teacher ap-
proaches the group, the students ask additional questions more often
than when the teacher does not approach the group. Asking additional
guestions help the students to better master and apply the new knowl-
edge/skill.
e |f the teacher uses group work to assess students SEL skills in the
process (cooperation, relationship skills, involvement etc.) the teacher
dos not approach the groups and lets the students work on their own.
e |f the students work in a group on a long-term task, during the phase
of gathering, the teacher specifies what kind of supervision and assis-
tance will be provided. This is especially important if the level of moti-
vation among the group members varies. During the mid-work observa-
tions or assistance meetings, the teacher can prevent possible conflicts
between the students, and thereby contribute to the improvement of
student relationships.

Assessment cards can help evaluate and self-evaluate work in groups.

When?
During any group work activity in class whenever the teacher decides to as-
sess how well students work together.

® Quick Formative Assessment Practices for
Classroom Use

Whatis it?
Below you will find a list of quick and simple practices that can be used
during the class to assess students learning as it happens. Combined with the
tools listed above, they may enrich the lesson and inform the teacher about
the students’ feelings and progress.



How?
The teacher can choose how to apply various practices depending on the
students’ characteristics, the school context and the goals of the lesson.

Conversation in pairs

Give the students a specific task to complete. Allow them some time to
discuss in pairs how they would manage the task, share ideas or knowledge
that will be needed to complete the assignment. The teacher’s job at this
time is to walk around the class and listen to the student conversations about
the assignment. The teacher can notice: What are the students’ reactions
to the assignment? Which emotions dominate in the classroom? How the
students relate to each other? How the pairs organize their work? These cues
provide the teacher with valuable information about their students to get to
know them better and plan further learning activities.

Observing students’ body language

Observe the body language of your students. A keen observation can help
you understand when the students feel comfortable with the task and when
they have difficulty with the task.

Responding to students’ Language

Listen to the kind of language the students use in self-assessment reflec-
tions. Respond when the students are frustrated, try to belittle themselves or
do not believe in their success. Encourage the students to trust themselves.

Pair assignment

The first phase: the students are given an assignment which they first
complete in pairs with the help of each other.

The second phase: the students individually complete an assignment of
the same kind, but presented differently (e.g., using the same mathematics
formula but with different data).

The third phase: After completing the task, the students discuss with each
other how they feel about doing the task.

Providing feedback in writing

While reading the students’ written work, write down some constructive
comments on their papers, so that the students know how to improve. Also,
write comments about what they have already learnt well; your positive feed-
back will enhance the student confidence and strengthen your relationship
with them.

Self-analysis
After the students complete an assignment, allow time for them to write a
self-report on how they think they did, what, in their opinion, could have
gone better, and how they felt while performing the task. The students could
answer these questions:
e What was your task and your ultimate goal or the main outcome of
this activity?
¢ What are some important concepts or ideas that you have learned?
Why are they important?
* Did you reach your goal? Why/Why not? Explain.




¢ Would you do anything differently if you had to do this task again?
Why/Why not? Explain.

Exit slips

Exit slips are student written responses to questions teachers pose at the
end of the lesson. These informal questions and answers enable the teachers
to quickly assess students’ understanding of the material. At the end of the
lesson, ask the students to respond to a question or prompt. Distribute small
paper slips for the students to write down their responses, review the slips to
determine how you may need to change your instruction to better meet the
needs of all your students. Students may also choose to collect the exit slips
as a part of their personal assessment portfolios.

Suggestions for exit slip questions:
® Three things that | have learned today are...
* Two things that were interesting to me are...
® One question that | still don’t have the answer to is...

Individual whiteboards

Individual slates or whiteboards are a great way to hold all the students in
the class accountable for the work. They actively involve students in learning
and are a highly relevant tool in the formative assessment process, because
they give the teacher immediate information about student learning. Ask the
students to complete their tasks on their individual whiteboards. When the
students complete their work, ask them to hold their whiteboard up, so that
you can quickly determine who does well and who needs help. You can then
adjust your instruction accordingly.

3-Minute Pause
A 3-Minute Pause is a type of formative assessment activity that can be

used to quickly check for understanding. The teacher poses 1-3 questions at
any point during the lesson. The students have 3 minutes to respond to the
guestions in writing on a small sheet of paper, e.g., an index card. The teach-
er collects the slips and reviews the written statements in order to adjust
his/her teaching the following day based on the information provided. The
teacher can ask a few volunteers to read their statements right away, and the
teaching can be adjusted during the same lesson. Examples of questions /
statements for reflection:

¢ | was surprised about...

® | became more aware of...

¢ | want to know more about...



BN B3 Teacher's Self-Assessment Tools

® Self-Assessment Tool for Teacher’s So-

cial and Emotional Competences
(Annex A7)

What is it?
Successful social and emotional education is not possible without the devel-
opment of teachers ‘personal social and emotional competences. If we want
to achieve great results in the classroom, we must start with ourselves.

Being a socially and emotionally literate person does not mean that a
person must always smile and demonstrate exemplary behaviour all the time.
A person’s life is diverse, he or she experiences both joyful and unhappy
moments, makes mistakes or gets into conflict situations. All experiences are
natural, but the main question is — how we accept them.

The ability to accept and overcome failures is a necessary part of hu-
man welfare. Relationships with family and friends, finding time for oneself,
finding an opportunity to contemplate, reflecting on current events — these
things are important for personal well-being.

The teacher’s ability to be oneself and enjoy one’s personal life may not
directly establish good teacher-student relationships, but it does create con-
ditions for the teacher to be satisfied with his/her work, which can be a great
help in building good relationships with students, and to be more enthusiastic
about his/her work, which in turn, can be highly motivating for the students
to learn the subject taught by the teacher.

Teacher self-assessment is an opportunity to analyse one’s work experi-
ence, recognize and identify what one is good at, and what challenges and
obstacles are in the way

Self-assessment or self-analysis creates preconditions for adjusting and im-
proving work for better results. Self-analysis should be a continuous process
and regular practice and it can be done in many ways. It is recommended to
ask oneself at least two questions after each activity: What went well? What
would | do differently next time?

This section provides a self-assessment tool for teachers which was adapt-
ed from Yoder, N., (2014) Self-Assessing Social and Emotional Instruction and
Competencies, Center on Great Teachers & Leaders at American Institutes for
Research. Link: https.//files.eric.ed.gov/fulltext/ED553369.pdf.

How?
The Self-Assessment Tool is a scale consisting of a total of 21 statements
about teacher’s teaching divided into 5 categories of Social and Emotional
Competences: Self-Awareness, Self-Management/Emotional Regulation;
Social Awareness; Relationship Management; Responsible Decision Making.
Each statement has to be personally rated on a 4 item Likert-type scale. At




the end of the scale there is a simple scoring table and several questions for
reflection provided.

® The Tool is supposed to be used ONLY for the teacher’s personal self-as-
sessment and reflection to encourage the teachers’ professional develop-
ment. The Tool should NOT be used as an instrument for external evaluation
of the teachers’ competences or for making comparisons between the
respondents. Here are a few tips how to use the Tool: New working skills or
competencies are formed only when we devote time and pay attention to
them. It is impossible to learn something new only at the theoretical level.
We gain experience through practice. For these reasons, the initial assess-
ment of one’s competences must be re-examined and supplemented by
specific actions.

e |f the identified challenges are related to personal, social and emotional
competences, it is recommended that one takes self-development training or
reads literature on self-development. In most cases, teachers are advised to
take a mindfulness course that gives teachers the opportunity to get to know
themselves, overcome stress etc.

e |f the challenges identified through self-assessment are related to teach-
ing practices, it is recommended to use the teaching methods presented in
this Toolkit.

e After the initial and several subsequent self-analyses, it is recommend-
ed to reach out to colleagues and ask them to observe a teaching session.
Colleagues assisting each other is a recognized way for teachers to improve.
This method not only helps each teacher individually, but also strengthens
the community and its cooperative abilities.

When?

* |t is recommended to perform initial self-assessment when first starting
to work with social and emotional learning programmes, giving more time to
write notes and comments.

* Every two weeks, review the completed tool and rethink what is going
on well and what need improvement.

® Re-evaluate your self-assessment every three months.

* When new competencies are formed, keep track of success and regular-
ly devote time for reflection.

= ® |Instructional Strategies Checklist for a Relation-
ship-Centered Classroom (Annex A8)

What is it?

This checklist summarises many of the effective classroom strategies that
will maximize the teaching and reinforcement of social and emotional com-
petences and will help create a relationship-centered learning community. It
consists of 39 statements describing various classroom strategies divided into
5 areas of classroom management:

® Preparing the physical environment;

® Opening a lesson;

* Introducing new information;



e Preparing for practice and application;
* Managing discipline.

The checklist will be a helpful tool for reviewing one’s teaching practices
and preparing for lessons.

How?
Review the statements on the checklist and tick the boxes next to the strate-
gies you are applying in your work. Reflect on the empty boxes:

* How would these new strategies help your classroom?
e What ways can you think of to make them happen?

e Can you think of any difficulties that might arise? How could you over-
come them?

When?
Review the checklist regularly (at least once every semester) or whenever
preparing to meet a new class.

= ® Teachers’ SEL Practice Planning and Self-Evalua-
tion Notes (AnnexA9)

What is it?

These planning and reflection notes will help the teachers to make the best
of the SEL practices presented in this Toolkit. The forms ask the teachers to
regularly plan, act, observe and evaluate their educational practices during
the course of the “Learning to Be” project at school. The notes encourage the
teachers to make a plan of specific methods and activities to achieve three
main goals:

1) Building a positive learning environment;

2) Implementing SEL supporting Teaching methods;

3) Monitoring students’ progress using the SEL assessment tools.
The teachers are later asked to reflect on their implemented activities and
adjust their new plans accordingly.

How?
The Tool is divided into two parts:
Part A is for teachers’ individual planning and self-evaluation of his/
her practices. These notes are meant to be filled-in regularly by each
teacher.

Part B is for a group of teachers to collectively plan, review and evalu-
ate their teaching practices at school. This part is to be discussed during
the teachers’ meeting.

Each part consists of four main sections:
PLAN: First, at the beginning of the term, write down specific actions
— methods and strategies you intend to use in class in order to achieve
the goals presented above.




ACT: Make notes regularly on the strategies you actually implement in
class. Which methods are you using for the first time? What new strate-
gies have you tried?

OBSERVE: Focus your attention on your pedagogical practices and how
they affect your students. Make regular notes: What changes do you
notice in your pedagogical work? What changes do you observe in the
students?

EVALUATE: At the end of the term, reflect upon your practices: What
did you do best during this period of time? What new things have you
learned? What has been the most challenging for you? How could you
address these challenges in the future?

After this, make a new plan for the next term.

When?
It is recommended to conduct self-evaluation and review plans regularly, ev-
ery 2 or 3 months. However, the actual frequency of planning and evaluation
cycles could be adjusted according to each school’s specific context.

= = “Your Opinion Matters” Student Feedback Sur-
veys (Annex A10)

What is it?
A teacher can assess his/her work not only by reflecting individually on his/
her teaching practices, but also by gathering feedback from the students.
Student surveys can be a good way to find out how the students are feeling
in class, to understand their attitudes and needs, and to get ideas how the
teacher could help them.

This Toolkit provides a simple model survey form that can be used to ask
students about their:
e feelings in class;
e active involvement;
® motivation;
® expectations from the teacher.

This form may be used as it is presented in the Annex or it can be modified
to include specific questions the teacher is interested in.

How?
* Ask the students to fill in the survey form, explain why you are doing
this survey, ensure anonymity and confidentiality of the student re-
sponses.
® Review the data and think how you could respond to the needs ex-
pressed by the students.
* You could also present the findings to your class and discuss how you



could all make the lessons better.
® Repeat the survey in a while.

When?

® Repeat the survey once every semester or whenever you feel you
need more feedback from your class.

BN BY School Level Assessment of SEL

Assessment of school’s SEL experience. Pre-
paring for change.

' il . Before beginning to integrate aspects of SEL into school
life, it is important to form a school community team that

will work together on developing SEL practices and prepar-
ing for change. The school community team should discuss and define what
changes the school is aiming for by developing social and emotional edu-
cation. The desired changes can be related to various aspects of school life:
student relationships, student-teacher relationships, bullying issues, school
absence, poor academic achievement etc. Solutions to the selected problems
and data analysis can be of various levels: the whole school community; the
classroom, the student; the subject.

Identifying the specific problem and choosing the level of monitoring will
make it easier to plan both the intervention process and the monitoring of
progress. The following section discusses the most important indicators of
successful SEL practice that are relevant to assessment at the school level.
Several Tools are presented to help school teams assess some of them.

Indicators of SEL Success Observed by School

The success of SEL integration into the classroom and the whole school life
is reflected in various indicators.

School attendance indicators:
e School dropouts
e School absence without a valid reason, absence in all lessons
e Skipping individual lessons
e Tardiness
* Class switches (students being transferred from one class to anoth-
er...)

Student progress indicators:
® By grade
® By subject
® By gender
* Grade retention (no transfer to the next grade)




Student-Student Relationship Indicators:
e Registered cases of aggression and violence
e Registered complaints about bullying among students
* Classroom climate assessment data

Student-teacher relationship indicators:
* Registered teacher complaints about student behaviour in classrooms
* Registered student complaints about teacher behaviour toward stu-
dents
e Parental complaints about teacher behaviour toward students
® School climate assessment data

Teacher Turnover Indicators:
® Reasons for dismissal / resignation
e Reasons for switching classes mid-year

Student participation in activities within and outside the school

community:
e Students participation in voluntary activities promoting self-expres-
sion
e Student participation in community support activities (volunteering,
projects)

e Student participation in local government bodies / municipality.

e Student participation in Non-Governmental Organisations (non-for-
mal learning) activities.

e Student skills that are acquired in an informal/non-academic way

Parental involvement in school life:
* Registered school visits for various student-related reasons, invitation
issued by a school representative (reasons for and results of the visits
are recorded)
e Participation in parent conferences / meetings
e Participation in school events
e Participation in community projects

Adapted from: Devaney E., O’Brien M. U., Resnik H., Keister S., Weissberg
R. P. (2006). Sustainable School-wide Social and Emotional Learning (SEL).
Implementation guide and toolkit. Chicago, IL: Collaborative for Academic,
Social, and Emotional Learning & University of Illinois at Chicago

Developing practices to monitor these indicators is an important step in
managing the quality and effectiveness of SEL at school.




® Social and Emotional Competence Self-Assess-
ment Tool for Head of School (Annex A11)

What is it?
The head of the school is one of the key people in introducing social and
emotional learning at school.

This self-assessment tool is designed for heads of school/school principals,
also, their deputies, administrators, SEL development team members, mem-
bers of school councils or other adults in charge of school management. The
Tool may also be used by teachers. The tool aims to introduce managers to
the practices related to the SEL competence, help them assess their strengths
and think of their further improvement. The tool also offers prompts that
encourage thinking about strategies to promote growth across areas of social
competence.

This self-assessment tool is a questionnaire which consists of 48 state-
ments about managerial practices linked to various categories of SEL. Each
statement has to be evaluated on a 3 item Likert-type scale. This tool was
designed for self-reflection ONLY. It should NOT be used to evaluate perfor-
mance.

The instrument was adapted from an open resource developed by CASEL:
Collaborative for Academic, Social, and Emotional Learning. (2017). TOOL:
Personal Assessment and Reflection—SEL Competencies for School Leaders,
Staff, and Adults.

How?
The tool should be used in the following way:

1. Read each statement and think of related specific situations, then
rate yourself on the statement by marking the appropriate box (rarely,
sometimes, often). If a statement does not apply to you, draw a line
through the rating box.
2. When you finish, search for patterns of strengths and challenges to
guide your personal social-emotional growth process. This information
is for you, so answer accurately without judging responses as “good” or
“not as good.”
3. After completing the reflection, take action in light of what you have
learned.
A) Reflect upon the results to draw conclusions about your progress.
If you consider that statements marked as “often” could be indica-
tors of personal strengths:
* How do these strengths affect your interactions with students
and peers?
* What competencies do your strengths relate to?
* Which of your strengths do you believe will help you guide
school-wide SEL?
* Which are you most proud of?
If you consider that statements marked as “rarely” could be consid-
ered as current challenges:
* How might enhancing this area benefit your interactions with




students and/or peers?
* To which competence or competences do your challenges
relate?
* Select one or two areas you believe would help you promote
school-wide SEL.
* Develop a strategy to remind yourself to practise this new be-
haviour, or bring it up as something to work on with a mentor.
When looking at your responses, were there any things that sur-
prised you? Were there any things that confirmed what you already
knew about yourself?
B) List ways you can model your strengths for others and embed
them throughout the school day.
C) List ways you can improve on any challenges you currently face.

When?
* |t is recommended to perform the initial self-assessment before start-
ing to implement SEL practices at school.
e |ater it can be done annually or whenever there is a need for the
head of school to review his or her practice.

= School Climate Survey (Annex A12)
What is it?

One of the most important goals of social and emotional learning is to cre-
ate a relationship-centered learning community which is the key to creating a
positive school climate.

This instrument is designed to assess the school climate from the perspec-
tive of any school community member. This is not a validated instrument,
however, the collected data can help to point out the strengths of the school
or bring attention to the challenges that need to be addressed, as well as
uncovering differences in the perceptions of teachers, students and other
school community members.

The School Climate Survey presented here is a questionnaire consisting of
47 items. Each item is rated on a five-point Likert-type scale.

In order to provide the full scope of the school climate, the survey needs
to be completed by all members of the school community, including not only
the students and the teachers, but also the administrators, the support staff,
the representatives of the students’ families and other school employees or
stakeholders.

This instrument was adapted from: Socialinio ir emocinio ugdymo institut-
as (SEUI), 2018.

How?
To monitor change, you need to do the following:
® Design a survey to be taken before and after the social and emotional
learning takes place (pre-survey and post-survey);
® Determine who will participate in the study and which student groups



/ forms will be included in the development of social and emotional
learning;

e Give your school community members time to fill in the survey
and reflect on the results;

* Draw generalized data and organize a school community discus-
sion of the results.

¢ Plan the implementation of social and emotional learning activi-
ties;

e Determine the date for the post-survey;

* Draw generalized data and organize a school community discus-
sion of the results
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IS Glossary

Assessment — the process for evaluating the level of a variable across peo-
ple. Specifically, it involves the usage of a wide variety of methods or tools for
educational evaluation, measurement, and documentation of the academic
readiness, learning progress, skill acquisition and/or educational needs of
students.

Assessment strategies — different types of evaluation of students’ learning
typically administered multiple times during an academic programme.

Classroom assessment tools — instruments designed for both teach-
ers and students. Teachers can use tools to observe and assess students
in the classroom, individually or during group work, whereas students can
use self-assessment tools to assess their own skills during group work. The
tools in this project provide teachers and students with useful information
on social and emotional competences, identifying the skills that need to be
strengthened.

Evidence-based practice — in terms of social and emotional learning, this
refers to the use of the best evidence from scientific research results in order
to decide about effective interventions or proven curricula.

Formative assessment (or assessment for learning) — a process by
which assessment information during the learning process is used both by
teachers to modify their teaching activities and by students to adjust their
learning strategies and improve their attainment. It typically involves qual-
itative feedback (rather than scores) for both students and teachers, and it
focuses on the details of content and performance. Formative assessment is
a whole classroom practice that facilitates learning by focusing on the level
of students’ understanding in the present, as well as seeking to understand
the direction in which the students are going and what should be done for
students to reach their goal.

Formative assessment strategies — an organised process of interaction
between three agents — the teacher, the student and the peers — that sup-
ports and facilitates students’ engagement, learning, and formative assess-
ment.

Mental health — a state of well-being in which every individual realises
their own potential, can cope with the normal stresses of life, can work pro-
ductively and fruitfully, and is able to contribute to the community. This proj-
ect considers the model of mental health promotion that targets all students
and is based on a whole school approach.

Programme — a set of interrelated and planned activities with a particular
long-term aim. SEL programmes’ aim is through consistent and structured
activities to directly and indirectly teach and develop students’ social and
emotional competencies — self-awareness, self-management, social-aware-
ness, relationship skills, and responsible decision making.

Relationship-centered learning environment — an environment where
attention is focused upon the promotion of supportive relationships between
teachers and students in order to support meaningful learning, foster the
development of social and emotional competences, and strengthen students’
resilience.




Relationship skills — the ability to build and maintain positive relation-
ships, communicate with and listen to others, cooperate and work in a team,
manage conflicts, seek and offer help if needed and resist social pressure. It is
one of the five domains of social and emotional learning.

Resilience — the ability to positively deal with and recover from adversi-
ties, difficulties, and problems.

Responsible decision making — the ability to deal with problems (e.g.
identifying, analysing, solving problems), to make positive and responsible
choices based on ethical and moral values, and to evaluate the consequenc-
es of various actions to respect the well-being of others. It is one of the five
domains of social and emotional learning.

S.A.F.E. approach —an acronym identifying the four principles that guide
social and emotional learning programmes. “S” is for sequenced — activities
for students are presented in a progressive order that is developmentally
appropriate. “A” is for active — the activities require students’ active learning.
“F” is for focused — the activities require dedicated time that addresses the
development of each ability. “E” is for explicit — activities concern specific
skills that are explicitly taught by teachers.

School climate — the quality of the classroom and school environment as
experienced by students, teachers, and the whole school community from a
socio-relational, emotional, affective, and organisational point of view. A posi-
tive school climate is built on warmth, security, reciprocal support and trust.
The school climate can be improved by involving all members of the school
community in the social and emotional learning implementation process;
developing a relationship-centered learning educational environment; and
adopting teaching methods that strengthen students’ social and emotional
skills.

School-level assessment — the assessment of strengths and limits in the
school in order to prepare for changes concerning social and emotional
learning practices. It aims at identifying the main problems in the school
setting, discussing what changes are expected, and monitoring whether goals
are achieved. The school-level assessment in this Toolkit includes: an obser-
vational tool to examine indicators of social and emotional learning success
(e.g. frequency of reported bullying, school dropout, teachers’ complaints
regarding students’ behaviours); a self-assessment tool for the head of school
concerning their own social and emotional competences; a school climate
survey for all school community members.

Self-assessment (or self-evaluation) — practical instruments that can
be used to assess one’s own social and emotional skills, as well as attitudes
and behaviours towards school. The self-assessment tools in this Toolkit are
designed for students, teachers, the head of school, and all members of the
school community.

Self-awareness — the ability to identify and recognise one’s own emotions,
thoughts, strengths, and limitations, to understand how they influence one’s
own behaviours, to develop self-efficacy, to be optimistic and self-confident.
It is one of the five domains of social and emotional learning.

Self-management — the ability to regulate one’s own emotions, thoughts
and behaviours, control impulses and stress, strengthen motivation, disci-



pline, and organisational skills, set achievable personal and academic goals. It
is one of the five domains of social and emotional learning.

Social and emotional ability — a behaviourally observable component/in-
dicator of self-awareness, self-regulation, social awareness, relationship skills,
and responsible decision making.

Social and Emotional Learning standard — a list of benchmarks desig-
nating what students are expected to achieve in regard to their social and
emotional development (e.g. the understanding of self and others, self-man-
agement and relationship skills, and responsible decision making) according
to their age and school grade.

Social-awareness — the ability to recognise others’ points of view and take
their perspective, develop empathy and respect for others, understand social
and ethical norms in different settings, appreciate diversity. It is one of the
five domains of social and emotional learning.

Teaching methods (or instructional teaching methods) — the general
principles, pedagogy, and management strategies used for classroom instruc-
tion to encourage students’ active participation in the learning process as a
whole. Instructional teaching includes step-by-step use of a set of techniques
that help students to become independent and strategic learners, e.g. setting
meaningful learning goals, selecting strategies to accomplish the designated
tasks and to meet the established goals. Within this project, the teaching
methods are based on teachers’ enhanced understanding of the process how
students learn and include active involvement of all participants.

Whole school approach —a comprehensive and systemic approach that
highlights how class, school, family, and community can holistically and pos-
itively impact students’ social and emotional learning and health. It is rec-
ognised as the most effective practice to gain positive and meaningful effects
on the school community.
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Myself and Others

Assessment of self-awareness and relationship skills. My progress and achievement card (13-14 years.)

My name
(first name,
surname):

Date of
Self-Assessment
(year, month):

My teacher’s name:

Form:

This progress and achievement card will help you keep track of your
experiences in learning to get to know yourself and others better.

* There are 20 objectives (things to learn) about yourself and your
relationships with others listed in the table below. These are your
learning targets for this year.

* Please evaluate each statement describing how well you know or
are able to do these things.

* Give evidence for every point you think you know or are able to
do well (tick Often or Always): try to describe a situation or activity
where you think you have learned / practiced this;

® There are no right or wrong answers here. You will not get a mark
for your answers. Please try to evaluate yourself honestly, accord-
ing to each statement.

* When you finish assessing yourself, give this card to your teacher
(any subject teacher or your class supervisor/responsible teacher)
to write personal comments for you.

* Review this card every month to track your progress and provide
new evidence.

“ ; My evaluation
‘ How often is this

Evidence of My Learning

true? Describe the situation (activity) that Teacher’s Comment
1-Never, 2-Some- explains where and how you Any subject teacher
times, 3-Often, learned it
4-Always.
THINGS TO LEARN 1 2 3 4

Learning to Be Myself: Self-Awareness and Self-Management Skills

1) | understand which feel-
ings help me to learn and
which ones distract me from
learning

2) | can manage stress and
finish tasks even when it’s
difficult

3) | can identify my main
strengths and obstacles that
influence my success in life.

4) | know who could help me
if I need help (people around
me, services)

5) | have a short term goal
and know how to reach it.




My evaluation
How often is this
true?
1-Never, 2-Some-
times, 3-Often,
4-Always.

Evidence of My Learning
Describe the situation (activity) that
explains where and how you
learned it

Teacher’s Comment
Any subject teacher

THINGS TO LEARN

6) | can explain what helps
me achieve my goals

Learning to Be with Others: Social Awareness and Relationship Skills

7)! can understand how
others may feel in different
situations.

8) | am able to cooperate
with others and work togeth-
er in a team to achieve group
success.

9) | can explain how to man-
age conflicts in the group.

10) | understand what neg-
ative peer pressure is and |
know how to resist it.

Learning to Be Responsible — Responsible Decision Making

11)I understand how honesty,
respect, fairness and compas-
sion can help people make
better decisions.

12) | can explain why school
and society rules are import-
ant.

13) | know how decision-mak-
ing skills can improve my
academic success

14) | know different ways to
refuse to take part in unsafe
or unethical activities.

15) lknow how | can actively
contribute to making positive
changes in my school.

16) | understand how | can
make positive influence in

my community outside the
school.




| am learning from others!
Please describe:

What did you manage to learn from your peers at school during the last term?
What are the things you have helped others to learn?

What have | learned last during the last month?

Who helped me learn this? (Write the names)

-

) What have | helped others to learn? Whom have | helped? (Write the names)

. My goals for next term
\.ﬂ Please identify 3 things you need to learn better during the NEXT term. These could be skills

from the table above or general things you need to improve at school.
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My name Teacher’s
(first name, name:
surname):

Date of Form:

Self-Assessment

This “Personal Learning Log” is a self-assessment card that will help you learn more about yourself
and others. This card consists of 3 pages with questions for you to answer and tasks to complete. They
are about:

Learning to Be Yourself;
Learning to Be with Others;
Learning to Be Responsible.

Please answer the questions listed below writing down your answers. There are no right or wrong
answers here and your answers will not be corrected or marked. When you finish completing your sen-
tences, give this card to your teacher to write comments for you.

How have you ben feeling lately? Please mark the emotions you recently
had. For every emotion you recognize and remember, please describe the
situation when it happened and what you did.

\

JOoYy What was happening when you had this emotion? Please describe the situation.

What did you do after you felt this way? Please describe what you said or did in this situation.

SADNESS What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.



SURPRISE

FEAR

TRUST

WORRY

DISGUST

/)

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation,

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.



BOREDOM

ANGER

YOUR EMOTION

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.

What was happening when you had this emotion? Please describe the situation.

Please describe what you said or did in this situation.



oD All of us have special powers, some things we are good at, that make us

strong. What are your most important strengths? Your superpowers?
’) Name the 3 things you are good at! How you are using them?

My special powers How/Where am | using them?

Please think of the things you want to learn. These could be things to learn at school or other im- por-
tant abilities you want to develop (like learning to play a musical instrument, overcoming a fear or
making new friends)

Things | still need to learn Who could help me learn this?



Please read the sentences below and for each sentence tick the box that best
suits your usual be- haviour.

¢+

Yes Sometimes No

| find it easy to make new friends

I like talking to a friend when we are on our own

| like talking to friends when we are in a group

I like making people laugh

I am a good listener

I have some good friends

I join my friends and we play games together

| often play on my own

I know how to make up with my friends when we quarrel

| comfort my friends when they are upset

I can tell my friends how | am feeling

I can tell how people may feel from the way they talk and behave

I understand how people are feeling when | am listening to them

I know what to do to get along with others

I understand how people in my class are different from one another

What can | do to be a better friend?



My best friends at school are:

What are they like? Why do | like them?

Please read the sentences below about your tasks and duties at school and
at home. Please mark how good you are at doing them by ticking the right box.

[

My tasks and duties I am good at doing them
Yes Sometimes No
- (/]

In school / class:

I am always on time for school (lessons and other events)

| can take care of myself and of my things at school

I have a time-table for my lessons and my other daily activities at school

| understand that my behaviour may affect other people (pupils and teachers)
I try to do all my homework tasks

I join my friends and we play games together

I am listening when other pupils are speaking and don’t interrupt



At home

(name a few duties you have at home)

Teacher’s Comments. Feedback of the my teacher after my self-assessment.



Class observation tool for teachers

School:
Class:
Teacher:

Part 1: Students’

Items for
observation

Recog-
nises
own and
others’
emotions

Social and Emotional Skills Observation

Possesses
self-effi-
cacy and

self-es-
teem

Regulates
one’s
emotions,
houghts,
and be-
haviours
effec-
tively in
different
situations

Exhibits
positive
moti-
vation,
hope and
optimism

Predicts
others’

feelings

and reac-
tions

Grade:
Month:

Respects
others,
under-

standing

other
points of
view and
perspec-

tives

Exhibits
coop-
erative
learning
and
working
toward
group
goals

Commu-
nicates
effec-
tively,
providing
help to
those
who
need it

Identifies
decisions
one
makes at
school

Makes
decisions
based on

moral,

person-
al, and

ethical

standard




Part 2: Situations in the Classroom




Annex AY

Please answer these questions about your work in groups.

Name

Group name / names of group members

Date: Assignment title:

What was the purpose of the assignment?

Briefly describe your contribution to the task

If you needed to repeat the task, what would you do differently?

How could your group work more efficiently next time?

Your teacher’s comment: Personal Evaluation:

Teacher’s evaluation:

Adapted from LIONS QUEST Skills for Actions programme, 2015



WSS Annex A5
Students’ Group Work Report Form

Please answer these questions about your groupwork.

How did you find out what you needed to know to complete the groupwork?

Have all the goals been achieved?

How did the groupwork help students assist each other in achieving their goals?

What did you learn by working in groups?

How can the skills, knowledge and insights acquired during this group work be used in other life situa-
tions?

Instructions for the teacher:
e Allow the students some time to complete this sheet after each group work, if the group work
takes the whole lesson or longer.
e After filling out the questionnaire individually, allow time for the students to discuss the com-
pleted sheets in pairs.
e Ask volunteers to share their reflection.
e Collect reflections from the students and read them by pointing out how detailed and compre-
hensive reflection answers are. Pay attention to the skills the students have learned and how they
can use these skills in the future.



Annex A6

You can use the following rubric table as guidelines for assessing students; group presentations.

Element

All group members
participated

Information presented
is accurate

Information is
deliberately organized

Presentation is logical
and sequential

Visuals are clear and
easily seen

Presentation is creative
and informative

Presentation connects
previously presented
information

One main concept is
explored

Includes audience par-
ticipation

Not Quite (1)

One person dominates the
presentation

Several inaccuracies are
included

Information is disjoined,
illogical, and incompatible

Presentation was random
and hard to follow

Visuals are cluttered,
incomplete, and unclear

Information is presented
in a didactic way and lacks
depth

Lacks earlier references
and continuity

Several ideas are
presented without focus

Presenters do all talking,
participants appear disen-
gaged

Okay (2)

Assignments are
distributed unevenly

Minor information errors
are included

Information is at times
contradictory or random

Flow of presentation is at
times inconsistent

Visuals support the pre-
sentation but lack depth

Presentation is planned
but lacks enthusiasm and
interest

Connections are at times
not obvious or proper

Main concept is at times
obscured

Audience members are
engaged frequently

Way Cool! (3)

Each person contributions
significantly

Information is accurate
and current

Information is sequential,
consistent and logical

Presentation is logical,
understandable, and easy
to follow

Visuals are eye-catching,
compelling, and support
the presentation

Presentation is energetic,
interesting, and unpre-
dictable

Information is connected
seamlessly and appropri-
ately

Main concept drives all
the information and
presentation

Participants are included
throughout the presen-
tation

Source: Williams R. B., Dunn S, E. Brain-Compatible Learning for the Block. Crowin Press, 2008.



W= Annex A7
Self-Assessment Tool for Teacher’s Social and Emotional Competences

Adapted from: Yoder, N., (2014) Self-Assessing Social and Emotional Instruction and Competencies, Center on Great
Teachers & Leaders at American Institutes for Research; Devaney, O’Brien, Resnik, Keister, & Weissberg, (2006)".

Think about your own social and emotional competencies and how
those competencies influence your ability to implement the social interac-
tion teaching practices. Please use the scoring guide below to rate yourself
on how your SEL skills influence your social interaction teaching practices
with your students. Consider each statement and score yourself according
to where each statement holds true for you.
1 = Strongly disagree. | have a difficult time with this practice. | know | do
some of the things mentioned, but | do not necessarily find them relevant
to my teaching.
2 = Disagree. | demonstrate some of these skills with my students. | think
with more practice and/or more support, | could demonstrate these skills
more to improve implementation of this practice.
3 = Agree. | am strong in this area. | know | do a good job modelling
these skills for my students. | use these skills most of the time when | imple-
ment the instructional practices.
4 = Strongly agree. | am very strong in this area. | am able to use these 77 Devaney, O'Brien, Resrik,
skills when | am implementing the instructional practices. Keister, & Weissberg, 2006

Self-Awareness

Strongly . Strongly
) Disagree Agree
disagree agree
I am aware of the teaching practices that | need to 1 ) 3 4
improve upon and grow professionally.
| can effectively implement teaching practices with 1 ) 3 4
my students.
| am usually aware of how my emotions, culturally
grounded beliefs, and background are precursors to 1 ) 3 4

my emotional reactions, and | understand how they
impact my teaching practices with my students.

| understand how student responses (positive and
negative) affect my emotions and my behaviours 1 2 3 4
during my teaching practices.

| am aware of how my cultural beliefs and back-
ground affect my teaching practices with my 1 2 3 4
students.




Self-Management/Emotion Regulation

Strongly
disagree
| continuously refine my personal goals about how
I will best implement teaching practices with my 1
students.
| effectively use multiple strategies (e.g., breathing
techniques and mindfulness) when | have a strong 1
emotional reaction in the classroom (e.g., stress,
anger) when implementing teaching practices.
Through the effective management of my emotions
(e.g., use of stress reduction techniques), | am better
able to implement social teaching practices, use 1

positive approaches to discipline, and develop a
positive learning environment that is free from bias
and prejudice.

I model behaviours (e.g., form guidelines, set bound-
aries) to help students learn to regulate emotions 1
during teaching practices.

| share my personal experiences only where and

when appropriate, | model appropriate disclosure

and connect with students. | do not over-share 1
personal information, instead | keep focus on the

students and their experiences.

Social Awareness

Strongly
disagree
To effectively implement positive teaching practices,
| usually understand the perspectives of my students 1
and can pay attention to their emotional cues during
classroom interactions.
I try to understand why my students are or are not
actively participating, and | am usually successful at 1
providing my students the necessary skills to partici-
pate in the teaching practices.
| successfully support positive emotions and respond 1

to negative emotions during teaching practices.

| address the commonalities and differences (e.g., ra-
cial, ethnic, cultural) that exist among students when 1
I implement the teaching practices.

| interact with students between classes, in the halls
and other transition times.

Disagree

Disagree

Agree

Agree

Strongly
agree

Strongly
agree




| respond appropriately to resistant students by
answering them respectfully (e.g., listening deeply,
asking students for additional suggestions, identifying
the need behind the resistance) and having a private
conversation if necessary.

| allow sufficient wait time to answer a question,
inviting more participation from students who need
more time to think about their responses.

| invite/accept a variety of student responses to show
respect for divergent thinking.

Relationship/Social Skills

| clearly communicate behavioural and academic
expectations in a manner that addresses students’
individual needs and strengths when implementing
teaching practices.

| am comfortable helping my students resolve
interpersonal conflicts that come up during teaching
practices, and | have experienced success with this.

| use the teaching practices to help form meaningful
relationships with my students and cultivate their SEL
skills, and | am usually successful at building mean-
ingful relationships.

| use the teaching practices to help cultivate my
students’ SEL skills, and | am usually successful at
building their SEL skills.

| have learnt names of all my students and | use them
often.

| promote respect for cultural diversity both within
and outside of the classroom through awareness
building, modelling respectful behaviours, and open
discussion.

| look for opportunities for collaborative work.

Strongly
disagree

Disagree

Responsible Decision Making

| am effective at considering multiple forms of
evidence, such as balancing the needs and the be-
haviours of my entire class, while implementing the
teaching practices.

Strongly
disagree

Disagree

Agree

Agree

Strongly
agree

Strongly
agree




I regularly include my students and/or collaborate
with colleagues to solve problems that arise in the 1 2 3 4
classroom related to the teaching practices.

| stay focused and consistent when | implement

. . 1 2 3 4
teaching practices.
When | implement the social teaching practices, |
balance students’ emotional needs and academic 1 2 3 4
needs.
When confronted, | listen to and acknowledge
student concerns, | model problem-solving strategies 1 ) 3 4

taught in programme, respond positively, and ask for
positive suggestions.

Scoring

In the box below, indicate the score you received for each of the teacher social and emotional com-
petencies. To create a final score, take the average of each competency for each set of teaching practic-
es.

Social and Emotional Your Score/Total
. . Average Score
Competency Possible Points
1. Self-Awareness /20
2. Self-Management/Emotion ... /20
Regulation
3. Social Awareness .. /32
4. Relationship Skills ... /28
5. Responsible Decision Making ... /20

Reflect on your scores

1. On which social and emotional competency did you
score the highest?

2. On which social and emotional competency did you
score the lowest?




3. What evidence do you have to support the self-rating
you selected? What skills do you possess that support the
selfrating you received?

4. What professional learning experiences could facilitate
improvement in areas in which you scored lowest?

Link to the full instrument and instructions of Yoder, N., (2014) Self-Assessing Social and Emotional Instruction and Com-
petencies, Center on Great Teachers & Leaders at American Institutes for Research English: https://files.eric.ed.gov/fulltext/
ED553369.pdf
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Adapted from: Lions Clubs International Foundation (LCIF), LIONS QUEST Skills for Action programme, 2015
This checklist summarizes classroom strategies that will maximize the teaching and reinforcement of social and emotional
competences and create a relationship-centered learning community.

Present one idea at a time when using learning media.
Arrange the room to reflect a student-centered approach.
Arrange seating so that students can see one another.
Make sure bulletin boards and displays reflect the rich diversity of my students.
Prepare all materials in advance of class in order to be present for students.
Greet students as they enter my classroom, creating a welcoming environment.
Create visual aids that are easy for everyone to read and understand.
Present one idea at a time when using learning media.

In establishing a comfortable learning environment, I:

Prepare lesson content and time frames in advance.

Learn students’ names and use them often.

Face my students with an open and receptive body posture.

Establish shared ground rules/agreements with my students.

Enforce ground rules/agreements consistently with the help of students.
Model SEL behaviours of respect, caring, self-control, and fair decision making.
Use energetic and enthusiastic body language and words to convey interest.
Use a respectful Quiet Signal to bring attention to myself during group work.

Focus on all students’ positive qualities and praise their efforts.



Set tasks that are within students’ capabilities.

Pay attention to student reactions, need for clarification, and need for change in activity, and address the
needs immediately.

In opening a lesson, I:

Make sure students are ready to learn and have put away unrelated work.

Write the lesson objectives on the board to focus students’” attention.

Ask open-ended questions to discover what the students already know.

Use a variety of inquiry methods to draw out authentic student responses (e.g., silent reflection, heads
together, think-pair share, signalling, sampling, journaling, etc.)

Use “What do you think?” rather than “Why?” questions to stimulate divergent thinking.

Invite students to participate in a non-threatening way by offering a question to the group first and then
encouraging volunteers to respond.

Use “wait time” of 7-10 seconds before calling on students to give everyone a chance to think of an
authentic response.

In introducing new skills and information, I:

Present and connect new skills and information to the students’ responses.

Give clear instructions and model tasks when appropriate.

Respond respectfully to a wide variety of student responses to show respect and openness to divergent
thinking (e.g., “Okay”; “All right”; “Thank you”).

Share personal experiences from time to time to model and encourage appropriate and authentic stu-
dent disclosure.

Offer students the right to pass to honour different learning styles.

In preparing my students to practice and apply new skills and information, I:

State the purpose of the guided practice and the skill to be demonstrated.

Assure students it is okay to make mistakes during the Practicing activity.



Model guided practice before asking students to practice and apply new skills and knowledge.

Determine some guided practice situations in advance to guarantee appropriate situations for learning
the new skill.

Always play the role with negative behaviour in a role play; students always act out the appropriate be-
haviour as skill-building practice and reinforcement.

Give timely, supportive, and clear feedback immediately after guided practice.

Use closure questions to help students reflect on their learning and imagine ways they will apply the new
learning to their own lives.

Assign homework that is essential to the practice and application of the new skills and information and
follow up with students consistently.

In managing discipline respectfully, I:

Encourage students to discuss solutions rather than blame others.

Consistently enforce the ground rules/agreements.

Handle problems quickly and discreetly, treating students with respect and fairness.

Share my reactions to inappropriate behaviours and explain why the behaviours are inappropriate

Talk outside of class with students who continue to disregard the ground rules/agreements.
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Teachers’ SEL Practice Planning and Self-Evaluation Notes
Part A: Individual Teacher’s Notes

~—

Evaluate
Plan

\ Act

Teacher:
School:
Subject: Class:

School year:

Time period: Date of teachers’ meeting:

PLAN (write down at the beginning of the time period)

| intend to use the following strategies and methods:

ACT (Write down regularly):

Activity: giving lessons, introducing various methods and tools to ensure a safe and encouraging school environment,
using assessment tools etc. (Time period: .........cccevvevveviiieeiieennnn, )

What am | doing differently?




What am | using (testing) for the first time?

OBSERVE (write down regularly and at the end of the time period)

Changes that you observed in your pedagogical work, while using new strategies:

Changes that you observed in students, while using new strategies:

EVALUATE (write down at the end of the time period)

What did you succeed in during this time period? What have you learned?

What was your greatest challenge? How could you address it in the future?

Revise the plan and make a new one.




Part B: Notes for a Group of Teachers

~—

Evaluate
Plan

Observe

\_ Act

Teacher:
School:
Subject: Class:

School year:

Time period: Date of teachers’ meeting:

PLAN (write down at the beginning of the time period)

Checking the initial situation status at school: conducting the student survey (See student survey sample form Annex
A10)

We intend to use the following strategies and methods (Who? What?):

ACT:

Activity: giving lessons, introducing various strategies and tools to ensure a safe and encouraging school environment,
monitoring students’ progress (Time period: ........c.ccceevevveveeenrennenn. )




OBSERVE (write down at class teachers’ meetings):

Changes that we have observed in the pedagogical work, while using new strategies:

Changes that we have observed in students, while using new strategies:

EVALUATE (write down at the end of the time period)

What did we succeed in during this time period? What have we learned? What were our new findings?

What were our greatest challenges?

Revise the plan and make a new one.




Annex A10

Please read the following questions carefully and choose or write the answers as honestly you can.

Do you feel well during the lessons? Circle.

YES, | feel well. NO, | don’t feel well. | feel differently at different lessons.

What affects your mood most significantly? Please point out either positive or negative factors.

Do you think the teacher can make a positive impact on your mood in the classroom? Circle.

YES NO

If YES, please explain the ways he/she can make that impact.

Do you dare to speak out in front of the class and express your opinion? Circle.

YES NO It depends

Are you actively involved during the lessons? Tick the right answer.

O No.

O Ijust listen.

O Ilisten and think about the issues of the topic.
O I listen, think and actively express my opinion.

What motivates you most during the lessons? Please rank the statements according to their importance:
number each statement from 1 to 8, write number 1 being the most important thing for you in the les-
son, numbers 7/8 the least less important.

¢ Topic of the subject

® Team work with the rest of the students

e Teacher’s approach and teaching method

e Teacher’s explanation

® Making the lesson more dynamic and engaging by using AV technology, ICT, experimental work.

e Personal approach of the teacher

® Grades

® Others (Please, WIte YOUI OWN I0BAS): .. ..eiiuiiiei et

Teachers are grateful for your honest answers and cooperation.



i Annex A

Social and Emotional Competence Self-Assessment Tool for
Head of School

Adapted from: CASEL. (2017). TOOL: Personal Assessment and Reflection—SEL Competencies for School Leaders, Staff,
and Adults.

The head of the school is one of the key people in introducing social and emotional learning at
school. A principal, who is well-informed about SEL, is able to communicate to members of the commu-
nity what is the vision of SEL at school. It is crucial that a school principal understands the importance
of coherent social and emotional learning. A principal who cares about social and emotional learning
also cares about the resources for SEL development, the support for teachers and students; he or she
also demonstrates their social and emotional competencies while acting as an example of SEL.

This tool was designed for self-reflection. It should not be used to evaluate performance. Principals,
administrators, SEL team members, and staff members can use it to assess their personal strengths
and think about how they can model those strengths when interacting with others. The tool also offers
prompts that encourage thinking about strategies to promote growth across areas of social compe-
tence.

Insights gained from this personal reflection tool can be effectively used during SEL professional
learning. After individuals privately complete the tool, they can discuss general themes and examples of
strengths and challenges with partners or in small groups. During regular staff meetings, staff can revisit
personal goals to mark progress and update.

How to use this Tool :

1. Read each statement and think of related specific situations, then rate yourself on the statement
by marking the appropriate box (rarely, sometimes, often). If a statement does not apply to you, draw a
line through the rating box.

2. When you finish, search for patterns of strengths and challenges to guide your personal so-
cial-emotional growth process. This information is for you, so answer accurately without judging re-
sponses as “good” or “not as good.”

3. After completing the reflection, take action in light of what you learned.

a) Reflect upon the results to draw conclusions about your progress.
If you consider that statements marked as “often” could be indicators of personal strengths:
* How do these strengths affect your interactions with students and peers?
* What competencies do your strengths relate to?
e Which of your strengths do you believe will help you guide school-wide SEL?
e Which are you most proud of?
If you consider that statements marked as “rarely” could be considered as current challenges:
* How might enhancing this area benefit your interactions with students and/or peers?
* To which competency or competencies do your challenges relate?
e Select one or two areas you believe would help you promote school-wide SEL.
* Develop a strategy to remind yourself to practice this new behaviour, or bring it up as
something to work on with a mentor or a coach.
When looking at your responses, were there things that surprised you? Were there things that
confirmed what you already knew about yourself?
b) List ways you can model your strengths for others and embed them throughout the school day.
c) List ways you can improve on any challenges you currently face.



SELF-AWARENESS Rarely

EMOTIONAL SELF-AWARENESS

I am able to identify, recognize, and name my emotions in the moment.

| recognize the relationship between my feelings and my reactions to people
and situations.

ACCURATE SELF-PERCEPTION

I know and am realistic about my strengths and limitations.

| encourage others to tell me how my actions have affected them.

| know how my own needs, biases, and values affect the decisions | make.

SELF-CONFIDENCE

| feel confident that | can handle whatever comes along with calm self-assur-
ance and a relaxed presence.

| welcome difficult assignments.

OPTIMISM

| believe that most experiences help me learn and grow.

| can see the positive even in negative situations.

MANAGEMENT Rarely

SELF-CONTROL

| find ways to manage my emotions and channel them in useful ways without
harming anyone.

| stay calm, clear-headed, and unflappable under high stress and during a
crisis.

SETTING AND ACHIEVING GOALS

| have high personal standards that motivate me to seek performance im-
provements for myself and those | lead.

Some-
times

Some-
times

Often

Often




| am pragmatic, setting measurable, challenging, and attainable goals.

ADAPTABILITY

| accept new challenges and adjust to change.

I modify my thinking in the face of new information and realities.

ORGANIZATIONAL SKILLS

| can juggle multiple demands without losing focus or energy.

I balance my work life with personal renewal time.

INITIATIVE

| believe that | have what | have what it takes to influence my own destiny
and lead others effectively.

| create and seize opportunities rather than waiting for them to materialize.

SOCIAL AWARENESS Rarely

EMPATHY

| listen actively and can grasp another person’s perspective and feelings from
both verbal and nonverbal cues.

RESPECT FOR OTHERS

| believe that, in general, people are doing their best, and | expect the best of
them.

APPRECIATION OF DIVERSITY

| appreciate and get along with people of diverse backgrounds and cultures
in my school community and utilize inclusionary practices to ensure all voices
are represented.

ORGANIZATIONAL AWARENESS

| am astute in organizational situations and am able to identify crucial social
networks.

| understand the organizational forces at work, guiding values, and unspoken
rules that operate among people.

Some-
times

Often




| foster an emotionally nurturing and safe environment for staff, students,
families, and community members.

Some-

RELATIONSHIP SKILLS Rarely Often

times

COMMUNICATION

I am open and authentic with others about my values and beliefs, goals, and
guiding principles.

| communicate with and encourage interaction with staff, students, parents,
caregivers, and community members.

| can articulate ideas that are important to me in ways that motivate others to
become involved.

BUILDING RELATIONSHIPS

| have a genuine interest in cultivating people’s growth and developing their
SEL skills.

| am able to openly admit my mistakes and shortcomings to myself and oth-
ers.

| try to understand the perspective and experiences of others before | offer
suggestions.

| give timely and constructive feedback as a coach and mentor.

CONFLICT MANAGEMENT

I am comfortable dealing with conflict, listening to feelings from all parties
and helping them understand different perspectives.

I am able to guide conflicting parties to find a common solution.

TEAMWORK AND COLLABORATION

I am good at teamwork and collaboration and generate a collegial atmo-
sphere that inspires us all.

| build relationships with members of diverse groups.

I involve key stakeholders in important decision-making tasks to ensure we
are making wise choices.

| embody teamwork in my leadership style and personal behaviours as a role
model to staff, students, and the school community.




RESPONSIBLE DECISION-MAKING Rarely

PROBLEM IDENTIFICATION AND SITUATION ANALYSIS

| am able to define the core of the problem and differentiate it from solution
options.

| recognize the need for change, to challenge the status quo, and to encour-
age new thinking in my school.

| conduct a needs analysis and involve the staff to identify problems before
starting a new initiative.

PROBLEM-SOLVING

| involve others to generate multiple solutions and predict the outcome (of
each solution) for key problems.

| find practical and respectful ways to overcome barriers, even when it comes
to making decisions that may not be popular.

EVALUATION & REFLECTION

| use more than one measure to assess progress toward social, emotional,
and academic goals.

| provide opportunities for self-reflection and group reflection on progress
toward goals and the process used.

PERSONAL, MORAL AND ETHICAL RESPONSIBILITY

| treat other people in the way | would want to be treated.

| encourage community service activities for students, staff, and the commu-
nity

Some-
times

Often




Annex A2

Adapted from: Socialinio ir emocinio ugdymo institutas (2018)..

The following survey aims to assess the social relationships at our school, in other words, school
climate. You are kindly requested to answer the questions about your role and experiences at school.
Please try to answer honestly. After finishing the survey, reflect on the results using the scoring table
below. The data you provide will remain anonymous and will only be presented in a generalized form

together with the data that other respondents provide.
What is your role at school?
Please tick
1. Student
2. Teacher

3. Other pedagogical staff (e.g., psychologist, social
pedagogue, speech therapist etc.)

4, Administrator
5. Support staff (e.g., janitor, bus driver, gardener etc.)

6. Parent / Family member

Please select the appropriate field and answer the following questions:

Student Which form are you in?
Teacher How many years have Forms you work with:
you been working at this
school?
Other pedagogical How many years have What is your specialisation?
staff you been working at this
school?
Administration How many years have you Do you teach any classes?

staff been working at this school:

Have you participated in any
SEL workshops?

Have you participated in any
SEL workshops?

Have you participated in any
SEL workshops:



Support staff How many years have

Parents/ Family

you been working at this

school?

members dent:

Relationship with the stu-

What are your main respon-

sibilities?

Student form:

Have you participated in any
SEL workshops:

Have you participated in any
SEL workshops?

Please assess the following statements about yourself at school. Assess each statement on a scale
from 1 — Strongly disagree to 4 — Strongly agree, 0 — Have never considered this.

No.

10.

11.

12.

13.

Statement

| like my school.

When | deal with complex problems, |
am confident in my abilities.

My opinion matters at my school.

| know the reasons for my negative
emotions.

I know how to control my negative
emotions.

| can manage my emotions.

The students listen to the teachers and
perform the assigned tasks.

There are some students in the class
who interfere with others’ engagement
in the lesson.

The students at this school behave
properly even when the adults do not

see them.

The school rules are clear to me.

The students follow the school rules.

The teachers start lessons on time.

| can work with people whose opinion
differs from mine.

To what extent do you agree with the statement?

Strongly
Disagree

Somewhat
Disagree

Somewhat Strongly Have never
Agree Agree considered
this

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0

3 4 0



14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

| feel bad when somebody is being hurt.

| try to understand what other people
are thinking and feeling.

The teachers believe that every student
can make progress in learning.

The students at school take care of each
other.

The a Adults at school take care of each
other.

| always receive help from other mem-
bers of the school community, when |

ask for it.

At school, we always greet each other.

| sometimes have difficulty getting along
with others.

If I have a problem, there is always
someone at school to whom | can talk.

We often laugh at school.

In my family everyone gets along with
each other.

At school there are many after-class ac-
tivities where students can do something

together.

| do not share my ideas because | know
that nobody will support them.

| am doing well at resolving conflicts
peacefully.

The teachers treat the students fairly.

The students have never insulted me.

The teachers have never insulted me.

My parents have never insulted me.

All the students at my school are friendly.

The adults at the school are friendly.

| think other people like to work with me.



Our school runs many community ser-
35. vice projects in which many students and 1 2 3 4 0
teachers participate.

| would like the members of school com-

36. munity to treat each other with more 1 2 3 4 0
respect.
37. | feel safe at the entire school. 1 2 3 4 0

38 When somebody insults me, | can defend
’ myself without harming others.
If the students tell the teacher that bully-
39. ing is taking place, the teacher will most 1 2 3 4 0
definitely solve the problem.

The same rules apply to all the students

40. at school. 1 2 3 4 0
If the students misbehave, the adults try

41. to figure out the reasons for this misbe- 1 2 3 4 0
haviour.

22. | can implement all my ideas at my 1 ) 3 4 0
school.
The students’ parents come to the

43, school and participate in the school’s 1 2 3 4 0

events.

a4. All stud'ent successes ar'wd achievements 1 ) 3 4 0
are noticed and appreciated.

45. All teac.her successes an achievements 1 ) 3 4 0
are noticed and appreciated.

Usually my day at school passes by suc-

46. cessfully.

More good than bad things happen to

47. me at my school.

After completing the survey, please reflect on the results based on the provided scales and their
respective items. It is recommended to discuss the general results of the survey with whole school
community.

Please calculate the scores for each scale by summing the values of respective items (questions).
Numbers of items to be summed for each scale are indicated in the table below.



Satisfaction 14244 45 46 47

Self-Awareness 2434
Relationship skills 321(-) 22 23 24 2528 32 33 36(+)
Seeking and providing help 19351641
Self- Management 56938
Compliance with the rules 8(-) 71011122040
Social Awareness 131415171843
Safety 26(-) 27 293031 37
items marked with ‘ — “ indicate reverse-coded items, so that higher scores will always

indicate more positive responses. It means you have to change the values of the scores in an opposite
order (4 changesto 1,3 to 2, 2 to 3, 1 to 4) before adding the values to the sum.
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SEL Standards
Grade 4
GOAL LEARNING STANDARD BENCHMARK
1. Develop 1.1 Identify and manage ¢ Describe a range of emotions and the situations that

self-awareness and
self-management
skills to achieve
school and life suc-
cess.

2. Use social-aware-
ness and inter-
personal skills to
establish and main-
tain positive rela-
tionships.

3. Demonstrate de-
cision-making skills
and responsible be-
haviours in personal,
school, and commu-
nity contexts.

one’s emotions and be-
haviour.

1.2 Recognize personal
qualities and external
supports

1.3 Demonstrate skills re-
lated to achieving personal
and academic goals.

2.1 Recognize the feelings
and perspectives of others..

2.2 Recognize individual
and group similarities and
differences.

2.3 Use communication
and social skills to interact
effectively with others.

2.4 Demonstrate an ability
to prevent, manage, and re-
solve interpersonal conflicts
in constructive ways.

3.1 Consider ethical, safety,
and societal factors in mak-
ing decisions.

3.2 Apply decision-making
skills to deal responsibly
with daily academic and
social situations.

3.3 Contribute to the
well-being of one’s school
and community.

cause them.
¢ Describe and demonstrate ways to express emotions in a
socially acceptable manner.

e Describe personal skills and interests that one wants to
develop.

e Explain how family members, peers, school personnel,
and community members can support school success and
responsible behaviour.

e Describe the steps in setting and working toward goal
achievement.

e Monitor progress on achieving a short-term personal
goal.

e |dentify verbal, physical, and situational cues that indicate
how others may feel.

e Describe the expressed feelings and perspectives of
others.

e |dentify differences among and contributions of various
social and cultural groups.

e Demonstrate how to work effectively with those who are
different from oneself.

® Describe approaches for making and keeping friends.
* Analyse ways to work effectively in groups.

® Describe causes and consequences of conflicts.
® Apply constructive approaches in resolving conflicts.

® Demonstrate the ability to respect the rights of self and
others.

® Demonstrate knowledge of how social norms affect deci-
sion making and behaviour.

¢ |dentify and apply the steps of systematic decision mak-
ing.

® Generate alternative solutions and evaluate their conse-
quences for a range of academic and social situations.

e |dentify and perform roles that contribute to the school
community..
e |dentify and perform roles that contribute to one’s local
community.




LEARNING
STANDARD

1A. Identify and
manage one’s emo-
tions and behaviour.

1B. Recognize per-
sonal qualities and
external supports

STAGE/
LEVEL

PERFORMANCE DESCRIPTORS

1. Identify a range of emotions you have experienced.

2. Describe situations that trigger various emotions (e.g., listening to music,
talking to a friend, taking a test, being scolded).

3. Recognize mood changes and factors that contribute to them.

4. Depict a range of emotions (e.g., make a poster, draw a picture, participate
in a role play).

5. Distinguish among intensity levels of an emotion.

6. Demonstrate ways to deal with upsetting emotions (e.g., sadness, anger,
disappointment).

7. Practice deep breathing to calm yourself.

. List positive strategies for handling conflict.

. Explain why characters in stories felt as they did.

. Distinguish among emotions you might feel in various situations.

. Use “I-statements” to express various emotions.

. Record changes in your emotions throughout the day (e.g., before and
after transitions, recess lunch, etc.).

6. Demonstrate an awareness of how your behaviour affects others.

7. Practice different strategies for handling upsetting situations.

U Hh WNBR

. Describe the physical responses common to a range of emotions.

. Describe emotions associated with personal experiences.

. Practice expressing positive feelings about others.

. Evaluate ways of dealing with upsetting situations (e.g., being left out,
losing, rejection, being teased).

5. Demonstrate emotions in various contexts in role-plays.

6. Practice handling pressure situations (e.g., taking a test, participating in a
competitive activity).

A WNPR

1. Identify community members that can be of support when needed (e.g.,
religious leader, extended family member, and neighbour).

2. Describe the personal qualities that successful learners demonstrate (e.g.,
perseverance, responsibility, attention to task, etc.).

3. Explain how practice improves your performance of a skill.

. Analyse the positive qualities of role models.

. Analyse what it is about school that is challenging for you.

. Draw a picture of an activity your family likes to do together.

. Demonstrate ways to ask for help when needed.

No v b

. Identify something you would like to be able to do better.

. Describe ways in which you contribute to the school community.
. Describe ways in which you help out at home.

. List ways families can support students in school.

. Describe how peers can support each other in school.

. Measure your progress toward a personal goal.

OV h WNPR

1. Describe a time and situation you needed help.

2. Identify reliable adults from whom you would seek help in various situa-
tions.

3. Describe how you would improve your ability to perform a valued skill.

4. Explain how adult role models influence your aspirations for the future.
5. Practice strategies that support peers in school.

6. Demonstrate leadership within the school community (e.g., reading tutor,
student council, clubs, mentoring new students).




1 C. Demonstrate
skills related to
achieving personal
and academic goals.

2A. Recognize the
feelings and perspec-
tives of others.

2B. Recognize in-
dividual and group
similarities and
differences.

1. Recognize how distractions may interfere with achievement of a goal.

2. Recognize that present goals build on the achievement of past goals.

3. Describe the steps you have made toward achieving a goal.

4. Differentiate between short and long term goals.

5. Monitor your progress toward achieving a personal or academic goal.

6. Demonstrate ways to deal with upsetting emotions (e.g., sadness, anger,
disappointment).

1. Identify how obstacles have been overcome in achieving a goal (e.g., exam-
ples from literature, social science, personal experience).

2. Recognize how conditions and people have contributed to your achieve-
ment of a goal.

3. Identify the steps needed to perform a routine task (e.g., homework com-
pletion, organization of personal space/materials, studying for a test).

4. |dentify factors you could not change that prevented you from achieving a
recent goal.

5. Evaluate what you might have done differently to achieve greater success

1. Develop a friendship goal with action steps to be taken by certain dates.
2. Develop an academic goal with action steps to be taken by certain dates.
3. Monitor progress on planned action steps for a friendship goal.

4. Monitor progress on planned action steps for an academic goal.

5. Analyse why you needed to change or delay action steps for achieving a

recent goal.

6. Evaluate your level of achievement with regard to a recent goal.

. Distinguish between nonverbal and verbal cues and messages.

. Analyse alignment and non-alignment of verbal and non-verbal cues.
. Role-play the perspectives and feelings of characters from a story.

. Paraphrase what someone has said.

. Demonstrate a capacity to care about the feelings of others.

. Demonstrate an interest in the perspective of others.
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1. Label others’ feelings based on verbal and non-verbal cues in different
situations.

2. List strategies to support students who are left out or bullied.

. Describe how one feels when left out of an activity or group.

. Describe how one feels when bullied.

. Predict possible responses to a range of emotions.

. Use “I-statements” to let others know that you have heard them.

o bW

1. Describe others’ feelings in a variety of situations.

2. Describe an argument you had with another person and summarize both
points of view.

3. Analyse why literary characters felt as they did.

4. Analyse the various points of view expressed on an historical, political, or
social issue.

5. Evaluate how a change in behaviour of one side of a disagreement affects
the other side.

1. Describe human differences depicted in stories.

2. Describe how interactions with individuals from different cultures enrich
one’s life.

3. Recognize that people from different cultural and social groups share many
things in common.

4. Analyse how people of different groups can help one another and enjoy
each other’s company.

5. Analyse the impact of differing responses to human diversity on literary
characters.

6. Participate in an activity or simulation that allows you to experience life
from the perspective of another group.

7. Use literature to analyse various responses to human diversity (e.g., learn-
ing from, being tolerant of, aware of stereotyping).




2C. Use communica-
tion and social skills
to interact effective-
ly with others.

2D. Demonstrate an
ability to prevent,
manage, and resolve
interpersonal con-
flicts in constructive
ways.

1. Recognize the different social groups in school.

2. Recognize the different cultural groups in school.

3. Compare and contrast social groups.

4. Compare and contrast cultural groups.

5. Analyse the unique contributions of individuals and groups as featured in
biographies, legends, and folklore.

6. Develop strategies for building relationships with others who are different
from oneself.

1. Describe the basic rights of all individuals regardless of their social or cul-
tural affiliations.

2. Describe examples of how the media portray various social and cultural
groups.

3. Analyse how responsible students help their classmates.

4. Demonstrate strategies for building relationships with others who are
different from oneself.

5. Design a project that shows how your class or school is enriched by differ-
ent cultures.

1. Recognize when it is appropriate to give a compliment.

2. Practice introducing everyone in your class.

3. Demonstrate how to give a compliment.

4. Demonstrate appropriate responses to receiving a compliment.

5. Use 'I-statements” to express how you feel when someone has hurt you
emotionally.

6. Demonstrate expressing appreciation to someone who has helped you.

1. Identify ways to build positive relationships with peers, family and others.
2. |dentify attributes of cooperative behaviour in a group setting.

3. Demonstrate cooperative behaviours in a group.

4. Practice reflective listening (e.g., | messages, paraphrase).

5. Demonstrate how to initiate conversation with a new student.

6. Develop a plan that supports the improvement of behaviours within a

group.

1. Describe the qualities of an effective communicator.

2. Respond positively to constructive criticism.

3. Take responsibility for one’s mistakes.

4. Interview an adult on the topic of how to develop friendships.

5. Demonstrate support for others’ contributions to a group/team effort.
6. Distinguish between positive and negative peer pressure.
7. Demonstrate strategies for resisting negative peer pressure.

1. Identify bullying behaviour and how it affects people.
2. Explain what happens when a conflict is not resolved.
3. Describe ways to stop rumours.

4. Analyse how an inability to manage one’s anger might cause a conflict to
get worse.

5. Interpret whether the actions of literary characters were accidental or
intentional.

6. Examine how one’s favourite literary character handles conflict.

1. Identify the consequences of a solution.

2. Identify assertive, passive and aggressive conflict resolution behaviours.
3. Describe conflicts you have experienced and how you dealt with them.

4. Explain how resolving a conflict with a friend could strengthen the friend-
ship.

5. Generate alternative solutions for a conflict.

6. Demonstrate constructive conflict resolution strategies in the classroom.




3A: Consider ethical,
safety, and societal
factors in making
decisions.

3B: Apply deci-
sion-making skills
to deal responsibly
with daily academic

and social situations.

1. Identify the consequences of conflict resolution behaviour.

2. Identify refusal skills for unsafe behaviours (e.g., drugs and alcohol, gang
involvement, and sexual activity).

3. Explain how resolving a conflict could improve one’s understanding of a
situation.

4. Distinguish between positive and negative peer pressure.

5. Demonstrate resisting peer pressure to do something unsafe or potentially
dangerous.

6. Use a checklist to practice the steps of refusing unwanted peer pressure.

1. Identify examples of ethical behaviour by characters in stories (e.g., fair-
ness, honesty, respect, compassion).

2. Identify physical sensations and emotions that indicate a threat or danger.
3. Describe the consequences of breaking classroom or school rules.

4. Analyse the consequences of lying.

5. Depict ways to help others (e.g., list, draw, cartoons).

6. Evaluate various approaches to responding to provocation.

7. Decide what is fair in responding to situations that arise in the classroom
(e.g., how to share a new piece of equipment).

1. Identify factors that make a situation unsafe.

2. Recognize the consequences to oneself and others of dishonest behaviour.
3. Evaluate how others influenced your decisions (e.g., family, church, team,
club membership).

4. Avoid dangerous situations (e.g., unsupervised sports, walking in areas
where you feel unsafe, biking without a helmet, hanging around with peers
who use drugs).

5. Demonstrate respect for the property of others.

6. Demonstrate internet safety.

7. Show what it means to accept responsibility for one’s actions with regard
to school work.

1. Describe how differing points of view affect your decision-making process.
2. Describe what it means to be dependable and why this is sometimes diffi-
cult (e.g., meeting deadlines, keeping commitments).

3. Explain why it is important to obey laws.

4. Analyse what it means to be responsible with regard to one’s family,
friends, school community.

5. Evaluate conflicting points of view in making a decision.

. Describe ways to promote the safety of oneself and others.

. Describe the steps of a decision-making model.

. Brainstorm alternative solutions to completing an assignment on time.
. Practice progressive relaxation.

. Demonstrate wise choices in selecting friends.

. Demonstrate group decision making.

. Plan healthy meals.
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3C. Contribute to the
well-being of one’s
school and commu-
nity.

1. Generate alternative solutions to problems.
2. Analyze the consequences of alternative solutions to selected scenarios.
3. Develop criteria for evaluating the consequences of a decision for oneself
and important others in one’s life.
4. Demonstrate the steps of a decision-making process:
e define the problem
¢ say how you feel
e identify contributing factors
e set a goal
e identify alternative solutions and the consequences of each
® select the best solution
® evaluate the results.
5. Apply a decision-making model to solve an interpersonal problem.
6. Apply a decision-making model to academic challenges.
7. Demonstrate awareness that feelings influence one’s decisions.

1. Identify challenges and obstacles to solving problems.

2. Identify healthy alternatives to risky behaviours.

3. Evaluate strategies to promote school success (e.g., identifying distractions,
managing stress, and putting first things first).

4. Practice aligning non-verbal and verbal communication in refusing unwant-
ed behaviour.

5. Apply a decision-making model to deal with unwanted behaviour.

1. Describe what you learned about your school or community from your
participation in a recent service project

2. Describe what you learned about yourself from participation in this project.
3. Analyse the impact on the need addressed of a recent service project in
which you participated.

4. Analyse what you would do differently next time.

5. Communicate the results of a school or community service project to a
parent or community group.

6. Write a letter to a newspaper editor on a community problem such as
homelessness.

1. Identify ways that community workers assist residents in protecting and
improving neighbourhoods.

2. Analyse your rights and responsibilities as a member of your school com-
munity.

3. Discuss your reasons for voting as you did in a simulated local, state, or
national election.

4. Participate in making and enforcing classroom rules.

5. Brainstorm ways you could contribute to your community (e.g., help a
neighbour, contribute to community safety, help keep your block clean).

6. Construct an argument to persuade classmates to vote or become a candi-
date for office in a simulated local, state, and national election.

1. Identify various ways that community workers assist residents in beautify-
ing and protecting neighbourhoods.

2. Gather information on a community issue or need.

3. Develop a plan with your classmates to address a community issue or
need.

4. Monitor your progress on implementing a plan to address a community
issue or need.

5. Evaluate implementation of a class plan to address a community issue.

6. Make recommendations on how you would improve a plan that addresses
a community issue.
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GOAL

1. Develop
self-awareness and
self-management
skills to achieve
school and life suc-
cess.

2. Use social-aware-
ness and inter-
personal skills to
establish and main-
tain positive rela-
tionships.

3. Demonstrate de-
cision-making skills
and responsible be-
haviours in personal,
school, and commu-
nity contexts.

LEARNING STANDARD

1.1 Identify and manage
one’s emotions and be-
haviour.

1.2 Recognize personal
qualities and external
supports

1.3 Demonstrate skills re-
lated to achieving personal
and academic goals.

2.1 Recognize the feelings
and perspectives of others.

2.2 Recognize individual
and group similarities and
differences.

2.3 Use communication
and social skills to interact
effectively with others.

2.4 Demonstrate an ability
to prevent, manage, and re-
solve interpersonal conflicts
in constructive ways.

3.1 Consider ethical, safety,
and societal factors in mak-
ing decisions.

3.2 Apply decision-making
skills to deal responsibly
with daily academic and
social situations.

3.3 Contribute to the
well-being of one’s school
and community.

BENCHMARK

® Analyse factors that create stress or motivate successful
performance.

® Apply strategies to manage stress and to motivate suc-
cessful performance.

® Analyse how personal qualities influence choices and
successes.

® Analyse how making use of school and community sup-
ports and opportunities can contribute to school and life
success.

® Set a short-term goal and make a plan for achieving it.
® Analyze why one achieved or did not achieve a goal.

¢ Predict others’ feelings and perspectives in a variety of
situations.
® Analyze how one’s behaviour may affect others.

e Explain how individual, social, and cultural differences
may increase vulnerability to bullying and identify ways to
address it.

* Analyze the effects of taking action to oppose bullying
based on individual and group differences.

® Analyze ways to establish positive relationships with
others.

® Demonstrate cooperation and teamwork to promote
group effectiveness.

¢ Evaluate strategies for preventing and resolving interper-
sonal problems.

e Define unhealthy peer pressure and evaluate strategies
for resisting it.

e Evaluate how honesty, respect, fairness, and compassion
enable one to take the needs of others into account when
making decisions.

¢ Analyze the reasons for school and societal rules.

® Analyze how decision-making skills improve study habits
and academic performance.

e Evaluate strategies for resisting pressures to engage in
unsafe or unethical activities.

® Fvaluate one’s participation in efforts to address an iden-
tified school need.

® Fvaluate one’s participation in efforts to address an iden-
tified need in one’s local community.



STAGE/
LEARNING STANDARD

LEVEL

1A. Identify and A
manage one’s emo-
tions and behaviour.

B

C
1B. Recognize per- A
sonal qualities and
external supports

B

PERFORMANCE DESCRIPTORS

1. Recognize emotions as indicators of situations in need of attention.

2. Distinguish how you really feel from how others expect you to feel.

3. Distinguish between different emotions (e.g., fear and anger, shame and
sadness).

4. Analyze emotional states that contribute to or detract from your ability to
solve problems.

5. Analyze the effect of self-talk on emotions.

6. Practice self-calming techniques (deep breathing, self-talk, progressive
relaxation, etc.) to manage stress.

7. Demonstrate an ability to process emotions to facilitate problem-solving
(e.g., overcome negativity, and develop a positive attitude).

1. Identify stress management skills that work best for you.

2. Predict how you would feel when apologizing to someone you have
wronged.

3. Demonstrate an ability to assess your level of stress based on physical and
psychological factors.

4. Monitor transitions in your emotions over time and reflect on their causes.
5. Demonstrate an ability to reduce stress by re-assessing a situation.

6. Demonstrate an ability to motivate yourself to greater performance
through changing how you think about a challenging situation.

1. Explain the consequences of different forms of communicating one’s emo-
tions.

2. Predict how you would feel in giving or receiving help or a compliment.

3. Analyze how time management might improve your decision making.

4. Practice assertive communication to manage stress.

5. Practice dealing appropriately with being wrongly accused of something.
6. Practice a stress management technique to handle anxiety related to a
school task (e.g., public speaking or taking a test).

1. Identify extra-curricular activities available to students.

2. Recognize the outside influences on development of personal characteris-
tics (e.g., body image, self-esteem, behaviour).

3. Identify school support personnel and investigate how they assist students.
4. |dentify organizations in your community that provide opportunities to
develop your interests or talents.

5. Evaluate the benefits of participating in extra-curricular activities (e.g.,
friendship, leadership, learning new skills, teamwork).

6. Evaluate how your physical characteristics have contributed to decisions
you have made (e.g., what sports to play, what activities to participate, etc.).

1. Identify what you like about yourself, including things that might be consid-
ered atypical for your gender.

2. Take an inventory of your personal strengths and describe them in your
journal.

3. Describe a situation in which you needed help and where you sough it.

4. Analyze how others in your life have helped you resist negative influences.
5. Reflect on a time when you overcame an obstacle to accomplish something
that was important to you.

6. Analyze the role of extra-curricular activities in how you feel about school.



1 C. Demonstrate
skills related to
achieving personal
and academic goals.

2A. Recognize the
feelings and perspec-
tives of others.

1. Identify possible career and volunteer opportunities based on your identi-
fied interests and strengths.

2. Identify things about yourself and situation that you cannot change and
devote your energy to something you can change.

3. Establish criteria for deciding which of two sports or other activities to
engage in.

4. Make a plan to improve your performance in a school subject or area of
family responsibility.

5. Evaluate how various experiences (e.g., summer jobs or volunteer work)
have contributed to developing an interest or skill.

6. Differentiate among relationship factors that impact personal and career
goals.

1. Identify resources to help progress towards a goal (e.g., research materi-
als).

2. Analyse how barriers and supports influenced the completion of action
steps toward achieving a goal.

3. Analyse how you might have made better use of supports and overcome
obstacles in working on a recent goal.

4. Distinguish between a short and long-term goal.

5. Apply goal-setting skills to develop academic success.

6. Set a positive social interaction goal.

1. Set a goal that you could achieve in a month or two related to an area of
interest (e.g., a sport, hobby, musical instrument, etc.).

2. Establish action steps and timeframes toward the achievement of this goal.
3. Identify people who can help you achieve your goal and ask for their help.
4. Monitor progress on achieving your goal and make adjustments in your
plan as needed.

5. Evaluate your level of goal achievement, identifying factors that contribut-
ed or detracted from it.

6. Analyse what you learned from this experience and what you would do
differently next time.

1. Identify who helped you and how in achieving a recent goal.

2. Analyse why you were or were not able to overcome obstacles in working
on a recent goal.

3. Analyse the impact of unforeseen opportunity on achieving a goal.

4. Analyse why scheduling conflicts might require you to change the time
frame for achieving a goal.

5. Analyse how using illegal substances could interfere with achievement of a
long-term goal.

6. Analyse how academic achievement can contribute to achievement of a
long-term goal.

1. Identify the feelings and perspective of others during group discussions.

2. Recall a situation where your behaviour impacted the feelings of others
either positively or negatively.

3. Describe how classmates who are the subject of rumours or bullying might
feel.

4. Distinguish between bullying and non-bullying situations.

5. Role-play the perspectives of various characters in scenarios provided.

6. Paraphrase the conflicting perspectives of parties to a conflict.



2B. Recognize in-
dividual and group
similarities and
differences.

. Analyse why both parties in a conflict feel as they do.

. Recognize actions that hurt others.

. Brainstorm different types of encouragement.

. Acknowledge the contributions of others.

. Log the feelings of TV characters and analyse why they felt as they did.
. Provide support to others who are experiencing problems.
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1. Recognize ways to share and reciprocate feelings.

2. |dentify people’s varying attitudes and feelings about current issues (e.g.,
what changes schools should make to better prepare students for the work
place).

3. Differentiate between the factual and emotional content of what a person
says.

4. Demonstrate empathy with others in a variety of situations.

5. Develop strategies to provide support to others who are experiencing
problems.

6. Demonstrate strategies to mentor others.

1.Investigate the traditions of others (e.g. memorize phrases from other lan-
guages, familiarize yourself with the music or cuisine of other cultures).

2. |dentify negative depictions of differences among people (e.g., gender or
sexual orientation stereotyping, discrimination against socio-economic or
culture minorities, prejudices based on misinformation) in readings complet-
ed for coursework.

3. Explain how a lack of understanding of social and cultural differences can
contribute to intolerance.

4. Evaluate ways of overcoming a lack of understanding of those who are
different.

5. Explain why bullying or making fun of others is harmful to oneself or others
(e.g., physical or verbal).

6. Listen respectively to opposing points of views on controversial issues.

1. Analyse the consequences of ignoring the rights of other people.

2. Evaluate how the actions of literary characters or historical figures have
demonstrated human similarities and differences.

3. Analyse why students who are different may be teased or bullied.

4. Describe strategies for preventing or stopping bullying.

5. Role-play strategies for preventing or stopping bullying.

6. Evaluate the effectiveness of strategies for preventing or stopping bullying.

1. Discuss stereotyping and its negative effects for both the victim and perpe-
trator.

2. Analyse how various social and cultural groups and portrayed in the media.
3. Analyse how exposure to cultural diversity might either enhance or chal-
lenge your health behaviours (e.g., differing driving or eating habits, more or
less psychological pressure based on differing cultural norms).

4. Evaluate efforts to promote increased understanding among groups.

5. Evaluate efforts to provide members of various groups with opportunities
to work together to achieve common goals.

6. Evaluate how protecting the rights and responsibilities of minority student
groups contributes to protecting the rights of all students.

7. Develop and maintain positive relationships with peers of different gen-
ders, races, and ethnic groups.



2C. Use communica-
tion and social skills
to interact effective-
ly with others.

2D. Demonstrate an
ability to prevent,
manage, and resolve
interpersonal con-
flicts in constructive
ways.

1. Role-play how to report bullying behaviour.

2. Participate in setting and enforcing class rules.

3. Practice strategies for maintaining positive relationships (e.g., pursuing
shared interests and activities, spending time together, giving and receiving
help, practicing forgiveness).

4. Recognize the importance of setting limits for yourself and others.

5. Demonstrate an ability both to assume leadership and be a team player in
achieving group goals.

6. Learn to maintain an objective, non-judgmental tone during disagree-
ments.

1. Identify indicators of possible problems in relationships based on varying
scenarios provided.

2. Differentiate among passive, assertive, and aggressive responses to peer
pressure.

3. Develop guidelines for effective email communication.

4. Role-play responding non-defensively to criticism or accusation.

5. Use self-reflection to determine how to stop the spread of gossip.

6. Practice effective speaking and listening at home.

1. Describe how various relationships (e.g., peers, parents, teachers, other
adults) differ.

2. Analyse differences in the degree of intimacy that is appropriate in each
kind of relationship.

3. Analyse differences in resolving conflicts in different types of relationships.
4. Analyse differences in the distribution of power in various relationships and
how this affects communication styles.

5. Apply goal-setting skills in helping a group develop action steps for achiev-
ing a group goal.

6. Develop criteria for evaluating success in completing action steps and goal
achievement.

1. Identify factors that contribute to violence (e.g., inappropriate manage-
ment of anger and the availability of instruments of violence).

2. List characteristics of friends who are a healthy or unhealthy influence.
3. Identify strategies for avoiding, sidestepping, and reducing violence.

4. Brainstorm destructive behaviours encouraged by peers (e.g., drugs, gos-
sip, sexual behaviours, self-destructive behaviour, etc.).

5. Analyse the causes of a physical or verbal fight that you observed and
prevention strategies.

6. Practice negotiation skills in pairs, taking the perspective of both parties
into account.

1. Evaluate the effectiveness of various strategies for dealing with negative
peer pressure (e.g. ignoring it changing the subject, calling attention to nega-
tive consequences, suggesting alternatives).

2. Teach conflict resolution skills to younger children

3. Role-play de-escalating a conflict to avoid a fight.

4. Use a conflict analysis checklist to analyse and resolve a conflict situation.
5. Practice peer mediation skills.

6. Explain the concept of a win-win resolution to conflict.



3A: Consider ethical,
safety, and societal
factors in making
decisions.

3B: Apply deci-
sion-making skills
to deal responsibly
with daily academic

and social situations.

1. Identify how both parties to a conflict might get their needs met.

2. Analyse scenarios to show how power struggles contribute to conflict.

3. Develop strategies for resisting negative peer pressure from different
sources (e.g., best friend, casual acquaintances).

4. Evaluate the effectiveness of enforced resolutions vs. mutually degrees
upon resolutions to conflict.

5. Apply conflict resolution skills to de-escalate, defuse, and/or resolve differ-
ences.

6. Demonstrate problem-solving techniques through participation in a simula-
tion (e.g., a diplomatic effort to resolve an international conflict, a legislative
debate).

1. Identify safe alternatives to risky behaviours (e.g., riding in a car with a
drunk driver, riding a skate board in a dangerous place, resisting smoking or
drugs).

2. Describe common socially accepted behaviour in a variety of situations
(e.g. attending a football game or concert joining a new group, going to a job
interview, participating in class, etc.).

3. Define the roles of responsibility as a victim, bystander, perpetrator, rescu-
erin a situation.

4. Assess one’s own risk for various types of injury.

5. Make journal entries on how your actions have affected others.

6. Judge the seriousness of unethical behaviours (e.g., cheating, lying, steal-
ing, plagiarism, etc.).

1. Recognize the impact of unethical or destructive behaviour on family,
friends, or loved ones.

2. Recognize the legal issues related to the use of alcohol, tobacco, and other
drugs by adolescents.

3. Analyse how media advertising influences consumer choices.

4. Consider how fairness and respect would influence planning, implement-
ing, and evaluating a service-learning project in your school or community.

5. Practice replacing beliefs about peer group norms that support irresponsi-
ble behaviour with beliefs that support responsible behaviour.

6. Analyse how a literary character or historical figure considered societal and
ethical factors in making important decisions.

1. Explain how to reduce negative outcomes in risky situations.

2. Explain how laws reflect social norms and affect our personal decision
making.

3. Analyse how personal decisions can affect your health and the health of
others.

4. Examine how the depiction of violent acts in the media and entertainment
might impact individuals and groups.

5. Show how social norms influence how we behave in different settings (e.g.,
hospitals, restaurants, sporting events).

6. Promote alcohol-free social events among peers.

1. List qualities that contribute to friendships.

2. Describe the effects of procrastination and disorganization on academic
outcomes.

3. Analyse how decision-making skills improve your study habits.

4. Analyse each step of a decision-making process used in responding to
problem scenarios.

5. Reflect in your journal on the consequences of your recent risk-taking
behaviour.

6. Use a decision log for 24 hours to identify influences on your health deci-
sions.

7. Demonstrate refusal skills.



3C. Contribute to the
well-being of one’s
school and commu-
nity.

1. Recognize the influence of peers on your academic and social success.

2. Define methods for addressing interpersonal differences in a positive
manner.

3. Reflect on your responses to everyday problem situations in a journal.

4. Practice problem-solving skills by answering letters sent to an advice col-
umnist.

5. Demonstrate how work and social relationships are enhanced through
consideration of others’ as well as your own expectations.

6. Analyse how a literary character or historical figure did or did not use com-
munication skills such as reflective listening in resolving a conflict.

1. Identify effective time management and organizational skills.

2. Identify resources that facilitate academic success and social functioning.
3. Describe the causes and effects on others of one of your behaviours.

4. Evaluate how the decisions you make about studying affect your academic
achievement.

5. Evaluate the impact of considering safety factors on relationships.

6. Evaluate how ethical conduct might improve valued relationships.

7. Demonstrate how peers can help one another avoid and cope with poten-
tially dangerous situations.

1. Identify sources of information about your community.

2. Identify responsibilities of citizenship (e.g., obeying laws, serving on juries,
being informed about issues, being involved in influencing public policy).

3. Analyse what you learned about yourself and the community from involve-
ment. In a community improvement activity.

4. Analyse the consequences of participating or not participating in the elec-
toral process.

5. Collect information about how groups are working to improve the commu-
nity.

6. Evaluate a recent project that addressed a community need or issue.

7. Make a plan with your family to participate in a community improvement
activity.

1. Defend a position on an issue or public event in a simulated congressional
debate.

2. Defend a position in writing on an important citizenship topic (e.g., the rule
of law, the value of an independent judiciary, separation of powers in govern-
ment, protecting the rights of minorities, etc.)

3. Evaluate your participation in a simulated state or federal election.

4. Describe the role of political parties and interest groups and how they
differ in their positions on issues.

5. Describe the roles of voluntary organizations in a democratic society.

6. Explain how one’s decision and behaviours affect the well-being of one’s
school and community.

1. Identify possible service projects to do within your school.

2. Identify possible service projects to do within your community.

3. Explain how one’s decisions and behaviours affect the well-being of one’s
school and community.

4, Describe how various organizations contribute to the well-being of your
community.

5. Evaluate the impact on yourself and others of your involvement in an activ-
ity to improve your school or community.

6. Evaluate how you might improve your participation in a service project in
your school or community.



= Annex Ci

Curriculum models

Project-based learning, problem-based learning and service learning

Project-based learning, problem-based learning and service learning are curriculum models that repre-
sent different ways in which a curriculum unit is organised.

These curriculum models allow the students to gain knowledge and skills by applying the material being
taught to real-world situations while working in groups.

Project-based learning, problem-based learning and service-based learning, in addition to teaching
strategies that strengthen Social and Emotional Competences, enable the teachers to help students to
further improve their SE competencies and achieve learning benchmarks.

These curriculum models can be taught the whole semester, trimester, in mini-sessions or the whole
school form and can be realized in several formats:

e A tangible product (performance, event etc.)

* Real-world problem solution (simulated or authentic)

* Investigation of a topic or an issue

Problem-based learning
This is a curriculum model in which students actively learn, investigate and try to find solutions to a
complex real-world problem. It allows the students to engage in self-directed studying.

Problem-based learning can be split into stages’®:
e Students receive a real-world problem or an issue that is related to the curriculum. Students brain-
storm relying only on their current knowledge without curriculum input.
e Students select relevant literature and plan further self-study activities.
e Students engage in self-study activities.
® During group meeting students then again discuss the issue at hand and critically share their find-
ings during self-study and apply curriculum input.

Project-based learning

This is a curriculum model in which students learn by working on hands-on projects that require using
knowledge, skill and learning

The students are provided with a task and asked to address it by creating something to show their
learning. In order to complete the project, the students first need to do some research on the topic. Af-
terwards, the students are asked to identify the most effective means to address the task. The final step of
project-based learning is carrying out a specific plan. For example, in a Geography project, when the task
focuses on countries and continents, the project could result in the creation of a travel brochure.

Service-based learning
This is a curriculum model that links the application of skills and knowledge with the actual service proj-
ect that makes specific impact on the school and the community.
Service-based learning allows the students to analyse and research real-life problems (e.g., a school
need) that are connected to the curriculum and extend student learning beyond the classroom.
Service-based learning can be divided into five steps’:
e Research —identification of school and/or community needs.
® Preparation and planning — selecting the need that students want to respond to . Research on the
selected need.
¢ Action — implementation of the service-based learning project.
e Reflection.
® Demonstration and celebration.

78 Loyens, Kirschner, Paas (2010)
79 Lions Clubs International foundation (LCIF), LIONS QUEST programs, 2015.
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