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(10)Foreword 


Paul Downes


Educational Disadvantage Centre,  
 Institute of Education, Dublin City University, Ireland


The task of developing approaches to social and emotional education in schools 
 and wider contexts, to include also intercultural/transcultural learning, is one that 
 is gaining increasing attention in a European context. This is in no small part due 
 to the new EU key competence for lifelong learning, proposed by the European 
 Commission and adopted by the EU Council in 2018, the Personal, Social and 
 Learning to Learn key competence. Social and emotional education must not be 
 reduced  to  being  an  appendage  to  citizenship  education  or  religious  education 
 (Cefai, Bartolo, Cavioni, & Downes, 2018). It is to be hoped that this new Per-
 sonal, Social and Learning to Learn key competence will give further momentum 
 to the development of this area that is still somewhat nascent in a European con-
 text. HAND in HAND is one such project leading the way in developing ground-
 up, contextually tailored resources for social and emotional education, for at least 
 some European contexts. 


While much of the international research in this area has been developed in US 
contexts, there are compelling reasons for expanding beyond these frames of ref-
erence in this area. This book locates itself as part of this expansion process. These 
compelling reasons for a wider cultural trajectory for social and emotional educa-
tion interventions and research than US-dominated ones, require recognition that 
children and young people’s voices need to be central to such resources and re-
search, including marginalised and minority groups. Against the backdrop that the 
US is the sole country now internationally not to have ratified the UN Convention 
on the Rights of the Child, where Art. 12 emphasises the right of children to be 
consulted on matters affecting their welfare, the question arises not only as to how 
this is affecting social and emotional education in the US but also as to how social 
and emotional education approaches that embrace this central pulse of lived ex-
perience and voices of students can be further developed.  



(11)Another  distinctive  focus  in  a  European  context  is  the  placing  of  early  school 
 leaving  prevention  as  a  central priority,  as  one  of  only  two headline targets in 
 education for the EU2020 strategy. This has led to an increased scrutiny of teach-
 ers’  competences  and  supporting their professional  development  regarding,  for 
 example, their own conflict resolution skills and diversity awareness. This is part 
 of a wider emotional-relational turn for early school leaving research internation-
 ally in the past decade (Downes, 2018) and offers a social inclusion rationale for 
 the importance of social and emotional education. The HAND in HAND project 
 focus on the relational competencies of teachers, as part of a social and emotional 
 education approach and its contribution to school climate as a whole school ap-
 proach, is thus to be greatly welcomed. As is aptly stated in the opening chapter, 


‘relational competence is not (only) about communication techniques, but is about 
 the dialogue which is based on the sincere wish and competence of the adults to 
 react openly and with sensitivity’. 


The health promotion literature tends to draw a distinction between top-down pre-
 packaged programmes and bottom-up contextually tailored approaches, inviting 
 a concern with an overemphasis on programmes that literally seek to programme 
 children and young people into specific desired behaviours, attitudes and even 
 feelings. Social and emotional education must resist such personality packaging 
 and the risks of cultural conformity that come with it. Again, HAND in HAND is 
 to be commended for seeking to resist a simply prepackaged programme approach 
 that is a feature of much of the current literature. A focus on systems and ecolog-
 ical validity would invite more discussion of how to go beyond one size fits all 
 programmes in this area. 


Additional tasks in developing not only a distinctively European social and emo-
tional education approach but ultimately a contextually sensitive, yet sufficiently 
universal approach internationally for social and emotional education will require 
further steps beyond the scope of the HAND in HAND project, such as conceptual 
integration of existential meaning approaches into social and emotional educa-
tion, as well as psychoanalytic and Jungian approaches that engage with uncon-
scious emotion. Doing so will resist the one-sidedness of approaches that tend to 
promote extraversion over introversion, such as the OECD’s (2015) social and 
emotional skills approach, as this ignores the key Jungian insights on the strengths 
of introversion that Jung (1921) explicitly sought to develop in his framework. A 
further key task is to develop formative assessment approaches rather than ones 



(12)of summative assessment that overreach the boundaries of State control and com-
 mentary on the development of the individual.  


A major challenge with these tasks is to build a wider international research com-
 munity and set of policies that is not Eurocentric and is culturally responsive. This 
 is no easy matter. A common pathway here must be engagement with the lived 
 experiences of different students in different cultures, for a holistic, differentiated, 
 systemic approach to social and emotional education, embracing intercultural and 
 transcultural learning. Rooted in the phenomenology of diverse students and cul-
 tural contexts, this can help ensure that the lived pulse of relevance, sensitivity 
 and openness rather than prescription becomes the animating feature of social and 
 emotional education in the future. However, the question of a common language 
 or structure of experience for such a cross-culturally meaningful approach is a 
 complex one (Downes, 2019). The recognition in HAND in HAND of the rele-
 vance of breath and breathing is part of a key step towards a wider international 
 approach for this area, that is resonant for example, with many Eastern traditions 
 of meditation. 


Another task for the future as part of a differentiated vision is how to interrelate 
 issues of trauma and complexity with social and emotional education approaches. 


A universal level is not enough for many students who have experienced adversity 
 and trauma. The need for multidisciplinary teams in and around schools as sup-
 ports for these students must not be overlooked through a simply universal cur-
 ricular focus on social and emotional education. 


Overall this HAND in HAND project and book offers vital elements of a future 
framework for social and emotional education. The authors are to be commended 
for their lucidity, sensitivity and ambition in scope, as well as frankness about 
how there is so much more needing to be developed in this whole area. 
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(14)Introduction 


Ana Kozina, editor


Educational Research Institute, Slovenia 


When did it all start or why the focus on social, emotional and intercultural/


transcultural competencies?  


As a researcher in the field of educational psychology, I first became intrigued by 
 aggression and then by anxiety (as a possible source of aggression), and after in-
 vestigating the common core of them both, in my PhD and later on in Post-doc, I 
 came to the issues of prevention and intervention (mostly in the school setting). 


What led me to prevention and intervention were the questions that frequently 
 emerged while presenting empirical findings on the many short- and long-term 
 negative outcomes of aggression or anxiety in the school setting (especially those 
 related to the rise in anxiety in the last few decades or difficulties finding success-
 ful prevention and intervention for aggression). These questions were accompa-
 nied by the feelings of helplessness often shared in different groups of teachers, 
 educators,  policymakers,  parents…  Similar  thoughts  and  feelings  arose  while 
 looking at news reporting on the negativity, discrimination and hostilities pre-
 sented through the media and directed at refugees and migrants. The most press-
 ing questions were: What can we do? How can we support children and adoles-
 cents in their everyday life in schools and promote their overall positive develop-
 ment (not only cognitive)? 


While looking for an answer in evidence-based research: social and emotional 
 learning came like a knight in shiny armour. It then seemed (and still does) like a 
 much-needed solution, also in response to the call by the European Commission 
 to support Policy Experimentation projects (Erasmus+ call: EACEA/34/2015; 


Priority theme: Promoting fundamental values through education and training 
addressing diversity in the learning environment) that would help promote inclu-
sive schools and societies where intercultural/transcultural competencies play a 
vital and significant part. This European Commission call gave me, and the re-
searchers, as well as practitioners and policy initiators who shared these very con-
cerns an opportunity to investigate further. And so, the HAND in HAND project 
started. 



(15)HAND in HAND: Social and Emotional Skills for Tolerant and Non-discrimina-
 tive Societies (A Whole School Approach) is a European policy experimentation 
 project that involves eight institutions that have each brought their own insights 
 and experiences (from extensive experiences in teacher professional development 
 through to policy-level involvement) across five countries [Educational Research 
 Institute – project leader (ERI) and the Ministry of Education, Science and Sport 
 (MESS), Slovenia; the Institute for Social Research Zagreb (ISRZ), Croatia; Mid 
 Sweden University (MIUN), Sweden; the Technical University of Munich (TUM) 
 and the Leibniz Institute for Research and Information in Education (DIPF), Ger-
 many; VIA University College, Denmark; and the Network of Education Policy 
 Centres (NEPC), network]. The positive change we envisage seeing in our class-
 rooms, schools and societies could, in our opinion, be triggered by fostering the 
 social, emotional and intercultural/transcultural (SEI) competencies of students 
 and school staff using a whole-school approach. 


What is the monograph all about? 


The three-year learning process started with a list of fundamental questions: What 
 are SEI competencies? How do we promote them in schools? What outcomes do 
 we expect on the individual, classroom and school level? How do we measure 
 them and how do we evaluate the expected effects? How to assure high-quality 
 implementation and transferability across contexts? How are these competencies 
 established on a system level and which areas are deficient? The monograph in 
 front of you addresses these questions, one by one, providing a holistic overview 
 of SEI competencies that moves beyond the borders of our specific project. 


More specifically, in the monograph, Kozina, Vidmar and Veldin, first tackle the 
question of definitions with an innovative cross-section of social and emotional 
competencies on one hand and intercultural/transcultural competencies on the 
other. The importance of relationships (as building stones for an inclusive class-
room) and in reaching a whole-school approach are in focus. The opening chapter 
is followed by one by Štremfel who presents an in-depth analysis of the contexts 
in which the HAND in HAND is embedded (Slovenia, Croatia, Sweden) and the 
placement of SEI competencies in these contexts. The national context is further 
expanded to policy development at the EU level in the field of SEI learning in 
order to identify missing spots that can inform policy-level changes. We believe 
that “the motors of positive change” are the adaptable and contextualised HAND 



(16)in HAND interventions, namely, two interconnected programmes for students and 
 school staff (teachers, principals and school counsellors), which are aligned with 
 the HAND in HAND aims and, at the same time, sensitive to the needs of every 
 individual invited to participate in the project and programmes. The programmes’ 


development is described by Jugović, Puzić and Mornar (the programme for stu-
 dents) and by Jensen and Gøtzsche (the programme for school staff). Both pro-
 grammes aim to strengthen the contact with oneself and others by enhancing em-
 pathy and compassion for oneself and others. The development process is sup-
 ported in both chapters by a theoretical overview, example activities, and the core 
 components. In order to provide informed guidelines for policy and practice with 
 respect to the placement of SEI competencies in these two fields, we wished to 
 not only promote such competencies in schools, but also strived to evaluate it 
 using a multimethod approach (on EU and national levels). Therefore, great effort 
 was made in developing the SEI assessment (both qualitative and quantitative), 
 which we regard as a necessary prerequisite for any valid and reliable evaluation. 


The process of selecting and developing the assessment is described in a contri-
bution by Roczen, Endale, Vieluf and Rožman, which is followed by two evalua-
tion chapters that cover both summative and formative evaluation.  Rožman, 
Roczen and Vieluf consider the summative (quantitative) outcomes of the evalu-
ation, which are based on self-report data and reported mixed, short-term and con-
text-dependent findings. Vieluf, Denk, Rožman and Roczen look at summative 
(qualitative) and formative evaluation and conclude by pointing to short-term pos-
itive effects (especially for the HAND in HAND programme for school staff) and 
the lack of long-term effects. Nielsen raises an important issue concerning how 
the programmes are implemented in practice. She discusses the subtle line be-
tween adaptation and fidelity, provocatively asking: “whether the whole idea, of 
universal school development programmes that are adaptable for all contexts, is 
simply  an  illusion”. Implementation issues are also considered by Rasmusson, 
Oskarsson, Eliasson and Dahlström who describe the processes linked to provid-
ing quality assurance for the whole project and its main outcomes. In the conclu-
sions,  Štremfel,  Vršnik  Perše  and  Mlekuž  provide  recommendations  based  on 
both the evaluation findings and the contextual data on how to help develop the 
SEI competencies of students and school staff on the system level in the EU, 
across the HAND in HAND countries, and beyond.  



(17)What have we learned and where do we go from here?  


Complexity, multiplicity, optimism, connectedness, learning, process, never-end-
 ing, open questions, sensitivity, together... are just some of the words that come 
 to mind while reflecting on the last few years of diving deep into what SEI com-
 petencies can offer society. It was an incredible journey, personally and research-
 wise, principally because we ourselves had completed the HAND in HAND pro-
 grammes, their various activities and processes that we subsequently offered the 
 students, teachers, principals and school counsellors. While giving us a very per-
 sonal experience of our own individual SEI development as well as the impact the 
 SEI development had on our own group, it supported the development of a climate 
 of trust and closeness. At this point, I see it as a stepping-stone in the direction 
 that myself and us all – the HAND in HAND research group – are pursuing in 
 promoting SEI development in schools and, more ambitiously, in transforming 
 schools as a system in the process. This is the first step of many. 


The take-home message of the HAND in HAND project is best captured by one 
 teacher who after participating in the HAND in HAND programme stated:  


» Personally, I noticed that I had started to open up and 
connect with others.'' 



(18)Chapter 1: 


Social, emotional and intercultural/transcultural learning in a  
 European perspective:  


Core concepts of the HAND in HAND project 


Ana Kozina, Maša Vidmar, Manja Veldin
 Educational Research Institute, Slovenia


Abstract 


This chapter briefly overviews the HAND in HAND project and its aims, along 
 with definitions of the core concepts that take a distinct European perspective into 
 account and were included while developing the programme for students and 
 school staff. The programme’s, as well as project’s aim, was to increase social, 
 emotional and intercultural/transcultural (SEI) competencies to foster a more in-
 clusive learning environment and over a long time also in society. Building on 
 previous theories, the final core concepts and definitions were agreed following 
 extensive discussions, based on the expertise of the project team and a review of 
 the literature. Core concepts of the HAND in HAND are thus self-awareness, self-
 management, social awareness, relationship skills, responsible decision-making 
 and, for school staff, also relational competence. The importance of these compe-
 tencies for ensuring an inclusive classroom climate and a whole-school approach 
 is emphasised.  


Keywords: core concepts, whole-school approach, inclusive classroom climate 



(19)1. The HAND in HAND project 


The HAND in HAND project targeted the need detected in Europe and interna-
 tionally to develop inclusive societies (schools and classrooms) that allow every 
 student to feel accepted and be able to achieve their potential, particularly in re-
 sponse to increasing migration flows. HAND in HAND seeks to achieve this by 
 fostering the social, emotional and intercultural (SEI) competencies of students 
 and school staff – the whole-school approach. The whole school approach en-
 gages the entire school community (in our case, the students of a single class, their 
 teachers, school counsellors, and the principal) as part of a cohesive, collective 
 and collaborative effort.  


Despite SEI competencies having documented positive impacts on individual- 
 and school-level outcomes (e.g. Durlak, Weissberg, Dymnicki, Taylor, & Schel-
 linger, 2011; Jennings & Greenberg, 2009; OECD, 2015; Taylor, Oberle Durlak, 


& Weissberg, 2017), substantial variations across countries and local jurisdictions 
are seen in the availability of policies and programmes aimed at boosting these 
competencies (OECD, 2015). At the same time, the SEI competencies of school 
staff also cannot be taken for granted and thus must be promoted at the systemic 
level (Downes & Cefai, 2016; Jones, Bouffard & Weissbourd, 2013; Schonert-
Reichl, Hanson-Peterson, & Hymel, 2015) to create an inclusive environment and 
develop the competencies of students and school staff. The project aims to pilot a 
programme (not as a package but more as a flexible and contextualised interven-
tion), to help develop these competencies and propose a system-level solution for 
upscaling at the national and European levels. Accordingly, the consortium has 
developed an open-access systemic policy tool: EU-based, universal SEI learning 
programmes (HAND in HAND programmes: a HAND in HAND programme for 
students and a separate HAND in HAND programme for school staff). In order to 
test whether the HAND in HAND programmes positively affect the SEI compe-
tencies of students and school staff (and an inclusive classroom climate), we as-
sessed the effectiveness of these programmes in a field trial experiment in three 
EU countries: Slovenia, Croatia and Sweden. We used the same randomised con-
trol group experimental design in the three countries. The assessment (more in 
Roczen et al., this publication) was conducted at three points in time: pre- and 
post-programme implementation, and 6 months after the programme had been 
completed. As shown in Figure 1, following a prior measurement (HAND in 
HAND assessment) of the SEI competencies (of students and their school staff) 



(20)and classroom climate, a group of students and the school staff (the principal, 
 counsellors, teachers, etc.) completed the HAND in HAND programmes in dif-
 ferent conditions: (A) the control condition (without completing the HAND in 
 HAND programmes); (B) completing only the programme for students (more in 
 Jugović et al., this publication); (C) completing only the programme for school 
 staff (more in Jensen and Gøtzsche, this publication); and (D) completing the pro-
 grammes as part of a whole-school approach (namely, the programme for school 
 staff and the programme for students). Twelve schools per country, with higher 
 proportions of at-risk students (e.g. migrants, refugees, students with low social-
 economic status etc.), participated with their 8th - grade students (13 to 14 years 
 old), some of their teachers and other school staff. The schools were randomly 
 assigned in advance to one of the four conditions (three schools per condition per 
 country). 


Figure 1:Project design of the HAND in HAND
 valid and reliable SEI 


measures for students and 
 school staff


HAND in HAND guidelines for policy and practice
 test the HAND in HAND programme’s ef-


fectiveness using a randomised experi-
 mental design across partner countries


HAND in HAND´s SEI 
 programmes for students 


and for school staff


 Post-measurement 
 (+6 months follow up) 


Pre-measurement
 Development of 
 Core Concepts


C D
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(21)2. Scientific background of the HAND in HAND project 


In the text that follows, we briefly present the scientific background and underly-
 ing conceptualisation and assumptions behind the HAND in HAND programmes. 


Regarding the social and emotional competencies, the work of the USA-based 
 Collaborative for Academic, Social and Emotional Learning (CASEL, 2013) 
 served as a foundation although bringing a more humanistic (relational) perspec-
 tive, and for the intercultural/transcultural competencies the work of several au-
 thors acted as a scientific background (Bennett, 1986, 1993, 2004, 2014; Blell & 


Doff, 2014; Byram, 1997; Deardoff, 2006). This review of the literature reveals 
 that no individual overall or leading theory can explain social and emotional learn-
 ing (as well as intercultural/transcultural) but that one theory might be useful for 
 different aspects of one particular programme, and that multiple theories might be 
 valuable as the basis for the same programme. Building on previous theories, the 
 final core concepts and definitions have been agreed following extensive discus-
 sions based on the expertise held by the project team and a literature review is 
 performed. Academics and professionals from various backgrounds and five Eu-
 ropean countries participated in the discussions, adding validity to the conclusions 
 and conceptualisations and giving it a distinct European perspective, even if that 
 was sometimes difficult to agree on. We are aware the review and definitions 
 provided below are not all-encompassing but believe they are optimal for the con-
 text of the project. It is also important to note scientific publications in this field 
 have seen a spur in the recent couple of years with publications based on the 
 HAND in HAND project complementing the state-of-art work, reviews and initi-
 atives. For example, NESET report (Cefai, Bartolo, Cavioni, & Downes, 2018) 
 advocates for a social and emotional education as a core curricular area in the EU, 
 while HAND in HAND also emphasize intercultural competence, mindfulness 
 (e.g. focus on body and breathing) and relational context. Taken together this 
 work is part of a distinct European approach in the field.  


2.1  The importance of relationships for human development and learning 
 The SEI learning programmes intended for students and school staff developed in 
 the HAND in HAND project build on the importance of relationships for human 
 development and learning, as described in many theories and studies (e.g. 


Bowlby’s attachment theory, 1969; Vygotsky’s zone of proximal development, 



(22)1978). This created the foundation for understanding teacher-student relationships 
 and the expectations that teacher-student relationships have a great impact on the 
 students. From a developmental perspective, people are social beings from birth 
 and must be in contact with others from the very beginning. As Juul and Jensen 
 (2002) note, we are living in line with an existential coherence between our need 
 to cooperate with others and to take care of our own needs and personal integrity, 
 including the fact our integrity is developing in interaction with others (Juul & 


Jensen, 2002; Schibbye, 2002). Therefore, taking the perspective of self and oth-
 ers, communicating clearly, listening actively and alternating between the two 
 perspectives are crucial (Juul & Jensen, 2002). From an educational perspective, 
 Shriver and Buffett (2015) say the true core of education is the relationship exist-
 ing between the student and the teacher, while learning is a relationship and that 
 the success of education depends on the quality of this relationship. The quality 
 of relationships students form with their classmates (Buhs, Ladd, & Herald 2006) 
 and teachers has often been linked to their academic, social and emotional out-
 comes (Blankemeyer, Flannery, & Vazsonyi, 2002; Crosnoe, Johnson, & Elder, 
 2004; Hattie, 2012) and the shared view of the quality of those relations – the 
 classroom climate – are important aspects in the project. More specifically, we 
 aim to turn this shared perception (teacher-student relations and student-student 
 relations) in a more positive direction for all students. 


High-quality student-teacher relationships, as well as student-student relations, 
 are typically characterised by high levels of warmth, sensitivity, safety, trust and 
 emotional connection (Pianta, 1999; Wentzel, 2009). Given the demonstrated im-
 portance of relationships in the HAND in HAND project, we propose that rela-
 tionships inside the classroom and an inclusive classroom climate (an increase in 
 the positive shared view held by all students in the classroom) can be supported 
 by SEI learning, that is increasing the SEI competencies possessed by students 
 and their school staff – as part of a whole-school approach.  


2.2  Positive outcomes of SEI competencies 


Based on the mentioned findings, it is reasonable to assume that SEI competencies 
are the building stones for inclusive and supporting classrooms and school cli-
mates (Bennet, 2004; see also Downes, Nairz-Wirth, & Rusinaitė, 2017 for struc-
tural indicators for inclusive systems). The classroom climate is the result of 



(23)teacher and student behaviours in their day-to-day interactions. Thus, when they 
 are both changed after completing teacher and student programmes the classroom 
 climate is also likely to improve. There is considerable evidence showing how 
 building up SEI competencies not only promotes a positive classroom climate, 
 but also other positive outcomes seen on a student and school staff level.  


For instance, better SEI competencies on the student level lead to improved edu-
 cational outcomes, superior mental health, increased prosocial behaviour, less an-
 tisocial behaviour, a positive self-image (Bierman, Nix, Greenberg, Blair, & 


Domitrovich, 2008; Ross & Tolan, 2017; Sklad et al., 2012; Zins, Weissberg, 
 Wang, & Walberg, 2004). On the classroom level, students with better social and 
 emotional competencies are more active in the classroom, express their opinions 
 and points of view more clearly, and less likely to leave school early (Cefai et al., 
 2018; Ragozzino, Resnik, O'Brien, & Weissberg, 2003). On the intercultural and 
 relationship level, they integrate, evaluate and accept other people's opinions, and 
 have better relationships with their peers and school staff (Cook et al., 2008; 


Ragozzino et al., 2003; Elliot, Frey, & Davies, 2015, Mallecki & Elliot, 2002). 


These positive cognitive, social and emotional outcomes have been observed in 
 studies that follow up on interventions made 6 months to 3 years beforehand and 
 across various cultural and socio-economic contexts and school years, from early 
 years through to high school (Cefai et al., 2018). 


Further, the social and emotional competencies held by school staff are recognised 
 as being vital not simply for the development of students' social and emotional 
 competencies (Schonert-Reichl, Oberle et al., 2015), students' behavioural and 
 academic outcomes (e.g. Hamre & Pianta, 2001; Valiente, Lemery-Chalfant, 
 Swanson, & Reiser, 2008), student-teacher relationships (Becker, Gallagher, & 


Whitaker, 2017) and students' learning and development in general (Jennings & 


Greenberg, 2009), but also for school staff's own well-being (Castillo-Gualda, 
 Herrero, Rodríguez-Carvajal, Brackett, & Fernández-Berrocal, 2019; Collie, 
 2017). 


Evidence also exists with respect to intercultural/transcultural competencies. 


Teachers’ beliefs are the focus of many educational studies (e.g. Gay, 2010) in 
which different surveys show that teachers’ beliefs influence teachers’ behaviour, 
treatment and expectations of students based on ethnicity or race, social class and 
gender differences (Baron, Tom, & Cooper, 1985; Brophy & Evertson, 1981). 



(24)These findings are especially important today because diversity and multicultur-
 alism form part of our socio-cultural and educational environment. 


2.3  Social, emotional and intercultural/transcultural competencies 
 SEI competencies are usually treated separately within various research traditions, 
 although they considerably overlap (Nielsen et al., 2019). As noted, the HAND in 
 HAND project started by building on the CASEL (2013) definitions of social and 
 emotional competencies that were used in discussions on how these definitions 
 are aligned with the HAND in HAND aims and how the European context (expe-
 riences associated with European research and practices) is considered. Effort has 
 also been made to find where individual SEI competencies may overlap. Even 
 though the social and emotional components are often included in the core of in-
 tercultural/transcultural competencies (e.g. Stier, 2003), there is only a small over-
 lap in research. In HAND in HAND, we place a strong focus on the constructs 
 important for both areas (e.g. openness, respect, relations) while also focusing on 
 parts that are more specific to each (e.g. self-awareness in the social and emotional 
 part and moving beyond the self–other binary in the intercultural part). 


2.3.1 Social and emotional competencies 


CASEL (2013) outlines five interrelated dimensions (clusters of competencies) of 
 social, emotional competencies held by students that have also been applied to 
 school staff (Schonert-Reichl, Hanson-Peterson et al., 2015): self-awareness; self-
 management; social awareness; relationship skills; and responsible decision-mak-
 ing. In addition to CASEL’s dimensions and intercultural/transcultural competen-
 cies, another dimension was included for school staff. Given the strong relational 
 orientation of the core HAND in HAND concepts and the programme, it was 
 needed to include an additional SEI dimension for school staff – relational com-
 petence. This competence overlaps with several SEI dimensions and is much 
 broader than CASEL’s relationship skills; it also brings a humanistic orientation 
 concentrating on the importance of the student-teacher relationship and what hap-
 pens within that relationship (see below) and was thus conceptualised as a sepa-
 rate entity.  


Following CASEL (2013), self-awareness is the ability to recognise one’s emo-
tions and thoughts and their influence on behaviour. This includes accurately 



(25)assessing one’s strengths and limitations and possessing a well-grounded sense of 
 confidence and optimism. In the updated framework (Weissberg, Durlak, 
 Domitrovich  &  Gullotta,  2015),  the  ability  to  understand  one’s  own  personal 
 goals and values, and having a positive mind-set is added. In HAND in HAND, 
 we have reflected on self-awareness as the ability to recognise one’s emotions, 
 bodily sensations and thoughts and their influence on how we respond. This in-
 cludes having a sober, accepting/recognising way of looking at oneself; and the 
 will and continuing wish to work on establishing all of it. Self-awareness is re-
 flected in being present in your body, thoughts and feelings in a non-judgmental 
 manner, e.g. being mindful. In developing the HAND in HAND programme’s 
 activities, mindfulness-based techniques were used as a tool. It is understood that 
 self-awareness is the starting point for all the other SEI competencies that can be 
 achieved with the help of our innate competencies: body, breath, heart, creativity, 
 consciousness (Bertelsen, 2010, in Jensen, 2017). Self-awareness is most com-
 monly practised with either focused attention (e.g. on one’s breathing, body sen-
 sations) or open monitoring (e.g. observing natural processes) (Galla, Kaiser-
 Greenland, & Black, 2016). In HAND in HAND’s conceptualisations, we also see 
 it as not so much a goal and an outcome as an ongoing process that continues to 
 happen (not something that is achieved or completed and is then ‘available for 
 further use’).  


Self-management is the ability to regulate one’s emotions, thoughts and behav-
 iours effectively in different situations. This includes managing stress, controlling 
 impulses, motivating oneself, and setting and working toward achieving personal 
 and academic goals (CASEL, 2013). The updated CASEL framework (Weissberg 
 et al., 2015) includes the ability to delay gratification and perseverance through 
 challenges. In HAND in HAND, we understand self-management as the ability to 
 regulate one’s emotions, bodily sensations, and thoughts and their influence on 
 how we react. As stated, one must first be self-aware and aware of the connection 
 between how we are and how we feel, with how we react, before these very do-
 mains can be regulated (Galla, Hale, Shresha, Loo & Smalley, 2012; Greco, Baer, 


& Smith, 2011). And once again, we can rely on our innate competencies (Jensen, 
2017) as an anchor (e.g. breath, body). Research shows that using one’s breath as 
an anchor has, for instance, two effects on the regulation of emotions. On one 
hand, concentrating on one’s breath helps activate the parasympathetic nervous 
system, thereby leading to lower stress. On the other hand, it helps lower 



(26)rumination by stopping cycles of rumination as a way of protecting against mal-
 adaptive emotion regulation (Galla et al., 2017; Teasdale, Segal, & Williams, 
 1995). Being able to notice one's emotions, without reacting, allows for improve-
 ments in regulating emotion (Bishop et al. 2004; Coffey, Hartman, & Fredrickson, 
 2010). Choices can be made about the best way to act, rather than impulsively 
 reacting on the moment, and strategies used to restrain overwhelming emotions.  


Social awareness is the ability to adopt the perspective of and empathise with 
 others from diverse backgrounds and cultures, to understand social and ethical 
 norms of behaviour, and to recognise family, school and community resources 
 and supports (CASEL, 2013). The updated framework (Weissberg et al., 2015) 
 also includes compassion.  In  HAND  in  HAND’s  conceptualisations,  social 
 awareness is the ability to take on the perspective of and to have empathy and 
 compassion for others from diverse backgrounds and cultures, to understand, ac-
 cept and recognise social and ethical norms of behaviour, to be aware of cultural 
 synergies overcoming the self/other binary and making space for different points 
 of view, also recognising the influence and importance of family, school and com-
 munity. In the part “recognising the influence and importance of family, school 
 and community”, we wish to stress that this influence is not always supportive, 
 although we still need to recognise the contextual factors. As such, it also holds 
 strong intercultural/transcultural momentum by incorporating the perspective of 
 others, not only to understand but also to accept and recognise it, along with the 
 importance of making space for the differences between perspectives. Here again, 
 one first needs to be aware of self and regulate one’s impulses and emotions con-
 structively to be able to also adopt the perspective and position of others (while 
 simultaneously not losing one’s own). Such an accepting, non-judgemental atti-
 tude, as practised in self-awareness using mindfulness techniques, is at the same 
 time expected to be transferred across to social interactions.  


Relationships skills are the ability to establish and maintain healthy and reward-
ing relationships with various individuals and groups. This includes communi-
cating clearly, listening actively, cooperating, resisting inappropriate social pres-
sure, negotiating conflict constructively, and seeking and offering help when 
needed (CASEL, 2013). The updated framework (Weissberg et al., 2015) also 
includes acting according to social norms. In HAND in HAND’s conceptualisa-
tions, relationship skills are the ability to establish and maintain constructive re-
lationships and the will to persist, even when it seems impossible to maintain 



(27)them. It is important to stress the will to persist because these skills are especially 
 challenged and needed in difficult times. This includes the ability to accept per-
 sonal and social responsibility and go into the relationship with personal presence, 
 aware that in a constructive relationship, individual needs to establish synergy 
 between taking care of their integrity and taking care of the group (Juul & Jensen, 
 2010). In this sense, the relationship skills are understood broader, more as rela-
 tionship competencies. Nevertheless, we are keeping the naming of relationship 
 skills aligned with CASEL (2013). 


Responsible decision-making is the ability to make constructive and respectful 
 choices about personal behaviour and social interactions based on a consideration 
 of ethical standards, safety concerns, social norms, a realistic evaluation of the 
 consequences of various actions, and the well-being of self and others (CASEL, 
 2013). In HAND in HAND, we add to that the importance of knowledge of social 
 groups and their products and practices beyond self/other, and knowledge about 
 asymmetrical and global cultural processes (e.g. unequal positions). Once again, 
 we can see the intercultural/transcultural aspect being added. Studies show that 
 during adolescence there is an increase in risky decision-making with peers hav-
 ing a great impact on decision-making (e.g. Gardner & Steinberg, 2005), shows 
 the need to develop this dimension of social/emotional competencies. 


2.3.2 Intercultural/transcultural competencies  


As we have seen, intercultural/transcultural competencies and social, emotional 
 competencies are related although thus far there has not been a specific intercul-
 tural/transcultural focus in social and emotional learning research (for a review, 
 see Nielsen et al., 2019). Social, emotional competencies play a central role in 
 various models of intercultural/transcultural competencies (e.g. Deardoff, 2006). 


Based on the literature review, we included models that are well-elaborated, in-
 ternationally recognised, general, i.e. not limited to only one field, offer clearly 
 defined concepts and/or outcomes, take a developmental perspective and have 
 empirical  support.  Thus,  HAND  in  HAND’s  conceptualisation  of  intercul-
 tural/transcultural competencies brings together the PISA model of global com-
 petence (OECD, 2018), Deardorff's model (Deardoff, 2006), Byram's model of 
 intercultural communicative competence (Byram, 1997) as well as Bennett's de-
 velopmental model of intercultural sensitivity (Bennett, 1986, 1993, 2004, 2014). 


In a broader sense, intercultural/transcultural competencies are defined as the 



(28)ability to communicate effectively and appropriately in intercultural situations, 
 based on one's: intercultural knowledge (e.g. self-awareness, understanding and 
 knowledge of intersectional differences); competencies (e.g. seeing from others' 
 perspectives; listening, observing and interpreting; analysing, evaluating and re-
 lating; ability to interpret a document or event arising from various cultures; abil-
 ity to acquire new knowledge concerning a culture and culture practices), and 
 attitudes (respect – valuing other cultures, cultural diversity; openness – to inter-
 cultural learning and people from other cultures; withholding judgement; curios-
 ity and discovery – tolerating ambiguity and uncertainty). In addition, we took 
 into account Blell & Doff ‘s Model of Inter- and Transcultural Communicative 
 Competence (I/TCC) (Blell & Doff, 2014). This model is built on traditional mod-
 els of intercultural communication competence (Byram, 1997). In this model, in-
 tercultural and transcultural competencies also include moving beyond a self-
 other binary to an understanding of culture and cultural identity as being hybrid, 
 dynamic and multifaceted. 


2.4  Relational competence  


Alongside SEI competencies in the HAND in HAND programme for school staff, 
 relational competence was used as a core feature. Relational competence is pro-
 moted by the development of SEI competencies and at the same time is specific 
 to professionals (e.g. teachers, counsellors, principals). It is defined as a profes-
 sional’s ability to ‘see’ the individual child on its own terms and attune their be-
 haviour accordingly, without giving up leadership, as well as the ability to be au-
 thentic in the contact with the child. It is also crucial that professionals have the 
 ability and will to take full responsibility for the quality of the relationship (Juul 


& Jensen, 2017). The relational competence held by teachers is regarded as the 
foundation for creating an inclusive environment in the classroom that enables the 
SEI competencies of both students and teachers to be developed (Jensen, Skib-
sted, & Christensen, 2015; Juul & Jensen, 2017). It is important to note that rela-
tional competence is not (only) about communication techniques, but about dia-
logue based on the sincere desire and competence of the adults to react openly 
and with sensitivity; it is “an ability to meet students with openness and respect, 
to show empathy and be able to take responsibility for one’s own part of the rela-
tion”  (Jensen  et  al.,  2015).  Since  this  is  a  relatively  recent  concept  in  the 



(29)educational context, only a few studies can be found, which mostly consider con-
 ceptualisation and measurement issues (e.g. Vidmar & Kerman, 2016). 


2.5  The whole-school approach 


The whole-school approach is informed by Bronfenbrenner's theory of ecological 
 systems (1996). The importance of the whole-school approach is emphasised by 
 Jones et al. (2013, pp. 64–65): “Support for SEL skills must be embedded into the 
 daily life of school for everyone – students, teachers, staff, and administrators”. 


The whole-school approach engages both students and the school staff in the 
 building of an inclusive and supportive environment by directly influencing the 
 quality of the relationship between students and teachers via the promotion of 
 their SEI competencies. The importance of relationships is reflected in the concept 
 of the classroom climate. Classroom climate refers to the shared perception held 
 by students and teachers concerning the quality of the classroom learning envi-
 ronment (Adelman & Taylor, 2005; Fraser, 1989) and has three main components 
 (Moos, 1979): (i) Relationship: the quality of personal relationships (between 
 teachers and students, as well as between students) within the environment: the 
 extent to which people are involved in the environment and support/help each 
 other and treat each other with respect; (ii) Personal development: the extent to 
 which an environment is in place that supports the personal growth and self-en-
 hancement of each individual in this environment; (iii) System maintenance and 
 change: the extent to which the environment is orderly, clear with respect to ex-
 pectations, maintains control, and is responsive to change. According to offer-
 take-up models of teaching (Fend, 1998; Helmke, 2006), classroom climate is the 
 outcome of the complex interplay of teacher behaviours (the learning offer) and 
 student behaviours (their take-up of such offers) that are both influenced by indi-
 vidual characteristics of all actors, characteristics of the school’s broader context, 
 the neighbourhood, the school system, and by situational and interactional factors. 


The whole-school approach as understood in HAND in HAND is based on the 
Prosocial Classroom model (Jennings & Greenberg, 2009) combined with offer-
take-up models of teaching (Fend, 1998; Helmke, 2006) (Figure 2).  



(30)Figure 2: The whole-school approach used in the HAND in HAND


The Prosocial classroom model explains the link between teacher social, emo-
 tional competencies and outcomes at the classroom and student levels. Teachers' 
 social and emotional competencies impact students in at least three ways: (1) 
 teacher's competencies influence the quality of the teacher-student relationship, 
 (2) the teacher serves as a role model of social, emotional competencies for stu-
 dents; and (3) the teacher's social, emotional competencies influence management 
 of the classroom. Together, these factors co-create a healthy classroom climate 
 that fosters students' social, emotional and learning achievement. The model also 
 explains how teachers' social, emotional competencies are important for their 
 well-being. A teacher with developed social, emotional competencies (e.g. one 
 capable of high self-awareness and self-management) is able to manage their daily 
 social/emotional challenges (e.g. inappropriate, abusive student behaviour, non-
 participation, troubled parents, etc.) that arise in their work, making teaching eas-
 ier and the teacher feel more effective in their role. But the opposite can also hap-
 pen; teachers’ poor social, emotional competencies lead to poor student relation-
 ships and classroom management problems. This can produce a negative climate 
 that prevents the achievement of educational and developmental goals. As a re-
 sult, the teacher may experience a sense of inefficiency and emotional exhaustion, 
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(31)in turn weakening their daily social and emotional capacities and further degrad-
 ing classroom relationships and the quality of leadership, the climate, and the 
 achievement of goals (creating a ‘burnout cascade’). The models also show the 
 context in which the teacher performs (class or subject level, leadership support, 
 school safety, involvement in the local community, etc.) is also important. 


3. Expected project outcomes  


We expected the HAND in HAND school staff programme to have a positive 
 effect on school staff's SEI competencies so as to enable them to improve the 
 quality of their overall teaching– especially with regard to providing warmth, car-
 ing and individual support, their management of the classroom, and their ability 
 to include opportunities for SEI learning in their everyday teaching practices. 


Similarly, the student programme was expected to positively impact students' SEI 
 competencies, which are expected to have a positive influence on their interactive 
 classroom behaviour (Cook et al., 2008; Elliot et al., 2015, Mallecki & Elliot, 
 2002; Ragozzino et al., 2003). Student competencies should also be influenced by 
 the improved teacher SEI competencies given that previous studies show that 
 teachers holding greater social, emotional competencies are also better at support-
 ing the social and emotional learning of their students (Schonert-Reichl, Oberle 
 et al., 2015). In addition, our project has a particular focus on the inclusiveness of 
 the classroom environment. An inclusive environment means that all students re-
 port positive relationships, opportunities for personal development and the order-
 liness of the environment, they all feel equally respected, cared for and supported 
 in their personal growth, including those from disadvantaged social groups (e.g. 


immigrants, including refugees). 


Conclusion 


Alongside determining the effects of the student and school staff programmes on 
SEI competencies and the classroom climate, HAND in HAND aims to develop 
European policy guidelines that support the upscaling of these topics and pro-
grammes in education at the system level. One key message of the HAND in 
HAND project is that each child and young person should have an equal oppor-
tunity to access, participate and benefit from high quality and inclusive 



(32)educational environment and that all learners (both students and school staff) and 
 their various needs should be placed at the centre of education. They should be 
 leaders of their own learning, supported by appropriate policy actions and ser-
 vices coherently organised at the system level. 
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