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Abstract:
This study aimed to explore the factors affecting the implementation of Social Emotional Learning
(SEL) by examining teachers’ perceptions and practices in Lebanon and Palestine, as well as school-
and policy-level influences. The study adopted an explanatory sequential mixed-methods design.
Quantitative data were collected through a survey administered to 320 teachers in Lebanon and 106
teachers in Palestine, followed by qualitative data from focus group discussions. The results indicated
that teachers hold positive attitudes toward the -importance of SEL; however, implementation faces
challenges such as limited resources, insufficient institutional support, and lack of specialized training.
Findings also showed that SEL is most commonly integrated within academic subjects rather than
taught as a standalone subject. The study recommended developing sustained professional training
programs, fostering collaborative school environments, integrating SEL into curricula, and adopting

supportive national policies to ensure sustainable implementation within educational systems.
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1. Introduction:

Social Emotional Learning (SEL) has gained growing attention worldwide for being linked to
improved learning outcomes both in the short and long term. Its implementation in classrooms leads
to better academic achievement, improved well-being and career success later in life (McCormick et
al., 2021; Weems, 2024). However, successful implementation of SEL depends on a multi-layered
set of factors.

Fu et al. (2025) linked successful SEL implementation to supportive school culture and
administrators, as well as teachers’ social-emotional competencies and self-efficacy. Stress,
burnout, and lack of systemic support are major barriers. Additionally, teacher experience, training,
workload, and resource disparities influence SEL adoption, highlighting the need for ongoing
professional development.

Contextual and stakeholder factors, including family, school, and community dynamics, also
affect program implementation. Teachers’ perceptions and beliefs should be examined to assess
their readiness and motivation to teach and implement SEL programs (Ee & C., 2013).

While global studies show the benefits and challenges of SEL implementation, little is known
about how these factors operate within Lebanese public schools, and what perceptions teachers hold
about them. Although some research was conducted in the Lebanese context, the studies often
included a limited number of teachers to explore their perceptions of SEL and factors that affect
their implementation.

This study addresses a gap by examining teachers’ perceptions across teacher, school, and
policy levels—an approach rarely explored in prior research in the MENA region. While earlier
work highlights teacher recognition of SEL’s value and common barriers, it often overlooks how
teachers view the interaction of individual, institutional, and systemic factors to shape
implementation. The study aims to examine teachers’ perceptions of SEL, their role in
implementation, and the influence of school and policy factors on successful SEL adoption in
Lebanese and Palestinian schools.

2. Literature Review:
2. 2 The Foundation of Social-Emotional Learning: Definitions and Core Competencies
2.2.1 Historical Evolution and Conceptualization of SEL

Social and Emotional Learning (SEL) has gained increasing prominence in
educational systems worldwide. It is broadly defined as the process through which individuals
acquire and apply the knowledge, skills, and attitudes necessary to regulate emotions, set and
achieve goals, demonstrate empathy, maintain positive relationships, and make responsible
decisions (Wigelsworth et al., 2022). The conceptual roots of SEL can be traced to humanistic and
developmental movements of the 1960s, but the term SEL was formally introduced in 1994 in the
United States. This milestone coincided with growing recognition of the need to address children’s
psychological, academic, and developmental well-being and led to the establishment of the
Collaborative for Academic, Social, and Emotional Learning (CASEL) (Graham, 2024). The aim of
CASEL is to integrate evidence-based SEL into education (Todd et al., 2022).

283 PEAJEPS Peer-Reviewed Scientific Journal Published By (Palestinian Educators Association)



https://www.pal-ea.com/

Rana Fleihan
Chirine Ajab Factors Affecting Social Emotional Learning Implementation: Teachers’ Perspectives from Lebanon and Palestine

Ramsey Ata®

Although initially conceived as a tool to improve behavioral outcomes and enhance school
climate, contemporary research demonstrates that SEL has evolved into a robust and distinct
learning theory. Cipriano et al. (2023), in a comprehensive meta-analysis, provided evidence that
SEL interventions generate multidimensional benefits, ranging from cognitive outcomes, reflected
in improved academic performance, to enhanced social and emotional competencies, thereby
confirming SEL’s theoretical and practical significance within education.

2.2.2 The CASEL Framework and Its Five Core Competencies

Since its establishment in 1994, CASEL has advanced a widely recognized framework
identifying five interrelated competencies: self-awareness, self-management, social awareness,
relationship skills, and responsible decision-making. These competencies are essential not only for
academic achievement but also for personal development, civic engagement, and lifelong well-
being. The framework guides educators in selecting curricula that are research-based, rigorously
evaluated, and evidently effective in improving student outcomes (Lawson et al., 2019). It also
encourages students to develop social and emotional skills through SEL activities inside and outside
the classroom (Mahfouz & Anthony-Stevens, 2020).

Rather than positioning SEL as an auxiliary component of schooling, the CASEL framework
situates it as central to holistic student development. By linking emotional regulation, interpersonal
interaction, and ethical decision-making, SEL is framed as a foundation for long-term success
(Duane et al., 2025). Educators and employers increasingly emphasize these competencies as vital
for navigating challenges, adapting to diverse environments, and contributing meaningfully to
professional and community life. The CASEL model thus provides a practical, evidence-informed
structure for embedding SEL into educational systems and preparing students for contemporary
societal demands (Frye et al., 2024).

2.2.3 The Proven Impact: Linking SEL to Academic, Social, and Behavioral Outcomes

SEL integration in curricula benefits learners on several levels. SEL improves students’
academic outcomes; (Corcoran et al., 2018) reported in a meta-analysis that SEL programs
enhanced reading and mathematics performance. Research also found that SEL increases
motivation for learning (Hashimoto, 2022). Implementing SEL supports psychological and mental
well-being, reduces behavioral issues, decreases substance use, and lowers dropout rates (Todd et
al., 2022). Acquiring SEL skills enables students to form healthy relationships that support success
in educational and professional contexts, ‘making them better contributors to their communities
(Young, 2024). SEL programs across different countries have also shown positive impacts on
character development and cognitive abilities, with effects persisting years after program
completion (Carroll et al., 2020).

2.3 Multi-level Framework for SEL Implementation

SEL represents an interdisciplinary approach implemented across multiple educational levels,
shaped by three interrelated layers: the individual level, including teachers, psychologists, and other
practitioners directly delivering programs; the school and district level, where adequate staffing and
professional training are critical for effective implementation; and the macro level, where
policymakers, institutional frameworks, and federal funding influence the sustainability of SEL
initiatives (Thierry et al., 2022).
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2.3.1 Teachers and SEL

Teacher-related factors play a critical role in the effective implementation of SEL programs.
Studies indicate that SEL benefits both teachers and students, particularly by enhancing classroom
management skills and fostering healthier teacher—student relationships (Esen-Aygun & Sahin-
Taskin, 2017). Teachers contribute substantially to students’ emotional and psychological
development, and the effectiveness of SEL programs is influenced by teachers’ attitudes toward
SEL curricula (Humphries et al., 2018). When implemented effectively, teachers experience shifts
in pedagogical identity, more intrinsically-driven teaching, and reduced professional burnout
(Najjarpour, 2025). Teacher characteristics such as self-efficacy also play an essential role in
successful implementation (Konadu, 2025). The stronger teachers have SEL characteristics, the
more equipped they are to create inclusive environments for learners where their emotional needs
are met (Najjarpour, 2025). Although some teachers perceive SEL as an additional responsibility,
they generally view enhancing students’ social and emotional lives as integral to their teaching role
(Humphries et al., 2018). Research emphasizes the need for adequate training, resources, and
motivation to deliver SEL programs effectively (Lawson et al., 2019).

2.3.2 SEL and the School Climate

School climate profoundly affects students’ social-emotional, behavioral, and academic
outcomes. (Yang et al., 2020) note that a school-wide SEL approach requires collective efforts from
staff, teachers, families, and learners, integrating SEL into daily practices. SEL enhances school
climate by promoting social interactions and relational trust (Baumsteiger et al., 2022). However,
implementation faces barriers, including competing achievement programs, budget constraints, and
perceived time loss (Lawson et al., 2019).

2.3.3 SEL on the System Level

Positive dispositions and supportive school climates, combined with institutional support,
strengthen teachers’ capacity to integrate SEL into classroom practice. State-level systems and
institutions are responsible for establishing educational policies and collaborating with stakeholders
to address emerging issues. They provide funding and regulatory guidance, playing a pivotal role in
SEL program implementation (Yoder et al., 2025). Successful integration requires stakeholder
commitment to innovation, evaluation, and refinement (Jones & Bouffard, 2012). SEL policies
encompass framework establishment, ‘adoption incentives, teacher training, and investment in
research and development. Sustained federal support ensures effective integration into schools and
classrooms, embedding SEL into educational practice (McKown, 2017).

2.4 Teachers’ Perceptions of SEL in Context

Teachers’ perceptions of SEL reveal enthusiasm for its benefits and concerns about practical
barriers. Humphries et al. (2018) studied early childhood teachers in urban classrooms, highlighting
their strong sense of responsibility for nurturing socio-emotional competence as foundational to
academic success. The study emphasized flexible yet structured curricula, cultural relevance, and
ongoing support, while noting persistent challenges such as limited time and competing academic
priorities. Dyson et al. (2019) explored New Zealand primary school teachers’ perspectives,
emphasizing relational trust, caring environments, and students’ backgrounds, with practices
including restorative conversations and circle time. Challenges included inconsistent
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implementation, lack of explicit assessment, and time constraints. Similarly, research on SEL in
Palestinian schools indicated that, while SEL principles are present in curricula and textbooks,
formal implementation remains limited (Abdel Razeq, 2020). Challenges include insufficient
resources, lack of specialized teacher training, and the impact of political instability on educational
settings. Abdel Razeq emphasized that effective SEL integration requires coordinated policy
support, professional development, and active engagement with the wider school community,
highlighting the need for a systemic approach to foster students’ social and emotional competencies.
Al-Wattary (2021) investigated secondary school teachers in Qatar, finding SEL valued for
academic, emotional, and social outcomes despite limited prior training. Teachers cited short
program duration and lack of institutional support as barriers. In Lebanon, Massalkhi Farshoukh
(2022) showed principals’ and teachers’ recognition of SEL’s value, though its absence from the
national curriculum led to fragmented practices. Najjarpour (2025) studied Iranian EFL teachers’
views on SEL professional development, identifying systemic obstacles such as inadequate
resources, content deficiencies, and competing priorities. Collectively, these studies indicate
consistent teacher endorsement of SEL’s value alongside structural and contextual challenges to
integration. Zayatz, (2022) stated that positive teacher perceptions of the factors that ensure
successful implementation result in a positive impact. In addition, when teachers have positive
perceptions of their capabilities, they are more willing to apply SEL in their classrooms.

2.5 Research questions:

The study was designed to find out about the influence of factors such as years of experience
and training on teachers' perceptions and practices of SEL. The study aims to answer the following
questions:

1. To what extent does teachers’ level of professional experience influence their attitudes
toward social-emotional learning (SEL)?

2. How does the type of training received by teachers influence their integration of SEL into
classroom practice?

3.  What is the relationship between teachers’ beliefs about themselves, SEL as a concept,
school climate, and policy support, and their reported integration of SEL?

4. What factors do teachers prioritize as maost critical for the successful implementation of SEL
in schools?

Part Three: Methodology
3.1 Research Design

This study employed an explanatory sequential mixed-methods design, combining quantitative
and qualitative approaches to provide a comprehensive understanding of teachers’ perceptions of
Social Emotional Learning (SEL). The quantitative component consisted of a close-ended survey
administered to teachers, which allowed for the collection of measurable data on attitudes, practices,
and perceived factors that affect SEL implementation. Following the survey, the qualitative
component involved focus group discussions with teachers, designed to explain and elaborate on the
survey findings by exploring participants’ experiences, challenges, and recommendations regarding
SEL integration.
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The explanatory sequential design was chosen to strengthen the validity of the findings through
triangulation: initial survey results identified patterns and trends across participants, while
subsequent focus groups provided richer, contextualized insights to interpret these patterns. This
approach ensured that both measurable trends and varied perspectives were captured, offering a
comprehensive understanding of teachers’ perceptions of SEL and its implementation on teacher,
school, and policy levels.

3.2 Participants

The participants of this study were K-9 teachers from schools in the Mount Lebanon
Governorate and Ramallah-Bireh Governorate in Palestine. A cluster sampling technique was
employed to ensure representation across schools while maintaining feasibility of data collection. In
this approach, schools were treated as clusters: a random selection of public schools from the
governorate was first made from the full list provided by the Ministry of Education. All K-9
teachers within the selected schools were then invited to participate in the study.

Given the large geographical area of Mount Lebanon, the sampling process ensured that the
selected clusters included both urban and rural schools, thereby capturing diverse teaching contexts
and realities. A total of [320] teachers completed the survey in Lebanon, while in Palestine the
sample included [106] teachers providing quantitative data on their perceptions and practices related
to Social Emotional Learning (SEL). Following the survey stage, a smaller group of teachers and
school leaders from the same clusters participated in focus group discussions, which allowed for a
deeper exploration of their experiences, challenges, and recommendations regarding SEL
implementation.

The cluster sampling strategy enabled the study to reflect a wide range of perspectives while
ensuring that the selection process was both systematic and unbiased.

3.3 Instruments

Two main instruments were used in this study: a survey questionnaire and a focus group
discussion guide.

3.3.1 Survey Questionnaire.
The quantitative data were collected through a close-ended survey questionnaire designed to
measure teachers’ perceptions, attitudes, and practices regarding Social Emaotional Learning (SEL).
The initial draft of the questionnaire was developed based on existing literature and aligned with the
study’s objectives. To ensure content validity, the instrument was reviewed by a panel of experts in
education and psychology, who provided feedback on clarity, relevance, and comprehensiveness of
the items.

Following expert review, the survey was pilot-tested with 30 teachers from schools not included
in the final sample. The pilot study served to evaluate the clarity of wording, the appropriateness of
response scales, the estimated time for completion, and the internal consistency of the items.
Feedback from participants also highlighted minor ambiguities, which were corrected to improve
readability and accuracy. The results of the pilot confirmed the reliability of the questionnaire and
ensured that the final version was practical for large-scale administration.

3.3.1.1 Reliability tests:
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1. Reliability using Cronbach's Alpha

A reliability test was conducted to evaluate the internal consistency of the scale measuring
teachers’ perceptions of social-emotional learning (SEL). Internal consistency was assessed using
Cronbach’s alpha (o), a widely accepted index of reliability for multi-item scales (Cronbach, 1951).

As shown in table 1, The 15-item SEL scale demonstrated excellent internal consistency, with a
Cronbach’s alpha coefficient of a = .95. According to conventional benchmarks (George &
Mallery, 2019), values of .70 and above indicate acceptable reliability, .80 and above indicate good
reliability, and .90 and above indicate excellent reliability. Therefore, the obtained coefficient
suggests that the items measuring SEL perceptions are highly interrelated and reflect a coherent
underlying construct.

The high alpha value also suggests that the scale items consistently capture teachers’ attitudes,
beliefs, and practices regarding social-emotional learning, which is appropriate for the planned
analyses related to the research questions (e.g., exploring relationships with teachers’ professional
experience, training, and school climate).

Table 1

Cronbach’s Alpha for the Social-Emotional Learning (SEL) Scale

Reliability Statistics

Cronbach's Alpha N of Items

SEL .950 15

3.3.1.2 Reliability using half-split test

To further examine the internal consistency of the social-emotional learning (SEL) scale, a split-
half reliability analysis was conducted. The items were randomly divided into two halves, and the
correlation between the two halves was adjusted using the Spearman—Brown prophecy formula.

The analysis produced a Spearman—Brown coefficient of .91 and a Guttman split-half
coefficient of .89, demonstrated in table 2. Both coefficients indicate a high level of internal
consistency, with values above .80 generally considered good and values approaching .90 or higher
considered excellent (Gliem & Gliem, 2003). These findings support the results obtained from
Cronbach’s alpha (o = .95) and provide additional evidence that the scale reliably measures
teachers’ perceptions and integration of SEL.

Table 2

Split-Half Reliability for the Social-Emotional Learning (SEL) Scale

Reliability Statistics

Spearman-Brown Coefficient Guttman Split-Half Coefficient

SEL .909 .888

3.3.2 Focus Group Guide
To complement the survey data, a semi-structured focus group discussion guide was developed to
explore teachers’ and school leaders’ experiences with SEL in greater depth. Like the survey, the
guide was reviewed by a panel of experts to ensure that the questions were open-ended, unbiased,
and capable of eliciting meaningful discussion. The guide included themes such as the perceived
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importance of SEL, classroom integration strategies, institutional support, challenges to
implementation, and policy-related factors. Probing questions were also included to encourage
participants to elaborate on their experiences.

Together, these instruments—refined through expert feedback and piloting—ensured that both
quantitative patterns and qualitative insights were captured, resulting in a comprehensive
understanding of SEL implementation at teacher, school, and policy levels.

3.4 Data Collection

The data collection process followed a systematic approach to ensure accuracy and
representativeness. The sample size was determined using the Yamane (1967) formula:

n= N

1+N(e?)

where n represents the required sample size, N the population size, e = level of precision
(sampling error or margin of error, set at 5%). Based on the teacher population, the required sample
size was calculated to be approximately 292 teachers. To account for possible non-response and
incomplete data, an additional 10% was added, bringing the target sample size to 320 teachers.

Schools were selected through cluster sampling, where each caza (district) in Mount Lebanon
Governorate was considered a cluster. To ensure balanced representation, schools were randomly
chosen from all five cazas equally, covering both urban and rural areas to reflect geographical
diversity. The selected schools were then invited to participate, and the surveys were distributed to
K-9 public school teachers in electronic formats. As for Palestine, 106 teachers were chosen from
school clusters in Ramallah Bireh district. The same procedure of inviting schools and distributing
electronic surveys was used.

For the focus groups, participants were chosen from among survey respondents who expressed
willingness to take part in further discussion. These sessions were conducted face-to-face in
accessible school venues and recorded for subsequent qualitative analysis.

3.4 Data Analysis

Both quantitative and qualitative analyses were conducted to address the research questions.
Quantitative data from the teacher survey were analyzed using IBM SPSS Statistics (Version 28).
Descriptive statistics, including means, standard deviations, frequencies, and percentages, were
used to summarize teachers’ attitudes, perceptions, and practices regarding social and emotional
learning (SEL). Reliability analysis using Cronbach’s alpha and split-half coefficients confirmed the
internal consistency of the SEL scale. Inferential statistical tests were then applied to examine
relationships between variables: a one-way ANOVA tested whether teachers’ years of experience
affected their attitudes toward SEL; an independent-samples t-test compared attitudes between
teachers who received professional development in SEL and those who did not; and a one-way
ANOVA assessed whether different types of training influenced SEL implementation. Frequency
analyses were also conducted to identify how teachers integrate SEL and which factors they
perceive as most critical for effective implementation. In parallel, qualitative data from focus group
discussions were analyzed thematically to support and enrich the quantitative findings, offering
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deeper insight into teachers’ lived experiences and perceptions of SEL in Lebanese schools.Top of
FormBottom of Form

3.6 Ethical Considerations

Permission for the study was obtained from the school administrations to access schools and
invite teachers to participate. All participants were volunteers, informed of the study’s purpose,
procedures, potential risks, and benefits. Electronic consent was obtained prior to participation, and
participants were reminded of their right to withdraw at any time without consequences.
Confidentiality was strictly maintained: survey responses were anonymized, and focus group
recordings were transcribed without identifiers. Data was securely stored and accessible only to the
research team, and results were reported in aggregate form to prevent identification of individual
teachers, schools, or districts. To enhance the trustworthiness of the qualitative data, the study
followed Lincoln and Guba (1985) guidelines.

4. Results:
4.1 Quantitative Results:
4.1.1 Demographic and Professional Development Characteristics:

The sample included 320 Lebanese k-9 teachers with varying levels of professional experience
illustrated in Table 3(a). Nearly half of the participants (49.1%, n = 157) reported having more than
20 years of teaching experience. Approximately one-third (31.9%, n = 102) had 11-20 years of
experience, while smaller proportions reported 6-10 years (9.4%, n = 30) and 0-5 years (9.7%, n =
31). These results indicate that the sample was largely composed of highly experienced teachers. As
for professional experience, most teachers (75.0%, n = 240) reported having received professional
development opportunities related to social-emotional learning (SEL), while 25.0% (n = 80)
indicated they had not received such training. This suggests that SEL-related professional
development has reached a substantial proportion of teachers, though one in four educators still lack
exposure to formal SEL training. Among those who reported receiving SEL-related professional
development, the most common form of training was in-service teacher training workshops (75.4%,
n = 199). Smaller proportions of teachers reported mentoring from coordinators or colleagues
(9.8%, n = 26) and participation in webinars or online courses (9.8%, n = 26). Very few reported
pre-service training (1.5%, n = 4) or other types of training (3.4%, n = 9). These findings suggest
that SEL-related professional development in Lebanon is primarily delivered through in-service
workshops, with limited emphasis on - pre-service  teacher - preparation or online learning
opportunities.

Table 3 (a)

Demographic and Professional Development Characteristics of Teachers in Lebanon (N = 320)

Demographic and Professional Development Characteristics of Teachers Co %
unt
Number of years of teaching experience 0-5 years 31 9.7
%
6-10 years 30 9.4
%
11-20 years 10 31.
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2 9%
Over 20 years 15 49,
7 1%
Received professional development opportunities in social- Yes 24 75.
emotional learning 0 0%
No 80 25.
0%
Type of training you have received. Pre-service training 4 15
%
In-service  teacher training 19 75.
workshops 9 4%
Mentoring from 26 9.8
coordinators/colleagues %
Webinars/online courses 26 9.8
%
Other 9 34

%

As for Palestine, the sample included Palestinian teachers from various educational stages and
with diverse professional experience as table 3(b) indicates. Most participants (39.6%) taught in the
third cycle, followed by the second (29.2%) and first (22.6%) cycles, while smaller percentages
worked in kindergarten (5.7%) or across multiple cycles (2.8%). Nearly half (47.2%) had 6-10
years of experience, indicating a predominance of mid-career teachers, with 42.5% having more
than 10 years and only 10.4% being novices.

Over half of the teachers (56.6%) had received professional development in social-emotional
learning (SEL), though 43.4% had not, reflecting partial but growing engagement with SEL
training. The most common training types were in-service workshops and online courses (36.8%),
followed by pre-service training (27.4%) and informal guidance or specific SEL-related training
(22.6%). Overall, the findings suggest a well-experienced teaching sample with moderate exposure
to SEL, primarily through in-service and informal professional learning.

Table 3 (b)

Demographic and Professional Development Characteristics of Teachers in Palestine (N = 106)

Variables Co %
unt
The stage you are currently teaching The third cycle 42 39.
6%
The first cycle 24 22.
6%
The second cycle 31 29.
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2%
The second cycle, and the third cycle 3 2.8
%
Kindergarten 6 5.7
%
Number of years of teaching experience 0-5 years 11 10.
4%
6-10 years 50 47.
2%
11-20 years 23 21.
7%
Over 20 years 22 20.
8%
Received  professional  development Yes 60 56.
opportunities in social-emotional learning 6%
No 46 43.
4%
Type of training you have received. Social-emotional 10 9.4
%
Social-emotional learning 14 13.
2%
In-service training, workshops, and online courses 39 36.
8%
Pre-service training (before starting teaching) 29 27.
4%
Guidance from coordinators/colleagues 14 13.

2%

4.1.2 Teachers’ Social-Emotional Learning (SEL) Beliefs and Practices

Teachers in Lebanon reported strong agreement with several foundational SEL beliefs as shown
in table 4(a), such as recognizing the importance of relationship skills for a positive classroom
climate (M = 4.27, SD = 0.87), acknowledging SEL as an essential part of student learning (M =
4.11, SD = 0.97), and valuing self-management and self-awareness instruction (Ms ~ 4.11-4.13).
They also perceived respectful staff relationships within their schools (M = 4.19, SD = 0.98).

However, responses suggest relative challenges in practical support and collaboration. The
lowest mean was for access to adequate resources (M = 3.52, SD = 0.95), and teachers reported only
moderate levels of collaboration with colleagues for SEL (M = 3.68, SD = 0.89). Perceptions of
school provision for responsible decision-making opportunities were also somewhat lower (M =
3.74, SD =0.88).
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The combination of high agreement with SEL’s theoretical value and moderate confidence in
implementation suggests that while teachers believe in SEL’s benefits, some may face structural or
resource barriers when integrating SEL practices into daily teaching.

Table 4 (a)

Descriptive Statistics for Teachers’ Social-Emotional Learning (SEL) Beliefs and Practices in Lebanon

Teachers’ SEL Practices and Beliefs M S

ean td.
Dev.

I believe social-emotional learning is an essential part of student learning. 4. 0
11 .97

| feel confident in teaching social-emotional learning skills. 3. 0
89 97

I am committed to implementing social-emotional learning in my classroom. 3. 0
80 .95

I believe social-emotional learning supports academic achievement. 4. 0
06 .98

| observe positive changes in students when they regularly practice social- emotional 3. 0
learning. 92 .98

| feel that my school fosters a positive climate. 3. 0
95 .99

I believe students feel a sense of belonging at school. 3. 0
90 .94

| feel that relationships among school staff are based on respect and support. 4. 0
19 .98

I have access to adequate resources to implement social-emotional learning. 3. 0
52 .95

| often collaborate with my colleagues to implement social-emotional learning. 3. 0
68 .89

I believe that teaching self-awareness helps students make informed decisions. 4. 0
11 .84

The results listed in table 4(b) reveal generally positive attitudes among Palestinian teachers
toward social-emotional learning (SEL), with mean scores ranging from 3.65 to 4.01, indicating
strong agreement across items. The highest means were for statements emphasizing the importance
of teaching self-management (M = 4.01, SD = 0.76) and self-awareness (M = 4.00, SD = 0.83),
highlighting teachers’ recognition of these competencies as essential for emotional regulation and
informed decision-making. In contrast, lower means were observed for commitment to
implementing SEL (M = 3.65, SD = 0.92) and access to adequate resources (M = 3.77, SD = 0.98),
suggesting that while teachers value SEL, limited time, training, and resources may pose challenges
to its effective classroom integration.

Table 4 (b)

Descriptive Statistics for Teachers’ Social-Emotional Learning (SEL) Beliefs and Practices in Palestine

Descriptive Statistics for Teachers’ Social-Emotional Learning (SEL) Beliefs and Practices M S
ean td.
Dev.
I believe social-emotional learning is an essential part of student learning. 3. 0
94 .90
| feel confident in teaching social-emotional learning skills. 3. 0
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80 .92

I am committed to implementing social-emotional learning in my classroom. 3. 0
65 .92

I believe social-emotional learning supports academic achievement. 3. 0
93 .98

| observe positive changes in students when they regularly practice social-emotional learning. 3. 0
82 .94

| feel that my school fosters a positive climate. 3. 0
99 .97

I believe students feel a sense of belonging at school. 3. 0
91 .96

| feel that relationships among school staff are based on respect and support. 3. 0
86 .86

I have access to adequate resources to implement social-emotional learning. 3. 0
77 .98

| often collaborate with my colleagues to implement social-emotional learning. 3. 0
91 .89

I believe that teaching self-awareness helps students make informed decisions. 4. 0
00 .83

I believe that teaching self-management skills equips students with the ability to regulate their emotions 4. 0
and behaviors. 01 .76

I believe that relationship skills, such as conflict resolution, are essential for building a positive classroom 3. 0
climate. 99 .75

| feel confident in incorporating social-emotional learning skills into my daily teaching. 3. 0
96 .84

I believe my school provides students with opportunities to develop responsible decision-making skills. 3. 0
88 .86

SEL 3. 0
89 .69

4.1.3 Primary Methods Reported by Teachers for Integrating Social-Emotional Learning
(SEL) Into Classroom Practice:

Table 5(a) shows how Lebanese teachers who participated in the study primarily integrate
social-emotional learning (SEL) into their teaching practice. The majority in Lebanon reported
embedding SEL into academic subjects such as Arabic, mathematics, or science (43.4%, n = 139).
A smaller but substantial group indicated implementing SEL. through school-wide programs or
activities (23.1%, n = 74). Other reported methods included delivering dedicated, separate lessons
focused on SEL (8.1%, n = 26) and using informal educational practices throughout the day (14.4%,
n = 46). A minority of teachers (10.9%, n = 35) stated that they were not currently integrating SEL
into their classroom practice.

These findings suggest that most Lebanese teachers incorporate SEL within existing academic
curricula, rather than treating it as a standalone subject. This approach may reflect the flexibility
required in resource-limited educational contexts and the influence of training, which—as reported
earlier—is largely in-service and workshop-based, potentially emphasizing practical classroom
integration. The relatively low proportion of teachers using dedicated SEL lessons (8.1%) may
indicate a lack of formal curriculum time or resources for stand-alone SEL instruction. The 10.9%
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who reported not integrating SEL highlight an area of potential focus for professional development
and policy support, particularly if SEL is to be scaled systematically across schools.

Table 5 (a)

Primary Methods Reported by Teachers for Integrating Social-Emotional Learning (SEL) Into Classroom Practice in Lebanon

Methods for integrating SEL into Classroom Practice (Lebanon) C %
ount
Integrating it into academic subjects (such as Arabic, math, science) 1 43
39 4%
Through school-wide programs or activities 7 23
4 1%
Through dedicated, separate lessons for social-emotional learning 2 8.
6 1%
Through informal educational practices throughout the day 4 14
6 4%
I am not currently integrating social-emotional learning 3 10
5 .9%

The data presented in table 5(b) indicate diverse approaches among
Palestinian teachers in integrating social-emotional learning (SEL) into
classroom practice. The most common method was implementing SEL through
dedicated lessons (25.5%), showing that a quarter of teachers intentionally set
aside time for SEL instruction. Equal proportions (21.7%) reported embedding
SEL within academic subjects, incorporating it through school-wide programs,
or not integrating it at all, reflecting a balanced division between active
implementers and non-adopters. Only a small group (9.4%) reported using
informal, day-to-day practices to promote SEL, suggesting that structured or
program-based approaches are favored over spontaneous integration.

Table 5 (b)

Primary Methods Reported by Teachers for Integrating Social-Emotional Learning (SEL) Into Classroom
Practice in Palestine

% Co Methods for integrating SEL into Classroom Practice (Palestine)
unt

25 27 Through dedicated, separate lessons for social-emotional learning
5

21 23 Integrating it into academic subjects (such as Arabic, math, science)
7

21 23 Through school-wide programs or activities
7

21 23 I am not currently integrating social-emotional learning
7

9. 10 Through informal educational practices throughout the day
4
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4.1.4 Factors Teachers Prioritize as Most Critical for Successful Implementation of Social-
Emotional Learning (SEL) in Schools:

Teachers were asked to indicate which factors they considered most critical for the successful
implementation of social-emotional learning (SEL) in Lebanese schools. As illustrated in table 6
(@), the most frequently endorsed factor reported by Lebanese teachers was the integration of SEL
into the academic curriculum (67.2%, n = 215). Other highly valued supports included collaboration
with parents and the wider community (57.5%, n = 184) and the availability of SEL resources and
materials (52.8%, n = 169).

Nearly half of the respondents emphasized the importance of professional development and
ongoing training for teachers (48.1%, n = 154), highlighting the perceived need for teachers to be
adequately prepared to deliver SEL effectively. Fewer teachers pointed to government policies that
support SEL implementation (31.6%, n = 101) and teachers’ personal commitment and belief in
SEL’s value (35.0%, n = 112). The least frequently selected factor was the presence of a school
culture that prioritizes student well-being (20.9%, n = 67).

The findings indicate that Lebanese teachers prioritize structural and systemic supports—such
as curriculum integration, resource availability, and parent/community involvement—over
individual-level factors like personal commitment. While professional development is considered
important by almost half of the respondents, the relatively low endorsement of school culture
(20.9%) and policy support (31.6%) suggests that teachers may perceive practical classroom-level
and resource-based supports as more immediately impactful than top-down policy or cultural shifts.

These results align with previous findings showing that while teachers value SEL conceptually
and feel moderately confident in applying it, they also report limited resources and support for
implementation. The emphasis on curriculum integration and collaboration with families may
reflect a pragmatic understanding of how SEL can be embedded within the existing educational
system rather than added as a separate initiative.

Table 6 (a)

Factors Teachers Prioritize as Most Critical for Successful Implementation of Social-Emotional Learning (SEL) in Schools in Lebanon

Factors Critical for Successful Implementation of SEL Co %
unt

Professional development and ongoing training for teachers 154 48.
1%

Integrating social-emotional learning (SEL) into the academic curriculum 215 67.
2%

Auvailability of SEL resources and materials 169 52.
8%

Collaboration with parents and the wider community 184 57.
5%

Teachers' personal commitment and belief in the value of SEL 112 35.
0%

A school culture that considers student well-being 67 20.
9%

Government policies that support the implementation of social-emotional learning 101 31.

6%
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The analysis illustrated by table 6 (b) shows that Palestinian teachers view professional
development and ongoing training (22.8%) as the most critical factor for successful Social-
Emotional Learning (SEL) implementation, highlighting the need for adequate skills and
knowledge. Integration of SEL into the academic curriculum (21.9%) ranks second, emphasizing its
importance as part of everyday teaching rather than a separate initiative. Availability of resources
and materials (15.4%) follows, while factors such as teachers’ personal commitment (12.5%),
supportive school culture (9.3%), collaboration with parents and the community (9%), and
government policies (9%) are seen as complementary elements that collectively support effective
SEL integration.

Table 6 (b)

Factors Teachers Prioritize as Most Critical for Successful Implementation of Social-Emotional Learning (SEL) in Schools in Palestine

Factors Critical for Successful Implementation of SEL Co %
unt

Professional development and ongoing training for teachers 71 22.
8%

Integration of Social-Emotional Learning (SEL) into the academic curriculum 68 21.
9%

Auvailability of resources and materials for Social-Emotional Learning (SEL) 48 15.
4%

Teachers' personal commitment and their belief in the value of Social-Emotional Learning (SEL) 39 12.
5%

A school culture that prioritizes student well-being 29 9.3
%

Collaboration with parents and the wider community 28 9.0
%

Government policies supporting the implementation of social-emotional learning 28 9.0

%

4.1.5 Teachers’ SEL Attitudes by Years of Experience

Table 7(a) demonstrates a one-way analysis of variance (ANOVA) was conducted to examine
whether Lebanese teachers’ years of professional experience (0—5 years, 6-10 years, 11-20 years,
>20 years) significantly influenced their attitudes toward social-emotional learning (SEL).

The analysis revealed that differences in SEL attitudes across the four experience groups were
not statistically significant, F (3, 316) = 0.997, p = .395.
The effect size indicates that less than 1% of the variance in SEL attitudes was explained by
teachers’ experience level, suggesting a minimal practical impact.

Table 7(a)

One-Way ANOVA Results for Teachers’ SEL Attitudes by Years of Experience in Lebanon

Source SS df MS F p
Between Groups 1.516 3 0.505 0.997 .395
Within Groups 160.184 316 0.507

Total 161.700 319

To account for the possible influence of training, an independent-samples t-test was also
conducted comparing teachers who had received professional development (PD) in SEL within the
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past two years (M = 3.98, SD = 0.72, n = 240) with those who had not (M = 3.86, SD = 0.68, n =
80). The difference was not statistically significant, t (318) = 1.27, p =.203.

These results suggest that teachers in Lebanon generally hold positive attitudes toward SEL
regardless of their years of teaching experience or recent exposure to professional development.

Table 8 (a)

Independent-Samples t-Test Comparing SEL Attitudes by Recent Professional Development in Lebanon

Group n M SD t(318) p
Received SEL PD (past 2 years) 24 3.98 0.72

0
No SEL PD (past 2 years) 80 3.86 0.68 1.27 .203

Note. SEL = Social-Emotional Learning; PD = Professional Development.

The analysis of the sample from Palestine as demonstrated in table 7(b) revealed that differences
in SEL attitudes across the four experience groups were not statistically significant, F =1.047, p =
0.375.

The effect size indicates that less than 3% of the variance in SEL attitudes was explained by
teachers’ experience level, suggesting a minimal practical impact.

Table 7 (b)
One-Way ANOVA Results for Teachers’ SEL Attitudes by Years of Experience in Palestine

Source SS df MS F p
Between Groups 1.496 3 0.499 1.047 0.375
Within Groups 48.610 102 0.477

Total 50.106 105

To account for the possible influence of training in Palestine, an independent-samples t-test was
conducted comparing teachers who had received professional development (PD) in SEL within the
past two years (M = 4.04, SD = 0.55, n = 60) with those who had not (M = 3.70, SD = 0.81, n = 46).
The difference as shown in table 8 (b) was statistically significant, t(104) = 2.47, p = .016, favoring
teachers who had received professional development (PD) in SEL within the past two years.

Table 8 (b)

Independent-Samples t-Test Comparing SEL Attitudes by Recent Professional Development in Palestine

Group n M SD t(104) p

Received SEL PD (past 2 years) 60 4.04 0.55 2.467 0.01
6*

No SEL PD (past 2 years) 46 3.70 0.81

Note. SEL = Social-Emotional Learning; PD = Professional Development.
4.1.6 Teachers’ SEL Integration by Type of Training

Table 9 (a) shows a one-way analysis of variance (ANOVA) conducted to examine whether the
type of professional training teachers received in social-emotional learning (SEL)—pre-service
training, in-service workshops, mentoring from colleagues or coordinators, webinars/online courses,
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or other formats—was associated with differences in their reported integration of SEL into
classroom practice for Lebanese teachers.

The analysis revealed that the effect of training type on SEL integration was not statistically
significant, F(4, 259) = 0.39, p = .815. Teachers who participated in different forms of SEL training
reported similar levels of integration of SEL practices in their classrooms. The between-groups
variability (SS = 0.82) was minimal compared to the within-groups variability (SS = 135.92),
indicating that training type accounted for a negligible proportion of the total variance in SEL
integration.

Table 9 (a)
One-Way ANOVA Summary for Teachers’ SEL Integration by Type of Training in Lebanon

Source SS df MS F o]

Between Groups 0.821 4 0.205 0.39 .815

Within Groups 135.917 259 0.525

Total 136.738 263

These findings suggest that the format or type of SEL training alone does not meaningfully
influence teachers’ classroom implementation of SEL practices in Lebanon. Most participants had
attended in-service workshops (75.4%), while only small proportions reported other formats, such
as mentoring (9.8%), webinars or online courses (9.8%), or pre-service preparation (1.5%). The
lack of significant differences across training types may indicate that variations in delivery format
(e.g., workshop vs. online course) do not translate into measurable differences in practice. Instead,
other factors—such as ongoing coaching, resource availability, and supportive school culture—may
play a stronger role in shaping teachers’ ability to effectively integrate SEL into their classrooms.

As illustrated in table 9 (b) one-way analysis of variance (ANOVA) was conducted to examine
whether the type of professional training teachers in Palestine received in social-emotional learning
(SEL)—pre-service training, in-service workshops, mentoring from colleagues or coordinators,
webinars/online courses, or other formats—was associated with differences in their reported
integration of SEL into classroom practice. The analysis revealed that the effect of training type on
SEL integration was statistically significant, F= 3.622, p = 0.008.

Table 9(b)
One-Way ANOVA Summary for Teachers’ SEL Integration by Type of Training in Palestine
Source SS df MS F p
Between Groups 6.285 4 1.571 3.622 *
0.008
Within Groups 43.821 101 0.434
Total 50.106 105

As shown in table 10, The results of the Tukey HSD post hoc test revealed a statistically
significant difference between teachers in Palestine who received social-emotional learning (SEL)
training and those who participated in in-service training, workshops, or online courses (mean
difference = 0.6107, p < 0.05). Specifically, teachers who had undergone SEL-specific training
demonstrated higher levels of integration of SEL practices into their classroom instruction. No other
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pairwise comparisons among the different types of training (e.g., pre-service training or guidance
from coordinators/colleagues) reached statistical significance.

Table 10

Tukey HSD for the teacher’s integration of SEL into classroom practice due to the type of training received by teachers in Palestine

Soc Social- In-service  training, Pre-service training Guidance from
ial- emotional workshops, and online (before starting teaching)  coordinators/
emotiona  learning courses colleagues
|

Social-emotional -0.128 0.482 0.040 0.406

Social-emotional .6107* 0.167 0.533
learning

In-service  training, -0.443 -0.077
workshops, and online
courses

Pre-service  training 0.366

(before starting teaching)

Guidance from
coordinators/colleagues

4.1.7 The Relationship Between Teachers’ Beliefs About SEL and Their Reported
Integration of SEL:

Teachers in Lebanon reported strong beliefs about SEL (e.g., viewing SEL as essential to
learning and feeling confident incorporating it), with item means clustering around 3.9-4.3 on a 5-
point scale. Perceptions of school climate among staff were also high, while access to resources was
notably lower (M = 3.52). Most teachers reported integrating SEL, primarily by embedding it into
academic subjects (43.4%), followed by school-wide activities (23.1%); a minority reported not
integrating SEL (10.9%). Teachers also prioritized curricular integration, parent/community
collaboration, and resource availability as key enablers; fewer emphasized policy support or school
culture as primary drivers.

Taken together, the descriptive pattern suggests that stronger pro-SEL beliefs and supportive
school-level conditions (especially resources and collaboration) are associated with higher reported
integration of SEL in Lebanon, whereas policy support—although valued—appears less central in
teachers’ immediate accounts of what enables integration. In short, beliefs and proximal, practice-
oriented supports (resources, collaboration, curriculum embedding) align-with greater SEL use;
distal/systemic policy signals seem less tied to day-to-day integration in this sample from Lebanon.

Teachers from Palestine reported relatively high mean scores across all factors related to SEL
integration. Specifically, beliefs about themselves (M = 3.83, SD = 0.80, 76.6%), beliefs about SEL
as a concept and perceptions of school climate (M = 3.89, SD = 0.79, 77.7%), and perceptions of
policy support (M = 3.97, SD =0.69, 79.4%) were all above the scale midpoint.

These consistently high means suggest that teachers in Palestine hold positive beliefs about their
own abilities, view SEL and the school climate positively, and perceive moderate to strong policy
support for SEL. Taken together, the pattern indicates that favorable beliefs and supportive
contextual conditions (both at the school and policy levels) are associated with higher reported
integration of SEL.
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4.1.8 Factors Prioritized by Teachers for Successful Implementation of SEL in
Schools:

Teachers in Lebanon most frequently prioritized integrating SEL into the academic curriculum
(67.2%) and collaboration with parents and the wider community (57.5%). Over half emphasized
the availability of SEL resources and materials (52.8%), and nearly half highlighted professional
development and ongoing training for teachers (48.1%). Fewer teachers selected teachers’ personal
commitment and belief in SEL’s value (35.0%), government policy support (31.6%), or a school
culture centered on student well-being (20.9%) as the most critical factors. The pattern indicates
that teachers prioritize practical, classroom-proximal supports—curricular integration,
family/community collaboration, resources, and PD—over more distal or cultural levers (policy and
school-wide climate). This suggests implementation efforts may benefit most from embedding SEL
into everyday teaching, supplying materials, and providing sustained training, while broader policy,
though valued, is seen as less immediately pivotal to day-to-day practice. As for Palestine, teachers
emphasized that successful implementation of Social-Emotional Learning (SEL) depends primarily
on practical support. The top factors were professional development and training (22.8%),
integration of SEL into the curriculum (21.9%), and availability of resources (15.4%). Less
frequently mentioned but still important were teachers’ personal commitment, school culture, parent
and community collaboration, and policy support. Overall, teachers view their professional capacity
and classroom conditions as more critical to SEL success than external or policy-level influences.

4.2 Focus Group Results

Following the survey analysis, three focus group discussions were held in Lebanon with
teachers from middle schools to complement the quantitative findings. Four main themes emerged:
awareness and attitudes, implementation, roles and responsibilities, and challenges.

Teachers expressed strong awareness of the importance of SEL, emphasizing empathy,
emotional safety, and positive classroom relationships as essential for learning. Statements such as
“students must feel loved to give their best” reflected the high survey means for SEL’s importance
(M = 4.11) and academic relevance (M = 4.06). Most participants reported integrating SEL into
academic subjects through emotional check-ins and group activities, supporting the survey finding
that 43.4% embed SEL in lessons, while few (8.1%) teach it separately. Teachers agreed that
school-wide efforts and consistent practice enhance student engagement. Participants viewed SEL
as a shared responsibility among teachers, parents, and the Ministry of Education. This aligns with
survey results showing teachers’ emphasis on collaboration with families (57.5%) and resource
availability (52.8%) as key factors.

Challenges mentioned included large class sizes, limited training, and lack of psychological
support, reinforcing the survey’s lower mean for resource access (M = 3.52). Teachers
recommended clearer ministry guidelines, more training, and emotional support for educators.

Overall, focus group findings supported the quantitative results, confirming that teachers value
SEL, apply it mainly through curriculum integration, and face structural constraints that require
institutional support.

The focus group findings reveal that Palestinian educators hold positive attitudes toward
Social-Emotional Learning (SEL) and recognize its value in fostering empathy, cooperation, and
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emotional regulation among students. While many teachers integrate SEL informally through
classroom discussions, art, or moral lessons, its application remains inconsistent and largely
dependent on individual initiative. Participants emphasized that effective SEL implementation
should combine daily classroom practices with whole-school programs and explicit lessons linked
to cultural and ethical values. Teachers, school leadership, and policymakers were identified as key
actors, highlighting the need for shared responsibility. To enhance SEL, participants recommended
practical teacher training, creative materials, community service projects, and school-wide reward
systems promoting positive behavior. Overall, teachers prioritize practical supports—training,
resources, and a supportive school climate—over policy-level directives, indicating that their
professional capacity and classroom conditions are viewed as central to successful SEL integration.

5. Discussion:

Most SEL curricula depend on teachers for implementation. Research suggests that teachers are
integral to supporting students’ SEL skills and ensuring successful implementation (Thierry et al.,
2022). The aim of this study was to investigate how teachers in Lebanon and Palestine perceive
SEL, what factors influence their attitudes, and how they view challenges and priorities in
implementation within a multi-layered framework using both survey and focus group methods. The
study also examined whether demographic and professional variables influence these perceptions,
providing insight into the regional implementation of SEL programs.

The first research question explored whether teachers’ years of professional experience
influenced their attitudes toward SEL. In both Lebanon and Palestine, the results showed no
significant differences between experience groups, suggesting that novice and veteran teachers
share similarly positive beliefs about SEL’s importance for student learning and emotional well-
being. This indicates that positive perceptions of SEL are widespread among educators across both
contexts, regardless of seniority or career stage. These findings align with studies such as
Humphries et al. (2018) and Al-Wattary (2021), which also found that teachers value SEL as an
essential component of learning independent of teaching experience.

The second research question examined whether participation in professional development or
the type of training received affected teachers’ SEL practices. While the Lebanese sample revealed
no significant effect of professional development or training type on SEL implementation, the
Palestinian results differed: teachers who had received SEL-specific training demonstrated
significantly higher levels of integration and more positive attitudes toward SEL compared to those
who had not. This contrast suggests that while Lebanese teachers receive more widespread but often
theoretical and short-term training, Palestinian teachers benefit more when training is practical,
focused, and content-specific. Focus group participants in both countries noted that existing
workshops are often brief and disconnected from classroom realities, a limitation that may explain
the weak impact of current professional development in Lebanon. Previous research (Esen-Aygun
& Sahin-Taskin, 2017; Lawson et al., 2019; Najjarpour, 2025) similarly emphasizes that well-
structured, continuous training enhances teachers’ confidence and self-efficacy, leading to more
meaningful SEL integration.

The third research question investigated how teachers integrate SEL into their classroom
practices. In both countries, teachers reported embedding SEL into daily teaching; however, their
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methods varied. Lebanese teachers most commonly integrated SEL into academic subjects and
classroom routines—such as emotional check-ins, cooperative learning, and discussions—reflecting
an embedded and informal approach. Palestinian teachers, by contrast, more frequently used
dedicated lessons or structured programs, demonstrating a more explicit and lesson-based approach
to SEL instruction. These findings mirror previous studies (Yang et al., 2020; Mahfouz & Anthony-
Stevens, 2020) highlighting the importance of embedding SEL in everyday instruction, but they
also underscore contextual differences: in Lebanon, integration is adaptive and informal due to
curriculum gaps, while in Palestine, there is growing effort to formalize SEL through scheduled
lessons. In both contexts, sustained and systematic implementation would require curriculum
alignment and institutional support, as noted by Thierry et al. (2022).

The fourth research question addressed the factors teachers consider most critical for successful
SEL implementation. Lebanese teachers prioritized curriculum integration, collaboration with
parents and the community, and access to resources over policy or cultural factors. Palestinian
teachers, while similarly valuing these elements, placed stronger emphasis on professional
development and teacher training as the most crucial enablers. These findings indicate that while
both groups see SEL success as dependent on practical support, Lebanese teachers view it through a
structural lens—focusing on systems, resources, and coordination—whereas Palestinian teachers
approach it from a capacity-building perspective, emphasizing teacher preparedness and skill
development. Focus groups in both countries highlighted challenges such as large class sizes,
limited materials, and weak institutional coordination, reinforcing the survey finding that
implementation barriers are largely practical rather than attitudinal.

Overall, the findings show that teachers in both contexts hold strong beliefs about SEL’s
importance, implement it in daily practice, and face similar structural challenges, though with
different emphases. Lebanese teachers perceive the main barriers to be a lack of resources,
institutional support, and integration within the national curriculum. Palestinian teachers, while also
facing resource constraints, highlight the need for targeted professional training and culturally
grounded materials that connect SEL with moral and community values. These results align with
previous research (Lawson et al., 2019;Abdel Razeq 2020; Baumsteiger et al., 2022; Najjarpour,
2025) underscoring that effective SEL implementation depends on both practical supports and
systemic collaboration.

Teachers in both countries viewed their school climate positively, noting respectful relationships
among staff, yet reported limited opportunities for student decision-making and emotional support
systems. This pattern reflects findings by Yang et al. (2020) and Baumsteiger et al. (2022), who
highlighted that SEL thrives in trust-based environments when teachers, administrators, and
students collaborate. However, both contexts showed limited policy involvement: only a minority
of teachers viewed government policy support as a key factor, confirming that SEL remains
underdeveloped at the institutional and policy levels. As Massalkhi Farshoukh (2022) noted in
Lebanon, the absence of SEL in the national curriculum results in fragmented application, and
similar gaps in Palestine suggest the need for policy frameworks and funding mechanisms to sustain
SEL initiatives, consistent with Yoder et al. (2025) and McKown (2017).

In summary, teachers in both Lebanon and Palestine demonstrate strong commitment and belief
in the value of SEL but face systemic, resource, and training challenges that hinder consistent
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implementation. The contrast between the two contexts lies in the focus of support—Lebanon
requiring institutional and structural reinforcement, and Palestine emphasizing practical training and
cultural contextualization. Together, these findings highlight that successful SEL implementation in
the region will depend on integrating SEL into curricula, strengthening teacher preparation,
ensuring resource provision, and establishing supportive national policies.

6. Conclusion

This study aimed to explore Lebanese and Palestinian teachers’ perceptions of Social and
Emotional Learning (SEL) and examine how its implementation is influenced by individual, school,
and policy factors. It also investigated current implementation methods, given that SEL remains a
relatively new concept in the Lebanese and Palestinian educational contexts. Findings revealed that
most surveyed teachers were highly experienced in Lebanon and demonstrated strong intrinsic
appreciation of SEL’s academic, personal, and professional value. Positive perceptions were
consistent across experience levels, suggesting that teachers collectively recognize SEL as a vital
component of quality education in both Lebanon and Palestine. This shared understanding reflects
an encouraging readiness among teachers to embrace SEL more systematically in their classrooms.
The study also showed that professional development in Lebanon—mainly offered through in-
service workshops—did not significantly affect teachers” SEL practices. This indicates that current
training programs may be limited in depth and practicality, failing to equip teachers with the skills
and strategies needed for effective classroom implementation. Therefore, professional learning
opportunities should be restructured to include hands-on activities, classroom-based coaching, and
sustained follow-up support. To ensure meaningful and sustainable integration, policymakers and
curriculum development departments should embed SEL within the national curriculum and
develop a unified vision that connects teachers, students, parents, and community stakeholders.
Such alignment would create consistency across schools and foster environments where SEL can
thrive. Overall, this study provides foundational evidence of Lebanese and Palestinian teachers’
strong belief in SEL and highlights the systemic, institutional, and professional steps needed to
transform that belief into consistent, effective practice across schools.

Limitations

This study has several limitations that should be acknowledged. First, as it relies on self-
reported data, the findings may be subject to social desirability bias, with teachers potentially
overstating their positive attitudes or practices related to Social-Emotional Learning (SEL). Second,
the study’s cross-sectional design limits the ability to draw causal inferences or track changes in
teachers’ perceptions over time. Third, the Palestinian sample may not be fully representative due to
political instability, restricted mobility, and regional disparities that affect access to schools and
participation in research. Additionally, variations in teachers’ understanding of SEL concepts and
limited qualitative insights may have constrained the depth of interpretation. Finally, the findings
are context-specific and may not be generalizable to teachers in other cultural or educational
settings with different policy frameworks or institutional support for SEL. Future research could
investigate the long-term effects of SEL training on teachers’ instructional practices, student
achievement, and overall school climate. Exploring these dimensions will help clarify how
continuous support and systemic commitment can enhance SEL outcomes.

Implications
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The findings of this study carry important implications for educational policy, teacher training,
and school practice in Palestine and similar contexts. The strong recognition of SEL’s value among
teachers highlights a readiness that policymakers and educational leaders can build upon through
systematic professional development programs. Prioritizing ongoing training and curriculum
integration would help translate teachers’ positive attitudes into effective classroom practice.
Moreover, addressing the reported lack of resources and institutional support is essential to ensure
sustainable and equitable implementation of SEL across schools. Given the contextual challenges
related to political instability and limited mobility, ministries and educational organizations should
consider flexible, context-sensitive strategies, such as online training and community-based
initiatives, to expand access. Finally, fostering collaboration between schools, families, and
policymakers could strengthen the holistic environment needed for SEL to thrive and contribute
meaningfully to students’ emotional and academic well-being.
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