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Opening for the Desk Based Research: clarifying the terms and links between them
Social & Emotional Learning and the Prevention of Early School Leaving
Developed by University of Gloucestershire.

Emotional Education is the preferred term used by the Emotional Training Centre in the techniques used
within the Didactics of Emotion training materials. This fits closely with the established term in the
current literature of ‘social-emotional learning’ (SEL). According to the Chicago-based organisation,
CASEL (Collaborative for Academic, Social and Emotional learning), effective social-emotional learning
(SEL) is a transformative and evidence-based educational process that teaches children, from prekindergarten through to 12th grade, the mental skills that will significantly reduce emotional stresses that
can improve problem-solving skills, enhance empathy, raise academic test scores and increase resiliency.
SEL serves as an umbrella for many programs and initiative that serve to make youth feel safe and provide
a positive learning environment. The competencies attained by effective social-emotional learning
programming include recognizing and managing our emotions; developing caring and concern for others;
establishing positive relationships; making responsible decisions and; handling challenging situations
constructively and ethically. These concur with the competencies that the Emotional Training Centre
aims for in its techniques. Thus, the term social and emotional learning seems more appropriate to use to
ensure that the work from this project builds on the existing literature base.
Early School Leaving (ESL) and Drop-Out
According to the Final Report of the Thematic Working Group on Early School Leaving (2013) ‘Early school
leavers are defined as persons aged 18 to 24 fulfilling the following two conditions (i) the highest level of
education or training attained is ISCED 0, 1, 2 or 3c short, (ii) no education or training has been received in
the four weeks preceding the survey.’ (p. 8). The term ’school drop-out’ is used to refer to discontinuing
an on-going course and which can occur at any time. While focusing on school drop-out emphasises the
need to prevent drop-out from occurring and to intervene as early as possible, concentrating on the
number of young people who have not completed upper secondary education may shift attention to
measures helping them to re-enter education and training systems and to complete their education. The
European definition of ESL supports the latter perspective, as it refers to young people beyond
compulsory schooling age who have not completed upper secondary education. Thus although the term
drop-out is useful for prevention, it may be appropriate to use the term early school leaving (ESL) in order
to fit into the existing narratives at the European level.
Potential pathways linking social & emotional learning to the reduction of early school leaving
The flow diagrams below suggest how social and emotional learning can connect with a range of concepts
within the established literatures of psychology and school engagement to demonstrate how they might
lead to a reduction in early school leaving. 1

1

The partner responsible for Output 1 could search for specific and literature and research evidence on these main concepts
should it seem necessary for the desk based research.
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Figure 1 Flow diagrams connecting Social & Emotional Learning to 3 concepts (and literatures) which
could contribute to the prevention of early school leaving
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Social and emotional learning may be connected to the concepts of academic resilience, emotional
intelligence and school engagement. All these have a wide literature base which suggest a contribution to
successful educational outcomes. Educational success has been shown to increase school attendance and
prevent early school leaving.
References
Collaborative for Academic, Social and Emotional learning http://www.casel.org/social-and-emotionallearning/ - accessed on 13 May 2016).
Thematic Working Group on Early School Leaving (2013), Reducing early school leaving: Key messages and
policy support, European Commission, November.
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Desk research - Not country specific
A. Define Emotional Intelligence
Emotional intelligence is ‘the ability to observe the emotions of oneself and others while utilizing these
observations in the direction of one’s behaviour and thinking’ (Salovey & Mayer, 1989, quoted in Davis
& Leslie, 2015: Short Research Report: A Comparison of Emotional Intelligence Levels between Students
in Experiential and Didactic College Programs, http://www.um.edu.mt/cres/ijee/latestissue (accessed on
17 Apr 2016).
Goleman in his book Emotional Intelligence (1995) defines emotional intelligence as a set of five
fundamental competences and qualities to successfully deal with life:
•
self-awareness: knowledge and comprehension of own emotions;
•
self-regulation: ability to deal with own emotions;
•
motivation: commitment, initiative, etc.;
•
empathy: capacity to understand others’ emotions;
•
social skills.
Later on, Mayer and Salovey (1997) broaden the definition by including the ability to perceive emotions,
to compare emotions and feelings, to understand information coming from these emotions and being
able to deal with them.
According to D. Servan-Schreiber, a person’s social success is not determined as much by intellect, but
rather by the ability to communicate with others, to value the social and emotional situations, to control
own emotions, to not be driven by anger, etc. The set of these capacities is called “emotional intelligence”
(Emozioni, Apprendimento e Ipermedialita, 2000).
‘Social-emotional skills, or ‘emotional intelligence’, is the name given to the set of abilities that allows
students to work with others, learn effectively, and serve essential roles in their families, communities
and places of work.” (Academic and social emotional learning – IBE, Maurice J. Elias, 2003).

B. Define Emotional Education
Goleman (1995) stressed that family is the first context in which we experience emotional learning.
Emotional education works not only through direct teachings from parents towards their children, but
also through behaviours and models they adopt when dealing with their own emotions and within their
relationship. Children who learn to deal with their own emotions better tolerate stressing situations and
to communicate their emotional status. They are able to develop positive relations with the others.
Emotional education may be assumed to mean the type of education that contributes to the
development of emotional intelligence.
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Terms closely related to Emotional Education:
1. Social-emotional learning is apparently the preferred term in current literature (i.e. when one enters
‘emotional education’ in a search engine, social-emotional learning - SEL - comes up most often). This
term focuses on learning and is aligned with the more recent trend of shifting focus from ‘education’ to
‘learning’ (see e.g. the World Bank’s Education Strategy 2020 entitled Learning for All, which recognises
that being provided an education does not mean that learning - which is the ultimate goal in this context takes place, hence the new focus).
According to the Chicago-based organisation, CASEL (Collaborative for Academic, Social and Emotional
learning), social and emotional learning (SEL) is the process through which children and adults acquire
and effectively apply the knowledge, attitudes, and skills necessary to understand and manage
emotions, set and achieve positive goals, feel and show empathy for others, establish and maintain
positive relationships, and make responsible decisions. (http://www.casel.org/social-and-emotionallearning/ - accessed on 17 Apr 2016)
Effective social-emotional learning (SEL) is a transformative and evidence-based educational process that
teaches children, from pre-k through 12th grade, the mental skills that will significantly reduce emotional
stresses that lead to violence and addiction, improve problem-solving skills, enhance empathy, raise
academic test scores and increase resiliency. SEL serves as an umbrella for many programs and initiative
that serve to make youth feel safe and provide a positive learning environment. These include:
Character Education, Service Learning, Peer Mediation, Bullying Prevention, Anger Management,
Drug/Alcohol Prevention, Violence Prevention, Ethical-Decision Making, Harassment Prevention, Positive
Behaviour Supports. The competencies attained by effective social-emotional learning programming
include:
● recognizing and managing our emotions;
● developing caring and concern for others;
● establishing positive relationships;
● making responsible decisions; and
● handling challenging situations constructively and ethically.
They, and the skills needed to reach these goals, allow children to calm themselves when angry, make
long-lasting friends, resolve conflicts respectfully, and make ethical and safe choices.
SEL is a framework for school improvement by creating and maintaining a caring learning environments.
Students learn better in a positive and safe school. (http://www.sel4ma.org/what-is-sel/) (accessed on 17
Apr 2016).
2. Noncognitive skills are “patterns of thought, feelings and behavior” (Borghans et al. 2008) of
individuals that may continue to develop throughout their lives (Bloom 1964), and that play some role
in the education process. These skills encompass those traits that are not directly represented by
cognitive skills or by formal conceptual understanding, but instead by socio-emotional or behavioral
characteristics that are not fixed traits of the personality, and that are linked to the educational
process, either by being nurtured in the school years or by contributing to the development of cognitive
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skills in those years (or both) (Garcia, E. The Need to Address Non-Cognitive Skills in the Education Policy
Agenda, Economic Policy Institute (EPI), 2014, Briefing Paper #386, p. 6)
The list of non-cognitive skills put together by EPI includes critical thinking skills, problem solving skills,
emotional health, social skills, work ethic, and community responsibility, which are identified by
Rothstein, Jacobsen, and Wilder (2008) as aligned with goals of public education. Pianta and colleagues’
contribution adds to the list factors affecting personal relationships between students and teachers
(closeness, affection, and open communication), self-control, and self-regulation. Garcia (2014) suggests,
as well, the importance of persistence, academic confidence, teamwork, organizational skills, creativity,
and communication skills. She titles this list the education policy list of noncognitive skills.
It is really interesting the following quotation: “The term ‘non-cognitive skills’ refers to a set of attitudes,
behaviours, and strategies that are thought to underpin success in school and at work, such as
motivation, perseverance, and self-control. They are usually contrasted with the ‘hard skills’ of cognitive
ability in areas such as literacy and numeracy, which are measured by academic tests. Non-cognitive skills
are increasingly considered to be as important as—or even more important than—cognitive skills or IQ in
determining academic and employment outcomes.” (Gutman & Schoon, 2013, The impact of noncognitive skills on outcomes for young people, Institute of Education, p. 3).
NB: “[...] learning is a continuous interaction between cognitive and other skills and competences, and
changes are unlikely to happen in the absence of this interaction (Bransford, Brown, & Cocking, 2000). It
is also important to note that discussion of non-cognitive skills is complicated and contested. There is
little agreement even on whether ‘non-cognitive skills’ is the right way to describe the set of issues under
discussion, and terms such as ‘character skills’, ‘competencies’, ‘personality traits’, ‘soft skills’ and ‘life
skills’ are also widely used.” (idem, p. 8)
3. The 16 “habits of mind” described by Costa & Kallick as defining the disposition toward behaving
intelligently when confronted with problems, the answers to which are not immediately known (Costa
&
Kallick,
2000,
Discovering
and
Exploring
Habits
of
Mind;
see
also
http://www.artcostacentre.com/html/habits.htm) include, among others:
Persisting. Stick to it. See a task through to completion and remain focused.
Managing impulsivity. Take your time. Think before you act. Remain calm, thoughtful and deliberate.
Listening with understanding and empathy. Seek to understand others, devote mental energy to
another person’s thoughts and ideas. Hold your own thoughts in abeyance so you can better
perceive another person’s point of view and emotions.
Taking responsible risks. Venture out. Live on the edge of your competence.
Finding humor. Laugh a little. Look for the whimsical, incongruous and unexpected in life. Laugh at
yourself when you can.
4. Soft skills are cross-cutting and relate to personal competences (confidence, discipline, selfmanagement) and social competences (teamwork, communication, emotional intelligence) (EU
Commission, Skills panorama 2015) - hence EI is considered a social competence.
5. Rational emotive education seems to be informed more by therapists’ work. “I came up with the idea
of teaching rational-emotive psychology to children in the course of their regular classroom activities;
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and, starting in 1967. I began to concretize plans for establishing what shortly thereafter became The
Living School, one of the very first elementary schools in the world primarily devoted to emotional
education, in addition to teaching its pupils the fundamentals of academic education.” (Dr. William J.
Knaus, Rational Emotive Education)
6. Cafai and Cooper (2009) defined ‘social and emotional education’ as the educational process by which
an individual develops intrapersonal and interpersonal competence and resilience skills in social,
emotional and academic domains through curricular, embedded, relational and contextual approaches.
The definition implies awareness, understanding and management of self and of others through social,
emotional and cognitive processes. This includes understanding of self and of others, regulating emotions
and enhancing positive ones, developing healthy and caring relationships, making good and responsible
decisions, making use of one’s own strengths and overcoming difficulties and adversity in social and
academic tasks. SEE is concerned with the multidimensional nature of learning and teaching, and
underlines a pedagogy for building social, emotional and resilience skills.
7. In the 70s, the American psychologist Knaus developed the Rational Emotive Education (REE) at PS 76,
a Long Island City, New York Elementary School. Students of this school came from a mixed cultural,
racial, and low-income district. About 25% of them displayed a learning disability. The program has been
developed in response to teachers’ need for a program that could help students to attend better to their
classroom learning and to come closer to achieving their potential.
The first idea behind the program has been that of translating rational ideas into age-appropriate
exercises, followed by testing and modifying them through interaction with students. The result of this
process are the lesson-modules that form the program’s core. Later, the program has been introduced in
other schools and underwent further modifications. Although it was originally designed for low-income
children, the program now engages students at different socioeconomic levels and in different learning
environments.
The REE program provides a framework for teaching students reasoning and transversal skills, and
opportunities for students to improve their perspective, self-concept, frustration tolerance, and problemsolving abilities.
8. Stanford University Psychologist Albert Bandura’s social learning theory explains human behavior as an
ongoing interaction between cognitive, behavioral, and environmental factors (Bandura, 1977). According
to this theory, students who believe that they can organize and direct their actions to achieve positive
results, using the tools they learn in school and elsewhere, are likely to successfully manage the daily
challenges and see opportunities that they can pursue.
C. ESL and school drop-out

According to the Final Report of the Thematic Working Group on Early School Leaving (Reducing early
school leaving: Key messages and policy support, European Commission, November 2013), „early school
leavers are defined as persons aged 18 to 24 fulfilling the following two conditions: (1) the highest level
of education or training attained is ISCED 0, 1, 2 or 3c short, (2) no education or training has been
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received in the four weeks preceding the survey” (p. 8). Relevant figures on ESL are provided by the EU
Labour Force Survey, which uses the total population of the same age group (18 to 24) as the reference
group to calculate the early school leaving rate. The above-cited report points out that EU Member States
define ESL differently (leaving education and training systems before the end of compulsory schooling;
before reaching a minimum qualification or before completing upper secondary education).
The term ’school drop-out’ is used to refer to discontinuing an on-going course, which can occur at any
time (see also OECD’s definition of dropouts: „those students who leave the specified level in the
educational system without obtaining a first qualification“ (Education at a Glance, OECD, Paris, 2002,
Glossary) (http://stats.oecd.org/glossary/detail.asp?ID=5355). The report uses the term early school
leaving (ESL) to describe all forms of leaving education and training before completing upper secondary,
and explains that the definition of ESL plays a crucial role in the development of policies to prevent or
reduce it. While focusing on school drop-out emphasises the need to prevent drop-out from occurring
and to intervene as early as possible, concentrating on the number of young people who have not
completed upper secondary education may shift attention to measures helping them to re-enter
education and training systems and to complete their education. The European definition of ESL supports
the latter perspective, as it refers to young people beyond compulsory schooling age who have not
completed upper secondary education. However, most of them may have discontinued their education
years before. European-level data is not available in relation to the number of students or young people
who have dropped out of education.
- UNESCO (1972) stated that school dropout comprises all the phenomena leading both to a slow down
both to the end of the formal educational path.
Possible explanations for Early School Leaving
According to the European Union, early school leaving is linked to unemployment, social exclusion, and
poverty. There are many reasons why some young people give up education and training earlier: personal
or family problems, learning difficulties, a problematic socio-economic situation, the education system set
up, the school environment. Since there is not a single reason for early school leaving, policies to reduce it
should address different problems and combine education and social policy, youth work and health
related aspects such as drug use or mental and emotional problems.
According to a research of the NESSE (Network Of Experts In Social Sciences Of Education And Training
Early School Leaving), ESL always occurs in particular contexts that produce and shape it in specific ways.
It has both individual and institutional causes.
Early School Leavers are more likely to:
·
come from workless households;
·
be male rather than female;
·
come from vulnerable groups (e.g., disabled, with Special Educational Needs, etc.);
·
come from minority or migrant backgrounds;
·
be concentrated in particular areas;
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·
have developed patterns of academic achievement, problematic behaviour and poor attendance;
·
come from schools with low socio-economic status students.
Not only family and social conditions determine ESL, but there can also be connections with the school
organization.
According to the research of NESSE, school composition, school organisation and school culture are
related to ESL:
·
School composition refers to the ways that the characteristics of the student body as a whole,
especially its social class make-up, affect its processes and influence the achievement of its students
·
Peer effects also play a part in young people leaving school early.
·
School size has been found to have an effect on ESL, above and beyond its relationship with the
quality of relationships among school members.
·
Teacher support and guidance, and students’ trust in their teachers reduce the likelihood of
students’ dropping out of school early.
According to Eurostat findings:
·
in 2014, in the EU-28, (12.8 %) of young men left school, while the young women were the 9.6 %.
Nearly all EU Member States reported a higher proportion of early leavers for young men than for young
women.
·
in 2014, the lowest proportion of early leavers in the EU-28 was reported in cities (1 in 10 young
people). In towns and suburbs the proportion of early leavers rose to 11.9 %, while it was higher still in
rural areas, at 12.4 %.
These data confirm a relation between ESL and gender and areas in which individuals live.

D. Links between emotional well-being and academic performance
The association between the development of noncognitive skills and academic performance. The
following notes/quotes if not otherwise referenced have been taken from Garcia, E. The Need to Address
Non-Cognitive Skills in the Education Policy Agenda, EPI, 2014, Briefing Paper #386, pp. 8-9. It’s highly
suggested to look at in details to deepen the topic.
- Binet and Simon (1916, 254): performance in school “admits other things than intelligence; to succeed in
his studies, one must have qualities which depend on attention, will and character.”
- Olson (2012): social skills—children’s ability to get along and interact with peers—and the absence of
aggressive or disruptive behavior predict and facilitate learning (Olson 2012, 20).
- Farrington et al. (2012): literature review of the contribution of noncognitive skills to academic
performance: the review assumes that academic performance, as measured by grades or test scores,
reflects not only knowledge of academic contents but also other important student attributes or
noncognitive factors, such as a “range of academic behaviors, attitudes, and strategies that are critical for
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success in school and in later life.” Farrington and colleagues’ list includes study skills, attendance, work
habits, time management, help-seeking behaviors, metacognitive strategies, and social and academic
problem-solving (some of which, as noted above, may be considered in part cognitive). In the authors’
conceptual framework, noncognitive skills operate in a three-level environment, determined by student
background, school and classroom context, and socio-cultural context, which may, in turn, shape their
specific impact on achievement.
- Durlak et al. (2011): meta-analysis of over 200 interventions aimed at increasing the social and
emotional learning of children from kindergarten through high school (ages 5–18). This study is one of the
most extensive reviews of such interventions, and it relies on empirical evidence that included control
groups for the analyzed interventions. Their conclusions suggest that participants benefited from the
interventions, and, specifically, that their social and behavioral skills improved. On average, participating
students also exhibited higher academic achievement, with an associated gain in performance estimated
to be equivalent to 11 percentile points, approximately constant across grades.
- In a widely circulated newspaper op-ed (NY Times, No emotions Left Behind,
http://www.nytimes.com/2005/08/16/opinion/no-emotion-left-behind.html), Shriver and Weissberg
(2005) state about cognitive and noncognitive aspects of learning, “The two kinds of learning are
intimately connected. That means that promoting students' social and emotional skills plays a critical role
in improving their academic performance.”
- Interesting findings derive from studies of how executive function skills—self-regulation and selfcontrol—are important predictors of achievement. For instance, self-control and self-discipline are
predictive of better behaviors in the classroom, which also correlate with improved report card grades
and other measures of academic performance (Duckworth, Quinn, and Tsukayama 2012; Duckworth and
Seligman 2005).
- Academic performance is affected by factors such as school climate or learning environment (these
terms encompass human relationships and other conditions conducive to learning, such as safety,
empowerment, collaboration, and an engaging environment). One especially useful reference in this area
is the comprehensive examination by Bryk et al. (2010) of components that are critical to helping
struggling schools become more successful. Their work for the Consortium on Chicago School Research,
which compares successful and unsuccessful public elementary schools in Chicago, extensively documents
how differences in performance across seemingly similar schools can be explained by factors such as lack
of safety, level of violence, and whether the school has established a student-centered learning climate
(in addition to such critical components as rigorous instruction, leadership, and community participation).
- Over the years, research on school climate has gained traction, and it is currently an important area of
analysis for researchers and institutions seeking to explain what constitutes a good school. Most of the
evidence in this area is correlational, but, again, strongly points to the importance of a whole-child
development strategy; focusing on the whole child gives improvements in curriculum, instruction, and
assessment a much greater chance of succeeding (Comer 2005). As an example, a recent study (Hanson
and Voight 2014) using two years of data from students in a California middle school shows a positive
correlation between performance in math and reading and various measures of school climate (safety
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and connectedness, caring relationships with adults, meaningful participation, and reduced substance
use, bullying and discrimination, and delinquency). We would expect future research on how school
climate variables affect noncognitive skills to further confirm the strength of these associations.
Noncognitive skills are important predictors of cognitive performance, and cognitive skills are also
influential in the level of noncognitive performance. The patterns over time suggest that the importance
of noncognitive skills as a determinant of cognitive performance increases very little over the earlier
grade levels, but steadily increases across the later grades. Meanwhile, the absolute importance of
cognitive skills as a determinant of noncognitive skills significantly increases through the earlier grade
levels (kindergarten through third), and then decreases in later grade levels (fifth through eighth) (p. 14).
- Findings by Gutman & Schoon, 2013, The impact of non-cognitive skills on outcomes for young people,
Institute of Education, p. 3:
o
o
o

Factors such as self-control and school engagement are correlated with academic outcomes.
Children’s perception of their ability, their expectations of future success, and the extent to which they value an activity
influence their motivation and persistence leading to improved academic outcomes, especially for low-attaining pupils.
Within school, effective teaching, the school environment, and social and emotional learning programmes (SEL) can
play an important role in developing key non-cognitive skills.

- According to a research done by Six Seconds, emotional intelligence has a great potential as mediator of
positive educational results. For instance, during a research in 667 high schools in 2004, James Parker did
a questionnaire to measure students’ emotional intelligence and then compared the educational
performance of these students at the end of the school year.
Students have been divided into three main groups according to their educational performance:
·

Students whit high educational performance

·

Students with average educational performance

·

Students with low educational performance

Students with the higher school results showed greater interpersonal, adaptability and stress
management competences.
Students with average results obtained greater results than the ones with a low educational performance
in interpersonal, adaptability and stress management competences.
- In another research made on the didactic program Self Science SEL involving 311 students in 13 classes,
teachers found the program efficient in improving both the relations within the classroom and the school
results.
The 92% of teachers agree that the program helped in improving:
·

the students’ attention and concentration
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·

the relation student-teacher

The 77-85% of them agree that the program has been efficient in:
·

improving learning

·

developing cooperation

·

increasing positive judgments and diminishing the negative ones in students.

Perhaps one of the reasons because these studies show such effects is because students are under
pressure in many ways. The application of competences of the Emotional Intelligence can help in
managing difficult situations.
- According to a research of the OECD as part of PISA (Programme for International Student Assessment),
schools have a significant impact on students quality of life and their disposition towards learning.
The results of this research show that academic achievement that comes at the expense of students’ wellbeing is not a full accomplishment. Most teachers and headmasters acknowledge that the socioemotional development of their students is as important as good knowledge of school subjects.
A good teacher-student relationship plays an important role in the emotional wellbeing of the student
and his/her attitudes towards learning. When students have good relations with their teachers, both their
performance and their sense of belonging at school benefit.
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