
 
 

 

 

LEBANESE AMERICAN UNIVERSITY 

 

 

 

 

School Principals and Teachers’ Perceptions of Social Emotional 

Learning (SEL) in Lebanon 

By 

Hanine Farshoukh 

 

 

 

 

A thesis 

Submitted in partial fulfillment of the requirements  

for the degree of Master of Arts in Education 

 

School of Arts and Sciences 

April 2022 



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

© 2022 

Hanine Farshoukh 

All Rights Reserved









v 
 

 

 

 

 

 

 

To the one who taught me EVERYTHING and nurtured the love and care for other 

people’s needs in me, my mother, Dr. Ghina Hammoud. 

 

 

  



vi 
 

ACKNOWLEDGMENT 

This dissertation would not have been possible without the help of God 

Almighty. 

Many thanks to my kind and motivational advisor, Dr. Ketty Sarrouphim, for 

guiding me and making this process much easier. Also, thanks to my committee 

members, Dr. Rima Bahous, and Dr. Mona Majdalani, who offered guidance and 

support.  

I would like to thank to my supportive husband Mohammad, my wonderfully 

generous mother Dr. Ghina, my encouraging twin sister Hanan, my helpful brothers 

Ahmad and Mohammad, my motivational aunt Dr. Souha, my beautiful baby Sophia 

and my sweet family members who believe in me and are always there for me 

throughout my life, always offering prayers, love and much more. 

  



vii 
 

School Principals and Teachers’ Perceptions of Social 

Emotional Learning (SEL) in Lebanon 

Hanine Massalkhi Farshoukh 
 
 
 
 

ABSTRACT 
 
 
 

Despite the importance of social-emotional learning (SEL) for students, programs 

that promote SEL are scarce in Lebanon. The absence of a definition of the concept 

of SEL in the country has contributed to this void. Hence, this study has examined 

principals’ and teachers’ perceptions of SEL and its impact on students’ academic 

achievement in schools in Lebanon. Qualitative data was collected through 

interviews from eight principals and 22 teachers from schools in Lebanon that 

implement SEL. The findings suggest that educators have a positive attitude towards 

SEL and its impact on students’ academic achievement. Even though the Lebanese 

curriculum does not provide established programs for SEL, the results showed that 

these programs are developed on individual basis by the school staff in the form of 

classroom activities, extracurricular activities, plays, reflections, and more. 

Nevertheless, these services are preliminary in nature and vary in scope in each of 

the participating schools. The current study provides insight into the importance and 

implementation of SEL in schools in Lebanon. 
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Chapter One 

Introduction 

 

This study addresses the school principals and teachers’ perceptions of social-

emotional learning (SEL). More specifically, the study examines the extent to which 

principals believe that social-emotional learning is necessary in schools in Lebanon. 

Social and emotional learning (SEL) is defined as the processes by which children 

and adults obtain and apply essential skills to identify and manage emotions, 

establish, and accomplish positive goals, appreciate the perceptions of others, 

establish and preserve supportive relationships, make responsible decisions, and 

handle personal and interpersonal situations constructively (Weissberg, Durlak, 

Domitrovich, & Gullotta, 2015). 

 

Since the early 1990s, social-emotional learning (SEL) has emerged as a major 

thematic and programmatic emphasis in American education. Many States have 

included social emotional learning as an essential part of their curriculum for the 

education of the whole person (Hoffman, 2009). Research has shown that promoting 

students’ social-emotional learning has a positive impact on their academic 

achievement as well. In Lebanon, some schools have embedded Social Emotional 

Learning (SEL) in their curriculum. The purpose of this qualitative descriptive study 

is to investigate the perceptions of principals and teachers who are implementing 

SEL in their schools with regards to students’ academic achievement. The conceptual 

framework is derived from Fullan’s six allegations that operate as a guide to observe 

student success when implementing educational improvements. The study’s guiding 

questions will address the school principals and teachers’ perceived conceptions and 
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responsibilities of including SEL in their schools. Ten school principals and twenty 

teachers who hold leadership and teaching positions in schools, which follow SEL, 

will be interviewed. Data will be transcribed, coded in themes, based on Hatch’s 

typology, and will be thematically analyzed. This study promotes a social 

transformation by informing school principals and teachers of the necessity and 

sustainability of the implementation of SEL. Social-emotional learning programs can 

enhance both the academic and personal achievement of students. In this research, I 

will concentrate on the perceptions of principals and teachers of the impact of SEL 

on student academic achievement, in a Lebanese context. 
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1.1 Research Context 

Several well-designed research studies have supported the positive impact of 

SEL on students’ academic achievement and socio-emotional development 

(Association for Supervision and Curriculum Development, 2007; Diekstra, 2008; 

Zins, Weissberg, Wang, & Walberg, 2004). This qualitative descriptive study 

explores the connection between SEL and student academic achievement through 

listening to the voices and perceptions of 10 school principals and 20 teachers at 

private schools in Lebanon in their journey with social-emotional learning. 

1.2 Purpose of the Study 

The purpose of this qualitative study is to investigate the perceptions of school 

principals and teachers in Lebanon concerning including social-emotional learning 

(SEL) as part of their regular curriculum. This study will explore the importance of 

integrating social-emotional learning in schools and will aim to find its positive 

effect on students’ academic achievement. It will pave the way for principals and 

teachers to implement SEL across schools in Lebanon. It is hoped that principals will 

use the findings of this research to support the implementation of SEL as a means to 

advance student learning academically, emotionally, and socially.  

 

1.3 Research Question 

More specifically, this study seeks to answer the following question: 

 What are the perceptions of principals and teachers regarding including 

social-emotional learning (SEL) in the curriculum?  

 What are the perceptions of principals and teachers regarding the impact of 

social-emotional learning on student academic achievement in Lebanon? 
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1.4 Rationale  

In this section, the importance of this study and its contribution to the literature 

will be discussed.  

Perceptions play a key role in the actions of people (Ajzen, 2012). In the 

literature, the term ‘perception’ refers to understanding phenomena and constructing 

an experiential interpretation of the world (Durmaz & Diyarbakirlioglu, 2011). In a 

pedagogical sense, perceptions are assumed to be formed through a set of cultural 

beliefs and values (Stern & Keislar, 1975). Therefore, the perceptions of principals 

and teachers influence their behavior in the educational setting. Also, the perceptions 

of principals and teachers play a vital role in the failure and success of educational 

policy and practice (Meister, 2010; Ryan & Cooper, 2013). As such, the school 

principals’ and teachers’ perceptions, as educational leaders, and decision makers, 

affect the fulfillment of learning goals in the school setting. Consequently, the 

principals’ and teachers’ recognition of students’ social and emotional learning needs 

impacts the effectiveness of meeting them. 

Additionally, this study will address students’ academic achievement since it is 

considered a responsibility for principals and teachers. Their perceptions of a 

program as a key factor to student academic achievement will determine their 

support of it. In terms of the principals’ influence on student academic achievement, 

Martinko (1995) found that principals’ perceptions constitute a vital factor in making 

and implementing decisions. In addition, principals play a major role in school 

success and reform (Smylie, Wenzel, & Fendt, 2003).  According to the literature, 

principals affect schools’ procedures and daily operation more than they affect 

student achievement. But Mark and Printy (2003) argued that this does not 

necessarily suggest that their impact on students’ achievement is trivial. In addition, 
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previous research found a direct link between SEL and academic performance (Tan, 

Sinha, Shin, & Wang, 2018).  

With regards to the teachers’ role, no doubt that teachers are the driving force 

behind SEL initiatives in schools and classrooms. Also, the teachers’ own social 

intelligence and well-being have a profound impact on their students. Schonert-

Reichl (2017) argues that classrooms with warm teacher-child relationships promote 

deep learning and positive social and emotional growth among students. Students' 

academic performance and behavior both suffer when teachers fail to balance the 

social and emotional demands of teaching. Scholars cannot truly understand how to 

foster SEL in the classroom unless they properly understand teachers' own social-

emotional health and how teachers affect students' SEL. Since principals and 

teachers are held accountable for students’ academic achievement in their schools, 

this study will investigate their perceptions of SEL. 

Several theories have emerged in research, with each constituting various 

perspectives on what advances students’ academic achievement. Driven by such 

studies, many models and programs were developed. For instance, the DISCOVER 

model is an “integrated system for assessing and developing children’s creative 

problem-solving abilities in multiple domains” (Renzulli, 2009, p. 253). Also, the 

triarchic enrichment program is inspired by Sternberg’s Triarchic Theory of 

Intelligence which intends to stimulate practical, analytical, and creative learning for 

students (Gubbels, Segers, & Verhoeven, 2014). Furthermore, problem and project-

based learning emphasize student independence and provide authentic applications of 

content and skills (Gallagher & Gallagher, 2013; Wang, Huang, & Hwang, 2015). 

Hence, addressing social-emotional learning programs for students is crucial for 

their growth and development. Nevertheless, not all principals and teachers in 
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Lebanon believe in implementing comprehensive and grounded SEL programs, 

because as Looney (2011) argued, it is hard to implement new methods when one 

does not understand them. Establishing SEL programs for students is an outcome 

behavior, which stems from a decision-making process, contingent upon conceptions 

or perceptions (Ajzen $ Flood, 2009; Ajzen, 2012). Hence, this study examines 

Lebanese principals’ and teachers’ perceptions of social -emotional learning to shed 

light on whether their conception of SEL might pave the way for establishing SEL 

programs across the country.  

 

1.5 Significance 

 
This study presented theoretical and practical implications. In terms of theory, it 

provided descriptive insights into the perceptions of social-emotional learning, and as 

such set a base for designing professional development frameworks and shed light on 

its influence on students’ academic achievement. Hence, this study extended the 

existing literature that explored principals and teachers’ perceptions of SEL. Given 

that research is scarce on the effect of principals and teachers on student academic 

achievement (Bingham & Gottfried, 2003), this study contributed to the literature by 

exploring the perceptions of principals and teachers in Lebanon, a topic not 

thoroughly examined or researched (Nasr, 2005). As for practice, this study provided 

empirical data to implement future SEL programs in the country.  

Much of the research on school reform over the past decades strongly suggests 

that lack of implementation, rather than weakness of a model in question, can result 

in failed school efforts (Brackett et al., 2012; Goodman, 1995; McCabe & Oxley, 

1989; Muncey & McQuillan, 1993; Wehlage, Smith, & Lipman, 1992). Therefore, 
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the findings of this study contributed to a change in the status quo of education in 

Lebanon by providing empirical data on the positive impact of implementing SEL in 

schools in the Lebanese context.  

 
 

1.6 Operational definitions 

• Perceptions: a belief or an opinion on something (Kokaridas et al., 2014).  

• Socio-emotional learning (SEL): the ability to successfully balance important 

aspects of one's life, one of which is the school environment (Goleman, 

1995).  

• Student: someone who is enrolled in an educational institution. 

• Teacher: a person who educates the students at a school.  

• Principal: an individual in charge of a school's executive and leadership 

functions.  
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Chapter Two  

Literature Review 
 

This section provides a review of the literature on principals and teachers’ 

perceptions of social-emotional learning and its relation to student academic 

achievement. The review encompasses social-emotional learning, social-emotional 

learning and student academic achievement, and principals and teachers’ perceptions 

of social-emotional learning. 

2.1 Social-Emotional Learning 

This section presents scholarly definitions of social-emotional learning 

(SEL). In addition, this section discusses the goals, importance, and criticism of SEL. 

Waters and Sroufe (1983) argued that competent people are those who have 

the ability to create and harmonize malleable responses to needs and to induce and 

benefit from opportunities in the natural world around them. The framework in the 

basis for studying SEL came from this description of Waters and Sroufe on social-

emotional learning (Durlak et al., 2011). Similarly, Daniel Goleman (1995) defined 

social-emotional intelligence as the skill to manage effectively the vital fields of life, 

one of which is the school setting. In addition, Elias et al. (1997) stipulated that 

social-emotional learning is the procedure of developing the ability to manage 

emotions, establish and fulfill goals, appreciate the viewpoints of others, conduct 

interpersonal situations in socially and emotionally competent manners, construct 

responsible decisions, and forming and preserving supportive relationships. 

Basically, it has become common to refer to SEL as social intelligence (Taylor, 

2019).  



 

9 
 

2.1.1 Goals of SEL 

By extension, the fundamental goals of including SEL in schools is to further 

develop in students the five interconnected competencies of social awareness, self-

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

(CASEL, 2005). These competencies can pave the way to a range of social, 

academic, and even personal achievements. More importantly, the student’s behavior 

will witness a notable change in embodied principles of empathy, personal 

responsibility, and shrewd decision-making (Durlak et al., 2011). 

 

2.1.2 Importance of Social Emotional Learning 

According to Osher et al. (2016), social-emotional learning (SEL) is a 

necessity for students world-wide. With regards to education, most scholars would 

readily agree that the world is brimming with diverse cultures, different motivations, 

and different levels of ability to learn (Learning First, 2003). Durlak (2010) 

acknowledged that a vast number of students fall short on the needed social-

emotional skills which results in less school engagement as they develop from 

elementary through high school. In addition, Durlak (2010) emphasized that the 

absence of social-emotional learning creates a lack of connection which negatively 

influences the students’ academic achievement. By focusing on social-emotional 

learning, children and adults will be able to recognize, manage, and better cope with 

their emotions (Elias et al., 1997). Through acquiring and applying social-emotional 

learning, students will learn to value other people’s perspectives, form, and maintain 

positive relationships, generate sensible decisions, and manage personal and 

interpersonal conditions effectively (Weissberg, Durlak, Domitrovich, & Gullotta, 

2015).  



 

10 
 

2.1.3 Criticism of Social-Emotional Learning 

Even though social-emotional learning is emerging as a widespread “thematic 

and programmatic” method in several school districts and schools worldwide, there 

is a growing concern about SEL programs; that is, various programs lack large-scale 

organized evaluations and make unsupported claims (Institute of Education Services, 

2007; Waterhouse, 2006). School-based programs also received some criticism on 

their sustainability following longitudinal and metacontextual studies (Hoffman, 

2009). In the same vein, Duncan et al. (2007) and Zeidner et al. (2002) have doubted 

the extent to which cultivating students’ social and emotional competences will in 

fact improve their behavioral and academic performance. 

Several critics of SEL suggest that using emotional intelligence (EI) as the 

hypothetical method for programming is perplexing. The aspects of emotional 

intelligence that claimed to support such programs are ambiguous (Qualter, Gardner, 

and Whiteley, 2007). Hoffman (2009) argued that even though some researchers find 

SEL to be a varied positive concept that emphasizes that social and emotional skills 

can be utilized to help students and schools, other scholars consider the concept to be 

riddled with perplexity and absence of empirical accuracy. In spite of these 

criticisms, the positive aspects of SEL still stand and warrant further investigation.  

 

2.2 Social-Emotional Learning and Student Academic Achievement 

This section presents literature on the relation between social-emotional 

learning and student academic achievement. The discussion focuses on the 

importance of SEL and its impact on student academic achievement. In addition, 
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literature on the importance of principals and teachers’ perceptions of SEL is 

presented.  

 As Weare and Nind (2011) argued, two decades of field constructing and 

advancement have uncovered the suitable effects of emotional wellbeing programs in 

schools. Moreover, previous research has revealed the significant effect of social-

emotional learning on academic achievement (Association for Supervision and 

Curriculum Development, 2007; Durlak et al., 2008; Newell & Van Ryzin, 2007). 

The findings showed a link  between SEL initiatives and enhanced results in a 

diverse number of areas, such as students’ academic achievement (Brigman, Villares, 

& Webb, 2011; Cohen, 2001; Durlak et al., 2011; Reyes, Brackett, Rivers, Elbertson, 

& Salovey, 2012; Wang, Haertel, & Walberg, 1997; Zins et al., 

2004), unsympathetic and hostile demeanor (Losel & Beelman, 2003; Wang, Iannoti, 

& Nansel, 2009; Wilson & Lipsey, 2007), signs of anxiety and depression (Horowitz 

& Garber, 2006), substance abuse (Domitrovich, Cortes, & Greenberg, 2007; Tobler 

et al., 2000), mental health (Domitrovich et al., 2007; Durlak & Wells, 1997; 

Greenberg, Domitrovich, & Bumbarger, 2001), disruptive tendencies (Domitrovich 

et al., 2007), and constructive youth growth (Durlak et al., 2011; Catalano et al., 

2002).  

Farrington and Ttofi (2009) investigated the effects of school-based anti-

bullying programs and found through a meta-analysis study that both harassment and 

victimization dropped by 20–23% and 17–20%, respectively in schools that 

implement SEL programs. Similarly, the feasibility of school-based strategies to 

address Attention Deficit Hyperactivity Disorder is documented by a wide number of 

studies (DuPaul, 2007). Schools are starting to offer a growing range of social-

emotional learning programs, educate youngsters to handle their emotions and 
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understand certain requisite skills for maintaining more positive, professional, and 

personal relationships (Goleman, 2008; Jones, Brown, & Aber, 2011). The findings 

of research on this topic also revealed the need to fully comprehend the way social, 

emotional, and academics align with school improvements to enhance 

the contributions of these improvements. Although these findings varied 

considerably in their intervention methods, number of students, and cognitive results, 

they still deduced that school-based interventions were beneficial (Durlak et al., 

2011). 

The responsibility of student academic performance is assigned to policy 

makers, principals, teachers, parents, and students. Even though the input of 

every group is valuable, the most significant impact is determined by what principals 

initiate (Leithwood & McAdie, 2007). Principals are the foundations of learning, and 

their motivation influences each element of the learning process (Houchard, 2005). 

Additionally, principals are required to help overcome several profound issues 

plaguing society, such as social-sympathy deficiency and the expanding gap between 

social classes (Learning to Teach in the Final Report of the Information Society, 

2005). As important as principals are in policy making, it is the teachers who 

implement the plans and ensure the success of SEL in classrooms (Schonert-Reichl, 

2017). Schonert-Reichl (2017) argued that teachers are considered to be the engine 

that drives SEL methods and programs in schools. He also indicated that the 

presence of warm teacher-child relationships in classrooms endorses profound 

learning and positive social-emotional development among students. 

The current education system is facing various obstacles. Nonetheless, 

efficient schools that prepare students to succeed both in school and in life bridge the 

gap between social-emotional competences and academic achievement (Durlak, 
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Weissberg, Taylor, Dymnicki, & Schellinger, 2008). Properly constructed, 

implemented, and organized learning of SEL improves the ability for students to 

succeed professionally and academically (Zins & Elias, 2006). Looking through the 

lens of developmental psychology, pupils’ perceptions about themselves are also 

significant factors that impact academic achievement (Newell & Ryzin, 2007). In 

sum, research has documented the positive influence of SEL interventions on 

students (Association for Supervision and Curriculum Development, 2007; Diekstra, 

2008; Zins, Weissberg, Wang, & Walberg, 2004). Social-emotional learning 

programs have been designed to strengthen youngsters' social-emotional skills, 

school communication, and academic performance (Brackett et al., 2012; Durlak et 

al., 2008; Weissberg & O'Brien, 2004). They are also linked to diminished major 

behavioral issues and emotional distress (Payton et al., 2008). They are also linked to 

a decline in major behavioral issues and emotional distress (Payton et al., 2008).  

 

2.3 Principals and Teachers’ Perceptions of Social Emotional 
Learning 

This section presents a review of the literature on principals’ and teachers’ 

perceptions of social-emotional learning as well as their understanding of its 

significance.  

Successful execution of SEL programs relies on the ability of the principal 

and the teacher to act as an encouraging role model, promote collaborative problem-

solving, and cultivate classroom conditions supporting social and emotional 

development (Jennings, 2007; Riggs, Greenberg, Kusché, & Pentz, 2006).  Not only 

does the literature illustrate the advantages of social-emotional learning to students, 

but it also addresses the benefits for teachers, principals, parents, and the community. 
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Lewkowicz (2007) indicated that school principals supporting SEL should anticipate 

rewards such as lowered student anxiety, enhanced social interactions and attitudes, 

and a school climate that promotes academic success. Hoffman (2009) also argued 

the positive impact of teachers implementing SEL in classrooms on students’ social 

and emotional wellbeing and inevitably their academic achievement.  

While the positive effects of supporting SEL programming are confirmed by 

a variety of studies, most principals' concerns are that their teachers feel frustrated 

and are poorly trained to incorporate SEL curriculum (Bierman et al., 2008). 

Teachers, on the other hand, claim that it is the principals’ job to include SEL in the 

curriculum, because not all schools provide teachers with the freedom to implement 

the methods or programs that they see suitable (Hauserman, & Stick, 2013). Bierman 

and collaborating scholars explored the effect of the Head Start REDI (Research-

based, Developmentally Informed) program to encourage educational and social-

emotional school preparation in their 2008 Head Start Impact Study. The 

participating principals obtained a detailed curriculum, in addition to a year of 

mentoring for teachers executing the curriculum. Participants responded to ten 

questions to explain the quality of their performance. The findings showed that the 

curriculum was delivered with a high level of coherence from the perspective of the 

principals, and the students were involved in the activities and lessons.  Moreover, 

substantial differences were evident on the children in the intervention classes, such 

as enhanced vocabulary, reading and writing skills, and social-emotional 

development favoring the children in the intervention classes. The results 

also showed that there is a deficiency in the strategies of many current practices 

(Bierman et al., 2008). 
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The previous study produced evidence in support of the detailed and 

structured REDI curricula that provided educators with specific strategies, a range 

and sequence of skills that minimized preparation time for teachers, and day-long 

mentoring and coaching. In other words, the program supported educators through 

the arrangement of skill distribution across a scale and timeline, minimized teacher 

preparation time, and gave teachers the ability to develop skills during the day. Given 

the limited time that teachers have within the school day, they may feel they have 

insufficient opportunity to meet the strict requirements of their jobs. This research 

supported the double-focused approach of research-based curriculum materials and 

training methods to improve best practices curricula. Principals looking to introduce 

or test social-emotional learning programs should be motivated by the results of this 

study.  Also, principals should prefer this model since they no longer need to 

decide between concentrating on delivering high-quality academic education or 

fulfilling the students ' social-emotional needs (Bierman et al., 2008). 

Along the same lines, Raphael and Burke (2012) evaluated the reform 

initiative of a new middle school for enhancing the students’ academic performance. 

Interviews with principals and teachers showed that they considered the social-

emotional needs of students as being ignored in the reform's execution. In addition, 

the participants reported that the emphasis on academic achievement hindered them 

from serving the students ' social-emotional needs effectively. The respondents 

indicated they needed assistance to balance between their students’ social-emotional 

needs and their academic achievement. 

The school principal and teacher's role in promoting, facilitating, and 

institutionalizing school-based mental health services remains largely unaddressed in 

the literature. Nonetheless, the few studies that examined the position of the principal 
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have shown that the key contribution is related to the efficiency of the execution 

(Gottfredson & Gottfredson, 2002) as well as the strength of implementation (Payne, 

Gottfredson, & Gottfredson, 2006). Teachers’ implementation of new learning 

techniques is essential for any pedagogical plan to work since they are the heart that 

makes everything work (Navarro et al., 2016). Principals and teachers are therefore 

well situated to convey a vision for a school-wide emphasis on the socio-emotional 

well-being and mental health of students. Additionally, the principals and teachers 

remain exceptional in their ability to recognize and then devote the resources to 

executing these efforts. 

Left largely unaddressed is the role of the principals and teachers in 

supporting, fostering, and institutionalizing school-based mental health interventions. 

The few studies that have explored the role of the principal, however, demonstrated 

that principal support is impacts the quality of implementation (Gottfredson & 

Gottfredson, 2002) as well as the intensity of the implementation (Payne, 

Gottfredson, & Gottfredson, 2006). Thus, principals are well positioned to articulate 

a vision for a school-wide focus on students’ socio-emotional wellness and mental 

health. In addition, principals and teachers are uniquely positioned to identify and 

then dedicate the resources to implement such efforts. But eventually teachers must 

be the ones who apply the vision of the principals and guarantee its application in 

their classrooms (Gupta et al, 2016). Bencivenga and Elias (2003) emphasized the 

role of the principal and teacher in maintaining the concept of school as a community 

that promotes not only academics, but also social, emotional and character 

advancement. They observed that in setting the leadership agenda and serving as its 

catalysts, the school principals and teachers have important roles. When cultivating 

the school community, they must have a shared mission to be seen as transformative 
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forces. Principals and teachers need to understand and share the children's experience 

and desires and listen attentively to the school culture's social-emotional health.  

While teachers, parents, and other professional staff members share the 

responsibility, the principal typically takes the lead in identifying, expressing, and 

executing a vision for the school community that has a reliable character and leads to 

academic success (Bencivenga & Elias, 2003). Similarly,. Whitley (2010) reported 

that progress in enhancing the students' mental health benefits all academic 

stakeholders in the short and long term and must be the main focus for principals. In 

the same vein, Skalski and Smith (2006) argued that principals must be at the 

forefront of advocators for school mental health. They added that to respond to the 

need for comprehensive and coordinated mental health services, one should start 

with strong leadership. Principals and school administrators should openly endorse a 

school climate that fosters positive mental wellbeing and take measures to show 

support. Lastly, Rowling (2009) noted that developing and implementing whole-

school mental health strategies depends on the vital role that principals play in these 

initiatives.  

In Australia, the academic leaders ' professional development program 

addresses the health and well-being of the principals themselves and the way 

they can stimulate a measured approach to mental health and well-being throughout 

the learning environment. Adelman and Taylor (2011) stated a similar point of view, 

arguing that little attention has been given to principals and their role in school 

leadership in relation to benefiting students’ and their learning. Students’ academic 

success depends heavily on the measures taken at the school to help the learners 

overcome challenges and ensure their wellbeing (Adelman & Taylor, 2006, 2010).  
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As an example, the International Alliance for Child and Adolescent Mental 

Health in Schools has partnered with the International Confederation of Principals 

(Rowling, Vince Whitman, & Biewener, 2009a) in an effort to determine the 

principals’ perceptions of the emotional and mental health of students and staff. The 

initiative is driven by the fundamental notion that the overall human growth is 

enhanced through emotional and mental wellbeing in schools. In addition, the design 

adopted the comprehensive view that education, academic achievement, and 

emotional and mental well-being are naturally linked together. The project used an 

international sample of more than 1,200 principals from 27 countries to investigate 

their beliefs on many areas: (a) the link between student social-emotional mental 

health and well-being and their academic performance; (b) key social-emotional 

mental health and well-being issues amongst students and staff; (c) national mental 

health and well-being policies for students; (d) The effect of impoverishment on 

social and emotional health of students; and (c) professional development and 

resources that are most appropriate and necessary. Data were gathered from 

participating principals in Germany (Dadaczynski & Paulus, 2010), Canada (Vince 

Whitman, Wells, Rowling, & Biewener, 2009), and Australia (Rowling, Vince 

Whitman, & Biewener, 2009b). The results showed that principals’ perceptions have 

a great impact on their securing the appropriate mental health services for students at 

their respective schools.  

In Lebanon, where this study is conducted, research on social-emotional 

learning (SEL) is scarce. In particular, studies on teachers’ and principals’ 

perceptions of embedding social-emotional learning in the school setting seems non-

existent. As shown in the reviewed literature, school administrators’ perceptions 

affect the services they provide to students in their schools. Consequently, it is 
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important to extend the previous studies on the perceptions of principals and teachers 

of SEL to the Lebanese context.  
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Chapter Three 

Methodology 
 

3.1 Introduction 

This chapter presents the method section of this study. It provides details on 

sampling, instruments and procedures that were used to collect data, validity and 

reliability concerns, data analysis, and ethical considerations.  

 This study followed a qualitative approach. Therefore, this is a descriptive 

study that explored the views of school principals and teachers in Lebanon who 

already implement social-emotional learning in their school practices. The ultimate 

purpose was to pave the way for other principals and teachers in Lebanon to include 

social-emotional learning practices in their schools. 

 

3.2 Design 

Qualitative research was first originated in sociology and anthropology 

(Merriam and Associates, 2002). Moreover, qualitative research has several core 

qualities that align with the inquiry of the study. One important benefit of qualitative 

research is collecting data in natural environments, as opposed to the contrived 

environment in experimental settings (Hatch, 2002). The qualitative approach is 

applicable to the field of education where the natural environment can be assessed 

effectively. Other core qualities of qualitative research include identifying how 

people construct new ideas based on their experiences, examining participants in a 

social context, and reporting the findings of the study in the ordinary language of 

participants (Merriam & Associates, 2002).   
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The designs for educational research can be quantitative, qualitative, or both 

(Creswell, 2009). The approaches suitable for conducting this study include case 

studies, ethnography, narrative, and grounded theory. However, in a case study, 

researchers examine a restricted group, system, or different component of analysis, 

which was not the case in this study. Also, Fryberg (2006) argued that case study 

methods must include an in-depth, longitudinal analysis of one instance or event, 

which does not align with the purpose of this study. With regards to ethnography, the 

participants of this study were not an intact cultural group, so ethnography research 

did not apply. In addition, Hatch (2002) stipulated that when conducting 

ethnographic research, the researcher must delve deep into the culture as an active 

participant in the lives of the natives for long periods and gather information in forms 

of informant interviewing, participant observations, and pieces from within the 

culture. This study did not focus on interpreting or describing shared patterns of a 

cultural-sharing group, nor did the researcher spend extended time in the field. 

Moreover, narrative research was also rejected, because the emphasis of such a 

methodology is on the first-person accounts of experiences that are narrated in a 

story format (Merriam & Associates, 2002). Instead, this study was intended to 

investigate the perceptions of principals and teachers in Lebanon and did not focus 

on the story of a single principal or teacher. Finally, grounded theory research was 

not suitable because this study did not intend to build a theory grounded in the 

perceptions of the participants. Moreover, as Hatch (2002) explained, grounded 

theory research encompasses producing theory from data which describe people’s 

actions regardless of time and place. This study sought to project principals and 

teachers’ perceptions of the impact of social-emotional learning on student academic 

achievement, not to develop a basic theory about their perceptions.  
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 After meticulous reflection, I chose a design that was not associated with any 

of these approaches. Several studies on qualitative methodology can favor this 

decision (Creswell, 2009; Hatch, 2002; Maxwell, 1996; Merriam & Associates, 

2002).  

A quantitative design was also considered and rejected. Quantitative 

approaches target quantity, intensity, amount, frequency, and statistical analyses 

which do not match the purpose of this study. As for the qualitative methodology, it 

is perceived as the best choice for researchers seeking to determine participants’ 

perceptions at a “particular point in time and in a particular context”.  According to 

Creswell (2003) and Maxwell (1996), a qualitative descriptive interview study design 

is applied when data are collected to offer descriptions of institutions, individuals, 

concepts, or settings. This qualitative descriptive study aimed to identify principals’ 

and teachers’ understandings by looking through their eyes and listening to their 

voices as they illustrated their responsibilities in implementing and their perceptions 

about the importance of Social-Emotional Learning on student academic 

achievement.  

 

3.3 Context 

Merriam and Associates (2002) argued that identifying the context of the 

research is a vital element of qualitative design. Contexts are the basic setting of the 

research, participants and their connections with each other, and the events these 

participants share (Hatch, 2002). Interpreting their political backgrounds, 

complexity, dynamics, and historical frameworks are critical in conducting research. 

In collecting the data needed to answer the research questions, 
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careful planning on how to negotiate access and entry is important. The context of 

this study was private schools in Lebanon in which social-emotional learning is 

implemented. The population of this study was principals and teachers at these 

private schools, who implement social-emotional learning program in their practices.  

 

3.4 Participants and Sampling 

Lebanon is divided into 25 districts. Each district has several private schools. 

Because this study follows a qualitative design, the number of participants will be 

limited (Gall & Borg, 2003). The sample consisted of 10 principals and 22 teachers 

who implement social-emotional learning in their school practice. Sampling 

decisions are crucial in attaining the strongest source of information to answer the 

research question (Patton, 1990). Criterion sampling was the most applicable strategy 

for this study’s approach.  

Criterion sampling is one type of purposive, non-probability sampling 

strategy that entails choosing those who meet certain predetermined criterion of 

significance (Patton, 2001). For this study, I chose the schools that meet the criterion 

of including social-emotional learning in their learning strategies. Next, I sent the 

principals and teachers at these schools an invitation to participate in the study.  

I purposefully selected 10 principals and 22 teachers to participate in the 

study.  Several research scholars have suggested that qualitative samples should 

range from six to ten participants to obtain rich information descriptions of the 

participants’ perceptions (Creswell, 2003; Maxwell, 1996). The study used this 

selection strategy to recruit principals and teachers who fit the criterion to collect 

data that provides answers to the research questions (Creswell, 2007). Participants 

were of different ages, gender, and years of experience. 
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3.5 Instruments 

The instrument used for data collection consisted of an interview. Interviews 

yield qualitative data that researchers use to analyze the perceptions of individuals 

and identify the concepts they utilize to make sense of their environments (Janesick, 

2004; Hatch, 2002; Rubin & Rubin, 2005). The interviewer and the interviewee build 

a conversational relationship that affects the mechanism of questioning (Rubin 

& Rubin, 2005). The qualitative researcher interacts with the participants in their 

natural environment, which contributes to creating a secure and safe setting 

(Janesick, 2004). The participants are more likely to engage and are motivated to 

share their stories after building such a trusting relationship. The interviewee is 

expected to feel more comfortable and less guarded when the researcher is 

perceived as truthful, transparent, honest, and tolerant (Rubin & Rubin, 2005). 

The format adopted in this study was semi-structured interviews in which 

guiding questions addressed to the participants will facilitate the discussion (see 

Appendix A). The interview questions were open-ended and prepared in advance 

(Hatch, 2002) to direct the intended conversation for the purpose of assessing the 

perceptions of principals and teachers with regards to the impact of social-emotional 

learning on students’ academic achievement. 

Some researchers consider single interviews to be the most commonly 

used practice when it is difficult to reach the participants (DiCicco-Bloom & 

Crabtree, 2006; Moustakas, 1994). I followed Knox and Burkard’s (2009) framework 

to develop my interviews. In the interview, I collected data on the principals and 

teachers' previous and current experiences with education and educational leadership. 

In addition, the questions addressed their individual experience with social-emotional 
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learning, specific to their roles as principals and teachers. Such questions provided an 

overview of their perceptions and understanding of SEL, the concept investigated in 

this study.  

All interview data were transcribed and shared with the participants who had 

a chance to verify the accuracy of the transcripts. Participants were asked to rectify 

any information that did not match their intended discussion of the topic. 

 

3.6 Procedure 

The first step was to obtain the Institutional Review Board (IRB) approval of 

the Lebanese American University (LAU) before data collection (see Appendix C). 

Next, I sent emails to ten school principals and obtained their permission to email the 

teachers at their schools) N = 22) who follow SEL (see Appendix B). The emails 

informed the principals and teachers about the purpose of the study, design, 

instruments, procedure, data collection, and data analysis. In case the principals did 

not respond to the email, I contacted them by phone and gave them the details listed 

above. The participants were informed in the consent forms that participation is 

totally optional and that they could withdraw from the study at any time. They were 

also informed that their input will be anonymous, and that all collected data will be 

kept private and used only for the purpose of the current study. Explaining the 

anonymity and confidentiality of the study might secure the permission of 

participants to be recorded. Upon receiving the consent of the school principals to 

participate in the study, I asked for their permission to contact the teachers. The same 

process was followed with the teachers (i.e., explaining the purpose of the study and 

their rights as participants). Each participant (principals and teachers) was given the 
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option to either type themselves their answers to the interview questions or to 

participate in an online interview. In case they choose the latter option, I scheduled a 

time for an online interview with the participants and I asked for their permission to 

record the session. If their permission was not granted, I took notes during the 

interviews. All interview data were transcribed and sent back to the participating 

principals and teachers for their review. They were able to choose to add or delete 

any statement that did not reflect accurately their views. 

 

3.7 Validity and Reliability 

Several measures were implemented to secure the reliability, validity, and 

trustworthiness of collected data. Merriam (2002) argued that to build trust, 

qualitative researchers must understand their own experiences, partially to explore 

dimensions of the experience, and partially to become conscious of their own biases, 

perspectives, and judgements. To battle my personal biases, I used bracketing as a 

tactic. As Hatch (2002) suggested, I kept a research journal in which I wrote down 

my opinions and reflected on my attitudes, perceptions, values, prejudices, and 

emotions. Hence, I was conscious of any possible prejudices that may have affected 

my objectivity through my ongoing self-reflection. 

Secondly, I used participant verification to maintain credibility (Creswell, 

2007). Principals and teachers were able to review their transcribed interviews to 

confirm the accuracy of their descriptions. Using thick descriptions ultimately 

increased the reliability of the findings. The voices of the principals and teachers 

were a final check in data analysis. Ultimately, it is the researcher's responsibility to 

ensure that the data supports the findings (Hatch, 2002).  
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3.8 Data Analysis 

In qualitative research, data collection and data analysis are simultaneous 

(Hatch, 2002). Following Maxwell's (1996) suggestion, I transcribed the interviews 

instantly following the completion of each interview for accuracy purposes. I kept a 

record of my opinions, reactions, and reflections in notes and research journals as I 

read, listened, and watched the interviews, which served as forms of informal data 

analysis and enabled me to develop more theoretical frameworks and themes.  

Typologies is a method used in qualitative research defined as separating data 

observed into categories and groups based on the criterion for segregating the entire 

phenomenon under study (LeCompte & Preissle, 1993). In this study, collected data 

was divided into categories or groups based on specified typologies (Hatch, 2002). A 

key step in this method was to select the typologies that were to be used to structure 

the remainder of the study. Hatch (2002) proposed this analysis method to help 

interpret data from interviews and focus groups research. Hatch (2002) organized it 

into a nine-step typological study. The first step is selecting the typologies that are 

going to be used in order to frame the rest of the analysis. The second step is 

interpreting the data to mark any entries where evidence related to that particular 

typology is found. The third step is creating a summary sheet for a record of the main 

ideas. The fourth step is to scan the data for hypothetical patterns, relationships, and 

themes within typologies using the previously mentioned summary sheet. The fifth 

step is reading the marked entries and patterns that will be included in the 

investigation. The sixth step consists of determining whether the patterns found are 

justified by the collected data. The seventh step includes taking a step back to look 

for relationships amongst the patterns found. The eighth step is documenting the 

patterns as single-sentence generalizations to grasp the attention of the readers. 
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Finally, the ninth and final step is to select powerful data excerpts that support those 

generalizations.  

The results should provide clear evidence relevant to the perceptions of the 

researchers on particular topics when a study is well organized and administrated 

(Hatch, 2002).   Using Hatch's (2002) nine-step typological study, data was examined 

and coded for significant themes. This method helps the researcher to assemble and 

review data to create codes, patterns, and extract themes. In this study, interview data 

was analyzed using this framework. 

 

3.9 Ethical Considerations 

Several steps were followed to protect the participants in this study. First, I 

sought approval from the Lebanese American University (LAU) Institutional Review 

Board (IRB) to conduct the study. Upon IRB approval, I sent an introductory e-mail 

to eligible principals with an attached letter from my advisor (see Appendix B) 

explaining the purpose of the study and the procedures for participation. Upon 

receipt of consent, I sent a consent form to the participants explaining their rights and 

the confidentiality of the process (see Appendix C). All participants remained 

anonymous and only pseudonyms were used. Data was kept in a locked file cabinet 

and on my password-protected computer. After completion of the study, all data will 

be kept for three to seven years for purposes of article writing, after that, it will be 

destroyed to further preserve confidentiality of the process. 
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Chapter Four 

Results 
 
 

This chapter presents the results of this qualitative descriptive study that had 

for aim to investigate the perceptions of principals and teachers who are 

implementing SEL in their schools in Lebanon. This study used a qualitative data 

gathering method, which consisted of an interview with principals and teachers. This 

chapter presents the findings of this investigation and, consequently, responds to the 

study's research questions, which were: 

1. What are the perceptions of principals and teachers regarding including 

social-emotional learning (SEL) in the curriculum?  

2. What are the perceptions of principals and teachers regarding the impact 

of social-emotional learning on student academic achievement in 

Lebanon? 

Qualitative Data Analysis: Interview Results  

The qualitative data analysis was the result of eight interviews (n=8) 

conducted with principals in schools in Lebanon that implement SEL. In addition, 22 

(n=22) interviews were conducted with teachers from schools in Lebanon who also 

implement SEL. This chapter answers both research questions: “What are the 

perceptions of principals and teachers regarding including social-emotional learning 

(SEL) in the curriculum?” and “What are the perceptions of principals and teachers 

regarding the impact of social-emotional learning on student academic achievement 

in Lebanon?” The data was transcribed, coded in themes, based on Hatch’s typology, 

and were thematically analyzed. They were divided into the following subcategories: 
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1) principals’ and teachers’ perceptions of SEL and 2) principals’ and teachers’ 

perceptions regarding the impact of SEL on student academic achievement. 

 

Five themes were extracted from the interview data: 1) principals’ and 

teachers’ perceptions of SEL and characteristics of social-emotional students, 2) 

impact of applying SEL, 3) supporting strategies for SEL, 4) challenges for 

implementing SEL, and 5) changes needed in the Lebanese school system to enable 

the implementation of SEL. Theme number one, three, four, and five are linked to 

the first research question (i.e., principals’ and teachers’ perceptions of SEL), 

whereas theme number two is linked to the second research question (i.e., the impact 

of social-emotional learning on student academic achievement). 

 

4.1 Principals’ and Teachers’ Perceptions of SEL  

 
This section presents the results of the first research question of this qualitative 

descriptive study: “What are the perceptions of principals and teachers regarding 

including social-emotional learning (SEL) in the curriculum?” The four themes that 

appeared in this category are A) principals’ and teachers’ perceptions of SEL and 

characteristics of social-emotional students, B) supporting strategies for SEL, C) 

challenges for implementing SEL, and D) changes needed in the Lebanese school 

system to enable the implementation of SEL. 
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A) Principals’ and teachers’ perceptions of SEL and characteristics of social-

emotional students 

a) Principal’s Perceptions: 

This section presents the principals’ perceptions of SEL and characteristics of 

social-emotional students. The findings showed a recurring pattern of the principals 

describing SEL as having positive impacts of various kinds. It was expressed in 

terms of five subcategories: safety, future, real-life, life-long learning, and well-

roundedness. Most of the principals described SEL and characteristics of social-

emotional students in general  ̧and have unanimously focused on the advantages of 

implementing SEL in terms of safety, future, real-life, life-long learning, and well-

roundedness of social emotional students. They spoke of the impact that SEL can 

cause mentioning these general terms. On the other hand, two of the principals 

elaborated on their answers by including even more benefits to SEL, for example 

citizenship and the impact SEL does on society. This was apparent in their 

statements “students of all ages must learn to communicate, get along with others, be 

assertive, and problem-solve, these skills need to be taught and practiced in real-life 

situations”,  “these skills help people and organizations build a healthy, supportive, 

and successful environment.”, “SEL provides students with the tools to build 

resilience and face social challenges, especially in a country like Lebanon.”, and 

“they will know how to better deal with challenges that they might face as well as 

decrease the chances of developing psychological disorders in their future.” 

 

All eight principals who participated in this interview perceived SEL skills 

positively. This was notable in the following statements (one statement by each 

principal): “In my opinion, these SEL skills are extremely important for students 
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[…]”, “SEL is very important to the growth and development of students”, “It (SEL) 

is vital for students to be able to excel through life challenges that are becoming 

more complex with the advancement of our human life […]”, “These skills help 

students understand and control their emotions, […], which helps them maintain 

positive relationships and achieve goals”, “I believe that all learning is social and 

emotional. […] Learning can only happen if the student is positively ready to learn”, 

“SEL skills are the most important for students to become well-rounded”, “I believe 

that SEL comes first […]”, “SEL is extremely important because we are preparing 

citizens of the future.” 

 

Moreover, all eight principals considered remarkable capabilities as a core 

characteristic of social-emotional students. This was shown in the following 

statements: “positive behavior”, “internationally-minded”, “self-aware”, “empathetic 

citizens”, “socially and emotionally confident”, “face barriers better than other 

students with no SEL background”, and “psychologically healthy.” These 

outstanding skills were considered to be essential to every child and later on in 

adulthood by all of the eight participating principals.  

 

In conclusion, the principals had positive perceptions of implementing SEL in 

schools in Lebanon.  

 

b) Teachers’ Perceptions: 

This section presents the teachers’ perceptions of SEL and characteristics of 

social-emotional students. The interview data was collected from teachers at schools 

that implement SEL in Lebanon. It was a repeated pattern that the teachers described 
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SEL with regards to positive impacts of various kinds. It was expressed in terms of 

five subcategories: safety & violence, future, real-life, life-long learning, and well-

rounded personality. Like the principals’ responses, most of the teachers described 

SEL and characteristics of social-emotional students in general  ̧and have 

unanimously focused on the advantages of implementing SEL in terms of safety & 

violence, future, real-life, life-long learning, and the well-rounded personality of 

social emotional students.  

 

Twelve out of the 22 participating teachers perceived an impact on real-life of 

students who undergo social-emotional learning. This was apparent in their 

statements “they can make balanced decisions in their lives”, “equips students with 

skills that helps them face any problems smoothly ”, “SEL will make a difference in 

their personal lives”, “allows students to build their characters within a society”, 

“learners will have more positive attitudes towards social relationships and personal 

lives”, “better life choices”, “Skills learned by SEL are used in real life”, “necessary 

skills to ensure well-functioning students”, “widening their perspectives in life”, “to 

make healthy choices in their lives”, “they will know how to adapt and handle the 

obstacles and challenges they face in their everyday life”, “SEL skills are very 

important because the students will use them in their daily life”. 

 

Half the number of the interviewed teachers recognized a positive impact of 

SEL on the well-rounded personality of students. This was notable in the following 

statements: “The students are more aware of their emotions”, “They help students 

comprehend their emotions, to feel their emotions fully, and demonstrate empathy 

for others”, “develop and maintain positive relationships”, “it caters to the 
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development of the child as a whole, especially in their social and emotional 

aspects”, “builds mature personalities”, “it supports personality building”, “students 

experience a positive change in behavior”, “SEL attributes responsible global 

citizens”, “elevates the psychological status of the students”, “learners are becoming 

more aware of their strengths and growth”, “become more humane”, “enables 

him/her to accept himself/herself and others, […] in addition to breaking free from 

shyness and increasing his/her confidence in their own abilities”, “SEL allows 

leaners to have a positive self-image, and allows them to take responsibility for their 

own actions, […] can develop as active citizens”. 

 

Another major theme which 10 of the teachers agreed on was SEL’s impact 

on students’ future. The following are some of their responses: “They need this to 

acquire important skills for their future”, “the foundation of the future”, “shaping 

their future decisions”, “skills that make a difference in their professional life in the 

future”, “set their future goals and have the skills to achieve them”, “better future”, 

“better decision-making throughout their future”. 

 

Also, teachers connected safety and violence to SEL in their interview 

responses. Precisely, seven out of 22 of the participating teachers thought SEL helps 

students feel safe and decreases violence. This is expressed in the following 

statements: “better decision-making and freedom to express themselves”, “students 

will get a sense of safety”, “students feel they are in a more caring environment”, 

“decreases violence”, “encourages students to feel safe inside the school”, “it’s 

important to implement SEL as students normally feel anxious and overwhelmed on 

many aspects”, “it diminishes bullying”. 
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Finally, six out of 22 of the participating teachers considered life-long 

learning as a core characteristic of social-emotional students. This was shown in the 

following statements: “set goals for academic improvement”, “they impact students’ 

ongoing achievement”, “improves the academic achievement”, “enhances their 

learning”, “SEL can help students thrive academically […] and become lifelong 

learners”, “these skills improve their academic performances”, “feeling happier will 

result in better learning”, “it will project in the university level”.  

 

In conclusion, the teachers had positive perceptions of implementing SEL in 

schools in Lebanon. The SEL skills were thought to be essential to every student, 

regardless of their age, by all the interviewed teachers. 

 

B) Supporting Strategies for SEL 

This theme represents the interviewed principals’ and teachers’ views 

regarding strategies for implementing SEL. To make things clearer, this section starts 

with the principals’ and teachers’ views on supporting the implementation of SEL in 

schools nationwide in Lebanon. Then, it will present the supporting strategies that 

they use to better implement SEL in their schools.  

a) Principals’ Perceptions: 

All participating principals were chosen from schools in Lebanon that 

implement SEL. Six out of eight principals favored the notion that social emotional 

learning should be implemented in schools nationwide in Lebanon. The main reason 

is that SEL will build social-emotional students who serve the community and 

nation. This was constantly stated by four principals in their statements, such as “it 
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will benefit the nation’s progress as a whole”, “SEL can create a cohesive and 

enlightened society”, “a wholesome society”, “the future generation will consist of 

caring citizens”, and “Lebanon needs citizens with stability which SEL can build”. 

On the other hand, there was one principal who suggested that SEL should  not be 

implemented in Lebanon. The reason is because “it is hard to implement in Lebanon, 

as there are many barriers that stand in the way”. One of the principals had a mixed 

response where they favor the implementation of SEL programs but believed they 

will not benefit much if the school leadership did not commit to the concepts of SEL. 

This principal suggested full infusion of SEL in the school culture, leadership, and 

emphasized that the teachers need to be on board too “School leadership must be 

committed to the concepts of SEL, develop the culture of the school [...] get teachers 

to buy into this”. 

 

As for strategies of implementing SEL, five categories kept recurring in the 

principals’ interview responses. Four out of eight of the school principals mentioned 

that their school focuses on the environment of the school as a strategy to help 

students become socially and emotionally skilled. Such as “The school environment 

usually includes SEL related materials. […] For example, we use SEL worksheets 

that are hung around the classroom.” Also, “We nurture a culture and environment of 

kindness.” 

 

Similarly, four principals mentioned that their main strategy is through the 

curriculum. For example, they infuse the framework and goals in the curriculum to 

ensure the implementation is being achieved by all teachers for all grade levels. This 

was noticeable through the following statements: “students need instructions, so do 
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teachers”, “SEL competencies are embedded in our curriculum, in all subject areas 

and in behavioral expectations”, “their daily experiences that coincide with the 

curriculum”, and “many SEL skills are curricular expectations in all subjects”.  

In order to implement SEL in their schools, three out of eight principals use 

reflections and discussion as a core strategy at their schools. They believed self-

reflections are useful for students of all ages. Principals agreed on the importance of 

getting in touch with one’s own feelings and understanding one’s own thoughts for 

the healthy development of children. This was evident from the following statements 

in their responses: “stimulating discussion”, “we create reflection groups”, 

“reflection groups are essential in our daily routine as we try to relate their daily 

experiences with the content of our curriculum”, and one of these schools uses 

emotion-cards to help the students better discuss their feelings or thoughts “our 

classes have cards that help build SEL skills […] for example, for younger students, 

when they feel upset or angry, they are provided with several facial expression cards 

of which they can pick the card that expresses how they feel”.  

Another strategy that three of the eight participating principals agreed on is 

using activities and group work. This strategy was mainly practiced in class and the 

effort was done by the teachers. Using activities and group work was the approach 

stated by three principals: “one of our most successful strategies is immersing our 

students in activities, individual and group activities”, and “activities like open-

ended questions, role-play, pair/group work”, “through differentiated class work”.  

Finally, two principals use teacher guidance as a way to infuse SEL in the 

school. These were evident in the following statements by the interviewed principals: 

“We use a specific approach in guiding our teachers to implement the best practices 

in SEL”, and “It is important to plan and utilize different strategies in implementing 
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SEL, but our teachers need to buy into this to be able to achieve the best outcome in 

applying SEL in our schools.” 

 

In sum, although these schools offer independent and unofficial programs of 

their own for SEL, all participating principals adopt different strategies to support the 

implementation of SEL in their schools. The main strategies used by the principals of 

these schools were: environment, curriculum, reflections and discussions, activities 

and group work, and teacher guidance. 

 

b) Teachers’ Perceptions: 

Similarly, all the participating teachers were chosen from schools in Lebanon 

that implement SEL. Not one of the interviewed teachers disapproved of the 

implementation of SEL in Lebanon. All 22 teachers supported the concept that social 

emotional learning should be implemented in schools nationwide in Lebanon. The 

main reason is that SEL will build social-emotional citizens who serve the 

community and nation. This notion kept recurring in the statements of the 

participating teachers, such as “it will build healthy citizens, hence a healthy 

country”, “ considering recent events that are still happening in Lebanon, it should be 

a high priority to implement SEL in schools”, “Lebanon needs such a future 

generation”, “maybe it will help in achieving equality between Lebanese students”, 

“after what happened in a 2 year pandemic, we must prepare our students for any 

emotional challenges, we all need this, regardless of our ages […] with SEL students 

will be well equipped to face these hurdles, […] a society that can regulate its 

emotions and have better life-skills”, “People of Lebanon are facing daily traumatic 

events […] students need to go out in the world and be able to cope and use 
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strategies to make better decisions and build a better world”, “It’s a win-win 

situation for everyone (students, parents, and the entire community)”, “SEL doesn’t 

only apply to school […] these kids are the future of the country […] SEL helps 

build a successful healthy community”, “SEL is needed because there is little 

awareness on the importance of well-being”, “it is good for the overall success”, “all 

schools should implement SEL”, “through this kind of learning we will build a 

healthier society”, “SEL must be in public before private schools as the students in 

public schools are facing tough situations at home, and don’t have what is needed at 

school to cater for their emotions”, “success in life”, “Personally, I think SEL should 

be applied all around the world as kids need to grow with good emotions to give the 

best out of them”, “it is crucial for all students”, “to build community leaders with 

remarkable skills”.  

 

Regarding the strategies that the teachers implement for developing SEL 

skills in their students, three categories kept recurring in the teachers’ interview 

responses. The three categories that were frequent in teachers’ answers were 

reflections and discussions, activities and group work, and journals.  

 

The strategy that was most used by 13 of the 22 participating teachers was 

class activities which includes group work, role-playing, stories, and more. The 

teachers used activities to infuse SEL to help students become socially and 

emotionally skilled. They stated that “fun educational activities and games gets 

student engaged in opening up to SEL”, “The best strategy is group work”, “class 

projects that need to be presented give students confidence”, “plays that include 

shifting roles to allow students to gain perspective of different situations,  emotions, 
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and social statuses”, “In our classroom, each student gets assigned a certain 

responsibility like listing absences, cleanliness of the class, erasing the whiteboard, 

etc. This builds character”, “we use story time for teachable moments”, “partner the 

students up in most activities and teach them how to work in a group”, “teamwork 

and collaborative games”, “mindfulness activities, role-playing, think-pair-share, 

cooperative learning engagements, and visible thinking routines”, “group work helps 

them communicate and build healthy relationships in their classrooms and carry 

these skills to form connections outside school”.  

 

To ensure the implementation of SEL in the schools, 11 of 22 teachers use 

reflections and discussion as a core strategy at their schools. They believed that self-

reflections benefit pupils of all grades. Eleven of the participating teachers agreed on 

the importance of getting in touch with one’s own feelings and understanding one’s 

own thoughts for the healthy development of students academically and personally. 

This was noticeable in their responses: “weekly or daily reflections through guided 

questions”, “using literature to offer a great gateway into having learners connect 

with themselves, their communities, and to the world they live in”, “gratitude jar 

where students share every Friday what they feel blessed with or happy about”, “read 

stories, then reflect and discuss certain characters and their behavior, […] what they 

would do in the same situation”, “I prioritize talk and discussion time in my class”. 

 

Also, five participating teachers mentioned that their main strategy is through 

connecting with their students on a deeper level and working with the school 

counselor to document their thoughts and impressions in a journal. Journal keeping 

seemed to be important to all five teachers. They used the journal to keep track of the 
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progress, weaknesses, strengths, personality traits, and any psychological issues 

mentioned by the parents. This was clear in the following statements: “having 

nonacademic conversations with students”, “regularly following up with the school 

counselor especially about our emotionally disturbed students”, “connecting with the 

students, supporting and guiding them not just academically but also on a socio-

economic level”, “listening to students’ needs and keeping record of it in journals”, 

“I read all the parent-approved confidential information about my students and 

record it in my notes, […] then I study the medical condition, when I meet them I 

keep on recording my notes about each and every student and try to treat each child 

in the best way that suits him/her.”  

 

There was a different response that did not recur in the interviews but was 

considered the most important strategy for one participating teacher to guarantee the 

implementation of SEL. This teacher believed that it was crucial to ensure a ripe 

environment to properly implement SEL at schools. They thought that if the teacher 

tried all the right activities, but the school lacked the adequate culture and 

environment, students will not benefit fully from SEL. The teacher expressed this as 

such: “We keep suggesting new ways to our board at their meetings to mold the 

environment of our school into one that caters to SEL. If we really want our students 

to absorb and benefit from the SEL that we provide, we must first create the 

environment that welcomes such a concept. Everything needs to be coherent and in 

sync to implement SEL in its ultimate form.” 

 

In conclusion, all teachers embraced different strategies to support the 

implementation of SEL in their schools. The main strategies used by these schools 
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were reflections and discussions, activities and group work, and journal keeping. In 

addition to these categories, one additional strategy used to ensure the 

implementation of SEL in schools is to create a ripe environment that embraces SEL.  

C) Challenges for Implementing SEL 

a) Principals’ Perceptions: 

This theme presents the reasons that SEL programs are not spread nationwide in 

schools in Lebanon, as principals expressed the challenges they face in implementing 

it at their schools. These challenges were divided into four main categories: 

Teachers, cultural aspects, Lebanese curriculum, and parents. 

To begin with, the challenge that six out of eight interviewed principals 

agreed upon was the teachers. The principals expressed their frustration at the 

continuous teacher turn-over which affects the proper development of SEL training. 

They also expressed their concerns regarding teachers in term of guarantee of the 

teachers’ implementation of SEL. This was apparent in their following statements: 

“the challenge is ensuring that the teachers build on certain activities […] that what 

is needed for SEL occurred to ensure that the child gains the required skills”, 

“teachers actually providing full integration of SEL”, “lack of ongoing 

implementation”, “to be able to convince all teachers, who come from different 

educational backgrounds, to implement SEL”, “getting the teachers motivated to 

understand the significance of SEL, not only to the students, but also, to our 

country’s future”, “teacher buy-in is always the biggest challenge”, and “teachers’ 

academic skills and training […] and their social emotional competence”. On the 

other hand, these principals mentioned the following statements regarding teacher 

turn-over, “the turn-over rate is another challenge, as teachers who we train on SEL 

and its implementation highly turn-over […] having to focus on training the new 
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teachers from scratch, instead of getting the chance to develop the program itself”, 

and “need to train new teachers because of teacher turn-over’s rapidness especially 

nowadays”. 

Another challenge is the cultural aspect. Two principals considered the 

cultural aspect as a challenge while infusing SEL in their schools in Lebanon. This 

was clear in the following statements: “when SEL does not have a natural connection 

to our culture, it becomes hard to implement and infuse it in our classrooms”, “SEL 

is very different from our culture”, and “our culture does not encourage self-

expression and depicts strength in the ability to hide our emotions”. 

Two out of the eight principals blamed the parents for the improper infusion 

of SEL. They argued that “changing parents’ mindset may be the biggest challenge”, 

and “parents’ cooperation on implementing a similar routine at home is very 

challenging.”  

One principal blamed the Lebanese curriculum. They considered the 

implementation of SEL in lessons/school difficult because the Lebanese curriculum 

failed to include it. This was expressed in their statement: “obstacles may occur 

because the Lebanese curriculum didn’t realize this kind of learning in the 

objectives.”  

In sum, most of the principals perceived the teachers as the main challenge in 

the process of infusing SEL in lessons/schools. The other challenges conveyed by the 

interviewed principals were the cultural aspects, parents, and the Lebanese 

curriculum. 
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b) Teachers’ Perceptions: 

This section presents the challenges that the interviewed teachers perceived 

in the implementation of SEL programs nationwide in schools in Lebanon. These 

challenges were divided into four main categories: Time, students, parents, and the 

Lebanese curriculum.  

The main challenge agreed upon by eight out of twenty-two interviewed 

teachers was time. They claimed that in the following statements “lack of time for 

planning”, “Sometimes it is too stressful for me to follow up with the learners 

because I am out of time”, “teachers already have so much to prepare, and there is 

little time to plan SEL activities”, “there’s no time to implement all activities”, “not 

having enough time for students to respond”, “I see kids once per day and I have a 

very charged program so it’s difficult to allocate time to include SEL in my lessons”, 

“SEL can’t be done in every lesson-time”, “There’s too much content but not so 

much time to impose anything else.” 

 

Another challenge perceived by the interviewed teachers is the students 

themselves. In implementing SEL in the classrooms, seven out of twenty-two 

participating teachers saw the students’ diverse natures as a challenge. The teachers 

clarified this with these statements: “Balancing diverse learning needs of students”, 

“Sometimes, high school students just don’t want to share or engage in discussions”, 

“the students’ attitudes are so unpredicted from day to day and this makes it difficult 

sometimes to infuse SEL into the lesson”, “One challenge is to motivate introvert 

students to accept working in groups or participate in discussions”, “shy students”, 

“the differences in students”, “Some students need more attention than others, some 
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get too attached to me, and I try to make a balance and be as fair as possible”, 

“student encouragement”. 

 

Parents were also mentioned as another inconvenience in the process of 

implementing SEL. Five of twenty-two teachers blamed the parents for being hard to 

handle, or not being on board with SEL, or not having awareness on the importance 

of SEL on their children. They expressed a frustration towards parents because 

parents made their implementation of SEL more difficult. For example, one teacher 

said “The problem that I have found is how these kids are raised at home. The 

principles that they are taught by their parents sometimes contradict mine.” Other 

teachers expressed their concerns through the following statements: “It is hard to get 

the approval of parents”, “Oh God, the parents!”, “Challenges related to the parents’ 

mentality in oppressing children”, “Not all parents know the importance of SEL”.  

 

Moreover, five of the participating teachers expressed frustration against the 

Lebanese curriculum. They found it challenging to integrate SEL in lessons and at 

school because the Lebanese curriculum did not incorporate it. In their statements, 

they mentioned: “I wish the curriculum could include SEL in a more organized, 

measurable, and evaluable manner”, “SEL should have a more prominent place in 

the Lebanese curriculum”, “The Lebanese curriculum does not provide us with a 

specific framework that we could follow and make it easier”, “I find it challenging to 

focus on the objectives in the curriculum and also to be able to do much with SEL, 

especially since both have different objectives”, “the curriculum needs more 

intellectual and interactive resources”, “the Lebanese curriculum doesn’t foster self-

management, risk-management, or other highlight skills”.  
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In general, most teachers perceived time as the most significant challenge of 

integrating SEL into teaching and schools. In addition, students, parents, and the 

Lebanese curriculum were among the other challenges mentioned by the interviewed 

teachers. 

D) Changes Needed in the Lebanese School System to Enable the 

Implementation of SEL 

a) Principals’ Perceptions: 

This theme portrays the changes that need to take place in the Lebanese 

school system to enable the implementation of SEL. Five out of eight principals 

suggested that their the education system in Lebanon should provide a curriculum 

that accommodates SEL. They expressed the need for a new curriculum as such: “the 

Lebanese curriculum focuses mainly on content and grades”, “the curriculum places 

so much weight on academic achievement and none on other skills that may be of 

importance, [...] children’s emotional well-being, and resilience are not a center of 

focus in the Lebanese system”, “integrating SEL with a better functioning 

curriculum”, “the curriculum should be student-oriented”, “the curriculum should 

encourage teachable moments and positive behavior”, and “new curriculum is 

needed”. 

On the other hand, four of the interviewed principals believed that the 

problem stems from leadership in the Lebanese education system. They proposed 

that implementing SEL will not reach its ultimate benefit to students and society if 

the educational managers were not competent. They expressed this concern in the 

following statements: “Unfortunately, Lebanon is cursed with unethical and corrupt 

leaders, which means drastic changes must occur in the ministry of education to 
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obtain a proper education for all our dear students”, “accountability of senior leaders 

in schools (principals), and the development of efficient middle leadership”, 

“infusing SEL programs alone will not work [...] school leadership must be 

committed to the concepts of SEL”, “the Lebanese system is build in a way that 

circulates around academic achievement and assessment only, leaders of education 

should shed more light on psychological well-being and soft skills of children”. 

On the other hand, two principals suggested to have a cultural awareness on 

the importance of SEL, which includes students, teachers, parents, and the 

community as a whole. They argued that “develop a culture in order to benefit from 

SEL”, and “family and community partnership is very crucial.”  

Lastly, one principal suggested that the official exams are a big problem in 

the Lebanese education system. They argued that schools are not able to modify the 

objectives because they need to cater to the preparation of the official exams. The 

argument used was “Brevet and Secondary official exams are the main constraint 

that we face to finalize the objectives of the subjects taught in classrooms.” 

In sum, most principals considered changing the curriculum is needed in the 

Lebanese school system to enable the implementation of SEL. The interviewed 

principals suggested recruiting competent educational leaders, including the very 

head, i.e., the Ministry of Education is crucial. Other principals believed that we 

need to work on the community as a whole in terms of SEL awareness. Finally, one 

principal viewed the change should start by cancelling the official exams that the 

Lebanese school system holds every year.  
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b) Teachers’ Perceptions: 

This theme depicts the changes that teachers’ deemed necessary in the 

Lebanese educational system in order for SEL to be implemented properly.  

 

Eleven out of twenty-two teachers believed that the education system in 

Lebanon should shift to a curriculum that is SEL-friendly. They stated that a new 

curriculum was required through the following responses “The whole curriculum 

shall be changed”, “the curriculum should involve more interestig and practical 

skills”, “subject cotent must be decreased and be more related to real-life”, “change 

in the curriculum, include detailed sessions about SEL”, “currriculum needs to 

integrate more activities targeting social emotional learning”, “make a curriculum 

which focuses on the personal well-being as well as academic achievement of 

students”, “Teachers should be given clear frameworks and guidlines”. 

 

Eight of the interviewed teachers believed that the problem stems from the 

lack of professional  development programs and wrong recruitment of the 

educational staff. They claimed that applying SEL would fail to achieve its full 

potential in benefiting students if teachers were not given adequate training. This is 

clear in the following statements, “Schools need to educate teachers on this and how 

to work with specialists and counselors”, “include professional development that 

supports the initiative of SEL”, “Every school should recruit counselors to follow 

students’ needs”, “employment of qualified teachers”. 

 

Additionally, five teachers suggested having cultural awareness on the 

importance of SEL, which includes students, teachers, parents, and the community as 
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a whole. They stated that in the following statements: “the culture regarding 

emotions and its importance must change”, “shift of perspective in our nation and 

parental collaboration”, “society’s perception of wellness”, “mentality of Lebanese 

people”, “SEL must be given more significance and emphasis”, “People should start 

focusing on mental health, specially for our lebanese children with all the traumas 

they are facing”, “Schools should include programs for parents, since parents have a 

great impact on the child’s life and beliefs”, “parents should understand and be 

aware of the importance of SEL and how they could help shape their kids’ lives”. 

 

Finally, three of the participating teachers argued that official exams must be 

eliminated from the Lebanese education system. They mentioned that schools are 

overwhelmed with the preparation for the official exams, that they give less 

importance to the emotional and social well-being of students. They said, “The 

standardized tests, especially the official exams for grades 9 and 12 are evaluating 

the wrong criteria”, “Lebanon still insists on holding the yearly official exams, which 

makes student enrollment all about grades and not potential for wonderful 

individuals”, “Decrease the importance of official exams and focus more on personal 

growth and achievement”. 

 

To sum up, similar to the results of principals, most of the interviewed 

teachers believed that changing the curriculum is necessary in the Lebanese school 

system to enable the implementation of SEL. The participating teachers indicated 

recruiting competent teachers and training them is vital. Other teachers believed that 

we need to work on the community in terms of SEL awareness. Finally, some 
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teachers believed that the change should begin by cancelling the official exams that 

the Lebanese school system holds every year.  

 

 

4.2 The Impact of SEL on Student Academic Achievement  

This section presents the results of the second research question of this study: 

“What are the perceptions of principals and teachers regarding the impact of social-

emotional learning on student academic achievement in Lebanon?” The theme that 

was evident in the principals’ and teachers’ interview responses was the impact of 

applying SEL. This theme was divided into two categories: 1) personality and 2) 

achievement. The first category (i.e., personality) was divided into three 

subcategories: emotional, social, and behavioral. The second category (i.e., 

achievement) was classified into three subcategories: classrooms, schools, and 

homes & communities. 

 

Impact of Applying SEL 

1) Personality (Emotional, Social, & Behavioral) 

a) Principals’ Perceptions: 

The interviewed principals frequently associated SEL with “personality”. 

This category was divided into three subcategories: emotional, social, and 

behavioral.  

Three out of the interviewed principals highlighted some emotional factors as 

indicators of the impact of SEL on academic achievement. They showed that in their 

statements such as “academic stability is only guaranteed when there is a balance 

between the intellect and the emotions”, “if emotions are properly channeled, 
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students can achieve higher goals”, “students are able to better concentrate when 

their emotions are at ease”, and “emotional skills enhance and promote students’ 

success.” 

On the other hand, five of the eight principals stated that, in terms of 

personality, social aspects of students who are integrated into social-emotional 

teaching schools had an impact on their academic achievement. These were 

expressed in the following statements “increase in social interactions can help 

students develop competencies that last a lifetime”, “student engagement with peers 

and teachers”, “respectful interactions at school”, “social skills improve students’ 

academic performance”, and “feeling socially embraced and secure will reflect good 

results in their academic achievement”. 

In addition, three principals mentioned the impact of SEL on the behavioral 

aspect of social-emotional students’ personality in regards of their academic 

achievement. This was stated in the following statements: “SEL helps students 

behave more responsibly and this helps the students concentrate to work towards 

better academic achievement”, “positive behavior allows them to progress at a higher 

speed educationally”, and “we see better engaging behavior in our students in 

curricular and extracurricular tasks”. 

In general, the principals had positive perceptions of the impact of SEL on 

academic achievement.  

b) Teachers’ Perceptions: 

The participating teachers kept linking SEL to “personality”. This category 

was divided into three subcategories: emotional, social, and behavioral.  

Six out of the interviewed teachers highlighted few emotional aspects as 

signs of the impact of SEL on academic achievement. They presented this in the 
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following statements “improving mental health”, “when students feel better, they 

achieve higher”, “being emotionally at ease will have a very positive impact on their 

character development and their academic achievement, I strongly believe this!”, 

“manage stress better”, “healthier emotional well-being”, “aware of their emotions”.  

Also, regarding personality, six of the twenty-two teachers mentioned that the 

social aspects of students who are enrolled in schools with SEL had an impact on 

their academic achievement. These were expressed in the following statements 

“Social emotional students can present themselves more confidently in front of 

others”, “students use their confidence to reach higher in academics”, “acquiring 

social skills, like self-management will allow students to achieve higher”, “students 

become more engaged and more confident in class and in the country yard”, 

“positive social interactions which affects their image of themselves positively”.  

Moreover, eight participating teachers stated the impact of SEL on the 

behavior of social-emotional students’ personality in relation to their academic 

achievement. This was expressed in the following statements: “Students are learning 

through SEL to behave in a more resilient way”, “stronger human beings”, “intrinsic 

motivation throughout their days”, “students will have the skills to deal better with 

low grades instead of acting out or getting demotivated”, “they behave in a proud 

way in their work, their relations, and throughout their progress”, “they learn to 

choose the best strategies for their learning process”, “it boosts students’ 

involvement and interests”, and “Students learn to think outside the box. […] They 

become more assertive and self-reliant in making a decision”.  

Overall, all twenty-two teachers had positive perceptions of the impact of 

SEL on academic achievement.  
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2) Achievement (Classrooms & Schools, and Homes & Communities) 

a) Principals’ Perceptions: 

In the interview responses, SEL was also constantly associated with 

“achievement”. In fact, all the eight principals who participated in this interview 

perceived a positive impact of SEL on students’ academic achievement. It was 

expressed in terms of two subcategories: classrooms & schools, and homes & 

communities.  

Six out of the eight participating principals stated SEL’s impact on the 

academic achievement of students in the classrooms and schools. This was notable in 

the following statements “feels safe in class and hence get better results”, “helps gain 

confidence which promotes their educational development faster”, “more self-

confidence and self-aware young adults have better stability and grasp information 

easier”, “student engagement in class activities”, “academically get better grades 

than students who have not had SEL”, and “SEL enhances students’ academic 

performance and success in school.” 

Similarly, six of the eight principals considered SEL’s impact on students’ 

academic achievement benefits the students at their homes and communities. This 

was revealed in the following statements: “SEL assists us to reach our aim at 

educating future leader citizens who have empathy towards others”, “problem-

solving skills, respectful interactions, and more responsible as an individual in 

society”, “a significant impact to our country’s future”, “implementing SEL will 

create a more wholesome community”, “competencies that will stay with the 

students even outside school and will evidently last a lifetime”, “It equips students 
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with the necessary tools to deal with hardships that the country is facing” and “SEL 

is crucial to our families well-being and community.” 

In general, the principals mostly had positive perceptions of SEL’s impact on 

students’ academic achievement, whether in terms of classrooms and schools, or 

homes and communities.  

 

 

b) Teachers’ Perceptions: 

SEL was also constantly associated with “achievement” in the interview 

responses. All the twenty-two interviewed teachers recognized a positive impact of 

SEL on students’ academic achievement. It was conveyed in two subcategories: 

classrooms & schools, and homes & communities.  

Four out of the twenty-two participating teachers mentioned SEL’s impact on 

the academic achievement of students in the classrooms and schools. One teacher 

quoted Dalal Lama and said: “The planet does not need more successful people. The 

planet desperately needs more peacemakers, healers, restorers, storytellers, and 

lovers of all kinds.” Other teachers of the positive impact of SEL in class and schools 

by mentioning the following statements “Through SEL we are building better 

learners, ones who can succeed in school.” 

Also, four of the twenty-two teachers regarded SEL’s impact on students’ 

academic achievement benefits the students at their homes and communities. This 

was discovered in the following statements: “SEL does not only benefit the students 

in class, but also it turns them into better citizens”, “They will become self-aware 

and have the skills to spread these teachings to their own families and society”, 

“Never underestimate the effect that students can do to those around them, many 
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parents learn to channel their emotions better because their children are indirectly 

teaching them how to do it”. 

Generally, the teachers had positive perceptions of SEL’s impact on students’ 

academic achievement, whether in terms of classrooms and schools, or homes and 

communities.  

 

 

4.3 Summary of Qualitative data: 

In conclusion, the results of this qualitative study revealed that the 

interviewed principals and teachers agreed that SEL has a positive impact on 

students’ academic achievement. The principals and teachers perceived several 

common strategies for better implementing SEL in schools in Lebanon. They argued 

that focusing on the well-being of students is essential for students to develop to their 

fullest potential, personally and academically. The participants were also in favor of 

modifying the Lebanese school system for students and believed that SEL programs 

should be rooted within the Lebanese curriculum. In addition, the principals and 

teachers perceived the impact of SEL on academic achievement in terms of 

personality and achievement. They considered SEL to be essential for the Lebanese 

community to heal from all its frequent traumatic events.  
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Chapter Five 

Discussion and Conclusion 
 

This study examined principals’ and teachers’ perceptions of SEL and its 

impact on student academic achievement in schools in Lebanon. This chapter 

presents the discussion of the findings as they compare to related literature. This 

chapter also includes recommendations for practice, recommendations for future 

research, limitations of the study, and a conclusion. 

 

5.1 Discussion Related to the Literature 

 The results of this qualitative study align with the literature in many ways. 

First, the qualitative findings reinforced the importance of social-emotional learning. 

Also, the results are compatible with previous studies that investigated the impact of 

SEL on academic achievement. In other words, SEL was found to improve the 

academic achievement of students, as well as enhance their emotional and social 

well-being (Durlak,2010).  

 

The participants support Waters and Sroufe’s (1983) argument that successful 

people are individuals that are capable of inducing and benefiting from opportunities 

in the real world around them, along with building and harmonizing adaptive 

responses to their needs. In fact, the participating principals and teachers highlighted 

well-roundedness, life-long learning, and having real-life skills as characteristics of 

social emotional students. These are in fact the characteristics of social emotional 
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students as described by Daniel Goleman (1995), by Elias et al. (1997) in their 

definition of SEL, and (Taylor, 2019). 

 

The findings also concur with the ‘fundemental goals’ of including SEL in 

schools stipulated by CASEL (2005) which are social-awareness, self-awareness, 

self-management, responsible decision-making, and relationship. In accordance with 

the literature, social-emotional learning (SEL) as defined by Osher et al. (2016) was 

also revealed in the interview data. The principals and teachers believed that SEL is 

important for all students around the world. The findings also align with findings in 

the literature (Learning First, 2003; Durlak, 2010).  

As for the impact of SEL on students’ academic achievement, the findings of 

this case study were also compatible with previous research on the acknowledgement 

that SEL results in a better school engagement which positively influences the 

students’ academic achievement (Durlak, 2010). The findings in this study revealed 

that the participants had positive attitudes towards the ‘emotional and social skills’ 

that is taught through the implementation of SEL and believed that SEL was crucial 

for the development of students’ needs and future (Elias et al., 1997). In addition, the 

findings also aligned with previous research on the ‘emotional and social skills’ 

subscale (Weissberg, Durlak, Domitrovich, & Gullotta, 2015). In the interview, the 

principals elaborated on their support of SEL by listing reasons similar to those 

found in the literature. SEL provides students with opportunities to enhance their 

abilities to their fullest potential (Association for Supervision and Curriculum 

Development, 2007; Durlak et al., 2008; Newell & Van Ryzin, 2007) and improve 

society as social emotional students are considered to be beneficial for the welfare of 

a country (Farrington & Ttofi, 2009). The barriers listed also aligned with those in 
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the literature: lack of qualified pedagogical staff, consistency, sustainability, policies 

by the Ministry of Education (Qualter, Gardner, and Whiteley, 2007; Hoffman, 

2009) and ambiguity (Institute of Education Services, 2007; Waterhouse, 2006). 

Finally, principals’ and teachers’ conceptions of the ideal implementation of 

SEL was compatible with the suggestions of Leithwood and McAdie (2007). 

Moreover, the participants’ results aligned with the literature that to execute SEL 

programs successfully, the teachers and principals must act as role models and 

believe in the importance of SEL (Jennings, 2007; Riggs, Greenberg, Kusché, & 

Pentz, 2006). The principals and teachers suggested embedding programs for SEL 

within the general curriculum, while differentiating instruction according to each 

student’s abilities and needs.  

 

5.2 Recommendations for Practice 

The recommendations for practice are:  

• To provide professional development and training programs on SEL for 

principals, teachers, and parents in Lebanon.  

• To revise and modify the Lebanese curriculum so that it caters to the social 

and emotional needs of students.  

• To emphasize SEL in education programs at the universities in Lebanon.  

• To create monitoring systems in schools in Lebanon to ensure the proper 

implementation of SEL. 
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5.3 Recommendations for Future Research 

The recommendations for future research are: 

• To conduct further studies that investigate students’ perceptions to obtain a 

deeper insight into the impact of SEL. 

• To conduct research that examines the parents’ perceptions of SEL. 

• To conduct studies that include a representative sample of all schools in 

Lebanon. 

• To include the schools that do not implement SEL as a control group. 

 

5.4 Limitations of the Study 

The limitations of this study are:  

• It was based on the assumption that the participants responded truthfully to 

the interview questions and not in a way to appear “supportive”, or “up-to-

date”. 

• It was based on the assumption that the two interview responses that were 

translated from French and Arabic to English did not affect the reliability and 

validity of the results. Translating the answers verbatim may not make sense; 

changing the words may result in a mistranslation of the idea.  

• The sample only included schools that implement SEL in Lebanon. Hence, 

the results may be generalized only to the SEL schools in Lebanon.  

• The sample size was relatively small. I believe this is because of the current 

situation in Lebanon: the global pandemic, the new teaching-learning method, 

and the financial crisis. The sample size might have been larger otherwise. 

Moreover, educators were overloaded with online learning, which was 
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something new to most of the schools in Lebanon, including the schools 

implementing SEL in this study. 

• The interviews were planned to cover 10 principals from schools in Lebanon 

that implement SEL, but two of the principals pulled out of the study. 

• The interviews were planned to be in-person and to take around 30 minutes, 

however, due to COVID-19 restrictions, the interviews were held online and 

took much less time, which limits the researcher from further delving into the 

responses given. 

 

 

5.5 Conclusion 

In conclusion, this qualitative study shed light on the understanding of SEL 

and its impact on students’ academic achievement in Lebanon. It contributed to the 

limited literature on SEL in Lebanon by examining principals’ and teachers’ 

perceptions of SEL and its impact on students’ academic achievement in Lebanon. 

The results mostly aligned with the literature and were compatible with it. These 

findings may mark the start of SEL journey in Lebanon as educators appear to be 

supportive of it. 
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Appendix A 

Teacher and Principal Interview Questions 

Gender ____________ 

Position at the school ____________ 

Years of experience in this position ______________ 

Previous school experience (if any) ______________ 

 

1. Social-emotional learning includes skills such as self-awareness, self-

management, social awareness, relationship management and responsible 

decision-making. In your opinion, how important are these skills for 

students? Why? 

2. How do you think your school mission and values support the acquisition of 

SEL competencies?  

3. How is social-emotional learning applied at your school?  

4. How do you see your role in infusing SEL into the curriculum?  

5. What strategies do you use to apply SEL in the learning environment? 

6. What challenges do you face in trying to infuse SEL into your 

lessons/school?  

7. What are the benefits to students of applying SEL at your school? 

8. What is the impact of applying social-emotional learning on students’ 

achievement? 

9. In your opinion, what changes are needed in the Lebanese school system to 

enable implementation of SEL?  

10. Do you favor the implementation of SEL in schools nationwide in Lebanon? 

Why? 
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Appendix B 

Letter to School Principals 

 

To: 
Beirut, Lebanon 
Date: 

 

To whom it may concern, 
I am writing to request permission for my 
student to be able to collect data from your 
school. Hanine  Farshoukh is a student at 
the Lebanese American University (Department 
of Education) and would be contacting you in 
order to complete a research project related to 
teachers’ and principals’ perceptions of the 
relation between social-emotional learning 
(SEL) and students’ achievement.  

 

Ms. Farshoukh would like to conduct a one-hour 
long interview with you, as the principal of the 
school and with the teachers at your school who 
implement SEL in their classroom.  

The data collected will be kept anonymous and will not be used for 
any other purpose. 

 

Please do not hesitate to contact me should you need any additional 
information. 

 

If you have any questions about this study, or 
you want to talk to someone outside the 
research, please contact the: IRB Office, 
Lebanese American University 3rd Floor, Dorm 
A, Byblos Campus. Tel: 00 961 1 786456 ext. 
(2546) 
Sincerely yours,   
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Appendix C  

Consent Form 

Consent to participate in an Interview 
  

 
I would like to invite you to participate in a research project by completing the 

following interview. I am a student at the Lebanese American University, and I am 

completing this research project as part of my Master’s in Education degree 

requirements. The purpose of this interview aims to investigate the perceptions of 

teachers and principals about the impact of social-emotional learning (SEL) on 

students’ academic achievement.  

 
There are no known risks, harms or discomforts associated with this study beyond 
those encountered in normal daily life. The information you provide will be used to 
enhance and improve our knowledge on the perceptions of teachers and principals 
about the implementation of social-emotional learning in the learning environment. 
You will not directly benefit from participation in this study. The study will involve 30 
participants.  Completing the interview will take 60 minutes of your time.  
 
By continuing with the interview, you agree with the following statements: 
 
1. I have been given sufficient information about this research project. 
2. I understand that my answers will not be released to anyone, and my identity will 

remain anonymous. My name will not be written on the questionnaire nor be kept 
in any other records.  

3. When the results of the study are reported, I will not be identified by name or 
any other information that could be used to infer my identity. Only researchers 
will have access to view any data collected during this research however data 
cannot be linked to me.  

4. I understand that I may withdraw from this research any time I wish and that I 
have the right to skip any question I do not want to answer.  

5. I understand that my refusal to participate will not result in any penalty or loss of 
benefits to which I otherwise am entitled to. 

6. I have been informed that the research abides by all commonly acknowledged 
ethical codes and that the research project has been reviewed and approved by the 
Institutional Review Board at the Lebanese American University  
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7. I understand that if I have any additional questions, I can ask the research team 
listed below. 

8. I have read and understood all statements on this form.  
9. I voluntarily agree to take part in this research project by completing the following 

interview 
 
 
 
 
Do you accept to be audio recorded? 
Yes, I agree to being recorded. 
No, I do not agree to recording and request notetaking only. 
 
If you have any questions, you may contact:  

Name (PI) Phone number Email address 
Zeinab Fakih 76002341 Zeinab.fakih@lau.edu 
   

 
If you have any questions about your rights as a participant in this study, or you want 
to talk to someone outside the research, please contact the: 
 
Institutional Review Board Office, 
Lebanese American University  
3rd Floor, Dorm A, Byblos Campus 
Tel: 00 961 1 786456 ext. (2546) 
irb@lau.edu.lb  
         
This study has been reviewed and approved by the LAU IRB.  




