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 Social and emotional learning (SEL) is increasingly recognized as an 
important component of elementary education, supporting students’ social-

emotional development, engagement, well-being, and academic learning. 
However, the relationships among teacher social-emotional competence, 
learning climate, implementation quality, and student outcomes remain 
insufficiently integrated, particularly in the Indonesian context. This study 
aims to synthesize literature on these relationships and examine their 
implications for SEL implementation in Indonesian elementary schools. A 
narrative literature review was conducted using an existing source corpus 
supplemented by relevant peer-reviewed literature. The synthesis examined 

major themes concerning teacher competence, classroom practices, learning 
climate, student outcomes, implementation conditions, and contextual 
adaptation. The findings suggest that teacher competence is associated with 
the quality of SEL enactment, while a supportive learning climate provides a 
context for student participation and social-emotional learning. 
Implementation quality and cultural context also shape how SEL is adapted 
and sustained. These relationships should not be interpreted as a universally 
established causal pathway. The review highlights the need for context-

responsive teacher development, school-level support, and rigorous 
evaluation of SEL practices. Future empirical research in Indonesian 
elementary schools should investigate these relationships using longitudinal 

and mixed-methods approaches.  
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1. INTRODUCTION  

 Elementary education is a developmental setting in which academic learning, social 

relationships, emotional regulation, and character formation occur simultaneously. The 

educational task is therefore not limited to the transmission of subject knowledge; it also 

involves creating conditions in which children can understand emotions, cooperate with 

others, respond to setbacks, and participate constructively in classroom life. Social and 

emotional learning (SEL) has emerged as an approach to developing competencies that 

connect cognition, emotion, behavior, relationships, and responsible decision-making [1], 
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[2]. Within this context, learning climate refers to the quality of the academic, social, 

emotional, and organizational environment in which teaching and learning take place. 

Understanding how SEL is enacted within this environment is important for explaining how 

educational practices and classroom relationships support students’ learning experiences. 

Previous research has established the relevance of SEL to students’ social-emotional 

development and academic outcomes. A foundational meta-analysis of 213 universal 

programs reported improvements in social-emotional skills, attitudes, behavior, and 

academic performance, while highlighting the importance of implementation quality [2]. 

Subsequent syntheses have identified sustained benefits for social-emotional skills and well-

being [7] and broader evidence from studies involving students across multiple countries [9]. 

Research has also examined the role of teacher social-emotional competence, classroom 

climate, and teacher–student relationships in shaping students’ engagement and achievement 

[3], [4], [5], [12], [16], [17], [18]. Taken together, these findings establish a strong rationale 

for SEL in elementary education. Nevertheless, the effectiveness of SEL programs, teachers’ 

capacity to enact SEL, the quality of the learning climate, and students’ educational 

outcomes represent distinct but interconnected dimensions that require careful conceptual 

differentiation. 

Teacher social-emotional competence is central to translating SEL principles into 

everyday classroom practice. Jennings and Greenberg’s prosocial classroom model links 

teachers’ social-emotional competence and well-being with teacher–student relationships, 

classroom management, SEL implementation, and classroom climate [5]. Teachers model 

emotional regulation, interpret student behavior, mediate conflict, establish expectations, 

provide feedback, and determine opportunities for student participation. Teacher 

competence therefore concerns educators’ capacity to enact social-emotional principles, 

whereas SEL refers to the competencies and developmental processes that support students’ 

emotional, social, and behavioral growth. The quality of classroom interactions can 

influence whether SEL becomes an integrated part of learning or remains an additional 

activity disconnected from everyday pedagogy. 

Learning climate provides the contextual dimension through which these practices 

are experienced by students. School climate is multidimensional, encompassing academic, 

community, safety, and institutional conditions [11]. Meta-analytic evidence indicates that 

classroom climate is associated with academic, behavioral, and socioemotional outcomes, 

while school and classroom climate have also been linked with academic achievement across 

K–12 settings [12]. At the classroom level, emotional support can be associated with 

academic achievement [13], and perceived classroom support has been related to students’ 

achievement emotions over time [14]. Teacher–student relationships further connect 

classroom climate with participation and achievement. Research has documented 

associations between supportive teacher relationships and academic outcomes [16], while 

meta-analytic findings indicate positive relationships between teacher support and school 

engagement [17]. Perceived teacher support has also been associated with academic 

achievement, with student engagement partly accounting for this relationship [18]. These 

findings suggest that student achievement should be understood as an educational outcome 

associated with, but not synonymous with, SEL competencies, teacher competence, or 
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learning climate. Together, these dimensions help explain how social-emotional processes 

and classroom conditions relate to students’ participation and learning experiences. 

Despite the substantial international evidence base, a key research problem concerns 

how SEL is implemented within specific educational contexts rather than whether SEL is 

beneficial in general. Systematic review evidence indicates that teacher- and school-related 

contextual factors influence the quality of SEL implementation [10]. Research on 

implementation fidelity similarly demonstrates the importance of examining how 

interventions are delivered in authentic classroom settings when interpreting their outcomes 

[23]. Evidence of intervention effectiveness alone, however, does not fully explain how 

schoolwide implementation is organized [6] or how teachers, school leaders, students, and 

families interpret and adapt SEL within particular school ecosystems. This distinction 

highlights the need to synthesize findings across SEL practices, teacher competence, 

learning climate, and educational outcomes while attending to the implementation processes 

connecting these dimensions. 

The Indonesian context adds a further dimension to this issue. Recent Indonesian 

literature discusses SEL implementation in elementary schools, its relationship with student 

achievement, and its connections with character development and the Merdeka Curriculum 

[31], [32], [33], [34]. A recent systematic review of Indonesian literature also identifies 

teacher competence, classroom strategies, and implementation challenges as important 

themes [34]. Although these studies provide a foundation for understanding SEL in 

Indonesian elementary education, the relationship among SEL as a student-development 

approach, teacher competence as an implementation capacity, learning climate as the 

classroom context, and student outcomes as a related educational dimension warrants further 

integrated examination. In particular, a thematic synthesis can help clarify how these 

dimensions are connected across the literature and identify contextual and implementation 

issues that may not be fully explained by studies focusing primarily on intervention effects 

or individual outcomes. 

The originality of the present article lies in its integrated thematic synthesis of SEL, 

teacher social-emotional competence, learning climate, and student outcomes, with 

particular attention to implementation in Indonesian elementary education. Rather than 

estimating a new causal effect or conducting a statistical meta-analysis, the article 

synthesizes the literature assembled in the source manuscript to identify recurring 

relationships, implementation challenges, and contextual considerations across these 

interconnected dimensions. This approach extends the discussion beyond the general 

effectiveness of SEL by examining how its educational value is connected to teachers’ 

classroom practices, the learning environment, and the conditions under which SEL is 

implemented. The analysis addresses four research questions: (1) How is SEL positioned as 

an integrative educational practice in elementary schools? (2) How does teacher social-

emotional competence connect SEL with classroom enactment? (3) How does learning 

climate shape students’ experience of SEL and learning? and (4) What implementation, 

evaluation, and contextual issues are especially relevant to Indonesian elementary 

education? By addressing these questions, the article aims to provide an integrated 

understanding of the relationships among SEL, teacher enactment, learning climate, and 
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student outcomes, while offering insights for educational practice, school-level 

implementation, and future research in Indonesian elementary education. 

 

2. METHOD  

2.1. Research Design 

This study employed a narrative thematic literature synthesis to examine social and 

emotional learning (SEL), teacher social-emotional competence, learning climate, student 

outcomes, and implementation in Indonesian elementary education. The approach was 

interpretive rather than statistical, focusing on identifying recurring patterns, conceptual 

relationships, and contextual considerations across the literature. The source manuscript 

served as the starting point for the synthesis, and its arguments, cited studies, and thematic 

organization were reviewed and reorganized to align with the structure and objectives of the 

Journal of General Education and Humanities. The study did not collect primary empirical 

data, calculate pooled effect sizes, or claim to provide an exhaustive account of all published 

SEL research. 

 

2.2. Corpus Construction and Data Sources 

The initial literature corpus consisted of the references and substantive discussions 

contained in the source manuscript. These materials were examined to identify studies and 

arguments relevant to the research questions and the six analytical themes. The corpus was 

then organized according to the conceptual and empirical contributions of the cited literature. 

Foundational theoretical studies, empirical journal articles, and systematic reviews were 

considered for their relevance to SEL in elementary education, teacher competence, learning 

climate, student outcomes, and implementation practices. Supplementary peer-reviewed 

studies were also considered to strengthen the evidence base and improve bibliographic 

completeness. The synthesis therefore drew on secondary literature rather than primary 

participant data or newly collected field evidence. 

 

2.3. Literature Selection Procedure 

Literature selection was guided by the relevance of each source to the study’s research 

questions and analytical themes. Sources were considered relevant when their theoretical 

arguments, research findings, or review conclusions contributed to understanding at least 

one of the following areas: SEL as a pedagogical practice, teacher social-emotional 

competence, learning climate, academic and developmental outcomes, implementation and 

evaluation, or contextual adaptation in Indonesian elementary education. Sources addressing 

more than one area could inform multiple themes. Foundational studies were used to clarify 

key concepts, while empirical studies and systematic reviews provided evidence concerning 

relationships, implementation conditions, and educational outcomes. 

The selection process involved examining the references in the source manuscript and 

considering supplementary peer-reviewed literature relevant to the identified themes. 

However, the original methodological record did not document a reproducible database-

search strategy, specific search dates, predefined inclusion and exclusion criteria, or a formal 

screening protocol. Accordingly, the literature selection should be understood as a 
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purposive, relevance-based process rather than a systematic search. The total number of 

sources examined and included was not specified in the available methodological record and 

is therefore not reported. 

 

2.4. Thematic Coding and Analytical Framework 

The literature was organized into six analytical themes: (1) SEL as an integrative 

pedagogical practice; (2) teacher social-emotional competence and enactment; (3) learning 

climate and relational conditions; (4) academic and developmental outcomes; (5) 

implementation, sustainability, and evaluation; and (6) contextual adaptation in Indonesian 

elementary education. The themes were established deductively from the research questions 

and the conceptual organization of the source manuscript. The literature was then examined 

in relation to these themes to identify recurring arguments, convergent findings, differences 

in emphasis, and connections across topics. 

The analysis distinguished four conceptual dimensions. SEL was treated as an approach 

to developing students’ social-emotional competencies; teacher social-emotional 

competence was understood as the capacity to translate these principles into classroom 

practice; learning climate was considered the relational, emotional, and organizational 

context in which teaching and learning occur; and academic and developmental outcomes 

were treated as related but distinct educational results. Implementation, sustainability, 

evaluation, and contextual adaptation were examined as cross-cutting issues that may help 

explain variations in how SEL is enacted across educational settings. The analysis was 

interpretive and focused on synthesizing the substantive contributions of the literature rather 

than applying a formal quantitative coding scheme. The available methodological record did 

not specify independent coding by multiple reviewers or a formal assessment of inter-coder 

agreement. 

 

2.5. Synthesis Procedure 

The synthesis proceeded through four connected stages. First, relevant literature was 

identified from the source manuscript and supplementary peer-reviewed studies. Second, the 

selected sources were organized according to their contributions to the six analytical themes. 

Third, the arguments and findings within and across themes were compared to identify 

recurring patterns, areas of convergence, differences in emphasis, and relationships among 

the principal concepts. Fourth, these patterns were integrated into a narrative interpretation 

addressing the study’s research questions and the implications for SEL implementation in 

elementary education. 

 

This procedure emphasized conceptual integration rather than the sequential 

description of individual publications. Particular attention was given to how teacher 

competence connects SEL principles with classroom practices, how learning climate shapes 

students’ learning experiences, and how implementation conditions and local educational 

contexts inform the application of SEL. The final synthesis was organized around four 

questions: how SEL is positioned as an integrative educational practice in elementary 

schools; how teacher social-emotional competence connects SEL with classroom enactment; 
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how learning climate shapes students’ experiences of SEL and learning; and which 

implementation, evaluation, and contextual issues are particularly relevant to Indonesian 

elementary education. 

 

2.6. Methodological Scope and Limitations 

This study is a narrative thematic literature synthesis and should not be interpreted as 

a systematic review or statistical meta-analysis. The available source material did not include 

a reproducible database-search strategy, a PRISMA flow diagram, formal screening records, 

or a complete protocol for inclusion and exclusion. The number of sources reviewed and 

included, the specific procedures used to identify supplementary articles, and the use of 

independent reviewers were also not documented sufficiently to support precise reporting. 

These limitations restrict the reproducibility and comprehensiveness of the literature-

selection process. Nevertheless, the thematic synthesis provides an interpretive account of 

the relationships among SEL, teacher social-emotional competence, learning climate, 

student outcomes, and implementation in Indonesian elementary education. Its contribution 

lies in integrating these dimensions into a coherent discussion of educational practice and 

contextual considerations rather than estimating intervention effects or establishing causal 

relationships.  

   

3. RESULTS AND DISCUSSION  

The thematic synthesis identified six interconnected areas in the reviewed literature: 

SEL as an integrative pedagogical practice, teacher social-emotional competence, learning 

climate, student achievement and developmental outcomes, implementation and 

sustainability, and contextual adaptation in Indonesian elementary education. Across these 

areas, the literature indicates that SEL should be understood not merely as a program 

delivered to students but as an educational process shaped by teacher capacity, classroom 

relationships, organizational conditions, and cultural context. The following sections 

distinguish findings supported by meta-analyses and systematic reviews from conceptual 

interpretations and context-dependent implications. 

 

3.1. Social and Emotional Learning as an Integrative Pedagogical Practice 

The literature positions SEL as more than a discrete package of emotional-skills 

lessons. Early formulations describe SEL as a framework for promoting social and emotional 

competencies while supporting mental health and reducing risk behavior [1]. Durlak et al.’s 

meta-analysis subsequently showed that universal school-based SEL programs can improve 

social-emotional skills, behavior, attitudes, and academic performance [2]. These findings 

provide meta-analytic support for the educational relevance of SEL, although the magnitude 

and nature of its benefits may vary across programs and implementation settings. The 

evidence therefore supports an understanding of SEL as an educational process that can 

operate through curriculum, classroom interaction, school routines, and relationships. 

An integrative interpretation is particularly relevant in elementary education because 

students encounter social-emotional learning while completing academic tasks, receiving 

feedback, cooperating with peers, responding to mistakes, and managing frustration. Jones 
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et al. emphasize the importance of intentionally developing social and emotional 

competencies during elementary schooling [4]. Greenberg et al. extend this perspective by 

describing SEL as a public-health approach in which universal school-based supports can 

contribute to positive developmental trajectories [3]. Together, these perspectives position 

SEL as both a developmental objective and a pedagogical orientation. Its practical 

significance lies in providing repeated opportunities for students to exercise social-emotional 

competencies during ordinary learning activities, rather than simply introducing the 

terminology of those competencies. 

The evidence also indicates that implementation quality matters. Durlak et al. 

identified implementation problems as moderators of program outcomes [2], while the 

contemporary synthesis by Cipriano et al. found substantial variability in program content, 

context, and implementation quality across a very large evidence base [9]. A systematic 

review focused specifically on implementation variability likewise recommends more 

careful assessment of fidelity, dosage, and quality because these dimensions can influence 

student outcomes [10]. Evidence from systematic reviews of classroom-wide SEL 

interventions also shows that program features and implementation conditions should be 

considered when interpreting effects [24]. Thus, a school cannot infer implementation 

quality simply from the presence of an SEL curriculum or a schedule of SEL activities. 

The elementary classroom consequently functions as a practical site where SEL 

principles become observable. Students can practice self-management when they persist 

with challenging tasks, social awareness when they interpret peers’ perspectives, 

relationship skills when they collaborate, and responsible decision-making when they 

consider consequences. These examples illustrate how SEL competencies may be integrated 

into academic participation and classroom interaction. They do not establish that all SEL 

programs operate through identical mechanisms or that integration necessarily produces 

higher academic achievement in every setting. The more defensible interpretation is that 

structured SEL can create opportunities to practice competencies relevant to learning and 

development, with outcomes depending partly on how these opportunities are designed and 

implemented. 

 

3.2. Teacher Social-Emotional Competence and Enactment 

Teachers provide the most immediate bridge between an SEL framework and 

students’ daily experiences. Jennings and Greenberg’s prosocial classroom model places 

teacher social-emotional competence and well-being alongside teacher–student 

relationships, classroom management, and SEL implementation [5]. This perspective is 

consistent with evidence that teacher support is associated with engagement and academic 

outcomes [17], while teacher–student relationship quality is positively related to 

achievement in a large meta-analysis [16]. Teacher social-emotional competence can 

therefore be interpreted as an implementation capacity that helps translate SEL principles 

into classroom practices, rather than as a substitute for SEL itself or as a direct measure of 

student achievement. 

Teacher competence is enacted through small, repeated decisions: how teachers 

respond to errors, how they express expectations, whether they invite student voice, how 
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they manage conflict, and whether feedback communicates support or threat. Classroom 

management research indicates that strategies addressing student behavior, social-emotional 

development, and teacher–student relationships can be associated with academic, 

behavioral, emotional, and motivational outcomes [19]. Current work on educator SEL 

emphasizes that teachers may teach SEL directly, integrate it into pedagogy, and develop 

their own social-emotional competencies as part of their professional role [27]. These 

perspectives suggest that implementation depends not only on what teachers know about 

SEL but also on how their knowledge, emotional regulation, and relational skills are 

expressed in daily interactions. 

Recent evidence further strengthens the teacher-centered interpretation. A study of 

primary teachers in Malawi found that teachers’ social-emotional competence, particularly 

emotion regulation and relationship management, was positively associated with the 

integration of SEL into daily classroom instruction [21]. A meta-analysis of strategies for 

increasing teachers’ adherence to evidence-based social-emotional and behavioral practices 

emphasizes that adoption and implementation fidelity require active support rather than 

assuming that teachers will automatically apply recommended practices [22]. The Malawi 

study provides context-specific empirical evidence concerning the relationship between 

teacher competence and classroom enactment, whereas the meta-analytic evidence 

emphasizes the importance of implementation support. Neither finding alone establishes a 

universal causal pathway applicable to all elementary schools. Together, they indicate that 

professional development should include both knowledge of SEL and opportunities to 

practice the interpersonal and regulatory skills required for enactment. 

Current scholarship increasingly describes educator SEL as multidimensional. 

Educators may teach SEL directly, integrate SEL principles into ordinary pedagogy, and 

develop their own competencies and well-being as role models [27]. A recent review 

similarly highlights teacher training and supportive interactions as mechanisms relevant to 

the educational and mental-health effects associated with SEL [26]. Professional learning 

should therefore move beyond presenting teachers with lesson materials and should include 

reflection, classroom application, peer support, and attention to teachers’ own emotional 

resources. 

Teacher capacity also has implications for sustainability. When SEL is introduced as 

an additional responsibility without adequate time, professional learning, or organizational 

support, teachers may experience it as another task rather than an integrated pedagogical 

orientation. Recent work on educator preparation emphasizes the need for professional 

learning that equips teachers to support SEL through culturally responsive and trauma-

informed practice [30]. These concerns are consistent with the broader implementation 

literature, which emphasizes that program support from both teachers and schools 

contributes to implementation quality [10]. The combined evidence positions teacher 

competence as a proximal implementation resource, while professional learning and 

organizational support constitute conditions that can strengthen or constrain its use. This 

distinction helps explain why providing teachers with an SEL curriculum alone may be 

insufficient to establish consistent classroom practice. 
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3.3. Learning climate as a Relational Context 

Learning climate emerged across the literature as a relational and psychosocial 

context through which SEL is experienced. School climate is multidimensional, 

encompassing academic, community, safety, and institutional dimensions [11]. Classroom 

climate is narrower but directly experienced through teacher–student interaction, peer 

relations, emotional support, participation, expectations, and responses to mistakes. A meta-

analysis of classroom climate found positive associations with academic achievement, 

motivation and engagement, and social competence, together with negative associations with 

distress and externalizing behavior [14]. 

The relationship between climate and achievement is also supported at the broader 

school and classroom levels. Erdem and Kaya’s meta-analysis synthesized separate evidence 

for classroom climate and school climate and academic achievement across K–12 research 

[12]. In addition, research on classroom emotional climate has linked aggregated positive 

emotions and teacher support with academic achievement [15]. The meta-analytic findings 

provide evidence of associations between learning environments and student outcomes, but 

they do not establish that climate alone causes those outcomes. These findings indicate that 

students’ academic experiences are embedded in social and emotional environments and that 

classroom climate should be examined alongside instructional and developmental processes. 

Psychological safety is particularly important for SEL because students need 

opportunities to make mistakes, ask for help, express disagreement, and participate without 

excessive fear of embarrassment. When classrooms communicate fairness and emotional 

support, students can more readily participate in discussion, collaboration, reflection, and 

problem-solving. Teacher support has been associated with school engagement across 

multiple dimensions [17], while perceived teacher support has also been linked with 

academic achievement partly through student engagement [18]. These relationships suggest 

a plausible connection between supportive classroom conditions, student participation, and 

academic learning. However, the extent to which engagement explains the relationship 

between climate and achievement may depend on the population, measures, and educational 

setting. 

The climate perspective also helps explain why SEL should not be treated only as an 

outcome. Teacher practices can shape climate, while climate can affect the opportunities 

available for students to practice social-emotional competencies. School leadership and 

organizational conditions can further enable or constrain teachers’ ability to maintain 

supportive routines. Evidence from a schoolwide implementation model indicates that 

social-emotional leadership is important when schools seek to embed SEL across the 

organization rather than confine it to individual classrooms [20]. Evidence from a nationwide 

SEL program study also illustrates the relevance of program-development and 

implementation conditions [25]. 

In the present synthesis, learning climate is therefore conceptualized primarily as a 

relational and organizational context, rather than being assigned an empirically established 

mediator role. It may be influenced by teacher practices and school leadership while 

simultaneously shaping students’ opportunities to participate, collaborate, and develop 

social-emotional competencies. This reciprocal interpretation provides a useful conceptual 
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connection among teacher enactment, classroom experiences, and student outcomes, but its 

causal pathways require direct empirical testing. Table I summarizes the principal thematic 

findings and their implications for elementary education. 

 

Table I. Thematic synthesis of the reviewed literature 

Theme Main evidence 
Implication for elementary 

education 

SEL as integrated practice Structured SEL is associated with 

social-emotional, behavioral, 
engagement, and academic 

outcomes, with implementation 

quality moderating effects [2], 

[9]. 

Embed competencies in ordinary 

instruction and interaction rather 
than treating SEL as an isolated 

activity. 

Teacher enactment Teacher social-emotional 

competence, support, beliefs, and 

professional learning shape 

classroom implementation [5], 

[21], [27]. 

Strengthen teacher SEL, 

modeling, reflection, coaching, 

and organizational support. 

Learning climate Supportive classroom and school 

climate is associated with 

engagement, social competence, 
well-being, and academic 

achievement [11], [12], [14]. 

Prioritize psychological safety, 

fairness, relational warmth, 

participation, and constructive 
conflict management. 

Implementation and 

sustainability 

Fidelity, dosage, contextual 

support, leadership, and teacher 

capacity influence 

implementation [10], [22], [23]. 

Evaluate process and conditions 

as well as outcomes; provide 

sustained school-level support. 

Contextual adaptation Culture and local values shape 

how emotional competencies are 

expressed and interpreted [29], 

[30]. 

Adapt examples and routines 

while maintaining clarity about 

developmental purposes. 

 

3.4. SEL, Student Achievement, and Developmental Outcomes 

The reviewed literature supports a broad interpretation of student achievement. 

Academic achievement includes performance in school subjects, but elementary education 

also involves engagement, motivation, persistence, prosocial behavior, confidence, and 

psychosocial well-being. For analytical clarity, this synthesis distinguishes academic 

achievement, which concerns academic performance, from broader developmental 

outcomes, which include social-emotional skills, behavior, engagement, and well-being. 

Durlak et al. reported academic as well as social and behavioral benefits in their meta-

analysis [2], while Taylor et al. found follow-up benefits in social-emotional skills, attitudes, 

and well-being [7]. The contemporary synthesis by Cipriano et al. similarly reported effects 

across skills, attitudes, behavior, school functioning, school climate and safety, peer 

relationships, and academic achievement, while emphasizing heterogeneity in intervention 

features and implementation [9]. 

Evidence focused specifically on academic outcomes also supports a cautious 

interpretation. Corcoran et al. synthesized universal school-based SEL programs and found 

evidence for improved academic achievement [8]. A more recent meta-analysis focusing on 

elementary and middle school students also reported academic effects across a body of 

research dominated by elementary-school samples [35]. These meta-analytic findings 
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strengthen the case that academic achievement should be examined as a distinct outcome of 

SEL interventions rather than being subsumed under general developmental benefits. 

Nevertheless, the inclusion of mixed elementary and middle school populations in some 

reviews limits the extent to which all findings can be attributed exclusively to elementary 

students. The results suggest that academic and social-emotional development can be 

complementary, but they should not be interpreted as evidence that SEL is a universal or 

automatic cause of higher test scores. 

Engagement provides one plausible pathway connecting social-emotional conditions 

to academic learning. Teacher support is positively associated with school engagement [17], 

and perceived teacher support shows a small-to-moderate relationship with academic 

achievement, with engagement partly accounting for the association [18]. Classroom climate 

is also related to motivation and engagement [14]. In practical terms, students who feel 

supported and able to participate may have more opportunities to persist, seek assistance, 

collaborate, and respond productively to feedback. The literature thus supports engagement 

as a relevant link between classroom experiences and academic performance, although the 

specific mediating role of engagement should not be generalized to every SEL program 

without direct testing. 

School belonging and relational connection provide additional developmental 

context. Evidence from the school-belonging literature links belonging with academic, 

motivational, social-emotional, and behavioral outcomes [36]. Although much of this 

evidence includes secondary students, the mechanism is relevant to elementary education 

because the foundations of belonging and relational security develop through repeated 

school experiences. The relevance to younger students should therefore be treated as a 

theoretically informed implication rather than as direct evidence that findings from 

secondary populations transfer unchanged to elementary classrooms. The literature supports 

a multidimensional view in which academic achievement is considered alongside the social 

and emotional processes that may help students participate in and sustain learning. 

Taken together, the evidence suggests that SEL-related outcomes are best understood 

as a set of related but distinct domains. Social-emotional competencies and prosocial 

behavior represent developmental outcomes; engagement describes students’ participation 

in learning; and academic achievement concerns performance in school subjects. Their 

relationships are supported by several meta-analyses, but the pathways connecting them 

remain sensitive to intervention design, implementation quality, and educational context. 

This distinction is particularly important when evaluating SEL programs because 

improvement in one outcome should not automatically be interpreted as evidence of 

improvement in all others. 

 

3.5. Implementation, Evaluation, and Sustainability 

Implementation is a central finding of the synthesis because evidence of program 

effectiveness cannot be separated from how programs are delivered. Durlak et al. identified 

implementation problems as moderators of outcomes [2], and de Leeuw et al. showed that 

implementation fidelity deserves explicit attention when interventions are implemented by 

teachers in classroom settings [23]. Ulla and Poom-Valickis likewise found that teacher- and 
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school-related contextual factors are relevant to implementation quality [10]. The practical 

implication is that evaluation should record not only whether an SEL activity occurred but 

also its quality, dosage, consistency, adaptation, and organizational support. 

Evaluation should also distinguish outcome measurement from process evaluation. 

Academic scores and student self-reports can provide useful information, but they cannot 

alone explain how implementation operates. Classroom observation can capture 

interactional patterns; interviews can examine teacher and student interpretations; school 

documents can show institutional expectations; and implementation records can describe 

dosage and adaptation. These methods are recommendations for future empirical evaluation, 

not data-collection procedures undertaken in the present literature synthesis. Using multiple 

evidence sources in future studies would help clarify whether observed outcomes correspond 

to formal program adoption, consistent classroom enactment, or sustained schoolwide 

integration. 

School leadership is an important condition for sustainability. Evidence from a 

schoolwide implementation model suggests that social-emotional leadership can influence 

the organizational conditions under which SEL is implemented [20]. Recent work on the 

prosocial school leader similarly connects leadership, school climate, teacher functioning, 

family and community partnerships, and student outcomes [28]. These findings suggest that 

responsibility for SEL should not rest solely on individual classroom teachers; school leaders 

need to establish coherent expectations, professional support, and organizational routines. 

Professional development should also be treated as an ongoing process. Evidence 

concerning teacher professional development indicates that teachers need opportunities to 

develop social-emotional knowledge and practice, rather than receiving only program 

information [27]. Recent research on educator SEL emphasizes reflective and professional-

learning approaches for developing teachers’ cognitive, emotional, and social capacities 

[27]. A complementary review of teacher training and supportive interactions highlights 

professional development as an important process in school-based SEL [26]. Taken together, 

these studies indicate that professional learning is most meaningfully considered as part of 

implementation infrastructure, alongside leadership, time, resources, and opportunities to 

apply and reflect on practice. Teacher training alone, however, should not be assumed to 

guarantee implementation fidelity or sustained student benefits. 

Sustainability also requires an appropriate balance between fidelity and adaptation. 

Excessive rigidity may make a program difficult to fit local curriculum, student 

characteristics, or cultural expectations, while unrestricted adaptation can obscure the 

competencies and practices that constitute the intervention. Contemporary cultural 

scholarship argues that SEL cannot rely exclusively on a single culturally normative model 

of emotion and social competence [29]. Contextual adaptation should therefore be 

understood as a process of making SEL meaningful in local settings while maintaining 

clarity about the developmental purposes of the competencies. 

The synthesis identifies implementation quality as a cross-cutting condition rather 

than a separate outcome that can be inferred from program adoption. Fidelity, dosage, 

teacher capacity, leadership, and adaptation provide complementary information about how 

an intervention is enacted. Although the literature supports the importance of these factors, 
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it does not establish that a single combination of implementation practices will be optimal 

across all schools. Evaluation should therefore consider both the core purposes of a program 

and the local conditions that shape its delivery. 

 

3.6. Contextual Adaptation in Indonesian Elementary Education 

Indonesian elementary education provides a particularly relevant context for 

examining how SEL is interpreted and adapted. Recent Indonesian studies report growing 

attention to social-emotional learning, student achievement, character development, and the 

Merdeka Curriculum [31]–[33]. Indonesian character-education research also emphasizes 

the role of value internalization in contemporary elementary education [36]. These studies 

indicate that SEL-related practices can be discussed alongside established educational aims 

concerning character, social responsibility, participation, and student well-being. A recent 

Indonesian systematic review similarly identifies teacher competence, classroom strategies, 

and implementation challenges as central themes in the literature [34]. 

At the same time, contextualization should not be reduced to translating international 

terminology into Indonesian. Cultural values influence how responsibility, cooperation, 

emotional expression, discipline, respect, and empathy are understood and enacted. Recent 

scholarship explicitly argues that educators’ social-emotional competence is culturally 

grounded and that SEL should engage with different ways of experiencing, expressing, 

regulating, and interpreting emotions [29]. A trauma-informed perspective also emphasizes 

cultural responsiveness and strengths-based approaches when preparing educators to support 

SEL [30]. 

The Indonesian context therefore offers a basis for examining culturally responsive 

SEL: an approach in which the developmental purposes of SEL are connected to local 

meanings, relationships, values, and classroom practices rather than transferred as culturally 

neutral prescriptions. The Indonesian literature suggests that existing cultural and character-

education resources can provide a foundation for SEL rather than being treated as unrelated 

domains. This does not mean that all character education is equivalent to SEL. Rather, there 

is potential overlap in areas such as empathy, responsible action, social responsibility, 

respect, and self-regulation. The research priority is therefore to examine how these domains 

are interpreted in particular school communities and how teachers integrate them into 

ordinary instructional practices. 

A process-oriented agenda is especially relevant because implementation may vary 

substantially among schools even when they use similar curriculum language. Differences 

in leadership, teacher preparation, school climate, resources, family expectations, and local 

cultural practices can influence what students actually experience. The Indonesian evidence 

base would therefore benefit from multiple-case and longitudinal studies that combine 

classroom observation, interviews, student perspectives, school documents, and outcome 

indicators. Such designs could clarify how formal SEL expectations become embedded in 

daily school life rather than treating implementation as a binary condition. 

The literature also indicates a need for stronger evaluation practices in Indonesian 

elementary education. Research that relies on a single self-report measure may overlook 

interactional processes, differences among classrooms, and changes in implementation over 
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time. A more comprehensive approach can combine process indicators with academic and 

developmental outcomes. This would allow researchers to distinguish between formal 

adoption, partial implementation, and sustained integration, while also documenting 

adaptations that make SEL meaningful within local school cultures. 

Recent Indonesian publications further demonstrate that the field is moving toward 

greater empirical attention, but the literature remains heterogeneous in design and emphasis 

[31], [32], [33], [34]. The contribution of the present synthesis is therefore not to claim that 

Indonesian SEL research is absent. Instead, it identifies a more specific gap concerning how 

implementation is interpreted, negotiated, adapted, and sustained within particular 

elementary-school ecosystems. This distinction is important because it aligns the research 

agenda with the current international emphasis on implementation variability and contextual 

conditions [9], [10]. 

The main contextual contribution is the proposition that culturally responsive SEL 

should be examined as an interaction between social-emotional competencies, teacher 

enactment, learning climate, and locally meaningful educational practices. This perspective 

avoids assuming that international SEL constructs transfer directly to Indonesian classrooms 

without modification. It also avoids treating local culture as a decorative addition to a 

predetermined program: cultural meanings should inform the examples, interactional 

routines, interpretation of behavior, and forms of student participation through which SEL 

is enacted. The precise effects of these adaptations, however, require empirical investigation 

in specific school communities. 

 

3.7. Research and Practice Implications 

Across the six themes, the synthesis points to a connected but non-deterministic 

relationship among teacher competence, classroom enactment, learning climate, student 

engagement and development, and academic outcomes. Teacher social-emotional 

competence may support the enactment of SEL through modeling, feedback, emotional 

regulation, and relationship management [5], [21], [27]. These practices can contribute to a 

supportive learning climate, while school leadership and organizational conditions can 

strengthen or constrain their implementation [20], [28]. Supportive classroom conditions and 

teacher relationships are associated with student engagement and academic achievement 

[17], [18]. Meta-analytic evidence also indicates that SEL interventions can benefit academic 

and developmental outcomes, although effects vary across programs and implementation 

contexts [2], [9]. 

The relationship can therefore be summarized as a conceptual pathway: 

Teacher social-emotional competence → classroom enactment of SEL → learning climate 

and opportunities for participation → student engagement and developmental outcomes → 

academic achievement. 

This pathway is a synthesis-derived conceptual interpretation, not an empirically 

tested causal model. The relationships between teacher competence and enactment, 

classroom climate and engagement, and SEL interventions and student outcomes are 

supported by different bodies of empirical evidence. However, the complete sequence has 

not been established as a single causal chain by the present study. The learning climate is 
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positioned primarily as a relational and organizational context that shapes students’ 

opportunities to participate and practice social-emotional competencies. Teacher 

competence is positioned as an implementation capacity, while implementation quality 

functions as a cross-cutting condition that can strengthen or constrain the proposed 

relationships. 

For practice, the synthesis suggests that SEL should be embedded in teaching 

routines rather than confined to scheduled activities. Teachers can make competencies 

explicit during collaborative work, feedback, problem solving, conflict resolution, and 

reflection. School leaders can support this process by aligning professional development, 

classroom expectations, student support systems, and schoolwide communication. The 

evidence on teacher support and engagement reinforces the value of creating emotionally 

supportive learning conditions [17], while schoolwide implementation research highlights 

the role of organizational leadership [20], [28]. 

For research, future studies should move beyond questions of whether SEL works 

toward questions of how, under what conditions, and for whom implementation is 

meaningful. Multiple-case qualitative designs can compare how teachers interpret 

competencies and how students experience climate across different schools. Mixed-method 

studies can connect observations and interviews with academic and developmental 

indicators. Longitudinal research can examine whether changes in teacher practice and 

classroom climate are sustained after formal training or intervention periods. 

Researchers should also report implementation characteristics more transparently. 

Information about dosage, training, teacher involvement, leadership support, adaptations, 

student participation, and contextual constraints can make findings more interpretable and 

transferable. The contemporary SEL evidence base demonstrates substantial heterogeneity, 

making contextual and implementation reporting increasingly important [9]. Such reporting 

is particularly valuable in Indonesia, where curriculum reforms and local school cultures 

may shape how international SEL constructs are interpreted. 

Finally, cultural responsiveness should be treated as an analytical issue rather than 

merely a practical adjustment. The cultural meaning of emotional regulation, cooperation, 

responsibility, and interpersonal support may vary across communities [29]. Studies should 

therefore document how teachers and students define these competencies and how local 

values interact with formal SEL language. For Indonesian elementary education, culturally 

responsive SEL offers a promising direction for aligning developmental objectives with local 

educational values while retaining explicit attention to social-emotional competencies, 

learning conditions, and academic outcomes. This approach can strengthen theoretical 

relevance and practical sustainability without assuming that one implementation model will 

fit every elementary school. 

Overall, the synthesis indicates that understanding SEL in elementary education 

requires attention to the interaction between developmental aims, teacher capacity, relational 

classroom conditions, implementation quality, and cultural context. The strongest 

contribution of this article is the integration of these dimensions into a coherent interpretation 

of SEL implementation, while recognizing that the proposed cross-theme relationships 

require further empirical testing, particularly in Indonesian elementary schools. 
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4. CONCLUSION 

 This study synthesized the literature on social and emotional learning (SEL) in 

elementary education, focusing on the relationships among SEL practices, teacher social-

emotional competence, learning climate, student outcomes, and implementation in 

Indonesian schools. The synthesis suggests that SEL is an integrative pedagogical practice 

shaped by teachers’ capacity to facilitate social-emotional learning, the classroom climate, 

implementation quality, and contextual conditions. These relationships should not be 

interpreted as a single, universally established causal pathway. The review contributes an 

integrative perspective by emphasizing not only SEL outcomes but also how SEL is enacted, 

supported, adapted, and sustained in elementary-school settings. In Indonesia, culturally 

responsive implementation is particularly important to connect SEL competencies with local 

educational values and school contexts. 

The findings highlight the importance of teacher professional development, supportive 

school environments, and context-sensitive evaluation of SEL implementation. 

Nevertheless, the narrative nature of the synthesis, the absence of a reproducible systematic 

search and formal screening protocol, and the lack of primary empirical testing limit the 

generalizability of the conclusions. Future research should use process-oriented, mixed-

methods, and longitudinal designs to investigate relationships among teacher competence, 

classroom practices, learning climate, student engagement, developmental outcomes, and 

academic achievement. Further research in Indonesian elementary schools is needed to 

establish how SEL can be meaningfully implemented, rigorously evaluated, and sustained 

across diverse cultural and educational settings. 
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