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Mija Javornik . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 121 

7 Perspectives from Sweden 
Nina Eliasson & Helene Dahlström . . . . . . . . . . . . . . . . . . . . . . . . . . . 147 

8 National Policy Support for Developing Teachers’ Social and 
Emotional Competencies and Diversity Awareness: 
Comparative Insights 
Urška Štremfel . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 163 



6 Table of Contents 

9 Supporting Teachers’ Social and Emotional Competencies and 
Diversity Awareness in the Future 
Implications for Educational Policies and Practices 
Urška Štremfel, Ana Kozina, Tina Vršnik Perše , Iva Odak , Ivana 
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Foreword 

Paul Downes 1 

A key impetus for this impressive book is the EU Council Pathways to School 
Success Council Recommendation 2022, a ‘flagship’ initiative of the EU Coun‐
cil and Commission. This places issues of school belonging, positive school 
climate, students’ wellbeing and social and emotional education as central to 
inclusive systems in schools, as part of a focus on early school leaving preven‐
tion and fostering educational environments supportive of individual learners’ 
needs. This book also operates against the backdrop of the major development 
at EU level in 2018 of the new EU Key Competence, Personal, Social and Learning 
to Learn. Emotional, relational dimensions are placed central to inclusion in ed‐
ucation, as part of what I have proposed elsewhere as the ‘emotional-relational 
turn’ for equitable inclusive systems in education. 2 

The benefits of a positive relational classroom and school climate are in‐
creasingly recognised for social inclusion in education globally. Against the 
backdrop of the World Health Organisation’s (WHO 2012) call for caring teach‐
ers, providing positive feedback to students and avoiding public humiliation 
of students, there is a need for system supports at both initial teacher educa‐
tion and for teachers’ professional development, to work on what is termed 
in this book, SEDA, social, emotional and diversity awareness competencies. 
System responses are needed to facilitate improvement in teachers’ commu‐
nication skills across Europe and internationally, regarding fostering empathy 
and perspective taking in students, avoiding fear and anger based approaches 
to motivation, building on strengths of students in a caring, listening, relational 
environment, while sustaining high expectations for all students. 

This book addresses a strategic issue that can be described as a ‘quick win’ 
for policy makers, in education systems where there are rarely ‘quick wins’. 
In other words, developing teachers’ relational and cultural competences is a 
malleable system feature for initial teacher education and continuing profes‐
sional development, one that is relatively inexpensive and with some subtle but 
significant changes of emphasis and priority, can contribute to the wellbeing 

1 Institute of Education, Dublin City University, Ireland 
2 Downes, P. (2011). The neglected shadow: Some European perspectives on emotional sup‐

ports for early school leaving prevention. International Journal of Emotional Education, 3(2), 
3–39. Downes, P., Li, G., Van Praag, L., & Lamb, S. (Eds.) (2024). The Routledge Interna‐
tional Handbook of Equity and Inclusion in Education. Routledge. https://doi.org/10.4324/
9781003282921 

https://doi.org/10.4324/9781003282921
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of both students and teachers to enhance equitable inclusive systems across 
Europe and internationally. 

It is important to emphasise that low teacher morale and burnout in some 
individuals and systems does not justify resort to old fashioned authoritarian 
teaching approaches based on anger and fear. The medical injunction primum 
non nocere,’ first do no harm’, must be recognised here, as well as that non-
discrimination in school is a human rights’ issue in education. Teachers need 
to be seen as not only education professionals but also as health professionals, 
influencing the mental health and wellbeing of their students. No one expects 
any health professional, whether nurse or doctor to respond through anger and 
generation of fear in their communicative culture. Likewise, this needs to be the 
case with teachers. A basic threshold of communicative competence regarding 
emotional and relational aspects is needed for teachers, while recognising that 
teachers’ own wellbeing is a key component in further steps for a teacher’s 
wider role concerning personal, relational support for students. In addressing 
issues of teacher burnout, it is important to recognise that teachers cannot solve 
all the social and emotional issues students’ face and it is not a matter of a 
blame culture, towards either teachers or students. Moreover, teachers cannot 
be therapists addressing deep-seated traumas of children and young people. 
However, a broadening of the role of schools to see school staff as composed 
of multidisciplinary teams of professionals, such as specialist emotional coun‐
sellors / therapists is one major contribution at system level to easing pressures 
on teachers in the classroom. This is recognised in the EU Council Recommen‐
dation, Pathways to School Success, in its focus on wider health professionals as 
multidisciplinary teams in and around schools. Teachers’ key role is in mental 
health and wellbeing promotion, and stress prevention for students, as distinct 
from therapy. 

This important book offers a forensic analysis of system gaps in provision 
for teachers’ conflict resolution skills, relational and cultural competences as 
part of a social and emotional education focus on both students’ and teachers’ 
wellbeing. The strong comparative and country-specific analysis on five Eu‐
ropean country systems offers a clear and concrete policy relevant focus for 
system development and reform in this area. It provides essential reading for 
policymakers and researchers in this domain, not only in the five countries 
directly scrutinised in this book, but also across Europe and indeed globally. 



Introduction 

Teachers’ Social, Emotional and Diversity Awareness 
Competencies from the Perspective of Policy 

Urška Štremfel 1 

Teachers have in recent years become the centre of educational policies on 
the European Union (EU) and national levels. Policy problems arising from the 
shortage of teachers, the ageing teacher population, the inadequate numbers of 
students enrolling in initial teacher education, the high drop-out rates from the 
profession and deficiencies in the area of teacher regeneration across the EU 
(European Commission, 2020; Eurydice, 2021) have seen teachers’ personal and 
professional well-being appear high on the political agenda. 

Content-wise, teachers’ social and emotional competencies and diversity 
awareness (SEDA competencies) have been recognised as a vital measure for 
addressing these pressing challenges given that teachers staying in the profes‐
sion face an increasing workload and high levels of work-related stress (Euro‐
pean Commission, 2020; Eurydice, 2021; OECD, 2020). Teachers have also not 
been empowered to deal with the new era of diverse classrooms or to handle 
their heavier workloads. SEDA competencies have been shown to help teachers 
take greater ownership of their career, learning and development needs, and to 
manage their professional learning and their careers more efficiently (Goleman 
et al., 2002; Vorhaus, 2010; Zins et al., 2007). As they build SEDA competencies, 
teachers can make more appropriate career-related choices as part of managing 
their career, better identify their needs, manage their work–life balance more 
effectively, establish a better balance between professional autonomy and ac‐
countability (Council of the EU, 2017), remain motivated for continuous pro‐
fessional development, and be able to maintain their well-being and prevent 
burnout (Jennings & Greenberg, 2009). 

Moreover, teachers’ SEDA competencies have been shown to impact stu‐
dents’ social and emotional competencies and academic achievements in at 
least three ways: a) such competencies influence the quality of the teacher–
student relationship; b) teachers serve as role models of SEDA competencies 
for students; and c) teachers’ social and emotional competencies influence how 
the classroom is managed. Together, these factors create a healthy classroom 

1 Educational Research Institute, Slovenia 
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climate that fosters students’ social-emotional learning and academic achieve‐
ment (Jennings et al., 2013). Earlier studies show that teachers who possess 
greater social and emotional competencies are also better at supporting the so‐
cial and emotional learning of their students (e.g., Collie, 2017; Schonert-Reichl 
et al., 2015). Further, to create an inclusive environment in which all students, 
also those from disadvantaged social groups, report positive relationships, op‐
portunities for personal development, an orderly environment, and that they 
all feel respected, cared for and supported in their personal growth, teachers 
must additionally possess diversity awareness competencies (e.g., Cefai et al., 
2018; Durlak et al., 2011; Kozina, 2020). 

Implementation-wise, policy experimentations were found to be a proper 
measure for searching for solutions to identified policy problems in the teach‐
ing profession by testing different innovative interventions in a range of 
(national) educational settings (European Education and Culture Executive 
Agency (EACEA), 2019), thereby contributing to policy developments in the 
field. The HAND in HAND: Empowering Teachers Across Europe to Deal with 
Social, Emotional and Diversity-Related Career Challenges project (HAND:ET 
project) was carried out with these aims in mind. 

The HAND:ET project focuses on teachers by supporting the development 
of their SEDA competencies 2 to empower them for the complexity of everyday 
working life with increasingly diverse classrooms and enable them to deal flex‐
ibly and competently with new challenges. It also puts teachers’ well-being at 
the centre by highlighting how developing SEDA competencies simultaneously 
foster self-care for teachers and enhance teacher collaboration. By innovatively 
integrating diversity awareness with social and emotional competencies, the 
HAND:ET project equips teachers with the competencies they require to meet 
the challenges of teaching in diverse classrooms, preventing them from leaving 
the profession early, empowering them to monitor and plan their career while 
supporting their own as well as their students’ well-being. 

Volume 1 entitled Empowering Teachers Across Europe to Deal with Social, 
Emotional and Diversity-Related Challenges: Experimentation Perspectives (Ko‐
zina, 2024) presents the HAND:ET conceptual framework, theoretical back‐
grounds, the process of developing the HAND:ET programme, the train-the‐
trainers process, the implementation of the HAND:ET system in five countries 
(Austria, Croatia, Portugal, Slovenia, Sweden), realising quality assurance, de‐
veloping the assessment for the external evaluation, and evaluation results of 
the questionnaire scales and participants’ perspectives. 

2 For a conceptual understanding of teachers’ SEDA competencies, please refer to Volume 1 
(Kozina, 2024). Since SEDA competencies are complex and broad concepts, their conceptual‐
isation within the HAND:ET project is crucial for understanding the scope and focus of this 
book, as well as what it addresses and what it does not. 
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Volume 2 aims to view the HAND:ET project framework and outcomes 
presented in Volume 1 from a policy perspective and explain the importance 
of pursuing sustainable systemic improvement and innovation in the field. 
Being implemented as an EU policy experimentation project, HAND:ET fully 
corresponds with the current EU educational agendas and sought to contribute 
actively to their further development (EACEA, 2019). Specifically, it makes an 
important contribution to realising the Council Resolution on a Strategic Frame‐
work for European Cooperation in Education and Training Towards the European 
Education Area and Beyond (2021–2030), which identifies teachers’ well-being 
as a key priority of the EU policies in education (Council of the EU, 2021). 
It also aligns with the Council Recommendation on Pathways to School Success 
(Council of the EU, 2022), which calls for systemic action to promote the well-
being of both students and teachers. Furthermore, it supports the Council Rec‐
ommendation on Key Competencies for Lifelong Learning (Council of the EU, 
2018), which introduces personal, social, and learning-to-learn competence as 
one of the eight key competencies, marking a significant step forward in fo‐
cusing on personal and social related issues across the EU. We argue that the 
detailed insights presented in this book concerning existing EU and national 
policies for supporting teachers’ SEDA competencies is the first step towards 
accomplishing these aims. Since the positive effects of the HAND:ET project 
vary considerably among the countries (Kozina, 2024), the insights into national 
policies for supporting teachers’ SEDA competencies may at least partly add to 
understanding of the findings. In addition, insights into policy arrangements, 
as well as supporting teachers’ competencies, are essential because teachers’ 
perception of policy and social support has been identified as an important 
factor in their well-being (e.g., Casely-Hayford et al., 2022). 

Given that teachers’ well-being only recently emerged on the EU agenda 
(Council of the EU, 2021), the non-binding character of EU cooperation in 
the area of education (e.g., Alexiadou & Rambla, 2022; Gornitzka, 2018) along 
with the structural and cultural differences in national educational contexts, 
the consideration of ensuring systemic support for the development of teach‐
ers’ SEDA competencies in different national contexts is particularly valuable. 
All the more so when we consider that teacher education is a field with a 
strong institutional character due to state control over the budget, regulations 
and provisions, and is hence also highly politicised (e.g., Symeonidis, 2021). 
Like in other educational fields, teachers’ professional development depends 
on complex professional and social negotiations, in turn leading to variation 
in national policy responses and approaches. For example, the selection of 
national case studies (Austria, Croatia, Portugal, Slovenia, Sweden) was pre-
determined by the countries’ participation in the HAND:ET project. However, 
they may also be grouped by different inter-sectional criteria. Austria, Croa‐
tia and Slovenia are Central European countries, Portugal is a Mediterranean 
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one, while Sweden is from the North of Europe. Portugal entered the EU in 
1986, Austria and Sweden in 1995, Slovenia in 2004, and Croatia in 2013. This 
might also somewhat determine their differences when it comes to the field 
of teacher professional development and the (non)coherence of their national 
policies vis-à-vis the EU’s current priorities. 

The book is organised in line with the role policy experiments (like the 
HAND:ET project) play in policy development (e.g., Huitema et al., 2018; Koz‐
ina, 2024). First, the policy problem the HAND:ET policy experiment addressed 
is described. Second, insights into the EU priorities aimed at tackling the recog‐
nised policy problems are presented. Third, the national policies in place today 
for supporting the development of teachers’ SEDA competencies are intro‐
duced. Finally, based on the findings concerning the EU’s priorities and national 
policies presented in this book and noting the results of the policy experiment 
presented in Volume 1 (Kozina, 2024), the HAND:ET project recommendations 
for supporting teachers’ SEDA competencies in educational policies and prac‐
tices are set out. 

The first chapter by Klaudija Šterman Ivančič, entitled Why Do Teachers 
Need to be Systemically Supported in Developing SEDA Competencies? Insights 
from International Large-scale Assessment Data, identifies major challenges of 
the teaching profession nowadays, showing how they are linked to teach‐
ers’ well-being, teacher–student relationships, and positive educational stu‐
dent outcomes, and what is the role of SEDA competencies in addressing 
them. After analysing results of the Teaching and Learning International Sur‐
vey (TALIS 2018) and the Programme for International Students Assessment 
(PISA 2022), the chapter points to significant shortages in teachers’ and stu‐
dents’ SEDA competencies in the HAND:ET field trial countries (Austria, Croa‐
tia, Portugal, Slovenia, Sweden). Still, the results vary considerably among the 
countries. The chapter therefore outlines the challenges of supporting teach‐
ers’ SEDA competencies and demonstrates the need for national system-level 
support, including supportive EU policy measures in the field. 

Urška Štremfel shows in the second chapter, entitled Policies Supporting 
Teachers’ Social and Emotional Competencies, and Diversity Awareness on the EU 
Level how only in recent years have teachers’ well-being and SEDA competen‐
cies become a high EU strategic priority since teachers and the quality of teach‐
ing were previously mainly viewed as a source of students’ academic achieve‐
ment and quality, effective and efficient education and training. By providing 
certain opportunities for cooperation, the EU policy framework of today invites 
national education systems to contribute to resolving the challenges facing the 
teaching profession, including teachers’ well-being. The chapter underscores 
that reflecting on the current national policy frameworks is an important first 
step in this respect. These national policy frameworks are presented in the 
chapters that follow. 
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In the third chapter, Valerie Fredericks, Christina Odescalchi, Yvonne 
Fasching, Marlene Williere, Fabian Aufreiter, Agnes Söllradl, Barbara 
Gasteiger-Klicpera and Lisa Paleczek show that in Austria, despite some (good) 
practices in the field (e.g., aptitude assessment regarding SEDA competencies 
for future students of teacher faculties, handbooks for teachers, how to prevent 
burnout), a “systematic framework and an overarching concept that recognise 
the importance of SEDA competencies and give possibilities concerning how 
and for what purpose they can be specifically and explicitly promoted” (p. 71 in 
this book) is lacking. 

Hrvoje Bakić, Gordana Galić and Urška Štremfel in chapter 4 present that 
despite teachers’ SEDA competencies not being systematically supported in ini‐
tial and continuous professional development programmes in Croatia, several 
examples of such courses and programmes are identified. The research findings 
presented in the chapter hold several policy implications indicating that the 
development of teachers’ SEDA competencies should be incorporated into the 
planned renewal of the system of teacher professional development and thereby 
be better systemically supported. 

In the fifth chapter, Gina Tomé, Inês Camacho, Marta Reis, Cátia Bran‐
quinho, Pascoal Amaral, Catarina Noronha and Margarida Gaspar de Matos de‐
scribe how in Portugal teachers’ well-being is a very topical issue, also evident 
in teachers’ strikes. The authors explain the government policy initiatives for 
addressing the issue, largely seen in changing and improving teachers’ working 
conditions. Yet, the few national studies that exist reveal that the promotion of 
activities that foster teachers’ socio-emotional competencies is an urgent and 
promising measure. 

Aleš Ojsteršek, Stanka Lunder Verlič, Mija Javornik and Urška Štremfel in 
chapter six present that the development of teachers’ SEDA competencies in 
Slovenia is (implicitly) related to ensuring a safe and supportive learning en‐
vironment. Although the development of teachers’ SEDA competencies is cur‐
rently not systematically supported in initial and continuing teacher education, 
ongoing policy reforms (curriculum renewal, national education programme) 
suggest that this area will receive much more attention at the systemic level in 
the future. 

Nina Eliasson and Helene Dahlström in chapter seven focus on the Swedish 
national policy framework from the perspective of the development of teachers’ 
SEDA competencies. They find that initial and continuous teacher education 
in Sweden is strongly focused on developing students’ learning competencies, 
not on teachers’ own SEDA competencies. As in other countries, there are no 
formal requirements for teachers to possess SEDA competencies. There is also 
a lack of research looking in detail at the SEDA competencies of teachers in 
Sweden. 
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In the eight chapter, Urška Štremfel provides some Comparative Insights Into 
Existing National Policies Supporting Teachers’ Social and Emotional Competen‐
cies, and Diversity Awareness. The findings reveal the considerable variety in 
national (non-)definitions of SEDA competencies for teachers in key national 
policy documents, the presence of the topic in initial and continuous profes‐
sional development, current policy and political debates on teachers’ well-being 
as well as the existence of systematic monitoring and policy-linked research in 
the field. Notwithstanding the recognised variety, it is concluded that the devel‐
opment of SEDA competencies is not systematically supported in the countries 
under analysis (Austria, Croatia, Portugal, Slovenia, Sweden). 

In the final, ninth chapter, based on the summary findings of the HAND:ET 
policy experiment (see Volume 1) and the summary findings of analyses of 
EU and national policy frameworks in place today (found in this Volume), the 
authors Urška Štremfel, Ana Kozina, Tina Vršnik Perše, Iva Odak, Ivana Pikić 
Jugović, Lisa Paleczek, Valerie Fredericks, Nina Roczen, Mojca Rožman, Nina 
Eliasson, Helene Dahlström, Gina Tomé, Margarida Gaspar de Matos, Hrvoje 
Bakić, Aleš Ojsteršek and Iva Perković present guidelines on how to systemati‐
cally support the development of teachers’ well-being and SEDA competencies 
on the EU level and national policy level of the participating countries and 
therefore add to efforts to realise the EU’s strategic priorities in this area. 

The book provides valuable and hitherto missing insights into the current 
state of policies for supporting teachers’ SEDA competencies in the EU and 
the selected national countries, along with evidence-based recommendations 
concerning how these competencies could be further systemically supported. 
Together with Volume 1 (Kozina, 2024), it constitutes a small step towards 
creating better classrooms today for a better society of tomorrow. It invites 
research, policy and practice communities to reflect on the insights it contains 
from their own perspective and to find their own and common ways of consid‐
ering them. 
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Chapter 1 
Why Do Teachers Need to be Systemically Supported 
in Developing SEDA Competencies? 

Insights from International Large-scale Assessment Data 

Klaudija Šterman Ivančič 1 

Abstract

The chapter identifies the biggest challenges facing the teaching profession nowadays, 
explaining how they relate to teachers’ well-being, teacher–student relationships, and 
positive educational student outcomes, along with the role of social and emotional 
competencies and diversity awareness in addressing them. We also shed light on the 
importance of strengthening teachers’ and students’ social and emotional competen‐
cies and diversity awareness based on the latest results of the Teaching and Learn‐
ing International Survey and the Programme for International Student Assessment 
in countries participating in the HAND in HAND: Empowering Teachers Across Eu‐
rope to Deal with Social, Emotional and Diversity-Related Career Challenges project 
(Austria, Croatia, Portugal, Slovenia, Sweden), where we examine the extent to which 
certain aspects of social and emotional competencies and diversity awareness (i.e., 
teachers’ views on how society values their profession, satisfaction with the profession, 
teacher–student relationships, teachers’ stress, self-efficacy in multicultural environ‐
ments, students’ sense of belonging at school, quality of teacher–student relationships, 
socio-emotional competencies) are supported in teachers’ and students’ reports. While 
the results vary widely between the mentioned countries, significant shortages are 
revealed in teachers’ and students’ social and emotional competencies and diversity 
awareness in all five education systems. The results thus support the notion that so‐
cial and emotional competencies and diversity awareness should be systematically 
supported in education, and the implementation of HAND in HAND: Empowering 
Teachers Across Europe to Deal with Social, Emotional and Diversity-Related Career 
Challenges project and similar projects is extremely important for fostering students’ 
and teachers’ well-being and positive academic outcomes. 
Keywords: Challenges of Teaching, Teachers’ Social, Emotional, and Diversity Aware‐
ness Competencies, Programme for International Student Assessment, Teaching and 
Learning International Survey 
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Introduction

In recent times, the discourse surrounding socio-emotional competencies and 
diversity awareness (SEDA competencies) in educational settings has gained 
ever more attention in both the research community and on the level of stake‐
holders. Recognising the multifaceted nature of education, different education 
systems are increasingly acknowledging the vital role these competencies play 
in fostering holistic development and preparing students and teachers for the 
challenges of a diverse and interconnected world. 

It is therefore well recognised that SEDA competencies encompass a spec‐
trum of skills, e.g., self-awareness, self-regulation, interpersonal skills, and so‐
cial awareness, and acknowledging these competencies as integral components 
of a well-rounded education, which reflects a paradigm shift towards an edu‐
cation system that not only values academic achievement but also prioritises 
the cultivation of emotional intelligence and quality relationships in schools. It 
is also well acknowledged that embracing diversity not only promotes a more 
inclusive and equitable learning atmosphere but also equips students with the 
cultural competence they need to thrive in an interconnected world. Devel‐
oping an appreciation for diverse perspectives, backgrounds and experiences 
prepares students to contribute positively to a more and more pluralistic soci‐
ety (Organisation for Economic Cooperation and Development (OECD), 2019c; 
OECD, 2020). 

In this context, teachers are often understood as individuals with a pivotal 
role to play in modelling SEDA competencies. Educators equipped with these 
skills can create supportive and inclusive classrooms that support their stu‐
dents’ diverse needs, and serve as mentors, guiding students to develop these 
essential life skills. 

This has recently led to SEDA competencies being increasingly included in 
different research, also in international large-scale assessment studies (ILSA 
studies), e.g., International Civic and Citizenship Education Study (ICCS), 
Progress in International Reading Literacy Study (PIRLS), Programme for In‐
ternational Student Assessment (PISA), Trends in International Mathematics 
and Science Study (TIMSS), and Teaching and Learning International Survey 
(TALIS), to provide policymakers and educators with a holistic understanding 
of students’ capabilities. Nevertheless, despite the established importance of 
SEDA competencies for students and teachers, these skills are still not specif‐
ically defined in the main public policy documents in the field of education in 
the European Union (Štremfel, 2020) and not systematically supported in either 
teacher training and education practices. With this background in mind, this 
chapter aims to answer the question of why teachers need systemic support in 
developing their SEDA competencies. 
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To accomplish this, in the first part of the chapter we identify the major 
challenges of the teaching profession and how they relate to teachers’ over‐
all effectiveness and well-being, and their regulation of workplace stress. We 
also identify how these aspects of teachers’ well-being relate to the quality 
of teacher–student relationships and positive student outcomes. At the end of 
part one, the role of SEDA competencies in addressing these challenges on the 
teacher and student levels is explained. 

In the second part, we shed light on the importance of strengthening SEDA 
competencies based on the results of ILSA studies where the results of PISA and 
TALIS surveys in countries participating in the HAND in HAND: Empowering 
Teachers Across Europe to Deal with Social, Emotional and Diversity-Related 
Career Challenges project (HAND:ET project) are used to consider the perspec‐
tive of both teachers and students. We examine to what extent certain aspects 
of SEDA competencies (i.e., teachers’ views on how society values their profes‐
sion, satisfaction with the profession, teacher–student relationships, teachers’ 
stress, collaborative school culture, self-efficacy in multicultural environments, 
and students’ sense of belonging at school, teacher support in mathematics, 
quality of teacher–student relationships, socio-emotional competencies, and 
overall life satisfaction) are supported in these countries based on teachers’ 
and students’ reports in different education systems and complete the analysis 
of the results with a discussion and conclusions. 

Challenges of Maintaining a Supportive Learning Environment

The rapid changes visible in all aspects of our lives today are also reflected in 
education systems and classrooms. Various studies involving teachers in the 
European context show that teachers are confronted with the impacts of such 
changes on a daily basis. As technology becomes increasingly integrated into 
education, teachers may encounter challenges in developing and maintaining 
digital competency, which includes the effective use of digital tools for teaching 
and adapting to new technologies (e.g., Basilotta-Gómez-Pablos et al., 2022; 
Caena & Redecker, 2019). On top of that, challenges are often linked to stronger 
needs for inclusive education and compliance with the increasing language 
and cultural diversity of students in classrooms. In addressing these diverse 
needs of students, teachers must be culturally sensitive and aware of different 
backgrounds, which encompasses adapting teaching methods to accommodate 
a range of cultural perspectives (Banks & McGee Banks, 2019; Parrish & Linder-
VanBerschot, 2010). At the same time, teachers often face limited autonomy 
whereby they feel constrained by rigid curriculum requirements and standard‐
ised testing, limiting their ability to exercise creativity and tailor their teaching 
methods to individual student needs (e.g., Grant et al., 2020). 
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Teachers also face growing challenges related to the perception and valu‐
ation of their profession in society. Common challenges are associated with 
how the public views the teaching profession, which is sometimes undervalued 
compared to other professions, the low salaries of teachers where in some coun‐
tries teachers may receive comparatively low salaries relative to the importance 
and responsibilities of their role, the lack of recognition, where teachers may 
feel unappreciated for having contributed to the development of students and 
society as a whole, along with limited support from parents and communities, 
which can make teachers feel isolated and undervalued (e.g., Ilgan & Ceviz, 
2019; Stromquist, 2018). 

All of these challenges can significantly impact teachers’ motivation for 
teaching, their professionalism, morale, job satisfaction, overall effectiveness 
and well-being (e.g., Fauziah et al., 2021; Ilgan & Ceviz, 2019), and can con‐
tribute to teacher stress and burnout (e.g., Bottiani et al., 2019; Capone & 
Petrillo, 2020; Garcia-Carmona et al., 2019). 

Different studies (e.g., McCarthy et al., 2014; Montgomery & Rupp, 2005) 
examined the link between teachers’ stress and various aspects of their pro‐
fession. Stressed teachers may find it challenging to maintain patience and 
composure in the classroom. This can lead to difficulties in managing student 
behaviour and ensuring a positive learning environment. Stress can also hinder 
a teacher’s ability to be creative and innovative in lesson planning and instruc‐
tional delivery, which may result in less engaging and dynamic teaching meth‐
ods. Most importantly, teachers’ stress can strain the relationships between 
teachers and students because stressed teachers may struggle to communicate 
effectively, with this affecting their ability to connect with students, understand 
their needs, and provide the support required. 

In addition, the quality, supportive and encouraging relationships that stu‐
dents establish with their teachers are important for motivating them to accom‐
plish their learning goals (e.g., Crosnoe et al., 2004; Gregory & Weinstein, 2004; 
Murdock & Miller, 2003; Shriver & Buffett, 2015; Wentzel, 2012). In his theoret‐
ical model of the teacher–student relationship, Pianta et al. (2003) identify the 
quality of the relationship as being crucial for the student’s academic success, 
emphasising the importance of socio-emotional support from the teacher, while 
claiming that a teacher who is emotionally warm, accepting and available to 
students promotes their interest and motivation, which in turn brings about 
higher academic achievement. 

Social-emotional support from the teacher also strengthens students’ sense 
of connectedness and belonging at school and thereby promotes students’ 
higher academic achievement and well-being (Harding et al., 2019; Hattie, 2012; 
Pianta et al., 2003; Wentzel, 2012). Alongside learning achievement, research 
additionally reports on the association of a sense of belonging at school with 
other related constructs / outcomes of education. After reviewing studies, Allen 
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et al. (2018) find that a sense of belonging at school is positively linked to 
academic adjustment, including grades and competency (Pittman & Richmond, 
2007), learning motivation (Anderman, 2003; Gillen-O’Neel & Fuligni, 2013; 
Goodenow, 1993), more positive attitudes to learning, and learning self-efficacy 
(Battistich et al., 2004; Roeser et al., 1996). Research (e.g., Connell et al., 1995; 
Croninger & Lee, 2001; Demanet & Van Houtte, 2012; Hallinan, 2008) further 
shows that a sense of belonging at school is positively associated with less 
absenteeism, less early school leaving, and inappropriate behaviour at school, 
as well as students’ greater participation in extracurricular activities (Fullarton, 
2002; Thompson et al., 2006; Whitlock, 2006). 

It may be concluded that quality teacher–student relationships which focus 
on social and emotional competencies are key to understanding both positive 
and negative learning outcomes and are a significant determinant of various 
aspects of students’ well-being. 

The latest data from PISA 2022 show that globally teacher support has de‐
teriorated over the last decade in the perception of students. On average across 
OECD countries, the share of 15-year-olds reporting that students receive extra 
help from their teacher when needed in most or every lesson dropped by an 
average of three percentage points (OECD, 2023b, p. 38). In 2022, for the first 
time PISA considered nine pivotal aspects that contribute to the quality of stu‐
dents’ lives: academic performance, agency and engagement, engagement with 
school, material and cultural well-being, openness to diversity, psychological 
well-being, resilience, social relationships, and study–life balance. Initial ob‐
servations reveal that no single country consistently performs well across all 
nine dimensions and even countries that are top performers in the PISA test 
exhibit areas that could be improved (OECD, 2023b, pp. 65–66). 

Considering the results of studies which outlined the importance of socio-
emotional support in the education process when explaining different edu‐
cational outcomes, and given all the challenges that teachers face in today’s 
world, it seems imperative that teachers receive professional development in 
which they can strengthen their resources of SEDA competencies, i.e., re‐
sources that will support their students’ well-being and simultaneously enable 
them to carry out the teaching profession in a satisfactory way. 

The Role of Strengthening the SEDA Competencies Held by 
Teachers

One of the most commonly used definitions of SEDA competencies when study‐
ing their impact on the educational process is the Collaborative for Academic, 
Social, and Emotional Learning (CASEL) wheel. The wheel defines five key 



22 Klaudija Šterman Ivančič 

competencies: self-awareness, self-management, social awareness, relationship 
skills, and responsible decision-making (Durlak, 2015). Self-awareness is the 
ability to recognise our emotions, bodily sensations, and thoughts, and their 
impact on our responses. Self-management is the ability to regulate emotions, 
bodily sensations, thoughts, and behaviour in various situations, including 
stress management, detecting and using impulses constructively, motivating 
oneself, and setting and working towards personal and academic goals. Social 
awareness is the ability to take a perspective, empathy and compassion towards 
others from different backgrounds, giving space to a range of perspectives and 
recognising the influence and importance of the family, school and community. 
Relationship skills refer to the ability to establish and maintain constructive 
relationships and the will to continue even when it seems impossible to sustain 
a constructive relationship. This includes the ability to take both personal and 
social responsibility and to enter into a relationship with a personal presence, 
recognising that a constructive relationship requires synergy between concern 
for one’s integrity and concern for society / community. Responsible decision-
making entails a synergy of the competencies mentioned thus far, which relate 
to the individual, and those which relate to being in a group or a relationship 
(Jensen et al., 2020). 

This concept of SEDA competencies was already used in the HAND IN 
HAND: Social and Emotional Skills for Tolerant and Non-discriminative So‐
cieties project (Kozina, 2020) where emphasis was given to strengthening the 
socio-emotional competencies of students and teachers and the results revealed 
that the socio-emotional competencies of teachers are the key element in con‐
sequently also fostering the socio-emotional competencies of students (Kozina, 
2020). Further, different research results (e.g., Collie, 2017; Durlak et al., 2022; 
Ross & Tolan, 2018) show that teachers holding strong SEDA competencies 
according to the CASEL wheel can better understand and connect with their 
students. This leads to more positive and supportive teacher–student relation‐
ships, in turn fostering a conducive learning environment. Teachers who pos‐
sess strong SEDA competencies are often more effective in managing class‐
rooms and can create a positive and inclusive atmosphere, resulting in better 
behaviour management and a focus on student engagement. Such teachers are 
also more empathetic and understanding of students’ needs and challenges, 
which can lead to more effective communication and personalised support for 
individual students. 

On the other hand, strong SEDA competencies can help teachers manage 
stress more effectively, cope with the demands of the profession and handle 
challenging situations (Collie et al., 2012; Roeser et al., 2013). These teachers are 
also more likely to experience greater job satisfaction and overall well-being. 
Teachers with strong SEDA competencies are often more adept at collaborating 
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with colleagues and also serve as role models for students by teaching them 
valuable life skills and promoting emotional intelligence (Collie, 2017). 

The importance of SEDA competencies has also been broadly recognised 
in ILSA studies in recent years. For example, in the latest PISA study frame‐
work, it is stated that “Social and emotional skills play a critical role in the 
development of children, nurturing their growth as well-rounded individuals” 
(OECD, 2023b, p. 59). Results of the most recent PISA 2022 study also show that 
social and emotional aspects were significantly related to student performance 
in mathematics. On average across OECD countries, students who were better 
able to control their emotions or were stress-resistant also outperformed their 
peers by around six points (OECD, 2023a). 

In parallel with the OECD PISA survey, SEDA competencies have been 
increasingly represented in all other ILSA studies (e.g., TALIS, ICCS, TIMSS, 
PIRLS). To illuminate the importance of SEDA competencies in the educational 
process, the section below seeks to highlight them in terms of recent results of 
different ILSA studies and the countries participating in the HAND:ET project. 

Teachers’ SEDA Competencies in ILSA Studies

ILSA studies allow us to reliably compare different aspects of the educational 
process based on dependable samples and internationally comparable data. The 
results of these studies are often used in various important national and inter‐
national educational policy strategies. Lately, the study of the SEDA competen‐
cies held by both teachers and students has also received growing attention in 
ILSA studies to identify the background factors of achievement. As such, we 
stress our reflections on the relevance of programmes like HAND:ET system 
with respect to the results of some ILSA studies. In the following, we describe 
the selection of countries to be compared, the selection of ILSA studies to be 
compared, and the SEDA competency indicators from the perspectives of both 
teachers and students. 

Selection of Countries and ILSA Studies for the Comparisons

To underscore the importance of SEDA competencies with regard to ILSA stud‐
ies data, three important steps were followed to select the countries and ILSA 
studies. In step one, we chose countries that had participated in implementing 
the HAND:ET project in schools (field-trial countries), i.e., Austria, Croatia, 
Portugal, Slovenia and Sweden. In the next step, we selected recent ILSA data 
in which all these countries participated, and those ILSA studies that offer 
a wider range of SEDA competencies indicators in their student and teacher 
questionnaires. Given these criteria, and because we were interested in both 
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teachers’ and students’ perspectives on their own SEDA competencies, and 
students’ perspective on teachers’ SEDA competencies, for this paper, in the 
last step, we excluded ICCS 2022, PIRLS 2021 and TIMSS 2019 data, and selected 
the most recent data available from the OECD TALIS 2018 and OECD PISA 2022 
studies. 

Participants in TALIS and PISA

The objective of the TALIS 2018 was to obtain in each participating country and 
economy a representative sample of teachers for each International Standard 
Classification of Education (ISCED) level in which the country and economy 
was participating (OECD, 2019b). For this paper, we selected teachers from 
ISCED 2 level, that is, mainly teachers from primary or lower secondary schools 
because not all the countries we wanted to include had participated with an 
ISCED 3 sample of teachers and further teachers participating in HAND:ET 
were also selected from ISCED 2 schools. In TALIS 2018, there were representa‐
tive samples of 246 ISCED 2 schools and 4,255 teachers participating in Austria, 
188 schools and 3,358 teachers in Croatia, 200 schools and 3,676 teachers in 
Portugal, 132 schools and 2,094 teachers in Slovenia, and 180 schools and 2,782 
teachers in Sweden (OECD, 2019a). 

The desired base PISA 2022 target population in each country / economy 
consisted of 15-year-old students in grades 7 and higher, regardless of the 
educational institutions they were attending. In Austria, there was a repre‐
sentative sample of 6,151 students participating in PISA 2022, in Croatia 6,135 
students, in Portugal 6,793 students, in Slovenia 6,721 students, and in Sweden 
6,072 students. Except for Sweden, the majority of participating students in 
Austria, Croatia, Portugal and Slovenia were attending ISCED 3 educational 
programmes (OECD, 2023). 

Selected Measures of Different Aspects of SEDA Competencies in TALIS 
2018

For the purpose of this paper, we selected data on SEDA competencies from 
the TALIS 2018 teacher questionnaires and the PISA 2022 student background 
questionnaires. For TALIS 2018, the data were collected through teacher ques‐
tionnaires with questionnaire topics covering several areas: Initial education 
and training, induction and mentoring; continuing education and training; 
school leadership; school culture and classroom climate; job satisfaction; at‐
titudes to learning and teaching; learning and teaching strategies; teacher per‐
formance appraisal; the feedback and endorsements teachers receive for their 
work, learning and teaching in diverse settings; and teacher mobility (Japelj 
Pavešić, 2019). For our comparisons of various aspects of SEDA competencies 
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from the TALIS 2018 questionnaires, we used teachers’ self-reports on separate 
items: 

Teachers’ views on how society values their profession is represented by 
the statement “I think that the teaching profession is valued in society”, where 
teachers responded on a four-point Likert scale (1 – Strongly disagree; 4 – 
Strongly agree), and answered the question “We would like to know how you 
generally feel about your job. How strongly do you agree or disagree with the 
following statements?”. 

Teachers’ satisfaction with the profession is represented by the statement “If 
I could decide again, I would still choose to work as a teacher”, where teachers 
responded on a four-point Likert scale (1 – Strongly disagree; 4 – Strongly 
agree), and answered the question “We would like to know how you generally 
feel about your job. How strongly do you agree or disagree with the following 
statements?”. 

Teacher–student relations are represented by the statement “Most teachers 
are interested in what students have to say”, where teachers responded on a 
four-point Likert scale (1 – Strongly disagree; 4 – Strongly agree), and answered 
the question “How strongly do you agree or disagree with the following state‐
ments about what happens in this school?”. 

Teachers’ stress is represented by the statement “I experience stress in my 
work”, where teachers responded on a four-point Likert scale (1 – Not at all; 
4 – A lot), and answered the question “In your experience as a teacher at this 
school, to what extent do the following occur?”. 

Collaborative school culture is represented by the statement “There is a 
collaborative school culture which is characterised by mutual support”, where 
teachers responded on a four-point Likert scale (1 – Strongly disagree; 4 – 
Strongly agree), and answered the question “How strongly do you agree or 
disagree with these statements, as applied to this school?”. 

Self-efficacy in multicultural environments is represented by the statement 
“Adapt my teaching to the cultural diversity of students”, where teachers re‐
sponded on a four-point Likert scale (1 – Not at all; 4 – A lot), and answered 
the question “In teaching a culturally diverse class, to what extent can you do 
the following?”. 

Selected Measures of Different Aspects of SEDA Competencies in PISA 2022

In the PISA 2022 survey, after a 2-hour PISA 2022 reading, mathematics and 
science literacy test students completed the student questionnaire, which is 
used to identify the effects of different background factors on student achieve‐
ment, e.g., about their family and home, learning maths at school, about how 
they think about their life, about their school, and their school timetable and 
learning time. Besides that, students in PISA 2022 also completed a well-being 
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questionnaire that also contained questions concerning their socio-emotional 
competencies. For the analysis, we used student self-reports on separate PISA 
scales: 

The sense of belonging at school scale assessed the degree to which students 
feel like they belong at their school. They responded on a four-point Likert scale 
(1 – Strongly agree; 4 – Strongly disagree) to the following six statements: “I 
feel like an outsider (or left out of things) at school”, “I make friends easily at 
school”, “I feel like I belong at school”, “I feel awkward and out of place in my 
school”, “Other students seem to like me” and “I feel lonely at school” . 

The teacher support in mathematics scale assessed the degree to which a 
range of situations occurred in their mathematics lessons. They responded on 
a four-point Likert scale (1 – Every lesson; 4 – Never or almost never) to the 
following four statements: “The teacher shows an interest in every student’s 
learning”, “The teacher gives extra help when students need it”, “The teacher 
helps students with their learning”, and “The teacher continues teaching until 
the students understand”. 

The quality of teacher–student relationships scale assessed the extent to 
which students feel like they have quality relationships with their teachers at 
school. They responded on a four-point Likert scale (1 – Strongly disagree; 
4 – Strongly agree) to eight statements, e.g.: “The teachers at my school are 
respectful towards me”, “If I walked into my classes upset, my teachers would 
be concerned about me”, “If I came back to visit my school three years from 
now, my teachers would be excited to see me”, “The teachers at my school are 
interested in students’ well-being”. 

The empathy scale assessed students’ agreement with statements regarding 
a range of behaviours indicative of empathy. They responded on a five-point 
Likert scale (1 – Strongly disagree; 5 – Strongly agree) to ten statements, e.g.: “I 
can sense how others feel”, “I can see situations from my friends’ perspectives”, 
“I get upset if bad things happen to other people”, “I understand what others 
want”. 

The emotional control scale assessed students’ agreement with statements 
about a range of behaviours indicative of emotional control. They responded 
on a five-point Likert scale (1 – Strongly disagree; 5 – Strongly agree) to ten 
statements, e.g.: “I keep my emotions under control”, “I stay calm even in tense 
situations”, “I know how to control my feelings”, “I have unpredictable emo‐
tions”. 

The stress resistance scale assessed students’ agreement with statements 
concerning a range of behaviours indicative of stress resistance. They re‐
sponded on a five-point Likert scale (1 – Strongly disagree; 5 – Strongly agree) 
to ten statements, e.g.: “I am more relaxed than most people I know”, “I am able 
to work under pressure”, “I handle stress well”, “I worry about many things”. 
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The life satisfaction scale measured students’ overall satisfaction with their 
lives. They rated their satisfaction with life on a scale from 1–10, with the 
question being, “The following question asks how satisfied you feel about your 
life, on a scale from 0 to 10. Zero means you feel ‘not at all satisfied’ and 10 
means ‘completely satisfied’. Overall, how satisfied are you with your life as a 
whole these days?”. 

Data

All the data used in this paper were extracted from the existing online available 
international TALIS 2018 and PISA 2022 survey databases for selected coun‐
tries. In both TALIS 2018 and PISA 2022, we refer to self-reports of teachers 
and students on different items and scales. In TALIS 2018, we describe the 
proportions of teachers who agreed with a particular item on various aspects 
of SEDA competencies, while in PISA 2022 we report the mean values of in‐
ternationally comparable indices of students’ well-being and SEDA competen‐
cies. Since in this paper we are interested in comparisons with international 
averages on top of cross-country comparisons themselves, we also extracted 
the OECD country averages from the international databases in addition to the 
country-specific data. Alongside the item response rates and average index val‐
ues, we extracted the associated standard errors of the parameters from the in‐
ternational databases. As certain selected countries did not achieve a sufficient 
student response rate on scales that form specific indices, no internationally 
comparable index was calculated for these countries and this is indicated by 
m – missing in the database. 

Results

The results of the TALIS 2018 survey (Table 1) show that, on the OECD average, 
only 26% of teachers agreed or strongly agreed that the teaching profession 
is valued in their society. In all of the selected countries, these percentages 
were even lower, i.e., below the OECD average. For example, in Austria 16% 
of teachers agreed or strongly agreed with this statement, followed by Sweden 
with 11% , Croatia and Portugal with 9% , and Slovenia with just 6% of teachers. 

Further, 76% of teachers on the OECD average agreed or strongly agreed that 
if they could decide again, they would still choose to work as a teacher, in a way 
indicating their satisfaction with the profession. There was a similar share of 
teachers agreeing or strongly agreeing with this statement in Croatia (75% ). In 
Austria and Slovenia, the agreement with this statement amongst teachers was 
higher than the OECD average (84% in Austria, 78% in Slovenia), yet in Portugal 
and Sweden, the percentages of teachers agreeing or strongly agreeing with this 
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statement were below the OECD average and relatively low (65% in Portugal, 
63% in Sweden). 

In the TALIS 2018 questionnaire, teachers also reported their perception of 
the quality of their relationships in schools. There was a relatively high per‐
centage of teachers on the OECD average (93% ) who agreed with the statement 
that most teachers in their schools are interested in what students have to say. 
Only in Sweden was this percentage above the OECD average, with 96% of 
teachers agreeing or strongly agreeing with the statement. The figures for other 
selected countries were below the OECD average, with 91% for Portugal, 89% 
for Croatia and Slovenia, and 88% for Austria. 

On the other hand, teachers on the OECD average report relatively high 
levels of very frequent stress in their work (selecting 4 on the four-point Likert 
scale); 18% of teachers reported experiencing a lot of stress in their work. The 
percentages of such teachers in the compared countries were the highest and 
above the OECD average in Portugal (35% ), yet in all the other selected coun‐
tries the figures were below the OECD average (17% in Sweden, 16% in Slovenia, 
12% in Austria, 7% in Croatia). 

The feeling of mutual support from one’s co-workers is another important 
aspect of an individual’s well-being. On the OECD average, 81 teachers agreed 
or strongly agreed with the statement that there is a collaborative school cul‐
ture characterised by mutual support. These shares were similar in Austria 
(83% ), Sweden (80% ) and Croatia (79% ), and above the OECD average in Slove‐
nia (89% ). The lowest percentage of teachers reporting a collaborative school 
culture amongst the countries under study was in Portugal (75% ). 

Concerning the feeling of self-efficacy in multicultural environments, only 
59% of teachers on the OECD average reported feeling able to adapt their 
teaching to the cultural diversity of students quite a bit or a lot. In Sweden, 
Austria and Slovenia, these percentages were even lower and below the OECD 
average (53% in Sweden, 52% in Austria, 36% in Slovenia). In comparison, 90% 
of teachers in Portugal reported being able to adapt their teaching to the stu‐
dents’ cultural diversity quite a bit or a lot, while in Croatia the percentage also 
exceeded the OECD average (74% ). 

With respect to aspects of SEDA competencies from students’ perspective, we 
derived several indices from the PISA 2022 database describing students’ sense 
of belonging at school, their perceived support from teachers in mathematics 
lessons, the quality of their relationships with teachers at their school, their self-
perceived empathy, emotional control, stress resistance, and life satisfaction. 

The results show that in most selected countries students on average re‐
ported levels above the OECD average concerning their sense of belonging at 
school, with the highest values of the index of sense of belonging at schools in 
Croatia (.13). The lowest, significantly below-average value of the index, was 
in Austria (–.23). 
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Table 1: Aspects of SEDA competencies from teachers’ perspective in TALIS 2018 
OECD 

Average 
Austria Croatia Portugal Slovenia Sweden 

% SE % SE % SE % SE % SE % SE

Teachers’ views 
on how society 
values their 
profession 1 

25 . 8 .2 16 . 1 .6 9 . 2 .8 9 . 1 .5 5 . 6 .5 10 . 7 .7 

Teachers’ satis‐
faction with the 
profession 2 

75 . 6 .2 84 . 2 .7 75 . 0 1 . 3 64 . 8 1 . 0 77 . 9 1 . 0 63 . 1 1 . 3 

Teacher–student 
relations 3 

92 . 6 .1 88 . 4 .6 88 . 5 .9 91 . 0 .6 88 . 8 .8 95 . 7 .3 

Teachers’ stress 4 18 . 4 .2 12 . 2 .6 7 . 4 .6 34 . 8 1 . 0 16 . 4 1 . 0 17 . 1 .9 

Collaborative 
school culture 5 

80 . 6 .2 82 . 7 1 . 0 79 . 2 1 . 0 75 . 0 1 . 1 89 . 2 1 . 0 79 . 9 1 . 2 

Self-efficacy in 
multicultural 
environments 6 

58 . 9 .3 51 . 9 1 . 0 73 . 8 2 . 6 90 . 0 .8 35 . 5 1 . 4 52 . 6 1 . 2 

Note: % – Percentage; SE – Standard Error 
1 Percentages of teachers who agree or strongly agree that the teaching profession is valued in society 
2 Percentages of teachers who agree or strongly agree with the statement “If I could decide again, I would 

still choose to work as a teacher” 
3 Percentages of teachers who agree or strongly agree with the statement “Most teachers are interested in 

what students have to say” 
4 Percentages of teachers experiencing a lot of stress in their work 
5 Percentages of teachers who agree or strongly agree that there is a collaborative school culture which is 

characterised by mutual support 
6 Percentage of teachers who feel they can adapt their teaching to the cultural diversity of students quite a 

bit or a lot. 

In Croatia, Austria and Slovenia, students also reported well below the OECD 
average teacher support in mathematics (–.21 in Croatia, –.39 in Austria, –.41 in 
Slovenia). The highest levels above the average of the index of teacher support 
in mathematics were seen in Portugal (.33) and Sweden (.19). 

Students in Portugal and Sweden also reported a more positive quality of 
teacher–student relationships in their schools than their peers in the OECD 
countries with values of the index of the quality of teacher–student relation‐
ships exceeding the OECD average (.24 in Portugal, .19 in Sweden). Students in 
Austria also reported above the OECD average the quality of their relationships 
with the teachers (.10), whereas students in Croatia and Slovenia, once again, 
reported results below the OECD average (–.21 in Croatia and Slovenia). 

In the field of self-evaluation of socio-emotional competencies, participat‐
ing students in the selected countries reported above OECD average levels of 
empathy in Austria (.30) and Portugal (.18), and similar to the OECD average 
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levels of empathy in Croatia (–.03). Levels similar to the OECD average were 
also reported by students and Portugal (.18) and Slovenia on emotional control 
scales (.01 for Portugal and Slovenia), while students in Croatia reported higher 
levels of emotional control (.16) than their peers in OECD countries. On the 
scale of stress resistance, students from Croatia (.09) and Austria (.08) reported 
somewhat higher levels of stress resistance than their peers in OECD countries, 
and students from Portugal and Slovenia reported below OECD average levels 
(–.08 in Portugal, –.06 in Slovenia). 

On the life satisfaction scale, the highest values above the OECD average were 
reported by students in Croatia (7.37) and Portugal (7.06), and the lowest values 
below the OECD average by students in Austria (6.69) and Slovenia (6.61). 

Table 2: Aspects of SEDA competencies from students’ perspective in PISA 2022 
OECD 

Average 
Austria Croatia Portugal Slovenia Sweden 

M SE M SE M SE M SE M SE M SE

Sense of belong‐
ing at school 

— . 02 .00 — . 23 .01 .13 .01 .08 .02 .04 .01 .09 .01 

Teacher support 
in mathematics 

— . 03 .00 — . 39 .03 — . 21 .02 .33 .03 — . 41 .02 .19 .02 

Quality of stu‐
dent–teacher 
relationships 

.00 .01 .10 .03 — . 21 .02 .24 .03 — . 21 .02 .19 .02 

Empathy .01 .00 .30 .02 — . 03 .01 .18 .01 m m m m 

Emotional control — . 01 .00 m m .16 .01 .01 .01 .01 .01 m m 

Stress resistance — . 02 .00 .08 .01 .09 .02 — . 08 .01 — . 06 .01 m m 

Life satisfaction 6 . 75 .01 6 . 69 .03 7 . 37 .04 7 . 06 .03 6 . 61 .03 6 . 91 .03 

Note: M – Mean value of internationally comparable index; SE – Standard Error; m – missing

Discussion and Conclusions

The results show that teachers from all of the selected countries reported agree‐
ment below the OECD average with the statement that society values their 
profession, and that there is a very low percentage of teachers who feel that 
they are valued professionals. Around one-quarter of teachers in OECD coun‐
tries do not feel satisfied in their profession. Among the countries compared, 
this proportion is similar in Croatia and even higher in Portugal and Sweden. 
A relatively large proportion of teachers on the OECD average report high-
quality relationships with students in their school. Only around one-tenth of 
teachers in Austria, Croatia, Portugal and Slovenia and just 5% of teachers in 
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Sweden disagree. On the other hand, about one in five teachers on the OECD 
average report very high levels of stress in their work. In Portugal, up to 35% 
of teachers report this. About one-third of teachers on the OECD average and 
in most countries compared do not feel a collaborative school culture char‐
acterised by mutual support. Portugal had the lowest share of such teachers 
in the countries compared (25% ). Only 60% of teachers on the OECD average 
also report being able to easily adapt their teaching to the cultural diversity of 
students. In Sweden and Austria only a solid half of teachers report this, and in 
Slovenia just over 30% of teachers. 

In terms of students’ reporting on different aspects of SEDA competencies, 
while the results also vary widely between the countries under study, some 
shortages in this area are apparent for at least two aspects of SEDA competen‐
cies compared in Austria, Croatia and Slovenia. For example, compared to the 
OECD average, students in Austria reported relatively low levels of a sense of 
belonging at school and teacher support in mathematics, in Croatia low levels 
of teacher support in mathematics and quality of teacher–student relationships, 
and in Slovenia also low levels of quality relationships with teachers at school 
in both mathematics and generally, and below-average levels of stress-resis‐
tance. The latter was also reported by students in Portugal, whereas students 
in Sweden reported above OECD average levels for all the scales compared. 

Taking account of the shortages in SEDA competencies amongst teachers 
and students in the selected countries and given the positive effects of SEDA 
competencies on students’ motivation, behaviour and achievement (e.g., Allen 
et al., 2018; Harding et al., 2019; Hattie, 2012; Kozina, 2020; Šterman Ivančič & 
Štremfel, 2023), as well as the identified positive effects of SEDA competencies 
on teachers’ well-being in coping with stress and the various challenges of 
teaching (e.g., Collie, 2017; Durlak et al., 2022; Milatz et al., 2015; Roeser et 
al., 2013; Ross & Tolan, 2018), it may be concluded that strengthening SEDA 
competencies is a key element while designing responses to the reduced well-
being of both teachers and students. This is also supported by the results of 
the first Hand in Hand project that showed supportive relationships in schools 
have a greater impact on students who show particular deficits in learning mo‐
tivation, achievement and behaviour, and that one of the efficient solutions en‐
tails strengthening teachers’ and students’ SEDA competencies (Kozina, 2020) 
because better social and emotional skills are reflected in higher motivation 
and achievement, better mental health and prosocial behaviour, less antisocial 
behaviour and a more positive self-image of students. As such, the develop‐
ment and continuation of the HAND:ET programme was the only reasonable 
step forward and points to the urgent need to also develop, implement and 
systematically support similar programmes in different education systems in 
the future. 
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This is especially important when it is further noted that social and emo‐
tional skills are not specifically defined in the main public policy documents 
in the area of education in the European Union. Namely, they are only indi‐
rectly included, and the development of these skills is not yet systematically 
supported. Future steps should accordingly encompass a detailed analysis of 
all national documents and the systematic integration of teachers’ SEDA com‐
petencies into all levels of the education systems (Štremfel, 2020). We aim to 
elaborate on this in the following chapters using the countries participating in 
HAND:ET as examples. Systemic support should also be provided to teachers 
and other school professionals so that they can build on their social and emo‐
tional skills in the course of their teaching. 

The contemporary era reveals the great need to prioritise SEDA competen‐
cies in education. By so doing, educators can empower students to navigate the 
complexities of a diverse world, fostering not only academic success but also 
the development of well-rounded, empathetic individuals poised to contribute 
meaningfully to society. To this end, the first important step is for teachers 
themselves to have these competencies properly developed and supported. The 
ongoing discourse on these competencies signifies a collective commitment 
to nurturing the next generation with the skills and awareness required for 
success in the 21st century. 
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Chapter 2 
Policies Supporting Teachers’ Social and Emotional 
Competencies, and Diversity Awareness on the 
European Union Level 

Urška Štremfel 1 

Abstract

The chapter presents the embodiment of teachers’ social and emotional competencies, 
and diversity awareness in European Union policies in a longer-term perspective. It 
demonstrates how teachers’ social and emotional competencies and diversity aware‐
ness have slowly entered the European Union agenda ever since the European Commu‐
nity was set up in 1951. This path has been marked by supporting teachers’ mobility 
(1990s), strengthening their intercultural competencies (2010s) and, finally, establish‐
ing teachers’ well-being as a high political priority (2020s). The chapter shows that 
teachers’ competencies (also those implicitly related to social and emotional compe‐
tencies and diversity awareness) are treated mostly as support for students’ outcomes 
and assuring quality and effective education and training and, to a large extent the 
exposure of their importance in European Union policy documents, is influenced by 
external factors (the economic, migrant and COVID crises). By describing past and 
particularly current European Union strategic priorities concerning the development 
of teachers’ well-being and social and emotional competencies, and diversity aware‐
ness, the chapter outlines the European Union policy framework in which the HAND 
in HAND: Empowering Teachers Across Europe to Deal with Social, Emotional and 
Diversity-Related Career Challenges project was initiated and to whose realisation it 
is expected to contribute. 
Keywords: European Union, Teacher Policy, Historical Development, Social and Emo‐
tional Competencies and Diversity Awareness, Well-being 

Introduction

The chapter provides a review of current teacher policies and priorities on 
the European Union (EU) level and the embodiment of social and emotional 
competencies along with diversity awareness (SEDA competencies) in it. It ac‐

1 Educational Research Institute, Slovenia 



38 Urška Štremfel 

cordingly helps to understand why the HAND in HAND: Empowering Teach‐
ers Across Europe to Deal with Social, Emotional and Diversity-Related Ca‐
reer Challenges project (HAND:ET project) and other policy experimentation 
projects were initiated by the European Commission (European Education and 
Culture Executive Agency (EACEA), 2019)), and how their findings may con‐
tribute to further development of the field. With this purpose in mind, it does 
not provide an in-depth scientific discussion of the Europeanisation of teacher 
policy in the participating countries. Nonetheless, the in-depth insight into 
EU policies on teachers’ SEDA competencies and well-being is important for 
understanding the (non-)coherence between the EU’s priorities and existing 
national teacher policies in the countries participating in the HAND:ET project; 
that is, Austria (for more, see Chapter 3), Croatia (for more, see Chapter 4), Por‐
tugal (for more, see Chapter 5), Slovenia (for more, see Chapter 6) and Sweden 
(for more, see Chapter 7). 

Several research questions are considered in the chapter: How has teachers’ 
well-being become a high educational strategic objective of the EU in the last 
few decades? Which are the EU’s political priorities in the field today and what 
is expected of member states and different stakeholders in terms of their reali‐
sation? 

This chapter has a qualitative orientation and is based on content analysis of 
the EU’s educational policy documents (mainly Council of the EU Resolutions, 
Communications and Recommendations, and European Commission Commu‐
nications) after the European Community was established in 1951. The policy 
documents were selected according to their relevance to teacher policy. The 
keywords searched were teachers’ SEDA competencies and well-being, along 
with the wider fields of their support (e.g., teacher education, competence 
frameworks, working conditions etc.). 

The structure of the chapter is as follows. The first section presents the 
historical development of the embodiment of teacher (SEDA) education in the 
EU’s policies in the area of education over different periods since 1951. The 
second section introduces the key contemporary challenges facing the teach‐
ing profession and describes the current political priorities regarding teachers’ 
SEDA competencies and well-being. The conclusion critically reflects on these 
developments. 

Even though the chapter holds applied added value for understanding 
HAND:ET project’s embodiment in the EU policy framework in place today, 
the review is also particularly scientifically relevant. Symeonidis (2021) re‐
ported that, compared with other educational fields (e.g., students’ achieve‐
ment), teacher professional development in the EU has received much less re‐
search attention in scientific research. Based on a review of the literature, it 
may be argued that research into the development of teachers’ SEDA compe‐
tencies is missing. The chapter therefore fills a research gap in the field. 
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Teachers’ Professional Development, Well-being and SEDA 
Competencies within the EU’s Cooperation in the Area of 
Education

European cooperation in the field of education, including teachers’ professional 
development, dates back to when the European Community was established. 
However, over the decades it has become part of two parallel processes. Plac‐
ing teachers’ professional development at the heart of EU cooperation in the 
area of education is determined by the objectives of the knowledge society 
(e.g., European Council, 2000) and establishing of the European Education Area 
(Council of the EU, 2018a) as well as the visions of achieving the European 
Higher Education Area (Bologna Declaration) (Council of the EU, 1999). 2 This 
division is also seen in policy developments where initial teacher education 
is perceived as part of higher education (Bologna Process), while continuous 
professional development relates to school and teacher policies (Symeonidis, 
2021). In the sections below, we try to structure the main periods of teacher 
professional development policy in the EU with special emphasis being paid to 
the development of teachers’ well-being and SEDA competencies. 

Supporting Teachers’ Mobility, Preparing Students for Working Life, and 
the Lifelong Learning Society (1950s–1990s)

EU cooperation in the field started in the area of vocational education and 
training identified as “capable of contributing to the harmonious development 
both of the national economies and of the common market” (Treaty establishing 
the European Economic Community, 1957). Accompanying Council Decisions 
(Council of the European Communities, 1963) pointed to the need for teachers 
and instructors to be suitably prepared on the national level with the Commu‐
nity’s assistance, when necessary. 

The 1970s were marked by intensified EU cooperation in the area of edu‐
cation, and teachers’ professional development. The Resolution on Cooperation 
in the Field of Education (The Council of the European Communities, 1974) 
encouraged teachers’ mobility, largely by removing administrative and social 

2 The Europeanising of teacher education due to the Bologna Process is evident in the inte‐
grating of teacher education into higher education (university programmes), that previously 
was treated more as professional than academic education (Zgaga, 2013, p. 347). The Euro‐
peanisation of teacher education is reflected in the adoption of the Bologna cycles of bachelor 
and master degrees and the introduction of professional competence frameworks, defining 
expectations for teacher quality and learning outcomes in the curricula of teacher education 
institutions (European Commission / EACEA/Eurydice, 2018). 
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obstacles to their free movement and by improving the teaching of foreign 
languages. The Council of the European Communities (1976) exposed the im‐
portance of initial and continuous training of teachers to support young people 
to be more effectively prepared for working life. 

The European Commission (1987) launched initiatives to promote the Euro‐
pean dimension in schools through teacher exchanges and school partnerships. 
These initiatives were supported in following years by several networking 
activities in the frameworks of the Erasmus, Tempus and Lifelong Learning 
programmes. 

The Memorandum of Higher Education (Commission of the European Com‐
munities, 1991; Council of the EU, 1993) proposed a strategy for the moderni‐
sation of higher education, including the training of teachers. It recognised 
the role of universities in teacher education and called upon fostering the 
joint actions of member states with respect to curricula development and new 
approaches to learning. The White Paper on Growth, Competitiveness and Em‐
ployment (European Commission, 1993) highlighted the role of teachers in the 
new information era, the use of new technologies by teachers, and the need to 
develop these competencies in teacher education. The White Paper Towards the 
Learning Society (European Commission, 1995) shed light on the challenges of 
teaching in a time of technological advancement. Among others, it called for the 
recruitment of the best teachers and development of new teaching approaches 
and innovation to address the needs of the (new) lifelong learning society. The 
Communication Towards a Europe of Knowledge (European Commission, 1997) 
again emphasised the importance of teachers’ mobility. 

To summarise, in the first four decades, EU cooperation in the field of ed‐
ucation was slowly strengthening. It was heavily focused on the development 
of vocational education and training. The topic of teachers’ professional de‐
velopment sporadically appeared in policy documents. The teachers’ role was 
particularly envisioned in terms of supporting students for working life, while 
teachers’ mobility was supported to contribute to the European dimension of 
education. Even if not explicitly indicated, these (mobility) goals may be said to 
implicitly relate to the development of teachers’ diversity awareness. 

Teachers as Key Agents in Supporting Students’ Outcomes (2000s)

The Lisbon Strategy (European Council, 2000) underscored the importance of 
developing teachers’ information and technologies (ICT) skills, fostering their 
mobility and removing obstacles to it, and attracting high-quality candidates 
to the profession. Strategic Framework Education and Training 2010 (Council of 
the EU, 2002) exposed the crucial role played by teachers in realising the first 
of three strategic goals; namely, to improve the quality and effectiveness of 
education and training in the EU. The shortage of teachers due to the ageing 
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teacher population was identified as a pressing issue and the need to attract 
and retain qualified and motivated teachers was especially emphasised. Sev‐
eral (general) proposals for improving teacher education were issued. The joint 
report on the progress of Lisbon’s strategy (Council of the EU and European Com‐
mission, 2004) pointed out teachers as being the core agents for attaining the 
goals declared in Lisbon. It promoted the idea of developing common European 
reference frameworks and principles for teachers’ competencies. The Report 
also proposed indicators for the professional development of teachers, which 
would link teacher education with the Bologna Process. Common European 
Principles for Teacher Competences and Qualifications (European Commission, 
2005) once again revealed teachers as the main agents for realising the EU’s 
strategic educational goals. It listed several competencies that teachers should 
acquire: work with knowledge, technology and information, work with fellow 
human beings, and work with and in society. Even though these were quite 
widely defined, it may be assumed that at least implicitly they also relate to the 
social competencies of teachers. 

The Communication on Improving the Quality of Teacher Education (Euro‐
pean Commission, 2007) explicitly linked the quality of teachers with students’ 
achievements. It was also acknowledged that in a constantly changing world in 
which students come from diverse backgrounds teachers’ competencies must 
be constantly updated via continuous professional development. Special atten‐
tion was paid to professional mentoring and guidance support in the initial 
years of teaching. The subsequent Council of the EU Conclusions on improving 
the quality of teacher education (Council of the EU, 2007) mentioned that for 
teachers, in addition to specialist knowledge, pedagogical skills are also needed, 
along with teaching practice during the study. The importance of quality as‐
surance in professional teachers’ development was stressed. The Council of the 
EU Conclusions on preparing young people for the 21st century (Council of the 
EU, 2008) expressed the need to promote and enhance the attractiveness of 
the teaching profession, including a review of national recruitment, placement 
and retention policies, and the quality professional development of school lead‐
ers. Council Conclusions on the Professional Development of Teachers and School 
Leaders (Council of the EU, 2009a) divided teacher education into three stages: 
initial, induction and continuous. It was pointed out that induction should of‐
fer teachers both personal and professional support. The former can at least 
implicitly be understood as social and emotional support contributing to the 
development of teachers’ social and emotional competencies. 

It may be concluded that in the 2000s quality teachers were recognised as 
an important factor in students’ achievement. The shortage of teachers was 
already seen as a pressing issue. As regards teachers’ SEDA competencies, they 
may be very implicitly understood in terms of the ability to work with human 
beings, with and in society (social competencies), and to support students from 
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different backgrounds (diversity awareness). The need for personal (social and 
emotional) support for early career teachers was at least implicitly emphasised. 
However, one can confirm Downes’ (2018) findings that the social and emo‐
tional dimension of education was relatively neglected in the European policy 
context up until 2010. 

Teachers as Important Agents in Addressing the EU’s Challenges (2010s)

Five main objectives were established in the Europe 2020 strategy (European 
Commission, 2010), with one being linked to Education. This objective states 
that: 

In the period up to 2020, the main objective of European cooperation must be to 
support the development of education systems and training in the member states to 
ensure: a) personal, social and professional fulfilment for all citizens; b) sustainable 
economic prosperity and employability, while promoting democratic values, social 
cohesion, active citizenship and intercultural dialogue. 

The SEDA dimension of education was therefore heavily stressed. 
The Strategic Framework for European Cooperation in Education and Training 

(ET 2020) (Council of the EU, 2009b) listed the mobility of teachers as an essen‐
tial element of lifelong learning and an important means for enhancing their 
employability and adaptability. It was noted that for improving the quality and 
efficiency of education and training (Strategic goal 2) quality teaching, ade‐
quate initial and continuous professional development, early career support for 
new teachers, and making teaching an attractive career choice are necessary. 

The Recommendation on policies to reduce early school leaving (Council of the 
EU, 2011) emphasises the need to support and empower teachers through ini‐
tial education and continuous professional development, particularly for their 
work with pupils at risk, managing diversity in the classroom, and resolving 
challenging teaching situations. The European Commission (2013) recognised 
that poor relationships between pupils and teachers can contribute to early 
school leaving. It highlights the importance of supporting teachers in man‐
aging diversity and acknowledges that a whole-school approach fosters and 
supports positive and caring relationships among teachers, school staff, and 
pupils. It states that a strong and well-developed system of emotional sup‐
port in schools is essential, especially for those at risk of early school leaving. 
The European Commission (2015), in its policy messages regarding the whole-
school approach to tackling early school leaving, recognised that the role of 
the teacher is broadening and becoming more demanding in response to new 
challenges. It argues that teachers’ relational and communication expertise, 
diversity management strategies, relationship-building, and conflict resolution 
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competencies should be reinforced and that the emotional well-being of teach‐
ers and other staff should also be prioritised. 

The communication Rethinking Education: Investing in Skills for Better So‐
cio-economic Outcomes (European Commission, 2012) provided several, mostly 
general, recommendations to member states for improving the recruitment, ini‐
tial education, induction, and continuous professional development of teachers, 
principals and teacher educators. Among others, it offered a proposal for defin‐
ing the competencies and qualities required of teachers in terms of learning 
outcomes (competence frameworks). Once again, the need for coherent per‐
sonal, social and professional support for early-career teachers was highlighted. 
It was stated that continuous professional development should not only be 
treated as an integral part of teachers’ activities but also be included in schools’ 
development plans. For the first time, considerable attention was devoted to 
teacher educators. The proposal inter alia stated that explicit profiles of their 
competencies should be defined. 

Conclusions on Effective Teacher Education (Council of the EU, 2014) referred 
to the importance of developing teachers’ transversal competencies. Attention 
to developing effective ways of supporting diverse groups of learners was 
emphasised. As a solution to the recognised problem that new teachers are 
leaving the profession prematurely, greater consideration of teachers’ personal 
and professional well-being in initial education and initial mentoring support 
was proposed. It may be argued that here the issue of teachers’ well-being was 
explicitly mentioned for the first time in the EU’s policy documents. 

In the Declaration on Promoting Citizenship and Common Values of Freedom, 
Tolerance and Non-discrimination through Education (Council of the EU, 2015), 
the need to develop teachers’ intercultural competencies was stressed as well 
as their abilities to support the European identity and social and intercultural 
competencies of their students. The Communication Strengthening European 
Identity through Education and Culture (European Commission, 2017) exposed 
that more (policy) support for teachers’ mobility programmes is needed. Con‐
clusions on school development and excellent teaching (Council of the EU, 2017) 
acknowledged the need to “invest in teachers as powerful determinants of stu‐
dent achievement and to support them in taking responsibility and achieving 
a better balance between professional autonomy and accountability”. This can 
be implicitly understood as part of responsible decision-making (an element of 
emotional competence in the Collaborative for Academic, Social, and Emotional 
Learning (CASEL) framework on which the HAND:ET system is built (see Ko‐
zina, 2024). The document also listed several other general recommendations 
regarding the teaching profession that do not explicitly or implicitly relate to 
teachers’ well-being and SEDA competencies. 

Council Recommendation on promoting common values, inclusive education, 
and the European dimension of teaching (Council of the EU, 2018b) stated that 
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“teachers should be supported and empowered through measures to create an 
open learning culture and environment and deal with diverse learning groups 
to teach civic competences, transmit Europe’s shared heritage, promote com‐
mon values and act as role models for the learners”. It called for the promotion 
of a European dimension of teaching and a further improvement in training 
for teachers on citizenship and diversity and responding to the diverse needs of 
learners. Council conclusions on moving towards a vision of a European Education 
Area (Council of the EU, 2018a) also called for strengthened EU cooperation in 
the teacher professional development field, yet without referring to teachers’ 
well-being and / or SEDA competencies. Recommendation on key competencies 
for lifelong learning (Council of the EU, 2018c) and the accompanying Euro‐
pean Framework for Personal, Social and Learning to Learn Key Competence (Sala 
et al., 2020) introduces personal, social and learning-to-learn competence as 
one of eight key competencies. Although support for educational staff is in‐
dicated as necessary for implementing key competencies of students, teachers’ 
SEDA competencies are not explicitly mentioned in this regard. However, it can 
be argued that for students’ personal development (self-regulation, flexibility, 
well-being) and social development (empathy, communication, collaboration), 
teachers’ SEDA competencies are essential. 

To summarise, the 2010s were marked by growing EU cooperation in the 
field of education. This is also evident in the increasing number of educational 
policy documents accepted on the highest political level. These accepted policy 
documents exclusively focused on teachers (e.g., Council of the EU, 2014, 2017) 
can be viewed as a sign that teachers and their professional development were 
becoming high on the EU’s educational policy agenda. Two external drivers 
(the economic crisis at the start of the decade and the terrorist attacks in 2015) 
considerably affected the education sector, as well as teachers’ professional de‐
velopment in terms of highlighting teachers’ contribution to efficient education 
and the promotion of common EU values, including diversity awareness. For 
the first time, the need to protect and support (early) teachers’ professional 
and personal well-being was recognised. Further, the importance of teachers’ 
relational competencies was emphasised as important for students’ social and 
emotional development in terms of the prevention of early school leaving (Eu‐
ropean Commission, 2013). 3 This rising importance of teachers’ professional 
development in the EU’s policy documents is also accompanied by a compar‐
ative report (European Commission / EACEA/Eurydice, 2018) as well as a pol‐

3 Downes (2018) states that early school leaving as a headline target for the EU 2020 strategy 
led to increased scrutiny of teachers’ competencies and supporting their professional de‐
velopment; for example, their conflict resolution skills and diversity awareness. This is part 
of a wider emotional-relational turn for early school leaving and offers a social inclusion 
rationale for the importance of social and emotional education. 
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icy guide (European Commission, 2020) on teacher professional development 
and several other Education and Training Working Group outcomes (European 
Commission, 2024). 

Teachers’ Well-being as a High Political Priority (2020s)

The Council conclusions on European teachers and trainers for the future (2020) 
acknowledged that “continuous innovations and challenges, including the 
Covid-19 pandemic, have an effect not only on the competencies required but 
also on teachers’ and trainers’ wellbeing and the attractiveness of the teach‐
ing profession”. It emphasised the teachers’ responsibility not simply for stu‐
dents’ academic achievement, but also for fostering their social responsibility, 
and civic engagement, conveying human values, and supporting their per‐
sonal growth and well-being. It recommends policy actions to support teachers’ 
personal and professional well-being, motivation and feeling of being valued. 
Their well-being was recognised as an important factor in their job satisfac‐
tion, enthusiasm for work, the attractiveness of the profession, quality of their 
performance and, consequently, also the achievements of learners. The factors 
of teachers’ well-being were also acknowledged, including “working environ‐
ment, working conditions, available peer and institutional support, relation‐
ships with learners, parents, peers and institution leaders, and respect and 
appreciation given by the wider community”, and a positive school climate. 
It was exposed that a lack of these factors may lead to teachers’ physical and 
emotional exhaustion, stress and burnout, in turn affecting their mental and 
physical health. 

In the Strategic framework for European cooperation in education and training 
towards the European Education Area and beyond (2021–2030) (Council of the 
EU, 2021a), enhancing competencies and motivation in the educational pro‐
fession was mentioned as one of five strategic priorities. It was highlighted 
that attention needs to be paid more than ever to the well-being of teachers, 
which is an important factor for ensuring the quality of education as it not only 
affects teacher satisfaction but the quality of teaching as well. Due to shortages 
and the ageing of teachers, the requirement to make the teaching profession 
more attractive and its revalorisation were pointed out. To support realisation 
of the strategic priority, 12 specific issues and actions were recommended to be 
completed by 2025: 
– strengthening the recruitment and selection of the most suitable candidates 

for the teaching profession; 
– raising the attractiveness and status of the teaching profession; 
– exploring the possibility of developing European guidance for the develop‐

ment of national career frameworks and lifelong guidance; 
– investigating the possibility of developing teacher competency frameworks; 
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– supporting initial education, induction and continuous professional devel‐
opment, especially to deal with the greater diversity of learners and their 
specific needs etc. 

– creating networks of teachers’ education institutions through the proposed 
Erasmus Teacher Academies; 

– supporting the promotion of excellence in teaching on all levels, including 
exploring new ways of assessing the quality of teacher training; 

– supporting teachers and trainers in managing linguistic and cultural diversity 
in education and training institutions; 

– exploring the possibility of developing a policy framework for raising the 
number and quality of teachers’ learning mobility; 

– developing measures and establishing mechanisms to improve working con‐
ditions and to address occupational stress so as to foster the well-being of 
teachers; 

– striving to reduce gender imbalances; and 
– ensuring that teacher education prepares teachers for their key role in en‐

hancing the well-being and mental health of all learners. 
The extent to which these have already been addressed in the EU member states 
participating in the HAND:ET project (Austria, Croatia, Portugal, Slovenia, 
Sweden) is described in Chapters 3, 4, 5, 6 and 7 of this book. Chapter 9 indicates 
how the HAND:ET project findings can provide support with their realisation. 

Council Recommendation on blended learning approaches for high-quality and 
inclusive primary and secondary education (Council of the EU, 2021b) as a di‐
rect response to the COVID crisis pointed to the need to support teachers and 
trainers with a stronger focus on the well-being and quality of professional 
life to mitigate stress and prevent burnout. Several measures were proposed in 
this respect: facilitating access to qualified mental health and support profes‐
sionals and services; promoting the development and / or organisation of peer 
support to mitigate stress; and providing enhanced opportunities for training 
in resilience / mental well-being in initial teacher education and continued pro‐
fessional development programmes. 

Recommendations on Pathways to School Success (Council of the EU, 2022) 
tackled the issue of early school leaving and exposed the importance of provid‐
ing teachers with adequate support and time to address educational inequal‐
ity, underachievement and disengagement. As support measures for the well-
being of teachers, suitable working conditions, professional autonomy, active 
involvement in school management, high quality initial and continuous profes‐
sional development together with access to support and mental health profes‐
sionals and services, collaboration and peer support were indicated. A whole-
school approach, involving all members of the school community and a wide 
range of stakeholders, including specialist emotional counsellors / therapists, 
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is recognized as important in promoting students’ well-being and preventing 
early school leaving. 

The great salience of the topic in the last few years is further shown by the 
involvement of a section on teachers’ professional development in the Educa‐
tion and Training Monitor (European Commission, 2023). 

The topic of teachers’ SEDA competencies is also discussed in working 
groups in the European Education Area strategic framework. The Working 
Group on equality and values in education and training published an issue 
paper Tackling different forms of discrimination in and through education and 
training (European Commission, 2023). This paper recognised that “teachers 
and educators are often unaware of their own racial biases and their impact on 
students”, and awareness raising and support for their diversity awareness is 
hence needed. 

It is evident from the recent policy documents accepted since 2020 that 
teachers’ well-being is high on the EU’s policy agenda. As mentioned, this 
can be understood as a response to the current challenges in the field (lack of 
teachers, ageing teacher population, stress and burnout) reported to a great ex‐
tent by teachers themselves in the Teaching and Learning International Survey 
(TALIS) (Organisation for Economic Co-operation and Development (OECD), 
2019, 2020)) (for more, see Chapter 1). HAND:ET project addressed these issues 
and sought to contribute to the realisation of strategic priorities in the area by 
policy experimentation on the development of teachers’ SEDA competencies 
(see Kozina, 2024). 

Conclusions

The review of the EU’s policy documents in the field of education in a longer 
perspective provides several interesting and important insights with regard to 
the development of the EU’s strategic priorities in the area of teacher pro‐
fessional development. By putting teachers’ SEDA competencies, well-being, 
stress and burnout in the centre, it addresses specific topics which, when com‐
pared with the development of general teacher education policy in the EU (e.g., 
Symeonidis, 2021), have been addressed only to a limited extent. The review 
reveals that even though the policy developments in the first decade of the 
millennium strengthened EU cooperation in the field of education (European 
Council, 2000), they have also been scientifically discussed in terms of fore‐
casting the “European teacher education policy community” (Hudson & Zgaga, 
2008), the “European Teacher Education Area” (Gassner et al., 2010) and the 
“European Teacher” (Schratz, 2014), and it is clear that teacher professional 
development has only appeared on the EU agenda slowly. For a long time 
(1950s to 1990s), EU cooperation was focused on supporting teachers’ mobility, 
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preparing students for working life, and the lifelong learning society (1950s 
to 1990s). In the 2000s, the important role of teachers in supporting students’ 
outcomes was strongly emphasised. Later (in the 2010s), teachers were largely 
treated as important agents in addressing the EU’s challenges appearing in that 
decade (e.g., the economic, migrant and COVID crises). 4 Only in the last few 
years (since 2021) has teachers’ well-being been recognised as a high political 
priority. 

Teachers’ social and emotional competencies have been less explicitly ex‐
posed, mainly in terms of supporting students’ personal and social development 
as well as academic achievements. Teachers’ SEDA competencies and well-
being have thus long been treated as a means to other ends (e.g., Belfield et 
al., 2015) and not an end in itself. Yet, the question of whether this orientation 
(teachers’ supporting others and not themselves) has caused teachers’ low well-
being, exhaustion and burnout is not reflected in the policy discussions on the 
EU level, at least not in the identified policy documents. Searching for a solution 
clearly needs a much deeper investigation of the roots of the policy problem. 
The lack of teachers’ SEDA competencies can only be one of them. It seems 
that several other questions have not yet been sufficiently addressed. For ex‐
ample, how teachers’ well-being has been affected by performativity (pressures 
on students to make high academic achievements) (e.g., Ball, 2003; Skinner et 
al., 2021), low appreciation of the teaching profession in society (e.g., OECD, 
2019, 2020), and the low perception of the policy support provided (e.g., Casley-
Hayford et al., 2022) 

The review also reveals that the problem of teacher shortages in the EU was 
detected already more than 20 years ago (e.g., Council of the EU, 2002). Still, the 
well-being of teachers as a promising solution to this problem was identified 
only in the last few years (e.g., Council of the EU, 2021). It may be argued that 
addressing policy problems as they arise is much more effective than after they 
have already become widespread (e.g., Cairney et al., 2016). 

Several initiatives have in quite a general manner been repeating in the doc‐
uments over the last 20 years (e.g., quality initial and continuous professional 
development). In-depth evaluations of the accomplishment of these goals have 
been almost missing. As regards SEDA competencies, it can be argued that 
teachers’ diversity awareness has been more or less explicitly addressed (teach‐
ers’ mobility, intercultural competencies, supporting students from different 
backgrounds etc.) by different EU initiatives over a longer period. However, 
despite these longer-term initiatives, according to TALIS data (OECD, 2019, 
2020) teachers and students still report challenges in the field (for more, see 
Chapter 1). This may raise questions about the effectiveness of the policy mea‐

4 For more details on the EU governance in the crisis’s framework, see Nordin (2014a, b). 
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sures thus far employed, as well as the planning of future ones. Although the 
governance of goals (e.g., Grek, 2009) and governance of comparisons (e.g., 
Alexiadou, 2007) are seen as powerful tools for enhancing national reforms, 
it should additionally be noted that SEDA competencies are a sensitive field, 
also in terms of differences in national cultural contexts, which may question 
the relevance of introducing of international benchmarks and indicators in the 
field. 

Given that teacher professional development, particularly in the field of 
teachers’ SEDA competencies and well-being, was for a long time not a priority 
area of the common EU cooperation in the area of education, one cannot expect 
the national education policies to be aligned with current EU policy priorities in 
the field. The extent to which the national policies in the countries participating 
in the HAND:ET project correspond to them is presented in Chapters 3, 4, 5, 6 
and 7 of this book. 
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Abstract

The aim of this chapter is to describe the importance attributed to primary and lower 
secondary teachers’ social-emotional competencies and diversity awareness within the 
Austrian educational system. To understand Austria’s school and teacher education 
system, an overview is provided. Based on document analysis and a review of all 
current curricula for pre-service and catalogues for in-service teacher education on the 
primary and lower secondary levels, we describe: (1) the support given for Austrian 
teachers to develop social and emotional competencies and diversity awareness in pre- 
and in-service education as well as through other policy measures; (2) the assessment 
of teacher social and emotional competencies and diversity awareness; (3) other ini‐
tiatives or projects addressing them; and (4) current political debates or reforms in 
this field. The results show that while social and emotional competencies and diver‐
sity awareness play a role in pre-service teacher education, the emphasis is more on 
fostering these skills in future students and developing teaching methodologies and 
classroom management techniques. In-service teacher education acknowledges the im‐
portance of teachers’ mental and emotional well-being in their profession. However, 
most offers (this applies to other initiatives and projects as well) do not focus on the 
fundamental development or promotion of teacher social and emotional competencies 
and diversity awareness. Overall, what is lacking is a systematic framework and an 
overarching concept that recognise the importance of social and emotional compe‐
tencies and diversity awareness and give possibilities concerning how and for what 
purpose they can be specifically and explicitly promoted. Although teachers’ health 
in general has been assessed, Austrian data focusing on teacher social and emotional 
competencies and diversity awareness is missing. Ongoing policy debates in the field 
are influenced by the teacher shortage and focus on lateral entrants. 
Keywords: Teacher Well-being, Social-emotional Competencies, Diversity Awareness, 
Education Policy, Education System 

1 University of Graz, Austria 
2 Research Center for Inclusive Education, Graz, Austria 



56 Valerie Fredericks et al. 

Introduction

This chapter considers the significance attributed to Austrian primary and 
lower secondary school teachers’ social-emotional (SE) competencies and di‐
versity awareness (DA), hereinafter referred to as SEDA competencies. 

Like their European colleagues, Austrian teachers face new professional 
challenges such as dealing with increasingly diverse classrooms while having 
to respond professionally, competently, and effectively (Nishina et al., 2019). 
The European Commission (2021) stresses the need to support teachers and en‐
hance their well-being. Offers in the area of teachers’ continuous professional 
development must address teachers’ needs and acknowledge the changing ed‐
ucational landscape, focus on promoting teachers’ SE competencies, and foster 
collaboration. 

Pre- and in-service teacher education varies across Europe as do the chal‐
lenges teachers encounter in daily life in the classroom. To consider these spe‐
cific characteristics, this chapter provides insight into the Austrian context and 
describes the importance ascribed to teacher SEDA competencies. This involves 
examining the extent to which the SEDA competencies of teachers are: (1) 
considered and addressed in pre-service teacher education; (2) considered and 
addressed in in-service teacher education; (3) promoted or addressed via other 
policy measures; (4) assessed and how the assessment results are considered; (5) 
part of other Austrian projects or initiatives; and (6) a current topic of political 
discussion in Austria. 

To fully understand the results presented in this chapter, it is necessary to 
take a closer look at the education system in Austria. The next section pro‐
vides an overview of the Austrian school system, and past and present pre-
service teacher education for International Standard Classification of Educa‐
tion (ISCED) 1 and 2 levels. 3 The aim was to capture and present the educa‐
tion system in its entirety. However, there are regional differences in Aus‐
tria, e.g., different emphases in curricula for pre-service teacher education in 
the four so-called “development alliances” (“Entwicklungsverbünde”) formed 
by universities and University Colleges of Teacher Education (“Pädagogische 
Hochschulen”) of several federal states. The regional examples we discuss can 
thus be seen as broadly representative of Austria as a whole, although it should 
be noted that not every detail is transferable to all Austrian federal states. 

3 ISCED is a globally recognised system for categorising educational programmes and associ‐
ated qualifications based on their levels and subject areas. ISCED 1 stands for the primary 
education and ISCED 2 for the lower secondary education level (European Commission, 
2023). 
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Teachers’ Professional Development in Austria

The Austrian compulsory school system (ISCED levels 1 and 2) comprises 10 
years of mandatory education. After 3 years of kindergarten (ages 3 to 6), with 
the final year being compulsory, all students are obliged to attend school for at 
least 9 years. They spend their first 4 years in primary school (“Volksschule”; 
VS), usually taught by a single teacher in all subjects (excluding handicraft and 
religious education) (Paleczek et al., 2015). 

After completing VS, students must choose between academic secondary 
schools (“Allgemeinbildende Höhere Schulen”; AHS) and compulsory sec‐
ondary schools (“Mittelschulen”; MS) for their further school career. To be 
admitted to AHS, one must present good grades from the final year of VS, or 
take an entrance exam (Federal Ministry of Education, Science and Research 
(BMBWF), 2024a)). AHS offer 8 years of education (ISCED 2 and 3) and end 
with a final exam, the “Matura”, which entitles graduates to pursue studies at 
university. MS offers 4 years of education (ISCED 2) and prepares students for 
the transition to further middle and higher level schools, the technical school 
(“Polytechnische Schule”; Poly), or the professional world (BMBWF, 2024e). 

After MS, students can either complete their ninth compulsory year in Poly 
or continue at AHS (again, they need to present good grades to do so), an upper 
secondary academic school (“Oberstufenrealgymnasium”; ORG), or a middle 
or higher vocational school (“Berufsbildende Mittlere oder Höhere Schule”; 
BMS/BHS). In these four school types, students can either just finish the ninth 
year of compulsory schooling or finish 12 to 13 years with the Matura and the 
associated eligibility for university studies. BMS/BHS also qualify students for 
various professional activities (business and commerce, gastronomy, informa‐
tion and communication technology, engineering etc.) (OeAD, 2023). 

Pre-service Teacher Education in Austria

To become a teacher in Austria, a teaching degree (“Lehramtsstudium”) must 
be completed. A teaching qualification (“Lehramt”) is the basic qualification to 
be entitled to work as a teacher (Higher Education Act (HG), 2005 / 2024-01-12). 

Historical Overview of Pre-service Teacher Education in Austria

The Austrian school system originated in a 1774 educational reform under 
Maria Theresia with public state schools and 6 years of compulsory education 
that were expanded to 8 years in 1869 (BMBWF, 2024d). In 1927, in addition to 
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the secondary school (“Mittelschule”; MS 4 (Schnell, 1974)) that provided 8 years 
of education (ISCED 2 and 3) and ended with admission to university studies, 
the compulsory secondary school (“Hauptschule”; HS 5 ) was introduced, pro‐
viding compulsory education on the lower secondary level (ISCED 2) (Austrian 
National Library, 2022). In 1962, further reforms and a new school law (School 
Organisation Act, 1962 / 2024-01-12) were introduced. AHS replaced MS, com‐
pulsory education was extended to 9 years and teacher training was reshaped 
(BMBWF, 2024d). In addition to the universities that provided the professional 
education of AHS teachers (characterised by the dominance of subject-specific 
training), separate, semi-university educational institutions – the “Pedagogical 
Academies” (“Pädagogische Akademien”; Pädak) – were formed as 4-semester 
academies for VS (ISCED 1) teachers. Their education focused on pedagogy 
and didactics, with practical training being a crucial component (Grimm, 2000). 
There was no regulated training for HS or special education teachers – to be 
allowed to teach, they had to pass an examination and could participate in 
special preparatory courses for this purpose (Schnell, 1974). In 1975, the Pädak 
were expanded into 6-semester-academies for VS (ISCED 1), HS (ISCED 2) and 
special education teachers. Teacher education at Pädak did not end with an 
academic degree (Grimm, 2000). 

In 2005, the “Higher Education Act” (“Hochschulgesetz”; HG) (HG, 
2005/2024-01-12) transformed Pädak into “University Colleges of Teacher 
Education” (“Pädagogische Hochschulen”; PH). In contrast to the univer‐
sities, which were given extensive autonomy by the “Federal Law on the 
Organisation of Universities and their Studies” (“Universitätsgesetz”, UG) (UG, 
2002/2024-01-12), the PH remained subordinate services of the BMBWF) with 
very limited legal capacity (Austrian Science Council, 2013). 

Hence, before 2005, Austrian teachers on the ISCED 1 and partly on the 
ISCED 2 levels did not complete their education with a university degree. These 
teachers can obtain the title “Bachelor of Education” (BEd) by completing a 
part-time supplementary study programme for a post-secondary qualification 
(BMBWF, 2018). 

4 It should be noted that the MS (secondary school) here is not the same as the MS (compulsory 
secondary school) described in a section above. Between 1927 and 1962, MS was used as an 
umbrella term that included all school types for academic education on the ISCED 2 and 3 
levels (Schnell, 1974). 

5 The term HS was used for compulsory secondary schools until 2008. Between 2008 and 2016, 
HS were transformed into “New Secondary Schools” (“Neue Mittelschulen”; NMS) with the 
aim of standardising education on the ISCED 2 level for all students (Land Oberösterreich, 
2024). Yet, as part of the “Pedagogical Package” (“Pädagogik-Paket”) of 2018, the NMS were 
reshaped and named compulsory secondary schools (“Mittelschulen”; MS), which, as men‐
tioned, are different from AHS (BMBWF, 2024e). 
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In 2015/2016, the “New Teacher Education Scheme” (“PädagogInnenbildung 
neu”) was implemented, bringing considerable changes to teacher education. 
The central point was implementing the Bologna system with the differenti‐
ation into bachelor’s and master’s programmes. In addition, the difference in 
teacher education between teachers for MS and AHS was abolished (BMBWF, 
2024 g). Since then, all ISCED 2 general education 6 teachers are educated in joint 
programmes covered by universities and PH. The teacher education of ISCED 1 
teachers remained at the PH. This change called for the collaboration of PH and 
universities to provide a common standard for teacher education on the ISCED 
2 general education level, particularly for master’s courses. Subsequently, all 
teachers, including ISCED 1 teachers, need a master’s degree and must complete 
it within the first 5 years of entering the teaching profession (BMBWF, 2024 g). 

This means that when analysing the situation in Austria one must keep in 
mind that teachers currently teaching on the ISCED 1 and 2 general education 
levels took different education paths to become a teacher. 

Further, the “Public Sector Employment Law Amendment – Pedagogical Ser‐
vice” (2013) was introduced in 2013, with a transition period for implementing 
it between 2013 and 2018. This amendment set new regulations concerning 
employment contracts, salaries, and professional obligations of teachers. All 
teachers who commenced their teaching careers before 2013 (also some who 
started working during the transition period) hold different employment con‐
tracts to those to whom the amendment applies. 

Requirements for Becoming a Teacher in Austria

The requirements for general admission to a teaching degree study programme 
in Austria are defined in the Higher Education Act as: (1) the general uni‐
versity entrance qualification; (2) the special university entrance qualification 
for the chosen study programme; (3) knowledge of the German language re‐
quired to practise the respective profession; and (4) being suitable for the study 
programme and the respective professional activity. To achieve the teaching 
qualification for the ISCED 1 or 2 general education levels, a bachelor’s and a 
master’s degree must be completed (HG, 2005/2024-01-12). 

Additional formal requirements for teacher education are provided in the 
curricula of the corresponding study programmes of PH and the universities 

6 In Austria, a distinction is made between the ISCED 2 level for general education (for teach‐
ing in MS, AHS, ORG, Poly, and the general education subjects in BMS and BHS) and the 
ISCED 2 level for vocational education (for subject-specific teaching in BMH and BHS, voca‐
tional schools, and adult education). The education for the teaching profession on the ISCED 
2 level for vocational education, like the education for the teaching profession on the ISCED 
1 level, still takes place exclusively at PH (BMBWF, 2024b). 
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(HG, 2005/2024-01-12), as may be shown with the example of the curriculum 
for the bachelor’s programme for the teaching profession on ISCED 1 level of 
the PH Styria (PH Styria, 2019). 

Together with four universities and three other PH 7 from the Austrian 
provinces of Styria, Carinthia and Burgenland, the PH Styria forms the “South‐
east Development Alliance” (“Entwicklungsverbund Süd-Ost”; ESO), one of 
four development alliances of PH and universities in Austria. These alliances 
were founded upon the BMBWF’s suggestion to implement a joint training 
programme for teacher education (Southeast Development Alliance, 2015). 

To be suitable to enter the bachelor’s degree programmes to become an 
ISCED 1 teacher within the ESO, applicants must pass aptitude assessments 
in the areas of: (1) personal and performance-related aptitude; (2) subject-re‐
lated and artistic aptitude; and (3) pedagogical aptitude (PH Styria, 2019). The 
admission procedures at PH within the ESO are structured in three consecutive 
stages: (1) an online self-assessment; (2) a computer-based aptitude assessment 
on personal resources that enable successful management of both interper‐
sonal and intrapersonal challenges, including emotional competencies as well 
as communication, health and recovery behaviours; and (3) a face-to-face as‐
sessment (PH Styria, 2024a). 

In the online self-assessment, applicants have the opportunity to self-reflect 
and clarify whether the teacher training programme and the teaching profes‐
sion meet their expectations. Although the assessment is mandatory, it does 
not have the character of an examination; it is conducted anonymously, and the 
result is only known by the respective applicant. The computer-based aptitude 
assessment focuses on testing existing cognitive, emotional, and linguistic re‐
sources and skills for the teaching profession. The face-to-face assessment is an 
interview lasting around 15 minutes in which characteristics relevant to career 
and academic success, such as communication, social and emotional resources, 
are discussed (PH Styria, 2024a). 

In-service Teacher Education in Austria

Since 2019, all newly appointed teachers (ISCED 1 and ISCED 2 general educa‐
tion) have to undertake 15 hours of continuous professional development per 
year in their teaching free time (Public Sector Law Amendment 2013 - Peda‐
gogical Service, 2013). Before that, these 15 hours of continuous professional 

7 University of Graz, Graz University of Technology, Graz University of Music and Performing 
Arts, University of Klagenfurt, Private PH Augustinum, and PH Burgenland and Carinthia 
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development per year could be attended during teaching time (Central Com‐
mittee for Compulsory General Education Schools in Carinthia, 2022). No data 
could be found on whether this change has influenced how much commitment 
Austrian teachers put into their continuous professional development, yet it 
has made it more difficult for them to organise their participation, especially in 
more extensive continuous professional development offers. 

In-service teacher education in Austria is coordinated nationwide and per‐
formed by the PH. They collaborate with the BMBWF when planning and coor‐
dinating continuous professional development offers. Teachers can registrate 
via the PH online catalogue every year during May (for the winter semester) 
and during November (summer semester) (BMBWF, 2024c). 

Circular 21/2011 issued by BMBWF (2023) on the quality of in-service 
teacher education addresses quality standards for continuous professional de‐
velopment. A sustainable offer is required that supports teachers and schools 
and is oriented to “current needs and research”. 

Aim and Research Questions

This chapter aims to evaluate the significance attributed to the SEDA compe‐
tencies of Austrian teachers (ISCED 1 and ISCED 2 general education). For that 
purpose, we formulated six research questions for the Austrian context: 

1) How are teacher SEDA competencies supported in pre-service teacher ed‐
ucation? 

2) How are teacher SEDA competencies supported in in-service teacher edu‐
cation? 

3) Which other policy measures support teacher SEDA competencies? 
4) How are teacher SEDA competencies assessed and how are assessment 

results considered? 
5) Which other initiatives or projects address teacher SEDA competencies? 
6) Which policy debates or reforms in the field of teacher SEDA competencies 

are currently underway? 

Procedures and Instruments

At the beginning of 2022, the University of Graz, as a partner in the Erasmus+ 
project “HAND in HAND: Empowering Teachers Across Europe to Deal with 
Social, Emotional and Diversity- Related Career Challenges” (Educational Re‐
search Institute, 2024), completed two policy questionnaires regarding the sig‐
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nificance of SEDA competencies in the Austrian school and education system 
following a document analysis. The responses given in those questionnaires 
have been revised and updated for the present chapter. 

In addition, to answer the first two research questions concerning the sig‐
nificance of the SEDA competencies held by Austrian teachers in pre-service 
and in-service teacher education, all current curricula (N = 31) for bachelor’s 
and master’s programmes leading to teaching qualifications for the ISCED 1 
and ISCED 2 general education levels as well as all current continuous profes‐
sional development catalogues (N = 23) of Austrian public and private PH were 
reviewed for specific keywords. In these documents, searches for (1) “sozial.” 
(“social.”), (2) “emotional.”, (3) “divers.”, (4) “interkult.” (“intercult.”), and (5) 
“heterogen.” were performed. The relevant text passages were then qualita‐
tively analysed to determine if and to what extent they referred to teacher 
SEDA competencies. 

Results

Teacher SEDA Competencies in Pre-service Teacher Education

SEDA Competencies in ISCED 1 Teacher Education

Pre-service teachers must choose a focus from the range of courses offered by 
the respective PH (BMBWF, 2024 g). For instance, students at the PH Styria 
can decide on one of several focus areas, four of which are directly or in‐
directly related to SEDA competencies: (1) “Inclusive Pedagogy Focusing on 
Disability”; (2) “Linguistic Education and Diversity”; (3) “Health Education in 
Motion”; and (4) “Brave and Fair: Developing Personality and Strengthening 
Community” (PH Styria, 2024b). Pedagogical-practical studies (practice and ac‐
companying courses) are integrated into all areas and throughout the entire 
course (BMBWF, 2024 g). 

In the present curricula (N = 23) for ISCED 1 bachelor’s and master’s pro‐
grammes from all 14 public and private PH, all courses are assigned to specific 
modules. The descriptions of these modules were reviewed for the keywords 
described above. It was then determined whether the search results were re‐
lated to pre-service teachers (and not, e.g., pointing to the competencies of 
their future students). All other search results were discarded. Table 1 provides 
information on the number of modules the remaining results led to, the number 
of curricula in which these modules were found, and the number of curricula 
without relevant modules. 

After qualitative analysis, the remaining search results led to 128 relevant 
out of 1,624 modules in total. These relevant modules at least indirectly con‐
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Table 1: Modules Related to Teacher SEDA Competencies in Austrian Teacher Education 
for ISCED 1 (23 Curricula; 1,624 Modules in Total). 
Keyword Relevant Modules Curricula with 

Relevant Modules 
Curricula without 
Relevant Modules 

sozial. 55 16 7 

divers. 37 11 12 

interkult. 19 10 13 

heterogen. 12 6 17 

emotional. 5 4 19 

cerned teacher SEDA competencies. Their contents mostly emphasised improv‐
ing school collaboration with students, parents, and other teachers. Examples 
are the module “Communication and Community” (PH Salzburg Stefan Zweig, 
2023) which underscores the importance of communication skills and commu‐
nity-building in the context of ISCED 1 education as well as the importance 
of social development in the learning process; or the module “Subject-Specific 
Specialisation in Primary Education and Didactics in Inclusive Learning Set‐
tings” (PH Vienna, 2019) which offers specialised training in inclusive pedagogy 
and didactics, and allows pre-service teachers to engage deeply with inclusive 
learning environments and develop practical skills to support diversity. 

In summary, teacher SEDA competencies are not a separate category or 
concept in the study programmes on offer. SEDA competencies are namely not 
specifically mentioned in associated courses and training objectives. SE skills 
are nevertheless repeatedly mentioned. Particular SE competencies appear to 
be expected of graduates or they are described as being connected with certain 
pedagogical areas. Yet, the focus tends to be more on fostering them in fu‐
ture students than on developing them in the pre-service teachers themselves. 
Moreover, while diversity awareness as a term is not expressly mentioned in 
pre-service teacher education, student diversity is repeatedly mentioned. On 
various occasions, it is stated that pre-service teachers are expected to be able 
to deal well with diversity in the future or to see it as an opportunity rather 
than a challenge. 

SEDA Competencies in ISCED 2 General Education Teacher Education

A teaching degree in ISCED 2 general education is obtained for two teaching 
subjects or for one teaching subject combined with a specialisation (e.g., in‐
clusive education). Educational science and a large proportion of pedagogical 
practice are part of the study programmes (BMBWF, 2024 g). 

In the current curricula for ISCED 2 general education (N = 8), the search 
results remaining after qualitative analysis led to 88 relevant modules out of 
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Table 2: Courses Related to Teacher SEDA Competencies in Austrian Teacher Education 
for ISCED 2 General Education (8 Curricula; 1,545 Modules in Total) 
Keyword Relevant 

Modules 
Curricula with 

Relevant Modules 
Curricula without 
Relevant Modules 

sozial. 24 8 0 

divers. 16 7 1 

interkult. 33 5 3 

heterogen. 14 8 0 

emotional. 1 1 7 

1,545 modules in total. The relevant modules at least indirectly concerned 
teacher SEDA competencies. Table 2 shows the number of relevant modules 
along with the number of curricula in which these modules were found and in 
which no relevant modules were found. One relevant example is the module 
“IPQ/Promoting the Social and Emotional Area” (PH Styria, 2021). It forms part 
of the curriculum for the bachelor’s degree in ISCED 2 general education of 
the ESO (Southeast Development Alliance, 2015) and stresses the importance 
of promoting emotional and social well-being in educational settings. Another 
example is found in the module “Designing Inclusive Educational Processes” in 
the general curriculum for the master’s degree in ISCED 2 general education 
of the “North-East Development Alliance” (“Entwicklungsverbund Nord-Ost”; 
ENO) (University of Vienna, 2022). This module underscores the significance 
of inclusive education and equips pre-service teachers with strategies to effec‐
tively address diverse learning needs. 

While examining the curricula for ISCED 2 general education teachers, it 
was apparent that the emphasis is on equipping teachers with the necessary 
skills and knowledge to effectively meet the challenges of the classroom en‐
vironment. The focus lies more on improving teaching methods or classroom 
management techniques to create a conducive learning environment than on 
developing teachers’ SE competencies to improve their own personality or 
well-being. 

Teacher SEDA Competencies in In-service Teacher Education

Alongside the curricula for pre-service teacher education, the various Univer‐
sity Colleges for Teacher Education provided 23 catalogues containing a to‐
tal of 7,645 offers on continuous professional development for teachers in the 
2023/2024 school year. Many of these offers go beyond the pedagogical realm. 
They recognise the importance of teachers’ mental and emotional well-being in 
the teaching profession and include workshops, seminars and training sessions 
designed to address teacher psychosocial health. Topics range from stress man‐



Perspectives from Austria 65 

Table 3: Relevant Courses Related to Teacher SEDA Competencies in 23 Austrian 
Continuous Professional Development Catalogues (7,645 Courses in Total) 
Keyword Relevant Courses Catalogues with 

Relevant Courses 
Catalogues without 
Relevant Courses 

sozial. 21 10 13 

divers. 12 6 17 

interkult. 9 7 16 

emotional. 7 4 19 

heterogen. 2 2 21 

agement and work-life balance to coping strategies for handling challenging 
situations in the classroom. 

After qualitative analysis, the remaining search results led to 51 relevant 
courses (out of 7,645) at least indirectly concerned with teacher SEDA compe‐
tencies. Table 3 presents the number of these courses, along with the number 
of catalogues in which these courses were found and in which there were no 
relevant courses. 

An example from the continuous professional development catalogue of the 
Private PH (PPH) of the Diocese of Linz is “Balance Skills – Exercise Toolbox for 
Emotional Serenity in Everyday School Life” (PPH of the Diocese of Linz, 2024), 
which aims to provide teachers with practical exercises and tools to cultivate 
emotional resilience and serenity in the day-to-day challenges of school life. 
Another course from the catalogue is “The Alternative Outdoor Weekend | Self-
Sufficiency | Hiking | Outdoor Adventure Games | Gemeindealpe Mitterbach” 
(PH Lower Austria, 2024). This course offers a learning experience combining 
outdoor activities, self-sufficiency skills, hiking, and interactive outdoor adven‐
ture games. 

In summary, the courses identified directly and indirectly target teacher 
SEDA competencies. Many aim to empower the in-service teachers while han‐
dling their daily school responsibilities and challenges. Moreover, specific pro‐
grammes focus on enhancing their psychosocial well-being. Such programmes 
refer to both the personal and professional development of teachers, highlight‐
ing the importance of providing them with support to add to their overall ef‐
fectiveness in the educational environment. 

Other Teacher Training and Support Offers

The initiative “Give – Servicepoint for Health Promotion in Austrian Schools” 
is a platform offered by the BMBWF in cooperation with the Federal Ministry 
of Social Affairs, Health, Care, and Consumer Protection (“Bundesministerium 
für Soziales, Gesundheit, Pflege und Konsumentenschutz”; BMSGPK) and the 
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Austrian Youth Red Cross. While it refers to teacher SEDA competencies in an 
overarching sense, it does not go into detail (BMBWF et al., 2024). Still, the top‐
ics “teacher health” or “stress” are focus topics. The platform connects a range 
of free-of-charge, health-related information, materials, activities, workshops, 
and seminars. In addition, links, lists of, or references to organisations and rec‐
ommendations for books and materials are provided, along with an overview 
of health-promoting offers for schools, and contacts to qualified experts and 
organisations that support activities and initiatives for health promotion in 
schools (and other educational institutions). Over 200 organisations from all 
Austrian provinces are included in the database (BMBWF et al., 2024). 

Other Policy Measures Supporting Teacher SEDA Competencies in 
Austria

In this subsection, four political measures suitable for promoting teacher 
SEDA competencies are introduced: (1) supervision; (2) flexible career paths 
(sabbatical); (3) the “Handbook on Health Promotion for Teachers” (Healthy 
School Service Centre, 2020b) and the “Handbook on Burnout Prevention for 
Teachers” (Healthy School Service Centre, 2020a); and (4) the “Consortium 
School:Support” (School Psychology Support Association Styria, 2024). We se‐
lected the presented initiatives as examples of offers that either cover all of 
Austria or entire Austrian federal provinces. However, we cannot claim that 
the overview is exhaustive. 

Supervision can be defined as counselling in a professional context intended 
to support those seeking advice (in individual or group settings) in social self-
reflection and seeking to improve their ability to act, to be able to review the 
effectiveness of their own professional actions, and to increase their job satis‐
faction (Möller & Kotte, 2015). Even though supervision in the school context 
does not have the fundamental purpose of promoting teacher SEDA compe‐
tencies, it may be assumed that these are at least indirectly addressed by the 
reflective approach. 

Supervisions for teachers are organised via the coordinators for supervision 
offers at PH or the “Austrian Association for Supervision and Coaching” (2024) 
and, according to the BMBWF’s website, are usually free-of-charge for teachers 
or their schools (BMBWF, 2024i). By way of an example, the webpage of the 
province of Styria provides a list of supervision and counselling opportunities 
for teachers and schools. However, the list was last updated in 2021 and some 
of its offers must be paid for or the users (or their schools) have to become 
members of the offering organisation and pay a membership fee (Province of 
Styria, 2021). One of these organisations is the association “BfP – Counselling 
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for Pedagogues Styria” (BfP – Counselling for Teachers and Elementary Ped‐
agogues, 2023). The services offered by BfP range from individual counselling 
and supervision to group counselling, team building, and seminars / workshops 
on various topics. 

All public employees are allowed to use the sabbatical model. By opting for 
the “4-year framework period” model, a person works for 3 years and takes 1 
year off, while receiving 75% of their salary over the entire period. They are 
also covered by health and pension insurance during the year off and retain all 
time-dependent rights (finfo.at, 2024). Again, while this offer might not focus 
directly on support for teacher SEDA competencies, they are at least addressed 
indirectly by the provision of an opportunity to take a break from the stresses 
of everyday working life and to focus on one’s personal development and well-
being. 

The “Handbook on Health Promotion for Teachers” (Healthy School Ser‐
vice Centre, 2020b) and the “Handbook on Burnout Prevention for Teach‐
ers” (Healthy School Service Centre, 2020a) were published by the Aus‐
trian Insurance Institute for Public Employees, Railways and Mining (“Ver‐
sicherungsanstalt öffentlich Bediensteter, Eisenbahnen und Bergbau”; BVAEB) 
(BVAEB, 2024a) and the Austrian Association of Social Insurance Institutions 
(2024) as part of the initiative “Healthy Workplace School” (BVAEB, 2024b) 
that has been developed in response to the results of the “Teacher Health 
Survey” (Hofmann et al., 2012) (see next section). In both handbooks, positive 
mental feelings, especially positive self-esteem, are described as being central 
to health promotion. Strategies on how to work on personal social-emotional 
competencies or diversity awareness are not explicitly mentioned, albeit self-
awareness and accurate perception of one’s own needs are defined as valuable 
skills that can be trained with mindfulness and relaxation exercises. To better 
cope with demands and stressors at school, problem-solving stress management 
is advised. Behavioural strategies recommended include self-management, time 
management and the development of communicative and social skills. Emotion-
oriented stress management as a strategy to reduce personal stress reactions 
is mentioned, with methods recommended including meditation as a relax‐
ation exercise and mindfulness exercises (Healthy School Service Centre, 2020a, 
2020b). 

No data could be found on how many teachers or schools take up the offers 
of supervision, how many teachers use the sabbatical model, or how intensively 
the described handbooks are used or downloaded. 

The “Consortium School:Support” wants to contribute to teacher health and 
support teachers in the optimal fulfilment of their educational mission. Mem‐
bers of the consortium include the Board of Education of Styria (2023), the 
BVAEB (2024a), the PH Styria (2024c) and the Private PH Augustinum (PPH 
Augustinum, 2024). The Consortium School:Support aims to (1) contribute to 
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the maintenance and optimisation of teachers’ subjective well-being, job sat‐
isfaction and ability to act in order to retain their competence in the school 
system for as long as possible; and (2) creating or further developing health-
promotion and thus learning- and performance-friendly framework conditions 
in the school setting. According to the website, members meet twice a year 
to communicate the current offers and resources of the institutions. Based on 
the meeting outcomes, projects or interventions that help promote the health 
of Styrian teachers are developed. However, there are presently (January 2024) 
no specific offers from the Consortium School:Support published. The last en‐
try to advertise an event relates to a symposium on the topic “School of the 
Future”, already held in April 2023 (School Psychology Support Association 
Styria, 2024). 

Austrian Assessment of Teacher SEDA Competencies and Result 
Consideration

No examples of the systematic or regular assessment of SEDA competen‐
cies of Austrian teachers were found. One study that included teachers’ be‐
haviours while dealing with stress or other health-related challenges is the 
“Teacher Health Survey” (Hofmann et al., 2012) conducted as part of the WHO 
study “Health Behaviour in School-aged Children” (HBSC) (BMSGPK, 2023), the 
largest survey in Europe concerning the health and health-related behaviours 
of children and adolescents. Austrian ISCED 2 and 3 teachers (N = 3,753) were 
asked about their perceived health status (including emotional stress), with 
24.6% of the teachers reporting high emotional exhaustion, being considered to 
be at risk of burnout. Around 35% of teachers with over 20 years of professional 
experience felt overburdened by their work, for younger teachers the figure 
was about 25% . Self-efficacy (the inner conviction regarding one’s own ability 
to find solutions) was quite well developed among most teachers (Hofmann et 
al., 2012). 

In reaction to these results and referring to the effectiveness of health 
promotion in the workplace, the BVAEB developed the initiative “Healthy 
Workplace School” (BVAEB, 2024b) aiming to support schools in promoting 
the health of their employees. Schools can register for a network partnership 
and are subsequently provided with health-oriented information (newsletters, 
events, offers for continuous professional development etc.). By signing up for 
a silver or gold partnership, schools receive support in initiating a personalised 
health promotion project in their workplace, which is evaluated after 3 years 
with the support of the BVAEB. The two handbooks for teachers (on health 
promotion and burnout prevention) described above were also published as 



Perspectives from Austria 69 

part of this initiative that is supported with funding from the “Health Promo‐
tion Funds” of the Austrian Federal Provinces. Data on how many schools or 
teachers enter a network partnership or use the initiative’s services could not 
be found. 

In 2021, the “Quality Management System” (QMS) for schools was intro‐
duced to all Austrian schools. It focuses on pedagogical quality management 
and intends to drive school development processes in a targeted, systematic, 
and evidence-based manner. It involves three perspectives: (1) school leader‐
ship; (2) instructional teams; and (3) individual teachers. The purpose is to 
strengthen collaboration among teachers, while promoting professional devel‐
opment and mutual support, fostering a culture of quality, and encouraging 
attitudes and ways of thinking oriented to quality and development (BMBWF, 
2024h). 

The implementation and design of the QMS is aligned with the “Quality 
Framework” (“Qualitätsrahmen”; QR) for schools and should provide a common 
understanding of school quality on all levels of the education system. QR for 
schools in Austria serves as a basic guideline and orientation tool for the devel‐
opment of schools and teaching. It was created to meet the diverse expectations 
of different stakeholders in the education system and intends to establish a 
common understanding of the essential characteristics of school quality and to 
provide the best conditions for teaching and learning (BMBWF, 2024h). 

QMS views individual teachers as key participants in quality management 
and equips them with specific tools, e.g., the “Individual Profile”, where each 
teacher describes their personal professional goals and values. This process 
seeks to boost teacher confidence and facilitate communication and collabo‐
ration with colleagues, students, parents, external partners, etc. In addition, the 
personal goals and values act as the basis for individual professional develop‐
ment initiatives outlined on a project sheet (BMBWF, 2024h). 

Initiatives and Projects of Universities and PH Addressing Teacher 
SEDA Competencies

Between 2016 and 2018, the “Clerical University College of Teacher Edu‐
cation Vienna / Krems” (“Kirchliche Pädagogische Hochschule Wien / Krems”; 
KPH Wien / Krems) (2024) participated in the Erasmus+ project “READY – Re‐
ligious Education and Diversity”. It shared experiences of teacher education 
in Austria, Great Britain, Germany, Scotland, and Sweden. The partners de‐
veloped educational modules on “Religion and Diversity” and systematically 
evaluated local model Religious Education (RE) lessons (Kliemann, 2017). One 
conclusion was that diversity competency, communication competency and re‐
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flection competency were pointed out as key qualifications for teachers, being 
necessary for a future-oriented handling of diversity in RE lessons. These com‐
petencies must be trained in the pre-service teacher education through diverse 
and multicultural practical experiences from the outset (Ivkovits, 2019). 

Further initiatives or projects that could be found did not explicitly refer 
to the promotion of SEDA competencies among teachers. Like with pre- and 
in-service teacher education, the social-emotional skills of students were ad‐
dressed instead of those of teachers. Diversity awareness was usually assumed 
in the sense that the focus lay on the next step: the concrete handling of diver‐
sity. In the following, we briefly present two university projects as examples. 

Between 2017 and 2020, the Austrian institutions University of Graz and 
“Schönau Primary School” (VS Schönau, 2024) participated in the Erasmus+ 
project “Re _ HaRe” 8 – together with organisations from seven other European 
countries (Re _ HaRe – Reaching the ‘Hard to Reach’, 2022). Aims of the project 
included responding to learner diversity in inclusive ways via the active par‐
ticipation of children, and to enhance the access, participation, and learning 
performance of all children, ensuring that no child is marginalised. Students 
and teachers worked together to develop inclusive lessons and to reach out to 
all students, irrespective of their diversity (Gasteiger-Klicpera et al., 2020). 

In the period 2018 to 2021, the University of Vienna (2021) participated 
in the TEP Erasmus+ project “Preconditions of Transformation of Education 
Process in Different Educational Contexts” by Applying Inclusive Education 
Strategies. The project implemented the Universal Design for Learning (UDL) 
model (CAST, 2024) at partner schools and investigated whether fewer barriers 
made learning easier for children. An international and national exchange , 
concerned with the development of teaching and learning methods was created. 
A handbook for teachers (Baesch et al., 2020) was developed that, among others, 
offers strategies and materials for self-regulation and self-reflection to enable 
the pupils to control their own learning process. 

Ongoing Policy Debates and Reforms in the Field

In Austria, a shortage of teachers fuelled by a large wave of retirements will 
significantly intensify in the coming years. New teachers in Austria find it 
challenging to enter the profession, while many newcomers soon leave after 
being initially overwhelmed and lacking support. There are no clear guidelines 
for addressing challenges like increasing classroom diversity; the difficulty of 

8 Reaching the Hard to Reach: Inclusive Responses to Diversity through Child–Teacher Dia‐
logue 
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initially securing a position, the dual workload of work and study given the 
obligation to complete a master’s degree in the first 5 years of being in the 
profession, and the extended training period that lacks practical application 
further deter newcomers (Republic of Austria Parliamentary Administration, 
2024). 

To alleviate this shortage, an alternative entry path is available for individu‐
als holding a bachelor’s degree, successfully complete an aptitude assessment, 
and possess 3 years of relevant professional experience in the field (in cases 
of severe shortage, only 1.5 years is required). Moreover, individuals entering 
through this route must complete the “Ingress” university course at a PH within 
8 years of becoming employed (BMBWF, 2024 f). 

This model for lateral entry was introduced in 2021 after the previous one 
from 2017 did not bring the desired results (Assessment COO_2026_100_2_
901164, 2021). Lateral entry is impossible for the ISCED 1 level or special 
education (BMBWF, 2024 f). All newly entering teaching staff are required to 
complete a 5-day introductory event at a PH, with an additional 5 days for in‐
dividuals who have not completed a teacher training programme (Public Sector 
Employment Law Amendment, 2022). Both groups, those with a teaching de‐
gree and lateral entrants, undergo a 1-year induction phase, during which they 
are mentored, according to section 39 of the “Federal Law of March 17, 1948 
on the Service and Remuneration Rights for Federal Contractual Employees” 
(“Vertragsbedienstetengesetz”, VBG) (VBG, 1948 / 2024-01-12). 

Discussion

In 2017, the European Commission and the Directorate-General for Educa‐
tion, Youth, Sport and Culture summarised the results of an explorative study, 
“Preparing Teachers for Diversity” (European Commission, 2017), using Euro‐
pean and international literature research, data from interviews conducted in 
37 countries (including Austria) as well as a comparative analysis of “illustra‐
tive case studies”. The study explored how diversity is considered in national 
education policy, and how teacher education addresses diversity. Existing poli‐
cies and initiatives were also examined regarding their effectiveness and factors 
as well as conditions that had led to the successful implementation of diversity-
related practices. The results showed that even though many European coun‐
tries, including Austria, recognised the benefits of cultural, linguistic, religious, 
and social diversity, education systems still tended to focus more on deficit-
based approaches on both a policy and an institutional level. Further, there was 
a lack of clarity concerning diversity-related concepts and definitions (Euro‐
pean Commission, 2017). 
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The results of the present chapter paint a similar picture with respect to 
the way in which SEDA competencies are addressed overall in the Austrian 
education system. 

In Austrian pre-service teacher education, SEDA competencies are neither 
explicitly addressed nor outlined. The emphasis is more on the implicit under‐
standing of the importance of teacher SE skills, often highlighting their role in 
fostering these skills in their future students. The ability to handle diversity 
and see it as an opportunity rather than a challenge is frequently stressed. 
The overall focus appears to be on providing teachers with essential teaching 
and classroom management techniques to establish an efficient learning en‐
vironment rather than directly cultivating or addressing their personal SEDA 
competencies. 

As regards offers for in-service teachers, Austrian continuous professional 
development catalogues acknowledge the importance of teachers’ mental and 
emotional well-being in their profession. Many offers address psychosocial 
health, covering topics such as stress management, work-life balance, and 
strategies for handling challenging classroom situations. Nonetheless, the fo‐
cus is not on the fundamental development or promotion of teacher SEDA 
competencies. Overall, a systematic approach is lacking, one that would enable 
interested teachers to examine their SEDA competencies within a universally 
applicable framework and actively seek opportunities for their further promo‐
tion and development. 

Whether the BMBWF (2023) circular 21/2011, which calls for a comprehen‐
sive education programme for pre- and in-service teachers oriented to “current 
needs and research”, is adequately addressed by this approach is questionable. 
The significance of teacher SEDA competencies is undisputed in the litera‐
ture. First, it is acknowledged that a good relationship between students and 
teachers, which particularly requires teacher SEDA competencies, is crucial for 
teaching and learning success (Hattie, 2023). In addition, these competencies 
play an important role in promoting and maintaining one’s own well-being 
and dealing with challenging situations or stress in professional life (Nielsen et 
al., 2019; OECD, 2015). 

When looking at public and private initiatives outside the pre- and in-
service teacher education, a similar picture emerges concerning the political 
and societal recognition of the importance of SEDA competencies or system‐
atic approaches to specifically support them. On one hand, there are sev‐
eral programmes and initiatives aimed at promoting teacher (mental) health, 
such as the presented initiatives “Give” (BMBWF et al., 2024), “Consortium 
School:Support” (School Psychology Support Association Styria, 2024) or the 
initiative “Healthy Workplace School” (BVAEB, 2024b). There are also offer‐
ings like the opportunity for supervision or sabbaticals for teachers. The QMS, 
which Austrian schools have been required to implement since 2021, includes 
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the “Individual Profile” tool, concentrating on teacher SEDA competencies in‐
sofar as it is intended to promote the individual professional development of 
teachers, encompassing their SEDA competencies through personal develop‐
ment and the conscious realisation of one’s own values and goals (BMBWF, 
2024h). Yet, once again, there is a lack of a systematic framework and an overar‐
ching concept that recognise the importance of SEDA competencies overall and 
give possibilities regarding how and for what purpose they can be specifically 
and explicitly promoted. 

The SEDA competencies of teachers in Austria are not systematically as‐
sessed. Although the presented “Teacher Health Survey” (Hofmann et al., 2012) 
included some aspects of these competencies, it clearly focused on overall 
teacher health and the question of professional workload and stress. Current 
political debates concentrate on the issue of the prevailing teacher shortage 
and ways to address it. It may be assumed that the need to find individuals 
willing to change career for the teaching profession will not prioritise any 
further narrowing of the selection process by extensively assessing the SEDA 
competencies of those interested and using them as a basis for deciding on 
whether an applicant is suitable for the teaching profession. 

Conclusion

In the Austrian education system, teachers can find opportunities to work on 
and develop their SEDA competencies as part of pre- and in-service teacher 
education, or through public and private initiatives or projects. However, in‐
terested teachers must actively search for suitable programmes themselves. 
Official and systematic promotion and support are missing, as is the clear 
recognition of the importance of teacher SEDA competencies. Since these are 
vital for the relationship between teachers and students, as well as colleagues, 
and play an important role in teachers’ health, well-being and coping with 
stress and challenging situations, there is a strong need to put more energy and 
commitment into the promotion of teacher SEDA competencies and to improve 
the corresponding framework conditions in the education system. 
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Chapter 4 
Perspectives from Croatia 

Hrvoje Bakić 1 , Gordana Galić 2 & Urška Štremfel 3 

Abstract

The chapter provides a review of current policy frameworks supporting teachers’ so‐
cial and emotional competencies and diversity awareness in Croatia. It shows that 
although these competencies of teachers are not explicitly addressed in educational 
legislation, strategies and other relevant policy documents, implicitly the need for 
healthy (social and emotional) development of students is implied. Despite teachers’ 
social and emotional competencies and diversity awareness not being systemically 
supported in initial and continuous professional development programmes in Croatia, 
several examples of such courses and programmes are identified. The integrated super‐
vision for teachers and other professional staff conducted by the National Education 
and Teacher Training Agency addresses the development of both teachers’ social and 
emotional competencies and diversity awareness competencies and their needs in the 
field. In the National Plan for Development of the Education and Training System 
until 2027, the pressing challenges facing the teaching profession (teacher shortages, 
working conditions, professional status in society) are planned to be addressed with 
several measures for advancing teachers’ professional development. The research find‐
ings presented in the chapter hold several policy implications indicating that the 
development of teachers’ social and emotional competencies and diversity awareness 
should be incorporated into the planned renewal of teacher professional development 
and thereby be better systemically supported. 
Keywords: Teachers, Social and Emotional Competencies, Diversity Awareness, Profes‐
sional Development, Policy, Croatia 

Introduction

Croatia has a relatively short history of independent education policy-mak‐
ing from 1991 onwards. For a long time, it was part of other states (e.g., the 
Habsburg Monarchy, the Ottoman Empire, the Venice Republic between the 
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15th and 18th centuries). After the First World War, Croatia became part of the 
Kingdom of Serbs, Croats and Slovenians (later the Kingdom of Yugoslavia). 
Following the end of the Second World War, Croatia became a federal republic 
in the Socialist Federal Republic of Yugoslavia. After attaining independence in 
1991, the country’s political circumstances were characterised by the process 
of abandoning its socialist heritage while for several years its socio-economic 
development was considerably influenced by the war. Croatia entered the Eu‐
ropean Union (EU) in 2013 and started formal discussions to join the Organisa‐
tion for Economic Cooperation and Development (OECD) in 2022 (Klemenčič 
Mirazchiyski et al., 2023; Žiljak & Baketa, 2019). 

The Croatian education system is largely a centralised system governed on 
all levels of education by the Ministry of Science and Education together with 
national agencies. Primary, lower secondary and upper secondary education 
(International Standard Classification of Education (ISCED) 1 to ISCED 3) is 
managed centrally. However, local and regional authorities are responsible 
for (co-)financing. They also hold the authority to establish a school and are 
the main founders of early childhood education and care and school institu‐
tions. Primary and lower secondary education in Croatia (ISCED 1 and 2) is 
structured as a single system of compulsory education lasting 8 years. It starts 
at ages 6–7 and ends at 14–15 (Eurydice, 2024a). In the 2022/2023 school year, 
there were 927 primary schools in Croatia, 900 of which were public, 9 were 
private with the rights of public ones, while 18 were private (Eurydice, 2024b). 

In Croatia, teachers are employees of public institutions and hold civil ser‐
vant status. The teaching profession is defined and regulated by national laws 
(e.g., Act on Salaries in Public Services, 2023) guaranteeing that teachers receive 
a regular salary and have stable working conditions. Their working time is the 
overall number of working hours (40 hours per week; Ordinance on Weekly 
Duties of Teachers and Expert Associates in Primary Schools, 2014). Although 
teachers’ tasks and working hours are clearly defined in policy documents, 
the World Bank (2015) reports that in the past teachers frequently complained 
that they worked more than prescribed. They perceived administrative duties, 
extracurricular tasks, and interaction with parents and the local community 
as time-consuming. In particular, most teachers considered that the allocated 
administrative duties took up too much time. Teachers have frequently voiced 
their concerns in the media and at conferences. A clear example is a strike 
in 2019 that lasted over 1 month in which thousands of teachers called for 
increased wages and improved working conditions in schools, as well as better 
facilities for schools (Srednja.hr, 2019). These facts, together with the contem‐
porary challenges of the teaching profession in Croatia, such as the shortage of 
teachers in specific geographical areas and subject fields (e.g., science, technol‐
ogy, engineering and mathematics), and teachers considering their profession 
as undervalued in society, make the question of teachers’ well-being and policy 
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developments in this regard in this national context particularly interesting 
and important. Results for the Programme for International Student Assess‐
ment (PISA 2022) (OECD, 2023), which among others show that 15-year-old 
students in Croatia perceive the quality of student–teacher relationships be‐
low the OECD average (for more, see Chapter 1), mean that teachers’ social 
and emotional competencies and diversity awareness (SEDA competencies) in 
Croatia are a relevant topic in need of addressing. 

The chapter provides a review of the current state of policy support for 
teachers’ SEDA competencies in Croatia. Second, after reviewing the key legis‐
lation and policy documents regulating the teaching profession, focus is given 
to teachers’ initial professional development, third, to continuous professional 
development, fourth, to other policies, projects and activities and, fifth, to ev‐
idence-based policies in the field. Sixth, a review of the policy implications 
of findings of relevant research in the field is presented. Seventh, the current 
policy reforms and debates explicitly and implicitly related to teachers’ SEDA 
competencies development are outlined. The chapter is based on a review of 
formal legislative and strategic national policy documents, national and EU 
reports, along with scientific sources (books, book chapters, articles) in the 
field. Following the HAND in HAND: Empowering Teachers Across Europe to 
Deal with Social, Emotional and Diversity-Related Career Challenges project 
(HAND:ET project) framework (Kozina, 2024), it focuses on the development of 
SEDA competencies among teachers in elementary (ISCED 1 and 2) education. 

Legislation and Policies Regulating the Teaching Profession

The Primary and Secondary School Education Act (2008) regulates the activi‐
ties of primary and secondary education in public institutions. While referring 
to safety and health protection in school institutions in Article 67, it states, 
among others, that school institutions are obliged to create the conditions for 
the healthy mental and physical development and social well-being of students. 
Based on scientific research (e.g., Collie, 2017; Schonert-Reichl et al., 2015), it 
can be assumed that teachers’ SEDA competencies are needed to perform such 
tasks, even though the Act does not explicitly mention this. 

In the Republic of Croatia, teacher education takes place at universities that 
are licensed to conduct teacher studies. The Primary and Secondary School Ed‐
ucation Act (2008) stipulates that the appropriate type of education for teachers, 
teachers and professional associates is prescribed by the minister. 

Study programs and / or majors, type and academic or professional title that 
is acquired upon completion of the study program, and which must be held 
by teachers and professional associates in the school in accordance with the 
programs that are carried out at universities in the Republic of Croatia, are 
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prescribed by the Rulebook on the appropriate type of education of teach‐
ers and professional associates in primary school (2008) and the Rulebook on 
professional training and pedagogical-psychological education of teachers in 
secondary education (1992). Also, the Primary and Secondary School Education 
Act (2008) stipulates that the list of qualifications can be determined by the 
curriculum of the teaching subject, and in vocational education, the appropriate 
type of education is prescribed by the vocational curriculum. 

The National Pedagogical Standard for Elementary Education (2008) pre‐
scribes the minimum infrastructural, financial, material and personnel condi‐
tions for the existence and development of the activity and similar conditions 
for the system’s harmonised development, as well as an equal level of quality 
of education for all students in primary schools across Croatia. The Standards 
also prescribe equal conditions for a high-quality educational process and the 
successful accomplishment of goals and objectives in educational institutions. 
Among others, the set of standards includes criteria with respect to continuing 
professional development, the professional advancement of school principals, 
teachers and expert associates, and education and training requirements for 
other personnel (see the section Continuous professional development). No 
particular attention is paid in the document to SEDA competencies and / or the 
well-being of teachers and / or students. 

Initial Professional Development

As an EU member state, Croatia introduced significant changes while aligning 
its system of higher education with both the European higher education area 
and the Bologna Process (Sablić et al., 2023). One of these changes included 
transforming initial teacher education programmes to the university level for 
all prospective teachers in early childhood education and care, elementary 
and secondary schools. 4 There are two categories of teachers in elementary 
schools: classroom teachers who teach grades 1–4 and subject teachers who 
teach respective subjects in grades 5–8 and can also teach in secondary schools. 
Classroom teachers attend a 5-year integrated undergraduate and graduate uni‐
versity programme (300 European Credit Transfer and Accumulation System 
(ECTS) credits) provided by the faculties or departments of teacher education 
and, upon completion, obtain a ‘master of primary education’ degree, which 
qualifies them to teach in the first four grades of elementary school. Their 
initial education includes six domains related to the subjects taught in the 

4 Domović and Vizek Vidović (2010) demonstrate that these changes also imply the introduc‐
tion of quality assurance strategies and therefore the greater quality of the programmes. 
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first four grades of primary school (mother tongue and literature, mathemat‐
ics, natural sciences, arts, kinesiology), and these obligatory contents comprise 
nearly one-third of the initial classroom teachers’ education programme. Oblig‐
atory courses in educational sciences and teaching methodologies account for 
around 40% of the study programme. A supervised school-based practicum is 
obligatory during the time of study, and the study programme also allows 
students to choose various elective courses. Subject teachers’ initial education 
also lasts 5 years in terms of integrated undergraduate and graduate university 
programmes ending with a ‘master of subject’ degree, that qualifies them to 
teach the respective subject in elementary and secondary schools. Their educa‐
tion takes place at respective faculties within their subject domain (e.g., social 
sciences, humanities, natural sciences, mathematics), and their initial education 
chiefly comprises a 5-year programme ending with a ‘master of subject’ de‐
gree (300 ECTS credits). Prospective subject teachers’ initial education largely 
consists of courses related to their basic discipline, i.e., subject, and about 20% 
of their initial education comprises obligatory courses in educational sciences, 
teaching methodologies, and school-based practice. In addition, these courses 
related to teacher competencies are usually introduced on the graduate level, 
while the undergraduate level is oriented to the chosen academic discipline 
(Marušić et al., 2017). 5 The requirements for teachers of specific levels and 
subject fields are specified in detail in the Ordinance on the appropriate type of 
education of teachers and expert associates in primary schools (2019). 

Other entry points exist for professionals willing to be teachers in ISCED 2 
level and secondary schools, but who do not have their initial education in the 
pedagogical-psychological-didactic-methodological field. These professionals 
can attend a lifelong learning programme (provided by certain higher education 
institutions), which includes the basics of psychology, pedagogy, methodology, 
didactics, learning methods, teaching, evaluation and school practice and there‐
fore fulfils the requirements to be a teacher at the ISCED 2 level or a secondary 
school teacher. Analysis (Burai & Bušljeta Kardum, 2022) of the learning out‐
comes of lifelong learning programmes that concentrate on the acquisition of 
pedagogical competencies in Croatia showed that while no programme (in its 
compulsory part) ensures the acquisition of the necessary key teacher compe‐
tencies, they seek to provide them with the elective part of the programme. 
The results indicate a need to design and prescribe a single programme on the 
national level, one that would certainly assure that all teachers acquire key 
pedagogical competencies by completing the programme. 

5 In Croatia, six universities (faculties) provide study programmes to become a teacher on the 
ISCED 1 level and at least 12 universities (faculties) provide study programmes to become a 
teacher on the ISCED 2 level. 
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In Croatia, SEDA competencies are not included in the initial teacher educa‐
tion study programmes as a mandatory topic. For example, analysis of curricula 
for future teachers at the Faculty of Philosophy in Split found that the socio-
emotional competencies of students and the importance of their acquisition are 
sporadically mentioned and no single (compulsory or optional) course contains 
socio-emotional competencies or socio-emotional learning in the title (Ljubetić 
et al., 2021). However, SEDA competencies are involved in elective courses at 
some teacher faculties. For example, at the Faculty of Teacher Education, Uni‐
versity of Rijeka, students in the second year of undergraduate education can 
choose the elective course Social Skills Training (Trening socijalnih vještina), 
which addresses topics like: interpersonal communication, emotional and social 
skills; social, communication, interpersonal competencies and skills develop‐
ment; learning social skills (basic, interactional, emotional and cognitive skills); 
socio-emotional learning and classroom climate; programmes for the develop‐
ment of social skills in lower grades of primary school; planning, preparation 
and evaluation of the programme of workshops for the development of social 
skills; and reflection on learning processes and methods of teaching communi‐
cation and developing social skills (Faculty of Teacher Education, University of 
Rijeka, 2023). 

In line with the Ordinance on taking the first-licence examination for teach‐
ers and expert associates in the primary and secondary education system (2003), 
upon completing their initial education all novice teachers must undergo a 
1-year induction period (apprenticeship) in which they are assigned a teacher-
mentor who provides professional support, supervises their progress, and pre‐
pares them for independent practice. After the induction period, novice teach‐
ers have to pass the state professional certification exam to obtain a full teach‐
ing qualification (Marušić et al., 2017). Only general guidelines exist concerning 
the role of the mentors during the induction period, with no specific training 
or support being provided to the mentors (Marušić et al., 2011). The results of 
empirical studies (Aderibige et al., 2022; Marušić et al., 2011) also show that 
workload and administrative demands pose challenges for teachers serving as 
mentors. 

Continuous Professional Development

According to the Primary and Secondary School Act (2008), teachers on all 
education levels (as well as school heads and their deputies) in Croatia have 
the right and obligation to pursue continuous professional development. The 
basic goal of organised continuing professional development is to use and en‐
hance educational workers’ potential to improve the educational process and 
pupils’/students’ results in line with the values, educational goals and princi‐
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ples of the National Curriculum Framework. Participation in continuous pro‐
fessional development is also required for progression in a teacher’s career (Or‐
dinance on the Promotion of Teachers, Professional Associates and Principals 
in Primary and Secondary Schools and Student Dormitories, 2021) 6 . 

There are official obligations for the amount of time that public school 
teachers should devote to professional development activities (namely, once 
every 2 years at the state level, at least three times a year on the county level), 
to regularly participate in professional training at the school in which a teacher 
works, develop professionally on their own with respect to the tasks and obli‐
gations for which a teacher is responsible (Eurydice, 2024c). In Croatia, each 
lower secondary teacher is entitled to paid leave of up to five working days a 
year for education and professional training. 7 

The Primary and Secondary School Education Act (2020) determines that the 
annual work programme of the school should include a continuing professional 
development plan. This plan should be developed according to the needs of the 
school and the mandatory continuous professional development areas defined 
annually by the Teachers’ Council. The school’s continuous professional de‐
velopment plan should specify the type and number of estimated continuous 
professional development hours for each teacher. Moreover, teachers are re‐
quested to submit a report on their professional development at least once a 
year (Eurydice, 2021, p. 98; National Pedagogical Standard for Elementary Edu‐
cation, 2008). 

Continuing professional development programmes in Croatia are organised 
and conducted by institutions responsible for education and by other entities 
approved by the Ministry of Education. Two national educational authorities – 
the Education and Teacher Training Agency and the Agency for Vocational Ed‐
ucation and Training and Adult Education – are responsible for the professional 

6 In Croatia, years of service and continuous professional development requirements vary 
depending on the career level. For example, a teacher mentor can be promoted to teacher 
advisor only after 10 years of service in teaching activities, 5 years of which must be as 
teacher mentor, and 150 hours of continuous professional development acquired in the last 
5 years. Moving from teacher advisor to excellent teacher advisor requires 15 years of ser‐
vice, 5 of which as Teacher Advisor, and 200 hours of continuous professional development 
acquired in the last 5 years. In all cases, teachers must also show they have achieved the 
learning outcomes defined by the framework of the national standard for qualifications for 
teachers in primary and secondary schools. Evaluation criteria also vary depending on the 
career level (Eurydice, 2021, p. 52; Ordinance on the Promotion of Teachers, Professional 
Associates and Principals in Primary and Secondary Schools and Student Dormitories, 2021). 

7 Exceptionally, an employee is entitled to paid leave of up to 15 working days per year 
for professional seminars and consultations organised by the Ministry, the Education and 
Teacher Training Agency, the National Centre for External Evaluation of Education or the 
Agency for Mobility and EU Programmes to which teacher has been sent by the employer 
(Eurydice, 2021, p. 96). 
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development of public school teachers. The Education and Teacher Training 
Agency is a public institution at the centre of professional development activ‐
ities for educational workers which strives to stand out with its offer and di‐
verse support for their professional development. Senior advisors of the Agency 
monitor the work of educational staff and organise professional training at the: 
a) state level; b) inter-county level; and c) county level (through the heads of 
county expert councils) and target groups: all educational workers (teachers, 
professional associates, principals). In addition, teacher organisations, the civic 
sector, private institutions and tertiary education institutions provide for the 
professional development of public school teachers. When organised by na‐
tional educational authorities, trainers are employed directly by the respective 
authority. Most of them do not possess teacher competencies in adult education 
or training methodology (World Bank, 2015; see also Matešić et al., 2023). How‐
ever, the Strategy of Education, Science, and Technology (2014) highlighted 
quality assurance and professional development for teacher educators as an im‐
portant goal. Professional trainings organised by agencies are free of charge. In 
practice, professional development is funded by local educational authorities, 
schools, individual teachers, and teacher organisations (World Bank, 2015). 

Lectures, courses, workshops, regular education conferences or seminars, 
qualification programmes, participation in teacher and / or school networks, 
mentoring and coaching, as well as peer observations are considered as pro‐
fessional development for public school teachers in Croatia. Still, school visits 
and research activities are currently formally not part of such development 
(World Bank, 2015), even though their advantages for teachers’ professional 
development have been recognised (e.g., Vekić-Kljaić & Lučić, 2021). 

Official recommendations have also been issued regarding the professional 
development content for primary and secondary public school teachers. Top‐
ics of professional development activities for strengthening and developing 
the SEDA competencies of educational workers include developing empathy, 
strengthening social and emotional competencies, communication skills, as‐
sertiveness, problem-solving strategies, stress at work and coping with stress, 
conflict situations, communication skills, motivating teachers for change, crit‐
ical thinking, respecting diversity, establishing and maintaining stimulating 
interpersonal relationships etc. The quantity and diversity of the topics on offer 
is considerably higher in the sets of interdisciplinary and humanist areas, yet 
in almost every area these topics are covered and continuity depends on the 
particular needs expressed (Education and Teacher Training Agency’s internal 
evidence). 

In previous years, many topics related to SEDA competencies were offered 
and addressed in the professional training framework organised by the Ed‐
ucation and Teacher Training Agency, such as: How to prevent stress and 
burnout?; Experiential practice of mindfulness and kindness to yourself; Expe‐
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riential practice of mental resilience for life’s joy; Emotional competence and 
stress in the teaching profession etc., and also available to teachers in 2024: 
Communication – an important factor in the professional work of teachers; 
Quality communication as a prerequisite for the quality work of teachers; Com‐
munication, emotional and social skills of mentors; What drives teachers and 
where do they draw their strength from; Development of teachers’ emotional 
resilience and mental health; Mindfulness and coping with stress in everyday 
school life; Are you fine? (burnout prevention) (Education and Teacher Train‐
ing Agency, 2024a). 

Continuous professional programmes in the area of SEDA competencies 
of students and teachers are also offered by some faculties. For example, the 
Faculty of Humanities and Social Sciences, Josip Juraj Strossmayer University 
of Osijek (2020) has developed a lifelong learning programme entitled Emo‐
tional learning in upbringing and education. The programme is offered as the 
continuous professional development of teachers for improving their own and / 
or students’ social and emotional competencies. The Faculty of Medicine, Uni‐
versity of Rijeka (2020) has developed a continuous professional development 
programme entitled Socio-emotional competencies in health promotion in the 
school environment. Its main aim is to acquaint participants with basic knowl‐
edge about social-emotional development programmes needed for understand‐
ing risk and protective factors in adolescent development. The programme is 
dedicated to teachers and other professional workers in schools and other pub‐
lic institutions. 

Following the Strategy of Education, Science and Technology (Ministry of 
Science and Education, 2014), a comprehensive curriculum reform was im‐
plemented in primary and secondary schools in Croatia. In the first phases 
of the comprehensive curriculum reform, the problem concerning the socio-
emotional competencies of teachers as well as competencies related to learning 
validation was recognised along with the need to strengthen teachers’ compe‐
tencies (e.g., Comprehensive Curricula Reform, 2016). In the new curriculum 
that entered into force in 2018 and 2019, social and emotional skills of stu‐
dents are reflected in several subject curricula (e.g., Nature, Biology) and cross-
curricular topics (e.g., Civic and Citizenship Education, Personal and Social 
Development, Health). In 2018 and 2019, around 40,000 teachers were trained 
(online and offline) to apply new teaching and evaluation methods, as well 
as to implement new curricula, including those related to students’ social and 
emotional development (School for Life, 2019). 
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Other Policies and Projects Supporting Teachers’ SEDA 
Competencies

The Education and Teacher Training Agency (2024b) continuously monitors 
the work of educational staff and is well informed about their work and needs. 
The support for teachers’ professional development is ensured through expert 
conferences, individual expert-advisory visits, as well as supervision activities 
provided on the county, inter-school or school level. From the supervision ac‐
tivities conducted thus far, it is evident that the development and improvement 
of teachers’ SEDA competencies were their focus. For example, the develop‐
ment of personal competencies refers to recognising and understanding teach‐
ers’ feelings, thoughts, behaviour and needs and their effect on others, acknowl‐
edging their strengths and weaknesses through self-assessment, improving the 
management of personal resources, spotting and changing counterproductive 
behaviour, developing responsibility for their actions, and recognising to rep‐
resent oneself others’ limits of responsibility while respecting others’. Social 
competencies relate to understanding the feelings, thoughts, behaviours and 
needs of others and providing them with appropriate support, improving their 
communication skills, developing the skill of giving and receiving informa‐
tion without judging a person, and the ability to adapt to new circumstances. 
Professional competencies relate to noticing, understanding and respecting dif‐
ferent learning styles, abilities and potentials, understanding group dynamics, 
developing group management skills, monitoring and evaluating individual and 
group work, analysing procedures and circumstances, and making effective de‐
cisions. 

On the school level, SEDA competencies can be promoted within school 
curricula – a school policy document, which in line with the Primary and Sec‐
ondary Education Act (2008) aims at broadening and adjusting national policy 
recommendations to specific needs of relevant (immediate or indirect) stake‐
holders, namely, students, teachers, parents and local communities. Despite 
some examples of the promotion of SEDA competencies in school curricula 
being evident, there are no aggregate data on the national level regarding how 
many school curricula actually address this topic. 

Evidence-based Policies

In Croatia, although policy instruments to monitor teacher performance exist, 
they have yet to be implemented. Pursuant to the Professional Pedagogical 
Supervision Act (1997), an expert supervisor should visit each school every 
3 years. However, owing to a lack of capacity, this does not often occur in 
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practice. Expert supervisors mostly visit a school after a claim has been made 
against a teacher or a teacher seeks a promotion (World Bank, 2015). 

In Croatia, participation in internal evaluations is mandatory for all pub‐
lic school teachers, who are evaluated periodically by school principals. The 
following criteria are applied by school principals to assess a public school 
teacher’s performance: teacher attendance / absenteeism; subject knowledge; 
compliance with the curriculum; teaching methods; use of homework in the 
classroom; student assessment methods; teacher–student interactions; stu‐
dents’ academic achievement, socio-emotional development, socio-economic 
background; class participation; and teacher–parent interaction. In addition to 
classroom observation protocols, self-assessments are used as sources of infor‐
mation as well as assessments by the school principal, students and parents 
(World Bank, 2015). Some criteria related to interactions and socio-emotional 
development involve teachers’ SEDA competencies. Yet, the lack of concrete 
operationalisation may result in school principals adopting different practices. 

It can be argued that teachers’ SEDA competencies in Croatia are not sys‐
tematically monitored, at the same time as their needs for developing SEDA 
competencies are not systematically collected. This corresponds with the recog‐
nised lack of evidence-based programmes of teachers’ professional develop‐
ment in the National Plan for Development of the Education and Training Sys‐
tem until 2027 (see the section Ongoing policy debates and reforms) as well as 
the recognition of the insufficient use of data and modern, effective instruments 
for evaluating education public policy in Croatia (Eurydice, 2024d). As regards 
evidence-based education policymaking in Croatia, Kovačič (2022) also reveals 
that in the Strategy of Education, Science and Technology (Ministry of Science 
and Education, 2014), despite evidence-based policymaking being seen as an 
important goal, no elements supporting the implementation of this orientation 
are evident. 

Policy-research Evidence

Like in many European education systems, the TALIS 2018 survey results 
(OECD, 2019, 2020) have drawn the attention of policymakers in Croatia, The 
following results were particularly considered. Most Croatian teachers consider 
that they possess a high level of sense of control and autonomy when it comes 
to planning teaching and the teaching itself. The majority of teachers, both 
experienced and new ones (88% and 83% ), feel empowered to do their jobs, 
while the minority of them disagree with this statement completely (12% and 
10% ). Teachers enjoy their work even though they experience their profession 
as not valued in society – 90.8% of teachers feel that the teaching profession is 
not valued. The percentage rises with experience: those with 5 years of teaching 
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experience or less are twice as likely to view the profession as valued than the 
more experienced ones (15.4% vs 7.6% ) (Bakić, 2023). In what follows, national 
activities and research findings relevant to teachers’ well-being and profes‐
sional development in the SEDA competencies field and their policy-relevant 
findings are presented. 

The Croatian Institute for Public Health has been running a national health 
promotion programme “Healthy Living” since 2015, which covers five top‐
ics: health and education, health and physical activity, health and nutrition, 
health and workplace, health and environment. Health education of children 
and young people involves health literacy and guidance of children and young 
people, as well as adults in their environment, towards the adoption of proper 
nutrition and physical activity habits and raising awareness of the importance 
of preserving physical and mental health and sexually responsible behaviour 
(Croatian Institute for Public Health, 2022a). To promote the importance of 
maintaining the mental health of children and young people along with the 
importance of health literacy among educational professionals in the field of 
mental health of children and young people, the Croatian Institute for Pub‐
lic Health published a publication (Muslić, 2020) presenting research on the 
recognition of depression and readiness to provide support and assistance. The 
publication concludes that educational professionals should be better supported 
with professional development programmes in the area of supporting students’ 
mental health. Nevertheless, no specific attention is dedicated to the educa‐
tional professionals’ own mental health, well-being, and SEDA competencies. 
The Croatian Institute for Public Health (2022b) offers such a programme for 
teachers entitled PoMoZi Da, which targets the mental health literacy of edu‐
cational workers in the area of the mental health of children and young people. 

Certain research in Croatia has looked at teachers’ social reputation and 
status in society. The study by Šteh et al. (2019) reveals that 85.6% of partici‐
pating teachers 8 in Croatia agreed or strongly agreed with the statement “The 
low reputation of the teaching profession impacts my job satisfaction”, 58.1% 
strongly agreed and 30.2% agreed with the statement “In the teaching profes‐
sion, salaries are lower than in other equally demanding jobs with an equal 
degree of education”, 41% strongly agreed and agreed with the statement “The 
media usually portray teachers in a negative light”, 53.9% strongly agreed and 
agreed with the statement “The teaching profession enjoys a low reputation in 
society”, 47.2% partly agreed with the statement “The teaching profession pro‐
vides a regular income and financial independence”, 35.9% strongly disagreed 
or disagreed with the statement “Parents respect teachers” and 24.4% strongly 
disagreed or disagreed with the statement “Pupils respect teachers”. Similar 

8 Between 1,076 and 1,061 teachers responded to the particular statements. 
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findings are shown in Kadum et al. (2007), Maršić (2007) and Radeka and Sorić 
(2006), indicating that the low perceived social status of teachers in society is a 
longer-lasting issue in Croatia. 

Based on qualitative research of findings obtained via focus group discus‐
sions (N = 29) and semi-structured interviews (N = 25), Slišković et al. (2017) 
studied teachers’ “perception of their profession, the difficulties they have faced 
in their work, and the sources of their positive and negative work attitudes”. 
The results reveal that participating teachers “experience their profession as 
demanding and underestimated”. The difficulties they face are summarised as 
“student-related, team-work-related, parent-related and education system-re‐
lated”. The authors conclude that while training and support in coping with 
adverse characteristics of the working environment is needed, improving the 
working conditions is even more important. 

Research by Reić Ercegovac et al. (2009), conducted on a sample of 205 
primary and secondary school teachers in Croatia, showed that teachers’ emo‐
tional competence as well as some aspects of emotional regulation contribute 
significantly to job satisfaction, more positive attitudes to students as well as 
more efficient coping with stressors. They conclude that it is necessary to make 
teachers aware of the importance of emotional competencies, and to contin‐
uously work on developing them both for their personal well-being and for 
the well-being of the students as well as the quality of the entire educational 
process. 

In a study conducted within the Erasmus+ KA3 policy experimentation 
project Promoting Mental Health in Schools (PROMEHS), which addresses the 
mental health needs of teachers, Tatalović Vorkapić et al. (2023) demonstrated 
the positive outcomes of the 16-hour teachers’ training in the field of social 
and emotional competencies in terms of teachers’ higher levels of self-efficacy, 
resilience, and socio-emotional competencies, which the authors state reveal 
the strong need for programme sustainability in schools in Croatia. 

Burić et al. (2019) used a sample of 941 school teachers to test “the recip‐
rocal relationships between teacher burnout, psychopathological symptoms, 
and negative student-related emotions” and explore “the protective role of 
resilience in these aspects of teachers’ psychological well-being”. The results 
expose “the central and detrimental role of burnout in explaining teachers’ 
psychological well-being both at work and in life in general”. They impli‐
cate the importance of (systemic) support in reducing teachers’ burnout levels 
and therefore preserving their mental health and consequently less negative 
responses towards their students. Optimising structural job demands and re‐
sources and supervising teachers to help them to more successfully cope with 
their job demands are proposed as school-level policy measures in this respect. 

Research by Burić et al. (2021) on a large sample of Croatian teachers 
(N = 2,002) employed on various educational levels (i.e., elementary, middle, 
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high school) show that the “profiles of teachers who dominantly rely on deep-
acting had the most adaptive patterns of analysed outcomes, while profiles of 
teachers who reported higher levels of hiding feelings, regardless the level of 
deep acting, exhibited less desirable levels of positive affect, self-efficacy, work 
engagement, and job satisfaction”. Building on the findings, Burić et al. (2021) 
suggest several measures to support the teachers’ (and in turn also students’) 
well-being: a) to train pre-service and in-service teachers on how to use deep 
acting or reappraisal strategies to regulate emotions experienced at work; b) 
to raise teacher awareness of the potentially adverse effects of surface acting, 
and especially suppression, to minimise its use in classrooms; and c) to intro‐
duce mindfulness-based interventions, which may help reduce suppression as 
an emotion-regulation strategy and identifying healthier ways to promote and 
support teachers’ authentic emotions. 

Tatalović Vorkapić and Peloza (2017) considered a sample of 103 preschool 
teachers and 117 primary school teachers while exploring personality traits 
and well-being among preschool and primary school teachers in Croatia. The 
results show that personality traits were positively associated with life satis‐
faction, happiness and optimism. Emotional stability was identified as a sig‐
nificant predictor of teachers’ well-being. The authors argue that “the findings 
highlight the importance of teachers’ personality traits and their well-being for 
the quality of their work with children”. 

A monograph (Kalin & Čepić, 2019) investigated the experiences and at‐
titudes of teachers in Croatia and Slovenia to professional development and 
status and their personality and transversal competencies in the fields of self-
regulation, inclusion and sustainable development. One of the results of the 
study suggests that teachers possessing high levels of extraversion, 9 conscien‐
tiousness, comfort, emotional stability and openness to experience also show 
significantly higher levels of self-assessment of professional competencies. This 
led the authors to conclude that the personality of a teacher is a significant 
determinant and correlative of their professional competence. Transversal com‐
petencies or key competencies of lifelong learning do not exist as a stand-alone 
area but cross the boundaries of the areas concerned and appear as transdisci‐
plinary, interdisciplinary and inter-subject. 

Using a sample of 171 elementary school subject teachers, Gradišek et al. 
(2020) investigated teachers’ orientations to work (as a job, a career, and a 
calling) and their well-being for different stages in teachers’ professional de‐
velopment. The results showed the presence of a calling orientation to work 
and its positive relationship to job and life satisfaction. They conclude that 

9 For insights on the importance of promoting both extraversion and introversion perspectives 
in the educational process, see Cefai et al. (2018, p. 47). 
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teachers’ sense of a calling should be supported by stimulating teachers towards 
active professional goal-setting and enabling them to interact with other teach‐
ers (e.g., in the intervision of study groups) and enable them to identify their 
work as meaningful and important. Among school-level factors, they mention 
enabling teachers’ professional autonomy by school management as important. 
They also recognise the societal factors supporting teachers in this regard as 
crucial. 

Brust Nemet and Velki (2016) confirmed the link between teachers’ peda‐
gogical, social and emotional competencies and a positive school culture. The 
study was conducted among 696 teachers in 30 primary schools in the Slavonia 
region. The authors suggest the systematic development of teachers’ pedagog‐
ical, social and emotional competencies during initial and continuous profes‐
sional development and point out the important need for continuous peda‐
gogical and psychological training of university professors and other teachers’ 
educators in this respect. The importance of the willingness, commitment and 
support of different national stakeholders is also noted. 

Based on a document analysis of social and emotional learning in education 
and care in Croatia according to the CASEL framework, Ljubetić and Maglica 
(2020, p. 650) conclude that “there is no systematic approach in the implemen‐
tation of the social-emotional learning in Croatia, and the practice of it is not 
yet structured and comprehensive and occurs rather occasionally and sponta‐
neously”. They further expose that there is no information available in Croatia 
concerning whether and how much educational staff has been trained in social 
and emotional learning (ibid., p. 652). However, based on a literature review 
they recognise that to successfully ensure students’ social and emotional learn‐
ing teachers need professional development in the field. 

With the support of the Croatian Science Foundation, the Institute for Social 
Research in Zagreb (2024) is conducting a scientific research project on the role 
of personality, motivation and socio-emotional competencies in early-career 
teachers’ occupational well-being. The overarching aim guiding this study is to 
explore the relationship between early-career teachers’ affective-motivational 
characteristics and their occupational well-being. The research is in progress. 

Recent Policy Debates and Ongoing Reforms

The Croatian EU Presidency Conference on Teachers and Trainers for the Fu‐
ture: Towards the ‘New Normal’ in 2020, where, among others, the Croatian 
Minister of Education stressed that the political focus of the EU should be on 
teachers’ career development and how to foster the well-being of teachers, 
could be understood as a sign that teachers’ well-being is also high on the 
national political agenda in Croatia (ETUCE, 2020). 
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In 2021, simultaneous to the COVID-19 pandemic, Croatia and Croatian 
schools were affected by an earthquake. The Ombudsperson for Children ini‐
tiated two debates in this regard. The first was held on 8 February 2021 at the 
Ministry of Science and Education. The extremely negative impact of earth‐
quakes on children’s mental health and well-being was discussed (Ombudsman 
for Children, 2021). On 29 June 2021, on the initiative of the Ombudsperson for 
Children the Croatian Parliament held a joint thematic meeting of the Com‐
mittee on Education, Science and Culture and the Committee on Family, Youth 
and Sport dedicated to the protection of children’s mental health in the con‐
text of the coronavirus pandemic to find an urgent and quality response to the 
changed needs of children in the extraordinary circumstances of the pandemic 
and earthquakes. In both debates, the ombudsman stressed the need to raise 
the level of mental health literacy among educational professionals in the field 
of mental health of children and young people so as to enable them to better 
identify and cope with the mental health problems of their students and to 
know what to do and how to help a child in such a situation. 

The most recent challenges and debates in the Croatian educational sys‐
tem also relate to the teaching profession (Bakić, 2023), notably the lack of 
systematic educational policy measures needed to attract and retain the best 
candidates for the educational profession. These challenges mostly concern the 
teacher shortages in certain subject areas such as science, technology, engineer‐
ing, and mathematics (STEM) and also the lack of teachers in lower secondary 
and upper secondary schools in remote and depopulated areas (almost 15% of 
primary school maths teachers and 14% of physics teachers are qualified for 
other subjects, not the ones they are teaching). Inadequate qualifications of 
teachers are most prevalent in underdeveloped local self-government units, 
which are generally associated with a lower overall educational structure of 
the population, further reducing the chances of providing a quality education 
for the children in these units. More psychologists, speech therapists and other 
support staff are also needed in school education. The Ombudsman for Children 
recommended that they should be provided to the schools in need, at least in 
the form of mobile teams covering several schools (Bakić, 2023). 

The policy responses related to the presented challenges of the teaching 
profession in Croatia are (Bakić, 2023; see also Eurydice, 2024d): 

a) To prepare a programme to attract high-quality candidates to the teaching 
profession and to motivate and retain the existing staff (along with contin‐
uous work on making the teaching profession more attractive, e.g., a more 
competitive selection process, better salaries and / or benefits, paid quality 
professional development, career advancement opportunities). 

b) To improve professional development models for teachers, expert asso‐
ciates, and principals. 
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c) To implement continuous professional development on various levels in 
the following areas: familiarisation with subjects, achievement of learning 
outcomes, skill management in learning how to learn and supporting the 
development of problem-solving skills, support for inclusive practices, au‐
tonomy in teaching and learning assessment, professional guidance, and 
effective collaboration. 

d) A programme awarding scholarships to students in STEM and information 
and communication technology areas to increase the number of graduates 
in STEM teaching study programmes. By awarding direct financial sup‐
port, i.e., scholarships, it is envisioned that students will be motivated to 
choose study programmes in STEM teaching study programmes. 

Further, the Ministry of Science and Education of the Republic of Croatia 
(2023a, b) adopted the National Plan for Development of the Education and 
Training System until 2027 and the accompanying Action Plan for implemen‐
tation of the National Plan for the Period until 2024. The National Plan defines 
the implementation of the strategic goal and priority areas of public policies for 
the education sector from the National Development Strategy of the Republic 
of Croatia until 2030 (Government of the Republic of Croatia, 2021). 

The National Plan for Development of the Education and Training System 
until 2027 (Ministry of Science and Education of the Republic of Croatia, 2023a) 
states that even though free professional training organised by competent 
agencies is available to Croatian teachers, the information is publicly available 
and easy to apply for, it is mostly one-time, does not offer enough experien‐
tial learning and reflection, and lacks follow-up and support in the practical 
application of the acquired content. The absence of a long-term strategy for 
permanent professional development and the inconsistency of the system of 
initial teacher education, internships and professional development, coupled 
with the insufficient involvement of universities in professional development 
programmes, are seen as obstacles to improving the quality and effectiveness 
of educational work. The absence of effective coordination between agencies 
responsible for professional development and the lack of systematic monitoring 
and data collection at the national level on the professional development of 
teachers prevent the systematic implementation of needs analysis and long-
term planning of professional development on the individual and institutional 
levels. There are in addition no quality assurance procedures for continuing 
professional development programmes. Improving the quality of the mentor‐
ing system during the internship period, connecting the permanent profes‐
sional development of teachers and the competency standard and the teacher 
licensing system are identified as prerequisites for directing the professional 
development of teachers towards their permanent professional development 
and improving the quality and efficiency of their immediate educational work. 
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The National Plan also exposes that Croatia does not have an established 
national standard in place for teacher qualifications, even though they were a 
priority of curriculum reform. Although the Framework of national qualifica‐
tion standards for teachers in primary and secondary schools (2016) was drawn 
up in the form of recommendations, no progress has been made regarding the 
implementation of the standards themselves. 

The strategy (p. 5), as the fourth of six challenges in basic education, exposes 
the lack of systematic educational policy measures related to attracting and 
retaining the best educational workers in the profession, and for strengthening 
and professionalising it, systematic and innovative professional development, 
and raising their social reputation. As specific objectives with associated out‐
come indicators, descriptions and associated measures for implementation in 
this regard, it lists measure 2.4: To improve the working conditions of teachers, 
teachers and professional associates, to increase the attractiveness of the pro‐
fession and to enrich the possibilities of professional development. As part of 
this measure, it is planned to systematise the activities and information related 
to the working conditions of teachers, teachers and professional associates to 
increase the effectiveness and efficiency of work, improve working conditions, 
and improve professional development. Models of the professional develop‐
ment of teachers are planned to be considered and improved. The professional 
development of counsellors is also planned to be considered, along with the 
improvement of work and more efficient use of the capacities of bodies and 
institutions in the education system to improve the professional development 
of teachers. It is also planned that the model of the internship programme will 
be considered and tested as part of the professional development of teachers at 
the beginning of their teaching careers. A proposal for a programme to attract 
high-quality candidates to the teaching profession and to motivate and retain 
existing staff will be created, together with continuous work on increasing the 
attractiveness of the teaching profession to make it more appealing for high-
quality candidates (e.g., a more competitive selection process, better salaries 
and / or benefits, paid quality professional development, career advancement 
opportunities etc.). 

In the Action Plan (Ministry of Science and Education of the Republic of 
Croatia, 2023b, p. 17), the following results are planned for realisation of the 
measure: a) development and adoption of the national programme for attract‐
ing and retaining teachers; b) drawing up and adoption of the national pro‐
gramme for the professional development of teachers and professional staff; 
c) development and adoption of a national programme for the introduction of 
novice teachers into the education system with a system of supervision and 
a tested implementation model; and d) an increased number of teachers and 
professional staff included in various professional training programmes. 
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The Whole-Day School (WDS) experimental project was introduced in Croa‐
tia as well. It responds to expressed needs and challenges, which show that “it is 
clear that in the existing framework and work model, principals, teachers, and 
expert associates face the issue of reduced real opportunities for organisation 
and implementation of the expected forms of educational work that would help 
them respond to the needs of increasing average achievements and reducing 
differences between groups of students” (Ministry of Science and Education, 
2023c, p. 4). It is believed that the experimental programme will also impact 
“the improvement of the professional, social, and financial status of teachers, 
expert associates, and school principals” (ibid., p. 10). The project is supported 
with EU funding through which infrastructural investments and new curricula 
are to be mainly financed. Planned increases in teachers’ salaries are planned 
to be financed from the state budget. 

Conclusions

The chapter shows that Croatia, like most other EU countries, faces several 
challenges related to the teaching profession, including teachers’ well-being. 
Although several examples of supporting the development of teachers’ SEDA 
competencies are identified in their initial and continuous professional devel‐
opment, the field is not systemically arranged in a way that will ensure every 
teacher enhances their SEDA competencies during their study and / or career. 
However, the current National Plan for Development of the Education and 
Training System until 2027 and the accompanying Action Plan for implemen‐
tation of the National Plan for the Period until 2024 (Ministry of Science and 
Education of the Republic of Croatia, 2023a, b) recognise the deficiencies and 
challenges of the existing system and teachers’ professional development and 
plan several measures in the field. The research findings, and their policy im‐
plications presented in this chapter along with the HAND:ET project’s results 
(Kozina, 2024), demonstrate the important need for systemic support to teach‐
ers’ SEDA competencies development for teachers’ occupational and personal 
well-being as well as several student outcomes. Taking them into consideration 
in the planned measures of improving teachers’ professional development will 
not only help with realising the strategic goals but also add to evidence-based 
policy-making in the field. 
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Domović, V., & Vizek Vidović, V. (2010). Developing a quality culture in ini‐
tial teacher education in Croatia. In B. Hudson, P. Zgaga, & B. Astrand (Eds.), 
Advancing quality cultures for teacher education in Europe (pp. 105–119). Umea 
School of Education, Umea University. 

Education and Teacher Training Agency [Agencija za odgoj i obrazovanje] 
(2024a). Supervizija [Supervision]. https://www.azoo.hr/pretraga/page/5/?po‐
jam=supervizija 

Education and Teacher Training Agency [Agencija za odgoj i obrazovanje] (2024b). 
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stručnih suradnika u osnovnoj školi] (2008). https://narodne-novine.nn.hr/clanci/
sluzbeni/2019_01_6_137.html 

Rulebook on the appropriate type of education for teachers and professional associates 
in secondary schools [Pravilnik o izmjenama i dopunama pravilnika o stručnoj 
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& I. Menter (Eds.), The Palgrave Handbook of Teacher Education in Central and 
Eastern Europe (pp. 181–200). Palgrave Macmillan. https://doi.org/10.1007/978-3-
031-09515-3_8 

Schonert-Reichl, K. A., Oberle, E., Lawor, M. S., Abbott, D., Thomson, K., Ober‐
lander, T. F., & Diamond, A. (2015). Enhancing cognitive and social-emotional 
development through a simple-to-administer mindfulness-based school program 
for elementary school children. A randomized controlled trial. Developmental 
Psychology, 51, 52–66. 

School for Life [Škola za život] (2019). Kurikularna reforma od jeseni u svim ško‐
lama! [Curricular reform from autumn in all schools!]. https://skolazazivot.hr/
kurikularna-reforma-od-jeseni-u-svim-skolama/
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Abstract

The requirements to become a teacher in Portugal vary depending on the level of educa‐
tion and the specific area in which teaching is to be carried out. Currently, education in 
Portugal is experiencing great difficulties, there is a shortage of teachers, teachers are 
unmotivated, tired and have various problems that affect their well-being. 2023 was a 
difficult year, with several strikes that hampered students’ learning and had a major 
impact on teachers’ well-being. The government is trying to change the situation with 
a range of measures aimed especially at improving teachers’ working conditions and 
promoting their well-being. However, a number of changes are still needed to achieve 
the desired change. One of the urgent and necessary measures, identified in several 
national studies, is the promotion of activities that foster teachers’ socio-emotional 
competencies. Such measures are today still scarce. The chapter aims to address the 
state of education in Portugal and present the measures planned to promote the well-
being of Portuguese teachers. 
Keywords: Teachers’ Socio-emotional Competencies; Teachers’ Well-being; Portuguese 
Teachers’ Professional Development 

Introduction to Teacher Professional Development in the Country

Nowadays, the environment of Portuguese schools and the professional con‐
text of teaching have created working conditions for teachers that make their 
daily professional and personal lives unduly pressurised. In recent decades, leg‐
islative measures have decisively added to the rise in precarious work among 
Portuguese teachers, with a direct negative impact on their salaries (Piozevan 
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& Dal Ri, 2018). Among the main difficulties are excessive workloads, con‐
siderable bureaucratic burdens, low salaries, poor working conditions for new 
teachers, professional instability, difficulties and / or impossibility of career pro‐
gression, excessive student indiscipline and relational difficulties at work. All 
of these factors are leading to the gradual deterioration of teachers’ health, 
dissatisfaction with their work, and increased difficulty in teaching (Matos et 
al., 2022). In 2023, Portuguese teachers strongly expressed their discontent and 
promoted regular strikes and weekly public protests (CGTP-IN, 2023). This has 
severely affected the daily life of Portuguese schools and damaged educational 
processes. Despite the progress observed in some Portuguese educational in‐
dicators such as the early school leaving rate or proportion of young people 
with a higher education (XXII Constitutional Government of Portugal, 2022), 
the need for investment in Portuguese education is evident, notably in teacher 
training and teachers’ working conditions. 

The low investment in the work and training of teachers means that today 
there are serious problems with the number of teachers available since the 
generational transition has not been guaranteed by the Portuguese educational 
system. At the moment, and due to the unattractive working conditions for 
young people, the present number of newly trained teachers has fallen and 
does not satisfy market needs (Neves, 2020). In Portugal, the teaching staff is 
ageing and in recent years the number of teachers reaching retirement age has 
grown significantly. Over the next decade, an even greater rise in the number of 
teachers entering retirement age is expected (Thomas Dotta & Lopes, 2021). The 
combination of these factors creates a considerable reduction in the number of 
available teachers, forms training gaps in certain scientific areas because stu‐
dents are without teachers in some courses for an entire school year, increases 
the number of students per class and, in turn, ratchets up the professional pres‐
sure on teachers in terms of managing the pedagogical processes – technical 
and affective – that take place in the classroom. 

These factors add to teachers’ stress levels and, combined with the multiple 
tasks they perform and the challenges inherent in the profession (pressure from 
parents, pressure from the community, multitasking, the classroom environ‐
ment, the workplace environment), has seen teachers identified in many studies 
as a population at high risk of developing mental health problems (Parker et al., 
2012). 

Considering the socio-emotional development of students and teachers, the 
interventions and programmes implemented have been the outcome of non-
universal initiatives. Thus, investment is lacking in the physical and human 
resources that support the social and emotional activity of teachers in general, 
while there is a lack of a socio-emotional learning plan which prepares stu‐
dents for the professional market and teachers for the difficulties of work and 
teaching. 
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Throughout this chapter, we review the literature on teachers’ working con‐
ditions and professional access in Portugal. The aim of the chapter is to describe 
the actions and public policies directed at enhancing teachers’ socio-emotional 
competencies in Portugal and to emphasise their significance for their well-
being. 

The chapter provides a brief introduction to the professional development 
of teachers in Portugal, before presenting an overview of public policies that 
support initiatives aimed at promoting socio-emotional competencies in teach‐
ers. This is followed by a description of some national projects and proposals 
for the future. 

Initial Professional Development

The initial teacher training programme for educators in preschool, primary 
and secondary education leads to the attainment of a teaching qualification 
corresponding to a specific educational level. The training is designed to equip 
candidates with foundational scientific, technical and pedagogical skills, along 
with knowledge applicable to teaching in the following domains: i) professional 
and ethical aspects; ii) facilitating teaching and learning, fostering participation 
in school life and community relationships; and iii) encouraging lifelong learn‐
ing. 

Presently, according to Decree-Law (79/2014), a professional teaching qual‐
ification is mandatory for teaching positions in public, private and cooperative 
educational establishments providing preschool, primary and secondary educa‐
tion, including specialised programmes in music and dance artistic education. 

Consistent with the principles adopted as part of amendments to the Educa‐
tion Act in 1997, all teachers are required to hold a master’s degree at the same 
qualification level. Further, as outlined in Ordinance (212/2009), teachers re‐
cruited for special education purposes must hold a teaching qualification from 
any other recruitment group, supplemented by specialised training in the field 
of special education, as outlined by the respective legal framework (Eurydice, 
2023a). 

Continuous Professional Development

Continuing education and specialised training are two avenues that contribute 
to the ongoing professional development of teachers. Continuing education is 
both a right and a responsibility, with the goal of enhancing and refreshing 
teachers’ professional knowledge and competencies, promoting professional 
mobility, and facilitating career advancement. Specialised training is charac‐
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terised as supplementary instruction enabling teachers to acquire qualifica‐
tions in various educational roles, assisting schools in efficient operation, and 
fostering the education system’s overall development (Eurydice, 2023b). Vari‐
ous types of continuing education exist: training courses, training workshops, 
study circles, short courses or, on the request of the Continuing Education 
Scientific-Pedagogical Council, internships and projects. 

Continuing education is organised by different training bodies: higher ed‐
ucation institutions; municipal and intermunicipal-based school (and kinder‐
garten) associations’ training centres; not-for-profit professional or scientific 
association training centres; Ministry of Education central services in areas 
considered important for developing the education system and other institu‐
tions whose intervention is deemed useful in this domain, and which are public, 
private or cooperative non-profit entities accredited for this purpose. 

The accreditation of training bodies, trainers, and training courses falls un‐
der the purview of the Scientific-Pedagogical Council for Continuing Train‐
ing (CCPFC). To support career development and advancement, teachers must 
participate in and successfully complete continuing education or specialised 
training courses, with a minimum duration of 25 hours for scale 5 and 50 hours 
for the remaining scales. 

For the above-mentioned purposes, training is valid if it holds accreditation 
from the Scientific-Pedagogical Council for Continuing Training, is acknowl‐
edged and certified by the training bodies (for short courses) and conducted 
within the framework of European programmes, provided they have been ac‐
credited by the Scientific-Pedagogical Council for Continuing Training. 

The School Association Training Centres (CFAE) are responsible for devis‐
ing an annual or multiannual training plan considering the priorities identified 
by the associated schools. The continuing education courses outlined in the 
Centres’ training plans undergo a process of accreditation by the Continu‐
ing Education Scientific-Pedagogical Council. the School Association Training 
Centres are empowered to establish collaborative agreements with public, pri‐
vate and cooperative entities to deliver training in areas deemed as priorities. 

School leadership training is a key area where training initiatives have 
followed the Ministry of Education’s strategy. Overseen by the Ministry, the 
Directorate General for School Administration (DGAE) has formed different 
partnerships and designed training programmes that mainly target top-level 
school leadership (Eurydice, 2023b). 

Basic policy documents regulating teachers’ continuous professional devel‐
opment in Portugal do not explicitly or implicitly mention or refer to the devel‐
opment of teachers’ social and emotional competencies and diversity awareness 
(SEDA competencies). 
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Other Policy Measures Supporting SEDA Competencies 
of Teachers

On the national level, Council Conclusions of 26 November 2009 on the profes‐
sional development of teachers and school leaders previously identified priori‐
ties with regard to teacher training: 1) the promotion of professional values and 
attitudes; 2) improving teachers’ skills; 3) recruitment and selection processes 
that promote quality education; 4) increasing the quality of Initial Teacher 
Education; 5) introducing entry programmes for new teachers; 6) providing 
tutorial support to all teachers; 7) improving the quality and quantity of Contin‐
uous Training; 8) school leadership; 9) the assured quality of Teacher Trainers; 
and 10) enhancements of Teacher Education Systems. Dispatch (779/2019) of 18 
January also establishes the continuous training of teachers, accredited by the 
Scientific-Pedagogical Council for Continuing Training, as a priority. 

Moreover, these conclusions offer specific measures and identify concerns 
regarding the teaching profession. With respect to the support for new teach‐
ers, national and international research shows that structured support pro‐
grammes aimed at all new teachers can help deter individuals abandoning their 
career as a teacher. Regarding this, Council Conclusions argue that efforts 
should be made to ensure all new teachers receive support and guidance. Ef‐
fective school management is essential for promoting a positive environment, 
providing support for students, parents and administrative and teaching staff. 
This makes it important to ensure that school leaders are capable of taking on 
the growing number of roles they acquire, and that school leaders are not over‐
burdened by administrative functions. As concerns teachers in particular, these 
professionals face a considerable number of demands and complexification of 
their professional role. It is essential that teachers have access to personal and 
professional support throughout their career. Although Portugal tries to fol‐
low the document’s indications, in practice and due to the various difficulties 
currently associated with teaching careers some of these indications have no 
official national documents to their use. 

Portugal Projects

In Portugal, and building on the importance of promoting socio-emotional skills 
not only with students but with their families and teachers as well, some studies 
have been carried out in this area. 

The ES’COOL – School Mental Health Promotion Project (ES’COOL project) 
(Aventura Social Association, 2023) aimed to promote adolescents’ mental 
health through building the capacity of school teachers and school staff. The 
programme sought to develop personal and social skills and included the pre‐
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vention of anxiety and depression symptoms, the promotion of resiliency, and 
self-regulation in adolescents. The ES’COOL training was implemented with 
teachers from primary and secondary schools (grades 1 to 12), kindergarten and 
special education teachers covering schools from all the regions of Portugal. 
Training groups appeared across Portugal, namely in the North, Centre, Lisbon, 
and Algarve regions. The results showed that after the training was completed 
the teachers’ well-being had increased and they felt better able to identify early 
signs of ill health in their students. The teachers who participated in the project 
also reported having more strategies for dealing with certain problems and de‐
veloping projects to promote mental health in their schools (Tomé et al., 2017; 
2018a; 2018b; 2019). 

Another study carried out in Portuguese schools is the CRESCER Project 
(CRESCER, 2023). Classes on the contents, materials and development of the 
CRESCER programme are taught by a school’s own teachers who are given 
specific training for this, in person and in distance education. The training 
is carried out in a comprehensive manner so that all education professionals 
become multiplier agents of socio-emotional learning. The work is initially 
focused on developing the teaching staff’s own skills and followed by a joint re‐
flection concerning how to transmit them to students. The development of the 
CRESCER project encourages positive transformation throughout the school 
community, also contributing to the promotion of better citizens, better profes‐
sionals and the construction of a better society. Via the training in socio-emo‐
tional learning, this generates a socio-affective environment in which teachers 
can achieve full personal and social development. Therefore, the results about 
different studies clearly indicate it is possible to achieve an improvement in 
socio-emotional skills and the management of emotions in the improvement 
of conflict resolution and the promotion of democratic coexistence in schools 
(CRESCER, 2023). 

In Portugal, in the past few years the number of social-emotional learning 
programmes in educational settings has also risen. An important factor in this 
increase is the investment made by the Calouste Gulbenkian Foundation (2023) 
through the “Gulbenkian Academies for Knowledge”. Between 2018 and 2021, 
the Calouste Gulbenkian Foundation financially supported around 100 projects 
aimed at promoting key social-emotional skills in children and youth under 
25 years of age, including the school-based universal intervention programme 
“Calmly – Learning to Learn Yourself” (Calmamente—Aprendendo a Aprender-
se). Despite the greater investment in school-based social-emotional learning 
interventions, a lack of knowledge of their effects on children attending Por‐
tuguese elementary schools is apparent since experimental studies are scarce 
(e.g., Coelho et al., 2023; Raimundo et al., 2013). 
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Evidence-based Evaluation and its Implementation 
in the Field of Teachers’ SEDA Competencies

In Portugal, there is no national, regional or local definition of social, emotional 
and intercultural learning. The explanations found are based on international 
scientific literature, notably Collaborative for Academic, Social, and Emotional 
Learning (CASEL, 2013) – a process of acquiring and applying the knowledge, 
attitudes and skills needed to identify, understand and manage emotions, set 
and achieve positive goals, feel and show empathy for others, establish and 
maintain positive relationships, and make responsible decisions. The first in‐
ternational reference to learning social and emotional competencies, as defined 
by CASEL, appeared in Portugal only in 2011. 

Given that no foundational guidelines exist for the development of teachers’ 
SEDA competencies, there is also no structured monitoring of the measures 
each school implements. The main results reflecting the work performed in 
schools can be observed, particularly in two works presented below. 

The Organisation for Economic Co-operation and Development (OECD) 
Teaching and Learning International Survey (TALIS) is an international, large-
scale survey of teachers, school leaders and the learning environment in 
schools. Concerning issues related to the socio-emotional competencies of 
teachers, the following results are observed (OECD, 2019, 2020): 
– in Portugal, 85% of teachers report frequently calming students who are dis‐

ruptive (OECD average 65% ) and 93% report frequently explaining how new 
and old topics are related (OECD average 84% ); 

– practices involving student cognitive activation, known to be important for 
student learning, are less widespread, with about half of teachers across the 
OECD using these methods. Specifically, in Portugal 45% of teachers report 
frequently asking students to decide on their own procedures for solving 
complex tasks, a share that is the same as the average of OECD countries 
and economies participating in TALIS; 

– overall, a vast majority of teachers and school leaders view their colleagues 
as open to change and their schools as places that have the capacity to adopt 
innovative practices. In the country, 65% of teachers also report that they 
and their colleagues support each other with implementing new ideas. This 
is lower than the average share across the OECD countries and economies 
participating in TALIS (78% ); 

– on average, in Portugal 19% of teachers work in classes with at least 10% 
of students with special needs (i.e., those for whom a special learning need 
has been formally identified because they are mentally, physically or emo‐
tionally disadvantaged), which is below the average of OECD countries and 
economies participating in TALIS (27% ); 
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– 45% of teachers in the country were trained to teach in mixed-ability settings 
as part of their formal teacher education or training, while 39% of teachers 
on average felt prepared to teach in such settings when they finished their 
studies; 

– even though 30% of teachers on average had participated in professional de‐
velopment activities including teaching students with special needs in the 12 
months prior to the survey, training to teach special needs students is the 
professional development topic with the biggest share of teachers reporting 
a great need for it – 27% in Portugal (compared to 22% across the OECD); and 

– on average, 48% of school principals in Portugal report that the delivery of 
quality instruction in their school is hindered by a shortage of teachers who 
are competent for teaching students with special needs (compared to 32% 
across the OECD). 

In 2022, Matos and colleagues conducted the “Observatory of Psychological 
Health and Well-Being: Monitoring and Action” study in national schools. Its 
aim was to assess and monitor the general psychological health and well-being 
of school-age children and adolescents (5/6 years to grade 12) and their educa‐
tors / teachers as a general indicator of the well-being of the School Ecosystem. 
Another aim was to develop recommendations for action and intervention to 
promote better psychological health and well-being in educational contexts. 
With respect to teachers, the results showed (Matos et al., 2022): 
– when socio-demographic variables are analysed, a risk profile emerges: 

alongside the variables associated with well-being, being older and having 
completed more years of service (which are most likely collinear) appear as 
a risk for psychological distress. This profile worsens when gender is consid‐
ered, revealing that the risk of distress appears to be higher for older females 
with longer years of service. When more than 80% of the participants in the 
study are female, this situation becomes even more concerning; 

– the discrimination between the three groups also showed that higher levels 
of depressive symptomatology characterised teachers with a higher perceived 
impact of the COVID-19 pandemic, whereas teachers with a lower perceived 
impact of the COVID-19 pandemic were characterised by higher well-being 
and life satisfaction; and 

– overall, the study revealed that more than half the teachers reported psycho‐
logical distress. 

These results prompted the Ministry of Education to outline measures to en‐
hance the psychological well-being of teachers in the 2023/2024 school year, 
notably including training initiatives focused on promoting teacher well-being. 
The outcomes of these actions will not be known until the end of 2024. 
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Policy-research Literature on Policy Initiatives Regarding 
Teachers’ SEDA Competencies and their Impact

Both empirical findings as well as psychological and pedagogical theory show 
that teachers’ relational competencies are extremely important for students’ 
chances of developing social / emotionally and cognitively (Kozina, 2020). More‐
over, promotion of the self-care of teachers is also important for promoting 
personal well-being and well-being in the teacher–student relationship. 

It is vital that curricular designs in schools include teaching strategies, 
whether based on the master class or mobilised through virtual learning en‐
vironments, which encourage students to work in unison, develop socio-emo‐
tional skills to handle social situations in the classroom, and appropriately man‐
age social experiences in which the understanding, identification, expression, 
and adequate regulation of own and other emotions is required. 

A basic need of the individual is to feel accepted and appreciated for who 
they are, to feel they have an important role within their community, to estab‐
lish bonds of loyalty, commitment, ethics and cooperation; as well as obtaining 
help in times of need, whether on a personal level or as a recipient to overcome 
the challenges of daily life. 

Cristóvão and collaborators (2023) conducted a study in which they anal‐
ysed 29 teacher training universities, among which 20 were public universities 
and 9 were private ones. Analysis of the courses offered in the training pro‐
grammes for preschool and primary teachers showed that only the two private 
universities were offering curricular units with Emotional Education content. 
In their analysis, the authors corroborate the gap in teacher training in the area 
of socio-emotional competencies in Portugal. 

These results support the need to work on teacher training in the area, yet 
also to promote the socio-emotional competencies of the teachers themselves. 
The “Psychological Health and Well-Being Observatory: Monitoring and Ac‐
tion” was a collaborative effort between the Directorate-General for Educa‐
tion and Science Statistics, the Directorate-General for Education, the National 
Programme for Promoting School Success, the Social Adventure Team at the 
Environmental Health Institute (ISAMB) at the Medicine School, University 
of Lisbon (scientific coordination), the Order of Portuguese Psychologists, and 
the Calouste Gulbenkian Foundation. This study was carried out at the request 
and with the support of the Ministry of Education. Its goal was to assess and 
monitor the general psychological health and well-being of school-aged chil‐
dren and adolescents (5/6 years to grade 12) and their educators / teachers as 
a general indicator of the School Ecosystem’s well-being. A further purpose 
was to develop action and intervention recommendations to promote better 
psychological health and well-being in educational settings (Matos et al., 2022). 
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The different studies also indicate that positive effects may be achieved 
directly with the students without the intervention. In addition, the new skills 
learned by teachers might be used not only with all the students in their current 
class, but also in the coming years with new cohorts of students, and with other 
teachers, thereby creating a ‘snowball effect’ that may enhance the sustainabil‐
ity of the effects of training over time. This circumstance may contribute to the 
programme’s cost-effectiveness (Matos et al., 2022). 

Ongoing Policy Debates and Reforms in the Field

As part of the promotion of socio-emotional competencies and mental health 
in Portuguese schools, the government has created the 23/24+ Plan. The 23|24 
School+ Plan, established by Council of Ministers Resolution (80-B/2023), is 
an extension of the 21|23 School+ Plan for consolidating and recovering from 
the learning deficits caused by the pandemic crisis (Council of Ministers Res‐
olution, 90/2021). It offers schools specific actions to be implemented in the 
2023/2024 school year based on the results and the experience gained. 

The structuring of the 23|24 School+ Plan is based on seven domains that 
encompass various actions to be implemented in primary and secondary edu‐
cation and maintains a multidimensional approach to hindering the pandemic’s 
impacts on schools, including diverse measures to address not merely learning 
disabilities, but also to recover the emotional, social and mental well-being of 
students. The seven domains of the plan are: reading and writing, curricular 
autonomy, educational resources, family, assessment and diagnosis, inclusion 
and well-being, and supporting educational communities (Council of Ministers 
Resolution, 80-B/2023). 

In the field of Inclusion and Well-being, we find the following actions: spe‐
cific tutorial support; social and emotional skills programmes; personal, social 
and community development plans; more supported inclusion; Portuguese im‐
mersion, and “the fourth period”. 

As concerns action personal, social and community development plans, the 
goal is: Within the scope of promoting educational success and inclusion, 
the School Groupings / Non-Grouped Schools design and implement measures 
mainly in areas like Socio-emotional Intelligence and Personal Development; 
Family Involvement; Community Involvement; Emerging Literacy; Reading and 
Writing Literacy and Communication; Multiculturalism and Citizenship; Tu‐
toring and Mentoring; Digital Literacy and Arts, Expressions and Culture (Por‐
tuguese Republic, 2023). 

Also in 2023, the Ministry of Education, through Directorate-General for 
Education and Science Statistics (DGEEC), set up the “Observatory of Psycho‐
logical Health and Well-Being” (OSPBE). The Observatory is run by DGEEC, 
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scientifically coordinated by Professor Margarida Gaspar de Matos, and has 
the central objective of collecting and monitoring indicators of psychological 
health and well-being in Portuguese schools with a view to designing different 
intervention proposals according to the needs identified (Directorate-General 
for Education and Science Statistics, 2023; Matos et al., 2022). 

Conclusion

Education in Portugal is currently undergoing a significant crisis that calls 
for substantial changes on the national level. The shortage of teachers and 
reluctance of young individuals to pursue a career in education pose consid‐
erable challenges. Exhaustion among teachers is evident, while various stud‐
ies demonstrate the high risk of mental health issues within this professional 
group. 

Schools are making commendable efforts to address the situation, espe‐
cially through initiatives aimed at enhancing the well-being of both students 
and teachers. However, there is a pressing need for a more organised frame‐
work that incorporates training and promotion programmes for socio-emo‐
tional skills into national educational initiatives. 

While this chapter discusses national and regional initiatives with this ob‐
jective, it remains imperative to develop additional, more structured activities 
able to be integrated into nationwide educational plans. These initiatives should 
extend beyond isolated strategies implemented by certain schools. 
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Abstract

The chapter presents the systemic support currently available for developing teachers’ 
social and emotional competencies and diversity awareness in Slovenia. It demon‐
strates that in educational legislation they are implicitly related to a safe and sup‐
portive learning environment. They are not systematically supported in initial profes‐
sional development in various pedagogical programmes. Although several continuous 
professional development programmes in the field can be found in Slovenia, these are 
mainly shorter-term programmes that teachers attend voluntarily. Several develop‐
mental programmes conducted in the last few years in Slovenia were related to a 
safe and supportive learning environment and developing teachers’ diversity aware‐
ness. However, research shows that teachers’ social and emotional competencies and 
diversity awareness, based on the Teaching and Learning International Survey and 
rare national research findings, particularly in recent years, in addition to teacher 
shortages and stress, remain important challenges of the education system in Slove‐
nia. The ongoing educational policy reforms aim to address them by recognising the 
importance of teachers’ social and emotional competencies and diversity awareness for 
the quality of teaching and learning and highlighting the need for systemic support 
for the development of teachers’ relational competencies and the intended renewal of 
initial and continuous teachers’ professional development in this respect. 
Keywords: Teachers, Professional Development, Social and Emotional Competencies, 
Diversity Awareness, Slovenia, Safe and Supportive School Environment 

Introduction

Slovenia is a country in Central Europe that became independent in 1991 and 
has since autonomously developed its education policy. Nonetheless, the Slove‐
nian education system has a much longer history that can be divided into 
three main periods: a) an imperialistic education policy (until the Second World 

1 Educational Research Institute, Slovenia 
2 Ministry of Education, Slovenia 
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War), marked by different interventions and enforced rules. For example, at the 
beginning of the 19th century parts of Slovenia were included in the Illyrian 
Provinces of Napoleon I’s French Empire and were later under Austro-Hungar‐
ian rule; b) supervised education policy (from the Second World War to 1991) 
in which Slovenia as a socialist republic of Yugoslavia (partially) developed its 
education policy, while at the same time retaining a policy that was consis‐
tent with the typical federal arrangements; and c) sovereign education policy 
(post-1991), as determined by the development of its own education policy 
intertwined with Europeanisation and globalisation processes (e.g., Klemenčič 
Mirazchiyski et al., 2023; Lajh & Štremfel, 2010). 

Slovenia is a relatively small country with 2.1 million residents (Statistical 
Office of the Republic of Slovenia, 2024). In the 2022/2023 school year, 194,562 
students were enrolled in 456 basic schools that were implementing integrated 
primary and lower secondary programmes (Ministry of Education, Science and 
Sport, 2022), with 18,610 teachers being employed in these schools. 

Slovenia shares a tradition of teacher education that is typical for Central 
Europe. From 1870 onwards, teacher colleges conducted a 4-year programme 
on the secondary level to train primary school teachers. As a rule, teachers in 
grammar schools had a university degree with a strong subject specialisation. 
Yet, training in pedagogical practices was almost non-existent. After the Second 
World War, prospective primary school teachers were trained in 2-year col‐
leges (on the tertiary level), and after around 1985 these colleges merged with 
universities and began implementing 4-year programmes. Thus, a university 
degree has become standard for all teachers of both primary and secondary 
schools. Since 2011, a master’s degree is required for all new teachers. Prospec‐
tive teachers are trained in a parallel and a consecutive model. The successful 
completion of the professional examination is also a precondition for a tenured 
teaching position (Peček, 2022; World Bank, 2015). 

In recent years, like other European Union countries (Eurydice, 2021; Chap‐
ters 3, 4, 5, 7 of this book) Slovenia has faced several challenges regarding the 
teaching profession, including the need to enhance teachers’ social and emo‐
tional competencies and diversity awareness (SEDA competencies) (for more, 
see Chapter 2). This led the Ministry of Education, Science and Sport, among 
other policy measures in the area, to support the leading role of Slovenia in 
European policy experimentation projects in the field. Namely, the first project, 
HAND in HAND: Social and Emotional Skills for Tolerant and Non-discrimina‐
tive Societies (A Whole School Approach) (Kozina, 2020), followed by HAND 
in HAND: Empowering Teachers Across Europe to Deal with Social, Emotional 
and Diversity-Related Career Challenges (HAND:ET project) (Kozina, 2024). By 
pursuing the project’s aims of contributing to systemic improvements in the 
field, the need for an in-depth review of the current state of systemic support 
available for teachers’ SEDA competencies was demonstrated. 
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This chapter aims to provide the mentioned currently missing insights. It 
first introduces the legislation and policies regulating the teaching profession 
in Slovenia. Second, the embodiment of teachers’ SEDA competencies devel‐
opment in initial teacher professional development is presented. Third, focus 
is given to the possibilities for teachers to develop these competencies in con‐
tinuous professional development. Fourth, the chapter presents other national 
(developmental) projects dealing with the topic. Fifth, the chapter considers the 
(missing) monitoring of teachers’ SEDA competencies as a basis for developing 
evidence-based policies in the field. Sixth, policy-relevant research findings in 
the field are summarised. Seventh, the ongoing policy debates and planned 
reforms are described. Since in the HAND:ET field trial in Slovenia teachers 
from primary and lower secondary education (hereinafter: basic schools) were 
involved, the chapter focuses on a review of systemic support available for their 
SEDA competencies (and not teachers on other educational levels). 

Legislation and Policies Regulating the Teaching Profession

Education, training and working conditions of educational staff at basic schools 
in Slovenia are specified by common national laws (employment relationships, 
civil servants, salary system of civil servants etc.) and sector-specific laws. 
Teachers and preschool teachers on all levels of public education are civil ser‐
vants. Public servants’ salaries, labour relations and retirement are specified in 
a single national framework. The Employment Relationships Act (2013) details 
employment, concluding and terminating contracts, a single 40-hour weekly 
workload, types and forms of labour relations, payments, holidays, and so on. 
Individual rights from labour relations are subject to negotiations between the 
government and unions and are regulated by collective agreements, that is, in 
the field of education by the Collective Agreement for the Education Sector in 
the Republic of Slovenia (1994). 

In Slovenia, a 40-hour working week is in place (Employment Relationships 
Act of 2013). Primary school teachers are expected to teach 22–25 hours per 
week (Rules on Norms and Standards for the Implementation of the Basic 
School Programme (2007), depending on the subject and field of work. Teachers 
devote their remaining weekly hours to class preparation and other related 
tasks (World Bank, 2015). 

The Organisation and Financing of Education Act (2007) defines profiles 
of teachers on the individual levels of the education system, common educa‐
tional qualification requirements, professional initiation and taking of the pro‐
fessional examination, specific features of working conditions and continuous 
professional development. Rules on educational qualification for teachers and 
other educational staff in the basic school education programme (2022) set out 
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the requirements. The rules are accepted by the minister responsible for educa‐
tion with the support of the relevant Council of Experts and in communication 
with the trade union. Teachers of general subjects in basic and upper secondary 
schools in Slovenia must hold the educational qualification of a second-cycle 
study programme in the relevant field. 

Initial Professional Development

In Slovenia, the initial teacher education is carried out by universities or their 
members, as well as individual higher education institutions. 3 The study pro‐
grammes that offer teacher training qualification can be concurrent (study pro‐
grammes of one or two subjects of teaching leading to the professional title of 
professor of one or two subjects (second-cycle study programmes, leading to 
the professional title Magister Profesor or Profesor, 4 or a study programme that 
includes the relevant professional content) or consecutive (study programmes, 
which impart necessary knowledge about the subject of teaching or the field 
of education, but do not provide the necessary professional courses for acquir‐
ing the required teaching skills). To obtain relevant pedagogical knowledge, a 
person has to complete a postgraduate non-degree teacher training programme 
(supplementary study programme), amounting to a minimum of 60 credits in 
the European Credit Transfer and Accumulation System (ECTS). 

The study programmes are usually implemented in two cycles. All first-
cycle pedagogical study programmes give access to the second- and third-cycle 
study programmes and all second-cycle study programmes give access to third-

3 The Faculty of Education at the University of Ljubljana, Faculty of Education at the Uni‐
versity of Maribor, Faculty of Education at the University of Primorska. Teachers of the 
Slovenian language, foreign languages, geography, history and other social studies and hu‐
manities receive their educational qualification at the Faculty of Arts (University of Ljubl‐
jana, University of Maribor). Teachers of maths and physics may complete the study pro‐
grammes of the Faculty of Mathematics and Physics (University of Ljubljana, University of 
Primorska). Sports teachers receive their educational qualification at the Faculty of Sport 
of the University of Ljubljana, music teachers at one of the faculties of education, or at the 
Academy of Music. Teachers of art often come from arts academies and receive their peda‐
gogical-andragogic qualification at faculties of arts or education. The Faculty of Education at 
the University of Ljubljana implements first-cycle study programmes for specialist teachers 
of maths, computer science and natural science together with the Faculty of Mathematics 
and Physics, the Faculty of Natural Science and Engineering, the Faculty of Chemistry and 
Chemical Technology, as well as the Biotechnical Faculty. 

4 The Higher Education Act prescribes the general conditions for awarding degrees. The Pro‐
fessional and Academic Titles Act stipulates the general regulations for the composition of 
professional titles. By law, Slovenia does not translate the professional and academic titles, 
nor the titles of a professional qualification. 
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cycle study programmes. First-cycle pedagogical study programmes are 3- to 
4-year university study programmes. The second-cycle study programmes take 
1 to 2 years to complete. Study in both cycles takes 5 years altogether. There are 
also a few integrated pedagogical study programmes which take 5 years (e.g., 
a study programme for maths and physics teachers at the Faculty of Mathe‐
matics). Study programmes for teachers in primary education are integrated: 
professional, general and subject components are inseparably intermingled. 
Study programmes for teachers in lower secondary education and teachers of 
general subjects at upper secondary schools are concurrent: they can be semi-
integrated in the first cycle (hybrid) and modular in the second cycle. In the 
modular structure of the second-cycle study programme, students can study 
concurrently or consecutively. The standard pedagogical module comprises 
20% to 40% of practical-vocational and theoretical content (Eurydice, 2024a; 
Weilguny et al., 2022). 

Study programmes for candidate teachers in primary education take 5 years 
(300 ECTS credits): 4 years for the first-cycle degree and 1 year for the sec‐
ond-cycle degree. Students may study abroad in part. In the first cycle, sub‐
ject components and didactics relate to the education programme of primary 
education. The study includes pedagogical and psychological knowledge and 
theories, the philosophy and sociology of education, inclusive education, sub‐
ject-specific didactics, a foreign language, information and communications 
technology, a wide selection of elective subjects, as well as compulsory prac‐
tical training in primary education (15 ECTS credits). Upon completion of the 
first-cycle study programme Primary school teacher, graduates are awarded 
a degree with the professional title profesor / profesorica (UNI). In the second 
cycle of study programmes, students gain knowledge and skills for autonomous 
teaching of all subjects or subject fields in primary education, as well as for 
research in pedagogical practice. The study includes: learning about scientific 
methods of research, open to direct research of practices in primary education 
(12 ECTS credits). After completing the second-cycle study programme Primary 
school teacher, graduates are awarded the professional title magister profesor / 
magistrica profesorica (Eurydice, 2024a; Rules on educational qualification for 
teachers and other education staff in the basic school education programme, 
2022; Weilguny et al., 2022). 

Study programmes for subject specialist or two-subject specialist teachers 
are carried out in combination 3 + 2 and 4 + 1. Together, they take 5 years and 
are worth 300 credits. Part of a course can be taken abroad. Education study pro‐
grammes train two-subject specialist teachers of mathematics, physics, com‐
puter science, technical education, biology, chemistry and home economics and 
single-subject specialist teachers of fine arts and music. First-cycle degree study 
programmes consist of 25% specialist components (didactics, general subjects, 
6 credits of practical training). Upon completion of the first-cycle, two-subject 
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study programme Specialist teacher of two subjects, graduates are awarded a 
degree with the professional title profesor / profesorica (UNI). Graduates of the 
one-subject study programme Fine Art Pedagogy are awarded a degree with 
the professional title profesor / profesorica (UNI). Pedagogical subjects are also 
included in the second-cycle study programme where they intertwine with 
teaching practice research and theory. Generally, 25% to 40% of all subjects 
are devoted to the professional training of subject teachers. Upon completion 
of the second-cycle study programme Subject specialist teacher, graduates are 
awarded a degree with the professional title magister profesor / magistrica profe‐
sorica (one or two subjects) (Eurydice, 2024a; Rules on educational qualification 
for teachers and other education staff in the basic school education programme, 
2022; Weilguny et al., 2022). 

The second-cycle studies for specialist teachers at multi-disciplinary facul‐
ties are 2-year one- or two-discipline study programmes. They are worth 120 
ECTS credits, of which 60 to 90 ECTS credits are for profession-specific edu‐
cation including practical training at schools (3 weeks or 6 credits) (Eurydice, 
2024a; Rules on educational qualification for teachers and other education staff 
in the basic school education programme, 2022; Weilguny et al., 2022). 

Supplementary study programmes mostly last 1 year (up to 60 credits) and 
are not degree courses but professional qualifications. They are intended for 
graduates who need a qualification in education. A general pedagogical course 
is intended for basic and upper secondary school teacher candidates whose 
initial education did not include any pedagogical content. The special needs 
pedagogical course is intended for preschool teachers and teachers who wish 
to work with special needs children. The supplementary programme in librar‐
ianship allows basic and upper secondary school teachers to find employment 
as school librarians. Primary education teachers can attend supplementary 
courses for early foreign language education. All teachers can take a supple‐
mentary course to teach an additional (third) subject or to work in preschool 
education. Upon the completion of a pedagogical, pedagogic-andragogic or spe‐
cial teaching supplementary programme, graduates receive a certificate (Eury‐
dice, 2024a; Rules on educational qualification for teachers and other education 
staff in the basic school education programme, 2022; Weilguny et al., 2022). 

Admission Requirements

The admission procedure is the same for all students in which ever higher edu‐
cation institution or study programme in the first cycle they enrol (Higher Edu‐
cation Act, 1993). The following admission criteria apply to candidate students 
at the Faculty of Education: final examination (before 1995) general matura or 
vocational matura examination and additional subjects from one of the general 
matura subjects. If there is a cap on enrolment in first-cycle pedagogical study 
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programmes, candidates with the better overall outcome of the (vocational) 
matura, average marks in years 3 and 4 and in specific relevant subjects, as well 
as better results for aptitude tests (if relevant) have priority. Special conditions 
(learning outcomes in a specific subject, special aptitude, psycho-physiological 
ability) and criteria for candidate selection in case of a cap are specified in 
the study programme. The higher education institutions define the admission 
requirements already for the purpose of accreditation. A special aptitude test 
can be needed for admission in the study programmes of speech and language 
therapy and surdopedagogy, visual arts, music and physical education (Eury‐
dice, 2024a; Lunder Verlič & Javornik, 2022; Weilguny et al., 2022). 

Anyone who has completed a first-cycle programme in an appropriate pro‐
fessional area with 240 ECTS credits in total and proven their knowledge of En‐
glish is eligible to enrol in a second-cycle teacher programme. Candidates who 
have completed the first-cycle study programme in other fields must complete 
bridging study obligations or an extra year (60 ECTS credits). When enrolment 
is limited, candidates are selected according to their success rate in the previous 
study programme, diploma grade and a competitive examination (Lunder Verlič 
& Javornik, 2022). 

Entering the Profession (Subject-specific and Pedagogical Knowledge)

By law, the qualifications of teachers and preschool teachers mean that all 
teachers must have appropriate pedagogical training and completed the teach‐
ing certification examination. The same level of education and subject knowl‐
edge is required for teachers of children with special needs, although they 
must have relevant knowledge in special needs education and have completed 
the teaching certification examination (Rules on educational qualification for 
teachers and other education staff in the basic school education programme, 
2022). Rules on traineeship for professionals in education (2000) stipulate that, 
among others, traineeship plans must include content related to respect for 
human diversity and multiculturalism. 

In Slovenia, no other pathways to obtain a teaching profession are offered by 
an appropriate higher education study programme. The law permits exceptions 
in three cases: a) if it is not possible to obtain the required level of education 
in a certain field other experts can teach, however, they must have relevant ac‐
complishments in their profession (e.g., teacher of photography, ballet teacher); 
b) foreign guest teachers with lower qualifications can teach or assist in classes 
if they meet the requirements to work as teachers in their country of origin; 
and c) if kindergartens or schools cannot find a preschool teacher or teacher 
with appropriate qualifications, they can employ an individual who does not 
meet the qualification requirements, but for 1 year at most. It is typically more 
important for candidates to possess relevant subject knowledge, while profes‐
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sional knowledge is obtained in the first year of employment (Lunder Verlič & 
Javornik, 2022). 

Curricula and Syllabi

Pursuant to the Higher Education Act (1993), the curricula and syllabi of higher 
study programmes are within the autonomy of higher education institutions. 
They should be based on the knowledge and competencies of the graduates. 
All study programmes must be accredited by the National Quality Assurance 
Agency for Higher Education (2024). They need to meet the specified criteria 
for accreditation. The Criteria for the Accreditation of the Study Programmes 
for Teacher Education (2011) determined that education study programmes 
should integrate pedagogical sciences, disciplines in a particular field that are 
taught in schools, subject-specific didactics, and practical training (in-school 
placement). 5 The Criteria also include a list of general competencies that initial 
teacher education students must acquire, and among these some are at least 
implicitly related to SEDA competencies (e.g., effective communication with 
students; development of a community climate and good relationships among 
them; development of social skills, provision of a safe and supportive learning 
environment in which students feel accepted, in which diversity is respected 
and promoted, independence and responsibility, understanding and respect of 
students social, cultural, language, religious and other personal circumstances; 
and establishing cooperation and partnership with others (co-workers, society, 
parents, institutions). It can be argued that these are mostly linked to relation‐
ships with students. 

While the structure and curricula of pedagogical study programmes among 
different higher education institutions vary, they have the same structure at 
the respective higher education institutions. The curricula of pedagogical study 
programmes at the largest faculty of education, which is a member of the Uni‐
versity of Ljubljana, are divided into four basic groups: 1) compulsory general 
or basic pedagogical subjects; 2) compulsory professional subjects from the fol‐
lowing areas: a) pre-school education; b) primary level of basic school; c) one or 
two general school subjects on the secondary level of basic school; 3) elective 
subjects (general and professional); and 4) intensive practical training in the 
first cycle and the master’s thesis in the second cycle. Compulsory general or 
basic pedagogical subjects include didactics with practical training, develop‐
mental psychology with practical training, a foreign language with pedagogical 
terminology, information and communication technology in education, theory 

5 The criteria for the accreditation of teacher education study programmes (2011) no longer 
applied in 2018, although the Ministry of Education still uses them as a guide while providing 
its opinions. A new act is currently being prepared. 
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of education, pedagogical methodology, educational psychology with practical 
training, team work in education, inclusive education, philosophy of education, 
and sociology of education. SEDA competencies are involved in different sub‐
jects with a special emphasis on didactics with practical training, developmen‐
tal psychology with practical training, educational psychology with practical 
training, inclusive education, sociology of education and some elective subjects. 

For example, in the educational psychology subject, students are systemat‐
ically guided to become aware of their emotions and their character strengths 
in the teaching process (Gradišek, 2012). In the teamwork in education subject, 
students systematically acquire knowledge about the psychological dimensions 
of teamwork (e.g. trust, assertive communication, empathy, professional reflec‐
tion) (Polak, 2023). In developmental psychology with practical training sub‐
ject, students systematically develop their emotional self-regulation (Smrtnik 
Vitulić & Prosen, 2015). In the social pedagogy study field, the psychosocial 
skills subject aims to develop students’ emotional competencies systematically 
(Polak et al., 2015). Candidate preschool and primary school teachers take com‐
pulsory subjects together with didactic methodology and have 10 weeks of 
intensive practical training in a kindergarten or school. Subject specialists take 
subject contents and didactic methodology separately. They have less didactics, 
as well as less practical training (6 weeks) (Faculty of Education, University of 
Ljubljana, 2024a). 

The curriculum of the 1-year, second-cycle programme Teaching at the 
Faculty of Education of the University of Ljubljana comprises general mod‐
ules (compulsory and elective), professional modules, elective modules and a 
master’s thesis. The compulsory part includes research methodology and ap‐
plied research of teaching practice. Intercultural education, the methodology 
of teaching mixed-level classes, teaching students with learning difficulties 
and team work and supervision are some of the core pedagogical subjects and 
didactics that systematically contribute to the students’ SEDA competencies 
development. Many subjects with such syllabi are elective (Faculty of Educa‐
tion, University of Ljubljana, 2024a). The Faculty of Education also has a psy‐
cho-social counseling center, which contributes significantly to protecting the 
mental health and well-being of students and employees (Faculty of Education, 
University of Ljubljana, 2024b). 

Students who study at multi-disciplinary faculties select a pedagogical or 
non-pedagogical branch of study or module. Second-cycle degrees at multi-dis‐
ciplinary faculties take 2 years to complete (120 ECTS credits). The pedagogical 
branch of study includes pedagogical subjects (60 ECTS credits) concurrent 
with studying one or two subjects. Pedagogical subjects include pedagogics 
and andragogics, pedagogical and developmental psychology, general didactics 
and subject-specific didactics, along with practical training (Lunder Verlič & 
Javornik, 2022). 
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The pedagogical supplementary study programme is intended for graduates 
of non-pedagogical areas and can be taken after completing a first- or second-
cycle degree. The programme comprises pedagogics, theory of education and 
andragogy, general didactics, practical training, elective subjects (including 
teaching students with learning difficulties, learning process research and sim‐
ilar) and an applied master’s thesis containing a theoretical and a practical part 
(Lunder Verlič & Javornik, 2022). 

Continuous Professional Development

The right and duty of preschool teachers and teachers to continuous profes‐
sional development is specified by the Organisation and Financing of Educa‐
tion Act (2007) and the Collective Agreement for the Education Sector in the 
Republic of Slovenia (1994), as well as relevant rules. The collective agreement 
specifies the right of educational staff to up to 5 days of in-service training 
per year or 15 days over 3 years. The ministry responsible for education opens 
invitations for in-service training for pedagogical staff and co-finances it. The 
aim is to provide the professional development of educational staff, the devel‐
opment of public kindergartens and schools, as well as the development of the 
system as a whole, and thereby to improve its effectiveness and quality. 

The Rules on the selection and co-funding of continuing education and 
training programmes for educational staff (2017) issued by the minister respon‐
sible for education prescribe the organisation and financing of the programmes, 
decision-making bodies and their responsibilities, as well as the awarding and 
recognition of points for the career advancement of preschool teachers and 
teachers. 

The Rules list two types of continuous professional development pro‐
grammes. The first are further education programmes (for the improvement 
of education), which build upon, deepen and extend the education acquired in 
a degree programme or in an educational programme and are established by 
law or by-laws as an educational requirement for the performance of the ed‐
ucational work of particular professional staff. Further education programmes 
include: a) publicly valid study programmes for further education under the law 
governing higher education; b) further education programmes under the law 
governing the organisation and financing of education; and c) the programme 
for education and training for the principalship examination, under the law 
governing the organisation and financing of education and training. The con‐
tinuous professional development programmes qualify preschool teachers and 
teachers for different positions, for teaching a new subject or a subject on a 
higher level. Providers of these programmes are higher education institutions 
that have developed and implemented the programmes according to the rules 
of higher education. The law also prescribes a programme for head teachers – 
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it is compulsory for all who wish to apply for the position of head teacher. It is 
implemented by the National School for Leadership in Education (Rules on the 
Selection and Co-funding of continuing education and training programmes for 
educational staff, 2017). 

The second are career development programmes (shorter in duration) that 
enable the continuous professional development of professional staff, train‐
ing for the implementation of new publicly valid education programmes and 
achievement of the objectives of new curricula or catalogues of knowledge 
and examination catalogues, the continuous updating of disciplinary, profes‐
sional and professional knowledge, and familiarisation with effective educa‐
tional practices and successful approaches for the professional management of 
the educational process and to increase its effectiveness. Career development 
programmes include: a) professional training programmes; b) thematic confer‐
ences; c) part-time programmes; d) project programmes; e) programmes of pub‐
lic institutions; and f) programmes of higher education institutions (Rules on 
the selection and co-funding of continuing education and training programmes 
for educational staff, 2017), 

Organisation-wise, every year the ministry responsible for education an‐
nounces a public call for proposals and the co-financing of continuous de‐
velopment programmes. The ministry outlines the priority topics and fields. 
The Council of Experts for General Education defines priority themes on the 
recommendation of the ministry and in cooperation with the development and 
counselling institutes. The programmes are then selected by the tender com‐
mission and approved with a decision by the minister. The state has set up a 
network of continuous professional development providers and programmes 
on offer. 

Kindergartens and schools plan the continuous professional development of 
their educational staff in the annual work plan. Since continuous professional 
development is the right and obligation of educational staff, preschool teachers 
and other teachers are entitled to paid study leave (during their regular work) 
while their travel costs and participation fees are reimbursed. For this purpose, 
the state and municipalities provide funds to cover the material costs of partic‐
ipation. 

It is up to preschool teachers and teachers to decide on the training pro‐
grammes they want to take. The training for changes of major curricular or 
other reforms is either compulsory or recommended, and also awarded with 
points (for promotion). 

The Ministry of Education has been surveying the realisation and efficiency 
of the system. It carries out periodic evaluations of continuous professional 
development programmes. 

There are various incentives and measures in place to centrally support 
the continuous professional development of preschool teachers and teachers: 
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Among them, teachers receive points for participating in programmes of con‐
tinuous professional development that count towards their promotion to titles. 
This acts as further motivation for educational staff to pursue training. 

In this framework, various continuous professional development pro‐
grammes are also provided to enhance teachers’ SEDA competencies. The aim 
is to extend the knowledge and skills of teachers with topics that promote com‐
petencies for a culture of coexistence in the classroom, school life and outside 
school. The focus is on exploring coexistence in the light of the development of 
creativity, innovation, volunteering, tolerance of cultural diversity and creating 
a relaxed, cooperative working environment in the classroom with activities on 
the school and local level and in international projects. 

In 2021, 136 programmes were published in the KATIS catalogue that at 
least implicitly addressed the social-emotional competencies of teachers. They 
were implemented by 52 different providers, with EUR 91,000 being allocated 
to funding them. Section 5 of the Catalogue was dedicated to social-emotional 
competencies and well-being in education and empowering professionals to 
deal with mental health issues. The programmes on offer covered topics such 
as mental health and digital addiction, coaching and mediation for children and 
adults, conflict-solving strategies and the basics of mediation, developing skills 
for cohesive communication with children and adults, emotional intelligence, 
empathy and compassionate communication, stress management for teaching 
staff, mindfulness at school, reducing stress, distress and congestion in the 
school environment, and teachers’ self-care. 

In 2021, 53 programmes dealing with teachers’ career planning and manage‐
ment were published, as run by 24 different providers, with EUR 30,000 being 
allocated to funding them (Ministry of Education, Science and Sport, 2021). 

Despite several opportunities for teachers to develop their SEDA competen‐
cies, they are mostly provided on a short-term basis. The quality of providers 
and courses is not systematically evaluated. 

Other Projects and Activities

In previous years, one of the most pressing themes or needs in schools was 
emotional and social literacy and the management of unwanted behaviour. The 
National Institute of Education (2024a) addresses these challenges through ac‐
tivities for a safe and supportive learning environment, the overarching theme 
under which the following topics are addressed: a) mental health and support 
for mental distress; b) well-being and a supportive school climate; c) peer vi‐
olence and prevention activities; d) strengthening empathy; e) integration of 
immigrants and children and adolescents with temporary protection; and f) 
working with parents. The challenges in these fields are addressed by: a) KATIS 
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seminars, which reached over 1,000 teaching staff in the 2020/2021 school year 
and were also conducted in the ensuing years; b) the development task “Qual‐
ity relationships, well-being – the path to learning engagement and success”, 
running since the 2018/2019 school year, which focuses on both the didactic 
(e.g., formative monitoring and learning environments for the 21st century) 
and psychosocial aspects and was launched in 60 educational institutions in 
the 2020/2021 school year; and c) offering video packages based on KATIS sem‐
inars, which schools can access after logging into the online classroom. 

Considerable attention in the framework of the European Social Fund 
projects in the period 2016–2021 was also paid to teachers’ diversity awareness. 
The aim of “The Challenges of Intercultural Coexistence project” (Koper Pri‐
mary School, 2024) was to contribute to the development of values of intercul‐
turalism and to improve the professional competencies of school leaders, teach‐
ers and other professional staff in education for the more successful integration 
of immigrant children with a different linguistic and cultural background into 
Slovenia’s education system by providing appropriate training. Funding of EUR 
3 million was dedicated to implementing the project in which 6,000 professional 
staff attended the training. With similar aims, the project “Only with others 
we are” provided seminars to professional staff in education on the following 
topics: a) living diversity: integration of immigrants, Slovenian and intercul‐
tural dialogue; b) challenges of contemporary society and school; c) intercul‐
tural relations and integration; d) zero tolerance for violence: challenges and 
problems; and e) respectful communication and conflict resolution. Funding of 
EUR 10 million was reserved for the project implementation in which 10,000 
professional staff attended the training. 

Another European Social Fund project in Slovenia in the period 2016–2020, 
which at least implicitly addressed teachers’ SEDA competencies, involves 
strengthening the competencies of professionals in the management of innova‐
tive educational institutions (National Education Institute, 2024). Trainings for 
school leaders were, among other fields, conducted in the field of promoting 
preventive activities in mental and physical health and social and emotional 
learning. 

Evidence-based Policies

In Slovenia, teachers’ SEDA competencies and well-being are not systemati‐
cally monitored. The Law on the Organisation and Financing of Education and 
Training (2017) stipulates that the head teacher is responsible for quality assur‐
ance and quality assessment through self-evaluation and the preparation of an 
annual self-evaluation report for the school or kindergarten. Mandatory areas 
of monitoring are not defined. 



134 Urška Štremfel et al. 

The Ministry of Education, Science and Sport (2017) prepared the National 
Framework for Quality Assessment and Quality Assurance in the Field of Edu‐
cation and Training intending to define a common (more uniform) concept of 
quality assessment and quality assurance on the level of educational organi‐
sations (kindergarten, primary and secondary school levels) and evaluation of 
the education system. The model of quality identification and assurance in the 
field of education has been tested on the level of educational organisations since 
January 2016 in the course of the programme “Establishment, completion and 
pilot testing of the model of quality identification and assurance in the field of 
education” (2016–2019) (National School of Leadership in Education, 2021). 

Within the framework of this programme, the collection of standards and 
indicators of quality in kindergartens and schools was developed. The collec‐
tion proposes mandatory monitoring of the following areas of learning and 
teaching: a) pupils’ learning achievements and children’s development and 
learning achievements; b) teachers’ professional learning and performance; and 
c) a safe and stimulating learning environment. The standards and indicators in 
the Quality Compendium within the domains represent the basic orientations 
of quality in schools, giving principals, quality teams, teachers and other stake‐
holders a contextual framework and tools to improve the quality of schools 
(National School of Leadership in Education, 2021). In 2024, the framework 
is still in the developmental phase, and activities for its implementation are 
continuing at the system level. 

Policy-research Evidence

In Slovenia, the TALIS 2018 results (OECD, 2019, 2020) were considered by 
the Ministry of Education while assessing the current state and planning the 
further development of teachers’ professional development. The proportion of 
Slovenian teachers who responded that their school has developed a culture 
of collaboration, reflected in mutual support, was above the OECD average, 
whereas the proportion who said they can rely on each other is average com‐
pared to other countries. Teachers mostly agree with their principals that they 
can participate in decision-making processes at school. In general, large pro‐
portions of teachers perceive that the feedback they receive on their teaching 
from different sources has a positive effect on the quality of their teaching, 
with more teachers perceiving these effects in their subject teaching and fewer 
in teaching in specific, e.g., multicultural and multilingual, contexts. Perceived 
good relationships with other teachers in the school have a positive effect on 
teachers’ reporting that feedback on their teaching has contributed to improv‐
ing it, including gender, age, work experience and type of employment. 
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About half the Slovenian teachers reported having experienced a lot or quite 
a lot of stress at work. This share is in line with the OECD average, but higher-
than-average shares of Slovenian teachers and head teachers reported too much 
administrative work as a significant stress factor. 

The TALIS data also suggested that greater attention needs to be paid to 
the reputation of the teaching profession, as Slovenian teachers perceive it to 
be low. Just 6% of Slovenian teachers consider their profession to be valued 
in society, compared to the OECD average of 26% . At the same time, only 3% 
of teachers feel that their views and opinions are valued by policymakers (the 
OECD average is 14% ). 

National research in the field of teachers’ SEDA competencies has grown 
only in the last few years. The study by Dolenc (2023) conducted on a sample 
of 194 Slovenian teachers (grades 1–5) employed in primary schools “provides 
evidence that resilience and mindfulness significantly contribute to the predic‐
tion of burnout among Slovenian primary school teachers. The results point 
to the importance of including these psychological factors in stress / burnout 
prevention programmes in teacher education”. 

Vršnik Perše et al. (2020) researched the predictive value of teachers’ social, 
emotional and intercultural competencies for teachers’ satisfaction with their 
work. The overall model, with all predictors of emotional, social and intercul‐
tural competencies included, explains 34% of the variance in teachers’ job satis‐
faction, with the strongest predictor being relational skills. The authors argue 
this justifies the importance of developing these competencies throughout the 
professional development of teachers in Slovenia. 

Košir et al. (2020) considered a sample of 344 teachers from 22 Slovenian 
primary schools and demonstrated that in order to foster teachers’ working 
engagement the absence of (too) high stressors in the work environments (i.e., 
work demands) is not enough and that other aspects of the work environment 
which constitute work resources (autonomy, deep emotional labour) must be 
strengthened. 

Based on a review of scientific discussions on the importance of teachers’ 
social and emotional competencies, Šepič (2023) concludes that these compe‐
tencies should be developed systematically on the national level and that teach‐
ers should be given opportunities to develop them in the initial and continuous 
professional development. 

Following an extensive review of international scientific findings, Bogdan 
Zupančič and Gavriloski Tretjak (2023) proposed a framework of factors that 
should be considered and adapted while developing national policies for ad‐
dressing the teacher shortages in Slovenia. This framework entails micro-level 
factors (individual teachers’ needs), meso-level factors (investing in support 
systems, cooperation and communication; organisational changes to work‐
places and working conditions; adjustments and changes to learning and work‐
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ing processes) and macro-level factors (developing and implementing policies 
that promote the long-term sustainability of the profession, including adjust‐
ments in teachers’ career trajectories and support for their continuous profes‐
sional development). 

Other research shows that teachers’ professional development in Slovenia 
is largely missing good quality systematic solutions, especially for early-career 
teachers (Pavlin, 2020) and that major challenges for the future development 
in the field of teacher education in Slovenia include the preparation of future 
teachers for work with a culturally heterogenous population and the organisa‐
tion of practical training in initial teacher education (Jeznik & Ermenc, 2019). 
The need to strengthen teachers’ intercultural competencies in Slovenia also 
confirms the PISA 2018 results, showing that Slovenian 15-year-olds on aver‐
age reported more teacher discrimination towards students from other cultures 
than their peers from OECD countries (e.g., Šterman Ivančič & Štremfel, 2023). 

Ongoing Policy Debates

Curricula Renewal

The ministry responsible for education started a multi-year modernisation of 
education programmes in February 2021. Under a decision of the minister, the 
National Education Institute is tasked with developing background material for 
the modernisation of education programmes in primary, lower secondary and 
upper secondary general education, background material for the modernisation 
of knowledge catalogues for general education subjects in upper secondary vo‐
cational and technical education, and short upper secondary vocational educa‐
tion, as well as background material for the modernisation of the Kindergarten 
Curriculum. The National Education Institute has to relate the background ma‐
terial to the current analysis of subject-curricula in primary, lower secondary 
and upper secondary general education, the findings of the pilot projects car‐
ried out along with development projects and activities, as well as concepts 
developed parallel to this. The process of developing the background material 
must be in line with the strategic goals and policies of the national recovery 
plan that in particular seeks to improve the digital competencies and sustain‐
able development competencies (including social emotional and intercultural 
competencies) in primary, lower secondary and upper secondary general ed‐
ucation, as well as other important strategic development documents of the 
Republic of Slovenia. 

The Framework for Curriculum Renewal in Primary and Lower Secondary 
Education (National Education Institute, 2022) sets out the need for Common 
Goals and their integration into curricula and skills catalogues (National Edu‐
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cation Institute, 2023). It is intended to realise common goals by linking them 
to the subject objectives. In this way, it is anticipated that they will be achieved 
by students in different subjects during primary and secondary education ver‐
tical. These five goals are: a) language, citizenship, culture and arts; b) sus‐
tainable development; c) health and well-being; d) digital competence; and e) 
entrepreneurship. In the framework of health and well-being, the holistic de‐
velopment of students is emphasised. It is noted that teachers should be at‐
tentive to their role in promoting holistic (mental, physical, social) well-being 
and be aware of how they can contribute to this in an informed, reflective and 
systematic way. It is also noted that the key to such relational competence is 
the teacher’s willingness to develop a relational and reflective exploration of 
their own teaching practice (National Education Institute, 2023). 

National Education Programme 2023–2033

In December 2022, the minister responsible for education appointed a working 
group to prepare the National Education Programme for the period 2023–2033. 
The Working Group presently contains 56 experts from the field of education 
who are members of an umbrella group and 6 working sub-groups. A total of 21 
meetings of the umbrella group, 125 meetings of the sub-groups, and 14 meet‐
ings of the sub-group leaders’ coordination meetings were held. The Working 
Group also organised seven public hearings and, following an invitation from 
the Education, Science and Youth Committee of the National Assembly, partic‐
ipated in a public hearing on the future of the Slovenian education system in 
the National Assembly. 

In January 2024, the Working Group published a draft National Education 
Programme for the period 2023–2033. It identified six priority areas for the fur‐
ther development of education: a) social development and the role of education; 
b) providing a safe and supportive environment for the optimal personal devel‐
opment of individuals; c) teaching, learning, monitoring progress, assessment 
and evaluation; d) professional and career development of education and train‐
ing staff; e) a quality assessment and assurance system; f) a system of education 
and training. 

Teachers’ SEDA competencies are the most comprehensively addressed in 
the framework of priority area 2: providing a safe and supportive environment 
for the personal development of the individual. As part of strategic objective 
2.1, which addresses support for the psychological development of children 
and adolescents, sub-objective 1 is particularly related to strengthening the 
relational competencies of professional and leading staff. It is pointed out that 
relationally competent professionals and school leaders are vital for strength‐
ening systematic support for the educational functioning of educational in‐
stitutions, making it essential to put support mechanisms in place to bolster 
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their relational competence. This is important for their own job satisfaction and 
effectiveness, to protect them from stress and burnout, and for professionally 
appropriate educational action, which is a precondition for a constructive, sup‐
portive and inclusive relationship with students, and for managing groups or 
departments in a way that supports an inclusive social climate. The relational 
competence of professionals and school leaders can be adequately developed 
by supporting their emotional and social competencies in a safe and supportive 
working environment (Ministry of Education, 2024a). 

In priority area 4, which relates to the professional and career development 
of education and training staff, in the area of initial professional development 
the stated goal is to provide financial support for the ongoing and systematic 
updating of pedagogical studies programmes that enable professionals in edu‐
cation to acquire appropriate competencies to effectively meet the contempo‐
rary challenges of education and training (subject-specific competencies, crit‐
ical reflection competence, relational competence, support for emotional and 
social learning . . . ). In the field of continuous professional development, one of 
the goals is to provide a supportive and stimulating working environment for 
professional and managerial staff, including by offering continuing education 
and training designed to ensure the well-being of the individual (Ministry of 
Education, 2024a). 

Parallel to the development of the National Education Programme (2023–
2033), the Partnership for Quality and Equity in Education in the Republic of 
Slovenia presented a recommendation for a new social contract for education 
(Trade Union of Education, Science and Culture of Slovenia, 2024). In the docu‐
ment, which relates to the proposals and views on certain conceptual issues in 
the field of education and the professional development of professional staff 
in Slovenia, the section Proposals and views on some conceptual issues in 
the field of education and professional development of Slovenian education 
professional staff exposes the importance of teachers and other professional 
staff in education being self-reliant autonomous personalities with developed 
character strengths. The authors (Polak et al., 2024) point out that teachers and 
other professionals are key actors in providing a safe and supportive learning 
environment and that, on top of their general and specific professional compe‐
tencies, their personal qualities, communication and other social skills, referred 
to as relational competencies are important as well. 

Other Ongoing Debates

A considerable shortage of qualified teachers, especially in certain areas like 
mathematics or foreign languages, was evident in Slovenia before 2000, yet 
after that year the shortage of teachers gradually eased (World Bank, 2015). 
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In recent years, Slovenia has faced challenges recruiting qualified teachers and 
maintaining the attractiveness of the teaching profession. Although no compre‐
hensive dataset on teacher shortages is centrally available, it is estimated that 
a shortfall of qualified teachers is expected in the coming years, notably in the 
science, engineering, technology and mathematics subjects. To address these 
challenges, an amendment to the Organisation and Financing of Education Act 
was accepted in July 2023. It simplifies the procedures for hiring teachers and 
enables people without teaching qualifications to be hired under certain condi‐
tions. Individuals without professional pedagogical education can be employed 
as teachers for 2 years, but they must gain it at the university level within 3 
years of the start of employment to qualify for a long-term employment con‐
tract. 

As regards working conditions and teachers’ salaries, intensive salary ne‐
gotiations have been underway between the government and trade unions. In 
April 2023, the salaries of most public sector employees, including teachers, 
increased by one salary grade (around 4% ) while negotiations on a new pay 
system are continuing. In September 2023, an amendment to the Organisa‐
tion and Financing of Education Act was accepted to improve the system of 
professional development of teachers and other educational staff. A new title 
of professional promotion (senior teachers) was introduced, which allows the 
most experienced teachers to receive higher salaries. The challenges of teacher 
shortages were also comprehensively addressed when preparing the National 
Education Programme 2023–2033 (Ministry of Education, 2024a, b). 

To help future professionals in education acquire new competencies, includ‐
ing digital and sustainable development competencies, the Ministry of Educa‐
tion dedicated sources of the Recovery and Resilience Plan (Government of the 
Republic of Slovenia, 2021). In the framework of teachers’ initial professional 
development, the Ministry of Education plans to develop a proposal for updated 
pedagogical study programmes, which will be tested and evaluated in at least 92 
pilots (European Commission, 2023). With respect to continuous professional 
development, the Ministry of Education launched a call for project proposals 
to implement large-scale training for education professionals in digital skills 
and competencies for environmental sustainability and financial literacy (EUR 
17.58 million), aiming to train up to 20,000 teachers and head teachers by June 
2026 (Ministry of Education, 2023). 

Conclusions

Based on the review presented in the chapter, one may argue that several on‐
going activities that are closely related to the teachers’ SEDA competencies are 
being implemented in Slovenia. Although these activities are performed as part 
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of initial teacher education (for obtaining competencies to teach social, inter‐
cultural, and emotional content or work with students), less attention is paid 
to the development of teachers’ own SEDA competencies. In the framework 
of continuous professional development, considerable attention is devoted to 
activities linked to realising a safe and supportive learning environment. How‐
ever, these are mainly short-term programmes, which teachers voluntarily at‐
tend and, once again, are largely focused on developing students’ – not teach‐
ers’ – SEDA competencies. The insight arising from international and national 
research shows that despite several activities being implemented, teachers’ own 
SEDA competencies remain one of the biggest challenges of the education sys‐
tem in Slovenia. The need for systemic support of the field is recognised in 
ongoing reforms (e.g., preparation of the National Education Programme 2023–
2033). Nevertheless, at the moment it remains unclear how attainment of the 
new strategic goals is to be monitored and measured. 
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(2022). Izhodišča za prenovo učnih načrtov v osnovni šoli in gimnaziji [The Frame‐

https://www.gov.si/assets/ministrstva/MVI/Dokumenti/Razvoj-solstva/DS-NPVI/Nacionalni-program/Osnutek-predloga-Nacionalnega-programa-vzgoje-in-izobrazevanja-2023-2033.pdf
https://www.gov.si/novice/2023-09-25-pomanjkanje-uciteljev-osrednja-tema-13-seje-delovne-skupine/
http://www.mizs.gov.si/si/delovna_podrocja/urad_za_razvoj_in_kakovost_izobrazevanja/sektor_za_razvoj_izobrazevanja/ugotavljanje_in_zagotavljanje_kakovosti_v_vzgoji_in_izobrazevanju/
https://paka3.mss.edus.si/Katis/Katalogi/KATALOG2122.pdf
https://www.gov.si/assets/ministrstva/MVI/Dokumenti/Novice/2022/Solsko-leto-2022_23-v-stevilkah.pdf


Perspectives from Slovenia 143 

work for Curriculum Renewal in Primary and Lower Secondary Education]. 
https://www.zrss.si/pdf/izhodisca_za_prenovo_UN.pdf 

National Education Institute Slovenia [Zavod Republike Slovenije za šolstvo] 
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Chapter 7 
Perspectives from Sweden 

Nina Eliasson 1 & Helene Dahlström1 

Abstract

The chapter describes Swedish legal texts that regulate parts of the country’s school 
system, initial teacher training and teacher in-service training to provide the back‐
ground for understanding the opportunities available to teachers to strengthen their 
personal social and emotional competencies and diversity awareness. Some relevant 
research is also presented, despite being limited in this area. Teachers’ opportunity 
for in service-training is further described as being strongly focused on learning other 
than teachers’ own personal competence development. It is concluded that no formal 
requirements exist for teachers to possess social and emotional competencies and di‐
versity awareness themselves, even though to some extent the teacher training includes 
content from this field. When in-service training for teachers is given, research shows 
the participants largely see it as deficient. We establish that Swedish teachers’ own 
well-being or career development is rarely the focus in policy documents, teacher in-
service-training, or research. 
Keywords: Social and Emotional Competencies, Diversity Awareness, Initial Profes‐
sional Development, Continuous Professional Development, Sweden 

Introduction

To understand the national policies in place for supporting teachers’ social 
and emotional competencies and diversity awareness (SEDA competencies) in 
Sweden, it is first necessary to briefly describe the country’s education system, 
teacher training system, and teacher in-service training. 

The Swedish Education System

The country’s education system changed from centralised control to being 
highly decentralised during the 1990s (Sveriges riksdag, 1989). The compulsory 

1 Mid Sweden University 
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school includes 10 years from the year students turn 6. The education system is 
very decentralised, with the parliament (the Riksdag) and government defining 
the national curriculum while central authorities, municipalities, and various 
institutions ensure that educational activities are implemented in line with the 
legislative framework. A major part of school budgets is funded by municipal‐
ities (Kelly et al., 2020). 

The Swedish National Agency for Education monitors and supports the local 
development of school quality. The agency’s mission may be summarised as 
entailing: drawing up goals and knowledge requirements; providing support 
for the development of preschools and schools; developing, and disseminating 
new knowledge to benefit target groups; and communicating for the purpose 
of improvement. The Swedish Schools Inspectorate provides supervision while 
the National Agency for Special Needs Education and Schools coordinates gov‐
ernment support for special needs education (Kelly et al., 2020). 

Independent (private) schools must be approved by the Swedish Schools In‐
spectorate (Education Act, SFS 2010:800). Such schools receive municipal grants 
based on the number of students enrolled per academic year, and can generate 
a profit. This makes Sweden the only country in the world which uses common 
tax money to pay for both municipal schools and independent schools (Wolo‐
darski, 2022). As described by the Swedish Association of Local Authorities and 
Regions (2023), the general government grants the municipalities receive are 
not intended for any specific activities but, like tax revenues, are subject to 
the political priorities in each municipality. This means individual municipali‐
ties decide on how much of the general government grants is allocated to the 
school system (Swedish Association of Local Authorities and Regions, 2023). 
The financial conditions for different schools can accordingly vary. Targeted 
government grants, on the other hand, are intended to finance a specific pur‐
pose or mission and must be used for that. Grants of this nature that currently 
exist are career positions for teachers, staff reinforcements in student health 
and schooling for ‘undocumented children’. Municipalities apply for these and 
other targeted government grants in the school area with the Swedish National 
Agency for Education, depending on which area each municipality finds im‐
portant to invest in. However, an examination shows that not all municipal‐
ities apply for these grants. Some reasons for this are that they disadvantage 
municipalities with modest administrative resources to apply for the grants 
and the lack of co-financing resources in the form of teachers’ working hours 
(Swedish National Audit Office, 2014). The extent of the teacher shortage in 
Sweden is today estimated at around 22,000 teachers (Swedish National Agency 
for Education, 2019a), which limits the ability to choose which teachers can 
be employed. One may assume that teachers’ SEDA competencies are given 
low priority when schools are under financial, administrative or other kind 
pressure. 
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Policy Documents Regulating School Activities and Teacher 
Education in the Area of SEDA Competencies

No Swedish policy document explicitly mentions social and emotional compe‐
tencies and diversity awareness (SEDA competencies). Yet, the Swedish Dis‐
crimination Act (SFS, 2008:567) is mandatory and seeks to combat discrimina‐
tion and in other ways promote equal rights and opportunities regardless of sex, 
transgender identity or expression, ethnicity, religion or other belief, disability, 
sexual orientation, or age. This act overrides all other national, regional and 
local policies concerning discrimination in Sweden. The main legal documents 
for the Swedish compulsory school are the Education Act (SFS 2010:800) and 
the National Curriculum (Swedish National Agency for Education, 2023a). We 
can find similar wording in the Swedish Discrimination Act and in all policy 
documents regarding the country’s school system and teacher education. For 
example, the Educational Act states that education must “convey and anchor 
respect for human rights” (SFS 2010:800, section 4). The documents also provide 
that “Education shall convey and firmly establish respect for the human rights 
and basic democratic values on which Swedish society rests” (SFS 2010:800, 
section 4). The inviolability of human life, individual freedom and integrity, 
the equal value of all people, equality between women and men, and solidarity 
with the weak and vulnerable are the values the school should represent and 
impart. 

To exemplify what is meant by education on democratic grounds and re‐
spect for human rights, we present some arguments offered by the Swedish 
Council of Higher Education (2019) in a report based on the Swedish syllabus 
with a view to supporting schools in their work with diversity. They highlight 
the importance of developing the ability to empathise with the conditions and 
values of others. The school is a social and cultural meeting place linked with 
both an opportunity and a responsibility to enhance the mentioned ability in 
everyone working there. Further, it is stated that everyone working in the 
school must uphold the fundamental values stated in the Education Act and 
the curriculum while distancing themselves from anything that contradicts 
them. For teachers, this means that they are expected to clarify and discuss with 
pupils the basic values of Swedish society and their consequences for personal 
behaviour, and pay attention and, in consultation with other school staff, take 
the measures required to prevent and counteract all forms of discrimination and 
offence. For students, this means students should be able to empathise with and 
understand the situation of other people, develop a willingness to act in their 
best interests, and interact in meetings with other people based on knowledge 
of similarities and differences in living conditions, culture, religion and history. 

What is mostly apparent in the legal documents concerns what should be 
included in the school’s activities and teaching, yet it is unclear whether the 
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teacher and other school staff are expected to possess SEDA competencies on 
their own or how they can strengthen them. 

Initial Teacher Training

There are two different teacher qualifications for compulsory school, primary 
teacher (grades 0–3 and 4–6) and subject teacher (grades 7–9) and 25 dif‐
ferent universities and university colleges have the right to examine at least 
one of these forms (Swedish Higher Education Authority, 2023). Since 1 De‐
cember 2013, a professional certification is required for school and pre-school 
teachers on permanent contracts (Swedish Institute, 2023). The decision was 
aimed at raising the status of the teaching profession, support professional 
development, and to thereby increase quality in education. The number of 
teachers working in primary schools in the 2022/2023 academic year was ap‐
proximately 91,000 and the proportion of qualified teachers was 71% (Swedish 
National Agency for Education, 2023b) and permanent employment is frequent, 
88% of lower secondary teachers compared to the European Union (EU-22) av‐
erage of 80% (European Commission, 2023a). 

To be admitted to a teacher training programme, basic qualifications from 
upper secondary school or equivalent are needed. No requirements are explic‐
itly related to SEDA competencies. Who is given a place at a particular teacher 
training programme is decided in a selection process whereby applicants with 
the best grades from upper secondary school are admitted. Special qualifica‐
tions are also needed in certain teacher training programmes for subjects like 
art and music. The content of teacher education is regulated by the govern‐
ing documents of compulsory schools and the Higher Education Ordinance 
(1993:100). 

There are no aptitude tests on SEDA competencies for individuals applying 
for teacher training. During teacher training, the Educational Science Core, 
which is mandatory in all teacher education, provides all teacher students 
with a common knowledge base that includes the foundations of democracy 
and human rights and social relationships, conflict management and leadership 
(Regulation on training for teachers and pre-school teachers, SFS 2021:1335). 
The core consists of 60 European Credit Transfer and Accumulation System 
(ECTS) credits. Some objectives associated with Social and Emotional compe‐
tencies that must be met by students to pass the exam are exemplified here by 
a syllabus from a teacher training programme at Uppsala University. Teacher 
students must: 
– convey and anchor the democratic values and value base of society; 
– show self-awareness and empathy; 
– have a professional approach to children, students and their caregivers; and 
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– demonstrate the ability to convey, anchor and apply existing regulations 
aimed at preventing and counteracting discrimination and other abusive 
treatment of children and students (Uppsala University, 2017). 

Higher education institutions that provide teacher training are free in design‐
ing the teaching so long as the requirements concerned with content and qual‐
ity are met. This indicates that Swedish teacher training provides opportunities 
to develop SEDA competencies through Education Science Core. Nonetheless, 
when teachers participating in the HAND in HAND: Empowering Teachers 
Across Europe to Deal with Social, Emotional and Diversity-Related Career 
Challenges project (HAND:ET project) were asked whether they had an op‐
portunity to develop SEDA competencies in their initial teacher training, 64% 
strongly disagreed or disagreed (Štremfel, 2024). Aspelin (2019) argues that the 
core of most curricula for teacher training consists of subject knowledge and 
didactic competence and that many educators would probably say that socio-
emotional competence is implicit in the educational processes and that it will 
develop by itself alongside other competencies. 

Teacher students have the right to continue their studies as long as they 
can complete and pass the various courses included in a teacher training pro‐
gramme. If a student is deemed unsuitable as a future teacher during their 
teacher training, yet has not broken any rules, the student can only be rec‐
ommended to terminate their education. 

Teacher In-service Training

The school principal is responsible for the school’s quality and results, and the 
school budget (Swedish National Agency for Education, 2023c). The Education 
Act (SFS 2010:800) also prescribes that the pedagogical work must be led and 
coordinated by the principal. While ensuring the provision of teacher in-service 
training is thus a responsibility of the principal, continuing education can also 
be initiated by state initiatives. A teacher under a permanent contract is entitled 
to 13 working days of competence development per year (Swedish Association 
of Local Authorities and Regions, 2023). 

This brief description of the Swedish school system, teacher training and 
teacher in-service training reveals that there is an economic interest among 
different actors to conduct school activities. In the 2022/23 school year, there 
were 831 independent school units in the compulsory school system compared 
to zero in 1995/96, and several school groups are even listed on the stock 
market (Öljemark, 2023). Along with the principal’s responsibility for teacher 
in-service training and the school budget, a market also exists for different 
actors to conduct teacher in-service training. Falén, chairman of the Swedish 
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Teachers’ Union, asserts that although teachers demand needs-based teacher 
in-service training, opportunities to deepen their knowledge and for contin‐
uous professional development, they are offered general, large-scale lectures 
that cost money and that might be pleasant for the moment (Hallonsten, 2023). 
Teacher education financed by the state cannot currently be perfumed by actors 
other than universities and university colleges. Yet, since higher education is 
regulated by the Higher Education Act, which is enacted by the Riksdag, condi‐
tions may change depending on which politicians are in power. One suggestion 
from the government, that took office in 2023, is to reform teacher education. 
An investigation related to this reform has been commissioned and is to be pre‐
sented in November 2024 (Government Offices of Sweden, 2023). The Ministry 
of Education and Research is responsible for the government’s education and 
research policies. The ministry works on issues such as school performance, 
conditions for teachers, and financing of studies. 

Sweden has no obligatory programmes of continuous professional develop‐
ment at all and therefore none that include SEDA competencies for teachers. 
The role of national-level governance in SEDA on the system level lies in the 
national steering documents like the Education Act (SFS 2010:800) and school 
curricula, even though teachers’ SEDA competencies are not explicitly men‐
tioned. Each municipality must comply with these regulations in their schools 
and decide how to meet them by, for instance, deciding what further teacher 
in-service training efforts are needed. Research in this field is limited, making 
it hard to know the extent to which the different alternatives are practised in 
Sweden. One teacher union, Sveriges lärare, reported the results of a major 
review concerning teachers’ professional development. A survey among 4,000 
teachers showed that only 12% consider that they are receiving continuing 
teacher in-service training which satisfies their needs (Hallonsten, 2023). It also 
appears that 87% of teachers do not have a chance to decide on their continuing 
education at all or only to a small extent, and that the content is instead largely 
about their students’ identity, values, motivation, behaviour, and health (37% ). 
The teaching and learning international survey (TALIS), which includes 48 
countries, also shows that Swedish teachers’ participation in in-service training 
is 3 to 4 days per year as compared to the 13 working days of competence 
development a year that are provided (Swedish Association of Local Authorities 
and Regions, 2023). 

The Swedish National Agency for Education offers around 100 different 
continuing education programmes for teachers, student health teams and prin‐
cipals, among which about 20 of them include one or more SEDA competencies 
in some way. However, all courses are more about how this knowledge will 
benefit the school and the students rather than teachers’ personal development 
in this area. 
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Hallonsten (2023) reviewed teacher in-service training and reported her 
findings in Vi Lärare, a magazine for union-affiliated teachers. Almost nine out 
of ten teachers are critical of the continuing education they receive through 
their employer – just over one-quarter receive none at all. This is shown by the 
Subject Teacher’s survey answered by nearly 4,000 teachers. Just 12% believe 
that they are receiving continuing education which satisfies their needs. Private 
actors are a growing market in the field of teachers’ in-service training and 
some researchers also lecture outside of their university employment, albeit as 
consultants with their own companies (Norlund & Levinsson, 2023). According 
to Levinsson, one reason for this may be the decentralisation of the school in 
the 1990s that transferred power from the state to the municipality and school 
management, in turn creating a market open to a range of different actors 
in the education market (in Hallonsten, 2023). Together with a strict school 
budget, this may affect what is ultimately offered in the form of teacher in-
service training. Norlund (in Hallonsten, 2023) believes that the advice and rec‐
ommendations given on the websites of many continuing education providers, 
and with which they market themselves, tend to be too basic and general, as 
many teachers also reflected on in the survey. In Hallonsten (2023), some of the 
teachers’ voices are heard: “The only continuing education given is municipal 
general education nonsense”, wrote one teacher. Another stated that they only 
receive “completely meaningless mass education. It does nothing for the stu‐
dents or for the teacher”. 

Other Policy Measures Supporting Teachers’ SEDA Competencies 
in Sweden

Other policy measures supporting SEDA competencies do not exist on the na‐
tional / regional or local level. Instead, the focus for Swedish teachers when they 
are offered any type of professional education by national or local authorities 
is mainly to improve the conditions for students to accomplish the objectives 
in basic subjects like reading, writing and arithmetic. 

Evidence-based Evaluation and its Implementation in the Field of 
Teachers’ SEDA Competencies

The third time Sweden participated in the TALIS was in 2018. The results show 
that among teachers in compulsory school 45% of Swedish teachers said they 
feel stressed at work and excessive administrative work was the biggest source 
of stress (Swedish National Agency for Education, 2020). Teachers of grades 
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1–6 who experience a high level of stress in their work are almost four times 
more likely to leave the profession within 5 years than other grade 1–6 teachers 
(Swedish National Agency for Education, 2020). Swedish teachers’ need for in-
service training is in line with the Organisation for Economic Co-operation and 
Development (OECD) mean; 25% of the teachers did not find that the in-service 
training of past years had any positive effect; 15% of teachers in compulsory 
schools expressed that they have a great need for continuing education about 
teaching in a multicultural or multilingual environment, namely, a rise of 4 
percentage points since the previous survey (Swedish National Agency for Ed‐
ucation, 2019b). 

The Swedish National Agency for Education writes on its website that Swe‐
den’s participation in TALIS is important and that the results from TALIS and 
other international studies form the basis for many reforms and investments 
the government makes in the school area. In September 2019, the government 
then in office made an investment of SEK 1 billion in teaching assistants to 
help relieve the burden on teachers. Upon taking office, the new government 
has announced that it intends to set aside SEK 50 million in 2023 and estimates 
SEK 50 million annually in 2024–2025 for pre-school teachers’ and teachers’ in-
service training education. 

Policy-research Literature on Policy Initiatives Regarding 
Teachers’ SEDA Competencies and Their Impact

The general debate in Sweden today is more about students who do not achieve 
the knowledge goals and the order in schools. The focus in teachers in-service 
training is chiefly concerned with establishing good conditions for students, not 
developing the teachers’ own personal SEDA competencies. Teachers’ working 
conditions (well-being and stress) are regularly stressed in different ways in the 
teacher unions’ magazines for members and in Facebook groups for teachers, 
yet is seldom raised in research or more public debates. Nevertheless, a few 
studies mention the conditions of teachers in articles and reports on students’ 
well-being. For example, Kjellström et al. (2016) and Granvik Saminathen et al. 
(2020) emphasise that teachers’ well-being is a prerequisite for creating learn‐
ing environments that promote students’ well-being and learning in Swedish 
schools. They argue that to establish a successful school and strengthen stu‐
dents’ academic performance and well-being, both school policy generally and 
individual schools must prioritise teachers’ conditions and highlight the im‐
portance of teachers and their professional development and well-being. Im‐
proving teachers’ ability to support students in their school life for them to 
feel in control of their situation is hence an important measure required for 
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schools to contribute to the well-being of children and young people. Given 
that teacher support is considered to be a crucial factor in reducing stress-
related problems among students (Sonmark & Modin, 2017) and raising stu‐
dent performance (Klem & Connell, 2004), it is worrying that the results of a 
study by Granvik Saminathen et al. (2020) revealed that 15% of the teachers 
participating in the study felt that their time was not being used for the right 
tasks, while 40% reported being stressed. Aspelin (2019) reports a study focused 
on enhancing pre-service teachers’ relational competence and socio-emotional 
competence. The study showed positive outcomes, indicating that after the in‐
tervention pre-service teachers demonstrated improvements in various aspects. 
They revealed increased use of diverse vocabulary to express specific emotions, 
a better understanding of emotions within the context of interaction, and the 
ability to support their interpretations with observable behavioural cues. The 
findings suggest that socio-emotional competence is a crucial pedagogical skill 
that can be developed in teacher education. The concept involves perceiving 
emotions as integral to ongoing relational processes, defining it as a relational 
capacity encompassing sensitivity, responsibility, emotional presence, and the 
promotion of students’ emotional development. The article recommends that 
socio-emotional competence development be incorporated into teacher edu‐
cation and underscores significant positive changes in pre-service teachers’ 
abilities to name specific emotions, link emotions to individual experiences, 
describe emotions within teacher–student interactions, connect emotions to 
visible behaviour, and understand managing emotions as part of professional 
responsibility. 

To shift the focus to diversity awareness and Swedish research concerned 
with how this is reflected in policy documents, a study was conducted by Her‐
mansson et al. (2022). The centre of attention was given to how cultural and 
linguistic diversity was made visible in the course syllabi of the Swedish teacher 
education programmes for pre-, primary and secondary schools in five different 
teacher education programmes (preschool, primary school years P-3 and 4–6, 
secondary school years 7–9 and upper secondary school). The authors found 
that linguistic diversity was to a certain extent targeted in the syllabus, mainly 
through the subjects of Swedish and English, whereas cultural diversity was 
rarely visible. Cultural diversity was made visible only in individual courses 
or in teacher education for preschool and early school years. The researchers 
concluded that if knowledge concerning diversity is limited to certain courses 
that not all teacher students attend, or in education for preschool and the earli‐
est school years, future Swedish teachers will be unprepared for contemporary 
diverse classrooms. Thus, work on creating equal educational opportunities for 
all students will be limited. 

However, even though research shows that Swedish teachers experience a 
high degree of stress, a fast work pace, considerable emotional demands, a small 
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influence at work and a poor psychosocial safety climate, not much research has 
looked at views concerning teachers’ personal outcomes (Boström et al., 2019). 
Casely-Hayford (2022) concentrated on factors that made teachers remain at 
work. The results revealed that teachers’ intention to stay in the profession is 
largely teachers’ perceived health state, work motivation and collegial support. 
The central implication of the researchers was, that drawing on the importance 
of teachers’ perceived health state for their intention to remain, the role of a 
health-promoting work environment in schools must be addressed. 

One of the few papers in this area presents results of a thematic analysis 
of the process diaries of teachers involved in teacher training in social and 
emotional learning. The results suggest that training generates both general 
teacher improvement and better implementation of social and emotional learn‐
ing programmes (Kimber et al., 2013). Another paper investigated how Greece, 
Spain, Sweden and the United Kingdom treat social and emotional education 
in pedagogical practice (Scott Loinaz, 2019). Teacher education in social and 
emotional education was found to be available only to a minority of teachers in 
all four countries. In terms of practice, social and emotional education was more 
likely to be introduced in schools by teachers themselves (or in a partnership 
between teachers and headteachers) rather than by educational policy. 

One outcome of the Erasmus+ programme HAND in HAND: Social and 
Emotional Skills for Tolerant and Non-discriminative Societies (Kozina, 2020) 
is that beginning with autumn 2022 Mid Sweden University is offering a course 
worth 7.5 ECTS credits on the theme of Social, Emotional and Intercultural 
Learning. The course is provided by the Department of Education, and univer‐
sity studies in Sweden are free of charge for EU residents. 

Ongoing Policy Debates and Reforms

The Swedish parliament has submitted a proposal for changes to the School 
Act that makes it possible to introduce a national professional programme for 
principals, teachers and preschool teachers (Government Offices of Sweden, 
2023). The purpose of this programme is to develop the quality of teaching, 
strengthen the profession, make the profession more attractive and thereby 
increase equality for students. The Legislative Council’s referral contains pro‐
posals for amendments to the Education Act (2010:800) where a national pro‐
fessional programme is to be introduced for principals, teachers and preschool 
teachers in the school system. The municipalities’ existing obligation under 
the Education Act to ensure that staff are given opportunities for skills de‐
velopment must be specified to some extent. The amendments to the law are 
proposed to enter into force on 1 July 2024 (Government Offices of Sweden, 
2023). 
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Another recent action is aiming at improving working conditions for teach‐
ers since the ratio between working hours and teaching time is the second-
lowest in the EU, despite Swedish teachers working nearly 5 hours per week 
more than their European peers. Sweden therefore offers a state grant for 
school providers which employ teaching assistants to ease the administrative 
burden on teachers (European Commission, 2023b). 

Conclusion and Recommendations

In the conclusion, it is paramount to emphasise the significance of explicitly ad‐
dressing teachers’ SEDA competencies within the governing documents. Doing 
so might not only acknowledge the pivotal role of teacher professional devel‐
opment but also reinforce the foundations upon which education systems are 
built. Embedding SEDA competencies into these documents can expand oppor‐
tunities for prospective teachers as well as practising teachers to develop the 
competencies they need to meet the needs of today’s classrooms. This refers to 
possibilities that pave the way for strengthening teachers’ ability to navigate 
the numerous challenges they encounter in their professional lives. 

Empowering teachers with the tools and knowledge to enhance their SEDA 
competencies may be expected to not only benefit the educators themselves 
but also hold a profound impact on the quality of education they provide. It can 
equip them to adapt to evolving pedagogical landscapes and fosters an envi‐
ronment conducive to lifelong learning and personal growth. Moreover, it may 
enhance their career prospects, making them more versatile and resilient in an 
ever-changing educational landscape. To achieve these goals, it is imperative to 
offer teacher in-service training that is not only tailored to their specific needs 
but also has sound scientific foundations. This approach assures that the educa‐
tional courses are relevant, effective and evidence-based. Teachers should have 
the autonomy to request the training they need, reflecting their unique chal‐
lenges and aspirations, while educational authorities and institutions should 
collaborate with experts and researchers to design these programmes according 
to the latest pedagogical research. 

In summary, addressing teachers’ SEDA competencies in the governing 
documents is an essential step for ensuring continuous improvement of the 
Swedish education system. By offering teachers the support and resources they 
need to develop their SEDA competencies, and by aligning in-service training 
with scientific principles, we can foster a teaching community that is more 
skilled, adaptable, and better equipped to meet the evolving needs of students 
and society. Ultimately, this commitment to teacher development and compe‐
tence is an investment in the future of education. 
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The Swedish National Education Agency’s teacher forecast for 2021 high‐
lights that the persistent shortage of qualified teachers and preschool teachers 
is expected to extend until 2035 (Swedish National Agency for Education, 2021). 
Based on the teacher situation in 2020, the forecast projects a shortfall of ap‐
proximately 12,000 newly graduated teachers and preschool teachers by 2035. 
This shortage poses a considerable challenge to the education system. 

A major factor causing this deficiency is the prevalent issue of teachers 
leaving the profession, with the primary reason being the challenging work en‐
vironment, including factors like stress and workload. This trend is consistent 
across various educational levels, including primary school, secondary school, 
and adult education. The second-most common reason cited for teacher attri‐
tion is working conditions, encompassing concerns about salary and overall 
working circumstances. 

Addressing these challenges is vital for sustaining a robust and effective 
education system. Strategies and policies aimed at empowering teachers, of‐
fering tools for handling stress, developing social and emotional competencies, 
creating supportive work environments, and enhancing working conditions are 
essential for mitigating the projected shortage and ensuring the availability of 
qualified educators in the years to come. 
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Chapter 8 
National Policy Support for Developing Teachers’ Social 
and Emotional Competencies and Diversity Awareness: 
Comparative Insights 

Urška Štremfel 1 

Abstract

The chapter aims to provide comparative insights into national policy frameworks 
supporting the development of teachers’ social and emotional competencies and di‐
versity awareness in the HAND in HAND: Empowering Teachers Across Europe to 
Deal with Social, Emotional and Diversity-Related Career Challenges project field trial 
countries (Austria, Croatia, Portugal, Slovenia, Sweden). The results show that, despite 
several good practices being identified, the field is not systematically supported in the 
mentioned countries. This is evident in the lack of clear definitions and goals in key na‐
tional policy documents, the non-obligatory presence of the topic in both initial teacher 
education and continuous professional development, the absence of systematic mon‐
itoring of teachers’ well-being and social and emotional competencies and diversity 
awareness, coupled with the scarce policy-related research in the field. Nevertheless, 
significant differences between countries are established. These findings are important 
for determining fields in need of further improvement, identifying good practices for 
policy learning between European Union countries as well as providing one of the 
several backgrounds for understanding the complexity of the HAND in HAND: Em‐
powering Teachers Across Europe to Deal with Social, Emotional and Diversity-Related 
Career Challenges policy experiment results. 
Keywords: Teachers’ Well-being, Social and Emotional Competencies, Diversity 
Awareness, National Educational Policy, Comparative Insights 

Introduction

The HAND in HAND: Empowering Teachers Across Europe to Deal with Social, 
Emotional and Diversity-Related Career Challenges project (HAND:ET project) 
is a European policy experimentation project (EACEA, 2019) that is expected 
to actively contribute to further developing the European Union’s (EU) recent 
education policy agenda in the area of teachers’ well-being (Council of the EU, 
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2021). In-depth insight into the current national policy frameworks supporting 
teachers’ social and emotional competencies and diversity awareness (SEDA 
competencies) in the HAND:ET project field trial countries (Austria, Croatia, 
Portugal, Slovenia, Sweden) (see Chapters 3, 4, 5, 6 and 7) and comparative 
insight into these policy frameworks (presented in this chapter) are needed to 
identify where further policy developments are required to support the attain‐
ment of the EU strategic priorities in the field (see Chapter 2). This chapter 
therefore aims to provide comparative policy-oriented research evidence to 
better understand the system-level factors in place to support the enhancement 
of teachers’ SEDA competencies as key factors for supporting and navigat‐
ing teachers’ professional careers. (Comparative) insights into existing policy 
frameworks, along with the results of the policy experimentation (Kozina, 2024) 
and other policy-relevant scientific research are important for providing rec‐
ommendations for continuing policy development in the field (see Chapter 10). 

The comparative insights outlined in this chapter play an explanatory role 
of providing insights into the broader (political, cultural, historical) contexts in 
which the HAND:ET policy experimentation results (Kozina, 2024) are embed‐
ded. The intention is not to indicate cause-and-effect relationships (see Auld 
& Morris, 2014), namely the correlation of existing national policies and the 
HAND:ET project results in particular HAND:ET field trial countries, as may 
be required by contemporary trends in the borrowing of educational policy. 
Even if evidence-based policymaking, guided by the overarching question of 
what works (e.g., Colebatch, 2006), lies in the background of the policy exper‐
imentation (EACEA, 2019), notwithstanding the well-thought-out and strictly 
implemented field trials of the HAND:ET project in different national environ‐
ments, the answer is not straightforward. 

The chapter largely adopts a horizontal comparative case study approach 
(between countries). However, by considering the policy framework on the EU 
level (Chapter 3) it also provides some vertical comparison by assessing how in 
line the current national policy frameworks are with realising the EU’s strategic 
priorities in the field (e.g., Barlett & Vavrus, 2017) (for more, see Chapter 2). 
Still, although some common trends in teacher education over the last few 
decades may be expected due to Europeanisation (e.g., Chapter 3; Symeonidis, 
2021), it should be recalled that Europeanisation is a two-level game in which 
cultural, socio-political and economic contexts, together with national (teacher) 
education traditions, and actors’ preferences, play a vital role. Teacher educa‐
tion systems have their own nationally and internationally driven dynamics 
and, in this context, European development can stimulate policy learning by 
challenging domestic institutions, policies and processes (Börzel, 2005). Thus, 
by focusing on five case studies (Austria, Croatia, Portugal, Slovenia, Sweden), 
the chapter helps to explore how teachers’ well-being and SEDA competencies 
are supported by the national policies. Taking account of the findings given in 
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Chapter 3, it also enables understanding of the extent to which they resonate 
with European developments. 

The education systems of the HAND:ET field trial countries vary with re‐
spect to governance arrangements (e.g., Austria and Sweden have decentralised 
education systems, Croatia, Portugal and Slovenia have centralised education 
systems) and structure of the education system (e.g., a single structure of basic 
education in Croatia, Portugal, Slovenia and Sweden, and divided into general 
and vocational tracks on the ISCED 2 level in Austria). Differences between the 
HAND:ET field countries are also evident in teachers’ initial and professional 
development frameworks and formal requirements of becoming and being a 
teacher. In this chapter, we do not consider these differences in detail but focus 
on how the development of teachers’ SEDA competencies is addressed in the 
countries’ national policy frameworks. 

The chapter is mainly based on the findings presented in Chapters 3, 4, 5, 6 
and 7, which we analytically summarise in a comparative perspective. Where 
appropriate, these findings are supplemented with other sources (scientific de‐
bates, public policy reports). The comparative perspective is introduced with 
scientific discussions from comparative education. 

The chapter proceeds as follows. First, the embodiment of (teachers’) SEDA 
competencies in existing national policies in terms of definitions, goals and policy 
measures is presented. Second, insights into the initial teacher training frame‐
works and the embodiment of SEDA competencies within them are provided. 
Third, an overview is given of the content and forms of continuous professional 
development that support teachers’ SEDA competencies. Fourth, other policy 
measures addressing teachers’ SEDA competencies in the HAND:ET field trial 
countries are introduced. Fifth, a review of evidence-based approaches to the 
development of teachers’ SEDA competencies then follows. Sixth, a review of 
policy-research evidence is provided. Seventh, insights into recent professional 
and political debates are presented. Finally, the conclusion summarises the key 
findings and sets out the implications of the differences we have revealed in policy 
support for teachers’ SEDA competencies in the HAND:ET field trial countries. 

Embodiment of Teachers’ SEDA Competencies in Policy 
Documents

A review of key legislative, strategic and other educational policy documents 
in the HAND:ET field trial countries (Austria, Croatia, Portugal, Slovenia, Swe‐
den) was conducted to determine whether and how (teachers’) SEDA com‐
petencies are defined, and whether and which goals and policy measures are 
established for their development. 
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Table 1: Embeddedness of teachers’ SEDA competencies in policy documents in the 
HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 
D

efi
ni

ti
on

 

Not explicitly 
defined 

Mental health 
promotion, 
mental well-
being 

Not explicitly 
defined 

Mental health 
promotion 

Reference 
to CASEL is 
evident from 
2011 onwards 

Not explicitly 
defined 

A safe and 
supportive 
learning 
environment 

Not explicitly 
defined 

Human 
rights, 
diversity 

G
oa

ls
 

Mostly 
related to 
school health 
promotion, 
including 
the commu‐
nicative and 
cooperative 
competencies 
of teachers 

Mostly 
related to 
students’ (not 
teachers’) 
SEDA 
competencies 

Mental health 
improve‐
ment of the 
educational 
community 

Mostly 
related to 
students’ (not 
teachers’) 
SEDA 
competencies 

The school 
should 
promote 
understand‐
ing of other 
people and 
the ability to 
empathise 
(Swedish 
National 
Agency for 
Education, 
2017) 

Po
lic

y 
m

ea
su

re
s / / / / / 

The review shows that SEDA competencies are not explicitly defined in core 
educational legislation in the HAND:ET field trial countries. Yet, they are de‐
fined implicitly in educational and other sectoral policy documents (e.g., the 
Discrimination Act (2008) in Sweden). 

There is no clear definition of SEDA competencies in the policy documents 
of the HAND:ET field trial countries. However, these competencies can be 
implicitly understood in terms of health promotion (Austria), mental health 
promotion (Croatia), a safe and supportive learning environment (Slovenia) 
and human rights and diversity awareness (Sweden). It is apparent that they 
are most precisely defined in Portugal where the CASEL (CASEL, 2013) defi‐
nition is referred to and applied in policy documents. It is common in these 
countries for teachers’ SEDA competencies (albeit only implicitly defined) to be 
treated in terms of supporting the social-emotional and cognitive development 
of students (rather than the personal, social and professional development of 
the teachers themselves). 
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Since teachers’ SEDA competencies in the policy documents in the 
HAND:ET field trial countries are not explicitly defined and concrete goals 
are absent, no policy measures to assist with their achievement are proposed. 
However, since teachers’ professional development (implicitly also in the area 
of SEDA competencies) is at the forefront of ongoing policy debates in some 
HAND:ET field trial countries (e.g. in Croatia and Slovenia) more concrete 
policy measures can be anticipated in the future (see the section Ongoing 
professional and political debates). 

For policies to be effective, it is important that their goals are clearly stated. 
This sharpens the focus of different stakeholders in the pursuit of these goals, 
while also improving the chances of their achievement being properly mea‐
sured (e.g., Hogwood & Gunn, 1984). Clearly stating political goals with regard 
to teachers’ SEDA competencies and well-being, supported by appropriate pol‐
icy measures on the national level of EU countries, would also enhance the 
opportunities of EU countries to compare and learn from each other’s context-
based national approaches to develop them. 

Initial Professional Development

The review of teachers’ initial professional development in the HAND:ET field 
trial countries reveals that their organisation varies widely and may appear as 
quite a complex structure, which is also true for all other EU countries (see 
Eurydice, 2021). It is evident that a university degree is required for teachers in 
all of the HAND:ET field trial countries. As this was not the case before 2000, 
this alignment may be attributed to the Bologna Process (e.g., Vizek Vidović & 
Domović, 2013). Table 2 on the next page presents how teachers’ SEDA compe‐
tencies are embedded in initial professional development in the HAND:ET field 
trial countries. 

In almost all the HAND:ET field trial countries (Croatia, Portugal, Slovenia, 
Sweden), except for Austria, aptitude assessments of SEDA competencies as 
an entrance exam for candidates entering teacher faculties are not provided. 
In Austria, admissions procedures for teacher faculties include an aptitude as‐
sessment in the area of personal and performance-related aptitude. The admis‐
sions procedures are structured in three consecutive stages: (1) an online self-
assessment; (2) a computer-based aptitude assessment on personal resources 
that enable the successful management of both interpersonal and intrapersonal 
challenges, including emotional competencies as well as communication, health 
and recovery behaviours; and (3) a face-to-face assessment (PH Styria, 2024). 

The development of SEDA competencies in initial teacher professional de‐
velopment in the HAND:ET field trial countries is not supported systemati‐
cally. For example, teachers’ SEDA competencies are not explicitly defined in 



168 Urška Štremfel 

Table 2: Embeddedness of teachers’ SEDA competencies in initial professional 
development in the HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 
En

tr
an

ce
 e

xa
m

 Admissions 
procedure, 
involving 
an aptitude 
assessment 
in the field of 
personal and 
performance-
related 
aptitude 

/ / / / 

C
om

pe
te

nc
y 

pr
ofi

le
s,

 c
ou

rs
es

, o
ut

co
m

es
 Not explicitly 

mentioned 
in courses 
and training 
objectives 

Implicitly 
mentioned 
in terms of 
competency 
profiles and 
students’ 
outcomes 
in certain 
pedagogical 
areas 

A focus on 
students’ 
SEDA com‐
petencies 
(teaching 
method‐
ologies, 
classroom 
management) 

Not a manda‐
tory topic 

Elective 
courses (e.g., 
Social Skills 
Training at 
the University 
of Rijeka) 

Explicitly 
mentioned 
in courses at 
two private 
universities 

Related to 
students’ 
health and 
well-being 

Implicitly 
defined in the 
Criteria for 
the Accredita‐
tion of Study 
Programmes 
for Teacher 
Education 

Implicitly 
addressed in 
pedagogical 
and psycho‐
logical courses 

A focus on 
students’ 
SEDA com‐
petencies 
(community 
climate, 
effective com‐
munication, 
a safe and 
supportive 
learning 
environment) 

Implicitly 
mentioned 
in courses 
(foundations 
of democracy, 
human rights, 
social rela‐
tionships, 
conflict 
management) 

the competence profiles of graduates, the criteria for programme accreditation 
etc.). 

The review shows that when addressed in subject syllabi teachers’ SEDA 
competencies generally focus on the development of students’ SEDA competen‐
cies. For instance, in Austria, these are mostly focused on developing teaching 
methodologies and classroom management techniques. In Slovenia, the com‐
munity climate, effective communication, and a safe and supportive learning 
environment are in focus. Even though a lack of systematic support for future 
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teachers’ SEDA competencies is seen in the HAND:ET field trial countries, good 
practices at certain faculties (elective courses etc.), which concentrate on teach‐
ers’ own SEDA competencies were, however, identified (e.g., Social Skills Train‐
ing at the University of Rijeka in Croatia). These are somewhat different findings 
from those of Schonert-Reich et al. (2015) with respect to the United States of 
America. In their review of studies on initial teacher education in promoting 
mental health, they reported that teachers in university education received little 
training on promoting students’ social and emotional education and creating 
positive classroom contexts. In a nationwide investigation of current practices 
in teacher education programmes, the authors found that few state-level stan‐
dards for teacher education programmes focus on developing students’ social-
emotional education. This may show a distinct European approach to the devel‐
opment of SEDA competencies (see also Downes, 2020), but also the existence of 
a time gap of one decade, in which the field of social and emotional learning has 
developed significantly, should be considered (e.g., Kozina, 2020). 

Continuous professional development

Since continuous professional development is essential for upgrading and up‐
dating teachers’ professional competencies to reflect contemporary social, ed‐
ucational and scientific developments (e.g., Fraser et al., 2007), we were inter‐
ested in how the SEDA competencies are involved in such programmes in the 
HAND:ET field trial countries (see table 3 on the next page). 

The review shows that even some amount of continuous professional devel‐
opment in a few of the HAND:ET field trial countries is required, suggested or 
needed for professional promotion, 2 the amount of continuous professional de‐
velopment in the area of SEDA competencies development is prescribed in none 
of the HAND:ET field trial countries. According to TALIS 2018 (OECD 2019, 2020), 
teachers’ participation in continuous professional development in the EU is also 
generally limited by the presence of different barriers (e.g., 29.6% of teachers in 
Croatia to 77.2% of teachers in Portugal reported that continuous professional 
development conflicted with their work schedule). This makes teachers’ partici‐
pation in SEDA competencies-related programmes even more questionable. 

However, if teachers are to attend continuous professional development 
programmes, their availability is crucial. The review shows that teachers’ SEDA 
competencies development is not supported systemically in continuous profes‐
sional development in the HAND:ET field trial countries, although examples of 

2 For more details about Croatia and Slovenia. see Chapters 4 and 6 of this book and Eurydice 
(2021, p. 94). 



170 Urška Štremfel 

Table 3: Embeddedness of teachers’ SEDA competencies in continuous professional 
development in the HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 
C

on
ti

nu
ou

s 
pr

of
es

si
on

al
 d

ev
el

op
m

en
t SEDA com‐

petencies are 
not explicitly 
mentioned 

Stress man‐
agement, 
work–life 
balance, 
classroom 
management 

SEDA com‐
petencies are 
not explicitly 
mentioned 

Stress, 
burnout, 
mindfulness, 
mental 
resilience, 
empathy, 
assertiveness, 
respecting 
diversity, 
stimulating 
interpersonal 
relationships 

SEDA com‐
petencies are 
not explicitly 
mentioned 

SEDA com‐
petencies are 
not explicitly 
mentioned 

Competences 
for the 
culture and 
coexistence in 
the classroom, 
school life, 
and outside 
school 

Intercultural 
dialogue, 
mental health, 
conflict 
resolution, 
emotional 
intelligence, 
empathy and 
compassionate 
communica‐
tion, stress 
management, 
teachers’ self-
care 

SEDA com‐
petencies are 
not explicitly 
mentioned 

20 pro‐
grammes 
related 
to SEDA 
competencies, 
mainly 
focused on 
how they 
benefit the 
school and the 
students 

Not tailored 
to teachers’ 
needs 

good practices (e.g., in Austria and Croatia), as well as more systematic support 
(e.g., in Slovenia) can be found. In Slovenia, these competencies were supported 
by developmental projects of the European Social Fund (e.g., a safe and sup‐
portive learning environment, diversity awareness) in the last few years, while 
a wide range of shorter-term programmes in the Catalogue for continuous pro‐
fessional development is continuously available to teachers (see Chapter 6). In 
Croatia, some faculties offer continuous professional development programmes 
in the field. In the mentioned countries, the different forms of continuous pro‐
fessional development programmes involve a broad range of topics related to 
the development of teachers’ SEDA competencies, including teachers’ mental 
health and emotional well-being, stress management, work–life balance, and 
coping strategies to handle challenging classroom situations. 

Even though several (good) practices of continuous professional develop‐
ment dealing with teachers’ SEDA competencies and well-being were identi‐
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fied, almost all are provided on a short-term basis and are generally not evalu‐
ated. The certification of continuous professional development providers is also 
nearly missing in all the HAND:ET field trial countries. This puts the question 
of the effectiveness and quality of these programmes open / unanswered. 

Other Policy Measures

Alongside the initial and continuous professional development, we were in‐
terested in whether (and how) teachers’ SEDA competencies are supported by 
other policy measures on the national, regional, local and school levels of the 
HAND:ET field trial countries (see table 4). 

Table 4: Other policy measures supporting teachers’ SEDA competencies in the HAND:ET 
field trial countries 

Austria Croatia Portugal Slovenia Sweden 

N
at

io
na

l /
 r

eg
io

na
l /

 lo
ca

l p
ol

ic
y 

m
ea

su
re

s Supervision 

Sabbatical 

Research 
teams (Con‐
sortium 
School: 
Support) 

Handbook 
on Health 
Promotion 
for Teachers, 
Handbook 
on Burnout 
Prevention for 
Teachers 

Give – Service 
Centre for 
Health 
Promotion 
in Austrian 
Schools 

Supervision 
and other 
forms of 
expert support 
on the county, 
inter-school or 
school levels 
(personal, 
social, 
professional 
competencies) 

No specific 
programmes 

Dependent 
on a school’s 
needs 

Supervision 

Develop ‐
mental 
projects 

Supervision 
(Student 
health teams) 

Sc
ho

ol
-l

ev
el

 in
it

ia
ti

ve
s School devel‐

opment plans 
School devel‐
opment plans 

Schools have 
the autonomy 
to organise 
internal 
projects and 
programmes 

School devel‐
opment plans 

Self-evalua‐
tion 

School devel‐
opment plans 

Self-evalua‐
tion 
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Different policy and school-level initiatives for supporting teachers’ SEDA 
competencies were identified in the HAND:ET field trial countries. Among 
them, supervision is exposed in all the countries, except Portugal. In Austria, 
supervision is available to teachers and schools as a kind of reflective approach, 
which does not necessarily focus on teachers’ SEDA competencies. In Croatia, 
supervision and other forms of expert support are available to teachers on 
the county, inter-school or school levels to support their personal, social and 
professional development. In all of the HAND:ET field trial countries, on the 
school level school development plans are exposed as those, which depending 
on a school’s needs, allow for a more in-depth consideration of the topic on the 
individual school level. 

In Austria, Give – Service Centre for Health Promotion in Austrian Schools 
(BMBWF et al., 2024) is a platform that connects a range of free-of-charge, 
health-related information, materials, activities, workshops and seminars for 
health promotion in schools, including teacher health and stress as focus topics. 
It thereby supports various dimensions of teachers’ well-being through differ‐
ent projects and interventions. The sabbatical model can be used by all public 
employees in Austria within the “4-year framework period” and may also be 
understood as a stress release for teachers and allowing them to focus on their 
personal development and well-being. Handbooks on Health Promotion and 
Burnout Prevention for teachers in Austria can also be mentioned as an impor‐
tant policy measure supporting teachers’ professional development in the field 
(School Psychology Support Association Styria, 2024). 

Evidence-based Policymaking

The review also concentrated on whether teachers’ SEDA competencies and 
related concepts, like well-being and stress, are systematically monitored as a 
source for evidence-based policymaking in the field (see table 5 on the follow‐
ing page). 

The review shows that in not one of the HAND:ET field trial countries are 
teachers’ SEDA competencies or related concepts such as well-being and stress 
systematically monitored and measured. The most detailed research on teach‐
ers’ SEDA competencies among the HAND:ET field trial countries has been 
carried out in Portugal. The Observatory of Psychological Health and Well-
Being: Monitoring and Action conducted research on the current state of the 
general psychological health and well-being of teachers and developed action 
and intervention recommendations to promote better psychological health and 
well-being in educational settings (Matos et al., 2022). Even though no infor‐
mation is available on whether these studies will monitor in the longer term, 
the initiative seems promising in terms of planning evidence-based measures 
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Table 5: Evidence-based policymaking approaches regarding teachers’ SEDA 
competencies in the HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 
M

on
it

or
in

g 
SE

D
A

 c
om

pe
te

nc
ie

s Internal 
teacher 
appraisal 
with no direct 
involvement 
of SEDA 
competencies 

Teachers’ 
health is 
generally 
assessed, but 
teachers’ 
SEDA compe‐
tencies are not 

None None 

Observatory 
of Psychologi‐
cal Health and 
Well-Being: 
Monitoring 
and Action 

The new 
national 
framework 
of quality 
assurance 
presupposes 
indicators that 
would focus 
on a safe and 
supportive 
school 
environ‐
ment for all 
stakeholders 
(including 
teachers) 

None 

O
th

er
 in

it
ia

ti
ve

s Quality 
Management 
System 

Partly the 
assessment 
of a teacher’s 
performance 
by the princi‐
pal 

/ / / 

in the field. In Austria, although teachers’ health has generally been assessed, 
this is not explicitly done for teachers’ SEDA competencies. 

In all the HAND:ET field trial countries, attention was paid to the Teaching 
and Learning International Survey (TALIS 2018) results (OECD, 2019, 2020), 
which provided some limited, yet important nationally representative and in‐
ternationally comparative evidence in the field. However, a different topic re‐
lated to teachers’ well-being was considered in the HAND:ET field trial coun‐
tries, typically referring to cases of worrying and / or below-average results. 

Some recent developments in the HAND:ET field trial countries indicate 
shifts towards more systematic quality assessment and evidence-based educa‐
tion policymaking, which may at least implicitly also address teachers’ SEDA 
competencies. For example, in 2021 a quality management system was intro‐
duced in Austria. On the level of individual teachers (the other two levels being 
school leadership and instructional teams), it is supposed that each teacher 
forms an individual profile in which they describe their professional goals and 
values as the basis of individual professional development activities (BMBWF, 
2024). In Slovenia, the new National Framework for Quality Assessment and 
Quality Assurance in the Field of Education and Training has been in place 
since 2017. It presupposes indicators that would focus on a safe and supportive 
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school environment for all stakeholders (including teachers) (Ministry of Edu‐
cation, Science and Sport of the Republic of Slovenia, 2017). 

Policy-research Evidence

The review of research was performed with a view to determining whether and 
which topics are addressed and what implications they hold for policymaking 
in the fields of developing teachers’ SEDA competencies, stress, and well-being 
in the HAND:ET field trial countries. 

Table 6: Policy-oriented research implications for teachers’ SEDA competencies 
development in the HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 

N
at

io
na

l /
 re

gi
on

al
 / l

oc
al

 r
es

ea
rc

h Teacher 
Health Survey 
(2010) ISCED 
2 and 3 

Research on: 
Social reputa‐
tion and status 
in society; 
Emotional 
competencies, 
job satisfac‐
tion; 
Emotional 
competencies, 
self-efficacy, 
resilience; 
Burnout; 
Personality-
traits 

Social and 
emotional 
learning: 
Reflections 
on theory and 
practice in 
Portuguese 
schools 

School Mental 
Health 
Promotion 
Project 

CRESCER 
project 

Calmly – 
Learning to 
Learn Yourself 

Several small-
scale studies 
(resilience, 
mindfulness, 
stress, 
burnout, 
SEDA compe‐
tencies, work 
satisfaction, 
and their 
relatedness) 
with policy 
implications 
were provided 

Limited. Fo‐
cused on the 
importance 
of teachers’ 
SEDA com‐
petencies 
for students’ 
well-being 
and academic 
achievement 

Deficient ini‐
tial education 
in the field 
of cultural 
diversity, 
and limited 
linguistic 
diversity 

Teachers’ 
health 

In
te

rn
at

io
na

l s
tu

di
es

 Preparing 
teachers for 
diversity (DG 
EAC, 2017) 
TALIS 

TALIS 

HAND 

PROMEHS 

TALIS TALIS 

PISA 

HAND 

TALIS 

HAND 

Ljubetić and Maglica (2020) noted that while the impact of social and emotional 
learning programmes on students is well researched, little attention has been 
paid to the impact of social and emotional learning programmes on teachers’ 
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social and emotional skills, a view that arguably can also apply to all of the 
HAND:ET field trial countries. Except for participation in international sur‐
veys (e.g., the Teacher Health Survey as part of the World Health Organisation 
(2024) study “Health Behaviour in School-aged Children” and TALIS (OECD 
2019, 2020), which partly addressed teachers’ SEDA competencies and well-
being, the HAND:ET field trial countries do not monitor these competencies on 
the national level systematically and regularly. Even though several examples 
of national research and in some cases also comparative research (e.g., Gradišek 
et al., 2020; Šteh et al., 2019) were found, these were mostly done on non-
representative national samples and conducted once or at several points in the 
school year. 

Teachers’ SEDA competencies development was also addressed in several 
national and European applied projects. For example, the School Mental Health 
Promotion Project in Portugal looked at promoting adolescents’ mental health 
by building the capacity of school teachers and school staff. Still, positive 
outcomes for teachers’ well-being are evident. CRESCER focuses on teachers’ 
socio-emotional learning and generating a socio-affective school environment. 
Three HAND:ET field trial countries (Croatia, Slovenia, Sweden) already collab‐
orated in the predecessor of the HAND:ET project, namely, HAND in HAND: 
Social and Emotional Skills for Tolerant and Non-discriminative Societies (A 
Whole School Approach) (HAND) (Kozina, 2020), where policy experimenta‐
tion in the field of developing students and teachers’ social and emotional and 
diversity awareness skills was focused on. 

Although large-sample and longitudinal research is missing and several re‐
search gaps in the field were revealed, based on the review performed one may 
argue that research attention to teachers’ SEDA competencies and related con‐
cepts like well-being, stress and burnout has increased in the HAND:ET field 
trial countries over the last few years. The identified research provides several 
policy implications, pointing to the importance of systematic systemic support 
for developing teachers’ SEDA competencies. However, further research to 
support policy planning in the field is called for. These findings concerning 
the field of developing teachers’ SEDA competencies correspond with Syme‐
onidis’s (2024) findings regarding teachers’ education research generally. He 
argues that the lack of a knowledge base of large-scale and longitudinal studies 
and absence of a systematic connection among small-scale studies mean that 
teacher education research is often still seen as underdeveloped and holding 
limited potential to influence policy. While he recognised the rise of teacher 
education research in recent years, he states that the increased quantity of 
research produced has yet to succeed in developing a systematic knowledge 
base for the field. Ultimately, Smith’s (2024) recognition should be considered 
as meaning that the responsibility for strengthening the role of research in 
teacher education policy lies with both the system and research. 
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Ongoing Professional and Political Debates

The policy debates on teachers’ well-being and SEDA competencies in the 
HAND:ET field trial countries became especially prominent during and after 
the COVID-19 pandemic, which caused schools to close, teachers to make de‐
mands, and stressful working conditions. For example, in Portugal the 23/24 
School+ Plan was established with the aim of consolidating and recovering 
from the pandemic-triggered crisis. The plan also includes social and emotional 
and mental well-being and supporting educational communities (Portuguese 

Table 7: Ongoing professional and political debates regarding teachers’ SEDA 
competencies in the HAND:ET field trial countries 

Austria Croatia Portugal Slovenia Sweden 

Po
lic

y 
/ p

ro
fe

ss
io

na
l /

 p
ub

lic
 d

eb
at

e The COVID 
situation 

Teacher 
shortages 

A focus 
on lateral 
entrants 

Ombudsman 
stresses the 
importance 
of students’ 
mental health 
and well-
being (during 
the COVID 
pandemic and 
earthquake) 
and teachers’ 
competencies 
to deal with 
them 

Working 
conditions 

Shortage of 
teachers 

2023 strikes 

Lack of 
teachers 
and lateral 
entries 

Teachers’ 
working 
conditions 
(salary negoti‐
ations, career 
advancement) 

The voices 
of teachers’ 
unions, which 
do not attract 
much political 
and media 
attention 

The National 
Professional 
Programme 
for principals, 
teachers and 
preschool 
teachers 
(strengthening 
the profession, 
making the 
profession 
more attrac‐
tive) 

R
ec

en
t /

 on
go

in
g 

re
fo

rm
s / Comprehen‐

sive curricular 
reform with 
the stated 
need to 
strengthen 
teachers’ 
competencies 
and training 

National 
Plan (2027) – 
advancing 
teachers’ 
professional 
development 

23/24 School+ 
Plan 

Evaluation of 
the system, in‐
cluding SEDA 
competencies 
in schools 

Training 
Initiatives 

Promoting 
teachers’ well-
being 

Curricula 
renewal 
(2021–2026) 

National 
Education 
Programme 
(2023–2033) 

Modernisation 
of education 
programmes 

Improving 
teachers’ 
working 
conditions 
(employing 
teaching 
assistants 
to ease the 
administrative 
burden on 
teachers) 
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Republic, 2023). The shortages of teachers (generally and / or in certain subjects 
and geographical areas) across Europe, including in the HAND:ET field trial 
countries, have in recent years also acted to considerably stimulate these de‐
bates. 

The review shows that the HAND:ET field trial countries are in different 
stages of the reform process of their education systems. Both recently published 
(Croatia) and developing (Slovenia) strategies for the development of education 
largely respond to the identified challenges and importance of teachers’ SEDA 
competencies for dealing with them, as well as the wider transformation of 
teachers’ initial and continuous professional development (Ministry of Educa‐
tion of the Republic of Slovenia, 2024; Ministry of Science and Education of 
the Republic of Croatia, 2023). In these two countries, the modernisation of 
programmes and curricula is identified as the field calling for the development 
of teachers’ SEDA competencies. For example, in Slovenia the curricula renewal 
proposes five common goals including health and well-being, regarding which 
the role of teachers in promoting the holistic (mental, physical, social) well-
being of students is emphasised together with the importance of their relational 
competence. In Portugal and Sweden, initiatives have been accepted with the 
aim of improving teachers’ working conditions and well-being. 

Conclusions

The chapter aims to provide comparative insights into the national policy 
frameworks supporting the development of teachers’ SEDA competencies in 
the HAND:ET field trial countries (Austria, Croatia, Portugal, Slovenia, Swe‐
den). The review reveals that no clear definition of SEDA competencies exists 
in the policy documents of these countries. While these competencies are not 
explicitly defined in core educational legislation, they are implicitly defined in 
educational and other sectoral policy documents. For example, they are implic‐
itly defined in terms of health promotion in Croatia and a safe and supportive 
school environment in Slovenia. When mentioned, they are mainly defined in 
terms of supporting the development of students’ SEDA competencies. Some 
authors (e.g., Hascher & Waber, 2021) even show the complexity of the SEDA 
competencies and related difficulties in establishing a single definition of them. 
Further, from the perspective of policy studies (e.g., Hogwood & Gunn, 1984), 
a clear statement of the goals and definitions of SEDA competencies in policy 
documents would make them more visible and add to their implementation. 

The review of existing policies in the HAND:ET field trial countries (Aus‐
tria, Croatia, Portugal, Slovenia, Sweden) reveals a gap with regard to national 
and international comparative data on teachers’ SEDA competencies and the 
broader field of teacher well-being. Not one of the countries systematically 
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collects these data, with such data usually being limited to the OECD Teaching 
and Learning International Survey (TALIS 2018) reports (OECD 2019, 2020). 
The same situation is observed in the field of policy-oriented research, which 
does not systematically monitor the impact of different (national) policies on 
teachers’ SEDA competencies. The findings support those of Roeser (2016) 
highlighting the neglect of teacher SEDA competencies in research, policy and 
practice. 

Despite some common features, mostly in terms of a lack of systemic sup‐
port for developing teachers’ SEDA competencies in the HAND:ET countries, 
several differences were also identified. Substantial variations across coun‐
tries remain in the availability and content of policies and programmes aimed 
at boosting teachers’ SEDA competencies. This also corresponds to the find‐
ings (Štremfel, 2024), which show differences between teachers from different 
HAND:ET field trial countries concerning perceived policy support from the 
national level, school level, initial professional development and continuous 
professional development. 

At least some explanations can be provided for the established differences 
among the national policy contexts that support the development of SEDA com‐
petencies. EU countries have sovereignty over their national education systems 
and EU institutions only play a formally supportive role in the development 
of national educational policies and practices, including teacher professional 
development. The fact that teachers’ well-being has only recently appeared on 
the EU agenda (Council of the EU, 2021), along with the non-binding character 
of the EU’s cooperation in the field of education (Treaty on European Union / 
Maastricht Treaty, 1992; Lisbon Conclusions, 2000), and the structural and cul‐
tural differences 3 in national educational contexts, makes the identified differ‐
ences in the systemic support given for developing teachers’ SEDA competen‐
cies understandable. All the more so when we consider that teacher education 
is a field with a strong institutional character due to state control of the budget, 
regulations and provisions and is thus also highly politicised (e.g., Symeonidis, 
2021). Like other educational fields, teacher professional development depends 
on complex professional and social negotiations, leading to different national 
policy responses and approaches. 

The established differences in the approaches to teacher education, includ‐
ing the development of teachers’ SEDA competencies, should be carefully con‐

3 For example, Hecht and Shin (2015) stress the differences between individualistic Western 
and collectivist Eastern EU societies. They explain that cultures differ in the way they con‐
strue the self as representing individual personhood, while others underline the importance 
of the collective group. For instance, behaviours like shyness and anxiety are considered 
problematic in individualistic societies such as Western cultures, but may be regarded as 
positive personality traits in traditional collectivist Eastern societies. 
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sidered while contextualising the implementation of the HAND:ET programme 
in different national contexts (Fredericks et al., 2024), evaluating their results 
(e.g., Roczen et al., 2024; Rožman et al. 2024) and identifying implications for 
the further development of this important and emerging topic in European 
education (see Chapter 9 of this book). 

References

Auld, E., & Morris, P. (2014). Comparative education, the ‘New Paradigm’ and policy 
borrowing: constructing knowledge for educational reform. Comparative Educa‐
tion, 50(2), 129–155. https://doi.org/10.1080/03050068.2013.826497 

Barlett, I., & Vavrus, F. (2017). Rethinking Case Study Research: A Comparative Ap‐
proach. Routledge. 

BMBWF (Bundesministerium, Bildung, Wissenschaft und Forschung) [Federal Min‐
istry of Education, Science and Research] (2024). QMS – Qualitätsmanagement für 
Schulen [Quality management for schools]. https://www.qms.at 

BMBWF (Bundesministerium, Bildung, Wissenschaft und Forschung) [Federal Min‐
istry of Education, Science and Research], BMSGPK (Bundesministerium für 
Soziales, Gesundheit, Pflege und Konsumentenschutz) [Federal Ministry Repub‐
lic of Austria, Social Affairs, Health, Care and Consumer Protection], & Austrian 
Youth Red Cross (2024). GIVE – Servicestelle für Gesundheitsförderung an Öster‐
reichs Schulen [Service centre for health promotion in Austrian schools]. https://
www.give.or.at 

Börzel, T. A. (2005). Europeanization: How the European Union Interacts with its 
Member States. In S. Bulmer & C. Lequesne (Eds.), The Member States of the 
European Union (pp. 45–76). Oxford University Press. 

CASEL, Collaborative for Academic, Social, and Emotional Learning (2013). CASEL 
Guide 2013. Effective Social and Emotional Learning Programs. Preschool and 
Elementary School Edition. https://files.eric.ed.gov/fulltext/ED581699.pdf 

Colebatch, H. K. (2006). What work makes policy? Policy Sciences, 39, 309–321. 
https://doi.org/10.1007/s11077-006-9025-4 

Council of the EU (2021). Council Resolution on a strategic framework for European 
cooperation in education and training towards the European Education Area and 
beyond (2021–2030) (2021/C66/01). https://eur-lex.europa.eu/legal-content/EN/
TXT/PDF/?uri=CELEX:32021G0226(01) 

Discrimination Act (SFS 2008:567). https://www.do.se/choose-language/english/dis‐
crimination-act-2008567 

Downes, P. (2020). Foreword. In A. Kozina (Ed.), Social, emotional and intercultural 
competencies for inclusive school environments across Europe (pp. 9–12). Verlag 
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Pikić Jugović 3 , Lisa Paleczek 4 , 5 , Valerie Fredericks4, 5 , Nina Roczen 6 , 
Mojca Rožman 6, 7 , Nina Eliasson 8 , Helene Dahlström 8 , Gina Tomé 9 , 10 , 
Margarida Gaspar de Matos9, 10, 11 , Hrvoje Bakić 12 , Aleš Ojsteršek 13 & 
Iva Perković 14 

Abstract

The chapter is based on summarised findings of both the HAND in HAND: Empow‐
ering Teachers Across Europe to Deal with Social, Emotional and Diversity-Related 
Career Challenges policy experiment (presented in volume 1) and analyses of cur‐
rent European Union and national policy frameworks (presented in this volume), and 
elaborates on the conditions needed to ensure the scalability, transferability and thus 
sustainability of the HAND in HAND: Empowering Teachers Across Europe to Deal 
with Social, Emotional and Diversity-Related Career Challenges project outcomes and 
the systematic policy and political support needed on the European Union and national 
levels. It sets out 39 guidelines organised in 5 areas: 1) Including social and emotional 
and diversity awareness content in teachers’ professional development; 2) Supporting 
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the development and implementation of teachers’ social and emotional competencies 
and diversity awareness programmes; 3) Considering the role of working conditions 
in teachers’ well-being; 4) Enhancing teachers’ professional status in society; and 5) 
Improving policy frameworks for supporting teachers’ social and emotional competen‐
cies and diversity awareness on all levels of the European Union’s multi-level gover‐
nance. While considering the differences in current national policy arrangements and 
challenges to teachers’ well-being and the development of their social and emotional 
competencies and diversity awareness in the HAND in HAND: Empowering Teachers 
Across Europe to Deal with Social, Emotional and Diversity-Related Career Challenges 
project field-trial countries (Austria, Croatia, Portugal, Slovenia, Sweden), the chapter 
also introduces specific guidelines concerning ways to foster teachers’ SEDA develop‐
ment in their respective national contexts. 
Keywords: HAND:ET, Policy Guidelines, European Union, Field Trial Countries, Social 
and Emotional Competencies and Diversity Awareness, Initial and Continuous Profes‐
sional Development, Working Conditions, Teachers’ Professional Status in Society 

Introduction

As a policy experiment, the HAND in HAND: Empowering Teachers Across 
Europe to Deal with Social, Emotional and Diversity-Related Career Challenges 
project (HAND:ET project) aims to provide policy-oriented research evidence 
to better understand the individual, school and system-level factors relevant for 
enhancing teachers’ social and emotional competencies and diversity-aware‐
ness (SEDA competencies) as vital elements for supporting and navigating 
teachers’ professional careers. Accordingly, the HAND:ET project seeks to con‐
tribute considerably to the forming of a comprehensive teacher policy in the 
European Union (EU) that encompasses every stage of teachers’ professional 
careers. In this manner, it sets out EU-level and country-specific recommen‐
dations addressing structural problems of the teaching profession today in an 
evidence-based way. The project thus outlines the conditions needed for the 
scalability, transferability and hence sustainability of the HAND:ET project 
outcomes in the broader area of teachers’ SEDA competencies and teachers’ 
professional development. 15 

The recommendations follow a review of existing national policy frame‐
works supporting teachers’ SEDA competencies in the participating countries 
(Chapters 3, 4, 5, 6, 7) as well as findings of the external evaluation of the 

15 For a conceptual understanding of teachers’ SEDA competencies, please refer to Volume 
1 (Kozina, 2024). The conceptualisation of these complex and broad competencies within 
the HAND:ET project is also crucial for understanding the scope and focus of the policy 
guidelines presented in this chapter. 
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HAND:ET system (volume 1) and insights from the national stakeholder meet‐
ings. 

The recommendations presented in this document are divided into two sec‐
tions. The general recommendations found in Part 1 are what we believe to be 
the most crucial while continuing to develop EU and national policies and prac‐
tices in this area. In fact, these recommendations should be considered together 
since many are closely intertwined. The order in which they are listed does not 
suggest a particular priority, but may be seen as giving meaningful direction 
while undertaking actions for ensuring that the development of teachers’ SEDA 
competencies in the EU reaches its full potential. These broader recommenda‐
tions for the EU and national educational policies and practices are as follows: 

1. Including SEDA content in teachers’ professional development 
2. Supporting the development and implementation of teachers’ SEDA pro‐

grammes 
3. Considering the role of working conditions in teachers’ well-being 
4. Enhancing teachers’ professional status in society 
5. Improving policy frameworks for supporting teachers’ SEDA competen‐

cies on all levels of the EU’s multi-level governance. 

Part 2 presents the most important specific recommendations that we assert, 
alongside the general recommendations found in Part 1, should be especially 
considered while developing national implementation plans for systemically 
supporting the development of teachers’ SEDA competencies in the field trial 
countries (Austria, Croatia, Portugal, Slovenia, Sweden). 

Guidelines for EU and National Educational Policies and Practices

1. Including SEDA content in teachers’ professional development

Key findings and outcomes

To address contemporary teaching challenges, programmes that focus on 
teachers’ SEDA competencies are essential. In the EU countries, programmes 
have thus far largely focused on supporting students’ SEDA competencies and 
less on the SEDA competencies held by teachers (e.g., Jones et al., 2013). Fur‐
ther, a recent qualitative study (Rodriguez et al., 2020) revealed that teachers 
themselves can neglect their own development in the social and emotional 
domain and focus on their students’ respective development instead. 

The analysis of the policy contexts of the field trial countries (Austria, Croa‐
tia, Portugal, Slovenia, Sweden) reveals the current lack of systemic support for 
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teachers and school staff for developing SEDA competencies in both initial and 
continuous professional development. The lack of opportunities for develop‐
ing SEDA competencies in their initial education was revealed in particular by 
teachers participating in all of the field trial countries (Štremfel, 2024). 

Recommendations

1.1 Initial professional development 
1.1.1 Integrate SEDA competencies into existing courses and consider introducing 

them in the modality of specific subjects. Although the universal nature of 
SEDA competencies allows them to be integrated into different subjects, 
to comprehensively address the topic specific subjects concentrating on 
SEDA competencies could provide further added value (e.g., Schonert-
Reichl et al., 2015). 

1.1.2 Enhance university teachers’ SEDA competencies. Teachers serve as role 
models for their students (e.g., Scheirlinckx et al., 2023). This also applies 
to the university teachers who are educating future teachers (Brust Nemet 
& Velki, 2016). 

1.1.3 Ensure that every future teacher receives appropriate education in the field. 
This could be achieved by adding SEDA competencies to the competency 
profiles of graduates (future teachers) and the criteria for programme 
accreditation and / or by requiring that all future teachers receive certain 
credits in the field of SEDA competencies development. Even thought the 
initial professional development of teachers is the responsibility of au‐
tonomous universities, teachers’ competence profiles are an idea that has 
long been a recurring theme in the EU policy documents (e.g., Symeonidis, 
2021). Recognising the importance of teachers’ SEDA competencies for 
teachers’ personal and professional well-being (e.g., Jennings & Green‐
berg, 2009) and students’ social-emotional and academic outcomes (e.g., 
Jennings et al., 2013) makes the inclusion of teachers’ SEDA competencies 
in competence profiles relevant. 

1.2 Continuous professional development 
1.2.1 Advocating the importance of continuous professional development in the 

SEDA field with the time allocated for continuous professional development 
being part of paid working hours. The systemic arrangement of continuous 
professional development strongly influences teachers’ readiness, motiva‐
tion and responsibility to participate (e.g., Osman & Warner, 2020). 

1.2.2 Planning long-term continuous professional development programmes. 
Long-term programmes with professional learning communities and 
supportive environments established inside schools are advised. The 



Supporting Teachers’ Social and Emotional Competencies and Diversity Awareness 187 

cooperation of principals in these programmes is crucial (e.g., Cefai et 
al., 2018). 

1.2.3 Providing supervision as a systemic measure and practice. For SEDA compe‐
tencies to be developed fully, continuous long-term professional support 
in the form of supervision is called for (e.g., Schonert-Reichl et al., 2015). 

1.2.4 Providing tailored support for early-career teachers. This is especially vital 
in the first year of employment, aimed at regulating stress, enhancing self-
care and supporting teachers’ SEDA competencies to meet a wide range 
of challenges in everyday working life. Beginning teachers are prone to 
epistemological challenges and emotional exhaustion (Donahue-Keegan 
et al., 2019). Their social and emotional competencies have been found 
to be important determinants of early-career adaptation and occupational 
well-being (Carstensen & Klusmann, 2021). Teachers, particularly in the 
first year(s) of employment, therefore need support in the field of regulat‐
ing stress, enhancing self-care and supporting their SEDA competencies 
to meet diverse challenges in everyday working life (see also Gaikhorst et 
al., 2017). 

1.2.5 Establishing a teacher competence framework. This should clearly state 
the basic competencies that teachers should develop (e.g., Council of the 
EU, 2021). Such competencies should also include the development of 
teachers’ SEDA competencies (e.g., Cefai et al., 2018, p. 12). As a first 
step, certain hours of continuous professional development in the field 
of developing SEDA competencies could therefore be made compulsory 
for every teacher to attend. 

1.2.6 Introducing obligatory special SEDA programmes for new employees with‐
out teacher qualifications. It is important to ensure that the current policy 
measures in place for overcoming the teacher shortages across Europe 
(e.g., in Austria (for more, see Chapter 3) and Slovenia (for more, see 
Chapter 6)) do not overlook the importance of the SEDA competencies 
of educational staff (e.g., Collie, 2017; Jennings et al., 2013; Vorhaus, 2010; 
Zins et al., 2007). 

2. Supporting the development and implementation of teachers’ SEDA 
programmes

Findings and outcomes

The findings of the HAND:ET system formative and summative evaluation 
show several positive outcomes, including an increase in teachers’ SEDA com‐
petencies together with their positive assessment of the programme, perceived 
changes in terms of aspects of their lifestyle and a wide range of reported 
learning outcomes. The HAND:ET system may accordingly be evaluated as 
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effective, even though its effects are complex, appear to vary across countries, 
and depend on the particular outcome being examined. Based on the findings, 
several strengths are recommended for consideration while planning and con‐
ducting programmes to support teachers’ SEDA competencies (for more details, 
see Kozina, 2024). 

Recommendations

2.1 The integration of social and emotional competencies and diversity aware‐
ness. The complexities of temporary teaching challenges call for enhanced 
social and emotional competencies and diversity awareness. By including 
this combination of competencies, they could reinforce each other and 
lead to more positive outcomes (Jensen, 2024; Matić Bojić et al., 2024) 

2.2 Content flexibility. SEDA programmes should maintain their key ingredi‐
ents (focus on core competencies and core activities) and at the same time 
be adapted to the needs of specific national contexts, schools or partici‐
pants. Adaptations might also relate to the different career stages of the 
participants (e.g., Lund Nielsen, 2020; Odescalchi et al., 2024). To do so, 
the trainers need profound knowledge and a wide range of tools that they 
can teach and adapt to the participants’ needs (e.g., Lund Nielsen, 2020). 

2.3 Length of the programme. Even though the HAND:ET was implemented in 
longer (whole-year) and shorter (two meetings) versions and hence allows 
flexibility in its delivery, the longer version is preferred by participants 
and proved to be more efficient (Roczen et al., 2024b; Rožman et al., 2024). 

2.4 Long-term supervision support. Ensuring long-term professional support 
for those participating in SEDA programmes would enhance the pro‐
grammes’ long-term effectiveness and the quality embodiment of key in‐
gredients in the programmes in teachers’ daily practice (see also Durlak, 
2016). 

2.5 On-site implementation of the programme. The on-site (yet outside the 
school) implementation compared to on-line / virtual implementation per‐
mits the more active involvement and collaborative work of teachers, 
encouraging their interaction and exchange. It also creates a possibility 
of establishing a distance from everyday working life and focusing on the 
development of SEDA competencies (e.g., Roczen et al., 2024b). 

2.6 Whole-school approach. Given that SEDA competencies are strongly 
linked to a positive school climate, SEDA programmes should include the 
whole school. Research (e.g., Desimone, 2009; Durlak, 2016; Lund Nielsen 
et al., 2019) shows that programmes integrated into the entire school and 
its daily practices have a stronger likelihood of continuing compared to 
those programmes only implemented in some classrooms. The involve‐
ment of the school leaders is important for assuring commitment and 
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sustainability. This includes changing the school culture by making the 
orientation towards social interaction and relations more pronounced. It 
further allows the programme to be adapted to suit a given school’s needs 
(Matić Bojić et al., 2024). 

2.7 Competent and experienced trainers. Trainers with adequate professional 
backgrounds and experiences are required for the delivery of the SEDA 
programmes, addressing the participants’ needs, and creating a positive 
and inclusive atmosphere. To successfully perform their role, the trainers 
must have initial training and supervision support. It is essential that 
trainers undergo the training with a focus on their own SEDA compe‐
tencies (e.g., Oskarsson et al., 2024). 

2.8 Small groups. Groups (15–25 participants) are preferred for the imple‐
mentation of the SEDA programmes because the acquisition of SEDA 
competencies entails many practical and interactive exercises while small 
groups also enable all participants to participate actively (Roczen et al., 
2024b). 

2.9 Multi-method evaluation of the programme. SEDA programmes must be 
evaluated. A multi-method approach is advised, consisting of qualitative 
and quantitative measures and combining an experimental and partici‐
pant-focused procedure that includes summative and formative compo‐
nents (e.g., Roczen et al., 2024a; Štremfel et al., 2020). 

3. Considering the role of working conditions in teachers’ well-being

Key findings and outcomes

Teachers report work-related stress arising from the volume of administrative 
tasks, staff shortages, lack of support from external professional agencies, chal‐
lenging behaviour of students, frequent changes in national policies and reg‐
ulations and, in some cases, also a lack of skills and training (Eurydice, 2021; 
OECD 2019, 2020a). Their low satisfaction with existing working conditions 
was also demonstrated in strikes (e.g., in Croatia in 2019 and Portugal in 2023) 
(for more, see Chapters 4 and 5). 

Recommendations

3.1 Paying attention to teachers’ personal and professional well-being with sys‐
tematic analysis of teachers’ needs in the field. This should help develop 
evidence-based system-level measures for the field (e.g., Brady & Wilson, 
2021). 

3.2 Supporting principals in recognising the importance of SEDA competencies. 
Principals’ recognition of the importance of SEDA competencies in the 
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school environment along with the development of their own SEDA com‐
petencies are important for positive interpersonal relations and a positive 
school climate (e.g., Cefai et al., 2018, p. 13). 

3.3 Establishing support services with which teachers can discuss their chal‐
lenges in a safe environment. This may be achieved by establishing internal 
support services in schools or external ones, depending on the national 
context. 

3.4 Ensuring the highest possible percentage of permanent jobs in schools. Fairly 
frequent temporary contracts make the profession less attractive and add 
to teachers’ stress (e.g., Forcella et al., 2009). Frequent fluctuation of ed‐
ucational staff can also negatively impact the school climate and the stu‐
dents’ well-being, which largely relies on stable and supportive relation‐
ships with teachers. 

3.5 Establishing national career frameworks. It is vital to establish national 
career frameworks that allow stimulating career progression and enhance 
teachers’ motivation and willingness to remain in the profession (e.g., 
OECD, 2020b). 

3.6 Providing flexible career paths. These may allow teachers to temporarily 
perform other tasks in the education system (e.g., practically oriented 
research, work of public officials on the local or national level) (e.g., Eu‐
ropean Commission, 2020). 

3.7 Raising teachers’ awareness of the importance of exposing the problem of 
their non-favourable working conditions on the levels of policy and society. 
Teachers possess the greatest insights into the professional challenges 
they are facing. To address them systemically, it is necessary that they 
proactively communicate them to the policy level. Offering teachers the 
possibility to be actors of change also contributes to the attractiveness and 
prestige of the teaching career (Schleicher, 2011). However, TALIS 2018 
results (OECD, 2020a) show that on average across the OECD countries 
24% of teachers believe that they can influence policy and only 14% of 
teachers consider that policymakers in their country value their views. 

4. Enhancing teachers’ professional status in society

Key findings and outcomes

Human beings have existential needs to feel valued and feel that they have 
integrity. Teachers are on the frontline when many societies’ challenges are 
expressed in the classroom as a microcosm mirroring society at large and at 
the same time crucial agents when the classroom of today is seen as the society 
of tomorrow (Juul & Jensen 2005, 2017; Mattson, 2019 in Kozina, 2024). Yet, 
the TALIS (OECD, 2019, 2020a) data reveal that the majority of teachers in the 
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HAND:ET countries do not feel valued in society (for more, see Chapter 1). 
This can add to teachers’ already stressful working conditions, low well-being, 
and burnout. Although SEDA competencies can help teachers cope with these 
pressures, systemic changes in society are also required to make the teaching 
profession more valued. 

Recommendations

4.1 Attracting students to teacher university programmes. Systematic educa‐
tional policy measures (e.g., scholarships) are needed to attract the best 
candidates to the teaching profession (e.g., Henry et al., 2012). 

4.2 Increasing the capacity of teachers’ programmes in university programmes. 
The projected teacher shortages across the EU (e.g., European Commis‐
sion, 2023a) in the coming years make it reasonable to expect that empty 
positions will not be fulfilled by the existing capacities (the number of 
students) in teachers’ university programmes. 

4.3 Issuing public campaigns to promote the teaching profession. To reveal 
individual teachers’ stories and the role they play in students’ lives as 
inspiration for (young) citizens to value the teaching profession and enter 
it (e.g., Willis et al., 2021). 

4.4 (Public) recognition of teachers’ achievements with awards for teachers. In‐
dividual teachers’ achievements should be strongly promoted to increase 
the profession’s value in society, as confirmation of their work and to in‐
spire other teachers to stay in the profession (Huggett et al., 2012; Seppala 
& Smith, 2020). 

4.5 Raising parents’ awareness of their rights and obligations, as well as the 
boundaries of their involvement in the educational process. Teachers today 
report parents’ communication as being a considerable element of their 
work-related stress (e.g., OECD, 2020a; Tekavc & Vončina, 2023). It is 
important to establish appropriate relationships of responsibility and au‐
thority between educational institutions and parents as concerns achiev‐
ing students’ learning and educational goals. 

4.6. Encouraging media coverage of the importance of teachers and knowledge 
in society. More frequent and supportive reporting on education-related 
issues can help raise awareness of the important role played by teachers 
and education in society (e.g., Willis et al., 2021). However, TALIS 2018 
(OECD, 2019, 2020a) results show that on average across the OECD coun‐
tries 19% of teachers report that they feel valued by the media in their 
country. 
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5. Improving policy frameworks for supporting teachers’ SEDA 
competencies on all levels of the EU’s multi-level governance

Key findings and outcomes

The review of existing policies in the countries participating in the HAND:ET 
project shows that the development of teachers’ SEDA competencies is not be‐
ing optimally systemically supported in terms of clear political goals, initial and 
continuous professional development, favourable working conditions as well as 
systematic measurement and supporting policy-oriented research in the area 
(for more, see Chapters 3, 4, 5, 6, 7). For many of these measures, concerning 
which we have already presented recommendations in the previous sections, 
high-level political and policy support is needed. 

Recommendations

5.1 Making education a high political priority. This would signal to all stake‐
holders that education is important and unite them in a common commit‐
ment and efforts to promote education as a prerequisite for a better future 
of society. 

5.2 Establishing clear European and national policy frameworks for develop‐
ing teachers’ SEDA competencies. Clear policy frameworks would clarify 
actors’ responsibilities and enhance their awareness and commitment to 
the issue (e.g., Cefai et al., 2018; Štremfel et al., 2020). 

5.3 Articulating the political and policy goals related to developing teachers’ 
SEDA competencies. For policies to be effective, it is vital that their goals 
are clearly stated. This sharpens the focus of different stakeholders in 
the pursuit of these goals while also improving the chances that their 
achievement is properly measured (e.g., Hogwood & Gunn, 1984). 

5.4 Making the SEDA dimension of education valued. This could be done in 
terms of exposing teachers’ and students’ outcomes in this field as an 
important indicator of quality education, which at the moment is gener‐
ally focused on cognitive outcomes and ignores social and emotional ones 
(e.g., Biesta, 2009). 

5.5 Opening up possibilities for teachers’ voices in education policymaking. 
Teachers should be given normative and de facto possibilities to partic‐
ipate actively in the forming of teacher policy on the school, local, re‐
gional, national and EU levels. Research (e.g., Good et al., 2017; OECD, 
2019, 2020a) shows that their involvement in policymaking is limited. 

5.6 The systematic introduction of SEDA competencies into school development 
plans would enhance the whole-school commitment to developing SEDA 
competencies (e.g., Meyers et al., 2018). 
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5.7 Support systematic needs assessment of teachers in the SEDA field. This 
should also be related to teachers’ well-being, occupational stress, and 
burnout. The assessment of teachers’ needs is important for developing 
responsive policies in the area (e.g., Brady & Wilson, 2021). 

5.8. Supporting scientific research in the field. Scientific research insights are 
crucial for developing evidence-based measures to support the develop‐
ment of teachers’ SEDA competencies and their well-being. Roczen et 
al. (2020) state that “schools are complex systems and that triggering a 
change in such system may depend on several contextual factors impos‐
sible to control for in small experimental studies”. This demonstrates the 
need for further large-scale evaluation research in this field. 

National-specific Recommendations

Austria

Current state

According to the findings of Chapter 3 and the Education and Monitoring Re‐
port (European Commission, 2023b), Austria’s education system faces several 
challenges involving the teaching profession, including: a) the considerable 
staff shortages due to the ageing teaching force, rising student numbers and 
many qualified graduates choosing not to enter the teaching profession; b) the 
low attractiveness of the teaching profession; c) the teaching profession is not 
valued by society; and d) the limited mentoring and support available for new 
teachers. 

Recommendations

The development of teachers’ SEDA competencies could be integrated into the 
Human Resource Development Framework for the Austrian school system cur‐
rently being prepared by the European Commission’s Technical Support. 

The national campaign “Great Job” seeks to modernise the image of schools, 
encourage people to join the teaching profession, and develop teacher educa‐
tion. At least in the final phase, this campaign could be considerably supported 
by the content regarding the development of teachers’ SEDA competencies. 

Both activities could be especially supported by: 
– raising awareness among education professionals and policymakers that 

SEDA competencies and mindfulness approaches can increase mental 
health and of the fact that teachers need SEDA competencies as a fun‐
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damental tool in their daily duties while interacting with each other and 
their students; 

– providing a clear national definition of SEDA competencies; 
– ensuring the provision of mentoring and supervision for young teachers 

in the area of SEDA competencies; 
– providing for a better structure of continuous professional development, 

more information about how to find specific offers, more possibilities to 
advertise them, structural possibilities to attend continuous professional 
development programmes as a whole school team or for more than 2 hours, 
not outside official working hours, and by offering incentives to partici‐
pate in continuous professional development; and 

– relieving principals of organisational and administrative tasks, expanding 
the opportunities to build their SEDA competencies, and establishing a 
positive school culture as important factors of teachers’ and students’ well-
being. 

Croatia

Current state

According to the findings in Chapter 4 and the Education and Monitoring 
Report (European Commission, 2023c), the Croatian education system faces 
several challenges involving the teaching profession, including: a) the short‐
age of teachers in certain areas of the country (e.g., islands, small rural areas); 
b) the shortage of science, technology, engineering, and mathematics (STEM) 
teachers; c) the low salary (compared with the average salary); d) pressure from 
parents; e) the high administrative workload; f) the fact teachers feel that the 
teaching profession is not valued; and g) the large share of teachers who do 
not feel they can influence the educational policy or that politicians appreciate 
their opinions. 

Recommendations

– To raise the awareness of school principals concerning the urgent need to ad‐
dress teachers’ well-being and the development of their SEDA competencies 

– To consider a further national adaptation of the HAND:ET programme 
– To continue the discussion on the organisational and legal aspects of further 

introduction of the HAND:ET programme into the educational space in Croa‐
tia 

– To contemplate ways of introducing the SEDA competencies empowerment 
programme into the first year of teachers’ careers (apprenticeship period) 
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– To discuss possible modes of implementing the programme in the designated 
career period with the Education and Teacher Training Agency 

– In consultation with local educational stakeholders, to consider the possibil‐
ities of implementing SEDA learning in local communities 

– To consider amendments to the legislative framework in order to remove the 
barriers to effective in service-education 

– To reinforce the national funding of research / projects about SEDA compe‐
tencies in schools 

Portugal

Current state

According to findings of Chapter 5 and the Education and Monitoring Report 
(European Commission, 2023d), Portugal’s education system faces several chal‐
lenges involving the teaching profession, including: a) the ageing teacher force 
and the fact not many young people are entering the profession; b) particular 
regions, subject areas and specialisations are encountering teacher shortages; 
c) the number of teacher graduates is shrinking; d) teachers believe that society 
does not value their work; and e) many teachers report work-related stress and 
exhaustion. 

Recommendations

A new model of initial teacher training featuring longer internships is presently 
being prepared in Portugal. The possibilities of including SEDA competencies 
development programmes in this framework should be considered. 

Intentions to reduce the administrative burden on teachers open space for 
discussion concerning whether this time can be devoted to teachers’ profes‐
sional development in the area of SEDA competencies. 

Since several (shorter) trainings for teachers in the SEDA competencies field 
exist in Portugal, a common framework for these trainings and more systematic 
support for this framework should be considered. 

Slovenia

Current state

According to the findings of Chapter 6 and the Education and Monitoring Re‐
port (European Commission, 2023e), Slovenia’s education system faces chal‐
lenges regarding the teaching profession, including: a) data from the Employ‐
ment Service of Slovenia point to challenges when recruiting qualified teachers; 
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still, no comprehensive dataset on teacher shortages is centrally available; b) 
somewhat over 25% of Slovenian teachers reported that they wish to leave 
teaching within the next 5 years (OECD, 2020a), namely, higher than the OECD 
average. Slovenia is one of the top five countries in which teachers who re‐
ported experiencing stress at work are a lot more likely to want to leave teach‐
ing within the next 5 years; c) the small percentage of teachers who perceive 
that their work is appreciated by society; and d) the discriminatory behaviour 
of teachers as well as non-supportive relationships with students are issues 
exposed by international comparative assessment studies. 

Recommendations

To help future professionals in education acquire new competencies, including 
digital and sustainable development competencies, the Ministry of Education 
plans to develop a proposal for updated pedagogic study programmes that will 
be tested and evaluated in at least 92 pilot studies. This could present an excel‐
lent opportunity for developing the SEDA competencies to be involved in the 
experiment as well. 

As concerns digital skills and competencies for environmental sustainabil‐
ity, the Ministry of Education should consider options for supporting large-
scale training in the field of a safe and supporting school environment, which 
also encompasses teachers’ SEDA competencies, with the Recovery and Re‐
silience Plan. 

The need for high-quality, long-term and empirically tested continuous 
professional development programmes targeting teachers’ SEDA competencies 
should be recognised. The evaluation of the existing programmes in this regard 
should be provided. 

Greater time in the curriculum should be devoted to activities for developing 
students’ SEDA competencies and specific support should be given to develop 
class teachers’ SEDA competencies. 

The transfer from university to work, along with mentoring and supervising 
for early-career teachers, should also be better supported in the field of SEDA 
competencies development. 

The involvement of teachers’ well-being and SEDA competencies as an in‐
dicator of quality education in the new framework for identifying and ensuring 
quality in education should be considered. 

The whole-school approach and positive school climate should be enhanced 
by: 
– supporting whole school teams, including principals in the development of 

SEDA competencies; 
– considering opportunities for meaningfully including SEDA learning in 

School Education Plans; and 
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– further relieving school counselling service staff of administrative tasks so 
they can fully use their competencies to support teachers in the field of oc‐
cupational stress, well-being and SEDA competencies development. 

Sweden

Current state

According to the findings of Chapter 7 and the Education and Monitoring Re‐
port (European Commission, 2023 f), Sweden’s education system faces several 
challenges involving the teaching profession, including teacher shortages in 
most education sectors, and teachers not believing that their profession is val‐
ued in society. 

Recommendations

In Sweden, the preparation of a national professional programme for teachers 
is in progress. It is aimed at teachers’ competence development, increasing the 
quality of teaching, and making the profession more attractive. At this point, 
it is important to stress the importance of quality (evidence-based) programme 
implementation and to advocate the need to develop teachers’ SEDA compe‐
tencies as part of continuous professional development. 

The Swedish National Agency for Education should provide long-term, na‐
tional in-service training for teachers and other school staff concerning the 
understanding and development of SEDA competencies to support teachers in 
their personal and professional development. This could be organised in the 
same manner as the investment in in-service training in reading, science and 
mathematics areas in Sweden. 

The responsibility for organising and running compulsory schools in Swe‐
den is held by the main organisers (public or independent) while initiatives for 
focusing on SEDA competencies to some extent depend on individual schools or 
municipalities. Raising awareness among principals and local authorities about 
the importance of SEDA competencies is therefore needed. 

In Sweden, continuous professional development of whole-school teams is 
already practised in the fields of reading, science and mathematics literacy. 
Recognising the importance of SEDA competencies, such a framework of train‐
ings could be established in this field as well. 
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