
 

 

 

Area of Teacher’s Education 

 
 
 

FINAL PROJECT’S TITLE 

Integrating Social and Emotional Learning 

in the Foreign Language Classroom 

 

 

Thesis to qualify for: 

Master in Teaching English as a Foreign Language 

 

Presented by: 

Carina Alejandra Vázquez Luna 

UYFPMTFL2358856 

 

Director:  

Verónica Cabañas 

 

 

ROCHA, URUGUAY 

JANUARY 10, 2020 

 



ii 

 

1. Introduction 1 

2. Justification of Academic and Personal Interest 3 

3. Objectives 6 

3.1. General Aim 6 

3.2. Specific Objectives 6 

4. Theoretical Background 7 

4.1. Teaching English Nowadays 7 

4.2. Learner Centredness 7 

4.3 Neuroscience: the adolescent‟s brain 11 

4.4. Positive Psychology 13 

4.4.1. The Concept of Well-Being. 14 

4.4.2. Emotions. 15 

4.5. Emotional Intelligence 16 

4.5.1. Different Intelligences. 17 

4.5.2. Multiple Intelligences Theory. 18 

4.6. Collaborative Academic Social and Emotional Learning (CASEL): Social 

Emotional Learning (SEL) 20 

4.6.1. The teacher‟s role and SEL. 22 

4.6.2. SEL in High Schools. 24 

4.6.3. How to Evaluate SEL. 26 



iii 

 

 

4.7. Mindfulness 28 

4.7.1. Teacher‟s Role in Mindful Teaching. 30 

4.7.2. Mindfulness and Intentions. 32 

4.8. Technology Integration and SEL 33 

5. Methodology of the Project 35 

5.1. Description of the Approach Selected for the Design of the Materials 35 

5.2. Description of the Target Group 38 

5.3. Description of the Structure that Surrounds the Materials 39 

5.4. Description of the Creative Process 41 

5.5. Description of the Typology of Materials and/or Activities 43 

5.6. Assessment of Materials and/or Activities 45 

5.7. Description of the General Learning Objectives of the Materials 46 

6. Results and Discussion 47 

6.1. Results of the Needs Analysis 47 

6.2. Material Designed 48 

6. 2. 1. Description of the Context. 49 

6.2.2. Learning Objectives. 50 

6.2.3. Evaluation Criteria. 51 

6.2.4. Competences Covered. 53 

6.2.5. Content. 54 



iv 

 

 

7. Conclusions 85 

Bibliographic References 92 

Webography 95 

Appendix A 97 

Appendix B 99 

Appendix C 100 

Appendix D 102 

Appendix E 105 

Appendix F 107 

Appendix G 111 

Appendix H 118 

Appendix I 136 

Appendix J 139 

Appendix K 140 

Appendix L 141 

Appendix M 142 

 

 

 



1 

 

Integrating Social and Emotional Learning in the Foreign Language Classroom 

 

If your emotional abilities aren't in hand, if you don't have self-awareness, if you are not able to 

manage your distressing emotions, if you can't have empathy and have effective relationships, then 

no matter how smart you are, you are not going to get very far. 

Daniel Goleman 

Journalist, psychologist, writer (1946) 

 

 

1. Introduction 

 

The objective of this project is to design English as a Foreign Language (EFL) material for 

public secondary students in Uruguay with a communicative approach and with the intention 

to develop their social and emotional skills to increase their academic achievement in 

language learning. The first time that official documents included this social and emotional 

aspect in students‟ learning was in 2017, in the framework of reference (Marco Curricular de 

Referencia Nacional) for all the levels of formal education and one of the dimensions of 

learning is called „An ethic of well-being, feeling and being in the group‟. This dimension 

implies the social and affective development of the student and it is directly linked to Social 

and Emotional Learning (SEL). 

Uruguay has a short history in the writing of documents related to language learning, 

whether official, second or foreign languages. However, this national framework explicitly 

attests the need for teachers to develop these skills in every student. The distinction between 
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including an ethic of well-being in an official framework and letting teachers decide by 

themselves whether to develop students‟ social and affective skills, reveals the significance of 

the concept of the learner as a whole, therefore, SEL is an increasingly important area in 

language learning (LL) in Uruguay. In recent years, there has been an interest in the 

connections between emotions and learning, a considerable amount of literature has been 

published on SEL. Questions have been raised about the implementation and integration of 

SEL and LL, consequently, this project has the intention to contribute to show its practicality 

and to gather information about the benefits and drawbacks of a systematic and thoughtful 

application of EFL and SEL activities in our country.  

This work is divided into seven sections including this introduction. The second section 

deals with the justification of the academic and personal interest where the author explains in 

detail the situation of language learning and the personal view related to social and emotional 

skills, which offers a short history of the linguistic policy in Uruguay and the current 

situation. Section Three includes the general and specific objectives of this project, and 

Section Four begins by laying out the theoretical framework which shows the contributions 

from Positive Psychology and Neuroscience before describing Social and Emotional 

Learning. The fifth section is concerned with the methodology used for this project, and 

section Six includes the design and a guide for the implementation. Finally, the conclusion 

gives a summary and critique of the findings.  
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2. Justification of Academic and Personal Interest 

Since 2008, the policies in language teaching in Uruguay have been working to improve 

the teaching and learning of languages in Uruguay. Consejo Directivo Central (CODICEN) 

and the Commission of National Linguistic Policy, presented several documents elaborated 

from December 2006 to November 2007. These documents depicted the reference framework 

for the Linguistic Policy, a proposal to restructure the curricular and extracurricular 

components of the linguistic domain in the different levels of public education, some 

recommendations referring to teaching training for the linguistic domain, and some 

complementary aspects. This was the first time in the history of our country that there were 

explicit and written guidelines for the official, second and foreign languages. 

The need of our educational system to establish a linguistic policy was not simply 

administrative. In the first place, our country has a multilingual history of immigrants from 

different parts of the world which has contributed to our society. Besides, our society 

demanded more options for language learning for every student without any exceptions. If 

there is more equity in LL, the linguistic policy has to lead to social justice enhancing 

learning and inclusion. Finally, the structure of our educational system required some other 

aspects connected to quality, continuity and coherence.  

The objective of this Commission for the Teaching of English was to reach a level of B2 

when students finish high school studies in 2020. In order to certify students‟ foreign 

language learning in public education in the different levels, they offer free Cambridge exams 

for students who wish to obtain their certificates. Since 2013 students from different parts of 

the country have sat for KET and PET for schools, a total of 1153 students have been 

enrolled. The numbers and results for each level and year are shown in Appendix A. 

With respect to national policies to integrate the different kinds of learners in public 
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education, several special programmes are available for high schools in Uruguay. One of 

them is to provide guidance for teachers to differentiate instruction in the classroom, the 

department in charge of this is called “Departamento Integral del Estudiante” (DIE) created 

in September 2014 by Consejo de Educación Secundaria. It is composed of a group of 

professionals in Psychology, Educational Psychology, Social work and Social Education. 

They organize free courses, workshops, design protocols and provide support for teachers and 

students. On their website they offer suggestions for specific subjects and for different 

learning disabilities, like dyslexia, cerebral palsy, Dawn syndrome, attention deficit 

hyperactivity disorder (ADHD) and alike. One of these documents is a form for teachers to 

register their observations and adaptations for each learner and one of the items mentions 

social skills (Appendix B). In 2017, this department published a guide for teachers and 

principals with specific teaching tips for learning disabilities, assessment tools and general 

considerations related to differentiation (CES and DIE, 2017). One of the chapters describes 

social and emotional skills and they include a chart to register the student‟s social and 

emotional skills (Appendix C) in three areas: habits related to personal hygiene, attitudes 

towards classroom tasks, and the student‟s relationships with peers and adults. This chart set 

the beginning for observing students and to reflect on teaching decisions to develop these 

skills. 

The Uruguayan Educational Research Institute (INEEd) started uploading material related 

to social and emotional skills, creating the “Observatorio Socioemocional” (Ineed, 

2016),whose website comprises different links to international literature on the topic, the 

Uruguay law of education, the learners‟ profiles, as well as different international and 

national projects which apply social and emotional skills in different levels of public 

education, such as Yale‟s Center for Emotional Intelligence from the USA, Fundación Botín 
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from Spain and Gurises Unidos- “Siento, luego aprendo” from Uruguay.  

Having exposed the situation of teaching EFL in Uruguay and the different programmes to 

support students‟ learning, it is necessary to explain my personal interest in selecting this 

topic. The main reason is my personal concern, which is based on my experience as a teacher 

of English in public high schools in Rocha, Uruguay. There is more than content that 

students‟ demand from teachers nowadays and I consider that if we care about ourselves and 

our students, the academic results will be better and more significant for them. Secondly, as 

our authorities in education are building the aforementioned framework of references (Marco 

Curricular de Referencia Nacional), teachers need to integrate the dimension „An ethic of 

well-being, feeling and being in the group‟ in their planning and teaching. This change is a 

challenge that requires reading, studying, reflection and collaboration. In the third place, I 

expect this project contributes to colleague teachers in high school in the province of Rocha 

in Uruguay, and that it can be taken as a starting point to design more material based on the 

needs of Uruguayan students to raise awareness on the dimensions of learning beyond the 

transmission of content which is still present in many classrooms. 
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3. Objectives 

3.1. General Aim 

 

To design the thematic unit Human Values for the group 6th Social-Humanistic in High 

school n.º1 in Rocha, Uruguay, within the framework of the National Curriculum of English 

as a Foreign Language, in order to develop social and emotional skills. Although the unit is 

intended for a specific group of students, the design can easily be adapted to any group of 6th 

graders in Uruguay. 

 

3.2. Specific Objectives 

 

Identify the learning needs and interests of students attending the English course in 6th 

Social-Humanistic. 

Incorporate two social and emotional competencies in the different activities of the 

thematic unit Human Values. 

Design assessment tools for students‟ social and emotional skills. 
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4. Theoretical Background 

  

4.1. Teaching English Nowadays 

The aforementioned demand from society to the educational system compels teachers to 

ensure that learners achieve a good command of English in this century where information 

and communication are essential for studying, working and mainly because we are social 

beings. Communicative Language Teaching (CLT) is currently the approach which is 

obtaining the best results for the needs of our students nowadays. It is not a method but an 

approach, an umbrella term for a set of approaches with theoretical underpinnings. 

Common to all versions of Communicative Language Teaching, however, is a theory of language 

teaching that starts from a communicative model of language and language use, and that seeks to 

translate this into a design for an instructional system, for materials, for teacher and learner roles 

and behaviors, and for classroom activities and techniques. (Richards & Rodgers, 1986, p. 69) 

     The family of approaches included in CLT offer teachers several models which share 

some concepts. To begin with, meaning is essential in teaching where language is used to 

communicate relevant ideas in different contexts and for different reasons. Hence, units of 

grammar are not sequenced as structures but as groups of expressions for communicative 

needs (Richards & Rodgers, 1986). 

4.2. Learner Centredness 

Once the focus on teaching and learning has changed towards the learner, those methods 

and beliefs that teachers were in command of teaching and that that was enough for students‟ 

learning were left behind. The vast number of studies and researchers trying to obtain 

answers and facts that provide evidence of how children, adolescents and adults learn a 
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language, have also invited teachers to share the research field and provide the rich 

experience from everyday events.  

Without a shadow of a doubt, the advent of CLT, the roles of the teacher and the learner 

have changed, transferring more participation and opportunities to express themselves to the 

learners. Nowadays, teachers need to be aware of the differences between their students and 

their contexts. Palacios, Gassó & Ball (n.d.) express that there are three factors which 

influence learning differences in the language classroom: cognitive, affective, and physical 

and psychological shown in Table 1. They are classified in three groups but they are not 

independent, the learner acts as a whole in the classroom and one factor cannot be responsible 

for itself for language learning to occur but they are interconnected. 

 

Table 1. Factors influencing individual learner differences in language learning 

Cognitive  Intelligence 

 Language aptitude 

 Cognitive style 

a) field independence/dependence 

 Learning strategies 

a) direct 

- memory 

- cognitive 

- compensation 

           b) indirect  
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Note. This table shows the three different factors influencing individual learner differences in language learning: 

cognitive, affective, and physical/psychological. Adapted from Individual Factors in the Learner’s 

Development, by I. Palacios, E. Gassó& P. Ball, n.d., p. 3. 

 

                  - metacognitive 

                  - affective 

                  - social 

 

Affective 

 

 

 

 

 

 

 Attitudes towards language learning 

 Motivation for language learning 

a) extrinsic 

b) intrinsic 

c) integrative 

d) instrumental 

e) resultative 

PHYSICAL AND 

PSYCHOLOGICAL 

 Age 

 Personality 

a) extroversion/introversion 

b) risk-taking/inhibition 

c) anxiety 

d) tolerance of ambiguity 

e) other 
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In the cognitive factor, four aspects are acknowledged: intelligence, language aptitude, 

cognitive style, and learning strategies. The concept of intelligence will be clarified later in 

this work. On the contrary, the concept to be explained at this point is in reference to the 

cognitive style which is an area of psychology. Psychologists have examined the preferences 

people have when thinking and/or solving a problem. These choices are known as „learning 

styles‟. Pritchard (2009) defines a learning style as: “a preferred way of learning and 

studying; for example, using pictures instead of text; working in groups as opposed to 

working alone; or learning in a structured rather than in an unstructured manner” (p. 41). The 

awareness of these different styles is relevant for both the teacher and the students. When the 

teacher recognizes the learners‟ styles they are capable of understanding students‟ attitudes in 

the classroom and make decisions to enhance their learning without letting prejudices blind 

him/her. For the learner, the understanding of their own preferences provides them with a 

deeper understanding of their own learning process and as a result, they can solve matters 

related to studying more efficiently. For this work, the description of learning styles by Neuro 

Linguistic Programming (NLP) is to be used.  Based on research by NLP three learning styles 

are identified: visual, auditory, and kinaesthetic. Visual learners are good at remembering 

images, they tend to remember how they wrote something and are usually silent in class. 

Auditory learners like speaking in class and learn by listening, they do not need to take notes 

to remember a topic which they discussed in class. Kinaesthetic learners enjoy physical 

exercise and it is hard for them to be still. Although learners may have features of each of 

these three styles, most learners rely on one them more than the others.  

Within the affective factor two aspects are considered: attitudes towards language 

learning, and motivation for language learning. Although there are different views on 

motivation and how teachers should motivate students, this is still not enough for some 
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students to learn, especially during adolescence. 

4.3 Neuroscience: the adolescent’s brain 

Neuroscience has provided meaningful information for teaching and learning. Many facts 

that we observed but did not understand their causes, like teenagers‟ irrational behaviours, 

can now be explained with the results of neuroscience research. Our brains have about 100 

billion neurons, which are connected to each other through neuron‟s dendrites and thanks to 

them learning occurs. As every person is unique, our brain is also unique, it is the teacher‟s 

job to know our students backgrounds, abilities, preferences, needs, and how their brain 

works (Jensen,2005).  

Jensen (2005) highlights three facets of the brain which are essential for teaching and 

learning: adaptability, integration, and sophistication. The first feature is the brain‟s capacity 

to change continually, the second feature is how its structure is able to compete and 

collaborate, and finally the brain‟s extraordinary complexity. 

According to Jensen (ibid) the brain undergoes two key periods of increased production of 

gray-matter: the first occurs during fetal development until approximately 18 months of age, 

and the second takes place during early adolescence. Consequently, the brain of a teenager is 

not mature, as shown in Figure 1. The incomplete myelination, fast growth of gray matter, 

and the immature frontal lobe, changes which occurs during this age, are observed when 

adolescents lack impulse control, show irrational behaviors, or make decisions grounded on 

feelings rather on sensible reasoning. Research findings have provided evidence for teachers 

to understand the significance of brain changes associated to teenagers‟ mood, attention, 

sleep, learning and memory. 
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Figure 1. The Orbitofrontal Cortex. Reprinted from Teaching with the Brain in Mind (p. 31), by E. Jensen, 

2005, USA: ASCD. 

 

From Jensen‟s list of suggestions (2005) when teaching teenagers, two are selected due to 

the fact that they are connected to social and emotional skills: 

 “Be understanding rather than judgmental” (p. 31). Compared to adults, 

teenagers are less able to interpret facial expressions to distinguish 

emotions. Apart from this, they seem to be scarcely capable of identifying 

their own emotions. This author‟s recommendation is to show them their 

behaviours and let them arrive at their own conclusions.  

 “Be tactful” (p. 32). Learners may face difficulties when dealing with 

nuance until they are 16 to 18. For this reason, they may not understand 

jokes or meanings which require social interpretations. For this aspect, the 

suggestion is to offer an explanation. 

To continue with more recommendations for teaching from Neuroscience, Erlauer (2003) 

describes seven brain-compatible fundamentals for classroom applications: “ (a) emotional 
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wellness and safe environment, (b) the body, movement, and the brain, (c) relevant content 

and student choices, (d) time, time, and more time, (e) enrichment for the brain, (f) 

assessment and feedback, collaboration” (pp. 4 & 5). 

With Jensen‟s explanation of the brain and how it develops and Erlauer‟s brain-compatible 

fundamentals, the centre of teaching is the learner. For teachers, the role demands our 

commitment to trust on science and these facts rather than the history of teaching together 

with the multiple methods for language teaching. The other field which has contributed is 

psychology, specifically positive psychology. 

4.4. Positive Psychology 

The following is a brief description of positive psychology and how it started. The positive 

features of living were also forgotten by Psychology, until the field of positive psychology 

started showing actions that lead to well-being. Seligman and Csikszentmihalyi (2000) 

express that the objective of this specific field is to prepare a change in the target of 

psychology, instead of focusing only on repairing and healing, there should be a focal point 

in building positive traits. They explain that they work at the subjective level with 

experiences in the past, for the future and in the present in two dimensions: the individual and 

the group. The individual level is about positive qualities like perseverance and the capacity 

for love, while at the group level, it is about qualities such as responsibility and tolerance in 

order to lead people to become better as being part of society. 

Both authors explain how they moved towards positive psychology. Seligman (2000) 

shares how he became aware that raising children was not about repairing what was wrong 

with them, his daughter showed him the importance of identifying the strengths of others and 

help them to cultivate those qualities or talents. On the other hand, Csikszentmihalyi (2000) 
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decided to leave Italy, where psychology was not a recognized discipline, and moved to the 

United States. He realized that psychology was not just to study illnesses, it was also the 

study of qualities. When describing the mission of this positive psychology, he highlights 

prevention and nurturing what is best: “Much of the task of prevention in this new century 

will be to create a science of human strength whose mission will be to understand and learn 

how to foster these virtues in young people” (ibid, p.7). In an era where pathologies escalate 

in types and numbers, this view is of paramount importance for every person. The challenge 

is for everybody as well, to change from the belief that there is something wrong in us to the 

conviction that we all have qualities to develop. In addition to this, most of us grew up in a 

society where guilt and punishment were associated to education and the keys to become 

responsible citizens.  

A central concept for positive psychologist is well-being. They look for clues to 

understand what makes a person happy and how the different experiences, whether positive 

or negative through a person‟s life, can contribute to the happiness of an adult. 

4.4.1. The Concept of Well-Being. 

The concept of well-being is key in Positive Psychology. Seligman (2012) expresses the 

following when explaining his theory of well-being and the word happiness: “...but I actually 

detest the word happiness, which is so overused that it has become almost meaningless” (p. 

9). This author compares his former theory called Authentic Happiness Theory and his new 

one, Well-being Theory showing why he realised his former theory was not completely 

correct. One of the inadequacies that he found was the popular connotation of “happiness” 

with being in a cheerful mood. While comparing these two terms, Seligman (2012) expresses: 

“Well-being is a construct, and happiness is a thing” (p. 14). To define this construct, he 
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makes an analogy with the word weather which is not a real thing but several elements, such 

as wind and temperature, can be measured and cooperate to understand it. He claims that 

well-being has five measurable elements and which he calls PERMA: 

 “Positive emotion [of which happiness and life satisfaction are all aspects]. 

 Engagement. 

 Relationships. 

 Meaning and purpose. 

 Accomplishment” (p. 16). 

Besides, each of these five elements must have three characteristics:  

1. “It contributes to well-being. 

2. Many people pursue it for its own sake, not merely to get any of the other 

elements. 

3. It is defined and measured independently of the other elements 

(exclusivity)” (Seligman, 2012, p. 16). 

The measurement of these elements can be objectively and subjectively completed 

depending on the element. The goal of his well-being theory is to increase flourishing by 

increasing positive emotion, engagement, positive relationships, meaning and 

accomplishment. For instance, the first and second traits, positive emotion and engagement 

are subjectively measured.  

4.4.2. Emotions. 

As stated above, positive emotions belong to the acronym PERMA and they contribute to 

personal flourishing. It should be noted how the word emotion can be defined. Collins online 

dictionary (2019) defines an emotion as “a feeling such as happiness, love, fear, anger, or 
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hatred, which can be caused by the situation that you are in or the people you are with”. 

Salovey & Mayer (1990) state that emotions are “organized responses crossing the 

boundaries of many psychological subsystems, including the physiological, cognitive, 

motivational, and experiential systems” (p. 186). More specifically, Fredrickson (2011) 

explains that emotions “are best conceptualized as multicomponent response tendencies that 

unfold over relatively short time spans. Typically, an emotion begins with an individual's 

assessment of the personal meaning of some antecedent event” (p. 1). 

The first definition from Collins dictionary online (2019) places emotions and feelings as 

similar concepts, linking them to a particular situation you are experiencing. Salovey & 

Mayer (1990) integrate different subsystems conveying that emotions are complex because 

they appear as a reaction to an event, and the emotion can be positive or negative depending 

on the experiences of that individual. Similarly, Fredrickson (2011) defines it as a 

predisposition in one‟s reactions which involve a variety of components. In addition, these 

reactions are associated to previous personal experiences. Hence, the concept of emotion is 

far more complex than we may think. Consider the fact of measuring emotions which 

Seligman (2012) expresses in his Well-being Theory. 

4.5. Emotional Intelligence 

“Genius... means little more than the faculty of perceiving in an unhabitual way.” 

William James 

American philosopher 

 (1842-1910) 

 

Daniel Goleman‟s bestselling book Emotional Intelligence (1995) offers understanding of 

emotions and this author acknowledges his interest on this kind of intelligence after reading 

an academic journal by two psychologists, John Mayer and Peter Salovey. These two 



17 

 

 

psychologists, Mayer and Salovey (1990) define emotional intelligence as “the ability to 

monitor one‟s own and others‟ feelings and emotions, to discriminate among them and to use 

this information to guide one‟s thinking and actions” (p. 5). Based on this definition, they 

describe the processes underlying the emotional intelligence, the emotions in the self and in 

others, how people regulate emotions in the self and in others, and how we use our emotional 

intelligence to solve problems. Apart from that, they shed light on the abilities that a person 

develops in relation to emotional intelligence. 

4.5.1. Different Intelligences. 

The concept of intelligence per se has changed based on studies from different fields. 

Gardner (2001), a cognitive psychologist who has written plenty of books and articles about 

intelligence, describes the history of the concept of intelligence and how its connotation has 

modified over the years. For over 100 years psychometricians were the owners of 

intelligence, they applied the IQ tests, and the results of these tests were taken as invariable 

during a person‟s life and they were also associated to someone‟s race. In the field of 

psychology, he spotlights the findings from Goleman on emotional intelligence, Sternberg on 

creative intelligence and his own theory of multiple intelligences. While explaining the 

concept of intelligence he depicts three different meanings of this concept. According to 

Gardner (2001), the first meaning is related to the human intelligence and its uniqueness, the 

seconds refers to the term usually used by psychologist when comparing people‟s results in a 

test or any kind of measurement designed for this purpose, and the last one is the most 

intriguing for him. This last meaning of intelligence is connected to the way a task is 

accomplished, hence in order to decide if the task was intelligently performed different 

factors need to be considered. These factors may be the objectives, type, importance, and yet 
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the conclusions can be object of disagreement. Gardner (2001) places the third meaning of 

intelligence meaningful for teachers and for his theory of Multiple Intelligences. Moreover, 

he reduces the importance of tests results for teaching, on the contrary, he expresses 

“intelligence in the „individual difference‟ sense involves judgment about the potentials of 

individuals and how each might be taught in the most effective manner” (p. 6). 

4.5.2. Multiple Intelligences Theory. 

Gardner developed his Multiple Intelligences (MI) theory based on research and on his 

own definition of intelligence, which was based on learning differences. When he developed 

his theory he described seven different intelligences: linguistic, logical-mathematical, 

musical, spatial, bodily kinesthetic, interpersonal and intrapersonal. Some years later, he 

added the eighth and ninth intelligences, the naturalist and the existential respectively. When 

explaining his MI theory Gardner (2011) emphasized his decision to use the concept of 

intelligence over others, as key to be heard and shared this definition of intelligence: “an 

intelligence is a biopsychological potential to process information in certain kinds of ways, in 

order to solve problems or create products that are valued in one or more cultural settings” (p. 

3). 

Regardless all the criticism to his theory, Gardner (2011) introduces two terms to state the 

educational implications of his theory: individuation and pluralization. Grounded on the 

notion that human beings are unique, he expresses that there is no need to teach and assess 

learners in the same way. Hence, individuation should be in reference to the awareness of 

each person‟s intellectual profiles. Nowadays and with the assistance of technology, this 

individualized teaching and assessment is possible. On the other hand, pluralization is 

possible any time and for any kind of group, and it reaches more individuals. But teaching 
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should activate the different intelligences, therefore, the content of a school subject cannot be 

understood through only one intelligence, several and diverse tasks should approach the 

content in order to master it. The nine intelligences are the following: 

 linguistic: enjoyment of and facility with reading, poetry and all things literary and 

linguistic; 

 logical/mathematical: enjoyment of and facility with maths and science, games of 

strategy and any logic-based pursuits; 

 musical: enjoyment of and facility with music - listening, playing and perhaps 

composing;  

 spatial/visual: enjoyment of and facility with images, drawing, construction games 

and tactile puzzles such as jigsaws; 

 kinaesthetic: enjoyment of and facility with activities that involve touch and 

movement, dance, sport and other practical activities; 

 interpersonal: enjoyment of and facility with other people, communication, 

leadership and the ability to empathise; 

 intrapersonal: enjoyment of and facility with self-motivation, no dependence on 

others, awareness of one‟s feelings more than those of others - often seen as 

shyness; 

 naturalistic: enjoyment of and facility with the natural world, with ability in 

recognizing patterns and classification; 

 existential: enjoyment of and facility with asking and examining questions about 

life, death and ultimate realities. (Pritchard, 2009, p.34) 

The classroom and the activities students do should include as many types of intelligences 

as possible in order to have a positive impact on teaching and learning. Each student should 
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be allowed to show strengths where diversity is appreciated in a positive classroom climate. 

4.6. Collaborative Academic Social and Emotional Learning (CASEL): Social 

Emotional Learning (SEL) 

CASEL is dedicated to advancing the science and practice of school-based SEL. CASEL‟s 

mission is to help make SEL and integral part of education from preschool through high 

school. To accomplish their objectives CASEL‟s members develop material to support the 

implementation of SEL in schools. CASEL (2015) defines SEL as follows: 

The process through which children and adults acquire and effectively apply the knowledge, 

attitudes, and skills necessary to understand and manage emotions, set and achieve positive goals, 

feel and show empathy for others, establish and maintain positive relationships, and make 

responsible decisions. (p. 5) 

As shown in Figure 2, the optimal way for learning to occur is to be done through several 

settings: (1) effective classroom curriculum and instruction, (2) a school climate, policies, 

and practices which promote SEL, and (3) broad family and community involvement. 

 

Figure 2. Reprinted from CASEL, by the authors, 2018, retrieved from https://casel.org/what-is-sel/ 
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This SEL wheel shows the different interrelated cognitive, affective, and behavioral 

competencies. They are five: (1) self-awareness, (2) self-management, (3) social awareness, 

(4) relationship skills, and (5) responsible decision-making. Self-awareness is the capacity to 

precisely recognize one‟s emotions and thinking and how these emotions affect our attitudes. 

This competency includes our knowledge of our strengths and weaknesses based on 

confidence and optimism. Self-management is the capacity to adjust one‟s emotions, 

thinking, and attitudes adequately in different circumstances. This competency involves skills 

to manage stress, to control impulses, to motivate oneself, and to seek to accomplish personal 

and academic goals. The next competency is social awareness and it is the capacity to take 

others‟ views and empathize with others who are from different backgrounds and cultures. 

This allows us to understand social and ethical norms for conduct, and to acknowledge 

family, school and community resources and support. The fourth competency is called 

relationship skills and it is the ability to build and keep healthy and gratifying relationships 

with different groups. Someone who develops this competency has the ability to express 

ideas clearly, listen actively, collaborate, resist inadequate social pressure, handle conflict 

constructively, seek and provide support when needed. The fifth competency, responsible 

decision-making, is the capacity to make effective and practical decisions when interacting 

with others, and it allows us to analyze a situation, evaluation possible options considering 

the consequences for themselves and others. 

As explained earlier, the teenager‟s brain suffers a variety of changes. As stated by Jensen 

(2005), teachers need to understand these processes and help learners to understand 

themselves. The question is how to associate research findings, the five SEL competencies 

and the content from the curriculum to approach it at schools. CASEL introduces several 
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kinds of approaches which are shown in Figure 3, and they have research results which prove 

that social and emotional development can be promoted through these four different 

approaches: (1) free-standing lessons to increase learners‟ social and emotional competence 

overtly, (2) teach through cooperative and project-based learning promoting SEL, (3) 

integrating SEL and the academic curriculum, and (4) creating policies and school structures 

to support and promote SEL. Any school can apply one or all of these approaches as they are 

not exclusive.  

 

Figure 3. Reprinted from CASEL, by the authors, 2018, retrieved from https://casel.org/what-is-

sel/approaches/ 

4.6.1. The teacher’s role and SEL. 

Every time there is a new approach in teaching teachers have to adapt to the new setting. 

With SEL the teacher‟s role needs to be clarified and made explicit. The National Centre on 

Safe Supportive Learning Environments in the USA designed a hand for teachers describing 

what is expected for them for each of the five SEL competencies (Appendix D). For each of 

the competencies they created a checklist for teachers which they can use to support social 

and emotional learning for students and for themselves, hence SEL implies that the teacher 

has to work to develop the different competencies in order to guide learners to achieve them. 
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For the first competency, self-awareness, the chart includes guidelines like offering a variety 

of options for students to: identify and express their feelings through interaction, performing 

arts and writing journals, feel successful, identify emotions and physical sensations. As well 

as suggestions for the teacher, such as being aware of emotions and acknowledging internal 

biases. The identification of any internal preference or prejudice may prevent any distortion 

of the teacher‟s own view of students. Moving to the second competency, self-management, 

the list of options cover from providing opportunities for students to manage thoughts and 

behaviors to help them to set objectives and guide them to accomplish them. With regard to 

the teacher, the items lead them to reflect how successful they are to manage emotional 

reactions and to identify the self-care strategies they apply. The third competency, social 

awareness, covers decisions related to options for learners to observe others with different 

objectives, such as identifying how they may feel, how similar/different they are, or just to 

listening to peers. For the teacher, the items are connected to the role model they represent 

when interacting with others and in offering opportunities to apply this competency in real-

life situations. The next competency, relationship skills, guides the teacher to provide learners 

with activities where they have to work together in order to solve conflicts and to pay 

attention to the possible consequences of an action. The teacher‟s responsibility is to build a 

safe environment where students observe respectful relationships with the different people 

who work in the school. In other words, the safe environment includes the whole school, 

where the classroom is just one part of it. Finally, the last competency, responsible decision 

making, contains recommendations for the options teachers provide for learners when they 

complete a task or evaluate their own work. It is the teacher‟s responsibility to assist students 

to understand cause and effect and allow them to make decisions on issues related to 

classroom tasks and rules. Working on SEL is a significant change for teachers as well as for 
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learners, as adults we need to be aware of these five competencies to become real models to 

promote them with our students.  

4.6.2. SEL in High Schools. 

Elias, Weissberg and Zins (1997) suggest creating a personal-academic connection with 

teenagers. It is common for adolescents to be interested in themselves, peers and their 

activities outside school. Hence, it is hard for teachers to engage and motivate them in class. 

These authors claim that the key is to integrate social and emotional needs with academics for 

students to succeed in high schools; in other words, it is the combination of content, abilities, 

values and behaviour in a favourable climate which promotes this personal-academic 

connection.  

Elias et al. (1997) offer a list of 39 guidelines for the application of social and emotional 

skills at schools, the following were selected due to its importance for the development of this 

project: 

 “Guideline 5: SEL programs engage students as active partners in creating a 

classroom atmosphere where caring, responsibility, trust, and commitment to 

learning can thrive” (p. 44). 

 “Guideline 7: SEL instruction uses a variety of teaching methods to actively 

promote multiple domains of intelligence” (p. 47). 

 “Guideline 8: Repetition and practice are vital to the integration of cognition, 

emotion, and behavior” (p. 55). 

 “Guideline 10: The integration of SEL with traditional academics greatly enhances 

learning in both areas” (p. 61). 

 “Guideline 36: Effective SEL programs are monitored and evaluated regularly 
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using systematic procedures and multiple indicators” (p. 106). 

Guideline 5 refers to students‟ active participation in the classroom. Research findings 

indicate that a supportive environment fosters learners‟ motivation to learning as well as 

positive attitudes (Lewis, Schaps, and Watson, 1996). This guideline asks teachers to decide 

together with the students the classroom goals and rules, highlighting the importance of 

discussing with a rich vocabulary related to emotions and situations, considering a variety of 

perspectives before coming to agreements. The consequences of building this caring 

community with students are several, learners feel safe, take risks when participating in class, 

and build mutually supportive relationships.  

Guideline 7 alludes to the interrelation between the different intelligences (Gardner, 2001, 

2011). Based on Mayer and Salovey‟s (1990) definition of emotional intelligence stated 

above, students‟ thoughts and feelings affect their academic performance, on account of this, 

the teacher has to vary the methods to introduce SEL lessons in order to engage the different 

kind of students in a group. Recognizing the different kind of students, their needs and 

preferences, the teacher‟s own strengths and the goals of the lesson, a variety of methods in 

SEL instruction can be selected, such as self-awareness and self-regulation, artistic 

expression, storytelling, group discussion, self-reflection, and the like.  

Guideline 8 makes reference to the need for rehearsing in SEL. Although SEL involves the 

learning of new skills, it also entails the unlearning of thinking and behaviour habits. 

Research on neuroscience provides some hints into the challenge of changing bad habits, to 

break a bad habit your brain needs to find an alternative pathway. Conversely, to adopt a new 

habit you need the intention to do it and consciousness during the process. After performing 

this new routine the required times in order for our brain to make connections, the routine 

becomes a pattern requiring less effort each time to integrate emotion, cognition, and action. 



26 

 

 

Guideline 10 is related to the understanding of how learning takes place. SEL practice 

enriches the teaching of academic content and the different SEL skills can be effortlessly 

connected to curriculum, for instance, the world of literature has to do with topics which are 

universal. Through different readings learners can learn from stories, relate their own 

experiences to others, identify viewpoints of other people, analyze the author‟s intentions in a 

book. 

Guideline 36 deals with the relevance of evaluating the application of SEL in the 

classroom. This stage must be planned and carried out after documenting the SEL activities 

which occur. They may imply checklists, questionnaires, observations notes or interviews, 

but they must be integrated into the planning (Elias et al., 1997). 

4.6.3. How to Evaluate SEL. 

CASEL developed a website to support SEL assessment, where there is a guide to support 

the assessment of SEL competencies. This material includes three steps: (1) prepare to assess, 

(2) select an assessment, and (3) use assessment data, and other resources to continue reading 

about other projects, such as SEL Solutions at Americans Institutes for Research, the 

Taxonomy Project from Harvard University, and RAND Education Assessment Finder.  

The aforementioned website by CASEL lists the competencies to be assessed with the 

different ages, for the purpose of the present project, the following ones are referred to 

adolescents: (1) as their ability to self-reflect is developed at this age, they can complete self-

reports; (2) in order to let students show their knowledge, abilities, attitudes and mindsets, 

interviews become helpful; (3) observations and rubrics are a valuable tool to determine if 

students can transfer SEL competencies to other settings. It is relevant to express that 

research on this field is emerging and it is growing rapidly, therefore, research on assessment 
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tools are going to be considered as empirical base for this project.  

A research carried out in Portugal offers some data to visualize the results when 

implementing SEL in schools. The objective of this study was to examine the effectiveness of 

a socioemotional learning programme on the academic, social and emotional self-concept of 

middle school students (Coelho, Sousa and Figueira, 2014). 630 learners participated in 25 

groups, there were eight other control groups as well. The municipal health promotion and 

risk behaviour prevention plan in partnership with three schools participated in a project 

named “Project Positive Attitude”, this integration was carried out in a school subject called 

Civic Formation. They administered self-reports before and after the intervention based on 

Merrell (2001) and his tools to assess social skills. This author suggests different lines of 

choices when assessing effective interventions, self-reports belong to the third line of options, 

after naturalistic observation (first line) and interviews and sociometrics (second line). The 

results support the effectiveness of socio-emotional learning programmes, the students in the 

intervention groups profited more than the students in the control groups in academic and 

self-concept. 

Moving to South America, a study by Milicic, Alcalay, Berger & Álamos (2013) examines 

the results of a SEL programme with 5th and 6th grade students in Santiago de Chile, Chile. 

This programme is called “Bienestar y Aprendizaje Socio Emocional” (BASE) and the 

schools which participated were private, 848 participants, divided in 22 groups, six of them 

were the control groups. The BASE program integrated SEL into the curriculum, students 

participated in SEL workshops in a period of six months. These researchers measured the 

results of this program with a scale of self-report and socio-cognitive maps. The analysis of 

the answers evidenced a significant positive impact on self-esteem, social integration, and 

their perception of the school climate. They concluded that there was an indissoluble link 
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between the socioemotional and academic dimensions (Cairns, Perrin & Cairns, 1985; 

Milicic, Arab, Alcalay, Berger & Torretti, 2009; Aron, Milicic & Armijo, 2012). 

As mentioned before, SEL is recent in my country and there are more pilot programs in 

primary than in secondary schools. For this reason, there is a research gap in Uruguay, a lack 

of empirical studies in our context. Rivero (2017) studied educational climate and 

socioemotional skills in high school students aged 15. The objective of this research was to 

establish relationships between the school climate where the test of the Programme 

International for Student Assessment (PISA) was applied in 2012, and these students‟ 

socioemotional skills. Although this programme checks proficiency in Mathematics, the 

relevance of this research is the analysis of the variables that PISA includes in the test itself. 

They cover three areas: students‟ engagement with and at school, their drive and motivation 

to succeed, and the beliefs they hold about themselves as mathematics learners. The results 

demonstrate that a favourable school climate improves learners‟ socioemotional skills, 

confirming the need to plan the support of these skills in every school. 

The most pertinent data from the cited research studies are the following: in the first place, 

the optimistic view of SEL integration in schools and results in different countries agree on 

the need for curriculum integration. In the second place, the current need in our country to 

research on this field to obtain contextualised data to develop programs based on the needs of 

our students in the different levels of education, based on research evidence Jones & Kahn 

(2017) express that “approaches are more effective when designed to match the needs and 

contexts of specific organizations and communities” (p. 6). 

4.7. Mindfulness 

In the search for emotional balance some teachers have started with Mindful teaching, 
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which is confused as being a synonym of SEL. It can be expressed that Mindfulness is part of 

SEL but SEL is not just incorporating Mindfulness in the teaching practice. There is some 

resistance to Mindfulness from some teachers who connect it to religion. This is caused by its 

origin, as it is a Buddhist practice. It has to do with examining who you are and questioning 

your view of the world, but it has nothing to do with becoming a Buddhist. Kabat-Zinn 

(1994) published a book called Wherever you Go, There you Are, with the intention to show 

people how to start with Mindfulness, and the difference with the Buddhist practice and 

Mindfulness itself, his book became a best-seller with more than 750,000 copies nationwide. 

Kabat-Zinn (1994) defines Mindfulness as “paying attention in a particular way: on 

purpose, in the present moment, and nonjudgmentally” (p. 4). The idea of being aware of 

what is going on right now is central, it leads us to focus on how we feel accepting our 

emotions through self-observation. This self-awareness is not usual nowadays as the routine 

forces us to focus on materialistic perspectives of living taking life for granted, on the 

contrary, Mindfulness helps us to understand “the deep mystery of being alive and to 

acknowledge being vitally connected to all that exists” (ibid, p. 6). 

In order to establish the connection between being aware of the present moment and 

learning, we need to highlight the benefits of Mindfulness in academic performance. As it 

was mentioned before, learning and emotions are interconnected and there is no learning if 

the student does not feel pleasant and accepted in the classroom. According to Schoeberlein 

(2009), Mindfulness can strengthen the communication between home and school favouring a 

harmonious relationship. Hence teachers need to: develop their own skills in awareness, 

comprehend their own deep-rooted feelings and beliefs, acknowledge learners‟ needs and 

employ effective teaching strategies.  

Schoeberlein (2009) provides a definition of Mindful Teaching, area of our interest, 
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expressing the following: “Mindful Teaching nurtures a learning community in which 

students flourish academically, emotionally, and socially-and teachers thrive professionally 

and personally” (p. 1). It is clearly stated that this conscious practice to develop awareness of 

what is happening around us is beneficial for all, learners, teachers and the school as a 

community. This author distinguishes two approaches of Mindfulness: Mindful Teaching and 

Teaching Mindfulness, interrelated but different approaches to this practice. The former relies 

on the teacher‟s awareness of themselves and in harmony with learners, and the latter on the 

teaching of Mindfulness to students. Schoeberlein (2009) identifies some benefits of both of 

them: greater focus, improved educational achievement, development of skills for emotional 

harmony, sense of well-being, physiological and anatomical changes of the brain, stronger 

immunity, decreased exposure to stress hormones, harmonious relationship between home 

and school. 

A study carried out in Spain examined the effects of a mindfulness training program on 

self-efficacy in the academic performance and relaxation states (Amutio-Kareaga, Franco, 

Gázquez and Mañas, 2015). The sample of the research was 43 high school students 

attending 1st and 2nd Bachillerato courses. The instruments to measure results were 

questionnaires developed by Smith (2005) and Cartagena (2008). The results provide 

evidence in favor of self-efficacy in academic performance, states of basic relaxation, 

mindfulness and positive energy.  

4.7.1. Teacher’s Role in Mindful Teaching. 

The first step for teachers to embrace the potential gains of Mindfulness is to start with 

themselves. Before teaching Mindfulness to students the teacher has to learn and practice it 

every day, at school and at home. The dynamism of being attentive and aware requires 
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training, therefore, practicing precedes teaching. 

The second step is to observe students and notice the difference between “what I aspired to 

achieve” and “what I actually accomplished”. It is common to hear teachers complaining 

about working with teenagers and that students‟ do not behave or study as expected. Nobody 

can change others or many aspects of living, however, we can modify the way we experience 

them. For instance, if a group of students is misbehaving, the teacher should control emotions 

and observe the situation from a distance, with confidence to stay focused and present. This 

perspective is completely different from teachers‟ expectations some decades ago, where 

students were supposed to suit their teacher‟s will.  

Once the teacher has gained personal mindful experience and practice, it is time to bring 

Mindfulness to school. At this stage, it is necessary to decide if the practice of Mindfulness is 

going to be informal or formally integrated in the curriculum. The second option does not 

depend on the teacher‟s individual decision as curricula are part of a structure where other 

actors decide on their modifications. However, the teacher may integrate simple changes to 

the existing curricula. Other decisions related to this integration comprise the selection of 

techniques, schedule of activities, people who are going to participate (other colleagues, guest 

presenters), and how to measure the results. 

During this stage of planning and decision making, the teacher needs to involve other 

colleagues in the Mindful practice, the best scenario is to involve the whole school and design 

a program incorporating methodologies which have been proven through research. This 

large-scale program will maximise the impact in the classroom and the school climate. 

Considering each of the previous stages, the teacher‟s role is crucial to observe results in 

learners‟ academic performance and personal well-being. 
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4.7.2. Mindfulness and Intentions. 

The concept of intention is key in the practice of Mindfulness and it refers to envisage a 

mental, emotional or attitudinal picture of what you intend to achieve. This picture helps you 

to keep focused on that objective and to consider the thoughts, feelings, attitudes that this 

intention involves one at a time. One positive side of intentions encompasses the attention to 

what is being done and to notice the steps we take. Conversely, if we set unrealistic goals or 

center out attention on what can go wrong, we will be doomed to fail.  

Besides focusing on goals, intentions can promote feelings to enhance self-esteem and 

well-being. After a long and tiring day of work, we tend to remember the most difficult or 

unpleasant moments. We can change this, setting our intention to notice the best moments at 

different times of our day. The unpleasant moments will not disappear but we will start 

feeling that our day is a little nicer. Both teachers and students can try working with 

intentions and focusing on noticing their emotions during the day. As aforementioned, 

Mindfulness refers to noticing without judging, for this reason, the objective is to observe and 

notice. Only if we keep our attention on our intention, we will develop skills to accomplish 

them, observing our emotions, reactions and being always aware. 

Mindfulness consists of many techniques to be aware of the present, they are simple steps 

which direct focus to: thinking, memory, seeing, breathing, eating, moving, feeling and 

speaking. We all have a lot of mental activity but we might encounter problems to notice 

what is happening the way it is happening. If we ask a group of people who have just finished 

breakfast about the taste of the bread, this simple description may be almost impossible as 

hardly anyone tastes food mindfully. The classroom allows us to develop this experience of 

noticing with students, which is not exclusive for studying but for our whole life. 

Mindfulness develops SEL, self-awareness is one of the five main competencies and 
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Mindfulness is the first step to notice and examine our own feelings and thoughts. It is the 

teacher‟s job to model this practice and to support learners to develop the necessary skills.  

4.8. Technology Integration and SEL 

The role of technology and its integration in teaching and learning is widely spread 

nowadays. There are approaches to teaching, like Siemens (2014) and his Connectivism, and 

the TPack Model by Mishra and Kohler (2006) who define the integration of digital 

technology, and describe what the teacher should bear in mind to use technology as a tool and 

make it invisible in the learning process. SEL is connected to technology integration and the 

following considerations show this link between them. In the first place, a variety of websites 

offer videos, music, guided relaxation exercises to practise Mindfulness and a countless 

number of examples of SEL activities. These digital materials spread the word of research 

findings on this matter and connect teachers who are applying SEL or want to learn about it. 

Together with this, mobile phones and their application offer both teachers and students the 

possibility to download applications which develop SEL skills, like Middle School 

Confidential; Simple Emotions Game; Stop, Breathe & Think; and the like. 

One of the websites mentioned in the justification section is from Yale, in their Center for 

Emotional Intelligence they developed RULER, an evidence-based approach for integrating 

social and emotional learning into schools. They developed a mood-meter to measure 

emotions. They use a digital tool to measure emotions and it is called the mood-meter. This 

application is based on research findings by Yale and allows the user to: increase vocabulary 

related to emotions, obtain comprehension of inner life, manage feelings, receive reminders 

to check feelings during the day, and read reports on how your feelings influence your 

everyday decisions. This is not the only one, there are several, some for free and others 
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require payment. 
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5. Methodology of the Project 

5.1. Description of the Approach Selected for the Design of the Materials 

Every teacher has a mental construct about teaching, regardless the training, age or 

experience. We make decisions every day based on this construct. Some writers refer to the 

“apprenticeship of observation” as a vital part in our experience as students which tailors our 

attitude towards teaching and learning. There is no agreement on who coined this term, 

whether by Gutiérrez Almarza (1996, as cited by Madrid, 2000) or by Lortie (1975, as cited 

by Bailey et al., 2002). Lortie (1975) described this phenomenon as “the 13,000-hour 

apprenticeship of observation” (p. 11, cited by Bailey et al., 2002). Regardless of the person 

who first shared this concept, these imprints are part of all of us, principally, if we compare 

the quantity of hours we spend as students and the number of hours of a teaching training 

course, the latter is comparatively fewer than the former. 

To prove the relevance of this “apprenticeship of observation” Bailey et al. (2002) carried 

out a study with a group of teacher learners which wrote about their language learning 

experiences and how successful they were, what could someone learn about effective 

teaching if read their autobiographies (part of their writing assignments), and finally the 

extent to which their experience as a language learner influenced their language teaching. 

This group of researchers summarizes the following topics which appear during the analysis 

of the teacher learners‟ answers: 

1. Teacher personality and style versus methods and/or materials. 

2. Our concepts about “good” and “bad” teaching. 

3. Teachers‟ high expectations for students‟ success, and/or teachers‟ friendly, supportive 

attitude. 

4. Teachers‟ respect for learners and learners‟ respect for teachers. 
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5. Students‟ responsibilities for maintaining their motivation and/or their teachers‟ 

responsibilities for supporting the students‟ motivation. 

6. Comparison of the learning atmosphere in formal instructional settings versus naturalistic 

acquisition. (Bailey et al., 2002, p.14) 

This list of topics clearly highlights the teachers‟ responsibility to be aware of the 

decisions, attitudes towards students and their learning as well as hidden prejudgments. In 

order to be aware of all of this, the wisest thing to do is to become a reflective practitioner, 

term coined by Schön (2017) who introduces another factor who is influencing professions 

nowadays, and that is the view of society and the “increasing signs of a crisis of confidence in 

the professions” (p. 4). Society blames professions for failures not only in teaching but in 

different disciplines, like medicine and law as well. With this in mind, the following 

description of a professional in teaching frames our argument. 

All that has to be said is that any occupation aspiring to the title of „profession‟ will claim at least 

some of these qualities: a basis of scientific knowledge; a period of rigorous study which is 

formally assessed; a sense of public service; high standards of professional conduct; and the ability 

to perform some specified demanding and socially useful tasks in a demonstrably competent 

manner. (Wallace, 1991, p. 5) 

Wallace (1991) who describes the reflective model of professional education clearly 

depicts the qualities of teaching, or the ones which every teacher should aspire to achieve. 

His model and its basic elements are depicted in Figure 4, this cycle aims at continuous 

development starting from the teacher‟s received knowledge, which is everything that the 

teacher receives from others, theory and facts; and the second kind of knowledge called 

previous experiential knowledge. The latter comprises the teacher‟s conscious and 
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unconscious processes while teaching and reflecting on the events which may be categorized 

as successful or unsuccessful. 

 

Figure 4. It illustrates the continuous development of a teacher. Reflective Model. Reprinted from 

Training Foreign Language Teachers. A reflective approach (p. 15), by E. Wallace, 1991, Cambridge: 

Cambridge University Press. 

 

This reflective model has guided our design of the thematic unit, trying to unveil all the 

unconscious processes which may show the interference of any hidden belief from our 

apprenticeship of observation and analyze it on the lens of current teaching approaches and 

on the SEL competencies and the recommendations for their implementation in the 

classroom.  

The Analysis, Design, Development, Implementation, and Evaluation (ADDIE) Model has 

been followed for the design of the material. This model provides a flexible structure for the 

design of the thematic unit and each step nourishes the next as shown in Figure 5. In the 

analysis phase the learners‟ needs and the learning environment are examined and the 

instructional goals are set. The design phase addresses the objectives, content, resources, 

strategies, and assessment. During the development phase every activity is planned and 

designed. After this phase, the implementation of what was planned is completed. Finally, 
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during the evaluation phase the design as a whole is assessed applying different measurement 

tools and it is present during the entire process. 

 

Figure 5 shows this design model and its different phases. ADDIE Model. Reprinted from The Performance 

Juxtaposition Site, by D. Clark, 2015, retrieved from http://www.nwlink.com/~donclark/hrd/sat1.html 

 

The methodology of this design is qualitative, the instruments for data collection selected 

are students‟ learning journals, questionnaires, observation forms designed to collect 

information about the emotional competencies selected based on students‟ needs and 

interests, interviews, observation forms to observe students‟ academic dimension, and a 

teaching diary. Collaboration between the students and the teacher is fundamental for all the 

students to understand their own reality and for the teacher to understand the students‟ actions 

and views. The language tasks are to be evaluated following Nunan‟s checklist for evaluating 

tasks and considering the social and emotional skills meant to develop in this specific group 

of students. 

5.2. Description of the Target Group 

The group of sixth graders attends classes in the afternoon shift and there are twenty-nine 

http://www.nwlink.com/~donclark/hrd/sat1.html
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students, thirteen girls and sixteen boys, who are between 16 to 19 years old. All of them 

reside in Rocha, where the high school is. These students have opted for the course called 

Social-Humanistic, which qualifies them to continue university studies in the legal field to 

become lawyers, judges, notaries or in other areas such as teaching.  

At this level, students attend eight different curricular subjects, the English course is 

compulsory and they have had this subject every year in middle and high school, during 

middle school four 45-minute classes per week and during high school three 45-minute 

classes per week. Courses start at the beginning of March and end at mid-November, the 

teacher of each subject plans independently and follows the syllabus which focuses on that 

subject only. If teachers work interdisciplinarily, that depends on each of them to do it. 

Therefore, there is neither restriction nor obligation. 

5.3. Description of the Structure that Surrounds the Materials 

As previously stated, the material is suggested for 6th graders attending the English 

course. The designed material Human Values is a complete thematic unit to be applied at the 

beginning of the course and after completing the diagnostic activities to know the students‟ 

individual characteristics. To complete the different activities students need to know how to 

express information about themselves, how to express simple opinions and how to participate 

in a discussion.   

The suggested books for the high school English course comprise three booklets from 

Macmillan Topics: The Series. They are: Travel and Tourism, Consumers, and 

Communication. Each of them focuses on a specific topic and they are presented in the 

format of a magazine. The information is introduced in different text styles and formats with 

visual support, hence they are suitable for reading activities as a starting point for project 
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work as each article includes a mini-project. The title Communication is meant for a pre-

intermediate level (A2-B1), and the other two titles, Consumers and Travel and Tourism, for 

the intermediate level (B1). 

The main focus is to develop learners‟ language learning through content which is framed 

in the three thematic units set for this level, according the National Syllabus of English for 

Secondary Schools for 6
th

 grade. Consequently, a few pages from the Macmillan Topics 

Communication were selected to achieve content and language objectives. 

The other book which is suggested to support and guide the preparation of the compulsory 

oral tests is called Discussions Process and Principles, and some pages have been selected to 

offer some options for students when preparing the different steps of a discussion. This book 

includes a phrase bank, model discussions and preparation exercises for discussions. 

Furthermore, teachers in the different levels of public schools can create a course in a 

virtual learning environment. This platform is called Crea2 and it offers the chance to share 

material, send activities and information to extend academic time and to offer another way 

for students to be in contact with the teacher. This platform also includes the options for the 

teacher to upload learning objects for students to work autonomously and at their own pace.  
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Figure 6. Homepage from the course Social/Humanístico 1. Copyright 2019 by Crea2. Reprinted with 

permission. 

 

5.4. Description of the Creative Process 

The purpose of the table below is to display the different stages of the design of the unit, 

and the activities completed in each stage, based on the aforementioned ADDIE Model. 

 

Table 2 

Stages in the Unit Design 
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Stage Activities 

Analysis Reading theoretical background and build it to support 

the design of the unit 

Select a group of students and set a timeline for the 

project 

Consider learning constraints 

Design Set objectives 

Select thematic unit from the syllabus, possible 

resources and assessment tools. 

Development Create learning activities for the unit. 

Design the sequence of activities and assessment tools 

Modify design considering feedback from colleagues 

Implementa-

tion 

Apply the thematic unit 

Evaluation Check objectives with the results 

Write conclusions and final considerations 

  

Note: Stages in the design of the thematic unit following the ADDIE Model, by D. Clark, 2015. Retrieved from 

http://www.nwlink.com/~donclark/hrd/sat1.html 

 

The first stage of this design has demanded reading to develop the theoretical framework 

which has guided the other stages. Prior to commencing the design of activities, some 

diagnostic activities are designed to observe and get to know the students of the group. This 

design of the first activities intends to get to know the students, let them know each other, and 
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recognize students‟ level of English in the different macro-skills. Besides, the Multiple 

Intelligences and Learning Styles tests are applied to gather more information about the 

students‟ preferences in studying and in interaction in the classroom. After some classes, 

where students feel more confident and know the teacher and classmates the needs analysis 

related to SEL is carried out. The objective of this analysis is to observe the students‟ 

opinions and perspectives on the five SEL competencies. Apart from this, the teacher takes 

notes from classroom observation and registers information about students‟ attitudes at the 

beginning of the course, focusing on the five SEL competencies. Once the needs analysis is 

complete, the activities for the thematic unit are designed aiming at the development of the 

students‟ foreign language and SEL competencies. After the thematic unit is complete, the 

unit has to be shared with a group of teachers of that level, to check suitability of the tasks. 

Finally, the unit is applied with this group of students. In the follow-up phase of the 

applications of the activities, students‟ results, their opinions, the observations and the 

objectives set at the beginning are compared with the information obtained to start the writing 

of suggestions for other teachers when implementing and integrating SEL into a thematic 

unit. Although the evaluation stage is at the end of the table, it is present in each step, and it 

has been provided by students, colleagues and the tutor of this work. 

5.5. Description of the Typology of Materials and/or Activities 

The type of activities is framed by several factors. The first element is the National 

Syllabus of English for Secondary Schools for 6th grade (Programa de Inglés, 3º Año de 

Bachillerato Diversificado, Reformulación 2006). This official syllabus includes a multi-

syllabus approach, it includes procedural, task-based, text-based, strategy based, project-

based and computer assisted language learning approaches. The content for this level 
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contains three thematic units: Understanding the Media, Human Values and Working Life. 

The summative assessment, which is compulsory, covers the four macro-skills and students 

have to do written and oral tests, the oral test is a discussion which is performed in small 

groups. The second element to consider is the learners‟ needs, information which leads the 

decisions for selecting a type of activity from another. Closely related to the learners‟ needs is 

their level of English, as the materials and tasks have to lead to improve their knowledge of 

the language and their SEL competencies. Finally, the last element which may influence 

decisions related to the typology of materials and/or activities are related to the availability of 

wifi connectivity and equipment we may need for the class.  

The design of activities integrates the use of the English language with a Communicative 

approach and SEL activities. This design is personal and has included genuine information 

from different web pages which is updated and with the intention to make the classroom 

activities similar to everyday life. To introduce the concept of task and what it implies in the 

design of them for our unit, Nunan (2004) defines it in the following way: 

My own definition is that a pedagogical task is a piece of classroom work that involves learners in 

comprehending, manipulating, producing or interacting in the target language while their attention 

is focused on mobilizing their grammatical knowledge in order to express meaning, and in which 

the intention is to convey meaning rather than to manipulate form. The task should also have a 

sense of completeness, being able to stand alone as a communicative act in its own right with a 

beginning, a middle and an end. (p. 4) 

These pedagogical tasks are integrated to the SEL activities which may be interwoven 

with the language outcome or they may be transitional activities, such as expressing 

emotions, connections between information and personal experiences, completing a learning 

journal, finding solutions to problems, and the like. As SEL is not integrated throughout the 
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curriculum, SEL activities become an integrated component of this unit. As the process 

includes identification, planning, goal setting, implementation and evaluation with the 

collaboration of students and colleagues, the design of activities may be modified or adapted 

in the process.  

As it was explained in the previous chapter, the activities attempt to include the variety of 

intelligences and they directly and indirectly introduce feelings and situations which may be 

sensitive and meaningful for learners using stories and biographies. Discussions are of 

paramount importance in SEL programs and small-group and whole-class discussions 

provide opportunities for students to discuss real social situations, generate a solution for a 

problem while adopting different perspectives and reflect on the feelings generated while 

discussing (Elias et al., 1997). Mindful activities are integrated according to the students‟ 

needs and preference and they promote self-awareness and self-regulation, from mindful 

breathing to mindful gratitude, with the intention to profit from the benefits of mindful 

practice (Schoeberlein, 2009). Self-reflection activities involve the writing of a learning 

journal and answering questionnaires, they are in the different stages of the unit as it is 

crucial for true SEL.  

5.6. Assessment of Materials and/or Activities 

The assessment of the activities followed Nunan‟s (2004) guidelines and a checklist was 

adapted to examine the suitability of the different activities. This checklist (Appendix E) 

includes different items to verify the level of appropriateness of the tasks to students‟ 

language proficiency level, students‟ engagement during the tasks, authenticity of the 

resources selected, opportunities for negotiation of meaning during the tasks, the integration 

of macroskills in the sequence of activities, clear evidence of students‟ performance to be 
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assessed by the teacher, and opportunities for students to reflect on their own performance.  

5.7. Description of the General Learning Objectives of the Materials 

The goal of the thematic unit Human Values is to enable students to become aware of their 

personality traits and how they can solve a conflict. Therefore, the different activities and 

tasks are designed to make students aware of their personality and describe it in words, and to 

follow certain steps to find a sensible solution to a problem. 

 The objectives of this thematic unit are divided into three types of outcomes: concept 

outcomes, knowledge outcomes, and skills/process outcomes. The reason for including these 

different outcomes instead of objectives is for students to visualize what is expected from 

them while completing the different activities and tasks. Besides, students‟ understanding of 

the expected outcomes favours their self-assessment and reflections based on their 

performance. 

In the first place, the concept outcomes describe the notions which learners are expected to 

understand with this thematic unit. These notions are related to the SEL competencies 

selected. The second group of outcomes describes what students are expected to know, 

therefore, they are the knowledge outcomes. These outcomes are focused on language 

proficiency results in connection to the content of the thematic unit. The last group of 

outcomes depicts the expected skills and processes in relation to the content of the unit, 

language content, students‟ performance and SEL competencies. 
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6. Results and Discussion 

6.1. Results of the Needs Analysis 

Focusing on the English subject and on the group of 6
th

 graders to whom the thematic unit 

Human Values was designed and tailored, after the first weeks of classes, two aspects need to 

be highlighted about them. In the first place, they show interest in the subject and secondly, 

they are active learners who participate in individual and group tasks. Considering their prior 

knowledge of English, twenty-one students have only studied English at high school as a 

curricular subject, and eight students have attended private courses of English for several 

years, two certify an advanced level of English. The group‟s strengths are listening 

comprehension and vocabulary, while the productive skills, speaking and writing, are their 

weaknesses. In order to know the group‟s learning styles and multiple intelligences, two tests 

were applied at the beginning of the course. The predominant intelligences are verbal, 

logical-mathematical, interpersonal intrapersonal and existential, and their learning styles are 

visual, auditory and kinesthetic, half of the group is auditory, and the second half is divided 

into two showing that a quarter of the group is visual and the second quarter is kinesthetic. 

See the tests in appendices F and G. 

The students‟ needs on SEL have been obtained through a questionnaire after showing 

students the wheel with the 5 competencies (Figure 2). As teenagers can reflect about their 

own needs and learning, their answers to this questionnaire are considered the first step to 

select the competencies to focus in this thematic unit. This reflection appears through the 

whole unit at different stages. 
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SEL Questionnaire 

 

1- How do you feel about these 5 competencies?  

2- What area/aspect do you feel you need to improve?  

3- How do you feel about learning?  

4- What do you think you need to improve in these 5 competencies to obtain better 

academic results? 

 

 

While examining students‟ replies on the questions above, they indicate that they do not 

know how to manage stress, control their impulses or find an objective in life. They 

recognize that it is arduous for them to manage their impulses and that they need help or 

guidance. The second aspect to be highlighted from students‟ replies is their need to make 

decisions. Students explain that when they have to make a decision, they find it hard to 

analyze the different options or find the possible consequences of a decision. Some students 

mention that making decisions is the most stressful situation for themselves. Based on the 

previous answers, the two main competencies to focus in the thematic unit Human Values  

are: self-management, and responsible decision-making. 

6.2. Material Designed 

The material for the unit Human Values includes the suggested bibliography for 6th grade, 

as explained above, some printed handouts, videos and forum posts from the Internet. In 

order for students to access the videos and websites, the teacher created a course in the 

educational platform available for all the teachers working in public schools called Crea2. 

The objective is to share materials and to offer students an easy and accessible way to contact 
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the teacher. Besides, the connectivity to the Internet does not always work at school and all 

the students have smartphones with access to the Internet, this can be a solution if this kind of 

constraint arises. 

6. 2. 1. Description of the Context. 

The group of 6th graders attends classes at high school Nº1 in Rocha, Uruguay. This high 

school has been open for 106 years and approximately one thousand students take courses in 

the morning and afternoon shifts, and over five hundred in the night shift. The students who 

attend in the morning and in the afternoon attend 4th, 5th and 6th grades, and in the night 

shift students can attend from 1st to 6th grades. The night shift is for adolescents and adults 

who work and cannot study during the day. This high school is the biggest in town and it is 

the only one who takes levels 4th to 6th, for this reason, every student in town attends this 

high school and some students from nearby towns also come to study in this centre. This 

year, about eighty teachers of different subjects work in the morning and afternoon shifts and 

a few over forty teachers work in the night shift.  

When students reach 5th grade they have to choose the area they are going to study, 

although there are some common subjects, each area contains specific contents which are 

connected to tertiary levels. These options are: Humanistic, Scientific, Art, and Biological 

Sciences. Students‟ decisions on future studies have to be aligned with the option they attend 

in high school, however, this is the only option they have to take as there are no 

extracurricular courses. 

The building is quite old but it is fair-sized and located downtown, near two other high 

schools. There are seventeen classrooms, three labs, a library, a big hall, a canteen, a 

teachers‟ room, three administrative offices, a gymnasium, a playroom for students and a 
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playground. A team of three head teachers is in charge of the whole high school and it is 

under the control of Consejo de Educación Secundaria. Besides, there is a group of eight 

teachers who support students and their families and three more who provide technical 

support. Two teachers are part of a programme called Educational Commitment which offers 

guidance and grants for students who need financial support. The other programme is related 

to sexual education which is only for 4th graders in the morning shift, the objective of the 

workshops is to make students aware of sexuality, their rights and illness prevention. The 

school offers wireless connectivity to teachers and students, however, it does not cover the 

whole building and the quality is not as reliable as expected. Each group has a set classroom 

for the whole year and there is one classroom which has a big screen and teachers book it in 

advance when they are going to watch videos. As this room is not enough, any teacher can 

ask for a television to take to the classroom. 

6.2.2. Learning Objectives. 

Theme: Human Values  

Goal for the Thematic Unit: 

 To become aware of our personality traits and how we can solve a conflict. 

Objectives for the Thematic Unit: 

Concept Outcomes (Students will understand that…) 

 Pauses during the day to be aware of the present moment are crucial to 

acknowledge our emotions 

 Each person can develop a sense of well-being  

 Understanding the perspective of other participants in a discussion develops 

empathy 
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 Like in any conversation, body language needs to be used correctly. 

Knowledge Outcomes: (Students will know…) 

 Different expressions and gestures to greet people 

 English adjectives to describe themselves and others 

 The meaning of these adjectives 

 How to describe themselves and others 

 How to describe personal experiences 

 How to participate in a discussion in small groups 

Skills/Process Outcomes: (Students will be able to…) 

 Pronounce correctly the English adjectives learned 

 Assign the adjectives to different people 

 Find solutions to conflicts between teenagers or adults and teenagers 

 Discuss possible consequences and obstacles when trying to solve a conflict. 

 Explain the different emotions that arise when they participate in a discussion 

 Select suitable expressions to express opinions, suggest options, express 

agreement/disagreement. 

 Reflect on self-management and responsible decision making competencies. 

 Self-assess their own performance in a discussion. 

6.2.3. Evaluation Criteria. 

The evaluation criteria cover different aspects of the design of the thematic unit Human 

Values. In the description of the activities which comprise the thematic unit, each stage 

includes the assessment criteria aligned to the different objectives. Therefore, any teacher 

who intends to apply the thematic unit Human Values may use the assessment criteria to 
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provide feedback to students and to register students‟ expected outcomes. 

To assess students‟ language performance during the group discussion a rubric was 

designed and negotiated with students (Appendix I). Although the rubric depicts five aspects, 

the teacher and students are expected to negotiate and agree on the main aspects to be 

assessed during this formal oral test. The first category of the rubric is called „understanding 

of the topic‟ and assesses how well students show the content of the material provided while 

expressing opinions. The second category is called „level of „engagement‟ and assesses 

students‟ use of gestures, eye contact, tone of voice and level of enthusiasm of all members. 

The third category is called „attitude‟. It assesses students‟ responses focusing on how 

respectfully they reply to others involving both gestures and ideas. The category 

„expressions‟ focuses on the use of a range of phrases during a discussion, such as to express 

opinions, express agreement or disagreement, and the like. The last category is called 

„solutions‟ and it assesses if students can suggest solutions to the problem they are discussing 

and if they justify sensibly. 

The group discussion also provides information to be observed by the teacher. Based on 

the competences selected in the needs analysis an observation tool was designed to identify 

students‟ attitudes while interacting with their peers (Appendix J). The attitudes to be 

observed rated from „developed‟ to „not observed‟ and the objective of this tool is to observe 

behaviours connected to their ability to control their anxiety during a formal test, how well 

they accept other students‟ points of view, disagreeing with someone without taking it 

personal, proving opinions with a justification, and listening to other classmates‟ opinions 

and ideas. This tool is meant to observe students‟ attitudes and reactions to their peers during 

a discussion. 

Interviews are an interesting tool to provide information on the students‟ view on the 
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course and the activities which are completed in class. The interview is planned to be 

administered to students who are willing to participate (Appendix K). This interview includes 

open questions where students express how they feel in the English class, their opinion on the 

inclusion of guided breathing activities, the tapping technique, and the description of 

emotions. 

Finally, two tools for the teacher were created. The first one is a set of questions to be 

registered after each lesson to create a Teaching Journal (Appendix L). As explained in 

section 5.1, teachers have to reflect on each of the events that may be classified as successful 

or unsuccessful to unveil any hidden belief. The second tool is a checklist for the selected 

SEL competencies: Self-management and responsible decision making (Appendix M). They 

are adapted from Appendix D and the different questions in the checklist offer the teacher a 

wide range of items to observe the teacher‟s attitudes and reactions towards students and the 

implementation of the different activities and tasks. Furthermore, these questions may be 

used as a guide to design any classroom activity when focusing on the aforementioned SEL 

competencies. 

6.2.4. Competences Covered. 

Students‟ answers to the SEL questionnaire show that the two main competencies to focus 

in the thematic unit Human Values are: self-management, and responsible decision-making. 

Consequently, Mindful activities have been selected to guide students acknowledge their 

feelings and to deal with their emotions in order to control them. As stated in section 4.3, they 

seem to be scarcely capable of identifying their own emotions, incorporating Mindful 

activities they can develop their self-awareness in order to control their impulses and 

behaviours. Apart from this, teenagers are less able to interpret facial expressions to 
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distinguish emotions, therefore, activities to develop understanding and interpretation of 

someone else‟s expressions are to be implemented in the material. 

The other SEL competency selected for this material intends to develop students‟ capacity 

to make effective and practical decisions when interacting with others. The participation of 

students in discussion offers the opportunity for students to analyze a situation together, 

evaluate the possible options, and consider the consequences for the people involved. 

Considering that adolescents usually make decisions grounded on feelings rather on sensible 

reasoning, the group discussion may reveal how students exchange opinions and whether 

they justify their views sensibly.  

6.2.5. Content. 

The plan of the activities designed for the thematic unit Human Values is divided in 

weeks. One week corresponds to three lessons of 45 minutes each; this time is framed by the 

educational system as 6
th

 graders attend three 45-minute English lessons per week. 

The plan details the objectives for each week, the teacher‟s actions, the students‟ actions, 

assessment criteria for each stage of the lessons, and the rationale. Appendix H includes the 

material to be provided to the students. 
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Thematic Unit: Human Values 

 

Week 1 

Objectives: 

 to get students to know each other 

 to promote a friendly atmosphere 

 to check greeting expressions and body language 

 to promote metacognitive skills 

 

Teacher Students Assessment Criteria 

The teacher asks 

students to write some 

information about 

themselves (Week 1, 

Activity 1 in Appendix H). 

The teacher asks 

students to stand up and 

decide how they are going 

to greet their partners and 

what piece of information 

they are going to share 

with each of them. 

Move around the 

classroom and greet each 

other and say something 

about themselves to their 

partners. 

 

Students can use body 

gestures and body 

language to greet their 

partners. 

Students can use 

appropriate expressions to 

greet their partners. 

Students can express 

personal information to 

others. 

Students can listen to 

their classmates and 
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understand personal 

information. 

Rationale 

Movement and gestures to greet classmates is not frequent in the classroom. For 

this reason, the first step is to ask them to move around and to select any gesture they 

consider appropriate to greet their classmates. Besides, they have to decide what they 

are going to share with them. The intention is to make students observe themselves 

greeting each of their classmates, their decisions regarding what they are going to 

share and how this makes them feel. 

The teacher explains 

students the activity think-

pair-share to students. The 

teacher asks students to 

answer some questions 

about the previous activity 

(Week 1, Activity 2 in 

Appendix H). The teacher 

clarifies vocabulary if 

necessary and checks 

understanding of students‟ 

participation. Finally, this 

video (Interactive English, 

Students answer the 

questions individually. 

Then, they share their 

answers with a classmate 

(Week 1, Activity 3 in 

Appendix H). 

After that, the students 

share their answers with 

the whole group.  

Students ask the 

teacher for any doubt on 

the vocabulary. 

Students watch the 

Students can remember 

facts about their 

classmates.  

Students can describe 

gestures used to greet 

people. 

Students can name 

greetings. 

Students can write 

simple notes. 

Students can 

collaborate with a 

classmate to complete an 
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2017) is shared on Crea2 

for students to check 

different greetings and their 

pronunciations. After 

students watch the video, 

the teacher answers any 

questions from students and 

adds a greeting to the list if 

any of them was not in the 

primary list (Week 1, 

Activity 4 in Appendix H). 

video and add 

expressions they have not 

included yet. 

activity. 

Students can identify 

greeting expressions in a 

video. 

 

Rationale 

The objective of the THINK-PAIR-SHARE activity is first to think on their own, 

and then help each other with their language needs. Some students are shy or prefer to 

stay silent if they are not sure whether their answer is right or not, collaboration is 

essential to make students feel safe in class. Many students are visual learners, this 

means they are not very talkative in class. For the teacher, the observation of the 

language they use and who they work with can provide useful information to know 

their vocabulary use and needs, and how they work with their classmates. The video 

provides further practice for students after the class, along with the pronunciation 

help and samples from film scenes. 
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Teacher Students Assessment Criteria 

The teacher sticks tape 

on the floor making a long 

line and asks students to 

stand next to this line but a 

step backwards. The 

teacher explains the first 

and most important rule, 

no one can talk or laugh. 

At the beginning they 

stand facing a classmate 

and each of them has to be 

a step backward from the 

line. While they look at 

their classmate they have 

to think how much they 

know about him or her 

without saying a word. 

After 20 seconds, the 

students on the right of 

line move a step sidewards 

checking that if they move 

Stand facing a 

classmate a step 

backwards from the line 

and think of the facts they 

know about the classmate 

they are facing. 

They listen to the 

teacher and move towards 

the line if the information 

they hear is true for them. 

When they get to the line, 

they look at the other 

classmates who are on the 

line. 

Students complete an 

exit ticket. 

Students can follow 

instructions. 

Students can stay silent 

and listen to the facts the 

teacher reads. 

Student can reflect on 

their preferences and 

feelings. 
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towards the line they are 

not facing any classmate 

(this is a variation from a 

scene in the film Freedom 

Writers) 

The teacher reads some 

facts and students have to 

step on the line if the fact 

is true for them. 

As a follow-up activity 

students have to use an 

online tool (WordArt) to 

design an image to 

describe themselves and 

share it in a discussion in 

Crea2 (Week 1, Activity 5 

in Appendix H). 

Before students leave 

the classroom the teacher 

asks them to complete an 

exit ticket (Week 1, 

Activity 6 in Appendix H) 

and receive a thank you 
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message from the teacher 

(Figure 7). 

Instructions for the teacher. 

How much do you know your classmates? Step on the line if the information is 

true for you. 

 

1- I have one or two pets. 

2- I have more than two pets. 

3- I don‟t live in Rocha. 

4- I have brothers or sisters. 

5- I was born in Uruguay. 

6- I know Pewdiepie. 

7- I like trap. 

8- I can play a musical instrument. 

9- I can do the Swish Swish dance. 

10- I am good at sports or physical activities. 

11- I can cook. 

12- I lost a relative recently. 

13- I feel safe in high school. 

14- I have been late for classes. 

15- I know the teacher‟s name. 
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Figure 7.Welcome card. Own elaboration, 2019. 

 

Rationale 

This activity is for students to realize the facts or preferences they share with their 

classmates. Once more, the objective is to build a climate of confidence in the 

classroom, looking at your classmates‟ eyes while finding similarities between them 

can create bonds to enhance their relationships. The exit ticket helps students to 

reflect on their emotions during the activities and to recognize their own preferences 

regarding classroom activities. 

 

Note. Description of activities for students, teaching guidelines, rationale and assessing criteria. 

 

Week 2 

Objectives: 

 to focus on breathing to relax or calm down, 

 to identify the most important information in an article, 

 to identify their own strengths/preferences to present information, 

 to suggest options and come to agreements with classmates, 
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 to develop metacognitive skills. 

  

 

Teacher Students Assessment Criteria 

The teacher introduces 

vocabulary related to 

Mindful breathing and 

checks their understanding 

(Week 2, Activity 1 in 

Appendix H). Then 

students are invited to 

follow a guided breathing 

activity (Week 2, Activities 

2 and 3 in Appendix H). 

Students check 

vocabulary related to 

breathing and follow the 

teacher‟s instructions in 

Mindful breathing. 

Students can follow 

instructions in a guided 

breathing activity. 

Students can 

concentrate on their 

breathing and how they 

feel their body. 

The teacher shares the 

objectives for the thematic 

unit Human Values (in 

6.2.2). The teacher also 

shares the SEL 

competencies they are 

going to work with based 

on their answers. 

Students may ask for 

further explanations.  

Students can 

understand the objective 

of the thematic unit and 

the SEL competencies to 

focus during it. 

Student can ask for 

explanations. 
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The teacher asks 

students to open the 

Macmillan Topics 

Communication on page 3 

and gives instructions. 

Students have to read and 

report the main ideas to 

their classmates. The 

teacher provides the 

necessary material (Week 

2, Activity 4 in Appendix 

H).  

During the reporting 

stage the teacher checks 

that all the students listen 

and understand their 

classmates‟ representations. 

Students work in 

groups, read the 

information on page 3 

and select how to 

represent the information.  

Students exhibit their 

product to their 

classmates (Week 2, 

Activity 5 in Appendix 

H). 

Students can work 

collaboratively. 

Students can identify 

their preferences to show 

reading comprehension. 

Students can explain 

their representation to 

others. 

Students can listen to 

their classmates‟ reports. 

The teacher gives 

instructions for the next 

group work: Select some 

options for greeting each 

other every class: what 

gestures are we going to 

Students work in 

groups and select 

greeting and gestures.  

Then each group 

shares suggestions to 

decide together. Some 

Students can express 

ideas kindly. 

Students can listen to 

others‟ ideas. 

Students can come to 

agreements as a group. 
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use? The teacher checks 

that each opinion is heard 

and considered, and asks 

students to take photos of 

the gestures selected (Week 

2, Activity 6 in Appendix 

H). 

students show the 

different gestures to greet 

each other, other students 

take photos to be shared 

with the group. 

The teacher asks 

students to self-assess their 

performance in the group 

work (Week 2, Activity 7 in 

Appendix H).  

Students complete the 

entry in their learning 

journals. 

Students can reflect on 

their performance in the 

group work. 

Rationale 

The breathing activity is to help students focus on their own body while breathing, 

it is useful to focus and to relax themselves. They also listen to vocabulary related to 

breathing. The reading activity is completed in groups and they are able to select the 

type of answers, this builds teamwork and provides information for the teacher to 

know their intelligences. Besides the language objective of identifying vocabulary 

and main information in a text, students relate the information with an everyday 

activity which is greeting people, this link between their personal experiences and the 

content they work in class improves learning (Elias et al., 1997). The group decision 

on how to greet their classmates also enhances their relationship and interaction. 
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Finally, the third entry for the learning journal promotes their reflection as a member 

of a group and the emotions they identified during the group work.  

 

Note. Description of activities for students, teaching guidelines, rationale and assessing criteria, and extracted 

from Promoting Social and Emotional Learning, Guidelines for Educators, by Elias et al., 1997. 

 

Week 3 

Objectives: 

 to focus on breathing and emotions, 

 to pronounce the emotion words correctly, 

 to use body language to show emotions, 

 to identify words to describe themselves, 

 to differentiate a cognate from a false cognate, 

 to express agreement/disagreement, 

 to describe someone‟s character, 

 to identify pleasant personal moments. 

 

Teacher Students Assessment Criteria 

Preparation for 

breathing activity: the 

teacher checks vocabulary 

related to emotions: happy, 

annoyed, angry, frustrated, 

Students identify the 

words they know and 

checks understanding of 

the new words. 

They think of a 

Students can identify the 

correct word to describe an 

emotion. 

Students can think of a 

personal experience when 
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sad, scared, excited (Week 

3, Activity 1 in Appendix 

H). 

situation where they 

experienced them. (Week 

3, Activity 2 in Appendix 

H) 

they experienced each 

emotion. 

Students can ask for 

clarification.  

The teacher asks 

students to focus on their 

breathing and observe how 

they feel without judging.  

During this breathing 

activity students listen to 

music provided by the 

application Relax 

Melodies sound, Gentle 

Morning. After this 

breathing activity the 

teacher asks students to 

share the emotions they 

identified and how they 

feel focusing on their 

breathing only (Week 3, 

Activity 3 in Appendix H). 

Students close their 

eyes and focus on their 

breathing while the music 

in on. After that, the 

students are invited to 

share the emotions they 

identified. They are not 

forced to do it, just invited. 

Students can focus on 

their breathing.  

Students can identify 

their emotions while 

focusing on their breathing. 

The teacher explains the Students work in pairs Students can show the 
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instructions for the next 

activity called Emotions 

and body language: 

students work in pairs and 

get an emoticon, they have 

to use body language for 

their partners to guess the 

emotion they are showing 

(Week 3, Activity 4 in 

Appendix H). 

and use their body 

language to show 

emotions. 

correct emotion using their 

body language. 

Students can pronounce 

the words for emotions 

correctly. 

The teacher gives 

instructions for the next 

activity called Do you know 

yourself? The teacher 

provides a list of 20 words 

that describe people‟s 

characters (Week 3, 

Activity 5 in Appendix H). 

Students are allowed to 

check the meaning of 

unknown words with a 

partner or with a 

dictionary. When they 

Students tick the words 

which describe them. They 

check the words they do 

not know with a partner or 

a dictionary. 

When they finish, they 

share their own list and 

listen to their classmates‟ 

opinion. They have to 

express if they agree, 

disagree, or are not sure. 

Students can use a 

dictionary to understand 

the meaning of a word. 

Students can ask a 

classmate for help if 

needed. 

Students can select 

adjectives to describe 

themselves. 

Students can express 

agreement/disagreement. 
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finish this first part, the 

teacher invites students to 

share their list with a 

partner. They have to say if 

they agree with their 

partner‟s list or not (Week 

3, Activity 6 in Appendix 

H).  

The teacher explains the 

meaning of „cognates‟ and 

„false friends‟, provides an 

example and asks students 

to circle the words from the 

previous list which are 

„cognates‟ and to underline 

the words which are „false 

friends‟ (Week 3, Activity 

7 in Appendix H). The 

teacher checks students‟ 

answers. 

Students find the 

cognates and false friends 

in the list of words. 

Students use a dictionary 

to identify the false 

friends. 

Students check answers 

with their peers and then 

with the whole class 

(Week 3, Activity 8 in 

Appendix H). 

Students can identify 

cognates. 

Students can find words 

in a dictionary. 

The teacher explains the 

next activity called Are 

Students think of a 

friend and describe them 

Students can write a 

short description of 
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your friends similar to you? 

The teacher asks 

students to choose a friend 

and describe him or her 

without using the words in 

the list from activity Do 

you know yourself? They 

can describe what that 

friend does or likes. The 

teacher provides an 

example for the students 

who may need help (Week 

3, Activity 9 in Appendix 

H). 

After the writing stage 

has finished, the teacher 

asks students to share the 

description with a 

classmate or more and asks 

them to choose the 

adjectives that correspond 

with the description (Week 

3, Activity 10 in Appendix 

without using the previous 

list of words. 

 

 

someone‟s character. 
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H). 

The teacher asks 

students to close their eyes 

and think of a person they 

like spending time with and 

pay attention to the good 

moments they remember. 

After thirty seconds they 

can open their eyes. The 

teacher asks students to 

write in a small piece of 

paper one of those nice 

moments (Week 3, Activity 

11 in Appendix H). The 

teacher invites them to put 

them the Good Moments 

Jar. Some days students 

will be invited to add more 

good moments to the jar. 

The teacher introduces 

the tic-tac-toe game and 

reads the clues for each 

team (Week 3, Activity 12 

Students close their 

eyes, think of a good 

moment. 

Students write a short 

description of that moment 

and put it in the Good 

Moments Jar. 

Students work in groups 

and play the tic-tac-toe 

game. They listen to a 

definition of an adjective 

and reply with the 

corresponding word. 

Students can identify 

pleasant experiences and 

express them in writing 



71 

 

 

in Appendix H). 

Clues for the tic-tac-toe game: 

-Someone who is good at drawing, painting, literature, music, acting or dancing 

(artistic). 

-You show you care about other people and want to help them (kind). 

-This person thinks that good things will happen (optimistic). 

-This person usually talks a lot (talkative). 

-This person likes telling other people what to do (bossy). 

-Someone who is friendly and enjoys being with other people (sociable). 

-A person who behaves in a happy friendly way (cheerful). 

-Someone who has new different ideas (imaginative). 

-A person who is reasonable and practical (sensible). 

-Someone who can make a situation or a story funny (humorous). 

-Someone who believes in his or her own abilities and does not feel nervous or 

frightened (confident). 

-A synonym of confident (assertive). 

 

Homework: The teacher includes a short questionnaire with the adjectives from this 

week. It is a Google form where students match the word and the corresponding 

definition (Week 3, Activity 13 in Appendix H).
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Figure 8. Screenshot of a questionnaire on a Google form to review meaning of adjectives, 2019. 

 

The different activities for this week are meant to connect content to their personal 

experience (Elias et al., 1997), and following guideline 8 the repetition of words are 

essential for students to remember them. To continue building a positive classroom 

atmosphere, besides the time for greeting at the beginning of each lesson and playing a 

game, collaboration with peers is fostered through pair and group work. With the 

intention to increase positive emotion the Good Moments Jar is to value the time we 

spend with others, and appreciate this feeling of well-being. 

 

Note. Description of activities for students, teaching guidelines, rationale and assessing criteria, and 

extracted from Promoting Social and Emotional Learning, Guidelines for Educators, by Elias et al., 

1997. 

 

Week 4 

Objectives: 

 to use a technique to keep concentration during a breathing activity, 
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 to identify examples of behaviour codes in everyday life, 

 to identify the main ideas in a text, 

 to identify the meaning of some expressions, 

 to pronounce some everyday expressions, 

 to express ideas using body language,  

 to measure the importance of problems according to a criterion,  

 to develop metacognitive skills. 

 

Teacher Students Assessment Criteria 
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The teacher gives some 

time for students to greet 

each other. 

The teacher writes three 

questions on the board to 

help students during the 

Mindful breathing activity 

which lasts for one minute. 

The teacher uses the sound 

of a chime to start and end 

it. If students need to focus 

on breathing again they can 

use the questions to help 

them (Week 4, Activity 1 in 

Appendix H). 

 

First, students greet 

each other. 

Students close their 

eyes and focus on their 

breathing and their body.  

Students can greet each 

other gently. 

Students can focus on 

their breathing and bring 

their attention back if 

distracted by thoughts.  
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The teacher introduces 

the term „behaviour code‟ 

and shows a definition 

from a dictionary (Week 

4, Activity 2 in Appendix 

H). The teacher elicits 

examples of behaviour 

codes at school, at home, 

with friends.  

Students read the 

definition, ask for 

questions if further 

explanation is needed. 

Then, they think of 

examples of behaviour 

codes in different places 

(Week 4, Activity 3 in 

Appendix H). 

Students can read and 

understand a definition of 

a term. 

Students can provide 

examples from their 

everyday life. 

The teachers asks 

students to read the article 

Mixed Messages on page 

11, Macmillan Topics 

Communication. The 

teacher provides a guide 

for the reading activity 

(Week 4, Activity 4 in 

Appendix H). The teacher 

monitors group work and 

helps students if they need 

it.  

Students work in small 

groups and read the 

article. They say if they 

experienced something 

similar and express how 

they felt. 

Students report their 

findings to the whole 

class. 

Students can 

understand an article and 

identify the main ideas. 

Students can express 

their personal experiences 

and feelings. 
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The teacher asks 

students to focus on some 

expressions from the 

reading. The teacher 

shows the list of 

meanings. After students 

finish the matching 

activity, the teacher 

repeats one of the 

expressions adding 

different gestures to show 

them the importance of 

body language when 

communicating. The 

teacher suggests using 

online dictionaries or 

Google application to 

check pronunciation. 

Then, asks students to 

prepare and perform one 

of the expressions adding 

body language. 

Students match the 

expressions with the 

language notes about the 

meaning (Week 4, 

Activity 5 in Appendix H). 

Students practice 

saying those expressions 

with a peer. Students try 

the online dictionaries or 

Google application to 

check pronunciation 

(Week 4, Activity 6 in 

Appendix H). 

Students try to find 

gestures to modify the 

message but using the 

same words (Week 4, 

Activity 7 in Appendix H). 

The students share and 

perform one of the 

expressions with some 

body language (Week 4, 

Activity 8 in Appendix H). 

Students can find the 

correct meaning of an 

expression. 

Students can pronounce 

some expressions 

correctly. 

Students can use body 

language to convey a 

message 
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The teacher asks 

students to use their 

previous rating of 

problems to design a chart 

explaining problems. 

Students have to think of a 

name for each level, a 

short description, an how 

to solve it (Week 4, 

Activity 9 in Appendix H). 

The teacher provides an 

example: levels 1 to 5. 

“Problem in level 1: it is 

not a dangerous problem, 

you can solve it alone or 

you can ignore it.” 

Students work in small 

groups and design their 

own rate for problems. 

They paste them on the 

board (Week 4, Activity 

10 in Appendix H). 

Students read their 

classmates‟ descriptions 

and try them. 

Students can assign 

levels to problems. 

Students can design a 

chart. 

The teacher asks 

students to complete a new 

entry for the learning 

journal (Week 4, Activity 

11 in Appendix H). 

Students reflect 

individually.  

Students can reflect on 

their learning and 

relationships with 

classmates. 

Homework: The teacher asks students to watch a video that is uploaded in Crea2 
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(Week 4, Activity 12 in Appendix H), it is an example of a discussion for students to 

check they remember how to organize it (Learn English with Rebecca, 2013).  

Rationale 

To help students with competency 2, the breathing activity is likely to provide 

some help if they have problems when focusing on the present moment. We focus 

again on everyday life and how they feel, trying to focus on feelings naturally, 

without any judgment. Body language is present in some activities to make them 

aware of the message we convey with gestures and how contradictory words and 

gestures can be. They keep working in groups to improve peer collaboration, key 

aspect in SEL. The activity to rate problems is to make them think on the different 

levels of problems they may face and how to solve them. The learning journal entry 

focuses on some previous activities, like the greetings and breathing activities, and 

the other about how they sense themselves sharing feelings. 

Note. Description of activities for students, teaching guidelines, rationale and assessing criteria. 

 

Week 5 

Objectives: 

 to identify stressful situations, 

 to try a technique to release stress, 

 to select and use proper expressions during a discussion, 

 to find possible solutions for a problem, 

 to negotiate a rubric to assess a discussion, 

 to discuss in small groups, 

https://www.youtube.com/watch?v=YY2yjEEoB3U
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 to self-assess group and personal performance during a discussion. 

 

Teacher Students Assessment 

Criteria 

The teacher gives some time for 

students to greet each other.  

First, students greet each 

other. 

 

Students 

can greet each 

other gently. 

The teacher asks students to 

take a piece of paper and write all 

the things and people who cause 

them stress. They have a minute to 

do it and they do not have to 

include their name in the piece of 

paper (Adapted from Edutopia, 

2018). After the minute, the 

teacher gives the following 

instructions: stand in a circle and 

make a paper ball with the list you 

wrote. When I say the word „go‟ 

you start a paper balls fight. After 

30 seconds I say they word „time‟, 

this means you have to stop and 

Students write the things 

and/or people who stress them.  

Students start the paper 

balls fight. When time is out, 

they stand in a circle and read 

the list they got. 

 

Students 

can identify 

the things and 

people who 

cause them 

stress. 

Students 

can identify 

the things and 

people who 

cause stress to 

their 

classmates. 
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take a paper ball and open it. You 

stand again in a circle and you read 

the list you got.  

The teacher shows them the 

tapping technique (Week 5, 

Activity 1 in Appendix H). The 

teacher tells students that a video 

with the tapping technique has 

been uploaded to Crea2. The 

teacher models the tapping 

technique (The Tapping Solution, 

2017). 

After watching the teacher, 

students try the tapping 

technique. 

 

Students 

can follow 

instructions 

and complete 

the tapping 

technique. 

As students are familiar with 

what a discussion is, the teacher 

asks students to have a look at the 

lists of expressions from the book 

Discussion. Process and 

Principles, pages 34, 50, 62 and 

92 to check different expressions 

(Week 5, Activity 2 in Appendix 

H). 

Students select some 

expressions from the book 

Discussion. Process and 

Principles. 

 

Students can 

identify and 

classify 

expressions to 

use during a 

discussion. 

The teacher asks students to Students work in small Students can 

https://www.youtube.com/channel/UCF5ihzEexpCOluB2AA9oh2Q
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work in small groups and discuss 

some topics. They have to use as 

many expressions as they can and 

participate in turns. When the 

teacher plays some music, the 

group has to change the topic. A 

student in each group only listens 

to the discussion and ticks the 

expressions used. This member 

changes each time the teacher 

plays the music, hence, each 

student can participate in both 

roles, as a participant in the 

discussion and as a listener (Week 

5, Activity 3 in Appendix H).  

After the row of discussions, 

the teacher elicits the expressions 

they used while interacting. 

groups and discuss a topic at a 

time. In turns, a member of the 

group listens and ticks the 

expressions they have used. 

Each group checks how 

many different expressions they 

have used during the 

discussions. 

express an 

opinion, and 

express 

agreement/disa

greement. 

Students can 

identify the 

expressions 

used during a 

discussion. 
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The teacher shows students 

the rubric for the discussion 

they are going to perform. The 

teacher listens to the students‟ 

suggestions and agrees on the 

aspects to be observed and 

assessed during this discussion 

(Week 5, Activity 4 in 

Appendix H). 

Students read the rubric 

and suggest aspects to be 

assessed this time. 

Students can 

negotiate a rubric 

with the teacher. 

The teacher introduces some 

resolution wheels and asks 

students to create their own 

wheel using the different options 

and/or creating new ones (Week 

5, Activity 5 in Appendix H). 

Students read the different 

resolution wheels and design 

their own.  

Students can 

come to agreement 

with classmates. 

Students can 

select possible 

steps to solve 

problems. 

The teacher moves to the 

students‟ seats to listen to each 

discussion at a time and takes notes. 

The teacher can offer a second 

chance for students to perform the 

discussion if students ask for it. 

Students work in small 

groups and read the 

situation the teacher gives 

them. After checking 

understanding they discuss 

possible steps to solve the 

Students can 

understand a 

short text. 

Students can 

express opinions, 

possible 
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problem using their own 

resolution wheel (Week 5, 

Activity 6 in Appendix H). 

solutions, 

agreement/dis 

agreement. 

The teacher checks the notes to 

provide feedback to each student 

during the discussion considering the 

negotiated rubric. After students 

finish writing their self-assessment 

questionnaire, the teacher provides 

feedback to each group and student.  

Students self-assess 

their performance during 

the discussion (Week 5, 

Activity 7 in Appendix H). 

Students can 

identify their 

strengths and 

aspects to 

improve after the 

discussion, both 

individually and 

as a group. 

The teacher gives students a 

grateful card to each student and 

asks them to give them to the 

person they want (Week 5, Activity 

8 in Appendix H). 

Each student completes 

the grateful card and gives it 

to a classmate.  

Student can 

identify a person 

to be grateful for 

and express it. 

Rationale 

With the objective to provide students with techniques to cope with stress, the 

tapping technique has been selected, the previous activity, the paper balls fight, is for 

students to observe if their classmates face similar or different stressful situations. As 

they will have to read someone else‟s list, their ideas are anonymous and it is likely to 

obtain authentic personal situations. The tapping technique can be practised any time 
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and as much as they need it. 

 

Note.  Description of activities for students, teaching guidelines, rationale and assessing criteria. 

Adapted from60-Second Strategy: Snowball Toss, by Edutopia. 

 

The negotiation of the rubric is for students to know how they are going to be 

assessed and to reduce any surprise which may cause confusion or be detrimental for 

their performance. Besides, they have to suggest the aspects they consider should be 

assessed this time. The first discussion is for them to check by themselves how well 

they include the different expressions during a discussion, through common topics. 

As solving a problem may be a complex issue, the resolution wheels can be a useful 

tool to think of the different options we may have when facing a conflict. The idea of 

designing their own resolution wheel is to help them think and add reasonable options 

which may be absent in the provided wheels. During the discussion the group has the 

chance to find possible solutions for the situation given and share a personal situation. 

Finally, the self-assessment covers both their own performance and the group‟s 

performance. At this stage, they should be able to observe how they work as a team, 

their strengths and aspects that need improvement, as well as their own performance.  
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7. Conclusions 

 

The implementation of the thematic unit Human Values and the collection of information 

were complete and both the teacher and the students‟ views contributed to the analysis at this 

final stage of coming to conclusions. The intention of this design was to contribute to the 

teaching of English integrating the dimension „An ethic of well-being, feeling and being in 

the group‟ recently published in the framework of references in Uruguay. As explained 

before, the author believes that academic results improve and become more meaningful for 

students when their well-being is conceived as an aspect to be developed in formal education. 

Before the actual implementation of the unit, the checklist for tasks in this design guided 

the first decisions on the suitability of the different activities. For instance, the opportunities 

for students to work collaboratively, the integration of skills in the sequence of tasks, or the 

planning of activities which might prompt a negotiation of meaning were checked in advance. 

During the different lessons this checklist was a guide to observe the students‟ performance 

and for the teacher‟s to monitor possible changes. Unfortunately, there was no feedback from 

a colleague who taught the same level at this high school, therefore, the conclusions on the 

suitability of the activities were only by the author. 

Based on the approaches to implement SEL in schools shown in Figure 3, the approach 

selected was integrating SEL and the academic curriculum, the results were positive and after 

analyzing students‟ answers in the interview carried out at the end of the unit, the evidence 

exhibited the need for integrating SEL into the school structure. The sample of nine students 

responded that they would like to have SEL activities in every class as they made them feel 

more confident, and they helped them to release stress before tests. They also felt that the 

classroom atmosphere changed after each breathing activity, becoming pleasant and 
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comfortable.  

To identify the learning needs and interests of students attending the English course in 6th 

Social-Humanistic the decision was to ask students directly after introducing the five 

different competencies, the questionnaire contributed to gather the needed data to design the 

different activities to suit students‟ needs, at their age they are aware of their strengths and 

weaknesses and this was confirmed with their replies to the questionnaire on the SEL 

competencies. All the students replied the questions and highlighted that this was the first 

time that they were informed about the social and emotional factors of a student. For 

instance, three students replied that the school should not be responsible to develop these 

skills and two other students mentioned that they were not comfortable talking about their 

social and emotional skills with a teacher.  Some students described situations where they felt 

that teachers were only focusing on their academic learning when they needed some support 

to manage stress or overcome difficulties. 

When analyzing the results based on the selected guidelines for the application of social 

and emotional skills suggested by Elias et al. (1997), strong evidence was found on students‟ 

engagement to create a caring atmosphere and to learn. All the students completed the 

different assessment oral and written, being the former a difficult task for strugglers. Students 

also provided positive feedback on the incorporation of activities where they had to move, 

present, play and interact. Contrary to the teacher‟s primary assumptions, they asked for more 

activities similar to “step on the line” or the tic-tac-toe game.  

The incorporation of two social and emotional competencies in the different activities of 

the thematic unit Human Values merged with the academic objectives of the unit; the 

activities provided data to analyze both students‟ language performance and the development 

of the SEL competencies. The design of this thematic unit showed that it is possible to 
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connect both aspects and that it is not detrimental to academic achievement. On the contrary, 

measuring the students‟ results on the different objectives of the thematic unit, we can affirm 

that the students‟ results were more than acceptable and their reflection on their own 

performance was critical and thoughtful. It is true that the beginning of the course requires 

more time devoted to getting to know the students but this time is a valuable investment for 

the students‟ learning and social and emotional development. 

Focusing on the competencies selected for this unit, the findings were surprising. In the 

first place, self-management competency was developed through the breathing activities, the 

tapping technique, and writing in the learning journal. In each of the activities students 

showed commitment and the atmosphere of the classroom was pleasant and conducive to 

learning. One of the pedagogical tasks required a presentation at the front of the classroom 

and each of the groups completed the task, there was a respectful audience during this 

presentation stage. The second competency which is the ability to make effective and 

practical decisions when interacting with others was observed while describing problems and 

evaluating possible options to find a sensible solution. The speaking tasks which included this 

kind of discussions favoured the multiple views on a situation and the consequences for 

themselves and others. 

When implementing the different activities of the unit students showed their interest to 

understand and manage their emotions, and thanked for the opportunity to do it in class. 

Teaching breathing activities was challenging for the teacher as it was in a foreign language 

but it meant no obstacle for students who followed the instructions the different times they 

did it in class. Their opinions on these breathing activities were positive and requested for 

more privacy when doing them as other students could observe them from the corridors. This 

was immediately solved with a curtain for those moments, and it was perfectly 
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understandable as these were not common practices in the high school. Students felt that 

guided breathing led them to relaxation as they once asked the teacher to do it at the end of 

the class of English because they had a test of another subject afterwards. 

The students‟ performance during the whole unit was varied. Jensen‟s suggestion on 

teaching teenagers, as stated before, was confirmed when students had to use their gestures to 

show an emotion. This group activity of showing  gestures and then interpreting another 

classmate‟s gesture was on one hand embarrassing for some students and on the other hand,  

hard for others to decode their classmate‟s body language. A few students did not participate 

and were passive, when asked about their reasons for not participating they responded that 

they were not good at using body language or that they felt embarrassed and preferred to 

watch. 

The learning journal supplied meaningful data to understand students‟ preferences. In each 

of the entries they provided information on how they felt during the different activities and 

included expressions such as “I loved…” or “I enjoyed…”, including comments on feeling 

comfortable in the classroom and also working with their peers. However, the greeting 

activity at the beginning of each lesson was not as successful as the others, there was still a 

small group of students who said that were shy to greet classmates who did not know very 

well. This journal revealed their ability to reflect on their own strengths and weaknesses, 

however, not all the students could set a personal objective for the course. After completing 

the oral assessment, they all showed understanding of their performance, aspects to improve 

and their feelings during this assessment. For instance, a third of the group identified 

nervousness at the beginning of the discussion but this state changed with the support of the 

group. 

Moving to the teacher‟s role and assessing these two competencies from the teacher‟s 
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perspective and responsibility, there were not many situations where the teacher had to 

provide help or support for students to self-regulate. At this age students did not show how 

they felt and this made the teacher‟s job to detect their emotions more difficult, the most 

effective tool was the learning journal as students became honest and expressive.  

The teaching journal was indispensable to take some time after each class and register the 

immediate opinions, experiences and questions on the material design and on the possible 

adaptations for the following classes. Reflection contributed to separate the results and 

factual information from any emotional interference. The ideas registered on this teaching 

journal reflected some opinions related to the students‟ performance in class, their reactions 

to SEL activities and some others related to the teacher‟s concern when some students were 

not as active as expected. Although the comments were brief after some classes the guiding 

questions were of great support for critical reflection on the objectives of the unit. 

This design included several tools to assess students‟ SEL, the appropriateness of the 

activities and the teacher‟s performance as well. Both checklists for evaluating tasks and for 

the selected SEL competencies provided a guide during the elaboration stage. The latter was 

of great support for the implementation and the reflection recorded in the teaching journal as 

well. The observation tool for the discussion supported the examination of different aspects 

of students‟ performance during this kind of formal assessment. The other two tools were the 

learning journal and the interview, the different entries in this journal recorded students‟ 

opinions, reflections, emotions and concerns and all the students completed it. Nine students 

were interviewed by the author after completing the thematic unit and they were invited to 

participate. Each of these tools provided substantial data to monitor the implementation of the 

thematic unit from different perspectives and the triangulation of the data permitted the 

comparison of views. This author suggests including different types of tools when 
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implementing SEL in the classroom, some students were open to explain their opinions 

during the interview while in their journal entries they were really brief. Therefore, this 

perspective was only possible after interviewing these students. One student, for instance, 

explained his difficulties only during the interview but he had never expressed this in earlier 

stages of reflection.  

The results of this design provide evidence to continue with the integration of the SEL 

competencies in the classroom. Personally I believe the implementation of SEL requires the 

commitment of more teachers in order to demonstrate students that the whole school cares for 

their social and emotional skills which are the basis for their academic success.  

Although the scope of this unit is narrow as it only involved a group of twenty-nine 

students and a teacher of one subject, the students‟ opinions and academic results show that it 

is possible to develop social and emotional skills within the framework of the National 

Curriculum of English as a Foreign Language. Importantly, provide evidence to continue 

developing social and emotional skills in any of the subjects included in the National 

Curriculum for high schools. The author is aware that the analysis was made on the 

implementation of one thematic unit to a group of students. However, the intention of this 

project is not to generalize results but to draw some conclusions based on the obtained data. It 

is also challenging to implement the different types of assessment and to collect information 

with the different instruments to a larger group of students but every detail was collected with 

a level of rigor to transmit results and views from the different participants. 

This project was undertaken to design a thematic unit integrating SEL and to evaluate its 

implementation in the classroom. The evidence of this project suggests that the integration of 

SEL can be considered as a predictor of students‟ academic success only if the teacher and 

the students develop the social and emotional skills together. Asking for students‟ feedback 
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on classroom activities and the teacher‟s attitudes with students should be part of the 

reflecting stages, for the students to express their own opinions they need an understanding 

teacher to receive those views as constructive and not as detrimental for themselves. If 

students feel that the teacher is not receptive to their suggestions, this bond will be destroyed 

as well as creating an unfavourable classroom climate. Further work needs to be done to 

establish the importance of the teacher‟s commitment to this approach, conversely to other 

approaches in teaching, SEL demands real and personal practice of the different 

competencies in order to show and support students in their own processes. 

A natural progression of this project is to analyze results in other subjects and with more 

teachers in different high schools. More broadly, research is needed to compare results in 

settings with SEL integration and others without it. This research would provide 

opportunities to assess the effects of SEL in Uruguayan high schools as it is being assessed in 

other countries. This research would provide local results and some guidelines to decide on 

certain aspects such as the approach to select or the estimated time of a SEL program to 

obtain results, according to Elias et al. (1997). 

What a program is accomplishing, what its goals are, and what exactly the program needs 

to consist of are matters that merit frequent reconsideration, in what we call a spirit of 

continuous improvement. Sometimes this means that an innovation can no longer be 

modified sufficiently to reach desired goals. In that case, another innovation may be needed. 
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Appendix A 

YEAR 2013 2014 2015 2016 2017 2018 

Number of students 

enrolled for KET for 

schools 

98 68 118 101 127 23 

Percentage of students 

who passed KET for 

schools with distinction 

9 % 14 % 0 % 2 % 8 % *** 

Percentage of students 

who passed KET for 

schools with merit 

10 % 20 % 7 % 23 % 16 % *** 

Percentage of students 

who passed KET for 

schools with pass 

31 % 39 % 61 % 55 % 44 % *** 

Percentage of students 

who sat for KET for 

schools and reached A1 

level ** 

35 % 27 % 31 % 18 % 26 % *** 

Number of students 

enrolled for PET for 

26 94  150 149 117 82 
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schools 

Percentage of students 

who passed PET for 

schools with distinction 

10 % 10 % 9 % 12 % 14 % *** 

Percentage of students 

who passed PET for 

schools with merit 

24 % 22 %  26 % 18 % 33 % *** 

Percentage of students 

who passed PET for 

schools with pass 

57 % 45 % 47 % 52 % 44 % *** 

Percentage of students 

who sat for PET for 

schools and reached A2 

level ** 

9 % 23 % 18 % 17 % 7 % *** 

* The percentage missing to reach 100% in some cases are students who did not sit for the exam or did not 

reach the level accepted by Cambridge University 

**Students who reached A1/A2 levels in the corresponding KET and PET obtained a result which is up to 

5% below the expected level by Cambridge University. 

***Results for 2018 had not been received at the time the information was required. Information provided 

by Políticas Lingüísticas, CODICEN, December, 28, 2018. Created by the author. 

 

Cambridge examinations in Educación Secundaria. Information provided by Políticas Lingüísticas, CODICEN. 

Created by the author, 2018. 
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Appendix B 

 

 

Extract of a form by Departamento Integral del Estudiante.Retrieved from http://dieces.weebly.com/ 

http://dieces.weebly.com/
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Appendix C 
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Form for Social and Emotional skills. ReprintedfromGuía de adecuaciones curriculares, 2017, p. 19. Retrieved 

fromhttp://dieces.weebly.com/uploads/1/3/4/9/13499865/gui%CC%81a_de_adecuaciones_curriculares.pdf 

  

http://dieces.weebly.com/uploads/1/3/4/9/13499865/gui%CC%81a_de_adecuaciones_curriculares.pdf
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Appendix D 
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Reprinted from Social and Emotional Competencies Checklist. Retrieved from 

https://safesupportivelearning.ed.gov/  

  

https://safesupportivelearning.ed.gov/
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Appendix E 

Checklist for evaluating tasks 

Tick the corresponding column. YES NO 

The task is appropriate to learners‟ proficiency level.   

The task reflects a real-world or pedagogic rationale.   

The task is likely to be interesting and motivating to 

students. 

  

The input is authentic.   

The input is not authentic but appropriate to the goals of the 

task. 

  

There is an information gap or problem which might 

prompt a negotiation of meaning. 

  

The procedures are designed in a way that allows learners to 

communicate and cooperate in groups. 

  

The task actually engages the students.   

The procedures prompt genuine communication interaction 

among students. 

  

A range of macroskills are integrated into the sequence of   
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Note.Task-based Language Teaching, by Nunan, D., 2004. 

 

  

tasks.  

Communicative tasks are integrated with other activities 

and exercises designed to provide learners with mastery of the 

linguistic system. 

  

Tasks incorporate exercises in learning-how-to-learn.   

After the task, there is evidence for the teacher to determine 

how successful the learners have performed. 

  

Learners can judge how well they have performed.   
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Appendix F 

Learning Styles Test 

¿Cuál es tu estilo de aprendizaje? 

En este cuestionario no hay respuestas correctas o incorrectas. Selecciona la opción que te 

describe. 

1- Cuando estudio para una prueba/examen prefiero: 

 Leer apuntes. 

 Leer títulos en un libro y buscar diagramas e ilustraciones. 

 Repetir información para mí y en silencio. 

 Pedir a otra persona que me realice preguntas. 

 Escribir información en tarjetas. 

 Hacer modelos o diagramas. 

2- ¿Qué haces cuando escuchas música? 

 Fantaseo. 

 Sueño despierto con cosas que acompañen la música. 

 Tarareo. 

 Me muevo con la música. 

3-Cuando necesitas resolver un problema, ¿qué haces? 

Realizo una lista. 

 Organizo pasos a seguir. 

 Chequeo a medida que completo una etapa/tarea. 

 Hablo o llamo por teléfono a amigos o expertos en el tema, realizo un modelo del 

problema y repaso mentalmente los pasos a seguir. 
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4- Cuando lees por placer, ¿qué prefieres? 

 Un libro con muchas imágenes. 

 Un libro de misterio con mucho diálogo. 

 Un libro donde tú respondes preguntas o resuelves problemas. 

5-¿Qué prefieres para aprender a utilizar una herramienta digital? 

 Mirar un video que lo explique. 

 Escuchar a alguien que lo explique. 

 Utilizar la herramienta tú mismo y descifrar cómo se utiliza. 

6-Recién ingresaste a un museo, ¿qué es lo primero que haces? 

 Busco un mapa que indique los lugares de las diferentes exhibiciones. 

 Hablo con el guía del museo y le consulto acerca de las exhibiciones. 

 Entro en la primera exhibición que me parece interesante y consulto por 

información después. 

7-¿A qué lugar no irías a comer? 

 A uno con las luces muy brillantes. 

 A uno con la música muy fuerte. 

 A uno con sillas incómodas. 

8-¿A qué clase prefieres ir? 

 A clase de arte. 

 A clase de música. 

 A clase de ejercicio físico. 

9-¿Qué haces cuando te sientes feliz? 

 Sonrío. 
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 Grito de alegría. 

 Salto de alegría. 

10- Luego de una reunión, ¿qué recuerdas al siguiente día? 

 Los rostros de las personas que asistieron, pero no sus nombres. 

 Los nombres pero no los rostros. 

 Lo que hice y dije durante la reunión. 

11- Cuando ves la palabra c-o-m-p-u-t-a-d-o-r-a, ¿qué es lo primero que haces? 

 Pienso en una imagen de una computadora en particular. 

 Digo la palabra computadora para mí. 

 Percibo la sensación de estar utilizando una computadora. 

12- ¿Qué prefieres cuando cuentas una historia? 

 Escribirla. 

 Decirla. 

 Actuarla. 

13- Cuando deseas concentrarte, ¿qué te distrae más? 

 Distracciones visuales. 

 Ruidos. 

 Otras sensaciones como hambre, calzado incómodo, preocupación. 

14- ¿Qué es lo que haces más frecuentemente cuando estás enojado/a? 

 Fruncir el ceño u otro gesto facial. 

 Gritar, estallar. 

 Pisar fuerte y golpear puertas. 

15- Cuando no estás seguro/a de cómo se deletrea una palabra, ¿qué es lo que 
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generalmente haces? 

 Escribo la palabra para ver si se ve/luce correcta. 

 Digo la palabra en voz alta. 

 Escribo la palabra para ver si se siente correcta al escribirla. 

16- Cuando estás esperando en una larga fila, ¿qué haces usualmente? 

 Miro avisos/pósteres que estén alrededor. 

 Hablo con las personas que esperan junto a mí. 

 Golpeo los pies o me muevo. 

 

Resultados 

 

Cuenta la cantidad de respuestas „a‟, „b‟, y „c‟ que tienes.  

 

RESPUESTAS Mayoría de „a‟ Mayoría de „b‟ Mayoría de „c‟ 

ESTILO DE 

APRENDIZAJE 

Visual Auditivo Kinestésico 

 

Adapted and translated from What’s your Learning Style, 2009. Retrieved from 

http://people.usd.edu/∼bwjames/tut/learning-style/ 

 

  

http://people.usd.edu/∼bwjames/tut/learning-style/
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Appendix G 

Multiple Intelligences test 

 

Test de inteligencias múltiples. 

Instrucciones: Marca con una „x‟ las afirmaciones que sean verdaderas para ti.  

 

Inteligencia 1: 

____ Me gusta leer. 

____Disfruto juegos de palabras como Scrabble y crucigramas. 

____Lenguaje y Estudios Sociales son mis mejores asignaturas. 

____A veces me meto en problemas por hablar demasiado en clase. 

____Puedo escribir 50 palabras en mi diario personal fácilmente. 

____Disfruto probando trabalenguas y rimas. 

____Me gusta escuchar a alguien leer una historia en voz alta. 

____ Puedo escuchar palabras en mi cabeza antes de leerlas, hablarlas o escribirlas. 

____Usualmente no tengo errores de ortografía. 

____Puedo recordar nombres fácilmente.  

 

Inteligencia 2:  

____Puedo realizar sumas mentalmente con facilidad. 

____Matemáticas y Ciencias son mis mejores asignaturas. 

____Disfruto de juegos de mesa como ajedrez y damas. 

____Me gusta descifrar números de enigmas o acertijos. 

____Desarmo las cosas para ver cómo funcionan. 
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____¡Los juegos de matemáticas de computadora son divertidos! 

____Me gustan los juegos de patrones (ej.: ¿Qué viene después?). 

____Usualmente encuentro similitudes entre imágenes de forma correcta. 

____Me gusta que las actividades liceales sigan un mismo orden cada día. 

____Me gusta realizar experimentos. 

 

Inteligencia 3: 

____Toco un instrumento musical y/o canto en un coro. 

____Varias personas me han dicho que tengo buena voz para cantar. 

____Me gusta escuchar música. 

____Estudio mejor escuchando música. 

____Golpeo mi escritorio rítmicamente mientras trabajo. 

____Me sorprendo a mí mismo tarareando canciones. 

____A menudo hay un jingle de TV u otra melodía que suena en mi cabeza. 

____ Conozco una canción después de escucharla solo una o dos veces. 

____Me molesta escuchar ruidos inusuales (ej.: luces que zumban). 

____ Automáticamente acompaño la música con mis pies o manos. 

 

Inteligencia 4: 

____Me gusta jugar con otras personas. 

____Tengo dos o más “mejores” amigos. 

____Prefiero trabajar en grupo que por mi cuenta. 

____Lo mejor del liceo es pasar tiempo con mis amigos. 

____Tengo más de un profesor/a favorito/a. 
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____Prefiero deportes de equipos a los individuales.  

____ Me gustaría ser un tutor y ayudar a enseñar a otros estudiantes. 

____Soy miembro de un club. 

____Me preocupo por los problemas de mis amigos. 

____ Mis amigos me piden que los ayude con sus problemas. 

 

Inteligencia 5: 

____Disfruto haciendo laberintos y armando rompecabezas. 

____Veo imágenes claras en mi cabeza cuando sueño. 

____ Prefiero los libros que tienen muchas fotos. 

____Me gusta mirar televisión y/o películas. 

____Garabateo o dibujo a menudo durante la clase.  

____Me gustan las actividades artísticas. 

____Me resulta fácil comprenden cuadros, mapas y gráficas. 

____Disfruto los juegos de LEGO u otros juguetes de armar. 

____Me doy cuenta cuando la ropa de otras personas no combinan. 

____He pedido libros de dibujo de la biblioteca. 

 

 Inteligencia 6:  

____Me gusta hacer cosas con arcilla o plastilina. 

____Estoy en un equipo deportivo (o baile, gimnasia). 

____ Me meto en problemas en clase por jugar con mi lápiz o hacer ruidos con 

manos/pies. 

____Me cuesta quedarme quieto por largos períodos de tiempo. 
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____Me encanta correr, saltar o bailar. 

____Me gusta subirme a la montaña rusa.  

____Hago gestos con mis manos cuando hablo o describo algo. 

____Disfruto construyendo modelos o completando proyectos de costura. 

____Aprendo más cuando “hago” algo en lugar de solo leerlo o escucharlo. 

____Me gusta representar/actuar las cosas. 

 

Inteligencia 7: 

____Me gusta hacer mi trabajo solo. 

____Puedo describir fácilmente mis sentimientos. 

____Me acepto y quiero a mí mismo. 

____Los adultos dicen que soy terco o de carácter fuerte. 

____Me gusta pasar tiempo solo. 

____Tengo un lugar secreto. 

____Tengo un diario en casa donde escribo mis pensamientos y sentimientos. 

____Muy pocas personas saben de un hobby que tengo. 

____Sé lo que quiero ser cuando crezca y lo que debo hacer para convertirme en eso. 

____Puedo enumerar las cosas que hago bien y las que necesito mejorar. 

 

Inteligencia 8: 

____Tengo una colección de cosas que son especiales para mí. 

____Me gusta ir de camping. 

____Me gustaría vivir en una granja. 

____Me encanta ver animales. 
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____Le recuerdo a mi familia que recicle. 

____Conozco los nombres de al menos diez árboles o plantas diferentes. 

____Me gusta plantar semillas y verlas crecer. 

____Tengo una mascota. 

____ Me gusta explorar en bosques, arroyos y campos. 

____Me gustan los documentales acerca de la naturaleza. 

 

Inteligencia 9:  

____Es importante ver mi rol/papel en el "panorama general" de las cosas. 

____Disfruto discusiones acerca de la vida y sus interrogantes. 

____La religión es importante para mí. 

____Disfruto viendo obras de arte. 

____Los ejercicios de relajación y meditación son gratificantes. 

____Me gusta visitar sitios impresionantes en la naturaleza. 

____Disfruto leyendo las obras de los filósofos antiguos y modernos. 

____ Aprender cosas nuevas es más fácil cuando entiendo su valor. 

____ Me pregunto si hay otras formas de vida inteligente en el universo. 

____ Estudiar historia y cultura antigua me ayuda a darme perspectiva. 

 

Resultados 

 

En las casillas escribe el número de cruces (x) que tienes en cada sección. 
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Inteli- 

gencia 1 

Inteli-

gencia 

2 

Inteli-

gencia 3 

Inteli-

gencia 4 

Inteli-

gencia 

5 

Inteli-

gencia 

6 

Inteli-

gencia 

7 

Inteli-

gencia 8 

Inteli-

gencia 9 

ej. 4         

 

Inteligencia 1: Inteligencia verbal (lingüística) 

Inteligencia 2: Inteligencia lógico-matemática 

Inteligencia 3: Inteligencia musical-rítmica 

Inteligencia 4: Inteligencia interpersonal 

Inteligencia 5: Inteligencia visual y espacial  

Inteligencia 6: Inteligencia corporal y kinestésica 

Inteligencia 7: Inteligencia intrapersonal 

Inteligencia 8: Inteligencia naturalista 

Inteligencia 9: Inteligencia existencial 

 

 

Ahora escribe los nombres de las tres inteligencias con las puntuaciones más altas. 

 

1. 

 

2. 

 

3. 
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Student Multiple Intelligences Survey, 2019.Adapted from http://edprodevelopment.com/wp-

content/uploads/Student-MI-Survey.doc 

  

http://edprodevelopment.com/wp-content/uploads/Student-MI-Survey.doc
http://edprodevelopment.com/wp-content/uploads/Student-MI-Survey.doc
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Appendix H 

English Course:  6
th

 grade 

Thematic Unit: Human Values 

Week 1 

1- Sharing. Think of two pieces of personal information you want to share with your 

classmates. When the teacher indicates, stand up, move around the classroom and greet your 

classmates. Share your personal information and listen to your classmates‟ ideas. 

 

2- Greeting activity. After completing the greeting activity with your classmates, answer 

these questions. 

How did you greet each other? What gestures and/or words did you select? 

 

________________________________________________________________________ 

 

What information do you remember about your classmates? Mention at least 3 facts. 

________________________________________________________________________ 

 

3- Share your answers with a classmate. Identify similarities and differences. 

 

 

4- Watch the video (Interactive English, 2017) shared on Crea2 and identify the examples 

of greetings. Are there any new expressions to greet other people?  

 

5- Follow-up activity on Crea2. 

 Log in to access our course on the platform and reply the forum called Let’s introduce 

ourselves! Use the online tool WordArt and design an image to describe yourselves. Read the 

instructions in the forum carefully.  
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6- We have completed the activities for Week 1. Please complete the following exit ticket. 

EXIT TICKET 

 

 

 How did you feel in the English class this week? ☺ … 

 

 

 

 Mention an activity that you enjoyed and say why. 
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Week 2 

Guided Breathing 

1- Vocabulary: tick (√) the expressions you understand. 

a) Close your eyes   

b) Open your eyes 

c) Breathe in 

d) Count to 

e) Breathe out 

f) Take a long slow breath in 

g) Let it out 

 

2- Breathing activity. Close your eyes and guide your breathing listening to the teacher. 

 

3- Guided Breathing activity. You can use this guide any time. 

 

We are going to sit up and close our eyes. We are going to count to five as we breathe in 

and count to five as we breathe out. Sit up really tall and hold your body still. Take a long 

breath in, one, two, three, four, five, and let it out, one, two, three, four, five. We do it again, 

take a long breath in, one, two, three, four, five, and let it out, one, two, three, four, five. 

Let‟s do it once more. Take a long breath in, one, two, three, four, five, and let it out, one, 

two, three, four, five. 

Adapted from Mindful Moments For Kids. Kira Willey, 2016. 
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Reading 

4- Reading and reporting information in groups. 

Open Macmillan Topics Communication on page 3, read and report the main ideas to your 

classmates. These are the options to represent the information: 

1) Use numbers, images and/or graphs;  

2) Perform it in a short sketch;  

3) Explain it on the board;  

4) Create a story and draw it;  

5) Use a map and relate it to where each situation happens,  

6) Use a digital tool to show the main ideas.  

 

5- Now it‟s time to exhibit your products! 

 

6- In Week 1 we worked with greeting vocabulary and gestures.  

How would you like to greet your classmates every class. Select a gesture to greet your 

classmates, take a photo and upload it on Crea2. What gestures are we going to use? 

 

7- Please complete the following self-assessment. 

Self-assessment: 

1- How did you feel in the group work?  

2- What did you learn?  

3- What difficulties did you encounter? 
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Week 3 

 

1- Are these words familiar to you?  What do they describe? 

       happy          annoyed         angry        frustrated       sad       scared         excited 

 

2- They think of a situation where you experienced them. 

 For example, „I feel annoyed when my sister takes my clothes without asking.‟ 

 

3- Guided breathing and music. 

Listen to the music and the teacher‟s instructions to guide your breathing. 

During this guided breathing activity try to identify your emotions. 

 

4- Emotions and body language  

Work in pairs and get an emoticon provided by the teacher. Use body language for your 

partners to guess the emotion you are showing. 

 

 

  

 

 

 

 

 

                 Emotions. Own elaboration, 2019 
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5- Do you know yourself?  

First, check the meaning of unknown words with a partner or with a dictionary.  

Then, tick (√) the words that describe you.

 

Adjectives. Own elaboration, 2019. 

6- Work in pairs and share your list with a partner. Say if they agree with your partner‟s list 

or not.  

Useful expressions: 

I agree with you. I think you are…. 

I don‟t agree with you. You aren‟t.../ I‟m not sure if you are…. 

 

Cognates are words that share a similar meaning and spelling in English and in two 

languages. For example, ‘independent’ is a cognate, it has a similar spelling to 

‘independiente’ and both words have the same meaning.  

A false cognate or false friend is a word that appears to have the same meaning, but it 

doesn’t. For example, ‘exit’ looks similar to ‘éxito’ but they have different meanings. 

 

7- Find cognates and false friends in the list of words in activity 5. Use a dictionary to 

identify the false friends. 

8- When you finish activity 7, check answers with your peers. 
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9- Are your friends similar to you? 

Choose a friend and describe him or her without using the words in the list from activity Do 

you know yourself?  You can describe what that friend does or likes. 

 Example: I like spending time with my best friend but there are times when he starts telling 

me what to do. He loves giving orders and I hate that. 

 

10- Read your description to a classmate. Can your classmate identify the corresponding 

adjective/s from activity Do you know yourself?  

 

11- Good Moments Jar 

 Close your eyes and think of a good moment you have spent with a friend of yours. 

Write a short description of that moment and put it in the Good Moments Jar. 

 

Good Moments Jar. Own elaboration, 2019 

 

12- Game time. Let‟s play tic-tac-toe! 

13- Vocabulary practice on Crea2. Complete the quiz on Crea2.  How good is your memory? 
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Week 4 

1- We can use these questions to help us during the breathing activity.  

Questions for Mindful Breathing 

 

Where am I? Here 

What time is it? Now 

How do I feel? Present 

Questions from J. G. Larochette. Mindful Life Project.  

 

Close your eyes and focus on your breathing. When you listen to the sound of a chime open 

your eyes. If you need to focus on your breathing again use the questions above to help you. 

 

2- Pre-reading 

Do you know the term „behaviour code‟ or „code of  behaviour‟? 

“The generally accepted rules governing how people behave”.  

Collins English Dictionary. Copyright © HarperCollins Publishers. 

For example, at school mobile phones should be switched off during the class. 

 

3- Work in pairs and complete the table below with examples of behaviour codes at school, at 

school and with your friends. 

BEHAVIOUR CODES 

AT SCHOOL AT HOME WITH FRIENDS 
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4- Reading. 

Read the article Mixed Messages on page 11, Macmillan Topics Communication. Use the 

reading guide below. 

 

Mixed messages 

Reading guide 

a- Read „Look before you speak!‟ and find: 

1) what happened to this person? 

2) how serious was the problem? 

3) how do you think the different characters felt? how would you feel? 

3) what would you have done? 

b- Read „Jokes are dangerous!‟ and follow steps a) to d) in 1. 

c- Read „Look carefully!‟ and follow steps a) to d) in 1. 

d- How serious do you think each problem is? Rate it from 1 (not serious) to 5(very 

serious). 

     e- Have your ever experienced something similar? How did you feel? 



127 

 

 

5- Post-reading 

 

 

Match these expressions with the corresponding meaning 

Expression  Meaning 

Look before you speak  a- used to express disgust, dislike. 

Ugh  b- used to ask for directions. 

Where the secondary school?  c- used to say that you hugged 

someone tightly. 

Thank you (example)  d- used to suggest that you should 

observe before you express an idea, 

your words can create a positive or a 

negative reaction. 

I squeezed her  e- used to express gratitude 

 

6- Work in pairs and practice saying the expressions in activity 5. You can use an online 

dictionary or Google application to check pronunciation. 

 

7- Do gestures modify a message? Try to modify the message in the expressions in activity 

5 but using the same words. Use gestures and intonation. 

 

8- Time to share! Perform one of the expressions.  What sounds different? 
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9- Rating problems. 

In activity 4 you rated problems from 1 (not serious) to 5(very serious).  

Work in small groups and design your own rate of problems. Think of a name for each level, 

write a short description of each level, and explain how to solve it. Use images to illustrate 

your rate. 

Example:  “Problem in level 1: it is not a dangerous problem, you can solve it alone or you 

can ignore it.” 

10- Time to share! Show your design and description to your classmates. 

11- Reflection time. Please answer these questions individually. 

 

 

 

Entry 4 

 

1- How did you feel sharing your feelings with your classmates? 

2- What do you think about the time we spend greeting each other at the beginning 

of the class? 

3- Have you practiced the breathing activities outside high school? When and 

why? 

 

 

12- Homework: watch a video that is uploaded in Crea2, it is an example of a discussion for 

you to remember how to organize it (Learn English with Rebecca, 2013).  

  

https://www.youtube.com/watch?v=YY2yjEEoB3U
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Week 5 

1- The tapping technique.  

You can watch a video of the tapping technique on Crea2.  

Even though I feel (describe your emotions) I deeply and completely accept myself.  

While you say what stresses you, tap the side of the hand. The next tapping points are: the 

beginning of the eyebrow, the corner of the eye, under the eye, under the nose, below the 

neck, under the arm and finally on the top of the head. Each time we change the tapping point 

we repeat the issue that stresses us. We can repeat the process several times (The Tapping 

Solution, 2017). 

2- Expressions in a discussion 

Have a look at the lists of expressions from the book Discussion Process and Principles, 

pages 34, 50, 62 and 92 to check different expressions. Make your own list. 

3- Discussion in small groups. 

Discuss a topic at a time. In turns, a member of the group listens and ticks the expressions 

you have used.  How many different expressions have you used during the discussion? 

Topics for the discussions 

What is the best place in 

town for teenagers? 

What is the easiest subject at school? 

What do you prefer, the 

beach or the river? 

What is the most interesting game you 

have ever played? 

What is the thing you wish 

you had more time for? 

What is the main difference between 

boys and girls? 

https://www.youtube.com/channel/UCF5ihzEexpCOluB2AA9oh2Q
https://www.youtube.com/channel/UCF5ihzEexpCOluB2AA9oh2Q
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4- Rubric for the discussion. What categories do you want to assess during the group 

discussion? Express your opinion. 

 

5- Your own resolution wheel. 

Look at these examples of resolution wheels. Create your own wheel using the different 

options and/or creating new ones. 

 

 Figure 9: Wheel 1. Reprinted from Sunshine Parenting, by A. Monke, 2019. Retrieved from http://sunshine-

parenting.com/2015/05/08/5-steps-to-help-kids-resolve-conflicts/.  

http://sunshine-parenting.com/2015/05/08/5-steps-to-help-kids-resolve-conflicts/
http://sunshine-parenting.com/2015/05/08/5-steps-to-help-kids-resolve-conflicts/
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Figure 10: Wheel 2. Reprinted from Pinterest, created by the author, 2019. Retrieved from 

https://ar.pinterest.com/pin/244038873540879137/?lp=true 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://ar.pinterest.com/pin/244038873540879137/?lp=true
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6- Discussion in groups. Read the information and the questions below to guide your 

discussion. Remember to use your resolution wheel and the list of expressions for a 

discussion. 

 

DISCUSSION 

Read this post and use the following questions to guide your discussion. 

1- How serious is this situation? Rate it from 1 (not serious) to 5 (very serious) 

2- Have you ever felt like this teenager? 

3- Use your Resolution Wheel and discuss the most appropriate options to help this teenager solve 

this situation. 

4- Think of a person or situation that makes you uncomfortable. How do you usually react? Do 

you consider if your reaction is going to hurt someone? 
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Figure 11.Forum about social situations. Reprinted from Teen Hut forum, created by BlushieNeo1616, 

2018. Retrieved from http://www.teenhut.net/thread/163991-social-situations/ (1) 

 

 

 

 

 

 

 

 

http://www.teenhut.net/members/206857-blushieneo1616/?s=ab5e6f64628d3a185c74fd7f5c663cb318457b8f
http://www.teenhut.net/thread/163991-social-situations/
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7- Self-assessment of the discussion. 

Congratulations! You have finished your group discussion. Check your performance and 

your group‟s performance answering the following questions. 

 

Group assessment 

 

a- How active was your group? Did all group members participate? 

 

b- Did your group encourage quiet, shy members to participate? 

 

c- Was it a good experience for everyone? 

 

Individual assessment 

 

d- Did you have a good time? 

 

e- How active were you? 

 

f- Did you encourage quiet, shy members to participate? 

 

g- Using the rubric as a guide, describe your performance and aspects you think should be 

improved for next group discussions. 

 

h- What emotions did you identify during the discussion? 

 

Thanks! 

Adapted from Discussion. Process and Principles, by C. LeBeau & D. Harrington, 2006. 
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8- Writing a grateful card 

Who would you like to write a grateful card to? 

 

 

Figure 12.Gratitude card. Own elaboration, 2019. 

 

You can use this chart to help you with ideas and expressions to include in your card. 

How to start How to express gratitude How to end 

- Dear…, 

- My dearest…, 

 

- I want to thank you for… 

-You are a great friend.  

-You are the best. 

-Thank you for your kindness 

and generosity. 

-Thank you for all your 

support. 

-With love from, 

-Best, 

-With lots of love, 

-Love,  

-Hope to see you again soon. 

 

Figure 13. Useful Phrases for Writing. Own elaboration, 2019. 

 

 

 

Dear ______, 

Thank you so much for 

____________. 

I am grateful because 

________________________________. 

Thanks again for being 

_____________. 

See you soon 

__________ 
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Appendix I 

Rubric for Group Discussion 

CATEGORY EXEMPLARY ACCOMPLISH

ED 

DEVELOPIN

G 

BEGINNING 

UNDERSTANDI

NG OF THE 

TOPIC 

The team 

clearly understood 

the topic in-depth 

and presented the 

information while 

discussing. 

The team 

clearly 

understood the 

topic in-depth 

and presented 

some points of 

the 

information 

while 

discussing. 

The team 

seemed to 

understand 

the main 

points of the 

topic  

The team did 

not show an 

adequate 

understanding of 

the topic. 

LEVEL OF 

ENGAGEMENT 

Team 

consistently used 

gestures, eye 

contact, tone of 

voice and a level 

of enthusiasm in a 

way that kept the 

engagement of all 

team members. 

Team 

usually used 

gestures, eye 

contact, tone 

of voice and a 

level of 

enthusiasm in 

a way that kept 

the 

engagement of 

Team 

sometimes 

used gestures, 

eye contact, 

tone of voice 

and a level of 

enthusiasm in 

a way that 

kept the 

engagement 

One or more 

members of the 

team were not 

engaged or did 

not engage a shy 

team member. 
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all team 

members. 

 

of all team 

members. 

 

ATTITUDE All statements, 

body language, 

and responses 

were respectful 

and were in 

appropriate 

language. 

Respects turn-

taking when 

interacting. 

 

Statements 

and responses 

were 

respectful and 

used 

appropriate 

language, but 

once or twice 

body language 

was not. 

Usually 

respects turn-

taking when 

interacting. 

 

Most 

statements 

and responses 

were 

respectful and 

in appropriate 

language, but 

there was one 

sarcastic 

remark. 

Sometimes 

respects turn-

taking when 

interacting. 

Statements, 

responses and/or 

body language 

were 

consistently not 

respectful. 

Lacks 

respect of turn-

taking when 

interacting. Or 

there is no 

interaction. 

EXPRESSIONS Uses a wide 

range of 

expressions for 

expressing 

opinions, 

responding to 

Uses 

expressions for 

expressing 

opinions, 

responding to 

other people‟s 

Uses some 

expressions 

for expressing 

opinions, 

responding to 

other people‟s 

Lacks 

expressions for: 

expressing 

opinions, 

responding to 

other people‟s 
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other people‟s 

ideas, suggesting 

ideas, 

agreeing/disagreei

ng. 

ideas, 

suggesting 

ideas, 

agreeing/disag

reeing. 

ideas, 

suggesting 

ideas, or 

agreeing/disa

greeing.  

ideas, 

suggesting 

ideas, 

agreeing/disagre

eing. 

SOLUTIONS Suggests more 

than one option to 

solve the problem. 

Justifies 

suggestion 

sensibly. When 

rejecting another 

student‟s 

suggestion 

provides a 

sensible 

justification.  

Suggests an 

option to solve 

the problem 

with a 

reasonable 

justification. 

Rejects and 

justifies 

another 

learner‟s 

suggestion. 

Suggests 

one option to 

solve the 

problem  

Does not 

suggest options 

to solve the 

problem. 

Adapted from http://rubistar.4teachers.org/ 

  

http://rubistar.4teachers.org/


139 

 

 

Appendix J 

Observation Tool for Group Discussion 

Observation Level 1: 

developed 

Level 2: 

developing 

Level 3:  

Not yet 

developed 

Not observed 

Controls anxiety or stress 

during the formal evaluation 

    

Expresses understanding of 

those who have a different 

opinion, is open to different 

points of view 

 

    

Acknowledges that the other 

person has a different opinion 

 

    

Disagrees with peers without 

getting upset. Controls emotions.  

 

    

Actively listens to the other 

person to understand the reason 

the other person is explaining 

 

    

When disagreeing with 

another person focuses on a 

sensible argument 

 

    

Discusses with peers 

respectfully. Doesn‟t say 

anything negative about the 

person who disagrees with. 
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Appendix K 

Interview 

1-How do you feel in the English class? 

 

2-What is your opinion about the inclusion of breathing activities, stress management 

techniques (tapping), description of emotions, and collaborative work in the classroom? 

 

3-Have you done any of the activities in question 2 elsewhere (in another class, at home)? 

 

4- Is there any connection between the activities from question 2 and your academic 

results? 

 

5- Would you like other teachers to include activities similar to those carried out in the 

English class? Why? 

 

6- Is there any activity or aspect that we should include or contemplate in the English 

class? Why? 
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Appendix L 

Teaching Journal 

 

Teaching Journal 

1- What went well today?  

2- What did not work as expected? 

3- Were all the students active? 

4- How did I react to unexpected answers/reactions/situations? 

5- What should I improve for next class? 
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Appendix M 

Checklist for the following SEL competencies covered   

Competency 2: Self-management: 

 

YES NO 

1- Do I offer opportunities for learners to practice managing their thoughts 

and behaviours? 

  

2- Do I provide positive support if learners are having difficulties with self-

regulation? 

  

3- Do I teach learners about stress and help with options to cope with 

stressful situations? 

  

4- Do I integrate emotional and behavioural techniques (breathing 

exercises, muscle relaxation, journaling, mindfulness exercises) and use of 

nonverbal means of expression (music, art, dance, yoga) 

  

5- Do I provide opportunities for students to set objectives and act to fulfil 

them? 

  

6- Do I provide learners with a set of strategies to help them manage their 

tasks (checklist, prompts...)? 

  

7- Am I able to manage my emotional reactions and behaviours using 

different techniques (mindfulness, self-talk...)? 

 

 

  



143 

 

 

Competency 5: Responsible decision making   

1- Do I allow learners to have a decision-making role on classroom rules 

and activities? 

  

2- Do I offer learners a range of options for completing their tasks?   

3- Do I offer learners options to present their ideas?   

4- Do I encourage students to develop their own strategies for how to 

complete a task or learn something? 

  

5- Do I work to create an environment where students‟ thoughts and 

opinions are valued? 

  

6- Do I offer opportunities for students to evaluate their own work?   

7- Do I work with learners to solve problems?   

8- Do I help students to connect classroom activities to their own goals?   

9- Do I offer students opportunities to evaluate different real-world 

scenarios and make decisions based on the information we have? 

  

10- Do I help students to understand cause and effect?   

Adapted from Appendix D. 

 

 

 

 

 


