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Abstract – How to create a socio-emotionally safe learning environment? This theoretical article discusses the 

premises of a socio-emotionally safe learning environment in basic education and especially the teacher’s role in it. 

The article analyzes two questions: (1) What kind of interventions have been introduced in basic education to build a 

socio-emotionally safe classroom environment? and (2) How could a model be created that would broadly consider 

previous approaches and further strengthen the development of a socio-emotionally safe classroom environment? We 

present a theory-based categorization of programs aiming to develop a socio-emotionally learning environments 

followed by introducing the model of Learning-Groups-Limits (LGL) that combines the various perspectives and 

offers a tool for supporting teachers in their work. In the LGL model, L corresponds to the term “learning" as 

cognitive safety; G to the term "group" as social safety; and L to the term "limits" as emotional and physical safety. 

It is essential to support teachers so they can foster a positive learning environment. The article contributes new 

viewpoints to how to develop new forms of collaboration to strengthen the interaction between pupils and teachers. 

Keywords – Socio-Emotionally Safe Learning Environment, Intervention, Program, Teacher, Basic Education. 

I. INTRODUCTION 

Encountering student restlessness in schools is a common aspect of a teacher's daily work. As restlessness 

escalates, pupils face difficulties in fully engaging in learning and studying [1]. A significant portion of a 

teacher's responsibilities may be dedicated to maintaining a peaceful learning environment and resolving various 

difficulties among pupils [2, 3]. The behavior problems and actions of pupils struggling with concentration, can 

impact the entire class, consuming an unreasonable amount of time, d iminishing well-being and motivation, and 

impeding the ability of both pupils and teachers to focus on the core matter, namely, learning. This often 

excessively burdens the daily lives of both pupils and teachers. If the situation persists without adequate  

intervention, pupils' enthusiasm for attending school diminishes, motivation towards education wanes, and the 

joy associated with studying can completely vanish [4]. The central challenges and problems that pupils 

encounter during their school years can negatively influence their academic competence, learning of social and 

behavioral skills and understanding the social dynamics within the classroom [5, 6].  

In contrast, early identified adequate academic skills and successes in emotional and interpersonal skills 

increase the likelihood that pupils will become adults who thrive in life, can function independently, are socially 

active, use fewer social services, and earn sufficiently for economic well-being [7, 8]. Learning such skills 

happens best in a safe classroom environment. Because in the future classes are becoming increasingly 

heterogeneous, there is a need for deeper understanding about the premises of creating a socio -emotionally 

balanced learning environment [9]. In this article, we focus on the basic education setting and the teacher 

perspective. 

This is a theoretical publication in which our aim is to examine various interventions that have been designed  
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to create socio-emotionally safe working and learning environments in schools. In this article , we examine 

interventions that have been introduced in basic education to build a socio -emotionally safe classroom 

environment. We divide the interventions into four categories that represent slightly different perspectives to a 

socio-emotionally safe classroom environment. Based on our analysis, we present a model that encompasses the 

core elements of this environment. Our review is grounded in the scientific literature of the field and previous 

research, as well as the doctoral dissertation of the first author [2].  

When examining a socio-emotionally safe environment, this article seeks to address two main questions: 

(1) What kind of interventions have been introduced in basic education to build a socio -emotionally safe 

classroom environment? 

(2) How could a model be created that would broadly consider previous approaches and further strengthen the 

development of a socio-emotionally safe classroom environment? 

II. THE CORE ELEMENTS OF A SOCIO-EMOTIONALLY SAFE LEARNING ENVIRONMENT 

Our analysis focuses on the idea of building a socio-emotionally safe learning environment. This can be 

approached from several perspectives. The most well-known ones are social-emotional learning (SEL), which 

focuses on teaching socio-emotional skills [10]; the ecological approach, which emphasizes preventive 

structures [11, 12]; and the behaviorist approach, which aims to guide behavior by influencing underlying 

causes [13, 14, 15]. In addition to these, there are other approaches, such as the discourse approach and the 

curriculum-oriented approach [2, 12]. While the first emphasizes the significance of verbal interaction between 

teachers and pupils, the latter focuses on designing a curriculum that broadly supports pupils‟ motivation and 

thus contributes to building the learning environment.  

To create a socio-emotionally safe learning environment, it is important to focus on both supporting positive 

behavior and preventing disruptive behavior. The ecological approach emphasizes the prevention of problem 

behavior, supporting teachers in their work to minimize disruptive actions in the classroom [11], while a 

behaviorist approach emphasizes procedures through which teachers can positively influence pupils' classroom 

behavior. It is essential to create clear structures and agreed-upon rules and consequences in lessons, which is 

also emphasized in the ecological approach. Classroom routines enhance predictability. Additionally, it is 

important to provide pupils with positive feedback and opportunities to consciously impact their own learning 

[16]. Alongside encouraging feedback, specific reward systems can be used to improve motivation for desired 

behavior [13]. When comparing these presented approaches, it can be observed that the SEL approach 

represents a more comprehensive perspective for creating a socio-emotionally safe learning environment than 

the ecological and behaviorist approaches. It highlights the importance of learning emotion and interaction skills 

in creating a socio-emotional learning environment and emphasizes the teacher's responsibility in this process  

[2].  

Building a socio-emotionally safe learning environment involves the actions that a teacher takes to create 

conditions in the classroom that support and enable pupils' academic and socio -emotional learning [10]. These 

actions are not only aimed at maintaining order in the class to allow pupils to focus on learning but also at 

enhancing pupils‟ social and moral development. Therefore, maintaining order or classroom management is not  

the ultimate goal; rather, it serves the ultimate purpose of achieving academic learning and socio-emotional gro- 
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-wth.  

Henley [17] defines the construction of a socio-emotionally safe learning environment as a key skill for 

teachers and describes a good teacher as one who can reduce disruptive situations and facilitate pupils‟ 

intellectual and emotional growth. By preventing disruptive behavior, a teacher can devote more time to 

academic and other essential learning tasks. Henley [17] considers strengthening pupils‟ self-control crucial, 

which involves not only discipline but also collective planning, routines, and good knowledge of p upils. 

Teachers face the challenge of managing complex, fast-paced, and unpredictable classroom situations [18]. 

In managing such a complex environment, Martin et al. [18] emphasize the teacher's responsibility as a 

starting point for classroom functioning. Teachers who can better control their emotions and behaviors have a 

better chance of success in situations that require quick and sensitive actions [8]. This way, they can be better 

role models for pupils in controlling their own behavior and responding with appropriate emotional reactions. 

According to Martin et al. [18], temperament-based classroom management means that the teacher creates an 

academic and emotionally focused environment for pupils and the entire class community while maintaining it. 

Based on this definition, teachers are expected to learn and identify pupils‟ different temperaments and adjust 

their expectations of pupils' interactions accordingly. This temperament-based approach has been found to be 

related to effective classroom management and reduced disruptive behavior among pupils [19]. 

Recently, positive psychological approaches have contributed new perspectives to the development of  a 

socio-emotionally safe learning environment. For example, the consequent development of emotional life, 

resilience, and moral education also support this kind of learning environment construction [8, 20]. Positive 

support and reinforcement of pupils‟ strengths and joy at school [21, 22] and interventions focusing on positive 

psychological capital at school [23] are based on the idea of enhancing positive behaviors, self-confidence, and 

compassion for others and themselves as pupils. 

The development of a socio-emotionally safe learning environment focuses on how pupils think, feel, and act, 

and how the pupils‟ relationships with peers, home. As a result of this, the atmosphere of the entire school 

community can become positive [24, 25]. Interventions aiming to create a socio-emotionally safe learning 

environment promote student well-being in six areas: socio-emotional skills (e.g., emotional regulation and 

social problem-solving), self-perception and relationships with others (e.g., self-esteem and relationships with 

teachers), positive social behavior, behavior problems (e.g., disruptions in class, aggress ion, and bullying), as 

well as mental stress and academic achievement [20].  

The socio-emotionally safe learning environment aims to develop functions tha t enable individuals to 

maintain positive relationships with others and experience, express, and regulate their emotions in a constructive 

way. By employing these skills, pupils and adults can actively engage in peer groups, resolve conflicts, and 

regulate their arousal level according to the demands of learning situations [26]. Therefore, emotional and 

interactive skills are considered learnable skills, and any deficiencies in these skills can be identified and 

practiced [27]. 

One aspect to the teacher‟s role in the construction of a socio-emotionally safe learning environment is to 

build classroom rules. The rules are identified as an integral part of effective classroom management [28]. 

Creating routines that enhance predictability, clear structure, and o rganization of work can support pupils‟ sense 
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of security and prevent challenging behaviors [29, 30]. The teacher must be able to maintain fairness and justice 

in rules. Pupils are more willing to accept rules that focus on individuals' well-being and learning rather than 

external, individual factors such as clothing and hairstyle [29, 30]. 

In sum, the teacher‟s role in the development of a socio -emotionally safe learning environment can be viewed 

from numerous perspectives. Based on the introduction, we can distinguish at least the objectives for 

establishing general positive classroom activities and climate. Furthermore, the socio -emotionally safe learning 

environment can depend on more specific features such as creating a safe, bully -free interaction and 

relationships between pupils by improving emotional and interaction skills. From a more behaviorist 

perspective, the focus can also be on reducing unwanted behaviors in the classroom. 

III. PROGRAMS FOR DEVELOPING A SOCIO-EMOTIONALLY SAFE LEARNING ENVIRONMENT 

To create a socio-emotionally safe learning environment, numerous development programs and 

corresponding research studies have been conducted. For example, Corcoran et al. [31] have reviewed over 40 

interventions related to socio-emotional support from 1970 to 2016. Many of these programs are quantitative 

studies that focus on pupils' learning progress in reading and mathematics, as measured by standardized tests.  

We have categorized the programs for developing a socio-emotionally safe learning environment into four 

groups based on their objectives: 1) reducing bullying; 2) improving the classroom climate; 3) strengthening 

emotional and interaction skills; and 4) reducing disruptive or aggressive behaviors. These  four categories 

emerged from our theoretical analysis of the premises of a socio-emotionally safe learning environment and the 

teacher‟s role in it. We will examine these in more detail next. 

A. Programs for Reducing Bullying 

Numerous effective interventions and programs have been developed for preventing bullying. Characteristics 

of an effective method include its duration and intensity, meaning that the method should be sufficiently long -

lasting with exercises or activities occurring frequently. Involvement of parents reinforces the effectiveness of 

the method. One characteristic is the use of disciplinary consequences that take place within an environment 

perceived as caring by pupils. Researchers encourage schools to build anti-bullying programs based on methods 

proven effective through research [32]. 

One such intervention is the Bully-Proofing Your School (BPYS) program, developed in the United States in 

1994, which has been shown to reduce bullying [33]. The program follows three principles: raising awareness of 

bullying in the school through extensive surveys conducted among teachers and pupils, strengthening skills that 

protect against bullying, and creating a school atmosphere that shows more care, thereby changing bystander 

reactions to be against bullying. The effectiveness of BPYS was studied over five years in various schools with 

a total of 3497 pupils participating. The research findings indicated that BPYS had the following effects: pupils 

were more aware that bullying was prohibited in the school, incidents of bullying and related behaviors 

decreased, and the sense of safety slightly increased.  

The anti-bullying program Dare to Care was established in the United States in 1988 [34]. Its aim was not 

only to reduce bullying but also to create a safe school environment. Dare to Care offers special support to both 

victims and bullies through individual and group counseling. Teachers and parents are carefully trained to 
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adhere to the program's principles. Pupils are taught skills and behav iors to avoid becoming targets of bullying. 

The program also emphasizes collaboration with external support networks. The effectiveness of Dare to Care 

was studied by implementing a three-month intervention in the target school, while the control school did not 

have a similar program. After the three-month research period, bullying significantly decreased in the target 

school, while the amount of bullying in the control school remained the same. Another study examined the 

significance of the program's duration on its effectiveness. The results showed that the program's systematic 

implementation over two years had a significantly greater impact on pupils' positive attitudes towards those who 

were bullied compared to shorter one-year and three-month programs.  

In Finland, the KiVa Koulu program (Anti-Bullying School), developed and extensively tested at the 

University of Turku since 2007, also aims to create a school atmosphere that protects against bullying [35, 36]. 

KiVa Koulu is implemented in collaboration with parents. It is based on preventing bullying by strengthening 

the classroom atmosphere, group interactions, emotions, and their management. An essential part of the program 

is to influence the entire class's actions, creating an environment of awarenes s, intervention, and responsibility. 

The program includes KiVa lessons, where the aspects are systematically practiced. The program also offers 

concrete support on how to handle bullying situations that have occurred and structured lessons on recognizing, 

understanding the factors influencing, and preventing bullying. Building KiVa Koulu in a school requires the 

commitment of the entire school community to implement the anti-bullying program. Numerous studies have 

been conducted on the intervention, and the findings show that the program can reduce bullying, increase school 

well-being, foster positive peer relationships, and enhance motivation for learning [35, 36]. 

B. Programs for Improving the Classroom Climate 

The "Tyorauha kaikille" model, developed in Finland, focuses specifically on improving work peace [37]. 

The aim is to enhance classroom atmosphere and increase teachers' classroom management skills to promote 

work peace. The model seeks to influence the teacher's self-efficacy, shifting the focus from individual pupils to 

the entire group. It is directed towards upper secondary school classes that face significant work peace 

challenges and require additional tools for support. The model involves tailored support measures based on 

group-specific behavior needs and provides clear guidelines for teachers' classroom management.  

Similarly, the "ProKoulu" program aims to prevent and address work peace challenges [38]. It is based on the 

international School-Wide Positive Behavior Intervention and Supports (SWPBIS) approach, which promotes 

positive behavior and practices based on positive pedagogy principles [14]. Work peace challenges are defined 

as learning challenges, for which the entire school community shares responsibility. The implementation of 

ProKoulu spans several years and is seen as a developmental process that systematically and sustainably 

enhances the school's culture, teachers' educational competence, and student behavior guidance.  

Several programs for improving work peace emphasize the significance of parental involvement in guiding 

student behavior. One such program is "First Step to Success" (FSS), designed to support young children (ages 

0-8) at risk of displaying antisocial behavior [39]. The program takes a proactive approach with the aim of 

impacting the child's development positively. Pupils at risk of challenging behavior are taught protective skills 

to reduce the risk. FSS consists of three parts: situation assessment, school intervention, and parent training. The 

school intervention focuses on reducing challenging behavior and improving social skills. During the 

intervention, an FSS trainer sits next to the student and uses green (desired behavior) or red cards (undesired 
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behavior) to guide the student. Points are earned for displaying desired behavior. Parent training focuses on 

reinforcing boundaries, defining expected behavior more clearly, and supporting desired behavior.  

In Finland, the “Kouluilo” [Joy at School] project was developed, with special attention to trust in teac hers' 

abilities to create a teaching and learning atmosphere that fosters positive emotions, relationships, thriving at 

school, study motivation, and success at school [21]. The project targeted primary school pupils and was based 

on Seligman's positive psychological theory of well-being, which includes the elements of Positive feelings (P), 

Engagement (E), Relationships (R), Meaning (M), and Accomplishment (A). The study aimed to identify and 

create concrete positive psychological practices and methods in teaching to promote pupils' joy at school. By 

operationalizing the elements of PERMA, specific practices and pedagogical models were implemented in 

classrooms during the research year. The school culture fostered positive emotions, a sense of community, 

recognition and utilization of pupils' strengths, and providing diverse experiences of success to each student. 

Various activities were included, such as gratitude journals, strength training, class meetings, mindfulness 

exercises, and mentoring programs. The study found that these new pedagogical methods significantly 

correlated with pupils' experiences of joy at school. Additionally, the teacher's personality and methods, as well 

as parental participation and support, were perceived as important factors influencing joy at school. Moreover, 

the intervention to promote joy at school appeared to have a positive impact on the quality of classroom 

interaction. 

C. Programs for Strengthening Emotional and Social Skills 

The Caring School Community (CSCP) program was  specifically designed to strengthen the emotional and 

social skills of at-risk pupils [40]. The program is based on the principles of positive pedagogy, which involves 

building a caring relationship between pupils and teachers, consisting of three main as pects: 1) recognizing the 

pupils' needs, 2) the teacher's willingness to address those needs, and 3) the student's perception of the teacher's 

efforts to meet their needs. Caring relationships are formed when all three principles are present in the school 

environment. 

The importance of building relationships between teachers and pupils is not always self-evident to teachers, 

and it requires special attention when developing a school [40]. The goal of the program is to help pupils realize 

that teachers care about them and to learn to care for their peers as well. In the Caring School Community 

program, teachers are expected to demonstrate respect, care, and patience to pupils by setting a positive 

example. Noyes conducted research on the implementation of the CSCP program in middle schools. The results 

highlighted improved teacher-student relationships, attributed by teachers to the implementation of the CSCP 

program. Both teachers and pupils appreciated the program's approach, and teachers reported that it 

strengthened the pupils' sense of belonging.  

Some programs for strengthening emotional and social skills focus on character education, which includes the 

pupils' ability to recognize and process the social norms and practices in school [41]. Examples of such 

programs include the Smart Character Choices (SCC) and Character Plus Way (CPW) [42]. The SCC program 

is grounded in social learning theory, emphasizing that behavior is influenced b y individual desires and needs. 

The program is based on fulfilling five fundamental needs: physical survival, belonging, enjoyment, freedom, 

and power within the school context. A study of the SCC program was conducted in 77 classes across 12 

schools, and the results showed that both teachers and parents perceived positive changes in pupils' behavior due 
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to the SCC program.  

The CPW program aims to improve the school atmosphere, enhance academic performance, and reduce 

behavioral issues by emphasizing pupils' moral education [41]. The program's theoretical foundation combine s 

moral development and character education [43]. In two extensive studies, the three-year implementation of the 

CPW program in schools was found to enhance a positive learning environment, pupils' socio -emotional skills, 

moral behavior, as well as math and reading performance. The need for disciplinary measures, especially 

concerning bullying, significantly decreased in schools, particularly among lower-performing schools  

Developed in Australia, the FRIENDS program aims to promote children and young people's emotional and 

social skills, well-being, and prevent depression and anxiety [44]. The program is based on the ideas of 

cognitive psychology, focusing on how individuals interact with their environment. The program's objectives are 

to help children and young people identify and manage their emotions, encourage positive thought patterns, 

provide coping strategies for facing challenges and disappointments, while also strengthening self-concept, self-

esteem, and belief in their ability to cope. The program consists of 12 sessions, with guided exercises aimed at 

achieving the program's goals. The exercises offer practical ways to deal with everyday situations that cause 

worry or fear. The program emphasizes experiential and peer learning, with a focus on sharing experiences, 

collaborative learning, and learning together. The program has three structured versions for children and young 

people aged 4–16 years, and it involves parents to ensure that the skills learned are transferred to the home 

environment. A meta-analysis of the program's effectiveness in reducing anxiety found limited evidence of its 

effectiveness for low-risk pupils, although this effect diminished after 12 months. For pupils at high risk of 

anxiety, the program did not show significant effectiveness.  

In Finland, the Yhteispeli project was conducted from 2007 to 2015, funded by the Ministry of Education and 

Culture [45]. According to the project, children's emotional and social skills develop best in an environment that 

comprehensively supports their overall development. Five key characteristics of a good learning environment 

were identified: warm relationships, being heard and included, clarity and predictability, competence and 

success, and joy. Yhteispeli was developed through participatory action research, initially implemented in 

multiple schools, with a comprehensive focus on the learning environment. This method is referred to as a 

"whole school" approach, taking into account not only pupils but also the entire school staff, school leadership, 

and parents' role in supporting pupils' mental health [46]. The intervention was well-suited for primary schools 

and improved the learning environment, socio-emotional skills of both teachers and pupils, and collaboration 

between school and home. However, the method also presented challenges in terms of teamwork among staff 

and could cause conflicts during the implementation phase.  

D. Programs for Reducing Disruptive or Aggressive Behaviors 

An example of a slightly different approach is the Good Behavior Game (GBG), which has been developed 

since 1969 [47]. It is a method for creating a positive classroom environment with the core focus on reinforcing 

positive behavior to reduce aggressive and disruptive conduct. The program involves playing a gro up game two 

to three times a week for 10 minutes each time, with the total time spent increasing to 40 minutes over the 

school year. During the game, pupils practice following class rules, and groups receive rewards whenever they 

successfully adhere to the rules. Conversely, rule violations result in demerits. The groups compete against each  

other, and the winning group receives separate rewards. GBG is built around four core elements: class rules, 
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group membership, behavior monitoring, and positive reinforcement. Several research studies on the program's 

implementation have concluded that GBG has a positive impact on reducing challenging behavior in pupils. The 

reward systems used in the program play a significant role in its successful implementation, and it is essential to 

use them correctly.  

The Nurture Group model, developed in England, supports pupils with socio -emotional challenges and differs 

from the previously mentioned programs as it is not a structured method [48]. Nurture Groups are short -term 

group interventions with a primary focus on nurturing, and they target pupils who experience social, emotional, 

and behavioral issues that significantly impede their learning in regular classrooms. Each group consists of 6-10 

pupils, and the intervention primarily focuses on primary education, although there are also groups available for 

secondary education. Each group is led by a teacher and a school support professional. Pupils who participate in 

these groups continue to be part of their regular class but spend part of their time in the nurture group. The goal 

is for the student to return to their regular class full-time within one school year. The group's function is to 

provide individualized support to pupils in areas where they face challenges. The relat ionship between pupils 

and staff should be caring and supportive. Daily routines, such as meals, are considered good opportunities for 

learning various socio-emotional skills. The objective is to apply the Nurture Group's practices throughout the 

entire school.  

Nurture Groups are part of a broader national program for supporting pupils' socio -emotional and mental 

health called the National Nurturing Schools Programme, which is based on six basic principles: reinforcing the 

security provided by the student's own class, recognizing the significance of education as a foundation for well-

being, acknowledging the importance of language in communication, understanding behavior as an essential 

part of communication, recognizing the importance of transition stages in child development, and identifying the 

child's developmental stages of learning [48]. MacPherson and Phillips [49] studied teachers' experiences with 

nurture groups and found that improved emotion regulation and communication skills, along with training  for 

the teachers and other support staff working with the group, were crucial to the success of the group's activities.  

The Aggression Replacement Training (ART) has been implemented and studied as an intervention to 

enhance pupils' participation, reinforce positive behavior, and reduce resistance [50]. The theoretical foundation 

is based on the concept of social competence and the perspective of teaching social skills, emphasizing 

behavior, direct behavior learning, and social skill instruction. Maukonen  [50] demonstrated in their study how a 

student's social status influenced their learning of social skills Some pupils' roles in the group made it difficult to 

change their roles to accommodate the newly acquired skills, making the intervention challenging , especially 

considering the group members' disruptiveness and impulsivity. The researcher also emphasized the school's 

overall responsibility for teaching pupils' social skills. 

IV.  DISCUSSION: LEARNING, GROUP AND LIMITS AS THE FOUNDATION 

Our article demonstrates how a multitude of interventions have been implemented to construct a socio -

emotionally safe learning environment. We categorized these interventions into four main groups, aiming to 

comprehensively promote the psychological and cognitive growth and development of children and adolescents. 

Based on numerous studies, it can be asserted that creating a socio -emotionally safe learning environment 

also offers a significant opportunity to address the issue of bullying, which poses a substantial threat to the 
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development of children and adolescents. The right of everyone to enjoy the highest attainable standard of 

physical and mental health is legally grounded by various international legal in struments, including Article 25 

(1) of the Universal Declaration of Human Rights. 

Reducing bullying is an integral component of socio-emotional safety. Additionally, strengthening the socio-

emotional learning environment seeks to establish a classroom atmosphere where, among other objectives, 

pupils‟ self-awareness of emotions, empathy towards others, social interaction skills, social problem-solving, 

and decision-making abilities are enhanced. All of these represent important socio -emotional skills. Improving 

classroom tranquility and mitigating aggressive behavior within the school setting are also crucial for classroom 

safety. 

Nevertheless, gaining a comprehensive understanding of the socio -emotional safety within a classroom, 

demands a more holistic approach, which can be realized through “the whole school approach” [51, 52]. Pupils 

should be provided with cognitive safety, social safety, as well as emotional and physical safety [2]. These are 

achieved by integrating previous interventions into the daily school activities as a central part of routines. In this 

context, cognitive safety refers to the eagerness to learn and study, accompanied by the joy of learning and 

intrinsic motivation. These factors can lead to continually improving learning outcomes while enhancing 

learning motivation. Classroom learning increasingly requires collaboration skills and social safety. Thus, 

nurturing positive social relationships, encouraging interactive communication, fostering a fear-free atmosphere, 

and promoting positive cooperation become vital. Emotional and physical safety emerge from the boundaries 

that guide pupils' behavior, which the pupils themselves also acknowledge. Those working in the classroom 

must adhere to agreed-upon rules that prohibit various forms of bullying. Positive mutual belonging and respect 

also characterize the work environment. Cognitive safety is most vulnerable when other safety components are 

not in place. 

Figure 1 presents an integrated overview of a model for enhancing a socio -emotionally safe learning 

environment, which is based on three fundamental elements common to all introduced programs: Learning-

Group-Limits (LGL). In the figure, L corresponds to the term “learning" as cognitive safety. G corresponds to 

the term "group" as social safety. L corresponds to the term "limits" as emotional and physical safety [2]. 

 

Fig. 1. The Learning-Group-Limits model. 
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The socio-emotionally safe learning environment can be enhanced through the LGL model. In practice, the 

whole school as well as every individual teacher should pay attention how to strengthen the fundamental 

elements of the LGL-model in everyday school life. These elements can be briefly defined as follows. 

Learning focuses on how teachers could enforce pupils‟ experiences in feeling of learning and competence. 

This element seeks different ways to address the needs of each pupil‟s cognitive and socio-emotional learning. 

Teachers need to find ways to differentiate teaching and make sure that basic learning skills are mastered on a 

sufficient level. 

Group focuses on pupils‟ experiences in relatedness, autonomy and participation. It is vital that school does it 

utmost to ensure that each pupil is an inclusive part of the class. It is important that pupils find their classroom a 

place that embraces everyone‟s involvement and is free from segregation and bullying. Teaching of socio -

emotional skills is seen as an integral part of this element. 

Limits focuses on the questions of clarity and predictability. Pupils need to know e.g., what to expect during 

the lesson and the day, what they are supposed to learn and what are the consequences o f an unwanted behavior. 

Teachers need to establish limits, rules and routines in a way that reinforces everyone‟s experience in an 

emotionally and physically safe environment. 

V. CONCLUSION 

Constructing a socio-emotionally safe learning environment serves  the balanced growth and development of 

pupils. The positivity and strong learning outcomes during school years reflect in success both in life and work 

[53, 54]. Conversely, poor initial school performance, learning difficulties, and challenges in behavio ral, 

emotional, academic, and social development predict difficulties and can lead to outcomes like school dropout 

and subsequent marginalization [55]. 

A crucial aspect of ensuring student well-being and learning is also considering the teachers' capabilit ies for 

successful classroom work. Teachers need to ensure pupils' teaching and guidance in a way that provides good 

learning opportunities for each student, offers support and encouragement, and creates a socio -emotionally safe 

atmosphere for everyone in the class [56]. This is a challenging task, especially for teachers with large class 

sizes. 

Hence, it's essential to create solutions and approaches that empower teachers to feel successful in their work 

and preserve their well-being. The research on teacher burnout and desires for career change [57] reflects that 

expectations for teachers to manage the classroom situation alone are overwhelming. Teaching should not 

merely revolve around maintaining order, depleting resources in an effort to just get through lessons, minimize 

disruptions, and remove the most significant barriers to learning [58]. 

Collaboration and co-teaching are required to enhance teachers' ability to provide safe and positive learning 

opportunities for each student. According to Kolleck [59], teacher collaboration and co-teaching are perceived 

as threats to teacher autonomy. However, there is also substantial research suggesting that both teacher 

collaboration and autonomy positively impact teacher motivation. Collaborative culture influences teachers' 

satisfaction, burnout, efficacy [60], teacher well-being [61], educational reform [62], and student motivation 

[63]. Teachers benefit from constructing collaboration based on a framework grounded in research knowledge 
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and considering the demands of everyday work. Building such an operational environment also requires 

competent leadership, but when realized, it significantly impacts teacher well-being [2]. 

In this article, we highlighted what a socio-emotionally safe learning environment means for pupils and how 

the teacher‟s role in creating one can be viewed. It is essential to support teachers so they can foster a positive 

learning environment. Collaboration, cohesiveness, and multidisciplinary teamwork are pivotal. This inc ludes 

not just professional collaboration among teachers but also encouraging interaction, dialogue, and unhurried 

engagement with pupils, forming the core of a socio-emotionally safe operational environment. We need new 

forms of collaboration to strengthen the interaction between pupils and teachers. 
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