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Abstract
The World Health Organization (WHO) regards the concept of health as individual psychoso-
cial well-being based not only on physical, but psychological, social and environmental factors. 
Due to the long time spend at school, that context exerts a strong influence on the well-being 
of children and adolescents and plays an important role in their physical and mental health. 
Good mental condition in childhood and adolescence is a prerequisite for optimal development, 
effective learning, the formation of satisfying interpersonal relationships, and for maintaining 
physical and mental health in adult life. The aim of this paper is to describe the concept of 
socio-psychological well-being at school and major factors that influence it. Research about 
well-being of Polish adolescents will also be reviewed. Some preventive and educational im-
plications will be drawn. Childhood and adolescence are crucial periods for the promotion of 
mental health and the prevention of mental disorders. The article is based on the assumption 
that the school environment is one of the key elements affecting the subjective psychological 
well-being of pupils. The school context is also necessary for taking appropriate preventive 
action and support school-age children in developing appropriate competences.
 
Key words: school, student, school-age children, subjective well-being, social competen-
cies, prophylactics.
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Socio-psychological well-being at school

Ryff (1989) regards psychological well-being as positive psychological health; 
this state is characterised by positive evaluations of oneself and one’s past life, 
a sense of continued growth and development as a person and the belief that 
one’s life is purposeful and meaningful; it also demands the possession of qual-
ity relations with other people, the capacity to manage one’s life and world and 
a sense of self-determination. A similar term is subjective well-being; this refers 
to a person’s cognitive and affective evaluations of his or her life, including 
both emotional reactions and cognitive judgements of satisfaction (Diener et 
al., 2002, p. 63). 

As health and well-being have mostly been separated from other aspects 
of school life, we can also discuss well-being at school. The School Well-being 
Model, based on Allardt’s sociological theory of welfare, assesses well-being as 
an entity in a school setting. Well-being in this sense is connected with teaching 
and education, and with learning and achievements. Indicators of well-being 
are divided into four categories: school conditions (having), social relationships 
(loving), means for self-fulfilment (being) and health status (Allard, 1989; af-
ter: Konu and Rimpela, 2002). Research has shown that the school context has 
a major influence on the general subjective feeling of well-being reported by 
pupils (Konu et al., 2002).

Learning for socio-psychological well-being within school can be seen as 
an active, collaborative and situated process in which the relationship between 
individuals and their environment is constantly constructed and modified. Not 
only does it concern the acquisition of knowledge and skills, but it also serves 
as an ongoing, interactive process of sense making and development, in which 
motives and emotions play an important part.

Well-being of Polish adolescents

A survey of subjective well-being of children in Poland was conducted based on 
a representative sample of pupils aged 8, 10 and 12 as a part of the International 
Survey of Children’s Well-Being (Strózik, Strózik & Szwarc, 2016). The degree of 
satisfaction with life demonstrated by children turned out to be high. The highest 
mean values for all scales were observed among eight-year-olds, while the worst 
assessment of their lives was provided by 12-year-olds. The average level of life 
satisfaction was similar for both sexes. In all age categories, the most favourable 
scores were obtained for family life, and the worst for the school experience.
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Similar findings were obtained by the Health Behaviour in School-Aged 
Children (HBSC) study, a WHO collaborative cross-national study intended to 
provide information about the health, well-being, social environment and health 
behaviour of adolescents. HBSC 2014 was carried out in Poland in the school 
year 2013–2014; it examined a representative national sample of 4,545 students 
from all regions of Poland, divided into three groups with mean ages of 11.6, 
13.6 and 15.6 years. Among these subjects, 33.6% of the pupils declared a very 
high level of well-being, 47% a medium level, and 20% a low level of well-
being. The mean level of well-being was found to be 7.38 points (SD = 2.13) on 
the 10-point Cantrill Ladder scale. In addition, the HSBC results revealed lower 
satisfaction with life in girls than boys, as well as in older than younger people 
(Mazur, 2015); the latter was previously noted in a number of national and inter-
national studies which also found life satisfaction to decrease with age in both 
children and adolescents (Casas, 2011; Currie et al., 2012; Goswami, 2014). 
Self-perception, parental relations, moods and emotions, the school environ-
ment and some socioeconomic factors are known to have a dominant influence 
on adolescent well-being (Mazur et al., 2016). Although the self-assessment of 
well-being given by Polish teenagers is quite high, the group reported many 
examples of high-risk behaviours and a  lack of pro-health behaviours; these 
two ways of measuring well-being can give a  fuller picture of well-being in 
adolescents.

Social changes in Poland during recent years have led to changes in risk 
behaviours of Polish teenagers, with both positive and negative changes being 
observed. For example, they report becoming intoxicated less frequently using 
alcohol but more so with marijuana. Negative changes have also been observed 
in the sphere of violence and injury, with more frequent injuries requiring 
medical assistance and an increased percentage of young people experiencing 
violence from their peers. Further negative changes have been seen in the per-
ception of some aspects of school and home environments: for example, boys 
report worsening communication with mothers, greater school-related stress 
and repeated fights. Interestingly, while boys were involved in fewer fights in 
the period 2010–2014, the same period saw a significant increase in girls. While 
boys demonstrated positive changes concerning better school achievements and 
general life satisfaction, girls reported more frequent smoking, worse commu-
nication with fathers and intensification of repeated subjective complaints (Ma-
zur, 2015).

Poland is ranked next to bottom among European countries with regard to 
the well-being of teenagers, especially 15-year-olds (Inchley et al., 2016).
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Major factors influencing school well-being

Among the many factors influencing the mental health of children, the factors 
most strongly associated with school well-being appear to be family and fam-
ily relationships, school performance and school environment, quality of peer 
relationships and personal / individual resources (see: Fig. 1).

Fig. 1. Factors influencing school well-being	
Source: own study.  

Family serves as the background to the process of socialisation, creating 
lifestyle patterns and building personal resources and values. Adolescence is 
a crucial time for building psychological well-being, and family relations play 
the most important role in this process. Support, adequate control, positive pa-
rental attitudes, discipline and effective communication with family members 
strengthen psychological development. Research has shown that family func-
tioning is significantly related to measures of adolescent psychological well-
being (existential well-being, life satisfaction, self-esteem, sense of mastery, 
general psychiatric morbidity), school adjustment (perceived academic per-
formance, satisfaction with academic performance, and school conduct), and 



133

Magdalena Zadworna-Cieślak, Karolina Kossakowska  The Subjective Mental Well-Being

problem behaviour (delinquent and substance abuse behaviour) (Shek, 2002). 
Adolescents who were more satisfied with their quality of life reported few-
er symptoms of depression and had families whom they perceived as being 
warmer and more caring (Grey et al., 1998). On the other hand, children who 
experience multiple transitions in the family structure may face poorer develop-
mental outcomes than those raised in stable families (Fomby & Cherlin, 2007). 
In addition, the quality of family life is closely associated with the psychologi-
cal well-being of adolescents (Armsden & Greenberg, 1987). Arguments with 
parents and worrying about family relationships are more likely to contribute to 
psychological distress in younger people than changes to the family structure 
(Sweeting et al., 2010).

Healthy development of the child is influenced to a great degree by his or 
her attachment to the parent, and disturbances in parental bonding have been 
associated with the development of mental disorders later in life. Subjects who 
reported high care and low control (optimal bonding) reported less distress, bet-
ter general well-being and better social support than all other groups. These re-
sults are in line with Bowlby’s theory of attachment (Bowlby, 2007). They also 
show that specific configurations of parental bonding are linked with distress 
and isolation in adolescents (Canetti et al., 1997).

There is strong evidence that programs focused on parental attitudes are 
effective for fostering well-being in families and children (Glăveanu, 2012). 
Parent training programs increase perceived parental competence and can be 
an important preventive strategy to enhance parental and children feelings of 
satisfaction (Löfgren et al., 2017). 

Families live in a very busy time nowadays. Adults and children alike face 
numerous demands in their over-scheduled lives. Spending time together with 
family members is the basis for adolescent development. Each time an experi-
ence is shared, the bond between all those involved grows stronger. For parents, 
spending quality time with children is important to help them get to know them. 
Families that have quality leisure time together are more likely to be satisfied 
than families that do not (Hodge et al., 2015). Melton and Zabriskie (2016) sug-
gest that the best predictor of happiness in the context of family leisure is the 
amount of quality family leisure time spent in familiar activities at home.

To give a  fuller picture of the quality of life, traditional indicators have 
been complemented by Quality of Life Indicators (Eurostat, 2013). One such 
indicator is leisure, i.e. time spent outside productive activities, has a  major 
impact on the sense of well-being, happiness and life satisfaction. In addition, 
social interactions, a related but conceptually different issue, can be considered 



METAANALIZY BADAŃ EDUKACYJNYCH

134

as providing social capital for both individuals and society and can affect the 
quality of life in numerous ways. Apart from its basic function of meeting the 
natural human need for socialising, more frequent and more rewarding social 
interaction is also associated with better health, improved chances of finding 
a job and even living in a better neighbourhood, such as one with less crime. 
More specifically, having someone to rely on in case of need is particularly 
important; it was chosen as a headline indicator for the United Nations World 
Happiness report (Brajša-Žganec et al., 2011).

Another group of factors influencing well-being are school factors con-
nected with school performance and the school environment. Studies have 
found school performance, school attendance, teacher interaction and school/
leisure conflict to all be dimensions of adolescent stress, and all are significant-
ly associated with psychological distress (Sweeting et al., 2010). Furthermore, 
a heightened emphasis on achievement in schools may marginalise and demoti-
vate students identified as unlikely to succeed. School disengagement has been 
associated with negative psychological and behavioural outcomes (Sweeting et 
al., 2010).

Engagement and success at school constitute an important marker of stu-
dents’ well-being, and improved well-being has a positive effect on academic 
performance (Durlak et al., 2011; Franklin et al., 2009). In fact, recent stud-
ies have made strong links between academic outcomes and the quality of 
relationships in schools, pro-social behaviour and resilience (Department of 
Education…, 2010). Research findings consistently highlight the existence of 
a relationship between addressing the social outcomes of children and their sub-
sequent positive academic outcomes.

Student perceptions of interpersonal teacher behaviour have been found 
to predict student well-being (Van Petegem et al., 2008). The social-emotional 
competence displayed by the teacher is crucial for promoting a positive learning 
environment to students (Hen and Goroshit, 2016), and suitable training meth-
ods significantly improved the attitude of the teacher towards children, as well 
as the ability to listen empathically and confront appropriately (Percy, 1990). 

Educational, i.e. key, learner competencies /cognitive abilities and teacher 
competencies should be included among the skills that affect performance at 
school and the school environment. These key competences include knowledge, 
skills and attitudes that help learners obtain personal fulfilment, find work and 
play a role in the society; these are thought to be important for a successful per-
sonal life and a well-functioning society (Rychen & Salganik, 2003). These key 
competences include “traditional” skills such as communication in one’s moth-
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er tongue, foreign languages, digital skills, literacy and basic skills in Maths 
and Science, together with “horizontal” skills such as learning to learn, social 
and civic responsibility, initiative and entrepreneurship, cultural awareness and 
creativity. The European Commission works with EU countries to promote the 
development of these skills at schools.

All skills can be strengthened by various approaches. One such approach 
involves the use of biofeedback, a mind-body technique in which individuals 
learn how to modify their physiology for the purpose of improving physical, 
mental, emotional and spiritual health (Frank at al., 2010). 

The development of problem-solving skills correlates positively with 
adaptive personality variables (basic hope, optimism, self-efficacy, general 
self-respect, extroversion and conscientiousness), but negatively with anxiety, 
depression and neuroticism (Łaguna et al., 2005). It has been found that ad-
dressing child antisocial behaviour with the use of a combination of problem-
solving skills training (PSST) and parent management training (PMT) led to 
more marked changes in child and parent functioning, and resulted in a greater 
proportion of younger people being described within the range of nonclinical 
(normative) levels of functioning (Kazdi et al., 1992).

Peer relationships are the next important group of factors influencing 
well-being. After joining school, pupils enter a broad social environment. The 
opinion of the group is important for a child, as well as belonging to the group. 
But in adolescence, the most important developmental need is to remain within 
the peer group, as it meets the adolescent need for discretion, security and ac-
ceptance. One such group is formed in the classroom: a team formed of students 
who differ in their occupied positions and roles and have a common system of 
values ​​and norms regulating their behaviour in important class issues. Hence, 
the term peer relationships refers to three aspects of experience with peers: the 
first two being peer acceptance and friendship (Gottman & Mettetal, 1986), 
which some authors believe should be distinguished as both are related to well-
being among school children (Parker and Asher, 1993), with the third being 
loneliness or subjective feelings about the adequacy of the peer relationship 
(Asher, Hymel, & Renshaw, 1984).

Another important ability affecting peer relationships is empathy. There 
are many reasons why students should learn empathy, thus enhancing emotional 
intelligence. Empathy fosters the understanding of other people and allows ap-
propriate assistance to be provided. In today’s world, empathy may be associ-
ated with other aspects; for example, empathy skills allow us to become a more 
attractive conversation partner. Empathic people feel heard, understood and 
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needed, which may increase the chance of creating new friendships, or start-
ing a happy relationship; furthermore, certain professions demand an ability to 
empathise. Having this skill will, therefore, significantly contribute to mental 
well-being. On the other hand, many studies indicate a strong link between the 
existence of bullying, which significantly lowers psychological well-being, and 
low levels of empathy (i.e. Raskauskas et al., 2010; Schultze-Krumbholz & 
Scheithauer, 2009). Hollingsworth et al. (2003) give the three key benefits of 
empathy in education as:

1.  Empathy builds a positive classroom culture.
2.  Empathy strengthens community.
3.  Empathy prepares students to be leaders in their community.
All of these benefits will also have a positive impact on mental well-being. 

The importance of the cognitive aspect of empathy (perspective taking) for the 
improvement of psychological well-being has also been demonstrated in a very 
recent study by Choi et al. (2016).

Another group of abilities with great importance for peer relationships are 
communication skills, as these exist within the social and emotional sphere, and 
are needed for good mental health, well-being, learning, motivation to achieve 
and cooperate, and the development of values. These skills affect the ability 
of young people to protect themselves against various health threats, to build 
the skills needed for positive behaviour and to strengthen healthy relationships 
with other people. Empirical studies show that possessing communication and 
interpersonal skills correlates positively with mental well-being, general life 
satisfaction and the quality of interpersonal relationships, but also the use of so-
cial support and effective strategies for, among other things, coping with stress 
and proper social functioning. The lack of these skills was found to be asso-
ciated with various types of mental disorders, somatic symptoms, a  sense of 
loneliness, criminal behaviour and addictions (Austin, Saklofske & Egan, 2005; 
Cherniss, 2002; Schutte et al., 2002).

The final, but probably the most important group of factors influencing 
well-being are personal resources. The term “personal resources” has no clear 
definition, but is usually seen in the context of coping with stress. It has been 
proposed that they are mediators which can act as buffers against the stress 
experienced while struggling with a variety of life events, thus preventing the 
events from being harmful or threatening. In this sense, personal resources rep-
resent the most common biological, psychological and social characteristics 
that have a positive effect on coping with stressors. The transactional concept 
of stress by Lazarus and Folkman (1984) considers all the resources employed 
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to manage this process. Hobfol (2002) defines resources as the properties that 
are in themselves valuable, or become valuable as a means to achieve other 
important objectives, while Moos and Schaefer (1993) regard them as a com-
plex system of personality and cognitive factors forming a part of the context 
of psychological coping. Resources can influence the intensity of experienced 
stress, which in turn affects psychological well-being. It is recognised that peo-
ple who have a higher level of resources are probably less likely to perceive 
various events as stressful, they solve problems more quickly and thus have 
the potential to increase resources. Poprawa (1996) lists the most-frequently 
mentioned personal resources as social support, a sense of personal control over 
stressful events, self-esteem, slightly inflated self-esteem and self-acceptance, 
generalised self-confidence, optimism, self-efficacy and the ability to cope with 
difficult situations. 

The group of skills associated with coping with stress are also important 
for well-being. Research indicates that stress at school is the greatest contributor 
to depression, self-harm and attempted suicide among young people. Psycho-
logical well-being can also be defined as the notion of intrapersonal well-being, 
and is associated with an internalised sense of self and the capacity to function 
in one’s environment. Specific characterisations include autonomy, a sense of 
purpose, resilience, a sense of self, self-efficacy and optimism (Fraillon, 2004; 
Pollard & Lee, 2003); all these factors are affected when an individual experi-
ences stress. The intensity of perceived stress may be regarded as a direct factor 
in differentiating mental well-being. Czapiński (2011) demonstrated that strat-
egies for coping with stress differentiate levels of psychological well-being, 
independently of the intensity of the stress. People using an active strategy fo-
cused on the task demonstrate better indicators of well-being than those who 
use passive emotional strategies.

A very important personal resource is self-esteem. Self-esteem is defined 
as an evaluation of our worthiness as individuals, a judgment that we are good, 
valuable people. James (1890) regards self-esteem as an important aspect of our 
mental health, which is thus connected with our well-being. A meta-analysis by 
Baumeister of over 15,000 journal articles of self-esteem found that the major-
ity indicated that self-esteem is positively associated with adaptive outcomes 
(Baumeister, 1998; after: Neff, 2011). This also suggests that it is associated 
with mental well-being.
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Implications for prophylactics and education

Selected aspects of mental well-being and the factors that contribute to well-
being are described above. For each dimension (factor), it is possible to develop 
skills and abilities that have a positive effect on mental well-being. Table 1 pre-
sents the proposals to support and develop these skills as an example of good 
practice, and their effects.

Table 1. Factors affecting school well-being, associated skills and examples of sup-
ported good practices

EXAMPLES OF GOOD PRACTICES

FAMILY
FACTORS

PARENTAL ATTITUDES / COMPETENCIES
Parent training program (np. Parent Effectiveness Training – P.E.T.) (Gordon, 2008; Wyatt 
Kaminski, 2008). 

Aims/goals: 
developing parental competences e.g. democratic style, no use of parental power; communica-
tion and conflict resolution skills, acceptance of child as s/he is, authentic, congruent expression 
of true feelings without blame, avoidance of labels and judgments, family rule-setting.

Procedures: 
The parent training class usually consists of brief lectures, demonstrations, workbook exercises, 
role-playing, a lot of coaching, some homework and small group discussion.
Benefits for Parents: Parent Effectiveness Training (P.E.T.) is a system of training communication 
skills in parents.

Benefits for Children: The PET is claimed to improve their ability to discuss their problems and 
concerns with parents, increase self-discipline and self-control, and foster an inner sense of 
personal responsibility, lessen anger outbursts and encourage problem-solving.

FAMILY TIME MANAGEMENT

Various forms of family interactional events, conducted by schools or other institutions, such 
as psychological workshops, sports and art events, and family competitions (DeVault, 2000; 
Harrington, 2015).

Aims/goals: 
To raise awareness of the role and importance of family integration; 
To improve the cooperation skills of all family members (parents and siblings); 
To create new forms of family leisure; 
To improve time management skills;
To develop the skills of receiving and giving feedback;
To strengthen family bonds.

Procedures:
A series of workshops/events during which family members develop new forms of spending 
leisure time. The events incorporate active learning methods, sports competitions, self-support 
groups and others.

Benefits: 
Improve the ability of the family to spend leisure time to strengthen the quality of family life.
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SCHOOL 
PERFOR-
MANCE

KEY COMPETENCES – PROBLEM SOLVING

Problem solving/decision making workshops (Kelman, 1996; Klein, 2010). 

Aims/goals:
Using both cognitive and behavioural techniques and focusing on the child more than on the 
parents or the family unit, problem-solving workshops help the child gain the ability to self-
-manage thoughts and feelings and interact appropriately with others by developing new per-
spectives and solutions. 

Procedures:
A number of group or individual sessions are conducted, perhaps once a week, for several 
months. The aim of these sessions is to encourage participants to adjust their faulty or narrow 
perception of daily situations, confront irrational interpretations of other peoples’ actions. They 
also aim at challenging the unhelpful assumptions that may underlie problem behaviours and 
generate alternative resolutions.

Benefits:
Increase the competences of problem solving and decision making.

TEACHERS COMPETENCIES

Teacher Effectiveness Training (e.g. T.E.T.) (Gordon, Bruch, 1974; Percy, 1990)

Aims/goals: 
Teacher Effectiveness Training (T.E.T.) offers teachers the essential communication and conflict 
resolution skills needed for high quality relationships with students, thus preventing conflict 
and allowing for more teaching-learning time.

Procedures:
T.E.T. is a 30-hour program designed to involve participants very actively in their own learning. 
It uses the following four-step instructional process in each session:
1. Structure: Instructor presentations, in-class reading, audio-visual aids.
2. Involvement: Role-plays, workbook exercises, one-to-one skill practice.
3. Process: Group discussions, one-to-one sharing and reflection to explore new knowledge 
and insights.
4. Application: Individual and group activities to consolidate knowledge and make specific 
action plans. It involves workbook and text reading and out-of-class skill practice assignments.

Benefits for teachers: less stress, students demonstrate more respect and consideration for the 
teacher, fewer classroom disruptions and conflicts, fewer discipline problems
Benefits for students: increased academic achievement, increased responsibility and self-con-
trol, a greater desire to cooperate and learn, increased ability to work in group situations.

PEER 
RELATION-
SHIPS

EMPATHY

Empathy lessons (Król-Fijewska, 1992; Rosenberg, 2013)

Aims/goals:
developing social skills needed to conduct empathic behaviours

Procedures: 
Workshops/lessons during which students learn to recognise and express emotions, develop 
sensitivity to other people and their emotions, and learn to accept others and understand their 
differences. The workshops use active learning methods such as role play games.

Table 1. cd.
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PEER 
RELATION-
SHIPS

EMPATHY

Benefits: 
Participants have the opportunity to confront their experience in group, e.g. to place themselves 
in the position of another person. As a result, they acquire the ability to interpret life situations 
from different points of view, the ability to empathise with the emotional states and situations 
of other people and realise the need to improve empathic ability.

COMMUNICATION SKILLS

A  series of workshops developing communicationaand interpersonal skills (active li-
stening; assertive communication; understanding non-verbal communication; recognising 
communication barriers and obstacles; asking and answering; taking and giving feedback in-
formation, cooperation skills; conflict management) (CASEL, 2003; Stewart, 2003; Małkowska-
-Szkutnik, 2017).

Aims/goals: 
To build awareness of the role and importance of self-presentation and interpersonal commu-
nication in group;
To improve listening skills and build precise expression;
To learn how to assertively communicate emotions, attitudes and beliefs; 
To realise the benefits of assertive communication;
To improve the ability to present and defend arguments within a peer group.
To learn to recognise communication barriers in order to avoid them;
To develop the skills of receiving and giving feedback;
To develop conflict management skills;
To develop cooperation skills inside the group

Procedures:
A series of workshops/lessons during which students develop and increase communication and 
interpersonal skills. The workshops use a range of active learning methods including role play 
games/drama, brainstorm, discussion, self-evaluation, group and individual work.

Benefits: 
Increase the competences in developed communication and interpersonal skills.

PERSONAL 
RESOURCES

SELF ESTEEM

Coaching/counselling/workshops related to improving self-esteem (El-Daw, Hammoud, 
2015; Tabak, 2017)

Aims/goals: 
To strengthen self-esteem;
To develop awareness of the owned resource;
To increase self-acceptance;
To develop skills for seeking support in the environment and use them.

Procedures:
A series of coaching sessions (group or individual)/workshops conducted by an experienced 
coach/trainer, during which participant(s) have the opportunity to identify their own strengths 
and weaknesses and improve their self-esteem.

Benefits:
By the end of the session, the students:
can name the positive features of their character,

Table 1. cd.
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PERSONAL 
RESOURCES

SELF ESTEEM

can name the qualities that distinguish them from others and contribute to their uniqueness, 
are able to talk about their skills as a source of success, can name their own qualities that are 
valued by others, are able to talk about themselves, and identify their positive qualities.

COPING WITH STRESS

Stress management coaching/workshops (Kraag et al., 2006; Boenish, Haney, 2007).

Aims/goals:
To recognise the sources of stress and/or difficult situations;
To identify resources to support coping;
To ameliorate stressful situations;
To adopt calming practices and seek solutions;

Procedures:
A series of coaching sessions (group or individual)/workshops conducted by an experienced 
coach/trainer, during which participants / participant have the opportunity to identify what is 
triggering their stress. 

Benefits: 
Participants are able to use stress to train new powers to defeat it and enrich their coping 
experience.

Source: own study.

Every Polish school is obligated to develop and implement promotion and 
prevention programs. Among other things, the quality of these programs de-
pends on the ability of teachers and their specialist competences, as well as 
their adaptation of actions to the specific needs of recipients. The main domain 
of these programs should encompass well-being and problem behaviours of 
course recipients, and address protective and risk factors. Although a growing 
number of professionally-prepared prevention programs addressed to children 
and teenagers are employed in Poland (see: www.programyrekomendowane.
pl), there is still a need for complex well-being promotion programs dedicated 
to teenagers and their families. A prominent example of an initiative undertaken 
to support the mental well-being of school children and teenagers is the Well 
School Tech1 international project, which has been in operation since 2016 at 

1  The Well School Tech educational project (N. 2016-1-LT01-KA201-023171) is being 
implemented at the Faculty of Education Sciences of the University of Lodz in the framework of 
the Erasmus + strategic partnership since 2016. Apart from the University of Lodz, the consortium 
consists of partners from Lithuania (Vilniaus Kolegija – project coordinator), Italy (Promimpresa 
S.r.l and Instituto Superiore di Sanita), Bulgaria (European Center for Quality Ltd.) and the United 
Kingdom (Europa Training Ltd). As a result of the program, which promotes mental well-being 
and the quality of life in early adolescence, pedagogical tools will be developed to support teach-

Table 1. cd.
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the University of Lodz. The aim of the project is to provide and foster the de-
velopment of skills necessary to maintain mental well-being among secondary 
school students. The project is based on the assumption that adolescence and 
pre-adolescence are crucial moments for the promotion of mental health and the 
prevention of mental disorders. Its purpose will eventually be achieved through 
the development of a set pedagogical tool based on the exchange of good prac-
tices and expertise in the field of mental well-being. Partners in the project will 
share knowledge concerning the management of mental well-being in schools, 
and devise strategies intended to involve all the actors that play important roles 
in the mental well-being of students, i.e. teachers and family members. The 
main project’s objectives are:

1.  to exchange good practices for mental well-being management in the 
school context, in order to gather methodologies concerning student 
well-being with the direct support of the actors involved in the well-be-
ing and learning process of students: i.e. teachers and parents;

2.  to provide students with tools to manage mental well-being, improve 
communication skills, increase self-awareness and problem solving 
abilities;

3.  to produce high quality resources for professionals and improve their 
competencies to deal with diversified groups of students, making use of 
new technologies and learner-centred pedagogical approaches.

The subjective well-being of adolescents at school is connected with the 
occupational well-being of their teachers. The challenge for education is to 
stimulate both kinds of well-being. Managing the learning and occupational 
well-being of teachers is crucial in attaining educational goals, both in the class-
room and at the school community level. Interaction with pupils in socially 
and pedagogically-challenging situations represents a core element of the peda-
gogical well-being of teachers. The welfare of the teacher requires success in 
achieving both pedagogical goals and more general social goals. This pedagogi-
cal well-being is centrally generated in the challenging social interactions of the 
teacher’s work. Moreover, the way in which the teacher acts in a situation is be-
lieved to regulate the well-being of an experienced teacher (Soini et al., 2010).

ers and educators in coping with complex school-based problems and prophylaxis of problem 
behaviors by including them in the target group activities. Among the goals, there are: developing 
interventions to help and / or improve the ability to define personal goals, developing effective 
communication skills (including positive and negative emotions), and equipping students with 
effective strategies for addressing school and personal problems, including anger management, 
emotional control and response.
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