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The literature’s interest has been focused on the study of well-being or depression. However, there has been little research that investigates the relationship between well-being and hopelessness (HPL) and the underlying contextual and dispositional variables. Therefore, the aim of the present study was to examine the relationship between some contextual (need-supportive interpersonal behavior and need-thwarting interpersonal behavior) and dispositional variables (dispositional optimism, positive/negative affectivity, explanatory style), academic achievement, general well-being, and school HPL in adolescent students. The results showed that general well-being was positively predicted by need-supportive interpersonal behavior, dispositional optimism, positive affectivity, and adaptive explanatory style (attribution to commitment in the school context), while it was negatively predicted by negative affectivity. Meanwhile, school HPL was positively predicted by need-thwarting interpersonal behavior, negative affectivity, dysfunctional explanatory style (attribution to luck in the school context), while it was negatively predicted by attribution to commitment in the school context and academic achievement. These results provide useful data for the implementation of well-being promotion and school HPL prevention. The implications are discussed as follows.

Keywords: well-being, academic achievement, school hopelessness, dispositional variables, contextual variables, adolescent students


INTRODUCTION

Integrating different theoretical approaches on wellness, Seligman (2011) developed “Positive Psychology 2.0.” The new theory (Seligman, 2011) considers well-being a complete realization of individuals’ potential and optimal functioning (flourishing) and is based on the interdependence of five factors (PERMA) that constitute and define it: (a) Positive Emotion (P), which is the possibility of experimenting and focusing on positive emotions without dwelling too much on negative events and facing one’s life with greater optimism and positivity; (b) Engagement (E), or engaging in interesting activities that stimulate learning new things, which has a positive impact on the development of abilities, intelligence and emotional skills, and increasing happiness; (c) Relationships (R), which are having intense relationships with family members, peers, and colleagues and represent a protective factor for the individual in the most stressful moments of life, allowing the individual to experience greater well-being and feel socially integrated and supported by others; (d) Meaning (M), that is it is important to interpret the events to give a meaning to the existence and everyday experience (e.g., in relation to a religious faith or to the values of a community); and (e) Accomplishments (A), or setting realistic goals and implementing attempts for fulfillment, as realization involves the development of skills and mastery in various sectors such as work, sports, hobbies, etc.

Cultivating these five factors every day can lead to increased mental and physical well-being. In fact, they combine into the concept of Flourishing, which indicates the possibility of experiencing a life characterized by virtue, productivity, growth, and resilience (Keyes et al., 2002), and optimal functioning that includes the realization of human abilities and excellence (Ryan et al., 2010). The interest in prosperity concerns not only the individual and psychological areas, but also the political and organizational, widening the perspectives of this concept (Delle Fave and Massimini, 2005).

The literature shows that variables related to well-being are both contextual, such as need-supportive interpersonal behavior and need-thwarting interpersonal behavior (Yalçın, 2015; Rocchi et al., 2017; Ryan and Deci, 2017), and dispositional, such as positive and negative affectivity (Watson et al., 1988; Kahneman, 1999; Seligman, 2011; Malinowski and Lim, 2015; Sorrenti et al., 2015b; Martino et al., 2019a,b,c), explanatory style (Malhotra and Suri, 2016), dispositional optimism (Liu et al., 2018 (Duy and Yıldız, 2017; Seligman, 1991; Khosroshahi and Abad, 2012; Carver and Scheier, 2014; Ryff, 2014), and academic achievement (Steinmayr et al., 2016; Bücker et al., 2018).

Regarding the contextual factors related to well-being, the literature shows that interpersonal behavior that supports or thwarts choice (autonomy), competence, and relationships could facilitate human flourishing (Chirkov and Ryan, 2001; Vansteenkiste et al., 2010; Vansteenkiste and Ryan, 2013; Rocchi et al., 2017) and constitute protection from the risk of developing illnesses (Yalçın, 2015; Yıldız and Karadaş, 2017). The positive relationship between well-being and supportive interpersonal behavior has been demonstrated (Chirkov and Ryan, 2001; Vansteenkiste et al., 2010; Vansteenkiste and Ryan, 2013; Rocchi et al., 2017), as well as the negative relationship between well-being and thwarted interpersonal behavior (Vansteenkiste et al., 2010; Rocchi et al., 2017; Filippello et al., 2019b). In particular, a supportive context that encourages autonomy increases the level of student engagement and effectively balances students’ needs and their academic activities, promoting the formation of an internal locus of motivation (Reeve et al., 2004; Reeve and Jang, 2006) and persistence even in the face of failure (Aunola et al., 2013). Therefore, a supportive environment strengthens self-realization and can facilitate positive functioning among adolescents within schools (Reeve and Jang, 2006; Filippello et al., 2019a). On the contrary, a thwarting context, characterized by pressure and coercion that makes individuals feel inadequate and emotionally disconnected, favors maladjustment and the development of school HPL (Barber and Harmon, 2002; Soenens et al., 2010; Li et al., 2016; Filippello et al., 2020).

Regarding dispositional variables, while positive affectivity produces enthusiasm, readiness, interest, joy, and determination, negative affectivity triggers suffering related to anxiety, disgust, contempt, hostility and fear, sadness, and HPL (Watson et al., 1988). According to the theory of HPL (Abramson et al., 1989), a repeated condition of uncontrollability to aversive environmental stimuli can foster the conviction of not being able to face the situation. A condition of repeated failures can lead to the belief that attempts to modify events are ineffective, establishing a vicious circle between cognition and behavior (Liu et al., 2015; Sorrenti et al., 2019). HPL can be modulated by three different inferences with respect to negative events: (a) inferences about why the event occurred, linked to causal attributions, in which an internal locus, stable and global, aggravates the desperation; (b) inferences about the consequences of the negative event, that is, consequences that are perceived as more important (for example, the failure of an admissions test to a prestigious university), stable, and with repercussions in many areas of life, the more desperation is generalized and severe; (c) inferences about the self, which are carried out on personal characteristics (e.g., one’s own abilities, personality, social desirability, and the quality of interpersonal relationships – Beck, 1967) that are affected when the perception of immutability of the cause, its stability, and the impact in many areas are greater.

Explanatory style can have a deep impact on an individual’s thinking and affectivity in specific situations, such as when it is necessary to provide an explanation of success or failure (Sorrenti et al., 2015a, 2018). According to the most accredited definitions, an individual may have a locus of internal control (e.g., intelligence, commitment, skill) or an external locus out of his or her control (e.g., situations or environmental conditions) (Weiner et al., 1971). A relevant aspect is the perception of controllability, that is, the belief that a phenomenon may be subject to change and that a greater commitment may or may not change the situation (Weiner, 1985). If an individual is convinced he can modify the events, attributing the cause to unstable internal factors such as commitment, he could be more easily predisposed to dispositional optimism, defined as a global expectation that, in the future, more positive (desirable) than negative (undesirable) events could occur (Scheier and Carver, 1985). An individual with dispositional optimism has an active and proactive attitude toward adversity and implements less avoidance strategies than a pessimistic individual (Segerstrom et al., 2017). It is assumed that dispositional optimism, considered a personality trait, is stable with little possibility of change (Peterson, 2000). Furthermore, it is correlated with the “big five” traits of extroversion and emotional stability (Coelho et al., 2018). Both physical and psychological well-being are positively influenced by dispositional optimism (Carver et al., 2010). In fact, optimistic individuals pay attention to their physical health, implementing healthy behaviors and more functional coping strategies. Furthermore, they are very committed to social relations and, consequently, benefit from this commitment (Carver and Scheier, 2014). On the contrary, subjects with a pessimistic explanatory style, who attribute a negative event to internal, stable, and global causes, have a greater risk of developing negative emotional states that can lead to the development of HPL (Abramson et al., 1989; Liu et al., 2015).

Regarding the relationship between well-being and academic achievement, several studies have shown small positive relations (e.g., Ying and Liese, 1991; Gilman and Huebner, 2006; Murray-Harvey, 2010) while other studies showed no significant correlation (e.g., Liao and Wei, 2014; Bücker et al., 2018), suggesting that students’ academic performance is not necessarily a source of well-being or illness. Furthermore, the direction of the relationship between these two variables is unclear. In fact, while most studies have considered well-being a significant predictor of academic achievement (Fiedler and Beier, 2014; Mega et al., 2014; Bücker et al., 2018), little research considers academic achievement a significant predictor of well-being, indicating that students with high achievements experience greater well-being and low levels of psychopathology (Steinmayr et al., 2016; Neubauer et al., 2017; Ryan and Deci, 2017; Bücker et al., 2018). Moreover, other research has shown that low academic achievement is an important precursor of illness, such as school HPL (Richardson et al., 2005; Huang, 2014; Shek and Li, 2016).

In according with the PERMA model by Seligman (2011), which expands the conceptualization of the construct of “well-being,” and considering the impact of contextual (need-supportive interpersonal behavior and need-thwarting interpersonal behavior) and dispositional variables (affectivity, explanatory style, and optimism) and academic achievement on well-being, there emerges the importance of investigating the role of these factors in promoting well-being and countering the development of psychological problems such as HPL.



THE PRESENT STUDY

From the studies described above, it is clear that the literature’s interest has been focused on the study of well-being or illness. However, there has been little research that has investigated the relationship between wellness and HPL and the underlying contextual and dispositional variables and academic achievement. Therefore, the aim of the present study was to examine the relationship between contextual variables (need-supportive interpersonal behavior and need-thwarting interpersonal behavior), dispositional variables (dispositional optimism, positive/negative affectivity, explanatory style), academic achievement, general well-being, and school HPL in adolescent students.

Based on the literature, it was hypothesized that general well-being positively correlates with need-supportive interpersonal behavior, dispositional optimism, positive affectivity, adaptive explanatory style, and academic achievement, and that school HPL correlates positively with need-thwarting interpersonal behavior, negative affectivity, and dysfunctional explanatory styles and negatively with academic achievement.

Furthermore, we wanted to investigate the predictive role of contextual and dispositional variables and academic achievement on general well-being and school HPL.



MATERIALS AND METHODS


Participants

The study sample consisted of 218 participants, 116 females (53.2%) and 102 males (46.8%). All participants ranged in age from 16 to 19 years, with a mean of 17.22 years (SD = 0.85). The participants were recruited from a high school in the city of Reggio Calabria within Italy. All participants were Italian citizens and spoke Italian. Regarding their socioeconomic status (SES), 40.5% of the families belonged to the medium SES (one or both parents held a high school diploma) group, 36.7% of the families belonged to the low SES (one or both parents held a lower secondary education diploma) group, and 22.8% belonged to high SES (one or both parents held a university degree) group. Family SES was determined based on the parents’ education, by merging maternal and paternal educational levels into a single category of SES (see Sirin, 2005).



Instruments

An adapted version of the Interpersonal Behaviours Questionnaire (IBQ; Rocchi et al., 2017), was used to evaluate the extent of participants who perceived other people’s interpersonal behaviors as need-supportive or need-thwarting. The questionnaire consisted of 24 items divided into six subscales: autonomy-supportive (e.g., “Support my decisions”), autonomy-thwarting (e.g., “Impose their opinions on me”), competence-supportive (e.g., “Provide valuable feedback”), competence-thwarting (e.g., “Doubt my capacity to improve”), relatedness-supportive (e.g., “Is interested in what I do”), and relatedness-thwarting (e.g., “Do not connect with me”). Participants were asked to indicate to what extent they agreed that “The people in my life…” displayed these behaviors, using a 7-point scale ranging from 1 (Do not agree at all) to 7 (Completely agree). In this study, the total scores of need-supportive and need-thwarting interpersonal behavior were computed by calculating the average of the items that constitute the six subscales and by calculating the average of the items that constitute the autonomy-thwarting, competence-thwarting, and relatedness-thwarting sub-scales, respectively. The IBQ showed good psychometric characteristics (Rocchi et al., 2017). The Italian version of the IBQ was developed using the back-translation method.

The Italian version of the Life Orientation Test-revised by Giannini et al. (2008) (LOT-r, Scheier and Carver, 1985) was used to evaluate dispositional optimism. The instrument is composed of 10 items (e.g., “Overall, I expect more good things to happen to me than bad,” “In uncertain times, I usually expect the best,” “I’m always optimistic about my future”). Participants responded on a 5-point Likert-type scale, ranging from 0 (Strongly disagree) to 4 (Strongly agree). The LOT-r demonstrated acceptable reliability and construct validity in previous studies (Giannini et al., 2008; Di Fabio and Bucci, 2015).

The Italian version of the Positive Affect Scale of the PANAS by Terraciano et al. (2003) and Watson et al. (1988) was used to evaluate positive and negative affect. The questionnaire consisted of 20 adjectives, of which 10 evaluated the positive affect (e.g., “Interested,” “Enthusiastic,” “Attentive”) and 10 evaluated the negative affect (e.g., “Hostile,” “Afraid,” “Ashamed”). The participants responded on a 5-point Likert-type scale ranging from 1 (Lightly) to 5 (Extremely), referring to the emotions and feelings they had experienced in the last 7 days. The PANAS demonstrated acceptable reliability and construct validity in previous studies (Terraciano et al., 2003; Di Fabio and Bucci, 2015).

An adapted version for the school context of the Hopelessness Depression Symptom Questionnaire (HDSQ - Metalsky and Joiner, 1991, unpublished) was used to evaluate HPL in the school context. The instrument is composed of 28 items (e.g., “I can’t do my homework as well as usual”; “I am a burden to teachers or my classmates”; “When I study, my energy is lower than usual”). The participants responded on a 4-point Likert-type scale; the higher the score, the greater the severity of the symptom. The Italian version of the HDSQ was developed using a back-translation method.

The Italian version of the PERMA-Profiler (Giangrasso, 2018) was used to assess general well-being. The questionnaire consists of 23 items, 15 of them measuring: positive emotion, engagement, relationships, meaning, and accomplishment along with three independent factors (health, negative emotions, and loneliness), plus a single item that measures happiness. For the present study, 16 items were used (e.g., “How much of the time do you feel you are making progress toward accomplishing your goals?”) that related to the five pillars to measure overall well-being score and the overall happiness item. All items were rated on an 11-point Likert-type scale, with 0 indicating extremely low levels and 10 indicating extremely high levels. Overall well-being score was calculated as the average of 16 items. The PERMA-Profiler demonstrated acceptable reliability and construct validity in previous studies (Butler and Kern, 2016; Giangrasso, 2018).

An adapted version of the Multidimensional Multiattributional Causality Scale (MMCS - Lefcourt, 1981) was used to evaluate explanatory style. This self-report questionnaire consists of 48 items divided into two scales (causal attribution in relationships and causal attribution in the school context); both scales can be divided into four types of attributions: internal/stable “attribution to skill” (school context—e.g., “The most important ingredient to getting good grades is my academic ability”; relationships—e.g., “It seems to me that getting along with people is a skill”), internal/unstable “attribution to commitment” (school context—e.g., “In my case, the good grades I receive are always the direct result of my efforts”; relationships—e.g., “Maintaining friendships requires real effort to make them work”), external/stable “attribution to context” (school context—e.g., “Often my poorer grades are obtained in courses that the professor has failed to make interesting”; relationships—e.g., “No matter what I do, some people just don’t like me”), and external/unstable “attribution to luck” (school context—e.g., “Sometimes my success on the exams depends on some luck”; relationships—e.g., “Often chance events can play a large part in causing rifts between friends”). In this study, only two subscales relating to attribution to commitment in the school context and attribution to luck in the school context were used. The participants responded on a 5-point Likert-type scale ranging from 0 (Strongly disagree) to 4 (Strongly agree). The MMCS demonstrated acceptable reliability and construct validity in previous studies (Lefcourt et al., 1984; Ngunu et al., 2019). The Italian version of the MMCS was developed using a back-translation method.



Procedure

The parents of the underaged students were asked to provide informed consent for their participation in the study. The older students participated in the study voluntarily after signing the informed consent form. The students completed the questionnaire in their classrooms during school hours in a single session. The instructions stated that the questionnaires were voluntary and the identity of the respondents and their individual responses would be kept confidential. Completion of the questionnaire took 20–30 min. The protocol was approved by the Ethics Committee of the Centre for Research and Psychological Intervention (CERIP) of the University of Messina (protocol number: 30465).



Data Analysis

The Statistical Package for the Social Sciences (SPSS 19) was used to conduct descriptive statistics, Cronbach’s alpha, correlations, and hierarchical regression.



RESULTS


Descriptive Statistics and Correlations

Table 1 shows the means, standard deviations, skewness, kurtosis, Cronbach’s alpha values, and correlations for all measures considered in this study. A descriptive analysis showed that all scales had good scores for symmetry and kurtosis, and the reliability of the measures was adequate.


TABLE 1. Descriptive Statistics and Correlation among measures.

[image: Table 1]The correlations showed that general well-being was positively related with need-supportive interpersonal behavior, dispositional optimism, positive affectivity, attribution to commitment in the school context, and academic achievement, while it was negatively correlated with need-twarthing interpersonal behavior, negative affectivity, and school HPL. Meanwhile, school HPL was positively related with need-twarthing interpersonal behavior, negative affectivity, and attribution to luck in the school context, though it was negatively correlated with need-supportive interpersonal behavior, dispositional optimism, positive affectivity, attribution to commitment in the school context, and academic achievement.



Regression Analyses


Regression Analyses on Well-Being

Gender, age and SES were entered in Step 1 as control variables. Need-supportive and need-thwarting interpersonal behavior were entered in Step 2. Dispositional optimism, positive affectivity, negative affectivity, attribution to commitment in the school context, and attribution to luck in the school context were entered in Step 3 and academic achievement in Step 4.

The first step was not significant, F(3,214) = 2.12, p > 0.05, explained 3% of the variance in well-being. In the second step, there was a significant change in R2 [F change (2,212) = 45.16; p < 0.001, R2 change = 0.29] and the model explained an additional 29% of the variance in well-being, F (5,212) = 19.86; p < 0.001, R2 adj = 0.30, with gender significantly negative predictor being of general well-being, while need-supportive interpersonal behavior was significantly positive predictor of general well-being. In the third step, there was a significant change in R2 [F change (5,207) = 18.89; p < 0.001, R2 change = 0.21] and the model explained an additional 21% of the variance in well-being, F(10,207) = 23.56; p < 0.001, R2 adj = 0.51, with need-supportive interpersonal behavior remaining a significant positive predictor of general well-being, followed by dispositional optimism, positive affectivity and attribution to commitment in the school context, while negative affectivity was a significant negative predictor of general well-being. In the fourth step, where academic achievement was entered into the regression, there was not a significant change in R2 [F change (1, 206) = 3.28; p > 0.05, R2 change = 0.01], explained 1% of the variance in well-being, F (11, 206) = 21.95; p < 0.001, R2 adj = 0.52, with need-supportive interpersonal behavior, dispositional optimism, positive affectivity, attribution to commitment in school context and negative affectivity maintaining unique contributions (Table 2).


TABLE 2. Hierarchical regression analysis for general well-being and school hoplessness.
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Regression Analyses on School Hopelessness

Gender, age and SES were entered in Step 1 as control variables. Need-supportive and need-thwarting interpersonal behavior were entered in Step 2. Dispositional optimism, positive affectivity, negative affectivity, attribution to commitment in the school context, and attribution to luck in the school context were entered in Step 3 and academic achievement in Step 4.

The first step was not significant, F(3,214) = 1.32, p > 0.05, explained 2% of the variance in well-being. In the second step, there was a significant change in R2 [F change (2, 212) = 13.40; p < 0.001, R2 change = 0.11] and the model explained an additional 11% of the variance in school HPL, F (5,212) = 6.24; p < 0.001, with need-thwarting interpersonal behavior being a significant positive predictor of school HPL. In the third step, there was a significant change in R2 (F change (5,207) = 18.95; p < 0.001, R2 change = 0.27) and the model explained an additional 27% of the variance in school HPL, F (10,207) = 13.92; p < 0.001, R2 adj = 0.37, with need-thwarting interpersonal behavior remaining a significant positive predictor of school HPL, followed by negative affectivity and attribution of luck in the school context, while attribution to commitment in the school context was a significant negative predictor of school HPL. Finally, in the fourth step, there was a significant change in R2 [F change (1, 206) = 18.06; p < 0.001, R2 change = 0.05], explained 5% of the variance in school HPL, F (11,206) = 15.34; p < 0.001, R2 adj = 0.42, with need-thwarting interpersonal behavior, negative affectivity, attribution of luck in the school context, and attribution to commitment in school context maintaining unique contribution and academic achievement providing an additional unique contribution (Table 2).



DISCUSSION

The study’s results showed the existence of a relation between contextual and dispositional variables, academic achievement, general well-being, and school HPL in adolescent students. As expected and consistent with PERMA theory (Seligman, 2011), the interpersonal context play an important role in the promotion of general well-being and the reduction of discomfort through the satisfaction of psychological basic needs of autonomy, competence and relatedness. In particular, our results suggest that the students’ perceptions of need-supportive interpersonal behaviors, that encouraging the choice, self-regulation, and perspective of the other (Sheldon and Filak, 2008; Mageau et al., 2015; Rocchi et al., 2017) underlines competence, and that expressed interest, facilitates human flourishing (Chirkov and Ryan, 2001; Vansteenkiste et al., 2010; Vansteenkiste and Ryan, 2013; Rocchi et al., 2017). Considering that the developmental of optimal functioning (flourishing) is constituted by the possibility of the students engaging in interesting activities and consistent with own values, to experience meaningful relationships and to implementing attempts for fulfilment that involves the development of skills and mastery in various sectors (Seligman, 2011), perception of another person’s behavior in a need-supportive of autonomy, competence and relatedness way could promote general well-being. In fact, need-supportive interpersonal behavior refers to a wider environmental feature able to create a generally supportive climate, than it refers to the perception of the subject to receive support in the most stressful moments (Rocchi et al., 2017). Furthermore, our data showed that students who expect positive outcomes to occur, experience positive affects, and attribute their success to commitment experience a greater degree of well-being than students who experience negative affects, consistent with previous studies (Carver et al., 2010; Di Fabio and Bucci, 2015; Segerstrom et al., 2017). In addition, unlike what was hypothesized, academic achievement did not predicted general well-being, suggesting that although academic achievement is significant because it shapes a person’s life chances it does not have such a strong influence on student’s well-being (Liao and Wei, 2014; Bücker et al., 2018). Instead, general well-being is more influenced by dispositional variables and in particular by the perception of an interpersonal context, supporting the needs of autonomy, competence, and relationships, which is consistent with previous studies (Chirkov and Ryan, 2001; Vansteenkiste et al., 2010; Vansteenkiste and Ryan, 2013; Liao and Wei, 2014; Steinmayr et al., 2016; Rocchi et al., 2017; Bücker et al., 2018).

On the contrary, our results suggest that an interpersonal context, thwarting the needs of autonomy, competence, and relationships, through interpersonal behaviors characterized by pressure and coercion that makes students feel inadequate and emotionally disconnected (Vansteenkiste et al., 2010; Rocchi et al., 2017), favors the development of school HPL (Barber and Harmon, 2002; Soenens et al., 2010; Li et al., 2016). More specifically, students who perceive a hindering environmental climate could do negative inferences about the own personal characteristics, such as one’s own abilities, personality, and the quality of interpersonal relationships (Beck, 1967), that could be affecting hopelessness feeling. Furthermore, our results suggest that feelings of school HPL are positively affected by experimenting unhealthy emotions and attributing the causes of school-related events to uncontrollable rather than controllable events, fostering a belief in not being able to face the situation and the belief that attempts to modify events are ineffective, according to Abramson et al. (1989) and Liu et al. (2015). Finally, academic achievement was a significant and negative predictor of school HPL. Students who experience repeated failures in school could increase the perception of the inability to reach their important goals, rising school HPL. This result is consistent with previous studies that indicate that academic achievement is an important precursor of HPL (Richardson et al., 2005; Huang, 2014; Shek and Li, 2016).

Overall, the findings of this study indicate that similar but opposite factors influence students’ perception of well-being and feelings of school HPL. Although the results confirm the reference literature about the predictive role of dispositional variables, an interesting result is related to the predictive role of students’ perception of interpersonal behavior on students’ well-being and illness. In fact, to our knowledge, this is the first study that considers the interpersonal context in terms of perception of another people’s behavior in a need-supportive or need-thwarting of autonomy, competence, and relatedness manner. This suggests that a supportive school climate can foster the realization of students’ potential and optimal functioning (flourishing), while a hindering school climate can lead to the development of school HPL.

The present study does suffer from some limitations. First, the study was cross-sectional in nature; therefore, further studies could use a longitudinal design to further examine dynamic changes in the relationships between analyzed variables. Moreover, the sample of this study was represented by students from a single Italian region; future research should extend these results to more heterogeneous samples to explore the generalizability of the findings.

Despite these limitations, this study could have positive practical implications. It would be useful to structure targeted training to favor psychological well-being. For example, students should be helped to develop appropriate personal beliefs and good strategies of self-regulation to prevent the risk of developing emotionally distressful conditions. In addition, it is essential that teachers use supportive interpersonal behaviors and transmit them to their students to increase functional models in the school setting and in life in general. This would make the school environment a place that promotes well-being and a better quality of life.

International literature shows many examples of this type of training arising from positive psychology and aimed at promoting well-being in the school context, such as, for example, the “Strath Haven Positive Psychology Curriculum” (see Peterson and Seligman, 2004; Dahlsgaard et al., 2005), the “Penn Resiliency Program” (see Seligman et al., 2009; Vahedi et al., 2016), and the “Geelong Grammar School for Positive Education” (see Norrish et al., 2013).”

From studies on positive psychology, a new key of interpretation is born, that of not acting in a preventive perspective but with a view to promote well-being. Considering the aspects of general well-being as opposed to those characterizing HPL, there is the possibility of decreasing the risk of illness and allowing each individual to “flourish” (Keyes et al., 2002). For decades, positive psychology has been committed to promoting the potential and optimal functioning (flourishing) of all individuals – not just students – by structuring special training. Stimulate (1) positive emotions, (2) engagement in interesting activities, (3) intense relationships with others, (4) the ability to give meaning to the existence and everyday experience, and (5) the ability to set realistic settings goals and implementing attempts for fulfillment is increasingly important today. In this historical moment, the challenge facing psychology is to guarantee people’s psychological wellbeing and to promote resilience and optimal functioning that includes the realization of human abilities and excellence (Ryan et al., 2010).
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