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BRIEF HISTORY OF PROJECT 
 
In 2003, the Australian Council for Educational Research (ACER) published a set of social and 
emotional well-being (SEWB) survey instruments developed by Professor Michael E. Bernard 
(Bernard, 2003a, 2003b). They were designed to measure different aspects of the SEWB of students 
enrolled in early childhood programs (preparatory, kindergartens and pre-schools), primary 
schools and secondary schools. The instruments are: 
 

• Social and Emotional Well-Being Survey (Student Form, Years 2 – 4)  
• Social and Emotional Well-Being Survey (Student Form, Years 5 – 12)  
• Survey of Young Children’s Social and Emotional Well-Being (Teacher Form, pre-Year 2) 
• Social and Emotional Well-Being Survey (Teacher Form, Years 2 – 12).  

 
Each social and emotional well-being survey to be completed by teachers contains questions 
asking teachers to express their agreement or disagreement about different indicators of a 
student’s social and emotional well-being (e.g. “Student appears to be calm, not stressed.”).  
 
The social and emotional well-being surveys to be completed by students in years 2 – 4 asked for 
students to make similar judgments about indicators of their own social and emotional well-being 
(e.g. “I lose my temper a lot.”). The survey to be completed by students in years 5 – 12 included an 
additional set of questions that asked students to make judgments about aspects of their school, 
home and community that influence their emotional well-being, relationships with others, and 
school achievement (e.g. “I have a teacher who cares about me.”). 
 
From 2003 to the middle of the 2007 school year, teachers and students at different year levels in 81 
schools across Australia completed the ACER Social and Emotional Well-Being Surveys. A total of 
11,526 students in 81 schools completed the Student Form. Teachers completed the Teacher Form 
on 6,860 students in 73 of these same schools (in eight schools, teachers did not complete any 
surveys). 
 
In 2007, the Australian Scholarships Group provided the financial support to enable the ACER 
Social and Emotional Well-Being Surveys to be subjected to a rigorous methodological analysis to 
determine their suitability for describing different levels of students’ social and emotional well-
being. The de-identified data from a large sample of students were examined in a collaborative 
research project by the authors of this report to shed further light on the social and emotional well-
being of young people in Australia. 
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EXECUTIVE SUMMARY 
 

The social and emotional well-being (SEWB) of young people is establishing itself as a permanent 
fixture rather than transitory blip on the radar screen of education. At federal, state and school 
levels, student well-being policies are being formulated and funding is being provided to eradicate 
anti-social behaviour and other mental health problems of young people, as well as to promote 
positive affective and social outcomes for all students. Schools are increasingly being held 
responsible for ensuring that they have in place plans, programs and practices to promote positive 
student SEWB and to prevent problems of poor mental health. 
 
This report presents the results of sophisticated Rasch measurement analysis and multi-level 
modelling to validate and support the use of the ACER SEWB student and teacher surveys 
(Bernard, 2003a, 2003b) for reporting on the social and emotional well-being of students from the 
early years of schooling through to senior secondary school levels. 
 
It describes the social and emotional well-being of over 10,000 students attending 81 schools across 
Australia. 
 
Amongst the more important findings of this research are the characteristics of students with low 
levels of social and emotional well-being compared with students with higher levels of social and 
emotional well-being. 
 
 
Important Findings 
 
1. The data presented on the social and emotional characteristics of a non-randomly selected, 
Australia-wide, cross-sectional sample of more than 10,000 students spanning thirteen years of 
schooling reveal large percentages of students experiencing social and emotional difficulties.  
 

• Four in ten students say they worry too much. 
• Three in ten students say they are very nervous/stressed.  
• Two in ten students say they have felt very hopeless and depressed for a week and have 

stopped regular activities.  
• A third of all students say they lose their temper a lot and are sometimes quite mean to 

other people (bully).  
• Two-thirds of students say they are not doing as well in their schoolwork as they could.  
• Four in ten students say they have difficulty calming down (poor resilience).  

 
2. Of significant interest and concern is the finding that the percentage of students in the sample 
with higher levels of social and emotional well-being does not increase with age/years of 
schooling. Data indicate that in secondary schools, on average, the number of students who have 
higher levels of SEWB decreases with years of schooling, whereas the number in lower years 
increases with years of schooling. 
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3.  Six different levels of student social and emotional well-being have been identified as a result 
of a Rasch analysis of the ACER surveys and labelled: Lowest, Very low, Low, High, Very high, 
Highest. Each level of SEWB can be described by different student internal social and emotional 
characteristics (resilience, positive social orientation, positive work orientation) and environmental 
characteristics (positive adults, peers and programs in school, home and community). Students are 
likely to display characteristics of social and emotional well-being represented at their level and 
are less likely to display the characteristics represented at any of the higher levels of SEWB. 
Moreover, higher levels of student SEWB are inclusive such that students at a higher level of 
SEWB are likely to display the positive social and emotional characteristics of SEWB represented at 
lower levels. 
 
4. Students with lower levels of SEWB are likely to experience many negative emotions and 
behaviours (e.g. feeling down, stress, under-achievement, bullying), as well as few positive 
emotions and behaviours (e.g. getting along with teachers, volunteering). They are likely to 
demonstrate few social and emotional capabilities (low resilience, learning capabilities and social 
skills and values) as well as to perceive few positive actions of adults, peers and youth-oriented 
programs in their schools, homes and communities. 
 
Students with higher levels of SEWB are likely to experience fewer negative emotions and 
behaviours and a greater number of positive emotions and behaviours. They are likely to 
demonstrate many social and emotional capabilities as well as to perceive many positive actions of 
adults, peers and youth-oriented programs in their schools, homes and communities. 
 
5. Students at all levels of SEWB do, however, demonstrate different childhood problems 
(bullying, getting into trouble, feeling stressed, feeling down, under-achievement). Social and 
emotional characteristics that tend to accompany different childhood problems are reported. For 
example, students who bully tend to have difficulty in thinking before they act when angry.  Also 
approximately half of the students who bully have high self-esteem. 
 
6. Consistent differences are found in the ways that students view their social and emotional 
characteristics in comparison with the ways in which teachers perceive them. Teachers may be 
unaware of the extent of the emotional difficulties of students (anxiety, stress, anger), rating 
students as possessing lower levels while students say they possess higher levels. Additionally, in 
contrast with teacher perceptions, students with different childhood problems (bullying, getting 
into trouble, stress, depressed, under-achievement) say they possess higher amounts of resilience 
(self-coping skills and rational attitudes for regulating emotions and controlling behaviour), a 
positive social orientation (social skills and values), and a positive work orientation (learning 
capabilities–confidence, persistence, organisation, work cooperation). 
 
7. Rasch analyses indicate that different social and emotional characteristics correspond to 
different amounts of student SEWB. A set of social and emotional characteristics that contribute to 
higher levels of student social and emotional well-being has been identified (e.g. “Does not become 
easily distressed when he/she makes mistakes or when others are negative.” “Does not become 
easily frustrated and does not give up when attempting a new task he/she finds difficult.”). 
 
8.  In both student and teacher surveys, girls display, in comparison with boys, significantly 
higher levels of SEWB. Significant gender differences were obtained on individual social and 
emotional characteristics (e.g. boys higher in getting into trouble a lot, not being able to stand 
following rules; girls higher in helping classmates who seem unhappy, finding someone to talk 
with to calm down, organisation, having friends who try to do their best in schoolwork). 
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9. According to the results obtained from teacher perceptions of students’ social and emotional 
characteristics, students from the highest 10% socio-economic level were rated significantly higher 
than students from the lowest 25% socio-economic level on a number of characteristics (e.g. raises 
hand to answer a difficult question, does not require an adult present to calm down, participates in 
many activities, achieves to potential in schoolwork).  
 
10. The data clearly indicate that the social and emotional competence of students is a very 
important contributor to student SEWB with students at higher levels of SEWB displaying well-
developed social and emotional capabilities in three domains: resilience (coping skills and rational 
attitudes leading to self-management of emotions and behaviours), positive social orientation 
(social skills and values leading to positive relationships and adaptive behaviour) and positive 
work orientation (learning capabilities supporting academic success including work confidence, 
persistence, organisation and cooperation). Students at lower levels of SEWB demonstrate delays 
across the three domains. 
 
11. It is clear from the data that parenting is a crucial contributor to children’s social and 
emotional well-being and that the parents of children with higher levels of SEWB are, according to 
their children, doing a good job. Children with higher levels of SEWB are likely to perceive that 
they have parents who accept who they are, are interested in their education, provide activities 
that accommodate their interests, and who make time for them and listen. Higher levels of 
children’s SEWB also appear supported by parent conversations with their children concerning 
how to make friends and solve problems, the importance of confidence, persistence and 
organisation to school success, as well as different social values such as respect, honesty, fairness, 
caring, responsibility and being a good citizen. The parenting action that contributes most to 
children’s SEWB is when parents talk with their children about feelings and how to cope with 
them. For children with lower levels of SEWB, the parent report card is not as good, with children 
reporting that their parents less frequently engage in positive parenting practices.  
 
12. It is also clear from the data that teacher actions are important contributors to student social 
and emotional well-being, and that teachers of students with higher levels of SEWB are receiving 
good grades from students for their relationships with students, the motivation they provide, and 
the conversations and discussions they have in class or individually about making friends and 
about important learning skills as well as “feelings” and how to cope with stress.  Students with 
lower levels of SEWB perceive the absence of many positive actions of teachers that the research 
indicates contribute to student success and well-being.  
 
13.  It is also evident that the actions of adults, peers and the existence of youth-oriented 
programs in the community is an additional context for understanding student SEWB. In 
comparison with students with higher SEWB levels, students with lower levels of SEWB perceive 
fewer opportunities to do things to make their community a better place, fewer activities that 
interest them, and fewer adults they can go to if they have a problem, who care about them and 
who praise them for appropriate behaviour. Additionally, students with lower levels of SEWB are 
much less likely to say that they have friends who work hard and behave well.  
 
14. The social and emotional well-being of young people can be represented by an ecological 
model where students’ environmental context (positive adults, peers and programs in schools, 
homes and communities) and social and emotional strengths (resilience skills and attitudes 
supporting emotional regulation and behavioural control; learning capabilities such as confidence, 
persistence, organisation and cooperation; social skills and values) jointly contribute to emotional, 
behavioural, social and achievement outcomes. 
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The ACER Social and Emotional Well-Being Surveys are found to be valid measures of an 
ecological model of the social and emotional well-being of young people. 
 
15. Based on the findings contained in this report, a series of recommendations are offered that 
address value-added policies, programs, pedagogies and practices for improving the SEWB of all 
students. 
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PART 1 
 

THE ACER SEWB SURVEYS: 
BACKGROUND AND  

THEORETICAL CONSIDERATIONS 
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The SEWB surveys were developed to assess a student’s individual and contextual characteristics, 
which together contribute to positive social and emotional well-being. 
 
Individual characteristics fall into two categories: (1) emotional and behavioural indicators of 
positive social and emotional well-being (for example: happy, feel safe, not disrespectful, not very 
worried or stressed); (2) social and emotional capabilities seen as helping young people to cope 
with stress and adversity and develop in personal, social and academic areas (for example: 
emotional resilience, confidence, getting along skills). 
 
Contextual characteristics fall into three categories covering different positive programs and 
actions of adults/peers in: (1) school, (2) home and (3) community. 
 
The ACER Surveys are not designed to focus on the problems and deficiencies of young people. 
Rather, by focusing on the strengths of young people, including the strengths of people in their 
immediate lives, the ACER Surveys are designed to provide school communities with data that 
enable them to identify areas that need to be strengthened in order for young people to thrive and 
prosper. Identifying strengths to be built helps provide those in the school community with 
optimism that something can be done to improve the social and emotional well-being of young 
people. 
 
The often quoted saying “It takes a village to raise a child” is a principle underpinning the 
practical uses of information derived from the ACER SEWB Surveys. That is, in order for quantum 
change in the mental health and well-being of young people to be realised, a focus needs to be on 
building the strengths of community, school and home as well as the inner social and emotional 
strengths of young people. It is clear that no one program will do the job; there is no magic bullet. 
Rather, a shared responsibility for collectively creating positive social and emotional outcomes 
needs to be an explicit part of the policy and practices of school communities. 
 
 
1.1 Statement of Concern: Children’s Mental Health 
 
The mental health profession has successfully defined what poor mental health represents in 
childhood (internalising problems – anxiety, depression; externalising problems – oppositional 
defiance, conduct disorders; attention deficit, hyperactivity disorder). Evidence continues to 
accumulate concerning the extent of child and adolescent mental health problems in Australia (e.g. 
Frydenberg & Lodge, 2006). Sawyer, et. al., (2000) has summarised important facts as follows: 

• One in seven young people aged 4 to 17 years were reported to have a mental health 
problem. 

• The types of mental health problems identified differ by gender. Girls aged 4 to 14 years 
had a higher proportion of internalising than externalising problems, while for boys, 
externalising problems were more common. 

• The most frequently identified mental health problems were somatic complaints e.g. 
chronic physical complaints without a known cause (7%), delinquent behaviour (7%), 
attention problems (6%) and aggressive behaviour (5%). 

• There was a strong association found between mental health problems and certain 
demographic factors, with higher rates of mental health problems among children and 
adolescents living in low-income, step/blended and one-parent families. 
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In 2004 – 2005, 7% of children aged less than 15 years were reported to have some form of mental 
or behavioural problem as a long-term health condition, with rates rising from very low levels 
among children aged less than five years to 10% of children aged 10 to 14 years (Australian Bureau 
of Statistics, 2006). 
 
The NSW Child Health Survey (Quaine, et. al., 2003) found that: 
 

• One-third of 4 to 12 year olds experienced emotional or behavioural problems in 
 the past six months. 
• A higher proportion of males than females were reported to have emotional or 
 behavioural problems (34.6% and 27.1% respectively). 
• The proportion of children with emotional or behavioural problems increases with age 

(17.6% of 4 year olds and 38.6% of 12 year olds). 
• ADHD was to most prevalent among children aged 6 – 14 years, reported in 17.8% of boys 

and 7.9% of girls. (The prevalence of ADHD can be overestimated, as some children 
reported to have ADHD may have been more appropriately diagnosed with another 
disorder not included in the survey). 

• Depressive disorder was reported in 3.7% of boys and 2.6% of girls. (The prevalence of this 
disorder can be underestimated, as the prevalence was based on parent report and parents 
may not always recognise subjective distress experienced by children). 

• Conduct disorder was reported in 4.4% of boys and 1.8% of girls. 
 
 
1.2 Children’s Social and Emotional Well-Being 
 
Increasingly, schools are responding to the challenges posed by the above statistics by 
incorporating student well-being into the core mission of schooling. In Victoria, student welfare 
coordinators are being replaced by student well-being coordinators. While childhood mental 
health problems continue to be viewed as requiring specialists with appropriate training, everyone 
in the school community is seen as having an important role to play in promoting the social and 
emotional well-being of students (and preventing some mental health problems from developing). 
 
Still in its early stages, the study of social and emotional well-being in childhood is less well 
delineated than childhood mental health. As concepts, social and emotional well-being is more 
associated with health, whereas mental health is more associated with illness and disorders. 
While the absence of childhood mental health disorders is one hallmark of children’s positive 
social and emotional well-being, it is also the case that social and emotional well-being 
encompasses a constellation of positive environmental influences that interact with positive social 
and emotional characteristics of young people. The result of the interaction of contextual and 
individual factors results in different outcomes such as positive relationships, well-being and 
achieving to one’s potential.  
 
For example, Kids’ Stats (New South Wales Commission for Children and Young People) define 
emotional well-being as: “… children and young people’s ability to relate to each other and their 
social environment, adapt to change and cope with adversity.” 
 
When the characteristics of young people who are successful and thriving are studied, the 
importance of different positive, personal characteristics (e.g. coping skills, values, social skills, 
empathy, optimism), often subsumed under the umbrella of “resilience” or “emotional 
intelligence”, are mentioned. 
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Children and young people with a positive state of social and emotional well-being are more likely 
to successfully meet the physical, intellectual and social changes required through childhood and 
adolescence. As such, it is important for information to be made available to schools (and 
educational policy makers) on the extent of positive social and emotional well-being of groups of 
students. Such information will enable resources and programs to be allocated in areas of greatest 
need. 
 
Until recently, there have been few if any measures of the social and emotional well-being of 
young people. Data have largely been provided from individual items appearing on scales 
measuring student attitude or health. 
 
The ACER Social and Emotional Well-Being Surveys were designed to fill this gap. 
 
 
1.3 The Thinking Behind the Design of the ACER Surveys 
 
Traditionally, surveying of the mental health and well-being of young people has focused on their 
problems and deficits rather than on the strengths young people need to possess to be successful 
and to experience social and emotional well-being. Focusing on emotional and behavioural 
problems often leads to a laundry list of the things that are considered to be “wrong” or 
dysfunctional with children and their families.  The more problems children and their families are 
found to have, the less empowered people (educators, families) feel in being able to do anything to 
improve the situation. 
 
Strength-Based Surveys 
 
Over the past few years a limited number of mental health-oriented surveys have been developed 
that tap into students’ strengths (e.g. Epstein & Sharma, 1998, “The Behavioral and Emotional 
Rating Scale”). Strength-based assessment (also called ecological or contextual approach in the 
literature) is the measurement of emotional and behavioural skills, competencies, and 
characteristics that: (a) create a sense of personal accomplishment, (b) contribute to satisfying 
relationships with family members, peers and adults; (c) enhance one’s ability to deal with stress 
and adversity; and (d) promote one’s personal, social and academic development (Epstein & 
Sharma, 1998). Strength-based assessment is a new way of thinking about young people.  Rather 
than focusing on “what’s wrong”, a strengths-based approach identifies the positive resources and 
abilities that children and families have.  
 
The view underpinning the design and development of strength-based surveys is that the mental 
health and social and emotional well-being of children and adolescents is a function of the 
dynamic interaction among the personal characteristics of young people (social and emotional 
capabilities, such as emotional resilience, confidence, social skills) and environmental factors 
(“connections” of young people with positive people and programs in their community, school 
and home). This view is consistent with contemporary models of mental health including the 
variety of risk and resilience studies that have emerged over the past decade. 
 
Ecological View 
 
Health is often defined as the presence or absence of diseases, disabilities and deficits, but such a 
narrow definition overlooks the way in which health, particularly child health, is the product of a 
complex web of prenatal, social, cultural, demographic, family, neighbourhood, and economic and 
political factors. This interconnectedness is better represented by the definition of health favoured 
by the World Health Organization: ‘A state of complete physical, mental and social well-being and 
not merely the absence of disease or infirmity’. 
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The ACER SEWB Surveys take cognizance of the research that identifies individual and contextual 
factors that contribute to the resilience and well-being of young people (see Bronfenbrenner & 
Morris, 1998; Doll & Lyons, 1998). Individual characteristics include: (a) good intellectual ability, 
(b) language competence, (c) positive temperament or easygoing disposition, (d) positive social 
orientation with high expectations, (e) flexible coping style, and (f) higher rate of engagement in 
productive activities.  Examples of family factors that promote social and emotional well-being are: 
(a) close affectionate relationship with at least one parent or caregiver, (b) effective parenting 
(characterised by warmth, structure and high expectations), and (c) access to warm relationships 
and guidance from extended family members. Finally, school and community factors include: (a) 
access to and relationships with positive adult role models, (b) connections with at least one or a 
variety of pro-social organisations, and (c) access to responsive, high quality schools.  
 
The ecological approach underpinning the ACER SEWB Surveys recognises many of the “40 
Developmental Assets” identified by Benson, et. al., (2006), that are positive experiences and 
qualities essential to raising successful young people. These assets which influence choices young 
people make and help them become caring, responsible adults can be described as “external” or 
“internal.” 
 
External Assets. The first 20 developmental assets focus on positive experiences that young people 
receive from the people and institutions in their lives. A community’s responsibility for its young 
people involves the provision of external assets. Four categories of external assets are included in 
the framework:  

• Support – Young people need to experience support, care, and love from their families, 
neighbours, and many others. They need organisations and institutions that provide 
positive, supportive environments.  

• Empowerment – Young people need to be valued by their community and have 
opportunities to contribute. For this to occur, they must be safe and feel secure. 

• Boundaries and expectations – Young people need to know what is expected of them and 
whether activities and behaviours are “in bounds” and “out of bounds”. 

• Constructive use of time – Young people need constructive, enriching opportunities for 
growth, through creative activities and youth programs.  

Internal Assets.  Caring adults must make a similar commitment to nurturing the internal qualities 
that guide positive choices and foster a sense of confidence, passion, and purpose. Young people 
need this wisdom to make responsible decisions about the present and future.  The framework 
includes four categories of internal assets:  

• Commitment to learning –Young people need to develop a lifelong commitment to 
education and learning. 

• Positive values –Young people need to develop strong values that guide their choices. 
• Social competencies –Young people need skills and competencies that equip them to make 

positive choices, to build relationships, and to succeed in life.  
• Positive identity – Young people need a strong sense of their own power, purpose, worth 

and promise.  

In summary, in order to understand the playing field for promoting healthy social and emotional 
development and the factors that put children at risk, we also need to understand the social and 
environmental context in which children grow up, as well as their individual social and emotional 
competencies.  
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1.4 Design of the ACER SEWB Surveys 
 
Initially, it was necessary to have an acceptable definition of social and emotional well-being so 
that statements could be written that covered the area. A definition of social and emotional well-
being was adopted that encompasses both a positive and negative dimension of social and 
emotional well-being. 
 

“… The general state of being happy, feeling safe, having positive relationships with others, 
being interested in the welfare of others, and being involved in and striving to do one’s best in 
a wide range of activities (e.g. art, music, sport, exercise). Social and emotional well-being also 
exists when there is an absence of extreme and long-standing negative emotions (anger, 
anxiety, depression, general stress) anti-social behaviours (e.g. bullying, isolation), unhealthy 
behaviours (e.g. alcohol, drugs, poor diet) and under-achievement/poor motivation in 
different areas.” (Bernard, 2002) 

 
The following two lists present a summary of the positive and negative indicators of social and 
emotional well-being.  
 
Positive Indicators of Student Social and Emotional Well-Being  
Young person generally appears to … 

• be happy 
• have positive self-esteem 
• volunteer to make his/her community a better place 
• like being in school 
• get along with classmates including those who are different 
• get along with teachers 
• be interested in helping others 
• be positive about the future 
• participate in a wide range of activities 
• relate positively to family 
• feel like he/she belongs 
• make responsible choices to stay out of trouble 
• feel safe and free from physical harm 

 
Negative Indicators of Student Social and Emotional Well-Being 
Young person generally appears to … 

• have his/her feelings easily hurt 
• engage in unhealthy behaviour 
• have significant periods of time when he/she feels down 
• act impulsively, be lonely or a loner 
• under-achieve in one or more areas of schoolwork 
• be very stressed 
• act dishonestly (lie, cheat or steal) 
• worry too much about what others think of him/her, lose his/her temper 
• get into trouble a lot 
• physically bully or verbally taunt other students 

 
There are many different explanations offered for the current level of students’ SEWB, some of 
which have to do with socio-economic factors, culture (including discrimination/racism), gender, 
effective/ineffective school teaching practices, home culture and parenting practices (expectations, 
involvement), as well as characteristics of students themselves (cognitive, affective, temperament). 
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The framework that underpins the SEWB surveys is ecological in that it addresses "Environment" 
factors (school, home and community) and "Person" factors (students’ cognitive and affective 
characteristics) that research indicates as influencing the social and emotional well-being outcomes 
of students (see Figure 1.1). This view is consistent with models of resilience that identify both 
individual characteristics (e.g. good intellectual ability, positive temperament, high self-efficacy) 
and contextual characteristics (e.g. affectionate relationship with caregiver, effective parenting, 
connection with prosocial organisations, access to high quality school) as contributing to resilience 
in children and youth. The model is also consistent with the developmental assets model (e.g. 
Benson, 1997), which represents external assets (support, empowerment, boundaries and 
expectations, constructive use of time) and internal assets (commitment to learning, positive 
values, social competencies, positive identity) as building blocks of healthy development that help 
students grow up to be healthy, caring and responsible. 
 
As can be observed in Figure 1.1, a range of what has been called “good practices” in the 
community, school and home has emerged from the literature on effective schools (e.g. Cotton, 
2000; Sammons, Hillman & Mortimore, 1995), parent education (e.g. Christenson, Rounds & 
Gorney, 1992), resilience (e.g. Doll & Lyon, 1998), community-building (e.g. Benson, 1997), and 
meta-analyses of the research on school learning (e.g. Bloom, 1977; Wang, Haertal & Wahlberg, 
1993). From this research, several positive practices, capabilities or assets have been identified in 
the community, school and home that contribute to positive outcomes. These include: 
 

1. Positive adult−child relationships 
2. Communication of high and realistic expectations for achievement and behaviour 
3. Opportunities for students to be given responsibilities and to be involved in decision-

making 
4. Provision of places/activities that accommodate students’ interests 
5. Teaching of positive attitudes, values and social and emotional competencies. 

 
Additionally, the framework that underpins the Social and Emotional Well-Being Surveys covers a 
wide range of students’ cognitive and social – emotional – motivational characteristics that 
contribute to their achievement and social – emotional – behavioural outcomes. Many educational 
researchers have investigated a variety of cognitive foundations that help students cope with the 
academic demands of the curriculum and overall learning (e.g. Velluntino & Scanlon, 2001). These 
include: 
 

1. Meta-cognitive thinking skills (basic information-processing, memory and learning 
strategies) 

2. Cognitive, learning style (visual, auditory, kinaesthetic; sequential, simultaneous processing) 
3. General intellectual ability 
4. Cognitive, language and non-verbal learning abilities 
5. Prerequisite academic knowledge (mastery of previous units of instruction). 

 
The literature on emotional intelligence (e.g. Bar-On & Parker, 2000; Gardner, 1983; Goleman, 
1995), social and emotional childhood development (e.g. Salovey & Sluyter, 1997) including 
childhood temperament and emotion regulation (e.g. Landy, 2000), cognitive-behavioural theory, 
research and therapy (e.g. Bernard & Cronan, 1999; Bernard & Joyce, 1984; Ellis, 1994), and 
psychological characteristics of achievers versus under-achievers (e.g. Bernard, 2006b) has also 
identified a variety of social and emotional capabilities of students that lead to positive 
achievement and social and emotional well-being outcomes.  
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Bernard (2006c) has identified three distinctive components of what he refers to as students’ social 
and emotional capabilities that contribute to a variety of student outcomes: 
 

1. Resilience (emotional capabilities such as coping skills and positive, rational attitudes)  
2. Positive Social Orientation (social capabilities such as social skills, empathy, social values –

respect, caring, honesty, responsibility, being a good citizen) 
3. Positive Work Orientation (work capabilities such as work confidence, persistence, 

organisation and cooperation skills). 
 

In addition to surveying students’ social and emotional well-being outcomes, the Social and 
Emotional Well-Being Surveys also provide information concerning students’ resilience, positive 
social orientation and positive work orientation and, for students in Year 5 or higher year levels, 
on students’ perceptions of good adult practices and positive programs in their schools, homes and 
communities. 
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Figure 1.1 Factors that contribute to young people’s SEWB 
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1.5 Description of the Sample 
 
The ACER SEWB survey consists of four forms, two completed by students (Green and Purple) 
and two by teachers (Blue and Pink).  The Purple form was used to survey students in grades 2 to 
4, and the Green form students in grades 5 to 12.  The Blue form was used to survey teachers' 
perceptions of the well-being of students in grades 2 to 12 while the Pink form was used to survey 
teachers’ perceptions of children in earlier grades.  
 
The data were collected by ACER from a total of 11,526 students in 81 schools.  Teachers supplied 
data on 6,860 students in 73 of these same schools (in eight schools, teachers did not complete any 
surveys).  These data were collected in Australia during the period 2003 to 2007. 
 
The number of surveys completed by students and teachers each year is shown in the following 
table. 

 

Table 1.1 Number of student and teacher surveys by Year of 
administration 
 

Year of data collection Student surveys Teacher surveys 
2003 1789 739 
2004 5284 3388 
2005 2921 1724 
2006 1248 900 
2007* 284 109 

* January to March only 

 

Table 1.2 shows the number of surveys completed by students and teachers in each Australian 
State or Territory. 
 

Table 1.2 Number of student and teacher surveys by State or 
Territory 
 

Place of data collection Student surveys Teacher surveys 
NSW 852 138 
NT 268 174 

QLD 2816 1386 
SA 2220 2086 

TAS 725 588 
VIC 3740 1726 
WA 905 762 
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Students from all grades were surveyed.  The first year of schooling in Queensland and Western 
Australia is called Grade 1, while Grade 1 in the other States or Territories is the second year of 
schooling.  An adjustment was made to the Grade variable so that Grade 1 in all jurisdictions 
corresponds to the first year of schooling.  The following table shows the number of student and 
teacher surveys completed by years of schooling. 
 

Table 1.3 Student and teacher surveys by Years of schooling 
 

Years of schooling Student surveys Teacher surveys 
1 0 804 
2 179 376 
3 1115 572 
4 1089 544 
5 1097 581 
6 1261 791 
7 1870 1067 
8 1284 539 
9 1172 453 

10 857 447 
11 563 215 
12 853 388 

Missing 186 83 
 

 
The percentage of boys and girls in the student surveys sample is 57.3% boys and 40.2% girls (2.5% 
missing data).  In the teacher surveys data there are 55.5% boys and 41.9% girls (2.6% missing 
data). There were more boys’ schools in the sample than girls’ schools and, of the larger schools, 
more were boys’ schools than girls’, hence the gender imbalance in favour of boys.  
 

Table 1.4 Gender composition of sample (number of students) 
 

Gender Student surveys Teacher surveys 
Boys 6609 3810 
Girls 4629 2872 

Missing 288 178 
 

Not all students who completed a survey also had a survey completed for them by their teachers.  
Most of the students in the teacher surveys are assumed to be students in the student surveys, but 
no matching of individual students was possible due to the lack of information in the data 
collected. 
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An index of Socio-Economic Status (SES) was assigned to each student, using the Australian 
Bureau of Statistics index for postcode areas (ABS, 2001).  The SES assigned to each student is the 
SES of the postcode area of the student's school.  The following table shows the number of students 
in three categories of SES: low, medium and high.  The percentages of the Australian population in 
these three SES categories are respectively 25%, 65% and 10%. It can be seen that in the sample, a 
higher percentage of participating students attend schools with higher SES levels and fewer attend 
schools with lower SES levels than found in the general population.  
 

Table 1.5 Number and percentage of students in each category of socio-economic status 
 

SES Category Student Surveys Teacher Surveys Population 
 Number % Number % % 

Low 804 7.0 981 14.3 25 
Medium 7097 61.6 4585 66.8 65 

High 3625 31.5 1294 18.9 10 
 

The fact that participating schools were not randomly selected and that there is a higher than 
expected representation of schools in the high SES category indicates that some of the data (e.g. 
percentage of students reporting high levels of stress) obtained from the sample, cannot be 
generalised to all students in Australia. However, the location of items on the scale and the 
identification of SEWB levels on the two Rasch measurement scales is independent of the SES, or 
gender, composition of the sample. 
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PART 2 
 

STUDENT SEWB LEVELS ON  
TWO RASCH MEASUREMENT SCALES 
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2.1 Introduction to the Methodology  
 
As a result of the application of Rasch measurement methods (Andrich, 1988; Bond & Fox, 2007) to 
the data collected with the student and teacher SEWB surveys, it is now possible to qualitatively 
describe levels in the development of student social and emotional well-being.  This part of the 
report focuses on the description of two systems of SEWB levels showing typical features of the 
development of student SEWB from the lowest to the highest levels observed in the data. 
 
Two Rasch measurement scales have been constructed using Quest (Adams, 1999), one with the 
student survey data and the other with the teacher survey data.  The two student forms have 
common items as well as unique items.  The data available on the common items made it possible 
for all student survey items to be calibrated onto the same scale.  Also, the two teacher forms have 
common items that allowed all teacher survey items, common or unique to each form, to be 
calibrated on a single scale.  The SEWB of students is measured on the same scale no matter which 
of the two surveys students completed and even if they only completed part of a survey.  The 
SEWB of students who responded to the items in the Green form has been measured on the same 
scale as the SEWB of students who responded to the items in the Purple form.  The SEWB of 
students as reported by teachers who responded to the items in the Blue form has been measured 
on the same scale as the SEWB reported by teachers who responded to the items in the Pink form.  
It has therefore become possible to report the SEWB of students from the earlier years to the latest 
years of schooling on the same scale, and to describe levels of SEWB. 
 
Students with high levels of SEWB are located high on a scale, while students located lower on the 
scale have lower levels of SEWB.  The scores to negatively worded items have been reversed so 
that all item scores correspond to positive wording.  A score of 1 (endorsement) on an indicator of 
SEWB represents more SEWB than a score of 0.  The greater the total endorsement score of a 
student on the items in a survey, the higher the student is located on a scale and therefore the 
higher the level of his/her SEWB. 
 
Items are located on the same scale on which students' SEWB is measured according to the total 
endorsement score for each item.  The highly endorsed items are located low on the scale.  These 
are items that even students with low levels of SEWB are likely to endorse.  The items that are 
higher on the scale are items that are likely to be endorsed by students at high levels of SEWB but 
not by students at lower levels.  The measurement model requires that the order of two items on 
the scale be the same according to students at any location on the SEWB scale.  If an item is more 
endorsed than another item by all students, it is required that the same order of endorsement, and 
same difference in endorsement, is observed in the data of students at each level of SEWB. 
 
In this study the relative location of students and items on the two scales is reported in such a way 
that the probability of endorsement of an item by a student at the same location as the item is 0.8.  
Each student has a probability greater than 0.8 to endorse items below his/her location and a 
probability less than 0.8 to endorse items above his/her location.  It follows that a student is 
expected to endorse 80% of the items at his/her location, and that 80% of the students at the same 
SEWB location will endorse an item at their location.  More than 80% of these students will 
endorse items below their location and fewer than 80% will endorse items that are above these 
students' location on the scale. 
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A thorough analysis of fit based on statistical indicators and graphical displays (Item 
Characteristic Curves) confirmed that all items in the Green and Purple survey forms measure the 
same construct to a large extent and that the requirements of measurement are satisfactorily met.  
For each item, observed proportions of endorsement for each SEWB level have been compared to 
proportions predicted by the model and a remarkable fit of the data to the model has been 
observed in most cases.  The analysis of fit of the data to the measurement model assured that a 
single construct has been measured with the student survey data and a single construct with the 
teacher survey data.  The Cronbach's alpha reliabilities of the four surveys are of the order of 0.9. 
 
It has been observed that girls, overall, are higher on each scale than boys.  This does not 
necessarily suggest gender bias in the responses to individual items.  To examine the greater than 
expected endorsement of an item by boys or girls, observed and expected proportions of 
endorsement by boys and girls have been compared separately in groups of students of the same 
SEWB.  It was found that a few items were endorsed more than expected by girls and a few items 
were endorsed more than expected by boys.  The same analysis (Differential Item Functioning or 
DIF) was performed for the common items in different survey forms and for different SES groups.  
The DIF analysis for students who responded to different survey forms whose items were 
calibrated on the same scale ensured that the common items function in the same way according to 
the data from each form. 
 
Both of the two constructs as measured by the surveys are SEWB constructs, one based on 
responses reflecting the point of view of students and the other the point of view of teachers.  The 
items that have been included in the four surveys are the result of extensive knowledge and 
experience in previous SEWB studies.  The construct validity of these surveys corresponding to the 
two Rasch measurement scales is thus substantively confirmed.  The detailed description of these 
constructs based on the location of the items on the Rasch scales has been reported in the following 
pages.  Six regions within each of the two Rasch scales have been identified and their qualitative 
characteristics and differences between levels described.  A continuum of SEWB emerges from this 
study according to student responses to indicators of SEWB, in addition to one according to 
teacher perception of student SEWB. 
 
The statistical significance of differences between the SEWB of selected subgroups of students in 
the sample has been calculated by fitting multilevel models to the data (Rasbash et. al., 2003).  In 
two-level models, students clustered within schools, the response variable is student SEWB on a 
Rasch scale and the explanatory variables are gender, SES, and years of schooling.  The proportion 
of the residual variance at the school and individual level was calculated.  Multilevel models were 
fitted separately to the data of each Years of Schooling to check the statistical significance of 
differences between the mean endorsement of boys and girls and of students of different SES 
values.  These fitted models allowed the calculation of the proportion of variance explained by 
gender and SES, and the proportion of residual variance at the school and individual level. 
 
It should be stressed that the location of items and identification of SEWB levels on the two Rasch 
measurement scales are not sample dependent (Andrich, 1988). The non- representativeness of the 
ACER sample affects only the distribution of student SEWB on the two scales.  Tables 2.1i and 2.1ii 
show the number of students in each SEWB level on the student and teacher survey Rasch scales 
and confirm that the categorisation of student SEWB in levels is not normative. Data from a 
different sample are expected to validate these levels, but not the distribution of cases in these 
levels.  The distribution of cases in the levels is sample dependent and only a representative 
sample could provide a distribution that reflects the percentage distribution of the student 
population. 
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Table 2.1i Number of students in each 
SEWB level (student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 310 2.7 
5 3136 27.2 
4 3118 27.1 
3 2765 24.0 
2 1898 16.5 
1 299 2.6 

All levels 11526 100 
 

Table 2.1ii Number of students in each 
SEWB level (teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 1903 27.7 
5 1369 20.0 
4 1014 14.8 
3 1028 15.0 
2 419   6.1 
1 1127 16.4 

All levels 6860 100 
 
2.2 Levels of Social and Emotional Well-Being 
 
The results obtained from the Rasch measurement analysis clearly indicate that young people 
display different levels of SEWB from very low to very high levels. Students at lower levels are not 
likely to display the social and emotional characteristics of students at higher levels. Moreover, 
students at higher levels are likely to demonstrate most of the positive social and emotional 
characteristics of students at lower levels. Students at low levels are not likely to be able to display 
the social and emotional characteristics of those at the highest levels. However, not all of these 
students may be expected to display the social and emotional characteristics of the lowest levels of 
SEWB that overlap significantly with metal health problems. 
 
At the lowest level of social and emotional well-being, students are likely to demonstrate a large 
number of negative indicators of social and emotional well-being (extreme negative emotions and 
behaviour) and few positive indicators (getting along, positive self-esteem). They also are likely to 
demonstrate very low levels of different social and emotional capabilities in the categories of 
Resilience, Positive Social Orientation and Positive Work Orientation. 
 
At higher levels, students are likely to demonstrate more positive indicators of social and 
emotional well-being than at the lower level and fewer negative indicators. It is at the low level of 
social and emotional well-being that many indicators of a Positive Social Orientation emerge. Most 
of the indicators of Resilience and a Positive Work Orientation are yet to emerge.  
 
At the higher levels, students are likely to display very few negative indicators of social and 
emotional well-being (e.g. under-achievement) and display almost all positive indicators (e.g. 
volunteering). At the higher levels, increasing numbers of indicators of Resilience and a Positive 
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Work Orientation begin to emerge to combine with an increased repertoire of positive indicators of 
a Positive Social Orientation. The emergence of some of the indicators associated with being 
confident in work, persistent, organised and having cooperation skills is likely to aid students’ 
academic success. The increase in many indicators of Resilience means that at this level of SEWB, 
students are likely to be more self-managing of their emotions and behaviour. 
 
At the highest level of SEWB, students are likely to experience almost all positive indicators of 
SEWB and few negative indicators. At this level, students are likely to display additional 
indicators of both Resilience and Positive Work Orientation that lead to both more effective 
emotional and behavioural control as well as the absence of under-achievement, with students 
performing to potential. 
 
In terms of patterns in positive school, home and community indicators of student SEWB, positive 
indicators at home are the ones that appear first in the lives of students with low levels of SEWB. 
Students at higher levels of SEWB report a higher incidence of positive indicators in their schools 
and community. 
 
 
2.3 Descriptions of Levels of Student SEWB (Student Survey) 
 
The six distinct levels of student SEWB, ranging from the lowest to the highest levels observed in 
the data, will now be described in terms of the social and emotional indicators that students at 
each level are likely to display. Students assigned to a given level of SEWB are likely to be 
characterised by many but not necessarily all of the social and emotional characteristics that define 
that level. Students are also likely to endorse all the statements at the levels below their nominated 
level. For example, students at Level 2 on the SEWB scale are likely to endorse the statements at 
that level. Students at Level 5 are likely to endorse the statements at Level 5, more likely to endorse 
the statements at Level 4 and extremely likely to endorse the statements at Level 2. 
 
Seven aspects of the SEWB construct have been recognised as follows: 
 
Indicators of Social and Emotional Well-Being 
This category includes students’ self-perceptions of the presence of their positive emotions and 
behaviours (e.g. happy,  get along with others, participates) and the absence of negative emotions 
and behaviours (e.g. not take drugs, not feeling hopeless, not feeling stressed). 
 
Indicators of Resilience 
This category includes students’ self-perceptions of their emotional capabilities/coping skills (e.g. 
when upset, finding someone to talk with) and positive, rational attitudes (e.g. not putting yourself 
down when you do not understand something, believing you have what it takes to be successful). 
 
Indicators of a Positive Social Orientation 
This category includes students’ self-perceptions of their social capabilities, such as friendship 
making, solving conflicts, understanding how people feel, willingness to follow rules, and 
important social values (e.g. respect, caring, honesty, responsibility and good citizenship). 
 
Indicators of a Positive Work Orientation 
This category includes students’ self-perceptions of their learning capabilities, such as work 
confidence (e.g. raising hand to answer a difficult question), persistence, organisation (e.g. 
planning time) and work cooperation. 
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Positive School Indicators 
This category includes students’ perceptions of the positive actions of teachers, including teachers 
caring about students, helping students be successful, discussing values and social and emotional 
skills and values, as well as involving students in decisions about classroom rules and interesting 
school activities. 
 
Positive Home Indicators 
This category includes students’ perceptions of the positive actions of parents, including parents 
who praise their children, make their children feel accepted, make time and listen, giving children 
“a say” about how things are done, show interest in children’s education, discuss acceptable 
behaviour and consequences for misbehaviour, discuss the importance of different social values, 
social and work skills as well as how to manage stress. 
 
Positive Community Indicators 
This category includes students’ perceptions of the positive actions of adults and positive 
programs, including one or more adults outside of school and home who show they care, who 
communicate the importance of responsible behaviour and going well at school and who can help 
solve problems; having peers who try to behave well and try hard in school; availability of 
programs that accommodate a student’s individual interests; and opportunities for students to 
contribute to making the community a safer and better place. 
 
 
Graphical Display of the student SEWB Levels (Student Survey) 
 
Six levels have been identified for each of the aspects of SEWB and labelled as shown in Figure 2.1.  
Level 1 is the lowest level observed in the data and Level 6 the highest.  The horizontal shaded 
bars show the boundaries between slightly overlapping adjacent SEWB levels based on student 
surveys.  These boundaries have been located after a long examination of the survey items 
according to their location on the scale. 
 
The SEWB Rasch measurement scale is represented by the vertical line with the arrow at the top 
indicating the direction of increasing SEWB.  Equal intervals anywhere on this scale represent 
equal changes of SEWB.  For example, the change in SEWB between the first two divisions at the 
bottom of the scale represent the same amount of change that is represented between the first two 
divisions at the top of the scale. 
 
The distribution of the SEWB of all students in the sample is shown on the left of the scale through 
the location of percentile ranks.  For example, 10% of the SEWB measured in the sample is located 
below Percentile 10 and the point below which 50% of SEWB has been measured is located at 
Percentile 50. 
 
Figures 2.2 to 2.8 show a summary description of the six levels for each of the seven aspects of the 
SEWB construct based on student surveys. 
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Figure 2.1 SEWB levels on the Rasch measurement scale for student surveys and distribution of 
student SEWB along the scale 
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Figure 2.2 Description of SEWB levels (student surveys): SEWB Outcomes 
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Figure 2.3 Description of SEWB levels (student surveys): Resilience  
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Figure 2.4 Description of SEWB levels (student surveys): Positive Social Orientation  
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Figure 2.5 Description of SEWB levels (student surveys): Positive Work Orientation  
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Figure 2.6 Description of SEWB levels (student surveys): Positive School Indicators  
 



ASG Student Social and Emotional Health Report 

33 

%&

'&

(&

)&

*&

+&

,&

-&

.&

/
��

��
	.

/
��

��
	-

/
��

��
	,

/
��

��
	+

/
��

��
	*

/
��

��
	)

����	/�����	�#	���"���	���# ���������2
������	����	!�"������

012'
���
��
��	
�

����


�

�

�

��

��

��
��

��
�

�

�

��0
1
2

'

��������	
��	�����	��	�������	���	����	�
���	��	������	�
������	
�����	��
�	
��	
����
���	$��	���	������
��	�������	�����	 ���	
��	�����	��	�������	
�����
�	������	�
������	���
�����	$���	������	����
������	�����	��	������
���	���������	�
������	������	����	
$
��	��	�������(�	�������	
��	���
��#���
$���	�!����	
��	�����	��������(	���
��	������
�	
��	
�
����	������������

��������	
��	����	�����	��	�������	���	����	�
���	��	������	�
������	���
����	��
�	
��	
����
���	$��	���
������	��	�������	�����

��������	
��	�����	��	�������	��
�	�
�����	������	$��	����	��$	��	�
��	�������	��$	��	�����	����������
�
���������	�
��	
����	�������	
��	��$	��	����	$��	���������	������	��$	��	�
��	�������	�����	��������	
��
�������	
��	��$	��	����	$��	�������

��������	
��	�����	��	�������	��
�	����	�
�����	���$	�������	
��	�	$�
�	����	
��	��
�����	-
�����	
��	����
�����	��	�
��	�������
����	$��	����	�������	
����	$�
�	����������	
�����
���	���
����	
��	�����'������
���	����	���
�����	�����
��	�
����	������	��������	��������	�
����	������������	����	
	����	��#���	
��

����	���	�����
���	��	����������	����������	
��	���
��
���	$���	����	������$����	��������	
��	�����
��	�������	�����	
��	���������	�����	��	��	
�	�����	��������	
��	���	�����	��	�������	����	�
�����	���	����

	)�
�+	
����	���	$
�	�����	
��	����	
�	�����	-
�����	
��	���	�����	��	�����	���	�
����	$��	����	��������

��������	
��	�����	��	�������	��
�	�
�����	�
��	���	���	�����	������	���	�����
���	��	����	����	����	�
������$����	�����	��
���	����	����	��	����	
�������	���	$��	����	
��	
��	��
�	����	�
��	�����
��	����
�������������	%�$�����	����	
��	���	�����	��	�������	��
�	����	�
��	
	�
����	$��	�	���������	�	$�
�	����

��	��������	����	����	���	
��	'�������	
����	$�
�	����	
��	��
�����	
��	����	���	������	$�
�	�	
�����
���
���
����	
��	$�
�	�
�����	�	����	���
��	�
����	-
�����	
��	���	�����	��	������	���	�����
���	��	����
���������	���������	
��	���
����	�	����	������$����	�
��	
����	�����
��	�
����	�����	��������	��������
�
����	������������	����	
	����	��#����	 ���	
���	��	���	�������	��
�	����	�
��	
	)�
�+	
�	����	
����
���	$
�	�����	
��	�����

��������	
��	����	�������	��	�������	���������	������	
�����	��	�
�����	��
�	�������	����	�����	�
�����	��
���	�
��	���	���	����2������	��	���	�����	��
���	��	���	����	����	����	
���������	 ���	
��	
���	�����	��
�������	���
���	
�����	��	�
�����	����	
�	
������	��	�����	������	
��	
�����	��������	����	��������	��
�
����
�	 �
�
������	 ��	 ��������	 
��	 �!�����	 
������
�
���	 ����	 ������	 �
�����	 ����������

 
 
Figure 2.7 Description of SEWB levels (student surveys): Positive Home Indicators 
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Figure 2.8 Description of SEWB levels (student surveys): Positive Community Indicators 
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The following section provides a more detailed description of the social and emotional 
characteristics of students at each of the six levels of SEWB (Student Survey). 
 
LEVEL 1: LOWEST LEVEL OF STUDENT SEWB observed in the data 
Students are likely to display almost none of the survey’s stated social and emotional 
characteristics. (They do not like themselves, are not happy, do not get along with classmates, do 
not like engaging in play, do not enjoy meeting new people, do not believe it is important to treat 
everyone with respect, do not want to do their best in school.)  
 
Students are not likely to display any indicators of Resilience (e.g. they get easily upset, they do 
not use coping skills, they hold many negative, irrational attitudes). Students are not likely to 
display any indicators of a Positive Social Orientation (e.g. they hold/display few values in 
behaviour; they lack friendship making skills). Students are not likely to display indicators of a 
Positive Work Orientation (e.g. they do not want to do their best in school, do not work 
cooperatively, do not persist with schoolwork). 
 
At this very low level, students are likely to perceive almost no positive actions of adults nor 
positive programs at school, at home and in their community (e.g. their perception is that teachers 
do not remind students to do their best, teachers do not say positive things to students when they 
have done their best, a parent does not make time for them, they do not feel accepted at home, 
they do not have a parent who expects them to behave well and do well in school, there are few 
interesting activities students can do after school and on weekends). 
 
It can be seen from Figures 2.1 – 2.8 that no statements from the SEWB survey are in Level 1. The 
analysis of student responses indicates that students at the lowest level of SEWB are unlikely to 
demonstrate any positive characteristics of social and emotional well-being. Therefore it is not 
possible to provide a summary table of items from the SEWB Surveys that describe this very low 
level of SEWB.  
 
 
LEVEL 2: VERY LOW LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a very low level of 
SEWB. 
 
INDICATORS OF SEWB 

• I get along with most of my classmates/they like me. 
• I do not drink alcohol a lot. 
• I like the kind of person I am. 
• I am happy. 
• I do not use drugs. 

 
INDICATORS OF RESILIENCE  

No additional indicators are available at this level. 
 
INDICATORS OF A POSITIVE SOCIAL ORIENTATION 

• I know how to make friends. 
• I like to meet new people. 
• It’s important to treat everyone including those from different cultural backgrounds with 

respect. 
 
INDICATORS OF A POSITIVE WORK ORIENTATION 

• I want to do my very best in school. 



ASG Student Social and Emotional Health Report 

36 

 
POSITIVE SCHOOL INDICATORS 

• Most teachers say something positive to me when I have done my best. 
• Teachers remind students about doing their best in schoolwork. 

 
POSITIVE HOME INDICATORS 

• I have a parent who makes time for me and listens. 
• There are things at home I have responsibility for. 
• At home, I feel accepted for who I am. 
• I have a parent who discusses importance of doing my best in schoolwork. 
• I have a parent who praises me when I have done a good job in schoolwork/ or acted 

responsibly. 
• I have a “say” when it comes to making decisions at home. 

 
POSITIVE COMMUNITY INDICATORS 

• There are lots of activities I can do after school and on weekends that interest me. 
 
Students are likely to display a minimum number of positive indicators of social and emotional 
well-being and a large number of negative indicators. Emotionally, students are likely to feel lonely, 
have overall low self-esteem, feel very down and hopeless for a week or more, lose their temper, 
worry a lot and feel unsafe. However, students at this level are likely to report they are happy 
people and like the kind of person they are. Behaviourally, most are not likely to drink excessively 
or use drugs. However, they are likely to be mean to others, break things (younger students) and 
get into trouble too much. Socially, students are likely to perceive themselves as getting along with 
most of their classmates. However, they are likely to have difficulty getting along with members of 
their family as well as teachers, they do not like to help people who seem unhappy, they do not 
volunteer nor participate in a range of activities inside and outside of school.  
 
Looking at students’ indicators of Resilience, they are not likely to display sufficient levels of 
coping skills and are likely to hold negative, irrational attitudes and ways of thinking, each of 
which contributes to low levels of emotional and behavioural self-management.  
 
In terms of indicators of a Positive Social Orientation, students perceive themselves as knowing 
how to make friends, liking to meet new people and endorsing the value of treating everyone with 
respect. However, they are likely to be low in empathy. They are likely to be insensitive to other 
people’s feelings, including not making sure everyone has a fair chance to win. They are likely to 
believe that they can’t stand having to behave well and follow rules, condemn other people for 
their behaviour, and are not good at resolving interpersonal conflicts. 
 
In terms of indicators of a Positive Work Orientation, students are not likely to possess sufficient 
degrees of different learning capabilities (e.g. work confidence, persistence, organisation, work 
cooperation), skills they need to manage their own learning. However, they are likely to want to 
do their very best in school. 
 
In terms of positive School Home and Community indicators of SEWB, students at a very low level 
of SEWB are likely to perceive a relative absence of positive connections to people and programs.  
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In school, while they are likely to perceive that most teachers remind them to do their best and to 
say something positive when they have done their best, they do not perceive that their teachers 
care about them, try hard to help and to be nice to them, talk with them about things others than 
school, allow them a say in classroom rules and a voice in school affairs, help students appreciate 
students from diverse cultures, as well as discuss with students the importance of confidence, 
persistence and organisation in helping them do schoolwork, important values (e.g. respect, 
honesty, caring, responsibility and good citizenship), how to make friends/solve problems, and 
cope with stress. 
 
At home, students are likely to perceive that their parents make time for them/listen, have 
important home responsibilities, have a parent who discusses the importance of doing their best in 
schoolwork, offers praise, and makes them feel accepted for who they are. However, they are not 
likely to perceive that they have a parent who is interested in what they are studying (e.g. does not 
ask questions about what they are learning), discusses what is acceptable behaviour and what 
happens if they behave badly, and discusses the importance of being confident, persistent and 
organised in doing schoolwork and talks about important values (e.g. respect, honesty, caring, 
responsibility, being a good citizen). They also do not perceive that they have a “say” at home 
about the way things are done, nor do they have parents who spend time talking about how to 
make friends, solve problems, feelings, and how to cope with stress.  
 
In the community, while students are likely to perceive there are lots of activities they can do after 
school that interest them, they are not likely to perceive that their friends try to behave well and do 
their best in their schoolwork. They are not likely to perceive outside of their family there is an 
adult who cares about them, who praises them when they have worked hard and acted 
responsibly and who they can go to if they have a problem. They also are not likely to perceive 
adults in their community offering young people opportunities to make their community a better 
place. 
 
 
LEVEL 3: LOW LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a low level of SEWB. 
 
INDICATORS OF SOCIAL SEWB 

• I do not feel lonely. 
• I feel safe. 
• I help people who seem unhappy or need help. 
• I do not break things. 
• I get along with my teachers. 
• I am doing well in school. 
• I do not yell and scream at people a lot. 
• I get along with members of my family. 

 
INDICATORS OF RESILIENCE 

• I do not think that the reason people sometimes treat me badly or unfairly is because I’m a 
hopeless person. 

• To calm down, I do things to relax (listen to music, read). 
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INDICATORS OF A POSITIVE SOCIAL ORIENTATION 
• I like helping people with problems. 
• I try hard not to hurt other people’s feelings. 
• I understand how other people feel. 
• I care about the environment (parks, waterways) and want to make my community a better 

place. 
• I can be trusted to do what I say I am going to do. 

 
INDICATORS OF A POSITIVE WORK ORIENTATION 

• I am persistent and try hard to complete all my schoolwork. 
• I am good at working cooperatively with others on projects. 
• I am helpful when working with classmates. 

 
POSITIVE SCHOOL INDICATORS 

• There are many activities at school that interest me. 
• Teachers try hard to help and be nice to me. 
• I have a teacher who cares about me. 
• Most teachers help me believe I can be successful. 
• There are things I study that interest me. 
• Teachers discuss “school rules” and what happens if students behave badly. 

 
POSITIVE HOME INDICATORS 

• There are interesting things to do at home with family. 
• I have a parent who asks questions about what I am learning. 
• I have a parent who talks with me about being respectful, honest, caring, responsible and a 

good citizen. 
• I have a parent who discusses the importance of confidence, persistence and organisation in 

doing schoolwork. 
• I have a parent who discusses with me what is acceptable behaviour and what happens if I 

behave badly. 
• I have a parent who shows he/she is interested in what I am studying. 

 
POSITIVE COMMUNITY INDICATORS 

• Outside of my school and family, there is an adult who cares about me. 
 
Students are likely to display more positive indicators of social and emotional well-being. 
Emotionally, they are likely to feel safe and they are not likely to feel lonely. However, they are still 
likely to feel very stressed/nervous, to worry a lot, to lose their temper a lot, to feel very hopeless 
and down for a week so that they stop doing regular activities and they still do not feel like they 
belong in school. Behaviourally, they are no longer likely to break things (younger children) and to 
yell and scream at people (younger children). However, they are still likely to get into trouble. 
Socially, they are likely to be getting along with members of their family and teachers. 
Educationally, they perceive themselves as doing well in school. However, they are not likely to 
perceive themselves as doing their best in their schoolwork. 
 
In terms of indicators of Resilience, a few are likely to be recognised by students including doing 
things to relax to calm down and no longer believing that the reason people sometimes pick on 
them is because they’re hopeless. However, the absence of other coping skills (e.g. finding 
someone to talk with) and the presence of negative attitudes (e.g. “When I do badly, I think I’m a 
failure.”) means that emotional and behavioural self-control is not likely to be strong. 
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In terms of indicators of a Positive Social Orientation, a number of positive indicators are now 
likely to be perceived by students including greater empathy as revealed in understanding how 
other people feel, helping people with problems and trying hard not to hurt other people’s 
feelings. 
 
In terms of indicators of a Positive Work Orientation, a few positive indicators are likely to be 
present, including working cooperatively with others and being persistent. However, other 
negative indicators are likely to be perceived by students including being disorganised, giving up 
too easily when they don’t understand something, not being confident in their work and believing 
they shouldn’t have to do schoolwork that is boring. 
 
In terms of positive School Home and Community indicators of SEWB, students at a low level of 
SEWB are likely to perceive several additional indicators of positive connections to people and 
programs. They are most likely to perceive parents as showing interest and being involved in what 
they are learning. Their parents are seen as more likely to have conversations with their children 
about a variety of topics, including what constitutes acceptable behaviour and consequences for 
poor behaviour, about important values (e.g. respect, honesty, caring, responsibility, being a good 
citizen) and about the importance of confidence, persistence and organisation when doing 
schoolwork. At this level, children are likely to perceive there are interesting things to do at home.  
 
In terms of additional positive indicators at school, at this level students are likely to perceive that 
they have a teacher who cares about them, who is nice and tries hard to help, as well as helping 
students believe they can be successful. Students now are likely to perceive that there are things 
they study that interest them.  
 
In terms of additional community indicators perceived by students at this level, students indicate 
that they have an adult outside of their school and family who cares about them.  
 
 
LEVEL 4: HIGH LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a high level of SEWB. 
 
INDICATORS OF SOCIAL AND EMOTIONAL WELL-BEING 

• I am not mean to others. 
• I do not get into too much trouble. 
• I participate in many activities inside and outside of school. 
• I feel like I belong/like being in school. 
• I have not felt very hopeless and down for a week and I have not stopped my regular activities. 

 
INDICATORS OF RESILIENCE 

• I do not have difficulty controlling how depressed I get/feelings are not easily hurt. 
• When I do badly, I do not think “I’m a failure.” 
• When stressed, I find someone to talk with to calm down. 

 
INDICATORS OF A POSITIVE SOCIAL ORIENTATION 

• I am good at solving conflicts without fighting. 
• People who act unfairly are not totally bad and it’s not OK to hurt them. 
• I feel bad when other people feel hurt. 
• I can stand behaving well/following rules. 
• I try to make sure everyone has a fair chance to win, even if it means I lose. 
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INDICATORS OF A POSITIVE WORK ORIENTATION 
• I am confident when doing difficult schoolwork. 
• When I don’t understand something, I still think I have what it takes to be successful. 
• I do not give up too easily when I don’t understand something or something is boring. 
• I think about planning my time so I get all my work and jobs done. 
• I am not disorganised (I do not forget material I need for class, I am not messy, I write down 

homework clearly). 
 
POSITIVE SCHOOL INDICATORS 

• Students feel they have a say in classroom rules and a voice in school affairs. 
• Students can discuss how they can make school a safer/better place. 
• Most teachers help us appreciate people from different cultures. 
• At school, time is spent discussing respect, honesty, caring, responsibility and good citizenship 
• Most teachers include activities where students from different backgrounds contribute their 

own ideas/experiences.  
• Teachers discuss confidence, persistence and organisation in helping us do schoolwork. 

 
POSITIVE HOME INDICATORS 

• I have a parent who talks with me about my feelings and coping with stress. 
• I have a parent who spends time talking with me about how to make friends and solve 

problems. 
 
POSITIVE COMMUNITY INDICATORS 

• Outside of my school and family, I have an adult I can go to if I have a problem. 
• When I have worked hard and acted responsibly, there is an adult outside of school and family 

who praises me. 
• Outside of school, there is an adult who reminds me to try my hardest to be successful and act 

responsibly. 
• My friends work hard and behave well. 
• My friends try to do their best in their schoolwork. 

 
Students are likely to display mostly positive indicators of social and emotional well-being. 
Emotionally, students are likely to feel they now belong in school and they are not likely to perceive 
they have felt very helpless and have stopped their regular activities. However, they still are likely 
to perceive they get stressed, worried a lot and lose their temper. Behaviourally, they are not likely 
to be mean to others or to get into trouble. Socially, they are likely to participate in many activities 
inside and outside of school. Educationally, they are likely to perceive that they are not doing their 
best in their schoolwork. 
 
In terms of indicators of Resilience, students are not likely to think that when they do badly that 
they are failures and are not likely to have difficulty controlling how depressed they get. Their 
feelings are not easily hurt. Students are likely to find someone to talk with to calm down, but still 
have difficulties controlling how worried they get and calming down quickly. They are not likely 
to find it easy to describe how they feel. 
 
In terms of a Positive Social Orientation, students are likely to perceive they possess a large range 
of social skills including being good at solving conflicts without fighting. They also are likely to 
perceive themselves more socially oriented in that they try to make sure everyone has a fair chance 
to win even if it means they lose. They also are not likely to endorse the negative, irrational 
attitude that people who act unfairly are totally bad and not endorse that it is OK to hurt them. 
They are also now likely to reject the notion that they cannot stand behaving well and following 
rules. 
 



ASG Student Social and Emotional Health Report 

41 

In terms of a Positive Work Orientation, students are now likely to perceive they possess a full 
range of the learner capabilities they need to be successful in their schoolwork. They are likely to 
perceive that they have confidence when doing hard schoolwork, are optimistic (“I have what it 
takes to be successful.”), do not give up easily when faced with something they don’t understand 
or is boring, and plan their time and are organised (do not forget material they need for class, not 
messy, write down homework clearly). 
 
In terms of positive School Home and Community indicators of SEWB, students at a high level of 
SEWB are likely to perceive additional indicators of positive connections to people and programs 
than those perceived by students with low levels of SEWB. 
 
In the area of positive school indicators, students are likely to perceive that their teachers discuss 
how confidence, persistence and organisation can help students do better in schoolwork, as well as 
discuss values such as respect, honesty, caring, responsibility and being a good citizen, and 
include activities where students from different backgrounds contribute their own 
ideas/experiences. Teachers are also perceived as offering students a greater say in the 
formulation of class rules, conduct of school activities and ways to make school a better and safer 
place. At this level, teachers are still not likely to be perceived by students as spending time talking 
with them about things other than school, nor discussing how to make friends, solve problems, 
feelings, and how to cope with stress. 
 
In the area of positive home indicators, parents are likely to be perceived as discussing with their 
children how to make friends, solve problems, their feelings and how to cope with stress. 
 
In terms of positive community indicators, at this level, students are likely to perceive that their 
friends behave well and want to do their best in their schoolwork. They also are likely to perceive 
that outside of home and school, there are adults who care about them, who praise them when 
they have tried their hardest in their schoolwork and acted responsibly, and who they can go to if 
they have a problem.  
 
 
LEVEL 5: VERY HIGH LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a very high level of 
SEWB. 
 
INDICATORS OF SEWB 

• I am doing my best in my schoolwork. 
• I do not worry too much. 
• I volunteer to do things that make school/community safer. 
• I do not lose my temper a lot. 
• I do not feel very stressed/nervous. 

 
INDICATORS OF RESILIENCE 

• I can describe how I feel. 
• I do not have difficulty calming down quickly when upset. 
• When I get angry, I think before I act. 
• When uptight, I use physical exercise. 
• I do not have difficulty controlling myself when angry. 
• I do not have a hard time controlling how worried I get. 

 
INDICATORS OF A POSITIVE SOCIAL ORIENTATION  

No additional indicators are available at this level. 
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INDICATORS OF A POSITIVE WORK ORIENTATION  

• I do not believe that I shouldn’t have to do schoolwork that is boring. 
 

POSITIVE SCHOOL INDICATORS 
• I am learning about feelings and how to cope with stress. 
• We spend time learning about making friends/solving problems. 
• At least one teacher talks with me about things other than school. 

 
POSITIVE HOME INDICATORS  

No additional indicators are available at this level. 
 

COMMUNITY INDICATORS 
• Where I live, adults make opportunities available to young people to do things to make their 

community a better place. 
 
Students are likely to display all positive indicators of social and emotional well-being indicated in 
the survey instrument. Emotionally, they are not likely to feel very stressed, worry too much and to 
lose their temper a lot. Socially, they are likely to volunteer to do things to make their school and 
community safer. Educationally, they are likely to perceive that they are doing their best in their 
schoolwork. 
 
In terms of indicators of Resilience, students are likely to be able to clamp down quickly and 
control how worried and angry they get. They are likely to employ coping skills when stressed 
such as finding someone to talk to or exercising. When angry, they are likely to think before they 
act. Students are also likely to perceive that they can describe their feelings. 
 
At this very high level of SEWB, students are likely to perceive they possess the full range of 
capabilities included under the categories of Positive Social Orientation and Positive Work 
Orientation. 
 
In terms of positive School Home and Community indicators of SEWB, students are likely to 
endorse all positive home, school and community indicators. At school, they are now likely to 
perceive that they have at least one teacher who talks with them about things other than 
schoolwork and that their teachers take the time to discuss friendship making, solving conflicts, 
feelings, and how to cope with stress. In the community, students are likely to perceive that adults 
make opportunities available to young people to do things to make their community a better place. 
 
 
 
LEVEL 6: HIGHEST LEVEL OF STUDENT SEWB observed in the data 
 
It can be seen from Figure 2.1 that students who have been assessed as having the highest 
observed level of SEWB endorse all the positive indicators in the SEWB survey.  
Students are likely to perceive positive actions of adults and programs in their home, school and 
community that indicate very skilful forms of parenting and teaching, and extend and enrich a 
student’s social, emotional and academic life. 
 
As students at a very high level of SEWB are likely to demonstrate the positive indicators of social 
and emotional well-being that characterise lower levels, and as no items have been developed to 
assess very high levels of student SEWB, no summary table of items from the SEWB surveys that 
describe this level of SEWB is presented.  
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2.4 Descriptions of Levels of Student SEWB (Teacher Survey) 
 
The ACER Survey of Student Social and Emotional Well-Being (Teacher Form) does not include 
items that ask teachers to assess school, home and community indicators of student SEWB. Rather, 
the survey only consists of items that fall into the following categories: 
 
Indicators of Social and Emotional Well-Being 
This category includes a teacher’s judgment of a student’s positive emotions and behaviours (e.g. 
happy, get along with others, participates) and the absence of negative emotions and behaviours 
(e.g. not take drugs, not feeling hopeless, not feeling stressed). 
 
Indicators of Resilience 
This category includes a teacher’s judgment of a student’s emotional capabilities/coping skills (e.g. 
when upset, finding someone to talk with) and the absence of negative, irrational attitudes and 
presence of positive, rational attitudes (e.g. not putting themselves down when they do not 
understand something). 
 
Indicators of a Positive Social Orientation 
This category includes a teacher’s judgment of a student’s social capabilities, such as friendship 
making, solving problems, understanding how people feel, willingness to follow rules, and 
important social values (e.g. respect, caring, honesty, responsibility and good citizenship). 
 
Indicators of a Positive Work Orientation 
This category includes a teacher’s judgement of a student’s learning capabilities, such as those 
required for work confidence (e.g. raises hand to answer a difficult question), persistence, 
organisation (e.g. plans time) and work cooperation. 
 
Differences between the responses of teachers and students to the SEWB survey will be examined 
in Part IV of this report.  
 
Graphical display of the student SEWB Levels (Teacher Survey) 
Six levels have been identified for each of the aspects of SEWB and labelled as shown in Figure 2.9.  
Level 1 is the lowest level observed in the data and Level 6 the highest.  The horizontal shaded 
bars show the boundaries between slightly overlapping adjacent SEWB levels based on teacher 
surveys.  These boundaries have been located after a long examination of the survey items 
according to their location on the scale. 
 
The SEWB Rasch measurement scale is represented by the vertical line with the arrow at the top 
indicating the direction of increasing SEWB.  Equal intervals anywhere on this scale represent 
equal changes of SEWB.  For example, the change in SEWB between the first two divisions at the 
bottom of the scale represent the same amount of change that is represented between the first two 
divisions at the top of the scale. 
 
The distribution of the SEWB of all students in the sample is shown on the left of the scale through 
the location of percentile ranks.  For example, 10% of the SEWB measured in the sample is located 
below Percentile 10 and the point below which 50% of SEWB has been measured is located at 
Percentile 50. 
 
Figures 2.10 to 2.13 show a summary description of the six levels for each of the seven aspects of 
the SEWB construct based on teacher surveys. 
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Figure 2.9  SEWB levels on the Rasch measurement scale for teacher surveys and 
distribution of student SEWB along the scale 
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Figure 2.10 Description of SEWB levels (teacher surveys): SEWB Outcomes 
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Figure 2.11 Description of SEWB levels (teacher surveys): Resilience 
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Figure 2.12 Description of SEWB levels (teacher surveys): Positive Social Orientation  
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Figure 2.13 Description of SEWB levels (teacher surveys): Positive Work Orientation  
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 The following section provides a more detailed description of the social and emotional 
characteristics of students at each of the six levels of SEWB (Teacher Survey). 
 
 
LEVEL 1: LOWEST LEVEL OF STUDENT SEWB observed in the data 
 
Students are likely to display almost no positive indicators of SEWB (e.g. not happy, not getting 
along with people). They are likely to exhibit many extreme, negative emotions (e.g. anger, worry, 
depression), negative behaviours (e.g. not going along with expected routines, disrupting class 
lessons, getting into trouble a lot), negative social interactions (e.g. not getting along with people, 
fighting, bullying), and negative educational outcomes (e.g. under-achievement). They are likely to 
display very weak social, emotional and learning capabilities (poor resilience skills, poor social 
skills, poor work skills).  
 
 
LEVEL 2: VERY LOW LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a very low level of 
SEWB. 
 
INDICATORS OF SOCIAL AND EMOTIONAL WELL-BEING 

• Feels safe and secure.  
• Goes along with expected routines. 
• Does not intentionally inflict damage. 
• Enjoys playing games with other children. 

 
INDICATORS OF RESILIENCE 

No additional indicators are available at this level. 
 

INDICATORS OF A POSITIVE SOCIAL ORIENTATION 
• Is honest (does not lie, cheat, steal). 
• Does not use bad language and bad manners. 

 
INDICATORS OF A POSITIVE WORK ORIENTATION  

No additional indicators are available at this level. 
 
Students are likely to display a minimum number of positive indicators of social and emotional 
well-being. Emotionally, they are likely to experience a range of extreme emotions such as stress, 
worry, anger, unhappiness for prolonged periods of time where they stop regular activities, poor 
self-esteem, and feeling like they do not belong in school. Behaviourally, they engage in many anti-
social behaviours such as not doing what is asked, arguing, fighting, bullying, bossing others, 
disrupting lessons and getting into trouble a lot. Socially, they are likely not to relate well to 
classmates who are different, they are not popular with classmates, they have few friends, they 
have difficulty getting along with teachers, they talk disrespectfully, they do not go out of their 
way to help someone who seems unhappy and they do not volunteer to make their school and 
community a safer and better place. Educationally, they under-achieve in much of their schoolwork.  
 
At this level of SEWB, students are likely to feel safe and secure, go along with expected routines, 
do not intentionally inflict damage, and enjoy playing games with other students.  
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In terms of indicators of Resilience, students are likely to display little ability to calm down when 
angry, nervous or down, when bad things happen such as being teased, rejected by peers or 
receiving a bad grade. They are not likely to display resilience skills (they do not find someone to 
talk with, they do not use relaxation, they require an adult to help them calm down), they find it 
difficult to describe how they feel and appear to hold a variety of negative, irrational attitudes that 
lead to high levels of emotional upset such as self-depreciation, blowing peer group criticism out 
of proportion, condemning others for perceived injustice, and low frustration tolerance for having 
to do things at school that are not fun and exciting. They have a hard time settling down after 
participating in an exciting or physical activity and when angry they act without thinking. 
 
In terms of indicators of a Positive Social Orientation, students are not likely to display social skills 
(low levels of empathy, under-developed friendship-making skills, poor conflict resolution skills), 
are likely to have low levels of social confidence, not to respect others from different cultural 
backgrounds, say things to hurt other people’s feelings and to think that rules are stupid and 
shouldn’t have to be obeyed. They are likely to demonstrate only a few social and emotional 
capabilities (e.g. do not use bad language, respect others and appear honest).  
 
In terms of indicators of a Positive Work Orientation, students are not likely to display sufficient 
levels of different learning capabilities (e.g. confidence, persistence, organisation, work 
cooperation) needed for success in schoolwork.  
 
 
LEVEL 3: LOW LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a low level of SEWB. 
 
INDICATORS OF SOCIAL AND EMOTIONAL WELL-BEING 

• Does not talk disrespectfully when having a disagreement with an adult. 
• Does not have very few friends. 
• Does not have trouble getting along with teachers. 
• Does not instigate fights with other students. 
• Is popular with/liked by classmates. 
• Does not get into trouble a lot. 
• Does not physically bully or verbally taunt (does not say mean things). 
• Is calm, not stressed. 
• Relates to classmates who are different. 
• Feels like he/she belongs in school. 
• Does what is asked. 
• Is happy. 
• Does not lose temper/get angry. 
• Has not gone through a week or more of feeling unhappy so that he/she has stopped doing 

regular activities. 
 

INDICATORS OF RESILIENCE  
• Calms down when very upset. 
• Does not think that everything he/she does at school should be fun/exciting and if it isn’t, 

he/she shouldn’t have to do it. 
• When upset, calms down within 10 minutes.  
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INDICATORS OF A POSITIVE SOCIAL ORIENTATION 
• Does not condemn others for perceived slights and does not believe that retaliation is deserved. 
• Likes helping someone who has a problem. 
• Likes to make school/community a better place. 
• Tries hard not to say or do things that hurt other people’s feelings. 
• Listens to and accepts other people’s opinions. 
• Values doing things to help others. 
• Cares about the environment. 
• Likes to meet new people. 
• Cares about other people’s feelings. 
• Does not think rules are stupid and that he/she shouldn’t have to obey them. 
• Can be trusted to follow rules and act responsibly. 
• Is able to be trusted to do what he/she says he/she is going to do. 

 
INDICATORS OF A POSITIVE WORK ORIENTATION 

• Wants to do his/her best in schoolwork. 
• Is good at working cooperatively with others on projects. 
• Has skills needed to work on group projects/assignments. 
• Does not think that everything he/she does at school should be fun/exciting and if it isn’t, 

he/she shouldn’t have to do it. 
• Puts away materials in appropriate storage areas. 

 
Emotionally, students do not go through a week or more feeling so unhappy they stop their regular 
activities, they do feel happy, they do not lose their temper, they are not highly stressed. They are, 
however, likely to worry, experience periods of time feeling bad and to not have positive self-
esteem. Behaviourally, they are likely to do what is asked, they no longer bully, instigate fights, talk 
disrespectfully, or get into trouble as much. They are, however, likely to disrupt class lessons, 
argue about doing things and boss others around.  Socially, they relate to classmates who are 
different, are liked by classmates and have friends. They are, however, likely not to help others 
who seem unhappy or volunteer to make their school and community a safer and better place. 
Educationally, they under-achieve and do not perform as well as they can. 
 
One indicator of Resilience that is likely to be observed is calming down when upset. However, 
students are not likely to display other resilience skills and are still likely to display negative, 
irrational attitudes that lead to extreme levels of emotional upset. 
 
In terms of indicators of a Positive Social Orientation, students are likely to be perceived by 
teachers as displaying greater social concern and responsibility (e.g. value doing things for others, 
listen to others, care about the environment). They are now not likely to endorse anti-social beliefs 
(e.g. do not condemn others for slights and do not believe in retaliation; do not think rules are 
stupid). However, they are not likely to show social confidence, speak loudly enough so that 
everyone can hear (younger students), nor display good conflict resolution skills. 
 
In terms of indicators of a Positive Work Orientation, students are now likely to be perceived by 
teachers as displaying a few learning capabilities that support student achievement including, 
wanting to do their best at schoolwork, working well with others, not thinking that everything at 
school should be fun and exciting, and putting materials away in their proper storage areas. 
However, it is not likely that students are perceived as displaying sufficient levels of work 
confidence, persistence, effort (e.g. checking work), frustration tolerance and organisation. 
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LEVEL 4: HIGH LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a high level of SEWB. 
 
INDICATORS OF SOCIAL AND EMOTIONAL WELL-BEING 

• Does not boss others around. 
• Participates in many activities inside and outside of school. 
• Has positive self-esteem. 
• Does not worry too much about work or what others think. 
• Does not argue about having to do things. 
• Does not disrupt class lessons/activities. 

 
INDICATORS OF RESILIENCE 

• Does not put him/herself down when he/she does not do well on a piece of work. 
• Does not get easily overwhelmed when he/she does not understand something. 
• When angry, thinks before he/she acts. 
• Controls how down he/she gets when someone teases, is not included, or when receiving a bad 

grade. 
• Controls how nervous he/she gets in pressure situations. 
• Does not put him/herself down when teased or rejected by peers. 
• Seeks an adult to confide in when very upset. 
• Controls himself/herself when very angry. 

 
INDICATORS OF A POSITIVE SOCIAL ORIENTATION 

• Demonstrates good friendship-making skills. 
• Can be trusted to follow rules and act responsibly. 
• Has good empathy skills. 
• Is able to be trusted to do what he/she says he/she is going to do. 
• Does not condemn others for perceived slights and does not believe that retaliation is deserved. 
• Likes helping someone who has a problem. 
• Likes to make school/community a better place. 
• Tries hard not to say or do things that hurt other people’s feelings. 
• Listens to and accepts other people’s opinions. 
• Values doing things to help others. 
• Cares about the environment. 
• Likes to meet new people. 
• Cares about other people’s feeling. 
• Does not think rules are stupid and that he/she shouldn’t have to obey them. 
• Respects others, including classmates from different cultural backgrounds. 

 
INDICATORS OF A POSITIVE WORK ORIENTATION 

• Is organised (does not forget things, is not messy, writes down homework assignments 
clearly). 

• Makes sure he/she understands the teacher’s instructions before beginning an assignment. 
• Believes he/she has what it takes to be successful, even in difficult subjects/classes. 
• Does not get easily overwhelmed when he/she does not understand something. 
• Displays confidence when trying new activities. 
• Understands that mistakes are a natural part of learning. 
• Does not put him/herself down when he/she does not do well on a piece of work. 
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Students are likely to display mostly positive indicators of social and emotional well-being and 
few negative indicators. Emotionally, they are not likely to worry excessively about their 
schoolwork or what others think of them and will likely experience positive self-esteem. 
Behaviourally, students are not likely to disrupt classes, argue about having to do things they don’t 
want to do, and boss others around. They participate in many activities inside and outside of 
school. They are not likely, however, to volunteer or go out of their way to help someone who is 
unhappy. Educationally, students are not likely to be doing the best they can and are likely to 
under-achieve in some of their classes. 
 
In terms of indicators of Resilience, students reject negative, irrational attitudes leading to 
emotional upset and are not likely to put themselves down. They are likely to control their 
emotions when angry or feeling overwhelmed and seek out adults to confide in when very upset. 
They are likely to think before they act. However, they are still likely to become distressed when 
making mistakes and believe that criticism by peers is the worst thing in the world. They are likely 
not to communicate clearly about their feelings and still require assistance from adults to calm 
down when upset. 
 
Indicators of a Positive Social Orientation are many. Students are likely to display values such as 
following rules, responsibility, caring about other people, integrity by doing what they say they 
are going to do and doing things to make their school and community a safer and better place. 
They are likely to display good friendship-making skills, to be empathic, to listen to other people’s 
opinions, respect others from different backgrounds and to try hard not to say things that hurt 
other people’s feelings. They are likely to be motivated to follow rules and not think that rules are 
stupid and that they shouldn’t have to obey them.  
 
Students at this level are confident in their schoolwork. They are likely to be more optimistic about 
being successful, display confidence when trying new activities, understand that making mistakes 
are a natural part of learning, do not get overwhelmed when they do not understand something 
and they do not put themselves down when they do not understand something. They are likely to 
display more organisation, making sure they understand and write down the teacher’s instructions 
before beginning an assignment and are no longer messy. They are not likely, however, to show 
indicators of extra effort, time management and full confidence. 
 
 
LEVEL 5: VERY HIGH LEVEL OF STUDENT SEWB 
 
These are the positive indicators that students are likely to demonstrate at a very high level of 
SEWB. 
 
INDICATORS OF SOCIAL AND EMOTIONAL WELL-BEING  

• Does not go through periods of time feeling bad about things happening at home or school 
(young children). 

• Volunteers to make school/community safer/better. 
• Does not under-achieve in much of his/her schoolwork. (Does not have a slower rate of 

learning than expected from capabilities.) 
• Goes out of way to help someone who seems unhappy. 
• Is achieving at school as well as he/she can. 
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INDICATORS OF RESILIENCE  
• Does not become easily distressed when he/she makes mistakes or when others are negative. 
• Does not require an adult present to help him/her calm down. 
• Expresses feelings easily/uses words to describe feelings. 
• Does not have a hard time settling down after participating in an exciting or physical activity. 
• Does not become easily frustrated and does not give up when attempting a new task that 

he/she finds difficult. 
• Does not believe that being criticised by peers is the worst thing in the world. 

 
INDICATORS OF A POSITIVE SOCIAL ORIENTATION 

• Has good conflict resolution skills. 
 

INDICATORS OF A POSITIVE WORK ORIENTATION 
• Does not lose concentration when faced with demanding learning tasks. 
• Raises hand to answer a difficult question. 
• Shows real confidence about doing difficult schoolwork. 
• Puts in extra effort in subjects/classes he/she finds difficult. 
• Checks work when completed to make sure it’s correct. 
• When learning something new or difficult, shows independence by not immediately asking for 

teacher’s help. 
• Plans his/her time so that gets work done when due. 
• Does not have a hard time settling down after participating in an exciting or physical activity. 
• Does not become easily frustrated and does not give up when attempting a new task that 

he/she finds difficult. 
 
 
Students are likely to display almost all positive indicators of social and emotional well-being. 
Emotionally, they are not likely to go through periods of time feeling bad when bad things happen 
at home or school. Socially, they are likely to go out of their way to help someone who seems 
unhappy and to volunteer to make their school and community better and safer. Educationally, 
students are likely to be achieving to the best of their ability. 
 
In terms of indicators of Resilience, students at this level are likely to be able to express what they 
are feeling in words, to settle down independently of adult action after exciting or physical 
activities and not become overly frustrated or distressed when they make mistakes or attempt new 
tasks that are difficult. They also are no longer likely to believe that peer criticism is the worst 
thing in the world. 
 
In terms of indicators of a Positive Social Orientation, students are likely to demonstrate good 
conflict resolution skills. 
 
In terms of a Positive Work Orientation, students are likely to possess different learning 
capabilities necessary for effective self-management of learning and school success. They are likely 
not to lose concentration when faced with demanding learning tasks. They are likely to display 
confidence by raising their hand to answer difficult questions and when doing difficult 
schoolwork, as well as not asking immediately for teacher help when learning something new or 
difficult. They are likely to put in extra effort in their schoolwork, including checking their work 
when completed to make sure it’s correct. They are likely to plan their time so that their work gets 
done when due. They are also likely to show good tolerance of learning frustration by not 
becoming easily frustrated and giving up when attempting difficult tasks. They are also likely to 
calm down quickly and ready themselves for schoolwork after engaging in exciting or physical 
activities. 
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LEVEL 6: HIGHEST LEVEL OF STUDENT SEWB observed in the data 
 
Students at the highest SEWB level are perceived as exhibiting all positive indicators as measured 
by the SEWB surveys. They are likely to demonstrate the positive indicators of SEWB that 
characterise all lower levels. 
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PART 3 
 

ANSWERS TO KEY QUESTIONS  
CONCERNING STUDENT SEWB 
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The following points caution the reader against making generalisations from data obtained 
from students who participated in this research to all students in Australian schools. 
 

1. Students in this research come from schools that have a higher socio-economic status 
category rating than schools in the general population (see description in Part 3 of this 
Report). That is, fewer students from schools in the lowest 25% of socio-economic 
levels participated in this research than students attending schools in the remaining, 
higher of 75% socio-economic levels. 

 
2. The method used to determine the socio-economic status of students was based on the 

overall rating of a school’s socio-economic standing using the Australian Bureau of 
Statistics SEIFA Index of Education and Occupation. The postcode of the school 
determined its SEIFA rating and consequently the SEIFA index for each of its students. 
As such, the socio-economic rating of students in a school should be viewed as a very 
rough index. 

 
3. It is quite possible that schools who elected to have their students’ social and 

emotional well-being surveyed are not representative of all schools, in particular in 
terms of socio-economic categories, and may, in fact, be schools that view the social 
and emotional well-being of their students a higher priority than schools that have not 
been involved in using the ACER Social and Emotional Well-Being Surveys. 
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3.1 What Have we Learned about the SEWB of Children and Adolescents? 
 
1.  The SEWB of young people can be represented by an ecological model where the 
environmental context of students (school, home and community) as well as individual student 
characteristics (resilience, learner capabilities, social and emotional capabilities) are associated 
with levels and types of students’ positive and negative emotions, behaviours, social 
relationships and achievement outcomes. 
 

Results of the Rasch analysis revealed that student social and emotional well-being is mostly a 
unitary construct with different aspects of students’ school, home and community as well as 
students’ individual characteristics/indicators represented along a single dimension.  The 
results indicate the survey items that measure different aspects of the ecology of young people 
(their community, school and home; their social and emotional capabilities; their social, 
emotional, behavioural and educational outcomes) all contribute to a broad concept that can be 
referred to as student social and emotional well-being. 

 
2.   Students with very low levels of social and emotional well-being are likely to perceive fewer 
positive school, home and community indicators, are likely to display fewer social and 
emotional capabilities, and are likely to experience more negative emotions and behaviours and 
fewer positive emotions and behaviours. They: 
 

• experience many negative indicators of SEWB (e.g. anger, depression, worry, stress, low 
self-esteem, getting into trouble, bully, under-achieve) and few positive indicators (e.g. feel 
like they belong in school, feel happy, get along with classmates, teachers and members of 
their family); 

• are likely to perceive a relative absence of positive connections to people and programs in 
their school, home and community; 

• are not likely to possess age-expected degrees of resilience (coping skills, positive rational 
attitudes), social skills/values and learner capabilities associated with work confidence, 
persistence, organisation, and work cooperation skills.  

 
Students with high levels of SEWB are likely to perceive many positive school, home and 
community indicators, display many social and emotional capabilities, fewer negative 
emotions and behaviours, and a greater number of positive emotions and behaviours. 

 
3.   Different social and emotional characteristics represent different amounts of student SEWB. 
It is possible to identify specific social and emotional characteristics/indicators that represent 
higher amounts or levels of student social and emotional well-being. 
 

Social and emotional characteristics perceived by teachers that contribute most to high levels of 
student SEWB include:  
 
The student... 

 
• Does not lose concentration when faced with demanding tasks (younger children). 
• Raises hand to answer a difficult question.  
• Shows real confidence when doing difficult schoolwork. 
• Puts in extra effort in subjects/classes he/she finds difficult. 
• When learning something new or difficult, shows independence by not immediately asking 

for teacher help (younger children). 
• Checks work when completed to make sure it’s correct. 
• Does not require an adult present to help him/her calm down (younger children). 
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• Does not become easily distressed when he/she makes mistakes or when others are 
negative. 

• Does not become easily frustrated and does not give up when attempting a new task 
he/she finds difficult. 

• Does not have a hard time settling down after participating in an exciting or physical 
activity (younger children). 

• Does not require an adult present to help him/her to calm down (younger children). 
• Expresses feelings easily using words. 
• Does not go through periods of time feeling bad about things happening at home or school 

(younger children). 
• Volunteers to make school and home safer and better. 
• Is achieving to potential (is not under-achieving). 
• Goes out of his way to help someone who seems unhappy. 

 
Social and emotional characteristics perceived by students about themselves that contribute to 
high levels of student social and emotional well-being include:  

 
• Doing my best in my schoolwork. 
• Describing how I feel. 
• Not having difficulty calming down quickly when upset. 
• Not worrying too much. 
• Volunteering to do things that make school and community better. 
• When angry, thinking before acting.  
• When uptight, using physical exercise. 
• Not having difficulty controlling oneself when angry. 
• Not having difficulty controlling how worried they get. 
• Not believing that they shouldn’t have to do schoolwork that is boring. 
• At school, learning about feelings and how to cope with stress. 
• At school, spending time learning about making friends and solving problems. 
• At school, at least one teacher talks with them about things other than school. 
• Where they live, adults make opportunities for young people to do things to make their 

community a better place.  
 
4.  Students exhibit different levels of social and emotional well-being ranging from very low 
levels to very high levels. 
 

The data indicate that student social and emotional characteristics fall within bands of 
increasing adaptability and functionality. The higher the level required to describe a student’s 
SEWB, the greater the number of positive social and emotional characteristics and 
environmental indicators (school, home, community) that the student will endorse. The 
statements describing a student’s well-being are on a continuum and students at any given 
level can be described by those positive social and emotional characteristics that define their 
level and all lower levels of SEWB.  

 
5.  At each level of schooling, we find students who have different levels of SEWB. 

This finding has significant implications for ways in which teachers scaffold instruction (see 
Part VI: Recommendations). 
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6.  The percentage of students with higher levels of SEWB does not increase with age/years of 
schooling. 
 
Data indicate (see Figure 3.1) that there is a non-uniform decrease in SEWB across years of 
schooling. This finding has also been reported by Frydenberg and Lewis (2000) who found that 
girls report significantly higher levels of an inability to cope by the time they are 16 years old. 
 
This finding alerts schools, homes and the community to provide ongoing support for young 
people, especially in the secondary years of schooling when the focus tends to be on academic 
achievement and where the influence of adults wane and the peer group grows. 
 
Figure 3.1 shows the Rasch measurement scale based on student surveys with the distribution of 
the SEWB of all students measured on this scale and the boundaries between the six SEWB levels. 
 
The vertical bars on the right of the scale are the distributions of SEWB for each year-of-schooling 
group of students, from 2 to 12.  The points of Percentile 50 of each distribution have been joined 
together with the thick line to show the point below which 50% of the SEWB of each group has 
been measured.  It can be seen that from 2 to 7 years of schooling this point is not changing 
significantly and beyond 7 is decreasing until 11.  The increase between 11 and 12 is attributed to 
characteristics of the sample.  The other percentile points have also been joined to show how the 
distribution of SEWB changes with years of schooling. 
 
The number of students in each years-of-schooling group has been indicated at the bottom of each 
distribution bar. 
 
Figure 3.2 shows the distribution of student SEWB by Years of schooling from 1 to 12 according to 
teacher perception of student SEWB, similarly to Figure 3.1. 
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Figure 3.1  Distribution of student SEWB along the Rasch Measurement scale for student 
surveys by Years of schooling 
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Figure 3.2  Distribution of student SEWB along the Rasch measurement scale for teacher 
surveys by Years of schooling 
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3.2 Differences in the Social and Emotional Characteristics of Boys and Girls 
 
General findings 
 
Overall, there is a small but significant difference between the SEWB of boys and girls, with girls 
displaying higher levels than boys (see Figure 3.3). As can be observed in Table 3.1, this finding 
holds both according to student self-perceptions and teacher perceptions in most years-of-
schooling groups. 
 

Table 3.1 Statistical significance of differences between 
boys' and girls' SEWB by years of schooling 
 

Years of schooling Student survey Teacher survey 
0 n/a yes 
1 n/a yes 
2 no yes 
3 yes yes 
4 yes yes 
5 yes yes 
6 yes yes 
7 yes yes 
8 yes yes 
9 yes yes 

10 no yes 
11 yes yes 
12 no yes 
13 no yes 

"yes" and "no" indicate whether a difference in SEWB in 
favour of girls is statistically significant beyond the 0.05 
probability level. 

 
Given the higher rates in boys for many childhood problems such as ADHD, learning problems 
and oppositional defiance/conduct disorders (e.g. Crick, 1996), the finding of slightly higher 
SEWB scores is consistent with previous research. The finding that adolescent girls are twice as 
likely to report persistent depression as boys (e.g. Nolen-Hoeksema, 2002) partially explains why 
the gender difference in SEWB is relatively minor. That is, while significant gender differences 
exist for specific problems of childhood, the overall SEWB of boys and girls in the present sample 
was relatively similar. 
 
It is uncertain how the larger percentage of boys than girls in the sample may have affected the 
observed gender differences in SEWB. 
 
Figure 3.3 shows the Rasch measurement scales based on student and teacher surveys with the 
distribution of the SEWB of all students measured and the boundaries between the six SEWB levels 
on each scale. 
 
The vertical bars on the right of each scale are the distributions of SEWB for boys and girls.  The 
points of Percentile 50 of each pair of distributions have been joined together with the thick line to 
show the point below which 50% of the SEWB of each gender has been measured.  The other 
percentile points have also been joined to show how the distribution of SEWB changes with years 
of schooling.  The distribution of girls appears to be shifted towards higher SEWB levels on both 
scales.  This shift is statistically significant beyond the 0.05 probability level. 
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Figure 3.3 Distribution of boys' and girls' SEWB along the Rasch measurement scales for 
student and teacher surveys 
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The following bulleted list presents social and emotional characteristics for which the greatest 
gender differences were obtained in favour of girls from data obtained in the ACER SEWB Survey 
(student survey). It can be observed that gender differences emerge in students’ perceptions of 
their own social and emotional capabilities and social and emotional and behavioural indicators of 
well-being. Almost no gender differences are observed in student perceptions of the important 
actions of adults, in their school, home and community, that research indicates as having a positive 
influence on the SEWB of young people. (Items from the early years' form has been indicated with 
"*".) 

• I do not think that someone who treats me unfairly is a bad person and that it is okay to hurt 
them back. 

• I help classmates who seem unhappy. 
• My friends work hard and behave well. 
• When I get stressed out about things, I find someone to talk with to calm down. 
• I like helping someone with a problem. 
• I am organised (I do not forget my pencil, I write down homework, I do not have a messy book 

bag, papers). 
• I can stand having to behave well and follow rules. 
• I do not get into trouble a lot. 
• *I do not break things. 
• When I am angry, I stop and think before I act. 
• I have to do schoolwork that is (sometimes) boring. 
• My friends try to do their best in their schoolwork. 
• I try to make sure that everyone has a fair chance to win, even if it means that I lose. 
• I try hard not to say or do things that hurt other people’s feelings. 

 
The following bulleted list shows significantly more and larger gender differences in teacher 
perceptions in favour of girls than according to student self-perceptions. Gender differences were 
found for social and emotional characteristics associated with educational achievement, social 
interest and ability to express feelings. (Items from the early years' form has been indicated with 
"*".) 

• *Does not have a hard time settling down after participating in an exciting or physical activity. 
• Checks work when completed to make sure it’s correct. 
• *Does not lose concentration easily when faced with demanding learning tasks. 
• Goes out of his/her way to help someone who seems unhappy or needs help. 
• Puts in extra effort in subjects/classes he/she finds difficult. 
• Makes sure he/she understands the teacher’s instructions and records what he/she has to do before 

beginning an assignment. 
• Plans his/her time so that he/she gets all his/her work done on time when due. 
• Expresses feelings easily. 
• Volunteers to do things to make his/her school and community a safer and better place. 
• Wants to do his/her very best in his/her schoolwork. 
• Does not disrupt class lessons. 
• Does not under-achieve in much of his/her schoolwork. 
• Makes sure that everyone has a fair chance to win, even if it means that he/she will lose. 
• Likes helping someone who has a problem. 
• Does not get into trouble a lot. 
• Is achieving in school as well as he/she can. 
• Can be trusted to follow rules and act responsibly. 
• Has good empathy skills (understands how other people feel). 
• Has good conflict resolution skills. 
• *Does not disrupt ongoing activities. 
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3.3 Differences in the Social and Emotional Characteristics of Students from Different Socio-
Economic Backgrounds 
 
 
General findings 
 
There was a weak positive relationship between the socio-economic background (SES) of all 
students in this study and their overall SEWB. It can be seen in Table 3.2 that there is no 
statistically significant correlation between the overall socio-economic status of students and their 
SEWB at most years of schooling. While at some year levels, students from high SES obtained 
higher SEWB than students from lower socio-economic backgrounds, the differences are small. 
 

Table 3.2 Statistical significance of the SES regression 
coefficient in the multilevel modelling of each years-of-
schooling data. 
 

Years of schooling Student survey Teacher survey 
0 n/a no 
1 n/a no 
2 yes no 
3 no no 
4 no no 
5 no no 
6 yes yes 
7 no yes 
8 no no 
9 yes no 

10 yes no 
11 no no 
12 no no 
13 no no 

"yes" and "no" indicate whether the difference of the 
regression coefficient from zero is statistically significant 
beyond the 0.05 probability level. 

 
 
SEWB of students from the lowest 25% SES and students from the highest 10% SES 
 
According to the results obtained from the Teacher SEWB Survey of teacher perceptions of 
students’ social and emotional characteristics, the overall social and emotional well-being of 
students from the highest 10% socio-economic level is significantly higher than the overall social 
and emotional well-being of students from the lowest 25% socio-economic level. In contrast, 
according to the results from the Student SEWB Survey of student self-perceptions of their own 
social and emotional characteristics, the overall social and emotional well-being of students from 
the highest 10% socio-economic level is not significantly higher than the overall social and 
emotional well-being of students from the lowest 25% socio-economic level. 
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The following bulleted list presents those social and emotional characteristics of students from the 
highest socio-economic level that were rated higher by teachers than they rated the same 
characteristics for students from the lowest SES level. Most of the social and emotional 
characteristics rated as different in the two groups involve students’ approach to learning. The 
findings that young children from lower SES backgrounds possess a lower work orientation 
(approach to learning) has been thoroughly documented in the U.S. Department of Education’s 
early childhood, longitudinal study, for over 20,000 five year olds, that examined predictors of 
school achievement (Rock & Pollack, 2002). 
 
Several social and emotional characteristics involve relationship skills (work cooperation, conflict 
resolution) and the ability to calm down without adult intervention. 
 
 
Social and emotional characteristics with significantly greater endorsement for students in the 
highest 10% socio-economic index in comparison with students in lowest 25% socio-economic 
index (teacher survey) 
 
(Items from the early years' form has been indicated with "*".) 
 

• *Raises his/her hand to answer a difficult question even when unsure if the question is correct. 
• *Talks loudly enough so that everyone can hear him/her. 
• *Does not require an adult to calm him/her down. 
• *Enjoys participating in new activities and doing things inside and outside. 
• Participates in many different activities inside and outside of school (e.g. clubs, sport, music, 

drama). 
• *Does not have a slower rate of learning new concepts and skills than you expected from your 

judgment of his/her capabilities. 
• Does not under-achieve in much of his/her schoolwork. 
• *When learning something new or difficult, shows independence by not immediately asking for 

teacher help. 
• Checks work when completed to make sure it is correct. 
• *Does not get easily overwhelmed by frustration when he/she does not understand something. 
• *Puts in lots of effort when something is hard to do until it is completed. 
• Puts in extra effort in subjects/classes he/she finds difficult. 
• *Is aware of time (e.g. is not late in putting things away, being ready to start a new activity). 
• Plans his/her time so that he/she gets all his/her work done when due. 
• Makes sure he/she understands teacher’s instructions and records what he/she has to do before 

beginning an assignment. 
• Shows real confidence about doing difficult schoolwork, including answering difficult questions in 

class. 
• Does not believe that being criticised or disapproved of by peers is the worst thing in the world. 
• Makes sure that everyone has a fair chance to win, even if it means that he/she will lose. 
• Understands that mistakes are a natural part of learning and is not afraid to make mistakes. 
• *Displays effective problem-solving skills when confronted with conflict situations. 
• Has good conflict resolution skills. 
• *Readily tidies up after playing/working. 
• *Does not say mean things to intentionally hurt someone else. 
• Does not physically hurt or taunt other students. 
• *Possesses cooperation skills when working in small groups (e.g. doesn’t insist on going first, asks 

before grabbing things, shares). 
• Is good at working cooperatively with others. 
• Has skills needed for working with others on group projects/assignments. 
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PART 4 
 

WHAT WE HAVE LEARNED ABOUT THE  
SEWB CHARACTERISTICS OF STUDENTS WITH 

SPECIFIC CHILDHOOD PROBLEMS 
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According to the properties of the Rasch measurement model, the lower the social and emotional 
level of students, the greater the likelihood that students will display a range of different problems. 
 
The good fit of the data to the model suggests that the likelihood for a student to have a specific 
problem (absence of positive indicators of SEWB) is greater the lower the SEWB level of the 
student.  However, the measurement model does not suggest that a student at a low SEWB level 
will display all of the problems or that a student at a high level cannot display one or more of the 
problems reported by students at lower levels of SEWB. 
 
The data reveal that in both the student and teacher surveys, students who display a problem at a 
particular level of SEWB are more likely to display the other social and emotional characteristics 
that are likely to be present in students at that level. For example, students who bully and are at 
the Very Low Level of SEWB are likely to display few positive indicators of SEWB, low resilience, 
low positive social orientation (poor social skills and values) and work orientation (learning 
capabilities), and perceive few positive connections with people and programs in their school, 
home and community. And students who bully and who are at a High Level of SEWB are more 
likely to display positive indicators of SEWB, like strong resilience, positive social and work 
orientation, and perceiving positive connections to school, home and community. 
 
The percentages from the sample of students in the present study who display specific problems at 
different levels of SEWB are reported below in Tables 4.1i (student survey) and Table 4.1ii (teacher 
survey). Across the total sample of students, it can be seen that in comparison with student self-
reports, teachers report a lower incidence of each problem. Teachers report less than half as many 
students who are under-achieving, feel stressed, and bully/are quite mean to others than students. 
It can also be clearly seen that for both the student and teacher surveys, the percentage of students 
with problems decreases from the lowest to the highest level of SEWB. 
  

Table 4.1i Number of students who experience specific childhood problems in each 
SEWB level (student survey scale) 
 

Level on 
student 
survey 
scale 

No. of 
students 

Quite 
mean to 
others 

(bullies) 
% 

Gets into 
trouble 

% 

Feels 
stressed 

% 

Feels 
down (for 
a week or 

more) 
% 

Under-
achieves 

% 
6 310 1 0 4 0 18 
5 3136 11 4 14 5 54 
4 3118 27 15 30 16 68 
3 2765 44 28 43 29 74 
2 1898 60 43 43 41 78 
1 299 72 64 61 61 66 

All levels 11526 33 21 33 21 66 
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Table 4.1ii Number of students who experience specific childhood problems in each 
SEWB level (teacher survey scale) 
 

Level on 
teacher 
survey 
scale 

No. of 
students 

Quite 
mean to 
others 

(bullies) 
% 

Gets into 
trouble 

% 

Feels 
stressed 

% 

Feels 
down (for 
a week or 

more) 
% 

Under-
achieves 

% 
6 1903 1 0 0 1 3 
5 1369 4 1 4 6 11 
4 1014 9 6 13 11 28 
3 1028 19 16 23 18 47 
2 419 31 30 33 25 58 
1 1127 60 70 52 42 77 

All levels 6860 17 18 18 15 30 
 
A more detailed examination of specific childhood problems is reported in the following sections. 
Each section will begin with a summary of major findings, and continues with a more detailed 
exposition of data. 
 
 
4.1 Students Who Bully 
 
Tables 4.2i and 4.2ii below shows the percentage of students in the total sample who say they bully 
others (say they are sometimes quite mean to others) and the percentage who, teachers say, 
physically bully or verbally taunt other students. 
 

Table 4.2i Number of students who bully 
(student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 3 1 
5 344 11 
4 843 27 
3 1217 44 
2 1141 60 
1 216 72 

All levels 3804 33 
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Table 4.2ii Number of students who bully 
(teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 19 1 
5 55 4 
4 91 9 
3 195 19 
2 129 31 
1 675 60 

All levels 1166 17 
 
The 17% of students whose teachers say they bully other students is similar to percentages 
reported in other research (e.g. Rigby & Slee, 1999). The higher percentage of 33% of students who 
report being quite mean to others may reflect the fact that students can be mean to another person 
while not bullying the person, as when they are having an argument with another or are fighting 
with another person of equal status. Or it may be that teachers are not fully aware of the extent of 
bullying behaviour. 
 
The data reveal that bullying is displayed by students at all levels of SEWB, but far greater 
percentages of students who are at lower levels are likely to bully than the percentages of students 
at higher levels. 
 
Summary Description 
Social and emotional characteristics clearly differentiate students who bully from students who do 
not bully. Larger percentages of students who bully in comparison with students who do not bully 
experience emotional and behavioural problems (lose their temper, stress, worry, feel down, drink 
alcohol, use drugs). Smaller percentages of students who bully experience positive indicators of 
SEWB (get along with teachers, achieve to the best of their ability, volunteer). Fifty percent of 
students who bully have positive self-esteem; 50 percent of students who do not bully have 
positive self-esteem. In terms of resilience, teachers report lower percentages of students who bully 
in comparison with students who do not bully displaying the ability to manage their emotions 
(anger, depression) and to think before they act (impulsive, low frustration tolerance). In terms of a 
positive social orientation, smaller percentages of students who bully in comparison with those 
who do not bully display social skills (e.g. empathy, conflict resolution, friendship making) and 
values (e.g. honesty, integrity). In terms of a positive work orientation, with the exception of work 
confidence, smaller percentages of students who bully display learning capabilities (persistence, 
organisation, teamwork). Differences between the percentages of students in the two groups 
perceiving positive indicators in school, home and community are relatively small, with the 
exception of a lower percentage of students who bully reporting that they have friends who 
behave well and try hard.  
 
Indicators of Social and Emotional Well-Being 
Higher percentages of students who say they bully are likely to endorse more negative emotional 
and behavioural indicators of poor mental health than students who say they do not bully (e.g. “I 
lose my temper a lot”). They are also somewhat less likely to endorse items indicative of positive 
social and emotional well-being (e.g. “I am doing well in school”). 
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It appears that the main social and emotional indicators that differentiate students who say they 
bully others (quite mean to other people) from those students who say they do not bully are 
(higher percentage of endorsement by students who bully): losing their temper a lot, not doing 
well in school, getting into too much trouble, breaking things (younger children), and yelling and 
screaming at people (younger children). 
 
The differences in teacher perceptions of social and emotional indicators of SEWB for students 
who do and students who do not bully are far greater than when student self-perceptions are 
examined. For example, according to teachers, students who bully are far less likely in comparison 
with students who do not bully to achieve to the best of their ability, to be calm and to volunteer.  
 
It is interesting to note that teachers have rated 57% of students who bully as having positive self-
esteem while rating 81% of students who do not bully as having positive self-esteem. There is 
research that has reported that students who bully have average to above average self-esteem 
(Batsche & Knoff, 1994). This report casts a different light on the self-esteem of students who bully; 
namely, approximately 50% have positive self-esteem and 50% do not. (It is recognised that a one 
item measure of student self-esteem may not be a valid indicator of self-esteem.) 
 
Indicators of Resilience 
According to student self-perceptions, the main difference in resilience between students who 
bully and students who do not lies in the area of managing feelings of anger and depression as 
well as acting without thinking when angry. It is also interesting to note that 38% of students who 
bully say they put themselves down when they do badly, whereas only 21% of students who do 
not bully others say they put themselves down.  
 
Teachers rate students who bully lower in all indicators of resilience than those students who do 
not bully. It would appear that a higher percentage of students who bully are likely to have lower 
tolerance for frustration (have trouble settling down after physical activity, become easily 
frustrated when attempting new tasks that are difficult, believe that school should be fun and 
exciting) than students who do not bully. Students who bully also appear much more likely to be 
impulsive (acting without thinking) than students who do not bully. 
  
Indicators of a Positive Social Orientation 
According to data provided by students, the social orientation (social skills and values) of students 
who bully is generally lower than the social orientation of students who do not bully. For example, 
45% percent of students who bully say they are not good at solving conflicts without fighting, 
while only 24% of students who do not bully say they are not good with conflict resolution. 
Additionally, almost 50% of students who bully believe that it is OK to hurt people who act 
unfairly in comparison with only 20% of students who do not bully.  
 
The comparatively low level of positive social orientation of students who bully in comparison 
with those who do not bully is strongly reinforced in the data provided by teachers. According to 
teachers, fewer students who bully display the different indicators of a positive social orientation 
(social skills and values). For example, teachers say that only 30% of students who bully have good 
empathy skills compared with 87% of students who do not bully. 
 
In comparing student and teacher perceptions, larger percentages of students who bully say they 
have good friendship making skills (85%) in comparison with teacher ratings of friendship making 
skills of students who bully (43%).  
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Indicators of a Positive Work Orientation 
When indicators of a positive work orientation of students who bully are compared with students 
who do not bully, students who bully are likely to have a somewhat lower work orientation. 47% 
of students who bully say they give up too easily while 42% say they are disorganised. This 
compares with only 24% of students who do not bully who say they give up too easily while 21% 
say they are disorganised. 
 
The data provided by teachers indicate much lower percentages of students who bully displaying 
different indicators of a positive work orientation in comparison with students who do not bully. 
The exception is revealed on items that ask about student work confidence, where percentages of 
students are about the same for the two groups of students.  
   
Environmental Indicators 
Data on environmental indicators that support student SEWB indicate that as a rule a slightly 
smaller percentage of students who bully perceive positive indicators than observed for students 
who do not bully. The main exception to this is the relatively lower percentage of students who 
bully and perceive that their friends work hard and behave well in comparison with students who 
do not bully and say that their friends work hard and behave well. 
 
Indicators of student SEWB that are more likely than predicted by the measurement model to be 
endorsed by students who bully 
According to the measurement model, students at a SEWB level who bully and students at the 
same level who do not, are about equally likely to endorse any of the SEWB indicators in the 
survey. 
 
However, a closer look at students who say they bully and who are at High or Very High Levels of 
SEWB reveals that, in comparison with students who do not bully, they are more likely than 
expected “to not like the kind of person they are”, “not to think before they act when angry”, “to 
have difficulty controlling themselves when angry” and “not to like to meet new people”. They are 
also more likely than expected to “feel safe”, “be doing well in school”, “get along with most 
classmates”, “calm down quickly when upset”, “have teachers who try hard to be nice to them”, 
and “have parents who show they are interested in what they are doing and who discuss the 
importance of doing their best in schoolwork”. 
 
According to the teacher survey, at each level of SEWB, students who teachers indicate bully 
others are more likely than expected to display positive self-esteem, lose their temper, talk 
disrespectfully to an adult when having a disagreement, instigate fights with other students 
(younger children) and to boss others around (younger children). In terms of resilience, students 
who bully at higher levels are more likely than expected to act without thinking when angry and 
to be able to express their feelings. In terms of social orientation, they are more likely to use bad 
language and have bad manners, to be dishonest, condemn others for perceived slights believing 
that retaliation is deserved, and to say or do things that hurt other people’s feelings.  
 
Students who are at High or Very High Levels of SEWB are not expected to bully. However, some 
students in this category are reported by their teachers as engaging in bullying and a closer look at 
what teachers say about these students reveals unique social and emotional characteristics. These 
students are more likely: not to go out of their way to help someone who seems unhappy; not to 
participate in many activities inside and outside of school; and not to worry too much about work 
or what others think. In terms of resilience, these students are more likely to control how nervous 
they get in pressure situations, to be able to calm down within 10 minutes when upset (younger 
children), and to not require an adult present to calm down (younger children). In terms of social 
orientation, teachers say these students are more likely not to display good empathy skills, not to 
listen to others or accept other people’s opinions but, on the other hand, to show confidence when 
playing with others (younger children). In terms of work orientation, these students are more 
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likely not to lose concentration when faced with demanding learning tasks and not to be good at 
working with others on cooperative learning projects. 
 
It appears that at all levels of SEWB, students who bully have a lower social orientation, have 
higher than expected difficulties controlling their behaviour when angry (aspects of resilience less 
well developed), and have a higher than expected work orientation. And students who bully who 
are at higher levels of SEWB are more likely than expected to have difficulty understanding (lower 
empathy) and getting along with others and, perhaps, a higher drive for academic success. 
 
 
4.2 Students Who Get Into Trouble  
 
The percentage of students in the total sample who get into trouble are reported below in Tables 
4.3i and 4.3ii, including the numbers at each level for both the student and teacher surveys. 
 

Table 4.3i Number of students who get 
into trouble (student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 0 0 
5 125 4 
4 469 15 
3 774 28 
2 818 43 
1 192 64 

All levels 2378 21 
 

Table 4.3ii Number of students who get 
into trouble (teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 0 0 
5 14 1 
4 61 6 
3 165 16 
2 150 36 
1 788 70 

All levels 1178 17 
 
 
The data reveal that students who get into trouble a lot exist at all levels of SEWB, but far greater 
percentages of students who are at lower levels are likely to get into trouble than the percentages 
of students at higher levels. 
 
Summary Description 
Social and emotional characteristics clearly differentiate students who get into trouble from 
students who do not. According to student and teacher data, larger percentages of students who 
get into trouble in comparison with students who do not get into trouble experience emotional and 
behavioural problems (lose their temper, stress, worry, feel down, drink alcohol, use drugs). 
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Smaller percentages of students who get into trouble experience positive indicators of SEWB (get 
along with teachers, achieve to the best of their ability, volunteer). In terms of resilience, smaller 
percentages of students who get into trouble in comparison with students who do not get into 
trouble display the ability to manage their emotions (anger, depression) and to think before they 
act (impulsive, low frustration tolerance). In terms of a positive social orientation, smaller 
percentages of students who get into trouble in comparison with those who do not display social 
skills (e.g. empathy, conflict resolution, friendship making) and values (e.g. honesty, integrity). In 
terms of a positive work orientation, smaller percentages of students who get into trouble display 
learning capabilities (persistence, organisation, teamwork) than students who do not get into 
trouble. Small differences do exist in the perceptions of students who get into trouble in 
comparison with those who do not on a number of important school, home and community 
indicators. Larger percentages of students who get into trouble perceive the absence of positive 
teacher actions and programs of interest, appear to have parents who do not communicate to them 
across a number of personal issues (making friends, managing stress), and do not have friends 
who work hard and behave well. 
 
Indicators of Social and Emotional Well-Being 
Higher percentages of students who say they get into trouble are likely to endorse more negative 
emotional and behavioural indicators of poor mental health than students who say they do not get 
into trouble. They are also somewhat less likely to endorse items indicative of positive social and 
emotional well-being. 
 
It appears that the main social and emotional indicators that differentiate students who say they 
get into trouble a lot from those students who say they do not get into trouble are (higher 
percentage of endorsement by students who get into trouble): not doing their best in schoolwork, 
losing their temper, feeling stressed, being mean to others, feeling hopeless and down for a week, 
breaking things (younger children), not getting along with teachers, and yelling and screaming at 
people (younger children). 
 
The differences in teacher perceptions of students who do and students who do not get into 
trouble are far greater than when student self-perceptions are examined. Teachers have rated 49% 
of students who get into trouble as having positive self-esteem, while rating 82% of students who 
do not get into trouble as having positive self-esteem. 68% of students who get into trouble are 
seen by teachers as not going as well in school as they could (under-achievement), while just 22% 
of students who do not get into trouble were rated as under-performing. 
 
Overall, teachers rate smaller percentages of students who get into trouble as having positive 
indicators of social and emotional well-being and higher percentages as having negative indicators 
than they rate students who do not get into trouble. 
 
Indicators of Resilience  
According to student self-perceptions, the main difference in resilience between students who get 
into trouble and those students who do not lies in the area of managing feelings of anger and 
depression, as well as acting without thinking when angry. Additionally, a greater percentage of 
students who get into trouble say they put themselves down when they do badly in comparison 
with students who do not get into trouble.  
 
Teachers rate students who get into trouble lower in all indicators of resilience in comparison with 
those students who do not. It would appear that a higher percentage of students who get into 
trouble are likely to have lower tolerance for frustration (have trouble settling down after physical 
activity, become easily frustrated when attempting new tasks that are difficult, believing that 
school should be fun and exciting) than students who do not get into trouble. Students who get 
into trouble also appear much more likely to be impulsive (acting without thinking) than students 
who do not get into trouble. 
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Indicators of a Positive Social Orientation 
The social orientation (social skills and values) of students who get into trouble is generally lower 
than students who do not get into trouble. When student perceptions are examined, 51% percent of 
students who get into trouble say they are not good at solving conflicts without fighting while only 
26% of students who do not get into trouble say they are not good at conflict resolution. Almost 
50% of students who get into trouble believe that it is OK to hurt people who act unfairly in 
comparison with only 22% of students who do not get into trouble. Of interest is the 
approximately 50% of students who get into trouble who say they cannot stand behaving well and 
following rules compared with only 15% of students who do not get into trouble. This anti-social 
belief is associated with students who have behavioural problems (Bernard & Cronan, 1999). 
   
The comparatively low level of positive social orientation of students who get into trouble in 
comparison with those who do not is strongly reinforced in the data provided by teachers. 
According to teachers, fewer students who get into trouble display the different indicators of a 
positive social orientation (social skills and values). For example, teachers say that a much smaller 
percentage of students who get into trouble have good empathy skills, friendship-making skills, 
do not use bad language, and display behaviour reflecting important social values 
(trustworthiness, integrity, respect, honesty) compared with a much higher percentage of students 
who do not get into trouble. Teachers also judge a much higher percentage of students who get 
into trouble as endorsing the belief that rules are stupid and they shouldn’t have to obey them. 
 
Indicators of a Positive Work Orientation 
When indicators of a positive work orientation (learning capabilities) of students who get into 
trouble are compared with students who do not get into trouble, it can be seen that students who 
get into trouble are likely to have a lower work orientation. Many more students who get into 
trouble lack confidence in doing difficult schoolwork, give up too easily when they do not 
understand something, do not plan their time and are disorganised when compared with students 
who do not get into trouble. Over 50% say they believe they shouldn’t have to do schoolwork that 
is boring, compared with less than 33% of students who do not get into trouble. 
 
Teacher data clearly show that students who get into trouble a lot have a lower orientation to their 
schoolwork than students who do not get into trouble. Smaller percentages of students who get 
into trouble in comparison with those who do not are described by teachers as possessing positive 
indicators such as wanting to do their best in schoolwork, work confidence, persistence, 
organisation (time planning), and teamwork.  
 
Of interest are the lower ratings of a positive work orientation teachers assign to students who get 
into trouble in comparison with the ratings they assign to students who bully others.  
 
Environmental Indicators 
Data on environmental indicators that support student SEWB indicate that as a rule a slightly 
smaller percentage of students who get into trouble perceive positive indicators than students who 
do not get into trouble.  
 
With regard to school indicators, smaller percentages of students who get into trouble say their 
teachers are nice to them, help them believe they can be successful, and that there are activities that 
interest them, in comparison with students who do not get into trouble. 
 
In terms of home indicators, a smaller percentage of students who get into trouble say their 
parents talk with them about their feelings and how to cope with stress, talk about how to make 
friends, discuss the importance of confidence, persistence, organisation to schoolwork, discuss 
what they are learning in school and make time for them, in comparison with students who do not 
get into trouble. 
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In terms of community indicators, the largest difference in percentages of between students who 
do and do not get into trouble can be seen at the level of peers, where approximately 50% of 
students who get into trouble say their friends do work hard and behave well, compared with 
approximately 75% of students who do not get into trouble. 
 
 
Indicators of student SEWB that are more likely than predicted by the measurement model to be 
endorsed by students who get in trouble 
 
According to the measurement model, students at a SEWB level who get in trouble and students 
at the same level who do not, are about equally likely to endorse any of the SEWB indicators in the 
survey. 
 
From a student perspective, students who get into trouble at each level of SEWB, in comparison 
with students at each level who do not get into trouble, are more likely to indicate that they lose 
their temper a lot, break things and scream at people a lot (younger children), and participate in 
many activities. In terms of resilience, they are more likely to act without thinking when angry and 
have difficulty controlling themselves when angry. In terms of their social orientation, they are 
more likely to say they cannot stand behaving well and following rules. In terms of their work 
orientation, they are likely to say they are disorganised. In terms of school, home and community 
indicators, students who get into trouble are more likely to perceive there is an adult outside of 
their school and family who praises them for working hard and behaving well and who reminds 
them to try their hardest to be successful and act responsibly. 
 
A closer look at students who say they get into trouble a lot who are at High or Very High Levels 
of SEWB reveals that in comparison with students who do not get into trouble, they are more 
likely to be unhappy, not to be good at understanding how people feel, not to treat everyone 
including those from different cultural backgrounds with respect, and not to be persistent in 
completing schoolwork. In terms of school, home and community indicators, they are more likely 
to state that they have: a parent who talks with them about their feelings and how to cope with 
stress, a “say” about the way things are done at home, a parent who asks questions about what 
they are learning, a parent who discusses what is acceptable behaviour and what happens if they 
behave poorly, and that, where they live, adults make opportunities available to young people to 
do things to make their community a better place. 
 
According to the teacher survey, at each level of SEWB, students who teachers indicate get into 
trouble a lot are more likely not to worry too much about work or what others think, to disrupt 
class lessons and activities, to have trouble getting along with teachers, and to lose their temper. In 
terms of resilience, students who get into trouble are likely to be able to express their feelings 
easily and do not put themselves down when they do not do well on a piece of work. In terms of 
their social orientation, they are more likely not to follow rules and not to do what they say they 
are going to do, not to be honest (lie, cheat, steal), to think that rules are stupid and shouldn’t have 
to be obeyed, and not try hard to avoid saying and doing things that hurt the feelings of others. In 
terms of work orientation, these students are more likely to show confidence when doing difficult 
schoolwork and to understand that mistakes are a natural part of learning. 
 
Teachers do not indicate any unique social and emotional characteristics of students who get into 
trouble at higher levels of SEWB. 
 
Overall, the unique social and emotional characteristics of students who get into trouble centre 
around behaviour problems, including rule intolerance, anger management, and being less 
concerned about what people think of them.  
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4.3 Students Who Feel Very Stressed 
 
The percentages of students in the total sample who are stressed are reported below in Tables 4.4i 
and 4.4ii, including the numbers at each level for both the student and teacher surveys. It can be 
seen that a far higher percentage of students in the total sample report that they are stressed 
relative to teacher judgments of the percentage of students who are stressed. 
 

Table 4.4i Number of students who feel 
very stressed (student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 12 4 
5 439 14 
4 937 30 
3 1189 43 
2 818 43 
1 183 61 

All levels 3578 31 
 

Table 4.4ii Number of students who feel 
very stressed (teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 0 0 
5 55 4 
4 132 13 
3 237 23 
2 138 33 
1 619 52 

All levels 1181 17 
 
 
The data also reveal that students at all levels of the Well-Being Survey say they experience 
extreme stress. In contrast, teachers perceive few if any students at higher levels of SEWB who 
experience stress. And both student and teacher data indicate that the highest percentage of stress 
experienced is by students at lower levels of SEWB. 
 
Summary Description 
Social and emotional characteristics clearly differentiate students who feel stressed from students 
who do not feel stressed. A far greater percentage of students who feel very stressed in comparison 
with those who do not have a hard time controlling anxiety, depression and anger, and act 
impulsively when angry (lower resilience). Highly stressed students endorse at higher rates 
negative, irrational attitudes (e.g. self-depreciation, blowing peer disapproval out of proportion). 
As a result, they experience higher levels of anger, anxiety and depression (higher incidence of 
negative indicators of SEWB). Students who feel very stressed report lower levels of work 
confidence and optimism (teachers say that stressed students lack persistence, organisation, and 
teamwork). According to stressed students, they possess similar levels of social skills and values in 
comparison with non-stressed students, although teachers rate them lower in overall social 
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orientation. Minor differences in environmental indicators supporting positive SEWB are reported 
between stressed and non-stressed students. At school, stressed students say they spend less time 
learning about making friends and solving conflicts, as well as how to be confident, persistent and 
organised. At home, stressed students say that in comparison with non-stressed students, their 
parents are a little less accepting of them, spend less time with them and provide fewer interesting 
things to do. In the community, stressed students report that higher percentages of their peers do 
not behave well and try hard in comparison with non-stressed students. 
 
Indicators of Social and Emotional Well-Being 
It appears that the main social and emotional indicators that differentiate students who say they 
feel very stressed from those who say they do not are (higher percentage of endorsement by 
stressed students): feeling hopeless and down for a week or more, worrying too much, losing their 
temper, and feeling lonely.  
On almost all social and emotional indicators, teachers perceive far lower percentages of students 
who feel stressed as displaying positive social and emotional characteristics in comparison with 
students whom they do not perceive as experiencing stress (e.g. do not volunteer, under-achieve, 
do not participate, in outside activities, lose temper, have low self-esteem). According to teachers, 
over 90% of students who feel stressed disrupt classroom lessons and activities in comparison with 
only 10% of students who teachers say do not feel stressed. 
 
Indicators of Resilience 
According to student self-perceptions, those who feel very stressed are less able in comparison 
with students who do not feel stressed to control their feelings of worry and depression (feelings 
are easily hurt) and are more likely to put themselves down when bad things happen (self-
depreciation). 
 
Teachers rate students who are stressed much lower on all indicators of resilience in comparison 
with those who are not stressed. According to teachers, much higher percentages of stressed 
students compared with those who are not stressed endorse a range of negative, irrational 
attitudes that research (e.g. Bernard & Cronan, 1999) indicates contribute to stress (e.g. believe that 
peer criticism is the worst thing in the world; self-depreciation), as well as find it difficult to 
express their feelings or have difficulty managing their anxiety and depression.  
 
Indicators of a Positive Social Orientation 
According to student self-perceptions, no significant differences in social orientation exist between 
students who feel very stressed and students who indicate they do not feel very stressed. Both 
groups of students possess fairly high degrees of social skills and values. 
 
In contrast to data provided by students, teachers indicate that smaller percentages of students 
who are stressed have an overall positive social orientation (social skills and values) than students 
who do not feel stressed.  
 
The differences in student and teacher perceptions of the social orientation of students who feel 
stressed may be attributed to teachers’ tendencies to under-report the incidence of worry and 
stress in students relative to student self-reports. As well, students and teachers may hold different 
interpretations of the word “stress”. Teachers may see stress as more associated with feeling angry 
whereas students may perceive the word “stress” to refer to the full range of emotions. 
  
Indicators of a Positive Work Orientation 
When indicators of a positive work orientation (learning capabilities of confidence, persistence, 
organisation) of students who say they feel very stressed are compared with students who do not 
feel very stressed, students who are very stressed display similar indicators as those who are not 
stressed. The exception is in the area of work confidence and optimism, with smaller percentages 
of students who are stressed endorsing these characteristics.  
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Teachers perceive smaller percentages of students who are stressed as displaying an overall 
positive work orientation (learning capabilities) than they perceive in students who are not 
stressed. This is in contrast with student self-ratings, which indicate that the differences are 
confined to the area of work confidence. 
 
Environmental Indicators 
Data on environmental indicators that support student SEWB indicate that as a rule a slightly 
smaller percentage of students who feel very stressed perceive positive indicators than observed 
for students who do not feel very stressed.  
 
With regard to school indicators, smaller percentages of students who feel very stressed say they 
are learning about making friends and solving problems, as well as how to be confident, persistent 
and organised in comparison with students who do no feel very stressed. 
 
In terms of home indicators, a smaller percentage of students who say they feel very stressed 
indicate that they feel accepted for who they are, have a parent who makes time and listens, that 
there are interesting things to do and that they have a “say” about the way things are done, in 
comparison with students who do not feel very stressed. 
 
In terms of community indicators, the largest difference in percentages between students who do 
and students who do not feel very stressed can be seen at the level of peers, where almost 35% of 
students who feel very stressed say their friends do work hard and behave well compared with 
only 25% of students who do not feel stressed. Additionally, stressed students are more likely to 
perceive fewer interesting activities to do after school and on weekends. 
 
 
Indicators of student SEWB that are more likely than predicted by the measurement model to be 
endorsed by students who feel stressed 
 
According to the measurement model, students at a SEWB level who feel stressed and students at 
the same level who do not, are about equally likely to endorse any of the SEWB indicators in the 
survey. 
 
From a student perspective, students who feel stressed at each level of SEWB in comparison with 
students who do not feel stressed are more likely to indicate that they worry too much, have felt 
hopeless and down for a week, have stopped regular activities, feel lonely, and are not happy. In 
terms of their resilience, stressed students at each level indicate that they are more likely to have a 
hard time controlling how worried and depressed they get, to have their feelings easily hurt, and 
to think badly of themselves (self-depreciation) in response to negative events. Stress appears more 
associated with their experience of feeling worried and down rather than anger. 
 
A closer look at students who say they feel stressed and who are at High or Very High Levels of 
SEWB reveals that, in comparison with students who do not feel stressed, they are more likely than 
expected to get along with their teachers. In terms of their social orientation, they are more likely 
to say they can behave well and can stand following rules. They are more likely to say they can be 
trusted to do what they say they are going to do. In terms of school indicators of SEWB, students 
who are stressed at higher levels of SEWB are more likely to perceive they are learning about their 
feelings and how to cope with stress, have at least one teacher who talks with them about things 
other than school, have a teacher who cares about them, and have interesting things to study. In 
terms of home indicators of SEWB, these students are more likely than expected to not have a 
parent who discusses the importance of doing their best in school or praises them for having done 
a good job in schoolwork and having acted responsibly.  
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Students who appear to feel stressed to teachers at each of the levels of SEWB are less likely to be 
happy and more likely to lose their temper, not to have positive self-esteem, and to achieve at 
school as best they can (they do not under-achieve). In terms of resilience, stressed students are 
more likely than expected to not be able to control their feelings of anger, worry, or feeling down, 
believe that criticism by peers is the worst thing in the world, and to put themselves down when 
they have not done well on a piece of work (self-depreciation). In terms of the social orientation of 
stressed students, they are more likely to want to make their school and community a better place. 
In terms of their work orientation, these students are more likely to want to do their best in their 
schoolwork, put in extra effort in subjects/classes they find difficult, and to check work when 
completed to make sure it’s correct. 
 
Teachers do not indicate any unique social and emotional characteristics of students who feel 
stressed at higher levels of SEWB. 
 
Overall, it appears that the unique social and emotional characteristics of stressed students include 
having their feelings easily hurt and experiencing worry and depression. Self-depreciation and 
over-preoccupation with what their peers think of them is more likely to be present at each SEWB 
level. According to teachers, stressed students have a high need to achieve and put in extra effort 
and diligence, perhaps, as a result of a fear of failure. 
 
 
4.4 Students Who Feel Hopeless and Down 
 
The percentage of students in the total sample who have felt so hopeless and down that they have 
stopped their regular activities are reported below in Tables 4.5i and 4.5ii, including the numbers 
at each SEWB level for both the student and teacher surveys. It can be seen that a somewhat higher 
percentage of students in the total sample report have felt down relative to teacher judgments. 
 

Table 4.5i Number of students who feel 
hopeless and down (student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 0 0 
5 157 5 
4 500 16 
3 802 29 
2 780 41 
1 183 61 

All levels 2422 21 
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Table 4.5ii Number of students who feel 
hopeless and down (teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 19 1 
5 83 6 
4 112 11 
3 185 18 
2 104 25 
1 473 42 

All levels 976 14 
 
 
The data also reveal that students at all but the highest level say they have experienced feeling 
down for a significant period of time. And both students and teachers agree that the highest 
percentage of students feeling down, manifest at lower levels of SEWB. 
 
Summary Description 
Social and emotional characteristics clearly differentiate students who experience feelings of 
hopelessness and depression (feeling down) to the extent that they stop their regular activities, in 
comparison with the social and emotional characteristics of students who do not feel depressed. 
Higher percentages of students who feel down also experience fewer indicators of SEWB, 
including positive self-esteem, happiness, absence of stress, feeling like they belong in school, 
getting along with their teachers and achieving as well as they can in their schoolwork. Lower 
percentages of students who feel down display resilience (less ability to manage their emotions 
and behaviour; self-depreciation) and learning capabilities (work confidence, persistence, 
organisation). Students who feel down say they possess equal degrees of social skills and values as 
students who do not feel down; however, teachers perceive fewer numbers of students who feel 
down in comparison with those who do not as possessing social skills and values. In terms of 
student perceptions of positive school, home and community indicators of SEWB, lower 
percentages of students who feel down in comparison with those who do not feel down perceive 
the presence of positive, caring teachers and programs of interest, parents who accept them for 
who they are and who care, listen and show interest and talk with them about their feelings, as 
well as how to cope with stress. 
 
Indicators of Social and Emotional Well-Being 
There are a number of positive social and emotional indicators of SEWB endorsed by lower 
percentages of students who feel down in comparison with students who do not feel down, 
including: not feeling stressed, not worrying a lot, not yelling and screaming at people (younger 
children), not losing their temper, not being mean to others (bullying), not feeling lonely, feeling 
like they belong in school, and liking the kind of person they are. 
 
In terms of teacher perceptions of social and emotional well-being indicators, on almost all 
indicators, teachers perceive far lower percentages of students who feel down as displaying 
positive social and emotional characteristics in comparison with students who they do not perceive 
as experiencing stress, with the greatest differences seen in the following indicators: positive self-
esteem, not feeling stressed, feeling happy, feeling like they belong in school, getting along with 
teachers, not worrying a lot, and having friends. 
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Indicators of Resilience 
According to student self-perceptions, lower percentages of those who feel down in comparison 
with those who do not feel down are able to control their feelings of worry, depression (feelings 
are easily hurt) and anger, and greater percentages are likely to put themselves down when bad 
things happen (self-depreciation) and act without thinking. 
 
Teachers rate students who feel down lower in all indicators of resilience. According to teachers, 
much higher percentages of students who feel down compared with those who do not feel down 
endorse a range of negative attitudes that research indicates contribute to stress (e.g. believes that 
peer criticism is the worst thing in the world; self-depreciation), find it difficult to express their 
feelings, and have difficulty managing their anxiety and depression. These figures are very similar 
to the ratings given by teachers to students who are stressed. 
 
Indicators of a Positive Social Orientation 
In terms of social skills and values, few differences exist between students who say they feel down 
and those who do not. Higher percentages of students who say they feel down in comparison with 
those who do not endorse the anti-social, irrational attitudes that “People who act unfairly are 
totally bad and deserve to be punished”, “I can’t stand behaving well and following rules” and “I 
can’t stand behaving well and following rules”. 
 
In contrast to data provided by students, teachers perceive smaller percentages of students who 
feel down in comparison with students not judged as feeling down to have a positive social 
orientation (social skills and values). Teachers indicate that higher percentages of students who do 
not feel down are likely to display a wide variety of social skills, including having conflict 
resolution, empathy, listening and friendship-making skills, and values such as honesty, respect 
for others and rules, not using bad language or having bad manners, and wishing to make their 
school and community a better place. 
 
Indicators of a Positive Work Orientation 
According to the student survey, smaller percentages of students who feel down display a positive 
work orientation (learning capabilities) than students who say they do not feel down, including: 
being confident when doing difficult schoolwork, being optimistic of success, not giving up easily, 
being organised, and working cooperatively with others.  
 
Teachers perceive smaller percentages of students who are down as displaying a positive work 
orientation (learning capabilities) than students who are not down. According to teachers, high 
percentages of students who are down are not confident when doing difficult schoolwork, become 
very frustrated and give up when working on difficult tasks, are not organised, and do not believe 
they will be successful. 
 
Environmental Indicators 
Data on environmental indicators that support student SEWB indicate that a smaller percentage of 
students who feel down perceive positive indicators than observed for students who do not feel 
down.  
 
With regard to school indicators, smaller percentages of students who feel down in comparison 
with students who do not feel down say they have teachers who care about them, who try hard to 
help and are nice, who help them believe they can be successful, who discuss how to make friends 
and solve problems, and that there are activities at school that interest them. 
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In terms of home indicators, the picture painted by students who feel down is somewhat different 
from the one painted by students who do not feel down. Smaller percentages of students who feel 
down say they feel accepted at home for who they are, have a parent who makes time and listens, 
shows interest in what they are learning in school, and who discusses feelings, how to cope with 
stress, and how to be confident, persistent and organised.  
 
In terms of community indicators, there are relatively few differences in the perceptions of 
students who feel down in comparison with those who do not. The exception is the smaller 
percentage of students who feel down who say their peers behave well and try hard, as well as 
have interesting activities to do after school and on weekends. 
 
 
Indicators of student SEWB that are more likely than predicted by the measurement model to be 
endorsed by students who feel hopeless and down 
 
According to the measurement model, students at a SEWB level who feel hopeless and down and 
students at the same level who do not, are about equally likely to endorse any of the SEWB 
indicators in the survey. 
 
From a student perspective, students who feel down at each level of SEWB are more likely than 
expected to indicate that they feel stressed, feel lonely, have difficulty controlling how depressed 
they get, including having their feelings easily hurt, think that the reason that people sometimes 
treat them badly or unfairly is because they’re a hopeless person, and have an adult outside of 
school who reminds them to try their hardest to be successful and act responsibly. 
 
A closer look at students who say they feel down and feel hopeless at a High or Very High Levels 
of SEWB reveals that in addition to the above social and emotional characteristics, they do not feel 
safe, they do get along with their teachers, and they do not like the kind of person they are (low 
self-esteem). In school, they say they cannot stand behaving well and following rules, and have 
teachers who spend time talking with them about appreciating people from different cultures. At 
home, they say they have parents who speak with them about their feelings, how to cope with 
stress, how to make friends and solve problems and who ask questions about what they are 
learning in school.  
 
Of interest is the perception of students at higher levels of SEWB who unexpectedly feel down and 
hopeless that their parents do not spend time with them nor listen and that they do not feel 
accepted for who they are. In terms of their perceptions of their community, these students do 
perceive adults outside of their family who care about them. They do not, however, perceive that 
there are lots of activities to do after school that interest them. 
 
From a teacher perspective, students who appear to feel very unhappy at each of the levels of 
SEWB are more likely than expected to worry too much about what work or what others think. 
 
A closer look at what teachers say about students they think feel down and hopeless, who are at a 
High or Very High Level of SEWB, reveals students who get into trouble a lot (younger children), 
who are not calm, believe that being criticised is the worst thing in the world, and when angry act 
without thinking. 
 
Overall, the unique social and emotional characteristics of students who feel depressed that stand 
out include higher than likely feelings of loneliness, anxiety, self-depreciation, and low self-esteem.  
And at higher levels of SEWB, these students appear to have tendencies towards breaking rules, 
which sets up a problem of having behaviour that leads to criticism and conflict with adults. They 
do not feel accepted for who they are at home nor have parents who listen. 
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4.5 Students Who Under-Achieve in Schoolwork 
 
The percentage of students in the total sample who are not doing as well in their schoolwork as 
they could (under-achievement) are reported below in Tables 4.6i and 4.6ii, including the numbers 
at each SEWB level for both students and teacher surveys. It can be seen that a much higher 
percentage of students in the total sample report that they could do a lot better in their schoolwork 
(under-achieve) relative to teacher judgments of the number of students who under-achieve in 
much of their schoolwork.  
 
The different percentages of students who say they could be doing better in their school in 
comparison with teacher estimates of student under-achievement may have something to do with 
differences in the way students understand the statement “I could do a lot better in my 
schoolwork” relative to the way teachers understand the statement “Student under-achieves in 
much of his/her schoolwork.” 
 

Table 4.6i Number of students who 
under-achieve (student survey scale) 
 

Level on 
student 

survey scale 

No. of 
students % 

6 56 18 
5 1693 54 
4 2124 68 
3 2047 74 
2 1484 78 
1 198 66 

All levels 7602 66 
 

Table 4.6ii Number of students who 
under-achieve (teacher survey scale) 
 

Level on 
teacher 

survey scale 

No. of 
students % 

6 5 3 
5 151 11 
4 284 28 
3 484 47 
2 242 58 
1 866 77 

All levels 2084 30 
 
 
The data reveal that students at all levels of SEWB think they under-achieve in their schoolwork.  
The data from both the student and teacher surveys indicate that the highest percentage of 
students who manifest under-achievement are at lower levels of SEWB. 
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Summary Description 
Students who say they could be doing a lot better in their schoolwork (under-achievement) 
endorse a similar number of positive indicators of SEWB as students who do not under-achieve. 
However, teachers report that higher percentages of under-achieving students in comparison with 
students who are not under-achieving display many negative indicators of SEWB (e.g. disrupt 
classroom lessons, get into trouble, have difficulty getting along with teachers) and fewer positive 
indicators (volunteer, participate in many activities, have positive self-esteem). Students who 
under-achieve report they possess somewhat less resilience (self-management of emotions, 
behaviour; positive, rational attitudes) than students who do not under-achieve. Teachers report 
that underachieving students are far less resilient than achieving students. The distinguishing 
difference between students who achieve and those who do not is in their work orientation, where, 
according to both students and teachers, underachieving students display fewer learning 
capabilities (confidence, persistence, organisation) than achieving students. According to teachers, 
the social orientation (social skills and values) of students who are not underachieving is much 
stronger than the social orientation of students who under-achieve; however, students report few 
differences in social orientation between those who under-achieve and those who do not. Students 
who under-achieve in comparison with those who do not endorse a similar range of positive 
school, home and community indicators that support student SEWB. 
 
Indicators of Social and Emotional Well-Being 
Overall, it would appear from the student perspective that those who could be doing better in 
schoolwork do not have fewer indicators of positive SEWB than students who say they could not 
do a lot better. Students who under-achieve may as a group worry a bit more, feel stressed and 
lose their temper more in comparison with students who say they are doing their best. 
 
The differences in teacher perceptions of social and emotional indicators of positive SEWB for 
students who under-achieve versus those who do not are far greater than when student self-
perceptions are examined. On almost all indicators of social and emotional well-being, teachers 
perceive far lower percentages of students who under-achieve as displaying positive social and 
emotional characteristics in comparison with students who they do not perceive as 
underachieving, with the greatest differences seen in the following indicators: positive self-esteem, 
not feeling stressed, feeling happy, feeling like they belong in school, getting along with teachers, 
not worrying a lot, having friends, not getting into trouble, not disrupting classroom 
lessons/activities (younger children), and getting along with teachers.  
 
Indicators of Resilience 
According to data from the student survey, the difference in resilience between students who 
under-achieve and those who do not is small, with somewhat greater percentages of students who 
under-achieve displaying self-depreciation and having difficulty controlling their anger. 
 
In contrast, teachers rate students who under-achieve lower on all indicators of resilience in 
comparison with those who do not under-achieve. According to teachers, much higher 
percentages of students who under-achieve compared with those who do not endorse a range of 
negative attitudes that research indicates contribute to stress, including low frustration tolerance 
(e.g. “Thinks that everything he/she does at school should be fun/exciting and if it isn’t, he/she 
shouldn’t have to do it”) and self-depreciation (“Puts him/herself down when he/she does do 
badly on a piece of schoolwork”), as well as find it difficult to express and manage their feelings.  
 
Indicators of a Positive Social Orientation 
Students who say they under-achieve rate themselves as possessing similar and higher degrees of 
social skills and values in comparison with students who say they do not under-achieve. 
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In contrast to data provided by students, teachers perceive that smaller percentages of students 
who under-achieve have an overall positive social orientation (social skills and values) than 
students who do not under-achieve. Teachers indicate that higher percentages of students who do 
not under-achieve are likely to display a wide variety of social skills covering conflict resolution, 
friendship making, empathy, and listening skills, and social values such as honesty, respect for 
people and rules, responsibility, caring for others and for the environment. 
 
Indicators of a Positive Work Orientation 
According to the student survey, smaller percentages of underachieving students indicate they 
possess specific indicators of a positive work orientation in comparison with students who do not 
under-achieve. The greatest differences are reflected in the following indicators: being organised, 
not giving up too easily, being optimistic when not understanding something, and being confident 
when doing difficult schoolwork. 
 
Teachers perceive much smaller percentages of students who under-achieve as displaying a 
positive work orientation (learning capabilities) in comparison with students who do not under-
achieve. According to teachers, high percentages of students who under-achieve are not confident 
when doing difficult schoolwork, do not believe they will be successful, become very frustrated 
and give up when working on difficult tasks, are not organised, and do not work well with others. 
 
Environmental Indicators 
Data on environmental indicators that support student SEWB indicate that there is little difference 
in the percentages of underachieving students who perceive positive adults, peers and programs 
in their school, home and community indicators than students who do not under-achieve.  
 
 
Indicators of student SEWB that are more likely than predicted by the measurement model to be 
endorsed by students who under-achieve 
 
According to the measurement model, students at a SEWB level who under-achieve and students 
at the same level who do not, are about equally likely to endorse any of the SEWB indicators in the 
survey. 
 
A comparison of students who under-achieve at each level with students at the same level who do 
not under-achieve reveals only a few social and emotional indicators that the underachieving 
students are more likely to endorse. 
 
A closer look at students who say they could do a lot better in their schoolwork and who are at 
High or Very High Levels of SEWB shows that they are, in comparison with students who do not 
under-achieve, more likely to worry too much. In the area of resilience, these students are more 
likely to say they have difficulty controlling themselves when angry and to use physical exercise 
when uptight. In terms of social orientation, these students are more likely to say they are not good 
at solving conflicts and do not care about the environment. In terms of work orientation, they are 
more likely than expected to say they give up too easily when they do not understand something 
or when something is boring, and not to be persistent and to try hard to complete all their 
schoolwork. In terms of school, home and community indicators of SEWB, students who under-
achieve at higher levels are more likely to say their teachers say something positive to them when 
they have done their best, have parents who discuss the importance of doing their best in their 
schoolwork and being confident, persistent and organised, and that there are not a lot of activities 
they can do after school and on weekends that interest them. 
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From a teacher perspective, students who under-achieve are more likely to be described by 
teachers as having good conflict resolution skills, making sure that everyone has a fair chance to 
win (younger children), caring about other people’s feelings, respecting others (including 
classmates) from different cultural backgrounds, trying hard not to do or say things that hurt other 
people’s opinions, and having good empathy skills. According to teachers, underachieving 
students at all levels of SEWB in comparison with students who do not under-achieve at that level 
are more likely not to want to do their best in schoolwork, and are not likely to display work 
confidence, persistence and organisation. 
 
A closer look at what teachers say about students who under-achieve who are at a High or Very 
High Level of SEWB reveals students who are more likely to disrupt classroom lessons and 
activities, bully other students, not to relate to classmates who are different, to express feelings 
easily, and to use bad language and have bad manners. 
 
Overall, according to the teacher survey, at each level of SEWB, the unique social and emotional 
characteristics of students who under-achieve in much of their schoolwork include having a 
stronger social orientation and weaker work orientation than students who do not under-achieve. 
Students who under-achieve report greater degrees of worry and difficulty controlling their anger, 
as well as poorer conflict resolution skills. 
 
 
Differences in the Perceptions of Students from the Perceptions of Teachers 
 
A consistent pattern emerges concerning the ways in which students with childhood problems 
view their social and emotional characteristics in comparison with the ways in which teachers 
perceive them. Students with problems tend to rate themselves as possessing higher amounts of 
resilience (self-coping skills and rational attitudes for regulating emotions and controlling 
behaviour), positive social orientation (social skills and values) and a positive work orientation 
(learning capabilities –confidence, persistence, organisation, work cooperation). While this finding 
is not new (e.g. Sawyer, et.al., 2000), it does raise the question as to whether more work needs to be 
done to better align teacher and student perceptions before students can and/or are ready to make 
changes in their emotions and behaviour. 
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PART 5 
 

WHAT STUDENTS SAY ABOUT THEIR SEWB 
AND WHAT THEIR TEACHERS SAY 
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5.1 What Students Say about Their SEWB 
 
In Table 5.1 below, the percentage of students in the total sample of students who are likely to 
endorse different positive characteristics of SEWB are indicated in the right hand column. For 
example, 34% of the total sample is likely to say that they are doing their best in their schoolwork. 
It is also possible to obtain the percentages of students who are not likely to endorse the positive 
characteristics of SEWB and who are likely to endorse negative indicators (66% are likely to say 
they are not doing their best in schoolwork). 
 
Table 5.1 Percentage of students who endorse specific social and emotional characteristics at 
each SEWB level (student survey) 
 

Level of student SEWB (student survey) 1 2 3 4 5 6 All 
levels 

INDICATOR OF SEWB % % % % % % % 
I am doing my best in my schoolwork. 34 22 26 32 46 82 34 
I do not worry too much. 55 50 49 55 76 93 59 
I volunteer to do things that make school and 
community safer. 11 25 45 63 83 98 58 

I do not lose my temper a lot. 24 39 58 73 89 99 68 
I do not feel very stressed/nervous. 39 47 57 70 86 96 67 
I am not sometimes quite mean to others. 28 40 56 73 89 99 67 
I do not get into too much trouble. 36 57 72 85 96 100 79 
I participate in many activities inside and outside of 
school.* 27 54 74 85 93 98 77 

I feel like I belong/like being in school. 17 49 71 85 93 100 76 
I have not felt very hopeless and down for a week and 
I have not stopped my regular activities. 39 59 71 84 95 100 79 

I do not feel lonely.  43 61 76 88 95 100 82 
I feel safe. 35 62 81 90 67 100 84 
I help people who seem unhappy or need help. 39 61 78 89 96 99 83 
I do not break things.** 40 62 73 90 97 100 86 
I get along with my teachers. 28 60 83 94 98 100 85 
I am doing well in school. 22 61 84 93 98 100 85 
I do not yell and scream at people a lot.** 35 61 74 93 98 100 87 
I get along with members of my family. 35 69 86 93 98 100 88 
I get along with most of my classmates/they like me. 48 73 86 93 98 99 88 
I do not drink alcohol a lot.* 50 71 85 93 98 100 87 
I like the kind of person I am. 33 66 87 96 9 100 88 
I am happy. 28 72 91 98 100 100 91 
I do not use drugs.* 60 83 91 96 98 100 92 

 
INDICATORS OF RESILIENCE % % % % % % % 
I can describe how I feel. 30 26 29 36 55 90 39 
I do not have difficulty calming down quickly when 
upset. 30 32 44 58 78 97 56 

When I get angry, I think before I act. 18 30 44 62 83 96 58 
When uptight, I use physical exercise. 31 44 56 66 77 93 63 
I do not have difficulty controlling myself when 
angry. 26 38 54 74 92 99 68 

I do not have a hard time controlling how worried I 
get. 45 45 52 66 85 100 65 

I do not have difficulty controlling how depressed I 
get and my feelings are not easily hurt. 40 44 55 66 84 99 65 
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When stressed, I find someone to talk with to calm 
down. 18 38 54 67 85 98 63 

When I do badly, I do not think “I’m a failure.” 43 51 62 79 93 100 74 
I do not think that the reason people sometimes treat 
me badly or unfairly is because I’m a hopeless person. 47 63 72 84 95 100 80 

To calm down, I do things to relax (listen to music, 
read). 41 60 76 84 93 98 80 

 
INDICATORS OF A POSITIVE SOCIAL 
ORIENTATION % % % % % % % 

I am good at solving conflicts without fighting. 19 41 60 76 89 97 69 
People who act unfairly are not totally bad and it’s 
not OK to hurt them. 31 44 60 79 93 99 72 

I feel bad when other people feel hurt. 36 60 70 72 74 88 70 
I can stand behaving well/following rules. 30 49 70 85 96 100 78 
I try to make sure everyone has a fair chance to win, 
even if it means I lose. 33 55 72 81 93 100 77 

I like helping people with problems. 31 57 75 87 95 100 80 
I try hard not to hurt other people’s feelings. 33 64 81 88 94 98 83 
I am good at understanding how other people feel.* 41 69 81 88 97 100 84 
I care about the environment (parks, waterways) and 
want to make my community a better place. 39 65 81 90 98 99 85 

I can be trusted to do what I say I am going to do. 37 68 86 92 98 100 87 
I know how to make friends. 46 74 88 95 99 100 90 
I like to meet new people. 49 75 89 94 98 100 90 
It’s important to treat everyone including those from 
different cultural backgrounds with respect. 60 85 94 98 99 100 94 

 
INDICATORS OF A POSITIVE WORK 
ORIENTATION % % % % % % % 

I do not believe that I shouldn’t have to do schoolwork 
that is boring. 27 42 54 67 82 96 64 

I am confident when doing difficult schoolwork. 19 41
% 60 73 87 100 68 

When I don’t understand something, I still think I 
have what it takes to be successful. 41 51 57 70 85 98 68 

I do not give up too easily when I don’t understand 
something or something is boring. 34 38 55 74 93 99 68 

I think about planning my time so I get all my work 
and jobs done. 16 40 61 74 89 98 69 

I am not disorganised (I do not forget material I need 
for class, I am not messy, I write down homework 
clearly). 

31 49 61 76 91 100 72 

I am persistent and try hard to complete all my 
schoolwork. 28 59 82 93 99 100 85 

I am good at working cooperatively with others on 
projects. 34 65 83 91 97 100 85 

I am helpful when working with classmates. 32 58 81 92 97 100 84 
I want to do my very best in school. 44 78 94 98 100 100 93 

 
POSITIVE SCHOOL INDICATORS % % % % % % % 
I am learning about feelings and how to cope with 
stress. 11 30 46 58 77 97 54 
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We spend time learning about making friends/solving 
problems. 18 32 49 67 85 98 59 

At least one teacher talks with me about things other 
than school. 33 49 57 67 78 96 63 

Students feel they have a say in classroom rules and a 
voice in school affairs. 32 48 65 77 90 100 71 

Students can discuss how they can make school 
safer/better place. 26 52 66 77 91 99 72 

Most teachers help us appreciate people from different 
cultures. 28 52 69 80 90 100 73 

At school, time is spent discussing respect, honesty, 
caring, responsibility and good citizenship. 30 50 68 81 93 98 73 

Most teachers include activities where students from 
different backgrounds contribute their own 
ideas/experiences.  

30 50 67 79 90 98 72 

Teachers discuss confidence, persistence and 
organisation in helping us do schoolwork. 26 49 68 82 95 100 74 

There are many activities at school that interest me. 24 56 79 89 96 99 80 
Teachers try hard to help and be nice to me. 27 57 79 89 97 100 80 
I have a teacher who cares about me. 31 87 83 92 98 100 85 
Most teachers help me believe I can be successful. 31 65 84 94 98 100 85 
There are things I study that interest me. 34 67 86 93 97 100 86 
Teachers discuss “school rules” and what happens if 
students behave badly. 49 72 83 89 96 99 85 

Most teachers say something positive to me when I 
have done my best. 48 75

% 
90
% 

95
% 

99
% 

100
% 90% 

Teachers remind students about doing their best in 
schoolwork. 58 79 89 96

% 
99
% 

100
% 91% 

 
POSITIVE HOME INDICATORS % % % % % % % 
I have a parent who talks with me about my feelings 
and coping with stress. 20 43 64 77 94 99 70 

I have a parent who spends time talking with me 
about how to make friends and solve problems. 22 46 68 82 95 100 73 

I have a “say” at home about the way we do things. 26 62 74 85 94 100 78 
There are interesting things to do at home with 
family. 25 61 80 89 96 100 81 

I have a parent who asks questions about what I am 
learning. 33 59 78 89 96 99 80 

I have a parent who talks with me about being 
respectful, honest, caring, responsible and a good 
citizen. 

31 62 80 91 98 100 83 

I have a parent who discusses the importance of 
confidence, persistence and organisation in doing 
schoolwork. 

31 64 87 94 99 100 86 

I have a parent who discusses with me what is 
acceptable behaviour and what happens if I behave 
badly. 

49 69 85 91 97 100 86 

I have a parent who shows he/she is interested in 
what I am studying. 29 65 87 94 99 100 86 

I have a parent who makes time for me and listens. 30 70 87 96 100 100 88 
There are things at home I have responsibility for. 50 76 87 93 97 100 88 
At home, I feel accepted for who I am. 34 73 90 96 99 100 89 
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I have a parent who discusses the importance of doing 
my best in schoolwork. 42 76 92 96 99 100 90 

I have a parent who praises me when I have done a 
good job in schoolwork or acted responsibly. 44 78 92 97 99 100 91 

 
POSITIVE COMMUNITY INDICATORS % % % % % % % 
Where I live, adults make opportunities available to 
young people to do things to make their community a 
better place. 

15 36 54 65 79 99 59 

Outside of my school and family, I have an adult I 
can go to if I have a problem. 18 48 60 73 84 97 66 

When I have worked hard and acted responsibly, 
there is an adult outside of school and family who 
praises me. 

17 48 64 78 88 100 70 

Outside of school, there is an adult who reminds me 
to try my hardest to be successful and act 
responsibly. 

24 57 67 79 91 100 74 

My friends work hard and behave well. 20 45 63 81 93 99 71 
My friends try to do their best in their schoolwork. 32 57 74 88 9 99 79 
Outside of my school and family, there is an adult 
who cares about me. 34 62 76 87 94 99 80 

There are lots of activities I can do after school and on 
weekends that interest me. 45 74 89 95 99 100 89 

Important Notes:  
Items with (*) and items that examine positive school, home and community indicators only 
appear in the Social and Emotional Well-Being Survey (Student Form – Years 5 to 12).  
Items with (**) only appear on Social and Emotional Well-Being Survey (Student Form – Years 2 to 
4). 
Items in each category are ordered from highest to lowest amount of SEWB represented by each 
items. 
 
A Closer Look at What Total Sample of Students Are Saying About Their SEWB 
 
Of particular interest in terms of the overall sample are the percentages of students who are likely 
to display the following negative indicators of SEWB: 
 

• 41% are likely to worry too much 
• 42% are likely not to volunteer 
• 32% are likely to lose their temper a lot 
• 33% are likely to feel very nervous/stressed 
• 33% are sometimes quite mean to other people 
• 21% are likely to get into too much trouble 
• 24% are likely to feel they do not belong in school 
• 21% say they have felt very hopeless and depressed for a week and have stopped regular 

activities 
• 13% say they drink alcohol a lot 
• 8% say they use drugs 

 
Depression and anxiety are the most common mental health problems in young people.  At any 
time, between two to five per cent of young people will experience depression that is of sufficient 
severity to warrant treatment, and around 20% of young people will have experienced depression 
by the time they reach adulthood (NHMRC, 1997). 
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It can be seen from the data in Table 5.1 that the percentages of students who come under the Very 
Low Level of SEWB and who endorse different positive social and emotional characteristics are 
significantly lower than those students at higher levels. It can be seen that, as a rule, the higher the 
level of SEWB, the larger the percentages of social and emotional characteristics that are likely to 
be endorsed by students (and the lower the percentage of students who are not likely to endorse 
positive indicators and who are more likely to endorse negative indicators). For example, of the 
students at the Very Low Level of SEWB: 
 

• 45% are likely to worry too much 
• 89% are likely not to volunteer 
• 76% are likely to lose their temper a lot 
• 61% are likely to feel very nervous/stressed 
• 64% are likely to get into too much trouble 
• 83% are likely to feel they do not belong in school 
• 61% say they have felt very hopeless and depressed for a week and have stopped regular 

activities 
• 50% say they drink alcohol a lot 
• 40% say they use drugs. 

 
The picture of these same negative indicators of SEWB for students who are at a Very High Level 
of SEWB is quite different: 
 

• 7% are likely to worry too much 
• 2% are likely not to volunteer 
• 1% are likely to lose their temper a lot 
• 4% are likely to feel very nervous/stressed 
• 0% are likely to get into too much trouble 
• 0% are likely to feel they do not belong in school 
• 0% say they have felt very hopeless and depressed for a week and have stopped regular 

activities 
• 0% say they drink alcohol a lot 
• 0% say they use drugs. 

 
Similar comparisons can be made when indicators of resilience, positive social orientation, and 
positive work orientation are examined for the total sample and for students at different levels.  
 
In terms of what students say about their own resilience, whereas 56% of the total sample are 
likely to say they do not have difficulty calming down when upset, only 30% of students who 
show a Very Low Level of SEWB are likely to endorse this item, while 97% of students at a Very 
High Level are likely to endorse the item. It can be seen that over 50% of students at the lowest two 
levels of SEWB say they are likely to put themselves down when bad things happen in comparison 
with much lower percentages of students who are likely to endorse the item at higher levels of 
SEWB. It can also be seen that the percentages of students saying they are likely to be using coping 
skills and positive, rational attitudes increases at progressively higher levels of SEWB. 
 
In terms of what students say about their own positive social orientation, the percentage of 
students who are likely to endorse positive social skills and values is lower at lower SEWB levels 
and higher at higher SEWB levels. Whereas 69% of all students in the total sample say they are 
likely to positively endorse the item “I am good at resolving conflicts without fighting”, this key 
social skill is much more likely to be present in students who are at High or Very High Levels of 
SEWB than students at lower levels. 
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In terms of what students say about their own positive work orientation, it can be seen that, once 
again, the extent to which students say they are likely to endorse the kinds of social and emotional 
characteristics they need in order to manage their own learning depends on their SEWB level. It 
can be seen that large percentages of students who are at Moderately Low or lower levels say they 
have failed to develop the learning capabilities they need to achieve their potential in their 
schoolwork. 
 
Data presented on school, home and community indicators can be viewed differently depending 
on whether the overall percentages of students endorsing positive indicators in the total sample 
are examined or percentages endorsing positive items at each level are considered.  
 
Data indicate that the school indicator that contributes most to higher levels of SEWB is “I am 
learning about feelings and how to cope with stress.” In the overall sample, while 54% of students 
endorse this indicator at school, over 80% of students at higher levels endorse the item. Less than 
50% of students at the lower three levels say they are likely to agree they are learning about their 
feelings and how to cope with stress. 
 
At home, the overall picture painted of positive indicators by students in the total sample is a 
relatively good one with large percentages of students saying their parents deserve high marks in 
most areas of parenting. However, when students’ endorsements of items at lower levels are 
examined, a different picture emerges. Fewer than 50% of students with Very Low Levels of SEWB 
say they perceive the presence of positive parenting indicators. The percentages of students at the 
Low Level of SEWB who say they perceive positive actions is significantly higher (approx. 70%); 
however, a significant percentage of students at this level (approx. 30%) say they are not likely to 
perceive most of the positive parenting actions. Conversely, at the High or Very High Levels of 
SEWB, well over 90% of students say they are likely to perceive positive actions of parents. 
 
In the community, large percentages of students in the total sample say they perceive many 
positive people, peers and programs. It can be seen, however, that the percentage of endorsement 
depends on the SEWB level, with high percentages of endorsements being given by students at 
higher levels and lower percentages of endorsement at lower levels. Given the strong influence of 
peer group on student behaviour, it is interesting to note that students at higher levels are more 
likely to report that their friends work hard and behave well, whereas at the three lower levels, a 
significant percentage of students are likely to perceive that their friends do not try hard at school 
and do not behave well. 
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5.2 What Teachers Say about Student SEWB 
 
In Table 5.2 below, data are reported on how teachers perceive the social and emotional 
characteristics of students. The percentages for the total sample are indicated in the right hand 
column. For example, 70% of the total sample of students (younger children only) are likely to be 
perceived by teachers as “Not going through periods of time feeling bad about things happening 
at home or school.”  It is also possible to obtain the percentages of students whose teachers are not 
likely to endorse the positive characteristics of SEWB and who are likely to endorse negative 
indicators (30% of teachers say that students go through periods of time feeling bad about things).  
 
Table 5.2 Percentage of students described by different social and emotional characteristics at 
each SEWB level (teacher survey) 
 

Level of student SEWB (teacher survey)  1 2 3 4 5 6 All 
levels 

INDICATORS OF SEWB % % % % % % % 
Does not go through periods of time feeling bad 
about things happening at home or school. ** 25 30 46 64 78 98 70 

Volunteers to make school/community 
safer/better.* 18 34 46 69 81 98 65 

Does not under-achieve in much of his/her 
schoolwork. (Does not have a slower rate of 
learning than expected from capabilities.) 

23 42 53 72 89 97 70 

Goes out of way to help someone who seems 
unhappy.* 18 42 55 77 90 99 70 

Is achieving at school as well as he/she can. 18 46 55 75 92 100 71 
Does not boss others around. ** 48 43 67 73 81 95 76 
Participates in many activities inside and 
outside of school. 40 56 62 76 83 95 74 

Has positive self-esteem. 33 52 64 83 96 100 77 
Does not worry too much about work or what 
others think. 67 65 66 71 77 95 77 

Does not argue about having to do things. ** 25 52 64 88 95 100 83 
Does not disrupt class lessons/activities. 29 58 70 88 90 99 78 
Does not talk disrespectfully when having a 
disagreement with an adult.* 37 66 79 88 90 97 79 

Does not have very few friends.* 50 60 71 85 90 99 80 
Does not have trouble getting along with 
teachers.* 25 62 81 92 96 99 79 

Does not instigate fights with other students. ** 38 55 75 88 97 99 86 
Is popular with/liked by classmates. 43 64 77 88 93 100 82 
Does not get into trouble a lot.* 30 64 84 94 99 100 82 
Does not physically bully or verbally taunt other 
students (does not say mean things). 40 69 81 91 96 99 83 

Is calm, not stressed.* 48 67 77 87 96 100 82 
Relates to classmates who are different.* 32 71 84 92 98 100 82 
Feels like he/she belongs in school.* 41 68 87 95 98 100 84 
Does what is asked. ** 24 73 87 97 99 100 91 
Is happy. 51 78 84 93 97 100 87 
Does not lose temper/get angry. 45 74 88 94 98 100 86 
Has not gone through a week or more of feeling 
unhappy so that he/she has stopped doing 
regular activities.* 

58 75 82 89 94 99 85 

Feels safe and secure. ** 56 83 89 93 99 100 93 
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Goes along with expected routines. ** 38 73 91 98 99 100 93 
Does not intentionally inflict damage. ** 51 75 89 99 99 100 93 
Enjoys playing games with other children. ** 86 95 98 99 99 100 98 

 
INDICATORS OF RESILIENCE  % % % % % % % 
Does not become easily distressed when he/she 
makes mistakes or when others are negative.** 32 27 43 46 75 95 63 

Does not require an adult present to help 
him/her calm down.** 21 20 48 60 75 87 64 

Expresses feelings easily/uses words to describe 
feelings. 29 45 47 60 76 94 65 

Does not have a hard time settling down after 
participating in an exciting or physical 
activity.** 

21 35 43 70 80 97 70 

Does not become easily frustrated and does not 
act up when attempting a new task that he/she 
finds difficult. 

13 27 42 67 89 99 65 

Does not believe that being criticised by peers is 
the worst thing in the world.* 43 51 57 63 72 92 68 

Does not put him/herself down when he/she does 
not do well on a piece of work.* 39 46 55 65 78 96 69 

Does not get easily overwhelmed when he/she 
does not understand something.** 15 30 47 71 93 100 74 

When angry, thinks before he/she acts. 21 41 67 79 92 98 73 
Controls how down he/she gets when someone 
teases, is not included or when receiving a bad 
grade.* 

32 51 62 79 91 98 74 

Controls how nervous he/she gets in pressure 
situations. 37 62 64 79 87 98 76 

Does not put him/herself down when teased or 
rejected by peers.* 50 56 62 75 86 98 76 

Seeks an adult to confide in when very upset. 55 62 74 80 88 96 82 
Controls himself/herself when very angry. 28 55 75 89 96 99 79 
Calms down when very upset.* 38 63 77 89 95 99 80 
Does not think that everything he/she does at 
school should be fun/exciting and if it isn’t, 
he/she shouldn’t have to do it.* 

36 66 83 91 95 99 81 

When upset, calms down within 10 minutes.** 65 73 90 91 94 99 91 
 

INDICATORS OF A POSITIVE SOCIAL 
ORIENTATION % % % % % % % 

Has good conflict resolution skills. 6 22 45 71 91 100 65 
Talks loudly enough so that everyone can hear.** 69 63 67 61 79 95 76 
Makes sure that everyone has a fair chance to 
win.* 17 45 66 78 90 98 71 

Readily tidies up after playing/working.** 28 48 60 81 92 99 80 
Shows confidence when playing with others.** 60 65 74 78 90 97 83 
Demonstrates good friendship-making skills. 27 57 79 92 98 100 81 
Can be trusted to follow rules and act 
responsibly. 21 61 82 95 99 100 81 

Has good empathy skills. 16 48 74 90 98 100 77 
Is able to be trusted to do what he/she says 
he/she is going to do.* 25 62 82 97 99 100 81 
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Does not condemn others for perceived slights 
and does not believe that retaliation is deserved.* 31 65 81 91 97 99 80 

Likes helping someone who has a problem.* 30 67 77 88 97 100 79 
Likes to make school/community a better place.* 26 62 79 91 98 100 79 
Tries hard not to say or do things that hurt 
other people’s feelings.* 25 61 82 92 98 100 80 

Listens to and accepts other people’s opinions. 29 63 83 94 99 100 82 
Values doing things to help others.** 38 60 80 92 98 100 88 
Cares about the environment.* 40 73 83 95 98 100 84 
Likes to meet new people.* 53 75 78 87 95 100 84 
Cares about other people’s feeling.* 33 76 88 97 99 100 84 
Does not think rules are stupid and that he/she 
shouldn’t have to obey them.* 36 75 89 95 97 100 84 

Respects others, including classmates from 
different cultural backgrounds.* 39 80 93 96 99 100 86 

Is honest (does not lie, cheat, steal)*. 50 84 93 96 98 100 88 
Does not use bad language and bad manners.* 47 86 94 98 99 100 88 
 
INDICATORS OF A POSITIVE WORK 
ORIENTATION % % % % % % % 

Does not lose concentration when faced with 
demanding learning tasks.** 4 12 18 47 72 97 57 

Raises hand to answer a difficult question.** 28 40 41 49 66 83 59 
Shows real confidence about doing difficult 
schoolwork.* 13 23 32 46 74 96 56 

Puts in extra effort in subjects/classes he/she 
finds difficult. 6 20 32 54 82 99 59 

Checks work when completed to make sure it’s 
correct.* 12 20 35 51 78 96 58 

When learning something new or difficult, 
shows independence by not immediately for 
teacher help.** 

17 20 37 65 82 96 67 

Plans his/her time so that gets work done when 
due. 15 25 42 63 84 97 63 

Does not have a hard time settling down after 
participating in an exciting or physical 
activity.** 

21 35 43 70 80 97 70 

Does not become easily frustrated and does not 
up when attempting a new task that he/she finds 
difficult. 

13 27 42 67 89 99 65 

Is organised (does not forget things, is not 
messy, writes down homework assignments 
clearly). 

22 40 53 70 85 97 68 

Makes sure he/she understands the teacher’s 
instructions before beginning an assignment.* 15 32 50 72 93 100 68 

Believes he/she has what it takes to be successful, 
even in difficult subjects/classes.* 21 39 50 68 90 99 68 

Does not get easily overwhelmed when he/she 
does not understand something.** 15 30 47 71 93 100 74 

Displays confidence when trying new 
activities.** 30 48 52 64 90 98 75 

Understands that mistakes are a natural part of 
learning.* 34 53 64 82 92 99 76 
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Does not put him/herself down when he/she does 
not do well on a piece of work.* 50 56 62 75 86 98 76 

Wants to do his/her best in schoolwork. 27 54 71 88 97 100 79 
Is good at working cooperatively with others on 
projects. 19 46 70 90 98 100 77 

Has skills needed to work on group 
projects/assignments.* 27 62 78 94 99 100 80 

Does not think that everything he/she does at 
school should be fun/exciting and if it isn’t, 
he/she shouldn’t have to do it. 

36 66 83 91 95 99 81 

Puts away materials in appropriate storage 
areas.** 39 70 78 91 96 100 88 

 
Important Note:  
Items with (*) only appear in the Social and Emotional Well-Being Survey (Teacher Form – Years 2 
-12).  
Items with (**) only appear in the Survey of Young Children’s Social and Emotional Well-Being 
(Teacher Form). 
Items in each category are ordered from highest to lowest amount that item represents of total 
SEWB. 
 
 
A Closer Look at What Teachers Are Saying About the SEWB of Total Sample of Students  
 
Of particular interest in terms of the overall sample are the percentages of students whose teachers 
say are likely to display the following negative indicators of SEWB: 
 

• 35% are not likely to volunteer 
• 30% are likely to under-achieve 
• 30% are not likely to go out of their way to help someone who seems unhappy 
• 23% do not have positive self-esteem 
• 23% are likely to worry too much 
• 22% are likely to disrupt classroom lessons/activities 
• 18% are likely to get into trouble a lot 
• 17% are likely to physically bully or verbally taunt other students 
• 16% are likely to feel they do not belong in school 
• 15% are likely to have gone through a week or more feeling unhappy and having stopped 

regular activities. 
 
It should be noted that the percentages of students who come under the different levels based on 
data from the teacher surveys differ significantly from the percentages calculated from data 
provided by students. This is in part due to teachers tending to provide higher levels of 
endorsement than students do of themselves in areas related to student experience and 
management of emotions. An additional factor is that teachers provide students with lower 
endorsements of social and emotional characteristics associated with having a positive work 
orientation, such as work confidence, persistence, and organisation than students do of 
themselves. 
 
What is of interest are the percentages of students at each level of SEWB who teachers indicate are 
likely to endorse different positive characteristics of SEWB. It can be seen from the data in Table 
5.2 that the percentages of students who fall into the Very Low Level of SEWB and who teachers 
say display different positive social and emotional characteristics are significantly lower than the 
percentages of students at higher levels. It can be seen that, as a rule, the higher the level of SEWB, 
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the higher percentages of social and emotional characteristics of students that are likely to be 
endorsed by teachers (and the lower the percentage of students who are more likely to be 
perceived by teachers as displaying negative indicators). For example, of the students at the lowest 
SEWB level: 
 

• 82% are not likely to volunteer 
• 77% are likely to under-achieve 
• 82% are not likely to go out of their way to help someone who seems unhappy 
• 67% do not have positive self-esteem 
• 33% are likely to worry too much 
• 71% are likely to disrupt classroom lessons/activities 
• 70% are likely to get into trouble a lot 
• 60% are likely to physically bully or verbally taunt other students 
• 59% are likely to feel they do not belong in school 
• 42% are likely to have gone through a week or more feeling unhappy and having stopped 

regular activities. 
 
The picture provided by teachers of these same negative indicators of SEWB for students who are 
at the highest SEWB level is quite different: 
  

• 2% are not likely to volunteer 
• 3% are likely to under-achieve 
• 1% are not likely to go out of their way to help someone who seems unhappy 
• 0% do not have positive self-esteem 
• 5% are likely to worry too much 
• 1% are likely to disrupt classroom lessons/activities 
• 0% are likely to get into trouble a lot 
• 1% are likely to physically bully or verbally taunt other students 
• 0% are likely to feel they do not belong in school 
• 1% are likely to have gone through a week or more feeling unhappy and having stopped 

regular activities. 
 
In terms of what teachers say about the resilience of students in the total sample, 80% of students 
are seen by teachers as being able to calm down when upset. However, it can be seen that fewer 
students at lower levels appear to teachers to have the ability to calm down when upset. This trend 
holds for teacher perceptions of students’ likely coping skills and positive, rational attitudes that 
support resilience. 
 
In terms of what teachers say about students’ positive social orientation in the total sample, with 
the exception of conflict resolution skills, 80% or more of students are likely to display social skills, 
values and positive, rational social attitudes. It can be seen that significant percentages of students 
who are at lower levels of SEWB are perceived by teachers as not having important social skills, 
values and pro-social attitudes. 
 
In terms of what teachers say about students’ positive work orientation in the total sample, 
teachers indicate that approximately 80% of students possess the requisite learning capabilities 
(confidence, persistence, organisation, work cooperation) that they need to manage their learning 
and to achieve success. Teachers say that students at lower levels of SEWB are most likely not to 
display these characteristics.  
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5.3 Similarities and Differences in Teacher and Student Perceptions of Student SEWB 
 

A comparison of teacher perception with student self-perception of SEWB illustrate similarities in 
specific indicators of student SEWB. It can be seen that students rate themselves higher in many 
negative emotional indicators (lose temper, worry, stress) than teachers rate students. Teachers 
rate the incidence of under-achievement higher in students than do students. Overall, students and 
teachers differ markedly from each other on about half of the different positive and negative 
indicators of SEWB. 
 
Similarities in Teacher Perception and Student Self-Perception of SEWB: Indicators of SEWB  

• Teachers say 86% of students are happy and 89% of students say they are happy. 

• Teachers say that 82% of students get along with most of their teachers and 84% of students 
say they get along with most of their teachers. 

• Teachers say that 15% of students do not feel like they belong in school and 23% of 
students say they do not feel like they belong in school. 

• Teachers say 18% of students get into trouble a lot and 22% of students say they get into 
trouble too much. 

• Teachers say 13% of students have felt hopeless and down and 20% of students say that 
during the past six months, they have felt so hopeless and down almost everyday for one 
week that they have stopped doing their usual activities. 

• Teachers say that 28% of students do not go out of their way to help someone who needs 
help and 20% of students say they do not go out of their way to help someone who seems 
unhappy or needs help. 

• Teachers say 20% have very few friends and 18% of students say they are lonely. 
 
Differences in Teacher Perception and Student Self-Perception of SEWB: Indicators of SEWB  

• Teachers say that 70% of students are achieving in school as best they can while 85% of 
students say they are going well in school. 

• Teachers say 33% of students do not volunteer while 51% of students say they do not 
volunteer to do things to make their school and community a safer and better place to live. 

• Teachers say about 30% of students under-achieve in much of their schoolwork while 48% 
of students say they could do a lot better in their schoolwork. 

• Teachers say 23% of students worry too much about their schoolwork or what others think 
of them while 42% of students say they worry too much about their schoolwork or what 
others think of them. 

• Teachers say 16% of students bully or verbally taunt other students while 37% of students 
say they are quite mean to other people. 

• Teachers say 13% of students lose their temper a lot while 35% of students say they lose 
their temper a lot. 

• Teachers say that 17% of students are not calm and are stressed while 31% of students say 
they feel very stressed. 

• Teachers say that 35% of students do not participate in many activities inside and outside 
of school while 24% of students say they do not participate in many different activities 
inside and outside of school (e.g. clubs, sport, music, drama). 
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A similar set of comparisons concerning a selection of indicators of student social and emotional 
capabilities associated with Resilience, Positive Social Orientation and a Positive Work Orientation 
is presented below. It will be seen that the greatest agreement between students and teachers is in 
their perception of student capabilities and behaviour in the social domain. In terms of Resilience, 
teachers rate students higher in their ability to manage their emotions than do students. In the area 
of Positive Work Orientation, students and teachers are close to agreement in their perceptions of 
students’ work disorganisation and pessimism when tackling difficult work. However, teachers 
rate students considerately lower in work confidence, effort, and students wanting to do their best 
in their schoolwork, than students rate themselves. Overall, there are more agreements in 
perceptions of teachers and students concerning different social and emotional capabilities than 
differences  
 
Similarities in Teacher Perception and Student Self-Perception of SEWB: Indicators of Social 
and Emotional Capabilities 

• Teachers say that 87% of students respect others including classmates from different 
cultural backgrounds and 94% of students say that they think it is important to treat others, 
including classmates from different cultural backgrounds, with respect. 

• Teachers say that 82% of students demonstrate good friendship-making skills (e.g. sharing, 
waiting turns, listening, conversation skills) and 90% of students say they know how to 
make friends. 

• Teachers say that 85% of students like to meet new people and 89% of students say they 
like to meet new people.. 

• Teachers say that 79% of students are good at working cooperatively with others on 
projects and 87% of students say that they are good at working cooperatively with others 
on projects. 

• Teachers say that 81% of students can be trusted to do what they say they are going to do 
and 86% of students say they can be trusted to do what they say they are going to do. 

• Teachers say that 78% of students have good empathy skills (understand how other people 
feel) and 84% of students say they are good at understanding how other people feel. 

• Teachers say that 81% of students try hard not to say or do things that hurt other people’s 
feelings and 81% of students try hard not to do or say things that hurt other people’s 
feelings. 

• Teachers say that 85% of students do care about the environment and 80% of students say 
they care about the environment (parks, waterways, animals) and do not want to make 
their community a better and safer place to live. 

• Teachers say that 80% of students like helping someone with a problem and 79% of 
students say they like helping people with problems. 

• Teachers say that 71% of students do not make sure everyone has a fair chance to win, even 
if it means they lose and 75% of students say they do not try to make sure that everyone 
has a fair chance to win, even if it means they lose. 

• Teachers say that 33% of students give up too easily and 35% of students say when they do 
not understand something, or something is boring, they give up too easily. 

• Teachers say that 36% of students do not plan their time so that so that they get all their 
work done when it is due and 33% of students say they do not think about planning their 
time so that they get all their work and jobs done on time. 

• Teachers say that 31% of students do not have good conflict resolution skills and 32% of 
students say they have difficulty resolving conflicts without fighting. 
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• Teachers say that 32% of students are disorganised and 31% of students say they are very 
disorganised, forget material they need for class, have messy papers and do not write down 
homework clearly.  

• Teachers say that 25% of students cannot control how down they get when someone teases 
them, they are not included by classmates, or receive a poor grade and 32% of students say 
they have difficulty controlling how depressed they get.  

• Teachers say that 28% of students put themselves down when they do not do well on a 
piece of work and 31% of students say that when they do badly in their schoolwork, they 
think “I’m a failure.” 

• Teachers say that 30% of students do not believe they have what it takes to be successful in 
their most difficult classes/subjects and 31% of students say that when they don’t 
understand something, they think “I don’t really have what it takes to be successful”.  

 
Differences in Teacher Perception and Student Self-Perception of SEWB: Indicators of Social 
and Emotional Capabilities  

• Teachers say that 78% of students want to do their best in their schoolwork while 93% of 
students say they want to do their best in their schoolwork.. 

• Teachers say that 60% of students put in extra effort in subjects/classes they find difficult 
while 82% of students say that they are persistent and try very hard to complete all their 
schoolwork.. 

• Teachers say that 36% of students do not express their feelings easily while 61% of students 
say that it is hard for them to describe how they feel deep down.. 

• Teachers say that 19% of students do not calm down when very upset while 48% of 
students say they have difficulty calming down quickly when they get very upset. 

• Teachers say that 25% of students act without thinking when angry while 47% of students 
say that when they get angry, they act without thinking. 

• Teachers say that 24% of students cannot control how nervous they get in pressure 
situations while 39% of students say they have a hard time controlling how worried they 
get. 

• 37% of students say they have difficulty controlling themselves when they get angry. 
Teachers say that 21% of students have difficulty controlling themselves when very angry 
while.  

• Teachers say that 17% of students think that everything they do at school should be fun 
and exciting and if it isn’t they shouldn’t have to do it while 36% of students say that they 
shouldn’t have to do schoolwork that is boring. 

• Teachers say that 17% of students condemn others for perceived slights and believe that 
retaliation is deserved while 32% of students say that when someone who treats them 
badly is a bad person and that it is okay to hurt them back. 

• Teachers say 41% of students do not show real confidence when doing difficult schoolwork 
while 31% of students say they are not confident when doing difficult schoolwork. 

• Teachers say that 14% of students think that rules are stupid and they shouldn’t have to 
obey them while 27% of students say that they cannot stand having to behave well and 
follow rules. 
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PART 6 
 

CONCLUSIONS AND RECOMMENDATIONS 
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This study has confirmed that the construct referred to as student social and emotional well-being 
(SEWB) can be represented by different aspects of school, home and community (“context”) of 
students, by different social and emotional competences (“individual”) such as the management of 
emotions and behaviour (resilience), relationships with people (positive work orientation) and 
management of schoolwork (positive work orientation). This finding alerts schools, homes and 
communities to provide ongoing support to young people, especially in the secondary years of 
schooling when the focus tends to be on academic achievement and where the influence of adults 
wanes and peer group influence grows. 
 
This report casts new light on the social and emotional well-being of Australian youth. As a result 
of the application of Rasch measurement, we are now able to describe student social and emotional 
well-being in terms of two scales, one based on student responses and one on teacher ratings, with 
each scale having six distinct levels. We can describe students in terms of their level of social and 
emotional well-being, from very low to very high levels. The very high level is characterised by 
students who display well developed and self-managed emotional, social and learning capabilities 
and who normally live in highly supportive and enriched schools, homes and communities. 
Additionally, these students are likely to experience positive emotional states and display strong 
character traits that are just beginning to be examined within the field of psychology.  
 
Young people at the lowest level of social and emotional well-being are those who have 
traditionally been viewed as having “mental health” problems. For these young people, their lives 
are characterised by a variety of negative social and emotional indicators (depression, worry, 
stress, anger, loneliness, low self-esteem, alcohol and drug use, under-achievement) and the 
absence of positive indicators (happiness, positive relationships with classmates, teachers and 
parents, volunteering to help make a better world). We can now see that along with their specific 
social, emotional and behavioural challenges, they lack the resilience, positive social orientation 
(social skills and values), and positive work orientation (learning capabilities) they need to 
experience positive social and emotional as well as learning outcomes. Additionally, the data 
reveal the likelihood that these young people do not perceive in their schools, homes and 
communities positive people and programs.  
 
The Rasch measurement analysis has reaffirmed the ecological view of mental health and social 
and emotional well-being. To understand young people, we must study both their outside and 
inside worlds. 
 
It is interesting to note that the level of student social and emotional well-being is not correlated 
with age or grade. There are students with very high levels of SEWB who are in early primary 
school and there are students with very low levels of SEWB at senior secondary school. That is not 
to say that the 6-year-old who has a high level of social and emotional development is likely to 
display the same social and emotional capacity for relating to others and managing their work and 
their emotions as a 16-year-old with a high level of SEWB. Rather, for any given age and grade, it 
is now possible to describe students who have greater or lesser levels of social and emotional well-
being in terms of the support (or lack thereof) of their environment (school, home, community) 
and their inner social and emotional strengths.  
 
It has been valuable to learn that different social and emotional characteristics contribute different 
amounts to students’ overall social and emotional well-being. Unexpectedly, perhaps, we have 
learned from the student survey that achieving to potential in schoolwork, being confident and 
persistent in schoolwork are characteristics that contribute a great deal. And from the perspective 
of the teacher, the ability to manage emotions and calm down contribute most to high levels of 
social and emotional well-being. 
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The evidence that girls display higher levels of social and emotional well-being than boys is not 
new. Girls are rated higher by their teachers than boys on many social and emotional capabilities 
that moderate school learning (e.g. wanting to do well in school, persistence, settling down to 
work, not losing concentration when faced with demanding tasks, planning time). They are also 
rated higher by teachers in many aspects of social orientation, including empathy, conflict 
resolution, and helping others in need, and in many aspects of social and emotional well-being, 
including persistence, time management, empathy, and conflict resolution skills. It would make 
sense that the curriculum caters for the needs of boys in these areas. 
 
The data highlighted some very important differences between younger students from very high 
(top 10%) and low socio-economic (lowest 25%) backgrounds in terms of the social and emotional 
capabilities needed for school success, positive relationships, and social and emotional well-being. 
It does appear that younger students from poorer home backgrounds as a group show significant 
delays in important social and emotional capabilities needed for formal learning and school 
readiness, such as raising hands to answer difficult questions, showing independence by not 
immediately asking for teacher help, being aware of time, working cooperatively, and not being 
easily overwhelmed by frustration when they do not understand something. 
 
The data presented on the social and emotional characteristics of over 10,000 students in the 
sample reveal large percentages of students experiencing social and emotional difficulties. Over 
40% of students say they worry too much while three in ten say they are very nervous/stressed. 
Over 20% of students say they have felt very hopeless and depressed for a week and have stopped 
regular activities. A third of all students say they lose their temper a lot and are sometimes quite 
mean to other people (bully). Two-thirds say they are not doing as well in their schoolwork as they 
could. Over 40% of students say they have difficulty calming down (poor resilience). It is clear that 
more needs to be done to educate students about their social and emotional well-being. 
 
It is clear from the data that parenting is a crucial contributor to student social and emotional well-
being. Parents of children with higher levels of SEWB accept their children as individuals, are 
interested in their education, provide activities that accommodate their interests and make time for 
them and listen. Achieving higher levels in children’s SEWB is supported by parent conversations 
concerning how to make friends and solve problems, the importance of confidence, persistence 
and organisation to school success as well as discussing different social values such as respect, 
honesty, fairness, caring, responsibility, and being a good citizen. Of particular importance is when 
parents spend time talking to their children about feelings. The parenting action that contributes 
most to children’s SEWB is when parents talk with their children about feelings and how to cope 
with them. Students who demonstrate lower levels of SEWB perceive that their parents less 
frequently engage in these positive parenting practices.  
 
It is clear from the data that students with very low levels of SEWB perceive the absence of many 
positive actions of teachers that research indicates contribute to student success and well-being. 
While students with a very low level of SEWB do perceive that their teachers discuss school rules, 
remind them to do their best, and say something positive to them, large percentages of these 
students are not likely to perceive that their teachers care about them, try hard to help and are nice, 
help them to believe they can be successful, talk to them about things other than school, and help 
them to appreciate people from different cultures. As well, significant percentages of students with 
lower levels of SEWB are not perceived by students as having discussions about important social 
values such as respect, caring, responsibility and good citizenship, about how to make friends and 
solve problems, as well as “feelings” and how to cope with them. Students with lower levels of 
SEWB also say they do not have a “say” in classroom rules. 
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It is also evident that the actions of adults and peers and the existence of youth-oriented programs 
is an additional context for understanding the level of student SEWB. In comparison with students 
with higher SEWB levels, students with low levels of SEWB perceive fewer opportunities to do 
things to make their community a better place, fewer activities that interest them, and fewer adults 
they can go to if they have a problem, who care about them, and who praise them for appropriate 
behaviour. Additionally, students with lower levels of SEWB are much less likely to say that they 
have friends who work hard and behave well.  
 
In light of these findings, the following recommendations are offered: 
 
Recommendation 1: Priority for Making Social and Emotional Well-Being as Important to the 
Mission of Education as Academic Achievement 
 
The mental health and social and emotional well-being of young people has within recent years 
become more explicit in curriculum standards and frameworks (what teachers are expected to 
teach and students to know).  
 
However, for many schools, academic achievement still remains at the core of school mission 
statements with social and emotional learning and well-being relegated to student welfare and 
pastoral care.  
 
In the present sample of students, almost 50% of students reported they are not learning about 
their feelings and how to manage stress, while 40% say they are not learning about how to make 
friends or how to solve interpersonal problems. 
 
Equations for determining level of school funding should take into account the distribution of the 
student population across SEWB levels. Schools with greater percentages of students with lower 
rather than higher levels of SEWB require different resourcing (services, programs) and are likely 
to require greater funding or a different funding base. 
 
Recommendation 2: Preventative Social and Emotional Learning Curricula Need to Be 
Introduced at All Levels of Schooling for All Students 
 
It is clear that positive emotional, behavioural and learning outcomes of all students are supported 
by a range of social and emotional capabilities that students utilise to manage their emotions and 
behaviour (resilience), their learning (learning capabilities) and their social behaviour (social skills 
and values). All three social and emotional domains of capabilities need to be planned for in 
national and state curriculum frameworks as well as within schools themselves. Additionally, a 
variety of learning experiences needs to be planned for students to enhance the positive character 
traits and positive emotional experiences associated with the very highest levels of social and 
emotional intelligence. 
 
It is clear that strong “values” programs in schools are necessary for all students. However, equally 
important to student well-being are student conflict resolution and social skills as well as learning 
capabilities (e.g., work confidence, persistence). Schools will want to ensure that students are given 
equal opportunities to gain from conversations and programs designed to communicate the full 
range of social and emotional capabilities. 
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Additionally, the data reveals that building strong relationships is a crucial part of student social and 
emotional well-being. However, the data from the survey indicates that schools should also focus on 
developing the inner social and emotional strengths of students. However, reviews of research (e.g., 
Goleman, 2004) clearly indicate the importance of having empirically-based social and emotional 
learning programs specifically taught throughout different levels of schooling as an additional 
component to student well-being programs. 
 
We need to teach all young people the ABCs of positive social and emotional well-being. Most 
children and adolescents do not acquire sufficient knowledge and skill about mental health and 
well-being from observing and listening to others. In order for children and adolescents to learn to 
cope with adversity and their own tendencies towards experiencing anxiety, depression and anger, 
they need to be taught: 
 
1.  Mental Health and Emotional Literacy. The following mental health concepts and principles are 
important for young people to understand: 

• In life, everyone is faced with difficult and challenging situations and people that lead to 
different feelings and behaviour. 

• The different feelings that everyone experiences have different names including 
anxiety/worry, feeling down/depressed, feeling angry (teach an emotional vocabulary). 

• Feelings vary in intensity from strong to weak. 
• When people get intensely upset (highly anxious, depressed, furious) about a difficult or 

threatening situation, it is hard for them to think and behave in ways that improve the 
situation or solve the problem. 

• The way people think about what happens to them determines to a very large part how upset 
them become. As Shakespeare observed: “Things are neither good nor bad but thinking 
makes it so.” Teach young people the following set of relationships: Happening->Thinking-
> Feeling->Behaving. 

• People can think about and interpret a negative situation in two ways: a negative, irrational 
one that often leads to extreme emotions and self-defeating behaviour or a positive, rational 
way that leads to helpful emotions and behaviour. 

• By changing your thinking from a negative, irrational interpretation of a negative situation 
to a more rational positive one, you can improve your mental health. 

• There are also a range of things people can do when they get extremely worried, down or 
angry to feel better, to improve the situation and improve mental health. 

 
2.  Positive, Rational Attitudes with Negative, Irrational Attitudes Eliminated. The ACER data 
reveal that students with lower levels of SEWB endorse a variety of stress-creating, negative 
attitudes including “self-depreciation,” which is the tendency to negatively judge one’s self-worth 
and value based on one’s behaviour or the opinions of others. It is suggested that teachers, parents 
and members of the community who have formed positive relationships with young people have 
discussions that involve: 
 

• Weakening “Self-Depreciation”, Strengthening “Self-Acceptance”. It is now clear that just 
about all young people who experience anxiety and depression have a tendency to put 
themselves down when “bad” things happen (failure, rejection, bad hair day). Teach young 
people that they are made up of strengths and challenges and never to rate themselves when 
things go bad (it is OK to rate their behaviour). “Self-Acceptance” is a cornerstone of 
positive social and emotional well-being. 

• Weakening Pessimism, Strengthening Optimism. It is also the case that depression-prone 
children have tendencies towards forming negative views of themselves, their surroundings 
and their future when negative things occur. Help correct these “thinking errors” by teaching 
young people that they can choose a more positive way to interpret negative events. 
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• Weakening “Intolerance of Others”, Strengthening “Acceptance of Others.” Children and 
adolescents who experience high levels of anger in the face of their perceptions of 
unfairness and inconsideration have a tendency to globally rate the worth of the offending 
person (“You’re a no-good so-and-so who deserves to be punished.”). Teach young people 
that it does not make sense to rate another’s worth on the basis of aspects of their behaviour 
they do not like. Teach young people to accept all people even when their behaviour or 
customs may displease them. 

• Weakening the Tendency to “Catastrophise” (blow things out of proportion) and 
Strengthening the Tendency to “Keep Negative Events in Perspective”. Young people of all 
ages when confronted with a negative event (e.g., not being invited to a party; being called a 
name) that is not life threatening can exaggerate their thinking “This is the worst things in 
the world, it’s awful and terrible.” Encourage young people to keep negative events in their 
proper perspective relative to life’s real catastrophes by thinking: “This is not so bad. It 
could be a lot worse.” 

 
Based on the work of Albert Ellis, Martin Seligman and other cognitive-behaviourally oriented 
theorists, different school-based curriculum programs now exist that provide teachers and student 
welfare coordinators with lessons and activities that help them develop these insights and 
understanding with young people (e.g., Bernard’s “You Can Do It! Education”; Knaus’ “Rational 
Emotive Education”; Vernon’s “Passport Program”).). 
 
3.  Resilience, Coping Skills. It is clear from the ACER data that we need to teach all young people 
different emotional self-regulation and behavioural control skills for handling difficult situations, 
solving problems and calming down. These include: 
 

• Be aware of how upset I am and deciding to keep calm 
• Challenge and change negative, irrational self-talk to positive, rational self-talk 
• Use relaxation techniques 
• Find someone to talk to 
• Find something fun to do 
• Find a “time out” area to de-stress 
• Exercise 
• Eat healthy foods 
• Have a good laugh and not taking myself or the situation so seriously 
• Be assertive 
• Problem solve to figure out how to make the problem go away 

 
4.  Positive Social Orientation: Social Skills and Values. Data from the ACER surveys reveal that 
the conversations parents and teachers have with young people about how to make friends and solve 
problems contribute a great deal to their social and emotional well-being. Data also indicates that 
significant percentages of students do not perceive such conversations taking place. Data also 
indicates that despite the best efforts of federal and state government to imbue values throughout 
the school community, students with lower levels of SEWB do not perceive they receive values 
education. 
 
5.  Positive Work Orientation: Learning Capabilities. It is recommended that a preventative, 
positive, social-emotional well-being program not only provide young people with knowledge, 
attitudes and coping skills to manage negative life experiences and negative emotions, it should also 
strengthen young people’s social and emotional competencies that help them to be successful in 
their schoolwork. These include: 
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• Work Confidence. Not being afraid to make mistakes, believing that you will be successful, 
offering opinions to difficult questions, and taking risks to do new or difficult things were 
you might not be successful at first. 

• Social Confidence. Not being afraid to express your opinion, not being overly concerned 
about whether others disapprove of you or hold negative opinions, and conversations skills 
that help you to make friends. 

• Persistence. Knowing that effort in the short-term produces success and doing things you do 
not feel like doing. 

• Organisation. Having goals to be successful, planning your time, breaking down long-term, 
complicated tasks into simpler steps (task analysis) and keeping track of resources and 
schoolwork. 

• Team Work. Knowing the things to say and do when working in teams that lead to success 
(The “Do’s”: listen, be respectful of different opinions, participate, do your fair share, help 
others, take turns fairly; The “Don’ts”: interrupt, talk too much, be critical of other 
classmate’s opinions, sit back and let others do the talking and work, insist on doing things 
your way, have too many opinions). 

 
When successfully implemented, a preventative social-emotional well-being curriculum will go a 
long way to helping ameliorate unacceptable low levels of children’s mental health as well as 
promote high levels of SEWB. There is little doubt, however, that other initiatives that help students 
feel more valued by and connected with their teachers, parents and community are equally 
important.  
 
Recommendation 3: Schools Need Support to Develop the Capacity to Deliver Social and 
Emotional Learning 
 
Schools today are recognising that the social and emotional learning of students is crucial in helping 
develop high levels of SEWB including academic success (e.g., Zins, Weissberg, Wang, & 
Walberg, 2004). The following is a list of best practices for integrating social and emotional 
learning through the school community (from Bernard, 2006a). 
 
Practice 1. Use of Social and Emotional Learning Capability Curricula. Teachers and others 
implement evidence-based, culturally appropriate classroom curricula (early childhood, primary, 
and secondary) that teach learner capabilities (e.g. Bernard, 2006c; Fuller, Bellhouse & Johnstone, 
2001; McGrath & Noble, 2003). 
 
Practice 2. Integration of Social and Emotional Learning Capabilities throughout Classroom. 
Teachers and others model, communicate, integrate and reinforce the learner capabilities taught in 
developmental curriculum programs during academic learning. Common practices include: visual 
representations (drawing/illustrations/pictures) of learner capabilities, classroom display of 
explicit statements that describe each learner capability, including examples of student behaviour 
that exemplify leaner capability being taught (e.g. “Goal Setting means …”), use of behaviour-
specific feedback by teachers to acknowledge students when they demonstrate learner capabilities 
(e.g. “You worked well with your team”), integration of learner capabilities in language arts, 
including children’s literature (e.g. analyse character traits of main characters of a book being read 
using learner capabilities), and integration of learner capabilities in daily classroom learning, and 
designing classroom awards around learner capabilities being taught. 
 
Practice 3. School-Wide Programming of Social and Emotional Capabilities. Schools identify 
opportunities to communicate to students the importance of different learner capabilities during 
the school day including: school assemblies, visual imagery through school grounds representing 
important learner capabilities (e.g. murals/student work/posters portraying positive social 
relationships, peaceful conflict resolution), school excursions and student awards. 
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Practice 4. Early Identification and Intervention. Put in place procedures for teachers of younger 
students’ (4 - 10 years of age) to survey the students’ learner capabilities. Greater attention and 
programming will then exist for students with significant risks factors and who have delays in 
learner capabilities. 
 
Practice 5. Incorporation of Social and Emotional Capabilities in Behaviour Management Policy 
and Practice. As a result of research indicating that students with behaviour (and achievement) 
problems experience delays in their personal, social and emotional development, school-wide 
behaviour management policy should incorporate strengthening of learning capabilities for all 
students and for those with chronic behaviour problems, and specific learner capabilities skills 
should be incorporated in behaviour management plans.  Students should be referred for anti-
social, non-compliant and/or aggressive behaviour, and receive recognition for displaying learner 
capabilities (e.g. work cooperation, academic confidence, resilience). 
 
Practice 6. Staff Development and Training in How to Teach Learner Capabilities. As a component 
of teacher, staff and administrator ongoing professional development, opportunities (conferences, 
professional learning communities, peer observation, discussion, sharing of good practices at staff 
meetings) should be facilitated in areas related to: ongoing staff development of all school 
personnel (administrative, academic, student support, ancillary staff) in their own personal 
learning capabilities (e.g. resilience, confidence). Practices that help build resilient classrooms (e.g. 
developing positive relationships with students having behavioural challenges, communicating 
high expectations for achievement and behaviour) should form part of staff development plan, 
with time allocated for Professional Development. Also, good teaching practices should be shared 
and illustrated. 
 
Practice 7. Parent and Family Involvement in Teaching Social and Emotional Capabilities. Schools 
should provide parents and families with opportunities to learn about how to support learner 
capabilities at home as well as how to strengthen their own social and emotional skills 
underpinning their own mental health.  
 
Practice 8. Assessment and Accountability. Systems need to be in place to assess and report on 
students’ social and emotional capabilities as well as the extent to which school culture, classroom 
climate and practices of teachers support student learning capabilities. 
 
Practice 9. Community Partnerships. Partnerships need to be established with community agencies 
(recreational, city council, business, religious, social service, police) that promote community-wide 
understanding of ways in which adults support improvement of students’ learning capabilities. 
 
Practice 10. Treatment. Referral mechanisms need to be built for providing effective personal, and 
social and emotional learning experiences for students with psychosocial and mental health issues 
that target strengthening of learning capabilities. 
 
Recommendation 4: Ongoing Professional Learning for Teachers that Support the Social and 
Emotional Development and Well-Being of Students at Lower Levels of SEWB 
 
There is now a collection of evidence-based good teaching practices that support student social 
and emotional well-being. It is vitally important that teachers of students with lower levels of 
SEWB make maximum use of these practices, especially with students who have behaviour 
problems. Some of these good practices include (from Bernard, 2006d): 
 
1. Develop positive relationships with students. 
2. Firmly communicate to students high, realistic expectations for achievement and behaviour. 
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3. Provide students with special responsibilities and involvement in classroom and school decision 
making. 
4. Provide students with class and school activities that accommodate their interests (e.g. technical, 
social, artistic, enterprising, investigative). 
5. Be sensitive to and accommodate cultural-gender differences among students. 
6. Make clear provisions for the safety of students in the class and at school. 
7. Provide a quality social and emotional learning curriculum in a school culture where students 
feel  respected, valued and supported. 
8. Provide students with a quality academic curriculum, explicitly teaching academic/content 
standards and provide multiple opportunities for students to be successful. 
 
Additionally, there are distinct teaching methods that cater for students with very low levels of 
SEWB (e.g. Wood, 1996). 
 
It is recommended that student social and emotional learning and well-being become an integral 
part of initial teacher training and ongoing teacher professional learning and development 
programs. 
 
Recommendation 5: Ongoing Assessment of Student Social and Emotional Learning and 
Well-Being 
 
In order to organise and evaluate new services and programs that support student social and 
emotional well-being, it is vital that baseline collection be initiated at every school to determine the 
social and emotional needs and strengths of the student population. While state governments are 
employing questionnaires that survey student attitudes, such efforts generally do not 
comprehensively measure the internal and external social and emotional characteristics that 
comprise student overall social and emotional well-being. 
 
It is recommended that on an annual basis, data be collected on the various domains of student 
social and emotional well-being, and state as well as school planning and decision making be 
guided by the results. 
 
The ACER surveys provide a scientifically-valid way to provide baseline and follow-up measures 
of the SEWB of groups of students. 
 
Recommendation 6: The Staffing and Design of Student Welfare Services Should Cater for 
the Distribution of Levels of SEWB in Their Student Population (Families, Community) 
 
Schools with high percentages of students at lower levels of SEWB require strong student welfare 
representation in order to cater for individual needs of students and their families.  
 
Additionally, it is clear from the data that students who present with similar problems of childhood 
demonstrate different levels of social and emotional well-being. Intervention and support program 
design needs to take into account students’ existing levels of SEWB. So, for example, students who 
present with depression or anxiety who are at higher overall levels of SEWB are likely to need more 
narrowly targeted interventions focused on the specific factors contributing to their specific 
emotional problems. Students with similar symptoms who are at lower levels of SEWB probably 
require a more extensive, broad focused interventions that targets all aspects of their ecology in 
addition to those that immediately surround their current emotional problems. 
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It is clear that students at different levels of SEWB may present with the same or similar problems 
of childhood. In comparison with students at higher levels of SEWB, students with lower levels of 
SEWB are likely to present with additional negative social and emotional indicators, poorer 
resilience, social skills and values and learning capabilities as well as weaker connections to their 
schools, home and communities. 
 
It is recommended that in planning intervention programs for students with low levels of SEWB 
that student support teams conduct strength-based assessment to identify areas where students can 
be better connected to positive adults in the community, develop stronger connection with their 
family as well as strengthen their connection with teachers and programs at school. Additionally, 
the need to strengthen students’ social and emotional capabilities in areas of resilience, positive 
social orientation and positive work orientation should constitute an important ingredient of 
intervention planning. 
 
Increasingly, individual programs of support for students who present with low levels of SEWB are 
implemented at the school level with a student support team consisting of personnel responsible for 
student welfare, teachers, specialist staff, and, when necessary, members of community 
organisations and agencies. 
 
Appendix 2 contains an illustration of a strength-building plan developed for a student with very 
low levels of SEWB (Bernard & Milne, 2007). 
 
Recommendation 7: Parent Education in Children’s Social and Emotional Well-Being 
 
It is clear from the data contained in this report that the actions of parents have a significant impact 
on the social and emotional well-being of their children. When students perceive the relative 
absence of positive parenting actions, students are likely to display many negative and few 
positive indicators of SEWB. 
 
High levels of student SEWB are associated with parents who are not only actively involved in 
parenting but who spend time discussing with their children important social and emotional skills 
they need to both understand and manage emotions, including coping with stress, but also how to 
make friends and manage conflicts. 
 
At federal, state and local levels, a priority needs to be increased investment in parents with a 
particular focus on strengthening school-home links, so that parents can have ongoing access to 
universally recognised effective parenting practices. Research indicates the following parenting 
practices as effective in promoting positive social and emotional well-being (e.g. Bernard, 2003c; 
Christenson, Rounds & Gorney, 1992): 
 
1.  Develop positive parent - child relationships 
2.  Communicate to child high expectations for achievement and behaviour 
3.  Provide activities that accommodate interests of child 
4.  Provide child with responsibility and involve in decision-making 
5.  Show interest and become involved in child’s education 
6.  Provide motivation (internal, external) for what child is learning 
7.  Develop child’s social and emotional skills and values. 
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Recommendation 8: Social and Emotional Learning for Boys  
 
As reported on, boys’ achievement (and behavioural problems) can partly be explained by the lower 
levels of SEWB of boys relative to girls (see Table 3.3). Therefore, extra attention needs to be given 
to boys to help them acquire the social and emotional capabilities they need to manage their own 
learning and behaviour. Additionally, the pedagogy of learning for boys needs to incorporate 
aspects of .community and home involvement reflected in the ecological model of SEWB described 
in the Report (see Figure 1.1). 
 
In order to close the gender gap in achievement and provide full equity and access for boys, a 
broad-based approach is advocated that includes strengthening community, school and home 
practices that are gender-fair, equitable and that meet the unique learning style, sex-role identity, 
and social-emotional needs of boys. As well, systemic solutions need to be introduced that have a 
direct influence on the development of the social and emotional capabilities of boys that open the 
doors for early success and follow-on full participation in all aspects of education. 
 
With a specific focus on the extensive problem of under-achievement in boys relative to girls the 
following recommendations are offered. 
 
Recommendations for Administrators 
 
1. Administrators should explore ways to counter the prevailing climate in schools that it is not 

“cool” to work hard and do well in school. 
 
2. Administrators should collect data/make observations concerning the extent to which boys 

perceive their school and achievement in school as a female domain where girls achieve and 
boys do well in sports. 

 
3. Administrators should collect and analyse data on the achievement of boys and girls to 

identify patterns of under-achievement and to evaluate prevention and intervention strategies 
and programs. 

 
4. Administrators should consider selective use of single-sex classes of learning groups for 

boys in English as a way of making it easier for boys to raise their achievement without 
other students being aware of the difficulties they are having and where boys feel more at 
ease to learn. 

 
5. Administrators should allow boys (and girls) to have formal input into school policy and 

decisions (e.g., discipline, uniforms, mission statement) as a way of enhancing their 
participation. 

 
6. Administrators with the support of students should decide on the appropriate forum for 

celebrating academic success in much the same way that sporting achievements receive 
attention, including focusing on those individuals who are making significant improvements 
in reaching goals set. 

 
Recommendations for Teachers 
 
1. Teachers should encourage boys to be academically confident (e.g., raise hand in class, 

answer difficult questions), persistent, organised (e.g., set goals to do their best, manage 
time, keep track of resources, write down assignments in complete detail), and to work 
collaboratively. 
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2. Teachers should employ cooperative-/collaborative-learning groups. 
 
3. Teachers should adopt more active and interactive teaching styles including role-play and 

drama. 
 
4. Teachers should make efforts to integrate computer technology in the teaching of reading 

and writing. 
 
5. As boys show reluctance in drafting and re-drafting their writing in comparison with girls, 

teachers should instruct students in editing and self-assessment strategies.  
 
6. Teachers should employ a clear framework (e.g., how much to write, how to structure their 

writing, criteria of success) to accompany writing assignments. 
 
7. Teachers should structure literacy assignments by breaking down large, long-term projects 

into smaller, short-term chunks. 
 
 
8. Teachers need to be made aware that positive relationships with boys – especially those who 

under-achieve or misbehave − are crucial in helping boys to decide to reverse the cycle of 
under-achievement. 

 
9. Teachers should work with groups of under-achieving boys to set individual goals for 

attainment in different subjects. 
 
Recommendations for Parents and Community 
 
1. School administrators need to meet with all parents to explain the issue of under-

achievement of boys and the challenge they face in reading, writing and language. 
 
2. Parents should be encouraged to read more to their sons as research indicates that parents 

are more likely to read to girls everyday than boys. 
 
3. Fathers should be encouraged to read more to their sons. 
 
4. Fathers should be encouraged to volunteer in the classroom during reading/language 

instruction. 
 
5. Fathers need to be provided with information concerning research that shows that the more 

time fathers stayed close to their sons, the better sons did academically, socially and 
emotionally. 

 
6. Parents should encourage sons to do “reading for fun” and provide reading materials in their 

homes (books, newspapers, magazines) that accommodate their sons’ interests. Parents 
should encourage their sons to read books daily at home, increasing the number of pages 
read as their sons grow older (e.g., grade 4 boys should read at least 11 or more pages daily 
for schoolwork and homework). 

 
7. Parents should encourage their sons to be academically confident (e.g., raise hand in class, 

answer difficult questions), persistent, organised (e.g., set goals to do their best, manage 
time, keep track of resources, write down assignments in complete detail), and to collaborate 
with other students in all subject areas with specific reference to English (reading, writing, 
spelling). 
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8. Boys need to see men who read for enjoyment (“Real men read”). 
 
9. Members of the community, especially males, should be encouraged to volunteer to mentor 

under-achieving boys in the area of literacy. 
 
10. Parent education classes should be offered that provide training for parents on how to help 

their sons improve their reading (e.g., paired/shared reading). 
 
Recommendation 9: School-Community Partnerships to Support Student SEWB 
 
Schools with high percentages of students at lower levels of SEWB need to work in close 
partnership with community agencies to help strengthen the links between “at risk” students and 
their families with support services and positive programs and adults outside of the home and 
school. 
 
The results from the ACER survey of student SEWB clearly show the important role the 
community plays in supporting student well-being.  
 
Community (other than schools, homes) consists of religious institutions, neighbourhoods, youth 
organisations, businesses, health-care providers, foundations, justice systems, the media, and 
government. The following are examples of practices that these community groups can engage in 
that support positive social, emotional and behavioural well-being in young people.  
 
Community Practice: Positive Adult−Young Person Relationships 
 

• Adults engage in daily acts that promote positive outcomes in students (support, 
affirmation, acknowledgement, recognition, limits setting, rewarding, listening, modelling, 
skill building, leading, helping and empowering) 

• Members of the community volunteer to read at school 
• Members of the community volunteer to mentor “at risk” students 
• Big Brother/Sister program 
• Grandparent involvement 
• Mother support group (activities with children) 
• Boy Scouts/Girl Scouts 
• Religious officials (priest, ministers). 

 
Community Practice: High Expectations Communicated for Achievement and Behaviour 
 

• Members of the community volunteer to read at school 
• Students spend time learning from the experiences of “older” generations 
• Youth service organisations provide programs to help rehabilitate/educate students who 

have behaviour problems 
• After-school study support programs (e.g. homework clubs) made available for all students 
• Members of the community volunteer to mentor “at risk” students 
• Adults provide positive reinforcement to students who have worked hard to achieve their 

goals and who have made responsible lifestyle/staying out of trouble choices 
• Members of the community model healthy behaviours (e.g. not drinking to excess, not 

driving while drinking) 
• Academic achievements of students recognised by community including media (radio, 

print) 
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• Adults communicate to groups of students (e.g. own children, other children) explicit rules 
for acceptable/unacceptable behaviour while students are in the community (e.g. curfew, 
smoking) and consequences 

• Students are connected to community-based mentoring programs 
• Companies offer to pay full salary while employees mentor students or attend parent - 

teacher conferences during the workday 
• Community organisations invite students to play active roles in committees that make 

decisions on youth-orientated projects 
• Community organisations invite students to events and activities that involve the “whole 

community” 
• Community communicates positive messages through billboards/signage 
• Business provide academic scholarships for university-bound students 
• Students held accountable for their actions (e.g. drinking, vandalism) 
• Community members take responsibility for communicating boundaries/limits and 

enforce them when necessary 
• Drop-in centres (homework club, tutoring centre) 
• Religious leaders communicate high expectations 
• Billboard advertising throughout neighbourhood for promotion of values. 

 
Community Practice: Opportunities for Positive Peer Interaction 
 

• Students offered opportunities within and outside of school to get to know peers outside of 
their immediate/school peer group 

• Peer, cross-age tutoring, study support offered inside and outside of school 
• Promote peer, cross-age fostering to help younger students accommodate to the changes in 

schools, grade levels and help older students bond with younger people other than peers 
• With students’ involvement from diverse groups, develop interest-based youth groups and 

clubs 
• Recreational/community/city sport teams 
• Craft/arts classes offered after school 
• Boy Scouts/Girl Scouts 
• Library-centred activities (e.g. reading clubs) 
• After-school chess club 
• Band 
• Youth leadership groups 
• Religious organisations arrange youth nights 
• Dance class 
• Youth organisations. 

 
Community Practice: Places/Activities That Accommodate Student’s Interests (clubs, teams, 
organisations) 
 

• Strengthen, expand and communicate about the availability of out-of-school activities for 
youth 

• Introduce new after-school programs and clubs that accommodate a wide variety of 
interests, including hobbies, sports, gardening, art, craft, chess, environment, foreign 
language, and current events 

• Students are connected to community-based mentoring programs 
• Businesses make available work experience opportunities that cater for diverse interests of 

students 
• Offer adventure/outdoor education programs 
• Community/youth-service organisations provide venue for open forum discussion on 

specific current topics pertaining to youth 
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• Provide locations (youth group building, recreation centre, supervised outdoor park) 
where youth can meet and “hang out” in a safe, healthy and friendly environment 

• Skateboard parks 
• Church-sponsored events 
• Business/city-sponsored apprenticeship opportunities 
• Local sports team venues. 

 
Community Practice: Opportunities for Students to Contribute to Community 
 

• Provide multiple ways for students to engage in community service 
• Involve students in leadership roles and program planning in different youth-service, 

community and city committees 
• Offer students school credit for participation in service learning and community volunteer 

experiences 
• Offer students responsibility in taking care of and keeping clean all facilities used by youth 

including their school. Offer credit for participation 
• ‘Clean up your community’ events 
• Involvement in recycling projects 
• Provide varied service-learning opportunities (e.g. car washing, feeding the homeless, 

volunteering at convalescent homes/hospitals). 
 
Community Practice: Community Education 
 

• In media (newsletters, newspapers, public events), provide community members with 
“success” stories of citizens who make extra effort directed at developing positive 
outcomes in students 

• Hospitals provide all new parents with information on good parenting practices that 
support positive outcomes 

• Supermarkets “publicise” important values, capabilities of students on grocery bags and 
shopping carts 

• Restaurant designs placemats incorporating messages that support students’ positive 
outcomes 

• Radio stations air messages during the day that communicate good practices and “success” 
stories 

• Centres for “at risk” students (runaways, pregnant, unemployed) offer year-long training 
programs fostering personal competence/positive attitude/values development 

• Youth service organisations develop ways to educate parents concerning good parenting 
practices and youth development competencies 

• Local press covers stories on students from diverse backgrounds who have set and 
achieved high academic goals 

• After-school homework “clubs” teach study skills, positive mindset for achievement 
(confidence, persistence, organisation, collaboration), getting along and emotional 
resilience skills 

• Community mentors incorporate within one-on-one or small group mentoring the 
development of students’ personal competencies/positive attitudes/values 

• Athletic coaches/sporting clubs incorporate students’ mental approach as part of their 
training 

• Probation programs incorporate personal competencies/attitudes as part of 
“rehabilitation” process 

• School-to-work, pre-employment and unemployment training programs incorporate 
positive mindset for success (confidence, persistence, organisation, collaboration), getting 
along and emotional resilience skills 

• Community meetings/town hall meetings where students/adults can exchange views 
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• Names and locations of support/help groups 
• Media/radio public service announcements 
• Community website 
• Local newspaper features column written by youth 
• Different community organisations (police, fire departments) educate youth about how to 

be good citizens. 
 
The often-quoted view that “It takes a village to raise a child” reminds all of us that no one teacher 
or program can raise the social and emotional well-being of all students. The negative effects of 
young people growing up without positive parental interest and support, without school success, 
without positive peer pressure and without strong social and emotional capacity are difficult to 
eliminate. However, the authors of this survey are optimistic that if we tackle the challenge 
ecologically and we go about planning for the social and emotional well-being in strategic ways 
based on the above recommendations we can collectively make a big difference. 
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APPENDIX 1 
 

CAPABILITIES FOR  
HEALTHY YOUTH AND COMMUNITIES 

 
 

The research articles that appear in the following pages present data that substantiate the 
relationships among community, school, home and student factors and positive social, emotional 
and achievement outcomes in young people (see Part 1, Figure 1). The different factors gave rise to 
the construction of the different items contained in the various social and emotional well-being 
surveys.
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APPENDIX 2 
 

EXAMPLE OF A STRENGTH-BUILDING PLAN FOR  
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	ACRONYMS
	External Assets. The first 20 developmental assets focus on positive experiences that young people receive from the people and institutions in their lives. A community’s responsibility for its young people involves the provision of external assets. Four categories of external assets are included in the framework: 
	Internal Assets.  Caring adults must make a similar commitment to nurturing the internal qualities that guide positive choices and foster a sense of confidence, passion, and purpose. Young people need this wisdom to make responsible decisions about the present and future.  The framework includes four categories of internal assets: 

