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INTERNATIONAL & COMPARATIVE EDUCATION | REVIEW ARTICLE

Perceived teacher support in secondary 
education from 1980 to 2019: An integrative 
review
Violeta Lozano Botellero1, Stine M. Ekornes2,3, Siv M. Gamlem2, Wenche Torrissen1,4 and 
Helga Synnevåg Løvoll1*

Abstract:  How teacher support is perceived in secondary school was a main 
purpose for examination. As teacher support is a multidimensional construct, we 
conducted an integrative review to identify and analyze longitudinal and cross- 
sectional research trends, common practices, and general results in the field of 
perceived teacher support in secondary education. Following the PRISMA guidelines, 
a total of 198 articles were analyzed by abstract/methods and 95 by full-text. Our 
results suggest that teacher support is strongly related to academic motivation, 
health, and wellbeing but several gaps in the research literature needs attention. 
Subject topics are rarely reported, except for science, technology, engineering, and 
mathematics (STEM) and physical education, which make the body of research 
insensitive for various learning situations and teacher competence. The research is 
mainly quantitative, addressing the need for more qualitative studies. The teacher 
perspective is also sparse. The literature has mainly focused on three types of 
support: social/emotional, autonomy, and academic support. The research in the 
area has grown steadily since 1980, with a marked increase in publications and 
research quality since 2009. More research using qualitative and mixed methods 
and focusing on teachers’ perspectives is needed in addition to more adherence to 
APA guidelines.

Subjects: Education - Social Sciences; Research Methods in Education; Secondary 
Education 

Keywords: secondary education; perceived teacher support; literature reviews; research 
trends

1. Introduction
How to best support students in their social and academic learning is a fundamental question for 
all teachers, regardless of national, cultural, and subject specific contexts. The OECD’s Education 
2030: The Future of Education and Skills Project states that schools are facing increasing demands 
to prepare students for a rapidly changing future, and in order to help them to thrive, learn, and 
develop, teachers need to equip students with a broad range of skills, such as cognitive and meta- 
cognitive skills, social and emotional skills, and practical and physical skills (OECD, 2018, 2021). 
Obviously, the complex demands require complex support, making teacher support a key aspect to 
promote student learning and development. Hence, the focus of this review was to explore 
students’ perceptions of receiving support from their teachers, and teachers’ perceptions of giving 
their students such support. The focus on perceived support is distinct from observed support and 
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relies on students’ and teachers’ self-reports. Our study includes several related concepts of 
support and seek to get an overview of various impacts of teacher support to look for trends, 
strengths, and gaps in the research.

An integrated understanding of how teacher support contributes to student learning and 
school adaption is essential. Several meta-analyses have linked teacher support with academic 
achievement (Givens Rolland, 2012), positive academic emotions (Lei et al., 2018), wellbeing (Chu 
et al., 2010), and fewer depression symptoms in youth (Rueger et al., 2016). Students are 
especially vulnerable in the transition to secondary education, which is experienced by most 
students as a stressful event, and it can be accompanied by several stress factors, such as fear of 
being bullied, increased workload, changes in peer relationships, and new environments (Zeedyk 
et al., 2003). At the same time, secondary education coincides with early adolescence, a period 
during which important psychological, biological, and social development occurs (Anderson et al., 
2000). How to best support students during secondary education is, therefore, a fundamental 
question for all teachers, school leaders, politicians, and policymakers regardless of national, 
cultural, and subject-specific contexts. High-quality research on perceived teacher support in 
secondary education is therefore needed. Even though there is a long tradition of educational 
research in this area, little is known about the specific research trends and characteristics of 
studies on perceived teacher support in secondary education and how they have evolved through 
the years. To improve the quality and the scope of publications in this field, we need more 
knowledge about the quality and characteristics of the methodologies used, designs, sample 
characteristics, and variables investigated over the years. A general aim of the review was to 
investigate how international research on perceived support in secondary education has been 
carried out and developed over a period of 40 years. This includes the identification of long-
itudinal and cross-sectional research trends and characteristics of original research articles on 
perceived teacher support in secondary education, which are published in peer-reviewed journals 
since the inception of this research field.

1.1. The construct of teacher support
Our study includes several related and overlapping concepts of support, encompassing social, 
emotional, instructional, instrumental, academic and autonomy support. These concepts partly 
overlap and are complementary to each other, but also possess their own unique qualities, which 
altogether form the multidimensional construct of teacher support.

As researchers, we acknowledge that a variety of conceptualizations have been proposed for 
defining and identifying teacher support and that it may be understood and defined differently in 
different cultural, national, and geographic contexts. However, it is widely agreed that social 
support is derived from many sources (i.e., parents, peers, and teachers) and is often referred to 
either as a global concept, including belongingness and positive relationships in general, or a more 
specific construct emphasizing emotional and instrumental support (Danielsen et al., 2011; Song 
et al., 2015; Tian et al., 2013). A common definition is that social support refers to “individuals’ 
perception of being cared for, appreciated, and included by people in his/her social network” 
(Margraf & Pinquart, 2016, p. 260) or as “the perception of how much support from social networks 
is available if needed” (Lebacq et al., 2019, p. 896). Malecki and Demaray (2003) also point out that 
social support may include both available support and acted-on support and is a kind of support 
that is likely to buffer adverse outcomes and enhance the individual’s social functioning. For 
example, some studies have identified social support from teachers as a protective factor against 
depression among students (Reddy et al., 2003; Rueger et al., 2016) and against negative long- 
long term outcomes for students who have been bullied (Flaspohler et al., 2009; Margraf & 
Pinquart, 2016). Moreover, social support is often linked to self-determination theory (Deci & 
Ryan, 2000), seeing social support as a factor that facilitates the satisfaction of the fundamental 
human needs for competence, relatedness, and autonomy, and includes support in all these three 
domains (Shen et al., 2010).
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The concept of autonomy support from teachers has been defined as “acts or instructions to 
identify, encourage, and develop internal motivational resources such as their interests, prefer-
ences, goals, and psychological needs” among students (Maldonado et al., 2019, p. 2). Autonomy 
support is sometimes defined as a “teaching style” (Fin et al., 2019) characterized by low levels of 
teacher control and high levels of student agency. It is also conceptualized more as 
a “motivational approach” in which teachers are aware of the importance of offering students 
choices regarding working pace and task difficulty level and are responsive to students’ perspec-
tives (Patall, Steingut et al., 2018). A combination of the two is found in the perspective of 
autonomy support as a “motivating style” in which the teacher in an autonomy-supportive 
motivation style utilizes students’ individuality to facilitate their inner motivation as opposed to 
a controlling motivation style in which the teacher’s interests and values form the point of 
departure (Haerens et al., 2018).

By emphasizing regard for students’ perspectives, autonomy support is tangential to emotional 
support, as conceptualized in the Teaching Through Interactions (TTI) framework (Pianta & Hamre, 
2009). Here, emotional support, classroom organization, and instructional support constitute the 
three main domains for teacher–student interaction. Emotional support comprises positive com-
munication in the classroom, teachers’ demonstration of genuine interest in their students’ inter-
ests, sensitivity toward their students’ feelings, and efforts to facilitate student agency and 
freedom of choice (Ruzek et al., 2016). In the TTI framework, instructional support is operationa-
lized through the subdomains of concept development, quality of feedback, language modeling, 
and richness in instructional methods (Hamre et al., 2009). This includes teachers’ ability to 
promote higher-order thinking skills among their students, expand learning, and promote deep- 
level understandings through feedback interactions. Against this background, the concept of 
academic support includes both emotional and instructional support, aiming to facilitate students’ 
learning processes.

Finally, instrumental support is often referred to as students’ perceptions of having access to 
practical help or resources to solve concrete problems. This includes teachers’ ability to clarify 
misunderstandings, model behavior, or provide concrete tools for problem solving (Federici & 
Skaalvik, 2014). Moreover, Malecki and Demaray (2003), with reference to House (1981), define 
instrumental support as a sub-dimension of social support, together with emotional support, 
informational support, and appraisal support. In sum, teacher support is a multidimensional 
construct comprising different types of support appropriate to meet students’ various social, 
academic, and emotional needs (Suldo et al., 2009).

1.2. Recommended research guidelines and trends in educational research
Educational research commonly follows the research guidelines and reporting standards of the 
American Psychological Association (APA; American Psychological Association, 2020; Appelbaum 
et al., 2018; Levitt et al., 2018), and follows the IMRaD model (introduction, methodology, results, 
and discussion; Pyrczak, 2016; Silvia, 2015). It is widely recommended, for example, that an article 
include the reporting of clear research questions, research design, data collection, and analysis 
methods and a discussion of the limitations of the study (Coates, 2020; G. King, 1995; Lyon et al., 
2017). However, analyses of different educational journals in 1983 showed that half of the articles 
did not contain explicit research questions (Dillon, 1983), and more recent analyses of empirical 
articles from the Social Sciences Citation Index found that almost half of the articles were missing 
sampling strategy, a third did not discuss limitations, and a fifth were missing data analysis 
methods (Coates, 2020). Moreover, APA recommendations highlight the importance of reporting 
demographic variables, such as age, gender, ethnicity, and socio-economic status (SES; American 
Psychological Association, 2020). Concerns about the inconsistent reporting of demographic vari-
ables in educational studies have been previously raised (Smith et al., 1984), emphasizing the need 
to report more precise demographic data (American Speech-Language-Hearing Association, 1991). 
Advances in this regard have been made, but there is still inconsistency in the reporting of age, 
race/ethnicity, and SES in educational research (Gaias et al., 2020; Reed et al., 2013; Sinclair et al., 
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2018). To understand the current status and the evolution of the research standards in the field of 
teacher support in secondary education, research analyzing these practices in the last decades is 
needed.

It is also important to assess the type of research approaches, designs, and methods used in 
educational research in the field of teacher support. There are data suggesting that educational 
researchers tend to favor quantitative approaches to the detriment of qualitative and mixed- 
methods studies (Egmir et al., 2017; Hrastinski & Keller, 2007; Hutchinson & Lovell, 2004; 
Onwuegbuzie, 2002). Similar results have been found in the field of teacher support for career 
development (J. Zhang et al., 2018). However, to our knowledge, there are no data assessing these 
questions in the field of teacher support in secondary education. To meet the requirements defined 
by the OECD (2018, 2021), and help teachers to provide authentic and relevant support, we need to 
identify the gaps in this field to be able develop a deep understanding of teacher support that 
covers relevant demographic variables and a broad spectrum of methods.

1.3. Research questions
Our two main research questions in the context of research on perceived teacher support in 
secondary education are as follows:

(1) What are the main types of teacher support investigated and the main variables they have 
been related to?

(2) What are the research characteristics, practices, and trends of peer-reviewed original 
research studies on perceived support in secondary education, and how have they changed 
throughout the years?

2. Method
We conducted an integrative review (Cronin & George, 2020; Toronto & Remington, 2020) of 
original research studies doing research on perceived teacher support in secondary education 
published in peer-reviewed journals. A systematic four-step process following the PRISMA guide-
lines (Page, McKenzie et al., 2021; Page, Moher et al., 2021) was conducted, including 1) searching 
for studies, 2) a multi-step screening process according to a priori inclusion criteria, 3) an analysis 
of the selected studies according to a priori quality indicators, and 4) a descriptive and qualitative 
synthesis of the selected studies (Figure 1).

2.1. Inclusion and exclusion criteria
Peer-reviewed original research articles from 1980 until 2019 studying perceived teacher support 
in secondary education were included in the review (Figure 2). All types of perceived teacher 
support were incorporated. We included studies with student samples ranging from 11 to 
18 years old. Studies involving other age ranges were also included if specific results for the 11- 
to 18-year-old age range were provided. All types of schools were included (middle school, junior 
high school, senior high school, combined junior–senior high school, and corresponding classifica-
tions) except special schools. Studies with pre-service teacher samples were excluded. All types of 
methodologies and study designs were included as long as the article was an original peer 
reviewed research article. Reviews and meta-analyses were excluded. Observational studies not 
including measures for perceived teacher support were also excluded. Languages included in full- 
text articles were English, Spanish, Norwegian, Danish, and Swedish. Journals were checked for 
scientific quality by being included as peer-reviewed journals. A Norwegian journal register of peer- 
review journals was used for this purpose (The Norwegian Register for Scientific Journals, Series 
and Publishers, 2021).

The two non-exclusive inclusion categories created were (1) included by abstract/methods and 
(2) included by full-text (see, Figure 1). Studies in the first category fulfilled all the inclusion criteria 
and were included by abstract/methods. Studies in the second category (included by full-text) were 
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Figure 1. Flow Chart
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chosen from the first category (included by abstract/methods), filtering out all studies that did not 
explicitly include perceived teacher support in their research question, those that did not discuss 
limitations, and/or articles that did not pass critical appraisal.

2.2. Search and screening strategy
We conducted a database search in Embase, ERIC, Medline, PsychINFO, and PubMed on the 28th of 
May of 2019. We did not use any filters for language and publication date in the database search. 
We conducted our search using text words within title and abstract fields using multi-field search 
features to retrieve results including all our search words. Our search terms were perce* (to include 
all possible related terms to perception and perceived), teacher, and support. In the ERIC database, 
we restricted our search using filters for education level, removing non-secondary education 
publications. In both ERIC and PsychINFO, the searches were limited to peer-reviewed articles 
(see Appendix A for details on search strings and filters. Online only).

All the database results were imported to EndNote X9 and X20, where duplicates were removed. 
The remaining titles were imported to Excel (Office 365 Version: 18.2002.1101.0) for further 
deduping and for the rest of the screening process.

Two teams of two independent reviewers inspected all the articles following the inclusion criteria 
first by title and then by abstract. When the abstracts contained insufficient information, the 
method sections were used to determine whether to include or exclude the articles.

2.3. Quality assessment
All articles included by abstract/methods were critically assessed by the two teams of independent 
reviewers. To apply the same quality assessment to all articles, we developed an assessment scale 
based on the Scale for the Assessment of Narrative Review Articles (Baethge et al., 2019), following 
the recommendations of Jesson et al. (2011) and Mårtensson et al. (2016). We included in total 
seven items evaluating the rationale of the article, aims, research questions, design, analysis, 
presentation of data, results, and limitations (Appendix B. Online only). Each item was coded from 
0 to 2. Articles not reaching a minimum of six points were excluded. When the independent 
reviewers did not reach agreement, a third reviewer inspected the articles and made the final 
decision. Articles that did not discuss limitations were excluded from the “included by full-text” 
category.

2.4. Data extraction and synthesis
The extraction of data was conducted using a structured database in Excel, coding the relevant 
variables for the qualitative characteristics of the articles (see, Figure 1), research approach and 
design (Figures 3 and 4), support type (Figure 5A), dependent variables related to teacher support 
(Figure 5B), support measuring instrument (Figure 6), and subject type (Figure 7), country 
(Figure 8), and age (Figure 9). Text, number, and binary coding methods were used. Missing age 
data were inputted from reported school grade.
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Figure 4. Research Approach 
and Design From 1994 to 2019

Figure 5. (A, B) Support type and 
related variables from 1994 to 
2019
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The data extraction process started during the quality appraisal. Reviewers coded variables 
related to the qualitative characteristics of the articles and demographic variables. The rest of 
the variables were coded by a different researcher, who also conducted a randomized quality 
check of the variables in Excel. If errors were detected, all included articles were checked to correct 
the data within a variable category.

Two blocks of descriptive analysis were conducted in Excel. The first comprised all articles 
included by abstract/methods and the second one all articles included by full-text. A short narra-
tive summary of a subset of articles included by full-text was conducted with the purpose of giving 
a brief overview of the general results on perceived teacher support in secondary education.

3. Results and discussion

3.1. Results from the literature search
The search produced a total of 4,569 publications, of which 3,553 remained after deleting duplicates. 
Of these, 2,931 were published in high-quality, peer-reviewed journals, as stated by the Norwegian 
Register for Scientific Journals. This resulted in 852 studies analyzed by abstract/methods sections 
after screening by title, giving a total of 198 articles conducting research related to perceived teacher 
support in secondary education. After excluding those that did not have perceived teacher support as 
an explicit variable in their research question and those articles that did not fulfill quality standards 
after critical appraisal, a total of 95 articles were included by full-text.

One hundred and ninety-eight articles published from 1980 to 2019 were analyzed and synthe-
sized by abstract/methods. Ninety-five articles published between 1994 and 2019 were analyzed 
and synthesized by full-text (see, Figure 1). Seventy-five articles were included in the thematic 
narrative summary (see Appendix C for a complete list of included articles. Online only). Most of 
the studies were published between 2009 and 2019 (152) and in the Journal of Educational 
Psychology (9) and Social Psychology of Education: An International Journal (8).

3.2. Main types of support, dependent variables, and support perspective
We found that the three main types of teacher support researched by the literature are social/ 
emotional, autonomy, and academic and are mainly related to academic, motivation, and health- 
related variables (Figure 5).

In contrast, in a review on teacher support for career development, J. Zhang et al. (2018) 
identified three categories of teacher support in the 18 articles analyzed: general, autonomy, 
and specific teacher support.
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The concepts of social and emotional teacher support were intertwined in the analyzed litera-
ture and were commonly measured using the same items. The same was true for academic and 
instructional teacher support.

All 95 articles included by full-text, studied the support provided by teachers; 40.0% also studied 
the support provided by peers and 26.3% the support provided by parents. Interestingly, only one 
of the included studies reported from the teacher perspective. Given the overall important role the 
teacher has in their perception of students’ needs for support, the current evidence is skewed.

3.2.1. Support-measuring instruments
Regarding the instruments used to measure perceived teacher support, we found that standar-
dized instruments were the preferred data collection method (71, 79.0%), followed by self-made or 
adaptations from other self-made scales/items (29, 30.5%; Figure 6).

Among the standardized instruments, we identified 40 different measures. This result contrasts 
with the results from Metheny et al. (2008). They conducted an introductory review of standardized 
measurements of perceived teacher support in the field of adolescent career development and 
identified 16 different measures with basic psychometric properties provided. Of these, 12 were 
subscales of other instruments and three were standalone self-made measures. The authors 
argued that even though there are several instruments to measure perceived teacher support, 
they often measure a limited type of support, are subscales of larger instruments, and provide only 
preliminary evidence of validity. Although we did not code how many of the standardized instru-
ments were subscales or whether the self-made items had provided psychometric properties, 
there were several subscales included among the 40 different measures to assess perceived 
teacher support. Our results also suggest that there is not a unifying instrument for measuring 
all types of perceived teacher support and that many researchers prefer to develop their own 
items. The development of a unifying standardized instrument for measuring all the different 
dimensions of perceived teacher support is needed.

3.2.2. Specific school subjects
We found that most articles (65.3%) did not focus on one specific subject; 16.8% studied perceived 
support in the context of STEM-related subjects, and 15.8% studied perceived support in the 
context of physical education (Figure 7A). The three main types of support (i.e., social/emotional, 
autonomy, and academic) have been studied in both physical education and STEM-related subjects 
(Figure 7B).

1
1
1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2

3
3
3
3

5
5

8
15

35

Austria
Brazil

France
Greece

Hungary
Jordan
Latvia

Malaysia
Poland
Russia

Slovenia
Sweden

The…
Estonia
Finland

Israel
Italy

Singapore
Turkey

United kingdom
Australia
Canada

South Korea
Spain

Belgium
Germany

Norway
China
U.S.A.

n = 95

Figure 8. Countries where stu-
dies were conducted in from 
1994 to 2019

Lozano Botellero et al., Cogent Education (2023), 10: 2164648                                                                                                                                        
https://doi.org/10.1080/2331186X.2022.2164648                                                                                                                                                       

Page 9 of 24



In physical education, autonomy support has been studied as a motivational principle, whereas 
academic and socio-emotional support, as part of the learning outcome in physical education, 
have been less studied. The lack of report of disciplines studied on the role of teacher support is 
a critical aspect of the international research as different working methods within disciplines as 
well as other contextual factors, such as physical learning environment, the use of out-of-school 
pedagogy, arts-rich schools, and the physical placement of the school site, including trees and 
green playing opportunities (or not), would influence the need for and way of giving support. For 
example, the perception of support in physical education is rarely studied in rural areas (results not 
shown). Our results show that another gap in the literature is the lack of studies in the context of 
artistic subjects and other practical disciplines, which could include working methods where 
students perceive support. Arts education could have many benefits when teachers hold an arts 
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education (Bamford, 2014), but the value of arts education for student support needs more 
empirical evidence.
3.3. The positive effects of teacher support
The results from our narrative review suggest that there is sufficient evidence supporting the 
relationship between perceived teacher support and an array of positive effects related to aca-
demic, motivation, and health-related variables. This is in line with the results from different meta- 
analyses and reviews on the effects of teacher support (Chu et al., 2010; Givens Rolland, 2012; Lei 
et al., 2018; Rueger et al., 2016; J. Zhang et al., 2018). As a general finding, the focus of teacher 
support as a genuine skill for students to thrive is essential. However, in understanding how 
support is perceived within students, there are many gaps in the research pointing at the under-
studied processes within subjects/disciplines, the urban versus rural qualities of the school, and the 
relation between concepts of support.

In a meta-analysis on classroom goal structures and their relationships with student outcomes 
in middle and secondary school, Givens Rolland (2012) analyzed 49 studies including 31,409 
students from 6th through 12th grades and found that teacher socio-emotional and instructional 
support was positively related to students’ academic achievement as well as to socio-emotional 
factors including self-efficacy, interest in class, and prosocial behaviors and goals. These results 
are in line with J. Zhang et al. (2018), who conducted an integrative review in the field of teacher 
support for career development, analyzing 18 articles, and found that teacher support, in general, 
has positive effects on students’ career development, including (among others) career decision- 
making satisfaction, vocational and educational self-efficacy, and career commitment. Moreover, 
teacher support seems to be more strongly associated with positive outcomes in career develop-
ment variables compared to parental and peer support.

In a meta-analysis on the association between teacher support and students’ academic emo-
tions, Lei et al. (2018) analyzed 65 studies including in total 58,368 students. They found 
a relationship between teacher support and students’ academic emotions mediated by students’ 
culture, age, and gender. The results showed that students with more teacher support had higher 
positive academic emotions or lower negative academic emotions. Western European/American 
students had a stronger positive correlation between teacher support and positive academic 
emotions than East Asian students, but East Asian students had a stronger negative correlation 
between teacher support and negative academic emotions than Western European/American 
students, suggesting that the positive effect of teacher support can manifest as either increasing 
positive emotions or reducing negative emotions, mediated by the cultural background of the 
students. The authors also found that teacher support was positively correlated with positive 
academic emotions and negative correlated with negative academic emotions for elementary 
school, middle school, high school and university students. Regarding the role of gender in 
mediating the association between teacher support and academic emotions, the authors found 
that females showed a higher negative correlation between teacher support and negative aca-
demic emotions than male students.

In a meta-analysis on the relationships between social support and wellbeing in children and 
adolescents, Chu et al. (2010) analyzed 246 studies and found a small association between social 
support and wellbeing, and support from teachers and school personnel was more strongly 
associated with wellbeing than family and friend support.

In a meta-analysis on the relationship between social support and depression in youth, Rueger 
et al. (2016) analyzed 341 published and unpublished studies conducted between 1983 and 2014, 
including 273,149 participants. They found small to moderate effect sizes in the association 
between all types of social support and depression. However, support from family members and 
one’s general peer group had a stronger effect on depression compared with teacher support, 
which in turn was stronger than support from close friends.
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A teacher’s ability to give support to their students is a core attribute of the teacher role, with 
large influences on students’ lives. The rich array of positive consequences identified in the 
research points to the need for educating teachers in ways to support their students. The orienta-
tion toward teacher’s personal skills, follow ideas of education for future of education and skills 
2030 (OECD, 2018, 2021) in acknowledging the teacher’s capacity to give student support to meet 
future challenges as a complex higher-order competence. Teacher education thus would produce 
better-prepared teachers by emphasizing the value of personal training to give various kinds of 
support to students.

3.4. Research characteristics from 1994 to 2019

3.4.1. Sample characteristics
The total number of participants from the 95 articles analyzed by full-text was 189,543 (sample 
size range from 36 to 49,638). Most studies had samples ranging between 100 and 999 (53, 55.8%) 
and between 1,000 and 9,999 (30, 31.6%) participants. Smaller (< 100) and larger (> 10,000) 
samples were less frequent (9, 9.5%, and 3, 3.2%, respectively). Studies with samples smaller than 
100 participants were published between 2002 and 2016, whereas studies with samples larger 
than 10,000 participants were published between 2012 and 2018.

Female participation was on average 51.8% (range from 0% to 74.5%, not reported in 4 studies). 
One article included only male participants, 9 had 40.0% or less males, and 2 had 40.0% or less 
females.

The estimated mean age of students in the 95 articles included by full-text was 14.4 years 
(estimated age range from 9 to 20 years; not reported in 22 studies; missing age data was imputed 
from school grade data). The most studied grades were 8th grade (57, 60.0%) and 9th grade (55, 
57.9%), followed by 10th grade (45, 47.4%), 7th grade (43, 45.3%), 11th grade (35, 36.8%), and 12th 

grade (25, 26.3%). Six articles (6.3%) did not provide specific information about grade but reported 
student age.

3.4.2. Country
Our results showed that over one-third of the studies included by full-text were conducted in the 
U.S.A. (35, 36.8%), whereas none were conducted in Central America, Africa, and several regions of 
Asia and South America (Figure 7). Combined publications from Europe and North America amount 
to 82.1% (78). These results in the field of teacher support are similar to those reported by J. Zhang 
et al. (2018). The authors implemented an integrative review in the field of teacher support for 
career development and found that 15 out of the 18 studies identified (83.3%) were conducted in 
Europe and North America.

The underrepresentation of developing countries in the academic research literature is a well- 
known problem (D. A. King, 2004; Atkinson, 2013; Jaffe et al., 2020). More publications investigating 
perceived teacher support in different countries can shed light on cultural differences and simila-
rities. Knowledge about how teacher support is conceptually understood, implemented in schools, 
and experienced by students in emerging countries is crucial to develop a multicultural approach 
in teacher support research and practices.

3.4.3. Reporting of students’ mean age, age range, and age standard deviation
Although age is a widely accepted and reported variable in human research, we found that just 
63.2% of the articles included by full-text reported students’ mean age, 45.3% age standard 
deviation, and 47.4% age range. In contrast, school grade was reported by 93.7% (Figure 9). 
Just 19 (20.0%) articles reported all age-related variables.

Demographic variables, the reporting of student age, is critical to adequately interpreting 
research on perceived teacher support. Moreover, it is also important to report range and standard 
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deviation to understand the age distribution of the sample (Pickering, 2017). According to APA 
recommendations, specific information about age means, ranges, and medians should be reported 
when describing participants in the article’s Method section (American Psychological Association, 
2020).

3.5. Research quality and reporting of demographic variables from 1980 to 2019

3.5.1. Articles’ qualitative characteristics
The longitudinal descriptive analyses from the 198 articles included by abstract/methods showed 
that research on the area has grown steadily since 1980, with a marked increase in publications 
and quality since 2009. We found that 166 (83.8%) articles had clear and explicit research 
questions, 118 (59.6%) explicitly included perceived support in the research question, 162 
(81.8%) had a clear and explicit study design, 153 (77.3%) had a clear and explicit conclusion, 
and 155 (78.3%) discussed limitations. Our results suggest that reporting a clear and explicit 
research question and design, limitations, and conclusion is a common practice in the field of 
perceived support in secondary education. However, between 16.2% (32) and 22.7% (45) of the 
included publications did not fulfill these guidelines in one or more of the required essential details 
mentioned by Coates (2020) and by APA reporting standards (American Psychological Association, 
2020). This result is in line with Coates (2020), who found that from a sample of 500 empirical 
articles from the Social Sciences Citation Index, 19.6% were missing a data analysis method, 
47.8% a sampling strategy, and 35.6% limitations. However, none of the articles studied by 
Coates (2020) lacked a research purpose. This mismatch in results could be caused by our focus 
on explicit research questions rather than focusing on the general research purpose of the articles 
and by the fact that Coate’s sample is from 2017, whereas our sample includes articles ranging 
from 1980 to 2019. Interestingly, a study conducted in 1983 analyzing the use of research 
questions in nine journals of educational research reported that half of the 520 articles analyzed 
did not include explicit research questions (Dillon, 1983). This is in line with the tendency we found 
that the more recent publications adhered more to these standards than older publications, 
suggesting that the history of research on perceived support in secondary education has devel-
oped a use of more precise scientific standards.

3.5.2. Demographic variables
Regarding demographic variables reported from 1980 to 2019, there have been diverse practices. 
We found that student age was the most reported demographic variable. However, 32.8% (65) of 
the articles did not report student age despite APA recommendations (Cooper, 2020; Levitt, 2020). 
One could argue that age could be calculated from school grade; however, many classes include 
students of different ages, making it difficult to infer accurate age by school grade. Moreover, 
cognitive and emotional development, which are accompanied by brain changes, are constant in 
this period of life and normally follow an age-related development (Steinberg, 2005; Yurgelun- 
Todd, 2007). In a meta-analysis of 65 studies on the relationship between teacher support and 
students’ academic emotions, Lei et al. (2018) found that age was a moderating variable. Knowing 
the precise age of students when doing research on perceived support is, therefore, essential in 
order to match students’ cognitive and emotional development with the type of teacher support 
provided.

Students’ ethnic background was reported in 46.0% (91) studies, and demographic variables 
regarding teachers and parents were clearly underreported, with just 9.1% (18) of articles provid-
ing teachers’ years of experience, 6.6% (13) teachers’ age, 13.6% (27) parents’ educational level, 
and 31.8% (63) parents’ SES. In a recent systematic review, Gaias et al. (2020) studied the current 
treatment of race/ethnicity in educational intervention research by analyzing empirical studies 
included in the U.S.A. DOE’s What Works Clearinghouse database. They found that out of the 96 
education intervention studies randomly selected, 26 (27.1%) did not report race/ethnicity, 10 
(10.4%) gave partial detail (e.g., “the sample was 60% nonwhite”), and 60 (62.5%) reported 
comprehensive details on race/ethnicity. However, out of the 210 meta-analyses included in the 
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review, 197 (93.8%) did not provide information on the racial/ethnic characteristics of the sample, 
5 (2.4%) gave partial detail, and 8 (3.8%) provided complete details.

Concerns about inconsistent reporting of demographic variables in educational studies were 
raised by the Council for Learning Disabilities research committee in 1984 (Smith et al., 1984), and 
the National Joint Committee on Learning Disabilities (American Speech-Language-Hearing 
Association, 1991) recommended the reporting of more precise demographic data in 1991. After 
this call, the reporting of demographic variables improved, as suggested by a meta-analysis on 26 
reading interventions by Reed et al. (2013). They found that 73% of the studies reported race/ 
ethnicity, and 58% reported SES. However, Reed et al. (2013) reported results concerning age 
mixed with grade results, not providing detailed analysis for age-related variables. In a more 
recent review of special education intervention studies published in 12 peer-reviewed special 
education journals between 2010 and 2016, Sinclair et al. (2018) found that out of the 495 studies 
included, 54.7% reported race/ethnicity, and 11.7% reported SES. However, Sinclair et al. (2018) 
reported age results mixed with grade results, with 91.1% of studies reporting age or grade.

Even though our results indicate that ethnicity and SES are also underreported in educational 
research focusing on perceived teacher support, there seems to be a stronger tradition of including 
these variables compared with the fields of behavioral sciences (Brodhead et al., 2014; Jones et al., 
2020; Li et al., 2017) and neuropsychology (Medina et al., 2021; O’Bryant et al., 2004). In contrast, 
age is underreported. The underreporting of demographic variables can lead to undesirable con-
sequences, such us misrepresentation, inability to analyze participant diversity (Fontenot et al., 
2019; Jones et al., 2020), and overlooking important variables that might be crucial in the under-
standing of teacher support.

3.6. Research approaches and designs
Regarding the research approaches of the 198 articles included by abstract/methods published 
between 1980 and 2019, we found that 89.0% (176) had a quantitative research approach, 7.5% 
(15) had a qualitative approach, and 3.5% (7) a mixed-methods approach. The first qualitative 
study dates from 2004, and most of are from the period 2013–2017, suggesting an increased 
interest in qualitative methods in research related to perceived teacher support in later years 
(Figure 3). Onwuegbuzie (2002) found similar results in an analysis of the 1998 volume of the 
British Journal of Educational Psychology. Of the 40 articles analyzed, 90.0% had a quantitative 
research approach, 2.5% were mixed methods, 5.0% were qualitative reviews of the literature, and 
2.5% were opinion papers. In a review of the methodological characteristics of the research 
published in three journals of higher education from 1996 to 2000, Hutchinson and Lovell (2004) 
identified 312 original research articles, with 73.4% having a quantitative approach, 20.3% quali-
tative, and 6.3% mixed methods. In another study, Hrastinski and Keller (2007) analyzed 660 
articles from four journals on educational technology published between 2000 and 2004. They 
found that 51% of the papers had a quantitative approach, 25% qualitative, and 24% mixed 
methods, suggesting that quantitative research is the preferred research approach but showing 
an increase in the use of qualitative and mixed-methods techniques. Similar results showing the 
predominance of quantitative research were also found in a more recent study by Egmir et al. 
(2017). They conducted a content analysis of the studies published in the International Journal of 
Instruction from 2008 to 2017. Of the 197 articles scrutinized, 61.4% employed quantitative 
methods, of which 35.5% were descriptive surveys, 35.5% were qualitative studies, and 3% were 
mixed-methods studies. Our results showed much lower percentages of qualitative and mixed- 
methods studies. This difference can be due to several factors. First, Egmir et al. (2017), Hrastinski 
and Keller (2007), Hutchinson and Lovell (2004), and Onwuegbuzie (2002) limited their analyses to 
specific journals, whereas we included several journals from different countries and filtered them 
by quality standards. Second, we analyzed the research approaches of articles published from 
1980 to 2019, an interval of 40 years, whereas the longest interval of the other studies was 
10 years. In fact, the first qualitative study from our pool of 198 articles published between 
1980 and 2019 dates from 2004, suggesting that older publications favored quantitative 
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approaches. Third, our review is limited to studies including perceived teacher support as an 
explicit variable in the research questions.

Regarding the methodological approach and research design of the 95 articles included by full- 
text dating from 1994 to 2019, we found that 74.8% (71) of the publications included by full-text 
had a cross-sectional design and that 90.5% (86) were correlational studies. These results are in 
line with an integrative review conducted by J. Zhang et al. (2018) in the field of teacher support 
for career development. Out of the 18 articles included in the review, 15 were quantitative studies 
and 3 qualitative. Of the quantitative studies, 13 had a cross-sectional design, and 14 reported 
correlation analysis results.

Our results indicate that there is a need of more qualitative and mixed-methods publications. 
Studies including qualitative methods could bring more nuances into the field of perceived teacher 
support and give a broader perspective of contextual differences within disciplines and the 
different working methods applied in the learning processes.

3.7. Research themes and general results from 1994 to 2019
We conducted a short narrative thematic review with all the articles included by full-text that 
studied at least one of the main three types of support identified and that were related to at least 
one of the main dependent variables identified (i.e., academic, motivation and health-related 
variables; n = 75).

3.7.1. Perceived teacher support and academic variables
The notion that perceived teacher support has a positive effect on students’ academic achievement is 
generally supported (Abrami et al., 1994; Bakadorova & Raufelder, 2015; Chen, 2005; Filippello et al., 
2019; Göllner et al., 2018; Jelas et al., 2016; Jia et al., 2009; Košir & Tement, 2014; López et al., 2002; 
Malecki & Demaray, 2003; Neseth et al., 2009; Ng et al., 2016; O’Rourke & Houghton, 2008; Schenke 
et al., 2017; song et al., 2015; Spera & Wentzel, 2003; Tennant et al., 2015; Yu & Singh, 2016). 
However, Caleon et al. (2016) did not find a relationship between perceived teacher support and 
being at risk for low academic achievement or school failure, and Havik and Ertesvåg (2019) found no 
significant differences in math course grades between trajectories of teachers’ instructional support. 
Interestingly, Schenke et al. (2017) found that increasing levels of within-classroom heterogeneity of 
students’ perceptions of the classroom learning environment, including teacher support, were nega-
tively associated with students’ achievement.

Positive associations between perceived teacher support and academic engagement have also 
been reported (Cheon et al., 2016; Hardre et al., 2009; Jelas et al., 2016; Pan et al., 2017; Patall, 
Hooper et al., 2018; Patall, Steingut et al., 2018; S. S. Shih, 2008; Shih, 2015; Tas, 2016; Wentzel 
et al., 2017). However, Ryzin (2011) and Strati et al. (2017) did not find a direct relationship 
between teacher support and engagement.

Perceived teacher support has also been positively associated with academic enjoyment (Fin 
et al., 2019; Lazarides & Buchholz, 2019; Ommundsen & Kvalø, 2007; S. S. Shih, 2008; Sakiz et al., 
2012; Sparks et al., 2017; Wright & Li, 2009), academic goals (Chirkov & Ryan, 2001; Diseth & 
Samdal, 2014; Régner et al., 2009; Shih, 2013; Song et al., 2015; Spera & Wentzel, 2003), career 
adaptability (Kenny & Bledsoe, 2005), academic initiative (Danielsen et al., 2011, 2010), school 
attendance (De Wit et al., 2010), self-regulation (Chirkov & Ryan, 2001; Ng et al., 2016; S. S. Shih, 
2008), perceptions of competence (Lavigne et al., 2007), academic adjustment, and attitudes 
toward school (Rueger et al., 2010).

3.7.2. Perceived teacher support and motivation
Several studies have reported associations with higher perceived teacher support and higher 
intrinsic motivation (Chirkov & Ryan, 2001; Lam et al., 2009; Ommundsen & Kvalø, 2007; Thomas 
& Mueller, 2017), self-determined motivation (Fin et al., 2019; Hagger et al., 2009; Hein & Caune, 
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2014; Lavigne et al., 2007; Mouratidis et al., 2017; Patall, Steingut et al., 2018; Sevil et al., 2018), 
mastery-oriented and performance goals (Shih, 2013; Song et al., 2015; Spera & Wentzel, 2003), 
and subject-related motivation (Cheon et al., 2016; Vlachopoulos, 2012; T. Zhang et al., 2012). 
However, Sparks et al. (2017) did not find a significant relationship between perceived teacher 
support and self-determined motivation in an intervention study. In the same manner, Wentzel 
et al. (2017) did not find a direct relationship between perceived teacher support and motivation at 
the individual level; they did, however, report a significant influence of perceived teacher support 
on student’s motivation at the classroom level.

Wormington et al. (2012) studied different motivational profiles and its relationship with teacher 
support and school relatedness. They found that students with a profile displaying both intrinsic 
and extrinsic motivation perceived more teacher support and school relatedness than students 
with other motivational profiles. In a qualitative study, Bakadorova and Raufelder (2015) found 
that students with a high school self-concept were more motivated by direct teacher feedback, 
including critique, whereas students with a low school self-concept profited from a more indirect 
form of involvement on the teacher’s part (encouragement in lesson participation and the involve-
ment of important others). Interestingly, Ng et al. (2016) found that students with high levels of 
learning-motivated strategies reported higher levels of perceived teacher autonomy support 
compared with students with lower scores in learning-motivated strategies. Additionally, Havik 
and Ertesvåg (2019) reported higher motivation levels in students with higher and stable percep-
tions of perceived teacher support compared with students with lower, but increasing, rates of 
perceived teacher support during the study.

Basic psychological needs satisfaction has been both directly (Filippello et al., 2019; Sevil et al., 
2018; Shih, 2015) and indirectly (Hein & Caune, 2014; Sanchez-Oliva et al., 2014; Shih, 2015; Taylor 
& Lonsdale, 2010; Vlachopoulos, 2012) related to perceived teacher autonomy support. Higher 
levels of perceived autonomy support have been reported to directly predict higher levels of 
autonomy needs satisfaction in students (Filippello et al., 2019; Sevil et al., 2018; Shih, 2015). As 
a mediator, needs satisfaction has been reported to regulate the relationship between perceived 
teacher autonomy support and academic burnout (Shih, 2015), effort (Taylor & Lonsdale, 2010), 
subjective vitality (Taylor & Lonsdale, 2010), and motivation (Hein & Caune, 2014; Sanchez-Oliva 
et al., 2014; Vlachopoulos, 2012).

Intervention studies have also reported that students who have more supportive and less 
controlling teachers report more perceived autonomy support and higher needs satisfaction 
(Cheon et al., 2016; Fin et al., 2019; Flunger et al., 2019). Interestingly, Cheon et al. (2014) found 
that teachers also benefit from being more supportive and less controlling, reporting higher levels 
of psychological needs satisfaction, autonomous motivation, intrinsic goals, teaching skills, and 
wellbeing.

3.7.3. Perceived teacher support and health-related variables
Several studies report an association between higher scores in perceived teacher support and 
lower rates of depressive symptoms (Alivernini et al., 2019; Colarossi & Eccles, 2003; Galand & 
Hospel, 2013; Jia et al., 2009; Madjar et al., 2017, 2018; Reis et al., 2009; Rueger et al., 2010; Way 
et al., 2007), anxiety (Lazarides & Buchholz, 2019; Piechurska-Kuciel, 2011; S. S. Shih, 2008), 
musculoskeletal complaints (Bru et al., 1998), school problems, internalizing problems, inatten-
tion/hyperactivity (Tennant et al., 2015), and maladaptive behavior (Shih, 2015; Tabbah et al., 
2016; Way et al., 2007) and higher rates of self-esteem (Colarossi & Eccles, 2003; Jia et al., 2009; 
Rueger et al., 2010; Way et al., 2007), wellbeing (Chirkov & Ryan, 2001; Ciarrochi et al., 2017; Suldo 
et al., 2009; Tian et al., 2013), life satisfaction (Diseth & Samdal, 2014; Suldo et al., 2009), better 
health (Laftman & Modin, 2012), and health-related quality of life (Lebacq et al., 2019). In 
a qualitative study, Bakadorova and Raufelder (2015) found that close relations with teachers 
provided emotional support for students with both high and low school self-concept. However, Ren 
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et al. (2018) and Malecki and Demaray (2003) did not find associations between perceived teacher 
emotional support and depression and emotional symptoms.

4. Limitations
This study is not without limitations. The research questions were wide, covering a broad aspect of 
support. As support is a multidimensional phenomenon, the included studies carry a broad spec-
trum of relevant support concepts. Alternatively, this was an approach chosen to draw a picture of 
historical and current contributions to the field to get an overview of the research trends and 
practices, which clearly demonstrate tendencies and gaps in the literature.

The search items were based on a multi-field search, but we could also have used subject 
headings as a search strategy in Medline, Publine, and PsychInfo to identify more relevant studies. 
We could also have included more search terms to broaden the search and be able to identify 
more publications. However, the chosen strategy was sufficient to identify a large number of 
articles.

Studying support across nationalities entails certain challenges. Schooling systems can vary 
greatly across countries. For example, in some countries, classes are integrated with students 
with special needs, while in others, this group is segregated. This could have implications for the 
homogeneity of the classes and the whole situation of teachers giving support. In some schools, 
there might also be a common practice differentiating levels among groups, such as in STEM 
disciplines, but information on homogeneity and heterogeneity is not provided. Another challenge 
was comparing school grades from the included articles to the U.S.A. grading system. Different 
grouping systems are used worldwide, and many allow for older or younger students to be placed 
in grades not corresponding with their age but with their level.

We conducted a randomized error control of the imputed variables. This could have allowed for 
errors not being identified. However, the randomized control was conducted several times in 
different steps of the study.

Another limitation is that we employed very strict inclusion and exclusion criteria, which could 
have led to excluding relevant studies. However, our review was not limited to specific journals and 
included articles published in five different languages, allowing for a review that represents the 
international research panorama of perceived teacher support.

5. Conclusions
This review provides an overview of the research on perceived teacher support in secondary 
education published in high-quality journals from 1980 to 2019. Our findings uncovered several 
gaps in the literature, such as a skewness in methodology favoring quantitative approaches to the 
detriment of qualitative and mixed-methods studies; a lack of adherence to APA quality standards 
when reporting demographic variables; and a lack of research from the teachers’ perspective. We 
also found that the literature has mainly focused on three types of support: social/emotional, 
autonomy, and academic support. There is a serious gap in the literature reporting specific school 
subject, which uncover the lack of sensitiveness for different kinds of teacher support in different 
learning situations. The results from the 80 high-quality articles included in the thematic summary 
give sufficient evidence to associate perceived teacher support with an array of positive conse-
quences involving academic and health-related variables as well as motivation and basic needs 
satisfaction. Future research should focus on employing more qualitative and mixed-methods 
approaches as well as on investigating teachers’ perspectives on providing support. Future pub-
lications should also report student age and all pertinent demographic variables adhering to APA 
quality standards. The findings have implications for teachers, school leaders, politicians and 
policymaking in acknowledging teacher support as essential competence for future education, 
and offer training for giving teacher support, not only within classroom, but also in various 
teaching contexts outside the classroom.
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6. Recommendations and future research
Future research in the field of teacher support should focus on employing more qualitative, mixed- 
methods, and longitudinal designs. Even though quantitative methods are broadly used, they are 
mainly correlational. More experimental and quasi-experimental studies are needed. Moreover, 
future studies should be conducted in different countries and cultures to guarantee a broad 
understanding and interpretation of teacher support. In particular more studies investigating 
teacher support in subjects other than STEM and physical education are needed. In order to 
meet this goal, it is necessary to give details about subject type.

Based on our results and reporting APA guidelines (American Psychological Association, 2020; 
Appelbaum et al., 2018; Levitt et al., 2018), we recommend that future studies provide more detail 
and specific information regarding demographic variables. This includes reporting both school 
grade and detailed information about age as well as parent and teacher information and, in 
general, more adherence to APA guidelines. We also recommend following the IMRaD model 
(Pyrczak, 2016; Silvia, 2015) and including an explicit and clear research question, design, and 
conclusion as well as discussing limitations (Coates, 2020; G. King, 1995; Lyon et al., 2017).

An important research gap we identified was that almost all studies address teacher support 
from the student perspective. Therefore, future studies should focus on the teachers’ perspective 
of giving support in secondary education. Another important research line is the development of 
a standardized and validated instrument to measure all types and aspects of teacher support and 
allow for comparisons between studies.
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