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RESUMEN
	El ambiente de aula percibido por los estudiantes incide de forma significativa en su aprendizaje y desarrollo de la personalidad. El profesorado puede contribuir a promover el bienestar adolescente y la inclusión a través del clima emocional de aula. Los estudios sobre clima de aula, bienestar adolescente e inclusión en educación secundaria son minoritarios en comparación con los existentes en educación infantil y primaria. En este contexto, los objetivos de este trabajo son los siguientes: (a) analizar las relaciones entre un clima de aula afectivo e inclusivo con el bienestar adolescente; (b) sistematizar las competencias docentes más apropiadas para dinamizar la calidad afectiva e inclusiva del ambiente de aula en educación secundaria.
	Para responder a los objetivos del estudio, se ha llevado a cabo una revisión sistemática de la literatura y se han seguido las directrices marcadas en la declaración PRISMA para revisiones sistemáticas científicas. Para la revisión metodológica, se evaluaron los artículos con las herramientas JBI Critical Appraisal Tools. Se consultaron las bases de datos ERIC y Web of Science. El período de búsqueda comprendió desde 2016 a 2020.
	La revisión se realizó sobre la base de 32 estudios seleccionados. Los resultados obtenidos ofrecen evidencias contrastadas del impacto de un ambiente afectivo e inclusivo de aula en el bienestar adolescente de educación secundaria. Asimismo, se demuestra el papel destacado del profesorado en la promoción de un ambiente amigable e inclusivo de aula y la necesidad de formación en competencias emocionales, interpersonales e interculturales. Se concluye que un clima de aula afectivo e inclusivo promueve no solo un desarrollo óptimo de la personalidad en la etapa de la adolescencia, sino que también impulsa la socialización en los valores de aprecio y respeto a la diversidad.
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ABSTRACT
The classroom environment as perceived by students significantly impacts their learning and personality development. Teachers can help promote adolescent well-being and inclusion through the classroom environment. Studies on classroom climate, adolescent well-being, and inclusion in secondary education are a minority compared to those in early childhood and primary education. In this context, the objectives of this work are the following: (a) to analyze the relationships between an affective and inclusive classroom climate with the emotional well-being of adolescents; (b) to systematize the most appropriate teaching competencies to foster the affective and inclusive quality of the classroom environment in secondary education.
In order to respond to the study's objectives, a systematic review of the literature has been carried out and the guidelines marked in the PRISMA statement for systematic scientific reviews have been followed. For the methodological review, the articles were evaluated with the JBI Critical Appraisal Tools. The ERIC and Web of Science databases were consulted. The search period was from 2016 to 2020.
The review was conducted on the basis of 32 selected studies. The results obtained offer contrasted evidence of the impact of a affective and inclusive classroom environment on adolescent well-being in secondary education. It also demonstrates the prominent role of teachers in promoting a friendly and inclusive classroom environment and the need for training in emotional, interpersonal and intercultural competencies. It is concluded that an emotional and inclusive classroom climate promotes not only optimal personality development in the adolescent stage, but also encourages socialization in the values of appreciation and respect for diversity.
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INTRODUCTION
Ensuring equitable and quality education in the primary and secondary stages is one of the education goals included in the new global social contract of the 2030 Agenda. From the teaching profession perspective, this equitable and quality education focuses on developing all students' work and life skills, without exception, so that they can successfully integrate into an increasingly competitive environment. An environment that creates opportunities and lifts barriers, especially among the most vulnerable students or groups, has a clear impact on their emotional well-being. Educational centres can contribute to developing resilience, mental well-being, and inclusion of the most vulnerable school children through the learning environment (European Commission, 2019). 
Building these educational environments requires systemic strategies that, at a macro-level, have effects on the dynamics of the educational centres themselves and, at a micro-level, impact the learning dynamics that take place inside the classrooms. It is the latter level that has been defined as this article's core area of interest. There is no doubt that the classroom is the action setting that teachers have to transform the learning environment, make it pivot on the principle of inclusion, and orient it towards students' psychological well-being, with the greatest chances of success. That is why we understand that there are closed links between the quality of the emotional experiences lived by pupils in the classrooms (affective classrooms), the participation, support, and bonding of all students (inclusive classrooms), and the psychological well-being of pupils, as the studies compiled in this systematic review show. Accordingly, it is argued in these pages that the affective quality of the learning environment is an essential prerequisite to creating inclusive learning environments that ultimately result in all students' mental well-being.
Properly managing the learning environment is a professional competence in the teaching profession. Learning to create the necessary conditions for the proper development of teaching-learning processes while promoting students' socio-affective and personal skills, according to their individual needs and characteristics, is an essential competence that teachers have to apply daily in their practice context. The interactive and interpersonal nature of the teaching work makes teachers catalysts of a collective life in the classroom and the centre, building through the relational dynamics generated inside the classroom an optimal, stimulating, and welcoming learning climate. In this article, and based on the scientific literature, the terms classroom environment or climate are synonymous concepts. Both refer to the classroom’s academic and social-emotional conditions that influence learning situations. It is conceptualized as a dynamic system that includes teacher behaviour, teacher/student interactions, and interactions between students. According to the evaluation tools normally used to evaluate the quality of the classroom climate (Cimpian, Maricuţoiu and Ilie, 2021), and despite the diversity of theoretical approaches to the construct, one can say that it is consists of several dimensions (Moos and Trickett, 1974; Fraser, 1998) that includes two levels: academic climate (task orientation, investigative teaching style) and emotional climate (equity, positive and supportive relationships, participation, cooperation). 
The classroom environment as perceived by the students significantly influences their learning and the development of their personality. The classroom climate is closely linked to students’ motivational dynamics (Viau, 2009). According to Doyle (1986) and Archambault et Chouinard (2016), the benchmark of an optimal learning environment indicator is the degree of cooperation and feelings of belonging that govern the relationships between the students themselves and between them and their teachers. When students feel they are members of the educational community and the reference group-class, the chances of “letting themselves be educated”, learning autonomously, and experiencing pleasant emotions increase. Not surprisingly, one of the reasons why students like to attend their lessons and learn in their classrooms is because of the positive climate they experience in them (Sieberer-Nagler, 2015). Furthermore, to the extent that learners feel safe, integrated, supported, and emotionally connected with their peers and their teachers, academic performance improves. Indeed, these findings have been clarified by numerous studies at the international level (Lee and Smith, 1999; Sherblom et al., Marshall and Sherblom, 2006; Whitlock, 2006; Shindler et al., 2016; Nisar et al. 2017; Voight and Hanson, 2017; Fakunle and Ale, 2018). 
According to recent studies, the classroom environment's quality decreases as students move from primary to secondary education (Shindler et al., 2016). The focus of relational interest also decreases among secondary school teachers. Whereas in primary education, teachers are more focussed on the pupil, considered individually, and concerned with satisfying their psychological needs, in secondary education, teachers tend to show a relational style focused on the group and more on meeting academic needs than in attending students' psycho-affective needs (Kalin et al., 2017).
The benefits of a positive classroom environment extend beyond its impact on school children's cognitive and emotional or academic development. An affective climate in the classroom plays a compensatory role, counteracting, in many cases, the possible negative influences of students' living and socio-cultural environment. In a warm, authoritative, and inclusive classroom environment, students get a sense of security and a feeling of belonging. The most vulnerable school population, exposed to risk factors due to socioeconomic, cultural, or family reasons, are more likely to experience exclusion processes in the school environment (Romero-Pérez, Torres-Savater and Traver Martí, 2019). Teachers who provide an environment of tolerance, understanding, and acceptance elicit feelings of security, support, and recognition among their students (Bulut and Iflazoglu, 2016; Gizir, 2019).
The greatest the school environment's psychological safety is, the lowest the levels of student anxiety are (Kulikova and Maliy, 2017). Likewise, when students perceived an environment of recognition, support, and respect, there is a greater likelihood that they will show adaptive stress management strategies and use a wide range of personal resources to face the challenges that arise in their living contexts (Newland et al., 2019). This is why a study focused on determining the benefits of a respectful and inclusive classroom environment found that the behaviour of students who perceived such qualities indicate a greater predilection for internal emotions and frustration management (Yeager, 2017). Finally, positive classroom environments promote life satisfaction, encourage self-efficacy, and encourage higher group cohesion levels in pupils (Ghaith, 2003; Naghsh et al., 2017).

In recent years, classroom climate study has been revived, especially in secondary education. Several reasons explain this interest. First, because of the educational profession’s transformations (Vera Vila, 2019). The educational paradigm focused on learning requires both outlook and teaching practices transformations. Second, because of the generational changes observed in the students. Today's adolescent students appreciate that their teachers value them for their sensitivity and sympathy, their social skills, responsibility and solidarity (Berríos-Valenzuela and Buxarrais-Estrada, 2013). Third, because of the interest in child and adolescent mental health and the quality of the educational environments in which they socialized (Thapa, 2013). Hence, learning to catalyse affective and inclusive school environments constitutes one of the education profession’s current challenges, particularly in secondary education, because of the psycho-pedagogical complexity of this stage and the importance that the emotional framework that teachers provide has in adolescence (Yeager, 2017).

This study, which applies the methodology of systematic literature review, sets two objectives: 
(a) To analyse the relationships between an affective classroom climate with an inclusive learning environment and adolescents' emotional well-being. 
(b) To systematise the most appropriate teaching competencies to catalyse the classroom environment's affective quality in pursuit of the educational inclusion and emotional well-being of secondary education students.

This review sets out to address the following research questions linked to these objectives:

(a) What are the relationships between an affective classroom climate and adolescent well-being in secondary education?
(b) What are the relationships between an inclusive classroom climate and adolescent well-being in secondary education?
(c) What are the teaching competencies proven most appropriate to promote an affective and inclusive classroom environment in secondary education?

This study is based on the only systematic review carried out to date, led by Kutsyuruba, Klinger and Hussain (2015) that explores the relationships between school climate and students’ safety, academic performance and emotional well-being. The study considered as sample research published between 1963 and 2013. In that more comprehensive study, a decision was made not to differentiate between infant, primary and secondary education stages. According to the European Commission, the Education, Audio-visual and Culture Executive Agency (EACEA) and Eurydice (2019), secondary school teacher training demands are usually three: the need to mobilise intercultural, emotional and interpersonal competences. This is not surprising, given that two of the main challenges that teaching professionals have to respond to are precisely the challenges of attention to diversity and tailoring learning environments. Therefore, we understand that a systematic review of the literature on the affective classroom environment and its impact on educational inclusion and students’ emotional well-being at this stage is necessary. 

METHODOLOGY

A systematic review of the literature was carried out to respond to the questions raised and reached the research objectives (Sánchez-Meca, 2010; Gouch et al., 2017; Newman and Gough, 2020; Zawacki-Ritcher et al., 2020).
This systematic review aimed to locate, analyse and assess studies that address in particular, the classroom climate’s social-affective dimension, its impact on the inclusion and students feelings of belonging, and its effects on secondary school students’ emotional well-being.

Protocol and records 

This study follows the guidelines set out in the PRISMA statement (Preferred Reporting Items for Systematic Reviews and Meta-Analyses) for systematic scientific reviews, to maintain a methodical development and planning, through methodological considerations and exemplification of formulations in the presentation of the report (Hutton et al., 2015).

Procedure 

Considering the procedure and search strategies, we consulted the Education Resources Information Centre (ERIC) and Web of Science (WOS) databases. We carried out searches of scientific articles published between 2016 and 2020, inclusive. We undertook the search in February and May 2020. 

Search strategies 

In the search and selection process, we took into consideration the following keywords: Educational Environment, Inclusion, School Climate, Well Being, Student Satisfaction, Student Welfare, Organizational Climate, Class Organization, Teacher Competencies, Mental Health, Teacher Student Relationship, Teaching Conditions, Teacher Influence and Psychosocial Development. We used the words "AND", "NOT" and "OR" as logical operators to provide order and structure to the search. 
For the Web of Science portal, we used a different search strategy due to the advanced search system with drop-down tabs. Thus, we first selected the articles from the main collection. Once we had checked the box relating to documents published in the last 5 years, we marked as citation index those related to the Social Science Citation Index (SSCI) and Emerging Sources Citation Index (ESCI).

To facilitate a better understanding of the content, the full text of the selected articles had to be in English or Spanish, excluding publications in other languages. In both databases the secondary school educational level was used as the inclusion criterion, thus excluding other stages.

On the other hand, and in line with the readability criteria used for systematization, qualitative and quantitative empirical studies were considered, including systematic reviews but excluding bibliographic and narrative reviews. 

Once we entered the keywords and Boolean operators, we set up another box to include the terms Secondary School, Lower Secondary General Education and Upper Secondary Education. These searches were independent to avoid narrowing the research area. (Annex: Tables 1 and 2). 

To ensure full access to the selected studies, we used the University of Seville’s library Fama catalogue. For documents that were not available online, we used the library's telematic services, particularly, the interlibrary loan option. We requested a total of 15 documents.

Studies selection 

Once we reviewed the title and abstract of the resulting articles and eliminated duplicate searches, a total of 204 articles remained (143 from ERIC and 61 from WOS). We reviewed these to determine compliance with the already mentioned inclusion criteria. Another complementary search engine was The Global Science Gateway, a portal with an international and public imprint of scientific documentation. From this portal we extracted English journal articles, due to its global dissemination and validity.

This way, after the identification and screening phase, all the articles' sections were read in more detail, once again applying the inclusion and exclusion criteria to obtain studies fully related to our objectives.  As Figure 1 shows, the final result after the process generates a total of 32 articles for detailed review and analysis.




Figure1:PRISMA flow diagram of the systematic review. Adapted from Moher et al. (2009)[image: ]
Data analysis

We developed a database to record and systematize the most relevant information in the selected articles. The data collected included: study title, author/s, year and place of publication, study sample, objectives, methodology (design and data collection tools and study results). 

Methodological quality assessment

We evaluated the selected articles independently. In case of disagreement, we requested a third person’s opinion. For the studies' methodological review, we evaluated the articles using the JBI Critical Appraisal Tools (Lockwood and Tricco, 2020). In particular, the Checklist for Quasi-Experimental Studies (https://bit.ly/3trIKH4) and the Checklist for Qualitative Research (https://bit.ly/2YFoTWH). The articles selected in this review met satisfactory the above criteria. 


RESULTS

Literature descriptive analysis

In line with the strategic search process, there was a result of 143 scientific articles (70.09% of the total) within the objectives of our research in the ERIC database, and 61 articles (29.90% of the total) in the WOS database (publication period: 2016-2020).

The search highlighted the prominence of articles in direct relation to our study’s objective for 2016 and 2018 respectively (69.74%). While the ERIC database contains a greater number of articles related to the study questions for the period between 2016 and 2019, the WOS database has the highest number of results in 2019, with 2016 being the year with fewer indexed studies.

In both databases, the highest number of studies on the classroom climate's socio-affective dimension and its relationships with students' emotional well-being relate to early childhood and primary education stages. Only in 2017 there were some research results (9.37%) on this subject relating to secondary education. 

Disregarded studies include those that did not comply with the study’s objective (45.09%), and those that did not focus on secondary education (12.74%). We disregarded 1.47% because the language of publication did not fall within the inclusion criteria.
 
Most of the research is from Europe (50%), in particular from Germany and Spain. On the other hand, it is worth highlighting the relatively high number of studies in the Asian continent (25%), followed by the United States of America (15.6%). Finally, it should be noted the incorporation of research from Oceania (9.3%).

Bringing our attention to the methodology used, 37.5% of studies adopt a mixed methods approach. 34.3% of the research studies are of a qualitative nature and 28.1% are quantitative studies. Looking at the data collection tools based on the predominant methodology, the use of questionnaires and surveys is common, followed by measurement scales, interviews, discussion groups, video recordings and observations of various kinds. The least used statistical analysis techniques were statistical and hierarchical regression techniques.

In line with the objectives pursued in this review, it should be noted that 62.5% of articles provide proven evidence on the impact of an affective (37.5%) and inclusive (25%) classroom climate on secondary school students’ psychosocial well-being. They also offer evidence on the teaching skills that enhances well-being when working with adolescents. More specifically, 37.5% of the selected studies show which teaching competencies promote an inclusive classroom environment based on a social-affective management of the classroom environment. 

Affective classroom climate and adolescent well-being in secondary education

According to the results obtained from each of the research studies that are part of this systematic review, there is proven evidence of the impact of an affective classroom climate on secondary school students’ emotional well-being. 37.5% of the articles reviewed (N = 11) agree that there is a closed relation between the emotional warmth in the classroom and students’ emotional well-being. The operationalization of the construct "affective warmth of the classroom" is linked to the following characteristics: a jovial and boisterous environment in which peer interactions prevail, teacher-student group communication, the feeling of support from teachers as perceived by pupils, a consensus on the classroom group operating norms, and emotional support from teachers (Çengel and Türkoglu, 2016; Hakimzadeh et al., 2016; Bardach et al., 2018; Pöysä et al., 2019). The construct "emotional well-being" relates to the realization of one's psychological potential resulting from the fulfilment of basic human needs. According to Ryan and Deci (2000) self-determination theory, these needs are: competence (self-efficacy), autonomy and bonding (belonging).

There is also evidence of the impact an affective classroom climate has on life satisfaction, the establishment of academic and life goals, and students’ expression of feelings of hope and optimism (Guess et al., 2013; Quin et al., 2016; Rushton and Kimberley, 2018).

Similarly, two of the studies reviewed demonstrate the close relationship between affective classroom climate and students’ emotional well-being, taking into account the levels of autonomy and participation they perceive in their classrooms (Simó et al., 2016; Öqvist and Malmströn, 2016).
Finally, it is evident that an affective classroom climate promotes the development of a positive sense of self. In practice, this means the positive development of evaluative frameworks in the students (high self-esteem, self-confidence, intrinsic motivation, perception of autonomy, feelings of personal self-efficacy, and use of functional coping strategies) (Cronin et al., 2017; Cremades-Andreu and Lage Gómez, 2018).

Inclusive classroom climate and adolescent well-being in secondary education

An inclusive climate requires respecting and paying attention to students’ identities, fighting against the segregation of minority groups, and eliciting feelings of inter-group and intra-group belonging among pupils (Brown, 2019). 25% of the articles analysed in this review (N = 8) confirm that an inclusive classroom environment, respectful of each student's unique characteristics, generates feelings of security and bonding in the classroom and positive self-appreciation among students. It also improves their ability to manage the environment and their lives effectively, develop quality relationships with others, life purpose and goals, and a feeling of growth and development, as well as a sense of self-determination. All of these are dimensions associated with psychological well-being (Ryff & Keyes, 1995). 

Scharenberg’s study (2016), carried out in 331 classrooms in Germany, shows how segregation and exclusion in secondary education classrooms affect not only academic performance but also students' emotional well-being. Students' perception of a high degree of participation in classroom dynamics increases feelings of bonding and belonging to the group, as evidenced by Duchaine et al., (2018), Hanghøj et al., (2018), King and Barry (2019) research.

Finally, the social support students perceive from their teachers is what triggers the feeling of bonding in secondary school students. This is evidenced in studies that are part of this review (Ellery, 2019; Schachner et al., 2019).

The emotional style exhibited by teachers in class also explains how the feeling of belonging is triggered in students (Eliseev et al., 2019): when they felt welcomed and supported by their teachers; when their relationships with teachers and their peers were respectful, and when they felt they were learning. 

Teaching competencies and affective and inclusive quality of the classroom climate

37.5% of the studies in this literature review (N = 12) focus on teaching competencies that promote an affective and inclusive classroom environment with proven evidence on the effects on secondary school students' emotional well-being. Teachers play a prominent role in promoting friendly and inclusive learning environments. They may or may not encourage classroom dynamics in pursuit of acceptance and respect among classmates, assertive conflict resolution, negotiation, cooperation and interdependence, participation, autonomy, and appreciation of diversity. As designers of the classroom environment, teachers can create or, conversely, limit students' opportunities to interact socially and develop social awareness. Teachers act as social references and can shape inclusive attitudes while mobilizing affective dynamics and encouraging adaptive emotional reactions in their students. 

The research selected in this review concludes that the following aspects are key to leading an affective and inclusive classroom environment: empathy, trust, respect for diversity, the emotional support, and not just the educational support, provided to students, the opportunities offered to them to participate really and actively, and not just in a collateral way, in matters that concern and affect them, the emotional security perceived by students, the recognition, encouragement and positive expectations of students (Larmer et al., 2016; Maulana et al. 2016; Chao et al., 2016; Mendenhall et al., 2016; Kulikova et al., 2017; Murphy et al., 2018; Tibu et al., 2018; Gallagher et al., 2019).

Other studies show which methodological strategies are more effective in stimulating an affective and inclusive classroom climate and agree that dialogical, cooperative, and participatory methodologies result in secondary school students’ emotional well-being since they meet their basic psychological needs (Roczen et al., 2017; Leblanc and Sauvaire-Maltrana, 2019).

Only two studies underline the importance of introducing a new perspective when managing an affective learning environment from the perspective of inclusion. They note that, to this end, it is necessary to adopt an approach focused on children and adolescents’ rights, placing “learning to be” and emotional well-being at this age at the heart of teaching (Ghorbani et al., 2018; Sammons et al., 2018).

DISCUSSSION AND CONCLUSIONS


This review echoes an interdisciplinary line of research that has been increasingly developed in recent decades: the study of children and adolescents’ well-being linked to the analysis of the psychosocial components and educational contexts that make it possible. 

This systematic review was carried in accordance with two objectives. The first one consisted of analysing the existing relationships between the emotional and inclusive classroom environment and adolescent well-being in secondary education. The second focused on identifying the teaching competencies more closely linked to the management of an affective and inclusive classroom environment. The results from the 32 selected studies are consistent with those of other recent studies. Regarding the constructs "affective classroom" and "inclusive classroom" used in this study, they relate to the descriptive categories "classroom emotional climate" (CEC) (Alonso-Tapia and Nieto, C., 2019) and “inclusive classroom climate” (ICC) (Gistituati et al., 2019). While the first category (classroom emotional climate) refers to the educational relationship between teachers and students, students’ relationships with their peers and the way in which through this relationship pupils’ basic needs are met (autonomy, competence, belonging), the second category (inclusive classroom climate) refers to the support actions that teachers provide for students and those that arise in the dynamics of the relationship between the students themselves, in order to promote cohesion and students’ participation.
In addition, the results obtained are consistent with recent studies that explore secondary education teachers’ and students’ perceptions about the emotional climate experienced in the classrooms (García-Moya, 2020; Vantieghem et al., 2020). The evaluations about the climate of respect and safety lived in the classrooms are positive and shared by both teachers and students. However, the greatest differences in opinions relate to the perception of the classroom’s affective warmth, with students perceiving a classroom environment less warm and stimulating from an emotional point of view than their teachers (OECD, 2020). The possible causes that explain these different views between secondary school teachers and students remain to be determined in future research.
Concerning the teaching competencies closest linked to the management of an affective and inclusive classroom environment, the findings of this review indicate that when teachers establish relationships of trust with their students, show affection and appreciation, as well as recognition to all students without exception, exhibit an empathetic and respectful attitude and behaviour to students’ sociocultural, emotional and cognitive diversity, and resolve warmly and firmly the possible conflicts in the classroom, they are fostering students’ self-confidence, feelings of belonging and personal worth, and socialising the values ​​of appreciation and respect for diversity that are so important at this age. These professional gestures are intertwined with teachers’ emotional, interpersonal and intercultural competencies. It, therefore, can be concluded that all of them require special attention in secondary education teachers’ initial and ongoing training.

The study carried out has several limitations. The first one is the studies’ methodological variability. Integrating studies with different methodological approaches into this review may narrow the scope of the results. The second one relates to the time frame and the location of the primary studies used in the review. Restricting the search to the last five years, having limited the search to two of the main databases in education, and not having incorporated documents from grey literature, also narrows the study’s results. Finally, the third limitation is of a conceptual nature. The affective dimension in studies on classroom climate or environment tends to respond to different constructs, which implies that researchers work from a multidimensional category without a conceptual homogeneity.

In any case, the results obtained confirm the importance of affection in interactive dynamics in the classroom and its relation to adolescents’ emotional well-being. Creating an educational environment that is warm and respectful of diversity, including emotional diversity, is key to addressing problems related to school failure or early school leaving. 
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ANNEX 1
Table 1.
Search on the Education Resources Information Center (ERIC) database

	SEARCH
	SEARCH TERMS
	RESULTS

	#1
	Educational Environment AND Inclusion
	95

	#2
	Educational Environment AND School Climate
	212

	#3
	(School Climate OR Educational Environment) AND Inclusión
	129

	#4
	Inclusion AND Risk Students
	35

	#5
	(Inclusion AND Well Being) NOT Violence  
	108

	#6
	(Inclusion AND Well Being) NOT School Security
	10

	#7
	(Student Satisfaction AND Student Welfare) NOT Teacher Welfare
	215

	#8
	Organizational Climate
	56

	#9
	Class Organization
	38

	
#10
	(Class Organization OR Organizational Climate) AND Teacher Competencies
	
1746

	#11
	Mental Health AND Student Welfare
	15

	
#12
	(Teaching conditions AND Teacher Student Relationship) AND Teacher Competencies
	
36

	#13
	Psychosocial Development AND Educational Environment
	5

	
#14
	Educational Environment OR Psychosocial Development AND Well Being
	
500

	#15
	(Psychosocial Development AND Educational Environment) AND Well Being
	105

	#16
	Psychosocial Development
	31

	#17
	Psychosocial Development AND Well Being
	4

	#18
	(Teacher Competencies AND Teacher Influence) NOT Academic Failure  
	
562

	#19
	(Educational environment OR Mental Health) AND Psychosocial Development
	63

	#20
	(Student Welfare AND Teacher Student Relationship) NOT Student College Relationship
	
709

	#21
	Inclusion AND Well Being
	29

	#22
	Teacher Competencies AND Teacher Influence
	64






Table 2
Search on the Web of Science (WOC) database

	
SEARCH
	
SEARCH TERMS
	
RESULT 1
	RESULT 2: SECONDARY SCHOOL
	RESULT 3: LOWER SECONDARY GENERAL EDUCATION
	RESULT 4: UPPER SECONDARY EDUCATION

	#1
	Educational Environment AND Inclusion
	409
	31
	
2
	__

	#2
	Educational Environment AND School Climate
	183
	18
	
1
	1

	#3
	(School Climate OR Educational Environment) AND Inclusión
	7
	__
	
__
	__

	#4
	Inclusion AND Risk Students
	362
	22
	
1
	
4

	#5
	(Inclusion AND Well Being) NOT Violence
	1,277
	36
	
2
	
3

	#6
	(Inclusion AND Well Being) NOT School Security
	1.317
	37
	
2
	
3

	#7
	(Student Satisfaction AND Student Welfare) NOT Teacher Welfare
	38
	2
	
__
	__

	#8
	
Organizational Climate
	2.761
	19
	
1
	2

	#9
	Class Organization
	2.673
	67
	
1
	
6

	
#10
	(Class Organization OR Organizational Climate) AND Teacher Competencies
	
3
	__
	

__
	__

	#11
	Mental Health AND Student Welfare
	72
	4
	
1
	__

	
#12
	(Teaching conditions AND Teacher Student Relationship) AND Teacher Competencies
	
3
	__
	__
	__

	#13
	Psychosocial Development AND Educational Environment
	39
	1
	__
	__

	
#14
	Educational Environment OR Psychosocial Development AND Well Being
	
833
	

32
	__
	

1

	
#15
	(Psychosocial Development AND Educational Environment) AND Well Being
	
834
	
32
	__
	
1

	#16
	Psychosocial Development
	3,487
	45
	__
	1

	#17
	Psychosocial Development AND Well Being
	415
	14
	__
	__

	
#18
	(Teacher Competencies AND Teacher Influence) NOT Academic Failure
	
214
	

22
	__
	
2

	
#19
	(Educational environment OR Mental Health) AND Psychosocial Development
	
859
	
10
	
__
	
__

	
#20
	(Student Welfare AND Teacher Student Relationship) NOT Student College Relationship
	
14
	
2
	__
	__

	#21
	Inclusion AND Well Being
	1,326
	47
	
2
	
3

	#22
	Teacher Competencies AND Teacher Influence
	216
	22
	
__
	

2




	Table 3

	Summary of the results found in the selected studies


	

TITLE OF THE STUDY
	
AUTHOR/
AUTHORS
	

YEAR AND PLACE OF PUBLICATION
	
SAMPLE OF THE STUDY
	
OBJECTIVE OF THE STUDY
	

METHODOLOGY

	
RESULTS OF THE STUDY

	
A Model for Online Support in Classroom Management: Perceptions of Beginning Teachers.
	
Credence Baker, James Gentry and William Larmer 
	
Year: 2016.

Place: Texas, USA.
	
13 junior teachers.

Sex: 9 women and 4 men



	

To assess teachers' perceptions in response to a professional development model. 
	
Qualitative methodology focused on open and axial coding.
	
More positive learning environment based on meeting basic psychological needs. Discipline problems decreased and became more manageable.

	
Autonomous Motivation in the Indonesian Classroom: Relationship with Teacher Support Through the Lens of Self- Determination Theory. 

	
Ridwan Maulana, Michelle Helms-Lorenz, Yulia Irnidayanti and Wim van de Grift. 

	
Year: 2016. 

Place: Jakarta, Indonesia. 

	
4,396 students and 202 teachers. 

Sex of the students: 1,844 men (41.9%) and 2,549 women (58%).

Sex of the teachers: 37% men and 63% women.



	
To understand and investigate the positive association between autonomy support, competence and relationships, and students’ autonomous motivation. 

	

Quantitative methodology. Two-level multilevel model to analyse the relationship between the three dimensions. 


	
The study found that the three dimensions of the Self-determination theory (SDT; autonomy, competence and social support) are relevant to students’ autonomous motivation. 



	
Improving teaching self-efficacy for teachers in inclusive classrooms in Hong Kong. 

	
Chih Nuo Grace Chao, Chris Forlin and Fuk Chuen Ho. 

	
Year: 2016.

Place: Hong Kong, China. 
	
417 teachers.

24% primary school teachers, 70.5% secondary school teachers and 5% special needs teachers. 

Sex: 39% men and 64.2% women.
	
To analyse and/or look into the impact of training to improve learners’ performance with regard to inclusive practices.
	
Quantitative study adopting a mixed-method design. 

Use of the TEIP Scale and the SPSS statistical software.  

	
The specific teaching strategies include: effective behaviour management, cooperation with other teaching professionals, and the use of inclusive instructions. 


	
‘‘If You Need Help, They are Always There for us’’: Education for Refugees in an International High School in NYC. 

	
Mary Mendenhall, Lesley Bartlett and Ameena Ghaffar-Kucher. 

	
Year: 2016.

Place: New York, USA. 
	
3 students in a combined focus group for grade 9 and grade 10 students; 5 students in a focus group for grade 11 students, and 3 students in a focus group for grade 12 students. 

	
To examine the needs of refugee students in a secondary school. 

	
A qualitative study using a visual methodology. 


	
The study found that the teaching strategies would include actions aimed at providing emotional care, linguistic support, and academic assistance. Importance of feeling supported, encouraged, and connected to the teachers, while benefiting from specific academic support. 


	
Analysis through Hidden Curriculum of Peer Relations in Two Different Classes with Positive and Negative Classroom Climates. 

	
Meltem Çengel and Adil Türkoğlu. 

	
Year: 2016. 
Place: Aydın, Turkey. 

	
422 grade 9 students from 4 vocational schools. 

	
To conduct an in-depth analysis of peer relationships in two classrooms with different climate through a hidden curriculum. 


	
A qualitative methodological approach focussed on a case study. 


	
There was less interaction in the classroom with a negative climate and a higher frequency of behaviours classified as negative than positive. 

There were more noise and communication between peers in classrooms classified as positive environments, while in negative climate classrooms, there was less noise frequency and less social interaction. 


	
Teacher Support and Life Satisfaction: An Investigation With Urban, Middle School Students. 
	
Pamela E. Guess and Sara J. McCane-Bowling. 

	
Year: 2016.


Place: Tennessee, USA. 
	
149 students. 

Sex: 56% women and 44% men. 

Participants are in grade 6 (25%), grade 7 (34%) and grade 8 (41%). 

Age: between 11 and 15 years-old (A= 12.75; SD = 1.05).
	
To investigate the relationship between students’ perceptions of teachers' social support and their Life Satisfaction (LS). 
	
The research methodology was a predictive data analysis using statistical regression techniques. 


	
Importance of teachers' support to obtain results from students, as well as to improve their Life Satisfaction (LS). Information support makes the most significant contribution to the LS variance.

Students' perceptions of teachers’ support correlate significantly with LS.

	
Peers’ perceived support, student engagement
in academic activities and life satisfaction: A structural equation modelling approach. 
	
Rezvan Hakimzadeh, Mohammad-Ali Besharat, Seved Ali Khaleghinez-had and Reza Ghorban Jahromi. 
	
Year: 2016. 
Place: Tehran, Iran.

	
315 Iranian students. 

Sex: 172 men (45.4%) and 143 women (54.6%). 

Age: between 14 and 17 years-old (A 1⁄4 15.08, SD 1⁄4 1.02).
	
To investigate the relationships between students’ perceived peer support, life satisfaction, and participation in academic activities.

	
Quantitative study that uses as a tool a Structural Equation Modelling (SEM) 

	
Emotional support has a significant impact on students’ participation in academic dynamics and their life satisfaction. 


	
Towards a democratic school: The experience of secondary school pupils. 

	
Núria Simó, Alba Parareda and Laura Domingo. 

	
Year: 2016. 

Place: Barcelona, Spain. 
	
School A: 13 participants. 

School B: Group 1: 8 participants; group 2: 9 participants.

School B: Group 1: 10 participants; group 2: 8 participants.

Age: 15 and 16 years-old. 

	
To explore how students understand and experience the notions of democracy and participation in secondary schools through their own perceptions.
	
Qualitative methodology. 


	
This research suggests that the better the school environment, the higher the level of student involvement in the dimensions of participation. 



	
Teachers’ leadership: a maker or a breaker of students’ educational motivation. 

	
Anna Öqvist and Malin Malmström. 

	
Year: 2016. 

Place: Luleå, Sweden. 

	
35 participants; 18 upper secondary school students and 17 primary school students from year 5, year 7 and year 9.
	
To explore the effects of teachers’ leadership on students’ motivation in education from the students' perspective. 

	
Qualitative research design using a case study. 

	
The level of development of teachers’ leadership affects to a great extent students’ motivation and performance at school. 


	
Associations between teaching quality and secondary students’ behavioral, emotional, and cognitive engagement in school.
	
Daniel Quin, Sheryl A. Hemphill and Jessica A. Heerde.
	
Year: 2016.

Place: Melbourne, Australia. 
	
322 students. 

Sex: 42 men and 46 women 

Age: an average of 12.8 years-old. 
	
To identify the contribution of quality of teaching to the three dimensions of a learner’s engagement (behavioural, emotional, and cognitive).
	
Quantitative research. Use of SPSS software, version 23 (IBM Corp 2013) for data analysis. 
	
The quality of teaching contributes in a unique way to the behavioural and emotional participation of each student, but not to their cognitive participation in school. 

	
The Interplay of Social and Ethnic Classroom Composition, Tracking, and Gender on Students’ School Satisfaction.
	
Katja Scharenberg. 

	

Year: 2016. 

Place: Hamburg, Germany. 

	

5,941 students in 331 secondary school classrooms.
	

To examine the impact of classrooms’ social and ethnic composition and monitoring on students' school satisfaction. 
	

Longitudinal study. Methodological approach focused on multilevel analysis. 

	
The multilevel analysis shows that in classrooms with a more favourable social composition and a higher percentage of immigrant students, students reach higher levels of school satisfaction at the end of grade 8. 

	
How school influences adolescents’ conflict styles.

	
Nina Roczen, Hermann J. Abs and Michael Filsecker. 

	
Year: 2017.

Place: Germany. 
	
65 schools. 4 classrooms from grade 8, 9 and 10 selected in each institution. 

4,112 students. 

Age: 15 years-old (A = 15.05, SD = 1.13). 

Sex: 51% women and 49% men.
	
To examine how the classroom climate, educators’ attitude, and students’ participation in training relate to adolescents’ self-represented conflict styles. 
	
Quantitative study. Use of the statistical software Mplus for processing multilevel structural equations. 

	
An open classroom climate and equal acceptance by the teacher is a predictor for promoting an inclusive conflict style. 


	
The Relationship between Perceived School Climate and the Adolescents' Adherence to Humanitarian Values. 
	
Muhammed Turhan and Tülin Akgül. 

	
Year: 2017. 

Place: Elazığ, Turkey. 

	
1,094 students from 21 secondary schools. 

Sex: 540 women and 554 men 

	
To investigate the relationship between students' perception of the school climate and their adherence to humanitarian values.

	
A mixed-method approach. 
Use of two scales to collect data: School Climate Student Scale (SCSS) and Humanitarian Values ​​Scale (HVS).
	
A positive learning climate has a positive impact on students' adherence to humanitarian values. 

Students' perception of the school climate has a significant impact on their adherence to humanitarian values. School climate is a significant predictor of students’ behaviour.

	
The Polyethnic Competence of Class Teacher as a Resource for Ensuring the Psychological Security of Pupils in a Polycultural Educational Environment. 

	
Tatyana I. Kulikova, Kseniya S. Shalaginova and Svetlana A. Cherkasova. 

	
Year: 2017. 

Place: Tula, Russia. 
	
58 classroom teachers and 127 grade 7 and grade 8 students. 

Age: between 13 and 14 years-old.

	
To understand the role that classroom teachers play in guaranteeing the psychological safety of students in a polyculture educational environment. 

	
Mixed methodology. Use of a set of specific methods to collect and process factual material. 
	
There is a strong positive dependence between students' sense of psychological safety and the motivational, communication, and assessment component of the classroom teacher's polyethnic competence (correlation coefficient: r = 0.71). The personal qualities of the educator determine the ability to create safe conditions for students’ psychosocial development. 


	
The role of empathy in preparing teachers to tackle bullying.  

	
Helena Murphy, John Tubritt and James O’Higgins Norman. 

	
Year: 2018.

Place: Dublin, Ireland. 
	
10 secondary education teachers. 
	
To examine teachers’ level of empathy when dealing with bullying and to analyse the situation of a school in Ireland. 

	
Research of a positivist nature. A deductive approach based on a research hypothesis. 

	
Educators' empathy is an important factor in creating and maintaining a positive school climate over time, which in turn leads to the prevention of bullying behaviour. Teachers’ behaviours and value systems influence students. 

	
Increase Engagement and Achievement with Response Cards: Science and Mathematics Inclusion Classes. 
	
Duchaine, Ellen L., Jolivette, Kristine; Fredrick, Laura D., and Alberto, Paul A.

	
Year: 2018. 

Place: Texas, USA. 
	
2 teachers from the Individualized Education Program (IEP) and 3 students without disabilities.
	
To compare and understand the benefits of using Response Cards (RC) as an innovative teaching strategy compared to other more traditional methods.

	
Study with a quasi-experimental design. 


	
The use of Response Card (RC) is recognized as an effective teaching strategy to increase the time dedicated to learning and participation and to improve students’ academic performance. 

	
Learning to Be: Teachers’ Competences and Practical Solutions: A Step Towards Sustainable Development. 
	
Somayyeh Ghorbani, Seyed Ebrahim Mirshah Jafari, and Fereydoon Sharifian. 

	
Year: 2018. 
Place: Isfahan, Iran.
	
Qualitative section: 20 education experts 

Quantitative section: 217 secondary education teachers.
Sex: 122 women (59.8%) and 82 men (40.2%). 

	
To identify teachers’ professional competencies in "learning to be" and providing practical solutions for their implementation.

	
A mixed-method sequential explanatory design using two qualitative and quantitative methods.

	
The results indicate that teaching professionals stand out as key competencies in “learning to be”, the development of self-esteem and self-confidence in students, the ability to increase personal skills in students such as self-awareness and confidence, and the ability to guide students. 

	
‘It ain’t (only) what you do, it’s the way that you do it’: A mixed method approach to the study of inspiring teachers. 


	
Pam Sammons, Alison Kington, Ariel Lindorff and Lorena Ortega. 
	
Year: 2018. 

Place: England, UK. 
	
17 primary and secondary school teachers in England. 

Sex: 13 women and 4 men.
203 students. 
	
To integrate and synthesise evidence from different perspectives, using multiple methods. 
	
The project uses a pragmatic-constructivist approach and a mixed-methods design. 


	
Positive teacher-student relationships and a high degree of engagement are key characteristics of inspiring teaching. Effective arrangement and organization of the classroom and clear instructions. 

Offering positive feedback and a friendly and relaxed interaction stand out among the teaching strategies. 

	
An investigation of the relationships between the teaching climate, students’ perceived life skills development and well-being within physical education. 

	
Lorcan Donal Cronin, Justine Allen, Claire. Mulvenna and Paul Russell.
	
Year: 2018.

Lugar: Ormskirk, England. 
	
294 students attending 6 secondary schools in Scotland and England.

Sex: 204 men and 90 women 

Age: between 11 and 18 years-old, an average age of 13.70 (SD = 1.52).
	
To explore the relationships between the teaching climate, students' perception of the development of life skills within the framework of physical education, and the psychological well-being generated. 
	
Quantitative methodology; statistical and factorial analysis using non-parametric statistics, regression, classification scales and structural equation modelling. 
	

This study shows that students perceive that they are developing the following life skills: 
teamwork, goal setting, time management, emotional and social skills, leadership, problem-solving and decision-making. The perception of autonomy support is positively related to the development of the eight life skills. 

	
¿Can cooperative video games encourage social and motivational inclusion of at-risk students? 
	
Thorkild Hanghøj, Andreas Lieberoth and Morten Misfeldt. 

	
Year: 2018. 

Place: Denmark. 


	
Initial sample: 190 grade 3-6 students (age A 5 11.48, SD 5, 0.84, 98 women). 

Final sample: 32 students (age A 5 11.37, SD 50.94, 12 women). 

Age: 9-12 years-old.

	
To investigate how and to what extent an intervention based on the “School at Play” approach generates changes in the participation, motivation, and experience of students' disciplinary tasks. 
	
Qualitative methodology with mixed-methods approach. It combines a repeated measurement approach with qualitative explanatory observations. 

	
The intervention shows multidimensional effects with a positive and/or effective impact on at-risk students’ well-being. The positive impact of creating a play climate in the classrooms is the result of a reformulation of students' participation and commitment regarding the curriculum. 

	
Understanding the work of FLOs through a recovery framework lens. 

	
Cindy Rushton and Kimberley Wilson. 

	
Year: 2018. 

Place: Australia. 
	
61 students. 

Age: between 12 and 18 years-old. 

92 professionals. 

	

To assess the value of a theoretical recovery framework to understand the practices used by teachers in Flexible Learning Option (FLO) schools.

	
Qualitative research. 


	
The five basic components of the recovery framework demonstrate the practical value of teachers’ work to better meet students' needs. 

	
Empathic and Supportive Teachers, Key to Quality and Efficiency in Education. 

	
Speranţa Lavinia Ţibu and Irina Horga.

	
Year: 2018. 

Place: Bucharest, Romania. 
	
73 grade 9 students and 260 teachers from upper secondary schools in disadvantaged areas. 

	
To provide a general and up-to-date view of Early School Leaving (ESL) in Romania by analysing education policies’ and education actors’ perspectives. 

	
Quantitative methodology.  
	
Competencies to create learning situations that promote equity and inclusion; competencies to develop students’ resilience to cope with adversity; guidance and counselling skills. 

	The Impact of Social Inclusion on the Social Development of Students with a General Learning Difficulty in Postprimary Education in Ireland. 
	
Niall King and Barry J. Ryan. 

	
Year: 2018. 

Place: Dublin, Ireland. 

	
6 students with different learning difficulties (within an IQ range of 35-50) and 29 professional teachers. 

	
To explore the social development of students with General Learning Difficulties (GLD) in a conventional post-primary education school in Ireland. 
	
A mixed methodology using a case study.  
	
Locating a student physically in the middle of the class allows his/her teacher and classmates to interact more frequently with him/her and makes her/him feel equal to his/her classmates. Effective interaction between peers within the classroom climate is considered key to promoting these students. 



	
Education for peace and school violence through a music project in secondary school. 
	
Roberto Cremades-Andreu and Carlos Lage Gómez. 


	
Year: 2018. 
Place: Madrid, Spain. 
	
14 students from year 1 of compulsory secondary education (Educación Secundaria Obligatoria, ESO) and 26 year 3 ESO students. 

Sex Group 1 (year 1 ESO): 9 girls and 5 boys.

Sex Group 2 (year 3 ESO): 17 girls and 9 boys.

	
To study the implications of the collective music composition and improvisation process in secondary school. 
	
The study method used is action research from a triple perspective. 

	

Students’ musical experiences in a creative learning space improve individual and collective motivation, positive emotions, classroom environment, well-being, and group identity. 


	
The response of compulsory secondary education students to educational inclusion and shared teaching.
	
Patricia Olmos Rueda, Josep M. Sanahuja Gavaldà and Òscar Mas Torelló. 
	
Year: 2018. 

Place: Barcelona, Spain. 
	
310 students (87%) out of a total of 357 students in year 1-4 of compulsory secondary education (Educación Secundaria Obligatoria, ESO). 

Sex: 175 men (56.5%) and 132 women (42.6%).
	
To investigate and understand ESO students’ profile, beliefs and attitudes towards educational inclusion and the work of two educators in the classroom. 
	
Quantitative research. Use of a descriptive, correlational and inferential statistical analysis. 
	
A positive correlation between the relationship between students and teachers and their motivation to attend school. Teaching strategy: cooperation between teaching professionals, the establishment of heterogeneous, dynamic and flexible working groups.

	
Belonging as a Pathway to Inclusive: An Inquiry into Supporting Inclusive Practice in Secondary Schools. 
	
Tracey Ellery. 
	
Year: 2019.

Place: New Zealand. 
	
4 year 7-11 students. 
	
To understand and investigate students' perspectives on the sense of belonging and the relationship between inclusive practices.
	
Qualitative approach. 


	
Students experience a sense of belonging to the school when they feel welcomed by their teachers, when relationships established with their teachers are respectful, and when they perceive that they are learning.  


	
The impact of the educator’s emotional orientation and personal qualities on the process of gaining authority among socially maladjusted adolescents.

	
V. K. Eliseev, I.M. Eliseeva, U.I. Dedyaeva, M.V. Korobova and U.V. Romanova.


	
Year: 2019. 

Place: Russia. 
	
28 teaching professionals and 62 adolescents at social risk.

	
To research empirically how educator’s type of emotional orientation and personal qualities influence the process of gaining authority among socially maladjusted adolescents.
	
Empirical research. 
	

Teachers with personality traits that fall within the altruistic and communicative type exert a positive influence on socially maladjusted adolescents' behaviour and actions.


	
Understanding the “atypical” activity of teachers: example of collaborative pedagogical format in secondary school. 

	
Serge Leblanc and Céline Sauvaire-Maltrana. 

	
Year: 2019. 

Place: Paris, France. 
	
3 secondary school teachers (Christophe, Nathalie and Céline) 


	
To show how three teachers' activity is restructured at the level of the organization of space-time, the use of resources, and the modes of interaction between students. 
	
Qualitative methodology; an empirical study carried out within the framework of cognitive anthropology. 


	
Paying attention to the dimensions of space and placement of both resources and people within the classroom contributes to create a space of commitment for students and a safe relational climate. 

Organising an area at the end of the classroom with a seat for the teacher allows more space for students, optimizing their verbal participation and contributing to their personal development. 


	
The role of within-class consensus on mastery goal structures in predicting socio-emotional outcomes. 

	
Lisa Bardach, Marko Lüftenegger, Takuya Yanagida, Barbara Schober and Christiane Spiel.

	
Year: 2019.

Place: Vienna, Austria. 
	
	
1,455 secondary school students. 

Sex: 65.70% women and 
34.30% men.  

Age: average age of 14.31 years-old (SD = 2.18). 

	
To confirm whether within-class consensus on the three dimensions of the mastery goal structures of the task, autonomy, and recognition-evaluation has positive socio-emotional outcomes. 
	
Quantitative research. 


	
Within-class consensus on all dimensions of the mastery goal structures predicts a less negative error climate. Higher levels of within-class consensus on mastery goal structures improve socio-emotional outcomes. 



	
Teacher–student interaction and lower secondary school students’ situational engagement. 

	Sanni Pöysä, Kati Vasalampi, Joona Muotka, Marja-Kristiina Lerkkanen, Anna-Maija Poikkeus and Jari-Erik Nurmi. 

	
Year: 2019. 
Place: Jyväskylä, Finland.
	
709 grade 7 students in 59 classrooms. 

51 teachers.
Sex: 338 women (47.7%) and 371 men 
(52.3%). 
Age: an average of 13 years and 2 months-old (SD = 4 months) 
	
To broaden understanding around student participation by examining how participation during a lesson is associated with observed interactions between teacher and student in the classroom. 
	
Longitudinal study. 

	
The results indicate that emotional support in the classroom is positively associated with students 'emotional engagement and help-seeking, while classroom organization is associated with students' behavioral and cognitive engagement. Student participation can be fostered through supportive interactions between teachers and students. 

	
Teacher Caring as a Protective Factor: The Effects of Behavioral/Emotional Risk and Teacher Caring on Office Disciplinary Referrals in Middle School. 
	
Emily K. Gallagher, Bridget V. Dever, Craig Hochbein and George J. DuPaul. 

	
Year: 2019.
Place: Pennsylvania, USA. 

	
1,151 grade 6-8 students (35% in grade 8, 32% in grade 7 and 33% in grade 6). 


Age: between 11 and 14 years-old (A = 12.6, SD = 0.95).

	
To examine the links and interactions between the risk of behavioral and emotional issues, Office Disciplinary Referrals (ODR), and teacher caring.
	
Quantitative study. Use of the statistical technique Exploratory Factor Analysis (EFA) together with the SPSS statistical software. 

 

	
High levels of behavioral/emotional risk (BER) and low levels of teacher attention predict more ODR. 


Students who report higher levels of teacher caring have a lower number of ODR numbers. Teacher caring helps mitigate the behavioral impact of BER (behavioral/emotional risk). 

	
How All Students Can Belong and Achieve: Effects of the cultural diversity climate amongst students of immigrant and non-immigrant background in Germany. 
	
Maja K. Schachner, Miriam Schwar-zenthal, Fons J. R. van de Vijver and Peter Noack.
	
Year: 2019.

Place: Germany. 
	
1,971 students in 88 classrooms from 22 secondary schools. 

1,209 (61%) students of immigrant background (A/age 11.59 years-old, SD/age 0.76, 50% men) and 762 (39%) students of non-immigrant background (A/age 11.43 years-old, SD/age 0.66, 56% men).
	
To learn the effects of a perceived climate in terms of equality, inclusion and cultural pluralism on the sense of belonging to the school, and secondary school students’ outcomes. 
	
Research of an empirical-analytical nature. 
	
Perceptions of equality, inclusion and cultural pluralism are linked to a greater sense of belonging to the school. This sense of belonging to the school, in turn, is linked to better results in terms of academic achievement, academic self-concept, and life satisfaction. 
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