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	Topic
	No.
	Item
	Location where item is reported

	TITLE
	
	
	

	Title
	1
	Identify the report as a systematic review. 
	page 3

	ABSTRACT
	
	
	

	Abstract
	2
	See the PRISMA 2020 for Abstracts checklist
	

	INTRODUCTION
	
	
	

	Rationale
	3
	Describe the rationale for the review in the context of existing knowledge. 
	pages 4–5

	Objectives
	4
	Provide an explicit statement of the objective(s) or question(s) the review addresses.
	pages 15–17

	METHODS
	
	
	

	Eligibility criteria
	5
	Specify the inclusion and exclusion criteria for the review and how studies were grouped for the syntheses.
	Page 18

	Information sources
	6
	Specify all databases, registers, websites, organisations, reference lists and other sources searched or consulted to identify studies. Specify the date when each source was last searched or consulted.
	Page 16

	Search strategy
	7
	Present the full search strategies for all databases, registers and websites, including any filters and limits used.
	Page 16

	Selection process
	8
	Specify the methods used to decide whether a study met the inclusion criteria of the review, including how many reviewers screened each record and each report retrieved, whether they worked independently, and if applicable, details of automation tools used in the process.
	pages 18–19

	Data collection process
	9
	Specify the methods used to collect data from reports, including how many reviewers collected data from each report, whether they worked independently, any processes for obtaining or confirming data from study investigators, and if applicable, details of automation tools used in the process. 
	pages 19–20

	Data items
	10a
	List and define all outcomes for which data were sought. Specify whether all results that were compatible with each outcome domain in each study were sought (e.g. for all measures, time points, analyses), and if not, the methods used to decide which results to collect.
	pages 18–23

	
	10b
	List and define all other variables for which data were sought (e.g. participant and intervention characteristics, funding sources). Describe any assumptions made about any missing or unclear information.
	pages 18–23

	Study risk of bias assessment
	11
	Specify the methods used to assess risk of bias in the included studies, including details of the tool(s) used, how many reviewers assessed each study and whether they worked independently, and if applicable, details of automation tools used in the process. 
	pages 30–31

	Effect measures
	12
	Specify for each outcome the effect measure(s) (e.g. risk ratio, mean difference) used in the synthesis or presentation of results.
	pages 19

	Synthesis methods
	13a
	Describe the processes used to decide which studies were eligible for each synthesis (e.g. tabulating the study intervention characteristics and comparing against the planned groups for each synthesis (item 5)).
	pages 32–33

	
	13b
	Describe any methods required to prepare the data for presentation or synthesis, such as handling of missing summary statistics, or data conversions.
	pages 32

	
	13c
	Describe any methods used to tabulate or visually display results of individual studies and syntheses.
	pages 32-34

	
	13d
	Describe any methods used to synthesize results and provide a rationale for the choice(s). If meta-analysis was performed, describe the model(s), method(s) to identify the presence and extent of statistical heterogeneity, and software package(s) used.
	pages 33–34

	
	13e
	Describe any methods used to explore possible causes of heterogeneity among study results (e.g. subgroup analysis, meta-regression).
	pages 21–25

	
	13f
	Describe any sensitivity analyses conducted to assess robustness of the synthesized results.
	pages 25–27

	Reporting bias assessment
	14
	Describe any methods used to assess risk of bias due to missing results in a synthesis (arising from reporting biases).
	Figure 3
Page 30

	Certainty assessment
	15
	Describe any methods used to assess certainty (or confidence) in the body of evidence for an outcome.
	pages 19–21

	RESULTS
	
	
	

	Study selection
	16a
	Describe the results of the search and selection process, from the number of records identified in the search to the number of studies included in the review, ideally using a flow diagram.
	page 17

	
	16b
	Cite studies that might appear to meet the inclusion criteria, but which were excluded, and explain why they were excluded.
	
page 18

	Study characteristics
	17
	Cite each included study and present its characteristics.
	Tables S6–S12, S19

	Risk of bias in studies
	18
	Present assessments of risk of bias for each included study.
	pages 44–47 

	Results of individual studies
	19
	For all outcomes, present, for each study: (a) summary statistics for each group (where appropriate) and (b) an effect estimate and its precision (e.g. confidence/credible interval), ideally using structured tables or plots.
	Tables S6–S12

	Results of syntheses
	20a
	For each synthesis, briefly summarise the characteristics and risk of bias among contributing studies.
	pages 36–42

	
	20b
	Present results of all statistical syntheses conducted. If meta-analysis was done, present for each the summary estimate and its precision (e.g. confidence/credible interval) and measures of statistical heterogeneity. If comparing groups, describe the direction of the effect.
	pages 36–42

	
	20c
	Present results of all investigations of possible causes of heterogeneity among study results.
	page 33–42, Tables S13-15;S18 

	
	20d
	Present results of all sensitivity analyses conducted to assess the robustness of the synthesized results.
	pages 28, Tables S18

	Reporting biases
	21
	Present assessments of risk of bias due to missing results (arising from reporting biases) for each synthesis assessed.
	pages 33–36 

	Certainty of evidence
	22
	Present assessments of certainty (or confidence) in the body of evidence for each outcome assessed.
	Tables 3–5

	DISCUSSION
	
	
	

	Discussion
	23a
	Provide a general interpretation of the results in the context of other evidence.
	pages 47–59

	
	23b
	Discuss any limitations of the evidence included in the review.
	pages 47–59

	
	23c
	Discuss any limitations of the review processes used.
	pages 47–59

	
	23d
	Discuss implications of the results for practice, policy, and future research.
	page 70

	OTHER INFORMATION
	
	
	

	Registration and protocol
	24a
	Provide registration information for the review, including register name and registration number, or state that the review was not registered. 
	Title Page 

	
	24b
	Indicate where the review protocol can be accessed, or state that a protocol was not prepared.
	Title Page

	
	24c
	Describe and explain any amendments to information provided at registration or in the protocol.
	/

	Support
	25
	Describe sources of financial or non-financial support for the review, and the role of the funders or sponsors in the review.
	Title Page 


	Competing interests
	26
	Declare any competing interests of review authors.
	Title Page

	Availability of data, code and other materials
	27
	Report which of the following are publicly available and where they can be found: template data collection forms; data extracted from included studies; data used for all analyses; analytic code; any other materials used in the review.
	Title Page
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Table S2 
Abstracts of the Reviewed Meta-Analyses
	Author (year)
	Abstract 


	Allen (2018)
	Belonging is an essential aspect of psychological functioning. Schools offer unique opportunities to improve belonging for school-aged children. Research on school belonging, however, has been fragmented and diluted by inconsistency in the use of terminology. To resolve some of these inconsistencies, the current study uses meta-analysis of individual and social level factors that influence school belonging.
These findings aim to provide guidance on the factors schools should emphasise to best support students. First, a systematic review identified 10 themes that influence school belonging at the student level during adolescence in educational settings (academic motivation, emotional stability, personal characteristics, parent support, peer support, teacher support, gender, ethnicity and ethnicity, extracurricular activities and
environmental/school safety). Second, the average association between each of these themes and school belonging was meta-analytically examined across 51 studies (N = 67,378). Teacher support and positive personal characteristics were the strongest predictors of school belonging. Results varied by geographic location, with effects generally stronger in rural than in urban locations. The findings may be useful in improving perceptions of school belonging for secondary students through the design of policy, pedagogy and teacher training, by encouraging school leaders and educators to build qualities within the students and change school systems and processes.


	Aradsheva (2017)
	This meta-analysis synthesized recent research on strategy instruction (SI) effectiveness to estimate SI effects and their moderators for two domains: second/foreign language and self-regulated learning. A total of 37 studies (47 independent samples) for language domain and 16 studies (17 independent samples) for self-regulated learning domain contributed effect sizes for this meta-analysis. Findings indicate that the overall effects of SI were large, 0.78 and 0.87, for language and self-regulated learning, respectively. A number of context (e.g., educational level, script differences), treatment (e.g., delivery agent), and methodology (e.g., pretest) characteristics were found to moderate SI effectiveness. Notably, the moderating effects varied by language versus self-regulated learning domains. The overall results identify SI as a viable instructional tool for second/foreign language classrooms, highlight more effective SI design features, and suggest a need for a greater emphasis on self-regulated learning in SI interventions and research.


	Bangert (1983)
	This meta-analytic synthesis of findings from 51 studies indicated that use of an individualized teaching system has only a small effect on student achievement in secondary school courses. This result was consistent across a variety of academic settings and research designs and held true for both published and unpublished studies. In addition, individualized teaching systems did not contribute significantly to student self-esteem, critical thinking ability, or attitudes toward the subject matter being taught. Findings from studies of individualized college teaching are strikingly different from these secondary school findings.


	Bear (2002)
	Educators often assume that the self-concept of children with learning disabilities (LD) is less favourable than that of children without LD. The present study, a meta-analysis of 61 studies of self-concept, was conducted to examine this assumption. Results showed that children with LD perceived their academic ability less favourably than their non-LD peers. In other domains of self-concept, however, group differences were less clear. In contrast to a previous meta-analysis (Chapman, 1988), the results of this study indicated no differences in self-concept as a function of special education setting. Implications for research and practice in school psychology are discussed.


	Beelman (1994)
	Presents a meta-analytical review of 49 studies, from 1981 to 1990. on the effect of social competence training (SCT) on 3- to 15-year-olds. Main issues were (a) effectiveness in relation to program type and client characteristics as well as outcome criteria, (b) differential effects, (c) types of long-term effect, and (d) a comparison to other meta-analyses in the field, Results showed that SCT was moderately effective. However, effect sizes were lower than in previous studies. There were specific, characteristic effects for various types of program and on various client groups. Two main problems were identified: First, significant effect sizes were found only when direct goal criteria (e.g., social-cognitive skills) were evaluated, whereas there were few effects on broader constructs (e.g., social adjustment). Second, long-term effects were weak. We concluded that further primary studies are needed on the generalization and maintenance of change.


	Braithwaite (2011)
	Objective
The purpose of this study was to synthesize findings from motivational climate interventions employing Ames, 1992a, Ames, 1992b and Epstein, 1988, Epstein, 1989 TARGET framework within school-based physical education contexts.
Design
The present study employed a quantitative research synthesis design. Meta-analysis uses empirical studies to summarize past research by drawing overall conclusions from separate investigations. This research design highlights important and unsolved issues related to motivational climate interventions within physical education.
Methods
Standard meta-analytic procedures incorporating inclusion and exclusion criteria, literature search, coding procedures, and statistical methods were used to identify and synthesize 22 studies with 24 independent samples. Cohen’s (1988) criteria for effect sizes were used to interpret and evaluate results.
Results
There was an overall small positive treatment effect (g = 0.103) for groups exposed to mastery motivational climates. Outcome analyses identified the most consistent and largest overall treatment effects for behavioral outcomes (g = 0.39–0.49) followed by affective outcomes (g = −0.27 to 0.59) and cognitive outcomes (g = −0.25 to 0.32). Moderator analyses were directed by study heterogeneity and identified several trends in intervention features and study features with the most substantial trend for participant features as elementary students had the largest overall treatment effect (g = 0.41).
Conclusions
Outcome and moderator analyses identified several trends in methodological features, participant features, and study features that should be addressed in future physical education motivational climate interventions.


	Carpenter (2007)
	Students’ self-efficacy and achievement motivation may influence their academic achievement. Through meta-analysis, this study examines relationships of students’ self-efficacy, mastery goal orientation, and performance goal orientation to their achievement. Also, this study analyses these relationships with achievement across grade levels. This study had three purposes: 1) to compare the strength of relationships among self-efficacy, goal orientation, and academic achievement; 2) to examine the relationship between self-efficacy and achievement when mastery orientation is statistically removed; 3) to determine if differences exist when comparing these relationships across grade levels. Self-efficacy was most strongly related to student achievement, followed by mastery orientation and then performance orientation. The relationship between self-efficacy and achievement was less strong when mastery goal orientation was statistically removed. However, this relationship between self-efficacy and achievement was still higher than that between mastery orientation and achievement. Last, relationships between mastery orientation and performance orientation with achievement differ across grade levels.


	Chapman (1988)
	Studies of learning disabled (LD) children's self-concepts were reviewed. The findings show that LD students have lower self-concepts than nonhandicapped students. Greater decrements occur for academic self-concept than general self-concept. Significant variations in results were found as a function of the group LD students were compared with, and the instruments used. Studies using the Piers-Harris scale indicated that although LD students obtained lower general and academic self-concept scores than their nonhandicapped peers, these scores were generally within the normal range reported in the manual. On the other hand, scores from the Student's Perception of Ability Scale indicated that LD students had substantially lower academic self-concepts than either their nonhandicapped peers and those students in the normative sample. Age was not systematically associated with self-concept differences. For most LD children, decrements in self-concept occur by grade 3 and remain fairly stable through high school. Placement environment was not systematically associated with differences in self-concept. Mainstreamed settings did not lead to higher self-concepts than segregated settings. But unplaced "LD" students clearly had lower self-concepts than LD students who were receiving remedial assistance. The results were discussed in terms of factors associated with self-concept development in LD students, and the negative effects on achievement outcomes.


	Cornelius-White (2007)
	H ow teachers are best educated is a question that has been discussed for a long time. One perspective to this debate focuses particularly on dovetailing theoretical knowledge with practice. The present research is devoted to the specific exploration of this dovetailing: Three projects are presented that allow a direct transfer of knowledge into practice. The critical knowledge in the projects focuses explicitly on creating a supportive teacher-student-relationship. In the theoretical part of this contribution, the relevance of a supportive teacher-student-relationship is discussed according to the background of teacher students’ apprenticeship of observation. The research question is if the projects deliver strategies, ways and solutions to challenge the contents of apprenticeship of observation and accordingly to transfer empirically-based knowledge into action of teachers with regard to creating a supportive teacher-student-relationship. Project 1 refers to accompanied sponsorships between teacher students and pupils (N = 15), project 2 combines classroom management knowledge with teaching social learning in a class (N = 13) and project 3 refers to the reintegration of mentally ill students back to school (N = 10). Qualitative analysis of knowledge transfer grounds on self-reports of teacher students and partly observation of teacher educators. The results hint to the value of action in academic education and are discussed in relation to their effects of gaining competencies and their feasibility.


	Ellington (2003)
	The findings of 54 research studies were integrated through meta-analysis to determine the effects of calculators on student achievement and attitude levels. Effect sizes were generated through Glassian techniques of meta-analysis, and Hedges and Olkin's (1985) inferential statistical methods were used to test the significance of effect size data. Results revealed that students' operational skills and problem-solving skills improved when calculators were an integral part of testing and instruction. The results for both skill types were mixed when calculators were not part of assessment, but in all cases, calculator use did not hinder the development of mathematical skills. Students using calculators had better attitudes toward mathematics than their noncalculator counterparts. Further research is needed in the retention of mathematics skills after instruction and transfer of skills to other mathematics-related subjects.


	Ellington (2006)
	Forty-two studies comparing students with access to graphing calculators during instruction to students who did not have access to graphing calculators during instruction are the subject of this meta-analysis. The results on the achievement and attitude levels of students are presented. The studies evaluated cover middle and high school mathematics courses, as well as college courses through first semester calculus. When calculators were part of instruction but not testing, students benefited from using calculators while developing the skills necessary to understand mathematics concepts. When calculators were included in testing and instruction, the procedural, conceptual, and overall achievement skills of students improved.


	Etsey (1998)
	This paper presents a meta-analysis study that addresses gender differences in student attitudes toward mathematics for the years 1970 to 1995. A body of 96 primary studies were used including 30.490 students (15,877 female and 14,613 males), 69 journal articles, and 27 ERIC documents in the analysis. The major conclusion of this study is that gender differences in student attitudes toward mathematics do exist but are small. Males are favored, indicating more positive attitudes toward mathematics.


	Gansle (2005)
	Twenty peer-reviewed journal articles that described outcomes of interventions that took place in school settings and either focused on anger or included anger as a dependent variable were meta-analyzed. No differences in outcomes were found for group comparisons by school setting, special education status, entrance criteria, or treatment agents. Although 60% of articles discussed its importance, only two articles actually measured treatment integrity. Across outcomes, the weighted mean effect size of the interventions post treatment was determined to be .31. The largest effects were found for anger and externalizing behaviors, internalizing, and social skills, with mean effect sizes of .54, .43, and .34 respectively. Weighted mean effect sizes for follow-up studies were also calculated, but given the small number of studies that reported follow-up effects, those must be interpreted with caution. The results of this meta-analysis are discussed as they relate to research, practice, and intervention with children.


	Gentile (2009)
	This meta-analysis examines gender differences in 10 specific domains of self-esteem across 115 studies, including 428 effect sizes and 32,486 individuals. In a mixed-effects analysis, men scored significantly higher than women on physical appearance (d = 0.35), athletic (d = 0.41), personal self (d = 0.28), and self-satisfaction self-esteem (d = 0.33). Women scored higher than men on behavioral conduct (d = −0.17) and moral–ethical self-esteem (d = −0.38). The gender difference in physical appearance self-esteem was significant only after 1980 and was largest among adults. No significant gender differences appeared in academic, social acceptance, family, and affect self-esteem. The results demonstrate the influence of reflected appraisals on self-esteem.


	Gentile (2010)
	Three meta-analyses find increases over the generations in Rosenberg Self-Esteem scale (RSE) scores between 1988 and 2008 among American middle school (d = 0.78, n = 10.119), high school (d = 0.39, n = 16,669), and college students (d = 0.30. n = 28,918). The changes are consistent with an increasing emphasis on self-worth in American culture and, for high school students, with small increases in academic competence over time. College students’ scores change only when the RSE is administered with a 4-point Likert scale with no midpoint. By 2008, a score of 40 (perfect self-esteem) was the modal response of college students, chosen by 18% of participants; 51% scored 35 or over. Given these shifts in responses, the possibility of revising the RSE is discussed.


	Ginsburg-Block (2006)
	Meta-analysis was used to examine social, self-concept, and behavioral effects of peer-assisted learning (PAL) interventions with elementary school students. An electronic search of PsycINFO and ERIC databases resulted in 36 relevant PAL studies. Overall, effect sizes were small to moderate across the 3 outcome variable domains. Both social and self-concept outcomes were positively correlated with academic outcomes. Specific PAL components--student autonomy, individualized evaluation, structured student roles, interdependent group rewards, and same-gender grouping--were related to effect sizes. PAL interventions were more effective for low-income versus higher income, urban versus suburban-rural, minority versus nonminority, and Grades 1-3 students versus Grades 4-6 students. Results suggest that PAL interventions that focus on academics can also improve social and self-concept outcomes.


	Gray-Little (2000)
	Research on racial comparisons of self-esteem was examined. Early research in this area, exemplified by the doll studies of racial preference, was viewed as demonstrating that Blacks have less self-regard than Whites. However, a meta-analytic synthesis of 261 comparisons, based largely on self-esteem scales and involving more than half a million respondents, revealed higher scores for Black than for White children, adolescents, and young adults. This analysis further revealed that the direction and magnitude of racial differences are influenced by such demographic characteristics as participant age and socioeconomic status, as well as by characteristics of the measuring instruments. Many findings--for example, that the self-esteem advantage for Black respondents increases with age and is related to the sex composition of the sample--underscore the need for long-term longitudinal studies of self-esteem development in male and female members of both racial groups.


	Gubbels (2019)

	School absenteeism and dropout are associated with many different life-course problems. To reduce the risk for these problems it is important to gain insight into risk factors for both school absenteeism and permanent school dropout. Until now, no quantitative overview of these risk factors and their effects was available. Therefore, this study was aimed at synthesizing the available evidence on risk factors for school absenteeism and dropout. In total, 75 studies were included that reported on 781 potential risk factors for school absenteeism and 635 potential risk factors for dropout. The risk factors were classified into 44 risk domains for school absenteeism and 42 risk domains for dropout. The results of a series of three-level meta-analyses yielded a significant mean effect for 28 school absenteeism risk domains and 23 dropout risk domains. For school absenteeism, 12 risk domains were found with large effects, including having a negative attitude towards school, substance abuse, externalizing and internalizing problems of the juvenile, and a low parent-school involvement. For dropout, the risk domains having a history of grade retention, having a low IQ or experiencing learning difficulties, and a low academic achievement showed large effects. The findings of the current study contribute to the fundamental knowledge of the etiology of school absenteeism and dropout which in turn contributes to a better understanding of the problematic development of adolescents. Further, more insight into the strength of effects of risk factors on school absenteeism and dropout is important for the development and improvement of both assessment, prevention and intervention strategies.


	Hansford (1982)
	This meta-analysis examines the relationship between the various self-measures and measures of performance and achievement. The statistical results of 128 studies are transformed to a common measure, namely, correlation coefficients. These studies represent a total sample of 202,823 persons and produce a data base of 1,136 correlations between self-ratings and performance measures. A range in the relationship of —.77 to .96 was reported with an “average” correlation of .21. It was found that this average relationship was modified by a number of variables. The more significant modifiers of the average relationship were the grade-level of subjects, socioeconomic status, ethnicity, ability of subjects, self-term used in the study, name of self-test used, type and name of performance/achievement measures, and the reliability of both the self-ratings and performance/achievement measures.


	Hattie (1996)
	The aim of this review is to identify features of study skills interventions that are likely to lead to success. Via a meta-analysis we examine 51 studies in which interventions aimed to enhance student learning by improving student use of either one or a combination of learning or study skills. Such interventions typically focused on task-related skills, self-management of learning, or affective components such as motivation and self-concept. Using the SOLO model (Biggs & Collis, 1982), we categorized the interventions (a) into four hierarchical levels of structural complexity and (b) as either near or far in terms of transfer. The results support the notion of situated cognition, whereby it is recommended that training other than for simple mnemonic performance should be in context, use tasks within the same domain as the target content, and promote a high degree of learner activity and metacognitive awareness.


	Hoge (1993)
	We explored three broad issues in the article. First, do gifted and nongifted children differ in their self-concepts? Second, what are the effects on the self-concept of labeling the child as gifted? Third, are there any effects on self-concept of placing a child in special programs for the gifted? The review begins with a discussion of theoretical and methodological issues associated with the self-concept and giftedness constructs. This is followed by a meta-analysis of studies bearing on the three issues. Two types of studies are reviewed: (a) cases where gifted and average students are compared in terms of the self-concept and (b) studies in which gifted children are exposed to differential programming and the effects on self-concept explored. The studies indicated generally higher academic self-concepts for gifted students, but otherwise the results of the investigations were highly variable. The article concludes with a discussion of research and practical implications.


	Holmes (1984)
	In this study data from all studies identified as meeting the selection criteria were mathematically integrated to determine the effect of grade-level retention on elementary and/or junior high school pupils. When each effect size calculated was treated equally, a grand mean effect size of −.37 was obtained indicating that, on the average, promoted children scored .37 standard deviation units higher than retained children on the various outcome measures. When the effect sizes within each study were first averaged so that each study could be given equal weight, a grand mean of −.34 was obtained. By using the effect sizes from only those studies in which the promoted and nonpromoted pupils had been matched, a grand mean of −.38 was calculated. The high degree of consistency in these measures lends credibility to the validity of these findings. In addition to the grand means, effects sizes were calculated on various dependent variable measures, including academic achievement (further subdivided into various areas), personal adjustment (which included self-concept, social adjustment, and emotional adjustment), and attitude toward school, behavior, and attendance. In all cases, the outcomes for promoted pupils were more positive than for retained pupils.


	Huang (2011)
	The relation between self-concept and academic achievement was examined in 39 independent and longitudinal samples through the integration of meta-analysis and path analysis procedures. For relations with more than 3 independent samples, the mean observed correlations ranged from .20 to .27 between prior self-concept and subsequent academic achievement and from .19 to .25 between prior academic achievement and subsequent self-concept. Globality/specificity of self-concept was the only significant moderating factor in the relation between (a) prior self-concept and subsequent academic achievement and (b) prior academic achievement and subsequent self-concept. As high self-concept is related to high academic performance and vice-versa, intervention programs that combine self-enhancement and skill development should be integrated.


	Huang (2012)
	Two studies examined the discriminant and incremental validity of self-concept and academic self-efficacy. Study 1, which meta-analysed 64 studies comprising 74 independent samples (N = 24,773), found a strong mean correlation of .43 between self-concept and academic self-efficacy. The domains of self-concept and self-efficacy, and the domain matching between them, moderate the strength of the correlation between self-concept and academic self-efficacy. Global self-concept was associated with weaker correlations than were academic and subject-specific self-concept. Academic self-efficacy had higher incremental validity than self-concept. Study 2, which examined data-sets from Programme for International Student Assessment 2000. 2003 and 2006, found that the mean correlation ranged from .31 to 54. Self-concept sometimes had higher incremental validity than academic self-efficacy. The higher incremental validity of self-concept may result from the wording and domain of self-concept measure as well as specificity matching between self-concept and academic achievement.


	Huang (2013)
	A meta-analysis of 187 studies containing 247 independent studies (N = 68,429) on gender differences in academic self-efficacy identified an overall effect size of 0.08, with a small difference favoring males. Moderator analysis demonstrated that content domain was a significant moderator in explaining effect size variation. Females displayed higher language arts self-efficacy than males. Meanwhile, males exhibited higher mathematics, computer, and social sciences self-efficacy than females. Gender differences in academic self-efficacy also varied with age. The largest effect size occurred for respondents aged over 23 years old. For mathematics self-efficacy, the significant gender differences emerged in late adolescence. Future research should longitudinally examine gender differences in academic self-efficacy to determine the prevalence of gender differences during different life stages.


	Hyde(1990)
	This article reports the complex results of meta-analyses of gender differences in attitudes and affect specific to mathematics. Overall, effect sizes were small and were similar in size to gender differences in mathematics performance. When differences exist, the pattern is for females to hold more negative attitudes. Gender differences in self-confidence and general mathematics attitudes are larger among high school and college students than among younger students. Effect sizes for mathematics anxiety differ depending upon the sample (highly selected or general). One exception to the general pattern is in stereotyping mathematics as a male domain, where males hold much more stereotyped attitudes (d = -.90). While affect and attitudes toward mathematics are not the only influences on the development of gender differences in mathematics performance, they are important, and both male and female affect and attitudes should be considered in conjunction with other social and political influences as explanations.


	Jimerson (2001)
	Retaining a child at grade level has become increasingly popular, consistent with the emphasis on accountability and standards in elementary education. This article provides a comprehensive review of the research examining the academic and socioemotional outcomes associated with grade retention. Following a brief historical overview of previously published literature reviews, a summary of studies published between 1990 and 1999 is provided. A systematic review and meta-analysis of 20 recent studies includes: outcome variables (i.e., achievement and socioemotional adjustment), age or grade of retained population, matched or controlled for variables in analyses with comparison groups, and the overall conclusion regarding the efficacy of grade retention. Results of recent studies and this meta-analysis are consistent with past literature reviews from the 1970s and 1980s. In addition to a summary of the results, the discussion addresses the disparity between educational practice and converging research regarding grade retention and suggests directions for practice. This review encourages researchers, educational professionals, and legislators to abandon the debate regarding social promotion and grade retention in favor of a more productive course of action in the new millennium.


	Kavale (1985)
	The techniques of meta-analysis were used to provide a quantitative synthesis of the findings from 1077 studies investigating the nature of learning disability. Across four domains (linguistic, achievement, neuropsychological, and social/behavior) that included 38 variables, studies were summarized to quantify the level of differentiation between comparisons of learning-disabled and normal groups. In general, about 75% of learning-disabled subjects could be differentiated clearly from normal subjects, but no particular area emerged as a primary source of learning disability. Across 34 variables, only about 40% of the variance in learning disability functioning was explained. The greatest group differentiation was in the linguistic domain, but it did not account for a significantly greater proportion of the variance. Across the remaining domain and variables, the learning-disabled subjects revealed about the same level of differentiation from normal subjects. It was concluded that learning disability is a complex and multivariate phenomenon which involves a number of component deficits that all make an important contribution. Consequently, a multiple-syndrome paradigm is necessary to provide a comprehensive description of learning disability.


	Kavale (1996)
	Over the past 15 years, increased attention has been directed at social skills and their relationship to learning disabilities. Using the methods of meta-analysis, this investigation explores the nature of social skill deficits among students with learning disabilities. Across 152 studies, quantitative synthesis shows that, on average, about 75% of students with learning disabilities manifest social skill deficits that distinguish them from comparison samples. Approximately the same level of group differentiation is found across different raters (teachers, peers, self) and across most dimensions of social competence. Although social skill deficits appear to be an integral part of the learning disability experience, a number of questions about the relationship between learning disability and social skill deficits remain unanswered. Until these questions are answered, social skill deficits are best viewed as one among many elements of the learning disability constellation, and no significant definitional changes related to social skill deficits appear warranted.


	Korpershoek (2016)
	This meta-analysis examined which classroom management strategies and programs enhanced students’ academic, behavioral, social-emotional, and motivational outcomes in primary education. The analysis included 54 random and nonrandom controlled intervention studies published in the past decade (2003–2013). Results showed small but significant effects (average g = 0.22) on all outcomes, except for motivational outcomes. Programs were coded for the presence/absence of four categories of strategies: focusing on the teacher, on student behavior, on students’ social-emotional development, and on teacher–student relationships. Focusing on the students’ social-emotional development appeared to have the largest contribution to the interventions’ effectiveness, in particular on the social-emotional outcomes. Moreover, we found a tentative result that students’ academic outcomes benefitted from teacher-focused programs.


	Kraag (2006)
	Introduction: This meta-analysis evaluates the effect of school programs targeting stress management or coping skills in school children. Methods: Articles were selected through a systematic literature search. Only randomized controlled trials or quasi-experimental studies were included. The standardized mean differences (SMDs) between baseline and final measures were computed for experimental and control groups. Experimental groups were groups that either received an intervention of (a) relaxation training, (b) social problem solving, (c) social adjustment and emotional self-control, or (d) a combination of these interventions. If no baseline measurement was available, SMDs were calculated between final measures of the groups. The overall pooled effect size was calculated and the pooled effect sizes of improvement on stress, coping, (social) behavior, and self-efficacy by random effects meta-analysis. The dependence of the results on study characteristics (i.e., methodological quality and type of intervention) was evaluated using meta-regression analysis. Results: Nineteen publications met the inclusion criteria of controlled trials for class programs, teaching coping skills or stress management. Overall effect size for the programs was -1.51 [95% confidence interval (CI) -2.29, -0.73], indicating a positive effect. However, heterogeneity was significant (pb.001). Sensitivity analyses showed that study quality and type of intervention were sources of heterogeneity influencing the overall result (p valuesb.001). The heterogeneity in quality may be associated with methodological diversity and differences in outcome assessments, rather than variety in treatment effect. Effect was calculated per intervention type, and positive effects were found for stress symptoms with a pooled effect size of -0.865 (95% CI: -1.229, -0.502) and for coping with a pooled effect size of -3.493 (95% CI: -6.711, -0.275). Conclusion: It is tentatively concluded that school programs targeting stress management or coping skills are effective in reducing stress symptoms and enhancing coping skills. Future research should use clear quality criteria and strive for less diversity in methodology and outcome assessment.


	Lamb (2018)
	Educational games and simulations provide teachers with powerful tools for teaching students in the sciences. Within the broad category of educational gaming, there are several types of games to include Serious Educational Games (SEG), Educational Simulations (ES), and Serious Games (SG). The purpose of this meta-analysis is to characterize and compare outcomes related to serious educational games, serious games, and educational simulations as they are presented in the educational literature. Specifically, the authors intend to fill gaps left by previous studies, include major finding, and assess the current state of the field related to the use of these innovative technologies. The results of this study are in line with previous studies suggesting higher cognitive gains and increases in positive affective toward learning from subjects using SEGs, SGs, and ES. Effects were calculated from 46 empirical experimental studies. The examined studies suggest that ES, SGs, and SEGs do not differ in a statistically significant way when compared to traditional instruction but do differ from each other. More to this point, effect size outcomes are suggestive of a cumulative medium effect for cognition (d=.67) and affect (d=.51) with a small effect for behavior (d=.04).


	Lewis (2004)
	There has been a growing discussion in the fields of education and psychology about the relationship between social skill proficiency and academic excellence.  However, the presence of extracurricular involvement as promoting both academic and social development has not been thoroughly explored. The most recent literature syntheses and meta-analyses on extracurricular activity participation were conducted in the 1980ís. An updated review and quantitative look at the participation literature is due.  The purpose of this study is to integrate participation studies from the 1990s and give summative information as to the impact of extracurricular activity participation on various educational and psycho-social characteristics. Of the 164 identified studies, 41 were included in these meta-analyses. The current analyses produced 6 different activity categories: general extracurricular activity, sports, work and vocational activities, performing arts, pro-social activities, and community-based activities. The current meta- analyses suggest student outcomes were significantly related to general extracurricular activity and pro-social activity participation. General activities and pro-social activities had the most impact on academic achievement, while performing arts and pro-social activities participants reported the largest effect on identity and self-esteem related outcomes. Sports and related activities (i.e. Cheerleading) were not as strongly linked to academic achievement indicators as anticipated and student workers had more negative outcomes than any other activity participants. In conclusion, the best outcomes for children and adolescents are brought about through well-built, developmentally appropriate structured activities. Moreover, the academic and social profits of extracurricular activities that have been examined in this study can be used to inform program planning and implementation


	Litster (2007)
	The current meta-analysis compares the self-concepts and perceived competencies of gifted and nongifted students. Gifted and nongifted students’ beliefs about themselves differ across six domains. Using meta-analytic methods to synthesize the results of 37 studies, this meta-analysis shows that gifted students score significantly higher than nongifted students on measures of perceived academic and behavioral competence. Gifted students score significantly lower than nongifted students in perceived athletic competence. The small degree of difference between groups in the appearance, global, and social domains suggest that gifted students are not at significant advantage or disadvantage in these areas. Moderator variables such as grade level and measure account for systematic differences between gifted and nongifted students’ academic and behavioral perceptions of competence. The current study concludes with recommendations and guidelines for future self-concept and perceived competence research.


	Lo (2014)
	To facilitate second language learning, it has become increasingly popular to use a second language as the medium of instruction for content subjects for majority language students. Although numerous research studies have shown the advantages of such kind of programs in North America and Europe, those investigating English as the Medium of Instruction (EMI) schools in Hong Kong yielded inconclusive results. This meta-analysis is the first attempt to synthesize the research evidence on EMI education in Hong Kong since 1970. Based on 24 studies, this meta-analysis shows that students in EMI secondary schools were more proficient in second language and performed better on measures of affective variables. Yet their learning in other content subjects suffered. The differences between the effectiveness of EMI education in Hong Kong and that of similar programs in other contexts will be discussed, thereby illuminating second language acquisition theories and bilingual education.


	Lou (1996)
	The effects of within-class grouping on student achievement and other outcomes were quantitatively integrated using two sets of study findings. The first set included 145 effect sizes and explored the effects of grouping versus no grouping on several outcomes. Overall, the average achievement effect size was +0.17, favoring small-group learning. The second set included 20 effect sizes which directly compared the achievement effects of homogeneous versus heterogeneous ability grouping. Overall, the results favored homogeneous grouping; the average effect size was +0.12. The variability in both sets of study findings was heterogeneous, and the effects were explored further. To be maximally effective, within-class grouping practices require the adaptation of instruction methods and materials for small-group learning.


	Lou (1998)
	This study quantitatively synthesized the literature on the effects of social context (i.e., small group versus individual) when learning with computer technology (CT) on cognitive, process, and affective outcomes. In total, 404 independent findings were extracted from 103 studies involving kindergarten to adult learners. The results indicate that, on average, small group learning had small to moderate positive effects (p < .05) on group task performance d + = +0.39), individual achievement (d + = +0.16), and several other outcomes. No significant social context differences were found on amount of task attempted, academic self-concept, and attitudes toward computers, subject, and teachers. Significant heterogeneity (p < .05), however, was found for several of the outcomes analyzed. Study features analyses were, therefore, performed first univariately and then in multiple weighted least squares regressions to account for the variability in the findings. In the group task performance outcome, type of tasks, feedback, and presence of others accounted for the significant variability in the findings. When tasks involved factual learning, the effects were consistently positive. When tasks involved more complex problem solving, the superiority of group performance over individual performance was stronger when programs provided no or minimal feedback and when no other peers were working close by. Different from the results on group task performance, the study features that accounted for the significant variability on individual achievement include group work experience or instruction, group size, subject, type of programs, gender, and relative ability. Small group learning with CT was more effective when: (a) students had experience or specific instruction for effective group learning than when no such experience or instruction was reported; (b) working in pairs than in 3-5 member groups; (c) working with tutorial or drill-and-practice programs than with exploratory or tool programs; (d) learning social sciences or computer skills than mathematics, science, reading, and language arts; (e) students were female than male; and (f) students were of relatively low or high ability rather than medium ability. When all the positive study features were in place, the social context effect was d + = +0.95. When none of the positive study features were in place, the social context effect was d + = -0.22. These results and others suggest that social context plays an important role in student learning with CT. However, the role of social context differs between group task performance and individual achievement. While the former is a result of distributed cognition, the latter relies on whether each learner is actively involved in constructing his/her individual knowledge and whether group members assist each other in doing so.


	Lou (2001)
	This study quantitatively synthesized the empirical research on the effects of social context (i.e., small group versus individual learning) when students learn using computer technology. In total, 486 independent findings were extracted from 122 studies involving 11,317 learners. The results indicate that, on average, small group learning had significantly more positive effects than individual learning on student individual achievement (mean ES = +0.15), group task performance (mean ES = +0.31), and several process and affective outcomes. However, findings on both individual achievement and group task performance were significantly heterogeneous. Through weighted least squares univariate and multiple regression analyses, we found that variability in each of the two cognitive outcomes could be accounted for by a few technology, task, grouping, and learner characteristics in the studies.


	Ma (1997)
	Presents a meta-analysis which examined 143 primary studies on the relationship of attitude toward self and social factors with achievement in mathematics. Attitude was decomposed into self-concept about mathematics, perception of family support, and perception of mathematics as a male domain. Self-concept, family support, and perception of mathematics as a male domain were all related to achievement. These 3 relationships consistently decreased from the junior high grades to the senior high grades. The relationship between self-concept and achievement varied as a function of ethnicity, whereas the relationship between family support and achievement was consistent across ethnic background. The relationship between self-concept and achievement varied with sample size, whereas the relationships of family support and mathematics as a male domain with achievement were sample-size invariant. The relationship between self-concept and achievement increased over time, whereas the relationships of family support and mathematics as a male domain with achievement remained almost unchanged over time. No statistically significant interaction effects were found among gender, grade, and ethnicity for any of the 3 relationships.


	Möller (2009)

	A meta-analysis of 69 data sets (N = 125,308) was carried out on studies that simultaneously evaluate the effects of math and verbal achievements on math and verbal self-concepts. As predicted by the internal/external frame of reference (I/E) model, math and verbal achievements were highly correlated overall (.67), but the correlation between math and verbal self-concepts (.10) was close to zero. Correlations between math and verbal achievement and correlations between achievements and self-concepts within the domains were more positive when grades instead of standardized test results were used as achievement indicators. A path analysis revealed support for the I/E model, with positive paths from achievement to the corresponding self-concepts (.61 for math, .49 for verbal) and negative paths from achievement in one subject to self-concept in the other subject (−.21 from math achievement on verbal self-concept, −.27 from verbal achievement to math self-concept). Furthermore, results showed that the I/E model is valid for different age groups, gender groups, and countries. The I/E model did not fit the data when self-efficacy measures were used instead of self-concept measures. These results demonstrate the broad scope of the I/E model as an adequate description of students’ self-evaluation processes as they are influenced by internal and external frames of reference.


	Möller (2020)

	According to the internal/external frame of reference model, academic achievement has a strong impact on people’s self-concept, both within and
between subjects. We conducted a series of meta-analyses of k = 505 data sets containing the six bivariate correlations between achievement and self-concept in two subjects. Negative paths from achievement to noncorresponding self-concept, indicating dimensional comparison effects, were strongest when the subjects were dissimilar with regard to the math-verbal continuum, reduced but still significantly negative when both subjects belonged to the verbal domain, and near-zero when both subjects belonged to the math/science domain. Additionally, we found stronger positive paths from achievements to corresponding self-concepts, indicating social comparison effects, and stronger dimensional comparison effects for grades than for standardized test scores, and for older rather than younger students. We extend dimensional comparison theory by discussing these results with particular regard to the nonexistence of assimilation effects, the effects of subject similarity on dimensional comparison effects, and other moderators of dimensional comparison effects.


	Multon (1991)
	Reports on meta-analyses of the relations of self-efficacy beliefs to academic performance and persistence. Results revealed positive and statistically significant relationships between self-efficacy beliefs and academic performance and persistence outcomes across a wide variety of subjects, experimental designs, and assessment methods. The relationships were found to be heterogeneous across studies, and the variance in reported effect sizes was partially explained by certain study characteristics. Implications for further research and for intervention are discussed.


	Murawski (2001)
	Students with special needs are increasingly being served in the general education classroom. Co-teaching is one service delivery option designed to meet those needs. The purpose of this article is to synthesize data-based articles pertaining to co-teaching between general and special education personnel. Of 89 articles reviewed, only 6 provided sufficient quantitative information for an effect size to be calculated. Effect sizes for the individual studies ranged from low (0.24) to high (0.95), with an average total effect size of 0.40. Dependent measures were varied and included grades, achievement scores, and social and attitudinal outcomes. Results indicate that further research is needed to substantiate that co-teaching is an effective service delivery option for students with disabilities.


	Nowicki (2003)
	This meta-analysis synthesized research since 1990 pertaining to the social competence of children with learning disabilities in inclusive classrooms. Comparisons with average- to high-achieving classmates resulted in medium to large effect sizes for teachers' perceptions of social competence, peer preference ratings, positive peer nominations, global self-worth, and self-perceptions of scholastic performance. A second set of comparisons with children designated as low in academic achievement yielded moderate effect sizes for teachers' perceptions of social competence and for peer social preference ratings. Small effect sizes were obtained for global self-worth and self-perceptions of scholastic performance. It was concluded that (a) children with learning disabilities and children designated as low in academic achievement are at a greater risk for social difficulties than are average- to high-achieving children, and (b) children with learning disabilities and their low-achieving classmates do not appear to have accurate self-perceptions of social acceptance.


	O’Mara (2006)
	A meta-analysis of 105 studies reporting 152 self-concept interventions in school settings was conducted. The aims of the study were twofold: to explore the construct validity approach to self-concept interventions, and to examine aspects of the administration of the interventions, namely treatment setting, administrator type, administrator training, and implementation standardisation procedures. In support of the multidimensional perspective of self-concept, results of the random effects model analyses suggest that targeting specific self-concept domains when measuring self-concept outcomes lead to higher effect sizes (p < 0.001). Interestingly, the treatment setting, intervention administrator type, administrator training, and the use of standardisation procedures were not significant moderators. The implications for self-concept intervention administration in school settings are discussed.


	Pahlke (2014)
	Proponents of single-sex (SS) education believe that separating boys and girls, by classrooms or schools, increases students' achievement and academic interest. In this article, we use meta-analysis to analyze studies that have tested the effects on students of SS compared with coeducational (CE) schooling. We meta-analyzed data from 184 studies, representing the testing of 1.6 million students in Grades K-12 from 21 nations, for multiple outcomes (e.g., mathematics performance, mathematics attitudes, science performance, educational aspirations, self-concept, gender stereotyping). To address concerns about the quality of research designs, we categorized studies as uncontrolled (no controls for selection effects, no random assignment) or controlled (random assignment or controls for selection effects). Based on mixed-effects analyses, uncontrolled studies showed some modest advantages for single-sex schooling, for both girls and boys, for outcomes such as mathematics performance but not for science performance. Controlled studies, however, showed only trivial differences between students in SS versus CE, for mathematics performance (g = 0.10 for girls, 0.06 for boys) and science performance (g = 0.06 for girls, 0.04 for boys), and in some cases showed small differences favoring CE schooling (e.g., for girls' educational aspirations, g = -0.26). Separate analyses of U.S. studies yielded similar findings (e.g., for mathematics performance g = 0.14 for girls and 0.14 for boys). Results from the highest quality studies, then, do not support the view that SS schooling provides benefits compared with CE schooling. Claims that SS schooling is particularly effective for U.S. ethnic minority boys could not be tested due to the lack of controlled studies on this question.


	
Parker (2020)
	
Expectancy value theory is often evoked by educational psychologists to explain gender differences in Science, Technology, Engineering, and Mathematics (STEM) variables. Yet gender does not operate in isolation. Nor are gender effects likely to be context free. In the current meta-analysis, we explore gender differences in STEM-related expectancy for success, and the task values of intrinsic, utility, attainment, and cost. We find that gender differences were generally small in size. Invoking the concept of intersectionality, we find that heterogeneity in gender effect sizes are large and gender differences are moderated, primarily, by socioeconomic status, ethnic diversity, and somewhat by national gender equality.


	Patall (2008)
	A meta-analysis of 41 studies examined the effect of choice on intrinsic motivation and related outcomes in a variety of settings with both child and adult samples. Results indicated that providing choice enhanced intrinsic motivation, effort, task performance, and perceived competence, among other outcomes. Moderator tests revealed the effect of choice on intrinsic motivation was stronger (a) for instructionally irrelevant choices compared to choices made between activities, versions of a task, rewards, and instructionally relevant options, (b) when 2 to 4 successive choices were given, (c) when rewards were not given after the choice manipulation, (d) when participants given choice were compared to the most controlling forms of control groups, (e) for children compared to adults, (f) for designs that yoked choice and control conditions compared to matched designs in which choice was reduced or designs in which nonyoked, nonmatched controls were used, and (g) when the experiment was conducted in a laboratory embedded in a natural setting. Implications for future research and applications to real-world settings are discussed.


	Pinquart (2019)

	Objectives
The objective of the present meta-analysis was to integrate the available research on associations of parenting styles with self-esteem in children and adolescents.

Methods
A systematic search in electronic databases (PSYCINFO, ERIC, Google Scholar, and PSYNDEX) and cross referencing identified 116 studies that were included in a random-effects meta-analysis.

Results
Cross-sectional studies found small to moderate positive associations of authoritative parenting with self-esteem (r = 0.26; 95%-CI [0.24, 0.29]) while authoritarian (r = −0.18; 95%-CI [−0.21, −0.14]) and neglectful parenting (r = −0.18; 95%-CI [−0.23, −0.12]) were related to lower self-esteem in the offspring. A very small positive association of permissive parenting with self-esteem was observed in studies that defined permissiveness by low control and high warmth rather than only by low control (r = 0.07; 95%-CI [0.01, 0.12]). Cross-lagged analyses found evidence for child effects on change in authoritative (r = 0.13; 95%-CI [0.05, 0.21]) and neglectful parenting (r = −0.28; 95%-CI [−0.34, −0.22] but not on effects of parenting styles on change in self-esteem; however very few longitudinal studies were available. Few moderating effects of study characteristics were identified.


Conclusions
We conclude that correlations between parenting styles and child self-esteem cannot be interpreted as a pure effect of parenting styles and that more longitudinal research is urgently needed for testing potential bidirectional effects.


	Prout (1992)
	Data on self-reports of children and adolescents with learning disabilities were analyzed with a meta-analysis to assess how self-reports of these children and adolescents differed from the self-reports of their non-learning-disabled peers. In addition to general trends, data were analyzed in terms of the type of variable assessed. Results indicated a generalized tendency for children and adolescents with learning disabilities to score in the more negative direction on these objective scales.


	Robinson (1988)
	The purpose of this study was to conduct a quantitative analysis of classroom management training programs for teachers. All of these programs have developed as alternatives to the traditional punitive approaches including detention, corporal punishment and suspensions which have been found to be inadequate for shaping appropriate classroom behaviour and positive attitudes towards school. Large sums of time and money have been expended in implementing programs that emphasize prevention rather than punishment. The relative effectiveness of these programs, however is still largely unknown. Most research has focused on individual programs with varying results. A meta-analysis of 79 studies evaluating the effectiveness of 12 teacher training programs was performed using computational procedures developed by Hunter, et al. (1982). Cumulation of the findings in the 79 studies indicated that there is only a small positive relationship between classroom management training of teachers and the dependent variables selected by the studies to measure change. When the variables were grouped conceptually, a strong relationship between training teachers or students to increase internal dimensions, such as self-esteem or attitudes, and actual change in these areas is small; the dependent variables selected by studies evaluating training programs may be too diverse and may not measure the training programs’ effects on the classroom; and there are too few well-designed studies of individual programs producing the types of data necessary for quantitative evaluation of relative program effectiveness. 


	Saiphoo (2020)

	The popularity of social networking sites (SNSs) has prompted researchers to investigate the relationship between SNS use and various psychological variables, one being, self-esteem. There is a large literature, theoretical and empirical, supporting a relationship between these two variables, however, the conclusions are mixed; some research finds that SNS use and self-esteem are negatively associated, while some find that they are positively associated. To clarify this relationship, a meta-analysis was conducted. A systematic literature search identified 121 independent samples. An overall effect size of r = −.079 (N = 91,462, 95% CI [−.107, −.050]) was obtained, indicated a small, negative, and significant relationship between SNS use and self-esteem. Moderator analyses revealed that this relationship was stronger in studies investigating problematic SNS use. The authors argue that these results suggest a need for additional research investigating more nuanced classifications of SNS use, as well as positive aspects of SNS use.


	Savelsbergh (2016)
	Many teaching approaches have been tried to improve student attitudes and achievement in science and mathematics education. Achievement effects have been synthesized, but a systematic overview of attitude effects is missing. This study provides a meta analytic review based on 56 publications (1988–2014), reporting 65 independent experiments that investigated the effects of teaching approaches on student attitudes in primary or secondary science or mathematics education. Five types of teaching approaches were distinguished: inquiry-based, context-based, computer-based, collaborative learning strategies, and extra-curricular activities. Since many different attitude outcomes were distinguished and attitudes were assessed at different levels of granularity, we did separate analyses for specific and more global outcomes. Outcomes were not significantly different for different educational approaches. When taking all interventions together, significant effects were found for General Attitude (n = 60; d = 0.35), General Interest (n = 20; d = 0.22), and Career Interest in Science (n = 4; d = 0.40). The effects were significantly weaker for studies with older students. Analysis of achievement outcomes yielded a significant and large overall effect (n = 40; d = 0.78), again with no significant differences between teaching approaches. Although the positive effects might be partly due to novelty, the current findings do counter scepticism about the learning outcomes of interest-oriented teaching approaches.


	Scherrer(2018)
	Theoretical approaches and empirical research suggest a decline in the levels of motivational variables and self-esteem among students during the school career. However, precise statements about the magnitude of the change remain elusive. Conducting a meta-analysis of 107 independent longitudinal studies with 912 effect sizes, we found an overall decrease of Glass’s Δ = −.108 over an average duration of 1.654 years. Change significantly differed by construct with the largest decreases in intrinsic motivation, math and language academic self-concepts, mastery achievement goals, and performance-approach achievement goals. There were no significant mean-level changes in self-esteem, general academic self-concept, academic self-efficacy, and performance avoidance achievement goals. School stage and transition to middle school or high school were not significantly associated with the change. Findings generalized over academic domain and questionnaire used for all constructs except for academic self-concept. The decline was larger in Europe than in North America or Asia.


	Schneider (1992)
	A meta-analytic review was conducted of 79 controlled studies of children's social skills training. The overall short-term effectiveness of social skills training was seen as moderate. Multiple regression analysis was used to partition the variance in effect size. Diagnostic description of the subjects contributed heavily to the prediction; withdrawn subjects respond better than aggressive youngsters and children not diagnosed as behaviorally atypical. Modeling and coaching techniques are associated with higher effect sizes than social-cognitive procedures or multitreatment packages, but training technique did not emerge as a significant predictor of outcome in the multiple regression analysis. Outcome varied considerably as a function of variable. Effect sizes were higher for indices of social competence (observed social interaction, peer- and self-report, social-cognitive skill) than for more peripheral variables (e.g., global self-concept, academic achievement). Effectiveness at follow-up, though still substantial, was lower than posttreatment indicators. There were few studies with follow-up measurement at posttreatment intervals longer than 3 months.


	Senko (2016)
	Achievement goal theory originally defined performance-approach goals as striving to demonstrate competence to outsiders by outperforming peers. The research, however, has operationalized the goals inconsistently, emphasizing the competence demonstration element in some cases and the peer comparison element in others. A meta-analysis by Hulleman et al. (2010) discovered that students’ academic achievement was negatively predicted by performance-approach goals that focus on appearing talented, but positively predicted by performance-approach goals that focus on outperforming peers. The present meta-analysis extends that pattern to numerous other educational outcomes, such as competence perceptions and self-regulation. It does so while also removing a confound (i.e., the sample’s mean age) that varies systematically along with the type of performance-approach goal measure employed in studies. Discussion explores when and why the 2 types of performance-approach goals are most likely to diverge versus converge. It also considers 2 potential directions that goal theory can take to incorporate the 2 performance-approach goals.


	Sklad (2012)
	To answer the question of whether teaching social and emotional skills to foster social–emotional development can help schools extend their role beyond the transfer of knowledge, the authors conducted a meta-analytical review of 75 recently published studies that reported the effects of universal, school-based social, emotional, and/or behavioral (SEB) programs. The analyzed interventions had a variety of intended outcomes, but the increase in social skills and decrease in antisocial behavior were most often reported. Although considerable differences in efficacy exist, the analysis demonstrated that overall beneficial effects on all seven major categories of outcomes occurred: social skills, antisocial behavior, substance abuse, positive self-image, academic achievement, mental health, and prosocial behavior. Generally, immediate effects were stronger than delayed effects, with the exception of substance abuse, which showed a sleeper effect. Limitations of the analysis and moderators of the effectiveness of SEB programs in schools are discussed in the final section of the article.


	Smith (1980)
	Features of 59 studies of this relationship were coded and quantified and 371 findings were transformed into a common metric for statistical integration. Analysis, based on a logarithmic model, revealed a substantial relationship between class size and teacher and pupil attitudes as well as instruction. Favorable teacher effects (workload, morale, attitudes toward students) are associated with smaller classes as are favorable effects on students (self-concept, interest in school, participation). Smaller classes are associated with greater attempts to individualize instruction and better classroom climate. The results complement those of a previous meta-analysis that showed positive effects of class size on achievement.


	Spruit (2016)
	Physical activity interventions are often implemented in the adolescent mental health care practice to prevent or treat psychosocial problems. To date, no systematic review of the effect of these physical activity interventions in adolescents has been conducted. In the current study, four multilevel meta-analyses were performed to assess the overall effect of physical activity interventions on externalizing problems, internalizing problems, self-concept, and academic achievement in adolescents. In addition, possible moderating factors were examined. In total, 57 studies reporting on 216 effect sizes were included, and the results showed significant small-to-moderate effects of physical activity interventions on externalizing problems (d=0.320), internalizing problems (d=0.316), self-concept (d=0.297), and academic achievement (d=0.367). Further, moderator analyses showed that outcome, study, sample, and intervention characteristics influenced the effects of physical activity interventions on psychosocial outcomes. Implications for theory and practice concerning the use of physical activity interventions in adolescent mental health care practice are discussed.


	Steingut (2017)
	A meta-analysis of 23 experimental studies examined the effect of rationale provision on subjective task value, autonomous motivation, engagement, performance, perceived autonomy, perceived competence, perceived relatedness, and controlled motivation compared with a control condition. Results suggested that rationale provision enhanced subjective task value, engagement, performance, and perceived autonomy to a small to moderate extent (d = .16 to d = .40) under fixed- and random-effects models. Results also suggested that rationale provision diminished perceived competence under both fixed- and random-effects models (d = −.19), but did not impact autonomous motivation, controlled motivation, or perceived relatedness. Moderator analyses for subjective task value, autonomous value, motivation, engagement, and performance suggested that rationales were most effective (a) when they were prosocial or autonomous compared to controlling (for 3 outcomes), (b) for samples with a higher proportion of females (for 3 outcomes), and (c) for uninteresting tasks (for 3 outcomes). Implications for theory, future research, and practice are discussed.


	Steinkamp (1984)
	In a comprehensive review of the literature containing comparisons between boys and girls on some measure of motivation in science and/or some measure of achievement in science, findings were transformed into a common metric-an effect size-and analyzed meta-analytically. Drawn from articles and reports, large-scale national and international studies, and standardized testing procedures, the data base provided a total of 207 effect sizes for motivation and 406 effect sizes for achievement in science. It was found that sex differences in both motivation and achievement are smaller than is generally assumed, but they do occur, and, with few exceptions, they tend to favor males. The literature sources contained information on 25 variables suspected of impinging on motivation in science. These were analyzed in depth and related to the direction and magnitude of sex differences in motivational orientation.


	Swanson (1998)
	This article summarizes a comprehensive synthesis of experimental intervention studies that have included students with learning disabilities. Effect sizes for 180 intervention studies were analyzed across instructional domains, sample characteristics, intervention parameters, methodological procedures, and article characteristics. The overall mean effect size of instructional intervention was positive and of high magnitude (M = 0.79). Effect sizes were more positive for a combined model that included components of direct and strategy instruction than for competing models. Interventions that included instructional components related to controlling task difficulty, small interactive groups, and directed responses and questioning of students were significant predictors of effect size, and interventions that varied from control conditions in terms of setting, teacher, and number of instructional steps yielded larger effect sizes than studies that failed to control for such variations. The results are supportive of the pervasive influence of cognitive strategy and direct instruction models for remediating the academic difficulties for children with learning disabilities.


	Syzmanowicz (2011)
	Four meta-analyses were conducted to examine the magnitude of sex differences in self-estimates of general, mathematical/logical, spatial and verbal abilities. For all but verbal ability males gave significantly higher self-estimates than did females. The weighted mean effect size d for general intelligence was .37, for mathematical .44, for spatial .43 and for verbal .07. As these were significantly heterogeneous, homogeneity analysis was performed to identify moderating factors. These included age, instruction type, country, and dominating author's gender. The outcomes were discussed in terms of possible causes of this phenomenon and some concerns about the interpretation of the results were raised.


	Talsma (2018)
	Self-efficacy has long been viewed as an important determinant of academic performance. A counter-position is that self-efficacy is merely a reflection of past performance. Research in the area is limited by unidirectional designs which cannot address reciprocity or the comparative strength of directional effects. This systematic review and meta-analysis considered both directions of the relationship simultaneously, pooling data from longitudinal studies measuring both academic self-efficacy and academic performance over two waves. Pooled correlations (k = 11, N = 2688) were subjected to cross-lagged path analysis that provided support for a reciprocal effects model. Performance had a net positive effect on subsequent self-efficacy (β = 0.205, p < 0.001), significantly larger than the effect of self-efficacy on performance (β = 0.071, p < 0.001). Moderator analyses indicated that reciprocity holds for adults, but not for children (in whom performance uniquely impacts subsequent self-efficacy beliefs, but not the reverse). Cross-lagged effects were stronger in studies which used methodologies consistent with recommendations of self-efficacy theorists.


	Taylor (2017)
	This meta-analysis reviewed 82 school-based, universal social and emotional learning (SEL) interventions involving 97,406 kindergarten to high school students (Mage = 11.09 years; mean percent low socioeconomic status = 41.1; mean percent students of color = 45.9). Thirty-eight interventions took place outside the United States. Follow-up outcomes (collected 6 months to 18 years postintervention) demonstrate SEL's enhancement of positive youth development. Participants fared significantly better than controls in social-emotional skills, attitudes, and indicators of well-being. Benefits were similar regardless of students' ethnicity, socioeconomic background, or school location. Postintervention social-emotional skill development was the strongest predictor of well-being at follow-up. Infrequently assessed but notable outcomes (e.g., graduation and safe sexual behaviors) illustrate SEL's improvement of critical aspects of students' developmental trajectories.


	Twenge (2001)
	A meta-analytic review finds that college students' self-esteem increased substantially between 1968 and 1994 when measured using the Rosenberg Self-Esteem Scale (RSE). Children's scores on the Coopersmith Self-Esteem Inventory (SEI) show a curvilinear pattern over time, decreasing from 1965 to 1979 and increasing from 1980 to 1993. Children's SEI scores are directly correlated with social statistics (e.g., divorce rate, unemployment) for the corresponding years. Analyses for age differences find that SEI scores decrease slightly during the transition from elementary school to junior high and then rise progressively through high school and college. RSE scores increase steadily with age. Results are discussed in terms of the antecedents of self-esteem, including social acceptance, competencies, and the culture of self-worth.


	Twenge (2002)
	These meta-analyses examine ethnicity differences in self-esteem among 712 datapoints. Blacks scored higher than Whites on self-esteem measures (d = 0.19), but Whites scored higher than other racial minority groups, including Hispanics (d = -0.09), Asians (d = -0.30), and American Indians (d = -0.21). Most of these differences were smallest in childhood and grew larger with age. Blacks' self-esteem increased over time relative to Whites', with the Black advantage not appearing until the 1980s. Black and Hispanic samples scored higher on measures without an academic self-esteem subscale. Relative to Whites, minority males had lower self-esteem than did minority females, and Black and Hispanic self-esteem was higher in groups with high socioeconomic status. The results are most consistent with a cultural interpretation of racial differences in self-esteem.


	Twenge (2002)
	Socioeconomic status (SES) has a small but significant relationship with self-esteem (d = .15, r = .08) in a meta-analysis of 446 samples (total participant N = 312,940). Higher SES individuals report higher self-esteem. The effect size is very small in young children, increases substantially during young adulthood, continues higher until middle age, and is then smaller for adults over the age of 60. Gender interacts with birth cohort: The effect size increased over time for women but decreased over time for men. Asians and Asian Americans show a higher effect size, and occupation and education produce higher correlations with self-esteem than income does. The results are most consistent with a social indicator or salience model.


	Uguroglu (1979)
	To estimate the typical correlation between motivation and educational achievement, the correlations from a calibration sample of 22 studies and a validation sample of 18 studies were analyzed using analysis of variance and regression techniques. Motivation factors were restricted to general, academic, or mathematics self-concept, locus of control, and achievement motivation; achievement outcome measures included achievement and ability tests and grade point indices. For grades 1–12, 232 uncorrected observed correlations showed a mean of .338 indicating 11.4 percent of the variance accounted for in achievement by motivation. Eight variables in a regression model accounted for 39% of the variance in the magnitude of the correlations. Grade level emerged as the only significant student characteristic; motivation and achievement were more highly correlated in students in later grades.


	Vasquez (2016)
	A meta-analysis of 36 studies examining the relations between parent autonomy support (PAS) and child outcomes indicated that PAS was related to greater academic achievement and indicators of adaptive psychosocial functioning, including autonomous motivation, psychological health, perceived competence, engagement, and positive attitudes toward school, among other outcomes. The strongest relation emerged between PAS and psychological health. Results indicated that the strength of the PAS relation was stronger when PAS was reflective of both parents, rather than of just mothers or just fathers among five of six outcomes for which moderators could be examined. Moderator analyses also suggested that PAS correlations are stronger when the outcome is better aligned to the predictor and the relation between PAS and psychosocial outcomes may vary by grade level. Implications for theory and future research are discussed.


	Vaughn (1991)
	The purpose of this research was to evaluate the effectiveness of pull-out programs in gifted education. Nine experimental studies were located that dealt with pull-out programs for gifted students. The variables of self-concept, achievement, critical thinking, and creativity were quantified via meta-analysis. The results indicate that pull-out models in gifted education have significant positive effects for the variables of achievement, critical thinking, and creativity. However, gifted students' self-concepts were not affected by the pull-out programs.


	Wan (2021) 

	Believing that one is either a “math person” or a “language person” can have important implications for students’ engagement and performance in different activities and for their educational and career choices. One important source of information children use to form such self-relevant motivational beliefs are dimensional comparisons; that is, students engage in intraindividual comparisons of their subjective abilities across domains such as math and language arts when making self-evaluations. Despite their fundamental impact on students’ educational outcomes, our understanding of when dimensional comparisons begin to influence children’s self-perceptions, how this influence might change as children grow older, and whether the pattern varies across different types of motivational beliefs is still limited. A meta-analysis of 142 independent samples, 210.954 participants, and 426 effect sizes showed that the correlations between students’ math- and language-related motivational beliefs decreased from r = .32, 95% CI [.26, .37] for Grades 1-4 to r = -.01, 95% CI [-.07, .04] for Grades 9-12/13. A meta-regression revealed a significant moderating effect of students’ grade level on the association between students’ math- and language-related motivational beliefs (b = -.06, 95% CI [-.06, -.05]), indicating an increasing differentiation in these beliefs. Findings generalized over samples across the world and studies using different research designs and held true for motivational constructs such as ability self-concepts and interests. Our results suggest that dimensional comparisons are involved in the formation of students’ domain-specific motivational beliefs across the childhood and adolescent years and that their relative importance increases over the school years.


	Wästlund (2001)
	This meta-analytic approach, designed to explore the cross-cultural differences in levels of self-concept as measured by the Self-Description Questionnaire, yielded two main results. (a) There seems to be a general pattern in self-concept amongst schoolchildren from the three cultural groups included in this investigation (i.e., Asia, Africa, and Australia/United States). Girls have higher or equal means in most academic areas and boys are higher in nonacademic and total self-concept. Furthermore, (b) in the comparison between these cultural groups a pattern emerged whereby the children from Africa, generally, had the most positive self-concept, the children from Asia had the least positive self-concept in the nonacademic subareas, and the children from Australia/United States had the least positive self-concept in the academic subareas. Because these differences are difficult to explain solely with the concepts of individualism and collectivism, a tentative explanation incorporating the concept of optimism is suggested.


	Whiston (2011)
	The effectiveness of school counseling interventions is important in this era of evidence‐based practices. In this study, Meta‐Analysis 1 involved treatment‐control comparisons and Meta‐Analysis 2 involved pretest‐posttest differences. The overall average weighted effect size for school counseling interventions was .30. The study examined whether pertinent moderator variables influenced effect sizes. The pretest‐posttest effect size was not significant, so moderator analyses were conducted on treatment‐control comparisons. Analyses of moderator variables indicated school counseling program activities or interventions varied in effectiveness.


	Whitley (1997)
	A meta-analysis of studies of gender differences in computer-related attitudes and behavior using US and Canadian participants found that men and boys exhibited greater sex-role stereotyping of computers, higher computer self-efficacy, and more positive affect about computers than did women and girls. These effect sizes varied as a function of study population — adult, college, high school, and grammar school — with the largest differences generally found for high school students. Gender differences in beliefs about computers approached zero and did not vary by study population. Gender differences in computer-related behaviors were small and did not differ as a function of study population. Implications of these findings are discussed


	Wilgenbusch (1999)
	This investigation consolidated the recent research on gender differences in self-concept among children and youth by conducting a systematic meta-analysis of research published since 1980. particularly involving self-concept as a multidimensional phenomenon. Through a comprehensive search process, 22 studies representing over 19,000 child and adolescent participants were analyzed. The articles included participant samples from 7 nations: the US, Australia, Northern Ireland, South Africa, Finland, Norway, and Canada. Participants ranged from 1st grade through 12th grade. Mean effect size estimates across dimensions showed a complex pattern of gender differences and similarities, some of which were consistent across grade levels and others of which were not. Although some of the findings defied stereotypes, several were consistent with previous notions regarding differences in self-concept based on gender. The direction and complexity of these results emphasizes the importance of discussing developmental differences in self-concept in a thoughtful and careful manner and argues against the use of simplistic global generalizations.


	Willig (1985)
	A meta-analysis of selected studies on the efficacy of bilingual education was conducted and the results were compared with a traditional review of the same literature. When statistical controls for methodological inadequacies were employed, participation in bilingual education programs consistently produced small to moderate differences favoring bilingual education for tests of reading, language skills, mathematics, and total achievement when the tests were in English, and for reading, language, mathematics, writing, social studies, listening comprehension, and attitudes toward school or self when tests were in other languages. The magnitude of effect sizes was influenced by the types of programs compared, language of the criterion instruments, academic domain of the criterion instruments, random versus nonrandom assignment of students to programs, formula used to calculate effect sizes, and types of scores reported in the studies. Programs characterized by instability and/or hostile environments were associated with lower effect sizes. The synthesized studies contained a variety of methodological weaknesses which affected the magnitude of the effect sizes. Initial group differences—in language dominance, in environmental language exposure, in need for the bilingual program—were not uncommon. In some cases, comparison groups contained bilingual program “graduates.” In others, experimental groups changed in composition during the study through the exiting of successful students and their replacement with newcomers subsequent to pretesting and prior to posttesting. Although the technique of meta-analysis allows for statistical control of methodological inadequacies, the methodological inadequacies in the synthesized studies render the results less than definitive and highlight the need for quality research in the area of bilingual education. Problems inherent in conducting research on bilingual programs are discussed in relation to the outcomes of this synthesis, and guidelines for future research are proposed.


	Yukhymenko (2011)
	The current meta-analysis study summarizes the effects of the GlobalEd Project, a web-based educational intervention of international negotiations embedded within social studies curricula, on middle and high school students' interest in social studies and negotiation self-efficacy. Meta-analytic evidence supports statistically significant increases in students' interest in social studies for both middle and high school students and negotiation self-efficacy for high school students only as a result of participating in GlobalEd. Results demonstrated different effects of the intervention on middle and high school students, indicating greater increases for high school students. Significant effects of moderators related to demographic composition of samples were found for both interest in social studies and negotiation self-efficacy. Finally, after controlling for effects of school, proportion of those students who intend to go to college and who watch national news were contributing to the increase of interest in social studies.




Table S3
Codebook
	Coded variable
	Kind of variable
	Description

	Effect size characteristics

	Variable
	Text
	Variable associated with children and adolescents’ self-belief reported in the meta-analysis

	Definition of variable
	Text
	Description of variable

	Self-belief
	Text
	Motivational construct reported in the meta-analysis

	Definition of self-belief
	Text
	Description of variable

	ES
	Number
	Effect size reported in meta-analyses

	Kind of effect size
	Categorial
	Cohen's d, correlation coefficient r, Glass' Δ, or Hedges' g

	No ES
	Number
	Number of included effect sizes from primary studies

	No of participants
	Number
	Sample of the effect size

	
	
	

	Categorization

	Achievement
	
	

	Domain
	
	

	   Language
	0/1
	E.g., first language or reading achievement

	   STEM
	0/1
	E.g., physics, biology, math achievement

	   Mixed-domain
	0/1
	Achievement combined in multiple subjects (e.g., GPA)

	   Persistence
	0/1
	School dropout, behavioral problems, time on task

	Cognitive ability
	
	

	   Learning disabilities
	0/1
	Comparing children and adolescents with difficulties in academic functioning to children and adolescents no learning disabilities

	   Giftedness
	0/1
	Comparing gifted children and adolescents to nongifted children and adolescents

	
	
	

	Noncognitive
	
	

	   Emotion 
	0/1
	Enjoyment and general positive affect and negative emotions such as anxiety and boredom

	   Self-belief 
	0/1
	Own perception of needs or abilities

	…Motivation
	0/1
	Studies that answer children’s and adolescents’ questions: “Do I want to do this activity?”

	   Problematic technology use
	0/1
	Uncontrolled use of smartphones, persistent internet gaming

	   Perceived social support
	0/1
	Children’s and adolescents perceived support by their peers or parents, i.e., support of children’s and adolescents autonomy, emotional support

	Background 
	
	

	   Gender 
	0/1
	Comparing male versus female children and adolescents

	   Ethnicity
	0/1
	Comparing children and adolescents from different ethnicities

	
	
	

	Intervention
	
	

	Personal outcome
	0/1
	Focus on addressing (noncognitive) personal outcomes directly

	   Self-Beliefs
	0/1
	Focusing on enhancing children’s and adolescents' self-beliefs

	   Psychological
	0/1
	Focusing on enhancing children’s and adolescents' autonomy or social skills

	   Physical activity
	0/1
	Focusing on enhancing children and adolescents' physical activity

	
	
	

	Teaching and Classroom structure
	
	

	Learning and teaching
	0/1
	Interventions that are implemented at classroom level, i.e., interventions that affect classroom learning and that can be determined by a teacher at classroom level.

	School context
	0/1
	Interventions that are implemented at school system level, i.e. implemented at a policy level for that specific school, or at a higher system level

	Technology
	0/1
	Interventions that focus on the implementation of technology in the learning context

	Other
	0/1
	Effects sizes that could not be classified to these categories

	
	
	

	Moderators

	Self-belief specificity
	
	

	   General
	0/1
	Include academic and nonacademic self-beliefs (e.g., self-esteem, self-worth)

	   Domain-integrative
	0/1
	Include academic or nonacademic self-beliefs (e.g., academic self-concept, non-academic self-concept)

	   Domain-specific
	0/1
	Include self-beliefs in academic or nonacademic domain (e.g., math self-concept, social self-concept)

	
	
	

	Self-esteem
	0/1
	Subjective evaluation of his or her worth and capacities as a person; integrates academic and nonacademic self-belief

	Self-worth
	0/1
	Subjective evaluation of his or her worth and capacities as a person; integrates academic and non-academic self-belief

	Self-concept
	0/1
	Belief in the capacity to reach specific academic outcomes

	Self-efficacy
	0/1
	Belief in the capacity to reach future specific academic outcomes

	Other
	0/1
	E.g., self-evaluations, self-confidence

	
	
	

	School level
	
	

	   Elementary 
	0/1
	Kindergarten to 6th grade

	   Secondary
	0/1
	7th to 10th grade

	   High 
	0/1
	11th and 12th grade

	
	
	

	Publication status
	
	

	   Published
	0/1
	Meta-analysis was published after peer-review

	   Unpublished
	0/1
	Meta-analysis was published without peer-review

	K-12
	
	

	   K-12 only
	0/1
	Included only children and adolescents from K to 12th grade

	   K-12 and later
	0/1
	Included children and adolescents from K to 12th grade and college/university children and adolescents

	Study design
	
	

	   Experimental
	0/1
	Included only experimental studies

	   Field
	0/1
	Included only correlational/field studies

	   Mixed
	0/1
	Mixed study designs

	Publication Year
	Number
	Publication year of the meta-analysis

	
	
	

	Methodological characteristics of meta-analyses

	Background information
	0/1
	

	Received funding
	0/1
	Reported whether the meta-analysis received funding

	Protocol or registered?
	0/1
	Reported whether the meta-analysis follows a protocol or is registered

	Eligibility criteria
	0/1
	

	Population
	0/1
	Defined characteristics of eligible population

	Design
	0/1
	Defined types of study designs included

	Intervention /manipulation
	0/1
	Defined intervention or manipulation (not eligible for correlational studies or
group differences)

	Predictors
	0/1
	Defined predictors (not eligible for experimental studies)

	Outcomes
	0/1
	Defined outcome variables

	Publication status
	
	Explicitly reported whether unpublished studies were included; coded as “yes” if
the analysis included data for published as opposed to unpublished studies

	Search procedures
	
	

	Provided databases searched
	
	Provided an exhaustive list of databases searched

	Provided search terms
	
	Provided an exhaustive list of search terms for at least one database

	Provided search dates
	
	Reported search dates

	Contacted authors
	
	Explicitly reported contacting authors for additional studies

	Screening and coding procedures
	
	

	Discussed abstract screening
	
	Reported the abstract screening process

	Discussed full-text screening
	
	Reported the full-text screening process

	Discussed coding process
	
	Reported the coding process

	Meta-analytic methods
	
	

	Defined effect-size measure
	
	Defined which effect size measure or measures were used in the analysis

	Discussed data handling
	
	Described whether and how individual data points were transformed or how
missing data were handled

	Discussed handling of dependent data points
	
	Described whether and how dependent data points were handled

	Defined synthesis model
	
	Defined which model was used (fixed vs. random effects)

	Defined weighting method
	
	Defined how and whether model was weighted

	Bias
	
	

	Publication bias assessed
	
	Described methods used to assess publication bias

	Search results
	
	

	Provided number found in search
	
	Reported the number of hits found in search or the number deemed potentially
eligible for coding (without explicitly mentioning any prescreening)

	Provided number coded
	
	Reported how many articles were coded

	Summary statistics
	
	

	Sample size
	
	Reported the sample size of each study

	Means and standard deviations
	
	Reported the means and standard deviations relevant for effect-size calculations
(not applicable for correlational studies)

	Other data for effect-size calculation
	
	Reported other data used for effect-size calculation (e.g., in the case of
correlational studies)

	Effect size
	
	Reported effect size for each study

	Moderators used in analyses
	
	Reported moderator values for each study in enough detail that one could
reproduce the moderator analyses

	Reproducible results
	
	

	Data published in supplementary material
	
	Published part of the data relevant for this list in supplementary material

	Statistical code
	
	Published statistical code used in the analysis

	No of studies
	Number
	Number of Studies within the meta-analyses

	No of effect sizes
	Number
	Number of included effect-sizes within the meta-analyses

	Sample size
	Number
	Number of included children and adolescents within the meta-analyses

	
	
	




Table S4 
Codebook: Moderator Analyses Within Meta-Analyses
	Moderator

	Definition of moderator
	Example comparison

	School level

	Comparing students of different age groups
	Students from elementary versus secondary school

	Gender

	Comparisons between children and adolescents of a different gender
	Girls versus boys

	Self-belief measurement
	Comparisons between different questionnaires 
	SDQ versus other questionnaires

	Culture

	Comparisons between studies from different countries or continents 
	Studies from America versus studies from Asia

	Publication year

	Comparisons between younger and older studies
	Before versus after 2010

	Publication status

	Comparing studies published in a peer-reviewed journal with others
	Published versus unpublished studies

	Self-beliefs

	Comparing different self-beliefs constructs 
	Self-efficacy versus self-concept

	Interventions’ duration

	Comparing Interventions with different durations or intensities 
	Short-term versus long-term interventions

	Domain

	Comparing effect sizes from different domains
	Self-beliefs in verbal subject versus self-beliefs in STEM subject

	Ethnicity

	Comparison between children and adolescents with different ethnicities 
	White children and adolescents versus children and adolescents of color 

	Randomization

	Comparisons between studies that did or did not randomized children and adolescents to the investigated variables 
	Randomization

	Study quality

	Comparison between studies with different methodological quality 
	High-quality versus low-quality studies

	Domain specificity
	Comparison between a specific domain and multiple domains
	English grades versus GPA

	SES

	Comparison between children and adolescents with different SES 
	High versus Low SES children and adolescents

	Sample size

	Comparison between studies with different sample sizes 
	Large-scale studies versus small-scale studies

	School variables

	Comparison between schools from different areas or with different characteristics
	Urban versus Suburban schools; Private versus public schools

	Study design

	Comparisons between studies with a different design 
	Cross-sectional versus longitudinal studies

	Intervention host

	Comparing different intervention hosts
	Teacher versus researcher

	Special sample

	Comparison of children and adolescents with or without special characteristics
	Delinquent versus non-delinquent children and adolescents





Table S5
Overlap of Primary Studies Within First-Order Meta-Analyses 
	First author (Year)
	% overlap
	No. primary studies
	Sum of overlap primary studies
	Meta-analysis with highest overlap
Author (Year)
	No. studies overlap within the pair
	Possible reason for overlap

	Collins (2019)
	75
	4
	3
	Andermo (2020)
	1 
	 

	Möller (2009)
	69
	33
	23
	Möller (2021)
	20 
	2020 extended remake of 2009

	Wolff (2022)
	50
	8
	4
	Wan (2022)
	4
	Wolff providing information for Wan

	Möller (2021)
	48
	86
	42
	Wan (2021)
	31
	Möller providing information for Wan

	Sklad (2012)
	43
	23
	10
	Taylor (2017)
	7
	Narrow subjects (development programs for children and adolescents)

	Huang (2012)
	35
	64
	23
	Huang (2013)
	17
	Same author, narrow subject, almost simultaneously published

	Gray-Little (2000)
	32
	110
	36
	Twenge (2002)
	24
	Twenge replicated Gray-Little

	Kraag (2006)
	31
	19
	6
	Schneider (1992)
	3
	

	Ekeland (2005)
	27
	22
	6
	Spruit (2016)
	6
	Narrow subject (physical intervention)

	Chapman (1988)
	17
	17
	3
	Kavale (1996)
	2
	Narrow/Same subject (Learning Disabilities)

	Ginsburg-Block (2006)
	17
	35
	6
	Lou (1996)
	4
	Narrow/Same subject (Peer Teaching/Learning)

	Andermo (2020)
	16
	30
	5
	Spruit (2016)
	3
	Narrow/Same subject (Physical activity interventions)

	Zamorano-Garcia (2021)
	16
	18
	3
	Andermo (2020)
	1
	 

	Fadda (2021)
	15
	20
	3
	Savelsbergh (2018)
	3
	Narrow/Same subject (increase children and adolescents motivation through digital learning/games)



[bookmark: _Hlk68116353]Table S6
 Achievement Effect Sizes
	[bookmark: _Hlk70241808]Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	LaFave (2022)
	achievement
	tests scores in the national assessment of educational progress
	mixed domain
	expectancy
	 confidence an individual is in his or her ability to succeed
	strongly deviating
	general
	mixed
	0.90
	355,234
	12

	Wolff (2022)
	math achievement
	grades and test scores
	stem
	math self-concept
	Students’ perceptions of their ability in math
	similar to theory
	domain specific
	mixed
	1.15
	45,248
	20

	Wolff (2022)
	verbal achievement
	grades and test scores
	language
	math self-concept
	Students’ perceptions of their ability in math
	similar to theory
	domain specific
	mixed
	0.24
	45,248
	20

	Wolff (2022)
	math achievement
	grades and test scores
	stem
	verbal self-concept
	Students’ perceptions of their ability in their first language
	similar to theory
	domain specific
	mixed
	0.26
	45,248
	20

	Wolff (2022)
	verbal achievement
	grades and test scores
	language
	verbal self-concept
	Students’ perceptions of their ability in their first language
	similar to theory
	domain specific
	mixed
	0.85
	45,248
	20

	Mao (2021)
	science achievement
	grades and test scores
	stem
	science self-efficacy
	beliefs in their own abilities to achieve good grades in science-related subject courses
	similar to theory
	domain specific
	mixed
	0.66
	339,614*
	37

	Quilez-Robres (2021)
	achievement

	grades
	mixed domain
	self-concept, self-esteem and others
	expectancy of success and value of success
	not defined
	general
	elementary
	0.68
	15,734
	19

	Wentzel (2021)
	achievement
	grades and test scores
	mixed domain
	general self-belief
	self-esteem and self-worth
	not defined
	general
	mixed
	0.2
	10,177
	72

	Wentzel (2021)
	achievement
	grades and test scores
	mixed domain
	academic self-belief
	self-concepts in academic domains
	not defined
	domain-integrative
	mixed
	0.58
	26,367
	72

	McArthur (2020)
	poor reading achievement
	students with one sd lower than average versus non poor reading achievement
	language
	general self-concept 
	one's global sense of well-being as a person and general satisfaction with oneself
	similar to theory
	general
	mixed
	-0.57*
	2,046
	13

	McArthur (2020)
	poor reading achievement
	students with one sd lower than average versus non poor reading achievement
	language
	academic self-concept
	
	similar to theory
	domain-integrative
	mixed
	-0.67*
	2,595
	13

	McArthur (2020)
	poor reading achievement
	students with one sd lower than average versus non poor reading achievement
	language
	language self-concept
	reading, spelling, writing self-concept
	similar to theory
	domain specific
	mixed
	-1.03*
	2,002
	13

	McArthur (2020)
	poor reading achievement
	students with one sd lower than average versus non poor reading achievement
	language
	mathematical self-concept
	
	similar to theory
	domain specific
	mixed
	-0.64*
	1,899
	13

	McArthur (2020)
	poor reading achievement
	students with one sd lower than average versus non poor reading achievement
	language
	social self-concept 
	
	similar to theory
	domain specific
	mixed
	-0.15*
	869
	13

	Gubbels  (2019)
	behavioral problems
	unexcused absence from school, missing/skipping classes, school-non attendance, school refusal 
	persistence
	academic self-concept
	child expects upcoming grades to be bad; child has poor academic self-image 
	similar to theory
	domain-integrative
	mixed
	-0.86*
	10,592*
	41

	Gubbels  (2019)
	school dropout 
	leaving school prior to earning a high school credential 
	persistence
	academic self-concept
	child expects upcoming grades to be bad; child has poor academic self-image 
	similar to theory
	domain-integrative
	mixed
	-0.44*
	2,901*
	75

	Lackner (2015)
	achievement
	grades and test scores
	mixed domain
	self-esteem
	composite of self-regard, self-worth and self-competence
	similar to theory
	general
	mixed
	0.20
	5,808
	27

	Lackner (2015)
	achievement
	grades and test scores
	mixed domain
	academic self-esteem
	composite of self-regard, self-worth and self-competence
	strongly deviating
	domain-integrative
	mixed
	0.77
	4,046
	27

	Möller (2009)
	mathematical achievement
	math grades
	stem
	mathematical self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a math achievement context
	similar to theory
	domain specific
	mixed
	1.15
	43,069
	37

	Möller (2009)
	verbal achievement

	verbal grades 
	language
	verbal self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a verbal achievement context
	similar to theory
	domain specific
	mixed
	0.87
	43,069
	37

	Möller (2009)
	mathematical achievement
	math grades
	stem
	verbal self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a verbal achievement context
	similar to theory
	domain specific
	mixed
	0.14
	43,069
	37

	Möller (2009)
	verbal achievement
	verbal grades 
	language
	mathematical self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a verbal achievement context
	similar to theory
	domain specific
	mixed
	0.16
	43,069
	37

	Möller (2009)
	mathematical achievement
	standardized test results in math 
	stem
	mathematical self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a math achievement context
	similar to theory
	domain specific
	mixed
	0.80
	100,637
	37

	Möller (2009)
	verbal achievement
	standardized test results verbal 
	language
	verbal self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a verbal achievement context
	similar to theory
	domain specific
	mixed
	0.72
	100,637
	37

	Möller (2009)
	mathematical achievement
	standardized test results in math 
	stem
	verbal self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a verbal achievement context
	similar to theory
	domain specific
	mixed
	0.32
	100,637
	37

	Möller (2009)
	verbal achievement
	standardized test results in verbal
	language
	mathematical self-concept
	a person’s subjective appraisal of his or her ability to succeed in a particular task in a math achievement context
	similar to theory
	domain specific
	mixed
	0.37
	100,637
	37

	Carpenter (2007)
	achievement
	grades
	mixed domain
	Self-efficacy 
	peoples judgement of their capabilities to organize and execute courses of action required to attain designated types of performances
	similar to theory
	domain-integrative
	elementary
	0.69
	2,065
	38

	Carpenter (2007)
	achievement
	grades
	mixed domain
	Self-efficacy 
	peoples judgement of their capabilities to organize and execute courses of action required to attain designated types of performances
	similar to theory
	domain-integrative
	secondary
	0.77
	3,166
	38

	Carpenter (2007)
	achievement
	grades
	mixed domain
	Self-efficacy 
	peoples judgement of their capabilities to organize and execute courses of action required to attain designated types of performances
	similar to theory
	domain-integrative
	high
	0.62
	1,269
	38

	Ginsburg-Block (2006)
	achievement
	grades
	mixed domain
	self-concept
	feelings about ones competence in general, particular academic and general academic area
	similar to theory
	domain-integrative
	mixed
	1.39
	8,988
	36

	Ma (1997)
	mathematical achievement
	mixed performance indicators
	stem
	mathematical self-concept
	perception of one's ability, performance, and success in the learning of mathematics
	similar to theory
	domain specific
	mixed
	0.47
	61,594
	143

	Ma (1997)
	mathematical achievement
	mixed performance indicators
	stem
	mathematical self-concept
	perception of one's ability, performance, and success in the learning of mathematics
	similar to theory
	domain specific
	elementary
	0.52
	1,861
	143

	Ma (1997)
	mathematical achievement
	mixed performance indicators
	stem
	mathematical self-concept
	perception of one's ability, performance, and success in the learning of mathematics
	similar to theory
	domain specific
	elementary
	0.49
	3,704
	143

	Ma (1997)
	mathematical achievement
	mixed performance indicators
	stem
	mathematical self-concept
	perception of one's ability, performance, and success in the learning of mathematics
	not defined
	domain specific
	secondary
	0.80
	22,085
	143

	Ma (1997)
	mathematical achievement
	mixed performance indicators
	stem
	mathematical self-concept
	perception of one's ability, performance, and success in the learning of mathematics
	similar to theory
	domain specific
	high
	0.24
	30,808
	143

	Multon (1991)
	achievement
	test scores, grades and basic skill tests
	mixed domain
	self-efficacy beliefs
	beliefs in one's ability to successfully perform a given behavior 
	similar to theory
	domain-integrative
	mixed
	0.82
	4,998
	39

	Multon (1991)
	achievement
	test scores, grades and basic skill tests
	mixed domain
	self-efficacy beliefs
	beliefs in one's ability to successfully perform a given behavior 
	similar to theory
	domain-integrative
	elementary
	0.43
	3,013
	39

	Multon (1991)
	achievement
	test scores, grades and basic skill tests
	mixed domain
	self-efficacy beliefs
	beliefs in one's ability to successfully perform a given behavior 
	not defined
	domain-integrative
	high
	0.90
	393
	39

	Multon (1991)
	academic persistence 
	time on task, attempted items completed, number of academic courses completed
	persistence
	self-efficacy beliefs
	beliefs in one's ability to successfully perform a given behavior 
	not defined
	domain-integrative
	mixed
	0.72
	1,194
	39

	Chapman (1988)
	poor reading achievement
	students with poor reading achievement and normal iq versus students without poor reading achievement
	language
	general self-concept 
	perception of ourselves involving our attitudes, feelings, and knowledge about our skills, abilities, appearance, and social acceptability
	similar to theory
	general
	mixed
	-0.5*
	58,835*
	20

	Chapman (1988)
	poor reading achievement
	students with poor reading achievement and normal iq versus students without poor reading achievement
	language
	academic self-concept 
	perception of ourselves involving our attitudes, feelings, and knowledge about our skills, abilities in academic domain
	similar to theory
	domain-integrative
	mixed
	-0.88*
	58,835*
	20

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-beliefs
	self-concepts and self-esteem
	similar to theory
	general
	mixed
	0.43
	202,823
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-beliefs
	self-concepts and self-esteem
	similar to theory
	general
	elementary
	0.24
	979
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-beliefs
	self-concepts and self-esteem
	similar to theory
	general
	elementary
	0.41
	108,911
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-beliefs
	self-concepts and self-esteem
	similar to theory
	general
	secondary
	0.56
	79,204
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	reading self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.37
	31,786
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	vocabulary self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.49
	9,724
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	verbal self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.41
	3,669
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	language self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.52
	6,174
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	English comprehension self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.54
	6,771
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	Spelling self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.18
	4,319
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	mathematical self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.41
	30,317
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	science self-beliefs
	self-concepts and self-esteem
	similar to theory
	domain specific
	mixed
	0.49
	6,898
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-beliefs
	
	similar to theory
	general
	mixed
	0.24
	979
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-actualization 
	
	similar to theory
	general
	mixed
	0.10
	164
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-expectation 
	
	similar to theory
	general
	mixed
	1.25
	317
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	identity development 
	
	similar to theory
	general
	mixed
	0.24
	877
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-regard  
	
	similar to theory
	general
	mixed
	0.47
	914
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-attitude
	
	similar to theory
	general
	mixed
	0.56
	1,154
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-assurance 
	
	similar to theory
	general
	mixed
	-0.28
	1,244
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-sentiment 
	
	similar to theory
	general
	mixed
	0.28
	1,244
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-perception 
	
	similar to theory
	general
	mixed
	0.54
	2,919
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	ideal-self 
	
	similar to theory
	general
	mixed
	-0.10
	3,739
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-acceptance 
	
	similar to theory
	general
	mixed
	0.28
	3,929
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-confidence
	
	similar to theory
	general
	mixed
	0.32
	9,334
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-esteem 
	self-perception of individuals
	similar to theory
	general
	mixed
	0.45
	39,153
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	academic self-concept
	
	strongly deviating
	domain-integrative
	mixed
	0.93
	48,352
	128

	Hansford (1982)
	achievement
	grades and test scores
	mixed domain
	self-concept 
	cognitions and evaluations regarding relatively specific aspects of self, ideal self and overall self-regard
	strongly deviating
	general
	mixed
	0.37
	88,796
	128

	Uguroglu (1979)
	achievement
	grades and test scores
	mixed domain
	general self-concept
	
	similar to theory
	general
	mixed
	0.61
	170,643*
	40

	Uguroglu (1979)
	achievement
	grades and test scores
	mixed domain
	Academic self-concept
	
	similar to theory
	domain-integrative
	mixed
	0.90
	175,255*
	40

	Uguroglu (1979)
	achievement
	mixed performance indicators
	mixed domain
	mathematical self-concept
	
	similar to theory
	domain specific
	mixed
	0.65
	129,136*
	40


Note. SMD marked with an * were recoded for the calculation. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. 

Table S7
Cognitive Abilities Effect Sizes
	Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy
	belief that students can accomplish a set of actions in a specific context to achieve a future goal 
	similar to theory
	general
	mixed
	0.26
	42,736
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in general domain
	Individual's belief in their capability in general.
	similar to theory
	general
	mixed
	0.28
	9,768*
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in academic domains
	Individual's belief in their capabilities in academic/learning situations.
	similar to theory
	domain-integrative
	mixed
	0.54
	9,158*
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in mathematics domains
	Individual's belief in their capabilities in mathematical performance.
	similar to theory
	domain specific
	mixed
	0.21
	9,768*
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in verbal/language domains
	Individual's belief in their capabilities in linguistics and literacy.
	similar to theory
	domain specific
	mixed
	0.06
	4,884*
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in socio-emotional domains
	Individual's belief in their capabilities in socio-emotional situations.
	similar to theory
	domain-integrative
	mixed
	0.7
	4,274*
	25

	Alabbasi (2023)
	giftedness 
	gifted vs. non gifted 
	giftedness
	self-efficacy in non-academic domains
	Individual's belief in their capabilities in any other domain.
	similar to theory
	domain-integrative
	mixed
	0.43
	4,884*
	25

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global self-concept
	person's perception of themself
	not defined
	general
	mixed
	0.19
	8,236
	19

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	academic self-concept
	person's perception of themself in academic domains
	not defined
	domain-integrative
	mixed
	0.42
	11,808
	20

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	mathematic self-concept
	
	not defined
	domain specific
	mixed
	0.56
	7,023
	11

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	verbal self-concept
	
	not defined
	domain specific
	mixed
	0.07
	6,408
	7

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	verbal self-concept
	
	not defined
	domain specific
	secondary
	-0.26
	3,662
	4

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	verbal self-concept
	
	not defined
	domain specific
	elementary
	0.33
	1,831
	2

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	social self-concept
	
	not defined
	domain specific
	mixed
	-0.1
	10,315
	16

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	social acceptance self-concept
	
	not defined
	domain specific
	mixed
	-0.11
	3,473
	4

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	popularity self-concept 
	
	not defined
	domain specific
	mixed
	-0.09
	1,316
	3

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	peer relations self-concept 
	
	not defined
	domain specific
	mixed
	-0.14
	7,149
	10

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	parental relations self-concept 
	
	not defined
	domain specific
	mixed
	-0.03
	3,310
	5

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	emotional/affect self-concept 
	
	not defined
	domain specific
	mixed
	0.03
	2,323
	5

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	happiness self-concept
	
	not defined
	domain specific
	mixed
	0.12
	1,316
	3

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	lack of anxiety self-concept
	
	not defined
	domain specific
	mixed
	0.2
	1,316
	3

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	emotional stability self-concept
	
	not defined
	domain specific
	mixed
	-0.12
	1,007
	2

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	behavioral-trustworthiness self-concept
	
	not defined
	domain specific
	mixed
	-0.02
	2,500
	8

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	behavioral self-concept
	
	not defined
	domain specific
	mixed
	0.09
	2,255
	6

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	trustworthiness self-concept
	
	not defined
	domain specific
	mixed
	-0.43
	245
	2

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical self-concept 
	
	not defined
	domain specific
	mixed
	-0.23
	5,620
	9

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical self-concept 
	
	not defined
	domain specific
	secondary
	-0.32
	4,298
	13

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical self-concept 
	
	not defined
	domain specific
	elementary
	-0.02
	1,322
	4

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical appearance self-concept 
	
	not defined
	domain specific
	mixed
	-0.22
	4,812
	8

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical appearance self-concept 
	
	not defined
	domain specific
	secondary
	-0.28
	3,529
	11

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical appearance self-concept 
	
	not defined
	domain specific
	elementary
	-0.08
	1,283
	4

	Infantes-Paniagua (2022)
	giftedness 
	gifted vs. non gifted 
	giftedness
	athletic self-concept 
	
	not defined
	domain specific
	mixed
	-0.07
	3,246
	4

	Krämer (2021)
	general learning difficulties
	students with learning difficulties (e.g., low iq) versus students without learning difficulties
	learning disabilities
	self-concept
	self-concept in all academic domains
	similar to theory
	domain-integrative
	mixed
	0.08*
	280*
	40

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global self-concept 
	overall image an individual holds of themself 
	similar to theory
	general
	mixed
	0.12
	40,693*
	37

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	academic self-concept
	perceived academic competence
	similar to theory
	domain-integrative
	mixed
	0.47
	34,469*
	37

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	social self-concept 
	perceived social competence
	similar to theory
	domain specific
	mixed
	0.07
	19,150*
	37

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	athletic self-concept 
	perceived athletic competence 
	similar to theory
	domain specific
	mixed
	-0.24
	17,235*
	37

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	behavioral self-concept 
	perceived behavioral competence 
	similar to theory
	domain specific
	mixed
	0.28
	16,277*
	37

	Litster (2004)
	giftedness 
	gifted vs. non gifted 
	giftedness
	appearance self-concept 
	perceived appearance competence
	similar to theory
	domain specific
	mixed
	-0.16
	15,798*
	37

	Nowicki (2003)
	learning disability
	children and adolescents with learning disability vs. medium to high-achieving classmates
	learning disabilities
	self-worth
	
	not defined
	general
	mixed
	-0.39*
	699*
	32

	Nowicki (2003)
	learning disability
	children and adolescents with learning disability vs. medium to high-achieving classmates
	learning disabilities
	academic self-concept
	self-perceptions of academic competence
	not defined
	domain-integrative
	mixed
	-0.69*
	740*
	32

	Nowicki (2003)
	learning disability
	children and adolescents with learning disability vs. low-achieving classmates
	learning disabilities
	self-worth
	
	similar to theory
	general
	mixed
	-0.29*
	329*
	32

	Nowicki (2003)
	learning disability
	children and adolescents with learning disability vs. low-achieving classmates
	learning disabilities
	academic self-concept 
	self-perceptions of academic competence
	similar to theory
	domain-integrative
	mixed
	-0.22*
	329*
	32

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	global self-concept 
	summary statement of self-perceptions across different domains of competency
	similar to theory
	general
	mixed
	-0.18*
	1,226*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	global self-concept 
	summary statement of self-perceptions across different domains of competency
	similar to theory
	general
	elementary
	-0.29*
	665*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	global self-concept 
	summary statement of self-perceptions across different domains of competency
	similar to theory
	general
	secondary
	0.03*
	245*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	academic self-concept 
	self-perception of overall intellectual/academic competence
	similar to theory
	domain-integrative
	mixed
	-0.66*
	1,541*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	academic self-concept 
	self-perception of overall intellectual/academic competence
	similar to theory
	domain-integrative
	elementary
	-0.71*
	1,051*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	academic self-concept 
	self-perception of overall intellectual/academic competence
	similar to theory
	domain-integrative
	secondary
	-0.59*
	245*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	reading self-concept
	self-perception of academic competence in subdomain "reading"
	similar to theory
	domain specific
	mixed
	-0.79*
	140*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	spelling self-concept
	self-perception of academic competence in subdomain "spelling"
	similar to theory
	domain specific
	mixed
	-0.96*
	70*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	writing self-concept
	self-perception of academic competence in subdomain "writing"
	similar to theory
	domain specific
	mixed
	-0.49*
	140*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	mathematical self-concept
	self-perception of academic competence in subdomain "math"
	similar to theory
	domain specific
	mixed
	-0.66*
	140*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	social self-concept 
	self-perception of social acceptance
	similar to theory
	domain specific
	mixed
	-0.23*
	1,261*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	social self-concept 
	self-perception of social acceptance
	similar to theory
	domain specific
	elementary
	-0.28*
	630*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	social self-concept 
	self-perception of social acceptance
	similar to theory
	domain specific
	secondary
	-0.33*
	280*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	behavioral self-concept 
	self-perception of behavioral competence
	similar to theory
	domain specific
	mixed
	-0.22*
	911*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	behavioral self-concept 
	self-perception of behavioral competence
	similar to theory
	domain specific
	elementary
	-0.39*
	385*
	61

	Bear (2002)
	learning disability
	difficulties in academic functioning vs. no learning disabilities
	learning disabilities
	behavioral self-concept 
	self-perception of behavioral competence
	similar to theory
	domain specific
	secondary
	0.00
	280*
	61

	Kavale  (1996)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	perceived academic competence
	social, academic, and communicative competencies
	not defined
	domain-integrative
	mixed
	-0.95*
	200*
	152

	Kavale  (1996)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	self-concept 
	
	similar to theory
	general
	mixed
	-0.52*
	437*
	152

	Kavale  (1996)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	self-esteem
	
	similar to theory
	general
	mixed
	-0.5*
	119*
	152

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global/composite self-concept 
	academic, behavioral, physical, and social self-concept
	similar to theory
	general
	mixed
	0.19
	1,238*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global/composite self-concept 
	academic, behavioral, physical, and social self-concept
	similar to theory
	general
	elementary
	0.10
	557*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global/composite self-concept 
	academic, behavioral, physical, and social self-concept
	similar to theory
	general
	secondary
	0.20
	3,034*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	global/composite self-concept 
	academic, behavioral, physical, and social self-concept
	similar to theory
	general
	high
	0.21
	681*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	academic self-concept 
	attitudes, feelings and knowledge toward oneself regarding academic abilities 
	similar to theory
	domain-integrative
	mixed
	0.47
	991*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	social self-concept 
	attitudes, feelings and knowledge toward oneself regarding social abilities, appearance, acceptability
	similar to theory
	domain specific
	mixed
	0.02
	929*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	behavior self-concept 
	attitudes, feelings and knowledge toward oneself regarding behavioral abilities
	not defined
	domain specific
	mixed
	0.37
	372*
	15

	Hoge (1993)
	giftedness 
	gifted vs. non gifted 
	giftedness
	physical self-concept 
	attitudes, feelings and knowledge toward oneself regarding physical abilities and appearance
	similar to theory
	domain specific
	mixed
	-0.08
	743*
	15

	Prout (1992)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	self-esteem
	
	not defined
	general
	mixed
	-0.68*
	1,202
	34

	Prout (1992)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	general self-concept 
	includes self-concept/-esteem, anxiety and locus of control 
	not defined
	general
	mixed
	-0.43*
	1,140
	34

	Prout (1992)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	academic self-concept
	includes self-concept/-esteem, anxiety and locus of control in academic domains
	not defined
	domain-integrative
	mixed
	-0.71*
	1,044
	34

	Kavale  (1985)
	learning disability
	learning disability vs. nondisabled group 
	learning disabilities
	self-worth and others
	self-worth and intrapersonal perceptions
	not defined
	general
	mixed
	-0.54*
	662*
	1077

	
	
	
	
	
	
	
	
	
	
	
	


Note. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. Effect sizes numbers marked with an * were estimated based on the assumption that every study in the meta-analyses contributed one effect size.



Table S8
 Noncognitive Effect Sizes
	Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	Kavanagh (2023)
	problematic internet gaming
	persistent gaming behavior and impaired control over gaming, which effects social, occupational and personal functioning
	problematic technology use
	self-esteem
	evaluation of one’s self-concept by appraisals of adequacy, social comparisons and self-attributions
	similar to theory
	general
	mixed
	-0.68*
	4,812
	37

	Yeo (2023)
	depression symptoms
	
	emotions
	self-belief
	self-esteem, self-worth, self-evaluation, general self-concept
	not defined
	general
	mixed
	-1.22*
	203,916
	298

	Yeo (2023)
	depression symptoms
	
	emotions
	self-efficacy
	
	not defined
	general
	mixed
	-0.77*
	17,695
	298

	Yeo (2023)
	anxiety
	
	emotions
	self-belief
	self-esteem, self-worth, self-evaluation, general self-concept
	not defined
	general
	mixed
	-0.77*
	203,916
	298

	Yeo (2023)
	anxiety
	
	emotions
	self-efficacy
	
	not defined
	general
	mixed
	-0.77*
	14,265
	298

	Youn (2023)
	parental support
	positive resources children can get from the relationship with their parents
	perceived social support
	self-efficacy in careers (Korean sample)
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.09
	8,489
	22

	Youn (2023)
	parental support
	positive resources children can get from the relationship with their parents
	perceived social support
	self-efficacy in careers (Korean sample)
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	high
	0.98
	29,026
	58

	Youn (2023)
	parental support
	positive resources children can get from the relationship with their parents
	perceived social support
	self-efficacy in careers (USA sample)
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.42
	1,098
	6

	Youn (2023)
	parental support
	positive resources children can get from the relationship with their parents
	perceived social support
	self-efficacy in careers (USA sample)
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	high
	0.41
	6,129
	18

	Youn (2023)
	parental emotional support
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.15
	16,428
	41

	Youn (2023)
	communicational support
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.22
	10,885
	28

	Youn (2023)
	informational support
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	0.9
	8,655
	21

	Youn (2023)
	financial support
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.04
	15,802
	39

	Youn (2023)
	career-related role-modeling
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	0.98
	10,885
	28

	Youn (2023)
	evaluative support
	
	perceived social support
	self-efficacy in careers
	children's self-beliefs in their capability in career related activities
	similar to theory
	general
	mixed
	1.01
	5,134
	12

	Brumariu (2022)
	anxiety
	anxiety measured by the dsm 5, examples are panic, social anxiety, worry
	emotions
	academic self-belief
	self-concept, self-efficacy or both
	slightly deviating
	domain-integrative
	mixed
	-0.52*
	10,502
	30

	Brumariu (2022)
	anxiety
	anxiety measured by the dsm 5, examples are panic, social anxiety, worry
	emotions
	academic self-belief
	self-concept, self-efficacy or both
	slightly deviating
	domain-integrative
	elementary
	-0.56*
	3,409
	9

	Brumariu (2022)
	anxiety
	anxiety measured by the dsm 5, examples are panic, social anxiety, worry
	emotions
	academic self-belief
	self-concept, self-efficacy or both
	slightly deviating
	domain-integrative
	secondary
	-0.61*
	4,668
	14

	Brumariu (2022)
	anxiety
	anxiety measured by the dsm 5, examples are panic, social anxiety, worry
	emotions
	math self-belief
	self-concept, self-efficacy or both in mathematics
	slightly deviating
	domain specific
	mixed
	-0.63*
	4,942
	12

	Casale (2022)
	problematic smartphone use
	use the smartphone to alleviate distressing feelings, difficulty controlling, smartphone use in potentially dangerous situations
	problematic technology use
	self-esteem
	schema consisting of various aspects, such as memories, emotions, cognitions, sensations regarding oneself
	similar to theory
	general
	mixed
	-0.52*
	27,004
	31

	Ding (2022)
	problematic smartphone use
	individual’s physiological, psychological, and/or social functions are impaired due to the uncontrolled use of smartphones
	problematic technology use
	self-esteem
	subjective evaluation of one’s own ability, value and significance,
	similar to theory
	general
	mixed
	-0.52*
	11,561
	56

	Ding (2022)
	problematic smartphone use
	individual’s physiological, psychological, and/or social functions are impaired due to the uncontrolled use of smartphones
	problematic technology use
	self-esteem
	subjective evaluation of one’s own ability, value and significance,
	similar to theory
	general
	secondary
	-0.45*
	2,972
	56

	Ding (2022)
	problematic smartphone use
	individual’s physiological, psychological, and/or social functions are impaired due to the uncontrolled use of smartphones
	problematic technology use
	self-esteem
	subjective evaluation of one’s own ability, value and significance,
	similar to theory
	general
	high
	-0.52*
	3,981
	56

	Wolff (2022)
	verbal self-concept
	children and adolescents perceptions of their ability in their first language
	self-belief
	math self-concept
	Students’ perceptions of their ability in math
	similar to theory
	domain specific
	mixed
	0.04
	45,248
	20

	Zhou (2022)
	perceived online social support
	perceived support by interactions in social networks, frequency of supporting interaction
	perceived social support
	self-esteem
	results of the Rosenberg self-esteem scale
	similar to theory
	general
	mixed
	0.61
	7,680
	5

	Zhou (2022)
	foreign language anxiety
	the feeling of tension and apprehension specifically associated with foreign  language contexts, including speaking, listening, and learning
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-1.12*
	19,740
	37

	Zhou (2022)
	foreign language classroom anxiety
	the feeling of tension and apprehension specifically with foreign language classrooms
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	0.11*
	21,272
	37

	Zhou (2022)
	foreign language listening anxiety
	the feeling of tension and apprehension specifically with listening tasks in a foreign language
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-1.39*
	742
	37

	Zhou (2022)
	foreign language reading anxiety
	the feeling of tension and apprehension specifically with reading tasks in a foreign language
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-0.04*
	1,460
	37

	Zhou (2022)
	foreign language reading anxiety
	the feeling of tension and apprehension specifically with reading tasks in a foreign language
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-0.32*
	320
	37

	Zhou (2022)
	foreign language test anxiety
	the feeling of tension and apprehension specifically with tests in a foreign language
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-0.52*
	1,763
	37

	Zhou (2022)
	foreign language writing anxiety
	the feeling of tension and apprehension specifically when writing in a foreign language
	emotions
	self-efficacy in foreign languages
	people’s beliefs about their capabilities to produce designated levels of performance in foreign languages
	similar to theory
	domain specific
	mixed
	-0.56*
	2,186
	37

	Fang (2021)
	outdoor education program
	organized outdoor activities (e.g., camping) with educational designs
	extracurricular activities
	self-efficacy
	academic (e.g., math self-efficacy) and nonacademic self-efficacy (e.g., physical activity self-efficacy)
	similar to theory
	general
	mixed
	0.60
	2,994
	12

	Li (2021)
	reading anxiety
	perceptions of uneasiness, apprehension or stress from which an individual might suffer when reading a foreign language text
	emotions
	reading self-efficacy
	capability to read in a foreign language effectively
	similar to theory
	domain specific
	mixed
	-1.44*
	1,087*
	40

	Wan (2021)
	mathematical self-belief
	math self-concept, self-efficacy, interests and task values 
	self-belief
	language motivational belief
	language self-concept, self-efficacy, interests and task values 
	similar to theory
	domain specific
	elementary
	0.68
	63,385*
	103

	Wan (2021)
	mathematical self-belief
	math self-concept, self-efficacy, interests and task values 
	self-belief
	language motivational belief
	language self-concept, self-efficacy, interests and task values 
	similar to theory
	domain specific
	secondary
	0.37
	92,602*
	103

	Wan (2021)
	mathematical self-belief
	math self-concept, self-efficacy, interests and task values 
	self-belief
	language motivational belief
	language self-concept, self-efficacy, interests and task values 
	similar to theory
	domain specific
	high
	-0.02
	54,967*
	103

	Wan (2021)
	mathematical self-belief
	perceived competence of self in the math domain; expectancy for future performance in a domain.
	self-belief
	language ability self-concept
	Perceived competence of self in the language domain; expectancy for future performance in a domain.
	similar to theory
	domain specific
	mixed
	0.26
	129,247*
	103

	Wan (2021)
	mathematical self-efficacy
	confidence in doing a specific task or activity
	self-belief
	language self-efficacy
	Confidence in doing a specific task or activity
	similar to theory
	domain specific
	mixed
	0.98
	7,923*
	103

	Wan (2021)
	mathematical self-concept
	perception of self in math domain, comprising facets of both ability self-concept and interest.
	self-belief
	language self-concept
	Perception of self in language domain, comprising facets of both ability self-concept and interest.
	similar to theory
	domain specific
	mixed
	0.30
	23,770*
	103

	Wentzel (2021)
	social acceptance
	extent to which children are liked by their peers, are preferred companions in activities and tasks, and enjoy popular status
	perceived social support
	general self-belief
	self-esteem and self-worth
	not defined
	general
	mixed
	0.22
	10,177
	72

	Wentzel (2021)
	social acceptance
	extent to which children are liked by their peers, are preferred companions in activities and tasks, and enjoy popular status
	perceived social support
	academic self-belief
	self-concepts in academic domains
	not defined
	domain-integrative
	mixed
	0.3
	26,367
	72

	Möller (2020)
	mathematical self-concept
	students self-evaluation of achievement in math 
	self-belief
	verbal self-concept
	students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.14
	213,121
	121

	Möller (2020)
	nonverbal self-concept
	students self-evaluation of achievement in math continuum subject
	self-belief
	verbal self-concept
	students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.16
	213,121*
	121

	Möller (2020)
	verbal self-concept
	students self-evaluation of achievement in verbal continuum subject 
	self-belief
	verbal self-concept
	students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.49
	213,121*
	121

	Möller (2020)
	nonverbal self-concept
	students self-evaluation of achievement in math continuum subject
	self-belief
	nonverbal self-concept
	Students' self-evaluation of achievement in math continuum subject
	similar to theory
	domain specific
	mixed
	0.93
	213,121*
	121

	Möller (2020)
	mathematical self-concept
	students self-evaluation of achievement in math 
	self-belief
	first language self-concept
	Students' self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.16
	213,121*
	121

	Möller (2020)
	mathematical self-concept
	students self-evaluation of achievement in math 
	self-belief
	physics self-concept
	Students' self-evaluation of achievement in physics
	similar to theory
	domain specific
	mixed
	0.95
	213,121*
	121

	Möller (2020)
	physics self-concept
	students self-evaluation of achievement in physics
	self-belief
	biology self-concept
	Students' self-evaluation of achievement in bio
	similar to theory
	domain specific
	mixed
	0.37
	213,121*
	121

	Möller (2020)
	Self-concept (bio)
	students self-evaluation of achievement in biology
	self-belief
	first language self-concept
	Students' self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.37
	213,121*
	121

	Möller (2020)
	foreign languages self-concept
	students self-evaluation of achievement in verbal continuum subject 
	self-belief
	first language self-concept
	Students' self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.37
	213,121*
	121

	Möller (2020)
	mathematical self-concept
	students self-evaluation of achievement in math 
	self-belief
	biology self-concept
	Students’ self-evaluation of achievement in bio
	similar to theory
	domain specific
	mixed
	0.35
	213,121*
	121

	Möller (2020)
	mathematical self-concept
	students self-evaluation of achievement in math 
	self-belief
	physics self-concept
	Students’ self-evaluation of achievement in physics
	similar to theory
	domain specific
	mixed
	1.15
	213,121*
	121

	Möller (2020)
	physics self-concept
	students self-evaluation of achievement in physics
	self-belief
	biology self-concept
	Students’ self-evaluation of achievement in bio
	similar to theory
	domain specific
	mixed
	0.56
	213,121*
	121

	Möller (2020)
	Self-concept (bio)
	students self-evaluation of achievement in biology
	self-belief
	first language self-concept
	Students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.54
	213,121*
	121

	Möller (2020)
	Self-concept (bio)
	students self-evaluation of achievement in biology
	self-belief
	second language self-concept
	Students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.37
	213,121*
	121

	Möller (2020)
	first language self-concept
	students self-evaluation of achievement in verbal continuum subject 
	self-belief
	first language self-concept
	Students’ self-evaluation of achievement in verbal continuum subject 
	similar to theory
	domain specific
	mixed
	0.54
	213,121*
	121

	Möller (2020)
	verbal self-concept
	students self-evaluation of achievement in verbal domains
	self-belief
	nonverbal self-concept
	Students’ self-evaluation of achievement in math continuum subject
	similar to theory
	domain specific
	elementary
	0.47
	213,121*
	121

	Möller (2020)
	verbal self-concept
	students self-evaluation of achievement in verbal domains
	self-belief
	nonverbal self-concept
	Students’ self-evaluation of achievement in math continuum subject
	similar to theory
	domain specific
	secondary
	0.18
	213,121*
	121

	Saiphoo (2020)
	social networking site use (Facebook, Instagram, twitter, cu2, WeChat) 
	use of social networking sites 
	perceived social support
	self-esteem 
	measures of one’s overall negative or positive attitude about the self
	slightly deviating
	general
	mixed
	-0.16
	91,462
	84

	Saiphoo (2020)
	social networking site use (Facebook, Instagram, twitter, cu2, WeChat) 
	use of social networking sites 
	perceived social support
	self-esteem in a specific domain 
	measures of one’s negative or positive attitude about the self in a domain
	not defined
	domain specific
	mixed
	-0.17
	85,415*
	84

	Pinquart (2019)
	authoritative parenting style
	high parental warmth and high control regarding the parent-child relationship 
	perceived social support
	self-esteem
	positive or negative attitude toward the self
	similar to theory
	general
	mixed
	0.54
	18,942*
	116

	Pinquart (2019)
	authoritarian parenting style
	low parental warmth and high control regarding the parent-child relationship 
	perceived social support
	self-esteem
	positive or negative attitude toward the self
	similar to theory
	general
	mixed
	-0.37
	16,786*
	116

	Pinquart (2019)
	permissive parenting style
	high parental warmth and low control regarding the parent-child relationship 
	perceived social support
	self-esteem
	positive or negative attitude toward the self
	not defined
	general
	mixed
	0.04
	14,291*
	116

	Pinquart (2019)
	neglectful parenting style
	low parental warmth and low control regarding the parent-child relationship 
	perceived social support
	self-esteem
	positive or negative attitude toward the self
	not defined
	general
	mixed
	-0.37
	3,743*
	116

	Tang (2019)
	depression symptoms
	e.g., feeling of sadness, lost in interests
	emotions
	self-evaluation
	
	not defined
	general
	secondary
	-1.39*
	7,323
	140

	Tang (2019)
	depression symptoms
	e.g., feeling of sadness, lost in interests
	emotions
	self-esteem
	
	similar to theory
	general
	mixed
	-1.25*
	31,274
	140

	Panadero (2017)
	self-assessment of competencies
	mechanisms and techniques through which students describe (i.e., assess) and possibly assign merit or worth to (i.e., evaluate) the qualities of their own learning processes and products
	self-belief
	self-efficacy
	belief about the personal capabilities to perform a task and reach the established goals
	similar to theory
	general
	elementary
	0.21
	230
	19

	Panadero (2017)
	self-assessment of competencies
	mechanisms and techniques through which students describe (i.e., assess) and possibly assign merit or worth to (i.e., evaluate) the qualities of their own learning processes and products
	self-belief
	self-efficacy
	belief about the personal capabilities to perform a task and reach the established goals
	similar to theory
	general
	secondary
	1.11
	1,955
	19

	Allen (2016)
	school belonging 
	feeling personally accepted, respected, included, and supported by others in the school social environment
	perceived social support
	self-esteem and others 
	subsumed in personal characteristics: motivation, personality, optimism, self-efficacy, self-esteem, sociability and social skills
	not defined
	general
	secondary
	0.98
	7,210
	51

	Senko (2016)
	general pap goals
	items capture themes other than outperforming others or appearing talented
	motivation
	competence perceptions - relative to peers 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.75
	321
	296

	Senko (2016)
	appearance goals 
	items emphasize on appearing intelligent to others 
	motivation
	competence perceptions - relative to peers 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.30
	4,180
	296

	Senko (2016)
	appearance goals 
	items capture themes other than outperforming others or appearing  talented
	motivation
	competence perceptions - relative to task 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	-0.04
	5,264
	296

	Senko (2016)
	general pap goals
	items capture themes other than outperforming others or appearing  talented
	motivation
	competence perceptions
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.02
	5,585
	296

	Senko (2016)
	appearance goals 
	items emphasize on appearing intelligent to others 
	motivation
	competence perceptions - relative to task 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.26
	11,662
	296

	Senko (2016)
	appearance goals 
	items emphasize on appearing intelligent to others 
	motivation
	competence perceptions
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.26
	15,842
	296

	Senko (2016)
	normative goals 
	items emphasize only interpersonal success
	motivation
	competence perceptions - relative to task 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.41
	24,586
	296

	Senko (2016)
	normative goals 
	items emphasize only interpersonal success
	motivation
	competence perceptions - relative to peers 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.65
	35,291
	296

	Senko (2016)
	normative goals 
	items emphasize only interpersonal success
	motivation
	competence perceptions 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.52
	59,877
	296

	Senko (2016)
	performance-approach goals
	normative, appearance and general performance-approach goals
	motivation
	competence perceptions 
	includes academic self-concept and self-efficacy
	slightly deviating
	domain-integrative
	mixed
	0.39
	83,256
	296

	Senko (2016)
	performance-approach goals
	normative, appearance and general performance-approach goals
	motivation
	competence perceptions - relative to task 
	includes academic self-concept and self-efficacy
	strongly deviating
	domain-integrative
	mixed
	0.30
	42,114
	296

	Senko (2016)
	performance-approach goals
	normative, appearance and general performance-approach goals
	motivation
	competence perceptions - relative to peers
	includes academic self-concept and self-efficacy
	not defined
	domain-integrative
	mixed
	0.58
	41,142
	296

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	perceived competence
	perception of ability to succeed at an activity or an academic domain
	similar to theory
	domain-integrative
	mixed
	0.43
	58,203*
	36

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	perceived competence
	perception of ability to succeed at an activity or an academic domain
	similar to theory
	domain-integrative
	secondary
	0.41
	11,265*
	36

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	perceived competence
	perception of ability to succeed at an activity or an academic domain
	similar to theory
	domain-integrative
	high
	0.45
	7,510*
	36

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	self-esteem and others
	subsumed in psychological health: self-esteem and well-being
	similar to theory
	general
	mixed
	0.82
	63,836*
	36

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	self-esteem and others
	subsumed in psychological health: self-esteem and well-being
	similar to theory
	general
	secondary
	0.98
	7,510*
	36

	Vasquez (2016)
	parental autonomy support
	supporting children’s experience of autonomy or choice making
	perceived social support
	self-esteem and others
	subsumed in psychological health: self-esteem and well-being
	similar to theory
	general
	high
	0.82
	26,285*
	36

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	science self-concept
	perceived capability of an individual to perform certain scientific tasks successfully 
	similar to theory
	domain specific
	mixed
	1.28
	2,149
	64

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	mathematical self-concept
	
	similar to theory
	domain specific
	mixed
	1.25
	5,918
	64

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	verbal self-concept
	individual’s self-perception in area of verbal tasks
	similar to theory
	domain specific
	mixed
	1.19
	8,456
	64

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	general academic self-concept
	self-perception in area of academics
	similar to theory
	domain-integrative
	mixed
	1.06
	8,845
	64

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	self-concept in other domains 
	perceived capability of an individual to perform certain tasks successfully 
	similar to theory
	domain specific
	mixed
	1.50
	1,004*
	64

	Huang (2012)
	academic self-efficacy
	belief in one's ability to accomplish a particular task regarding an academic domain 
	self-belief
	global self-concept 
	individual’s self-perception
	similar to theory
	general
	mixed
	0.56
	10,043*
	64

	Huang (2012)
	self-concept 
	personal perceptions of the self
	self-belief
	verbal self-efficacy
	
	similar to theory
	domain specific
	mixed
	0.98
	5,691*
	64

	Huang (2012)
	self-concept 
	personal perceptions of the self
	self-belief
	mathematical self-efficacy
	perceived capability of an individual to perform certain mathematic tasks successfully in the future
	similar to theory
	domain specific
	mixed
	1.22
	8,704*
	64

	Huang (2012)
	self-concept 
	personal perceptions of the self
	self-belief
	science self-concept
	
	similar to theory
	domain specific
	mixed
	1.28
	1,674*
	64

	Huang (2012)
	self-concept 
	personal perceptions of the self
	self-belief
	self-efficacy in other domains 
	
	similar to theory
	general
	mixed
	0.72
	3,683*
	64

	Huang (2012)
	self-concept 
	personal perceptions of the self
	self-belief
	self-efficacy in general academics 
	
	similar to theory
	general
	mixed
	0.82
	12,052*
	64

	Mahon (2010)
	anger
	internal experience of a private, subjective event (i.e., emotion) that has cognitive (e.g., thoughts, self-statements, private speech, images, attributions), and physiological components
	emotions
	self-esteem
	
	similar to theory
	general
	mixed
	-0.45*
	8,674
	88

	Cai (2009)
	well-being
	low levels of depression, anxiety and subjective well-being
	emotions
	self-esteem
	the need to feel good about our-selves
	similar to theory
	general
	secondary
	0.50
	6,541*
	43

	Cai (2009)
	well-being
	low levels of depression, anxiety and subjective well-being
	emotions
	self-esteem
	the need to feel good about our-selves
	similar to theory
	general
	high
	0.70
	2,890*
	43

	Carpenter (2007)
	mastery achievement goals
	willingness to strive to attain task mastery or improvement
	motivation
	self-efficacy 
	peoples judgement of their capabilities to organize and execute courses of action required to attain designated types of performances
	similar to theory
	domain-integrative
	mixed
	1.01
	12,466
	38

	Carpenter (2007)
	performance achievement goals
	striving to perform better than others
	motivation
	Self-efficacy 
	peoples judgement of their capabilities to organize and execute courses of action required to attain designated types of performances
	similar to theory
	domain-integrative
	mixed
	0.30
	11,894
	38

	Lewis (2004)
	engagement  
	extracurricular activity during non-school hours
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	strongly deviating
	general
	mixed
	0.32
	8,300*
	41

	Lewis (2004)
	engagement in sports
	engagement in sport during nonschool hours
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	strongly deviating
	general
	mixed
	0.28
	8,300*
	41

	Lewis (2004)
	engagement work and vocational activities
	engagement in work and vocational activities additional to core academic activities 
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	strongly deviating
	general
	mixed
	0.35
	8,300*
	41

	Lewis (2004)
	engagement in performing arts 
	engagement in performing arts during non-school hours
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	strongly deviating
	general
	mixed
	-0.04
	8,300*
	41

	Lewis (2004)
	engagement in pro-social activities 
	engagement in pro-social activities during non-school hours
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	similar to theory
	general
	mixed
	0.23
	8,300*
	41

	Lewis (2004)
	engagement in community-based activities 
	engagement in community-based activities during non-school hours
	extracurricular activities
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	similar to theory
	general
	mixed
	0.01
	8,300*
	41

	
	
	
	
	
	
	
	
	
	
	
	


Note. SMD values marked with an * were recoded in the calculation. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. 



Table S9
 Background Effect Sizes
	Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for success in mathematics
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	0.27
	170,250
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in science
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	0.18
	65,830
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in science
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	elementary
	-0.05
	4,540
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in science
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	secondary
	0.09
	24,970
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in science
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	high
	0.24
	65,830
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in computing
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	0.44
	24,970
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in engineering
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	0.24
	7,945
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in physics
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	0.43
	18,160
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in biology
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	-0.03
	5,675
	176

	Parker (2020)
	gender
	male vs. female 
	gender
	Expectancy for Success in verbal subjects
	Individuals' belief about their ability to perform a given task or set of tasks 
	similar to theory
	domain specific
	mixed
	-0.17
	73,775
	176

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in social sciences
	perceived ability of an individual to succeed at or accomplish social sciences tasks in the future
	similar to theory
	domain specific
	mixed
	0.26
	1,332
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	science self-efficacy
	perceived ability of an individual to succeed at or accomplish science tasks in the future
	similar to theory
	domain specific
	mixed
	0.04
	7,521
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	computer self-efficacy
	perceived ability of an individual to succeed at or accomplish computer tasks in the future
	similar to theory
	domain specific
	mixed
	0.18
	8,807
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in language arts
	perceived ability of an individual to succeed at or accomplish language art tasks in the future
	similar to theory
	domain specific
	mixed
	-0.16
	14,308
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in general academics
	perceived ability of an individual to succeed at or accomplish general academic tasks in the future
	similar to theory
	domain-integrative
	mixed
	-0.03
	16,847
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	mathematical self-efficacy
	perceived ability of an individual to succeed at or accomplish mathematic tasks in the future
	similar to theory
	domain specific
	mixed
	0.18
	21,278
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	mathematical self-efficacy
	perceived ability of an individual to succeed at or accomplish mathematic tasks in the future
	similar to theory
	domain specific
	elementary
	0.30
	1,781*
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	mathematical self-efficacy
	perceived ability of an individual to succeed at or accomplish mathematic tasks in the future
	similar to theory
	domain specific
	secondary
	0.06
	7,632*
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	mathematical self-efficacy
	perceived ability of an individual to succeed at or accomplish mathematic tasks in the future
	similar to theory
	domain specific
	high
	0.20
	6,105*
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in general academics
	perceived ability of an individual to succeed at or accomplish general academic tasks in the future
	similar to theory
	domain-integrative
	elementary
	0.00
	6,360*
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in general academics
	perceived ability of an individual to succeed at or accomplish general academic tasks in the future
	similar to theory
	domain-integrative
	secondary
	0.00
	17,807*
	187

	Huang (2013)
	gender
	male vs. female 
	gender
	self-efficacy in general academics
	perceived ability of an individual to succeed at or accomplish general academic tasks in the future
	similar to theory
	domain-integrative
	high
	0.08
	17,552*
	187

	Syzmanowicz (2011)
	gender
	male vs. female 
	gender
	mathematical self-concept
	self-estimates of mathematical intelligence
	strongly deviating
	domain specific
	mixed
	0.32
	2,081
	36

	Syzmanowicz (2011)
	gender
	male vs. female 
	gender
	spatial self-concept
	self-estimates of spatial intelligence
	strongly deviating
	domain-integrative
	mixed
	0.29
	2,081
	36

	Syzmanowicz (2011)
	gender
	male vs. female 
	gender
	verbal self-concept
	self-estimates of verbal intelligence
	not defined
	domain specific
	mixed
	-0.10
	2,181
	36

	Syzmanowicz (2011)
	gender
	male vs. female 
	gender
	academic self-concept
	self-estimates of overall intelligence 
	not defined
	domain-integrative
	mixed
	0.27
	595
	36

	Gentile (2009)
	gender
	male vs. female 
	gender
	physical appearance self-concept 
	self-satisfaction in area of physical appearance
	strongly deviating
	general
	mixed
	0.35
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	physical appearance self-concept 
	self-satisfaction in area of physical appearance
	strongly deviating
	general
	elementary
	0.30
	1,822*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	physical appearance self-concept 
	self-satisfaction in area of physical appearance
	strongly deviating
	general
	secondary
	0.41
	1,898*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	physical appearance self-concept 
	self-satisfaction in area of physical appearance
	strongly deviating
	general
	high
	0.30
	1,063*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	athletic self-concept 
	self-satisfaction in area of athletics
	strongly deviating
	domain specific
	mixed
	0.41
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	academic self-concept
	self-satisfaction in area of academics
	strongly deviating
	domain-integrative
	mixed
	0.04
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	academic self-concept
	self-satisfaction in area of academics
	strongly deviating
	domain-integrative
	elementary
	0.10
	2,277*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	academic self-concept
	self-satisfaction in area of academics
	strongly deviating
	domain-integrative
	secondary
	0.01
	2,277*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	academic self-concept
	self-satisfaction in area of academics
	strongly deviating
	domain-integrative
	high
	0.00
	607*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	social acceptance self-concept 
	self-satisfaction in area of social acceptance
	strongly deviating
	domain specific
	mixed
	0.04
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	family self-concept 
	self-satisfaction in area of family
	strongly deviating
	domain specific
	mixed
	-0.02
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	behavioral conduct self-concept 
	individual’s perception of how socially acceptable his*her behavior is
	strongly deviating
	domain specific
	mixed
	-0.17
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	behavioral conduct self-concept 
	individual’s perception of how socially acceptable his*her behavior is
	strongly deviating
	domain specific
	elementary
	-0.10
	1,442*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	behavioral conduct self-concept 
	individual’s perception of how socially acceptable his*her behavior is
	strongly deviating
	domain specific
	secondary
	-0.23
	1,973*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	behavioral conduct self-concept 
	individual’s perception of how socially acceptable his*her behavior is
	strongly deviating
	domain specific
	high
	-0.25
	531*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	affect self-concept
	self-satisfaction in area of affect
	strongly deviating
	domain specific
	mixed
	0.11
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	personal self-concept 
	self-evaluation of personality apart from the physical body or relationship to others
	strongly deviating
	domain specific
	mixed
	0.28
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	self-satisfaction
	happiness with oneself as a person 
	strongly deviating
	general
	mixed
	0.33
	32,486*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	self-satisfaction
	happiness with oneself as a person 
	strongly deviating
	general
	high
	0.36
	304*
	115

	Gentile (2009)
	gender
	male vs. female 
	gender
	moral-ethical self-concept 
	self-perceptions of moral-ethical attributes and satisfaction with one’s religion or lack of it
	strongly deviating
	domain specific
	mixed
	-0.38
	32,486*
	115

	Twenge (2002)
	ethnicity
	comparing Asian vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	mixed
	-0,3*
	14,940
	38

	Twenge (2002)
	ethnicity
	comparing Hispanic vs Black people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	mixed
	-0,23*
	31,436
	88

	Twenge (2002)
	ethnicity
	comparing Black vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	elementary
	0,00
	402,916*
	354

	Twenge (2002)
	ethnicity
	comparing Black vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	secondary
	0,21
	349,784*
	354

	Twenge (2002)
	ethnicity
	comparing Black vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	high
	0,23
	447,192*
	354

	Twenge (2002)
	ethnicity
	comparing Hispanic vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	elementary
	-0,21*
	164,321*
	118

	Twenge (2002)
	ethnicity
	comparing Hispanic vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	secondary
	-0,1*
	155,439*
	118

	Twenge (2002)
	ethnicity
	comparing Hispanic vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	high
	-0,06*
	106,587*
	118

	Twenge (2002)
	ethnicity
	comparing Black vs Native American people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	not defined
	general
	elementary
	0,16
	13,164*
	38

	Twenge (2002)
	ethnicity
	comparing Black vs Native American  people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	not defined
	general
	secondary
	-0,07*
	26,328*
	38

	Twenge (2002)
	ethnicity
	comparing Black vs Native American people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	not defined
	general
	high
	-0,35*
	52,656*
	38

	Twenge (2002)
	ethnicity
	comparing Black vs Hispanic people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	elementary
	-0,15*
	110,982*
	88

	Twenge (2002)
	ethnicity
	comparing Black vs Hispanic people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	secondary
	-0,26*
	128,739*
	88

	Twenge (2002)
	ethnicity
	comparing Black vs Hispanic people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	high
	-0,28*
	106,542*
	88

	Twenge (2002)
	ethnicity
	comparing Hispanic vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	mixed
	-0,09*
	65,999
	118

	Twenge (2002)
	ethnicity
	comparing Black vs white people 
	ethnicity
	global self-esteem
	affective evaluation of one’s own worth, value, or importance
	similar to theory
	general
	mixed
	0,19
	232,997
	354

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	self-estimations of competence and interest in mathematical problems
	similar to theory
	domain specific
	mixed
	0.16
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	general school self-concept
	self-estimations of competence and interest in school subjects
	similar to theory
	general
	mixed
	-0.03
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	general self-concept 
	self-estimations of oneself as an effective, capable individual with self-sufficiency
	similar to theory
	general
	mixed
	0.03
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	general self-belief
	self-estimations including a summation of nonacademic and academic self
	similar to theory
	general
	mixed
	0.13
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	nonacademic self-belief
	self-estimations including physical abilities, physical appearance, peer relations and parent relations
	similar to theory
	general
	mixed
	0.27
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	physical ability/sport self-concept 
	self-estimations of ability and interest in physical activities, sports and games
	not defined
	domain specific
	mixed
	0.71
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	appearance self-concept 
	self-estimations of how others think one looks and how attractive one is in comparison with others
	similar to theory
	domain specific
	mixed
	0.23
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	peer relations self-concept 
	self-estimations of how agreeable one finds others, one’s own popularity and whether others will seek one’s friendship
	similar to theory
	domain specific
	mixed
	0.01
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	parental relations self-concept 
	self-estimations of how agreeable one finds one’s parents and one’s liking for them
	similar to theory
	domain specific
	mixed
	0.05
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	academic self-concept
	self-estimations based on reading, math and general school
	similar to theory
	domain-integrative
	mixed
	0.00
	2,723
	7

	Wästlund (2001)
	gender 
	male vs. female 
	gender
	reading self-concept
	self-estimations of ability in and enjoyment of reading
	similar to theory
	domain specific
	mixed
	-0.17
	2,723
	7

	Gray-Little (2000)
	ethnicity
	Black vs. white people  
	ethnicity
	academic self-esteem
	nonevaluative self-description with reference to academic domain
	similar to theory
	domain-integrative
	mixed
	0.04
	492,748
	120

	Gray-Little (2000)
	ethnicity
	Black vs. white people  
	ethnicity
	overall self-esteem 
	nonevaluative self-description with reference to academic and non-academic domains
	strongly deviating
	general
	mixed
	0.15
	632,872*
	120

	Gray-Little (2000)
	ethnicity
	Black vs. white people  
	ethnicity
	general self-esteem 
	nonevaluative self-description with reference to academic and non-academic domains
	strongly deviating
	general
	mixed
	0.20
	526,181*
	120

	Kling (1999)
	gender
	male vs. female
	gender
	self-esteem
	overall evaluation of the self
	similar to theory
	general
	elementary
	0.16
	9,892*
	184

	Kling (1999)
	gender
	male vs. female
	gender
	self-esteem
	overall evaluation of the self
	not defined
	general
	secondary
	0.23
	23,831*
	184

	Kling (1999)
	gender
	male vs. female
	gender
	self-esteem
	overall evaluation of the self
	strongly deviating
	general
	high
	0.33
	19,784*
	184

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	musical self-concept
	perception of one's own musical abilities
	similar to theory
	domain specific
	mixed
	0.18
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	musical self-concept
	perception of one's own musical abilities
	similar to theory
	domain specific
	elementary
	-0.46
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	musical self-concept
	perception of one's own musical abilities
	similar to theory
	domain specific
	secondary
	0.5
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	emotional/affect self-concept 
	perception of one's own emotional stability
	similar to theory
	domain specific
	mixed
	0.29
	6,126
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	social self-concept 
	perception of one's own social self or relationships with others
	similar to theory
	domain specific
	mixed
	-0.04
	7,545
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	social self-concept 
	perception of one's own social self or relationships with others
	similar to theory
	domain specific
	elementary
	0.18
	7,545
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	social self-concept 
	perception of one's own social self or relationships with others
	similar to theory
	domain specific
	secondary
	-0.09
	7,545
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	physical appearance self-concept 
	perception of one's own physical attractiveness
	similar to theory
	domain specific
	mixed
	0.37
	7,873
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	physical appearance self-concept 
	perception of one's own physical attractiveness
	similar to theory
	domain specific
	elementary
	0.16
	7,873
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	physical appearance self-concept 
	perception of one's own physical attractiveness
	similar to theory
	domain specific
	secondary
	0.39
	7,873
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	athletic/psychomotor self-concept 
	perception of one's own athletic abilities
	similar to theory
	domain specific
	mixed
	0.39
	8,290
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	athletic/psychomotor self-concept 
	perception of one's own athletic abilities
	similar to theory
	domain specific
	elementary
	0.38
	8,290
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	athletic/psychomotor self-concept 
	perception of one's own athletic abilities
	similar to theory
	domain specific
	secondary
	0.37
	8,290
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	perception of one's own mathematic abilities
	similar to theory
	domain specific
	mixed
	0.28
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	perception of one's own mathematic abilities
	similar to theory
	domain specific
	elementary
	0.25
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	perception of one's own mathematic abilities
	similar to theory
	domain specific
	secondary
	0.29
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	verbal self-concept
	perception of one's own verbal abilities
	similar to theory
	domain specific
	mixed
	-0.23
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	verbal self-concept
	perception of one's own verbal abilities
	similar to theory
	domain specific
	elementary
	-0.22
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	verbal self-concept
	perception of one's own verbal abilities
	similar to theory
	domain specific
	secondary
	-0.23
	10,669
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	academic self-concept 
	perception of one's own academic abilities 
	similar to theory
	domain-integrative
	mixed
	0.11
	10,752
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	academic self-concept 
	perception of one's own academic abilities 
	similar to theory
	domain-integrative
	elementary
	0.27
	10,752
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	academic self-concept 
	perception of one's own academic abilities 
	similar to theory
	domain-integrative
	secondary
	0.09
	10,752
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	global self-concept 
	perception of oneself overall
	similar to theory
	general
	mixed
	0.24
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	global self-concept 
	perception of oneself overall
	similar to theory
	general
	elementary
	0.28
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	global self-concept 
	perception of oneself overall
	similar to theory
	general
	secondary
	0.23
	11,918
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	family/relations self-concept 
	perception of one's own relationships with families 
	similar to theory
	domain specific
	mixed
	0.05
	12,454
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	family/relations self-concept 
	perception of one's own relationships with families 
	similar to theory
	domain specific
	elementary
	0.25
	12,454
	22

	Wilgenbusch (1999)
	gender 
	male vs. female 
	gender
	family/relations self-concept 
	perception of one's own relationships with families 
	similar to theory
	domain specific
	secondary
	0.04
	12,454
	22

	Etsey (1998)
	gender 
	male vs. female 
	gender
	mathematical self-belief
	math self-confidence and math self-concept
	slightly deviating
	domain specific
	mixed
	0.18
	13,539
	96

	Etsey (1998)
	gender 
	male vs. female 
	gender
	mathematical self-belief
	math self-confidence and math self-concept
	slightly deviating
	domain specific
	elementary
	0.25
	1,258
	96

	Etsey (1998)
	gender 
	male vs. female 
	gender
	mathematical self-belief
	math self-confidence and math self-concept
	slightly deviating
	domain specific
	secondary
	0.19
	9,909
	96

	Etsey (1998)
	gender 
	male vs. female 
	gender
	mathematical self-belief
	math self-confidence and math self-concept
	slightly deviating
	domain specific
	high
	0.16
	2,027
	96

	Whitley (1997)
	gender 
	male vs. female 
	gender
	self-efficacy in computers
	feelings of being able to competently operate or otherwise deal with computers
	slightly deviating
	domain specific
	high
	0.66
	1,557*
	82

	Hyde (1990)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	similar to theory
	domain specific
	secondary
	0.10
	4,701
	70

	Hyde (1990)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	similar to theory
	domain specific
	mixed
	0.14
	11,003
	70

	Hyde (1990)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	similar to theory
	domain specific
	high
	0.26
	4,240
	70

	Hyde (1990)
	gender 
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	similar to theory
	domain specific
	elementary
	0.08
	4,338
	70

	Hyde (1990)
	gender
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	not defined
	domain specific
	secondary
	0.16
	6,302
	70

	Hyde (1990)
	gender
	male vs. female 
	gender
	mathematical self-concept
	confidence in learning mathematics
	not defined
	domain specific
	high
	0.27
	2,871
	70

	
	
	
	
	
	
	
	
	
	
	
	


Note. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes.

Table S10
 Personal Outcome Intervention Effect Sizes
	Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	Zamorano-Garcia (2021)
	physical activity intervention
	aiming to improve regular practice of physical activity
	physical ability
	physical appearance self-concept 
	self-perception of own body
	similar to theory
	domain specific
	mixed
	0.27
	3,564*
	20

	Zamorano-Garcia (2021)
	physical activity intervention
	aiming to improve regular practice of physical activity
	physical ability
	sport competence self-concept
	self-perception of competencies in all sports domains
	similar to theory
	domain specific
	mixed
	0.3
	3,309*
	20

	Zamorano-Garcia (2021)
	physical activity intervention
	aiming to improve regular practice of physical activity
	physical ability
	physical fitness self-concept
	self-perception of own fitness
	similar to theory
	domain specific
	mixed
	0.19
	3,564*
	20

	Zamorano-Garcia (2021)
	physical activity intervention
	aiming to improve regular practice of physical activity
	physical ability
	physical self-concept 
	self-perception of own body, sport competence and physical fitness
	similar to theory
	domain specific
	mixed
	0.31
	4,582*
	20

	Zamorano-Garcia (2021)
	physical activity intervention
	aiming to improve regular practice of physical activity
	physical ability
	self-esteem
	general self-perception
	similar to theory
	general
	mixed
	0.17
	2,546*
	20

	Fang (2021)
	outdoor education program
	organized outdoor activities (e.g., camping) with educational designs
	psychological
	self-efficacy
	academic (e.g., math self-efficacy) and nonacademic self-efficacy (e.g., physical activity self-efficacy)
	similar to theory
	general
	mixed
	0.60
	2,994
	12

	Andermo (2020)
	physical activity intervention
	interventions aiming to raise physical activity
	physical ability
	self-esteem
	
	not defined
	general
	mixed
	0.11
	5,869
	31

	Collins (2019)
	resistance training
	working against a wide range of resistive loads (e.g., weights)
	physical ability
	resistance training self-efficacy
	individual belief of being capable to succeed in resistance training
	similar to theory
	domain specific
	mixed
	0.54
	276*
	7

	Collins (2019)
	resistance training
	working against a wide range of resistive loads (e.g., weights)
	physical ability
	physical self-worth
	feelings about own body
	similar to theory
	domain specific
	mixed
	0.54
	276*
	7

	Collins (2019)
	resistance training
	working against a wide range of resistive loads (e.g., weights)
	physical ability
	general self-concept 
	self-esteem and self-worth
	similar to theory
	general
	mixed
	0.41
	276*
	7

	Taylor (2017)
	universal social and emotional learning interventions
	aiming to improve self-awareness, self-management, social awareness, relationship skills, and responsible decision making
	psychological
	composite of self-beliefs
	subsumed in attitude toward self: self-esteem, self-efficacy, self-concept
	similar to theory
	general
	mixed
	0.13
	97,406*
	82

	Spruit (2016)
	physical activity intervention
	intervention containing elements of sport or exercise 
	physical ability
	self-concept and others 
	subsumed in self-concept: self-concept, self-esteem, self-worth
	strongly deviating
	general
	mixed
	0.30
	2,647
	57

	Liu (2015)
	physical activity intervention
	supervised physical activities by researchers
	physical ability
	self-worth
	 person’s evaluation of his or her own worth
	similar to theory
	general
	mixed
	0.31
	1,422*
	38

	Liu (2015)
	physical activity intervention
	supervised physical activities by researchers
	physical ability
	physical self-concept 
	thoughts about own physical competencies
	similar to theory
	general
	mixed
	0.49
	1,422*
	38

	Ray (2014)
	child-centered play therapy
	play therapists use carefully selected toys to match the developmentally appropriate communication style of children, which is play
	psychological
	self-efficacy
	locus of control, self-esteem, and self-efficacy
	similar to theory
	general
	elementary
	0.29
	432
	23

	Sklad (2012)
	social and emotional skills intervention
	universal, school-based social, emotional, and/or behavioral interventions vs. control/comparison group 
	psychological
	self-efficacy and others 
	subsumed in positive self-image: self-efficacy, general or global self-esteem, etc.
	slightly deviating
	general
	secondary
	0.46
	37,369*
	75

	Ahn (2011)
	physical activity intervention
	e.g., aerobic, circuit, yoga, flexibility training
	physical ability
	self-esteem
	including exercise self-concept, physical self-concept, academic self-concept, social self-concept, and family/home self-concept
	strongly deviating
	general
	mixed
	0.26
	12,584
	73

	Ahn (2011)
	physical activity intervention
	e.g., aerobic, circuit, yoga, flexibility training
	physical ability
	self-esteem
	including exercise self-concept, physical self-concept, academic self-concept, social self-concept, and family/home self-concept
	strongly deviating
	general
	mixed
	0.78
	7,744
	73

	Braithwaite (2011)
	motivational climate intervention
	interventions aiming environmental factors that lead individuals to construe competence
	psychological
	physical self-concept 
	self-perception of owns physical abilities
	not defined
	domain specific
	mixed
	0.08
	257*
	22

	Patall (2008)
	autonomy intervention
	possibility to choose, e.g., task/activity/reward vs. no choice possibility
	psychological
	perceived competence
	extent to which individuals feel they could master a task/activity
	similar to theory
	domain-integrative
	mixed
	0.59
	386*
	41

	Kraag (2006)
	school programs targeting stress management or coping skills 
	interventions designed specifically to promote mental health and reduce the incidence of adjustment problems
	psychological
	composite self-belief 
	self-efficacy (competence belief) and self-esteem (individuals' degree of liking or disliking for themselves)
	similar to theory
	general
	mixed
	0.03
	4,800*
	19

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	self-concept 
	self-concept in all domains
	similar to theory
	domain-integrative
	secondary
	0.57
	2,200*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	self-concept 
	self-concept in intervention related to unrelated domains
	similar to theory
	domain specific
	mixed
	0.51
	5,250*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	target self-concept domains 
	domains directly related to target domain of the intervention  (e.g., math intervention and math self-concept)
	similar to theory
	domain specific
	mixed
	0.65
	4,600*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	target-related self-concept domains
	domains related to target domain of the intervention  (e.g. language intervention and history self-concept)
	similar to theory
	domain specific
	mixed
	0.54
	2,550*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	nontarget self-concept domains 
	domains unrelated to target domain of the intervention (math intervention and verbal self-concept)
	similar to theory
	domain specific
	mixed
	0.22
	2,100*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	self-concept 
	self-concept in all domains
	similar to theory
	domain-integrative
	elementary
	0.54
	200*
	105

	O'Mara (2006)
	self-concept-intervention
	targeting to enhance self-concepts of children and adolescents in educational settings in specific domain vs. control group 
	self-beliefs
	self-concept 
	self-concept in all domains
	similar to theory
	domain-integrative
	elementary
	0.48
	5,200*
	105

	Ekeland (2005)
	physical activity intervention
	supervised physical activities by researchers
	physical ability
	self-esteem
	organized configuration of prescriptions of the self which are admissible to awareness
	similar to theory
	general
	mixed
	0.49
	24,288*
	13

	Gansle (2005)
	school-based anger interventions and programs
	treatment group received anger interventions 
	psychological
	self-efficacy, self-esteem, locus of control and others
	subsumed in beliefs and attitudes: intent to use nonviolent behaviors, etc. 
	not defined
	general
	mixed
	0.11
	12,034*
	20

	Haney (1998)
	self-esteem and self-concept interventions
	interventions aiming to improve self-esteem/concept
	self-beliefs
	self-esteem
	affective constructs relating to the evaluations of one's self-worth and more cognitive constructs referring to the perceptions of one's competencies
	similar to theory
	general
	mixed
	0.57
	8,195*
	116

	Hattie (1996)
	interventions outside normal classes
	interventions aiming to foster self-regulation, time management, attitudes
	psychological
	composite self-belief and others
	self-efficacy, self-concept, attitude
	strongly deviating
	general
	mixed
	0.48
	5,058*
	51

	Hattie (1996)
	interventions outside normal classes
	interventions aiming to foster self-regulation, time management, attitudes
	psychological
	composite self-belief and others
	self-efficacy, self-concept, attitude
	strongly deviating
	general
	elementary
	1.32
	690*
	51

	Hattie (1996)
	interventions outside normal classes
	interventions aiming to foster self-regulation, time management, attitudes
	psychological
	composite self-belief and others
	self-efficacy, self-concept, attitude
	similar to theory
	general
	secondary
	0.09
	920*
	51

	Hattie (1996)
	interventions outside normal classes
	interventions aiming to foster self-regulation, time management, attitudes
	psychological
	composite self-belief and others
	self-efficacy, self-concept, attitude
	similar to theory
	general
	high
	0.21
	1,494*
	51

	Beelmann (1994)
	social competence training
	behavioral and/or cognitive interventions training motor, cognitive, affective components 
	psychological
	self-concept and others 
	subsumed in self-related cognitions/affects: self-concept, social anxiety, depression scores, control beliefs
	not defined
	general
	mixed
	0.06
	1,636*
	49

	Beelmann (1994)
	social competence training
	behavioral and/or cognitive interventions training motor, cognitive, affective components 
	psychological
	self-concept and others 
	subsumed in self-related cognitions/affects: self-concept, social anxiety, depression scores, control beliefs
	not defined
	general
	elementary
	0.28
	80*
	49

	Beelmann (1994)
	social competence training
	behavioral and/or cognitive interventions training motor, cognitive, affective components 
	psychological
	self-concept and others 
	subsumed in self-related cognitions/affects: self-concept, social anxiety, depression scores, control beliefs
	not defined
	general
	elementary
	0.08
	279*
	49

	Beelmann (1994)
	social competence training
	behavioral and/or cognitive interventions training motor, cognitive, affective components 
	psychological
	self-concept and others 
	subsumed in self-related cognitions/affects: self-concept, social anxiety, depression scores, control beliefs
	not defined
	general
	elementary
	-0.06
	958*
	49

	Beelmann (1994)
	social competence training
	behavioral and/or cognitive interventions training motor, cognitive, affective components 
	psychological
	self-concept and others 
	subsumed in self-related cognitions/affects: self-concept, social anxiety, depression scores, control beliefs
	not defined
	general
	secondary
	0.20
	319*
	49

	Schneider (1992)
	social skills training 
	prevention and correction of children’s social relations difficulties vs. control group
	psychological
	self-concept 
	
	slightly deviating
	general
	mixed
	0.32
	8,779*
	79


Note. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. Effect sizes numbers marked with an * were estimated based on the assumption that every study in the meta-analyses contributed one effect size. 
Table S11
Teaching and Classroom Structure Variables
	Author (year)
	Variable
	Definition of variable
	Subcategory
	Self-belief
	Definition of self-belief
	Quality self-belief definition
	Specificity
	School level
	SMD
	Sample size
	No. studies

	Claro (2021)
	mentoring program
	meetings between older experienced persons as mentors and students
	school context
	self-esteem
	overall self-esteem (academic competence, family acceptance, peer popularity, and personal security)
	similar to theory
	general
	mixed
	0.45
	509
	14

	Fadda (2021)
	digital games
	games with the intention to learn rather than having fun
	technology
	mathematical self-belief and others
	self-concept, self-efficacy, self-perceived abilities and motivational variables
	strongly deviating
	domain specific
	mixed
	0.27
	4,350
	20

	Lamb (2018)
	electronic games 
	representations of real phenomena acting as practice for tasks in the real world
	technology
	self-efficacy and others
	subsumed in affect: engagement, sensation, motivation
	strongly deviating
	general
	mixed
	0.51
	4,931*
	28

	Korpershoek (2016)
	classroom management system
	aiming to create a supportive environment for the academic and social-emotional learning of students (e.g., classroom rules are negotiated instead of imposed)
	learning and teaching
	self-efficacy and others
	subsumed in other outcomes: self-confidence, peer acceptation, time-on-task
	not defined
	general
	elementary
	0.26
	11,375*
	54

	Savelsbergh (2016)
	teaching approaches
	e.g., inquiry-based, context-based, computer-based teaching approaches; innovative teaching approach vs. traditional teaching group
	learning and teaching
	self-efficacy
	expectancy about one’s capabilities to learn or perform a given task
	slightly deviating
	domain-integrative
	mixed
	0.12
	65,422*
	56

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	self-concept and others 
	subsumed in affect: motivation, strategy, interest
	similar to theory
	general
	mixed
	0.08
	68,781
	24

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	self-concept
	combination of subject self-concepts
	similar to theory
	domain-integrative
	mixed
	0.10
	68,781
	24

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	mathematical self-concept
	self-perception in subject math
	similar to theory
	domain specific
	mixed
	0.12
	68,781*
	9

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	English self-concept
	self-perception in subject English
	similar to theory
	domain specific
	mixed
	0.28
	68,781*
	9

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	Chinese self-concept
	self-perception in subject Chinese
	not defined
	domain specific
	mixed
	0.10
	68,781*
	9

	Lo (2014)
	English medium education
	teaching non-language subjects in English versus first language
	school context
	science self-concept
	self-perception in subject science
	not defined
	domain specific
	mixed
	-0.08
	68,781*
	9

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept Girls
	self-perception of her abilities
	similar to theory
	domain-integrative
	mixed
	-0.08
	81,375*
	184

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept Boys
	self-perception of his abilities
	similar to theory
	domain-integrative
	mixed
	-0.06
	90,416*
	184

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept Girls
	self-perception of her abilities
	similar to theory
	domain-integrative
	mixed
	0.10
	135,625*
	184

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept
	self-perception of her abilities
	similar to theory
	domain-integrative
	elementary
	-0.24
	27,125*
	184

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept Boys
	self-perception of his abilities
	similar to theory
	domain-integrative
	mixed
	0.03
	45,208*
	184

	Pahlke (2014)
	single sex vs. coeducational sex
	separating versus non-separating boys and girls by classrooms or schools
	school context
	Self-concept
	self-perception of his abilities
	similar to theory
	domain-integrative
	high
	-0.06
	54,250*
	184

	Whiston (2011)
	school counseling intervention
	counselors provides curriculum guidance, individual planning, responsive services and system support for the students
	school context
	self-esteem
	
	not defined
	general
	mixed
	0.19
	18,320*
	117

	Cornelius-White (2007)
	learner centered teaching
	teaching focusing on an empathic and warmth teacher-student relationship 
	learning and teaching
	self- efficacy
	composite with mental health
	not defined
	general
	mixed
	0.75
	355,325*
	119

	Ellington (2006)
	graphic calculator use
	treatment group used calculator
	technology
	mathematical self-concept
	student's perception of competence in math
	not defined
	domain specific
	mixed
	0.45
	443
	42

	Ginsburg-Block (2006)
	peer assisted learning
	tutoring by classmates
	learning and teaching
	self-concept
	feelings about ones competence in general, particular academic and general academic area
	similar to theory
	domain-integrative
	mixed
	0.18
	9,630
	36

	Ellington (2003)
	calculators use
	treatment group used calculator
	technology
	mathematical self-concept
	student's perception of competence in math
	not defined
	domain specific
	mixed
	0.05
	1,337
	54

	Jimerson (2001)
	grade level retention
	remaining at previous grade level
	school context
	self-concept
	
	not defined
	general
	mixed
	-0.04
	1,623*
	20

	Lou (2001)
	small group learning with computers
	students work on a shared computer on the same task
	technology
	academic self-concept
	self-perception of learning ability
	similar to theory
	domain-integrative
	secondary
	0.04
	379
	122

	Murawski (2001)
	cooperative teaching
	teachers give classes together with special educators
	school context
	self-concept and others 
	subsumed in social outcomes: self-concept, peer acceptance, friendship quality, social skills
	not defined
	general
	mixed
	0.08
	1,617*
	6

	Lou (1998)
	computer learning
	includes various types of programs to support student learning such as simulations and the internet
	technology
	Academic self-concept
	self-perception of learning ability
	similar to theory
	general
	mixed
	0.03
	136*
	103

	Lou (1996)
	within class grouping
	using group work within class
	learning and teaching
	Overall student self-concept
	composite of all self-concept measures 
	not defined
	domain-integrative
	mixed
	0.09
	29,881*
	66

	Lou (1996)
	within class grouping
	using group work within class
	learning and teaching
	general self-concept 
	
	slightly deviating
	domain-integrative
	mixed
	0.16
	14,940*
	66

	Lou (1996)
	within class grouping
	using group work within class
	learning and teaching
	Academic self-concept
	self-perception of learning ability
	not defined
	general
	mixed
	0.04
	14,940*
	66

	Robinson (1988)
	teacher training for classroom management 
	teacher-training to enhance appropriate student behavior and positive attitudes towards school vs. no training
	school context
	self-concept and others
	subsumed in student internal dimension: e.g. self-concept, ability to solve problems, ability to see consequences
	similar to theory
	general
	mixed
	0.24
	2,344
	79

	Willig (1985)
	bilingual education
	teaching non-language subjects in English versus first language
	school context
	Self-concept and others
	composite with attitudes
	not defined
	domain-integrative
	secondary
	0.42
	5,516*
	16

	Holmes (1984)
	grade level retention
	investigated two different types of retention plans
	school context
	Self-concept
	
	similar to theory
	general
	mixed
	-0.19
	658*
	44

	Bangert (1983)
	individualized teaching
	students work on their own pace through lessons
	learning and teaching
	Self-Esteem
	
	not defined
	general
	mixed
	0.26
	292,284*
	51

	Smith (1980)
	class size 
	small versus large class sizes
	school context
	self-concept and others 
	subsumed in student attitudes: e.g. self-concept, attitudes toward teacher and school or class, attitude toward educational program
	strongly deviating
	general
	mixed
	0.43
	71,632*
	59


Note. Sample sized marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. 



Table S12
Situational Characteristics
	Author (year)
	Variable
	Definition of variable
	Self-belief
	Definition of self-belief
	Reason for not including into second-order mean effect size
	SMD
	Sample size
	No. studies

	Gentile (2010)
	birth cohort
	self-esteem measured between 1988-2006 of 13 year old children and adolescents, correlation between measurement year and self-esteem score
	self-esteem
	person's positive or negative attitude towards the self
	Direction of effect is unclear because there is no common reference category across effect sizes
	0.78
	10,119
	22

	Gentile (2010)
	birth cohort
	self-esteem measured between 1988-2006 of 13-year-old children and adolescents, correlation between measurement year and self-esteem score
	self-esteem
	person's positive or negative attitude towards the self
	Direction of effect is unclear because there is no common reference category across effect sizes
	0.39
	8,222
	28

	Twenge (2002)
	socioeconomic status
	high vs. low 
	self-worth
	personal feelings of worth
	No other meta-analysis investigated SES
	0.15
	312,940*
	287

	Twenge (2002)
	socioeconomic status
	high vs. low 
	self-worth
	personal feelings of worth
	No other meta-analysis investigated SES
	0.08
	48,415*
	287

	Twenge (2002)
	socioeconomic status
	high vs. low 
	self-worth
	personal feelings of worth
	No other meta-analysis investigated SES
	0.12
	45,608*
	287

	Twenge (2002)
	socioeconomic status
	high vs. low 
	self-worth
	personal feelings of worth
	No other meta-analysis investigated SES
	0.14
	69,464*
	287

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of self on Rosenberg Self-Esteem Scale
	No other meta-analysis investigated birth cohort
	0.30
	1,657*
	171

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of self on Rosenberg Self-Esteem Scale
	No other meta-analysis investigated birth cohort
	-0.14
	5,304*
	171

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of self on Rosenberg Self-Esteem Scale
	there is no common reference category across effect sizes
	0.10
	11,602*
	171

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of his or her social environment on the Coopersmith Self-Esteem Scale
	there is no common reference category across effect sizes
	-0.72
	10,847*
	140

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of his or her social environment on the Coopersmith Self-Esteem Scale
	there is no common reference category across effect sizes
	0.82
	9,586*
	140

	Twenge (2001)
	birth cohort
	children and adolescents born between 1965 and 1994 
	self-esteem
	respondent's view of his or her social environment on the Coopersmith Self-Esteem Scale
	there is no common reference category across effect sizes
	-0.02
	6,054*
	140

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	general self-belief
	self-estimations including a summation of nonacademic and academic self
	there is no common reference category across effect sizes
	0.35
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	nonacademic self-belief
	self-estimations including physical abilities, physical appearance, peer relations and parent relations
	there is no common reference category across effect sizes
	0.44
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	physical ability/sport self-concept 
	self-estimations of ability and interest in physical activities, sports and games
	there is no common reference category across effect sizes
	0.16
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	appearance self-concept 
	self-estimations of how others think one looks and how attractive one is in comparison with others
	there is no common reference category across effect sizes
	1.14
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	peer relations self-concept 
	self-estimations of how agreeable one finds others, one’s own popularity and whether others will seek one’s friendship
	there is no common reference category across effect sizes
	0.35
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	academic self-concept
	self-estimations based on reading, math and general school
	there is no common reference category across effect sizes
	0.16
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	reading self-concept
	self-estimations of ability in and enjoyment of reading
	there is no common reference category across effect sizes
	0.63
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	mathematical self-concept
	self-estimations of competence and interest in mathematical problems
	there is no common reference category across effect sizes
	-0.09
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	general school self-concept
	self-estimations of competence and interest in school subjects
	there is no common reference category across effect sizes
	0.05
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from Africa versus children and adolescents from Asia
	general self-concept 
	self-estimations of oneself as an effective, capable individual with self-sufficiency
	there is no common reference category across effect sizes
	0.70
	1,753
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	general self-belief
	self-estimations including a summation of nonacademic and academic self
	there is no common reference category across effect sizes
	-0.21
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	nonacademic self-belief
	self-estimations including physical abilities, physical appearance, peer relations and parent relations
	there is no common reference category across effect sizes
	-0.05
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	physical ability/sport self-concept 
	self-estimations of ability and interest in physical activities, sports and games
	there is no common reference category across effect sizes
	0.54
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	appearance self-concept 
	self-estimations of how others think one looks and how attractive one is in comparison with others
	there is no common reference category across effect sizes
	-0.75
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	peer relations self-concept 
	self-estimations of how agreeable one finds others, one’s own popularity and whether others will seek one’s friendship
	there is no common reference category across effect sizes
	0.00
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	parental relations self-concept 
	self-estimations of how agreeable one finds one’s parents and one’s liking for them
	there is no common reference category across effect sizes
	-0.01
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	academic self-concept
	self-estimations based on reading, math and general school
	there is no common reference category across effect sizes
	-0.44
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	reading self-concept
	self-estimations of ability in and enjoyment of reading
	there is no common reference category across effect sizes
	-0.81
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	mathematical self-beliefs
	self-estimations of competence and interest in mathematical problems
	there is no common reference category across effect sizes
	-0.16
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	general school self-concept
	self-estimations of competence and interest in school subjects
	there is no common reference category across effect sizes
	-0.43
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Africa
	general self-concept 
	self-estimations of oneself as an effective, capable individual with self-sufficiency
	there is no common reference category across effect sizes
	0.09
	1,824
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	general self-belief
	self-estimations including a summation of nonacademic and academic self
	there is no common reference category across effect sizes
	0.12
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	nonacademic self-belief
	self-estimations including physical abilities, physical appearance, peer relations and parent relations
	there is no common reference category across effect sizes
	0.36
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	physical ability/sport self-concept 
	self-estimations of ability and interest in physical activities, sports and games
	there is no common reference category across effect sizes
	0.75
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	appearance self-concept 
	self-estimations of how others think one looks and how attractive one is in comparison with others
	there is no common reference category across effect sizes
	0.28
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	peer relations self-concept 
	self-estimations of how agreeable one finds others, one’s own popularity and whether others will seek one’s friendship
	there is no common reference category across effect sizes
	0.34
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	parental relations self-concept 
	self-estimations of how agreeable one finds one’s parents and one’s liking for them
	there is no common reference category across effect sizes
	0.05
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	academic self-concept
	self-estimations based on reading, math and general school
	there is no common reference category across effect sizes
	-0.33
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	reading self-concept
	self-estimations of ability in and enjoyment of reading
	there is no common reference category across effect sizes
	-0.30
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	mathematical self-concept
	self-estimations of competence and interest in mathematical problems
	there is no common reference category across effect sizes
	-0.27
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	general school self-concept
	self-estimations of competence and interest in school subjects
	there is no common reference category across effect sizes
	-0.45
	1,863
	7

	Wästlund (2001)
	country 
	children and adolescents from the United States and Australia versus children and adolescents from Asia
	general self-concept 
	self-estimations of oneself as an effective, capable individual with self-sufficiency
	there is no common reference category across effect sizes
	0.83
	1,863
	7


Note. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. 
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Table S13
[bookmark: _Hlk93943674]Moderator Analyses of Methodological Moderators
	Moderator
	Sample size
	No. effect sizes
	No. meta-analyses
	SMD
	95% CI
	σ²
	Test of moderators
	p

	Publication year
	
	
	
	
	
	0.12
	F(1,99)=0.61
	.430

	Publication
	
	
	
	
	
	0.12
	F(1,99)=0.01
	.910

	Published
	16,482,081
	425
	94
	0.37
	0.18;0.59
	
	
	

	Unpublished
	486,514
	19
	9
	0.38
	0.29;0.45
	
	
	

	Study Design
	
	
	
	
	
	0.13
	F(1,82)=0.12
	.730

	Experimental
	324,556
	25
	14
	0.36
	0.24;0.49
	
	
	

	Field
	8,614,816
	342
	73
	0.39
	0.29;0.49
	
	
	

	K-12
	
	
	
	
	
	0.12
	F(1,99)=2.98
	.090

	   K-12 only
	13,050,979
	325
	82
	0.33
	0.26;0.41
	
	
	

	Mixed
	3,917,616
	119
	32
	0.47
	0.32;0.63
	
	
	


Note. We tested the possible moderator effects of publication year, publication status, study design, and we tested whether the sample only included children and adolescents during K-12 education. 

Table S14
Sample and Moderators Included in the Meta-Analyses 
	First author (year)
	% Unique primary studies
	Number Studies
	Number ES
	Sample size
	%  North America
	% Europe
	% Asia
	% Other
	Languages searched
	K-12 only
	Number tested moderators
	Number significant moderators

	Alabbasi (2023)
	100
	25
	70
	42,736
	45
	5
	10
	40
	Eng, Arab
	1
	4
	3

	Kavanagh (2023)
	97
	37
	NA
	4,812
	NA
	55
	45
	NA
	Eng
	1
	0
	0

	Yeo (2023)
	96
	298
	NA
	203,916
	NA
	NA
	NA
	NA
	Eng
	0
	1
	1

	Youn (2023)
	NA
	22
	NA
	8,489
	18
	NA
	82
	NA
	Eng, Korea
	0
	2
	2

	LaFave (2022)
	100
	12
	NA
	355,234
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Brumariu (2022)
	100
	30
	37
	10,502
	65
	16
	7
	12
	Eng
	0
	5
	0

	Casale (2022)
	100
	31
	NA
	27,004
	6
	23
	65
	6
	Eng
	1
	3
	0

	Claro (2022)
	86
	7
	NA
	509
	NA
	NA
	Na
	NA
	Eng
	1
	0
	0

	Ding (2022)
	76
	56
	NA
	11,561
	NA
	NA
	Na
	NA
	Eng, Chi
	1
	4
	2

	Infantes-Paniagua (2022)
	93
	19
	NA
	8,236
	7
	40
	35
	18
	Eng, Spa, French
	1
	5
	5

	Wolff (2022)
	50
	20
	NA
	45,248
	6
	94
	NA
	NA
	Eng
	1
	4
	2

	Zhou (2022)
	100
	5
	NA
	7,680
	NA
	17
	83
	NA
	Eng, Chi
	1
	0
	0

	Zhou (2022)
	100
	37
	NA
	19,740
	NA
	NA
	NA
	NA
	Eng
	1
	5
	0

	Claro (2021)
	95
	14
	NA
	NA
	100
	0
	0
	0
	Eng
	1
	0
	0

	Fadda (2021)
	93
	20
	NA
	4,350
	50
	25
	20
	5
	Eng
	1
	3
	2

	Fang (2021)
	96
	12
	NA
	NA
	41
	29
	6
	NA
	Eng
	1
	0
	0

	Krämer (2021)
	100
	40
	428
	11,987
	19
	81
	0
	0
	Eng, Ger
	1
	5
	1

	Li (2021)
	100
	40
	27
	9,785
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Mao (2021)
	98
	37
	132
	104,2537
	53
	16
	31
	NA
	Eng
	1
	4
	1

	Möller (2021)
	74
	121
	NA
	213,121
	12
	66
	8
	NA
	NA
	1
	5
	5

	Quilez-Robres (2021)
	97
	19
	37
	15,777
	17
	33
	NA
	NA
	Spa, Eng
	1
	3
	1

	Wan (2021)
	81
	103
	426
	210,954
	24
	66
	7
	NA
	Eng
	1
	3
	1

	Wentzel (2021)
	99
	72
	157
	86,773
	34
	12
	7
	NA
	Eng
	1
	3
	2

	Zamorano-Garcia (2021)
	92
	20
	20
	5,091
	30
	45
	NA
	NA
	Eng, Spa
	1
	3
	3

	Andermo (2020)
	92
	31
	NA
	NA
	26
	41
	7
	NA
	Eng
	1
	5
	0

	McArthur (2020)
	96
	13
	13
	3,348
	58
	17
	NA
	NA
	Eng
	1
	0
	0

	Parker (2020)
	100
	176
	NA
	NA
	66
	16
	13
	5
	Eng
	0
	6
	6

	Saiphoo (2020)
	NA
	84
	NA
	91,462
	40
	30
	24
	NA
	Eng
	0
	5
	1

	Collins (2019)
	63
	7
	10
	460
	29
	0
	0
	71
	Eng
	1
	3
	1

	Gubbels  (2019)
	99
	41
	781
	243,296
	58
	39
	NA
	NA
	Eng, Dutch
	1
	0
	0

	Pinquart (2019)
	100
	116
	474
	53,762
	32
	12
	13
	NA
	NA
	0
	3
	3

	Tang (2019)
	NA
	140
	NA
	134,279
	NA
	NA
	NA
	NA
	Eng, Chi
	1
	0
	0

	Lamb (2018)
	100
	28
	49
	NA
	NA
	NA
	NA
	NA
	NA
	0
	2
	1

	Panadero (2017)
	100
	19
	NA
	NA
	NA
	NA
	NA
	NA
	Eng
	1
	1
	1

	Taylor (2017)
	93
	82
	82
	97,406
	54
	NA
	NA
	NA
	Eng
	1
	0
	0

	Allen (2016)
	98
	51
	114
	67,378
	73
	NA
	NA
	NA
	Eng
	1
	2
	1

	Korpershoek (2016)
	96
	54
	262
	NA
	75
	25
	0
	0
	Eng
	1
	0
	0

	Savelsbergh (2016)
	95
	56
	65
	NA
	36
	29
	21
	NA
	NA
	1
	0
	0

	Senko (2016)
	98
	296
	NA
	115,250
	54
	28
	14
	NA
	Eng
	0
	0
	0

	Spruit (2016)
	88
	57
	216
	NA
	NA
	NA
	NA
	NA
	NA
	0
	5
	0

	Vasquez (2016)
	100
	36
	36
	NA
	NA
	NA
	NA
	NA
	Eng
	1
	2
	0

	Lackner (2015)
	96
	27
	NA
	NA
	NA
	NA
	NA
	NA
	NA
	1
	1
	1

	Liu (2015)
	NA
	38
	38
	3,002
	47
	32
	5
	NA
	NA
	0
	3
	0

	Lo (2014)
	100
	24
	NA
	118,325
	0
	0
	100
	0
	Eng, Chi
	1
	3
	2

	Pahlke (2014)
	100
	184
	184
	166,366,2
	NA
	NA
	NA
	NA
	Eng
	1
	1
	0

	Ray (2014)
	95
	23
	NA
	1,106
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Huang (2013)
	92
	187
	269
	68,429
	82
	6
	6
	6
	Eng
	0
	4
	1

	Huang (2012)
	81
	64
	NA
	24,773
	NA
	NA
	NA
	NA
	NA
	0
	2
	1

	Sklad (2012)
	78
	75
	75
	NA
	75
	15
	10
	0
	Eng
	1
	0
	0

	Ahn (2011)
	NA
	73
	246
	35,332
	65
	NA
	NA
	NA
	Eng
	1
	2
	2

	Braithwaite (2011)
	98
	22
	115
	4,932
	33
	63
	NA
	NA
	Eng
	1
	0
	0

	Syzmanowicz (2011)
	100
	36
	55
	10,458
	11
	59
	14
	NA
	NA
	1
	1
	1

	Whiston (2011)
	95
	117
	153
	16,296
	NA
	NA
	NA
	NA
	NA
	0
	1
	1

	Gentile (2010)
	NA
	264
	264
	77,522
	100
	0
	0
	0
	Eng
	1
	3
	3

	Mahon (2010)
	99
	88
	NA
	NA
	NA
	NA
	NA
	NA
	Eng
	0
	3
	0

	Cai (2009)
	NA
	43
	143
	21,752
	0
	0
	100
	0
	Chi, Eng
	1
	3
	3

	Gentile (2009)
	NA
	115
	428
	32,486
	95
	0
	0
	5
	Eng
	0
	4
	4

	Möller (2009)
	59
	37
	432
	125,308
	11
	59
	10
	NA
	NA
	1
	7
	5

	Patall (2008)
	100
	41
	290
	4,863
	100
	0
	0
	0
	Eng
	0
	0
	0

	Carpenter (2007)
	NA
	38
	NA
	12,466
	89
	5
	7
	0
	NA
	1
	3
	3

	Cornelius-White (2007)
	99
	119
	1450
	355,325
	NA
	NA
	NA
	NA
	Eng, Ger
	1
	0
	0

	Ellington (2006)
	100
	42
	97
	8,158
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Ginsburg-Block (2006)
	91
	36
	148
	NA
	NA
	NA
	NA
	NA
	NA
	0
	5
	1

	Kraag (2006)
	83
	19
	19
	NA
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	O'Mara (2006)
	NA
	105
	366
	18,300
	NA
	NA
	NA
	NA
	Eng
	1
	4
	1

	Ekeland (2005)
	86
	13
	25
	24,288
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Gansle (2005)
	93
	20
	193
	NA
	NA
	NA
	NA
	NA
	Eng
	1
	0
	0

	Lewis (2004)
	99
	41
	41
	8,300
	NA
	NA
	NA
	NA
	NA
	1
	1
	0

	Litster (2004)
	96
	37
	98
	NA
	NA
	NA
	NA
	NA
	NA
	1
	5
	1

	Ellington (2003)
	NA
	54
	127
	NA
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Nowicki (2003)
	97
	32
	169
	6,952
	NA
	NA
	NA
	NA
	Eng
	1
	0
	0

	Bear (2002)
	NA
	61
	166
	5,813
	NA
	NA
	NA
	NA
	NA
	1
	5
	4

	Twenge (2002)
	93
	287
	446
	312,940
	88
	0
	0
	12
	Eng
	0
	4
	4

	Twenge (2002)
	93
	38
	38
	NA
	95
	0
	0
	5
	Eng
	0
	5
	5

	Jimerson (2001)
	100
	20
	246
	24,959
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Lou (2001)
	98
	122
	486
	11,317
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Murawski (2001)
	100
	6
	6
	1,617
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Twenge (2001)
	NA
	171
	199
	65,965
	100
	0
	0
	0
	Eng
	1
	2
	2

	Wästlund (2001)
	100
	7
	NA
	2,723
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Gray-Little (2000)
	84
	120
	261
	632,872
	100
	0
	0
	0
	Eng
	0
	4
	4

	Kling (1999)
	97
	184
	216
	97,121
	75
	3
	0
	13
	Eng
	1
	4
	4

	Wilgenbusch (1999)
	83
	22
	NA
	19,379
	70
	24
	NA
	NA
	NA
	1
	2
	2

	Etsey (1998)
	NA
	96
	NA
	30,490
	100
	0
	0
	0
	Eng
	0
	3
	0

	Haney (1998)
	93
	116
	116
	NA
	NA
	NA
	NA
	NA
	NA
	1
	4
	2

	Lou (1998)
	NA
	103
	404
	18,319
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Ma (1997)
	94
	143
	NA
	94,661
	NA
	NA
	NA
	NA
	NA
	1
	6
	2

	Whitley (1997)
	100
	82
	104
	40,491
	100
	0
	0
	0
	Eng
	1
	0
	0

	Hattie (1996)
	96
	51
	270
	NA
	NA
	NA
	NA
	NA
	NA
	0
	3
	2

	Kavale  (1996)
	89
	152
	858
	6,353
	NA
	NA
	NA
	NA
	NA
	1
	1
	1

	Lou (1996)
	95
	66
	145
	NA
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Beelmann (1994)
	NA
	49
	746
	NA
	84
	4
	0
	12
	Eng
	1
	3
	3

	Hoge (1993)
	NA
	15
	69
	4,272
	NA
	NA
	NA
	NA
	NA
	1
	4
	1

	Prout (1992)
	NA
	34
	51
	2,184
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Schneider (1992)
	92
	79
	79
	NA
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Multon (1991)
	NA
	39
	NA
	NA
	NA
	NA
	NA
	NA
	NA
	0
	3
	3

	Hyde (1990)
	NA
	70
	NA
	63,229
	NA
	NA
	NA
	NA
	NA
	1
	3
	3

	Chapman (1988)
	91
	20
	21
	NA
	NA
	NA
	NA
	NA
	NA
	1
	1
	1

	Robinson (1988)
	96
	79
	91
	7,547
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Kavale  (1985)
	NA
	1077
	6085
	106,000
	NA
	NA
	NA
	NA
	NA
	0
	0
	0

	Willig (1985)
	100
	16
	513
	NA
	100
	0
	0
	0
	Eng
	1
	0
	0

	Holmes (1984)
	100
	44
	575
	11,132
	100
	0
	0
	0
	Eng
	1
	0
	0

	Bangert (1983)
	100
	51
	51
	NA
	NA
	NA
	NA
	NA
	NA
	1
	0
	0

	Hansford (1982)
	NA
	128
	1136
	202,823
	100
	0
	0
	0
	Eng
	0
	7
	3

	Smith (1980)
	NA
	59
	371
	NA
	NA
	NA
	NA
	NA
	NA
	0
	4
	1

	Uguroglu (1979)
	NA
	40
	232
	534,990
	NA
	NA
	NA
	NA
	NA
	1
	1
	1



Table S15
Moderator Analyses of Self-Belief Construct and Educational Level
	Moderator
	Sample size
	No. effect sizes
	No. meta-analyses
	SMD
	95% CI
	σ ²
	Test of moderators
	p

	Self-Belief construct
	
	
	
	
	
	0.06
	F(2,98 ) = 0.75
	.480

	  general
	5,938,371
	119
	38
	0.46
	0.32 ; 0.46
	
	
	

	  domain-integrative
	1,511,229
	67
	29
	0.39
	0.36 ; 0.56
	
	
	

	   domain-specific
	7,486,721
	182
	28
	0.39
	0.33 ; 0.5
	
	
	

	
	
	
	
	
	
	
	
	

	Educational level
	
	
	
	
	
	0.06
	F(2,33) = 0.14
	.870

	   elementary
	46,256
	17
	6
	0.37
	0.26 ; 0.48
	
	
	

	   secondary
	1,885,223
	2
	38
	0.39
	0.27 ; 0.49
	
	
	

	      high
	55,683
	14
	2
	0.37
	0.24 ; 0.50
	
	
	


Note. We tested the possible moderator effects of publication year, publication status, study design, and we tested whether the sample only included children and adolescents during K-12 education. As can be seen in Table 6, none of the methodological characteristics had significant effects. 

Table S16
 Percentages of Effect Sizes per Moderator Level Split by Categories and Subcategories
	Area, category, subcategory
	Domain specificity
	Educational level

	
	general
	domain-integrative
	domain specific
	Ele-mentary
	Secon-dary
	High

	Personal characteristics
	119
	67
	182
	41
	44
	27

	  Achievement
	25
	16
	30
	7
	3
	3

	     Language
	2
	2
	9
	
	
	

	     STEM
	
	
	12
	2
	1
	1

	     Mixed domain
	23
	11
	9
	5
	2
	2

	     Persistence
	
	3
	
	
	
	

	  Cognitive Ability
	18
	14
	42
	8
	8
	1

	     Learning disabilities
	10
	8
	10
	4
	4
	

	     Giftedness
	8
	6
	32
	4
	4
	1

	  Noncognitive
	42
	22
	41
	4
	10
	7

	     Emotions
	9
	3
	9
	1
	3
	1

	     Self-Beliefs
	5
	1
	31
	3
	3
	1

	     Problematic technology use
	5
	
	
	
	1
	1

	     Perceived social support
	16
	4
	
	
	3
	4

	     Motivation
	
	14
	
	
	
	

	  Background
	34
	15
	69
	22
	23
	16

	     Gender
	16
	14
	69
	18
	19
	12

	     Ethnicity
	18
	1
	
	4
	4
	4

	Intervention
	41
	17
	18
	9
	6
	2

	  Personal Outcome
	26
	4
	11
	7
	4
	1

	  Psychological
	16
	1
	1
	5
	3
	1

	  Physical Activity
	9
	
	6
	
	
	

	  Self-Beliefs
	1
	3
	4
	2
	1
	

	  Teaching and Classroom Structure
	15
	13
	7
	2
	2
	1

	  Learning and teaching
	4
	4
	
	1
	
	

	  School context
	9
	8
	4
	1
	1
	1

	  Technology
	2
	1
	3
	
	1
	






Table S17
Moderators Tested Within Meta-Analysis
	Meta-analysis (year)
	Significant moderators of included effect size
	Tested nonsignificant moderators of included effect size

	Alabbasi (2023)
	School level, Domain, Gender
	 Culture

	Kavanagh (2023)
	
	

	Yeo (2023)
	School level
	

	Youn (2023)
	School level, Culture
	

	LaFave (2022)
	
	

	Brumariu (2022)
	
	School level, Culture, Publication status, Randomization, Study design

	Casale (2022)
	
	School level, Gender, Culture

	Claro (2022)
	
	

	Ding (2022)
	Publication status
	School level, Gender, Self-belief measurement

	Infantes-Paniagua (2022)
	School level, Domain, Culture, Self-belief measurement, Study quality
	

	Wolff (2022)
	Gender, School variables
	School level, Achievement measurement

	Zhou (2022)
	
	

	Zhou (2022)
	
	School level, Gender, Culture, Publication year, Self-belief measurement

	Claro (2021)
	
	

	Fadda (2021)
	Self-beliefs, Duration of intervention
	School level

	Fang (2021)
	
	

	Krämer (2021)
	Domain
	School level, Culture, Publication year, Study design

	Li (2021)
	
	

	Mao (2021)
	Publication status
	School level, Culture, Publication year

	Möller (2021)
	School level, Gender, Culture, Publication year, Sample size
	

	Quilez-Robres (2021)
	 Culture
	School level, Gender

	Wan (2021)
	School level
	 Culture, Study design

	Wentzel (2021)
	School level, Culture
	Gender

	Zamorano-Garcia (2021)
	Gender, Duration of intervention, Study quality
	

	Andermo (2020)
	
	School level, Gender, SES, Study quality, Intervention focus

	McArthur (2020)
	
	

	Parker (2020)
	School level, Publication year, SES, Ethnicity, Self-belief measurement, Sample size
	

	Saiphoo (2020)
	Duration of intervention
	School level, Domain specificity, Domain specificity, Gender, Culture

	Collins (2019)
	Gender
	School level, Study quality

	Gubbels  (2019)
	
	

	Pinquart (2019)
	Culture, Publication status, Self-belief measurement
	

	Tang (2019)
	
	

	Lamb (2018)
	School level
	Duration of intervention

	Panadero (2017)
	Gender
	

	Taylor (2017)
	
	

	Allen (2016)
	School variables
	 Culture

	Korpershoek (2016)
	
	

	Savelsbergh (2016)
	
	

	Senko (2016)
	
	

	Spruit (2016)
	
	Gender, SES, Ethnicity, Duration of intervention, Intervention delivery

	Vasquez (2016)
	
	School level, Publication status

	Lackner (2015)
	Self-belief measurement
	

	Liu (2015)
	
	Duration of intervention, Study quality, Subsample

	Lo (2014)
	Domain, Duration of intervention
	School level

	Pahlke (2014)
	
	School level

	Ray (2014)
	
	

	Huang (2013)
	Domain
	School level, Culture, Publication status

	Huang (2012)
	Domain
	School level

	Sklad (2012)
	
	

	Ahn (2011)
	Self-beliefs, Randomization
	

	Braithwaite (2011)
	
	

	Syzmanowicz (2011)
	 Culture
	

	Whiston (2011)
	School level
	

	Gentile (2010)
	School level, Publication year, Self-belief  measurement
	

	Mahon (2010)
	
	Publication status, Study quality, Sample size

	Cai (2009)
	School level, Gender, Self-belief  measurement
	

	Gentile (2009)
	School level, Self-beliefs, Publication year, Self-belief measurement
	

	Möller (2009)
	Self-beliefs, Domain, Culture, Publication year, Randomization
	School level, Gender

	Patall (2008)
	
	

	Carpenter (2007)
	School level, Self-beliefs, Self-belief  measurement
	

	Cornelius-White (2007)
	
	

	Ellington (2006)
	
	

	Ginsburg-Block (2006)
	Gender
	School level, SES, Duration of intervention, School variables

	Kraag (2006)
	
	

	O'Mara (2006)
	Domain specificity, Domain specificity
	Self-beliefs, Intervention focus, Intervention delivery

	Ekeland (2005)
	
	

	Gansle (2005)
	
	

	Lewis (2004)
	
	Domain

	Litster (2004)
	Publication year
	School level, Gender, Publication status, Self-belief measurement

	Ellington (2003)
	
	

	Nowicki (2003)
	
	

	Bear (2002)
	School level, Self-beliefs, Publication status, Self-belief measurement
	Gender

	Twenge (2002)
	School level, Culture, Ethnicity, Self-belief  measurement
	

	Twenge (2002)
	School level, Gender, Publication year, School variables, Self-belief measurement
	

	Jimerson (2001)
	
	

	Lou (2001)
	
	

	Murawski (2001)
	
	

	Twenge (2001)
	School level, Gender
	

	Wästlund (2001)
	
	

	Gray-Little (2000)
	School level, Domain specificity, Domain specificity, Publication status, Self-belief  measurement
	

	Kling (1999)
	School level, Culture, Ethnicity, Self-belief  measurement
	

	Wilgenbusch (1999)
	School level, Domain
	

	Etsey (1998)
	
	School level, Publication year, Subsample

	Haney (1998)
	Randomization, Subsample
	School level, Ethnicity

	Lou (1998)
	
	

	Ma (1997)
	Ethnicity, Randomization
	School level, Gender, Publication year, Sample size

	Whitley (1997)
	
	

	Hattie (1996)
	Publication status, Randomization
	Study quality

	Kavale  (1996)
	Self-belief measurement
	

	Lou (1996)
	
	

	Beelmann (1994)
	School level, Duration of intervention, Intervention focus
	

	Hoge (1993)
	Domain specificity, Domain specificity
	School level, Gender, Self-belief measurement

	Prout (1992)
	
	

	Schneider (1992)
	
	

	Multon (1991)
	School level, Subsample, Study design
	

	Hyde (1990)
	School level, Self-beliefs, Self-belief  measurement
	

	Chapman (1988)
	Self-belief measurement
	

	Robinson (1988)
	
	

	Kavale  (1985)
	
	

	Willig (1985)
	
	

	Holmes (1984)
	
	

	Bangert (1983)
	
	

	Hansford (1982)
	Self-beliefs, Publication status, Self-belief  measurement
	School level, Gender, SES, Ethnicity

	Smith (1980)
	School level
	Publication status, Publication year, Randomization

	Uguroglu (1979)
	Domain specificity, Domain specificity
	 Culture
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Table S18
Number of Fulfilled Transparency and Reproducibility Criteria
	First author (year)
	Sum
	Background
	Eligibility
	Search procedure
	Screening & Coding
	Methods
	Bias
	Search results
	Summary statistics
	Reproducibility

	
	
	2 criteria
	4 criteria
	4 criteria
	3 criteria
	4 criteria
	1 criterion
	2 criteria
	4 criteria
	2 criteria

	Fadda (2021)
	24
	1
	4
	3
	3
	4
	1
	2
	4
	2

	Andermo (2020)
	24
	2
	2
	4
	3
	4
	1
	2
	4
	2

	McArthur (2020)
	24
	2
	4
	4
	3
	4
	1
	2
	4
	0

	Collins (2019)
	23
	1
	3
	4
	3
	3
	1
	2
	4
	2

	Zamorano-Garcia (2021)
	22
	2
	4
	3
	2
	3
	1
	2
	4
	1

	Tang (2019)
	22
	2
	4
	2
	3
	4
	1
	2
	4
	0

	Wan (2021)
	21
	1
	3
	4
	1
	4
	1
	2
	4
	1

	Wentzel (2021)
	21
	1
	3
	3
	2
	4
	1
	2
	3
	2

	Mao (2021)
	20
	1
	4
	3
	1
	4
	1
	2
	3
	1

	Casale (2022)
	19
	1
	3
	4
	0
	4
	1
	2
	4
	0

	Pahlke (2014)
	19
	1
	4
	2
	1
	4
	1
	2
	3
	1

	Huang (2013)
	19
	0
	4
	2
	1
	4
	1
	2
	4
	1

	Ekeland (2005)
	19
	1
	4
	3
	3
	3
	0
	1
	4
	0

	Alabbasi (2023)
	18
	0
	4
	3
	2
	4
	1
	0
	4
	0

	Brumariu (2022)
	18
	0
	4
	3
	3
	4
	1
	2
	1
	0

	Krämer (2021)
	18
	0
	4
	2
	1
	4
	1
	2
	4
	0

	Möller (2021)
	18
	0
	4
	3
	1
	4
	0
	2
	3
	1

	Savelsbergh (2016)
	18
	1
	3
	2
	3
	4
	1
	2
	2
	0

	Braithwaite (2011)
	18
	0
	2
	3
	1
	4
	1
	2
	4
	1

	Syzmanowicz (2011)
	18
	0
	4
	3
	0
	4
	0
	2
	4
	1

	Patall (2008)
	18
	0
	4
	3
	1
	4
	0
	2
	3
	1

	Ginsburg-Block (2006)
	18
	0
	3
	2
	3
	4
	1
	2
	3
	0

	Li (2021)
	17
	1
	4
	2
	1
	4
	1
	2
	2
	0

	Panadero (2017)
	17
	0
	4
	3
	1
	2
	1
	2
	3
	1

	Allen (2016)
	17
	0
	3
	4
	2
	4
	1
	2
	1
	0

	Vasquez (2016)
	17
	0
	4
	3
	2
	4
	1
	2
	1
	0

	Möller (2009)
	17
	0
	4
	2
	1
	4
	0
	2
	3
	1

	Kling (1999)
	17
	0
	4
	2
	0
	4
	1
	2
	4
	0

	Parker (2020)
	16
	0
	4
	2
	3
	4
	1
	2
	0
	0

	Pinquart (2019)
	16
	0
	4
	3
	1
	2
	1
	2
	2
	1

	Lamb (2018)
	16
	0
	3
	3
	3
	4
	1
	2
	0
	0

	Ahn (2011)
	16
	0
	4
	2
	3
	4
	1
	2
	0
	0

	Hyde (1990)
	16
	1
	4
	1
	1
	3
	0
	2
	4
	0

	LaFave (2022)
	15
	1
	4
	1
	0
	3
	1
	2
	3
	0

	Ding (2022)
	15
	
	3
	3
	2
	
	
	2
	4
	1

	Fang (2021)
	15
	0
	3
	2
	0
	3
	1
	2
	4
	0

	Quilez-Robres (2021)
	15
	0
	1
	3
	2
	3
	1
	2
	2
	1

	Liu (2015)
	15
	1
	4
	2
	0
	4
	1
	2
	1
	0

	Huang (2012)
	15
	0
	4
	2
	0
	4
	0
	2
	3
	0

	Gentile (2010)
	15
	0
	2
	3
	1
	3
	0
	1
	4
	1

	Saiphoo (2020)
	14
	0
	3
	2
	3
	4
	1
	0
	1
	0

	Gubbels  (2019)
	14
	0
	2
	3
	1
	4
	1
	2
	1
	0

	Lo (2014)
	14
	1
	4
	2
	1
	4
	0
	2
	0
	0

	Sklad (2012)
	14
	0
	3
	3
	1
	4
	1
	2
	0
	0

	Cornelius-White (2007)
	14
	1
	2
	3
	1
	3
	0
	1
	3
	0

	Lou (2001)
	14
	1
	3
	2
	2
	4
	0
	2
	0
	0

	Lou (1998)
	14
	0
	4
	2
	2
	4
	0
	2
	0
	0

	Hattie (1996)
	14
	1
	3
	2
	0
	3
	1
	2
	2
	0

	Taylor (2017)
	13
	1
	2
	2
	1
	4
	1
	2
	0
	0

	Korpershoek (2016)
	13
	0
	2
	2
	3
	4
	1
	1
	0
	0

	Spruit (2016)
	13
	0
	3
	2
	1
	4
	1
	2
	0
	0

	Ray (2014)
	13
	0
	3
	1
	1
	4
	1
	2
	1
	0

	Bear (2002)
	13
	0
	4
	2
	1
	3
	1
	2
	0
	0

	Multon (1991)
	13
	0
	4
	2
	1
	4
	0
	2
	0
	0

	Youn (2023)
	12
	
	4
	
	1
	
	
	1
	4
	2

	Claro (2022)
	12
	0
	4
	3
	0
	
	0
	2
	3
	0

	Senko (2016)
	12
	0
	2
	2
	1
	4
	1
	2
	0
	0

	Carpenter (2007)
	12
	0
	3
	3
	0
	3
	0
	2
	1
	0

	Kraag (2006)
	12
	0
	3
	2
	0
	3
	1
	2
	1
	0

	Lewis (2004)
	12
	0
	4
	2
	0
	4
	0
	2
	0
	0

	Gray-Little (2000)
	12
	0
	3
	2
	1
	4
	0
	1
	1
	0

	Etsey (1998)
	12
	0
	3
	3
	1
	4
	0
	1
	0
	0

	Lou (1996)
	12
	0
	3
	2
	1
	4
	0
	2
	0
	0

	Robinson (1988)
	12
	0
	3
	1
	0
	4
	0
	2
	2
	0

	Kavanagh (2023)
	11
	
	4
	
	3
	
	
	2
	2
	0

	Zhou (2022)
	11
	
	3
	
	1
	
	
	2
	4
	1

	Claro (2021)
	11
	0
	3
	2
	0
	2
	0
	1
	3
	0

	Lackner (2015)
	11
	0
	3
	1
	0
	3
	0
	1
	3
	0

	Whiston (2011)
	11
	0
	3
	2
	0
	4
	0
	2
	0
	0

	Mahon (2010)
	11
	0
	2
	2
	2
	4
	0
	1
	0
	0

	Cai (2009)
	11
	0
	3
	2
	0
	1
	0
	2
	3
	0

	Nowicki (2003)
	11
	0
	3
	2
	1
	2
	0
	2
	1
	0

	Twenge (2002)
	11
	0
	4
	2
	0
	3
	0
	1
	1
	0

	Wilgenbusch (1999)
	11
	0
	4
	2
	0
	3
	0
	2
	0
	0

	Ma (1997)
	11
	0
	3
	2
	1
	4
	0
	1
	0
	0

	Gentile (2009)
	10
	0
	4
	2
	0
	3
	0
	1
	0
	0

	Twenge (2002)
	10
	0
	4
	2
	0
	3
	0
	1
	0
	0

	Jimerson (2001)
	10
	0
	2
	1
	0
	4
	0
	2
	1
	0

	Murawski (2001)
	10
	0
	3
	2
	0
	3
	0
	2
	0
	0

	Kavale  (1996)
	10
	0
	2
	2
	1
	3
	0
	2
	0
	0

	Yeo (2023)
	9
	
	3
	
	1
	
	
	2
	3
	0

	Infantes-Paniagua (2022)
	9
	
	4
	
	1
	
	
	2
	2
	0

	Gansle (2005)
	9
	0
	2
	1
	1
	3
	0
	2
	0
	0

	Ellington (2003)
	9
	0
	3
	2
	0
	3
	0
	1
	0
	0

	Twenge (2001)
	9
	0
	2
	2
	0
	3
	1
	1
	0
	0

	Wästlund (2001)
	9
	1
	4
	1
	0
	3
	0
	0
	0
	0

	Whitley (1997)
	9
	0
	4
	2
	0
	3
	0
	0
	0
	0

	Schneider (1992)
	9
	0
	3
	1
	1
	1
	1
	2
	0
	0

	Willig (1985)
	9
	0
	3
	0
	0
	4
	0
	2
	0
	0

	Bangert (1983)
	9
	1
	3
	1
	0
	1
	0
	2
	1
	0

	Zhou (2022)
	8
	
	
	
	1
	
	
	2
	4
	1

	Ellington (2006)
	8
	0
	3
	1
	0
	3
	0
	1
	0
	0

	Litster (2004)
	8
	0
	4
	0
	0
	4
	0
	0
	0
	0

	Haney (1998)
	8
	0
	3
	0
	1
	4
	0
	0
	0
	0

	Hoge (1993)
	8
	1
	3
	1
	0
	3
	0
	0
	0
	0

	Uguroglu (1979)
	8
	1
	3
	2
	0
	2
	0
	0
	0
	0

	Wolff (2022)
	7
	
	3
	
	0
	
	
	2
	1
	1

	O'Mara (2006)
	7
	0
	2
	1
	0
	4
	0
	0
	0
	0

	Holmes (1984)
	7
	0
	3
	1
	0
	1
	0
	2
	0
	0

	Beelmann (1994)
	6
	0
	2
	1
	1
	2
	0
	0
	0
	0

	Chapman (1988)
	6
	0
	3
	0
	0
	0
	0
	1
	2
	0

	Prout (1992)
	4
	0
	3
	1
	0
	0
	0
	0
	0
	0

	Kavale  (1985)
	4
	0
	2
	0
	0
	2
	0
	0
	0
	0

	Hansford (1982)
	4
	0
	0
	2
	0
	0
	0
	2
	0
	0

	Smith (1980)
	3
	0
	3
	0
	0
	0
	0
	0
	0
	0
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Table S19
Other Variables
	Author (year)
	Variable
	Definition of variable
	Self-belief
	Definition of self-belief
	Reason for categorization in Other
	SMD
	No. of partici-pants
	No. studies

	Saiphoo (2020)
	social networking site use (Facebook, Instagram, twitter, cu2, WeChat) 
	use of social networking sites 
	self-esteem 
	measures of one’s overall negative or positive attitude about the self
	Direction of effect unclear, because in contrast to “problematic technology use” this usage did not yet cause any addiction symptoms, thus, there is no common reference category across effect sizes
	-0.16
	91,462
	84

	Saiphoo (2020)
	social networking site use (Facebook, Instagram, twitter, cu2, WeChat) 
	use of social networking sites 
	self-esteem in a specific domain 
	measures of one’s negative or positive attitude about the self in a domain
	Direction of effect unclear, because in contrast to “problematic technology use” this usage did not yet cause any addiction symptoms, thus, there is no common reference category across effect sizes
	-0.17
	85,415*
	84

	Pinquart (2019)
	authoritative parenting style
	high parental warmth and high control regarding the parent-child relationship 
	self-esteem
	positive or negative attitude toward the self
	Direction of effect is unclear because if the styles are social support or obstacle depends on cultural norms, thus, there is no common reference category across effect sizes 
	0.54
	18,942*
	116

	Pinquart (2019)
	authoritarian parenting style
	low parental warmth and high control regarding the parent-child relationship 
	self-esteem
	positive or negative attitude toward the self
	Direction of effect is unclear because If the styles are social support or obstacle depends on cultural norms, thus, there is no common reference category across effect sizes
	-0.37
	16,786*
	116

	Pinquart (2019)
	permissive parenting style
	high parental warmth and low control regarding the parent-child relationship 
	self-esteem
	positive or negative attitude toward the self
	Direction of effect is unclear because If the styles are social support or obstacle depends on cultural norms, thus, there is no common reference category across effect sizes
	0.04
	14,291*
	116

	Pinquart (2019)
	neglectful parenting style
	low parental warmth and low control regarding the parent-child relationship 
	self-esteem
	positive or negative attitude toward the self
	Direction of effect is unclear because If the styles are social support or obstacle depends on cultural norms, thus, there is no common reference category across effect sizes
	-0.37
	3,743*
	116

	Lewis (2004)
	engagement  
	extracurricular activity during non-school hours
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	No other meta-analysis investigated engagement
	0.32
	8,300*
	41

	Lewis (2004)
	engagement in sports
	engagement in sport during nonschool hours
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	No other meta-analysis investigated engagement
	0.28
	8,300*
	41

	Lewis (2004)
	engagement work and vocational activities
	engagement in work and vocational activities additional to core academic activities 
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	No other meta-analysis investigated engagement
	0.35
	8,300*
	41

	Lewis (2004)
	engagement in performing arts 
	engagement in performing arts during non-school hours
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	No other meta-analysis investigated engagement
	-0.04
	8,300*
	41

	Lewis (2004)
	engagement in pro-social activities 
	engagement in pro-social activities during non-school hours
	composite self-beliefs
	including measures of self-esteem, self-efficacy, general self-concept, social self-concept, peer status and/or popularity, and locus of control
	No other meta-analysis investigated engagement
	0.23
	8,300*
	41

	Haney (1998)
	Other interventions
	all intervention that do not focus on self-beliefs
	self-esteem
	affective constructs relating to the evaluations of one's self-worth and more cognitive constructs referring to the perceptions of one's competencies
	Meta-analysis used it as other category
	0.10
	39,506*
	116


Note. Sample sizes marked with an * were estimated based on the assumption that the participants were evenly distributed among the effect sizes. 




RUNNING HEAD										
CORRELATES OF THE SELF


Figure S1
Distribution of Effect Sizes for the Moderator Educational Level Split by Categories  [image: ] Distribution of Effect Sizes for the Moderator Self-Belief Construct Split by Categories [image: ]


Figure S2
Funnel Plots of the Categories Achievement, Cognitive Ability, Noncognitive Abilities, Background, Personal Outcome, and Teaching and Classroom Structure
[image: ][image: ]
[image: ][image: ]
[image: ][image: ]


Figure S3
Distribution of Percentage of Fulfilled Transparency Criteria Split by Categories 
[image: Ein Bild, das Diagramm, Plan, Text, Reihe enthält.

Automatisch generierte Beschreibung]Note. Each circle represents one first-order meta-analysis. Circle size represents the number of studies within the meta-analysis.

Figure S4
Development of Fulfilled Quality Criteria by Publication Year
[image: Ein Bild, das Text, Screenshot, Reihe, Farbigkeit enthält.

Automatisch generierte Beschreibung]

Figure S5
Numbers of Different Meta-Analyses, Split by Subcategories and Whether Self-Belief Was Focused on one Domain or Integrated Multiple Domains or Was Domain General
[image: Ein Bild, das Text, Screenshot, Diagramm, parallel enthält.

Automatisch generierte Beschreibung] Note. We conducted moderator analyses when all bars from one subcategory hit the red line. 


Figure S6
Numbers of Different Meta-Analyses, Split by Subcategories and Whether Self-Belief Was in an Academic, Nonacademic, or General Domain[image: Ein Bild, das Text, Screenshot, Diagramm, Reihe enthält.

Automatisch generierte Beschreibung]Note. We conducted moderator analyses when all bars from one subcategory hit the red line.
Figure S7
Numbers of Different Meta-Analyses, Split by Subcategories and Self-Belief Constructs [image: Ein Bild, das Text, Screenshot, Diagramm, parallel enthält.

Automatisch generierte Beschreibung]
Note. We conducted moderator analyses when all bars from one subcategory hit the red line. 

Figure S8
Distribution of Effect Sizes for the Moderator Self-Belief Construct Split by Subcategories
[image: Ein Bild, das Text, Screenshot, Diagramm enthält.

Automatisch generierte Beschreibung]




Table S19
 Number of Meta-Analyses That Tested (and Found) a Moderator Effect

	Moderator

	Sum
	Achievement
	Cognitive ability
	Noncognitive
	Background
	Personal Outcome
	Teaching and classroom structure

	School level
	50 (25)
	8 (2)
	6 (3)
	13 (6)
	12 (10)
	4 (1)
	7 (3)

	Gender
	24 (10)
	5 (1)
	4 (1)
	8 (3)
	2 (2)
	4 (2)
	1 (1)

	Self-belief measurement
	21 (17)
	4 (4)
	5 (3)
	4 (2)
	8 (8)
	0 (0)
	0 (0)

	 Culture
	20 (10)
	3 (2)
	3 (1)
	10 (4)
	4 (3)
	0 (0)
	0 (0)

	Publication status
	13 (7)
	2 (2)
	2 (1)
	5 (2)
	2 (1)
	1 (1)
	1 (0)

	Publication year
	13 (7)
	3 (1)
	2 (1)
	2 (1)
	5 (4)
	0 (0)
	1 (0)

	Self-beliefs
	9 (8)
	3 (3)
	1 (1)
	0 (0)
	2 (2)
	2 (1)
	1 (1)

	Domain
	9 (8)
	1 (1)
	3 (3)
	2 (1)
	2 (2)
	0 (0)
	1 (1)

	Duration of intervention
	9 (5)
	0 (0)
	0 (0)
	1 (1)
	0 (0)
	4 (2)
	4 (2)

	Ethnicity
	7 (4)
	2 (1)
	0 (0)
	0 (0)
	3 (3)
	2 (0)
	0 (0)

	Randomization
	7 (5)
	2 (2)
	0 (0)
	1 (0)
	0 (0)
	3 (3)
	1 (0)

	Study quality
	7 (2)
	0 (0)
	1 (1)
	1 (0)
	0 (0)
	5 (1)
	0 (0)

	Domain specificity
	5 (4)
	1 (1)
	1 (1)
	1 (0)
	1 (1)
	1 (1)
	0 (0)

	SES
	5 (1)
	1 (0)
	0 (0)
	0 (0)
	1 (1)
	2 (0)
	1 (0)

	School variables
	4 (3)
	1 (1)
	0 (0)
	1 (1)
	1 (1)
	0 (0)
	1 (0)

	Subsample
	4 (2)
	1 (1)
	0 (0)
	0 (0)
	1 (0)
	2 (1)
	0 (0)

	Sample size
	4 (2)
	1 (0)
	0 (0)
	2 (1)
	1 (1)
	0 (0)
	0 (0)

	Study design
	4 (1)
	1 (1)
	1 (0)
	2 (0)
	0 (0)
	0 (0)
	0 (0)

	Intervention focus
	3 (1)
	0 (0)
	0 (0)
	0 (0)
	0 (0)
	3 (1)
	0 (0)

	Intervention delivery
	2 (0)
	0 (0)
	0 (0)
	0 (0)
	0 (0)
	2 (0)
	0 (0)

	Achievement measurement
	1 (0)
	1 (0)
	0 (0)
	0 (0)
	0 (0)
	0 (0)
	0 (0)


Note. Moderators tested in at least two meta-analyses. Cells present the number of first-order meta-analyses in the category that tested the moderator The number of first-order meta-analyses are in parentheses, showing significant moderation effects.  



Table S20
Moderator Analyses of Noncognitive Variables Without Cross-Domain Effect Sizes
	Moderator
Categories
	Sample size
	No. effect sizes
	No. meta-analyses
	SMD
	95% CI
	σ²
	Test of moderators
	p

	Achievement
	
	
	
	
	
	0.02
	F(3,12)=0.62
	.610

	   Language
	357,284
	10
	4
	0.63
	0.53 ; 0.72
	
	
	

	   STEM
	693,868
	10
	4
	0.69
	0.45 ; 0.92
	
	
	

	   Mixed domain
	1,610,982
	43
	9
	0.63
	0.42 ; 0.83
	
	
	

	   Persistence
	14,687
	3
	2
	0.66
	0.62 ; 0.71
	
	
	

	Noncognitive
	
	
	
	
	
	.05
	F(5,17) = 3.98
	.010

	Emotions
	568,585
	21
	7
	0.81
	0.50 ; 1.12
	
	
	

	Self-Beliefs
	1,393,374
	19
	4
	0.74
	0.39 ; 1.08
	
	
	

	Problematic tech. use
	50,330
	5
	3
	0.55
	0.44 ; 0.66
	
	
	

	Perceived social support
	284,977
	20
	3
	0.73
	0.41 ; 1.05
	
	
	

	Motivation
	353,480
	14
	2
	0.47
	0.24 ; 0.70
	
	
	


Note. SMD = standardized mean difference. 
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