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ABSTRACT: Students come to class with various perceptions of what constitutes a good 
teacher. These affect how a teacher is evaluated in increasingly student-centered classrooms 
where students’ needs, interests, and learning styles are prioritized. To better understand how 
students perceive a good teacher, this review comprehensively presents the perceptions of 
students at different educational levels on the traits of a good teacher. It discusses the nuances 
in these perceptions and whether they are justifiable. It reviewed more than 75 papers to achieve 
its aims. This review indicates that effective teachers possess characteristics like desirable 
personality, interpersonal skills, and instructional methods. It highlights the complex role 
teachers play in influencing students' academic and emotional growth. The shift from teaching 
skills in primary to relationship-oriented traits in secondary education shows that a student's 
developmental stage significantly affects their view of effective teaching. Secondary students 
often emphasize relational elements, such as appreciation and empathy, due to their need for 
autonomy and peer-like connections. University students value subject expertise, effective 
communication, and motivation. Like secondary students, they view traits like empathy, 
respect, and approachability as important.  The perceptions of a good teacher, particularly the 
ability to create a safe and supportive environment, relational skills, and competence in 
delivering content, are largely justifiable. However, the emphasis on rendering socio-emotional 
support and a student-consumer mentality in universities that prompts students’ needs to be 
prioritized could add to teachers’ already heavy workload and result in burnout. While serving 
as motivators, teachers themselves need motivation to perform their work more effectively.  
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1. Introduction 

In various regions globally, assessing professors through student evaluations has become 
commonplace. Typically, toward the conclusion of each academic term, faculty members, 
administrators, or their aides distribute and gather standardized forms that request students to 
assess their instructors based on numerous criteria, including their level of competence, 
responsiveness, friendliness, and helpfulness [1]. The extensive collection of student feedback 
is warranted for two main reasons: initially, to assess the effectiveness of instructors, 
influencing choices regarding their job security, pay, and advancement; and subsequently, to 
assist teachers in recognizing their teaching strengths and weaknesses, allowing them to 
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address the identified weaknesses while enhancing their strengths. This costly and labor-
intensive process persists despite facing certain challenges [2].  

Evidence suggests that students are constrained in their ability to assess effective teaching 
accurately. Some studies show that students tend to rate professors they have a favorable 
impression of as effective, while those they view unfavorably are seen as ineffective [3,4]. 
Essentially, from the students' viewpoint, these evaluations primarily reflect personal 
preference rather than true effectiveness in teaching. However, some studies advocate the 
consistency and usefulness of student evaluation. Gaertner and Brunner demonstrated that 
students' views (all levels starting from grade 3) on 16 teaching elements remained consistent 
over time, regardless of the subject or educational level [5]. Although educational level did 
influence stability to some degree, neither the subjects taught nor the time intervals between 
surveys impacted it [5]. These findings highlight the influence of situational factors on the 
consistency of student perceptions regarding teaching practices. According to Fauth et al., 
evaluations made by students regarding classroom management were found to be indicative of 
their academic success [6]. Furthermore, when considering the influence of teacher popularity, 
students' assessments of cognitive stimulation and a nurturing classroom atmosphere were 
shown to contribute significantly to their interest in specific subjects [6]. The findings suggest 
that student evaluations are valuable indicators of teaching effectiveness in primary education.  

The dimensions measured in these surveys may determine the generalizability of the 
responses. Wagner et al. examined the general applicability of the rating dimensions and 
discovered that the assumption of uniform measurement characteristics of student ratings 
across different classes was valid for certain dimensions, such as structure and classroom 
management. However, this assumption did not hold for dimensions like understandability, 
motivation, and student engagement. It is possible that students’ subjective perceptions 
substantially influence dimensions lacking generalizability [7]. Raufelder et al. found that, in 
typical classroom interactions, students value the interpersonal qualities of their teachers more 
than their academic skills when assessing them as educators. This indicates that teachers with 
interpersonal qualities or who are adept at meeting students' interpersonal or personal needs 
are generally perceived as popular and effective [8]. It is possible that what teachers perceive 
as helpful to students may not be perceived similarly by students. The divergence in teachers’ 
and students’ perceptions of good teaching potentially results in the disparity in how students 
evaluate teachers and how teachers expect to be evaluated, thus fueling the arguments of 
whether teaching evaluation reflects teachers' actual teaching and academic skills. Research 
across various educational levels—primary [9], secondary [10], and higher education [11, 
12]—indicates that the manner in which teachers provide feedback has a minimal effect on 
how students interpret it. Although educators are confident that the feedback they give is 
beneficial and that students apply it to enhance their learning, many students do not view this 
feedback as valuable and assert that they do not utilize it.  

With student-centered learning gaining traction, increasing focus has been shifted to 
students in the learning process, prioritizing their needs, interests, and learning styles in 
education [13, 14]. In this model, students take an active role in their education, while teachers 
act as facilitators or guides rather than the primary source of knowledge [15]. Students assume 
rising autonomy in determining what and how they learn, fostering independence and 
motivation [16]. However, researchers argue that education is frequently a continuum of 
student-centered and teacher-centered, depending on the levels, and there is rarely an entirely 
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student-centered approach because teachers’ professional judgment is crucial in determining 
the content suitable for students and how they could learn better [17‒19]. Under the influence 
of student-centered learning, teaching evaluation has included these elements, for instance, 
those related to support for diverse learning styles, encouragement of student autonomy of 
learning, motivation in learning, and responsiveness to feedback. The student-centered 
emphasis spurs learning toward satisfying the educational needs of the students, which are 
determined by students in a highly student-centered setting [20].  

In light of the potential divergence in how students and teachers view a good teacher and 
the stress on student-centered learning, it is interesting to learn how students perceive a good 
teacher and whether these perceptions are educationally justifiable. However, few reviews are 
devoted to this currently. Recent studies examine how the compatibility of cultural 
backgrounds between students and teachers influences children's academic and extracurricular 
success in educational settings [21], nuances in the way students perceive minority and 
majority teachers [22], and the effectiveness of support techniques in virtual education [23]. 
There is also much interest in students' views on assessment feedback and their level of 
involvement in academics [24, 25]. Therefore, this review aims to examine students’ perception 
of a good teacher generally. It aims to discuss if these perceptions are reasonable in view of 
teachers’ multifaceted roles. Knowing how students define a good teacher will enable teachers 
to harmonize their teaching styles more effectively with students’ expectations within 
reasonable boundaries. This enhances teaching and learning effectiveness. 

2. Materials and Methods 

This review adopted a narrative approach because it offers a broader perspective on the 
perceived traits of a good teacher at different levels of education. This allows flexibility in 
exploring diverse topics and theories. A narrative review is also easier for a broader audience 
to understand as it is usually more descriptive and engaging. To accomplish the aims of this 
narrative review, a literature search was conducted using established scholarly databases, 
including Scopus, the Web of Science, and ScienceDirect. The keywords used in the search 
comprised effective, teaching, good, teacher, student, and perception. The keywords are 
combined to refine the search. Examples of the key phrases are ‘students’ perception of good 
teaching’, ‘students’ perception of effective teacher’, ‘how students perceive good teaching’, 
and ‘how students perceive effective teaching’. A total of 77 papers were retrieved from the 
databases. A flowchart showing literature screening and selection is shown in Figure 1. The 
inclusion criteria are 1) the articles must have been published in the past 10 years; earlier 
articles are used if articles of the past 10 years are limited;  2) the articles must be written in 
English; 3) the articles must be related to students’ perception rather than teachers’ self-
perception, and 4) the articles must be related to the general qualities of a good teacher, instead 
of the qualities or effectiveness of a particular educational facet, such as feedback, virtual 
learning and academic engagement. The review is not limited to a particular educational level.  
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Figure 1. Literature screening and selection process. 

3. Results and Discussion 

Students' perception of their teachers generally affects how they interact with them. Learners 
who view their instructors as trustworthy and compassionate tend to show greater academic 
involvement. This includes an increased readiness to embrace challenges and a stronger 
determination when encountering setbacks [26]. Therefore, it is both crucial and interesting to 
know how students define a good teacher. Over recent years, studies have tended to focus on 
the perceptions of college or university students regarding good teaching. There are relatively 
fewer papers on the primary and secondary levels. Papers published more than 10 years ago 
were sometimes cited to make the review more balanced.  

3.1. Primary level. 

Research on primary school students’ views of a good teacher is scarce, likely due to the 
difficulties in obtaining data from this age group. They may lack a comprehensive grasp of the 
qualities that define a good teacher, making it harder to gather reliable insights from them. In 
the absence of recent studies, this review also considers older research. Most existing studies 
typically merge data from both primary and secondary school students. For instance, students 
of four age groups (7, 10, 13, and 16 years of age) from primary and secondary schools were 
asked to write an essay on a good teacher [27].  Correspondence analysis revealed two 
dimensions. The first dimension reflected the preference of students for describing a good 
teacher in terms of either personality or ability characteristics (Figure 2). The second dimension 
was interpreted as an orientation in the essays towards either attachment to, detachment from, 
or commitment to school and teachers. Primary school students described good teachers 
primarily as competent instructors, focusing on the transfer of knowledge and skills, whereas 
secondary school students emphasized relational aspects of good teachers [27]. 
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Figure 2. Key dimensions of a good teacher. 

 
In another study, fourth-grade students from a school in St. Mary’s County responded to 

an open-ended questionnaire asking what qualities contribute to being a good teacher. The 
students highlighted attributes such as capability, personality, and relational skills as 
significant, indicating that defining a good teacher is quite complex (Figure 2) [28]. When 
asked to evaluate 20 different characteristics of a good teacher, students averaged their highest 
ratings on traits like caring, content knowledge, dependable, prepared, safe environment, and 
teacher-student relationships. This outcome contrasts the findings of Beishuizen et al., where 
students frequently mentioned personality and relational traits over capability when describing 
effective teaching [27, 28]. 

The opinions of 170 elementary students from Turkey in grades 6 to 8 were explored in 
a study regarding the qualities of an effective teacher [29]. The most important factor identified 
was the relationship between teachers and students. Second, students valued teachers' 
personalities, followed by their instructional methods. Key traits of a desirable teacher-student 
relationship included not using physical punishment, yelling, or humiliating students, and 
acting supportively like a parent or friend [29]. Personality traits highlighted were kindness, 
friendliness, honesty, tolerance, helpfulness, and patience. The ideal instructional approach 
involved teaching well at the students’ level, explaining clearly, and ensuring students 
understand by repeating as needed [29, 30]. 

At a US elementary school, sixty second-graders expressed their thoughts on what makes 
a teacher effective. They also illustrated their visions of desirable teachers and classrooms. The 
results revealed that positive teacher characteristics include being caring, patient, engaged, 
polite, and organized. Traits such as being soft-spoken, ordinary, or strict were deemed less 
significant. The students' drawings depicted a student-focused learning environment, 
showcasing happy learners and teachers who actively participate in classroom activities [31]. 
This reinforces the concept that engaging teaching promotes active learning and effective 
communication. With young students learning to read and using reading as a means to learn, it 
is evident why literacy holds considerable importance [32].  

Personality traits Ability characteristics

Teacher-student 

relationship
Instructional methods

Good teacher
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3.2. Secondary level. 

There are comparatively more studies on secondary students. In Swedish upper secondary 
schools, students recognized two types of hope related to climate change: constructive hope 
and denial-based hope [33]. Constructive hope is tied to reality and emphasizes proactive, 
solution-focused methods to tackle issues (Table 1). In contrast, denial-based hope either 
minimizes or disregards the severity of problems, often resulting in inaction or unwarranted 
optimism. This form of hope may arise from avoidance, misinformation, or a reluctance to 
confront difficult truths (Table 1). Constructive hope acknowledges the gravity of the 
challenges while promoting optimism through achievable actions [34]. Constructive hope was 
found to correlate positively with student engagement and the perception that teachers respect 
their students’ negative feelings about societal problems, as well as having a communication 
style that is future-oriented, positive, and solution-focused (Table 2) [33, 35].  

Table 1. Comparison between constructive hope and denial-based hope. 
Aspect Constructive Hope Denial-based Hope 

Definition Tied to reality; focuses on proactive, 
solution-driven actions. 

Avoids or minimizes the problem; grounded 
in unrealistic optimism. 

Emotional 
basis 

Grounded in realistic optimism and 
resilience. 

Based on avoidance, misinformation, or fear. 

Response to 
problems 

Actively engages with the problem to seek 
solutions. 

Ignores or downplays the severity of the 
issue. 

Associated 
behaviors 

Promotes environmental actions and future-
oriented solutions. 

Leads to inaction or complacency. 

Impact on 
engagement 

Increases student engagement and problem-
solving motivation. 

Reduces engagement and fosters passivity 

Teachers’ 
Influence 

Teachers encourage open discussions and 
validate emotions. 

Teachers may avoid tough conversations 
about challenges. 

 
In middle schools, for students in fifth and sixth grades, the most significant factors 

influencing how students perceived their relationships with teachers were the teachers' positive 
classroom actions and their support for social and emotional needs (Table 2) [36]. Along the 
same vein, Hein et al. conducted a survey involving school children aged 12 to 16 and 
discovered that physical education teachers who refrained from using negative conditional 
regard and intimidation tended to have students who felt a lesser degree of need frustration 
(Table 2) [37]. Interviews conducted with 86 seventh- and eighth-grade students from German 
secondary schools revealed that these students placed greater importance on the interpersonal 
qualities of their teachers rather than their academic skills during everyday classroom 
interactions [8]. According to the students, a positive teacher-student relationship is defined by 
three main qualities: (1) appreciation, (2) individual attention, and (3) sympathy (Table 2) [8]. 
These results are consistent with earlier studies that indicate teachers' expressions of 
appreciation, which include encouragement and recognition, can enhance students' self-belief 
[38] and boost their motivation and effort [39].  In examining the personal traits of teachers, 
three key qualities that characterize an effective teacher were highlighted: (1) assertiveness, (2) 
humor, and (3) empathy. Students shared experiences that echoed past studies, indicating they 
appreciate a learning environment that is both respectful and well-organized [40]. Additionally, 
the findings of this study align with previous research showing a beneficial link between 
students’ perception of their teachers' humor and their own learning experiences [41]. Students 
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emphasized that a teacher’s enthusiasm can enhance their own motivation during lessons, as it 
engages them with the material, making the educational experience both more productive and 
enjoyable, consistent with earlier research [42, 43]. 

A study involving 796 middle school students from grades 7 and 8 gathered data on their 
views regarding teacher social support as well as their academic and social-emotional 
performances. The findings revealed that girls viewed emotional and appraisal support as more 
significant compared to boys (Table 2) [44]. Both boys and girls showed a significant positive 
correlation between teachers’ emotional support and their grade point averages. Among girls 
specifically, both emotional and informational supports demonstrated a significant link to their 
reading scores on the Iowa Tests of Basic Skills (ITBS), while emotional, informational, and 
instrumental supports were significantly correlated with ITBS Math scores. In terms of social-
emotional aspects, emotional support was significantly inversely related to issues at school, 
internalizing problems, inattention/hyperactivity, and overall emotional symptoms while 
showing a positive association with personal adjustment for both genders [44].  

Table 2. Summary of how secondary students perceive a good teacher. 
Country Sample Size Main Findings Reference 

Sweden 624 senior high 
school students 

Students recognized two types of hope related to climate 
change: constructive hope (linked to proactive, solution-
focused actions) and denial-based hope (tied to avoidance 
and inaction). Constructive hope positively correlated 
with student engagement and future-oriented teacher 
communication. 

[33] 

Germany 86 students (7th-8th 
grade) 

Students valued interpersonal qualities (appreciation, 
individual attention, and sympathy) over academic skills 
in teacher-student relationships. Effective teachers 
display assertiveness, humor, and empathy. Positive 
teacher-student relationships improve students' self-belief 
and motivation. 

[8] 

Iraq 122 students (11th 
grade) 

Students highly valued English teachers’ language 
proficiency, classroom management, and confidence. No 
significant differences in perceptions based on gender or 
academic performance. Key skills: reading English 
effectively, classroom management, and self-control. 

[45] 

Oman 171 students 
(Grades 9-12) 

Essential teacher characteristics include subject mastery, 
effective teaching strategies, empathy, fairness, and clear 
communication. Proficiency in English and the ability to 
explain lessons clearly were emphasized. 

[46] 

USA  796 middle school 
students (Grades 
7-8) 

Emotional support from teachers was positively 
associated with higher GPA and personal adjustment 
while reducing internalizing problems, 
inattention/hyperactivity, and emotional symptoms. Girls 
viewed emotional and appraisal support as more 
significant than boys, and it correlated with higher 
reading and math scores on ITBS. 

[44] 

Estonia 602 Students aged 
12-16 

Physical education teachers who avoided negative 
conditional regard and intimidation had students who 
experienced less need frustration. 

[37] 

USA  336 students 
(Grades 5-6) 

Positive teacher actions and support for social-emotional 
needs were the most significant factors in how students 
perceived their relationships with teachers. 

[36] 

In a study involving 122 eleventh-grade students in Iraq, it was discovered that students 
highly valued the English proficiency of an effective English teacher [45]. The analysis 
revealed no notable differences in perceptions between male and female students, nor between 
those achieving high versus low academic performance. The results highlighted that skills such 
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as reading English effectively, managing the classroom efficiently, and demonstrating 
confidence along with self-control received the highest average scores (Table 2) [45]. In line 
with this, a study involving 171 Omani students from Grades 9 to 12 revealed a consensus 
among them regarding the significance of various teacher characteristics. These characteristics 
included essential qualities like mastery of the subject, effective teaching strategies, and 
empathy (Table 2). Notably, they emphasized the importance of clear and audible 
communication, proficiency in English, the ability to explain lessons with clarity and 
confidence, fairness in the treatment of students, and genuine care for all students [46]. 

 
3.3. University Level 

Most recent studies on the traits of a good teacher have been conducted among university or 
college students, with more studies focusing on students trained to be teachers than on students 
in other programs. A research study involving college students in health sciences identified the 
key traits valued by the students. The highest-rated qualities included effective communication 
skills with a score of 112, the ability to motivate students at 103, extensive subject knowledge 
at 100, and strong presentation abilities scored at 99. In contrast, the lowest-rated traits were 
constructive criticism, receiving a score of 28, and a sense of humor, with a score of 53. The 
study concluded that a good educator should possess excellent communication skills, the 
capacity to inspire students, and a comprehensive grasp of their subject matter (Table 3) [47]. 

Interestingly, a qualitative study conducted with 259 student teachers from three various 
teacher education programs found that they viewed caring as a crucial attribute of teachers. 
They believed that schools should serve as environments for personal growth and development, 
emphasizing that education needs to meet and respond to the individual needs of students 
(Table 3) [48]. A total of 140 college students enrolled in physical education (PE) classes filled 
out surveys assessing their views on the autonomy support and control provided by their PE 
teachers, along with their own feelings of basic psychological needs being met or frustrated, as 
well as their levels of autonomous and controlled motivation. The results indicated a positive 
relationship between students' views of their teachers' autonomy support and various beneficial 
student outcomes (Table 3). Conversely, students’ perceptions of teacher control correlated 
negatively with well-being and knowledge while positively correlated with feelings of ill-being 
[49]. These findings support the self-determination theory, which suggests that the fulfillment 
of psychological needs and the presence of autonomous motivation play crucial roles in 
explaining the connection between autonomy support and positive outcomes in PE [50]. 
Specifically, significant indirect predictive relationships were identified from perceived 
autonomy support of teachers to students' well-being, knowledge, and intent to continue 
participating, with notable trends observed concerning performance through the lens of 
students' need satisfaction, frustration, and autonomous motivation [49]. 

In an interesting observation, Tomlinson noted the rise of the ‘student-consumer’ 
phenomenon, coinciding with universities increasing tuition fees and intensifying their 
marketing efforts [51]. This shift has the potential to alter students’ expectations and their 
perceptions of what constitutes a good teacher. The qualitative research revealed that students 
who adopted a service-user mentality strongly believed that the higher costs should be 
accompanied by clear and efficient service delivery from the institutions collecting these fees. 
These students tended to see themselves as ‘paying customers’ and validated this consumer 
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perspective as both rightful and relevant for modern learners [51, 52]. Consequently, the overall 
learning experience, including the responsiveness and quality of lecturers, was assessed based 
on how well they met the anticipated service excellence and delivery standards. Assessments 
of lecturers’ engagement and efficacy, along with challenges to their authority, are connected 
to clientelist discussions regarding "lecturer compensation." This connection is based not only 
on the intensified examination of lecturers’ performance but also on how they generate their 
knowledge and the potential repercussions of this process [53]. The effectiveness of lecturers 
in performance and knowledge creation is measured by their expertise and enthusiasm, as well 
as how well they fulfill established expectations [51]. However, no further study exists on how 
‘student-consumer’ alters how university students define effective teachers. 

A qualitative study conducted at a UK university found that students define a good 
teacher as someone who promotes engagement in learning, motivates students to keep up with 
their coursework, shows passion for their subject, challenges students to excel, and embodies 
enthusiasm, motivation, and reliability (Table 3) [54]. Furthermore, they emphasized the 
importance of establishing a strong rapport with students by being supportive, assisting with 
issues outside the classroom, and being approachable. A good teacher is also characterized by 
professionalism and effective organization. Students' views on inspiring teaching were mixed 
with academic and student support [54]. In online environments, students at universities in the 
United States believed that prompt responses to their inquiries from instructors, as well as 
timely feedback on their assignments and projects, were essential (Table 3) [23]. This indicates 
that online learners generally view quick replies and constructive feedback from their 
instructors as beneficial for enhancing the instructors' presence, fostering greater engagement 
in their studies, and ultimately achieving higher educational outcomes. 

In a survey among students of a university in Turkey, it was revealed that students 
regarded professors who are actively engaged in research as the most crucial factor among 27 
identified elements that enhance their learning experience. There was no perceived conflict 
among students regarding professors’ high levels of research activity and their roles as 
educators. Furthermore, the respondents emphasized that having faculty available for meetings 
during office hours plays a vital role in their education [55]. In exploring the characteristics 
that students associated with instructors they deemed “effective teachers," several notable 
correlations were identified. Students viewed effective teachers as those who are involved in 
research, assign research projects, give homework, and require the use of online journals 
available in the library (Table 3) [55, 56]. These findings indicate that students feel they learn 
more when they participate in active learning opportunities. 

Data was gathered from 89 students across two teachers’ colleges through a questionnaire 
featuring open-ended questions. The results revealed two primary categories that shape the 
perceptions of an ideal teacher: first, personal attributes, and second, expertise in the subject 
matter, along with pedagogical knowledge. The students placed significant emphasis on the 
ideal teacher's personal attributes, which include being ‘empathetic and attentive,’ ‘skilled in 
teaching methodologies,’ and possessing ‘leadership qualities’ (Table 3) [57]. A survey was 
conducted online involving 104 students from the Faculty of Humanities and Social Sciences 
at a university [2]. In the survey, the attributes of teacher quality were categorized into three 
main areas: teacher expertise, teaching competence, and personal qualities (Table 3). Teacher 
expertise relates to the specialized knowledge teachers have in their academic field [58]. The 
most critical expertise trait identified was the ability to provide effective examples and 
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exercises. Teaching competence focuses on a teacher’s skill in fostering a positive learning 
environment and delivering lessons [59]. According to students, the key aspect of teaching 
competence was the instructor’s capability to clearly and understandably convey the course 
material. Another vital trait was the clear definition of course objectives and student 
responsibilities, highlighting students’ need for guidance on how to fulfill their duties for 
successful course completion. In terms of personal qualities, students considered it essential 
for teachers to treat them with respect [57, 60]. 

A study was carried out among students of communication courses at a university in the 
United States, utilizing the Communication Functions Questionnaire to assess eight specific 
communication abilities: conversational skill (the capability to start, sustain, and conclude 
enjoyable informal dialogues), referential skill (the competence to express information clearly 
and without ambiguity), ego-supportive skill (the talent for enhancing another person’s self-
esteem), comforting skill (the proficiency in uplifting others during times of sadness, 
depression, or distress), conflict management (the skill in achieving agreeable resolutions 
during disputes), persuasive skill (the ability to influence others to adjust their thoughts and 
actions), narrative skill (the knack for amusing others through storytelling and humor), and 
regulation (the capacity to assist someone in effectively correcting a norm violation) [61]. The 
students reported referential skill, ego support, and conflict management as being most 
important to effective teaching. Referential skill, ego support, and immediacy have a strong 
relationship with student learning and motivation (Table 3) [38]. 

Students enrolled in teacher education programs at three Pennsylvania universities 
assessed the traits of an exemplary teacher on a specified website [62]. Analyzing the feedback 
regarding their perceptions of teachers revealed three key categories: 1) Knowledge and 
delivery; 2) Personal characteristics of the instructor; and 3) Professional and instructional 
skills. Students anticipated that their professors were not only knowledgeable but also skilled 
at imparting this knowledge in a meaningful and engaging way. There was also an expectation 
for students to forge a personal connection with their professors and establish a strong academic 
relationship (Table 3) [62]. While some students may seek an easy path to an A with minimal 
effort, the general sentiment was that they were willing to put in the effort for a good grade, 
provided the professor demonstrated mastery of the subject and conveyed it in a way that was 
comprehensible and applicable [63]. Professors' personal qualities play a crucial role in how 
students feel about being supported and valued. Students found it vital to be treated with respect 
and kindness. They often considered this to be the most significant quality a professor can 
possess. In fact, without this quality, other aspects became less important. This encompassed 
the belief that professors genuinely want their students to succeed and recognize them as mature 
individuals [62, 64]. Additionally, students valued well-organized teaching and the ability to 
deliver lessons smoothly. They were particularly interested in having the syllabus clarified, 
their questions addressed, and course expectations outlined. Assignments that were meaningful 
and allowed students to have a say in the work and actively participate were also essential for 
them [62]. 
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Table 3. Perceived traits of a good teacher among university students. 
Country Program/course Perceived Traits of a Good Teacher Reference 

Pakistan Health sciences Effective communication, ability to motivate, extensive subject 
knowledge, strong presentation skills; lowest-rated traits: 
constructive criticism and sense of humor. 

[47] 

Sweden Teacher education Caring, fostering personal growth and development, meeting 
individual student needs. 

[48] 

Iran Physical education Autonomy support correlated with positive outcomes (well-
being, knowledge, intent to continue participation) 

[49, 50] 

UK General university 
program 

Promoting engagement, motivating students, showing passion, 
challenging students, enthusiasm, reliability, professionalism, 
strong rapport, supportiveness, and effective organization. 

[54] 

United 
States 

Online university 
courses 

Prompt responses from instructors, timely feedback, fostering 
instructor presence and engagement. 

[23] 

Turkey General university 
program 

Professors’ active research involvement, faculty availability 
during office hours, assigning research projects, homework, and 
use of online journals. 

[55, 56] 

Israel Teachers' college Empathy, attentiveness, teaching methodology skills, 
leadership qualities, expertise in subject matter, and 
pedagogical knowledge. 

[57] 

Croatia Humanities and 
social sciences 

Teacher expertise (providing effective examples and exercises), 
teaching competence (fostering a positive environment and 
delivering lessons clearly), personal qualities (respect and clear 
guidance on student responsibilities). 

[2] 

United 
States 

Communication 
courses 

Communication abilities: referential skill, ego support, conflict 
management, immediacy, and persuasive and narrative skills 

[38, 61] 

United 
States 

Teacher education Knowledge and delivery, personal characteristics (respect, 
kindness, supportive attitude), professional and instructional 
skills, organized teaching, clear expectations, meaningful 
assignments, and active student participation. 

[62‒64] 

 

3.4. Other levels. 

In Vietnam, participants from commercial English language centers, including both employees 
and students, expressed their views during interviews and surveys regarding twelve essential 
qualities that impacted their learning experience. All students identified English proficiency, 
teaching approaches, and socio-affective skills as the most critical attributes of effective 
teachers. The findings indicate that students expect educators to conduct their classes and 
interact professionally, likely due to their awareness in the informal education environment 
that they occupy a customer role rather than merely that of students. Moreover, the research 
demonstrated that teachers' personalities and socio-affective attributes can significantly affect 
students' English learning. Students sought approachable teachers whom they could consult 
about learning strategies or receive constructive feedback. Additionally, they insisted that 
teachers treated every student equally and maintained professionalism in the classroom [65].  

3.5. Implications. 

This review reveals that the qualities of a good teacher encompass diverse dimensions, 
including personality, relational skills, and teaching ability. This reflects the multifaceted role 
of teachers in shaping students' academic and emotional development. The shift in emphasis 
from instructional capability among primary students to relational qualities among secondary 
students suggests that age and developmental stage play a crucial role in how students perceive 
teacher effectiveness. The review demonstrates that even young students can articulate 
thoughtful perspectives on teacher effectiveness, challenging the assumption that they lack the 
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maturity to evaluate this subject meaningfully. Their insights often prioritize traits that foster a 
safe, engaging, and supportive learning environment, such as patience, caring, and clear 
communication.  

Studies on secondary school students (e.g. Tennant et al. [44]) demonstrate the tangible 
academic and social-emotional benefits of teacher support, particularly for female students. 
Emotional and informational support contributes to better academic performance and 
psychological well-being, highlighting the need for gender-sensitive approaches in teacher 
training. Secondary students tend to emphasize relational aspects of teaching, such as 
appreciation, empathy, and positive interpersonal interactions. This aligns with their 
developmental need for autonomy and stronger peer-like relationships with adults [36, 37]. 
Conversely, primary students often prioritize the teacher's instructional ability and classroom 
management, reflecting their need for structure and clear guidance. The preferences of Iraqi 
and Omani students for English proficiency and clarity in communication reflect the cultural 
and subject-specific priorities in those regions. These findings emphasize the importance of 
tailoring teaching methods and teacher characteristics to the local context. Observations 
indicate that middle and high school students perceive the qualities of a good teacher slightly 
differently, suggesting these views may change over time (Figure 3). Middle school students 
often prioritize acclimating to a new educational setting, thus valuing teachers' roles in aiding 
this transition to enhance their emotional and social well-being (Figure 3) [36, 44]. 
Nonetheless, these perceptions still fall into the overarching dimensions of a good teacher, as 
shown in Figure 2. Despite this commonality, differences were observed between boys and 
girls regarding their emphasis on certain traits. As noted, girls viewed emotional and appraisal 
support as more significant than boys [44]. Research suggests that girls often display greater 
emotional sensitivity and empathy, making them more attuned to emotional cues and more 
likely to value emotional support [28, 44]. Additionally, girls are more inclined to use emotion-
focused coping strategies, such as seeking comfort and expressing their feelings, whereas boys 
tend to adopt problem-focused or avoidant strategies, which may render emotional support less 
relevant to them [45]. 

 
Figure 3. Perceptions of secondary school students (middle, high, and generally) of a good teacher. 
 

University students consistently value subject expertise, communication, and motivation 
[2, 47]. These priorities reflect the advanced level of content mastery expected at this stage and 
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the need for clarity and inspiration in engaging with complex topics. Scarboro underscores the 
value students place on research-active professors, challenging the notion of a dichotomy 
between research and teaching [55]. By involving students in active learning and research 
opportunities, professors enhance both educational engagement and academic outcomes [66]. 
Unlike university students, teachers’ research involvement is rarely considered by secondary 
students. Across multiple studies [54, 57], university students emphasize relational qualities 
such as empathy, respect, and approachability, similar to secondary students. Tomlinson 
describes a paradigm shift where students view themselves as consumers, demanding higher 
standards of service delivery. This is primarily because of the increasing costs of university 
education [51]. At the secondary level, where education is largely publicly funded, the 
consumer mentality is less prevalent. Secondary students often depend more on teachers for 
guidance and structure, whereas university students value autonomy support [49], reflecting 
their growing independence and self-regulated learning. 

The perception of a good teacher, as expressed by primary and secondary school students, 
is largely justifiable because it aligns with fundamental educational principles: 1) a teacher's 
ability to create a safe and supportive environment is essential for learning, especially for 
younger students; 2) relational skills such as empathy, kindness, and approachability build trust 
and motivation, directly influencing students' academic and personal growth, and 3) 
competence in delivering content and adapting instruction to student’s needs is universally 
acknowledged as critical to teaching effectiveness. However, when students move to secondary 
schools, they seem to emphasize socio-emotional support, which encompasses empathy, 
humor, and emotional support. This indicates that teachers are not only classroom managers, 
facilitators, and instructors but also take on student support and counseling responsibilities. 
Teachers' roles become more multifaceted, and balancing such responsibilities with their 
primary academic duties is increasingly required. Teachers already face heavy workloads, and 
additional responsibilities might lead to burnout [67]. In a meta-analysis conducted by García-
Carmon et al., it was found that teachers in secondary education faced a significant risk of 
experiencing burnout syndrome. The findings indicated that 28.1% of these educators 
experienced severe emotional exhaustion, 37.9% exhibited pronounced depersonalization, and 
40.3% reported low levels of personal fulfillment. These figures, which are considerably higher 
than those observed in other professional sectors, raise serious concerns [68]. Moreover, Hinds 
et al. discovered that 26.8% of the 529 teachers from middle and elementary schools who 
participated in their research experienced mild depression, 8.9% faced moderate depression, 
and 2.8% dealt with moderate to severe depression. This finding highlights the need for 
mindfulness-based interventions [69]. Furthermore, not all teachers are trained to provide 
effective socio-emotional support, which could lead to unintended outcomes. This may be a 
factor in why some teachers are changing their careers globally [70]. Weston et al. observed 
that educators have progressively transitioned from focusing on supporting students with 
learning disabilities to addressing the mental health requirements of their students [71]. 
According to Mazzer and Rickwood, teachers recognize that there is a growing population of 
students facing mental health challenges in their classrooms [72]. However, they often feel 
uninformed about the available resources in their schools to effectively support these needs 
[73] and lack the confidence necessary to move beyond basic assistance for students dealing 
with social-emotional difficulties [74, 75]. When faced with relentless pressure to continually 
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improve achievement metrics, linking learning to well-being may feel like just another burden 
added to an already heavy workload. 

The rise of the student-consumer mentality in universities reflects broader societal and 
economic trends, where students expect value for money. While this perception might risk 
reducing education to a transactional relationship, it is a natural response to increased tuition 
fees and institutional marketing. University teachers are expected to meet students' 
psychological and learning needs more effectively and be more responsive to students. 
However, teachers’ responsiveness has not been adequately defined. Responsiveness in the 
literature has frequently revolved around culturally responsive teaching that recognizes and 
values students' cultural backgrounds, experiences, and identities to make learning more 
relevant and effective [76], and responsive teaching generally, which prioritizes adapting 
teaching strategies, interactions, and instructional methods to meet the individual needs, 
interests, and developmental levels of students [77]. In the context of student consumerism, 
responsiveness could relate to how fast teachers reply to students’ queries, requests, needs, or 
comments through various communication channels. Teachers become increasingly accessible 
to students through emails, messaging, and social media [78]. Despite a lack of consensus on 
response timelines, the expectation for effective responses could disrupt teachers' personal lives 
and distract them from other tasks, such as administration or research. Research has 
conventionally been integral to the job of a university professor. Different types of professors 
exist to meet diverse university needs. For example, professors of practice prioritize teaching 
and have limited research expectations, whereas research professors primarily focus on 
conducting research with little emphasis on teaching. As university students also expect 
teachers to conduct research and involve them in research, the responsibilities of professors 
grow, especially the teaching-focused ones. These increasing expectations prompt the roles of 
teachers, particularly those in secondary and tertiary education, to be properly defined. 

4. Conclusions 

The roles of a teacher have become increasingly versatile, ranging from primarily a classroom 
manager, an instructor, and a facilitator to a motivator, a counselor, and a friend who students 
can confide in. In universities, teachers may also need to be good researchers who are 
responsive to the various needs of students. Although views on what defines a good teacher 
vary across educational levels and cultural contexts, there is a common consensus that 
interpersonal and relational skills are often as crucial, or even more so, than subject matter 
expertise and teaching methods. With increasing expectations of what a good teacher should 
be, teachers are at risk of burning out. Such expectations could deter people from joining the 
education industry or cause in-service teachers to switch their careers. For teachers to 
effectively provide their services to students, they themselves need to be motivated. Other than 
the monetary rewards they get from their jobs, teachers need encouragement so that they can 
continue to feel a sense of satisfaction in what they are doing and give their best. This can be 
done by 1) regularly acknowledging teachers’ contributions through awards, public 
recognition, or thank-you notes, 2) offering access to workshops, seminars, or advanced 
training in their field, 3) ensuring a supportive and collaborative culture among staff, 4) 
allowing teachers to design and implement innovative teaching methods; 5) involving them in 
decision-making processes related to curriculum and school policies; 6) offering counseling 
services and stress-management programs; and 7) creating opportunities for teachers to share 
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their opinions and ideas, among others. Through these, teachers could be better equipped to 
meet the expectations of students while continuing to get a sense of satisfaction from their 
work. 
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