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respond to these shifts, ensuring that adolescents are supported to engage with digital technol-
ogies in ways that promote flourishing. Yet, global policy responses are increasingly dominated
by interventionist policies that emphasise risk reduction and harm prevention. While important, it
is equally critical to understand how digital technologies can be harnessed to support positive
psychological, social and educational development. To address this need, we conducted a sys-
tematic review and qualitative meta-synthesis of 90 studies published since 2014 across 26
countries, examining how adolescents experience flourishing through their engagement with
digital technologies. The review was limited to qualitative studies that directly captured
adolescent voices through their own narrative accounts, ensuring that young people's perspectives
were foregrounded. Guided by the tenets of Self-Determination Theory, the analysis generated ten
subthemes organised under the core categories of autonomy, competence, and relatedness. This
synthesis demonstrates how these conceptually distinct dimensions are interconnected and
collectively contribute to adolescent flourishing (as an SDT-informed form of wellbeing) in
digitally connected contexts. A recurring theme was the distinctive value of online spaces for
underrepresented adolescents, who frequently relied on them for identity expression, supportive
peer networks, and meaningful friendships. The findings highlight the diverse opportunities
digital technologies afford for adolescent flourishing and underscore the need for policies and
pedagogical practices that create supportive, accessible, and welcoming digital spaces.
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1. Introduction
1.1. Digital technologies in adolescents’ learning and development

In technologically advanced nations, most adolescents have access to the internet. For instance, in the United States, most ado-
lescents (13- to 17-year olds) have or had access to a smartphone (95%), a desktop or laptop computer (88%), or a gaming console
(83%), and nearly all adolescents (96%) say they use the internet at least daily (Pew Research Center, 2024).

There has been considerable societal debate about the potential harms of digital technologies, particularly social media, on
adolescent wellbeing, including exposure to inappropriate content and hurtful comments (Prkno, Grafe, Schulz, Kiess, & Poulain,
2025). This debate is not new, with similar concerns occurring throughout history in relation to disruptive technologies such as the
radio, television, novels, computers, and video games (Haddon, 1993; Orben, 2020; Wartella & Reeves, 1985). Much of the academic
literature reflects this focus, emphasising risks and negative outcomes (Modecki et al., 2022; Schonning et al., 2020). However,
findings remain contested, with ongoing debate about the strength and nature of associations between technology use and mental
health (Appel et al., 2020; Dickson et al., 2018; Jensen et al., 2019; Vuorre & Przybylski, 2024).

For education, these debates are significant because schools and school systems are increasingly expected to support adolescents'
digital wellbeing through curricula in digital citizenship, online safety, and social-emotional learning (Australian Curriculum,
Assessment and Reporting Authority [ACARA], 2025; National Centre for Computing Education, 2021). This paper responds by
moving beyond deficit-focused perspectives (i.e., where the focus is on risks, problems, and harms), to understanding adolescents’
positive experiences of digital technologies. Although risks must be acknowledged (Third et al., 2019), a balanced approach in policy,
research and practice is needed, that recognises both benefits and harms (Livingstone, 2002; Modecki et al., 2022; Notley, 2009).

In this paper, wellbeing relates to “quality of life” and “contribut[ing] to the world with a sense of meaning and purpose” (World
Health Organisation, 2025). It is treated as an overarching, multidimensional construct. Within this broad concept, flourishing refers
more specifically to a eudaimonic form of wellbeing, concerned with optimal functioning and the realisation of human potential
(Chaves, 2021). Guided by Self-Determination Theory (SDT), flourishing is operationalised through the satisfaction of the basic
psychological needs for autonomy, competence, and relatedness (Ryan, 2023).

Learning, playing and socialising through digital technologies are key aspects of adolescent life in today's post-digital world
(Jandri¢ et al., 2018). Supporting adolescents to use these tools positively can enhance their flourishing. In this review, ‘online
technologies’ refers to all internet-enabled tools, such as online games, smartphones, social media (Vuorre & Przybylski, 2023),
generative Artificial Intelligence (AI) used for learning, creative tasks, or question answering, and Al chatbots (Siddals et al., 2024;
Third et al., 2019).

1.2. Understanding flourishing through a Self-Determination Theory perspective

Flourishing takes a strengths-based view of human development, focusing on the conditions that enable people to thrive in life and
learning (Marciano & Viswanath, 2023; Seligman, 2019; VanderWeele, 2017). SDT provides a well-established framework for un-
derstanding these processes (Ryan, 2023). Within SDT, flourishing refers to the “blossoming of capacities and wellness” (i.e., flour-
ishing as conceptualised in this review; Ryan, 2023, p. 592).

According to SDT, flourishing occurs when the basic psychological needs for autonomy, competence, and relatedness are satisfied.
Autonomy refers to a sense of agency and acting in ways aligned with one's values. Competence involves feelings of mastery and
effectiveness, while relatedness reflects connection, belonging, and meaningful relationships (Ryan & Deci, 2020). These needs are
especially salient during adolescence, as young people strive to make decisions that reflect their own values and interests, develop new
skills and independence, and establish meaningful relationships beyond the family (Parent, 2023; Popat & Tarrant, 2023).

The socio-technological environment can independently or interactively support or hinder the satisfaction or frustration of basic
psychological needs, shaping the conditions that make flourishing more or less likely (Parent, 2023). An emerging concept in the
literature, digital flourishing, refers to positive perceptions of online experiences, such as feeling connected and supported by online
communities and finding inspiration through social comparisons on social media (Janicke-Bowles et al., 2023). However, research
exploring this phenomenon from adolescents’ perspectives remains limited.

In this review, SDT was selected as the theoretical framework because it offers a eudaimonic account of flourishing grounded in the
satisfaction of universal psychological needs that operate across contexts, cultures, and developmental stages (Ryan & Deci, 2017).
This universality makes SDT particularly well-suited to examining adolescent flourishing (within the broader domain of wellbeing)
across the diverse digital contexts captured in this review. Importantly, SDT conceptualises social and technological environments as
active contributors to need satisfaction, emphasising how contextual features can create conditions that support psychological growth
and wellbeing (Ryan & Deci, 2020). This positions SDT as particularly generative for studying digital environments, where platform
affordances and design features, such as anonymity, asynchronicity, and algorithmic curation, directly shape how adolescents pursue
autonomy, competence, and relatedness. Although SDT-informed research has begun to explore these dynamics in digital contexts
(Allsop, 2024; van de Casteele et al., 2024; West et al., 2024), much of the existing literature relies on quantitative methods and focuses
predominantly on problematic and negative outcomes.

Adolescence is a critical developmental period for developing the basic psychological needs outlined in SDT, namely autonomy,
competence and relatedness, which align closely with key developmental tasks such as identity formation, increasing autonomy from
parents, and building peer relationships (Bonnie et al., 2019; Ryan & Deci, 2020). Digital technologies are not peripheral to these
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processes; they are often central contexts in which they unfold. Although SDT has been applied to adolescent development and digital
engagement (Allsop, 2024; van de Casteele et al., 2024; West et al., 2024) there has been little synthesis of qualitative research using
SDT to examine adolescents' own accounts of flourishing online. This is a notable gap, as qualitative studies provide insight into how
young people experience and understand need satisfaction in ways not captured by quantitative research (Ryan & Deci, 2020). The
present review addresses this gap by applying SDT as both an organising and interpretive framework to synthesise adolescents’ ac-
counts of positive digital experiences.

1.3. Centring adolescents’ voices in educational contexts

Educational researchers increasingly emphasise the importance of student voice and agency in shaping pedagogical and policy
decisions (Kucirkova et al., 2024). Listening to adolescents' perspectives is particularly vital in digital contexts, given the significant
differences between adolescents and adults in how they adopt and respond to different forms of media (Burns & Gottschalk, 2019;
Livingstone, 2002). Accordingly, this review focuses on synthesising the qualitative literature that reports adolescents’ perceptions of
their online experiences. While recent understandings have expanded the definition of adolescence to encompass ages 10-24 (Sawyer
et al., 2018), our interest was in applications for secondary-school aged students. For this reason, we focused on adolescents aged
12-109.

Given the abundance of literature on the risks and harms associated with online technology use (Schonning et al., 2020), this
review instead emphasised adolescents' positive online experiences, with a focus on digital flourishing. Because digital flourishing is an
emergent and likely complex phenomenon, a comprehensive understanding of adolescents’ situated experiences was needed. To
achieve this, the systematic review examined qualitative evidence to identify broader patterns across existing studies, providing
nuanced insights to inform policy development.

1.4. Overview of existing literature reviews

Several meta-syntheses have focused on adolescents’ negative experiences online, including engagement with self-harm content
(Stanicke et al., 2024a), online child sexual abuse (Stanicke et al., 2024b), problematic use of social media on outcomes including
depression, anxiety, eating and neurobiological issues, (Cataldo et al., 2021), and internet addiction (Douglas et al., 2008). More recent
reviews (e.g., Sala et al., 2024) have begun to examine both the harms and benefits of online engagement, as well as reviews focused
exclusively on the benefits (e.g., Gudka et al., 2023), as outlined below.

Sala et al. (2024) synthesised findings from 24 reviews on the effects of social media on adolescents' wellbeing and mental health,
published between 2015 and 2023. Of these, three were reviews of qualitative studies (Cataldo et al., 2021; Popat & Tarrant, 2023;
Shankleman et al., 2021). Popat and Tarrant (2023), and Shankleman and colleagues (2021) both highlighted the complex and
nuanced relationship between adolescent social media use and wellbeing, identifying how social media can both contribute to and
hinder wellbeing in the areas of relationships, identity construction, learning, and emotions. Both studies identified a gap in the
literature regarding the roles that gender, ethnicity, and culture may play in shaping adolescents’ experiences on social media. Cataldo
and colleagues (2021) highlighted the rapid evolution of social media platforms, noting that the evidence base must be continually
updated to keep pace.

Marciano et al. (2024), in a meta-analysis of 78 primarily cross-sectional studies, reported positive associations between social
media communication and both hedonic and social wellbeing, although their focus on binary gender categories limits broader
applicability. Gudka et al. (2023) adopted a strengths-based lens, examining approaches to social media use that support flourishing
across the lifespan. However, their operationalisation of wellbeing was relatively narrow, relying on search terms related to wellbeing
and happiness, and excluding broader constructs such as eudaimonia, thriving, flourishing, and basic psychological needs satisfaction.
While the review included 118 studies, relatively few employed qualitative or mixed methods, highlighting the need for research that
centres young people's lived experiences. A key finding was the bi-directional relationship between themes, with wellbeing appearing
both as an outcome variable and as a key condition enabling flourishing through social media use. In this review, we treat flourishing
as a specific form of wellbeing rather than a separate or parallel construct.

From an educational perspective, existing reviews provide an important foundation but also reveal areas for further development.
Collectively, this literature has established that digital technologies can play both supportive and potentially problematic roles in
adolescents' lives. At the same time, opportunities remain to further extend this work in ways that are particularly relevant for edu-
cation. Many studies focus on social media alone, despite adolescents engaging across a wider range of technologies. In addition,
qualitative syntheses that centre adolescents’ own perspectives remain relatively limited. Building on this literature, the present re-
view offers a complementary, theory guided qualitative synthesis that examines how adolescents experience flourishing through
digital technologies, informed by Self Determination Theory.

1.5. Contribution to educational research

The main aim of this systematic review is to understand adolescents’ perceptions of their positive experiences through their
engagement with the internet and digital technologies, with a specific focus on flourishing in a connected world. To capture lived
experiences, findings from qualitative studies were synthesised and interpreted. We focused exclusively on qualitative research due to
the predominance of quantitative studies in previous reviews and to ensure adolescent voices were prioritised. Qualitative research is
especially valuable for highlighting diverse perspectives, including those of underrepresented groups such as sexual and gender
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minorities and ethnically and racially minoritised youth (Wilson & Cariola, 2020). Earlier reviews, such as Marciano et al. (2024),
identified the lack of attention to these groups as a key limitation.

Our review builds on and extends the findings from earlier reviews in several ways. First, only qualitative studies capturing ad-
olescents' own narrative accounts were included. Second, the focus was broadened to all internet-enabled technologies, not just social
media, reflecting the diverse ways adolescents engage online. Third, the review adopts a positive lens, emphasising flourishing as
defined by the three core tenets of SDT: autonomy, competence, and relatedness (Ryan & Deci, 2020). This focus does not aim to deny
or discount the reality of negative experiences, but rather to contribute balance to a conversation that has been largely deficit-focused.
This contribution was considered important given comparatively little research on how adolescents can flourish through their
engagement with online technologies. This review sought to address that gap by adopting a strengths-based perspective. Fourth, a
comprehensive search strategy conceptualised wellbeing broadly to capture literature relevant to flourishing (see Appendix 1),
ensuring relevant studies were captured. Finally, the review focuses on adolescents aged 12-19 as this captures secondary school
students, acknowledging the unique developmental characteristics and vulnerabilities of this age group. By synthesising adolescents'
qualitative accounts, this study makes visible how autonomy, competence, and relatedness are described in adolescents’ everyday use
of digital technologies. Guided by SDT and informed by gaps in the existing literature, this study was guided by the following over-
arching research question: How do adolescents aged 12-19 experience flourishing via digital technologies?

2. Methods
2.1. Design and research question

Reporting was guided by both the Preferred Reporting Items for Systematic Review and Meta-Analysis (PRISMA 2020) guidelines
(Page et al., 2021) and the Enhancing transparency in reporting the synthesis of qualitative research (ENTREQ) guidelines (Tong et al.,
2012). This protocol is registered with the Open Sciences Framework (OSF): https://osf.io/j48k5/?view_
only=647f846ed1e3410cb823099739¢973b2.

2.2. Eligibility of studies

Eligible studies included published studies that employed qualitative data collection methods such as interviews and focus groups,
and qualitative methods for data analysis such as content and thematic analysis. Mixed-methods studies with a clear qualitative data
component were also included (only the qualitative data were considered). The focus was on secondary school-aged adolescents (12-19
years), with studies required to present disaggregated data for adolescents when other age groups were included. Studies had to
capture adolescents’ perspectives on online experiences, with a specific focus on flourishing. Studies focusing on clinical outcomes,
such as online treatments for eating disorders, were excluded. The SPIDER tool (i.e., Sample, Phenomenon of Interest, Design,
Evaluation, Research type) was used to guide the design of our search strategy (Table 1).

2.3. Information sources

The search was completed in the following databases: MEDLINE Complete, ERIC, APA PsycInfo, CINAHL Complete, Web of Science
Core Collection, Scopus and SocINDEX with Full Text. Reference lists of included studies were checked for backward citation
searching, and Scopus' ‘Cited by’ function was used for forward searching to identify more recent studies.

2.4. Search strategy

A draft search strategy was developed, and an initial search was conducted in the Web of Science Core Collection. The strategy
employed key terms based on the SPIDER eligibility criteria, specifically the sample (adolescents), the phenomenon of interest (digital
technologies and flourishing), and the research type (qualitative literature). Terms were informed by preliminary internet searches and
previous reviews of adolescent wellbeing and media use (Shankleman et al., 2021). A 10-year limit was applied, focusing on studies
published between 2014 and 2024 to reflect contemporary internet use, including changes in social media and online gaming plat-
forms most commonly used by adolescents, as well as the frequency of their use. For example, in the US, Pew Research Center data
show that by 2014 adolescents were beginning to shift away from Facebook, then the most popular platform, in favor of alternatives

Table 1
Research question framework (SPIDER).
Sample School-aged adolescents
Phenomena of a) Experiences that relate to flourishing both online and offline, as defined by Self-Determination Theory (Ryan & Deci, 2020). For
interest example, experiences of autonomy, competence, and relatedness.
b) All technologies enabled by the Internet, such as online games, smartphones, and social media (Vuorre & Przybylski, 2023).
Design Meta-synthesis of qualitative research, including, but not exclusive of, interviews and focus groups with adolescents.
Evaluation Thematic synthesis of adolescents' positive connected experiences.
Research type Qualitative research published 2014 - 2024.
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such as YouTube, TikTok, Instagram, and Snapchat (Duggan et al., 2015; Pew Research Center, 2024). The final search, conducted on
27 August 2024, is provided in Appendix 1.

2.5. Study records

Search results were imported into Covidence, which was used to manage records and identify duplicates. Any duplicates missed by
the software were removed manually. The remaining articles were screened in duplicate against the inclusion and exclusion criteria
using titles and abstracts. Articles meeting these criteria then underwent full-text screening in duplicate. The screening was shared
amongst the authorship team (all articles were screened by two authors independently).

Interrater reliability was assessed using Prevalence-Adjusted Bias-Adjusted Kappa (PABAK), which accounts for chance agreement

Studies from databases/registers (n = 31545)
Web of Science Core Collection (n = 6233)
MEDLINE Complete (n = 6028)

Scopus (n =5733)

APA PsyclInfo (n = 5635)

CINAHL Complete (n = 4722)

ERIC (n = 1620)

SocINDEX with FullText (n = 1574)

References from other sources (n = 4762)
Citation searching (n = 4762)

[
S
=
©
)
&
=
c
(7]
°

References removed (n = 14665)
Duplicates identified manually (n = 194)
Duplicates identified by Covidence (n = 14471)

\
Studies screened (n = 21642) —>| Studies excluded (n =21237)
Studies sought for retrieval (n = 405) —>| Studies not retrieved (n = 0)

. _ Studies excluded (n = 315)
Studies assessed for eligibility (n = 405) —> Wrong outcome (n = 69)
No secondary school students (n = 56)
Some secondary students included, but
results not separated (n = 48)
Wrong context (n = 48)
Wrong design (n = 35)
Wrong perspective (n = 21)
Insufficient data (n = 30)
Not in English (n = 5)
Not peer-reviewed (n = 2)
Wrong time period (n = 1)

Screening

v

Studies included in review (n = 90)

Fig. 1. Flow chart of retrieved, excluded and included items.
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and corrects for distortions caused by empty or sparse agreement cells. At the title and abstract stage, agreement between reviewers
was 96% (x = .91), indicating a high level of interrater agreement (Landis & Koch, 1977). At full-text screening, the 80 articles meeting
the initial criteria were assessed in the same way, with an observed agreement of 82.3% (kx = .64), indicating a substantial level of
interrater agreement between reviewers.

Conflicts at each stage were resolved through discussion or by a third reviewer.

Full-text articles unavailable through university resources were requested via inter-library loans or from corresponding authors.
Forward and backward citation searches were conducted for the 80 included studies on 14 May 2025. Fig. 1 presents the screening
process.

2.6. Analysis

As this review focused on qualitative studies, the meta-synthesis aimed to examine key themes, concepts, and ideas across the
papers. To enable insights and account for the interpretative nature of qualitative studies, a descriptive-interpretative approach was
taken. This approach recognised the significance of understanding adolescents’ positive experiences with online environments, as
reflected across various sections of qualitative reporting (Booth et al., 2022). It also provided a comprehensive means to describe and
synthesise these experiences while interpreting significant themes and concepts (Gjerstad et al., 2024).

In Stage One, researchers extracted key study information using a standardised data extraction form, which was piloted before full
implementation. The extracted data included: (a) year of publication; (b) study location; (c) study design; (d) sample size; (e) age
range; (f) mean age and standard deviation; (g) percentage female; (h) percentage gender diverse; (i) additional relevant de-
mographics; (j) qualitative design; (k) data sources; (1) average duration of data collection; (m) analytic method and citation; and (n)
theoretical or conceptual framework and citation.

In Stage Two, the included studies were uploaded into NVivo version 15 for analysis. Consistent with a descriptive-interpretive
approach, reflexive thematic analysis was used to synthesise findings across first-order constructs (i.e., participant quotes included
in the original papers) and second-order constructs (i.e., author interpretations expressed as concepts or themes; Braun & Clarke,
2019). This approach encouraged an intersection between the research team's positionality and experience, and the qualitative
data. Two researchers completed the analysis following Braun and Clarke's six-phase process: generating initial codes, identifying
potential themes, developing and refining themes, and including developed themes in a written report (Braun & Clarke, 2019, 2022).

During Stage Two, it became evident that some studies did not sufficiently report original participant views, which were central to
this review. As a result, an additional exclusion criterion was applied: studies containing fewer than two meaningful participant quotes
were excluded. These papers were reviewed by two authors before a final exclusion decision was made. See Appendix 2 for a list of
studies excluded at this stage.

A combination of deductive and inductive coding was used, with the three core tenets of SDT (relatedness, autonomy, and
competence) as the organising framework. Coding was iterative, with regular discussions between the two coders and the broader
research team to refine interpretations and ensure rigour. Under Autonomy, twelve initial codes were consolidated into four sub-
themes; Competence had five codes grouped into three subthemes; and Relatedness had fourteen codes refined into four subthemes. To
enhance trustworthiness, a primary author whose study appeared at least three times in the synthesis was invited to comment on the
themes and contribute as a co-author (Timulak, 2017). They confirmed that the themes and codes accurately reflected both their study
data from the intended meanings of Ryan and Deci's (2020) core SDT tenets, which were also used to analyse these three studies.

2.7. Research team and reflexivity

Our international, interdisciplinary research team includes academics from education, psychology, and communication. Theme
development was discussed at multiple stages to support collaborative reflexivity, helping to identify and address potential blind spots
in the coding process (Olmos-Vega et al., 2022). Contextual reflexivity was also important, particularly in recognising the unique
historical moment during which this study was conducted, amid national policy discussions in Australia on banning adolescent use of
social media (eSafety Commissioner, 2024). Internationally, parents and politicians were calling on researchers to determine the “right
age” for children to use social media (Livingstone & Sylwander, 2025). This broader context influenced the impetus for the study, with
the researchers, who are based in Australia and the United Kingdom, aiming to offer an alternative perspective to the dominant
discourse. It is therefore important to acknowledge that this research intentionally sought to explore positive accounts of adolescents’
online experiences. By emphasising positive experiences, we do not deny or discount negative experiences, but in contrast bring a sense
of balance to a conversation that has been largely deficit-focused.

2.8. Quality assessment of eligible studies

The Critical Appraisal Skills Programme (CASP, 2018), endorsed by Cochrane and the NHMRC, was used to assess study quality (see
Appendix 3). Overall, quality was mixed. Several studies clearly described methodology, purposeful sampling, and analytic proced-
ures, while others lacked transparency in participant recruitment or only provided brief details on analysis. Limited attention to
researcher reflexivity and positionality was common, with few studies reflecting on the researcher's potential influence, a factor that
can enrich qualitative interpretation (Olmos-Vega et al., 2022). Ethical reporting was inconsistent, and formal approval was sometimes
unclear. Despite these limitations, the studies offered valuable insights into adolescents' experiences with digital technologies.
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3. Results
3.1. Study characteristics

The included studies were published between 2014 and 2025, with more than half (n = 70) appearing from 2019 onwards. Of the
90 studies, 26 countries were represented across Europe (n = 34), North America (n = 23), Oceania (n = 13), Asia (n = 5), the Middle
East (n = 3), South America (n = 1), and Africa (n = 1), with six studies having an international focus. Majority of studies (n = 65) were
conducted in OECD countries, reflecting research in contexts with well-established digital infrastructures (OECD, 2024). The majority
were qualitative, while 16 used mixed-methods designs. Data collection predominantly involved interviews only (n = 52), followed by
focus groups only (n = 20), combined interviews and focus groups (n = 7), and written responses (n = 6). The most common analytic
method was thematic analysis (n = 52). Other approaches included grounded theory (n = 8), content analysis (n = 7), constant
comparative analysis (n = 6), phenomenological or interpretative approaches (n = 4), and nine studies did not report their method.
Slightly more than half of the studies focused on social media platforms, while approximately one-fifth addressed broader internet use.
Detailed information is presented in Table 2. Fourteen of the 90 studies explicitly indicated they were conducted during or related to
the COVID-19 pandemic.

3.2. Study participants

Sample sizes ranged from one to 3665 participants (median = 29; IQR = 15-39), indicating that most studies involved relatively
small samples, typical of qualitative research. The largest study (3665 participants) analysed open-ended survey responses. Participant
ages ranged from 8 to 31 years (median = 16, mean ~ 16, IQR = 15-17), indicating most studies focused on adolescents; only quotes
from the 12-19 age group were included in our synthesis. For the 69 studies reporting female participants, the mean percentage was
approximately 52.7%, indicating that samples were generally balanced in terms of gender. Of note, 13 studies included gender diverse
participants, including non-binary and transgender participants.

Additional demographic details highlight diverse participant characteristics, including cultural and socio-economic backgrounds
and geographic locations (urban, rural, immigrant communities). Several samples focused on sexual and gender minority adolescents,
including LGBTQI+ and queer participants, while others included individuals with additional support needs such as autism spectrum
condition, cerebral palsy, or social, emotional, and behavioural difficulties. Participants represented a range of ethnic and racial
backgrounds, including White, African American, Latinx, Asian, and multiracial youth, as well as first- and second-generation im-
migrants. Some studies targeted clinical populations, including adolescents receiving cancer treatment, those with diabetes, or those
accessing mental health services. Many studies purposely sampled for diversity in race, gender, socio-economic status, and technology
use, demonstrating a broad and inclusive approach to understanding youth experiences. Further details for study characteristics and
participants can be found in Appendix 4.

3.3. Synthesis

The synthesis resulted in three overarching themes and ten subthemes. Each theme was supported by evidence from the reviewed
articles, with between five and 57 studies contributing to each theme (see Table 3). Although presented as three overarching themes,
the synthesis showed that these themes are not discrete. Instead, they reflect interconnected and overlapping aspects of adolescents’
digital experiences, with several subthemes connecting to more than one domain of flourishing. To make these relationships explicit,
Fig. 2 presents a layered concept map that visually represents the structure of the synthesis. We aimed to present a visual display that
avoided a rigid structure and instead highlighted the fluid and overlapping nature of the themes. Themes are grouped by theoretical
domain, with colours indicating alignment with autonomy, competence and relatedness, and circle size reflecting the relative
prominence of each theme or subtheme across the reviewed studies.

Table 2
Types of digital technologies examined in included studies.
Category Definition Number of
papers
Social media Platforms primarily designed for social interaction, content sharing, and networking (e.g., TikTok, Instagram, 50
Facebook, Snapchat)
The internet Broad, general internet use not tied to a specific platform or purpose; includes online engagement without a defined 18
context
Online gaming Video games played online, including Massively Multiplayer Online Role-Playing Games (MMORPGs), Minecraft, 13
Pokémon Go, and other multiplayer or single-player games
Online community Internet-based groups focused on shared interests, creative projects, or peer support (e.g., Queeryouth.com, Scratch 8
programming communities, fandom communities, online peer support)
Health-focused Online activities or tools aimed at supporting physical or mental health (e.g., health apps, telehealth platforms, 3
internet use technology use in healthcare)
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3.3.1. Main theme 1 - autonomy: agency and ownership over actions

3.3.1.1. Sub-theme 1.1 online environment as a sanctuary for self-discovery, self-expression, and seeking support. Across the included
studies, adolescents described using online environments to explore and clarify identity, particularly when offline contexts were
experienced as judgemental or unsupportive. Within this sub-theme, autonomy was reflected as agency over actions and self-
presentation, including decisions about where to participate, what to disclose, and which content to engage with. Adolescents
searched for identity-related information, learnt terminology, compared experiences, and engaged with representations that supported
self-understanding. In studies focused on LGBTQI + adolescents, online environments were frequently described as enabling self-
acceptance and expression, including the ability to “come out without fear” (Fisher et al., 2024, p. 3).

Seeking emotional support occurred via direct interaction and indirect exposure to others’ experiences. Adolescents reported
gaining reassurance from reading posts, comments and shared stories from people with similar identities, as well as from observing
content creators or public figures who shared mental health or identity-related experiences. This included engagement with light or
humorous content that “make me smile, lift me up” (17-year-old lesbian cisgender female; Escobar-Viera et al., 2022, p. 4). Online
groups and communities were also used to access lived experiences, feedback, and validation, helping to reduce feelings of isolation.

Across multiple studies, anonymity and audience management were described as supporting self-expression while protecting
privacy. Adolescents referred to platform choices and features as shaping who could see their content and which audiences they could
avoid, such as family members. Selective disclosure practices included omitting identifying images while sharing personal information
such as preferred names and interests. These affordances enabled more open emotional expression, allowing thoughts and feelings to
be articulated without fear of judgement: “... People don't know that it's me. [ can say whatever [ want, and I don't have to worry about
people judging me ....” (17-year-old queer bisexual White woman; Craig et al., 2025, p. 9).

Adolescents described using online spaces for venting, journalling, documenting feelings, and expressing views, often framed as a
way to relieve stress or reduce emotional tension. These practices reflected adolescents’ active efforts to manage emotions, “to calm me
down” (West et al., 2023, p. 8), and maintain a sense of control over their experiences.

Overall, adolescents described online technologies as supporting self-discovery, self-expression, and support seeking by providing
access to spaces, information, and audiences outside of their immediate offline environments. These online spaces were described as
enabling adolescents to manage disclosure, express emotions, and connect with validating content or communities in ways that felt
safer or more supportive than some offline contexts.

3.3.1.2. Sub-theme 1.2 online environment as a way to unwind, escape stress, and find emotional relief. Many adolescents depicted online
technologies as part of their everyday strategies for managing stress and finding temporary emotional relief. Across studies, these
practices were framed as intentional ways to pause, reset, or take a break from academic, social, or family pressures. For example,
participants described taking a break after prolonged periods of schoolwork or revision, where “if you've been revising for like hours
then you can take your mind off it or whatever by getting on your phone or listening to music” (Yr 10 student, UK; O'Reilly et al., 2023,
p- 673). These activities were embedded within daily routines and commonly involved engaging with content such as videos, music,
games, or online communication.

For some adolescents, emotional relief was closely linked to the immersive qualities of particular platforms or activities, especially
gaming and streaming. Participants described becoming absorbed into these environments, which made them “feel more important ...
more relaxed than real life” (18-year-old male; Forsyth et al., 2017, p.E12). Immersion enabled adolescents to focus their attention
away from immediate concerns, providing a temporary break from everyday worries.

In more challenging circumstances, such as periods of illness, pain, or social separation, online spaces were also described as
helping maintain a sense of normalcy and emotional steadiness. Even brief interactions with content, such as watching “a funny video”,
could help adolescents “forget about the pain” (15-year-old female with Acute Lymphoblastic Leukaemia; Daniels et al., 2021, p. 228).

Overall, this subtheme shows that adolescents use online technologies as accessible, short-term ways to manage emotions in
everyday life. These practices provided moments of calm, escape, or enjoyment within their daily rhythms of life.

3.3.1.3. Sub-theme 1.3 online environment as a “gateway” to the world, providing agency and empowering information seeking. Adoles-
cents described using online technologies to interact with people, and access information and opportunities beyond their immediate
physical and social environments. Across the studies, these environments were described as supporting greater independence in
everyday activities, particularly in organising and maintaining social connections. Adolescents noted that online platforms made it
easier to coordinate interactions and make plans, for example, “make[ing] it a lot easier to make plans ... whereas in primary school
your mum would have to ring up their mum” (West et al., 2025, p. 13).

Outside social coordination, adolescents portrayed online spaces as sources of inspiration and exposure to new ideas, interests, and
possibilities. Engaging with content related to hobbies, creative pursuits, and current events was often experienced as motivating, with
adolescents describing how seeing others’ activities or achievements encouraged them to try new things, including wanting to “do it
yourself” (16-year-old male; Holmberg et al., 2019, p. 1351).

Online technologies were also experienced as accessible sources of information that felt immediate and relevant to adolescents'
lives, placing “everything [at their] fingertips” (17-year-old female; Radovic et al., 2018, p. 3). This included school related learning,
general knowledge, and health information. Online searching and video-based content were described as allowing adolescents to
explore questions at their own pace and in their own time, particularly for sensitive or personal topics. Being able to reflect inde-
pendently was seen as important, with adolescents noting that “you can do it on your own time ... it's completely on your own terms ...
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Table 3

Sources representing each theme/subtheme.
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Main Theme

Subtheme

Sources

Illustrative quote

1. Autonomy - Agency
and ownership
over actions

2. Competence -
Feelings of
mastery

3. Relatedness - Sense
of belonging and
connection

1.1. Self-discovery, self-
expression, and support
seeking

1.2. Unwind, escape
stress, and find
emotional relief

1.3. “Gateway” to the
world

1.4. Opportunity to
choose purposeful
content

2.1. Opportunity to feel
proud of achievements

2.2. Growth in social
confidence

2.3. Opportunity to
build creative
confidence

3.1. Spaces for support
& reducing distress

3.2. Place to meet, see
and be around people
“like me”

Craig et al., 2025, Escobar-Viera et al., 2022, Fisher
et al., 2024, McInroy & Craig, 2020, O'Reilly et al.,
2019, Paceley et al., 2022, Selkie et al., 2020,
Vacca, 2024, Weinstein et al., 2021, West et al.,
2025, West et al., 2023, Wilf & Wray-Lake, 2024,
Wong & McLellan, 2024, Zaeske et al., 2022

Craig et al., 2025, Daniels et al., 2021, Dunne et al.,
2025, Forsyth et al., 2017, Johnson & Francis, 2022,
Kline et al., 2023, O'Reilly et al., 2019, O'Reilly

et al., 2023, O'Reilly, 2020, Paceley et al., 2022,
Paudel & Rana, 2022, Pavlopoulou et al., 2022,
Purboningsih et al., 2023, Razum & Hui¢, 2024,
Seok et al., 2018, Thomas et al., 2021, Throuvala
et al., 2019, Tkacova et al., 2021, Tzavela et al.,
2015, Urbanova et al., 2023, Uzuegbunam, 2022,
van der Wal et al., 2024, West et al., 2025, West

et al., 2023, Winstone et al., 2021, Wong &
McLellan, 2024

Babbage et al., 2020, Holmberg et al., 2019, Hynan
et al., 2015, Keles et al., 2024, Mahdizadeh et al.,
2017, O'Reilly et al., 2023, Pereira et al., 2019,
Radovic et al., 2018, Rimel et al., 2023, Selkie et al.,
2020, Simpson, 2020, Singleton et al., 2016,
Throuvala et al., 2019, Tzavela et al., 2015,
Urbanova et al., 2023, Uzuegbunam, 2022, Vacca,
2024, Valtchanov & Parry, 2017, West et al., 2025,
West et al., 2023, West et al., 2024, Wong &
McLellan, 2024

Dunne et al., 2025, Ellison, 2017, Goodyear et al.,
2019, Keles et al., 2024, Kline et al., 2023, Lai & Cai,
2023, Leurs, 2014, Liang et al., 2023, Liiders, 2025,
Mahdizadeh et al., 2017, Marchi & Clark, 2021,
Mclnroy, 2020, McLean et al., 2024, Moran &
Mapedzahama, 2021, O'Reilly et al., 2021, O'Reilly
et al., 2019, Paceley et al., 2022, Pavlopoulou et al.,
2022, Radovic et al., 2018, Rides et al., 2025, Selkie
et al., 2020, Singleton et al., 2016, Steineck et al.,
2022, Thomas et al., 2021, Urbanova et al., 2023,
Vacca, 2024, Valtchanov & Parry, 2017, van der
Wal et al., 2024, Vella et al., 2019, Weinstein et al.,
2021, West et al., 2025, Wong & McLellan, 2024,
Zaeske et al., 2022, Tan & Kim, 2019

Craig et al., 2025, Marchi & Clark, 2021, McInroy,
2020, Pereira et al., 2019, Uzuegbunam, 2022,
Valtchanov & Parry, 2017, van der Wal et al., 2024,
West et al., 2023

Kasperski & Blau, 2023, Kruskopf et al., 2021, Liang
et al., 2023, West et al., 2023, Winstone et al., 2021

Brennan, 2021, Ellison, 2017, McInroy, 2020,
Paudel & Rana, 2022, Roque & Rusk, 2019, West
et al., 2023, Zaeske et al., 2022

Bengtsson et al., 2021, Berger et al., 2021, Chalmers
et al., 2022, Craig et al., 2025, Escobar-Viera et al.,
2022, Hughes & Nguyen, 2024, Hynan et al., 2015,
Keles et al., 2024, Kline et al., 2023, Le Bourdon,
2025, MclInroy, 2020, O'Reilly et al., 2023, Paceley
et al., 2022, Purboningsih et al., 2023, Radovic

et al., 2018, Razum & Hui¢, 2024, Rimel et al.,
2023, Singleton et al., 2016, Steineck et al., 2022,
Tzavela et al., 2015, van der Wal et al., 2024,
Weinstein et al., 2021, West et al., 2025, Wilf &
Wray-Lake, 2024, Wong & McLellan, 2024

Bannon et al., 2015, Berger et al., 2021, Chalmers
et al.,, 2022, Craig et al., 2025, Ellison, 2017, Fisher
et al., 2024, Gallup et al., 2016, Hanckel & Morris,

“... People don't know that it's me. I can say
whatever I want, and I don't have to worry about
people judging me ....” (17-year-old queer bisexual
White woman; Craig et al., 2025, p. 9).

“if you've been revising for like hours then you can
take your mind off it or whatever by getting on your
phone or listening to music,” (Yr 10 student, UK;
O'Reilly et al., 2023, p. 673)

“everything [at their] fingertips” (17-year-old
female; Radovic et al., 2018, p. 3)

“I realized you can basically remove people you
don't want to hear anymore, so I began unfollowing
people, I began deleting apps, and I began following
people who kind of brought me happiness ...” (
Liang et al., 2023, p. 8)

“you feel like you're proud of it; you can't hide it. I
think that's really good” (Valtchanov & Parry, 2017,
p. 347).

“I was actually extremely shy as a kid until I got
social media and my confidence grew ... and I'm
actually very confident now” (West et al., 2023, p.
7).

“It's creative confidence. Feeling empowered ...
Being able to say, I have good ideas, I can make
them ... I will get there ...” (15-year-old; Roque &
Rusk, 2019, p. 345).

“The internet gave me an outlet, let me know I
wasn't alone ... It was a sense of community I wasn't
able to have in person, and it gave me the strength
to last ...” (18-year-old, non-binary, pansexual,
mixed-ethnicity participant; Craig et al., 2025, p.
14).

“... just people sharing their stories ... knowing that
I'm not alone in what I'm feeling has really helped
me to not feel isolated ...” (16-year-old female,

(continued on next page)
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Table 3 (continued)
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Main Theme Subtheme Sources

Illustrative quote

2014, Holmberg et al., 2019, Lai & Cai, 2023,
Levine & Stekel, 2016, Liiders, 2025, Mclnroy &
Craig, 2020, McInroy, 2020, Moran &
Mapedzahama, 2021, O'Reilly et al., 2023, Paceley
et al., 2022, Pellegrino & Patlamazoglou, 2024,
Singleton et al., 2016, Thomas et al., 2021, Tkacova
et al., 2021, Vacca, 2024, Weinstein et al., 2021,
West et al., 2025, West et al., 2023, West et al.,
2024, Wong & McLellan, 2024, Zaeske et al., 2022
Andersson et al., 2015, Bannon et al., 2015, Barcelos
& Rossi, 2014, Bengtsson & Jensen, 2024, Berger
et al., 2021, Brown, 2014, Carlquist et al., 2019,
Craig et al., 2025, Daneels et al., 2020,
Escobar-Viera et al., 2022, Forsyth et al., 2017,
Gillespie-Smith et al., 2021, Hughes & Nguyen,
2024, Kasperski & Blau, 2023, Lai & Cai, 2023,
Lucero, 2017, Mao, 2014, Mclnroy, 2020, McLean
et al., 2024, OReilly et al., 2021, O'Reilly et al.,
2019, Paceley et al., 2022, Pavlopoulou et al., 2022,
Rimel et al., 2023, Seok et al., 2018, Singleton et al.,
2016, Throuvala et al., 2019, Tzavela et al., 2015,
Vella et al., 2019, West et al., 2023, West et al.,
2024, Wong, 2020

Abolfathi et al., 2022, Andersson et al., 2015,
Babbage et al., 2020, Bannon et al., 2015, Barcelos
& Rossi, 2014, Bell, 2019, Bengtsson & Jensen,
2024, Bengtsson et al., 2021, Berger et al., 2021,

3.3. Authenticity and
better offline
relationships

3.4. Local and global
hub for social capital

African American and White, heterosexual; Rimel
et al, 2023, p. 8).

“intensify things”, and mean “you end up getting to
know them more quickly” (17-year-old male;
Barcelos & Rossi, 2014, p. 282).

“Many of the Internet forums I have visited have
been international ... I have communicated with
people from many different countries ... This has
definitely improved my ability to co-operate with

Borca et al., 2015, Brown, 2014, Carlquist et al.,
2019, Craig et al., 2025, Daneels et al., 2020,
Daniels et al., 2021, Fisher et al., 2024, Gallup et al.,
2016, Gillespie-Smith et al., 2021, Hjetland et al.,
2021, Hughes & Nguyen, 2024, Hynan et al., 2015,
Johnson & Francis, 2022, Keles et al., 2024, Kline
et al., 2023, Kruskopf et al., 2021, Leurs, 2014,
Levine & Stekel, 2016, Liang et al., 2023,
Mahdizadeh et al., 2017, Mao, 2014, Maor &
Mitchem, 2020, Moran & Mapedzahama, 2021,
O'Reilly et al., 2021, O'Reilly et al., 2023, O'Reilly,
2020, Paceley et al., 2022, Paudel & Rana, 2022,
Purboningsih et al., 2023, Razum & Hui¢, 2024,
Simpson, 2020, Steineck et al., 2022, Taddeo &
Tirocchi, 2021, Throuvala et al., 2019, Tzavela

et al., 2015, Urbanova et al., 2023, Uzuegbunam,
2022, Valtchanov & Parry, 2017, van der Wal et al.,
2024, Vella et al., 2019, Weinstein et al., 2021, West
et al., 2025, West et al., 2023, West et al., 2024,
Winstone et al., 2021, Wong & McLellan, 2024,
Wong, 2020, Zaeske et al., 2022

others” (Andersson et al., 2015, p. 120).

which can be really important to some people” (Group 3, 12-15 years; Babbage et al., 2020, p. 6).

Overall, adolescents described online technologies as broadening their everyday experiences by supporting social organisation,
exposure to new interests, and access to information that was difficult, uncomfortable, or impractical to obtain offline. These expe-
riences were described across a range of everyday contexts, including learning, personal interests, and managing health-related
concerns.

3.3.1.4. Sub-theme 1.4 online environment as an opportunity to choose purposeful content that fosters positivity and builds emotional
resilience. Adolescents described actively shaping their online environments by selecting, curating, and customising content to reflect
their interests, identities, and emotional needs. This included choosing platforms, accounts, and media that aligned with their humour,
values, and hobbies, as well as deliberately avoiding content they found upsetting or unhelpful. Adolescents also described being aware
of how platform algorithms responded to their interactions and using this knowledge to influence what appeared in their feeds. This
involved unfollowing accounts, deleting apps, and prioritising content that felt positive or affirming, such as removing “people you
don't want to hear anymore” and following those “who kind of brought me happiness” (Liang et al., 2023, p. 8).

Engaging with positive, entertaining, or uplifting content was commonly described as contributing to enjoyable and affirming
online experiences. Adolescents reported seeking creative, entertaining, and interest-based content, which they reported as helping
them feel happier or more relaxed. Exposure to such content was also described as sparking curiosity and interest in new topics or
activities, and learning new skills, with some adolescents noting that this content could “motivate us to do something” (Urbanova et al.,
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Subtheme 3.3:
Authenticity &
closeness

Subtheme 1.3:
Gateway to
the world

Subtheme 3.2:
Finding people
Subtheme 1.4: like me

Purposeful content

Sub-theme 1.2:

Emotional relief Subtheme 3.1:

Support &
distress
reduction

Sub-theme
1.1: Self-
expression &
support

Subtheme 3.4: Local and
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Subtheme 2.1:
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Subtheme
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confidence

| Legend

 Circle size = number of sources (see Table 3)
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| * Dotted line = examples of cross-theme links

Fig. 2. Layered concept map of the themes.

2023, p. 5). For some adolescents, seeing others share achievements or everyday experiences was described as motivating or inspiring
rather than provoking envy.

Adolescents also described making intentional choices about how they presented themselves online and which representations they
engaged with. This included selecting avatars or game characters that reflected their identities, following creators or communities they
felt represented by, and sharing content that affirmed who they were. Such practices included posting images that signalled belonging
within valued social or cultural groups, for example sharing photos so that others could “see that I'm part of them too” (17-year-old
female, Kenyan-Sudanese; Moran & Mapedzahama, 2021, p. 39). These practices were described across diverse contexts, including
fandoms, gaming environments, and social media spaces, where adolescents engaged with content and communities that felt sup-
portive, relatable, or meaningful.

Overall, adolescents described selecting and curating content as a way of influencing what they encountered online. These practices

supported engagement with positive material, exploration of interests, and identity-affirming forms of participation across a range of
digital spaces.

3.3.2. Main theme 2 - competence

3.3.2.1. Sub-theme 2.1 online environment as an opportunity to feel proud of achievements. Across the studies, online environments
functioned as spaces for learning, skill development, and achievement, where adolescents often experienced pride in what they were
able to do. These experiences were described across a range of contexts, including leadership roles in online communities, learning new
skills through digital resources, and using digital knowledge to contribute to others.

A key source of pride involved taking on leadership or mentoring roles in online spaces. Adolescents described moderating forums,
guiding others, and supporting peers, particularly within interest-based or identity-focused communities. These experiences were
described as contributing to personal growth and confidence, including the opportunity to “grow as a person, as a leader, as a person
who's involved with the LGBT community outside of the internet” (16-year-old White cisgender lesbian; Craig et al., 2025, p. 9).

Pride was also evident in descriptions of cultural and creative achievement. Some adolescents described using online platforms to
learn skills connected to their cultural identities and then sharing these skills with others offline. For example, learning a Kenyan dance
through YouTube and teaching it at school was described as an experience that carried personal meaning, where “you feel like you're
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proud of it; you can't hide it. I think that's really good” (Valtchanov & Parry, 2017, p. 347).

Developing and sharing digital skills was another common source of accomplishment. Adolescents taught themselves how to use
technologies, games, or applications and then applied this knowledge to support others, including family members. Others engaged in
online learning aligned with future aspirations, often expressing enjoyment in building skills connected to planned careers. Engaging
with online content was framed as a way of “training myself for the future” and “going further”, with learning itself experienced as a
source of joy (Male participant, Nigerian; Uzuegbunam, 2022, p. 161).

Overall, adolescents viewed online environments as spaces where they could build skills, show their achievements, and feel proud
of what they had done. Through leadership, learning, and skill sharing, online participation was associated with feelings of pride and
accomplishment across educational, cultural, and everyday contexts.

3.3.2.2. Sub-theme 2.2 online environment as an opportunity to grow in social confidence, leading to better relationships. Adolescents
described how social media, in particular, can support the development of social confidence, especially among those who identify as
shy or socially reserved. These platforms were seen to offer alternative avenues for self-expression and enable greater authenticity,
especially in contexts where face-to-face interactions might feel intimidating. For some adolescents, this shift was associated with
noticeable changes in confidence over time, including feeling “extremely shy as a kid until I got social media”, followed by growing
confidence and recognising shared experiences with others online (West et al., 2023, p. 7).

Online communication was sometimes perceived as a more comfortable or lower-pressure way of initiating relationships, for
students who have a “difficult time opening-up” so it was easier to communicate “first via Facebook” or other platforms, which could
serve as a bridge to stronger offline connections (Kasperski & Blau, 2023). A key aspect of this ease was having more time to consider
and craft their responses, which reduced the social pressure typically associated with face-to-face interactions. This was reflected in the
ability to rethink and adjust messages when typing, rather than risking awkward moments or judgment in person.

For many adolescents, confidence developed through online interaction extended into offline relationships. Increased familiarity
and communication online were linked to stronger face-to-face connections, including feeling “better friends with people because I've
spoken to them more online and therefore in real life, we're better friends” (Winstone et al., 2021, p. 5). In this way, online envi-
ronments supported gradual and self-paced engagement in relationships, particularly for adolescents who found direct social inter-
action challenging due to shyness, social anxiety, or discomfort in unfamiliar situations.

Overall, online communication functioned as a space where adolescents could practise social interaction, build confidence, and
strengthen relationships over time. By offering flexible and less pressured ways to connect, online environments supported the
development of social confidence that often carried into everyday offline interactions.

3.3.2.3. Sub-theme 2.3 online environment as an opportunity to build creative confidence. Leading to resilience. Online environments were
experienced as spaces that supported creative exploration and skill development, allowing adolescents to experiment, make, and learn
through imaginative activity. Adolescents highlighted how online programs enabled them to “explore [their] imagination” and engage
creatively without fixed outcomes or limits (12-year-old; Brennan, 2021, p. 588). These spaces were often characterised as open-ended,
where the “possibilities are endless”, encouraging continued experimentation and persistence over time (12-year-old; Brennan, 2021,
p- 588).

Creative confidence was closely linked to making ideas tangible, learning through trial and error, and persisting when things did
not work at first. This process was illustrated through engagement with platforms such as Scratch, a free, block-based online pro-
gramming platform that allows children and young people to create interactive stories, games, and animations. Participation in Scratch
supported confidence through creating, testing, and refining ideas, with creative engagement described as “being able to say, I have
good ideas, I can make them and I have the power to do that ... I can get things wrong ... but I will get there if I just keep going” (15-
year-old; Roque & Rusk, 2019, p. 345).

Creative participation was also experienced as a source of resilience and personal strength, particularly for adolescents navigating
marginalisation. In online fandom spaces, creative engagement was described as extending past enjoyment to supporting coping and
emotional wellbeing. One adolescent reflected on drawing “creativity from my fandom and strength”, explaining that creative
participation helped them deal with difficult situations and contributed to resilience as a queer young person, giving them “a back-
bone” (17-year-old; Mclnroy, 2020, p. 1882).

Overall, online environments functioned as spaces where adolescents could develop creative confidence through making, exper-
imenting, and persisting. Through creative exploration and participation, online engagement supported feelings of capability and
strength that adolescents carried into everyday life.

3.3.3. Main theme 3 - relatedness

3.3.3.1. Sub-theme 3.1 online environments as spaces for support & reducing distress. Online environments were experienced as acces-
sible spaces where adolescents could connect with others and receive emotional support during difficult times. For many, these spaces
functioned as virtual youth centres, offering familiar and dependable places to gather and interact, even when face-to-face contact was
not possible. This was reflected in adolescents' descriptions of having “a place to congregate, even if it's not a physical setting” (16-year-
old transgender man; Berger et al., 2021, p. 425).

Support sometimes came from others with shared experiences. At other times, it was the affordances of the online environment,
anonymity, asynchronicity, and instant connectivity, that enabled connection, offering “people a click away” to “confide in” (Paceley
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et al., 2022, p. 50), and reassurance that “y’know you're alright within seconds” (Singleton et al., 2016, p. 399). These spaces were
diverse, ranging from multiplayer gaming platforms and online group chats, to social media, fan communities and discussion forums.

For underrepresented adolescents in particular, online support was experienced as especially important when offline environments
felt unsupportive or isolating. Online spaces provided access to care, validation, and community that was not always available in
person, including participation in identity affirming groups and connections with supportive peers. Experiences of engaging in
nonbinary and other supportive online groups were framed as providing reassurance and belonging, where the internet “gave me an
outlet, let me know I wasn't alone and I wasn't delusional”, offering “a sense of community I wasn't able to have in person” and “the
strength to last until I was able to get into a better situation” (18-year-old nonbinary, pansexual participant; Craig et al., 2025, p. 14).

Overall, adolescents experienced online environments as spaces where care, reassurance, and validation could be accessed during
periods of distress. Through connection with peers, shared experiences, and responsive communication, online engagement supported
reduced feelings of isolation and provided comfort during challenging circumstances.

3.3.3.2. Sub-theme 3.2 online environment as a place to meet, see and be around people “like me”. Online environments were experienced
as important spaces for encountering others with shared interests, identities, or experiences and fostering a sense of belonging. While
online interactions did not always lead to close friendships, they were often essential for connecting with like-minded individuals or
those with shared experiences; people who felt “like me” (Fisher et al., 2024, p. 108194). These encounters supported feelings of
connection and inclusion, particularly when adolescents struggled to relate to peers in their offline settings.

Online environments were often contrasted with offline groups where adolescents struggled to find peers they could relate to. For
example, school contexts were sometimes experienced as socially limiting, while online groups provided access to people with “similar
interests” and experiences. One adolescent reflected that school felt difficult to relate to, whereas online LGBTQ-focused groups
enabled connection with others who shared common ground (Berger et al., 2021, p. 424). Similarly, digital platforms supported the
development of meaningful relationships across distance, including a long-term friendship formed through Instagram that began with
mutual commenting and continued over several years: “I've known her since  was 12 ... we started talking and now we've been friends
for 6 years” (Moran & Mapedzahama, 2021, p. 42).

For adolescents with chronic health conditions, online environments also provided access to experiential knowledge and shared
understanding that was not always available offline. Adolescents with Type 1 diabetes described connecting with others who could
“speak Type 1 diabetes”, highlighting the value of shared lived experience and mutual understanding within these spaces (Chalmers
et al., 2022, p. 861).

Importantly, being around people “like me” did not always require direct interaction. For some adolescents, simply seeing and
reading posts from others with similar experiences provided reassurance and reduced feelings of isolation. Exposure to others sharing
their stories was experienced as comforting, with adolescents noting that “knowing that I'm not alone in what I'm feeling has really
helped me to not feel isolated” (16-year-old female; Rimel et al., 2023, p. 8).

Overall, adolescents experienced online environments as spaces where shared identities, interests, and experiences could be
encountered across geographic and social boundaries. By connecting with others, sharing experiences, or simply knowing support was
available, online engagement supported a sense of belonging by enabling adolescents to meet, see, and be around people who felt
familiar and relatable.

3.3.3.3. Sub-theme 3.3 online environment fostering authenticity and facilitating offline connections. Adolescents described online spaces
as enabling more intimate and authentic social interactions. Online communication was often experienced as less judgemental and less
confrontational than face-to-face- interaction, particularly when discussing personal or sensitive topics. Affordances such as asyn-
chronous communication, anonymity, and diverse modes of expression (e.g., emojis, images, text) created environments perceived as
safer, less judgmental, and less confrontational. Adolescents valued having time to compose responses and greater freedom in self-
expression. Constant connectivity could also “intensify things”, and mean “you end up getting to know them more quickly” (17-
year-old male; Barcelos & Rossi, 2014, p. 282).

For many adolescents, particularly those who found in-person interaction challenging, these online interactions supported the
development of relationships that extended beyond the digital space. Gaming environments provided opportunities for conversations
that moved beyond the activity itself. While playing together, adolescents talked not only about the game, but also about everyday
experiences and personal concerns, including events from school or aspects of their day that they did not feel comfortable sharing in
person. This made it easier to talk about “how your day has been” or “something that happened in school” in a space where others were
not listening in (15-year-old; Bengtsson & Jensen, 2024, p. 8).

Overall, adolescents experienced online environments as places where relationships could become more personal and open over
time. Being able to communicate more freely and stay in touch helped them feel closer to others, and for many, these online con-
nections continued or became stronger in their offline relationships.

3.3.3.4. Sub-theme 3.4 online environment as local and global hubs for social capital. Online environments were experienced as
important spaces for maintaining and extending adolescents’ social connections across different contexts. Adolescents described using
social media, messaging platforms, and online games to stay in touch with friends and family when face-to-face contact was not
possible, including during periods of hospitalisation, the global pandemic, or geographical separation. Being able to communicate
online helped them feel close to others despite distance, described as helping them “feel closer, even though they are on the other side
of the world” (17-18-year-old female; Hjetland et al., 2021, p. 6), and acting as “a medium for staying in contact with people and our
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friends and family” during national lockdowns (16-year-old; Keles et al., 2024, p. 105).

Existing relationships were also reinforced through shared online activities. Adolescents described strengthening group bonds
through gaming, creative projects, and humour based exchanges on social media, where interactions involved “creating memories”
and “having fun” together (West et al., 2024, p. 551). These everyday interactions supported ongoing connection and helped ado-
lescents maintain a sense of togetherness outside of school or in person settings.

Online environments also enabled adolescents to form new connections beyond their immediate surroundings. Adolescents spoke
about meeting people they would not otherwise have encountered, including peers from different regions, countries, and cultural
backgrounds. This was particularly important for adolescents in rural or isolated communities, where social media allowed them to
“meet a whole lot more people ... that you never would have met” otherwise (12-15-year-old; Babbage et al., 2020, p. 8). Some
adolescents reflected on how interacting with people internationally expanded their perspectives and supported cooperation and
shared activity, including communicating with people from “many different countries” and working together with others in online
games, experiences they noted they “would never have done if the Internet did not exist” (18-year-old male; Andersson et al., 2015, p.
120).

Overall, adolescents experienced online environments as spaces that expanded access to local and global interactions with diverse
groups. Through maintaining existing relationships and forming new connections across distance, online engagement supported
cultural awareness, social confidence, and opportunities to cooperate with others.

4. Discussion
4.1. An interconnected web: online environments enabling flourishing through autonomy, competence, and relatedness

This review synthesised a large body of academic literature published in the last decade to address the research question: How do
adolescents aged 12-19 experience flourishing via digital technologies? By centring adolescent perspectives, we aimed to bring greater
balance to a body of research that has largely focused on online risks and pathology (Modecki et al., 2022; Schonning et al., 2020).
Flourishing, from an SDT perspective, is understood as the satisfaction of three basic psychological needs that underpin wellbeing and
positive development (Ryan & Deci, 2020). These needs provide a useful lens for examining how adolescents experience digital
technologies beyond risk-based framings. Using SDT as an interpretive framework (Ryan, 2023), the synthesis found that autonomy,
competence and relatedness are deeply interconnected in digital contexts, working simultaneously to support adolescents’ flourishing.

Ten subthemes illustrated how the affordances of digital technologies can foster flourishing. Across the synthesis, online envi-
ronments supported adolescents' sense of autonomy by providing opportunities for choice, control, and self-directed engagement,
particularly through practices of identity expression, self-discovery, and content curation identified in Sub-themes 1.1 and 1.4. Ad-
olescents exercised agency in deciding where to go online, what content to engage with, and how to present themselves, particularly
when exploring identity, managing emotions, or seeking information (e.g., Escobar-Viera et al., 2022; Radovic et al., 2018). Features
such as anonymity, asynchronicity, and the ability to curate online spaces enabled adolescents to act on their own terms, free from
immediate social pressure or judgement (e.g., Craig et al., 2025; Selkie et al., 2020). However, achieving these positive experiences
often involved complex forms of negotiation, such as learning to curate social media feeds to highlight preferred content (e.g., Liang
et al., 2023; Urbanova et al., 2023). This autonomy was especially salient when adolescents sought support, explored sensitive topics,
or disengaged from content that negatively affected their wellbeing (including flourishing, as conceptualised here; e.g., Babbage et al.,
2020; Paceley et al., 2022). In these contexts, online environments allowed adolescents to make decisions aligned with their values,
interests, and readiness, reinforcing a sense of ownership over their experiences. This finding aligns with a meta-analysis of 1429 Swiss
adolescents, which found that both drawing inspiration from others’ posts and activities and serving as a source of inspiration for
others were associated with higher levels of adolescent flourishing (Marciano & Viswanath, 2023).

Online engagement also supported adolescents' sense of competence by enabling skill development, confidence building, and
feelings of effectiveness, reflecting subthemes related to achievement, social confidence, and creative engagement (Sub-themes 2.1-
2.3) (e.g., Craig et al., 2025; Valtchanov & Parry, 2017). These feelings of mastery were supported through opportunities to learn
new skills, develop expertise, and take on leadership or mentoring roles in digital spaces (e.g., Pereira et al., 2019; Uzuegbunam,
2022). These experiences fostered pride and enjoyment, as well as growing belief in their ability to help others or prepare for
future goals (e.g., Marchi & Clark, 2021). Competence was not limited to technical or creative skills but extended to social and
emotional competencies, such as communicating more confidently or expressing themselves more clearly (e.g., West et al., 2023;
Winstone et al., 2021). Adolescents often described online spaces as safe environments due to their asynchronous nature and the
freedom to experiment, make mistakes and persist, particularly in gaming and coding platforms (e.g., Brennan, 2021; Roque & Rusk,
2019). Over time, these competences often extended into offline contexts, strengthening adolescents' confidence in navigating re-
lationships and challenges beyond digital spaces (e.g., West et al., 2023; Winstone et al., 2021). Hammond et al.’s (2024)
meta-ethnography described this as a Yin-Yang relationship between online risks and opportunities. Similarly, research with young
people aged 12-22 experiencing mental health difficulties found that experimentation and peer learning online helped them develop
skills that supported flourishing (Livingstone et al., 2025).

Relatedness emerged as a central and pervasive need supported through online engagement, particularly through subthemes
relating to support, belonging, and connection with similar others (Sub-themes 3.1-3.2). Adolescents consistently described online
platforms as vital spaces for belonging, connection and support, particularly when such connections were limited or unavailable offline
(Craig et al., 2025; McInroy, 2020). These spaces transcended geographic boundaries, enabling young people to find like-minded peers
and build support networks (e.g., Abolfathi et al., 2022; Andersson et al., 2015). This aligns with Marciano and Viswanath's (2023)
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finding that having multiple people to turn to when feeling lonely was the social media experience most strongly associated with
adolescent flourishing. Adolescents highlighted the affordances of online technologies as key to fostering these connections, describing
them as more inclusive, less judgmental, and less confrontational. Such benefits were especially significant for underrepresented
adolescents, who often face exclusion in offline contexts (e.g., Hanckel & Morris, 2014; Paceley et al., 2022). Odgers and Jensen's
(2020) review similarly emphasised the benefits of social media for vulnerable adolescents and suggested these could be enhanced
further through improved digital platform design. For educational research, this highlights the importance of conceptualising digital
environments as informal learning ecologies that can expand adolescents' opportunities for participation, inclusion, and peer-to-peer
learning, particularly for those underrepresented in traditional school contexts (Sangra et al., 2019).

Taken together, the findings suggest that autonomy, competence, and relatedness worked together within adolescents’ online
experiences, rather than operating as separate processes. This pattern aligns with SDT, which conceptualises autonomy, competence,
and relatedness as complementary and mutually supportive psychological needs, such that their satisfaction is most conducive to
wellbeing when experienced together rather than in isolation (Ryan & Deci, 2017). For example, Subtheme 2.2 (social confidence)
intersected with Theme 3.2 (finding people like me), as being around people who felt “like me” created emotionally safe spaces where
adolescents could practise communication and gradually build confidence. Similarly, Subtheme 1.1 (autonomy through
self-expression) overlapped with Subtheme 3.3 (authenticity and closeness), where having choice over how and when to express
oneself supported more genuine and emotionally open relationships. A further intersection was evident between Subtheme 1.3 (agency
through expanded access) and Subtheme 3.4 (local and global connections), as increased social reach enabled adolescents to choose
environments where they could both connect with others and feel capable of navigating diverse social contexts. Rather than fulfilling a
single psychological function, online environments operated as multifaceted spaces in which adolescents could simultaneously satisfy
needs for autonomy, competence, and relatedness in ways that supported their overall flourishing.

4.2. Practical implications

4.2.1. Implications for policy

Drawing directly on the synthesised qualitative findings, several implications for policy and practice emerge. Findings highlight the
centrality of social connection in adolescent flourishing online, consistent with the interdependence of SDT's three psychological needs
(Kluwer et al., 2020; Ryan & Deci, 2017). As adolescents, particularly those from marginalised groups, describe online environments as
critical sites of socialisation, blanket restrictions on access risk undermining key pathways to wellbeing by limiting access to important
support networks.

Instead, there is a need to develop policies and regulatory approaches that prioritise safe, equitable, and inclusive digital envi-
ronments. This includes shifting from approaches that seek to protect young people from online spaces towards those that protect them
within these environments, allowing them to connect and participate alongside appropriate safeguards (Dezuanni et al., 2023).

4.2.2. Implications for practice (educators and practitioners)

For educators and practitioners, these findings highlight the breadth of ways adolescents use online spaces for self-expression, self-
discovery, and support. This involves working with, rather than restricting, adolescents’ digital practices and supporting them to
maximise benefits while mitigating potential harms.

In the included studies, these benefits were often linked not just to internet use, but to adolescents’ media literacy capabilities,
including their ability to actively curate online environments (e.g., Liang et al., 2023). Accordingly, practice should focus on building
these capabilities by supporting young people to critically evaluate online content, make informed decisions about engagement, and
shape their digital environments in ways that support their wellbeing (Gordon et al., 2025).

4.2.3. Implications for curriculum and pedagogy

For curriculum and pedagogy, findings underscore the importance of embedding flourishing-oriented approaches into digital lit-
eracy and citizenship education. From a Self-Determination Theory perspective, this involves designing learning experiences that
actively support autonomy through choice and self-directed digital engagement, competence through purposeful use of digital tools
and skill development, and relatedness through fostering respectful online interaction and a sense of belonging. Together, these el-
ements support motivation, wellbeing, and healthy development in digital contexts (Ryan, 2023; Ryan & Deci, 2017, 2020). Practi-
cally, this can include creating opportunities for collaborative digital projects, integrating creative uses of online tools, and recognising
students’ digital identities as part of their learning journeys.

4.3. Theoretical implications

Similar to Valkenburg et al. (2022), this review challenges dichotomous perspectives that frame digital engagement as either active
or passive; positive or negative. Even seemingly passive practices such as scrolling can actively support flourishing when adolescents
intentionally manipulate algorithms to align content with personal values and goals. From an SDT perspective, what matters is not the
activity itself but the degree of autonomous self-regulation underlying it (Ryan & Deci, 2020). Scrolling experienced as volitional,
interest driven, and aligned with personal values is more likely to support need satisfaction than scrolling experienced as habitual or
compulsive. This distinction is relevant for both research design and pedagogy. Supporting adolescents to engage with digital content
reflectively and purposefully, rather than reactively, may be key to ensuring that online engagement supports rather than undermines
flourishing. Moreover, as the current findings demonstrated, intentionally scrolling can satisfy all three basic psychological needs. For
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example, adolescents may choose to scroll as a means to regulate emotions (autonomy), discover creative inspiration (competence),
and foster local and global connections (relatedness).

For education research, these findings underscore the importance of theorising digital engagement as a complex, situated learning
process. These findings emphasise the importance of examining how the affordances of online platforms support or undermine ado-
lescents' psychosocial, emotional, developmental and informal educational needs. This is pertinent given that SDT asserts that need-
supportive environments are essential for promoting optimal development, whereas need-thwarting environments threaten healthy
development (Ryan & Deci, 2019). Importantly, because need satisfaction in adolescence has long-term cascading effects into
adulthood (National Academies of Sciences, Engineering, and Medicine, 2019), the school years represent a critical period in which
educational environments, both physical and digital, can influence flourishing trajectories. Longitudinal SDT research shows that the
quality of need-supportive experiences during formative periods influences enduring motivational orientations, psychological well-
being, and relational capacities (Ryan, 2023; Ryan & Deci, 2017). Understanding adolescents’ digital contexts is therefore theoretically
important for appreciating how flourishing can be supported over time.

While the synthesis focused on positive experiences, the findings also point to the dual nature of digital experiences: the same
affordances that support flourishing may also expose adolescents to risks. SDT's dual-process model draws a clear theoretical
distinction between need satisfaction and need frustration. These are not opposite ends of a single continuum but functionally in-
dependent processes with distinct developmental consequences (Bong et al., 2024; Ryan & Deci, 2019). Within digital environments,
this distinction has practical significance, the same platform affordance, such as anonymity, may simultaneously support need
satisfaction (enabling authentic self-expression) and frustrate it (reducing accountability and relational depth). Need satisfaction and
need frustration can therefore operate concurrently, with multiple needs potentially being supported and thwarted at the same time.
Future research should therefore examine how basic psychological needs are simultaneously satisfied and thwarted across digital
contexts online, rather than treating flourishing and harm as mutually exclusive outcomes.

Applying SDT in this way offers a valuable framework for education researchers seeking to understand adolescents' digital lives. It
highlights the need for theoretical models that examine flourishing in informal digital contexts. Future theoretical work could examine
how adolescents’ basic psychological needs are simultaneously satisfied and thwarted across school-based and non-school digital
environments.

Finally, while SDT provides a coherent framework for understanding adolescent flourishing, it is not without limitations. For
example, it's primary focus on individual psychological needs may underrepresent the broader socio-cultural and contextual influences
shaping digital experiences beyond individual-level motivation. Complementary perspectives, such as Bronfenbrenner's (1979)
ecological systems theory and media literacy (Hobbs, 2026; Rasi et al., 2019), may therefore deepen understanding of adolescents'
digital flourishing. Ecological system's theory highlights how development is shaped by interconnected systems, ranging from im-
mediate contexts such as family relationships to broader institutional and policy contexts (Holmarsdottir et al., 2024). In addition,
media literacy is a lifelong educational process that supports individuals to navigate and critically engage with media across diverse
contexts (Hobbs, 2026; Rasi et al., 2019). Emerging research has begun to explore links between media literacy and wellbeing,
although further work is needed to better understand this relationship (Gordon et al., 2025).

4.4. Strengths and limitations of the review

A key strength of this review lies in centring adolescent voices, an approach recognised as essential for developing policies that are
responsive to adolescents’ lived realities (Chhabra et al., 2025). The synthesis also incorporated perspectives from adolescents of
diverse genders, extending beyond earlier reviews that only included male and female participants (e.g., Marciano et al., 2024). This
contribution was valuable for capturing the experiences of adolescents who may experience marginalisation.

Another strength of the review was the comprehensive and holistic search strategy, conceptualising wellbeing using a wide range of
terms, thereby ensuring a thorough exploration of relevant literature. It also extended beyond examining social media use to capture
the myriad ways in which adolescents experience autonomy, competence, and relatedness through online interactions.

Nevertheless, several limitations must be acknowledged. First, by focusing on flourishing through the SDT lens, studies that
conceptualised wellbeing differently may have been overlooked. Second, our emphasis on positive experiences excludes harms that
can undermine adolescent flourishing and broader wellbeing. Although some included studies addressed both positive and negative
experiences, the latter were beyond our scope. These include cyberbullying and online harassment, exposure to harmful or sexualised
content, and psychological distress linked to social comparison, discrimination, or excessive use (e.g., depression, anxiety, and sleep
disruption) (e.g., Abolfathi et al., 2022; Fisher et al., 2024; Gillespie-Smith et al., 2021). Adolescents’ online experiences are shaped by
context and available supports, with vulnerable young people more likely to encounter escalating risks, highlighting the importance of
strengthening protective environments rather than relying solely on restriction (Hammond et al., 2024). Third, as with all
meta-syntheses, our analysis relied on interpretations provided in the original studies; while these were critically examined, we were
not able to probe underlying meanings or contexts directly with adolescents.

4.5. Directions for future research

Mixed-methods designs that combine qualitative accounts with validated measures, such as the Digital Flourishing Scale
(Janicke-Bowles et al., 2023), could provide more robust insights into how digital experiences map onto SDT's three basic needs.
Particular attention should be paid to the role of AI, which was included as a search term but not represented in the studies reviewed.

Given adolescents' increasing engagement with Al-driven systems, both indirectly through algorithmic curation, and directly through
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tools such as chatbots and adaptive learning platforms (Strielkowski et al., 2025), this represents a significant gap. Finally, future
research should explore how the affordances of digital technologies can both support and hinder flourishing, providing a more
nuanced and balanced understanding of how adolescents navigate online risks and opportunities, as well as informing potential policy
interventions.

Declaration of generative Al in scientific writing

During the preparation of this manuscript, the authors used ChatGPT at the proofreading stage to improve readability. All content
was subsequently reviewed and edited by the authors, who take full responsibility for the final published version.

Declaration of competing interest

The authors declare that they have no known competing financial interests or personal relationships that could have appeared to
influence the work reported in this paper.

Acknowledgements

The authors would like to acknowledge Emma Stenz for conducting the forward and backward citation searches and assisting with
the formatting of the supplementary files.

Appendix A. Supplementary data

Supplementary data to this article can be found online at https://doi.org/10.1016/j.edurev.2026.100808.

Data availability

Data will be made available on request.

References

Note. References marked with an asterisk (*) were included in the meta-synthesis.

* Abolfathi, M., Dehdari, T., Zamani-Alavijeh, F., Taghdisi, M. H., Ashtarian, H., Rezaei, M., & Irandoost, S. F. (2022). Identification of the opportunities and threats of
using social media among Iranian adolescent girls. Heliyon, 8(4), Article e09224. https://doi.org/10.1016/j.heliyon.2022.e09224.

Allsop, Y. (2024). Setting the social media stage: A narrative review of the role of theory and research in understanding adolescent online sexual health information-
seeking. Sexes, 5(4), 544-578. https://doi.org/10.3390/sexes5040037

* Andersson, A., Bohlin, M., Lundin, L., & Sorbring, E. (2015). Adolescents' self-defining internet experiences. In Technology and youth: Growing up in a digital world
(Vol. 19, pp. 105-132). Emerald Group Publishing Limited. https://doi.org/10.1108/51537-466120150000019004.

Appel, M., Marker, C., & Gnambs, T. (2020). Are social media ruining our lives? A review of meta-analytic evidence. Review of General Psychology, 24(1), 60-74.
https://doi.org/10.1177/1089268019880891

Australian Curriculum, Assessment and Reporting Authority (ACARA). (2025). Understand this general capability — Digital literacy. Australian Curriculum. https://www.
australiancurriculum.edu.au/curriculum-information/understand-this-general-capability /digital-literacy.

* Babbage, D. R., van Kessel, K., Terraschke, A., Drown, J., & Elder, H. (2020). Attitudes of rural communities towards the use of technology for health purposes in
New Zealand: A focus group study. BMJ Open, 10(6). https://doi.org/10.1136/bmjopen-2020-037892.

National Academies of Sciences, Engineering, and Medicine. (2019). In E. P. Backes, & R. J. Bonnie (Eds.), The promise of adolescence: Realizing opportunity for all youth.
National Academies Press. https://doi.org/10.17226/25388.

* Bannon, S., McGlynn, T., McKenzie, K., & Quayle, E. (2015). The positive role of internet use for young people with additional support needs: Identity and
connectedness. Computers in Human Behavior, 53, 504-514. https://doi.org/10.1016/j.chb.2014.11.099.

* Barcelos, R. H., & Rossi, C. A. V. (2014). Paradoxes and strategies of social media consumption among adolescents. Young Consumers, 15(4), 275-295. https://doi.
org/10.1108/YC-10-2013-00408.

“ Bell, B. T. (2019). “You take fifty photos, delete forty nine and use one”: A qualitative study of adolescent image-sharing practices on social media. International
Journal of Child-Computer Interaction, 20, 64-71. https://doi.org/10.1016/].ijcci.2019.03.002.

* Bengtsson, T. T., Bom, L. H., & Fynbo, L. (2021). Playing apart together: Young people's online gaming during the COVID-19 lockdown. Young, 29(4_suppl),
S$65-S80. https://doi.org/10.1177/11033088211032018.

“ Bengtsson, T. T., & Jensen, K. H. (2024). Exploring digital/non-digital entanglements through everyday practice connections in young people's gaming. Cultural
Sociology. https://doi.org/10.1177/17499755241259927.

* Berger, M. N,, Taba, M., Marino, J. L., Lim, M. S. C., Cooper, S. C., Lewis, L., Albury, K., Chung, K. S. K., Bateson, D., & Skinner, S. R. (2021). Social media's role in
support networks among LGBTQ adolescents: A qualitative study. Sexual Health, 18(5), 421-431. https://doi.org/10.1071/SH21110.

Bong, J. Y., Cho, K., Liu, Z., & He, D. (2024). A dual-process motivation mediation model to explain female high school students' cognitive engagement and
disengagement in emergency remote teaching and online learning in South Korea. British Journal of Educational Technology, 55(3), 1020-1040. https://doi.org/
10.1111/bjet.13415

Bonnie, R. J., Backes, E. P., Alegria, M., Diaz, A., & Brindis, C. D. (2019). Fulfilling the promise of adolescence: Realizing opportunity for all youth. Journal of
Adolescent Health, 65(4), 440-442. https://doi.org/10.1016/j.jadohealth.2019.07.018

Booth, A., Sutton, A., Clowes, M., & Martyn-St James, M. (2022). Systematic approaches to a successful literature review (3rd ed.). SAGE.

* Borca, G., Bina, M., Keller, P. S., Gilbert, L. R., & Begotti, T. (2015). Internet use and developmental tasks: Adolescents' point of view. Computers in Human Behavior,
52, 49-58. https://doi.org/10.1016/j.chb.2015.05.029.

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative Research in Sport, Exercise and Health, 11(4), 589-597. https://doi.org/10.1080/
2159676X.2019.1628806

17



C.S. Gordon et al. Educational Research Review 52 (2026) 100808

Braun, V., & Clarke, V. (2022). Thematic analysis: A practical guide to understanding and doing (1st ed.). SAGE.

* Brennan, K. (2021). How kids manage self-directed programming projects: Strategies and structures. The Journal of the Learning Sciences, 30(4-5), 576-610.
https://doi.org/10.1080/10508406.2021.1936531.

Bronfenbrenner, U. (1979). The ecology of human development: Experiments by nature and design. Harvard University Press.

* Brown, T. M. (2014). “I just want to work hard™: Self-efficacy and the social contexts in adolescents' ICT use. Youth & Society, 46(6), 853-874. https://doi.
org/10.1177/0044118X12455026.

Burns, T., & Gottschalk, F. (Eds.). (2019). Educating 21st century children: Emotional well-being in the digital age. OECD Publishing. https://doi.org/10.1787/b7{33425-
en.

* Carlquist, E., Prgitz, L., & Roen, K. (2019). Streams of fun and cringe: Talking about Snapchat as mediated affective practice. Subjectivity, 12(3), 228-246.
https://doi.org/10.1057/541286-019-00074-9.

Cataldo, I., Lepri, B., Neoh, M. J. Y., & Esposito, G. (2021). Social media usage and development of psychiatric disorders in childhood and adolescence: A review.
Frontiers in Psychiatry, 11, Article 508595. https://doi.org/10.3389/fpsyt.2020.508595

* Chalmers, K., Smith, M., Moreno, M., & Malik, F. (2022). “It got likes, but I don't think people understood: A qualitative study of adolescent experiences discussing
type 1 diabetes on social media. Journal of Diabetes Science and Technology, 16(4), 858-865. https://doi.org/10.1177/1932296820965588.

Chaves, C. (2021). Wellbeing and flourishing. In M. L. Kern, & M. L. Wehmeyer (Eds.), The Palgrave handbook of positive education (pp. 284-309). Springer. https://doi.
org/10.1007/978-3-030-64537-3_11.

Chhabra, J., Pilkington, V., Benakovic, R., Wilson, M. J., La Sala, L., & Seidler, Z. (2025). Social media and youth mental health: Scoping review of platform and policy
recommendations. Journal of Medical Internet Research, 27, Article €72061. https://doi.org/10.2196/72061

* Craig, S. L., Brooks, A. S., Doll, K., Eaton, A. D., Mclnroy, L. B., & Hui, J. (2025). Processes and manifestations of digital resilience: Video and textual insights from
sexual and gender minority youth. Journal of Adolescent Research, 40(2), 386-412. https://doi.org/10.1177/07435584221144958.

Critical Appraisal Skills Programme. (2018). CASP qualitative checklist. CASP. https://casp-uk.net/casp-tools-checklists/.

* Daneels, R., Vandebosch, H., & Walrave, M. (2020). “Just for fun?”: An exploration of digital games' potential for eudaimonic media experiences among Flemish
adolescents. Journal of Children and Media, 14(3), 285-301. https://doi.org/10.1080/17482798.2020.1727934.

* Daniels, S. R., Yang, C.-C., Toohey, S. J., & Willard, V. W. (2021). Perspectives on social media from adolescents and young adults with cancer. Journal of Pediatric
Oncology Nursing, 38(4), 225-232. https://doi.org/10.1177/1043454221992319.

Dezuanni, M., Rodriguez, A., Sefton-Green, J., Leaver, T., Bunn, A., Potter, A., Farthing, R., Hourigan, A., Pangrazio, L., Mannell, K., Corser, K., Bennett, S., Levido, A.,
Zhao, X., Ng, R., Healy, G., & Willett, R. (2023). Digital Child Working paper 2023-11: Manifesto for a better children's internet. Australian Research Council Centre of
Excellence for the Digital Child, Queensland University of Technology.

Dickson, K., Richardson, M., Kwan, 1., MacDowall, W., Burchett, H., Stansfield, C., Brunton, G., Sutcliffe, K., & Thomas, J. (2018). Screen-based activities and children
and young people's mental health: A systematic map of reviews. EPPI-Centre, Social Science Research Unit, UCL Institute of Education, University College London.

Douglas, A. C., Mills, J. E., Niang, M., Stepchenkova, S., Byun, S., Ruffini, C., Lee, S. K., Loutfi, J., Lee, J.-K., Atallah, M., & Blanton, M. (2008). Internet addiction:
Meta-synthesis of qualitative research for the decade 1996-2006. Computers in Human Behavior, 24(6), 3027-3044. https://doi.org/10.1016/j.chb.2008.05.009

Duggan, M., Ellison, N. B., Lampe, C., Lenhart, A., & Madden, M. (2015). Social media update 2014. Pew Research Center. https://www.pewresearch.org/internet/
2015/01/09/social-media-update-2014/.

* Dunne, J. H., Black, L., Anderton, M., Nanda, P., Banwell, E., Butters, L. C., Demkowicz, O., Davies, J., Davidson, B., Qualter, P., Humphrey, N., Jay, C., &
Panayiotou, M. (2025). Identifying relevant dimensions to the measurement of adolescent social media experience via focus groups with young people. Collabra:
Psychology, 11(1). https://doi.org/10.1525/collabra.129669.

* Ellison, T. L. (2017). Digital participation, agency, and choice: An African American youth's digital storytelling about minecraft. Journal of Adolescent & Adult
Literacy, 61(1), 25-35. https://doi.org/10.1002/jaal.645.

eSafety Commissioner. (2024). Social media age restrictions. Australian Government, eSafety Commissioner. https://www.esafety.gov.au/about-us/industry-
regulation/social-media-age-restrictions.

* Escobar-Viera, C. G., Choukas-Bradley, S., Sidani, J., Maheux, A. J., Roberts, S. R., & Rollman, B. L. (2022). Examining social media experiences and attitudes toward
technology-based interventions for reducing social isolation among LGBTQ youth living in rural United States: An online qualitative study. Frontiers in Digital
Health, 4. https://doi.org/10.3389/fdgth.2022.900695.

* Fisher, C. B., Tao, X., & Ford, M. (2024). Social media: A double-edged sword for LGBTQ+ youth. Computers in Human Behavior, 156. https://doi.org/10.1016/j.
chb.2024.108194.

* Forsyth, S. R., Chesla, C. A., Rehm, R. S., & Malone, R. E. (2017). “it feels more real”: An interpretive phenomenological study of the meaning of video games in
adolescent lives. Advances in Nursing Science, 40(4), E1-E17. https://doi.org/10.1097/ANS.0000000000000183.

* Gallup, J., Serianni, B., Duff, C., & Gallup, A. (2016). An exploration of friendships and socialization for adolescents with autism engaged in massively multiplayer
online role-playing games (MMORPG). Education and Training in Autism and Developmental Disabilities, 51(3), 223-237.

* Gillespie-Smith, K., Hendry, G., Anduuru, N., Laird, T., & Ballantyne, C. (2021). Using social media to be ‘social’: Perceptions of social media benefits and risk by
autistic young people, and parents. Research in Developmental Disabilities, 118. https://doi.org/10.1016/j.ridd.2021.104081.

Gjerstad, S. F., Nordin, L., Poulsen, S., Spadaro, E. F. A,, & Palic, S. (2024). How is trauma-focused therapy experienced by adults with PTSD? A systematic review of
qualitative studies. BMC Psychology, 12, 135. https://doi.org/10.1186/540359-024-01588-x

* Goodyear, V. A., Armour, K. M., & Wood, H. (2019). Young people learning about health: The role of apps and wearable devices. Learning, Media and Technology, 44
(2), 193-210. https://doi.org/10.1080/17439884.2019.1539011.

Gordon, C. S., Ferber, K., Notley, T., Rodgers, R. F., Bradshaw, E. L., Basarkod, G., Anderson, J., McLean, S. A., Mizzi, S., Jarman, H. K., Dickson, J., Sanders, T.,
Slater, A., Pearson, E., & Dicke, T. (2025). The relationship between media literacy and well-being: A systematic review and meta-analysis. Educational Research
Review, 49, Article 100731. https://doi.org/10.1016/j.edurev.2025.100731. Article.

Gudka, M., Gardiner, K. L. K., & Lomas, T. (2023). Towards a framework for flourishing through social media: A systematic review of 118 research studies. The Journal
of Positive Psychology, 18(1), 86-105. https://doi.org/10.1080/17439760.2021.1991447

Haddon, L. (1993). Interactive games. In P. Hayward, & J. Wollen (Eds.), Future vision: New technologies of the screen (pp. 123-147). British Film Institute.

Hammond, S. P., Polizzi, G., Duddy, C., Bennett-Grant, Y., & Bartholomew, K. J. (2024). Children's, parents' and educators' understandings and experiences of digital
resilience: A systematic review and meta-ethnography. New Media & Society, 26(5). https://doi.org/10.1177/14614448221136694

* Hanckel, B., & Morris, A. (2014). Finding community and contesting heteronormativity: Queer young people's engagement in an Australian online community.
Journal of Youth Studies, 17(7), 872-886. https://doi.org/10.1080/13676261.2013.878792.

* Hjetland, G. J., Schgnning, V., Hella, R. T., Veseth, M., & Skogen, J. C. (2021). How do Norwegian adolescents experience the role of social media in relation to
mental health and well-being: A qualitative study. BMC Psychology, 9(1). https://doi.org/10.1186/540359-021-00582-x.

Hobbs, R. (2026). Media literacy in action: Questioning the media (2nd ed.). Rowman & Littlefield.

Holmarsdottir, H., Seland, 1., Hyggen, C., & Roth, M. (Eds.). (2024). Understanding the everyday digital lives of children and young people. Springer. https://doi.org/
10.1007/978-3-031-46929-9.

“ Holmberg, C., Berg, C., Dahlgren, J., Lissner, L., & Chaplin, J. E. (2019). Health literacy in a complex digital media landscape: Pediatric obesity patients' experiences
with online weight, food, and health information. Health Informatics Journal, 25(4), 1343-1357. https://doi.org/10.1177/1460458218759699.

“ Hughes, C. N., & Nguyen, L. (2024). Socialization via online gaming: Perspectives of five autistic adolescents and their parents. Journal of Child and Family Studies, 33
(3), 777-792. https://doi.org/10.1007/s10826-023-02727-5.

* Hynan, A., Goldbart, J., & Murray, J. (2015). A grounded theory of internet and social media use by young people who use augmentative and alternative
communication (AAC). Disability & Rehabilitation, 37(17), 1559-1575. https://doi.org/10.3109/09638288.2015.1056387.

Jandri¢, P., Knox, J., Besley, T., Ryberg, T., Suoranta, J., & Hayes, S. (2018). Postdigital science and education. Educational Philosophy and Theory, 50(10), 893-899.
https://doi.org/10.1080/00131857.2018.1454000

18



C.S. Gordon et al. Educational Research Review 52 (2026) 100808

Janicke-Bowles, S. H., Buckley, T. M., Rey, R., Wozniak, T., Meier, A., & Lomanowska, A. (2023). Digital flourishing: Conceptualizing and assessing positive
perceptions of mediated social interactions. Journal of Happiness Studies, 24(3), 991-1014. https://doi.org/10.1007/510902-023-00619-5

Jensen, M., George, M. J., Russell, M. R., & Odgers, C. L. (2019). Young adolescents' digital technology use and mental health symptoms: Little evidence of
longitudinal or daily linkages. Clinical Psychological Science, 7(6), 1416-1433. https://doi.org/10.1177/2167702619859336

* Johnson, N. F., & Francis, Z. (2022). Positive family relationships in a digital age: Hearing the voice of young people. Children & Society, 36(5), 933-948. https://doi.
org/10.1111/chso.12548.

* Kasperski, R., & Blau, I. (2023). Social capital in high-schools: Teacher-student relationships within an online social network and their association with in-class
interactions and learning. Interactive Learning Environments, 31(2), 955-971. https://doi.org/10.1080/10494820.2020.1815220.

* Keles, B., Grealish, A., & Leamy, M. (2024). The beauty and the beast of social media: An interpretative phenomenological analysis of the impact of adolescents'
social media experiences on their mental health during the Covid-19 pandemic. Current Psychology, 43(1), 96-112. https://doi.
0org/10.1007/512144-023-04271-3.

* Kline, M., Metcalf, A. M., Patel, E., Chang, E. L., & Nguyen, M. B. (2023). Adolescent experiences with social media and suicidality. Academic Pediatrics, 23(4),
755-761. https://doi.org/10.1016/j.acap.2022.09.020.

Kluwer, E. S., Karremans, J. C., Riedijk, L., & Knee, C. R. (2020). Autonomy in relatedness: How need fulfillment interacts in close relationships. Personality and Social
Psychology Bulletin, 46(4), 603-616. https://doi.org/10.1177/0146167219867964

* Kruskopf, M., Hakkarainen, K., Li, S., & Lonka, K. (2021). Lessons learned on student engagement from the nature of pervasive socio-digital interests and related
network participation of adolescents. Journal of Computer Assisted Learning, 37(2), 521-541. https://doi.org/10.1111/jcal.12506.

Kucirkova, N., Livingstone, S., & Radesky, J. (2024). Advancing the understanding of children's digital engagement: Responsive methodologies and ethical
considerations in psychological research. Frontiers in Psychology, 15, Article 1285302. https://doi.org/10.3389/fpsyg.2024.1285302

* Lai, C., & Cai, S. (2023). The nature of social media use and ethnic minorities' acculturation. International Journal of Intercultural Relations, 96. https://doi.
org/10.1016/j.ijintrel.2023.101852.

Landis, J. R., & Koch, G. G. (1977). The measurement of observer agreement for categorical data. Biometrics, 33(1), 159-174. https://doi.org/10.2307/2529310

* Le Bourdon, M. (2025). # globaljustice?: Social media, pedagogy, and activism. International Studies Perspectives, 26(2), 145-165. https://doi.
org/10.1093/isp/ekae011.

* Leurs, K. (2014). Digital throwntogetherness: Young londoners negotiating urban politics of difference and encounter on Facebook. Popular Communication, 12(4),
251-265. https://doi.org/10.1080/15405702.2014.960569.

“Levine, D. T., & Stekel, D. J. (2016). So why have you added me? Adolescent girls' technology-mediated attachments and relationships. Computers in Human Behavior,
63, 25-34. https://doi.org/10.1016/j.chb.2016.05.011.

* Liang, E., Kutok, E. R., Rosen, R. K., Burke, T. A., & Ranney, M. L. (2023). Effects of social media use on connectivity and emotions during pandemic-induced school
closures: Qualitative interview study among adolescents. JMIR Mental Health, 10. https://doi.org/10.2196/37711.

Livingstone, S. M. (2002). Young people and new media: Childhood and the changing media environment. SAGE.

Livingstone, S., Jessen, R. S., Stoilova, M., Sténicke, L. I., Graham, R., Staksrud, E., & Jensen, T. (2025). Can platform literacy protect vulnerable young people against the
risky affordances of social media platforms? Information, Communication & Society. Advance online publication. https://doi.org/10.1080/1369118X.2025.2518254

Livingstone, S., & Sylwander, K. R. (2025). There is no right age! the search for age-appropriate ways to support children's digital lives and rights. Journal of Children
and Media, 19(1), 6-12. https://doi.org/10.1080/17482798.2024.2435015

* Lucero, L. (2017). Safe spaces in online places: Social media and LGBTQ youth. Multicultural Education Review, 9(2), 117-128. https://doi.
org/10.1080/2005615X.2017.1313482.

* Liiders, M. (2025). Experience machines for well-being? Understanding how social media entertainment matters for teens. Media, Culture & Society, 47(1), 154-170.
https://doi.org/10.1177/01634437241276122.

* Mahdizadeh, M., Solhi, M., Ebadifard Azar, F., Taghipour, A., & Asgharnejad Farid, A. (2017). Psychosocial experiences of the internet in a group of adolescents: A
qualitative content analysis. Medical Journal of the Islamic Republic of Iran, 31(1), 263-270. https://doi.org/10.14196/mjiri.31.46.

* Mao, J. (2014). Social media for learning: A mixed methods study on high school students' technology affordances and perspectives. Computers in Human Behavior,
33, 213-223. https://doi.org/10.1016/j.chb.2014.01.002.

* Maor, D., & Mitchem, K. (2020). Hospitalized adolescents' use of mobile technologies for learning, communication, and well-being. Journal of Adolescent Research, 35
(2), 225-247. https://doi.org/10.1177/0743558417753953.

* Marchi, R., & Clark, L. S. (2021). Social media and connective journalism: The formation of counterpublics and youth civic participation. Journalism, 22(2),
285-302. https://doi.org/10.1177/1464884918807811.

Marciano, L., Lin, J., Sato, T., Saboor, S., & Viswanath, K. (2024). Does social media use make us happy? A meta-analysis on social media and positive well-being
outcomes. SSM - Mental Health, 6, Article 100331. https://doi.org/10.1016/j.ssmmh.2024.100331

Marciano, L., & Viswanath, K. (2023). Social media use and adolescents' well-being: A note on flourishing. Frontiers in Psychology, 14, Article 1092109. https://doi.
org/10.3389/fpsyg.2023.1092109

* Mclnroy, L. B. (2020). Building connections and slaying basilisks: Fostering support, resilience, and positive adjustment for sexual and gender minority youth in
online fandom communities. Information, Communication & Society, 23(13), 1874-1891. https://doi.org/10.1080/1369118X.2019.1623902.

* Mclnroy, L. B., & Craig, S. L. (2020). “It's like a safe haven fantasy world”: Online fandom communities and the identity development activities of sexual and gender
minority youth. Psychology of Popular Media, 9(2), 236-246. https://doi.org/10.1037/ppm0000234.

* McLean, J., Southerton, C., & Lupton, D. (2024). Young people and TikTok use in Australia: Digital geographies of care in popular culture. Social & Cultural
Geography, 25(5), 795-813. https://doi.org/10.1080/14649365.2023.2230943.

Modecki, K. L., Goldberg, R. E., Wisniewski, P., & Orben, A. (2022). What is digital parenting? A systematic review of past measurement and blueprint for the future.
Perspectives on Psychological Science, 17(6), 1673-1691. https://doi.org/10.1177/17456916211072458

* Moran, C., & Mapedzahama, V. (2021). Afrocentric digital belonging: Perspectives from black African young people in Australia. The Australasian Review of African
Studies, 42(2), 26-53.

National Centre for Computing Education. (2021). Digital literacy within the computing curriculum. https://static.teachcomputing.org/Digital-Literacy-Within-the-
Computing-Curriculum.pdf.

Notley, T. (2009). Young people, online networks, and social inclusion. Journal of Computer-Mediated Co ication, 14(4), 1208-1227. https://doi.org/10.1111/
j.1083-6101.2009.01487.x

Odgers, C. L., & Jensen, M. R. (2020). Adolescent mental health in the digital age: Facts, fears, and future directions. Journal of Child Psychology and Psychiatry, 61(3),
336-348. https://doi.org/10.1111/jcpp.13190

OECD. (2024). OECD digital economy outlook 2024 (Vol. 2): Strengthening connectivity, innovation and trust. OECD Publishing. https://doi.org/10.1787/3adf705b-en

Olmos-Vega, F. M., Stalmeijer, R. E., Varpio, L., & Kahlke, R. (2022). A practical guide to reflexivity in qualitative research: AMEE Guide No. 149. Medical Teacher, 44
(3), 241-251. https://doi.org/10.1080/0142159X.2022.2057287

Orben, A. (2020). The Sisyphean cycle of technology panics. Perspectives on Psychological Science, 15(5), 1143-1157. https://doi.org/10.1177/1745691620919372

* O'Reilly, M. (2020). Social media and adolescent mental health: The good, the bad and the ugly. Journal of Mental Health, 29(2), 200-206. https://doi.
org/10.1080,/09638237.2020.1714007.

“ O'Reilly, M., Dogra, N., Hughes, J., Reilly, P., George, R., & Whiteman, N. (2019). Potential of social media in promoting mental health in adolescents. Health
Promotion International, 34(5), 981-991. https://doi.org/10.1093/heapro/day056.

* O'Reilly, M., Levine, D., Donoso, V., Voice, L., Hughes, J., & Dogra, N. (2023). Exploring the potentially positive interaction between social media and mental health:
The perspectives of adolescents. Clinical Child Psychology and Psychiatry, 28(2), 668-682. https://doi.org/10.1177/13591045221106573.

* O'Reilly, M., Levine, D., & Law, E. (2021). Applying a “digital ethics of care” philosophy to understand adolescents' sense of responsibility on social media. Pastoral
Care in Education, 39(2), 91-107. https://doi.org/10.1080/02643944.2020.1774635.

19



C.S. Gordon et al. Educational Research Review 52 (2026) 100808

* Paceley, M. S., Goffnett, J., Sanders, L., & Gadd-Nelson, J. (2022). “Sometimes you get married on Facebook™: The use of social media among nonmetropolitan sexual
and gender minority youth. Journal of Homosexuality, 69(1), 41-60. https://doi.org/10.1080/00918369.2020.1813508.

Page, M. J., McKenzie, J. E., Bossuyt, P. M., Boutron, 1., Hoffmann, T. C., Mulrow, C. D., Shamseer, L., Tetzlaff, J. M., Akl, E. A., Brennan, S. E., Chou, R., Glanville, J.,
Grimshaw, J. M., Hrobjartsson, A., Lalu, M. M., Li, T., Loder, E. W., Mayo-Wilson, E., McDonald, S., ... Moher, D. (2021). The PRISMA 2020 statement: An
updated guideline for reporting systematic reviews. BMJ, 372, n71. https://doi.org/10.1136/bmj.n71

Parent, N. (2023). Basic need satisfaction through social media engagement: A developmental framework for understanding adolescent social media use. Human
Development, 67(1), 1-17. https://doi.org/10.1159/000529449

* Paudel, R., & Rana, K. (2022). How secondary students develop multi-task and collaborative skills through online video games: A case of Nepal. International Journal
of Education and Development using Information and Communication Technology, 18(2), 127-142.

* Pavlopoulou, G., Usher, C., & Pearson, A. (2022). ‘I can actually do it without any help or someone watching over me all the time and giving me constant
instruction’: Autistic adolescent boys' perspectives on engagement in online video gaming. British Journal of Developmental Psychology, 40(4), 557-571.
https://doi.org/10.1111/bjdp.12424.

* Pellegrino, R., & Patlamazoglou, L. (2024). Exploring the experiences of young LGBTQA+ Australians' use of offline and online peer support. Journal of
Homosexuality, 1-23. https://doi.org/10.1080/00918369.2024.2440375.

* Pereira, S., Fillol, J., & Moura, P. F. R. de (2019). Young people learning from digital media outside of school: The informal meets the formal. Comunicar, 27(58),
41-50. https://doi.org/10.3916/C58-2019-04.

Pew Research Center. (2024). Teens, social media and technology 2024. https://www.pewresearch.org/internet/2024/12/12/teens-social-media-and-technology-
2024/.

Popat, A., & Tarrant, C. (2023). Exploring adolescents' perspectives on social media and mental health and well-being: A qualitative literature review. Clinical Child
Psychology and Psychiatry, 28(1), 323-337. https://doi.org/10.1177/13591045221092884

Prkno, D., Grafe, N., Schulz, M. S., Kiess, W., & Poulain, T. (2025). Children's and adolescents' negative internet experiences and the association with quality of life and
behavioural difficulties: A cross-sectional study. BMJ Paediatrics Open, 9(1), Article e003135. https://doi.org/10.1136/bmjpo-2024-003135

* Purboningsih, E. R., Massar, K., Hinduan, Z. R., Agustiani, H., Ruiter, R. A. C., & Verduyn, P. (2023). Perception and use of social media by Indonesian adolescents
and parents: A qualitative study. Frontiers in Psychology, 13. https://doi.org/10.3389/fpsyg.2022.985112.

* Radovic, A., McCarty, C. A., Katzman, K., & Richardson, L. P. (2018). Adolescents' perspectives on using technology for health: Qualitative study. JMIR Pediatrics and
Parenting, 1(1). https://doi.org/10.2196/pediatrics.8677.

Rasi, P., Vuojérvi, H., & Ruokamo, H. (2019). Media literacy education for all ages. Journal of Media Literacy Education, 11(2), 1-19. https://doi.org/10.23860/JMLE-
2019-11

Razum, J., & Hui¢, A. (2024). Understanding highly engaged adolescent gamers: Integration of gaming into daily life and motivation to play video games. Behaviour &
Information Technology, 43(11), 2566-2588. https://doi.org/10.1080/0144929X.2023.2254856

“ Rides, G., Pote, H., & Watling, D. (2025). Adolescents' perceptions of using likes, comments, and other reactions—A qualitative investigation. British Journal of
Developmental Psychology, 43(3), 595-610. https://doi.org/10.1111/bjdp.12537.

* Rimel, S. E., Bam, D., Farren, L., Thaanum, A., Smith, A., Park, S. Y., Boeldt, D. L., & Nicksic Sigmon, C. A. (2023). Technology use during the COVID-19 pandemic
and the ways in which technology can support adolescent well-being: Qualitative exploratory study. JMIR Formative Research, 7. https://doi.org/10.2196/41694.

“ Roque, R., & Rusk, N. (2019). Youth perspectives on their development in a coding community. Information and Learning Science, 120(5-6), 327-348. https://doi.
org/10.1108/1LS-05-2018-0038.

Ryan, R. M. (2023). The Oxford handbook of self-determination theory. Oxford University Press. https://doi.org/10.1093/0xfordhb/9780197600047.001.0001

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in motivation, development, and wellness. The Guilford Press. https://doi.org/
10.1521/978.14625/28806

Ryan, R. M., & Deci, E. L. (2019). Brick by brick: The origins, development, and future of self-determination theory. In A. J. Elliot (Ed.), Advances in motivation science
(Vol. 6, pp. 111-156). Academic Press. https://doi.org/10.1016/bs.adms.2019.01.001.

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-determination theory perspective: Definitions, theory, practices, and future directions.
Contemporary Educational Psychology, 61, Article 101860. https://doi.org/10.1016/j.cedpsych.2020.101860

Sala, A., Porcaro, L., & Gomez, E. (2024). Social media use and adolescents' mental health and well-being: An umbrella review. Computers in Human Behavior Reports,
14. https://doi.org/10.1016/j.chbr.2024.100404. Article 100404.

Sangra, A., Raffaghelli, J. E., & Veletsianos, G. (2019). Lifelong learning ecologies: Linking formal and informal contexts of learning in the digital era. British Journal of
Educational Technology, 50(4), 1615-1618. https://doi.org/10.1111/bjet.12828

Sawyer, S. M., Azzopardi, P. S., Wickremarathne, D., & Patton, G. C. (2018). The age of adolescence. The Lancet Child & Adolescent Health, 2(3), 223-228. https://doi.
org/10.1016/52352-4642(18)30022-1

Schgnning, V., Hjetland, G. J., Aarg, L. E., & Skogen, J. C. (2020). Social media use and mental health and well-being among adolescents: A scoping review. Frontiers in
Psychology, 11, 1949. https://doi.org/10.3389/fpsyg.2020.01949

Seligman, M. E. P. (2019). Positive psychology: A personal history. Annual Review of Clinical Psychology, 15, 1-23. https://doi.org/10.1146/annurev-clinpsy-050718-
095653

* Selkie, E., Adkins, V., Masters, E., Bajpai, A., & Shumer, D. (2020). Transgender adolescents' uses of social media for social support. Journal of Adolescent Health, 66
(3), 275-280. https://doi.org/10.1016/j.jadohealth.2019.08.011.

* Seok, H. J., Lee, J. M., Park, C.-Y., & Park, J. Y. (2018). Understanding internet gaming addiction among South Korean adolescents through photovoice. Children and
Youth Services Review, 94, 35-42. https://doi.org/10.1016/j.childyouth.2018.09.009.

Shankleman, M., Hammond, L., & Jones, F. W. (2021). Adolescent social media use and well-being: A systematic review and thematic meta-synthesis. Adolescent
Research Review, 6(4), 471-492. https://doi.org/10.1007/540894-021-00154-5

Siddals, S., Torous, J., & Coxon, A. (2024). “It happened to be the perfect thing”: Experiences of generative Al chatbots for mental health. NPJ Mental Health Research,
3(1), 48. https://doi.org/10.1038/544184-024-00097-4

* Simpson, J. E. (2020). Twenty-first century contact: The use of mobile communication devices and the internet by young people in care. Adoption and Fostering, 44
(1), 6-19. https://doi.org/10.1177/0308575920906100.

* Singleton, A., Abeles, P., & Smith, I. C. (2016). Online social networking and psychological experiences: The perceptions of young people with mental health
difficulties. Computers in Human Behavior, 61, 394-403. https://doi.org/10.1016/j.chb.2016.03.011.

Stinicke, L. I., Hermansen, M. H., & Halvorsen, M. S. (2024a). A transitional object for relatedness and self-development: A meta-synthesis of youths' experience of
engagement in self-harm content online. Child & Family Social Work, 29(1), 270-286. https://doi.org/10.1111/cfs.13058

Sténicke, L. I., Reiremo, G. K., Scheie, S. 1., Jessen, R. S., & Jensen, T. K. (2024b). Navigating, being tricked, and blaming oneself: A meta-synthesis of youths'
experience of involvement in online child sexual abuse. Child and family social work. Advance online publication. https://doi.org/10.1111/cfs.13152

* Steineck, A., Lau, N., Fladeboe, K. M., Walsh, C. A., Rosenberg, A. R., Yi-Frazier, J. P., & Barton, K. S. (2022). Seeking virtual support: Digital technology use in
adolescent and young adults with advanced cancer. Pediatric Blood and Cancer, 69(11). https://doi.org/10.1002/pbc.29938.

Strielkowski, W., Grebennikova, V., Lisovskiy, A., Rakhimova, G., & Vasileva, T. (2025). Al-driven adaptive learning for sustainable educational transformation.
Sustainable Development, 33(2), 1921-1947. https://doi.org/10.1002/sd.3221

* Taddeo, G., & Tirocchi, S. (2021). Transmedia teens: The creative transmedia skills of Italian students. Information, Communication & Society, 24(2), 241-257.
https://doi.org/10.1080/1369118X.2019.1645193.

* Tan, L., & Kim, B. (2019). Adolescents' agentic work on developing personal pedagogies on social media. Literacy, 53(4), 196-205. https://doi.
org/10.1111/1it.12180.

20



C.S. Gordon et al. Educational Research Review 52 (2026) 100808

Third, A., Livingstone, S., & Lansdown, G. (2019). Recognizing children's rights in relation to digital technologies: Challenges of voice and evidence, principle and
practice. In M. Kettermann, K. Vieth, & B. Wagner (Eds.), Research handbook on human rights and digital technology (pp. 376-410). Edward Elgar. https://doi.org/
10.4337/9781785367724.00029.

* Thomas, G., Bennie, J. A., De Cocker, K., Biddle, S. J. H., & Patrick, R. (2021). Exploring contemporary screen time in Australian adolescents: A qualitative study.
Health Promotion Journal of Australia, 32, 238-247. https://doi.org/10.1002/hpja.440.

* Throuvala, M. A., Griffiths, M. D., Rennoldson, M., & Kuss, D. J. (2019). Motivational processes and dysfunctional mechanisms of social media use among
adolescents: A qualitative focus group study. Computers in Human Behavior, 93, 164-175. https://doi.org/10.1016/j.chb.2018.12.012.

Timulak, L. (2017). Qualitative meta-analysis. In U. Flick (Ed.), The SAGE handbook of qualitative data analysis (pp. 481-495). SAGE. https://doi.org/10.4135/
9781446282243.n33.

* Tkacova, H., Pavlikova, M., Jenisova, Z., Maturkanic, P., & Kralik, R. (2021). Social media and students' wellbeing: An empirical analysis during the Covid-19
pandemic. Sustainability, 13(18). https://doi.org/10.3390/5u131810442.

Tong, A., Flemming, K., McInnes, E., Oliver, S., & Craig, J. (2012). Enhancing transparency in reporting the synthesis of qualitative research: Entreq. BMC Medical
Research Methodology, 12(1), 181. https://doi.org/10.1186/1471-2288-12-181, 181.

* Tzavela, E. C., Karakitsou, C., Dreier, M., Mavromati, F., Wolfling, K., Halapi, E., Macarie, G., Wojcik, S., Veldhuis, L., & Tsitsika, A. K. (2015). Processes
discriminating adaptive and maladaptive internet use among European adolescents highly engaged online. Journal of Adolescence, 40, 34-47. https://doi.
org/10.1016/j.adolescence.2014.12.003.

* Urbanova, L. B., Geckova, A. M., Veselska, Z. D., Capikova, S., Holubcikova, J., van Dijk, J. P., & Reijneveld, S. A. (2023). Technology supports me: Perceptions of
the benefits of digital technology in adolescents. Frontiers in Psychology, 13. https://doi.org/10.3389/fpsyg.2022.970395.

* Uzuegbunam, C. E. (2022). Assessing rural and urban teenagers' domestication of technology: The role of digital literacy. International Journal of Mobile and Blended
Learning, 14(3), 1-15. https://doi.org/10.4018/IJMBL.310941.

*Vacca, R. (2024). Algorithmic counterspaces: Exploring Afro-Latino youth information practices using TikTok. Information and Learning Sciences, 125(10), 813-830.
https://doi.org/10.1108/ILS-12-2023-0209.

Valkenburg, P. M., Beyens, 1., Pouwels, J. L., van Driel, L. I., & Keijsers, L. (2022). Social media browsing and adolescent well-being: Challenging the “passive social
media use hypothesis”. Journal of Computer-Mediated Co ication, 27(1). https://doi.org/10.1093/jcmc/zmab015. Article zmab015.

* Valtchanov, B. L., & Parry, D. C. (2017). “I like my peeps™: Diversifying the net generation's digital leisure. Leisure Sciences, 39(4), 336-354. https://doi.
org/10.1080,/01490400.2016.1203846.

Van de Casteele, M., Soenens, B., Ponnet, K., Perneel, S., Flamant, N., & Vansteenkiste, M. (2024). Unraveling the role of social media on adolescents' daily goals and
affect: The interplay between basic psychological needs and screen time. Interacting with Computers, 36(2), 1-15. https://doi.org/10.1093/iwc/iwad055

*van der Wal, A., Valkenburg, P. M., & van Driel, L. I. (2024). In their own words: How adolescents use social media and how it affects them. Social Media + Society, 10
(2). https://doi.org/10.1177/20563051241248591.

VanderWeele, T. J. (2017). On the promotion of human flourishing. Proceedings of the National Academy of Sciences, 114(31), 8148-8156. https://doi.org/10.1073/
pnas.1702996114

* Vella, K., Johnson, D., Cheng, V. W. S., Davenport, T., Mitchell, J., Klarkowski, M., & Phillips, C. (2019). A sense of belonging: Pokémon Go and social
connectedness. Games and Culture, 14(6), 583-603. https://doi.org/10.1177/1555412017719973.

Vuorre, M., & Przybylski, A. K. (2023). Global well-being and mental health in the internet age. Clinical Psychological Science. https://doi.org/10.1177/
21677026231207791

Vuorre, M., & Przybylski, A. K. (2024). A multiverse analysis of the associations between internet use and well-being. Technology, Mind, and Behavior, 5(2). https://doi.
org/10.1037/tmb0000127

Wartella, E., & Reeves, B. (1985). Historical trends in research on children and the media: 1900-1960. Journal of Communication, 35(2), 118-133. https://doi.org/
10.1111/j.1460-2466.1985.tb02238.x

* Weinstein, E., Kleiman, E. M., Franz, P. J., Joyce, V. W., Nash, C. C., Buonopane, R. J., & Nock, M. K. (2021). Positive and negative uses of social media among
adolescents hospitalized for suicidal behavior. Journal of Adolescence, 87, 63-73. https://doi.org/10.1016/j.adolescence.2020.12.003.

* West, M., Rice, S., & Vella-Brodrick, D. (2023). Adolescent social media use: Cultivating and constraining competence. International Journal of Qualitative Studies on
Health and Well-Being, 18(1). https://doi.org/10.1080/17482631.2023.2277623.

* West, M., Rice, S., & Vella-Brodrick, D. (2024). Exploring the “social” in social media: Adolescent relatedness—Thwarted and supported. Journal of Adolescent
Research, 39(3), 539-570. https://doi.org/10.1177/07435584211062158.

* West, M., Rice, S., & Vella-Brodrick, D. (2025). Mid-adolescents’ social media use: Supporting and suppressing autonomy. Journal of Adolescent Research, 40(2),
448-482. https://doi.org/10.1177/07435584231168402.

* Wilf, S., & Wray-Lake, L. (2024). “That's how revolutions happen™: Psychopolitical resistance in youth's online civic engagement. Journal of Adolescent Research, 39
(4), 827-860. https://doi.org/10.1177/07435584211062121.

Wilson, C., & Cariola, L. A. (2020). LGBTQI+ youth and mental health: A systematic review of qualitative research. Adolescent Research Review, 5(2), 187-211. https://
doi.org/10.1007/5s40894-019-00118-w

* Winstone, L., Mars, B., Haworth, C. M. A., & Kidger, J. (2021). Social media use and social connectedness among adolescents in the United Kingdom: A qualitative
exploration of displacement and stimulation. BMC Public Health, 21(1). https://doi.org/10.1186/5s12889-021-11802-9.

* Wong, M. (2020). Hidden youth? A new perspective on the sociality of young people ‘withdrawn’ in the bedroom in a digital age. New Media & Society, 22(7),
1227-1244. https://doi.org/10.1177/1461444820912530.

* Wong, S. L., & McLellan, R. (2024). Adolescents' motivation to use social network sites from a psychological needs perspective. Journal of Adolescence, 96(2),
305-321. https://doi.org/10.1002/jad.12276.

World Health Organisation. (2025). Promoting well-being. https://www.who.int/activities/promoting-well-being. (Accessed 18 August 2025).

* Zaeske, L. M., Harris, T. P., Williams, A., Long, H., Kerr, B. A., & Birdnow, M. (2022). Adolescent technology-use and creative activities during COVID-19: A
qualitative study. Thinking Skills and Creativity, 46. https://doi.org/10.1016/j.tsc.2022.101190. Article 101190.

21



