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Abstract 

Teacher support in English as a Foreign Language (EFL) context is considered a crucial element in students' academic and psychological 

performance. Despite its relevance, relatively few studies have examined how teacher support interacts with learners' self-regulation to 

influence mental health, especially in Ethiopian higher education. Therefore, this paper aimed at investigating the relationships among 

perceived teacher support, self-regulation, and psychological well-being among Ethiopian EFL students and exploring possible 

gender-based differences. A correlational research design was followed, and data were gathered through standardized self-report 

questionnaires from 400 second and third-year English majors randomly selected from Jimma, Hawassa, and Wolkite Universities. In 

addition, Confirmatory Factor Analysis (CFA) was performed to establish construct validity and reliability, while common method bias 

was tested using Harman's one-factor test, confirming that no significant common method bias was present. The Structural Equation 

Modeling (SEM) analysis indicated that perceived teacher support positively predicted psychological well-being and self-regulation. 

Self-regulation partially mediated the effects of teacher support on well-being. Multi-group analysis showed acceptable RMSEA and 

SRMR values but comparatively weak CFI and TLI values. The small changes in CFI across the increasingly constrained models 

provided limited support for approximate measurement invariance across gender; therefore, the findings should be interpreted cautiously. 
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1. Introduction 

EFL involves more than acquiring linguistic competence; it also requires learners to cope with various psychological challenges that 

influence their academic success and overall well-being. Research has consistently shown that EFL learners frequently experience anxiety, 

low motivation, limited self-confidence, and fear of failure, all of which can impede language learning and academic performance 

(Derakhshan et al., 2022; Pan et al., 2023; Tao et al., 2022; Wang et al., 2024). These findings underscore the importance of fostering 

psychological well-being as an integral component of effective language education. 

Psychological well-being is commonly conceptualized as a multidimensional construct encompassing emotional, cognitive, and social 

functioning. According to Ryff and Keyes (1995), it includes self-acceptance, resilience, positive interpersonal relationships, purpose in 

life, personal growth, environmental mastery, and autonomy. Within educational settings, particularly EFL classrooms, psychological 

well-being contributes to greater academic engagement, persistence, and learning achievement (Derakhshan & Fathi, 2024; Mengistnew 

et al., 2021). This perspective suggests that learners' psychological well-being is shaped by the dynamic interaction between individual 

characteristics and environmental factors. 

The present study is grounded in self-determination theory (SDT) and social cognitive theory (SCT), which together provide a 

comprehensive framework for explaining learners' psychological well-being. SDT posits that learning environments satisfying students' 

needs for autonomy, competence, and relatedness promote intrinsic motivation, engagement, and psychological well-being. 

Complementing this perspective, SCT emphasizes learners' capacity for self-regulation, whereby individuals actively monitor, control, 

and adapt their thoughts, emotions, and behaviors to achieve academic goals. Together, these theories explain how supportive 

instructional environments facilitate the development of self-regulatory skills that ultimately enhance students' psychological well-being. 

Within this framework, perceived teacher support represents a critical environmental resource. It encompasses academic guidance, 

emotional encouragement, constructive feedback, and instructional practices that promote learner autonomy. Extensive research has 

demonstrated that supportive teacher behaviors increase student engagement and motivation while reducing academic stress and 

emotional distress (Chen & Tang, 2024; Guo et al., 2020; Liu & Li, 2023). In EFL classrooms, teacher support also reduces 

communication apprehension and fear of negative evaluation, thereby enhancing both language learning and psychological well-being 
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(Muthukrishnan et al., 2024; Shakki, 2022). These findings indicate that supportive teacher–student relationships create favorable learning 

conditions that foster students' emotional and academic development. 

Self-regulation constitutes an equally important individual factor influencing learners' psychological well-being. It refers to learners' 

ability to plan, monitor, evaluate, and regulate their cognitive, emotional, and behavioral processes while pursuing academic goals. 

Self-regulated learners generally demonstrate greater autonomy, persistence, adaptability, and resilience when confronted with the 

challenges of language learning (Huang, 2022; Tang & Zhu, 2024; Yang & Du, 2025; Zhang et al., 2024). Moreover, evidence suggests 

that supportive teachers facilitate the development of self-regulatory skills by encouraging goal setting, strategic learning, self-monitoring, 

and reflective practice (Oliveira et al., 2023; Shakki, 2022). Consequently, self-regulation may serve as an important mechanism through 

which perceived teacher support enhances students' psychological well-being (Shlash Mohammad et al., 2024).  

Despite growing interest in these constructs, the existing literature remains fragmented. Most previous studies have examined perceived 

teacher support, self-regulation, or psychological well-being independently, with relatively few integrating these variables within a 

comprehensive theoretical model. Furthermore, limited research has investigated the mediating role of self-regulation in explaining the 

relationship between perceived teacher support and psychological well-being, particularly through advanced analytical techniques such as 

structural equation modeling. This theoretical and methodological gap limits a comprehensive understanding of the mechanisms 

underlying students' psychological well-being in EFL contexts. 

These limitations are especially evident in the Ethiopian higher education context. Ethiopian universities operate within linguistically 

diverse and resource-constrained environments that may intensify students' academic and psychological challenges. Although these 

contextual factors are likely to influence learners' psychological well-being, empirical evidence examining the combined effects of 

perceived teacher support and self-regulation remains limited (Taddese et al., 2025). Consequently, the applicability of existing theoretical 

models to Ethiopian EFL learners has not been adequately established. 

Another important gap concerns gender differences. Previous research suggests that male and female learners may differ in their 

self-regulatory behaviors, coping strategies, and psychological experiences (Dan et al., 2024; Liu & Li, 2023; Zhang et al., 2024). 

However, few studies have examined whether the relationships among perceived teacher support, self-regulation, and psychological 

well-being are invariant across gender. Without examining measurement invariance, it is difficult to determine whether the constructs are 

measured comparably among male and female learners, thereby limiting confidence in gender-based comparisons. 

To address these theoretical, methodological, and contextual gaps, the present study develops and tests an integrated model linking 

perceived teacher support, self-regulation, and psychological well-being among Ethiopian university EFL students. Specifically, the study 

investigates the direct effect of perceived teacher support on psychological well-being, examines the mediating role of self-regulation, and 

evaluates the measurement invariance of the proposed model across gender. By applying structural equation modeling, this study 

contributes to a more comprehensive understanding of the mechanisms through which supportive learning environments promote 

psychological well-being in EFL settings while extending the literature to an underrepresented educational context. 

Research Questions 

1. What is the relationship between perceived Ethiopian EFL teacher support and students’ psychological well-being?  

2. Does self-regulation mediate the relationship between perceived teacher support and students' psychological well-being?  

3. Does the measurement model of perceived teacher support, self-regulation, and psychological well-being demonstrate 

invariance across gender among Ethiopian EFL learners? 

2. Methodology 

Research Design 

This study employed a cross-sectional correlational research design to examine the relationships among perceived teacher support, 

self-regulation, and psychological well-being among Ethiopian university EFL students, while also investigating whether the 

measurement model operated equivalently across gender through measurement invariance analysis. A correlational design was appropriate 

because the study sought to examine the magnitude and direction of the associations among naturally occurring variables without 

manipulating any independent variable or implementing an intervention. Data were collected at a single point in time using standardized 

self-report questionnaires, and the hypothesized relationships were analyzed using structural equation modeling (SEM). Consistent with 

the nature of correlational research, the findings provide evidence of statistical associations among the study variables but do not permit 

causal inferences. 

Participants  

The research participants consisted of a total of 400 EFL students majoring in English, of which 204 were males and 196 were females at 

the second year and third-year levels. They were taken from three public Ethiopian universities, namely Jimma University (82 males and 

78 females), Hawassa University (67 males and 74 females), and Wolkite University (55 males and 44 females). 

Instruments 

Data were collected using standardized self-report questionnaires adapted from previously validated instruments measuring perceived 

teacher support, self-regulation, and psychological well-being. Because the original scales were developed in different cultural contexts, a 
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systematic adaptation process was undertaken to ensure their linguistic clarity, cultural relevance, and conceptual equivalence for 

Ethiopian university EFL students. 

The adaptation process comprised four stages. First, the original instruments were reviewed, and minor linguistic and contextual 

modifications were made to enhance their relevance to the Ethiopian higher education context while preserving the underlying theoretical 

constructs. Second, the adapted instruments were evaluated by a panel of experts in applied linguistics and educational psychology to 

establish content validity and cultural appropriateness. Third, a pilot study was conducted with 60 undergraduate EFL students from a 

university that was not included in the main study. Based on participants' feedback, ambiguous and repetitive items were revised to 

improve clarity and readability. Finally, the pilot data demonstrated satisfactory internal consistency, with Cronbach's alpha coefficients 

exceeding .80 for all scales. This multistage adaptation process ensured that the instruments maintained their psychometric integrity while 

being appropriately contextualized for the target population. 

Perceived teacher support was measured using an adapted version of the Teacher Support Scale developed by Metheny et al. (2008). The 

instrument consisted of 26 close-ended items assessing students' perceptions of instructors' academic, emotional, and autonomy support. 

Responses were recorded on a five-point Likert scale ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). The original instrument 

demonstrated satisfactory reliability and construct validity, and its factorial structure was revalidated in the present study using 

confirmatory factor analysis (CFA). 

Self-regulation was assessed using an adapted version of the Self-Regulated Control of Language Learning Scale developed by Tseng et 

al. (2017). The scale comprised 27 items measuring learners' motivational, metacognitive, and cognitive self-regulatory strategies. Minor 

contextual modifications were introduced to reflect the learning experiences of Ethiopian EFL students without altering the conceptual 

meaning of the original items. Responses were rated on the same five-point Likert scale. The construct validity and reliability of the 

adapted scale were subsequently evaluated through CFA and internal consistency analyses. 

Psychological well-being was measured using an adapted version of the Psychological Well-Being Scale developed by Ryff and Keyes 

(1995). The adapted instrument included 25 items representing six dimensions: self-acceptance, positive relations with others, autonomy, 

environmental mastery, personal growth, and purpose in life. Minor wording revisions were made to enhance contextual relevance while 

preserving the theoretical structure of the original scale. Responses were recorded on a five-point Likert scale ranging from 1 (Strongly 

Disagree) to 5 (Strongly Agree). The factorial validity of the adapted instrument was subsequently confirmed through CFA. 

The psychometric properties of all three instruments were evaluated before testing the structural model. Construct validity was examined 

using CFA. Convergent validity was assessed through standardized factor loadings, composite reliability (CR), and average variance 

extracted (AVE), whereas discriminant validity was evaluated using the Fornell and Larcker (1981) criterion. Internal consistency 

reliability was assessed using Cronbach's alpha and composite reliability coefficients. As reported in the Results section, all constructs 

satisfied the recommended criteria for reliability and validity, supporting the adequacy of the measurement model for subsequent 

structural equation modeling. 

Because all variables were measured using self-report questionnaires administered in a single survey, both procedural and statistical 

remedies were employed to minimize the potential influence of common method bias (CMB). Procedurally, participants were informed 

that their responses would remain anonymous and confidential, reducing evaluation apprehension and social desirability bias. In addition, 

the questionnaire was organized into distinct sections with clear instructions to reduce response consistency effects. Statistically, Harman's 

single-factor test was first conducted as a preliminary assessment. The first unrotated factor accounted for 36.31% of the total variance, 

which was below the commonly accepted threshold of 50%, indicating that no single factor dominated the covariance among the observed 

variables. Because Harman's test provides only a preliminary assessment of CMB, a common latent factor (CLF) analysis was 

subsequently performed within the structural equation modeling framework. The inclusion of the latent method factor produced negligible 

changes in the standardized factor loadings and structural parameter estimates, indicating that common method variance did not 

materially influence the study results. These findings suggest that common method bias was unlikely to threaten the validity of the 

conclusions. 

Procedures 

Ethical approval was obtained from the research ethics committees of the participating universities prior to data collection. Formal 

permission letters were submitted to institutional authorities, and coordination was established with department heads and instructors to 

facilitate access to participants. 

Data collection was conducted during regular class sessions to maximize participation and minimize disruption. Participants were 

informed about the purpose of the study and were assured that their responses would remain anonymous and confidential. They were also 

informed of their voluntary participation and their right to withdraw at any time without penalty. Written informed consent was obtained 

from all participants before administering the questionnaires. Completed questionnaires were collected immediately after completion to 

ensure data completeness and minimize potential errors. 

Data Analysis 

Data analysis was performed using SPSS version 23.0 for preliminary analyses and AMOS version 27.0 for structural equation modeling 

(SEM). Initially, descriptive statistics, including means, standard deviations, skewness, and kurtosis, were calculated to assess data 
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distribution and normality. Pearson correlation analysis was conducted to examine the relationships among perceived teacher support, 

self-regulation, and psychological well-being. 

A two-step SEM approach, as recommended by Kline (2015), was employed. In the first step, Confirmatory Factor Analysis (CFA) was 

conducted to validate the measurement model and ensure that the observed variables adequately represented their respective latent 

constructs. In the second step, the structural model was tested to examine the hypothesized relationships among the variables. 

Model fit was evaluated using multiple indices to ensure robustness. These included the chi-square to degrees of freedom ratio (χ²/df), 

with values between 1 and 3 indicating acceptable fit; the Root Mean Square Error of Approximation (RMSEA), with values below .08 

considered acceptable and below .05 indicating a good fit; and the Standardized Root Mean Square Residual (SRMR), with values 

below .08 indicating adequate fit. In addition, incremental fit indices such as the Comparative Fit Index (CFI > .95), Tucker–Lewis Index 

(TLI > .90), and Goodness-of-Fit Index (GFI > .90) were used to confirm model adequacy. 

To test the mediating role of self-regulation, a bootstrapping procedure with 5,000 resamples was employed to estimate indirect effects. In 

addition, multi-group SEM analysis was conducted to examine measurement invariance across gender groups through configural, metric, 

and scalar invariance testing. 

3. Results 

Confirmatory Factor Analysis  

CFA was applied to assess the validity of the indicated measurement model utilizing AMOS software (version 27.0). The following fit 

indices depicted a strong overall model fit: χ² = 800.3, χ²/df = 2.12, p <.001; RMSEA =.048; SRMR =.027; CFI =.942; TLI =.918. It is 

crucial to comprehend that studies with large sample sizes might occasionally provide a significant chi-square value. The remaining fit 

indices provided strong evidence for a good model fit. 

Table 1. Descriptive Statistics and Correlations 

Construct M (SD) 1 2 3 

1. Teacher Support 2.96 (0.65) — .36 .27 

2. Self-regulation 3.87 (0.57)  — .18 

3. Psychological Well-being 2.79 (0.72)   — 

Table 1 presents the descriptive statistics and correlations among the study variables. Perceived teacher support (M = 2.96, SD = 0.65), 

self-regulation (M = 3.87, SD = 0.57), and psychological well-being (M = 2.79, SD = 0.72) indicate that students reported moderate levels of 

teacher support and self-regulation, but relatively lower levels of psychological well-being. 

All variables demonstrated acceptable skewness and kurtosis values, indicating approximate normality. Correlation analysis revealed that 

perceived teacher support was positively associated with self-regulation (r = .36) and psychological well-being (r = .27). Additionally, 

self-regulation was positively correlated with psychological well-being (r = .18). These findings show that higher levels of perceived teacher 

support are linked to better self-regulation and improved psychological well-being. 

Table 2. Convergent Validity and Reliability 

Construct AVE MSV ASV Cronbach's α / CR 

Teacher Support .59 .49 .11 .90/ .84 

Self-regulation .63 .54 .11 .92/ .86 

Psychological well-being .52 .39 .08 .84 / .80 

Note. AVE = Average Variance Extracted; MSV = Maximum Shared Variance; ASV = Average Shared Variance; CR = Composite 

Reliability. 

Table 2 presents the results of the convergent validity, discriminant validity, and reliability analyses for the measurement model. Convergent 

validity was evaluated using the AVE, while reliability was assessed through Cronbach's alpha (α) and CR. All three constructs 

demonstrated satisfactory convergent validity, with AVE values exceeding the recommended threshold of .50 (Fornell & Larcker, 1981). 

Specifically, the AVE values were .59 for Teacher Support, .63 for Self-regulation, and .52 for Psychological Well-being, indicating that 

each latent construct explained more than half of the variance in its observed indicators. 

The reliability results further supported the adequacy of the measurement model. Cronbach's alpha coefficients ranged from .84 to .92, while 

composite reliability values ranged from .80 to .86. All reliability coefficients exceeded the recommended minimum thresholds (α ≥ .70; CR 

≥ .70), demonstrating strong internal consistency among the measurement items (Hair et al., 2022). 

Discriminant validity was assessed by comparing the average variance extracted (AVE) with the maximum shared variance (MSV) and 

average shared variance (ASV). For all constructs, the AVE values exceeded both the corresponding MSV and ASV values (Teacher 

Support: AVE = .59, MSV = .49, ASV = .11; Self-regulation: AVE = .63, MSV = .54, ASV = .11; Psychological Well-being: AVE = .52, 

MSV = .39, ASV = .08). These findings indicate that each construct shared more variance with its own indicators than with other latent 

constructs, providing evidence of satisfactory discriminant validity (Fornell & Larcker, 1981). 

Overall, the results demonstrate that the measurement model possesses satisfactory psychometric properties, including adequate convergent 

validity, discriminant validity, and internal consistency reliability. These findings provide strong support for the validity and reliability of the 
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latent constructs and confirm the suitability of the measurement model for subsequent structural equation modeling analyses (Hair et al., 

2022). 

Common Method Bias 

Common method bias (CMB) is a major issue with self-reporting studies. All information from one source, such as students or cohorts, can 

inflate the relationship between two or more variables because social desirability, consistency motives or common measurement 

environment could all introduce CMB into the data collected. The authors of the article determined CMB using unrotated exploratory factor 

analysis and Harman's one-factor method (Podsakoff & Organ, 1986). 

The authors' analysis revealed that the first factor accounted for 36.31% of the total variance, which is significantly less than the 50% cutoff 

point traditionally cited as indicative of a substantial measurement bias. Based on Podsakoff et al. (2003), a lack of a dominant factor means 

it is unlikely that CMB will threaten the validity of the research. 

Consequently, the research suggests that measurement artefacts have not significantly affected the relationships between well-being and 

regulation, and well-being with teacher support. In addition, since the amount of commonality within the population was minimal, 

respondent bias due to social desirability or acquiescing is not thought to have had a significant impact. To further assess common method 

bias, a common latent factor was added to the measurement model. The inclusion of the common latent factor produced only minor changes 

in the standardized factor loadings and structural parameter estimates, while the direction and statistical significance of the structural 

relationships remained unchanged. These findings suggest that common method variance did not materially affect the study results. 

SEM Analysis 

The relationship between the dependent, mediator and independent variables was established using SEM software (AMOS). This study 

employed Psychological well-being, Self-regulation and teacher-support as the dependent, mediator and independent variables respectively. 

The model demonstrated a good overall fit, as evidenced by multiple fit indices: χ² (322) = 723.10, p < .001; χ²/df = 2.24; RMSEA = .052; 

SRMR = .034; CFI = .957; and TLI = .924. Although Chi-square shows a statistically significant relationship for large sample sizes, due to 

sampling error, Kline (2015) has documented that the complexity of this statistic makes it challenging to use as the primary indicator of 

model fit when the sample size is large; therefore, additional fit indices have been calculated for determining the viability of this model. 

The results of the RMSEA (Root Mean Square Error of Approximation) indicated a .052 value, showing a trend toward accepting the 

proposed alternative model (i.e., less than .06) whereas the average SRMR (Standardised Root Mean Square Residual) of .034 indicates a 

low level of disagreement between expected and observed relationships. Additionally, both the CFI (Comparative Fit Index) and TLI 

(Tucker-Lewis Index) exceeded the minimum recommended level of .90 (Hu & Bentler, 1999) and hence exhibit superior model fit. The 

consistent path coefficients are provided in Figure 1, which further supports the proposed mediation model by demonstrating the expected 

structural relationships among the variables. 

Table 3. Standardized Estimates and Path Coefficients  

Path β SE 95% CI 

Teacher Support → Well-being .270 .06 [.14, .43] 

Self-Regulation → Well-being .341 .09 [.19, .50] 

Teacher Support → Self-Regulation .308 .05 [.30, .49] 

Indirect Effect    

Teacher Support → Self-Regulation → Well-being .14 .04 [.07, .21] 

Table 3 shows the standardized path coefficients, standard errors, and 95% confidence intervals. To determine whether the direct and 

indirect associations were statistically significant, bootstrapping with 5,000 resamples was conducted. 

As shown in Table 3 and Figure 1, perceived teacher support was positively associated with psychological well-being (β = .270, p < .01) and 

self-regulation (β = .308, p < .01). Self-regulation was also positively associated with psychological well-being (β = .341, p < .01). These 

findings indicate that students who reported greater perceived teacher support also tended to report stronger self-regulation and higher 

psychological well-being.  

 

Figure 1. Mediation Model 
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The model demonstrated that self-regulation partially mediated the association between perceived teacher support and psychological 

well-being. The indirect association of perceived teacher support with psychological well-being through self-regulation was statistically 

significant (β = .14, SE = .04, 95% CI [.07, .21]). Because the direct association between perceived teacher support and psychological 

well-being remained significant after self-regulation was included in the model, the findings indicate partial mediation. This suggests that 

perceived teacher support was associated with psychological well-being both directly and indirectly through students’ self-regulation. 

The results also offer compelling empirical support for the suggested model and their indication that there is a dual function of teacher 

support, first, to create a supportive environment of learning, secondly to enhance students' ability to deal with adversity. The 

measurement-invariance results are presented in Table 4. 

Table 4. Measurement Invariance across Gender  

Model χ²(df) CFI TLI RMSEA SRMR Δχ²(Δdf) p ΔCFI 

Configural 209.67 (171) 0.822 0.805 0.051 0.026 - - - 

Metric 227.11 (174) 0.814 0.807 0.055 0.031 17.44 (3) 0.001 0.008 

Scalar  243.36 (179) 0.817 0.788 0.063 0.033 16.25 (5) 0.006 0.003 

The metric invariance model, in which factor loadings were constrained to equality across gender groups, showed a statistically significant 

increase in chi-square compared with the configural model, Δχ²(3) = 17.44, p <.001. However, the change in CFI was small (ΔCFI = .008), 

indicating that constraining the factor loadings did not substantially worsen model fit. The scalar invariance model, which additionally 

constrained item intercepts to equality, also showed a statistically significant chi-square difference compared with the metric model, Δχ²(5) 

= 16.25, p = .006. Nevertheless, the change in CFI remained small (ΔCFI = .003), suggesting that the additional constraints had a limited 

practical effect on model fit. 

Overall, while the absolute fit indices (particularly CFI and TLI) were below recommended cutoff values, the small changes in CFI across 

the increasingly restrictive models provide evidence of approximate measurement invariance across gender. These findings suggest that 

comparisons between male and female participants can be made with caution, while acknowledging the limitations associated with the 

relatively weak absolute model fit. 

The structural model examined the direct and indirect relationships among perceived teacher support, self-regulation, and psychological 

well-being. As illustrated in Figure 1, perceived teacher support significantly predicted students’ self-regulation (β = .308, p < .01), 

indicating that learners who perceived greater academic, emotional, and instructional support from their teachers tended to demonstrate 

stronger self-regulatory abilities. Besides, self-regulation had a significant positive effect on psychological well-being (β = .341, p < .01), 

suggesting that students with stronger abilities to monitor, regulate, and manage their learning processes experienced higher levels of 

psychological well-being. 

In addition to its indirect influence, perceived teacher support also demonstrated a significant direct effect on psychological well-being (β 

= .270, p < .01). This finding indicates that supportive teacher behaviors contributed directly to learners’ psychological well-being by 

fostering a positive and supportive learning environment. Collectively, these results suggest that perceived teacher support enhanced 

psychological well-being through both direct pathways and an indirect mechanism mediated by self-regulation. 

The findings provide empirical support for the integration of self-determination theory and social cognitive theory, demonstrating that 

supportive educational environments facilitate learners’ self-regulatory capacities, which subsequently contribute to improved 

psychological functioning. The significant pathways among the constructs highlight the importance of combining contextual support and 

learner-centered regulatory processes in promoting EFL learners’ psychological well-being. 

4. Discussion 

The Correlations between Perceived EFL Teacher Support and Psychological Well-Being among EFL Students 

The present study found a statistically significant positive association between perceived EFL teacher support and students' psychological 

well-being. The structural model indicated that perceived teacher support was positively associated with psychological well-being (β = .28), 

while the bivariate correlation analysis revealed a comparable moderate positive relationship (r = .27). These findings suggest that students 

who perceived greater academic, emotional, and autonomy-related support from their teachers tended to report higher levels of 

psychological well-being. Given the cross-sectional correlational design of the study, however, these findings should be interpreted as 

evidence of association rather than causal influence. 

The observed relationship is theoretically consistent with Self-Determination Theory (Deci & Ryan, 2000), which posits that supportive 

educational environments facilitate the satisfaction of students' basic psychological needs for autonomy, competence, and relatedness, 

thereby promoting psychological functioning and well-being. Likewise, Social Support Theory suggests that supportive interpersonal 

relationships serve as protective resources that enhance individuals' capacity to cope with academic demands and psychological stress. 

Within EFL classrooms, teachers who provide emotional encouragement, constructive academic guidance, and opportunities for 

autonomous learning may contribute to students' positive emotional experiences, stronger academic confidence, and greater psychological 

adjustment. 

The present findings are consistent with an emerging body of research demonstrating positive associations between teacher support and 

students' psychological well-being across educational contexts. For example, many studies (Derakhshan et al., 2022: Derakhshan & Fathi, 
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2024; Fathi et al., 2024;  Gao et al., 2023; Lin et al., 2022;  Shakki, 2022) similarly reported that supportive teacher–student relationships 

are associated with higher levels of emotional well-being, academic engagement, resilience, and lower levels of psychological distress. The 

convergence of these findings across diverse educational settings suggests that teacher support represents an important contextual resource 

that contributes to students' positive psychological functioning. Nevertheless, the magnitude of the association observed in the present study 

was moderate, indicating that teacher support constitutes one of several factors associated with students' psychological well-being rather 

than its sole determinant. 

A plausible explanation for this finding is that supportive teachers create learning environments characterized by trust, emotional safety, and 

meaningful academic interaction. Such environments may reduce learners' anxiety, strengthen their sense of belonging, enhance perceived 

competence, and encourage adaptive coping strategies when encountering academic challenges. In EFL settings, where communication 

apprehension and language-related anxiety are common, emotionally supportive instructional practices may be particularly important in 

helping students maintain positive psychological functioning. These mechanisms are consistent with previous literature suggesting that 

teacher support facilitates both academic and psychological adaptation through increased motivation, emotional security, and learner 

confidence. 

Despite the significant association identified in this study, the descriptive findings indicated that students reported only moderate levels of 

perceived teacher support and comparatively lower levels of psychological well-being. This pattern suggests that although teacher support is 

positively related to psychological well-being, it alone is unlikely to explain the complexity of students' psychological experiences. 

Psychological well-being is inherently multidimensional and is likely influenced by a combination of personal, social, institutional, and 

environmental factors, including socioeconomic circumstances, academic workload, access to educational resources, peer relationships, and 

individual coping capacities. Consequently, improving students' psychological well-being may require comprehensive institutional 

strategies that extend beyond classroom-based teacher support. 

The findings should also be interpreted within the specific context of Ethiopian higher education. Institutional resource constraints, large 

class sizes, limited student support services, and sociocultural expectations may shape both students' perceptions of teacher support and their 

psychological well-being. These contextual characteristics may partially explain differences in the strength of the observed relationships 

compared with studies conducted in other educational systems. Therefore, caution should be exercised when generalizing the findings 

beyond similar educational contexts. 

Several limitations should be acknowledged when interpreting the present results. First, the cross-sectional correlational design precludes 

causal inference or conclusions regarding the directionality of the observed association. It is equally plausible that psychologically healthier 

students perceive greater teacher support or that reciprocal relationships exist between these constructs. Second, the study relied exclusively 

on self-report measures, which may be susceptible to common method variance despite the procedural and statistical controls implemented. 

Third, although the measurement model demonstrated satisfactory validity and reliability, the findings reflect the characteristics of the 

sampled universities and may not be generalizable to all EFL contexts. 

Future research should employ longitudinal, experimental, or cross-lagged panel designs to examine the temporal and reciprocal 

relationships between teacher support and psychological well-being. In addition, mixed-methods studies could provide deeper insights into 

how students experience different forms of teacher support and identify the contextual mechanisms through which supportive instructional 

practices contribute to psychological well-being. Examining potential mediating variables, such as academic engagement, self-efficacy, or 

resilience, and moderating factors, including gender, academic achievement, and institutional characteristics, would further advance 

understanding of the conditions under which teacher support is most strongly associated with students' psychological well-being. 

Overall, the present findings contribute to the growing literature demonstrating that perceived teacher support is positively associated with 

psychological well-being among EFL university students. Although teacher support should not be viewed as the sole determinant of 

students' psychological functioning, it represents a meaningful educational resource that may promote healthier learning experiences when 

integrated with broader institutional and psychosocial support systems. 

The mediating role of self-regulation in the relationship between perceived teacher support and psychological well-Being 

The present study found that self-regulation partially mediated the association between perceived teacher support and psychological 

well-being among EFL university students. Specifically, perceived teacher support was positively associated with self-regulation (β = .308), 

self-regulation was positively associated with psychological well-being (β = .341), and the indirect effect of perceived teacher support on 

psychological well-being through self-regulation was statistically significant (β = .14). These findings suggest that students who perceived 

greater support from their teachers also tended to report stronger self-regulatory capacities, which were, in turn, associated with higher 

levels of psychological well-being. Nevertheless, because the study employed a cross-sectional correlational design, the mediation should 

be interpreted as a statistical explanation of the observed associations rather than evidence of a causal mechanism. 

The observed mediation is theoretically consistent with Self-Determination Theory (Deci & Ryan, 2000), which proposes that supportive 

learning environments facilitate the satisfaction of learners' basic psychological needs, thereby promoting autonomous regulation and 

positive psychological functioning. Similarly, Social Cognitive Theory (Bandura, 1986) emphasizes that environmental factors and learners' 

self-regulatory processes operate interactively to influence behavioral and psychological outcomes. From these theoretical perspectives, 

supportive teachers may provide instructional guidance, emotional encouragement, and autonomy-supportive learning opportunities that are 

associated with students' ability to plan, monitor, and regulate their learning. These self-regulatory processes may subsequently be 



http://wjel.sciedupress.com World Journal of English Language Vol. 16, No. 6; 2026 

 

Published by Sciedu Press                            545                            ISSN 1925-0703  E-ISSN 1925-0711 

associated with enhanced psychological well-being by fostering greater perceived competence, adaptive coping, and resilience in academic 

settings. 

The present findings are consistent with previous empirical research demonstrating significant associations among teacher support, 

self-regulation, and students' psychological well-being. Many studies (Cochran & Peters, 2023; De Carvalho et al., 2021; Derakhshan & 

Fathi, 2024; Teng & Zhang, 2021) similarly reported that supportive educational environments are positively associated with learners' 

self-regulatory capacities and psychological adjustment. Moreover, Fan and Cui (2024) found that self-regulation serves as a significant 

mediator linking teacher support to positive psychological outcomes in EFL learning contexts. The convergence of these findings across 

different educational settings strengthens the empirical evidence that self-regulation represents an important psychological process through 

which supportive teacher–student relationships are associated with students' well-being. 

A plausible explanation for the observed mediation is that supportive teachers create classroom environments that encourage students to 

assume greater responsibility for their own learning. Through clear instructional guidance, constructive feedback, emotional reassurance, 

and opportunities for autonomous decision-making, teachers may help students develop effective self-regulatory strategies, including goal 

setting, self-monitoring, strategic learning, and self-reflection. Students who effectively regulate their learning are likely to experience 

greater academic confidence, reduced learning-related stress, and a stronger sense of control over academic challenges, all of which are 

positively associated with psychological well-being. The partial mediation observed in this study further suggests that although 

self-regulation represents an important explanatory mechanism, teacher support may also be associated with psychological well-being 

through additional pathways that were not examined in the present model. 

The present findings also contribute to the literature by extending evidence on the mediating role of self-regulation to the Ethiopian higher 

education context, where empirical research examining these relationships remains limited. Although the observed pattern is consistent with 

international studies, contextual characteristics such as institutional resources, classroom conditions, cultural expectations, and educational 

practices may shape how teacher support facilitates students' self-regulatory behaviors and psychological well-being. Consequently, the 

strength and nature of these associations may vary across educational systems, highlighting the importance of examining contextual 

influences in future research. 

Despite the significant mediation effect, psychological well-being should be recognized as a multidimensional construct influenced by 

numerous factors beyond those included in the present model. Individual characteristics, personality traits, academic self-efficacy, 

resilience, classroom climate, peer relationships, family support, and institutional learning environments may also contribute to students' 

psychological functioning. Therefore, the mediating role of self-regulation should be interpreted as one important explanatory pathway 

rather than a comprehensive account of how teacher support is associated with psychological well-being. 

Measurement Invariance across Gender 

The present study examined whether the measurement model of perceived teacher support, self-regulation, and psychological well-being 

operated similarly across male and female EFL university students. Although the RMSEA and SRMR values indicated acceptable 

approximate fit, the CFI and TLI values for the configural, metric, and scalar models were below commonly recommended thresholds. 

Therefore, the invariance findings should not be interpreted as evidence of satisfactory absolute model fit. Nevertheless, the relatively small 

changes in CFI across the increasingly constrained models provide limited support for approximate measurement invariance across gender. 

Accordingly, comparisons between male and female participants should be made cautiously. Structural path differences across gender were 

not examined in the present study. 

This tentative pattern is broadly consistent with previous studies that have reported measurement equivalence of psychological and 

educational constructs across gender in language-learning contexts (Derakhshan & Fathi, 2024; Liengaard, 2024; Sahlan et al., 2024). 

However, given the relatively weak absolute fit indicated by the CFI and TLI values, the present findings should be regarded as preliminary 

rather than conclusive evidence of measurement equivalence. 

Although the changes in CFI across configural, metric, and scalar models were relatively small, the absolute CFI and TLI values remained 

below commonly recommended thresholds. The results therefore provide only limited support for approximate measurement invariance 

across gender and should not be interpreted as conclusive evidence of configural, metric, or scalar invariance. These findings suggest that 

the measurement model may operate approximately similarly across gender; however, the weak absolute fit indices prevent firm 

conclusions about whether male and female students interpreted the constructs equivalently. Such differences may reflect variations in 

response styles, socialization processes, or contextual experiences rather than substantive differences in the latent constructs themselves. 

Accordingly, comparisons of latent means across gender should be interpreted with caution because observed mean differences may be 

influenced, at least in part, by item-level measurement non-invariance rather than genuine group differences (Pauls et al., 2019). 

A plausible explanation for the observed pattern of measurement non-equivalence is that male and female students may experience 

educational environments differently despite sharing similar conceptual understandings of teacher support, self-regulation, and 

psychological well-being. In the Ethiopian higher education context, sociocultural expectations, gender norms, classroom interactions, and 

access to academic support may shape how students respond to particular questionnaire items without fundamentally altering the meaning 

of the underlying constructs. These contextual influences may contribute to differences in responses to particular items without necessarily 

altering the general pattern of the measurement model. 
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The present findings have important methodological and theoretical implications. Methodologically, the relatively small changes in CFI 

provide preliminary support for the comparability of the measurement model across gender groups. However, because the absolute CFI and 

TLI values were below recommended thresholds and structural path differences were not examined, the findings should be interpreted 

cautiously. Theoretically, the findings extend the growing body of evidence supporting the cross-gender applicability of these psychological 

constructs within second language acquisition research, particularly in underrepresented educational contexts such as Ethiopian higher 

education. 

Nevertheless, the limited evidence of measurement equivalence underscores the importance of exercising caution when comparing latent 

mean scores across gender. Given the relatively weak absolute fit of the invariance models, researchers should avoid assuming complete 

measurement equivalence and should interpret possible gender differences within their broader sociocultural and educational contexts. 

Several limitations should also be acknowledged. The invariance analysis was conducted using data collected from Ethiopian EFL 

university students, and the findings may not generalize to learners in other cultural or educational settings. Furthermore, the quantitative 

design does not explain why certain items exhibited non-invariant intercepts across gender. Future research should therefore combine 

multi-group structural equation modeling with qualitative or mixed-methods approaches to explore how gender-related educational 

experiences, classroom interactions, and sociocultural expectations shape students' perceptions of teacher support, self-regulation, and 

psychological well-being. Cross-cultural replication studies would also help determine whether the observed pattern of approximate 

measurement invariance is specific to the Ethiopian context or reflects a broader characteristic of these constructs across diverse educational 

systems. 

Overall, the relatively small changes in CFI provide limited and preliminary support for approximate measurement invariance across 

gender. However, because the absolute CFI and TLI values were below commonly recommended thresholds, the findings should not be 

interpreted as evidence of satisfactory cross-gender measurement equivalence. Comparisons between male and female participants should 

therefore be made cautiously. At the same time, the relatively weak absolute model fit highlights the importance of contextual sensitivity 

when interpreting possible gender differences and emphasizes that psychometric equivalence should be evaluated alongside the 

sociocultural realities in which educational experiences are embedded. 

5. Conclusion 

The purpose of this study was to investigate the relationship between support perceived from English language teachers and its impact on 

Self-Regulation and Mental Well-being for students learning EFL in Ethiopia, as well as to see if all three constructs measured are similar 

across gender. Evidence from this analysis supports a positive correlation between perceived support from teachers and EFL learners' 

well-being. Specifically, EFL learners who received both emotional and instrumental assistance from their English teachers developed a 

sense of their emotional well-being and resilience. Further, this study provided empirical evidence that Self-Regulation skills mediate the 

association between perceived support from teachers and EFL learners' well-being. Thus, perceived teacher support was directly and 

indirectly associated with learners’ psychological well-being through self-regulation. 

Supportive evidence for the mediating effect of self-regulation skills on well-being has been provided by self-determination theory (SDT), 

which explains the interplay between perceived external supports (e.g. provided through the EFL teaching relationship) and the internal 

self-regulation skills (e.g. self-determined motivation to study EFL) that impact on student well-being. In addition to supporting the findings 

of this study, the findings also support the use of perceived external supports and learner well-being through a study of the Ethiopian EFL 

learning context, which has not received a lot of attention in the literature. The measurement invariance analysis provided limited support 

for the comparability of the measurement model across male and female EFL learners. However, because the absolute CFI and TLI values 

were below commonly recommended thresholds, the findings should be interpreted cautiously and should not be regarded as conclusive 

evidence that the constructs were measured equivalently across gender. 

While this research has enhanced our understanding of personal development, we cannot distinguish between correlation and causation 

because of the cross-sectional nature of the design. We also do not know how these relationships change over time. The relatively weak 

absolute fit of the invariance models limits confidence in comparisons of latent scores between male and female participants, as apparent 

differences may partly reflect measurement-related factors. In addition, the diverse levels and types of institutional resources and teacher 

practices across the Ethiopian educational systems may affect how students feel about the support and well-being they receive at their 

schools. 

Pedagogical Implications 

Teachers should continuously offer emotional and instrumental support that could boost students' well-being and academic resilience in EFL 

classrooms. Simultaneously, explicit instructional practices for self-regulation, such as goal-setting, reflective learning, and using 

metacognitive strategies, would further strengthen the emotional stability and sense of autonomy among learners. Complementing these 

classroom-level efforts, schools should be able to embed mental-health-responsive practices into the process of teaching the English 

language, especially in resource-poor contexts like Ethiopia, where teacher support itself may not be enough to address broader emotional 

challenges faced by students. Mental health support systems should be integrated into EFL classrooms as resources for students, especially 

in impoverished countries such as Ethiopia where teacher support alone often does not adequately address students' emotional needs. 
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Recommendation 

Training for new teachers should include training on the association between socio-emotional supports and developing students' ability to 

self-regulate. Supportive environments for teachers can be created and maintained through the reduction of teacher workload, the provision 

of access to counseling resources, and the establishment of ongoing professional development programs. Future curriculum design for EFL 

should incorporate principles of mental health promotion and the language skills of an individual, providing a holistic and learner-centered 

approach to EFL education. 
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