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Autonomy-supportive environments have been identified as predictors of

students’ wellbeing and engagement. This paper aimed to examine the

perception of learning climate and its predictive ability in the multidimensional

wellbeing of university students. An associative and predictive approach was

adopted, carried out through a cross-sectional study that included 295

students from a Chilean university. Participants completed a learning climate

questionnaire and the PERMA-Profiler. Results indicated that students reported

moderately high levels of wellbeing in general, with the dimensions of positive

relationships, engagement, and purpose showing the highest scores. Regarding

learning climate, responses indicated a mostly positive perception, with scores

above the midpoint on the scale. No significant differences were found in

wellbeing or perception of learning climate according to academic year.

However, a significant interaction effect between gender and learning climate

was found for overall multidimensional wellbeing, F(1, 286) = 4.67, p = 0.032,

η2 = 0.016. Men in the high learning climate group showed higher wellbeing

than women, while women in the low climate group outperformed men in

the same group. Additionally, significant gender differences were observed in

the engagement dimension, F(1, 286) = 11.23, p < 0.001, η2 = 0.033, with

men in the high learning climate group reporting higher engagement, and

women in the low learning climate group showing higher engagement than

their male counterparts. Perception of learning climate explained a significant

amount of the variance in all dimensions of wellbeing. These findings highlight

the importance of promoting learning environments that foster autonomy and

teacher support, and suggest that the learning climate may have different

impacts on wellbeing depending on gender.
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1 Introduction

During their university years, young people experience
situations that enable them to train and become professionally
competent. They also could develop positive aspects related to
their personal growth and motivation. Some students encounter
difficulties in academic performance, which result in wellbeing
issues and success in their university careers (Appleseth et al., 2023).
The literature on higher education suggests that teacher autonomy
support can promote educational success and student motivation
(Okada, 2023). Therefore, the goal of educational institutions is
to allow students to thrive in terms of classroom functioning,
engagement, social development, and wellbeing (Ryan et al., 2023).
The key to achieving this is providing conditions that allow students
to satisfy their needs for autonomy, competence, and relatedness,
which has subsequent benefits for learning and wellbeing
(Howard et al., 2024).

Wellbeing is a construct studied from various perspectives.
One is the hedonic perspective, which emphasizes overall life
satisfaction, including domains such as work, academics, and
relationships (Diener and Ryan, 2009). From this perspective,
wellbeing can be described as the subjective evaluation that
individuals make of their life experiences and the emotions
associated with them (Passeggia et al., 2023). Therefore, it refers to
subjective happiness, enjoyment, and pleasure in life (Auyeung and
Han Mo, 2019).

Another perspective that has studied wellbeing is eudaimonia,
which involves personal growth, purpose, and orientation
toward self-realization (Ryan and Deci, 2006; Ryff, 1989).
In this perspective, psychological wellbeing is considered
a multidimensional construct associated with elements of
engagement, meaning, and life achievements (Auyeung and
Han Mo, 2019; Barra Almagia, 2012; Passeggia et al., 2023).
Thus, psychological wellbeing can be explained as the positive
functioning of individuals with their environment and high levels
of satisfaction in various life spheres (Ryff and Keyes, 1995).

This study considers the PERMA model of wellbeing
formulated by Seligman (2018) to address the construct. This
theoretical perspective explains wellbeing as a multidimensional
construct with eudaimonic and hedonic components, including
positive emotions (P), engagement (E), relationships (R), meaning
(M), and accomplishment (A). In the general population,
PERMA components have been positively associated with overall
satisfaction, job satisfaction, and positive effects, and negatively
associated with negative effects (Cabrera and Donaldson, 2023).
In the university student population, the components of PERMA
have been associated with autonomy, resilience, flourishing,
physical health, vitality, and character strengths such as curiosity,
love of knowledge, gratitude, and love (Coffey et al., 2016;
Leontopoulou, 2020).

Other perspectives consider wellbeing to include both
interpersonal and intra-individual dimensions. The former refers
to relationships with others, while the latter points to self-referent
attitudes such as personal growth, self-beliefs, and experiences of
mastery (Burns, 2017). In the Ibero-American context, PERMA has
been analyzed among university students concerning interpersonal
and intra-individual variables, finding significant associations
between PERMA components and growth mindset, positive affects,

social interactions, overall life satisfaction, academic performance,
secure attachment, university life adaptation, happiness, and
indicators of physical and mental health. Conversely, negative
relationships were found with academic anxiety, fixed mindset,
and negative affect (Chaves et al., 2023; Cobo-Rendón et al., 2021;
Umucu et al., 2024; Yang et al., 2024).

1.1 The role of autonomy support in
promoting wellbeing and engagement in
educational setting

Wellbeing has been associated with the satisfaction of
basic psychological needs such as autonomy, competence,
and social relationships (Mayerhofer et al., 2023; Pineda-
Espejel et al., 2023). This association is addressed by the
Self-Determination Theory proposed by Deci and Ryan (2000,
2002), a theoretical perspective that posits that these basic
psychological needs—autonomy, competence, and relationships—
need to be met to promote optimal functioning and, consequently,
wellbeing.

Additionally, the theory proposes that basic psychological
needs can be satisfied in interpersonal contexts that promote
autonomy, enable the perception of competence through effective
interaction with the environment, and foster significant social
relationships (Deci and Ryan, 2000, 2002). Therefore, the type of
educational context can influence students’ wellbeing. However,
individual and interpersonal factors, and even the type of culture—
whether individualistic or collectivist—should be considered to
understand wellbeing, along with differences between men and
women within the same culture (Barra Almagia, 2012).

In this study, we delve into the basic psychological need for
autonomy, understood as having the capacity for choice, associated
with volition and self-perception that one’s behaviors originate
from one’s own decisions (Ryan and Deci, 2017). Autonomy
support, understood as the extent to which the environment
enables individuals to perceive that they make decisions instead
of being coerced (Grolnick, 2003). In Reeve (2016) study, applied
the concept of autonomy support to teachers’ motivational styles
in the classroom and defined six essential aspects of teaching
that support autonomy: (a) considering students’ perspectives;
(b) revitalizing internal motivational resources; (c) offering
explanatory rationales; (d) using informational and non-pressuring
language; (e) acknowledging and accepting negative affect; and
(f) being patient. In summary, autonomy support refers to
instructional efforts that satisfy students’ need to be initiators of
their behaviors (Reeve, 2016). Educational psychology research
thus highlights the role of teachers in supporting students’
motivation.

Autonomy has been studied concerning wellbeing and learning
among university students (Holzer et al., 2021; Howard et al., 2021;
Leow et al., 2023; Nalipay et al., 2020). On one hand, it has been
found in motivational profiles of university students that those
grouped in a profile with higher levels of learning autonomy also
exhibited higher levels of academic satisfaction (Vergara-Morales
et al., 2019). Additionally, it has been identified that increasing
perceived autonomy support is linked to increased autonomous
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motivation, with findings consistent in the opposite direction—
when there is a high increase in autonomy control by the teacher,
students’ motivation and satisfaction diminish.

Linking constructs, autonomy support is strongly associated
with the dimensions of the PERMA model (Seligman, 2018). In this
case, autonomy support fosters the emergence of positive emotions
in students, as it helps them develop greater perceived competence
and intrinsic value toward learning activities (Berweger et al., 2021).
Studies have shown that when students perceive an environment
that respects their autonomy, they experience more positive
emotions and a reduction in negative emotions such as stress
or frustration (Meng-Ting Lo, 2021). In terms of engagement,
autonomy support is closely related. According to Jiang and
Tanaka (2022), students who perceive a high level of autonomy
support, through the satisfaction of their psychological needs, show
greater academic engagement and satisfaction with university life.
This engagement is not only emotional but also behavioral and
cognitive, involving active participation in the learning process.
Within the same framework, another study investigated whether
students’ classroom engagement, in addition to being influenced
by teachers’ motivational styles, could also predict changes in
those styles. The results showed that autonomy-supportive teaching
predicted increases in student engagement across all its dimensions.
Additionally, students’ agentic engagement at the beginning of the
semester also predicted increases in perceived teacher autonomy
support, suggesting that active student engagement can influence
teachers’ teaching styles (Matos et al., 2018).

In the case of positive relationships within the classroom, both
among peers and with faculty, these relationships foster student
wellbeing. Autonomy support is linked to improved interpersonal
interactions, providing an environment where students feel valued
and recognized, which strengthens their support networks and
sense of belonging (Wu and Xindong, 2024). This perception
of support fosters healthier relationships and reduces feelings of
isolation. Autonomy support is also related to a greater sense of
purpose associated with wellbeing. Students who find meaning
in their studies, such as those in counseling programs, tend to
show higher wellbeing and greater perceived competence (Hurst
and Prescott, 2021). An environment that fosters autonomy
promotes meaningful and purposeful learning, motivating students
to establish deeper connections between their academic goals and
personal lives. Finally, academic achievements in this context are
also influenced by autonomy support. A meta-analysis by Okada
(2021) found that perceived autonomy support has a positive
impact on academic performance and a moderate to large influence
on students’ autonomous motivation. Therefore, an environment
that supports self-direction allows students to manage their own
learning more effectively, which translates into better academic
outcomes.

Autonomy support, has also been studied among university
students, who are regularly exposed to deadlines, stressful
situations associated with academic events and evaluations, and
even competition with peers for better grades, situations that
can impact their perception of autonomy. Research shows that
autonomy support from parents, friends, and romantic partners is
linked to university students’ subjective wellbeing (Ratelle et al.,
2013). Indeed, when students perceive high levels of these three
sources of autonomy support, they report higher wellbeing levels.

In the academic context, it has been found that students
who perceived support from their teachers and a high sense
of autonomy reported greater engagement with their studies,
which indirectly influences their wellbeing (Luruli et al., 2020).
Certainly, an important relationship has been found between
autonomy support from teachers and the satisfaction of students’
basic psychological needs, as well as a decrease in anxiety and
an increase in the likelihood of participation and adaptive beliefs
regarding evaluation, implying self-regulated learning processes
(Cho et al., 2023).

Similarly, the value of teacher support in predicting academic
satisfaction has been corroborated, suggesting that autonomy
support serves as a nutrient to satisfy basic psychological needs,
with adaptive consequences in terms of increased participation,
confidence, and student engagement, contributing to a positive
relationship with intrinsic motivation (Huéscar Hernández et al.,
2022). On the other hand, qualitative studies have documented
that when students perceive low freedom, autonomy, competence,
and relationships, anxiety ensues along with a perception of low
capacity to act according to certain external demands (Tymms and
Peters, 2020).

In the experience of international students, the willingness of
instructors to create autonomy-supportive learning environments,
that is, learning environments oriented toward responding to
students’ autonomy needs, allowing them to participate in classes,
generating confidence in that participation, and the possibility
of connecting with peers, has been explored (Cho et al., 2023).
One of the strategies that enabled the perception of autonomy
was the discussion of topics that students perceived as interesting
and that promoted class participation, highlighting those teachers
previously considered the most relevant topics for learning quality.
It is important to note that these learning environments are
structured; they are not unlimited opportunities for decisions or
freedoms. Thus, it has been established that when students perceive
they have the freedom to act autonomously and competently within
a meaningful context, it brings benefits to their wellbeing.

1.2 The learning climate and autonomy
support on university students’ wellbeing
and academic outcomes

In the educational context, the importance of the perception
of autonomy as element related to self-regulated learning for the
wellbeing of university students has also been emphasized (Hoque
et al., 2023). In light of this, in the field of Science, Technology,
Engineering and Mathematics (STEM), courses have been designed
with strategies oriented toward motivational beliefs and learning
skills, through tutoring strategies that encourage autonomy, peer
relationships, and learning confidence (self-efficacy), achieved
through the opening of possibilities in the choice of thematic areas
of interest autonomously by the student, working in small groups,
and well-established materials with various learning integration
activities, to promote student wellbeing (Mayerhofer et al., 2023).

However, evidence contrary to the literature has been found,
as a study in China found that perceived student autonomy in
the classroom was inversely related to life satisfaction (Chen et al.,
2017). The explanation was related to first-year students who had
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just graduated from high school, where they were under a teaching
style very oriented toward controlling student autonomy, which
could affect their satisfaction upon entering university, where they
encountered a learning environment that encouraged decision-
making, freedom, and autonomy, which was perceived as a stressful
situation for students in the adaptation process.

Another object of study in literature is the learning climate.
Recent studies have explored the learning climate, specifically
the type of learning climate that can be associated with a
surface approach to learning among students. In this regard,
it is observed that a controlling learning climate style does
not enable the perception of autonomy in students, adding to
uncertainties in the learning environment, which can frustrate the
satisfaction of students’ basic psychological needs, compromising
their meaningful learning and wellbeing (Englund et al., 2023).

In this case, the learning climate, according to self-
determination theory, can be either controlling or supportive,
depending on how teachers manage their interactions with
students. This concept encompasses elements such as the
emotional and social atmosphere in which students learn, and
how that atmosphere affects their motivation and engagement
(Reeve, 2009). A positive learning climate is characterized by
an environment that promotes engagement, emotional support,
and relationship-building between students and the teacher.
According to previous studies, the learning climate refers to the
overall environment in which students learn, including social and
emotional interactions among them and with the teacher. Sulla
et al. (2023) emphasize that this climate is strongly influenced
by interpersonal synchrony and teacher support, which foster
critical thinking, decision-making, and problem-solving through
collaborative learning. An effective learning climate should
encourage shared regulation of learning, where students actively
engage in knowledge construction and in managing the social and
emotional challenges that arise during group learning (Hadwin
et al., 2018). Thus, the learning climate can directly influence both
wellbeing and academic outcomes (Sulla et al., 2023).

The learning climate, understood as the social and pedagogical
environment that prevails in educational settings, plays a
fundamental role in promoting student wellbeing. Various studies
have established that pedagogical practices, particularly those that
support autonomy, not only enhance intrinsic motivation but
are also key predictors of student wellbeing. Research has shown
that autonomy support, a practice in which educators encourage
independent decision-making, has a positive effect on student
wellbeing. Su and Reeve (2011) observed that when teachers adopt
an autonomy-supportive approach, students experience higher
levels of intrinsic motivation, which in turn improves their overall
wellbeing. This occurs because a positive learning climate is
established, where students not only feel more motivated to learn
but also experience greater satisfaction in their school activities,
contributing to a healthy emotional environment.

In this case, autonomy support is a more specific concept
and refers to the teacher’s actions that promote students’ self-
determination, that is, their ability to make decisions and be active
agents of their own learning. Autonomy support is manifested
when teachers adopt a teaching style that allows students to feel
they have control over their actions by offering choices, listening
to their opinions, and encouraging personal initiative (Deci et al.,
1981). This type of support fosters intrinsic motivation, as students

perceive that their interests and needs are acknowledged and
valued. Sulla et al. (2023) indicate that teachers can facilitate socially
shared regulation of learning through strategies that promote
autonomy, such as offering scaffolding, temporary supervision, and
reflective questioning, allowing students to take ownership of the
cognitive and emotional regulation skills necessary for academic
success.

Similarly, Jiang and Tanaka (2022) pointed out that autonomy
support also has a significant impact on psychological wellbeing.
The fact that students feel empowered in their decisions
and academic tasks creates an environment where autonomy
is not just an educational practice, but a tool to promote
wellbeing. This is consistent with self-determination theories (Deci
and Ryan, 2000), which suggest that when the psychological
needs for autonomy, competence, and relatedness are met,
individuals achieve higher levels of wellbeing. Likewise, studies
such as those by Soenens and Vansteenkiste (2010) and Neufeld
and Malin (2020) have highlighted that the perception of
autonomy in the learning environment directly impacts school
satisfaction and emotional wellbeing. These studies conclude
that an environment that facilitates autonomy, competence, and
positive relationships generates a more satisfying educational
experience, contributing to a more balanced and positive emotional
state. Additionally, Gutiérrez and Tomás (2019) emphasized the
relationship between perceived autonomy support and academic
performance, indicating that student wellbeing not only improves
their subjective wellbeing experience but also influences their
engagement and performance in the classroom, reinforcing the
integral role of the learning climate in wellbeing. Therefore, when
the learning climate provided by the teacher is oriented toward
promoting autonomy, it becomes a key predictor of student
wellbeing. Teachers’ promotion of autonomy is a critical factor that
must be considered in creating educational environments that not
only foster academic success but also promote the overall wellbeing
of students.

For this reason, online psychological interventions have been
designed to improve the wellbeing of university students, with
proven effects in reducing depressive symptoms and increasing
wellbeing, flourishing, positive emotions, and the need for
autonomy (Auyeung and Han Mo, 2019). It was identified that
these last two constructs act as active elements of post-intervention
changes, specifically explaining that the need for autonomy is
a psychological mechanism associated with general health and
inversely with depression, which could be sensitive to positive
psychology interventions, highlighting the importance of the need
for autonomy as an essential element in identity formation.

The relevance of this study lies in exploring factors that are
under-researched in the Ibero-American literature, such as the
learning climate from a perspective of managing the need for
autonomy in educational contexts and its impact on university
students’ wellbeing, delving into its hedonic and eudaimonic
elements from the multidimensional perspective of PERMA.
Similarly, continuing to delve into the psychological processes
involved in study retention and reducing students’ intention to
drop out of their careers, previous research has indicated that
constructs related to satisfaction, engagement, autonomy, and
wellbeing are related to dropout (Bernardo et al., 2022; Jeno et al.,
2023; Marôco et al., 2020). Moreover, it seeks to understand how
teaching methodologies impact the satisfaction of students’ basic
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needs and, in effect, how self-perceived autonomy in learning
processes influences wellbeing.

This study aims to deepen the university student’s experience,
generating data that can address current training challenges.
Therefore, the objective of this research is to examine the
perception of the learning climate and its predictive capacity on the
multidimensional wellbeing of university students. The hypothesis
system guiding this study is as follows:

H1: There are differences in the learning climate and
the multidimensional wellbeing of students according to
the academic year.

H2: There are differences between the learning climate and the
multidimensional wellbeing of students according to gender.

H3: There are differences in multidimensional wellbeing in
students with high and low perceptions of the learning climate.

H4: The perception of the learning climate predicts the
multidimensional wellbeing of university students.

2 Materials and methods

2.1 Design

A predictive associative methodology (Ato et al., 2013) was
chosen to examine the perception of the learning climate and
its predictive capacity on the wellbeing of university students.
Consequently, this research is framed as a cross-sectional study, as
only one measurement of the variables of interest was taken. This
study was cross-sectional since the data were collected at a single
point in time (Hernández Sampieri et al., 2014).

2.2 Participants

Responses from 295 university students majoring in Psychology
(71 males, 219 females, 5 preferred not to say) from a Chilean
university were analyzed. The average age was 21.35 years
(SD = 2.93). Table 1 shows the distribution of participants
according to academic year. Additionally, 71.89% indicated
that this was their first experience in higher education. An
accidental non-probability sampling method was used, based on
the availability of students present in the classrooms at the time
of questionnaire administration. Assuming a 95% confidence level
(α = 0.05) and a statistical power of 80% (1-β = 0.80), the expected
effect size for the analyses was estimated. In the case of t-tests
and ANOVA, the required sample size depends on the effect size
expected to be observed. Since this study compares groups based
on variables such as gender and academic year, a sample of 295
participants is adequate to detect small to moderate effect sizes
(Cohen, 1988).

TABLE 1 Description of participants by year of university entry.

Year of entry Frequency Percentage

2019 33 11.2

2020 78 26.4

2021 102 34.6

2022 82 27.8

Total 295 100.0

2.3 Instruments

2.3.1 Learning climate
The Learning Climate Questionnaire (LCQ; Williams and

Deci, 1996) consists of 15 items responded to on a Likert
scale ranging from 1 (Strongly Disagree) to 7 (Strongly Agree).
This questionnaire assesses the degree to which participants
perceive their leader (e.g., professor, coach) promotes their
autonomy. Higher scores indicate greater autonomy support
from the professor. It is a unifactorial questionnaire with
adequate psychometric properties for use in university students
(S-Bχ2/df = 2.17, S-Bχ2 = 195.49, df = 90, RMSEA = 0.058,
CFI = 0.99). Item factor loadings ranged from 0.25 to 0.81, all
significant. The reliability of this scale has been α = 0.93 (Matos
Fernández, 2009).

2.3.2 PERMA profiler
The PERMA-Profiler is an instrument designed to assess

wellbeing in multiple dimensions based on the PERMA theory.
It consists of 23 questions addressing five key aspects of
wellbeing: positive emotions, engagement, relationships, meaning,
and achievement. Additionally, it incorporates items contrasting
with negative emotions, feelings of loneliness, and health
perception. Participants respond on a Likert scale from 0 to
10. Psychometrically, the five-dimensional structure has been
confirmed in its original version (RMSEA = 0.06, SRMR = 0.03,
CFI = 0.97, TLI = 0.96, χ2 = 10.606, DF = 80) (Kern et al.,
2015). In terms of reliability among university students, internal
consistency values range from α = 0.73 to α = 0.90 for individual
dimensions and from α = 0.92 to α = 0.94 for the complete scale
(Kern et al., 2015). In the Chilean validation, the factorial structure
of the instrument was maintained (RMSEA = 0.054, CFI = 0.94,
TLI = 0.95, χ2 = 411.953, DF = 80) with reliability indices ranging
from α = 0.40 to α = 0.87 for dimensions and α = 0.91 for the total
scale (Cobo-Rendón et al., 2020).

2.4 Procedure

This study is part of a larger project titled “Academic Emotions,
Wellbeing, and Autonomy Support as Predictors of Adaptation
and Intention to Drop Out in University Life,” evaluated by the
Ethics Committee of the University of Development, Chile. The
researchers contacted the authorities of the Faculty of Psychology
to explain the study details and obtain approval to administer the
questionnaires in their courses, ensuring a high response rate. Some
researchers personally attended classrooms to inform students
about the study and request their participation. Then, students
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were invited to complete the questionnaires via QR codes after
reading and signing an informed consent. The average response
time was 15 min, and no incentives were offered for participation.
This research was evaluated and approved by the Ethics Committee
of the University of Development on October 4, 2022.

2.5 Data analysis plan

The collected data were stored in a Google form for
management. Descriptive and central tendency analyses were
conducted on the variables of the learning climate and wellbeing
with their dimensions. The reliability of the responses was
evaluated using Cronbach’s alpha coefficient and McDonald’s
omega coefficient. Inferential analyses (Student’s t-tests and
ANOVA) were performed to examine differences in the scores
of the variables of interest according to gender and academic
year. Linear regression analysis was conducted to identify the
predictive capacity of the perception of the learning climate on
multidimensional wellbeing and its dimensions. The fulfillment of
statistical assumptions for the use of these tests was verified. The
data were analyzed using JASP 0.16 and Power BI.

3 Results

Below are the results of the evaluation of the learning climate
and wellbeing of university students to address the objective of this
work, which is to examine the perception of the learning climate
and its predictive capacity on the wellbeing of university students.

When evaluating the average wellbeing scores, it was found that
the highest scores were in the dimensions of positive relationships,
followed by engagement and purpose, respectively. The dimensions
of positive emotions, perception of achievement, and perception of
health were averaged around 4, indicating a medium level on the
response scale. Overall, there is a medium-high level of wellbeing
concerning the analyzed responses. Regarding the perception of the
learning climate, it scored above 4, with most responses falling in
the middle range of the scale. Table 2 presents descriptive statistics
on the scores of the dimensions of wellbeing and the perception of
the learning climate.

3.1 Learning climate and student
wellbeing according to academic year
and gender

When evaluating the students’ responses with the aim of
addressing the hypotheses related to significant differences in the
scores of the learning climate and wellbeing based on academic year
and gender (H1 and H2), the analyses performed did not reveal
statistically significant differences in the perception of the learning
climate or in student wellbeing based on these criteria. Independent
t-tests by gender did not reveal significant differences in any of
the evaluated dimensions (see Table 3), and in the case of ANOVA
analyses by academic year, neither the perception of the learning
climate nor any of the evaluated dimensions of wellbeing (positive

TABLE 2 Descriptive statistics on perception of learning
climate and wellbeing.

Dimensions Min Max M SD

Positive emotions 1.33 7.00 4.978 1.308

Engagement 1.00 7.00 5.154 1.023

Positive
relationships

1.00 7.00 5.339 1.281

Purpose 1.00 7.00 5.098 1.419

Achievement 1.00 7.00 4.960 1.283

Health 1.00 7.00 4.706 1.534

Negative emotions 1.00 7.00 4.135 1.220

Multidimensional
wellbeing

1.07 7.00 5.106 1.102

Learning climate 1.33 7.00 4.458 1.375

Min, minimum; Max, maximum; M, mean; SD, standard deviation.

emotions, engagement, relationships, purpose, and achievement)
showed significant differences (see Table 4).

3.2 Results of the interaction between
learning climate levels and gender on
wellbeing and its dimensions

The analysis of the interaction between learning climate
levels and gender revealed significant effects and trends close to
significance in several wellbeing dimensions. In the case of positive
emotions, although a significant interaction between learning
climate and gender was not found, F(1, 286) = 3.16, p = 0.077,
η2 = 0.010, the results showed a trend toward significance. Men
in the high learning climate group had a higher mean in positive
emotions (M = 5.47, SD = 1.21) compared to women (M = 5.29,
SD = 1.10). In the low learning climate, women had a higher mean
(M = 4.53, SD = 1.27) than men (M = 4.08, SD = 1.70).

Regarding the results in the engagement dimension, the
interaction between learning climate and gender was significant,
F(1, 286) = 11.23, p < 0.001, η2 = 0.033. Men in the high learning
climate group had a higher engagement mean (M = 5.63, SD = 0.86)
compared to women (M = 5.36, SD = 0.75). However, in the
low learning climate, women showed higher levels of engagement
(M = 4.86, SD = 1.13) than men (M = 4.22, SD = 1.35). This suggests
that the interaction between learning climate and gender has a
considerable impact on engagement.

For the positive relationships dimension, although the
interaction between learning climate and gender was close to
significance, F(1, 286) = 3.58, p = 0.060, η2 = 0.011, it did not
reach the conventional level. Men in the high climate (M = 5.64,
SD = 0.99) had a slightly higher mean in positive relationships than
women (M = 5.62, SD = 1.12). However, differences between men
and women in the low climate were not significant, although men
had slightly lower scores (M = 5.05, SD = 1.40).

In the case of the purpose dimension, the interaction between
learning climate and gender was not significant, F(1, 286) = 3.115,
p = 0.079, η2 = 0.009, although a trend toward significance was
observed. In the high climate, men (M = 5.79, SD = 1.19) had
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TABLE 3 Evaluation of differences by participants’ gender in the perception of learning climate and wellbeing dimensions.

Dimension Gender N Mean Standard
deviation

Standard
error

t-value (df) p-value

Learning climate Male 71 46.178 14.451 0.1715 1.027 (288) 0.305

Female 219 44.247 13.553 0.0916

Positive emotions Male 71 50.000 15.317 0.1818 0.051 (288) 0.959

Female 219 49.909 12.249 0.0828

Engagement Male 71 51.549 12.381 0.1469 −0.057 (288) 0.955

Female 219 51.629 0.9446 0.0638

Positive
relationships

Male 71 52.207 13.225 0.1570 −1.009 (288) 0.314

Female 219 53.973 12.679 0.0857

Purpose Male 71 52.254 15.510 0.1841 0.808 (288) 0.420

Female 219 50.685 13.780 0.0931

Achievement Male 71 50.516 13.173 0.1563 0.615 (288) 0.539

Female 219 49.437 12.749 0.0861

Health Male 71 48.592 14.818 0.1759 0.862 (288) 0.390

Female 219 46.788 15.484 0.1046

Negative emotions Male 71 40.610 13.759 0.1633 −0.583 (288) 0.560

Female 219 41.583 11.667 0.0788

Multidimensional
wellbeing

Male 71 51.305 12.472 0.1480 0.118 (288) 0.906

Female 219 51.126 10.558 0.0714

Degrees of freedom 288.

higher purpose scores than women (M = 5.41, SD = 0.86). In the
low climate, women (M = 4.66, SD = 1.16) outperformed men
(M = 4.13, SD = 1.61).

Regarding the achievement dimension, no significant
interaction between learning climate and gender was found
in this dimension, F(1, 286) = 0.634, p = 0.427, η2 = 0.002.
However, the descriptive results showed that men in the high
climate (M = 5.45, SD = 0.93) had slightly higher scores than
women (M = 5.31, SD = 0.86), while in the low climate, women
(M = 4.39, SD = 1.16) outperformed men (M = 4.26, SD = 1.30)
(see Table 5).

For the additional dimensions of the PERMA Profiler, in the
case of the health dimension, the interaction between learning
climate and gender was not significant, F(1, 286) = 0.039, p = 0.843,
η2 < 0.001. Men in the high climate (M = 5.18, SD = 1.36) and
women in the same group (M = 5.03, SD = 1.36) did not show
substantial differences. Similarly, in the low climate, the means
between men (M = 4.22, SD = 1.54) and women (M = 4.15,
SD = 1.68) were very similar. Finally, for negative emotions,
although the interaction between learning climate and gender was
not significant, F(1, 286) = 2.600, p = 0.108, η2 = 0.009, the
descriptive results indicated that men in the high climate (M = 4.08,
SD = 1.49) had slightly higher negative emotions than women
(M = 3.96, SD = 1.12). In the low climate, women (M = 4.46,
SD = 1.27) reported higher levels of negative emotions compared
to men (M = 4.03, SD = 1.70) (see Table 5).

Regarding the results for the multidimensional wellbeing
variable, a significant interaction was found between learning

climate and gender, F(1, 286) = 4.671, p = 0.032, η2 = 0.016. Men in
the high climate (M = 5.60, SD = 0.93) had higher multidimensional
wellbeing scores compared to women (M = 5.41, SD = 0.86). In
the low climate, women (M = 4.66, SD = 1.16) outperformed men
(M = 4.22, SD = 1.30), highlighting the influence of the learning
climate on the perception of multidimensional wellbeing by gender.
In this case, the results show that the interaction between learning
climate and gender has a significant impact on the dimensions
of engagement and multidimensional wellbeing, with trends in
other dimensions such as positive emotions, purpose, and positive
relationships. Women and men respond differently to the learning
climate in terms of wellbeing.

3.3 Differences in wellbeing among
students with high and low perception of
learning climate

To address the hypothesis regarding differences in wellbeing
among students with high and low perceptions of the learning
climate (H3), participants’ responses were initially divided into
two groups, “high” and “low.” This dichotomization of learning
climate perceptions was based on the cutoff points derived
from the response scale used, providing empirical justification
for this categorization. Specifically, the lower average response
values (1 to 3.99) were grouped as low perceptions, while
the higher average response values (4 to 7) were considered
high perceptions. Since the response scale ranged from 1
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TABLE 4 Descriptive statistics and ANOVA for learning climate and wellbeing dimensions.

Dimension Academic year N Mean Standard deviation F (df) Sig. (p)

Learning climate 2019 33 44.646 13.416 0.026 (3, 291) 0.994

2020 78 44.376 12.680

2021 102 44.876 14.466

2022 82 44.407 14.204

Total 295 44.588 13.756

Positive emotions 2019 33 50.909 11.064 0.157 (3, 291) 0.925

2020 78 49.103 13.630

2021 102 49.967 13.919

2022 82 49.756 12.415

Total 295 49.785 13.087

Engagement 2019 33 52.626 0.8155 0.509 (3, 291) 0.676

2020 78 50.855 0.9691

2021 102 51.046 11.745

2022 82 52.398 0.9533

Total 295 51.548 10.238

Positive relationships 2019 33 53.838 10.708 0.233 (3, 291) 0.873

2020 78 53.932 11.606

2021 102 53.627 13.716

2022 82 52.398 13.671

Total 295 53.389 12.817

Purpose 2019 33 54.040 13.611 0.916 (3, 291) 0.434

2020 78 51.923 14.086

2021 102 50.261 14.949

2022 82 49.756 13.566

Total 295 50.983 14.195

Achievement 2019 33 52.424 10.351 0.972 (3, 291) 0.406

2020 78 49.487 12.860

2021 102 50.033 14.060

2022 82 48.049 12.092

Total 295 49.605 12.838

Health 2019 33 5.020 1.236 0.780 (3, 291) 0.506

2020 78 4.791 1.566

2021 102 4.588 1.573

2022 82 4.646 1.566

Total 295 4.706 1.534

Negative emotions 2019 33 4.283 0.917 2.468 (3, 291) 0.062

2020 78 3.816 1.270

2021 102 4.235 1.244

2022 82 4.256 1.216

Total 295 4.136 1.221

Multidimensional wellbeing 2019 33 5.277 0.939 0.341 (3, 291) 0.796

2020 78 5.106 1.085

2021 102 5.099 1.237

2022 82 5.047 1.012

Total 295 5.106 1.103
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TABLE 5 Descriptive statistics of scores according to the level of
perception of learning climate and gender.

Dimension Learning
climate

level

Gender Mean Standard
deviation

Positive
emotions

High Male 5.47 1.21

High Female 5.29 1.10

Low Male 4.08 1.70

Low Female 4.53 1.27

Engagement High Male 5.63 0.86

High Female 5.36 0.75

Low Male 4.22 1.35

Low Female 4.86 1.13

Positive
relationships

High Male 5.64 0.99

High Female 5.62 1.12

Low Male 5.05 1.40

Low Female 5.05 1.40

Purpose High Male 5.79 1.19

High Female 5.41 0.86

Low Male 4.13 1.61

Low Female 4.66 1.16

Achievement High Male 5.45 0.93

High Female 5.31 0.86

Low Male 4.26 1.30

Low Female 4.39 1.16

Health High Male 5.18 1.36

High Female 5.03 1.36

Low Male 4.22 1.54

Low Female 4.15 1.68

Negative
emotions

High Male 4.08 1.49

High Female 3.96 1.12

Low Male 4.03 1.70

Low Female 4.46 1.27

Multidimensional
wellbeing

High Male 5.60 0.93

High Female 5.41 0.86

Low Male 4.22 1.30

Low Female 4.66 1.16

(Strongly disagree) to 7 (Strongly agree), this dichotomization
consistently reflects a differentiation between students who
expressed agreement or disagreement with the statements related
to the learning climate. Subsequently, an independent samples
t-test analysis was conducted to identify differences in wellbeing
levels between the two groups. This analysis revealed differences
in all levels of wellbeing. Students with a high perception
of the learning climate exhibited more positive emotions,
engagement, positive relationships, and achievements than those

who reported a low perception of the learning climate, resulting
in higher total wellbeing and health perception scores. It was
also identified that students with a low perception of the
learning climate had higher scores of negative emotions (see
Table 6).

Upon analyzing the percentages of students with high and low
perceptions of the learning climate according to the dimensions
of wellbeing, we found that a high perception of the learning
climate is associated with higher levels of positive emotions,
engagement, relationships, meaning, achievement, and health.
Conversely, a low perception is associated with lower levels of
wellbeing. Specifically, the greatest difference between high and low
perceptions of the learning climate was identified in the dimension
of Engagement, with a difference of 80.34%. This suggests that
individuals’ engagement is the dimension most affected by climate
perception and, therefore, can be considered the most relevant in
this context (see Figure 1).

3.4 Predicting the perception of learning
climate on university students’ wellbeing

To address hypothesis H4, which posits that the perception
of the learning climate predicts university students’ wellbeing, the
correlation levels between the scores of wellbeing dimensions and
the perception of the learning climate were initially evaluated.
Statistically significant associations were identified in all wellbeing
dimensions with the perception of the learning climate. The
strongest associations were found in the purpose dimension and
total wellbeing. The weakest associations were found in the
positive relationships and health perception dimensions. Inverse
associations were identified between the perception of the learning
climate and negative emotions (see Table 7).

To estimate the effect of the perception of the learning climate
on wellbeing dimensions, simple linear regression analyses were
conducted for each wellbeing dimension (dependent variables).
The results obtained are presented in Table 8, which reports the
results of each regression model.

The regression model results showed that the perception of the
learning climate explains 22% of the variance in positive emotions,
with the model being statistically significant [F(1, 294) = 82.784,
p < 0.001]. For the prediction of the wellbeing dimension
engagement, a statistically significant model was also identified
[F(1, 294) = 76.670, p < 0.01], explaining 20% of the variance.
A similar result was identified in the prediction model for the
positive relationships dimension, which was statistically significant
[F(1, 294) = 62.237, p < 0.001], explaining 17.5% of the variance.
The identified prediction model for the purpose dimension was
statistically significant [F(1, 294) = 101.332, p < 0.001], explaining
25.7% of the variance. For the wellbeing dimension achievement,
a statistically significant prediction model was identified [F(1,
294) = 93.082, p < 0.001], explaining 24.1% of the variance. Finally,
for multidimensional wellbeing, a statistically significant prediction
model for the perception of the learning climate was identified [F(1,
294) = 119.482, p < 0.001], explaining 29% of the variance (see
Table 8).
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TABLE 6 Descriptive statistics on wellbeing scores concerning groups with high and low perceptions of the learning climate.

Wellbeing
dimensions

Perception of
learning
climate

N M SD Std.
error
mean

t df Sig

Positive emotions Low 114 4.403 1.378 0.129 6.094 204.850 0.000

High 181 5.340 1.123 0.083

Engagement Low 114 4.722 1.201 0.112 5.566 173.712 0.000

High 181 5.427 0.782 0.058

Positive
relationships

Low 114 4.900 1.431 0.134 4.556 194.985 0.000

High 181 5.615 1.094 0.081

Purpose Low 114 4.374 1.51825 0.142 7.127 192.455 0.000

High 181 5.554 1.14138 0.084

Achievement Low 114 4.348 1.36712 0.128 6.634 197.558 0.000

High 181 5.346 1.06363 0.079

Health Low 114 4.149 1.64026 0.153 5.161 293 0.000

High 181 5.057 1.35439 0.100

Negative emotions Low 114 4.380 1.17150 0.109 2.761 293 0.000

High 181 3.981 1.22913 0.091

Multidimensional
wellbeing

Low 114 4.547 1.19407 0.111 7.005 189.257 0.000

High 181 5.457 0.87783 0.065

N, number of participants per group; M, mean; SD, standard deviation; Std. error mean, standard error of the mean; t, t-test value; df, degrees of freedom for the t-test.

FIGURE 1

Frequency distribution of the categories of high and low climate perception according to wellbeing dimensions.

4 Discussion

Wellbeing has been studied from various perspectives,
notably hedonic and eudaimonic. The hedonic perspective
focuses on subjective life satisfaction and positive emotional
experiences (Diener and Ryan, 2009; Passeggia et al., 2023),
while the eudaimonic perspective emphasizes personal growth,
purpose, and self-realization (Ryan and Deci, 2006; Ryff, 1989).
Seligman’s PERMA model (2011) combines both perspectives,
describing wellbeing as a multidimensional construct that includes
positive emotions, engagement, relationships, meaning, and
accomplishment. This study aimed to evaluate the predictive

capacity of the perception of the learning climate on the
multidimensional wellbeing of university students. After reviewing
the results, it is possible to affirm that significant results were found.

Firstly, it was observed that students, in general, reported
a medium-high level of wellbeing. The dimensions of positive
relationships, engagement, and purpose were the ones that received
the highest scores. These results are encouraging, as the literature
suggests that this level of wellbeing may be indicative of high
overall life satisfaction, as well as autonomy and resilience in
students (Cabrera and Donaldson, 2023; Coffey et al., 2016;
Leontopoulou, 2020). Specifically, a high level in the positive
relationships dimension is associated with components such as
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TABLE 7 Pearson correlation between learning climate and wellbeing.

Dimensions 1 2 3 4 5 6 7 8

Learning climate 1

Positive emotions 0.469** 1

Engagement 0.455** 0.691** 1

Positive relationships 0.419** 0.660** 0.543** 1

Purpose 0.507** 0.833** 0.683** 0.648** 1

Achievement 0.491** 0.774** 0.667** 0.599** 0.842** 1

Health 0.367** 0.614** 0.458** 0.559** 0.595** 0.582** 1

Negative emotions −0.194** −0.243** 0.066 −0.123* −0.176** −0.104 −0.104 1

Multidimensional wellbeing 0.538** 0.914** 0.807** 0.796** 0.929** 0.897** 0.650** −0.144*

*p < 0.05, **p < 0.01.

TABLE 8 Regression models of learning climate perception on wellbeing.

Dependent
variable

Scale Unstandardized
coefficients

β t sig R R2

B SE

Positive emotions (Constant) 2.988 0.229 13.048 0.000 0.469 0.220

Perception of autonomy
support

0.447 0.049 0.469 9.099 0.000

Engagement (Constant) 3.644 0.181 20.175 0.000 0.455 0.207

Perception of autonomy
support

0.339 0.039 0.455 8.756 0.000

Positive relationships (Constant) 3.600 0.231 15.609 0.000 0.419 0.175

Perception of autonomy
support

0.390 0.049 0.419 7.889 0.000

Purpose (Constant) 2.766 0.242 11.409 0.000 0.507 0.257

Perception of autonomy
support

0.523 0.052 0.507 10.066 0.000

Achievement (Constant) 2.917 0.222 13.165 0.000 0.491 0.241

Perception of autonomy
support

0.458 0.047 0.491 9.648 0.000

Multidimensional
wellbeing

(Constant) 3.183 0.184 17.288 0.000 0.538 0.290

Perception of autonomy
support

0.431 0.039 0.538 10.931 0.000

SE, standard error.

secure attachment and adaptation to university life, while it is
negatively related to academic anxiety (Chaves et al., 2023; Cobo-
Rendón et al., 2021; Umucu et al., 2024; Yang et al., 2024). In
turn, a high level of engagement is related to a high level of
perceived autonomy among students (Luruli et al., 2020), while
a high level of purpose is associated with academic experiences
that involve participation in community or cultural activities
(Kovich et al., 2023).

For the dimensions of positive emotions, perception of
accomplishment, and perception of health, were located at a
medium level on the response scale. In this case, it is important
to highlight that positive emotions are a fundamental variable for
the wellbeing of young people, having positive effects on the rest of
the dimensions (Ye et al., 2024), so the presence of medium or high
scores is of interest to evaluate in the educational context.

Regarding the medium level of the perception of
accomplishment dimension, this was identified at a medium
level on the scale, making it relevant to evaluate this score in this
scenario. This is because some students might not experience their
training as attractive or challenging, which could hinder academic
success and increase wellbeing (Kovich et al., 2023).

4.1 Learning climate and student
wellbeing according to academic year
and gender

In the statistical analyses conducted, no significant differences
were identified in the perception of the learning climate and
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wellbeing according to academic year or gender (H1 and H2). In the
case of the learning climate, these findings are consistent with other
research on university students where no differences were found
between men and women. It appears that the perception of the
learning climate is not differentiated according to the gender of the
students (Navarro Huaringa et al., 2022) The results obtained are
consistent with the central finding presented by Mammadov and
Schroeder (2023), who observed in their systematic review that the
samples analyzed showed a higher percentage of women compared
to men, with 52.7% female representation and approximately 68%
of the samples being predominantly women. These authors explain
that, although some studies did not find significant differences in
learning outcomes based on gender, others suggest that women may
benefit more from affective relationships with teachers and support
for their autonomy. This suggests that the social and emotional
context may influence how students, especially women, respond to
educational support.

However, the results regarding academic year contradict other
studies, where differences were found in the perception of the
learning climate between first and second-year students (Yüce,
2023). Thus, the perception of teacher support for student
autonomy varies according to the different academic demands
present at various levels of education.

Regarding wellbeing, studies on student samples report the
existence of positive and significant differences in favor of women
in positive emotions and relationships and a significant difference
in favor of men in meaning and achievements (Hejazi et al.,
2021). In terms of aspects of psychological wellbeing, gender
differences have also been identified; men tend to report higher
levels of autonomy than women, while women report higher levels
of personal growth in terms of wellbeing (Barra Almagia, 2012).
Despite not identifying differences, empirical evidence highlights
the importance of understanding the specific needs and strengths
of each gender, which can contribute to creating more inclusive and
effective environments for the personal and academic development
of all students.

4.2 Interaction between learning climate
levels and sex on wellbeing and its
dimensions

The analysis of the interaction between learning climate levels
and sex revealed that, in terms of engagement, men in a high
climate showed higher levels than women, while in low climates,
women outperformed men. This finding suggests that the learning
climate significantly influences student engagement, varying by sex.

To interpret the results on engagement in relation to
learning climate and sex, it is essential to consider the research
by Mammadov and Schroeder (2023), which highlights the
importance of the learning climate in students’ motivation and
engagement. This study suggests that a positive educational
environment can foster greater involvement in academic activities.
The finding that men in high climates exhibit higher levels
of engagement can be explained by the notion that positive
climates, characterized by strong emotional support and effective
interpersonal relationships, may align better with male learning
expectations and styles. The literature suggests that men may

respond favorably to contexts that promote competence and
recognition, which could explain their higher engagement in
positive climates. These results are consistent with the conclusions
of Nishimura and Joshi (2021), who indicate that autonomy
support provided by authority figures significantly impacts the
satisfaction of basic psychological needs, which in turn influences
students’ academic performance and emotional wellbeing. This
context is key to understanding why men in high climates showed
superior levels of engagement; an environment that promotes
autonomy may resonate more with their educational expectations.

Additionally, it has been documented that the desired degree of
autonomy may differ between boys and girls, affecting their ability
to demonstrate self-directed learning (Mammadov and Schroeder,
2023). Likewise, Mammadov and Schroeder (2023) suggest that
women may experience variations in their motivation and
engagement depending on the type of support received, implying
that a more personalized approach could be essential to maximizing
their involvement in educational contexts. The observation that
women outperform men in low climates indicates that they may
respond more favorably to environments where more emotional
or individualized support is provided, which is consistent with
literature suggesting that women value interpersonal relationships
more in their educational experience. Finally, Mammadov and
Schroeder (2023) emphasize that gender differences in engagement
may be influenced by contextual factors, suggesting that to optimize
the engagement of all students, it is essential to create an inclusive
learning climate that adapts to the specific needs of each group.
This reinforces the need to implement educational strategies
that consider these differences to foster greater engagement and
wellbeing among all students.

4.3 Differences in wellbeing among
students with high and low perception of
learning climate

Significant differences in wellbeing were observed between
those with high and low perceptions of the learning climate.
Students with a high perception of the learning climate
showed higher levels of positive emotions, engagement, positive
relationships, and achievement, as well as better health perception
compared to those with a low perception.

This relationship may be because interpersonal contexts,
including the educational context, play an important role in
satisfying basic psychological needs, promoting autonomy, and
perceived competence, and the establishing of meaningful social
relationships among students (Deci and Ryan, 2000, 2002).
Therefore, a high perception of the climate indicates that students
perceive the educational interpersonal climate as satisfying their
basic psychological needs. Conversely, a low perception of the
learning climate may indicate that students do not perceive the
educational context as facilitating autonomy, which in turn hinders
overall and academic satisfaction (Huéscar Hernández et al., 2022;
Vergara-Morales et al., 2019).

This is relevant in the educational context, as wellbeing is
a key construct for successful learning (Mayerhofer et al., 2023;
Pineda-Espejel et al., 2023). Indeed, research has shown that when
there is a high learning climate, students tend to be more engaged
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with their academic activities, have greater interest in learning
and developing new skills, and show higher academic engagement
(Navarro Huaringa et al., 2022).

4.4 Predicting the perception of learning
climate on university students’ wellbeing

It was found that the perception of the learning climate was
significantly associated with all the wellbeing dimensions studied,
with the strongest association being with the purpose dimension.
In the PERMA model, purpose is considered the belief that one’s
life is valuable and a sense of connection to something larger than
oneself (Kern et al., 2015).

According to these results, the type of climate fostered in
the classroom predicts the student’s perception of the meaning
of their life in this aspect. Similarly, these results align with
previous evidence where the learning climate reflects a wide variety
of activities developed within the school experience, through
which teachers can create, acquire, and transfer knowledge and
engage in learning behaviors with students (Shoshani and Eldor,
2016). Methodologies such as tutoring, the availability of elective
subjects, and small group work favor autonomy in university
students, which in turn is positively associated with wellbeing
(Mayerhofer et al., 2023).

Linear regression analyses revealed that the perception of the
learning climate explained a significant portion of the variance
in all the wellbeing dimensions studied, with percentages ranging
from 20 to 29%, depending on the specific wellbeing dimension.
These findings suggest that the perception of the learning climate
plays an important role in the wellbeing of university students
and that a more positive perception of the learning climate is
associated with greater wellbeing across multiple dimensions. This
highlights the importance of promoting a positive and supportive
learning environment to improve the overall wellbeing of university
students. When academic terms focus on the individual, students
perceive themselves as the center of their learning, fostering
intrinsic motivations to make decisions about their education. This
maximizes their autonomy and has a positive impact on their
wellbeing and social empowerment (Tymms and Peters, 2020).

These observations underscore the relevance of students’
learning experiences and how these can influence their engagement
and perception of achievements, demonstrating the importance
of the environment in shaping learning experiences by teachers
(Sakız, 2017). Therefore, these findings suggest that a positive and
supportive learning environment is crucial for student wellbeing.
Promoting a learning climate that satisfies the needs for autonomy,
competence, and relationships can significantly enhance wellbeing.
Educational institutions should consider strategies to improve the
learning climate, which could include training for teachers in
autonomy-supportive practices and fostering positive interpersonal
relationships within the educational environment.

Teacher support practices correlate positively with desired
outcomes for students, including wellbeing and, consequently,
performance (Howard et al., 2024). Autonomy-supportive teaching
involves taking students’ perspectives, encouraging the use of
participatory practices that offer choices to develop learning at
their own pace, and incorporating students’ interests, perspectives,

and feelings during the development of their learning experiences
(Collie et al., 2024). These practices should also be explicit, as
students who perceive teachers’ expectations and motivation are
more likely to be motivated and develop an interest in learning
(Escalante Mateos et al., 2021).

Thus, the reported findings contribute to the development
of research on wellbeing in the educational context. Among
the strengths of this study is the use of the PERMA model
for measuring wellbeing, as this theoretical approach offers a
comprehensive and multidimensional view of wellbeing, allowing
a perspective on the eudaimonic and hedonic elements of this
construct in university students. Therefore, the findings of this
research indicate that the perception of a learning climate
that prioritizes autonomy contributes to the multidimensional
wellbeing of university students, covering various dimensions such
as positive emotions, engagement, relationships, purpose, and
achievements. This result aligns with Self-Determination Theory
and supports previous studies that emphasize how autonomy
support fosters the emergence of positive emotions in students,
which is related to a greater perception of competence and
intrinsic value toward learning activities (Berweger et al., 2021;
Meng-Ting Lo, 2021).

In terms of engagement, it is evident that this aspect of
wellbeing is predicted by a high perception of autonomy support.
By meeting their psychological needs, students display greater
academic engagement and higher satisfaction with their university
experience. This connection has also been linked to improved
learning outcomes (Jiang and Tanaka, 2022; Mammadov and
Schroeder, 2023; Matos et al., 2018).

Regarding interpersonal relationships, the results suggest that
autonomy support is closely tied to enhanced interactions among
students. This type of environment allows students to feel valued
and recognized, which strengthens their support networks and
sense of belonging (Wu and Xindong, 2024). Autonomy support
is also associated with a greater sense of purpose in students.
Those who find meaning in their studies, such as counseling
students, tend to exhibit higher wellbeing and a greater perception
of competence (Hurst and Prescott, 2021). An environment that
promotes autonomy fosters meaningful and vocational learning,
motivating students to establish deeper connections between their
academic goals and personal lives.

Finally, academic achievements are also predicted by autonomy
support. A meta-analysis conducted by Okada (2021) revealed
that perceived autonomy support has a positive effect on
academic performance and a moderate to large impact on
students’ autonomous motivation. Therefore, an environment that
encourages self-direction allows students to manage their own
learning more effectively, which translates into better academic
outcomes. These findings underscore the importance of an
autonomy-centered learning climate in promoting the overall
wellbeing of university students.

Similarly, evaluating the perception of the learning climate
in relation to these dimensions provides greater clarity on
which aspects of wellbeing are impacted by the development of
educational interpersonal contexts. It is also crucial to consider the
cultural characteristics present in university teaching, as cultural
norms and values can significantly influence how students perceive
autonomy, engagement, and their overall wellbeing. Understanding
these cultural factors is essential for creating learning environments
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that are not only supportive but also culturally responsive, thereby
enhancing the effectiveness of educational practices in diverse
university settings.

Among the limitations of this study, the results were obtained
through self-report questionnaires, which may introduce response
biases. Additionally, there was a gender bias in the sample, with
a larger proportion of female participants (75%). This gender
imbalance could have influenced some of the findings, particularly
in dimensions such as engagement and positive emotions, where
women generally reported higher scores in certain conditions.
Future research should aim to include a more balanced gender
representation to better understand potential gender differences in
the perception of the learning climate and wellbeing outcomes.

Another important limitation is the high correlation observed
between the dimensions of wellbeing, which may have masked
individual predictions in the regression analyses. This high
interrelatedness among wellbeing dimensions suggests that the
use of more advanced analytical techniques, such as Structural
Equation Modeling (SEM) or multiple regression analyses with all
dimensions included as predictors, could provide a more detailed
understanding of how each dimension uniquely contributes to the
overall prediction of wellbeing. Finally, the study was conducted
with students from a specific field of study at a single university
in Chile, limiting the generalizability of the results to other
educational contexts or disciplines.

Therefore, future research should extend the investigation
to other regions and cultures to evaluate the generalizability of
the findings, as well as examine whether there are significant
differences in the perception of the learning climate and wellbeing
among different subgroups of students (e.g., by faculties, levels
of study, socioeconomic context). Additionally, understanding
the mechanisms through which the learning climate influences
wellbeing can help design more precise interventions, and how
variables such as self-efficacy, intrinsic motivation, and social
support may play crucial roles in success at this stage. From the
teachers’ perspective, it is suggested that future research focus on
exploring the factors that favor teachers providing support and
creating a motivating learning climate.

5 Conclusion

The results revealed that, although students generally reported
a medium-high level of wellbeing, those with a more positive
perception of the learning climate experienced significantly higher
levels of wellbeing in various dimensions, such as positive
emotions, engagement, positive relationships, and achievements.
While it was not possible to identify differences in the perception
of the learning climate and wellbeing among student groups
based on academic year and gender, it was evident that the
perception of the learning climate was significantly associated with
all dimensions of wellbeing, with the strongest association being
with the purpose dimension. Linear regression analyses confirmed
that the perception of the learning climate explains a significant
portion of the variance in all the wellbeing dimensions studied,
with percentages ranging from 20 to 29%. Future research should
delve into the factors that foster motivating learning climates and
teaching practices that support the wellbeing of university students.
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