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Abstract
The purpose of this phenomenological study was to understand the lived experience of educators
who sought to recognize and address academic stress in secondary students. The theory guiding
this study was Lazarus and Folkman’s transactional model of stress as it relates to the ways
educators experience the appraisal, stress, and coping of students facing academic stress.
Dweck’s growth mindset theory was applied to frame educators’ perspectives of student growth
potential. The study participants consisted of 10 middle and high school educators from a
suburban school district in Massachusetts. Participants were selected based on their years of
experience in education and ability to provide meaningful data. Data collection consisted of
interviews, a focus group, and participant letters. Moustakas’s approach to phenomenological
data analysis was applied. The educator participants in this study recognized academic stress
through students’ presentation and intervened with mindset strategies, coping strategies, and
strategies they had developed over their careers.
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CHAPTER ONE: INTRODUCTION
Overview

Academic stress is a reaction to an academic task that may prevent students’ successful
interaction with curriculum (Sang et al., 2018). Students worldwide experience the impacts of
stress, and academic stress in secondary students can lead to decreased academic achievement,
long-term mood disorders, and physical illnesses (Kim et al., 2018; Sang et al., 2018; Tehrani et
al., 2018; van Loon et al., 2020). Educators are on the front lines of academic stress management
and may equip students with skills for managing academic stress (Turner & Simmons, 2020).
Educators may help students understand the benefits of stress, which could increase academic
performance (King & Kabat-Farr, 2022). Educators may instruct students about mindset, which
could reduce student academic stress and increase academic success (Yeager et al., 2022).
Additionally, educators may guide students to engage in positive coping mechanisms, which may
significantly lower students’ academic stress levels (Zarei et al., 2016). Chapter One includes the
background of educators working with students who experience academic stress, the problem
statement, the purpose statement, the significance of the study, the research questions, key
definitions, and a chapter summary.

Background

Academic stress could have a positive impact on academic performance, yet the idea of
stress has evolved to carry a negative connotation (Robinson, 2018; Sotardi, 2018). Stressful
occurrences are events that impinge on an individual’s state of mind. From this perspective,
stressful situations are viewed by the individual as impositions on a neutral state of mind, thus
avoidance of stress provides a return to a relatively neutral emotional state (Lazarus & Folkman,
1984). When students experience academic stress, they may apply adaptive coping strategies

such as seeking support or maladaptive coping methods such as procrastination to alleviate
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academic stress (Turner & Simmons, 2020). Educators should be aware of the ways student
academic stress manifests so they may help students apply adaptive coping and mindset
strategies to mitigate academic stress. Educators of secondary students are in a unique position to
recognize and address student academic stress because one of the most common sources of stress
for adolescent students is education (Burger & Samuel, 2017; Wuthrich et al., 2020). The
historical, social, and theoretical elements of academic stress are presented in this section.
Historical Context

Stress has been applied to a range of activities that elicit physiological reactions from
individuals (Lazarus & Folkman, 1984). Academic stress applies the concept of stress to school-
related work and, therefore, both the idea of stress and education deserve discussion (You, 2018;
Zarei et al., 2016). The term stress was used as early as the 14th century to refer to hardships,
affliction, and adversity (Lumsden & Wilson, 1981). In the 17th century, stress was considered
in a more scientific manner as the forces of load, stress, and strain were examined (Lazarus &
Folkman, 1984). During the 19th century, the term stress was applied to the physical body as a
catalyst for maladies (Lazarus & Folkman, 1984). Early research about stress was focused on
extreme physical situations such as deprecation of heat and food. After World War Il,
researchers shifted their focus to the connection between stress and disease (Robinson, 2018). In
the 1900s stress was viewed as a psychological set of reactions created by a stimulus (Selye,
1951). During this time, Hans Selye, a medical doctor and researcher, identified hormones that
are released as part of the stress process. He called the stress response general adaptation
syndrome (Robinson, 2018). During the second half of the 1900s, Lazarus, a cognitive
psychologist, investigated the idea that individuals have different responses to stressors. In 1984,

Lazarus and Folkman introduced cognition and emotions into the stress reaction process and
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developed a theory named the transactional model of stress to explain the process of appraisal,
stress, and coping.

Academic stress has not always been a major concern for secondary students; however,
with the No Child Left Behind Act of 2001, standardized testing in public schools became
commonplace. Academic pressure increased for students, and teaching and learning were
impacted (Essex, 2016; Neibauer, 2019). As academic competition has increased, students have
absorbed much of the stress brought on by standardized curriculum design and assessment
(Sotardi, 2018). The concern about student academic stress was demonstrated in the 2000s, when
multiple books about the dangers of encouraging students to engage with academic challenges
outside of school were published for an audience of parents and educators (Bennett & Kalish,
2007; Kohn, 2006; Kralovec & Buell, 2000). Researchers have often highlighted the negative
impact academic stress may have on a student’s mental health, emotional states, and learning
abilities (Kim et al., 2018; Luo et al., 2020; Tehrani et al., 2018; van Loon et al., 2020). The
emphasis on the negative aspects of academic stress in research have become part of parenting
literature and sometimes overpowers the positive aspects of academic stress. Academic
challenges are supported by some parents, but others believe school-related stress taints the
experience of childhood (Kohn, 2006).

Academic stress should be embraced because it generates academic proficiency and
boosts learning competency (Khan & Shamama-Tus-Sabah, 2020). Today it is known that
academic stress is necessary to provide students the opportunity to engage adaptive coping
strategies, which are positively associated with a reduction in academic stress (Erath et al., 2016;
Kuo et al., 2018; Park & Kim, 2018; Sotardi, 2018). Secondary educators may teach adolescent
students to manage academic stress so that students are able to experience future academic

success and well-being (Skinner et al., 2016). Missed opportunities to practice engaging with



17

academic stress translates into a lack of preparation to manage more complex tasks later in life,
such as navigating college and making healthy life choices (Linden & Stuart, 2020). Academic
stress is a critical issue for educators of secondary students to recognize and respond to, because
educators are in the position to help students combat one of the most common sources of stress
that impacts the future well-being of students (Burger & Samuel, 2017; Persike & Seiffge-
Krenke, 2012; Wuthrich et al., 2020). The strategies educators use to recognize and address
academic stress are important to investigate as student academic stress has increased over the
past decade and continues to persist.
Social Context

Academic stress has a substantial impact on educators and secondary students (American
College Health Association, 2016). Education constitutes a leading source of stress for secondary
students, and stress that develops by the age of 14 often continues into adulthood (Maykel et al.,
2018; Persike & Seiffge-Krenke, 2012). Adolescents rank school and schoolwork to be among
their top three stressors (Skinner et al., 2016). Left unmanaged, academic stress in adolescence
can lead to mental and physical health issues including substance abuse, absenteeism, risky
behavior, diabetes, obesity, and decreased sleep (Linden & Stuart., 2020; Pascoe et al., 2020;
Puolakanaho et al., 2019; Zarei et al., 2016). Since academic stress is a precursor to additional
mental health issues, educators who support the development of adaptive coping strategies may
mitigate student academic stress that could lead to depression, anxiety, and even suicide
(Korinek, 2021). Educator support in managing academic stress is critical today, as veteran
educators report an increase in student academic stress over the past decade (Sotardi, 2018).

It is widely recognized that school culture is a factor that affects academic stress and
coping (Kuo et al., 2018). A culture of high stakes accountability testing has evolved from

education policies over the past 20 years (Essex, 2016; Neibauer, 2019). Educational reforms
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have resulted in accountability practices that closely track student and teacher performance, and
increase educator stress (Essex, 2016; Neibauer, 2019; Sotardi, 2018). High levels of educator
stress in turn negatively influence student well-being and the learning environment (Gongalves et
al., 2019; Neibauer, 2019; Shaw, 2016). Academic stress impacts 66% of students in more than
27 countries, and educators perceive the educational system to be increasingly stressful for
students (Pascoe et al., 2020; Sotardi, 2018). Secondary educators work with adolescents, who
are more sensitive to environmental stimuli than students of other ages, so a stressful school
culture may have a significant negative impact the emotional health of adolescent students
(YYeager, 2017).

Academic stress is costly for society, and medical interventions are not always accessible.
The psychological and physical results of academic stress impact society as well as educators
because communities are left with the expense of healthcare and the loss of educated individuals
prepared to participate in the workforce. Mental health services for adolescents have declined as
the rate of adolescent mental health issues has increased over the past 3 years, so there are not
sufficient treatment options in many areas of the United States (Kuntz, 2022). A common barrier
to mental health treatment is the financing, as it may cost over $10,000 per year for an
individual’s services. Additionally, two thirds of physicians report a shortage of mental health
care professionals (Kuntz, 2022). There are not adequate mental health treatments options, so
society may benefit from supporting students’ acquisition of coping strategies in schools. High
stakes tests, societal constructs, and the transitional years of adolescence may all increase
academic stress in secondary students, resulting in societal burdens (Essex, 2016; King & Kabat-

Farr, 2022; Neibauer, 2019; Yeager, 2017).
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Theoretical Context

The transactional model of stress (Lazarus & Folkman, 1984) and the growth mindset
(Dweck, 2006) have been discussed in studies conducted to investigate academic stress and
coping (Burger & Samuel, 2017; Gongalves et al., 2019; Khan & Shamama-Tus-Sabah, 2020;
Sotardi, 2018; Yeager & Dweck, 2020; Zarei et al., 2016). Numerous authors have considered
academic stress through the lens of Lazarus and Folkman’s transaction model of stress. In Burger
and Samuel’s (2017) study, they examined the relationship between academic stress, self-
efficacy, and life satisfaction in secondary students. Although Burger and Samuel did not
mention coping, their findings, which supported the idea that self-efficacy mitigated the negative
impacts of academic stress, are similar to other studies that demonstrated the importance of
learning coping strategies to lessen academic stress. Though many aspects of academic stress
have been considered through the lens of the transactional model of stress, no studies examining
how secondary educators recognize and address academic stress have been conducted. A few
additional theories have been applied to studies of academic stress and coping, but none
appeared with the same frequency as Lazarus and Folkman’s model of transactional stress or
Dweck’s growth mindset. Lazarus and Folkman’s transactional model of stress was paired with
Dweck’s growth mindset theory to form the theoretical framework for this study as both theories
have established success in supporting studies of academic stress.

Students may manage academic stress through adaptive coping or maladaptive coping.
Students who cope with academic tasks by perceiving them as a challenge may apply adaptive
problem-solving approaches such as planning which steps to take and gathering the resources
they need to utilize. Students who cope using maladaptive methods may procrastinate, avoid the
task, or become confused. During the coping phase of the transactional model of stress, a student

with a growth mindset may view academic stress as a challenge and use problem solving
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strategies to determine how to begin an assignment and what steps to take to complete it (Dweck
& Yeager, 2018). Therefore, the growth mindset could support adaptive, problem-solving
strategies as students respond to academic stress. This type of adaptive coping may help students
build an ability to cope with academic challenges later in life (Puolakanaho et al., 2019).
Students may struggle to learn coping strategies on their own and benefit from educators
teaching them adaptive coping strategies and mindset strategies that could mitigate academic
stress (Zarei et al., 2016).

Dweck’s (2006) growth mindset theory may reduce student stress and increase academic
performance when applied during the appraisal and coping stages of the transactional model of
stress (Lazarus & Folkman, 1984). Educators may teach students to adopt a growth mindset to
help students engage in adaptive coping, reduce academic stress, and improve academic skills
(Dweck & Yeager, 2018). When the growth mindset is applied to academic stress, educators may
teach students to adjust their response to stressful academic situations (Yeager & Dweck, 2020).
The growth mindset is associated with higher academic achievement than the fixed mindset, so
manipulating students’ mindsets may cause a difference in academic performance (Cury et al.,
2006; Yeager & Dweck, 2020). According to the growth mindset theory, students may be
prompted to frame their thinking about tasks in ways that emphasize the process of learning and
deemphasize task performance measures, such as grades (Dweck & Yeager, 2018). As students
appraise and cope with academic stress, educators may explicitly suggest that students apply a
growth mindset to increase adaptive coping and academic performance.

An element relating to stress and mindset that frequently remains unaddressed in
academic literature is the power of faith. Christians recognize that stress may be mitigated
through relationship with God. Scripture advises, “Do not be anxious, but in everything by

prayer and supplication let your requests be known to God” (New International Bible,
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1978/2013, Philippians 4:6). Christians believe that life will present trials, and that God will help
them manage stress so that trials may become fruitful (New International Bible, 1978/2013,
James 1:2-4; Luke 21:9; Matthew 11:28-30; Psalm 118:5-6; Proverbs 16:3). However, Christian
responses to societal issues are becoming less prevalent due to a decreasing number of
Christians. Only 44% of the U.S. population identify themselves as practicing Christians,
compared to 65% in 1996 (PRRI Staff, 2021). A religious perspective deserves consideration
when addressing academic stress because Christians have access to coping mechanisms that
others do not, such as prayer, support, and guidance from God. As life’s stressors arise,
Christians may present their struggles to God, pray, and find direction in scripture. For the 56%
of the population that does not lean on a relationship with the creator, stress must be managed
through other means.
Problem Statement

The problem is that there has been an increase in student academic stress over the past
decade (Sotardi, 2018). In a survey of 540,000 adolescent students from 72 countries, 66% of
adolescents reported experiencing academic stress (Pascoe et al., 2020). Academic stress is a
specific type of stress that impacts students during school and throughout the day (Burger &
Samuel, 2017; Chacon-Cuberos et al., 2019; Sang et al., 2018). Academic stress is a predictor of
future internalizing disorders, but students who practice engaged coping strategies during
adolescence may be better prepared to cope with future instances of academic stress (Feiss et al.,
2019; Puolakanaho et al., 2019). Though some students may regulate academic stress responses,
the recent increase in academic stress could negatively impact the emotional and physical well-
being of secondary students both now and in the future (Kim et al., 2018; Sotardi, 2018; You,

2018).
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Researchers have examined many facets of academic stress. School-based programs to
reduce academic stress, coping strategies for academic stress, perceived academic stress and life
satisfaction, and the connections between stress during adolescence and future physical and
mental health outcomes have been studied (Burger & Samuel, 2017; Dray et al., 2017; Erath et
al., 2016; Feiss et al., 2019; Gongalves et al., 2019; Karatekin, 2018; Tejada-Gallardo et al.,
2020; van Loon et al., 2020). The relationship between academic stress and aspects of lifestyle
such as physical activity, diet, and parent or peer support have also been investigated (Chacén-
Cuberos et al., 2019; Luo et al., 2020; Tehrani et al., 2018). Significantly, students’ applications
of mindset and coping have been examined, and researchers have found that if students learn
coping and mindset skills, they may reduce their academic stress (Dweck & Yeager, 2018; Main,
2018).

There is a gap in the literature surrounding educators’ perspectives of recognizing and
addressing academic stress in secondary students (Wuthrich et al., 2020). After an extensive
search in the research literature, only one qualitative study that examines how teachers support
students’ experiences with academic stress was found, and that study used elementary level
participants (Sotardi, 2018). As noted by Sotardi (2018), “research involving stress and coping in
schools should be more extensively conducted” (p. 225). There are no studies of how secondary
educators support their students experiencing academic stress, yet what educators perceive as
stress and how educators encourage secondary students’ coping with academic stress are
important questions. Therefore, this study may provide insight into how educators recognize
academic stress and address coping in secondary students.

Purpose Statement
The purpose of this phenomenological study was to understand the lived experience of

educators who sought to recognize and address academic stress in secondary students. Academic
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stress was generally defined as the condition or feeling that occurs when an individual perceives
the demands of an academic task extend beyond their personal, social, or psychological
resources (Burger & Samuel, 2017; Chacon-Cuberos et al., 2019; Lazarus, 1966; Rainwater,
2019; You, 2018; Zarei et al., 2016). The theoretical framework for this study included Lazarus
and Folkman’s (1984) transactional model of stress and Dweck’s (2006) theory of mindset.
Significance of the Study

Educators may impact secondary students’ current and future intellectual success by
teaching skills to cope with academic stress (Gongalves et al., 2019; Yeager, 2017; You, 2018).
Secondary students who experience academic stress may experience increased anxiety, substance
abuse, and depression later in life (Pascoe et al., 2020). Educators are positioned to provide
coping and mindset strategies to help students manage academic stress, yet they may be
uncertain how to best support those young people who are in their classrooms (Korinek, 2021).
Though stress is a common concern for educators of secondary students, little is known about the
nature of academic stress or which factors mitigate or exacerbate the experience of academic
stress (Wuthrich et al., 2020). Educators may teach coping or mindset skills to address academic
stress in secondary students (Dweck & Yeager, 2018; Main, 2018). Their work seeking to
recognize and address academic stress must be examined to better understand the targeted
interventions used to support secondary students experiencing academic stress.
Empirical Significance

Few studies have examined how educators teach secondary students coping skills in
academic settings (Erath et al., 2016). Researchers have focused mostly on academic stress in
postsecondary students (Hirvonen et al., 2019). Educators of secondary students were the focus
of this study, and information about how educators address academics stress though teaching

strategies such as mindset and coping was gathered. The acquisition of stress management skills
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by adolescent students may have ongoing health benefits that last through adulthood (Pascoe et
al., 2020). There have been many student-based programs developed and implemented to help
educators mitigate the increasing number of students who experience academic stress (Dray et
al., 2017; Feiss et al., 2019). School-based programs for addressing stress benefit students in part
because they may foster stronger relationships between students and educators (Feiss et al.,
2019). Targeted interventions that educators tailor to specific students have been shown to be
more effective than universal programs that are the same for most students (Feiss et al., 2019;
van Loon et al., 2020). Educators could be a powerful conduit for the alleviation of academic
stress because they may form relationships with students that could help them select appropriate
interventions, and are also positioned to teach stress management strategies that may have long-
term benefits for students (Feiss et al., 2019). This study extends the literature by contributing
information about secondary educators’ interactions with student academic stress. This study
also contributes to what is known about the application of mindset and coping strategies to
experiences of academic stress in adolescent students.
Theoretical Significance

An investigation into how educators recognize and address student academic stress could
uncover the techniques educators use to help students cope with academic stress. The connection
between students and educators is paramount for addressing academic stress because educators
must know students well enough to recognize signs of stress and address them. The transactional
model of stress (Lazarus & Folkman, 1984) and the growth mindset (Dweck, 2006) have been
applied to studies of students’ academic stress and a study of nursing students’ coping skills
(Cury et al., 2006; Khan & Shamama-Tus-Sabah, 2020; Rafati et al., 2017; Yeager & Dweck,
2020; Zarei et al., 2016). However, there is a gap in theoretical application of the transactional

model of stress and the growth mindset to examine educators’ experiences recognizing and
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addressing academic stress in secondary students. Understanding how educators recognize that
secondary students are experiencing academic stress may offer insight into how students’
adaptive and maladaptive coping may be identified (Lazarus & Folkman, 1984). This study
could advance the transactional model of stress by collecting new information about how
educators recognize the process of appraisal, stress, and coping and intervene to address student
academic stress. Additionally, understanding how educators address academic stress—through
coping instruction, mindset instruction, or other techniques—could lead to a better understanding
of how targeted interventions may be applied to mitigate academic stress in secondary students.
Practical Significance

There is a gap in literature regarding how educators describe supporting secondary
students’ coping through recognizing and addressing academic stress in high stakes climates
(Neibauer, 2019). Research about educators’ experiences with student academic stress may
provide insight into how to address it and which approaches may support students’ coping
abilities. Academic stress can lead to a decrease in physical and mental health and an increase in
substance abuse, but skills taught to students during adolescence may mitigate academic stress
(Pascoe et al., 2020). Studies of stress within school settings are rare, so much practical
information can be learned from examining how educators in a secondary school setting
recognize and address academic stress (Puolakanaho et al., 2019). Educators, students, and
school communities may benefit from a qualitative study about educators’ experience
recognizing and addressing secondary student academic stress.

Research Questions

Understanding how educators seek to recognize and address academic stress in secondary

students helps shed light on how academic stress is identified and which strategies are beneficial

for mitigating it. Students may experience varying levels of success implementing mindset
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(Dweck, 2006) and coping (Lazarus & Folkman, 1984) strategies, and educators may have
different approaches to recognizing and addressing student academic stress. The research
questions were developed from the theory of mindset (Dweck, 2006) and the transactional model
of stress (Lazarus & Folkman, 1984). It was meaningful to understand the successes, failures,
and various approaches that may be applied to help secondary students cope with academic
stress. The central research question and sub-questions are presented in this section.
Central Research Question
How do educators describe their experiences of recognizing and addressing academic
stress in secondary students?
Sub-Questions
1. How do educators describe experiences of recognizing academic stress in secondary
students?
2. How do educators describe experiences of helping secondary students with a fixed
mindset develop a growth mindset?
3. How do educators describe experiences of encouraging adaptive coping strategies for
academic stress in secondary students?
4. How do educators describe the outcomes of addressing academic stress in secondary
students?
Definitions
1. Academic buoyancy — is the capacity to withstand routine types of academic setbacks,
challenges, and pressures experienced by students (Wuthrich et al., 2020) or students’
belief that they could respond adaptively to school-based challenges such as poor grades,

motivational fluctuation, negative feedback, or difficult work (Hirvonen et al., 2019).
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Academic Stress — is the condition or feeling that occurs when an individual perceives the
demands of an academic task extending beyond their personal, social, or psychological
resources (Lazarus, 1966).

Coping — is the process through which a person manages psychological stress (Lazarus &
Folkman, 1984).

Distress — is a negative form of stress that triggers a destructive response (Khan &
Shamama-Tus-Sabah, 2020).

Eustress — is a positive form of stress that results in accomplishment of goals and dignity
(Khan & Shamama-Tus-Sabah, 2020).

Growth mindset — is the belief that an individual’s basic qualities are things they can
cultivate through effort, strategies, and help from others (Dweck, 2006).

Perceived stress — is the degree to which an individual’s life situations are evaluated as
hectic and troubled (Khan & Shamama-Tus-Sabah, 2020).

Positive mental health — is a supportable and positive state of mind which permits people
to prosper and succeed (Khan & Shamama-Tus-Sabah, 2020).

Psychological stress — is a particular relationship between the person and the
environment that is appraised by the person as taxing or exceeding his or her resources
and endangering his or her well-being (Lazarus & Folkman, 1984).

Resilience — is the process of adapting to stress and “bouncing back” from difficult
experiences (Turner & Simmons, 2020).

Stress — is a process in which environmental events or forces, referred to as stressors,

threaten an individual’s well-being (Turner & Simmons, 2020).
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Summary

Student academic stress has increased over the past decade (Sotardi, 2018). Academic
stress may impact the long-term academic achievement, physical health, and mental health of
secondary students (Gongalves et al., 2019; Kim et al., 2018; You, 2018). Students experiencing
academic stress may benefit from universal interventions, mindset interventions, instruction that
fosters adaptive coping strategies, and prayer (Burger & Samuel, 2017; Dray et al., 2017; Dweck
& Yeager, 2018; Feiss et al., 2019; Zakaria et al., 2021). Through an understanding that students
respond differently to academic demands, educators may support individual students’
development of coping skills to address academic stress (van Loon et al., 2020; Wuthrich et al.,
2020; You, 2018). Educators of secondary students may teach adaptive coping skills that could
have a positive lifelong impact on students’ physical and mental health and decrease the societal
toll caused by academic stress (Herman et al., 2020; Pascoe et al., 2020). In addition to coping
skills, a growth mindset may be fostered in students to mitigate academic stress (Dweck &
Yeager, 2018). The purpose of this phenomenological study was to understand the lived
experience of educators who sought to recognize and address academic stress in secondary
students. Examining how educators recognized and addressed academic stress provided insight
into methods that support secondary students’ acquisition of lifelong metacognitive coping skills

(Puolakanaho et al., 2019).
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CHAPTER TWO: LITERATURE REVIEW
Overview
Student academic stress has increased over the past decade, causing struggles for
students, educators, and parents (Sotardi, 2018). “Educators are in the most likely position to
notice students struggling,” placing them firmly on the front lines of academic stress
management (Korinek, 2021, p. 97). Consequently, teachers are positioned to impact student
success by implementing strategies to reduce academic stress (Korinek, 2021). The theoretical
framework for this study included two theories, the transactional model of stress (Lazarus &
Folkman, 1984) and the growth mindset (Dweck, 2006). The related literature section later in
this chapter includes a synthesis of recent literature regarding global aspects of academic stress,
appraisal of a stressor, academic stress and brain functioning, school-based interventions,
collaborative for social and emotional learning’s (CASEL’s) social and emotional learning
framework, coping mechanisms, secondary school students, female secondary students,
educating secondary students, changes during adolescence, the role of lifestyle in academic
stress, and family influence. The development of perspectives of stress and the role that coping
and mindset play in the mitigation of academic stress are included. A gap in the literature is
identified, presenting a viable need for the current study. Lastly, a chapter summary is provided.
Theoretical Framework
The theoretical framework for this study was created by combining the transactional
model of stress (Lazarus & Folkman, 1984) and the theory of mindset (Dweck, 2006). Together,
these theories help researchers understand how the brain informs appraisals of stress and elicits
coping mechanisms for responding to academic stress. Lazarus and Folkman’s (1984)
transactional model of stress and Dweck’s (2006) theory of mindset are both important to

consider when discussing an educator’s experience of recognizing and addressing student
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academic stress. Educators often intervene to help students manage academic stress. The
transactional model of stress (Lazarus & Folkman, 1984) offers a lens to consider educator
interventions within the coping process. To intervene in the coping process, educators must also
believe students can grow in their abilities to manage academic stress, so the theory of mindset
(Dweck, 2006) must also be considered. These constructs of coping and mindset may inform
how academic stress evolves and how educators recognize and address academic stress
experienced by secondary students.

The Transactional Model of Stress

Lazarus and Folkman’s (1984) transactional model of stress, also known as the theory of
appraisal, stress, and coping, provides an explanation for how individuals assess and react to a
potentially stressful task. Lazarus and his colleagues developed the transactional model of stress
over the course of 18 years, from 1966-1984 (Lazarus, 1966; Lazarus & Folkman, 1984; Monat
et al., 1972). The theory was published as the transactional model of stress in Stress, Appraisal,
and Coping (Lazarus & Folkman, 1984). Since publication, Lazarus further examined stress and
adaptational outcomes in different settings and with a focus on different types of stress (Lazarus
et al., 1985). Researchers have applied the theory and identified many stress indicators, forms of
distress and eustress, and adaptive and maladaptive coping responses (Erath et al., 2016;
Gongcalves et al., 2019; Khan & Shamama-Tus-Sabah, 2020).

According to the transactional model of stress (Lazarus & Folkman, 1984), when a stress
occurs, an individual determines if that stress is a challenge, a threat, or a potential cause of harm
or loss. As that determination manifests, emotion-focused or problem-focused coping strategies
surface (Lazarus & Folkman, 1984; Rafati et al., 2017; Skinner et al., 2016; Zarei et al., 2016).
Individuals apply either emotion- or problem-focused coping strategies depending on the

category of stress—challenge, threat, or potential harm or loss (Lazarus & Folkman, 1984).



31

Problem-focused coping strategies are adaptive coping mechanisms and may reduce stress as
well as support continued academic participation (Erath et al., 2016; Gongcalves et al., 2019).
Emotion-focused coping strategies are maladaptive coping mechanisms. They include
procrastination and avoidance and may reduce stress at the onset. However, stress may increase
as a deadline approaches (Monat et al., 1972). In education, maladaptive coping could manifest
as a student applying procrastination to cope with the stress of a long-term assignment,
experiencing too much stress to address the academic challenge before the deadline, and
avoiding class on the due date. Applying the transactional model of stress to an examination of
how educators recognize and address academic stress in secondary students could further inform
the transactional model of stress. Information about how educators address academic stress in
secondary students may also enrich what is known about the different supports that could be
offered.

The coping phase of reacting to a stressor is characterized by change (Lazarus et al.,
1985). As an individual encounters a stressor, they can have multiple reactions simultaneously or
as time progresses (Lazarus et al., 1985; Lazarus & Folkman, 1984). For example, what one first
experiences as shock at the expectations of an assignment may evolve into acceptance and
problem solving about the necessary steps needed to complete the task. As the transactions
between stress, appraisal, and coping happen, stress may change into a plan to meet a challenge.
Adolescence is a time when students experience an elevated sensitivity to change as well as
experiencing variations in academic expectations (Yeager, 2017). Therefore, academic stress
could elicit elevated responses during secondary school years. Adolescence is also the period
during which students establish coping patterns that may extend through post-secondary school
(Sang et al., 2018). The way an individual initially appraises and copes with a stressor may

evolve through reflection or acquisition of a new perspective (Dweck & Yeager, 2018; Rafati et
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al., 2017). The adolescent brain is malleable, so educators of secondary students have an
opportunity to intervene in students’ coping processes during the secondary school years (Turner
& Simmons, 2020; Yeager, 2017). Educators may recognize and address student academic stress
through determining which stage of the stress, appraisal, and coping transaction the student is in
and recommending appropriate coping mechanisms to address academic stress. In this study, the
transactional model of stress (Lazarus & Folkman, 1984) is used to frame questions and reflect
on educator responses.

Lazarus’s research on stress led to additional studies of coping and marked the beginning
of behavioral medicine (Lazarus & Folkman, 1984). The transactional model of stress was
further developed through examinations of the coping process (Lazarus et al., 1985; Rafati et al.,
2017; Skinner et al., 2016; Zarei et al., 2016). Lazarus and Folkman’s (1984) theory has been
used to examine coping with major life events as well as minor daily hassles (Lazarus et al.,
1985). Everyday coping and everyday resilience have also been examined through an application
of the transactional model of stress (Gongalves et al., 2019; Martin, 2013; Wolchik & Sandler,
1997). In specific investigations of coping strategies, the transactional model of stress has been
applied to examine the effectiveness of coping strategies in reducing student academic stress
(Rafati et al., 2017; Zarei et al., 2016). Examining how educators recognize and address
academic stress may extend what is known about how teachers could support students in the
development of adaptive coping strategies for intellectual tasks.

The transactional model of stress has been applied to a variety of studies in the academic
realm. Lazarus and Folkman’s theory has been used to examine the association between mental
health and academic performance in college students, wherein researchers found academic stress
has a negative impact on student mental health but a positive impact on academic performance

(Khan & Shamama-Tus-Sabah, 2020). Rafati et al. (2017) conducted a qualitative investigation
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using the transaction model to examine nursing students’ experience of coping with stressors.
They determined that exploring coping strategies increases an awareness of opportunities for
application during academic stress. Adolescent transitions during secondary schooling have been
explained through the lens of the transactional model of stress, and researchers found that
school-related stress has a stronger impact on life satisfaction than self-efficacy (Burger &
Samuel, 2017). This emphasizes the need for secondary educators to offer instruction about
adaptive coping strategies.

The investigation of adaptive and maladaptive coping strategies that interact with
academic stress is important to others because little is known about how educators manage stress
in the academic domain (Gongalves et al., 2019; Skinner et al., 2016). There are few studies that
discuss specific targeted interventions or provide details on how educators recognize and address
the students who need support managing their academic stress. Research on how educators
recognize adaptive and maladaptive coping strategies may extend the understanding of how
coping responses manifest in secondary students and how educators may address secondary
students facing academic stress. This study may contribute to the theory by examining how
educators perceive academic stress and interact with their students to address it. It is known that
educators can teach coping strategies and that adaptive coping reduces academic stress (Erath et
al., 2016; Leung & He, 2010; Rafati et al., 2017; Yeager et al., 2022). An examination of how
educators recognize and address students’ appraisal, stress, and coping will deepen knowledge of
how they may support secondary students experiencing academic stress. Just as coping strategies
reduce academic stress, holding a growth mindset may contribute to a decrease in student stress

and increases in academic performance (Yeager & Dweck, 2020).
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The Theory of Mindset

The theory of mindset (Dweck, 2006) is widely embraced in the field of education.
Dweck’s (2006) theory of mindset was first published in the book Mindset: The New Psychology
of Success for an audience of parents, business professionals, educators, and individuals seeking
self-improvement. Though originally centered around students’ reactions to failure and
neuroplasticity, the mindset theory has been expanded to be applied to areas outside of education
(Dweck, 2006).

Through her theory of mindset, Dweck (2006) explained that people have the ability to
grow and change on a neurological level. Academically, this means that students can develop
new skills and are not limited by their current level of ability (Yeager & Dweck, 2020). With
practice and repetition, neurological connections in the brain grow, connect, and become
stronger (Dweck, 2006). Mindset has a critical impact on educators’ perceptions of students’
ability to learn and manage academic stress, so the theory of mindset is directly applicable to all
levels of education (Dweck, 2006). The theory of mindset, also referred to as growth mindset
theory or incremental theory, states that people can grow, change, and revise their judgements
and abilities over time (Dweck, 2006; Dweck & Yeager, 2018; Yeager & Dweck, 2020). On the
other hand, the fixed mindset, or entity theory, is a belief that humans have limited abilities and
traits (Dweck, 2006; Dweck & Yeager, 2018; Yeager & Dweck, 2020). While a fixed mindset
drives individuals towards performance goals, a growth mindset propels people towards learning
goals and includes an element of time (Dweck, 2006). Through interventions, individuals may be
taught how to apply mindsets to academic, social, work-related, and health-related issues
(Dweck & Yeager, 2018; Tejada-Gallardo et al., 2020; Yeager & Dweck, 2020).

In this study, the growth mindset provides a lens through which to view educators’

experiences recognizing and addressing student academic stress. Educators who hold a growth
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mindset may believe that students can learn adaptive coping responses to academic stress. Since
individuals with a growth mindset believe that attributes can be cultivated over time and be
different in the future, they may not attach self-worth to immediate mastery of a challenge
(Dweck, 2006). In education, this translates to students being more curious about the process of
learning than concerned about a grade. A growth mindset is positively associated with student
test scores in 72 nations, and the association is stronger among students who struggle the most
(Yeager & Dweck, 2020).

Mindset impacts academics, physical and emotional health, and secondary school
transitions (Dweck & Yeager, 2018; Erath et al., 2016). Students with a growth mindset learn
more in school because they can view learning challenges from a growth-oriented perspective
(Claro & Loeb, 2019). While a fixed mindset is a predictor of greater stress and depression, a
growth mindset can increase academic achievement, improve health, and support students’
navigation of transitions (Dweck & Yeager, 2018; Miu & Yeager, 2015; Yeager et al., 2013).
Yeager and Dweck (2020) addressed Li and Bates’ (2019) study that found that a growth
mindset was ineffective in their study of 624 nine- to 13-year-old students in China. Though Li
and Bates (2019) did not find a positive correlation between growth mindset and academic
success in their repetition of Mueller and Dweck’s (1998) study, 72 of 74 nations surveyed did
discover a positive correlation between a growth mindset and academic success (Yeager &
Dweck, 2020).

In Dweck’s (2006) growth mindset theory, she outlined the brain’s ability to grow new
neurological connections as tasks are practiced. According to the growth mindset theory,
neuroplasticity, or the expanding of the brain's neurological connections as people engage in
tasks, is evidence that people can improve their abilities with continued effort (Dweck, 2006;

Dweck & Yeager, 2018). Individuals who possess a growth mindset believe that people have the
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capacity to change their abilities and personalities (Dweck, 2006; Dweck & Yeager, 2018;
Yeager & Dweck, 2020). Adolescents may be taught to apply a growth mindset to emotions that
relate to learning (Dweck & Yeager, 2018; Main, 2018). For example, students can be taught that
stress is normal and heightens alertness to prepare the brain to engage with a task (Dweck &
Yeager, 2018; Yeager et al., 2022). Orienting students towards a growth mindset before
administering an intelligence test or academic challenge results in higher success (Cury et al.,
2006; Yeager et al., 2022). Thus, when students are taught the benefits of stress and tools to
manage it, they may grow in their ability to cope. Similarly, students may be oriented to embrace
feelings of stress as tools for achievement instead of emotions to fear (Dweck, 2006).

Mindset may also impact self-efficacy, which relates to the process of learning (Dweck &
Yeager, 2018). Self-efficacy is an internal resource that facilitates adaptive coping. It interacts
with mindset because it informs students’ perceptions and motivation for engaging with
academic tasks (Burger & Samuel, 2017; Dweck & Yeager, 2018). Some students naturally
possess self-efficacy, which relates to lower levels of stress (Burger & Samuel, 2017). However,
students who do not enter secondary school with an innate sense of self-efficacy may still be
taught to develop a growth mindset and engage in positive coping when faced with academic
challenges (Yeager, 2017). This study applied the growth mindset to examine educator
experiences of recognizing and addressing academic stress in secondary students. This study
extends the theory of mindset by collecting information about educators’ application of mindset
to recognize and address student academic stress.

Related Literature

Stress has a substantial impact on students’ academic performance, and education

constitutes a leading source of pressure for young people (Abdollahi et al., 2020; American

College Health Association, 2016; Persike & Seiffge-Krenke, 2012). Skinner et al. (2016) found
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that adolescents rank school and schoolwork to be among their top three stressors. Educators
instruct many students who deal with a high number of academic challenges including parental
expectations, difficulties with teachers, workload, and demands on time and attention (Burger &
Samuel, 2017; Skinner et al., 2016). Stressors such as workload, underperformance on tests, and
difficulty learning have a large impact on adolescents’ lives but may be mitigated through
educator support and instruction of adaptive coping and mindset strategies (Gongalves et al.,
2019; Turner & Simmons, 2020). The impact of academic stress on adolescent health and well-
being could foretell how students will experience academic stress in the future, as adolescent
levels of stress predict future levels of stress (Feiss et al., 2019). Academic stress may last
through postsecondary school and impacts society in terms of reduced student achievement and
increased secondary health conditions (Linden & Stuart, 2020). The following topics are
addressed in this related literature section: the global aspects of academic stress, appraisal of a
stressor, academic stress and brain functioning, school-based interventions, CASEL’s SEL
framework, coping mechanisms for academic stress, secondary school students, female
secondary school students, educating secondary students, changes during adolescence, lifestyle,
family influence, and the development of perspectives on stress.
Global Aspects of Academic Stress

Academic stress is a problem for adolescents worldwide (van Loon et al., 2020). Across
the globe, 20% of adolescents suffer from mental health problems, including depression, stress,
and anxiety (Tehrani et al., 2018). Adolescents frequently cite academic difficulties as a main
source of stress and school as a primary source of stress (Burger & Samuel, 2017; Gongalves et
al., 2019). Academic stress is the condition or feeling that occurs when an individual perceives

the demands of an educational situation extend beyond their personal, social, or psychological
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resources (Burger & Samuel, 2017; Chacon-Cuberos et al., 2019; Lazarus & Folkman, 1984;
Rainwater, 2019; You, 2018; Zarei et al., 2016).

Concern for students has prompted research about academic stress across the globe.
Academic stress has similar impacts on students around the world, as evidenced through studies
based in China, Korea, Canada, India, and the United States (Kim et al., 2018; Luo et al., 2020;
Nagle & Sharma, 2021; Pekrun, 1992; Robinson, 2018; Sang et al., 2018). Academic stress may
decrease student motivation and produce secondary health problems that include depression and
anxiety for students in all regions of the world (Kim et al., 2018; Pekrun, 1992). Students who
experience academic stress may be impacted during school and throughout the day (Sang et al.,
2018). In addition to leading to general anxiety and depression, academic stress may negatively
impact immediate skill acquisition, lifelong learning, and/or physical health (Boekaerts, 2016;
Harley et al., 2019).

Appraisal of a Stressor

Academically stressful situations may have positive results and do not cause negative
outcomes in all students (Sang et al., 2018; Sotardi, 2018; You, 2018). Stress at some levels can
be beneficial, yet the potential for academic stress to be harmful cannot be ignored (Zakaria et
al., 2021). Academic stress managed through adaptive coping strategies may lead to academic
buoyancy, which is the established pattern of applying adaptive coping strategies to academic
challenges (Hirvonen et al., 2019). Academic buoyancy is similar to resiliency, which is the
process of adapting to stress and “bouncing back™ from difficult experiences (Turner &
Simmons, 2020). As students encounter academic challenges that elicit mild stress, they
experience increased attention and focus due to physiological arousal. This increased attention

and focus may help students engage with academic tasks (Sotardi, 2018).
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According to Lazarus and Folkman’s (1984) transactional model of stress, as individuals
assess a potential stressful task, they determine if the stressor is a harm or loss, a threat, or a
challenge. Through cognitive appraisal, individuals consider the stressor as well as their own
background experiences and goals. Thus, differences in individual stress levels arise (Lazarus &
Folkman, 1984; Sotardi, 2018). Along with determination of a stressor to be a harm, threat, or
challenge, emotion-focused and problem-focused coping strategies emerge (Lazarus & Folkman,
1984; Zarei et al., 2016). Students engage in appraisal and coping as they make decisions about
how to reduce the stress of academic tasks (Zarei et al., 2016). Perceptions of academic stress
inform student reactions; some students perceive academic stress as a challenge while others
perceive it as a threat. The perception of a challenge may elicit adaptive problem-solving skills,
whereas a threat may cause an avoidance reaction (You, 2018). Students differ in their coping
abilities and stress levels. Some adolescents may apply adaptive coping skills and regulate their
academic stress responses. Other students may struggle to apply adaptive coping skills and
experience a decline in their emotional and physical well-being (Kim et al., 2018). Stress levels
vary considerably between adolescents and change significantly over time (Burger & Samuel,
2017). Students may experience physical responses to stress such as increased heart rate and
blood pressure but may be taught that a stress response can “fuel optimal performance” (Y eager
etal., 2022, p. 512). The way adolescents manage academic demand has the potential to reduce
stress and influence their future well-being and academic success (Skinner et al., 2016). There
are also benefits to academic stress (Sotardi, 2018; Turner & Simmons, 2020). “Research shows
that stress, if taken positively improves an individual’s performance. Therefore, it might be
suggested that students who perceive stress and take it as motivator could perform better” (Khan
& Shamama-Tus-Sabah, 2020, p. 3195). In other studies, student participants have reported that

not all stress is bad, and some stress increases focus and is a positive experience (Sotardi, 2018;



40

Turner & Simmons, 2020). Instructing students about the benefits of stress and how stress
impacts brain functioning may help students cope with academic stress.
Academic Stress and Brain Functioning

Coping is the method an individual uses to return to a state of homeostasis just as in
biology organisms strive to return to equilibrium (Lazarus & Folkman, 1984; Zarei et al., 2016).
During the coping process, the brain and hormones play critical roles and interact with each
other. When the brain encounters a stressor and begins to determine if it is a threat or a
challenge, the hypothalamic-pituitary-adrenal (HPA) axis is stimulated (Yeager et al., 2022). The
hypothalamus is located at the top of the brain stem and controls the pituitary gland’s release of
hormones. During the appraisal of a stressor, the hypothalamus secretes corticotropin-releasing
hormone which causes the pituitary gland to secrete adrenocorticotropic hormone (ACTH) into
the bloodstream. When ACTH reaches the adrenal glands on top of the kidneys, cortisol is
released from the cortex—the adrenal gland’s outer layer. This is called a corticosterone
response and the HPA stimulation results in catabolic adrenal cortisol (Yeager et al., 2022).
Cortisol, one of the hormones released during the appraisal, stress, and coping process, enhances
the brain’s glucose absorption, which results in more available energy. Simultaneously,
adrenaline increases focus, heart rate, and blood pressure. In extreme situations, the release of
hormones in response to a stressor can elicit the fight or flight response, wherein high levels of
adrenaline and cortisol are released. In everyday experiences, stressors may produce low levels
of hormones that return to normal after the stress has been dealt with (Mayo Clinic, 2021).
Different physiological reactions continue as the brain decides if it is facing a threat or a
challenge:

Challenge is characterized by increased peripheral blood flow and a faster return to

homeostasis [whereas threat] results in increased vascular resistance and less oxygenated
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blood flow to the periphery as HPA activation tempers sympathomedullary effects and

produces a more prolonged stress response. (Yeager et al., 2022, p. 513)
“Given the complexity of this process, different sites regulate the adequate corticosterone
response to a stressor in terms of amplitude and duration” (Micale & Drago, 2018, p. 232). Some
levels of stress may also increase focus and adaptive coping skills (King & Kabat-Farr, 2022;
Turner & Simmons, 2020; Zakaria et al., 2021). Today, it is widely accepted that stress can be
managed through coping strategies, and students who apply coping strategies may be more likely
to experience academic success (Zakaria et al., 2021).

Mindset impacts brain chemistry during and after the appraisal of a stressor. Lee et al.
(2019) discovered that when faced with academic stress, students who hold a fixed mindset have
shown higher cortisol levels than their peers who hold a growth mindset. They noted that the
high cortisol levels may last into the next day, further impacting the student. Cortisol impacts
academic performance because low levels can increase memory and cognitive ability, but high
levels may impair brain functioning (Terada, 2018). Students who hold a growth mindset may
experience lower levels of cortisol spikes than their peers with fixed mindsets, so instructing
students about the growth mindset could be critical for maintaining healthy cortisol levels.
Yeager et al. (2022) found that instructing participants of a synergetic mindset—a combination
of the growth mindset and the idea that stress can enhance performance—decreased cortisol
levels throughout the day in public high school students from low-income communities. Using a
growth mindset and framing academic challenges as opportunities to engage with learning may
increase academic performance and reduce academic stress in secondary students (Cury et al.,
2006; Yeager & Dweck, 2020). Specifically, combining the growth mindset with coping
strategies that help students manage the effects of stress could support adolescents’

understanding and application of coping responses to academic stress (Yeager et al., 2022).
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Educators may need to be aware of students’ beliefs as they recognize and address student
academic stress. Students who hold a fixed mindset may need to be addressed differently than
students who hold a growth mindset.

Students may need to practice encountering academically stressful situations to develop
coping skills. In fact, confronting and managing stress is part of the adolescent’s development
into adulthood (Yeager et al., 2022). Mild stress levels frequently coincide with increased
physiological arousal and attention, which often results in greater focus (Sotardi, 2018). Students
may be taught that academic stress can be managed through a growth mindset and an awareness
of the physiological effects of stress (Yeager et al., 2022) Elevated amounts of stress may be
reduced in the classroom when educators reinforce problem-solving coping strategies (Braun et
al., 2019). As students experience stress and the accompanying low levels of cortisol and
adrenaline, educators may direct the students’ reactions so they learn how to channel the spike in
energy and attention that stress could elicit. Educators may also foster adaptive coping processes
for academic stress through sharing the growth mindset perspective with students (Yeager et al.,
2022).

School-Based Interventions

Our world is fast paced and constantly changing, and our global society has resulted in
increased stress for adolescent students (Zakaria et al., 2021). As student academic stress has
risen, researchers have investigated school-based universal and targeted interventions intended to
mitigate student stress and/or foster adaptive coping. School-based interventions have significant
effects on student academic stress (Dray et al., 2017; van Loon et al., 2020). It follows that much
research about academic stress during adolescence has centered around types of school-based

interventions (Dray et al., 2017; Feiss et al., 2019).
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School-based interventions fall into one of three categories: selective, indicative, and
universal. Both selective and indicative programs are targeted interventions:

Selective intervention programs target students deemed at risk of mental health problems,

due to individual or environmental characteristics such as socio-economic background.

... Universal interventions are offered to all students regardless of risk or symptom status

and are often aimed at enhancing wellbeing, resilience and promoting positive mental

health. (Knight & Samuel, 2022, p. 91)
Dray et al. (2017) determined that universal interventions are most effective at reducing stress,
whereas Feiss et al. (2019) determined that targeted interventions are more effective for students
experiencing stress than universal interventions. The difference in findings can be explained by
Feiss et al.’s (2019) sample, which included only four studies that specifically addressed student
academic stress compared to Dray et al.’s (2017) inclusion of 57 studies. Additionally, Dray et
al. (2017) focused on short-term intervention outcomes, and his synthesis did not include trials
that had a long term—greater than 18 months—follow up to check intervention effects. In
another review of school-based intervention studies, Knight and Samuel (2022) found that
“slightly higher levels of effectiveness reported for targeted compared to universal interventions”
(p. 91). Universal interventions may have a greater impact in schools where many students are in
need of an intervention because all students receive universal interventions. Universal
interventions provide care to adolescents who may be unlikely to access clinical support outside
of school (Knight & Samuel, 2022). Some schools may not have the resources to screen all
students and provide targeted, individualized support. In those cases, a universal intervention
may be the most viable option.

Academic stress interventions could be beneficial in combatting the record levels of

stress that adolescents today are suffering from, and there are many interventions educational
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leaders may choose from (Dray et al., 2017; van Loon et al., 2020; Yeager et al., 2022). Effective
interventions are centered around mindsets and school climate (Yeager, 2017). Accordingly,
social and emotional learning (SEL) interventions that focus on mindset have received much
attention recently (Allbright et al., 2019; Main, 2018; Nickerson et al., 2019; Yang et al., 2018).
CASEL’s SEL standards focus on five behavioral cognitive and affective competencies that
include self-awareness and self-management and specifically aim to teach students to adopt a
growth mindset (CASEL, 2022). Teaching mindset paired with coping impacts student academic
stress management ('Yeager et al., 2022). Therefore, many schools could find making an
investment in school-based social-emotional wellness programs worthwhile for addressing
academic stress (Allbright et al., 2019; CASEL, 2022; Dweck & Yeager, 2018; Yeager et al.,
2022).
CASEL’s SEL Framework

SEL instruction is one widespread solution to decreasing levels of student academic
stress and increasing student’s resilience (Dusenbury et al., 2014; Kim et al., 2018). “Well-
implemented [SEL] programs ... are associated with positive outcomes, ranging from better test
scores and higher graduation rates to improved social behavior” (Melnick et al., 2017, p. v). The
Collaborative for Academic, Social, and Emotional Learning (CASEL, 2022) developed SEL
and an interconnected sets of behavioral competencies in the early 1990s. By 2017, all 50 states
had adopted SEL standards for preschool (Allbright et al., 2019; Yang et al., 2018). By 2022, 27
states had also adopted K-12 SEL standards. The instruction of SEL skills may benefit many
adolescent students as “there is a small but significant window of opportunity to explicitly teach
and make a marked difference in the development of a young person’s social and emotional
skills” (Main, 2018, p. 143). SEL has been shown to have multiple positive impacts. SEL may

reduce anxiety, depression, and emotional distress, as well as decrease the incidence of conduct
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problems (McBride et al., 2016). SEL instruction may reduce both bullying in middle schools
and student drug use (Nickerson et al., 2019). Additionally, SEL strategies may help young
people adapt to change and develop resiliency (Main, 2018).

SEL programs implemented during the school day are more effective at increasing social
emotional skills and academic skills than programs run after school hours (Allbright et al., 2019;
Coelho & Sousa, 2017, 2018). Additionally, a semi-structured curriculum format yields better
results than a prepackaged format (Coelho & Sousa, 2018; McBride et al., 2016; Yang et al.,
2018). In a semi-structured curriculum, teachers may take the SEL characteristics and apply
them to a variety of subjects and settings. Then, SEL programming may positively impact the
implicit curriculum of a school. Programs that teach SEL skills in isolation, such as clubs or
after-school programs, may not provide opportunities to apply skills throughout the day.
Common language and familiar educators are other important factors in a successful SEL
program (Allbright et al., 2019; Coelho & Sousa, 2018; Yang et al., 2018).

Coping Mechanisms for Academic Stress

Coping is a psychological process that is analogous to the biological process of adapting
(Lazarus & Folkman, 1984). Individuals cope to return to a state of equilibrium just as in biology
an organism strives to return to its natural balance (Lazarus & Folkman, 1984; Zarei et al., 2016).
Lazarus and Folkman (1984) developed the concepts of problem-focused coping and emotion-
focused coping. Adaptive coping strategies are generally problem-focused and propel individuals
to find solutions to stressors. Maladaptive coping strategies are emotion-focused and serve to
help individuals limit a reaction to stress through means such as avoidance, denial, distraction, or
distancing (Lazarus & Folkman, 1984; Robinson, 2018).

Academic stress may be addressed through the coping process. Coping and academic

stress have been examined, and the categories of adaptive and maladaptive coping have been
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identified within academic settings (Rafati et al., 2017). Adaptive coping has been linked to
academic success whereas maladaptive coping is predictive of academic struggles (Skinner et al.,
2016). Adaptive coping strategies, including strategizing, seeking support, self-encouragement,
and commitment, may mitigate the negative impact of stress (Erath et al., 2016; Skinner et al.,
2016). Maladaptive coping strategies involve mental escape, concealing problems, becoming
helpless, dwelling, ruminating, suppressing, wishful thinking, and blaming (Skinner et al., 2016;
Wouthrich et al., 2020). Maladaptive coping does not increase engagement with academic
challenges and also decreases the likelihood that students will pursue academic opportunities
later in life (Erath et al., 2016; Leung & He, 2010; Martin, 2013).

Coping involves a cognitive behavioral effort to control stress and may be learned and
improved through practice (Rafati et al., 2017). There are benefits to coping, such as growth and
confidence (Lazarus & Folkman, 1984). Adolescents develop coping profiles, including both
adaptive and maladaptive strategies that may be applied when academic stressors are
encountered (Lazarus & Folkman, 1984; Skinner et al., 2016). Coping mechanisms are
transferable from one context to another. For example, educators may teach students to apply
coping mechanisms from social situations to academic situations (Erath et al., 2016). Certain
levels of academic stress engage adaptive coping (Erath et al., 2016; Gongalves et al., 2019).
There is a positive and predictive relationship between adaptative coping and academic
achievement (Erath et al., 2016; Goncalves et al., 2019). Some academic stress must exist for
students to engage in the coping process and develop the skills to navigate academic stress (Erath
et al., 2016). With exposure to stressful or challenging situations, students develop resilience
(Turner & Simmons, 2020). Educators can design academic challenges with an appropriate level

of stress to cause students to engage with positive coping skills. This way, students may
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experience academic stress in a classroom environment, allowing educators to help them utilize
resources to adaptively cope with academic stressors.

Gongalves et al. (2019) conducted a study that examined adaptive and maladaptive
coping measurements utilizing the Multidimensional Measure of Coping. These researchers
determined that there is a positive relationship between adaptive coping and academic
achievement. The impact of stress on university students has also been examined, and
researchers concluded that stress negatively impacts mental health but positively impacts
academic performance (Khan & Shamama-Tus-Sabah, 2020). Rafati et al. (2017) found that
educators could recognize coping strategies in nursing students. Additionally, educators were
able to recommend specific training to help students manage academic stress (Rafati et al.,
2017). Dweck (2006) explained that individuals who hold a growth mindset may learn new skills
at any age (Dweck, 2006). With effort and repetition, neurogenesis occurs and the brain grows
into an ability to accomplish a challenge. During early childhood and adolescence, there are
specific windows of time when the brain is malleable, quickly developing, and primed to acquire
new skills (Yeager, 2017). Therefore, exposing students to coping strategies during early
education and secondary education is of particular import to establishing skills and building
future habits.

Adaptive coping skills may be used by students at all grade levels—early education to
postsecondary education—to help mitigate academic stress. The establishment of adaptive
coping skills helps students become more resilient to future instances of academic stress. Student
coping has been examined at the elementary, secondary, and postsecondary levels. Students
benefit from coping skills and instruction, and educators can recognize and recommend
strategies to reduce academic stress. Therefore, it may not simply be academic stress but a failure

to use engaged coping mechanisms when facing academic stress that fosters negative outcomes
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such as school burnout and mental health diseases (Bottiani et al., 2019; Kuo et al., 2018).
Adaptive coping skills enable students to learn, grow, and progress (Turner & Simmons, 2020).
Adaptive coping skills have also been linked with positive responses to academic challenges that
elicit stress (Erath et al., 2016; Park & Kim, 2018). Students who engage in adaptive coping
mechanisms experience higher academic achievement (Erath et al., 2016; Gongalves et al., 2019;
Hirvonen et al., 2019; Kim et al., 2018; Sang et al., 2018). Additionally, adaptive coping has
been connected to facets of academic success such as perceived control, goals, self-esteem, and
conduct (Skinner et al., 2016). Adaptive coping mitigates the negative impact of stress during
secondary school transitions (Erath et al., 2016; Leung & He, 2010).

Maladaptive coping elevates student academic stress and reduces test scores in secondary
students (Wuthrich et al., 2020). In an educational setting, maladaptive coping strategies for
academic stress could manifest as student disengagement, helplessness, confusion, disruption,
procrastination, and avoidance (Sotardi, 2018). Educators may recognize students applying
maladaptive strategies to cope with academic stress and intervene by teaching adaptive coping
strategies (Korinek, 2021). Students may learn adaptive coping strategies by considering
mindset, applying coping strategies, and reflecting on feedback (Rafati et al., 2017). To improve
student coping and reduce stress, researchers have suggested educators apply clear expectations,
affirmation, occasions for student choice, and relationship-building opportunities (Korinek,
2021).

Secondary School Students

Despite school-based interventions to reduce stress and promote social and emotional
well-being, secondary students have experienced an increase in the occurrence of academic
stress over the past decade (Puolakanaho et al., 2019; Sotardi, 2018). Secondary school

encompasses the transitional years between elementary school and college, and is usually
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comprised of Grades 6 through 12. Many secondary school students seek to develop an identity,
fit in, find ways to achieve, and commit to goals, activities, and beliefs (Yeager, 2017). They
may also have an increased fear of interacting with unfamiliar academic experiences during the
transitional secondary school years (Erath et al., 2016). Students commonly report that academic
stress is an ongoing issue during secondary school (Pascoe et al., 2020).

In the secondary school classroom, student academic stress may be triggered by the
challenges of meeting academic, behavioral, and social expectations. Secondary students have
reported that comprehension, task management, and comparisons to peers were common sources
of academic stress (Turner & Simmons, 2020). According to the concept of signification
(Vygotsky, 1978), school can be a previously neutral concept that may take on a different
function for adolescents, such as source stress, an opportunity to have social needs met, or a way
to please parents. Due to the number of changes that occur during secondary school, educators’
observations of students’ behaviors may vary. As educators’ descriptions of experiences
recognizing and addressing student academic stress were considered, mindfulness that
adolescence is a transitional period was maintained.

Female Secondary School Students

Academic stress occurs at higher rates in female than male students (Chacon-Cuberos et
al., 2019; Khan & Shamama-Tus-Sabah, 2020; Tehrani et al., 2018; Wuthrich et al., 2020). In a
study of college students, Chacdn-Cuberos et al. (2019) found that academic stress was 6%
higher in female students. This finding is consistent with Wuthrich et al.’s (2020) study that the
determination of the female gender is a contributor to academic stress and Khan and Shamama-
Tus-Sabath’s (2020) finding that females perceive more academic stress than their male
counterparts. Zarei et al. (2016) found that at the high school level, coping strategy instruction

has a significant effect on reducing academic stress in female students. Many other studies about
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academic stress include a heterogenous sample of female and male participants (Khan &
Shamama-Tus-Sabah, 2020; King & Kabat-Farr, 2022; Luo et al., 2020; Sang et al., 2018;
Turner & Simmons, 2020). Therefore, there is a gap in research that examines academic stress
specific to female adolescent students. Educators may recognize academic stress differently in
different students, and gender may be considered when reviewing how educators work with
students experiencing academic stress.
Educating Secondary Students

It is widely accepted that academic ability of secondary students depends on external and
internal elements such as mindset, coping skills, parent education, and peer influence, yet society
primarily looks to educators to remedy students’ academic struggles (Zakaria et al., 2021). The
purpose of public school educators today is to provide curriculum in a healthy environment so
that students may become contributing members of society (Maykel et al., 2018). However,
educators report stressful situations in today’s classrooms. Teachers may need to address
multiple behavioral disruptions, student learning needs, administrative tasks, and data collection
requirements. Additionally, it may be challenging to capture the attention of adolescent students
because their engagement declines during secondary school (Herman et al., 2020). Though
student engagement may be low, adolescence is also a time when motivation can be encouraged
by educators (Herman et al., 2020). The educators’ role in student motivation is critical for many
students to engage with academic challenges, but the task of teaching does not end there.

Secondary educators are often responsible for both the academic success and the social-
emotional wellness of their students. Educators may be expected to recognize student problems
and assist them accordingly. However, there are shortcomings in teacher education around
teaching educators how to perceive student struggles such as academic stress (Sotardi, 2018).

Secondary educators often strive to create positive classroom environments and foster
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relationships with students. This may mitigate some stress levels because academic stress is
directly related to the learning environments that educators establish as well as the feelings
students have about their educators’ academic expectations (Luo et al., 2020).

Educators may develop a variety of strategies to help their students achieve academic
success. Relationship building is a common classroom strategy, and positive student—teacher
relationships may reduce academic stress (Korinek, 2021). Adolescents often seek connections
with adults other than parents, and teachers may serve as role models for students (Yeager,
2017). Luo et al. (2020) found that “the teacher—student relationship is important to middle
school student’s educational success. ... Although middle school students often experience
academic stress, teachers can provide sufficient methods to help students and enhance their
psychological ability to withstand pressure” (p. 2). Educators may also impact student
achievement by establishing expectations, providing students a sense of academic control, and
involving other educators for specialized interventions. Linden and Stuart (2020) found that
students who perceived more control of their academic work experienced lower levels of
academic stress than students who did not feel a sense of ownership. Secondary educators may
adjust physical items such as desks and décor to set the tone for their classrooms. Teachers may
also make curricular and instructional decisions to establish expectations for engagement with
academic tasks. An instructional decision to encourage student engagement could be to present a
challenging assignment along with the explanation that effort is the most important element. For
such an assignment, effort may be graded instead of accuracy to emphasize the importance of
engaging with a challenge.

To increase secondary students’ engagement and success, educators may present
curriculum that meets students within their zone of proximal development (ZPD). Vygotsky

posited that intellectual development is dependent on social interactions (Cherry, 2022).
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Vygotsky’s (1978) sociocultural theory explains that society—including parents, teachers, peers,
and mentors—is responsible for individuals’ learning. An important concept within the
sociocultural theory is the ZPD (Vygotsky, 1978). The ZPD is defined as “the distance between
the actual developmental level as determined by independent problem solving and the level of
potential development as determined through problem solving under adult guidance or in
collaboration with more capable peers” (Vygotsky, 1978, p. 86). A child’s developmental level
reflects what the child has learned already, and the ZPD encompasses the characteristics of a
child in the process of learning a skill they have not mastered. According to the sociocultural
theory’s concept of ZPD, there are two zones of learning (Vygotsky, 1978). The primary zone
represents skills children possess, and the secondary level represents skill students can perform
with guidance. It is suggested that educators plan for learning to take place in the ZPD and that
curriculum be designed to teach students how to reach their next level of mastery. When a child
is learning at the developmentally appropriate level and interacting with peers, the child’s
internal developmental process is active, allowing growth to occur. If a child is offered
instruction above or below their level, they will not develop (Vygotsky, 1978). The ZPD
represents the right level of instruction for each individual where students are challenged enough
that they are engaged in learning but not overwhelmed by the material or task (Vygotsky, 1978).
Secondary educators must challenge students without increasing their perception of
academic risk. Educators are encouraged to identify and minimize risks and should assist
students in identifying and developing skills to control the impact of academic risks (Dweck &
Yeager, 2018; Martin, 2013). Both the presentation of tasks and perceptions of academic control
reduce academic stress in adolescent students (Dweck & Yeager, 2018; Linden & Stuart, 2020).
However, despite how well an academic task is presented, students with low resiliency could

perceive that a challenge will cause them academic stress and may disengage by shutting down,
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acting out, looking busy, or rushing to task completion (Yeager & Dweck, 2020). Educators may
reduce student disengagement by implementing interventions to address academic stress in
secondary students. Educators also help students cope with academic risk perception through
teaching adaptive coping skills such as reflection, mindsets, or other coping strategies (Maykel et
al., 2018; Rafati et al., 2017; Sotardi, 2018; Wuthrich et al., 2020; Yeager & Dweck, 2020).

Educators are impacted by student academic stress through student behavior
manifestation and academic performance. In turn, educators may also have a mitigating impact
on the academic stress students experience (Bottiani et al., 2019; Neibauer, 2019; Yeager, 2017).
Students who are not able to utilize adaptive coping may become dysregulated and distracting to
other learners in the classroom environment (Sotardi, 2018). Secondary educators may see
academic stress manifest in students’ emotions as anger or anxiety. Angry and anxious students
may, in turn, impact their peers and the learning environment (Zakaria et al., 2021). To support
students struggling with academic stress, educators may provide opportunities for students to
react by applying adaptive coping responses to academic stress, which could build resilience
(Turner & Simmons, 2020).

Educators of secondary students may promote coping strategies that have positive long-
term outcomes such as success in college (Herman et al., 2020). Previous studies have
demonstrated that educators are in a prime position to help their students apply problem-focused
coping strategies (Dweck, 2006; Yeager & Dweck, 2020). Due to recent studies about academic
stress and coping, educators may believe that students can develop new habits and skills and
could connect a growth mindset to a reduction of student academic stress (Burger & Samuel,
2017; Terada, 2018). Educators have reduced student stress and increased academic performance
through mindset instruction interventions, which illustrates that teaching a thought process could

improve academic ability (Dweck & Yeager, 2018; Yeager, 2017; Yeager & Dweck, 2020).
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Through growth mindset research and literature, many educators have become aware that
directing secondary students to engage in problem solving skills instead of emotional reactions
helps reduce academic stress (Puolakanaho et al., 2019).

Other approaches educators may use to reduce student academic stress include family
involvement and reaching out for guidance counselor or resource support (Herman et al., 2020).
In some settings, educators may also apply religious practices to help students cope. Religious
practices may reduce academic stress and help students see challenges as part of God’s plan and
therefore opportunities for growth (Zakaria et al., 2021). Educators are reliable reporters of
students’ experiences of academic stress, coping, and engagement (Inbar-Furst et al., 2021;
Skinner et al., 2016). Educator participants’ perceptions of students have shown strong
connections between coping and achievement, whereas many student participants have focused
on dissatisfaction and giving up (Skinner et al., 2016).

Changes During Adolescence

Adolescence is the stage of life beginning at the onset of puberty and ending with
independence from adults (Yeager, 2017). It is a critical developmental period in which stress
sensitivity is heightened (Tejada-Gallardo et al., 2020; van Loon et al., 2020; Yeager, 2017).
When stress increases, life satisfaction and academic performance decrease (Linden & Stuart,
2020). Adolescence provides a developmental window for students to acquire adaptive coping
strategies so it is particularly critical to address academic stress management during secondary
school (Main, 2018).

Adolescence is a major transitional stage in psychological development when students
experience significant changes in brain structure and hormonal activity (Tejada-Gallardo et al.,
2020; Yeager, 2017). During the period of adolescence, the brain is malleable and grows at its

second fastest rate, with the fastest growth occurring in infancy (Yeager, 2017). Stress sensitivity



55

is heightened during adolescence, and students enter a critical stage for the development of
psychological disorders (Feiss et al., 2019; Tehrani et al., 2018; Tejada-Gallardo et al., 2020; van
Loon et al., 2020). Stimuli may cause more intense reactions during adolescent years than in
previous years so that students who had not experienced academic stress may begin to
experience psychological reactions to academic challenges (Yeager, 2017).

Mental health issues increase during adolescence, and 68% of students have experienced
trauma that impacts their academic work (Korinek, 2021). In the United States, 52 adolescents
per million between the ages of 12—17 and 33 children per million under 12 years of age suffer
from mental health issues that lead to suicide each year (Bridge et al., 2015). School is a primary
concern for many adolescents, and they may be particularly susceptible to stress as they navigate
the pressure of academic tasks (Yeager, 2017; Zarei et al., 2016). It is critical to understand how
educators recognize and address student academic stress in secondary students because
adolescent students may need support to develop coping strategies (Linden & Stuart, 2020;
Wuthrich et al., 2020). Adolescent students who face academic stress and are unable to engage in
adaptive coping may experience lower life satisfaction and increases in physical and mental
health illnesses (Burger & Samuel, 2017).

The types of stress people experience change during different stages of life (Chacon-
Cuberos et al., 2019; Zarei et al., 2016). At the onset of adolescence, students pay more attention
to social cues and have increased sensitivity to feedback about their status or level of perceived
respect. Feedback in both academic and social situations can impact adolescent students more
than elementary or adult students (Yeager, 2017). Adolescent students may be more sensitive
than students of other ages, so educators should offer feedback that encourages students to
engage in coping strategies and adopt a growth mindset (Yeager et al., 2022). Feedback that

encourages a fixed mindset such as “math is not your strongest subject” or “you are a B student”
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should be avoided because it establishes a limit to achievement. Academic stress is a predictor of
future internalizing disorders, but students who develop the habit of applying engaged coping
strategies during adolescence may be better prepared to cope with future instances of academic
challenges (Burger & Samuel, 2017; Feiss et al., 2019; Puolakanaho et al., 2019).

Role of Lifestyle in Academic Stress

Academic stress may negatively affect life satisfaction and increase rates of depression,
but lifestyle choices such as diet, exercise, and resource management can alleviate academic
stress (Linden & Stuart, 2020; Luo et al.,2020). Educators may teach students to make healthy
choices about interacting with others, managing time, managing assignments and homework,
participating in physical activity, resting, and eating healthfully (Linden & Stuart, 2020).
Lifestyle choices, as well as family situation and support, have an impact on student academic
stress (Luo et al., 2020). Educators who are able to help students engage in positive lifestyle
choices could help students experience reduced academic stress (Park & Kim, 2018).

Nutrition and physical activity are elements of lifestyle that have been found to impact
academic stress. The quality and quantity of food people consume impacts brain functioning as
well as physical and emotional well-being (Chacdn-Cuberos et al., 2019; Godos et al., 2018;
Tehrani et al., 2018). Students who are overweight or underweight report more stress, and a high
body mass index (BMI) is associated with higher levels of stress (Chacon-Cuberos et al., 2019).
In a study of college students, it was determined that students with a BMI above or below
average experienced higher levels of stress than respondents who were a healthy weight
(Chacon-Cuberos et al., 2019). Therefore, maintaining a healthy BMI reduces levels of academic
stress. One well known way to correct BMI is through exercise and diet. Research has found that

eating healthy foods such as vegetables, fruit, and nuts helps to improve cognition and reduce
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negative psychological states, including stress and depression which are negatively associated
with management of academic situations (Godos et al., 2018).

Physical activity (PA) and physical exercise (PE) both play an important role in well-
being. PA is a contributor to “the prevention and reduction of academic stress” (Park & Kim,
2018, p. 3). In fact, PE has been shown to improve attention capacity, increase cerebral oxygen
flow, and stimulate endorphins that have a positive effect on the learning process (Erickson et al.,
2015). PA is defined as all movements that expend energy whereas PE usually includes heart rate
and time elements (Chacdn-Cuberos et al., 2019). In a study of the relationship between
academic stress, diet, and physical activity, researchers found that physical activity positively
affects academic success (Chacon-Cuberos et al., 2019). Higher levels of PA help reduce student
academic stress and improve academic performance so PA and PE may be considered when
examining academic stress in adolescent students (Chacdn-Cuberos et al., 2019; Kim et al.,
2018). Some students may benefit from PA breaks, or movement breaks, to support focus during
academic classes. Educators of secondary students may suggest the adaptive coping mechanisms
of activity and exercise when working with secondary students experiencing academic stress.
School support staff such as the school nurse, guidance counselors, or support services may work
with students and families to support the physical wellbeing of students.

Family Influence

Just as students feel that educators hold expectations, adolescents also feel that their
families have academic expectations for them (Luo et al., 2020). Though adolescent students are
interested in defining their own goals and exploring independence outside of their immediate
families, family life plays an important role in mitigating or perpetuating stress levels in
adolescents (Lowe & Wuthrich, 2021; Yeager, 2017). In a study of adolescent students, Luo et

al. (2020) found that higher levels of parental warmth correlate to lower levels of academic stress
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in students. In middle school students specifically, maternal parental warmth elicited more
motivated and positive responses to academic stress in students (Luo et al., 2020). Luo et al.
(2020) incorporated research from multiple world regions into their research, but their study
sample is reflective of students in China. Parental warmth may be influenced by culture so could
vary by region and household. Parental support and warmth may be considered when addressing
academic stress.

Parents’ perspectives may influence students’ attitudes towards academics. A decade ago,
popular parenting books began portraying homework as an unnecessary mental challenge to
children that caused them discomfort (Bennett & Kalish, 2007; Kohn, 2006; Kralovec & Buell,
2000). One author described homework as “devilish” (Bennett & Kalish, 2007). Another author
was an educator and leading expert on parenting, so his claim that research, logic, and experience
prove that homework is “modern cod liver oil” had an impact on many parents (Kohn, 2006, p.
147). According to those popular parenting books, the solution to academic stress could be to
reduce academic challenges such as homework (Bennett & Kalish, 2007; Kohn, 2006; Kralovec
& Buell, 2000). However, the reaction of reducing work does not help students manage stress; it
just removes some of the current stress students may experience, leaving them unprepared to
cope with stress in the future. Similar to educators, parents may be able to intervene as students
experience stress by suggesting adaptive coping skills and mindset to manage academic stress
(Khan & Shamama-Tus-Sabah, 2020; Turner & Simmons, 2020). Though some parents do not
support homework, others encourage homework and/or academic challenges that provide
students opportunities to grow outside of school hours.

Development of Perspectives on Stress
Stress and anxiety increase during adolescence, so students need to be taught how to cope

with the challenges they encounter. Adolescents may learn to apply adaptive coping or mindset
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instead of associating an anxiety-provoking task with a fixed ability during this critical
neurological and psychological development stage (van Loon et al., 2020; Yeager, 2017; Yeager
et al., 2022). Educators may teach students to develop and apply mindset to academic tasks, as
students can acquire alternate perspectives (Dweck & Yeager, 2018; Yeager et al., 2022).
Therefore, a student experiencing an elevated pulse may learn that her alertness will result in
better brain functioning and is not a harmful medical issue. Educators influence students’
cognitive engagement, including self-regulation (Inbar-Furst et al., 2021). Educators with a fixed
mindset may assume that students have set abilities and could overlook instructing self-
regulation strategies. Thus, a growth mindset is critical for both students and teachers to develop
a positive perspective on academic stress (Dweck, 2006).

Internal perspectives about learning impact academic success and social-emotional well-
being (Yeager & Dweck, 2020). Adolescents who learn how to hold a growth mindset may better
navigate academic stress because they are focused on internal growth over task performance
(Dweck, 2006). 