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Chapter 9
Personal Self-regulation, Self-regulated 
Learning and Coping Strategies,  
in University Context with Stress
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Abstract Personal self-regulation is an important variable in education and 
research, but self-regulated learning is the construct seen most often in the edu-
cational context. Existing studies do not seek to establish relationships between 
personal self-regulation and other educational variables. We define conceptual 
characteristics and relationships of personal self-regulation (personal presage 
variable), self-regulated learning (meta-cognitive, process variable) and coping 
strategies (meta-motivational, meta-affective process variable), establishing the 
importance of these variables in future meta-cognition research. These relation-
ships have been established conceptually and empirically within the 3P and 
DEDEPRO Models, and are confirmed in recent research: namely, the impor-
tance of personal self-regulation in determining the degree of cognitive self-
regulation during the process of university learning with stress; the relationship 
between personal self-regulation and the type and quantity of coping strategies, 
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and the relationship between self-regulated learning and coping. We conclude by 
discussing our experience with an online self-help system designed for university 
students.

Keywords 3P model · DEDEPRO model · Personal self-regulation · Self-
regulated learning · Coping strategies

Abbreviations

ANOVA  Analysis of variance
BAC  Blood alcohol content
CAR  Cuestionario de autorregulacion personal
CFI  Comparative fit index
DEDEPRO  Design, development, product
ICT  Information and communication technologies
IFI  Incremental fit index
MANOVA  Multivariate analysis of variance
NFI  Normed fit index
RFI  Relative fit index
RMSEA  Root mean square error of approximation
SEM  Structural equation modeling
SRL  Self-regulated learning
SRQ  Self regulation questionnaire
TLI  Tucker Lewis index
3P  Presage, process, product

9.1  Introduction

As a psychological variable inherent to the competencies of an individual’s per-
sonal development, personal self-regulation is presently the object of much inter-
est in education and research. However, there is still a scarcity of studies that seek 
to establish relationships between personal self-regulation and other educational 
variables. The construct of self-regulation is found in educational contexts, but 
normally in reference to self-regulated learning [1–4] which is the name given to 
applying general self-regulation (or the self-regulation used by persons in their 
daily life) to the specific conditions of learning situations.

Self-regulation has been used with different shades of meaning in different 
contexts. In the field of health or substance abuse, and in educational contexts 
that deal with regulating the teaching-learning process, the concept of “per-
sonal self-regulation” has been used [5]. The present chapter has four aims:  
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(1) To delimit the conceptual characteristics of three different constructs, each 
with theoretical potential: personal self-regulation, self-regulated learning 
and coping strategies. (2) To show the importance of these variables in future 
research in meta-cognition, since they refer to different general aspects of self-
regulation, of meta-cognition and of specific meta-motivation while learning 
(self-regulated learning) and to meta-affective control in situations of academic 
stress (coping strategies). (3) To demonstrate the relationships between these var-
iables, as a research hypothesis based on prior evidence and empirical dates. (4) 
To illustrate intervention strategies for improving self-regulation and coping in 
university students.

9.2  The Process of Teaching-Learning as a Source of Stress

In Higher Education, teaching and learning processes form part of a single bino-
mial for the purpose of preparing university students and ensuring their success. 
Currently, higher education is undergoing changes due to the need for quality edu-
cation, with a view to increased employment.

This new system is based on teaching for competencies, meaning new 
demands for both students and teachers, and restructuring the teaching-learning 
process itself [6–9]. It becomes essential for students to have an active role in 
constructing their own learning, while the teacher becomes responsible for advis-
ing and assisting students throughout the process [10]. This context of compe-
tency-based learning means greater formative knowledge requirements, whether 
conceptual (knowing), procedural (knowing how), or attitudinal (wanting to do). 
So it is that, within this new scenario, students have a bigger workload, they must 
be more responsible and they must be consistently more independent in their 
learning process. These changes affect how they ought to approach the educa-
tional situation, taking into account affective-motivational variables, cognitive 
variables and strategic variables alike. This new scenario can become a stressful 
context for students, due to its novelty and to the demands of competency-based 
learning [11–13].

It is within this teaching-learning context that we study the different variables 
that make up the present study, working from two different heuristics: Biggs’ 3P 
Model (Presage, Process and Product) [14] and the DEDEPRO Model [10, 15]. 
The combination of these two models offers a framework for analyzing teach-
ing-learning situations and for a better understanding of the structure of existing 
research and the variables that are being studied. Another reason for adopting both 
models is their complementary nature. Recently, relationships between personal 
self-regulation and other educational variables have been established conceptually 
and empirically in the framework of the 3P Model [14] and the DEDEPRO Model 
[10, 16] see Fig. 9.1.
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9.3  Personal Self-regulation as a Student Meta-Cognitive 
and Meta Motivational Presage Variable

Personal self-regulation refers to the capacity or ability to control our own 
thoughts, emotions and actions. Through self-regulation we are able to con-
sciously control the amount that we eat, whether to act on an impulse, our task 
execution, obsessive thoughts, and even the extent that we allow ourselves to listen 
to our own emotions.

We can therefore affirm that personal self-regulation is a vital process that 
allows people to behave adequately, carry out tasks properly, and abstain from 
activities that may be harmful to their own well-being. Self-regulation is used in a 
number of processes including the regulation of emotions, thoughts and actions for 
physical or behavioral control or restraint [17].

Different theoretical models have outlined the characteristics of this psycholog-
ical construct. From a sequential approach, Kanfer [18] proposed a model within 
the so-called open-loop conception [19].

Self-regulation is conceived as a self-correcting procedure when faced with 
discrepancies, indications of imminent danger, or conflictive motivational states 
that activate the system of observation. The present study adopts this concep-
tion. Miller and Brown [20] modify postulates of the Kanfer [18] model, provid-
ing a better explanation for changes in addictions. Within Miller and Brown’s 
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Fig. 9.1  Relationships between the variables studied [65]



2279 Personal Self-regulation, Self-regulated Learning …

theoretical model for addictive behaviors [20], it is assumed that self-regulation is 
developed through seven successive processes:

1. Informational input (self-observation) is the first process that occurs in self-reg-
ulation, where persons obtain information about their own behavior, especially 
about a potentially problematic behavior. In this process, persons increase their 
understanding of the nature and impact of the behavior to be changed.

2. In Self-evaluation, one looks for consistency between expected performance 
and actual performance, and this includes becoming aware of the negative con-
sequences of a behavior. In other words, this process is produced when a person 
becomes aware that a behavior may be problematic. The observed behavior is 
compared to some personal criterion, which may be: (1) internal, where the actual 
behavior is compared to the ideal; or (2) external, comparing the behavior to social 
norms. If one discovers that the behavior does not meet a certain standard or norm, 
a negative feeling may result. When these reactions (whether cognitive, affective or 
behavioral) are sufficiently strong, they may lead us to the next process.

3. Instigation to change is triggered by perceptions of discrepancy and dissatisfac-
tion in the above evaluation. According to this model, this impetus from dis-
crepancies is essential for advancement to further stages of self-regulation [21].

4. Searching for options to reduce discrepancies that have been detected above.
5. Formulating a plan where one sets down a schedule, activities to be pursued, 

places and any other aspects to be considered in the attainment of one’s goals.
6. Implementing the plan, the stage where one executes all that was planned in the 

prior phase.
7. The final phase is addressed through a comprehensive assessment, addressing 

both the effectiveness of one’s planning and the attainment of goals.

If there is a deficit in any of these self-regulation processes, one’s behavior reg-
ulation will suffer. Within this theoretical framework, Brown [21] defines self-
regulation as a person’s ability to “plan, monitor and direct his or her behavior 
in changing situations” (p. 62). In essence, this model adopts the self-regulation 
postulates of Zimmerman [22], by defining moments of planning, control and 
thoughtful evaluation of one’s action.

Hoyle [23] also speaks of these discrepancies and of the actions that we carry 
out in order to obtain our objectives and what we desire. He calls these actions 
self-regulation, actions that are natural and often are automatic responses of a 
healthy person in order to cope with the day-to-day discrepancies that are found 
between one’s expectations or desires and one’s reality. This self-regulation takes 
the qualifier “personal” in order to differentiate it from “academic”, and has been 
studied in both adolescents [5, 24] and university students [25].

Personal self-regulation is a construct that has been used to a greater extent in 
the field of health [21, 26, 27]. However, after Zimmerman [22] showed the exist-
ence of processes that are common to different domains, experts have begun to 
show interest in analyzing the self-regulating components that are common to dif-
ferent spheres of life, such as education and work.
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Brown et al. [28] constructed the Self-Regulation Questionnaire (SRQ) to 
measure self-regulation based on their theoretical model. Later, after perform-
ing further analyses, they developed an abbreviated version, the Short Self-
Regulation Questionaire (SSRQ), which was validated in a Spanish sample by 
Pichardo et al. [29].

The data show good fit to the structure of seventeen items grouped under 
four factors (goal setting-planning, perseverance, decision making and learn-
ing from mistakes). These factors are adopted in the present chapter and are 
seen in Fig. 9.2, which establishes the moments at which each phase takes 
place.

This instrument has been used mainly in connection with substance abuse, 
and has been submitted to an examination of its psychometric characteristics 
on several occasions [30, 31]. Its use has also been extended beyond substance 
abuse to address aspects such as psychological well-being, disposition to hap-
piness [32], depression symptoms [33] and career adaptability [34], and is in 
demand in other areas such as education [5]. In 2005, a monograph of Applied 
Psychology: An International Review (vol. 54, no 2) [35] presents different stud-
ies that inquired into the similarities and differences of self-regulation as used in 
several domains of psychology, such as education and health. This monograph 
represents an advance in the study of self-regulation in the main areas of applied 
psychology: work and organizations, health and education [35]. Karoly et al. 
[36] reviewed the papers published in this monograph and sought to establish the 
similarities and differences in self-regulation activities: academic, health-related 
and work-related.

One of their conclusions [36] states that there is a “meta-theoretical conver-
gence” among the areas of psychology. They identified differences and similarities 
in aspects pertaining to conceptions, methodologies, assessment and intervention. 
Among the similarities, they found components that were common to all the areas, 
such as “goal selection, goal setting, feedback sensitivity, discrepancy (error) mon-
itoring, self-evaluative judgment, self-corrective instrumental action, and the emer-
gence of self-efficacy beliefs” [36].

Goal Setting- 
Planning

Decision 
Making

Perseverance
Learning from

Mistakes

BEFORE DURING AFTER

Fig. 9.2  Factors of personal self-regulation [16, p. 24]
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9.3.1  Prior Evidence on Personal Self-regulation

Personal self-regulation, as a psychological variable that is closely tied to subjects’ 
personal development competencies, has attracted interest in the sphere of educa-
tional psychology. Prior studies have shown that self-regulation has a significant 
role in health as well as in success, whether academic or work-related [36, 37]. 
We can think of the process of self-regulation as having a personal, behavioral and 
contextual nature [4, 19] adding goals as a key factor [38, 39].

Taking personal regulation as a presage variable in the sphere of educational 
psychology, de la Fuente and Cardelle-Elawar [40] define it as a student vari-
able “that determines the level of effort that students will sustain in the process of 
active learning for the completion of a given task”. It is widely recognized as the 
means by which students transform their mental skills into problem solving sur-
vival skills [40].

As we have stated earlier, there are many studies from the sphere of health-
care that incorporate personal self-regulation as a study variable. Within this broad 
field, addictions have been most often related to this variable, since they represent 
a highly important topic to today’s society.

From these studies, we are able to affirm that personal self-regulation plays a 
very important role in substance abuse or abstinence [21, 26, 27]. Muraven et al. 
[26] discovered greater blood alcohol content (BAC) in persons with less self-reg-
ulation, and a lower BAC in persons with higher self-regulation. Muraven et al. 
[27] examined whether there was a relationship between alcohol consumption and 
distress over time in two samples of social drinkers.

They found that less self-regulation in alcohol use implied a greater alcohol 
intake and greater feelings of distress. Tangney et al. [41] found that higher self-
regulation scores correlated with less alcohol abuse, a higher grade point aver-
age, better psychological and emotional adjustment as well as optimal responses. 
Ferrari et al. [42] revealed that self-regulation scores were positively related to the 
length of abstinence. As self-regulation increased, so did the length of abstinence. 
Their study examined the relations between changes in self-regulation and self-
efficacy as predictors of abstaining from substances.

They found that changes in self-regulation and in self-efficacy were signifi-
cantly predictive of the probability of abstinence. Furthermore, changes in self-
regulation and self-efficacy were largely independent. There are few studies in the 
field of educational psychology that have incorporated the presage variable of per-
sonal self-regulation. However, we find a few studies that confirm its importance 
in the educational context, including studies from de la Fuente et al. [5], where 
they seek to establish the relations between personal self-regulation and perception 
of maladaptive school behaviors in secondary students; and from de la Fuente and 
Cardelle-Elawar [40], who establish the relationships between self-regulation and 
coping strategies in university students.

In the former study [5], a total of 888 students from compulsory secondary 
education participated. The questionnaire used to assess personal self-regulation 
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was the Self Regulation Questionnaire, SRQ [28], in its Spanish version, CAR 
[43]. The study showed that levels of total personal self-regulation modulate 
adolescents’ perception of the school’s social climate. Results from inferential 
analyses (ANOVAs) showed that the degree of personal self-regulation is interde-
pendent with the perception of maladaptive or interpersonal problems at school. 
Specifically, low and high levels of total self-regulation, respectively, were accom-
panied by the perceived greater or lesser occurrence of maladjusted behaviors in 
the environment. We can thereby affirm that high self-regulation capacity is ben-
eficial for personal and professional development, especially in preventing health-
risk behaviors in adolescents, such as tobacco and alcohol use [40].

A total of 77 students from the University of Almería (Spain) participated in the 
second study [40]. Results revealed a statistically significant relationship between 
the study variables of personal self-regulation and coping strategies.

In order to assess personal self-regulation, the Spanish version of the Self-
Regulation Questionnaire was used [28], and the Coping with Stress Questionnaire 
[44–46] was used to measure coping strategies. The results indicate that different 
levels of personal self-regulation determine the types of coping strategies. During 
a stressful situation, students with high levels of personal self-regulation manifest 
problem-focused coping strategies, while students with low levels of personal self-
regulation have a more emotion-focused coping style.

9.4  Self-regulated Learning as a Meta-Cognitive  
and Meta-Motivational Process Variable of Students

The concept of self-regulated learning is emerging more from day to day, due to 
its great importance in the teaching-learning process. Interest in this construct 
began to appear in the mid-1980s, in answer to a big question: “how can students 
become the masters of their own learning process?” When we analyze this vari-
able, we must not overlook its mediating role between students’ mental ability 
and the acquisition of academic skills, such as reading or mastery of mathematics. 
Specifically, this construct refers to a self-directing process in the students, trans-
forming their mental ability into academic skills.

Self-regulation is thus considered a proactive activity where the student takes 
the lead in helping himself, as well as developing learning strategies. For the def-
inition of this variable, we must bear in mind the active role of students in the 
learning process, the feedback given to them during this process, and the role of 
motivation [47].

Researchers who study this variable suggest that students self-regulate when 
they take an active role, at the metacognitive, motivational and behavioral lev-
els, in their teaching-learning process [48]. All the definitions that are given to 
self-regulated learning include these three properties, which allow students to be 
aware of their own learning process and of the importance of improving their aca-
demic performance. But these are not the only components in the definition of 
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this construct, we also find what are known as feedback loops during learning 
[39, 48–50].

This refers to a cyclical process by which students direct the effectiveness 
of their learning methods or strategies to respond to feedback, with non-visible 
changes in self-perception as well as visible changes in behavior. The concept of 
self-regulated learning is a description of how and why students choose to use a 
self-regulated process in particular, a strategy or a response.

The vast majority of researchers are in agreement that motivation has a role in 
prompting these results. Many authors have shown interest in studying this varia-
ble [2, 7, 9, 51–56] in different educational contexts, mainly: Secondary Education 
[3] and University [9, 52, 56–59].

These studies have taken into account different variables such as: performance 
and academic success [9]; implementation of training programs in self-regulated 
learning [52]; motivation [60]; regulatory teaching [61]; attribution styles [62]; 
critical thinking [63]; acquisition of self-regulation competencies [58]; effects of 
self-assessment scripts in self-regulation [64]; action control and dispositional 
hope [56]; metacognitive knowledge [57]; and learning approaches [65].

Studies from Spain on self-regulated learning in higher education came later 
than for other stages of education, finally appearing at the end of the last century. 
The Spanish studies are characterized by use of theoretical models and method-
ologies created in other countries and originating from the sociocognitive perspec-
tive. A very important aspect when studying self-regulated learning is to know and 
identify the differences between competent/expert learners and beginners. After 
an exhaustive review of the different publications, Torrano and González [4] sum-
marized six characteristics that distinguish self-regulating students from others 
(Fig. 9.3).

Specifically, the authors identify self-regulating learners as students who use 
learning strategies, have personal initiative, and are aware that academic success 
depends mainly on their involvement, on their engagement in the competencies 
exhibited, and on their perseverance on task [19, 50, 66, 67]. Research studies call 
attention to a gap between the self-regulation observed in university students and 
what is actually required in Higher Education [68]. However, Cabanach et al. [69] 
obtained a greater percentage for students that were high in self-regulated learn-
ing; they explain these results based on the composition of the higher self-regu-
lation group, “almost half of them are enrolled in 3rd, 4th or 5th year” of their 
degree program [69]. It should also be noted that the groups were established 
without attention to the students’ academic performance. It is possible that includ-
ing this variable would further limit the conditions for belonging to the high self-
regulation group and would ensure more real percentages.

Several researchers have taken action to address the need for improved self-reg-
ulated learning and for regulation in teaching in Higher Education. de la Fuente 
et al. used the DEDEPRO model to build two online tools for this purpose. Effects 
from an intervention with a sample of 728 students showed significant improve-
ment in perceptions of the teaching-learning process, in components of both self-
regulated learning and of regulation of teaching.
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The study of learning as an active process of the learner has challenged tra-
ditional educational practices. Different theoretical perspectives and models have 
been investigating this emerging type of learning for decades, giving it different 
names: autonomous learning, self-directed learning, independent learning or self-
learning. During these decades, educational psychologists have put emphasis on 
both the cognitive sphere (cognitive processes and strategies and metacognitive 
mechanisms) and the affective-motivational sphere of learners. Research and edu-
cational practices have tried to get closer to self-regulated learning and develop 
ways to encourage it, and so respond to one of the basic pillars of education: learn-
ing to learn [69].

Self-regulated learning is very much connected with motivation. These two 
constructs can be confused, but we find differences between the two. Namely, stu-
dents may be motivated even when they are not able to make a personal choice, 
or because they perceive the need for something, or, they may even be motivated 
implicitly or unconsciously.

However, self-regulation requires a certain degree of choice or intentional 
selection of strategies or behaviors, which are planned in order to help achieve a 
goal. Motivational theories focus on how motivation may increase or decrease, 

1) They know how to plan, monitor and direct their mental processes 
toward achieving personal goals (metacognition).

2) They know and can use a number of cognitive strategies 
(repetition, organization and elaboration) that help them attend to, 
transform, organize, elaborate and recover the information.

3) They show a set of motivational beliefs and adaptive emotions,  
such as a high sense of academic self-efficacy, the adoption of 
learning goals, development of positive emotions toward the tasks 
(e.g., joy, satisfaction, enthusiasm), as well as the ability to control 
and modify them, adjusting them to task requirements and the 
specific learning situations.

4) They plan and monitor the time and effort they are going to use 
on their tasks, and know how to create and structure favorable 
learning environments, such as finding a suitable place to study 
and seeking academic help from teachers and classmates when 
they have difficulties.

5) If the context allows, they show greater attempts to participate in  
the control and regulation of academic tasks, classroom climate 
and structure (e.g., how they will be evaluated, task requirements, 
the design of class assignments, organization of work groups).

6) They are able to implement a number of volitional strategies,  
oriented toward avoiding external and internal distractions, in 
order to maintain their concentration, effort and motivation while 
carrying out academic tasks.

Fig. 9.3  Characteristics of expert self-regulators [4, p. 3]
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as a function of personal and contextual factors, but they seldom look at how to 
intentionally monitor or regulate one’s own motivation. By contrast, self-regu-
lation models often deal with aspects related to how the individual may control 
his or her motivation, cognition and behavior [70]. Zimmerman [48] takes into 
account the relationship between motivation and self-regulation, defining self-reg-
ulated learning as the process by which students activate and sustain cognitions, 
behaviors and effects that are systematically oriented toward achievement of goals.

9.4.1  Dimensions of Self-regulation Learning

Zimmerman [22] developed a conceptual framework to address what self-regula-
tion consists of, proposing six dimensions. Each dimension of self-regulated learn-
ing requires an action (task conditions) that will result in certain attributes and 
processes that favor or do not favor self-regulation.

This framework can be characterized according to six key questions, along with 
the corresponding self-regulation processes. An essential element of self-regu-
lation is that students have some possible choice at least in some aspect or per-
haps in more than one. This means that, inasmuch as not all aspects of the task are 
externally controlled, we may speak of self-regulation. When everything is con-
trolled, it can be said that the behavior is externally controlled, or regulated by 
others. This type of situation occurs when teachers leave no margin for students 
in considering the why, how, when, what, where and with whom to complete the 
task.

Possibilities for self-regulation vary from low to high, depending on how many 
choices the learner has. For this reason, it is preferable to speak of self-regulation 
in terms of degree rather than in absolute terms (i.e., that one self-regulates or does 
not self-regulate).

9.4.2  Self-regulated Learning as a Socio-Cognitive Process

Sociocognitive theory considers that self-regulation contains three processes: 
self-observation, self-assessment and self-reactions [18, 19, 22]. Self-observation 
(monitoring) refers to deliberate attention given to aspects of one’s own behav-
ior. It is usually accompanied by a record of the frequency, intensity or quality of 
the behavior. Self-observation is essential for determining progress on an activity. 
Without it, selective memory of successes and failures would be at risk, because 
our beliefs about the results of an activity do not faithfully reflect what was actu-
ally obtained. The personal log can provide very good results in students with 
difficulties studying, since a log of their activity will tell them whether they actu-
ally take advantage of the time or if they use more than half the study time in 
non-academic tasks. It can also reinforce motivation, because students can realize 
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what they are doing, and can react to this knowledge by modifying their behavior. 
However, the latter also requires self-assessment and self-reaction. We will there-
fore specify what these other two processes consist of.

First, when we speak of self-assessment, we refer to a comparison of our actual 
level of execution with the goal that we wish to reach. It depends on the type of 
self-assessment standards used, on the properties of the goal, on the importance of 
goal achievement and on attributions. The goal properties (specificity, proximity 
and difficulty) affect self-regulation and motivation. These properties increase the 
progress comparisons, so that students may maintain or modify their self-regulat-
ing strategies depending on their progress assessment. Self-assessments may also 
reflect the importance of achieving the goal. When persons are unconcerned with 
how they carry out the tasks, they may not assess its execution or increase their 
effort to try and improve [19]. People evaluate the progress of their learning when 
they are pursuing goals that they value.

Finally, self-reaction is defined as the behavioral, cognitive and affective 
response to the self-assessments. These self-corrections have the ability to moti-
vate and to increase one’s self-efficacy, stemming from the belief that one is mak-
ing acceptable progress and from the anticipated satisfaction of achieving one’s 
goal.

9.4.3  Cyclical Nature of Self-regulation Learning

Sociocognitive theory emphasizes the interaction of personal, behavioral and envi-
ronmental factors [19, 50]. These factors normally change during learning and 
must be monitored, hence self-regulation is considered to be a cyclical process. 
Such monitoring leads to changes in the student’s strategies, cognition, affect and 
behavior. This cyclical nature is stated in Zimmerman’s three-phase self-regulation 
model [22]:

1. Forethought phase: A prior phase that precedes execution and refers to pro-
cesses that prepare the scenario for action, giving thought to processes that 
occur during learning and that affect attention and action. During this initial 
phase, there are two different areas: task analysis processes and self-motivation 
beliefs. Task analysis involves a learner’s efforts to break down a learning task 
into its key components. Students’ task analyses influence their goal setting and 
planning.

2. Performance control phase: Two major classes of self-regulation processes 
are postulated during this phase: self-control and self-observation. The first of 
these processes refers to the actual use of different strategies to guide learn-
ing, such as task, cognitive, and behavioral strategies. The second process 
refers to specific methods to track one’s performance; metacognitive monitor-
ing deals with informal mental tracking of one’s performance phase processes 
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and outcomes, whereas self-recording indicates creating formal records of the 
learning process and/or outcomes.

3. Self-reflection phase: This phase takes place after execution; students respond 
to the efforts they have made, where greater effort compensates for fewer self-
regulation processes throughout the different phases. Students come to learning 
situations with different goals and different levels of self-efficacy for attaining 
them. While monitoring execution, they implement learning strategies, which 
then affect motivation and learning. Two types of processes occur during the 
self-reflection phase: self-judgments and self-reaction. Self-judgments refer to 
self-evaluations of the effectiveness of one’s learning performance and causal 
attributions regarding one’s outcomes. Learners’ self-judgments are linked to 
two key forms of self-reactions: self-satisfaction and adaptive inferences. Self-
satisfaction reactions refer to perceptions of satisfaction or dissatisfaction, and 
associated affect, with regard to one’s performance. These emotions can range 
from elation to depression. A closely associated type of self-reaction involves 
adaptive or defensive inferences, which refer to conclusions about whether and 
how a learner needs to alter his or her approach during subsequent efforts to 
learn. These self-reactions influence forethought processes for further solution 
efforts, thus completing the self-regulatory cycle [47].

The cognitive, metacognitive, and motivational processes that underlie each of the 
phases are depicted in Fig. 9.4. This process makes clear that in order to carry 
on effective self-regulation, there must be goals and motivation [18, 19, 48, 70]. 
Students must regulate both their actions and their underlying cognitions with 
respect to their achievement, behavior, intentions and affect (including responses 
to stress, one focus of the present investigation). In order to attain this effective 
self-regulation, students must develop a sense of self-efficacy for self-regulating 
their learning and for properly executing the task. Processes of self-evaluating 
one’s capacities and progress in acquiring skills are crucially important, for this 
reason students should self-evaluate regularly. In this way they draw attention to 
their improvements in execution, increasing their self-efficacy and sustaining self-
regulation by promoting the learning of skills that are involved in the task [9].

Another model to keep in mind when studying self-regulated learning is the 
Pintrich model [70]. In this model, self-regulated learning is conceived as an 
active, constructive process, where learners set goals that guide their learning, 
direct, regulate and control their cognition, motivation and behavior—as well as 
contextual characteristics—toward the attainment of their goals.

The Pintrich [70] and Zimmerman [50] models have similarities: both are 
social cognitive models of motivation and cognition, for the purpose of construct-
ing an integrated model of academic learning. One difference with respect to the 
Zimmerman [50] model is Pintrich’s [70] characterization of the phases as non-
sequential and recurring; the different phases, processes and components may be 
simultaneous and interactive. This model has become a powerful heuristic for con-
ceptualizing and understanding self-regulated learning [10].
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9.5  Strategies for Coping with Stress as a Meta-Affective 
Variable of Learning and Buffer of Academic Stress

We find ourselves at a very complex time socially, when the word stress plays a 
leading role in everyday life, and has become a familiar concept. It is an increas-
ingly important phenomenon in modern society, and practically all population 
groups are experiencing increased stress. When a person’s capacities do not match 
the demands placed on him or her, there is dissatisfaction and feelings of stress.

Despite being one of the most common and familiar life experiences, the term 
itself is difficult to precisely define. Many authors try to do so, Long [71] and 
Lazarus and Folkman [68] are among them. Long [71] defines it as the relation-
ship between a person and his/her environment, where the environment is looked 
on as something that exceeds one’s capacities and resources and puts one’s well-
being in danger. Stress is considered to be a physical and psychological reaction 
to a perceived or actual demand for change. The demand itself is called a stressor 
and the steps people take to resolve or avoid the stressor are referred to as cop-
ing. Lazarus and Folkman [68] suggest that psychological stress is “the result of a 
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particular relationship between the individual and the environment, where the lat-
ter is assessed as threatening or surpassing one’s resources, and endangering one’s 
well-being” (p. 19). They focus on the relationship between the person and his or 
her environment, and an appraisal that the latter is too demanding, surpasses one’s 
resources and is harmful to one’s well-being. Therefore, it is the person’s appraisal 
of the situation that determines a perception of stress. It must be kept in mind that 
individual differences play a very important role in stress processes. Whether or 
not the stress response is triggered depends primarily on aspects of perception. 
Lazarus and Folkman [68] determined that the physiological activation is triggered 
by one’s assessment of the situation (primary assessment) and of one’s ability to 
address it (secondary assessment). This will be dealt with later under Lazarus and 
Folkman’s Transactional Model [68].

Human beings may experience stress from three main sources: the surround-
ings (noise, crowds, rigid schedules, etc.); one’s own body or physiological urges, 
often reacting to threats in the environment that are in themselves stressful, pro-
ducing observable physical changes (dilated pupils, heightened sight and hearing, 
tensed muscles, blood pumping more quickly to the brain in order to increase oxy-
gen and favor mental processes, increased cardiac and respiratory frequency, etc.); 
and/or one’s own thoughts, since the way that we interpret and label our experi-
ences and the way we see the future can provoke stress.

We are aware of the importance of how we face stressful situations over the 
course of our lifetime. For this reason, coping strategies have been included as 
a process variable in the research. We hope to come to a better understanding of 
this concept. For this purpose, we define the concept of coping and we inquire 
into coping strategies. For delimitation of concepts, we mention recent research-
ers and the most important models in the field: Transactional theory, by Lazarus 
and Folkman [68] and the Multiaxial Model of Coping, proposed and studied by 
Dunahoo et al. [66]. We describe two of the most frequently used instruments 
for assessing coping strategies: the Coping Strategies Scale [44] and the Coping 
Estimation Inventory [72].

9.5.1  Concept of Coping

When we speak about coping we refer to cognitive and behavioral efforts to man-
age stress. However, most healthcare psychologists who study stress and cop-
ing would define coping broadly to include thought and behaviors that occur in 
response to stressful experience, whether the person is handling the situation well 
or poorly [73].

The concept of stress has been studied at length, and there are many authors 
who examine and seek to define it. These efforts have produced a variety of 
definitions that we present below. Schuler [74] defines coping as a “process of 
analysis and evaluation to decide how to protect oneself again adverse effects 
of any stressor and its associated negative outcomes yet to take advantage of its 
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positive outcomes” (p. 351). Holroyd and Lazarus [75] define coping as “cogni-
tive and behavioral efforts to master, reduce, or tolerate the internal and/or exter-
nal demands that are created by the stressful transaction” (p. 843). Lazarus [76] 
defines coping as “cognitive and behavioral efforts to manage specific external 
or internal demands (and conflict between them) that are appraised as taxing or 
exceeding the resources of a person”. Coping is regarded as a dynamic process 
that changes over time in response to objective demands and subjective appraisals 
of the situation (p. 648).

There are a variety of coping strategies that have been proposed by researchers 
in order to understand the discrepancies in how individuals act when dealing with 
stressful situations. We proceed now to discuss different coping strategies and the 
theories that study them [68, 77].

9.5.2  Coping Strategies

There are diverse definitions of strategies for coping with stress, but in general terms, 
we can say that this concept refers to behavioral and cognitive efforts that a person 
makes in order to deal with stress. In other words, these are strategies that one turns 
to in order to deal with either the external or internal demands that generate stress, as 
well as with the psychology discomfort that usually accompanies them [46].

Coping strategies have been studied in different age ranges: children [78]; 
 adolescents [1, 79–81]; youth-adults [82]; and during the aging process [83]. They 
have mainly been investigated in healthcare contexts, since the way that the indi-
vidual faces stress can act as an important mediator between stressful situations and 
health [84, 85]. For this reason, we find most of the studies in the area of Clinical 
Psychology. Different studies have established a relationship between coping strat-
egies and other variables such as: anxiety [85, 86]; control of emotions or emo-
tional intelligence [87]; sensitivity to pain [63]; professional stress [88]; chronic 
illness [89]; aging [83]; psychological well-being in students [82], and so on.

Coping strategies in the context of Educational Psychology are more related to 
academic stress and specifically to one of its main stressors, tests [90].

We consider it of vital importance to inquire into coping strategies, since all 
university students must face the external stressor of tests, as well as others. We 
must also keep in mind that university students are a very specific population, as 
are the ways that they deal with stress.

Hence the importance of introducing this variable in the present research study, 
as mentioned above. Fewer studies have been carried out in this field, but relation-
ships have been found between coping strategies and academic performance [91] 
and student gender [92]. In addition, students’ levels of stress have been studied in 
conjunction with the coping strategies they use [93].

Cohen et al. [91], in their study on academic performance and coping strate-
gies, found that greater use of problem-focused and avoidance strategies pre-
dict better performance, confirming results from other previous studies [94, 95].  
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de la Fuente et al. [92] used a sample of 273 students from 2nd and 4th year 
Psychology at the University of Almería, in order to study the relationship 
between gender and coping strategies. Strategies were measured using the Spanish 
version of the Coping with Stress Questionnaire by Lazarus and Folkman [44, 46, 
68] and yielded no general gender differences, although the girls made more use 
of problem-focused coping strategies than the boys.

These results are in the same direction as those of previous studies [82]. Ticona 
et al. [93] studied the level of stress and coping strategies present in nursing stu-
dents. A total of 234 students from first to fourth year participated in the study, 
which used the Coping Estimation Inventory (COPE) by Carver, Scheier and 
Weintraub [72]. In this case, males were found to have a greater tendency toward 
managing emotions, and a lesser tendency toward managing the problem. First-
year students presented the highest stress levels.

As we can observe, not many studies have been carried out in the Educational 
Psychology context, there are many unanswered questions, and the present study 
seeks to address a few of these.

After this empirical review, we now approach the distinction between coping 
styles and coping responses [94]. The former refers to the predisposition of one’s 
personality to use different coping strategies depending on the situational context 
and the moment in time, in other words, it emphasizes stable ways of coping in 
different situations. The latter is understood as the particular thoughts and behav-
iors that are realized in response to stressful situations, and may change over time.

Fernández-Abascal [95] describes these responses as concrete processes that 
are used in each context and can be highly changeable depending on the triggering 
conditions. There is evidence of different patterns or styles of coping, but it is also 
evident that the specific situational factors play a role of utmost importance in cop-
ing reactions [94]. Based on the transactional model [68], there has been substan-
tial consensus in classifying a large variety of possible coping strategies [96], [92] 
using the following categories:

1. Problem-focused strategies, directed toward solving the problem in order to 
eliminate stress.

2. Emotion-focused strategies, aimed at regulating, reducing or eliminating the 
emotional stress relative to a stressful situation.

3. And in some cases, we can find a category of avoidance-focused coping strate-
gies. This refers to the use of evasive strategies that seek to avoid the stressful 
situation. These strategies are often included under the emotion-focused strate-
gies [92, 97].

9.5.3  Transactional Model

Lazarus and Folkman [68] developed the Transactional Model, or cognitive-medi-
ational approach [46], which focuses its attention on the concept of appraisal in 
order to address stress and coping.
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Cognitive appraisal is considered to be a universal mental process, by which 
the significance of what is occurring is being constantly assessed and related to 
one’s well-being and to the available resources for responding to the situation. 
Therefore, it is not the stressful agent itself that defines stress, but a particular per-
son’s perception makes of a stressful situation.

Lazarus and Folkman [68] distinguish three types of appraisal: primary, in 
which the person assesses the meaning of what is taking place, and the result is 
what determines whether the situation is considered unimportant or stressful; sec-
ondary, referring to the assessment of one’s own resources for dealing with the 
situation, implying a cognitive search for available coping options and a prognosis 
of whether each option will be successful or not in dealing with the stressor, and; 
reappraisal, involving feedback processes that are developed during the person’s 
interaction with external or internal demands and bring about corrections to previ-
ous appraisals during the coping process itself, and so refers to the change made 
to a previous appraisal, based on new information received from the environment.

This model allows us to conceptually delimit coping to comprise constantly 
changing cognitive and behavioral processes that are developed in order to man-
age specific external and/or internal demands that are perceived as excessive or 
surpassing the individual’s resources.

It is characterized by a set of responses that come into play in order to reduce the 
adverse qualities of a stressful situation, as an attempt to manage stressors. Brannon 
and Feist [98] underscores three aspects to be considered with respect to coping: (1) 
it is a process that changes depending on whether the subject has experienced suc-
cessful results when dealing with the stressful situation; (2) it is not only an auto-
matic or physiological response, but is also learned by experience; (3) it requires an 
effort to manage the situation and reestablish homeostasis or adapt to the situation.

In order to define coping, three concepts are key: (1) it is not necessarily a 
behavior that has been completely executed; the attempt or effort to carry it out 
may also be considered coping; (2) the effort may not necessarily be expressed in 
visible behaviors, it may also be cognitions; (3) the cognitive appraisal of the situ-
ation as challenging or threatening is a prerequisite to making attempts to cope.

The Transactional Model also includes the context in its definition of coping, 
that is, coping is seen as a process inserted within a context. Another important 
contribution from this model is the idea that strategies should not be judged as 
adaptive or maladaptive; the question is rather, for whom and under what circum-
stances a particular way of coping has adaptive consequences, instead of an indis-
criminate categorization of adaptive vs. maladaptive strategies.

Navarro [99] determined that coping depends on a person’s internal or exter-
nal capacities for facing the demands of the potentially stressful event or situation, 
called coping resources.

These play an important role within the coping process, because they can influ-
ence the choice of coping strategies to be used. They can be differentiated as: (1) 
Physical and biological: including environmental elements and a person’s organic 
resources such as climate, diet, the house where he or she lives, immune problems, 
etc.; (2) Psychological or psychosocial: encompassing everything from intellectual 
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capacity to level of dependence or autonomy, beliefs, values and problem-solving 
skills; (3) Social resources: ranging from social skills to social support.

The concept of coping strategies has been studied at length in the field of men-
tal health and psychopathology, principally in relation to stress, emotions and 
problem solving. In relation to stress, we can define them as a set of resources 
and efforts, both cognitive and behavioral, which are directed toward solving a 
problem, reducing or eliminating the emotional response or modifying the initial 
appraisal of the situation [68]. Whether one strategy or another is used will depend 
on the situation itself, the cognitive appraisal and perceived control, emotions and/
or physiological activation.

But there is a tendency to generalize their use and this is what we call coping 
style, that is, characteristic, relatively stable ways that people use to face stress-
ful situations. Lazarus and Folkman [68] consider one distinction to be extremely 
important: the difference between coping that is directed toward handling or alter-
ing the problem, and coping aimed at regulating the emotional response that the 
problem brings about.

The first is referred to as problem-focused coping and the second as emo-
tion-focused coping [66]. In general, the former is more likely to appear when 
the harmful or stressful conditions are appraised as subject to change. Emotion-
focused strategies are more likely to appear when the appraisal indicates that noth-
ing can be done to modify the threatening conditions of the environment. The two 
types of strategies are specified and analyzed in more detail below [68]:

1. Emotion-focused ways of coping: The literature mentions a large number 
of such ways of coping, but we can divide them into two large groups: (a) 
Cognitive processes dedicated to decreasing the degree of emotional discom-
fort, including strategies such as avoidance, minimization, distancing oneself, 
selective attention, positive comparisons and finding positive value in negative 
events; (b) Cognitive strategies that are directed toward increasing the degree 
of emotional discomfort; some persons need to feel really bad before they 
can come to feel better; in order to find comfort they need to first experience 
intense discomfort, from which they can then move on to some kind of self-
punishment. In other cases, they deliberately increase their degree of emotional 
discomfort in order to push themselves to action, such as when athletes chal-
lenge themselves in order to compete.

2. Problem-focused ways of coping: These strategies are similar to those used 
for solving the problem; they are directed at the definition of the problem, the 
search for alternative solutions, consideration of these alternatives based on 
cost and benefit, and the selection and application of alternative(s). An objec-
tive is also involved, an analytical process directed mainly at the environment. 
However, these ways of coping also include strategies internal to the person. 
We can therefore speak of two main groups of problem-focused strategies: 
those that refer to the environment and seek to modify environmental pres-
sures, obstacles, resources, procedures, etc.; and those that refer to the subject, 
including strategies dedicated to motivational or cognitive changes, changing 
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one’s level of aspirations, reducing involvement of the ego, seeking different 
channels for gratification, developing new behavior patterns, or learning new 
resources and procedures.

Different factors make up these two broad dimensions: the quantity of factors and their 
names have evolved over time and through the different investigations [45, 68, 76].

9.6  Initial Assessment

9.6.1  Prediction Between Personal Self-regulation,  
Self-regulated Learning and Coping Strategies

Based on SEM analysis, a consistent structural linear model appeared [Chi-
square = 58.842, degrees of freedom = 9, p < 0.001], showing relationships 
between the factors that make up personal self-regulation (goals, perseverance, deci-
sion process, and learning errors), and self-regulated learning and coping strategies 
(emotion- and problem-focused strategies), as it is shown in Fig. 9.5. The indices 
reveal this model’s adequacy (NFI = 0.965; RFI = 0.902; IFI = 0.970; TLI = 0.907; 
CFI = 0.970, and RMSEA = 0.06), offering evidence that goals, perseverance, and 
learning from mistakes are predictors of self-regulated learning (SRL), and SRL is 
predictive of the combined use of emotion- and problem-focused coping strategies.

9.6.2  Interdependence Between Personal Self-regulation, 
Self-regulated Learning and Coping Strategies: 
Transactional Model

MANOVAs were carried out on a sample of university students in order to establish 
any interdependence relationships, with the result that different levels of personal 
self-regulation (low-medium-high) were accompanied by corresponding levels 
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of self-regulated learning F(6,582) = 3.03 (Pillai test), p < 0.01, eta2 = 0.30, see 
Table 9.1. Similarly, levels of personal self-regulation showed a significant main 
effect on some coping strategies, F(6,582) = 3.03 (Pillai test), p < 0.01, eta2 = 0.30, 
see Table 9.2.

9.7  Applications: e-Assessment and e-Intervention  
Based on ICTs

Based on the well-established conceptual and empirical relationship, it is possi-
ble to carry out experiences for assisting university students through self-assess-
ment and self-improvement, with a view to promoting proper levels of personal 
self-regulation, self-regulated learning, and better use of strategies for coping with 
academic stress. With this purpose in mind, an online utility has been created for 
e-assessment and self-help, under the name e-Coping: Stress Management Tool for 
University [100]. University students can log on and carry out a self-assessment 
of these variables through different standardized inventories. The utility provides 
immediate improvement feedback as a means of assisting the university students. 
Several examples of feedback are shown below in Tables 9.3, 9.4 and 9.5. The 
tables show a sequence of messages addressed to the user, followed by different 
kinds of feedback. These responses are given when students receive a low score on 
the variables discussed in this chapter.

Table 9.1  Interdependence between personal self-regulation and self-regulated learning

* p < 0.05; ** p < 0.01; *** p < 0.001

Self-regulated learning Levels of personal self-regulation Post

1. Low 2. Medium 3. High

(n = 115) (n = 179) (n = 63)

Planned learning 3.72 (0.48) 3.82 (0.70) 4.12 (0.55) 3 > 1, 
2***

Meaningful learning 3.70 (0.64) 3.72 (0.72) 4.00 (0.62) 3 > 1, 2,*

Study techniques 3.95 (0.71) 4.05 (0.73) 4.36 (0.57) 3 > 1, 2,*

Table 9.2  Interdependence between levels of personal self-regulation and coping strategies

Coping strategies Levels of personal self-regulation Post

1. Low 2. Medium 3. High

(n = 115) (n = 179) (n = 63)

Help-seeking 3.72 (0.68) 3.81 (0.70) 4.12 (0.55) 3 > 1, 
2***

Reduce anxiety/avoidance 3.70 (0.64) 3.72 (0.72) 4.00 (0.62) 3 > 2,*

Emot. venting/isolation 4.36 (0.73) 4.05 (0.64) 4.05 (0.57) 1 > 3,*
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Table 9.3  Feedback for students who are low in personal self-regulation [100]

Your score indicates that you should give some thought to this personal characteristic. Be aware 
you can train yourself and improve in this area. Recent research suggests that this personal char-
acteristic contributes decisively to your accomplishments, whether personal, social or academic. 
Self-regulation is not a single behavior, but a combination of different groups of behaviors. We 
suggest that you analyze each of the aspects that make up self-regulation. This way you can 
improve on those specific aspects where you are most lacking
Feedback: Planning of goals. If you are low in planning, you should set out seriously to 
improve this aspect in your academic and personal life. Recent research has shown the impor-
tance of planning tasks well, since this is a predictor of optimal task execution afterward. This 
dimension refers to the ability to analyze the task you are about to do, and plan specific objec-
tives for it, before performing the task itself
You can improve your planning by taking different steps:
• Analyze and break up the task into parts, defining their sequence
• List your reasons or motivations for doing it well
• Assign a number to represent how much you value this task, then decide how you can increase 
that value
• Establish specific objectives (goals) and the time needed for their execution
Feedback: Perseverance. If you are low in perseverance, it will be worth your while to work on 
this area and improve. Perseverance is defined as the ability to control yourself with willpower 
and keep up your motivation when executing a task. This is the skill that helps us to not give up on 
tasks when they require effort and sacrifice. Research has shown that perseverance is an essential 
characteristic of self-regulated people. It involves keeping up one’s motivation and effort in order 
to carry out the task at hand. The following activities can help you to improve in perseverance:
• Keep up your motivation by cheering yourself on: “it’s worth it to do a good job”
• While working, reinforce yourself by giving yourself positive messages: “very good!!!”
• Whenever you meet the timeframes or objectives you have set for yourself
• Don’t give up on the task, even if it is difficult or complicated. Fight for your accomplishments
• Observe yourself while you work (keep a log of your behavior, if necessary)
Feedback: Decision making. If decision making is where you have a low score, resolve to 
improve in these behaviors. Decision making processes are fundamental while you are executing 
a task, in order to do a good job. These processes help you constantly evaluate and monitor your 
execution of a task. This way you can detect what is right, correct what is wrong, and ensure that 
you will meet the objectives you have set. Not making proper decisions while executing a task 
can mean mistakes or inadequate execution. The following activities can help you to improve:
• Observe how you go about performing the task
• Evaluate yourself and reflect on your progress: notice what you are getting right or wrong
• Make decisions about what you are doing well and what you ought to change
• Learn to give yourself instructions while you are executing a task
Feedback: Learning from mistakes. Perhaps learning from mistakes is where you have a low 
score. This set of behaviors refers to the ability to reflect after an experience or a completed 
task, to notice what you got right or wrong and learn from that. Learning from mistakes is very 
important and is characteristic of thoughtful persons. This skill increasing your likelihood of 
learning from experience and not making the same mistakes again
The following activities can help you improve this skill:
• Take pleasure in looking back over your behavior and analyzing it
• Take time each day to evaluate what you are getting right or wrong in your daily life
• After an experience, make a list of your accomplishments and mistakes
• Write up a resolution for improving your behavior in the future. Specific objectives for per-
sonal improvement are best
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Table 9.4  Feedback for students who are low in self-regulated learning [100]

Your score should prompt you to reflect on your perception of the teaching-learning process. 
However, be aware that this score is specific to the teaching-learning process that you have 
just evaluated. It may vary according to the subject you are evaluating. This score can also be 
improved. Recent research suggests that academic achievement depends on contextual variables 
(the teaching process) and personal variables of how you go about learning (the learning pro-
cess). On this questionnaire, the scores show: (1) your perception of how the teaching process 
is going; (2) your perception of how the learning process is going; (3) your satisfaction with the 
learning process; (4) your perception about having an achievement focus in learning

Perception of the teaching-learning process does not refer to a single behavior, but to a set of 
perceptions about the way your teacher teaches and the way you as a student are learning. Thus, 
this psychological construct refers to the specific way your teacher teaches this particular sub-
ject, plus how you yourself go about learning in this class subject

Perception of the teaching process refers to the extent that you feel your teacher’s teaching 
activity is helpful and encourages proper learning of this subject. In other words, if he or she 
uses activities that prepare you for learning, if a specific syllabus is established and followed 
through, so that students can organize themselves, if the teaching method contributes toward 
students’ self-regulation of the proposed learning activities, if the assessment system helps 
students identify the strong and weak points of their learning. In short, this represents your level 
of satisfaction with how your teacher teaches. As you can imagine, this information is impor-
tant for teachers: if they know the overall view of their students (average ratings given by the 
class group, never by an individual), they can make improvements in how they teach and how 
students learn. In addition, your score can also help you as a student to become aware of your 
perception of your teacher. Research shows, for example, that a negative perception of the teach-
ing produces demotivation toward learning in the student

Perception of a self-regulated learning process refers to your view of how you learn. Basically, 
this can help you understand how you usually go about learning, that is, whether you prepare 
yourself for learning, whether you use self-regulation strategies while learning and whether you 
use learning strategies. You can become aware of which aspects you use more and which you 
use less. Research has shown that a high level of self-regulation in the learning process is associ-
ated with a high level of performance, and the contrary also holds true

Satisfaction with the learning process refers to your perceived satisfaction with the way you 
have been learning, with the results of your learning, and with your performance in this subject. 
This aspect reflects your general satisfaction with how the subject is going and with your own 
learning behavior in that subject

Research has shown that students who receive poorer grades have less satisfaction with their 
learning process, and the contrary also holds true

Perception of an achievement-focused learning process refers to the extent that you perform 
learning behaviors for the exclusive purpose of achievement (grades), and not as much to learn 
well. This is called achievement-oriented learning. With this information you can make changes 
and improvements in the teaching-learning process

Feedback: Perception of the teaching process. If you have a low score in perception of the 
teaching process, this means that you are not satisfied with it. This may be due to different 
factors of how the teacher teaches. While this variable is not under your direct control, it can 
help you make suggestions to the teacher for making improvements, if he or she is open to that. 
However, it may also be that you have a tendency to look negatively on this type of teaching 
process, because of your own learning history

This negative perception may have led to a rather unsuccessful academic record in the recent 
past, because of the interference of stressful emotions that it causes. Perhaps you should learn to 
cope with this situation differently:

(continued)
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Table 9.4  (continued)

• Analyze what aspects of the teaching process you notice that you perceive as negative, and the 
emotion that they produce (tension, nervousness, the urge to leave, anxiety, etc.)

• If the teacher gives you the opportunity, make constructive suggestions for improvement

• If you are unable to make any change in the teaching process, use self-talk to block out nega-
tive emotions

• Write down your self-instructions, put them in order and rate each one from 1 to 10, then begin 
to use them consistently

• Evaluate whether your level of stress has diminished. Be careful about avoidance strategies 
that may be harmful to you. Not all strategies are equally adequate

• If you cannot meet your objectives, seek professional help

Feedback: Perception of a self-regulated learning process. If you score low in perception of a 
self-regulated learning process, this means that you make little use of the learning behaviors you 
have just evaluated in yourself. These learning behaviors are important because they help you to 
learn well and to obtain good academic outcomes. Research has suggested that practicing self-
regulated learning is essential to building a good knowledge base, being effective and properly 
managing the teacher’s demands for learning

Therefore, you should take note that your learning process is less than adequate, and this can be 
a stress factor in itself. It is also likely that you have had only low to moderate levels of success 
in your recent learning history. It is appropriate for you to think about improving your learning 
process as a way to help you manage high-level learning situations, typical of university studies

The following activities can help you improve your learning process:

• Recall and analyze the learning behaviors that you use the least (activities to prepare you for 
learning, strategies for learning and study, self-assessment, study techniques, etc.)

• Analyze why you do not usually make good use of these behaviors. It is probably because you 
have not understood the importance of these types of learning behaviors

• Make a list of the learning behaviors that you are going to improve, and use self-talk to carry 
them out

• After trying these behaviors, put them in order and score them from 1 to 10 in how important 
and effective they are for you

• Check whether your stress level has diminished. For each person there are certain learning 
strategies that work best. Find which ones are best for you

• If you do not meet your objectives, seek professional help

Feedback: Satisfaction with the learning process. If you score low on satisfaction with the 
learning process, this means that you are not satisfied with how you are learning or with your 
achievement in this subject. The problem with lack of satisfaction is that it leads to demotiva-
tion in future teaching-learning processes related to the same teacher or the same subject matter. 
Research has suggested that being satisfied is a positive emotion that appears either during or 
after completing a task, and provides motivation for the next steps in learning. Therefore, you 
should be aware that this lack of satisfaction with learning (or lack of positive emotionality) 
can be a stress factor in itself. It is also likely that you have had only low to moderate levels of 
success in your recent learning history. It is appropriate for you to think about improving your 
satisfaction with the learning process, as you work to improve your manner of learning and your 
level of achievement, while the teacher is improving his or her manner of teaching. However, 
since the latter is not under your control, you should focus on satisfaction with the learning 
process, which is up to you

(continued)
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Table 9.4  (continued)

The following activities can help you improve your learning process:

• Recall and analyze the aspects of satisfaction where you score the lowest (way of learning, 
meaningful learning, usefulness of what has been learned, achievements gained, enjoyment of 
learning, etc.)

• Analyze why you are dissatisfied with these aspects. You have probably not realized how 
important these aspects are for your learning process

• Make a list of the behaviors that are likely to help you improve your satisfaction with learn-
ing (way of learning, meaningful learning, usefulness of what has been learned, achievements 
gained, enjoyment of learning, etc.), and use self-talk to help you carry them out

• After trying these behaviors, put them in order and rate them from 1 to 10 in how important 
and effective they are for you

• Check whether your stress level has diminished. For each person there are certain learning 
strategies that work best. Find which ones are best for you

• If you do not meet your objectives, seek professional help

Feedback: Perception of an achievement focus in learning. If you are low in perception of an 
achievement focus in learning, this means that you seldom use learning behaviors aimed only 
at obtaining good academic outcomes (grades). Such learning behaviors, which you have just 
evaluated in yourself, are important in that they can trigger unproductive stress. Research has 
suggested that staying away from exclusively achievement-focused learning can help students 
have better self-regulated learning, and not be primarily worried about grades when learning. 
For this reason, your low score on this factor is adequate in helping you to experience less stress 
while learning

An appropriate response would be to try to maintain this level, while you seek to increase your 
self-regulated learning (D2)

This will help you enjoy the learning process, without the pressure of grades as your priority 
goal in learning

The following steps can help you take this approach:

• Recall and analyze in what situations you may adopt achievement-focused behaviors (thinking 
about grades while you are studying, evaluating yourself based on the test situation, starting off 
with a grade target from the beginning, etc.)

• Analyze why you adopt an achievement focus in these cases. You probably have not realized 
that these behaviors can produce unnecessary stress

• Make a list of the self-regulated learning behaviors that you are going to improve, and use self-
talk to help you carry them out

• After trying these behaviors, put them in order and score them from 1 to 10 in how important 
and effective they are for you
• Check whether your stress level continues to be low. For each person there are certain learning 
strategies that work best. Find which ones are best for you
• If you do not meet your objectives, seek professional help
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Table 9.5  Feedback for students who are low in coping strategies [100]

Your score should prompt you to reflect on how you cope with learning. Be aware that you can 
work on this and change. You should aim to increase certain coping behaviors. Recent research 
suggests that coping strategies contribute to academic achievement. Coping strategies refer 
to behaviors that people practice in order to manage and face stressful situations, in this case, 
academic stress. Coping strategies are not a single behavior, but a group of different types of 
behaviors. This psychological construct refers to how a person usually faces stressful situations. 
There are two main types of coping:
Emotion-focused coping refers to behaviors used for managing negative emotions produced 
by the stressful situation (anxiety, tension, irritability, etc.). This type of behavior, in turn, can 
take different shapes, such as fantasy distraction, help-seeking for taking action, religious sup-
port, reducing anxiety and avoidance, preparing oneself for the worst, emotional venting and 
isolation and resignation. These types of coping strategies help the person to minimize negative 
emotions; however, they do not help to solve the problem itself
Problem-focused coping is used to solve the problem that created the stress, or to minimize it 
if it cannot be solved. Different types of behaviors are included here: seeking help and counsel, 
actions directed at the cause, self-instructions, positive reassessment and firmness, seeking sup-
port in others, and seeking alternative reinforcement. Problem-focused coping helps solve the 
problem, but it does not help manage negative emotionality, at least not directly
Depending on the situation and the person, the two types of strategies can be used together. We 
suggest that you analyze the types of behaviors that you use, in order to make improvements. 
You can begin by working to improve the specific aspects where you are weakest
Feedback: Emotion-focused coping. If you are low in emotion-focused coping, be aware that 
you may have problems in managing negative emotions. Your low score can mean different 
things: (1) you make more use of problem-focused strategies; (2) you are not accustomed to 
managing your emotions; (3) you have little stress and do not need to manage negative emotions
This personal characteristic may have led to a rather unsuccessful academic record in the recent 
past, due to interference from stress-related emotions. You can improve by taking different steps:
• Analyze whether you have negative, stress-related emotions in academic situations (tension, 
nervousness, the urge to leave, anxiety, etc.)
• Analyze what you usually do and why you do not practice managing your emotions. It is prob-
ably because you have not realized the importance of these types of emotion-focused coping 
behaviors
• Make a list of emotion-focused coping strategies and use self-talk to start using them
• After trying these behaviors, put them in order and rate each one on a scale of 1–10, and begin 
to use them in priority
• Check whether your stress level has diminished. Be careful with emotion-focused strategies 
that may be harmful to your health. Not all strategies are equally adequate
• If you do not meet your objectives, seek professional help
Feedback: Problem-focused coping. If you are low in problem-focused strategies, you should 
know that remaining inactive in the face of problems does not help them be solved. It is appro-
priate to think about increasing your use of these types of strategies, which are adaptive and will 
help you manage situations that cause stress in the academic context
The following activities can help you increase your use of problem-focused strategies:
• Analyze the problems that cause stress in your academic context (work overload, excessive 
demands, pressures for grades, tight schedules, sustained effort, etc.)
• Analyze what you usually do to face these situations and why you do little to manage prob-
lems. It is probably because you have not realized the importance of these types of problem-
focused coping behaviors
• Make a list of problem-focused coping strategies and use self-talk to start using them

(continued)
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9.8  Conclusions

Recent research has found linear associations and non-linear interdependence rela-
tionships between self-regulation (as a personal presage variable), self-regulated 
learning (as a meta-cognitive, process variable) and coping strategies (as a meta-
motivational, meta-affective process variable) in university students experiencing 
academic stress [16]. However, these results should be confirmed with new studies 
that offer further consistency in establishing: (1) The importance of personal self-
regulation, as an individual variable that determines the degree of cognitive self-
regulation during the process of university learning. (2) The relationship between 
personal self-regulation and the type and quantity of coping strategies, where 
prior evidence has shown a significant positive relationship with problem-centered 
strategies, and a significant negative relationship with emotion-centered strategies. 
(3) The relationship between self-regulated learning and coping strategies; con-
sistently with this evidence, some of the results found here show a stronger rela-
tionship with problem-centered strategies.

Zimmerman and Labuhn [47] have proposed the following directions for future 
work with regard to self-regulated learning. First, a clear difference should be estab-
lished between self-regulated learning and self-regulation in performance, espe-
cially in adverse situations. The second problem would be to define the relationship 
between automated and meta-cognitive processes when learning, especially in expert 
individuals; in other words, how relatively automated cognitive processes relate to 
meta-cognitive processes needs to be clarified. Third, the dichotomy between objec-
tive and subjective measurements of self-regulated learning needs to be resolved, 
through an increase in online, real-time assessment processes.

In addition to these measurements, the role of meta-motivational and meta-
affective variables (personal self-regulation) should be incorporated into the study 
of meta-cognitive processes. The present chapter seeks to address this relationship.

In addition, this chapter has shown how it is possible to work with univer-
sity students using online tools for self-assessment and self-improvement in 
these psychological variables. This improvement refers to students explicitly 
improving their meta-motivational and meta-affective processes, as part of their 
meta-cognition.
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Table 9.5  (continued)

• After trying these behaviors, put them in order and rate each one on a scale of 1–10, and begin 
to use them in priority
• Check whether your stress level has diminished. For each person there are certain learning 
strategies that work best. Find which ones are best for you
• If you do not meet your objectives, seek professional help
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