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Abstract 

While mental health in young adult populations has received significant attention in current 

research, the prevalence of mental health problems among post-secondary students necessitates 

investigation from an educational perspective. Self-regulated learning (SRL) and stress mindset 

have each been linked to mental health outcomes, such as psychological well-being, but few 

studies have investigated their relative contributions to students’ mental health outcomes. This 

study aims to fill that gap by examining the contributions of SRL practices and stress mindset on 

psychological well-being among 141 undergraduate students enrolled in a learning-to-learn 

course at a western Canadian university. Specifically, it seeks to answer (1) to what extent 

engaging in SRL practices, including motivation appraisal, metacognitive control, and academic 

social engagement, predict students’ psychological well-being and (2) whether stress mindset 

contributes to psychological well-being beyond the effects of SRL practices. Regression analysis 

revealed that academic social engagement, a key SRL practice, significantly predicted mental 

health outcomes. Moreover, stress mindset demonstrated an additional predictive effect on 

mental health, independent of SRL practices. These findings highlight the importance of 

addressing both SRL strategies and stress mindset to offer comprehensive mental health support 

for students. Implications for practice include the need for educational institutions to foster SRL 

and cultivate a positive stress mindset, enhancing academic performance and psychological well-

being.  
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Introduction  

Post-secondary learners experience significant stress due to the pressure to succeed and 

the increasing responsibilities inherent to the rigorous academic environments of post-secondary 

institutions. This transitional period is particularly high-risk for the emergence of mental health 

issues, especially for first-year students encountering novel challenges. The World Health 

Organization (WHO, 2022) defines mental health as “a state of mental well-being that enables 

people to cope with the stressors of life, realize their abilities, learn well and work well, and 

contribute to their community.” However, many post-secondary students struggle to maintain 

aspects of their mental health. This includes psychological well-being, or individuals’ 

perceptions of their overall functioning and life satisfaction, or eudaimonia (Keyes, 2013), as 

they face multiple stressors, such as academic challenges, financial concerns, and adjusting to 

life away from home, that lead to a heightened risk of mental health disorders (Kessler et al., 

2017). 

The COVID-19 pandemic further exacerbated these challenges, adding unprecedented 

layers of stress and uncertainty to the lives of students. Research by Wang et al. (2020) and 

Zimmermann et al. (2020) confirms that undergraduate students have exhibited increased levels 

of distress and worsened academic outcomes because of the pandemic. Beyond the primary 

pandemic year of 2020, three-quarters of Canadian post-secondary students still reported adverse 

mental health impacts during the 2021-2022 academic year (CASA, 2022). Furthermore, the 

research indicates the pandemic has led to long-term mental health consequences, particularly in 

young people (Graupensperger et al., 2022; Larsen et al., 2023; Wiedemann et al., 2024). Larsen 

et al. (2023) found an increase in reported levels of anxiety and depression symptoms in children 

and adolescents during subsequent society lockdowns, and most notably during society 
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‘reopening’, underscoring the significant but delayed impact on mental health. Through semi-

structured interviews Wiedemann et al. (2024) found substantial disruptions to the personal lives 

of young adults during the pandemic in 2020 were still yielding negative impacts during follow-

up interviews in 2022. It would be an oversight to ignore the influence of the pandemic on 

university students’ well-being, as the adolescents who navigated their high school education 

during COVID-19 are now entering university, with the psychological impacts of that period still 

shaping their experiences. The disruptions to their formative years have significant long-term 

implications for their mental health, emphasizing the need for continued support and 

understanding of this generation’s unique challenges.  

Addressing the mental health crisis facing university students is vital to support their 

success and well-being. A systemic review from Campbell et al. (2022) found that poor mental 

health adversely impacts students’ academic performance and overall success and increases the 

risk of students dropping out of university. The mental health crisis of post-secondary students 

necessitates investigation from an educational lens because of the role the academic 

environment, and more broadly the university environment, plays in shaping students’ well-

being The post-secondary experience is associated with unique stressors (Kessler et al., 2017) 

that can exacerbate existing mental health issues or contribute to new ones Moghimi et al. (2023) 

found that post-secondary students felt that their peers had poor mental health, and that their 

institutions needed to do more to increase awareness and resources related to mental health on 

their campus. Adopting an educational perspective for investigative purposes promotes a holistic 

approach to student development that values student well-being alongside their academic 

performance and seeks to integrate supporting academic achievement with mental health support.  
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 Emerging research in this area, such as that of Kapil (2024), suggests self-regulated 

learning (SRL) offers the potential to support both mental health and academic performance. 

Specifically, Kapil et al. (2024) examined how SRL practices and stress mindset influence 

mental health and academic outcomes in university students, and results demonstrated the vital 

role of SRL practices in supporting both mental health and academic performance. When 

learners engage in self-regulated learning, they take control of their own cognition, behaviour, 

motivation, and emotion in educational contexts (Zimmerman, 1989). From this perspective, 

self-regulated learning may support psychological well-being by enabling learners to proactively 

recognize and adapt to stressors and challenges they encounter in their studies. While SRL has 

been studied extensively in relation to academic outcomes, its role in mental health and 

psychological well-being remains underexplored. 

An additional contributor to post-secondary students’ psychological well-being is stress 

mindset, defined by Crum et al. (2013) as the belief that stress can either enhance or debilitate 

one’s outcomes. As stress is a significant aspect of post-secondary studies, emergent research 

suggests a stress-is-enhancing mindset may help students cope more effectively with academic 

and personal stressors, while a stress-is-debilitating mindset could worsen mental health 

outcomes (Jenkins et al., 2021). Furthermore, while stress can interfere with critical underlying 

SRL processes related to cognition and motivation (e.g., memory, attention, and intraformational 

recall) (Keech et al., 2018), few studies have examined the relative contributions of SRL and 

stress mindset to the psychological well-being of post-secondary students. Given the rising 

prevalence of mental health issues among students and the profound influence mental health has 

on both academic success and life outcomes, it is critical to explore new ways to support 

students’ wellbeing if we are to understand how post-secondary students can be best supported 
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during this critical transition. The present study aims to address this gap by examining the extent 

to which self-regulatory practices and stress mindset contribute to mental health outcomes 

among post-secondary students. By examining the relative contributions of these factors, this 

study contributes to the emerging research in this critical area and provides invaluable insight 

informing the development of academic programs and support for post-secondary students. 

Theoretical Framework   

This study is primarily grounded in two theoretical frameworks: Keyes model of mental 

health (2002) and self-regulated learning (SRL). The following section introduces each 

theoretical framework and discusses their relevance to the current research.  

 Model of Mental Health     

The historical foundation of mental health research is challenging to synthesize due to the 

wide range of terminology used over time, including mental illness, mental disorder, mental 

health, mental well-being, and various other combinations (Davis, 2020). However, a widely 

accepted definition from the World Health Organization defines mental health as “a state of 

mental well-being that enables people to cope with the stresses of life, realize their abilities, learn 

well and work well, and contribute to their community” (2022). Mental health research has been 

significantly influenced by the lens it is researched from, and various themes and models have 

emerged over the last 20-30 years. One of the most widely recognized frameworks in mental 

health research is Keyes's “Two Continua Model” (2002).  

In this model, Keyes (2002) operationalizes mental health as the culmination of positive 

emotions and functioning in life. Mental health is described as “flourishing,” while the absence 

of mental health is described as “languishing” (Keyes, 2002, p. 208). A crucial implication of the 

model (Keyes, 2002) is the careful distinction of mental health and mental disorders as two 
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related concepts but at different ends of a continuum. The nuanced relationship between the two 

and other external variables can be evaluated with these constructs separated into two unique 

categories. Further, Keyes (2002) elaborated on mental health as individuals’ well-being, 

including how they perceive their affective, psychological, and social states. Keyes's (2002) 

definition of mental health led to three conceptual components: psychological well-being, 

emotional well-being, and social well-being. The current study focuses on psychological well-

being, which refers to how “individuals perceive the quality of their functioning in life” (Keyes, 

2013). As a unique construct, psychological well-being (PWB) was operationalized by Ryff 

(1989) to demonstrate complete functioning and optimal living in six psychological dimensions: 

(a) purpose in life, which highlights the belief that life has meaning and purpose (Ryff & Keyes, 

1995); (b) autonomy, which refers to independence and self-determination (Ryff & Keyes, 

1995); (c) personal growth indicating openness to new experiences and self-improvement (Ryff 

& Keyes, 1995); (d) environmental mastery, which refers to creating ideal contexts to maximize 

opportunities (Ryff & Keyes, 1995), (e) positive relationships, which highlights developing 

trusting relationships with others, while self-acceptance prompts inward reflection (Ryff & 

Keyes, 1995), and (f) self-acceptance, which refers to the self-assessment individuals complete 

when reflecting on their good and bad qualities (Ryff & Keyes, 1995).  

The Keyes model of mental health (2002), particularly its psychological well-being 

component, is well-suited for studying post-secondary students’ development because the 

multidimensional orientation of PWB collectively addresses various aspects of psychological 

functioning essential to young adults’ growth and development. PWB dimensions prompt 

individuals to reflect inwards and takes into consideration the cognitive and motivational aspects 

of their life. Many aspects of PWB overlap with positive learning experiences (Davis, 2020), and 
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the focus of PWB on positive functioning aligns well with the internal, cognitive, and 

motivational considerations of post-secondary students.  

Self-Regulated Learning    

Self-regulated learning is a proactive and intentional process in which learners 

metacognitively, motivationally, and behaviourally engage in their own learning (Pintrich, 2000; 

Zimmerman, 1989). Self-regulated learning is an essential competency for post-secondary 

contexts as it involves managing cognition, behaviour, motivation, and emotions by selecting, 

deploying, and adjusting strategies in response to new academic situations (Winne, 2018).  

Over the past 25 years, several SRL models have emerged in the literature (Panadero, 

2017). For example, Zimmerman’s (2000) model explains the interrelation of metacognitive and 

motivational processes at the individual level, as learners move through three phases from 

forethought (task analysis and self-motivation beliefs) to performance (self-control and self-

observation) to self-reflection (self-judgment and self-reaction). With the growing focus on 

metacognition, Pintrich’s SRL model (2000) emphasizes the theoretical relationship between 

self-regulation and metacognition. Furthermore, Boekaerts’ (2006) model contains two 

processing modes: mastery or learning mode and coping or well-being mode and was the first 

SRL model to incorporate well-being expressly. 

While these SRL models emphasize distinct aspects, they share several fundamental 

features. Each model recognizes that learners are agentic and metacognitive, actively engaged in 

pursuing self-set goals. They involve complex interactions among cognition, motivation, 

behaviour, and emotion, highlighting the importance of meta-motivation and the cyclical nature 

of self-regulated learning. SRL is depicted as occurring through recursive cycles of forethought 

and planning, strategic engagement, and reflection and adaptation (Zimmerman & Schunk, 2011; 
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Schunk & Greene, 2018). These shared characteristics underscore the comprehensive and 

dynamic processes that enable learners to navigate their academic experiences effectively.  

Winne and Hadwin’s (1998) four-phase model is well-suited to the present study because 

it views SRL as four loosely sequenced recursive phases: In phase 1, task perception is the focus. 

In this phase, students establish their understanding of the task, including implicit and explicit 

information (Hadwin & Winne, 2012). Phase 2 refers to goal setting and is most successful when 

students have a clear understanding of the task. Phase 3 is strategic enactment when learners 

actively engage in what most describe as studying (Hadwin & Winne, 2012). Again, strategic 

enactment is most effective when students have both a clear understanding of the task and 

specific goals. Finally, phase 4 is large-scale adaptation. In Winne and Hadwin’s (1998) model, 

large-scale adaptation is the reflection component of SRL in which students reflect on the 

successes and challenges they experienced in previous phases.  

All four phases are grounded in the same underlying cognitive architecture, known as 

COPES (conditions, operations, products, evaluations, and standards) (Winne, 1997). Like the 

four SRL phases, COPES (Winne, 1997) also follow a loosely cyclic structure like the four SRL 

phases. First, conditions are composed of environmental factors and cognitive information. 

Conditions can relate to the characteristics of the task itself or the learner. Conditions then 

influence the operations, described as the cognitive processes and strategies learners use to 

complete tasks, including searching, monitoring, assembling, rehearsing, and translating (Davis, 

2021). Next, the operations selected by the learner then shape the products, leading to knowledge 

gained by the student. Finally, products generate feedback for the student about their learning 

process, also known as evaluations, assisting the student in comparing their result to standing 

criteria.  
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Consequently, Winne and Hadwin’s model of SRL (1998) is most appropriate for this 

study for two primary reasons. First, according to COPES (conditions, operations, products, 

evaluations, standards), SRL’s highly situated and contextual nature allows for conditions, such 

as beliefs and learner experiences, including stress mindset and psychological well-being to be 

considered as foundational to engagement in SRL processes and products. A positive stress 

mindset and robust psychological well-being serve as internal conditions that influence how 

learners perceive and approach academic challenges, affecting their readiness to engage in SRL 

practices. These conditions shape the operations, or the cognitive and metacognitive strategies 

learners employ, and how effectively learners plan, monitor and adapt their learning strategies.  

Second, when learners engage in SRL operations, such as using specific SRL practices, 

the products of each phase can include changes in leaner beliefs and experiences, including, 

stress mindset and psychological well-being. These outcomes then become conditions for future 

phases of learning, creating a continuous feedback loop within the COPES model. This feedback 

loop, spanning from strategic engagement to evaluation and adjustment, demonstrates how SRL 

practices not only support academic outcomes but also foster multiple dimensions of 

psychological well-being. Through goal setting and motivation, SRL practices contribute to a 

sense of purpose in life, a component of PWB (Ryff & Keyes, 1995), by helping students align 

their academic efforts with a broader sense of meaning. Engaging in SRL practices also supports 

self-determination and reinforces the autonomy component of PWB (Ryff & Keyes, 1995). 

Reflective and adaptive processes in SRL practices can encourage personal growth as students 

strive towards self-improvement (Ryff & Keyes, 1995) and become open to new challenges, and 

aid in fostering self-acceptance (Ryff & Keyes, 1995) as students integrate self-assessments into 

their development. Additionally, the focus of SRL practices on planning and environmental 
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management supports environmental mastery (Ryff & Keyes, 1995), enabling students to 

optimize their academic and personal environments. Social engagement within SRL practices 

promotes positive relationships (Ryff & Keyes, 1995) by fostering supportive connections with 

peers. Together, these dimensions illustrate how SRL practices holistically support psychological 

resilience and personal development, making SRL practices a critical tool for fostering well-

being beyond academic success. 

Psychological Well-Being, SRL Practices and Stress Mindset in Post-Secondary Students 

Mental Health and Psychological Well-Being   

Mental health is fundamental to the well-being and academic success of post-secondary 

students. This demographic faces significant mental health challenges, as approximately three-

quarters of mental health disorders are diagnosed before the age of 25 (Kessler et al., 2005). 

University life often presents a pivotal period for developing autonomy, purpose, and self-

acceptance - key components of psychological well-being (PWB) (Arnett, 2000; Stallman, 

2010).  

Psychological well-being, as conceptualized by Keyes’ (2002) model, is particularly 

salient in academic settings. PWB refers to individuals’ perceptions of their overall functioning 

and life satisfaction, emphasizing not just the absence of illness but the presence of positive 

functioning (Keyes, 2013; Ryan et al., 2008). This comprehensive approach to mental health 

encompasses both living well and functioning well, making it a valuable indicator of students’ 

overall well-being and success (Ryan et al., 2008). Research demonstrates that PWB correlates 

with academic achievement and personal growth, highlighting its relevance to student success 

(Knoesen & Naude, 2018). Further, Knoesen and Naude (2018) found that first-year university 

students who reported experiences in the six dimensions of PWB developed self-acceptance and 
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experienced personal growth throughout the academic year. The students evaluated by Knoesen 

and Naude (2018) who began to experience academic mastery, personal growth, and 

independence, components of PWB, learned to flourish at university. The findings of Knoesen 

and Naude (2018) suggest that recent events influence PWB and acts as a dynamic state 

influenced by context and experiences.  

Understanding the factors that compose PWB, such as social relationships, autonomy, 

and environmental mastery (Ryff & Keyes, 1995), is crucial for effectively supporting students. 

Academics may be the primary focus of post-secondary education, but learning engagement 

through self-regulated learning (SRL) practices is also likely to bear weight on students’ mental 

health (Howell, 2009). SRL is a proactive and intentional process where learners 

metacognitively, motivationally, and behaviourally manage their own learning (Winne & 

Hadwin, 1998; Zimmerman, 1989) and is linked to academic success (Adams & Blair, 2019; 

Jansen et al., 2019). Evidence from Adams and Blair (2019) and Jansen et al. (2019) showed that 

time management, a key component of SRL, positively affects students’ GPA (Adams & Blair, 

2019). However, research in this area remains limited, necessitating further exploration to clarify 

the specific contributions of SRL and other factors. 

Howell (2009) found that students with flourishing mental health exhibited higher levels 

of adaptive academic functioning and engaged more effectively in SRL practices compared to 

those with languishing mental health. This indicates an overlap between PWB and SRL, 

suggesting that SRL practices may predict aspects of PWB. Davis (2020) built upon these 

findings by showing that students’ mental health fluctuated over a term and that changes in 

academic engagement aligned with changes in mental health. This highlights the reciprocal 

relationship between regulatory academic behaviours and PWB, suggesting that engagement in 
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SRL practices supports students’ well-being. Findings from Davis (2020) also suggest that SRL 

positively predicts mental health, as Davis (2020) found that when students engage in SRL, they 

actively manage their learning and engage in beneficial strategies. Building on this foundation, 

emergent research has further clarified the connection between SRL and psychological well-

being, demonstrating how specific SRL practices contribute to different aspects of well-being.  

Emergent research has established a positive relationship between PWB, a facet of 

Keyes's (2002) model of mental health, and aspects of SRL, including academic engagement and 

goal attainment. For example, Davis and Hadwin (2019) highlighted that students who 

demonstrated proactive SRL strategies reported higher well-being levels than their peers who 

struggled with self-regulated learning. Building on these findings, Davis (2020) compared 

students with high and low PWB and found that those with high PWB exhibited greater 

academic engagement and were more successful in achieving their academic goals. This suggests 

that SRL practices, such as goal setting, monitoring, and strategic adaption, may be essential for 

fostering PWB in post-secondary students.  

While these findings do not establish a causal relationship between SRL and PWB, they 

do indicate that the psychological well-being dimension of mental health may be more closely 

related to SRL processes than other aspects of Keyes's (2002) model. Davis (2020) further 

observed that students with low mental health reported difficulties in maintaining consistent 

learning engagement, implying that mental health is, at least in part, a product of learning 

behaviours. This supports the idea that engaging in SRL practices can contribute positively to 

mental health, as these practices involve active management of learning and engagement in 

beneficial strategies.  
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Theoretically, SRL should bolster positive mental health – particularly PWB – because it 

encompasses cognitive and motivational processes that contribute to academic outcomes such as 

goal attainment, sustained engagement, and the development of adaptive beliefs (Winne & 

Hadwin, 1998; Zimmerman, 2008). SRL practices can be defined as “the cognitive, motivational, 

behaviour and metacognitive actions” that learners use to manage their study episodes (Hadwin 

et al., 2021). These practices are complex and multifaceted, influencing student success and 

mental health outcomes (Hadwin et al., 2021). Notably, three SRL practices are of particular 

interest for understanding their contribution to PWB: motivation appraisal, metacognitive control 

and adaptation, and academic social engagement.  

SRL and SRL Practices  

Motivation appraisal involves assessing beliefs about one’s ability to succeed and 

emotional responses to tasks, supporting autonomy and self-efficacy (Hadwin & Winne, 2012). 

This practice is essential to SRL as it shapes students’ belief in their ability to achieve their goals 

and sustain motivation (Hadwin & Winne, 2012). Motivation appraisal aligns with PWB by 

supporting autonomy and self-efficacy, components that are integral to positive psychological 

functioning (Ryan & Deci, 2000). By fostering a realistic and positive view of one's abilities, 

motivation appraisal can empower students to persist through academic challenges. 

Metacognitive control and adaptation refers to the processes through which learners 

monitor their progress, evaluate the effectiveness of their strategies, and make necessary 

adjustments to improve learning outcomes (Winne & Hadwin, 1998). This cyclical process 

enables students to remain engaged and proactive in their learning. The ability to adapt strategies 

to overcome obstacles reflects environmental mastery – a key facet of PWB – by demonstrating 

students’ capacity to navigate and exert control over their academic environment (Keyes 2002). 
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Academic social engagement promotes positive relationships by encouraging students to 

seek support and collaborate, reinforcing the social dimensions of well-being (Hadwin et al., 

2021). The social dimension of learning, emphasized in Winne and Hadwin’s (1998) SRL model, 

highlights the importance of collaboration and mutual assistance. This practice supports the 

PWB component of positive relationships, which is crucial for well-being (Keyes, 2013). 

Engaging in academic social networks provides both cognitive and emotional support, 

facilitating a sense of belonging and enhanced well-being.  

Emerging research supports these connections. For example, the work of Kapil (2024) 

underscores the potential benefits of SRL practices in supporting student success and mitigating 

challenges related to motivation and social-emotional functioning. Kapil (2024) found that SRL 

practices, including metacognitive adaptation and academic social engagement, could positively 

influence markers of student success, such as reduced motivational difficulties and social-

emotional resilience, beyond what was accounted for by stress appraisals alone. 

Theoretically, these SRL practices could contribute to PWB through their respective 

alignments with autonomy, personal growth, and positive relationships – core dimensions of 

Keyes's (2002) model of mental health. Motivation appraisal enhances autonomy by reinforcing 

students’ beliefs in their competence and control over learning. Metacognitive control and 

adaptation facilitate environmental mastery, empowering students to handle complex academic 

demands effectively. Academic social engagement nurtures positive relationships by 

encouraging supportive interactions and collaboration. 

While these theoretical connections are compelling, there is a need for further empirical 

research to confirm whether SRL practices directly contribute to PWB and other influencing 

factors. Understanding these dynamics could inform the design of targeted interventions to 
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enhance academic performance and mental health among post-secondary students. In addition to 

SRL, stress mindset –the belief about whether stress is enhancing or debilitating – plays a unique 

role in student outcomes. Crum et al. (2013) found that individuals with a positive stress mindset 

were more resilient, had better psychological well-being, and performed better academically. 

While some suggest that SRL and stress mindset are intertwined, understanding their 

independent contributions is vital for designing targeted interventions.  

Disentangling the effects of SRL and stress mindset can reveal whether interventions 

should focus on enhancing SRL practices, fostering a positive stress mindset, or both. For 

example, stress mindset may influence how students engage in SRL practices during challenging 

academic tasks, thereby impacting PWB. Davis and Hadwin (2021) highlighted that flourishing 

mental health involves academic engagement and adaptive responses to stress, suggesting that 

both SRL and stress mindset contribute to PWB.  

Stress and Stress Mindset  

Stress can be defined in multiple ways. The World Health Organization (2023) describes 

stress as a state of worry or mental tension caused by a difficult situation. This natural human 

response prompts us to address challenges and threats. Everyone experiences stress to some 

degree, but how we respond to stress significantly impacts our overall well-being. Tilbrook 

(2007) offers a more complex definition, describing stress as “a complex physiological state that 

embodies a range of integrative physiological and behavioural processes that occur when there is 

a real or perceived threat to homeostasis.” These definitions highlight the multifaceted nature of 

stress and its profound implications for human functioning. 

For university students, transitioning from adolescence to adulthood is a particularly 

stressful period (Vidal et al., 2018). This stage often coincides with the early years of post-
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secondary education, when students report experiencing the highest stress levels in their 

academic careers (Conley et al., 2020; Pidgeon et al., 2014). The COVID-19 pandemic further 

exacerbated stress among young people. A systematic review by Varma et al. (2021) found that 

during the pandemic, young people were especially vulnerable to anxiety, stress, and poor sleep, 

with children and young adolescents displaying lower resilience to stress compared to adults. 

Encountering stress in life is inevitable, and significant amounts of stress have negative 

consequences across the lifespan (Chaing et al., 2022; Romano et al., 2015). However, stressors 

or the experience of stress is separate from one’s perception of stress, which is how an individual 

makes meaning of the stress they are exposed to (Cohen et al., 1983). Further, an individual’s 

perceived stress can be assessed as the degree to which they find their lives unpredictable, 

uncontrollable, and overloading (Cohen et al., 1983). Just as the stress someone is exposed to 

may be influenced by a variety of controllable and uncontrollable factors, perceptions of stress 

are too affected by additional influences.  

Contextual Factors Affecting Stress Perception 

Various contextual factors may influence an individual’s experience with stress, their 

perception of stress, and how they manage it. For example, psychological stress during childhood 

and adolescence has long-term consequences on health and academic outcomes. Chiang et al. 

(2022) emphasize that early-life psychosocial stress increases the risk of health problems across 

the life course. Early and frequent exposure to stress may raise an individual’s baseline to 

tolerable stress levels or shape their perception that everything in life is stressful. Similarly, 

Romano et al. (2015) and Teicher and Samson (2013) note that individuals exposed to such 

stress tend to achieve less academically and are at a higher risk of developing mental health 
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issues, and this may yield a negative feedback loop in which those with early stress experiences 

have worsening mental health. 

Cultural and social factors also play a critical role in shaping stress perceptions and 

responses. Cultural and community narratives influence mental health perceptions and reveal 

both barriers and supports related to cultural identity (Bilač et al., 2024). For instance, a study by 

Dutta et al. (2017) found that African American residents of a community in Northern Indiana 

often attributed stress to social structures, including employment challenges and discrimination. 

Their study responses highlighted how stress manifests physically in the body and emphasized 

the impact of cultural narratives on stress management. Similarly, post-secondary students’ 

perception of stress may be positively influenced by the social norms they encounter in the 

academic environment, such as students finding solidarity and unity with peers experiencing 

similar struggles (Mishra, 2020).  

Further, an individual’s perception of stress might be influenced by their ability to 

integrate difficult experiences. Caregivers of children with autism spectrum disorder who were 

able to narrate and integrate negative stress experiences into their life stories demonstrated better 

overall mental health than those who were not able to integrate their negative experiences 

(Mason et al., 2019). Individuals who could make meaning of the stress they encountered 

reported better mental health, which may strengthen their ability to respond to future stressors. 

Social support is another critical factor. Jun et al. (2018) and Mishra (2020) found that post-

secondary students who perceived high levels of social support were better equipped to manage 

stress. The perception, or belief, the students had about the social support available to them 

improved their ability to manage stressors. Stress resilience, defined as the ability to recover after 

significant stressors, is influenced by coping strategies, self-efficacy, and social support (Mason 
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et al., 2019). The perceptions or beliefs individuals hold have demonstrated influence on their 

ability to respond to stressors, and this leads us to mindset theory. Specifically, a small emerging 

body of research focused on the role of mindset in stress management, underscoring the 

importance of how individuals perceive and respond to stress.  

Mindsets 

The emerging field of stress mindset originates from Dweck’s (2006) milestone work on 

entity and incremental beliefs. Dweck (2006; Blackwell et al., 2007) contributed significant 

research on entity and incremental beliefs regarding intelligence mindsets. Mindsets are a mental 

frame that orientates individuals toward actions (Crum et al., 2013; Dweck, 2008), and regard 

beliefs about the flexibility of characteristics, such as intelligence (Meyer et al., 2024). Dweck 

(2006) and Blackwell et al. (2007) have demonstrated that mindsets regarding whether 

intelligence is malleable can predict goals, beliefs about effort, and reactions to setbacks, which 

predict outcomes. For example, Aronson et al. (2002) and Blackwell et al. (2007) showed that 

students who developed a mindset that intelligence is malleable had a greater appreciation of 

academics, increased motivation, and increased GPAs compared to peers with an intelligence-is-

fixed mindset.  

Stress Mindset 

Stemming from the foundational research of Dweck (2006), Crum et al. (2013) applied 

mindset logic to the world of stress. Discussion of stress typically conjures feelings of anxiety 

and overwhelm and has been associated with psychological disorders such as depression and 

suicidality in college students (Liu et al., 2019). Despite this, stress has also been shown to foster 

growth and coping in various environments, such as learning environments, by driving an 

individual to consider perspectives and gain an appetite for growth (Crum et al., 2013). Rather 



18 

 

 

than assessing if the stress itself is helpful or harmful, stress mindset explicitly refers to 

evaluating the nature of stress itself (Crum et al., 2017). Stress mindset references an individual’s 

implicit beliefs in the specific context of their relationship to stress. The underpinning of Crum et 

al.’s (2013) conceptualization of stress mindset is that different stress mindsets will impact how 

stress is psychologically experienced and behaviourally approached. Stress mindset affects the 

psychological context within which coping strategies are selected by the student (Crum et al., 

2017). Crum (et al., 2017) conceptualized this construct to the degree to which an individual 

holds the belief of a “stress-is-enhancing mindset” or “stress-is-debilitating mindset.” These two 

contrasting mindsets indicate whether an individual believes that stress can lead to enhanced 

outcomes for areas such as performance, health, and learning or if stress will result in debilitating 

consequences in these areas (Crum et al., 2017). What sets stress mindset apart from other 

related psychosocial constructs is that stress mindset is a metacognitive belief about the nature of 

stress; it is unique and distinct from the amount of stress an individual is experiencing, how that 

stress is appraised, and how it is coped with (Crum et al., 2017). 

However, these mindsets are not black and white. A nuanced understanding of stress and 

stress mindset is vital, as experiencing stress can both enhance outcomes and debilitate them, 

often referred to as the stress paradox (Crum et al., 2017). Crum et al. (2017) argue that an 

individual's mindset regarding stress influences their motivation, actions, and coping behaviours. 

Individuals who take a stress-is-enhancing mindset utilize motivation to accept stress and engage 

in action and coping behaviours that meet the needs at the foundation of the stress situation 

(Crum et al., 2017). In comparison, individuals who hold a stress-is-debilitating mindset have the 

primary goal of avoiding stress to prevent worsening outcomes.  
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Further, a stress-is-enhancing mindset has been related to more adaptive cortisol 

reactivity profiles under acute stress. Crum et al. (2013) demonstrated that for individuals with 

higher cortisol reactivity, a stress-is-enhancing mindset lowered the cortisol response; for those 

with low or hypo-cortisol arousal reactivity, the same mindset increased cortisol response, 

ultimately optimizing stress adaptation. However, it is important to note that early life 

experiences with stress can lead to chronic activation of the stress response system (Smith & 

Pollak, 2020), which might yield cortisol reactivity profiles that differ between individuals with 

stress exposure in early life and those without stress exposure. Early experiences and subsequent 

cortisol reactivity profiles may also create a foundation for adaptive or maladaptive stress 

mindsets. While a stress-is-enhancing mindset has been shown to optimize stress adaptation 

(Crum et al., 2013), the results may differ depending on individual developmental and contextual 

factors.  

Emergent research suggests that stress mindset predicts mental health. Kapil et al. (2022) 

found that a stress mindset is directly associated with mental health, with results demonstrating 

stress mindset predicts an increase in hedonic well-being. Two studies support Kapil et al.’s 

(2022) findings, with results at both the high school (Wang et al., 2022) and post-secondary 

(Huebschmann & Sheets, 2020) levels demonstrating that students with a stress-is-enhancing 

mindset experienced less depressive and anxiety symptoms, signs of poor mental health, 

compared to peers with a stress-is-debilitating mindset.  

When students have a mindset of stress-is-enhancing, they are more likely to utilize 

motivation to accept stress and engage in coping behaviours that meet the needs of the stress 

situation (Crum et al., 2013). In an academic setting, this can be theorized to lead to better 

management of learning, a common stressor for post-secondary students (Wang et al., 2020; 
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Zimmermann et al., 2020). While a basic understanding of the relationship between stress 

mindset and mental health is evident in the literature, little research exists has examined the 

unique contribution of stress mindset for promoting psychological well-being alongside the 

impact of SRL practices. This topic is essential because it is understood that stress can interfere 

with cognitive and motivational processes (e.g., memory, attention, and intraformational recall) 

during learning, critical underlying components of SRL (Keech et al., 2018). For example, 

Meghina et al. (2021) found that undergraduate learners who reported higher stress levels due to 

COVID-19 demonstrated fewer learning gains from an online course than peers who reported 

less distress. While stress mindset differs from actual stress levels, a substantial body of work 

indicates the critical impact of stress on cognitive and motivational processes during learning and 

calls for further investigation. Stress mindset is distinct from stress appraisal or coping strategies, 

focusing instead of beliefs about the inherent nature of stress (Crum et al., 2017). Students will 

inevitably encounter stress in post-secondary (e.g., deadlines Since stress is unavoidable, it 

would be beneficial for students to operate from a frame of mind in which they see stress as 

enhancing. Fortunately for students who do not already possess a stress-is-enhancing mindset, 

mindset constructs (Dweck, 2006) tell us that an individual’s perception of stress is malleable 

and can change to yield positive outcomes (Crum et al., 2013). Further, the research 

demonstrates that like a growth mindset, a stress mindset can be developed through interventions 

(Meyer et al., 2024).  

The COPES architecture in Winne and Hadwin’s (1998) model of SRL provides a 

theoretical basis for understanding how SRL practices contribute to psychological well-being 

(PWB). SRL practices involve proactive engagement in monitoring and strategy adaptation, as 

well as engaging in social relationships, which support various dimensions of PWB, such as 
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autonomy, environmental mastery, personal growth, and personal relationships. These processes 

empower students to manage academic and personal challenges more effectively, promoting 

resilience and over well-being. Separately, stress mindset, the belief that stress can have either 

enhancing or debilitating effects, also plays a crucial role in PWB. A stress-is-enhancing mindset 

encourages adaptive responses to stressors, leading to improved psychological outcomes, while a 

stress-is-debilitating mindset may hinder well-being by fostering avoidance and maladaptive 

coping strategies. Together, SRL practices and stress mindset should account for more variability 

in PWB, as each construct addresses various aspects of student functioning. SRL practices 

provide the tools for self-regulation and mastery, while stress mindset shapes students’ approach 

to stressors. Examining these factors independently and in combination offers a more 

comprehensive understanding of their contributions to PWB, supporting the development of 

targeted interventions to enhance students’ well-being.  

Purpose and Research Questions   

The purpose of this study is to examine the contributions of SRL practices and stress 

mindset on psychological well-being in undergraduate students. Specifically, the research 

addresses the following two questions. 

Research Question 1: Does engagement in SRL practices predict psychological well-being?  

H0: Engagement in SRL practices does not predict mental health. 

H1: Engagement in SRL practices positively predicts mental health.  

Research Question 2: Does stress mindset contribute to psychological well-being, above and 

beyond the variability accounted for by SRL practices? 

H0: Stress mindset does not contribute to psychological well-being, above and beyond the 

variability accounted for by SRL practices.  
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H1: Stress mindset will contribute to psychological well-being above and beyond the 

variability accounted for by SRL practices.  

Research Design  

This study employed a correlational research design to examine the relationships between 

self-regulated learning (SRL), stress mindset, and psychological well-being among 

undergraduate students over an academic semester. Using hierarchical regression analysis, the 

research examines the unique and incremental contributions of SRL practices and stress mindset 

on psychological well-being. Regression analysis is appropriate for the proposed study because it 

allows for estimating the extent to which SRL practices and stress mindset are associated with 

PWB, while controlling for potential overlap between the variables. This method enables the 

examination of whether stress mindset contributes to PWB above and beyond what is accounted 

for by key SRL practices, providing insights into their independent and combined impacts. 

Although causality cannot be inferred, regression analysis offers an in-depth understanding of 

how these factors interact within an educational context, aiding in the development of targeted 

interventions to support student mental health.  

Methods  

Author Positionality  

Thorough reflection of identity and positionality is fundamental to disrupting privilege 

and bias in academia (Secules et al., 2021). Engaging in the process of writing a positionality 

statement encourages researchers to examine the complex social identities they hold and how 

these identities shape their research process. First and foremost, I respect and acknowledge the 

QayQayt people, whose traditional territory (New Westminster, BC) is where I was born and 

raised. With gratitude, I give thanks to the Ləkʷəŋən, Songhees, Esquimalt and WSÁNEĆ 
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peoples, whose territory (Victoria and Saanich, BC) I have been a visitor on since 2015 and now 

call home. I am a white, cisgender 5th generation settler with English and Irish heritage on my 

mother’s side and English and Swedish heritage on my father’s. My identity carries an 

intersection of privilege and power as a white woman in Canada, and it would be an oversight 

not to acknowledge the unearned benefits my identity has provided throughout my academic, 

career and personal pursuits. My educational psychology research lens is molded by my identity, 

values, beliefs, and experiences, leading me to center post-secondary learners' experiences and 

mental health. I recognize the privilege of working with this population and topic and my 

responsibility to ensure that the research process is completed with respect and dignity for all 

participants. The research presented is conducted at the University of Victoria, on the traditional 

and unceded territory of the Ləkʷəŋən (Songhees and Esquimalt) Peoples. Both the Ləkʷəŋən 

and W̱SÁNEĆ Peoples have relationships with the land that continue to this day. 

Participants    

Participants were undergraduate students (N = 141, M age = 19.07 years, 12 students did 

not report their age) enrolled in a learning-to-learn course at a Western Canadian university 

during the fall 2023 semester. Students were 47.5% male, 36.9% female, 0.03% non-

binary/gender-fluid, 12.8% did not identify gender. The purpose of this course was to develop 

theoretical and practical understandings of self-regulated learning by supporting learners to 

experiment with their learning. As part of their participation in the course, learners completed 

weekly instructional modules which included a range of self-assessments on self-regulated 

learning and regulating emotions, stress, and mental health. By enrolling in the course, learners 

automatically were included in the research but could withdraw their consent at any time during 

the course without penalty. Participation involved allowing regular coursework to be examined 
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for research purposes after the end of the course. Course instructors were not aware of which 

students were participating in the research and data were not released to the researchers until 

after course completion and grade submission. Prior to beginning the study, our research 

protocol was reviewed and approved by the university’s affiliated research ethics board. Consent 

information and data were released to the researchers after course completion and grade 

submission. 

Measures    

SRL Practices  

Motivation Appraisal. The motivation appraisal subscale is a unidimensional 

measurement from the SRL-Practices scale in the Self-Regulated Learning Profile and Self-

Diagnostic Tool (SRL-PSD-2021, Hadwin et al, 2022). The motivation appraisal subscale 

consists of three items. The instruction for the subscale is “Please rate how true each statement is 

for you. Over the last two weeks, when I did academic work, I….” Items included “Assessed if I 

think I can do it,” for example (see Table A1 in Appendix A). Participants rated each item on a 

5-point Likert scale ranging from 1 Never true to 5 Always true. Higher scores indicate 

participants are engaging SRL practices that are expected to facilitate academic success. The 

motivation appraisal subscale reported a MacDonald’s omega of .667, indicating insufficient 

internal consistency (Hadwin et al., 2021). This discrepancy is addressed in the results and 

discussion sections.  

Metacognitive Control and Adaptation. The metacognitive control and adaptation 

subscale is a unidimensional measurement from the SRL-Practices scale in the Self-Regulated 

Learning Profile and Self-Diagnostic Tool (SRL-PSD-2021, Hadwin et al, 2022). The 

metacognitive control and adaptation subscale consists of six items. The instruction for the 
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subscale is “Please rate how true each statement is for you. Over the last two weeks, when I did 

academic work, I….” Items included “Modified my plans for the task,” for example (see Table 

A1 in Appendix A). Participants rated each item on a 5-point Likert scale ranging from 1 Never 

true to 5 Always true. Higher scores indicate participants are engaging SRL practices that are 

expected to facilitate academic success. The metacognitive control and adaptation subscale 

reported a MacDonald’s omega of .784, indicating acceptable internal consistency (Hadwin et 

al., 2021.  

Academic Social Engagement. The academic social engagement subscale is a 

unidimensional measurement from the SRL-Practices scale in the Self-Regulated Learning 

Profile and Self-Diagnostic Tool (SRL-PSD-2021, Hadwin et al, 2021). The academic social 

engagement subscale consists of three items. The instruction for the subscale is “Please rate how 

true each statement is for you. Over the last two weeks, when I did academic work, I….” Items 

included “Got to know people in the class,” (see Table A1 in Appendix A). Participants rated 

each item on a 5-point Likert scale ranging from 1 Never true to 5 Always true. Higher scores 

indicated more proactive self-regulated learning behaviours or practices. The academic social 

engagement subscale reported a MacDonald’s omega of .80, indicating good internal consistency 

(Hadwin et al., 2021). 

Psychological Well-Being  

The psychological well-being subscale is a measure from the Mental Health Continuum 

Short Form (MHC-SF) (Keyes, 2009), a 14-item scale derived from the Mental Health 

Continuum Long Form. The psychological well-being subscale consists of six items. The 

instruction for the subscale is “e.g., “Please answer the following questions about how you have 

been feeling during the past month. During the past month, how often do you feel….” Items 
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included “That you had experiences that challenged you to grow and become a better person?” 

for example (See Table A2 in Appendix A). Participants rated each statement on a 5-point Likert 

scale ranging from 1 Never true to 5 Always true. The response options assess the frequency with 

which respondents experience symptoms of positive psychological well-being. All six items are 

summed and yield a total score ranging from 0 to 30. Higher scores indicate greater levels of 

psychological well-being. The MHC-SF reports excellent internal consistency (>.80; Keyes, 

2005; Keyes et al., 2008). The MHC-SF was administrated during week 10 of the ED-D 101 

course.  

Stress Mindset    

The Stress Mindset Measure (SMM) was developed by Crum et al. (2013) to assess the 

extent to which an individual adopts a mindset that the effects of stress are enhancing or 

debilitating. The eight items evaluate a participant’s general stress mindset (e.g., “The effects of 

stress are negative and should be avoided”), as well as signs and symptoms related to the 

enhancing and debilitating consequences of stress in the realms of health and vitality, learning 

and growth, and performance and productivity (e.g., “Experiencing stress improves health and 

vitality”). The instruction for the measure is “Please rate how true each statement is for you” 

(See Table A3 in Appendix A). Participants rated each item on a 5-point Likert scale ranging 

from Never true to 5 Always true.” In this study, the SMM was adapted to evaluate learners’ 

stress-is-enhancing and stress-is-debilitating mindsets. The stress-is-enhancing mindset was 

measured by reverse scoring the four negative items (indicated by an*) and then taking the mean 

of all eight items. Higher scores on the SMM represent the mindset that stress is enhancing, 

while lower scores indicate a stress-is-debilitating mindset. The SMM reports Cronbach’s alpha 
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of .86, indicating excellent internal consistency (Crum et al., 2013). The SMM scale was 

administered in week 10 of the ED-D 101 course.  

Procedure  

The study was conducted over a 12-week semester during which students completed self-

assessment scales relevant to the instructional topic of the week. These self-assessments allowed 

students to reflect on their learning journey and engage with the instructional content. To explore 

how early-semester SRL practices influence late-semester psychological well-being (PWB), data 

collection was purposefully timed.  

During week 2, students completed the SRL-PSD-2021 scale (Hadwin et al., 2022), 

which included the SRL-Practices subscale. This timing was aligned with the introductory 

instruction on SRL practices, setting a baseline for understanding students’ self-regulatory 

behaviours early in the semester. The data collected at this point provided insight into students’ 

initial SRL practices and their approach to learning at the beginning of the academic term.  

In week 10, students completed Mental Health Continuum-Short Form (MHC-SF) and 

the Stress Mindset Measure (SMM), corresponding with instructional content focused on 

regulating emotions, stress, and mental health. This late-semester timing captured students’ PWB 

and stress mindset after a significant portion of the academic term had passed, allowing for the 

examination of how early-semester SRL practices might predict PWB. 

By aligning the timing of data collection with the instructional content and research 

questions, this study aimed to understand the potential impact of initial SRL practices on later-

semester PWB and stress mindset. This approach facilitated an in-depth analysis of the 

relationship between early self-regulatory behavior and later psychological outcomes within an 
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educational context. A figure with a visual representation of this timing can be found below in 

Figure 1.  

This practice reciprocates the research process with the learners, as students in the 

learning-to-learn course have immediate access to their results. Students are then supported to 

reflect on their results through the instruction module and integrate this feedback into the 

development of their SRL skills. Reciprocal research practice means that both the researcher and 

learners benefit from the research activity and centres the benefit to participants in the process 

from start to finish. Reciprocal research practice contributes to the dismantling of ‘traditional’ 

western structures of psychology research, is a demonstration of Indigenous ways of knowing 

and being and aligns with the notion that acquiring knowledge through student-centered learning 

is the ethos of higher education institutions.  

Figure 1  

Timing of Instructional Topics and Corresponding Measures 

 
 

 Analysis   

  

 Week 2: Introduction to SRL 

SRL Practices measure 
administered 

 

Week 10:  

Regulating Emotions, Stress, Mental 
Health 

MHC-SF and SMM measures 
administered 
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To examine the contributions of self-regulated learning (SRL) and stress mindset to 

psychological well-being a hierarchical regression analysis was conducted using RStudio 

(RStudio Team, 2024). The analyses aimed to address the two research questions: (1) does 

engagement in SRL practices predict psychological well-being? And (2) does stress mindset 

contribute to psychological well-being, above and beyond the variability accounted for by SRL 

practices? Prior to analysis the data was screened and examined to assess the suitability for 

regression analysis. The data includes a continuous dependent variable and two continuous 

independent variables, meeting the first two assumptions required for a multiple regression (Fein, 

et al., 2022) There were no missing cases for the SRL variable, but 17 missing cases for the 

stress mindset and psychological well-being variables. Missing cases were excluded pairwise 

from the final analysis. The sample size (N = 141) met the recommended participant number for 

regression when testing individual predictors outlined by Green (1991), which suggested N > 

104 + m (where m is the number of independent variables). A power analysis was also conducted 

in RStudio (RStudio Team, 2024) to determine the adequacy of the sample size for finding a 

medium effect size (R2 = .15) with four predictor variables (motivation appraisal, metacognitive 

control and adaptation, academic social engagement, and stress mindset). The analysis 

parameters included the sample size of 141 and a significance level of .05, as recommended for 

studies in the psychology research (Cohen, 1992). The power was calculated to be .967 and 

indicated a 96.7% probability of detecting a medium effect if an effect existed.  

Graphical representations were used to determine if the data met assumptions for 

normality, linearity, homoscedasticity, and multicollinearity as required for multiple regression. 

Pearson product correlations were examined between the predictor variables of SRL and stress 

mindset to investigate collinearity. Correlations between each SRL variable and stress mindset 
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(motivation appraisal r = .093, metacognitive control and adaptation r = .16, N = 141) indicated a 

weak positive linear relationship between the two variables, but this relationship was not 

statistically significant. Similarly, academic social engagement was weakly positively correlated 

with stress mindset (r = .15, N = 141). Tolerance values were calculated for all predictor 

variables, and all were found to be significantly greater than 0.10, and the regression analysis 

proceeded without significant concern for multicollinearity.  

Normality was assessed by examining skewness and kurtosis for each variable: 

motivation appraisal (skewness = -.37, kurtosis = 3.30), metacognitive control and adaptation 

(skewness = -.59, kurtosis = 3.65), academic social engagement (skewness = -.41, kurtosis = 

2.78), stress mindset (skewness = 0.08, kurtosis = 3.94), and psychological well-being (skewness 

= -1.0, kurtosis = 4.35). Most variables reported a negative skewness, suggesting that more 

respondents scored higher on these scales. Additionally, most variables reported moderately 

leptokurtic distributions, indicating more extreme scores than seen in a normal distribution. 

However, all variables were within acceptable ranges (Kline, 2011). Further, histograms for all 

variables (Appendix C) visually confirm that most variables tended to fall within normal 

distribution, with moderate variations in skewness and slight variations in kurtosis.  

A residual vs. fitted plot assessed the data's linearity, and the results indicate a primarily 

linear relationship between the predictors and the outcome variable (Appendix D). Scatterplots 

of the SRL and stress mindset variables indicated linear relationships between predictors and 

outcome variables (Appendix E). Scatterplots of regression residuals demonstrated relative 

spread across the range of fitted values and suggested that the assumption of homoscedasticity 

was met (Appendix F). Further, the residuals were primarily found around the zero line, which 

did not suggest curvilinear relations amongst the variables. The scatterplots also did not indicate 
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any significant outliers, and subsequently, it can be suggested that the models are appropriate for 

the present data.  

The residual vs. fitted plot for Regression Model 2 (SRL practices and stress mindset 

predicting psychological well-being) also demonstrated a primarily linear relationship between 

the predictors and the outcome variable (Appendix G). Histograms of the regression residuals for 

both models indicate that the residuals are approximately normally distributed, with some 

moderate variations (Appendix H).  

Results 

Descriptive Statistics 

Means, standard deviations (SD), skewness, and kurtosis of all measures was generated 

by RStudio (RStudio Team, 2024) to examine the spread and composition of the data. Results 

indicated a mean score of 10.01 on motivation appraisal (SD = 2.23), 21.11 on metacognitive 

control and adaptation (SD = 3.85), and 10.11 on academic social engagement (SD =2.83). Mean 

score for stress mindset was 26.01 (SD = 3.75). Results also indicated a mean score on 

psychological well-being (PWB) of 22.08 (SD = 4.34). These results suggest a moderate to high 

level of PWB amongst the sample, but the negative skew and positive kurtosis suggest a possible 

subgroup within the sample with lower PWB.  

Further, Cronbach’s alpha was calculated to assess the internal consistency of each 

variable in this study. The reliability coefficients for each variable are as follows: PWB (α = 

0.86), stress mindset (α = 0.72), motivation appraisal (α = 0.66), metacognitive control and 

adaptation (α = 0.78), and academic social engagement (α = 0.71). The values indicate 

acceptable to good reliability, with PWB showing strong internal consistency. The motivation 

appraisal subscale’s alpha value was below the commonly accepted threshold of 0.70, 
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demonstrating further challenges with this subscale. All preliminary statistics are reported in 

Table 1.  

Correlation Analysis  

Pearson product-moment correlations were conducted in RStudio (RStudio Team, 2024) 

and revealed positive correlations between SRL practices, stress mindset, and psychological 

well-being. Specifically, there was a small positive correlation between psychological well-being 

and stress mindset, r (139) = 0.25, p < 0.01, indicating that a greater stress-is-enhancing mindset 

is associated with higher psychological well-being. A similar small positive correlation was 

found between psychological well-being and the metacognitive control and adaptation subscale, 

r (139) = 0.22, p < 0.01, suggesting that modifying beliefs and plans is also associated with 

strong psychological well-being. Additionally, a medium positive correlation was observed 

between the academic social engagement subscale and psychological well-being, r (139) = 0.39, 

p < 0.01, suggesting that building social relationships with peers in an academic setting is related 

to better mental health. The high intercorrelations between motivation appraisal and 

metacognitive control suggest that motivation appraisal does not add unique predictive value for 

psychological well-being beyond what is already explained by other SRL practices. This 

redundancy indicates that motivation appraisal might not contribute to the prediction of 

psychological well-being in the context of this study. Correlations among all variables are 

reported in Table 1. 

Regression Analyses  

To investigate how well SRL practices and stress mindset predict psychological well-

being (PWB), a hierarchical linear regression was conducted. The assumptions of linearity, 



33 

 

 

normality of errors, and independence of errors were checked and met. Means and standard 

deviations were presented in Table 1. 

When SRL practices were entered as a block in Model 1, they predicted PWB, F (3,137) 

= 9.21, p = < .001 an R2 of .168. This indicates that SRL practices explain 16.8% of the variance 

in PWB. Within this step, academic social engagement emerged as a significant predictor (B = 

0.55, β = 0.36 p <.001), while motivation appraisal and metacognitive control & adaptation did 

not reach significance. 

When stress mindset was added in Model 2, it improved the model, with F (1,136) = 

8.59, p < 0.001 and an R2 of .202, demonstrating a change in R2 of .034. The full model, 

including both SRL practices and stress mindset, accounted for 20.2% of the variance in PWB, 

indicating a moderate effect size according to Cohen’s guidelines (1988). 

The beta weights and significance values, presented in Table 3, indicate that stress mindset (B = 

0.22, β=0.19, p <.01) makes a unique contribution to predicting PWB beyond SRL practices. Of 

the predictors, academic social engagement remains the strongest predictor (β = 0.34), 

suggesting that social engagement in academic contexts has the greatest influence on PWB. 

Discussion 

 This study aimed to explore whether SRL practices collectively predict psychological well-

being and whether stress mindset contributes additional predictive value. In sum, the findings 

indicate that SRL practices, particularly academic social engagement, are indeed significant 

predictors, with stress mindset further enhancing psychological well-being. Drawing on Winne 

and Hadwin’s model of SRL (1998) and Hadwin et al.’s (2021) conceptualization of SRL 

practices, stress mindset theory, and Keyes's model of mental health (2002), the current study 
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utilized a hierarchical regression analysis to explore whether SRL practices and stress mindset 

contribute to psychological well-being among post-secondary students.   

Do SRL practices predict psychological well-being?  

Findings partially supported the hypothesis that self-regulated learning practices 

positively predict psychological well-being. Specifically, academic social engagement was a 

strong predictor of psychological well-being. This finding is consistent with previous research 

indicating a link between SRL and psychological well-being, as a specific indicator of mental 

health (Davis, 2020; Kapil, 2024). For example, Davis (2020), found that SRL processes were 

related to better psychological well-being in post-secondary learners. Further, Kapil (2024) 

found that SRL that academic and social engagement, are associated with mental health 

outcomes in post-secondary students. This suggests that the SRL practice of academic social 

engagement affects psychological well-being. This aligns with the cognitive architecture of 

Winne and Hadwin’s (1998) model of SRL, in which operations (e.g. academic social 

engagement) influence and shape products (e.g. psychological well-being). SRL practices that 

relate to building positive relationships had the greatest impact on psychological well-being in 

this study. In other words, students who reported engaging in academic social practices like 

connecting with peers and enjoying their university experience also reported higher PWB. This 

connection may stem from alignment between the academic social engagement scale and the 

positive relationships component of the PWB scale, suggesting that students who form social 

bonds benefit in terms of psychological well-being. It is also possible that students who report 

the use of academic social engagement practices at the beginning of the term are promptly 

integrated into the academic social community, and the resulting early and sustained social ties 

yield better PWB at the end of the term. The closely related nature of the academic social 
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engagement scale and the PWB scale may point towards a relationship between these two 

measures and warrants further empirical investigation. 

The lack of a significant predictive effect for the additional two SRL practices examined 

in this study, metacognitive control and adaptation and motivation appraisal, may seem 

surprising as it contradicts the study’s hypotheses and theoretical framework. This finding could 

suggest that while the practices are theoretically relevant in self-regulated learning, they have a 

limited role in predicting mental health outcomes in this sample. An additional possible 

interpretation for the divergence is that academic social engagement might overshadow other 

SRL practices in its influence on PWB, perhaps because it directly involves building positive 

relationships and integrating into the academic community factors closely linked to 

psychological well-being. 

Additionally, it may be that while metacognitive control and adaptation support certain 

aspects of PWB, the impact does not extend significantly beyond that of academic social 

engagement and stress mindset. 

Further, the high intercorrelations between motivation appraisal and metacognitive 

control and adaptation suggests that these constructs may overlap, capturing similar aspects of 

SRL without uniquely contributing to PWB. The redundancy could indicate that motivation 

appraisal, as measured in this study, does not capture an independent or distinct effect on 

psychological well-being, possibly due to how students interpret and respond to motivation- and 

metacognitive- items on the scales.  

Additionally, the lack of predictive value for motivation appraisal could be the result of 

measurement issues, such as the low internal consistency (Cronbach’s alpha = 0.66), as seen in 

the data.



 
 

 

 

Table 1 

Descriptive Statistics and Correlations for all Variables 

 

Variable M SD α Min Max Skewness Kurtosis 1 2 3 4 

1. Psychological 

Well-Being (PWB) 
22.08 4.34 0.86 7 30 -1.00 4.35     

2. Stress Mindset 26.01 3.75 0.72 15 37 0.08 3.94 .25 

 
   

3. SRL - Motivation 

Appraisal 
10.01 3.75 0.66 3 15 -.37 3.3 .11 .09   

4. SRL - 

Metacognitive 

Control & 

Adaptation 

21.11 3.85 0.78 9 30 -0.59 3.65 
.22 

 

.16 

 

.60 

 
 

5. SRL - Academic 

Social Engagement 
10.11 2.83 0.71 3 15 -0.41 2.78 

.39 

 

.15 

 

.22 

 

.29 

 

p < .05. ** indicates p < .01.  

Note. Correlations are presented as descriptive indicators of relationships among variables. Given the exploratory nature of this 

analysis, the focus is on the magnitude of relationships rather than the statistical significance.



 
 

 

 

Low internal consistency suggests that the scale might not accurately reflect students’ 

motivation appraisals, thus impacting its effectiveness in predicting outcomes like PWB. 

Together, these factors warrant a cautious interpretation of motivation appraisal’s role in 

influencing PWB.   

In summary, the findings from this study underscore the predictive value of the SRL 

practice, academic social engagement, on psychological well-being. The associations between 

this practice and psychological well-being are consistent with previous research by Davis (2020) 

and Kapil (2024), reinforcing the importance of academic social engagement in increasing 

psychological well-being among students. By highlighting the crucial role of academic social 

engagement in promoting psychological well-being, this study suggests that fostering strong 

social connections within the academic environment can be a key strategy and protective factor 

for enhancing students' psychological well-being. 

Does stress mindset contribute to psychological well-being above and beyond the variability 

accounted for by SRL practices?  

The findings indicate that stress mindset contributes to psychological well-being above 

and beyond the variability accounted for by SRL practices. Adding stress mindset to the 

regression model explained an additional 3.4% of variability in psychological well-being; a small 

yet meaningful contribution consistent with stress mindset theory (Dweck, 2000). Although 

stress mindset’s impact on psychological well-being is modest, it highlights that perceiving stress 

as enhancing can positively influence students’ mental health, complementing SRL practices.  

Prior research integrating SRL practices, stress mindset, and psychological well-being is 

limited, though emerging studies like Kapil (2024) have begun to explore the interplays between 

these three variables.



 
 

 

 

Table 2  
Hierarchical Multiple Regression Analysis Summary Predicting Psychological Well-Being (PWB) from SRL Practices and Stress 

Mindset   

  

Variable B SEB β t p R2 ∆ R2 

Model 1       .168  

Intercept 14.19 2.09  6.77 < .001   

SRL - Motivation 

Appraisal  
-0.13 0.19 -0.07 -0.67 .504   

SRL - Metacognitive 

Control & Adaptation  
0.17 .11 0.15 1.55 0.124   

SRL - Academic Social 

Engagement  
0.55** .13 0.36 4.40 < .001   

Model 2       .202 .034 

Intercept  9.40 2.86  3.29 < .01   

SRL - Motivation 

Appraisal  
-0.12 0.19 -0.06 -0.66 0.512   

SRL - Metacognitive 

Control & Adaptation  
0.15 .11 0.13 1.31 0.193   

SRL - Academic Social 

Engagement  
0.52** .12 0.34 4.20 < .001   

Stress Mindset   0.22** .09 0.19 3.29 < .05   

Note. * indicates p < .05. ** indicates p <.01.



 
 

 

 

The results found in this study point to a possible role for stress mindset in the 

relationship between SRL and mental health and warrants further investigation to validate these 

results and broaden our understanding.  

In conclusion, the study provides valuable insights into how SRL practices and stress 

mindset together influence psychological well-being among post-secondary students. Academic 

social engagement emerged as a significant predictor, aligning with previous research and 

suggesting that social connections within academic settings positively impacts PWB. The 

addition of stress mindset as a predictor, though moderate in effect, indicates that viewing stress-

as-enhancing can complement SRL practices in promoting well-being. These findings 

underscore the complex and interrelated nature of these constructs, underscoring the 

relationships between SRL practices, stress mindset, and PWB as a key area for further empirical 

investigation.  

Significance and Implications   

This study contributes to educational theory, research, and practice by examining the 

roles of self-regulated learning practices, stress mindset, and psychological well-being within a 

post-secondary context. Although each of these variables has been well-studied individually, 

their interconnected effects have received less focus. The findings align with Winne and 

Hadwin’s (1998) model of SRL by illustrating how SRL practices, or “operations”, can 

influences psychological well-being as an “outcome”, consistent with the COPES architecture. 

The integrated approach of this study contributes to a more holistic understanding of how 

academic and psychological factors work together to shape students’ mental health, underscoring 

the value in addressing both learning strategies and stress perspectives in educational settings.  

A connection between SRL practices, stress mindset and PWB, albeit modest, is 
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demonstrated in this study. This finding points to stress mindset as a possibly relevant factor in 

mental health outcomes for university students in academic environments and warrants further 

research to explore these interactions. Simultaneously, this study invites further research to 

explore these interactions utilizing advanced methodologies such as longitudinal and qualitative 

approaches. The use of more powerful analyses, such as statistical equation modeling (SEM), to 

validate complex interactions and casual relationships in diverse educational contexts is also an 

implication of this study.  

The importance of fostering social connections in higher education academic 

environments is reinforced by the study’s results which saw academic social engagement emerge 

as a strong predictor of psychological well-being. This should suggest to post-secondary 

institutions that student well-being should look beyond only academic interventions and instead 

expand to consider relational and community-building practices. By emphasizing these areas, 

educational institutions can create practical and targeted strategies that support students’ mental 

health holistically. Collaborative partnerships between academic departments and student 

services might strengthen these efforts and yield a cohesive approach to student mental health 

that reaches both inside and outside the classroom. Further, the modest yet meaningful 

contribution of stress mindset to PWB suggests that students’ perception of stress, specifically 

the perception that stress-is-enhancing, can simultaneously compliment SRL practices in 

supporting student’s psychological well-being. The implications from these results could include 

refining the design of existing intervention programs to cultivate engagement in academic social 

practices, as well as fostering a stress-is-enhancing mindset. Supporting students’ SRL practices 

and stress mindset development may contribute to students thriving both academically and 

psychologically.  
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In conclusion, this study suggests the interconnected roles of self-regulated learning 

practices and stress mindset in supporting psychological well-being in post-secondary students. 

By highlighting the significance of academic social engagement, the findings suggest that 

initiatives targeting students’ overall well-being should include both academic and relational 

elements. The small but noteworthy influence of stress mindset further emphasizes that students’ 

perceptions of stress play an important role in mental health outcomes, complimenting the 

influence of SRL practices. An opportunity exists to conduct future research that employs 

different methodology and strong analysis approaches to deepen our understanding of these 

relationships, particularly to examine their dynamic nature over time. Ultimately, the results 

should encourage post-secondary institutions to adopt a holistic and comprehensive approach to 

student mental health outcomes that occurs both within and beyond the classroom and encourage 

researchers to follow-up on these interesting results with more comprehensive investigation.   

Limitations and Future Research 

Limitations  

Sample and Self-Report Scales. This study’s 141 participants were post-secondary 

students who self-enrolled in a learning-to-learn course, potentially introducing selection bias, as 

these students may have been more motivated or invested in developing their learning strategies 

than the general student population. This selective sample limits the generalizability of the 

findings, as it may not represent the full diversity of post-secondary students. Additionally, the 

use of self-report measures for SRL practices, stress mindset, and psychological well-being 

introduces potential biases, such as social desirability and recall bias, which may impact the 

accuracy of responses. Self-assessments raise the concerns regarding consistency and honesty, as 

students might respond to measures in ways they perceive as favourable rather than accurate to 



42 

 

 

their experience. Lastly, while the sample size (N = 141) met the requirements for multiple 

regression analysis, it was relatively small for detecting subtle interactions. Ideally, future 

research explores the constructs and relationships identified in this thesis with a larger sample in 

new contexts. 

Timing of Assessments and Attrition. A notable limitation of this study involves the 

timing of measurements. The study’s design assessed SRL practices early in the semester, which 

might not capture the evolution of these practices over time. Student engagement and learning 

strategies can shift significantly throughout the academic term, meaning that early assessments 

may not reflect later changes influenced by academic demands or experiences or shifts in 

personal well-being. Additionally, the grounding conceptualization of mindset theory (Dweck, 

2000) is that mindsets are malleable and subject to change. The same limitations that exist when 

assessing SRL practices once in the term also apply to assessing stress mindset once in the term. 

Furthermore, participant attrition across the study could influence the results, as students who 

completed all measures might differ in meaningful ways from those who did not, potentially 

skewing the data towards those who are more engaged in the academic environment. 

Confounding Variables and Intervention Effects. The study did not control for all 

potential confounding variables that might influence SRL practices, stress mindset, and 

psychological well-being. Factors such as prior academic, external stressors, or personal support 

systems could have impacted these variables, contributing to unexplained variance in the results. 

Additionally, the effects of the learning-to-learn course itself may have altered students’ SRL 

practices and stress mindset, complicating the interpretation of whether observed changes were 

due to naturally occurring shifts or were intervention-driven. These uncontrolled influences limit 

the ability to isolate the effects of SRL practices and stress mindset on psychological well-being.  
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Measurement Limitations. The SRL and stress mindset scales used in this study 

presented specific measurement limitations, particularly the motivation appraisal subscale, which 

showed low internal consistency (Cronbach’s alpha = 0.66). This lower consistency raises 

questions about whether the motivation appraisal subscale accurately reflects the construct it 

intends to measure, impacting its predictive validity. Additionally, simultaneously to the present 

research Kapil (2024) found that the stress mindset measure (SMM) assumes alignment between 

individuals’ general beliefs about stress and their lived experience, which may not be true for 

each participant. While the SMM may provide valuable insight in stress mindset, there are valid 

critiques of the scale and its effectiveness that warrant further investigation.  

Design and analysis. Another limitation of the present study is the design and analysis. 

The correlational design with self-report measures meant data was collected at single points 

throughout the semester and, as a result, did not allow conclusions to be drawn regarding 

causality or the directionality of relationships between variables. The SRL-PSD tool (Hadwin et 

al., 2021) is also a recently developed measure, has been refined since the present research 

began. The 2021 SRL-PSD tool contains several scales (e.g. practices, challenges, etc.) with their 

own subscales, which presents another limitation in the fact that subscales of the practices scale 

were used independently from the scale as a whole. Further, two of the three SRL practices 

subscales utilized in this study contain a small number of items (e.g., motivation appraisal and 

academic social engagement). These considerations might affect the validity of the findings. 

Finally, a regression analysis is more susceptible to multicollinearity than other analyses, 

resulting in limits related to the accuracy of the data. Last, it is essential to note that the focus of 

this study as a master’s thesis limits its scope and size.   
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Future Research 

Research Design. Future research might benefit from conducting longitudinal designs 

that assess the variables at multiple points across a term or year, as it is critical to capture the 

dynamic fluctuations that occur over time in SRL practices, stress mindset, and psychological 

well-being. This approach could provide valuable insights into how these relationships change 

over time and offer insights into casual directions. Examining temporal patterns in SRL and 

stress mindset across an academic year could yield insights into how these variables are affected 

by contextual stressorssuch as stress levels, academic deadlines and social support. A research 

approach that offers the opportunity to collect data at multiple points in the term and go beyond 

single-point assessments would be helpful to capture the nuanced relationships between these 

variables. For example, a longitudinal approach could track how stress mindset adapts to 

significant academic stressors, such as midterms, and how these changes impact SRL practices 

and psychological well-being.  

Advanced Analytical Techniques. Future research should combine structural equation 

modelling (SEM), with longitudinal or real-time designs to examine pathways between variables, 

identifying mediating or moderating effects. This integration would strengthen the validation of 

theoretical models and clarify direct and indirect pathways. 

Refinement of Measurement Tools. Given the observed limitations with the motivation 

appraisal and stress mindset scales, future research should prioritize the use of validated and 

refined tools. As the SRL-PSD tool evolves, researchers can leverage its updates to better assess 

constructs and ensure more accurate measurements. These advancements will enhance the 

reliability and validity of future findings, contributing to a deeper understanding of these 

variables. The ongoing development of this tool in real-time reminds us that this continues to be 



45 

 

 

an emerging area of study and suggests exciting findings may be in the near future as tools and 

measures become more refined. 

Samples. Expanding research to include diverse and larger samples across various 

educational settings will improve the generalizability of findings. Such studies can explore 

whether the relationships observed in this study hold across different contexts, such as varying 

academic disciplines, institutional types, or cultural backgrounds. This would also help 

determine whether stress mindset and SRL practices function similarly or differently across 

subpopulations of students.  

Mixed Methods Approaches. Incorporating qualitative methods into future research 

could illuminate students’ lived experiences with SRL practices, stress mindset, and 

psychological well-being. By capturing the nuanced ways in which students navigate these 

factors, researchers can complement quantitative findings and develop more targeted 

interventions. For example, qualitative insights might reveal specific contextual triggers for 

student mindset fluctuations.   

In conclusion, the limitations of this study highlight areas for cautious interpretations of 

findings and underscore the need for continued exploration of SRL practices, stress mindset, and 

psychological well-being in post-secondary students. Future research should aim to address these 

limitations by incorporating diverse samples, employing longitudinal and mixed methods 

designs, and using advanced analytical techniques to better understand the dynamic interactions 

between these three variables. Additionally, the use of refined measurement tools will enhance 

the accuracy of study results, allowing for richer insights into the unique roles of SRL practices, 

stress mindset, and psychological well-being. Together, these efforts hold potential to inform the 

development of targeted interventions, supporting students in higher education contexts.  
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Conclusion 

This study provides a comprehensive examination of the interplay between self-regulated 

learning (SRL) practices, stress mindset, and mental health in post-secondary students. By 

demonstrating that both SRL practices and stress mindset are contributors to mental health, this 

research underscores the need for an integrative approach to student well-being in higher 

education settings. The findings reveal that SRL practices, particularly academic social 

engagement, serve as predictors of students' psychological well-being. Moreover, the study 

highlights the unique contribution of stress mindset, which contributed to psychological well-

being above and beyond the variability accounted for by SRL practices. 

This research supports previous work (Davis, 2020; Hadwin & Davis, 2019; Howell, 

2009; Kapil, 2024) and contributes to a growing field that seeks to bridge the previously distinct 

constructs of SRL practices, stress mindset and mental health within the post-secondary context. 

The findings of this study point to SRL practices and stress mindset as factors in understanding 

students’ mental health, and the opportunity arises to validate these findings with improved 

measures in new samples.   

From a practical standpoint, the findings suggest that interventions aimed at enhancing 

students’ mental health should create learning environments that emphasize collaboration, fun, 

and connectedness; components that are integral to psychological well-being. Additionally, 

promoting positive stress mindsets might further students’ overall mental health and help them 

navigate challenges in their lives more effectively.   

In summary, this study sought to address a gap in the literature by linking SRL practices 

and stress mindset with mental health. The findings, albeit modest, are interesting and offer a 

launch point for future research to explore these constructs with more refined measures. The 
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insights gained from this research can promote students’ well-being by incorporating SRL 

practices and stress mindset into support the development of educational practices and 

interventions at the post-secondary level. Continued efforts to understand the many factors and 

contributors to student mental health is critical and will help us pave the way for educational 

environments that empower students to thrive academically and personally.  
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Appendices  

Appendix A: Scales 

 

Table 1 Items in the SRL-Practices Subscale   

Self-regulated learning Practices (SRL-P) Please rate how true each statement is for 
you. Over the last two weeks, when I did academic work, I... (Never true, rarely true, 
sometimes true, usually true, always true)  

Motivation Appraisal  

Assessed if I think I can do it   

Assessed my feelings for the task   

Evaluated the effort I was putting in   

Metacognitive Control & Adaptation  

Changed my understanding of the task at 
hand   

Modified my plans for the task   

Switched to a different strategy or approach   

Changed my feelings about the task   

Altered the level of effort I put in   

Modified my beliefs about how well I would 
do my tasks   

Academic Social Engagement  

Got to know people in the class   

Had fun in university  

Helped classmates 

 

 

 

Table 2 Psychological Well-Being (PWB) Items from Mental Health Continuum – Short 

Form (MHC-SF)   

How often during the past month did you feel ...  

  9. That you liked most parts of your personality?   

  10. Good at managing the responsibilities of your daily life?   

  11. That you had warm and trusting relationships with others?   

  12. That you had experiences that challenged you to grow and become a better person?   

  13. confident to think or express your own ideas and opinions?   

  14. That your life has a sense of direction or meaning to it?  
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Table 3 Stress Mindset Measure (SMM)   

Preliminary Questions (optional)  

a. How much stress are you experiencing in your life right now?  

(1=None, 4=A Moderate Amount, 7=An Extreme Amount)  

b. What is the primary source of stress in your life?  

(Open response)  

c. How stressful do you perceive this to be?  

(1=Not Stressful at All, 4=Moderately Stressful, 7=Extremely Stressful)  

 

Stress Mindset Questions  

Please rate how true each statement is for you: 

 (Scoring: use this scale for all 8)   

1 = Never True  

2 = Rarely True   

3 = Sometimes True   

4 = Usually True    

5 = Always True  

1. The effects of stress are negative and should be avoided. *  

2. Experiencing stress facilitates my learning and growth.  

3. Experiencing stress depletes my health and vitality. *  

4. Experiencing stress enhances my performance and productivity.  

5. Experiencing stress inhibits my learning and growth. *  

6. Experiencing stress improves my health and vitality.  

7. Experiencing stress debilitates my performance and productivity. *  

8. The effects of stress are positive and should be utilized.  

*Denotes reverse scoring.  
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Appendix B: Participant Letter of Implied Consent 
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Appendix C: Histograms of all Variables 

 

 

  
 

 

 

 

  
 

 

 

 

 

 

 

 

Appendix D: Regression Model 1 – 

Assumptions  

 

SRL practices predicting mental health 

assumptions.  
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Appendix E: Regression Model 2 – Assumptions  

 

SRL practices and stress mindset predicting mental health assumptions. 
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Appendix F: Regression Model 1 – Regression Residuals 

 

SRL practices predicting mental health regression residuals.  
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Appendix G: Regression Model 2 – Regression Residuals  

 

SRL practices and stress mindset predicting mental health regression residuals.  
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Appendix H: Regression Model Histograms 

 

Histogram of SRL practices predicting mental health. 

   

 
 

Histogram of SRL practices and stress mindset predicting mental health.  

 

 

 


