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• The main objective of the present research was to explore students’ ex-
periences of emergency remote teaching during the Covid-19 pandemic. 
Specifically, we were interested in how strategies for coping with an emer-
gency situation, learning strategies and positivity relate to this experience. 
A total of 337 university students participated in the study. The data were 
collected with an online questionnaire. The results show that students 
used more adaptive coping strategies (positive reappraisal, acceptance and 
refocus on planning) and fewer maladaptive strategies (blaming others, 
catastrophising). Furthermore, students reported the frequent use of two 
self-regulated learning strategies, i.e., environment structuring and goal 
setting, and the less frequent use of task strategies. Self-regulation and 
positivity explained a total of 40% of the variance of the students’ expe-
rience during the pandemic. Important predictors for more constructive 
experience were the frequent use of goal setting and environment struc-
turing strategies, more pronounced positivity, and less frequent use of the 
catastrophising coping strategy. The research findings contribute to a bet-
ter understanding of students’ emergency remote teaching and learning 
experience during the pandemic and its correlates. Moreover, the findings 
could enable academic staff to focus on the essential elements when sup-
porting students to cope with the pandemic.
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Izkušnje študentov z izrednim poučevanjem na daljavo 
med pandemijo covida-19 v odnosu do samoregulacije 
in pozitivnosti

Mojca Juriševič, Lana Lavrih, Amela Lišić, Neža Podlogar in 
Urška Žerak

• Glavni cilj raziskave je bil preučiti izkušnje študentov z izrednim uče-
njem in s poučevanjem na daljavo med pandemijo covida-19. Zanimalo 
nas je, v kakšnem odnosu s to izkušnjo so njihove strategije za spoprije-
manje z izrednimi razmerami, učne strategije in pozitivnost. V raziskavi 
je sodelovalo 337 študentov. Podatki so bili zbrani s spletnim vprašalni-
kom. Rezultati kažejo, da so študentje uporabljali bolj prilagojene stra-
tegije spoprijemanja (pozitivno prevrednotenje, sprijaznjenje in preu-
smerjanje k načrtovanju) in manj neprilagojenih strategij (obtoževanje 
drugih, katastrofiranje). Poleg tega so študentje poročali o pogosti upo-
rabi dveh učnih strategij, tj. strukturiranju okolja in postavljanju ciljev, 
ter o manj pogosti uporabi strategije prilagoditve načina dela. Samore-
gulacija in pozitivnost sta skupaj pojasnili 40 % variance študentskih 
izkušenj med pandemijo. Pomembni napovedniki za bolj konstruktivne 
izkušnje so bili pogosta uporaba strategij za določanje ciljev in struktu-
riranja okolja, izrazitejša pozitivnost in manj pogosta uporaba katastro-
firanja kot strategije spoprijemanja. Ugotovitve raziskave prispevajo k 
boljšemu razumevanju učnih izkušenj študentov z izrednim učenjem in 
s poučevanjem na daljavo med pandemijo ter njihovih korelatov. Poleg 
tega visokošolskim učiteljem in sodelavcem omogočajo, da se pri pod-
pori študentom za spoprijemanje s pandemijo osredinijo na bistvene 
elemente.

 Ključne besede: strategije spoprijemanja, kognitivno uravnavanje 
čustev, učne strategije, pozitivnost, pandemija
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Introduction

In March 2020, the onset of the Covid-19 pandemic led to the transfer of 
the learning setting from traditional to distance. This had an immense impact 
on the organisation of education worldwide and presented a major challenge 
for both educators and students, as it required active participation in the study 
process (e.g., higher motivation and increased engagement through the use of 
self-regulated learning strategies) and reimagining the structure and mode of 
the study process (Aristovnik et al., 2020; Carter et al., 2020; Hodges et al., 
2020). Furthermore, most of the problems stemmed from a lack of planning, 
coordination and communication, which added to the stressfulness of the situ-
ation (Bozkurt et al., 2020; Browning et al., 2021). The most frequent challeng-
es in higher education institutions were transferring the study process online, 
grading and evaluating students’ work, offering support to foreign exchange 
students, and mental health care of university staff and students (Sahu, 2020). 
At the University of Ljubljana in Slovenia, emergency remote teaching (ERT) 
began on 18 March 2020, in the middle of the fifth week of a 15-week semester. At 
that time, all forms of face-to-face instruction and contacts were cancelled, and 
the use of various online forms of educational activities and communication 
was recommended. These restrictions were modified slightly after the 11th week 
of the semester to allow for practical training and final exams at the university 
or off-campus facilities in smaller groups and under special circumstances.

Some students were negatively affected by studying in these extreme cir-
cumstances, reporting feelings of anxiety, uncertainty and stress (Mudenda et 
al., 2020). Among the listed disadvantages of ERT that induced these feelings 
were a lowered degree of self-efficacy and deterioration of academic integrity 
(Li, Cao et al., 2020). In order to avoid these mishaps in the future, universities 
should consider a better way of evaluating students’ work and leading the study 
process; specifically, they should focus on reducing unnecessary workload and 
increasing interaction between students and educators (Odriozola-González et 
al., 2020). Furthermore, the way the institution handles the situation and relays 
information to the students plays an especially important role in reassuring stu-
dents and thus making the transition to ERT easier (Elmer et al., 2020; Li, Wang 
et al., 2020; Mechili et al., 2020; Mukhtar et al., 2020; Son et al., 2020; Wang 
et al., 2020). Students’ attitudes towards the situation matter as well. Positive 
thinking and resilience can reduce the negative effects that the situation might 
have on their mental wellbeing (Yang et al., 2020).

On the other hand, students mentioned some advantages of ERT; name-
ly, the flexibility of the study process and the possibility to adapt it to their 
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needs (Mukhtar et al., 2020). Moreover, Hamza et al. (2020) reported that the 
situation regarding university students’ mental health was not as dire as some 
other studies reported, although a certain discomfort arose due to social isola-
tion. This reinforces the need to pay special attention to students who may be 
at higher risk of mental health deterioration. In another study, Shawaqfeh et 
al. (2020) reported that the majority of students had a positive experience with 
ERT during the pandemic outbreak. 

Based on the contemporary research findings, it can be assumed that 
possible factors influencing the experience of an extreme situation such as ERT 
during the pandemic are self-regulated learning, positivity and cognitive emo-
tion regulation.

Cognitive Emotion Regulation

Emotions play an important role in the school setting and influence stu-
dents’ learning (Efklides, 2011; Frenzel et al., 2009; Kesici & Erdogan, 2009; 
Pekrun et al., 2011; Turner & Husman, 2008). Emotion regulation is associated 
with students’ academic success and productivity (Bortoletto & Boruchovitch, 
2013; DeCuir-Gunby et al., 2009; Pekrun et al., 2011). It is especially impor-
tant in the academic context when individuals experience stressful events, as 
stress affects individuals’ performance, physical and mental health (Pascoe et 
al., 2020). Individuals who better self-regulate their emotions are more resil-
ient despite experiencing stressful life events (Troy & Mauss, 2011; Tugade & 
Fredrickson, 2004). 

The various cognitive emotion regulation strategies one can use in stressful 
situations are particularly important elements of emotion regulation. Positive-fo-
cused cognitive emotion regulation includes more adaptive cognitive strategies, 
such as positive refocusing, positive reappraisal, putting into perspective, refo-
cus on planning, and acceptance. Negative-focused cognitive emotion regulation 
consists of less adaptive strategies, such as self-blame, rumination, catastrophis-
ing and blaming others (Extremera et al., 2020; Garnefski et al., 2001; Garnefski 
& Kraaij, 2006). Research findings have shown that the former are associated 
with greater psychological and subjective wellbeing, more positive emotions and 
better mental health (Extremera et al., 2020; Garnefski & Kraaij, 2006; Gross & 
John, 2003; Gustems-Carnicer & Calderón, 2013; Lee et al., 2016), whereas the 
latter are associated with problems in mental health and emotional functioning 
(Aldao et al., 2010; Amaral et al., 2015; Garnefski & Kraaij, 2006; Sullivan et al., 
1995). In contrast, Jenaabadi et al. (2015) did not confirm the correlation between 
the use of specific emotional regulation strategies and mental health.
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Self-Regulated Learning in Emergency Circumstances 

Self-regulation strategies play a crucial role in academic success, cog-
nition, social and adaptive functioning, and postponing instant gratification. 
They are among the most important human skills, as they enable adaptability 
in different situations (Eisenberg et al., 2004; Zimmerman, 2005). Zimmerman 
(2013) defines self-regulated learning (SRL) as a self-directed process in which 
students set their own learning goals, while monitoring, controlling and reg-
ulating their behaviour, motivation and cognition. It is a cyclical process in 
that the self-feedback from prior performance helps students adjust their fu-
ture actions. According to the triadic loop of self-regulation, it is divided into 
behavioural, environmental and covert self-regulation (Zimmerman, 2005). A 
diverse set of SRL strategies allows students to cope with various situations and 
social contexts more effectively (Schunk & Greene, 2018). 

Usher and Schunk (2018) claimed that environment, with its different 
micro- and macro-level environmental factors and stressors, can have an im-
pact on students’ self-regulatory processes. From this perspective, the Covid-19 
pandemic presents a specific environmental factor that has an important im-
pact on students’ SRL and cognitive emotion regulation. Effective coping with 
a stressful situation includes the use of coping strategies that promote resilience 
(Beer & Moneta, 2012; Luthar et al., 2000). Turner and Husman (2008) revealed 
that SRL can facilitate college students’ self-regulation of emotions in stressful 
situations. SRL is especially important in extreme circumstances, as students 
are faced with new challenges and workload that influence their learning pro-
cess and academic success (Bradley et al., 2017; Eom & Ashill, 2016).

In the distance education setting, students employ an array of different 
SRL strategies, such as environment structuring, goal setting, time manage-
ment, help seeking, specific task strategies and self-evaluation (Barnard et al., 
2009, Cleary et al., 2015; Karabenick & Newman, 2011; Seli & Dembo, 2020). 
Gonzales et al. (2020) investigated the performance of students in higher edu-
cation before and after confinement due to the Covid-19 pandemic. Their find-
ings suggest that the confinement had a significant positive effect in students’ 
performance, as they began studying on a more continuous basis (as opposed 
to before the outbreak) and thus improved their self-efficacy. 

Positivity

Positivity is the tendency to view life and life experiences in a positive 
perspective (Caprara et al., 2012). Positive orientation is the basis of self-concept, 
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life satisfaction and optimism (Alessandri et al., 2012). Positivity in university 
students positively correlates with better general health (Jenaabadi et al., 2015), 
personality trait energy and emotional stability, and negatively correlates with 
depression (Caprara et al., 2012). The more positive students are, the more they 
are satisfied with the quality of college life (Tho et al., 2020). Students are also 
more academically and socially successful, as positivity enables them to per-
ceive themselves as being able to cope with challenges in the academic context 
(Barbaranelli et al., 2019). Students who report greater optimism at the begin-
ning of the first semester at university report smaller increases in stress and 
depression at the end of the first semester, which shows that optimism also 
supports better adjustment to stressful live events (Brissette et al., 2002).

Aim of the Present Research 

The main aim of the present research was to determine the predictive 
value of students’ self-regulation and positivity for a better experience in the 
extreme situation of the Covid-19 pandemic. We posed three questions: How 
did students self-regulate during the Covid-19 pandemic in the spring semester 
of 2019/20? How were the students’ experiences of ERT during the Covid-19 
pandemic associated with cognitive emotion regulation, SRL strategies and a 
positive attitude towards life? What were the important predictors of students’ 
constructive pandemic experience? 

Method

Participants

The sample included 337 participants (92.6% female), all pre-service 
teachers at the Faculty of Education of the University of Ljubljana in the 2019/20 
academic year (17.8% of the student population). Most of the students attended 
first-cycle study programmes (88.7%) and were fairly evenly distributed by year of 
study (i.e., 26.7% first-year students, 22.6% second-year students, 19.3% third-year 
students and 17.8% fourth-year students), but second-cycle students (9.4%) and 
part-time students (4.2%) were also among the participants. Most of the students 
were enrolled in Primary Education (26.1%), Special and Rehabilitation Pedago-
gy (19.0%), Two-Subject Teacher (18.4%) and Social Pedagogy (15.4%). Students 
from other majors were underrepresented. The age of the participants ranged 
from 19 to 29 years (M = 21.61; SD = 1.82). The students’ mean overall academic 
performance was relatively high, ranging from 6 to 10 (M = 8.48; SD = .72).
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Instruments

In the present study, three instruments were used that had previously 
been translated into Slovenian using forward translation (see Brislin et al., 1973; 
Weeks et al., 2007). 

The Cognitive Emotion Regulation Questionnaire – CERQ – short (Gar-
nefski & Kraaij, 2006) is a short form of the longer version of the questionnaire 
(Garnefski et al., 2001). It measures the individual’s style of cognitive response 
to stressful events or the use of cognitive emotion regulation strategies in a 
particular stressful event or situation. It consists of nine scales with 18 items: 
Self-Blame, Blaming Others, Rumination, Catastrophising, Positive Refocus-
ing, Refocus on Planning, Positive Reappraisal, Putting into Perspective, and 
Acceptance. The items are in a 5-point Likert response format (1– almost never, 
5 – almost always). We first confirmed an adequate fit of the model to the pre-
dicted factor structure (χ2 (99) = 185.60; RMSEA = .05; CFI = .96; TLI = .93) and 
verified the acceptable reliability of the scales (.61 < α < .85).

The Online Self-regulated Learning Questionnaire – OSLQ (Barnard et 
al., 2009) measures the use of self-regulation strategies in an online learning 
environment. It consists of six scales with 24 items: Goal Setting, Environment 
Structuring, Task Strategies, Time Management, Help Seeking, and Self-Evalu-
ation. The items are in a 5-point Likert response format (1 – strongly disagree, 
5 – strongly agree). We first confirmed an adequate fit of the model to the pre-
dicted factor structure (χ2(174) = 434.54; RMSEA = .07; CFI = .89; TLI = .86) 
and verified the acceptable reliability of the scales (.65 < α < .79).

The Positivity Scale (Caprara et al., 2012) measures positivity, defined as 
an orientation to view oneself, one’s own life and the future in a positive per-
spective. It consists of 8 items, which are in a 5-point Likert response format (1 
– strongly disagree, 5 – strongly agree). We first confirmed an adequate fit of the 
model to the predicted factor structure (χ2(9) = 64.94; RMSEA = .14; CFI = .93; 
TLI = .88) and verified the acceptable reliability of the scale (α = .85).

The Pandemic Experience Questionnaire measures the experience of 
studying during the Covid-19 pandemic. It consists of eight items, four of which 
were adapted from Ristić Dedić (2020). They refer to trusting in one’s capabil-
ities, emotional experience, level of energy and the ability to focus on studying 
during the Covid-19 pandemic. The other four items – about being adequately 
informed, trusting in completing study duties, negative thinking, and having 
the support of academic staff – were added for the purpose of this study. The re-
sponse format is a 5-point Likert scale (1 – strongly disagree, 5 – strongly agree). 
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We first confirmed the one-factor structure of the questionnaire using explora-
tory data analysis (KMO = 0.86, Bartlett p < .001, one factor explains 44.6% of 
the variance) and verified the acceptable reliability of the scale (α = .84).

Procedures

The data were collected over a three-week period from April to May 
in the spring semester of 2019/20 with an online questionnaire made in the 
Slovenian open source application 1KA. Participation was anonymous and 
voluntarily. 

The data were analysed with IBM SPSS Statistics (version 22) and R (ver-
sion 4.0.3). The main part of analysis was multiple regression (method Enter). 
Preliminary analyses showed that the assumptions for multiple regression were 
met: linear relationship, multivariate normality, homoscedasticity, and no mul-
ticollinearity (1.11 < VIF < 2.21). 

Results

Students’ Self-Regulation during the Covid-19 Pandemic

Table 1 presents descriptive statistics for all of the included variables. The 
most used cognitive emotion self-regulation strategies were positive reapprais-
al (e.g., thinking about giving a positive meaning to the situation in terms of 
personal growth), acceptance (e.g., coming to terms with what had happened), 
and refocus on planning (e.g., thinking about what measures to take to deal 
with the situation), which are considered as adaptive strategies. The least used 
were less adaptive strategies, such as blaming others and catastrophising (e.g., 
a strong emphasis on fear about the situation). The third least used strategy 
was positive refocusing (e.g., thinking about other, pleasant matters instead of 
the actual situation). The most used academic self-regulation strategies during 
ERT were environment structuring (e.g., choosing a comfortable space with-
out distractions) and goal setting (e.g., setting short- and long-term goals and 
standards). On the other hand, task strategies were the least used during ERT 
(e.g., preparation of more detailed notes and questions, performing additional 
tasks). On average, the students reported a positive outlook on life and the fu-
ture, as well as a relatively constructive experience of the current situation of 
ERT during the pandemic.
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Table 1
Scale Properties of the Cognitive Emotion (CERQ) and Academic (OSLQ) 
Self-Regulation Strategies, Positivity and Pandemic Experience 

Scale Item example N M SD Skew Kurt

C
ER

Q

Self-Blame I feel that I am the one to blame 
for it. 314 3.18 .95 –.06 –.69

Acceptance I think that I have to accept the 
situation. 314 3.69 .78 –.36 –.32

Rumination I dwell upon the feelings the 
situation has evoked in me. 314 3.48 .96 –.24 –.74

Positive 
Refocusing

I think about pleasant 
experiences. 314 2.68 .94 .47 –.36

Refocus on 
Planning

I think about a plan of what I 
can do best. 314 3.58 .83 –.33 –.29

Positive 
Reappraisal

I think I can learn something 
from the situation. 314 3.71 .91 –.49 –.41

Putting into 
Perspective

I think that it all could have been 
much worse. 314 3.16 .92 .03 –.52

Catastrophising I continually think how horrible 
the situation has been. 314 2.47 1.04 .72 –.23

Blaming Others I feel that others are responsible 
for what has happened. 314 2.00 .64 1.07 3.09

O
SL

Q

Goal Setting I set standards for my 
assignments in online courses. 303 3.65 .74 –.43 .18

Environment 
Structuring

I choose the location where 
I study to avoid too much 
distraction.

303 4.06 .70 –.88 1.50

Task Strategies

I do extra problems in my 
online courses in addition to 
the assigned ones to master the 
course content.

303 2.88 .88 –.10 –.48

Time 
Management

I allocate extra study time for 
my online courses because I 
know it is time-demanding.

303 3.10 .95 –.19 –.45

Help Seeking
I am persistent in getting help 
from the instructor through 
e-mail.

303 3.38 .80 –.40 –.10

Self-Evaluation
I ask myself a lot of questions 
about the course material when 
studying for an online course.

303 3.41 1.05 –.37 –.47

Positivity I have great faith in the future. 322 3.88 .67 –.66 .58

Pandemic Experience I feel competent to cope with 
the difficult situation I’m in. 303 3.68 .72 –.40 –.11

Note. SE(Skew) = .14, SE(Kurt) = [.27 – .28]. 
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The Relationship between Students’ Pandemic Experience and 
Cognitive Emotion Regulation, SRL Strategies and Positivity 

The correlations between the included variables are presented in Table 
2. Correlations between the CERQ subscales ranged between –.01 and .53. Low 
positive correlation was present between the use of self-blame strategies with 
rumination, catastrophising and refocus on planning; between the use of put-
ting into perspective strategies with refocus on planning, positive reappraisal 
and positive refocusing; and between the use of positive reappraisal strategies 
with refocus on planning and acceptance. The highest positive correlation was 
between two less adaptive cognitive emotion strategies: catastrophising and 
rumination. 

All OSLQ subscales correlated positively and statistically significantly, 
with a mean correlation coefficient of .38. The highest associations were found 
between time management, task strategies and goal setting, and between help 
seeking and self-evaluation. 

Positivity statistically significantly correlated with the use of goal setting 
strategies during ERT and cognitive emotion regulation strategies such as cata-
strophising, positive reappraisal and refocus on planning. More frequent use of 
these strategies was associated with a more positive outlook towards life and the 
future, except for the use of the catastrophising strategy, which was negatively 
correlated with positivity. 

A statistically significant moderate positive correlation was found be-
tween positivity and the experience of ERT during the Covid-19 pandemic. 
More use of goal setting strategies and less use of catastrophising strategies 
were associated with a more constructive Covid-19 experience. Other statis-
tically significant but low positive correlations were with SRL strategies (i.e., 
environment structuring, help seeking, time management, task strategies) and 
cognitive emotion strategies (i.e., positive reappraisal, refocus on planning); a 
statistically significant low negative correlation was with the rumination coping 
strategy.
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Table 2
Correlations between the Cognitive Emotion (CERQ) and Academic (OSLQ) 
Self-Regulation Strategies, Positivity, and Covid-19 Experience 

Note. a The Spearman correlation coefficient was used, as the distribution of the variables was not 
normal. 
*p < .05; **p < .01; ***p < .001.

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16

CERQ 
Self-Blamea

CERQ 
Acceptance

CERQ Rumina-
tiona .33*** .14*

CERQ Positive 
Refocusinga –.04 .19** –.09

CERQ Refocus 
on Planning .30*** .21*** .09 .14**

CERQ Positive 
Reappraisal .08 .33*** .01 .21*** .42***

CERQ Putting 
into Perspective .21*** .28*** .04 .34*** .36*** .36***

CERQ 
Catastrophising .31*** –.02 .53*** –.02 –.07 –.28*** –.02

CERQ Blaming 
othersa –.16** –.02 .12* .11* –.09 –.11 .04 .27***

OSLQ Goal 
Setting .03 .04 .03 .04 .30*** .29*** .10 –.09 –.10

OSLQ 
Environment 
Structuringa

.01 .10 .06 .05 .14* .18** .13* .06 –.04 .44***

OSLQ Task 
Strategies .00 –.01 .12* .20*** .19** .26*** .13* .07 .06 .54*** .34***

OSLQ Time 
Management –.05 .00 .01 .15* .18** .20** .06 .06 –.02 .57*** .40*** .67***

OSLQ 
Help Seeking –.06 .06 –.02 .17** .08 .18** .07 –.05 –.05 .33*** .25*** .36*** .35***

OSLQ 
Self-Evaluation .02 .08 .10 .19** .07 .04 .05 .12* .02 .15** .17** .26*** .21*** .58***

Positivity –.06 .14* –.15** .16** .30*** .32*** .10 –.37*** –.08 .38*** .23*** .20*** .17** .25*** .15**

COVID-19 
Experience –.09 .07 –.17** –.02 .15** .18** .04 –.40** –.06 .45*** .28*** .14* .15** .19*** .04 .51***
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Predictors of Students’ Constructive Pandemic Experience

With multiple linear regression, the features of self-regulation and pos-
itivity that contribute to a more constructive experience of ERT in the excep-
tional situation of the Covid-19 pandemic were analysed. The results are shown 
in Table 3. Regression-diagnostic procedures confirmed that the model was 
appropriate (F(10, 302) = 20.89; p < .001). Ten predictors explained 40% of the 
variance in pandemic experience (R = .65; R2

adjusted = .40). Goal setting, pos-
itivity, catastrophising and environment structuring statistically significantly 
influenced the overall experience of ERT during the Covid-19 pandemic. The 
probability of a more constructive experience is increased by the frequent use 
of goal setting and environment structuring strategies and is more pronounced 
positivity, while decreasing with the use of the catastrophising coping strategy.

Table 3
Regression Coefficients of Cognitive Emotion (CERQ) and Academic (OSLQ) 
Self-Regulation Strategies and Positivity, on Pandemic Experience 

B SE(B) β t p

CERQ Rumination .01 .04 .01 .22 .823

CERQ Refocus on Planning –.04 .04 –.04 –.90 .370

CERQ Positive Reappraisal –.04 .04 –.05 –1.13 .258

CERQ Catastrophising –.18 .04 –.25 –4.49 < .001

OSLQ Goal Setting .36 .06 .37 5.75 < .001

OSLQ Environment Structuring .11 .06 .10 1.98 .048

OSLQ Task Strategies –.06 .05 –.07 –1.11 .266

OSLQ Time Management –.06 .05 –.08 –1.18 .237

OSLQ Help Seeking .02 .05 .02 .48 .633

Positivity .31 .06 .29 5.26 < .001

Note. N = 303. 

Discussion

The first aim of the present research was to gain a better understanding 
of the characteristics of students’ cognitive emotion regulation and SRL during 
ERT in the Covid-19 pandemic. Control over emotions is influenced not only by 
self-regulatory behaviours, but also by the context in which the emotional ex-
perience occurs (de la Fuente, 2020). However, individuals who use emotional 



c e p s  Journal | Vol.11 | Special Issue | Year 2021 253

regulation strategies respond more resiliently to stressful life events (Troy & 
Mauss, 2011; Tugade & Fredrickson, 2004). In general, the students in the pres-
ent study use more adaptive coping strategies (e.g., positive reappraisal) and less 
maladaptive ones (e.g., blaming others), which suggests more positive-focused 
cognitive emotion regulation (Garnefski et al., 2001; Garnefski & Kraaij, 2006). 
This could help students to better cope with ERT during the pandemic, as better 
regulated students might be more resilient despite experiencing stressful events 
(Troy & Mauss, 2011; Tugade & Friedrickson, 2004). The students’ coping strat-
egy of putting the negative situation into perspective, which is mainly aimed 
at reducing the seriousness of the situation or emphasising its relativity, was 
associated with the use of other more adaptive cognitive emotion strategies. 
This implies that students should acknowledge negative aspects of ERT during 
a pandemic, but that they need support to further implement more adaptive 
cognitive emotion regulation strategies to change their perspective on these as-
pects (e.g., acceptance, refocus on planning, positive reappraisal). Consequent-
ly, they might experience more positive emotions, which could have a positive 
impact on learning in the distance education setting (D’Errico et al., 2018). 

Regarding SRL strategies, the results show that students most often 
turned to environmental structuring and goal setting, which emphasises the 
importance of structured study and the living environment, and of setting 
achievable short- and long-term goals in remote education during stressful 
situations. Task strategies were used the least, suggesting that students spent 
more time and energy planning their study process and structuring the appro-
priate study environment than they did on actual assignments and study tasks. 
The change from face-to-face study to remote study was sudden, unexpected 
and never experienced before, which may explain why students felt the need 
to address these problems first in order to successfully tackle the actual study 
material (see also Biwer et al., 2021).

In the present study, students’ general positive orientation towards life 
and the future correlated positively with use of positive reappraisal and refocus-
sing on planning, and correlated negatively with catastrophising, which implies 
that overall positivity correlated with the frequent use of more adaptive strategies 
and the less frequent use of less adaptive strategies. Similarly, Carver et al. (1989) 
found that the use of emotion regulation strategies in general stressful situations 
correlated positively with optimism and perceived control over the stressor. 

In addition, we assessed the predictive value of these characteristics for 
a more constructive experience of the emergency situation of distance learning 
during the pandemic. As many researchers note, the pandemic led to changed 
living and study conditions (Carter et al., 2020; Sahu, 2020), which could 
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influence the experience of negative emotions (Bozkurt et al., 2020; Mudenda 
et al., 2020). The use of adaptive coping strategies (Troy & Mauss, 2011; Tugade 
& Fredrickson, 2004) and different SRL strategies (Bradley et al., 2017; Eom 
& Ashill, 2016), in addition to a more positive outlook on life (Brisette et al., 
2002; Yang et al., 2020), could contribute to adaptability and a more construc-
tive experience of the completely new situation (Tenney et al., 2016). This was 
also confirmed in the present study. The important predictors of a constructive 
experience of the pandemic and ERT were more frequent use of goal setting 
and environment structuring SRL strategies, a more positive outlook on life, 
and less frequent use of the catastrophising coping strategy. Goal setting strat-
egies might have helped students to cope with the situation in a more effective 
manner, since most of the problems other students faced in a similar situation 
stemmed from lack of planning, coordination and communication (Bozkurt 
et al., 2020). Since the online learning environment provides students with 
more autonomy, a particularly important SRL strategy is environment struc-
turing (Barnard et al., 2009). Students who lack the skills to organise the time 
and place for studying may have difficulty avoiding various distractions (e.g., 
social media, texting, television), which can negatively affect students’ expe-
rience with ERT and their academic performance. Catastrophising positively 
correlated with rumination, self-blame and blaming others, and negatively cor-
related with positive reappraisal. This could mean that students who focused 
on horrific and other negative aspects of ERT during the pandemic were also 
more focused on thinking about their emotional and cognitive experience of 
the situation and on putting blame on themselves and others, and less focused 
on positive aspects of the event. This is in line with other research that included 
students or the general population: findings show that the use of maladaptive 
strategies was associated with lower adaptation ability, a more stressful percep-
tion of the situation, and higher levels of emotional problems, depression and 
anxiety (Garnefski & Kraaij, 2006; Sullivan et al., 1995). The third important 
predictor of a more constructive experience of ERT during the pandemic was 
positivity, which was also associated with use of positive reappraisal and refo-
cus on planning, and negatively associated with catastrophising, which means 
that a general positive outlook correlated with frequent use of more adaptive 
strategies and less frequent use of less adaptive ones. This is in line with other 
studies that suggest positivity strengthens students’ academic self-efficacy (Bar-
baranelli et al., 2019) and supports adjustment to stressful events (Brissette et 
al., 2002).
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Conclusion

The results of the present study provide further insight into students’ 
experiences of ERT during the Covid-19 pandemic. Specifically, they imply that 
students who successfully met the challenges of ERT were more likely to use 
goal-setting and environment structuring strategies, were generally more pos-
itive about life, and were less likely to use the catastrophising coping strategy. 

These results must nevertheless be interpreted with caution, particularly 
due to the online data collection and the associated sample selection. Despite 
the advantages of an online survey during lockdown, the validity of the results 
and their generalisability might remain questionable (Wright, 2005); specifi-
cally, the recruited students, who were predominately female, represented ap-
proximately 17% of the population and were high-achieving students on aver-
age. One might therefore assume that they are more conscientious and regulate 
their learning better; on the other hand, we lack information about the 83% of 
students who are probably not so. Moreover, when discussing the results of this 
study it is important to keep in mind that we do not have a direct comparison 
with the measured variables before the pandemic. 

Implications for further research may therefore arise from the presented 
facts, addressing both methodological and contextual variables, such as focus-
ing on individual differences between students, as well as replication of the sur-
vey and longitudinal monitoring of students’ lived experiences during the next 
waves of the Covid-19 pandemic and beyond. 

Finally, we must not overlook the important role of academic staff, who 
need to be aware of the various factors that influence ERT (Bozkurt et al., 2020) 
and adapt their teaching methods to successfully support and guide students in 
the learning process. A supportive ERT environment includes regular electron-
ic communication with students about subject content and goals, monitoring 
students’ use of learning strategies, providing consistent support and formative 
feedback on students’ progress, and modelling and encouraging students to use 
appropriate learning and coping strategies (Wandler & Imbriale, 2017). In ad-
dition, it is important to help students learn and apply metacognitive learning 
strategies, such as planning or adapting learning goals, which are particularly 
valuable in emergency situations with weak external structure and guidance 
(Dabbagh & Kitsantas, 2004). Overall, this provides a reasonable starting point 
for examining the quality of higher education organisation in emergencies 
through the systematic promotion of student self-regulation in learning (Rash-
eed et al., 2020; Tuckman & Kennedy, 2011).
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