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Abstract

With an emphasis on the demands of scientific education, this study examined ways of coping with academic
workloads in science among middle school learners in Ghana. The study was supported by quantitative data
findings, which demonstrated that grade 6 learners employ a variety of coping mechanisms to deal with academic
workloads in science. The quantitative data was gathered using a method design that involved administering
structured yes/no questionnaires to 37 students, 19 of whom were boys and 18 of whom were girls. The study
revealed that almost all learners engaged in relaxation exercises since they were the most popular and successful.
Although fewer make regular schedules, time management was also evident, with many people doing chores ahead
of schedule. Many learners reported giving up sleep to meet deadlines, which was an indication of maladaptive
coping, and girls were more likely to seek support, but its effects were limited. In general, learners actively manage
their stress, but the efficacy of their coping mechanisms differs, underscoring the need for better time-management
and support techniques. To promote both academic and emotional well-being, this emphasizes the necessity of
improved task planning. According to the study's findings, an unmanaged academic workload causes a great deal
of emotional stress and necessitates immediate school-based interventions, such as more precise task
instructions, well-balanced curriculum design, emotional support networks, and organized coping skill
development, to safeguard learners’ psychological health and academic engagement.

Keywords: Coping, Science, Academic Workloads, Strategies, Middle School Learners, Self-Regulatory Theory.

Introduction

In upper primary classes like grade 6, science-related homework, tests, and projects can induce academic stress
(Cooper et al., 2006). The formal education system is designed to equip learners with the necessary skills to
confront the challenges of life, including physical, psychological, and professional development. However, this
procedure places a significant burden on their emotional and physical health. A variety of positive and negative
outcomes may arise as a consequence of academic stress. The term "eustress" is used by psychologists to describe
the beneficial stress that learners experience, which promotes enthusiasm and maintains their academic
motivation. This type of tension is beneficial for learners in order to achieve high scores. Stress can enhance
performance to a certain extent; however, it may have a detrimentalimpact on individuals' performance capabilities
if it exceeds this threshold (Rowland & van Lankveld, 2019).

Acute stress may be advantageous for learners, notably in the lead-up to examinations, as it improves memory
retention (Yaribeygi et al., 2017). Moderate stress can improve the immune system and increase the body's ability
to manage injuries and diseases, such as infections and wounds (Dhabhar, 2018). Eustress is a motivator that
compels learners to perform and is essential for fulfilment (Kenwright, 2018).

Nevertheless, when stress levels increase from a moderate state, they transition to a state of concern. It occurs
when learners are unable to manage the increased academic demands and lack the necessary resources and skills.
Regardless of gender, role, race, or academic grade, severe academic stress is associated with poor mental health
(Barbayannis et al., 2022). The symptoms of depression and anxiety are exacerbated by academic stress, which
results in a decline in academic performance. The academic achievements and overall quality of life of learners are
significantly influenced by depressive symptoms that result from academic and domestic stress (Deng et al., 2022).
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The physical health of learners is also considerably impacted by the stress they experience, which primarily results
in fatigue and frailty (Musabiq & Karimah, 2020). Furthermore, academic stress has a detrimental effect on
academic achievements and self-confidence, which in turn results in a decrease in graduation rates and a rise in
college attrition rates. This, in turn, leads to increased alcohol consumption, absenteeism, delays in meeting
deadlines, and a diminished sense of academic motivation (Gobena, 2024). Academic stress and mental and
physical health are reported to have extreme correlations (Travis et al., 2020).

Learners’ ability to handle increasingly difficult assignments is essential to preserving their mental stability and
academic success. Through observation of the classroom, the researchers observed that learners’ coping
mechanisms varied. When given traditional assessments like quizzes and written reports, some learners showed
signals of withdrawal, irritation, or avoidance, while others showed resilience and asked for assistance from
teachers or peers during inquiry-based science projects (Suldo et al., 2013). Rapid cognitive and emotional
development characterizes grade 6, a crucial developmental stage. At this point, learners should be familiar with
intricate scientific ideas and procedures, such as formal reporting, experimental analysis, and data interpretation
(Eccles & Roeser, 2011; NRC, 2012).

High-level coping methods, such as problem-focused tactics (like planning and seeking assistance) and emotion-
focused tactics (like self-soothing and rephrasing difficulties), are frequently necessary to meet these academic
expectations (Compas et al., 2001). Individual characteristics like self-efficacy, interest in science, and prior
academic experiences have been found to impact learners’ coping mechanisms (Bandura et al., 2001; Wigfield et
al., 1998). While some learners use time management or teamwork to deal with high workloads, others use
avoidance, denial, or disengagement techniques that may provide temporary respite but may have negative long-
term effects on academic performance (Zimmer-Gembeck & Skinner, 2008).

Crucially, how students handle the situation also shows how they view the assignment. People are more likely to
use adaptive coping mechanisms like perseverance and asking for assistance if they believe that science
assignments are worthwhile or doable. On the other hand, maladaptive coping strategies like procrastination or
physical complaints often surface when assignments are perceived as excessively challenging or irrelevant
(Putwain, 2007; Suldo et al., 2008). The importance of cognitive appraisal in determining these coping mechanisms
is highlighted by the Transactional Model of Stress and Coping (Lazarus & Folkman, 1984). While secondary
appraisal affects the coping strategies learners believe they have at their disposal, primary appraisal establishes
whether learners perceive a science activity as a threat or a challenge. For instance, a learner who feels that a
scientific group assignmentis too challenging may mentally disengage or place the blame on others, but a confident
student may actively look for answers or ask the teacher for assistance. Designing interventions that not only lower
stress but also improve learner engagement and emotional well-being requires an understanding of various coping
strategies. The balance between task demands and the coping resources available to learners determines stress
outcomes, as Bakker and Demerouti (2007) contend in the Job Demands-Resources model. Because science and
other topics like it frequently cause anxiety and academic self-doubt, educational settings must help learners build
healthy, age-appropriate coping mechanisms (Putwain et al., 2010).

In sum, this study focuses on uncovering the varied coping strategies of grade 6 learners in managing science
workloads, ranging from active engagement and planning to emotional regulation and avoidance, offering insights
into how to better support learners academically and emotionally in challenging classroom environments.

Problem Statement

The researchers noticed that many sixth-grade science learners in Ghana frequently seemed overburdened by the
rigors of their coursework, particularly during the time before exams, project due dates, and practical assignments.
Reduced involvementin class, ongoing exhaustion, and physical problems like headaches and stomachaches were
all indicators of stress. While some learners became emotionally reactive or disengaged in response to academic
pressure, others participated in avoidance strategies, including procrastination or withdrawal from science-related
tasks. More emotional outbursts and frustration were reported by parents and teachers, especially when learners
found it difficult to juggle difficult science assignments with short turnaround times. These emotional and
behavioral reactions bring up significant issues about how learners handle their academic workloads and the
coping mechanisms they use. To develop supportive teaching strategies that enhance resilience and foster
emotional well-being during this crucial changeover period, it is imperative to investigate these coping
mechanisms.

Therefore, the study’s purpose was to determine the coping strategies employed by sixth-grade learners in
managing academic workloads in science. The study sought to address the question: What coping strategies do
grade 6 learners use in response to academic workloads in science?
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Theoretical Framework

The Self-Regulation Theory of Carver and Scheier (1994), which describes how people track and modify their
actions to achieve personal objectives, was used in this study. This notion is based on the idea that deliberate self-
direction is necessary to overcome obstacles like academic workload. Students may use strategies like time
management, asking for assistance, or emotional controlto decompress and regain equilibrium when they feel that
the demands of their studies are out of proportion to their present abilities.

Self-regulation is crucial in identifying whether coping mechanisms are adaptive or maladaptive, claimed Zimmer-
Gembeck and Skinner (2008). In this regard, the theory offers a framework for evaluating the deliberate steps
students take to deal with stress brought on by their workload, which directly advances the third goal of the study.
Zimmerman's (2000) self-regulated learning model, which contends that students who practice goal setting, self-
monitoring, and strategy modification have a higher chance of both academic and emotional success, serves as
the foundation for this study. Additionally, Durlak et al. (2011) stress how social-emotional learning (SEL) fosters
resilience. To understand how learners deal with stress, their approach emphasizes the significance of self-
awareness, self-management, and responsible decision-making.

The model posits that it is feasible to assist students in comprehending their motivations and learning
requirements, setting educational objectives, and orchestrating their motivational and meta-motivational
experiences: self-efficacy expectations (Bandura, 1987), academic behavioral confidence (Sander and de la
Fuente, 2020a, b), personal improvement and achievement goals (Pintrich, 2000), and achievement emotions in
anticipation of success or failure (Pekrun et al., 2014). This model has enabled recent investigations into distinct
motivational behaviors (decisions, positive and negative emotions) and the extent of meta-motivational control:
motivational strategies and self-instructions (Powers et al., 2020), emotional coping strategies (de la Fuente et al.,
2020), motivational choices (self-reinforcement versus self-punishment), and the dichotomy of perfectionism
versus procrastination (Garzén-Umerenkova et al., 2018). The model delineates how self-assessment behaviors
(Zimmerman et al.,, 2011) and the self-regulation of emotions influence the ultimate motivational state of
engagement against burnout (de la Fuente et al., 2020). The model's creators assert that adaptive assessment
entails acknowledging faults while also emphasizing triumphs. A maladaptive evaluation results in the self-
infliction of unpleasant feelings. Causal or attributional explanations of success and failure are modified according
to stability, internality, and controllability aspects (Weiner, 1993).

This theory of this study views academic workloads in science as a stressor, coping mechanisms as behavioral
reactions, and emotional well-being as the result. The theory makes it possible to assess whether the techniques
learners employ, such as planning, relaxation, and asking for help, are successful in preserving emotional stability
when faced with academic pressure.

Conceptual Framework

This study uses a conceptual framework that relates science learners’ academic workloads to their coping
mechanisms, focusing on how sixth-grade learners deal with stress in response to a variety of academic demands
linked to science. Coping is defined as the behavioral and cognitive strategies learners employ to manage the
demands of their coursework (Lazarus & Folkman, 1984). The paradigm acknowledges that learners’ emotional
reactions and academic performance are greatly influenced by how they view and handle academic pressures,
especially in cognitively demanding courses like science.

In general, learners' coping mechanisms fall into one of two categories: problem-focused or emotion-focused.
Activities like asking for assistance, planning, or organizing tasks are examples of problem-focused strategies.
Using techniques like self-soothing, denial, or diversion, emotion-focused therapies aim to control emotional
distress (Compas et al., 2001). According to Bandura et al. (2001) and Wigfield, et al. (1998), the framework
emphasizes that individual differences, including self-efficacy, past academic experiences, and interestin science,
have a significant impact on the type and efficacy of the coping strategy employed.

Grade 6 science instruction frequently involves difficult homework, abstract ideas, and practical lab work, all of
which call for a high level of emotional regulation and cognitive effort (Hmelo-Silver et al., 2007; Osborne, 2014).
Strong coping mechanisms may make it easier for learners to view these assignments as doable difficulties in this
situation, utilizing flexible techniques like peer cooperation and time management. On the other hand, learners with
worse coping mechanisms can see the same assignments as dangers, which could result in maladaptive reactions
like worry, disengagement, or procrastination (Putwain et al., 2010).

The Transactional Model of Stress and Coping, which contends that people's coping mechanisms are influenced
by their evaluation of the stressor and their perceived capacity to manage it, is another source of inspiration for the
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conceptual framework (Lazarus & Folkman, 1984). The stressors in this study are science assignments, and the
mediating reactions are the coping mechanisms used by the learners. How learners evaluate their workload and
the resources they believe are available determines whether they experience adaptive engagement or emotional
strain (Zimmer-Gembeck & Skinner, 2008). Designing developmentally appropriate support systems that increase
learners' resilience requires an understanding of these coping mechanisms. Teachers can design science learning
environments that support healthy coping mechanisms, lessen emotional distress, and foster long-term academic
and psychological well-being by determining which strategies are most frequently employed and under what
circumstances they work best (Shapiro et al., 2007; Suldo et al., 2008).

Empirical Evidence

Coping mechanisms are essential for lowering academic stress, according to earlier studies. For instance, a twelve-
week programme teaching diaphragmatic breathing and progressive muscular relaxation significantly lowered
subjective stress levels among elementary school students, as cited in Sofianopoulou et al. (2021). In a similar vein,
autonomy-supportive settings that empower learners to take charge of their work boost resilience and motivation,
according to Reeve and Tseng (2011).

More recent research by Kim and Park (2022) demonstrated that structured planning combined with emotional
support improved academic performance and decreased stress symptoms in preadolescents. These results
supported the current study's focus on identifying coping strategies and their efficacy in actual classroom
environments. Literature revealed that several science workloads affect learners’ academic performance and
mental health globally, thus the current study seek to fill the gap in science learning by providing coping strategies
that Ghanaian middle level learners employ to cope with their academic workloads in science.

Methodology

Design

The present study sought to address the question: What coping strategies do grade 6 learners use in response to
academic workloads in science? To investigate the coping mechanisms used by sixth-grade science learners to
handle their academic workloads in science, a quantitative design was chosen. The reason for using a quantitative
design to conduct this study was the appropriateness of this approach to the subject of research and the purpose
of this research. Quantitative research is theory-based, a process beginning with a theory and ending with testing
hypotheses to infer patterns and relationships; it involves operationalization of variables to construct a
questionnaire, data collection, and conducting statistical analyses (Taylor et al., 2025). A quantitative approach
provided a relatively accurate picture of learners’ behavior at a particular moment, limited the possible bias due to
self-reporting and retrospective recall, and, due to the use of standardized measures, could be generalized to the
population.

In addition, a key feature of quantitative designs is the focus on method robustness, including the control of
confounding variables and other threats to the validity of the study, which allows one to ensure that the data
obtained on the three types of coping mechanisms (avoidance-based, emotion-focused, and problem-focused) is
reliable, valid, and interpretable in an existing theoretical context (Taylor et al., 2025). By focusing on numerical
data, quantitative research may rely on inferential statistics and, going beyond mere description, enable the
identification of significant trends and patterns that can be generalized in terms of the relevance to the specific
subject of study (managing academic stress, in this case) (Taylor et al., 2025). This made this approach more
suitable for this study of the frequency and type of coping strategies used by the learners to respond to academic
workload than retrospective self-reporting, which would require the activation of long-term memory and be subject
to bias and individual subjective interpretations (Fowkes & Fulton, 1991; Donnelly, 2004).

The study used information gathered from a structured questionnaire that was created especially to record the
frequency and kind of coping mechanisms used by learners, such as avoidance-based, emotion-focused, and
problem-focused answers. This method made it possible to gather quantifiable, standardized data that could be
examined to find patterns and trends throughout the sample. Without the influence of long-term changes or
retrospective bias, the quantitative method gave a clear overview of how learners handle academic stress by
concentrating on current coping behaviors.

Study Area

The study was conducted at a private basic educational institution located within a growing urban community in
the Greater Accra Region of Ghana. The school offers a comprehensive educational programme from the nursery
to the primary level and follows the Ghana Education Service (GES) curriculum. It emphasizes practical, learner-
centred instruction aimed at fostering academic excellence, discipline, and self-motivation among pupils (Ghana
Education Service, 2023). The institution is equipped with modern teaching and learning facilities, including
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organized classrooms, recreational spaces, and dedicated areas that support both academic and social
development. It maintains a conducive environment for learning, enhanced by full internet access, 24-hour campus
security, and a backup power system to ensure uninterrupted teaching activities (Ghana Education Service, 2023).
With a teaching staff of 26 and a learner population of about 1,000, the school provides a structured and resource-
rich environment ideal for investigating grade 6 learners’ coping strategies in response to academic workload,
particularly in science. The well-supported infrastructure and the academic focus of the institution made it a
suitable setting for this research.

Population

Learners in grade 6 attending a private basic school in Ghana's Greater Accra Region made up the study's
population. All 37 learners in the single grade 6 class were included in the target demographic. This demographic
was chosen because learners in this stage are subjected to higher academic demands, especially in science, which
makes them a pertinent group to study coping mechanisms for academic workload. A census technique was used
to include the entire population in the study due to the manageable class size and the goal of documenting a variety
of learner experiences.

Sample and Sampling Techniques

A total of 37 learners (19 boys and 18 girls) were selected using purposive sampling to ensure participants had
sufficient exposure to science-related workload. The target population consisted of all learners enrolled at the
school. The accessible population was all 37 learners in the grade six class. All learners in grade six were used for
the study.

Data Collection Instruments
A structured questionnaire with 10 items was used to capture learners’ coping strategies, time-use patterns, and
perceived effectiveness of support systems.

Data Collection Procedures

Data collection was conducted over a six-week period during regularly scheduled science lessons to ensure
minimal disruption to the learners' academic routine. Questionnaires were administered at the beginning of each
session, with students allotting the first 15 minutes of class time to complete them. The purpose of administering
the questionnaire was to find out effective strategies learners use to cope with their academic workloads. The
questionnaire was administered over a period of 6 weeks to ensure thorough data collection while taking into
consideration the ethical and practical constraints of administering research for grade 6 learners.

Also, ethical considerations, which include obtaining parental approval from learners, require adequate time to be
processed. This timing was strategically chosen to capture responses when learners were mentally alert and before
engagementin the day’s instructional content could influence their perceptions. The structured timing also allowed
for consistency in data collection across different classes and weeks, enhancing the reliability of the responses.
Teachers were briefed in advance to support the administration process without influencing participants'
responses, thereby maintaining the objectivity and integrity of the data collected. This method ensured a
naturalistic and familiar environment for participants, fostering honest and thoughtful engagement with the survey
instruments.

Data Analysis Approach

Quantitative data were analyzed using descriptive statistics. A bar chart was used to provide a visual representation
of learners’ coping strategies. A pie chart was used to provide a visual representation of the number of boys and the
number of girls in the class. The questionnaire results were depicted by using percentages because it is easier to
quickly grasp the proportion of learners who gave a particular response as well as enable a direct comparison
between the questionnaire items or responses.

Ethical Considerations

This study adhered strictly to ethical research standards to ensure the protection, dignity and welfare of all
participants. Approval was initially sought from the relevant authorities, including informed consent from parents
or guardians. Learners were assured of anonymity and confidentiality and were informed of the nature of the study
and their choice to either participate or not. Learners were treated with respect and empathy, while any signs of
distress during data collection were immediately addressed.

Results
Presentation of Learners’ Demographics
Figure 1 is the pie chart showing the demographics of the participants, with 19 boys and 18 girls.
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= Boys = Girls

Figure 1. Gender of participants.

Feedback of Learners in the Questionnaire

Learners’ responses provided through administering questionnaires offered an insight into their lived experiences
with academic workload. This feedback entails a percentage representation of how learners cope with heavy
academic workloads.

Table 1. Learners’ feedback.

Question No. Boys (Yes%) Boys (No%) Girls (Yes%) Girls (No%)
Q1 52.6% 47.4% 44.4% 55.6%
Q2 57.9% 42.1% 77.8% 22.2%
Q3 42.1% 57.9% 50.0% 50.0%
Q4 84.2% 15.8% 77.8% 22.2%
Q5 78.9% 21.1% 77.8% 22.2%
Q6 100.0% 0.0% 94.4% 5.6%
Q7 89.5% 10.5% 94.4% 5.6%
Q8 52.6% 47.4% 22.2% 77.8%
Q9 52.6% 47.4% 50.0% 50.0%
Q10 73.7% 26.3% 55.6% 44.4%
Source: Field survey (2025).

The results shown in table 1 indicate that the most widely adopted and effective coping strategy among learners
was engaging in relaxation activities (Q6 & Q10), with 100.0% of boys and 94.4% of girls reporting involvement in
activities like playing games or drawing. This was followed by their attempts to stay emotionally stable during
academic stress (Q10), with boys (73.7%) leading girls (55.6%). Time management also appeared as a significant
strategy, where although only 42.1% of boys and 50.0% of girls create schedules (Q3), a much higher percentage,
84.2% of boys and 77.8% of girls, attempted to complete homework early (Q4), showing strong commitment to
avoiding last-minute pressure.

Seeking support (Q2 & Q9) was ranked next in importance, as 77.8% of girls and 57.9% of boys ask for help when
overwhelmed, though only about half feel better afterward, indicating a gap in the quality or availability of support.
Break-taking (Q1 & Q8) appeared to be less consistent, especially among girls, where only 22.2% believed in the
effectiveness of breaks compared to 52.6% of boys. Lastly, both genders reported very high percentages in working
late to meet academic demands (Q7), with 89.5% of boys and 94.4% of girls indicating they sacrifice sleep. This
reflects strong commitment but also signals potential negative impacts on health. Prioritizing coping strategies that
balance productivity with wellness, like structured relaxation, effective time planning, and accessible support
systems, was essential to enhancing both academic performance and emotional resilience.

Representation of Questionnaire Items
Figure 2 represents the responses of boys and girls to the ten questions (Q1 to Q10) in the questionnaire. Each
question was broken into four categories:
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Boys who answered “Yes” were shown in blue.
Boys who answered “No” were shown in orange.
Girls who answered “Yes” were shown in grey.
Girls who answered “No” were shown in yellow.

This representation in Figure 2 illustrates that practical science assignments, including experiments and projects,
led to greater average stress levels compared to standard homework, while quizzes were positioned in between.
These patterns illustrate how learners employ a range of effective strategies, especially stress breaks and social
support, when coping with science workloads.
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Figure 2. Bar graph showing questionnaire responses of all 37 learners.

Discussion

The findings of the study confirm that learners actively employ a range of coping strategies in response to academic
workload, including relaxation techniques, early task completion, and seeking emotional support. These behaviors
are consistent with self-regulated learning theory, which posits that students consciously plan, monitor, and reflect
on their learning processes to cope with academic demands (Zimmerman, 2002). The theory however views
academic workloads in science as a stressor, coping mechanisms as behavioral reactions, and emotional well-
being as the result.

Relaxation strategies, such as listening to music, taking short breaks, or engaging in brief physical activity, were
especially prevalent among both genders and have been shown in prior research to alleviate acute academic stress
(Compas et al., 2017; Frazier et al., 2007). Early task completion was also reported as a commonly used strategy,
particularly by boys (84.2%) and girls (77.8%), indicating a proactive attempt to manage workload. However, only a
small proportion of these learners relied on formal schedules or structured routines to guide this behavior. The
limited use of structured time management tools suggests a potential deficiency in metacognitive regulation, an
essential component of effective self-regulated learning (Schunk & Greene, 2018). Without consistent planning and
monitoring, even proactive behaviors such as early task initiation may fail to reduce long-term stress or academic
pressure (Britton & Tesser, 1991). This affirms the Self-Regulation Theory of Carver and Scheier (1994), which points
that the techniques learners employ, such as planning, relaxation, and asking for help, are successfulin preserving
emotional stability when faced with academic pressure.

Gender-specific patterns were evident in the data. Girls were more inclined to seek emotional support (77.8%)
compared to boys (57.9%), a finding that aligns with previous literature suggesting that females generally prefer
emotionally expressive and interpersonal coping strategies (Tamres et al., 2002). Boys, on the other hand,
demonstrated a stronger preference for disengagement through breaks or relaxation, which aligns with problem-
avoidance coping styles often associated with male learners (Hampel & Petermann, 2006). While both forms of
coping can be effective in the short term, they may lack the structure and long-term resilience-building found in
more goal-oriented strategies like time management or cognitive restructuring.

Crucially, the widespread pattern of learners staying up late to complete assignments reported by over 89% of
participants raises concerns about the overall effectiveness of their coping strategies. This behavior suggests that

[22]



Bulletin of Education and Language

current strategies may be compensatory rather than preventive, allowing learners to respond to stress but not to
manage or reduce it effectively over time. Chronic late-night studying has been associated with poor sleep hygiene,
increased emotional exhaustion, and reduced academic performance (Beattie et al., 2004; Orzech et al., 2011).

In summary, according to Jennings and Greenberg (2009), teachers impact on their learners not only through their
instruction but also by their interpersonal relationships, pedagogical approaches, modelling of social and
emotional components, and classroom management. Therefore, it is clear that learners are better equipped to
handle academic pressures, stay focused and manage their time when their teachers foster a supportive classroom
environment through strong social and emotional learning, which are important skills when dealing with heavy
workloads in science. Collectively, the findings provide empirical support for self-regulation theory but also
highlight its limitations in environments where learners are not explicitly taught or encouraged to apply their
principles consistently. The data suggests a critical need for schools to implement structured support systems that
reinforce time management and emotional resilience and help-seeking behaviors, particularly within demanding
subjects such as science. Without intentional scaffolding and skill-building, even motivated learners may default
to coping with strategies that are reactive rather than strategic.

Limitations

The results of this study can't be applied to larger populations because it was only carried out in one educational
environment. Even within the same region or educational system, different schools may have different sociocultural
environments, academic structures, and teacher expectations. Because of this, the coping mechanisms found in
this study might be impacted by regional variables, which limits the generalizability of the findings across a variety
of learner populations (Creswell & Creswell, 2018).

Furthermore, the study mostly used self-reported information gathered from questionnaires, which are subject to
bias even though they were useful for gauging learners’ subjective perceptions. These include recollection bias,
which occurs especially when learners are asked to consider past coping mechanisms, and social desirability bias,
in which participants may give answers they feel are appropriate or expected (Podsakoff et al., 2003). Because
students might not have the metacognitive awareness or vocabulary to adequately describe their internal coping
processes, self-reports may also reveal complex coping behaviors (Paulhus & Vazire, 2007). As a result, the data
collection tools may not adequately capture the complexity and diversity of behavioral, cognitive, and emotional
coping mechanisms.

Despite these limitations, the use of self-reports remains a widely accepted method in psychological and
educational research, especially when exploring internal processes like stress and self-regulation (Pintrich & de
Groot, 1990). However, future research could benefit from triangulating self-report data with observational
methods, teacher assessments, or even physiological measures to deepen the understanding of coping responses
in academic contexts. While the methodological limitations of this study restrict the breadth of its applicability, they
also underscore the importance of contextualized, school-based research. Understanding how learners cope in
real-world, localized academic environments can inform more tailored interventions. Still, future studies must
broaden their scope and diversify their data sources to build a more comprehensive and generalizable
understanding of learner coping behavior.

Implications of the Study

The study emphasizes how important it is for educational institutions to support learners holistically, particularly in
challenging topics like science. While emotional check-ins and relaxation areas provide essential mental health
assistance, teaching time-management and task-planning skills can help lower academic stress. When combined,
these techniques can help learners handle the demands of their homework and improve their general well-being.
By putting such strategies into practice, a more encouraging learning atmosphere that promotes both academic
achievement and emotional fortitude can be established. The results operate as a wake-up call for teachers and
school administrators to give academic and psychological growth equal weight when creating curricula.

Conclusion

According to the study, learners in grade 6 employ a variety of coping mechanisms to deal with the demands of their
studies in science, but these are frequently inadequate in the absence of formal help. Reactive behaviors like
procrastination and late studies increase stress and diminish performance. By incorporating time-management
instruction, emotional support, and balanced workloads into routine operations, schools can play a proactive role.
To support learners’ academic and mental health, coping should be viewed as a shared duty by teachers, learners,
and educational systems. Effective support requires interventions that are specifically designed to meet the
requirements of each learner, taking into account gender-related coping variations. Schools can improve resilience
and long-term academic success by creating a supportive learning environment.
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Recommendations

Firstly, middle-level science teachers in Ghana should offer guidance to learners on different approaches to dealing
with academic stress. Teachers should also ensure that they monitor the workload given to learners to prevent
overload, which alters their routines and affects their mental health. Additionally, science teachers globally should
also make an effort to provide clearer instructions on assighments and curriculum to balance out the high academic
expectations of learners. To give middle-level learners useful skills like goal setting, task breaking, and efficient
scheduling, especially in areas like science that demand more cognitive effort, this study suggests that schools
adopt systematic time-management training.

Middle-level learners can benefit from regular relaxation exercises like mindfulness, creative projects, or outdoor
play to help them refuel and manage the stress of school. To promote mental health and the feeling of community
where learners feel comfortable discussing their personal and academic struggles, peer support networks must be
established. Science teachers globally should receive training on how to spot early indicators of academic strain,
including dissatisfaction or disengagement, and how to provide the right kind of support when needed. To minimize
overload and prevent last-minute stress, science teachers are also urged to coordinate assignment deadlines
across topics.
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