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Abstract 

The mental health of young people in today’s society is a growing concern for parents and 

professionals. Research has identified that young people use an array of coping strategies to 

help them cope with the stressors they face, and the role of schools in supporting young 

people’s mental health is becoming increasingly recognised. An exploratory sequential 

mixed-method design was adopted to explore the views of adolescent male pupils (aged 16 – 

17 years) in Northern Ireland, about how they cope with worries and concerns, and their 

views on how educational settings can help them cope. In phase one, eight participants from 

four post-primary schools took part in semi-structured interviews. A questionnaire regarding 

coping strategies and school support was developed in response to interview data. In phase 

two, one-hundred and seven participants from participating schools completed the 

questionnaire. Interview data was analysed using thematic analysis and descriptive statistics 

were conducted on the questionnaire data. The study found that participants faced multiple 

stressors and used a range of coping strategies to help them manage their worries. 

Participants’ coping responses were multi-faceted and were influenced by facilitating factors 

and barriers to coping.  Participants desired various school supports, including mental health 

to remain a priority for schools, positive relationships with teachers and downtime. Findings 

are discussed in relation to existing literature and considerations are proposed. 

Recommendations and implications for educational psychology practice are discussed and 

directions for future research are presented. 
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1.0 Introduction 

This research explores the views of adolescent boys about how they cope with worries 

and concerns and about how educational settings can help them cope with the difficulties they 

face. The researcher has always been interested in mental health and during a year 1 

placement within the educational psychology service, this interest grew. During the 

placement, the researcher had the opportunity to work with a post-primary male pupil who 

was struggling significantly with anxiety and it was negatively impacting on all avenues of 

the pupil’s life. School staff and his parents were extremely worried about his well-being and 

they desired guidance on how best to support him. This experience of working with this pupil 

motivated the researcher to explore the area of adolescent male mental health. The 

researcher’s motivation was further reinforced with the knowledge that half of all mental 

health problems are established by age 14 (Kessler et al., 2005) and the awareness that the 

suicide rate in under 18s in Northern Ireland (NI) is disproportionately higher that the rest of 

the United Kingdom (UK) (Northern Ireland Commissioner for Children and Young People, 

2017). The researcher wished to capture the views of adolescent boys, specifically to 

understand what it is like being a young man growing up today, how they cope with worries 

and how their school can best support them.  

1.1 Thesis Overview 

 Chapter two will present a literature review, beginning with a narrative review 

detailing the UK and NI context of children and young people’s (CYP) mental health, 

followed by literature exploring coping in relation to adolescence, gender, the role of schools 

and the arguments for listening to the voices of CYP. Chapter two continues with a focused 

review using systematic methods which critically examines literature pertaining to how 

adolescent boys cope with worries and concerns. The chapter concludes with the rationale for 
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the current research and outlines the research questions. Chapter three outlines the 

philosophical underpinnings of this research and the study’s method and design are 

described.  

 Chapter four sets out the study’s findings, firstly the qualitative findings from the 8 

semi-structured interviews, followed by the descriptive statistics from the quantitative phase 

of the study. Finally, chapter five discusses the findings in relation to the research questions 

and the wider literature. Recommendations and implications for educational psychology (EP) 

practice are detailed, followed by a critique of the study and the researcher’s reflections.  
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2.0 Literature Review 

2.1 Overview of the Literature Review  

This review begins by considering, from a broad perspective, the literature available 

on young people’s mental health, their coping strategies and the role of secondary schools in 

supporting mental health. The narrative review presents more general research and contextual 

background to the topic. This narrative review was conducted via general online searching 

and a search of electronic online databases to identify papers and research of relevance to the 

focus of this study. The context of mental health in NI is presented before the area of mental 

health and coping is introduced. Research on the influences of gender and age on mental 

health and coping is presented, followed by the role of schools in promoting mental health 

and coping in CYP. The legal and ethical considerations in gaining the voices of CYP are 

also outlined which is followed by research which has explored young people’s views on 

school support. 

The narrative review is followed by a focused review utilising systematic methods 

which identifies and appraises the available research studies on the views of adolescent boys 

on how they cope with worries or concerns. It involves specifying a search strategy, 

identifying and retrieving relevant studies, applying specific inclusion and exclusion criteria, 

critically appraising the selected studies, extracting data and synthesising findings. The 

focused review concludes with the production of research questions.   

2.2  Mental Health of Children and Young People  

The mental health of CYP in today’s society poses a challenge for health, education 

and community services. Health services across the UK and Ireland are becoming 

increasingly stretched in supporting the emotional needs of children, with services being 

commonly described as being in ‘crisis’ (Young Minds, 2018). Mental health is a difficult 
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concept to define and there is no clear consensus of how best it should be defined. According 

to the World Health Organization (WHO, 2004), mental health is: 

A state of well-being in which the individual realizes his or her own abilities, can 

cope with the normal stresses of life, can work productively and fruitfully, and is able 

to make a contribution to his or her community. (p.10) 

While this definition provides a base for the current review, it fails to acknowledge the 

complexity of mental health or the view of mental health as a continuum (Manwell et al., 

2015).  

One in 20 adolescents are said to experience mental health problems in any given year 

(WHO, 2003), while 10% of CYP in Britain have a clinical diagnosis of a mental health 

disorder (Green, McGinnity, Meltzer, Ford & Goodman, 2005). Mental health disorders have 

been defined as, ‘behavioural or psychological syndromes or patterns that occur in an 

individual [where] consequences of which are clinically significant distress or disability’ 

(Stein et al., 2010, p. 2). On the other hand, mental health problems range from worries 

experienced in day-to-day life to more serious difficulties but do not meet the clinical levels 

of a disorder. It is difficult to ascertain the rates of mental health difficulties amongst young 

people (YP) in NI for several reasons. Firstly, there is a lack of epidemiological studies of 

child mental health in NI, and secondly, there is no central database containing the current 

status of the social, emotional and behavioural difficulties of CYP in the province of NI 

(Connelly et al, 2011). Thirdly, a problem that also relates to the challenges of ascertaining 

prevalence rates internationally, is the lack of an agreed definition of what constitutes mental 

health difficulties. By addressing each of these challenges in turn, it is hoped that a clearer 

picture of the emotional well-being of children in NI may be gained, which is important for 

the main body of this review.  
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2.2.1 Mental health of children and young people in NI 

The Bamford report (2006), which is still one of the most significant reviews of 

mental health services in NI, argues that the rates of mental health difficulties among children 

in NI have typically been generalised from epidemiological studies in the rest of the United 

Kingdom (UK). The review states that the incidence of mental health difficulties in children 

in NI is potentially 25% higher than other parts of the UK. This suggests that at least 10% of 

CYP aged between 5 – 15 years old will have a moderate to severe mental health disorder 

(Bamford, 2006). This is likely to be due to the higher level of socio-economic deprivation 

within NI, the legacy of the Troubles and the higher level of psychological morbidity in the 

adult population (Bamford, 2006). Situating NI within the context of the Troubles is an 

important consideration, particularly due to the growing awareness of transgenerational 

trauma and how it may impact the well-being of CYP in NI. Hanna, Dempster, Dyer, Lyons 

and Devaney (2012) defined transgenerational trauma as, ‘the poor psychological health of 

children that appears to result (at least partially) from the consequences of the trauma 

experienced by parents’ (p. 20). This is relevant due to over 40% of children in NI living with 

parents who have high or moderate experience of the conflict (Tomlinson, 2012).  

 A report by Save the Children found that the rate of child poverty in NI is double that 

of England and this has a negative effect on YP’s wellbeing (Monteith, Lloyd & McKee, 

2008). Therefore, it could be argued CYP in NI are more vulnerable to experience mental 

health issues than their age equivalent counterparts in mainland UK. In recognition of the 

needs of CYP in NI, the Children’s Services Co-operation Act (Northern Ireland) 2015, came 

into effect. It requires children’s authorities and services to work together with the aim of 

improving the well-being of CYP, including their physical and mental health. The Act is 

relevant to different bodies, including the Education Authority, voluntary, youth groups and 

schools.   
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A further challenge in determining the rates of mental health difficulties in children is 

the interchangeable terms that are used to describe such difficulties.  Commonly used terms 

range from ‘mental health disorders’, ‘emotional well-being’ and ‘social emotional and 

behaviour difficulties’ (SEBD), which is now being replaced with, ‘social, behaviour and 

emotional well-being’. The terminology used may reflect differences in perceived level of 

impairment or different disciplines. For example, the term ‘mental health disorders’ may 

reflect difficulties that receive a clinical diagnosis (e.g. affective disorders, such as 

depression, bipolar and anxiety, conduct disorders and eating disorders), whereas ‘SEBD’ 

encompasses a broader range of need, varying in level of severity. Furthermore, emotional 

health and well-being are often discussed within the context of general mental health 

(Connelly et al, 2011). The definition that one adopts will therefore dictate the rate of 

difficulties within the population. To illustrate this, the Bamford report (2006) states that a 

minimum of 10% of CYP in NI will experience a moderate to severe mental health disorder, 

whereas 33% of pupils who completed the Young Persons’ Behaviour and Attitudes survey 

(Sample N = 6831) reported that they were concerned about their mental health (NI Statistics 

and Research Agency (NISRA), 2016).  

The Regional Assessment of Need 2018, conducted by the Education Authority in NI 

for planning purposes, offers insight into the issues facing CYP. Over 11,000 CYP (aged 4 – 

25) completed a survey and the top 5 issues reported as priority were exam stress, boredom, 

body image, confidence and mental health. A breakdown of priority issues, according to 

gender and age, is available in the document.  

2.2.2  Mental health terminology  

Social constructionism provides an appropriate and helpful means of conceptualising 

mental health and offers insight into the range of language used when discussing mental 
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health. Within social constructionism, human experience and perceptions are not considered 

to be fixed, rather they are mediated linguistically, culturally, socially and historically 

(O’Reilly & Lester, 2017). Language associated with mental health has often been affiliated 

with medical models that focus on deficit laden perspectives (Walker, 2006). Medicalised 

language of mental health is central to certain disciplines, such as psychiatry, whereby 

diagnosis of a ‘mental health disorder’ is a fundamental practice which requires 

comparisons of behaviours that are considered ‘normal’ compared to patterns of behaviours 

that are constructed as ‘abnormal.’ More recently, questions have been raised as to why 

‘natural’ emotional human states, such as misery have become medicalised and attributed 

labels (O’Reilly & Lester, 2017) when they could be considered cultural, social or 

institutional responses to emotional or environmental stressors (DeVos, 2012).   

Changes in language and society have transformed the conversations around mental 

health and there has been a shift away from the medicalised model and how mental health is 

now constructed. More recently, more neutral terminology such as emotional well-being has 

been introduced to social conversations and a continuum approach to mental health has been 

adopted by some. Furthermore, instead of focusing on symptom reduction, mental health is 

increasingly considered as an integral part of human life that should be promoted (Keyes, 

2002). As such, how one understands mental health is constituted through interpersonal and 

social processes. 

2.3  The Role of Gender on Mental Health  

Mental health difficulties are non-discriminant. They can affect any individual though 

certain factors can increase one’s risk of experiencing poor mental health. Black and ethnic 

minority communities are at higher risk of mental health difficulties and are 

disproportionately impacted by social detriments associated with mental health problems 

(Bignall, Jeraj, Helsby, & Butt, 2019). Furthermore, individuals with lower socio-economic 
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status are also at greater risk of poor psychological outcomes (Hudson, 2005). Other risk 

factors include, but are not limited to, childhood adversity and chronic physical illness (Heim 

& Nemeroff, 2001; Hysing, Elgen, Gillberg, Lie & Lundervold, 2007). Research has also 

examined the effects of other characteristics on mental health, including gender, in terms of 

prevalence, presentation and understanding. 

The most recent health survey in NI (Department of Health, 2020) examined the 

prevalence rates of mental health difficulties in males and females using the General Health 

Questionnaire (GHQ-12). Of those who responded (N = 3124), females were more likely to 

report signs of mental health difficulties than males, as indicated by a high score on the 

GHQ-12 (20% vs 16% respectively). This gap in prevalence rates between females and males 

experiencing mental health difficulties has changed, widening from the previous year 

whereby rates were 18% and 17%, respectively (Department of Health, 2018). It is important 

to consider whether differences in prevalence rates is a reflection entirely of gender 

differences or if they are a function of other factors, such as measurement error.  

There are a number of factors to consider that may lead to the underestimation of 

male prevalence rates for mental health difficulties (Smith, Mouzon & Elliot, 2018). Firstly, 

females are thought to have higher rates of ‘internalising’ difficulties such as low mood and 

anxiety while males are considered to be more at risk of ‘externalising’ difficulties such as 

substance abuse or aggressive behaviour (Kessler & Wang, 2008). However, it has been 

suggested that this traditional divide in presentation of difficulties is problematic (Hill & 

Needham, 2013) and distracts from the fact that males also experience internalising 

difficulties. It is possible that substance abuse or aggression may mask low mood or anxiety 

in males (Addis, 2008), making internalising difficulties complex to identify in men, leading 

to under identification, thus affecting prevalence rates. 
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Secondly, males are less likely to seek help for their physical and mental health 

(Courtenay, 2000; Oliver, Pearson, Coe & Gunnell, 2005). Fear of stigma has been found to 

deter boys from seeking help for their mental health (Lobban, Barrowclough & Jones, 2003), 

therefore it is plausible that male mental health prevalence rates may be an underestimation 

and consequently reflect a lack of help-seeking behaviour.  Thirdly, in community based 

samples, males are not only less likely to participate in data collection efforts (Korkeila et al., 

2001) but they are also less likely to report and/or experience the screening difficulties listed 

in measures that precipitate follow up (Martin, Neighbours & Griffith, 2013). Furthermore, it 

has been found that practitioners are less likely to recognise depressive symptoms in males, 

possibly leading to under identification of depression in men (Swami, 2012). It is plausible 

that the growing gap in prevalence rates of mental health difficulties between males and 

females in NI is overestimated due to males engaging in less help seeking, less disclosure, 

coupled with practitioner bias and tools failing to measure the mental health experiences of 

men (Smith et al., 2018).  

Research has investigated the role of gender on YP’s understanding and experiences 

of mental health. MacLean, Hunt and Sweeting (2013) used focus groups with 10, 13 and 15 

year olds to examine their understanding of the symptoms of mental health problems and 

their beliefs around help-seeking behaviours. They found that psychological symptoms such 

as ‘sad’, ‘unhappy’ or ‘irritable’ were perceived as ‘weird’ and as something that the 

individual chooses to have. Both males and females expressed resistance to seeking help for 

psychological symptoms, with the possibility of being stigmatised by others being the main 

deterrent to seeking help. MacLean et al. (2013) argued that psychological symptoms were 

perceived to be more prevalent in females; therefore due to stereotypical expectations, boys 

felt under greater pressure than girls to hide their mental health. These findings are similar to 

those of Johansson, Brunnberg and Eriksson (2007) who found that boys perceive that they 
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should keep their feelings to themselves and not ask for help as it is not ‘manly’ to struggle 

mentally.  

In a large (n = 496), representative study of 15 – 16 year old adolescents, Williams 

and Pow (2007) found males had significantly less knowledge about mental health problems 

than females. Whilst males held significantly more negative attitudes about mental health, 

80% of the whole sample reported those suffering from mental health difficulties were ‘not to 

blame’. This differs to the findings of MacLean et al. (2013) who found that young men and 

women viewed psychological symptoms as a choice. Gender differences were found in the 

sources of stress. Females were more likely to report ‘self-image’ as a stressor whereas males 

were more likely to report drugs and alcohol as key sources of stress. No significant gender 

differences in self-reported experiences of mental health difficulties were found. However, as 

this was a self-report measure, it is possible that participants felt uncomfortable disclosing 

their experiences due to beliefs that they might be stigmatised as a result (MacLean, Sweeting 

& Hunt, 2010).  

It has been suggested that the combination of fear of stigma, more negative attitudes 

and a lack of understanding of mental health is likely to deter boys seeking help as a way of 

coping (Lobban et al., 2003).  This is concerning due to the level of suicide among young 

males. In fact, suicide is one of the leading causes of death globally in adolescent males 

(Hawton, Saunders & O’Connor, 2012). In NI, which has the highest suicide rate in the UK, 

the rate of overall suicide has increased over the past 30 years with the rate of male suicides 

increasing by 82% (Samaritans, 2017). Fifteen young people died by suicide in NI in 2018 

(NISRA, 2018). Statistics for 2019 are currently unavailable. 

In their review of key themes related to mental health difficulties in adolescent boys, 

Rice, Purcell and McGorry (2018) place the influence of cultural expectations as one of the 



11 
 

key social determinants of male mental health. In society, boys have traditionally been 

socialised to represent the conceptualisation of masculinity that discourages vulnerability and 

emotional expression (Evans, Frank, Oliffe & Gregory, 2011). This understanding of 

masculinity is modelled within family and community systems whereby help-seeking 

behaviours for men have historically been minimised and avoided (Rice et al, 2018). In their 

meta-analysis, Wong, Ho, Wang and Miller (2017) found that having to conform to 

masculine norms is associated with poorer mental health and particularly associated with 

reduced help-seeking behaviour, further supporting the vulnerable position of adolescent 

boys and their emotional well-being.  

Examining masculinity from a social learning theory approach can help explain why 

adolescent boys view vulnerability and seeking help as fundamentally unmasculine. Social 

learning theory states that our beliefs and behaviours are learned from our social environment 

through reinforcement, punishment and modelling (Eckes & Trautner, 2000). Typically, 

young boys grow up surrounded by masculine ideologies of strength and physical toughness 

and they learn from the modelled behaviour of their family members and communities. These 

ideologies continue to develop through adolescence (Addis & Cohane, 2005). The social 

constructionism approach to gender can also enhance our understanding of masculinity 

(Addis & Cohane, 2005). In social constructionism, gender is flexible and is constructed by 

individuals and society. In this view, the current reality of masculinity in western cultures as 

strong and emotionally stoic, has been constructed at the micro and macro levels. As such, by 

the time males reach adolescence, they have been surrounded by social norms dictating how 

they should feel and how they should cope with the stresses of adolescence. The power of 

these norms have even been reflected in popular culture through songs such as The Cure’s 

‘Boys Don’t Cry.’ 
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2.4 The Period of Adolescence 

Adolescence can be a particularly stressful developmental period. YP are faced with 

interpersonal stressors such as peer relationships, family challenges, increased independence 

and sexual relationships in addition to school stressors such as academic achievements. In a 

recent study into the well-being of CYP in NI, academic stressors and the online world were 

reported by schools, CYP, parents and practitioners, as the top contributing factors thought to 

adversely affect YP’s well-being (National Children’s Bureau-NI (NCB), 2019). 

The period of adolescence has received attention from those interested in well-being 

and coping which may be due to adolescents being a particularly ‘at risk’ group (Frydenberg, 

2018). It is acknowledged that the brain undergoes significant changes during adolescence 

with the prefrontal cortex and parietal cortex continuing to develop (Blakemore & 

Choudhury, 2006). There is also increased production of grey matter in the frontal lobes, the 

brain area related to executive functions (Cicchetti & Rogosch, 2002). Many executive 

functions are still maturing including, working memory, planning and decision making 

(Spear, 2000) while sensation-seeking has been linked to puberty and found to increase 

during early adolescence (Martin et al., 2002). There are also neurochemical and hormonal 

changes in the body during this time (Spear, 2000) which coincides with increased social 

interactions and environmental challenges. These changes along with new experiences are 

likely to influence social cognition in adolescents (Blakemore & Choudhury, 2006).  

Viewing the period of adolescence within a developmental perspective which looks at 

development across the lifespan may be helpful. A useful framework for conceptualising the 

intricacies of this lifespan approach is the organisational perspective, which focuses on the 

integration of the biological, psychological and social systems of an individual. Central to 

this perspective are stage-salient tasks which offer the opportunity for growth and 
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consolidation but also challenges and new vulnerabilities (Cicchetti & Rogosch, 2002). 

Whilst successful resolutions of earlier stage-salient tasks increase the probability of 

subsequent adjustment, the model recognises that maladaptations may still emerge 

throughout the lifespan due to the dynamic nature of the biological and psychological 

processes and developmental reorganisation. Furthermore, individuals also play an active 

role in their development through individual choice and self-organisation (Cicchetti & 

Rogosch, 1997) and the bidirectional interactions between biological, psychological and 

social processes plus varying risk and protective factors mean individuals enter and develop 

through adolescence with extensive individual differences at play.  

Adolescence presents its own stage-salient tasks, including, transition to secondary 

school, academic achievement, forming close friendships, involvement in extracurricular 

activities and deriving a sense of self-identity (Masten & Coatsworth, 1998). A further 

interesting stage-salient task of adolescence is psychological autonomy. This encompasses 

emotional autonomy from childhood dependency on parents, behavioural dependency in 

terms of independent functioning, and cognitive autonomy referring to self-confidence and 

decision making (Collins, Gleason & Sesma, 1995). Psychological autonomy is best achieved 

through maintaining positive parent-child relations (Steinberg, 1990) which comes at a time 

whereby adolescents typically favour spending time alone or with friends, rather than in 

family activities (Larson & Richards, 1991). It too presents as an opportunity for growth or 

possible maladaptations to occur. For example, an adolescent with previous competent 

developmental organisation may only experiment with risky strategies during their strive for 

autonomy, such as drugs or alcohol, whereas an adolescent with more compromised 

organisations of earlier developmental challenges may engage in these risky behaviours 

more vigorously. This could lead to a further compromised attempt at psychological 
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autonomy but also greater negative consequences which could inhibit later opportunities 

(Cicchetti & Rogosch, 2002).  

There are many transitions that occur during adolescence that present as 

opportunities for reorganisation. For example, events co-occurring with a transitional period 

may stress coping capacity and compromise adjustment (Cicchetti & Rogosch, 2002). 

Additionally, transitions can lead to increased sensitivity to stressors in adolescence and 

typical patterns of behaviour can be intensified (e.g. moodiness). The impact of transitions is 

also influenced by the degree of support within an individual’s social context. Consequently, 

normative transitions, including the timing and context in which they occur, can affect the 

developmental trajectory that adolescents follow. 

Frydenberg (2018) argues that the increased number of stressors during adolescence, 

coupled with changes in how they respond to stress and increased risk-taking behaviours 

(Spear, 2000), leaves adolescents particularly vulnerable to poor well-being. However, due to 

the dynamic reorganisation within and among the biological and psychological systems 

during adolescence, it has been recognised as an opportunity for prevention and intervention 

work, in terms of mental health or psychopathology. Cowen (1994) outlined 5 elements for 

promoting psychological wellness, one of which was acquiring effective coping skills to deal 

with the challenges individuals face during the adolescent period. Acknowledging the 

lifespan approach to development, Cowen (1994) recognised that for some adolescents, new 

coping strategies may be required if they do not have supportive developmental histories. 

Therefore, exploring how YP cope with stress is important, given the relationship between 

coping strategies and psychological well-being (Seiffge-Krenke, 2000; Cicognani, 2011). 
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2.5 Coping Strategies 

2.5.1 Defining coping 

Coping has been defined by Lazarus (1993) as the process whereby ‘ongoing 

cognitive and behavioural efforts [are made] to manage specific external and/or internal 

demands that are appraised as taxing or exceeding the resources of the person’ (p. 237). 

Coping is not a unitary response but rather a complex interaction of resources that an 

individual utilises in response to an event or their environment (Frydenberg, 2018).  

Bronfenbrenner’s Process-Person-Context-Time (PPCT) model (2005) can be used to 

illustrate this. This model overcomes limitations of his previous writings that overlooked the 

role of the person in their own development. Central to the PPCT model are proximal 

processes, whereby development is influenced by consistent bidirectional interactions of the 

person with their surrounding systems (figure 1 overleaf displays the various systems). 

Regarding coping, resources can be at an individual level for a young person, such as their 

health, attitudes, personality and social skills, and at the micro level, such as the presence of 

social support from family, friends and school. The resources at different levels interact to 

determine how the young person copes, for example, a young person may have a family 

network available but may not always be willing or have the capability to seek out family 

support when in need of help. Bowlby’s (1969, 1973) attachment theory provides additional 

insight here. For example, a young person with an insecure attachment history to their parent 

or caregiver may have consistently learned to avoid support-seeking at times of distress, thus 

influencing their coping behaviour in adolescence. 
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Figure 1. Bronfenbrenner’s bio-ecological model (2005). 

2.5.2  Categorising coping 

Various theoretical and empirical approaches have been proposed to explain the 

phenomenon of coping. Lazarus and Folkman’s (1984) transactional theory presents stress 

and coping as a cycle of transactions between an individual and their environment. When an 

individual cognitively appraises a stimulus as a stressor, a secondary cognitive appraisal of 

one’s coping resources follows. Such appraisals operate interdependently i.e. if coping 

resources are judged to be adequate, the degree of threat is diminished (Folkman & Lazarus, 

1985). The outcome of one’s coping efforts undergoes cognitive reappraisal. Unsuccessful 

coping efforts may lead to implementation of further coping strategies. The transactional 
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theory has received support, for example Jerusalem (1993) found that appraisals of personal 

resources was a predictor of stress appraisals and stress appraisals mediated coping.  

Folkman and Lazarus (1980) proposed that coping had two functions; emotion-

focused coping (EFC) and problem-focused coping (PFC) (figure 2 overleaf). PFC involves 

taking action to address the problem causing stress, for example, by studying more. On the 

other hand, EFC includes efforts to regulate emotional states that are associated with or are a 

result of a stressor, for example, tension reduction through exercise. This classification has 

received criticism for failing to adequately capture the differences between coping responses 

(Dewe & Guest, 1990). EFC has been criticised for being conceptually unclear as it 

encompasses a variety of coping responses such as, exercise, panic and acceptance (Biggs, 

Brough & Drummond, 2017). How adaptive a strategy is, is important information to retain 

(Folkman & Moskowitz, 2004). 

 

Figure 2. Folkman and Lazarus’ (1980) categories of coping. 
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Other conceptualizations of coping have been suggested. Edwards and Baglioni’s 

(1993; 2000) conceptualisation is based on Edwards’ (1992) cybernetic theory whereby stress 

is the discrepancy between one’s perceived state and one’s desired state. Coping is 

conceptualised as attempts to reduce the negative effects of stress on well-being and can be 

grouped into five forms (figure 3), including; direct actions to change the situation; adjust 

desires to be aligned with perceived situation (accommodation); minimise importance of 

discrepancy (devaluation); ignore aspects of the situation (avoidance); and improve well-

being directly (symptom reduction).  

 

This account has received support due to its psychometric properties and inclusion of 

multiple forms of EFC (Dewe & Guest, 1990; Guppy et al., 2004). 

Later, Frydenberg and Lewis (1993b) grouped 18 coping strategies from the 

Adolescent Coping Scale into three categories; solving the problem (working at the problem 

while being positive, calm and socially present); non-productive coping (reflecting avoidance 

strategies whereby the stressor is avoided); and reference to others (seeking support from 

social networks and professions). While there are commonalities across the different coping 

styles suggested, it is apparent that coping is not easily categorised. A particular strategy, for 

example, talking about the problem with friends, could fall into two of Frydenberg and 
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Lewis’ (1993b) categories. It is felt that the categorisation of coping as PFC or EFC may be 

too broad. It is helpful how coping styles are more refined by Edwards and Baglioni’s (1993; 

2000) and Frydenberg and Lewis (1993b). 

2.5.3  Influence of gender on coping 

Research has examined the influence of gender on coping styles however the findings 

have been inconsistent for several reasons which will be discussed below.  

Eschenbeck, Kohlmann and Lohaus (2007) conducted a large (n = 1990) cross-

sectional study examining the effects of gender, age and situational stressors on coping in 

CYP, aged 7 – 16 years old. Participants completed the revised German Stress and Coping 

Questionnaire for Children and Adolescents (Lohaus, Eschenbeck, Kohlmann & Klein-

Heßling, 2006) which requires participants to rate how often they use a series of coping 

strategies in response to; having an argument with a friend (social stressor); and having 

problems with doing homework (academic stressor). The coping strategies fall under five 

categories of coping: including; seeking social support; problem-solving; avoidant coping; 

palliative emotion regulation and anger-related emotion regulation. 

Eschenbeck et al. (2007) found significant gender differences in coping styles. 

Females scored higher on seeking social support and problem-solving whereas males scored 

higher on avoidant coping. The gender differences were greater for the social stressor than 

the academic situation. Interestingly, CYP, across genders, reported using more coping 

strategies for the social stressor than the academic stressor which contrasts with previous 

findings (Causey & Dubow, 1992; Hampel & Petermann, 2005) which found greater use of 

support seeking strategies for academic rather than interpersonal stressors. Eschenbeck et al. 

(2007) argued that perhaps social stressors were perceived as more important to YP and thus, 

they would use a greater number of coping strategies to address the problem. It is noteworthy 
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that avoidance was found to increase during middle adolescence and as avoidance could 

perhaps be viewed as an unhelpful coping style, these results highlight the vulnerability of 

adolescent boys, given that males scored higher on avoidant coping. Eschenbeck et al. (2007) 

concluded that gender, age and type of stressful situation significantly effects coping, 

supporting the theoretical viewpoint that coping is a complex interaction of multiple factors 

(Frydenberg, 2018). 

Cicognani (2011) also examined gender differences in coping strategies among 

adolescents aged 14 – 19 years old (n = 342). Participants completed the Coping across 

Situations Questionnaire (CASQ; Seiffge-Krenke, 1995), indicating how often they use a 

series of coping strategies across eight different situations. The strategies reportedly 

corresponded to three main coping styles, namely, active coping, internal coping and 

withdrawal. With reference to the study discussed above (Eschenbeck et al, 2007), it is 

already clear how inconsistencies in findings in this area of research may come about. A 

combination of different coping measurements, age range of samples, number and types of 

stressors used and lack of uniformity in terminology of coping styles introduces 

complications into comparing research findings. With that in mind, it is possible to 

tentatively draw some parallels across the two studies by examining the individual coping 

strategies in the CASQ and relating them to the five categories in Eschenbeck et al. (2007). 

Cicognani (2011) found males were significantly less likely to seek social support and to 

engage in problem-solving strategies than females. Conversely, females were significantly 

more likely to withdraw from a situation perceived as unchangeable which contrasts to 

Eschenbeck et al. (2007) where males scored higher in avoidance. It is ambiguous as to 

whether withdrawal and avoidance are similar strategies or it may be inappropriate to 

compare them. Nevertheless, it is clear that gender influences coping styles and adolescent 
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males may be in an at-risk position with reference to their coping, given that they have a 

smaller repertoire of coping strategies (Malooly, Flannery & Ohannessian, 2017). 

2.5.4 Adolescence and coping 

As stated previously, it is important that professionals, teachers and parents 

understand how age and gender effect how CYP cope so that support can be tailored 

accordingly. 

 Researchers have found that there are developmental changes in how CYP cope with 

stress. The frequency of problem-solving strategies and media being used as a way of coping 

increases with age, particularly when the stressor is of an academic or social nature, 

respectively, whereas avoidance decreases with age, particularly during early adolescence 

(Eschenbeck, Schmid, Schröder, Wasserfall, & Kohlmann, 2018). Zimmer-Gembeck and 

Skinner (2011) conducted an integrative review of 58 studies that explored the developmental 

changes in coping. It was found that the breadth of coping strategies CYP have in their 

repertoire increases with age. Adolescents grow into more mature thinkers and develop a 

wider range of skills to help them cope and succeed in life. However, the developmental 

changes during adolescence can be both adaptive and maladaptive for how YP respond to 

stress. For example, adolescents continue to develop a greater self-awareness of their 

emotional state and while this can lead to adaptive coping strategies such as positive self-talk 

and emotional regulation, it can also lead to more maladaptive strategies, including cognitive 

escape, rumination or verbal aggression (Zimmer-Gembeck & Skinner, 2011). Furthermore, 

with the increased independence that accompanies adolescence, YP have a wider variety of 

behavioural distraction strategies available to them (e.g. hobbies, trips with peers). This 

greater independence alongside increased risk-taking behaviour that characterises 
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adolescence may lead to engagement in maladaptive distraction techniques, including alcohol 

and drug use.  

2.5.5  Secondary school and coping 

 As YP progress through school, there is a greater focus on academic achievements 

alongside interpersonal relationships with family and friends becoming more complex and 

challenging (Steinberg & Morris, 2001). As previously discussed, adolescents have greater 

metacognitive skills which possibly leaves them open to developing more maladaptive 

strategies. It is for these reasons that it is important to understand how adolescents cope in 

secondary educational settings so the appropriate preventative and intervention work can be 

implemented in school.  

 Wilhsson, Svedberg, Hogdin and Nygren (2017) explored how YP perceived and 

coped with school related stress using focus groups (n = 20 female & 22 male). As this 

review has already discussed the gender differences in coping for males and females and due 

to the current study focusing on adolescent male coping, Wilhsson et al. (2017) will be 

discussed with particular attention on male findings. It was found that boys have a greater 

focus on the present and they prioritise preferred activities ahead of homework as a way of 

coping with school demands. Having a private place to relax, usually the home, was 

important for both genders. The boys discussed consciously “forc[ing] away” thoughts of 

school while at home, shutting out demands through social media and video games which 

were also used as means to relax and connect socially to friends online. Connecting with 

family and friends emerged as an important method of coping for both males and females. 

Boys preferred doing a physical activity with family or peers to help them cope. This 

illustrates that while males are less likely to seek out emotional support from others (Malooly 

et al, 2017), they do choose to and benefit from engaging in activities and being around 
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others. It is possible that doing activities with family and friends is perceived to be a more 

socially acceptable way of receiving social support for boys due to the gender stereotypes 

around males and discussing their emotions. 

 Wilhsson et al. (2017) provides rich qualitative data on how adolescent boys cope 

with school-related stress. Their sample was representative by including five schools from 

rural and urban areas. Furthermore, there was an appropriate number of quotes provided to 

support their interpretations.  However, it is important to consider that the data was originally 

collected for a different research question and thus it is a secondary data analysis. Moreover, 

school administration staff were involved in recruiting participants which introduces a level 

of bias. The sample was small due to the qualitative nature of the study. A follow up 

quantitative study with a larger sample could strengthen the findings.  

 Cororada and Mihalascu (2012) conducted a quantitative study examining the coping 

strategies of adolescents in secondary schools in Romania using the COPE questionnaire 

(Coping Orientation to Problems Experienced) (Carver, Scheier & Weintraub 1989). The 

sample was large (n = 186) and participants ranged from 13 – 19 years old (97 males; 89 

females). Overall, the most commonly reported used coping strategies were planning, 

reinterpretation, active coping and instrumental support, which were considered productive 

strategies. It was not made clear what constitutes ‘instrumental support’ or ‘active coping.’ 

Male participants were significantly less likely to report seeking emotional support or using 

denial as a way of coping. Cororada and Mihalascu (2012) report that denial was the least 

used strategy after “disregarding the strategy of using alcohol and drugs.” It is unclear as to 

why alcohol and drugs were disregarded as no explanation is given in the paper. This is 

unfortunate given that alcohol and drugs have been found to be a source of stress for 

adolescent males (Williams and Pow, 2007). The finding that males are less likely to seek 

emotional support is similar to Wilhsson et al. (2017) who found that males will connect with 
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family and friends through hands-on activities instead. This perhaps is further evidence for 

the societal expectations of how males cope and how this may lead to reduced use or under 

reporting of emotional support strategies.  

As aforementioned, conforming to masculine norms is associated with poorer mental 

health (Wong et al. 2017), thus the literature on male coping further highlights the vulnerable 

position of adolescent males in coping and their well-being. It is important that schools are 

aware of such vulnerabilities since they are now expected to play a more central role in 

supporting YP’s mental health.  

2.6  The Role of Schools in Promoting Mental Health  

Article 29 of the United Nations Convention of the Rights of the Child (UNCRC, 

1987) has significant implications for schools. The UNCRC states that children’s education 

should be concerned with “the development of the child's personality, talents and mental and 

physical abilities to their fullest potential.” (UNCRC, 1987, p. 9). The convention recognises 

the role that schools play in nurturing the holistic development of children. Given that 

children start education between 3 – 4 years old, remaining within the school system until at 

least 16 years of age, schools are arguably ideally placed to identify children at risk of 

developing mental health problems and to support positive mental health development 

(Humphrey & Wiglesworth, 2016). In keeping with the health promoting school initiative 

(WHO, 1998), internationally, primary and secondary schools are implementing prevention 

and mental health promotion strategies.  

2.6.1 School curriculum 

School curricula are no longer just focusing on children’s cognitive development but 

are also paying attention to their social and emotional learning as it is recognised how 

important these skills are for positive development in childhood and into adult life. 
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Contributing to the statutory guidelines of the Education Act (2002) which stipulates schools 

must deliver a broad and balanced curriculum, many schools are including lessons on 

personal, social, health and economic education (PSHE). The PSHE curriculum aims to 

develop skills and attributes such as resilience, self-esteem and risk management whilst also 

teaching skills for later life such as economic well-being. The momentum of incorporating 

social and emotional learning into schools is ever growing. In fact, health education, which 

will include mental well-being, is being introduced as a compulsory part of the school 

curriculum in primary and secondary schools from September 2020.  

2.6.2 School based support  

 There are a wide number of universal and whole-school interventions available for 

schools to help promote positive emotional health. These programmes can focus on the 

development of social and emotional competence, problem-solving skills, coping strategies 

and overall school well-being. Examples of commonly implemented programmes can be 

found in appendix A. 

The UK government released a green paper in December 2017, titled, ‘Transforming 

Children and Young People’s mental health provision.’ This paper recognises that YP 

typically access health service support when their difficulties have become more serious and 

lengthy waiting lists mean that children are not receiving early intervention. The paper 

outlines how the government, “want to put schools at the heart of [their] efforts to intervene 

early and prevent problems escalating” (Department of Health (DoH) & Department of 

Education (DoE), 2017). The plan has 3 key elements displayed in figure 4 overleaf.  
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Figure 4. Transforming Children and Young People’s mental health provision key 3 elements 

(DoH & DoE, 2017). 

The paper emphasises the importance of a whole-school approach whereby support 

from senior leadership teams is vital for the success of schools supporting mental health. It 

has been found that whole-school approaches are more effective in creating sustainable 

change (Weare & Nind, 2011). To support this, the paper outlines ambitious plans to provide 

mental health awareness training to every staff member in primary and secondary schools. At 

public consultation, the proposal of better joint-working between health and education was 

welcomed, however, concerns were voiced regarding additional workload on schools and 

reaching YP who face barriers in accessing services. Additionally, YP felt that the services 

should be designed around their specific needs, a concern that the government agreed with 

(DoH & DoE, 2018). At the time of writing this review, the first ‘trailblazer’ was operational. 

It will be interesting to see how this vision will materialise. Furthermore, this reform applies 

to schools in England and Wales. It is not clear as to whether the government in NI will seek 

to implement a similar plan.  

2.6.3  Current practice in schools in NI 

A recent study conducted by the NCB-NI (2019) provides timely insight into the 

current practice of schools in NI in supporting emotional well-being of CYP. Encouragingly, 
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of 118 schools who completed the survey, 95% had a designated team for emotional well-

being while 94% of post-primary schools reported that mental health was a priority in their 

school development plan. The importance of training for school staff was acknowledged. It 

was common practice for teaching staff to have received training on mental health but it was 

less common for support staff to receive such training.  

There were over 40 different provisions in place across the participating schools to 

support well-being, some with a strong evidence-base and others with what is described as a 

‘local evidence base’ (NCB-NI, 2019, p. 115). Whole-school approaches adopted included, 

‘Health promoting schools’, ‘Take 5 steps to well-being’ and anti-bullying mechanisms. 

Personal development was a feature of the curriculum content within ‘Learning for life and 

work’ while the ‘iMatter’ initiative provided general and strategic approaches to supporting 

well-being for schools.  

Most mental health provision in schools in NI was reported to be in-house, but many 

utilised external agencies whereby voluntary organisations delivered sessions to pupils and 

staff on looking after their mental health. This input was highly valued and thought to have 

greater impact on pupils. However, the report found that due to the number of organisations 

offering support, senior management were concerned with ensuring the quality of the service 

and emphasised the need for it to be individualised to their pupils’ needs. Positively, all post-

primary schools in NI have access to an independent counsellor yet it was expressed 

increased access to this service would be beneficial. Other provisions in schools included 

peer-support initiatives and parent training.  

The study highlighted barriers faced by schools in supporting the mental health of 

pupils. Funding, availability of effective training for staff and lack of time were expressed as 

challenges. Staff confidence in approaching the topic of mental health was an obstacle which 

was related to staff knowledge and skills. Whilst there was recognition that there have been 
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improvements in terms of openness about talking about mental health, stigma was still 

reported by most participants as a significant challenge, particularly with help-seeking for 

boys.  

2.6.4  Helping students cope 

It is important that strategies targeting YP’s mental health promote well-being, rather 

than just focusing on ‘treating’ poor mental health. As already said, adolescence is a time of 

stress. Stressors such as family and peer conflict, academic pressures, increased social 

interactions and identity confusion have been found to contribute to mental health issues 

(Frydenberg et al. 2004). It has been suggested that equipping adolescents with a range of 

potentially productive strategies to cope with stress could act as a prevention strategy against 

the development of mental health difficulties. Productive coping strategies include working 

hard, dealing with the problem and seeking social support whereas non-productive strategies 

include worry and self-blame (Frydenberg & Lewis, 1993b).  

Interventions that focus on improving YP’s ability to cope may naturally concentrate 

on teaching productive strategies, however, findings by Lewis and Frydenberg (2004) 

demonstrates that adolescents who profess to be the weakest copers (using the Adolescent 

Coping Scale) (ACS; Frydenberg & Lewis, 1993b) are already using some productive 

methods, alongside non-productive strategies. Lewis and Frydenberg (2004) suggested that 

interventions should instead focus on reducing adolescents’ reliance on non-productive 

coping strategies. Rothbaum, Weisz and Snyder’s (1982) provide an explanation as to why 

poor copers use non-productive strategies despite being aware of productive strategies. The 

fall-back hypothesis suggests that when adolescents find their attempts at using productive 

strategies ineffective, they turn to non-productive strategies. This suggests that interventions 

should also focus on increasing the quality of productive strategies used by adolescents, and 

not just the frequency of use. A strength of this study is that it asked YP themselves about 
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how they cope. It is also important to listen to the voice of CYP on what support they need in 

school to promote their well-being. There are a vast number of reasons why professionals and 

schools should listen to what YP have to say in this regard.  

2.7  Why Should we Listen to the Voice of the Child? 

Firstly, adults and professionals working with children should listen to the voice of 

the child because it is their human right. A key category of the UNCRC is participation. 

Article 12 stipulates that CYP have the right to share their views on all matters affecting them 

and such views should be given due weight. This means that YP should be given the 

opportunity to actively participate in any decision-making processes that concern them, 

including how their mental health is supported.  

Secondly, professionals working with YP should ensure that they are consulted with 

as it has been found that young people highly value having their voices heard. In a large 

representative study (n = 1064), Kilkelly et al. (2004) found that what CYP valued most in 

terms of their rights was having their voices listened to in decision-making processes that 

affected them. 

Thirdly, professionals working with children should listen to their voice as it can 

increase compliance with interventions. It has been suggested that by including children in 

designing an intervention, they are more likely to comply with it, which will consequently 

improve implementation (Briesch & Chafouleas, 2009). Furthermore, this may be of 

particular relevance to adolescent boys as perhaps if they were able to share their opinions on 

what would be beneficial and worthwhile for them in an intervention, they may be more 

likely to engage. This echoes the suggestion of Rice et al. (2018) who noted efforts should be 

made to make support systems more appealing to young men.  
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Lastly, if professionals fail to listen to the voices of children, the systems around 

children, which are ironically there to support them, would be reliant and informed entirely 

by adult opinion. A large survey study conducted by Smith, Gaffney and Nairn (2004) 

illustrates why it is so important that YP are consulted with about how their mental health is 

supported in school. Smith et al. (2004) asked 15 – 16 year old pupils (n = 821) and their 

teachers (n = 438) for their views on the healthiness of their school environment. The results 

demonstrate a striking gap between the perceptions of YP and the professionals who work 

with them. It was reported that 55% of pupils found the school counsellor easy to talk to, 

compared to 86% of staff. While there was agreement between pupils and staff that mental 

health issues are prominent in the school, the YP were about a third as likely to report that 

help was available for those suffering compared to staff. Interestingly, despite mental health 

being identified as a real issue within school environments, only 56% of staff and 24% of 

students reported that the topic of mental health was covered in class.  

The findings of Smith et al. (2004) provide insight into the barriers that deter YP from 

seeking help for their mental health. The factors identified were concerns regarding trust, 

their confidence in staff and their personal struggles with admitting they have a problem. 

When asked if students could talk to staff about their health, there was a large discrepancy 

between pupil and staff perceptions (42% and 93%, respectively). It appears that teachers 

may perceive themselves to be open and approachable but this good-will has failed to 

translate to YP. Smith et al. (2004) recommended that YP’s voices are listened to as they are 

active agents, capable of articulating their needs, evaluating current circumstances in their 

schools and are able to suggest effective strategies in promoting their health.  

The danger of only gaining adult opinion with regard to how YP’s mental health 

should be supported in schools stems from the mismatch in views between children and 
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adults. It is possible that adult suggestions could be biased towards adult agendas and they 

could also be distorted collections of their own childhood (Aston, 2014).  

2.7.1  Views of young people on mental health promotion 

Given the increasing recognition of children’s participatory rights and the advantages 

of listening to their views, a body of research is emerging that is exploring the views of YP 

on the topic of mental health promotion.  

Woolfson, Mooney and Bryce (2007) examined the views of adolescents about the 

mental health education that they received in secondary schools in Scotland. A range of 

methods were used, including, reviewing the content and means of delivery of current mental 

health education programmes, focus groups (n = 44) and completion of a questionnaire (n = 

773). The inclusion of a questionnaire allowed for a larger group of pupils’ views to be 

captured, thus increasing the representativeness of the findings. Furthermore, the 

questionnaire was produced in response to the themes emerging from the focus groups, 

meaning that it was driven by the participants’ views rather than adult opinions so it was less 

likely to be biased towards an adult agenda.  

It was found that adolescents want mental health education to be delivered by a range 

of people including external professionals and those with personal experience of mental 

health difficulties. Others have also had similar findings (e.g. Smith et al, 2004). Adolescents 

also voiced a preference for class-group learning rather than whole-school learning, with the 

inclusion of interactive methods such as videos, poster making and school trips to hospitals to 

increase enjoyment and reinforce learning. There was a sense that mental health education 

did not cover a broad enough range of topics, with too much emphasis on substance abuse 

and bullying and not enough preventative or coping strategies being taught. Interestingly, 

gender differences emerged in preferences of topics covered with mental ill-health, stress, 
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eating disorders, self-harm and abuse being salient for girls, while alcohol and drug misuse 

was found to be salient for boys. 

In response to their findings, Woolfson et al. (2007) set out recommendations for the 

provision of mental health education. They suggested that mental health education should 

begin in primary school, continuing into secondary school with increasing intensity and 

depth. It was also suggested that each school should have a designated lead in charge of 

mental health education to facilitate planning of the programme. This echoes the aim of the 

recent government green paper (DoH & DoE, 2017). They also highlight the need to be 

aware of gender preferences. This study illustrates that adolescents are capable of articulating 

their views and their views can be used to ensure mental health education caters for the target 

audience. 

Others have explored the views of adolescents on mental health promotion in 

secondary schools in England. Aston (2014) used focus groups with 26 adolescents (21 boys 

& 5 girls) aged between 13 – 19 years old. To ensure that the views of the participants were 

at the heart of the process, person-centred-planning (PCP) was used whereby responses were 

written or drawn onto a large piece of paper. Responses highlighted how YP want their views 

to be listened to and acted upon. Interestingly, the importance of strong leadership in schools 

was suggested by YP as a key factor in mental health promotion.  

Adolescents were insightful about their personal concerns about their identity and 

how appearance and hormones affect their well-being. The development of supportive and 

trustworthy relationships were noted as a protective factor. At a school level, the YP 

identified school culture and ethos as being significant in promoting mental health. They 

voiced a wish that the curriculum would be delivered in a flexible and creative manner whilst 

a sub-sample of highly academic boys stated that they wanted their teachers to realise how 

learning affects them and voiced a wish for tailored teaching according to individual needs.   
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2.8  Narrative Summary 

The mental health of children and adolescents today is a worrying concern for their 

families and professionals working with them. The history of NI with the legacy of the 

Troubles and the ongoing transgenerational trauma places children and adolescents in NI in a 

unique and possibly more fragile position. This review has illustrated that there are gender 

differences in the area of mental health and coping styles and it has been suggested that the 

mental health of adolescent boys is vulnerable due to perceived societal expectations, fear of 

stigma, poor mental health literacy and less help-seeking.  

  The role that schools can play in supporting pupils’ mental health and their ability to 

cope with stress has become more recognised and this has led to the implementation of 

provisions in schools that promote positive well-being and a new government vision placing 

schools at the centre of mental health promotion with the younger generation. Little research 

has sought the views of adolescents themselves on how they would like school to support 

their well-being.  

In summary, this narrative review led the researcher to conduct a focused review 

using systematic methods, focusing on the views of adolescent boys on what coping 

strategies they use when they are worried or concerned. 
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2.9  Focused Review using Systematic Methods of Studies on Adolescent Boy’s Views 

on Coping with Worries and Concerns in Educational Settings 

2.9.1 Rationale 

The narrative review identified the need to carry out a focused review using 

systematic methods to identify, retrieve, critically analyse and synthesise the findings of the 

available research on the views of adolescent males, in educational settings, on coping with 

worries and concerns. A systemic approach to a review aims to answer a specific question 

using ‘explicit, rigorous and accountable methods’ (Gough, Oliver & Thomas, 2017) to 

establish was it known about a certain topic, inconsistencies in the literature and what gaps 

may remain.  

Dempster (2011) argued that a focused review should answer a specific and focused 

question that is informed by the researcher’s knowledge of the topic of interest. Following the 

narrative review, the focused review question is, ‘What is known about the views of 

adolescent boys in educational settings about how they cope with worries and concerns?’ 

The process involved in the completion of this focused review is outlined below. Each 

step is then discussed in detail for the reader. 

2.9.2 Search strategy; 

2.9.3 Inclusion and exclusion criteria; 

2.9.4 Selection of studies; 

2.9.5 Data extraction; 

2.9.6 Critical appraisal; 

2.9.7 Synthesis of study findings. 
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2.9.2  Search strategy 

Five electronic databases were systematically searched: PsycInfo, Web of Science, 

SCOPUS, Eric (Educational Research Index and Abstracts) and the British Education Index. 

A search of the grey literature (theses, dissertations and reports) was also conducted via 

ProQuest Education and Google Scholar using the same search terms as documented below. 

Hand searching, also referred to as the ‘chaining technique’ was also completed for literature 

that was possibly missed in the electronic search. This involved scanning the reference lists 

of electronically identified articles to manually retrieve possible relevant literature. 

The search strategy (outlined in figure 5) consisting of keywords, Boolean operators 

and specific fields were combined and consistently applied to all electronic databases to 

identify the most relevant studies. 

 

 

 

 

 

 

 

 

 

 

Figure 5. Search strategy. 

 

 

 

Adolescen* OR teen* (ALL FIELDS) 

AND 

Boy* OR male* (ALL FIELDS) 

AND 

“Cop* strateg*” OR “cop* style*” OR “cop* skill*” OR cop* (TITLE) 

AND 

School OR education (TITLE) 

AND  

“Mental health” OR “well-being” OR “well being” OR worr* OR stress* or 
concern* OR “emotional well-being” OR “emotional well being” (ALL FIELDS) 
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2.9.3  Inclusion and exclusion criteria 

Studies were included in the review if they met the following inclusion criteria: 

1. Views of adolescent boys on coping for general mental health / well-being / worries 

were gathered; 

2. Research conducted in post-primary school / post-primary educational setting; 

3. Research used qualitative and/or quantitative methods if relevant to the focused 

review question; 

4. Primary data sources used; 

5. Available in English; 

6. UK, US & International literature considered.  

The following exclusion criteria was applied: 

1. Research sought views of only girls on coping; 

2. Research conducted settings other than post-primary educational settings; 

3. Secondary data used; 

4. Research not available in English. 

5. Research conducted with a specific population (e.g. adolescents with autism spectrum 

disorder); 

6. Conducted to answer specific research question, not relevant to the focused review 

question (e.g. validation of coping questionnaire); 

7. Research that includes male and female views where it is not possible to identify male 

views only.  

The rationale for each inclusion and exclusion criteria is presented in appendix B. 
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2.9.4  Selection of studies 

The search strategy detailed in figure 5 was applied to five electronic databases and 167 

potential sources were identified: Web of Science identified 31 papers; 7 via ERIC; 2 papers 

were identified by British Education Index; 73 were located by SCOPUS and 54 articles were 

found via PsycInfo. Of these articles, 39 were found to be duplicates and were subsequently 

removed.  

A further 87 articles were identified in the ‘grey literature’ and 3 were found via the 

process of hand searching. Of these articles, 18 were found to be duplicates and were 

removed, meaning there was a total of 57 duplicates removed from the search. The full search 

and screening process is presented in the PRISMA (Preferred Reported Items for Systematic 

Reviews and Meta-Analyses) flowchart (Moher, Liberati, Tetzlaff & Altman, 2009; Figure 6 

overleaf).  
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Figure 6. PRISMA flowchart illustrating database searching and screening process. 
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Following the removal of 57 duplicates, the inclusion and exclusion criteria were applied 

to the remaining 200 articles. This was completed in a two stage process as follows: 

1. Screening based on inspection of titles and abstracts resulting in one of three 

outcomes; 

a) The article appears to meet inclusion criteria – obtain full text. 

b) Unclear from title and abstract as to whether it meets inclusion criteria – obtain 

full text. 

c) The article does not meet inclusion criteria – do not include.  

One hundred and sixty-two studies were excluded at stage 1 of the screening process. A full 

list of these studies with reasons for exclusion is in appendix C. 

2. Screening based on application of inclusion criteria on full-text inspection. 

The remaining 38 studies underwent screening based on full-text inspection. Following 

application of inclusion criteria, 29 studies were removed. A full list of these studies with 

reasons for exclusion can be found in appendix D. Full-texts were requested from all authors 

of articles that were not readily available via email or research gate.  

A total of 9 studies were included in the final review. Whilst time-consuming, a systematic 

search of the literature provided the researcher with up to date information on all of the 

existing literature on this topic. The 9 studies included in the final synthesis met all the 

inclusion criteria and are listed overleaf.  
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2.9.5  Data extraction 

Three types of data were extracted from each study. This includes general overview of 

the study, information about research quality and information to enable a narrative synthesis 

of the data to be conducted. Table 1 displays a general overview of the studies included in the 

review including author(s), location, method and sample size. Information regarding the 

research quality was extracted using the Critical Appraisal Skills Programme (CASP) 

checklist for qualitative studies (summary of appraisal in table 2) while Gough’s (2007) 

Weight of Evidence (WoE) framework was used to appraise quantitative studies (summary of 

appraisal in table 3). Findings from each study were extracted and are displayed in tables 4 – 

12 which informed the narrative synthesis.  
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Table 1 

Summary table of included articles 

Author(s) Date & 
Location 

Methodology Sample size Participants age 
No. of 
post-
primary 
schools 

No. of male 
participants  

de Anda, Bradley, 
Collada, Dunn, 
Kubota, Hollister, 
Miltenberger, 
Pulley, Susskind, 
Thompson & 
Wadsworth. 
 

1997 / US Quantitative  
 
Adolescent Stress and Coping 
Measure (adapted by de Anda et 
al., 1992). 

1 16 12 – 14 years old 
(mean age 13).  

de Anda, Baroni, 
Boskin, Buchwald, 
Morgan, Ow, Gold 
& Weiss. 

2000 / US Quantitative  
 
Adolescent Stress, Stressor and 
Coping Measure (revised                                                                     
version of Adolescent Stress and 
Coping Measure, Bradley et al., 
1990). 

4 148 15 – 18 years old 
(mean age 16). 

 
Frydenberg & 
Lewis. 
 

 
1993 / 
Australia 

 
Quantitative 
 
Adolescent Coping Scale 
(Frydenberg & Lewis, 1993b). 
 

 
5 

 
343 

 
12 – 16 years. 

Mates & Allison 1992 / 
Canada 

Qualitative  
 
Focus groups  

3 16 15 years old 
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Author(s) Date & 
Location 

Methodology Sample size Participants age 

No. of 
post-
primary 
schools 

No. of male 
participants 

Kilic, Erol & Kilic. 
 

2011 / 
Turkey 

Quantitative  
 
Strategies for Coping with Stress 
Scale: (Amirkhan, 1990). 
 

1 135 Not specified  

Parikh, Sapru, 
Krishna, Cuijpers, 
Patel & Michelson. 
 

2019 / India Qualitative  
 
Focus groups  

8 79 11 – 17 years old 
(mean age 14). 

Salavera, 
Usan, Perez, Chato 
& Vera. 

2017 / 
Spain 

Quantitative  
 
Adolescent Coping Scale 
(Frydenberg & Lewis, 1993b). 
 

Not 
specified 

711 11 – 18 years old 
(mean age 13.77). 

Sung, Puskar & 
Sereika.  

2006 / US 
 

Quantitative 
 
The Coping Response 
Inventory-Youth (CRI-Y: Moos, 
1993). 
 

1 24 14 – 16 years old 
(mean age 15.7).  

Cocoradă & 
Mihalaúcu. 
 

2012 / 
Romania 

Quantitative 
 
Coping Orientation to Problems 
Experienced (COPE: Carver, 
Scheier and Weintraub, 1989). 

2 97 13 – 19 years old 
(mean age 16.3).  

http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7058734
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=12070610
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=35592685500&zone=
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2.9.6  Critical appraisal 

Following the identification of studies that met the eligibility criteria, each study was 

critically assessed for quality to determine the level of rigour in which it was conducted. The 

critical appraisal of studies is vital in determining the quality of the research and 

consequently informs how much weight to place on each study in answering the review 

question (Petticrew & Roberts, 2006). It has been argued that the critical appraisal of research 

should not be the reading of an article to see if it is, ‘good enough’. Rather it should involve 

the application of checklists or frameworks that allow the researcher to systematically 

examine the methodology in a way that is consistent for all studies (Petticrew & Roberts, 

2006). Gough (2007) argues that it is not only the quality of the methodology that is 

important but more so the relevance each study has to the review question. The articles 

included in the review consist of a mixture of qualitative and quantitative methods, therefore 

it was necessary to assess their quality using two different approaches.  

 There are no agreed guidelines or specific tools in critically appraising qualitative 

research (Petticrew & Roberts, 2006) and it has been argued that the very nature of 

qualitative research does not ‘suit’ being reduced to a technical checklist (Barbour 2001). 

Nevertheless, attempts have been made to provide tools or frameworks to aid the appraisal of 

qualitative research such as that outlined by Meyrick (2006). A commonly used tool is the 

Critical Appraisal Skills Programme Qualitative Checklist (CASP, 2018). The CASP was 

used in this review as it is easily accessible, provides clear criterion and it is recommended 

for novice researchers (Singh, 2013). 

 There are numerous tools to aid the appraisal of quantitative studies such as Downs 

and Black’s (1998) checklist and a more commonly used tool is the Weight of Evidence 

(WoE) framework (Gough 2007) which was used in this review due to it being extensively 

used in systematic reviews. Downs and Black’s (1998) checklist is more appropriate for the 



44 
 

appraisal of intervention studies and it requires further methodological refinement (Downs & 

Black, 1998). 

2.9.6.1 CASP (2018) checklist 

The CASP checklist is a predetermined tool that assists the appraisal of qualitative 

research. It consists of 10 questions that examine three broad areas; validity, findings and the 

value and implications of the findings. Responses to questions are limited to ‘yes’, ‘no’ or 

‘can’t tell.’ The first two questions are reported to be for screening purposes and the 

remaining eight address research design, recruitment, data collection, researcher bias, ethical 

considerations, analysis, findings and contribution of the research. A copy of the CASP 

checklist (2018) can be found in appendix E.  

Table 2 overleaf presents a summary of the critical appraisal of the two qualitative 

studies included in the review, using the CASP checklist.  
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Table 2 

Summary of CASP appraisal of qualitative studies. 

Question Mates & 
Allison (1992) 

Parikh et 
al. (2019) 

Was there a clear statement of the aims of the 
research? 
 

Yes Yes 

Is a qualitative methodology appropriate? Yes Yes 

Was the research design appropriate to address the 
aims of the research? 
 

Yes Yes 

Was the recruitment strategy appropriate to the aims 
of the research? 
 

No Yes 

Was the data collected in a way that addressed the 
research issue? 
 

Yes Yes 

Has the relationship between researcher and 
participants been adequately considered? 
 

Can’t tell Can’t tell 

Have ethical issues been taken into consideration? Can’t tell Yes 

Was the data analysis sufficiently rigorous? No Yes 

Is there a clear statement of findings? Yes  Yes 

How valuable is the research? Can’t tell Yes 

 

 Mates and Allison (1992) and Parikh et al. (2019) both used qualitative methods 

which were deemed suitable to address the research aims. Parikh et al. (2019) clearly stated 

the study’s aim while the main aim of Mates and Allison’s (1992) study was more 

ambiguous. The two studies differed greatly in the level of detail given in relation to 

recruitment and the quality of the recruitment process. The recruitment process in Parikh et 

al. (2019) was transparent and detailed, with participants being invited to take part via 

classroom announcements and participant and parent study information sheets being 

distributed prior to participation. The potential of bias was reduced as all adolescents within 
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the target age range in schools were invited to participate by the researchers thus no 

intermediary school staff member was involved in the recruitment process. Those interested 

in participating were given information about the study’s aims and methods prior to 

participation. In Mates and Allison’s (1992) study, participants were recruited by teachers in 

the school. No further information was given.  

 Both studies used focus groups for data collection which was appropriate for the 

research aims. Parikh et al. (2019) used a semi-structured interview schedule to guide the 

focus groups (access link to interview schedule was included in paper) whereas Mates and 

Allison (1992) were guided by two general questions, both of which were stipulated in the 

article. Parikh et al. (2019) clearly discussed saturation of data while this was less clear in 

Mates and Allison (1992) who instead reported how responses were ‘exhausted.’ It was 

difficult to ascertain whether either study considered the relationship between the researchers 

and the participants as this issue was not directly discussed in either paper. It is important to 

consider the role of researchers in conducting focus groups and what potential influence this 

may have had on participants’ responses.  

In terms of ethical considerations, Parikh et al. (2019) provided details discussing how 

consent and other ethical procedures followed the protocol of their review boards. They also 

stipulated that parental consent was gained for each participant through an opt-out procedure. 

Mates and Allison (1992) did not discuss gaining participant or parental consent which is 

significant given that participants were under 15 years old, nor did they report details of 

ethical approval. Neither study discussed a debrief procedure.  

Parikh et al. (2019) provided a detailed description of how the data was analysed 

using thematic analysis. There were multiple researchers coding the data, triangulation is 

discussed and agreements and disagreements in the summary of results is acknowledged. 
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Mates and Allison did not discuss how focus group data was analysed and therefore it is not 

possible to ascertain the quality of their analysis. Both studies provide clear statements of 

findings and discussed the value of their research in terms of implications for practice and 

future research. The two studies differ in quality based on the criteria set out by the CASP 

(2018).  

 2.9.6.2 Weight of Evidence (Gough, 2007) 

The seven studies employing quantitative methods were evaluated against the WoE 

framework which was guided by the work of Smith (2009). Given the number of studies to 

appraise, each study was addressed in turn. Table 3 provides a summary of the all appraisals.  

Table 3 

Summary of Weight of Evidence judgements for quantitative studies. 

Study WoE A: 
Generic 
Quality 

WoE B:  
Appropriateness 
of method 
(design and 
analysis) 

WoE C:  
Relevant to 
review 
question 

WoE D:  
Overall WoE 

de Anda et al. (1997). Low Low Low Low 

de Anda et al. (2000). Medium Medium Medium Medium  

Frydenberg & Lewis 
(1993a). 

Medium Medium High Medium 

Kilic, Erol & Kilic 
(2011). 

Medium Low Low Low 

Salavera, 
Usan, Perez, Chato 
& Vera (2017). 

High Medium  Medium  Medium  

Sung, Puskar & Sereika 
(2006). 
 

Medium Medium Low Medium 

Cocoradă & Mihalaúcu 
(2012). 

Medium Low Medium Medium 

http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7058734
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
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The appraisal of de Anda et al. (1997) is provided below whilst the full appraisal of the six 

remaining studies can be found in appendix F. 

2.9.6.3 de Anda et al. (1997) WoE 

In terms of generic methodological quality (WoE A), de Anda et al. (1997) was rated 

low. A rationale was included and a detailed description of participant demographics. 

However, for a quantitative study, the sample was small (N = 54) and it was heavily skewed 

towards female representation (38 females to 16 males). The measure used to examine stress 

and coping strategies (Adolescent Stress and Coping Measure (ASCM), de Anda et al., 1992) 

had high internal consistency as judged by Cronbach’s alpha. No qualitative data was 

collected thus participants’ responses were limited to the items presented in the scale. The 

analysis was limited, relying on descriptive statistics and frequency data.  

In terms of review specific quality, (WoE B) de Anda et al. (1997) was rated low in 

terms of research design and analysis. The study employed a quantitative design, however it 

would have benefited from including a qualitative measure to gain further insight into 

participants’ views. The presentation of gender differences in coping strategies could have 

been made clearer to aid the reviewer in extracting male only views. Furthermore, male views 

counted for less than 30% of the sample. 

On the third judgement (WoE C), de Anda et al. (1997) was rated as low as the 

approach and focus of the study was deemed somewhat relevant to the current review. It 

examined the coping strategies used by adolescents in dealing with stress which is relevant to 

the review question but there was a greater focus on stress. There was no specific research 

question included but the aim of the study was clear as the purpose of the study was outlined. 

The sample is a limitation of the study due to the small number of male participants therefore 

effecting the generalisability of the findings for this review. As previously mentioned, the 
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analysis was limited and it included the sources and frequency of stressors for adolescents in 

addition to their coping strategies therefore only part of the analysis was relevant to this 

review question.  

A WoE D judgement was calculated based on the average rating in the three previous 

categories. de Anda et al. (1997) was given an overall weight of evidence rating of ‘low’ 

indicating that the research was somewhat relevant in that it examined coping but with an 

additional focus on frequency and duration of stress. 

 Following the critical appraisal of the seven quantitative studies, it was found that 

they vary in quality. Five of the studies were rated as medium in terms of their weight of 

evidence and two studies were rated as low (see table 3 for summary). As such, the synthesis 

of findings will include all nine studies (including the two previously appraised qualitative 

studies), however, more ‘weight’ will be given to the studies rated to be of higher quality and 

more relevant to the review. 

 

2.9.7  Synthesis of study findings 

As the studies in the review are heterogeneous in methodological approaches, an 

inclusive approach was taken by including the range of study designs. The qualitative 

findings will be reported alongside the quantitative synthesis as they provide certain insights 

into the review question that were not illuminated by the quantitative evidence alone 

(Petticrew & Roberts, 2006). The reviewer was reluctant to simply ‘turn’ the qualitative data 

into quantitative data, as it would be considered a ‘waste of qualitative data’ (Petticrew & 

Roberts, 2006). A series of tables are included that summarise the findings of each study.  

These are firstly grouped by methodology (qualitative or quantitative) and secondly ordered 
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by study quality (derived from the critical appraisal). The synthesis aimed to address the 

specific and focused review question:  

What is known about the views of adolescent boys in educational settings about 

how they cope with worries and concerns? 
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Table 4 

Findings: Parikh et al. (2019). “It is like a mind attack”: stress and coping among urban school-going adolescents in India. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

Study Aim Research 
Question 

Summary of Findings 

Theme Key Findings  

The ultimate aim was to provide 
contextually relevant insights for 
developing mental health 
interventions in Indian schools. 
 
Specific aims:  
Explore common ecological 
stressors faced by adolescents in 
two predominantly urban states 
in India. 
 
Explore adolescents’ subjective 
experiences of stress. 
 
Explore strategies used by 
adolescents to manage stress 
reactions across age, gender and 
sites. 

Study aims only. Common 
ecological 
stressors 
 
Stress 
reactions 
 
 
 
Coping 
strategies 

Academic pressure was most commonly identified stressor 
across age and gender. Other stressors included romantic 
relationships, negotiating anatomy and safety.  
 
Anger, shouting and damaging property common reactions to 
stress. Boys reported hurting themselves/others when angry. 
Stress associated with irritability, loneliness and not expressing 
self to others. 
 
Range of coping mechanisms used. Boys less likely to seek 
social support. Distraction widely used for immediate relief 
from negative affect and preoccupying thoughts. Enjoyable 
activities and spending time with friends used to reduce stress. 
Boys actively avoid interactions with family, teachers and skip 
school due to academic stressors. Problem-solving coping 
uncommon. Substance use including alcohol and cannabis used 
to forget about the stress. Suicide considered a last resort to find 
relief from stressors. 
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Table 5 

Findings: Mates and Allison (1992). Sources of stress and coping responses of high school students. 

Study Aim Research 
Question 

Summary of Findings 

Theme Key Findings 

To identify the major sources of stress and 
the various means by which high school 
students deal with them. 
 

Study aims only  Sources of stress 

 

 

 

 

Coping responses 

Some commonality and differences in sources of 
stressors across academic abilities. Family stress, 
work/money and friends source stress across all 
academic abilities. 
School and sports source of stress for advanced 
and general academic streams while gangs and 
addiction/drugs source of stress for adolescents in 
the ‘basic’ academic stream. 
 
 
Substance use was common way of dealing with 
stress (alcohol, drugs and smoking).  
Diversionary strategies reported including 
relaxing, music, playing musical instruments and 
sports and watching TV. Recognised that they did 
not deal directly with source of stress. 
Rebellious strategies reported including going 
against parents’ rules, violence and damaging 
property. 
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Table 6 

Findings: Frydenberg & Lewis (1993a). Boys play sport and girls turn to others: age, gender and ethnicity as determinants of coping. 

Study Aim 
 

Coping Measure Summary of Findings 

To determine the extent to which strategies 
and styles are utilized by a population of 
Australian adolescents to cope with their 
concerns in general. 
 
Further aim 
What way does age, gender and ethnicity 
mediate coping? 
 

Adolescent Coping 
Scale (ACS) 

Most commonly reported coping strategies of adolescent boys are (in 
descending order); work and achieve, solve the problem, wishful 
thinking, friends and belonging. 
 
Least commonly reported strategies used (in descending order); social 
action, seeking professional help and spiritual support. 
 
Coping style of boys – most commonly reported strategies indicate they 
have a coping style of ‘solving the problem’ and less likely to make 
‘reference to others’ to cope. 
 
Gender comparisons – boys more likely than girls to use physical 
recreation to cope. Boys less likely to seek social support, wishful 
thinking and use tension reduction strategies. 
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Table 7 

Findings: Salavera et al. (2017).  Differences in happiness and coping with stress in Secondary Education students. 
 
Study Aim 
 

Coping Measure Summary of Findings 

To describe the coping strategies adopted by 
adolescents in different situations of stress 
that occur in their daily-to-day lives, and their 
perception of happiness. 

Adolescent Coping Scale 
(ACS) 

Most frequently used coping strategies by adolescent boys 
were physical distraction, seeking relaxing diversions, 
working hard, wanting to belong and concentrating on 
solving the problem. 
 
Least frequently used strategies were reducing stress, not 
coping, taking social action and seeking spiritual support. 
 
Gender comparisons – boys used more unproductive type 
strategies (ignoring problem, keep problem to self). Boys less 
likely to seek social support. 
 
Perceived subjective happiness related to coping strategies 
that involve others (want to belong, social action, spiritual 
support). Subjective happiness less related to use of 
unproductive coping strategies (worry, not coping, self-
blame, keeping problem to self). Productive coping styles did 
not intervene in perception of happiness. (NB. This finding 
reflects the sample as a whole and is not reflective of male 
participants only). 

 
 

 

 

http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
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Table 8 

Findings: de Anda et al. (2000). Stress, Stressors and Coping among High School Students. 
 

Study Aim 
 

Coping Measure Summary of Findings 

To identify the stressors adolescents 
experience and the frequency and 
effectiveness of the coping strategies they 
employ in dealing with these stressors. 

Adolescent stress, 
stressor and coping 
measure 

Most frequently encountered stressors highly associated with 
school. They include; own expectations about career and school, 
future life plans, tests, grades and homework. 
 
Most frequently used coping strategies by adolescent boys were (in 
descending order); distraction, relaxation, cognitive control, 
affective release and help-seeking. 
 
Gender comparisons – boys less likely to release affect, seek help 
and engage in confrontation and are more likely to use substances 
as means of coping. 
 
Across genders – overall use of maladaptive coping strategies 
reported to be low in frequency. Students with highest reported 
levels of stress tended to employ maladaptive strategies with higher 
frequency and also viewed them as more effective (NB: these 
findings relate to the entire sample and are not male specific). 
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Table 9  

Findings: Sung et al. (2006). Psychosocial factors and coping strategies of adolescents in a rural Pennsylvania high school. 

Study Aim  
 

Coping Measure Summary of Findings 

To identify the coping levels of rural 
adolescents and gender differences of coping 
strategies and psychosocial factors. 
 
Additional aim: 
To evaluate the relationship of coping 
strategies with psychosocial factors of rural 
adolescents in terms of anger, anxiety, 
depression and self-esteem. 

The Coping Response 
Inventory - Youth 

Coping strategies categorised as approach responses and avoidance 
responses. 
 
Most frequently used strategies by adolescent boys are (in 
descending order); positive reappraisal (construe and restructure a 
problem in a positive way); cognitive avoidance (avoid thinking 
realistically about a problem); logical analysis (understand and 
prepare mentally for a stressor and its consequences); problem-
solving (take action to deal directly with the problem). 
 
Least frequently used strategies by adolescent boys are (in 
descending order); seeking guidance (seek information, guidance, or 
support); emotional discharge (reduce tension by expressing 
negative feelings) and seeking alternate rewards (get involved in 
substitute activities and create new sources of satisfaction). 
 
Gender comparison – boys significantly less likely to seek support 
from others. Boys less reported traits of anxiety and depressive 
symptoms. Boys higher self-esteem.  
 
Coping and psychosocial issues – anger related to avoidance 
strategies while anxiety and depressive variables related to both 
approach and avoidance coping (NB: these findings relate to the 
entire sample and are not male specific). 
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Table 10  

Findings: Cocoradă and Mihalaúcu (2012). Adolescent coping strategies in secondary school. 

Study Aim 
 

Coping Measure Summary of Findings 

To examine the coping strategies used by 
adolescents in secondary school. 
 
Additional aims: 
To investigate the differences regarding 
coping depending on the gender, age and 
locus of control. 
 
 

Coping Orientation to 
Problems Experienced 

Most frequently reported style of coping for all adolescents (males 
and females) were (in descending order); planning, reinterpretation, 
active coping and instrumental support seeking.  
 
Least frequently reported style of coping for all adolescents (males 
and females) were; behavioural disengagement, denial and 
emotional discharge. 
 
Gender comparison – boys significantly less likely to seek emotional 
social support, less denial and less emotional discharge. 
 
Age comparison – younger adolescents more likely to use emotional 
discharge and mental disengagement than older adolescents (NB: 
relates to all adolescents, not male adolescents only). 
 
Students with an internal locus of control reported higher scores on 
productive strategies, while those with an external locus of control 
report higher scores on non-productive strategies (adolescents (NB: 
relates to all adolescents, not male adolescents only). 
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Table 11 

Findings: Kilic et al. (2011). The effect methods to cope with stress in high school students on hopelessness and self-esteem. 

Study Aim 
 

Coping Measure Summary of Findings 

To determine the effect of methods 
used to cope with stress by high 
school students on their hopelessness 
and self-esteem levels. 

Strategies for Coping 
with Stress Scale 

Three styles of coping examined. Most frequently reported style of coping 
for adolescent boys were (in descending order); problem-solving, 
avoidance and seeking social support.  
 
Gender comparison – boys significantly less likely to seek social support 
and less likely to use avoidance. 
 
Coping and hopelessness and self-esteem – greater use of problem-solving 
strategies related to higher self-esteem and lower hopelessness. Frequent 
use of avoidance strategies related to lower self-esteem. Low social 
support related to greater hopelessness.  
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Table 12 

Findings: de Anda et al. (1997). A Study of Stress, Stressors, and Coping Strategies among Middle School Adolescents. 

Study Aim 
 

Coping Measure Summary of Findings 

To examine the perceptions of 
adolescents regarding their 
experience of stress, their 
identification of the stressors in their 
environments and their use and 
evaluation of the success of coping 
strategies for dealing with stress. 

Adolescent Stress and 
Coping Measure 

Adolescent boys reported low frequency and short duration of daily stress. 
 
Coping strategies split into two categories (adaptive and maladaptive). 
Adaptive strategies only used with moderate – low frequency. Maladaptive 
strategies used with low frequency.  
 
Most frequently used strategies were help seeking, distraction and 
relaxation. Least frequently used strategies were substance abuse, 
aggressive behaviour and maladaptive coping (deny my feeling; overeat). 
(NB: This finding is across genders however no significant gender 
differences were found).  

 

 

 



  

60 
 

A narrative synthesis was attempted using the two qualitative studies and seven 

quantitative studies. Although different terminology was used across studies in reference to 

adolescent boys’ coping, similarities were apparent so the researcher adopted overarching 

terminology to organise findings. Furthermore, as the qualitative data provided additional 

insight into the review question, it will be presented within the synthesis as it complements 

the quantitative data (Sandelowski, Voils & Barroso, 2006). 

Figure 7 overleaf presents a synthesis of the common findings arising from across the 

nine studies. The views of adolescent boys in secondary schools about how they cope with 

worries or concerns have been grouped under four areas: sources of stress; coping; function 

of strategy; and coping and well-being. In general, each study has a commonality (how 

adolescent boys cope with daily stress) but differences also exist which can be explained by 

the methodology used and the additional aims of the research. For example, the qualitative 

studies (Parikh et al., 2019 and Mates and Allison, 1992) provided insight into the functions 

of the coping strategies and were useful in understanding ‘why’ boys used certain techniques.  
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Figure 7. Synthesis of key findings from included studies. 

 

Sources 
of stress 

A range of daily stressors. School is a common source of stress for 
this age group with pressure from others and themselves causing the 
boys concern. Interpersonal relationships also a source of stress 
including friendships and romantic relationships. The stride for 
independence growing up brought stress on the adolescents, as did 
worries about work and money. Subgroups found performance at 
sports concerning while others worry about their safety and substance 
abuse. 

Coping  

Range of coping strategies used. Adolescent boys frequently use 
distraction strategies (taking their mind off it; avoidance) as a way of 
coping with worries or concerns. Actively trying to solve the problem 
is common. Spending time with friends or engaging in preferred 
activities to cope with stress. Substance use is more common amongst 
boys. Directing attention and focusing on working hard in school. 
Boys more likely to keep their worries or concerns to themselves.  

Key finding – adolescent boys unlikely to seek support from others. 

 

Function 
of 

strategy  

Qualitative insights into function of strategies. 

Distraction used for immediate relief from negative feelings and 
preoccupying thoughts. Recognised that they did not deal directly 
with source of stress. Preferred activities and connecting with friends 
used to reduce stress. Substance use used to forget about worries.  

Coping 
and well-

being 

Types of coping styles and strategies related to psychological well-
being in adolescents. Reference or connection to others can have 
positive impact on perceived happiness and feelings of hopelessness. 
Less productive strategies (e.g. avoidance, worry, keeping problem to 
self) related to less perceived happiness, lower self-esteem and greater 
anger. 
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2.9.8  Conclusions 

The focused review has provided an understanding of what is known about the views 

of adolescent boys in educational settings about how they cope with worries and concerns. 

Nine studies were included and synthesis of the findings was a challenging process due to the 

heterogeneity in methodological approaches. However, the inclusion of qualitative and 

quantitative research was beneficial in answering the review question. The data highlighted 

how adolescent boys use a range of strategies to cope with their concerns but are highly 

unlikely to seek social support from others which is a significant finding.  

It is important to consider the potential cultural influences on the studies included in 

the review (table 1 for origin) and how this may limit the generalisability of findings to the 

UK and specifically NI. NI is a unique context as it is a post-conflict society with continued 

political and religious tensions, yet no research was found on adolescent boys coping within 

the NI context. Adolescent boys in NI are living in communities that are entrenched in the 

legacy of the Troubles. Transgenerational trauma as a result of the conflict is now widely 

acknowledged and while CYP, 'may have never experienced the conflict directly, [they] face 

a real-life threat of inheriting the psychological vulnerability of their parents’ (Gallagher & 

Hamber, 2014, p. 73). In addition to the transmission of trauma, societal norms expected of 

males leaves young men in NI a vulnerable group. Unfortunately, it is less accepted for males 

to be seen to be emotionally struggling, and this perhaps explains why young men are less 

likely to seek help when they are finding it difficult to cope. For schools and professionals to 

support and nurture the mental health of young men in NI, it is necessary to gain the views of 

boys within the local context about how they cope and what support they want or need in 

school.  
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All nine studies included in the review relied solely on an individual methodological 

approach. Greater insight into the views of adolescent boys on how they cope may have been 

gained using a mixture of qualitative and quantitative measures. It would be beneficial for the 

area if there were more in-depth qualitative research studies to enhance our understanding of 

the phenomenon of adolescent boys coping in greater detail.  

It is noteworthy that the quantitative measures used in the seven studies were 

prescriptive in that participant responses are limited to what is set out in the measure. It is 

questionable whether these measures are reflective of the coping strategies used by 

adolescent boys today as the majority of measures used originated in the 1980’s and 1990’s. 

It is important to reflect on changing times; with greater technology available YP are growing 

up with an entire social experience online through the emergence of social media. There is a 

need for research that explores adolescent boys coping using a measure that is meaningful 

and representative for the target population. It is proposed that a measure should be informed 

and developed specifically for adolescent males in NI.  

2.10  Research Questions 

Emerging from the board narrative review and the more specific focused review, the 

overall title of the current study is “Exploring the views of adolescent boys in school about 

how they cope with their worries or concerns.” The research study will seek to address the 

following research questions: 

1. What coping strategies do 16 – 17 year old male pupils report using to help them 

cope with worries or concerns? and; 

2. What are the views of 16 – 17 year old male pupils on how educational settings can 

help them cope with difficulties they face? 
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3.0 Methodology 

3.1  Outline 

 This chapter outlines the aims of the study and discusses the philosophical 

underpinnings of the research. A detailed description is then provided for the following: the 

research design, participants, procedure, and analysis. Ethical considerations are also 

discussed, followed by the researcher’s reflexivity. 

3.2  Study Aim  

Firstly, the study aims to explore the coping strategies used by adolescent male pupils 

to help them cope with worries or concerns and additionally, what are their views on how 

educational settings can help them cope with difficulties they face. 

 

3.3  Philosophical Perspectives in Research 

Research is underpinned by the philosophical approach held by the researcher. What 

knowledge is and how it is discovered is subjective (Scotland, 2012), as these assumptions 

are influenced by the paradigm adopted. A paradigm is a set of beliefs. It represents the 

researcher’s ‘worldview’ that defines, for the researcher, the nature of the world (Guba & 

Lincoln, 1994). In turn, this worldview guides all aspects of the research, from design, 

methods and interpretation of findings (Scotland, 2012). Any given paradigm consists of 

three interconnected components; ontology, epistemology and methodology. 

3.3.1  Ontology 

Ontology is concerned with the nature of reality. It questions what form reality takes 

and therefore, what there is to know (Guba & Lincoln, 1994). Where one falls on the 

ontological continuum, dictates whether reality is viewed as a single truth, independent of 

human ways of knowing about it (Braun & Clarke, 2013) or whether it takes multiple forms, 
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dependent on human interpretation and knowledge. Realism describes the position that there 

is one reality and it is ‘out there’ to be discovered (Braun & Clarke, 2013). At the opposite 

end of the continuum is relativism, which is the view that there are multiple constructed 

realities, differing from person to person (Scotland, 2012). Social constructivism is close to 

relativism within the continuum. It takes the position that reality differs for each individual 

and it is constructed by the individual mind. They are all meaningful. Critical realism appears 

to fall within the centre of the continuum. It views reality as located behind socially located 

knowledge (Braun & Clarke, 2013) and it is continually influenced by internal and social 

values. On the other hand, pragmatists are more oriented towards “what works” and accept 

that there are both singular and multiple realities.  

 

 

 

 

 

 

Figure 8. The ontology continuum. 

 

3.3.2  Epistemology 

Epistemology is concerned with the theory of knowledge. It questions what is it 

possible to know, and what is the relationship between the would-be knower and what can be 

known. (Guba & Lincoln, 1994). Within positivism, knowledge is obtained using scientific 

methods and is absent of bias and values. Findings are considered the ‘truth’ (Braun & 

Clarke, 2013). Contrastingly, in constructivist epistemology there are multiple ‘knowledges’ 

(Guba & Lincoln, 1994), and no absolute truth. Knowledge of the world, oneself and how 

things are is constructed through various discourses, experiences and interactions with the 

Realism 

Reality is one truth, 
discoverable through 

research. 

Critical realism 

A reality exists but is 
only partially 

accessible through 
research. 

Relativism 

Reality is individually 
constructed. Multiple 

realities exist. 

 

Constructivism 

Reality is constructed 
by the individual 

mind. They are all 
meaningful.  
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environment and others (Braun & Clarke, 2013). Constructivism is concerned with 

understanding a phenomenon from an individual’s perspective. Within pragmatism, different 

viewpoints are accepted, and both objective and subjective knowledge are valued. 

3.3.3  Methodology 

Methodology is concerned with the question, how can the inquirer go about finding 

out whatever they believe can be known (Guba & Lincoln, 1994). In other words, how can 

the researcher conduct their research to discover knowledge(s)? For example, positivist 

researchers use experimental methods that are highly controlled and standardised to test 

hypotheses and generalise their findings. Constructivists seek to understand a phenomenon 

from an individual perspective using interviews, focus groups and observations (Scotland, 

2012) while pragmatists focus on practicality and adaptation, using what works and aiming to 

enhance understanding of the phenomena under study (Clarke & Visser, 2019). Pragmatism 

can involve combining methodological approaches, such as mixed methods research.  

3.3.4  Philosophical stance underpinning the current study 

 The researcher primarily adopts a pragmatic philosophical stance. Pragmatism accepts 

that there are both singular and multiple realities. It accepts a worldview of different and 

numerous layers, some of which are objective, some subjective and others a mixture of the 

two (Feilzer, 2010). It focuses on solving practical problems in the ‘real world’ using 

research (Creswell & Clark, 2011, pp. 20-28) and any knowledge discovered is relative and 

not absolute. The researcher hoped that the research findings might prove useful for 

understanding the phenomenon of adolescent male coping, and the flexibility and freedom of 

choice associated with a pragmatic approach suited the researcher in aiming to achieve this. 

The researcher also drew upon constructivism within the first phase of the study. This stance 

guided the analysis and interpretations of the qualitative findings. 
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3.4  Research Design  

This study employed an exploratory sequential mixed methods design to explore the 

views of adolescent male pupils about what coping strategies they use to help them cope with 

worries or concerns, and adolescent male pupils’ views were also sought on how educational 

settings can help them cope with difficulties they face. The nature of a sequential mixed 

method design meant that the study was undertaken in two phases, as the data collected 

during phase 1 contributed to the data collection in phase 2 (Creswell & Clark, 2011). This 

design was chosen for several reasons. Firstly, it provided the researcher with the opportunity 

to gather and analyse rich interview data about individual understandings and views of 

coping (Braun & Clarke, 2013). Secondly, the interview data facilitated the development of a 

questionnaire that reflected some coping strategies currently used by adolescent boys. 

Thirdly, the quantitative element provided the opportunity to gather a greater number of male 

pupils’ views therefore expanding on qualitative findings and potentially increasing the 

degree of representativeness. Lastly, using different methods to address the research 

questions aided triangulation (Braun & Clarke, 2013). A detailed description of both phases 

is provided below.  

3.5  Participants and Recruitment 

3.5.1  Sampling 

Purposive sampling was used as the researcher wished to specifically recruit 

adolescent boys aged 16 – 17 years old who were attending an educational setting. Purposive 

sampling is commonly used in qualitative research (Braun & Clarke, 2013) and is common in 

exploratory sequential mixed method designs (Creswell & Clark, 2011); however, it is 

acknowledged that it is a non-probability sampling method, thus vulnerable to a degree of 

bias. It was assumed that this age group would have a level of literacy suitable for the 
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completion of phase 2 of the study, thus reflecting why this age group was chosen.  The 

recruitment procedure outlined below attempted to limit the potential effects of bias by 

inviting all enrolled Year 13 pupils to participate. 

3.5.2  Recruitment 

 Recruitment was conducted in multiple phases. The recruitment of schools took place 

first which was followed by participant recruitment, which was dependent on parental 

consent.  

 3.5.2.1 School recruitment 

A total of 7 post-primary schools (5 grammar schools and 2 secondary schools) and 2 

Further Education (FE) colleges were invited to participate in the study. The researcher used 

the NI school database to select schools to participate. Criteria to be invited included; a 

reasonable commuting distance to the researcher’s base, male pupils registered, and settings 

must have access to a school counsellor (table 13 overleaf for rationale). Initial contact was 

made with school principals or the senior management staff of the FE colleges via email. The 

email included a study information sheet (appendix J). The researcher made follow-up 

telephone calls within one week of the initial email being sent. Three grammar schools chose 

not to participate. While the two FE colleges consented to participate, they did not continue 

with the study due to logistical reasons, therefore the researcher acknowledges that the 

sample does not reflect this sample of students. This may be an interesting area for future 

research. The four consenting schools were broadly representative of both school admission 

types (2 selective and 2 non-selective), location (2 rural and 2 urban), as well as two of the 

main school management categories in the NI school system (2 controlled and 2 catholic 

maintained). Definitions of these school management categories can be found in appendix K. 
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Table 13  

School participation inclusion criteria and rationale.  

Inclusion criteria for 

schools/colleges  

 Rationale 

1. Reasonable commuting 

distance to the 

researcher’s base. 

 

 

2. Male pupils registered. 

 

3. Settings must have access 

to a school counsellor. 

 

 

 

 

  

Researcher to return to participating schools multiple 

times for recruitment and data collection, thus 

necessary to be relatively close due to time/resources 

of researcher.  

 

Adolescent boys target sample. 

 

Considered an important criterion for after care 

support should any participants feel distressed or in 

need of support following participation.   

 

Phase 1 recruitment  

 The researcher visited consenting schools to speak to all Year 13 male pupils, inviting 

them to participate in a 1:1 interview on a later date (appendix L for recruitment pitch). The 

aim of the study and what participation would entail was explained verbally to all pupils. 

Interested pupils were invited to take a participant information sheet (appendix M), consent 

form (appendix N), parental information sheet (appendix O) and parental consent form 

(appendix P) from the researcher or a designated staff member on a later date.  

 Phase 2 recruitment  

The same four schools from phase 1 of the study consented to take part in phase 2. 

However, one school had a pupil bereavement (by suicide) at the time of data collection and 

the school and the researcher did not feel it was appropriate to seek coping responses from 
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their pupils due to the sensitive nature of the situation. Therefore, participating schools in 

phase 2 of the study consisted of one urban grammar school, one urban secondary school 

and one rural secondary school.  

Consenting schools were given parental information sheets (appendix Q) and consent forms 

(appendix R) for phase 2 of the study and were instructed to distribute them to all Year 13 

male pupils. The researcher visited the schools on agreed dates to complete phase 2. 

Participant information sheets (appendix S) and consent forms (appendix T) were distributed 

to all male pupils with parental consent and the researcher verbally explained the aim and 

what participation would entail. 

3.5.2.2 Participant recruitment 

Phase 1 – Interviews 

A total of 8 pupils volunteered and consented to taking part in the interviews (see 

table 14 for participant details). Participants were male, white, aged between 16 – 17 years 

old and were currently attending post-primary school. Of the 8 participants, 4 were attending 

grammar schools and 4 were attending secondary schools. Participants were from all 4 

consenting schools which were from different regions in NI. All participants had commenced 

their A-Level studies (advanced level subject-based qualifications that can lead to university, 

further study, training, or work). Of the 8 participants, 2 reported out of their own volition 

that they had autism spectrum disorder. It is acknowledged that the sample was dependent on 

participants volunteering to take part, therefore the sample may introduce bias due to some 

individuals naturally being more likely to volunteer than others. Conversely, inviting 

participants to volunteer to participate removed potential selection bias which may have 

occurred if pupils were selected by school staff. Furthermore, as participants volunteered, 

they exercised their free will in deciding to participate. 
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Table 14 

Demographic information on study participants. 

Name* Age Ethnicity School Setting School Area 

Admission Management 

Thomas 16 – 17 White Grammar  Catholic 

Maintained 

Rural 

Niall 16 – 17 White Grammar   Catholic 

Maintained 

Rural 

Donal 16 – 17 White Grammar  Catholic 

Maintained 

Rural 

Conor 16 – 17 White Secondary   Controlled Urban 

Mark 16 – 17 White Secondary  Controlled Urban 

Gerard 16 – 17 White Secondary  Catholic 

Maintained 

Rural 

Adam 16 – 17 White Secondary  Catholic 

Maintained 

Rural 

Shaun 16 – 17 White Grammar  Controlled Urban 

*All participants in phase 1 have been allocated pseudonyms to protect their identity.  

 

Phase 2 – Questionnaire 

A total of 107 pupils (males aged 16 – 17 years old) completed the questionnaire for 

phase 2 of the study. Participants were from 3 of the 4 consenting schools (1 urban grammar 

school, 1 urban secondary school and 1 rural secondary school). As aforementioned, a fourth 

school had a pupil bereavement. All participants had commenced their A-Level studies. 

3.6 Data Collection Methods 

3.6.1  Phase 1 – Qualitative  

 The current study employed semi-structured interviews to gain participants’ views on 

how they cope with worries and concerns and how schools can help them cope with 
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difficulties they face. Interviews were deemed a suitable method as they provide rich and 

detailed data about individual perspectives (Braun and Clarke, 2013). The researcher chose to 

conduct semi-structured interviews as it provided an organised yet flexible method in 

exploring participant views. The semi-structured interview approach allowed the 

‘conversation’ between interviewer and interviewee to be focused whilst also giving 

participants the opportunity to discuss issues that are important to them and that were not 

anticipated by the researcher (Braun & Clarke, 2013).  

 The interview schedule was designed and revised in consultation with the researcher’s 

supervisor and an experienced qualitative researcher (appendix U for copy of final interview 

schedule). The interview schedule followed the structure recommended by Braun and Clarke 

(2013). It began with opening questions that were general and less sensitive. General 

questions are useful for building rapport with participants and helping them to feel 

comfortable (Braun & Clarke, 2013). The main body of the schedule consisted of questions 

that followed a logical sequence and included more sensitive questions. Finally, the schedule 

concluded with closing questions including clean-up questions to give participants the chance 

to express any thoughts that they had not had the opportunity to share.  

3.6.2  Phase 2 – Quantitative  

 A questionnaire was designed to follow the interviews sequentially in order to gain a 

greater number of adolescent male pupils’ views on how they cope (appendix V). The 

questionnaire was designed after all interviews were completed and transcribed. The aim of 

the questionnaire was to validate the qualitative findings. In other words, it facilitated the 

exploration of  whether the coping strategies used by interview participants and their desires 

for certain school support were also shared by a larger number of adolescent boys. It was 

considered this data may prove useful for recommendations of support that may stem from 



  

73 
 

the study. Whilst it was hoped that the measure produced was meaningful and reflective of 

the coping strategies used by adolescent boys in today’s society, the questionnaire was 

produced based on the eight interview participants only, thus the questionnaire potentially 

missed certain coping strategies used by participants engaging in phase 2 of the study This is 

a limitation of the study and will be discussed further in chapter 5. The questionnaire was 

created following the steps below:  

  

 

 

 

 

 

 

Figure 9. Steps involved in creation of quantitative questionnaire. 

 It is acknowledged that the reliability and validity of the questionnaire is not known as 

this was beyond the researcher’s time and resources. However, the aim of the questionnaire 

was to validate phase 1 data and to create a questionnaire that was designed to be more 

representative of the target population. 

3.7  Procedure  

3.7.1 Phase 1 

 Interviews were arranged separately with consenting participants at a time that was 

suitable to their school timetable. All interviews took place in a quiet and private office in 
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each participant’s own school. Participants were given a study information sheet and consent 

form during the recruitment phase, however, to ensure participants understood the nature of 

the study, the researcher verbally read through the consent form before starting an interview. 

The researcher reiterated the voluntary nature of the study and asked the participant to 

reaffirm their consent to take part and reminded participants of their right to withdraw. The 

researcher followed the semi-structured interview schedule and thanked the participant for 

their time. All participants were debriefed when the interview was over and given a debrief 

sheet (appendix W) to take home, which outlined a series of support networks should they so 

need them. Interviews were audio recorded using a voice recorder (Olympus, VN-741PC). 

Recordings were removed from the voice recorder within 24 hours of the interview taking 

place and were transferred and encrypted to a password-protected laptop. Interviews were 

transcribed by the researcher and stored on a password-protected laptop.  

3.7.2  Phase 2 

 The researcher arranged to visit the schools on a suitable day to complete the 

questionnaire phase of the study. This ranged from one to two separate days, depending on 

the school. Participants with parental consent were gathered in a quiet hall or classroom to 

participate. The researcher distributed participant information sheets and consent forms to 

participants. Participants were asked if they had any questions and the researcher then 

verbally summarised the study information sheet, emphasising the voluntary nature of the 

study.  

The questionnaire was distributed to pupils with personal and parental consent. 

Participants were instructed to read the instructions at the top of the questionnaire and a 

verbal description of how to complete the questionnaire was also given. The researcher 

remained in the room during completion to be on hand if there were any questions or in case 



  

75 
 

any participants became distressed. All completed questionnaires were collected and 

participants were debriefed and were given a debrief sheet to keep, which outlined numerous 

support networks. The researcher felt that it was important to promote aftercare for 

participants. 

3.8 Data Analysis 

3.8.1 Rationale for chosen method of data analysis  

 Several analytical methods were considered for phase 1 of the study. The research 

questions, population and type of data produced helped to inform the researcher of the most 

appropriate method, alongside the adopted philosophical stance. The researcher considered 

Narrative Analysis (NA), Discourse Analysis (DA), Interpretative Phenomenological 

Analysis (IPA), Grounded Theory (GT) and Thematic Analysis (TA). After consideration and 

consultation with an experienced qualitative researcher, the study utilised TA for data 

analysis. Table 15 overleaf provides a description of approaches that were considered and the 

rationale for the use of TA over other forms of analysis.  
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Table 15 

Rationale for TA use. 

Qualitative 
analysis 

Description Rationale for non-use 

Narrative 
Analysis  

A case-centred method, offering 
insight into lived experience. 
Views people as storytellers with 
the story being key in NA. 
 

Concerned with a chronological retelling of events and the relationships between 
events. The current study was focused on how participants cope in the present, rather 
than during past events, thus NA was deemed less appropriate.  

Discourse 
Analysis 

A whole approach to psychology 
and one that is concerned with 
patterns of meaning and language.  
 
Concerned with external social 
processes, rather than internal 
individual experiences.  
 
Social processes can be explored 
through language. 
 

DA is concerned with patterns of language and how language is used. The current 
study was concerned with what participants say, rather than specifically how they say 
it, thus TA was considered more appropriate. 
 
Furthermore, data produced through DA is considered less easily translated for 
applied research (Braun & Clarke, 2013), including the practical implications of 
findings, which is an aim of the current study.  

Interpretative 
Phenomenological 
Analysis 

Concerned with exploring people’s 
lived experiences and the meanings 
attached to those experiences.  
 
Participant and researcher engage 
in a dual interpretative process to 
make sense of the participant’s 
experience. 
 
Underpinned by phenomenology 
and hermeneutics. 

IPA may have been an appropriate means of analysing data, particularly if the 
research questions examined participants’ experiences of coping with worries or 
concerns. However, the study sought to explore the views of adolescent boys about 
how they cope with worries or concerns and to determine if there were patterns 
across participant accounts, rather than their experience of coping. Subsequently, TA 
was deemed more appropriate. 
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Qualitative 
analysis 

Description Rationale for non-use 

Grounded Theory A whole approach to psychology 
and one that is concerned with 
constructing theory from data. 
 
Useful for those interested in social 
processes and influencing factors 
on a phenomenon. Different 
versions of GT, therefore flexible 
to suit differing epistemological 
positions.  

GT may have been a suitable analytical approach and may have provided the 
opportunity to examine the social processes that underpin adolescent male coping, 
had this been an aim of the study. However, GT requires theoretical sampling 
involving ongoing data collection and analysis of data which directs what data to 
collect next (Glaser, 1978). This may involve collecting data from different groups, 
including parents, teachers, peers and school counsellors which was deemed outside 
the time remit of this project. This would be an interesting approach to adopt for 
future research.  
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3.8.2 Thematic analysis 

 After due consideration, TA was deemed the most appropriate method for data 

analysis. TA is a method for ‘identifying, analysing, and reporting patterns (themes) within 

data’ (Braun & Clarke, 2006, p.79). It is a six-phase method that can be used to address many 

different types of research questions. TA does not prescribe to one particular theoretical 

stance; instead, it offers a flexible method that can be applied to differing ontological and 

epistemological frameworks (Braun & Clarke, 2013). This differs to other approaches, such 

as IPA, which is theoretically bound and thus it has less flexibility for a mixed method study. 

Furthermore, the results from TA are accessible to a wider audience. This is relevant for the 

researcher given the pragmatic position held and it is hoped that results may be accessible to 

participating schools and interested educational professionals. TA is highly accessible to 

novice qualitative researchers with the structured six-step phase providing guidance on how 

to conduct TA.  

 Within TA, themes are identified in one of two ways. Inductive TA involves themes 

being directly linked to the data whereas deductive TA is a more analyst-driven approach 

whereby a model or theory is applied to the data (Braun & Clarke, 2006). The study used an 

inductive approach as themes were generated from the data by the researcher and the 

questionnaire developed was data-driven. The codes generated using TA can be at different 

levels. Semantic codes are described as explicit and surface meanings of the data whereas 

latent codes explore the underlying assumptions and beliefs that inform or shape the semantic 

content of the data (Braun & Clarke, 2006). The current study used a mixture of both 

semantic and latent coding. (For examples, see audit trail appendix AA). 
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 The six-phase process recommended by Braun and Clarke (2006) (figure 10) was 

followed for interview data analysis. The researcher sought advice from their supervisor and 

an experienced qualitative researcher during analysis and attention was also given to Braun 

and Clarke’s (2006) 15-point checklist for a ‘good thematic analysis’ (appendix Y).  

Figure 10.  Phases of Thematic Analysis (Braun & Clarke, 2006, p.87). 

3.8.3  Data integrity  

The researcher was conscious that they brought their own interpretations and 

assumptions to the data. To check the integrity of the data analysis, an anonymised transcript 

with initial coding was reviewed by the researcher’s supervisor. Furthermore, following the 

generation of themes, a consultation was held with an experienced qualitative lecturer to 
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allow the researcher to discuss and reflect how the themes were created. The researcher 

welcomed feedback as it assisted the researcher in becoming more aware of their own values 

and beliefs. 

3.8.4 Phase 2 data analysis 

A series of descriptive statistics were conducted on the Statistical Package for the 

Social Sciences (SPSS) to analyse the questionnaire data. Descriptive statistics were 

appropriate due to the exploratory nature of the study and they allowed the research questions 

to be addressed. Frequency analyses facilitated the expansion of the qualitative data.  

3.9  Ethical Considerations 

 The researcher gave significant attention to the ethical considerations associated with 

the research study. The current research adhered to the British Psychological Society’s (BPS) 

Code of Human Research Ethics (BPS, 2014) and the BPS Code of Ethics and Conduct (BPS, 

2009; 2018). Ethical approval for phase 1 of the study was obtained from the Faculty 

Research Ethics Committee at Queen’s University Belfast on 21st December 2018 (appendix 

H). Following the creation and submission of the questionnaire, ethical approval was 

obtained for phase 2 of the study on 6th June 2019 (appendix I). The ethical issues that were 

considered have been outlined below and steps taken to address these.  

 Given the sensitive nature of the study, several safeguards were in place prior to data 

collection. The researcher completed several safeguarding training courses including Applied 

Suicide Intervention Skills Training. Furthermore, only schools and FE colleges that had 

access to a school counsellor or pastoral support officer were eligible to participate should 

participants have needed aftercare support. School counsellors were informed that the 

research was taking place via a letter (appendix X) but did not detail the name of pupils who 

had volunteered. The researcher used their professional experience and opinion to be 
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watchful of signs of distress amongst participants and acted upon any concerns in a sensitive 

yet timely manner (appendix Z for safeguarding challenges encountered). A debrief 

procedure was in place which included a clear pathway to aftercare support (appendix W). 

 The identity of participants was protected. All participants were allocated a participant 

number and any personal or identifiable information arising during interviews was 

anonymised accordingly within the transcripts. Interview participants were also allocated a 

pseudonym during the analysis process while phase 2 participants were instructed not to write 

their name on their completed questionnaire. Participants were informed that their responses 

would remain confidential but were also made aware of the limits of confidentiality. All 

participants were informed of their right to withdraw both in written format and verbally by 

the researcher. Phase 2 participants were informed that due to their responses being 

anonymous, they would not be able to withdraw following completion of the questionnaire. 

Additional ethical considerations have been included within this section such as parental and 

personal consent and right to withdraw.  

3.10 Reflexivity  

 Researcher reflexivity is important in acknowledging how the researcher influences, 

informs and shapes the research process (Willig, 2013). As aforementioned, the researcher 

became interested in the phenomenon of adolescent male coping during a placement where 

she was working with a young man who was struggling to cope with the demands of 

everyday life. Furthermore, due to her role as a trainee educational psychologist, the 

researcher has worked with YP who need additional support. These experiences may have 

generated biased views of how, in general, young men are struggling to cope, however, the 

researcher was careful not to generalise this to participants and to be reflective throughout the 

process.  
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 It is also important to reflect on the researcher’s age and gender. The researcher is 

mindful that being a female in her mid-twenties may have influenced participants’ responses 

as they may have been more or less forthcoming with their views, depending on the 

individual. It is possible that participants felt comfortable talking to the researcher because 

they were relatively close in age. On the other hand, participants may have felt more 

comfortable talking to a male researcher, as they could perhaps be viewed as more relatable.  

 The research process has changed the researcher’s views on adolescent males’ 

willingness to talk about their mental health. The researcher had a preconception that very 

few male pupils would volunteer to take part in the interview phase, yet eight pupils took part 

and provided extremely rich data. It has highlighted for the researcher that, given the 

opportunity, adolescent boys can be willing and able to talk about how they cope to support 

their mental health.  
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4.0  Results 

4. 1  Overview  

This chapter aims to present the findings of the study’s datasets. This section begins 

with the outcome of the researcher’s analysis of participant interviews, using Thematic 

Analysis (TA), which was guided by Braun and Clarke’s (2006) six–phase process. This is 

followed by the findings of the statistical analysis of the questionnaire data.  

4.2  Summary of Findings 

 Two overarching themes were generated from the qualitative data: The multi-layers of 

coping; and another brick in the wall. The multi-layers of coping encompassed four themes, 

namely, under pressure, this is how I cope, functions and usefulness, influencers and a further 

4 subthemes: me, myself and I; will we talk; facilitating factors; and breaking down barriers. 

Another brick in the wall, which is related to education, is comprised of two themes: current 

school support and what we need in school, and a subsequent two subthemes, namely, helpful 

support and perceived shortcomings in school support. Figure 11 illustrates themes using a 

thematic map. 

 Quantitative descriptive analyses conveyed that adolescent boys adopt a range of 

coping strategies, varying between individual based strategies and others that draw on social 

support. There were clear preferences in how school and teachers can help participants cope 

with worries and concerns.  
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Figure 11. Final thematic map, showing two overarching themes, six main themes and six sub-themes. 
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4.3 Qualitative Results 

4.4  Overarching Theme: The Multi-Layers of Coping  

 The overarching theme of the multi-layers of coping was created to depict adolescent 

male coping as a complex, multi-faceted phenomenon. Participants naturally spoke about the 

situations in their lives that caused them stress or worry. The boys’ narratives were filled with 

different strategies they use to help them cope with daily worries and concerns whilst also 

reflecting on what advice they would give to their peers on how to cope with daily life. The 

strategies consisted of individual strategies that they would do independently while others 

were more interpersonal in nature, drawing on social supports in their environment. The 

functions of the strategies adopted varied, as did their perceived usefulness in helping each 

boy cope. 

4.4.1  Under pressure 

The theme under pressure conveys the challenges that participants are facing in their 

daily lives. Each stressor is significant in its own right however it is unlikely that any stressor 

would occur in isolation, thus the combination of these stressors may perhaps be a more 

likely indicator of the level of stress participants are facing. 

It was perhaps unsurprising that participants naturally spoke about the situations in 

their lives that caused them stress, given that they were talking about how they coped with 

worries and concerns. Academic pressure was a significant stressor in participants’ lives. As 

participants were in Year 13, they were in the midst of their A-Levels and the “big jump” 

from GCSE was unexpected. Their workload was described as “heavy” and managing the 

expectations of three or four subjects was difficult for participants. This pressure in addition 

to fitting in part-time work or extra-curricular activities proved stressful. Shaun made a direct 

link between academic pressure and mental health. 
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I think it’s…a lot of the problem with, with mental health and things is the pressure on 

exams and how much we’re pushed to excel and things but that’s a key aspect of 

school. 

There was a sense of mounting pressure from exams and about future career prospects. Adam 

appeared quite frantic as he was expressing his internal dialogue in his head.  

Just thinking like, “Have I picked the right A – Levels?” “Am I going to pass them?” 

or “Are they the right ones to do for something that I want to do in the future?” But 

then I don’t know what I want to do in the future. 

 Perhaps an indicator of societal changes, social media as a source of stress was 

discussed by participants. It introduces, “stresses that wouldn’t otherwise be there.” Having 

an online social network created the opportunity for cyber-bullying that was experienced by 

“everyone nowadays.” It appeared that negative experiences online were considered normal 

and were part and parcel of social media. There were risks of posting a comment on social 

media that receives backlash which can then infiltrate daily life. It was also regarded as 

fuelling social comparison and pressure to, “be more popular.” There was a sense that “likes” 

equated popularity. Social media was also viewed as an outlet for gossip and “drama.” 

Like everyone kind of knows what’s going on with you…when things have happened 

everyone knows and you’d be going around and silly things like group chats. (Adam) 

Participants discussed systemic stressors in their lives. They were considerate and 

aware of the impact of systemic influences on their own well-being and the well-being of 

others. They identified that there were, “reasons for everything” and problems at home could 

manifest in behaviour. Strained relationships with parents and financial worries in the family 

home were named as stressors. Although not his personal experience, Mark considered the 

impact of wider systemic issues for his peers, such as poverty.  
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Concern for their peers’ mental health was a source of worry for participants. Several 

participants were highly aware of the needs of others and as a year group, felt that their 

mental health was “not good” or that their “year was just a mess for like, mental health.” This 

awareness manifested as concern for those that did not have someone to turn to. 

Like I was fine, it was just the wee slip up with the drink but like if it was someone 

else that didn’t have someone to talk to or didn’t have parents…they could have, 

anything could have happened. (Gerard) 

For some participants, this concern for the well-being of their peers may have been 

intensified from bereavements of two friends who died by suicide. Participants had a sense of 

responsibility in looking after their peers. This is further captured by Thomas as he explains 

why he does not access the school counsellor. 

I personally don’t use it since I have a [classroom assistant] so like I feel like if I was 

using it I would just be…prolonging someone with their own stress who would actually 

need a school counsellor, when I can just talk to [my classroom assistant]. (Thomas) 

This altruistic act by Thomas may be a reflection of his concern in delaying access to the 

counsellor for his peers. It could also reflect an awareness of limited resources or perhaps his 

perception of his own self-worth. 

 A further stressor for participants was simply being an adolescent. Going through 

puberty when there are “lots of hormones” was described as difficult. There was pressure to 

“grow up quickly” but the step between adolescence and adulthood was viewed as a “hefty 

transition.” 

Several participants spoke about changing times in society, particularly the 

encouragement for men to open up about their emotions. While this was welcomed by most 

participants, it was a source of stress for others. There was uncertainty as to “what way you 
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have to act or what way you have to behave” while Niall felt pressure negotiating the social 

environment. He felt that due to changing views in society, actually conforming to the 

stereotypical stance of males as being “strong”, both mentally and physically, was frowned 

upon. Niall expressed feeling that others were “hostile towards [males] now these days cus of 

toxic masculinity” and they were expected to be more “feminine.”  

4.4.2  This is how I cope 

The theme this is how I cope explores the varying coping mechanisms that adolescent 

boys use to help them cope with worries and concerns. These can be split into what could be 

considered more individually based strategies, and interpersonal strategies. The sub-themes 

were: 1) Me, myself and I, and 2) Will we talk? Each sub-theme will now be discussed. 

 4.4.2.1 Me, Myself and I 

This subtheme was named me, myself and I due to participants discussing how they 

often cope by themselves and for themselves. Participants had a bank of coping strategies that 

they drew upon to help them cope through times of stress. While there were some 

commonalities in approaches to coping, the individuality of coping was evident, as described 

by Donal; “you come up with your own. They’re very personal the ones that you do.” 

Nevertheless, it was evident that the more individualised strategies used by participants fell 

into two categories; externalised coping; and internalised coping.  

In terms of external coping strategies, exercise and sport were commonly used to 

relieve stress. Participants spoke about how walking, going to the gym and playing football 

were activities that they regularly engaged in to look after themselves mentally.  

Another thing I would do was, just there this morning, I would go to the gym. I find it 

very, I can let everything out there basically. I find that very helpful. (Adam) 



  

89 
 

The use and perceived benefits of exercise was recognised by participants who encouraged 

their peers to regularly exercise to aid coping and they also anticipated that stress would be 

relieved by engaging in exercise that evening.  

Like say I was stressed and I decided ok tonight I’m going out for a walk and you go out 

and you come back, you don’t even notice that you’re not stressed anymore. (Donal) 

Participants appeared to value the benefits of music. Playing a musical instrument, 

singing or listening to music were coping strategies commonly used by participants, with music 

being described as, “a great thing” for coping. While some engaged in simply listening to 

music, others enjoyed playing their own instruments or singing to relieve stress.  

Yeah me and my friend would normally, go down. He’d play the piano and I’d sing. 

(Gerard) 

In contrast to the previously discussed strategies, the use of social media as a method 

of coping was controversial. Some participants reported to enjoy using Facebook, Twitter and 

YouTube as a way of helping them cope or for “taking a break”. On the other hand, others 

reported that they would not use social media as a mechanism of coping, perhaps even avoiding 

it if they were feeling stressed. This resonates with Donal’s aforementioned opinion of coping 

being highly individualised.  

A number of boys spoke of how they used alcohol in the past to help them cope with a 

stressful event or time in their lives. For Donal, this was a regular occurrence as he explains, 

“personally, I had a period that I was out every day of the week, drinking.” While for Gerard, 

using alcohol as a way of coping was an exceptional incident.  

I…at New Year’s I actually got a lot worse than I thought and came home and I was in 

a state but it was all because of, like my mental health and stuff. Because of things that 
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had happened with my football…it was a lot of things that happened throughout it and 

I ended up just drinking so that I could sort of, take, take my mind away from it. 

While the other participants did not report that they used alcohol themselves, they 

insinuated that it may have been a commonly used coping strategy for other adolescent boys 

and perhaps, “more common than people would like to admit.” Similarly, while participants 

did not report using drugs to help them cope, it was reported that it was common amongst 

their peers. 

There is a lot actually as well, especially like cannabis and things like. There would 

be a lot of it would be going on at our age. (Adam) 

Speculating as to why his peers may use alcohol or drugs for coping, Niall alluded that 

perhaps failed attempts at coping with more adaptive strategies may be an influencing factor. 

…they’ll try and deal with it themselves but it won’t work and then they’ll deal with it 

in other ways such as alcohol or drugs. (Niall) 

Other more externalised coping strategies that the boys reported to use include, listening to 

podcasts, watching TV or films and “tackl[ing] [problems] head on.”   

As aforementioned, some of the individualised strategies used by participants 

presented as more internalised in nature. Participants reported creative strategies such as 

drawing, colouring in, or even writing lyrics. 

I’ve eh, just say over the past two years things, I’ve had a lot of things going on and 

eh, I just find writing music down, just helps me with it. (Adam) 

Participants valued giving themselves the space and time to think about their stresses, 

and taking themselves off where, “there’s no work, there’s no people, it’s just you and well, 

your thoughts.” Gerard encouraged his peers to give themselves space before they act. 
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Just never jump to the first conclusion like…You could be having a really bad day and 

then just jump to conclusions about how to help with it and it could be the biggest 

extreme of what it is but it’s the first thing that pops into your head. You need to take 

it down and just…relax yourself…Take yourself away from everything and just think 

about you and like, how you can help you instead of helping someone else. 

The benefits of “taking a step back” was discussed and how changing perspective on 

situations could be useful for “alleviat[ing] a lot of…stress.” 

In stressful situations whereby participants had little control, they discussed how 

sometimes all they could do was, “just go on with it.” This suggests the boys had a level of 

resilience and determination to keep going.  

Keeping worries to themselves was very common for participants. It was implied that 

they felt uncomfortable sharing their problems with others, which led them to letting it all 

“bottle up.” There was a sense that they felt that it was a necessity to deal with their stresses 

themselves, as illustrated by Niall:  

I don’t really talk about my stresses to anyone…It’s hard to talk about because 

obviously most people want to try and deal with it themselves.  

 I think this is something that a lot of boys do. We just don’t talk to anybody about 

anything. (Shaun)   

Interestingly, participants encouraged other boys to “talk about it” and to get emotions “out in 

the open.” They recognised that facing problems alone can be, “quite daunting” but reassured 

other boys talking to someone “will lift a weight off your shoulders.” This was interesting 

given that participants had reported that they themselves struggled to talk to others.  
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Participants reported that they regularly kept their worries to themselves, therefore it is 

perhaps unsurprising that participants reported over-thinking and rumination about their 

worries where they would, “just think it over and over” which led to catastrophizing for 

Shaun. Mentally “zoning out” to avoid worries was a mechanism used by Adam where if 

stressed in class, he will, “just sit there and…literally zone out completely.”  

 For Donal, humour was important for his coping and a final piece of advice for his 

peers was; “And it’s ok…if you think something’s stupid to have a wee laugh at yourself cus 

it’s really good for you.” 

4.4.2.2 Will we talk? 

 This subtheme was named will we talk to reflect how participants draw on the support 

from others to help them cope but also to capture the uncertainty around talking to others. 

These strategies differed from the previously discussed strategies as they involve their social 

networks. All participants, except Donal, identified their parents as someone who they would 

confide in if they were struggling to cope. When asked if he would seek support from his 

parents, Mark replied: 

Yes I do, cus I was taught by, like when I was younger, because I was brought up by 

very good parents and I’m kind of lucky to have them so. 

Again, this appeared to be individual for each boy with Conor saying he would talk to his 

mum if his stress was “severe enough.” 

 School staff, including teachers and classroom assistants, were also identified as 

people who the boys would talk to. Form teachers were perceived as individuals who 

participants encountered frequently and thus, were seen as people to seek support from. 

Others identified their year head as their “go to person” while Donal felt the school special 

educational needs coordinator (SENCo), “is the person everyone goes to, everyone.” 
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 Other people checking-in and their awareness of how they were feeling was identified 

as a coping strategy for the participants. Participants spoke of how their parents were able to 

notice when, “something was wrong” and how their friends were observant to their well-

being. It was a friend’s awareness that led Gerard to accessing counselling support in school: 

 …One of my mates ended up saying to the year head that I should go and then I 

ended up going. 

The presence of others also benefited Conor: 

It’s just generally knowing that there’s somebody there you can talk to and it won’t 

be, the information won’t be passed on. You know and it’s, it lifts a weight off your 

shoulders. (Conor) 

Spending time with others, particularly friends, was a source of coping for the boys. 

Having that social connection with friends was reported as helpful whereby keeping in touch 

or hanging out was beneficial. At times, participants felt that their friends were another 

person to talk to, especially if they were “comfortable” with them. Mark expressed how he 

frequently drew on the support of his friend:  

Most of the time I just…y’know, talk to my friend about it… he’s very open about 

things so he kinda helps me out a lot. 

4.4.3  Functions and usefulness 

The theme functions and usefulness explores the perceived functions of the coping 

strategies used by adolescent boys and whether they are deemed useful or not in helping them 

cope with daily worries. There were variabilities in the functions of the strategies used by 

participants (figure 12), but many appear to be more emotion-focused, rather than problem-

solving strategies. 
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Figure 12: Range of functions of coping strategies used. 

Engaging in physical exercise, such as walking, going to the gym or playing football 

had a multitude of benefits for participants. This is not surprising as the mental benefits of 

exercise are well established. For participants, exercise improved mental clarity and changed 

their perspective on their stress. When explaining why he finds exercise useful for coping 

with stress, Donal shared:  

When you go for a swim, you’re not thinking about that. You just…you calm down 

and then because if you take yourself out of a situation that you’re feeling so negative 

in, and you really just do something that you don’t really have to think about anything 

in particular. Whenever you finally get away from that thing and go back to the bad 

situation, it’s not as bad as you were making it out to be. 

For Gerard, he recognised that while football did not take his worries away, it gave him the 

mental space to approach them in a more rational way. 

Maybe when you go home, you’re still sort of, it comes back to you, all that’s 

happened but you’re sort of relaxed now and you can think more deeply about it.  
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In addition to “clearing your head”, exercise was a useful strategy to relieve stress for 

participants, so much so that its benefits were anticipated.  

If I’m really stressed out like I’ll say, “Right well, I have football later so I can chill 

out there for a bit.” (Adam)  

Going to the gym was somewhere where participants could, “let everything out.” Niall 

described how it helped him relieve stress. 

Once you get all that anger and all the emotion away from it by obviously, from an 

example, punching a punching bag emm…well it becomes quite clear. 

Creative strategies, such as drawing, colouring or writing lyrics were found to having 

a calming effect for participants, helping them to relax. Writing lyrics appeared to help Adam 

process his feelings.  

I just find writing music down, just helps me with it…I’m thinking about it either way 

but at least I’m thinking about it in a kind of different way, that I’m writing it down, 

nearly working with it. 

Video-games, listening to music and social media were methods used as distractions or 

taking a time-out from daily stress. These strategies were discussed in a way that suggests they 

were “taking a break.” In contrast, the use of alcohol and zoning out were used as methods for 

escape or avoidance.  

I zone out and I’m like, right, nearly couldn’t be arsed with it. I’ll just sit there and I’ll 

just, I literally zone out completely and not be worried about it which is a bad thing cus 

it’ll not work out in the long run. (Adam) 

Several strategies had the function of help-seeking or information seeking. There was 

a sense that help-seeking was beneficial for participants.  
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Just getting umm…physical kind of personal support from someone who’s close to you. 

It just kind of helps you to deal with it I suppose. (Shaun) 

Others recognised the benefits of speaking to a counsellor to gain perspective or recognise 

unhelpful cognitions.  

…it puts ways that you wouldn’t have thought about things in your head. It’s not 

trying to manipulate you or anything, it’s trying to show you the better sides of things. 

(Gerard)  

The function and usefulness of social media as a way of coping again proved to be 

controversial, with Shaun describing it as a “double edged sword.” How it was used was an 

influencing factor to its perceived usefulness. For some, it was a source of online support and 

information, as Conor describes: 

…unless there’s a group on Facebook and you can message in for help, like a mental 

health group or something like that, but mainly I find YouTube is usually the help, the 

most helpful cus there’s videos on it that you can watch. 

It was also viewed as an accessible and quick way of keeping in touch or reaching out for 

support from friends. It was viewed positively by some participants, especially Donal, who 

felt that the “positives outweigh the negatives.” 

On the other hand, there were many negatives to social media, with it being viewed as, “a 

trap” or a source of, “social pressure.” The detached nature of communicating over social 

media was raised by participants and how it can lead to misunderstandings or poor support.  

In terms of support… – it’s – if you’re talking to someone through text it’s very 

impersonal and there’s no tone and they might not be able to grasp, kinda, what 

you’re talking about. (Shaun)  
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An incongruence between perceived usefulness of strategies and the frequency in 

which they were used was evident. Over-thinking was described as a strategy that impacts 

sleep, leads to catastrophizing and increases worry, yet some participants reported they 

ruminated regularly. When asked what he does most regularly, Shaun explained: 

Probably the thinking about it a lot. It’s probably quite harmful thing to do because 

for, even with minor things I feel like I have a tendency to get wrapped up in it and 

really over exaggerate it. 

Interestingly, Shaun also identified talking to his parents as the most useful strategy but also 

the strategy that he was least likely to use.  

4.4.4  Influencers   

The theme influencers explores the factors that influence how adolescent boys cope. These 

can be split into barriers and facilitators. The sub-themes were: 1) Breaking down barriers 

and 2) Facilitating factors. Each sub-theme will now be discussed. 

 4.4.4.1 Breaking down barriers 

 This subtheme was named breaking down barriers to reflect that there are barriers 

that need to be overcome. Interestingly, when participants spoke about obstacles to their 

coping, this was largely within the context of support seeking or sharing problems with 

others. There was a great sense that the boys felt that talking about their worries with others 

was selfish, as if they were ‘off-loading’ their stresses onto others. Feelings of being a burden 

deterred participants from talking to those close to them. 

…it goes back to the point where I have the anxiety of not wanting to get other people 

involved with how I feel so I’ll like go glance over some stuff sometimes. (Thomas) 
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For Gerard, he was conflicted between his parents’ wishes for him to confide in them and his 

fear of being a burden. He even felt that not sharing his problems with his parents benefited 

them. 

It’s just, you don’t want to be adding more stress onto them each time and I know they 

don’t want to hear that you’re not telling them something because you think you’re a 

burden but at the same time, you’re doing it for their benefit. 

Another major barrier to the boys coping were the societal expectations of men and the 

stigma associated with mental health. It was evident that participants were influenced by the 

societal illustration of, “what men should be” and there were pressures for them to be, “manly.” 

Such expectations led them to not sharing their worries with others and denying that they had 

any emotions. 

I had gone through a large point that I kind of felt like because you’re a boy you’re not 

allowed to have any [emotions] and then whenever I had some I used to bottle it up, 

bottle it up, bottle it up, pretend it doesn’t exist, it doesn’t exist. (Donal)  

It can be hard sometimes, y’know? …recently I just lost one of my best mates…people 

think boys can handle stuff like that a lot better but we don’t. (Conor) 

Donal felt that boys “would more than value” being allowed to show their emotions as currently 

there is a sense that they are “not allowed to feel anything.” 

The impact of mental health stigma on support seeking was evident. Mental health needs 

were secrets that needed to be hidden and could lead to boys not accessing support. Fear of 

others’ opinions deterred participants from going to mental health talks or talking to their 

friends about how they are feeling as they were “obviously going to judge them.” Niall spoke 

about how it may leave people reluctant to get help.  
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…well if you’ve got bad mental health and you’ve obviously, you’re trying to cope with 

depression and stuff like that, talking about it might make you think “oh, no, I’m 

mental” or something like that. And “don’t want anyone to know about it.”  

Unfortunately it was conveyed that this stigma also exists in some school environments, 

where mental health is, “almost taboo.”  

There were other barriers in school that deterred participants from seeking support for 

coping. A barrier that was frequently discussed was the influence of teacher characteristics 

and the teacher-pupil relationship. Participants expressed discomfort talking to particular 

teachers and were observant when a teacher was “detached and cold” or was “lackadaisical 

about [their] problems.” Donal also spoke about how the perceived power dynamic in school 

inhibited him from getting help from a teacher.  

I never wanted to talk to a teacher because I felt like teachers would judge you…it’s 

just I feel like…you see them in that role of “they’re a teacher”… cus you do put them 

in a really higher position than you. 

Participants recognised that it was difficult for schools to identify, “that one teacher for 

everyone to go to” as pupils’ needs and personalities differ.  

Privacy was an important factor for participants. The perception of one’s 

trustworthiness influenced whether participants would confide in them. There was a fear that 

friends or teachers would gossip amongst themselves if they were to share their worries 

which led Niall to keeping his feelings to himself.  

…in today’s society like people, they like to talk quite a lot and obviously sometimes 

when you’re talking some things might slip into conversation. I’ve done it myself 

before…so that’s why I just kind of keep to myself. Cus it’s my personal, my personal 

issues. 
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Other barriers that influence participants help-seeking include the perceived severity 

of their problem. Some explained that if they, “were in a really bad way” or their problem 

was “severe enough” they would talk to a counsellor or their mum.  

Participants acknowledged that there was a level of personal responsibility to “go out 

yourself and get that help”. Support networks can be made available for adolescent boys but 

their inhibitions can be an obstacle to accessing these supports. 

I think it’s just more of trying to motivate the pupil from getting outside their comfort 

zone, talking to someone if they’re going through mental health problems. (Mark) 

Individual responsibility impacts engaging with school support. Dismissive attitudes towards 

mental health talks in school or “joking about it” with peers can lead to missed opportunities 

to gain useful information regarding coping.  

With the assembly’s emm, if you listen to them they’re useful… for those that take 

them they can be extremely helpful. Emm, I didn’t but probably should have. (Niall) 

 

4.4.4.2 Facilitating factors 

Participants were insightful about factors that aided their coping. These range from 

interpersonal factors such as relationships with others to logistical elements such as 

accessibility of strategies. The facilitating factors are discussed below.  

The accessibility and simplicity of strategies were important influencing factors for 

participants. Participants recognised the benefits of strategies being “so accessible”, 

“simple...but still so efficient” for example, how technology facilitates listening to music 

effortlessly on their smartphone. Thomas recognised that his preferred coping strategy 

requires minimal effort. 
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I have my drawing stuff so like that’s pretty easy to do, I just need like paper and a 

pencil from my pencil case so it’s not exactly I’m going out of my way to do it or to 

calm myself down. 

This reinforces the concept that coping strategies can be simple activities, rather than 

complex, innovative interventions. It is perhaps the daily use of these simple strategies that is 

effective for the boys in aiding their coping.   

The importance of relationships resonated throughout all participant interviews. 

Having a close relationship with others aided support seeking for the boys and it increased 

their willingness to be open with others. Donal described how finding people who you, 

“naturally click with” in school or friends or family, helps you feel comfortable sharing 

worries. Participants spoke about a number of close relationships they had in their lives, 

mostly with their parents. Others spoke about the value of friendship, as Gerard explains why 

he is comfortable talking to his friends if he is down. 

Yeah I would feel comfortable… I sort of realise now that it doesn’t really matter, like 

if you’re best friends with someone like, they should know what you’re going through 

and they should stay your best friend if they actually do care about you like. 

The importance of relationships with siblings was also highlighted for helping the boys cope. 

For Donal, his sisters were his first port of call, while Gerard appreciated how understanding 

and compassionate his siblings were. It was not always necessary to talk about, 

“psychological issues” to feel the benefits of sibling relationships, as Shaun describes his 

little brother, “could cheer [him] up just from like being with him.” The importance of 

relationships was also evident in the school environment. Positive teacher-pupil relationships 

are built, “throughout the years” and “building rapport” and “informal relationships” with 

teachers, makes it “so handy to be able to go to them” if ever in need of support.  
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 Related to the importance of relationships for facilitating coping amongst participants, 

is the occurrence of other people checking-in. Having others check-in provided reassurance 

that they had support and the opportunity to ask for help. Thomas described how he 

appreciated how his classroom assistant would support him. 

…she doesn’t like hover over me like all the time so like she’ll just see me in like the 

corridor and like ask “are you doing ok? And if something’s wrong then I’ll just tell 

her then and there. 

In a similar vein, being encouraged to talk to others also facilitated coping. Gerard described 

how in his school, “no-one’s really afraid anymore to talk…because our years, just been 

bombarded with loads of different things as to how to help.” This implies that sharing 

problems with others has been normalised as a way of coping in Gerard’s school.  

 Peers play an important role in facilitating coping. They were viewed as a 

supportive network who were relatable and had a greater understanding of adolescent 

stressors because, “they know what you’re going through.” On the other hand, participants 

appreciated the teachers who they felt were, “very approachable.” Teachers’ personalities had 

an impact on how relaxed the boys felt in asking for help, be it with academic work or 

emotional issues. They appreciated being treated as, “an individual and not like a child.” 

Donal encapsulates how powerful a teacher’s personality or approach can be. 

Even new people who have came in…straight away, identified her as comfortable, 

easy to talk to, if you need help doing something, if you’re maybe falling behind in 

work and you’re struggling in class, [she’s the] first port of call for everyone, even 

though it wouldn’t really be her job…like she really does go out of her way to do it. 

And she is so happy to do it. 
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There was a real sense of changing times in society and the positive influence that 

these changes have on adolescent boys’ ability to cope. It was implied that while there is still 

progress to be made, it is now more accepted to struggle mentally which can make it, “a lot 

easier to talk about things nowadays than it was ages ago like.” It was felt that getting help 

when struggling has become easier as mental health awareness has increased. A key aspect of 

this change in times was the societal expectations of boys.  

It’s a lot easier today because you have so much help and stuff, like no matter how 

much stress you go through, you still, it’s a lot more accepted these days if like, boys 

have mental health problems and stuff compared to years ago. (Gerard) 

…for most people my age like there’s been like a lot of things said like “men don’t 

have to hide their emotions anymore” (Thomas) 

When asked his thoughts on why it has become easier to talk, Gerard reflected a sense of time 

and unity with others. 

I think it’s just developed over, over time like. I feel like just people are being more 

relaxed and cus everyone’s like, just realising everyone’s like the same like, 

everyone’s equal like. It’s just…that’s sort of helping it a lot like. 

Additionally, there was a view that the expectations of boys are becoming more liberal, and 

“while it’s not “you can be whatever you want” it’s a lot more lenient than it used to be.”  

4.5  Overarching Theme: Another Brick in the Wall  

The overarching theme another brick in the wall encapsulates how school is ‘another 

brick in the wall’ in helping adolescent boys cope. It also encompasses perceived 

shortcomings in school support. The boys were highly complementary about the support their 
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schools provide but were also aware of some limitations in that support. Participants provided 

insight into what support they felt they need in school to help them cope.  

4.5.1  Current school support 

The theme current school support explores the support participants get in school 

which is in place to help them cope with their worries and concerns. This support can be split 

into what is perceived to be useful and support that is perhaps viewed less positively. The 

sub-themes were: 1) helpful support, and 2) perceived shortcomings in school support. Each 

sub-theme will now be discussed.  

 4.5.1.1 Helpful support 

 All participants expressed a positive opinion about certain aspects of their school 

support. While Conor felt that his school’s support was, “not bad the way it is” others had 

stronger feelings, stating how they were “very lucky” to be in their school. Gerard held his 

school in high regard: 

They’ve been doing everything that you possibly could do… you have everything in 

the school that you need to sort of take your mind off things. 

There was a sense of positive change within school support that reflected an increased 

focus on mental health. For some schools, this was the introduction of a school counsellor or 

pastoral care lead; for others, it was the increased understanding of their needs. Donal felt 

that his school “started to notice” the mental health needs of the pupils, which prompted them 

to “tackle it.” One school in particular, who had experienced the suicides of two male pupils, 

was both reactive and proactive following the tragedies. In the short-term, the school had 

crisis support, increased school counsellors and support for pupils, in fear of “something like 

that ever happening again.” On-going whole-school guidance was also put in place so that all 

pupils had the support and information on how to cope. 
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The increased focus on mental health was a recurring concept across all participant 

interviews. This led to schools introducing various mental health initiatives. Mental health 

assemblies were facilitated whereby pupils received education on ways to maintain or 

improve their mental health. Other topics included coping strategies, stress, identifying and 

managing emotions, alcohol and drugs and the importance of setting goals.  

“[They] talk to you about mental health and how to cope with it and ways that mental 

health can change how you feel about yourself and like, how it can change your 

perception of everyday like basically. How you need to take your mind out of that 

state at that moment in time so you don’t go further than what you think.” (Gerard)  

Some assemblies were delivered by external agencies who “specialised in certain areas like 

alcohol [and] smoking” while teachers provided other talks. They were carried out in a 

mixture of small and large groups and were perceived useful.  

Mental health information was also communicated to pupils via posters around the school.  

…then there’s posters all around the school…about bullying and generally just 

mental health…there’s a couple of take 5 posters on the doors…it’s to do with 

mindfulness and stuff and just generally how to deal with that. (Niall)  

 Encouragingly, the presence of a school counsellor appeared highly normalised 

amongst participants and appeared to be a long-standing support mechanism. The position of 

counsellor varied across schools. The most common procedure was an external counsellor 

attending the school on designated days whereas one school also had “Year counsellors” who 

were teachers with, “a bit more of an understanding of mental health.” Knowledge of the 

school counsellor varied amongst participants, depending on whether they had accessed the 

support. Even so, participants were aware of the pathway to accessing the counsellor which is 
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encouraging and it wasn’t perceived to be a “siege”. Counselling was perceived to be 

particularly useful for the boys in making sure “everything’s sorted out”. 

…through counselling…I’ve been able to pinpoint what it is what I’m currently 

feeling, why I’m feeling this way, to take a step back if I am feeling overwhelmed. And 

if I have a feeling on something that I’m allowed to say it. I’m allowed to let people 

know. (Donal) 

The flexibility of accessing the school counsellor at any time was welcomed by a number of 

participants. While it was customary to have a “daily or weekly” slot with the counsellor, 

Adam described how “if you are feeling really really bad…Like she’ll take you straightaway 

and help you.” 

School staff played a significant role in supporting the coping of adolescent boys. The 

characteristics of individual teachers helped participants feel supported and comfortable 

seeking support. Participants favoured teachers with an, “open personality” and they felt able 

to talk to those who were “approachable.” There was value placed on staff simply being 

aware of the well-being of pupils and showing that they cared through checking-in.  

I’ve noticed that…they’ll always kind of be asking if anyone’s not talking or anything, 

they’ll always be asking, “Are you alright?” and things like that there. I’ve noticed 

that with the teachers even recently. I’ve been asked a couple of times, “Are you 

alright?” (Adam) 

 The importance of relationships with school staff was highlighted as a way in which 

schools help participants cope. The quality of the relationship seemed to be a powerful agent. 

Those teachers whom participants had the opportunity to build positive relationships with 

were the teachers that the boys felt that they would “go to them first.” The undercurrent of 

relationships was portrayed by Adam, as he spoke about his teachers. 
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…if you’ve, any worries or anything you can always go to them or basically any 

teacher that… you feel that you can talk to, you can go to them and they’ll help you 

through it. 

Some participants valued their relationships with classroom assistants. 

I think classroom assistants are fantastic because… [they’re] so down to earth and so 

easy to talk to, and you just have people in particular that you like as the classroom 

assistants. Because they’re so…almost informal. 

This idea of informal relationships in school resonated with other participants. Participants 

began to build “informal relationships with teachers” as they got older, making it “handy to 

be able to go to them.” This informality was also perceived as helpful in the classroom 

whereby “friendly”, “casually talking” and “joking” with teachers helped to, “break down 

barriers.”  

In addition to school staff providing a source of emotional support to participants, a 

range of peer support initiatives complemented the in-school provision. For example, “peer 

mediation” was an initiative discussed whereby a pupil from Year 14 acts as a mediator 

between two other pupils who are having conflict, with the aim of “dissolving the tension.” 

This support was viewed to provide “a shoulder” for pupils who were experiencing a difficult 

time with another peer.  

A unique peer initiative that was described by Shaun involved a number of Year 14 pupils 

being assigned a mental health role within the school. This provided pupils with an option of 

speaking to a designated peer if they were struggling to cope. 

…anyone can access them…if you go down to the hub or you go up to the library or 

you see one walking past in the corridor, you can talk to them. And then they can help 
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you and then they can arrange certain teachers to have a talk with them and all so it’s 

just fantastic.  

Other initiatives within schools also recognise the potential role of pupils in supporting their 

peers and they were very positively viewed by participants. Anti-bullying ambassadors and 

prefects were noted as ways in which schools are trying to support the well-being of pupils. 

Donal felt his role as a bus prefect provided a source of support to a younger pupil being 

bullied on his journey into school. 

I broke them up and kind of went down and spoke to the wee boy well, 

because…being there myself, emm…you don’t like feeling alone. 

Peer initiatives discussed by participants provide insight into another avenue of support 

available within the school context that is helpful in helping adolescent boys cope with stress 

or negative experiences.  

 Participants spoke positively about the physical environment and atmosphere of their 

schools. A number of participants highlighted the ethos of their school as a supportive factor 

in helping them cope. An environment that achieves a balance between encouraging pupils to 

do their best academically while, “not over blow[ing] [exams] to be this really big thing” was 

helpful for managing stress. School environments that promoted equality and inclusivity 

amongst staff and pupils were viewed positively for helping themselves and their peers cope. 

There is actually a guy who…is gay and obviously with it being an all boys’ school, 

it’s, it can be kind of tough for him. And the teachers just support him all the way and 

there’s a lot of pupils who support him as well. We have our own learning support 

here as well and since I have mental disabilities, they helped me all the way. (Shaun) 

In addition to learning support classrooms, quiet rooms, sensory rooms and school gyms were 

also features of the physical environment in schools that helped participants cope. 
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4.5.1.2 Perceived shortcomings of school support  

 Participants considered some features of their school support to be less helpful in 

aiding their coping. Firstly, there was a perception amongst some participants that teachers 

had a poor understanding of pupils’ needs and their stressors were potentially overlooked. 

Greater focus was perceived to be placed on year groups completing GCSE and A-level 

exams, leaving Year 13s to “fall into a limbo.” Having their needs dismissed was perceived 

to be a result of their age. 

Our problems aren’t seen as proper problems, people are like, “Oh, you’re young, oh 

you’re 16 or 17, you don’t know what problems are…” (Donal) 

It was also acknowledged that the stressors and demands placed on teachers led to pupils’ 

needs being indirectly overlooked, due to the stressful teaching environment.  

It was perceived that there was a misunderstanding regarding the coping ability of adolescent 

boys. Donal held particularly strong views regarding this, feeling that pupils were often 

pushed beyond their capacity and were encouraged to show “resilience, resilience, 

resilience.”  

Resilience…that’s a word we’re drilled into in school…Like “stick things out”, like if 

something’s not going well, “well you just keep going on, you keep on doing it” but if 

you really can’t do it, you need to have that person there like, you need to have 

that…ability to walk out. If something is too much for you, you shouldn’t be forced to 

keep going through it…” (Donal)  

Misunderstandings of needs led to support being pitched at the wrong time. While Thomas 

felt that support was pitched too early and greater focus was needed around Year 11 when 

exams “become official”, Donal felt that school staff are, “only starting to come into 

realisation that our mental health is not good. But the signs have been there.” Again, 
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illustrating the individualised nature of coping and support. This incongruence between 

support available and pupil views also exists with teachers presenting themselves as someone 

to talk to. 

I know teachers and stuff say that you can come to them and talk but there’s probably 

two in this whole school that you would talk to. (Gerard) 

They’re trying but the difference is that we can see that the support’s there but that 

doesn’t mean we’re comfortable with the support. (Donal)  

 Concerns were raised regarding teachers’ perception of their role in supporting coping 

in pupils. Boys were less willing to seek support for coping from teachers who viewed “it a 

lot more like a job.” Furthermore, the boys were aware of teacher discomfort in talking about 

mental health, leading to support being “awkward.” A lack of understanding about mental 

health, on teachers’ behalf, was suggested as a reason for this discomfort.  

 Despite the aforementioned increased focus on mental health in schools, there was a 

sense that some schools feared addressing the topic and this was perceived as a shortcoming 

to the overall impact of support offered.  

…even whenever people were going in and telling people that there were problems, 

no-one addressed it. It was hush hush, no need to talk about this. (Donal) 

This secrecy or denial of difficulties led to Donal’s year group feeling “confused.” Donal felt 

that his he and his peers would have benefited from the school “addressing [their mental 

health]” and a validation of their feelings.  

On the other hand, certain initiatives by schools to talk about mental health fell short of 

expectations and were seen as more surface level acknowledgements.  
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“…they’ll disguise certain things like as if they’re helping like last week it was mental 

health week so they just briefly like “Oh there’s an announcement here about mental 

health, go inside” and then it’ll just not be mentioned for like the rest of the day.” 

(Thomas)  

While participants previously acknowledged the benefits of simple accessibly strategies, 

there were perhaps expectations that guidance offered by school would be novel. Thus, when 

it was suggested in school that, “today’s activity is like going outside and just like taking a 

short walk” it was “brushed over” by pupils.  Additional shortcomings of school support 

raised by participants included “large” waiting lists for the school counsellor and a level of 

leniency “should one of the boys need…time out.” 

4.5.2  What we need in school  

The theme, what we need in school explores the participants’ views on what support 

they would benefit from in school to help them cope with worries and concerns and how they 

wish that support to be delivered. Their views are summarised in figure 13. 

 

 

 

 

Figure 13: Another brick in the wall: Participant views on what they need in school. 
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A range of opinions and ideas were expressed by participants about how they wish 

their school could support their well-being. The boys’ views appeared to be influenced by 

their assessment of the current level of support present in their school and the level of 

attention given to mental health. There was a general consensus that mental health support 

should be a priority for schools and care taken to ensure awareness does not “drop off.” 

Thomas wished his school would focus more on the mental health needs of pupils. 

…it’s not treated as seriously as it could be…there was a vote a few months ago 

about what problems the students want the school to like focus on and mental health 

just won by a mile, like 25%.  

 While participants welcomed assemblies on mental health topics, delivery of these 

talks could be adapted to suit the needs of adolescent boys. In terms of additional topics, 

psychoeducation on identifying and understanding emotions was suggested as was guidance 

on how to cope with stress. A dominant preference across several interviews was the 

preference for mental health talks to be delivered by external individuals, rather than 

teachers.   

I feel like it’s a lot more effective having someone else coming in rather than a 

teacher in the school…it works smoother because there’s less, you know your teacher 

so you kind of feel uncomfortable but when someone else comes in, they’re a stranger, 

they don’t know you, they don’t know your name. (Donal) 

Speakers who have lived experience of coping with mental health difficulties was suggested 

by Gerard. 

Even like someone that has went through stress or went through anxiety and stuff and 

bring them in and say how they’ve coped with things.  
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Caution should be exercised with regard to the frequency of mental health talks. Gerard 

expressed that they should be occasional or “a few months in between them” because if they 

were more frequent, pupils may pre-empt worry or anticipate stress. Delivery of talks in 

smaller groups rather than year groups was suggested, as was different talks for different 

genders.  

It was felt there were missed opportunities to deliver mental health information or promote 

coping in a normal school timetable. Free periods or personal development classes could be 

“utilised a lot better” for example by “building your relationships and work[ing] on ways 

to…deal with your mental health.” 

A desire was expressed for teachers to be more “informal” with their pupils. It was 

expressed that informality may benefit quieter pupils in asking for help while in general, 

informality would help students feel more “comfortable” and that they “can relax and ask 

them for extra help if [they] need it like” especially if they are treated like, “an individual and 

not like a child.”  Shaun conveyed how relationships matter. 

I know it is a job but kind of treat it as more of a social thing in that like try to work 

with the students and help them... make sure there’s a good relationship. 

There was a view that teachers could help the boys cope with stress by casually 

checking in with them, both emotionally and academically. Adam felt he would benefit from 

teachers simply checking in about coursework while Niall wished teachers could be “more on 

the lookout for…the signs of someone…who’s just coping with stuff or trying to deal with 

stuff.” Adam expressed how checking-in with pupils could provide an opportunity for them 

to open up. 

…if they’re being real quiet…Basically just make sure there isn’t anything.  And if 

they do say something well at least now you know that. And you can work with it like. 
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…when you’ve everything sitting on your chest throughout the day and you’re 

just…like obviously no-one will notice it or see it but you’re sitting thinking about 

it…everything in your head. 

This was desired as checking-in with pupils was viewed as an opportunity for early 

identification of problems, “before people’s explosions happen.”  

Perhaps related to teachers’ ability to “notice” pupils who need support, there was an 

awareness that teachers may require additional training on mental health in order to know 

how to support the emotional needs of students. Donal expressed a wish for teachers to be 

more comfortable discussing mental health and felt this “would make us feel more 

comfortable talking about it.” 

There was a desire for teachers to foster ambition in pupils and help them set goals to work 

towards. It was felt that with the help of teachers, pupils could have high expectations of 

themselves and be motivated to achieve their goals.  

 The support offered by school counsellors was positively received by participants 

however as waiting lists were “large” it is unsurprising so that there was a desire for more 

counsellors in school. Preferably for Conor, these counsellors would be: 

…somebody you’re not going to be seeing everyday about the school, thinking, “God 

do you remember what I told him yesterday.”  

It was implied that an independent access route to the school counsellor, without the 

involvement of teachers, may help others seek this support as it seems “more confidential.”  

 There was desire for increased joint-working between schools and community 

services, specifically youth work. The benefits of this were perceived to be systemic, 
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potentially addressing the on-going political and religious divides in NI. This was suggested 

by Shaun. 

I think bringing education and youth work together is a fantastic way on just bringing 

not only mental health to a far better place but also, you know about the green and 

orange politics and everything and all, so just kind of bring everyone together in a 

way. So I think that’s a fantastic way y’know. 

Interestingly, Shaun also wished for more parental involvement in school, particularly in 

relation to “educat[ing] parents” on how to support their children and how to encourage their 

children to use more adaptive coping strategies, rather than “smoke, or have a drink.” 

 Introductions of “chill out periods” were suggested, where the boys could “cool-off” 

to take a break from their day. While some felt that their school’s break and lunch times were 

sufficient breaks, Thomas wished for “like two periods just to like talk to each other.”  

 Lastly, participants expressed a desire for support to be individualised based on 

individual need and experiences. There was an awareness that while it would be difficult to 

identify “one person that [everyone] could go to cus everyone’s different” there was a sense 

that flexibility and different approaches are necessary to truly support individuals.  

“…we’re called individuals for a reason. Like we all have our own individual 

schedules and own individual problems so not like, you can’t group everyone into one 

thing. Everyone’s going to be going through something different at each time.” 

(Thomas)  

4.6  Qualitative Summary Statement  

 This chapter has presented the findings from the thematic analysis of 8 semi-

structured interviews with participants. In summary, the findings suggest the boys have a 
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repertoire of coping strategies to help them cope in their daily lives. How they cope is 

positioned within a wider context of stressors, functions of strategies and influencing factors. 

Participants provided insight into how their school helps them cope. Some school support 

was viewed positively while other provisions were perceived as shortcomings. The findings 

conclude with their thoughts into what support they need in school to help them cope.  

4.7  Quantitative Results 

 The aim of the questionnaire data was to build upon the initial qualitative findings. A 

series of descriptive statistical analyses were conducted to gain frequency data from the 

questionnaire responses. The results of these analyses are discussed below.  

4.7.1  Coping strategies 

One hundred and seven participants completed the questionnaire. Table 16 displays 

the number of participants (and percentage of sample) who reported use of each strategy to 

help them cope. To facilitate examination of strategy use and perceived usefulness, 

usefulness ratings are also provided in table 16. The most commonly reported coping 

strategies were: listening to music (88.8% of sample); getting on with life (80.4%); YouTube 

(79.4%); talking to friends (74.8%); and dealing with the problem (72%). The least 

commonly reported strategies were (in descending order of use): drawing/artwork (12.1%); 

talking to a classroom assistant (12.1%); talking to other school staff (10.3%); talking to a 

counsellor (9.3%), taking drugs (6.5%); and talking to a SENCo (3.7%).  

Talking to friends was the most commonly used form of social support for 

participants (74.8%), followed by talking to their parents or guardians (58.9%). Seeking 

social support from school staff was less common with less than 30% of participants 

reporting that they would talk to a teacher.  
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Table 16 

Descriptive statistics on reported usage of coping strategies and perceived usefulness (n = 107). 

Strategies                                           Usage                         Usefulness Rating* 

                                                          N (%)                          Not Useful                Useful        Very Useful (%) 

Listen to music  95 (88.8%) 4.7%% 40.2 % 43% 

Get on with life 86 (80.4%) 30.8% 38.3% 11.2% 

YouTube 85 (79.4%) 10.3% 46.7% 21.5% 

Talk to friends 80 (74.8%) 7.5% 44.9% 22.4% 

Deal with issue/problem 77 (72%) 0.9% 35.5% 35.5% 

Play video games 76 (71%) 12.1% 29% 29% 

Keep worries to self 74 (69.2%) 36.4% 25.2% 7.5% 

Think about it over and over 74 (69.2%) 60.7% 5.6% 2.8% 

Watch TV/movies 72 (67.3%) 8.4% 44.9% 14% 

Play sport 63 (58.9%) 0.9% 22.4% 35.5% 

Talk to parents/guardians 63 (58.9%) 5.6% 31.8% 20.6% 

“Zone out” 59 (55.1%) 16.8% 29% 9.3% 

Go walking 59 (55.1%) 5.6% 29% 20.6% 

Instagram 54 (50.5%) 17.8% 26.2% 6.5% 

Gym 50 (46.7%) 2.8% 26.2% 17.8% 

*Usefulness ratings only reflective of views of participants who reported use of the strategy.  
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Strategy                                           Usage                  Usefulness Rating* 

                                                          N (%)                     Not Useful                  Useful            Very Useful 

Facebook 36 (33.6%)                  17.8%                      15%                0.9% 

Drink alcohol 31 (29%)  2.8%                       15.9% 10.3% 

Talk to teachers 30 (28%) 2.8%                       15.9% 9.3% 

Deep breathing 29 (27.1%) 2.8%                       17.8% 6.5% 

Talk to siblings 28 (26.2%) 2.8%                       1% 5.7% 

Play musical instrument 24 (22.4%) 2.8% 8.4% 11.2% 

Twitter 22 (20.6%) 8.4% 12.1% 0% 

Turn phone off 15 (14%)                       4.7% 8.4% 0.9% 

Write songs/lyrics 14 (13.1%)                    1.9% 6.5% 4.7% 

Draw/artwork 13 (12.1%) 0.9% 8.4% 2.8% 

Talk to classroom assistant  13 (12.1%) 6.5% 3.7% 1.9% 

Talk to other school staff 11 (10.3%) 2.8% 4.7% 2.8% 

Talk to counsellor 10 (9.3%) 2.8% 0.9% 5.6% 

Take drugs 7 (6.5%) 0.9% 2.8% 2.8% 

Talk to SENCo 4 (3.7%) 1.9% 1.9% 0% 
*Usefulness ratings only reflective of views of participants who reported use of the strategy. 



  

119 
 

4.7.2  Perceived usefulness of coping strategies   

The usefulness of strategies was measured using a 4-point scale (not useful; useful; 

very useful; and not applicable). There was variability in the perceived usefulness of the 

strategies used. Figures 14 and 15 display perceived usefulness of strategies for those 

participants who reported using them. Some commonly used strategies were found to be 

useful for participants. For example, listening to music, YouTube, talking to friends, dealing 

with the issue and playing sport were more likely to be considered useful than not useful. 

Conversely, there was ambiguity in the usefulness of other commonly used strategies such as 

getting on with life and keeping worries to yourself. Interestingly, thinking about a worry or 

problem repeatedly was commonly used by participants yet it was perceived to be much more 

unhelpful than helpful in coping with worries.  
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Figure 14. Perceived usefulness of most commonly reported coping strategies (Reflective of 
participants who reported using the strategy). 
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Figure 15. Perceived usefulness of least commonly used coping strategies. (Reflective of 
participants who reported using the strategy).  

 

4.7.3  How schools can help adolescent boys cope 
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would value additional downtime during school, guidance on how to cope and identifying 

goals to work towards. 

4.7.4  How teachers can help adolescent boys cope 

 To examine participant responses in terms of teacher support, a frequency analysis 

was conducted. The most commonly selected teacher support was informality, with 73.8% of 

participants indicating that they feel this would help them cope. This was followed by 

teachers: checking in on coursework to ensure pupils are not falling behind (57%); being 

comfortable talking about mental health (52.3%); building rapport with pupils (51.4%); being 

watchful for pupils being worried or concerned (47.7%), receiving training on mental health 

difficulties (40.2%); and receiving training on how to support pupils who are worried 

(40.2%). 
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Figure 16. Percentage of participants selecting school support that aids/would aid coping as per listed in questionnaire. 



  

123 
 

4.7.5  Summary of questionnaire findings 

Participants reported using a range of coping strategies to help them cope with 

worries and concerns. Music, exercise, forms of social media, talking to friends and family 

were commonly used, as was trying to deal with the problem. Participants engaged in 

internalizing strategies such as keeping worries to themselves, rumination and “zoning out” 

while roughly one third of participants used alcohol as a way of coping. Individual hobbies 

were less commonly used which may reflect individual interests. Talking to school staff 

members or a counsellor was uncommon amongst participants. Furthermore, the coping 

strategies used varied in perceived usefulness. In terms of school support, participants 

reported a desire for breaks in the weekly timetable and direct teaching on ways to cope with 

worries or stress. There was a strong desire for informality with teachers. These findings will 

be discussed in conjunction with the previously presented qualitative findings. 

Phase 2 facilitated gaining a larger number of responses, thus increasing the 

representativeness of the study’s findings. A clearer picture as to some of the coping 

strategies used by adolescent boys and their views on desired school support has been 

gained. On reflection, phase 2 has been useful for validating the qualitative findings and 

exploring whether they are shared with a larger number of adolescent boys. 
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5.0  Discussion 

5.1 Overview 

 The present study aimed to explore the views of adolescent boys about how they cope 

with worries and concerns and how schools can help them cope. A mixed methods approach 

was employed to address the aims of the study. The findings will be discussed in relation to 

relevant theory and research. Recommendations which may stem from the findings will be 

presented, as will implications for educational psychology practice and considerations for 

future research. The strengths and weaknesses of the study will be discussed. The chapter 

concludes with the researcher’s reflection on her experience of completing the thesis.  

5.2 Consideration of Findings 

 A summary of the study’s findings will be presented in relation to how they address 

the research questions and relate to existing literature. The study initially aimed to address 

two research questions: 

o What coping strategies do 16 – 17 year old male pupils report using to help 

them cope with worries or concerns? And; 

o What are the views of 16 – 17 year old male pupils on how educational 

settings can help them cope with difficulties they face? 

Following data analysis, it became clear that additional qualitative data provided further 

insight into the phenomenon of adolescent boys’ coping. According to Agee (2009), the 

development of new research questions often occurs during the research process, including 

during analysis. Therefore, two data-driven research questions were created and are displayed 

below. 

o What are the worries and concerns of adolescent boys? 

o What are the facilitators and barriers to coping for adolescent boys?  
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In the sections that follow, the research question regarding the worries and concerns 

of adolescent boys will be discussed first, as logistically, it is considered more appropriate to 

first understand the stressors that prompt a coping response in participants. This will be 

followed by findings that address the question of what coping strategies do adolescent boys 

use, before turning to the facilitators and barriers to coping. Lastly, the question of what are 

the views of 16 – 17-year-old male pupils on how educational settings can help them cope 

will be addressed.  

5.2.1  Worries and concerns of adolescent boys 

 This section will begin by addressing the research question: what are the worries and 

concerns of adolescent boys? Academic work was a significant source of worry for many of 

the interview participants. Workload, expectations to achieve and future career worries led to 

feelings of pressure. This is consistent with previous studies that found academic pressure to 

be a main source of stress for adolescents (NCB-NI, 2019; Parikh et al., 2019). Perhaps a 

reflection of modern society, social media was discussed as a source of stress whereby it was 

a platform for cyberbullying, social comparison and gossip. This echoes a recent report by the 

NCB-NI (2019) whereby the online world was identified as a key contributor to poor 

emotional well-being in CYP in NI. Some participants viewed adolescence and hormonal 

changes during puberty as stressful. Previous research has also acknowledged the stress of 

adolescence due to combination of changes in the brain, social environment and increased 

risk-taking behaviour (Blakemore & Choudhury, 2006; Spear, 2000; Frydenberg, 2018). 

Many participants expressed concern for the emotional well-being of their peers whilst 

navigating a changing society was stressful for others, particularly the changing expectations 

of men. Both findings add to the existing literature. They may reflect modern times, including 

new pressures on YP, awareness of the potential vulnerability of adolescent boys to struggle 

emotionally, and ambiguity around expectations of males.  
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 It is perhaps unsurprising that participants’ worries and concerns naturally arose given 

the central role of stressors in Lazarus and Folkman’s transactional theory (1984) and 

Edwards’ (1992) cybernetic theory. In the former, it is one’s cognitive appraisal of a stimuli 

as a stressor that prompts a further appraisal of their coping resources, whereas the latter 

stipulates coping is an attempt to reduce the negative effects of stress on one’s well-being.  

 5.2.2 Coping strategies used by adolescent boys 

The following section presents findings that address the research question: What 

coping strategies do 16 – 17 year old male pupils report using to help them cope with worries 

or concerns?  

Participants were found to use a range of coping strategies. While there were some 

commonalities in strategies used, strategy use was dependent on individual preferences or 

interests. Music, sport and exercise, social media (particularly YouTube), watching TV or 

playing video games were commonly used by participants. This is consistent with previous 

studies that found similar strategy use (e.g. Mates & Allison, 1992; Wilhsson et al., 2017). 

Participants gave themselves the opportunity to clear their heads which is similar to the 

cognitive reappraisal found by Sung et al. (2006). Many participants carried on with day-to-

day life, despite worries or stress, perhaps demonstrating their resilience, and many felt that 

they tried to deal with their problems. It is recognised in the literature that boys may use 

alcohol and drugs as a way of coping (Parikh et al., 2019). This was found in the present 

study, with alcohol being more commonly used than drugs. 

 The increased meta-cognitive skills in adolescence can lead to rumination (Zimmer-

Gembeck & Skinner, 2011). It was very common for participants to ruminate and keep their 

worries to themselves. This is consistent with previous research that found that boys are less 

likely to seek support from others (e.g. Cicognani, 2011; Cororada & Mihalaúcu. 2012; 

Parikh et al., 2019). Interestingly, participants advised their peers to speak out if they were 
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worried or stressed. This juxtaposition between participants reporting that they keep their 

worries to themselves yet encouraging their peers to open up is striking. There may be several 

factors contributing to this. Firstly, societal expectations of males have historically 

discouraged emotional expression and help-seeking from men (Evans et al., 2011; Rice et al., 

2018). Conversely, participants alluded to changing times in society, particularly how it is 

now more acceptable for males to struggle emotionally. Furthermore, there have been regular 

public campaigns encouraging people to talk about their worries. The contrast between the 

boys’ actions and their advice to peers may demonstrate that they have ‘bought in’ to the idea 

that talking is beneficial but there are barriers to them doing this themselves. The desire for 

participants to keep their worries to themselves could also reflect their strive for 

psychological autonomy (Masten & Coatsworth, 1998). Through striving for emotional 

autonomy and independent functioning, they may have felt compelled to keep their worries to 

themselves and refrain from involving their parents or others. 

 When participants did talk to others, they drew on support from their friends and 

family. Family and friends noticing when they were struggling provided the opportunity to 

seek help while being in close relationships helped participants feel comfortable talking to 

their friends. Other research found boys prefer to engage in an activity or simply spend time 

with family and friends as a way of coping (Wilhsson et al., 2017; Frydenberg & Lewis, 

1993a). To a lesser extent, some participants talked to their teachers while even fewer talked 

to other school staff such as classroom assistants. Half of the interview participants reported 

speaking to a counsellor to help them cope emotionally.  

These findings provide further understanding of some the coping strategies used by 

adolescent boys as they cope with worries and concerns. It is important to acknowledge that 

the coping strategies reported may not be an exhaustive list of strategies used by adolescent 

boys. This is due to the questionnaire presenting a limited number of strategies as voiced by 
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the eight interview participants. Other adolescent boys may draw upon various other 

strategies to help them cope, such as, pets, mindfulness, humour and cognitive behavioural 

therapy skills. These strategies may not have arisen from the qualitative data due to the 

individual nature of coping strategy use. On the other hand, strategies including self-harm or 

sexual activities were also absent from the interviews and subsequent questionnaire. This 

could perhaps reflect the influence of social desirability in responses whereby participants 

voiced coping strategies that they believed to be more socially desirable or acceptable, rather 

than voicing strategies that were reflective of their true thoughts or actions. Additionally, it 

could reflect a fear of stigma, particularly with self-harm. The researcher’s age and gender 

may have led participants feeling uncomfortable discussing sexual activities as a way of 

coping with worries or concerns.  

5.2.2.1 Functions and usefulness 

The different types of coping strategies used by participants varied in terms of 

function and usefulness. It is deemed appropriate to discuss these findings in relation to the 

research question regarding the coping strategies used by adolescent boys as it provides a 

greater insight into the reasons why the boys use those strategies.  

The findings suggest that participants try to deal with the issues that are causing them 

stress, in conjunction with utilising strategies that have the function of reducing the emotional 

symptoms of stress or worry. Exercise, which was reported to be very helpful in coping, was 

perceived to relieve stress and increase mental clarity which was a similar function to 

speaking with a counsellor. Mates and Allison (1992) found sport to be a distraction from 

worries. Art had a calming function whereas playing video games acted as a distraction from 

worries or concerns.  

The function and usefulness of social media was diverse, ranging from being a 

distraction to a platform for online support or a method of keeping in touch with peers. 
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Interestingly, there were differences in how useful Facebook, Instagram and Twitter were as 

coping strategies, yet YouTube was commonly rated as useful or very useful by participants, 

suggesting there is a specific feature of this form of social media that is appealing to 

adolescent boys. Alcohol and “zoning out” were used as means of avoiding stress which is in-

line with Parikh et al. (2019) who found boys use substances to escape their worries. During 

adolescence, there is a greater focus on peer relationships and ‘fitting-in’ is important to YP. 

Peer pressure or experimentation may be an initial reason for alcohol consumption, and it 

could lead to alcohol becoming a normalised method of coping, particularly for those with 

earlier experiences of compromised developmental organisation of biological and 

psychological systems (Cichetti & Rogosch, 2002). 

Some findings were counter-intuitive, such as high use of coping strategies that 

participants considered unhelpful (e.g. over-thinking), maladaptive strategies being viewed as 

useful (e.g. “zoning out”) and general use of maladaptive strategies (e.g. alcohol). A possible 

explanation for this is the fall-back hypothesis (Rothbaum et al., 1982) which states failed 

attempts at coping with productive strategies can lead to use of less helpful strategies. In this 

study, it may be a mixture of unsuccessful coping with productive strategies and/or a 

reluctance to use certain productive strategies, such as help-seeking, that leads to boys using 

more maladaptive mechanisms. It is also possible that the use of maladaptive strategies is a 

reflection of a compromised organisation of earlier developmental challenges (Cicchetti & 

Rogosch, 2002), and may reflect their self-confidence in their ability to cope using other 

means. 

In general, the strategies used by participants mapped onto Folkman and Lazarus’ 

(1980) proposal of coping adopting two functions: 1) emotion-focused coping; and 2) 

problem-focused coping. However, Edwards and Baglioni’s (1993; 2000) conceptualisation 

may be more appropriate to encapsulate the function of the boys’ strategies. For example, 
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participants reported to “zone out” which is emotion-focused but could be further refined to 

avoidance. Consideration must be given to the dual function of certain strategies which 

contributes to the difficulties categorising strategies by function, highlighting the importance 

of contextual information.  

 

5.2.3 Facilitators and barriers to coping 

The following section presents findings that address the research question: What are 

the facilitators and barriers to coping for adolescent boys? The findings suggest that certain 

factors facilitate coping in boys whilst other factors act as an obstacle to coping (figure 17).  

Figure 17. The facilitators and barriers to coping.  

 

5.2.3.1 Facilitators 

 The findings from the current study add to some of the existing literature presented in 

chapter 2. “Simple” accessible strategies that required minimal effort aided participants 

coping, for example, drawing. The findings also suggest that positive relationships are an 

important contributing factor in helping boys cope. Having close relationships with family or 
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friends led to participants feeling comfortable in seeking help, which supports the findings of 

Wilhsson et al. (2017) who highlighted the importance of peer relationships. Establishing 

positive relationships with teachers made it more likely that participants would seek their 

support. This is consistent with the findings from Aston (2014) who found that trustworthy 

relationships were a protective factor for emotional well-being.  

 Interestingly, changing societal expectations were found to be a facilitating factor to 

how adolescent boys cope. There was recognition that mental health awareness has increased 

in society and it is now more accepted for males to struggle with their emotional well-being. 

Rice et al. (2018) stipulated that cultural expectations are a key determinant of male mental 

health. The findings support this view as sharing concerns is becoming, albeit slowly, a more 

normalized method of coping for males.  

It is also interesting to consider gender expectations from a social constructionist 

point of view. Addis and Cochane (2005) stipulated that social constructionism can enhance 

our understanding of masculinity. Recently, the conceptualisation of masculinity in society is 

changing and becoming more fluid, rather than reflecting binary representations of gender. 

Furthermore, discussions of toxic masculinity are prevalent in society whereby traditional 

stereotypes of males, such as traits of self-reliance and emotional repression, are presented as 

potentially harmful for males themselves. However, the researcher is aware that 

generalisations and stereotypes of gender are widespread within our society and it is not the 

researcher’s intention to generalise these traits to all males, however, it is important to 

acknowledge that such stereotypical opinions can exist within this area of research. Overall, it 

is possible that the changing conceptualisation of masculinity may help explain why 

participants felt it was becoming more acceptable for males to struggle with their mental 

health.  
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5.2.3.2 Barriers  

Conversely, societal expectations of males also seemed to be a barrier to participants 

seeking social support. Other research has found similar patterns, with boys feeling under 

pressure to hide their difficulties as it is not ‘manly’ to struggle emotionally (Johansson et al., 

2007; MacLean et al., 2013). Fear of stigma deterred participants from help-seeking which is 

in-line with existing literature (Lobban et al., 2003; MacLean et al., 2013). The years passing 

between these findings demonstrate that while there have been movements in society to 

reduce mental health stigma, progress is slow and it has consequences on the coping actions 

of boys.  

Regarding participants’ ability to talk about their worries and concerns, it is also 

important to consider the potential influence of their emotional literacy levels and 

communication skills. While participants did not express these skills as a reason as to why 

they keep their worries to themselves, it is a viable contributing factor to take into 

consideration.   

Resonating with findings from Aston (2014), whereby trustworthy relationships were 

a protective factor to coping, participants in the current study voiced lack of trust in others as 

a deterrent to talking about their worries. This may reflect participants’ rightful desire for 

privacy or may be underpinned by a fear of stigma. Additionally, it may reflect their internal 

working model which has shaped their view that others are untrustworthy and unsupportive 

(Bowlby 1973). Related to this, was the finding that the power imbalance in a teacher-pupil 

relationship discouraged boys from speaking to their teachers. This may help explain why 

participants were more likely to speak with their family and friends than school staff. 
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 Another identified barrier which adds to the research base is how participants 

perceived themselves to be selfish if they voiced their worries to others. This has implications 

for professionals in terms of removing obstacles to help boys cope.  

5.2.4 How schools can help adolescent boys cope 

The following section presents findings that address the research question: What are 

the views of 16 – 17 year old male pupils on how educational settings can help them cope 

with difficulties they face? 

 It was clear that participating schools were adopting approaches to promote positive 

mental health, as recommended by Humphrey and Wiglesworth (2016). There was a high 

degree of commonality across the interviews in identifying support implemented in school 

that helps adolescent boys cope.  

5.2.4.1 Mental health awareness 

Findings indicate that there was generally an increased focus on the importance of 

good mental health in the school community; an increase that participants valued. Initiatives 

including dedicated mental health weeks, assemblies, posters and a general increased 

awareness were viewed as positive steps in helping boys cope with worries and concerns. 

Participants expressed preferences for these talks to be delivered by external speakers rather 

than teachers and adapted to the needs of adolescent boys. This mirrors the findings from the 

NCB-NI (2019) whereby school staff felt sessions delivered by external agencies had a 

greater impact on pupils but required adaption to the needs of their pupils. Mental health talks 

delivered in small groups, rather than large group settings were preferred and there was a 

wish for more guidance on useful ways to cope with stress. This is consistent with findings 

from Woolfson et al. (2007) who found a preference for class-group learning and a desire for 

coping strategy lessons. 
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Despite this increased mental health awareness in schools, staff attitudes to discussing 

mental health were seen as a negative in helping the boys cope with worries. It was felt that if 

teachers presented as more comfortable talking about mental health, the boys would also feel 

more comfortable. This relates to findings by the NCB-NI (2019) who found staff confidence 

in discussing mental health was an obstacle to supporting the emotional needs of pupils. The 

NCB-NI (2019) stipulated confidence was related to perceptions of knowledge and skills. In 

the present study, it was found that it would be welcomed for school staff to receive mental 

health training which may give them the skills to create a more open discussion regarding 

mental health, or help them be ‘on the look-out’ for pupils struggling. The need for school 

training on mental health was recognised by the government green paper (DoH & DoE, 

2017), however the implications of this is limited in NI given that education is a devolved 

issue. Nonetheless, the NCB NI (2019) found it was common practice for teaching staff to 

receive such training in NI. It was less common for support staff to be included in this 

training, which is interesting given the findings that participants preferred the informality of 

classroom assistants and that whole-school approaches to mental health are more effective in 

creating sustainable change (Weare & Nind, 2011).  

5.2.4.2 School counsellors 

 It was normal practice for schools to have counsellors, who were highly valued by 

those participants accessing their support. While the pathway to gaining support from the 

counsellor was considered straightforward, there was a desire for an independent access 

route, free from the involvement of others. Furthermore, it was found that waiting lists for 

school counsellors were long and there was a desire for more counsellors in schools, echoing 

the findings of the NCB-NI (2019). 
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5.2.4.3 School staff 

 School staff had an important role in helping adolescent boys cope and the findings 

emphasise how relationships truly matter. This is consistent with the findings from Aston 

(2014) who found quality relationships in schools were a protective factor for mental health. 

Teachers with open and approachable personalities encouraged participants to reach out and 

seek help. Informal relationships with teachers were desired, which was characteristic of the 

interactions between participants and classroom assistants.  Teachers casually checking-in 

with pupils was favoured, as was help in setting goals to work towards. 

 Mirroring the findings of Smith et al. (2004) who found a discrepancy between young 

peoples’ views and the views of their teachers, some participants felt teachers had a poor 

understanding of their needs, support was pitched at the wrong time and designated pastoral 

care staff were not approachable. One participant felt there was an overriding drive for pupils 

to show “resilience” despite at times, needing to withdraw from a situation or receive extra 

support. In recent times, resilience has become a ‘buzzword’, with many events exploring 

how professionals can foster resilience in CYP today. It raises the question, where has this 

drive for resilience come from? One possible contributing factor may be the controversial 

reference to today’s youth as the ‘snowflake generation’ which positions YP as overly-

emotional and less resilient. Another possibility is perhaps recognition that YP are facing a 

large array of stressors that differ from the older generation, and they will require a greater 

level of resilience to navigate these stressors. This finding has implications for practice, 

particularly in regard to how a balance is achieved between what could be viewed as a 

dichotomy, with the importance of seeking support from others to help achieve good mental 

health on one side and a need to be a resilient individual on the other. Overall, such findings 

demonstrated the importance of gaining the voices of CYP (Kilkelly et al., 2004) and the 

participation right within article 12 of the UNCRC (1987). 
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5.2.4.4 School ethos and physical environment 

Providing a supportive ethos that promotes inclusivity and equality was found to be a 

supportive factor in helping boys cope. An environment that balances academic expectations 

with emotional well-being is advantageous. It could be argued that pupils’ emotional well-

being should be nurtured before academic achievements can be expected. The desire of 

introducing a weekly chill-out period into the school timetable was widely held by 

participants. This wish for scheduled downtime combined with the finding that academic 

stress is prevalent (which is supported by NCB-NI, 2019) indicates that achieving a better 

balance of the two may be valuable to helping adolescent boys cope. This is consistent with 

Aston (2014) who found school culture is a significant factor in promoting mental health. 

Physical spaces such as quiet rooms and school gyms were also features of the physical 

environment in schools that helped participants cope. 

5.2.4.5 Youth work, parents and peers   

Collaboration between education and youth work was identified as a possible means 

of helping adolescent boys cope in school. This was an interesting suggestion from 

participants given its relevance to the Children Services Co-operation Act (NI) (2015). Joint-

working between schools and youth work echoes the sentiment of the CSCA (NI) through 

increasing cooperation of children’s services to improve the well-being of CYP.   

 Recognising the impact of parents and their role was viewed by some participants as a 

potential way to help boys cope. This includes educating parents on ways to help promote 

positive well-being in their child, including through encouragement of useful coping 

strategies. Supporting and empowering parents is highly relevant within the NI context given 

the circumstances that many parents are experiencing, including poverty, legacy of The 
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Troubles and a high level of psychological morbidity in the adult population (Bamford, 

2006).  

 Various peer support initiatives were viewed as helpful in-school provisions. These 

include peer mediation, anti-bullying ambassadors, prefects and mental health roles. 

Implementation of such strategies is consistent with findings by the NCB-NI (2019) who 

found peer initiatives are common practice for post-primary schools. This has implications 

for future provision in helping adolescent boys cope, particularly due to many participants 

confiding in their friends as a coping strategy, suggesting peer initiatives may be an avenue 

that could be maximised in terms of use. 

5.2.5 Summary of research questions addressed  

The study addressed four research questions, firstly; what are the worries and 

concerns of adolescent boys? There were commonalities across participants about the 

stressors in their lives that necessitated a coping response, particularly academic pressure.  

The research provided insight into some of the coping strategies used by 16 – 17 year old 

male pupils to help them cope with worries or concerns. The findings suggest adolescent 

boys use an array of strategies to help them cope, including music, exercise, social media and 

getting on with life. It was common for participants to keep their worries to themselves. The 

strategies used served different functions and varied in usefulness. The study also addressed 

the research question: What are the facilitators and barriers to coping for adolescent boys? 

Expectations and relationships were found to act as both key facilitators and barriers to 

coping. 

Finally, the study addressed the research question: What are the views of 16 – 17 year 

old male pupils on how educational settings can help them cope with difficulties they face? 
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Findings indicate that there is an array of school provision in place that helps boys cope with 

worries and concerns, however, there is room for improvement and future provisions. 

5.3 Recommendations  

 The following recommendations are relevant to YP, schools, educational 

professionals and parents (figure 18). They aim to encourage reflection and discussion and 

are presented as considerations only due to the subjective nature of the findings.  

 

 

Figure 18. Systemic recommendations for supporting positive mental health. 

5.3.1 Adolescent boys 

 Guidance could be given to adolescent boys on recognising when they are becoming 

stressed and encouraging them to reflect on steps they can take to reduce or deal with the 

stress before it gets “severe” including identifying a mixture of emotion-focused and 

problem-focused coping strategies that work for them. It is necessary that it is communicated 
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to YP that having emotions or experiencing mental health difficulties is normal for boys and 

that they are not selfish or a burden for reaching out for help. 

5.3.2 Empathetic, individualised approach 

 It is important that educational professionals strike a balance between encouraging 

resilience in CYP and being mindful of mental well-being. Developing YP’s ability to cope 

in the face of stressful experiences is positive, however, it should not be to the detriment of 

their mental health. An empathetic, individualised approach is recommended whereby YP are 

given the strategic advice on how to cope but are assured that it is acceptable to struggle to 

overcome certain stressors.  

5.3.3 Downtime 

Recent literature and the findings of the study highlight the pressure adolescent boys 

experience from academic expectations. Such findings should be shared amongst school staff 

to create a mutual understanding of the academic pressure faced by YP, a finding that is 

similar to Aston (2014). Schools are encouraged to create an ethos that motivates pupils to 

work towards their goals whilst also recognising effort and kindness, not simply academic 

achievement. There could be a designated ‘downtime’ period within the school timetable 

whereby YP are free to relax without any academic expectations. 

5.3.4 Mental health as a priority 

It is reassuring that the NCB-NI (2019) found mental health was a priority within 

school development plans for schools in NI.  It is important that the increased focus on 

mental health remains and support continues to be delivered. However, YP are perceptive to 

support being ‘tokenistic’ therefore it is important that efforts are thorough, well-intended 

and supported by staff. (See appendix A for examples of interventions and approaches for 

supporting mental health in schools). Both the government green paper (DoH & DoE, 2017) 
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and Aston (2014) emphasize the importance of school senior leadership in successful mental 

health promotion. 

5.3.5 Delivery of mental health talks 

When possible, mental health talks could be delivered by external agencies, in small 

group settings and occur occasionally. It is acknowledged that input from external 

organisations requires funding which acts as a barrier for schools. However, the CSCA (NI) 

(2015) gives weight to the argument of joint-working thus incidences may increase in the 

future. YouTube, which is a video-based platform, was commonly used by participants to 

cope with worries and concerns. Woolfson et al. (2007) found YP preferred learning through 

inclusion of interactive methods, including video. Efforts should be made for mental health 

talks to include interactive videos. 

5.3.6 Promote helpful coping strategies 

Guidance on helpful ways to cope should be communicated to adolescent boys. 

Parikh et al. (2019) recommend that efforts should be made to balance adolescents’ 

dependence on emotion-focused coping with enhancement of their problem-focused coping. 

The findings highlight that many participants engaged in over-thinking, despite identifying 

that it was an unhelpful strategy for coping with worries or concerns. Introducing pupils to 

the concepts of cognitive behavioural therapy (CBT) may be helpful, particularly concerning 

cognitive restructuring of unhelpful thoughts to more balanced ways of thinking.  

5.3.7  Build positive relationships with pupils 

Encouraging boys to seek help before the problem becomes “severe” should be 

incorporated into home and school life. In school, this could be achieved through reminders 

during mental health talks about the importance of talking to others early, and through day-

to-day interactions between staff and pupils and peer interactions. Simply checking-in with 



  

141 
 

pupils provides them with the opportunity to voice their worries, which may halt the issue 

before it comes a bigger problem for the young person. Casual check-ins with pupils may be 

less stigmatising, more informal and could help build positive teacher/pupil relationships.  

5.3.8 Supporting staff in their approachability 

The approachability of school staff was found to be a strong influencer in helping 

adolescent boys cope. Addressing the broader educational context could be beneficial in 

supporting staff to be perceived as more approachable to their pupils. At a macro level, 

initial teacher training courses could incorporate social skills training whereby they are 

taught the skills and qualities that are deemed to enhance approachability. This could equip 

future teachers with these skills from the onset of their career. Furthermore, it may prove 

beneficial for the approachability of candidates to be considered during recruitment of 

teaching and support staff roles in schools. This could be achieved using interactive methods 

such as role play during the recruitment phase.  

 At school level, staff could be supported in enhancing their approachability through  

in-service training. This training could include the interpersonal skills, actions and 

demeanour associated with approachability whilst also providing staff with the opportunity 

of practicing these skills through role play. It is important to consider that some staff may 

require individual support and could be given the space to reflect and learn through 

supervision. Supporting staff to be more approachable could enhance staff – pupil 

relationships, which are key in supporting pupils to cope, thus it is argued that such training 

should be delivered prior to mental health training. 

5.3.9  Staff training and pastoral care considerations 

Training should be delivered to all school staff on mental health. Such training should 

increase awareness about different mental health difficulties, signs and symptoms of common 
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difficulties and ways to support pupils within the school setting. Whole-school training is 

important to build staff confidence whilst creating an environment whereby open and honest 

discussions regarding mental health are facilitated and normalised. Additionally, a core group 

of well-being staff should be identified, however, it is vital that schools consider the 

personalities of staff within this role. Pupils could be asked to nominate staff members whom 

they wish to be part of the well-being team to ensure they feel comfortable seeking their 

support.  

5.3.10  Peer support 

 Peer support is important for a whole-school approach to supporting mental health. 

Both informal peer support (through fostering pupils to be kind and empathetic) and formal 

peer-initiatives such as peer-mentoring can increase a sense of belonging and feelings of 

being supported in school. Appropriate guidance should be given to all pupils on how to 

support their peers if they show signs of difficulties or if they confide their worries to them. 

This should focus on information regarding pathways to appropriate support. 

5.3.11 Support for parents 

 Systemic interventions that incorporate supporting parents may be beneficial in 

addressing contextual factors surrounding adolescent boys. It is important that parents are 

supported within their role of nurturing the well-being of their children. Considering the 

transgenerational impact of trauma within the population of NI, supporting parents to build 

positive relationships with their children and empowering them to model helpful coping 

strategies and emotional expression are important contributing factors to helping adolescent 

boys cope.  
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5.4  Implications for Educational Psychologists (EPs) 

 The study’s findings may raise several implications for EP practice. Working 

systemically with schools, families, professionals and CYP is customary for EPs, making 

them extremely well placed to support YP in coping with their worries or concerns. Through 

delivering training to schools, EPs can increase awareness about the influencing factors that 

facilitate or act as a barrier to pupils coping, typical coping behaviours of adolescent boys and 

the stressors in their lives. EPs should encourage and help schools seek the voices of their 

pupils regarding what support they need in school. The current study’s findings and previous 

studies (e.g. Woolfson et al, 2007) highlight that YP can articulate their views and provide 

useful insight into how schools can help them cope. It is noteworthy that positive 

relationships were found to be one of the key contributing factors that can help boys cope, 

and the importance of sufficient amounts of downtime. EPs should reassure schools that 

relationships are key in supporting YP and whilst elaborate interventions have their place, 

building positive relationships with pupils can help YP feel supported and more likely to 

reach out for help in times of need. Similar guidance could be given to families. Through 

their systemic work with parents, EPs can explore parental roles helping their children cope, 

for example through positive relationships and modelling. 

 It is further proposed that the EP role could encompass delivery of small group 

psychoeducation sessions or mental health talks to YP, in addition to individual therapeutic 

work using counselling and CBT based approaches to support their emotional well-being. On 

reflection, the researcher would have welcomed the opportunity to later work therapeutically 

with participants.  
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5.5 Critical Evaluation  

 The study was designed and conducted carefully by the researcher, in consultation 

with her supervisor and an experienced qualitative researcher. Nevertheless, it is important to 

critically evaluate the strengths, limitations and trustworthiness of the study. 

5.5.1 Strengths of the research 

The study has several key strengths. Firstly, the mixed method design was deemed 

helpful in addressing the research questions with the inclusion of both qualitative and 

quantitative methods aiding the expansion of findings and increasing the study’s potential 

representativeness. The qualitative interviews provided rich and in-depth data which 

facilitated a comprehensive exploration of participant views on coping. The development of 

the questionnaire was deemed to be a strength of the study as it was informed directly from 

the interview data, potentially increasing its level of representativeness of adolescent boys 

coping in today’s society.  

The sampling framework is a further strength. Efforts were made to recruit 

participants from a variety of school types and areas to increase the diversity of the sample. A 

range of schools were recruited, varying in location (2 urban and 2 rural), management type 

(2 catholic maintained and 2 controlled) and admissions (2 selective and 2 non-selective). It 

is considered that the sampling framework was a contributing factor to the depth of the data 

collected.  

The sample size of the current study is considered a positive. A total of 8 participants 

took part in phase 1 which meets Braun and Clarke’s (2013) recommendation of a sample 

size of 6 – 10 for small scale studies. Additionally, the sample size for phase 2 of the study 

was considered medium and adequate in achieving the aim of expanding on initial qualitative 

findings. 
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5.5.2 Limitations of the research  

 The research is not without its limitations. It is important to consider the role of the 

researcher throughout the research process (Braun & Clarke, 2013). The potential influence 

of the characteristics of the researcher (gender and age) during the one-to-one interviews was 

previously acknowledged in chapter 3. The subjective nature of qualitative data analysis is an 

important consideration. The researcher made numerous decisions throughout the study that 

were informed by her own values, beliefs and previous experiences, thus a level of researcher 

bias is possible. For example, while an inductive, data-driven approach to TA was used, 

codes and themes were still generated based on the researcher’s interpretation of the data. 

Attempts were made to limit researcher bias through consultations with supervisors regarding 

decisions, including a review of initial coding and generated themes whilst the researcher 

made a conscious effort to reflect on her active role in the research.  

 It was noted in chapter 3 that the initial aim of the study was to capture the views of 

adolescent boys in various educational settings, including FE colleges. Unfortunately, despite 

numerous recruitment attempts, the sample does not include boys from this setting, thus their 

views are not represented in the study’s findings.  

 Despite significant consideration given to the protection of participants’ anonymity, 

the nature of the recruitment process adopted during phase 1 of the study meant that it was 

necessary for one member of school staff to be aware of who was participating in the 

interview phase. This process was chosen for two reasons; firstly to aid the organization of 

interviews and secondly, the researcher felt that due to the sensitive nature of the study, it was 

important for safeguarding purposes that a member of staff was aware of a pupil’s 

participation. On reflection, giving participants the option of either organizing their interview 

directly with the researcher (via phone call) or through the designated teacher, may have been 
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more considerate to their anonymity. This may also have deterred some pupils from 

volunteering to take part however, anecdotally, no participants voiced concerns regarding a 

teacher knowing about their participation.   

 It may have proved beneficial for the questionnaire to include open questions, where 

participants could state their coping mechanisms or views on school support, rather than 

limiting their responses to those listed in the questionnaire. This is a limitation of the study as 

the questionnaire was created based on the coping strategies of phase 1 participants only, 

thus it may not include numerous coping strategies that other participants may use, for 

example pets and self-harm. Providing this space for phase 2 participants to share additional 

coping strategies that they use would have facilitated a more comprehensive exploration of 

the strategies used by adolescent boys today.  This should be a consideration for future 

exploratory sequential research.  

 Due to limited time and resources, the reliability and validity of the questionnaire is 

unknown, raising the question as to whether it truly represents the phenomenon of adolescent 

boys coping and the consistency of responses. It is important to note that the study was 

exploratory in nature, not explanatory, and the purpose of the questionnaire was to validate 

the initial qualitative findings. Even so, the researcher acknowledges the limitations of the 

questionnaire as it was derived only by responses from eight interview participants and the 

reliability and validity of the questionnaire is unknown.  

5.5.3 Critique of trustworthiness of research 

 While the current study used mixed methods, it is important that the qualitative aspect 

is critiqued to examine the ‘trustworthiness’ of the research (Guba, 1981). Guba (1981) 

proposed 4 constructs that qualitative researchers can employ to enhance the trustworthiness 
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of their research. The present study has been critically examined in line with Guba’s (1981) 

constructs using the outline provided by Shenton (2004).  

5.5.3.1 Credibility  

Credibility questions how accurately the phenomenon under scrutiny has been 

presented. The criteria can be addressed in several ways, firstly through the adoption of 

research methods that are well established and that have been successfully implemented in 

previous research. This study used semi-structured interviews to gain the views of 

participants and the subsequent data was analysed using TA, both of which are commonly 

used techniques in qualitative research (Braun & Clarke, 2013). Secondly, early familiarity 

with participants was developed as the researcher visited participating schools prior to data 

collection to invite participants to volunteer. Thirdly, three methods of triangulation were 

employed in this study, namely, use of different methods (interviews and questionnaires), 

range of informants (pupils from different schools) and different sites (maintained vs 

controlled; selective vs non-selective). Fourthly, many steps were taken to encourage honesty 

in informants, including establishing rapport with participants and emphasizing the 

confidential nature of their responses. Lastly, attempts were made during interviews to check 

the accuracy of the data. The researcher reflected to participants her understanding of their 

responses and welcomed them to correct any misunderstandings. In this regard, further steps 

could have been taken including inviting participants to review their transcripts. Overall, the 

credibility of this study is considered to be good.  

 5.5.3.2 Transferability 

To meet Guba’s (1981) transferability criteria, the researcher must provide adequate 

contextual information to facilitate the reader in deciding the extent to which the findings can 

be applied to other situations. The researcher provided a level of contextual information to 



  

148 
 

aid the reader in making this decision. Furthermore, a detailed description of the phenomenon 

of adolescent male coping was presented to aid the reader’s understanding of the 

phenomenon so that they can reflect on instances of coping in different situations. 

Nevertheless, transferability inferences should be done with caution given the qualitative 

nature of the study, small sample and the influence of contextual factors. 

5.5.3.3 Dependability  

Dependability refers to whether another researcher could adequately replicate and 

critically evaluate the study using the descriptions provided by the researcher. Detailed 

descriptions of the research design, data collection methods and a critical appraisal of the 

strengths and limitations of the study has been included. A comprehensive audit trail of the 6-

step phases of TA recommended by Braun and Clarke (2013) was conducted to increase 

transparency for the reader of the processes followed. As such, the researcher deems an 

adequate level of dependability has been achieved.  

5.5.3.4 Confirmability 

Confirmability refers to the steps taken by the researcher to help ensure the findings 

are a reflection of participants’ thoughts and views, rather than the researcher’s biases. 

Several steps were taken to meet the confirmability criteria. Firstly, numerous methods of 

triangulation were used to reduce the effects of researcher bias (Shenton, 2004) and an audit 

trail was conducted. Secondly, the researcher was reflective on her role in the research 

process from design, implementation and particularly the interpretation of the data. Regular 

consultations were held with the researcher’s supervisor which involved discussions 

surrounding how interpretations were made. Furthermore, attempts were made to provide a 

rationale for decisions taken, thus it is deemed the study adequately meets Guba’s (1981) 

confirmability criteria.  
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5.6 Future Research 

 Interest in the phenomenon of coping from researchers and practitioners stems over 

40 years. Different conceptualisations of coping have been presented, from Folkman and 

Lazarus’s (1980) two function model to Edwards and Baglioni’s (1993; 2000) five function 

conceptualisation. Others have looked at the types of stressors that prompt a coping response 

in adolescent boys, including academic work and family stress (de Anda et al., 2000; Mates 

& Alison, 1992), whilst other research indicates that adolescent boys have an array of coping 

strategies. Friends, working to achieve and exercise are all strategies used by boys to help 

them cope, yet they are unlikely to seek social support from others. The current study 

supports the previous research but also adds to our understanding of coping through capturing 

the influencing factors that affect their coping ability in addition to their views on how school 

can help them cope. Furthermore, findings provide a preliminary exploration of the coping 

behaviour of YP in NI. There is still an absence of research exploring this phenomenon in 

CYP in NI, despite the unique context it presents (post-conflict society, transgenerational 

trauma, religious segregation in schools and high levels of poverty and suicide). 

Future research should seek to explore the views of adolescent boys in other 

educational settings, including FE colleges, alternative education provisions and special 

school settings.  By capturing the views of boys from different settings, the findings may be 

more representative of adolescent boys in NI. Future research endeavours could also conduct 

this same study with adolescent girls. The literature suggests that there are differences in the 

patterns and symptoms of mental health difficulties between girls and boys (Williams & Pow, 

2007), thus it would be interesting to explore the phenomenon of coping in adolescent girls in 

NI and their views on how school can help them cope. This would permit an exploration of 

similarities and differences in coping across genders and also provide insight into how 

support may need to be tailored according to identified gender.  
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 Adopting a participatory-action-research approach should also be considered as an 

avenue for future research whereby YP collaboratively participate in designing, conducting, 

analysing and disseminating a study. This could include, for example, designing and 

conducting focus groups with pupils and staff in their school to capture their views on well-

being provision in their setting.  

5.7 Researcher Reflexivity and Personal Reflection 

 Effort was made to continually reflect on my role as a researcher and my involvement 

in the study, yet I acknowledge that the research is a subjective account and that I have been 

an active part of the research process. From the design of the study to conducting the 

interviews with participants, my own characteristics, beliefs and assumptions may have 

shaped the outcomes of the study. Attempts were made to minimise researcher bias through 

discussions with my supervisor questioning my interpretations and decisions. 

 At the beginning of the study, I was apprehensive as I was unsure about how many 

adolescent boys would volunteer to participate in the one-to-one interviews. I was pleasantly 

surprised and I am deeply appreciative of how engaged the boys were during their interviews. 

It is plausible that participants may have given different responses if the researcher was a 

young male.  I feel that their willingness to share their personal experiences of what they are 

coping with as well as those factors that are helping or hindering their ability to cope reflects 

their openness to sharing their personal views with me as a researcher. At post-interview, one 

participant thanked me for asking for boys’ views which reinforced my drive to seek out and 

listen to the views of all CYP that I will endeavour to support in my role as an EP. 

Completing this research project has been both a rewarding and challenging 

experience. With the help of my supervisor, I learnt quickly about the importance of 

questioning my rationale for each decision along the way. Throughout the process, I have 
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improved upon many skills that will stand by me in my practice as an educational 

psychologist, including organisation, communication, problem-solving, critical thinking and 

self-reflection. 

 Whilst this research, at times, has felt like an incredibly vast piece of work, I am very 

grateful for the skills I have gained and the experiences it has brought me; I am surprisingly 

sad it has finished. I have become more passionate and knowledgeable about helping 

adolescent boys cope with the stressors they face. This is an area of special interest that I plan 

on pursing as a practitioner and I look forward to helping schools with their role in helping 

young people cope.   

5.8 Summary of Findings and Concluding Remarks 

 This study aimed to explore the views of adolescent boys on how they cope with 

worries and concerns and their views on how school can help them cope, using a mixed 

methods design. Findings suggest adolescent boys have an array of copings strategies that 

they draw upon. The qualitative interviews with 8 participants generated unexpected data. As 

such, a more holistic picture of coping was captured, including stressors, functions of coping 

strategies and factors surrounding the boys that either facilitate or hinder their coping 

response. This research supports and to a degree extends the literature on coping. Adopting a 

mixed methods design facilitated an in-depth exploration of the multi-faceted nature of 

coping through interviews whilst the quantitative strand expanded the representativeness of 

the initial findings. 

 The second research aim of exploring the views of adolescent boys on how school can 

help them cope with the difficulties they face was achieved. Findings suggest that there are 

many provisions in place in schools to promote the emotional well-being of YP, some of 

which are viewed positively whilst others are viewed less positively. The findings highlight 
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the importance of gaining the views of YP, especially to explore whether the support that is 

in place for them is, in fact, perceived to be helpful.  

 Nurturing the mental health of CYP today is highly topical, thus this research is 

deemed very timely. In NI, the mental health of our YP is a growing concern. It is important 

that research engages with YP themselves to truly understand their experiences and the 

factors that are contributing to and affecting their mental health. Only through capturing their 

voices, can we understand their experiences. 

 This study provides an exploration of coping with worries and concerns in adolescent 

boys in NI. The main findings are the subjective experience of participants in post-primary 

schools in NI and whilst the quantitative data increases representativeness, care should be 

taken in drawing conclusions from the findings. A larger scale research project with a larger 

sample of adolescent boys, of varying age groups, may provide a more complete picture of 

the phenomenon of coping in adolescent boys in NI. Nevertheless, this study’s findings may 

be of interest to educational professionals in their role in supporting the emotional well-being 

of YP and it draws attention to important factors to consider.  
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Appendix A: School Based Interventions 

SEL programmes 

School based social and emotional learning (SEL) programmes are concerned with 

the development of five core competencies: self-awareness; self-management; social 

awareness; relationship skills; and responsible decision-making (Collaborative for Academic, 

Social, and Emotional Learning (CASEL), 2005). SEL programmes promote emotional 

development through creating caring, whole school, supportive learning environments 

(Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011), with SEL skills being taught, 

modelled and practiced. Importantly, such skills are applied to a diverse range of scenarios to 

enable transferability of skills.  

An important feature of SEL programmes is that it gives students the opportunity to 

contribute to their school, fostering a sense of belonging amongst the young people 

(Hawkins, Smith, & Catalano, 2004). The positive effects of feelings of connectedness to 

school has been evidenced in adolescent mental health literature. In a large (n= 2022) 

representative and prospective study, Shochet, Dadds, Ham and Montague (2006) found that 

school connectedness correlated strongly and negatively, with self-reported symptoms of 

depression, anxiety and general functioning. Moreover, school connectedness predicted 

depressive symptoms in boys and girls, anxiety in girls and general functioning in boys, one 

year later. These findings were reliant on self-report measures thus gaining data from 

multiple sources (e.g. parent and teacher reports) may strengthen the findings.  

 

Durlak et al. (2011) conducted a meta-analysis of 213 school based SEL programmes, 

implemented in kindergarten to high school settings in America (US). They examined their 

efficacy in improving a range of six student outcomes, including: social and emotional 
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competence; attitudes towards self and others; prosocial behaviours; conduct problems; 

emotional distress and academic performance. SEL programmes that were implemented by 

teachers were found to produce positive effects across all six student outcomes, while those 

delivered by non-school personnel produced only three significant outcomes (i.e., improved 

SEL skills, prosocial attitudes and reduced conduct problems). This highlights that not only 

can SEL programmes be successfully incorporated into school routines but teachers are also 

effective in delivering these strategies. This is crucial given the importance of interventions 

being feasible for schools to implement. In terms of longevity, the positive effects, while 

reduced, were found to still be statistically significant at at least six months follow up. 

Consideration must be given as to whether these findings can be transferred to the 

UK. The UK equivalent to SEL interventions are SEAL (Social and Emotional Aspects of 

Learning) programmes. Secondary SEAL programmes differ to SEL programmes in that they 

are a bottom-up approach, meaning they are flexible and can be tailored to the needs of the 

pupils within the school. This contrasts with SEL programmes which emphasise programme 

structure and implementation of prescribed models.  

Humphrey, Lendrum and Wiglesworth (2010) examined the effectiveness of SEAL 

programmes in 22 secondary schools in England against 19 comparison schools. Of this 

sample, 9 were involved in a longitudinal case study where qualitative data was gained 

regarding implementation of the programme. In terms of implementation, Humphrey et al. 

(2010) found there was variability in levels of engagement from schools. However, this made 

little difference to pupil outcomes, with little difference between schools being found. The 

secondary SEAL programmes failed to significantly impact on any of the pupil outcomes. 

The qualitative aspect of this evaluation allowed for the identification of factors that acted as 

a barrier or facilitator to implementing SEAL. A lack of pre-planning, staff awareness and 

poor staff buy-in were identified as barriers, as were lack of time and resources to fully 
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engage with the programme. A key facilitating factor was the involvement of senior 

management within schools throughout the entirety of the programme implementation. It was 

suggested that with senior staff involvement and increased staff buy-in, SEAL related 

activities would be greater utilised.  

 

These results raise the question as to why SEL programmes in the US were found to 

have greater impact than the secondary SEAL programmes in England. Humphrey et al. 

(2010) speculated that perhaps the 24 month timescale in their evaluation was not long 

enough for measurable change to occur. However, the qualitative findings demonstrate poor 

implementation which perhaps explains the differing impacts. Humphrey et al. (2010) 

suggested that a key difference between evaluations of SEL & SEAL programmes is that the 

former are typically ‘efficacy’ evaluations whereas the latter are ‘effectiveness’ evaluations. 

Efficacy studies examine well-controlled and well-resourced programmes while effectiveness 

studies are pragmatic evaluations of programmes being delivered in real-life, practical 

settings. As such, one may expect evaluations of controlled and structured programmes to 

find more positive outcomes. 

 

Mind Out Programme 

‘Mind Out’ is also a school based intervention. In a randomised controlled 

experiment, Byrne, Barry, NicGabhainn & Newell (2005) evaluated the effectiveness of the 

programme in 15-18 year old students in post-primary schools in Ireland compared to two 

control groups (standard programme and no programme). ‘Mind Out’ is a curriculum based 

module that aims to promote positive mental health in YP through exploring coping 

strategies, identifying sources of support, emotional and mental health literacy and 

relationships. The module runs over 2 years and consists of 13 sessions which have an 
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activity-based exercise followed by reflection and discussion time. Byrne et al. (2005) found 

that the programme was received positively by teachers and pupils, with pupils perceiving 

themselves to have increased their ability to cope with problems and emotions. In a 

hypothetical situation, pupils in the experimental group reported more positive attitudes to a 

distressed peer, more awareness of external organisations and reported they were more likely 

to seek help themselves, compared to both control groups. The hypothetical nature of this 

task is a limitation as the ecological validity of the measure is questionable. No significant 

differences were found across groups on measures of general well-being (GHO-12; Goldberg, 

1972) or coping responses (Brief COPE; Carver, 1997). Byrne et al. (2005) found that 

programme fidelity had a significant effect on outcomes in the hypothetical scenario measure.   

Interestingly, gender differences emerged in the evaluation of ‘Mind Out’ with a 

stronger response found from females. This raises concerns with regard to boys responding to 

mental health programmes. Weare (2000) acknowledged the differing needs of males and 

females and proposed that this must be recognised when support is being designed. It raises 

the question as to whether school based mental health programmes should be designed to 

target single-sex groups. Rice et al. (2018) argue that as adolescent boys begin to disengage 

with the health services around this age, efforts must be made to make systems more 

appealing to them, while others have suggested boys may benefit from programmes that 

promote the acceptability of emotional expression and help-seeking behaviour in boys (Addis 

& Mahalik, 2003).  

While the research evidence outlined above demonstrates the potential positive effects 

of mental health interventions in schools, findings are inconsistent and many schools are not 

using evidence-based interventions (Vostanis, Humphrey, Fitzgerald, Deighton & Wolpert, 

2013). Implementing any school-based interventions requires guidance, support and 

resources. Additionally, the range of needs facing YP today is so vast that schools are left 
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with difficult decisions on what area to target or what interventions are most likely to be 

effective (Barry, Clarke & Dowling, 2017). 

 

Promoting Alternative Thinking Strategies (PATHS) Curriculum 

The PATHS curriculum is an evidence-based programme that addresses whole school 

emotional literacy and social competence in pre-schools and primary schools. It is a 

manualised programme for teachers designed to facilitate the development of SEL skills in 

children (Domitrovich, Cortes, & Greenberg, 2007; Barnardo’s, 2018). While this 

intervention is targeting younger pupils and not those in post-primary school, it is still 

interesting to examine the programme characteristics and evidence in NI. It has 5 core 

components: self-awareness, social awareness, self-management, responsible decision-

making, and relationship skills. It is delivered twice weekly in 30 – 40 minute lessons by 

teachers to their classroom pupils. The new skills taught are reinforced throughout the school 

day through activities and parent materials are sent home to extend the learning to the home 

environment (Humphrey et al., 2006). It is considered a “model program” by the Centre for 

the Study and Prevention of Violence (2016).  

In NI, Barnardo’s (2018) examined the impact of the PATHS programme in 40 

schools across the province. Over 4 years, the programme reached more than 12,000 primary 

school aged pupils. Using pre and post questionnaires completed by teachers, the programme 

was found to indicate positive progression across all measures for pupils, including 

behaviour, attention, social and emotional competence and empathy. Pupils reported that the 

programme helped them in numerous ways, including understanding and managing their own 

emotions, understanding others’ emotions, development of friendship and problem-solving 

skills. The programme was received positively by school staff, however some teachers were 

concerned about transferability of new skills to real life situations and time pressures. Other 



  

181 
 

evaluation studies have found teacher concerns regarding a lack of time to implement 

PATHS (e.g. Humphrey et al., 2015). High levels of fidelity were found which may have 

been aided due to the support provided from the PATHS coaches throughout the study. 

Findings indicate that the programme had a systemic impact with parents reporting on the 

positive impact that the programme had.  

In a cluster randomised controlled trial, Humphrey et al. (2016) provided somewhat 

similar support for the PATHS programme. Teachers were found to perceive a positive 

change in pupils’ social and emotional competence while there were small reductions in 

emotional symptoms and improvements in prosocial behaviour for children considered at 

risk. However, there was no effect on reducing mental health difficulties.  

Overall, there are inconsistencies in the broader evidence for the effectiveness of 

PATHS in the UK and Ireland in terms of improving children’s social and emotional 

competence (e.g. Barnardo’s, 2018; Humphrey et al., 2016; and Hughes & Cline, 2015) and 

more research is needed to examine how the US programme translates to the UK context. 

 

Take 5 steps to wellbeing 

This is a locally derived evidence-based public health approach in NI, aimed at 

improving the wellbeing of communities. It encourages 5 steps to wellbeing; Connect; Keep 

learning; Be active; Take notice; and Give. Each ‘step’ is outlined below: 

• Connect – Encourages individuals to connect with people around them. This could be 

friends, family, classmates or those in the local community. The importance of social 

relationships for positive well-being is emphasised with the key message being the 

importance of strengthening and broadening social networks. 
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• Keep learning – This step encourages setting new goals or challenges. It outlines the 

benefits of continued learning for individuals’ self-esteem, activity levels, self-

confidence and feelings of self-efficacy.  

• Be active – This step encourages physical exercise for emotional well-being. It is 

widely acknowledged the mental benefits of exercise, such as improving mood and 

lowering anxiety.  

• Take notice – Encourages individuals to be attentive to their senses, thoughts and 

feelings and be aware of the present time. It aids self-understanding and can lead to a 

more positive state of mind.  

• Give – The act of kindness for another person is encouraged. Helping, giving, 

volunteering and kindness is encouraged and is associated with increased self-worth 

and positive emotions.  

Take 5 is implemented in schools in various ways. It may be incorporated into ‘mental health 

weeks’ or resources, such as leaflets and posters, are often seen in schools to remind pupils to 

‘Take 5.’ 

iMatter Programme 

 iMatter is a locally developed initiative used within post-primary schools in NI. It 

emphasises individual health, happiness and achieving a balance in life. It is a whole-school 

programme that encourages engagement from all to promote resilience amongst the school 

community. A feature of the programme is homework diary inserts, posters and leaflets that 

provide young people with information on different issues that may be causing them concern. 

Topics include, body image, substance abuse, bullying, coping with stress and self-esteem 

amongst others. The leaflets include useful contact details of organisations that can provide 

assistance for particular concerns.  
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Appendix B: Inclusion and Exclusion Criteria with Rationale  

Inclusion criteria Exclusion criteria Rationale 
Publication type 

1. Research 
contained primary 
data. 

a) Research did not 
use primary data. 
Research used 
secondary data 
sources.  

a) Primary data necessary to 
analyse and produced 
synthesis of adolescent boys 
views on coping. 

2. Research was 
available in 
English language. 

b) Research was not 
available in 
English language. 

b) English language necessary 
for researcher to access the 
content of the articles. Due 
to time-constraints and 
costs, it was not possible to 
have all studies translated 
into the English language. 

Participants  
3. Participants in the 

research were 
adolescent boys. 

a) Participants were 
female only. 

 
 
 
 

b) Participants were a 
specific population. 

 
 
 

a) The purpose of the review is 
to specifically examine the 
views of adolescent boys 
with reference to their 
coping. 
 

b) Adolescent boys’ views on 
coping in general were of 
interest as opposed to views 
of specific subsample. 

4. Participants 
attended post-
primary school or 
post-primary 
educational 
settings. 

a) Participants 
attended pre-school 
or primary school.  

 
 
 

b) Participants not in 
school. 

a) The purpose of the review is 
to examine the views of 
adolescent boys therefore 
they are of the age to be 
attending post-primary 
school.  

 
b) The researcher was 

interested in examining the 
views of adolescent boys 
who are still attending 
school or are still in 
education. 
 

 

Table displaying inclusion and exclusion criteria. 
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Methodology  
5. Research includes 

qualitative and/or 
quantitative data 
on the views of 
adolescent boys 
of how they cope 
with worries and 
concerns. 

a) Research does not 
elicit views of 
adolescent boys. 

a) Both qualitative and 
quantitative data included as 
views can be sought via 
interviews or focus groups 
and questionnaires. The 
researcher was keen to 
explore both methods of 
gaining views. 

 
6. Research that 

includes males 
and females 
presents a gender 
breakdown of 
findings. 

 

a) Unable to identify 
male only views. 

b) The review question 
concerns adolescent boys’ 
views on coping, therefore 
it must be possible to 
differentiate between male 
and female participant 
views adequately.  

 
7. Research explores 

adolescent boys’ 
views on coping 
with everyday 
stress/concerns. 

a) Research includes 
adolescent boys’ 
views on coping in 
relation to specific 
situations. 

 
 
 
 

b) Adolescent boys’ 
views sought for 
specific 
methodological 
goals. 

a) The review question is 
concerned with adolescent 
boys’ coping with worries 
and concerns. Research that 
focuses on coping with 
specific situations (e.g. war) 
does not address the review 
question. 

 
b) Views captured for means 

of questionnaire validation 
or other model testing do 
not address the review 
question.  
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Appendix C: Stage 1 Screening (application of inclusion and exclusion criteria to title 
and abstract) 

Database Title Meets 
inclusion/exclus
ion criteria? 
Yes/unclear/no 

Reasons for 
exclusion 

Web of 
Science 

1. The Impact of the Perceived 
Motivational Climate in 
Physical Education Classes 
on Adolescent Greater 
Life Stress, Coping Apprais
als, and Experience of 
Shame (Hogue, Fry, 
Iwasaki & Susumu, 2019). 

No Examining coping 
in relation to 
specific situation 
(physical education 
classes). 

 2. Links 
Between Coping Strategies 
and Depressive Symptoms 
Among Girls 
and Boys During the 
Transition to 
Primary School 
(Wong, Power, 2019). 

No Sample are not 
adolescents; 
research not 
conducted in 
secondary 
school/educational 
setting; examining 
coping in relation to 
specific situation 
(transition to 
primary school). 

 3. Coping with peer 
victimization predicts peer 
outcomes across the 
transition to middle school 
(Erath, Kaeppler, Tu, 2019). 

No Examining coping 
in relation to 
specific situation 
(peer victimization). 

 4. Preliminary Investigation of 
Whole-School Mindfulness 
in Education Programs and 
Children's Mindfulness-
Based Coping Strategies 
(Sheinman, Hadar, Gafni & 
Milman, 2018). 

No Sample are not 
adolescents; 
Mindfulness 
intervention study; 
views not sought in 
relation to general 
coping. 

 5. School Demands 
and Coping Resources - 
Associations with Multiple 
Measures of Stress in Mid-
AdolescentGirls and Boys 
(Ostberg, Plenty, Laftman, 
Modin, Lindfors, 2018). 

Unclear at stage 
1 
 
Get full text 
 

Secondary data 
used. 

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=1
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=31537616
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=31537616
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=1164834
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=2&cacheurlFromRightClick=no
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 6. The role of emotional 
reactions and retrospective 
assessment of parental 
attitudes in controlling 
destructive strategies 
for coping with a social 
conflict situation by junior 
high school students 
(Borecka-Biernat, 2018).  

Unclear at stage 
1 
 
Get full text 

 

 7. Strategies 
of Adolescent Girls 
and Boys for Coping With S
chool-Related Stress 
(Wilhsson, Svedberg, 
Hoegdin & Nygren, 2017). 

Yes  

 8. Repercussion 
of stress coping strategies o
n 
Secondary Education studen
ts' happiness (Salavera 
Bordas & Usan Supervia, 
2017). 

Yes  

 9. Differences in happiness 
and coping with stress in 
Secondary Education studen
ts (Salavera, 
Usan, Perez, Chato & Vera, 
2017). 

Yes  

 10. Coping Strategies Associate
d with Emotional States in 
Schooled Adolescents 
(Marcelo Cingolani & Elena 
Castaneiras, 2016). 

Yes   

 11. Anxiety, self-esteem 
and coping with stress in 
secondary school students 
in relation to involvement in 
organized sports (Dolenc, 
2015).  

No  Examines coping 
strategies in relation 
to organised sports. 

 12. Stress coping skills in adole
scent high school students 
(Salinas, Guadalupe & 
Moysen Chimal, 2015) 

Yes   

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=8903187
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=8903187
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=13867020
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=382283
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=4727460
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=4727460
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7058734
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=12070610
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7238505
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7238505
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=3586192
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=11
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=11
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=11
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=11
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=11
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=12
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=12


  

187 
 

 13. Testing the 'Teaching Kids 
to Cope with Anger' Youth 
Anger Intervention Program 
in a Rural School-based 
Sample (Puskar, Ren & 
McFadden, 2015).  

No  Anger management 
intervention study. 

 14. Coping With War Trauma 
and Psychological Distress 
Among School-Age 
Palestinian Children 
(Khamis, 2015).  

No Examines coping 
and psychological 
distress in war 
affected children. 

 15. Life satisfaction, coping, 
self-esteem and suicide 
ideation in 
Chinese adolescents: 
a school-based study (Yao, 
Chang, Jin, Chen, He & 
Zhang, 2014). 

Unclear at stage 
1 
 
Get full text 

Results report male 
and female findings 
as one therefore 
unable to identify 
male views. No 
detail in coping 
strategies reported.  

 16. Models of Anxiety, 
Depression, Somatization, 
and Coping as Predictors of 
Abdominal Pain in a 
Community Sample 
of School-Age Children 
(Lavigne, Saps & Bryant, 
2014). 

No  Examining coping 
strategies in relation 
to somatic 
symptoms and pain. 

 17. Anxiety, Depression 
and Coping: CDI, MASC 
and CRI-Y for Screening 
Purposes in Schools (de 
Matos, Tome, Borges, 
Manso, Simones & Ferreira, 
2012). 

  

No Purpose of 
validating 
questionnaires. 

 18. Overload learning, 
attachment 
and coping styles predictors 
of mental and physical 
health of teenage 
high school students in 
Romania (Chraif & Anitei, 
2012). 

Yes  

 19. The effectiveness of a 
universal school-based 
programme 
on coping and mental 
health: a randomised, 
controlled study of Zippy's 

No Evaluation of 
intervention; sample 
not adolescents; 
research not 
conducted in post-
primary setting.  
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Friends (Holen, Waaktaar, 
Lervag & Ystgaard, 2012).  

 20. A study into the levels of 
decision making 
and coping with stress of 
the students of 
physical education and 
sports college (Tekin, 
2011).  

No Examining coping 
strategies in relation 
to physical 
education and sports 
students only; 
sample not 
adolescents; 
research not 
conducted in post-
primary setting. 

 21. The effect methods 
to cope with stress in 
high school students on 
hopelessness and self-
esteem (Kilic, Erol & Kilic, 
2011). 

Yes    

 22. Stress, coping, and health 
behaviors: Health 
psychology at the 
University of Education 
Schwäbisch Gmünd 
(Kohlmann et al. 2008).  

No  Research not 
conducted in post-
primary educational 
setting; views of 
adolescent males not 
sought.  

 23. Physical fitness as a 
resource 
in coping with stress among 
high school students 
(Guszkowska, 2005) 

Yes  

 24. Swedish upper 
secondary school pupils' 
sense of 
coherence, coping resources 
and aggressiveness in 
relation to educational track 
and performance 
(Kristensson & Ohlund, 
2005). 

Yes  

 25. Social support, conflict, 
major life stressors, and 
adaptive coping strategies in 
Latino middle school 
students: An integrative 
model (Crean, 2004). 

Yes  

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=19
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=20
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
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 26. Negotiating deaf-hearing 
friendships: coping strategie
s of deaf boys and girls in 
mainstream schools (Martin 
& Bat – Chava, 2003).  

No Examining coping 
strategies of specific 
population (deaf 
children).  

 27. Stress, stressors and coping          
among high school students 
(de Anda et al. 2000).  

Yes  

 28. Coping with school failure: 
Development of 
the school failure coping sca
le (Rijavec & Brdar, 1997). 

No Development of a 
self-report measure 
for coping 
specifically with 
school failure.  

 29. Coping with stress caused 
by school failure - 
Construction of 
questionnaire (Brdar & 
Rijavec, 1997).  

No Development of a 
self-report measure 
for coping 
specifically with 
school failure.  

 30. Coping with school stress: 
A comparison 
of adolescents with and 
without learning disabilities 
(Geisthardt & Munsch, 
1996) 

  

No  Examining coping 
strategies in specific 
population (students 
with learning 
disabilities). 

 31. Load and stress in school - 
their sources and possibility 
of coping with them 
(Schuller, 1994).  

Yes  

    

ERIC 32. Interrelationships between 
Coping, School Connectedn
ess and Wellbeing 
(Frydenberg, Care & 
Freeman, 2009).  

No Coping strategies 
collected for 
purpose of path 
analysis.  

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=26
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=26
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=26
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=26
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=28
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=28
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=28
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=28
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=29
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=29
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=29
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=29
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=30
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=30
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=30
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=30
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw2K2rrdQr6ukfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw2K2rrdQr6ukfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw2K2rrdQr6ukfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
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 33. A Study of Stress, Stressors, 
and 
Coping Strategies among 
Middle School Adolescents 
(de Anda, Bradley & 
Collada, 1997). 

Yes  

 34. Coping in School: 
Correlations among 
Perceptions of Stress, 
Coping Styles, Personal 
Attributes, and Academic 
Achievement in Inner-City 
Junior 
High School Students (Fahs, 
1986) 

 

*report 
(publication 
type) 
 
Unclear at stage 
1 
 
Get full text  
 

 

    

British 
Education 
Index 

35. Thinking styles and 
academic stress coping amo
ng Chinese 
secondary school students. 
(Yuan, Zhang & Fu, 2017).  

No Examining 
relationship between 
coping strategies 
and thinking styles; 
thinking styles main 
focus of study. 

 36. A qualitative comparison of 
perceived stress and coping 
in adolescents with and 
without autistic spectrum 
disorders as they approach 
leaving school (Browning, 
Osborne & Reed, 2009). 

No Examining coping 
strategies of specific 
population (children 
with autism 
spectrum disorder). 

    

Psyc Info 37. The effectiveness of 
the COPE healthy 
lifestyles TEEN program: A 
school-based intervention in 
middle school adolescents 
with 12-month follow-up 
(Ardic & Erdogan, 2017). 

No Evaluation of 
intervention study. 

http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.b.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewskq4qLE4v8OkjPDX7Ivf2fKB7eTnfLujtlGwqK9OsqyuPurX7H%2b72%2bw%2b4ti7evDfpIzf3btZzJzfhrunsEyvqLVQrqakfu3o63nys%2bSN6uLyffbq&vid=2&sid=6b7dbf8a-c29d-49ff-9beb-63084d0ef2a9@pdc-v-sessmgr02
http://web.b.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewskq4qLE4v8OkjPDX7Ivf2fKB7eTnfLujtlGwqK9OsqyuPurX7H%2b72%2bw%2b4ti7evDfpIzf3btZzJzfhrunsEyvqLVQrqakfu3o63nys%2bSN6uLyffbq&vid=2&sid=6b7dbf8a-c29d-49ff-9beb-63084d0ef2a9@pdc-v-sessmgr02
http://web.b.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewskq4qLE4v8OkjPDX7Ivf2fKB7eTnfLujtlGwqK9OsqyuPurX7H%2b72%2bw%2b4ti7evDfpIzf3btZzJzfhrunsEyvqLVQrqakfu3o63nys%2bSN6uLyffbq&vid=2&sid=6b7dbf8a-c29d-49ff-9beb-63084d0ef2a9@pdc-v-sessmgr02
http://web.b.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewskq4qLE4v8OkjPDX7Ivf2fKB7eTnfLujtlGwqK9OsqyuPurX7H%2b72%2bw%2b4ti7evDfpIzf3btZzJzfhrunsEyvqLVQrqakfu3o63nys%2bSN6uLyffbq&vid=2&sid=6b7dbf8a-c29d-49ff-9beb-63084d0ef2a9@pdc-v-sessmgr02
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c2%7c1&Counter5=SS_view_found_complete%7c2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-20992-012%7cpsyh%7cpsycdb%7cpsyc14
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 38. Parental coping, depressive 
symptoms, and children's 
asthma control 
and school attendance in 
low-income, racially, and 
ethnically diverse urban 
families 
(Rodriguez, Kumar, Alba-
Suarez & Sanchez-Johnsen, 
2017). 

No Not relevant. 
Parental coping with 
child with asthma. 

 39. The Relationship between 
Perceived Stress, Self 
Esteem, Way of Coping and 
Problem Solving Ability 
among School Going 
Adolescents (Srivastava & 
Kiran, 2015). 

 

No Examining 
relationship between 
stress, coping and 
problem solving 
ability. Not 
examining 
adolescent males’ 
views on coping 
with 
worries/concerns. 

 40. The effect of coping 
knowledge on emergency 
preparedness in elementary 
school students (Kim, Kang, 
Lee & Kang, 2014). 

 

No Sample not 
adolescents; not 
conducted in post-
primary setting; 
coping in regards to 
specific situation 
(emergencies).  

 41. The correlates of stress, 
coping styles and 
psychiatric morbidity in the 
first year of medical 
education at a Nigerian 
University (Yussuf, Issa, 
Ajiboye & Buhari, 2013). 

 

No Sample not 
adolescents; not 
conducted in post-
primary setting. 

 42. The copycat phenomenon 
after two Finnish school 
shootings: An adolescent 
psychiatric perspective 
(Lindberg, Sailas & 
Kaltiala-Heino, 2012). 

 

No  Not relevant. 
“Copycat 
phenomenon” in 
relation to school 
shootings. 

 43. Building resilience in the 
Stronglinks program: 
Exploring experiences of 
stress, coping, and 
resilience for Latina 
adolescents in a school-
based program (Allen, 
2012). 

No Sample not 
adolescent males. 

http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c4%7c1&Counter5=SS_view_found_complete%7c2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14&Counter5Data=2017-52354-008%7cpsyh%7cpsycdb%7cpsyc14
javascript:__doLinkPostBack('','ss%7E%7EAR%20%22Srivastava%2C%20Prashant%22%7C%7Csl%7E%7Erl','');


  

192 
 

 44. The relationship of 
perceived stress, general 
coping, and religious coping 
to psychological distress 
and adjustment in urban 
high-school students (Van 
Dyke, 2011). 

No 
 
 

Examining 
relationship 
specifically with 
religious coping. 
Not examining 
adolescent males’ 
views on coping 
with everyday 
worries/concerns. 

 45. School-based stress and 
coping program for 
adolescents in Sri Lanka: 
Using mixed methods to 
facilitate culture-specific 
programming (Nastasi et al, 
2010).  

No Evaluation of 
intervention study. 

 46. A comparative study of 
substance abusers and non 
users on self efficacy, stress 
and coping among high 
school students (Sobti, 
2010). 

No  Examining coping 
strategies of specific 
population 
(substance users). 

 47. A study of the perceived 
stress, appraisal, coping and 
psychosocial consequence 
of school bullying among 
Hong Kong Chinese 
adolescents (Law, 2010). 

No Examining coping 
strategies of specific 
population/situation 
(bullying). 

 48. The impact of religious 
forms of coping for low-
income African American 
middle school children 
(Dupre, 2009).  

No  Not relevant; 
assessing 
psychometric 
properties of new 
scale 

 49. Stress and coping processes 
among Chinese American 
and Hispanic American 
high school students (Chiu, 
2008). 

No Comparing ethnic 
differences in 
coping in Chinese 
American and 
Hispanic American 
students. 

 50. Age and gender differences 
in coping with school-
related stressful situation in 
adolescence (Maglica, 
2006). 

Yes  

http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c17%7c1&Counter5=SS_view_found_complete%7c2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6&Counter5Data=2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c17%7c1&Counter5=SS_view_found_complete%7c2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6&Counter5Data=2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c17%7c1&Counter5=SS_view_found_complete%7c2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6&Counter5Data=2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c17%7c1&Counter5=SS_view_found_complete%7c2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6&Counter5Data=2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c17%7c1&Counter5=SS_view_found_complete%7c2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6&Counter5Data=2008-99020-323%7cpsyh%7cpsycdb%7cpsyc6
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 51. Can you hear me now? 
Coping strategies of 
adolescent Black males in 
response to racism-related 
stress in school (Moorman, 
2007). 

No Examining coping 
with specific 
population in 
response to specific 
situations (black 
males & racism). 

 52. Exploring the association of 
John Henry active coping 
and education on smoking 
behavior and nicotine 
dependence among Blacks 
in the USA (Fernander, 
Patten, Schroeder, Stevens, 
Eberman & Hurt, 2005). 

 

No Not relevant. 
Examining smoking 
behaviour. 

 53. Prevention is better than 
cure: Coping skills training 
for adolescents at school 
(Frydenberg et al., 2004). 

No  Evaluation of 
coping strategy 
intervention. 

 54. Appraisal and coping 
strategy use in victims of 
school bullying (Hunter & 
Boyle, 2004). 

No  Examining coping 
with specific 
population (victims 
of bullying).  

 55. Stress and Coping in High-
Risk Mothers: Difficult Life 
Circumstances, Psychiatric-
Mental Health Symptoms, 
Education, and Experiences 
in Their Families of Origin 
(LeCuyer-Maus, 2003).  

 

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting.  

 56. The Stress and Coping 
Questionnaire for Children 
(School version and Asthma 
version): Construction, 
factor structure and 
psychometric properties 
(Roder, Boekaerts & 
Kroonenberg, 2002). 

 

No  Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; examining 
coping in specific 
population (children 
with asthma). 

 57. Coping strategies and 
nutrition education needs 
among food pantry users. 
(Hoisington, Schultz & 
Butkus, 2002). 

No Not relevant. 
Coping strategies in 
relation to nutrition. 
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 58. Effects of academic 
stressors and coping 
strategies on stress 
responses, feeling of self-
growth and motivation in 
junior high school students 
(Shinto, 1998). 

Unclear at stage 
1 
 
Get full text  
 
 

 

 59. Students' stress, coping 
strategies, and school 
completion: A longitudinal 
perspective (Hess & 
Copeland, 2001). 

 

No Examining coping 
in relation to 
specific situation 
(school completion). 

 60. Salutogenic coping resource
s and school-related stress: 
A prospective study of 
reciprocal effects (Johnsen, 
Soviknes & Torsheim, 
2000). 

 

No  Examining 
relationship between 
a coping resource 
and stress. 

 61. Test anxiety, coping 
strategies, and perceived 
health in a group of high 
school students: A Turkish 
sample (Aysan, Thompson 
& Hamarat, 2001). 

No Examining 
relationship between 
coping strategies 
and specific 
situation (test 
anxiety). 

 62. Ethnic differences in early 
adolescents' coping with 
school stress (Munsch & 
Wampler, 1993).  

 

No Examining coping 
strategies in specific 
populations and for 
specific goal (ethnic 
differences). 

 63. Psychological adjustment in 
caregivers of school-age 
children infected with HIV: 
Stress, coping, and family 
factors. (Bachanas, 
Kullgren, Suzman 
Schwartz, McDaniel, Smith 
& Nesheim, 2001). 

 

No Not relevant; sample 
not adolescent 
males; not 
conducted in post-
primary setting. 

 64. School stress, teachers’ 
abusive behaviors, and 
children’s coping strategies 
(Piekarska, 2000). 

 

Unclear at stage 
1 
 
Get full text 
 
 

Does not report 
findings for males 
and females 
separately – unable 
to identify male 
strategies. 

http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c31%7c1&Counter5=SS_view_found_complete%7c2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c31%7c1&Counter5=SS_view_found_complete%7c2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c31%7c1&Counter5=SS_view_found_complete%7c2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com/sp-4.02.1a/ovidweb.cgi?&S=MCILFPOMMNEBPEHIJPCKNGBHLEHEAA00&Complete+Reference=S.sh.24%7c31%7c1&Counter5=SS_view_found_complete%7c2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=2001-18874-001%7cpsyh%7cpsycdb%7cpsyc3
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 65. Coping with school problem
s from the aspect of 
creativity (Kovac, 2000). 

No Examining 
relationship between 
creativity and 
coping strategies.  

 66. School-
related stress, coping, and 
subjective health complaints 
among Norwegian 15 year 
olds (Senneseth, Aanerod, 
Wold & Torsheim, 1999). 
 

No  Not relevant. 
Examining school 
stress and health 
complaints.  

 67. Correlation between defense 
style, coping style and 
mental health in high school 
students (Liang, Li, Liu & 
Quan,1999) 
 

No Examining 
relationship between 
coping and defence 
style.  

 68. Coping strategies in 
adolescents and community 
health education 
(Benito de la Iglesia, 
Aparicio, Briones & Ruiz, 
1998).  
 

Yes at stage 1 
 
 
Get full text 

 

 69. Use of alcohol to cope with 
tension, and its relation to 
gender, years in medical 
school and hazardous 
drinking: A study of two 
nation-wide Norwegian 
samples of medical students 
(Tyssen, Vaglum, Aasland, 
Gronvold & Ekeberg, 
1998). 

 

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; examining 
specific coping 
strategy (alcohol). 

 70. Stress coping in junior high 
school students: A function 
of general perceived control 
and affective response 
(Kanda & Ohki, 1998). 
 

Yes at stage 1 
 
Get full text 
 
 

 

 71. Job dissatisfaction and 
substance use among 
employed high school 
students: The moderating 
influence of active and 
avoidant coping styles 
(Frone & Windle, 1997). 

No  Not relevant. 
Examining coping 
in relation to 
specific situation 
(job dissatisfaction) 
and specific coping 
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strategies (substance 
use). 

 72. The transition into high 
school: Differences in 
academic and psychological 
adjustment and coping for 
transitioning ninth and tenth 
graders (Crepeau-Hobson, 
1996). 

Unclear at stage 
1 
 
Get full text 
 

 

 73. Adolescent anxiety, distress 
and coping: A study of 
senior school students and 
Higher School Certificate 
examination stress (Hodge, 
1996). 

 

Unclear at stage 
1 
 
Get full text 

 

 74. Stress, coping and injuries 
in male and female high 
school basketball players 
(Rider & Hicks, 1995). 
 

No Examining coping 
strategies of specific 
population 
(basketball players). 

 75. Parental education related to 
adolescent stress-coping and 
substance use: Development 
of a mediational model 
(Wills, McNamara & 
Vaccaro, 1995). 

No  Examining coping 
strategies in relation 
to specific situation 
(parental education). 

 76. Diversity and effectiveness 
of high school students' 
stress-coping depending on 
situations (Ohsako, 1994). 

 

Unclear at stage 
1  
 
*Get full text 

 

 77. Load and stress in school: 
Their sources and 
possibility of coping with 
them (Sarmany Schuller, 
1994). 

 

Unclear at stage 
1 
 
*Get full text 

 

 78. The relationship between 
academic achievement 
and coping with stress amon
g public junior 
high school adolescents 
(Gomez, 1993). 

No Examining coping 
strategies for a 
specific goal 
(academic 
achievement); views 
not sought about 

http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Complete+Reference=S.sh.24%7c51%7c1&Counter5=SS_view_found_complete%7c1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Complete+Reference=S.sh.24%7c51%7c1&Counter5=SS_view_found_complete%7c1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Complete+Reference=S.sh.24%7c51%7c1&Counter5=SS_view_found_complete%7c1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Complete+Reference=S.sh.24%7c51%7c1&Counter5=SS_view_found_complete%7c1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Complete+Reference=S.sh.24%7c51%7c1&Counter5=SS_view_found_complete%7c1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1996-70040-001%7cpsyh%7cpsycdb%7cpsyc3
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coping for general 
mental health/well-
being. 

 79. Coping of school-age 
children in the sealed room 
during scud missile 
bombardment and 
postwar stress reactions 
(Weisenberg, Schwarzwald, 
Waysman, Solomon, 
Klingman, 1993). 

No Not relevant; coping 
strategies examined 
in relation to 
specific situation 
(war); views not 
sought about coping 
for general mental 
health. 

 80. Sources of stress and coping 
responses of high school 
students (Mates & Allison, 
1992). 
 

Unclear at stage 
1 
 
Get full text 
 
 

 

 81. A study on the relationships 
between coping with 
developmental tasks and 
deviant behavior among 
junior and senior high 
school students: III. 
Concerning experience and 
resolution styles of daily 
conflict, and psychosocial 
maturity (Suzuki, 1987). 

No Not relevant; 
adolescent male 
views not sought on 
coping with 
strategies for mental 
health.  
 
 
 
 

    

Scopus 82. "It is like a mind attack": 
Stress and coping among 
urban school-going 
adolescents in India (Parikh 
et al., 2019). 

Unclear at stage 
1 
 
Get full text 

 

 83. Patterns of coping with 
cyberbullying: Emotional, 
behavioral, and strategic 
coping reactions among 
middle school students 
(Heiman, Olenik-Shemish 
& Frank, 2019). 

No Examining coping 
in relation to 
specific situation 
(cyberbullying); 
views not sought on 
coping with general 
mental health/well-
being.  

http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Link+Set=S.sh.24%7c52%7csl_10&Counter5=SS_view_found_article%7c1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Link+Set=S.sh.24%7c52%7csl_10&Counter5=SS_view_found_article%7c1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Link+Set=S.sh.24%7c52%7csl_10&Counter5=SS_view_found_article%7c1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Link+Set=S.sh.24%7c52%7csl_10&Counter5=SS_view_found_article%7c1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3
http://ovidsp.dc2.ovid.com.queens.ezp1.qub.ac.uk/sp-4.02.1a/ovidweb.cgi?&S=HHODFPALJCEBOEFJIPCKAGEHHEFLAA00&Link+Set=S.sh.24%7c52%7csl_10&Counter5=SS_view_found_article%7c1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3&Counter5Data=1993-37816-001%7cpsyh%7cpsycdb%7cpsyc3
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-85066617711&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=0&citeCnt=2&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-85066617711&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=0&citeCnt=2&searchTerm=
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 84. Play fighting to cope with 
children aggression: A 
study in primary school 
(Carraro & Gobbi, 2018). 

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; views not 
sought on coping 
strategies for 
general mental 
health.  

 85. Personality traits, strategies 
for coping with stress and 
the level of internet 
addiction—A study of 
polish secondary-school 
students (Chwaszcz, 
Lelonek-Kuleta, Wiechetek, 
Niewiadomska & Palacz-
Chrisidis, 2018). 

 

No Not relevant; 
examining coping 
strategies in relation 
to specific situation 
(internet addiction).  

 86. Exposure to suicide in high 
schools: Impact on serious 
suicidal ideation/behavior, 
depression, maladaptive 
coping strategies, and 
attitudes toward help-
seeking (Gould et al., 2018). 

No Not relevant; 
examining exposure 
to peer suicide and 
subsequent coping 
strategies. 

 87. Copycat snacks: Can 
students differentiate 
between school and store 
snacks? (Mann, 2018). 

No Not relevant; food 
behaviour. 

 88. Education, socialization and 
community: Coping with 
marginal youth in rural 
frontier communities in 
Israel (Friedman & Billig, 
2018).  

No  Not relevant; 
cultural exploration 
of at risk youth in 
certain 
communities. 

 89. Kinesiophobia and 
maladaptive coping 
strategies prevent 
improvements in pain 
catastrophizing following 
pain neuroscience education 
in fibromyalgia/chronic 
fatigue syndrome: An 
explorative study (Malfliet, 
2017). 

No Not relevant; coping 
strategies for 
specific situation 
(pain/chronic 
fatigue). 
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 90. Discharge Education and 
Caregiver Coping of 
Pediatric Patients with a 
Tracheostomy: Systematic 
Review (Pandian, Garg, 
Antar & Best, 2016). 

 

No Not relevant; 
parental coping with 
child with a 
tracheostomy.  

 91. Suppressor Effects of 
Positive and Negative 
Religious Coping on 
Academic Burnout Among 
Korean Middle School 
Students (Noh, Chang, Jang, 
Lee, & Lee, 2016). 

No Examining specific 
type of coping 
(religious coping) 
and effects of 
suppressing such 
coping; adolescent 
male views not 
sought on coping for 
general mental 
health/well-being.  

 92. Twelve-Month Effects of 
the COPE Healthy 
Lifestyles TEEN Program 
on Overweight and 
Depressive Symptoms in 
High School Adolescents 
(Melnyk, 2015). 

No  Evaluation of 
intervention  

 93. Stress and Coping among 
Adolescents in Selected 
Schools in the Capital City 
of India (Mathew, Khakha, 
Qureshi, Sagar & Khakha, 
2015). 

Unclear at stage 
1 
 
Get full text  

 

 94. Psychological distress and 
coping amongst higher 
education students: A 
Mixed method enquiry 
(Deasy et al., 2014). 

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; examining 
coping for specific 
population (nursing 
and midwifery 
students). 

 95. Relationship of sub-health 
status to social support and 
coping styles of left-behind 
middle school students in a 
reservoir area of Chongqing 
(Li, Wu, Liu & Wang, 
2014). 

 
 

No Not relevant; 
examining coping 
strategies in relation 
to specific situation 
(left behind in a 
reservoir).  
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https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=56519471600&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=56519123100&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84919346572&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=21&citeCnt=44&searchTerm=
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 96. Family environment, 
coping, and mental health in 
adolescents attending 
therapeutic day schools 
(Rodriguez et al., 2014). 

 

No Examining coping 
strategies of specific 
subsample in 
specific setting 
(young people with 
mental health 
difficulties in 
therapeutic school).  

 97. Psychological distress, 
sources of stress and coping 
strategy in high school 
students (Lin & Yusoff, 
2013). 

Unclear at stage 
1  
 
Get full text 

 

 98. Development of Coping 
Style Scale for school-going 
adolescents (Khalid & Ijaz, 
2013). 

No Development of 
coping style 
questionnaire. 

 99. The COPE healthy lifestyles 
TEEN randomized 
controlled trial with 
culturally diverse high 
school adolescents: Baseline 
characteristics and methods 
(Melnyk et al., 2013).  

No  Intervention study  

 100. How pupils of a 
secondary school cope with 
difficult situations? 
(Zuralska & Sein Anand, 
2013). 

Yes  
 
Get full text 

 

 101. The styles of coping 
in stressful situations and 
the strain of psychological 
complaints in relation to 
tobacco smoking in senior 
secondary school 
adolescents (Małkowska-
Szkutnik & Mazur,2012). 

No Examining coping 
in relation to 
specific coping style 
and behaviour 
(smoking).  

 102. Scientific paper 
presentation: plenary 
session-I. Sub theme: 
impact of social change on 
nursing education. 
Assessing the vulnerable 
stress level and coping 
mechanism of residential 
and day scholars of a 

No  Sample not 
adolescent males; 
not conducted in 
secondary school. 
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https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84892694006&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=25&citeCnt=14&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84892694006&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=25&citeCnt=14&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84882643356&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=26&citeCnt=1&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84882643356&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=26&citeCnt=1&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84882643356&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=26&citeCnt=1&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84894460074&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=29&citeCnt=0&searchTerm=
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nursing college (Pooja, 
2012). 

 103. The validity of the 
Malay Brief COPE in 
identifying coping strategies 
among adolescents in 
secondary school (Yusoff, 
2011).  

 

No Determining 
validity of new 
scale/measure 

 104. Promoting adaptive 
emotion regulation and 
coping in adolescence: A 
school-based programme 
(Horn, Pössel & Hautzinger, 
2011). 

 

No Evaluation of 
intervention study. 

 105. Study on injuries 
and ways of coping to them 
among primary and middle 
school students in one rural 
area of Anhui province (Sun 
et al., 2011).  

No Exploring coping 
strategies in relation 
to specific situation 
(injuries in children 
and young people).  

 106. Education in 
donation coping strategies 
encourages individuals to 
give blood: Further 
evaluation of a donor 
recruitment brochure 
(France, France, Kowalsky 
& Cornett, 2010).  

No Not relevant; blood 
donars.  

 107. How dyslexic 
teenagers cope at school: 
Could a new measure be 
helpful in screening those in 
difficulty? (Alexander-
Passe, 2009).  

 

No  Examining coping 
of specific 
population 
(adolescents with 
dyslexia).  

 108. Short-term effects of 
coping skills training in 
school-age children with 
type 1 diabetes (Ambrosino 
et al., 2008). 

No Intervention study 
for coping skills 
with specific 
population (Type 1 
diabetes). 

https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84896419600&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=36&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84896419600&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=36&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84896419600&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=36&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84896419600&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=36&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84896419600&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=36&citeCnt=0&searchTerm=
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 109. Relationship of 
anger, stress, and coping 
with school connectedness 
in fourth-grade children 
(Rice, Kang, Weaver & 
Howell,  2008). 
 

No Examining 
relationship between 
anger, stress, coping 
and school 
connectedness; 
views not sought on 
coping for general 
mental health/well-
being.  

 110. Relationship of 
depression with life events 
and coping styles in 
vocational school students 
(Zhao & Liu, 2007). 

No Examining coping 
styles in relation to 
depression 
specifically. 

 111. Coping with acne: 
Beliefs and perceptions in a 
sample of secondary school 
Greek pupils (Rigopoulos et 
al., 2007). 

No Examining coping 
strategies for 
specific 
population/specific 
situation (acne).  

 112. Psychosocial factors 
and coping strategies of 
adolescents in a rural 
Pennsylvania high school 
(Sung, Puskar & Sereika, 
2006).  

Unclear at stage 
1 
 
Get full text  

 

 113. Attitudes to School, 
Coping, Wellbeing and 
Stress: An Examination of 
VCAL Students (Ganim, 
Z., Frydenberg, 2006). 

No  Examining coping 
strategies for 
specific 
population/situation 
(students enrolled in 
specific course). 

 114. Coping strategies in 
mothers and fathers of 
preschool and school-age 
children with autism 
(Hastings, 2005).  

No Not relevant; sample 
not adolescent boys. 

 115. Relationship 
between coping style and 
mental health in senior high 
school students before 
matriculation (Zhang, Liu & 
Zhang, 2005). 

Unclear at stage 
1 
 
Get full text 
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 116. School-based health 
center viability: Application 
of the copc model 
(Summers et al., 2003).  

No Not relevant; 
examining ways to 
bridge gap in 
primary and public 
health. 

 117. The stress and 
coping questionnaire for 
children (school version and 
asthma version): 
Construction, factor 
structure, and psychometric 
properties (Röder, 
Boekaerts & Kroonenberg, 
2002).  

 

No 
 
 
  

Not relevant; 
Development of 
coping 
questionnaire for 
children with 
asthma. 

 118. Snacking behavior 
among elementary and 
junior high school students 
and its relationship to stress-
coping (Shimai, 
Kawabata, Nishioka & 
Haruki, 2000). 

 

No Examining coping 
strategies in relation 
to specific situation 
(snacking 
behaviour). 

 119. Substance abuse 
among secondary-school 
students and its relationship 
with social coping and 
temperament (Gerra, 
Zaimovic, Rizzi, Timpano, 
Zambelli & Ventimiglia, 
1999). 

No Examining 
relationship between 
coping and specific 
strategy/situation 
(substance abuse); 
adolescent males 
views not sought on 
coping strategies for 
general mental 
health/well-being.  

 120. Relationships 
between sexual orientation 
and coping styles of gay, 
lesbian, and bisexual 
adolescents from a 
community high school 
(Lock & Steiner, 1999).  

 

No Examining coping 
in specific 
population (gay, 
lesbian and bisexual 
adolescents).  

 121. School-Based 
Intervention: To Promote 
Coping in Rural Teens 
(Lamb, Puskar, Sereika 
& Corcoran, 1998). 
 

No Evaluation of 
intervention to 
promote coping in 
young people with 
depression; 
adolescent male 
views on coping not 
sought. 
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https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=7201524685&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=7201524685&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=35592685500&zone=
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 122. School age 
children's coping with 
sexual abuse: Abuse 
stresses and symptoms 
associated with four coping 
strategies (Chaffin, Wherry 
& Dykman, 1997). 

 

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; examining 
coping in specific 
population (children 
who have been 
sexually abused). 

 123. Negotiating the 
transition to junior high 
school: The contributions of 
coping strategies and 
perceptions of the school 
environment (Causey & 
Dubow, 1993). 

No Examining 
relationship between 
coping strategies 
and school 
adaptation; 
adolescent males 
views on coping 
with mental 
health/well-being 
not sought.  

 124. Health during school 
age in the Municipality of 
Copenhagen and in the 
County of Ringkobing. 
Registration of 45,000 
examinations 
(Ibsen, Nielsen, 
& Michelsen, 1983). 

No Not relevant; 
examining health of 
children and young 
people; adolescent 
male views on 
coping strategies for 
mental health/well-
being not sought. 

 125. Dental injuries in 
Copenhagen schoolchildren, 
school years 1967–1972 
(Ravn, 1974). 

No Not relevant; 
examining dental 
injuries in children; 
adolescent male 
views on coping 
strategies for 
general mental 
health/well-being 
not sought.  

    

ProQuest 
Education 
(Grey 
literature) 

126. The impact of 
distance education course 
experience and coping style 
on first year university 
achievement and attrition 
(Dodd, 2008). 

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; views not 
sought on coping for 
general mental 
health/well-being.  

https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=7005925080&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=6701488409&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=57197188860&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-0016262857&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=72&citeCnt=145&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-0016262857&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=72&citeCnt=145&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-0016262857&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=72&citeCnt=145&searchTerm=
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 127. Cyberbullying of 
middle-school students: 
Parents' coping, strategies, 
and interventions with their 
victimized children 
(Davalos, 2016). 

No Not relevant; 
Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; examining 
coping of parents of 
children who were 
cyberbullied. 

 128. Secondary School 
Principal Stress and Coping 
Strategies (Record, 2016).  

No Sample not 
adolescent males; 
adolescent males 
views not sought on 
coping for general 
mental health/well-
being.  

 129. Women with 
disabilities in Kenyan 
university education: 
Experiences, challenges and 
coping strategies (Opini, 
2009).  

No Not relevant; 
Sample not 
adolescent males; 
adolescent males 
views not sought on 
coping for general 
mental health/well-
being. 

 130. On everyday stress 
and coping strategies among 
elementary school children 
(Sotardi, 2013). 

No  Sample not 
adolescent males; 
adolescent males 
views not sought on 
coping; not 
conducted in post-
primary setting.  

 131. Cyberbullying in 
Australian Primary Schools: 
How Victims Differ in 
Attachment, Locus of 
Control, Self-Esteem, and 
Coping Styles Compared to 
Non-Victims (Muller, Skues 
& Wise, 2017).  

No Not relevant; 
Coping with 
cyberbullying; 
Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 132. Taming the 
elephant: An examination of 
the identity, coping 
strategies, and educational 
aspirations of two 
adolescent African 
American males who live 
and attend school in a 
predominantly white 
community (Beauregard, 
2016). 

No  Examining coping 
strategies in specific 
population for 
specific situation 
(racial identity and 
coping strategies). 



  

206 
 

  

 133. The effects of a 
stress-management program 
on self-concept, locus of 
control, and the acquisition 
of coping skills in school-
age children diagnosed with 
Attention Deficit 
Hyperactivity Disorder 
(Gonzalez & Sellers, 2002). 

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 134. Career coping styles: 
differences in career 
attitudes among secondary 
school students (Janeiro & 
Marques, 2010). 

No Not relevant; 
examining coping 
strategies in relation 
to careers; 
adolescent male 
views not sought on 
coping for mental 
health/well-being.  

 135. Coping Strategies in 
Reading: Multi-readers in 
the Norwegian General 
Education System (Vik & 
Fellenius, 2007). 

 

No  Not relevant; 
examining coping 
strategies in specific 
population (multi-
readers). 

 136. Psychological 
adjustment and coping 
styles of urban African 
American high school 
students (Steward, Han, 
Murrary & Fitzgerald, 
1998). 

Unclear at stage 
1 
 
 
Get full text 
 
 

 

 137. Measuring coping 
strategies in an education 
intervention for individuals 
with psychiatric disabilities 
(Collins, Mowbray & 
Bybee, 1999). 

No  Examining coping 
strategies in specific 
population (young 
people with 
psychiatric 
disabilities).  

 138. Stress, coping styles, 
and optimism: are they 
related to meaning of 
education in students' lives? 
(Krypel & Henderson-King, 
2010). 

No  Examining 
relationship between 
coping, optimism 
and perception of 
education; 
adolescent male 
views not sought on 
coping for general 
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mental health/well-
being.  

 139. Children’s self-
regulation and coping 
strategies in a frustrated 
context in early education 
(Veijalainen, Reunamo, 
Sajaniemi & Suhonen, 
2019). 

No Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 140. Students, Stress and 
Coping Strategies: A Case 
of Pakistani Medical School 
(Shaikh et al., 2004).  

No Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 141. Coping strategies 
and psychological well-
being among teacher 
education students: Coping 
and well-being in students 
(Gustems-carnicer & 
Calderon, 2013).  

No Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 142. Dealing with 
Psychiatric Disabilities in 
Schools: A Description of 
Symptoms and Coping 
Strategies for Dealing with 
Them (Rowe, 2010).  

No  Not relevant; 
adolescent males 
views on coping for 
mental health/well-
being not sought.  

 143. Promoting Adaptive 
Coping Skills and 
Subjective Well-Being 
through Credit-Based 
Leisure Education Courses 
(Hartman, Evans & 
Anderson, 2017).  

No  Adolescent male 
views on coping for 
mental health/well-
being not sought.  

 144. Sources of Stress 
and the Use of Anticipatory, 
Preventative and Proactive 
Coping Strategies by Higher 
Education Lecturers 
(Devonport, Biscomb & 
Lane, 2008).  

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting.  
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 145. Mathematics anxiety 
and coping strategies among 
middle school students: 
relations with students’ 
achievement goal 
orientations and level of 
performance (Skaalvik, 
2018). 

No  Examining coping 
strategies for 
specific situation 
(maths); adolescent 
males views on 
coping for mental 
health/well-being. 

 146. Strengths-Based 
Approach and Coping 
Strategies used by Parents 
Whose Young Children 
Exhibit Violent Behaviour: 
Collaboration Between 
Schools and Parents (Drolet, 
Paquin & Soutyrine, 2007). 

 

No Not relevant; sample 
not adolescent 
males; not 
conducted in post-
primary settings. 

 147. Personality, coping, 
and school well-being: an 
investigation of high school 
students (Evans, Andrew & 
Ivcevic, 2018).  

Unclear at stage 
1 
 
 
Get full text 

 

 148. The Role of Coping 
in Mediating the 
Relationship Between 
Positive Affect and School 
Satisfaction in Adolescents 
(2010).  

No Not relevant; 
examining positive 
affect and school 
satisfaction; 
Adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 149. Coping at School - 
Academic Success or/and 
Sustainable Coping in 
Future? (Sakk, 2013).  

No  Not conducted in 
post-primary setting. 

 150. Feasibility and 
Acceptability of a School-
Based Coping Intervention 
for Latina Adolescents 
(Garcia, 2010).  

No  Intervention study; 
views not sought on 
coping.  

 151. The initial design 
and validation of the 
Teachers' Emotions, 
Appraisals, and Coping 
Habits when Facilitating 
Inquiry-based Instruction 

No  Not relevant; sample 
not adolescent 
males. 
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(TEACH-FIBI) instrument 
for science education 
(Alston, 2016).  

 152. Weight-Based 
Victimization Among 
Adolescents in the School 
Setting: Emotional 
Reactions and Coping 
Behaviors (Puhl, 2012). 

No  Examining coping 
in relation to 
specific population 
(weight-victimized 
adolescents). 

 153. Love, School, and 
Money: Stress and Cultural 
Coping Among Ethnically 
Diverse Black College 
Women: A Mixed-Method 
Analysis (Robinson – 
Wood, 2009). 

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting.  

 154. Subjective 
wellbeing, work-school 
conflict and proactive 
coping among Nigerian 
non-traditional students 
(Adebayo, Sunmaola & 
Udegbe, 2008). 

No  Not relevant; 
examining 
mediating role of 
coping strategies on 
well-being and 
work-school 
conflict. 

 155. Coping with 
adaptation after mass 
trauma: Developing a 
culturally sensitive, school-
based, curriculum for 
Somali children (Koroma, 
2011). 

No Examining coping 
in relation to 
specific population 
(immigrant 
children) and 
specific situation 
(mass trauma). 

 156. School Transitions 
Among Military 
Adolescents: A Qualitative 
Study of Stress and Coping 
(Bradshaw, Sudhinaraset, 
Mmari & Blum, 2010).  

No Examining coping 
strategies in specific 
population (military 
adolescents). 

 157. Student adjustment 
to higher education: the role 
of alternative educational 
pathways in coping with the 
demands of student life 
(Shankland et al., 2010).  

No Not relevant; 
adolescent males 
views on coping for 
general mental 
health and well-
being not sought.  
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 158. Academic Coping, 
Friendship Quality, and 
Student Engagement 
Associated with Student 
Quality of School Life: A 
Partial Least Square 
Analysis (Thien & Razak, 
2013). 

No Not relevant; testing 
research model. 

 159. Goal orientations, 
coping with school failure 
and school achievement 
(Brdar, Rijavec & Loncaric, 
2006). 

 

No Adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 

 160. The experience of 
principals at Catholic 
schools implementing a 
pranayama practice for 
stress coping (Roos, 2016). 

No Sample not 
adolescent males. 

 161. Examining 
victimization, bullying, 
coping, and students' 
perceptions of safety in an 
urban elementary school 
(Andreuzzi – Kovalsky, 
2014). 

No Sample not 
adolescent males, 
not conducted in 
post-primary setting. 

 162. Police: Teen took 
fake gun to school so cops 
would kill him (Publication: 
The Northern Star, Northern 
Illinois University, 2015). 

No Not relevant. 

 163. Violence in Schools: 
Examining the Differential 
Impact of School Climate 
on Student's Coping Ability 
(Heng, Leschied & Killip, 
2009).  

No Examining 
relationship between 
coping, school 
environment and 
victimization; 
Adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 

 164. Students in Top 
High Schools Try to Cope 
(Anonymous, 2015). (USA 
Today). 

No Age of sample 
unclear; unable to 
identify male only 
views; location of 
research unclear. 
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 165. Do Coping 
Behaviors Mediate The 
Adjustment Of Elementary 
School Children Who Are 
Victimized By Relational 
Aggression? (Maniago, 
2010).  

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting.  

 166. Coping Power 
Dissemination Study: 
Intervention and Special 
Education Effects on 
Academic Outcomes 
(Lochman et al., 2012).  

No  Intervention study 

 167. Urban middle school 
teacher perceptions: 
Preparedness to cope with 
the presence of violent 
behaviors and drugs (Porter, 
2015).  

No  Sample not 
adolescent males; 
Adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 

 168. The effects of an 
affective curriculum on 
perfectionism and coping in 
gifted middle school 
students (Mofield, 2008). 

 

No Not relevant; 
Examining effect of 
curriculum on 
perfectionism; 
examining coping 
strategies of specific 
population (students 
with perfectionistic 
traits).  

 169. The Role of Anger, 
Life Satisfaction, and 
Coping with Stress in 
Predicting Empathic 
Tendencies of School 
Administrators (Gülşen 
Büyükşahin Çevik, 2017). 

 

No  Sample not 
adolescent males; 
adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 

 170. Coping with school 
failure and self-regulated 
learning (Rijavec & Brdar, 
2002). 

No Not relevant; school 
failure and coping 
and self-regulation; 
adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 
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 171. Stress and Coping 
Responses to Proficiency 
Testing in School-Age 
Children (Skybo & Buck, 
2007).  

No  Sample not 
adolescent males; 
not conducted in 
post-primary. 

 172. School-based 
Meditation Practices for 
Adolescents: A Resource 
for Strengthening Self-
Regulation, Emotional 
Coping, and Self-Esteem 
(Wisner, Jones & Gwin, 
2010).  

No Not relevant; 
adolescent males 
views on coping for 
general mental 
health and well-
being not sought. 

 173. Development of a 
Pictorial Semi-Structured 
Child Anxiety and Coping 
Interview (CACI): 
Preliminary Analysis with 
School Children aged 5–7 
years (Ruocco, Freeman & 
McLean, 2018). 

No  Development of 
interview schedule; 
sample not 
adolescent males. 

 174. Coping With Verbal 
and Social Bullying in 
Middle School (Donoghue, 
Almeida, Brandwein, Rocha 
& Callahan, 2014). 

No Examining coping 
in specific 
population and for 
specific situation 
(bullying). 

 175. Social coping among 
gifted high school students 
and its relationship to self-
concept (Swiatek, 2001).  

No  Examining coping 
strategies of specific 
population (gifted 
students). 

 176. Temperament and 
school-aged children's 
coping abilities and 
responses to stress (Carson 
& Bittner, 1994). 

No Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 177. Coping with 
clumsiness in the school 
playground: Social and 
physical play in children 
with coordination 
impairments (Smyth & 
Anderson, 2000). 

No Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

https://search.proquest.com/education/indexinglinkhandler/sng/au/Donoghue,+Christopher/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Donoghue,+Christopher/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Almeida,+Angela/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Almeida,+Angela/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Rocha,+Gabriela/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Rocha,+Gabriela/$N?accountid=13374
https://search.proquest.com/education/indexinglinkhandler/sng/au/Callahan,+Ian/$N?accountid=13374
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 178. A Comparison 
Between Intellectually 
Gifted and Typical Children 
in Their Coping Responses 
to a School and a Peer 
Stressor (Preuss & Dubow, 
2004). 

No  Examining coping 
strategies in specific 
population (gifted 
children). 

 179. When laptops come 
to school: How do digital 
immigrant teachers cope 
(Foote, 2008). 

 

No Not relevant; sample 
not adolescent boys. 

 180. Helping school 
counselors cope with 
violence (Alexander, 2002). 
(USA Today). 

 

No  Not relevant; sample 
not adolescent boys. 
 

 181. The Effects of 
Cover, Copy, and Compare 
to Teach Spelling to Middle 
School Students with 
Learning Disabilities and 
OHI (Hochstetler, 
McLaughlin, Derby & 
Kinney, 2013). 

 

No Not relevant; 
adolescent male 
views on coping for 
general mental 
health and well-
being not sought. 

 182. A psychoeducational 
school-based coping and 
social skills group for 
depressed students 
(Sommers-Flanagan, 
Barrett-Hakanson, Clarke & 
Sommers-Flanagan, 2000). 

No Intervention study; 
specific population 
(students with 
depression). 

 183. A Comparison of 
How Gifted/LD and 
Average/LD Boys Cope 
with School Frustration 
(Coleman, 1992). 

 

No  Examining coping 
in specific 
population (gifted 
children or those 
with learning 
difficulties); 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 
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 184. Effects of the Copy, 
Cover, and Compare 
Procedure on the Math and 
Spelling Performance of a 
High School Student With 
Behavioral Disorder: A 
Case Report (Cieslar, 
McLaughlin & Derby, 
2008). 

 

No Not relevant; 
strategy for 
literacy/numeracy.  

    

Google 
Scholar 

185. Social support in 
healthy adolescents (Frey & 
Rothlisberger, 1996). 

 

No Not relevant; 
adolescent male 
views on coping for 
mental health not 
sought.  

 186. Long-Term 
Prediction of Relationship 
Satisfaction and Stability by 
Stress, Coping, 
Communication, and Well-
Being (Ruffieux, Nussbeck 
& Bodenmann, 2014). 

No  Sample not 
adolescent males; 
not conducted in 
post-primary setting. 

 187. The Action Plan—A 
New Instrument to Collect 
Data on Interventions in 
Secondary Prevention in 
Adolescents (Husler, 
Werlen & Rehm, 2005).  

No Not relevant; sample 
not adolescent 
males; not 
conducted in post-
primary setting. 

 188. Adolescents' Health. 
A Developmental 
Perspective (Seiffge – 
Krenke, 1998).  

No Sample not 
adolescent males; 
not conducted in 
post-primary 
setting; adolescent. 

 189. Effects of a 
physical education-based 
coping training 
on adolescents' coping 
skills, stress perceptions and 
quality of sleep (Lang et al., 
2017).  

No Not relevant; 
intervention study. 

https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
https://www.tandfonline.com/doi/abs/10.1080/17408989.2016.1176130
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 190. An update 
on the study of playfulness 
in adolescents: its 
relationship with academic 
performance, well-being, 
anxiety, and roles 
in bullying-type-situations 
(Proyer & Tandler, 2019). 

No  Not relevant; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 191. Well-adapted 
adolescent ethnic German 
immigrants in spite of 
adversity: The protective 
effects of human, social, 
and financial capital 
(Schmitt- Rodermund & 
Silbereisen, 2008).  

No Not relevant; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 192. Internet addiction: 
Characteristics of a 
questionnaire and 
prevalence in Norwegian 
youth (12–18 years) 
(Johansson & Gotestam, 
2004). 

No Not relevant; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 193. Primary Prevention 
of Anxious and Depressive 
Symptoms in Adolescents 
(Manz, Junge, Neumer & 
Margraf, 2001). 

No  Not relevant; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 194. Culture, 
Extracurricular Activity, 
Sleep Habits, and Mental 
Health: A Comparison of 
Senior High School Asian-
Australian and Caucasian-
Australian Adolescents 
(Lushingston, Wilson, 
Biggs, Dollman & 
Kennedy, 2015). 

No  Not relevant; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought. 

 195. The roles of sex, 
gender, and coping in 
adolescent depression (Li, 
DiGiuseppe & Froh, 2006).  

No  Examining coping 
in relation to 
specific situation 
(depression). 
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 196. Overachievement 
and coping strategies in 
adolescent males (Parsons, 
Frydenberg & Poole, 1996).  

No Examining 
relationship between 
coping and 
overachievement; 
adolescent male 
views on coping for 
general mental 
health/well-being 
not sought.  

 197. Sickle cell disease in 
children and adolescents: 
The relation of child and 
parent pain coping 
strategies to adjustment 
(Gil, Williams, Thompson 
Jr & Kinney, 1991). 

No  Not relevant. 

    

Hand 
searching 
(chaining) 

198. Grour, Thomas & 
Shoffner. Adolescent stress 
and coping: A longitudinal 
study. (1992). 

Unclear at stage 
1 
 
Get full text 

 

 199. Frydenberg & 
Lewis. Boys play sport and 
girls turn to others: age, 
gender and ethnicity as 
determinants of coping 
(1993). 

Yes 
 
Get full text 

 

 200. Cocoradă & 
Mihalaşcu. Adolescent 
coping strategies in 
secondary school (2012). 

Yes 
 
Get full text 
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Appendix D: Stage 2 Screening 

Database Title Meets 
inclusion/exclusion 
after full text 
obtained 

Reasons for 
exclusion 

Web of 
Science 

1. The role of emotional reactions 
and retrospective assessment of 
parental attitudes in controlling 
destructive strategies 
for coping with a social conflict 
situation by junior 
high school students (Borecka-
Biernat, 2018).  

 

No Examining 
coping strategies 
of specific group 
(high destructive 
strategies) and 
influence of 
parental 
upbringing on 
coping.  

 2. School Demands 
and Coping Resources - 
Associations with Multiple 
Measures of Stress in Mid-
AdolescentGirls and Boys 
(Ostberg, Plenty, Laftman, Modin, 
Lindfors, 2018). 

No  
 

Secondary data 
used. 

 3. Strategies of Adolescent Girls 
and Boys for Coping With School-
Related Stress (Wilhsson, 
Svedberg, Hoegdin & Nygren, 
2017). 
 

No Secondary data 
analysis 

 4. Repercussion 
of stress coping strategies on 
Secondary Education students' 
happiness (Salavera Bordas & 
Usan Supervia, 2017). 
 

No Not available in 
English  

 5. Differences in happiness 
and coping with stress in 
Secondary Education students 
(Salavera, Usan, Perez, Chato 
& Vera, 2017). 
 

Yes  

 6. Life satisfaction, coping, self-
esteem and suicide ideation in 
Chinese adolescents: a school-
based study (Yao, Chang, Jin, 
Chen, He & Zhang, 2014). 

No  Results report 
male and female 
findings as one 
therefore unable 
to identify male 
views. No detail 
in coping 
strategies 
reported.  

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=6&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=5
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=5
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=5
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=5
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=5
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=749437
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=1413949
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=1413949
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=852895
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=7
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=8903187
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=8903187
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=886848
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=886848
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=382283
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=8
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=4727460
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=9
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7058734
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=12070610
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=15
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=15
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=15
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=15
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 7. Coping Strategies Associated with 
Emotional States in 
Schooled Adolescents (Marcelo 
Cingolani & Elena Castaneiras, 
2016). 
 

No Not available in 
English 

 8. Stress coping skills in adolescent 
high school students (Salinas, 
Guadalupe & Moysen Chimal, 
2015). 
 

No Not available in 
English 

 9. Overload learning, attachment 
and coping styles predictors of 
mental and physical health 
of teenage high school students in 
Romania (Chraif & Anitei, 2012). 

No Examining 
impact of 
attachment on 
coping styles 

 10. The effect methods 
to cope with stress in 
high school students on 
hopelessness and self-esteem 
(Kilic, Erol & Kilic, 2011). 

Yes  

 11. Physical fitness as a resource 
in coping with stress among 
high school students 
(Guszkowska, 2005) 

No Examining 
specific type of 
coping style i.e. 
physical fitness 

 12. Swedish upper 
secondary school pupils' sense of 
coherence, coping resources and 
aggressiveness in relation to 
educational track and performance 
(Kristensson & Ohlund, 2005). 

No  Male and female 
results not 
separated 
therefore unable 
to identify male 
only views; 
examining 
relationship 
between school 
performance and 
coping. 

 13. Social support, conflict, major 
life stressors, and 
adaptive coping strategies in 
Latino middle school students: An 
integrative model (Crean, 2004). 
 

No  Male and female 
results not 
separated 
therefore unable 
to identify male 
only views. 

 14. Stress, stressors and coping among 
high school students (de Anda et 
al. 2000). 

Yes  

 15. Load and stress in school - their 
sources and possibility 
of coping with them (Schuller, 
1994). 

No 
 
 

Full text 
unavailable 
(requested from 
author). 

    

http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=1&doc=10&cacheurlFromRightClick=no
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7238505
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7238505
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=3586192
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=3586192
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=18
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=18
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=18
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=18
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=19&SID=C3dVe8LEqzmN3nF2gIg&page=2&doc=18
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=21
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=23&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=24&cacheurlFromRightClick=no
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=25
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
http://apps.webofknowledge.com/full_record.do?product=WOS&search_mode=GeneralSearch&qid=4&SID=C5uCvyMo8WFc4VQsfk1&page=1&doc=31
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ERIC 
 
 

16. A Study of Stress, Stressors, and 
Coping Strategies among 
Middle School Adolescents (de 
Anda, Bradley & Collada, 1997). 

Yes  
 
 
 
 

 17. Coping in School: Correlations 
among Perceptions of Stress, 
Coping Styles, Personal 
Attributes, and Academic 
Achievement in Inner-City Junior 
High School Students (Fahs, 
1986) 

 

No 
 
 

Full text 
unavailable – 
email sent to 
American 
Educational 
Research 
Association to 
gain a copy 

    
Psyc Info 18. Age and gender differences in 

coping with school-related 
stressful situation in adolescence 
(Maglica, 2006). 
 

No Not available in 
English 

 19. Sources of stress and coping 
responses of high school students 
(Mates & Allison, 1992). 
 

Yes  

 20. Effects of academic stressors and 
coping strategies on stress 
responses, feeling of self-growth 
and motivation in junior high 
school students (Shinto, 1998). 
 

No 
 
 

Full text not 
available 
(requested) 
 

 21. School stress, teachers’ abusive 
behaviors, and children’s coping 
strategies (Piekarska, 2000). 

 

No  
 

Does not report 
findings for 
males and 
females 
separately – 
unable to 
identify male 
strategies. 

 22. Coping strategies in adolescents 
and community health education 
(Benito de la Iglesia, Aparicio, 
Briones & Ruiz, 1998).  
 

No   Not available in 
English. 

 23. Stress coping in junior high school 
students: A function of general 
perceived control and affective 
response (Kanda & Ohki, 1998). 
 

No 
 
 

Not available in 
English  

 24. The transition into high school: 
Differences in academic and 
psychological adjustment and 

No 
 

Full text not 
available 
(requested) 

http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
http://web.a.ebscohost.com/ehost/viewarticle/render?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie45PFIsKiwTLek63nn5Kx95uXxjL6nrkevra1Krqe3OLewsEm4qLU4v8OkjPDX7Ivf2fKB7eTnfLujt062prRRrqu2PurX7H%2b72%2bw%2b4ti7ffDf4T7y1%2bVVv8Skeeyzw1ywra5Nsa2kfu3o63nys%2bSN6uLyffbq&vid=2&sid=24986552-d553-4d60-b8fc-58034502ec1b@sessionmgr4008
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coping for transitioning ninth and 
tenth graders (Crepeau-Hobson, 
1996). 

 25. Adolescent anxiety, distress and 
coping: A study of senior school 
students and Higher School 
Certificate examination stress 
(Hodge, 1996). 

 

No Full text not 
available 
(requested) 
 
 
 

 26. Diversity and effectiveness of 
high school students' stress-coping 
depending on situations (Ohsako, 
1994). 

 

No Full text not 
available 
(requested) 

 27. Load and stress in school: Their 
sources and possibility of coping 
with them (Sarmany Schuller, 
1994). 

 

No Full text not 
available 
(requested) 

    
Scopus 28. "It is like a mind attack": Stress 

and coping among urban school-
going adolescents in India (Parikh 
et al., 2019). 

Yes  

 29. Psychosocial factors and coping 
strategies of adolescents in a rural 
Pennsylvania high school (Sung, 
Puskar & Sereika, 2006). 

Yes  

 30. Stress and Coping among 
Adolescents in Selected Schools 
in the Capital City of India 
(Mathew, Khakha, Qureshi, Sagar 
& Khakha, 2015). 

No  Results do not 
separate genders 
therefore unable 
to identify 
results 
applicable to 
males only.  

 31. Psychological distress, sources of 
stress and coping strategy in high 
school students (Lin & Yusoff, 
2013). 

No Results do not 
separate genders 
therefore unable 
to identify 
results 
applicable to 
males only.  

 32. How pupils of a secondary school 
cope with difficult situations? 
(Zuralska & Sein Anand, 2013). 

No Full text not 
available 
(requested) 

 33. Relationship between coping style 
and mental health in senior high 
school students before 
matriculation (Zhang, Liu & 
Zhang, 2005). 

No Full text not 
available 
(requested) 

https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-85066617711&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=0&citeCnt=2&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-85066617711&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=0&citeCnt=2&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-85066617711&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=0&citeCnt=2&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=35592685500&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84939268370&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=17&citeCnt=5&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84939268370&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=17&citeCnt=5&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84939268370&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&searchTerms=%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%3f%21%22*%24school+OR+education%3f%21%22*%24%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%3f%21%22*%24&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=17&citeCnt=5&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=56519471600&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=56519123100&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84892694006&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=25&citeCnt=14&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84892694006&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=25&citeCnt=14&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84892694006&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=25&citeCnt=14&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84894460074&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=29&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-84894460074&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=29&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=55568181700&zone=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-20544446419&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=47&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-20544446419&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=47&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-20544446419&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=47&citeCnt=0&searchTerm=
https://www-scopus-com.queens.ezp1.qub.ac.uk/record/display.uri?eid=2-s2.0-20544446419&origin=resultslist&sort=plf-f&src=s&st1=adolescent*+OR+teenage*&st2=boy*+OR+male*&nlo=&nlr=&nls=&sid=5b26bcef8ded5a230f823b317b73bd3a&sot=b&sdt=b&sl=324&s=%28TITLE-ABS-KEY%28adolescent*+OR+teenage*%29+AND+TITLE-ABS-KEY%28boy*+OR+male*%29+AND+TITLE%28%22cop*+strateg*%22+OR+%22cop*+style*%22+OR+%22cop*+skill*%22+OR+cop*%29+AND+TITLE%28school+OR+education%29+AND+TITLE-ABS-KEY%28%22mental+health%22+OR+%22well-being%22+OR+%22well+being%22+OR+worr*+OR+stress*+OR+concern*+OR+%22emotional+well-being%22+OR+%22emotional+well+being%22%29%29&relpos=47&citeCnt=0&searchTerm=
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ProQuest 34. Psychological adjustment and 

coping styles of urban African 
American high school students 
(Steward, Han, Murrary & 
Fitzgerald, 1998). 

No Results do not 
separate male 
and female 
participant views 
therefore unable 
to identify male 
only views on 
coping. 

 35. Personality, coping, and school 
well-being: an investigation of 
high school students (Evans, 
Andrew & Ivcevic, 2018).  

No Adolescent male 
views on coping 
for general 
mental 
health/well-
being not sought. 

    
Hand 
searching 

36. Grour, Thomas & Shoffner. 
Adolescent stress and coping: A 
longitudinal study. (1992). 

No Full text not 
available – 
requested from 
author.  

 37. Frydenberg & Lewis. Boys play 
sport and girls turn to others: age, 
gender and ethnicity as 
determinants of coping (1993). 

 

Yes  

 38. Cocoradă & Mihalaşcu. 
Adolescent coping strategies in 
secondary school (2012). 

Yes  
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   Appendix E: Critical Appraisal Skills Programme 
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Appendix F: Critical Appraisal of Six Remaining Quantitative Studies 

de Anda et al. (2000). 

In terms of generic methodological quality (WoE A), de Anda et al. (2000) was rated 

medium. It had many characteristics of a good quality study including a clear aim, large, 

diverse sample (N = 333), detailed participant demographics and high internal consistency in 

measures used. The study was cross-sectional in nature therefore categorised within level 3 in 

the hierarchy of evidence for quantitative studies (Smith, 2009). The coping section of the 

Adolescent Stress, Stressor and Coping Measure (revised version of Adolescent Stress and 

Coping Measure, Bradley et al., 1990) had an acceptable level of internal consistency with an 

alpha coefficient of .76. It relied on self-report measures comprising purely of quantitative 

data. The inclusion of a qualitative aspect may have been beneficial in exploring coping with 

stress as it may have provided greater insight into the process of coping. de Anda et al. (2000) 

failed to describe the type of statistical analysis used but results appear to be descriptive 

statistics and comparison of groups.  

 With reference to WoE B (review specific quality in terms of method), de Anda et al. 

(2000) was rated as medium and deemed relatively appropriate for the present review. 

Adolescent boys represented 44.4% of the sample (N= 148) however, while the demography 

of the participants was provided, it was not broken down by gender. Data was collected using 

two self-report measures that examined the types of stressors faced by adolescents plus the 

frequency of use and perceived effectiveness of coping strategies employed to deal with these 

stressors. The analysis was suitable for the review question as it clearly displays the coping 

strategies of male participants.  

On the third judgement (WoE C), de Anda et al. (2000) was rated as medium as the 

focus of the study was deemed relevant to the current review. The main focus of the study 
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was identifying the stressors the adolescents experience and the frequency and effectiveness 

of the coping strategies they employ in dealing with these stressors. The latter part is 

particularly relevant to this review question. The rating of medium was given as part of the 

focus and analysis of the study was examining types of stressors.  

An overall (WoE D) weight of evidence rating was calculated based on the other three 

categories. de Anda et al. (2000) was given a rating of medium indicating that the research, 

despite some methodological flaws was relevant to the current review question. 

Frydenberg and Lewis (1993a). 

In relation to generic methodological quality (WoE A), Frydenberg and Lewis 

(1993a) was rated as medium. The study was very good quality and had many strengths. A 

clear aim of determining the extent to which particular strategies and styles are utilised by 

adolescents to cope with their concerns in general was reported. The sample was very large 

(N=673) from five secondary schools making it representative. It was a cross-sectional study 

therefore it falls into the level 3 hierarchy of quantitative evidence (Smith, 2009). The 

Adolescent Coping Scale (ACS) was used for data collection and the internal consistency was 

reported with coefficients ranging from .54 to .85 (poor to good, respectively). Analysis 

consisted of descriptive statistics (mean and standard deviation) and ANOVA tests were used 

to examine gender or group differences. The study did not discuss ethical considerations nor 

the recruitment procedure.  

Frydenberg and Lewis (1993a) was given a rating of medium on the WoE B. The 

research design and analysis were appropriate for the present review. The study used a 

comprehensive scale to capture adolescent boy views on coping with concerns in general. 

The ACS includes an open-ended item, allowing participants to report their own strategy 
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which is an advantage as most scales are predetermined. However, the analysis of this item 

was not discussed but the analysis as a whole was appropriate for this review. 

On the third judgement (WoE C), Frydenberg and Lewis (1993a) was rated as high as 

the approach and focus of the study was deemed highly relevant to the current review. The 

sample included a large number of adolescent males currently attended post-primary school. 

Furthermore, the focus of the study was highly pertinent to the current focused review 

question as it focused on gaining insight into how adolescent boys cope with general worries 

or concerns.   

Based on the ratings from the previous three categories, Frydenberg and Lewis 

(1993a) was given an overall weight of evidence rating of medium, indicating it was relevant 

to the review, despite certain methodological flaws.  

Kilic, Erol and Kilic (2011). 

In terms of generic methodological quality (WoE A), Kilic, Erol and Kilic (2011) was 

rated medium. The study had a number of methodological strengths. The purpose of the study 

was presented and the sample was medium (N=204). Kilic et al. (2011) used the strategies for 

coping with stress scale (SCSS; Amirkhan, 1990) which achieved an acceptable level of 

reliability coefficients in the study. The study clearly defined the type of analysis used and 

the researchers provided participants with a training session on positively coping with stress 

after taking part which is ethically advantageous. The study had a number of sampling flaws 

including only one secondary school was recruited and the sample was recruited using non-

probability sampling, thus it may lack representation of the entire population. There was no 

age range of participants given therefore it is not possible to identify who the results may be 

relevant to. The study did not detail ethical considerations such as consent or ethical 

approval. 
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On the second judgement (WoE B), Kilic et al. (2011) was rated low. The research 

design was satisfactory as it was a cross-sectional study that used a quantitative scale to 

gather the coping strategies used by adolescent males however the sampling was poor and 

only one school was included. The study would have benefited from clearer separation of 

male and female findings on coping strategies. The researchers did achieve this when 

examining the relationship between coping, hopeless and self-esteem but these findings are 

less relevant to the review question.  

In terms of the relevance of the study to the review question (WoE C), Kilic et al. 

(2011) was rated as low. The study did seek the views of adolescent males on how they cope 

with stress through the use of the SCSS, however, this did not appear to be the main focus of 

the study. Rather Kilic et al. (2011) had a greater focus on examining the relationship 

between coping, hopelessness and self-esteem.  

Overall, Kilic et al. (2011) was given an overall rating (WoE D) of low. The study is 

relatively relevant to the current review as it examined the coping strategies used by 

adolescents but the methodological flaws and focus means it will be given low ‘weight’ in 

informing the review question.  

Salavera, Usan, Perez, Chato and Vera (2017). 

In relation to generic methodology (WoE A), the study was rated as high as it was of 

high quality and had many strengths. The authors reported a clear aim and gave attention to 

ethical considerations including parental consent, ethical approval, anonymity and 

confidentiality. The sample was very large (N = 1402) and participation was voluntary. 

Coping strategies were explored using the ACS (Frydenberg and Lewis, 1993b) and in their 

study, this scale had acceptable internal consistency with a alpha coefficient of .78. The type 

of analyses used was described clearly. The study would have benefited from reporting the 

http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=9567887
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=7058734
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=15220940
http://apps.webofknowledge.com/OutboundService.do?SID=C3dVe8LEqzmN3nF2gIg&mode=rrcAuthorRecordService&action=go&product=WOS&daisIds=12070610
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exact number of schools that took part in the study as it would have provided information 

regarding the potential representativeness of the sample and also how the study was 

advertised to participants. 

In terms of review-specific quality (WoE B), the research design and analysis was 

rated as medium and deemed appropriate for the present review. The study was cross-

sectional in nature and relied on quantitative measures for gaining adolescent views on 

coping strategies. The inclusion of a qualitative aspect would have been beneficial to gain 

more in-depth views. Males were appropriately represented in the study, making up just over 

half of the sample (711 male participants). The analyses conducted were clear, however, part 

of the analyses examined how coping strategies may predict perceived happiness which is 

beyond the scope of this review.  

On the third judgement (WoE, C), Salavera et al. (2017) was rated as medium as the 

approach and focus of the study was deemed relevant to the current review. The aim of the 

study was to identify the coping strategies adopted by adolescents in different situations of 

stress that occur in their daily lives. This is highly pertinent to the current review that is 

interested in finding out how adolescent boys cope with general day-to-day concerns or 

worries. The additional focus of adolescents’ perceived happiness reduces the relevance to 

the current review which contributes to the medium rating. Salavera et al. (2017) was given 

an overall weight of evidence rating of medium, indicating it is relevant to the current review. 

Sung, Puskar and Sereika (2006). 

In relation to generic methodology, Sung et al. (2006) was rated as medium as it had a 

number of strengths. It was cross-sectional in nature, therefore falling into the level 3 

hierarchy of quantitative evidence (Smith, 2009). The aim of the study was clearly presented 

and attention was given to ethical considerations including approval and parental and 

https://www-scopus-com.queens.ezp1.qub.ac.uk/authid/detail.uri?origin=resultslist&authorId=35592685500&zone=
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participant informed consent. The Coping Response Inventory – Youth (CRI-Y, Moos, 1993) 

was described in detail, as was the process of analysis. Alpha coefficients of the CRI-Y 

ranged from .69 - .79, demonstrating generally acceptable to good internal consistency. The 

study had a number of limitations that contributed to the medium rating. The generalisability 

of the findings were weakened due to the sampling method (convenience sampling which is 

vulnerable to selection bias), the relatively small number of participants (N = 72) and due to 

participants being recruited from only one secondary school in a rural community.  

Sung et al. (2006) was given a rating of medium on the WoE B. The research design 

and analysis were appropriate for the present review. The study used a comprehensive scale 

to capture adolescent boys’ views on coping with a variety of stressful life events. However, 

male participants only made up 33% of the sample therefore reducing the weight of findings 

in terms of relevance to adolescent boys in particular. There was a clear gender distinction in 

the reporting of findings which is advantageous to this review.  

In terms of the relevance of the study to the review question (WoE C), Sung et al. 

(2006) was rated as low. The study did seek the views of adolescent males on how they cope 

with daily stress through the use of the CRI-Y (Moos, 1993) and presented these accordingly, 

however, it was not the only focus of the study. Rather, Sung et al. (2006) also evaluated the 

relationship of coping strategies with psychosocial factors of rural adolescents in terms of 

anger, anxiety, depression, and self-esteem. Furthermore, the population of interest in the 

study appears to be rural adolescents, therefore adding to the low ‘weight’ rating given.  

Overall, Sung et al. (2006) was given a weight of evidence rating of medium, 

indicating the study is relevant to the current review but consideration should be given to its 

methodological flaws.   
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Cocoradă and Mihalaúcu (2012). 

In terms of generic methodological quality (WoE A), Cocoradă and Mihalaúcu (2012) 

was rated as medium. The study was of good quality and had a number of strengths. Aims 

and hypotheses were clearly reported and the sample was of medium size (N= 186) from two 

secondary schools. It was a cross-sectional study therefore falling into the level 3 hierarchy of 

quantitative evidence (Smith, 2009). The analysis was acceptable, consisting of parametric 

and non-parametric tests in response to distribution of data. Ethical considerations including 

the voluntary nature of the study was reported and consideration was given to participant 

confidentiality. The COPE (Carver et al., 1989) was used for data collection however they 

did not specify the reliability or validity of the measure which was a disadvantage. 

Furthermore, the generalisability of the findings were weakened due to the sampling method 

(convenience). 

Cocoradă and Mihalaúcu (2012) was given a rating of low on the WoE B. The 

research design was appropriate for the present review but the analysis was a limitation. The 

study used a comprehensive self-report scale to capture adolescent boys’ views on how they 

cope. Adolescent boys made up 52% of the sample which was advantageous to the current 

review as male views were represented. While the findings report male coping strategies, it 

would have been beneficial if the gender breakdown was clearer as it is difficult to extract a 

full understanding of coping strategies used by males. Furthermore, an explanation as to why 

substance use was disregarded in their discussion would have been useful. 

On the third judgement (WoE C), Cocoradă and Mihalaúcu (2012) was rated as 

medium as the approach and focus of the study was deemed relevant to the current review. 

The main focus of the study was gaining the views of adolescents in secondary schools on 

how they cope and male students made up over half of the sample. The study had an 
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additional focus of examining the relationship between coping strategies and locus of control 

which is beyond the remit of the current review question, thus a medium ‘weight’ was given.   

Based on the ratings from the previous three categories, Cocoradă and Mihalaúcu 

(2012) was given an overall weight of evidence rating of medium, indicating it was relevant 

to the review, despite certain methodological flaws as aforementioned.  
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Appendix G: Hierarchy of Evidence (Smith 2009) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Level of evidence 

 

Level 1a 

Level 1b 

Level 2a 

Level 2b 

Level 3 

Level 4 

NICE 

HSC 

Type of quantitative study design 

 

Systematic reviews or meta-analysis of randomised controlled trials (RCTs) 

At least one RCT  

At least one quasi-experimental clinical trial (i.e without randomisation) 

At least one other type of quasi-experimental study (e.g. cohort study) 

Non-experimental or descriptive comparative, correlational or case-control studies 

Expert committee reports and/or clinical experience of respected authorities  

National Institute of Clinical Evidence Guidelines or health technology assessment  

HSC Health service circular(s) 
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Appendix H: Ethical Approval Phase 1 
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Appendix I: Ethical Approval Phase 2 
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Appendix J: Information Sheet for Schools / Further Educational Colleges 

 

  
15/01/2018 

Title of Project: Exploring the views of adolescent males in educational settings about how they 
cope with their worries or concerns - What helps them cope? 

 
Dear NAME OF PRINCIPAL  

I am a trainee educational psychologist, currently in my second year of my Doctorate in Educational, 
Child and Adolescent Psychology at Queen’s University Belfast and under the supervision of an 
experienced Senior Educational Psychologist, Maria McAleese. I am contacting you as I wish to 
enquire whether you would be willing to assist me with my research study for my thesis. The study 
will examine the coping strategies used by adolescent boys (aged 16 – 17 years old) and their views 
on how school or college helps them cope. I would be very interested in feeding back the results of 
my major research to your staff if you wish me to do so. I would be most grateful for you to allow me 
to include your school in this research.  

The study will have two phases. Firstly, I will invite male pupils in lower 6th to participate in a 1:1 
interview with myself where we will talk about what coping strategies they use if they are worried or 
stressed and how they feel school or college helps them cope too. An example interview question 
includes, ‘I have been wondering about whether social media is helpful for young men. Would you 
agree or disagree that it helps?’ I am aiming to interview at least two pupils from your school for this 
phase of the research, and at least 6 pupils in total across grammar/secondary and further education 
colleges. Their responses, along with other participants’ responses from other settings, will be 
analysed and used to produce a questionnaire that will be circulated to a larger sample of 
participants. 

In the second phase of the research, I will invite all male pupils in lower 6th to complete the 
questionnaire. The questionnaire will ask participants what coping strategies they use and their 
views on how school or college can support them to cope better. An example question includes, 
‘Rate how useful talking to a friend is for coping with worries or concerns.’ I would like as many male 
pupils in lower 6th as possible to complete the questionnaire. 

If possible, I would like to visit your school and speak to the pupils in lower 6th, perhaps during 
assembly, to explain phase 1 of the research study. I will then distribute information sheets and 
consent forms. I will distribute a parental information sheet and consent form to any pupils 
expressing an interest in participating in phase 1 and 2, and this parental consent form will be 
completed in advance. 

Any data collected will be anonymised and no pupil will be identifiable in the data or written reports. 
I have significant experience working with young people and I have completed a number of 
safeguarding courses. 

School of Psychology 
Queen’s University Belfast 
David Keir Building 
18 – 30 Malone Road 
Belfast  
BT9 5BN 
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I hope that you would consider assisting me with research. I truly believe it is a very worthwhile 
piece of work that will help us understand how to support the well-being of our young people. I will 
be in contact with you soon to discuss the project with you further. In the meantime, if you have any 
questions at all, please do not hesitate to contact my supervisor (contact details below) or myself. 

Yours sincerely, 
Aine Fitzpatrick 
 
 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix K: Types of Schools in Northern Ireland 

Controlled 

Controlled schools are managed and funded by the Education Authority (EA) through school 
Boards of Governors (BoGs). Primary and secondary school BoGs consist of representatives 
of transferors - mainly the Protestant churches - along with representatives of parents, 
teachers and the EA. Controlled nursery, grammar and special school BoGs consist only of 
representatives of parents, teachers and the EA. There are no transferor governors.  

Within the Controlled school sector there are some Controlled Integrated schools and 
several Irish-Medium schools. 

The Controlled Schools Support Council supports and represents the interests of 
Controlled schools.   

Catholic Maintained  

Catholic Maintained schools are managed by BoGs nominated by trustees - mainly Roman 
Catholic - along with parents, teachers and EA representatives. The Council for Catholic 
Maintained Schools (CCMS) is responsible for the effective management of the Catholic 
Maintained sector and is the employing authority for teachers in Catholic Maintained 
schools. 

The Catholic schools trustee service is funded by DE to provide support and advice to 
trustees on area planning. 

Integrated  

These schools invite Protestant and Catholic to come together with other traditions to 
improve their understanding of one another, their own cultures, religions and values. Each 
grant maintained Integrated school is managed by a BoGs consisting of trustees or 
foundation governors along with parents, teacher and DE representatives. 

The BoGs of a grant maintained Integrated school is the employing authority and is 
responsible for the employment of staff. 

DE has a duty to encourage integrated education.  With funding from DE the Northern 
Ireland Council for Integrated Education (NICIE) promotes the strategic development of 
Integrated schools and provides advice and guidance to all Integrated schools, both 
Controlled and grant maintained.  

Source: https://www.education-ni.gov.uk/articles/information-school-types-northern-
ireland 
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Appendix L: Initial Recruitment Pitch to Year 13 Pupils 
 

Hello everyone, my name is Áine and I am training to be an educational psychologist. I am 
currently in the second year of my doctorate in educational psychology. 
 
As part of my training I get to do a piece of research which is what I am here to talk to you 
all about today and hopefully some of you will be interested in taking part. 
 
My research is looking at how young fellas your age cope. It’s about what do you do to help 
you cope if you’re feeling worried, stressed or concerned about anything. I also want to 
know what school has done to help you cope and also to see if you have any ideas about 
how schools can help young males cope better with worries or concerns. 
 
So I am going to tell you a bit about the study and what will be involved. 
 
The study has two stages – today I am mostly talking about the first stage. 
 
What 

• I would like some of you to take part in a 1:1 chat with myself. Not today – some day 
in the next couple of weeks. It will be casual and we will be talking about what you 
do if you are worried or stressed. So maybe if you’re stressed you find talking to a 
friend or playing your PS4 or maybe football training helps you to cope so I just want 
to hear more about that. And then I’d like to hear if you have any ideas about how 
schools can help young fellas your age cope better.  

 
Where and how long 

• So the 1:1 chat will take place in school and will last approximately 30 – 45 minutes – 
it depends how much you have to say or how long you spend talking to me.  

 
Questionnaire 

• I am going to be interviewing year 13s from other schools – other schools across 
Northern Ireland have signed up too. So after the interviews, I am going to analyse 
the responses from everyone and I’m going to create a questionnaire about coping 
strategies which is the second stage of the research. I want to get the views of as 
many boys your age as possible so the questionnaire will be given to year 13s to gain 
their views on how they cope. Please be assured all responses used to create the 
questionnaire will be anonymised and confidential. 
 
 

Confidentiality  
• Before you make up your mind on whether you want to take part or not, I want to 

emphasise that what you tell me during the 1:1 interview and whilst completing the 
questionnaire will be completely confidential and what you tell me will be 
anonymised so that any information that could identify you is not included in the 
research. So no identifying information will be in the questionnaire or my report. 
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Voluntary 
• Whether you decide to take part or not is completely voluntary. I would like to invite 

some of you to volunteer to take part in the interviews. I will also be back in few 
months with the questionnaire if you would like to volunteer to complete it.  

 
• At the minute, I would like around 2 - 3 of you to volunteer – if more than 3 are 

interested that’s great – I’ll choose randomly but keep a record of the names of 
people who didn’t get to take part – other students in different schools might not be 
interested so I might need more than 3.  
 

• If you want to take part in stage 1, I have consent forms and information sheets here 
which include more detail about the study. If you want to take part – you can come 
and get one at the end from me or if you want some time to think about it, I will 
leave some consent forms with TEACHER NAME. I also have parental/guardian 
consent forms, as you are under 18, ethically I need parental consent for you to take 
part.  
 

• If anyone has any questions you can ask now or I will be hanging around for 5 – 10 
minutes afterwards and you can get consent forms then too. My contact details are 
on the forms if you have any later questions. 
 

Thanks so much for listening and I hope to speak to some of you soon. 
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Appendix M: Participant Information Sheet for Phase 1 (Interviews) 

 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries 
or concerns - What helps them cope? 
 
Your school or college has agreed to take part in a research study which is seeking the views of 
young men your age about what they do to help them cope with worries or concerns and also their 
opinion on how school or college can help them cope better. Before you give consent to take part in 
this study, it is important that you understand the purpose and procedure of the study.  Please take 
the time to read the following information carefully and please do not hesitate to contact us if you 
have any questions. 
 
What is this study about? 
This research is concerned with exploring the coping strategies used by adolescent males and how 
school or college can help them cope better. We want to hear the views of young men your age 
about what strategies you use to help you when you have worries or concerns. We also want to hear 
from you about how your school or college supports the well-being of pupils.  
 
Do I have to take part in the study? 
No, you do not have to take part. Participation in this study is entirely voluntary; you are free to 
decide whether or not to take part. If you decide to take part and later change your mind, you are 
still free to withdraw up to one month of completing the interview without giving a reason. If you 
wish to withdraw after taking part, you can contact me via email or telephone. 
 
What will happen if I agree to take part? 
You will be asked to complete a consent form to confirm that you understand what the study is 
about and that you are happy to take part. We will also give you a parental consent form for your 
parents or guardians to fill in to let us know that they are happy for you to take part. You will then 
take part in a 1:1 interview with myself  (approximately 30 – 60 minutes) where you will be asked 
questions about what you do if you are worried or stressed and some questions about how your 
school or college can help young men cope better. The interview will be recorded on a Dictaphone. 
Your responses will be anonymised and analysed and along with responses from other participants, 
they will be used to create a questionnaire about the same topics. This questionnaire will be given to 
a larger group of young men your age to gain their views on the same topics. 
 
Where will the study take place? 
The interview will take place in a quiet room in your school at a time and date agreed with you. 

Who will know about what you tell me? 
Only members of the research team (my supervisor and I) will have access to the responses. What 
you tell us will be anonymised so that any information that could identify you is not included in the 
research. Your responses will also be kept confidential However, if you tell us anything that might 
cause harm to yourself or to others, we will have to speak to the child protection officer in your 
school or college. If you feel that you might benefit from talking to someone after the interview, I 
will be there to direct you towards the school’s counsellor or other agencies who are there to help, 
but this will be up to you. 
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Where will my information be kept? 
Your consent form will be kept in a locked filing cabinet in my supervisor’s office Queen’s University 
Belfast. The audio recording of your interview and the interview transcription will be stored on a 
password protected computer.  
 
What will happen to the results of the study? 
When the study has finished the findings will be written up as part of a Doctoral thesis, with the 
possibility that it may be published in academic journals and presented at conferences. A written 
summary of the research findings will be given to your school principal or senior management. You 
will not be identified in any of these documents or events. By letting others know the results of the 
study I am hoping it will benefit young men your age as it will help us also determine whether fellas 
your age would benefit from your suggestions. The results could also be used to advise schools and 
colleges on practices that could be put in place to better support the well-being of young men. 
 
Who has reviewed the study? 
The study has been reviewed by the Faculty of Engineering and Physical Sciences Research Ethics 
Committee at Queen’s University Belfast, and has been given full ethical approval. 
 
Thank you for taking the time to read this information sheet. If you have any further questions, 
please do not hesitate to contact us. 
 
Yours faithfully, 
 
Aine Fitzpatrick 
 
 
 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix N: Participant Consent Form for Phase 1 (Interview) 

 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their 

worries or concerns - What helps them cope? 
 

Please read the statements and tick the statements below to indicate your consent to 
participate in the research study. 

 Yes No 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

Print Name  __________________________________ 

Signature ___________________________________ 

Date _______________________________________ 

 

 I confirm that I have read and understand the Participant 
Information Sheet. 
 

 I understand that all personal information will remain 
confidential and that all efforts will be made to ensure I 
cannot be identified. 
 

 I agree that data gathered in this study will be stored 
anonymously and securely. 
 

 I understand that my participation is voluntary and that I 
am free to withdraw, up until one month after the 
interview, without giving a reason. 
 

 I understand that my responses will be audio-recorded 
and that the recordings will be stored on a password 
protected computer 
 

 I understand that my data will contribute to the creation 
of a questionnaire that will be distributed to a larger 
number of participants. 
 

 I understand that the findings of the study will be in a 
thesis and disseminated through publications and 
conferences. 
 

 I agree to take part in this study. 
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Appendix O: Parental Information Sheet for Phase 1 (Interview) 

 

 

  
Date 

Title of Project: Exploring the views of adolescent males in educational settings about how they 
cope with their worries or concerns - What helps them cope? 

 
Dear Parent/ Guardian, 

I am a trainee educational psychologist, currently in my second year of my Doctorate in Educational, 
Child and Adolescent Psychology at Queen’s University Belfast. Your son’s school / college has 
agreed to take part in my research study. I would very much appreciate if you could provide consent 
for your son to participate (more information on the study overleaf). 

I am exploring the coping strategies currently used by 16 – 17 year old boys, very much from a 
positive perspective, looking at what works for them. I am also interested in their views on how their 
school or college supports the pupils with coping skills.  

I wish to conduct 1:1 interviews with at least two pupils from your son’s school about what coping 
strategies they use if they are worried or stressed and how school may be able to help them to cope 
too. An example interview question includes, ‘I have been wondering about whether social media is 
helpful for young men. Would you agree or disagree that it helps?’ 

I would very much appreciate if you could provide consent for your son to participate, if he wishes to 
do so on the day, this will be entirely up to him (I will seek his written consent on the day). Please 
sign overleaf.  

If you have any further questions, please do not hesitate to contact me or my supervisor, Maria 
McAleese on Tel 02890974384. 

Yours faithfully, 
 
Aine Fitzpatrick 
Trainee Educational Psychologist 
Tel 07885833278 
 
 

School of Psychology 
Queen’s University Belfast 
David Keir Building 
18 – 30 Malone Road 
Belfast  
BT9 5BN 
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Parent/guardian Information Sheet - Interview 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries 
or concerns. What helps them cope? 
 
Your son’s school / college has agreed to take part in a research study that is exploring the coping 
strategies used by 16 – 17 year old boys and their views on how their school or college supports 
their well-being. Before you give consent for your son to take part in this study, it is important that 
you understand the purpose and procedure of the study.  Please take the time to read the following 
information carefully and please do not hesitate to contact us if you have any questions. 
 
What is this study about? 
This research is concerned with exploring the coping strategies used by adolescent males and how 
school or colleges can help them cope better. We want to hear the views of young men your son’s 
age about what strategies they use to help them cope when they have worries or concerns. We also 
want to hear about how their school or college supports the well-being of pupils.  
 
Does my son have to take part in the study? 
No, your son does not have to take part. Participation in this study is entirely voluntary; he is free to 
decide whether or not to take part. If your son decides to take part in the interview and later 
changes his mind, he is still free to withdraw up to one month of completing the interview without 
giving a reason.  
 
What will happen if I consent to my son taking part? 
We will also give your son a consent form. He will then take part in a 1:1 interview with myself  
(approximately 30 – 60 minutes) where he will be asked questions about what he does to help him 
cope and some questions about how his school or college helps young men to cope. The interview 
will be recorded on a Dictaphone. His responses will be anonymised and analysed and along with 
responses from other participants, they will be used to create a questionnaire about the same 
topics. This questionnaire will be given to a larger group of young men your son’s age to gain their 
views on the same topics. 
 
Where will the study take place? 
The interview will take place in a quiet room in your son’s school at a time and date agreed with him. 

Who will know about what my son tells you? 
Only members of the research team (my supervisor and I) will have access to the responses. What 
your son tell us will be anonymised so that any information that could identify him is not included in 
the research. His responses will also be kept confidential. However, if he tell us anything that might 
cause harm to himself or to others, we will have to speak to the child protection officer in his school 
or college. If your son feels that he might benefit from talking to someone after the interview, I will 
be there to direct him towards the school’s counsellor or other agencies who are there to help, but 
this will be up to him. 
 
Where will his information be kept? 
All consent forms will be kept in a locked filing cabinet in my supervisor’s office Queen’s University 
Belfast. The audio recording of the interview and the interview transcription will be stored on a 
password protected computer.  
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What will happen to the results of the study? 
When the study has finished the findings will be written up as part of a Doctoral thesis, with the 
possibility that it may be published in academic journals and presented at conferences. A written 
summary of the research findings will be given to your son’s school principal or senior management. 
He will not be identified in any of these documents or events. By letting others know the results of 
the study I am hoping it will benefit young men your son’s age as it will help us also determine 
whether young men would benefit from your son’s suggestions. The results could also be used to 
advise schools and colleges on practices that could be put in place to better help young men to cope 
with worries or concerns. 
 
Who has reviewed the study? 
The study has been reviewed by the Faculty of Engineering and Physical Sciences Research Ethics 
Committee at Queen’s University Belfast, and has been given full ethical approval. 
 
Thank you for taking the time to read this information sheet. If you have any further questions, 
please do not hesitate to contact us.  
 
Yours faithfully, 
 
Aine Fitzpatrick 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix P: Parental Consent Form for Phase 1 (Interview) 

 
Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their 
worries or concerns. What helps them cope? 
 

 

Please read the statements and tick the statements below to indicate your consent for your 
son to participate in the research study. 

 Yes No 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

Your son’s name  ____________________________________ 

Your signature ___________________________________ 

Date __________________________________________ 

 I confirm that I have read and understand the Parent 
Information Sheet. 
 

 I understand that my son’s personal information will 
remain confidential and that all efforts will be made to 
ensure he cannot be identified. 
 

 I agree that data gathered in this study will be stored 
anonymously and securely. 
 

 I understand that my son’s participation is voluntary and 
that he is free to withdraw, up until one month after the 
interview, without giving a reason. 
 

 I understand that my son’s responses will be audio-
recorded and that the recordings will be stored on a 
password protected computer. 
 

 I understand that the data will contribute to the creation 
of a questionnaire that will be distributed to a larger 
number of participants. 
 

 I understand that the findings of the study will be in a 
thesis and disseminated through publications and 
conferences. 
 

 I consent to my son taking part in this study.  
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Appendix Q: Parental Information Sheet for Phase 2 (Questionnaire) 

 

  
Date 

Title of Project: Exploring the views of adolescent males in educational settings about how they 
cope with their worries or concerns - What helps them cope? 

 
Dear Parent/ Guardian, 

I am a trainee educational psychologist, currently in my second year of my Doctorate in Educational, 
Child and Adolescent Psychology at Queen’s University Belfast. Your son’s school / college has 
agreed to take part in my research study. I would very much appreciate if you could provide consent 
for your son to participate (more information on the study overleaf). 

I am exploring the coping strategies currently used by 16 – 17 year old boys, very much from a 
positive perspective, looking at what works for them. I am also interested in their views on how their 
school or college supports the pupils with coping skills.  

I wish to distribute a questionnaire to all male pupils in lower 6th about what coping strategies they 
use and gain their views on how school or college supports them to cope better. An example 
statement your son will be asked to give his views on includes, ‘When I’m feeling worried or 
concerned I go to the gym.’ 

I would very much appreciate if you could provide consent for your son to participate, if he wishes to 
do so on the day, this will be entirely up to him (I will seek his written consent on the day). Please 
sign overleaf.  

If you have any further questions or you would prefer to receive a copy of the questionnaire prior to 
providing consent, please do not hesitate to contact me or my supervisor, Maria McAleese on Tel 
02890974384. 

Yours faithfully, 
 
Aine Fitzpatrick 
Trainee Educational Psychologist 
Tel 07885833278 
 
 

School of Psychology 
Queen’s University Belfast 
David Keir Building 
18 – 30 Malone Road 
Belfast  
BT9 5BN 
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Parent/guardian Information Sheet - Questionnaire 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries 
or concerns. What helps them cope? 
 
Your son’s school / college has agreed to take part in a research study that is exploring the coping 
strategies used by 16 – 17 year old boys and their views on how their school or college supports 
their well-being. Before you give consent for your son to take part in this study, it is important that 
you understand the purpose and procedure of the study.  Please take the time to read the following 
information carefully and please do not hesitate to contact us if you have any questions. 
 
What is this study about? 
This research is concerned with exploring the coping strategies used by adolescent males and how 
school or college can help them cope better. We want to hear the views of young men your son’s 
age about what strategies they use to help them cope when they have worries or concerns. We also 
want to hear about how their school or college supports the well-being of pupils.  
 
Does my son have to take part in the study? 
No, your son does not have to take part. Participation in this study is entirely voluntary; he is free to 
decide whether or not to take part. If your son decides to take part, please be aware that all 
questionnaires are anonymous so he will not be able to withdraw his responses at a later date. This 
is because we will not know which responses are your sons.  
 
What will happen if I consent to my son taking part? 
Your son will be asked to complete a consent form to confirm that he understands what the study is 
about and that he is happy to take part. He will then complete a questionnaire (approximately 10 – 
15 minutes) where he will be asked questions about what he does if he is worried or stressed and 
some questions about how his school or college supports the well-being of pupils.  
 
Where will the study take place? 
Your son will complete the questionnaire in school or college, during a class previously agreed with 
the school principal or senior management.  

Who will know about what my son tells you? 
Only members of the research team (my supervisor and I) will have access to the responses. What 
your son tell us will be anonymised so that any information that could identify him is not included in 
the research. His responses will also be kept confidential. However, if he tell us anything that might 
cause harm to himself or to others, we will have to speak to the child protection officer in his school 
or college. If your son feels that he might benefit from talking to someone after completing the 
questionnaire, I will be there to direct him towards the school’s counsellor or other agencies who 
are there to help, but this will be up to him. 
 
Where will his information be kept? 
All consent forms and questionnaires will be kept in a locked filing cabinet in my supervisor’s office 
Queen’s University Belfast.  
 
What will happen to the results of the study? 
When the study has finished the findings will be written up as part of a Doctoral thesis, with the 
possibility that it may be published in academic journals and presented at conferences. A written 
summary of the research findings will be given to your son’s school principal or senior management. 
He will not be identified in any of these documents or events. By letting others know the results of 
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the study I am hoping it will benefit young men your son’s age as it will help us also determine 
whether young men would benefit from your son’s suggestions. The results could also be used to 
advise schools and colleges on practices that could be put in place to better help young men to cope 
with worries or concerns. 
 
Who has reviewed the study? 
The study has been reviewed by the Faculty of Engineering and Physical Sciences Research Ethics 
Committee at Queen’s University Belfast, and has been given full ethical approval. 
 
Thank you for taking the time to read this information sheet. If you have any further questions, 
please do not hesitate to contact us.  
 
Yours faithfully, 
 
Aine Fitzpatrick           
     
 
 
 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix R: Parental Consent Form for Phase 2 (Questionnaire) 
 
Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their 
worries or concerns. What helps them cope? 
 

 

 

Please read the statements and tick the statements below to indicate your consent for your 
son to participate in the research study. 

 Yes No 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

Your son’s name  ____________________________________ 

Your signature ___________________________________ 

Date __________________________________________ 

 

 
 

 I confirm that I have read and understand the Parent 
Information Sheet. 
 

 I understand that my son’s personal information will 
remain confidential and that all efforts will be made to 
ensure he cannot be identified. 
 

 I agree that data gathered in this study will be stored 
anonymously and securely 
 

 I understand that my son’s participation is voluntary 
and that he will not be able to withdraw his data after 
participating. 

 
 I understand that the findings of the study will be in a 

thesis and disseminated through publications and 
conferences. 
 

 I consent to my son taking part in this study. 
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Appendix S: Participant Information Sheet for Phase 2 (Questionnaire) 
 
 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries 
or concerns - What helps them cope? 
 
Your school or college has agreed to take part in a research study which is seeking the views of 
young men your age about what they do to help them cope with worries or concerns and also their 
opinion on how school or college can help them cope better. Before you give consent to take part in 
this study, it is important that you understand the purpose and procedure of the study.  Please take 
the time to read the following information carefully and please do not hesitate to contact us if you 
have any questions. 
 
What is this study about? 
This research is concerned with exploring the coping strategies used by adolescent males and how 
school or college can help them cope better. We want to hear the views of young men your age 
about what strategies you use to help you when you have worries or concerns. We also want to hear 
from you about how your school or college supports the well-being of pupils.  
 
Do I have to take part in the study? 
No, you do not have to take part. Participation in this study is entirely voluntary; you are free to 
decide whether or not to take part. If you decide to take part, please be aware that all 
questionnaires are anonymous so you will not be able to withdraw your responses at a later date. 
This is because we will not know which responses are yours.  
 
What will happen if I agree to take part? 
You will be asked to complete a consent form to confirm that you understand what the study is 
about and that you are happy to take part. We will also give you a parental consent form for your 
parents or guardians to fill in to let us know that they are happy for you to take part. You will then 
complete a questionnaire (approximately 10 – 15 minutes) where you will be asked questions about 
what you do if you are worried or stressed and some questions about how your school or college can 
support the well-being of pupils.  
 
Where will the study take place? 
You will complete the questionnaire in school or college, during a class previously agreed with your 
school principal or senior management.  

Who will know about what I tell you? 
Only members of the research team (my supervisor and I) will have access to your responses. What 
you tell us will be anonymised so that any identifying information is not included in the research. 
You will not be asked to put your name on your questionnaire rather instead you will be given a 
participant number which your data will be stored under. Your responses will also be kept 
confidential. However, if you tell us anything that might cause harm to yourself or to others, we will 
have to speak to the child protection officer in your school or college. If you feel that you might 
benefit from talking to someone after the questionnaire, I will be on hand to direct you towards the 
school’s counsellor or other agencies who are there to help, but this will be up to you.  
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Where will my information be kept? 
 
Your consent form and completed questionnaire will be kept in a locked filing cabinet in my 
supervisor’s office in Queen’s University Belfast.  
 
 
What will happen to the results of the study? 
When the study has finished the findings will be written up as part of a Doctoral thesis, with the 
possibility that it may be published in academic journals and presented at conferences. A written 
summary of the research findings will be given to your school principal or senior management. You 
will not be identified in any of these documents or events. By letting others know the results of the 
study, I am hoping it will benefit young men your age as it will help us also determine whether fellas 
your age would benefit from your suggestions. The results could also be used to advise schools and 
colleges on practices that could be put in place to better support the well-being of young men.  
 
Who has reviewed the study? 
The study has been reviewed by the Faculty of Engineering and Physical Sciences Research Ethics 
Committee at Queen’s University Belfast, and has been given full ethical approval. 
 
Thank you for taking the time to read this information sheet. If you have any further questions, 
please do not hesitate to contact us. 
 
Yours faithfully, 
 
Aine Fitzpatrick 
 
 
 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix T: Participant Consent Form for Phase 2 (Questionnaire) 

 

 

 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries or concerns - What helps them cope? 
 

Please read the statements and tick the statements below to indicate your consent to 
participate in the research study. 

 Yes No 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Print name _________________________________  

Signature  __________________________________ 

Date _______________________________________ 

 

 I confirm that I have read and understand the 
Participant Information Sheet 
 

 I understand that all personal information will remain 
confidential and that all efforts will be made to ensure I 
cannot be identified 
 

 I agree that data gathered in this study will be stored 
anonymously and securely 
 

 I understand that my participation is voluntary and that 
I will not be able to withdraw my data after 
participating. 

 
 I understand that the findings of the study will be in a 

thesis and disseminated through publications and 
conferences 
 

 I agree to take part in this study 
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Appendix U: Interview Schedule 

Semi-structured interview 

Preamble  

Thank you so much for volunteering to talk with me today for my research. What will happen is that 
we will have a conversation where I will ask you some questions and the conversation will develop 
around your responses. I would like you to answer the questions truthfully and as best you can.  

It is important for you to know that what you tell me will remain confidential unless something you 
say suggests you are going to harm yourself or someone else. All information you share with me will 
be deeply anonymised and no identifying information will be included in the later parts of the 
research. 

If you find anything we talk about today upsetting or raises any worries, please either let me know or 
you can talk to your school counsellor or outside agencies such as NSPCC or Samaritans if you would 
prefer.  

You are free to stop the interview at any time. 

Introduction 

I’m interested in finding out about the lives of young men today, in general, and what it is like to be 
16/17 and at this school.  

 What is it like to be a young man growing up today?  
 How do you look after yourself? 
 How do you cope if (Man UTD) lose? What do you do?  
 What do you do when you’re having a bad day? 
 What is it like to be a young man at this school? 

(Prompts: what about any hobbies/friends/family life/relationships? Respond to their answers/ 
mirror back their responses.) 

Coping Strategies 

I am really interested in finding out what young men your age do when they have worries or stresses 
in life.  

 
 Tell me about what you do when you find yourself with worries or stress. 

 
 Are there any other things you do that helps you if you’re worried or stressed? 

 
 Which of these things do you do most often? Which one is the most useful? (Prompt: what 

would you usually do first if you’re feeling that way?) Tell me why you think/feel that. 

 

 Are there particular things you do that you feel are less helpful when you’re feeling stressed 
or worried? Tell me why you feel that. 
 

 Some research has shown that young men may use alcohol or drugs as a way of managing 
their worries or concerns. Does that come as a shock to you? Would you agree/disagree? 
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 I have been wondering about whether social media is helpful for young men. Would you 
agree or disagree that it helps? 
 

 Outside of school, is there anyone else in your life that helps you if you have worries or 
concerns? 
 

 Outside of school, is there any advice you would give others in their job or role to help young 
men your age with their feelings or stresses? 

 

School Support 

 Can you tell me about anything your school does that supports the pupils in your school with 
their worries or concerns or stress? 
 

 Tell me about what your school does on for the whole school to support pupils’ well-being. 
 
 

 What about for your year group…what support is there for your year group?  
 

 Do the younger year groups get the same support as what your year did? 
 
 What about on an individual level?  

 
(Prompt: is the support your school offers helpful?) 

 Could the school improve on this in any way? 
 

 Have you received teaching or advice in school on useful ways to deal with worries or 
concerns? If yes, what did you learn from it? If no, is this something you feel young men 
your age would benefit from? Why? 

 
 I am interested in your opinion on this, what could schools do to help young men your age 

to cope with stresses, worries or concerns? 
 

 What advice would you give to a new school principal on what support the school should 
offer? 
 

 What advice would you give teachers on how best to support young people with any 
worries or concerns they may be having? 
 

 Is there anyone else you think has a role or a job in supporting young people’s positive well-
being/mental health in schools? Tell me what their role should be or could be. 
 

 Have you any advice or tips on how to cope with worries, for other pupils in the school?  
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Appendix V: Questionnaire 

Please note: This questionnaire is a limited set of coping strategies, reflective of the views of 
eight interview participants only. It is not a comprehensive list of all coping strategies and 
should not be used as a measure of coping outside of this research study. 
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Appendix W: Participant Debrief Sheet (Interview and Questionnaire) 

Title of Project: Exploring the views of adolescent males in 
educational settings about how they cope with their worries 
or concerns. What helps them cope? 

Thank you for participating in our research study. Please be 
assured that your information will be anonymised so that any 
identifying information is not included in the research. Your responses will also be kept confidential. 
I hope that the study will improve our understanding of how young men your age cope with the 
worries or stresses that they face. Additionally, I hope that it will help us understand how school or 
colleges can support the well-being of their pupils in the best, most effective way. 

I hope that you found it an insightful and enjoyable experience participating in our research. In 
saying that, I do understand that the topic of the project is of a sensitive nature. If you feel upset or 
worried about anything I asked you today, please let me know. If you would prefer to talk to 
someone else, I have outlined below how to seek some support: 

• Speak to me, the researcher;  
o I can listen and talk through your worries. I have included my details at the back of 

this page. I can also help you get in touch with others who can help (see below). 
 

• School counsellor; 
o They are here to listen and talk through your worries. (Insert specific contact 

arrangements for each individual setting).  
 

• School Pastoral Care staff; 
o Like the school counsellor, they are here to listen and help. (Insert specific contact 

arrangements for each individual setting).  
 

• Other school/setting staff; 
o If there is another member of staff that you get on with, please talk to them. 

 
• Family member; 

o If you would prefer to talk to someone outside of school, please talk to a family 
member. They can listen and talk through your concerns. 
 

• Outside agencies; 
o There are organisations who are there to help. You can speak to them completely 

anonymously too. Here are some names and numbers if you need them. 
o Childline 0800 1111 or their online chat 

Lifeline 0808 808 8000 
Samaritans 028 9066 4422 
 

• Or, you can contact my supervisor, Maria. 

 

Thank you again for participating.  

Aine  
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Aine Fitzpatrick (researcher) Ms Maria McAleese (supervisor) 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 
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Appendix X: Information Sheet for School Counsellor/Pastoral Care Staff 

 

  
04/02/19 

Title of Project: Exploring the views of adolescent males in educational settings about how they 
cope with their worries or concerns - What helps them cope? 
 
Dear School Counsellor / Pastoral Care Staff 

I am a trainee educational psychologist, currently in my second year of my Doctorate in Educational, 
Child and Adolescent Psychology at Queen’s University Belfast. X SCHOOL has agreed to take part in 
a research study that is exploring the coping strategies used by 16 – 17 year old boys and their views 
on how school or college helps them cope.  

I wish to conduct 1:1 interviews with at least two pupils from X SCHOOL about what coping 
strategies they use if they are worried or stressed and how school helps them to cope. 
Approximately one – two months after, I will distribute a questionnaire on the same topics to a 
larger sample of pupils in lower 6th. I will be seeking consent from parents and all participants. 

While it is not envisaged that participating in the study will cause any upset or distress to pupils, it is 
possible that some pupils may benefit from talking to someone afterwards. All participating pupils 
will be fully debriefed and I will signpost pupils to aftercare support. Should the situation arise, I 
would be very grateful if you could provide support to any participants who seek help.  

I have attached a copy of the debrief sheet that details the pathways to aftercare support for your 
reference. If you would like to discuss this further or if you have any questions, please do not 
hesitate to contact me or my supervisor. 

Yours sincerely, 
 
Aine Fitzpatrick 
 
 
 
 
 
Aine Fitzpatrick       Ms Maria McAleese 
Trainee Educational Psychologist    Senior Educational Psychologist 
Email: afitzpatrick197@qub.ac.uk    Email: maria.mcaleese@qub.ac.uk 
Tel: 07885833278      Tel: 02890974384 

 

  

School of Psychology 
Queen’s University Belfast 
David Keir Building 
18 – 30 Malone Road 
Belfast  
BT9 5BN 
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Appendix Y: Braun and Clarke’s (2006) 15-point checklist for TA 

A 15-Point Checklist of Criteria for Good Thematic Analysis 

Process No. Criteria 

Transcription 1 The data have been transcribed to an appropriate level of detail, and 
the transcripts have been checked against the tapes for ‘accuracy’. 

Coding 2 Each data item has been given equal attention in the coding process. 

 3 Themes have not been generated from a few vivid examples (an 
anecdotal approach), but instead the coding process has been 
thorough, inclusive and comprehensive. 

 4 All relevant extracts for all each theme have been collated. 

 5 Themes have been checked against each other and back to the original 
data set. 

 6 Themes are internally coherent, consistent, and distinctive. 

Analysis 7 Data have been analysed – interpreted, made sense of - rather than just 
paraphrased or described. 

 8 Analysis and data match each other – the extracts illustrate the 
analytic claims. 

 9 Analysis tells a convincing and well-organised story about the data 
and topic. 

 10 A good balance between analytic narrative and illustrative extracts is 
provided. 

Overall 11 Enough time has been allocated to complete all phases of the analysis 
adequately, without rushing a phase or giving it a once-over-lightly. 

Written 
report 

12 The assumptions about, and specific approach to, thematic analysis are 
clearly explicated. 

 13 There is a good fit between what you claim you do, and what you 
show you have done – i.e., described method and reported analysis are 
consistent. 

 14 The language and concepts used in the report are consistent with the 
epistemological position of the analysis. 

 15 The researcher is positioned as active in the research process; themes 
do not just ‘emerge’. 
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Appendix Z: Extract from Researcher Diary on Safeguarding Challenges Encountered 

 

Research 
Activity 
 

Safeguarding concern Action taken  

Participant 
interview 
 
 

Participant disclosed that a close 
friend had died two days 
previously.  
 
Participant had not told anyone 
else about his friend’s death. 
 
 
 

The researcher listened to the participant, 
offering condolences and they talked with 
the participant about having support at this 
time. 
 
The researcher encouraged the participant 
to tell a close family member, friend or 
teacher about the death of his friend. The 
researcher offered to speak with the 
pastoral care teacher in the school, with the 
participant’s permission, which he agreed 
to. 
 
The researcher spoke to the pastoral care 
teacher in the presence of the participant. 
Pathways to support were highlighted for 
the participant and the pastoral care teacher 
offered to help him talk to his parents 
about his bereavement.  
 

Entering 
questionnaire 
data  

A participant’s responses 
concerned the researcher (very 
few coping strategies – even 
fewer adaptive coping 
strategies).  
 
Reported not to talk to anyone 
else about worries, rumination, 
alcohol and keeps worries to 
himself. 

The researcher was unable to identify 
participant due to questionnaires being 
completed anonymously. 
 
The researcher spoke with course tutor – 
who agreed with researcher’s concerns and 
decision to inform the school of such 
concerns. It was also agreed the researcher 
would offer a session on coping strategies 
to the school. 
 
The researcher informed the school to 
make them aware that one participant in 
particular may benefit from input on how 
best to cope / so they can be watchful. The 
offer of an information session was given.  
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Appendix AA: Audit Trail: Process of Thematic Analysis 

Phase 1: Reading and Familiarisation  

Phase 2: Generate Initial Codes 

Phase 3: Searching for Themes 

Phase 4: Reviewing Themes 

Phase 5: Define and Name Themes 

 

Phase 1. Reading and Familiarisation  

Each transcript was read and re-read to help the researcher become more familiar with the 
data. Initial thoughts were recorded and include brief thoughts and ideas about the data set. 
Initial thoughts for all eight participants were collated and thoughts were grouped based on 
similarities, an example of which is displayed below. 

1. Coping strategies  
- Range of coping strategies used 
- Exercise helpful  
- Function of strategy often to take mind of things 
- Differentiating between helpful/less helpful strategies 
- Talking to others difficult but occurs 

 
2. Stress/worries/concerns 

- Academic pressure key source of stress 
- Future concerns 
- Worry about what others would say 
- Worry about family/friends 
- Can be hard being a male 

 
3. School support 

- School trying hard to support mental 
health 

- Not quite hitting the mark 
- Relationships are key 
- Personality types influence support 

seeking 
- Attitudes RE mental health 
- Chill out time needed 
- Parental involvement  

 

Example of handwritten initial thoughts  
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Phase 2. Generating Initial Codes 

This phase involved generating initial codes. Transcripts were re-read and the researcher 
began coding the data for interesting semantic and latent features. This was an inductive 
process and was performed electronically on a computer, with the codes being added along 
the right-hand margin of the transcript. Example extracts of interviews with initial coding are 
displayed in the table below. 

Data extract Coded for 
Emm…it would either be the football or 
music. I’ve eh, just say over the past two 
years things, I’ve had a lot of things going on 
and eh, I just find writing music down just 
helps me with it. Yeah that’s what I do.  

Life events/stressors present  
 
Writing music perceived to be useful  
 
Writing music as coping strategy 
 

I don’t know, maybe it’s just, it’s a way of me 
not having it on my chest or something  

Perceived benefits of not internalising 
feelings 
 

When I’m by myself that would be the best 
one cus you’re kinda like if not, I’m thinking 
about it either way but at least I’m thinking 
about it in a kind of different way, that I’m 
writing it down, nearly working with it. But if 
I’m just sitting there, thinking about it, that 
can be really bad, especially if I’m going to 
try and sleep or something…and I’m sitting 
thinking about it, that would…that’s a big 
thing for me. When I’m stressed out or 
something, I can’t really sleep like I’ll be 
sitting up. 

Situation/context influences coping 
strategy used  
 
Writing lyrics helps process feelings 
 
Over thinking/worry as coping strategy  
 
Negative effects of worry/overthinking 
 
Worry/overthinking impacts sleep  
 
Self-awareness 
 

Another thing I would do was, just there this 
morning, I would go to the gym. I find it very, 
I can let everything out there basically. I find 
that very helpful.  
 

Exercise as coping strategy 
 
Gym releases worries/stress 

Probably just endorphins and things like that. 
Then, I’m by myself down there as well so I 
can kind of just think things through and kind 
of forget about everything for a minute really. 

Chemical benefits of gym on mental 
health 
Double function of gym for coping 
Gym acts as distraction 
Gym provides space/time to think 

there last week, there was a thing, ah, 
assembly, they’ll like bring people in and 
there was a fella. He was just talking about 
like achieving goals and things [INT: ok] and 
how never to give up and all. They would do 
a lot of things like that there, basically to 
bring your spirits up nearly and [INT: yeah, 
yeah]. Yeah we had that last week. It was just 
a man came in and he was saying y’know, 

Current school support: mental health 
assemblies 
 
Help in setting goals/ambition  
 
Assemblies viewed as mood improving  
 
Talk from external person with MH 
difficulties 
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maybe about something he’s done and how 
it’s helped him then [INT: right ok]. And it 
stops him from basically giving up or 
anything or things like that there. 

 

I definitely found it useful yeah. I just kind of 
listening to it makes you realise like yeah…, 
life’s too short nearly, in that way like, to be 
worrying about things. 
 

School MH assemblies useful.  
 
Changing perspective 

I’ve noticed the past while with me just, I’ve, 
myself, like I’ve had a lot going on the past 2 
years. So like, our whole year, there was a 
death of student past, 2 years ago. But eh, like 
from that I’ve noticed that they’re really, like 
they’ll always kind of be asking if anyone’s 
not talking or anything, they’ll always be 
asking, “Are you alright?” and things like that 
there. I’ve noticed that with the teachers even 
recently. I’ve been asked a couple of times, 
“Are you alright?” and things like that there.  

Life events/stressors present  
 
Death of a peer  
 
Teachers checking-in on pupils  
 
School fearful of pupil response to peer 
death 
 
Greater awareness/focus on mental 
wellbeing 
 
 

…you can always go to the likes of your form 
teacher or anything if you’re, any worries or 
anything you can always go to them or 
basically any teacher that you’re, that you feel 
that you can talk to, you can go to them and 
they’ll help you through it. 

Teachers as coping strategy  
 
Importance of relationships 

I used to have, I used to have really bad 
problems with understanding emotions [INT: 
mhmm] and things like that there. I had gone 
through a large point that I kind of felt like 
because you’re a boy you’re not allowed to 
have any [INT: yep] and then whenever I had 
some I used to bottle it up, bottle it up, bottle 
it up, pretend it doesn’t exist, it doesn’t exist 
and then explosions would come out.  

Societal expectations of men  
 
Keep problems to self 
 
Conceal emotions 
 
Impact of suppressing emotion  
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Phase 2. Generating initial codes continued 

As complete coding was conducted, the next necessary step undertaken was the collation of 
all the coded data. For each individual code across the dataset, all the data excerpts related to 
that code were brought together. Excerpts were clearly labelled with participant number and 
line number. An example of the collated codes with data extracts is provided below.  

 

Keep problems to 
self  

PPS 1 
like people with like anxiety who like don’t want to worry other people about their 
own problems. Instead they see it like selfish so instead they just like keep it in 46 – 
48 
 
I just thought like there’s no point telling anyone know cus it’s like May and there’s 
not much we can do now so I’ll just have to keep it in and see how things go. 55- 57 
I have the anxiety of not wanting to get other people involved with how I feel 138 – 
139 
 
PPS 2 
I don’t really, I don’t really talk about my stresses to anyone. 100  
It’s hard to talk about because obviously most people want to try and deal with it 
themselves, well with regards to talking about it becomes quite awkward 380 – 382 
 
PPS 3 
I used to have, I used to have really bad problems with understanding emotions [INT: 
mhmm] and things like that there. I had gone through a large point that I kind of felt 
like because you’re a boy you’re not allowed to have any [INT: yep] and then 
whenever I had some I used to bottle it up, bottle it up, bottle it up, pretend it doesn’t 
exist, it doesn’t exist 31 – 35 
 
PPS 6 
Eh, well basically when you’ve everything sitting on your chest throughout the day 
and you’re just…like obviously no-one will notice it or see it but you’re sitting 
thinking about it [INT: yeah]. Everything in your head and your a-levels and you’re 
behind in this, you’re behind in that or, even it’s what you want to do after that and – 
200 – 203 
 
it’s all kind of, it can all kind of bottle up – 205 

Parents as coping 
strategy 
 

PPS 1  
it’s mostly just my parents who are pretty good at noticing if something’s up with me. 
127 – 128 
 
Most, most of the time they’ll just send my mum in to check how I’m doing 135 
 
PPS 2 
Family members, my mum mostly. Just my mum probably. 119 
Sometimes my dad as well yeah 123 
 
PPS 4 
Probably speak to my mum if it’s…severe enough [INT: Yeah]. Emm, she always 
said, “if something worries you ever, come and tell me we’ll try and make it right” 
and what not so. 73 – 74 
 
PPS 5 
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Yes I do, cus I was taught by, like when I was younger, because I was brought up by 
very good parents and I’m kind of lucky to have them so. 19 - 20 
Yeah, they influenced me and I’m, I’m very thankful that they could y’know, they 
helped me through it. 22 – 23 
 
PPS 5 
Well, emm, generally there’s a time I talk to my mum or dad about it 42 
 
PPS 6 
yeah like my mum and dad would be [INT: yeah] really good at that yeah. I can 
always talk to them. 127 – 128 
 
PPS 7  
Pfft, probably..eh, probably actually talking to my parents too much about things 
[INT: ok], cus I, I, I do, I would talk to my mum and dad about things 108 – 109 
 
PPS 8  
Probably talking to my parents… 111 

Academic pressure PPS 1 
it happened around 4th year, last time it happened, where, eh, it was coming up to the 
GCSE exams 53 – 54 
 
I feel like it’s because in like fourth year things become official like GCSE’s, like 
CCEA comes in like [inaudible – sounds like WJC] comes in so like for a fourth year 
this will be like completely new to them outside the transfer test. [INT: Yeah] and so 
there’s just a lot to take in, a lot to deal with 247 – 249 
 
PPS 2 
Well there’s a lot of school work that has to be done. With A – Levels especially. 
[INT: Yep]. You may lose a bunch of subjects but the work in the subjects that you 
do pick is heavy and well, sometimes it can take you a lot longer than expected to 
[INT: yeah, yeah] get it done. 141 – 143  
The workload in school’s quite hard 416 
A lot of young people, young young people like first years and some, even some P7s. 
Cus obviously with the transfer test and stuff like that. That’s their first real like stress 
[INT: Yep]. I know when I did the transfer test, I was in like half 7 every morning eh, 
practicing for it  441 – 443 
 
PPS 6 
Ehh, no it’s grand, like outside school and all is fine and then you know the way it 
can definitely get stressful while in school. [INT: ok] It is a big jump from the GCSE 
up to the A-Level [INT: Yeah?]. You kind of don’t expect it. 5 – 7 
 
But eh, just at this time of year that’s all over now and…[INT: Right] the realisation 
of exams (chuckles) and all are kind of heading in now. 24 – 25 
 
you’re sitting thinking about it [INT: yeah]. Everything in your head and your a-
levels and you’re behind in this, you’re behind in that or, even it’s what you want to 
do after that and – 201 – 203  
 
Just thinking like, “Have I picked the right A – Levels?” “Am I going to pass them?” 
or “Are they the right ones to do for something that I want to do in the future?” [INT: 
mhmm, mhmm]. But then I don’t know what I want to do in the future. 217 - 219  
 
PPS 7  
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Even school work or like everyday stress. 21 
Probably school pressures more than anything. Just coursework and work like, it’s 
more work than anything and trying to find time in the day for all, even though you 
have 3 subjects whenever it comes to the end like, or 4 or whatever you’re doing, like 
you’re still getting the same workload [INT: yeah] for them subjects and then you’re 
trying to filter in your part-time work or anything you’re doing like. 242 - 246  
 
PPS 8  
Umm…it’s a…I suppose it’s…it’s tough in some respects because I think in regards 
to school work a lot more focus has been put on performing really well than it would 
have done in the past. It’s become a lot more intensive. 4 - 6  
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Phase 3. Searching for themes 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

Strategies – Individual based 
• Nutrition 
• Video game as coping strategy  
• Walking as coping strategy   
• Podcasts as coping strategy 
• Drugs as coping strategy  
• Categorisation of social media (helpful/unhelpful; Positive/negative) 
• Replacing stressful activity with de-stressing activity 
• Gym as coping strategy 
• Problem solving coping style 
• Exercise as coping strategy 
• Alcohol as coping strategy 
• TV/films as coping strategy 
• Musical instrument as coping strategy 
• Singing as coping strategy 
• Being busy aids coping  
• Categorisation of social media (helpful/unhelpful; Positive/negative) 
• Taking time out as coping strategy 
•  Drawing as coping strategy  
• Keep problems to self 
• Worry 
• Taking break as coping strategy  
• Time/space to think  
• Mediation as coping strategy 
• Value of setting goals/ambition  
• ‘Just get on with it’ as coping strategy  
• Resilience 
• Over thinking/worry as coping strategy  
• Zone out as coping strategy 
• Avoidance as coping strategy 
• Turning phone off as coping strategy  
• Physiological coping strategies 
• Catastrophizing 
• self-awareness 
• Writing lyrics 
• Independence  
 

Strategies – Interpersonal based 

• Talking to others as coping strategy 
• Learn coping behaviours from others 
• Parents as coping strategy 
• Other people’s awareness/checking in  
• Classroom assistants as coping strategy 
• Teachers as coping strategy 
• SENCo as coping strategy  
• Reluctance to share problem with others 
• Willingness to share problems with others 
• Friends as coping strategy 
• Help seeking for academic work  
• Sharing problem with others last step 
• Hidden emotions from others 
• Seeking advice from others as coping strategy  
• Social connection aids coping  
• Reluctance to talk about own emotions  

 
 

 

 

 

This step involved sorting the collated codes into potential themes. 
The researcher began to analyse the codes and examine how they 
may form main themes or subthemes. The researcher began to sort 
codes visually into text boxes and colour coded these to present 
different themes, relationships between themes and sub-themes. An 
example of the visual representations used to sort codes into themes 
is provided here.  
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Function of strategies  
• Strategies used to clear head 
• Function of Alcohol/drugs to escape/mask from worries/stress 
• Social media as time out/distraction  
• Double function of strategy 
• Categorisation of social media (helpful/unhelpful; 

Positive/negative) 
• Function of strategy 
• Function of Alcohol/drugs to escape/mask from worries/stress 
• Walking reduces stress 
• Sport helps to release emotions/distraction 
• Sport aids mental clarity/perspective 
• Music acts as distraction 
• Drawing/colouring therapeutic 
• Practical strategy clears mind  
• Gym acts as distraction  
• Writing lyrics helps process feelings 
• Singing/making music as distraction 
• Singing/making music puts things in perspective   
• Counselling helps with changing thoughts/outlook  

 

Usefulness of strategies 
• Alcohol not useful in coping  
• Categorisation of social media (helpful/unhelpful; 

Positive/negative) 
• Benefits of self-awareness Influence of personality on 

usefulness of strategy 
• Distinction between long term coping and short term coping 

strategy outcome 
• Benefits of sharing problem with others 
• Video games unproductive 
• Talking to friends unhelpful 
• Writing music perceived to be useful strategy  
• Perceived benefits of not internalising feelings 
• Writing lyrics helps process feelings 
• Productive vs unproductive ways of coping with thoughts 
• Negative effects of worry/overthinking 
• Overthinking/worry impacts sleep 
• Continued use of unhelpful strategy 
• Poor long term outcome of avoidance  
• Usefulness of accessible/simple strategies 
• Least used strategy perceived as most helpful 
• Influence of personality on usefulness of strategy 
• Counselling useful coping strategy 
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Phase 4: Reviewing Themes 

Themes were then refined. This was a continuous process and involved reviewing the data 
extracts of the codes within the proposed theme and determining whether there was a pattern 
and the theme reflected the data. A sample theme with relevant data extracts is displayed 
below and the reworkings of the thematic map are also provided overleaf. 

Themes associated with how schools help/can help adolescent boys cope 
Overarching Theme  

Theme current school support 
- Subtheme - Helpful support (example data extracts) 

PPS 1 well there’s just the eh school counsellors but that just applies to school in general. 177 
PPS 2 well we’ve got the school counsellor. Emm…he comes in, or they come in every Wednesday. 
It can be a man or a woman, I think there’s two of them. Emm…they come in every Wednesday 
251 – 253 
PPS 3 There’s like counselling in school and all that I’ve been through so [INT: ok] that there 
helped me to kind of understand ways to do things and ways to cope [INT: yeah] but even from 
then, you come up with your own. They’re very personal to ones to do. 19 - 21 
PPS 4 we’ve got, obviously our year counsellor 141 
they’ve got a bit more of an understanding of mental health  163 
It is a teacher yeah [INT: ok] but they’re assigned to, should we need to talk to somebody then 
they’re supposed to be one of our first go to people. 165 – 166 
PPS 5 this school has it’s own personal counsellors and each year group has a specific counsellor 
51 – 52; each individual year [16:44 unclear: either 13 or 14] pupil is a year group counsellor 
alongside with the year head counsellors as well so there’s far more support. 202 - 204 
 
PPS 1 Umm, at this school things, I’d say things get better the longer you stay here 32 
PPS 8 it was quite a while ago so I don’t remember perfectly but I don’t think there was a school 
counsellor originally and I don’t think the pastoral care position was there. You could always talk 
to teachers obviously but those, those kind of – those positions have been opened up a lot more. 
210 – 213 
 
PPS 1 Mostly that most of the teachers are very approachable at like school, at like during break 
and lunch so if they have any concerns about their subject they can probably just go talk to their 
teacher at like lunch time. 151 – 153 
PPS 8 Well obviously I don’t have much experience with other schools [INT: yeah] but from what 
I’ve heard of other schools, it seems to be, in regards to bullying and teacher support and like the 
teacher engagement in class, it would be vastly, vastly better. 70 – 72 
Well I think – there’s some teachers that umm…just have a more open personality and things 194 
 
PPS 3 I think classroom assistants are fantastic because, I feel like…I never wanted to talk to a 
teacher because I felt like teachers would judge you, whereas the classroom assistants are so, like 
down to earth 73 – 75 
I feel like classroom assistants are so down to earth and so easy to talk to, and you just have 
people in particular that you like as the classroom assistants. Because they’re so…almost informal. 
78 – 80 
PPS 5 That’s all..classroom assistants, about 20 or 25 people? So it’s a lot [INT: mhmm]. And that’s 
for like pupils’ who struggle with mental disabilities so it’s very good. 248 - 249 
 
PPS 2 you’ll get the odd assembly or the odd talk on mental health and stuff like that. 322-323 
how to deal with mental health and ways that you can improve it or you can just maintain your 
mental health and stuff like that 325 – 326 
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With the assembly’s emm, if you listen to them they’re useful. Ehh, you get told about what ways 
you can deal with your mental health and stuff like that and even emm…last year there was small 
workshops and stuff like that with mental health where a class at a time would go in and we 
would be separated into small groups where we would get like, I think it was like a big A3 photo of 
a person and you’d put like stresses and stuff like that onto it 370 – 374 
PPS 3 Our school also does mental health workshops sometimes 254 – 255 
It’s emm…like managing your emotions, emm, being able to identify things. 261 
PPS 5 during junior school they’ve done lots of things. Emm, they’ve done assemblies and all. 
They’ve been giving support on what are the right things to do, what not to do and all. 277 – 278 
the problems of you know, drinking and smoking and how you can deal with it. What support you 
can give the person [INT: mmm] on and what other things you can do in order to…improve the 
person’s life cycle or even your own life style. And if you’re still struggling, there’s support from 
outside school that you can do [INT: yeah] so. Generally they’ve been hosted by um, groups that 
are specialised in certain areas like alcohol, smoking, emm…whatever else. 285 – 289 
PPS 6  there last week, there was a thing, ah, assembly, they’ll like bring people in and there was a 
fella. He was just talking about like achieving goals and things [INT: ok] and how never to give up 
and all. They would do a lot of things like that there, basically to bring your spirits up nearly and 
[INT: yeah, yeah]. Yeah we had that last week. It was just a man came in and he was saying 
y’know, maybe about something he’s done and how it’s helped him then [INT: right ok]. And it 
stops him from basically giving up or anything or things like that there. 147 – 153 
PPS 7 Yeah there’s mental health days and all and there’s like emm…there’s assembly’s and stuff 
where you can go to and they’ll talk about mental health and like how you can cope with things 
200 – 201 
So basically just like you don’t even, it’s not even that much it’s just like, it’s more…you just have 
to be aware of the mental health and we’d have like a big, there would be people that come in 
and stuff and would talk to you about mental health and how to cope with it and ways that 
mental health can change how you feel about yourself and like, how it can change your percep, 
perception of everyday like basically [INT: mhmm, mhmm]. How you need to take your mind out 
of that state at that moment in time so you don’t go further than what you think.213 – 218  
 
PPS 1 yeah it’s open to everyone if they just like fill out a form first or just go to your form teacher 
and say like, “I need to go to the counsellor.” 186 – 187 
PPS 2 you can talk to one of the teachers or well Miss…I’m trying to think of them now. Well you 
can talk to your year head or your form teacher and stuff like that to obviously get into it 253 – 
254 
PPS 5 Yes anyone can access them and literally if you go down to the hub or you go up to the 
library or you see one walking past in the corridor, you can talk to them [INT: mmm]. And then 
they can help you and then they can arrange em, certain teachers umm, to y’know, to have a talk 
with them and all so it’s just fantastic. 223 – 226 
PPS 6 Em…well if it’s extreme or anything yeah I would..go down and I would say to the 
counsellor. We’re free to go basically [INT: yeah]. And I’d go and talk to her. 21 – 22 
Eh, you can go down and if you are feeling really really bad or whatever [INT: mhmm]. Like she’ll 
take you straightaway and help you. 25 - 26  
PPS 7 Yeah you can do it daily or weekly or whatever. They just put down and they give you times 
or you can choose your time and stuff around your own timetable and all. It’s handy to do it like 
[INT: yeah], it’s not a siege or anything like. 70 – 72 
yeah you, you can go to your, eh, year head and ask to go to it or you can go to the counsellor and 
stuff. 258 
 
PPS 6 Em…well if it’s extreme or anything yeah I would..go down and I would say to the 
counsellor. We’re free to go basically [INT: yeah]. And I’d go and talk to her. 21 – 22 
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you can go down and if you are feeling really really bad or whatever [INT: mhmm]. Like she’ll take 
you straightaway and help you [INT: ok]. But if you’re able to go for a while, she’ll have a schedule 
of you know, other people like she has to help around everyone. But if you are extremely bad you 
have to – 25 – 28 
 
PPS 2 
Peer mediation [INT: Ok]. It’s a thing that is done with the school but it’s with sixth formers so it’s 
like upper sixth. And emm…basically it’s kind of like counselling or it’s like basically if there’s 
something going on with two people [INT: mhmm] they’ll bring a student in form upper sixth and 
the student from upper sixth will listen to both sides and obviously try and find an easier solution 
for both of them to be, like obviously, emm…dissolve the tension. 278 – 282 
it can be because it allows if, someone’s picking on someone else, it allows for the person who’s 
being picked on to have a, kind of a shoulder [INT: right] or someone behind them to help them 
out and kind of stand behind them as they’re tackling the problem head on. 284 – 286 
PPS 3 We do peer mediation… It’s, it’s almost like counselling, almost but instead of it being a 
counsellor it’s another student [INT: right]. And instead of it being so, you’re in a room with the 
person and you’re both sitting face to face with each other, you’ll…you’ll be in a room together 
but it won’t be that formal. You make a cup of tea, you just have a chat, like a talk [INT: Yeah]. I 
feel like it’s a really really good idea 353 – 356 
 
PPS 8 we’ve been told to, if you have any worries that umm, that the teachers are there to speak 
to, the head of year is there to speak to, the counsellor, the pastoral care and things. There’s a lot 
of…there’s not any in here but there’s a lot of posters around the school listing people that if 
you’ve got worries [INT: ok]. All the most important individuals to talk to and then some others 
but yeah, it’s quite open. 248 – 252 
 
PPS 3 I feel like, they never used to be frequent but now that they’ve started to notice that 
maybe, certain year groups, are struggling. Em, they’ve started to bring them in more. They’ve 
started to notice we, we’re going to need to tackle this in some way and they have tried to tackle 
it yeah. 257 – 259 
PPS 5 Yes there has been a few changes but still, well I think it’s just more in general.241 
PPS 6 But eh, like from that I’ve noticed that they’re really, like they’ll always kind of be asking if 
anyone’s not talking or anything, they’ll always be asking, “Are you alright?” and things like that 
there. I’ve noticed that with the teachers even recently [INT: right ok]. I’ve been asked a couple of 
times, “Are you alright?” and things like that there. 162 – 165 
Emm, no I’d say it’s probably got better [INT: ok], from things like that there. They kind of realise, 
“Right we need to be…make sure everyone’s ok” and things like that there. Cus obviously you 
don’t want something like that ever happening again so. 179 – 181 
PPS 7 they sort of…took from that there that our year is probably the age group where it’s starting 
to be more likely that something like that would happen and they do need to talk more. So they 
like even put up for counselling and stuff all the time and no-one’s really afraid anymore to talk 
basically because our year’s, just been bombarded with loads of different things as to how to help 
204 - 208 
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Phase 4 continued: Initial Thematic Map  
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Phase 4 continued: Reworking the Thematic Map  
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Phase 5: Defining and Naming Themes 

After reworking the thematic map, the researcher refined and defined the overarching themes, 
main themes and sub-themes, with the aim of clearly understanding what each theme 
represented. Significant thought was given to naming each theme as the researcher desired for 
names to be concise, interesting and also encapsulate what the theme was about. 

Example extracts of how themes were defined are provided below and overleaf.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

Overarching Theme – The Multi-Layers of Coping 

 This overarching theme reflects the multifaceted nature of coping. It encapsulates 

the complex phenomenon of coping including stressors, coping mechanisms, the purpose 

and perceived usefulness of such mechanisms and the factors that influence coping. This 

overarching theme was generated to reflect the density of coping as it was clear it was not 

a simple single layered phenomenon.  

 Main Theme – Under pressure  

 The stressors surrounding participants growing up today is encapsulated within 

this theme. Within it is a range of experiences that are a source of stress for participants 

and which drive their coping behaviours. Academic pressure is a key source of concern 

for participants as is the well-being of their friends, societal expectations and social media. 

 Main Theme – This is how I cope 

 This theme encompasses the coping strategies or actions that participants engaged 

(or did not engage) in to help them cope. The nature of these strategies varied. This theme 

should convey the variety of coping strategies adopted. Within this theme, participants 

give their peers advice on how to cope which is at times incongruent to how they cope 

themselves. The ways in which participants cope with stress or worries can be split into 

two sub-themes; Me Myself and I; and Will we talk? 

  Sub-theme – Me Myself and I 

 This subtheme is concerned with the coping strategies participants use that are 
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Main Theme – Functions and usefulness 

 This theme has two components. Firstly, the functions of particular strategies is 

encapsulated in this theme. It summarises the reasons why participants engage in the 

coping mechanisms that they chose to use. There was variety in the functions that each 

strategy served such as managing emotions, mental clarity, distraction, escape, 

processing and support seeking. The second component in this time relates to how 

useful participants perceive their strategies to be in helping them cope. Similarly to 

functions, there is a variety in the perceived usefulness of strategies.  

Main Theme – Influencers  

 It is evident that important facets of the phenomenon of coping include 

influencing factors, particularly factors that influence how participants cope with their 

worries or concerns. Such factors can be seen to facilitate coping or adopting a 

particular coping mechanism whilst others can be seen to be a barrier to coping or 

hindering the use of a particular strategy.   

 Sub–theme – Facilitating factors  

 This subtheme captures factors that help participants cope with worries or 

concerns. They range from logistical elements such as the accessibility of strategies, to 

more interpersonal factors such as the personality of individuals or the relationship one 

has with others. How such factors facilitate coping should be conveyed in this 

subtheme. 
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