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Abstract

This study aimed to examine the levels of digital distraction, student stress, and academic hardiness among mathematics
major students, as well as the relationship among these variables. A descriptive-correlational research design was utilized
in this study. Mean was used to analyze the descriptive levels of digital distraction in terms of attention impulsiveness, online
vigilance, multitasking, and emotion regulation, while student stress was measured in terms of physical, interpersonal
relationship, academic, and environment factors. Academic hardiness was evaluated through commitment, control, and
challenge. Pearson-r was employed to test the significance of the relationship between digital distraction and academic
hardiness, as well as student stress and academic hardiness. Multiple Linear Regression was utilized to determine which
domains of digital distraction and student stress significantly influence academic hardiness. The results revealed a
significant relationship between digital distraction and academic hardiness, with only emotion regulation significantly
influencing academic hardiness. Similarly, a significant relationship was found between student stress and academic
hardiness, with interpersonal, academic, and environmental stressors significantly influencing academic hardiness. These
findings suggest that interventions focused on emotion regulation and stress management are vital and should be prioritized
to enhance academic hardiness among mathematics majors. The study concluded that addressing digital habits and stress
triggers is essential for academic resilience in mathematics, and recommended that students, instructors, school
administrators, and other stakeholders focus on building a supportive learning environment that balances digital use with

emotional resilience.
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INTRODUCTION
Academic life often asks students to remain steady even when learning becomes demanding, uncertain, and emotionally
exhausting. This capacity to stay committed, maintain control, and view difficulties as opportunities for growth is known as
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academic hardiness. For mathematics major students, this quality is especially meaningful because their academic journey
often requires sustained concentration, persistence, and confidence in facing complex problems. Academic hardiness has
been associated with students’ subjective well-being and positive academic emotions, suggesting that it is not only a
foundation for achievement but also a source of psychological strength in demanding learning environments (Zhou et al,,
2025). However, students’ ability to remain academically hardy may be weakened by the growing presence of digital
distraction and the continuing burden of stress. Digital environments filled with notifications, social media activity, and
multitasking demands can interrupt attention and reduce meaningful engagement with learning tasks (Flanigan et al., 2023;
Siebers et al., 2022). At the same time, academic stress may gradually drain students’ motivation, emotional balance, and
capacity to persist through difficult academic experiences (Freire et al., 2020; Pérez-Jorge et al., 2025).

In the Philippine context, these concerns become more visible in the everyday realities of college students who navigate
academic expectations while remaining constantly connected to digital spaces. Tus et al. (2021) noted that Filipino tertiary
students may experience reduced academic hardiness because of academic burnout. Within mathematics education,
students are expected to sustain attention, regulate emotions, and remain engaged even when lessons become highly
demanding. Yet digital distraction may pull them away from this commitment through attention impulsiveness, online
vigilance, multitasking, and emotion-related digital use (Hasan, 2024; Reinecke et al., 2018; Junco, 2015; Gross, 2015).
Likewise, student stress may emerge through physical exhaustion, interpersonal tensions, academic workload, and
uncomfortable learning environments, each of which can affect students’ ability to cope and continue moving forward (Attia
etal, 2022; Chiu, 2014; Pascoe et al., 2020; Arip et al., 2015).

Although existing studies have examined digital distraction, stress, and academic hardiness, there remains a need to
understand how these concerns work together among mathematics major students. Previous research has shown that digital
distractions can weaken concentration, task performance, and academic engagement (Carrier et al.,, 2015; May & Elder,
2018), while unmanaged stress may reduce motivation, well-being, and academic performance (Barbayannis et al., 2022;
Madigan & Curran, 2020). Studies have also emphasized the protective role of academic hardiness in helping students
manage pressure and remain resilient in demanding academic settings (Cheng et al., 2019; Cariaga, 2025). However, the
existing literature has not sufficiently examined the extent to which the specific dimensions of digital distraction and student
stress influence academic hardiness among mathematics major students. In particular, there is limited evidence on how
attention impulsiveness, online vigilance, multitasking, emotion regulation, physical stress, interpersonal relationship
stress, academic stress, and environmental stress may shape students’ commitment, control, and challenge in a mathematics
learning context.

This study therefore seeks to examine the influence of digital distraction and student stress on the academic hardiness of
mathematics major students. Guided by Kobasa’s Psychological Hardiness Theory, the study recognizes that students are not
merely recipients of pressure, distraction, or stress; they are individuals who may develop the capacity to remain committed,
exercise control, and transform challenges into opportunities for growth (Kobasa, 1979). By identifying the factors that
influence academic hardiness, the study may provide meaningful insights for students, instructors, school administrators,
and other stakeholders. Its findings may help create interventions that support healthier digital habits, stronger emotional
regulation, improved stress management, and more responsive learning environments. More importantly, the study gives
attention to the lived academic struggles of mathematics major students and affirms the importance of helping them remain
resilient, purposeful, and hopeful as they move through the challenges of higher education.

METHODOLOGY

Design

This study employed a quantitative descriptive-correlational research design. The descriptive component was used to
determine the levels of digital distraction, student stress, and academic hardiness among Mathematics major students. The
correlational component was used to examine the associations between digital distraction and academic hardiness and
between student stress and academic hardiness. Multiple linear regression analysis was further conducted to determine
which domains of digital distraction and student stress statistically predicted academic hardiness. Because the variables
were measured as they naturally occurred and were not manipulated by the researchers, the design was appropriate for
examining patterns, relationships, and predictive contributions among the variables (Creswell & Creswell, 2018). The
findings should be interpreted as associations and statistical predictions rather than causal effects.

Locale

The study was conducted at Davao de Oro State College in the Province of Davao de Oro, Region XI, Philippines. The
institution has four campuses located in Compostela, Maragusan, New Bataan, and Montevista. These campuses serve
students from rural and semi-urban communities where access to digital technology and internet connectivity continues to
expand. The locale was appropriate because Mathematics major students are exposed to both academic demands and digital
environments in their daily learning experiences. The institution provides a setting where students use digital devices for
academic purposes while also managing coursework, deadlines, examinations, and other academic responsibilities. This
context made it suitable for examining the influence of digital distraction and student stress on academic hardiness.

Respondents

The respondents were 205 officially enrolled Mathematics major students from the four campuses of Davao de Oro State
College during the first semester of Academic Year 2025-2026. Universal sampling was used in the study. This means that
all qualified second-year to fourth-year Mathematics major students were included as respondents. First-year students were
excluded because they were still adjusting to college life and had not yet fully experienced the academic requirements of the
Mathematics program. The respondents were considered appropriate for the study because they had already encountered
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advanced Mathematics subjects, demanding academic workloads, and the use of digital technologies in their learning
activities.

Table 1
Distribution of Mathematics Major Student Respondents by Campus

Campus n
Davao de Oro State College - Compostela 57
Davao de Oro State College - Maragusan 60
Davao de Oro State College - New Bataan 49
Davao de Oro State College - Montevista 39
Total 205
Note. N = 205.

Instruments

The study used three adapted questionnaires with a four-point Likert scale to measure digital distraction, student stress,
and academic hardiness among Mathematics major students. Before administration, the questionnaires underwent expert
validation and pilot testing to ensure that the items were clear, relevant, and reliable. The first instrument was the
Smartphone Distraction Scale developed by Throuvala et al. (2021), which measured digital distraction in terms of attention
impulsiveness, online vigilance, multitasking, and emotion regulation. Higher mean scores indicated that students frequently
experienced distractions from digital devices, whereas lower mean scores indicated fewer digital interruptions. The second
instrument was the Student Stress Inventory developed by Arip etal. (2015). It consisted of 40 items that measured physical
stress, interpersonal relationship stress, academic stress, and environmental stress. Higher scores indicated greater
perceived stress, whereas lower scores indicated lower levels of perceived stress. The third instrument was the Academic
Hardiness Scale, originally developed by Benishek and Lopez (2001) and later revised by Creed et al. (2013). It consisted of
19 items that measured academic hardiness in terms of commitment, control, and challenge. Higher scores reflected stronger
academic persistence, self-control, and willingness to view academic difficulties as opportunities for growth. For all three
instruments, mean scores ranging from 3.50 to 4.00 were interpreted as very high, 2.50 to 3.49 as high, 1.50 to 2.49 as low,
and 1.00 to 1.49 as very low.

Instrument Validation

The adapted questionnaires were evaluated by internal and external validators before data collection. Internal validators
examined whether the instruments were aligned with the objectives of the study and the standards of the institution.
External validators provided independent feedback regarding the clarity, relevance, and appropriateness of the
questionnaire items.

After the validation process, pilot testing was conducted among students who were not included in the actual study
population. The pilot test assessed the clarity, usability, and applicability of the instruments. Cronbach’s alpha was used to
determine the internal consistency of the questionnaires. A reliability coefficient greater than 0.80 indicated that the
instruments had high reliability and were suitable for gathering accurate and meaningful data.

Procedure

Before conducting the study, the researcher secured ethical clearance from the College Research Ethics Committee. The
documents submitted included the research proposal, informed consent form, sampling procedure, and survey instruments.
After ethical clearance was granted, the researcher sent formal request letters to the College President and the Branch
Directors of the four campuses to obtain permission to conduct the study.

After approval was obtained, the researcher conducted a pilot test among students who were not included in the actual
respondents. Necessary revisions were made based on the results of the pilot test. The validated questionnaires were then
distributed online through Google Forms to the qualified Mathematics major students from the four campuses.

Before answering the survey, the respondents were informed about the purpose of the study, the procedures involved,
and their rights as participants. They were given approximately 15 to 20 minutes to complete the questionnaire. The
researcher remained available to address questions or concerns during the data collection period. Incomplete responses
were excluded from the analysis to maintain the accuracy and integrity of the data.

After data collection, the responses were downloaded, organized, coded, and tabulated. The data were then analyzed using
appropriate statistical tools. The results served as the basis for the conclusions and recommendations of the study.

Data Analysis

The data gathered in the study were analyzed using statistical tools. Mean was used to determine the levels of digital
distraction, student stress, and academic hardiness among Mathematics major students. Pearson product-moment
correlation coefficient, or Pearson’s 1, was used to determine the significant relationships between digital distraction and
academic hardiness, as well as between student stress and academic hardiness. Multiple linear regression analysis was used
to determine which domains of digital distraction and student stress significantly influenced academic hardiness among
Mathematics major students.

Ethical Considerations

The study observed ethical principles to protect the rights, dignity, privacy, and welfare of all respondents. Participation
was voluntary, and respondents were provided with informed consent forms before answering the questionnaire. They were
informed about the purpose of the study, the procedures involved, possible benefits, and their right to withdraw from the
study at any time without penalty. Fairness in participant selection was ensured by applying the inclusion criteria
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consistently. Since the respondents were students, the researcher ensured that the research process was respectful, age-
appropriate, and free from physical, emotional, psychological, or social harm. Confidentiality and anonymity were strictly
maintained throughout the study. No personal identifiers were collected, and all responses were used solely for academic
purposes. Access to the raw data was limited to the researcher, while the findings were presented only in summarized form.
These measures ensured that the results remained credible, reliable, and ethically obtained.

RESULTS AND DISCUSSION

Table 2 presents the level of digital distraction in terms of attention impulsiveness among Mathematics major students.
The overall mean of 3.05, interpreted as high, indicates that students often experience difficulty sustaining attention when
digital devices are present. The highest mean was obtained by the statement, “I get distracted by digital notifications from
my devices” (M = 3.12), followed closely by distraction caused by merely having devices nearby (M = 3.11). These findings
suggest that notifications and device proximity can interrupt students’ concentration even when they intend to focus on
academic tasks. The mere presence of a smartphone can reduce available cognitive capacity, while frequent notifications
may increase inattention and hyperactivity-like responses (Kushlev et al., 2016; Ward et al., 2017). For Mathematics major
students, whose coursework requires sustained concentration and careful problem solving, frequent attentional
interruptions may weaken their ability to remain engaged with demanding tasks.

Table 2
Level of Digital Distraction in Terms of Attention Impulsiveness Among Mathematics Major Students
Indicator M Interpretation
I get distracted by digital notifications from my devices. 3.12 High
I get distracted by different applications installed in my devices. 2.94 High
I get distracted by just having my digital devices next to me. 3.11 High
I get distracted by my digital devices even when my full attention is required on other tasks. 3.02 High
Overall 3.05 High

Note. Higher mean scores indicate greater attention impulsiveness.

Table 3 shows the level of digital distraction in terms of online vigilance. The overall mean of 2.62, interpreted as high,
reveals that students often feel mentally drawn toward their digital devices. The highest-rated item was thinking about
checking devices when access is unavailable (M = 2.86), while thoughts about reactions, likes, and comments received the
lowest mean (M = 2.40), interpreted as low. This pattern indicates that students’ vigilance may be more strongly connected
to checking and accessibility than to seeking social approval online. Online vigilance refers to a state of constant cognitive
orientation toward online communication and updates, while device-checking may become an automatic response to
environmental and social cues (Bayer et al., 2015; Reinecke et al., 2018). Thus, the students’ high online vigilance may reflect
the difficulty of mentally separating from digital spaces while completing academic responsibilities.

Level of Digital Distraction in Terms of OnITr?;)l;igs,ilance Among Mathematics Major Students
Indicator M Interpretation
I get anxious if I do not check notifications or updates immediately on my digital devices. 2.79 High
I think a lot about checking my digital devices when I cannot access them. 2.86 High
I get distracted with what I could post or share online while doing other tasks. 2.45 Low
I get distracted thinking about how many reactions, likes, or comments [ will receive while doing other tasks. 2.40 Low
Overall 2.62 High

Note. Higher mean scores indicate greater online vigilance.

Table 4 presents the level of digital distraction in terms of multitasking. The overall mean of 2.99, interpreted as high,
indicates that Mathematics major students often use digital platforms while doing other tasks. The highest mean was
recorded for using several digital platforms or applications while performing other tasks (M = 3.19). This finding suggests
that multitasking is a common part of students’ daily academic routines. However, divided attention may reduce
comprehension, retention, and task performance, especially when students attempt to process demanding academic
material while engaging in nonacademic digital activities (Carrier et al,, 2015; May & Elder, 2018). The present result
therefore implies that frequent digital multitasking may place Mathematics major students at risk of shallow processing,
especially when working with complex concepts and problem-solving activities.

Table 4
Level of Digital Distraction in Terms of Multitasking Among Mathematics Major Students
Indicator M Interpretation
I use several digital platforms or applications while doing other tasks. 3.19 High
I can easily follow conversations while using digital devices. 3.06 High
I often walk or move around while using digital devices. 291 High
I often talk to others while checking content on my digital devices. 2.81 High
Overall 2.99 High

Note. Higher mean scores indicate greater multitasking.
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Table 5 presents the level of digital distraction in terms of emotion regulation. The overall mean of 3.05, interpreted as
high, indicates that students often use digital media to manage unpleasant emotions, stress, or difficult tasks. The highest
mean was obtained by the statement, “I use digital media to avoid negative or unpleasant thoughts” (M = 3.11). This suggests
that digital devices may function as an immediate emotional escape when students encounter pressure, boredom, or
discomfort. While this behavior may provide temporary relief, it may also encourage avoidance of academic responsibilities.
Emotion-regulation strategies can become maladaptive when they are used to avoid difficult internal experiences, whereas
effective emotion regulation supports goal-directed behavior (Aldao et al., 2010; Gross, 2015). Hence, the high level of digital
emotion regulation found in this study suggests that students may need healthier strategies for handling academic pressure
without relying heavily on digital distraction.

Level of Digital Distraction in Terms of Emot’f()ar?lffesgulation Among Mathematics Major Students
Indicator M Interpretation
I use digital media to distract myself from doing unpleasant things. 3.08 High
[ use digital media to avoid negative or unpleasant thoughts. 3.11 High
I use digital devices to distract myself from tasks that are tedious or difficult. 2.93 High
[ use digital media to distract myself when I am feeling pressured or stressed. 3.09 High
Overall 3.05 High

Note. Higher mean scores indicate greater use of digital media for emotion regulation.

Table 6 shows the level of student stress in terms of physical stress. The overall mean of 2.70, interpreted as high, reveals
that students often experience physical manifestations of stress. Among the indicators, back pain obtained the highest mean
(M = 2.94), followed by fatigue (M = 2.89). These findings indicate that academic and personal demands may be felt not only
emotionally but also through bodily discomfort. Physical stress symptoms among university students commonly include
headaches, fatigue, and musculoskeletal pain, while emotional exhaustion and sleep difficulties are associated with poorer
quality of life (Attia et al.,, 2022; Pagnin & De Queiroz, 2015). The result suggests that physical well-being should be
considered in efforts to strengthen academic hardiness because persistent fatigue and discomfort may make it harder for
students to remain focused and committed to their studies.

Level of Student Stress in Terms of Physrf(?;il;t?ess Among Mathematics Major Students
Indicator M Interpretation
I experience frequent headaches. 2.81 High
I suffer from back pain. 2.94 High
I have trouble sleeping or experience sleep disturbances. 2.81 High
I find it difficult to breathe when stressed. 2.50 High
[ experience excessive worrying that affects my body. 2.80 High
I feel stomach pain or nausea when under stress. 2.52 High
I often feel tired or fatigued. 2.89 High
I notice sweating or having sweaty hands when anxious. 2.71 High
I frequently catch colds, flu, or fever. 2.49 Low
I experience drastic weight loss due to stress. 2.50 High
Overall 2.70 High

Note. Higher mean scores indicate greater physical stress.

Table 7 presents the level of student stress in terms of interpersonal relationship stress. The overall mean of 2.18,
interpreted as low, indicates that students rarely experience stress arising from relationships with family members, peers,
teachers, or school personnel. The highest mean was obtained by feeling guilty when failing to fulfill parents’ hopes (M =
2.98), while the lowest mean was recorded for lack of support from lecturers or teachers (M = 1.87). This finding suggests
that although interpersonal stress was generally low, parental expectations may still be a meaningful emotional concern for
some students. Perceived support from parents and teachers can protect students from emotional difficulties, while social
support contributes to adjustment and psychological resilience (Rueger et al., 2014; Yu et al.,, 2024). Therefore, the generally
low interpersonal stress level may indicate that many respondents have supportive relationships, although schools may still
need to address pressure related to family expectations.

Table 7
Level of Student Stress in Terms of Interpersonal Retl)ationship Stress Among Mathematics Major Students
Indicator M Interpretation
[ find it difficult to meet my parents’ high expectations. 2.52 High
My parents treat me as if [ am incapable or helpless. 1.98 Low
I feel guilty when I fail to fulfill my parents’ hopes. 2.98 High
My parents focus only on my success and achievements. 2.13 Low
I find it difficult to get along with groupmates in academic tasks. 2.29 Low

My friends seem not to care about me. 2.02 Low
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Indicator M Interpretation
I feel disturbed when having problems with my boyfriend or girlfriend. ~ 2.00 Low
My family is not supportive when I face difficulties. 1.92 Low
My lecturers or teachers are not supportive. 1.87 Low
I feel frustrated with the lack of support from school or faculty management. 2.08 Low
Overall 2.18 Low

Note. Higher mean scores indicate greater interpersonal relationship stress.

Table 8 shows the level of student stress in terms of academic stress. The overall mean of 3.04, interpreted as high,
indicates that academic demands are a frequent source of stress among Mathematics major students. Financial problems
related to school expenses obtained the highest mean (M = 3.30), followed by stress as submission deadlines approach (M =
3.20). These findings reveal that students’ academic experiences are shaped not only by coursework but also by financial
responsibilities, deadlines, examinations, and difficult subjects. Academic stress can affect students’ well-being and
educational outcomes when demands exceed available coping resources, and it is associated with poorer mental well-being
among college students (Barbayannis et al,, 2022; Pascoe et al,, 2020). The high academic stress reported in this study
highlights the need for responsive academic support, realistic workload management, and interventions that help students
cope with the pressures of mathematics education.

Tabl
Level of Student Stress in Terms ofAcaderili)ceSSress Among Mathematics Major Students
Indicator M Interpretation
I experience financial problems due to school-related expenses. 3.30 High
I find it difficult to balance time between studying and social activities. 3.02 High
[ feel nervous when delivering class presentations. 3.13 High
I feel stressed as submission deadlines approach. 3.20 High
I feel anxious when preparing for or taking examinations. 3.10 High
I find it difficult to balance time between studies and organizational involvement. 2.96 High
I lose interest in my courses due to academic pressure. 2.78 High
I feel burdened by academic workloads. 2.94 High
I feel stressed when dealing with difficult subjects. 3.04 High
I find it difficult to handle my academic problems. 2.98 High
Overall 3.04 High

Note. Higher mean scores indicate greater academic stress.

Table 9 presents the level of student stress in terms of environmental stress. The overall mean of 2.85, interpreted as high,
indicates that students often experience stress related to their physical surroundings. Messy or disorganized living
conditions obtained the highest mean (M = 3.18), followed by hot weather (M = 3.13) and overcrowded areas (M = 3.10).
These results suggest that the learning environment extends beyond the classroom, including homes, boarding houses,
transportation conditions, and community spaces. Noise can negatively affect cognitive performance and learning, while
school infrastructure and physical conditions can influence learning outcomes (Barrett et al., 2018; Klatte et al., 2013). Thus,
the findings indicate that improving students’ physical learning and living environments may help reduce stress and support
their ability to persist in academic work.

Level of Student Stress in Terms of Environ’rrr‘?frlfa? Stress Among Mathematics Major Students

Indicator M Interpretation

I experience transportation problems going to and from school. 2.58 High

[ feel stressed because of poor living conditions in my boarding house or home. 2.45 Low

Surrounding noise distracts or irritates me. 3.04 High

Pollution in the environment makes me feel uneasy. 2.94 High

Hot weather discourages me from going outside. 3.13 High

Messy or disorganized living conditions distract me. 3.18 High

I feel frustrated due to inadequate campus facilities. 2.58 High

Overcrowded areas make me feel uncomfortable. 3.10 High

Waiting in long lines makes me feel uneasy or impatient. 3.07 High

I feel unsafe in certain areas around campus or my community. 2.43 Low

Overall 2.85 High

Note. Higher mean scores indicate greater environmental stress.

Table 10 presents the level of academic hardiness in terms of commitment. The overall mean of 3.19, interpreted as high,
indicates that Mathematics major students often demonstrate dedication to their academic responsibilities. The highest
mean was obtained by taking work as a student seriously (M = 3.40), followed by trying to do one’s best regardless of the
subject (M = 3.39). These findings suggest that students generally value their education and are willing to invest effort in
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their studies. Academic hardiness helps students remain engaged in demanding academic settings, while commitment
contributes to students’ ability to manage the pressures of undergraduate study (Fajriani et al., 2021; Sheard & Golby, 2007).
Therefore, the high commitment level suggests that students possess a valuable foundation for academic persistence.

Level of Academic Hardiness in Terms of zzrb;:ren%t?nent Among Mathematics Major Students
Indicator M Interpretation

I take my work as a student seriously. 3.40 High

I consider myself a dedicated student. 3.27 High

I work hard to achieve good grades. 3.35 High

I actively participate and stay involved in all my classes. 3.21 High

Regardless of the subject, I always try to do my best. 3.39 High

I make personal sacrifices to earn good grades. 3.34 High

[ work only as hard as I need to in order to pass. 3.20 High

Grades are not very important to me. 2.54 High

Doing well academically is as important to me as it is to my parents. 3.30 High

I am more interested and involved in outside activities than academics. 2.88 High

Overall 3.19 High

Note. Higher mean scores indicate greater academic commitment.

Table 11 shows the level of academic hardiness in terms of control. The overall mean of 2.92, interpreted as high, indicates
that students often endorse statements related to their reactions to academic setbacks. The highest mean was obtained by
doubting one’s ability after poor performance (M = 3.08). This result suggests that although students demonstrate academic
hardiness, academic disappointments may still affect their confidence and motivation. Perceived academic control predicts
important academic outcomes, including achievement and dropout intention, while academic hardiness and self-efficacy
support students’ persistence in demanding learning contexts (Cheng et al., 2019; Respondek et al., 2017). The findings
imply that students may benefit from interventions that strengthen confidence, adaptive attribution, and recovery after
academic setbacks.

Level of Academic Hardiness in Terms To?téljnlt:ol Among Mathematics Major Students
Indicator M Interpretation
When I perform poorly, I begin to doubt my ability as a student. 3.08 High
It is difficult for me to recover from academic disappointments. 2.87 High
I become less motivated to study when I do not get the grades I expect right away. 2.81 High
When I fall behind in my studies, I panic or feel unwell. 2.90 High
Overall 2.92 High

Note. Higher mean scores indicate greater endorsement of the control-domain items.

Table 12 presents the level of academic hardiness in terms of challenge. The overall mean of 2.62, interpreted as high,
indicates that students often perceive difficult academic experiences as manageable. The highest mean was obtained by
believing that difficult classes are the best way to improve knowledge (M = 3.22). Meanwhile, avoiding classes that require
extra work received the lowest mean (M = 2.11), interpreted as low. These findings suggest that students generally recognize
the value of challenging academic work, even though some may still prefer easier courses. Academic hardiness can help
explain the relationship between school belonging and academic stress, and it is associated with positive academic and
affective experiences (Abdollahi et al., 2020; Kamtsios, 2023). Hence, the result indicates that Mathematics major students
may be willing to face demanding learning tasks when they see those tasks as meaningful for their development.

Table 12
Level of Academic Hardiness in Terms of Challenge Among Mathematics Major Students
Indicator M Interpretation
I avoid classes that require extra work. 2.11 Low
I enjoy the challenge of taking difficult classes. 2.76 High
I do not see the purpose of taking a class if I am not confident that [ will do well. 2.46 Low
I prefer to enroll in classes where I can easily get good grades. 2.57 High
I believe difficult classes are the best way to improve one’s knowledge. 3.22 High
Overall 2.62 High

Note. Higher mean scores indicate greater endorsement of the challenge-domain items.

Table 13 presents the association between digital distraction and academic hardiness. The correlation coefficient of .419,
with p <.001, indicates a statistically significant moderate positive association between the two variables. Therefore, the
null hypothesis stating that there is no significant relationship between digital distraction and academic hardiness was
rejected. This finding indicates that students who reported higher digital distraction also tended to report higher academic
hardiness. However, this result does not establish that digital distraction causes academic hardiness. The association may
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reflect the complex role of digital devices in students’ lives, where technology may function as a source of interruption,
communication, academic support, or emotional coping. Digital distractions can occur in different forms in higher education,
and their effects may depend on students’ motivation, learning context, and patterns of technology use (Flanigan et al., 2023;
Pérez-Judrez et al., 2023). Since the present study did not distinguish academic from nonacademic digital use, the finding
should be interpreted cautiously. Further research may examine whether the purpose, timing, and self-regulation of digital
use explain this relationship more clearly.

Table 13
Pearson Correlation Between Digital Distraction and Academic Hardiness Among Mathematics Major Students

Variables r p Decision

Digital distraction and academic hardiness .419 <.001 Reject Hy1

Note. r = Pearson product-moment correlation coefficient. The correlation was significant at the .01 level.

Table 14 presents the association between student stress and academic hardiness. The correlation coefficient of .638, with
p <.001, indicates a statistically significant strong positive association. Therefore, the null hypothesis stating that there is no
significant relationship between student stress and academic hardiness was rejected. This result shows that students who
reported greater stress also tended to report higher academic hardiness. This association should not be interpreted to mean
that stress is beneficial or that stress produces hardiness. Instead, it may suggest that students who encounter substantial
academic and environmental demands also report efforts to remain committed, maintain control, and confront challenges.
Academic stress can negatively affect student well-being and educational outcomes when demands exceed available coping
resources, whereas academic hardiness may help students manage demanding academic experiences (Abdollahi et al., 2020;
Pascoe et al,, 2020). The result may also reflect shared features of the measured constructs or differences in how students
perceive and report demanding academic experiences.

Table 14
Pearson Correlation Between Student Stress and Academic Hardiness Among Mathematics Major Students

Variables r p Decision

Student stress and academic hardiness .638 <.001 Reject Hy,

Note. r = Pearson product-moment correlation coefficient. The correlation was significant at the .01 level.

Table 15 presents the multiple linear regression analysis of digital distraction domains as statistical predictors of
academic hardiness. Among the four domains, only emotion regulation significantly predicted academic hardiness (B =
0.475, B =.549, p = .026). Attention impulsiveness, online vigilance, and multitasking did not make statistically significant
unique contributions to the prediction of academic hardiness after the other digital-distraction domains were considered.
This result suggests that the emotional function of students’ digital use was more strongly associated with academic
hardiness than the other measured forms of digital distraction. Emotion regulation is important in supporting goal-directed
behavior during emotionally demanding situations, while self-regulated learning includes emotional processes that help
students sustain motivation and manage difficulties (Gross, 2015; Panadero, 2017; Cariaga, 2025). The finding does not show
that using digital media for emotion regulation improves academic hardiness. Rather, it indicates that this domain was
uniquely associated with academic hardiness in the regression model. The authors should report the overall model statistics,
including R? adjusted R? F value, degrees of freedom, and p value, to show the explanatory power and significance of the
model.

Multiple Linear Regression Analysis ofDigitaFg?:fr;ftion Domains Predicting Academic Hardiness
Predictor B SEB B t p Interpretation
Constant 1.843 0.174 — 10.590 <.001 —
Attention impulsiveness -0.062 0.083 -.097 -0.742 .459 Not significant
Online vigilance -0.023 0.082 -.038 -0.286 .775 Not significant
Multitasking -0.025 0.080 -.034 -0.310 .757 Notsignificant

Emotion regulation  0.475 0.211 .549 2.250 .026  Significant

Note. B = unstandardized regression coefficient; SE B = standard error of the unstandardized regression coefficient; 8 = standardiz ed regression
coefficient. The criterion variable was academic hardiness.

Table 16 presents the multiple linear regression analysis of student stress domains as statistical predictors of academic
hardiness. Interpersonal relationship stress (B = 0.086, § =.141, p = .032), academic stress (B = 0.146, § =.218, p =.003),
and environmental stress (B = 0.235, 3 =.324, p <.001) made statistically significant unique contributions to the prediction
of academic hardiness. Physical stress did not significantly predict academic hardiness. Environmental stress had the
strongest standardized coefficient among the significant predictors. These results indicate that, after accounting for the
other stress domains, students’ interpersonal, academic, and environmental stress experiences were associated with
differences in academic hardiness. Academic and environmental stress are important concerns among college students, and
environmental conditions may be associated with students’ stress experiences and learning conditions (Yikealo et al., 2018;
Zhang et al., 2021). The findings should not be interpreted as evidence that these stressors cause hardiness. Instead, they
highlight the importance of examining the learning conditions, relationships, and academic demands that coexist with
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students’ persistence and coping efforts. The overall regression model statistics should be included to establish the
explanatory value of the model.

Multiple Linear Regression Analysis of Studi?llzlgt:;s Domains Predicting Academic Hardiness
Predictor B SEB B t p Interpretation
Constant 1.422 0.126 — 11.266 <.001 —
Physical stress 0.069 0.045 .109 1.518 .131 Notsignificant
Interpersonal relationship stress 0.086 0.040 .141 2.164 .032  Significant
Academic stress 0.146 0.048 .218 3.047 .003  Significant
Environmental stress 0.235 0.054 .324 4.318 <.001 Significant

Note. B = unstandardized regression coefficient; SE B = standard error of the unstandardized regression coefficient; 8 = standardiz ed regression
coefficient. The criterion variable was academic hardiness.

Summary

The findings indicate that Mathematics major students reported high levels of digital distraction across attention
impulsiveness, online vigilance, multitasking, and emotion regulation. This pattern suggests that digital engagement is
embedded in students’ academic routines and may create repeated competition for attentional resources. Prior research has
linked device notifications, frequent checking, and nonacademic technology use with interruptions in concentration and
reduced task focus among university students (Barber & Santuzzi, 2017; Junco & Cotten, 2010; McCoy, 2013). The elevated
online vigilance scores further suggest that distraction may not be limited to observable device use; students may remain
cognitively preoccupied with online communication even when they are engaged in academic tasks. Such persistent
orientation toward digital environments is consistent with evidence that connectedness cues can foster habitual monitoring
and checking behaviors (Bayer et al,, 2015; Reinecke et al,, 2017). The high multitasking scores are also consistent with
literature indicating that concurrent use of multiple digital platforms can compromise learning processes. Media
multitasking may increase extraneous cognitive load, reduce sustained attention, and impair the encoding of academic
material, particularly when tasks require complex reasoning (Kraushaar & Novak, 2010; Rosen et al,, 2013; Sweller, 1988,
2010). These concerns are especially relevant in Mathematics education, where problem solving depends on working-
memory resources and sequential processing. Although digital tools can support learning, the present findings indicate that
students’ technology use should be examined in terms of purpose, timing, and task compatibility rather than frequency alone
(Parry & Roux, 2019; Tang & He, 2023).

Emotion regulation through digital media was also high and was the only digital-distraction domain that significantly
predicted academic hardiness. This result suggests that the emotional function of technology use may be more relevant to
students’ academic persistence than attention impulsiveness, online vigilance, or multitasking. Students may use digital
media to manage boredom, distress, or academic pressure, but this behavior may operate either as a short-term coping
strategy or as avoidance of demanding tasks. Previous research has associated excessive or poorly regulated digital
engagement with difficulties in self-regulation and academic functioning (Amez et al., 2021; Hasan, M. K., 2024; Hernawati,
2024). Because the present design was cross-sectional, the finding should not be interpreted as evidence that digital emotion
regulation produces academic hardiness. Instead, it indicates a unique statistical association that warrants further
examination through longitudinal or mixed-methods research. The results further showed high physical, academic, and
environmental stress, whereas interpersonal relationship stress was low. The pattern is consistent with evidence that
university students experience stress through academic workload, assessment demands, financial concerns, sleep
disruption, and physical fatigue (Attia et al.,, 2017; Azher et al., 2014; Beiter et al., 2014). The high academic stress scores are
particularly relevant because Mathematics programs often require sustained practice, repeated assessment, and
engagement with difficult content. Existing research has associated academic stress with poorer well-being, reduced
engagement, and academic burnout when demands exceed available coping resources (Bakhshizadeh et al., 2013; Kazmi et
al,, 2021; Salmela-Aro & Upadyaya, 2020). Environmental stress was high and had the strongest standardized association
with academic hardiness among the stress domains. This finding underscores that academic persistence is shaped not only
by individual characteristics but also by the material conditions of learning. Noise, crowding, transportation difficulties,
uncomfortable study spaces, and inadequate facilities may reduce students’ capacity to concentrate and recover from
academic demands. Evidence from educational and environmental research similarly indicates that learning conditions and
physical settings are associated with student engagement, well-being, and performance (Cariaga, 2023; OECD, 2017; Zhang
et al,, 2024). The result therefore supports institution-level responses that address study spaces, campus facilities, and
environmental barriers alongside individual-focused resilience interventions. Although interpersonal relationship stress
was low overall, the relatively higher concern regarding parental expectations suggests that family-related pressures remain
relevant for some students. Supportive relationships with family, peers, and teachers can buffer the effects of academic
demands, whereas perceived pressure may intensify emotional strain (Ahmed & Noushad, 2013; Hamm et al., 2014). This
finding should be interpreted in context: low aggregate interpersonal stress does not imply that relational concerns are
absent, but rather that they were less prominent than academic and environmental stress in this sample.

Students also reported high academic hardiness in commitment, control, and challenge. This result suggests that
respondents generally perceived themselves as able to remain engaged with academic responsibilities and to confront
difficult coursework. Previous research has associated academic hardiness with persistence, adaptive coping, and sustained
functioning under academic pressure (Benishek et al., 2005; Kamtsios & Karagiannopoulou, 2015; Sheard & Golby, 2007).
However, the endorsement of self-doubt following poor performance indicates that hardiness and vulnerability can coexist.
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Students may persist despite setbacks while still experiencing uncertainty about their academic competence, which supports
the need for interventions that strengthen feedback literacy, self-efficacy, and adaptive responses to failure (Martin, 2013;
Martin & Marsh, 2009).

The positive association between digital distraction and academic hardiness was statistically significant. This result is
counterintuitive relative to research that typically links distraction with poorer academic outcomes. It should therefore be
interpreted cautiously. The association may reflect the multifunctional role of digital devices, which can serve as sources of
distraction but also as tools for communication, access to learning resources, and emotional coping. Recent literature
emphasizes that the consequences of digital engagement depend on the type of activity, the context of use, and the degree of
self-regulation rather than on technology exposure alone (Bachmann et al., 2024; Parry & Roux, 2019; Tang & He, 2023). The
result may also indicate that students with higher hardiness continue to engage academically despite frequent digital
interruptions. Because academic and nonacademic technology use were not separated in the present study, this explanation
remains tentative. Student stress was also positively associated with academic hardiness. This finding should not be
interpreted as evidence that stress is beneficial or that stress causes hardiness. Rather, students who experience greater
academic and environmental demands may simultaneously report greater efforts to remain committed, maintain control,
and address challenges. Hardiness is commonly conceptualized as a resource that shapes how individuals appraise and
respond to stressors (Mousavi et al, 1995; Palinkas et al., 2015). Nevertheless, sustained or unmanaged stress may
undermine well-being and academic functioning, reinforcing the need for early and accessible support systems (American
Psychological Association, 2020; Sun, 2023). In the regression analysis, interpersonal relationship stress, academic stress,
and environmental stress made significant unique contributions to the prediction of academic hardiness, whereas physical
stress did not. Environmental stress had the largest standardized coefficient among the significant predictors. These findings
indicate that academic hardiness is associated with both personal and contextual experiences. Student persistence may
develop or be expressed within demanding conditions, but institutions should avoid treating hardiness as an individual
responsibility alone. Evidence suggests that resilience and academic functioning are shaped by interactions among personal
resources, social support, and institutional conditions (Deng et al.,, 2024; Halubanza et al., 2023; RoZman et al,, 2025).
Accordingly, interventions should combine student-level strategies, such as emotion-regulation and time-management
support, with institutional measures that improve learning environments, strengthen guidance services, and reduce
avoidable academic and environmental stressors.

Conclusion and Recommendations

The study found that Mathematics major students reported high levels of digital distraction, physical stress, academic
stress, environmental stress, and academic hardiness, while interpersonal relationship stress was low. Digital distraction
and student stress were both significantly associated with academic hardiness. In the regression analyses, emotion
regulation was the only digital-distraction domain that statistically predicted academic hardiness, whereas interpersonal
relationship stress, academic stress, and environmental stress were significant stress-related predictors. Environmental
stress had the strongest standardized association among the significant stress predictors. These findings indicate that
students’ digital coping patterns and their academic, interpersonal, and environmental experiences are related to their
reported academic hardiness. Because the study used a descriptive-correlational design, the findings should be understood
as associations and statistical predictions rather than evidence of causal influence.

The College may strengthen student support through programs that promote responsible digital use, adaptive emotion-
regulation strategies, time management, and stress-management skills. Instructors may help reduce avoidable academic
pressure by providing clear expectations, coordinated schedules, timely feedback, and structured support for difficult
Mathematics courses. The administration may also prioritize quiet study spaces, accessible learning resources, responsive
guidance services, and improvements in environmental conditions that students identify as stressful. Future studies may
use longitudinal, qualitative, or mixed-methods designs to examine how students experience digital distraction, stress, and
academic hardiness over time. Researchers may also distinguish academic from nonacademic digital use and investigate
additional factors such as self-efficacy, social support, sleep quality, financial strain, and study habits.

References

Abdollahi, A., Panahipour, S., Tafti, M. A,, & Allen, K. A. (2020). Academic hardiness as a mediator for the relationship between school belonging and academic stress. Psychology
in the Schools, 57(5), 823-832. https://doi.org/10.1002 /pits.22339

Ahmed, S., & Noushad, S. (2013). Sorts and sources of stress in Pakistan; A comprehensive outlook. International Journal of Endorsing Health Science Research, 1(1), 4-8.
https://doi.org/10.29052/]JEHSR.v1.i1.2013.4-8

Aldao, A, Nolen-Hoeksema, S., & Schweizer, S. (2010). Emotion-regulation strategies across psychopathology: A meta-analytic review. Clinical psychology review, 30(2), 217-
237. https://doi.org/10.1016/j.cpr.2009.11.004

American Psychological Association. (2020). Stress in America TM 2020: A National Mental Health Crisis. Washington, DC: American Psychological Association.

Amez, S., Vuji¢, S., De Marez, L., & Baert, S. (2021). Smartphone use and academic performance: First evidence from longitudinal data. New Media & Society, 25(3), 584-608.
https://doi.org/10.1177/14614448211012374

Arip, M.A.S.M. Kamaruzaman, D., Roslan, N.A., Ahmad, A., (2015). Development, Validity and Reliability of Student Stress Inve ntory (SSI). The Social Sciences, Vol 10 (7), 1631 -
1638.

Attia, M., Ibrahim, F. A, Elsady, M. A., Khorkhash, M. K,, Rizk, M. A, Shah, ]., & Amer, S. A. (2022). Cognitive, emotional, physical, and behavioral stress-related symptoms and
coping strategies among university students during the third wave of COVID-19 pandemic. Frontiers in Psychiatry, 13. https://doi.org/10.3389/fpsyt.2022.933981

Attia, N. A, Baig, L., Marzouk, Y. I, & Khan, A. (2017). The potential effect of technology and distractions on undergraduate students’ concentration. Pakistan Journal of Medical
Sciences, 33(4), 860-865. https://doi.org/10.12669 /pjms.334.12560.

Azher, S, Noushad, S., & Ahmed, S. (2014). Assessment of major physical stressors and its psychophysiology; A comprehensive review. Annals of Psychophysiology. 1.

Bachmann, 0., Grunschel, C., & Fries, S. (2024). Multitasking while studying - grit moderates the relationship of situational motivation and multitasking. Frontiers in Psychology,
15,1404767. https://doi.org/10.3389/fpsyg.2024.1404767

Bakhshizadeh, A,, Shiroudi, S. G., and Khalatbari, ]. (2013). Effect of Hardiness Training on Stress and Post-Partum Depression,” Procedia - Social Behavior Scence, vol. 84, pp.
1790-1794.

Barbayannis, G., Bandari, M., Zheng, X., Baquerizo, H., Pecor, K. W,, & Ming, X. (2022). Academic Stress and Mental Well-Being in College Students: Correlations, affected groups,
and COVID-19. Frontiers in Psychology, 13. https://doi.org/10.3389/fpsyg.2022.886344

Barber, L. K., & Santuzzi, A. M. (2017). Telepressure and College Student Employment: The Costs of Staying Connected Across Social Contexts. Stress and health : journal of the
International Society for the Investigation of Stress, 33(1), 14-23. https://doi.org/10.1002/smi.2668

36



International Journal of Interdisciplinary Viewpoints
Vol. 2, No. 5, 2026
Barrett, P, Treves, A., Shmis, T,, Ambasz, D., & Ustinova, M. (2018). The impact of school infrastructure on Learning: A synthesis of the evidence. In Washington, DC: World Bank
eBooks. https://doi.org/10.1596/978-1-4648-1378-8
Bayer, J. B, Campbell, S. W,, & Ling, R. (2015). Connection Cues: activating the norms and habits of social connectedness. Communication Theory, 26(2), 128-149.
https://doi.org/10.1111/comt.12090
Beiter, R, Nash, R., McCrady, M., Rhoades, D., Linscomb, M., Clarahan, M., & Sammut, S. (2014). The prevalence and correlates of depression, anxiety, and stress in a sample of
college students. Journal of Affective Disorders, 173, 90-96. https://doi.org/10.1016/j.jad.2014.10.054
Benishek, L. A, & Lopez, F. G. (2001). Development and initial validation of a measure of academic hardiness. Journal of Career Assessment, 9, 333-352.
do0i:10.1177/106907270100900402
Benishek, L. A, Feldman, J. M., Shipon, R. W, Mecham, S. D., & Lopez, F. G. (2005). Development and evaluation of the revised academic hardiness scale. Journal of Career
Assessment, 13, 59-76. http://dx.doi.org/ 10.1177/1069072704270274
Cariaga, R. (2025). Listening from the Margins: A Phenomenological Inquiry into Parents’ Lived Experiences of School Involvement in Rural Philippine Communities.
International Journal of Educational Viewpoints, 1(1), 28-33. https://doi.org/10.64612 /ijev.v1il.55
Cariaga, R. F. (2023). The Philippine education today and its way forward. Journal of Ongoing Educational Research, 1(1), 40-42. https://doi.org/10.5281/zenodo.8418880
Cariaga, R. F, & Gerodias, E. G. (2025). More than homework help: Filipino secondary students' lived experiences of parental involvement and academic performance.
International Journal of Educational Viewpoints, 1(1). https://doi.org/10.64612 /ijev.v1i1.52
Carrier, L. M., Rosen, L. D,, Cheever, N. A,, & Lim, A. F. (2015). Causes, effects, and practicalities of everyday multitasking. Developmental Review, 35, 64-78.
https://doi.org/10.1016/j.dr2014.12.005
Cheng, Y, Tsai, C, & Liang, J. (2019). Academic hardiness and academic self-efficacy in graduate studies. Higher Education Research & Development, 38(5), 907-921.
https://doi.org/10.1080,/07294360.2019.1612858
Chiu, S. I. (2014). The relationship between life stress and smartphone addiction on taiwanese university student: a mediation model of learning self-efficacy and social self-
efficacy. Comput. Hum. Behav. 34, 49-57. doi: 10.1016/j.chb.2014.01. 024
Creed, P. A, Conlon, E. G., & Dhaliwal, K. (2013). Revisiting the academic hardiness scale. Journal of Career Assessment, 21 (4), 537-554.
https://doi.org/10.1177/1069072712475285
Creswell, ]. W,, & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed methods approach (5th ed.). SAGE Publications.
Deng, L., Zhou, Y,, & Broadbent, ]. (2024). Distraction, multitasking and self-regulation inside university classroom. Education and Information Technologies, 29(18), 23957 -
23979. https://doi.org/10.1007/s10639-024-12786-w
Fajriani, Bakar, A., & Marsela, F. (2021). The Profile of Students’ Academic Hardiness: A Descriptive study. Advances in Social Science, Education and Humanities
Research/Advances in Social Science, Education and Humanities Research. https://doi.org/10.2991 /assehr.k.210909.105
Flanigan, A. E., Brady, A. C., Dai, Y, & Ray, E. (2023). Managing Student Digital Distraction in the College Classroom: a Self-Determination Theory Perspective. Educational
Psychology Review, 35(2). https://doi.org/10.1007 /s10648-023-09780-y.
Freire, C., Del Mar Ferradds, M., Regueiro, B., Rodriguez, S., Valle, A., & Nuiiez, J. C. (2020). Coping Strategies and Self-Efficacy in University Students: A Person-Centered
Approach. Frontiers in Psychology, 11, 841. https://doi.org/10.3389/fpsyg.2020.00841
Gross, J. J. (2015). Emotion Regulation: Current status and future Prospects. Psychological Inquiry, 26(1), 1-26. https://doi.org/10.1080/1047840x.2014.940781
Halubanza, B, Kadakwiza, S., & Mulenga, ]. (2023). Distracted Minds and Declining Grades: Unveiling the Detrimental Effects of Digital Distraction on Student Academic
Performance. Zambia Association of Public Universities and Colleges (ZAPUC) Conference, 3(1), 27-36. Retrieved from
https://ictjournal.icict.org.zm/index.php/zapuc/article /view/214
Hamm, ]. M,, Perry, R. P, Clifton, R. A, Chipperfield, ]. G., & Boese, G. D. (2014). Attributional retraining: A motivation treatment with differential psychosocial and performance
benefits for failure prone individuals in competitive achievement settings. Basic and Applied Social Psychology, 36(3), 221-237.
do0i:10.1080,/01973533.2014.890623
Hasan, M. K. (2024). Digital multitasking and hyperactivity: Unveiling the hidden costs to brain health. Annals of Medicine and Surgery, 86(11), 6371-6373.
Hernawati, N. N. (2024). The effect of parents’ role and school climate on academic stress of madrasah aliyah’s students in rural and urban area. Journal of Child Family and
Consumer Studies, 3(3), 154-166. https://doi.org/10.29244 /jcfcs.3.3.154-166
Junco, R. (2015). Student class standing, Facebook use, and academic performance. Journal of Applied Developmental Psychology, 36, 18-29.
https://doi.org/10.1016/j.appdev.2014.11.001
Junco, R, & Cotten, S. R. (2010). Perceived academic effects of instant messaging use. Computers & Education, 56(2), 370-378. https://doi.org/10.1016/j.compedu.2010.08.020
Kamtsios, S. (2023). The Interplay of Academic Hardiness, Passion for Studies and Affective Experiences in Undergraduates’ Happiness and GPA Scores: a Person-Oriented
Approach. Psychological Studies, 68(3), 359-373. https://doi.org/10.1007 /s12646-023-00729-3
Kamtsios, S., & Karagiannopoulou, E. (2015). Exploring relationships between academic hardiness, academic stressors and achievement in university undergraduates. Journal
of Applied Educational and Policy Research, 1(1). https://doi.org/10.55370/jaepr.v1i1.317
Klatte, M., Bergstrom, K., & Lachmann, T. (2013). Does noise affect learning? A short review on noise effects on cognitive performance in children. Frontiers in Psychology, 4,
578. https://doi.org/10.3389/fpsyg.2013.00578
Kobasa, S. C. (1979). Stressful life events, personality, and health: An inquiry into hardiness. Journal of Personality and Social Psychology, 37(1), 1-11.
https://doi.org/10.1037/0022-3514.37.1.1
Kraushaar, J. M., & Novak, D. C. (2010). Examining the effects of student multitasking with laptops during the lecture. Journal of Information Systems Education, 21(2), 241-252
Kushlev, K., Proulx, ]., and Dunn, E. W,, 2016. "Silence Your Phones": Smartphone Notifications Increase Inattention and Hyperactivity Symptoms. In Proceedings of the 2016 CHI
Conference on Human Factors in Computing Systems (San Jose, California, USA) (CHI "16). Association for Computing Machinery, New York, NY, USA, 1011-1020.
Madigan, D. J., & Curran, T. (2020). Does Burnout Affect Academic Achievement? A Meta-Analysis of over 100,000 Students. Educational Psychology Review, 33(2), 387-405.
https://doi.org/10.1007 /s10648-020-09533-1
Martin, A.]. (2013). Academic buoyancy and academic resilience: Exploring ‘everyday’ and ‘classic’ resilience in the face of academic adversity. School Psychology International,
34(5),488-500. https://doi.org/10.1177/0143034312472759
Martin, A. ], & Marsh, H. W. (2009). Academic resilience and academic buoyancy: multidimensional and hierarchical conceptual framing of causes, correlates and cognate
constructs. Oxford Review of Education, 35(3), 353-370. https://doi.org/10.1080/03054980902934639
May, K. E., & Elder, A. D. (2018). Efficient, helpful, or distracting? A literature review of media multitasking in relation to academic performance. International Journal of
Educational Technology in Higher Education, 15(13), 1-17. https://doi.org/10.1186/s41239-018-0096-z
McCoy, B. R. (2013). Digital distractions in the classroom: Student classroom use of digital devices for non-Class related purposes. Insecta Mundi, 4(4), 5-23.
http://digitalcommons.unl.edu/journalismfacpub/71
Mousavi, S. Y., Low, R, & Sweller; J. (1995). Reducing cognitive load by mixing auditory and visual presentation modes. Journal of Educational Psychology, 87(2), 319-334.
https://doi.org/10.1037,/0022-0663.87.2.319
OECD (2017), PISA 2015 Results (Volume III): Students’ Well-Being, PISA, OECD Publishing, Paris. http://dx.doi.org/10.1787 /9789264273856 -en
Pagnin, D., & De Queiroz, V. (2015). Influence of burnout and sleep difficulties on the quality of life among medical students. SpringerPlus, 4(1), 676.
https://doi.org/10.1186/s40064-015-1477-6
Palinkas, L. A, Horwitz, S. M., Green, C. A, Wisdom, ]. P, Duan, N., & Hoagwood, K. (2015). Purposeful sampling for qualitative data collection and analysis in mixed method
implementation research. Administration and Policy in Mental Health and Mental Health Services Research, 42(5), 533-544. https://doi.org/10.1007/s10488-013-
0528-y
Panadero, E. (2017) A Review of Self-regulated Learning: Six Models and Four Directions for Research. Front. Psychol. 8:422. doi: 10.3389/fpsyg.2017.00422
Parry, D. A, & Roux, T. (2019). Media multitasking and cognitive control: A review of issues and evidence. Psychological Research, 83(7), 1523-1541.
https://doi.org/10.1007 /s00426-018-1124-9
Pascoe, M. C., Hetrick, S. E., & Parker, A. G. (2020). The impact of stress on students in secondary school and higher education. International Journal of Adolescence and Youth,
25(1),104-112. https://doi.org/10.1080/02673843.2019.1596823
Pérez-Jorge, D., Boutaba-Alehyan, M., Gonzdlez-Contreras, A. I,, & Pérez-Pérez, 1. (2025). Examining the effects of academic stress on student well-being in higher education.
Humanities and Social Sciences Communications, 12(1). https://doi.org/10.1057 /s41599-025-04698-y
Pérez-Judrez, M. A, Gonzélez-Ortega, D., & Aguiar-Pérez, . M. (2023). Digital Distractions from the Point of View of Higher Education Students. Sustainability, 15(7), 6044.
https://doi.org/10.3390/su15076044
Reinecke, L., Aufenanger, S., Beutel, M. E,, Dreier, M,, Quiring, O., Stark, B., Wolfling, K., & Miiller, K. W. (2017). Digital stress over the life span: The effects of communication load
and internet multitasking on perceived stress and psychological health impairments in a German probability sample. Media Psychology, 20(1), 90-115.
https://doi.org/10.1080/15213269.2015.1121832
Reinecke, L, Klimmt, C., Meier, A, Reich, S., Hefner, D., Knop-Huelss, K., Rieger, D., & Vorderer, P. (2018). Permanently online and permanently connected: Development and
validation of the Online Vigilance Scale. PLoS ONE, 13(10), e0205384. https://doi.org/10.1371 /journal.pone.0205384
Respondek, L., Seufert, T., Stupnisky, R,, & Nett, U. E. (2017). Perceived academic control and academic emotions predict und ergraduate university student success: Examining
effects on dropout intention and achievement. Frontiers in Psychology, 8, 243, http://doi.org/10.3389/fpsyg.2017.00243

37


https://doi.org/10.1037/0022-3514.37.1.1

International Journal of Interdisciplinary Viewpoints
Vol. 2, No. 5, 2026
Rosen, L. D, Carrier, L. M., & Cheever, N. A. (2013). Facebook and texting made me do it: Media-induced task-switching while studying. Computers in Human Behavior, 29(3),
948-958. https://doi.org/10.1016/j.chb.2012.12.001
Rosen, L. D, etal, (2013). Media Multitasking, Mindfulness, and Attention: A Study of Digital Distraction. Computers in Human Behavior, vol. 29, no. 2, pp. 948-958
Rosen, L. D, Lim, A. F, Felt, ], Carrier, L. M., Cheever, N. A, Lara-Ruiz, ]. M., Mendoza, J. S., & Rokkum, . (2014). Media and technology use predicts ill-being among children,
preteens and teenagers independent of the negative health impacts of exercise and eating habits. Computers in human behavior, 35, 364-375.
https://doi.org/10.1016/j.chb.2014.01.036
RoZman, M,, Vrecko, I, & Tominc, P. (2025). Psychological factors impacting academic performance among business studies’ students. Education Sciences, 15(2), 121.
https://doi.org/10.3390/educsci15020121
Rueger, S. Y, Chen, P, Jenkins, L. N., & Choe, H. ]. (2014). Effects of perceived support from mothers, fathers, and teachers on depressive symptoms during the transition to
middle school. Journal of youth and adolescence, 43(4), 655-670. https://doi.org/10.1007 /s10964-013-0039-x
Salmela-Aro, K., & Upadyaya, K. (2020). School engagement and school burnout profiles during high school - The role of socio-emotional skills. European Journal of
Developmental Psychology, 17(6), 943-964. https://doi.org/10.1080/17405629.2020.1785860
Sheard, M., & Golby, J. (2007). Hardiness and undergraduate academic study: The moderating role of commitment. Personality and Individual Differences, 43(3), 579-588.
https://doi.org/10.1016/j.paid.2007.01.006
Siebers, T, Beyens, I., Pouwels, J. L., & Valkenburg, P. M. (2022). Social Media and Distraction: An Experience Sampling Study among Adolescents social media and Distraction:
An Experience Sampling. Media Psychology, 25(3), 343-366. https://doi.org/10.1080/15213269.2021.1959350.
Sun, Y. (2023). The relationship between college students’ interpersonal relationship and mental health: multiple mediating e ffect of safety awareness and college planning.
Psychology Research and Behavior Management, Volume 16, 261-270. https://doi.org/10.2147 /prbm.s396301
Sweller, J. (1988). Cognitive load during problem solving: Effects on learning. Cognitive Science, 12(2), 257 -285. https://doi.org/10.1207 /s15516709cog1202_4
Sweller, ]. (2010). Element interactivity and intrinsic, extraneous, and germane cognitive load. Educational Psychology Review, 22(2), 123-138.
https://doi.org/10.1007/s10648-010-9128-5
Tang, Y., & He, W. (2023). Meta-analysis of the relationship between university students’ anxiety and academic performance during the coronavirus disease 2019 pandemic.
Frontiers in Psychology, 14, 1018558. https://doi.org/10.3389 /fpsyg.2023.1018558
Tho, N. D. (2019). Business students’ hardiness and its role in quality of university life, quality of life, and learning per formance. Education + Training, 61(3), 374-386.
https://doi.org/10.1108/et-03-2018-0068
Thornberg, R, Forsberg, C., Chiriac, E. H., & Bjereld, Y. (2020). Teacher-Student Relationship Quality and Student Engagement: A Sequential Explanatory Mixed -Methods study.
Research Papers in Education, 37(6), 840-859. https://doi.org/10.1080/02671522.2020.1864772
Turel, 0., & Bechara, A. (2017). Effects of motor impulsivity and sleep quality on swearing, interpersonally deviant and disa dvantageous behaviors on online social networking
sites. Personality and Individual Differences, 108,91-97.
Turkle, S. (2011). Alone together: why we expect more from technology and less from each other. Choice Reviews Online, 48(12), 48-7239. https://doi.org/10.5860/choice.48-
7239
Tus, |, Paras, N, Espiritu, N,, Cruz, R,, Bartolome, R., Aglamma, ], Espinosa, ]., & Mohamitano, A. (2021). Amidst the New Normal of Education: The Resilience and Academic
Burnout Among Filipino Tertiary Students. International Journal of Psychology and Behavioral Sciences, 11. 71-82. 10.6084 /m9.figshare. 17707442.v4.
Tutar, 0. F, & Turhan, F. H. (2023). Digital Leisure: Transformation of leisure activities. Shanlax International Journal of Education, 11(S1-Oct), 16-28.
https://doi.org/10.34293 /education.v11is1-oct.6365
UK Essays, “Impact of Stress on Students Academic Performance Psychology Essay,” 2018. [Online]. Psychology Essays | UKEssays.com. (n.d.). UKEssays.com.
https://www.ukessays.com/essays/psychology/
Van der Schuur, W. A., Baumgartner, S. E., Sumter, S. R, & Valkenburg, P. M. (2015). The consequences of media multitasking for youth: A review. Computers in Human Behavior,
53,204-215. https://doi.org/10.1016/j.chb.2015.06.035
Van Merriénboer, J. . G., & Sweller, J. (2005). Cognitive Load Theory and complex Learning: recent developments and future directions. Educational Psychology Review, 17(2),
147-177. https://doi.org/10.1007 /s10648-005-3951-0
Ward, A. F, Duke, K., Gneezy, A., & Bos, M. W. (2017). Brain drain: The mere presence of one’s own smartphone reduces available cognitive capacity. Journal of the Association
for Consumer Research, 2(2), 140-154. https://doi.org/10.1086/691462
Webb, T. L., Miles, E., & Sheeran, P. (2012). Dealing with feeling: A meta-analysis of the effectiveness of strategies derived from the process model of emotion regulation.
Psychological Bulletin, 138(4), 775-808. https://doi.org/10.1037/a0027600
Wen, X., Zhou, S., Zhang, K., Wang, ]., & Zhao, D. (2025). A Sustainability-Oriented assessment of noise impacts on university dormitories: field measurements, student survey,
and modeling analysis. Sustainability, 17(15), 6845. https://doi.org/10.3390/su1 7156845
Williams, A. (2019). Twenge, J. M. (2017). iGen: Why Today’s Super-Connected Kids Are Growing Up Less Rebellious, More Tolerant, Less Happy and Completely Unprepared for
Adulthood. New York, NY: Atria. ISBN: 978-1-5011-5201-6 paperback. 342 pp. Family and Consumer Sciences Research Journal, 48(3), 290-293.
https://doi.org/10.1111/fcsr.12345
Wu, M, Zhou, X, Ye, P, & Sun L. (2021) The influence of teacher-student relationship, peer relationship and parent-child relationship on the psychological capital among rural
primary school boarders: a moderated mediation model. Chin ] Clin Psychol. 2021;29(2):230-235. doi: 10.16128/j.cnki.1005- 3611.2021.02.003
Yikealo, D., Yemane, B., & Karvinen, 1. (2018). The Level of Academic and Environmental Stress among College Students: A Case in the College of Education. Open Journal of
Social Sciences, 06(11),40-57. https://doi.org/10.4236/jss.2018.611004
Yu, L, Wu, X, Zhang, Q., & Sun, B. (2024). Social support and Social Adjustment among Chinese secondary school students: The Mediating Roles of Subjective Well-Being and
Psychological Resilience. Psychology Research and Behavior Management, Volume 17,3455-3471. https://doi.org/10.2147 /prbm.s477608
Zhang, ], Jin, ], & Liang, Y. (2024). The impact of green space on university students’ mental health: The mediating roles of solitude competence and perceptual restoration.
Sustainability, 16(2), 707. https://doi.org/10.3390/su16020707
Zhang, W, Peng, S,, Fu, ], Xu, K, Wang, H,, Jin, Y, Yang, T,, & Cottrell, R. R. (2021). Urban air pollution and mental stress: a nationwide study of university students in China.
Frontiers in Public Health, 9. https://doi.org/10.3389/fpubh.2021.685431
Zhou L, Tang M, Du X and Chen ] (2025) Correlation between academic hardiness and subjective well-being among teenagers: the chain mediating role of academic passion and
academic self-efficacy. Front. Psychol. 16:1517977.

38



