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Existing research suggests that numerous aspects of the modern academic career are stressful and trigger emotional responses, with evidence further showing job-related stress and emotions to impact well-being and productivity of post-secondary faculty (i.e., university or college research and teaching staff). The current paper provides a comprehensive and descriptive review of the empirical research on coping and emotion regulation strategies among faculty members, identifies adaptive stress management and emotion regulation strategies for coping with emotional demands of the academic profession, synthesizes findings on the association between such strategies and faculty well-being, and provides directions for future research on this topic.
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INTRODUCTION
Not unlike other professionals, post-secondary faculty (i.e., university or college research and teaching staff across ranks and tenure status) have consistently been found to report high levels of job-related stress (Winefield et al., 2003). In the last few decades, higher education institutions worldwide have undergone fundamental changes. Major educational reforms, exponential expansion in student enrollment, escalating workloads, greater control by managers with respect to teaching quality and research productivity, and the movement towards commercialization have shifted the landscape of higher education into a competitive business (Ogbonna and Harris, 2004; Biron et al., 2008; Rothmann and Barkhuizen, 2008; McAlpine and Akerlind, 2010). Subsequently, there is substantial pressure on academics to maintain high academic performance and productivity (Catano et al., 2010; McAlpine and Akerlind, 2010).
Surveys carried out in the U.K. (Tytherleigh et al., 2005; Kinman, 2014), Australia (Winefield et al., 2003), and Canada (Biron et al., 2008; Catano et al., 2010) suggest that these increased demands have contributed to high levels of job-related stress amongst academics. Most notably, a recent comparison of U.K. and Australian academics revealed that faculty suffered from higher levels of stress-related caseness (i.e., when some intervention is required) as compared with other university groups (e.g., post-secondary staff, support professonals; Kinman, 2014), with reported burnout by academics being comparable to that of school teachers and medical professionals for whom burnout levels are particularly high (Watts and Robertson, 2012). Empirical evidence strongly supports the detrimental impact of stress on post-secondary faculty members’ physical (e.g., sleep problems, nausea, heart pounding) and psychological well-being (e.g., anxiety, depression, burnout, psychological distress)and professional competencies, as well as student attainment and institutional productivity (Blix et al., 1994; Stevenson and Harper, 2006; Catano et al., 2010; Watts and Robertson, 2012; Barkhuizen et al., 2014; Kataoka et al., 2014; Shen et al., 2014; Salimzadeh et al., 2017).
A parallel line of research suggests that the academic profession elicits a wide variety of positive and negative emotions resulting from interactions with students, teaching and research-related activities, as well as organizational factors (e.g., Martin and Lueckenhausen, 2005; Postareff and Lindblom-Ylänne, 2011; Hagenauer and Volet, 2014a). The emotion literature further underscores implications of emotions on our cognition, behavior, physical health, and psychological well-being (for meta-analytical summaries, see Houben et al., 2015; Lench et al., 2011). Importantly, these findings have been replicated in emergent research conducted with post-secondary faculty. For instance, a study of 175 Australian university teachers documented the impact of teaching-related emotions on instructional behavior: positive emotions concerning teaching was associated with student-focused teaching approaches and negative emotions instead linked to information transmission approaches (Trigwell, 2012).
Similarly, a mixed-methods study of 18 U.S. faculty members showed that emotions predict faculty success in teaching and research as well as mediate the impact of perceived task value on teaching success and perceptions of academic control on research success (Stupnisky et al., 2014). More precisely, faculty members who placed higher value on their teaching felt more enjoyment and pride in teaching and, in turn, experienced greater teaching success. As for research, the more faculty felt in control of their research, the more adaptive emotions they felt regarding research (e.g., enjoyment, pride) that, in turn, predicted greater research success. In the same vein, a study of 362 U.S. and Chinese college students found that students’ perceptions of university teachers’ positive emotions were significantly and positively correlated with students’ own positive emotions, behavioral and cognitive engagement, and critical thinking (Zhang and Zhang, 2013).
As emotion and stress share overlapping dimensions, it is necessary to consider both their common and distinguishing features. Psychological stress is defined as “a particular relationship between the person and the environment that is appraised by the person as taxing or exceeding his or her resources and endangering his or her well-being” (Lazarus and Folkman, 1984, p. 19). While both stress and emotions are subject to appraisals of the personal significance of an emotional encounter, emotion is operationalized as a broader construct that encompasses negative experiences such as stress (Lazarus, 1993). As such and as a subset of emotion, stress is more limited in scope and depth. While negative emotions are elicited when our goals are thwarted, perceived stress represents the belief that the challenges exceed one’s capabilities to cope with them (Lazarus, 1993; Lazarus, 1998). In light of the above-mentioned common features, emotions and stress are reviewed together in the present paper.
Emotion regulation is defined as an everyday psychological process “by which individuals influence which emotions they have, when they have them, and how they experience and express these emotions” (Gross, 1998b, p. 275). In contrast, coping refers to individuals’ efforts to manage stronger and more persistent negative emotions (i.e., stress) that involve “constantly changing cognitive and behavioral efforts to manage specific external and/or internal demands that are appraised as taxing or exceeding the resources of the person” (Lazarus and Folkman, 1984, p. 141). Emotional labor, on the other hand, involves the “process of regulating both the internal and expressive components of emotions according to an organization’s display rules” (Grandey, 2000, p. 97). As such, whereas emotion regulation involves managing both positive and negative emotions on a daily basis, and coping pertains to sustained efforts to combat strong negative emotions in response to significant stressors, emotional labor pertains specifically to the emotions one is expected to convey to others in occupational settings regardless of what one is internally experiencing.
Empirical evidence indicates that the ability to effectively manage stress and emotions has important consequences for health and adaptive functioning (e.g., Folkman and Moskowitz, 2004; Gross, 2002; Gross and Levenson, 1997; John and Gross, 2004; for meta-analytical summaries, Skinner et al., 2003; Aldao et al., 2010; Webb et al., 2012). However, although existing research highlights the relevance of coping and emotion regulation for functional and dysfunctional outcomes within work contexts in general (e.g., Murphy, 1996; Lawrence et al., 2011), the nature and significance of post-secondary academics’ coping and emotion regulation strategies is underexplored. Furthermore, the existing literature on coping and emotion regulation in post-secondary faculty is scattered with no reviews of empirical findings on the topic having been carried out to date. Given the stressful and emotion-laden nature of the academic profession as well as the increasingly problematic nature of stress and the impact of emotions in post-secondary faculty, a comprehensive review of empirical findings is required.
As such, the present review addresses this research gap by providing a comprehensive and descriptive review of quantitative and qualitative research findings on coping and emotion-regulation strategies as reported by post-secondary faculty. It is anticipated that findings from this review will generate insight into academics’ coping and emotion management strategies as well as the consequences of these strategies for well-being and productivity. Furthermore, the findings should shed light on the design and implementation of optimal faculty interventions for post-secondary institutions to equip their academic teaching and research staff with adaptive psychological strategies and maintain their well-being levels (Implications of Faculty Emotion Regulation and Emotional Labor section for examples of potential interventions). Prior to presenting the method of the review and the main findings, a brief overview of relevant constructs and their corresponding theoretical frameworks are presented.
CONSTRUCTS UNDER REVIEW: COPING AND EMOTION REGULATION
Coping strategies. A variety of conceptualizations have been utilized to describe the structure of individuals’ psychological strategies for coping with negative emotions, with models typically distinguishing between problem- and emotion-focused coping (Folkman and Lazarus, 1980, Folkman and Lazarus, 1985), engagement (active, approach) versus disengagement (avoidance, passive) coping (Roth and Cohen, 1986; Tobin et al., 1989), and primary (assimilative) versus secondary (accomodative) control coping (Weisz et al., 1994; Weisz et al., 1984; for detailed reviews, see; Skinner et al., 2003; Skinner and Zimmer-Gembeck, 2016). Problem-focused coping (e.g., strategizing for the purpose of goal attainment) consists of efforts to solve the problem through modifying or eliminating the source of stress whereas emotion-focused coping (e.g., wishful thinking) seeks to regulate distressing emotions in the face of adversity so as to manage the psychological impact of stress. Similarly, engagement coping (e.g., support-seeking) entails active attempts to directly deal with the stressful situation or related feelings whereas disengagement coping (e.g., social withdrawal) refers to efforts to physically and cognitively distance oneself from the stressor and associated emotions.
Whereas perceiving a situation as a challenge may induce positive emotions such as eagerness or excitement, interpreting it instead as personally threatening generates negative emotions such as anxiety or fear (Folkman, 2008). This concept of cognitive appraisals is consistently highlighted in the coping literature due to one’s interpretations regarding the significance and meaning of a stressful encounter mediating the impact of such events on subsequent emotions (Lazarus and Folkman, 1984; Lazarus, 2000; Folkman, 2008). Importantly, cognitive appraisals are also assumed to determine the types of coping strategies individuals adopt to manage their emotions in stressful situations. Specifically, appraisals of a stressful encounter being controllable tend to trigger problem-solving responses such as planning and strategizing, whereas perceiving the situation as uncontrollable provokes accomodating or emotion-focused strategis such as acceptance or positive thinking (Aldwin, 2007; Skinner and Zimmer-Gembeck, 2016).
However, it is also important to note that the assumed emotional consequences of a coping strategy may not in fact be the same as the actual effects of that strategy in response to a specific stressor. As postulated by Lazarus and Folkman (1987), although coping could be mainly classified as problem-focused or emotion-focused, “in reality any coping thought or act can serve both or many other functions” (p. 152). Coping strategies are thus not universally adaptive or maladaptive for emotional well-being and can be judged as such only after considering the context and the social and personal resources available to the individual, as well as how they influence one’s actions (Aldwin, 2007; Skinner and Zimmer-Gembeck, 2016). Nonetheless, research attempting to identify adaptive and maladaptive strategies has found problem-focused coping, engagement coping, as well as primary and secondary control coping to be typically adaptive in that they are consistently found to be linked with better emotional well-being and functioning. In contrast, disengagement and emotion-focused coping are shown to be associated with more maladaptive emotions and behavioral outcomes (Compas et al., 2001).
Given the overlap between coping and emotion regulation frameworks, it is necessary to consider both their convergences and differences. Compared with emotion regulation, coping is a broader construct. Although both coping and emotion regulation are regulatory processes that include controlled and purposeful (i.e., goal-directed) efforts to improve emotional well-being that change over time (i.e., are temporal processes), coping focuses on much larger periods of time (e.g., coping with bereavement over months). However, whereas coping includes only controlled processes, emotion regulation reflects a continuum of processes from conscious, effortful, and controlled regulation of emotions to automatic regulation that takes place without conscious awareness. Accordingly, coping is commonly understood as a form of emotion regulation in which one engages in response to prolonged stress. More precisely, whereas coping primarily focuses on decreasing negative emotions in stressful encounters, emotion regulation targets both expression and experience of positive and negative emotions in stressful situations as well as non-stressful situations. Finally, although coping is performed by the person encountering stress, emotion regulation could be either intrinsic (individuals regulate their own emotions) or extrinsic in nature (emotions are regulated by others; Compas et al., 2014; Gross, 1998b, Gross, 2013; Gross and Thompson, 2007; Koole, 2009; Skinner and Zimmer-Gembeck, 2007).
Emotion regulation and emotional labor. Regulation of emotions has been studied under two distinct, yet overlapping, research traditions: emotion regulation and emotional labor. The two constructs are comparable in that both focus on modifying feelings and expressions through the use of different strategies (Gross, 2013; Grandey, 2015). As mentioned above, emotion regulation encompasses a heterogeneous set of processes whereby people seek to influence the types of emotions they experience, when these emotions are experienced, and how they are expressed (Gross et al., 2006). Emotional labor, on the other hand, represents a subtype of emotion regulation that takes place within a given work context where “display rules” prescribe specific emotions that may or may not be publicly expressed (Ashforth and Humphrey, 1993; Grandey, 2000; Gross, 2013; Grandey and Gabriel, 2015).
Regarding existing proposed frameworks concerning emotion regulation, Gross’ process model (Gross, 1998a; Gross, 1998b) is the most commonly used (for a meta-analysis, Webb et al., 2012) and is used in the present review as the organizing structure to synthesize empirical evidence on faculty coping and emotion regulation. The model differentiates between two major forms of emotion regulation in terms of their timing during the unfolding of an emotion: antecedent-focused (i.e., preventative) and response-focused (i.e., responsive). The former strategies are activated before our appraisals initiate emotion response tendencies, and encompass four main strategy types. Situation selection (e.g., confrontation and avoidance) involves choosing or avoiding people, activities, or places that will lead to a situation that can generate the desired emotions. Situation modification pertains to efforts to alter the emotion-inducing situation in order to change its emotional impact, and includes strategies such as direct situation modification, help/support-seeking, and conflict resolution. Attentional deployment (e.g., distraction, rumination, mindfulness) entails managing emotions without modifying the situation by choosing which aspects of a situation to attend to. Cognitive change (e.g., self-efficacy appraisal, challenge and threat appraisals, and positive reappraisal) involves re-evaluating a situation and altering one’s appraisals of it (Gross, 1998a; Gross, 1998b; Gross and Thompson, 2007; Peña-Sarrionandia et al., 2015). In contrast, response-focused strategies (e.g., emotion sharing, verbal/physical aggression, substance use, and expressive suppression) are activated after emotional responses have been developed and attempt to influence experiential, behavioral, and physiological emotional response tendencies (Gross, 1998a; Gross, 1998b; Gross and Thompson, 2007; Peña-Sarrionandia et al., 2015).
Existing empirical evidence further indicates that different forms of emotion regulation are associated with notably different affective, cognitive, and social outcomes (for meta-analytical reviews, Aldao et al., 2010; Webb et al., 2012). For instance, expressive suppression has been shown to maintain or intensify the internal experience of the negative emotion, and also lead to lower positive emotions, higher physiological arousal, feelings of inauthenticity, depressive symptoms, pessimism, as well as decreased memory and negative social consequences. Suppression is additionally linked to job dissatisfaction and quitting intentions within occupational settings. In contrast, reappraisal has generally been found to lead to more positive and fewer negative emotional experiences and expressions, having few social costs and either no impact or positive effects on subsequent memory processes (Gross and Levenson, 1997; Richards and Gross, 2000; Côté and Morgan, 2002; Gross, 2002; Gross, 2015; Gross and John, 2003; Sutton, 2004; Peña-Sarrionandia et al., 2015). Overall, emotion regulation processes that target early stages of emotion generation are more effective than the strategies that target emotional responses (Sutton, 2007).
Concerning the construct of emotional labor, different conceptualizations have been proposed. Seminal work by Hochschild (1983) categorized emotional labor into two major forms: surface-acting and deep-acting. Surface-acting entails displaying emotions that one does not actually feel by revising one’s external expression of an emotion without modifying actual internal feelings. In contrast, deep-acting refers to consciously modifying feelings so as to express the desired emotions. Both types of emotional labor are aimed at displaying required emotions with different motives. Specifically, surface-acting involves modifying emotional expressions, whereas deep-acting entails internalizing the desired emotion to appear authentic. Building on Hochschild (1983) classification, subsequent research by Ashforth and Humphrey (1993) added a third form of emotional labor: genuine or natural emotional labor that involves the expression of naturally felt emotions such that the employees do not have to deliberately manage their emotions.
Based on the conceptualizations presented, emotion regulation can thus be understood as encompassing a broader and more pervasive set of behaviors as compared to emotional labor. Also, despite the similarities in the strategies proposed in the two conceptual frameworks, they can be differentiated in that emotion regulation addresses an individuals’ general dispositional approach to dealing with emotions and focuses on internal processes and individual differences, whereas emotional labor reflects a more specific examination of emotion regulatory processes in the context of displaying expected emotions in employment settings (Wang et al., 2019). The two traditions could also be differentiated in their concentration on positive and negative emotions. Specifically, emotion regulation research has largely focused on response-focused processes (i.e., suppression) to inhibit the expression of undesired negative emotional responses. In contrast, emotional labor researchers have mainly concentrated on amplifying the expression of desired positive emotions (i.e., surface-acting; Taxer and Frenzel, 2015).
Overall, research findings suggest that emotional inauthenticity (i.e., faking or hiding emotions) and surface-acting are associated with adverse individual and organizational outcomes in the form of impaired well-being, job attitudes, and performance outcomes. However, deep-acting has been shown to be desirable in that it is positively associated with organizational attachment, emotional performance, and customer satisfaction (for meta-analytic findings, see Hülsheger and Schewe, 2011; Kammeyer-Mueller et al., 2013). Further, existing research has yielded mixed results regarding the impact of emotional labor on specific well-being indicators such as job satisfaction, with some studies reporting positive effects (e.g., Zapf, 2002) and others demonstrating negative relations (e.g., Kinman et al., 2011). Given the significance of coping and emotion regulatory processes for job performance and productivity, in general, and psychological well-being in particular, existing research on the ways in which post-secondary faculty cope with stress and emotions as well as the ways in which academics are affected by the strategies they adopt needs to be synthesized to shed light on how to promote their performance and protect psychological health.
METHODS
Existing empirical research on the strategies used by post-secondary faculty to manage work-related stress and emotions were located through a comprehensive search of English language, peer-reviewed empirical investigations via four electronic databases (Educational Research Information Center (ERIC), Psychological Information (PsycINFO), Web of Science, and Scopus). The search terms used included: 1) population: “college” or “university” + “faculty” or “professors” or “academics” or “instructor” or “research staff” or “teaching staff” or “lecturer” or “educator”, 2) stress and emotion: “stress”+ “emotion” or “affect” or “mood”, 3) emotion regulation and coping: “coping” or “stress management” or “coping behavior” + “emotion regulation” or “emotion management” or “emotion control”, and 4) emotional labor: “emotion labor” or “emotional labor” or “emotional dissonance” or “emotional authenticity.” Since coping and emotion regulation among faculty are relatively under-researched and no review to date has examined these topics in post-secondary faculty, we did not limit the search to a specific time span. Further, the current review excluded studies of medical academics (e.g., physicians, nurses) as well as faculty who were also social workers due to the unique demands and pressures associated with their non-academic, service-oriented work conditions (Le Blanc et al., 2001; Watts and Robertson, 2012). In addition to the database searches, snowball searches of references of the retrieved studies were conducted. As per the inclusion and exclusion criteria specific to the aim of the present review, 25 empirical publications were included, with six drawing on two datasets (Amatea and Fong-Beyette, 1987; Amatea and Fong, 1991; Gates, 2000a; Gates, 2000b; Hagenauer and Volet, 2014a, Hagenauer and Volet, 2014b), in which the stress management and emotion regulation strategies in post-secondary faculty were examined. All studies reviewed are included in Supplementary Appendix SA and identified with an asterisk in the reference list.
RESULTS
Prevalence and Outcomes of Coping and Emotion Regulation Strategies
The present section synthesizes and critically examines published empirical findings (n = 22) concerning the coping and emotion regulation strategies (i.e., behaviors, cognitions, and perceptions) in which academics engage when facing stress and emotional encounters, as informed by the process model of emotion regulation proposed by Gross (1998a). The studies examining academics’ coping with stress reviewed for this paper (n = 13; Supplementary Table S1) can be categorized into three main groups according to their foci: 1) those primarily assessing the specific coping strategies faculty members employ to deal with stress (n = 5; Abouserie, 1996; Brown and Speth, 1988; Devonport et al., 2008; Kataoka et al., 2014; Perlberg and Keinan, 1986), 2) those that report findings on coping styles among academics combined with general university staff and other occupational groups (n = 3; Amatea and Fong-Beyette, 1987; Amatea and Fong, 1991; Gillespie et al., 2001; Narayanan et al., 1999), and finally, 3) those that explore the association between academics’ coping strategies and well-being outcomes (n = 6; Dunn et al., 2006; Kataoka et al., 2014; Lease, 1999; Mark and Smith, 2012; Ramsey et al., 2011; Tümkaya, 2007). The review identified five empirical publications (Gates, 2000a; Gates, 2000b; Hagenauer and Volet, 2014a, Hagenauer and Volet, 2014b; Regan et al., 2012; Supplementary Table S2) that examined academics’ strategies in dealing with emotions, with four of the studies referencing two datasets (Gates, 2000a; Gates, 2000b; Hagenauer and Volet, 2014a, Hagenauer and Volet, 2014b). As for emotional labor and its consequences, six studies were identified (Berry and Cassidy, 2013; Constanti and Gibbs, 2004; Mahoney et al., 2011; Ogbonna and Harris, 2004; Pugliesi, 1999; Zhang and Zhu, 2008; Supplementary Table S2).
As stress is a subset of emotion (Lazarus, 1993), the research findings on both coping and emotion regulation strategies are synthesized using process model of emotion regulation (Gross, 1998a; Gross, 1998b) as the guiding framework. Based on the evidence presented in the studies reviewed, faculty members apply a variety of coping and emotional management strategies, either before or after emotional events. The findings from the present review further align with the evidence from the broader emotion management research in showing different strategy types to yield significantly different outcomes for academics’ psychological adjustment (Skinner et al., 2003; Folkman and Moskowitz, 2004; Compas et al., 2014). For instance, academics’ perceived ability to handle job stress, and appraisals of personal resources, were shown to significantly and negatively correlate with the level of stress and strain experienced (Amatea and Fong, 1991; Blix et al., 1994). The strategies identified in the present review align directly with the afore-mentioned guiding framework, namely the process model of emotion regulation proposed by Gross (1998a) and can be categorized into antecedent- or response-focused according to Gross’s categorization. Although the primary objective of the current review is to synthesize the findings on the strategies academics use, the outcomes associated with those strategies are also considered to help put the proposed implications in context.
Antecedent-focused strategies. The antecedent-focused strategies academics use to regulate their emotions in order to minimize the aversive nature of potential stressors (as opposed to modulating behavioral or physiological responses to a given stressor) can be further categorized into situation selection, situation modification, attention deployment, and cognitive change.
Selecting the situation. The studies reviewed suggest that faculty choose or avoid some people, activities and places to generate desired emotional impact. For instance, focus group interviews from a sample of 178 faculty and general staff from 15 Australian universities identified situation selection by establishing tight role boundaries by avoiding non-essential student and staff contact or saying no to unnecessary demands to handle stressful experiences (Gillespie et al., 2001). The review findings further suggest that some academic work experiences, such as interactions with students, provoke negative emotions of anger, irritation, and disappointment. Additionally, being anxious, apprehensive, helpless, inadequate, and overwhelmed were reported with respect to online teaching experiences (Regan et al., 2012; Hagenauer and Volet, 2014a). As such, university teachers reported adopting strategies to make it less likely that their negative emotions would be provoked. The six U.S. university teachers in Regan et al. (2012) focus group interviews reported a number of strategies to regulate the negative emotions of feeling stressed, restricted, and devalued while teaching online, including adequate technology training and support from the educational institution, synchronous office hours, and face-to-face or telephone interactions with students. Additionally, interview findings from the 15 Australian university teachers indicated that faculty reported making attempts not to get involved in the emotional issues of their students (Hagenauer and Volet, 2014b). Also, adopting student-centered teaching approaches to maintain productive and positive interactions with students, to create positive energy and to help circumvent the occurrence of negative emotions were reported. Furthermore, the 337 Japanese university teachers in (Kataoka et al., 2014) survey study reported using behavioral disengaement as an effective stress mangemnet technique (Kataoka et al., 2014).
As for the consequences associated with situation selection, regulating emotions through strategies such as behavioral disengagement was linked to lower psychological adjustment in the form of severe depression, anxiety, social dysfunction, somatic symptoms and insomnia (Kataoka et al., 2014). Additionally, escape-avoidance (i.e., ignoring or avoiding problem) was found to be associated with higher levels of anxiety and depression and lower job satisfaction (Mark and Smith, 2012), predict greater strain (Lease, 1999), and partially mediate the association between maladaptive perfectionism and psychological distress (Dunn et al., 2006). Moreover, proactive coping, defined as anticipating potential stressors as challenges and generating the psychololgical resources necessary to prepare for future stressors (Scwarzer and Taubert, 2002), was found to be correlated with better physical and psychological health (Amatea and Fong, 1991; Kataoka et al., 2014).
Modifying the situation. Examples of situation modification were reported by 135 female U.S. faculty, researchers, and university administrators in Amatea and Fong-Beyette (1987) study who opted to manage stress primarily by adopting strategies such as planning and strategizing across different types of work-life conflict situations. Similar findings were observed by the participants in Gillespie et al. (2001) study who identified planning and prioritizing as key stress management techniques. More recently, the sample of 10 U.K. faculty interviewed by Devenport et al. (2008) also unanimously reported strategies such as prioritizing, proactive planning, and time-management to avoid potentially stressful encounters to be invaluable in managing and controlling stress. Whereas proactive coping, such as planning, reduces the need for reactive coping, faculty reported that some circumstances of organizational constraints such as lack of control necessitate reactive coping (Devonport et al., 2008; Kataoka et al., 2014). This finding supports the observation that coping is primarily determined by environmental factors (Lazarus and Folkman, 1984).
A survey of 150 U.S. faculty members further identified strategies such as identifying the cause of the problem or finding more about the situation, as the most frequently used stress management responses (Brown and Speth, 1988). This finding is consistent with a U.S. study that qualitatively compared coping strategies across three occupations (i.e., clerical workers, sales associates, and university professors; Narayanan et al., 1999). The study found that, compared to other professions, academics were more likely to engage in situation modification strategies such as taking direct action or discussing the problem with their chair or head of the department. Additionally, a qualitative field study of nine tenured U.S. university teachers (using observations, field notes and interview data) found that faculty reported using language and labels, such as telling students that it is OK to become confused while learning, and communicating their personal expectations to students about how the students should behave (Gates, 2000b). This was aimed at influencing students’ behavior and thereby reducing the possibility of triggering negative emotions in teachers. Strategies such as learning to recognize and understand stress were also identified to be effective in coping with stress (Gillespie et al., 2001).
The findings from this review are consistent with the broader coping research (e.g., Lazarus, 1993; Aldwin, 2007; Skinner and Zimmer-Gembeck, 2016) in showing problem-focused coping to be an effective stress response among post-secondary faculty. For instance, the studies reviewed reported utilization of problem-focused coping to be linked to better psychological adjustment in the form of lower levels of stress, depression, and psychological distress as well as better job satisfaction (Brown and Speth, 1988; Dunn et al., 2006; Mark and Smith, 2012). Similarly, active coping was negatively associated with social dysfunction and severe depression, whereas instrumental support was negatively associated with depression (Kataoka et al., 2014).
Attention deployment. Faculty also reported selectively attending to the stimuli to cope with their emotional experiences. For instance, a quantitative study of 100 Israeli faculty memebrs (Perlberg and Keinan, 1986) identified intellectual stimulation such as reading journals, magazines, and attending conferences as one of the most effective ways of coping with stress in that it helps faculty divert attention from daily stressors. Likewise, the university teachers in the Kataoka et al. (2014) study reported employing self-distraction to be effective in managing stress (e.g., engaging in other work or leisure activities in order to think about stressors less; Carver 1997). The findings from this review are consistent with the health impairment risks of self-distraction in linking the use of this strategy to severe depression, anxiety, social dysfunction, somatic symptoms and insomnia among academics (Kataoka et al., 2014).
Cognitive change. Consistent with the empirical findings that advocate cognitive-restructuring (i.e., reappraisal) due to its commonly observed beneficial impact on negative emotional experiences (Lazarus, 2000; Folkman and Moskowitz, 2004), academics reported applying reappraisal of specific situations to make it less likely for negative emotions to be triggered. For instance, the faculty members in Brown and Speth (1988) study reported reappraisal as a key coping strategy. It also appears that cognitive techniques that involve positive reappraisal of work situations may reduce faculty members’ stress and negative emotions. For instance, examples of cognitive change were reported by participants in (Gates, 2000a; Gates, 2000b) studies who opted to positively reappraise stimuli, for instance by remembering positive interactions, to down-regulate negative emotions. A quotation from a university teacher, who helped a student adopt an effective learning strategy after failing on an exam, is illustrative: “He (the student) graduated with honors. When he walked away, for me that was a tremendous reward because, according to him, I had an impact. And that’s what I try to focus on” (Gates, 2000b, p. 483). The participating university teachers further indicated that they try to redefine disruptive students as young and impressionable, or to think of a student who is doing poorly as developing, in order to manage feelings of anger, anxiety, frustration, and disappointment (Gates, 2000a; Gates, 2000b).
Similarly, the faculty members in Regan et al. (2012) study reported changing their view of the instructor as transmitter of information to facilitator of knowledge to avoid the negative emotion of feeling devalued in online learning environments. Furthermore, faculty reported using cognitive strategies such as rationalization or acceptance by adapting their expectations. For instance, acceptance was the most commonly reported stress management strategy (58%) among the 414 academics, including faculty and research assistants, surveyed in Abouserie (1996) study. Faculty also used rational arguments in the form of self-talk to down-regulate negative emotions such as feeling annoyed: “They are still in that kind of school-girl, school-boy mode, which is pretty normal at this … this stage” (Hagenauer and Volet, 2014b, p. 271). Also, acceptance of the specific situation by lowering their self-expectations and work standards helped teachers to reduce disappointment, frustration and stress (Gillespie et al., 2001; Hagenauer and Volet, 2014b). The participants in Abouserie (1996) study also reported lowering their expectations to decrease strain by trying to think that “I am only human being,” though it was not reported as a frequent way of coping. Similar findings were observed by the participants in Gillespie et al. (2001) study who identified practicing stress management techniques such as lowering their standards and self-expectations by withdrawing from voluntary service activities (e.g., leaving committees) as key stress management techniques. Furthermore, the teachers interviewed by Hagnauer and Volet (2014a) reported sharing humor and jokes to facilitate good rapport with students and thereby a relaxed classroom atmosphere.
Evidence from the studies reviewed suggests that cognitive change can yield significantly different outcomes for academics’ well-being depending on how adaptively this strategy is used. For instance, studies of 102 U.S. teaching faculty and 283 Turkish faculty members found utilization of humor to be significantly and negatively associated with burnout (Tümkaya, 2007; Ramsey et al., 2011). In contrast, wishful thinking and denial were shown to be maladaptive in predicting lower psychological adjustment in the form of anxiety, depression, somatic symptoms and job dissatisfaction (Mark and Smith, 2012; Kataoka et al., 2014). However, contrary to their expectations, they did not find positve reappraisal to be significantly linked to well-being among acadeimics. This finding seems to run counter to the existing empirical findings showing that coping via positive restructuring is related to better psychological health.
Response-focused strategies. According to (Gross, 1998a; Gross, 1998b) model of emotion regulation, academics can also apply a variety of strategies intended not to change their exposure or perceptions of a given stressors (antecedent-focused strategies) but rather to alter the experiential, physiological, and behavioral reactions following from their emotional responses to a stressor (response-focused strategies).
Social support. One such strategy targeted at experiential facets is sharing emotions. For instance, the participants in Hagenauer and Volet (2014b) study indicated that, being aware of the effectiveness of emotion sharing, they expressed their positive and negative emotions with family members and departmental colleagues. However, they believed there were not many opportunities to share and discuss negative emotions and their triggers due to the lonely nature of university teaching profession. Abouserie (1996) also identified using emotion expression strategies such as trying to bring their feeling into the open to deal with stress (e.g., sharing their feelings with friends and others).
The current review also highlights support seeking as an effective stress management strategy among faculty. For instance, the faculty members in Perlberg and Keinan (1986) study reported seeking social support (i.e., talking with a friend or telling jokes) as one of the most effective ways of coping with stress. Similarly, the faculty in Devenport et al. (2008) study unanimously reported managing stress via emotional support as well as professional counseling or psychological services. Abouserie (1996) also identified support seeking through talking with colleagues, involving oneself with friends, and talking about the problem with colleagues as effective coping responses. Their findings support the assertion by Rimé (2007) who contends that emotion sharing is beneficial to psychological well-being due to the social bonds it fosters as well as transference of affection and warmth.
Additionally, the study by Gillespie et al. (2001) reported that the participants relied on social support from family or friends, as well as attending scholarly conferences, as a means of coping with stress. It appears that while preparing manuscripts and presenting in conferences can be stressful, it enabes faculty to discuss work-related problems with collaborators and others. Interestingly, the effectiveness of social support has also been found to be linked to the level of stress faculty experience. For instance, in a survey of 131 tenure-track U.S. faculty members, Lease (1999) found perceptions of social and environmental support from colleagues, administrators, and departmental support staff to be beneficial for psychological adjustment when work-role stressors (i.e., role ambiguity and role insufficiency) were perceived as low in magnitude.
In contrast, the beneficial effect of social support was not evident when faculty perceived high levels of stress resulting from the demands placed on them by their academic roles (e.g., role ambiguity, role conflict, role overload; see Rizzo et al., 1970). This finding thus indicates that social support may not be sufficient to address the psychological challenges posed by lack of clarity over academic roles and responsibilities. Perceived social support was also found to be correlated with better physical and psychological health (Amatea and Fong, 1991; Kataoka et al., 2014) as well as negatively associated with maladaptive perfectionism and psychological distress (Dunn et al., 2006).
Physiological strategies. Other emotion management strategies used to reduce stress included modifying one’s physiological state through practices such as deep breathing or expressive gestures aimed at dissipating (vs. internalizing) the emotional experience (e.g., glaring at disruptive students; Gates, 2000a; Gates, 2000b). Taking deep breaths allowed teachers to monitor their feelings and assess the consequences of their emotions (Gates, 2000a). Faculty also reported taking regular breaks from their work, regularly exercising, and seeking alternative therapies for stress relief (e.g., yoga, massage relaxing; Abouserie 1996; Gillespie et al., 2001). Such physiologically-oriented strategies are generally found to be beneficial for reducing stress, improving psychological well-being and sleep quality, as well as relieving physical symptoms in other populations (e.g., government employees, school teachers, general university staff; Hartfiel et al., 2012, Klatt et al., 2009; Lin et al., 2015).
Other maladaptive strategies. The findings from this review further reveal that to handle stressful experiences some faculty resort to alcohol, substance use and self-blame (e.g., Gillespie et al., 2001; Kataoka et al., 2014). Consistent with the findings in the broader well-being literature (Aldwin and Revenson, 1987; Single et al., 2000; Teesson et al., 2000; Skinner and Zimmer-Gembeck, 2016), use of these strategies by post-secondary faculty was linked to lower psychological adjustment in the form of severe depression, anxiety, social dysfunction, somatic symptoms and insomnia (Kataoka et al., 2014). Additionally, 19.1% of the 414 academics in Abouserie (1996) study reported that they often retreated to their office, or opted not to go to work at all (10.7%); behaviors implying social withdrawal and stress-related job absenteeism, respectively.
Prevalence and Consequences of Emotional Labor Strategies
As mentioned above, Grandey (2000) likened Gross (2006) antecedent and response-focused types of emotion regulation to (Hochschild, 1983) concepts of deep and surface-acting, respectively. However, Grandey did assert that emotion regulation processes cannot be directly equated with emotional labor strategies because surface-acting encompasses not only suppression but also amplification and faking of emotions. Furthermore, although deep-acting requires cognitive appraisal, the ultimate goal is not to improve personal well-being but to facilitate their efforts to better convey feelings that appear genuine to others. As such, the findings on faculty emotional labor are presented separately in the section below.
The studies reviewed suggest that academics view emotional labor as an intrinsic aspect of their work. Indeed, emotional labor is so inextricably linked to academics’ profession that for some, it equals professionalism—and to a greater degree than in many other professions (Berry and Cassidy, 2013). Gates (2000a) asserted that faculty emotional management was essential for job satisfaction and effective teaching, and ultimately, student attainment. There are times when faculty express their genuinely felt emotions as well as times when they regulate (i.e., hide, fake, or minimize) their emotions to conform to contextually mandated display rules. As such, whether an emotion is appropriate for a given situation is determined by the tacit display rules of post-secondary institution. Research findings further indicate that academics’ engagement in emotional labor partly derives from the aforementioned changes in higher education organizations and the subsequent ever-intensifying expectations associated with those changes (Gates, 2000a; Ogbonna and Harris, 2004; Biron et al., 2008; McAlpine and Akerlind, 2010). Indeed, marketization of higher education has led some scholars to conceptualize students as customers (Constanti and Gibbs, 2004), with academics being increasingly required to perform emotional labor to satisfy their job requirements and support student needs (Ogbonna and Harris, 2004). For example, the following comment from one U.K. university teacher vividly describes the experience of conveying expected positive emotions to students despite internally feeling strong negative emotions: “Sometimes I feel like shouting at them (students) but I know what this will do to my teaching evaluations. I just stand there and pretend to be laughing even though I am fuming inside” (Ogbonna and Harris, 2004, p. 1197).
The studies reviewed further reveal that post-secondary faculty are particularly concerned with negative emotions and seek to down-regulate or suppress them (e.g., anger) to stay within the emotional boundaries of their profession. In contrast, faculty are more likely to openly express positive emotions such as enjoyment, humor, and happiness, as long as the display does not include intense emotional reactions (Gates, 2000a; Gates, 2000b; Hagenauer and Volet, 2014b). For instance, a national sample of 598 U.S. college and university faculty members (Mahoney et al., 2011) consistently reported emotional suppression as a surface-acting emotional labor strategy. Similarly, a later mixed-methods study of 61 U.S. university teachers (Berry and Cassidy, 2013) exploring use of emotional display, suppression, and faking strategies of emotional labor found that suppression was the most frequently used emotional labor strategy, followed by faking. Faculty also reported engaging in suppression of negative emotions, for example, masking or hiding negative emotions such as anger and disappointment during interactions with students, and instead expressing positive emotions (e.g., enthusiasm) or specific negative emotions (e.g., disappointment) that conveyed a belief in students’ potential (Gates, 2000a; Gates, 2000b). Likewise, all participants in Hagenauer and Volet (2014b) study believed that negative emotions needed to be controlled in the classroom, either suppressed or expressed in a norm-accordant manner, in order to appear professional. They also reported suppressing negative emotions resulting from out of classroom issues such as high workload. These findings echo those of studies of school teachers (Sutton, 2004; Aultman et al., 2009; Sutton et al., 2009).
Interestingly, although studies show academics to consistently report engaging in suppression of emotions, the reported reasons for this behavior vary considerably. While some academics do so for moral reasons, such as caring for their students (Hagenauer and Volet, 2014b) or fostering students’ social and emotional development (Gates, 2000a), for others emotion suppression is motivated by the belief that students are customers who need to be satisfied (Constanti and Gibbs, 2004). In a qualitative study of 54 U.K. university lecturers, Ogbonna and Harris (2004) found that the participants performed surface-acting emotional labor more commonly than deep-acting, with interactions with students or one’s superiors being particularly likely to elicit surface-acting behavior. The authors further observed the most commonly reported form of deep-acting by faculty to involve the active and conscious attempt to arouse a given emotion. By contrast, Zhang and Zhu (2008) in a survey of 164 Chinese university lecturers found that, of the three dimensions of emotional labor, participants engaged the most in deep-acting and the least in surface-acting. The authors assert that this finding could be due to a prominent Chinese mentality of thinking through emotions and viewing teachers as parents who care for and nurture their students by trying to display appropriate emotions. The findings from the present review suggest that academics consistently engage in emotional labor aimed at 1) constructing an optimal learning environment, 2) nurturing positive student–teacher relationships, 3) serving as role models for their students, or 4) satisfying students and benefitting their post-secondary institutional expectations (Gates, 2000a; Gates, 2000b; Constanti and Gibbs, 2004; Hagenauer and Volet, 2014b).
Studies have further examined the empirical links between emotional labor and well-being as well as employment outcomes in academics (Pugliesi, 1999; Ogbonna and Harris, 2004; Mahoney et al., 2011; Berry and Cassidy, 2013) including personal well-being outcomes such as work stress, psychological distress, and burnout as well as job-related outcomes such as job satisfaction, affective commitment, and career advancement. As for personal well-being consequences, research on post-secondary faculty has found faking of emotions to lead to greater job stress and psychological distress (Ogbonna and Harris, 2004). Additionally, the requirement to suppress job-related stress and negative emotions has been linked to the experience of frustration (Constanti and Gibbs, 2004). Similarly, a study of 2,069 U.S. academics (i.e., faculty and general university staff; Pugliesi, 1999) found self-focused emotional labor (e.g., deep-acting) to be less detrimental for job stress and psychological distress than other-focused forms of emotional labor (e.g., attempting to help coworkers feel better about themselves).
Similarly, Mahoney et al. (2011) found genuine expression of negative emotions, faking positive emotions, and suppressing negative emotions to predict greater emotional exhaustion, whereas genuine expression of positive emotions, faking negative emotions, and suppressing positive emotions predicted lower emotional exhaustion. Likewise, Zhang and Zhu (2008) compared the effects of deep-acting and surface-acting strategies in a sample of 164 Chinese university teachers and found that deep-acting predicted lower burnout, whereas surface-acting predicted greater burnout. These findings are aligned with studies of school teachers showing comparable links between emotional labor and burnout (e.g., Näring et al., 2006; Lorente Prieto et al., 2008) and underscore the potential consequences of emotional labor for personal well-being in faculty.
Additionally, research indicates that emotional labor may correspond with job satisfaction in faculty members, with the relations varying depending on the context and type of labor involved. For instance, Berry and Cassidy (2013) found that although university lecturers reported high levels of emotional labor, they nevertheless felt satisfied with their jobs. A possible explanation for this contradictory finding is that the sample of university lecturers reported that they felt they had some job autonomy. As feelings of job autonomy and control tend to predict better job satisfaction (e.g., Thompson and Prottas, 2006), it is possible that this aspect of faculty members’ occupational environment may have mitigated the otherwise negative effects of high emotional labor levels. In contrast, Pugliesi (1999) found that performing self-focused and other-focused emotional labor negatively predicted job satisfaction. Similarly, Mahoney et al. (2011) found genuine expression of negative emotions to predict lower job satisfaction, with genuine expression of positive emotions instead contributing to greater job satisfaction and affective commitment. These authors also found that faking positive emotions and suppressing negative emotions were negatively linked to job satisfaction, whereas faking negative emotions was positively related to job satisfaction.
Additionally, greater emotional labor was reported to benefit faculty with respect to organizational rewards such as career progression (Ogbonna and Harris, 2004). A quotation from a university teacher is illustrative: “It’s about image—creating a brand of “me.” In my place careers are built on teaching portfolios. If you can create an image of yourself as a brilliant teacher—you’ve got it made. I have no problem with faking concern about students if it gets me another increment (point)” (Ogbonna and Harris, 2004, p. 1197). Although career growth has generally been linked to higher levels of job satisfaction and commitment (e.g., Maia et al., 2016), the sample of U.K. lecturers assessed by Ogbonna and Harris (2004) found high levels of emotional labor due to occupational expectations to correspond with low levels of job satisfaction. Ogbonna and Harris (2004) further found academics to report engaging in emotional labor to contribute to feeling a lack of collegiality and teamwork due to diminished social interaction and a corresponding lack of emotional support from colleagues. These findings are, in general, consistent with studies of school teachers that link higher levels of emotional labor to greater burnout, job dissatisfaction, and health problems (e.g., Kinman et al., 2011; Wrobel, 2013).
DISCUSSION
Summary of Review Findings
Post-secondary academic employment poses various stressors for faculty members who are expected to ensure high quality teaching, research, and service in an evolving occupational context. However, despite the emotion laden nature of academic work, there is remarkably little research on the emotional experiences of post-secondary faculty with respect to coping, emotion regulation, and emotional labor processes. Given the significance of these topics for well-being and academic performance, efforts to improve workplace quality in post-secondary institutions should not only emphasize academics’ teaching, research, and service behaviors, but also how they deal with their emotions. As such, the topics of coping, emotion regulation, and emotional labor merit a more prominent niche in studies of academics. To address this research gap, the present paper reviewed the fragmented empirical literature pertaining to the strategies used by post-secondary faculty to cope with stress and regulate their emotions as organized according to the process model of emotion regulation (Gross, 1998a; Gross, 1998b) and emotional labor theories (Hochschild, 1983; Ashforth and Humphrey, 1993; Grandey, 2000).
There is growing evidence that the academic work has been intensified as a result of the substantial changes to the context of higher education (e.g., Biron et al., 2008; McAlpine and Akerlind, 2010). Consequently, in order to adequately meet the multiplicity of organizational and occupational demands, faculty are required to show or exaggerate some emotions as well as minimize or suppress the expression of other emotions (Ogbonna and Harris, 2004). Findings from these few studies suggest that academics regularly attempt to not only control their emotions in stressful educational settings, but also to display appropriate emotional responses even if the response is inauthentic. In other words, although published research has consistently established the link between greater emotional inauthenticity (i.e., surface-acting) and lower employee well-being, post-secondary faculty nonetheless regularly perform this type of emotional labor as part of their emotion-related job expectations and their potential benefits for student development and learning.
The findings of the present review, albeit from a limited empirical basis, reveal that post-secondary faculty adopt a variety of coping and emotion regulation strategies. This scant evidence further indicates that the coping and regulatory strategies academics employ have implications for their well-being as well as performance. More specifically, cognitive reappraisal, problem-solving, and social support were found to be adaptive in helping academics reduce stress and maintain their well-being. Conversely, study findings revealed emotion suppression to be prevalent yet have mixed effects among post-secondary faculty, with suppression showing both benefits (e.g., achieving teaching and learning goals, fostering positive interactions with students; Constanti and Gibbs, 2004; Gates, 2000b; Hagenauer and Volet, 2014b) as well as negative effects for academics (e.g., maintaining and intensifying negative emotions; Hagenauer and Volet, 2014b). As an illustration, the university teachers interviewed in Hagenauer and Volet (2014b) study indicated that they “boil underneath” if they tried to completely conceal their emotions. Similarly, maladaptive coping responses such as escape, social isolation, and submission were found to be detrimental for psychological and behavioral outcomes in post-secondary faculty (Brown and Speth, 1988; Lease, 1999; Dunn et al., 2006; Mark and Smith, 2012; Kataoka et al., 2014).
Additionally, the evidence from limited studies shows emotional labor in post-secondary faculty to have potentially negative consequences for their psychological and occupational well-being. Specifically, when engaging in surface-acting emotional labor, the disparity between truly experienced emotions and external expressions corresponds with higher psychological strain. Further, faculty who reported performing more emotional labor experienced higher levels of job stress, were at a greater risk of developing burnout, and were less satisfied with their work (Pugliesi, 1999; Constanti and Gibbs, 2004; Ogbonna and Harris, 2004; Mahoney et al., 2011). Nevertheless, post-secondary faculty do report viewing emotional labor as an intrinsic element of their academic work (Berry and Cassidy, 2013), suggesting positive links between emotional labor and job satisfaction. Additionally, some evidence suggests that emotional labor may not be entirely detrimental for faculty as it can be perceived by students and others as conveying professionalism and objectivity in the classroom, potentially resulting in career benefits (e.g., better teaching evaluations; Ogbonna and Harris, 2004). Furthermore, evidence of job satisfaction despite high levels of emotional labor (Berry and Cassidy, 2013) suggests that fulfilling the emotional demands of faculty position does not necessarily come at the expense of job satisfaction. In conclusion, given the pivotal role of academics in knowledge creation and instruction (e.g., Atkins et al., 2002), impaired well-being and performance among faculty has clear implications for quality of academic work, student development, and institutional efficacy (Lease, 1999; Gillespie et al., 2001).
Implications of Faculty Emotion Regulation and Emotional Labor
In sum, the findings presented underscore the importance of continued research on the varied types of coping strategies, emotion regulation behaviors, and emotional labor approaches used by faculty in response to academic challenges given clear links to both personal well-being and employment outcomes. Moreover, these findings suggest that post-secondary administrators and support personnel (e.g., department heads, faculty workshop coordinators) are well-advised to raise faculty awareness of the implications of their emotion regulation strategies, and highlight the need for further investigation into avenues for enhancing faculty coping and regulatory skills. Indeed, promoting adaptive emotion regulation is necessary for successful job performance and can help academics deal more effectively with stress and emotions, and thus directly decrease the level of job stress and indirectly protect their well-being and productivity. By implication, stress reduction and health protection in post-secondary faculty could be achieved not only by decreasing work demands, but also by developing their personal resources such as coping and emotion regulation skills (Gates, 2000b; Zhang and Zhu, 2008; Regan et al., 2012; Kataoka et al., 2014). University administrators aiming to equip faculty with effective regulatory skills and promote well-being are encouraged to develop related orientation content for new faculty, developing counselling and mental health support for faculty in general, as well as improving training for administrators to better identify and respond to mental health concerns in faculty.
Additionally, university administrators, policy makers, and faculty development programs are ideally positioned to understand the emotional aspects of their primary institutional resources’ work (Gmelch et al., 1984). These stakeholders are thus especially encouraged to take active steps in developing and implementing interventions to raise academics’ awareness regarding coping and emotion regulation strategies and their associated consequences, to promote coping and emotion regulation skills, and to foster academics’ use of effective strategies for improving faculty well-being and performance. Despite the lack of research on academics, research evidence from other occupational groups (e.g., teachers) raises the possibility that training post-secondary faculty to develop more adaptive coping and emotion management skills might result in favorable outcomes that will, by extension, benefit the academic institutions (Kotsou et al., 2011). For example, empirical evidence across occupational settings consistently demonstrates the efficacy of cognitive reappraisal stress management interventions such as cognitive behavioral therapy (CBT; for meta-analytical summaries, see Kim, 2007; Richardson and Rothstein, 2008; Van der Klink et al., 2001). Additionally, mindfulness-based stress reduction (MBSR) programs show a range of cognitive (e.g., enhanced working memory and attention), psychological (i.e., improvements in emotion regulation skills and self-efficacy, decrease in stress, anxiety, emotional exhaustion, and depression as well as increase in positive emotions) and physiological benefits (i.e., improved immune function) among K-12 students and teachers (e.g., Napoli et al., 2005; Poulin et al., 2008; Roeser et al., 2012), university students (Freeman et al., 2015; Ford et al., 2018), other occupational groups (e.g., Janssen et al., 2018), as well as general population (e.g., Davidson et al., 2003; Hölzel et al., 2011).
As such, post-secondary administrators are recommended to consider integrating CBT and MBSR interventions into faculty development programs to facilitate adaptive emotion regulation, well-being, and performance in faculty members. Increased health and well-being among post-secondary faculty should, in turn, lead to greater occupational engagement and satisfaction as well as lower levels of faculty burnout and attrition. Increased faculty well-being should also support the formation of positive relationships with students that, in turn, promote students’ sense of belonging, engagement, learning, and achievement. Nonetheless, given research findings showing mindfulness training to be inappropriate for chronically stressed individuals due to negative effects of chronic stress on sustained attention and complex thought processes (e.g., Sapolsky, 1994; Arnsten, 1998), it is possible that CBT or MBSR may be ineffective for the chronically stressed faculty they are intended to serve. Hence, it is incumbent on administrators to also focus on long-term improvements to academic work environments to make them less emotionally demanding by reducing workloads (e.g., excessive teaching responsibilities faced by non-tenure-track faculty; Baldwin and Wawrzynski, 2011), facilitating balance between academic responsibilities (e.g., teaching releases to offset research or administrative demands; Stupnisky et al., 2015), clarifying role expectations (e.g., tenure expectations), as well as providing effective physical and mental health resources (e.g., gym memberships, vacation time) and stress management workshops (Gillespie et al., 2001).
With respect to the present findings concerning emotional labor strategies, this review further suggests that higher education institutions are well-advised to encourage deep-acting strategies and discourage surface-acting as part of existing professional development initiatives aimed at improving teaching effectiveness. Moreover, given that social support was consistently found to protect faculty against job stress, institutional efforts to promote faculty collegiality (e.g., regular social events, departmental lecture series) as well as develop collaborative work spaces, team teaching initiatives, and faculty mentorship programs should contribute to greater connectedness, enhanced well-being, and improved teaching and research productivity.
Empirical evidence demonstrates the beneficial effects of such initiatives. For instance, studies of faculty members have shown implementation of mentorship programs to result in favorable outcomes such as higher retention rates, improvement in self-perceived abilities, and higher academic success rates as measured by number of peer-reviewed publications, leadership and professional activities, honors, and awards (Zeind et al., 2005; Ries et al., 2012; Jackevicius et al., 2014). Additionally, existing studies highlight the potential benefits of team teaching initiatives for faculty members, including deepened pedagogical knowledge, improvements in teaching skills and effectiveness, higher motivation to teach, overcoming feelings of isolation by creating a sense of community, and enhanced conflict management skills (Robinson and Schaible, 1995; Cohen and DeLoise, 2002; Kluth and Straut, 2003; Lester and Evans, 2008). Furthermore, social activities have been shown to foster integration and social cohesion in faculty members (Lindholm, 2003) and particularly among pre-tenure faculty (Fleming et al., 2016).
Limitations and Future Directions
The methodologies of the studies reveiwed had multiple limitations, many of which were recognized by authors of the respective studies. Firstly, 12 of the 22 studies employed only quantitative analyses and thus failed to capture the full complexity of academics’ lived experiences concerning their challenges and emotion regulation otherwise afforded by qualitative protocols (Creswell and Creswell, 2017). Second, the few studies that investigated emotion regulation among faculty focused largely on negative emotions such as anger, burnout, and stress, thus neglecting the potential benefits of upregulation of positive emotions on well-being and performance (Fredrickson, 2000; Fredrickson, 2001; Folkman, 2008; Fredrickson, 2013; Quoidbach et al., 2015). Third, the majority of the studies focused on how academics regulate their teaching-related emotions, thereby neglecting various other domains of academic work such as research, service, or administration. Considering recent empirical evidence regarding the domain specificity of emotional experiences in post-secondary faculty (e.g., teaching vs. research; Stupnisky et al., 2014), future studies are encouraged to explore the strategies academics employ to regulate their emotions in domains other than teaching.
Fourth, a majority of the studies reviewed drew on populations from single organizations thus raising concerns of generalizability to academics at large. Hence, future studies are encouraged to draw on larger numbers of academics from varied institution types (e.g., colleges, trade schools, universities; teaching vs. research intensive schools) to better ascertain the external validity of the study findings. Relatedly, although the studies reviewed were conducted across several countries (e.g., U.K., U.S., Canada, Australia, Japan), there are to date insufficient studies conducted within a given cultural context or geographical setting to allow for generalizations as to how cultural or geographic differences may moderate the prevalence and effects of emotion regulation and coping in faculty. Fifth, all but two studies (Constanti and Gibbs, 2004; Gates, 2000a; Gates, 2000b) employed exclusively self-report measures that are susceptible to response biases warranting that future research also investigate academics’ coping and emotion regulation strategies using more objective assessments such as observations, experience sampling, and physiological markers (Spector, 2006; Paulhus and Vazire, 2007; Pekrun and Bühner, 2014).
Finally, given that multiple studies reported data from aggregate samples that included both faculty and non-faculty participants (e.g., researchers, administrators, see Amatea and Fong-Beyette, 1987; Gillespie et al., 2001), it was not possible in these studies to more closely examine factors that pertain specifically to post-secondary faculty (e.g., thesis supervision, tenure pressures). Accordingly, further research on stress management and emotion regulation in post-secondary faculty specifically, as well as further differentiation between disparate types of faculty employment (e.g., non-tenure-track vs. tenure-track employment; Hall, 2019), are needed to better examine the role of coping, emotion regulation, and emotional labor among faculty in the context of modern academic employment.
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