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Abstract 

Most research analysing the relationship between self-concept and procrastination in the 

academic environment has tried to identify those associated factors that concern how the 

individual perceives him/herself, the acquired competences and coping skills in terms of the 

academic results obtained. However, a positive self-concept may be one of the most important 

elements in achieving adequate personal, emotional and social functioning. The present research 

aims to provide evidence on the value of self-concept as a regulator of academic procrastination, 

based on the partial least squares (PLS-SEM) path model approach. A total of 723 pre-service 

teachers participated in the study. The distribution of gender were: 569 females (78.10%) and 

154 male (21.90%), with a mean age of 22.32 years (±5.50).  The instruments used were: Self-

Concept Questionnaire Form (AF-5) and Academic Procrastination Scale (EPA). The results 

showed that self-concept is significantly related to academic self-regulation and inversely related 

to procrastination. The practical consequences suggest preventing through structural strategies 

those psychosocial factors for the acquisition of competences related to self-concept as a 

transversal measure in the improvement of self-regulation, procrastination and academic 

performance of pre-service teachers. 

Keywords: self-concept; self-regulation; academic procrastination; pre-service teachers; 

academic achievement. 

Introduction 

One of the most significant characteristics 

regarding the change of paradigm in the 

higher education of pre-service teachers has 

been the search for the complementarity of 

theoretical-practical, systematic, adjusted, 

extensive, ambitious and comprehensive 

learning, as part of the objectives of the 

European Convergence process (Teixeira et 

al., 2019). Regardless of the university 

speciality studied, the aspiring teachers 

throughout the training process must face 

different obstacles, which include 

behavioural, cognitive and affective 

elements, which will affect both the 

performance of the tasks and also the self-

concept and motivation of each individual 

(Berinšterová et al., 2021; Méndez, 2021). 

The present research aims to establish the 
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relationship between self-concept and 

procrastination in the performance of pre-

service teachers as a consequence of their 

competence development. More 

specifically, the competences related to 

organisation, planning and self-regulation 

for the achievement of academic objectives 

(Chávez-Becerra et al., 2020). This 

relationship would be conditioned by the 

factors involved in the process of learning, 

development and academic performance, in 

order to evaluate those indicators of 

academic success. Attention will also be 

paid to those indicators of student 

procrastination and demotivation. Self-

concept is situated within the internal 

personal factors, highlighting its incidence 

within learning and school performance. 

Self-concept 

Self-concept has been defined as the set of 

perceived characteristics, attributions and 

valuable judgements that a person has of 

him/herself in relation to the context (García 

& Musitu, 2014). These can be both 

descriptive and evaluative. In the university 

context, it has been conceptualised as the 

organised and stable structure, projected into 

a way of doing, based on one's own skills 

and acquired competences to solve tasks 

(Lee et al., 2018), related to decision-making 

(Duru & Balkis, 2017), academic 

performance (Méndez, 2021) and the 

adaptation to the university context (Ibarra-

Aguirre & Jacobo, 2016). From this 

perspective, the Cognitive-Social Theory of 

Bandura (1987) considers that a person's 

perception of him/herself can significantly 

condition his/her possibilities, both in 

academic development and in the 

development of all dimensions of his/her life 

(Guerrero et al., 2022). Some research 

suggests that the multidimensionality of the 

student's self-concept (academic, family, 

emotional, social and physical) directly 

influences the theoretical and practical 

management of the university career 

(Gedda-Muñoz et al., 2021; Mattingly et al., 

2020). Academic self-concept will act as an 

empowerment between academic 

performance and attitudes (Veas et al., 

2019), underpinned by two aspects: self-

assessment and skills that one may have in 

that context. Similarly, a positive self-

concept will be the basis for the good 

personal, social and academic functioning of 

the individual, achieving a cognitive and 

emotional balance of the student, based on a 

favourable perception of him/herself. On the 

other hand, those aspects that affect the 

development of self-concept will condition 

the socio-affective elements related to 

confidence and personal motivation when it 

comes to putting off tasks, as well as 

regulating academic training (Westgate et 

al., 2017). 

In this order of ideas, it is coherent to argue 

that it is the academic self-concept, related 

to procrastination, which has the greatest 

impact on the academic development of 

students. In other words, the way in which 

the person perceives and values themselves 

clearly impacts on the way they face 

theoretical and practical tasks (Möller et al., 

2020), 2020), realising strengths and 

weaknesses in relation to the context, with 

feedback in the student's behaviour, where 

he/she will feel more or less competent and 

motivated in the achievement of the 

proposed objectives (Campbell et al., 1996). 

Different research has shown that university 

students with a positive self-concept are able 

to cope, from an organised perspective, with 

the excessive load of theoretical-practical 

activities (Möller et al., 2020; Montoya-

Londoño et al. 2019; Palacios-Garay & 

Coveñas-Lalupú, 2019). 

Procrastination or the tendency to 

put off the task without justification 

Procrastination represents an unquestionable 

variable in the analysis of university 

realities, relating to the behavioural 

tendency to unjustifiably put off compulsory 

and necessary tasks (García & Musitu, 
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2014). This is due to a lack of organisation 

and coping skills, triggering negative 

consequences in the student's academic 

development (Mejía et al., 2018). Even 

despite anticipating a negative consequence 

due to this delay, procrastination is 

characterised by short-term gains and long-

term losses (Chen & Feng, 2022; Unda-

López et al., 2022). Different research 

argues that procrastination may be due to 

strategies to protect against failure and lack 

of motivation (Duru & Balkus, 2017). Other 

research argues that it may be due to 

excessive task load and adaptive process to 

the university context (Gavín-Chocano & 

Molero, 2020; Westgate et al., 2017), where 

future teachers will have to acquire different 

competences that allow them to fulfil 

academic responsibilities. These are related 

to academic self-regulation or other 

avoidance behaviours, such as unjustified 

non-compliance with activities (Duru & 

Balkus, 2017). 

Among studies on procrastination, we find 

that 50% of university students have 

procrastination problems. It is estimated that 

80-95% of students suffer from 

procrastination at some point in their lives 

(Gustavson & Miyake, 2017). The worst 

thing about procrastination is that one is 

fully aware of the unnecessary delays and 

fails to avoid them, resulting in a failure of 

self-regulatory mechanisms, which will lead 

to negative emotional consequences related 

to the completion of the task, as it is 

considered boring.  

With regard to the relationship between 

procrastination and self-concept, different 

studies have pointed out the relationship 

between these variables in the training of 

pre-service teachers, due to the fact that, 

during their training, they must acquire 

different competences for the exercise of 

their profession. That is, acquiring an 

effective and productive lifestyle, under a 

positive perception to meet the commitments 

and goals set (Kim et al., 2016; Li et al., 

2020; Rusdi et al., 2020). 

In the current context of higher education, 

the interest aroused by the knowledge of 

those internal factors, such as self-concept, 

has based its development on those 

dimensions related to the perception that 

university students have of themselves, 

focusing its analysis on the characteristics of 

learning, self-control and academic self-

regulation (Clem et al., 2018). However, 

there is little evidence on students' 

procrastination and self-concept, perceived 

competencies and other internal, protective 

and enhancing factors for increased 

motivation and pursuit of personal goals and 

objectives (Hansen & Henderson, 2019). 

This study addresses the predictive value of 

self-concept, through its dimensions 

(academic, social, emotional, family and 

psychological) with procrastination through 

its dimensions (academic self-regulation and 

academic procrastination) of university 

students, future teachers (See Figure 1), 

consistent with different research that relate 

both constructs (Pichen-Fernández & Turpo 

Chaparro, 2022; Sidiq et al., 2020), where 

concern about negative evaluation and low 

self-concept as a determinant of 

procrastination was evidenced. Similarly, 

self-concept, as an internal factor regulating 

behaviour, can be externalised through 

procrastination behaviour (Margareta & 

Wahyudin, 2019; Popowiranta et al., 2019). 

Based on this theoretical model, the research 

aims to determine the predictive and 

multidimensional value of self-concept in 

relation to procrastination (academic self-

regulation and procrastination in prospective 

teachers). 

The following hypotheses are considered 

here: 

Pre-service teachers need to acquire 

different competences that enable them to 

meet their academic responsibilities. These 

will be related to self-regulation of learning 

or other avoidance behaviours, such as non-
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compliance or putting off activities or 

procrastination (Duru & Balkus, 2017). 

- H1: Within the multidimensionality 

of self-concept, academic self-

concept will be positively related to 

self-regulation; and negatively 

related to procrastination. 

Different research considers that the 

perception people have of themselves will 

condition their ability and motivation to 

achieve their goals, whether they are positive 

or not (Domínguez et al., 2019). 

- H2: A higher global self-concept 

will be a predictor of greater 

motivation towards tasks. 

The resulting evidence from different studies 

argues that the procrastination of pre-service 

teachers is related to task attraction or not, 

motivation, improvement, uncertainty, fear 

of failure (Zarick & Stonebraker, 2009). 

These variables are strongly related to 

academic, social, emotional and family self-

concept, and physical self-concept is not a 

conditioning factor (Gedda-Muñoz et al., 

2021; Margareta & Wahyudin, 2019; 

Mattingly et al., 2020). 

- H3: Self-concept variables 

(academic, social, emotional and 

family) will enter into the 

prediction model of procrastination 

(self-regulation and academic 

procrastination). 

 

Figure 1. Proposed Theoretical Model 

Method 

Participants 

The sample is composed of 723 university 

students, who are pre-service teachers. They 

belong to the Faculty of Humanities and 

Educational Sciences of Jaén (Spain). 

Incident non-probabilistic sampling was 

used for their selection. The distribution of 

participants by gender is as follows: 569 are 

women (78.10%) and 154 men (21.90%), in 
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line with the gender ratio in education 

degrees in Spain. The age range was 

between 18 and 53 years, with an average 

age of 22.32 years (±5.50). 

Instruments 

Self-Concept Questionnaire Form 5 (AF-5), 

developed by García and Musitu (2014). A 

7-point Likert-type scale (1 to 7 points) was 

used. The questionnaire consists of 30 items, 

including academic, social, emotional, 

family and physical self-concept. The study 

conducted by the authors obtained a 

reliability of α=.815. In the present study, the 

reliability of each factor is as follows: 

academic self-concept, α=.815 and ω=.862; 

social self-concept α=.845 and ω=.855; 

emotional self-concept, α=.829 and ω=.832; 

family self-concept, α=. 851 and ω=.857; 

physical self-concept, α=.759 and ω=.781. 

The final sum of the items of each of the 

factors (academic, social, emotional, family 

and physical self-concept), indicates a 

higher or lower self-concept of the student.  

Academic procrastination scale (EPA) from 

Busko (1998), adapted by (Domínguez-Lara 

et al., 2014), which consists of 12 items, 

which allows for the evaluation of academic 

self-regulation (9 items) and academic 

procrastination (3 items). A 7-point Likert-

type scale (1 to 7 points) has been used. It 

can be applied individually or in groups, 

with an average time between 8 and 12 

minutes. The study carried out by the authors 

obtained a reliability of α=.80. In the present 

study, the reliability of each factor is as 

follows: academic self-regulation, α=.827 

and ω=.834; academic procrastination, 

α=.884 and ω=.897. The interpretation of the 

results is straightforward: a higher score 

means a higher presence of the assessed 

behaviour. 

Procedure 

The ethical guidelines promoted and 

encouraged by national and international 

regulations for conducting research with 

people were followed, through the use of 

informed consent form and the guarantee of 

confidentiality and anonymity of the data 

obtained. The instrument was administered 

individually through the Google platform 

(Google forms). The approximate response 

time for each subject was 30 minutes.  This 

research was approved by the Human 

Research Ethics Committee of the 

University of Jaén (code OCT.20/1.TES). 

Data analysis 

Descriptive statistics (means and standard 

deviations) were obtained, prior analysing 

the validity, reliability (Cronbach's alpha 

and Omega coefficient) and internal 

consistency of each instrument, through 

Confirmatory Factor Analysis (CFA), to 

verify the psychometric properties of the 

questionnaire and obtain the factor loadings 

of each item. The normality analysis was 

carried out using multivariate hypothesis 

testing ( the distribution of the set was 

multivariate normal, and each of the 

marginal variables met the criteria for 

univariate normality, but not vice versa), 

which resulted in a non-normal distribution. 

The analyses were performed using SPSS 

AMOS 25, jamovi software (The jamovi 

Project, 2020) in its Version 1.2 and 

SmartPLS (version 3.3.6). In relation to the 

coefficients considered in this study, the 

Chi-square test (χ2), the degrees of freedom 

(gl) and the CFI, GFI, SRMR and RMSEA 

fit indices were used. In this regard, χ2 

should be understood from the ratio in 

relation to the degrees of freedom (χ2/gl), 

where the values should be between 2 and 5. 

The comparative fit index (CFI) estimates 

the relative fit of the observed model, whose 

value should be above .90 which indicates a 

good fit. Similarly, the goodness-of-fit index 

(GFI), above .90, indicates the proportion of 

variance and covariance of the model data. 

Similarly, the standardised root mean square 

residual (SRMR), standardised means of the 

residuals, i.e. the difference between the 

observed and model matrix, which is less 
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than .10, indicates a good model fit. The root 

mean square error of approximation per 

degree of freedom (RMSEA), as a measure 

of discrepancy, should have results below 

.08 (Kline, 2015). In all cases a 95% 

confidence level was used (significance 

p<.05). 

Results 

First of all, we checked whether the data 

assumed normality by performing Mardia's 

multivariate test to contrast the skewness 

and kurtosis of the observed variables. This 

showed that the data did not follow a normal 

distribution. The assumptions of 

multicollinearity, homogeneity and 

homoscedasticity were analysed to verify 

that the resulting distribution met the criteria 

of dependence between variables. 

From the data obtained with each of the 

instruments (Table 1), a Confirmatory 

Factor Analysis (CFA) was performed to 

verify the validity and internal structure of 

each item. 

 

Table 1.  Factor loadings 

Latent factor Indicato

r 

α ω Estimator SE Z P β AV

E 

CR 

           

Academic self-concept A1 .85 .85 .460 .0728 6.32 < .001 .564 .514 
.86

1 

 A6 .81 .82 .859 .0789 
10.8

8 
< .001 .843   

 A11 .84 .84 .703 .0940 7.48 < .001 .647   

 A16 .85 .85 .648 .0938 6.91 < .001 .604   

 A21 .82 .82 .895 .0899 9.96 < .001 .796   

 A26 .82 .83 .752 .0749 
10.0

4 
< .001 .800   

Social self-concept S2 .77 79 1.321 .1029 
12.8

4 
< .001 .930 .505 

.85

5 

 S7 .83 .85 .641 .0930 6.90 < .001 .594   

 S12 .79 .81 1.303 .1309 9.95 < .001 .787   

 S17 .84 .85 .458 .0785 5.83 < .001 .518   

 S22 .84 .85 .972 .1438 6.76 < .001 .588   

 S27 .80 .82 1.081 .1130 9.57 < .001 .763   

Emotional self-concept E3 .80 .81 .839 .1150 7.28 < .001 .651 .452 
.83

2 

 E8 .80 .81 .885 .1201 7.35 < .001 .657   

 E13 .80 .80 1.064 .1432 7.46 < .001 .666   

 E18 .80 .81 .958 .1291 7.45 < .001 .662   

 E23 .79 .80 1.127 .1453 7.78 < .001 .684   

 E28 .79 .80 1.207 .1480 8.13 < .001 .710   

Familiar self-concept F4 .82 .83 1.056 .1397 7.56 < .001 .661 .501 
.85

6 
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 F9 .83 .84 .846 .1072 7.89 < .001 .675   

 F14 .83 .85 .747 .1160 6.45 < .001 .580   

 F19 .83 .84 .810 .1024 7.91 < .001 .675   

 F24 .81 .82 1.087 .1039 
10.4

6 
< .001 .828   

 F29 .82 .82 .817 .0821 9.96 < .001 .798   

Physical self-concept Ph5 .79 .80 .414 .1501 2.76 .006 .264 .389 
.76

9 

 Ph10 .73 .77 .699 .1735 4.03 < .001 .390   

 Ph15 .71 .74 .958 .1294 7.40 < .001 .641   

 Ph20 .70 .73 1.306 .1310 9.97 < .001 .797   

 Ph25 .70 .75 .877 .1622 5.41 < .001 .498   

 Ph30 .69 .71 1.163 .0992 
11.7

2 
< .001 .905   

Academic procrastination Pro1 .94 .95 1.18 .1461 8.12 < .001 .667 .749 
.89

7 

 Pro6 .77 .76 1.59 .1170 
13.6

2 
< .001 .964   

 Pro7 .78 .78 1.59 .1231 
12.9

2 
< .001 .934   

Academic self-regulation Sr2 .80 .81 .989 .1334 7.41 < .001 .650 .461 
.79

8 

 Sr3 .81 .82 .790 .1336 5.91 < .001 .537   

 Sr4 .82 .83 .505 .1202 4.20 < .001 .397   

 Sr5 .80 .80 1.000 .1153 8.68 < .001 .731   

 Sr8 .81 .82 .567 .1036 5.48 < .001 .504   

 Sr9 .80 .81 .875 .1250 7.00 < .001 .620   

 Sr10 .82 .82 .484 .0996 4.86 < .001 .457   

 Sr11 .79 .79 .947 .0945 
10.0

2 
< .001 .810   

 Sr12 .81    .82 .600 .0886 6.77 < .001 .602   

           

Note. AF5: Self-Concept Questionnaire (academic, 

social, emotional, family and physical); Academic 

Procrastination Scale (academic procrastination and 

academic self-regulation); SE: Standardised error; 

Z: Z-value in the estimate; p: p-value of Z estimate; 

β: Standardised estimate; AVE: Average Variance 

Extracted; CR: Composite Reliability. 

 

Self-Concept Questionnaire (AF-5). The 

factor loadings for the items of this scale 

presented an adequate fit (Hair et al., 2021), 

χ2/df = 2.639, with CFI = 0.921, SRMR = 

.048, RMSEA = .069. The reliability of this 

scale was Cronbach's α = .904 and 

McDonald's ω = .909. 

Academic Proscratination Scale. Factor 

loadings for the items of this academic 
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procrastination and self-regulation scale 

showed a moderate fit (Hair et al., 2021), 

χ2/df = 2.547, with CFI = .902, SRMR = 

.057, RMSEA = .078. The reliability of this 

scale was Cronbach's α = .691 and 

McDonald's ω = .712. 

 

Structural Model 

In order to analyse the robustness of the 

factor loadings and the significance between 

variables, the Bootstrapping procedure was 

used with 2000 subsamples (Hair et al., 

2021), which resulted in the structural model 

(Figure 2). The latent variables considered in 

this research are reported in this model. As 

the predictive significance R² indicates, 

43.5% of the variance of Academic 

Procrastination and 47.4% of the variance of 

Academic Self-Regulation, explained by the 

self-concept variables (academic, social, 

emotional and family), which form the 

model. In this regard, R² values above .67 

indicate a substantial model fit, and above 

.33 a moderate fit (Chin, 1998), with a root 

mean square error (SRMR) of .078. An 

SRMR value < .08 is considered acceptable 

and SRMR < .05 is considered optimal 

(Chin, 1998). Therefore, the overall 

predictive value of the model was adequate. 

Figure 2. Reliability and validity of the 

model 
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Table 2 presents Cronbach's alpha, Omega 

coefficient, external loadings and composite 

reliability index (CFI) scores. In relation to 

the convergent validity obtained through the 

estimation of the average variance extracted 

(AVE), the values must be greater than .5, 

according to the criteria of Becker et al. 

(2018). That is, a high value of (AVE) will 

have a better representation of the loading of 

the observable variable. 

 

Table 2. Convergent validity. 

Variable α ɷ 

Composite 

Fiability Index 

(CFI) 

Rho_A 

Average 

variance 

extracted 

(AVE) 

 

Academic self-concept 

Emotional self-concept 

Familiar self-concept 

Social self-concept 

Academic self-regulation 

Academic procrastination 

 

.85 

.83 

.85 

.84 

.82 

.88 

 

.85 

.83 

.85 

.85 

.83 

.89 

 

 

.893 

.872 

.892 

.885 

.869 

.930 

 

.890 

.868 

.869 

.881 

.847 

.887 

 

.583 

.532 

.580 

.567 

.429 

        .816 

Note: (1) Cronbach's alpha coefficient = α, Omega Coefficient = ɷ. 

 

The discriminant validity (Table 3) used to 

verify that the indicators of the latent 

construct are not related to the inadequate 

constructs, shows the difference between the 

latent variable with the highest value with 

the rest of the variables. The square root of 

the mean variance extracted (Martínez & 

Fierro, 2018), where the criteria are met, is 

indicated in bold (Martínez & Fierro, 2018). 

 

Table 3. Discriminant validity 

Variable      1          2     3    4    5 6 

1. Academic self-concept 

2. Emotional self-concept 

3. Familiar self-concept 

4. Social self-concept 

5. Academic self-regulation 

6. Academic procrastination 

.763 

.197 

.294 

.415 

.646 

-.341 

 

.730 

.280 

.391 

.036 

-.287 

 

 

.762 

.481 

.354 

-.335 

 

 

 

.753 

.370 

-.289 

 

 

 

 

.655 

-.588 

 

 

 

 

 

.903 

 

Discriminant validity (Table 4) was analysed 

through the analysis of the cross-loadings of 

each of the latent variables and their 

respective observed variables. The loadings 

with their own variable were higher than 

with the rest of the variables (Ramírez-Asís 

et al., 2020). The criteria are met. 

 

Table 4. Cross-loadings (latent and observable variables). 

Variable 

Academic 

self-

concept 

Emotional 

self-

concept 

Familiar 

self-

concept 

Social 

self-

concept 

Academic 

self-

regulation 

Academic 

procrastination 
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A1 

A11 

A16 

A21 

A26 

A6 

E13 

E18 

E23 

E28 

E3 

E8 

F14 

F19 

F24 

F29 

F4 

F9 

S12 

S17 

S2 

S22 

S27 

S7 

Pro1 

Sr10 

Sr11 

Sr12 

Sr2 

Sr3 

Sr4 

Sr5 

Pro6 

Pro7 

Sr8 

Sr9 

.719 

.802 

.632 

.846 

.767 

.795 

.133 

.213 

.211 

.122 

.143 

.015 

.309 

.219 

.248 

.152 

.147 

.233 

.214 

.424 

.328 

.175 

.398 

.208 

-.393 

.432 

.463 

.334 

.425 

.451 

.350 

.499 

-.246 

-.274 

.373 

.463 

.206 

.042 

.194 

.191 

.141 

.187 

.810 

.702 

.721 

.726 

.765 

.643 

.392 

.146 

.100 

.166 

.401 

.116 

.359 

.203 

.283 

.475 

.354 

.116 

-.202 

.044 

.026 

-.055 

.055 

.185 

-.057 

.058 

-.300 

-.280 

-.120 

-.011 

.268 

.272 

.112 

.348 

.090 

.120 

.186 

.314 

.255 

.344 

.060 

.107 

.710 

.764 

.840 

.784 

.745 

.720 

.315 

.377 

.376 

.313 

.491 

.217 

-.205 

.256 

.232 

.223 

.299 

.322 

.291 

.162 

-.343 

-.368 

.155 

.174 

.423 

.245 

.309 

.345 

.319 

.282 

.326 

.342 

.388 

.247 

.218 

.214 

.370 

.457 

.365 

.376 

.322 

.275 

.788 

.714 

.889 

.642 

.835 

.608 

-.181 

.369 

.183 

.181 

.264 

.421 

.158 

.243 

-.285 

-.325 

.225 

.166 

.504 

.634 

.336 

.574 

.381 

.373 

.078 

.042 

.056 

-.059 

.029 

-.049 

.196 

.369 

.371 

.209 

.153 

.245 

.171 

.412 

.331 

.166 

.294 

.163 

-.618 

.554 

.811 

.639 

.710 

.622 

.468 

.754 

-.486 

-.475 

.574 

.695 

-.259 

-.399 

-.152 

-.330 

-.124 

-.142 

-.291 

-.163 

-.150 

-.207 

-.245 

-.086 

-.350 

-.243 

-.267 

-.184 

-.277 

-.186 

-.266 

-.236 

-.227 

-.196 

-.252 

-.052 

.848 

-.208 

-.612 

-.323 

-.455 

-.393 

-.205 

-.504 

.935 

.925 

-.141 

-.424 

 

Table 5 shows the results of the hypothesis 

testing, following the criteria of Hair et al. 

(2021), where the causal relationship with 

the latent variables can be observed. The t-

test was obtained (values higher than 1.96 

indicate the consistency of the model). In 

this research, the results that showed a 

higher value were: Academic self-concept -

> Academic self-regulation: (β = .582, t = 

10.903 p<.001); Academic self-regulation -

> Academic procrastination: (β = -.659, t = 

7.323, p<.001); Emotional self-concept -> 

Academic procrastination: (β = -. 287, t = 

2.815, p<.001); Emotional self-concept -> 

Academic self-regulation: (β = -.172, t = 

2.720, p<.001); Social self-concept -> 

Academic self-regulation (β = .111, t = 

2.286, p<.001); Family self-concept -> 

Academic self-regulation (β = .178, t = 

2.062, p<.001). 
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Table 5. Path coefficient (standardised regression coefficient). 

Relationship between variables 

 Path 

coefficien

t (β) 

Standard 

deviation 

(σ) 

Estatistic 

t 

 

p 

 

Academic self-concept -> Academic self-regulation 

Academic self-concept -> Academic procrastination 

Emotional self-concept -> Academic self-regulation 

Emotional self-concept -> Academic procrastination 

Familiar self-concept -> Academic self-regulation 

Familiar self-concept -> Academic procrastination 

Social self-concept -> Academic self-regulation 

Social self-concept -> Academic procrastination 

Academic self-regulation-> Academic procrastination 

  

.582 

.147 

-.172 

-.287 

.178 

-.088 

.111 

.048 

-.659 

 

.053 

.095 

.095 

.106 

.086 

.108 

.087 

.103 

.090 

 

10.903 

2.542 

2.720 

2.815 

2.062 

.811 

2.286 

.473 

7.323 

  

*** 

*** 

*** 

*** 

*** 

.41

8 

*** 

.63

6 

*** 

Note: *=p<.05; **= p<.01; ***=p<.001. 

As can be observed, the model under study 

(see Table 5) obtained an R² = .435 and R² = 

.474 (moderate values); which implies that 

self-concept, through its dimensions, 

explains 43.5% of Academic Procrastination 

and 47.4% of Academic Self-regulation. 

Discussion 

The present study aimed to analyse the 

regulatory potential of self-concept on 

academic procrastination, and therefore 

academic performance, in accordance with 

previous studies (Selçuk et al., 2021; Suárez-

Perdomo et al., 2022). Specifically, attention 

was paid to different key competences in a 

teacher, related to organisation, planning and 

self-regulation for the achievement of 

academic goals (Chávez-Becerra et al., 

2020). 

Based on the findings obtained, in order to 

highlight the primary results, it has been 

corroborated that self-concept has been 

significantly related to academic self-

regulation. In this vein, other studies have 

been devoted to analyse the relationship 

between academic self-regulation and self-

efficacy (Alghamdi et al., 2020; Li & Zheng, 

2018; Zhou et al., 2022). Accordingly, it has 

been identified how procrastination is 

positioned as a universal phenomenon that is 

perceived by most individuals and in diverse 

settings. This prevalence of academic 

procrastination implies the need to document 

the potential factors that lead to it, and 

subsequently explore potential ways to 

reduce it.  

In any case, procrastination is inversely 

related to academic success and retention. 

Along these lines, Garzón-Umerenkova and 

Gil-Flores (2017), in a review of the impact 

of procrastination on dropout and retention 

in Higher Education, identified three types 
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of variables that condition this relationship: 

personal variables, institutional variables 

and circumstantial variables. In relation to 

the former, socio-demographic 

characteristics, individual resources and 

strategies that people have to face challenges 

and initiate self-regulation processes, as well 

as previous experiences in this respect, stand 

out; As for the second, reference is made to 

political and institutional conditions to 

promote success and reduce procrastination, 

academic variables such as the degree or 

assessment system and social factors related 

to accessibility to the system, through a 

scholarship system or similar; finally, the 

third refers to institutional interactions, 

student-teacher relationships and, 

especially, the contextual circumstances 

surrounding the individual. 

Several studies have also focused on 

educational policy and measures to promote 

academic success, as well as on teachers, 

affirming the importance of developing the 

ideal learning conditions to favour self-

regulated learning processes (de la Fuente et 

al., 2021; Dignath & Veenman, 2021). 

In this regard, self-concept is strongly 

influenced by the social context in which 

they develop, so it is necessary to consider 

all the variables that influence academic 

environments and their agents, such as 

students' personalities, teachers, academic 

level or other conditions that directly or 

indirectly impact academic performance 

(Baumann & Harvey, 2021). These other 

conditions that determine academic 

performance can lead to a variety of problem 

behaviours, such as difficulty in making 

decisions, laziness in studying, hatred of 

homework, fear of failure, dependency 

experience, not daring to take risks, not 

being assertive and going against the rules 

(Handoyo et al., 2020). 

Self-regulated learning has also been closely 

linked to procrastination, including other 

factors such as student motivation (Pelikan 

et al., 2021). In this work, an inverse 

relationship between academic self-

regulation and procrastination has been 

found in accordance with other work 

(Özberk and Kurtça, 2021; Scheunemann et 

al., 2021). From Alfiar's (2020) research 

results, academic procrastination has a 

negative and significant relationship with 

learning outcomes, meaning that the lower 

the intensity of academic procrastination, the 

higher the learning outcomes, and vice 

versa, the higher the intensity of academic 

procrastination, the lower the learning 

outcomes. 

These findings suggest the importance of 

considering psychosocial factors such as 

self-concept, as well as other personality 

variables in the design of instructional 

processes, with the intention of enhancing 

students' academic performance (García-

Martínez et al., 2021), and also decreasing 

the risk of mental illness, such as depression 

or anxiety (Stöber and Joormann, 2001; 

Walsh and Ugumba-Agwunobi, 2002). 

Therefore, these results entail a set of 

practical implications related to engagement 

and coping strategies (García-Martínez et 

al., 2021) aimed at the acquisition of 

competences related to self-concept as a 

cross-cutting measure in the improvement of 

self-regulation, procrastination and 

academic performance of future teachers. 

Similarly, given the prevalence of teachers 

to suffer from procrastination, due to the 

stressful conditions that characterise their 

professional performance, especially when 

they do not have the necessary coping 

strategies to manage challenging situations 

(Veresova, 2013), the way is open for a 

remodelling, not only of the curricula for 

future teachers, but also in the continuous 

training plans for those teachers in practice. 

Having detected a gap in teacher discomfort 

at different educational stages, it is time to 

initiate processes of change that not only 

affect the profile of today's and tomorrow's 

teachers, but also at the legislative level, 
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demanding educational policies that regulate 

better working conditions for such an 

essential group as teachers (De Paola & 

Scoppa, 2015), beyond focusing exclusively 

on students. 

In this respect, it is necessary to adopt a new 

educational perspective characterised by the 

search for new ways of working with 

teachers and students with the current needs 

and competences that society demands. 

Future studies will be aimed at designing 

interventions that incorporate different work 

techniques, promote different learning 

styles, and encourage students to feel free to 

work and show their potential, both 

academically, physically, socially and 

emotionally (Gavín-Chocano & Molero, 

2020). 

Regarding other personality variables, future 

studies will focus on stress perception as a 

positive and significant predictor of 

academic procrastination. This will enhance 

the effectiveness of self-regulated learning 

and self-control as moderators in the 

relationship between stress perception and 

academic procrastination, as well as improve 

the action capacity of pre-service teachers by 

reinforcing metacognitive strategies (Ma et 

al., 2022). 

Also in relation to the effects of mobile and 

social technology resources from the 

technological usage habit approach, 

addressing mobile use, such as addictive or 

problematic use of technology, or students' 

psychological engagement with mobiles, 

such as screen time. These other future 

studies will be directed towards 

understanding mobile habits at the 

individual level and interruptions and 

impulsivity in everyday use, which may 

contribute as an element of procrastination 

in the academic performance of pre-service 

teachers (Meier, 2022). 

In other words, this approach would 

facilitate students' integration with their 

social and academic environment, have a 

more reality-based view of the outside world 

in which they live, of themselves and at the 

same time would be a way to also reinforce 

a positive perception of their academic 

performance and their role as a learner. 

Finally, this study has a number of 

limitations that need to be considered. The 

first of these refers to the cross-sectional 

methodological design developed, which 

provides an overview of the situation, but it 

is not possible to investigate the causes that 

give rise to these results. To overcome this, 

future research will incorporate a 

longitudinal design, where instruments of a 

qualitative nature will be combined with the 

intention of gaining a deeper understanding 

of the reasons behind the findings. Secondly, 

there are also limitations in terms of the sex 

ratio of the sample. To mitigate this bias, in 

the future it is intended to incorporate 

students from other degrees where the sex 

ratio may be more balanced. 

 

References 

1. Alifiar, N. C. & Said, A. (2019). The 

Relationship between Academic 

Procrastination and Student Learning 

Outcomes at SMA N 2 Padang. g. J. Neo 

Konseling, 1(3).  

https://doi.org/10.24036/00123kons201

9 

2. Alghamdi, A., Karpinski, A. C., Lepp, 

A., & Barkley, J. (2020). Online and 

face-to-face classroom multitasking and 

academic performance: Moderated 

mediation with self-efficacy for self-

regulated learning and gender. 

Computers in Human Behavior, 102, 

214-222. 

3. Bandura, A. (1987). Teoría del 

Aprendizaje Social. Madrid: Espasa-

Calpe. 

4. Baumann, C., & Harvey, M. (2021). 

What is unique about high performing 

students? Exploring personality, 

motivation and competitiveness. 

Assessment & Evaluation in Higher 

Education, 46(8), 1314-1326. 



227                                                                                                      Journal of Positive Psychology & Wellbeing 

 

© 2021 JPPW. All rights reserved 

 

5. Becker, J. M., Ringle, M., & Sarstedt, 

M. (2018). Estimating Moderating 

Effects in PLS-SEM and PLSc-SEM: 

Interaction Term Generation. Journal of 

Applied Structural Equation Modeling, 

2(2), 1-21. 

6. Berinšterová, M. (2021). Mentoring of 

university students: Functions and 

important charactertics. Človek a 

Spoločnosť, 23(4). 

https://doi.org/10.31577/cas.2020.04.57

7 

7. Busko, D. A. (1998). Causes and 

consequences of perfectionism and 

procrastination: A structural equation 

model [doctoral dissertion]. The 

University of Guelph, Canada. 

8. Campbell, J. P., Gasser, M. B., & 

Oswald, F. L. (1996). The substantive 

nature of job performance variability. En 

K. R. Murphy (Ed.), Individual 

differences and behavior in 

organizations (pp. 258-299). San 

Francisco, CA: Jossey Bass 

9. Chávez-Becerra, M., Flores-Tapia, M., 

Castillo-Nava, P., & Méndez-Lozano, S. 

(2020). El autoconcepto en 

universitarios y su relación con 

rendimiento escolar. Revista de 

Educación y Desarrollo, 53, 37-47. 

10. Chen, Z. & Feng, T. (2022). Neural 

connectome features of procrastination: 

current progress and future direction. 

Brain and Cognition, 161. 

https://doi.org/10.1016/j.bandc.2022.10

5882 

11. Chin, W.W. (1998). Issues and Opinion 

on Structural Equation Modeling. MIS 

Quarterly, 22(1) March: vii-xv 

12. Clem, K. R., Renwick, J. A., & 

McGregor, J. (2018). Autumn cooling of 

western East Antarctica linked to the 

tropical Pacific. Journal of Geophysical 

Research: Atmospheres, 123. 

https://doi.org/10.1002/2017JD027435 

13. De la Fuente, J., Sander, P., Garzón-

Umerenkova, A., Vera-Martínez, M. M., 

Fadda, S., & Gaetha, M. L. (2021). Self-

regulation and regulatory teaching as 

determinants of academic behavioral 

confidence and procrastination in 

undergraduate students. Frontiers in 

Psychology, 12. 

https://doi.org/10.29394/10.3389/fpsyg.

2021.602904  

14. De Paola, M., & Scoppa, V. (2015). 

Procrastination, academic success and 

the effectiveness of a remedial program. 

Journal of Economic Behavior & 

Organization, 115, 217-236. 

https://doi.org/10.1016/j.jebo.2014.12.0

07  

15. Dignath, C., & Veenman, M. V. (2021). 

The role of direct strategy instruction 

and indirect activation of self-regulated 

learning—Evidence from classroom 

observation studies. Educational 

Psychology Review, 33(2), 489-533. 

16. Domínguez, S., Prada, R., & Moreta, R. 

(2019). Gender differences in the 

influence of personality on academic 

procrastination in Peruvian college 

students. Acta Colombiana de 

Psicología, 22(2), 125-147. doi: 

http://dx.doi.org/10.14718/acp.2019.22.

2.7. 

17. Domínguez-Lara, S. A., Villegas-

García, G., & Centeno-Leyva, S. B. 

(2014). Procrastinación académica: 

Validación de una escala en una muestra 

de estudiantes de una universidad 

privada. Liberabit, 20(2), 293-304. 

18. Duru, E., & Balkis, M. (2017). 

Procrastination, selfesteem, academic 

performance, and well-being: A 

moderated mediation model. 

International Journal of Educational 

Psychology, 6(2), 97-119. https://doi. 

org/10.17583/ijep.2017.2584 

19. García, J. F., & Musitu, G. (2014). AF5: 

Autoconcepto forma 5. Madrid, España: 

TEA. 

20. García-Martínez, I., Augusto-Landa, J. 

M., Quijano-López, R., & León, S. P. 

(2021). Self-Concept as a Mediator of 

the Relation Between University 

https://doi.org/10.31577/cas.2020.04.577
https://doi.org/10.31577/cas.2020.04.577
https://doi.org/10.29394/10.3389/fpsyg.2021.602904
https://doi.org/10.29394/10.3389/fpsyg.2021.602904
https://doi.org/10.1016/j.jebo.2014.12.007
https://doi.org/10.1016/j.jebo.2014.12.007


Óscar Gavín-Chocano 228 

 

© 2021 JPPW. All rights reserved 

Students' Resilience and Academic 

Achievement. Frontiers in Psychology, 

12, 747168-747168. 

21. García-Martínez, I., Landa, J. M. A., & 

León, S. P. (2021). The mediating role 

of engagement on the achievement and 

quality of life of university students. 

International Journal of Environmental 

Research and Public Health, 18(12), 

6586. 

22. Garzón-Umerenkova, A. & Gil-Flores, 

J. (2017). El papel de la procrastinación 

académica como factor de la deserción 

universitaria [The role of academic 

procrastination as factor of university 

abandonment]. Revista complutense de 

educación, 28(1), 307. 

http://dx.doi.org/10.5209/rev_RCED.20

17.v28.n1.49682  

23. Gavín-Chocano, Ó. & Molero, D. 

(2020). Valor predictivo de la 

Inteligencia Emocional Percibida y 

Calidad de Vida sobre la Satisfacción 

Vital en personas con Discapacidad 

Intelectual. Revista de Investigación 

Educativa, 38(1), 131-148. 

https://doi.org/10.6018/rie.331991 

24. Gedda-Muñoz, R., Villagrán del Picó, 

N., & Valdés-Badilla, P. (2021). 

Asociación entre el autoconcepto 

académico con el rendimiento 

académico en estudiantes universitarios 

físicamente activos e inactivos. 

(Association between academic self-

concept with academic achievement in 

physically active and inactive university 

studen. Retos, 41, 1-8.  

https://doi.org/10.47197/retos.v0i41.82565 

25. Guerrero, E. G. P., Ruíz, L. K. J., Marín, 

M. P. R., Carrillo, L. J. L., & 

Barriosnuevo, M. D. C. J. (2022). 

Análisis factorial confirmatorio de una 

escala de autoconcepto para población 

universitaria colombiana. Ansiedad y 

estrés, 28(2), 91-99. 

https://doi.org/10.5093/anyes2022a10  

26. Gustavson, D. E., & Miyake, A. (2017). 

Academic procrastination and goal 

accomplishment: A combined 

experimental and individual differences 

investigation. Learning and individual 

differences, 54, 160-172. 

https://doi.org/10.1016/j.lindif.2017.01.

010 

27. Hair, J. F., Sarstedt, M., Ringle, C. M., 

Gudergan, S. P., Castillo Apraiz, J., 

Cepeda Carrión, G. A., & Roldán, J. L. 

(2021). Manual avanzado de Partial 

Least Squares Structural Equation 

Modeling (PLS-SEM). OmniaScience: 

Barcelona, España. 

28. Handoyo, A. W.; Afiati, E.; Khairun, D. 

Y. & Prabowo, A. S. (2020). 

Prokrastinasi mahasiswa selama masa 

pembelajaran daring. Prosiding Seminar 

Nasional Pendidikan FKIP, 3(1), 355-

361. Available from:  

https://jurnal.untirta.ac.id/index.php/psn

p/article/view/9951/6463 [accessed Nov 

25 2022]. 

29. Hansen, K., & Henderson, M. (2019). 

Does academic self-concept drive 

academic achievement? Oxford Review 

of Education, 45(5), 657-672. 

https://doi.org/10.1080/03054985.2019.

1594748 

30. Ibarra-Aguirre, E., & Jacobo-García, H. 

M. (2016). La evolución del 

autoconcepto académico en 

adolescentes. Revista mexicana de 

investigación educativa, 21(68), 45-70. 

31. Kim, E., Alhaddab, T., Aquino, K., & 

Negi, R. (2016). Delaying Academic 

Tasks? Predictors of Academic 

Procrastination among Asian 

International Students in American 

Universities. Journal of International 

Students, 6(3), 817-824. 

32. Lee, C., Sung, Y. T., Zhou, Y., & Lee, 

S. (2018). The relationships between the 

seriousness of leisure activities, social 

support and school adaptation among 

Asian international students in the US. 

Leisure Stud. 37, 197–210. doi: 

10.1080/ 02614367.2017.1339289 

http://dx.doi.org/10.5209/rev_RCED.2017.v28.n1.49682
http://dx.doi.org/10.5209/rev_RCED.2017.v28.n1.49682
https://doi.org/10.47197/retos.v0i41.82565
https://doi.org/10.5093/anyes2022a10


229                                                                                                      Journal of Positive Psychology & Wellbeing 

 

© 2021 JPPW. All rights reserved 

 

33. Li, S., & Zheng, J. (2018). The 

relationship between self-efficacy and 

self-regulated learning in one-to-one 

computing environment: the mediated 

role of task values. The Asia-Pacific 

Education Researcher, 27(6), 455-463. 

34. Ma, Y.; Mei, X.; Hong, L. & Tang, R.J. 

(2022). The influence os stress 

perception on academic procrastination 

in postgraduate students: the role os self-

efficacy for self-regulated learning and 

self-control. International Journal of 

Digital Multimedia Broadcasting, 2022. 

https://doi.org/10.1155/2022/6722805 

35. Margareta, R. S., & Wahyudin, A. 

(2019). Pengaruh Motivasi Belajar, 

Perfeksionisme dan Keaktifan 

Berorganisasi Terhadap Prokrastinasi 

Akademik Dengan Regulasi Diri 

Sebagai Variabel Moderating. 

Economic Education Analysis Journal, 

8(1), 79-94. 

 https://doi.org/10.15294/EEAJ.V8I1.29762 

36. Mattingly, B. A., McIntyre, K. P., & 

Lewandowski Jr, G. W. (2020). 

Relationship-Induced Self- concept 

Change: Theoretical Perspectives and 

Methodological Approaches. En B. A. 

Mattingly, K. P. McIntyre, & G. W. 

Lewandowski Jr (Eds.), Interpersonal 

Relationships and the Self-Concept. 

Springer. https://doi.org/10.1007/978-3-

030-43747-3 

37. Meier, A. (2022). Studying problems, 

not problematic usage: do mobile 

checking habits increase procrastination 

and decrease well-being? Mobile Media 

& Communication, 10(2), 272-293. 

https://doi.org/10.1177/2050157921102

9326 

38. Mejía, C. R., Ruiz-Urbina, F. N., 

Benites-Gamboa, D., & Pereda-Castro, 

W. (2018). Factores académicos 

asociados a la procrastinación. Revista 

Cubana de Medicina General 

Integral, 34(3), 61-70. 

39. Méndez, C. R. (2021). Procrastinación e 

incremento del estrés en docentes y 

estudiantes universitarios frente a la 

educación online. Revista Scientific, 

6(20), 62-78. 

https://doi.org/10.29394/Scientific.issn.

2542-2987.2021.6.20.3.62-78 

40. Möller, J., Zitzmann, S., Helm, F., 

Machts, N., & Wolff, F. (2020). A 

MetaAnalysis of Relations Between 

Achievement and Self-Concept. Review 

of Educational Research, 90(3), 376-

419. https://doi.  

org/10.3102/0034654320919354 

41. Montoya-Londoño, D. M., Dussán-

Lubert, C., Pinilla-Sepúlveda, V. E., & 

Puente-Ferreras, A. (2019). 

Standardization of the AF5 Self-

Concept Scale in Colombian university 

students. Ansiedad y Estres, 25(2), 118-

124. 

https://doi.org/10.1016/j.anyes.2019.06.

001 

42. Nordby, K., Klingsieck, K. B., & 

Svartdal, F. (2017). Do procrastination-

friendly environments make students 

delay unnecessarily?. Social 

Psychology of Education, 20(3), 491-

512. https://doi.org/10.1007/s11218-

017-9386-x  

43. Özberk, E. H., & Kurtça, T. T. (2021). 

Profiles of Academic Procrastination in 

Higher Education: A Cross-Cultural 

Study Using Latent Profile Analysis. 

International Journal of Psychology and 

Educational Studies, 8(3), 150-160. 

44. Palacios-Garay, J., & Coveñas-Lalupú, 

J. (2019). Predominance of Self-concept 

in Students with Antisocial Behavior of 

Callao. Propósitos y  

Representaciones, 7(2), 325-

352. https://dx.doi.org/10.20511/pyr201

9.v7n2.278 

45. Pelikan, E. R., Lüftenegger, M., Holzer, 

J., Korlat, S., Spiel, C., & Schober, B. 

(2021). Learning during COVID-19: the 

role of self-regulated learning, 

motivation, and procrastination for 

perceived competence. Z.  

https://doi.org/10.1007/978-3-030-43747-3
https://doi.org/10.1007/978-3-030-43747-3
https://doi.org/10.29394/Scientific.issn.2542-2987.2021.6.20.3.62-78
https://doi.org/10.29394/Scientific.issn.2542-2987.2021.6.20.3.62-78
https://doi.org/10.1007/s11218-017-9386-x
https://doi.org/10.1007/s11218-017-9386-x
https://dx.doi.org/10.20511/pyr2019.v7n2.278
https://dx.doi.org/10.20511/pyr2019.v7n2.278


Óscar Gavín-Chocano 230 

 

© 2021 JPPW. All rights reserved 

Erzieh. https://doi.org/10.1007/s11618-

021-01002-x 

46. Pichen-Fernández, J. A., & Turpo 

Chaparro, J. (2022). Influencia del 

autoconcepto y autoeficacia académica 

sobre la procrastinación académica en 

universitarios peruanos. Propósitos y 

Representaciones, 10(1), 

e1361..https://dx.doi.org/10.20511/pyr2

022.v10n1.1361 

47. Popowiranta, A., Widiastuti, R., & 

Mahfud, A. (2019). Penggunaan 

Solution Focused Brief Counseling 

(SFBC) untuk Mengurangi Prokrastinasi 

Akademik Siswa. ALIBKIN (Jurnal 

Bimbingan Konseling), 7(2). 

48. Rusdi, M., Hidayah, N., & Rahmawati, 

H. (2020). Academic procrastination 

data of students in Makassar, Indonesia. 

Data in Brief, 33, 106608. 

https://doi.org/10.1016/j.dib.2020.1066

08 

49. Scheunemann, A., Schnettler, T., Bobe, 

J., Fries, S., & Grunschel, C. (2021). A 

longitudinal analysis of the reciprocal 

relationship between academic 

procrastination, study satisfaction, and 

dropout intentions in higher education. 

European Journal of Psychology of 

Education, 1-24. https://doi.org/ 

10.1007/s10212-021-00571-z 

50. Selçuk, Ş., Koçak, A., Mouratidis, A., 

Michou, A., & Sayıl, M. (2021). 

Procrastination, perceived maternal 

psychological control, and structure in 

math class: The intervening role of 

academic self‐concept. Psychology in 

the Schools, 58(9), 1782-1798. 

51. Stöber, J. & Joormann, J. (2001). Worry, 

procrastination and perfectionism: 

differentiating amount of worry, 

pathological worry, anxiety and 

depression. Cognitive Therapy and 

Research, 25(1), 49-60.  

https://doi.org/10.1023/A:10264747153

84 

52. Suárez-Perdomo, A., Ruiz-Alfonso, Z., 

& Garcés-Delgado, Y. (2022). Profiles 

of undergraduates’ networks addiction: 

Difference in academic procrastination 

and performance. Computers & 

Education, 181, 104459. 

53. Teixeira, A., Bates, T., & Mota, J. 

(2019). What future(s) for distance 

education universities? Towards an open 

network-based approach. RIED. Revista 

Iberoamericana de Educación a 

Distancia, 22 (1), 107-126.  

https://doi.org/10.5944/ried.22.1.22288 

54. Unda-López, A.; Osejo-Taco, G.; 

Vinueza-Cabezas, A. & Hidalgo-

Andrade, P. (2022). Procrastination 

during the COVID-19 pandemic: a 

scoping review. Behavioral Sciences, 

Basel, 12, 38.  

http://doi.org/10.3390/bs12020038 

55. Veas, A., Castejón, J.-L., Miñano, P., & 

Gilar-Corbí, R. (2019). Actitudes en la 

adolescencia inicial y rendimiento 

académico: el rol mediacional del 

autoconcepto académico. Revista de 

Psicodidáctica, 24(1), 71- 77. 

https://doi.org/10.1016/j.psicod.2018.1

1.001 

56. Verešová, M. (2013). Procrastination, 

stress and coping among primary school 

teachers. Procedia-Social and 

Behavioral Sciences, 106, 2131-2138. 

https://doi.org/10.1016/j.sbspro.2013.1

2.243  

57. Walsh, J. & Ugumba-Agwunobi, G. 

(2002). Individual differences in 

statistics anxiety: the roles of 

perfectionism, procratination and trait 

anxiety. Personality and Individual 

Differences, 33(2), 239-251. 

 https://doi.org/10.1016/S0191-

8869(01)00148-9 

58. Westgate, E. C., Wormington, S. V., 

Oleson, K. C., & Lindgren, K. P. (2017). 

Productive procrastination: academic 

procrastination style predicts academic 

and alcohol outcomes. Journal of 

applied social psychology, 47(3), 124-

135. https://doi.org/10.1111/jasp.12417 

https://doi.org/10.1007/s11618-021-01002-x
https://doi.org/10.1007/s11618-021-01002-x
https://dx.doi.org/10.20511/pyr2022.v10n1.1361
https://dx.doi.org/10.20511/pyr2022.v10n1.1361
https://doi.org/10.1016/j.dib.2020.106608
https://doi.org/10.1016/j.dib.2020.106608
http://dx.doi.org/10.1007/s10212-021-00571-z
https://doi.org/10.5944/ried.22.1.22288
https://doi.org/10.1016/j.psicod.2018.11.001
https://doi.org/10.1016/j.psicod.2018.11.001
https://doi.org/10.1016/j.sbspro.2013.12.243
https://doi.org/10.1016/j.sbspro.2013.12.243
https://doi.org/10.1111/jasp.12417


231                                                                                                      Journal of Positive Psychology & Wellbeing 

 

© 2021 JPPW. All rights reserved 

 

59. Zarick, L.M., & Stonebraker, R. (2009). 

I’ll do it tomorrow the logic of 

procrastination. College Teaching., 

57(4), 211-215.  

https://doi.org/10.3200/ctch.57.4.211-

215 

60. Zhou, M.; Lam, K.K.L. & Zhang, Y. 

(2022). Metacognition and academic 

procrastination: a meta-analytical 

examination. J. Rat-Emo Cognitive-

Behav, 40, 334-368.  

https://doi.org/10.1007/s10942-021-

00415-1 

 


