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Abstract
Procrastination is a universal phenomenon that occurs to most individuals in various 
settings. Such prevalence of academic procrastination suggests a need for systematic 
research that documents potential factors that lead to academic procrastination and 
subsequently explores potential ways to reduce procrastination, such as metacogni-
tion. Grounded upon the Self-Regulatory Executive Function (Wells and Matthews 
in Cognit Emot 8(3):279–295. https://​doi.​org/​10.​1080/​02699​93940​84089​421994), 
metacognition plays an essential role in explaining and predicting procrastination. 
As the first attempt, this study aims to review and synthesize past empirical findings 
on the relationship between metacognition and procrastination. Fifty-nine relevant 
articles involving a total of 23,627 participants were synthesized in this meta-anal-
ysis. Using the robust variance estimation, results showed significant small effect 
sizes of metacognition for passive procrastination (− .28), but not for active procras-
tination (.03). Further, different dimensions of metacognition showed different rela-
tion patterns with procrastination. In particular, metacognitive belief and metacogni-
tive regulation were significantly associated with passive procrastination; however, 
metacognition (regardless the types) was not significantly associated with active 
procrastination. After controlling for all proposed moderators (grade level, individu-
alistic index, and gender), no significant moderation effects were found in the overall 
metacognition–active procrastination relationship or metacognition–passive procras-
tination relationship. The implications of the findings were discussed.
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Introduction

Procrastination is a universal phenomenon that occurs to most individuals in vari-
ous settings: academia (Muliani et al., 2020), sports (Infante Borinaga et al., 2019), 
everyday life (Ferrari & Roster, 2018), and in different forms: decisional (Ferrari 
et al., 2018), behavioral (Zarzycka et al., 2019), and etc. The present study focused 
on academic procrastination which was intended as a specific type of behavioral 
procrastination. It refers to the tendency to delay an intended course of study-related 
action despite the negative consequences of such a delay (Steel & Klingsieck, 2016). 
Typical cases of academic procrastination include preparing for exams and doing 
homework to the last minute and feeling discomfort out of this (Milgram et  al., 
1998). Past research has shown that at least 70% of college students procrastinated 
on academic tasks occasionally (Özer, 2011), and this procrastinatory behavior was 
associated with unsatisfactory academic performance and higher levels of stress and 
anxiety (Kim & Seo, 2015). Such prevalence of academic procrastination suggests 
a need for systematic research that documents potential factors leading to academic 
procrastination and subsequently explores potential ways to reduce procrastination.

Through the lens of self-regulation theory, procrastination is considered a self-
regulation failure (Park & Sperling, 2012; Van Eerde & Klingsieck, 2018). The 
Self-Regulatory Executive Function (S-REF; Wells & Matthews, 1994) theory was 
the first to conceptualize metacognitive factors as control components of informa-
tion processing that affect the development and persistence of psychological disor-
ders (Spada et al., 2006). In this study, we examined academic procrastination and 
meta-analyzed the available research on whether and how they were related to the 
dimensions of metacognition. We examined this metacognition–procrastination link 
by using current theory and research grounded upon self-regulation as a guiding 
conceptual framework. From a theoretical perspective, discerning the potential con-
vergent and divergent associations of metacognition and procrastination can expand 
current theory on the cognitive, affective, and behavioral self-regulation issues. 
From a practical perspective, understanding the extent to which procrastination and 
metacognition are related can shed light on how to view different forms of procrasti-
nation and address each from a metacognitive perspective.

Dimensions of Metacognition

Metacognition is a multidimensional phenomenon (Schraw, 1998). It consists of two 
main components, namely knowledge of cognition and regulation of cognition (Ping 
et al., 2015). Knowledge of cognition (or metacognitive awareness) refers to what 
individuals know about their cognition or cognition in general whereas regulation of 
cognition (or metacognitive regulation) refers to a set of activities that help students 
control their learning. Knowledge of cognition plays an important role in monitoring 
the productivity of metacognition, and regulation of cognition deals with the actual 
enactment, such as planning, information management, comprehension monitoring, 
debugging, and evaluation (Schraw et al., 2006). Metacognitive beliefs, as an impor-
tant component in the metacognitive system, are correlated with both metacognitive 
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knowledge (or metacognitive awareness) and metacognitive self-regulation (Mat-
thews & Wells, 2016). They can be viewed as rationalizations or coping responses. 
For example, learners can select challenging tasks and persevere with them, when 
they believe that they can accomplish the tasks with reasonable effort (Schunk, 
1984). Metacognitive beliefs can be either positive or negative.

Positive metacognitive beliefs are concerned with the usefulness of rumination 
or coping strategies (Huntley & Fisher, 2016) that impact on cognition and inter-
nal states (Spada et  al., 2007). Examples include beliefs such as “Worrying helps 
to solve problems and to avoid unpleasant situations” (Cartwright-Hatton & Wells, 
1997) or “Ruminating about the past helps to prevent future mistakes” (Papageor-
giou & Wells, 2001). In contrast, negative metacognitive beliefs describe the uncon-
trollability of thoughts and feelings (De Palo et al., 2017). These include thoughts 
such as “Rumination could make me kill myself” (Papageorgiou & Wells, 2001) or 
“I could make myself sick with worrying” (Cartwright-Hatton & Wells, 1997). In 
the current study, we sought to examine the metacognition-procrastination relation-
ship in these three aspects (i.e., metacognitive awareness, metacognitive beliefs, and 
metacognitive regulation).

Active versus Passive Procrastination

Procrastination has been frequently studied in negative connotations, as a dysfunc-
tional behavior or an irrational delay of behavior (Ferrari, 2001), due to historical 
reasons. Procrastination was originally viewed neutrally and could be considered as 
sagacious delay or wisely chosen restraint at the earliest stage (DeSimone, 1993, as 
cited in Kim et al., 2017). People who procrastinate typically have lower stress and 
less illness as long as the deadlines are far away (Tice & Baumeister, 1997), and 
were criticized due to commitments and deadlines as required in the eighteenth cen-
tury when the industrial revolution grew, and this behavior has since then been con-
sidered as lazy, weak and even sinful by that time (Steel, 2007). However, in recent 
theories of procrastination, researchers started attending to different forms of pro-
crastination to counterbalance the negative view. Indeed, some researchers reported 
the short-term benefits of procrastination, and suggested that procrastination does 
not necessarily predict task performance in a negative way (e.g., Kim et al., 2017; 
Kim & Seo, 2013).

One of the most widely recognized works along this research line was Choi and 
Moran’s (2009) proposal of “active procrastination”, as a contrast to the traditional 
or passive procrastination.” It denotes a functional delay whereby an individual 
intentionally postpones his action and benefits from it (Alexander & Onwuegbuzie, 
2007), including an individual’s preference for time pressure, intentional deci-
sion to procrastinate, capacity to meet deadlines, and ability to achieve satisfac-
tory outcomes (Kim et  al., 2017). Alternative terms have also been developed to 
denote similar concepts, such as adaptive procrastination (Gendron, 2011; Westgate 
et al., 2017), positive procrastination (Klassen et al., 2008), the functional form of 
delay (Klingsieck, 2013), and intentional procrastination (Fernie et al., 2017), with 
nuances in the focus in the definition of each term. It was not our intention in this 
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study to argue for or against the use of any particular terminologies. Instead, we 
focused on the empirical studies that involved measures of metacognition and both 
forms of academic procrastination.

Metacognition and Procrastination

Extensive research has been conducted investigating what factors are likely to result 
in procrastination, including personality (Swaraswati et  al., 2017), boredom cop-
ing strategy (Zhou & Kam, 2017), achievement goals (Deemer et  al., 2018), per-
ceived parenting style (Yip & Leung, 2016), and so forth. Since 2003 (e.g., Wolters, 
2003) attention has been particularly paid to how one’s metacognition was related 
to academic procrastination. According to Fernie et al. (2017) metacognitive model 
of procrastination, engagement in cognitive processes such as worry and rumina-
tion drains mental resources, reducing the ability to perform. These depleted men-
tal resources are often misallocated through maladaptive attentional strategies (e.g., 
distraction) that make it even more difficult to initiate or complete the task at hand, 
further contributing to procrastination. Prior research has provided preliminary evi-
dence that metacognition plays a role in procrastination, yet results are mixed.

This alludes to several conceptual issues regarding how both metacognition and 
procrastination were construed in past studies. For example, researchers who did not 
differentiate procrastination between an active and a passive form tended to find sig-
nificant negative associations between dimensions of metacognition and academic 
procrastination (e.g., Corkin et  al., 2011; Park & Sperling, 2012), wherein high 
procrastinators reported the deficiency of metacognitive and self-regulatory skills. 
When researchers viewed procrastination in different forms (i.e., active vs. passive), 
different relation patterns were observed between metacognition and active/passive 
procrastination. As active procrastinators were confident in their abilities to com-
plete tasks under time pressure, they were more likely to employ metacognitive strat-
egies (Corkin et al., 2011), and thus, a positive correlation was identified between 
active procrastination and metacognitive facets (Cao, 2012; Gendron, 2011).

In a similar vein, the procrastination literature has explicitly examined how it 
relates to the various aspects of metacognition. Regarding metacognitive awareness, 
average procrastinators tended to have lower levels of metacognitive awareness (Vis-
ser et al., 2018), as higher metacognitive awareness usually leads to better planning, 
assessing, regulating, and monitoring in the learning process (Anderson & Walker, 
1991; Schraw & Dennison, 1994), especially when facing more difficult tasks (Taher 
Gholami & Jalaee, 2017). Thus, the higher a learner in the knowledge of cognition, 
the lower chance he/she is engaged in passive procrastination (Bedel, 2017).

Researchers posited that metacognitive beliefs was the most generalizable and 
robust predictor of a procrastination tendency (Park & Sperling, 2012), even in 
diverse cultural contexts (e.g., Eastern Asian and North American samples; Klas-
sen et  al., 2010). Indeed, a large body of studies have recognized the relationship 
between procrastination and metacognitive belief (Ghadampour et al., 2017; Zarei 
& Khoshouei, 2016). The process underlying this association could be due to the 
fact that attentional strategies are governed by metacognitive beliefs (Fernie et al., 
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2016). Under negative metacognitive beliefs, cognitive processes including distrac-
tion, rumination and worry consume significant mental resources (Fernie, et  al., 
2016). This paucity of mental resources tends to lead to unintentional (or passive) 
procrastination (Fernie et al., 2018). Individuals with positive metacognitive beliefs, 
in contrast, are more likely to activate procrastination intentionally as a coping strat-
egy to deal with given tasks.

Some researchers regard metacognitive regulation as a component of self-regu-
lated learning that has significant negative relations with academic procrastination 
(San et  al., 2016). Passive procrastinators differ from self-regulate individuals in 
regulating their cognition, as self-regulated learners possess skills that enable them 
to plan, monitor, and evaluate their learning progress (Wang et al., 2015). Indeed, 
the enhancement of metacognitive self-regulation shows great promise for the 
reduction of dilatory behavior, such as procrastination (Tice & Baumeister, 1997). 
In a nutshell, metacognition has an impact on academic procrastination through dif-
ferent mechanisms (Bashir & Gupta, 2018; Kavousian & Karimi, 2019). The pur-
pose of this study was to present an overview of past empirical findings to deepen 
our understanding of this relationship.

Moderators of the Metacognition–Procrastination Relationship

Grade Level

From the executive function and self-control perspective, individual cognitive con-
trol continues to strengthen significantly throughout childhood and adolescence 
(Best & Miller, 2010). Accordingly, older children are more regulated and capable 
in using metacognitive strategy in learning (Miles & Stine-Morrow, 2004; Veenman 
& Spaans, 2005). This difference became more salient when comparing K-12 school 
children and university students, with the latter exhibiting a higher level of auton-
omy and self-regulation in learning (Thapa et  al., 2013). Further, students report-
ing extreme procrastination were found to be more than double at the college level 
than at the high school level. In Clariana et al. (2012) study, procrastination experi-
enced a significant and remarkable intensification in both the final year of secondary 
school and the first year of university, compared to the first year of high school and 
final year in university. However, others reported that procrastinators were some-
what more likely to be found in a younger student group (Steel, 2007; Van Eerde, 
2003). Therefore, we considered grade level as a potential moderator for the rela-
tionship between metacognition and procrastination.

Gender Composition of the Sample

Else-Quest et al. (2006) meta-analysis of temperament indicated that females exhib-
ited higher effortful control and they tended to procrastinate less. Indeed, gender 
variations in students’ tendency to academically procrastinate were observed in sev-
eral studies (Balkis & Erdinç, 2017; Steel & Ferrari, 2013), with male students pro-
crastinating more. Some recent empirical evidence also showed that the relationship 
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between metacognition and academic procrastination was stronger for males than 
females, suggesting that metacognition or self-regulating processes may confer 
greater benefits to male students (Limone et al., 2020; Steel & Ferrari, 2013). How-
ever, several studies reported no gender differences in this regard (i.e., Hess et al., 
2000; Motie et  al., 2012). And Rodarte-Luna and Sherry (2008) even found that 
females procrastinated more frequently than males. These mixed findings indicated 
an inconclusive assumption with regards to whether students’ tendency to procras-
tination was associated with their gender. Therefore, we considered gender as one 
potential moderator in this meta-analytic study due to previous mixed results.

Culture

Culture has been defined as the values, traditions, and beliefs, and has been con-
firmed its mediating effect on individual behaviors of a particular social group 
(American Psychological Association, 2003; Parsons, 2003). Within the metacog-
nition literature, there have been strong arguments that cultural values influenced 
individuals’ development of self-regulation and practices (Keller & Kärtner, 2013; 
Trommsdorff, 2010), and empirical studies have consistently supported significant 
cultural differences in students’ use of metacognitive strategies (Salili et al., 2001; 
Tang & Neber, 2008). For example, Chiu et al.’s (2007) PISA (Programme for Inter-
national Student Assessment) data revealed that students in Asian cultures reported 
a greater use of metacognitive strategies than American students, that is, the use of 
metacognitive strategies was more positively associated with collectivistic cultures. 
Therefore, we inferred that cultural difference would be a potential moderator in this 
study and hypothesized that the individualism-collectivism difference would moder-
ate the metacognition-procrastination relation, with the relationship being stronger 
in collectivistic cultures.

Purpose of the Study

As the body of procrastination literature grows, we argue that understanding the 
nature of the metacognition–procrastination relationship has important theoretical 
and practical implications that deserve further clarification and investigation. Sev-
eral meta-analytical studies have been conducted regarding procrastination in rela-
tion to other variables, such as mental health (Rozental et al., 2018), coping (Sirois 
& Kitner, 2015), perfectionism (Sirois et  al., 2017), and academic performance 
(Kim & Seo, 2015). By and large, these meta-analyses showed that procrastination 
is detrimental to individuals’ health, well-being, as well as achievement. Despite the 
repeated emphasis of the role metacognition plays in procrastination tendency and 
behavior, no systematic review has been conducted to consolidate the current litera-
ture on this issue. Theory and research to date support the notion that procrastina-
tion is associated with individuals’ metacognition. There is a need, hence, for a more 
fine-grained investigation of these associations and their magnitude especially given 
the updated conceptualization of procrastination and various dimensions of meta-
cognition. Also important is understanding why procrastinators do not follow their 
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metacognitive thoughts when making decisions about taking action towards their 
goals. Such insights can point towards possible strategies and interventions that may 
help procrastinators better plan their studies and achieve their academic goals more 
efficiently and effectively.

The current study addressed the questions of how procrastination is linked to 
metacognition by meta-analytically summarizing the evidence to date regarding the 
magnitude of the associations between procrastination and metacognition. We took 
a two-step approach to address this question. The first step involved assessing the 
magnitude and nature of the associations between procrastination and metacogni-
tion by searching the published and unpublished literature to find papers reporting 
relevant effects. These papers were then meta-analyzed to estimate the effects sizes 
and identify the factors that may account for possible heterogeneity in the effects 
between studies. This was examined by the different dimensions of metacognition 
(metacognitive awareness, beliefs, and regulation), and the type of procrastination 
(active vs passive procrastination).

The second step involved moderator analyses conducted to identify sources of 
heterogeneity in the effect sizes, namely, the grade level of the sample (K-12 student 
vs higher education), gender composition of the sample, and culture (individualism 
vs collectivism). With this meta-analysis, we aimed to contribute to the literature by 
providing an average effect size of quantitative studies on metacognition and pro-
crastination, and offering a tentative answer to the question of whether metacogni-
tion actually helps alleviate passive procrastination or boost active procrastination. 
Our second contribution is to provide insight into the role of metacognition such 
that counselors, coaches, and others who aim to help procrastinators could obtain 
invaluable insights. Our findings offered implications for research on and guidance 
of those who suffer from passive procrastination by summarizing previous work and 
pointing out in what way metacognition affects procrastinatory behavior.

Methods

Literature Search

The literature search was performed in February 2021. The search strategy involved 
systematically reviewing peer-reviewed journal papers and dissertations identified in 
an initial search of PsycINFO, PsycARTICLES, the Education Resources Informa-
tion Center, Education search Complete, and dissertation databases. We also hand-
searched key educational journals and tracked reference lists from relevant papers. 
The keyword “procrastination” was combined with words related to metacognition 
(e.g., metacognition, metacognitive awareness, metacognitive belief, metacogni-
tive regulation, self-regulation, self-regulated learning). In order to identify more 
metacognition research in different cultural contexts, we also searched Chinese ver-
sions of the above English keywords (i.e., “主動拖延者/主动拖延者” OR “後設
認知信念/后设认知信念” OR “拖延行為/拖延行为” OR “元認知/元认知” OR “
後設認知策略/后设认知策略” OR “學業拖延/学业拖延” OR “自我調節學習
策略/自我调节学习策略” OR “拖延”), via Google Scholar and robust Chinese 
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databases including Wangfang data, China National Knowledge Infrastructure, and 
Airiti Library. The potential inclusion sources were first screened by examining 
the abstract and title, then we examined all of the potential sources more closely to 
determine whether the articles met the inclusion or exclusion criteria as elaborated 
below.

Eligibility Criteria

Papers were restricted to peer-reviewed journal papers, book chapters, and doctoral 
dissertations published between January 2003 and February 2021. We included 
book chapters and dissertations because they are consistently identified as grey lit-
erature which significantly makes important contributions in systematic review and 
meta-analysis, such as reducing publication bias and balancing empirical resources 
(Benzies et al., 2006; Mahood et al., 2014). Further, we limited our search to this 
period because the first group of influential studies on procrastination appeared in 
2003 by Wolters in his pioneer work on understanding procrastination from a self-
regulated learning perspective. The following criteria were used to identify articles 
for inclusion in the study.

1.	 Due to our language proficiency, all English or Chinese articles were preferred. 
However, we did not limit publications to these two languages. We contacted 
the corresponding authors of non-English or non-Chinese articles to request the 
necessary statistic information for our analyses, and we also used online transla-
tion tools to help us retrieve the statistical information in these publications.

2.	 Only studies with student samples from K-12 to higher education were included 
(participants’ gender, race, age, and other demographic characteristics were not 
limited). The eligible studies should cover primary school students, secondary 
school students, college or university students.

3.	 This meta-analysis was restricted to self-reports of procrastination, as no studies 
adopted behavioral measures of procrastination when linking it with metacogni-
tion.

4.	 The settings in the studies to be included in this meta-analysis were restricted 
to academic study settings. Studies involving non-academic measures, such as 
everyday (Sadeghi et al., 2014; Spada et al., 2006), and general decision-making 
(e.g., De Palo et al., 2017; Fernie et al., 2016) were excluded.

The second author independently screened the abstracts of identified citations for 
eligibility. All authors then examined the full texts of potential papers to ensure their 
eligibility for inclusion. Where discrepancies arose, discussions were held until a 
consensus was reached. The PRISMA flow diagram for this selection process is 
illustrated in Fig. 1.
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Coding

We performed data coding in Microsoft Excel. All authors were involved in the data 
extraction and coding stage of meta-analysis. Despite minimal disagreements appeared 
at the coding stage, the first two authors cross-checked the accuracy of data analysis to 
ensure no errors were involved.

Effect Size

Pearson’s correlation (r value) was used as the metric of effect size. When r value 
was not reported in the eligible studies, the available statistic information (i.e., a t or F 
value) was transformed into r using effect size calculators (Lenhard & Lenhard, 2016).

Fig. 1   The study selection process for systematic review and meta-analysis
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Type of Metacognition

Metacognitive literature has identified metacognitive awareness, metacognitive 
belief, and metacognitive regulation as distinctive aspects of this construct, another 
moderator was thus operationalized by setting 1 as metacognitive awareness, by 
setting 2 as metacognitive belief, and by setting 3 as metacognitive regulation. We 
reverse coded the effect sizes for negative metacognitive belief, because the origi-
nal higher scores indicated a greater dysfunction in metacognition. In order to draw 
a consistent conclusion, we reverse coded these effect sizes such that higher effect 
sizes in this category (metacognitive belief as a whole) indicated a stronger relation-
ship between students’ metacognitive belief and procrastination. With regards to the 
type of procrastination, active procrastination was differentiated from passive pro-
crastination. Wherein the authors did not explicitly specify it, we confirmed the type 
of procrastination by referring to the measures of procrastination.

Grade Level

Within education settings, two broad categorizations of grade levels are widely 
acknowledged: K-12 (primary and secondary school) and higher education (postsec-
ondary to post-doc degree). This approach has been consistently adopted in meta-
analysis reviews (Lam & Zhou, 2019; Zhou & Lam, 2019; Merchant et al., 2014). 
We thus operationally coded elementary school, middle school, and high school 
as the K-12 setting, and college/university and graduate study as higher education. 
Grade level was operationalized by setting 1 as the K-12 samples and 2 as the uni-
versity samples.

Collectivism Versus Individualism

In consistent with prior research in cross-cultural meta-analyses (e.g., Sutton, 2020), 
the cultural factor (individualism vs collectivism) was coded as a continuous mod-
erator (individualistic index ranging from 0 to 100), with higher scores representing 
a more individualistic culture (Hofstede, 1980).

Gender

Gender was coded as a continuous variable using the percentage (%) of female par-
ticipants in each study, ranging from 0 to 100%.

Meta‑Analysis Strategies

All statistical analyses were carried out using RStudio (version 4.0.3) to perform 
effect aggression and meta-regression (“metafor” and “robumeta” packages were 
performed). Several eligible studies in this meta-analysis provided more than 
one effect size (e.g., Mohammadi Bytamar & Saed, 2018; Wolters et  al., 2017). 
We accounted for statistical dependencies of multiple effect sizes by using the 
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random-effects robust variance estimation (RVE; Hedges et al., 2010) via the robu-
meta package in RStudio (Fisher et al., 2018), since the non-independent and multi-
ple effect sizes from a single study would threaten the validity of the interpretation 
of the results owing to bias (Cheung, 2019). The RVE method allows the meta-anal-
ysis study to include multiple effect sizes from a single study, and this method is 
often recommended in the meta-analysis literature (i.e., Tanner-Smith et al., 2016). 
The RVE method corrects the standard errors in counting the correlations between 
effect sizes from the same sample and provides accurate estimated effect sizes even 
when the precise nature of the correlation between effect sizes is unknown, without 
the need to combine or average the effect sizes from the same sample (Moeyaert 
et al., 2017). In order to test whether our results are sensitive to within-study cor-
relation (the correlation rho with a range of plausible values between 0 and 1 in this 
meta-analysis) and select the value of rho for our meta-analysis, we performed sen-
sitivity analysis, suggesting that our findings were robust across different values of 
rho. Therefore, we used the default value for the correlation rho (0.8) for the current 
meta-analysis, and this value has been supported as a typical value when the correla-
tion between effect sizes was unknown (MacCann et al., 2020).

Three types of data analyses were performed in this study. First, an overall effect 
size across studies was computed and tested for statistical significance and homo-
geneity. As the studies used different effect size metrics, we converted all effects to 
r values (Rosenthal & DiMatteo, 2001). To present an easily interpretable metric 
with good statistical properties, all effect sizes were converted to r values (Rosenthal 
& DiMatteo, 2001). We followed Cohen’s (1988) suggestion to indicate small, 
medium, and large effect sizes by 0.10, 0.30, and 0.50, respectively. When non-sig-
nificant effect sizes were not available (either from the studies reviewed or through 
contact with the authors), r values were set to 0 (Borenstein et al., 2009). To assess 
heterogeneity in effect sizes, we computed Cochrane’s Q to examine whether true 
differences existed in effect sizes across samples, and the I2 statistic to find out the 
proportion of total variation across study estimates due to heterogeneity rather than 
chance (Borenstein, et al., 2009). We followed Higgins and Thompson’s (2002) rec-
ommendation concerning the interpretation of I2 by 0 (no heterogeneity), 25 (small 
heterogeneity), 50 (medium heterogeneity), 75 (large heterogeneity), and 100 (com-
plete heterogeneity). Alongside I2, we also provided the between-study sampling 
variance (τ2) which was used to assign study weights in the random-effects model 
(Borenstein et al., 2009).

Second, the potential effects of publication bias were investigated via funnel 
plots. We also used Egger’s regression test and visual inspection of a funnel plot to 
explore the impact of publication bias (Sterne et al., 2008). First, due to its accurate 
testing of publication bias, we conducted Egger’s regression test (Egger et al., 1997). 
A non-significant result indicated a lack of publication bias (Lin & Chu, 2018). Fur-
ther, we conducted the trim-and-fill method (Duval & Tweedie, 2000) to determine 
if our meta-analysis results would be affected after controlling for publication bias.

Finally, a series of moderator analyses were performed to investigate the extent 
to which participants’ grade levels, types of metacognition, cultural backgrounds, 
gender ratio moderated the effects of metacognition on outcome measures. For cat-
egorical moderators, we directly entered dichotomous moderators (grade level: K-12 
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versus higher education) into the meta-regression model. For those categorical mod-
erators with more than two categories (type of metacognition), we followed Cohen 
et al. (2013) approach to create several sets of dummy-coded variables to examine 
comparisons among categories. We also conducted subgroup analyses to show the 
relative magnitude of the difference in each categorical moderator. Further, as sev-
eral moderators shared substantial overlaps and potentially acted as covariates, we 
conducted a meta-regression by putting all the proposed moderators into the meta-
regression model simultaneously to examine which moderator had a unique effect 
on the association between metacognition and active/passive procrastination, while 
controlling for the effects of other moderators.

Results

Description of Studies Reviewed

The initial database search yielded 984 findings; 80 full-text papers were further 
assessed for eligibility; and 59 articles (60 studies) were ultimately considered rel-
evant to this review. For the language of 59 eligible papers, twenty-eight were in 
English, followed by Chinese (15 articles), Persian (6 articles), Turkish (5 articles), 
Portuguese (2 articles), Spanish (2 articles), Japanese (1 article) and Korean (1 arti-
cle). We categorized the extracted effect sizes into two groups: active procrastination 
(16.34%, k = 25), and passive procrastination (83.66%, k = 128).

Using the inductive approach, the first author identified three dimensions of 
metacognition and two types of procrastination. The inter-rater agreement among 
the authors was 100% for category identification. Then, all the reviewed studies 
were manually coded by the first two authors separately based on the agreed catego-
rization and the inter-rater agreement reached 96%. Disagreements were resolved by 
discussing the studies within the two authors and arriving at a consensus regarding 
the appropriate coding. A full list of the studies included is presented in Appendix. 
Forest plots for metacognition (different types and overall) are presented in Fig. 2.

Research Design

Most of the articles adopted a cross-sectional design (52 studies), followed by a lon-
gitudinal design (2 studies; Xu, 2016; Ziegler & Opdenakker, 2018), mixed-methods 
design (Park & Sperling, 2012; Wäschle et al., 2014, Study 2), quasi-experimental 
design (Rashidzade et  al., 2018; Richards, 2018), and semi-experimental design 
(Ghadampour & Beiranvand, 2019; Kavousian & Karimi, 2019). Eighteen stud-
ies involved K-12 samples (N = 8,51), and 42 studies involved university samples 
(N = 15,276).
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Dimensions of Metacognition

All studies were first combined to determine the association between metacogni-
tion and active/passive procrastination. The meta-analysis of all studies showed 
that metacognition was non-significantly associated with active procrastination 
(weighted r = 0.03, 95% CI [− 0.123, 0.175]), but significantly associated with pas-
sive procrastination (weighted r = − 0.28, 95% CI [− 0.353, − 0.212], p < 0.001). 
Regarding the probability of heterogeneity, the significant heterogeneity Q sta-
tistics [active procrastination: Q(24) = 615.18, p < 0.001; passive procrastination: 
Q(127) = 16,082.62, p < 0.001] and large I2 value [active procrastination: 93.08%; 
passive procrastination: 98.81%] suggested systematic between-sample variability 
between samples, supporting further substantial moderation testing (Viechtbauer, 
2008). We further explored the three dimensions of metacognition separately. A 
summary of the findings in the reviewed studies is presented in Table 1.

Metacognitive Awareness

No extracted studies had investigated the association between metacognitive awareness 
in active procrastination. Three of the reviewed studies examined the effect of metacog-
nitive awareness on passive procrastination (Bedel, 2017; Çikrikci, 2016; Wong, 2012). 
All studies have found the significant and negative effect of metacognitive awareness on 
students’ passive procrastination. A meta-analysis of the above studies revealed that the 
level of metacognitive awareness was significantly associated with passive procrastination 
(weighted r = − 0.36, 95% CI [− 0.623, − 0.092], p < 0.05).

Fig. 2   Forest plot of dimensions of metacognition on procrastination (Pearson r). Note: No extracted 
studies had investigated the association between metacognitive awareness in active procrastination
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Metacognitive Belief

Among the twelve of the reviewed studies that examined the effect of metacogni-
tive belief on active/passive procrastination, five studies showed mixed results (Cao, 
2012; Ghadampour et al., 2017; Hosseini & Khayyer, 2009; Mohammadi Bytamar 
& Saed, 2018; Mohammadi Bytamar et al., 2017). A meta-analysis of these stud-
ies revealed that the level of metacognitive belief was not significantly associated 
with active procrastination (weighted r = 0.25, 95% CI [− 0.676, 1.170]) or passive 
procrastination (weighted r = − 0.15, 95% CI [− 0.371, 0.076]). The weighted aver-
age correlation for active procrastination and passive procrastination appeared not 
to be representative, due to a significant and high level of heterogeneity between 
the studies: I2 = 88.75% for active procrastination and I2 = 98.72% for passive 
procrastination.

Metacognitive Regulation

Among forty-five of the reviewed studies that examined the effect of metacognitive 
regulation on active/passive procrastination, seven studies investigated both active/
passive procrastination (Corkin et  al., 2011; Ding et  al., 2015; Ghadampour & 
Beiranvand, 2019; Richards, 2018; Wolters et al., 2017; Yamada et al., 2016; Zheng 
et al., 2020) and ten studies showed mixed results (Ding et al., 2015; Escolano-Pérez 
et al., 2017; Gendron, 2011; Kavousian & Karimi, 2019; Kim & Seo, 2013; Li et al., 
2019; Wolters, 2003, Study 1; Wolters et al., 2017; Yamada et al., 2016; Zheng et al., 
2020). A meta-analysis of the above studies revealed that the use of metacognitive 
regulation was not significantly associated with active procrastination (weighted 
r = − 0.02, 95% CI [− 0.190, 0.144]), but significantly associated with passive pro-
crastination (weighted r = − 0.31, 95% CI [− 0.387, − 0.239], p < 0.001). However, 
the weighted average correlation for active procrastination and passive procrastina-
tion appeared not to be representative, due to a significant and high level of hetero-
geneity between the studies: I2 = 93.31% for active procrastination and I2 = 98.73% 
for passive procrastination.

Grade Level as a Moderator

Based on our extracted effect sizes in a relationship between metacognition and 
active procrastination, there was only one study (Ghadampour & Beiranvand, 2019) 
that has been conducted in the K-12 context. Therefore, we only conducted the mod-
erator analysis of grade-level for passive procrastination. The K-12 group consisted 
of 41 effect sizes, and the university group consisted of 87 effect sizes. As shown 
in Table 2, results showed a significant negative effect size in both K-12 samples 
(weighted r = − 0.41, 95% CI [− 0.563, − 0.247], p < 0.001), and university samples 
(weighted r = − 0.22, 95% CI [− 0.290, − 0.155], p < 0.001). The meta-regression 
results (see Table  3) further confirmed that the relationship between metacogni-
tion and passive procrastination did not vary across grade level, although the effect 
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sizes tended to be larger for K-12 student samples, compared to university student 
samples.

Culture as a Moderator

The individualistic index was distributed evenly across the studies. The mean indi-
vidualistic index was 46.42, as most studies were conducted in the United States (11 
studies), China (12 studies), and Iran (11 studies). As shown in Tables 2 and 3, the 
meta-regression results indicated that the individualistic index did not play a signifi-
cant moderating role in the relationship between metacognition and active/passive 

Table 2   Univariate moderation tests of categorical and continuous variables for the association between 
metacognition and active/passive procrastination

m, the number of eligible studies with independent samples; k, number of correlations including in the 
analyses; 95% CI, 95% confidence interval for the pooled effect size. All the analyses were run separately 
with using robust variance estimation approach via robumeta package in RStudio
*p < .05, ***p < .001
a r is used for categorical moderators, while B is used for continuous moderators

Moderator m k r/Ba 95% CI τ2 I2

Active procrastination 11 25 .03 [− .123, .175] .04 93.08
Categorical variables
 Grade level
  K-12 1 2 / / / /
  University 10 23 .06 [− .079, .199] .04 93.19

 Type of metacognition
  Awareness / / / / / /
  Belief 2 4 .25 [− .676, 1.170] .04 88.75
  Regulation 9 21 − .02 [− .190, .144] .04 93.31

Continuous variables
 Individualistic index 11 25 − .04 [− .205, .129] .05 93.51
 Gender (Female ratio) 8 21 .05 [− .151, .256] .06 95.21

Passive procrastination 58 128 − .28*** [− .353, − .212] .12 98.81
Categorical variables
 Grade level
  K-12 19 41 − .41*** [− .563, − .247] .09 98.85
  University 39 87 − .22*** [− .290, − .155] .06 96.61

 Type of metacognition
  Awareness 3 3 − .36* [− .623, − .092] .01 72.29
  Belief 11 46 − .15 [− .371, .076] .01 98.72
  Regulation 45 79 − .31*** [− .387, − .239] .11 98.73

Continuous variables
 Individualistic index 58 128 .01 [− .041, .060] .12 98.77
 Gender (female ratio) 51 107 .09* [.019, .162] .10 98.65
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procrastination, suggesting that the relationship between metacognition and active/
passive procrastination did not vary substantially by cultural background.

Gender as a Moderator

The mean ratio of females was 61.43%, and the reviewed studies tended to have 
slightly more female than male participants. Only 13 studies recruited more male 
students than females. As shown in Table 2, gender did not significantly moderate 
the metacognition–active procrastination link, while it significantly moderated the 
effect of overall metacognition on passive procrastination (B = 0.09, p < 0.05). The 
meta-regression results (see Table 3) further confirmed that the relationship between 
metacognition and passive procrastination did not vary across gender.

Meta‑regression Model

After entering all proposed moderators in the meta-regression model simultane-
ously, no significant moderators were observed in the model (see Table 3).

Table 3   Multilevel regression model on the association between metacognition and active/passive pro-
crastination

m, the number of eligible studies with independent samples; B, unstandardized regression coefficient; 
95% CI, 95% confidence interval for the pooled effect size; t, t statistic for each moderator. All mod-
erators were entered in one model for activeprocrastination and passiveprocrastination with using robust 
variance estimation approach via robumeta package in RStudio

Moderator B SE 95% CI t

Active procrastination (m = 8, k = 21, τ2 = .09, I2 = 95.31%)
Intercept .38 .15 [− .246, .101] 2.59
Regulation (belief as the reference level) − .37 .18 [− 1.062, .331] − 2.00
Gender (female ratio) − .01 .10 [− .385, .370] − .08
Individualistic index − .15 .09 [− .530, .225] − 1.77
Passive procrastination (m = 51, k = 107, τ2 = .08, I2 = 98.13%)
Intercept − .39 .11 [− .825, .040] − 3.71
University (K-12 as the reference level) .01 .13 [− .266, .277] .04
Type of metacognition (awareness as the reference level)
 Belief .21 .13 [− .207, .632] 1.69
 Regulation .07 .09 [− .299, .430] .74

Gender (female ratio) .09 .05 [− .023, .201] 1.78
Individualistic index − .01 .03 [− .064, .047] -.32
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Publication Bias

The publication bias analyses were firstly performed via funnel plots (Goldberg 
et al., 2003). As shown in Fig. 3, nearly 42% of the reviewed studies used a sample 
size smaller than 300, and they demonstrated a wide range of effect sizes (rang-
ing from − 0.92 to 0.85). The funnel plot showed that 26 extracted effect sizes were 
more than 0.50; approximately 12% of the effect sizes were less than 10. The funnel 
plot showed a roughly even distribution of outcome, with a few out of the range. 
Further, we computed the visual scatterplots to indicate potential bias in the over-
all effect size estimation for active/passive procrastination outcomes (see Figs.  4, 
5). The two scatterplots formed asymmetric funnels, indicating potential bias that 
required a more in-depth investigation.

The trim-and-fill test resulted in 4 trimmed and filled effect sizes for active pro-
crastination, with an adjusted estimated average weighted r = 0.15 [0.030, 0.261]. 
In terms of passive procrastination, the trim-and-fill analysis identified no missing 
studies for passive procrastination, indicating that no risk of publication bias would 
affect our results on passive procrastination. The Egger’s test showed significant 
results for both active procrastination (z = − 4.04, p < 0.01) and passive procrastina-
tion (z = 2.22, p < 0.05). We, therefore, concluded that publication bias was a con-
cern in the current meta-analysis results on active procrastination. Both the trim-
and-fill test and the Eggers test indicated that there is a strong publication bias in 
the current meta-analysis results on active procrastination. The publication bias also 
occurred in passive procrastination.

Fig. 3   Funnel plot of publication bias analysis (Pearson r)
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Discussion

Students’ academic procrastination is a widespread phenomenon and it can lead 
to poor academic performance (Kim & Seo, 2015) and psychological illness 
(Martinčeková, & Enright, 2020). Grounded in Wells and Matthew’s (1994) Self-
Regulatory Executive Function theory and empirical findings that supported the 
effective role of metacognition in procrastination (San et  al., 2016; Zarei & Kho-
shouei, 2016), we conducted this meta-analysis to present an overview of the rela-
tions between metacognition and academic procrastination. First, we found an 
overall significant and negative relation between metacognition and passive procras-
tination (weighted r = − 0.28), but not for active procrastination (weighted r = 0.03). 
It appeared that metacognition played a more critical role in reducing passive pro-
crastination, but not so effective in influencing the tendency of active procrastina-
tion. Although researchers have argued for certain desirable attitudinal and behav-
ioral characteristics possessed by active procrastinators (Chu & Choi, 2005), our 
meta-analysis results revealed that these procrastinators could also possess other 
undesirable traits that were not conducive to the use of metacognition. This clearly 
warrants further investigation.

Fig. 4   Contour-enhanced funnel plots with trim-and-fill results for active procrastination. Note. Each 
black dot (hollow) represents an individual effect size and is positioned according to its Pearson’s corre-
lation r effect size (x-axis) and standard error (y-axis). Confidence intervals represent non-significance of 
study effects within the area (p value: white = .10, dark gray = .05, gray = .01, and light gray = .001) while 
the dashed line represents the estimated effect size. Trim-and-fill analysis yielded 4 trimmed or filled 
effect sizes, and the significant Egger’s regression test suggested (z = − 4.04, p < .01) small study effects
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When we zoomed into different dimensions of metacognition, we found that 
metacognitive regulation (weighted r = − 0.31) was significantly and negatively 
associated with passive procrastination. This aligns with Chu and Choi’s (2005) 
report that passive procrastinators were often unable to effectively manage time and 
showed poor self-regulatory skills. It is thus reasonable that students with a high 
level of metacognitive regulation (such as how individuals regulate their cognition 
through a set of monitoring and planning strategies, see Schraw & Moshman, 1995) 
tended to procrastinate less.

Consistent with Schraw’s (1998) remark that metacognitive awareness was 
effective in directing cognition and monitoring cognitive processes and outcomes, 
and further reduced the tendency of procrastination, we also found that metacog-
nitive awareness (weighted r = − 0.36) was significantly negatively associated 
with passive procrastination. Together with several other prior studies (Çikrikci, 
2016; Siddiqui et  al., 2020; Wong, 2012), the findings suggested that students’ 
knowledge of cognition could provide opportunities for them to better monitor 
their learning. In contrast, metacognitive belief was not found to be significantly 
related to passive procrastination. Possibly, the different ways of operationaliz-
ing metacognitive belief across studies may have balanced out the positive and 

Fig. 5   Contour-enhanced funnel plots with trim-and-fill results for passive procrastination. Note. Each 
black dot (hollow) represents an individual effect size and is positioned according to its Pearson’s cor-
relation r effect size (x-axis) and standard error (y-axis). Confidence intervals represent non-significance 
of study effects within the area (p value: white = .10, dark gray = .05, gray = .01, and light gray = .001) 
while the dashed line represents the estimated effect size. The trim-and-fill analysis identified no missing 
studies for passive procrastination, but the significant Egger’s regression test suggested (z = 2.22, p < .05) 
small study effects
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negative impact on procrastination observed in different studies: some chose to 
differentiate positive beliefs from negative beliefs; and others chose to examine 
the different facets of this construct (i.e., uncontrollability, cognitive confidence, 
cognitive self-consciousness, Hosseini & Khayyer, 2009). A consistent way of 
operationalizing metacognitive beliefs could be considered in future studies.

We previously suggested that the relationship between metacognition and 
procrastination could vary by individual (grade level and gender) and contex-
tual (culture) factors. Unexpectedly, we did not find any significant moderation 
effects on the metacognition-procrastination relation. The non-significant results 
implied that the effects of metacognition on students’ procrastination did not vary 
substantially between female and male students, between K-12 and university 
students, or among students from diverse cultural backgrounds. Despite the non-
significant moderation effect for gender ratio, the gender ratio was found to be 
positively related to the magnitude of effect size—as the number of female partic-
ipants in the sample increased, the correlations between metacognition and pro-
crastination became stronger; and, conversely, as the number of male participants 
increased, the correlations became weaker. This suggests that educators may need 
to pay more attention to male students when facilitating metacognition in order to 
reduce their passive procrastination. As the gender composition was not distrib-
uted evenly across the reviewed studies in this meta-analysis, more research in 
targeting at male students is thus recommended.

Overall, our results suggested that, among K-12 and university students, stronger 
metacognitive awareness and better metacognitive regulatory skills could confer a 
noteworthy advantage to reduce passive procrastination. Developing metacogni-
tive awareness is an important part of helping learners become more effective and, 
importantly, more autonomous. Only when learners are conscious of how they learn 
can they identify the most effective ways of doing so. Similarly, training on metacog-
nitive skills would allow students to better plan, monitor and reflect on their learning 
processes for achieving higher efficiency. Consequently, we call for more empirical 
studies in further exploring the mechanisms of relationships between metacognitive 
awareness/skills and academic procrastination.

Limitations and Future Directions

The current findings need to be interpreted with caution. First, the effect sizes in 
this meta-analysis were correlations and mostly from cross-sectional studies (88% 
of eligible studies). In the absence of sufficient longitudinal and experimental data, 
our results cannot support causal claims. Second, an underbalanced number of stud-
ies by their socio-cultural backgrounds (i.e., most of the studies were conducted in 
China, Iran, and the United States) could present challenges for generalizability. It 
is thus recommended to conduct more research in this area with other regions to 
provide a more holistic view. Third, our meta-regression results have not supported 
any significant moderators in explaining the association between metacognition and 
active/passive procrastination. However, the significant homogeneity test indicated 
the presence of moderators. Future research may also consider re-examining the role 
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of other potential moderators of the metacognition–procrastination relations. Last, 
a small number of studies were reviewed in some categories (e.g., metacognitive 
awareness and beliefs) in this meta-analysis, which presents challenges to reach 
strong conclusions involving the relationships between these very particular dimen-
sions of metacognition and procrastination. Thus, the current interpretations are ten-
tative, and more research in investigating the effectiveness of metacognitive aware-
ness and metacognitive belief on students’ procrastination is highly recommended.

Conclusions and Implications

The current study is the first systematic review on the relationship between meta-
cognition and procrastination. Our findings have implications both in theory and 
practice. By theory, this study lays a foundation for future research on academic 
procrastination by pointing to the direction of emphasizing the role of metacogni-
tive capabilities, particularly of regulating oneself, in buffering or sustaining behav-
ior. Clearly, more empirical studies are needed in certain subareas in this field, such 
as the role of metacognitive awareness. The moderator analysis enables us to draw 
stronger conclusions that the enhancement of metacognitive awareness and regula-
tory skills is effective in reducing passive procrastination. Cognitive, motivational, 
and emotional reasons could be further examined in this process. Further, what has 
not been attended to, however, is how to map metacognition into the progressing 
theorization of procrastination by considering various forms of procrastination.

Students’ grade level, gender, and cultural background did not influence the rela-
tionships between metacognition and procrastination, which offers practitioners a 
variety of intervention approaches for most subsets of the populations. Given the 
current findings, corresponding interventions can be developed with a focus on pro-
moting metacognitive thinking and behaving in manipulating student procrastination 
intention and behavior. Empirical evidence supported that metacognitive skills train-
ing could overcome student academic procrastination (Seadati et al., 2017), such as 
the Metacognitive Therapy, with a focus on metacognitive thinking (Fernie et  al., 
2017) and cognitive-behavioral coaching (Karas & Spada, 2009), with a focus on 
the enhancement of metacognitive skills. More attention is clearly needed to be paid 
to how to monitor the active form of procrastination by allocating one’s metacogni-
tive sources. The eventual goal is to prepare students to be more aware of and more 
regulatory in their learning behavior and decisions.

Appendix

See Table 4.



356	 M. Zhou et al.

1 3

Ta
bl

e 
4  

S
ys

te
m

at
ic

 re
vi

ew
 ta

bl
e 

(a
lp

ha
be

tic
al

 a
cc

or
di

ng
 to

 th
e 

fir
st 

au
th

or
)

N
os

.
A

ut
ho

r (
s)

Sa
m

pl
e

Re
se

ar
ch

 d
es

ig
n

D
im

en
si

on
s o

f m
et

ac
og

ni
tio

n
Fo

rm
s o

f p
ro

cr
as

tin
at

io
n

1
B

as
hi

r (
20

19
)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 Ja
m

m
u 

an
d 

K
as

hm
ir

(N
 =

 11
52

)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

2
B

ay
ra

k 
(2

01
7)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 T
ur

ke
y

(N
 =

 65
)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

3
B

ed
el

 (2
01

7)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 T

ur
ke

y
(N

 =
 14

5)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

aw
ar

en
es

s;
 

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

4
B

eh
ro

zi
 e

t a
l. 

(2
01

3)
1s

t g
ra

de
 h

ig
h 

sc
ho

ol
 m

al
e 

stu
-

de
nt

s i
n 

Ir
an

(N
 =

 30
0)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

5
C

ao
 (2

01
2)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 U
ni

te
d 

St
at

es
(N

 =
 13

4)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n

6
Ç

et
in

 a
nd

 C
ey

ha
n 

(2
01

7)
H

ig
h 

sc
ho

ol
 st

ud
en

ts
 in

 T
ur

ke
y

(N
 =

 17
18

)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

7
C

he
ng

 e
t a

l. 
(2

01
0)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

(N
 =

 46
8)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

8
C

he
ng

 (2
02

0)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 T

ai
w

en
(N

 =
 58

2)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

9
C

he
n 

et
 a

l. 
(2

02
0)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 C
hi

na
(N

 =
 89

3)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

10
Ç

ik
rik

ci
 (2

01
6)

H
ig

h 
sc

ho
ol

 st
ud

en
ts

 in
 T

ur
ke

y
(N

 =
 27

3)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

aw
ar

en
es

s
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

11
C

or
ki

n 
et

 a
l. 

(2
01

1)
C

ol
le

ge
 st

ud
en

ts
 in

 U
ni

te
d 

St
at

es
(N

 =
 20

6)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
A

ct
iv

e 
pr

oc
ra

sti
na

tio
n;

 P
as

si
ve

 
pr

oc
ra

sti
na

tio
n

12
D

em
ir 

an
d 

B
al

oğ
lu

 (2
02

0)
H

ig
h 

sc
ho

ol
 st

ud
en

ts
 in

 T
ur

ke
y

(N
 =

 49
2)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

13
D

en
g 

et
 a

l. 
(2

02
0)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

(N
 =

 63
4)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n



357

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Ta
bl

e 
4  

(c
on

tin
ue

d)

N
os

.
A

ut
ho

r (
s)

Sa
m

pl
e

Re
se

ar
ch

 d
es

ig
n

D
im

en
si

on
s o

f m
et

ac
og

ni
tio

n
Fo

rm
s o

f p
ro

cr
as

tin
at

io
n

14
D

in
g 

et
 a

l. 
(2

01
5)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

(N
 =

 38
6)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n
15

Es
co

ba
r a

nd
 C

or
zo

 (2
01

8)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 C

ol
om

bi
a

(N
 =

 40
7)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

16
Es

co
la

no
-P

ér
ez

 e
t a

l. 
(2

01
7)

Fr
es

hm
en

 in
 S

pa
in

(N
 =

 30
3)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

er
eg

ul
at

io
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

17
Fe

rn
ie

 e
t a

l. 
(2

01
8)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 U
ni

te
d 

K
in

gd
om

(N
 =

 20
4)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n

18
Fu

ju
ta

 (2
01

0)
U

nd
er

gr
ad

ua
te

s i
n 

Ja
pa

n
(N

 =
 16

1)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

19
Fu

la
no

 (2
01

7)
—

St
ud

y 
1

10
th

 to
 1

2t
h 

gr
ad

er
s i

n 
ci

ty
 o

f 
M

ap
ut

o
(N

 =
 10

00
)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

20
G

en
dr

on
 (2

01
1)

U
nd

er
gr

ad
ua

te
s i

n 
C

an
ad

a 
(N

 =
 10

8)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
A

ct
iv

e 
pr

oc
ra

sti
na

tio
n

21
G

ha
da

m
po

ur
 e

t a
l. 

(2
01

7)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 Ir

an
 

(N
 =

 32
4)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

22
G

ha
da

m
po

ur
 a

nd
 B

ei
ra

nv
an

d 
(2

01
9)

M
id

dl
e 

sc
ho

ol
 st

ud
en

ts
 in

 Ir
an

 
(N

 =
 30

)
Se

m
i-e

xp
er

im
en

ta
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n
23

G
ür

gâ
n 

an
d 

G
ün

do
ğd

u 
(2

01
9)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 T
ur

ke
y 

(N
 =

 40
5)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

24
G

ut
ié

rr
ez

-G
ar

cí
a 

et
 a

l. 
(2

02
0)

H
ig

h 
sc

ho
ol

 st
ud

en
ts

 in
 M

ex
ic

o 
(N

 =
 52

)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

25
H

os
se

in
i a

nd
 K

ha
yy

er
 (2

00
9)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 Ir
an

 
(N

 =
 19

9)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

be
lie

f
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n



358	 M. Zhou et al.

1 3

Ta
bl

e 
4  

(c
on

tin
ue

d)

N
os

.
A

ut
ho

r (
s)

Sa
m

pl
e

Re
se

ar
ch

 d
es

ig
n

D
im

en
si

on
s o

f m
et

ac
og

ni
tio

n
Fo

rm
s o

f p
ro

cr
as

tin
at

io
n

26
H

si
ao

 a
nd

 H
si

eh
 (2

01
7)

7t
h 

to
 9

th
 g

ra
de

rs
 in

 T
ai

w
en

 
(N

 =
 48

8)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

27
K

av
ou

si
an

 a
nd

 K
ar

im
i (

20
19

)
Fe

m
al

e 
hi

gh
 sc

ho
ol

 st
ud

en
ts

 in
 

Ir
an

 (N
 =

 40
)

Se
m

i-e
xp

er
im

en
ta

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

28
K

im
 e

t a
l. 

(2
01

3)
Se

ni
or

 h
ig

h 
sc

ho
ol

 st
ud

en
ts

 in
 

K
or

ea
 (N

 =
 30

0)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

29
K

im
 a

nd
 S

eo
 (2

01
3)

U
nd

er
gr

ad
ua

te
s i

n 
K

or
ea

 (N
 =

 27
8)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n
30

K
la

ss
en

 e
t a

l. 
(2

00
9)

10
th

 a
nd

 1
1t

h 
gr

ad
er

s i
n 

C
an

ad
a 

(N
 =

 31
0)

 a
nd

 S
in

ga
po

re
 

(N
 =

 30
2)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

31
Li

 e
t a

l. 
(2

01
9)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

 
(N

 =
 10

96
)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

32
Li

m
on

e 
et

 a
l. 

(2
02

0)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 It

al
y 

(N
 =

 45
0)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

33
M

oh
am

m
ad

i B
yt

am
ar

 a
nd

 S
ae

d 
(2

01
8)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 Ir
an

 
(N

 =
 21

0)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

be
lie

f
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

34
M

oh
am

m
ad

i B
yt

am
ar

 e
t a

l. 
(2

01
7)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 Ir
an

 
(N

 =
 21

0)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
eb

el
ie

f
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

35
M

ot
ie

 e
t a

l. 
(2

01
2)

1s
t g

ra
de

 h
ig

h 
sc

ho
ol

 m
al

e 
stu

-
de

nt
s i

n 
Ir

an
 (N

 =
 25

0)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

36
Pa

rk
 a

nd
 S

pe
rli

ng
 (2

01
2)

U
nd

er
gr

ad
ua

te
s i

n 
U

ni
te

d 
St

at
es

 
(N

 =
 41

)
M

ix
ed

-m
et

ho
ds

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

37
R

ak
es

 a
nd

 D
un

n 
(2

01
0)

G
ra

du
at

e 
stu

de
nt

s i
n 

U
ni

te
d 

St
at

es
 

(N
 =

 81
)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

38
R

as
hi

dz
ad

e 
et

 a
l. 

(2
01

8)
Se

co
nd

ar
y 

sc
ho

ol
 st

ud
en

ts
 in

 Ir
an

 
(N

 =
 60

)
Q

ua
si

-e
xp

er
im

en
ta

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n



359

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Ta
bl

e 
4  

(c
on

tin
ue

d)

N
os

.
A

ut
ho

r (
s)

Sa
m

pl
e

Re
se

ar
ch

 d
es

ig
n

D
im

en
si

on
s o

f m
et

ac
og

ni
tio

n
Fo

rm
s o

f p
ro

cr
as

tin
at

io
n

39
R

ic
ha

rd
s (

20
18

)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 U

ni
te

d 
St

at
es

 (N
 =

 12
6)

Q
ua

si
-e

xp
er

im
en

ta
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n
40

Sa
m

pa
io

 e
t a

l. 
(2

01
2)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 B
ra

zi
l 

(N
 =

 65
1)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

41
Sh

ey
kh

ol
es

la
m

i (
20

16
)

U
nd

er
gr

ad
ua

te
s i

n 
Ir

an
 (N

 =
 16

3)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

42
Su

n 
(2

01
8)

Ju
ni

or
 m

id
dl

e 
sc

ho
ol

 st
ud

en
ts

 in
 

C
hi

na
 (N

 =
 66

9)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

43
Ts

en
g 

(2
01

7)
M

as
te

r s
tu

de
nt

s i
n 

Ta
iw

en
 

(N
 =

 51
8)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

44
Va

lk
yr

ie
 (2

00
6)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 U
ni

te
d 

St
at

es
(N

 =
 50

0)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

45
W

äs
ch

le
 e

t a
l. 

(2
01

4)
—

St
ud

y 
2

U
nd

er
gr

ad
ua

te
s i

n 
G

er
m

an
y 

(N
 =

 49
)

Lo
ng

itu
di

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

46
W

ei
 (2

02
0)

5t
h 

to
 6

th
 g

ra
de

rs
 in

 C
hi

na
 

(N
 =

 51
0)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

47
W

ol
te

rs
 (2

00
3)

St
ud

y 
1:

 U
ni

ve
rs

ity
 st

ud
en

ts
 in

 
U

ni
te

d 
St

at
es

 (N
 =

 16
8)

St
ud

y 
2:

 U
ni

ve
rs

ity
 st

ud
en

ts
 in

 
U

ni
te

d 
St

at
es

 (N
 =

 15
2)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

48
W

ol
te

rs
 a

nd
 B

en
zo

n 
(2

01
3)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 U
ni

te
d 

St
at

es
(N

 =
 21

5)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

49
W

ol
te

rs
 a

nd
 H

us
sa

in
 (2

01
5)

U
ni

ve
rs

ity
 st

ud
en

ts
 in

 U
ni

te
d 

St
at

es
(N

 =
 21

3)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

50
W

ol
te

rs
 e

t a
l. 

(2
01

7)
U

nd
er

gr
ad

ua
te

s i
n 

U
ni

te
d 

St
at

es
(N

 =
 44

6)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

re
gu

la
tio

n
A

ct
iv

e 
pr

oc
ra

sti
na

tio
n;

 P
as

si
ve

 
pr

oc
ra

sti
na

tio
n



360	 M. Zhou et al.

1 3

Ta
bl

e 
4  

(c
on

tin
ue

d)

N
os

.
A

ut
ho

r (
s)

Sa
m

pl
e

Re
se

ar
ch

 d
es

ig
n

D
im

en
si

on
s o

f m
et

ac
og

ni
tio

n
Fo

rm
s o

f p
ro

cr
as

tin
at

io
n

51
W

on
g 

(2
01

2)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 H

on
g 

K
on

g
(N

 =
 31

4)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

aw
ar

en
es

s
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

52
W

u 
(2

01
2)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

(N
 =

 67
1)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
be

lie
f

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n
53

X
u 

(2
01

6)
Ju

ni
or

 m
id

dl
e 

sc
ho

ol
 st

ud
en

ts
 in

 
C

hi
na

 (N
 =

 57
3)

Lo
ng

itu
di

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

54
X

u 
(2

01
4)

Se
ni

or
 h

ig
h 

sc
ho

ol
 st

ud
en

ts
 in

 
C

hi
na

 (N
 =

 41
8)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n

55
Ya

m
ad

a 
et

 a
l. 

(2
01

6)
U

ni
ve

rs
ity

 st
ud

en
ts

 in
 Ja

pa
n 

(N
 =

 17
9)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n
56

Za
re

i a
nd

 K
ho

sh
ou

ei
 (2

01
6)

C
ol

le
ge

 st
ud

en
ts

 in
 Ir

an
 (N

 =
 12

0)
C

ro
ss

-s
ec

tio
na

l
M

et
ac

og
ni

tiv
e 

be
lie

f
Pa

ss
iv

e 
pr

oc
ra

sti
na

tio
n

57
Zh

en
g 

et
 a

l. 
(2

02
0)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

 
(N

 =
 16

54
)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

A
ct

iv
e 

pr
oc

ra
sti

na
tio

n;
 P

as
si

ve
 

pr
oc

ra
sti

na
tio

n
58

Zh
on

g 
(2

01
7)

U
nd

er
gr

ad
ua

te
s i

n 
C

hi
na

 (N
 =

 20
5)

C
ro

ss
-s

ec
tio

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n
59

Zi
eg

le
r a

nd
 O

pd
en

ak
ke

r (
20

18
)

Fi
rs

t-y
ea

r s
tu

de
nt

s i
n 

re
gu

la
r 

se
co

nd
ar

y 
ed

uc
at

io
n 

in
 th

e 
N

et
h-

er
la

nd
s (

N
 =

 56
6)

Lo
ng

itu
di

na
l

M
et

ac
og

ni
tiv

e 
re

gu
la

tio
n

Pa
ss

iv
e 

pr
oc

ra
sti

na
tio

n



361

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Data Availability  The data and material are available upon request.

Declarations 

Conflict of interest  There is no potential conflict of interest in this research.

Ethical Approval  All procedures performed in studies involving human participants were in accordance 
with the ethical standards of the institutional and/or national research committee and with the 1964 Hel-
sinki declaration and its later amendments or comparable ethical standards.

Informed Consent  Informed consent was provided for all individual participants included in the study.

References

(References marked with an asterisk indicate studies included in the meta-analysis)
Alexander, E. S., & Onwuegbuzie, A. J. (2007). Academic procrastination and the role of hope as a cop-

ing strategy. Personality and Individual Differences, 42(7), 1301–1310. https://​doi.​org/​10.​1016/j.​
paid.​2006.​10.​008

American Psychological Association. (2003). Guidelines on multicultural education, training, research, 
practice, and organizational change for psychologists. American Psychologist, 58, 377–402.

Anderson, C. E., Jr., & Walker, J. D. (1991). An examination of long-rod penetration. International Jour-
nal of Impact Engineering, 11(4), 481–501. https://​doi.​org/​10.​1016/​0734-​743X(91)​90015-8

Balkis, M., & Erdinç, D. U. R. U. (2017). Gender differences in the relationship between academic 
procrastination, satifaction with academic life and academic performance. Electronic Journal of 
Research in Educational Psychology, 15(1), 105–125. https://​doi.​org/​10.​14204/​ejrep.​41.​16042

*Bashir, L. (2019). Social networking usage, academic procrastination and performance among univer-
sity students: Role of self-efficacy and metacognitive beliefs. Unpublished doctoral dissertation, 
Lovely Professional University, India.

Bashir, L., & Gupta, S. A. (2018). Deeper look into the relationship between academic procrastination 
and academic performance among university students. Research Guru, 12(3), 531–540.

*Bayrak, F. (2017).  Pre-service ICT teachers’ academic procrastination behaviours and self-regulation 
perceptions in blended learning environment. Ege Journal of Education, 19(2), 470–487. https://​
doi.​org/​10.​12984/​egeefd.​370025

Bedel, E. F. (2017). The role of mindfulness and metacognitive awareness in predicting academic pro-
crastination in pre-service early childhood teachers. Journal of Higher Education and Science, 
7(3), 504–514. https://​doi.​org/​10.​5961/​jhes.​2017.​227

*Behrozi, N., Yeilagh, M. S., & Mansourian, A. (2013). The relationship between self-regulated learn-
ing strategies, motivational learning strategies, procrastination and academic performance among 
the first grade of high school male students in Boushehr. Journal of Life Science and Biomedicine, 
3(4), 277–284.

Benzies, K. M., Premji, S., Hayden, K. A., & Serrett, K. (2006). State-of-the-evidence reviews: Advan-
tages and challenges of including grey literature. Worldviews on Evidence-Based Nursing, 3(2), 
55–61. https://​doi.​org/​10.​1111/j.​1741-​6787.​2006.​00051.x

Best, J. R., & Miller, P. H. (2010). A developmental perspective on executive function. Child Develop-
ment, 81(6), 1641–1660. https://​doi.​org/​10.​1111/j.​1467-​8624.​2010.​01499.x

Borenstein, M., Hedges, L. V., Higgins, J. P. T., & Rothstein, H. R. (2009). Introduction to meta-analysis. 
Wiley.

*Cao, L. (2012). Differences in procrastination and motivation between undergraduate and graduate stu-
dents. Journal of the Scholarship of Teaching and Learning, 12(2), 39–64.

Cartwright-Hatton, S., & Wells, A. (1997). Beliefs about worry and intrusions: The Meta-Cognitions 
Questionnaire and its correlates. Journal of Anxiety Disorders, 11(3), 279–296. https://​doi.​org/​10.​
1016/​S0887-​6185(97)​00011-X

*Çetin, N., & Ceyhan, E. (2018). The relationship between the academic procrastination of high school 
students and the trait anxiety, irrational belief, self-regulation and academic achievement. H. U. 
Journal of Education, 32(2), 460–479. https://​doi.​org/​10.​16986/​HUJE.​20170​28261

https://doi.org/10.1016/j.paid.2006.10.008
https://doi.org/10.1016/j.paid.2006.10.008
https://doi.org/10.1016/0734-743X(91)90015-8
https://doi.org/10.14204/ejrep.41.16042
https://doi.org/10.12984/egeefd.370025
https://doi.org/10.12984/egeefd.370025
https://doi.org/10.5961/jhes.2017.227
https://doi.org/10.1111/j.1741-6787.2006.00051.x
https://doi.org/10.1111/j.1467-8624.2010.01499.x
https://doi.org/10.1016/S0887-6185(97)00011-X
https://doi.org/10.1016/S0887-6185(97)00011-X
https://doi.org/10.16986/HUJE.2017028261


362	 M. Zhou et al.

1 3

*Chen, L., Yang, M., Ding, H., Liu, Y., & Hu, J. (2020). Current status of academic procrastination in 
nursing undergraduates and postgraduates. Journal of Nursing (China), 27(17), 39–44.

Cheng, S., Li, M., & Zhang, H. (2010). A survey on undergraduates’ procrastination behavior and its rela-
tionship with meta-cognition and emotion. Chinese Journal of Clinical Psychology, 18, 238–240. 
[In Chinese].

*Cheng, Y. (2020). The relationship between fear of failure, metacognitive strategies, and academic pro-
crastination in college students. Unpublished master thesis, Tamkang University, Taiwan.

Cheung, M. W. L. (2019). A guide to conducting a meta-analysis with non-independent effect sizes. Neu-
ropsychology Review, 29, 387–396. https://​doi.​org/​10.​1007/​s11065-​019-​09415-6

Choi, J. N., & Moran, S. V. (2009). Why not procrastinate? Development and validation of a new active 
procrastination scale. The Journal of Social Psychology, 149(2), 195–212. https://​doi.​org/​10.​3200/​
SOCP.​149.2.​195-​212

Chu, A. H. C., & Choi, J. N. (2005). Rethinking procrastination: Positive effects of" active" procrastina-
tion behavior on attitudes and performance. The Journal of Social Psychology, 145(3), 245–264. 
https://​doi.​org/​10.​3200/​SOCP.​145.3.​245-​264

*Çikrikci, Ö. (2016). Academic procrastination: The role of metacognitive awareness and educational 
stress. Mediterranean Journal of Educational Research, 19(1), 39–52.

Clariana, M., Gotzens, C., del Mar Badia, M., & Cladellas, R. (2012). Procrastination and cheating from 
secondary school to university. Electronic Journal of Research in Educational Psychology, 10(2), 
737–754.

Cohen, J., Cohen, P., West, S. G., & Aiken, L. S. (2013). Applied multiple regression/correlation analysis 
for the behavioral sciences. Routledge.

Cohen, S. (1988). Perceived stress in a probability sample of the United States. In S. Spacapan & S. 
Oskamp (Eds.), The Claremont symposium on applied social psychology: The social psychology of 
health (pp. 31–67). Sage Publications.

*Corkin, D. M., Shirley, L. Y., & Lindt, S. F. (2011). Comparing active delay and procrastination 
from a self-regulated learning perspective. Learning and Individual Differences, 21(5), 602–
606. https://​doi.​org/​10.​1016/j.​lindif.​2011.​07.​005

De Palo, V., Monacis, L., Miceli, S., Sinatra, M., & Di Nuovo, S. (2017). Decisional procrastination in 
academic settings: The role of metacognitions and learning strategies. Frontiers in Psychology, 
8, 1–8. https://​doi.​org/​10.​3389/​fpsyg.​2017.​00973

Deemer, E. D., Yough, M., & Morel, S. A. (2018). Performance-approach goals, science task prefer-
ence, and academic procrastination: Exploring the moderating role of competence perceptions. 
Motivation and Emotion, 42(2), 200–213. https://​doi.​org/​10.​1007/​s11031-​017-​9649-z

*Demir, M. F., & Baloğlu, N. (2020). Relationship between metacognition skills and academic procras-
tination behaviors of the high school students.  Ahi Evran Üniversitesi Sosyal Bilimler Enstitüsü 
Dergisi, 6(1), 242–259. https://​doi.​org/​10.​31592/​aeusb​ed.​640030

*Deng, F., Dou, Y., Chen, F., Ni, T., & Cheng, M. (2020). A study on the correlation between procrasti-
nation metacognition and academic procrastination of college nursing students at the basic course 
stage. Health Vocational Research, 38(2), 107–109.

DeSimone, P. (1993). Linguistic assumptions in scientific language. Contemporary Psychodynamics: 
Theory, Research and Application, 1, 8–17.

*Ding, T., Yu, X., & Gong, X. (2015). Different procrastination types of college students: From a self-
regulated learning perspective. Education Research Monthly, 10, 87–92.

Duval, S., & Tweedie, R. (2000). A nonparametric “trim and fill” method of accounting for publi-
cation bias in meta-analysis. Journal of the American Statistical Association, 95(449), 89–98. 
https://​doi.​org/​10.​1080/​01621​459.​2000.​10473​905

Egger, M., Smith, G. D., Schneider, M., & Minder, C. (1997). Bias in meta-analysis detected by a 
simple, graphical test. British Medical Journal, 315, 629–634. https://​doi.​org/​10.​1136/​bmj.​315.​
7109.​629

Else-Quest, N. M., Hyde, J. S., Goldsmith, H. H., & Van Hulle, C. A. (2006). Gender differences in tem-
perament: A meta-analysis. Psychological Bulletin, 132(1), 33–72. https://​doi.​org/​10.​1037/​0033-​
2909.​132.1.​33

*Escobar, A., & Corzo, L. (2018). Procrastinación académica, autorregulación del aprendizaje y ansie-
dad en estudiantes de recién ingreso a comunidades universitarias. Unpublished doctoral disserta-
tion, Universidad Nacional Abierta ya Distancia, Colombia.

*Escolano-Pérez, E., Bravo-Álvarez, Á., Herrero-Nivela, L., & Acero-Ferrero, M. (2017, October). Why 
do students leave everything to the last minute? Variables underlying self-regulation learning. 

https://doi.org/10.1007/s11065-019-09415-6
https://doi.org/10.3200/SOCP.149.2.195-212
https://doi.org/10.3200/SOCP.149.2.195-212
https://doi.org/10.3200/SOCP.145.3.245-264
https://doi.org/10.1016/j.lindif.2011.07.005
https://doi.org/10.3389/fpsyg.2017.00973
https://doi.org/10.1007/s11031-017-9649-z
https://doi.org/10.31592/aeusbed.640030
https://doi.org/10.1080/01621459.2000.10473905
https://doi.org/10.1136/bmj.315.7109.629
https://doi.org/10.1136/bmj.315.7109.629
https://doi.org/10.1037/0033-2909.132.1.33
https://doi.org/10.1037/0033-2909.132.1.33


363

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Paper presented at the IV Congreso Internacional sobre Aprendizaje, Innovación y Competitividad 
(CINAIC 2017). Zaragoza, Spain.

Fernie, B. A., Bharucha, Z., Nikčević, A. V., Marino, C., & Spada, M. M. (2017). A Metacognitive model 
of procrastination. Journal of Affective Disorders, 210, 196–203. https://​doi.​org/​10.​1016/j.​jad.​
2016.​12.​042

*Fernie, B. A., Kopar, U. Y., Fisher, P. L., & Spada, M. M. (2018). Further development and testing of 
the metacognitive model of procrastination: Self-reported academic performance. Journal of Affec-
tive Disorders, 240, 1–5. https://​doi.​org/​10.​1016/j.​jad.​2018.​07.​018

Fernie, B. A., McKenzie, A. M., Nikčević, A. V., Caselli, G., & Spada, M. M. (2016). The contribution of 
metacognitions and attentional control to decisional procrastination. Journal of Rational-Emotive 
& Cognitive-Behavior Therapy, 34(1), 1–13. https://​doi.​org/​10.​1007/​s10942-​015-​0222-y

Ferrari, J. R. (2001). Procrastination as self-regulation failure of performance: Effects of cognitive load, 
self-awareness, and time limits on ‘working best under pressure.’ European Journal of Personality, 
15(5), 391–406. https://​doi.​org/​10.​1002/​per.​413

Ferrari, J. R., Crum, K. P., & Pardo, M. A. (2018). Decisional procrastination: Assessing characterologi-
cal and contextual variables around indecision. Current Psychology, 37(2), 436–440. https://​doi.​
org/​10.​1007/​s12144-​017-​9681-x

Ferrari, J. R., & Roster, C. A. (2018). Delaying disposing: Examining the relationship between procrasti-
nation and clutter across generations. Current Psychology, 37(2), 426–431. https://​doi.​org/​10.​1007/​
s12144-​017-​9679-4

Fisher, Z., Tipton, E., & Zhipeng, H. (2018). Package “robumeta.” Retrieved from https://​cran.r-​proje​ct.​
org/​web/​packa​ges/​robum​eta/​robum​eta.​pdf.

*Fujuta, T. (2010). A study of the relationship between metacognitive strategies and the academic pro-
crastination behavior in college student. Bulletin of Center for Educational Research and Develop-
ment, 19, 81–86.

Fulano, C. S. (2017). Procrastinação académica a Matemática em alunos de Maputo: Estudos com ado-
lescents. Unpublished doctoral thesis, University of Minho, Portugal.

*Gendron, A. L. (2011).  Active procrastination, self-regulated learning and academic achievement in 
university undergraduates. Unpublished master thesis, University of Victoria, Canada.

Ghadampour, E., & Beiranvand, K. (2019). Effect of cognitive and metacognitive learning strategies 
training on academic procrastination and self efficacy in students. Advances in Cognitive Science, 
21(3), 31–41. https://​doi.​org/​10.​30699/​icss.​21.3.​31

*Ghadampour, E., Veiskarami, H., & Vejdanparast, H. (2017). Structural model of the metacognitive 
beliefs and effect of self-esteem on academic procrastination among university students. Interna-
tional Journal of Educational and Psychological Researches, 3(4), 229–234.

Goldberg, A., Russell, M., & Cook, A. (2003). The effect of computers on student writing: A meta-anal-
ysis of studies from 1992 to 2002. Journal of Technology, Learning and Assessment, 2(1), 1–51.

*Gürgân, U., & Gündoğdu, I. (2019). An investigation of students studying at the university in science, 
mathematics and social programs, metacognitive skills, academic perfectionism and academic pro-
crastination behaviors by various variables. Necatibey Faculty of Education Electronic Journal of 
Science and Mathematics Education, 13(1), 152–175. https://​doi.​org/​10.​17522/​balik​esirn​ef.​547262

*Gutiérrez-García, A. G., Huerta-Cortés, M., & Landeros-Velázquez, M. G. (2020). Academic procras-
tination in study habits and its relationship with self-reported executive functions in high school 
students. Journal of Psychology and Neuroscience, 2(1), 1–9.

Hedges, L. V., Tipton, E., & Johnson, M. C. (2010). Robust variance estimation in meta-regression with 
dependent effect size estimates. Research Synthesis Methods, 1, 39–65. https://​doi.​org/​10.​1002/​
jrsm.5

Hess, B., Sherman, M. F., & Goodman, M. (2000). Eveningness predicts academic procrastination: The 
mediating role of neuroticism. Journal of Social Behavior and Personality, 15(5), 61–74.

Higgins, J. P., & Thompson, S. G. (2002). Quantifying heterogeneity in a meta-analysis. Statistics in 
Medicine, 21(11), 1539–1558. https://​doi.​org/​10.​1002/​sim.​1186

Hofstede, G. J. (1980). Culture’s consequences. Sage.
Hosseini, F., & Khayyer, M. (2009). Prediction of behavioral and decisional procrastination considering 

meta-cognition beliefs in university students. Iranian Journal of Psychiatry and Clinical Psychol-
ogy, 15(3), 265–273.

*Hsiao, M., & Hsieh, C. (2017). The relations among parenting styles, self-regulation learning strategies 
and academic procrastination in adolescence. The Journal of Educational Science, 15(2), 121–148.

https://doi.org/10.1016/j.jad.2016.12.042
https://doi.org/10.1016/j.jad.2016.12.042
https://doi.org/10.1016/j.jad.2018.07.018
https://doi.org/10.1007/s10942-015-0222-y
https://doi.org/10.1002/per.413
https://doi.org/10.1007/s12144-017-9681-x
https://doi.org/10.1007/s12144-017-9681-x
https://doi.org/10.1007/s12144-017-9679-4
https://doi.org/10.1007/s12144-017-9679-4
https://cran.r-project.org/web/packages/robumeta/robumeta.pdf
https://cran.r-project.org/web/packages/robumeta/robumeta.pdf
https://doi.org/10.30699/icss.21.3.31
https://doi.org/10.17522/balikesirnef.547262
https://doi.org/10.1002/jrsm.5
https://doi.org/10.1002/jrsm.5
https://doi.org/10.1002/sim.1186


364	 M. Zhou et al.

1 3

Huntley, C. D., & Fisher, P. L. (2016). Examining the role of positive and negative metacognitive beliefs 
in depression. Scandinavian Journal of Psychology, 57(5), 446–452.

Infante Borinaga, G., Rey-Baltar, A. Z., & Echeazarra Escuero, I. (2019). A new questionnaire to assess 
procrastination in physical-sports activity: PAFD. RETOS–Neuvas Tendencias en Educacion 
Fisica. Deporte y Recreacion, 36, 26–31.

Karas, D., & Spada, M. M. (2009). Brief cognitive-behavioural coaching for procrastination: A case 
series. Coaching: An International Journal of Theory, Research and Practice, 2(1), 44–53.

Kavousian, J., & Karimi, K. (2019). The effectiveness of metacognitive skills training on students’ aca-
demic procrastination and academic delay of gratification. Journal of Cognitive Psychology, 6(4), 
14–24.

Keller, H., & Kärtner, J. (2013). Development: The cultural solution of universal developmental tasks. In 
M. J. Gelfand, C.-Y. Chiu, & Y.-Y. Hong (Eds.), Advances in culture and psychology. Advances in 
culture and psychology (pp. 63–116). New York, NY: Oxford University Press. https://​doi.​org/​10.​
1093/​acprof:​oso/​97801​99930​449.​003.​0002.

*Kim, D., Kim, M., Nam, J., Kang, E., Oh, J., & Jang, J. (2013). Mediating effect of self-regulated learn-
ing strategy on the relationship between parenting attitude perceived by adolescents and their aca-
demic procrastination. Asian Journal of Education, 14(2), 29–50.

*Kim, E., & Seo, E. H. (2013). The relationship of flow and self-regulated learning to active procrastina-
tion. Social Behavior and Personality: An International Journal, 41(7), 1099–1113. https://​doi.​org/​
10.​2224/​sbp.​2013.​41.7.​1099

Kim, K. R., & Seo, E. H. (2015). The relationship between procrastination and academic performance: 
A meta–analysis. Personality and Individual Differences, 82, 26–33. https://​doi.​org/​10.​1016/j.​paid.​
2015.​02.​038

Kim, S., Fernandez, S., & Terrier, L. (2017). Procrastination, personality traits, and academic perfor-
mance: When active and passive procrastination tell a different story. Personality and Individual 
Differences, 108, 154–157. https://​doi.​org/​10.​1016/j.​paid.​2016.​12.​021

*Klassen, R. M., Ang, R. P., Chong, W. H., Krawchuk, L. L., Huan, V. S., Wong, I. Y., & Yeo, L. S. 
(2009). A cross-cultural study of adolescent procrastination. Journal of Research on Adolescence, 
19(4), 799–811. https://​doi.​org/​10.​1111/j.​1532-​7795.​2009.​00620.x

Klassen, R. M., Ang, R. P., Chong, W. H., Krawchuk, L. L., Huan, V. S., Wong, I. Y., & Yeo, L. S. 
(2010). Academic procrastination in two settings: Motivation correlates, behavioral patterns, and 
negative impact of procrastination in Canada and Singapore. Applied Psychology, 59(3), 361–379. 
https://​doi.​org/​10.​1111/j.​1464-​0597.​2009.​00394.x

*Klassen, R. M., Krawchuk, L. L., Lynch, S. L., & Rajani, S. (2008). Procrastination and motivation 
of undergraduates with learning disabilities: A mixed-methods inquiry. Learning Disabilities 
Research & Practice, 23(3), 137–147. https://​doi.​org/​10.​1111/j.​1540-​5826.​2008.​00271.x

Klingsieck, K. B. (2013). Procrastination in different life-domains: Is procrastination domain specific? 
Current Psychology, 32(2), 175–185. https://​doi.​org/​10.​1007/​s12144-​013-​9171-8

Lam, K. K. L., & Zhou, M. (2019). Examining the relationship between grit and academic achievement 
within K-12 and higher education: A systematic review. Psychology in the Schools, 56(10), 1654–
1686. https://​doi.​org/​10.​1002/​pits.​22302

Lenhard, W. & Lenhard, A. (2016). Calculation of effect sizes. Retrieved from: https://​www.​psych​ometr​
ica.​de/​effect_​size.​html.

*Li, H., Zhang, J., Zhao, X., Si, J., & Huang, B. (2019). Relationships among epistemological beliefs, 
self-regulated learning and academic procrastination in college students: A moderated mediation 
model. Psychological Development and Education, 35(5), 557–565.

*Limone, P., Sinatra, M., Ceglie, F., & Monacis, L. (2020). Examining procrastination among university 
students through the lens of the self-regulated learning model. Behavioral Sciences, 10(12), 1–10. 
https://​doi.​org/​10.​3390/​bs101​20184

Lin, L., & Chu, H. (2018). Quantifying publication bias in meta–analysis. Biometrics, 74(3), 785–794. 
https://​doi.​org/​10.​1111/​biom.​12817

MacCann, C., Jiang, Y., Brown, L. E. R., Double, K. S., Bucich, M., & Minbashian, A. (2020). Emotional 
intelligence predicts academic performance: A meta-analysis. Psychological Bulletin, 146(2), 150–
186. https://​doi.​org/​10.​1037/​bul00​00219

Mahood, Q., Van Eerd, D., & Irvin, E. (2014). Searching for grey literature for systematic reviews: Chal-
lenges and benefits. Research Synthesis Methods, 5(3), 221–234. https://​doi.​org/​10.​1002/​jrsm.​1106

https://doi.org/10.1093/acprof:oso/9780199930449.003.0002.
https://doi.org/10.1093/acprof:oso/9780199930449.003.0002.
https://doi.org/10.2224/sbp.2013.41.7.1099
https://doi.org/10.2224/sbp.2013.41.7.1099
https://doi.org/10.1016/j.paid.2015.02.038
https://doi.org/10.1016/j.paid.2015.02.038
https://doi.org/10.1016/j.paid.2016.12.021
https://doi.org/10.1111/j.1532-7795.2009.00620.x
https://doi.org/10.1111/j.1464-0597.2009.00394.x
https://doi.org/10.1111/j.1540-5826.2008.00271.x
https://doi.org/10.1007/s12144-013-9171-8
https://doi.org/10.1002/pits.22302
https://www.psychometrica.de/effect_size.html
https://www.psychometrica.de/effect_size.html
https://doi.org/10.3390/bs10120184
https://doi.org/10.1111/biom.12817
https://doi.org/10.1037/bul0000219
https://doi.org/10.1002/jrsm.1106


365

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Martinčeková, L., & Enright, R. D. (2020). The effects of self-forgiveness and shame-proneness on pro-
crastination: Exploring the mediating role of affect. Current Psychology, 39(2), 428–437. https://​
doi.​org/​10.​1007/​s12144-​018-​9926-3

Matthews, G., & Wells, A. (2016). Attention and emotion: A clinical perspective. East Sussex: 
Psychology.

Merchant, Z., Goetz, E. T., Cifuentes, L., Keeney-Kennicutt, W., & Davis, T. J. (2014). Effectiveness of 
virtual reality-based instruction on students’ learning outcomes in K-12 and higher education: A 
meta-analysis. Computers & Education, 70, 29–40. https://​doi.​org/​10.​1016/j.​compe​du.​2013.​07.​033

Miles, J. R., & Stine-Morrow, E. A. L. (2004). Adult age differences in self-regulated learning from read-
ing sentences. Psychology and Aging, 19(4), 626–636. https://​doi.​org/​10.​1037/​0882-​7974.​19.4.​626

Milgram, N. N., Mey-Tal, G., & Levison, Y. (1998). Procrastination, generalized or specific, in college 
students and their parents. Personality and Individual Differences, 25(2), 297–316. https://​doi.​org/​
10.​1016/​S0191-​8869(98)​00044-0

Moeyaert, M., Ugille, M., Natasha Beretvas, S., Ferron, J., Bunuan, R., & Van den Noortgate, W. (2017). 
Methods for dealing with multiple outcomes in meta-analysis: A comparison between averaging 
effect sizes, robust variance estimation and multilevel meta-analysis. International Journal of 
Social Research Methodology, 20, 559–572. https://​doi.​org/​10.​1080/​13645​579.​2016.​12521​89

*Mohammadi Bytamar, J., & Saed, O. (2018). Psychometric properties of metacognitive beliefs about 
procrastination questionnaire in students of Zanjan University of medical sciences, Zanjan, Iran. 
Journal of Medical Education Development, 11(30), 40–55.

*Mohammadi Bytamar, J., Zenoozian, S., Dadashi, M., Saed, O., Hemmat, A., & Mohammadi, G. 
(2017). Prevalence of academic procrastination and its association with metacognitive beliefs in 
Zanjan University of Medical Sciences, Iran. Journal of Medical Education Development, 10(27), 
84–97.

*Motie, H., Heidari, M., & Sadeghi, M. A. (2012). Predicting academic procrastination during self-regu-
lated learning in Iranian first grade high school students. Procedia-Social and Behavioral Sciences, 
69(24), 2299–2308. https://​doi.​org/​10.​1016/j.​sbspro.​2013.​02.​023

Muliani, R., Imam, H., & Dendiawan, E. (2020). Relationship between stress level and academic procras-
tination among new nursing students. The Malaysian Journal of Nursing, 11(3), 63–67. https://​doi.​
org/​10.​31674/​mjn.​2020.​v11i03.​010

Özer, B. U. (2011). A cross sectional study on procrastination: Who procrastinate more? International 
Conference on Education Research and Innovation, 18, 34–37.

Papageorgiou, C., & Wells, A. (2001). Metacognitive beliefs about rumination in recurrent major depression. 
Cognitive and Behavioral Practice, 8(2), 160–164. https://​doi.​org/​10.​1016/​S1077-​7229(01)​80021-3

*Park, S. W., & Sperling, R. A. (2012). Academic procrastinators and their self-regulation. Psychology, 
3(1), 12–23. https://​doi.​org/​10.​4236/​psych.​2012.​31003

Parsons, E. C. (2003). Culturalizing instruction: Creating a more inclusive context for learning for Afri-
can American students. The High School Journal, 86(4), 23–30.

Ping, A. M., Baranovich, D. L., Manueli, M. K., & Siraj, S. (2015). Promoting self-regulation in 
vocabulary learning among Chinese EFL learners: A needs analysis. The Asia-Pacific Education 
Researcher, 24(1), 137–146. https://​doi.​org/​10.​1007/​s40299-​013-​0166-x

*Rakes, G. C., & Dunn, K. E. (2010). The impact of online graduate students’ motivation and self-regula-
tion on academic procrastination. Journal of Interactive Online Learning, 9(1), 78–93.

*Rashidzade, A., Badri, D., Fathi Azar, D., & Hashemi, D. (2018). Investigating the effect of training 
package selfreguleted-metacognitive learning strategies on academic procrastination of secondary 
school students. Quarterly Journal of Education Studies, 3(12), 27–46.

Richards, S. W. (2018). Cognitive differences among academic procrastination types. Unpublished doc-
toral dissertation, Capella University, USA.

Rodarte-Luna, B., & Sherry, A. (2008). Sex differences in the relation between statistics anxiety and cog-
nitive/learning strategies. Contemporary Educational Psychology, 33(2), 327–344. https://​doi.​org/​
10.​1016/j.​cedps​ych.​2007.​03.​002

Rosenthal, R., & DiMatteo, M. R. (2001). Meta–analysis: Recent developments in quantitative methods 
for literature reviews. Annual Review of Psychology, 52(1), 59–82. https://​doi.​org/​10.​1146/​annur​ev.​
psych.​52.1.​59

Rozental, A., Bennett, S., Forsström, D., Ebert, D. D., Shafran, R., Andersson, G., & Carlbring, P. (2018). 
Targeting procrastination using psychological treatments: A systematic review and meta–analysis. 
Frontiers in Psychology, 9, 1–15. https://​doi.​org/​10.​3389/​fpsyg.​2018.​01588

https://doi.org/10.1007/s12144-018-9926-3
https://doi.org/10.1007/s12144-018-9926-3
https://doi.org/10.1016/j.compedu.2013.07.033
https://doi.org/10.1037/0882-7974.19.4.626
https://doi.org/10.1016/S0191-8869(98)00044-0
https://doi.org/10.1016/S0191-8869(98)00044-0
https://doi.org/10.1080/13645579.2016.1252189
https://doi.org/10.1016/j.sbspro.2013.02.023
https://doi.org/10.31674/mjn.2020.v11i03.010
https://doi.org/10.31674/mjn.2020.v11i03.010
https://doi.org/10.1016/S1077-7229(01)80021-3
https://doi.org/10.4236/psych.2012.31003
https://doi.org/10.1007/s40299-013-0166-x
https://doi.org/10.1016/j.cedpsych.2007.03.002
https://doi.org/10.1016/j.cedpsych.2007.03.002
https://doi.org/10.1146/annurev.psych.52.1.59
https://doi.org/10.1146/annurev.psych.52.1.59
https://doi.org/10.3389/fpsyg.2018.01588


366	 M. Zhou et al.

1 3

Sadeghi, H., Hajloo, N., Babayi, K., & Shahri, M. (2014). The relationship between metacognition and 
obsessive beliefs, and procrastination in students of Tabriz and Mohaghegh Ardabili Universities, 
Iran. Iranian Journal of Psychiatry and Behavioral Sciences, 8(1), 42–50.

Salili, F., Fu, H.-Y., Tong, Y.-Y., & Tatabai, D. (2001). Motivation and self-regulation: A cross-cultural 
comparison of the effect of culture and context of learning on student motivation and self-regula-
tion. In C.-Y. Chiu, F. Salili, & Y.-Y. Hong (Eds.), Multiple competencies and self-regulated learn-
ing: Implications for multicultural education (Vol. 2, pp. 123–140). Greenwich, CT: Information 
Age.

Sampaio, R. K. N., Polydoro, S. A. J., & de Fonseca Rosário, P. S. L. (2012). Autorregulação da aprendi-
zagem e a procrastinação acadêmica em estudantes universitários [Self-regulation of learning and 
academic procrastination in college students].  Cadernos de Educação, 42, 119–142. https://​doi.​
org/​10.​15210/​CADUC.​V0I42.​2151.

San, Y. L., Roslan, S. B., & Sabouripour, F. (2016). Relationship between self-regulated learning and 
academic procrastination. American Journal of Applied Sciences, 13(4), 459–466. https://​doi.​org/​
10.​3844/​ajassp.​2016.​459.​466

Schraw, G. (1998). Promoting general metacognitive awareness. Instructional Science, 26, 113–125.
Schraw, G., Crippen, K. J., & Hartley, K. (2006). Promoting self-regulation in science education: Meta-

cognition as part of a broader perspective on learning. Research in Science Education, 36(1–2), 
111–139. https://​doi.​org/​10.​1007/​s11165-​005-​3917-8

Schraw, G., & Dennison, R. S. (1994). Assessing metacognitive awareness. Contemporary Educational 
Psychology, 19(4), 460–475. https://​doi.​org/​10.​1006/​ceps.​1994.​1033

Schraw, G., & Moshman, D. (1995). Metacognitive theories. Educational Psychology Review, 7(4), 351–
371. https://​doi.​org/​10.​1007/​BF022​12307

Schunk, D. H. (1984). Sequential attributional feedback and children’s achievement behaviors. Journal of 
Educational Psychology, 76(6), 1159–1169. https://​doi.​org/​10.​1037/​0022-​0663.​76.6.​1159

Seadati, S. A., Tahergholami, R., & Jalai, S. (2017). The impact of metacognitive skills training on the 
reduction of academic procrastination and test anxiety. Journal of Family and Research, 14(34), 
89–102.

Sheykholeslami, A. (2016). The prediction of academic procrastination based on cognitive strategies, 
metacognitive strategies and test anxiety in university students. Biquarterly Journal of Cognitive 
Strategies in Learning, 4(6), 81–101. https://​doi.​org/​10.​22084/J.​PSYCH​OGY.​2016.​1438

Siddiqui, G. K., Taj, S., & Maqsood, F. (2020). Metacognitive awareness, procrastination and its impact 
on students’ academic performance. Sir Syed Journal of Education & Social Research, 3(4), 
400–406.

Sirois, F. M., & Kitner, R. (2015). Less adaptive or more maladaptive? A meta-analytic investigation of 
procrastination and coping. European Journal of Personality, 29(4), 433–444. https://​doi.​org/​10.​
1002/​per.​1985

Sirois, F. M., Molnar, D. S., & Hirsch, J. K. (2017). A meta-analytic and conceptual update on the asso-
ciations between procrastination and multidimensional perfectionism. European Journal of Per-
sonality, 31(2), 137–159. https://​doi.​org/​10.​1002/​per.​2098

Spada, M. M., Hiou, K., & Nikcevic, A. V. (2006). Metacognitions, emotions, and procrastination. Jour-
nal of Cognitive Psychotherapy, 20(3), 319–326. https://​doi.​org/​10.​1891/​jcop.​20.3.​319

Spada, M. M., Moneta, G. B., & Wells, A. (2007). The relative contribution of metacognitive beliefs and 
expectancies to drinking behaviour. Alcohol & Alcoholism, 42(6), 567–574.

Steel, P. (2007). The nature of procrastination: A meta-analytic and theoretical review of quintessential 
self-regulatory failure. Psychological Bulletin, 133(1), 65–94. https://​doi.​org/​10.​1037/​0033-​2909.​
133.1.​65

Steel, P., & Ferrari, J. R. (2013). Sex, education and procrastination: An epidemiological study of pro-
crastinators’ characteristics from a global sample. European Journal of Personality, 27(1), 51–58. 
https://​doi.​org/​10.​1002/​per.​1851

Steel, P., & Klingsieck, K. B. (2016). Academic procrastination: Psychological antecedents revisited. 
Australian Psychologist, 51(1), 36–46. https://​doi.​org/​10.​1111/​ap.​12173

Sterne, J. A., Egger, M., & Moher, D. (2008). Addressing reporting biases. In J. P. T. Higgins & S. Green 
(Eds.), Cochrane handbook for systematic reviews of interventions: Cochrane book series (pp. 
297–333). Hoboken, NJ: Wiley.

*Sun, R. (2018). Study on the relationship between parenting style, self-regulated learning and academic 
delays in junior middle school students. Unpublished master thesis, Nanchang University, China.

https://doi.org/10.15210/CADUC.V0I42.2151.
https://doi.org/10.15210/CADUC.V0I42.2151.
https://doi.org/10.3844/ajassp.2016.459.466
https://doi.org/10.3844/ajassp.2016.459.466
https://doi.org/10.1007/s11165-005-3917-8
https://doi.org/10.1006/ceps.1994.1033
https://doi.org/10.1007/BF02212307
https://doi.org/10.1037/0022-0663.76.6.1159
https://doi.org/10.22084/J.PSYCHOGY.2016.1438
https://doi.org/10.1002/per.1985
https://doi.org/10.1002/per.1985
https://doi.org/10.1002/per.2098
https://doi.org/10.1891/jcop.20.3.319
https://doi.org/10.1037/0033-2909.133.1.65
https://doi.org/10.1037/0033-2909.133.1.65
https://doi.org/10.1002/per.1851
https://doi.org/10.1111/ap.12173


367

1 3

Metacognition and Academic Procrastination: A Meta‑Analytical…

Sutton, A. (2020). Living the good life: A meta-analysis of authenticity, well-being and engagement. Per-
sonality and Individual Differences, 153, 1–14. https://​doi.​org/​10.​1016/j.​paid.​2019.​109645

Swaraswati, Y., Winarno, A. R. D., & Goeritno, H. (2017, September). Academic procrastination of 
undergraduate students: The role of academic self-efficacy and the big five personality traits. Paper 
presented in the 9th International Conference for Science Educators and Teachers (ICSET 2017). 
Florence, Italy.

Taher Gholami, R., & Jalaee, S. (2017). The effectiveness of Meta cognitive skills training on the reduc-
tion of academic procrastination and anxiety exam in Female students. Interdisciplinary Journal of 
Education, 1(2), 41–49.

Tang, M., & Neber, H. (2008). Motivation and self-regulated science learning in high-achieving students: 
Differences related to nation, gender, and grade-level. High Ability Studies, 19(2), 103–116. https://​
doi.​org/​10.​1080/​13598​13080​25039​59

Tanner-Smith, E. E., Tipton, E., & Polanin, J. R. (2016). Handling complex meta-analytic data structures 
using robust variance estimates: A tutorial in R. Journal of Developmental and Life-Course Crimi-
nology, 2, 85–112. https://​doi.​org/​10.​1007/​s40865-​016-​0026-5

Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A review of school climate 
research. Review of Educational Research, 83(3), 357–385. https://​doi.​org/​10.​3102/​00346​54313​
483907

Tice, D. M., & Baumeister, R. F. (1997). Longitudinal study of procrastination, performance, stress, and 
health: The costs and benefits of dawdling. Psychological Science, 8(6), 454–458. https://​doi.​org/​
10.​1111/j.​1467-​9280.​1997.​tb004​60.x

Trommsdorff, G. (2010). Teaching and learning guide for culture and development of self-regulation. 
Social and Personality Psychology Compass, 4(4), 282–294. https://​doi.​org/​10.​1111/j.​1751-​9004.​
2009.​00209.x

*Tseng, P. (2017). The relationships between two-dimensional perfectionism and academic thesis pro-
crastination of graduate students: The mediating effects of self-regulation learning strategies. 
Unpublished master thesis, National Chiao Tung University, Taiwan. 

*Valkyrie, K. T. (2006).  Self-regulated learning: An examination of motivational, cognitive, resource 
management, metacognitive components and academic outcomes with open admissions community 
college students. Unpublished doctoral dissertation, University of Houston, USA.

Van Eerde, W. (2003). A meta-analytically derived nomological network of procrastination. Personal-
ity and Individual Differences, 35(6), 1401–1418. https://​doi.​org/​10.​1016/​S0191-​8869(02)​00358-6

Van Eerde, W., & Klingsieck, K. B. (2018). Overcoming procrastination? A meta-analysis of intervention 
studies. Educational Research Review, 25, 73–85. https://​doi.​org/​10.​1016/j.​edurev.​2018.​09.​002

Veenman, M. V., & Spaans, M. A. (2005). Relation between intellectual and metacognitive skills: Age 
and task differences. Learning and Individual Differences, 15(2), 159–176. https://​doi.​org/​10.​
1016/j.​lindif.​2004.​12.​001

Viechtbauer, W. (2008). Analysis of moderator effects in meta-analysis. In J. Osborne (Ed.), Best prac-
tices in quantitative methods (pp. 471–487). Sage.

Visser, L., Korthagen, F. A., & Schoonenboom, J. (2018). Differences in learning characteristics between 
students with high, average, and low levels of academic procrastination: Students’ views on factors 
influencing their learning. Frontiers in Psychology, 9, 1–15. https://​doi.​org/​10.​3389/​fpsyg.​2018.​
00808

Wang, J., Sperling, R. A., & Haspel, P. (2015). Patterns of procrastination, motivation, and strategy use 
across class contexts and students’ abilities. Journal of Psychology and Behavioral Science, 3(2), 
61–73.

*Wäschle, K., Lachner, A., Stucke, B., Rey, S., Frömmel, C., & Nückles, M. (2014). Effects of visual 
feedback on medical students’ procrastination within web-based planning and reflection protocols. 
Computers in Human Behavior, 41, 120–136. https://​doi.​org/​10.​1016/j.​chb.​2014.​09.​022

*Wei, Y. (2020). The mediating effect of self-regulated learning between academic emotion and aca-
demic procrastination among high-grade students in primary school. Unpublished master the-
sis, Shandong Normal University, China.

Wells, A., & Matthews, G. (1994). Self-consciousness and cognitive failures as predictors of coping in 
stressful episodes. Cognition & Emotion, 8(3), 279–295. https://​doi.​org/​10.​1080/​02699​93940​
84089​42

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/10.1016/j.paid.2019.109645
https://doi.org/10.1080/13598130802503959
https://doi.org/10.1080/13598130802503959
https://doi.org/10.1007/s40865-016-0026-5
https://doi.org/10.3102/0034654313483907
https://doi.org/10.3102/0034654313483907
https://doi.org/10.1111/j.1467-9280.1997.tb00460.x
https://doi.org/10.1111/j.1467-9280.1997.tb00460.x
https://doi.org/10.1111/j.1751-9004.2009.00209.x
https://doi.org/10.1111/j.1751-9004.2009.00209.x
https://doi.org/10.1016/S0191-8869(02)00358-6
https://doi.org/10.1016/j.edurev.2018.09.002
https://doi.org/10.1016/j.lindif.2004.12.001
https://doi.org/10.1016/j.lindif.2004.12.001
https://doi.org/10.3389/fpsyg.2018.00808
https://doi.org/10.3389/fpsyg.2018.00808
https://doi.org/10.1016/j.chb.2014.09.022
https://doi.org/10.1080/02699939408408942
https://doi.org/10.1080/02699939408408942
https://doi.org/10.1111/jasp.12417


368	 M. Zhou et al.

1 3

*Wolters, C. A. (2003). Understanding procrastination from a self-regulated learning perspective. Jour-
nal of Educational Psychology, 95(1), 179–187. https://​doi.​org/​10.​1037/​0022-​0663.​95.1.​179

*Wolters, C. A., & Benzon, M. B. (2013). Assessing and predicting college students’ use of strategies for 
the self-regulation of motivation. The Journal of Experimental Education, 81(2), 199–221. https://​
doi.​org/​10.​1080/​00220​973.​2012.​699901

*Wolters, C. A., & Hussain, M. (2015). Investigating grit and its relations with college students’ self-reg-
ulated learning and academic achievement. Metacognition and Learning, 10(3), 293–311. https://​
doi.​org/​10.​1007/​s11409-​014-​9128-9

*Wolters, C. A., Won, S., & Hussain, M. (2017). Examining the relations of time management and pro-
crastination within a model of self-regulated learning. Metacognition and Learning, 12(3), 381–
399. https://​doi.​org/​10.​1007/​s11409-​017-​9174-1

*Wong, B. S. C. (2012). Metacognitive awareness, procrastination and academic performance of univer-
sity students in Hong Kong. Unpublished doctoral dissertation, University of Leicester, England.

*Wu, C. (2012). Study on the relationship between metacognitive beliefs, professional commitment and 
academic procrastination in medical college students. Unpublished master thesis, Central South 
University, China. 

*Xu, W. (2016). The effect of self-regulated learning group psychology counseling to junior school stu-
dents’ academic procrastination. Unpublished master thesis, Hebei University, China.

*Xu, X. (2014). The relationship of academic procrastination and self-regulation in senior high school 
students. Unpublished master thesis, Shandong Normal University, China.

*Yamada, M., Goda, Y., Matsuda, T., Saito, Y., Kato, H., & Miyagawa, H. (2016). How does self-regu-
lated learning relate to active procrastination and other learning behaviors? Journal of Computing 
in Higher Education, 28(3), 326–343. https://​doi.​org/​10.​1007/​s12528-​016-​9118-9

Yip, K. Y., & Leung, M. T. (2016). The structural model of perceived parenting style as antecedent on 
achievement emotion, self–regulated learning and academic procrastination of undergraduates 
in Hong Kong. In Proceedings of  Singapore conference of applied psychology  (pp. 171–190). 
Springer, Singapore.

Zarei, L., & Khoshouei, M. S. (2016). Relationship of academic procrastination with metacognitive 
beliefs, emotion regulation and tolerance of ambiguity in university students. Quarterly Journal of 
Research and Planning in Higher Education, 22(3), 113–130.

Zarzycka, B., Liszewski, T., & Marzel, M. (2019). Religion and behavioral procrastination: Mediating 
effects of locus of control and content of prayer. Current Psychology. https://​doi.​org/​10.​1007/​
s12144-​019-​00251-8

*Zheng, H., Shao, B., & Zhang, D. (2020). Research on the relationship between indecisiveness, adapt-
ability, self-regulated learning and academic procrastination of college students. Journal of Bing-
tuan Education Institute, 30(3), 26–53.

*Zhong, L. (2017).  A Study on the relationship between motivation control strategies, academic pro-
crastination, and English performance of the students in non-English majors.  Higher Education 
Exploration, 11, 58–63.

Zhou, M., & Kam, C. C. S. (2017). Trait procrastination, self-efficacy and achievement goals: The media-
tion role of boredom coping strategies. Educational Psychology, 37(7), 854–872. https://​doi.​org/​
10.​1080/​01443​410.​2017.​12938​01

Zhou, M., & Lam, K. K. L. (2019). Metacognitive scaffolding for online information search in K-12 and 
higher education settings: A systematic review. Educational Technology Research and Develop-
ment, 67(6), 1353–1384. https://​doi.​org/​10.​1007/​s11423-​019-​09646-7

*Ziegler, N., & Opdenakker, M. C. (2018). The development of academic procrastination in first-year 
secondary education students: The link with metacognitive self-regulation, self-efficacy, and effort 
regulation. Learning and Individual Differences, 64, 71–82. https://​doi.​org/​10.​1016/j.​lindif.​2018.​
04.​009

Publisher’s Note  Springer Nature remains neutral with regard to jurisdictional claims in published 
maps and institutional affiliations.

https://doi.org/10.1037/0022-0663.95.1.179
https://doi.org/10.1080/00220973.2012.699901
https://doi.org/10.1080/00220973.2012.699901
https://doi.org/10.1007/s11409-014-9128-9
https://doi.org/10.1007/s11409-014-9128-9
https://doi.org/10.1007/s11409-017-9174-1
https://doi.org/10.1007/s12528-016-9118-9
https://doi.org/10.1007/s12144-019-00251-8
https://doi.org/10.1007/s12144-019-00251-8
https://doi.org/10.1080/01443410.2017.1293801
https://doi.org/10.1080/01443410.2017.1293801
https://doi.org/10.1007/s11423-019-09646-7
https://doi.org/10.1016/j.lindif.2018.04.009
https://doi.org/10.1016/j.lindif.2018.04.009

	Metacognition and Academic Procrastination: A Meta-Analytical Examination
	Abstract
	Introduction
	Dimensions of Metacognition
	Active versus Passive Procrastination
	Metacognition and Procrastination
	Moderators of the Metacognition–Procrastination Relationship
	Grade Level
	Gender Composition of the Sample
	Culture

	Purpose of the Study

	Methods
	Literature Search
	Eligibility Criteria
	Coding
	Effect Size
	Type of Metacognition
	Grade Level
	Collectivism Versus Individualism
	Gender

	Meta-Analysis Strategies

	Results
	Description of Studies Reviewed
	Research Design
	Dimensions of Metacognition
	Metacognitive Awareness
	Metacognitive Belief
	Metacognitive Regulation

	Grade Level as a Moderator
	Culture as a Moderator
	Gender as a Moderator
	Meta-regression Model
	Publication Bias

	Discussion
	Limitations and Future Directions

	Conclusions and Implications
	References




