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Abstract
The relationship, differences, and influence between academic procrastination and academic stress were investigated in a university population, including in the latter, factors such as stressors, symptoms, and coping strategies. For its part, academic procrastination was considered as the tendency to stop doing academic activities that should already be done at the time. For this correlation (Pearson correlation) and difference tests (Student t-test for independent samples and ANOVA), as well as linear regression models, were performed. The results show that women present greater stress, along with individuals with little or lots of income; significant correlations were found between procrastination and the different stress factors, except for coping strategies. Finally, due to the regression models developed, it is suggested that strategies aimed at preventing procrastination and academic stress could reduce the aversive symptoms caused by academic stress and may serve as protective factors. 
Key words: academic stress, academic procrastination, coping strategies, education, psychology

Antecedents
Procrastination
The origin of the word procrastination comes from Latin “procrastinare” which means “to leave for tomorrow” due to  a lack of diligence either to start it, develop it or finish it, whose process is generally accompanied by feelings of nervousness or restlessness and dejection, which leads to states of anxiety (Chan, 2011; Furlan et al., 2010 y Alegre, 2013); these references to procrastination can be traced back as far as 800 B.C. (Sadeghi, Jahloo y Emami, 2011). The negative considerations of procrastination can be found from religious points of view that provide a sense of obligation as an economic one, which prioritize the utilitarian-productive sense (Pardo, Perilla & Salinas, 2014; Quant y Sánchez, 2012). Procrastination can be found in relation to the individual’s expectations of satisfactorily achieving a task, with the postponement of the activity having a double function: the reinforcement of the avoidance and the hindrance to carry out the task (Angarita, 2014). Cognitive strategies to reduce procrastination have been based on identifying and prioritizing goals, managing free time, and available resources (Jiao et al., 2011). Within this theoretical framework, there are factors linked to procrastination such as depression and low self-esteem, as pointed out by Solomon and Rothblum (1984).
Different classifications of the phenomenon that is procrastination have also appeared in the literature, including occasional, situational, and everyday procrastination (Chun and Choi, 2005; Furlan et al., 2010). Miller (2007) differentiates between social procrastination and personal procrastination, where social procrastinators tend to be characterized by having the need to fulfill their social responsibilities, leaving other responsibilities aside, while personal procrastinators need to avoid what affects their own lives. Schraw and Wadkins (2007) distinguish between adaptive and maladaptive, the former being characterized by considering procrastination as a way to increase cognitive efficiency (maximizes learning in a minimum time), challenge and fluency (total involvement in an activity that consumes our full attention), while the latter results of laziness, fear of failure, and postponing work on non-established terms. Lastly, another category found is proposed by Takács (2005) who distinguishes between 7 types of procrastinators: the perfectionist, the dreamer, the worried, the crisis generator, the defiant, the busy, and the laid back (Takács, 2005; Pardo et al., 2014). 

Academic Procrastination
Academic procrastination is defined as postponing academic homework to the point where performance is impaired, resulting in psychological distress. Solomon and Rothblum (1984) defined it as the “act of unnecessarily delaying homework to the point of experiencing non-conformity.” Meanwhile, Schraw and Wadkins (2007) defined it as the deliberate and counterproductive delay of a job that must be completed. For Senecal, Julien, and Guay (2003), academic procrastination is commonly associated with poor academic performance, depression, despondency, lack of punctuality, difficulties in following orders or instructions and an increase in health problems. On the other hand, Senecal, Koestner, and Vallerand (1995) argue that procrastination is not only a phenomenon derived from bad personal habits, but rather that this problem has to do with internal conflicts and a vulnerable vision of self-esteem. 
Onwuegbuzie (2004) reported that 80% of graduate students experienced uncomfortable levels of anxiety, which made them begin to perform this behavior that he defined as “the unnecessary postponement of the beginning or completion of tasks.” Solomon and Rothblum (1984) mention that there is a decrease in academic performance, reflected in low grades, which in part increases the tendency to postpone academic homework as one progresses through their school grade, an assertion that is also supported by Schraw and Wadkins (2007). Different factors have been found to contribute to procrastination in university students, such as lack of guidance and encouragement, lack of commitment, inappropriate time management skills, emotional stress, and social problems, among others (Hussain & Sultan, 2010). 
In several studies, procrastination has been linked to different psychological processes such as role conflict, self-determination, emotional intelligence, gender influence, perfectionism, self-control and self-regulation, anxiety and stress, self-efficacy, locus of control, self-confidence, depression, and self-esteem, as well as parenting styles and achievement motivation; a relationship has been found in regards to role conflict and procrastination, according to Senecal et al. (2003), who state that role conflict can be defined as the amount of conflict that exists between two identities of oneself since a university student not only plays this role in their  daily life, but also plays another role as well. For this reason, the authors consider it important to recognize that students and their “academic” and “interpersonal relationship” roles are incompatible, thus generating a conflict of roles, which in turn generate academic procrastination (Senecal et al., 2003). Moreover, self-determination has been found in to be related to procrastination in similar ways; according to Senecal et al. (2003), behaviors are regulated by five types of motivation that are based on a continuous determination. These five types of motivation classified as: motivation, external regulation, internal regulation, identified regulation, and intrinsic motivation. In regards to emotional intelligence, various studies have found that those people with high emotional intelligence tend to procrastinate less than those who have low emotional intelligence, these same authors have found a negative correlation between procrastination and locus of control, demonstrating that individuals with internal locus of control tend less to procrastination than those with an external locus of control. Similar positive correlations have been found between procrastination, stress, and anxiety (Reynolds, 2015). 
It has also been suggested that individuals with high self-efficacy tend to procrastinate less compared to those with low-self efficacy, as demonstrated by Alegre (2013) who found a negative correlation between self-efficacy and academic procrastination. In regards to the relationship between procrastination and motivation, it has been found that people with a future orientation and greater intrinsic motivation tend to procrastinate less; in similar ways, it has been found that low extrinsic motivation, as well as external attribution and an external locus of control predict the appearance of procrastination in academic tasks (Brownlow & Reasinger, 2000; Bosato, 2001).
Self-regulation is a process in which the subject maintains a behavioral pattern in the absence of stimuli or reinforcers (Rezk, 1976). According to Clariana et al. (2011) students who postpone daily activities are susceptible to problems of self-regulation in learning and use of metacognitive strategies. It has been found that there is a positive correlation between procrastination and various clinical factors of depression, anxiety, and irrational thoughts, as well as a negative correlation with self-esteem (Rothblum, Solomon y Murakami, 1986). Similarly, other studies have reported that people with negative beliefs about cognitive e adequacy and doubts about their own abilities to complete a task show an increase in procrastination behaviors (Sadeghi et al, 2011). People with low self-esteem are more prone to procrastination due to doubts about their own abilities to complete a task (Miller, 2007).
Perfectionism is the tendency to pursue unrealistic goals and standards for oneself, and includes a very critical self-evaluation and a great concern not to make mistakes (Flett & Hewitt, 2002; Frost et al., 1990; Hewitt & Flett, 1991; Stoeber & Otto, 2006; as cited by Natividad, 2014). Therefore, several studies have found that procrastinators have cognitive characteristics related to perfectionism, such as the tendency to highlight the importance of always being successful and the imposition of unrealistic demands on oneself (Burka & Yuen, 1983; Ferrari, 1992; Flett et al., 2014; Flett et al., 2012; Hamacheck, 1978; Saddler y Sacks, 1993; as cited by Natividad, 2014). It has also been suggested that procrastination has an affinity with laziness and perfectionism, for it can be affirmed in the following premises: perfection influences procrastination; procrastination influences perfectionism; perfectionism and procrastination are reciprocally related (Chan, 2011). Other factors related to procrastination are changes, discomforts, environmental demands, rejection of compliance, and can occur in different areas of life such as academics, the family, and the workplace (Pardo et al., 2014). Another factor that has been related to procrastination, albeit minimally, is parenting styles, since studies in adolescents have shown that parenting styles have played a role within procrastination trends (Ferrari & Olivette, 1993; Pychyl et al., 2002, as cited by Reynolds, 2015).  The behaviors of delaying activities can be caused by dysfunctional early family influence that has causes low self-esteem and tolerance for frustration (Rothblum, 1990; as cited by Dominguez & Centeno, 2014).

Stress
Stress is a multidimensional phenomenon that has undergone various changes of significance over the past century. The term originates from physics before joining psychological and medical jargon. Then, in the 1930s, it was used to define a medical condition, before it began to be attributed to a psychological burden in the 1950s. By 1970, it was oriented as a problem related to the work environment (Kirkegaard, 2014). Currently, in general terms, stress can be considered as the emotional state, a product of excessive, unforeseen demands or difficult to cope with, which are evaluated by the individual as a threat to their integrity and well-being (Cassaretto et al., 2003). 
When considering stress as a psychological phenomenon, it is assumed as a relational (transactional) process and not as a specific cluster of external stimuli that intervene or promote certain patterns of physiological, behavioral, or subjective reactions (Krohne, 2002). 
The transactional model of stress was proposed by authors Lazarus and Folkman (1986), and has as its backbones the concepts of cognitive assessment or evaluation (appraisal); that is, the interpretation of the stressful event and that of coping. Lazarus and Folkman (1986) define stress in terms of a transaction between the individual and their environment that is perceived by the person as demanding of or excessive for their own resources, and therefore ultimately affects their well-being. All situations are perceived differently from one individual to the next, and for any event to be deemed stressful, the individual must perceive that they do not have the necessary resources at the time to deal with such situation, so the term “perceived stress” is used to determine the individual’s stress level (Vollrath & Torgersen, 2000; Spada et al., 2008). Stress is the process that begins when an event is perceived or interpreted as an imposition (Lazarus, 1999; Lazarus & Folkman, 1984; Spada et al., 2008). This model arises from the need to explain the psychophysical differences shown by individuals when responding to the same stressors. To do so, it is proposed that individuals interact in a dynamic, reciprocal, and bidirectional manner with their environment. Thus, it is possible to speak of stress as a process that arises from the transaction that the individual and her environment maintain. These transactions take place internally in an “intuitive” and automatic way as a result of emotional states (Cassaretto el at., 2003). A stressful stimulus is valued as such given the intervention that emotional have in the subcortical and cortical centers, which produces a subjective and conscious assessment of the experience (Vales, 2012). 
Cognitive evaluation is defined by Lazarus and Folkman (1986) as an evaluative process that determines why and to what extent a certain relationship or a series of relationships between the individual and the environment are stressful. All people attribute a psychological meaning to an environmental event – or of any kind – which can be considered as the closest cause of the stress reaction and the emotions it produces. While distal variables are those used in large social categories, for example, gender or socioeconomic class, which are too global to provide significant predictability in the ways in which a person feels, thinks, reacts, and acts, “the personal meaning of what is happening constitutes the proximal cause of the stress reaction” (Lazarus, 2000). Lazarus and Folkman (1986) proposed three kinds of primary assessment: 1)irrelevant, 2) benign-positive, and 3)stressful. In the first, no interest is established for the transaction or the results. In the second, benign-positive evaluations indicate to the individual that the situation is not potentially negative for her integrity and well-being. And in the third, during stressful evaluations, individuals negatively perceive the situation, or the circumstances will be detrimental to their well-being. 
Perceived stress in then a reflection of the level of significance (relevance) and difficulty (implications) given to an event, situation, problem or challenge, be it both personal (individual) and environmental (Spada et al., 2008). Thus, it is necessary that if faced with the same stressful event, people will face this overwhelming situation in a different way. There are three components of this primary evaluation in Lazarus’ theory of emotions: 1) the relevance of the objective indicates whether or not the event matters to the individual; 2) the congruence of the objective determines if the episode coincides with personal goals; 3) the type of ego involvement denotes aspects of personal commitment such as self-esteem, moral values, the ego-ideal, and ego-identity (Krohne, 2002). Once the situation is evaluated as stressful, the “transactional alternatives” are damage/loss, threat or challenges (Lazarus, 2000). Thus, the primary act of assessment determines the magnitude of an event, while interacting with a second cognitive-evaluation process, defined as a secondary act of assessment. After the primary evaluation, the assessment of one’s own resources occurs to face the stress-generating situation. These resources allude to one’s won coping skills, social support, opportunities, material resources necessary to deal with such a scenario. This estimation occurs in relation to the primary evaluation, not necessarily after it (Matthieu & Ivanof, 2006). Crespo and Labrador (2003) further assert that at this point the subject asks “what can I do, if I can do something?” Lazarus (2000) refers to the secondary act of assessment as a cognitive-evaluative process that focuses on what the person can do about the stressful person-environment relationship, in terms of the availability of resources and skills available to the person to deal with the stress-producing situation. 

Academic Stress
Psychological stress associated with the school or academic environments, such as taking tests, performing cognitively complex tasks, is referred to as “academic stress.” Academic problems are the main source of stress, according to reports from students themselves (Akgun & Ciarrochi, 2003). This type of stress is relatively predictable, since the greatest sources of discomfort are manifested in times when students must study for and take exams, as well as in competing for high grades and the amount of content that must be understood in a short time (Abouserie, 1994; Misra & Castillo, 2004). When these situations are perceived as negative and stressful, they can have adverse effects on both student performance and motivation. If it is an experience perceived as uncontrollable or difficult to handle, feelings of helplessness, depression, and anxiety can be elicited (Ward, Perry, & Verena, 2000). Similarly, it has been determined that as students advance in their studies, academic stress tends to increase (Suarez-Montes and Diaz-Subieta, 2015). Jun & Choi (2015) report that in Korea there has been an increase in symptoms of depression and suicide rates due to academic stress, suggesting that this type of stress represents a significant factor in the development of problems or psychological disorders in students. 
Academic stress involves a set of particular physical, behavioral, and/or emotional reactions. Among the physical ones may include heart palpitations, increased pulse, increased muscle tension and perspiration, bruxism, shortness of breath, loss of energy, sleep disorders, chronic fatigue, headaches, and digestive issues (Misra and Castillo, 2004). Regarding behavioral manifestations, we consider a deterioration in performance, isolation, lack of feeling, smoking, increased or decreased appetite, excessive consumption of alcohol or other drugs, absenteeism, propensity to accidents, nervous tics, and increased or decreased sleep can be observed. Lastly, when regarding psychological responses: anxiety, depression, restlessness, disturbance, irritability, difficulty in making decisions, recurring thoughts, distraction, inability to concentrate, loss of self-confidence, excessive worry (Suarez-Montes and Diaz-Subieta, 2015). 
Thus, a first objective of this work is to know if there is a correlation between the variables studied: academic procrastination, academic stress, level of perceived stress in the semester, physiological symptoms, and coping. The second objective is to know if there are significant differences between these variables and sociodemographic aspects of the participants. As a last objective, we want to explore if and how these variables influence each other. 

Method
Population and Sample
The population for this study is composed of undergraduate students from two different careers: 140 students from the Faculty of Accounting and Administration (FCA) and 145 from Psychology, giving a sample of 285 participants where 67 were men and 218 women through a non-probabilistic sampling for convenience. The average age was 20 years (S.D. 2.72). 

Investigation design
A non-experimental research design was used since there was no manipulation of the variables by the authors, and cross-sectional because the information was collected in a single moment.

Instruments
To measure academic stress, the SISCO SV-21 inventory was used, which has three dimensions, with response options configured on a Likert-scale of five type of responses ranging from “Never” to “Always” (Barraza-Macias, 2018). The inventory presents a question in which it seeks to inquire about the frequency in which the participant considers the semester stressful. For its part, the first dimension, Stressors (α = .83), has seven items and allows us to identify the frequency with which the demands of the environment are valued as stressor stimuli; the second dimension, Symptoms (α = .87), has seven items and allows identifying the frequency with which symptoms or reactions occur to a stressor stimulus; and the third dimension, Coping strategies (α = .85) with seven questions, allows to know the frequency of use of coping strategies.
To measure academic procrastination, the Tuckman procrastination scale (Furlan, Heredia, Piemontesi, Tuckman, 2012) was used, which only had a factor of 15 items with a Cronbach's α of .94. This scale is a self-report measure of the tendency to waste time, procrastinate, or stop doing things that should already be done. It presents four response options in Likert format ranging from "Never" to "Always". Additionally, participants were asked to fill out a sociodemographic indicator form before starting to answer the two instruments. Aspects such as age, sex, religion, marital status, bachelor's degree, semester being studied, monthly family income and monthly individual income were included in the format.

Data Analysis
It was decided to use parametric statistical tests. Thus, using the Statistical Package for Social Sciences (SPSS) version 26, Pearson's correlation tests, Student’s t-tests for independent samples, analysis of variance (ANOVA) and simple linear regression models were carried out. In addition, the Jasp software, version 0.13.1, was used to calculate the Bayes factor of each statistical test presented, both for the alternative hypothesis (FB10) and for the null hypothesis (FB01).

Ethical Considerations
Article 60 of the Psychologists Code of Ethics (2007) was employed, which establishes that, when conducting an investigation, the psychologist refrains from drawing conclusions that are not derived directly, objectively and clearly from the results obtained. In addition, based on article 138, the participants were informed about the foreseeable academic uses of the information generated by their services.
Likewise, based on the code of ethical conduct of the American Psychological Association (2017), the participants were informed about the objective of the research, the duration of the application of instruments and the related procedures; as well as their right not to participate and abandon the application at the time they consider it appropriate and who to turn to in case of doubts during the application of the instruments.



Results
Descriptive Statistics
Descriptive statistics showed an average age of 20 years (SD: 2.7), studying the third semester (SD 2.62), with a monthly family income of $ 8,500 to $ 10,000, a personal income of $ 0 to $ 1,900. Regarding the percentage of gender of the participants, 23.5% were men and 76.5% women. Catholics (73%), Christians (3.9%) and atheists (22.8%). The marital status shows single (89.5%), Married (5.3%), Free union (2.8%) and unspecified (2.5%). The occupation of the participants reported were those with Work (1.8%), Student (78.9%), Both (18.9%) and Unspecified (.4%). Lastly, the participants in the first semester were 27.7%, the third semester 31.2%, the fifth semester 20%, the seventh semester 11.2% and the ninth semester 7.4%; in turn, there were 2.5% who did not specify the semester they were studying at that time.
Pearson’s Correlation Test
The results of the correlation tests are shown in Table 1, observing a lack of correlation between the coping used with the variables related to stress and procrastination, as well as between 
procrastination and perceived stress in the semester.


	Table 1 Correlations

	
	Perceived stress in the semester
	Procrastination
	Academic Stress
	Physiological symptoms
	Coping

	Perceived stress in the semester
	1
	.050
FB10: 0.106
FB01: 9.46
	.340**
FB10: 14.65
FB01: 4.31
	.275**
FB10: 8.46
FB01: 2.1
	.007
FB10: 0.07
FB01: 13.38

	Procrastination
	
	1
	.313**
FB10: 11.87
FB01:6.99
	.442**
FB10: 27.86
FB01:7.87
	.025
FB10: 0.08
FB01: 12.37

	Academic Stress
	
	
	1
	.427**
FB10: 25.7
FB01: 6.86
	.018
FB10: 0.07
FB01: 12.87

	Physiological symptoms
	
	
	
	1
	.004
FB10: 0.07
FB01: 13.45

	Coping
	
	
	
	
	1

	**. The correlation is significant at p<.01 level (bilateral).

	Source: self-elaboration



Student’s t-test for Independent Samples
In regards to the Student’s t-tests, the variables Sex and Bachelor's degree were used, with only the variable Sex giving significant results. Among this, women presented higher mean scores than men in Perceived Stress in the semester, Academic Stress and Symptoms (table 2).
	Table 2 Student’s t-test for independent simples by Sex

	
	Sex
	Mean
	D.E.
	p-value
	Bayes Factor

	Perceived stress in the semester
	Male
	3.08
	1.086
	.009
	FB10: 3.19 FB01: 0.31 

	
	Female
	3.43
	.914
	
	

	Procrastination
	Male
	44.43
	5.53
	.877
	FB10: 0.16 FB01: 6.09

	
	Female
	44.31
	5.94
	
	

	Academic Stress
	Male
	21.37
	4.34
	.001
	FB10: 11.9 FB01: 0.08

	
	Female
	23.77
	5.51
	
	

	Symptoms
	Male
	30.18
	7.94
	.005
	FB10: 5.46 FB01: 0.18

	
	Female
	34.26
	10.93
	
	

	Coping
	Male
	20.78
	4.815
	.551
	FB10: 0.17 FB01: 5.7

	
	Female
	21.18
	4.688
	
	

	Source: self-elaboration



ANOVA tests
When performing the variance analysis tests, significant results were found only for the semester studied and the stress perceived in the semester (Table 3) and the amount of monthly personal income and academic stress (Table 4). In the first, the highest mean scores for this stress are in the seventh semester, while the lowest is in the fifth semester. However, one should be careful with the interpretation due to the lack of evidence provided by the FB for the alternative hypothesis.


	Table 3 ANOVA 

	
	Mean
	D.E.
	IC 95%
	p
	Bayes Factor

	
	
	
	Inferior
	Superior
	
	

	Perceived Stress in the semester
	1st semester
	3.24
	.895
	3.04
	3.44
	.003
	FB10: 0.06
FB01: 15.59

	
	3rd semester
	3.57
	1.03
	3.36
	3.79
	
	

	
	5th semester
	2.96
	.906
	2.72
	3.21
	
	

	
	7th semester
	3.59
	.798
	3.31
	3.88
	
	

	
	9th semester
	3.52
	1.03
	3.05
	3.99
	
	

	
	Not specified
	3.50
	.837
	2.62
	4.38
	
	

	Source: self-elaboration




Here, the highest score in academic stress is observed in the category “Unspecified”, and 0 to $ 1,900, while the lowest is the income of $ 4,000 - $ 5,999; but, as in the previous table, the FB does not provide us with sufficient evidence to opt in favor of the alternative hypothesis over the null one.
	Table 4 ANOVA of monthly personal income

	
	Mean
	D.E.
	95% confidence interval 
	p
	Bayes Factor

	
	
	
	Inferior
	Superior
	
	

	Academic Stress
	$0 a $1,900
	22.06
	4.83
	19.39
	24.74
	.026
	FB10: 0.26 FB01: 3.72

	
	$2,000 or more
	21.36
	5.69
	19.01
	23.70
	
	

	
	$4,000 or more
	19.22
	3.38
	16.62
	21.82
	
	

	
	$6,000 or more
	21.50
	3.10
	16.55
	26.44
	
	

	
	Not specified
	23.70
	5.35
	23
	24.39
	
	

	
	Total
	23.23
	5.36
	22.61
	23.86
	
	

	Source: self-elaboration



Simple Linear Regression Models
Several simple linear regression models were carried out in order to know which variables had the greatest influence, using the β coefficient in each of the variables. Thus, for example, for the symptom variable, three regression models were carried out to find out how perceived stress in the semester (model 1), academic procrastination (model 2) and academic stress (model 3) influenced. For its part, for the Procrastination variable, two simple linear regression models were performed to determine the influence of academic stress (model 4) and symptoms (model 5). The results of the models of the other variables are not presented because the statistical significance of the change in F and the statistical significance of the models were not significant (<.05). Thus, in Table 5 we observe that, among the three variables shown, it is perceived stress in the semester that most influences the appearance of stress-related symptoms.



	Table 5 Linear Regression Model with Symptoms as the Dependent Variable

	Model
	R
	
	Standard error
	Change in F
	β
	Dev. Error
	IC 95%
	Bayes Factor

	
	
	
	
	
	
	
	Inferior
	Superior
	

	1
	.275
	.076
	10.04
	23.18
	
	
	
	
	FB10: 1.79
FB01: 5869

	(Constant)
	
	
	
	
	23.36
	2.15
	19.13
	27.60
	

	Perceived stress in the semester
	
	
	
	
	2.97
	.617
	1.75
	4.18
	

	2
	.442
	.195
	9.37
	68.53
	
	
	
	
	FB10: 9.1
FB01: 1.09

	(Constant)
	
	
	
	
	-1.38
	4.23
	-9.71
	6.94
	

	Procrastination
	
	
	
	
	.782
	.094
	.596
	.96
	

	3
	.427
	.182
	9.44
	63.158
	
	
	
	
	FB10: 7.69
FB01: 1.29

	(Constant)
	
	
	
	
	36.40
	1.47
	33.49
	39.31
	

	Academic stress
	
	
	
	
	.831
	.105
	.625
	1.03
	

	Note: The variables used as independent in the two models were: Model 1 = Perceived stress in the semester. Model 2 = Procrastination. Model 3 = Academic stress
	

	Source: self-elaboration
	


	Table 6 Linear Regression Model with Procrastination as the Dependent Variable

	Model
	R
	
	Standard error
	Change in F
	[bookmark: _Hlk52265069]β
	Dev. Error
	IC 95%
	Bayes Factor

	
	
	
	
	
	
	
	Inferior
	Superior
	

	1
	.313
	.098
	5.60
	30.69
	
	
	
	
	FB10: 6.13
FB01: 163071

	(Constant)
	
	
	
	
	36.40
	1.47
	33.49
	39.31
	

	Academic stress
	
	
	
	
	.344
	.062
	.221
	.466
	

	2
	.442
	.195
	5.29
	68.53
	
	
	
	
	FB10: 7.69
FB01: 1.09

	(Constant)
	
	
	
	
	36.08
	1.05
	34.01
	38.15
	

	Symptoms
	
	
	
	
	.249
	.030
	.190
	.309
	

	Note: The variables used as independent in the two models were: Model 1 = Academic stress. Model 2 = Symptoms.
	

	Source: self-elaboration



Discussion and Conclusion
The correlations found between procrastination, perceived stress in the semester, and academic stress show us that, as Spada et al. (2008) found, as a response to the relevance and difficulty of certain tasks to be performed, procrastination serves as a way to avoid these situations. However, since we did not find significant regression models on coping strategies to reduce stress, we could not speculate how these would affect procrastination. The fact that women presented higher mean scores in the variables related to stress (Table 2), supposes the existence of evaluative schemes that differ according to, more than the sex of the participants, the roles and personal meaning they attribute to the situations evaluated through what Lazarus (2000) called distal variables of stress.
Another interesting result is the one shown in (Table 4) where it seems that academic stress is accentuated in both extreme cases of individual economic income. In this regard, it would be expected that those who report having a lower income would suffer greater stress because they do not have sufficient financial resources to face the demands of being a student and being able to contribute financially to the home; while in the extreme case, it would be expected that academic stress adds to the working conditions that a job that would allow them to enjoy a salary of $ 6,000 or more per month as students would be.
Something that we could begin to speculate is a first approximation regarding the causality of the variables studied. When considering the coefficient β of (Tables 5) and (Table 6), it is observed that there is a greater influence when procrastination is considered as a cause (independent variable) and physiological symptoms product of stress as an effect (β = .782). In addition, the β coefficient shown by Model 1 in (Table 5) would allow us to hypothesize that the level of stress perceived by students due to the perception of difficulty of the semester they are studying would be a predictor for the emergence of adverse physiological symptoms but due to the FBs, more evidence in favor of this hypothesis would be needed. Similarly, the presence of academic stress in both models suggests that it can be considered as a predictor variable for both physiological symptoms and procrastination, however, we should be cautious with the latter variable, since through the Bayes factor we cannot consider as sufficient evidence to do so.
By way of closing, evidence was found in the regression models to consider that the prevention of procrastination and academic stress could reduce the physiological symptoms caused by stress (Models 2 and 3, respectively, Table 5), being possible that a decrease in this would cause, in turn, a decrease in academic procrastination (Model 2, table 6). Also, it is important to search for significant coping strategies to reduce these variables in undergraduate students.\
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