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Abstract
In this paper, we investigated the contribution of both cognitive and affective factors 
to mathematical skills. In particular, we looked at the protective role of self-concept 
for mathematical learning and performance. In a field study, we tested the relation of 
math self-concept and short-term visuo-spatial working memory to the mathemati-
cal abilities of second- grade primary school children in Italy (N = 105). Measures 
included the “Test for the evaluation of calculating and problem-solving abilities” 
(AC-MT 6–11), the backward Corsi blocks test (Battery for Visuo-Spatial Memory), 
and the mathematics self-concept sub-scale of the Self-Description Questionnaire-I 
(SDQ-I, Italian version). As expected, correlation and moderated regression analy-
ses showed that mathematics self-concept and working memory both positively pre-
dict mathematical operations and numeracy, but not accuracy. Simple slope analysis 
confirmed our moderation hypothesis, with working memory predicting mathemati-
cal abilities at low levels of math self-concept, but not at medium and high levels. 
The theoretical and practical implications are discussed.
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1  Introduction

Mathematics is a key competence acquired at school that helps students access 
relevant scientific knowledge and academic and professional skills (Gravemei-
jer et  al., 2017). A large literature shows how cognitive abilities are related to 
academic achievement in mathematics and the important role of executive func-
tions in mathematic performances. In particular, working memory plays a role 
in a series of mathematical skills (Peng et  al., 2016). Furthermore, studies that 
focused on the variables involved in dyscalculia and other specific learning dis-
orders showed that emotional and affective factors are important features of the 
disorder (Devine et  al., 2017). This contributes to a vicious circle of avoiding 
academic activities implying mathematical reasoning to avoid negative feelings 
of incompetence and inefficacy, and therefore reducing the opportunities to learn 
and improve.

Also, we argue here that motivational variables and their social correlates 
such as the development of the self-concept, can be used to explain correlations 
between cognitive factors, such as working memory and academic performance. 
Some arguments in support of this idea could be found, for example, in important 
theories like Cognitive Load Theory (Sweller & Chandler, 1991) as motivational 
factors may modify the cognitive structure of the learner in the interaction with 
learning activities and content (Schnotz et al., 2009). Indeed, the process through 
which people define themselves and their identity, both at the individual and col-
lective level, can also be mentioned as a fundamental aspect in human adaptation 
to the social context and human social behavior. As such, self-definition processes 
have often been related to human motivation and performances in a variety of 
daily life domains, including academic and school achievement, as well as widely 
known psychological concepts such as Bandura’s (1997) self-efficacy, or Ajzen’s 
(1991) perceived behavioral control can also be mentioned in this process.

Thus, in this paper, we aim to investigate the contribution of both cognitive 
and affective factors on mathematical skills, looking at the protective role of self-
concept for mathematical learning and performance. In the following sections, 
we discuss the relation between mathematical skills and working memory and 
between self-concept and academic performance.

2 � Working memory and mathematics

Working memory (WM) is referred to as the ability to process and store relevant 
information to perform a task (Baddeley, 1992). According to a multicomponent 
model, WM implicates different components related to the processing of visuos-
patial and phonological stimuli (Baddeley & Hitch, 1974). The involvement of 
the subcomponents of the WM in mathematical tasks is required by the demand 
of simultaneous information processing and storage (Peng et  al., 2016; Van de 
Weijer-Bergsma et al., 2015; Van Der Ven et al., 2013). In particular, consistent 



1 3

Mathematics self‑concept moderates the relation between…

with a domain specific theory of WM, earlier studies found that the numerical and 
visuospatial domains of WM specifically may be associated with the performance 
on numeracy and calculation mathematical tasks (Andersson & Lyxell, 2007; 
Nosworthy et  al., 2013). However, a meta-analysis by Peng et  al. (2016) found 
different results, showing that WM also is linked to mathematical performance, in 
addition to specific domains of WM (visuo-spatial, verbal, numerical). This asso-
ciation is moderated by the type of mathematical skills examined, because of the 
differentiated cognitive load demanded, and by the sample investigated.

Verbal and spatial components of WM may have a differential impact on dif-
ferent mathematical skills: tasks requiring the articulation of numerical words 
(e.g. counting) are solved with an important contribution of verbal WM, while 
tasks requiring use of the number line and mathematical equations need the spa-
tial WM component (Geary, 2011). Therefore, it is important to measure the rela-
tionship between WM and mathematics by taking in consideration the specific 
types of mathematical abilities.

For example, age plays an important role in the relationship between WM 
and mathematics (Soltanlou et  al., 2015; Van de Weijer-Bergsma et  al., 2015). 
Although WM is linked with mathematical skills at any age from preschool 
onwards (Friso-Van Den Bos et al., 2013), the type of WM involved varies as the 
specific mathematical tasks change, and these in turn, vary across age (Friso-Van 
Den Bos et al., 2013; Schneider, 2008). Also, different WM components may be 
linked to different mathematical task achievement (Pina et  al., 2014). Age has 
been found to moderate this relation as well: visuospatial working memory plays 
a greater role in mathematics in younger ages (Caviola et  al., 2014; Clearman 
et al., 2017) and coherently contributes greatly to dyscalculia (Mammarella et al., 
2018), while verbal working memory is more important in older children. An 
exception to these findings is the study by Allen et al. (2020), who found a greater 
contribution of verbal WM to mathematical (written) tasks in younger students 
in primary school (years 2 to 4) and of visuospatial WM for older students (year 
5). The cognitive load required by tasks relevant to assessing mathematical skills 
in students with increasing mathematical learning experience may assign a dif-
ferent role to these components of WM to perform the tasks. Moreover, there is 
evidence that WM becomes a solid predictor of mathematics achievement dur-
ing formal mathematics education, while in earlier years more specific indicators 
(e.g. approximate number system acuity) may better predict children’s mathemat-
ical achievement (Fanari et al., 2019; Gimbert et al., 2019).

Furthermore, it has been found that the effect of WM on academic achievement 
may be mediated by other cognitive factors (e.g., intelligence) and non-cognitive fac-
tors (e.g., student–teacher relationship or self-concept; Giofrè et al., 2017) as well. 
However, despite considerable evidence that WM influences academic achievement 
along with other factors (e.g., self-concept), there is still a literature gap regarding 
the study of how these variables (cognitive and non-cognitive) operate together in 
students’ mathematical abilities. To our knowledge, only one study tested the joint 
impact of working memory and self-concept (e.g. self-esteem) on mathematics per-
formance (Semeraro et al., 2020), showing that students’ self-concepts play a role in 
the mathematical achievement, regardless of their cognitive abilities.
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3 � Self‑concept and mathematics achievement

We can define academic self-concept as a “mental representations of one’s 
abilities in academic domains and school subjects” (Brunner et  al., 2010, p. 
964). Self-concept is an extremely important construct, affecting psychologi-
cal and behavioral outcomes and overall wellbeing of students. Several studies 
have shown that academic self-concept is related positively to students’ aca-
demic achievement (Dresel et  al., 2010; Lauermann et  al., 2019; Lotz et  al., 
2018). A recent meta-analysis by Möller et al. (2020) shows a positive relation-
ship between self-concept and academic achievement. Self-concept positively 
correlates with achievement only within the same school subject, highlighting 
the importance of investigating its specific domains. For mathematics in par-
ticular, self-concept is a strong predictor of students’ grades (Lotz et al., 2018; 
Vicente et  al., 2019). This relationship is not unidirectional, but rather mutual 
(Arens et al., 2017): in fact, self-concept can be both an outcome of prior, and 
a predictor of later, academic achievement (Huang, 2011). Furthermore, self-
concept also is linked to learning attitudes and academic performance (Cham-
orro-Premuzic et  al., 2010). For example, the influence of ability self-concept 
on performance could be explained by its impact on mathematics achievement-
related attitudes (Hall & Suurtamm, 2020; Möller et al., 2020; Turgut & Turgut, 
2020), which are affected by other cognitive processes (e.g., intelligence; Lotz 
et  al., 2018). Therefore, it is plausible that other factors may intervene in this 
relationship and that, specifically, self-concept might influence other cognitive 
processes—such as working memory—while pursuing academic mathematical 
tasks.

Math self-concept refers to students’ perceptions or beliefs about how they 
see themselves in the specific academic domain of mathematics (Bong & Skaal-
vik, 2003). It is often argued that math self-concept may be intertwined to stu-
dents’ mathematical achievement (Arens et  al., 2017; Marsh & Martin, 2011; 
Möller et al., 2011; Pinxten et al., 2014). Poor achievement in math may lower 
the students’ math self-concept. In turn, students with low math self-concept 
may be less motivated to perform, less willing to make efforts and accom-
plish tasks, and will tend to avoid mathematical situations. However, in addi-
tion to this circular relationship, math self-concept also can be a mediator in 
the relationships between math-related emotions (e.g., anxiety) and performance 
(e.g., Justicia-Galiano et  al., 2017). For example, Pinxten et  al. (2014) found 
that competence beliefs mediated the relationship between math enjoyment and 
achievement. Goetz et al. (2008) also found a mediating role of self-concept in 
the relationship between mathematics’ achievement and consequent enjoyment: 
achievement in mathematics had positive effects on math self-concept and, sub-
sequently, math self-concept was positively associated with enjoyment of math-
ematics. Van der Beek et al. (2017) found that math self-concept had significant 
indirect effects on both enjoyment and anxiety in mathematics, showing that 
higher mathematics self-concept contributed to more enjoyment and less anxiety 
in mathematics.
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4 � The relations between cognitive abilities, performance 
and motivational factors

Although research found direct relationships between cognitive skills and mathematical 
achievement and between self-concept and learning achievement, theories and empiri-
cal evidence also suggest that motivational factors and self-concept, may moderate the 
relationship between cognitive abilities and students’ performance (Eccles & Wigfield, 
2002; Wigfield & Eccles, 2000).

Motivational aspects developed by individuals in cognitively demanding activities, 
such as performance expectation, have been shown to influence cognitive performance 
by older adults facing cognitive decline (Vallet et al., 2020). These motivational fac-
tors influence cognitive performance by increasing cognitive reserve, the possibility of 
optimizing the use of cognitive abilities and adopt better cognitive strategies, to achieve 
better performance. For example, studies of older adults showed that the motivational 
factor of perceived capacity mediates the relation between cognitive reserve and cogni-
tive performance (Vallet et al., 2020). Evidence supporting a multiplicative model of 
the relations between motivational factors and cognitive performance has been accu-
mulated in several studies considering mid-level specificity measures, corresponding 
to context-specific achievement motivation (in contrast with general trait and with task-
specific factors). This approach could help confirm the hypothesis that the relationship 
between cognitive abilities and cognitive performance is stronger for higher levels of 
motivation (Hirschfeld et al., 2004; Van Iddekinge et al., 2018). Such hypotheses have 
been tested on a variety of cognitive abilities and with several motivational factors (e.g. 
self-efficacy, performance expectations, intrinsic motivations) with mixed results. An 
ability-motivation interaction could be found in several studies of adults and provides 
the bases for well-established theories, even if other studies indicate that the ability-
motivation interaction provides a very small contribution to the prediction of perfor-
mance compared to additive effects of ability and motivation. Also, differences in the 
results may depend on the choice of measuring trait vs. state motivation and about how 
ability and performance were measured (Van Iddekinge et al., 2018).

Few studies investigated the different factors that explain the effect of self-concept 
on academic achievement and even fewer considered the role of working memory in 
this link in children. Previous studies indeed found that beliefs in one’s ability may 
counterbalance the effects of low WM in scientific domains (Hoffman & Schraw, 
2009). However, a deeper understanding of the interrelation between these two vari-
ables and their effect on academic achievement still is missing. The present study aims 
to investigate the relationship between ability motivation and performance using a 
direct measure of performance and selecting specific-domain self-concept as motiva-
tional factor.
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5 � Aims and hypothesis

Given the relationship between WM and mathematical achievement, and the rela-
tionship between math self-concept and achievement, the purpose of this study is 
to investigate whether the relationship between WM (i.e., visuo-spatial short-term 
memory) and mathematical abilities (operations, numeracy, accuracy) can be mod-
erated by math self-concept.

We expect a positive relationship between working memory and mathematical 
abilities and between mathematical abilities and math self-concept. Furthermore, we 
expect that a higher math self-concept buffers the effect of lower memory skills on 
mathematics abilities.

6 � Method

6.1 � Procedure

Three primary schools in the Latina province (central Italy) were contacted for the 
study as part of a screening and teachers’ training intervention project. A prelimi-
nary briefing with school-heads and teachers was organized to explain the purposes 
of the study, prior to the data collection; periodic meetings were held to inform the 
stakeholder during the course of the study. Before testing children, informed consent 
of the parents was obtained with the help of the teachers. All procedures and ethical 
implications of the study were examined and ethically approved by the institutional 
bodies of the schools involved and by the school principal offices.

In the Italian school system, compulsory education begins in primary school 
when children are about 6-years-old, the classes are homogeneous by age. The stu-
dents attend a school primarily based on their area of residence, and for the five 
years of primary school, they are in the same group of students with a stable group 
of teachers. The school is completely inclusive, meaning that children with disabili-
ties or other types of SEN are included the entire time and for all the activities in 
mainstreamed classes. When children with severe disabilities are included in a class, 
an extra teacher could be assigned to supplement the teachers and to support the 
teaching and learning process in that class.

6.2 � Participants

A total of 105 children (61 males and 44 females), attending the second grade (age 
ranging from 7 to 8  years old) in four different primary schools, participated in 
the study. All the students attending the involved classes participated in the study, 
including children with SEN who did not refuse, since identification and diagnosis 
of learning difficulties (dyslexia, dyscalculia, and writing difficulties) are only pos-
sible after the end of the second grade of primary school. Children with certified 
disabilities were involved in the activities of data collection, but were excluded from 
the analyses. The administration of the tests was carried on during the school hours 
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following a schedule agreed upon with the teachers. The tests were administered 
individually to the students in a quiet room of the school, except the subtests Opera-
tions and Numbers judgment of the AC-MT 6–11 test.

6.3 � Instruments

6.3.1 � Mathematical abilities

To assess the mathematical performance, the “Test for the evaluation of calculating 
and problem-solving abilities” was used (AC-MT 6–11; Cornoldi et al., 2012). It is 
an Italian normative paper-and-pencil test battery. The test was administered col-
lectively in the classroom during school hours, following the test’s administration 
instructions.

The battery consists of the following subtests that correspond to specific scores 
and are not combined in a composite score:

1.	 Operations: evaluates the ability to apply calculation procedures. The child must 
solve additions and subtractions.

2.	 Numbers judgment: evaluates the semantic comprehension of numerical quanti-
ties. For several pairs of Arabic digits, the child must identify the largest number.

3.	 Accuracy: evaluates the ability to process the syntactic structure of numbers, 
building digits from 0 to 99, from the number of 10s and ones. For example, the 
experimenter says, “Three 10s and four ones correspond to which number?” and, 
as a response, the child is expected to write the number 34. In addition, it evalu-
ates the semantic representation of numbers. The child must write a random set 
of displayed numbers in decreasing order and then in an increasing order.

6.3.2 � Visuo‑spatial working memory

WM was assessed through the backward Corsi blocks test (Battery for Visuo-Spa-
tial Memory; Mammarella et al., 2008). The test consists of a series of nine blocks 
arranged irregularly on a board. The examiner taps the blocks in a given order, and 
the child’s task is to watch the examiner and repeat the tapping sequence backwards.

The participants are presented with trials of increasing levels of complexity until 
they are unable to solve at least two trials with the same number of blocks. The 
backward Corsi span score is determined by the maximum number of blocks cor-
rectly recalled in the reverse sequence.

6.3.3 � Math self‑concept

Math self-concept was measured using a sub-scale of the Self-Description Ques-
tionnaire-I (SDQ-I, Italian version; Camodeca et al., 2010). The selected sub-scale 
investigates children’s perception of their confidence and abilities in mathematics. It 
consists of 10 items (e.g., “I am interested in mathematics”) with response options 
limited to “false” (1) or “true” (2). The researcher administered the questionnaire 
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individually to each child to assure their understanding of the items. Children were 
asked to indicate whether each statement was true or false based on their own per-
ception. None of the children showed difficulties in understanding and answering 
the questionnaire, which is constructed and validated for children of this age.

The total sum score was calculated and scored in the “positive” direction (i.e., 
higher scores indicate higher math abilities, higher memory skills, higher self-con-
cept). Cronbach’s alpha is 0.75. Descriptive statistics for each item are shown in 
“Appendix”.

6.4 � Statistical analyses

Bivariate correlations and moderated regressions were conducted to test our hypoth-
eses. To test for the moderation effect of math self-concept, we included the inter-
action term between the predictor and the moderator (WM x self-concept) in the 
regression equation, in addition to the main effects (Aiken et al., 1991). To suggest 
a moderation hypothesis, it is important that the interaction term has a significant 
effect on the criterion (Baron & Kenny, 1986). In line with Cohen et al. (2014), all 
variables included in the model were mean centered.

7 � Results

Prior to the hypotheses test, we checked for possible gender differences. Independ-
ent t-test analyses showed no gender differences on mathematical abilities, except 
for mathematical operations, t(104) = 2.637, d = 0.52, p = .010, with boys (M = 61, 
SD = 0.79) showing higher abilities than girls (M = 45, SD = 1.16). No gender differ-
ences were detected for working-memory skills and math self-concept.

As data were collected in four different schools, for each variable a one-way 
ANOVA was conducted to check possible differences. The results showed a signifi-
cant main effect of schools on accuracy, F(2, 101) = 241.1, η2 = 0.88, p < .001. Post-
hoc analysis using Tukey’s contrasts revealed that school 4 showed a significant dif-
ference of p < .001 compared to all other schools. However, there were no significant 
differences between schools 2 and 3, and between schools 2 and 1. No differences 
were found for the other variables.

A correlation matrix is shown in Table 1. The Operations and Numeracy Judg-
ment domains show a significant and positive correlation with visuo-spatial work-
ing memory and math self-concept. Accuracy domain does not show any significant 
correlation.

Two different moderation analyses were conducted to examine the interactive 
effects of visual-spatial working memory and math self-concept on operation abili-
ties and numeric judgments (Table 2). Since no significant correlations with WM 
and self-concept emerged for the accuracy domain, no regression models were 
tested for this criterion.

For the criterion of mathematical operations, the regression model explained a 
significant proportion of variance (R2 = 0.26, p < .001). Gender was inserted as a 
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covariate, based on the significant t-test. Both WM (b = 2.81, SE = 1.15, p < .05) and 
self-concept (b = 7.94, SE = 2.67, p < .01) were significant predictors of mathemati-
cal operations. Additionally, there was a significant interaction between WM and 
self-concept (b = -1.47, SE = 0.62, p < .05), indicating that the effect of WM on math 
operations depended on levels of math self-concept. The analysis of simple slopes 
showed that the relationship between visuo-spatial working memory and operations 
was significant when self-concept was low (16th percentile), b = 0.30, SE = 0.13, 
p < 0.05. The relationship was not significant when self-concept was medium 
(b = 0.00, SE = 0.10, p = .96) or high levels (b = -0.14, SE = 0.13, p = .29).

In sum, a poorer self-perception of mathematical abilities is associated with lower 
performance in operations, particularly among children with weaker visuo-spatial 
working memory. Specifically, our results indicate that children with both low levels 
of visuo-spatial working memory and low levels of math self-concept show the low-
est ability in the domain of mathematical operations (Fig. 1).

A significant portion of variance in numeric judgment was accounted for by 
the regression model (R2 = 0.13 p < .01). Visuo-spatial working memory (b = 10.9, 

Table 1   Descriptive Statistics 
and Correlations between the 
Variables

Note. M and SD are used to represent mean and standard deviation, 
respectively
*indicates p < .05. ** indicates p < .01

Variable M SD 1 2 3 4

1. Working Memory 4.23 0.95
2. Self-concept 1.88 0.16 .22*
3. Operations 3.09 1.09 .24* .34**
4. Numeracy Judgment 19.22 4.64 .23* .27* .47**
5. Accuracy 7.78 13.12 .17 -.04 -.03  -.17

Table 2   Results of the two models of regression analysis with moderation interaction

* indicates p < 0.05. ** indicates p < 0.01

Predictors Estimate SE 95% CI p R2

LL UL

Model 1
(Operations)

0.26**

Gender -0.56** 0.18 -0.94 -0.19 .00**
Visual-spatial Working Memory 2.80* 1.15 0.51 5.10 .017*
Self-Concept 7.94** 2.67 2.63 13.25 .00**
WM*Self-concept -1.47* 0.62 -2.70 -0.24 .019*
Model 2
(Numeric Judgment)

0.13**

Visual-Spatial Working Memory 10.9* 4.58 1.79 20.01 .019*
Self-Concept 29.22** 10.6 8.16 50.27 .00**
WM*Self-concept -5.64* 2.46 -10.55 -0.74 .02*
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SE = 4.58, p < .05), math self-concept (b = 29.22, SE = 10.6, p < .01), and the inter-
action between visuo-spatial working memory and math self-concept (b = -5.64, 
SE = 2.46, p < .05) significantly predicted numeric judgment. Simple slope analysis 
revealed that visuo-spatial working memory was associated positively with numeric 
judgment at low levels of self-concept (b = 1.31, SE = 0.54, p < .05), but not at 
medium (b = 0.18, SE = 0.41, p = .66) or high levels (b = -0.38, SE = 0.54, p = .48). 
As shown in Fig. 2, children with low levels of visuo-spatial working memory and 
low math self-concept had the lowest levels of math ability in the judgment domain.

8 � Discussion and conclusions

The aim of the present study was to investigate the effects of visuo-spatial working 
memory and math self-concept on mathematical skills in primary school children. 
In line with previous research, our study showed that visuo-spatial working memory 
predicts mathematical abilities in second grade children (Holmes & Adams, 2006; 
Holmes et al., 2008; Passolunghi & Mammarella, 2010). At the same time, results 
showed that children’s more positive beliefs about their own math abilities (self-
concept) are associated with higher mathematical abilities (Cai et al., 2018; Denis-
sen et al., 2007). These results emerged for two domains, operations and numeric 
judgement, but not for mathematical accuracy. This finding might be explained by 
previous studies in this field. For example, Geary (2011) found that the relevance of 
the different components of WM vary depending on the content of the mathemati-
cal ability that is being evaluated, and accuracy has been found to be less related to 

Figure 1.   Interaction effects of visual spatial working memory and mathematic self-concept on opera-
tions
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the visual-spatial component of WM, and more to the verbal one, which was not 
assessed in our study (Swanson, 2011).

In particular, our study suggests how social and motivational mechanisms could 
moderate the relationship between cognitive factors and performance, based on the 
well-established relation existing between math self-concept, math achievement, and 
other variables (e.g., Arens et al., 2017; Guay et al., 2003; Justicia-Galiano et al., 
2017; Pinxten et al., 2014; Van Der Beek et al., 2017). Beyond the role of visuo-spa-
tial working memory in mathematical abilities (Fanari et al., 2019), our results indi-
cate a significant interplay with math self-concept. When children with a low level 
of WM have a negative math self-concept, the academic achievement in mathemat-
ics may worsen. Previous research showed that students with a negative self-concept 
about their math abilities are less likely to engage in math tasks, less motivated to 
perform, less willing to make efforts and carry the tasks through, and more prone to 
avoid mathematical activity (Seaton et al., 2014).

Our results show that, when this happens jointly with a low level of WM func-
tioning, mathematical performance declines. Hence, since students may think they 
do not have the right abilities, while they already struggle in completing mathemati-
cal tasks due to scarce WM functioning (Mammarella et al., 2018), they might put 
less effort toward and have lower engagement in mathematical tasks (Pajares, 1996), 
therefore lowering their performance (Arens et al., 2017).

The main effects estimated by our regression models also are consistent with pre-
vious findings showing that a greater portion of variance of mathematics academic 
achievement is explained by WM compared to self-concept (Donolato et al., 2019). 
In other words, this means that even though in this study both visual spatial working 

Fig. 2   Interaction Effects of Working Memory and Self-Concept on Numeric Judgment
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memory and math self-concept were found to be predictive of children’s mathemati-
cal abilities, high levels of visuo-spatial working memory functioning consistently 
are linked to higher abilities, even when self-concept is low.

The practical implications of the findings of this study are notable. Even though 
the contribution of WM appears stronger than other predictors, math self-concept 
might play an important role in academic achievement that should not be under-
estimated. Also, we argue here that self-concept compared to WM might be more 
easily the subject of specific educational interventions. In other words, in day-to-day 
practice in educational contexts, working on social and motivational factors (e.g., 
promoting a better math self-concept) might be easier and more feasible for teach-
ers and caregivers, compared to working on cognitive factors strictu sensu (such as 
WM). Thus, when developing intervention programs for primary school children, it 
is also important to consider the individual difficulties they may be facing, in addi-
tion to providing cognitive skills support. Prevention and intervention programs that 
focus on self-concept might be useful in helping students develop new skills and 
support their academic achievement, as a positive math self-concept could help chil-
dren to persist with math tasks longer, or help them to better cope with negative 
feedbacks (Marsh & Craven, 2006).

Some limitations of our study should be considered. First, it should be consid-
ered that we used a cross-sectional design study, therefore, conclusions of causality 
cannot be fully drawn. Future research should thus implement longitudinal research 
designs.

Second, it is important to acknowledge that our study had a relatively small sam-
ple size, which may limit the generalizability of the results. Future research should 
aim to replicate these findings with larger and more diverse samples to enhance the 
robustness and generalizability of the conclusions. Additionally, our study has con-
sidered only second grade primary children. Hence, future replications with differ-
ent age groups also might be necessary to corroborate our findings.

To support the learning of mathematics by primary school children, a thorough 
understanding of the factors at the basis of their achievement is crucial. Among 
these factors, as our study shows, both working memory and self-concept are impor-
tant for the development of early interventions to improve mathematical achieve-
ment. Thus, the findings presented here have important implications for educational 
research and practice, as they suggest that early interventions to promote both better 
working memory skills and a higher self-concept in mathematics might bring about 
future benefits for students’ education and learning.

Appendix

See Table 3.

Acknowledgements  The authors thank Francesca Caroccia, Francesca Cima, Serena Nardone, Michela 
Carnevale and Marta Ricci for their collaboration in collecting the data, and Dr. Suellen Crano for the 
careful language revision. We also wish to thank the two anonymous reviewers for their enriching and 
supporting comments.



1 3

Mathematics self‑concept moderates the relation between…

Author contribution  All authors contributed to the study conception and design. Material preparation, 
and data collection were performed by YP and GG. Data analysis were performed by YP and SC. The 
first draft of the manuscript was written by YP, SP, SC, GC and GG. All authors commented on previous 
versions of the manuscript. All authors read and approved the final manuscript.

Funding  Open access funding provided by Università degli Studi di Roma La Sapienza within the CRUI-
CARE Agreement. No funding was received to assist with the preparation of this manuscript.

Declarations 

Competing interest  The authors have no relevant financial or non-financial interests to disclose.

Ethical approval  The study was conducted in full compliance with the ethical standards and Italian national 
regulations on research involving human participants. Informed consent to participation was obtained prior 
to the data collection.

Open Access  This article is licensed under a Creative Commons Attribution 4.0 International License, 
which permits use, sharing, adaptation, distribution and reproduction in any medium or format, as long 
as you give appropriate credit to the original author(s) and the source, provide a link to the Creative 
Commons licence, and indicate if changes were made. The images or other third party material in this 
article are included in the article’s Creative Commons licence, unless indicated otherwise in a credit line 
to the material. If material is not included in the article’s Creative Commons licence and your intended 
use is not permitted by statutory regulation or exceeds the permitted use, you will need to obtain permis-
sion directly from the copyright holder. To view a copy of this licence, visit http://creativecommons.org/
licenses/by/4.0/.

References

Aiken, L. S., West, S. G., & Reno, R. R. (1991). Multiple regression: Testing and interpreting interac-
tions. Sage.

Ajzen, I. (1991). The theory of planned behavior. Organizational Behavior and Human Decision Pro-
cesses, 50(2), 179–211. https://​doi.​org/​10.​1016/​0749-​5978(91)​90020-T

Allen, K., Giofrè, D., Higgins, S., & Adams, J. (2020). Working memory predictors of mathematics 
across the middle primary school years. British Journal of Educational Psychology, 90(3), 848–869. 
https://​doi.​org/​10.​1111/​bjep.​12339

Table 3   Descriptive statistics on 
item level for the Mathematical 
self-concept questionnaire (sub-
scale of the Self-Description 
Questionnaire-I; SDQ-I, Italian 
version; Camodeca et al., 2010)

*These items have been reversed

Items M SD

1. I hate mathematics* 1.85 0.36
2. It’s easy for me to do math homework 1.80 0.40
3. I am enthusiastic about mathematics 1.90 0.31
4. I get good grades in mathematics 1.93 0.25
5. I am interested in mathematics 1.74 0.44
6. I learn mathematics quickly 1.95 0.22
7. I like mathematics 1.89 0.31
8. I am good at mathematics 1.93 0.24
9. I enjoy doing math homework 1.91 0.28
10. I am slow in mathematics* 1.90 0.30

http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1016/0749-5978(91)90020-T
https://doi.org/10.1111/bjep.12339


	 Y. Passiatore et al.

1 3

Andersson, U., & Lyxell, B. (2007). Working memory deficit in children with mathematical difficulties: 
A general or specific deficit? Journal of Experimental Child Psychology, 96(3), 197–228. https://​
doi.​org/​10.​1016/J.​JECP.​2006.​10.​001

Arens, A. K., Marsh, H. W., Pekrun, R., Lichtenfeld, S., Murayama, K., & Vom Hofe, R. (2017). Math 
self-concept, grades, and achievement test scores: Long-term reciprocal effects across five waves 
and three achievement tracks. Journal of Educational Psychology, 109(5), 621–634. https://​doi.​org/​
10.​1037/​edu00​00163

Baddeley, A. (1992). Working Memory. Science, 255(5044), 556–559. https://​doi.​org/​10.​1126/​SCIEN​CE.​
17363​59

Baddeley, A., & Hitch, G. (1974). Working memory. In G. H. Bower (Ed.), Psychology of learning and 
motivation (Vol. 8, pp. 47–89). Elsevier.

Bandura, A. (1997). Self-efficacy: The exercise of control. W H Freeman/Times Books/ Henry Holt & Co.
Baron, R. M., & Kenny, D. A. (1986). The moderator-mediator variable distinction in social psychologi-

cal research: Conceptual, strategic, and statistical considerations. Journal of Personality and Social 
Psychology, 51(6), 1173–1182.

Bong, M., & Skaalvik, E. M. (2003). Academic self-concept and self-efficacy: How different are they 
really? Educational Psychology Review, 15(1), 1–40. https://​doi.​org/​10.​1023/A:​10213​02408​382

Brunner, M., Keller, U., Dierendonck, C., Reichert, M., Ugen, S., Fischbach, A., & Martin, R. (2010). 
The structure of academic self-concepts revisited: The Nested Marsh/Shavelson Model. Journal of 
Educational Psychology, 102(4), 964–981. https://​doi.​org/​10.​1037/​a0019​644

Cai, D., Viljaranta, J., & Georgiou, G. K. (2018). Direct and indirect effects of self-concept of ability 
on math skills. Learning and Individual Differences, 61, 51–58. https://​doi.​org/​10.​1016/J.​LINDIF.​
2017.​11.​009

Camodeca, M., Michele, C. D., Mela, M., & Cioffi, R. (2010). Adattamento italiano del Self-Description 
Questionnaire per bambini di età scolare e preadolescenti [Italian adaptation of the Self-Description 
Questionnaire for school-age children and pre-adolescents.]. Giornale Italiano Di Psicologia, XXX-
VII(3/2010), 673–696. https://​doi.​org/​10.​1421/​32906

Caviola, S., Mammarella, I. C., Lucangeli, D., & Cornoldi, C. (2014). Working memory and domain-
specific precursors predicting success in learning written subtraction problems. Learning and Indi-
vidual Differences, 36, 92–100. https://​doi.​org/​10.​1016/J.​LINDIF.​2014.​10.​010

Chamorro-Premuzic, T., Harlaar, N., Greven, C. U., & Plomin, R. (2010). More than just IQ: A longitudi-
nal examination of self-perceived abilities as predictors of academic performance in a large sample 
of UK twins. Intelligence, 38(4), 385–392. https://​doi.​org/​10.​1016/J.​INTELL.​2010.​05.​002

Clearman, J., Klinger, V., & Szűcs, D. (2017). Visuospatial and verbal memory in mental arithmetic. 
Quarterly Journal of Experimental Psychology, 70(9), 1837–1855. https://​doi.​org/​10.​1080/​17470​
218.​2016.​12095​34

Cohen, J., Cohen, P., West, S. G., & Aiken, L. S. (2014). Applied multiple regression/correlation analysis 
for the behavioral sciences. Routledge. https://​doi.​org/​10.​4324/​97814​10606​266

Cornoldi, C., Cornoldi, C., Lucangeli, D., & Bellina, M. (2012). AC-MT 6–11. Test di valutazione delle 
abilità di calcolo e soluzione dei problemi. Gruppo MT. Con CD-ROM. [Test to evaluate calculation 
and problem solving skills]. Edizioni Erickson.

Denissen, J. J. A., Zarrett, N. R., & Eccles, J. S. (2007). I like to do it, I’m able, and I know I am: Longi-
tudinal couplings between domain-specific achievement, self-concept, and interest. Child Develop-
ment, 78(2), 430–447. https://​doi.​org/​10.​1111/j.​1467-​8624.​2007.​01007.x

Devine, A., Hill, F., Carey, E., & Szűcs, D. (2017). Cognitive and emotional math problems largely dis-
sociate: Prevalence of developmental dyscalculia and mathematics anxiety. Journal of Educational 
Psychology, 110(3), 431–444. https://​doi.​org/​10.​1037/​edu00​00222.​supp

Donolato, E., Giofrè, D., & Mammarella, I. C. (2019). Working memory, negative affect and personal 
assets: How do they relate to mathematics and reading literacy? PLoS ONE, 14(6), 1–17. https://​doi.​
org/​10.​1371/​journ​al.​pone.​02189​21

Dresel, M., Fasching, M., Steuer, G., & Berner, V. D. (2010). The role and the interplay of classroom 
goal structures, individual motivation and general intelligence for (excellent) school achievement in 
elementary school classrooms. Talent Development and Excellence, 2(1), 63–81.

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values, and goals. Annual Review of Psychol-
ogy, 53(1), 109–132. https://​doi.​org/​10.​1146/​annur​ev.​psych.​53.​100901.​135153

Fanari, R., Meloni, C., & Massidda, D. (2019). Visual and spatial working memory abilities predict 
early math skills: A longitudinal study. Frontiers in Psychology, 10, 2460. https://​doi.​org/​10.​3389/​
FPSYG.​2019.​02460/​BIBTEX

https://doi.org/10.1016/J.JECP.2006.10.001
https://doi.org/10.1016/J.JECP.2006.10.001
https://doi.org/10.1037/edu0000163
https://doi.org/10.1037/edu0000163
https://doi.org/10.1126/SCIENCE.1736359
https://doi.org/10.1126/SCIENCE.1736359
https://doi.org/10.1023/A:1021302408382
https://doi.org/10.1037/a0019644
https://doi.org/10.1016/J.LINDIF.2017.11.009
https://doi.org/10.1016/J.LINDIF.2017.11.009
https://doi.org/10.1421/32906
https://doi.org/10.1016/J.LINDIF.2014.10.010
https://doi.org/10.1016/J.INTELL.2010.05.002
https://doi.org/10.1080/17470218.2016.1209534
https://doi.org/10.1080/17470218.2016.1209534
https://doi.org/10.4324/9781410606266
https://doi.org/10.1111/j.1467-8624.2007.01007.x
https://doi.org/10.1037/edu0000222.supp
https://doi.org/10.1371/journal.pone.0218921
https://doi.org/10.1371/journal.pone.0218921
https://doi.org/10.1146/annurev.psych.53.100901.135153
https://doi.org/10.3389/FPSYG.2019.02460/BIBTEX
https://doi.org/10.3389/FPSYG.2019.02460/BIBTEX


1 3

Mathematics self‑concept moderates the relation between…

Friso-Van Den Bos, I., Van Der Ven, S. H. G., Kroesbergen, E. H., & Van Luit, J. E. H. (2013). Work-
ing memory and mathematics in primary school children: A meta-analysis. Educational Research 
Review, 10, 29–44. https://​doi.​org/​10.​1016/J.​EDUREV.​2013.​05.​003

Geary, D. C. (2011). Consequences, characteristics, and causes of mathematical learning disabilities and 
persistent low achievement in mathematics. Journal of Developmental and Behavioral Pediatrics, 
32(3), 250–263. https://​doi.​org/​10.​1097/​DBP.​0b013​e3182​09edef

Gimbert, F., Camos, V., Gentaz, E., & Mazens, K. (2019). What predicts mathematics achievement? 
Developmental change in 5- and 7-year-old children. Journal of Experimental Child Psychology, 
178, 104–120. https://​doi.​org/​10.​1016/J.​JECP.​2018.​09.​013

Giofrè, D., Borella, E., & Mammarella, I. C. (2017). The relationship between intelligence, working 
memory, academic self-esteem, and academic achievement. Journal of Cognitive Psychology, 29(6), 
731–747. https://​doi.​org/​10.​1080/​20445​911.​2017.​13101​10

Goetz, T., Frenzel, A. C., Hall, N. C., & Pekrun, R. (2008). Antecedents of academic emotions: Testing 
the internal/external frame of reference model for academic enjoyment. Contemporary Educational 
Psychology, 33(1), 9–33. https://​doi.​org/​10.​1016/J.​CEDPS​YCH.​2006.​12.​002

Gravemeijer, K., Stephan, M., Julie, C., Lin, F. L., & Ohtani, M. (2017). What Mathematics education 
may prepare students for the society of the future? International Journal of Science and Mathemat-
ics Education, 15(Suppl 1), 105–123. https://​doi.​org/​10.​1007/​s10763-​017-​9814-6

Guay, F., Marsh, H. W., & Boivin, M. (2003). Academic self-concept and academic achievement: Devel-
opmental perspectives on their causal ordering. Journal of Educational Psychology, 95(1), 124–136. 
https://​doi.​org/​10.​1037/​0022-​0663.​95.1.​124

Hall, J., & Suurtamm, C. (2020). Numbers and nerds: Exploring portrayals of mathematics and math-
ematicians in children’s media. International Electronic Journal of Mathematics Education, 15(3), 
em0591. https://​doi.​org/​10.​29333/​iejme/​8260

Hirschfeld, R. R., Lawson, L., & Mossholder, K. W. (2004). Moderators of the relationship between cog-
nitive ability and performance: General versus context-specific achievement motivation. Journal 
of Applied Social Psychology, 34(11), 2389–2409. https://​doi.​org/​10.​1111/j.​1559-​1816.​2004.​tb019​
83.x

Hoffman, B., & Schraw, G. (2009). The influence of self-efficacy and working memory capacity on 
problem-solving efficiency. Learning and Individual Differences, 19(1), 91–100. https://​doi.​org/​10.​
1016/J.​LINDIF.​2008.​08.​001

Holmes, J., & Adams, J. W. (2006). Educational Psychology Working Memory and Children’s Math-
ematical Skills: Implications for mathematical development and mathematics curricula. Educational 
Psychology, 26(3), 339–366. https://​doi.​org/​10.​1080/​01443​41050​03410​56

Holmes, J., Adams, J. W., & Hamilton, C. J. (2008). The relationship between visuospatial sketchpad 
capacity and children’s mathematical skills. European Journal of Cognitive Psychology, 20(2), 272–
289. https://​doi.​org/​10.​1080/​09541​44070​16127​02

Huang, C. (2011). Self-concept and academic achievement: A meta-analysis of longitudinal relations. 
Journal of School Psychology, 49(5), 505–528. https://​doi.​org/​10.​1016/J.​JSP.​2011.​07.​001

Justicia-Galiano, M. J., Martín-Puga, M. E., Linares, R., & Pelegrina, S. (2017). Math anxiety and math 
performance in children: The mediating roles of working memory and math self-concept. British 
Journal of Educational Psychology, 87(4), 573–589. https://​doi.​org/​10.​1111/​bjep.​12165

Lauermann, F., Meißner, A., & Steinmayr, R. (2019). Relative importance of intelligence and ability self-
concept in predicting test performance and school grades in the math and language arts domains. 
Journal of Educational Psychology, 112(2), 364–383. https://​doi.​org/​10.​1037/​edu00​00377

Lotz, C., Schneider, R., & Sparfeldt, J. R. (2018). Differential relevance of intelligence and motivation for 
grades and competence tests in mathematics. Learning and Individual Differences, 65(April 2017), 
30–40. https://​doi.​org/​10.​1016/j.​lindif.​2018.​03.​005

Mammarella, I. C., Caviola, S., Giofrè, D., & Szűcs, D. (2018). The underlying structure of visuospatial 
working memory in children with mathematical learning disability. British Journal of Developmen-
tal Psychology, 36, 220–235. https://​doi.​org/​10.​1111/​bjdp.​12202

Mammarella, I. C., Toso, C., Pazzaglia, F., & Cornoldi, C. (2008). BVS-Corsi. Batteria per la valutazione 
della memoria visiva e spaziale. Con CD-ROM [BVS-Corsi. Battery for the assessment of visual and 
spatial memory]. Edizioni Erickson.

Marsh, H. W., & Craven, R. G. (2006). Reciprocal effects of self-concept and performance from a multi-
dimensional perspective: Beyond seductive pleasure and unidimensional perspectives. Perspectives 
on Psychological Science: A Journal of the Association for Psychological Science, 1(2), 133–163. 
https://​doi.​org/​10.​1111/j.​1745-​6916.​2006.​00010.x

https://doi.org/10.1016/J.EDUREV.2013.05.003
https://doi.org/10.1097/DBP.0b013e318209edef
https://doi.org/10.1016/J.JECP.2018.09.013
https://doi.org/10.1080/20445911.2017.1310110
https://doi.org/10.1016/J.CEDPSYCH.2006.12.002
https://doi.org/10.1007/s10763-017-9814-6
https://doi.org/10.1037/0022-0663.95.1.124
https://doi.org/10.29333/iejme/8260
https://doi.org/10.1111/j.1559-1816.2004.tb01983.x
https://doi.org/10.1111/j.1559-1816.2004.tb01983.x
https://doi.org/10.1016/J.LINDIF.2008.08.001
https://doi.org/10.1016/J.LINDIF.2008.08.001
https://doi.org/10.1080/01443410500341056
https://doi.org/10.1080/09541440701612702
https://doi.org/10.1016/J.JSP.2011.07.001
https://doi.org/10.1111/bjep.12165
https://doi.org/10.1037/edu0000377
https://doi.org/10.1016/j.lindif.2018.03.005
https://doi.org/10.1111/bjdp.12202
https://doi.org/10.1111/j.1745-6916.2006.00010.x


	 Y. Passiatore et al.

1 3

Marsh, H. W., & Martin, A. J. (2011). Academic self-concept and academic achievement: Relations and 
causal ordering. British Journal of Educational Psychology, 81(1), 59–77. https://​doi.​org/​10.​1348/​
00070​9910X​503501

Möller, J., Retelsdorf, J., Köller, O., & Marsh, H. W. (2011). The reciprocal internal/external frame of 
reference model: An integration of models of relations between academic achievement and self-
concept. American Educational Research Journal, 48(6), 1315–1346. https://​doi.​org/​10.​3102/​00028​
31211​419649

Möller, J., Zitzmann, S., Helm, F., Machts, N., & Wolff, F. (2020). A meta-analysis of relations between 
achievement and self-concept. Review of Educational Research, 90(3), 376–419. https://​doi.​org/​10.​
3102/​00346​54320​919354

Nosworthy, N., Bugden, S., Archibald, L., Evans, B., & Ansari, D. (2013). A two-minute paper-and-
pencil test of symbolic and nonsymbolic numerical magnitude processing explains variability in 
primary school children’s arithmetic competence. PLoS ONE, 8(7), e67918. https://​doi.​org/​10.​1371/​
JOURN​AL.​PONE.​00679​18

Pajares, F. (1996). Self-efficacy beliefs in academic settings. Review of Educational Research, 66(4), 
543–578. https://​doi.​org/​10.​3102/​00346​54306​60045​43

Passolunghi, M. C., & Mammarella, I. C. (2010). Spatial and visual working memory ability in children 
with difficulties in arithmetic word problem solving. European Journal of Cognitive Psychology, 
22(6), 944–963. https://​doi.​org/​10.​1080/​09541​44090​30911​27

Peng, P., Namkung, J., Barnes, M., & Sun, C. (2016). A meta-analysis of mathematics and working mem-
ory: Moderating effects of working memory domain, type of mathematics skill, and sample charac-
teristics. Journal of Educational Psychology, 108(4), 455–473. https://​doi.​org/​10.​1037/​edu00​00079

Pina, V., Fuentes, L. J., Castillo, A., & Diamantopoulou, S. (2014). Disentangling the effects of working 
memory, language, parental education, and non-verbal intelligence on children’s mathematical abili-
ties. Frontiers in Psychology, 5, 415. https://​doi.​org/​10.​3389/​FPSYG.​2014.​00415/​BIBTEX

Pinxten, M., Marsh, H. W., De Fraine, B., Van Den Noortgate, W., & Van Damme, J. (2014). Enjoying 
mathematics or feeling competent in mathematics? Reciprocal effects on mathematics achievement 
and perceived math effort expenditure. British Journal of Educational Psychology, 84(1), 152–174. 
https://​doi.​org/​10.​1111/​BJEP.​12028

Schneider, W. (2008). The development of metacognitive knowledge in children and adolescents: Major 
trends and implications for education. Mind, Brain, and Education, 2(3), 114–121. https://​doi.​org/​
10.​1111/j.​1751-​228X.​2008.​00041.x

Schnotz, W., Fries, S., & Horz, H. (2009). Motivational aspects of cognitive load theory. In M. Wosnitza, 
S. A. Karabenick, A. Efklides, & P. Nenniger (Eds.), Contemporary motivation research: From 
global to local perspectives (pp. 69–96). Hogrefe & Huber Publishers.

Seaton, M., Parker, P., Marsh, H. W., Craven, R. G., & Yeung, A. S. (2014). The reciprocal relations 
between self-concept, motivation and achievement: Juxtaposing academic self-concept and achieve-
ment goal orientations for mathematics success. Educational Psychology, 34(1), 49–72. https://​doi.​
org/​10.​1080/​01443​410.​2013.​825232

Semeraro, C., Giofrè, D., Coppola, G., Lucangeli, D., & Cassibba, R. (2020). The role of cognitive and 
non-cognitive factors in mathematics achievement: The importance of the quality of the student-
teacher relationship in middle school. PLoS ONE, 15(4), e0231381. https://​doi.​org/​10.​1371/​JOURN​
AL.​PONE.​02313​81

Soltanlou, M., Pixner, S., & Nuerk, H. C. (2015). Contribution of working memory in multiplication fact 
network in children may shift from verbal to visuo-spatial: A longitudinal investigation. Frontiers in 
Psychology, 6, 1062. https://​doi.​org/​10.​3389/​FPSYG.​2015.​01062/​BIBTEX

Swanson, L. H. (2011). Working memory, attention, and mathematical problem solving: A longitudinal 
study of elementary school children. Journal of Educational Psychology, 103(4), 821–837. https://​
doi.​org/​10.​1037/​a0025​114

Sweller, J., & Chandler, P. (1991). Evidence for cognitive load theory. Cognition and Instruction, 8(4), 
351–362. https://​doi.​org/​10.​1207/​s1532​690xc​i0804_5

Turgut, S., & Turgut, İG. (2020). Me while I am learning mathematics: Reflections to elementary school 
students’ drawings. International Electronic Journal of Elementary Education, 13(1), 139–154. 
https://​doi.​org/​10.​26822/​iejee.​2020.​179

Vallet, F., Mella, N., Ihle, A., Beaudoin, M., Fagot, D., Ballhausen, N., Baeriswyl, M., Schlemmer, M., 
Oris, M., Kliegel, M., & Desrichard, O. (2020). Motivation as a mediator of the relation between 
cognitive reserve and cognitive performance. The Journals of Gerontology: Series B, 75(6), 1199–
1205. https://​doi.​org/​10.​1093/​geronb/​gby144

https://doi.org/10.1348/000709910X503501
https://doi.org/10.1348/000709910X503501
https://doi.org/10.3102/0002831211419649
https://doi.org/10.3102/0002831211419649
https://doi.org/10.3102/0034654320919354
https://doi.org/10.3102/0034654320919354
https://doi.org/10.1371/JOURNAL.PONE.0067918
https://doi.org/10.1371/JOURNAL.PONE.0067918
https://doi.org/10.3102/00346543066004543
https://doi.org/10.1080/09541440903091127
https://doi.org/10.1037/edu0000079
https://doi.org/10.3389/FPSYG.2014.00415/BIBTEX
https://doi.org/10.1111/BJEP.12028
https://doi.org/10.1111/j.1751-228X.2008.00041.x
https://doi.org/10.1111/j.1751-228X.2008.00041.x
https://doi.org/10.1080/01443410.2013.825232
https://doi.org/10.1080/01443410.2013.825232
https://doi.org/10.1371/JOURNAL.PONE.0231381
https://doi.org/10.1371/JOURNAL.PONE.0231381
https://doi.org/10.3389/FPSYG.2015.01062/BIBTEX
https://doi.org/10.1037/a0025114
https://doi.org/10.1037/a0025114
https://doi.org/10.1207/s1532690xci0804_5
https://doi.org/10.26822/iejee.2020.179
https://doi.org/10.1093/geronb/gby144


1 3

Mathematics self‑concept moderates the relation between…

Van de Weijer-Bergsma, E., Kroesbergen, E. H., & Van Luit, J. E. H. (2015). Verbal and visual-spatial 
working memory and mathematical ability in different domains throughout primary school. Memory 
and Cognition, 43(3), 367–378. https://​doi.​org/​10.​3758/​S13421-​014-​0480-4/​TABLES/5

Van Der Beek, J. P. J., Van Der Ven, S. H. G., Kroesbergen, E. H., & Leseman, P. P. M. (2017). Self-
concept mediates the relation between achievement and emotions in mathematics. Wiley Online 
Library, 87(3), 478–495. https://​doi.​org/​10.​1111/​bjep.​12160

Van Der Ven, S. H. G., Van Der Maas, H. L. J., Straatemeier, M., & Jansen, B. R. J. (2013). Visuospatial 
working memory and mathematical ability at different ages throughout primary school. Learning 
and Individual Differences, 27, 182–192. https://​doi.​org/​10.​1016/J.​LINDIF.​2013.​09.​003

Van Iddekinge, C. H., Aguinis, H., Mackey, J. D., & DeOrtentiis, P. S. (2018). A meta-analysis of the 
interactive, additive, and relative effects of cognitive ability and motivation on performance. Journal 
of Management, 44(1), 249–279. https://​doi.​org/​10.​1177/​01492​06317​702220

Vicente, M. M., Riveiro, J. M. S., & Barroso, C. V. (2019). Executive functioning and learning in primary 
school students. Electronic Journal of Research in Educational Psychology, 17(47), 55–80. https://​
doi.​org/​10.​25115/​ejrep.​v17i47.​2031

Wigfield, A., & Eccles, J. S. (2000). Expectancy–value theory of achievement motivation. Contemporary 
Educational Psychology, 25(1), 68–81. https://​doi.​org/​10.​1006/​ceps.​1999.​1015

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

Ylenia Passiatore   is a psychologist and psychotherapist at InMovimento Psychotherapy and Rehabilita-
tion Center. She earned a PhD in “Theory, History and Methods of Education”, and was a research assis-
tant at Roma Tre University. She participated in several European projects. Her research interests relate to 
bilingualism, interethnic attitudes in childhood, effects of contact with nature in childhood.

Sara Costa   earned her PhD from Sapienza University of Rome, where she still conducts research activi-
ties. She is currently a research assistant at the Department of Education at Roma Tre University. Her 
research interests focus on teachers’ implicit attitudes towards ethnic minority students and wellbeing in 
the educational context

Giuseppe Grossi   is a psychologist and psychotherapist. He carries out clinical and research activities and 
provides consultancy in the legal field. He is the head of the InMovimento Psychotherapy and Rehabilita-
tion Center, and member and co-trainer of the developmental age team of the APC/SPC psychotherapy 
school.

Giuseppe Carrus   is a professor of Social Psychology at the Department of Education, Roma Tre Univer-
sity, Italy. He took part in several EU-funded projects (H2020, FP7, Erasmus+). His research interests are 
on people-environment relations, identity process and social inclusion.

Sabine Pirchio   is a professor in Developmental and Educational Psychology at the Department of 
Dynamic and Clinical Psychology, and Health Studies, Sapienza University of Rome. Her research inter-
ests focus on language education, school inclusion and environmental education.

https://doi.org/10.3758/S13421-014-0480-4/TABLES/5
https://doi.org/10.1111/bjep.12160
https://doi.org/10.1016/J.LINDIF.2013.09.003
https://doi.org/10.1177/0149206317702220
https://doi.org/10.25115/ejrep.v17i47.2031
https://doi.org/10.25115/ejrep.v17i47.2031
https://doi.org/10.1006/ceps.1999.1015

	Mathematics self-concept moderates the relation between cognitive functions and mathematical skills in primary school children
	Abstract
	1 Introduction
	2 Working memory and mathematics
	3 Self-concept and mathematics achievement
	4 The relations between cognitive abilities, performance and motivational factors
	5 Aims and hypothesis
	6 Method
	6.1 Procedure
	6.2 Participants
	6.3 Instruments
	6.3.1 Mathematical abilities
	6.3.2 Visuo-spatial working memory
	6.3.3 Math self-concept

	6.4 Statistical analyses

	7 Results
	8 Discussion and conclusions
	Appendix
	Acknowledgements 
	References


