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Chapter 2

Abstract

Academic procrastnaton, i.e. the postponement of study actvites,
is a serious problem among higher educaton students. This quanttatve
study among 238 students focused on the queston of how academic
atributonal style, dispositonal optmism, self-e¥Fcacy, and self-esteem
infuence the academic achievements of frst-year elementary teacher
educaton students, and on the mediatng role of academic procrastnaton.
Academic procrastnaton is understood as a combinaton of the constructs
of lack of motvaton, fear of failure, and dilatory study behavior. The
students completed three diferent questonnaires at three moments in
tme during the academic year. A structural model shows, contrary to
expectatons, that positve self-esteem has a direct negatve infuence
on dilatory study behavior and a direct negatve infuence on academic
achievements. Academic atributonal style and self-e¥Fcacy, through lack
of motvaton and fear of failure, have an indirect infuence on dilatory
study behavior and thus also an indirect efect on academic achievement.
This study highlights the impact of the infuence of intrapersonal factors
and dilatory study behavior on academic achievements. The results
also show that in identfying and developing a remedial interventon
for diminishing academic procrastnaton, it is important to consider
intrapersonal factors in students.
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The infuence of intrapersonal factors

2.1 Introducton

Worldwide, (low) educaton output and the (large) dropout rate of
students in higher educaton are a source of concern (Hovdhaugen,
2009; Schneider, 2010). Each year, many students start a degree course
in higher educaton, but a signifcant porton do not complete their frst
year successfully. Academic achievements remain lower than expected
and a number of students drop out during or at the end of their frst
year in higher educaton This has fnancial consequences for educatonal
insttutons as well as for the students themselves. In additon, lagging
behind in academic achievements and - in the worst case - prematurely
discontnuing a degree course ofen is a personal tragedy for the student.
It is well-known that the majority of students who are unsuccessful in
higher educaton, already struggle in their frst year of the program
(Arulampalam, Naylor, & Smith, 2004; Bruinsma & Jansen, 2009; Schneider,
2010). Hence, research into poor academic achievements and its causes
is of great importance for students, educatonal insttutons, and society
alike.

The purpose of our study was to gain insight into the queston of how
intrapersonal factors of students infuence academic procrastnaton and
academic achievements. The central queston in this study was: How are
the academic achievements of frst-year elementary teacher educaton
(ETE) students infuenced by the intrapersonal factors of academic
atributonal style, dispositonal optmism, self-ef¥cacy and self-esteem,
and what is the mediatng role of academic procrastnaton in this, where
the later is understood as a combinaton of lack of motvaton, fear of
failure, and dilatory study behavior (Schouwenburg, 1994)? Such a study
on the impact of both intrapersonal factors and academic procrastnaton
on academic achievements during the frst year in higher educaton has
not been carried out before.

Academic achievements of frst-year ETE students

In Dutch higher educaton, a distncton is made between research
oriented educaton and higher vocatonal educaton. If a student wants to
become a teacher in primary educaton, he or she has to atend a degree
program at a higher vocatonal college for teacher training. The reason for
the selecton of ETE students in this study, is that the dropout rate among
frst-year ETE students in the Netherlands is higher than the natonal
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dropout rate of frst-year students in higher vocatonal educaton, while at
the same tme it is important for society to have more and beter-trained
elementary school teachers. It is therefore desirable that there are fewer
dropouts in teacher educaton and that student teachers atain optmal
academic achievements. The fgures available on freshmen dropping
out from higher vocatonal educaton in the Netherlands (Vereniging
Hogescholen, 2014) show that in the years 2010-2012 an average of 16.4%
of the students discontnued their degree course in the frst year. For
students at ETE degree programs, this percentage is higher, namely 18.5%.
The internatonal literature on academic achievements, educatonal
success, and educatonal dropout shows that the role of academic
procrastnaton is much researched (McCloskey, 2012; Schouwenburg,
1995; Steel, 2007; Wesley, 1994). Academic procrastnaton has an
Important impact on academic achievements, educatonal success,
and educatonal dropout. Previous research into the role of academic
procrastnaton has primarily been conducted among university students
(outside the Netherlands). We chose frst-year students for this study, as
we expected that afer the frst year a considerable proporton of the
students with academic procrastnaton would have lef (or had been
made to leave) educaton, making them hard to access for research. In
additon, possible interventons in which students learn to regulate their
procrastnaton behavior, would be most efectve for freshmen, making
it important to investgate this group.

Academic procrastnaton

Academic procrastnaton is defned as the repeated postponement of
actvites regardless of the consequences this leads to (Van Eerde, 2003).
Academic procrastnaton can be understood as the diference between
intenton and behavior. The student does not manage to complete study
actvites within an intended tme span, to the efect of under-performance
and low grades at tests and fnal exams (Steel, Brothen, & Wambach,
2001) and an increased risk of dropping out (Wesley, 1994). Students with
academic procrastnaton ofen experience negatve emotons (Lay &
Schouwenburg, 1993). Academic procrastnaton is a widespread problem,
regularly afectng more than 70% of university students (Schouwenburg,
1995). Academic procrastnaton is a ‘modern disease’ and among students
a problem that is probably on the increase (Kachgal, Hansen, & Nuter,
2001), the reasons for which are stll not sufciently understood (Katz,
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Eilot, & Nevo, 2014). It is, however, clear that students today live in a
digital world with mobile phones, iPads, WhatsApp and Facebook and
that they have lots of social contacts. The combinaton of multmedia and
social contacts is easily distractng when students are performing study-
related tasks. We assume that because of this the chance of academic
procrastnaton has increased.

The present study on the infuence of intrapersonal factors on
academic achievements takes into account the mediating role of
academic procrastnaton. Concurrent with Schouwenburg (1994) and
other researchers (Ossebaard, Korthagen, Oost, Stavenga-De Jong, &
Vasalos, 2013; Van Essen, Van den Heuvel, & Ossebaard, 2004), academic
procrastnaton is here considered as a combinaton of lack of motvaton,
fear of failure, and dilatory study behavior. If we were only considering
dilatory study behavior as mediatng construct between intrapersonal
factors and academic achievement, certain (indirect) relatonships might
remain unnotced. The importance of considering mediatng constructs
in research into academic procrastnaton is, for example, supported by
research by Katz et al. (2014), who showed that motvaton has a mediatng
efect on the infuence of self-efcacy on academic procrastnaton.

Self-regulaton

Academic procrastnaton is a prevalent and pernicious form of self-
regulatory failure (Steel, 2007). Self-regulaton is a process through
which the student actvates and maintains certain thoughts, feelings,
and behavior, and uses these for the achievement of personal goals
(Zimmerman & Schunk, 2011). Diferences in self-regulaton among
students contribute signifcantly to diferences in students’ academic
achievements (Zimmerman & Martnez-Pons, 1988). Three diferent
phases in the self-regulaton process can be distnguished when a student
sets himself/herself to a given study actvity (Pintrich & Zusho, 2002;
Schunk & Ertmer, 2000). The frst phase is the phase of forethought and
planning. In this phase the student plans his or her study actvity, while
various thoughts regarding motvaton, values and goals are actve. The
second phase is the phase of monitoring performance and motvaton. In
this phase the student has already started the study actvity and tries to
control his or her motvaton and academic performance. For example,
during the study actvity the student can decide to change his or her
learning strategy because it does not have the desired efect. The third
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phase is the phase afer completng the study actvity. This is the phase
of refecton on performance. During this refecton phase the student
atempts to understand why a certain result occurred and manages his
or her emotons with respect to this result.

In the course of this study we looked at the intrapersonal factors which
have been shown to play an important role in the process of self-regulaton
and/or academic procrastnaton and academic achievements. For this
purpose we chose academic atributonal style (Buchanan & Seligman,
1995), dispositonal optmism (Carver, Scheier, & Segerstrom, 2010), self-
efcacy (Ferrari, Parker, & Ware, 1992; Klassen, Krawchuk, & Rajani, 2008),
and self-esteem (Baumeister, Campbell, Krueger, & Vohs, 2003; Ferrari,
1994). The sources just mentoned examine the infuence of either one
or a combinaton of two of these factors on academic procrastnaton
or academic achievements. Since in practce these factors appear in
combinaton with each other, we are interested in how the combinaton
of factors afect (the sub-variables of) academic procrastnaton and
academic achievements. By examining the infuence of this combinaton of
intrapersonal factors on academic achievements throughout the year and
the role in this of academic procrastnaton (understood as a combinaton
of fear of failure, lack of motvaton, and dilatory study behavior), we fll
a gap in the research literature in this feld.

Within this study we set out to fnd out how these variables, measured
in the frst two periods (out of four) of the frst-year, infuence academic
procrastnaton and the results achieved in that period as well as later
that year. A deeper insight into this phenomenon is important in view of
the ability to ofer the possibility of support to frst-year students with
academic procrastnatng behavior.

We made a choice for intrapersonal factors, with an emphasis
on intrapersonal factors that fall within the self-regulaton phase of
forethought and planning, because that is where academic procrastnaton
becomes manifest frst. The students in this study had embarked on what
for them was a new degree course in which great emphasis is placed on
forethought and planning. Afer the start of the course they sat for exams
only eight weeks later, while the deadline for submi€ng assignments
was 11 weeks afer the start of the course. Afer about 11 weeks, they
got their grades for the exams and three weeks later the results of the
assignments. Compared to the situaton in high school, where students
face much more regular assignments and tests, this is a great diference.
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We expect, therefore, that the long tme span of preparing and taking
exams to submitng assignments and waitng for results partcularly
afects the frst phase of the self-regulaton process. See Table 1 for an
overview of the phases of the self-regulaton process and the variables
relevant within this study.

Table 1
Overview of the Phases of the Self-Regulaton Process During Study Actvites and the Variables
Selected Within this Study

Phase in the Forethought Monitoring of Refecton on academic
self-regulaton and planning performance and performance (study
process motvaton behavior and academic
achievements)
Self-regulaton Planning study Dealing with feelings Explanatons about why
actvity actvites. of doubt, lack of the learning outcome
Motvaton, values motvaton, and was successful or not.
and goals are the inclinaton to
actvated. procrastnate during
the study actvity.
Relevant Dispositonal Academic Academic atributonal
variables optmism, self- procrastnaton (seen style.
within this efcacy, as the combinaton of
study self-esteem. fear of failure, lack of

motvaton, and dilatory
study behavior).

Intrapersonal factors

When it comes to the positve or negatve expectatons that someone
has about upcoming events in his or her life, in other words to being
optmistc or pessimistc about life, the concept of dispositonal optmism
is important. Because optmistc persons see events in a more positve
light, they are beter at dealing with stressful conditons (Jackson, Weiss,
& Lundquist, 2000). Optmistc people have efectve coping mechanisms
in dealing with adversity. Pessimistc people are doubtul about the future
and rely on strategies based on avoidance and escape. If people have
positve expectatons about their future, they see their goals more ofen
as feasible and they persist in achieving those goals. People who are less
optmistc view their goals more ofen as unatainable and they are more
inclined to give up (Peters, Rius Oten-Heim, & Giltay, 2013). Optmism is
associated with higher academic achievements (Carver et al., 2010).

Self-eFcacy is the belief in one’s own ability to perform actvites
required to perform a task successfully (Bandura, 1997). It is about
thinking “I can do it” in relaton to a specifc task. It is also about being
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confdent that one’s actons are responsible for successful outcomes
and the degree of control experienced when facing challenging external
demands. Confdence in one’s abilites has a strong infuence on the choice
of tasks, level of achievements, perseverance, resilience, and the way
one functons (Bandura, 1997). Self-e®¥cacy is strongly correlated with
study success (Ferrari et al., 1992; Tuckman, 1991). Low self-eFcacy is a
predictor of academic procrastnaton (Klassen et al., 2008; Wolters, 2003).
An important queston in this respect is whether self-efcacy has a direct
impact on academic procrastnaton or whether a mediatng construct
intervenes that would explain the infuence of self-efcacy on academic
procrastnaton (Katz, et al., 2014).

Self-esteem refers to how valuable someone experiences himself/
herself as a person in general (Branden, 1994; Rosenberg, 1979). If
someone perceives oneself as valuable, we speak of high self-esteem,
regardless of whether his or her self-evaluaton is supported by other
persons or criteria (Donnellan, Trzesniewksi, & Robins, 2011). Self-esteem
Is an important aspect of one’s social and cognitve development (Berndt,
2002). Self-esteem is considered a predictor of study success (Baumeister
et al., 2003), because students with low self-esteem spend less efort in
performing study actvites and are more inclined to give up. Low self-
esteem is thus a predictor of academic procrastnaton (Ferrari, 1994).

Academic atributonal style refers to the way a student explains
events that take place during his or her study. By atributon, we mean:
‘the causes of outcomes one perceives’ (Boyer, 2006). The assumpton
of the atributonal style approach is that future expectatons are based
on atributons assigned to past events (Boman, Furlong, Shochet, Lilles,
& Jones, 2009; Peters et al., 2013). A student who fails a test can have
various explanatons aferwards. A student with a pessimistc academic
atributonal style will ascribe failing a test to the following internal,
stable, and global explanatons: “I'm just dumb and therefore | didn’t pass,
that’s me, there’s nothing | can do about it.” A student with an optmistc
academic atributonal style will ascribe failing a test to unstable, external,
and specifc causes, thinking for example that “the exam questons were
simply not clear, it was a mater of bad luck.” Some studies show that
students with an optmistc atributonal style are more successful in their
studies (Buchanan & Seligman, 1995; Peterson & Barret, 1987), but other
studies do not show this efect (McKean, 1990; Schulman, 1995). It is
not clear why atributonal style is found to be a predictor of academic
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achievement in some studies, while in others this is not the case (Buchanan
& Seligman, 1995).

Research queston

Many of the above-mentoned studies have taken one or more
intrapersonal factors as infuencing construct(s), analyzing the infuence
of that (those) construct(s) on academic procrastnaton and/or academic
achievements over an entre academic year. Because in practce these
intrapersonal factors occur together, in this study we examine the infuence
of the four above-mentoned intrapersonal factors in connecton. By taking
this combinaton of intrapersonal factors and observing their infuence on
the academic achievements at diferent tmes in the academic year while
considering the mediatng role of academic procrastnaton, this study
contributes to the research knowledge in this feld as well as to practce. In
short: we want to examine how academic atributonal style, dispositonal
optmism, self-efcacy and self-esteem through academic procrastnaton
(understood as a combinaton of lack of motvaton, fear of failure and
dilatory study behavior) infuence academic achievements in the course of
the academic year (see the research queston in the introducton secton).

Our research queston is divided into three sub-questons: (1) What
is the infuence of the intrapersonal factors, academic atributon,
dispositonal optmism, self-e¥cacy and self-esteem of frst-year ETE
students on academic procrastnaton (understood as a combinaton of
lack of motvaton, fear of failure, and dilatory study behavior)? (2) What
is the infuence of academic procrastnaton (understood as a combinaton
of lack of motvaton, fear of failure, and dilatory study behavior) of frst-
year ETE students on academic achievements? (3) What is the internal
structure of academic procrastnaton (the relatonship between lack of
motvaton, fear of failure, and dilatory study behavior)? See Figure 1 for
the conceptual model of the expected relatonships.
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Figure 1. Conceptual Model.

2.2 Method

Partcipants

This quanttatve study included the frst-year students (N = 238, 40
men, 198 women, aged between 16 and 47; average age 18.48 years)
enrolled at the four-year elementary teacher educaton program at a small
Christan teachers’ college with approximately 1,500 students, situated in
the western part of The Netherlands.

Data collecton

Afer receiving permission from the college management board,
guestonnaires for measuring (the sub-variables of) students’ academic
procrastnaton and the intrapersonal factors of academic atributon,
dispositonal optmism, self-efcacy, and self-esteem were distributed
three tmes during the frst two periods of the frst-year year. See Table
2 for a summary of the measuring instruments used and the tmes of
conductng. An academic year at this teacher college is divided into four
terms of nine weeks. A term consists of six weeks of classes, followed by an
examinaton week and then two weeks of internship. In order to prevent
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the students from having to answer too many questons at one tme which
might infuence the outcomes, diferent questonnaires were conducted
on three separate occasions. In our design of the questonnaires we also
took into account whether it was necessary to have actually atended class
and have knowledge of the courses’ content. Because the questonnaires
to measure self-esteem and dispositonal optmism are not specifcally
aimed at experiences during their study, these were conducted frst,
namely in the frst week at an introductory meetng where students met
their new class. And since measuring academic atributonal style involves
asking how students would respond to certain negatve events that may
occur during their studies, some experience with the degree course was
required. The questonnaire on academic atributonal style was therefore
conducted with all students in the same week halfway during period
2, afer a randomly-chosen lecture. Lastly the students completed the
questonnaires for measuring general self-efcacy as well as the sub-
variables of academic procrastnaton, namely lack of motvaton, fear of
failure, and dilatory study behavior. This happened during the frst two
days of the exam week at the end of period 2. When students had fnished
the exam, they all accepted the invitaton to fll in the questonnaire before
leaving the examinaton room. All questonnaires were completed in the
examinaton room, where the students were not allowed to talk to each
other and so could not infuence one another. The role of the teachers
or monitors present was limited to the distributon and collecton of the
guestonnaires.

The variable of academic achievements was determined by the number
of ECTS-credits atained by the student at the reference dates. ECTS
stands for European Credit Transfer System and it is an indicaton of study
load. A full-tme study year at a European bachelor or master’s degree
program is equivalent to 60 ECTS, divided over several study modules. In
the Netherlands, one ECTS represents a study load of 28 hours. The reason
why we chose the number of ECTS-credits is that we think this provides
the most objectve picture of a student’s academic achievements at a
given moment in the academic year. The number of credits obtainable
is proportonally divided over the year, meaning that each student could
have acquired an equal number of credits at the measurement moments.
The number of ECTS-credits earned in periods 1, 2, and 3 were measured
on the last day before the exam period of the relevant period. The number
of ECTS-credits earned by period 4 was measured on the last day of the
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academic year. With the consent of the student, the ECTS-credits were
retrieved from the digital academic achievements monitoring program
named Traject Planner.

At all three measurement moments the respondents were informed
by the writen introducton of the questonnaire that partcipaton was
voluntary. They were also informed about the purpose of the research,
the expected duraton and the procedure, the confdentality and that
data would be processed anonymously. If the student had any questons,
they could contact the frst author of this study.

Measures

The instruments used in this study are existng questonnaires (see
Table 2) which meet the requirements of internal reliability and validity.
When no (good) Dutch version of the questonnaire was available (this
was the case for the AASQ), we translated the English questonnaire
into Dutch. The frst author translated the questonnaire, afer which
this was presented to the other two authors for checking. They in turn
back-translated the questonnaire into English to test the translaton’s
correctness. In consultaton with the frst author, the translaton was
adjusted if necessary. Details about the questonnaires can be found in
the Appendix.

We used the Academic Atributonal Style Questonnaire (AASQ)
developed by Peterson and Barret (1987) to measure students’ academic
atributonal style. We translated the questonnaire into English and
adjusted a number of questons according to the context of the frst-
year program in elementary teacher educaton. The AASQ consists of
12 negatvely formulated statements that refer to situatons students
may experience during their studies. For each statement, four questons
are asked. The frst queston focuses on the cause of the negatve event.
This queston is intended only for the student to refect on a possible
explanaton. The queston does not count in the data processing. On
a seven-point Likert scale (1-7), the student then indicates whether,
according to the student (queston b) the cause of the incident is due
to factors outside him/herself or to factors in him/herself, (Qqueston c)
the cause is permanent or temporary; and (queston d) the cause relates
only to this specifc incident or will occur on more than one occasion. To
determine the academic atributonal style, the scores to questons b, c,
and d are added up.
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Table 2
Overview of Measuring Instruments Used and Time of Conductng

Concept to measure Measures Time of conductng
Self-esteem Dutch version of the Rosenberg Self- At the start of the
Esteem Scale Revised (RSESR) (Franck, De academic year.
Raedt, Barbez, & Rosseel, 2008), o = .86
Dispositonal Dutch Life Orientaton Test Revised (DLOTR) At the start of the
optmism (Ten Klooster et al., 2010), a translaton of academic year.
the LOTR (Scheier, Carver, & Bridges, 1994),
a=.78
Academic Authors’ translaton of the Academic Halfway in period 2.

atributonal style Atributonal Scale Questonnaire (AASQ)
(Peterson & Barret, 1987), a = .84

General English version of the General Self-Efcacy At the end of period 2.
self-efFcacy Scale (GSES) (Teeuw, Schwarzer, & Jerusalem,

1994), o = .85
Academic Academic Procrastnaton State Inventory At the end of period 2.
procrastnaton (APSI) (Schouwenburg, 1994).

Total scale o = .94, sub-scale fear of failure
o = .85, sub-scale lack of motvaton a = .83,
sub-scale dilatory study behavior, a = .91
Academic Number of ECTS-credits earned according to  Last day of the frst,
achievements the digital student tracking system. second and third
period and the last
day of the academic
year.

Note: The displayed a is the original reliability coe¥cient in the above-mentoned literature.

The variable of self-efcacy was measured with the Dutch General Self-
Efcacy Scale. This is a Dutch translaton of the original General Self-Efcacy
Scale developed by Schwarzer and Jerusalem (1995). This questonnaire
measures how someone handles stressors/difcult situatons in his or her
life in general. The respondent is asked to respond to ten statements
(optmistc ‘self-beliefs’) which ask about how the respondent thinks and
acts in general. On a four-point Likert scale from completely wrong (1)
to fully correct (4) respondents indicate to what extent the statement is
applicable to them at that moment.

In order to determine the degree of dispositonal optmism, the Dutch
Life Orientaton Test Revised (DLOTR) (Klooster et al., 2010) was used.
This is a Dutch translaton of the English Life Orientaton Test Revised
(Scheier et al., 1994). Dispositonal optmism is measured by asking the
respondents whether they have positve or negatve expectatons about
their future. The questonnaire consists of ten questons. The questons
are scored on a fve-point Likert scale from completely disagree (0) to
fully agree (4).
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The variable self-esteem is measured with the Dutch translaton of
the Rosenberg Self-Esteem Scale Revised (RSESR) (Franck et al., 2008),
which focuses on positve or negatve perceptons about oneself. The
Rosenberg Self-Esteem questonnaire consists of fve negatvely posed
and fve positvely posed items, to be scored on a four-point Likert scale
from strongly disagree (1) to fully agree (4).

The degree of academic procrastnaton is measured with the original
Dutch questonnaire Academic Procrastnaton State Inventory (APSI)
(Schouwenburg, 1994). The total score of the APSI is obtained by summing
the scores for the three sub-scales: lack of motvaton, fear of failure,
and dilatory study behavior. By means of 31 items the student is asked
about his or her study behavior during the week prior to completng the
guestonnaire. Each item begins with the queston “How ofen did you ...
last week?” On a fve point Likert scale from never (1) to always (5) the
student indicates his or her assessment of how ofen something happened.

Analysis

A confrmatory factor analysis confrmed the structure of these scales
and of the three subscales of the APSI, with a p-value < .001 for the
standardized factor loads of virtually all items of all scales. The AASQ
proved to consist of three reliable sub-scales, one for each collecton of
b-, c-, and d-items respectvely. Of the 36 items in the four sub-scales,
32 had a loading with a p-value of <.001 on its sub-scale. The data from
the AASQ, GSES, DLOTR, RSESR and APSI questonnaires and the ECTS-
credits obtained were analyzed in Mplus version 7. A structural model
was set up with the achieved ECTS-credits during the four periods as
dependent variables; academic atributonal style, dispositonal optmism,
self-eFcacy, and self-esteem as independent variables; and the three
sub-scales of the APSI (fear of failure, lack of motvaton, and dilatory
study behavior) as mediatng variables. Possible correlatons between the
dependent variables were included in the model. Correlatons between
independent variables were not included in the model, as the group
we examined was not large enough for such a complex model. Non-
signifcant regression coeFcients were removed one by one. In additon,
Modifcaton Indices given in Mplus were used for adaptng the model.
Adaptng the model was seen as an improvement if as a result the Akaike’s
Informaton Criterion (AIC) decreased by at least two points (Akaike, 1974).
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2.3 Results

Descriptve data

238 students completed one or more questonnaires. The average
response rate was 90% (response rate to T1: 96%; to T2: 86%; to T3:
89%). In the case of 75 of the 238 respondents (32%), one or more of
the questonnaire’s items were missing. Altogether 14.8% of the scores
were missing. The missing scores were imputed by using informaton from
all other questonnaires in SPSS version 20, according to the method of
multple imputaton. Altogether, 20 imputaton sets were created. The
reliabilites calculated by SPSS (standardized Cronbach’s alpha’s) of
the questonnaires AASQ (o = .78), GSES (a = .75), RSES (a = .82), APSI
(a=.93), as well as those of the sub-variables of the APSI questonnaire,
namely fear of failure (a = .86), lack of motvaton (a = .79), and dilatory
study behavior (0 = .93) were acceptable to excellent. The reliability of
the DLOTR questonnaire turned out to be low (o = .62). See Table 3 for
the descriptve statstcs of the conducted questonnaires and academic
achievements. See Table 4 for a summary of the correlatons among the
various variables.

Table 3

Descriptve Statstcs of the Conducted Questonnaires and Academic Achievements
Variable name M SD Min Max
Academic atributonal style 153.06 19.54 95.00 207.00
General self-efFcacy 28.03 3.56 17.00 37.00
Dispositonal optmism 15.00 2.84 6.00 24.00
Self-esteem 20.00 3.22 11.00 29.00
Academic procrastnaton:
Fear of failure 26.37 7.63 10.00 47.00
Academic procrastnaton:
Lack of motvaton 16.82 4.54 8.00 30.00
Academic procrastnaton:
Dilatory study behavior 38.20 11.47 18.00 71.00
Academic achievements in period 1 4.01 2.72 0.00 11.50
Academic achievements in period 2 11.70 5.99 0.00 24.75
Academic achievements in period 3 22.41 11.43 0.00 48.00
Academic achievements in period 4 40.84 20.38 0.00 60.00
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Answering the research queston

The infuence of the intrapersonal factors on the sub-variables of academic
procrastnaton

In respect of the infuence of the intrapersonal factors on the sub-
variables of academic procrastnaton (fear of failure, lack of motvaton,
and dilatory study behavior), we see that academic atributonal style
has a positve infuence on fear of failure (b = 0.06, p =.016, = .14) and
lack of motvaton (b = 0.07, p <.001, B =.27). The infuence of academic
atributonal style on lack of motvaton is, in comparison with the impact
on fear of failure, the strongest. With self-efcacy we see a negatve
infuence on both fear of failure (b = -1.17, p < .001, = -.57) and lack of
motvaton (b =-0.23, p =.003, } =-.19), with the impact on fear of failure
being the strongest. Self-esteem, as the only intrapersonal factor, has
a direct impact on dilatory study behavior (b = 0.40, p = .038, § = .13).
Dispositonal optmism has no infuence on any of the variables.

Infuence of the sub-variables of academic procrastnaton on academic
achievements

With regard to the sub-variables of academic procrastnaton we see
that only dilatory study behavior has negatve impact on the academic
achievements of each academic period. Up to period 3 the impact of
dilatory study behavior increases. In period 4 it has less infuence. (Period
1:b=-0.07, p<.001, B =-.26; Period 2: b =-0.20, p <.001, 3 = -.36; Period
3: b =-0.44, p < .001, B = -.42; Period 4: b = -0.70, p < .001, B = -.38).
The infuence of fear of failure and lack of motvaton on academic
achievements is indirect via dilatory study behavior.

The internal structure of academic procrastnaton, the relatonships
between lack of motvaton, fear of failure, and dilatory study behavior

Looking at the mutual relatonships of the sub-scales fear of failure, lack
of motvaton, and dilatory study behavior on the total scale of academic
procrastnaton, we see that both fear of failure and lack of motvaton
infuence dilatory study behavior. The impact of lack of motvaton
(b =1.39, p <.001, B =.56) is the highest in comparison to the impact
of fear of failure (b = 0.30, p = .001, B = .21). See Figure 2 for the fnal
structural model.
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2.4 Discussion

This study reports the infuences on academic achievements of the
intrapersonal factors of academic attributional style, dispositional
optimism, self-efficacy, and self-esteem of first-year students in
Elementary Teaching Educaton (ETE). The mediatng role of academic
procrastnaton (understood as a combinaton of a lack of motvaton, fear
of failure, and dilatory study behavior) is also analyzed.

The infuence of the intrapersonal factors on (the sub-variables of)
academic procrastnaton

The results of this study show that the intrapersonal factors of academic
atributonal style and self-ef¥cacy have, through fear of failure and lack
of motvaton, an indirect infuence on students’ dilatory study behavior.
Regarding academic atributonal style we can conclude that students
with a pessimistc academic atributonal style experience more fear of
failure and lack of motvaton, which increases the chance of dilatory study
behavior. The mediatng functon of fear of failure can be explained from
the perspectve of atributonal styles (Buchanan & Seligman, 1995). Based
on the literature on academic atributonal styles, we expect that students,
through their pessimistc academic atributonal style, blame themselves
for the negatve event of unsuccessful or failing study actvites at that
tme and in the future. In their percepton the cause is of stable nature
and this cause will have an infuence on multple events during the course
of studies in the future. To avoid these feelings of fear and uncertainty,
study actvites are avoided and academic procrastnaton becomes a fact.
It is noteworthy that we were able to obtain these results despite the
fact that our confrmatory factor analysis showed that for our random
sample the three sub-scales of the AASQ-questonnaire did not form a
single scale together.

The reason for lack of motvaton as a mediatng construct between
academic atributonal style and dilatory study behavior may, here too,
be found in the pessimistc academic atributonal style of the student
when explaining negatve events during his or her studies. The negatve
study event, such as the failure of achievement at an examinaton, is in
the mind of the student to be blamed on himself/herself and can hardly
be infuenced. This has the consequence that the student will take litle
efort to change this, convinced that he or she just cannot do it, thus
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putng control over academic achievements beyond himself/herself.
In the mind of the student therefore, study actvites make litle sense.
According to Lay (1992) it can be safer for a student with lack of motvaton
not to embark on the study tasks, so that being in arrears in academic
achievements can be atributed to lack of motvaton rather than to lack
of intellect. A relevant queston is what causes lack of motvaton. Causes
may be negatve events such as disappointng academic achievements or
low self-eFcacy. However, from the perspectve of the theory of academic
atributonal style, such causes can only play a role in the course of the
year, because academic experiences frst have to occur. At the start of
the degree, therefore, lack of intrinsic motvaton could play a role. The
queston then is whether the student is genuinely motvated to take
the degree and become a teacher, thereby recognizing the value and
importance of all tasks and tests. It may also be of importance whether
the choice for teacher educaton originates from an ideal of the student
(for example: “I want to become a teacher in order to be able to do
something for children”) or whether this choice is less artculate (e.g.: “The
degree course seems nice”). The role of intrinsic motvaton and ideals in
academic procrastnaton could be further explored in future research.

With regard to self-efcacy, the impact on dilatory study behavior
is mediated by the constructs of fear of failure and lack of motvaton.
This means that students with positve self-e®cacy show less fear of
failure and lack of motvaton and thus have a lower risk of dilatory study
behavior. The explanaton for this is that they are less likely to defer or
give up study actvites, because they believe in themselves and their own
abilites to successfully perform these actvites. According to Bandura
(1997) they have more resilience and perseverance in difcult (study)
situatons. Students with lower self-e¥cacy will tend to have thoughts
of fear of failure prior to and during the executon of study tasks. They
believe less in their own capabilites, enhancing negatve thoughts such as
“l can’t do it” or “I won’t succeed”, which may in turn have impact on lack
of motvaton and/or fear of failure. As a result, academic procrastnaton
is more likely to occur. The mediatng role of fear of failure and lack of
motvaton in the relatonship between self-e®cacy and dilatory study
behavior corresponds with research by Katz et al. (2014). They showed
that motvaton, in additon to a direct efect of self-e¥Fcacy on academic
procrastnaton, has a mediatng efect on the relatonship between self-
efcacy and academic procrastnaton.
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Dispositonal optmism was shown to have no infuence on the sub-
variables of academic procrastnaton and/or academic achievements in
our study. This is in contrast to previous research (Carver et al., 2010)
where dispositonal optmism was found to have a positve infuence on
academic achievements. Despite the fact that the DLOTR questonnaire as
used in earlier research was found to be a valid and reliable measurement
tool (Ten Klooster et al., 2010), the present research found the reliability of
the DLOTR questonnaire for measuring dispositonal optmism to be low
(a=.62). This means that in this study dispositonal optmism is measured
with insufFcient precision for the determinaton of efects.

We see that self-esteem is the only intrapersonal factor with direct
impact on dilatory study behavior. This is interestng, because it means
that the more positvely the student perceives himself/herself, the higher
the risk he or she runs of dilatory study behavior. This is a surprising fnding
because other research (Steel, 2007) shows that students with high self-
esteem sufer less from academic procrastnaton. Positve self-esteem
means that the student perceives himself/herself as valuable, respectng
and acceptng himself/herself. So it was to be expected that students with
low self-esteem are more likely to show actual academic procrastnaton,
because they value themselves negatively, rejecting and despising
themselves, which causes them to exert less efort and to give up earlier
(Baumeister et al., 2003). With students who experience positve self-
esteem, the infuence of self-esteem on dilatory study behavior is possibly
exerted directly, diferent from the infuence of academic atributonal
style and self-efcacy. Fear of failure and lack of motvaton then have no
mediatng role in this. An explanaton for this infuence of self-esteem on
dilatory study behavior could be that students with positve self-esteem
have more social contacts (Berndt, 2002) and spend a lot of tme on them,
which leaves less tme for study actvites. Another possible explanaton
is that students with high self-esteem want to maintain their self-esteem
when facing difcult situatons, and thus tend to avoid such situatons
(Lupien, Seery, & Almonte, 2010; Strunk & Steele, 2011). This avoidance
strategy is called self-handicapping.

Infuences on academic achievements

The infuence of academic atributonal style on academic achievements
works indirectly through fear of failure and lack of motvaton. Both these
factors afect actual academic procrastnaton. The mediatng efect of
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fear of failure and lack of motvaton through dilatory study behavior on
academic achievements could be a possible explanaton for the fndings of
previous research (Buchanan & Seligman, 1995) showing that atributonal
style is no direct predictor of academic achievements.

In our study, both self-efcacy and self-esteem were found to have
direct efect on academic achievements in three of the four periods
studied. Here too, self-esteem has a negatve efect. In other words: the
more positvely students perceive themselves, the lower their academic
achievements. We can conclude that self-esteem both in the case of
indirect efect through dilatory study behavior and a direct efect on
academic achievements, has a major impact on academic achievements.
Contnued research on the negatve infuence of high self-esteem on
dilatory study behavior and on academic achievements may shed more
light on the results of the present study. For dilatory study behavior,
we can observe a direct infuence on academic achievements, for each
period. Based on the explained variance of academic achievements, all
intrapersonal factors and sub-variables of academic procrastnaton have
the least infuence at the start of the academic year. The low explained
variance of 11% at the start of the year may indicate that this is a period
in which the students have to get used to the degree course and the
state of afairs in the program. Afer this acclimatzaton period, the
explained variance for academic achievements doubles, with intrapersonal
factors and academic procrastnaton becoming decisive for academic
achievements.

Limitatons

This study has a number of limitatons. The frst limitaton is that the
intrapersonal factors and (the sub-variables of) academic procrastnaton
are measured at diferent tmes during the frst half of the academic year.
Our study does not clearly indicate whether academic achievements
conversely infuence (the sub-variables of) academic procrastnaton and/
or intrapersonal factors. Further research could examine how academic
atributonal style, dispositonal optmism, self-efcacy, self-esteem, and
(the sub-variables of) academic procrastnaton modulate in the course of
the academic year in conjuncton with changes in academic achievements.
The model in Figure 2 shows that the infuence of procrastnaton at the
start of the year explains as much as a quarter of the variance in academic
achievements for periods 2-4. If academic atributonal style, dispositonal
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optmism, self-eFcacy, self-esteem, and (the sub-variables of) academic
procrastnaton substantally change during the academic year, one would
expect that the efect on study achievements of the relevant scores at the
start decreases in the course of the academic year. However, this does not
seem to be the case. In additon, there is the queston of how the variables
studied here, develop in the following years of the degree course. Follow-
up mult-year research may provide further answers.

A second limitation is that we have examined a small number
of intrapersonal factors. It is likely that a diferent combinaton of
intrapersonal factors provides additonal insight in the infuence of these
factors on academic procrastnaton and academic achievements.

A third limitaton is that this research is carried out on students at
an elementary teacher educaton program, of whom most are women.
Possibly the results cannot be generalized to students at other degree
courses. Therefore, follow-up research among students taking other
degree courses in higher educaton is important.

Relevance for research

The present study has relevance for research since it concerns the
combination of intrapersonal factors of academic procrastination
(understood as a combinaton of fear of failure, lack of motvaton, and
dilatory study behavior) and academic achievements for various periods
throughout the frst-year year within higher (vocatonal) educaton. Such
research with the combinaton these variables has not been performed
before. Our research is in line with the approach in the 1980s and 1990s,
when much research was done on academic procrastnaton. Our study
flls in a gap in the research which currently emphasizes organizatonal
measures and is less focused on interpersonal factors in the student.
Our research shows that a psychological focus yields more insight into
the queston of how students’ academic behavior and performance are
determined.

It is also important that our study analyzed the size of the impact
of intrapersonal factors and academic procrastnaton (understood as
a combinaton of fear of failure, lack of motvaton, and dilatory study
behavior) on academic achievements, thereby highlightng the importance
of intrapersonal factors. Our study reveals that when researching the
infuence of intrapersonal factors on academic procrastnaton, the
functoning of mediatng constructs should be taken into account and the
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interacton of constructs should receive more atenton. The infuence of
the intrapersonal factors of academic atributonal style and self-efcacy
on dilatory study behavior can only be observed through the mediatng
functon of fear of failure and lack of motvaton. The importance of
mediatng constructs also applies to obtaining an understanding of the
infuence of academic procrastnaton on academic achievements. We
showed that only dilatory study behavior has a direct impact on academic
achievements.

Our study underlines that academic procrastnaton is no standalone
phenomenon, but the result of the infuence of the intrapersonal factors
of academic atributonal style and self-e®cacy, which lead to fear of
failure and lack of motvaton. Fear of failure and lack of motvaton can
therefore be considered as important causes of dilatory study behavior.
The process of direct negatve impact of self-esteem on dilatory study
behavior has not become clear from this research. Follow-up research
into one or more of the mediatng constructs seems needed.

The present study is also relevant for research because it shows the
impact on academic achievements of intrapersonal factors as well as
dilatory study behavior in the course of the academic year. The start of
the year seems to be a kind of habituaton phase, but over tme more
than 20% of the academic achievements are afected by intrapersonal
factors like atributonal style, academic self-e¥cacy, and self-esteem and/
or academic procrastnaton.

Practcal relevance

This research has practcal relevance because educatonal dropout in
higher vocatonal educaton is an important issue, in partcular for teacher
educaton, as discontnuaton in this area is relatvely high in comparison
to other sectors in higher educaton. This study showed that if educatonal
insttutons wish to infuence academic achievements, an early approach
aimed at the intrapersonal factors and the sub-variables of academic
procrastnaton may be important. The explained variance of 36% in the
case of fear of failure shows that academic atributonal style and self-
efcacy strongly infuence fear of failure. Hence, it seems important that
students learn how they can deal with these factors. If students are more
in control and beter aware of themselves, we expect a positve efect
on the intrapersonal factors and thereby also on the students’ academic
behavior. This can only be done by a person-centered approach in a settng
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in which the student feels safe and is challenged to refect on his or her
(negatve) thought paterns and learns how to deal with them. Future
research into the efect of such an approach seems of great importance,
especially considering the high costs ofen involved in obtaining a degree.
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Appendix

Questonnaire on academic atributonal style

The Academic Attributional Style Questionnaire consists of 12
negatvely formulated statements that refer to situatons that students
may experience during their studies. Sample questons for situaton 2 (You
fail an examinaton): queston 2a: Write down what was, in your opinion,
the major cause; queston 2b: Is the cause of this due to something about
you or something about other people or circumstances? On a seven-point
Likert scale (1 = totally due to others or circumstances, 7 = totally due
to myself), the respondent indicates where he or she locates the cause.
Queston 2c is: In the future, will this cause again be present? On a seven-
point Likert scale (1 = will never be present, 7 = will always be present), the
respondent indicates whether the cause is expected to be present in the
future. Queston 2d is: Is this cause something that afects just this type
of situaton, or does it also infuence other areas of your life? On a seven-
point Likert scale (1 = only this situaton, 7 = all situatons), the respondent
indicates whether the cause infuences other situatons.

Self-efFcacy questonnaire

The Dutch General Self-Efcacy Scale consists of 10 statements
(optmistc ‘self-beliefs’). Sample questons: Queston 1: | can always
manage to solve difcult problems if | try hard enough. Queston 3: It is
easy for me to stck to my aims and accomplish my goals. On a four-point
Likert scale from not all true (1) to fully true (4), the respondent indicates
to what extent the statement is applicable to him or her at that tme.

Dispositonal optmism questonnaire

The Dutch Life Orientaton Test Revised consists of 10 questons.
The respondent is asked whether he or she has positve or negatve
expectatons about the future. Three questons are formulated in a
positve way, three in a negatve way, and four questons are so-called
“Fller’ items, which to some extent hide the purpose of the test from
the respondent. The questons asked in a negatve manner are mirrored
during the processing of the results. The fller items are not used during
the processing of the data. Sample questons: Queston 4: | am always
optmistc about my future. Queston 7: | hardly ever expect things to
go my way. On a fve-point Likert scale from strongly disagree (0) to
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strongly agree (4), the respondent indicates to what extent the statement
is applicable to him or her.

Self-esteem questonnaire

The Rosenberg Self-Esteem Scale consists of fve questons asked in
a negatve manner and fve questons asked in a positve manner. The
guestons asked in a negatve manner are mirrored during the processing
of the results. Sample questons: Queston 1: On the whole, | am satsfed
with myself. Queston 2: At tmes | think | am no good at all. On a four-
point Likert scale from strongly disagree (1) to strongly agree (4), the
respondent indicates to what extent the statement is applicable to him
or her.

Academic procrastnaton questonnaire

By means of 31 items, the Dutch Academic Procrastnaton State
Inventory (APSI) asks the student about his or her academic behavior
during the week prior to flling in the questonnaire. Each item begins with
the queston “How ofen did you ... last week?” On a fve-point Likert scale
from never (1) to always (5) the student gives his or her assessment of
how ofen something happened. The 15 questons of the procrastnaton
subscale measure dilatory study behavior. Sample questons: Queston
2: How ofen during last week did you not study the material that you
had planned to study? Queston 25: How ofen during last week did you
do so many other things that you had too litle tme lef for your studies?
The 10 questons on the fear of failure subscale are aimed at emotons.
Sample questons: Queston 5: How ofen during last week did you have
a sense of panic during your studies? Queston 27: How ofen during last
week did you feel tense during your studies? The seven questons on the
lack of motvaton subscale are aimed at motvaton. Sample questons:
Queston 10: How ofen during last week did you have a sense that you
dislike the subject? Queston 22: How ofen during last week would you
rather have done something else than study? The total score of academic
procrastnaton is obtained by adding up the scores for the sub-scales lack
of motvaton, fear of failure and dilatory study behavior.

59



