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CHAPTER 1:  INTRODUCTION 

1.1. Background of the Study 

Research evidences indicate that factors that influence academic achievement span across 

cognitive and non-cognitive domains. Numerous studies have identified cognitive 

abilities such as previous academic performance and standardized test scores as a valid 

predictor of academic success at various levels of education (Adebayo, 2008; Parker et 

al., 2004; Schmitt et al., 2009). For example, Komarraju et al. (2013) reported that 13% 

and 11% of the variance in college GPA was explained by standardized test scores and 

high school performance respectively. Naderi et al. (2010) also found correlation of (r = 

0.50 to 0.70) between intelligence score and academic achievement.  

However, other studies have shown that the predictive power of cognitive variables 

considerably drops as students proceed to higher levels of education (Parker et al., 2004; 

Rulida et al., 2024; Tikhomirova et al., 2020). For example, Anastasia as cited in 

Ackerman et al. (2011) indicated that the correlations between intelligence and academic 

achievement decline from r = .70 in elementary school to r = .50 in secondary school and 

to r = .40 in college. In their meta- analysis studies, Richardson et al. (2012) found a 

correlation of .21 between cognitive ability and academic achievement across 35 studies 

among university students. Other studies have reported a maximum correlation of r = 

0.50, indicating that the predictive power of cognitive ability has never exceeded  25% 

(Bergold & Steinmayr, 2018; Rohde & Thompson, 2007). Research findings suggest that 

students may need other factors along with cognitive abilities to succeed and thrive 
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students with higher level of emotional intelligence tend to show lower procrastination 

tendencies, whereas lower levels of EI are linked to higher levels of passive 

procrastination (Rumahlewang & Latar, 2020; Klassen et al., 2008). 

On the other hand, active procrastination is considered as an adaptive and productive 

coping strategy and a motivational resource (Zohar et al., 2019). Active procrastinators 

are more aware of their own emotions and those of others, and are better able to manage 

themselves and avoid distress. They also tend to be more goal-oriented, responsible, 

resourceful, and self-accepting (Zohar et al., 2019). 

Active procrastinators are more similar to non-procrastinators in terms of purposful use 

of time, control of time, self-efficacy belief, coping styles, and academic performance 

(Chu & Choi, 2005). Active procrastination can be viewed as a planned, purposeful time 

and self-management strategy (Zohar et al., 2019).  Schraw et al. (2007) stated that 

working within tightly controlled time limits fosters concentrated effort and eliminates 

distractions. They also indicated that working in short intervals enhances motivation, 

makes boring academic tasks more engaging and challenging, and promotes a sustained 

state of flow.  

Emotional intelligence may contribute to active procrastination while reducing the effect 

of passive procrastination (Zohar et al., 2019). Students with high EI are more likely to 

approach tasks with confidence, are better at stress management, and are more likely to 

perform better academically (Villegas-Puyod et al., 2021). Conversely, students with low 

EI may struggle with self-regulation and engage in passive procrastination, which leads 

to poor learning outcomes (Chua et al., 2025). Students with high procrastination 
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students are motivated to avoid demonstrating incompetence to others and to prevent 

performing poorer than others (Darnon et al., 2022).  

Several studies have investigated the relationship between goal orientation and academic 

achievement. However, the empirical evidence regarding this relationship seems less 

clear. For example, while some researchers have reported a positive association between 

mastery approach goals and academic achievement ( Chen & Wong, 2014; Dinger et al., 

2013; Frumos et al., 2024; Li et al., 2021), others have failed to identify mastery 

approach goals as a significant predictor of academic performance (Neroni et al., 2018). 

Similarly, mixed findings have emerged regarding performance-approach goal 

orientation: some studies found a positive associations between performance-approach 

goals and academic achievement (Darnon et al., 2022; Neroni et al., 2018; Dinger et al., 

2013), while others found no correlation (King & Mcinerney, 2014) or negative 

association between these two variables  (Hsieh & Sullivan, 2007; Luo et al., 2013)  

Moreover, although performance-avoidance goals are generally regarded as negative 

predictors of achievement (Dinger et al., 2013; Luo et al., 2013; Neroni et al., 

2018),recent studies have revealed that these goals were positively and significantly 

related to academic achievement (Frumos et al., 2024). 

Such inconsistent results may be attributed to the presence of potential mediator and 

moderator variables between goal orientation and academic achievement (Darnon et al., 

2022; Frumos et al., 2024; Honicke et al., 2019; Yperen et al., 2014). In particular, the 

specific mechanism through which goal orientation influences academic achievement is 
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not always straightforward; instead, there may be other intervening variables between 

goal orientation and academic achievement (Dull et al., 2015).  

For example, Dupeyrat and Mariné (2005) demonstrated that mastery goals had a positive 

influence on academic achievement through deep cognitive engagement and effort 

expenditure. Greene and Miller  (1996) in their study reported that mastery goals 

influenced meaningful cognitive engagement. Similarly, Harackiewicz et al. (2000) 

demonstrate that mastery-approach orientation has been linked to several adaptive 

learning behaviors, such as task engagement, and deep processing of course material, 

which are supposed to enhance academic performance. Students with mastery goals 

engage longer and work harder in academic tasks (Mih et al., 2015). That is, students 

who strongly adopted mastery-approach goals were more involved and engaged in their 

academic task, which subsequently led to higher academic achievement among primary 

school students (Putwain et al., 2018). 

Moreover, because students with a mastery goal orientation are more intrinsically 

motivated to learn, they are less likely to engage in maladaptive behaviors such as 

academic procrastination (Dehghani et al., 2024; Howell & Watson, 2007). Individuals 

with mastery-approach goals consider effort as the most important means to achieve 

success and exhibit high self-regulation (Dehghani et al., 2024). Thus, any factor 

facilitating self-regulation reduces procrastination (Klassen et al., 2008). Therefore, it is 

important to encourage students to adopt mastery approach goal orientations to decrease 

the negative effect of academic procrastination on academic performance (Dikmen & 

Bahadir, 2021). 
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Performance-approach goals have been associated with both positive and negative 

outcomes. For example, performance-approach oriented students strive more to 

outperform their counterparts (Bipp & van Dam, 2014; Elliot & McGregor, 2001). They 

will work hard and put a lot of effort into academic activities to surpass their peers 

(Dehghani et al., 2024; Pintrich et al., 2000). Performance approach goals positively 

predicted adaptive learning variables, such as use of deep cognitive strategies (Barzegar, 

2012), academic engagement (Dehghani et al., 2024; Putwain et al.,2018), and graded 

performance (Barzegar, 2012; Elliot et al., 1999; Gonida et al., 2009). In other studies, 

performance approach goal orientations are linked with maladaptive learning behaviors, 

such as preference for less challenging tasks, using more surface-level processing 

strategies, and giving up when faced with difficulty, which adversely affect academic 

achievement (Barzegar et al., 2012; Wolters, 2003). 

Conversely, performance-avoidance goals have been correlated with a host of negative 

outcomes such as disorganized and surface-level processing strategies (Howell & 

Watson, 2007; Wang et al., 2017), effort withdrawal (Gonida et al., 2009), and  reduced 

learning engagement (Wang et al., 2017), and more procrastination behaviors (Dikmen & 

Bahadir, 2021; Howell & Watson, 2007).  

From the aforementioned empirical evidence, it appears that the relationship between 

goal orientation and academic achievement depends on other intervening variables.  

Therefore, it is plausible to examine the mediating role of academic engagement (Dikmen 

& Bahadir, 2021; Putwaina et al., 2018) and the moderating role of academic 

procrastination (Dikmen & Bahadir, 2021) in the relationship between goal orientation 

and academic performance. 
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achievement and have also reported inconsistent results. For example, Barzegar (2012) 

reported that performance-avoidance goals negatively predicted academic achievement. 

In contrast, Keys et al. (2012) reported that performance-avoidance goal orientations did 

not significantly predict academic achievement. Li et al. (2021) found a negative 

correlation between performance avoidance goal orientation and academic performance. 

However, contradicting these findings, Frumos et al. (2024) reported a positive and 

significant relationship between performance avoidance and academic achievement. 

On the other hand, some researchers have argued that goal orientations as a motivational 

variable may not directly predict academic achievement; their effect are often influenced 

by other motivational and engagement-related factors (Gonida et al., 2009; Frumos et al., 

2024; Mih et al., 2015). For example, students with mastery goals engage longer and 

work harder in academic tasks (Mih et al., 2015). Similarly, Dupeyrat and Mariné (2005) 

demonstrated that mastery goals positively influenced academic achievement by 

mediating effort expenditure. Furthermore, Gonida et al. (2009) indicated that students 

with mastery goals develop behaviours such as spending more time on a task, preferring 

challenging tasks, persisting in the face of difficulties, and greater effort expenditure. 

Students pursuing these goals, due to their high level of academic engagement, perform 

well in exams and assignments, assessing at a deeper level of understanding of the 

material (Midgley et al., 2001). In contrast, students with performance avoidance tend to 

display work avoidance and effort withdrawal behaviours, which are negatively 

associated with graded performance (Gonida et al., 2009). Therefore, investigating the 

underlying mechanism by which goal orientation influences academic achievement 

remains worthwhile.  
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 Procrastination is also another outcome variable that may be associated with 

motivational factors such as goal orientation in the academic domain (Cao, 2012). 

Students who reported higher levels of procrastination were less likely to adopt mastery-

approach goals and use metacognitive strategies (Corkin et al., 2011). Conversely, 

students who are less likely to procrastinate endorsed a strong mastery goal orientation 

and are more likely to achieve academically (Van Eerde & Klingsieck, 2018). On the 

other hand, students who are more likely to procrastinate tend to avoid putting forth effort 

on their academic tasks, which consequently affects their graded performance (Howell & 

Buro, 2009). 

Research suggests that mastery and performance goals are negatively correlated with 

procrastination, as they promote effective self-regulation, while performance-avoidance 

goals are positively linked to procrastination, as they involve self-regulatory processes 

that are incompatible with task engagement and academic achievement (Afrashteh & 

JanJani, 2024).  

Moreover, goal orientations as motivational factors also differ between passive and active 

procrastinators (Corkin et al., 2011). For instance, mastery-approach goals positively 

predict non-procrastination behavior, while performance avoidance goals and 

performance approach goal orientation positively predict passive procrastination and 

active procrastination, respectively (Morale, 2021). Mastery-approach goal orientation is 

also found as a negative predictor of both passive and active procrastination (Corkin et 

al., 2011; Howell & Buro, 2009; Howell & Watson, 2007). That is, both passive and 

active procrastinators are not primarily motivated by the desire to enhance their 

knowledge. According to Corkin et al. (2011), students who actively delayed were less 
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its correlation with academic performance. But the investigations of goal orientation in 

relation to academic engagement, academic procrastination, and academic achievement 

are very scanty. Therefore, the present study is designed to investigate the relationship 

between goal orientation, academic engagement, procrastination, and academic 

achievement among first-year undergraduate University students. 

1.3. Research Objectives  

The major aim of the study was to investigate the mediating role of academic engagement 

and the moderating role of academic procrastination in the relationship between Trait EI 

and academic achievement and between goal orientation and academic achievement 

among first- year undergraduate university students.  

More specifically, this study was conducted to:   

1. Examine the role of Trait EI (self-control, sociability, well-being and 

emotionality), goal orientation (mastery, performance-approach and performance-

avoidance) and academic engagement on academic achievement of first year 

undergraduate university students?   

2. Examine the role of Trait EI (self-control, sociability, well-being and 

emotionality) and goal orientation (mastery, performance-approach and 

performance-avoidance) on academic engagement of first year undergraduate 

university students?   

3. Examine the mediating role of academic engagement in the relationship between 

Trait EI (self-control, sociability, well-being and emotionality) and academic 

achievement of first-year undergraduate university students.  
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of this study, higher education institutions can create intervention programs such as 

workshops, seminars, and training sessions, to help students develop their emotional 

intelligence, thereby improving their academic performance.  

Furthermore, this study will contribute to the existing body of literature by examining the 

mediating role of academic engagement and the moderating role of procrastination in the 

relationship between emotional intelligence and academic achievement, as well as 

between goal orientation and academic achievement. Finally, the results of this study will 

provide some directions for future research in the area.  
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The Trait Emotional Intelligence model developed by Petrides et al. (2004) was adopted 

for this study, recognizing the importance of trait EI competencies in supporting learning, 

particularly during students' transitions into unfamiliar learning environments of higher 

education (Saklofske et al., 2012; Zhoc et al., 2018). 

2.3. Achievement Goals 

2.3.1. The Concept of Motivation 

Motivation involves the processes that energize, direct, and sustain behavior (Santrock, 

2018). The motivational process is described in several ways according to various 

psychological views. For instance, the behavioral viewpoint focuses a lot of emphasis on 

determining a student's motivation by employing rewards and punishments that come 

from outside sources. The desire for affiliation with or relatedness to others is strongly 

stressed in social perspectives on motivation. According to the cognitive viewpoint, 

students' motivation is governed by their thoughts (Santrock, 2018). 

Recent motivational theories place more emphasis on social-cognitive perspectives. For 

example, Gredler (2009) identified three main approaches to conceptualize achievement-

related motivation. The first one is expectance- value theory that link achievement- 

related behavior to individual expectancy and value perception. Individuals are more 

likely to engage in a certain achievement task when they have high expectations for 

themselves and the task has some value to them. The motivation of students to engage in 

achievement-related behaviors is significantly influenced by their expectations of success 

and by the value they place on the task (Eccles & Wigfield, 2002). When students believe 

that learning or performance is important, they are motivated to do so (Schunk, 2012). 
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2.3.3. Models of Achievement Goal Theory 

There is disagreement regarding the number and nature of achievement goal orientation 

dimensions. Since its inception, several goal orientation theorists have developed two 

(mastery and performance), three (mastery approach, performance approach, and 

performance avoidance), or four (mastery approach, performance approach, performance 

avoidance, and mastery avoidance) dimensions.  

For example, Dweck and Leggett (1988) originally developed a model of goals with two 

dimensions: mastery goals (i.e., learning goals) in which individuals are concerned with 

increasing their competence and performance goals in which individuals are focused on 

getting  positive judgments of their competence. Students with mastery goal orientation 

focus on learning, understanding, and developing competence (Wang et al., 2017). In 

contrast, students endorsed performance goal orientations concerned on outperforming 

others, striving to do better relative to others, and emphasize social comparison and the 

attainment of recognition and status (Luo et al., 2024). Students who adopt mastery goals 

(i.e., learning goals) are motivated to understand the materials and develop their 

competences, while students who exhibit performance goal orientations are motivated by 

their desire to demonstrate their ability and achievements publically (Barzegar,2012).  

However, in the late of 1990s, several researchers argued that the distinction between 

approach and avoid orientations also should be considered within a goal orientation 

framework (Anderman & Patrick, 2012). For example, the development of a three factor 

model suggests the distinction between performance approach and performance-avoid 

goals, in addition to mastery goals (Elliot & Church, 1997). Performance-approach goals 
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were conceptualized as individuals striving to demonstrate better performance than 

others, while performance-avoid goals were operationalized in terms of wanting to avoid 

demonstrating worse performance than others and looking incompetent (Elliot & Church, 

1997).  

By applying the approach and avoidance distinction of performance goals to mastery goal 

orientation, Elliot and McGregor (2001) proposed a 2 × 2 framework of goal orientation 

which includes mastery approach, performance-approach, performance-avoidance and 

mastery-avoidance goals (Elliot & McGregor, 2001). In this model, the new addition was 

the mastery-avoid goal orientation. A student who endorses mastery-avoid goals wants to 

avoid misunderstanding or losing a sense of competence (Barzegar, 2012). 

2.4. Academic Engagement 

2.4.1. Meaning of Academic Engagement 

There is little agreement among educators and researchers about the terminologies and 

definitions of engagement. For example researchers used terms such as students 

engagement (Finn & Zimmer 2012; Harper & Quaye ,2009), school engagement 

(Fredericks et al., 2004; Jimerson et al., 2003; Furlong et al., 2003), academic 

engagement (Alrashidi et al., 2016), students engagement in academic work (Marks, 

2000;Newmann, et al., 1992),course engagement (Handelsman et al.,2010) and leaning 

task engagement (Chapman, 2003)  to denote the concept of engagement. 

Likewise, various definitions have been suggested. Some writers focused on student 

participation to define engagement. For example, Hu and Kuht (2002) define engagement 

as the quality of effort students devote to educationally purposeful activities that 
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construct that encompass components such as behavioral, emotional and cognitive 

aspects (Fredricks et al., 2004;Jimerson et al., 2003; Lovelace et al., 2014, Reschly & 

Christenson, 2012). 

2.4.2. Models of Academic Engagement 

Engagement is viewed as a multidimensional construct and incorporates different aspects 

(Fredricks et al., 2004; Finn &  Zimmer,2012; Handelsman et al., 2010; Grier-Reed et al., 

2012; Schaufeli et al.,2002; Sinclair et al.,2003). However, there is lack of consensus on 

the types and number of the dimensions of engagement (Reschly & Christenson, 2012). 

Thus two, three, four or five dimensional models of engagement are common in the 

literature (Alrashidi et al., 2016; Appleton et al., 2006; Finn & Zimmer, 2012; Fredricks 

et al., 2004; Reeve & Tseng, 2011; Reschly & Christenson, 2012; Skinner et al., 2016). 

For example, Finn (1993) and Marks (2000) proposed a two- dimensional model of 

engagement that comprises the behavioral and psychological (affective) components. 

Behavioral engagement is viewed as student participation in academic and social 

activities (Reschly & Christenson, 2012). Kelim and Connel (2004) further listed 

behavior such as time students spent on work, intensity of concentration and effort, 

tendency to stay on task, persistency and focus, asking for questions and contributions to 

class discussions and propensity to initiate action when given the opportunity as 

indicators of behavioral engagement 

The psychological (affective) component refers to the emotional experience that 

accompanied behavioral participation in the learning process (Skinner et al., 2016). The 

affective components of  engagement shows the level of emotional response toward 
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schooling such as feelings of affection, enjoyment, liking, belonging, bonding, and 

attachment, the presence of interest and lack of boredom, sadness and anxiety (Furlong et 

al.,2003). It also includes the heightened levels of positive emotion during the completion 

of an activity, demonstrated by enthusiasm, optimism, curiosity and interest (Adena & 

Connell, 2004). 

Many researchers added the cognitive component (e.g., thoughtfulness and willingness to 

master difficult tasks, self-regulation, learning goals, investment in learning) to develop 

the three-dimensional model of engagement (Adena & Connell, 2004; Fedricks et al 

2004; Jimerson et al., 2003; Reschly & Christenson, 2012). 

Focusing on positive and work-related state of mind Schafeli et al.(2002) developed a 

three dimensional model of academic engagement and they labelled the engagement 

components as vigor (characterized by high levels of energy & mental resilience while 

doing academic activities willingness and ability to exert &  invest effort in academic 

related activities, persistence in the face of obstacles & positive approach to learning), 

dedication (characterized by a sense of significance, enthusiasm, inspiration, pride, and 

challenge for engaging in activities and perceiving school-related activities as 

meaningful) and absorption (characterized by full concentration and deep immersion in 

academic work to the point that one has difficulty detaching oneself from it (Schaufeli et 

al., 2002). 

Later, researchers have started to propose four or five dimension model of engagement. 

For example, Finn and Zimmer (2012) proposed a four-dimension model of engagement, 

which includes: academic (e.g., attentiveness, the completion of assignments), social 
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2.5. Academic Procrastination 

Though there is variation in the definitions of procrastination, all definitions marked 

postponing, delaying, or putting off of a task as the common expression of 

procrastination (Steel, 2007). For example, procrastination according to Deniz et al. 

(2009) refers to the conditions of postponing of works and tasks that are better to be done 

today to the following day. It refers to the frequent delay in starting or completing of 

tasks (Ferrari, et al., 2005). Steel (2007) described procrastination as the voluntarily, 

irrational postponement of course of action in spite of the knowledge that this delay will 

bring negative consequences. It is the act of postponing the performance of activities 

either deliberately or inadvertently (Kim et al., 2017).Typically it involves delaying the 

start of a task until one experiences distress about not having performed the activity 

earlier (Senécal et al., 1995). 

Therefor academic procrastination can be understood as such expressions prevail in 

academic setting (Wolters, 2003). Harriot and Ferrari (2015) explained academic 

procrastination as the behavior of delaying academic tasks (such as: doing homework, 

preparing for exams, or working on paper assignments) until the last period of 

examination time or submission date of assignments (Harriott & Ferrari, 1996). 

Academic procrastination refers to an irrational tendency of university students to delay 

at the beginning or completion of an academic task, homework, project work and co-

curricular activities (Bashir & Gupta, 2019). In education and training, the term academic 

procrastination is commonly used to denote the deliberate delay in academic activities by 

a student to another time (Tardi & Oyintonyo, 2019). 
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 Whatever the kind of procrastination is, however, it slows down the performance of 

students making them careless, lazy, passive and academically stagnant and irresponsible. 

The negative impacts of procrastination, such as low academic achievement, depression, 

anxiety, inferiority complex, and dropout, are well documented in the literature (Hussain 

& Sultan, 2010). When students indulge in procrastination, it leads them to search for 

shortcuts, unfair means for passing examinations such as cheating, hostile attitude, 

immoral practices, addiction and a sense of demotivation (Akinsola et al., 2007). 

On the other hand, procrastination can be viewed in positive and negative sense. 

However the positive form of procrastination secondary in usage (Steel, 2007). Many 

researchers repeatedly mentioned procrastination in a negative light (Tice & Baumeister, 

1997). For example, Gareau et al. (2019) claimed that since time is a limited resource 

academic procrastination can minimize the amount of time and effort that students can 

invest toward their academic tasks and negatively their subsequent academic 

achievement. 

In contrast researchers described both the adaptive and maladaptive aspects of 

procrastination (Schraw et al., 2007). Procrastination could enhance cognitive efficiency 

and peak experience that is, maximizing learning in a minimal amount of time through  

strategic planning, increased focus through concentrated effort, and reducing start-up 

time by working in one large block of time rather than numerous small blocks (Schraw et 

al., 2007).  Chu and Choi (2005) also claimed that not all procrastination behaviors have 

negative effects. They conceptually distinguished two different types of procrastinators: 

passive and active procrastinators. Passive procrastination is a traditional form of 

procrastination in which individuals delay tasks due to indecision, avoidance, and lack of 
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In order to determine whether emotional intelligence could predict college students' 

academic success in their first year of study, Schutte et al. (1998) undertook a 

longitudinal study. When the results of an emotional intelligence test taken during the 

first month of college were compared to students' cumulative grade point averages at the 

end of the year, researchers have found a substantial correlation between EI scores and 

academic achievement. Similarly, Afridi and Ali (2019) conducted a study to find the 

relationship between emotional intelligence and academic achievement using a sample of 

the secondary school student population. They found a significant correlation between 

emotional intelligence and academic scores (r = 0.130). It was suggested that an 

individual with a high level of emotional intelligence could have a strong, stable, and 

positive state of emotional well-being, which would lead to more learning. Banat and 

Rimawi (2018) conducted a study to identify the impact of emotional intelligence on 

academic achievement of undergraduate university of students and reported emotional 

intelligence as a significant predictor of academic achievement. Saksena (2018) 

investigates relationship between emotional intelligence and academic achievement 

among undergraduate students and discovered a positive relationship between 

intelligence and academic achievement. Fallahzadeh (2011) examined the relationship 

between perceived emotional intelligence and academic achievement and revealed that 

emotional intelligence skills are significantly associated and predictive of academic 

achievement for the university students' population. 

Yelkikalan et al (2012) studied the relationship between emotional intelligence of 

students and their academic achievements and concluded that there is a significant 

relationship between the emotional intelligence and academic achievements and that 
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approximately eleven percent of the total variance (R2 =. 11, p < .01) in procrastination, 

where only self-control significantly predicted the total procrastination. 

Furthermore, Chow (2011) conducted a study to explore the determinants of 

procrastination in a sample of 350 University students in Italy. The study indicated the 10 

predictor variables (age, sex, religious affiliation, socio economic status, emotional 

intelligence, academic aspiration, emotional well-being, self- evaluation, self-efficacy 

and satisfaction with school life) together accounted for 21.7% of the variation in 

procrastination, F (10,339) = 10.646, p<.001). Socioeconomic status, self-evaluation self-

efficacy, emotional intelligence and satisfaction with school life were found to be 

significantly related to procrastination. His finding revealed that student who worried 

more about their financial situation, evaluated themselves more negatively, deprived of 

task or domain specific confidence and the ability to understand, use, and express 

emotions in healthy and productive ways were more likely to procrastinate. 

Recently, Rumahlewang and Latar (2020) conducted a study to analyze if self-efficacy 

and emotional intelligence had a direct negative effect on academic procrastination 

among 302 senior high school students selected through simple random sampling. The 

result indicated that self-efficacy, emotional intelligence, and self-determination together 

contributed 45.5% of the variance in academic procrastination, F (3,299) = 83.305, p<.05, 

where self-efficacy emotional intelligence and self-determination significantly predicted 

academic procrastination. The result showed that emotional intelligence had a direct 

negative effect on academic procrastination, which means the higher the value of 

emotional intelligence, the lower the student's academic procrastination and conversely 
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the lower the emotional intelligence, the higher the student's academic procrastination 

value 

A study carried out by Mappakaya et al. (2016) to determine the influence of emotional 

intelligence and spiritual intelligence on academic procrastination using a sample of 101  

medical student indicted that 25.5%  of the variance of academic procrastination was 

accounted by both emotional intelligence and spiritual intelligence nonetheless emotional 

intelligence had more influence than spiritual intelligence  in predicting academic 

procrastination.  

On the other hand, Hen and Goroshit (2014) examined the relationship between 

emotional intelligence, academic procrastination and academic performance (GPA) as 

mediated by self-efficacy in a sample of 287 undergraduate students. They found that 

emotional intelligence had a significant negative indirect effect on academic 

procrastination. That is higher emotional intelligence leads to lower academic 

procrastination and a significant positive indirect effect on GPA (higher emotional 

intelligence indicates higher GPA). Besides, emotional intelligence had no significant 

direct effect on academic procrastination and GPA. The findings of this study showed 

that the relationship between emotional intelligence and academic procrastination, as well 

as the relationship between EI and academic performance was fully mediated by 

academic self-efficacy. Furthermore, Kamran and Fatima  (2013) conducted a study to 

examine the relationship of emotional intelligence and anxiety with procrastination with a 

sample of 102 female intermediate final year pre- medical and pre-engineering students 

selected using convenient sampling strategy. The study revealed that emotional 
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et al. (2015) reported a marginally significant positive correlation between mastery goals 

and course grades. 

Yet, other studies have failed to demonstrate the expected significant direct relationships 

between mastery goals and academic achievement. For example, Senko and Mile (2008) 

indicated that mastery goals were not predictors of academic achievement despite their 

ability to promote high topic interest and use deep learning strategies. Daniel, et al. 

(2009) reported absence of a direct relationship between mastery goals and academic 

achievement. Others studies conducted by Neroni, et al. (2018) and Bipp and van Dam 

(2014) failed to obtain a significant association between mastery goals and course grade. 

Mastery goals were unrelated to exam performance (Elliot et al., 1999).  

According to Elliot and Church (1997), performance-approach goals positively correlated 

with graded performance. Performance-oriented students obtain good grades if college 

evaluation procedures do not assess for deep processing or thoughtful synthesis and 

integration of the course materials (Harackiewicz et al. 2000). On the other hand, Barron 

and Harackiewicz (2003) identified that students who adopted performance-approach 

goals also earned higher grades when assessment procedure required students to process 

course materials at a much deeper level (assessment based on papers, presentations, 

group projects, and essay exams). Performance- approach goals were positively linked to 

exam performance (Elliot et al., 1999). Much empirical evidence supports the view that 

adopting performance-avoidance goals has negative association with academic 

achievement.  For example, Hsieh et al. (2007) indicated the negative correlation between 

performance-avoidance goals and GPA.Wigfield et al. (2015) linked performance-

avoidance goals with poor academic performance. Performance avoidance goals was 
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Students who recognize and successfully control their emotional states: (a) become more 

involved and focused in academic tasks; (b) demonstrate a higher level of energy and 

willingness to put forth effort; and (c) persist more diligently in the face of challenges 

that may arise during the development of academic tasks (Serrano & Andreu, 2016). 

Students with highly developed EI showed the greatest capacity to engage more with 

their academic tasks and therefore achieve better academic outcomes (Estrade et al., 

2021). The mediating role of academic engagement in the link between EI and academic 

achievement has been also documented by other studies (Dehyadegary et al., 2012; 

García-Martínez et al., 2021; Perera & DiGiacomo, 2015). 

Similarly, academic engagement also mediates the link between goal orientation and 

academic achievement. For instance, Greene and Miller (1996) in their study revealed 

that learning goals promoted meaningful cognitive engagement, which in turn influenced 

midterm academic achievement, while performance goals were connected to shallow 

cognitive engagement which in turn negatively related to academic achievement. 

Dupeyrat and Mariné (2005) argued that the direct effect of mastery goals on 

achievement was not significant after controlling for effort. Accordingly, the positive 

impact of being oriented towards mastery goals on achievement seems to be mediated by 

effort expenditure(Dupeyrat & Mariné, 2005). 

2.9. The Moderating Role of Academic Procrastination 

There are theoretical grounds supporting the notion that procrastination behavior 

interferes with the pathways linking emotional and motivational variables to academic 

achievement. For example, academic procrastination may negatively affect academic 
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achievement due to failures in self-regulation and reduced motivation (Steel & 

Klingsieck, 2016). Procrastinating students have difficulty regulating negative emotions, 

such as anxiety and stress, which in turn undermine their academic achievement (Eckert 

et al., 2016; Klassen et al., 2008; Wasim et al., 2021). 

Moreover, the influence of academic procrastination on academic achievement 

manifested among students with low emotion regulation ability (Eckert et al. 2016; 

Mazhar et al., 2021).  As a result, procrastinators experience greater difficulty adapting to 

academic demands, further disrupting their capacity to utilize emotional resources in 

support of academic achievement (Hen & Goroshit, 2014). In addition, research shows 

that procrastinators often attend to their emotion in maladaptive ways. They may become 

overwhelmed by negative feeling, unable to concentrate on the academic task at hand or 

unable to tolerate the negative emotion that can undermine academic performance 

(Mohammadi Bytamar et al., 2020). 

Procrastination also interferes with goal-driven behaviors (Wolters, 2003). For example, 

procrastinating students are less likely to adopt mastery-approach goals and use 

metacognitive strategies (Corkin et al., 2011), and they tend to avoid exerting effort on 

academic tasks, which in turn negatively affects their graded performance (Howell & 

Buro, 2009). Conversely, students who procrastinate less tend to endorse stronger 

mastery goal orientation and achieve higher academic performance (Van Eerde & 

Klingsieck, 2018). Individuals with mastery-approach goals exhibit self-regulation 

capacities that facilitate reduction of academic procrastination (Dehghani et al., 2024).  In 

contrast, individuals with weak goal orientation may lack the drive to counteract the 

negative emotions, leading them to procrastinate or abandon their goal-directed tasks 
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The Broaden-and-Build theory also provides a theoretical framework for understanding 

how goal orientation particularly mastery leads to academic achievement through the 

cultivation of positive emotions and the development of enduring personal resources for 

academic engagement (Hoferichter & Schlesier, 2025). 

From a social cognitive perspective, learning outcomes such as academic achievement 

arise from the dynamic interplay among personal characteristics, behavioral processes, 

and environmental conditions in shaping learning outcomes (Bandura, 1986). The notion 

how individuals actively shape their learning experiences through self-regulation, beliefs, 

and emotional processes, make SCT well-suited for examining how goal orientations and 

positive emotions influence engagement (Zhao & Ma, 2025). For instance, positive 

emotions expand cognitive resources that promote deeper engagement with academic 

tasks (Fredrickson, 2001) Students experiencing positive emotions exhibit optimism and 

intrinsic motivation, which drive both affective and behavioral engagement (Oriol-

Granado et al., 2017).  Moreover, students with positive emotion are more likely to adopt 

mastery goals, which foster intrinsic motivation and affective engagement while 

performance goals may undermine engagement by amplifying negative emotions such as 

stress and fear of failure (Oriol-Granado et al., 2017). 
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2.11. Conceptual Framework 
Figure 1  
Conceptual Framework of the Study 

 

 

 

The conceptual framework illustrates the hypothesized relationships among Trait 

EI, Goal Orientation, Academic Engagement, Academic Procrastination (both Passive 

and Active), and Academic Achievement. As indicated in the diagram Trait EI and goal 

orientation was proposed as the main predicator variables of academic achievement 

which influences academic success both directly and indirectly through academic 

engagement, which serves as the mediating variable. Moreover, procrastination (passive 

and active) was conceptualized as moderator variable between Trait EI and academic 

achievement and between goal orientation and academic achievement. 
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CHAPTER 3:  RESEARCH APPROACH AND METHODS 

This section presents the description of the research paradigm, approach, design, as well 

as the sampling techniques, data collection and analysis procedures. 

3.1.  Research Paradigm 

The study adapted a post-positivism paradigm, which acknowledges the existence of an 

objective and measurable reality that can never be fully explained but can only 

approximate (Cohen et al., 2018). The study adopted a post-positivist epistemology 

which recognizes the importance of empirical data and testing hypotheses, but also 

acknowledges the potential influence of researcher biases and values on the research 

process (Creswell, 2015).  

3.2. Research Approach 

A quantitative research approach is extremely pertinent to the current study due to the 

following reasons.  

Firstly, since this study  aimed at  exploring the direct and indirect effects of emotional 

intelligence and goal orientation on academic achievement using academic engagement 

as a mediator and academic procrastination as a moderator variable, a quantitative 

research approach provides a robust method for establishing such kind of relationships. 

As noted by Creswell (2015), quantitative research is useful for answering questions of 

how one variable influences another and assessing whether certain factors predict an 

outcome variable  
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Secondly, the use of a quantitative approach allows for the generalization of results from 

the sample to the population. Quantitative research enables researchers to make 

inferences about a larger population based on the data collected from a smaller sample 

(Creswell, 2015).        

Thirdly, a quantitative method such as SEM is a powerful statistical method that helps to 

examine relationships among numerous variables simultaneously. SEM allows for 

modeling multiple of independent and dependent variables, meditaion, interaction, and 

correlation (Collier, 2020). Additionally, SEM provides a clear framework for path 

analysis, which is useful for the researcher to examine the direct and indirect effects of 

the predictor variables on the outcome variables (Byrne, 2016).            

3.3. Research Design 

The main intention of this research is to investigate the relationship among variables such 

as emotional intelligence, goal orientation, student engagement, academic 

procrastination, and academic achievement. In this research, a correlational research 

design was considered relevant because it systematically investigates and explains the 

nature of relationships that exist among the independent and dependent variables. 

According to Creswell and Guetterman (2019) correlational designs provide an 

opportunity for researchers to predict scores and explain how the various variables relate 

to one another. Additionally, it assists researchers in examining a range of independent 

variables to identify those that have the most impact on the dependent variable under 

study (Roni et al., 2020). 
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3.4. Study Population 

First-year regular undergraduate students attending at Wollo University during the 

2023/2024 academic year were the target population of the study. The total number of 

students was 3,566 (2,315 males and 1,251 females), of which 2,003 were attending 

natural science, and the rest 1,563 were pursuing social science programs. 

3.5. Sample Size Determination  

The sample size was determined using the guidelines proposed to establish the minimum 

sample size necessary for conducting structural equation modeling (SEM). It is generally 

accepted that SEM requires a larger sample size compared to other statistical techniques 

(Collier, 2020; Kline, 2016). In terms of sample size, the ratio of cases to variables is the 

most commonly used method for determining the required sample size (Hair et al., 2019). 

Researchers suggest larger sample sizes (200 or more) as the number of variables and 

expected factors increases (Collier, 2020; Hair et al., 2019). Consequently, numerous 

recommendations have been made to ascertain the necessary sample size for SEM (Kline, 

2016). For example, it has been suggested that a minimum of 20 cases per variable is 

needed to estimate the sample size required to achieve sufficient statistical power 

(Jackson, 2003). Another rule of thumb suggests at least 15 cases per indicator variable as 

a lower limit for an adequate sample size (Stevens, 2009). 

Therefore, the rule of thumb suggested by Stevens (2009) was employed to determine the 

sample size for this study. Since the study comprises 85 observed variables or indicators, 

the minimum sample size requirement is 1,275 participants (15 × 85 = 1,275). 
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3.8. Procedures of Translation, Adaptation, and Validation 

of Measures  

Cross-cultural studies claimed that psychometrically sound and meaningful psychological 

instruments in one context may not be applicable in another context (Feher et al., 2019). 

This is because the way individuals interpret and respond to these instruments is 

influenced by the difference in cultures, languages, beliefs, values, and norms of the 

society (Feher et al., 2019). Consequently, when instruments are used in study 

populations different from the language and culture in which they were originally 

developed and validated, adapting and validating using rigorous procedures is essential in 

the research process (Banville et al., 2000). Therefore, the instruments used in this study 

were adapted and translated using the procedures suggested by Banville et al. (2000). 

Initially, the Trait Emotional Intelligence Questionnaire-Short Form (TEIQue-SF), the 

Personal Achievement Goal Orientation Questionnaire (PAGQ), the Utrecht Work 

Engagement Scale-Student Version (UWES-S), and academic procrastination scales were 

translated from the source language (English) into the target language (Amharic) using 

two translators: one from English and the other form Psychology department. They were 

selected for their expertise in both languages and extensive experience in instrument 

development and research. Next, two additional translators synthesized the forward-

translated materials. The main purpose of this stage was to ensure that the content and 

meanings of the TEIQue-SF, UWES-S, the personal achievement goal orientation 

measures, and academic procrastination scales were accurately captured in the original 

scales. In the third stage, the synthesized Amharic version of the Trait Emotional 

Intelligence Questionnaire-Short Form (TEIQue-SF), the Utrecht Work Engagement 








































































































































































































