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Abstract 

This thesis will analyze the effect of the 2015 reform, which restructured the Dutch student 

financial aid structure, on students’ reported effort, motivation, and satisfaction. From 

September 2015 onwards, new Dutch students were not automatically eligible for a so-called 

basic grant. Instead, these students were now only able to loan this money. Prior research has 

shown how this has increased parental contributions to students and lowered student 

expenditure (Broeders, Been & Knoef, 2020). But since criticism in Dutch society rose due to 

unfulfilled promises of extra investments into the higher education system and reports stating 

that students are experiencing more stress due to stricter finances (NOS, 2019; ISO, 2019), it 

also seems appropriate to research if this reform affected students’ effort and motivation and 

satisfaction. 

 

The findings of this study are mainly in line with our expectations. This study finds that the 

2015 reform positively affects reported effort and motivation. We also find a decrease in 

reported satisfaction, but this result is not statistically significant. The coefficients of the 

effects are small, and therefore there are no major effects visible on reported effort and 

motivation. 
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1. Introduction 

1.1 Motivation and societal relevance 

At the start of the academic year of 2015/2016, student financing in the Netherlands went 

through a reform, which has caused controversy in Dutch society over the past few years. In 

this thesis, we will call this the 2015 reform. The so-called basic grant was abolished, and the 

Dutch student loan system was introduced (NOS, 2014). In the institutional design section of 

this thesis, we will detail the specific changes introduced in the 2015 reform. 

 

The 2015 reform has been heavily criticized since it promised that the savings caused by the 

reform would be invested in the higher education system. Still, a report by the NOS (2019) 

showed that these investments did not happen. But the main criticism comes from a report 

that shows that students experienced more stress due to their stricter finances caused by the 

2015 reform (ISO, 2019). Support for the 2015 reform has decreased in the past years to the 

point that another reform will happen in the academic year of 2023/2024 (Coalitieakkoord, 

2021). We will call this the 2023 reform. Essentially, the 2023 reform means that the Dutch 

student finance system will almost revert to the situation before the 2015 reform, albeit with 

less financial support for students; the same principles will apply again (Coalitieakkoord, 2021; 

Parool, 2022).  

 

The Dutch Bureau for Statistics (CBS, 2021) published a report with their findings about Dutch 

student life since the introduction of the 2015 reform. According to the CBS (2021), there is 

no difference in the amount of time students take to graduate from their bachelor’s degree. 

The CBS (2021) also says there are fewer students that, after graduating from their bachelor’s 

degree, directly start their master’s degree. Furthermore, a higher percentage of students 

from lower welfare backgrounds finish their master’s degree within the nominal duration 

(CBS, 2021). But the main criticism on the 2015 reform comes from the financial perspective. 

In 2019, for example, CBS (2019) stated that the total amount of student debt in the 

Netherlands increased by 1.9 billion compared to 2018. CBS (2019) also illustrated how 

younger students have higher student debts than their peers had before the 2015 reform.   
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Van den Broek, Cuppen, de Korte & Warps (2020) did a policy review of the 2015 reform 

commissioned by the Dutch cabinet. Van den Broek et al. (2020) found that the policy 

effectively reached its goals since there are very few differences between students from 

different backgrounds in their borrowing behavior and that there are no outstanding new 

trends in participation in higher education. However, the researchers urged to research if the 

2015 reform has an effect on the parental contributions to students (Van den Broek et al., 

2020). Broeders et al (2020) has researched the effect of the 2015 reform on parental 

contributions and concluded that there is a strong significant effect. Students studying after 

the 2015 reform receive around 62 euros more each month as parental contributions 

(Broeders et al, 2020).  

 

1.2 Research question and scientific relevance 

The Studentenmonitor (n.d.) surveys Dutch students annually about their financial situation, 

but also about their motivation, satisfaction with their studies, and the effort they put into 

their studies. Dalhuijsen (2017) and Broeders et al (2020) have researched, respectively, the 

effect of the 2009 reform and the 2015 reform on employment, study results, parental 

expenditures and student expenditures using the Studentenmonitor (n.d.). Taking in mind 

that promised investments did not happen (NOS, 2019) and that students experienced more 

stress (ISO, 2019), it seems appropriate to not only research the effect of the 2015 reform on 

students’ financial situation but to also look at the effect of the 2015 reform on their reported 

effort, motivation and satisfaction. In this way we create a broader understanding of the effect 

of the 2015 reform on Dutch students. 

 

Therefore the following research question has been formulated: 

What is the effect of the introduction of the Dutch student loan system (2015 reform) 

on Dutch students’ reported effort, motivation and satisfaction? 

 

To answer this research question, we will be using the data provided by the Studentenmonitor 

(n.d.) between 2011 and 2019. We will propose a difference-in-differences regression model 

and try to find the effect of the 2015 reform on motivation, satisfaction and reported effort. 
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1.3 Rational choice theory 

In this thesis we will use the rational choice theory as our main theoretical framework. 

Rational choice theory states that individuals make choices or behave in a certain way to 

achieve a self-interested goal (Hindmoor & Taylor, 2017). According to rational choice theory, 

individuals analyze situations and choose options that will give them the highest utility 

(Hindmoor & Taylor, 2017).  

 

Due to the 2015 reform students in the Netherlands are studying under different conditions 

as before. One of the reasons for the 2015 reform was that studying should become more of 

an investment for students, in which students are more responsible for their own finances 

(Tweede Kamer der Staten-Generaal, 2014). There is now a financial incentive for students to 

graduate faster and therefore be more motivated and put in more effort. According to rational 

choice theory, to maximize their utility, students might now put in more effort and be more 

motivated. 

 

1.4 Reading guide 

Chapter two will elaborate on the institutional background to create some context for readers 

who might not be familiar with the Dutch institutional design of student financing. Chapter 

three will examine the existing literature on student effort, motivation and satisfaction. We 

will also identify different types of student financial aid systems and talk about rational choice 

theory. Lastly, our hypotheses will be presented in this chapter. The fourth chapter will set 

out the research design used for this thesis and introduce the dataset to the reader. The 

hypothesis will be tested in chapter five, where the regression results will be examined. In 

chapter six, we will answer the research question, discuss limitations of the study and provide 

suggestions for further research.  
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2. Institutional background 

This chapter will provide some institutional background to the Dutch case of student financing. 

First, a description of the student financing before 2015 will be provided. Next, a description 

of the changes that the 2015 reform brought about will be provided. The chapter will be 

concluded with a brief description of the information available at this time about the 2023 

reform. 

 

2.1 Situation before the 2015 reform 

In the system before the 2015 reform, student financing consisted of five parts: (1) basic grant; 

(2) additional grant; (3) student travel product; (4) study loan and (5) tuition fee loan (DUO, 

n.d.a). If students fail to graduate within ten years, the basic grant, additional grant and the 

value of their student travel product are transformed into a study loan (DUO, n.d.a).  Therefore 

the student will be required to pay this amount back as a study loan (DUO, n.d.a). 

 

2.1.1 Basic grant 

Students following higher education in the Netherlands automatically qualify for the basic 

grant (DUO, n.d.a). A student who started studying before the 2015 reform will still qualify for 

the basic grant after 2015 (DUO, n.d.a). The height of the basic grant provided to a student 

depends on whether they live with their parents or live independently (DUO, n.d.a). The basic 

grant in 2022 for students living with their parents, who started their studies before the 2015 

reform, would be €112.25 each month (DUO, n.d.a). If the student lives independently, the 

basic grant would provide them €312.52 each month (DUO, n.d.a).  

 

2.1.2 Additional grant 

The additional grant is meant for students whose parents have less financial capacity than an 

average student (DUO, n.d.b). If a student’s combined parents’ salary is less than €34,586, - 

each year, the student would qualify for the maximum amount of the additional grant (DUO, 

n.d.b). For students living with their parents, the maximum amount of the additional grant 

would amount to €275.86; and for students living independently, this would amount to 

€299.28 (DUO, n.d.b). If a student’s combined parents’ salary is more than the salary 
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mentioned above, the student would gradually be provided less money from the additional 

grant (DUO, n.d.b). 

 

2.1.3 Student travel product, study loan and tuition fee loan 

Dutch students acquire a student travel product (DUO, n.d.c). Students can choose between 

traveling freely with all Dutch public transport companies during the week or the weekend 

(DUO, n.d.c). If a student chooses to travel for free during the week, they will also be provided 

with a 40% discount during the weekend, and vice versa (DUO, n.d.c). 

 

Next to the basic grant, students can also choose to borrow money (DUO, n.d.d). A student 

who started their study before the 2015 reform and is still studying in 2022 can borrow a 

maximum of €620.35 each month, lowered by the additional grant they receive (DUO, n.d.d).  

This amount is specifically for students who live independently (DUO, n.d.d). For students living 

with their parents, this will amount to a maximum loan of €596.93 lowered by the additional 

grant they receive (DUO, n.d.a). At the latest, students must start paying back their loans two 

years after graduation and can take up to fifteen years to do so (DUO, n.d.d). If one’s financial 

capacity to pay back their loan is relatively low, they will be eligible for a discount (DUO, n.d.d).  

 

The tuition fee loan qualifies as a study loan and is meant for students so they can pay for their 

tuition (DUO, n.d.a). Students can loan 1/12th of their annual tuition fee each month to pay for 

their tuition. In 2022 this would amount to €184.08 per month (DUO, n.d.a). 

 

2.2 2015 reform 

Essentially, the 2015 reform means that the basic grant has been abolished. Instead, former 

Minister of Education, Science and Culture Jet Bussemaker introduced the study advance, also 

called the student loan system (Staatsblad, 2015). Students can now also loan the amount of 

money a student living on their own would otherwise have received as a basic grant 

(Staatsblad, 2015). Therefore students in 2022 can loan a maximum of €932.87 each month 

(Staatsblad, 2015). Instead of paying back their loan within fifteen years, students who started 

studying after the 2015 reform can take up to thirty-five years to pay back their loans 

(Staatsblad, 2015). 
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The additional grant, student travel product and tuition fee loan have stayed the same 

(Staatsblad, 2015). 

 

2.3 2023 reform 

The 2015 reform has been heavily criticized since reports are emerging that students are 

experiencing more stress due to their financial situation (ISO, 2019). Also, promises by the 

government to invest the savings of abolishing the basic grant into the quality of higher 

education were not sufficiently fulfilled (NOS, 2019). After the general election in 2021, the 

new cabinet agreed to bring back the basic grant for all students and partially compensate 

students who have studied under the conditions of the 2015 reform (Coalitieakkoord, 2021). 

The current Minister of Education, Science and Culture (2022) has recently proposed a basic 

grant where students who live on their own would receive a basic grant of €255 and students 

living with their parents would receive a basic grant of €91 (Parool, 2022).  

 

The 2023 reform does not fall under the scope of this thesis; however, it does exhibit how the 

2015 reform was not well received and shows the latest developments in study financing in 

the Netherlands. 
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3. Literature review 

In this chapter, we will investigate the existing literature on student financing. First, we will 

identify different student financial aid structures. Secondly, we will explain rational choice 

theory. Next, we will look at the definition of student effort and motivation. We also attempt 

to find a definition of student satisfaction. Furthermore, we identify other research papers 

that have been conducted by using the Studentenmonitor (n.d.). This chapter will be 

concluded with two hypotheses based on the literature review.  

 

3.1 Student financial aid structures 

As stated in the introduction, Oosterbeek (1998) mentions two main reasons for government 

intervention in the student financial aid market: (1) capital market failure and (2) equity 

considerations. Oosterbeek (1998) and Johnstone (2008) also identify three types of student 

financial aid structures: (1) mortgage-type loans with income-dependent grants, (2) graduate 

tax and (3) income-contingent loans. 

 

Mortgage-type student loans carry an annual interest rate of the total amount borrowed and 

state a repayment period (Johnstone, 2008). Mortgage-type loans supplemented by grants 

dependent on socio-economic background factors seem to match the two main reasons for 

government intervention (Oosterbeek, 1998). But, according to Oosterbeek (1998), this is not 

the case. In these structures, the loan only must be repaid when a graduate’s income is higher 

than a certain threshold, and graduates can usually take 10 – 15 years to repay their loans 

(Oosterbeek, 1998). A short repayment period like this is usually not suitable, according to 

Oosterbeek (1998), since student loans should be seen as an investment in a student’s human 

capital, and it usually takes multiple years before this investment is visible in a graduate’s 

salary.  

 

The problem with mortgage loans supplemented by socio-economic dependent grants is that 

these additional grants are usually dependent on a family's income at the time of enrollment 

(Oosterbeek, 1998). Oosterbeek (1998) suggests that it would be better if it depended on the 

lifetime family income, both from work and capital, but this is almost impossible to measure. 

If possible, Oosterbeek (1998) recognizes the risk that families might decide to save less 



11 

 

money and spend more for their children to receive higher student grants. They might 

perceive that receiving a lower amount of student grants is seen as a tax on saving capital 

(Oosterbeek, 1998). 

 

Another student financial aid structure is the graduate tax: each student receives the same 

grant, funded by taxes (Oosterbeek, 1998). Graduates pay the tax that funds the grants if their 

salary is higher than a specific threshold each year (Oosterbeek, 1998). In this structure, 

students do not go into debt (Oosterbeek, 1998). The amount of money graduates pay after 

graduation is only impacted by their salary (Johnstone, 2008). This tax is generally paid 

throughout a graduate’s earning lifetime (Johnstone, 2008). Therefore, graduates with higher 

incomes will pay more towards this tax than graduates with a lower income (Johnstone, 2008). 

Important criticism by Oosterbeek (1998) is that this might disincentive labor and might also 

encourage high-ability individuals, who inherently will earn more money, not to study to avoid 

paying this tax.  

 

According to Oosterbeek (1998), it is an advantage that students from different backgrounds 

have the same opportunities from the start under the structure of the graduate tax since they 

receive the same grant. But Oosterbeek (1998) states that this structure only creates this 

solidarity between students and not between non-students. According to Oosterbeek (1998), 

this does not create equality since non-students from high-income families still have more 

opportunities than non-students from low-income families. Therefore opportunities are now 

only created by choice of education for an individual (Oosterbeek, 1998).  

 

Income-contingent loans are loans for which repayment depends on a graduate’s salary 

(Oosterbeek, 1998; Johnstone, 2008). If a graduate’s salary is below a certain threshold, they 

will not have to repay their loan during those specific years (Oosterbeek, 1998; Johnstone, 

2008). If it surpasses the threshold, a graduate will have to pay a certain percentage of their 

salary until they pay off the entire loan (Johnstone, 2008). According to Oosterbeek (1998), in 

this structure, repayment of loans is more spread out over a graduate’s professional career 

than it is with the mortgage loan, where the repayment period is set. Another advantage of 

this structure that Oosterbeek (1998) mentions is that a graduate pays back their loan during 
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the years that their investment into education pays off: a higher salary. The difference with 

the graduate tax is that a graduate will never pay more money than their actual loan was 

(Oosterbeek, 1998). According to Oosterbeek (1998), this is the preferable student financial 

aid structure if you want to promote efficiency and equity. Jacobs & Van der Ploeg (2006) 

agree on this and state that “an income-contingent loan scheme provides better incentives 

than a graduate tax, because it features less insurance” (p. 578). 

 

3.2 Rational choice theory 

Hindmoor & Taylor (2017) explain rational choice theory as follows: “(…) rational choice 

theorists employ an instrumental concept of rationality in which actions are judged as being 

rational to the extent that they constitute the best way of achieving some given self-interested 

goal” (p. 2). An important assumption of this rational choice theory is that an individual is 

completely rational and has access to all the information available (Simon, 1955). With this 

rationality and access to information, individuals should, according to rational choice theory, 

make decisions or show behavior that maximizes a individuals’ utility (Hindmoor & Taylor, 

2017). However, individuals are not entirely rational but can only be rational to a certain 

extent; we call this bounded rationality (Simon, 1990; Griggs, 2017; Hindmoor & Taylor, 2017). 

Within theories of bounded rationality cognitive limitations of the individual are taken into 

account (Simon, 1990).   

 

Jones (1999) comes up with the following equation for a bounded rationality model: B = G + 

L. In this equation, B stands for observed behavior, G stands for rational goal attainment and 

L stands for limited rationality (Jones, 1999). In this equation we can see that decision-making 

amongst individuals consists of three elements. According to Jones (1999), observed behavior 

(B) is caused by certain rational goals (G) individuals have, but cognitive limitations (L) play a 

role as well, since individuals cannot be completely rational (Simon, 1990; Jones, 1999; Griggs, 

2017; Hindmoor & Taylor, 2017).  

 

Another important element of rational choice theory is the idea of utility curves, also called 

indifference curves (Hindmoor & Taylor, 2017). The Core Team (2017) explains that an 

indifference curve gives different combinations of two resources in which the utility for an 
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individual is the same. An example of an indifference curve is provided in Figure 1. 

Combinations of goods on the purple line give an individual the same amount of utility (The 

Core Team, 2017). 

 

Figure 1 (EconGraphs, n.d.) 

 

If, for an individual, options on an indifference curve exists that provides more of both goods, 

it should always give more utility than the previous curve (The Core Team, 2017). If, for an 

individual, options on an indifference curve exists that provides less of both goods, it should 

always give less utility than the previous curve (The Core Team, 2017). These areas have been 

given a red and green color respectively in Figure 1. An individual can choose between a plot 

of indifference curves that are parallel to each other (Hindmoor & Taylor, 2017). Rational 

choice theory then states that an individual chooses a combination of goods that is on the 

indifference curve that yields the most utility (Hindmoor & Taylor, 2017). 
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3.3 Student effort and motivation 

Natriello & McDill (1986) have looked at determinants of student effort like parents’ 

education, gender, students’ expectations and parents’ standards. Here, effort was 

conceptualized as amount of time a student spent on their homework on average each day 

(Natriello & McDill, 1986). Parents’ standards was one of the most significant determinants 

(Natriello & McDill, 1986). An important limitation of the study from Natriello & McDill (1986) 

for our research is that this was conducted under high school students. Needham (1978) 

defines student effort by looking at how a student allocates available time between activities 

like leisure, coursework and employment. Needham (1978) states that a student’s utility is 

maximized when the utility derived from an extra unit of effort for each activity is equal. Krohn 

& O’Conner (2005) have researched how student effort and performance change over a 

semester. Student effort was measured as time spent on course activities and student 

performance over a semester (Krohn & O’Conner, 2005). Krohn & O’Conner (2005) found that 

students put in less effort after receiving higher midterm scores. According to Krohn & 

O’Conner (2005), after receiving a higher midterm score, the marginal utility for studying goes 

down.  

 

Martin (2001) evaluates the Student Motivation Scale (SMS). Martin (2001) explains how the 

SMS measures motivation through five boosters: self-belief; value of schooling; learning focus; 

planning and monitoring; persistence; and four guzzlers: anxiety; low control; avoidance 

focus; and self-sabotage. For all students, each of these items has been tested with five 

questions in which students give ratings from 1 (‘strongly disagree’) to 7 (‘strongly agree’) 

(Martin, 2001). For each booster and guzzler, scores were converted on a scale from 1 to 100 

(Martin, 2001). Martin (2001) concludes in his study that the SMS is a “reliable and valid 

measure of students’ motivation” (p. 10). Since then, the SMS has been used in multiple 

studies to measure students’ motivation (e.g., Chory-Assad, 2002 & Pribyl, Sakamoto & 

Keaten, 2004). In their review, Fulmer & Frijters (2009) identify multiple self-report measures 

of motivation developed by scholars. Most of those measures of motivation use a Likert-scale 

response format, just like the SMS (Fulmert & Frijters, 2009). Fulmert & Frijters (2009) 

mention that there is significant overlap between the different self-report methodologies. For 

example, academic self-concept and intrinsic motivation measures are two approaches of the 
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most important to measure motivation (Fulmert & Frijters, 2009). Academic self-concept 

measures how confident students are in their academic capabilities (Fulmert & Frijters, 2009).  

Intrinsic motivation is often measured through “attitudes, enjoyment, importance/value, and 

interest for a particular activity or learning domain” (Fulmert & Frijters, 2009, p. 221). 

 

3.4 Student satisfaction 

According to Elliott (2002), student centeredness and instructional effectiveness are vital 

determinants of student satisfaction. Student centeredness means that students need to have 

a feeling of belonging to their university Elliott (2002). Instructional effectiveness means that 

quality education should be provided to students to increase their satisfaction (Elliott, 2002) 

Furthermore, Clemes, Gan & Kao (2008) and Alves & Raposo (2007) show that service quality 

is an important predictor of student satisfaction. Alves & Raposo (2007) also state that 

students’ expectations compared to their actual experienced institution quality is an essential 

factor for student satisfaction. 

 

Student satisfaction is important for student retention. If students are not satisfied, they might 

drop out before graduating. This is costly for students and institutions (Schertzer & Schertzer, 

2008). 

 

3.5 Other research 

Dalhuijsen (2017) and Broeders et al (2020) have both done research on reforms in the Dutch 

student financing system by using the Studentenmonitor (n.d.). The way these studies have 

been set up provides us with valuable insight.  

 

Dalhuijsen (2017) researched whether student loans affect employment, parental 

contributions, and students' expenditure patterns. This was done by analyzing a policy change 

in which the default loan for Dutch students was lowered (Dalhuijsen, 2017). Dalhuijsen (2017) 

applied a differences-in-differences method to measure the effect of the policy change. In the 

regression model, Dalhuijsen (2017) controlled for age, gender and level of education 

(HBO/WO). Dalhuijsen (2017) researched whether the height of student loans, income from 

labor, parental contributions and student expenditure were affected by the policy change. The 
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study showed that the average student loan decreased, parental contributions increased, and 

student expenditure decreased (Dalhuijsen, 2017). No significant results were found for labor 

income (Dalhuijsen, 2017).  

 

Broeders et al (2020) analyzed the 2015 reform just like this thesis intends to do. To be precise, 

Broeders et al (2020) researched the effect of the 2015 reform on parental contributions, labor 

income, exam results and student expenditure. Broeders et al (2020) used a similar research 

design to that of Dalhuijsen (2017). A differences-in-differences model was used while 

controlling for age and gender (Broeders et al, 2020). HBO students were excluded from this 

research as Broeders et al (2020) argued that the percentage of HBO students living with their 

parents is significantly higher, lowering their expenditures and dependency on study loans. 

Broeders et al (2020) found that parental contributions increased, and student expenditure 

decreased due to the 2015 reform. At the same time, Broeders et al (2020) found that students 

did not decide to work more, and no decrease in exam results was found. 

 

3.6 Relevancy for our research 

In our literature research, we have identified three main student financial aid structures: (1) 

mortgage-type loans with income-dependent grants; (2) graduate tax; (3) and income-

contingent loans (Oosterbeek, 1998; Johnstone, 2008; Jacobs & Van der Ploeg, 2006). Income-

contingent loans appear to be the preferred way of offering student financing, as it provides 

equity and an incentive to perform well and graduate (Oosterbeek, 1998; Jacobs & Van der 

Ploeg, 2006). 

 

We have looked at rational choice theory, and why individuals are not completely rational 

(Simon, 1990; Griggs, 2017; Hindmoor & Taylor, 2017; Jones, 1990). We have also explained 

how indifference curves work (Hindmoor & Taylor, 2017; The Core Team, 2017). 

 

Furthermore, we have identified that scholars mostly operationalize student effort as the 

amount of time allocated to coursework (Natriello & McDill, 1986; Needham, 1978; Krohn & 

O’Conner, 2005). Motivation is usually conceptualized by self-reported Likert-like scales 

where academic self-concept and intrinsic motivation measures are two essential measures 
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(Fulmert & Frijters, 2009). Student satisfaction is commonly defined by terms like student 

centeredness and instructional effectiveness (Elliott, 2002). Alves & Raposo (2007) argue that 

a student’s expectation of quality compared to their experience is an important determinant 

of student satisfaction as well.  

 

3.7 Hypotheses 

In our literature review we have looked at indifference curves and the rational choice theory. 

Suppose an indifference curve for individual students is created where free time is on the x-

axis and speed of graduation is on the y-axis. Due to the 2015 reform, students are now 

financially incentivized to graduate quicker (Tweede Kamer der Staten-Generaal, 2014), we 

therefore argue that the indifference curve for students change, since they now might prefer 

graduating quicker more than they prefer free time. We can see this change in a sketch made 

 in Figure 2.  

 

In Figure 2 we can see two indifference curves. Again, this is a theoretical sketch and should 

not represent reality but should be visual support for the explanation of theory. The 

indifference curve that yields U = 2 for an individual student is the situation before the 2015 

reform. This individual student would choose a certain point on the indifference curve, which 

would yield U = 2. The indifference curve that yields U = 1 for an individual student is the 

situation after the 2015 reform. A student now values speed of graduation more and therefore 

prefers this more than free time when compared to the situation before the 2015 reform. This 

indifference curve has moved to the left and become flatter since speed of graduation is now 

more valued for an individual student than free time. We can now see that for a certain 

combination, which yields U = 1, an individual student now is willing to give up fewer units of 

“speed of graduation” to gain an extra unit of “free time” when compared to the situation 

before the 2015 reform. The marginal rate of substitution has changed (The Core Team, 2017; 

Hindmoor & Taylor, 2017). 

 

As we have seen in figure 1, the indifference curve after the 2015 reform now falls in the red 

area, which means that utility for this indifference curve is lower (The Core Team, 2017). 
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Figure 2 

 

 

We can see in our sketch in figure 2 that students value free time less than before, which 

might indicate an increase in effort and motivation. At the same time, we have also noticed 

how utility has gone down. This might be an indication that students are now also less satisfied 

than they were before.  
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In Figure 3, we illustrate the theoretical model of this thesis.  

 
Figure 3 

 

 

 

 

 

 

 

 

 

 

 

As we have seen in our section on institutional background, the 2015 reform means that 

students do not receive a basic grant anymore, but instead have to loan more money. The 

situation changes from a grant to an income-contingent loan as described by Oosterbeek 

(1998), Johnstone (2008) and Jacobs & Van der Ploeg (2006). 

 

Based on our literature review, we expect that this change to an income-contingent loan, 

causes students to become more motivated and put in more effort into their studies. We 

therefore formulate our first hypothesis as follows: 

 

H0 = No increase in student effort and motivation 

 H1 = Increase in student effort and motivation due to the 2015 reform 

 

Our second hypothesis is related to student satisfaction. We expect satisfaction to decrease 

due to the 2015 reform since we expect utility to decrease. Furthermore, we have seen that 

expectations of quality of education can be an important predictor for student satisfaction 

(Alves & Raposo, 2007). Students might have higher expectations due to promised 

investments into the higher education, but since these promises were not sufficiently fulfilled 

2015 reform 

Students prefer to 

graduate quicker 

Incentive for students 

to graduate quicker  

Student 

satisfaction is 

decreased 

Students are more 

motivated and put 

in more effort 
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(NOS, 2019), students’ higher expectations might therefore lead to a lower satisfaction. Our 

second hypothesis is formulated as follows: 

 

 H0 = No decrease in student satisfaction 

 H1 = Decrease in student satisfaction 
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4. Research design 

First, this chapter will provide a brief introduction to our dataset. Next, the operationalization 

of our main concepts, effort, motivation and satisfaction, will be provided. Our 

operationalization of the treatment and control groups will be provided together with our 

regression models. This chapter will conclude with descriptive statistics of our dataset. In this 

chapter we will attempt to explain our research design as extensively as possible, to increase 

the replicability of our research. Furthermore, to increase the replicability, the researcher will 

preserve the scripts used on the dataset so that the researcher can provide these upon 

request. 

 

4.1 Dataset 

The Studentenmonitor is part of the Eurostudent project. Eurostudent is a research project 

that provides comparable data on the social-economic status of students, accessibility to 

higher education and internationalization across thirty-one European countries. The 

Studentenmonitor (n.d.) is a dataset updated annually by the Dutch Ministry of Education, 

Culture and Science about Dutch students’ study progress and living conditions. The goal of 

the Studentenmonitor (n.d.) is to monitor the accessibility of Dutch higher education and to 

see if specific groups need attention. A large-scale survey is distributed among Dutch students 

annually around May/June (Studentenmonitor, n.d.). A stratified sample selection is used to 

select students for this survey (Studentenmonitor, n.d.). Students are surveyed about the 

following topics (Studentenmonitor, n.d.):  

- Motivation 

- Study behavior 

- Time use 

- Satisfaction 

- Income and expenses 

- International mobility 

 

Our dataset only consists of Dutch respondents and does not consist of respondents from 

other Eurostudent countries. Therefore the generalizability of this research is not very high. 
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Furthermore, the reform that is analyzed, is very specific to the Dutch case, which does not 

increase the generalizability.  

 

4.2 Operationalization of effort, motivation and satisfaction 

Our dataset consists of cross-sectional data. This means that our dataset consists of 

observations from different individuals and that individuals are not tracked over multiple 

years.  

 

For reported effort, respondents received eleven statements in which they answered how 

much they agreed with each statement on a scale of 1 to 5, where a score of 1 would be “does 

not apply at all,” and a score of 5 would be “applies exactly”. The eleven statements were as 

follows: 

1. I use all available as much as possible to graduate quickly 

2. I always try to get grades as high as possible 

3. I find it hard to study independently 

4. Activities outside of my study prevent me from being completely absorbed in my study 

5. Why would I want to graduate as quickly as possible, it is the best time of my life 

6. I can only study well at times 

7. I am satisfied with my academic performance so far 

8. I find it hard to make an effort for study parts I do not find that interesting 

9. I tend to procrastinate my study obligations 

10. My self-discipline is good 

11. I should put more time into my studies 

Answers to statements 3, 4, 5, 6, 8, 9 and 11 were recoded so that a score of 5 would mean 

that a respondent puts more effort into their studies, and a score of 1 would mean that a 

respondent puts in less effort for their studies. Then each student would be given an average 

score for reported effort from 1 to 5 based on the answers to statements. We will use this 

average score in our analysis. 

 

For motivation, respondents were asked how they classify their motivation at this moment in 

time on a scale from 1 to 5. A score of 1 means “very low” and a score of 5 means “very high”. 
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For satisfaction, respondents were asked to classify their general satisfaction on a scale from 

1 to 5. A score of 1 means “very unsatisfied” and a score of 5 means “very satisfied”. 

 

4.3 Treatment group and regression models 

The 2015 reform went into effect for students starting their studies on or after September 1st, 

2015. Students who attend university and students who attend applied sciences education 

(HBO) are both included in the sample. Broeders et al (2020) omitted HBO students since their 

expenditures are usually lower and therefore are less dependent on study loans. HBO students 

are included in this thesis since they are still a big part of student life in the Netherlands, but 

we will control for students following HBO education within our regression model. We only 

include bachelor students in the sample size since master students might have enjoyed 

studying before the 2015 reform and therefore have already established levels of effort, 

motivation and satisfaction, which are less affected by the 2015 reform. Only students in the 

first three years of their bachelor studies are selected since students studying longer than 

three years might be experiencing a delay in their studies. They might therefore be different 

kind of students. Furthermore, we have only selected full-time students since part-time 

students might have a full-time job next to their studies, and therefore the 2015 reform affects 

these types of students less. For the same reasons, we have also only selected students from 

the ages 17 through 25.  

 

A complication in our dataset is that respondents self-reported if they are a first-, second- or 

third-year student. In combination with the fact that the survey is distributed during the 

summer, this could lead to respondents misreporting the year they are studying in. For 

example, if a student just finished their first year, they might report that they are already a 

second-year student in the summer, whilst other students in the same situation still report 

they are a first-year student. Therefore, in our dataset, we have constructed a second variable 

which calculates the year a respondent is in by taking the year the respondent started studying 

and subtracting it with the year they filled in the survey. If the constructed study year does 

not match the reported study year, we have disregarded the observation. We have also 

disregarded the observation if a student misreported their system of financial aid. For 

example, a second-year student in 2016/2017 should not report that they are able to receive 
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the basic grant, since they started studying after the 2015 reform. Furthermore, respondents 

reported the first year they started studying in the Dutch higher education system, and the 

first year they started studying their current program. In order to exclude respondents who 

are on their second study program, we have disregarded observations where these two 

variables did not match. Our working dataset has now become a lot smaller due to 

disregarding observations where misreporting is a possibility. In our section on descriptive 

statistics it will become apparent we still have enough respondents in each group to continue 

with our research design. In total, we end up with n = 18,830. 

 

Table 1 visualizes our treatment and control group. The light blue color denotes respondents 

who are part of our treatment group. First-year students in the academic year of 2015/2016 

are the first students to study under the new rules of the 2015 reform and are therefore the 

first group of students to be part of our treatment group. In 2016/2017, students in the first 

and second year of their education study under the rules of the 2015 reform and are therefore 

part of our treatment group. At the same time, in 2016/2017, third-year students started their 

studies at least before the 2015 reform and are therefore part of our control group. Therefore, 

the group of students in our treatment group gets bigger, with one cohort of first-year 

students each year. From 2017/2018 onwards, all students in our sample are part of the 

treatment group.  

 

Table 1 

Group / year 13/14 14/15 15/16 16/17 17/18 18/19 

3rd year students       

2nd year students       

1st year students       

Visualization of the treatment (light blue) and control group (white) 

 

Multiple regressions are executed to answer our hypotheses formulated in the literature 

review. We will be using a difference-in-differences model. An essential assumption of a 

difference-in-differences model is that different groups, the control group and the treatment 
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groups, follow similar trends until the reform. This is called the common trends assumption. 

We will test visually if this assumption is not broken in our section on descriptive statistics.  

 

Important to note is that in our section on descriptive characteristics it becomes apparent that 

there is a lagged effect on the dependent variable satisfaction. Therefore, in all our regressions 

on satisfaction, we will lag our treatment dummy with one year. 

 

Our regression models are inspired by the work of Wooldridge (2019). Wooldridge (2019) has 

created a framework for policy analysis in which we can use multiple control and treatment 

groups over more than two time periods, in which different groups can be treated in different 

time periods. We will run the regressions to determine the average treatment effect on the 

three dependent variable outcomes effort, motivation and satisfaction. 

 

First, we will run regressions that estimate treatment effects across all groups, then we will 

run regressions estimating heterogeneous effects across our first-, second- and third-year 

groups. In this way we measure the treatment effect in multiple ways and by getting the same 

results we increase the reliability of our findings.  

 

4.3.1 Regressions estimating treatment effects across all groups (1) 

Firstly, we will run regressions in which we do not yet differentiate between the 

heterogeneous average treatment effects of first-, second- and third-year students, but we 

will determine the average treatment effect across all treatment groups. We will use a pooled 

OLS regression to estimate the effects using the following model: 

 

𝐷𝑒𝑝𝑉𝑎𝑟𝑖𝑔𝑡 = 𝑡 + 𝑔 + 𝛽𝑥𝑔𝑡 + 𝛾1𝐴𝑔𝑒𝑖𝑔𝑡 + 𝛾2Gender𝑖𝑔𝑡 + 𝛾3Education𝑖𝑔𝑡 + 𝜖𝑖𝑔𝑡 , 

 𝑖 = 1, … , 𝑁𝑔𝑡 ;  𝑔 = 1 (𝑓𝑖𝑟𝑠𝑡 − 𝑦𝑒𝑎𝑟𝑠), 2 (𝑠𝑒𝑐𝑜𝑛𝑑 − 𝑦𝑒𝑎𝑟𝑠), 3 (𝑡ℎ𝑖𝑟𝑑 − 𝑦𝑒𝑎𝑟𝑠); 

𝑡 = 2014, … , 2019 

 

𝐷𝑒𝑝𝑉𝑎𝑟𝑖𝑡   Dependent variable outcome 

     Time fixed effects 

𝛼     Group effects 



26 

 

𝑥     Treatment dummy  

𝛽  Effect of treatment  

𝛾1     Effect of age  

𝛾2     Effect of gender 

𝛾3     Effect of level of education (WO or HBO)  

𝜖𝑖𝑡     Error term 

 

Table 2 shows the values of our treatment dummy 𝑥𝑔𝑡 in this regression model. 

 

Table 2 

Group / year 13/14 14/15 15/16 16/17 17/18 18/19 

3rd year students 0 0 0 0 1 1 

2nd year students 0 0 0 1 1 1 

1st year students 0 0 1 1 1 1 

Values of 𝑥𝑔𝑡 in regressions (1) 

 

Our main variable of interest is 𝛽, since this is an estimation of the average treatment effect. 

Furthermore, in this model we also control for age (𝛾1), gender (𝛾2), and level of education 

(𝛾3). 

 

4.3.2 Regressions estimating heterogeneous treatment effects across groups (2) 

Secondly, we will run regressions in which we will determine the average heterogeneous 

treatment effects for each group (first-, second- and third-year students). A pooled OLS 

regression will be used to estimate the effects using the following model: 

 

𝐷𝑒𝑝𝑉𝑎𝑟𝑖𝑔𝑡 = 𝑡 + 𝑔 + 𝛽1𝑥𝑔𝑡1 + 𝛽2𝑥𝑔𝑡2 + 𝛽3𝑥𝑔𝑡3 + 𝛾1𝐴𝑔𝑒𝑖𝑔𝑡 + 𝛾2Gender𝑖𝑔𝑡

+ 𝛾3Education𝑖𝑔𝑡 + 𝜖𝑖𝑔𝑡 , 

 𝑖 = 1, … , 𝑁𝑔𝑡 ;  𝑔 = 1 (𝑓𝑖𝑟𝑠𝑡 − 𝑦𝑒𝑎𝑟𝑠), 2 (𝑠𝑒𝑐𝑜𝑛𝑑 − 𝑦𝑒𝑎𝑟𝑠), 3 (𝑡ℎ𝑖𝑟𝑑 − 𝑦𝑒𝑎𝑟𝑠); 

𝑡 = 2014, … , 2019 

 

𝐷𝑒𝑝𝑉𝑎𝑟𝑖𝑡   Dependent variable outcome 
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     Time fixed effects 

𝛼     Group effect 

𝑥     Treatment dummy  

𝛽1−3 Effect of treatment (1 = first-year, 2 = second-year, 3 = third-

year) 

𝛾1     Effect of age  

𝛾2     Effect of gender 

𝛾3     Effect of level of education (WO or HBO)  

𝜖𝑖𝑡     Error term 

 

We can observe that this regression model is more complex than the previous regression 

model, as we now have three variables estimating the treatment effect. This is one of the 

advantages of the model we are using, since it can estimate the average treatment effect 

where treatment is staggered across groups (Wooldridge, 2019). For example, first-year and 

second-year students are not treated at the same time. First-year students are treated from 

2015/2016 onwards, whereas second-year students are treated from 2016/2017 onwards. 

Tables 3, 4 and 5 show the values of our treatment dummies 𝑥𝑔𝑡1, 𝑥𝑔𝑡2 and 𝑥𝑔𝑡3 respectively. 

 

Table 3 

Group / year 13/14 14/15 15/16 16/17 17/18 18/19 

3rd year students 0 0 0 0 0 0 

2nd year students 0 0 0 0 0 0 

1st year students 0 0 1 1 1 1 

Values of 𝑥𝑔𝑡1 in regressions (2) 

 

Table 4 

Group / year 13/14 14/15 15/16 16/17 17/18 18/19 

3rd year students 0 0 0 0 0 0 

2nd year students 0 0 0 1 1 1 

1st year students 0 0 0 0 0 0 

Values of 𝑥𝑔𝑡2 in regressions (2) 
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Table 5 

Group / year 13/14 14/15 15/16 16/17 17/18 18/19 

3rd year students 0 0 0 0 1 1 

2nd year students 0 0 0 0 0 0 

1st year students 0 0 0 0 0 0 

Values of 𝑥𝑔𝑡3 in regressions (2) 

 

In this regression model we have three main variables of interest, namely 𝛽1, 𝛽2 and 𝛽3. 𝛽1 

estimates the average treatment effect on first-year students. 𝛽2 estimates the average 

treatment effect on second-year students, and 𝛽3 estimates the average treatment effect on 

third-year students. Just like our other models, we also control for age, gender and level of 

education. 

 

4.3.3 Robustness check 

We will also run a robustness check in our analysis. This will be done by running a placebo 

test. This means that we will estimate a treatment effect for a period in which no treatment 

was present. This will be done for the period between 2013/2014 and 2014/2015. Since no 

treatment effect was present in this period, we should not be finding significant results. This 

placebo test will complement our visual data on testing if the common trends assumption is 

not broken. 

 

Table 6 shows us the values of our treatment dummy in our placebo test. 

 

Table 6 

Group / year 2013/2014 2014/2015 

Third-year students 0 0 

Second-year students 0 1 

First-year students 0 0 

Values of 𝑥𝑔𝑡 in placebo test 
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In our visual data, presented in the section on descriptive statistics, it becomes apparent that 

second-year students in 2014/2015 might follow a different trend and therefore break the 

common trends assumption. This is the reason why we chose to estimate the treatment effect 

with a placebo test for second-year students in 2014/2015. 

 

4.4 Descriptive statistics 

Here, we will look at the descriptive statistics of our sample. Table 7 gives an overview of the 

number of respondents distributed by study year and calendar year, distinguishing between 

the control group (treatment = 0) and the treatment group (treatment = 1). 

 

Table 7 

 

We can see that it is impossible for a specific year of students to have students in both the 

control and treatment groups. This is quite logical when looking at the definition of our 

treatment group. If someone is a first-year student in 2015/2016, they are by definition in the 

treatment group and cannot be part of the control group. In Table 7, we can observe that 

there are more first-year students in our treatment group than in our control group and that 

there are more second-year students and third-year students in our control group than our 

treatment group. We have a high number of respondents within each group, so this should be 

no issue. 

 

In 2015/2016 we can see a considerable drop in students in our control group. This is simply 

because this year there were less respondents to the Studentenmonitor (n.d.) than in other 

years. For example, in 2016 there were 10.857 respondents who completed the survey, whilst 

the 2017 survey gathered 13.588 respondents and the 2018 survey gathered 15.693 

respondents (Studentenmonitor, n.d.). In Table 8 we can observe that during 2015/2016 there 

  Treatment 13/14 14/15 15/16 16/17 17/18 18/19 TOTAL 

First-year 0 1466 1859 - - - - 3325 

  1 - - 1253 557 1003 1213 4026 

Second-year 0 810 1391 758 - - - 2959 

  1 - - - 567 860 999 2426 

Third-year 0 1209 1076 665 910 - - 3860 

 1 - - - - 1071 1163 2234 
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was a considerable difference in percentage of respondents following WO education between 

the treatment and control group. This might be caused by the fact there were less respondents 

in our control group during this year due to a lower number of respondents. We control for 

level of education in our regression model, but our graphical evidence might therefore show 

more unexpected results for second- and third-year students in 2015/2016 (control group) 

due to the difference in level of education compared to first-year students in 2015/2016 

(treatment group). 

 

In table 7 in 2016/2017 we can also recognize a substantial lower number of respondents in 

our treatment groups (first- and second-year students). This can be explained by the fact that 

in this survey a high percentage of respondents misreported either their system of student 

financing or the year in which they are studying. As stated before, these observations have 

been disregarded, since there is no way to correctly determine in which study year these 

students are. When looking at Table 8, we see a noticeable difference in the percentage of 

male respondents and respondents following WO-education when comparing the treatment 

and control group in 2016/2017. This might be caused by the fact that we have less 

observations in our treatment group in 2016/2017 due to misreporting. In our regression 

model we control for gender and level of education, but our graphical evidence might show 

some unexpected results for first- and second-year students in 2016/2017 (treatment group) 

when compared to third-year students in 2016/2017 (control group).  

 

Table 8 

 

We can observe in Table 8 that we have a pretty low number of total male respondents. This 

was also the case in the research done by Broeders et al (2020) and Dalhuijsen (2017). We 

  Treatment 13/14 14/15 15/16 16/17 17/18 18/19 Total 

N 0 3485 4326 1423 910 - - 10144 

  1 - - 1253 1124 2934 3375 8686 

Age (avg) 0 20.53 20.33 20.96 21.40 - - 20.58 

  1 - - 19.50 20.02 20.52 20.50 20.30 

Male % 0 28.55 32.22 27.20 28.90 - - 29.96 

  1 - - 29.13 33.19 33.88 32.56 32.59 

WO % 0 50.22 59.13 50.25 61.87 - - 52.29 

 1 - - 56.50 57.65 61.28 56.15 55.99 
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should encounter no problems with this since we have a high number of respondents and 

control for gender in our regression model. There also seems to be no extreme difference in 

gender between the control and treatment group. 

 

There is a more considerable difference in age between the treatment and control group in 

2015/2016 and 2016/2017. This has a very logical explanation. In 2015/2016, only first-year 

students were included in the treatment group; in 2016/2017, only first- and second-year 

students were included in the treatment group, and from 2017/2018 onwards, third-year 

students were added. Therefore, our treatment group is expected to be quite a bit younger in 

2015/2016 and 2016/2017. When observing the overall average age, we can see that the 

difference between the treatment and control group is quite small. Furthermore, we also 

control for age in our regression analysis. 

 

In Figures 4, 5 and 6, graphs have been provided that show the average reported effort, the 

average reported motivation and the average reported satisfaction respectively for first-, 

second- and third-year students between 2010/2011 and 2018/2019. The moment the 

treatment went into effect has been visualized in the graph by darkening the line in the graph 

for each group of students.  

 

An important assumption for implementing a difference-in-differences model is the common 

trend assumption (Angrist & Pischke, 2015). This means that the different groups should 

follow similar trends in absence of treatment (Angrist & Pischke, 2015). Angrist & Pischke 

(2015) explain that figures like Figure 4, 5 and 6 can be used as evidence for the common 

trends assumption. We will therefore use these figures to determine if the common trends 

assumption is not broken. 

 

In Figure 4, we can observe how reported effort moves along parallel trends for first-, second- 

and third-year students from 2010/2011 until the policy is implemented in 2015/2016 for first-

year students. In Figure 4, we can clearly see how the common trends assumption is upheld. 

We do see second-year students increase a drop in reported effort in 2014/2015 and 

therefore move away from the trend. As stated before, we will use our data on second-year 
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students in 2014/2015 as a placebo treatment in our robustness check to see if we should 

invalidate our results.  

 

The moment the reform is implemented in 2015/2016, we should see that first-year students 

break this common trend as this group is now the only treated group. We can see this happen 

in Figure 4. In 2016/2017, both first- and second-year students were treated. We can see here 

how reported effort increases for second-year students, but not nearly as much as it did for 

first-year students when they were treated for the first time. Therefore, we might not find a 

significant result for this group of students. One year later, in 2017/2018, also third-year 

students are treated, and we can see that this group of students is now also enjoys an increase 

in their reported effort.  

 

Our visual data here is in line with our first hypothesis which states that we expect an increase 

in reported effort in our treatment group. 

 

Figure 4 
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Figure 5 provides us with a graph for the reported motivation of students. We can see clearly 

how a common trend is visible between first- and third-year students. But, especially for the 

after 2013/2014 we can observe how second-year students follow a different trend. We will 

test in our robustness check if this different trend invalidates our regression results. 

 

It is visible how first-year students enjoyed a considerable increase in motivation between 

2014/2015 and 2015/2016, the moment the 2015 reform went into effect. But we can also 

see that second- and third-year students also see an increase in reported motivation 

simultaneously. It is therefore interesting to see if this yields a significant result. One year 

later, when second-year students also get treated, it becomes apparent that they enjoy the 

highest increase among the different groups in reported motivation. In 2017/2018, third-

year students get treated as well, but we do not see an increase in motivation.  

 

Again, our visual date here is in line with our second hypothesis, which states that we expect 

to see an increase in reported motivation upon treatment. 

 

Figure 5 
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A graph of the average reported satisfaction amongst the different groups is provided in Figure 

6. When looking at our visual data, we can observe that satisfaction decreases for all groups 

one year after treatment is implemented for these groups, which is in line with our second 

hypothesis. As stated before, for satisfaction we will use a lagged treatment dummy, to 

measure average treatment effect one year after implementation of the reform. Once again, 

we can see how after 2013/2014 second-year students follow a different trend then first- and 

third-year students do. Our robustness check will therefore decide if a different trend for 

second-year students is actually present.  

 

Figure 6 

 

 

In Figures 4, 5 and 6 we have observed how our three groups follow parallel trends. This is 

especially the case for first- and third-year students. We do notice some different trends for 

second-year students mainly in 2013/2014 and 2014/2015. As stated multiple times before, 

our robustness check should give us more insight if there actually is a different trend present 

here. 
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5. Results 

In this chapter we will show our regression results on the dependent variables reported effort, 

motivation and satisfaction in tables 9, 10 and 11 respectively. Coefficients shown in the 

columns under (1) are results from our regressions that estimate effects across all our groups.  

Coefficients shown in the columns under (2) are results from our regressions that estimate 

heterogeneous effects for each treatment group. We will connect our findings with our 

hypotheses. Furthermore, we will also look at results from our robustness check. 

 

5.1 Reported effort 

Table 9 shows the results of our regressions for the dependent variable reported effort. 

 

In column (1) in table 9 we can observe that we have found a significant positive effect across 

all treated groups. We have found an average treatment effect of 0.046 (p < 0.05) across all 

treated observations. This means that students in our treatment group reported 0.046 more 

effort on average due to being treated. Reported effort is measured on a scale of 1 to 5. 

Furthermore, we find that age has a small negative effect on reported effort, whilst gender 

has a more substantial effect on reported effort. Being female also affects reported effort 

positively by 0.134 (p < 0.01). 

 

When looking at column (2), we have also found heterogeneous significant positive effects for 

treated first- and third-year students. Treated first-year students report 0.049 (p < 0.05) more 

effort, whereas third-year students report 0.055 (p < 0.05) more effort. No significant effect 

was found for treated second-year students. Furthermore, we can also see that third-year 

students in general report more effort (0.101, p < 0.01). 

 

To put our results for treated students in perspective, the average reported effort through the 

years in our entire dataset was 3.410. This means that an increase of 0.049 (p < 0.05) that 

treated first-year students experienced is a 1.44% portion of the average reported effort in 

our entire dataset. This percentage would be 1.61% for treated third-year students. 

  



36 

 

 

 

Table 9 Reported effort   

  (1) (2) 

Treatment dummy  
0.046**  

(0.022)   

Treatment dummy 
first-years 

 0.049** 

  (0.025) 

Treatment dummy 
second-years 

  0.028 

  (0.27) 

Treatment dummy 
third-years 

  0.055** 

  (0.027) 

Age 
-0.018*** -0.017*** 

(0.004) (0.004) 

Gender (female) 
0.134*** 0.136*** 

(0.011) (0.011) 

WO Education 
0.015 0.014 

(0.010) (0.010) 

Second-year 
students 

0.013 0.023 

(0.013) (0.018) 

Third-year students 
0.102*** 0.101*** 

(0.015) (0.019) 

2014/2015 
-0.007 -0.008 

(0.015) (0.015) 

2015/2016 
0.052*** 0.049** 

(0.020) (0.021) 

2016/2017 
0.045** 0.048** 

(0.022) (0.023) 

2017/2018 
0.054** 0.054** 

(0.027) (0.027) 

2018/2019 
0.004 0.004 

(0.027) (0.027) 

Intercept 
3.439*** 3.437*** 

(0.091) (0.091) 

N 18,647 18,647 

Standard errors in parantheses *p<0.10; **p<0.05; ***p<0.01 
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5.2 Reported motivation 

Table 10 shows us the results of our regressions for the dependent variable reported 

motivation. 

 

In table 10 under column (1) we can see that we have found a significant positive effect across 

all groups. The average treatment effect across all treated observations is 0.065 (p < 0.05). 

This means that students in our treatment group report 0.065 more motivation than students 

in our control group. Reported motivation has been measured on a scale of 1 to 5.  

 

When looking under column (2) we can observe that we find positive significant effects for 

second-year and third-year students. Treated second-year students report 0.110 (p < 0.01) 

more motivation than second-year students in our control group. Treated third-year students 

report 0.091 (p < 0.05) more motivation than third-year students in our control group. Treated 

first-year students report 0.015 more motivation, but this result is not significant.  

 

Next to these results, we can also observe under both columns that being female and being 

educated on WO-level has positive significant effects on students’ motivation. Furthermore, 

second-year and third-year students report less motivation in general. Second-year students 

report -0.104 (p < 0.01) less motivation, whilst third-year students report -0.102 (p < 0.01) less 

motivation.  

 

When putting our results into perspective again we can see that the average reported 

motivation is 3.830, which means that the average treatment effect of 0.110 for our treated 

second-year students is a 2.87% increase when comparing it to the average reported 

motivation across our entire dataset. For third-year students this would be 2.38%. 

 

Since we have found statistically significant results in Table 9 and Table 10 which indicate an 

increase in reported effort and motivation the null hypothesis for our first hypothesis can be 

rejected. 
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Table 10 Reported motivation  

 (1) (2) 

Treatment dummy 
0.065**  

(0.030)  

Treatment dummy first-
years 

 0.015 
 (0.034) 

Treatment dummy 
second-years 

 0.110*** 
 (0.037) 

Treatment dummy third-
years 

 0.091** 

 (0.038) 

Age 
-0.014** -0.014** 

(0.006) (0.006) 

Gender (female) 
0.049*** 0.046*** 

(0.015) (0.015) 

WO Education 
0.115*** 0.116*** 

(0.014) (0.014) 

Second-year students 
-0.083*** -0.130*** 

(0.018) (0.025) 

Third-year students 
-0.012 -0.048** 

(0.022) (0.027) 

2014/2015 
0.023 0.024 

(0.021) (0.021) 

2015/2016 
0.093*** 0.115*** 

(0.027) (0.028) 

2016/2017 
0.005 0.012 

(0.031) (0.032) 

2017/2018 
-0.050 -0.052 

(0.038) (0.038) 

2018/2019 
-0.132*** -0.134*** 

0.038 (0.038) 

Intercept 
3.880*** 3.899*** 

(0.135) (0.135) 

N 18,628 18,628 

Standard errors in parantheses *p<0.10; **p<0.05; ***p<0.01 
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5.3 Reported satisfaction 

Table 11 shows us the results of our regressions for the dependent variable reported 

satisfaction. 

 

Under column (1) in table 11 we can find that treated students report 0.041 less satisfaction, 

but the result is not significant. Under column (2) we only find a significant result for treated 

first-year students with an average treatment effect of -0.078 (p < 0.01). This means that 

treated first-year students report 0.078 less satisfaction on a scale of 1 to 5 than students in 

our control group. For treated second- and third-year students we do not find a significant 

result. 

 

We also find that female students report 0.013 (p < 0.05) less satisfaction than males, and that 

students following WO education report 0.215 (p < 0.01) more satisfaction than HBO students. 

Second and third-year students both report less satisfaction than first-year students in 

general. 

 

Again, we will put our results in perspective. The average reported satisfaction in our entire 

dataset was 3.971. The decrease in satisfaction that treated first-year students experience is 

a 1.96% portion of the average reported satisfaction in our dataset. 

 

For our second hypothesis, we cannot reject our null hypothesis since we have only found a 

significant result for treated first-year students in table 11. We have also not been able to find 

a significant result across our entire treatment group. 
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Table 11 Reported satisfaction   

  (1) (2) 

Lagged treatment 
dummy  

-0.041  
(0.027)   

Lagged treatment 
dummy first-years 

 -0.078*** 

  (0.030) 

Lagged treatment 
dummy second-years 

  0.016 

  (0.033) 

Lagged treatment 
dummy third-years 

  -0.026 

  (0.039) 

Age 
-0.013** -0.013** 

(0.005) (0.005) 

Gender (female) 
-0.044*** -0.043*** 

(0.012) (0.012) 

WO Education 
0.214*** 0.215*** 

(0.012) (0.012) 

Second-year 
students 

-0.070*** -0.104*** 

(0.015) (0.018) 

Third-year students 
-0.084*** -0.102*** 

(0.018) (0.020) 

2014/2015 
0.016 0.017 

(0.017) (0.017) 

2015/2016 
0.063*** 0.063*** 

(0.018) (0.018) 

2016/2017 
-0.047** -0.034 

(0.023) (0.023) 

2017/2018 
-0.046* -0.048** 

(0.025) (0.026) 

2018/2019 
-0.042 -0.048 

(0.033) (0.033) 

Intercept 
4.05*** 4.06*** 

(0.113) (0.113) 

N 18,616 18,616 

Standard errors in parantheses *p<0.10; **p<0.05; ***p<0.01 
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5.4 Robustness check 

Table 12 shows us the results of our robustness check. 

 

For our robustness check, we used a placebo as treatment. Since our visual data showed that 

second-year students in 2014/2015 might follow a different trend, we introduced a placebo 

treatment for second-year students in 2014/2015 in our robustness check. 

 

In table 12 we can see that we do not find a significant result for reported effort. We also do 

not find a significant result for reported satisfaction. We can therefore assume that second-

year students do not follow a different trend in 2014/2015 for these dependent variables, and 

we have therefore been able to interpret our coefficients in table 9 and table 11 correctly. 

 

We do find a significant result for reported motivation. Our placebo treatment group reports 

0.070 (p < 0.05) less motivation than our control group. We should therefore interpret our 

coefficients from table 10 with regards to second-year students more carefully. Since this 

placebo effect (-0.070) is smaller than the positive significant treatment effect we have found 

in table 10 (0.110), it is still very possible that there is a positive effect. But since our 

robustness check tells us that second-year students in 2014/2015 follow a different trend 

when it comes down to motivation, we should not make hasty conclusions about second-year 

students when looking at motivation.  
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Table 12 Reported effort Reported motivation Reported satisfaction 

        

Treatment dummy  
-0.015 -0.070**  
(0.025) (0.034)   

Lagged treatment 
dummy 

  -0.028 

    (0.033) 

Age 
-0.018*** -0.015** -0.013** 

(0.004) (0.006) (0.005) 

Gender (female) 
0.136*** 0.045*** -0.044*** 

(0.011) (0.015) (0.012) 

WO Education 
0.016 0.117*** 0.213*** 

(0.010) (0.014) (0.012) 

Second-year students 
0.010 -0.074*** -0.063*** 

(0.014) (0.020) (0.016) 

Third-year students 
0.091*** -0.027 -0.073*** 

(0.014) (0.021) (0.017) 

2014/2015 
-0.003 0.043* 0.016 

(0.017) (0.023) (0.017) 

2015/2016 
0.072*** 0.122*** 0.072*** 

(0.017) (0.023) (0.020) 

2016/2017 
0.071*** 0.042 -0.059*** 

(0.018) (0.026) (0.021) 

2017/2018 
0.100*** 0.015 -0.072*** 

(0.016) (0.023) (0.020) 

2018/2019 
0.050*** -0.068*** -0.083*** 

(0.016) (0.023) (0.019) 

Intercept 
3.444*** 3.881*** 4.044*** 

(0.091) (0.135) (0.113) 

N 18,647 18,628 18,616 

Standard errors in parantheses *p<0.10; **p<0.05; ***p<0.01 
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6. Conclusion & discussion 

In this section of the thesis, we will draw conclusions, discuss academic and practical 

implications, discuss the limitations of this research and make suggestions for future research. 

 

6.1 Conclusions 

This thesis introduced the 2015 reform and showed the criticism this reform has received 

within Dutch society. The main criticism is that the 2015 reform caused extra stress for 

students due to stricter finances. Another point of criticism was that the reform promised to 

invest the money saved by abolishing the basic grant back into the higher education system. 

Reports showed that this happened insufficiently. Therefore we phrased the following 

research question: What is the effect of the Dutch 2015 study grant reform on Dutch students’ 

reported effort, motivation and satisfaction? 

 

Our first hypothesis stated that we expected treated students to report an increase in effort 

and motivation. This hypothesis was based on rational choice theory, which states that 

individuals show rational behavior to reach their own goals (Simon, 1990; Griggs, 2017; 

Hindmoor & Taylor, 2017). Due to an extra financial incentive, we expected that students 

would prefer to graduate quicker. According to rational choice theory (Simon, 1990; Griggs, 

2017; Hindmoor & Taylor, 2017), we then expected that students would choose to put in more 

effort and be more motivated to graduate quicker. The marginal rate of substitution 

(Hindmoor & Taylor, 2017; The Core Team, 2017) would change in such a way that students 

now would give up less units of “speed of graduation” in order to gain extra units of “free 

time”. We have indeed seen in our analysis how treated students reported significantly more 

effort and motivation. When looking at heterogeneous effects across our groups, we noticed 

that first- and third-year students reported significantly more effort and that second- and 

third-year students reported more motivation. These results were in line with our first 

hypothesis. 

 

Important to note is that the effects in our findings are quite small. The increases in reported 

effort and motivation are only 2.87% at the most when compared to the average score in our 

entire dataset through the years.  
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Our second hypothesis stated that reported satisfaction for treated students would decrease 

due to the 2015 reform. Our argumentation here was that utility would go down due to the 

shift of indifference curves. Furthermore we expected satisfaction to decrease since Alves & 

Raposo (2007) stated that expectations of quality of education is a predictor for satisfaction. 

Reports (NOS, 2019) stating that promised investments did not happen might therefore lower 

student satisfaction. Our results do not show a significant result for our treatment group 

regarding our second hypothesis. We did find a significant result for first-year students, which 

stated that first-year students are less satisfied with their studies. But this is not enough to 

reject our null hypothesis. 

 

Our analysis has answered the research question by demonstrating that treated students have 

reported slightly more effort and motivation which is an effect of the 2015 reform. Therefore, 

the introduction of the Dutch loan system (2015 reform) has had a positive effect on students’ 

effort and motivation. 

 

6.2 Academic & practical implications 

This research paper is one of the first to research the effect of a change in student financial 

aid structures on students’ reported effort, motivation and satisfaction in the Netherlands. 

This research design has been successful in identifying these effects, and it is therefore 

recommendable to research if changes in financial aid structures in other countries have the 

same effect using this research design. 

 

For policymakers, we can conclude that changing a student financial aid structure from a 

grant-like structure to a structure that is more in line with an income-contingent loan structure 

might increase students’ effort and motivation. Since student’s effort and motivation 

increased, it seems that this goal of the 2015 reform has been reached. Therefore this thesis 

gives valuable insight for governments from other countries that contemplate a change in 

student financial aid structure. 
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6.3 Limitations & suggestions for further research 

Our research has some important limitations. First, we have only been able to analyze four 

years after the implementation of the 2015 reform. This means that we only have two data 

points for third-year students. Therefore, we cannot conclude if the effects we have found are 

long-term effects. It might be possible that future research that can include five extra years of 

data after the 2015 reform finds different results. Therefore, it is recommended to do further 

research on this subject in some years. 

 

A second limitation is that our similar trends assumption does not 100% hold for second-year 

students in 2014/2015. Therefore there might be a mistake in the dataset for second-year 

students in 2014/2015, causing a break in this trend.  

 

Another limitation is that the Studentenmonitor (n.d.) started using different datasets after 

2016. The survey stayed the same, but the datasets were coded differently. In our research, 

we are confident that everything has been recoded accordingly in order to compare the same 

variables across the datasets. But this may also mean that the survey was distributed 

differently, using different software or channels to spread the survey. If this is the case, then 

our data from 2015/2016 onwards may be less comparable to the data from before 

2015/2016. 

 

Furthermore, we have used self-reported measures for each measure used in this analysis. It 

is, of course, quite hard to measure effort, motivation and satisfaction differently, but this 

might be a threat to the internal validity. For example, when a respondent fills out the survey, 

the time of day and weather might influence their answers. A student might feel less 

motivated for their studies and less satisfied with their studies when answering the survey 

late at night or during bad weather. These variables have not been recorded, and we can 

therefore not control for them in our analysis. 

 

It is suggested to do more research on this topic in the future by looking at different countries 

that are part of the Eurostudent project. Countries within the Eurostudent project use 

comparable variables. Therefore, it is interesting to see if we can find similar results in other 
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countries that change their student financial aid structure. This will create more 

understanding of the effect of student financial aid structures on students’ effort, motivation 

and satisfaction. 

 



47 

 

7. References 

 

Alves, H. & Raposo, M. (2007). Conceptual Model of Student Satisfaction in Higher Education 

in Total Quality Management 18 (5), 571 - 588 

 

Angrist, J.D. & Piscke, J.S. (2015). ‘Mastering Metrics. Princeton University Press 

 

Astin, A.W. (1975). Preventing Students from Dropping Out. Jossey-Bass 

 

Broeders, T., Been, J.; Knoef, M. (2020). Ouders springen meer bij door het afschaffen van de 

basisbeurs voor studenten in Economische Statistische Berichten. Retrieved from 

https://www.netspar.nl/publicatie/ouders-springen-meer-bij-door-het-afschaffen-van-de-

basisbeurs-voor-studenten/ on July 1st, 2022 

 

Broek, A. van den, Cuppen, J., Korte, K. de & Warps, J. (2020). Beleidsdoorlichting artikel 11 

Studiefinanciering. Retrieved from http://www.researchned.nl/wp-

content/uploads/2020/07/111906040-Beleidsdoorlichting-studiefinanciering.pdf on April 

17th, 2022 

 

Caroll, D.C. (1987). Student Financial Assistance and Consequences. Presented at the 147th 

Annual Meeting of the American Statistical Association, San Francisco 

 

CBS. (2019). Studenten lenen vaker en meer. Retrieved from https://www.cbs.nl/nl-

nl/nieuws/2019/41/studenten-lenen-vaker-en-meer on April 17th, 2022 

 

CBS. (2021). Hoe vergaat het studenten in het leenstelsel? Retrieved from 

https://www.cbs.nl/nl-nl/longread/statistische-trends/2021/hoe-vergaat-het-studenten-in-

het-leenstelsel- on April 17th, 2022 

 

Chory-Assad, R.M. (2002). Classroom justice: Perceptions of fairness as a predictor of student 

motivation, learning, and aggression in Communication Quarterly 50 (1), 58 - 77 

https://www.netspar.nl/publicatie/ouders-springen-meer-bij-door-het-afschaffen-van-de-basisbeurs-voor-studenten/
https://www.netspar.nl/publicatie/ouders-springen-meer-bij-door-het-afschaffen-van-de-basisbeurs-voor-studenten/
http://www.researchned.nl/wp-content/uploads/2020/07/111906040-Beleidsdoorlichting-studiefinanciering.pdf
http://www.researchned.nl/wp-content/uploads/2020/07/111906040-Beleidsdoorlichting-studiefinanciering.pdf
https://www.cbs.nl/nl-nl/nieuws/2019/41/studenten-lenen-vaker-en-meer
https://www.cbs.nl/nl-nl/nieuws/2019/41/studenten-lenen-vaker-en-meer
https://www.cbs.nl/nl-nl/longread/statistische-trends/2021/hoe-vergaat-het-studenten-in-het-leenstelsel-
https://www.cbs.nl/nl-nl/longread/statistische-trends/2021/hoe-vergaat-het-studenten-in-het-leenstelsel-


48 

 

 

Clemes, M.D., Gan, C.E.C. & Kao, T. (2008). University Student Satisfaction: An Empirical 

Analysis in Journal of Marketing for Higher Education 17 (2), 292 - 325 

 

Coalitieakkoord. (2021). Coalitieakkoord: omzien naar elkaar, vooruitkijken naar de toekomst. 

Retrieved from 

https://www.kabinetsformatie2021.nl/documenten/publicaties/2021/12/15/coalitieakkoord

-omzien-naar-elkaar-vooruitkijken-naar-de-toekomst on March 15, 2022 

 

The Core Team. (2017). The Economy. Oxford University Press 

 

Dalhuijsen, J.J.G. (2017). The Effects of Student Financing on Employment, Parental 

Contributions and Expenditure. Master Thesis Public Administration: Economics & Governance 

 

Devadoss, S. & Foltz, J. (1996). Evaluation of Factors Influencing Student Class Attendance and 

Performance in American Journal of Agricultural Economics 78 (3), 499 - 507 

 

DUO. (n.d.a). Oud stelsel hbo en universiteit. Retrieved from https://duo.nl/particulier/oud-

stelsel-hbo-en-universiteit.jsp on April 12, 2022 

 

DUO. (n.d.b). Aanvullende beurs of toelage. Retrieved from 

https://duo.nl/particulier/aanvullende-beurs-of-toelage/ on April 12, 2022 

 

DUO. (n.d.c). Studentenreisproduct. Retrieved from https://duo.nl/particulier/ov-en-reizen/ 

on April 14, 2022 

 

DUO. (n.d.d). Schuld terugbetalen. Retrieved from https://duo.nl/particulier/studieschuld-

terugbetalen/ on April 14, 2022 

 

DUO. (n.d.e). Rentepercentage. Retrieved from 

https://duo.nl/apps/rentepercentage/index.html on April 14, 2022 

https://www.kabinetsformatie2021.nl/documenten/publicaties/2021/12/15/coalitieakkoord-omzien-naar-elkaar-vooruitkijken-naar-de-toekomst
https://www.kabinetsformatie2021.nl/documenten/publicaties/2021/12/15/coalitieakkoord-omzien-naar-elkaar-vooruitkijken-naar-de-toekomst
https://duo.nl/particulier/oud-stelsel-hbo-en-universiteit.jsp
https://duo.nl/particulier/oud-stelsel-hbo-en-universiteit.jsp
https://duo.nl/particulier/aanvullende-beurs-of-toelage/
https://duo.nl/particulier/ov-en-reizen/
https://duo.nl/particulier/studieschuld-terugbetalen/
https://duo.nl/particulier/studieschuld-terugbetalen/
https://duo.nl/apps/rentepercentage/index.html


49 

 

 

DUO. (n.d.f). Lenen. Retrieved from https://duo.nl/particulier/studiefinanciering/lenen.jsp on 

April 14, 2022 

 

EconGraphs (n.d.). Indifference Curves. Retrieved from 

https://www.econgraphs.org/graphs/micro/consumer_theory/indifference_curves?textboo

k=default on July 5th, 2022 

 

Elliott, K.M. (2002). Key Determinants of Student Satisfaction in Journal of College Student 

Retention 4 (3), 271 – 279 

 

Fulmer, S.M. & Frijters, J.C. (2009). A Review of Self-Report and Alternative Approaches in the 

Measurement of Student Motivation in Educational Psychology Review 21 (3), 219 – 246 

 

Griggs, S. (2017). Rational Choice in Public Policy: The Theory in Critical Perspective in 

Handbook of Public Policy Analysis (199 – 212). Routledge 

 

Hindmoor, A. & Taylor, B. (2017). Rational Choice. Bloomsbury Publishing 

 

ISO. (2019). Onderzoek: groot aandeel lenende studenten ervaart prestatiedruk en psychische 

klachten door leenstelsel. Retrieved from https://iso.nl/2019/01/onderzoek-groot-aandeel-

lenende-studenten-ervaart-prestatiedruk-en-psychische-klachten-door-leenstelsel/ on 

March 15, 2022 

 

Jacobs, B. & Van der Ploeg, F. (2006). Guide to Reform of Higher Education: A European 

Perspective in Economic Policy 21 (47), 537 – 592 

 

Johnstone, D.B. (2008). Student loans in international perspective: Promises and failures, 

myths and partial truths. State University of New York, Centre for Comparative and Global 

Studies in Education. 

 

https://duo.nl/particulier/studiefinanciering/lenen.jsp
https://www.econgraphs.org/graphs/micro/consumer_theory/indifference_curves?textbook=default
https://www.econgraphs.org/graphs/micro/consumer_theory/indifference_curves?textbook=default
https://iso.nl/2019/01/onderzoek-groot-aandeel-lenende-studenten-ervaart-prestatiedruk-en-psychische-klachten-door-leenstelsel/
https://iso.nl/2019/01/onderzoek-groot-aandeel-lenende-studenten-ervaart-prestatiedruk-en-psychische-klachten-door-leenstelsel/


50 

 

Jones, B.D. (1999). Bounded Rationality in Annual Review of Political Science 2 (1). 297 - 321 

 

Leslie, L.L. & Brinkman, P.T. (1988). The Economic Value of Higher Education. Joessey-Bass 

 

Jensen, E.L. (1981). Student Financial Aid and Persistence in College in The Journal of Higher 

Education 52 (3), 280 - 294 

 

Krohn, G.A. & O’Connor, C.M. (2005). Student Effort and Performance over the Semester in 

The Journal of Economic Education 36 (1), 3 – 28 

 

Martin, A.J. (2001). The Student Motivation Scale: A tool for measuring and enhancing 

motivation in Australian Journal of Guidance and Counselling 11, 1 - 20 

 

Minister van Onderwijs, Cultuur en Wetenschap. (2022). Studiefinanciering. Retrieved from 

https://www.tweedekamer.nl/kamerstukken/brieven_regering/detail?id=2022Z05764&did=

2022D11774 on April 15, 2022 

 

Moretti, E. (2004). Estimating the social return to higher education: evidence from 

longitudinal and repeated cross-sectional data in Journal of Econometrics 121 (2004), 175 – 

212 

 

Natriello, G. & McDill, E.L. (1986). Performance Standards, Student Effort on Homework and 

Academic Achievement in Sociology of Education 59 (1), 18 - 31 

 

Needham, D. (1978). Student Effort, Learning, and Course Evaluation in The Journal of 

Economic Education 10 (1), 35 - 43 

 

NOS. (2014). Invoering leenstelsel “op koers”. Retrieved from https://nos.nl/artikel/701405-

invoering-leenstelsel-op-koers on April 11, 2022 

 

https://www.tweedekamer.nl/kamerstukken/brieven_regering/detail?id=2022Z05764&did=2022D11774
https://www.tweedekamer.nl/kamerstukken/brieven_regering/detail?id=2022Z05764&did=2022D11774
https://nos.nl/artikel/701405-invoering-leenstelsel-op-koers
https://nos.nl/artikel/701405-invoering-leenstelsel-op-koers


51 

 

NOS. (2019). Het leenstelsel ontleed: waar is het geld van de afschaffing basisbeurs gebleven? 

Retrieved from https://nos.nl/artikel/2301562-het-leenstelsel-ontleed-waar-is-het-geld-van-

afschaffing-basisbeurs-gebleven on March 15, 2022 

 

NOS. (2021). Studenten teleurgesteld over compensatie leenstelsel: hebben we niets aan. 

Retrieved from https://nos.nl/artikel/2409814-studenten-teleurgesteld-over-compensatie-

leenstelsel-hebben-we-niets-aan on March 15, 2022 

 

Oosterbeek, H. (1998). An Economic Analysis of Student Financial Aid Schemes in European 

Journal of Education 33 (1), 21 -29. 

 

Parool. (2022). Kabinet wil thuiswonende student vanaf 2023 basisbeurs van 91 euro geven. 

Retrieved from https://www.parool.nl/nieuws/kabinet-wil-thuiswonende-student-vanaf-

2023-basisbeurs-van-91-euro-

geven~ba194afb/?referrer=https%3A%2F%2Fwww.google.com%2F on April 11, 2022 

 

Pribyl, C.B., Sakamoto, M. & Keaten, J.A. (2004). The Relationship between nonverbal 

immediacy, student motivation, and perceived cognitive learning among Japanese college 

students in Japanese Psychological Research 46 (2), 73 - 85 

 

Schertzer, C.B. & Schertzer, S.M.B. (2004). Student Satisfaction and Retention: A Conceptual 

Model in Journal of Marketing for Higher Education 14 (1), 79 – 91 

 

Simon, H. (1955). A Behavioral Model of Rational Choice in The Quarterly Journal of Economics 

69 (1), 99 - 118 

 

Simon, H. (1990). Bounded rationality in Utility and probability, 15 – 18 

 

St. John, E.P. (1989). The Influence of Student Aid on Persistence in Journal of Student 

Financial Aid 19 (3), 52 – 68 

 

https://nos.nl/artikel/2301562-het-leenstelsel-ontleed-waar-is-het-geld-van-afschaffing-basisbeurs-gebleven
https://nos.nl/artikel/2301562-het-leenstelsel-ontleed-waar-is-het-geld-van-afschaffing-basisbeurs-gebleven
https://nos.nl/artikel/2301562-het-leenstelsel-ontleed-waar-is-het-geld-van-afschaffing-basisbeurs-gebleven
https://nos.nl/artikel/2409814-studenten-teleurgesteld-over-compensatie-leenstelsel-hebben-we-niets-aan
https://nos.nl/artikel/2409814-studenten-teleurgesteld-over-compensatie-leenstelsel-hebben-we-niets-aan
https://www.parool.nl/nieuws/kabinet-wil-thuiswonende-student-vanaf-2023-basisbeurs-van-91-euro-geven~ba194afb/?referrer=https%3A%2F%2Fwww.google.com%2F
https://www.parool.nl/nieuws/kabinet-wil-thuiswonende-student-vanaf-2023-basisbeurs-van-91-euro-geven~ba194afb/?referrer=https%3A%2F%2Fwww.google.com%2F
https://www.parool.nl/nieuws/kabinet-wil-thuiswonende-student-vanaf-2023-basisbeurs-van-91-euro-geven~ba194afb/?referrer=https%3A%2F%2Fwww.google.com%2F


52 

 

St. John, E.P. (1990). Price Response in Persistence Decisions: An Analysis of the High School 

and Beyond Senior Cohort in Research in Higher Education 31 (4), 387 - 403 

 

St. John, E.P. (1991). The Impact of Student Financial Aid: A Review of Recent Research in 

Journal of Student Financial Aid 21 (1), 18-31 

 

Studentenmonitor. (n.d.) Studentenmonitor. Retrieved from 

https://www.studentenmonitor.nl/?/tekst/opzet on March 15, 2022 

 

Staatsblad. (2015). Wet van 21 januari 2015 tot wijziging van onder meer de Wet 

studiefinanciering 2000 in verband met de introductie van een nieuw stelsel van 

studiefinanciering in het hoger onderwijs en de uitvoering van een toekomstgerichte 

onderwijsagenda voor het hoger onderwijs (Wet studievoorschot hoger onderwijs). Retrieved 

from 

https://www.eerstekamer.nl/behandeling/20150210/publicatie_wet_3/document3/f=/vjrac

ohlhwza.pdf on April 14, 2022 

 

Terkla, D.C. (1985). Does Financial Aid Enhance Undergraduate Persistence? In Journal of 

Student Financial Aid 15 (3), 11-18 

 

Tinto, V. (1990). Sociological View of Student Persistence. Presented at the Seventh Annual 

NASSGP/NCHELP Research Network, Washington, DC. 

 

Tweede Kamer der Staten-Generaal. (1985). Memorie van antwoord: Wet op de 

studiefinanciering. Retrieved from 

https://repository.overheid.nl/frbr/sgd/19851986/0000117543/1/pdf/SGD_19851986_0003

829.pdf on April 18, 2022 

 

Tweede Kamer der Staten-Generaal. (2014). Memorie van toelichting: Wijziging van onder 

meer de Wet studiefinanciering 2000 in verband met de introductie van een nieuw stelsel van 

studiefinanciering in het hoger onderwijs en de uitvoering van een toekomstgerichte 

https://www.studentenmonitor.nl/?/tekst/opzet
https://www.eerstekamer.nl/behandeling/20150210/publicatie_wet_3/document3/f=/vjracohlhwza.pdf
https://www.eerstekamer.nl/behandeling/20150210/publicatie_wet_3/document3/f=/vjracohlhwza.pdf
https://repository.overheid.nl/frbr/sgd/19851986/0000117543/1/pdf/SGD_19851986_0003829.pdf
https://repository.overheid.nl/frbr/sgd/19851986/0000117543/1/pdf/SGD_19851986_0003829.pdf


53 

 

onderwijsagenda voor het hoger onderwijs (Wet studievoorschot hoger onderwijs). Retrieved 

from 

https://www.tweedekamer.nl/debat_en_vergadering/plenaire_vergaderingen/details/activi

teit?id=2014A04537 on July 4th, 2022 

 

Wet studiefinanciering 2000. (2022). Wet studiefinanciering 2000. Retrieved from 

https://wetten.overheid.nl/BWBR0011453/2022-03-

23/0#Hoofdstuk3_Paragraaf3.5_Artikel3.18 on April 12, 2022 

 

Wooldridge, J.M. (2019). Introductory Econometrics: A Modern Approach (7th edition). 

Cengage Learning 

 

Zimmerman F.J. & Carter, M.R. (2003). Asset smoothing, consumption smoothing and the 

reproduction of inequality under risk and subsistence constraints in Journal of Development 

Economics 71 (2003), 233 – 260 

 

 

 

https://www.tweedekamer.nl/debat_en_vergadering/plenaire_vergaderingen/details/activiteit?id=2014A04537
https://www.tweedekamer.nl/debat_en_vergadering/plenaire_vergaderingen/details/activiteit?id=2014A04537
https://wetten.overheid.nl/BWBR0011453/2022-03-23/0#Hoofdstuk3_Paragraaf3.5_Artikel3.18
https://wetten.overheid.nl/BWBR0011453/2022-03-23/0#Hoofdstuk3_Paragraaf3.5_Artikel3.18

	1. Introduction
	1.1 Motivation and societal relevance
	1.2 Research question and scientific relevance
	1.3 Rational choice theory
	1.4 Reading guide

	2. Institutional background
	2.1 Situation before the 2015 reform
	2.2 2015 reform
	2.3 2023 reform

	3. Literature review
	3.1 Student financial aid structures
	3.2 Rational choice theory
	3.3 Student effort and motivation
	3.4 Student satisfaction
	3.5 Other research
	3.6 Relevancy for our research
	3.7 Hypotheses

	4. Research design
	4.1 Dataset
	4.2 Operationalization of effort, motivation and satisfaction
	4.3 Treatment group and regression models
	4.4 Descriptive statistics

	5. Results
	5.1 Reported effort
	5.2 Reported motivation
	5.3 Reported satisfaction
	5.4 Robustness check

	6. Conclusion & discussion
	6.1 Conclusions
	6.2 Academic & practical implications
	6.3 Limitations & suggestions for further research

	7. References

