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Eloszo

az Uj kutatdsok a neveléstudomdanyokban 2020. évi kétetéhez

Az Uj Kutatasok a Neveléstudomanyokban — amely a 2020. évi
debreceni Orszagos Neveléstudomanyi Konferencia (ONK) valogatott
el6adasait tartalmazza — évfordulos kotet. Nem azért, mintha a sorozat
kerek évfordulot ért volna meg, hanem azért, mert a konferencia —
amelynek terméke — elérte a huszadik évfordulot. Méltd tehat
megemlékezni rola.

Ma mar jobban latjuk, kezdetben inkabb csak kétkedés fogadta,
hogy az ONK-k megalapitasa, megszervezése ¢s lefolytatasa
fordulatot hozott a hazai neveléstudoméanyban. Nem mintha nem
lettek volna az ONK el6tt is pedagogus konferencidk. A pedagogus
szakma hires-hirhedt volt a sok gytilésrél, tovabbképzésrdl kdzponti
tajékoztatasrol és “fejtagitokrol”, amelyeken minden rendd-ranga
pedagdgus tobb-kevesebb lelkesedéssel és elkotelezettséggel vett
részt, kiilondsen ha “kozponti eldadot” sikeriilt megnyerni hozza.
Egész foglalkozas nétt ki ebbdl, elére iitemezett és lekotott
el6adasokkal, eldkészitett és nem ritkan akar tobbszor is elmondott
prezentaciokkal, amelyek helyszinei legtobbszor az egykori
pedagdgus tovabbképzo intézetek voltak. Mas tarsadalomtudomanyok
képviseldinek nagy ritkdn jutott olyan megtiszteltetés, hogy
meghivtak valahova eléadni — mikdzben a pedagogusok valosaggal
duskaltak az el6adasok lehetoségei vagy éppen kotelezettségei kozott.
Nem ritkan reprezentativ helyszineken, a tovabbképzésre juttatott
allami pénzek kényelmével.

Amit 2000-ben — az els6 ONK évében — a neveléstudomany
képvisel6i kitalaltak, nem is emlékeztetett az egykori pedagdgus
tovabbképzésekre. Akik az ONK-t kezdeményezték, maguknak
szervezték, mintegy ,,alulrél”, a neveléstudomany berkeibél, nem
pedig ,.feliilrél”, az allamigazgatasbol. Nem is volt kotelezo részt
venni rajta, viszont aki részt akart venni, sajat maga is eléadova valt.
Senkit nem hivtak meg ra — legalabb is formalisan nem —, mint az
egykori pedagogus tovabbképzésekre. [Ezt cleinte tobben
nehezményezték is. Nem volt hagyomanya annak, hogy a
pedagogusok csak ugy talalkozzanak, hogy egymast meghallgassak,
az el6adotol kérdezzenek, eldadasat megvitassak. Annak még



kevésbé, hogy aki eld akar adni, annak elbirdljak, ,lektoraljak” a
jelentkezését, netan el is utasitjdk. Nem is beszélve a pénzrol. Az
egykori pedagogus tovabbképzéseket az intézmény vezetdi utasitasra
hajtottadk végre. Egy-egy tovabbképzési alkalom pénzbe keriilt, a
meghivott el6ado tiszteletdijat kapott. Ha valaki ,,csak ugy” kitalalt
volna egy tovabbképzést (mirdl? kiknek? kinek a hozzajarulasaval?),
az jokora figyelmet, esetenként legalabb is rosszallast keltett volna az
iskolak allami fOnntartdi kozott. Az ONK megszervezdi ezzel
szemben nem kérdeztek senkit. Nem kértek engedélyt — viszont
alaposan utana kellett nézni a tAmogatoknak és tamogatasoknak. Az
els6 ONK-k az Akadémia kdzponti épliletében szervezodtek az MTA
Pedagogiai Tudomanyos Bizottsaganak szarnyai alatt, amit az MTA
vezetdi fejcsovalva vettek tudomasul. Akkora kozonség gyilt egybe,
hogy az Osszes tobbi tudoméany harom napra kiszorult az Osszes
tanacsterembdl. A neveléstudomany ugy érezte, most megmutatja,
milyen erds, és végre elfoglalja a neki jaré helyet az MTA-n. Az
ONK-t a neveléstudomany képvisel6i onmaguknak rendezték. A pénzt
is Ok adtdk hozza konferencia dij formajaban.

Az egykori tovabbképzéseken vald részvétel kotelezd, de
legalabb ajanlott volt — és ki hallott volna olyat, hogy belépti dijat
kelljen érte fizetni. Ez benne volt a tanari kotelezettségek kozott
(pedagogus fokozatok akkor még nem voltak), és megszokotta valt az
allami iranyitasban is mint a pedagdgiai valtoztatasok elterjesztésének
kézenfekvé modozata. Az ONK célja teljesen mas volt. Ez a kutatok
forumava valt; olyan eseménnyé¢, amelyen egy-egy kutatasi témarol
egymassal osztottak meg eredményeiket, tobb-kevesebb vitat kivaltva
vagy helyeslést elkonyvelve. A helyzet 0j volt mind a kutatoknak
(foleg egyetemi oktatok), akik egyszer-egyszer ugy szoltak a
kozonségiikhoz, mintha az egykori pedagdgus tovabbképzésen lettek
volna. Es uj volt a kozonségnek is: a gyakorlo pedagdgusokat nem
csak nem hivtak az ONK-ra, de nem is fogadtak oket tart karokkal, ha
szerettek volna részt venni — még akkor sem, ha ujitasaikat és
fejlesztéseiket szerették volna eléadni.

Az ONK katalizatora lett a neveléstudomany magara talaldsanak
¢és oOnreflexiojanak. A pedagogiat maig sokan tekintik egyfajta
technologianak, mely a sikeres iskolai tanitdshoz és neveléshez kell.
Az ONK megjelenése szemlélteti és hangstilyozza a két tevékenység
- a ,,gyakorlati pedagogia” (vagyis a tanitds) és a ,,tudomanyos
pedagogia” (azaz a kutatas), fokozatos 6nallésodasat.
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Mar az is jelzés, hogy mindezt el kell magyarazni. A hasz év alatt —
amiodta az ONK évente megrendezésre keriil (a szirénhangok ellenére,
hogy ennyi kutatds nincs is) — feln6tt egy ) nemzedék, s6t inkabb
kettd. Ok “a pedagdgiat” nem csupan szaktargyuk kiegészitéseként
hallgattak, hanem a tanari diploma mellett — esetleg ahelyett —
tudomanyos fokozatot szereztek pedagogidbdl. Az egyetemi doktori
képzés jjaszervezése kényszeritette ki azokat a forumokat,
tevékenységeket és publikaciokat, amelyek nélkiil egy tudomany nem
tudja megszervezni Onmagat, €s amelyek nélkiil nem lehet
versenyképes mas tarsadalomtudomanyokkal.

Ennek az atalakulasnak egyik fejleményét tartja most kezében az
olvasod. Az Uj kutatdsok a neveléstudomdnyokban cimii sorozatot
2008-ban inditottuk azzal a szandékkal, hogy a legsikeresebb
eléadasokat irottan is atnyujthassuk a konferencia résztvevodinek;
egyben kedvet keltsiink azoknak, akik a jovobeli ONK-részvételre
késziilnek. A sorozat megjelenéséig csupan az eléadasok absztraktjai
alltak rendelkezésre, absztrakt-kotetbe flizve. Sorozatunk megjelenése
oOta vissza is lapozhatok az el6adasok, érzékeltetve, hogyan valtoztak
a kutatasi tematikak, a modszerek, az iranyultsagok és torekvések.

Az ONK eredeti szervez6i nem gondolkoztak kotetben.
Elegendének tartottdk a  benyujtott absztraktot, amelybdl
megbizhatoan elére lathatd egy-egy eldadas mindsége, iranyultsaga,
érdekessége. Az elmult hiisz évben sok minden megvaltozott. Az Uj
kutatdsok a neveléstudomanyokban fontos publikacios forumma valt,
ahol a kutatdoi palyan elérehaladottak talalkoznak, és egyiitt
szerepelnek az Ujonnan belépokkel. Ez adja meg a jelen kotet
sajatossagat is. Valamint az, hogy a huszadik ONK, amelyet a
Debreceni Egyetem munkatarsai szerveztek, a pandémia miatt online
rendez6dott. Egy okkal tobb, hogy visszakeressiik az eldadasokat,
amelyek a résztvevoknek leginkabb tetszett. Mikdzben kdzreadjuk
Oket, abban is reménykediink, hogy a kovetkez6 ONK-kat mar nem
elektronikusan kell majd megrendezniink. Hiszen a k6zdsségépités és
az innovaciok igazi tere a jelenléti konferencia. Minderre gondolva
kivanunk jo olvasast!

Perjés Istvan Kozma Tamads



A felsooktataskutatas aj iranyai
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Gyongyvér Molnar, Agnes Hédi, Eva D. Molnar,
Zoltan Nagy, Ben6é Csapo

ASSESSMENT OF FIRST-YEAR UNIVERSITY
STUDENTS: FACILITATING AN EFFECTIVE
TRANSITION INTO HIGHER EDUCATION

Abstract

The paper discusses results from a longitudinal research project
conducted at the University of Szeged (Hungary) with the aim of
identifying cognitive, affective and demographic characteristics
which may influence academic success. Participants of the study
were first-year students who started their university studies in 2015,
2018 or 2019 at one of the largest universities in Hungary. The tests
were administered using the eDia online platform. Our findings
showed that there are large differences at the faculty level. The most
stable predictor of academic success proved to be the earning of the
first 20 credits and mother’s education, while reading literacy can
also be considered as a facilitator of or barrier to student retention.

Keywords
online assessment, higher education, effective transition

Theoretical background
Past waves of social and economic development, technological
advancement and globalization have had a significant impact on jobs
and the employment landscape, ranging from new job creation to job
displacement; they have changed the skills needed for workers to
succeed (OECD, 2019). Computer technologies are displacing labour
in routine tasks; that is, to remain competitive, workers need to be able
to renew, to acquire new skills, to be flexible, to have a positive
attitude to lifelong learning and, beyond cognitive skills, to be
equipped with high-level social and emotional skills. All these reshape
the mission of schooling, more specifically, the types of skills and
knowledge schools are expected to develop in their students to prepare
them for an unknown future (CSAPO & MOLNAR, 2017).

These demands, expectations and changes have reached
higher education as well. Novel assessment needs (e.g. 21
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century skills as desired outcomes of higher education) have emerged
to reflect the changes. Effective transition to higher education is
challenging both from an academic and social perspective. Academic
expectations are different than those in secondary education (DE LAET
et al., 2016). Students have to manage their own lives, become
independent learners and assume responsibility for their own learning.
With an increasing diversity of students (MCKENZIE & SCHWEITZER,
2001) and a rising dropout rate (VAN RoolJ et al., 2018a, 2018b), there
is a growing interest in studying factors predicting academic
performance and in identifying factors and barriers which can
decrease students’ attrition.

Some of the findings highlight situational (e.g. socioeconomic
status (SES)), dispositional (e.g. motivation) and institutional (e.g.
staff) aspects as facilitating factors in student retention, while others
conclude that early academic success, such as earning first-term
credits, predict graduation (BOWLES & BRINDLE, 2017). In the present
paper, we follow a more holistic approach and involve cognitive,
affective and demographic factors in the analysis, which can predict
academic performance and support effective transition to higher
education. That is, being part of an overarching research project,
started in 2015, the present paper aims to monitor the predictive power
of traditional cognitive domains, 21%-century skills and learning
strategies, methods and motives regarding student attrition, and
academic performance.

Beyond the widely studied, more traditional disciplinary
knowledge domains, we seek to explore the role of the following. (1)
Reading literacy, which is a basic information processing skill, a
potential retention factor in higher education. (2) Problem-solving,
which is one of the most important and most broadly studied general
cognitive skills. One type, dynamic problem-solving, was assessed in
PISA 2012. (3) Inductive reasoning, which is considered an essential
component of intelligence and rule induction, plays an important role
in the knowledge acquisition phase of problem-solving. (4) Research
skills, which may be relevant in a number of disciplines as well as in
everyday life and receive special attention in the context of inquiry-
based science education. (5) Academic self-handicapping, which has
been defined as a maladaptive strategy which involves creating
obstacles (e.g. limiting efforts and drinking too much the night before
an exam) to successful performance on academic tasks. Self-
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handicapping is a proactive strategy that occurs before actual
achievement activities. Research has indicated that self-handicapping
can contribute to lack of confidence in one’s own abilities, losing
hope, impatience and low life satisfaction. (6) Demographic factors as
potential retention factors in higher education.

The present paper summarises and highlights some of the main
findings of three different studies conducted with the same aim: to
identify cognitive, affective and demographic predictors of academic
success in higher education to facilitate an effective transition to
higher education and prevent students from dropping out. In both the
paper and the entire research project, we followed a narrowing
approach, starting from a five-year distance and focusing on more
traditional cognitive domains. Then, based on the results of these
analyses — that the successful earning of the first and second 20 credits
can be used as proxies for potential graduation — we broadened the
areas under examination and applied a more learning-centred
approach in the data collection in the years that followed (1) to map
the relations and the predictive value of different cognitive, affective
and demographic factors on academic success and (2) to identify (a)
student characteristics beyond the traditionally evaluated knowledge
domains and reasoning skills as proxies in the 21%-century labour
market and (b) academic self-handicapping within the confines of
learning strategies. Both are indispensable elements of a successful
life and career in a constantly changing and growing knowledge
society.

Aims

The aim of the study is to identify cognitive, affective and
demographic predictors of academic success in higher education, that
is, to map significant factors that influence students’ success in their
studies to prevent them from dropping out. The research questions are
(RQ1) What factors correlate with students’ academic success at the
university level? Do these factors change at the faculty level?

(RQ2) To what extent does reading literacy predict academic success
at the university level?

(RQ3) Are 21%-century skills among the predictive factors for
academic success at the university level? What are the relations
between dynamic problem-solving (PS), inductive reasoning (IR) and
research skills (RS) as 21%-century skills in higher education?

13
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(RQ4) To what extent do learning strategies predict academic success
at the university level and how does academic self-handicapping
influence choice of learning strategies and learning motives in higher
education?

Methods

Participants

Participants of the study were students admitted to a major Hungarian
university in 2015 (N=1468), 2018 (N=2229) and 2019 (N=2213).
Depending on the year, 63.3, 58.2 or 55.2% of the target population
participated in the assessment. Their mean age was 19.8 years, and
males comprised 45% of the population (see Table 1).

Table 1. Comparison of the samples involved in the analyses along the same
variables

Year of Rate of Gender Age (mean and standard
data N participation (% of deviation)
collection (%) girls)
(Matura examination in
2015 1468 63.3 57.7 2015)
2018 2229 58.2 53.2 19.9 (2.05)
2019 2213 55.2 53.5 19.7 (2.10)

Student participation was voluntary; as an incentive, participants
received credits for successful completion of the tests. The
assessments were carried out in the first two weeks of the term in a
large computer room at the university. The tests were administered
using the eDia online platform (CSAPO & MOLNAR, 2019). Students
received feedback containing a detailed analysis of their performance
in the context of normative comparative data on their performance a
week after the testing period ended (MOLNAR & CSAPO, 2019).

Instruments

The instruments for the study in 2015 included (1) five disciplinary
knowledge tests (Hungarian language and literature, mathematics,
history, science and English as a foreign language), (2) a problem-
solving test using computer simulated systems based on the
MicroDYN approach as a measure of knowledge acquisition and
knowledge application (MOLNAR, 2019), (3) a learning strategy

14
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questionnaire (memorization, control, elaboration and problem-
solving) and (4) a study motivation and SES questionnaire. Beyond
these, data entry score, Matura examination, and longitudinal data on
the number of credits earned and present status were collected from
the student learning information database and involved in the analysis
to answer RQ1 and RQ3. The instrument for the study conducted in
2018 measured (1) problem-solving as a measure of 21%-century
skills, (2) inductive reasoning, which contained figural and numerical
items (analogies and series; PASZTOR, 2019), (3) research skills,
including designing experiments, and (4) reading literacy comprising
four subtests representing different text formats and text types (a
continuous narrative text, a continuous expository text, a non-
continuous text and a digital text). Beyond the cognitive tests, further
information was collected about students’ other competencies and
their background as well. Data retrieved from the 2018 assessment
were used in the analysis for RQ2 and RQ3. The instrument for the
study in 2019 was expanded with the Hungarian adaptation of the
Academic Self-handicapping Scale (ASHS; Urdan, Midgley, &
Anderman, 1998), which consists of six items rated on a five-point
Likert scale ranging from 1 (not true at all) to 5 (very true; see
MOLNAR & GAL, 2019). Besides the ASHS, we assessed variables
related to study habits, learning strategies (cognitive, metacognitive
and resource management) and learning motives. Data from this data
collection were used in the analysis to find an answer to RQ4.

Table 2. Reliability of the tests

Test Year Nuir;r;l;ssr of Cr(:?‘;ﬁ;h’s
Hungarian language and grammar 2015 126 0.90
Mathematics — disciplinary knowledge 2015 63 0.89
History 2015 161 0.93
Science 2015 163 0.88
English 2015 80 0.96
Problem-solving 2015 20 0.88
Learning strategies (OECD) 2015 21 0.80
Reading literacy 2018 82 0.82
Dynamic problem-solving 2018 25 0.90
Inductive reasoning 2018 55 0.86
Research skills 2018 19 0.88
Learning attitudes, motives and 2019 117 0.90

strategies
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Based on the reliability analyses, the tests and questionnaires used
proved to be adequate to measure the constructs under examination
(see Table 2). Cronbach’s alpha ranged between 0.8 and 0.96.

Additional data and procedures

Beyond cognitive test results and affective and demographic
questionnaire data, entry score, Matura examination results and data
on the number of credits earned (in the first and second terms) were
collected from the students’ learning information database. These data
were complemented with students’ present status in respect of the
2015 sample.

The number of credits earned in the first and second terms was
labelled as follows: 0 if the number of credits earned in a given term
was less than or equal to 10; 1 if the number of credits earned was
between 10 and 20; and 2 if the number of credits earned was 20 or
more. The present status of the students was labelled as follows: 0:
dropping out without any results; 1: completing all required courses at
the BA level; 2: earning a BA degree; and 3: maintaining active status
for more than seven terms. Study motivation was measured by the
level of the highest degree students plan to achieve at university (1: |
don’t know; 2: BA; 3: MA/MSc; 4: PhD).

In the analyses, correlations, partial correlations and structural
equation modelling were used to map the relations and predictive
value of cognitive, affective and demographic factors in university
success.

Results and discussion

(RQ1) What factors correlate with students’ academic success at the
university level? Do these factors change at the faculty level?

To tackle RQ1, we investigated bivariate correlations between
students’ achievement on different disciplinary tests (mathematics,
reading literacy, history, science and English as a foreign language),
demographic data, study motivation, learning strategies (focusing on
memorization, control, elaboration and problem-solving strategies)
and the labelled information on the number of credits earned in the
first and second terms and the labelled information on students’
present status. The present status of the students had a weak but
positive correlation with their achievement on the disciplinary tests
(r=.069-.152). Gender, mother’s education and study motivation

16
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correlated significantly (r=.092—.117), but at a low level (r=.064—.073)
with school success like the monitored learning strategies. Students’
entry score also correlated at a low level with later academic success
(r=.258, p<.001) (see Table 3).

Table 3. Factors correlating with the present status of the students
First 20 Second 20 Status

Mathematics .055* .061* .102**
Reading literacy 146** .145** .152**
History .091** .099** .130**
Science 075** .058* 112**
English n.s. n.s. .069*
Entry score 244** 227** .258**
First 20 1 520** A455**
Second 20 520** 1 425**
Mother’s education n.s. n.s. 17+
Study motivation .066* n.s. .102**
Number of books n.s. n.s. .091**
(Zs)ender (Male: 1; Female: 138%* 1545 092%*
Memorization learning 088%* 14g%* 065+
strategy

Control learning strategy n.s n.s. .073*
Elaboration learning 062* ns. 064%
strategy

Problem-solving learning 085* ns. 072%
strategy

Note. *p<.05, **p<.001 level significant

The strongest correlation between students’ present status and the
variables monitored was noticeable in connection with the earning of
the first 20 credits at university (r=.455, p<.001). This was followed
by the earning of the second 20 credits there (r=.425, p<.001). Based
on this research result, we used the successful earning of the first and
second 20 credits as proxies for potential graduation in RQ2 and RQ3.
As regards the disciplinary domains under examination, reading
literacy proved to be the most influential factor. Its predictive power
was further examined in RQ2. At the faculty level, we obtained
significantly different results. The most stable predictor proved to be
the earning of the first 20 credits and mother’s education. Out of the
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eleven faculties, entry score proved to be a non-significant predictor
of later academic success in five cases; moreover, the correlation
between students’ entry score and their present status was negative at
one faculty. That is, we concluded that previous school performance
was not a significant predictor of university performance in general.

(RQ2) To what extent does reading literacy predict academic success
at the university level?

To answer RQ2, structural equation modelling was used to analyse the
predictive value of reading literacy achievement on a successful
learning trajectory among higher education students. We tested two
different models to explore relations between the measured and latent
variables. Based on the result of RQ1, the first model hypothesized
that reading literacy test scores have an impact on the earning of the
first 20 credits, which strongly predicts the probability of obtaining the
second 20 credits. The second model envisioned that reading literacy
affects later success in combination with affective factors, such as
learning strategies and mother’s education serving as a proxy for SES.
The fit indices confirmed the validity of both models. In the first
scenario, reading achievement influences (f=.11) the earning of the
first 20 credits, which in turn strongly predicts (p=.699) the earning of
the second 20 credits (CFI=.989, TL1=.982, RMSEA=.038; see Figure
1).

Figure 1. The predictive value of reading literacy achievement for a
successful learning trajectory in higher education (CFI1=.989, TLI=.982,
RMSEA=.038)
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In the second model (CFI1=.966, TLI=.952, RMSEA=.041; see Figure
2), reading test scores have a weak but significant impact on earning
the first 20 credits (f=.104), but their predictive value is stronger than
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that of learning strategies (f=.057) or mother’s education (f=.096).

Figure 2. The predictive value of reading literacy, learning strategies and
mother’s education for a successful learning trajectory in higher education
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Our findings showed that reading literacy can be considered as a
facilitator of or barrier to student retention; additionally, in
combination with other affective or cognitive domains, it may be
improved to contribute to better student outcomes in higher education.

(RQ3) Are 21%-century skills among the predictive factors for
academic success at the university level? What are the relations
between dynamic problem-solving (PS), inductive reasoning (IR) and
research skills (RS) as 21%-century skills in higher education?

To tackle RQ3, we first investigated bivariate correlations between
students’ problem-solving skills as a measure of knowledge
acquisition and knowledge application and their present status.
Second, we investigated bivariate and partial correlations between
students’ cognitive test results, measuring their problem-solving
skills, inductive reasoning skills and research skills. Neither the
present status of the students nor their earning of their first or second
20 credits correlated with their problem-solving skills. That is, the
developmental level of problem-solving skills did not play a
significant role in any level of study success. There were strong
correlations between the three tests (PS-IR: .469; PS-RS: .344; and IR-
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RS: .251), and, in terms of the components of PS, the PS-IR
relationship was stronger than the PS-RS link. These relationships
remained high even when the impacts of other variables were
controlled for. The partial correlations between two of these variables
(PS-IR: .421; PS-RS: .266; and IR-RS: .106) remained the highest for
problem-solving and inductive reasoning, indicating the dominant role
of inductive reasoning in problem-solving performance (see Table 4).

Table 4. Correlations between students’ level of reasoning skills

IR RS PS PS1 PS2

IR 1 .264 475 418 443

RS .264 1 .340 .323 .290

PS 475 .340 1 921 .895

PS1 418 .323 921 1 .650
PS2 443 .290 .895 .650 1

Note. p<.001 for all coefficients; IR: inductive reasoning; RS: research skills;
PS: problem-solving skills; PS1: knowledge acquisition; PS2: knowledge
application

Studying the details of the mechanisms of completing the
computerized problem-solving task, it is clear that the first phase, the
knowledge acquisition phase (PS1), involves use of the control of
variables skill, which is also required to complete the research skills
test. The commonality explains that research skill correlates more
strongly with knowledge acquisition than with knowledge application.
The second phase of problem-solving, the knowledge application
phase, requires generalization of the rules observed in the behaviour
of the simulated systems that are the core of the test tasks. This is a
rule induction process and explains the high correlation between
inductive reasoning and knowledge application.

From an educational perspective, the results suggest that the
component skills of problem-solving should be developed, as they
may be fundamental to the functioning of problem-solving, which is
an essential requirement, a basic skill in the 21%-century labour
market. Despite the research results obtained for RQ1, that its level
does not affect academic success at university level in Hungary, its
development is still important.

20



Uj kutatasok a neveléstudomanyokban

(RQ4) To what extent do learning strategies predict academic success
at the university level and how does academic self-handicapping
(ASH) influence choice of learning strategies and learning motives in
higher education?

In RQ1 we learnt that students’ memorization, control, elaboration and
problem-solving strategies as learning strategies only correlated
minimally with their later academic success. In RQ2 we learnt that
elaboration, memorization and control learning strategies play an
important role in earning the first 20 credits, but have no direct effect
on earning the second 20 credits. In RQ4 we go further and investigate
the role of academic self-handicapping in the choice of learning
strategies and learning motives in higher education. To answer RQ4,
we used standard statistical procedures. The majority of the first-year
students have low levels of self-handicapping (M=1.75, SD=0.71). It
seems that it is not common among first-year university students to
create obstacles to their academic activities. 86.8% of the students fall
in the low ASH category (see Table 5).

Table 5. ASHS level among men, women and the whole sample (%)

Level of ASHS Whole sample Female Male
Low 86.8 90.7 82.7
Moderate 11. 8.5 13.8
High 2.1 0.8 3.6

Both males and females showed similar tendencies: 90.7% of females
reported that their ASH levels were low, compared to 82.7% of males.
There were no significant differences in self-handicapping among
students from different faculties (F=1.211, p=0.21) detected, but the
age of the students, that is, the year of their Matura examination, had
a significant influence on ASH levels between groups (F=3.012,
p=0.002). The closer participants’ Matura was to our assessment, the
lower their ASH scores were (Table 6.).

ASH had a generally weak, albeit significantly negative
correlation with participant’s university entrance assessment and
Matura exam scores (entrance exam score: r=-.11, p=.01; Hungarian
grammar and literature: r=-.08, p=.01; mathematics Matura score: r=-
.08, p=.01; history Matura score: r =-.12, p=.01).
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Table 6. The mean for ASH levels among participants with different Matura
years (significantly different groups, Tukey’s HSD)

Distance between Sig. different groups
Matura examination and N Tukey’s HSD (p=0.05)
university entry in year 1 2
0 971 1.70
1 223 1.75
6 19 1.78
2 87 1.86
3 41 1.91
4 21 2.02 2.02
7 4 2.04 2.04
5 15 2.07 2.07
8 3 2.89

By examining the relationship of learning strategies, learning motives
and self-handicapping, we found negative correlations between the
constructs (r=-.06— -.14, p<.01). Although their correlations were not
strong, the results suggest that there is a relevant tendency for ASH
and learning components to influence each other. Higher scores of
self-handicapping imply lower levels of cognitive and metacognitive
strategy use, as well as lower levels of learning motives.

According to the present analysis, it is not common among first-
year university students to create obstacles to their studies, as self-
handicapping levels were generally low for both males and females.
This more or less overlaps with the results of a Spanish study, which
found that less than 10% of the university students reported high levels
of ASH, with the majority of the students falling into the low (54.67%)
or moderate (32.88%) group (FERRADAS, FREIRE, RODRIGUEZ, &
PINEIRO, 2018). The limitation of this comparison is that their study
utilized a different measure of ASH and only 37% of their participants
were first-year students. Furthermore, the number of years passed
between the Matura examination and the university entrance
assessment were also found to actively influence ASH. Students who
began their university studies right after their Matura exam had the
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lowest ASH scores, while participants’ scores gradually increased
with time. To our knowledge, this study is the first to find this
relationship between the two variables. ASH also showed a
significantly negative correlation with Matura scores, meaning that
higher self-handicapping predicts worse Matura scores. This was
perhaps due to students’ less effective learning strategy use and
motives, a finding that is further supported by previous literature on
ASH. In their study, GADBOIS and STURGEON (2011) found that
ASHS strategies are linked to surface learning, lower self-regulation
and self-efficacy, with inadequate self-regulatory learning being the
key predictor of ASH (GADBOIS & STURGEON, 2011).

Conclusion

In the present paper, we highlighted some of the findings of three
different studies conducted with the same aim of identifying cognitive,
affective and demographic predictors of academic success in higher
education to facilitate an effective transition into higher education. We
had four research questions and used a narrowing approach during the
analyses.

We concluded that (1) previous school performance was not a
significant predictor of university performance in general, (2) at the
faculty level, we obtained significantly different results and (3) the
successful earning of the first and second 20 credits can be used as
effective proxies for potential graduation. Our findings also showed
that (4) reading literacy can be considered as a facilitator or barrier to
student retention, but (5) the developmental level of 21%-century skills,
such as problem-solving skills, did not play a significant role in any
level of study success; however, (6) it is strongly correlated with
students’ knowledge acquisition, knowledge application and research
skills, which are indispensable to successful graduation in the 21%
century. Finally, our findings also indicated that (7) self-handicapping
can lead to ineffective strategy use among university students, which
may lead to academic difficulties. In order to prevent students from
dropping out of university, it is important for educators to think about
the contextual and process variables that induce self-handicapping and
that affect outcomes.
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