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ABSTRACT - The study aimed to compare repeating and non-repeating students concerning the academic self-efficacy
and academic adaptation variables and to verify how the social support and self-efficacy variables can predict the adaptation
to Higher Education of students who have a history of reproval. Participants were 644 students, divided into those with
a history of repetition or not. The Mann-Whitney test was used for group comparison and multiple regression analysis
to investigate the prediction hypotheses. Higher scores in academic adaptation and self-efficacy in Higher Education
were observed in non-repeating students. The study emphasizes the importance of providing resources aimed at the most
vulnerable populations in the academic environment, including repeating students.
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Adaptacao Académica de Estudantes
com Histoérico de Repeténcia

RESUMO - O estudo teve como objetivo comparar estudantes repetentes e ndo repetentes em relagdo as variaveis apoio
social, autoeficacia académica e adaptagdo académica e verificar o quanto as varidveis apoio social e autoeficacia sdo
capazes de predizer a adaptag@o ao ensino superior de estudantes que apresentam historico de reprovagdo. Participaram
644 estudantes, divididos em estudantes com historico de repeténcia ou ndo. Foi utilizado o teste de Mann-Whitney para
comparagdo de grupos e andlise de regressdo multipla para investigar as hipoteses de predi¢do. Como resultados, foram
observados maiores escores de adaptagdo académica e a autoeficicia na formag@o superior em alunos ndo repetentes.
Conclui-se enfatizando a importancia de proporcionar recursos voltados para as populagdes mais vulneraveis no ambiente
académico, incluindo-se os alunos repetentes.
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The entrance into Higher Education is marked by the
confrontation of challenging situations that provide personal
and interpersonal development. The trajectory that precedes
the beginning of the university experience requires investment
of time, energy, and material resources, already demanding
the dedication of students who aspire to pursue higher
education. It has been affirmed that, upon entering university,
adapting to the university context requires dedication and
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seriousness to achieve academic goals (Sahdo & Kienen,
2021), continuing a path that requires effort from the student.

Considering that entering Higher Education requires
specific skills from students, such as good performance
or maturity for career choice, competition to occupy the
university environment is a reality. Faria and Almeida
(2021) stated that greater student involvement in academic
tasks, greater autonomy, and responsibility for learning
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are expected. In this context, the authors consider that the
democratization process has expanded access to Higher
Education places and ensured the entry of students of
different conditions and profiles. With the increase in the
diversity of this population, the university public changed,
characterizing a new profile of students from low-income
families and first-generation students. However, the authors
also indicate that many of these students enter without
sufficient personal skills and resources to respond to the
demands related to academic performance, organization
of the university routine, and personal and professional
development. Therefore, there is a need for greater attention
by institutions, teachers, and support services in this moment
of interaction with the new context.

It should also be considered that the democratization
of admission to Higher Education does not guarantee the
permanence of the student or even the quality of the learning
processes. In addition to students arriving at the university
with a diversity of prior experiences, needs, and expectations,
it is understood that adapting and developing competencies
to achieve personal and professional fulfillment is a process
that encompasses skills such as autonomy in managing
studies or the personal and social success of the student in
the university environment (Casiraghi et al., 2020).

Given this configuration, challenges arise for institutions
concerning the improvement of pedagogical projects and the
importance of understanding the factors involved in adapting
to the university (Almeida, 2007). In this context, Souza
et al. (2016) emphasized that a greater commitment to the
course and future career can be a reflection of the students’
greater confidence in their professional aspirations, provided
by the investment and organization to achieve objectives.
As aresult, involvement in extracurricular activities allows
for experience in different fields of work and a better
understanding of the job market.

In an attempt to understand and explain the phenomenon
of integration into the university and to promote healthier
adaptation, some explanatory models have been proposed.
Tinto (1975), when developing a model on academic and
social integration, considered the academic domain to
consist of the dynamics and characteristics existing in the
new context. Among these, the regulation of performance,
learning of curricular contents, understanding of the
importance of these contents for professional formation,
and knowledge of the guidelines of the chosen course were
highlighted. The social domain included satisfaction with
interpersonal relationships with peers and those who make
up the university context and participation in curricular and
extracurricular activities.

In the model proposed by Almeida (2007), the skills of
the student and the teacher, and the specific characteristics
of the academic context were highlighted. Among the skills
valued by students, the author emphasized the knowledge and
content acquired during High School Education, cognitive
and intellectual skills, and the student’s perception of their

abilities in terms of performance and self-regulation of
behavior. These characteristics can promote motivation,
learning, and academic and social integration.

In an attempt to understand the difficulties of students in
Higher Education, Casanova et al. (2020) investigated those
related to the academic adaptation of students in the first year
of Higher Education. The results indicate a greater concern
with the difficulties in adapting to the institution and the
interpersonal relationships on the part of the students. After a
few weeks, these difficulties seem to decrease in comparison
to the self-assessment made soon after admission, revealing
an overvaluation of the difficulties they will potentially
face. Along with this, the students tended to identify more
difficulties related to their learning, underestimating the
difficulties in this domain or overestimating the resources
and skills they had for the management of studying and
academic preparation. The authors emphasized that the
first weeks of class constitute a period of opportunity for
highlighting the risk to performance and for academic
adaptation. Accordingly, it becomes relevant to anticipate the
need to provide differentiated tools and support to students.

Given the complexity of adapting to Higher Education
the potential issues that arise from difficulties in adjustment
and the heterogeneity of the student population, it is
essential to investigate sets of variables that can contribute
to understanding and developing intervention actions that
consider the sociodemographic diversity of students. One of
the relevant aspects of the student public is how cognitively
and socially prepared they are to face the challenges that
the university offers. In adolescence, school performance
is an important indicator of adjustment and refers to the
student’s ability to express the absorption of the content
acquired during the teaching-learning process (Fernandes
et al., 2018; Rosa et al., 2020).

According to D’ Abreu and Marturano (2010), low school
performance occurs when the student presents a result below
the level expected for their age in grades or tasks, translated
as the skills and potential of an individual. According to
Almeida and Lopes (2020), personal, social, and cultural
variables and their influences on academic performance have
been scenarios of discussion in the scientific community at
the national and international levels. With this in mind, the
aim is to enable decision-making in education that focuses on
planning and implementing interventions with students who
have a history of academic “repetition”. According to Nunes
et al. (2014), students with better school performance have
less chance of grade repetition or dropping out. However,
students with low school performance and low perception
of support tend to be socially vulnerable and face more
repetitions (Faria et al., 2020).

Considering this aspect, students who have a history of
repetition need attention. These students are likely to arrive
with deficits in acquired knowledge, study pace, perception
of social support, and sense of self-efficacy, among other
aspects, however, still manage to gain access to the university.
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They should be characterized in terms of their strengths and
difficulties in academic adjustment. (Castillo-Sanchez et
al., 2020). It should also be emphasized that students with
low academic performance often experience motivational
challenges along their learning path, as they face difficulties.
However, they may not always be aware of their responsibility
for their low performance and primarily attribute it to
institutional factors. (Castillo-Sanchez et al., 2020).

Studies indicate that repetition during Fundamental
Education is the result of multidetermined processes that
include factors associated with the characteristics of students
and their families, school practices, the community, and
social, economic, and political aspects (Dazzani et al., 2014).
Furthermore, it is a manifestation of grade repetition that
culminates in adverse consequences for the socio-affective
and academic development of students (Ingul et al., 2012).
The study by Nunes et al. (2014) revealed that even when
students have a positive perception of school, a significant
number of them, particularly in public education, have
experienced grade repetition at some point in their educational
path. The conclusion is that low academic performance, due
to difficulties in the educational process, can cause the student
to have a lack of interest in studying, leading to repetition
and even dropout. Consequently, this phenomenon may later
constitute a risk to their human development (Ingul et al.,
2012). Therefore, grade repetition can be a risk factor, as it
affects students’ self-esteem, making them more fragile and
prone to dropping out of school (Ingul et al., 2012).

With a history of grade repetition being considered a
risk factor, the perception of social support and self-efficacy
beliefs have been identified as protective factors for students
(Achkar et al., 2017; Rock, 2020). These factors are linked
to the perception of social support from the family, teachers,
and the community as elements of protection in their contexts,
as well as being associated with good school results (Juliano
& Yunes, 2014). The perception of the ability to deal with
academic requirements, called self-efficacy in Higher
Education (Polydoro & Guerreiro-Casanova, 2010), also
appears to be associated with better school performance,
more motivation to learn, and better adaptation to Higher
Education (Casiraghi et al., 2020; Rossi et al., 2020).

Social support is understood from the functions that a
group of people performs in favor of an individual who is
immersed in challenging and risky situations (Juliano &
Yunes, 2014). They can be characterized by the presence of
family members, friends, and/or neighbors, or even unknown
people who play the role of help and support in moments
considered critical (Squassioni & Matsukura, 2014). Antunes
and Fontaine (2008) state that the perception of social support
acts as a facilitator for the individual’s adaptation to changes
during the transitions through the various levels of schooling.
It results, therefore, in a sense of security and well-being
in the academic context. Accordingly, the protective role
played by family, friends, and teachers is crucial in helping
students define and establish their goals and is an important
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predictor of good academic performance (Mishra, 2020;
Tinajero et al., 2020).

The support network favors resilience processes in
adolescents and young people by giving them greater
confidence in themselves, generating protective factors
perceived in their contexts (Santos et al., 2020). Social
support operates by interacting with risk factors, enabling
individuals to make different choices and providing a range
of options to address daily social and emotional challenges,
creating a situation of empowerment in individuals (Faria
et al., 2020; Julian & Yunes, 2014).

Interpersonal and family problems and lack of help from
the teaching body have also been identified as possible
factors that influence reproval (Castillo-Sanchez et al.,
2020). In the literature, the perception of social support
from teachers is associated with higher self-esteem and
better academic performance and with a lower chance of
developing behavior problems (Fernandes et al., 2018). Social
support from friends can also influence school performance
by providing a sense of belonging to a group to which one
can turn in times of difficulty, including problems that are
not addressed by teachers (Dias et al., 2015). The low level
of family support is presented as a factor associated with the
history of school reproval and grade repetition, also relating
to a lower level of autonomy of these students within the
family (Batista et al., 2015).

In addition to the perception of social support, self-
efficacy is another component that presents itself as a factor
with a significant role in the academic experience and
therefore should receive some attention. The concept refers
to the individual’s beliefs in their ability to organize and
perform actions required to achieve certain accomplishments
(Bandura, 1997). In the academic context, it can be understood
as the student’s reading of their abilities to acquire, apply
and expand the content learned in the course, in addition
to setting goals, planning the career, regulating actions in
the learning process, and meeting deadlines, among other
activities inherent to the academic environment (Polydoro &
Guerreiro-Casanova, 2010). Self-efficacy plays an important
role in academic adaptation, as it has been related to aspects
such as greater academic satisfaction, the ability to regulate
learning, greater academic motivation, and higher levels of
academic performance (Lopes et al., 2020; Loricchio & Milk,
2012; Rossi et al., 2020; Santos et al., 2019).

The impact of social support is also present in academic
performance (Menezes et al., 2020; Silva et al., 2014).
Silva et al. (2014) stated that students with lower academic
performance also have lower self-efficacy, which is an
expected situation supported by the literature. This situation
can be further exacerbated as a lack of beliefin one’s academic
potential can worsen performance and, consequently, weaken
self-efficacy, creating a vicious circle. It should also be
highlighted that the factors that can influence the reproval
of university students can be diverse, however, some of the
aspects most commonly identified by students are a lack
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of study time, effort, attention, organization, and previous
knowledge, as well as difficulty in understanding new
concepts, and poor attendance in classes (Castillo-Sanchez
et al., 2020). Casiraghi et al. (2020) also associated many
of these aspects with the ability to self-regulate learning,
associated, in turn, with self-efficacy beliefs.

Self-efficacy beliefs are formed from four main sources:
the subject’s experiences, vicarious experiences (observation),
social persuasion, and physiological indicators, with
effective behavior being the principal and strongest source
of self-efficacy. That is, perceiving oneself as capable of
performing a task or achieving a goal and achieving it is the
best way for an individual to generate self-efficacy (Bandura,
1997; Pajares & Olaz, 2008). It is understood that students
who perceive themselves as more self-effective are more
susceptible to attempting more challenging tasks, setting
more demanding goals, and maintaining higher levels of
effort, focus, and persistence, even in times of difficulty
(Santos et al., 2019). Conversely, it is worth considering the
importance of these beliefs in individuals with histories of
reproval and difficulty in school performance, understanding
that these students accumulated negative experiences in their
academic trajectory.

It can be conceived that both the perception of social
support and the beliefs of self-efficacy are potentially
significant protective factors in Higher Education. Both
variables share the characteristic of the individual’s perception

of their context (perception of support from close individuals
or perception of their capabilities). It is important to note
that students do not always recognize their weaknesses
and, as a result, may struggle to seek support. This lack
of self-awareness can further exacerbate their difficulties
(Casiraghi et al., 2020). However, it is worth considering
that students with a history of repetition may also present
different perceptions compared to students who present
better school performance.

Considering the negative impacts that a history of
repetition can have on students’ lives, those who are in
Higher Education and encounter this difficulty should be
supported throughout their academic journey. Therefore,
the present study aimed to compare university students
with a history of repetition in the university considering
the social support, academic self-efficacy, and academic
adaptation variables and to verify the extent to which the
social support and self-efficacy variables can predict the
adaptation to Higher Education of students who have a history
of reproval. The present study hypothesized that the social
support and self-efficacy variables would be able to predict
the adaptation to Higher Education and that non-repeating
students would present higher scores in these variables
compared to repeating students. Accordingly, it is expected
that a better understanding of how significant the perception
of social support and self-efficacy can be for access to Higher
Education will contribute to healthier academic adaptation.

METHOD

Participants

The study included a sample of 644 students from public
and private Higher Education Institutions (HEIs), from
different undergraduate courses and periods, of both sexes,
including 300 students with a history of repetition of at
least one semester of the university course and 344 without
a history of reproval. In the reproved students, the sample
was composed of 34.66% male and 65.33% female students
with a mean age of 26.17 (SD = 6.85) years. The students
were mostly from public institutions (91.33%). Regarding the
semester, 11.66% of the students were between the first and
third semesters of the university, 31.66% were between the
fourth and sixth semesters, and 56.55% were in the seventh
semester or more. Among the non-repeating students, the
sample was composed of 25.87% male and 74.12% female
students. The mean age of these participants was 24.80
(8D = 7.54) years. Regarding the institution, 82.26% were
from public institutions. Finally, 31.97% of the students
were between the first and third semester of the university,
31.68% were between the fourth and sixth semester and
36.35% were in the seventh semester or more.

As inclusion criteria, participants had to be enrolled in
a Higher Education Institution and be over 18 years of age.

As the exclusion criterion, participants could not be students
in the Distance Education format, due to the nature of the
instruments used, which were constructed considering the
face-to-face experience.

Instruments

The Sociodemographic Data questionnaire — aimed to
collect information regarding gender, age, marital status,
course enrolled, semester, and type of institution (public or
private). At this time, students with a history of repetition
were also identified.

The Higher Education Adaptation Questionnaire
(Questiondrio de Adaptagdo ao Ensino Superior — QAES)
(Aratjo et al., 2014) has 40 items. It uses a five-point
Likert-type scale, ranging from strongly disagree to agree
strongly. The items are divided into five dimensions: Career
Planning (F1 — eight items) — refers to the adaptation to the
chosen course, such as satisfaction with the choice of course
and competence for the course (o= 0.88), Social adaptation
(F2 — eight items) — refers to the establishment of bonds,
social support and friendship relationships (o = 0.86),
Personal-Emotional Adaptation (F3 — eight items) — refers
to feelings of physical and psychological well-being, and
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self-confidence linked to the university experience (o.=0.74),
Adaptation to Studying (F4 — eight items) — refers to study
habits, planning, perception of performance, and the learning
process in the classroom (o = 0.75) and Adaptation to the
Institution (FS5 — eight items) — covers the institutional
environment, including teachers, staff, services and living
spaces, as well as the desire to remain until the conclusion
of the course (o = 0.81).

The Higher Education Self-Efficacy Scale — (Escala de
Autoeficacia na Formagdo Superior — AEFS) (Polydoro &
Guerreiro-Casanova, 2010) is composed of 34 items in a
10-point Likert-type format, ranging from not very capable
to very capable. The items are divided into five factors:
Academic self-efficacy (F1 — nine items) — evaluates the
student’s perception of their own ability to understand
and demonstrate knowledge of the content provided in the
course (o = 0.88), Self-efficacy in the regulation of training
(F2 — seven items) — evaluates the student’s perception of
their own competence to plan, make choices and build and
achieve goals, self-regulating their behavior in the process
of training and career development (o = 0.87), Self-efficacy
in proactive actions (F3 —seven items) — covers recognition
of the ability to take advantage of opportunities in training,
promote institutional improvements and update knowledge
(o = 0.85), Self-efficacy in social interaction (F4 — seven
items) — assesses the student’s confidence in their own ability
to establish relationships with teachers and colleagues, with
academic and social purposes (a = 0.80) and Self-efficacy
in academic management (F5 — four items) — assesses the
student’s perception of their own ability to get involved, define
and meet deadlines related to the university requirements
(o =10.80).

The Social Support Scale for University Students (Escala
de Apoio Social para Estudantes Universitarios, Soares, et
al., in press) consists of 48 items in a five-point Likert-type
format, ranging from strongly agree to strongly disagree.
The items are divided into three factors: Academic Support
(F1-31 items) — support perceived mainly in the experiences
of the university, whether these include affective, study or
material support (o = 0.98), Support for career decisions
(F2 — nine items) — perception of support directed toward
the profession, career or more bureaucratic issues (a.=0.91)
and family support (F3 — eight items) — perception of social
support mainly from the family, about both affective and
financial support (o = 0.97).

Data collection procedures

The Research Ethics Committee approved the research
project. After its approval, the application of the Higher
Education Adaptation Questionnaire (Aratijo et al., 2014),
the Social Support Scale for university students, and
the Higher Education Self-Efficacy Scale (Polydoro &
Guerreiro-Casanova, 2010) took place online through the
Google Forms platform. The scales were disseminated, in
a single form, to groups of university students from all over
Brazil through social networks, in which they were asked to
respond if they felt comfortable taking part in the research.
Access to the instruments was preceded by an explanation of
the study objectives and the risks involved. The application
of the scales was preceded by the Sociodemographic Data
Questionnaire to characterize the sample and identify which
participants had been reproved. All procedures took place
through the Google Forms platform.

Data analysis procedures

To verify the distribution of scores for each instrument,
the mean and standard deviation for each group were
calculated. Regarding the differences between the repeating
and non-repeating groups, the Mann-Whitney test and
biserial correlation were used to verify the effect size, since
the Shapiro-Wilk normality test showed that it was a non-
parametric sample (p <0.001). The effect size was evaluated
as follows: values of 0.8 or greater represent a large effect
size; values between 0.8 and 0.2 are a medium effect size and
values below 0.2 are a small effect size (Serdar et al., 2021).
Besides, multiple regression analysis by the enter method was
used to verify whether the history of reproval, social support,
and self-efficacy variables could predict the adaptation to
Higher Education of University students. The sample was
used in its entirety, considering both sets of students. Data
were analyzed using the JASP 0.14.1.0 software.

Ethical procedures

The research project was approved by the Research
Ethics Committee of the university, under number
48512921.3.0000.5289 (CAAE). All participants agreed to
participate and signed the informed consent form.

RESULTS

The following are the comparisons between the repeating
and non-repeating student groups concerning academic
adaptation, perception of self-efficacy, and social support.
The data are shown in Table 1.

Table 1 shows that in most of the indicators, non-repeating
students presented statistically significant means higher
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than the students with a history of repetition. That is, the
academic adaptation, perception, and total self-efficacy, along
with all their factors, were higher when the student had not
repeated a semester, with effect sizes ranging from small to
medium. Regarding social support, non-repeating students
also had a higher perception of total social, academic, and
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Table 1

Comparison between repeating and non-repeating instruments in the instruments: Questionnaire of Adaptation to Higher Education (QAES), Scale
of Self-Efficacy in Higher Education (EAES), and Scale of Social Support for University students and their respective factors. Comparison between
repeating and non-repeating students using the instruments: Higher Education Adaptation Questionnaire (QAES), Higher Education Self-Efficacy
Scale (EAES), and Scale of Social Support for University Students, and their respective factors.

R;;p g‘;)jd Neve;‘rII;;lp;ated P Effect size
QAES Total 123.1(21.3) 136.2(21.3) <0.001 -0.346
Career planning 28.3(6.5) 30.7(6.4) <0.001 -0.225
Social adjustment 25.6(7.8) 28.5(6.6) <0.001 -0.203
Personal-emotional adaptation 16.9(7.3) 19.3(7.7) <0.001 -0.201
Adaptation to Studying 25.0(5.2) 28.2(5.3) <0.001 -0.327
Adaptation to the Institution 27.2(5.8) 29.5(4.8) <0.001 -0.236
EAES Total 239.2(53.3) 262.5(45.1) <0.001 -0.259
SE' Academic 65.9(13.6) 72.8(10.5) <0.001 -0.314
SE in the Regulation of Training 49.1(13.4) 53.0(12.2) <0.001 -0.171
SE in Social Interaction 49.4(13.2) 52.8(11.4) 0.002 -0.145
SE in Proactive Actions 45.9(13.3) 50.5(12.3) <0.001 -0.201
SE at Academic Management 28.8(7.9) 33.3(5.9) <0.001 -0.354
Total Social Support 169.8(43.9) 185.2(35.3) <0.001 -0.195
Academic Support 104.9(30.9) 115.5(25.2) <0.001 -0.190
Support for Career Decisions 31.6(8.4) 34.5(7.0) <0.001 -0.195
Family Support 26.3(8.3) 27.5(7.3) 0.139 -0.067

! SE: Self-efficacy.

career decision support with low magnitude compared to
repeating students. In the family support factor, there was
no difference between the groups.

The multiple linear regression analysis resulted in a
statistically significant model, considering the total score of
academic adaptation as the dependent variable [F'(2,13)=8.52;
p <0.01; R2= 0.60]. All the variables studied were able to
predict academic adaptation. Non-repetition (f = 0.0.11;
t =4.16; p < 0.001), total social support score (f = 0.33;
t=11.80; p <0.001) and total self-efficacy score (f = 0.53;

t=18.52; p<0.001) were predictors of academic adaptation.
Additionally, the prediction met the requirements for multiple
linear regression. That is, the total value of academic adaptation
had a statistically significant and positive correlation with total
social support (»= 0.58; p <0.01) and with total self-efficacy
(r = 0.70; p < 0.01). The Durbin-Watson value was 2.03,
indicating that there was no correlation between the samples.
In the multicollinearity test, the values were 1.06 for repetition,
1.26 for total social support, and 1.28 for total self-efficacy,
indicating the absence of multicollinearity.

DISCUSSION

The present study aimed to compare university students
with a history of grade repetition to those without this
history in the university considering the social support,
academic self-efficacy, and academic adaptation variables
and verifying the extent to which the social support and
self-efficacy variables can predict the adaptation to Higher
Education of students who had a history of repetition. The
hypothesis that the social support and self-efficacy variables
would be able to predict adaptation to Higher Education
was confirmed, as well as the hypothesis that non-repeating
students would present higher scores in the variables when
compared to the others.

The results showed that academic adaptation and self-
efficacy in Higher Education had statistically higher scores

in non-repeating students, concerning both the total scores
and the factors. In this context, the insights of Tinto (1975)
are recalled, which highlighted performance regulation and
content learning as prominent variables in his model of
academic and social integration.

Faria and Almeida (2021) considered that, despite the
democratization process that has expanded the access to
university places, many of the students who enter Higher
Education, enter without the skills and personal resources
necessary to deal with the requirements, including in terms
of curricular learning. Observing the results of the present
study, one can consider the perception of greater adaptation
on the part of students who had never repeated a semester as
apossible factor associated with greater previous preparation
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for permanence in Higher Education, since they presented
higher scores in academic adaptation.

In line with the understanding previously presented by
Tinto (1975), the results found here also converge with those
found by Nhachengo and Almeida (2021). The authors sought
to investigate the relationship of academic adaptation with
the performance of students at the end of the 1* year of the
undergraduate course, concluding that academic performance
is correlated with the experiences of institutional adaptation,
career projects, and study adaptation. It was also observed that
during the second year, the correlation with personal-emotional
adaptation increased. Therefore, it has been previously
described by the authors that higher student mean scores are
associated with greater academic adaptation. Therefore, it can
be understood that repeating students have a greater tendency
to not feel academically adapted, as observed in the present
results. Also, regarding remaining in Higher Education, the
perception of self-efficacy has previously been presented
as a relevant factor in the adaptation to Higher Education
(Rossi et al., 2020; Santos et al., 2019). If the nature of
the variable is considered, which tends to strengthen with
successful experiences (Bandura, 1997), the result presented
is consistent with the previous theory, since students who
perceive themselves as less self-effective maintain less focus
and persistence in times of difficulty, which could lead them
to being reproved. In addition, these students could also
accumulate negative experiences when they are reproved,
which may impact their performance in other subjects, their
overall course progress, and their future development (Fior,
2022; Ingul et al., 2012, Santos et al., 2019).

Zuffiano et al. (2013) stated that support from family,
peers, and teachers is an important predictor of academic
performance. In the sample studied, no significant difference
was obtained in the family support factor, however, the
total score and the factors of academic support and career
decisions were significantly higher in the students without
a history of repetition. These results are in line with the
literature that states that social support in an academic
environment, from both teachers and peers, correlates
positively with performance (Dias et al., 2015; Fernandes
etal., 2018).

Finally, the results provide data for the understanding
that self-efficacy, the perception of social support, and a
history of repetition are relevant aspects of adaptation to
Higher Education. As emphasized by Casiraghi et al. (2020),
students must develop a greater capacity to perceive their
context and their weaknesses so that they can seek support
and ways to adjust to the university more healthily. Even
considering the importance of factors such as teaching
methodology and evaluation procedures, when focusing
on the academic performance of university students
(Casiraghi et al., 2020), the results presented converge
with the understanding that it is possible and necessary
to pay attention to the process of adaptation of university
students who exhibit different functioning. Therefore, the
importance of supporting university students who are faced
with learning, personal, emotional, and social difficulties,
is highlighted, particularly by creating adaptation strategies
so that, mainly, those who have a history of repetition,
remain and can complete their studies.

FINAL CONSIDERATIONS

The present study was able to fulfill the proposed
objectives, indicating important differences when comparing
the academic adaptation, self-efficacy, and social support of
students with a history of grade repetition to those without
this history. The results were relevant for the understanding of
how these aspects can be facilitators or not for the adaptation
to Higher Education.

It is understood that adaptation to Higher Education is an
important variable in school dropout and that the experience
of repetition can influence the adjustment of the subject to
the academic environment. Considering that the perception
of self-efficacy and social support are aspects that predict
adaptation to Higher Education, it is important to pay
attention to students with a history of repetition, since they
may constitute a more vulnerable population compared to
students who have never been reproved. With this, it is hoped
that the contribution from this study will provide resources
that target the most vulnerable populations in the academic
environment, including repeating students.
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It should be highlighted that the study was limited to
investigating the academic adaptation, social support, and
self-efficacy variables in students with a history of grade
repetition within the university, however, it was not identified
whether these students had a previous school history of
reproval. Accordingly, it should be noted that in future
studies the school experiences and the experience during
High School and Elementary School should be considered
as relevant factors for the adaptation of the student to the
university.

From a future perspective, it is expected that new
investigations can be carried out to expand knowledge
about the experience and the academic adaptation of more
specific audiences. Furthermore, new studies may seek to
understand the role of other variables, in addition to delving
into different courses or periods of the academic trajectory,
as the present study focused solely on identifying repeating
students without specifying their courses, semesters, or
number of repetitions.
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