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Abstract

This study examines the relationship between epistemological beliefs and academic achievement in accounting education, with
particular attention to motivational and behavioural mechanisms. While epistemological beliefs have been widely studied in educational
psychology, empirical evidence from business and accounting contexts remains limited. Using survey data from undergraduate
students enrolled in a second-semester accounting course at a Hungarian university, the study investigates how multiple dimensions
of epistemological beliefs are associated with course performance through class attendance, intrinsic motivation, and domain-specific
self-confidence. Perceived external pressure is also examined, and gender differences are explored as a contextual factor.

The results indicate that epistemological beliefs are not uniformly related to academic achievement. Only beliefs concerning the
complexity of knowledge show a direct association with performance, whereas other belief dimensions are linked to achievement
indirectly through attendance, intrinsic motivation, and self-confidence. Among the mediators, class attendance emerges as a par-
ticularly important behavioural pathway. Gender does not moderate the identified mediation processes, which implies that the
underlying relationships operate similarly for male and female students. Nevertheless, descriptive differences are observed, with
female students reporting higher levels of perceived external pressure and male students reporting higher self-confidence.

By extending research on epistemological beliefs into accounting education, this study contributes to a more differentiated
understanding of the mechanism through which learning-related beliefs are associated with academic performance in professional
education contexts.
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1 Introduction
Education is widely acknowledged as a cornerstone of eco- role of beliefs, motivation, and self-regulatory behaviours

nomic competitiveness and social development. The qual- in explaining variation in learning outcomes. In this

ity of education, including higher education, influences
the cognitive skills of future professionals and contrib-
utes to the accumulation of knowledge capital that under-
pins long-run economic performance (Hanushek and
Woessmann, 2015). Within this broader context, busi-
ness and accounting education plays a central role, as it
prepares graduates for careers in finance, auditing, and
management, where analytical competence, professional
judgement, and adaptability are essential.

Earlier research on academic achievement focused pri-
marily on cognitive abilities and prior knowledge. More
recent work, however, has increasingly highlighted the

study, learning-related beliefs are conceptualised as epis-
temological beliefs, defined as individuals' conceptions
about the nature of knowledge and knowing (Hofer and
Pintrich, 1997). Students who view knowledge as complex,
evolving, and context-dependent are more likely to engage
in deep learning and to persist in challenging academic
tasks (Muis, 2004; Schommer, 1990), whereas more naive
beliefs are often associated with surface learning approaches.

The relevance of epistemological beliefs is particu-
larly pronounced in professional fields such as account-
ing. Contemporary accounting practice requires gradu-
ates not only to master technical rules but also to interpret
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information, exercise judgement, and respond to regula-
tory and technological change. If students' epistemologi-
cal beliefs form the basis of how they engage with com-
plex material, regulate their learning, and evaluate their
own competence, these beliefs may be indirectly related
to academic performance and professional preparation.
In this sense, epistemological beliefs provide a framework
for linking micro-level learning processes to broader eco-
nomic and organisational contexts.

Despite extensive research on epistemological beliefs
in educational psychology and science education (Greene
etal.,2010; Lonkaetal.,2021), business and accounting edu-
cation remains comparatively underrepresented. Existing
studies suggest that the relationship between epistemo-
logical beliefs and academic achievement is domain-spe-
cific and often mediated by learning-related processes
rather than uniform across contexts (Berding et al., 2017,
Phillips, 2001). However, while motivation and self-regula-
tory behaviours are well-established predictors of academic
achievement (Credé¢ et al., 2010; Pintrich, 2004), they have
rarely been examined explicitly as mechanisms through
which epistemological beliefs influence performance, par-
ticularly in undergraduate accounting education.

Another underexplored issue concerns gender. Gender
differences in academic motivation, self-beliefs, and
learning experiences have been documented across dis-
ciplines (Else-Quest et al., 2010; Voyer and Voyer, 2014).
In accounting, educational and professional contexts have
sometimes been associated with gendered expectations
regarding competence and performance (Kabalski, 2022).
At the same time, empirical findings regarding gender-spe-
cific pathways linking epistemological beliefs to academic
achievement remain mixed, and strong moderation effects
are not consistently observed.

This study adopts an empirical and exploratory approach
to examine how epistemological beliefs relate to aca-
demic achievement through motivational and behavioural
processes in accounting education. Building on multidi-
mensional models of epistemological beliefs (Hofer and
Pintrich, 1997; Schommer, 1990), it investigates whether
motivational and behavioural factors, specifically intrin-
sic motivation, domain-specific self-confidence, and class
attendance, mediate the association between epistemologi-
cal beliefs and course performance. Additionally, perceived
external pressure is examined, while gender is treated as
a contextual factor rather than a primary explanatory mech-
anism. By focusing on these relationships, the study con-
tributes to a more differentiated understanding of learn-
ing-related processes in professional education contexts.

2 Literature review and hypotheses

2.1 Epistemological beliefs and academic outcomes
Epistemological beliefs refer to individuals' views about the
nature of knowledge and the processes through which knowl-
edge is acquired and justified (Hofer and Pintrich, 1997).
Schommer (1990) conceptualised epistemological beliefs as
a multidimensional construct, distinguishing belief dimen-
sions related to the simplicity and certainty of knowledge,
its source, the speed of learning, and beliefs about the nature
of ability. Subsequent research has emphasised that episte-
mological beliefs are framed by educational experiences and
may vary across domains, reflecting disciplinary norms and
instructional contexts (Buehl and Alexander, 2005).

Empirical studies have linked more advanced episte-
mological beliefs to higher-quality learning strategies,
stronger self-regulation, and improved academic out-
comes (Greene et al., 2010; Muis, 2004). Importantly,
these relationships are not uniform across belief dimen-
sions. Evidence indicates that specific aspects of episte-
mological thinking may be more relevant than others, and
that their association with academic achievement often
operates indirectly through motivational and behavioural
mechanisms (Lonka et al., 2021). In accounting educa-
tion, existing studies suggest domain-specific pathways
(Berding et al., 2017; Phillips, 2001).

Based on this literature, the present study exam-
ines the dimensional nature of the relationship between
epistemological beliefs and academic achievement in
accounting education.

Accordingly, the first hypothesis is formulated as
follows:

» HI: epistemological beliefs are associated with aca-

demic performance in accounting education in a di-
mension-specific manner.

2.2 Motivational and behavioural mediators

Over the past three decades, epistemological beliefs have
received increasing scholarly attention due to their doc-
umented influence on academic motivation, learning
behaviours, and performance outcomes (Muis, 2004).
Research on self-regulated learning suggests that these
effects operate primarily through motivational and regula-
tory processes (Muis, 2007; Pintrich, 2004). Students who
perceive knowledge as complex and evolving are more
likely to adopt deep learning strategies, engage actively
with learning materials, and persist in challenging tasks,
which has been empirically linked to higher academic
achievement (Greene et al., 2010).



Students' beliefs about knowledge affect academic
behaviour, particularly the learning strategies students
employ (Braten and Stremsg, 2005). One behavioural indi-
cator of such strategy use is class attendance, which can
be interpreted as behavioural self-regulation, that is, stu-
dents' intentional management of learning conditions and
engagement (Pintrich, 2004). Meta-analytic evidence iden-
tifies attendance as one of the most reliable predictors of
academic performance in higher education, often exceed-
ing the explanatory power of conventional cognitive and
metacognitive strategy measures (Credé et al., 2010).

More broadly, research suggests that epistemologi-
cal beliefs relate to achievement through learning pro-
cesses. Empirical work supports the mediating role of
learning strategy use between epistemological beliefs and
academic outcomes (Muis, 2007). Consistent with this,
Tolhurst (2007) reported that more sophisticated beliefs
are associated with deeper learning approaches, which in
turn relate to higher performance, an interpretation that
aligns with Biggs's (1979) seminal account of how motives
and strategies are linked to the depth and structure of
learning. However, whether class attendance is empiri-
cally consistent with a mediating role in the association
between epistemological beliefs and academic achieve-
ment has received limited direct empirical attention.

Evidence from accounting education further supports
this line of reasoning. Phillips (2001) demonstrated that
beliefs about the complexity of knowledge were associated
with accounting students' study strategies, particularly
the ways in which information was consolidated during
learning. These strategy differences were, in turn, related
to academic performance and students' ability to gener-
ate integrative solutions to unstructured accounting prob-
lems. This finding underscores the relevance of epistemo-
logical beliefs for learning processes and performance in
accounting-specific contexts.

Motivation, particularly intrinsic motivation, is widely
acknowledged as a central determinant of learning pro-
cesses. Intrinsic motivation refers to engaging in learn-
ing activities out of genuine interest and inherent satis-
faction rather than external rewards or pressures (Ryan
and Deci, 2000), and is consistently associated with
deeper engagement and higher-quality learning out-
comes. Prior research indicates that more sophisticated
epistemological beliefs are positively related to intrinsic
motivation, self-regulated learning, and academic perfor-
mance (Hofer, 1994), and theoretical frameworks suggest
that such beliefs relate to learning goals and regulatory
processes (Hofer and Pintrich, 1997). Empirical evidence
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further supports these links, demonstrating that epistemo-
logical beliefs are associated with motivation and achieve-
ment across educational contexts (Chen and Pajares, 2010).

Despite this extensive evidence in educational psychol-
ogy, the mediating role of motivational factors in the rela-
tionship between epistemological beliefs and academic
achievement remains underexplored in business education,
particularly in accounting. Accounting-specific research
suggests that domain-related beliefs and motivation are
important predictors of student performance (Berding
etal.,2017; Byrne and Flood, 2005; Eskew and Faley, 1988),
yet these studies rarely examine motivational processes
within an explicit epistemological framework.

Overall, prior research suggests that epistemological
beliefs are unlikely to influence academic achievement
directly, but rather through students' motivational orienta-
tions and learning-related behaviours. In professional learn-
ing contexts such as accounting education, behavioural
engagement (e.g., class attendance) and motivational
resources (e.g., intrinsic motivation and domain-specific
self-confidence) represent plausible pathways linking epis-
temological beliefs to academic outcomes.

Based on these considerations, the second hypothesis
is proposed:

» H2: the relationship between epistemological beliefs

and academic performance is mediated by:
* class attendance;

e intrinsic motivation;

» domain-specific self-confidence.

2.3 Self-confidence and perceived external pressure
Self-confidence in academic contexts refers to students'
beliefs about their ability to successfully master learning
tasks and is closely related to Bandura's (1997) concept
of self-efficacy. A substantial body of research shows that
higher levels of self-confidence are associated with greater
persistence, more effective strategy use, and higher academic
achievement across educational settings (Pajares, 2002).
In cumulative and analytically demanding subjects such as
accounting, self-confidence may be particularly important,
as students are required to integrate abstract concepts, apply
formal rules, and solve ill-structured problems.

Perceived external pressure captures the extent to which
students experience expectations from parents, instructors,
or their broader social environment to perform well aca-
demically. Within self-determination theory, such exter-
nally regulated demands are conceptualised as controlled
forms of motivation, which may undermine intrinsic moti-
vation and autonomous engagement (Ryan and Deci, 2000).
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Empirical evidence suggests that externally driven aca-
demic pressure can increase anxiety and contribute to mal-
adaptive learning behaviours, including avoidance and
disengagement (Putwain et al., 2015). At the same time,
findings regarding the direct association between external
pressure and academic achievement remain mixed. Recent
research indicates that academic stress is positively related
to anxiety and burnout, while higher self-efficacy may buf-
fer these negative effects (Gao, 2023).

Although self-confidence and perceived external pres-
sure are well-established constructs in educational psy-
chology, their roles in explaining academic achievement
have been examined less systematically in business and
accounting education. In particular, few studies have con-
sidered these motivational factors alongside epistemolog-
ical beliefs within an integrated explanatory framework.
Consequently, their contribution to accounting students'
academic performance remains insufficiently understood.

Therefore, the third hypothesis is formulated as follows:

e H3: perceived external pressure is associated with

academic performance.

2.4 Gender as a contextual factor
Gender differences in academic experiences and outcomes
have been widely documented across educational domains.
Evidence indicates that gender gaps in academic achieve-
ment vary by field, with female students often outperforming
male students in language-related and social science subjects
(Voyer and Voyer, 2014). Such differences have been partly
attributed to gender-related variation in motivation, learning
strategies, and self-related beliefs (Else-Quest et al., 2010).
Empirical research on epistemological beliefs pro-
vides mixed evidence regarding gender differences. Some
studies report that female students exhibit more sophisti-
cated beliefs in specific dimensions, such as justification
of knowledge (Ozkan and Tekkaya, 2011), whereas others
find no systematic gender differences among university stu-
dents (Tiimkaya, 2012). Gender has also been discussed
as a contextual factor shaping motivational experiences,
including self-confidence and perceived academic pres-
sure, particularly through differential exposure to evaluative
expectations and stereotype-related concerns (Steele, 1997).
However, direct empirical evidence for gender-specific
moderation of epistemological belief-achievement relation-
ships remain limited, especially in accounting education.
Given this mixed evidence, gender is treated in the pres-
ent study as a contextual factor rather than a primary explan-
atory variable. The analysis therefore investigates potential

gender differences in the mediating relationships between
epistemological beliefs and academic performance.
Consequently, the fourth hypothesis is proposed:
* H4: the mediating relationships between epistemo-
logical beliefs and academic performance differ
by gender.

3 Research design and methodology

3.1 Research design and participants

This study employed a cross-sectional, correlational
research design using an online questionnaire to examine
the relationships between epistemological beliefs, learn-
ing-related factors, and academic performance in account-
ing education. Participants were first-year undergraduate
students enrolled in an English-language Accounting II
course at a Hungarian university. The second semester
course was chosen to reduce potential confounding from
initial cultural or linguistic adjustment effects common in
the first semester, particularly among international stu-
dents, for whom early academic performance may reflect
adaptation processes rather than subject-related compe-
tence (Andrade, 2006; Montgomery, 2010).

Data was collected in spring 2025, after completion
of the final exam and following grade release. The final
analytical sample included 351 students (149 male,
202 female). Based on self-reported background informa-
tion, participants were classified as Hungarian (n = 292),
Hungarian students who had lived abroad for at least one
year (n = 23), or international students (n = 36). Due to the
small size of the latter two groups, the analyses focused
on gender and motivational variables rather than cultural
comparisons. Participation was voluntary and anonymous.

Several factors commonly associated with academic
achievement, such as prior accounting knowledge, teach-
ing quality, assessment difficulty, and academic anxiety,
were not explicitly included as control variables in the
statistical models. This decision reflects the exploratory
focus of the study and the relatively standardised instruc-
tional context. All participants were enrolled in the same
course, taught by the same instructor, and evaluated using
an identical assessment structure, thereby reducing varia-
tion in instructional and evaluative conditions.

3.2 Measures and instruments
Epistemological beliefs were measured across five theoreti-
cally distinct dimensions adapted to the accounting context:
1. structure of knowledge, referring to perceptions of
the complexity of knowledge;



2. justification of knowledge, capturing beliefs about
the need for evidence and reasoning;

3. certainty of knowledge, reflecting perceived stability
or unchangeability of knowledge;

4. source of knowledge, indicating where knowledge is
believed to originate (e.g., authority versus personal
construction);

5. applicability of knowledge, referring to beliefs about
the practical relevance of accounting knowledge.

These dimensions draw on established epistemologi-
cal frameworks (Hofer and Pintrich, 1997) and account-
ing-specific adaptations (Berding, 2018). Each dimension
was assessed using a single item. Responses were recorded
on a seven-point Likert scale, with higher scores reflecting
more advanced epistemological beliefs. Although internal
consistency cannot be assessed for single-item measures,
prior methodological research supports their use for concep-
tually narrow and concrete constructs (Di et al., 2023; Gogol
et al., 2014; Sarstedt and Wilczynski, 2009; Schmitt, 1996;
Wanous et al., 1997). Intrinsic motivation was assessed
using two adapted items from the Motivated Strategies for
Learning Questionnaire (MSLQ) (Pintrich et al., 1991).
Responses were recorded on the same seven-point scale
and averaged to form a composite score. Although brief,
this measure captures the core of intrinsic motivation in
academic contexts. Domain-specific self-confidence was
measured using a single item on a seven-point scale. This
approach is supported in prior research on narrowly defined,
context-specific constructs such as academic self-confidence
(Di et al., 2023; Sarstedt and Wilczynski, 2009). Perceived
external pressure was likewise assessed with a single item,
capturing the extent to which students felt that their social
environment outside the university expected strong aca-
demic performance. As with self-confidence, the construct
was considered sufficiently concrete and context-bound to
justify a single-item operationalisation. Four self-developed
items were used to assess learning strategies in accounting.
Their development was conceptually informed by estab-
lished self-regulated learning frameworks (Pintrich and
De Groot, 1990; Zimmerman, 2000). The items captured
distinct, non-overlapping behaviours:

1. reviewing materials before class;

2. timing of exam preparation;

3. class attendance;

4. study format preferences (individual versus group).

These items were analysed separately rather than as
a composite scale, as internal consistency estimates would
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not be meaningful in this context (Schmitt, 1996). Aca-
demic performance was operationalised as students'
final grade in the Accounting II course, measured on the
Hungarian five-point grading scale (1 = fail, 5 = excel-
lent). Course grades are widely used as reliable indica-
tors of academic performance in higher education (Credé
et al., 2010). Gender was self-reported and served as a con-
textual moderator in the statistical analyses.

3.3 Analytical strategy

All statistical analyses were conducted using IBM SPSS
Statistics 29 with the PROCESS macro (version 4.3.1;
Hayes, 2023). The PROCESS tool was selected because it
enables the estimation of mediation and moderated medi-
ation models within a regression-based framework and
provides bootstrapped confidence intervals for indirect
effects. In this study, all PROCESS models were estimated
using 5,000 bootstrap samples with 95% confidence inter-
vals. Statistical significance was determined by whether
the bootstrap confidence intervals (BootCl) excluded
zero, following established recommendations for media-
tion analysis (MacKinnon et al., 2004).

In the mediation analyses, individual epistemologi-
cal belief dimensions were specified as independent vari-
ables (X), academic achievement served as the outcome
variable (Y), and class attendance, intrinsic motivation,
and self-confidence were examined as potential mediators.
Consistent with the exploratory focus of the study, mediators
were retained for PROCESS analyses only if they exhibited
significant bivariate associations with both epistemological
beliefs and academic achievement. Gender was additionally
examined as a moderator of selected associations.

Given the exploratory aim and single-item operationali-
sations, findings are interpreted as pattern evidence rather
than precise effect estimation.

4 Results

4.1 Preliminary analyses

Prior to the conditional process analyses, preliminary
descriptive statistics and distributional properties of the
variables were examined. Shapiro—Wilk tests indicated
significant deviations from normality for several variables,
particularly across the five epistemological belief dimen-
sions (all ps < 0.001). Accordingly, non-parametric tests
were applied in the preliminary analyses. The subsequent
PROCESS analyses were conducted using raw scores with
bootstrapped confidence intervals, as the bootstrapping
procedure does not require normally distributed variables.
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Reliability was assessed for the intrinsic motivation
construct, which consisted of two items. Internal consis-
tency was satisfactory (Cronbach's a = 0.855), exceeding
commonly accepted thresholds in social science research
(Field, 2018; Nunnally and Bernstein, 1994).

Gender-based group differences were examined to
inform the exploratory moderation analyses. Mann—
Whitney U tests revealed no significant gender differ-
ences in academic performance or in any of the epistemo-
logical belief dimensions (all ps > 0.05). However, female
students reported significantly higher perceived external
pressure (p = 0.021), whereas male students reported sig-
nificantly higher self-confidence (p = 0.025). These dif-
ferences motivated the inclusion of gender as a contextual
factor in subsequent analyses.

To identify relevant mediators, bivariate associations
between learning-related variables and academic perfor-
mance were examined (Table Al in Appendix). Among the
learning strategy indicators, only class attendance showed a
significant positive association with performance (p = 0.254,
p < 0.001). Intrinsic motivation (p = 0.185, p < 0.001) and
self-confidence (p = 0.215, p < 0.001) were also positively
related to achievement. Given the exploratory aim and the
need for model parsimony, these variables were retained as
mediators in the conditional process analyses.

4.2 Direct associations with academic performance
Direct associations between the five epistemological
belief dimensions and academic performance were exam-
ined prior to testing indirect pathways. A weak but sta-
tistically significant positive association was observed
between the structure of knowledge dimension and per-
formance (p = 0.106, p = 0.048). This finding suggests that
students who perceived accounting knowledge as complex
and requiring broad, contextual understanding tended to
achieve slightly higher course grades.

No significant direct associations were found for the
remaining epistemological belief dimensions. These find-
ings indicate that the relationship between epistemological
beliefs and academic achievement in accounting is dimen-
sion-specific rather than uniform (supporting H1).

Beyond epistemological beliefs, self-confidence showed
a moderate positive association with academic perfor-
mance (p = 0.215, p < 0.001). In contrast, perceived exter-
nal pressure was not significantly related to performance
(p = 0.026, p = 0.628), indicating the absence of a direct
association at this level of analysis (H3 not supported).

4.3 Indirect pathways via motivational and behavioural
mechanisms

The analyses indicated that epistemological beliefs were
related to academic achievement through indirect pathways
involving behavioural and motivational variables. The sig-
nificant mediation pathways are summarised in Table 1.

Class attendance mediated the association between epis-
temological beliefs and performance for two belief dimen-
sions. Specifically, both the source of knowledge and the
structure of knowledge dimensions were indirectly related
to academic achievement through attendance. The indirect
effects were statistically significant for the source dimen-
sion and for the structure dimension, with the latter oper-
ating exclusively through class attendance (see Table 1),
while the corresponding direct effects were non-significant,
indicating an indirect-only mediation pattern according to
established typologies (Hayes, 2022; Zhao et al., 2010).

Intrinsic motivation also functioned as a mediator
for selected epistemological belief dimensions. Beliefs
regarding the source of knowledge were indirectly asso-
ciated with performance via intrinsic motivation (see
Table 1). For the applicability of knowledge dimension,
both an indirect effect through intrinsic motivation (see
Table 1) and a weak negative direct association with per-
formance were observed, indicating a competitive media-
tion pattern (¢’ =—0.08, p = 0.034).

Self-confidence mediated the relationship between
several epistemological belief dimensions and academic
achievement. Beliefs concerning the source of knowledge
and the applicability of knowledge were positively asso-
ciated with self-confidence, and the indirect effects via
self-confidence were statistically significant (see Table 1).
In contrast, stronger endorsement of justification beliefs

Table 1 Significant indirect effects of epistemological belief

dimensions on academic performance

. Indirect effect (ab)
Independent variable [95% BootCI]
via Class Structure of knowledge 0.02 [0.003, 0.049]
Attendance

Source of knowledge 0.03 [0.009, 0.053]

0.04 [0.009, 0.075]

Source of knowledge
via Intrinsic
Applicability of

Motivation
knowledge 0.04 [0.011, 0.068]
Source of knowledge 0.03 [0.008, 0.055]
via Self- Applicability of 0.02 [0.003, 0.044]
knowledge
Confidence

Justification of

knowledge —0.02 [-0.038, —0.004]

Note: N = 351. Only significant mediation pathways are displayed.



was indirectly associated with lower academic perfor-
mance through reduced self-confidence (Table 1). In all
cases, the direct effects of these epistemological belief
dimensions on performance were non-significant.

Overall, these results provide partial support for H2,
as indirect effects were observed for selected belief dimen-
sions and mediators, whereas no uniform mediation pat-
tern emerged across all dimensions.

4.4 Gender as a contextual factor
Gender differences were observed in selected motivational
variables, with female students reporting higher levels of
perceived external pressure and male students reporting
higher self-confidence. However, no consistent evidence
emerged for gender-specific differences in the indirect path-
ways linking epistemological beliefs to academic achieve-
ment. The indices of moderated mediation were non-sig-
nificant across models, indicating that the magnitude of the
indirect effects did not differ systematically by gender.
These results demonstrate that gender did not mod-
erate the indirect associations between epistemological
beliefs and academic achievement in the present analyses
(H4 not supported).

5 Discussion
The present study examines how epistemological beliefs
are related to academic achievement in accounting edu-
cation, with particular emphasis on motivational and
behavioural mechanisms. The findings indicate that epis-
temological beliefs are not uniformly associated with per-
formance but vary according to specific belief dimensions
and operate primarily through indirect pathways.
Consistent with prior research, only beliefs concern-
ing the structure of knowledge showed a direct associa-
tion with academic achievement. Students who perceived
accounting knowledge as complex and requiring broad,
contextual understanding tended to achieve slightly
higher performance. This selective effect aligns with ear-
lier claims that specific dimensions of epistemological
beliefs, rather than global belief orientations, are most
relevant for explaining academic outcomes (Muis, 2004;
Phillips, 2001), and with evidence from accounting edu-
cation suggesting limited support for strong direct effects
of epistemological beliefs on performance (Berding
et al., 2017). The present findings therefore reinforce the
importance of a dimension-specific approach to epistemo-
logical beliefs in professional education contexts.
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Importantly, the results highlight the central role of moti-
vational and behavioural mechanisms. Epistemological
beliefs were primarily related to academic achievement
through indirect pathways involving class attendance,
intrinsic motivation, and self-confidence. The mediat-
ing role of attendance supports previous evidence that
behavioural engagement is a robust predictor of aca-
demic success (Cred¢ et al., 2010) and extends this logic
to accounting education by demonstrating that epistemo-
logical orientations are reflected in concrete engagement
behaviours. Students who view knowledge as constructed
and complex (source and structure of knowledge) appear
more likely to attend classes consistently, which in turn
relates to improved performance.

Intrinsic motivation and self-confidence further emerged
as key mechanisms linking epistemological beliefs to
achievement. Beliefs regarding the source and applicability
of knowledge were associated with higher intrinsic motiva-
tion, consistent with self-determination theory and earlier
research linking advanced epistemological beliefs to more
autonomous forms of motivation (Hofer, 1994; Ryan and
Deci, 2000). The competitive mediation pattern observed
for applicability suggests that a strong focus on practical
relevance may simultaneously enhance motivation while
showing a negative direct association with performance,
potentially reflecting a tension between applied orientation
and theoretical mastery in accounting education.

Self-confidence also played a pivotal mediating role.
Beliefs that emphasise multiple knowledge sources and
practical relevance (source and applicability of knowl-
edge) were associated with higher self-confidence, which
in turn related positively to performance. In contrast,
strong endorsement of justification beliefs was linked to
lower self-confidence and weaker achievement. This find-
ing extends existing research on academic self-efficacy by
suggesting that certain epistemological orientations may
undermine confidence in domains where uncertainty and
evaluative demands are salient. Such belief-confidence
profiles have received limited attention in accounting edu-
cation and warrant further investigation.

Gender differences were observed at the descriptive level,
with female students reporting higher perceived external
pressure and male students reporting higher self-confidence.
However, no consistent evidence emerged for gender-spe-
cific differences in the mechanisms linking epistemological
beliefs to academic achievement. This pattern aligns with
mixed findings in the broader literature and supports treating
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gender as a contextual factor rather than a primary explana-
tory variable in this domain. Overall, the results suggest that
epistemological, motivational, and behavioural mechanisms
operate similarly across genders in accounting education.

These findings underscore the importance of focusing
on learning-related processes rather than direct belief—
performance links when examining academic achieve-
ment in professional fields. By highlighting how episte-
mological beliefs relate to engagement, motivation, and
self-confidence, the study contributes to a more nuanced
understanding of student learning in accounting and sup-
ports the value of integrating psychological perspectives
into research on business education.

6 Conclusions

This study examined how epistemological beliefs are
linked to academic achievement in accounting education,
with a focus on motivational and behavioural mechanisms.
The findings show that epistemological beliefs are rele-
vant for performance in a dimension-specific and primarily
indirect manner. Only beliefs concerning the complexity of
knowledge were directly associated with achievement, while
several belief dimensions influenced performance through
class attendance, intrinsic motivation, and self-confidence.

References

Andrade, M. S. (2006) "International students in English-speaking uni-
versities: Adjustment factors", Journal of Research in International
Education, 5(2), pp. 131-154.
https://doi.org/10.1177/1475240906065589

Bandura, A. (1997) "Self-efficacy: The Exercise of Control", W. H.
Freeman & Co. ISBN 9780716726265

Berding, F. (2018) "IMEB-A - Instrument for Measuring Epistemic
Beliefs in Accounting”, [procedural documentation and question-
naire] Leibniz-Institut fiir Psychologie (ZPID), Open Test Archive,
Trier, Germany.
https://doi.org/10.23668/psycharchives.4606

Berding, F., Rolf-Wittlake, K., Buschenlange, J. (2017) "Impact of
Different Levels of Epistemic Beliefs on Learning Processes and
Outcomes in Vocational Education and Training", World Journal
of Education, 7(3), pp. 103-114.
https://doi.org/10.5430/wje.vTn3pl03

Biggs, J. (1979) "Individual differences in study processes and the Quality
of Learning Outcomes", Higher Education, 8(4), pp. 381-394.
https://doi.org/10.1007/BF01680526

Braten, I., Stromse, H. I. (2005) "The relationship between epistemo-
logical beliefs, implicit theories of intelligence, and self-regu-
lated learning among Norwegian postsecondary students", British
Journal of Educational Psychology, 75(4), pp. 539-565.
https://doi.org/10.1348/000709905X25067

By highlighting these indirect pathways, the study con-
tributes to research on epistemological beliefs and self-reg-
ulated learning in professional education, suggesting that
epistemological beliefs function primarily as antecedents of
learning-related processes rather than as direct predictors
of academic outcomes in accounting. From a practical per-
spective, the results indicate that instructional approaches
fostering advanced epistemological beliefs and supporting
behavioural engagement, such as regular class attendance,
may contribute to improved student performance.

A limitation of this study is the reliance on single-item
measures for the epistemological belief dimensions,
necessitated by the need to minimise respondent burden
in a classroom setting. Although such measures have been
supported in previous methodological contexts, future
research should aim to replicate these findings using multi-
item scales to allow for internal consistency assessment.

Building on the present findings, future research could
adopt longitudinal designs, more comprehensive mea-
surement approaches, and more diverse institutional con-
texts in order to deepen understanding of how epistemo-
logical beliefs are associated with learning processes in
accounting education.

Buehl, M. M., Alexander, P. A. (2005) "Motivation and Performance
Differences in Students' Domain-Specific Epistemological
Belief Profiles", American Educational Research Journal, 42(4),
pp. 697-726.
https://doi.org/10.3102/00028312042004697

Byrne, M., Flood, B. (2005) "A study of accounting students' motives,
expectations and preparedness for higher education", Journal of
Further and Higher Education, 29(2), pp. 111-124.
https://doi.org/10.1080/03098770500103176

Chen, J. A., Pajares, F. (2010) "Implicit theories of ability of Grade 6 sci-
ence students: Relation to epistemological beliefs and academic
motivation and achievement in science", Contemporary Educational
Psychology, 35(1), pp. 75-87.
https://doi.org/10.1016/j.cedpsych.2009.10.003

Credé, M., Roch, S. G., Kieszczynka, U. M. (2010) "Class Attendance
in College: A meta-analytic Review of the Relationship of Class
Attendance with Grades and Student Characteristics", Review of
Educational Research, 80(2), pp. 272-295.
https://doi.org/10.3102/0034654310362998

Di, W, Nie, Y., Chua, B. L., Chye, S., Teo, T. (2023) "Developing a
Single-Item General Self-Efficacy Scale: An Initial Study", Journal
of Psychoeducational Assessment, 41(5), pp. 583-598.
https://doi.org/10.1177/07342829231161884


https://doi.org/10.1177/1475240906065589
https://doi.org/10.23668/psycharchives.4606
https://doi.org/10.5430/wje.v7n3p103
https://doi.org/10.1007/BF01680526
https://doi.org/10.1348/000709905X25067
https://doi.org/10.3102/00028312042004697
https://doi.org/10.1080/03098770500103176
https://doi.org/10.1016/j.cedpsych.2009.10.003
https://doi.org/10.3102/0034654310362998
https://doi.org/10.1177/07342829231161884

Else-Quest, N. M., Hyde, J. S., Linn, M. C. (2010) "Cross-national pat-
terns of gender differences in mathematics: A meta-analysis",
Psychological Bulletin, 136(1), pp. 103—127.
https://doi.org/10.1037/a0018053

Eskew, R. K., Faley, R. H. (1988) "Some Determinants of Student
Performance in the First College-Level Financial Accounting
Course", The Accounting Review, 63(1), pp. 137-147. [online]
Available at: https://www.jstor.org/stable/247684 [Accessed:
15 December 2025]

Field, A. (2018) "Discovering statistics using IBM SPSS statistics",
SAGE Publications Ltd. ISBN 9781526419521

Gao, X. (2023) "Academic stress and academic burnout in adolescents: a
moderated mediating model", Frontiers in Psychology, 14, 1133706.
https://doi.org/10.3389/fpsyg.2023.1133706

Gogol, K., Brunner, M., Goetz, T., Martin, R., Ugen, S., Keller, U.,
Fischbach, A., Preckel, F. (2014) ""My Questionnaire is Too
Long!" The assessments of motivational-affective constructs with
three-item and single-item measures", Contemporary Educational
Psychology, 39(3), pp. 188-205.
https://doi.org/10.1016/j.cedpsych.2014.04.002

Greene, J. A., Torney-Purta, J., Azevedo, R. (2010) "Empirical evidence
regarding relations among a model of epistemic and ontological
cognition, academic performance, and educational level", Journal
of Educational Psychology, 102(1), pp. 234-255.
https://doi.org/10.1037/a0017998

Hanushek, E. A., Woessmann, L. (2015) "The Knowledge Capital of
Nations: Education and the Economics of Growth", The MIT Press.
ISBN 9780262029179

Hayes, A. F. (2022) "Introduction to Mediation, Moderation, and
Conditional Process Analysis: A Regression-Based Approach",
The Guilford Press. ISBN 9781462549030

Hayes, A. F. (2023) "PROCESS macro for SPSS, SAS, and R (4.3.1)",
[computer program] Available at: https:/www.processmacro.org
[Accessed: 28 May 2025]

Hofer, B. K. (1994) "Epistemological Beliefs and First-year College
Students: Motivation and Cognition in Different Instructional
Contexts", presented at the Annual Meeting of the American
Psychological Association, Los Angeles, CA, USA, Aug. 12-16.
[online] Available at: https:/files.eric.ed.gov/fulltext/ED379567.
pdf [Accessed: 17 October 2025]

Hofer, B. K., Pintrich, P. R. (1997) "The Development of Epistemological
Theories: Beliefs About Knowledge and Knowing and Their Relation
to Learning", Review of Educational Research, 67(1), pp. 88—140.
https://doi.org/10.3102/00346543067001088

Kabalski, P. (2022) "Gender accounting stereotypes in the highly
feminised accounting profession. The case of Poland", Zeszyty
Teoretyczne Rachunkowosci, 46(1), pp. 157-184.
https://doi.org/10.5604/01.3001.0015.7993

Lonka, K., Ketonen, E., Vermunt, J. D. (2021) "University students'
epistemic profiles, conceptions of learning, and academic perfor-
mance", Higher Education, 81(4), pp. 775-793.
https://doi.org/10.1007/s10734-020-00575-6

MacKinnon, D. P., Lockwood, C. M., Williams, J. (2004) "Confidence
Limits for the Indirect Effect: Distribution of the Product and
Resampling Methods", Multivariate Behavioral Research, 39(1),
pp. 99-128.
https://doi.org/10.1207/s15327906mbr3901 4

Fortvingler | 9
Period. Polytech. Soc. Man. Sci.

Montgomery, C. (2010) "Understanding the International Student
Experience", Palgrave Macmillan. ISBN 9780230242272

Muis, K. R. (2004) "Personal Epistemology and Mathematics: A Critical
Review and Synthesis of Research", Review of Educational
Research, 74(3), pp. 317-377.
https://doi.org/10.3102/00346543074003317

Muis, K. R. (2007) "The Role of Epistemic Beliefs in Self-regulated
Learning", Educational Psychologist, 42(3), pp. 173-190.
https://doi.org/10.1080/00461520701416306

Nunnally, J. C., Bernstein, I. H. (1994) "Psychometric Theory", McGraw-
Hill. ISBN 9780070478497

Ozkan, S., Tekkaya, C. (2011) "How Do Epistemological Beliefs Differ
by Gender and Socio-economic Status?", Hacettepe University
Journal of Education, 41, pp. 339-348. [online] Available at:
https://dergipark.org.tr/tr/download/article-file/87409 [Accessed:
08 November 2025]

Pajares, F. (2002) “Gender and Perceived Self-Efficacy in Self-Regulated
Learning”, Theory Into Practice, 41(2), pp. 116—125.
https://doi.org/10.1207/s15430421tip4102_8

Phillips, F. (2001) "A Research Note on Accounting Students'
Epistemological Beliefs, Study Strategies, and Unstructured
Problem-solving Performance", Issues in Accounting Education,
16(1), pp. 21-39.
https://doi.org/10.2308/iace.2001.16.1.21

Pintrich, P. R. (2004) "A Conceptual Framework for Assessing
Motivation and Self-regulated Learning in College Students",
Educational Psychology Review, 16(4), pp. 385-407.
https://doi.org/10.1007/s10648-004-0006-x

Pintrich, P. R., De Groot, E. V. (1990) "Motivational and self-regu-
lated learning components of classroom academic performance",
Journal of Educational Psychology, 82(1), pp. 33—40.
https://doi.org/10.1037/0022-0663.82.1.33

Pintrich, P. R., Smith, D. A. F., Garcia, T., McKeachie, W. J. (1991)
"A Manual for the Use of the Motivated Strategies for Learning
Questionnaire (MSLQ)", National Center for Research to Improve
Postsecondary Teaching and Learning, University of Michigan,
Ann Arbor, MI, USA. [online] Available at: https://eric.ed.gov
/?1d=ED338122 [Accessed: 12 October 2025]

Putwain, D. W., Remedios, R., Symes, W. (2015) "Experiencing fear
appeals as a challenge or a threat influences attainment value and
academic self-efficacy", Learning and Instruction, 40, pp. 21-28.
https://doi.org/10.1016/j.learninstruc.2015.07.007

Ryan, R. M., Deci, E. L. (2000) "Self-determination theory and the facil-
itation of intrinsic motivation, social development, and well-be-
ing", American Psychologist, 55(1), pp. 68-78.
https://doi.org/10.1037/0003-066X.55.1.68

Sarstedt, M., Wilczynski, P. (2009) "More for Less? A Comparison of
Single-Item and Multi-Item Measures", Die Betriebswirtschaft,
69(2), pp. 211-227. [online] Available at: https:/www.research-
gate.net/publication/281306739 More for Less A Comparison
of Single-item and Multi-item Measures [Accessed: 13 October
2025]

Schmitt, N. (1996) "Uses and abuses of coefficient alpha", Psychological
Assessment, 8(4), pp. 350-353.
https://doi.org/10.1037/1040-3590.8.4.350


https://doi.org/10.1037/a0018053
https://www.jstor.org/stable/247684
https://doi.org/10.3389/fpsyg.2023.1133706
https://doi.org/10.1016/j.cedpsych.2014.04.002
https://doi.org/10.1037/a0017998
https://www.processmacro.org
https://files.eric.ed.gov/fulltext/ED379567.pdf
https://files.eric.ed.gov/fulltext/ED379567.pdf
https://doi.org/10.3102/00346543067001088
https://doi.org/10.5604/01.3001.0015.7993
https://doi.org/10.1007/s10734-020-00575-6
https://doi.org/10.1207/s15327906mbr3901_4
https://doi.org/10.3102/00346543074003317
https://doi.org/10.1080/00461520701416306
https://dergipark.org.tr/tr/download/article-file/87409
https://doi.org/10.1207/s15430421tip4102_8
https://doi.org/10.2308/iace.2001.16.1.21
https://doi.org/10.1007/s10648-004-0006-x
https://doi.org/10.1037/0022-0663.82.1.33
https://eric.ed.gov/?id=ED338122
https://eric.ed.gov/?id=ED338122
https://doi.org/10.1016/j.learninstruc.2015.07.007
https://doi.org/10.1037/0003-066X.55.1.68
https://www.researchgate.net/publication/281306739_More_for_Less_A_Comparison_of_Single-item_and_Multi-item_Measures
https://www.researchgate.net/publication/281306739_More_for_Less_A_Comparison_of_Single-item_and_Multi-item_Measures
https://www.researchgate.net/publication/281306739_More_for_Less_A_Comparison_of_Single-item_and_Multi-item_Measures
https://doi.org/10.1037/1040-3590.8.4.350

10 | Fortvingler
Period. Polytech. Soc. Man. Sci.

Schommer, M. (1990) "Effects of beliefs about the nature of knowledge
on comprehension", Journal of Educational Psychology, 82(3),
pp. 498-504.
https://doi.org/10.1037/0022-0663.82.3.498

Steele, C. M. (1997) "A threat in the air: How stereotypes shape intel-
lectual identity and performance", American Psychologist, 52(6),
pp. 613-629.
https://doi.org/10.1037/0003-066X.52.6.613

Tolhurst, D. (2007) "The influence of learning environments on stu-
dents' epistemological beliefs and learning outcomes", Teaching in
Higher Education, 12(2), pp. 219-233.
https://doi.org/10.1080/13562510701191992

Tiumkaya, S. (2012) "The Investigation of the Epistemological Beliefs of
University Students According to Gender, Grade, Fields of Study,
Academic Success and Learning Style", Educational Sciences:
Theory & Practice, 12(1), pp. 88-95. [online] Available at: https://
files.eric.ed.gov/fulltext/EJ978434.pdf [Accessed: 18 November

Voyer, D., Voyer, S. D. (2014) "Gender differences in scholastic
achievement: A meta-analysis", Psychological Bulletin, 140(4),
pp. 1174-1204.
https://doi.org/10.1037/a0036620

Wanous, J. P, Reichers, A. E., Hudy, M. J. (1997) "Overall job satis-
faction: How good are single-item measures?", Journal of Applied
Psychology, 82(2), pp. 247-252.
https://doi.org/10.1037/0021-9010.82.2.247

Zhao, X., Lynch Jr., J. G., Chen, Q. (2010) "Reconsidering Baron and
Kenny: Myths and Truths about Mediation Analysis", Journal of
Consumer Research, 37(2), pp. 197-206.
https://doi.org/10.1086/651257

Zimmerman, B. J. (2000) "Chapter 2 - Attaining Self-regulation:
A Social Cognitive Perspective", In: Boekaerts, M., Pintrich, P. R.,
Zeidner, M. (eds.) Handbook of Self-Regulation, Academic Press,
pp. 13-39. ISBN 978-0-12-109890-2
https://doi.org/10.1016/B978-012109890-2/50031-7

2025]
Appendix A
Table A1 Descriptive statistics and correlations
Variables M SD 1 2 3 4 5 6 7 8 9 10
1. Academic 304 0.88
performance
2. Perceived external 510 1.29 0.03
pressure
3. Class attendance 4.42 0.86 0.25%* 0.16**
4. Justification of 458 149 -002 008 005
knowledge
3. Structure of 530 117 011* 013  011* 006
knowledge
6. Certainty of 473 141 —003  O11* 002  030%  0.06
knowledge
7. Applicability of 5.44 127 —0.05  0.16%  —0.04 —0.00  0.14%* —0.16**
knowledge
8. Source of
5.29 1.26 0.07 0.10 0.15%%* 0.00 0.17%%* —0.01 0.35%*

knowledge
9. Self-confidence 4.84 1.40 0.22%%* —0.08 0.05 —0.14* 0.03 —0.09 0.13* 0.19%%*
10. Intrinsic motivation 4.63 1.21 0.19%%* 0.08 0.19%%* 0.01 0.11% —0.03 0.29%*  0.37%%* 0.51%%*

Note: N =351; M = mean; SD = standard deviation. Coefficients are Spearman's rank correlations (p). Response scale ranged from 1 to 7, except for

academic performance (1-5).
* p<0.05
** p<0.01
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