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ABSTRACT

Aim. The present study aims at establishing self-regulating strategies used by Lithu-
anian undergraduate students when they are unable to accomplish their academic as-
signments due to a lack of necessary information. By establishing data-based evidence
regarding student choices of seeking help or information made under the circumstances
preventing them from fulfilling academic tasks, the study addresses the existing re-
search gap in the field.

Methods. The present research is part of larger mixed-method research (n = 309)
conducted at four universities in Lithuania. The data for this study was collected from
two university students’ (n = 140) responses to the open-ended question “What strate-
gies do you use if / when you do not have all the necessary information for accom-
plishing your academic assignments?”. To analyse the data, qualitative methodology
was chosen, and the inductive (bottom-up) content analysis was used.

Results. Content analysis revealed four major categories (covering five subcatego-
ries) of student-adopted self-regulating strategies, such as using a combination of dif-
ferent strategies of seeking help or information, relying exclusively on the strategy
of Internet search, using the strategy of seeking help from different stakeholders,
and taking no action.

Conclusions. It can be concluded that most students sought help proactively, i.e.,
they used up to three self-regulating strategies to solve the problem of lack of infor-
mation necessary for their studies.On the other hand, it was concluded that the stu-
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dents who used only one strategy or did not take any action should be encouraged
to seek different forms of help or sources of information, which could foster their
self-regulated learning. The findings also call for research into the use of Generative
Al in undergraduate studies.

Cognitive value. This study contributes to research by providing evidence from
a Lithuanian case on student-adopted strategies of seeking help or information relevant
for the development of students’ self-regulated learning.
Keywords: self-regulated learning, self-regulating strategies, seeking help or informa-
tion, academic assignments, undergraduate students, higher education

INTRODUCTION

Self-regulated learning and performance are defined as “the processes whereby
learners personally activate and sustain cognition, affects and behaviour that are sys-
tematically oriented toward the attainment of personal goals” (Zimmerman & Schunk,
2011, p. 1). Inrecent decades, the interest in self-regulated learning and its educational
impact has been growing at all levels of education (Abar & Loken, 2010; Backers et al.,
2024; Beaumont et al., 2016; Cassidy, 2011; Chen, 2002; Gonida et al., 2019; Porter &
Peters-Burton, 2021; Spruce & Bol, 2015; van der Veen & Peetsma, 2009; Vosniadou
et al., 2020; Zeidner & Stoeger, 2019; among others). Research findings demonstrate
that high achievements are predetermined by a high level of self-regulated learning.
This can be reached if students are motivated, engaged in the process of learning,
and use learning strategies and self-regulation processes, such as goal setting, time
management and seeking help or information (Newman, 2002; Pintrich, 1999; Zim-
merman, 2002). It has been established that self-regulation can be promoted by raising
students’ motivation and awareness of themselves as learners (Pintrich, 1999; Zimmer-
man, 2002, 2015) as well as by integrating some methods of learning aimed at support-
ing students’ self-regulation. The latter includes think-aloud protocols (Vandevelde et
al., 2015), reflection journals (Klenowski & Lunt, 2008), self-assessment tasks (Ernst
et al., 2026; Kostons et al., 2012; Zamora et al., 2018), peer- and teacher-provided
feedback (Burksaitiené, 2012, 2022; Filius et al., 2018; Fletcher, 2018; Gan et al.,
2021; Khuder, 2025; Nicol & Macfarlane-Dick, 2006; Ruegg, 2018; Yang, 2016; Yang
& Carless, 2013), to mention just a few.

In recent decades, research into self-regulated learning in higher education has been
growing, however, Lithuanian students’ self-regulation of learning has been little inves-
tigated (Burksaitiené, 2013; Horlenko, 2025). The present study attempts to contribute
to the literature by analysing undergraduate students’ use of self-regulating strategies
while they face the problem of lack of information necessary for learning. This study
is part of larger mixed-method research conducted at four universities in Lithuania with
the participation of 309 third- and fourth-year undergraduate students from different
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fields of study (including technological sciences, social sciences and humanities).
The mixed-method research was guided by the main research question: “Which
processes of self-regulation do students use in their studies?”. To answer this ques-
tion, an online survey consisting of 60 close-ended and four open-ended questions
was conducted (Burksaitiené et al., 2021).

The present study reports only on the results of the analysis of the students’ re-
sponses to one of the open-ended questions, i.e., “What strategies do you use if /
when you do not have all the necessary information for accomplishing your academic
assignments?”. The data was collected from the responses provided by 140 students
enrolled in the study programmes of social sciences and humanities at two universities.
To analyse the data, a qualitative approach was chosen, and inductive (bottom-up)
content analysis was carried out. To ensure the reliability and validity of the findings,
the analysis of students’ responses was conducted by two independent researchers
whose findings were compared, discussed and final decisions agreed upon.

This article begins by introducing a literature overview. The research methodol-
ogy is then presented, and research limitation is described. Finally, the findings are
discussed and recommendations provided. The present study contributes to the research
literature and calls for further research.

LITERATURE OVERVIEW

During recent decades, interest in self-regulated learning has been increasing.
It has been analysed from diverse contextual, motivational and cognitive perspectives
(Zeidner & Stoeger, 2019). A literature overview demonstrates that research has been
conducted in all educational environments — starting from primary and secondary
education and finishing with higher education. For example, upper primary school
pupils’ (those at risk of failure) engagement in self-regulated learning was inves-
tigated by Sabrina Vandevelde and colleagues (2015), primary school children’s
ability of seeking help was explored by Anna Fletcher (2018), and the development
of young learners’ self-regulated learning behaviour was studied by Ineke van der
Veen and Thea Peetsma (2009). Additionally the links between high-school students’
self-regulation profiles and their goal orientation were researched (Abar & Loken,
2010), the impact of self-assessment and task-selection skills on secondary school
students’ self-regulated learning was analysed (Kostons et al., 2012), the influence
of self-assessment on secondary school students’ self-regulation of learning was in-
vestigated (Zamora et al., 2018), and talented adolescents’ views on how they see
the process of seeking help and their intentions to seek it were investigated (Gonida et
al., 2019), among many others.

Since teachers play a pivotal role in promoting students’ self-regulated learning,
it is not surprising that there is an extensive body of research centred on future teach-
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ers’, student teachers’ and teachers’ role in this process, as well as on the develop-
ment of their competence to support students (Backers et al., 2024; Callan & Shim,
2019; Ernst et al., 2026; Fletcher, 2018; Greene, 2021; Porter & Peters-Burton, 2021;
Vosniadou et al., 2020, among others). It has been reported that when teachers are
not fully aware of the complexity of self-regulated learning, they may find it difficult
to identify gaps in their students’ self-regulation (Callan & Shim, 2019). Therefore,
teachers’ competence should be developed, and special training provided to both
pre-service and in-service teachers can be beneficial. It can deepen their knowledge
and understanding of self-regulated learning as well as enable them to foster their
students’ capability to self-regulate learning in real learning environments (Backers et
al., 2024; Greene, 2021; Porter & Peters-Burton, 2021; Vosniadou et al., 2020).

As has already been mentioned, research findings show that self-regulated learning
is important for students’ academic success (Schunk, 2005; Zimmerman, 2002; Zim-
merman & Schunk, 2011; among others). It has been reported that the transition pe-
riod from school to university can be challenging for some students. The challenge
can be caused by the gap between the level of self-regulated learning they developed
at school and the level of self-regulation required in higher education (Beaumont et
al., 2016; Leese, 2010). To support such students, the gap can be closed by making
some changes in university curricula so that students are gradually directed towards
a higher level of self-regulation (Beaumont et al., 2016). Also, special programmes
aimed at promoting self-regulation can be designed and introduced during the first
semesters at the university. Such programmes have proved to have promoted university
students’ use of self-regulating strategies, have raised their motivation and fostered
academic performance (Theobald, 2021), as well as depending their knowledge of self-
regulation and developed self-efficacy (Bernardo et al., 2025).

Research evidence illustrates that at all levels of education, students’ self-regulated
learning can be fostered by integrating some methods of learning specifically aimed
at raising their self-regulation. Such methods support students’ learning, increase their
confidence, develop their critical thinking, foster engagement, and direct students to-
wards further improvement. They include think-aloud protocols (Vandevelde et al.,
2015), reflection journals (Klenowski & Lunt, 2008), self-assessment (Ernst et al., 2026;
Kostons et al., 2012; Zamora et al., 2018) and peer- and teacher-provided feedback
(Burksaitiené, 2012, 2022; Filius et al., 2018; Gan et al., 2021; Khuder, 2025; Nicol
& Macfarlane-Dick, 2006; Ruegg, 2018; Yang, 2016; Yang & Carless, 2013), among
others. In this context, feedback stands out as the method which produces multiple
effects. To illustrate, David Nicol and Debra Macfarlane-Dick (2006) analysed the use
of formative assessment for self-regulated learning, created a model of self-regulated
learning and defined principles of good feedback. The authors stressed that when
students have the capacity to self-assess their own learning and to use feedback, they
become proactive, self-regulated learners. In another example, Renée Filius and col-
leagues (2018) conducted a small-scale study in which peer feedback was used by inter-
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national students enrolled in online courses. The students were pre-taught how to rate
peer feedback and then practised rating it. It was found that the dialogues arising
between the peers while discussing feedback promoted students’ deep learning. Along
similar lines, Nijolé BurkSaitiené’s (2022) findings demonstrated that, while providing
feedback, undergraduate translation students not only identified gaps in their peers’ oral
performance but also presented some recommendations on how some of those problems
could be solved. It was concluded that peer feedback supported peers’ learning and di-
rected it towards future improvement. Similarly, Baraa Khuder’s (2025) longitudinal
research results showed that teaching undergraduate STEM students to seek feedback
in a course of academic writing not only fostered their engagement in asking their peers
for feedback but also enabled them to identify gaps in their writing and promoted their
skills of setting priorities.

On the other hand, research also shows that lack of students’ understanding of feed-
back can hinder their self-regulation. In their investigation, Zhengdong Gan and col-
leagues (2021) analysed Chinese students’ use of feedback for self-regulation of learn-
ing in a course of academic English. It was established that the students did not seek
feedback proactively and preferred to receive teacher-generated prescriptive feedback.
The authors suggested deepening the study participants’ understanding of feedback,
which could make them more self-regulated learners of academic English.

The most recent research has been focused on the interaction of multiple factors
and self-regulated learning. To illustrate, Min Doo and colleagues (2023) investigated
Korean students’ experiences of online learning during the Covid-19 pandemic and ex-
plored the relationship between students’ motivation, self-regulation and decision-
making processes. It was concluded that self-regulation made the biggest impact
on the study participants’ engagement in online learning. In the study carried out by
Mohammad Nakhostin-Khayyat and colleagues (2024), the interplay between self-
regulation, cognitive flexibility and resilience of Iranian students was investigated.
It was found that self-regulation made a positive impact on the study participants’
resilience. As students’ self-regulation, cognitive flexibility and resilience are inter-
twined, the authors recommended developing them in an integrated manner.

SEEKING HELP OR INFORMATION
IN ACADEMIC ENVIRONMENTS

According to research literature, seeking help or information can be seen as a pro-
cess of self-regulation (Pintrich, 1999; Zimmerman, 2002), as a type of behaviour
and a strategy of self-regulated learning (Gonida et al., 2019; Karabenick, 2003;
Kozanitis et al., 2007; Newman, 2002; Makara & Kuusinen, 2023). Students usu-
ally seek help or information when they face an academic problem or aim at some
learning goals. In academic learning environments, seeking help falls into three
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major types (Makara & Kuusinen, 2023). The adaptive (or instrumental) type means
that students ask for help in order to accomplish some academic tasks on their own
rather than to receive a quick correct answer (Newman, 2002; Makara & Kuusinen,
2023). In this case, students take the initiative to seek help and usually ask for clari-
fication, for a hint or an explanation of something that they do not fully understand.
Contrary to the adaptive type, students are said to adopt the expedient (or execu-
tive) type of seeking help if their main goal is to receive a quick correct answer
without trying to look deeper into the problem. The third type, i.e., the avoidant type
of seeking help, refers to students’ behaviour of not asking for support when they
need it (Makara & Kuusinen, 2023). According to research, seeking help becomes
an important adaptive strategy only if students ask for it proactively, i.e., if they
ask for support in order to understand what they are learning (Karabenick, 2003;
Makara & Kuusinen, 2023).

The most recent research has been focused on students’ views of themselves as help
seekers, their perceptions of teacher-provided help, their views regarding benefits
and costs of seeking help, the links between the process of seeking help, students’
motivation to learn and their learning goals, as well as on the role of high school in de-
veloping students’ behaviour of seeking help (Gonida et al., 2019; Karabenick, 2003;
Karabenick & Gonida, 2018; Kozanitis et al., 2007; Richards, 2022). For instance,
Eleftheria Gonida and colleagues (2019) analysed Greek adolescent students’ views
of seeking help and their intentions to seek it in relation to their motivation. The findings
demonstrated that only a small number of the study participants demonstrated an adap-
tive type of help-seeking, whereas most of them viewed it as a threat, which hindered
their self-regulation. In higher education contexts, Stuart Karabenick (2003) analysed
American undergraduate students’ goals of seeking help, the student-perceived degree
of threat of seeking help, the students’ intention to ask for help and their preferences
regarding the source of help. The results showed that the number of students demon-
strating the adaptive type of seeking help was smaller than the number of students
who sought help in an avoiding manner. It was also reported that the students who
sought help in an adaptive manner were highly motivated, their goals were instru-
mental, and they preferred their teachers’ (i.e., formal) support .On the other hand,
it was established that these students’ perceived a degree of threat regarding help-
seeking was low. By contrast, the students whose goals of asking for support viewed
it as a threat and preferred to avoid seeking it. In another study conducted in higher
education, Anastassis Kozanitis and colleagues (2007) explored Canadian undergradu-
ate students’ views of their teachers’ help and the teachers’ reactions to their students’
questions. The authors emphasised that the teachers’ positive reactions to their students’
questions were relevant both for the development of student-adopted type of seeking
help and for students’ motivation. It was also reported that motivational elements (such
as students’ learning goals, self-perceptions and task value) influenced the student-
adopted type of seeking help.
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Even though investigations into students’ use of self-regulation have been ex-
tensive in many countries across the globe, in Lithuania, this field has been little
researched (Burksaitiené, 2013; Horlenko, 2025). To the best of our knowledge, no
research exploring self-regulating strategies of seeking help or information adopted by
undergraduate students has yet been conducted. The present study is one of the first
attempts to narrow this gap by presenting a Lithuanian case and proposing directions
for further research.

METHODOLOGY

The present research is based on the theory of self-regulated learning. According
to this theory, self-regulated learning is a process which promotes active engagement
in learning by fostering goal setting, self-monitoring, and reflection, which leads
to academic success (Zimmerman, 2002, 2015). This theory is important for the present
study since it emphasises that choosing effective self-regulating strategies can improve
students’ performance and support them in reaching their academic goals, which is a pre-
requisite leading to high learning outcomes in higher education (Hattie & Timperley,
2007; Zimmerman, 2002).

RESEARCH CONTEXT AND PARTICIPANTS

The present study reports on the results of the analysis of 140 undergraduate stu-
dents’ responses to the open-ended question: “What strategies do you use if / when
you do not have all the necessary information for accomplishing your academic as-
signments?” At the time of this research, the students were in their third and fourth
years of studies in the field of Social Sciences (n = 89) and Humanities (n =51) at two
universities; 97 of them were female students, and 43 were male students, their age
ranging from 22 to 25.

To analyse the data, a qualitative approach was chosen, and inductive (bottom-up)
content analysis was carried out. This type of analysis was chosen since “it is used
in cases where there are no previous studies dealing with the phenomenon or when
it is fragmented” and because it helps to identify categories that present a clear descrip-
tion of the phenomenon (Elo & Kyngés, 2007, p. 107).

The data was analysed according to the procedure detailed by Elo and Kyngis
(2007). During the first stage, all responses were read several times and units of ana-
lysis were selected. The second stage covered three processes: (a) open coding, i.e.,
formulating the headings that reflected student-adopted strategies when they did not
have enough information necessary for their studies, (b) identifying initial categories
and grouping them under more general headings, and (c) abstracting, i.e., identifying
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each category and subcategories, and grouping them. During the last stage, extracts
from the students’ responses illustrating each category and subcategory were selected.

To ensure reliability and validity of the results, inductive content analysis was conduct-
ed by two independent experts, who discussed their findings and made agreed decisions.

The research was carried out in line with the requirements of ethics. The question-
naire did not collect any personal data that could potentially identify the respondents.
The respondents were provided with information regarding the research purpose,
the amount of time required to complete the survey and were informed that their
responses would be used exclusively for the purposes of research. Students’ participa-
tion in the survey was anonymous and voluntary.

The sample size of this study could be recognised as its main limitation, not allowing
for wide-scale generalisations. Despite this, the results are relevant since they contribute
to the knowledge in the field by providing evidence regarding Lithuanian undergradu-
ate students’ choices of self-regulating strategies if / when they face the problem of lack
of information necessary for their studies.

RESULTS

The inductive analysis revealed four categories of strategies (covering five subcat-
egories) of seeking help or information used by the students: (a) combining different
strategies, (b) using exclusively the strategy of searching the Internet, (c) seeking
help from different stakeholders, and (d) taking no action (Table 1). The identified
categories and subcategories (that fall under categories 1 and 3) are supported by
the most characteristic extracts from the students’ (S) responses.

Table 1
Lack of Information to Accomplish Academic Assignments: Strategies Used by Students

Category Subcategories

1. Combining different strategies 1.1. Using library resources, searching the Internet, seeking

(n=159) help from stakeholders within the university (n =41)
1.2. Seeking help from stakeholders within the university
and outside it, searching the Internet (n = 12)
1.3. Seeking help from stakeholders within the university,
searching the Internet (n = 6)

2. Using the strategy of searching the Internet (n = 56)

3. Seeking help from different ~ 3.1. Seeking help from stakeholders within the university

stakeholders (n=16)

(n=21) 3.2. Seeking help from stakeholders within the university
and outside it (n = 5)

4. Taking no action (n =4)

Source. Own research.
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Category 1: Combining Different Strategies

The first category of student-adopted strategies of seeking help or information covers
the biggest number of students’ responses (n = 59), demonstrating that they used some
combinations of strategies if / when they did not have enough information to accomplish
their academic assignments. This category falls into three subcategories. Subcategory
1.1 shows that 41 students combined two or three strategies, i.c., they searched their
university library resources, searched the Internet, and/or sought help from members
of their university community (i.e., from their university teachers and/or peers):
— “I'look for books on that subject in the library or search for online articles.” (S 10)
— “<...>Ilook through everything in the syllabus, and then I ask my peers or look for it [in-
formation] on the Internet.” (S 11)

— “[1] Ask my group mates about what they use. Try to look up information online by adding
different keywords to the search bar.” (S 97)

— “<...>Ican always ask my professor or group mates. There is a plethora of sources, e.g.,
Google Scholar helps a lot.” (S 13)

— “First of all, I try to contact the teacher <...> Then I start looking for information in the uni-
versity online databases.” (S 77)

— “I ask the lecturer, I google the issue differently (using a different language or word
combination).” (S 48)

— “<...> 1 use the Internet, e.g., Google Scholar or other websites like academia.edu, or
I just ask the lecturer.” (S 99)

Subcategory 1.2 illustrates that 12 students also combined two or three strategies.
However, their strategy combinations differed from those that fall under subcategory
1.1 in that these students sought help or information not only from some members
within their university community (i.e., from their university teachers and/or peers),
but also from some people outside it (e.g., from their colleagues at work), and/or
searched the Internet:

— “Tknow that I can always ask my group colleagues for help; sometimes by working together

we clarify some things on the Internet. Sometimes I talk to my colleagues at work (I have
ajob in arelated field). Moreover, all the university tutors are always willing to help.” (S 122)

— “I check the sources provided by the instructor, which is usually sufficient for the task;

however, if it’s not, I either use Google/YouTube or I confide in my peers or talk to my

colleagues at work.” (S 55)

Subcategory 1.3 shows that six students combined two strategies, i.e., they sought
help from some members within their university community (i.e., from their university
teachers and/or peers) and searched the Internet:

— “The Internet and study buddies are the answer!” (S 15)

— “Italk to the lecturer and search the Internet.” (S 64)
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Category 2: Using the Strategy of Searching the Internet

The second category emerged from the responses provided by 56 students. These stu-
dents stated that if / when they could not accomplish their academic assignments because
they did not have enough information, they relied exclusively on an Internet search. Also,
these students reported that while searching the Internet, they used/tried to use reliable
sources, such as online dictionaries, open access resources (€.g., research articles, e-books),
and/or video tutorials. This can be illustrated by the following extracts from their responses:
— “It depends on the task. Usually, I do more “digging” on the Internet and try to read some
relevant articles for some ideas, and it usually helps. If I must deal with translations <...>,
[ usually rely heavily on online dictionaries <...>”. (S 44)

— “Mostly I explore the web answers to my questions with explanations (because I need
to understand, not just to know the answer), and I also try to search for information in e-
books if I have that possibility.” (S 41)

— “Talways check official journal sites for articles that might be useful for my assignments.” (S 93)

— “If I'lack information, I go to trustworthy sites where it is provided.” (S 28)

— “I search for tutorials on YouTube.” (S 114)

Category 3: Seeking Help from Different Stakeholders

This category comprises two subcategories that cover 21 responses demonstrating
that the students sought help or information from different stakeholders, including
some members within their university community (subcategory 3.1, n=16) and some
people outside it (subcategory 3.2, n = 5). More specifically, subcategory 3.1 covers
three types of student preferences regarding the source of support. The first one includes
five students’ preference of seeking support from their university professors who were
the teachers of a specific module. This can be illustrated by the following responses:

— “Course instructors are more than willing to help in doing the assignments, so if I struggle

with any, I can always ask them for help <...>.” (S 4)

— “Usually, I talk to the professor of the [study] subject. [They] recommend some extra lit-

erature, sometimes they lend me the books necessary for the task.” (S1)

— “I usually consult professors (of the specific module), ask them to give me some advice

on where to look for the necessary information.” (S 54)

Under similar circumstances, six other respondents preferred to seek help from
either their university professors or their peers, whereas the remaining five students
from this group preferred to talk solely to their peers:

— “Usually, I just reach out to my peers or the professor directly via email.” (S 6)

— “[1] try to contact my course mates. If nobody knows where to find it [information], we

send an email to our lecturer.” (S 35)
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— “I ask my friends from the group to help me.” (S 45)
— “[I] ask peer community for help.” (S 69)

Subcategory 3.2 covers five students’ responses providing evidence that if / when
they did not have enough information to accomplish their academic assignments, they
sought help not only from their university teachers and/or peers, but also from some
people outside the university. The latter included students’ colleagues at work, family
members or some experts from their Facebook communities:

— “I consult either the teacher, my colleagues at work or my fellow students”. (S 66)

— “[I] talk to people, ask them questions. “People” can be family, lecturers, university staff
or others who know the subject or have a reasoned opinion. [[] communicate with others.
Communication is key.” (S 19)

— “[1] ask for help in Facebook community group or look for people who might help me
to solve the problem and fulfil the task.”(S 89)

Category 4: Taking no Action

The research revealed that four students did not take any action if / when they did not
have enough information to accomplish their academic assignments. As these students
did not provide any explanations regarding their choice, their reasons remain unclear.
They simply stated:

— “I'don’t do anything. Just leave [the task] as it is.” (S 33)

— “I'simply don’t do anything <...>” (S 3, S 100, S 86)

DISCUSSION AND CONCLUSION

The present research aimed at establishing 140 Lithuanian undergraduate students’
self-regulating strategies of seeking help or information that they adopted if / when
they faced the problem of lack of information, which prevented them from accom-
plishing their academic assignments. The research results show that 97% of the study
participants (n = 136) used one to three self-regulating strategies to solve this problem.
This is in line with the premise that to be self-regulated, learners have to be active
participants and be able to seek help or information when they need it for learning
purposes (Pintrich, 1999; Zimmerman, 2002).

Since the Internet provides easy access to a huge amount of information, it is not sur-
prising that 115 study participants (85% of the total of 136) used the strategy of search-
ing the Internet if / when they faced the problem of a lack of information necessary
for their studies. It was established that this strategy was used in two ways. On the one
hand, 59 students combined it with other strategies. That is, they conducted literature
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searches in their university libraries, searched for different open online resources
and sought help from different stakeholders. The latter included both formal (academic)
support providers (i.e., their university professors) and informal support providers
(i.e., their peers, family members and colleagues at work). This leads to the conclu-
sion that the students were aware of the benefits of multiple self-regulating strategies
and used them when it was necessary for learning. It is also worth mentioning that while
searching the Internet for academic purposes, the students used/tried to use reliable
sources, suggesting that they were aware of the negative consequences that the use
of unreliable sources can have for their studies.

On the one hand, it was found that 56 students relied solely on the strategy of search-
ing the Internet. As these students did not explain why they used this strategy exclu-
sively, some questions remain unanswered. It is not clear if they had ever used some
other self-regulating strategies, what their experience of using other strategies was or
if they had always relied solely on the Internet search. Thus, further research could fo-
cus on the reasons of such a preference. Besides, these students could be recommended
to apply more self-regulating strategies, which would make them more self-regulated.

The finding that 21 students (15% of the total of 136 study participants) relied solely
on the help provided by different stakeholders if / when they lacked information is worth
mentioning for two reasons. First, it was found that the students who sought help
within their university by directly addressing their professors stated that the latter were open
and (always) willing to help, which suggests positive student-teacher relationships. Second,
it was established that some students sought help exclusively from people outside their
university, including their colleagues at work, family members or members of their Face-
book community. The latter finding is in line with Matt Bower and Jodie Torrington (2020),
who noted that Facebook, as a technology of social networking systems, allows its users
to create learner communities of practice that enable their members to share expertise,
which supports learning. Besides, this finding indirectly supports the results of Oleksan-
dra Valtchuk and Barbara Class (2021), who reported that participation in a Facebook
community of practice was viewed by their students as a positive learning experience.

It was also established that only four study participants (3% of the total of 136)
did not seek help or information if / when they could not accomplish their academic
assignments due to a lack of information. This finding is promising as it allows us
to conclude that only a tiny minority of the study participants behaved in a manner,
according to Kara Makara and Colleen Kuusinen (2023), that can be called avoidant.

Finally, it was surprising that no students mentioned that they used or did not use
Generative Al tools if / when they could not accomplish their assignments due to lack
of information. This calls for a future investigation focused specifically on the use
of Generative Al tools in undergraduate studies.

The findings of the present study contribute to the literature in the field by providing
evidence regarding self-regulating strategies that Lithuanian undergraduate students
adopted when they could not accomplish their academic assignments. As this study
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is one of the first in the field conducted in Lithuania, future wide-scale research into un-
dergraduate and graduate students’ self-regulation could be carried out, which could
allow for wide generalisations.
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