+
; : ! y 0 i
3 i + .
f . p
i ; o 7 i
o
5 e L £ .
LR o "
Agg )
N :
s
‘ | v |
i Qe . -
B G
- . as b By A
e e P - i Ay Ve - ow \ A . - S
~
N

ANgEVALuATION‘DF THE Z0OOLOGY 1 ACADEMIC SUPPORT
PROGRAMME AT THE UNIVERSITY OF THE WITWATERSRAND

Martha Ruth Sanders

A Research Project Submitted to the Faculty of’
Education, University of the Witwatersrand,
Johannesburg, in Part Fulfilment of the Requirements

for the Degree of Master of Education

Jorannesburg, 1986

~ ¢
. . U o _ Y i
) . : s DR ; .
. ,i . o ! 3 i sirell 4
s Ko 5, N, Ak ik A ! A i, J,i‘-a)"

o

i
L -
3 N -~ e IRV SO VP SR, SN G PP C R



Qﬂ!glﬂ |

e

s . \ i Tl | ca ° i“:} & R . Y ; ’ 4’* : ’ H
¥ o Q " o o) T s - i I‘ . “(%n o \. o
DECLARATION
I hereby declare
(i) that this research project is my own work
(ii) that this research project has not been
aubmitted to any other university
M R Sanders

e

2 S

i/ L )

?’,

e e

Wl A

3

S

]

1

R

Py




ABSTRACT

This investigation looks at the appearance of the
high-risk student, and the conpensatory educaticn
programmes which developed to try and help cope with this
problem. It examines the issues and findings of almost
three decades of American research into the matter, as
weli as the more recent South African investigations.

, Factors affecting evaluations of education programmes,

’ and which could contribute to the lack of concensus about
the worth of these programmes, are discussed. Finally
attention is focussed an the evaluation of a specific

i Zoolongy Academic Support Programme. The evaluation,

based on Patton’s paradigm of choicesy includes both R

aummative and formative aspects, It is hoped *hat the S

former will assist the reader to make an informed _

decision about the worth af this programme. The latter 
illuminate some of the {ssues affecting the progran.he’s
success, in the hope that a better understanding of
these will allow for modifications to improve the
effectiveness of this programme.
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CHAPTER 131 INTRODUCTION

BACKGROUND TO THE PROBLEM

The emergence of an attrition problem at university was
recognised in South Africa as far back as 19462 when, as

a result of data showing that only fifty-five per cent of
first-year students at South African universities completed
their degrees in the minimum period plus two years, the
Joint Matriculation Board commented on “"the alarming
extent of failures of students at universities" (Van As,
1983, 1). They advised tha% the matter merited "the
earnest attention of all the bodies concerned” (ibidy 1),
Fourteen years later the Van Wyk de Vries repart (1974,
233) stated that "the findings of the 1962 statistical
study still apply to conditions connected with the high
rate of fallure at the universities in recent times". With
special reference to.scionce studgnpss qbly forty-eight
per cent obtained a degree in the minimum period plus

two years. o [

4

i
The problem not only persisty in the 1980°s, but has
wor sened. An ad hoc committee investigating the
progress of acience students at the University of the
Witwatersrand reported that forty-five per cent of the
three-year curriculum students who registered for the
first time at the University of ithe Witwatersrand in
1980 cancelled their registrations without completing a
B. Sc. Fprty=four per cent graduated and ten per cent
were "limping but still active" after three years
(Howard et al, 1984, &), Of those science students
doing a three-year curriculum, "only about fifty-four
per cent of those who started in 1980 may eventually
graduate with a B. Sc." (ibids 4). The picture for the
high=risk students; who are sccepted conditionally for
a four-year curriculum, is even more gloomy. After
three years seventy-three pey cent had cancelled,
thirteen per cent had graduated, and twelve per rent
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were limping towards a degree. "Only twenty-five pef
cent of those that started in 1980 may eventually
graduate with a B. Sc. degree." (ibid, 9).

Among South African university entrants each year is a
group of students who are likely to fail, not
necessarily because of their poor academic background,
but because of other factors such as inadequate study
and learning skills; language difficulties; accommodation,
transpert and finance problems; and social problems
caused by cultural differences. Because these students
have a higher probability of failing they are termed
"high=risk". ‘

In 1980 the Harry Oppenheimer Study Fund;fa‘thc value
of one million rand was established at the University
of the Witwatersrand, for a five-year period. Its aim
was to "develop and implement programmes to prepare

educationally disadvantaged people for university courses

and/or to assist people in such courses" (Hunter,
1982, 1). This grant made possible the initiation of

an Academic Support Programme at this university. The

concern of the programme is to assist students who are
unprepared for univeraity not pecause of their lack of
ability or effort, but because of the inadeguate schooling
they received. The Academic Support Programme (ASP)
addresses the issue of students who arrive at university
lacking the skills which would enable them to cope with
the different demands made on them by their chariged
life-style at university.

It is recognised that the low per capita expenditure on
black education (about one seventh of that spent on
whites, according to the 1984 Survey of Race Relations)
means that black pupils are especially disadvantaged,
and are therefore a particularly high-risk group.
However, "while the programme is obviously primarily
directed at Black students; it was recognised at the
outset that it would be inappropriate to confine it to
that group" (Hunter, 1982, 3).
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In reviewing the problem of high~risk students we can
probably learn from cxzstxng experiences and research in
America, where a similar situation developed during the
last two decades, although for different reasons. They
fnurd; espccxally in the junior and community colleges,
that liberal "open-door'" policies appear to have resulted
in an infiux of poorly qualified students and substantial
increases in failure and attrition rates (Bard, 1975; |
Handleman, 19793 Krautsghy 1980; Masters and Masters, 1782;
White and Bigham, 1982; and Bailey, 1583). Even the larger
unpiversities entered the fierce competition te recruit
students, ard this resulted in the acceptance of entrants

of lesser abilities and achievement. Among this new
resevoir of students are those described by various
researchers and authors as "‘new'"s; "nmon-traditional",
"deprived", vdisadvantaged”", or "at risk". In order to
prevent the open door becoming a revolving door. the
colleges and universities realised that something would
have to be done to remedy deficiencies in the'basic skills
which were prerequisites for survival at university. Many
tertiary institutions therefore instituted compensatory;
remedial or developmental programmes to assist these
‘students cope with college life-style and wark.

That Britain has not experienced similar problems is
probably the result of cut-backs in government
cxpend:tureo dnd a decrease in the number of studnﬁts
attempting to attend university (Thomas, 1983). The

‘unzvcrsitxes cany therefore, afford to be more selective
about the quality of students they accept, thus
eliminating potential high-=risk students., The extra year
spent at school doing "A'~levels is probably a further
factor which helps to eliminate hxgh—rzsk students at
tertiary institutions.

In South Africa the universitins started reacting to

the problem in the late 19%0%a. Unlike the American
situation, where minority population and non=traditional
student groups became the target population for academic
supporty it was anticipated that most South African
high=risk students would come from the majovrity

3
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populatxon groups the blacks. And while the American
problem arose chiefly as a result of an effort toc boost
student numbers, although social pressures concerning
moral issues were also involved (Hechinger, 197%9), it
has. been acknowledued that the problem in South Africa
has resulted chxmf;y from efforta to solve 2 moral issue
(Du Plessis, 1983), by admitting more black students
into the universities.

The early 1980°s saw thx development of "bridging” or N
support prugrammes at thc larger South African
universities and many of the smaller ones soon followed

suit.

STATEMENT OF THE PROBLEM

1984 saw the end of the initial five-year sponsored

per:ad a»f the Academic Support Programmes (ASP) at this

university. 1t is important for the decision-makers to

have sufficient evaluative information concerning the

achievements of A%F to enable them to decide whether or
. not it is worth continuing with such programmes.

The value n{ academic support, proqrammes cannot be
determined MFrely by reviewing the literature, for

although evaluative studies concerning support programmes
in America abound, "virtually none of the results are
‘replicated over time and at different locations” (Mullinm
and Summers, 1983, 339). As a result few generalizations
have been made conchrnxng the asuccess’ )f such programmes.
Several authors have claxmed that special academic support
programmes have no apprecxable effect on the academic
achievement of the participants (Wagner, 197&; Pedrini

and Pedrini, 1978; White and Bigham’s literature survey,
1982; and Yan As, 1983). Others believe that certain
conditions are necessary for success and that the programme
will fail unlesa these conditions are met. Jorgensen (1980)
claimed that ‘fe programme would fail unless it was
student-centred; Sullivan and Wilson (1980) stated that
their programme worked for art students but not for those
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doing science; Haynos and Johnson (1983) showed that only
students with high self-expectancy benefitted from their
programme. Many authors have provided evidence that
student support programmes are successful (Miller,
Antcﬂen and Duncan, 1971; Stenner and Mueller, 1973;
Bard, 197%; Brown and Ervin, 19783 Hamptana 1979a;
Hill-Scott and Grigsby, 1979; Dr;skoll and Kelly, 19803
Greenberg and Lieberman, 19813 Ornstein, 1982; Perfect
and Robinson, 1983; and Mullin and Summers, 1983).
V

In South Pfri:a there is & paucity of published
litorature on research and evaluation of Academic
Support Programmes. In spite of the lack of published
information, seminars, workshops and conferences have
resulted in an increased sharing of experiences and
ideas amnang those workxng in the field of academx:
support. Much of the South African work reported zn
this study comes from unpublished materzal. As & result
it could be criticised on the grounds that it would not
stand up to rigorous srrutxny as regards research
design, reliability and validity. Never-theless, it
does reflect the perceived state of the field of ASP in
thxs country. ‘ i

THE PURPOSE OF THIS STUDY

The purpose of this study is to conduct an evaluation SR
of the 2oology 1 Academic Support Programme at the . ‘fg‘ﬁ .
University of the Witwatersrand, to try to ascertain S '
to what extent it is successful. In view of the fact :;‘»3
that criteria for success are difficult to identify, o
isolate and measure, an evaluation approach has been
used which endeavors to ascertain by several methods;

RSO R

from variouz sources, objective and sub jective data
which can be used to determine the worth of the {_f@;
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THE IMPORTANCE OF THE STUDY

A summative evaluation of what has been achieved by the
2o0logy ASP is needed so that the decision-makers have
sufficient evidence on which to base decisions about the
continuation of these programmes. Although 1784 mar ked
the end of financial support for ASP using the original
grant, judicious use of the funds has meant that ASP

was able to continue for another year on the existing
funds. However, the decision about the future of ASP
becomes more important as the original funds run out and
new financial backing has to be sought. )

A formative evaluation of the prdgrgmmo is also

. essential if it is to continue, as it is only by the
evolution of such a course that mistakes and omissions
in existing practices can be remedied so that the
programme can come closer to achisving its goals.
Furthermore such an evaluation may even identify the
need to modify some of these geals; The programme may
become a vital factor in increasing the number of
SUCCESSFUL students enrolled at this university, which
has become an important consideration since the new
government subsidy formula was introduced in 1985.

Although many evaluative studies of academic support
programmes have been conducted, the conflicting results
reported and the lack of replicability of results in
~time and place make it imperative that such a study be
conducted in this specific context, in order to evaluate
the worth of the 2oolcqgy 1 Academic Support Programme

at the University of the Witwatersrand.

DEFINITION OF TERMS

ACADEMIC SUPPORT PROGRAMME (ASP): This has come to be

used as an umbrella term to include what weére formerly

sevcral-distihct types of services. These include:-

1. Compensatory education programmes, which offer
irereased educational opportunities for groups

]
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disadvantaged in terms of socio-economic status,
culture, education etc., in an effort to make up
for what they have missed.
‘2., Remedial education programmes, which assume a
. deficiency concept which must be made up before
students are ready to do regular university work.
The deficiencies are often in basic skills such as
reading and maths, and the students must be brought
to an equivilance with their peers at university.
3. Developmental programmes, a term which is starting
to replace "remedial". Such programmes attempt to
take studcnfs from where they are to where they
want to go, and irnclude both the academic skills
and the human skills needed to achieve this. They
are designed to give confidence as well as knowledge
(Roueche and Snow, 1978).

(‘V“s‘ﬂ"‘. ‘ ) v )
BLACK STUDENTS: This term wil) be used to include all
students who are not classified as "white", i.e. Blacky
Coloured,; Indian and Asian students.

"HIGH=-RIGK" OR "AT-RISK" STUDENTS: Students who,

because of deficiencies in basic and learning skills,
are likely to fail to graduate from the university in
the minimum time period allowed them. '

UNIVERSITY LIFE-STYLE: This is the way in which a
student at university functions, and it incorporates
his study habits, social interactions, transport and .
financial issues, ard home life, all of which may become
substantially altered after he enters university.

WHITE UNIVERSITIES: Universities whose Rectors or Vice-
Chancellors are full members of the Committee of
University Principals (C.lU.P.) and where historically
the student body has bean predominantly white.

RESEARCH BUES. .LAS

An initial investigation into the day-to-day realities

7

W : : ’ . vé

i

€ -
R

S : , S
: ' : ) i 2
* “ ‘ SR !
JR YO TP Ut G WUPUD T e, DRI L PRIV S S TN TN X, gk EVARe e i 4

Ay

e s o e m e i s e A OO A e

é

4



of the Zoology 1 Academic Support Programme resulted in
the identification of four problem areas which seemed
to require further investigation in order to answer the
follawing questions:~

1. ARE THE IDENTIFICATION AND RECRUITMENT PROCEDURES
" FOR ASP STUDENTS SATISFACTORY? Can we identify.
those students in need of ASP? Can we isolate those
with potential and then eliminate those who would be
unlikely to'benefit from ASP? Can we convince those
who would benefit from the course to commit
themselves to it?
2. 15 THE CONTENT OF THE PRO&RAMMF ADEGUATE? Should ASP
be limited to the teaching of basic skills (such as -
language; :ommuwi:atiorA&nd‘cdmputational abilities), n
study skills, and assis‘ance with content matter
of academic coursdi? Should student counselling be
an integral parﬁpe?‘sdch a programme? Should the
courses be subject-related or should they be general

‘ skills courses? :

3. 1S THE ADMINISTRATION OF THE PROGRAMME SATISFACTORY?
Wwhat administrative drawbacks exist?

4., DOES THE PROGRAMME WORK? What are the objectives of
the programma? Are they being achieved? How can the
vguccess” of the programme be measured?

-
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METHOD OF INVEST1GATION

Over the last one~and-a-half decades evaluation has
developed into a complex field incorporating many
competing and conflicting models. The philvsophies
underlying the various evaluation paradigms; the ’
methods used in each, and the value of the results they
provide, have been the subjects of heated debate. In
deciding on the evaluative strategy to be used in this
study the various paradigms were first carefully
considered. A further discussion of the issues involved
may be found in chapter 3.
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Qualitative and quantitative data have been used in an
effort to provide a holistic picture of the reality of
the ASP programme. It is hoped that: one drawback of
sub jective data (the difficulty of establishing
reliability) has been controlled by triangulation

involving statistical analysis of measurements,; opinigns

of students, and opinions of staff. The data were -

collected from several sources (biographical information,

past academic results, and student; staff, and

administrators’ opinions), in a variety of ways

(interviews, questionaires and surveys).

Measurements of the 1983 and 1984 four-year curriculum
students’ academic achievements in matricy, their
diagnostic tests, and in all their 200logy 1 tects and

exams are presented. Comparisons are made between the
ASP students and a group of students with comparable
Matric Ratings but who did not attend ASP, in order to
detect whether or not any significant difference exists
between the two groups, both before and after the one

group attended ASP. ThHe criteria used to judge the
programme’s worth include a comparisanwbetwhen>@he ASP
and non-ASP group of:- :

1.

a.
3.

4,

5.

the group means (using a t-test to ascertain the-
significance of the difference); "

the percentage pass rates;

the achievement of individual students within the

i

two groups;

improvements in certain abilities and basic skills
(using the means for certain diagrostic pre~ and
post-tests);

the fate of the students.

'A sixth factor; subjective data concerning expectations

and perceptations of the course, as well as judgements

of its worth, were collected from the course administratora,

staff and students.

Correlation studies (using the Pearsor r correlation
co~-efficient) were conducted between Matric Ratings and
diagnostic test scores, and between each of these and
the final Zoology 1 results, in order to ascertain if
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there was a correlation, and if it was great enough to

justify these scores being used to select ASP students.

LIMITATIONS OF THIS STUDY

1.

The effectiveness of support programmes is difficult
to measure. The first problem is that it is difficult
to identify criteria for success. A second problem

was recognised by Hill-Scott and Grigsby (1979, 444)
who state that the “overarching problem is that
compensatory education programs are services first

and a national experiment second". As a result

"most programs are not experimentally designed to
permit empirical assessmant of the effects of specific
independent variables" (Williams, 196%, 287).

The fact that the‘evaluator of the programme was
also the tutor for 1983 and 1984 is felt to be a
drawback,; not only because of possible bias due to
involvement in the course but because it might Have
influenced feedback from the students. However, the
views of the 1981/1982 and the 1985 tutors were also
investigated. It is felt that agreement by all the
tutors on any issue probably indicates an increased
reliability of the data.

Population growth and mortality make it very difficdlt
to identify ONE ASP group, and this certainly affects
the resul¢s of the study.

Doubts exist about the extent to which the findings
may be valid for other academic support programmes
even at this upiversity, let alone elsewhere, as
the replicability of such evaluations can be low.

CONCLUDING REMARKS

In epite of these drawbacks it is hoped that this study
will provide some information about the academic
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achievements of some of the students who have participatod
in the Zoology 1 Academic Support Frogramme at this
university. In addition, the perzeptions and feelings of
all participants concerning the advantages and drawbacks
of the existing sourse should prove invaluable in making
an effort to improve the course, SO that it comes closer
to achieving its g&als. By op2ning the system to appraisal
and criticism the'doals themselves may be examined in
detail, and perhaps modified. ’

Although the nature of this reseérch project nocossar11y
limits the scije of this study, 1§ is hoped that some of
what is discovered will contrxbuto to our undorstandxng
of the complex issues concernxﬁg academzc support
programmes. This incresased understanding could be used

as a basis for further investigative studies and course
xmprovemonts within the Zoology department, in other
departments in this unxversxty; and at othnr universities

i

in this country.

11
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CHAPTER 2: SURVEY OF THE LITERATURE

~

While the prehlem of high-risk students at universities
appeared mor. /or less at the same time in the USA and
South Africa, the Americans responded to the issues far
earlier than the South Africans, bath by initiating
special support priqrammes and in their investigative
ad evaluative reseirch. Much insight into ASP can be
gained by examining the issues and findings reported in
the American literature. It is particularly important
that use is made of this opportunity because of the
paucity of published material concerning South African
suppart programmes.

e

2.1 HISTORICAL DEVELOPMENT OF THE HIGH-RISK PROBLEM
The Americans recognised that the problem of high-risk
students began in the early 1960’s when the government

was willing and able to support educational expansion

and innovation,; and at a time when they and the public
rarely questioned the educational philosophy or management
of educational institutions (Hanpdleman, 1979). Enrolments
at community colleges increased at phenomenal rates as
tertiary education came to be seen as a right rather than
‘a privilege (Hechinger, 1979), Further descriptions of

the historical development of the situation are given by
Roueche and Snow, 1977; Nisbet et _al, 1982; Ornstein,
1982; White and Bigham, 1982; and Reed and Hudepohl, 1983.
They concur that social pressures as well as economic
jssues led to the colleges and uriiversities opening their
doors to students who had until then been excluded from
entering. The result was that many non-traditional
students entered college and there was an alarming increase
in failure and attrition rates.

The historical development of the problem in South Africa
is described by Van As (1983). It should be poted that
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while high university failure rates were already recorded
in the early 1940’s little was done ther to address this
problem. Furthermore failure rates increased long before.
thﬁ white universities had significant riumbers of black |
students. It has been recently acknowledged that while
cducational disadvantage is experienced mainly by the
black students in South African universities it is not
confined to that group (Gering and 2ietsman; 1983;
University of the Witwaterarand, 1983). |

The 1970’s saw a realisation that student failure and
attrition were becoming a major problca; In America a
disillusioned and more critical public and a financially
restricted government both started quéstioning many of
the curricular changes which had occurred in the previous
docadi. Certain groups of students were sacon identified
a8 partxcularly linked to these problems, and were
labelled by various wwrkers in the field with terms such
as "hth—risk" "non-tradxt;onal"; and "disadvantagod"
or "deprived" in cultural, socio-ecenomic or educational’
background. '

Several authors have made an effort to discover what it

iy, these students have in common in terms of personal

and background characteristics. Jorgensen (1980), Kraetsch
(1980), and White and Bigham (1982) pnnvidnxoxtensiye
lists of these features. Apart from discrimination (for
example on racial cr sex grounds) these includei-

1. Econamic; social, cultural or race factors often
related to deprived family and school background;

such as low incomes; large families, high incidence ('f

of ill-health, lack of parsntal encouragement, poor
education and small chance of employment.

2. Psychological and emotional characteristics such as
a lack of confidence; poor self image, lack of
motivationy, a high degree of dependency, and a sense
of powerlessness over oneself arid ones environment.

3. Factors related to intellectual skills and abilities,

13
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such as low academic achievement; inadequate mastery
of basic skills, poor study habits, and interests
and leisure activities which are ‘non-academic.

As a result of these factors, high-risk students are
usually found in the lowest third of the clays
academically, fail to put forth their best effart, are
nervous and tense in class, stop listening to lectures,
and tend to drop'nut of traditional educational
institutions. 0o

Ornstein (1982) points out that these students also

have several positive characteristics and lists some of
those mentioned by Reissman in 1962. Thespxinclude a.
hidden verbal ability and creative potential; informality,
frankness and a sense of humour; group cohesivencss; and
an ability to manipulate others.

McDermott et _al (1980a) examined the characterxstxcs of
high-risk science students ‘in particular. They poiht
out that these students lack the experience on which to
build the abstractions of science, have a weakness in
maths and verbal skills, lack confidence in their
reasoning and problem-solving skills, and have low
standards of academic achievement. Any one cf these
deficiencies adversely affects the learning of scxence..
quether they almost certainly ensure: that a student
will be high-risk. A ;

After his search for common characteristics amorg
Migh-risk students Jorgensen observed that "the most
interesting characteristic of students in developmental
programs is the lack of homogeneity" {Jorgensen, (1980,
181). He concluded that "the one common denaminator

is that they have not performed well academically"
(ibids 181).

In South Africa a growing social awareness at the
universities in the 1970’s led to increasing numbers of
black students erroliling at "white' universities. By
the late 1970’'s sufficient numbers of black students

14
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were classified as high-risk to give cause for concern.
In an investigation into the problems of black, first-year,
South African «»: ersity students, Fenny (1984) found
problcms similar to. those identified in American studies
is far as home and school background, personal anxieties
and deficiencies, and intellectual abilities and skills
were concerned. He found in particular that many of their
problens related to choosing wrong sub jects, coping with
testing and assessment procedures; making social and
academic adjustments from schonl to university, and in
their perceptions of staff attztudea.

There was an immndiate response in America to assist
these students by offering than special help in various

types of support programmes. The terms "remedial",

"compensatory" and "dovclopmental" are defined in
chapter 1. The remedial programmes which appeared in
the 1970’s implied that the students had various akill
deficiencies, which had to be brought to equivalence
with their peers. The developmental programmes which
replaced them tried to develop the diverse talents, the
strengths as well as the weaknessos, and to reinforce
self-concept as well as the academic performance of the
students involved (White and Bigham, 1982). As the
appearance of ASP in the late 1970’s in South Africa
had much to do with the social conscience of the
urniversities, the type of programme which developed
seemed to be of the "compensatory!" type. They arose as
a result of moral issues to compensate for LTS RR R
economicy polxtzcal and educational depi'ivation arid
disadvantage. Du Plessis (1983) particularly emphasised
that such programmes were compensatory and not remedial.

The problem of high-risk university students has worsened
in the 1980’s and almost every United States university
is nuw addressing the issue (Reed and Hudepohl, 1983), as
is the case in South Africa.

15

o
"

thMW‘.ﬁ

L ‘ - ,_,,ﬁli

POV SV VSRR VIV S . S o whmme etV st Bty




oy

v

; 2.2 CAUSES OF THE HIGH-RISK STUDENT PROBLEM

s~
LETTRG it ,jﬁ

A mass of American literature soon appeared on the
causes of the problem. Many authors laid the blame at
the door of the university administrators who had
indiscriminately opened their doors to increase student
numbers, thus admitting académiCally inferior students
(Handelman, 1979; Hechinger, 1979; Kraetsch; 1980’.
Even in South Africa it has been recognised that
financial factors, such as the subsidy formula, affect
admission policies (Paterson, 1980), and that as a
result academically unprepared students are being
admitted to unive~sity. In America Hechinger (1979)
accused the administrators of then using "cultural
disadvantage" as the rationale (or excuse) for the
,remedial programmes that became necessary as a result
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of their policies.

Several authors see "cultural disadvahtagé" beirng used
as an excuse to explain the need for ASP (Thompson,
1983). However, White and Bigham (1982) show that it is
not just the economically deprived but one third of all
secondary school children who need attention, and in
South Africa Muller (1983) observes that the problem is
more universal amorig school children andbstudents'thap
just those from disadvantaged groups. Similar trends are
also apparent at tertiary level.

However, many believe that the question which should be
asked is no longer why these students are uamitted to
university, but why they are unable to cope once they
get there, In spite of much speculation and research,
there is no agreement as to why these students don’t
succeed. In a survey conduc ted by Handleman in 1979,
seventy-five per cent of the teachers surveyed felt that
pupils were unaile to cope with the rate of innovation 1
and radical change that had occurred in education.

Apart from this explanation, factors affecting the
students can be divided into three basic groups:-

1. Environmnental deficiencies: Cultural ¢r socio-economic

:
}
t
¢
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factors have been blamed for depriving certain
children of the concrete experiences which are
essential for acqugring intellectual skills and
abilities (Gounden, 1978/9; Novman, 1979; Patersons
1980; Ornstein, 1982).

Personal deficiencies: Student perceptions and
attitudes to their work. lack of motivation and poor

"study habits have been shc“””to affect the academic

achievement of h:gh-rlsk I ants. (McDermott et al,
'1980a; Losak et als 1983). Sevcral authors agree that-
the studénts themselves may be to blame. Perhaps

their scvsrest critic is Wagner (1976) who deploros
students who "don’t bother" and condemns the way in
which educationists are bawing to the demands of
belligerent students. Although Gray (1978) and
Kopperméﬁ {1978) criticise his misapplied examples
and highly imaginative repOrt, many people agree that
perSQnaI deficiencies are often to blame for students’
inability to cope at university. )

Instruttional deficiencies: Maynard (1980) agrees that
alskudent should be responsible for his own learnings
but points out that high-risk students need constant
feedback to diagnose and remediate their weaknesses.
This is the job of the teacher. Several authors

believe that the problem develops, and should be dealt
with, at school level (Miller et al, 19713 Tamir gt _als
1980; Losak et _al, 1983). But instructional
deficiencies occur at both school and university level.
They lead to students being poorly equipped in
cognitive abilities such as learning and study skills,
as well as in the personal abilities which would allow
them to cope with the life-style at university. Reed
and Hudepohl (1983) go so far as to claim that
deficiencies in instructional design place even the
average student at risk. Masters and Masters (1982)
feel that the problem is more sericus. They believe
that teachers and programmes must change to respond to
the silent rebellion of the students. It is not just
that they must teach their student the neceéssary skills
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but it i. their responsibility to find out what turns
the students on to learning.

Other American authors dealing with causes of the
high-risk problem include Abbott, 1978; Walton, 1979;
and Willner, 1980, Bereiter (1985, 538) concludes that
"the nature of educational disadvantagement remains a
much-disputed issue, beclouded by ideological and
epistemological confusions”

South African authors tend to agree that it is social,
political and economic deprivation and serious
educational disadvantage (experienced mainly by the ..
black students) which are responsible for students
being unable to cope academically or socially with the
university life-style (Hunter, 1983; Glennie, 1984; and
Zietsman and Gering, 1985). However Muller. (1983) points
out that the problem of high-risk students occurs among
all population groups. He believes that in South Africa
the problem is a school one, and states that urgent
.school reform is cssential. And while Du Plessis (1983)
agrees, he states that this is unlikely to happen in
the next twenty ycarsﬂ,and that the universities must
do something about the problem now. ' '

2.3 ACADEMIC SUPPORT PROGBRAMMES: ISSUES AND FINDINGS

Soon literature began to appear on the efforts being
made to solve the problem. Types of programmes offered
varied from those develcping academic skills through
remediation, to those encouraging growth in a variety of
academic, social and cureer-related areas (Friedlander,
1980). While much of the literature was based on
theoretical arguments, personal experience and qut-
feeling, & growing body of empirical research has
developed. It is important to remember that evaluations
should be based on objective reviews of the evidence,
rather than relying on ideological rhetoric or uncritical
acceptance of the latest study as being a revelation of
the truth (Mullin and Summers, 1983).
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The vital question soon being asked by the government,
programme funders and the public was "are academic
support programmes working?" The literature exhibits a
distress' ng lack of concensus on this question, which

in itself has become an issue. The avaluation problem is
discussed in the review of the debate on ASP evaluation
given in Chapter 3.

One of the possible factors contributing to this lack of
agreement is the variety of criteria being used to
determine the success of such programmes. At one end

of the measuring scale on criteria for success are many
authors agreeing with Robinson, who,s in 1950 already,
had stated that "academic performance is clearly the
sine gqua non for the validation of remedial courses” and
that "in the final analysis remedial instruction must
hecessarily stand or fall on the basis of this single
criterion” (Kulik et al, 1983, 398). These authors take
this line of argument to its extreme by conducting a
meta-analysis of academic support programmes in which
they statistically analyse sixty programmes after
cnmbxning their results (in spite of the fact that they
differ drastlcally in the philosophy on whzch they were
based, their objectives, their nature, their students,
and their students’ problems) and conclude that ASP
works! ‘

Some authors agree that academic criteria ashould be used

to measure success, but add certain conditions. Bard (1975)
believes that even if only fifteen per cent of thosc - who
would not have managed without it do succeed, the programme
should be judged a success. David and Pelavin (1978) give
a mathematical formula for succeszs, but point out that
achievement must be sustained before the programme can be
jabelled a success.

However, many authors believe that less emMphasis should
be placed on credits and more on the actual outcomes of
teaching and learning (Bailey, 1983). Jensen (1985, 555)
states that "the fact that the bona fide benefits of
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compensatory education have not been primarily cognitive
in rnature and are not strongly reflected in academic
achievement per se should not detract from the social
importance of these gains'. Milander and Simmons (1971)
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place emphasis on the individual student’s improvement.
Kulik et al (1983, 408) crystallize the feelings of many

authors. "By the usual standards of social gscience research
these are small effects not visible to the naked eye
without special measuring help. But for the high-risk
students... the benefits might seem real enough". At this
end of the measuring scale on criteria faor success are
researchers who believe that mary. students may benefit and
develop in spite of failing their university courses, and
that development and growth in other ways should be
considered a3 criteria in judging successful support
programmes. m

3
1
%

Amer ican studies claiming successful support programmes °
are reported by Williams, 196%9; Miller et al, 1971
Abbott, 1978; Brown and Erwin, 1978; Pedrini and
Pedrini, 1978; Roueche and Snow, 1978; Hampton, 197%aj
Driskell and Kelly, 1980; McDermott et al, 1980b;
Sullivan and Wilson, 1980; Blanc et al, 1983; Mullin

and Summers, 1983; Reed and Hud.pohl, 19833 and Kulik et
als 1983. In South Africa varying degrees of success
have been reported by Bradley, 1983; Glennie, 1982;
White, 1983; Van der Watt, 1983; Cloete, 19843 Tunmer,
19853 and Sanders, 1986.

In addition to the many reports of failure in'the 1960’s
and early 1970’s several recent evaluations report that
ASP makes no significant difference (Hill-Scott and
Grigsby, 1979: Landward and Hepworth, 19843 Tabberer,
19684; and in South Africa, Yule and Gous, 1984).

Many others reported a lack of success with conventional
support programmes which led to them trying other
tactics (Stenner and Mueller; 1973; Roueche, 1978;
Strancks 19783 Hechinger, 1579; Kraetsch, 1980; Sullivan S :
and Wilsony 1980; Ornstein, 1982; White and Bigham, 1982; {.?f %
and in South Africa, Meyer, 1983). However, of these, i
several reported definite initial successes, but that
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gains were short-term and not sustained (Hill-Scott and
Grigsby, 1979; David and Pelavin, 1978; Mullin and
Summers, 1983; and Landward and Hepworth, 1984).

“~
M

Several authors agree that ASP could be successful, but
only under certain conditions. Stenner and Mueller
(1973) say they won’t succeed unless they start carly
ih & child’s life and are long term in nature. Brown
and Ervin (1978) only had success after students had
spent two years in ASP. Jorgensen (1980) said that
programmes would fail unless student-centred. Kraetsch
(1980) claimed "band-aid" programmes would fail, and
that it was essential to look at psychological factoers
in addition to academic deficiencies. Sullivan and
Wilson (1980) had success except with their science
students. White and Bigham (1982) believe that success
will only be achieved by programmes whi:h}bo not select
students on academic criteria. Kulik et al (1983)
report that ASP did not work in the community colleges
in America, although it did help the students in unigue
ways which traditional yardsticks could not measure.
In South Africa Yule and Gous (1984) found no real
statistical eviderice of increased retention or success,
but reported that all indications were that the
programmes were helping the students. Tunmer (1985)
believes that ASP can only help mastery-orientated
students with 4 holist approach to learning, and not
surface-learners who show "learned helplesﬁness“.'

It is likely that many researchers would agree with
Bard (19759 who reported a mixture of successes and
failures. While most students were coming out of
remediation without the skills they were supposed‘to,
havey, sone individuals managed stunning achiavements.
However, it should also be remembered, as Landward and
Hepworth (1984) point outs; that some Righ-risk students
succeed even without ASP.

A review of the factors which the research shows to
contribute to successful programmes reveals several

important issues.
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2.3.1 COUNSELLING

Perhaps the most widely agreed upon factor in the
American literature is the role of counselling. Many
authors merely obserwn that sound ac :demic advice and
counselling are absolutely esgential (Williams, 1969;
Miiander and Simmons, 1971; Handleman, 1979" ‘loopers
1980; Roueche and Watkins, 1980; McDermott Qt al 1980c;
Greenberg and Lieberman, 1981; White and Bigham, 1982;
and Koeppel, 1984). However Hampton (1979a) provxdcs
evidence to show that the best results are achieved when
coursework and tutoring are combined with cnunscllxng.
He consequently advises a holistic approach to ASP,
"involving not only content and skillsy but advice on
social and personal aspects too. This is particularly
important in South Africa where certain non-academic
problems influence the performance of black students.
Irn addition to lacking basic and study s skills they
experierce difficulties with finances, accommodation
and transport, and they require assistance in managing

\ 5

these problems. BN
While many of the authors advocate counselliné in order
to assist the high-risk students adapt to the social

and academic demands at university (i.e. adaptation to
environmental factors) Kraetsch (1580) believes it

ahould bz used to help the student take responsibility
and control of his own life (i.e, improving personal
deficiencies). Sheridan (1982) agrees that appropriate
counselling is important to motivate students to increase
their self-discipline and persistence.

Some authors, however,; take the matter further. They
imply that many students in ASP are not capable of
success in the courses they have selected, no matter
how much assistance they receive; and that they require
counselling to help them realise this. As early as 19469
Williams advises that disadvantaged students be
informed of their problems and status. He feels }hat
urless you are realistic from the start in helping the
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students recognise their deficiencies, they will resist
and resent attempts made to help them, especially at a
later stage. Stronck (1978) believes that educators
should assume a major role in assisting students to

' recognise their limitations in talent and educational
background. He asks how long colleges should allow a
student to suffer defeat without providing counselling
towards realistic goals. Reed and Hudepohl (1983) feel
that counselling should also be used to develop student
awareness of what is required of them - and that it is
unfair to let students do courses for which they are
unprepared. |

whxle South African educators have realised that it is
necessary to satisfy cognitive AND affective needs, few
South African support programmes emphasise the role of
counselling as a critical aspect of their curriculum.
Silva (1983) is one of those who does so. And while
South Africans may realise that persistence in itself
is not always a desirable quality for those who are
unlikely to succeed (Van As, 1983), they du not advise
counselling to assist these students realise their
limitations, as White and Bigham do in America (1982).

»

2.3.2 ASP TEACHING STAFF

A second factor that the literature reveals to be of
vital importance in successful ASP programmes is the
quality of the ASP staff. Roueche and Snow (1978) and
Sullivan and Wilson (1980) see teachers as the key to
successful ASP programmes, Cooper (19@0) shows that
trained ASP teachers get better results and recommends
that staff be carefully selected on grounds of strong
zommitment, positive attitudes and appropriate
experience. While they must "be the right kind of person
~ intelligent, acceptingy firm, personally secure and
psychologically stable =", they must also have the
ékills to help the students accomplish their goals
(ibid, 3&)., Miller gt al (1971) emphasise the importance
of the staffs’ attitude and approach. This is supported
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by Roueche and Snow, 1978; Hampton, 1979a; Jorgensen,
1980; Greenberg and Lieberman, 1981; and Reed and
Hudepohl, 1983).

The negative attitude of many ASP staff is deplored by
Bard (19%5) who describes the mechanistic upproach of
certain staff who are depressed by having to teach ASP.
Masters, and Masters (1982) accuse teachers of the
disadvgﬁﬁlqdd of reacting to them with disgust and
dismay, and plead that they must believe their students
are worth the effort. They must show themselves willing
to help, and not just appear interested. Research has
shown the necessity for statf to become personally
involved with each student early in the programme
{Roueche and Snow, 1978). '

Investigations into varioui aspects concerning succesaful
teaching staff have found that role-modelling, whether

of peers or teachers, plays an important part in the
success of high-risk students (Handleman, 1979;‘Nq1ton,
1979; McDermott et al, 1980c; Greenberg and Lieberman,
1981). Blustein and Burton (1979) used successful ASP |
students as peer tutor-counsellors. They found they made
good role models. This led to increased retention as

well as helping the students in other ways.

Research iﬁ&o helper preference has shown that
disadvantajed students show a slight preference for
helpers of the same sex, age and race, but a definite
preference for helpers of the same social class
background (Gordon and Grantham, 1979).

It is not only the ASP staff themselves who are imporiant.
McDermokt et al (1980c) and Tabberer (1984) point out

that the normal subject staff must be aware of the high--
risk students in their class and give them a chance to
practise the basic skills thay have learned in ASP. Soeuth
AfrFican authors in particular see the role of the "normal"
lecturer as important in alleviating the problems of o
high-risk students (Paterson, 19803 Jackson, 1984). A
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Whi.e South African administrators of ASP realise the
importance of the type of staff they appoint, the problem
they encountered when they initiated their programmes was
to find aﬂyon& with experience in what was a newly ‘
developing f;eld Hunter (1983) acknowledges that nearly
all ASP tutcrs at the University of the Witwatersrand come
to their posts with no expcrzonce in the problems of

" disadvantaged students. Selection of staff for ASP, their

further training; and the enlightenment of the normal staff
on ASP issues is very. important (Moulder; 1983; Hunter;
1982; 1983). At the University of the Witwatersrand regular
lunch-time seminars, Academic Staff Development workshops
and ASP conferences have been used to assist thair staff.

Stronck (1978) criticises the low priority given to teaching

success in the promotion of staff, who are usually judged on
the number of publications they have produced. He btelieves

that before teachers can change their behaviourg administrators
must change their priorities. Sullivan and Wilson (1980) feel
that although academic qualifications are important, ASP staff
should rather be appointed on grounds of their teaching success.

At the first South African workshop on ASP, held in 1980; it

was recommended that heavy involvement in ASF be used as a
criterion for promotion. However, De Vries (1983) asks if
universities in South Africa can afford to use their staff on
ASP when the new subsidy formula pays for every paper
published. At the University of the Witwatersrand Hunter (1983)
and the Senate Sub-committee on Academic Support Programmes
have recognised that the career prospects and promotion of ASP
staif are a problem (White, 1983). Hunter (1983) says that "the
success of any diztinctive professional work requires that a
substantial proportion of its workers see their task as their
main lung=twrm profesaional concern. Without this the work in
question will come to suffer from a lack of accumulation and
articulation of experience, insight and skill, a lack of
leadership; and the danger of perpotual ‘amateurism" (ibidy 7).
The Senate Sub=~committee on Academic Support Programmes at the
university states that an important factor is that all staff
involved in ASP must believe that their work is valued and

will be appropriately rewarded by the university (White,

1963) .
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Roueche and Snow (1978, &%) conciude that '"the individual
teacher is the key to, the design and implementation of an
effective programme for high-risk students". ‘VW

2.3.3. STUDENT SELECTION

Perhaps one of the most important unsolved dilemmas concerning
ASP is the selection of the programme participants. White and
Bigham (1982) repart a direct relationship between the
selectivity of arn institution and retention. The problem is
actually twofold; firstly how to identify those students who
are high-risk; and secondly how to select from this group

" those who have the potential to succeed, so they can be given
. the necessary assistance to allow them to achieve success.

1t has been recognised that there are those among the
high-risk students who are unlikely to succeed nro matter how
much help they are giveh@ either because they lack the
ability or they lack the motivation to work (McDermott et al
1980c; Van As, 1983). The "open doors" policy in the USA

has definitely led to problems with high-risk students. Bard
(1975) believes that automatic admission undercuts the
students’ motivation to work. Furthermore, he reports that
students who don’t cope become very bitter. Many authors
agree with Roueche (1978) that colleges should do everything
possible to prevent students enrolling in programmes and
courses where they have no chance of success - or that at
least they have a moral obligation to inform them that they
are unlikely to succeed (Stronck, 19763 Paterson, 1980;
O’Halloran and Ruasell, 1980). Apart from this obligation to
inform the students, Van As (1983) believes that students
should be excluded if they don’t succeed after bexng given a
first chance, for reasons of university subsidy, lecturer job
satisfactions; improving the quality of work of the rest of
the class, and because of restricted facilities, l

The first of tie two issues, identifying those at risk, is

perhaps more sasily solvei, It is important to realise,
however, that methods of selecting students for ASP, in
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addition to being VALID and RELIABLE must also be (LEGITIMATE
in the eyes of the students. Students reject selection ,
criteria which they perceive to lack legitimacy, no matter
how valid or reliable they are perceived to be by the
administrators (File, 1983). Stronck (1978), for example,
reparts that their placement tests were rejected as elitist,
and that they were forced to abandon their use.

Selection criteria may be grouped into two broad categoriess

academic and non-academic.

ACADEMIC CRITERIA: These may involve school results, a
standardized test scores or special entry tests, and most of
the studies in the literature involve the identification of
high-risk students before they actually start their
course-work.

SCHOOL MARKS: The use of school marks for selection is very
cammon, in spite of reservations about their validity and
reliability, @specially in South Africa where the large
number of different examining boards make comparability of
matric marks suspect (Penny, 1980). However, the advantage
of using school results is that they "possess a crude
practicability in spite of their questionable predictive
validity" (Penny, 1980, B4). Furthermore File (1983) claims
that they have a certain legitimacy in the eyes of the
students, although certain researchers, both in the USA and
in SA have shown that low ability students often feel that
these marks do 0t reflect their true ability (Glennie,
1981b), Selection at South African universities is usually
based on matric marks; either in certain subjects or on an
agyregate rating system. The method of caleculating. the
Matriec Rating for the selection of Science students at the
University of the Witwatersrand is given in document
580/900A, University of the Witwatersrand; 1980. Several
problers exist with this system. In addition to the

doubtful validity of comparing marks from different examxnzng

boards, these ratings cannot be calculated for mature or

foreign students. Furthermore; with the obvious discrepencies

in the education of the various race groups, academic
achievement is a very unfair selection system (Gering and
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Zietsman, 1983). A further problem with using these marks is
that while statistics based on school achievement may be
useful for identifying those at risk, they are not much good
for distinguishing those who are likely to succeed from those
who won’t.

STANDARDISED TEST SCORES: Although these are widely used

as selection criteria in America, there is much
dissatisfaction with their use. They are not used in

South Africa. : S

SPECIAL ENTRY TESTS: These are fairly common iw America (e.g.
Souchek; 1979) and are being more widely used -in South
Africa. They are used to test a variety of factors such as
existing knowledge, reading skills, comprehension, and
conceptual or perceptual abilities. However, in South Afr;ca
much research needs to be done before we have eyxdend about
their reliability and validity (File, 1983). Constant
revision and modification of the ists has made this a
difficult task. A further problem is that they do not have
satisfactory predictive validity.

FALTER-FIRST METHODS: Because of the feilure of the pre-
selection mechanisms to predict persistence a fourth
vacademic" criterion method was tried in several
institutions (File, 19833 Hunter, 1983; White, 1983; Yule
and Gous, 1984). In this method students are not selected i
until they have achieved poorly.at university. Often the
results of the first cless test are used to do the
selection. Many students will seek assistance at this stage,
while others have to be identified and counselled into
support programmes. This method has the advantage of
legitimacy in the students’ view. Furthermore they are often
motivated by fright and tend to work harder. However, this
method is reported to be time-~consuming and difficult to
operate (File, 1983; White, 1983) and it does not allow for
attitudinal and motiv=tiznal changes which may occur later
in the year (0’Hallorhan and Russel, 1980). There are two
further drawbacks which are not rs~%ioned in the literature.
Firatly many students, wspecially those who are high-risk,
suffer a major psychdlogicai setback if they fail in their
first academic test. Secondly late identification of these
students means much time is wasted when vital basic skills,
such as obtaining and processing information, and good
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learning and study habits, should already have been taught.
Moreover; this selection method cannot distinguish hetween
the lazy and the underprepared student (File, 1983) .

NON—ACADEMIé'CRITERIA have alsc been used for selection. Many

of these rely on subjective evaluations such as information

from high-school personnel, and student interviews or
 questionnaires (Miller et al 197i; White and Bigham, 1982).

They may evaluate vocational preference (Nisbet et al 1982),

attitudes (Penny, 1980; Van Dur Watt, 1983; and Williams,

1969) or study habits (Pratt and Gentemann, 1984). Student

characteristics such as education, language, and home or

school background vary too widely to be used as selection

criteria and lack legitimacy in the students’ opinion (File,

1983) . Hunter (1983) advocates the use of interviews for black

South African students who do not meet the normal entry criteria.

He beli=ves that although blacks may find 1ntervxews daunting,

they can be advised on interview procedures and be interviewed

by blacks. This would be one way of finding informatian which

the dean could use 1n exercising his discretion to admit such

students. Nisbet et al (1982) worked out characteristics of

pupils likely to succeed. He concluded tbaf despite only .

moderate correlation, their predictive value was useful.

Personal contact was rated as the beat selection method by

Hampton (197%9a), while a more recent report by Pratt and

Gentemann (1984) urges that ron-cognitive factors be used

for selection.

Unfortunately solection criteria are never really good
predictors of success, but this is especially so among the
weaker students (Howard et aly 1984; Sheridan, 1982), or the
black students in South Africa (Hunter; 1983). A further
problem is that while there is a statistical correlation
between matric results and academic performance, prediction
in the individual case is uncertain. Van Wyk and Crawford
(1984) point out that such analyses can only give probable
results as long &s human factors play a role, and that
individual students may perform very differently from any
prediction. As a result researchers can only come up with
cautiously worded predictions such as "there is a &8%
chance that a student with a certain matric rating will end
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up with a mark within & 12.2% of the mark calculated from 1"
(Here 1 refers to their formula using Matric Rating to
predict success with their first-vyear physics students at
the University of the Witwatersrand) (Van Wyk and Crawfordy
1984, 9). They add that "the probability of a student
passing is SO% if he or she has a rating close to 46. The
probability, however, varies very rapidly in this range,
and drops to 30% for a rating of 40" (ibid, 9). Howard

et al (1984, 21) can only conclude that "a good allround
pupil makes & satisftactory student, a mediocre pupil may
make a satisfactory student, and a weak pupil is in general
a poor student. Yet there are weak pupils who become
satisfactory students".

Several reports on prediction studies havs-.found the
selection mechanisms they used were. NDT good predictors of
success. O’Halloran and Russell (1990) conclude that using
school results for selection cannot\be justified. They found
that while poor maths was a good prmdxctor of failure, good
maths was not a predxctor of success¢ In South Africa Van As
(1983) reporta the HSRC warning of lmw correlation between
success and the matric marks, and thw;r unfairness in
selection. At an ASP meeting on assessment and procedures
for selection at the University of the Witwatersrand (June,
1983) it was reported that b:ographxcal data gave a low k=
correlation with first year results. Penny (1980) found the
aptitude test he used was good at identifying students at

risk, but was not a good predictive devije. .

However; some prediction studies using conventional selection
methods have reported a degree uf success (Stronck, 1978;

. Abrahams and Jernigin, 1984). The latter found, however, that
the only good predictor of success was the number of hours
spent in ASP, and this is not known at the time of selection.
Their survey showed American researchers did not concur on
the best predictors of success. In South Africa varying
degrees of predictive success have been reported, few of
which are particularly satisfactory for ASP selection
(Engelbrecht, 1983; Van Wyk and Crawford, 1984; Zietsman and
Gering 1985; Shochet, 1985; and Sanders, 1986).
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Howard et al (1984) found that the South African examination
board whose results gave the best prediction of passxnc was
the DIA followed by the JMB. Those giving the best pred1ctxon
of success rates (gaining at least the minimum number of
credits) were Natal, JMB, and DIA. Penny (1980) reports that
the contradictory results in SA studies on prediction of
success could well be due to the differert examining boards. A
further factor influencing the results could be the fact that
symbols are used rather than actual marks; which results in
the grouping of students whose marks may differ by as much as
nine per cent. :

A promising study for the selection of science students in
South Africa is reported by Penny (1980). Although he

rejects using the Matric Rating for selection of most students
he does advocate its use for science students,; as he found
significant associations do exist. He found the English symbol
gave the greatest predictive validity and advises that in the
Science Faculty symbols are useful discriminators and _justify
current selection procedures in the sciences.

The Senate Sub-committee on Academic Support Programmes at
the University of the Witwatersrand concludes the "gearch 7
. for a simple, reliable, and valid test of need for ASP is
unlikely to be successful', but recommends that the search
for such diagnostic tests continues (White, 1983).

‘ I

Several other methods of selection have been suggested. In

the USA Koeppel (1984) describes a voluntary, take-home,

k! self-scoring and evaluating diagnostic test in basic skills.
This tells the candidate if he has the basic skills he will
requirey and what remediation he will need to take. Landward
and Hepworth (1984) suggest the successful completion of a
specified minimal course of study as a condition for college
entry. This would seem to preclude disadvantaged students.
However; Cloete and Schochet (1985) have discussed the idea
of a short pre-university course which provides intensive |
mediated learning experiances in the South African situation.
Those students whoe show improvement probably have the
potential to succeed with the help of academic support, while
those who do rot show improvement should not be admitted to
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university., A further South African study by Gering and
2ietsman (1983) provides a statistically based argument to
support their view that any student in the top four out of a
class of one hundred in a school has done very well and
should be admitted to university even if he does not meet
the rormal entry criteria. They support their view with
empirical evidence in a later paper (Zietsman and Gering,
198%). This would be one way of allowing students whose
quality of schooling has been blamed for their poor
achievement to get a chance of attending university.

2.3.4 VOLUNTARY OR MANDATORY PARTICIPATION IN ASP

A further issue being debated is whether or not ASP
attendance should be mandatory for certain students. While
some workers believe ASP should be voluntary (Bradley,
1983), one of the well documented characteristics of high-
risk students is that many are unwilling to seek help, and
that they are less likely than traditional students to make
use of support services available to them (Bryson et al,

- 1978; Friedlander, 1980). For this reason some researchers
believe that ASP should be mandatory for certain high-risk
students (Hampton, 1979b; McDermott et al, 1980c; Paterson,
1980; and Reed and Hudepohl, 1983). .

However,; while they believe that some students need to be
made to join these programmes, researchers are aware of
several difficulties involved in making attendance
mandatory. Support programmes with a heunditional” clause
can develop a stigma (Friedlander, 1980: Gering and
Zietsman, 1983). Furthermore, an unmotivated and fg{ﬂ o
disinterested student cannot be forced to achieve merely by e :
making him attend a support programme. An uncommitted
student can be a problem, and at the University of the S i
Witwatersrand the Senate Subcommitte on Academic Support /=
Programmes points oat that admission to study~-skills courses s
is a privilege for the disadvantaged, and although i
voluntary; failure to attend should lead to the wi‘thdrawal . i
of that privilege (White, 1983). This is especially i |
necessary where facilities are limited and there is a : e ‘
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waiting list for the programme.

/7
Many high-risk students, however, lack the self-discipline
to work independently, and need to be virtually forced to
attend (Allen, 1984), Thus while many researchers are
reluctan: to make support mandatory, they do advocate
nactive recruitment" (hampton, 1979a; Sheridan, 1982; Allen,
1984). The students are well informed about their chances of
success, told exactiy what help is available to them, and
are firmly advised and guided into ASP, However, Richardson
(1983) warns that "hard-sell recruitment programmes mislead
applicants by interfering with a realistic approach to the
issue of open access',

2.3.5 SUBJECT-BASED OR GEMNERAL SKILLS COURSES

A further issue of concern debated in the literature is
whether support programmes should be general skills courses
or should be subject-based. While general skills courses
were common in the early support programmes, and still occur
at many places, evidence exists that ASP is more effective
if the skills are developed in a subject-based context N
(Hill1-Scott and Grigsby, 1979; McDermott et al, 1980a;
Hunter, 1982; Costhuizen, 1983; and Tabberer, 1984). Cloete
and Shochet go #o far as to state that "the development of
students as learners is inextricably bound to their
development as ' subject-specialists" (Cloete and Shochet,
198%, 14). Some arguments given to support the subject-based
courses includei-

1. Students do rot see the relevance of subjéct-free
courses. They tend to resent them as extra workloads,
40 that motivation becomes a problem.

2. The transfer of skills from oane context to another
tends to be limited. !

3. 1t is =asy to monitor whether your students are
applying the skills they have been taught in the support
programme if the programme is linked to your subject.

(McDermott et al 1980c; Schochet, 1983; Moulder, 1983).

However Shochet (1983) states that rote-learning habits can
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often only be broken using subject-free exercises, and this
may be the case with many bad habits. Subject-free materials
also allow tasks to be done using isolated skills without
the students having to contend with content matter as well.
Shochet concludes "under ideal conditions sub ject-based ‘
inkervmntion pfogrammes have clear and obvious advantages
but this is not universally the case. With low functioning
students there are a number of advantages that accrue from
sub ject-free intervention programmes" (Shochet, 1983, 8).

2.3.6 RACIAL AND ETHNIC ISSUES

A well controlled study conducted by Lesser in 1964 showed

that efhnicity had an effect on achievement (Ornstein,

1982). After the Jensen furore these results were supressed

on the grounds of racialism. thxe one is reluctant to stiyg .

up what is a very touchy issue it is important to report

findings related to racial issues, especially in South

Africa, where the radical differences in political, socxg-

economicsy cultural and educational backgrounds of the B
arious racial groups could have a profound effect on thgxr

achxévnment at university.

A% t"ough Marshall and Birenbaum (1980) found that race had
no effect on persistence; other authors have reportéd
achievement differences between ASP students of different
races. Pratt and Gentemann (1984) report differing retention
rates, but claim this is not dependent on race alonwy but on
institutions. In South Af-ica Bradley (1983) reported that
Black chemistry ASP students showed better achievement and
retention than the other non-white students, who in turn did
better thar the white students., In an American study Braown
and Ervin (1978) found that their biack students did no% do
as well as the whites in ASP. ; )

Some of the important issues relating ed race or ethnicity
include:-
1. Ethnic minorities have difficulty adapting to a 5ystem
whose role-expectations in seéio~cultural issues are
unfamiliar to them. Those who differ from the majority
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groups’ norms in student behaviour and standards are
considered different, difficult or even defiant, and
ethnic minorities don’t fit these norms very easily
(Maynard, 1989). In South Africa black societies
emphasise academic skills, so blacks tend to see
practical experience and skills as unimportant and
irrelevant (Adler, 1983).

In South Africa blacks have a further problem in that
they are politically and educationally disadvantaged.
Blacks do not understand the "hidden curriculum" and
this puts them at a tremendous disadvantage, .
Different attitudes a‘e prevalent among the different
racial groups. An interesting study conducted at the
University of the Witwatersrand by Potter et al (1984)
investigated why black students, although thcy seem to .
be hard workers, still fail, They postulated that there
would be lanquage d;ffxcultzes, basic skill deficiencies,
and that the students would ndt make use of peer group
support. They found the black students tcnded to be
uncommunicative and unresponsive and that they failed

to take advantage of the support .available to them in

the system. Some alarming trends were found in the black
residences; where students would not accept anyone being
too serious about work as this identified them as "with"
the system. They showed a social cohesion ind‘priﬁritint
which acted against their own academit interests. Finallys

whiie many of the black students dxd work hards they were

doing the wrong kind of work.

Although it was racial issues that led to the initiation of
many academic support programmes, both in America and South
Africa, support prcgrammes in both countries were initially
. populated mainly by white students. However, with time more
" blacks entered ASP. By 1995‘eighhy per cent of the Zoology
ASP students were black.

2.3.7 STUDENT PERCEPTIONS AND ATTITUDES
Perﬁaps one of the least emphasised but most important issues

in ASP is that of student perceptions and attitudes. White
and Bigham (1982, 19) state that "the significant factor in
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building a strong retention programme among ccllege students
is the area of motivation and attitude formation". While
Williams® claim that "many students would have to change

their perceptions. of themselves and others before academic
progress could be expected” seems harsh (Williams, 1949),

the findings of many researchers since then have re-emphasised
the importance of this viewpoint.

Some of the findings of research into students perceptions
and; their attitudes to their work are:-

1. High-risk students have a low self-concept and self-
expectancy (Hampton, 1%97%9b; Cooper, 1986; Friedlander,
19803 Haynes and Johnson, 1783). |

2. Contrary to popular belief, these students are poorly
motivated (Bryson et al, 1978; Hampton, 1979b; Bradford,
1983). Bradford (1983) recomrends that the whole
question of motivation be looked at in South Africa.

3. While it is realised that the corcept of "reality" is
debatable, it is reported that high-risk students do
not face reality, not only in terms of their own
abilities, but in what is required of them to remedy
their deficiencies, and the work required of a student
to succeed at university (Roueche and Snow, 1978, '
Hampton, 197%9a). Hechinger (1979) points out that
education is not a delivery system, and that learning
must be done by the learner. Handelman (1979) agrees
that students must see that learning is a two-way street
and that they have to make an effort. "

4, Students see their needs to be content-centred rather
than in terms of thinking and learning skills (Blanc
et al, 19683). ‘

5. Students do rot perceive a differerce between knowing
and understanding. Students who rote-learn may obtain
good marks but they often do not understand the work and
are therefore unable to analyse, apply or synthesise from
the information they have learned (Blarnc et al, 1983;
McDermott et _al, 1980a).

6. High=risk students often have an inaccurate perception of
their own skills and abilitiea (Koeppel, 1984). At
the University of the Witwatérsrand férty-three per cent
of the ASP chemistry students in 1981 felt that their

3s

I

g - : 3
' : . . w R
5 o v L K - ad
o e "Liuﬂﬁm . M.Mﬁf\\«\m‘ o ki e NM«‘\'«WM *

OV SR N WU YRV SNUUIIVE U oY oY S LS e ot

|



%
P S Ty
TP S A TR o s

2

R 00 Y Y Do

Ry
W « A

_ Mullin and Summers, 1983; and Reed and Hudepohl, 1983.
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matric maé#s were not a true reflection of theiF abilities

and that tkgy should be given a chance to show this

(Glennie, 1981ib). v

7. High-risk students are relu:gant to accept advice and help
(Bryson et al, 1978; Tabberer, 1984). At the University
of the Witwatersrand an attiturdinal survey.among ASP
students in 1981 showed that sixty-one per. zent of the
students did not want to participate in ASP for various
reasons (Glennie, 1981h). The Senite Subcommittee on
Academic Supppft‘Programmes at the University of the
Witwatersrand points out that a central issue in ASP
appears to be that the student must perceive that he needs
what ASP has to offer, and see that ASP meets his rneeds
(White, 1983). S ‘

8. Grouping of remedial students lesads to impraoed

achievement and attitude towards their subject

matter (Newfield and McElyea, 1983).

!

i
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2.4 CHARACTLRISTICS OF SUCCESSFUL SUPPORT PROGRAMMES

Several authors have attemptew:ﬁo ascertain what

cha#acteristics are shown by academic support programmes

which are succesaful (Bednar and Weinberg; 1970; Stenrer

"and Mueller, 1973; Jorgensen, 1980; Marshall and

Birenbaum; 1980; McDermbtt et al, 1980c; Sullivan and -
Wilson, 19803 Landward and Hepworth, 1984). Excellent “
overviews of large numbers of support programmes are

given by Roueche and Snow; 1978; Kulik et _al, 1983;

A disturbing finding of Mullin and Summers (1983) is that
no approach or programme characteristic is consistently
effective. In fact their most consistent finding was that
parental involvement was essential, and this places
effectivenesas outside the school system. This finding is
supported by Ornstein (1982) who reports that the Coleman
study shows the effects of home environment to far outweigh
the effects of any school programme on achievement. This
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A recent finding which could have important implications is
that NEW programmes were far more effective than established
ones (Kulik et al, 1983). They propose that novelty, rather
than experience, is the key factor in programme success.

They suggest that everqgy, enthusiasm and funding may decrease
as the programme is institutionalised, fhus adversely
affecting programme results. ~

It would be impossible to list all the characteristics
given in the literature, but some which are given
consistently as features of successful ASP include the
importance of:~ h ’

1.
2.
3.
4.

9.

It is felt that a review of the literature such as this &he
provides valuable pointers not only for researchers and
evaluatorss; but for administrators and teaching staff
involved 1n support‘programmos.

has alarming implications for tertiary level support
programmes.

develcpmental rather than just remedial support; o
the attitudes, abilitiecs and type of staff used;

the full backing of ‘the institution and administrators;
an articulated ASP policy and continuing reliable
allocation of funds;

yvear-long programmes rather than shorter ones.
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CHAPTER 3: THE EVALUATION OF ACADEMIC SUPPORT
PROGRAMMES '

\in discussing variovs reservations concerning the
acceptability of evaluations, McLaughlin et al (1977, 1)
point out that the audience of evaluation reports "must be
sufficiently aware of the issues in evalustion to judge for
themselves‘that the evaluations are performed acceptably".

As controversy exists about many issues concerning the
evaluation of academic support programmes and their findings,
it is felt that this matter is of sufficient importance to
merit a separate chapter on evaluation issues in this report.

3.1 WHAT "EVALUATION® EMBRACES

While the term "evaluation" implies an assessment of worth,
many evaluators exclude the process of making this

Judgcmont from the task of the evaluator (McLaughlin et al,
1977). The Phi Delta National Study Committee on Evaluation
defines evaluation as "the process of delineating, obtaznxng
and providing useful information for judging decision
alternatives" (Stufflebcam et al, 1971). They exclude the‘
judgement itself from the evaruitxon.

3.2 LACK OF CDNCENSUS ON THE RESULTS OF ASP
EVALUATIONE

Perhaps one of the most pessimistic aspects of ASP is that
in spite of the widespread research into and evaluation of
support programmes, there appears to be little agreement
about their worth. Evaluative research in education appears
to be faced by several constraints which may contribute to
this lack of concensus about the results of support
programmes.
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1. THE DESIGN OF THE PROGRAMMES: As f~~ly as 196% it was
pointed out that "most programs are not experimentally
deeigned to permit empirical assessment of the effecis
of specific independent variables" (Williams, 1969,

287). Hill-Scott and Grigsby (1979, 444) agree that

the “"overarching problem is that compensatory education
programs are services first and a national experiment
second”". In most academic support programmes, there is no
valid control group, and to withold ASP from some

students to create such a group would no% be ethzeaé)

Thus not only are support programmes not strurtuFed to
facilitate empirical reseerch. but it is dszzcult to
satxsfy the demands of a gcod experzmental des1gn‘~ven if
one wants to.

2. CRITERIA FOR SUCCESS: This problem w§“ highlight=d by

Mullin and Summers (1983) who concluded; after a survey
of forty-seven compensatory‘educatian'progrimmes, ‘that:
researchers are unohle to agree on criteria for success of
such jervices. The many complex zntcractxng factors which
affect the success of the progrqmmes are difficult to
identify, let alone isolate 2id measure. Hovever, there
are many who would agrez with Mill-Scott and ergsby o
(1979, 444) that we should "stop depend;ng on test scores .
as sole indicators of program effectiveness'. "Toc often
the evaluation of effectiveness... has been based
on the sole criterion of how many'students entering the
program eventually graduate, and ignore what they
teach about teachihg‘stddenée how to discover what they
want in life, and how to achieve these goals" (Miller et
aly 1971+ S38). 1t is possible that programhes which do
not show statistically significant gquantitative gains wrﬁrg
be judged a failure by some, while others might consider o
them to be ‘successful if they help their students in other
(lecs quantifiable) ways.

3. DETECTABILITY OF CHANGE ATTRIBUTABLE TO ASP: Brophy (1979)
discusses the problem of many educational studies which
show no significant difference between two groups which =
are compared to examine the effect ofyexperimental i
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treatment. One reason for this could be that the
1. independent variable involved (in this case ASP treatment)
i does not have sufficient effect ON ITS OWN to cause enough
- difference in the dependent variable (the achievement of B
the ASP students) to have a significant effect on the
results. Furthermore, too many extranecus variables (such
as student motivation and attitude, and even inherent
ability) influence the results. Thus siudents may be .
benefitting from ASP in ways which cannot be measured.
L s Furthermore, other variables may be affecting students in
_ | such a way as to negasu the positive affects of 9qpport
'&t‘ ‘ programmes in which success is measured in terms of i o
academic achievement. This is especially true if ‘
T ',,»~ measurenents depend on studies of groups rathar than
= the measurement of 1ndexdua1’s achievements. The results
‘ of a few individuals who are not achieving well (for
whatever reason) can significantly reduce the mean score
of small groups. Stufflebeam et al (1971) point cut that
care should be taken in deciding whether the programme N
does not produce significant improvements or whether the E
evaluation methods are unable to d%?o:t these.

4

W) S

CONTEXT SPECIFICITY: One of the major problems in
educational research i% the lack of gonbralizable results,
becsiuse of the contoxtvspacific nafurc of any educational
situation in reality. Jnrm@nscn (1980) feels that the
range of results conccrnxhg the worti. of ASP occui-s
because of the differént types of programhes and the
different ph?losophxns on which th2y are based. Thus
genoralizatzons such as "ASP works" or "ASP does nat ,
work" cannat be given with certainty as many indiv ridual

© . : programmeJ will not conform with the statement. Heghxnger
' (1979) reports that successful academic support prmgrammcs
cannot readily be replicated in different settings and
that they are at best broad guides about jdeas and
strategies that might be helpful. ; B
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S. LINGERING IMPRESSIONS: The initial reputation of a ‘ - {t )
programme tends to persist, even if subsequent rcsearch o ‘
contradicts emarlier findings. Stickney and Marcus (1985) :7  i
claim that the promising results of the 1970’s and 1980°'s, N
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which provide evidence that compensatory progrémmes do
have an effect, are masked by the dissatisfaction
prevailing after disappointingjrescarch results from
the 1940’s.

6. EVALUATIDN METHODS : cheral authors cxpress reservations
about the effcct of evaluation methods used on the outcome
of the evaluations. HWill-Scott and Grigsby (1979) feel
that the overall impression that compensatory education
is a failure is due to incomplete research. Fullan (1983)
blame=s pdor lxplrxmcntal sampling, design and instruments
for results showxng no significant d;ffcr.nces between
students attending support programmes and those who do S
(1983) feel that incomplete al
other hand, be respons;ble for
which do not, in fact, cxxstﬂq
the problem of misrepresenting

not. Mullin and Summers
evaluations may, on the
some reported ASP gains
Forbes (1985) discusses

data. He gives an exarple of a statistic of thirteen
per cent being roundeé off to fifteen, and then twenty /

per cent as the report was passed on to various hxgher

authorities. ;

\ 7

7. EVALUATIVE STRATEGIES: Researchers disagree about the
methods which should be used :n edhcatxonal evaluatxon.

For many years the controversy centrnd on two major ‘
paradigms, the psycho-statistical and the ethnographic
(social-anthropological). Attempts to mix methods

associated with each of

themn

7 were resisted by proponents
of each of the paradigms, The paradigms used in the

evaluation of support programmes constitute an important

factor influencing the results of such studies; and

should be looked at more carefully.

3.3 THE EVALUATIVE STRATEGY ISSUE
3.3.1 The psycho-statistical paradigm.
The psycho-statistical paradigm, used for many years by the

"traditional" evaluators; attenrts to identify the
to isolate process variables,

ob jectives of a programme,
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and to refine measuring instruments in order to assess
product outcomes in terms of behayioural changes. This

paradigm has become an increasingiyhunsatisfactory one in

the field of education, because it emphasises quantitative
measurement, experimental design, and statistical analysis

which are often inappropriate when dealing with human )
beirys, whose behaviour tends to be difficult to predict \
and often doés not conform to rules and generalizations.

J J V Soame of the objections to this approach incluaes-
" 1. The oversimplification of a complex reality: Stake (1967)

A N PR

"Ii ‘ rejects this method because
simplifiers" of statistical

it promotes the "great
analysis;, theory-building

and concensus seeking, in order to re:duce complex

are "unintended" outcomes.

e

major concern,
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educational phenomena to something we can comprehend.

2. incomplete evaluations: McLaughlin st _al (1977) point out
that a large part of the true nature of evaluation wili be
missed if it is assumed that evaluations will conform to
some simple model. The tendency to evaluate only preplanned
outcomes means that important a;pecfs are ignored as they |

3. The evaluation of groups rather than individuals:

Stenhouse (1980) maintains that while this paradigm
sometimes gives good results, it has its limitations.
The fate of individuals tends to be of no concern. If
“treatment" is shown to be sighificantly\bettdr, it is
given to the group although it may be inappropriate or
even wrong for some individuals.

4. Technical reports whose findings are not used to improve

ljrogrammes: Reports tend to be couched in terminology

which i3 not easily understcod by those ocutside the field
of educational evaluation, and they are therefore not
understood by audiences for whom they are intended.

Furthermor®, although these dvaluations emphasise |

validity, reliability; measurability and generalizability, ) fﬂi .
Patton (1982, 14) points out that "evaluators found thad e i
methodological rigor did not guarantee that findings .

would be used". The utilization of evaluations became a "1f

Parlett; (19745 14) puts the case succinutly. "So many
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random, unpredicted, and.human factors intervene that neat
experzmental designs cannot contain them all. For this

reason, results from ‘such studies rarely carry conviction:

they present an emaciated and artificial picture of
real-world educational life".,

S.S.é The sociul—lnthropolpgical paradigm.

In 1972 a group of non-traditional evaluators who were
dissatisfied with the psycho-statistical paradigm which
dominated the field of evaluation at the time, met to discuss
the issue, This meeting resulted in an alternative social-
anthropological strategy which would be based on the real
situation of the curriculum in action. Whereas the
traditional evaluvators had only considered intended outromes,
had only examirned products, and would only reveal concensus,
the "new wave" avaluators wanted to illuminate the reality
of unintended outcomes, to look at process as well as product,
and to reveal the diversity of opinions whxch existed. Their
wvaluatjons would be holistic (respondxng to a wide range of
questions and not only those intended by the programme’s
designers) and illuminative (seeking to open the systemrta
critical appraisal)., The holistic-inductive approach they

use is aimed at UNDERSTANDING social phenomena.

A further effort was made to develop the standards. of
evaluation in 1981 by the Joint Committew on Standards for
Educational Evaluation, after five years of input from
hundreds of practising evaluation professionals. Stufflebeam
summarised their work by stating that "the standards...
esseritiaily call for evaluations fhat have four features.
These arve utility, feasibility, proprzeey and accuracy" |
(Patton, 1982, 14).

The mair nbjection to this style of evaluation is that the
methods of obtainming data are subjective and value=laden.
This leads to criticisms such as that of Kulik gt al

(1583) that "some evaluations are subjective and anecdotal
ard thus of little ascientific value'y; although Stenhouse
{1980) makes the point that descriptive studies need not
confine themselves t¢ words and should include guantitative
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aspects. However, proponents of this paradigm claim that
measurement is never objective and value-free, and that we
should face this limitation rather than pretend that
scientific approaches eliminate it.

Bryson gt _al (1978) claim that descriptive studies on
support'bhbgrammes raise more questions than they give
answers. While this was meant as a criticism, it may not
be a bad thing if it results in more questions and probing
and hence further understanding of the issues underlying

ASP.

3.3.3 The paradigm of choices | i

Several authors attempt to use methods which were taken
from both the major paradfgmsm Mci.aughlin et al (1977, 9)
point out that "certain types of information call for

similar evaluation paradigms, some for different paradigms",

Glennie (1981a) states that many interacting factors
contritiute to the success of ASP in South Africa, and that
it migﬁw be necessary to use a multi-faceted approach
rather. “We are convinced that the programme can only be
adequately judged on a wide range of complex criteria:
subjectiva‘as well as objective” (iglg, 7)+ In 1980

Stenhouse made an attempt to mix’ the two paradigms, which he

sees as complementary approaches to education research. He
comments that "it is‘high time superficial and stylistic
differences between their proponents were racognised as
impediments to good sense in the research community"
(Stenhouse, 1980, 4). '

Mary evaluators réject such attempts on the grounds that
two different philosophies form the basis of the two
paradigms; and the methods specifically linked to each,
which make them mutually exclusive (Patton, 1982). Patton
challenges this, and the assumption that ‘qualitative and
quantitative paradigms are assumed to be rigid and fixed"
and that the choice between them is "the only choice
available" (jbid, 193). He believes that "the flexible,
responsive evaluator can make mind shifts back and forth
between paradigms within a single evaluation setting. In
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doing so the evaluator can view the same data from the
perspective of each paradigm, and can help adherents of
either paradigm interpret the data in more than one way"
(ibid, 190). In additioh he believes that methodologies are
not irrevocably linmked to one paradigm, and consequently
proposes a new paradigm, the paradigm of choices, which
recagnises that different methods are appropriate for
different situations.

3.4 THE PURPOSE OF THE EVALUATION

McLaughlin et al (1977, 1) state that "whether based on
quantitative data or on anecdotes, ...it seems prudent to
arovide as much valid, objective, representative
information as possible to our policy decision makers"
However, it should be remembered that evaluation should
not be an imposition from without (by funders and
administrators) but should contribute intrinsically to the

development and functioning of the programme (Glennie,

19833, Scriven coined the terms SUMMATIVE and FORMATIVE

to describe evaluations with these two purposes. Funders

‘and decision-makers tend to want summative evaluations,

which are conducted with the purpose of judging the worth

of a programme as a whole. Programme participants, on the
other hand, are usually more concerned with formative
evaluationsy as these allow for the 1dent1f1cation of

areas of the programme which reguire revision, and whx:h

can therefore be used to improve the course offered. o

As the development of ASP is still in its infancy in South
Africa it is imperative that we use evaluations which are
rnot omly summative in their nature, but those whose primary

) purpose is formative. Thus while it is important to look at

” the academic achisvement of the ASP students, it is vital
that we understand why some of them succeed while others
faily, as it i8 only through such an understanding that
attempts can be made to improve the situation. It is felt
that thkis can be best achisved by an svaluation seét within
the framework of Patton’s paradigm of choices.
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CHAPTER 4: RESEARCH DESIGN

The 2oology ] ASP has run for five complete years, 1981 to
1985. The systnmat;c ‘collection of data for this study was
‘conducted using the 1984 ASP group and 4 "comparison” group. |
Hawovor, it is felt that to restrict this evaluatlon to the
1984 graup merely because the data for the other groups are
incomplete, is to limit the holistic picture one hopes to
achieve in an evaluative study such as this. Certain data

are available for earlier groups, and it is hopodwthat by
examining these some trerds and changes might be detected.
Thus data from 1981- 1983 have been 1nc1u4!d whnre they

might contribute to the detecticn of trends or to a greater
und«rstanding of the ASP h.tuatxan. Much of the quantitative
data used to compare the 1984 groups is also available for

the 1983 groups) and a quantitatxvc comparison of the 1983
groups has, therefore, also been included.

4.1 METHOD OF SELECTION OF THE “EXPERIMENTAL® AND
“CONTROL" GROUPS | !

Moast evaluation studies require some sort of comparison to
be conducted before a judgemert can be made. Stake {1967)
identifies two types of standards for comparison; namely
relative and absolute comparisons. |

Absolute comparisona usually involve a comparison of the Zéﬂy
goal outcome with what was expected to occur, and judge .
whether the needs were met. The design problem in such |
reseéarch is often the cnmplexxty of goal setting, and the ‘ A
fact that tke people irvolved in many programmes are unsure ﬂfﬁ 4
of exactly what their goals are. Furthermore, as goa'\s vary o |
for almost svery support programme, methods using absolute

comparisons are not as well developed as those for relative
comparisons (McLaughlin et al, 1977).
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Relative comparisons involve a comparison of what would

have occurred without "treatment" and what actually

happened with "treatment". They tend to answer thi question
"did the programme have an effect?". Such comparisons
involve a design problem of deciding what would have
occurrid without treatment. The only known method to estimate
how the group wouid have achieved without ireatment is to
compare it with a vcoritrol" group which does not receive the
‘treatment. If the true experimental method is bczng used it
is important to select the experimental and control groups
randomly in order to increase the internal validity of the
study. McLaughlin gt al (1977, 20) state that because this
is "based on assumptions likely to hold true in the
laboratory, but violated in the conduct of uncontrolled
studies in ongoing programs in the field", the validity of
comparing experiment and control groups in compensatory
education has become a recurring issue.

An effort has been made to identify the goals of this
programme, so that an absolute comparison could be conducted.
The views of the ASP co-ordinator, the Head of the Zoology
Department, the three tutors who have presented the Zoolaqy
Academic Support Programme, and the 1784 ASP students,

have been solicited, However, this type of evaluation is not
sufficient to convince a "science" department of the
programmc’s worth. Nor is it as convincing to programme
funders as is a relative comparison., Therefore a ruiathe
comparison has also been conducted.

In this study neither the ASP ("experimental"”) group nor the
"control” group was chosen randOmly. In fact the latter e

should rather be termed a "domparisun” group as there il
guarantee *that the ¥ o groupli were equivalent prior to . Y
treatment. The twn‘w‘oups were matched according to Matric ?
Ratings as thisa was the criterion used to identify those

students considered to be at risk. Those students who then i
joined ASP became the "experimental' group, sid those who :“ ‘
did not became the "comparison" (control) group. The latter g '
group will henceforth ue veferred to as the non-ASP or NASP  1
group. Small numbers made it impossibile to try and match B
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‘considered to be at risk because of their low Matric Ratings,

students according to race, sex, home language, the matric
exam written, or any.other factors which might well have had
an effect on the results, and it is realised that this could
affect the validity of the results. Furthermore, it is
possible that those students volunteering to attnsnd ASP were
mors motivated to succeed than ./.ere those identified to be
at risk, but who declined to attcnd ASP.

\ : \ . &‘\
The basis for selection of ASP students snnce the 1nc¢ptzon
of the 2o00logy QJRSP programme has been tﬂ identify students

their disadvantaged educational ba:quQUnds; or because

their home larguage is not English. Those students have then
been advised to attend ASP. At no stage was attendance made
compulsory. Slight variations in selection methods occurred
in some years, as a method was sought whicﬁ was more valid in
its solcrt1on of ASP studonts, and which was quicker to
implemedt.

in 1981 eleven of the twenty-seven ASP students passed the |
April test and were advised that they no longer required o
academic support, while several stiudents who had failed this
‘test then joined ASP. In 1982 School of Biology diagnostic
tests were admxnxsterad to try and diagnose students
deficient in soms of the skills thought to b@ essential for
success. When thw results eventually became ava;lablc. all
black studentﬂ with low scores were invited to attend ASP,
Nno matter what their Matric Rating was. I 1983 a short
 departmental dxégnoﬁtxc test was used to identify some
‘skills and oxlxtxes‘of the students. Those who had a low
Matric Ratxng but a high dxagnost1c test acore were told .
that they rneed not attend ASP as they were thought to have
the skills necessary for success. Their low Matric marks 5
were possibly caused by factors other than iack of learning ;ﬁf
skills. In 1984 a modified version of the School of Biology .
diagnostic test was used, but as the results took wight e
weeks to process, they could not be used for ASP selection. v
Howaver, the tests were repeated in October and can thus .

2

be used as a pre-= and post—~test measure of certain skills. *ﬂﬁ A
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4,2 DESCRIPTION OF THE 1983 AND 1984 ASP AND
“ COMPARABLE NASP GROUPS

t
.

Studonts of both qroups were extremely hetorogenoous 1n\\
t-rm: of their bacquuunds. Sone were registered for a

N throo«yoar curriculum and others for the four-year‘k' | \%
\% :urr:culhm. Some were nagzstornd at the un:versxty for‘tho
\ first time, while others had already spent a ye=ar there.
Some studqnts spoke English as their home language, others
not, Tnble i describes the 1983 and 1984 ASP and NASP
groups according to race, sex, whether they are first year
registrations, and whether they are three- or four-year
curriculum students. Raw data have been converted %o
percentages where possible, for ease of comparison, ' 7
\:\
|
TABLE ldeudeiption of 1983 nd 1984 ASP and NASng?Qst
|eraup . RACE, | sEx | FIRST |CURRICULUM]
W [ |[c |B M | F . |[REGISTR| 3-V
1983 AsP |18 {3 | - |5 |1 |10 | i\
(N=27)  fe7n | 3@ | 374
1983 NASP 1S |1 [+ 11 =~ |13 | e 17
(N=18) §83% | 174 | 7auleex | 7ew | 39 | 614
1984 ASP #11 1 Ll 13 = {10 J1s |26 e le4
CNﬂab) 42% L 58% | a8ulben | 100% | 8% | 92%
1984 NASP |17 |3 |t |2 |- |19 |4 | 20 | s |18
(n=23) [ 781 2 savi7n | e7u | eew [7en
A | . cen 1784 )
‘M o
RA 1
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~ that all scientific observatian and interpretation is

4.3 ANALYSIS OF THE DATA

The statistical analyses were done on the IBM 3830
(Mainframe) at the University of the Witwatersrand, using
the Statistical Analysis System (SAS) B2.5., It should be
Qoted fhat Hogrebe and Dwinell (1984) recommend the use
of SAS for more than just statistical analyses. They

found it to be an "exceptionally good counseling tool" for
students in developmental programmes (ibid, 413).

In deciding what statistical tests should be used, it is
important to consider tin claim of McLaughlin et al (1977)
that methodological saphistication in recent research has

‘resulted in long accepted methods now being questioned

where they apply to the evaluation of compensatory
education. They point dut that "the basic design problem,
whizh has long been noﬁe&.by philosophers of science, is
performed in the context of a theoretical framework"...and
that "acceptance of the information thus gathered of ten
depends on the acceptance of the framework" (ibid, 19).

The use of statistical mé¢thods such as estimating the
effects on‘a population &y looking at the effects on a
sample, is based on a set of assumptions ravely tested in
evaluation studies. Furthermore, statiiticiani have shown
that many of the common statistical methods are quite
"robust” with respect to some of their assumptions, and
that they produce results which are valid even if the
assumptiors are not quite true. For example the common
t-teet assumes the normal distribution of random errors,
but the test holds true even for significant departures
from normality (McLaughlin et al, 1977).

In parametric studies results can be generalised to a
population only if the sample is randomly selected.
However, using non-parametric tests, although lesas
demanding, may regult in the loss of much valuable
information. Kerlinger (1973) recommends that parametric
statistical tests be used in educatiopr-~)! research but that
they be interpreted with caution. He claims that "in mqs%

by
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cases in education and psychology, it is probably safer -
and usually more effective — to use parametric tests

Fr rather than non-parametric" (ibid, 288). Furthermore

e S

a preiiminary examination of the recults of this,
evaluatiun indicated that the distribution of the class
results 'is:'a normal distribution, and that of the ASP and
NASP groups approximates a normal distribution, so that
the use of parametric statistics is acceptable.

A two-tailed t-test¢ was used to determine the statiztical
significance of the differences between group means. In e
selecting the levels of significance to be used for the |
. t-testsy the risk of Type 1 erors has to be balanced
against the risk of Type 1I errors. The signiffcancc level.
of a test measures the risk of Type I error (rejecting the
null hypothesis when it is in facf ﬁfue), One hopes to
minimise this in an effort to persuade sceptical sciéntiats
that one does have an effect of note. However, the risk of
~ Type 1 error is inversely related to the risk of Type II

error (failing toc reject a false rull hypothesis). This is
of equal! concern to the evaluator and f@eﬁpolicy*maker who
may need to recommend and take action on relevant ‘
differences thit may well obtain, even though cqstomary
significance levels have not been achievwd (Glennie, 1983).
In the evaluations conducted at the Uhiy&rsity of the :
Witwatersrand by Glennie (1981 ~ 1984), levels of p<0,05
are considered to be significant, and even levels of p<0,!
are thought to be péssibfy gignificant and therefore worth
scrutiny. In this evaluation, however, the two mure
commonly used levels cf p<0,05 and p<0,01 are given, and

it is left to the reader to decide which level (s)he
considers to be acceptable.

In addition to the presentation and ctatistical analysis of .
quantitative data, some qualitative data have been iﬁcludéd
in this evaluation in order to illuminate more fully the
nature of the programme being evaluated. This information

was obtained from the students by means of questionnaires and
discussion, and from several staff members by interview.'

Interviews were conducted with the Co-ordinator of ASP,
the Head of the Zoology Department, and two of the ASP
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tutors. The views of the third tutor have also been
included. However, it should be pointed cut that the third
tutor (appointed for the 1983/1984 period) is also the
evaluator of this programme. It is hoped that the risk of
biased opinions has been minimised by including opinions

of the 1981/1982 and th021985 tutors. Where the views of

all three tutors coincide, }f can be claimed with greater
confidence that the percoptaons are more likely to be valid.
This is one of the forms o f trzanquyatzon used to try and

increase’ the validity and rnl:abxl:ty of the data in this

stucy. Several methods have been used to obta:n 1nformatxon

" from various sources. These include tqe usze of 1nt¢rv19ws.

questionnaires, and surveys of varzouu records. Opxnxons of
staff, administrators and programme ﬁa;txcipants have been
solicited on various matters. Furthermore, ae least sxx
criteria have been investigated to ass:st the reader to

judge the worth of the prngrammn.

4.4 CRITERIA USED FOR JUDGINB THE SUCC539 "OF THE
ZODLD.Y I ACADEMIC SUPPDRT PROBRAMME

Six criteria have been examined in an ittempt to judge the
success of this programme. In most cases comparisons have
been made between the ASP and NASP qroups. Compar:sons have
also beer made between these hxgh risk groups and the rest
of the class where it is felt ‘that such comparisons of
achievement are informative. The criteria used ares=.

1, A comparison of group means for various tests.

2. A comparison of percentage pzss rates.

3. A comparison of individual’s achievements.

4. A comparison of pre- and post-diagnostic test scores.

5. The fates of students in the ASP and NASP groups.
6. The views of ASP participants.

It can bhe seen that several different methods of data

-collection have been used, following Patton’s paradigm of

choices, It is felt that this is the only way in which a
holistic and illuminative evaluation can be achieved.
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CHAPTER 5:

One criterion which is simple to compute, and which is

RESULTS

This chapter is devoted to tryihg to answer the question
"To what extent does the 2oology 1 Academic Support
Programme vork"?

S.1 A COMPARISON OF GRDUP /MEANS FOR ACADEHIB
TEST SCORES

commonly used in cases such as this, is a comparison of

grbup means. These are presented for the whole clasg, the

ASP group and the camparéble NASP group. The means for each
of the tests written during the year, the ye#r marks, the
practiéal and theory exams, and the final marks are

presented for esach of these groups in Tables 2 (1983 :
results) and 3 (1984 results). The results of a two-tailed'
ti-test to determine the significance of the difference | TR
between the means of the class and the ASP group, as well as
the ASP and NASP groups, are included in the tables.

An examination of the 1983 results in table 3 shows that
the class mean, although higher than the ASP mean in the June
teat, test 2, the year mark, the practical exam, the theory
exam; and the final marks is not significantly so. And the
ASP average, although better than the class average in test
1, the practical test, and test 3, is not significantly
higher. ’

i
B

4 B
The ASP medns are higher than the NASP means in every CBSEuf/
The difference is statistically significant at p<0,05 for th«l &
practical test and for the final iesult. ’ ' . 1




TABLE 2: Group means for the academic scores of class. ASP
and NASP groupss for 1983, and the statistical
“s;gn:f:cance of the difference between the means.

‘

) SIGNIFICANCE OF THE‘ |
;  GROUP MEANS (%) | DiFFERENCE BETWEEN THE MEANS

CLASS| ASP | NASP CLASS/ASP ASP/NASP

N=144 | N=27 | N=18
TEST 1 | &2.1 | &U,6 | S4,2 NS e NS
JUNE TEST 59,7 | 57,7 | 53,0 . NS NS
TEST 2 59,6 | 55,9 | 55,7 NS | NS
'PRAC TEST 4846 | 49,4 | 40,4 NS p<0,05
TEST 3 48,% | 47,1 | 40,0 NS NS
YEAR MARK | 55,9 | 55,5 | 49,3 NS NS
PRAC EXAM 45,2 | 44,9 | 39,1 | NS NS
THEORY EXAM | 48,4 | 47,4 | 41,5 NS NS
FINAL MARK | 5042 | 49,8 | 43,4 | * NS p<0,05

: . [ £
TABLE 3: Group means for the academic scores of the class,
ASP and NASP groups, for 1984, and the statistical
significance of the difference between the means.

SIGNIFICANCE OF THE

if |  GROUP MEANS (%) | DIFFERENCE BETWEEN THE MEANS
oo }, — _ oy | v | -
- | | cLAss| AsP | Nasp CLASS/ASP | ASP/NASP
}j‘}f ) ‘ N=171| N=26 | N=23
o TEST 1 58,7 | 50,0 | 45,8 NS NS
s |une TEST | 55,5 | 53,2 | 51,3 | NS NS
PRAC TEST | 47,3 | 41,0 | 39,0 p<0,05 NS
; TEST 2 50,7 50,5 44,4 NS NS 4
: YEAR MARK | 53,6 | 52,0 | 48,3 NS NS i A
PRAC EXAM | 51,7 | 50,1 | 47,8 NS p<0,05 igj;”‘ ;‘
THEORY EXAM | 48,7 | 40,2 | 42,7 p<0,01 NS | N
FINAL MARK | 51,3 | 46,7 [ 46,4 p<0,08 NS | =

NS = rnot statistically significant
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In 1984 a different picture emerges, with the class means
always higher than the ASP means. These differences were not
the June test,

statistically significant for test 1,

the year mark, or the practt:al exam. They were significantly
different at p<0,05 in the practical test and the final mark,
and at p<0,01 in the theory exam.

If the ASP means é?b'cdmpared“with those of the NASP group

they are higher in every case except the theory exam.

However ,

5.2 A COMPARISON DP THE PERCENTAGE PASS RATES OF

these diffarences are not statxstically s1gn1fzcant,
excep$ for the practxcal exam (p<0,05). On the only occasion
when the NASP mean was higher than the ASP mean (for the
tﬁeorybexam) the difference was not statistically significant.

THE GRDUPS

A further criterior which is easy to compute and commonly
used to compare groups, |
percentage pass rates: for the whole class and the ASP and
MASP. groups are given in Tables &4 (1983 results) and S (1984
results) for each uf the academic var:ables considered in

Tables 2 and 3.

TABLE 4: A comparison of the percentage passes

is the percentage pass. The

in 19838

PERCENTAGE PASS

CLASS ASP NHSP

INE S Y/Y N=27 N=18

TEST 1 48,8 77,8 bbs7
JUNE TEST 75,0 77,8 5554
TEGST 2 bbby O bbby 7 bby7
PRAC TEST 47,9 4444 27,8
TEST 3 39,1 44,2 18,8
YEAR MARK 6P, 4 774+8 58,6
PRAC EXAM 31,9 L Y- 16,7
THEORY EXAM 44,4 4444 1657
FINAL MARK 49,7 593 27,8

54
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1t can be seen that during 1983 the percertage pass of the
ASP group exceeded that of the whole class in test 1, the
June teat, test 3; the year mark, the practical exam and the
final mark. The ASP group had the same percentage pass as .
the class in the theory exam» and virtually the same pass
rate for test 2. The percentage pass of the class exceeded
that of the ASP group only in the practical test.

If the percentage pasi of ASP and NASP groupElig compared,
that of the ASP group far exceeds that of the NASP group
except for test 2 where they are the same. For both the
pvact;cal exam and the final mark tha ASP pass rate is twice
as:high-as that of the NASP group, and for the ‘theory exam
it is almost three times as high. . N

Howevoﬁ,fin 1984 the results do not present quite as

convincing a picture.,
: f

5

TABLE ‘5: A comparison of the'percéntage passes in 1984

v - : . f‘,

| PERCENTAGE PASS ﬁ |

cLast | Asp NASP’
N=171 N=24 |« N=2%

TEST 1 59,1 42,3 | 34,8

JUNE TEST 70,8 69,2 60,9 A

PRAC TEST 42,7 24,0 28,4

TEST £ 45,9‘ 41,7 34,8

YEAR MARK | 61,4 61,5 43,5

PRAC EXAM | 53,2 61,5 34,8 | .

THEORY EXAM 42,7 7:7 | B6,0

FINAL MARK 45,6 34,46 | 4748

During 1984 the percentage pass of the class exceeded that
of the ASP group in-all cases except the year mark; where
they were virtually the samey and the practical exam, where
the ASP group had a substantially higher pass rate.
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The ASP percentage pass exceeded that of the comparable NASP
group in test 1, the June test, test 2, the year mark and the
practical exam. However, the NASP group had a better pass
rate for the practical test and almost four times the
success rate in the theary exam. As a result of their
achievement in the theory exam, their percentage pass for the
final mark was substantially better than that of .the ASP
group.

\
i
t

Thus it can be seen that while the ASP group achieved ¥ar
better results than the comparable/NASP group and even than
the clazs as a whole in 1983, their sutcess was not: as L
convincing in 1984, although they still achieved better pass
rates than the NASP group in most of thé;tests.

In 1984 fifty-eight per cent of the‘ASPhiibup were black,
while only: twenty-six per cent of the NASP group were hlack.
Did the fact that so many more of the ASP studerits came from a
Background considered to be dxsadvantaged affect the pass
rate of the two groups7 The percentage pass rates of the
white and black students in the ASP and NASP groups for 1983
and 1964 have been computcd 1n ordor to try and ascertaxn if
this is the case. They are given in table 6.

TABLE &: Per:entaée pass rates of white and black ASP and
NASP students in 1983 Qﬁdrl9aﬂ,

1993 g T {%8s

il

GROUP PERCENTAGE GROUP | PERCENTAGE
PASS : : PASS

ASP whites 18) | &1% ASP whites (Nai1)|  4%5%
ASP blacks (N: 57% ASP hlacks (N=15)| a7y
NASP whites (N=: 3av NASP whites (N=17)| 414
NASP blacks (N=3 oY% NASP blacks (N=s&) |  &7%




While six of the black ASP students (sixty-seven per cent of’
. them) passed in 1983, none of the black NASP students passed
that year. In 1984 only four black ASP students (twenty-seven
per cent of them) passed, while four of the black NASP - §
students (sixty-seven per cent of them) passed. The 1489 ASP
blacks seemed to be faring poorly if compared with the blacks
who did not d?tnnd ASP in 1984. However, it should be noted
that of the four bl fu NASP students who passed in 1984 onc
was repeating the course, and one had been accepted into ﬁhe~
faculty on the grounds of mature age (these students u;ually
work well). The higher pass rate of the 1984 NASP group as a
whole does not seem to be attribjitable to the higher "
percentage of white (advantaged‘;qtudents in this group. N
Both white and black ASP students showed a lower por:ehtdgc

Y pass in 1984 than in 1983, while both white and black NASP
students showed a higher percentage pass in 1984 than in 1983.

5.3 COMPARISONS OF THE ACHIEVEMENT OF INbIVIDUALS
IN THE ASP AND NASP BROUPS RELATIVE TO THE
RESULTS OF THE CLAS” AS A WHOLE

One of the problems with amalysing group results in a
situation like this is that poor achievement by individuals
may lower the group means and percentage passes, so that the
achievement of the GRDUP may be detrimentally affected. It
is advisable; therefore, tn consider the results of
individual students whenever possible. Figures 1| and &
provide histograms to show the spread of the marks of ihe
class as a whole, the ASP and the NASP groups, so that some
. idea can be gdined of how individuals within each group have
achieved. : '

MMVW'\\J . oy & bk “‘ M&amm\p

e 4 -
o v N e e o et s me i N N dspnie? on.../\l'\«_mm\«\




TEST 1

1020304050 60700090100
percentage

PRAC TEST

12 20 30 40 50 60 70 80 50 100
percentage

PRAC EXAM

40 20 30 40 50 60 70 80 $0 100
peicentage

s 8

8

g 8
1

[::] = class resuits

Figure 1t

e amie il P et AN it in o scron e Nt strmare "

10 20 30 40 50 30 7oeo901m

JUNE TEST

no. of sfudents

10720 30 40 80 60 70 80 95 100

" percentage
COTEST

percentage
THEORY EXAM

10 20 30 40 50 60 70 80 90 100

peicentage

= ASP resuils

60

4. N
VA S

3

o
o

-
o

8

o ' N A it ,“/g o e g N ‘»k"-ﬂ :f“\-&’g\,y;. ; il

TEST 2

76 20 30 40 50 60 70 80 90 100
perceniage

Ay
o

40 20 30'40°50760770"80 90 190

‘percen “"fag@
FINALMARK ™

B[] 20 30 ‘0 50 60 70 00‘90 100

4

B - rse resuts

Histograms of the 1883 asademis resulté\‘




TEST 4

o

60 |-

so |-
% 40 } F’
||
g I

. =
10 20 30 40 50 60 70 80 90 700
. percentage .
PRAC TEST

90

10 20 30!05060706090100
pelcontogo ‘

PRAC EXAM '

&€ 8 & 8

no. of students

1

20

10

"§0 20 30 40 50 60 70 80 90100
percantage

no‘otw

Figure 21

70

g 3

JUNE TEST
- e
i D = class resulle
. ]
- | . = NASP royults

|
15720 30 40 50 60 70 80°%0 700
porclniago ,

TEST 3 YEAR MARK

- 70
' }

s 40 |-

I 3
=14

70 20 30 40 50 60 70 8090 10D

oaoaosowma?voqoo ﬁ
percentage . perceniage E%
‘ ‘ |
THEORY EXAM 7INAL MARK -
0 - ' - B 3
’ o " e
s |- o sl
S i)
ot 4ot -
g 0F, )
‘0.. ” %

gk
§
SRR SOV WS WS D O SV

10 20 30 40 50 60 70 80 $0 100

o - '
10 20 30 40 50 60 70 809 vo 100
percentage

patcenlage

Histograms of 1984 acadenic results.

S B B sty sm e s e

61

S et w waa

AP

+

- ﬁ-u T Mr‘w MM

iy

'{tv\q. At \M..,.J"\n.



EREA e , : Bl S
5 W . " : C - f g .

If the spread of the ASP and MASP students is compared with
that of the class, it can be seen that the lowest marks are
not necessarily those of students in these two groups, and
that many of these students achieve marks at the top end of
the scale. The 1983 results show that in eight of the nine
cases it is not ASP students achieving the lowest scores.
With the 1984 group this is true in six of the eight cases.
The histograms also show that individual ASP students
-achieved higher marks than the comparable group in only ane

of the nine cases in, 1983, but in four of the eight cases in

1984, It should be pated that in spite of their low Matric.
Ratings scveral students from both groups achieved marks of
above sixty per:ﬂnt.

The mode of the ASP group is higher than that of the NQSP
group in eight of the nine cases; and egual in one in 1983,
while in 1984 the mode is higher for the ASP d¢group in only
two of the cases, and equal in four of the cases.

. ‘ : !
‘Another way of looking at the results of individulﬁ students
while comparing their results to those of the class as a
whole, is the use of standardized scores, which show the
gcore of the student in relatisan to the mean of the class,
and indicates where it lies in terms of standard deviations
away from the mean. A further advantage of 'standard scores
is that they allow the comparison of the students’ scores in
duccessive tests (in spite of differences such as the
section of work covered; the lecturer concerned, the type of
test written etc.) so that a studert’s progress can be
checked.

Figure 3 shows the spread of 'the standard scores for the ASP
and NASP groups for their Matric Ratings, their year marky
their theory and practical exams, and their final marks (for
the 1983 and 1984 groups) and the diagnostic pre-test scores
for the 1984 groups. This method of presentation has been
‘selected because of the ease with which the displacement .of
the scores (above or below the class mean) can be
vigsualized.
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