


National Cibrary Bibliothèque nationale 
du Canada 

Acquisitions and Acquisitions et 
Bi bliograp hic Services services bibliographiques 

395 Wellington Street 395, rue Wellington 
OttawaON KlAON4 Ottawa OIY K1A W4 
Canada Canada 

The author has granted a non- 
exclusive licence allowing the 
National Library of Canada to 
reproduce, loan, distribute or sel1 
copies of this thesis in microfom, 
paper or electronic formats. 

L'auteur a accordé une licence non 
exclusive permettant à la 
Bibliothèque nationale du Canada de 
reproduire, prêter, distribuer ou 
vendre des copies de cette thèse sous 
la forme de microfichelfilm, de 
reproduction sur papier ou sur format 
électronique. 

The author retains ownership of the L'auteur conserve la propriété du 
copyright in this thesis. Neither the droit d'auteur qui protège cette thèse. 
thesis nor substantial extracts fiom it Ni la thèse ni des extraits substantiels 
may be printed or otherwise de celle-ci ne doivent être imprimés 
reproduced without the author's ou autrement reproduits sans son 
permission. autorisation. 





Table of Contents 

. . 
Abstract ...................... ... .......................................................................................... i l  

*.. 

Table of Contents ....................... .... ............................................................................ 111 

List of Tables ................................................................................................................. v 

. - 
List of Figures ............................................................................................................. vti 

Acknowledgements ...................................................................................................... ix 

Dedication ............................... .... ......................................................................... xi 

Chapter One: Introduction ........................................................................................... 1 

................................................................................... Background 1 

............................................................................................................ Purpose.. -5 - 
Significance of Study ......................................................................................... 6 

Methodoiogy ...................................................................................................... 7 

......................................................................................... Limitations of  Study -9 

C hapter Two: Literature Review ................................................................................ 1 O 

....................................................... Attrition in ABE Courses .............. .... - 1  O 

Assessrnent Testing as a Placement TooI for ABE Clientele .......................... 18 

Efficacy of Coaching for Standardized Tests ...................................... ........... 22 



C hapter Three: Methods and Procedures ................................................................. -32 

Design of Study ................................................................................................ 32 

........................................................................................ Location and Setting 33 

.......................................................................................... Project Participants 34 

........................... ......................................................................... h s m e n t s  ... 35 

Data Collection and Analysis ...................... .. ................................................ 36 

......................................................................................... Timeline for S tudy -39 

Chapter Four: Results ............................................................................................ 40 

Predicting Student Success based on Achievement Test Swres ...................... 40 

Effect of Coaching on CATI2 Achievement Testing Performance .................. 48 

Students' View of the Assessrnent Process ............... .... ................................ 50 

Chapter Five: Discussion ...................... .. ................................................................ 61 

References .................................................................................................................... 70 

Appendix A: Ethics Forms ........................................................................................... 80 

......................................................................................... Appendix B : Consent Form 98 

Appendix C: Construction Tables ......................................................................... 1 0 1  

............................. Appendix D: Transcnpt of Tutorial .. ........................................ 108 



LIST OF TABLES 

TABLE 1 

TABLE 2 

TABLE 3 

TABLE 4 

TABLE 5 

TABLE 6 

TABLE 7 

TABLE 8 

TABLE 9 

TABLE 10 

TABLE 1 1 

TABLE 12 

The Effect of Coachuig Activities on Standardized Tests ................... 29 

Attrition and Success Rates. and Dernographics 
.................................................................................. of S tud y Groups 41 

Corn parison of CAT/2 Achievement of the Success fui Students 
vs . the Unsuccessfiil Students ....................... .... ................................... 42 

Logistic Regression Classification Table . Accelerated Group ........ -44 

. ................. Logistic Regression Classification Table Control Group 45 

. ....... Logistic Regression Classification Table Experimental Group 45 

Linear Regression Analysis of CATI2 Results and 
Math 050 Final Grades ........................................................................ 48 

Cornparison of CATI2 Achievement of the Control Group vs . the 
Experimental Group ........................................................................... -49 

Kruskal Wallis Test of CAT/2 Scores vs . Comments 
relating to the Testing Experience ...................................................... -56 

Kniskal Wallis Test of CATI2 Scores vs . Comments 
relating to the Assessrnent Tool .......................................................... -56 

Likelihood Ratio Test of Final Achievement in Math 050 
vs . Comments relating to the Testing Experience .............................. 59 

Likelihood Ratio Test of Finid Achievement in Math 050 
vs . Cornments relating to the Assessrnent Tool ................................... 60 

. . TABLE C 1 Accelerated Group Written Refiections ........................................ 102 



vi 

TABLE C.2 Control Group - Wrinen Reflectiow ....................... .. ................... 1 04 

TABLE C.3 Experimental Group - Written Refledons . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . - -. - - 1  06 



vii 

LIST OF FIGURES 

FIGURE 1 SuccessNon-success as a fûnction of CATI2 Combined 
................................................... Math Scores - Accelerated Group.. --43 

FIGURE 2 Success/Non-success as a h c t i o n  of CATI2 Combined 
............................................................. Math Scores - Control Group -43 

FIGURE 3 Success/Non-success as a hct ion of CAT/2 Combined 
................................................. Math Scores - Experimental Group -44 

FIGURE 4 Math OS0 Final Grades as a fùnction of CATI2 Combined 
.................................................... Math Scores - Accelerated Group ..A6 

F I G U E  5 Math 050 Final Grades as a fùnction of CAT/2 Combined 
.......................................................... Math Scores - Control Group -.--47 

FIGURE 6 Math 050 Final Grades as a fùnction of CATI2 Combined 
...................... Math Scores - Experimental Group .... .................... -47 

FIGURE 7 Error-Plot of Testing Experience Cornments - 
.............................................................................. Accelerated Group -54 

FKWRE 8 Error-Plot of Assessrnent Tm1 Comments - 
.............................................................................. Accelerated Group .54 

FIGURE 9 Error-Plot of Testing Experience Comments - Control Group.. ........ .54 

FIGURE 10 Error-Plot of Assessrnent Tool Cornments - Control Group ........-..... 54 

FIGURE 1 1 Error-Plot of Testing Experience Comments - 
............................................................................ Experimental Group 5 5 



FIGURE 12 Error-Plot of Assessment Tool Cornrnents - 
Experimental Gmup ............................................................................ 5 5 

FIGURE 13 Testing Experience Comments by Proportion of 
................ SuccessfüVNon Successfbl Students - Accelerated Group. 57 

FIGURE 14 Assessrnent Tool Comments by Proportion of 
................ SuccessfÙVNon Successfbl Students - Accelerated Group -57 

FIGURE 15 Testing Experience Comments by Proportion of 
Successfül/Non Successfiil Students - Control Group.. ...................... 58 

FIGURE 16 Assessment Tool Comments by Proportion of 
Successftl/Non SuccessfÙl Students - Control Group ....................... .58 

FIGWRE 17 Testing Experience Comments by Proportion of 
.............. SuccessfüUNon Successfûl Students - Experimental Group 58 

FIGURE 18 Assessment Tool Cornments by Proportion of 
.............. Successtùl/Non Successfiil Students - Experirnental Group 58 



Acknowledgements - 

1 am indebted to a variety of people at schcml, at work and at home who in various 

ways heIped me çomplete my master's degree. 

To begin with I would like to thank al1 the people at UVic and UCC who 

supported my research endeavors. At the University of Victoria, I particularly would like 

to thank my supervisor, Dr. Leslee Francis-Pelton who advised and assisted me 

throughout my program. Thank you also to my other cornmittee members, Dr. Jim 

Vance, Dr. John Anderson and Dr. John Walsh for their input into my thesis. At UCC, 1 

specifically would Iike to thank Susie SafTord (Dean of the Division of Student 

Development) and Kathy Mitchell (Chau of Coilege Preparation during my study) for 

their initial and ongoing encouragement and support. 1 aiso want to thank Hazel Trego 

(the UCC Learning Specialist) for participating in this study as my interested, but yet 

disinterested peer. Needless to Say, none of this would have been possible wi thout the 

cooperation of Fred Cunningham and AIlan Hneeda, the instnictors of the Mach 050 

classes. Thank you both for giving up your precious classroom tirne so 1 could collect the 

necessary data. 1 also would like to especiaily mention, Margaret Reilly, the Assessment 

Centre Clerk who welcomed me with open arms to my new role as the Assessment 

Centre Coordinator. Margaret is an extraordinary person who epitomizes strengih, 

courage and sophistication. Thank you Margaret for your continual enthusiasrn and 

encouragement. Last but not leasî, 1 would like to thank each and everyone of the 

students who participated in this study. 



X 

As a part of my program requimnents, 1 participated in a variety of courses, some 

of which stood out rnainly due to phenomend instruction. Consequently, 1 would like to 

thank the following faculty for facilitating my leaming and p w t h :  Dr. Michael Roth 

(UVic) - Field-Based Research via WebCT; Dr. Leslee Francis-Pelton (UVic) - Research 

in Social and Natural Sciences; Dr. John Anderson (UVic) - Statistical Methods; Leslie 

Robinson (UVic) - Facilitating Adult Education; and Dr. George Ader (UCC) - Test and 

Measurement. 1 would highly recommend these professors and courses to any student 

enrolling in a Graduate Degree program. 

1 know many of my t5ends and relatives thought 1 was crazy starting a Master's 

degree while raising a one-year-old child and working part-time. In hindsight, 1 would 

have to agree, but thanks to the endunng support of family and fîiends 1 succeeded. 
- 

Speci ficall y, 1 would like to thank my parents, John and Blanche James, for çoming to the 

rescue many times during the past two and a hdf  years. Mor-Mor, you truly are the best 

babysitter a granddaughter (and daughter) could have. 

Finaily, I would like to thank my daughter, Veronika Rae Larsen, and my husband 

Dr. Karl Walter Larsen. Veronika filled my life with laughter and joy, and helped keep 

everything in perspective during my studies. Karl was not only my husband, my 

parenting partner, and my best supporter during the past 2 and a half years, but he also 

was my sounding board, my editor, and my statistical consultant. Little did we know 

when we got married not only would it be for better or worse, in sickness and in hedth, 

but also through various graduate degrees. Only one more to go! 



Dedication 

This thesis is dedicated to rny parents, John and Blanche James, who have always 

supported me in al1 my endeavors (acadernic and otherwise). 



Cha~ter One 

Introduction 

Background 

Approxirnately 3 1% of Canadians age 20 and over, or 7.0 million people, have not 

completed high school (S tatistics Canada, 1 998b). The labour market and li fe prospects 

of nonsecondary graduates are quite dismal. Unemployrnent rates continue to be highest 

among nonsecondary graduates (Statistics Canada, l998a). The nonsecondary graduates 

that do find employment oflen experience lengthy hours and low incornes, since most of 

them are in Iow-end jobs with little opportunity for advancement (Statistics Canada, 

1993). As a result, nonsmndaxy graduates have a greater dependency on emptoyment 

insurance, social assistance, and family al1owances (Statistics Canada, 1993). 

It is irnperative to reduce significantly the pool of people without a high-school 

diploma or its equivaient, considering the social and economic costs to individual 

Canadians and to Canadian society. The purpose of Adult Basic Education (ABE) is to 

provide nonsecondw graduates with the credentials required for entering employment or 

for fùrther educational opportunities by enhancing the adult Ieamer's reading, writing, 

mathematical and logical-thinking skills; however, of the millions of people eligible to 

attend ABE programs, only a small percentage actually participate and even fewer 

complete these programs (Calamai, 1987; Cramer, 1982; Creative Research Group, 1987; 
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Merriam & Cunningham, 1989; Quigley, 1992; Rachai, Jackson, & Leonard, 1987; 

Statistics Canada, 1984). 

As providers of ABE programs, pst-secondary educational institutes need to 

focus on increasing the participation and completion rates for these programs. In fact, it 

is in their self-interest to increase participation rates. As Patricia Cross (1 98 1)  States in 

her book, A d u k  as Leamers, Increasing Participation and Facilitaring Learning: 

The more education people have, the more educaîion they want, 
and the more they participate in M e r  leaniing activities. 
Furthemore, there is the strong probability of an echo e&t in 
nsing educational attainment since the children of well-educated 
parents are also more likely to becorne well educated. Thus, 
education is addictive not only for individuals but a h  for entire 
societies. (p. 15) 

Not oniy will the educational institutes benefit from a society that is çornmitted to 

Iifelong learning, so will Canada's economy. As Statistics Canada (1998a) reports, 

Canadians who continue to participate in educationai activities throughout their life tend 

to be in a better position to keep Pace with the increases in knowledge and technological 

change that characterize the current global economy. 

To attract and retain the adult leamer, pst-secondary institutes must remove 

barriers and increase student success. Research into nonparticipation has found that 

barriers to education can be divided into three categories: situational, institutional and 

dispositional (Cross, 198 1). Situational barriers are those arising fiom the circumstances 

of the potential leamer such as cost, time or transportation problems, and home or job 
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responsibilities including problems with child are .  institutionai barriers consist of al1 

those practices and procedures that discourage adults from participating in educational 

activities such as scheduling problems, lack of infornation, and excessive bureaucracy. 

Dispositional barriers are those related to prior experiences and self-perceptions of the 

learner such as low selfanfidence, negative attitude to classes and low personal priority. 

Educators and goveniments can and are slowly removing some of the situational and 

institutional bamers. For instance, British Columbia pst-secondary institutions began 

offering tuition-fkee ABE courses as of July 1998. At the institutional level, barriers are 

being removed by diversifjang tirnetables in order to provide a variety of scheduling 

options and courses, enlarging or establishg on-campus child care facilities, providing 

more information in a variety of mediums, and s i t n p l i ~ g  admission/registration 

procedures. The dispositional barriers are more difficult to resolve. 

To improve students' confidence levels and attitudes, educational inztitutes must 

increase students' success rates by providing students with the optimum conditions for 

succeeding in their pst-secon- education endeavor. Critical to student success is 

careful diagnosis of educational needs of individual leamers (Crandall, Lerche, & 

Marchilonis, 1 984; Gravenberg & Rivers, 1 98 7). OAen mature students - shidents out of 

the educational systern for at least two years - are not required to provide educationai 

transcnpts to enter ABE programs, nor do they have to undergo educational assessment. 

Unfortunately, without a transcript or some type of educational assessment, students may 

register in ABE courses for which they are unprepared academicaily. Such inaccurate 

placements may be one of the rasons so many students fail or do not complete ABE 
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courses. An obvious solution to unsuitable placement is to provide educational 

assessments for potential ABE clientele. There is a range of educational assessrnent tools 

available, but standardized achievement tests seem to be the preferred tool used by the 

rnajority of educational institutes. This prompts the question: Con student success in 

ABE courses be predicted by achievement test scores? 

As with al1 tests, students' performances on achievement tests may be influenced 

by a variety of factors. One of the biggest threats to obtaining accwate information about 

students' performances is test anxiety (Winzer & Gngg, 1992). High anxiety can cause 

poor performance and unfortunately the greatest anxiety-inducing situation in schools at 

every level is the "test" (Woolfolk, 1990). Indeed, standardued testing can be 

overwhelming, especially for potential ABE students who typicaily have not been 

successful in their previous educational endeavors. The rnajority of these people has had 

negative experiences in fonnal schooling and may be discouraged or iniimidated by the 

testing procedure involved with standardized tests. 

Other factors influencing the leamer's performance may be a lack of test-taking 

skills and unfamiliarity with standardized achievement testing. However, participating in 

coaching activities can improve performance (Becker, 1990; Bond, 1989; Dersirnonian & 

Laird, 1983; Kulik, Kulik & Bangert, 1984; Messick & Jungebult, 198 1 ; Samson, 1985; 

Seaton, 1992; Vernon, 1954), and even maIl amounts of coaching time can result in 

signi ficant improvement (Messick, 1 982). Thus, to reduce anxiety levels, minimize the 

"threat" of the testing situation, and hone test-taking skills; educational institutes may 
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want to provide students with the opportunity to participate in achievement test-taking 

tutorials. Hence, a second question arises: Does participahg in a test-taking tutooriial 

affect ABE student performance on achievement tests in a coliege context? 

Purpose of Study 

Currently, the University College of the Carîboo ( W C )  College Preparation 

department does not have a specific placement process for adults registering in ABE 

courses. Therefore, the majority of adult leamers self-select their ABE courses and levels 

at UCC. As a result, çollege preparation courses at UCC perpetually consist of a 

signi ficant portion of academicaily under-prepared learners. To address this problem, the 

College Preparation department is considering an ABE placement procedure that would 

include assessment testing. Before incorporating testing in such a procedure, it seemed 

prudent to ascertain whether or not assessment testing could predict student success in 

ABE courses at UCC. 

As the coordinator of the UCC Assessrnent Centre, 1 too had a vested interest in 

whether or not assessment testing properly placed students and hence increased students' 

chances of success. Consequently, in cooperation with the UCC College Preparation 

department, 1 initiated this research study with the primary objective of gathering data on 

assessment testing iis a predicator of student success. This research also provided me 

with an opportune situation to collect information related to enhancing students' 

performances on assessment tests and to understanding the students' views of their 
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assessment experiences. Thus, the main purpose of this research was to answer the 

following three questions: 

What is the predictive validity of the mathematics subtests of the Canadian 

Achievement Test - Second Edition (CAT/2)? 

Does parhcipating in a coaching activity improve student performance on the 

CAT/2? 

What are the adult students' views of the assessrnent test-taking process? 

Significance of Study 

The results fkom this study have practical importance for educators and 

administrators working with ABE clientele. Adult Basic Education providers are capable 

of changing the structure and design of educational activities in order to arneliorate 

existing persistence and departure patterns. Hence. depending on this study's findings, 

ABE educators who are concemed about the educational, psychologicai and financial 

losses that result from attrition may decide to establish a placement process involving 

assessment testing. Even if the assessrnent test is not used for placement, institutes may 

decide to use the assessrnent as a tool to identifi those students most likely to dropout. 

Such an early waming system could greatly improve the targeting of other retention 

initiatives to those that need it most and hence maximize the use of f i t e  resources. 

Moreover, if the results of this study indicate coaching is effective, institutes such as 

UCC may decide to establish tutorials for al1 students required to write standardùed entry 

assessment tests. Such activities should increase students' chances of gaining entry into 
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their programs of choice. This would d t  in a "win-win" situation for institutes and 

prospective students since an admissions bamier for the d e n t s  would be removed while 

institutes would increase their enrollrnents. In addition, this research may provide the 

basis for M e r  research into assessrnent tests as placement devices for a variety of 

programs at UCC and other educational institutes. 

Methodology 

This study took place at the University College of the Cariboo, located in 

Kamloops, B.C.. The University College offers a variety of University, wllege and 

technical programs including comprehensive Adult Basic Education prograrns. The ABE 

programs offer Biology, Chemistry , Computing and General Science, English, 

Entrepreneurship, Mathematics, Physics, and Social Science courses to students who 

want to upgrade their education in order to appl y for post-secondary programs ancilor to 

obtain credit towards the ABE Provincial Diploma. 

Data were collected Fom three classes of adult basic education mathematics 

courses during the 1998/99 academic year. The class identified as the experimental group 

participateci in a test-taking tutorial, while the other two classes identified as the control 

group and the accelerated group did not. Scores fiom the mathematics sections of the 

Canadian Achievement Tests - Second Edition (CAT/2) and final course grades were 

collected from al1 three groups. The tutorial session with the experimental group was 

administered, tape-recorded and transcribed by myself. Al1 the students were asked to 
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submit written reflections on their test-taking experïence. The objective of collecting 

these qualitative data was to determine the students' views of the test-raking experience. 

Statistical analysis was used to detennine: (a) if the CAT/2 scores of the students 

who successfùlly completed the Math OS0 course (earned a final grade of 50% or higher) 

varied significantly fiom those who did not successfully complete this course (did not 

complete the course or eamed a nnal grade lower than 50); (b) if a significant correlation 

existed between the students' CAT/2 scores and their final grades; and (c) if the 

performance of the assisted experimental group was significantly different than the 

performance of the unassisteci control group. A prediction mode1 for the dichotomous 

outcome (success or nonsuccess) also was created via the analysis. Inductive data 

analysis was used to constnict assertions about the students' test taking experiences using 

the qualitative data (Lincoln & Guba, 1985). Nonparametric statistical analyses were 

employed to determine if any relationship existed between the students' views of the 

assessment process and their achievement on the assessment test or in their Math 050 

course. 



Limitations of Study 

The limitations of this study mainly relate to its restricted generalization due to 

research design. To begin with, students could not be assigned randomly to the three 

different Math 050 classes due to conflicting schedules and tirnelines. Secondly, this 

study gathered &ta fiom UCC Math 050 murses and h m  the CATI2 mathernatics 

subtests only. Consequently, the results cannot be generalized to other ABE subject 

matterlcourses, nor to other CATI2 subtests or diEerent assesment tests for obvious 

reasons. Moreover, since there are no standardized syllabi for ABE courses, the UCC 

Math 050 course may differ significantly h m  mathernatics courses offered by other ABE 

providers and hence the transferability may be limited further. Finally, even though the 

sample demographics were representative of the UCC ABE population, it may not 

correspond to the demographic profiles of ABE clientele elsewhere. 



C ha~ter  Two 

Literature Review 

This literature review is diMded into three subtopics that relate to the key themes 

of my research: 1) Attrition in ABE courses, 2) Assessrnent testing as a placement tool 

for ABE clientele, and 3) Efficacy of coaching for standardized tests. 

Attrition in ABE Courses 

Adult Basic Education studies estimate the attrition rates in ABE courses to be 

somewhere between 20 and 60 percent (Cain & Whalen, 1979; Quigley, 1992; Thomas; 

1990). With such high rates, program attrition for ABE prograrns has become and is a 

major concern for adult educators. Unfortunately, attrition studies have revealed that 

there is no simple explanation or solution to this complex phenornenon. 

Since dropouts are difficult to btack, some earlier attrition studies relied upon 

instructors' views to establish why students dropped out. A survey by Mezirow, 

Darkenwald and Knox ( 1 975) asked ABE instructors to rank five reasons for dropout. 

"Work schedule" was considered the most important, followed by "discouragement over 

lack of progress", and "child care." A 1976 study by Thomas (as cited in Thomas, 1990) 

found "health" reasons to be the major factor contributing to dropout, followed by 



"emplo yrnent-related" reasons, "academk achievement", and "personal factors" 

according to the ABE instructors in her study. 

More recent studies attempt to gather retention data h m  other sources sucb as 

student files andor surveys of noncompleters. Studies that rely on student records 

usually focus on the demographic characteristics of the dropouts. For instance, Diekhoff 

and Diekhoff (1984) identified four demographic variables that were related to dropout in 

an adult literacy program: age, ethnic background, program goals, and farnily background. 

In contras& Cramer ( 1 982) concluded that there were no signi ficant di fferences in 

demographic traits between dropouts and completers in h a  study of ABE students at 

Bowling Green State University. Meanwhile, in an effort to compare persisters with 

noncompleters, Semmons and Taylor (1 997) tried to develop a demographic profile of the 

successful GED student, but due to the diverse characteristics of the sampie, they were 

unable to establish such a description. 

The results from studies that gather data directly from the dropouts tend to 

identiS identical or similar reasons to those identified by instmctors. For example, the 

results fiom the study by Cramer (1 982) indicated dropouts "experienced conflicts with 

job and time of class and felt discouragement and lack of progress7'(p. 1). Similarly, in a 

study of adult literacy programs in British Columbia, Thomas (1990) found arnong 

dropouts that work and family-related reasons dominated the causes for withdrawal. In a 

study of an urban worker education program, Perin and Greenberg (1 994) also found 

persona1 and program-related issues were prominent reasons given for dropout. A b- 
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year study by Malicky and Norman (1 994) on participation and attrition in adult literacy 

programs in Aiberta reporteci farnily problems and personal-psychology reasons, as well 

as learning problerns as the most wmmon reasons ciîed by the adult leamers for not 

completing their studies. Still much of the research on attrition in ABE programs has 

produced inconclusive findings. A classic example of this is Bosma's (1 988) two-year 

study involving 1407 ABE literacy students. In this study, Bosma investigated the degree 

of quivalence between the characteristics of dropouts and persisters in terrns of six 

categories of variables: students' personal and dernographic characteristics, initial goals, 

educational his tory and achievement, ernplo yment status, attitudes towards m m  puters, 

and program of study. He identifiai 36 variables in these six categories and found that 17 

were significant, but only accounted for 7.8% of the variance in attritiodpersistence. As 

a result, he concluded that reasons for attrition are "unknown". Bosma cites the diverse 

sampie and imposed definitional categories as explanations for his inconclusive results. 

Sorne of these studies and many other ABE studies have determined that the 

reasons students dropout are sirnilar to the reasons for nonparticipation (Boshier, 1973; 

Rachal et. al., 1 987; Thomas, 1 990). As mentioned in chapter one, studies that focus on 

adult education participation rates tend to identify baniers or deterrents to participation, 

and the majority of these bamers can be classified into three categories: situational, 

institutional and dispositional (Cross, 198 1). The most comrnonly cited reasons classified 

as situational barriers are cost, tirne constraints, home and job responsibilities, lack of 

child care, poor transportation, and social disapproval (Barchi, 1992; Beder, 1990; 

CAAEACEA, 1982; Confederation College, 1 987; Cross, 198 1 ; Darkenwald & Valentine, 



1 985; Hayes, 1988; Hayes & Darkenwaid, 1988; Henry & Basile, 1994; Human 

Resources Developrnent Canada, 1994; Ministry of Advanced Education, Training & 

TechnoIogy, 1992; Rachal et. al., 1987; Rivers & Associates, 1992; Scanlan & 

Darkenwald, 1984). Scheduling problems, time requirernents, lack of information, 

attendance policies, lack of course relevance, and excessive bureaucracy are the most 

cornmonly cited institutional barriers (Beder, 1 990; CAAWICEA, 1 982; Confederation 

Coilege, 1987; Cross, 198 1 ; Darkenwald & Valentine, 1985; Hayes, 1988; Hexuy & 

Basile, 1994; Human Resources Development Canada, 1994; Ministry of Advanced 

Education, Training & Technology, 1992; Rachal et. al., 1987; Rivets & Associates, 

1992; Scanlan & Darkenwald, 1984). 

A variety of dispositional barriers have been identified with the most promineni 

ones being lack of confidence, low personal priority, dislike for school, perceived effort, 

and negative past experiences with education (Beder, 1990; CAAEACEA, 1982; 

Confederation College, 1987; Cross, 198 1 ; Darkenwald & Valentine, 1985; Hayes, 1 988; 

Hayes & Darkenwald, 1988; Henry & Basile, 1994; Human Resources Development 

Canada, 1994; Ministry of Advanced Education, Training & Technology, 1992; Quigley, 

1993; Rachal et. al., 1987; Rivers & Associates, 1992; Scanlan & Darkenwald, 1984). 

Cross ( 198 1 ) found that in the s w e y  research on nonparticipation that she reviewed, 

situational barriers were cited most frequently, followed by institutional barriers, and 

lastly by dispositional barriers. 
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One of the major concerns with attrition/nonparticipation shidies is that they 

heavily rely upon survey data. Although well-designed surveys have defhite strengths 

such as accuracy, generalizability, and convenience (Marshall & Rossman, 1 999), they 

also have certain weaknesses. The most significant weakness pertinent to 

attrition/nonparticipation studies relates to the validity of s w e y  data When using 

surveys, researchers assume that the respondents can and will answer the questions 

accuratel y. However, if the surveys are utilized to ascertain people ' s opinions, attitudes 

or feelings, there is ofien a discrepancy beîween what people Say during the intewiew and 

what they actually do (Gray & Guppy, 1999). In particular, researchers need to be 

cognizant of how social noms might affect the answers given. As Jackson (1988) States 

in his book on rules for survey design and analysis: 'Were is some question about the 

extent to which surveys reflect ided behaviour as opposed to real behaviour" (p. 33). 

This is one reason Patricia Cross (1 98 1) sunnised that dispositional barriers were 

probably underestimated in the survey data sbe reviewed. As she explaineci, "it is far 

more acceptable to Say that one is too busy to participate in leaming activities or that they 

cost too much than it is to Say that one is not interested in leaming, is too old, or lacks 

ability" (Cross, 198 1, p. 107). Sirnilarly, the reasons for dropping out as cited by the 

adult leamer must be interpreted with caution as students may provide what Ganison 

( 1988) tenned as "ego sustaining rationdizations" (p. 200) as to why they discontinued. 

Like the nonparticipant, the adult leamer may be reluctant to share the tnie reason for 

dropping out such as lacking the ability, and hence provide an altemate reason that shehe 

presumes is more socially acceptable such as lack of time due to farnily responsibilities. 



15 

Limited generalization due to research methodologies is another major problem 

associated with attritionlnonparticipation studies. By their very nature, adult basic 

education courses and programs differ in duration, content, format, instruction, evaluation 

and outcornes. Such divetsity is by far the major obstacle for transférability between 

studies. Variations in sampling methodologia and demographics also limit the possible 

generalizations. For instance, many studia incorporateci random sampling, but logistical 

problems precluded randorn selection in numerous other studies. Moreover, in some 

cases the demographic profiles were unique to a program or to a geographical area. 

Lastl y, some of these studies gathered the data fiom self or group administered 

questionnaires, others through mailed questionnaires, some by telephone s w e y  and still 

others by interviews. Each of these approaches has a distinctive set of advantages and 

disadvantages that affect their level of accuracy and reliability (Marshall & Rossman, 

1999), which in tum may affect the generalizability of the results. Most studies tried to 

compensate for differences in methodologies by controlling the confounding variables, 

but due to the complexity of the issue, this proved to be extremely difficult. 

Consequently, it is difficult to extrapolate any information other than very basic 

generalizations from many of these studies. 

The dehition of "dropout" and the subsequent modes of measurement also pose a 

problem when interpreting the results from attrition studies. in most cases, dropout was 

measured according to whether or not students received a final grade in a course or 

program. Unfortunately, by employing this definition many studies did not account for 

leamers who temporarily withdrew, or transferred to another program or a different 
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educational institute. The effect of omitting this germane data is unknown. However, not 

al1 studies adopted the "final grade" definition. Some defined "dropout" as not persisting 

to a second semester and therefore mea~ufed attrition by comparing attendance records in 

first and second semesters. Other longitudinal studies measured completion over many 

semesters and hence were able to compensate for tempomy withdrawals and to some 

degree for tramfers. Needless to Say, the lack of consensus on the definition and 

measurement of "dropout" adds to the perplexity of the attrition issue. 

Faults aside, these studies have provided valuable information that precipitated 

positive changes in adult basic education and laid the groundwork for developing theories 

that endeavor to explain andor predict attrition in adult education. One of the more weli 

known conceptual frameworks for explaining adult attrition rates is the "congruence" 

model developed by Boshier (1 973). He theorized that if incongruities develop for the 

adult leamer that result in anxiety, then dropout is likely to occw. Although this model 

has limited generalizability since it was based on a sarnple of university continuing 

education students, results fkom other studies have provided data to support the theory. 

For instance, a study of adult leamers enrolled in ABE English and mathematics fourses 

by Garrïson (1985) concluded that leamers "with lower scholastic ability, lower self- 

confidence, and p a t e r  socioeconomic change may set unrealistic goals for themselves 

and have unrealistic expectations of the program resulting in an incongruence leading to 

dropoutT' (p. 3 6). Darkenwald and Gavin ( 1 987) reported similar findings in their study 

of adult students enrolled in high school equivalency preparation classes. In this study 

the researchers found dropouts exhibited a greater degree of discrepancy between their 



initial expectations and actual experiences in the classroom social environment. 

Moreover, Malicky and Norman (1 994) summarized their study of d u i t  literacy 

prograrns as follows: "From a theoretical perspective, the results of this study reaffirm the 

view of program participation and persistence as multi-faceted in nature and involving the 

interactions of individuais and their environment" (p. 1 54). in contrast, another s tudy of 

adult learners participating in ABE mathematics classes by Gazrison (1987) rwealed that 

the inconpency variables were poor predîctors of dropout and hence Gamson 

questioned the adequacy and generalizability of Boshier's congruence model. 

Nonetheless, he noted that the limited siample size and the design of his 1987 study may 

have resulted in the anomalous finding and recomrnended further research before 

discounting or confinning Boshier's congmency theory. 

Based on these studies, it is apparent that attrition in ABE programs is a 

multivariate phenomenon that is extremely difficult to explain or predict. However, the 

majority of these findings substantiate the importance of providing accurate placement for 

adult learners to avoid incongruities and thus increase the probability of retaining the 

students. Moreover, many other studies have shown that early contact including an 

evaluation of high-risk students has a positive impact on student success and retention 

(Arruza & Daniel, 1987; Barchi, 1 992; Groves & Groves, 198 1 ; Jackson-Mayer, 1987; 

Noel, Levitz, & Kaufinann, 1982). The dilernma fur educational institutes is to detemiine 

what method(s) of assessrnent will most accurately evaluate students' skills and thus 

facilitate appropriate placement for students entering adult basic education courses, 

without discouraging or in extreme cases dernoralizing the adult learner. 



Assessment Testhg as a Placement Tool for ABE Clientele 

One of the most cornmon approaches to diagnosing the educational needs of ABE 

learners for placement is to administer a battery of tests. Some of the most widely used 

tests for ABE programs are the Adult Basic Learning Examination (ABLE), the Canadian 

Achievement Test (CAT), the Canadian Adult Achievement Test (CAAT), the 

Differential Aptitude Test (DAT), the Tests of Adult Basic Education (TABE), the Wide 

Range Achievement Test (WRAT), and domestic tests designeci by the individual 

institutes (Brand, 1995; Crandall et. al., 1984; Ehringhaus, 199 1 ; Jones, 1989; Nurss, 

1 989; Stricht, 1990; Venew, Bnstow & Sabatini, 1997). Considering the impact of 

assessment testing, it is crucial that the assessment tests accurately predict student success 

in ABE prograrns, and that the testing process does not become a deterrent to continuing 

in a program. Hence, assessing the appropriateness and quality of standardized tests for 

ABE placement is a wnsequential issue that should generate much research. 

When selecting a suitable assessmentlplacement tool, each educaîional instiîute 

should consider the content, administrative time, validity, reliability and wst. The 

University College of the Cariboo chose an achievement test as the principle assessment 

tool because "achievement tests are based on schml curricula, @ence] they mesure the 

kind of literacy and numeracy skills expected in acadernic prograrns." (Jones, 1989, p. 

22 1). The University College of the Cariboo selected the Canadian Achievement Test - 
Second Edition (CAT/2) h m  al1 the other achievement tests for the following reasons: 
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the CAT/2 was constructed in British Columbia by Canadian educators and thus the test 

questions focus on Canadian content; it was normed on a Canadian school population in 

1992; it is used widely among Canadian colleges; it is relatively easy to adrninister and 

score; and it is fairly inexpensive. 

Once an assessrnent tool has been chosen, the educational institute must perform 

follow-up testing to validate the tool. The predictive validity of a test refers to how valid 

or accurate a test is at predicting some fiitwe behavior of leamers (Stricht, l99O). A great 

deal of research has been completed to determine the predictive validity o f  standardized 

tests such as the American College Test (ACT), the General Equivalency Test (GED), the 

Graduate Management Admissions Test (GMAT), the Graduate Record Examination 

(GRE), the Law Schools Admissions Test (LSAT), the Medical Colleges Admissions 

Test (MCAT), and the Scholastic Aptitude Test (SAT) with significant variations in the 

resuIts (Educational Research Service, 198 1 ; Hughes & Nelson; 199 1 ; Rounds & 

Andersen, 1985). Research on the predictive validity of standardized tests such as the 

ABLE, CAAT, CAT, DAT and TABE is limited. These instruments have been the 

subject of reviews and critiques that analyze their strengths and weakness, and studies 

that compare the various testing instruments or evaluate instruction and/or learning using 

pre-test and post-test scores (Farr, Moon & Williams, 1986; Frager, 199 1 ; Stricht, 1990; 

Taylor, 1990); however, research on their predictive validity is a fairly recent 

phenornenon. 
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Results fiom the few studies that have waiuated the predictive validity of adult 

education assessrnent tests vary somewhat due to the differences in research design. 

Nevertheles, each study has reveaied the existence of some type of relationship between 

performance on the assessment test and student success or completion. For example, 

Gmlick (1987) examined the reliability and validity of a domestic entrance exam at 

Florence-Darlington Technical College, the TEC-MAT, and compared its predictive 

validity with that of the Scholastic Aptitude Test - Math (SAT-M), the Career Plaaning 

Program (CPP) test, and the Test of Adult Basic Education (TABE). The correlation 

between the students' first quaxter GPA and their scores on both the TEC-MAT test and 

the SAT-M was significant. A significant correlation also was discovered between the 

students' mathematics course grades at the end of their first quarter and their scores on 

the TEC-MAT test and the SAT-M. lnsufficient data for the TABE was cited as the main 

reason that the TABE did not demonstrate a significant correlation in this study. In 

cornparison, Dirkx and Jha ( 1994) tried to differentiate between completing and 

noncompleting students by testing two prediction models using dernographic data and the 

TABE reading and mathematics scores. They found that a predichon mode1 that utilizes 

the participant's age and their TABE reading and mathematics scores could successfully 

predict sarnple cornpleters. 

Wilson and Wright (1993) decided to examine the relationship between scores on 

standardized tests and students' GPA and course grades fiom a different angle. In their 

study, they determined that GPA and course grades could serve as diable predictors of 

Differential Aptitude Test (DAT) performance. Since this correlation was significant, the 
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reverse also is me.  However, the sample in this study was grade 1 1 students, therefore 

the results cannot be generalized to an adult population. 

Venezky, Bristow and Sabathi (1 997) also examinexi the use of standardized tests 

for placement h m  a diffemit perspective. The investigators used a variety of measutes 

to evaluate how the TABE and several other literacy tests could predict actual placement 

in ABE and GED classes that resulted from a pre-established placement procedure, which 

they accepted as optimal. They found that the TABE locator test was a more effective 

predictor of actual placement than any of the fidl TABE tests or other literacy tests, and at 

Ieast as effective as the TABE Total Reading. Since the TABE locator test only requires 

37 minutes to administer and the fidl TABE test battery requires three hours to 

administer, Venezky et. al. concluded that lenghy testing procedures were not necessary 

for placement. 

Obviously more research on using standardized tests for ABE prograrn placement 

is required. Besides investigating the predictive validity of these tests, new studies need 

to focus on the impact of assessment testing on the hgi le  ABE clientele, as many 

educators are concemed that the assessment testing process may deter ABE clientele. 

Coaching for the test may be one way to minimize the trauma of the testing process. 



Efflcacy of Coaching for Standardized Tests 

The proliferation of coaching activities for ~bndardized tests is only natural 

CO nsidenng the extensive usage of standardized tests for making important educational 

decisions such as admissions to and placement in programs offered by pst-secondas. 

institutes. The public has access to a selection of coaching activities and materials for 

almost al1 of the predominate standardized tests in North Amerïca such as the Amencan 

College Test (ACT), the Gmeral Equivalency Test (GED), the Graduate Management 

Admissions Test (GMAT), the Graduate Record Examination (GRE), the Law Schoois 

Admissions Test (LS AT), the Medical Colleges Admissions Test (MC AT), the Schol astic 

Aptitude Test (SAT), and the Test of English as a Second Language (TOEFL). The 

coaching activities range from independent study G n g  workbooks and study guides, 

some of which are produced and marketed by the testing agencies that design the 

standardized test, to structured test-preparation classes offered by private agencies and/or 

pnvate and public educational institutes endeavouring to increase enrollments. 

Consequently, a massive amount of research focusing on the efficacy of coaching for 

standardized tests has been generated. The results fiom these studies are inconsistent, 

and hence the efficacy issue is steeped in controversy. 

The majority of the variability in the results can be attributed to the diverse 

research methodologies ernployed by the various studies. One of the fundamental 

differences in the methodologies is the definition and/or classification of "coaching 

activities" adopted by the studies. The tem coaching, in general, encompasses a wide 



variety of test preparation activities undertaken by students to improve test scores. 

Vernon (1 954), in one of the first reviews of research pertaining to the efficacy of 

coaching activities, describeci coaching as the profess "where students are told the nght 

answer and are given hints on how to improve their performance" (p. 27 1). He 

distinguished between practice which involved writing practice tests, and coaching as 

previously descnbed, and between practice or coaching with the identical test, with 

parallel forms and with other similar material. Antastasi ( 198 1 ) classified coaching 

programs into three levels of training intemention: 1) short test-taking orientation and 

practice sessions; 2) longer coaching programs that include intensive practice with sample 

test questions; and 3) instntction in broad cognitive skills. Kulik, Kulik and Bangert 

( I984), in a meta-analytic synthesis of results fiom 40 studies on the effects of practice on 

aptitude and achievement tests scores, used six variables to describe the coaching 

activities. The first variable classified the programs into the three levels described by 

Antastasi. The second variable categorized the activities by the length of the coaching 

activities. The next four variables related to the presence of the following in the coaching 

activities: training in test-taking strategies, anxiety-reduction exercises, actual practice on 

test items and direct content teaching. Becker (l990), in her meta-analysis of 48 studies 

investigating the efficacy of coaching on SAT scores, classified coaching activities based 

on their purpose: coaching for content and ability areas measured by the test, coaching to 

reduce test anxiety and increase familiarity with the mechanics of the test taking process, 

and coaching to improve test-taking skills and answer-selection strategies. To date, there 

is no universal definition and/or classification of coaching activities for research 

purposes. 



Research design, a major component of methodology, also varied Unmensely fkom 

one study to another. Some studies were designed witb experîmental and control groups, 

others did not include cornparison groups. In many studies the subjects were randomly 

assigned to experimental and control groups, but just as many studies did not involve 

random sarnples. More indepth studies used a petest/posttest design while others used 

posttest designs only. The pretestlposttest design involved administering a pretest prior 

to the coaching, followed by a posttest after the coaching activities. The posttest design 

did not include the administration of a pretest Moreover, a variety of measurements and 

statistical analysis for collecting and reporting the data were utilized in the various 

coaching studies. In addition, significant variations existed in sample sizes and subject 

characteristics such as level of abilities, age, gender, ethnic background and farnil y 
- 

income. The majority of the studies trieci to control these confounding variables, but their 

success at doing so and the omission of any one of these variables fiom the statistical 

analysis are more reasons why the effectiveness of coaching activities on standardized 

test scores is such a controversial topic. 

In addition to differences in research methodology, the inherent variability in 

hurnan behaviour may be another factor responsible for some of the study variance. Such 

components as motivation (importance of performance to the participant), growth and 

development (between pretests and posttests, and differences between subjects), and state 

of mind (having a "god '  day vs. a "bad" day, or high test anxiety vs. low test anxiety) 

are variables that are difficult, if not impossible, to measure and hence to control. As an 
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example, the College Entrance Examination Board (as cited in Dyer, 1987) coilected data 

on thousands of students who took the SAT in the spring of theû junior year and repeated 

it in the fa11 of their senior year. Appmxirnately 1 in 20 showed a score increase of 100 

points or more and approximately 1 in 50 students showed a decrease of 100 points or 

more on the SAT scale (from 200 to 800). The cause of these dramatic changes is 

unknown, but there is a high probability that the students' motivation, growth and 

development, and state of rnind had a major impact. 

Needless to say, studying the effectiveness of coaching activities on standardized 

test scores is complicated. The inter-relationship among the characteristics of the studies 

is multifarious and in some cases precludes accurate assessrnent of coaching efficacy. 

Nonetheless, the research has lead to some conclusions and even some consensus on 

specific trends. Vernon (1954) conciuded that "the presence or absence of previous test 

experience does make a difference" (p. 280). Dersirnonian and Laird (1 983), in their 

quantitative analysis of published results on the effects of coaching programs on SAT 

scores, concluded "that the data did support a positive effet  of coaching on SAT scores" 

(p. 1). Samson (1985), in his quantitative synthesis of studies that investigated the effects 

of coaching on achievement test performance, concluded that "programs of training in 

test- taking s kills produced, on average, signi ficant improvernents in students scores on 

achievement tests" (p. 265). The meta-analytic synthesis by Kulik, Kulik and Bangert 

( 1 984) showed that students could raise their scores on aptitude and achievement tests by 

participating in speci fic coaching activities. 
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The specific trends that have been discovered by the various research projects are 

as follows: 

A relationship seems to exist between the tirne spent participating in coaching 

activities and test scom (Bangert-Drowns, Kulik & Kulik, 1983; Kulik, Kulik & 

Bangert, 1984; Messick & Jungebult, 198 1 ; Powers, 1985; Samson, 1985). This 

relationship is best described by a logarithmic equation, with scores increasing with 

tirne and eventually leveling off. The coefficients of the equation vw with the type 

of standardized tests (aptitude, achievement or intelligence tests) and with the type of 

coaching activity. One expianation for the latter variance is that the lengh of the 

coaching activity relates to the method of coaching. Longer coaching periods ( 1 0 

weeks or more) tend to focus on content items and cognitive skills whereas short-tem 

coaching periods tend to focus on test-taking strategies (Omstein, 1993). Hence, a 

multiple effect of time and type of activity adds to the complexity of the reporting 

issue. 

Demographic variables such as age, gender, ethnic background and 

socioeconomic level of the students tend to yield no significant difference (Samson, 

1985; Scholes & Lain, 1997; Vernon, 1954). Not al1 studies concur with this trend. 

The results tiom a study by Evans and Pike (1973) determined fernales benefited less 

than males fiom instruction for three mathematics item formats. Moreover Messick 

and Jungebult (1 98 1) found the students in coached groups tended to corne from 

families with higher incomes. 
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Higher ability students tend to gain more h m  coaching activities that involve 

prac tice tests than 10 wer ability students (Kulik, Kulik & Bangert, 1 984; Vernon, 

1954). 

Scores on nonverbal and spatial subtests such as mathematics tests tend to show 

greater improvement due to coaching activities than scores on verbal subtests 

(Becker, 1990; Bond, 1989; Messick & Jungebult, 198 1 ; Vernon ,1954). 

Students who are coached using practice tests that are identicai to the stanàardized 

test show greater irnprovements than students who are coached using practice tests 

that are parallel to the standardized test (Kulik, Kulik & Bangert, 1984). 

The size of the gains from waching that involved practice tests is influenced by 

the number of practice tests taken (Eakins, Green & Bushell, 1976; Kuiik, Kulik & 

- 
Bangert, 1 984). 

The effect of coaching activities seems to vary with the type of standardized tests 

andior the type of coaching activity. Kulik, Kuiik and Bangert (1 984) found coaching 

activities that involved teaching relevant test-taking skills and information had 

different effects on the SAT than on other aptitude tests. Powers ( 1985) concluded 

that the GRE was not susceptible to coaching of any form- However, due to the 

relativeiy small numbers of examinees in his study, Powers acknowledged that "the 

findings may deserve replication" (p. 134). Rahey (1 996) concluded that the ACT 

scores for students who participated in coaching courses were not significantly higher 

than nonparticipants In contras& Seaton ( i 992) found there were significant gains in 

ACT scores by students who participated in a test preparation serninar. However the 

type of coaching activity may not be the reason for the contrasting results. The more 
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likely causes are the existence of sarnple bias in both studies and variations in 

methodology between the two studia. Lastly, Samson (1985) found no signïficant 

differences among the different types of coaching activities and their effects on 

achievernent test scores. 

Although these trends identifi to some degree cause and effect relationships, the 

exact cause and its effect is extremely dificult to quanti@ due to the multitude of 

confounding factors and their complex intemelationships. As Messick stated "It is not a 

question of whether waching works or not, but of how much student tirne and effort 

devoted to what kinds of coaching experience yieid what level of score improvement" (as 

cited in Green, 198 1, p. 1 1). 

The most common rneasurement used to describe the effect of coaching activities 

on test scores is the effect size (ES) expressed in texms of standard deviation wts. It is 

defined as the difference between average test scores of the experimental and control 

groups, divided by the comrnon within-population standard deviation (Cohen, 1988). The 

method of calculating the ES varied fkom study to study depending on the design of the 

study and the data collected. A surnmary of the effea size fkom six major studies is 

presented in TABLE 1. 



TABLE 1 

The Effe t  of Coachina Activities on Standardized Tests. 

Study Type of Test Average 
Effect Sizc 

Bangert-Drowns, Kulik, and Kulik 
(1983) 

Becker ( 1990) 

DerS imonian and Laird ( 1 983) 

Kul ik  Bangert-Drowns, and Kulik 
( 1984) 

Samson ( 1985) 

Scmggs, White and Bennion (1986) 

Me ta-Analysis 
of 30 studies 

Meta-Aaalysis 
o f  48 studies 

Meta-Anaiysis 
o f  22 studies 

Meta- Anal ys is 
of 38 studies 

Meta-Anaipis 
of 24 studies 

Meta-Analysis 
o f  24 studies 

Achevernent Tesu 0.25 

Scholastic Aptitude Test 0.373 
(SAD 

Scholastic Aptitude Test 0.10 
6 A - O  

Aptitude Tests 0.33 

Achievemcnt Tests 0.33 

Achevernent Tests 0.10 

For the achievement tests, the average effeft size ranged eom 0.1 0 to 0.33. In 

more farniliar terms, these standard deviations indicate the gain fiom coaching was 

approximately equal to one month in grade level for an ES = 0. IO and 3.3 months in grade 

level for an ES = 0.33. For the aptitude test such as the SAT, the gains in scores ranged 

from O. 1 O to 0.373. The O. 1 O value equates to 10 points on the SAT scale (hm 200 to 

800) and the average e f h t  size of 0.373 equates to 37.3 points on the SAT scale. 

Another method to interpret the effect size for the SAT is to convert the points to number 

of items correct. An eight point diffmence corresponds to one more item comct on the 

SAT (Dyer, 1 987). Thus a 1 O-point gain is equivalent to approxirnately one more correct 

item and a 37.3 point gain is equivalent to approximately five more correct items. 



How signi ficant a n  these gains? Statistically, an ES = 0.25 or p a t e r  is 

considered to be significant, although 0.25 relates to a srnall effect (Cohen, 1988). in 

texms of their impact on educational decision making, it is doubtfid that a gain of 1 to 3 

months in grade level on an achievement test would have a significant impact on the 

rnajority of students. Only the borderline students may benefit fkom these gains atûibuted 

to coaching. The same can be said about improvements in scholastic aptitude tests 

scores. Overall, the educational significance that should be attacheci to the results is 

debatable. As Dersirnonian and Lairà (1983) state "the size of the effect which can be 

attributed safely to coaching is too mal1 to have much attraction either for individual 

examinees or for educators" (p. 1 5). 

In summary, it seems that coaching activities do affect standardized test scores, 

but because of the multitude of variables involved, it is difficult to detennine the 

magnitude of the effect and its exact cause. Studies that have calculated an average 

effect, find the effect is quite small, albeit in many cases statistically significant. 

Moreover, because of the extreme variance in studies, it is impossible to generalize the 

results fkom any one study to situations involving other coaching activities andor other 

standardized tests. Therefore, additional studies are needed to support the existing 

conclusions and to pursue questions that thus far have not been answered. One such 

question is: What are the effects of coaching on Canadian standardized test scores? So 

far there are very few such studies and to my lmowledge none that have investigated the 

effects of coaching on the Canadian Achievernent Tests (CAT) scores. Another question 

that needs M e r  investigation is: Does coaching reduce the validity of standardized 
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tests? The purpose of a standardized test is to measure broad abilities and ascertain 

whether an individual bas acquired the skills and knowiedge pre-requisite for success in 

the criterion situation such as pst-secondary schooling. Coaching may improve test 

performance, but does this correspond to an hprovemmt in criterion behaviour? A final 

question that needs to be investigated is: What are the students' perceptions of the 

assessment process? Very little qualitative data of this sort bas been gathered, yet this 

information could be very useful as there may be intrinsic benefits to coaching that thus 

far have not been measu~ed such as creating positive attitudes, lowering anxiety levels 

and increasing self-confidence. 

As the literature review reveals, the issue of assessment testing as a predictor of 

student success in adult basic education is convoluted and controversial. The issue of 

attritiordretention in adult education has been surveyed and analyzed for decades and yet 

it is still difficult to isolate the exact factors that predispose persistence. It is even more 

arduous to design an accurate prediction mode1 that can be applied consistentIy across 

ABE populations. Research into assessment testing as a placement tool for ABE courses 

is in its infancy and hence is lacking in bot .  depth and detail. Meanwhile, the issue of 

coaching for standardized tests has generated an overwhelming amount of research, and 

yet many questions still remain unanswered as specified in the previous paragraph. This 

study attempted to fil1 some of the gaps in the existing research identified in this literature 

review . 



Cha~ter Three 

Methods and Procedures 

Design of Study 

This applied correlationai research aiso had an experimental component Aside 

from investigating the relationship between achievernent test scores and student mccess, 1 

endeavored to detexmine the effect tutorials have on achievement test-taking 

performance. In addition, interpretive methodology was used to arrive at the 

constructions of students' views of the testing-taking process (Guba & Lincoln, 1 989; 

Lincoln & Guba, 1985). Since the students participated actively in the development and 

revision of their views and my constructions of the test-taking process, this research also 

fits into the category of participatory action research (Elden & Levin, 199 1 ; Gnindy, 

1987; Lincoln & Guba, 1985). The pr i rnv  data sources were: 

achievement test scores on the two mathematics sections of the Canadian 

Achievement Tests-Second Edition, 

the final percentages in the ABE mathematics courses, 

students' written reflections on their test-taking experiences, 

tape recording of the tutorial and its transcript. 

This study was approved by the University of Victoria and the University College of the 

Cariboo Ethics Cornmittees. A copy of the signed ethic f o m  for both institutions are 

located in Appendix A. 



Location and Setting 

The mathematics adult basic education courses were taught on the main campus 

of the University College of the Cariboa Three cIasses of Math 050, roughly equivalent 

to the British Columbia High School Introductos. Mathematics 1 1, participated in the 

study. The experimental and control group had the same instnictor to ensure consistent 

teaching styles and grading systems. Each p u p  received 84 hours of instructions over a 

four-month semester starting January 4, 1999. The accelerated group had a different 

instnictor and format in that this group received 70 hours of instruction over a seven- 

week period starting January 4, 1999. The structure for al1 three of these classes were 

based on traditional teaching practices of lecture mixed with students-instnictor 

questionkinswer sessions and deskwork. 

My initial contact to recruit the students occwed on the first day of classes. 

Dunng this session, I provided an ovewiew of the research project, a description of theu 

role in the study, a timeline for the project, and the consent f oms  for the students to 

complete. A copy of the consent f o m  is supplied in Appendix B. The testing session 

occumed during the subsequent regular class period for each of the three groups. The 

control and accelerated groups wrote the matbematics subtests of the Canadian 

Achievement Test - Second Edition (CAT/2) and completed the written reflections during 

the first 90 minutes of a two-hour period. The experimental group participated in a 30 

minute test-taking tutorial, then wrote the mathematics subtests of the CAT/2, and lady 
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completed their wrïttem reflections of the entire assessrnent experience. These activities 

took the entire two-hour block for the experirnental group. 

Project Participants 

Seventy-one adults participated in this study, which was conducted during the 

winter semester of 1998/99. The adult students mged in age h m  17 to 52 with an 

average age of 25. There was a fairly even distribution of males (48%) to females (52%). 

However, there were some notable dernographic differences between the groups. The 

average age for the accelerated group was 24 with 67% female and 33% male. In 

cornparison, the control group consisted of 38% females and 62% males with an average 

age of 23. Meanwhile, the experimental group was 50% female and 50% male with an 

average age of 29. Nonetheless, the total sample was representative of the adult 

population participating in ABE courses at UCC during the same time h e .  The main 

reason most of the students were enrolled in the ABE mathematics course was to upgrade 

their education in order to apply for post-secondary programs and/or to obtain credit 

towards the ABE Provincial Diploma. 

The instmctors of the Math 050 courses were Ml-time faculty members of the 

University College's College Preparation program. The instmctor for the accelerated 

group had a Bachelor of Education degree and over 16 years of experience teaching 

college preparation courses at UCC. The instnictor of the control and experimental group 

possessed a Bachelor of Science and a Master of Education degree, and had been teaching 
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college preparation courses at UCC for over 22 years. 1 instructed the test-taking tuto~al. 

My background and experience include a Bachelor's degree in Secondary Education 

(Mathematics major), three years of teaching at high schools in Alberta, British 

Columbia, and Ontario, and eleven years of instruction combine. with seven years of 

various administrative roles at the pst-secondary level. 

instruments 

The assessrnent tools used in this study were the Canadian Achievernent Tests - 

second edition (CATI2) and the Canadian Achievement Locator Test 2, both of which are 

published by the Canadian Test Centre. The CATI2 is a series of tests designed to 

measure achievernent in the basic skills taught in schools across Canada. Educational 

objectives found in provincial and district curriculum guides, published textbooks, and 

major reading series were used to create the items for the CAW2 (Canadian Test Centre, 

1992). Unit tests, assignments, midtexm exams and final exams created by the ABE 

instnictors were the other educational matenal used in this study to evaluate the students' 

achievement in Math 050. 

There are eight levels of the CAT/2 related to grade ranges. The CAT/2 - level 18 

that is related to the grade ranges of 8.0 through 1 0.2 (Canadian Test Centre, 1 992) was 

used for this study. The CAT/2 - level 18 contains eight tests in five content areas: 

reading, spelling, language, study skills and mathematics. This snidy focused on the 

mathematics content area and utilized the associated tests: Test 7 - Mathematics Concepts 
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and Applications and Test 8 - Mathernatics Computation. Test 7 meamres a student's 

ability to apply mathematical concepts related to numeration, number theory, data 

interpretation, basic algebra, measurement, logical reasonuig and basic geometry 

(Canadian Test Centre, 1992). It consists of 45 multiple-choice questions that the 

students have 35 minutes to cmplete. Test 8 measures a student's ability to add, 

subtract, multiply, and divide whole numbers, decimals, fiactions and integers, and to 

solve problems involving percents, exponents and dgebraic operations (Canadian Test 

Centre, 1992). Test 8 consists of 40 multiple-choice questions that the students have 30 

minutes to complete. The reliability coefficient (KRî0) of the CATI2 mathematics 

subtests is 0.94 ( Canadian Test Centre, 1992). 

The Canadian Achievement Locator Test 2 consists of two components, English 

and Mathernatics, and is designed to aid in selecting the appropriate test level for 

students. For this study, the students completed the mathematics component only which 

consists of 20 multiple choice questions. The Locator Test 2 was used as a practice test 

during the tutorial session to familiarize students with the mechanics of CAT/2 test 

taking. 

Data Collection and Analysis 

For the statistical analysis, student scores for correct answers on the CATI2 Tests 

7 and 8 were collected and converted to scale-scores to calculate combineci mathematics 

scaie-scores. Conversion tables used to convert the number-correct scores to scale-scores 



were obtained from the Canadian Test Centre's Technid Bulletin (Canadian Test 

Centre, 1992). A one-directiond t-test was performed to determine if the CAT/2 scale- 

scores of the students who successfiilly completed the murse were significantly higher 

than those who did not successfùlly cornpiete the course. To develop a prediction mode1 

based on the binary response variable (successfül completion vs. unsuccessful 

completion) and a continuous predictor variable (CAT/2 scale-scores), logistic regression 

analysis (Hosmer & Lemeshow, 1989; Montgomery & Peck, 1992) was employed. Using 

tinear regression analysis, the CATI2 combined mathematics scores of the wmpleters 

were compared to their final course percentages collected at the end of each course to 

detemine if a significant relationship existed between these two variables. The 

combined scale-scores on the achievernent tests were averaged for the experimental and 

control groups. A onedirectional t-test was used to determine if the scores achieved by 

the assisted experimental group of Math 050 were significantly higher than the scores 

achieved by the unassisted control group. In an effort to quanti@ the effect of the 

coaching activity, the effect size (ES) was also calculated. 

For the interpretive analysis, 1 reviewed the transcripts of the tape-recorded 

tutorial and read the students' written reflections to create rny initial description of the 

students' views of the test-taking experience. While reviewing the transcript, 1 tried to 

identify what test-taking skills the students lacked and how the students benefited fiom 

participating in the test-taking tutorial. While reviewing the reflections, 1 tried to 

surnmarize in tabular form the test-taking experiences for both the assisted group and the 

unassisted groups. Using the tables, 1 compand and contrasteci the experiences by the 
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assisted group versus the nonassisted groups to identifL similarities and differences. The 

integration of m y  analyses incorporated diagramming techniques as outlined by Strauss 

(1 987). In terms of participatory action research, the goal of this analysis was to help the 

students l e m  how to better control the test-taking process by constmcting, testing and 

improving theones about the process through researcher and student collaboration (Elden 

& Levin, 1 99 1 ). 

To establish credibility, 1 adhered to the credibility cnteria associated with 

constnictivist inquiry (Guba & Lincoln, 1989). These are defined under the headings of 

prolonged engagement, persistent observation, peer debriefing, negative case analysis, 

and member check. My contact with the students was not substantiai in terms of actual 

face-to-face interaction, but it was continuous over the semester. Peer debriefing playëd a 

significant role in rny interpretation process as 1 "tested out the findings with someone 

who had no contractual interest in the situation"(Guba & Lincoln, 1989, p. 237). 

SpecificalIy, 1 engaged a disinterested peer, the Learning Specialist at UCC, to edit my 

draft versions of the constructions and provide feedback on my assumptions. 1 

incorporated her comments and suggestions in my new constructions. Negative case 

analysis focused on students' views that differ fiom the rnajority. Finally, as a part of the 

member checks process, the students were encouraged on several occasions to verifL my 

constnictions. They were given ample opportunity "to correct mors of fact or mors of 

interpretation.. .( and) ... to offer additionai information'' (Guba & Lincoln, 1989, p. 239). 



Timeline for the Study 

Data collection for al1 three of the Math 050 groups began the first week in the 

winter semester of the 1998/99 academic year (January 4, 1999). Precedïng the CATI2 

examination. the experimental group partïcipated in a tutorial that lasted approximately 

30 minutes. Then, I administered and scored the CAT/2-tests 7 and 8 for each of the 

three groups. Proceeding the examination, each student was asked to write a refl ection of 

their test-taking experience. 1 transcri bed the tape-recording of the tutorial and the 

written reflections and then scrutinized the transcripts. Once 1 had created my initial 

constructions based on the qualitative data, and 1 had reviewed them with my 

disinterested peer, the students were interviewed in groups to veriw my constnictions. 

During the follow-up interviews, the students augmentai rny initial summaries, then 

approved of my final constnictions. Final grades were collected fiom the instructor at the 

end of the semester. Once the grades were recorded, statistical anaiysis of these grades 

and the achievernent test scores was perfomed. Data collection and the initial analysis 

were completed by June of 1999. 



C ha~ter Four 

Resuits 

Predicting Student Success based on Achievement Test Scores 

Comparison of CATI2 Achievement of the Successful Students versus the 

Unsuccessful Students. 

Of the 7 1 students who participated in the assessrnent process of this study during 

the first two days of classes, only 41 students completod Math 050, resulting in combined 

attrition rate of 42% for ail three groups. Of the 41 students who completed Math 050, 

only 2 students failed (earned a final grade lower than 50%) and both of these were in the 

control group, hence the successful wmpletion rate for al1 three groups was 55%. A 

sumrnary of the attrition and success rates as well as some demographics are presented in 

TABLE 2. 



TABLE 2 

Attrition and Success Rates. and Dernomvhics of Studv Grou~s. 

S tatistics Accelerated Control Experimeatal Totd 

Sample size (n) 

Females 

Maies 

Average Age 

Completers 

Noncompleters 

Attrition Rate 

Successfùl Students 17 t O 

Unsuccess fùl Students 10 14 

Success Rate 63 O !  45% 

To detemine if the CAT/2 results for the students who successfully completed 

Math 050 (earned a h a 1  grade of 50% or higher) differed h m  the students that did not 

successfully complete Math 050 (eamed a final grade less than 50% or did not complete 

the course), a one-directional t-test comparing the CAT/2 combined mathematics scale- 

score means for the successfid students and the unsuccessfiil students was performed. 

TABLE 3 summarizes the statistical analysis for each gmup. 



TABLE 3 

Com~arison of CAT/2 Achievement of the Successful Students vs. the Unsuccessftl 

Students. 

Statistics 

Sample size (n) 

Success Rate 

Variance 

Observations 

Pooled Variance 

Hypo thesized 
Mean Difference 

Alpha 

d f 

t S tatistic 

P(one-direc zionai) 

Acceierated 

Successfil Umuccessficl 
Students Srudents 

Control 

Successfkl Umuccessfirl 
&dents Students 

Experimental 

20 

60% 

Successjûl Unruccessficl 
Students Srudents 

623.67 562.88 

4 169.70 3073.13 

12 8 

3743.25 

O 

0.05 

18 

2.18 

0.022 

1.73 

As indicated in TABLE 3, for al1 three groups, the CAT/2 combined score means 

for the students who succrssfully completed the course were significantly higher than the 

mean scores for those who did not successfulty complete the course @ > 0.05). 



Students versus the Unsuccessful Students. 

In an effort to graph the relationship behveen the CAT/ 2 mathematics scale- 

scores and success versus nonsuccess, 1 assigned a successfùl outcome (student passed 

Math 050) a value of one and an unsuccessful outcome (student failed or did not 

complete Math 050) a value of zero. The resdting graphs of this binary outwme coding 

system are presented in RGURES 1 - 3. 

RGURE 1. Success/Nonsuccess as a hc t i on  of CAW2 Combined Math Scores. 

AccekRted Gmup 

400 450 500 550 600 650 7 0  750 800 

CATI2 Comtined Math Score 

FIGURE 2. Success/Nonsuccess as a hc t i on  of CATI2 Combined Math Scores. 

Conml Gmup 

CATI2 Combined Math Score 
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FïGURE 3. Success/Noasuccess as a function of CAT/2 Combined Math Swres. 

ExjJefimeaCiiGroup 
l 

n 

500 600 700 800 

CAT/2 Codined  MI Score 

Al1 three graphs resembled an S shape cuve that is common to logistic fbnctions. 

Hence, in an effort to mode1 the resdting functions with their dichotomous outcornes 

(success versus nonsuccess), logit analysis was ernployed. The results of the logit 

analysis are summarized in TABLES 4 - 6 .  

TABLE 4 

Logistic Re-gression Classification Table - Accelerated gr ou^" 

Observed - n 

Success 17 

NonSuccess 10 

pvalue: 

Predicted 

0.079 

Success 

15 

6 

Overd Percentage: 

" The cut value is 0.50 

70.4% 

Non-Success 

2 

4 

Percen tage Correct 

88.2% 

40.0% 



TABLE 5 

Logistic R e ~ e s s i o n  Classification Table - Control Grouv a 

" The cut value is 0.50 

Observed - n 

Success 14 

NonSuccess 10 

TABLE 6 

Loeistic Remession Classification Table - Experimmtal gr ou^' 

Preâicted 

Percentage Correct 

78.6% 

60.0% 

Success 

1 1  

4 

Observed - n 
Succms 12 

NonSuccess 8 

As the results indicate, these models correcly predicted student success (or 

NonSuccess 

3 

6 

pvalue: 

nonsuccess) for 70% of the students in the accelerated group, 7 1 % of students in the 

Predic ted 

0.029 

control group and 75% of the students in the experimental group. The relationship 

Success 

10 

3 

Overaü Perceatage: 

" The cut value is 0.50 

between the response variable (success or nonsuccess) and the CATI2 combined 

75.0V0 

mathematics scale-scores was significant for both the control and experimental groups. 

Non-Success 

2 

5 

Percentage Correct 

83.3% 

62.5% 
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Linear Regrasion Andysis of CATIZ resuits and Math 050 Final Grades 

Further investigation into the relationship between the students' CATI2 combined 

mathematics scale-scores and their Math 050 final course percentages involved using 

Iinear regression analysis on the data h m  the subsets of students who completed the 

course for each group. The scatterplots of Math OS0 Final Grades as a b c t i o n  of  CAT/2 

combined mathematics scores for each group are presented in FIGURE 4 - 6. 

FïGURE 4. Math 050 Final Grades as a h c t i o n  of CAT/2 Combined Math Scores. 

Accelerrrted Gmup 
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CATI2 Conibined Math Score 
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FIGURE 5. Math 050 Final Grades as a fiinction of CAT/2 Combined Math Scores. 

Contml Gmup 
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CAT/2 C d a e d  Mmth Score 

RGURE 6 .  Math 050 Final Grade as a h c t i o n  of CAT/2 Combined Math Scores. 

Experimental Gmup 

450 500 550 600 650 700 750 

CATI2 Combintd Math Score 

According to Pearson's coefficient, a moderate, positive linear relationship 

existed between CAT/2 scores and final grades for al1 three groups. Based on the 

correlation coefficient, approximately 33% of the vaIiability in the students' final grades 

was predictable h m  the variability in the CAT/2 combined mathematics scores for the 

accelerated and the control groups, but only 26% for the experimental group. To 
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determine if the linear relationship between the d e n t s '  final grades and the CATI2 

combined mathematics scale-scores was significant, an F-test was applied as a part of the 

regression andysis. nie resuits of the regression analysis are summarized in TABLE 7. 

TABLE 7 

Linear Reaession Andvsis of CATI2 Results and Math 050 Final Grades. 

Statistics Accelented Control Experimental 
- - - 

Sample size 17 12 12 

Pearson's Coefficient (r) 0.5723 0.57 15 0.5 187 

Correlation Coefficient (8) 0.3277 0.3266 0.269 1 

Regression Coefficient - Slope (b) 0.09 19 O. 144 1 0.0837 

Regression Coefficient - Intercept (a) 12.982 -2 1.662 24.642 

F-vaiue 7.3 1 16 4.8505 3.68 17 

p-value 0.01633 0.05223 0.0840 

As indicated in TABLE 7, the linear reIationship was significant for the accelerated 

group, questionable for the control group, and not significant for the experhental group. 

Effect of Coaching on CATI2 Achievement Testing Performance 

A one-directional t-test was used to determine if the scores achieved by the Math 

050 experimental group that participated in a tutorial pnor to the assessment testing were 

significantiy higher than the scores achieved by the Math 050 control group that did not 

participate in any coaching activities prior to the assessment testing. At the 0.05 level of 

significance, there was sufficient evidence to conclude the CAT/2 wmbined mathematics 
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scale-score mean for the experïmental group was greater than the mean for the control 

group. The summarized data fiom this analysis is given in TABLE 8. 

TABLE 8 

Cornparison o f  CAT12 Achievernent of the ControI gr ou^ vs. the ExDerimental gr ou^. 

S tatistics Experimental Control 

Mean 

Variance 

Observations 

Pooled Variance 

Hypothesized Mean Diffaence 

Alpha 

df 

t Statistic 

P(T<= t) 

t critical 

The effect size (ES) was also calculated to mesure the effect that the coaching 

activity had on the students' CAT/2 performance. To calculate the effect size, the 

diffêrence between the average test scores of the experimental and control groups was 

divided by the pooled standard deviation. The equation and its resulting value are as 

follows: ES = 599*35 - 563 = 0.58 This calcdated value is a significant effect s i x .  
J3811.75 



Students' Views of the Assessrnent Process 

Although al1 students were asked to complete the written reflection, only seventy 

percent ( 19 out of 27) of the students in the accelerated group, eighty-three percent (20 

out of 24) of the students ih the control group and eighty percent (1 6 out of 20) of the . 

students in the experimental group completed the reflections. While reviewing the 

written reflections for al1 three groups, 1 found the comments could be categorized as 

Positive, Negutive and Nmfrul in nature. Cornrnents that indicated that the testing 

experience was useful and that the test itself was well designed or fair were classi fied as 

positive. Comments that indicated that the tating experience was more stressfiil than 

useful and that the test itself was poorly designed rather than fair were classified as 

negative. Comrnents that were neither positive nor negative in nature were classified as 

neutral comments. Once the cornrnents were categorized as positive, negative, or neutral, 

further analysis revealed seven r e - o c m g  thernes which 1 identified as follows: Time, 

Test D~%ficuIy. Test Design, Purpose of Test, Test Anxiety, Egort and Tutovials. During 

the follow-up interviews, dl three groups agreed with my category and theme 

constructions, as did my disinteresteci peer. To present my constructions, 1 tabularized the 

comments based on the categories and the themes for each group in TABLE C. i - C.3 (rcfer 

to Appendix C). To avoid any interpretation error, the comments appear verbatim in these 

tables. 



General Trends 

The majority of the comments involving a time theme were negative as many 

students were not cornfortable with being timed and felt they did not have enough tirne to 

complete the subtests, especially subtest #7. One student's comment seerns to 

summarize their fhstration with k i n g  timed: "1 understand the need to time tests, but is 

it completely necessary to make things difficult." Nonetheless, several students indicated 

that the time given was sufficient. 

Cornments on the test's fevel of d ~ ~ m f f y  were mainly positive. The majority of 

the students found the questions to be somewhere between easy and challenging. The 

negative comments tended to focus on the students' math skills being somewhat "rusty" 

since they had been away fiom school for sometime. Consequently, these students found 

the test to be quite difficult because of their lack of exposure to the material. 

There were almost as many positive as there were negative comments about the 

design of the test. On the positive side, students thought it was a "good test" that was 

easy to understand. During the follow-up interviews, students were asked to elaborate on 

the "good test" comment Their respooses were as follows: 'hot too easy, not too hard, 

"had to think, but it wasn't beyond my abilities", "painless", and "good level." On the 

negative side, students questioned the validity of multiple choice tests, explained the 

difficulties involved with using a separate answer sheet, and indicated that they should 

have been pennitted to use a calcuiator. 



Comrnents relating the purpose of the test were mainly positive. Many students 

felt that the testing experience was wonhwhile because it "refieshed" their memories and 

helped ùiem identiw th& strengths and weaknesses in mathematics. However, several 

students felt it would have been more usehl if it was adrninistered afier they had an 

opportunity to review the material, and in one case the student felt it was useless and 

should not have been administered at dl. 

Comrnents r e f e g  to test anxiety were al1 classified as negative. Not knowing 

what to expect, beïng rushed, hadequate math background, retwning to school afier a 

lengthy departue, and negative reactions to tests in genefal surnmarize the content of 

- 
these comments. 

Comrnents on eflort were classified as neutrai. in al1 three groups, at lest one 

student pointed out that he/she may not have performed to their potential simply because 

the test did not contribute to th& evaluation. 

The majority of the cornments on the tutorial were positive, but there were a few 

negative comments too. In most cases the students felt that the tutorid was beneficial; 

however, they felt it may have been even more effective if there had been increased 

interaction between the students and the facilitator, and if the tutorial had focused on the 

subject matter rather than test-taking skills. 



Nonparametric statistiçal anaiyses were perfonned to determine if any 

relationships existed between the types of comments and the students' CAT/2 combined 

math scores ancilor their achievernent in Math 050. As mentioned earlier, 55 students 

completed the written reflections. Their comments were categorized as positive, negative 

and neutral in nature and then grouped according to the seven re-occurring themes: Time, 

Test Difficulty, Test Design, Purpose of Test, Test Anxiety, Effort and Tutorials. To 

include al1 the subjects in the comment analysis, 1 created another category, no comment, 

for students who did not complete the reflection. Hence, the resulting categories that 

were used for statistical analysis are as follows; 

+ Comments relating to the students' feelings about their testing experiences (4 

categones) - Negative. NetrtraZNo Comment. Positive and Mixed (the student 

provided two or more comments that differed in type); 

+ Comments relating to the students' view of the assessrnent tool(7 categories) - 

Design. Drflculty, No Comment. Purpose. Tirne. Test Amiety. and M k e d  (the student 

provided two or more comments that diRered in type). 

CA T '  Combined Scale-scores and Comments 

A graphic presentation of the mûui and two standard dwiations of the CATI2 

scale-score by comment category are presented as error-plots in RGURES 7- 12. 



FIGURE 7. Error-Plot of Testing 
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FIGURE 10. Error-Plot of Assessment Tool 
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FIGURE 1 1. Error-Plot of Testing Experience 

Cornments. 
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FIGURE 12. Error-Plot of Assessrnent Tool 

Comments. 
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The graphs seern to indicate no relationships exist betwern the CATI2 combined 

scale-scores and the type of  comments. To test this supposition, 1 employed the Kniskai 

Wallis test for both sets of comments. The summaxy resuits of the analysis are presented 

in TA~LES 9 and 10. 
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TABLE 9 

Kmskal Wallis Test of CAT/2 Score vs. Comrnents relatina to the Testina ExDerience. 

Type of Accelerrttd Accelenteâ Control Conîrol Experimentd Esperiment.l 
Comment N Mtra Rank N Mtan Rank N Mean Rank 

-- - - 

Negative 7 14.14 4 1 1.63 3 6.33 

NeutraliNo 
Comment 

Mixed 5 12.60 8 1 1.25 4 14.25 

Positive 4 18.50 7 17.14 5 12.00 

To ta1 27 

Chi-Square 1.65 1 

pvaiue 0.648 0.189 0.287 

TABLE 10 

Kmskal Wallis Test of CAT/2 Score vs. Comrnents relatina to the Assessrnent Tool. 

Type of Acctlerated Accelerrtcd Control Control Experimentd ExptrMent.1 
Comment N Mern Rank N Mean Rank N Mern Rank 

Design 

Difficulty 

Mixed 

No Comment 

Purpose 

Test Anxiety 

Tirne 

To ta1 

Chi-Square 

pvalue 
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The results confirm that no relationships exist between the CATI2 scores and 

cornments relating to the students' feelings about their testing experience or their view of 

the assessrnent tool. 

Final Achi'evement in Math 050 and Commenîs 

The bar graphs in FIGURES 13 - 18 present the type of mmrnents by the proportion 

of successful and nonsuccessful students for each group: 

FIGURE 13: Testing Experience Cornments FIGURE 14. Assesment Tod Cornrnents by 

by Proportion of SuccessfuUNon Proportion of SuccessfulMon Successfbl 

Successfbf Students. S tudents. 

IW? 

g 75% - c. 
L 
p. 
L 
e 25% 

U!! 

Accelented Croup OSuccess 
I - Non-Success - 



FIGURE 15. Testing Expaience Cornments RGURE 16. Assessrnent Tm1 Comments 

by Proportion of  SuccessfûVNon 

Successful Students. 

FIGURE I 7. Testing Experience Cornments 

by Proportion of SuccessfùVNon 

Successful Students. 

by Proportion of SuccessfiiVNon 

Successfûl Students 

GdGroig 
Usuccess 

Non-Success 

FIGURE 18. Assesment Tool Cornments by 

Proportion of  SuccessfuVNon Successful 

Students. 

Ex pe rime ntd Croup SUCC 
I Non-Succcss 

These bar graphs seem to indicate that no relationships exist between the 

dichotomous outcornes (success and nonsuccess) and the type of  cornments. TO test this 
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deduction, 1 employed the log-linear likelihood ratio test (g-test). The summary results of 

the analysis are presented in TABLES 1 1 and 12. 

TABLE I l  

Likelihood Ratio Test of Finai Achievernent in Math 050 vs. Comment. relatin~ to the 

Testing Ex~erience. 

Type of Acce'eratcd Accekritd Non- COiw' CoiCd Erperimentd Experime~td 
Comment IV''- Sur- NoaSuccess Suc- Suc- 

Succcsr 
Success 

Negative 4 3 3 1 2 1 

NeutrailNo 
Comment 

Mixed 5 6 2 1 3 

Positive 1 3 3 4 1 4 

Likelihood 
Ratio 6.377 

p-value .O95 0.42 1 0.474 
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TABLE 12 

Likelihood Ratio Test of Final Achievement in Math 050 vs. Cornments relating to the 

Assessrnent Tool 

Type of 
Non- CoOtro' ~ o n t r o ~  ~xperimeo~ Expcrimcatai Acceler'ted Acderateâ 

Comment Succe!s!s S u c m  NonSucccss Succew Success 

Design 

Mixed 

No 
Comment 

Test 
Anxiety 

Total 

Likelihood 
Ratio 

pvalue 

The results veri@ that no relationships exist between the dichotomous outcome 

(success/nonsuccess) and comments relating to the students' feelings about their testing 

experiences or their views of the assessrnent tool. 



C h a ~ t e r  Five 

Discussion 

The main purpose of this research was to gather information about assessrnent 

testing as a predictor of student success in Adult Basic Education mathematics courses. 

To accomplish this purpose three research objectives were undertaken: (a) to determine 

the predictive vaiidity of the Mathematics subtests of the Canadian Achievernent Test - 

Second Edition, (b) to assess the impact of coaching on students' performances on the 

CATî2, and (c) to investigate students' views of the assessrnent process. 

As the results fiom the t-tests for al1 three groups and fiom the logistic regression 

for the control and experimental groups indicate, students' scores on the CAW2 

Mathematics subtests were statistically significant predictors of student success in Math 

050. Considering al1 the possible variables affecting student persistence or 

nonpersistence in ABE courses, having a single measwe that predicted the 

success/nonsuccess for 70%, 7 1 % and 75% of the students in the accelerated, control and 

experimental groups, respectively, of Math 050 is astounding. However, the results fiom 

the logistic regression for the accelerated group were not significant. The conflicting 

results may be due to the srna11 sample sizes and to confounding variables that could not 

be controlled in this study. Specifically, the accelerated group had a different instructor 

and fewer hours of imînction o v a  a shorter time period as compared to the other two 

groups. 



The results fbm the linear regression analyses also indicate it may be possible to 

predict final grades for students that complete Math 050 using test scores since this study 

revealed a moderate, positive relationship between students' CATI2 combineci 

mathematics scores and their finai grades in Math 050. Oddly enough, the linear 

relationship was detennined to be signifiant for the accelerated group, but not for the 

control or the experirnental group. The variability in these results is most likely due to 

the smaller sample sizes of the subsets taken fiom the original data. As well, the 

conflicting results may be related to the accelerated group having a different instnictor 

and timeline. To detennine the tme strength of this relationship, this study needs to be 

repeated with larger sample sizes and if possible, greater control of the confounding 

variables. 

Some strength is given to the hypothesis that coaching improves students' 

performances on the CAT/2 mathematics subtests. Both the t-test and the effect size 

verified the experimental group's performance on the CAT/2 subtests was better than that 

of the control group. Moreover, the effect size calcuiated in this snidy, 0.58, was much 

greater than any value reported in the cited meta-analysis snidies (refer to TABLE 1).  

However, because there was no pre-test data and because random assignment was not 

possible, the quantitative results must be interpreted with extreme caution as there are no 

assurances that the groups were equivaient prior to the coaching activity. 
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In terms of the qualitative data, it appears that most students felt a tutorial prior to 

the assessment testing was or would have been beneficial. Interestingly enough, the 

volume of comrnents relating to tirne, both positive and negative, was much greater for 

the control group than the experimental group. A possible explanation for this difference 

is that the experimental group was given a thorough explanation of the necessity of 

timing for standardized exarns while the control group was not. In addition, the 

experimental group was instmcted during the tutorid to Pace themselves because of the 

time constraint; hence, they knew what to expect and how to manage the time restraint- 

Consequently, participating in the tutorial may have diminished the time issue for the 

experimental group. The control group also made more comments relating to test 

anxiety than did the experimental group. It is possible that participating in the tutorial 

prior to the exarnination may have reduced the anxiety for the students in the 

experimental group. Certainly, there could be other explanations for these differences, 

and only fùture studies c m  confirm or refùte these suppositions. 

Although the t-test and the effect size indicate the experimental group's 

performance on the CAT/2 was significantly better than that of the control group's, the 

regression analysis revealed an interesting trend. For both the logistic regression and the 

linear regression, the control group exhibiteci a better fit in ternis of the regression 

analysis than did the experimental group. One plausible explanation is that the CATI2 

scores for the experimental group were falsely inflated by the tutonal and hence not 

indicative of the students' true abilities. However, considering the duration of the tutorial 

for this study and the results nom other coaching studies, many other factors could be 
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contributing to these differences. Consequently more data must be gathered to test this 

conjecture. 

If this study was to be repeated, the students and the facilitator agreed that the 

following changes to the tutonal would be beneficial. First, the time allotted must be at 

least one hour or longer. This would provide the facilitator with more time to elicit 

responses from the students, review the test-taking suggestions by analyzing random 

questions on the locator test, and allow time for increased interaction between the 

students and the facilitator. Second, the minimum time lapse between the tutonal and the 

examination should be at least one day. This would provide the students with an 

opportunity to absorb the material presented in the tutorial. Third, the tutorial should 

focus more on the subject matter than the test-taking strategies. Such a tutonal may 

decrease the anxiety levels of students and hence improve theu performance and diminish 

the trauma of the assessment testing proçess. 

Comments made by the students in their unitten reflections provided some 

valuable insight into the students' views of the assessrnent process. Overall, students did 

not seem to find the assesment testing experience to be as devastating as many 

educaton/administrators rnight have expected. Indeed, many participants descnbed it as 

a worthwhile leaming experience. However, a significant nurnber of the participants had 

no comment or were neutral to the whole experience. Moreover, some participants 

clearly found the assessment experience stressful and even discouraging. It is m e  that 

motivation may have influenced the qualitative resuits and hence the written reflections 
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have to be interpreted with some caution. Students' opinions may have differed 

signi ficantly if they knew their performance on the assessment test would have had a 

major impact on their educational studies. 

According to the nonpararnetric analysis, no relationships existed between the 

type of comrnents and the CATI2 combined scale-scores and/or the students' achievement 

in Math 050. However, there may be severai reasons related to the design of this study 

that could explain why no relationships were discovered. Most importantly, the 

classification of the comments by type and by group created extrernely small subgroups 

used in the nonparamettic statistical analysis. in several instances, the subgroups 

consisted of only one value and the largest subgmup consisteci of just eleven values. 

Hence, the analysis of these data is questionable. Another reason no relationships were 

discovered may be due to the interpretation of the raw data. Even though the majorîty of 

the students participated in the construction of the categories and themes, I may have 

misinterpreted numerous cornments by those students who did not participate in the 

review sessions. Specifically the students that witbdrew within the first 3 weeks of Math 

050 would not have participated in the follow-up interviews and hence theu input was not 

included in these resuits. Therefore, if this study were repeated, 1 would highly 

recornmend a more stnictured approach to eliciting student responses. Narnely, I would 

have the students complete a questionnaire at the end of the assessment process. 

Specifically, 1 would ask the students to state whether participating in the assessment 

testing process was a positive, negative or neutral experience. In addition, 1 would 

include some simple yesho questions such as: Was the time allotted sufficient? Did you 
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like the multiple-choice format of the test or would you prefer a different format? Was 

participating in the tutorial worthwhile? These structure questions plus any additional 

cornments would increase the accuracy of the interpretation, and hence the reliability of 

the qualitative data. 

Besides answering the specified questions, the data tiom this study revealed one 

other significant issue: Math 050 classes at the University College of the Cariboo appear 

to suffer fiom high aîtrition rates. As rnentioned earlier, of the seventy-one students that 

wrote the CAT/2 assessrnent at the beginning of the semester, only forty-one completed 

their studies. This çombined attrition rate of  42% is consistent with the reported ABE 

attrition rates fkom other studies (Cain & Whalen, 1979; Quigley, i 992; Thomas, 1990). 

Addressing the high attrition rate is not a simple process. As the literahue review 
- 

revealed, high attrition rates in ABE programs are a result of a multitude of variables. 

Students' situations such as family and job responsibilities, and finances can prevent 

them from completing their studies. Institutional practices such as poor scheduling and a 

lack of support also may lead to high atîrition rates. As well, dispositional factors such as 

low motivation and little or no support fiom family and tiiends also may precipitate 

students dropping out of ABE courses. Consequently, ABE providers such as UCC must 

continue to identify the variables contributing to the high aîtrition rates and search for 

solutions to the attrition problem. In hindsight, this project may have been able to gather 

more attrition data if it had included a follow-up survey of the noncompleters to ascertain 

their activities after dropping out of the course and their reasons for not wmpleting the 

course. A survey of the completers aiso may have provided sorne valuable information. 
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Hence, I would strongly recomrnend that any future student success research at UCC 

include some type of follow-up survey. Momver, 1 would encourage the College 

Preparation department at UCC to initiate a research project that specifically investigates 

the attritiodretention situation in al1 their ABE courses. 

Conclusion 

A report on the fbture needs of leamers in the British Columbia College System 

by Ted James ( 1999) strongly recommended "that colleges incorporate a greater 

institutional responsibility for ensuring that leamm are successfûl in their endeavors" (p. 

76). Endemic to efforts of retention and success in ABE programs is the issue of ABE 

assessment/placement practices. As Patricia Cross States: 

We have no more right to expect a student without 
reading skills to be an effective learner than we do to 
expect a carpenter without a hamrner to be effective at 
pouding nails. (as cited in Noel, Levitz, Saluri & 
Associates, 1985, p. 14) 

Since adults enter ABE programs with varying Ievels of basic academic skills, 

rnost ABE providers would agree that accurate assessrnent and proper placement is a 

fundamentai strategy for handling the dilemma of under-prepared lemers. By embracing 

this strategy, educational institutes will be dernonstrating that they are interested in 

leaming as much as they possibly can about their potential students and their needs, and 

that they are trying to maxùnize the likelihood of success for each student. The results 
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fiom this study provide anpirical evidene that supports the incorporation o f  assessment 

testing in any ABE placement process. Such assessrnent testing has the potential to 

mitigate student aiîrition by anticipating which potential students are at a high nsk of not 

completing their academic studies and thus providing the institutes with an a prion 

opportunity to intervene. 

Throughout my discussion, 1 have endeavored to identiQ weaknesses in this study 

that preclude any attempt to draw f k n  conclusions and broad generalizations. As 

mentioned, the major weaknesses are its limited generalization due to research design and 

the possible error in interpreting the qualitative data. Consequently, it is crucial these 

results be validated by fuhue studies before any final inférences are drawn. Specifically, 

the logistic regression mode1 m u t  be tested; the coaching experiment needs to be 

repeated with a pre-tedpost-test design; and more qualitative data relating to the 

students' views of the process must be collecteci by studies that pref~ably incorporate the 

aforernentioned refinernents. Furthemore, to increase the generalizability, fùture studies 

should incorporate random sampling nom more ABE courses/prograrns offered by a 

variety of educational institutes in other geographicai areas. As well, cornparison studies 

involving other assessment tests need to be completed to determine whether or not the 

CAT/2 mathematics subtests are the best assessment tod for predicting student success in 

ABE mathematics course at the University College of the Cariboo and elsewhere. 

Moreover, it is crucial that attritiodretention prediction models similar to the logistic 

regression models fonnulated in this study be developed by individual campuses for 

Iocalized used. There is no doubt that the issue of assessment testing as a predictor of 



69 

student success will continue to generate an abundance of research activities. It is m y  

hope that this study will be a source of valuable information for such funne projects. 
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divide whok nimkn. dcamrlr. h d a m  ud inicgaz, and to soie probicms invdving 
percenu, expomnll d dg- Opcrrtionr. Tesi 8 consias of 40 multipk choice 
q u d o m  in wtiidi the audents have 30 minuta 10 annpke. 
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Appendix B 

Consent Form 



THE UNIVERSITY COLLEGE OF THE CARIBOO Form #1 

In formcd Consent by Subjtcts to Participa te 
in a Rcscarch Project or Expcrimcnt 

1 undasund the paccdurrr io  k d m this pmjœt uid tht persomi risks to me in ulang pn. 
I undenund that 1 m y  dûse to prricipate or witbdmw my putiaptioa in put a rH of this projecl ri ury  time 
without consequcnœ. Any &ta cdkaed h m  me pn'or ta my witbdmml fiom the study dl be denroycd. If 1 
am apm of the graip thu puricipms in the tutorid, uiy conimcnat 1 mdc will k d d c t d  fiom the tnnsaipi. 
M y  involvement or non-imolwmait m lhir pojm u in no way nlud to my anploymmt contract or to my 
statu as a p u i m  or audent. 
I aiso understand thu 1 mmy ulr uiy questions or registu any complwit 1 mi* hrve about the projeci wiih 
ather the chid mrircba  nuncd or with Sgrk SllljKd. Dcrr of ibe Divisioi or kudtni 
Dtveiopmcnt. The Univamy Cokgc o f  the Cuiboo. PHONE: U U 2 S S 2 9 2  
or wiih Pr. I&ee Frai- Cridute Sopewisor for C i d y  Jimts* Mastar Dqm, Faculty of 
Eduution, UnniffJity of Vctorii. PHONE: -721-7794 



AGE: GEM)ER- O U  OFaaik 

RUSON FOR TAKING THIS COURSE: 

HAVEYOUTAI(PiACATn-LEVELIIWLNTHEPASTYEAR? O Y U  ON0 

[r YES, WH- WHEN ud WHY DID YOU WRlTE TT?: 

I have recavcd 8 copy of this corucnt form uid r subject fecdbrck fonn 

DATE: 



Appendîx C 

Construction Tables 



TABLE C. 1 

Accelerated gr ou^ -Written Reflections. 

Positive Commenb 

+ 1 don't have a problem with 
king timed, but 1 know some 
people who get so nervous 
that they "go blank" and 
don2 do as  well as thcy 
could 

Test Diflculty: 

Some of the questions were 
quite easy, and some of them 
1 had forgotten how to do. 

It wasn't a s  hard as 1 thought 
it might be, only tirne 
consuming. 

1 found this test supnsingly 
easy. 1 will interested to fmd 
out m y  mark (or how 1 wouid 
have done) (sic). 

I found it fairly simple but I 
was pretty slow as 1 have 
k e n  out of practice for a few 

Purpose of Test: 

It's a good chance for me to 
review math because 1 have 
not use math iong time. 1 di( 
learn al1 of thern before but 1 
forget a lot. It secms that it 
makes me recaii some of 
hem (sic). 

Negative Comments 

4 Test 7 Mathmatics - You need morc 
the .  

Test is rcasonablc in length although 
section 7 should allow morc tirne. 

4 1 think that 1 coüld of used more time 
(35 mk) on the fmt test 

4 1 was nished 

1 think rhat we should have gotten 
morc timc to work on the sections. 

I think that it is not enough time for 
test 7. 

4 1 don? rcally likc the idea of it being 
t imd 

4 1 undentand the need to time tests, 
but is it completely necessary to make 
things difficult. 

Trsr Design: 

4 1 wonder if multiple cboice is a me 
reflcction of ability. Several 
questions, I would have gottcn wmng 
if had gone with my first answer, but 
rt-calculatcd when 1 found it wasn't a 
choice. 

Neutrai 
Comments 

Test Di@è~fty: 

4 Fair to challengiag 
questions. 

4 1 found nothing 
wrong with this test. 

Test 8 Mathematics - 
was easier than test 7 

To me, the problem 
solving seems more 
dïf6cult than the 
actuai math. Test 7 
waswayharderthan 
test 8. 

4 Because this doesn't 
effect me at al1 1 
didn't maybe put in 
as much effon as 1 
normally would have. 

No comment. 



Positive Comments 

1 feel it can be used as a 
use fiil tool in prtparation for 
study habits, once a person is 
working h u g h  their 
studies. 

It is a good refkhment test. 

4 Haîe filling in dot marks. (find it 
distracting, but also fimi aii multiple 
choice tests distracting). 

4 1 am not in favor of test that use 
separate pages to mark in answers 
(sic). 

It was okay. The only thing 1 fct 1 
about it is. If it is used to grade 
somcone levcl of leaming it isn't quite 
fair because if you've been out of 
school for a while you forget abit but 
give a quick lesson and you got it al1 
back 1 thindc one should have a quick 
review befort going into it (sic). 

Tbe one thkg that is hard to 
understand is how you can grapb 
people when ail somcone rnight need 
is a little rchhing in math. And the 
course may not have really taught them 
they just had to remaber what they 
had forgotten. 

1 twk this test last Augus& and at this 
point i am not sure if I'm ready for this 
class. 

0 Found that not lcnowing what to 
expect on the exam (cg: examples) 
incrcased my anxiety. Test anxicty for 
me on this test around 6.0 or 7.0 (scale 
out of 10)' but 1 had a better 
environment then my group (wrotc half 
in assess-centre). 

1 O3 

Neuîral 
Comments 



TABLE C.2 

Control gr ou^ -Written Refiections. 
- - -- 

Positive Commen ts 

4 The right amount of time was 
definitely a l l o a d  

Time given was almost p e r k t  
boa times. 1 finished the second 
section and had only a ftw tefi on 
the first. 

1 thought that most of it was 
pretty basic, but their was a few 
questions 1 did have to guess at, 
and hopehlly I: will leam how to 
do it Iater in the course (sic). 

1 found some parts easier to do 
than others, but 1 completed 
everythmg. 

AI1 in al1 it was al1 nght. 

4 1 found this test to tease my brain. 
Some of the test, 1 knew, but could 
not recall. 

Some questions 1 found 
challenging but most were easy. 

It was O.K. 

4 It wasnt so bad (sic). 

4 Overail, fun afiernoon. 

4 1 thought we got too much rime- 1 
didn't think we needed as rnuch as 
we got. 

4 Did not complcte the fmt test due 
to shortage of the. 

4 After king out o f  pfafhcc for a 
while the time limits secm short. 

4 Dislike timed tests. Feel pressure 
when racing with the clock. 1 
always panic and never compleu. 

1 miss understood the time limits 
on the first part of  this test. 

Test D i f l c d y :  

4 Had some difficulties in a few 
questions - or misunderstood the 
units. 

4 The second part was a IittIe 
harder. 

O 1 just wished 1 could have used 
my calculator. 

4 ï h e  timed part about the tcst 
should be strcssed because a 
person must wrk quickly in order 
to awnsa al1 the question (sic). 

0 ïhe  fust part 1 
tmk  too long in 
figuring. 

1 found the 
second test a lot 
easier to work 
with. 

1 didn't find ii 
very hard, but 1 
also di&'t give it 
al1 that 1 couid 
have done. 1 knew 
that it wasn't for 
any marks. So 1 
didn't take it too 
seriously. 

Purpose of Test: 

4 1 feel if we get 
results fast enough 
we wiil h o w  
wbere we should 
be in Coiiege Prep 
Course. 



Positive Commenb 

4 I t  was fairly simple. 

Test Design: 

4 It wos very easy to follow and the 
directions were clear. 

+ Over ail though it's a good 
v&ety of questions. 

+ First part was basically common 
sense and no reai problem. 

Purpose of Test: 

The CAT test to me was a good 
way for myself to €id out where 
abouts 1 stand in passing my Math 
course. Also allowing it to take 
con trol of my brain for an hour 
was good practice to bcgin the 
course. It tested a lot of the 
abilities we should know and 
hopefully understand or will. 

It will be nice to see what wiil 
change at the end of the semester. 
What areas 1 have improved in and 
what areas 1 still need to work on. 

The CAT test helpcd me 
remember math 1 had forgottea 

Great idea - glad 1 took it, 
because it gives me an idea of 
where my math skills are a t  Can't 
wait to see the results. 

It was a littie wierd taking a test 
this soon, but it was good in a way 
just to see where my math skilis 
are and what 1 need to work on. 

1 bclieve m y  limited knowledge in 
Math makes me nervous about any 
math test The fac t that this test is 
going to tell me whert 1 stand 
overall concerns me and makes 
me wish I had listcncd in grade 
school. The diEerent leveis of 
questions makes it hard to believe 
you arc at a good standing 
amongst your peers if you don't do 
weil. Overall 1 found the ttst very 
sthssful and humbling. 

It is probably not very accurate 
because most of the class is a littie 
nisty in most math operations. 
Givcn that we have not had any 
istniction as of yet, only 2nd class 
(sic). 

Afkr two years away h m  school 
and mathematics 1 felt quite 
aprcheasive about wrïting a test, 
some questions were pretty basic, 
but somc of the mort complex 
ones snunped me, and 1 soon 
bccame de& which I feel 
aEfèctcd my work A small 
refresher course would have 
helpcd me some, 1 fee1 (sic). 



TABLE C.3 

Exverimental G m u ~  - Wntten Reflections. 

Positive Comments 

Test D i i u f t y :  

4 No problems. 

4 OK. 

Test Design: 

+ Good test. 

+ Good test. 

4 I think that the test is a good test. 

Purpose of Test: 

4 This gave me a good chance to 
refresh my brain of for the year. 
To introduce my math skills and 
wann them up. It seemed tbat 1 
could of done a higher level but 
this was a good start. Thank you. 

+ I think that this test right at the 
beginning of a semester is a good 
thing for the purpose of the teacher 
to know where each student 
stands, and for which sections to 
spend more cime on. 1 also thiak 
that if we wrote this test a week 
fYom now we al1 would do bctter at 
it. 

4 The test has given me an adequatc 
idea of where 1 stand, and might be 
recomendable as a mandatory Parr 
of the Math 050 course (sic). 

4 The fmt test didn't allow enough 
tirne. 

1 do not like having a tirne lixnit. 

It's was hard because school just 
startcd. I'm rusty on my math- 1 
haven't k e n  in school for a few 
ycars now. 

Test Design: 

4 Let us use calcalators (sic). 

4 Easy to lose your place on answer 
shect. 

Plrrpose of Test: 

+ I though the test was unnecessary. 
Why do people need to know how 
well 1 do in math- I can say 
personally I'm not the srnartest 
person and 1 don't need to be 
remindeci of that (sic). 

Tai A-: 

Tbe end of this test 1 just guessed. 
1 got flustcrcd at people walking 
out that 1 just gave up. 

Neutrd Comments 

Test Desigir: 

4 1 noticed there 
were a lot of A's 
for the right 
aLlSwerS and 
more than the 
usual none of the 
above. 

4 Becausetbis 
test doesn't 
reaily count for 
anything it is 
hard to honestly 
say you put in 
the best effort 
possible. 



Positive Comments 

moncrl: 

Teacher was extremely helpfùl 
with exam wriîïng tips. 

Like the tutorial it helped 1 wish 1 
could of had it when 1 took the 
CAT test. 

Tutorid was helpful, did not feel 1 
needed pre-test. 

Many years since 1 took this kind 
of test so tutond very hclphl. 
Also "locator" test helped to give 
me a feel for the best way to fmd 
answer. Hint about figuring out 
the answer first and also omit 
illogicd answers were helpfiil. 

1 did find it easier to do the test 
afier having a tutonal. 

Negative Comments 

1 found this test to be quite 
strrssm bccause 1 carnt to class 
today knowiag nothing about it. 

0 I get very nervous and try to rush 
when king t i m d  So I don? get 
a clear picturc of the question and 
can make mistakes because of 
that 

0 Other than that the tutorial needs 
to be a slightly bit more involved 
mort interaction fiom the class 
would also be helptll. 1 think 
people are afiaid to ask questions 
for the fear of feeling stupid or 
ciumb. Teachers need to make 
saidcnts f œ l  like theu questions 
am valid. 

1 felt a little patronizcd when 1 was 
taught how to fil1 in dots on a 
multiple choice exam. 1 am not a 
lab rat! 

-- 

Neutrril Comments 



Appendix D 

Transcript of Tutorial 



Tramcrint of Tutorial 

Researcher: Standardized tests, some of you have taken the CAT already. Standardized 

tests basicall y, there are aptitude standardize tests and achievement standardized tests. 

They try to measure what you are able ro do. That is the purpose of these tests. 

Achievement tests specifically looks at what you can do now. That's what we are 

interested in what you are able to do right now. That is what the Canadian Achievement 

Test is, a standardized achievement test. It measures basic academic skills in reading, 

spelling, language skills, study skills and mathematics. We are just going to look at the 

mathematics component. The objective in testing is to obtain an accurate rneaswement of 

your ability, basically. But, sometimes there are things that interfêre with that 

measurement. And that cuuld be that you are just not use of writing 2 standardized test 

or you suffer fiom test anxiety. Any here getting a little anxious yet? 

Student: Well not yet! 

Researcher: Not yet? 

Student: But 1 do when it cornes to the test. 

Researcher: Yesterday 1 had a student that said she just couldn't write the test. She was 

going white ... tnie test anxiety. So that really effects your perfomance ...!a 1 don? get a 

tnie measure of how you are doing on the test. That is why, in a lot of cases, some of 

these standardized tests offer coaching progams, and a lot of institutes offer coaching 

programs for the test before you write it. So what they are trying to do in the waching 

programs is to prepare you with test-taking skills. So that you are ready when you come 

in; you know what to expect and you can just go write the test. Because it is very 

intimidating when you corne in, there is al1 this paper work to fil1 out, and you've got to 

bubble this in and bubble that in, so by the t h e  you get through just the paper work part 

before the test you are aiready frazzled. So what the coaching programs do is try to help 
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you so when you do corne in you know what to expect, and you are ready. There are a 

lot of programs.. .GED, anybody aied to write that or looked at writing it? Huge manuals, 

preparation manuals for that. In fact, UCC offers a murse to prepare you for the GED. 

The LPI is another test we administer here and there are preparation manuais for that. 

Have you heard of the SAT, Scholastic Aptitude Tes t... done in the States? Just about al1 

the colleges require students to write that one. A massive amount of material, practice 

tests, preparatory material and coaching programs for the SAT. In fact, it is quite a 

controversy in the States about the number of coaching programs. So like I said a 

secondary purpose of my research is to see if a coaching program for the CA?' would 

benefit students like yourselves. 

So again, Standardized Test means we have to give the test under standard 

conditions that it was administered to everyone else. Basically ... it usually involves 

timing. Does that unnerve you a bit? I had a comment about that yesterday ... they didn't 

like it at all. 

So the CATI2 is a standardized test: you are only going to wn'te two of the subtests. 

ïhey are al1 multiple choice and they are timed. So basically afier going through al1 the 

preparatory material for standardized tests, the recommendations are as foIlows:. 

Number 1, Arrive early with necessary material. You do not want to come in late. 

Have you done that before? 

Student: Oh yeah! 

Researcher: We have a lot of students that register for tests off campus. They register 

through the internet or whatever. They have never been to the Assessment Centre. 

So Saturday moming 10 minutes before the test they are running around looking for the 

Assessment centre. You don't want to be doing that. That makes you more hyped-up. 

Student: I don't know, 1 like that rush! 



Researcher: Oh you like that adrenaline rush. Well, 1 still wouldn't recommend arriving 

late because you need to start on time. But good point, good point you made. 

Bring your necessq  material. How about not having your calculator with you and things 

like that? Find out what you need to bring to the test and make sure you bring it. Picture 

ID for example, if someone doesn't have it, 1 can't let them write the test. And that is not 

a good thing. Make sure you know what you need to b ~ g  and be here on time for the 

test. In fact, a lot of people will bring two calculators to a test. 

When you are getting the instructions for writing the test, of course, listen very 

carefully and if you have any questions ask thern. That's fine, take the tirne then, not 

during the test to ask the questions. Make sure you listen carefully, you understand what 

you have to do and how to do it. If you have any questions ask then, it is pretty straight 

forward, but a lot of people won't and then they are not sure how they should be filling in 

the answers. - 

With a timed test like this, you really need to pace yowself and I guess with any 

test if you only have an hour to write it, you need to make sure you Pace yourself. 

Um ... watching the clock. 1 always make sure 1 have my own watch with me because you 

never know if the clocks are working or if the testing m m  will even have a clock. 1 

don't know if you notic ed... this room doesn't even have a clock. 1 just noticed that. 

Prime example of why you should bring a watch. Um ... usually the invigilator will state 

the time, afier so much time has elapsed: 15 minutes, half an hour something like that. 

Make sure you have your own watch. 

For math questions, especially multiple choife questions, this is something that is 

recommended by a variety of programs, is that for math questions if they are multiple 

choice questions, work out the answer by yourself, then look for the multiple choice 

answer. So just work it out as if it was a long answer question k t .  Solve it yourself, 

then go find the answer. Don't try and go look at the answers and go oh that looks like 
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the right answer. It is much better to work it out long hand as if it were a long answer 

question. 

In some cases you may be able to solve the question by the process of elimination. 

For example if I gave you the math question something like 22 times negative 333, what 

would you know about the answer? 

Student: It should be negative. 

Student: No positives 

Researcher: It would be negative, so if there were any positive answers there, you know 

they 're not right. So the process of elimination can be used especially in math. It's so 

easy to look at it and go that's not logical. If you were Iooking for a weight, it couldn't be 

negative either. There are so many answets that are unreasonable. 

Work through the questions you can do, leave any questions that you get stuck on. 

Then come back to them if you have time. Go through the questions you can do first, 

then come back to the ones you couldn't do if you have time. 

One thing that often catches students, is that ... make sure when you are working 

with standardized tests, they usually have separate anmver sheets, make sure you are 

filling in the right section that matches with the right section of the answer sheet. A 

number of times 1 have had students filling in their English subtest and they are doing it 

in the math subtest answer section. Well if that happens, and you don't catch that, al1 

those answers could be wrong. And then they find out they've done that and they get 

really flustered. 1 don't think that helps. Make sure you're matching up the questions 

with the answer sheet. 



113 

And the last recommendation 1 have for you is double-check your answers at the 

end of the testing session if tirne pennits. So you can go back and check on your answers. 

Caution with that, if you are sitting there and going hum ... is that right, go with your fim 

instinct, it's usually right. But if it is a clear rniscaiculation or error then make the 

change. Usually your first instinct is right. 

Do you have any questions about any of those? You've probably heard most of 

this. Have any of you taken the Master Student course or somethhg dong that line? 

Student: Yes 

Student: Uh-huh 

Researcher: Ail of this is covered in Master student. And actually al1 of these 

recornrnendations came fiom the Canadian Test Centre that produces the CATi2. So 

those are the hints and the ideas to follow. But 1 still think the best way to prepare for any 

test is to do a practice test. And that is what 1 am going to let you do today, a practice run 

with what's calleci the CAT/2 Locator Test. It is just a little mini-test that is suppose to 

help us place you so we can decide if you should wrîte a level 17, 18, or 19. We haven't 

found it works that well doing that but I think it will be a great little practice test. That is 

what we are going to do today, just a little dry run with the locator test. So 1 will just 

hand out the answer sheet and if you could just put your name in there. We're only 

going to do the math portion of it. And this again is just for practice, we are not scoring it 

or anything like that. Just want you to get an idea of what it lwks like i t  And this looks 

very much like the answer sheet you will get for the CAT/2. It does differ a little bit as 

there are more tests on the CATI2 answer sheet. But basically that is the answer sheet 

and we are only going to do the math section. Now 1 will hand out the locator test. For 

the math section of the locator test, there are a total of 25 multiple choice questions we 

are going to work through, uh only 20 multiple choice questions. These are on page 3 of 
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the iocator test. Let's just go through the example question. Pretty straightforwafd 

sarnple question: find the answer of 1 plus 1. It is? 

Student: Four, hah, hah. 

Student: Nine. 

Researcher: 1 hope you would pick 2 and if you don't then 1 think 1 better talk to you 

after this session. And that would be the letter b so on the sample part of your answer 

sheet you wouid just circle in the letter b. So you just fi11 in the dot like that (showed the 

students on the chalkôoard how to fil1 in the dot). O.K. ? Now if you happa  to make a 

mistake, and you decide letter d is the correct answer, then I would ask you to cross this 

out and then circie in the ietter d. (showed the students on the board) 

Student: Do we use pencil or pen? 

Researcher: Pen or pencil is fine. Now if you go and have another second thought, no it 

was letter b, 1 plus 1 is two, then cross this out and circle this again. Sometimes students 

put an arrow to the answer. (showed the students on the board) Make sure you have only 

one answer and it is clearly identified. If there are two answers, I'm not sure which one is 

the true answer 1 will not mark it. 

So basically we are going to go through this, you start on question 2 1, do the 

calculation. 1 will hand out scrap papa so please don't write in the booklet. And we are 

going to time this, 1 will give you 15 minutes for it. Ah, that will be too much, let's do 10 

minutes. Let's put you under a bit of pressure, 1 O minutes and we will see how you are 

doing. So you're on page 3, you start at question 21, answer sheet on the math portion, 

no calculators. 

Student: Groan. 



Student: Oh no. 

Student: Ugh. 

Researcher: No calculators ... nice tty and you have 10 minutes, are you ready? 

Student: NO. 

Researcher: You're not ready, O.K. ? Now during this because it is a practice test, you 

can ask me questions. O.K. begin 

(Timer started. There were two questions during the practice tests, but the tape 

recorder did not pick up the conversation as both students spoke very quiet1 y. One 

student asked for clarification on the wording of a question and the other student wanted 

to know if there was a cumect answer to a question. This student was wnvinced there 

was an error with the examination. The timer signaled the end of the ten minutes, and 

most students had completed the practice test within this time period.) 

Researcber: So ten minutes lwks like it wasn't such a bad tirne. Most of you are 

finished. So how did it go? 

Student: Fine. 

Student: No problem. 

Student: Easy. 

Student: Good. 
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Researcher: So do you think you're O.K. with starting the CATI2 test then? You know 

how to fil1 in the dot The test will be similar but more involved as you have two separate 

tests with 85 questions. So it will take longer. Any questions? Any questions about the 

locator test, about writing the test, about anything 1 said in the tutorial? Are you ready 

then to write the CATI2 test? 

Student: Can we take a break? 

Researcher: Yes we can take a five-minute break, and when you corne back we will 

write the CAT/2 test. O.K.? Great! 

End of tutorial. 




