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ABSTRACT 

High attrition rates in ABE programs are a major concern for all adult educators. 

Accurate assessment and proper placement may be an effective strategy for reducing 

ABE attrition rates. A common approach to diagnosing the educational needs of ABE 

learners is standardized testing. The question is: Can standardized test scores predict 

student success in ABE courses? To answer this question, a research project was 

undertaken at the University College of the Cari boo to determine if the. Canadian 

Achievement Test (CAT/2) could predict student success in ABE courses. The results 

from this study indicate that the CAT/2 mathematics sub-tests scores are potent predictors 

of student success in ABE mathematics courses. In addition, the findings from this 

project support the theory that coaching activities enhance students' performances on 

achievement tests. Moreover, the qualitative data collected during this project challenge 

the universal view that testing traumatizes the fragile ABE learner. 
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Background 

Chapter One 

Introduction 

Approximately 31 % of Canadians age 20 and over, or 7 .0 million people, have not 

completed high school (Statistics Canada, 1998b ). The labour market and life prospects 

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

among nonsecondary graduates (Statistics Canada, 1998a). The nonsecondary graduates 

that do find employment often experience lengthy hours and low incomes, since most of 

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

1993). As a result, nonsecondary graduates have a greater dependency on employment 

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

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

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

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

provide nonsecondary graduates with the credentials required for entering employment or 

for further educational opportunities by enhancing the adult learner'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; 



Merriam & Cunningham, 1989; Quigley, 1992; Rachal, Jackson, & Leonard, 1987; 

Statistics Canada, 1984). 

As providers of ABE programs, post-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 ( 1981) states in 

her book, Adults as Learners: Increasing Participation and Facilitating Learning: 

The more education people have, the more education they want, 
and the more they participate in further learning activities. 
Furthermore, there is the strong probability of an echo effect in 
rising educational attainment since the children of well-educated 
parents are also more likely to become well educated. Thus, 
education is addictive not only for individuals but also for entire 
societies. (p. 15) 

Not only will the educational institutes benefit from a society that is committed to 

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

Canadians who continue to participate in educational 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 learner, post-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, 1981). Situational barriers are those arising from the circumstances 

of the potential learner such as cost, time or transportation problems, and home or job 

2 
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responsibilities including problems with child care. Institutional barriers consist of all 

those practices and procedures that discourage adults from participating in educational 

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

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

learner such as low self-confidence, negative attitude to classes and low personal priority. 

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

institutional barriers. For instance, British Columbia post-secondary institutions began 

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

being removed by diversifying timetables in order to provide a variety of scheduling 

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

more information in a variety of mediums, and simplifying admission/registration 

procedures. The dispositional barriers are more difficult to resolve. 

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

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

succeeding in their post-secondary education endeavor. Critical to student success is 

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

Marchilonis, 1984; Gravenberg & Rivers, 1987). Often mature students - students out of 

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

transcripts 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 academically. Such inaccurate 

placements may be one of the reasons 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 assessment tools 

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

majority of educational institutes. This prompts the question: Can student success in 

ABE courses be predicted by achievement test scores? 

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

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

students' performances is test anxiety (Winzer & Grigg, 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, standardized testing can be 

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

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

negative experiences in formal schooling and may be discouraged or intimidated by the 

testing procedure involved with standardized tests. 

Other factors influencing the learner'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; DerSimonian & 

Laird, 1983; Kulik, Kulik & Bangert, 1984; Messick & Jungebult, 1981; Samson, 1985; 

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

significant improvement (Messick, 1982). Thus, to reduce anxiety levels, minimize the 

"threat" of the testing situation, and hone test-taking skills; educational institutes may 



want to provide students with the opportunity to participate in achievement test-taking 

tutorials. Hence, a second question arises: Does participating in a test-taking tutorial 

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

Purpose of Study 

Currently, the University College of the Cariboo (UCC) College Preparation 

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

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

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

significant portion of academically 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 Assessment Centre, I 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, I initiated this research study with the primary objective of gathering data on 

assessment testing as 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 

5 



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 participating in a coaching activity improve student performance on the 

CAT/2? 

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

Significance of Study 

6 

The results from 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 ameliorate 

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

ABE educators who are concerned about the educational, psychological and financial 

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

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

decide to use the assessment as a tool to identify those students most likely to dropout. 

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

initiatives to those that need it most and hence maximize the use of finite resources. 

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

UCC may decide to establish tutorials for all students required to write standardized entry 

assessment tests. Such activities should increase students' chances of gaining entry into 
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their programs of choice. This would result in a ''win-win" situation for institutes and 

prospective students since an admissions barrier for the students would be removed while 

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

basis for further research into assessment 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, college and 

technical programs including comprehensive Adult Basic Education programs. 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 apply for post-secondary programs and/or to 

obtain credit towards the ABE Provincial Diploma. 

Data were collected from three classes of adult basic education mathematics 

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

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

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

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

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

administered, tape-recorded and transcribed by myself. All the students were asked to 



submit written reflections on their test-taking experience. The objective of collecting 

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

8 

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

who successfully completed the Math 050 course (earned a final grade of 50% or higher) 

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

complete the course or earned a final 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 unassisted control group. A prediction model for the dichotomous 

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

analysis was used to construct 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. 
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Limitations of Study 

The limitations o~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 timelines. Secondly, this 

study gathered data from UCC Math 050 courses and from the CAT/2 mathematics 

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

matter/courses, nor to other CAT/2 subtests or different assessment tests for obvious 

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

Math 050 course may differ significantly from mathematics 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. 



Chapter Two 

Literature Review 

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

of my research: I) Attrition in ABE courses, 2) Assessment 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 programs 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 phenomenon. 

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

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

Darkenwald and Knox ( 1975) 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 

10 



"employment-related" reasons, "academic achievement", and "personal factors" 

according to the ABE instructors in her study. 

More recent studies attempt to gather retention data from other sources such as 

student files and/or surveys of noncompleters. Studies that rely on student records 
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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 family background. 

In contrast, Cramer ( 1982) concluded that there were no significant differences in 

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

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

noncompleters, Semmons and Taylor ( 1997) tried to develop a demographic profile ofi:he 

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

unable to establish such a description. 

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

identify identical or similar reasons to those identified by instructors. For example, the 

results from the study by Cramer ( 1982) indicated dropouts "experienced conflicts with 

job and time of class and felt discouragement and lack of progress"(p. l ). Similarly, in a 

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

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

study of an urban worker education program, Perin and Greenberg ( 1994) also found 

personal and program-related issues were prominent reasons given for dropout. A three-
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year study by Malicky and Nonnan ( 1994) on participation and attrition in adult literacy 

programs in Alberta reported family problems and personal-psychology reasons, as well 

as learning problems as the most common reasons cited by the adult learners for not 

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

produced inconclusive findings. A classic example ofthis is Bosma's (1988) two-year 

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

of equivalence between the characteristics of dropouts and persisters in terms of six 

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

educational history and achievement, employment status, attitudes towards computers, 

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

were significant, but only accounted for 7.8% of the variance in attrition/persistence. As 

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

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

Some of these studies and many other ABE studies have detennined that the 

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

Rachal et. al., 1987; Thomas, 1990). As mentioned in chapter one, studies that focus on 

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

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

institutional and dispositional (Cross, 1981 ). The most commonly cited reasons classified 

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

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

CAAE/ICEA, 1982; Confederation College, 1987; Cross, 1981; Darkenwald & Valentine, 



1985; Hayes, 1988; Hayes & Darkenwald, 1988; Henry & Basile, 1994; Human 

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

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

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

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

commonly cited institutional barriers (Beder, 1990; CAAE/ICEA, 1982; Confederation 

College, 1987; Cross, 1981; Darkenwald & Valentine, 1985; Hayes, 1988; Henry & 

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

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

1992; Scanlan & Darkenwald, 1984). 
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A variety of dispositional barriers have been identified with the most prominent 

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

and negative past experiences with education (Beder, 1990; CAAE/ICEA, 1982; 

Confederation College, 1987; Cross, 1981; Darkenwald & Valentine, 1985; Hayes, 1988; 

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 ( 1981) found that in the survey 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 studies is that they 

heavily rely upon survey data. Although weH-designed surveys have definite strengths 

such as accuracy, generalizability, and convenience (Marshall & Rossman, 1999), they 

also have certain weaknesses. The most significant weakness pertinent to 

attrition/nonparticipation studies relates to the validity of survey data. When using 

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

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

or feelings, there is often a discrepancy between what people say during the interview and 

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

cognizant of how social norms might affect the answers given. As Jackson (1988) states 

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

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

This is one reason Patricia Cross ( 1981) surmised that dispositional barriers were 

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

more acceptable to say that one is too busy to participate in learning activities or that they 

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

ability" (Cross, 1981, p. 107). Similarly, the reasons for dropping out as cited by the 

adult learner must be interpreted with caution as students may provide what Garrison 

( 1988) termed as "ego sustaining rationalizations" (p. 200) as to why they discontinued. 

Like the nonparticipant, the adult learner may be reluctant to share the true reason for 

dropping out such as lacking the ability, and lhence provide an alternate reason that she/he 

presumes is more socially acceptable such as lack of time due to family responsibilities. 
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Limited generalization due to research methodologies is another major problem 

associated with attrition/nonparticipation studies. By their very nature, adult basic 

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

and outcomes. Such diversity is by far the major obstacle for transferability between 

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

generalizations. For instance, many studies incorporated random sampling, but logistical 

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

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

Lastly, some of these studies gathered the data from self or group administered 

questionnaires, others through mailed questionnaires, some by telephone survey 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 definition 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 

learners 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 

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

to a second semester and therefore measured 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 temporary withdrawals and to some 

degree for transfers. 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 and/or predict attrition in adult education. One of the more well 

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

model developed by Boshier (1973). He theorized that if incongruities develop for the 

adult learner that result in anxiety, then dropout is likely to occur. Although this model 

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

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

For instance, a study of adult learners enrolled in ABE English and mathematics courses 

by Garrison ( 1985) concluded that learners "with lower scholastic ability, lower self­

confidence, and greater socioeconomic change may set unrealistic goals for themselves 

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

dropout" (p. 36). Darkenwald and Gavin ( 1987) 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 
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initial expectations and actual experiences in the classroom social environment. 

Moreover, Malicky and Norman (1994) summarized their study of adult literacy 

programs 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 individuals and their environment" (p. 154). In contrast, another study of 

adult learners participating in ABE mathematics classes by Garrison (1987) revealed that 

the incongruency variables were poor predictors of dropout and hence Garrison 

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

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

have resulted in the anomalous finding and recommended further research before 

discounting or confirming Boshier's congruency 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, 1992; Groves & Groves, 1981; Jackson-Mayer, 1987; 

Noel, Levitz, & Kaufmann, 1982). The dilemma for educational institutes is to determine 

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

facilitate appropriate placement for students entering adult basic education courses, 

without discouraging or in extreme cases demoralizing the adult learner. 
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Assessment Testing as a Placement Tool for ABE Clientele 

One of the most common 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 (CAA T), the 

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

Range Achievement Test (WRA T), and domestic tests designed by the individual 

institutes (Brand, 1995; Crandall et. al., l 984~ Ehringhaus, 1991; Jones, 1989; Nurss, 

1989; Stricht, 1990; Venezky, Bristow & Sabatini, 1997). Considering the impact of 

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

in ABE programs, 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 consequential issue that should generate much research. 

When selecting a suitable assessment/placement tool, each educational institute 

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

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

tool because "achievement tests are based on school curricula, [hence] they measure the 

kind ofliteracy and numeracy skills expected in academic programs." (Jones, 1989, p. 

221). The University College of the Cariboo selected the Canadian Achievement Test -

Second Edition (CA T/2) from all 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 administer and 

score; and it is fairly inexpensive. 

Once an assessment 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 future behavior of learners (Stricht, 1990). A great 

deal of research has been completed to determine the predictive validity of 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 (LSA T), the Medical Colleges Admissions 

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

results (Educational Research Service, 1981; Hughes & Nelson; 1991; Rounds & 

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

ABLE, CAA T, 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, 1991; Stricht, 1990; 

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

phenomenon. 
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Results from the few studies that have evaluated the predictive validity of adult 

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

Nevertheless, each study has revealed the existence of some type ofrelationship between 

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

Grulick ( 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 (SA T-M), the Career Planning 

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

between the students' first quarter GPA and their scores on both the TEC-MA T test and 

the SA T-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-MA T test and the SA T-M. Insufficient data for the T ABE was cited as the main 

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

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

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

T ABE reading and mathematics scores. They found that a prediction model that utilizes 

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

predict sample completers. 

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

standardized tests and students' GP A and course grades from a different angle. In their 

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

Differential Aptitude Test (DAT) performance. Since this correlation was significant, the 



reverse also is true. However, the sample in this study was grade 11 students, therefore 

the results cannot be generalized to an adult population. 
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Venezky, Bristow and Sabatini ( 1997) also examined the use of standardized tests 

for placement from a different perspective. The investigators used a variety of measures 

to evaluate how the T ABE 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 T ABE locator test was a more effective 

predictor of actual placement than any of the full T ABE tests or other literacy tests, and at 

least as effective as the T ABE Total Reading. Since the T ABE locator test only requires 

3 7 minutes to administer and the full T ABE test battery requires three hours to 

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

for placement. 

Obviously more research on using standardized tests for ABE program placement 

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

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

educators are concerned 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. 
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Efficacy of Coaching for Standardized Tests 

The proliferation of coaching activities for standardized tests is only natural 

considering the extensive usage of standardized tests for making important educational 

decisions such as admissions to and placement in programs offered by post-secondary 

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

almost all of the predominate standardized tests in North America 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 (LSA T), the Medical Colleges Admissions Test (MCAT), the Scholastic 

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

coaching activities range from independent study using 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 

private 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 from 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 employed 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 term coaching, in general, encompasses a wide 
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variety of test preparation activities undertaken by students to improve test scores. 

Vernon (1954), in one of the first reviews of research pertaining to the efficacy of 

coaching activities, described coaching as the process "where students are told the right 

answer and are given hints on how to improve their performance" (p. 271 ). He 

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

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

parallel forms and with other similar material. Antastasi ( 1981) classified coaching 

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

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

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

( 1984 ), in a meta-analytic synthesis of results from 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 ( 1990), 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. 
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Research design, a major component of methodology, also varied immensely from 

one study to another. Some studies were designed with experimental and control groups, 

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

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

random samples. More indepth studies used a pretest/posttest design while others used 

posttest designs only. The pretest/posttest 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 family 

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

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

human 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 "good" 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) collected data 

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

it in the fall of their senior year. Approximately I in 20 showed a score increase of 100 

points or more and approximately I in 50 students showed a decrease of I 00 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 mind 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 assessment of coaching efficacy. 

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

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

experience does make a difference" (p. 280). DerSimonian and Laird (I 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 effect of coaching on SAT scores" 

(p. l ). 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 skills produced, on average, significant improvements in students scores on 

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

( 1984) showed that students could raise their scores on aptitude and achievement tests by 

participating in specific 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 time spent participating in coaching 

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

Bangert, 1984; Messick & Jungebult, 1981; Powers, 1985; Samson, 1985). This 

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

time and eventually leveling off. The coefficients of the equation vary with the type 

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

coaching activity. One explanation for the latter variance is that the length of the 

coaching activity relates to the method of coaching. Longer coaching periods ( 10 

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

coaching periods tend to focus on test-taking strategies (Ornstein, 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 all studies concur with this trend. 

The results from a study by Evans and Pike (1973) determined females benefited less 

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

and Jungebult ( 1981) found the students in coached groups tended to come from 

families with higher incomes. 



• Higher ability students tend to gain more from coaching activities that involve 

practice tests than lower ability students (Kulik, Kulik & Bangert, 1984; 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, 1981; V emon , 1954). 
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• Students who are coached using practice tests that are identical to the standardized 

test show greater improvements 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 coaching that involved practice tests is influenced by 

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

Bangert, 1984). 

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

and/or the type of coaching activity. Kulik, Kulik and Bangert (1984) 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 ORE was not susceptible to coaching of any form. However, due to the 

relatively small numbers of examinees in his study, Powers acknowledged that ''the 

findings may deserve replication" (p. 134). Rainey (1996) concluded that the ACT 

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

than nonparticipants. In contrast, Seaton (I 992) found there were significant gains in 

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

type of coaching activity may not be the reason for the contrasting results. The more 



likely causes are the existence of sample bias in both studies and variations in 

methodology between the two studies. Lastly, Samson (1985) found no significant 

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

achievement test scores. 
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Although these trends identify to some degree cause and effect relationships, the 

exact cause and its effect is extremely difficult to quantify due to the multitude of 

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

question of whether coaching works or not, but of how much student time and effort 

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

cited in Green, 1981, p. 11 ). 

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

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

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

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

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

study and the data collected. A summary of the effect size from six major studies is 

presented in TABLE I. 
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TABLE I 

The Effect of Coaching Activities on Standardized Tests. 

Study Description Type of Test 
Average 

Effect Size 

Bangert-Drowns, Kulik, and Kulik Meta-Analysis Achievement Tests 0.25 
( 1983) of 30 studies 

Becker ( 1990) Meta-Analysis Scholastic Aptitude Test 0.373 
of 48 studies (SAT) 

DerSimonian and Laird ( 1983) Meta-Analysis Scholastic Aptitude Test 0.10 
of 22 studies (SAn 

Kulik, Bangert-Drowns, and Kulik Meta-Analysis Aptitude Tests 0.33 
(1984) of 38 studies 

Samson ( 1985) Meta-Analysis Achievement Tests 0.33 
of 24 studies 

Scruggs, White and Bennion ( 1986) Meta-Analysis Achievement Tests 0.10 
of 24 studies 

For the achievement tests, the average effect size ranged from 0.10 to 0.33. In 

more familiar terms, these standard deviations indicate the gain from coaching was 

approximately equal to one month in grade level for an ES= 0.10 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 0.10 to 0.373. The 0.10 value equates to 10 points on the SAT scale (from 200 to 

800) and the average effect 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 difference corresponds to one more item correct on the 

SAT (Dyer, 1987). Thus a 10-point gain is equivalent to approximately one more correct 

item and a 3 7.3 point gain is equivalent to approximately five more correct items. 
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How significant are these gains? Statistically, an ES= 0.25 or greater is 

considered to be significant, although 0.25 relates to a small effect (Cohen, 1988). In 

terms of their impact on educational decision making, it is doubtful that a gain of l to 3 

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

majority of students. Only the borderline students may benefit from these gains attributed 

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

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

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

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

examinees or for educators" (p. 15). 

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

but because of the multitude of variables involved, it is difficult to determine 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 from any one study to situations involving other coaching activities and/or 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 knowledge none that have investigated the 

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

that needs further 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 has acquired the skills and knowledge pre-requisite for success in 

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

performance, but does this correspond to an improvement 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 has been gathered, yet this 

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

far have not been measured 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 

attrition/retention 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 model that can be applied consistently across 

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

is in its infancy and hence is lacking in both 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 fill some of the gaps in the existing research identified in this literature 

review. 



Design of Study 

Chapter Three 

Methods and Procedures 
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This applied correlational research also had an experimental component. Aside 

from investigating the relationship between achievement test scores and student success, I 

endeavored to determine 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, 1989; 

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, 1991 ; Grundy, 

1987; Lincoln & Guba, 1985). The primary 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 

Cari boo Ethics Committees. A copy of the signed ethic forms for both institutions are 

located in Appendix A. 



33 

Location and Setting 

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

of the University College of the Cariboo. Three classes of Math 050, roughly equivalent 

to the British Columbia High School Introductory Mathematics 11, participated in the 

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

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

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

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

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

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

question/answer sessions and deskwork. 

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

During this session, I provided an overview of the research project, a description of their 

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

complete. A copy of the consent form is supplied in Appendix B. The testing session 

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

control and accelerated groups wrote the mathematics 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 lastly 



completed their written reflections of the entire assessment experience. These activities 

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

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

winter semester of 1998/99. The adult students ranged in age from 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 demographic differences between the groups. The 

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

comparison, 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 frame. 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 instructors of the Math 050 courses were full-time faculty members of the 

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

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

college preparation courses at UCC. The instructor 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. I instructed the test-taking tutorial. 

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 combined with seven years of 

various administrative roles at the post-secondary level. 

Instruments 

The assessment tools used in this study were the Canadian Achievement Tests -

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

published by the Canadian Test Centre. The CAT/2 is a series of tests designed to 

measure achievement 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 CAT/2 (Canadian Test Centre, 

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

instructors were the other educational material 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 10.2 (Canadian Test Centre, 1992) 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 study focused on the 

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

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

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

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

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

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

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

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

minutes to complete. The reliability coefficient (KR20) of the CAT /2 mathematics 

subtests is 0.94 ( Canadian Test Centre, 1992}. 

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

and Mathematics, 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 CA T/2 test 

taking. 

Data Collection and Analysis 

For the statistical analysis, student scores for correct answers on the CAT/2 Tests 

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

scale-scores. Conversion tables used to convert the number-correct scores to scale-scores 
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were obtained from the Canadian Test Centre's Technical Bulletin (Canadian Test 

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

scores of the students who successfully completed the course were significantly higher 

than those who did not successfully complete the course. To develop a prediction model 

based on the binary response variable (successful 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 

linear regression analysis, the CAT/2 combined mathematics scores of the completers 

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

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

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

control groups. A one-directional 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 quantify the effect of the 

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

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

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

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

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

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

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

unassisted groups. Using the tables, I compared and contrasted the experiences by the 
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assisted group versus the nonassisted groups to identify similarities and differences. The 

integration of my analyses incorporated diagramming techniques as outlined by Strauss 

(1987). In terms of participatory action research, the goal of this analysis was to help the 

students learn how to better control the test-taking process by constructing, testing and 

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

& Levin, 1991 ). 

To establish credibility, I adhered to the credibility criteria associated with 

constructivist 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 substantial in terms of actual 

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

significant role in my interpretation process as I "tested out the findings with someone 

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

Specifically, I engaged a disinterested peer, the Leaming Specialist at UCC, to edit my 

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

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

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

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

constructions. They were given ample opportunity "to correct errors of fact or errors of 

interpretation ... (and) ... to offer additional information" (Guba & Lincoln, 1989, p. 239). 



Timeline for the Study 

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

winter semester of the 1998/99 academic year (January 4, 1999). Preceding the CA T/2 

examination, the experimental group participated in a tutorial that lasted approximately 

30 minutes. Then, I administered and scored the CAT/2-tests 7 and 8 for each of the 
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three groups. Proceeding the examination, each student was asked to write a reflection of 

their test-taking experience. I transcribed the tape-recording of the tutorial and the 

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

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

disinterested peer, the students were interviewed in groups to verify my constructions. 

During the follow-up interviews, the students augmented my initial summaries, then 

approved of my final constructions. Final grades were collected from the instructor at the 

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

and the achievement test scores was performed. Data collection and the initial analysis 

were completed by June of 1999. 



Chapter Four 

Results 

Predicting Student Success based on Achievement Test Scores 

Comparison of CAT/2 Achievement of the Successful Students versus the 

Unsuccessful Students. 
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Of the 71 students who participated in the assessment process of this study during 

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

attrition rate of 42% for all 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 completion rate for all three groups was 55%. A 

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

TABLE 2. 
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TABLE2 

Attrition and Success Rates, and Demogranhics of Stud~ Grouns. 

Statistics Accelerated Control Experimental Total 

Sample size (n) 27 24 20 71 

Females 18 (67%) 9 (38%) 10 (50%) 37 (52%) 

Males 9 (33%) 15 (63)% 10 (50%) 34 (48%) 

Average Age 24.1 22.5 28.7 24.9 

Completers 17 12 12 41 

NonCompleters 10 12 8 30 

Attrition Rate 37% 50% 40% 42% 

Suc•cessful Students 17 10 12 39 

Unsuccessful Students 10 14 8 32 

Success Rate 63% 45% 60% 55% 

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

Math 050 ( earned a final grade of 50% or higher) differed from the students that did not 

successfully complete Math 050 ( earned 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 successful students and the unsuccessful students was perfonned. 

TABLE 3 summarizes the statistical analysis for each group. 
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TABLE3 

Comparison of CAT/2 Achievement of the Successful Students vs. the Unsuccessful 

Students. 

Statistics Accelerated Control Experimental 

Sample size (n) 27 24 20 

Success Rate 63% 45% 60% 

Successful Unsuccessful Successful Unsuccessful Successful Unsuccessful 
Students Students Students Students Students Students 

Mean 608.88 562.75 596.75 539.75 623.67 562.88 

Variance 4314.83 4556.51 3838.74 165 l.91 4169.70 3073.13 

Observations 17 10 10 14 12 8 

Pooled Variance 4401.84 2546.52 3743.25 

Hypothesized 
0 0 0 

Mean Difference 

Alpha 0.05 0.05 0.05 

df 25 22 18 

t Statistic l.74 2.72 2.18 

P( one-directional) 0.047 0.006 0.022 

t critical l.71 l.72 l.73 

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

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

mean scores for those who did not successfully complete the course (p > 0.05). 



Logistic Regression Analysis of CAT /2 Achievement of the Successful 

Students versus the Unsuccessful Students. 
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In an effort to graph the relationship between the CAT/ 2 mathematics scale­

scores and success versus nonsuccess, I assigned a successful 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 resulting graphs of this binary outcome coding 

system are presented in FIGURES I - 3. 

FIGURE I. Success/Nonsuccess as a function of CA T/2 Combined Math Scores. 
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FIGURE 2. Success/Nonsuccess as a function of CAT/2 Combined Math Scores. 
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FIGURE 3. Success/Nonsuccess as a function of CAT /2 Combined Math Scores. 

Experimental Group 

CAT/2 Combined Math Score 

All three graphs resembled an S shape curve that is common to logistic functions. 

Hence, in an effort to model the resulting functions with their dichotomous outcomes 

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

analysis are summarized in TABLES 4 - 6. 

TABLE4 

Logistic Regression Classification Table - Accelerated Groupa 

Predicted 

Observed D Success Non-Success Percentage Correct 

Success 17 15 2 88.2% 

NonSuccess IO 6 4 40.0% 

Overall Percentage: 70.4% 

p-value: 0.079 

a The cut value is 0.50 



TABLES 

Logistic Regression Classification Table - Control Group3 

Predicted 

Observed !! Success NonSuccess Percentage Correct 

Success 14 11 3 78.6% 

NonSuccess 10 4 6 60.0% 

Overall Percentage: 70.8% 

p-value: 0.010 

a The cut value is 0.50 

TABLE6 

Logistic Regression Classification Table - Experimental Group3 

Predicted 

Observed !! Success Non-Success Percentage Correct 

Success 12 10 2 83.3% 

NonSuccess 8 3 5 62.5% 

Overall Percentage: 75.0% 

p-value: 0.029 

a The cut value is 0.50 

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

nonsuccess) for 70% of the students in the accelerated group, 71 % of students in the 

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

between the response variable (success or nonsuccess) and the CAT/2 combined 

mathematics scale-scores was significant for both the control and experimental groups. 
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Linear Regression Analysis of CAT/2 results and Math 0S0 Final Grades 

Further investigation into the relationship between the students' CA T/2 combined 

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

linear regression analysis on the data from the subsets of students who completed the 

course for each group. The scatterplots of Math 050 Final Grades as a function of CA T/2 

combined mathematics scores for each group are presented in FIGURE 4 - 6. 

FIGURE 4. Math 050 Final Grades as a function of CA T/2 Combined Math Scores. 

Accelerated Group 

90 . 

85 • 
80 --~ ._, 75 • 

~ 70 ,:, 
Z! 65 c., 
;; 60 
.5 
'- 55 

50 
45 • 
40 

450 500 550 600 650 700 750 

CAT/2 Combined Math Score 



47 

FIGURE 5. Math 050 Final Grades as a function of CA T/2 Combined Math Scores. 
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FIGURE 6. Math 050 Final Grade as a function of CAT/2 Combined Math Scores. 
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According to Pearson's coefficient, a moderate, positive linear relationship 

existed between CAT/2 scores and final grades for all three groups. Based on the 

correlation coefficient, approximately 33% of the variability in the students' final grades 

was predictable from 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 students' final grades and the CAT /2 

combined mathematics scale-scores was significant, an F-test was applied as a part of the 

regression analysis. The results of the regression analysis are summarized in TABLE 7. 

TABLE 7 

Linear Regression Analysis ofCAT/2 Results and Math 050 Final Grades. 

Statistics Accelerated Control Experimental 

Sample size 17 12 12 

Pearson's Coefficient (r) 0.5723 0.5715 0.5187 

Correlation Coefficient (r2) 0.3277 0.3266 0.2691 

Regression Coefficient - Slope (b) 0.0919 0.1441 0.0837 

Regression Coefficient - Intercept (a) 12.982 -21.662 24.642 

F-value 7.3116 4.8505 3.6817 

p-value 0.01633 0.05223 0.0840 

As indicated in TABLE 7, the linear relationship was significant for the accelerated 

group, questionable for the control group, and not significant for the experimental group. 

Effect of Coaching on CAT/2 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 prior to the assessment testing were 

significantly higher than the scores achieved iby 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 CA T/2 combined mathematics 



scale-score mean for the experimental group was greater than the mean for the control 

group. The summarized data from this analysis is given in TABLE 8. 

TABLE 8 

Comparison ofCAT/2 Achievement of the Control Group vs. the Experimental Group. 

Statistics Experimental Control 

Mean 599.35 563.5 

Variance 4479.87 3259.83 

Observations 20 24 

Pooled Variance 3811.75 

Hypothesized Mean Difference 0 

Alpha 0.05 

df 42 

t Statistic l.92 

P(T<= t) 0.031 

t critical l.682 

The effect size (ES) was also calculated to measure the effect that the coaching 

activity had on the students' CAT/2 performance. To calculate the effect size, the 

difference 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 •5 = 0.58 This calculated value is a significant effect size. 
✓381 l.75 
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Students' Views of the Assessment Process 

Although all 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 in the control group and eighty percent ( 16 out of 20) of the 

students in the experimental group completed the reflections. While reviewing the 

written reflections for all three groups, I found the comments could be categorized as 

Positive, Negative and Neutral in nature. Comments that indicated that the testing 

experience was useful and that the test itself was well designed or fair were classified as 

positive. Comments that indicated that the testing experience was more stressful than 

useful and that the test itself was poorly designed rather than fair were classified as 

negative. Comments that were neither positive nor negative in nature were classified as 

neutral comments. Once the comments were categorized as positive, negative, or neutral, 

further analysis revealed seven re-occurring themes which I identified as follows: Time, 

Test Difficulty, Test Design, Purpose of Test, Test Anxiety, Effort and Tutorials. During 

the follow-up interviews, all three groups agreed with my category and theme 

constructions, as did my disinterested peer. To present my constructions, I tabularized the 

comments based on the categories and the themes for each group in TABLE C. l - C.3 (refer 

to Appendix C). To avoid any interpretation error, the comments appear verbatim in these 

tables. 
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General Trends 

The majority of the comments involving a time theme were negative as many 

students were not comfortable with being timed and felt they did not have enough time to 

complete the subtests, especially subtest #7. One student's comment seems to 

summarize their frustration with being timed: "I 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. 

Comments on the test's level of difficulty 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 from 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 responses were as follows: "not 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 permitted to use a calculator. 
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Comments relating the purpose of the test were mainly positive. Many students 

felt that the testing experience was worthwhile because it "refreshed" their memories and 

helped them identify their strengths and weaknesses in mathematics. However, several 

students felt it would have been more useful if it was administered after 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 all. 

Comments referring to test anxiety were all classified as negative. Not knowing 

what to expect, being rushed, inadequate math background, returning to school after a 

lengthy departure, and negative reactions to tests in general summarize the content of 

these comments. 

Comments on effort were classified as neutral. In all three groups, at least one 

student pointed out that he/she may not have performed to their potential simply because 

the test did not contribute to their evaluation. 

The majority of the comments on the tutorial were positive, but there were a few 

negative comments too. In most cases the students felt that the tutorial 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. 
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Statistical Analysis 

Nonparametric statistical analyses were performed to determine if any 

relationships existed between the types of comments and the students' CAT/2 combined 

math scores and/or their achievement 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 all the subjects in the comment analysis, I 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 -

categories) -Negative, Neutral/No Comment, Positive and Mixed (the student 

provided two or more comments that differed in type); 

❖ Comments relating to the students' view of the assessment tool (7 categories) ­

Design, Difficulty, No Comment, Purpose, Time, Test Anxiety, and Mixed (the student 

provided two or more comments that differed in type). 

CA T/2 Combined Scale-scores and Comments 

A graphic presentation of the mean and two standard deviations of the CAT/2 

scale-score by comment category are presented as error-plots in FIGURES 7-12. 
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The graphs seem to indicate no relationships exist between the CAT/2 combined 

scale-scores and the type of comments. To test this supposition, I employed the Kruskal 

Wallis test for both sets of comments. The summary results of the analysis are presented 

in TABLES 9 and I 0. 
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TABLE9 

Kruskal Wallis Test ofCAT/2 Score vs. Comments relating to the Testing Ex12erience. 

Type of Accelerated Accelerated Control Control Experimental Experimental 

Comment N Mean Rank N Mean Rank N Mean Rank 

Negative 7 14.14 4 11.63 3 6.33 

Neutral/No 
11 12.91 

Comment 
5 8.70 8 9.25 

Mixed 5 12.60 8 11.25 4 14.25 

Positive 4 18.50 7 17.14 5 12.00 

Total 27 24 20 

Chi-Square 1.651 4.779 3.777 

p-value 0.648 0.189 0.287 

TABLE IO 

Kruskal Wallis Test ofCAT/2 Score vs. Comments relating to the Assessment Tool. 

Type of Accelerated Accelerated Control Control Experimental Experimental 

Comment N Mean Rank N Mean Rank N Mean Rank 

Design 2 9.5 24 2 11.00 

Difficulty 24 4 12.88 13.00 

Mixed 8 14. 13 10 13.30 7 12.43 

No Comment 9 13.67 4 8.25 8 9.25 

Purpose 4 15.75 2 18 4.00 

Test Anxiety 3 7.5 10.00 

Time 3 12 

Total 27 24 20 

Chi-Square 2.633 6.948 2.510 

p-value 0.756 0.225 0.775 
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The results confirm that no relationships exist between the CAT/2 scores and 

comments relating to the students' feelings about their testing experience or their view of 

the assessment tool. 

Final Achievement in Math 050 and Comments 

The bar graphs in FIGURES 13 - 18 present the type of comments by the proportion 

of successful and nonsuccessful students for each group: 

FIGURE 13: Testing Experience Comments FIGURE 14. Assessment Tool Comments by 
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These bar graphs seem to indicate that no relationships exist between the 

dichotomous outcomes (success and nonsuccess) and the type of comments. To test this 
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deduction, I employed the log-linear likelihood ratio test (g-test). The summary results of 

the analysis are presented in TABLES 11 and 12. 

TABLE l l 

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

Testing Experience. 

Type of 
Accelerated Accelerated 

Control Control Experimental Experimental 
Non- Non-

Comment 
Success 

Success 
Success 

Success NonSuccess Success 

Negative 4 3 3 2 

Neutral/No 5 6 
Comment 

2 3 4 4 

Mixed 5 6 2 3 

Positive 3 3 4 4 

Total 10 17 14 10 8 12 

Likelihood 6.377 2.814 2.508 
Ratio 

p-value .095 0.421 0.474 



TABLE12 

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

Assessment Tool 

Type of Accelerated 
Accelerated Control 

Control Experimental Experimental Non- Non-Comment 
Success 

Success 
Success 

Success NonSuccess Success 

Design 2 

Difficulty 2 2 

Mixed 2 6 6 4 2 5 

No 
5 4 2 2 4 4 

Comment 

Purpose 3 

Test 
3 Anxiety 

Time 2 

Total 10 17 14 10 8 12 

Likelihood 
5.914 5.278 4.682 

Ratio 

p-value 0.315 0.383 0.456 

The results verify 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 assessment tool. 
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Chapter Five 

Discussion 

The main purpose of this research was to gather information about assessment 

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 validity of the Mathematics subtests of the Canadian Achievement Test -

Second Edition, (b) to assess the impact of coaching on students' performances on the 

CAT /2, and ( c) to investigate students' views of the assessment process. 
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As the results from the t-tests for all three groups and from the logistic regression 

for the control and experimental groups indicate, students' scores on the CAT/2 

Mathematics subtests were statistically significant predictors of student success in Math 

050. Considering all the possible variables affecting student persistence or 

nonpersistence in ABE courses, having a single measure that predicted the 

success/nonsuccess for 70%, 71 % and 75% of the students in the accelerated, control and 

experimental groups, respectively, of Math 050 is astounding. However, the results from 

the logistic regression for the accelerated group were not significant. The conflicting 

results may be due to the small 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 instruction over a shorter time period as compared to the other two 

groups. 
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The results from 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' CAT/2 combined 

mathematics scores and their final grades in Math 050. Oddly enough, the linear 

relationship was determined to be significant for the accelerated group, but not for the 

control or the experimental group. The variability in these results is most likely due to 

the smaller sample sizes of the subsets taken from the original data. As well, the 

conflicting results may be related to the accelerated group having a different instructor 

and timeline. To determine the true 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 calculated in this study, 0.58, was much 

greater than any value reported in the cited meta-analysis studies (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 equivalent prior to the coaching activity. 
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In tenns 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 comments relating to time, 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 exams while the control group was not. In addition, the 

experimental group was instructed during the tutorial 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 examination may have reduced the anxiety for the students in the 

experimental group. Certainly, there could be other explanations for these differences, 

and only future studies can confirm or refute 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 exhibited a better fit in tenns of the regression 

analysis than did the experimental group. One plausible explanation is that the CAT/2 

scores for the experimental group were falsely inflated by the tutorial and hence not 

indicative of the students' true abilities. However, considering the duration of the tutorial 

for this study and the results from other coaching studies, many other factors could be 



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 tutorial 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 
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students and the facilitator. Second, the minimum time lapse between the tutorial 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 tutorial may 

decrease the anxiety levels of students and hence improve their performance and diminish 

the trauma of the assessment testing process. 

Comments made by the students in their written reflections provided some 

valuable insight into the students' views of the assessment process. Overall, students did 

not seem to find the assessment testing experience to be as devastating as many 

educators/administrators might have expected. Indeed, many participants described it as 

a worthwhile learning experience. However, a significant number 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 true that 

motivation may have influenced the qualitative results and hence the written reflections 



have to be interpreted with some caution. Students' opinions may have differed 

significantly if they knew their performance on the assessment test would have had a 

major impact on their educational studies. 

According to the nonparametric analysis, no relationships existed between the 
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type of comments and the CAT/2 combined scale-scores and/or the students' achievement 

in Math 050. However, there may be several 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 extremely small subgroups 

used in the nonparametric statistical analysis. In several instances, the subgroups 

consisted of only one value and the largest subgroup consisted 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 majority of 

the students participated in the construction of the categories and themes, I may have 

misinterpreted numerous comments by those students who did not participate in the 

review sessions. Specifically the students that withdrew within the first 3 weeks of Math 

050 would not have participated in the follow-up interviews and hence their input was not 

included in these results. Therefore, if this study were repeated, I would highly 

recommend a more structured approach to eliciting student responses. Namely, I would 

have the students complete a questionnaire at the end of the assessment process. 

Specifically, I would ask the students to state whether participating in the assessment 

testing process was a positive, negative or neutral experience. In addition, I would 

include some simple yes/no questions such as: Was the time allotted sufficient? Did you 



like the multiple-choice fonnat of the test or would you prefer a different fonnat? Was 

participating in the tutorial worthwhile? These structure questions plus any additional 

comments would increase the accuracy of the interpretation, and hence the reliability of 

the qualitative data. 
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Besides answering the specified questions, the data from this study revealed one 

other significant issue: Math 050 classes at the University College of the Cariboo appear 

to suffer from high attrition rates. As mentioned earlier, of the seventy-one students that 

wrote the CAT/2 assessment at the beginning of the semester, only forty-one completed 

their studies. This combined attrition rate of 42% is consistent with the reported ABE 

attrition rates from other studies (Cain & Whalen, 1979; Quigley, 1992; Thomas, 1990). 

Addressing the high attrition rate is not a simple process. As the literature 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 attrition rates. As well, dispositional factors such as 

low motivation and little or no support from family and friends 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 attrition 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 completing the 

course. A survey of the completers also may have provided some valuable infonnation. 
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Hence, I would strongly recommend that any future student success research at UCC 

include some type of follow-up survey. Moreover, I would encourage the College 

Preparation department at UCC to initiate a research project that specifically investigates 

the attrition/retention situation in all their ABE courses. 

Conclusion 

A report on the future needs of learners in the British Columbia College System 

by Ted James ( 1999) strongly recommended ''that colleges incorporate a greater 

institutional responsibility for ensuring that learners are successful 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 hammer to be effective at 
pounding nails. (as cited in Noel, Levitz, Saluri & 
Associates, 1985, p. 14) 

Since adults enter ABE programs with varying levels of basic academic skills, 

most ABE providers would agree that accurate assessment and proper placement is a 

fundamental strategy for handling the dilemma of under-prepared learners. By embracing 

this strategy, educational institutes will be demonstrating that they are interested in 

learning as much as they possibly can about their potential students and their needs, and 

that they are trying to maximize the likelihood. of success for each student. The results 
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from this study provide empirical evidence that supports the incorporation of assessment 

testing in any ABE placement process. Such assessment testing has the potential to 

mitigate student attrition by anticipating which potential students are at a high risk of not 

completing their academic studies and thus providing the institutes with an a priori 

opportunity to intervene. 

Titroughout my discussion, I have endeavored to identify weaknesses in this study 

that preclude any attempt to draw firm 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 future studies before any final inferences are drawn. Specifically, 

the logistic regression model must be tested; the coaching experiment needs to be 

repeated with a pre-test/post-test design; and more qualitative data relating to the 

students' views of the process must be collected by studies that preferably incorporate the 

aforementioned refinements. Furthermore, to increase the generalizability, future studies 

should incorporate random sampling from more ABE courses/programs offered by a 

variety of educational institutes in other geographical areas. As well, comparison studies 

involving other assessment tests need to be completed to determine whether or not the 

CA T/2 mathematics subtests are the best assessment tool for predicting student success in 

ABE mathematics course at the University College of the Cariboo and elsewhere. 

Moreover, it is crucial that attrition/retention prediction models similar to the logistic 

regression models formulated in this study be developed by individual campuses for 

localized used. There is no doubt that the issue of assessment testing as a predictor of 



student success will continue to generate an abundance of research activities. It is my 

hope that this study will be a source of valuable information for such future projects. 
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1. Adult Buie Education 
2. Assessment Testing 
3. Stude■t Success 
4. Coaching 
Location (i.c.,City, Prvvincc. COWllry): .Kaaloeps, B.C., Cu•d• 

2. SUMMARY OF PURPOSE AND OBJECTIVES OF PROJECT 

Brief but complete description IN LAY LANGUAGE of the purpose and obja:tMs of the projccL 
USE NO MORE THAN THIS PAGE 

Apprn--, 35 •,<, e1Cau41ua ace 15 •IMl-r, er,., •II""" people. 11-NI ceapleted lllch Kllaol (Slatlstln C...., 1991). It Is 
laperatm .. l"NIIU llplflcnely tile ,..i el peaplc '"1llellt • llleh acllool dlpleaa or ltt ...,.tnlnl, ceuldertlll t11e IKial u4 fflNIOlllic costs 
lo IHIYldnl CUNIW ...i .. Ca....UU Ndety. TN,-,,,_ of Ad•lt Bask u ... 11oe (ABI) Is lo pl'O\'lck 111« --oecoadary craduales with 
Ille c .......... nci•lnd for ellleri111-•l1,,--1 er fer fllrther ed•allollal eppertulUes ~ eall•acia& Iii« ad•ll lnnM!r'1 radlnc, 11·rill111, 
.. , ...... 11a1 .... lapa,l-tllillldllC Mils. Hewewr, of 11 .. mllllol,1 of peaplc dlclble lo •«etld ABE pncn••· e,,ly • ·••II pel'fflll■gc l<lu■lly 
,-nldpate ...i _. llewer naptece 111e■e pncn-■ (Calaaai, 1917; Mentaa A C■ul...,_-, tm; Q,dcie)', 1'92; Racllll, J■cuoa. & 
1-•n. 1"7; Slatlsela c ....... 1914). 

Al ,....w.n ef ABE, ... ,_, ,-1....-.lary .. _... •• 111,m_ Hdl _, Ille U■lffnlly CoUcce of Ille C1riboo--' lo fen1 Oii lD<rHIIIIC 
t1,e pertlcipllliN _. ceai,lelllia rata r.r tllete pncn-. To attract ...i ma&, die odalt leaner, po,t-MCOINlary la1dt- ... , remoff 
krrlen _. lacrn. ...._.--. 0.. of Ille_, 4lfflnlt barrlen to ~Is,,.._ ... l8clt of coafklnce. Te lac.- ll■deatt' 
-tweaca......, _....., - p....W. Ille...._ .. wt1II t1,e optla- caadfU.. ror tllaeedilll ta lMlr post-t«Nllary et1 ... 11o11al 
.......... Accwnte plaa■ ■•, "pccially la ABE P"'Cnat, Is• cndal n■■,,,_11o r•mre ••ttat. To .... re cornd pl-■t, 
Hllntlaal latl,_ ....i .. prwtck aref•I dtaca-h or eol■atloul -4s or ■4■11 .._nsen. TNre are• n• or eol■catloul a11es1-n1 
..... ani1a111t ta ................ nqlli-lt ud appropriate ,a-1, b•t the-_,__.,, ■sed by UCC ad otlwr 
Ca■odl•• --■daMI lastinles II Ille Cuodlu A~I Testt • s.c.d Ullilll (CAT/1). TIii• p19mplt Ilic Ont qaesUo■: Can 1t■ck11 
1■ca11 la ABE cwna lie preo11cte,1 ~ CAT/1 IC8ftl7 

A• with .U mts, ........ ,.,...._ .. ce w lldl.-t lelb aay lie i.n--i by ■ v111iety of facter,. 0. eftlle blgest thrau to obt1lnlng 
■ «11nte •--•da■ __. ,._.tt• ~ II let aulety (W ... r & Cria, 1"2; Wo■lfolll, l'91). l■-d, IIHUnlmtl teslln& <H 
lte _......., espedally ,_ petntlal ABE mde911 wllo typkally ltan Mt Ma t■c--r.11■ lllelr pl'ffiolu ed■catioeal e■da"'"· The 
-jertty or tllese ...... Uft w ........ n,eri..- .. ,.,..I~ .... ..,, lte dlH■llnpl or l■d•ld•led by Ille tatl■c pr,,ndure 
I■...,_. _._ ,, ............ -. Otller facton 1■11-.d■C 1k 1141.it ... ,_,.., perr--aay bl• lack of test-4allla& tldlh •■d 
ur..Hlarity ,nth 1k attuain el t&aNa...u..i acll..-1 lelda&, 0-., pertldp■tl■c la coaclli■c lldMUes <1111 l•p-e perfon■Htt 
(ll■dwr, l,M; ..... lffl; DwSlawla■ & Lelrd, 1"3; Kallk et. al, 19": Mea6ck & .hla,cebla&, 1,a1; S--1"5; Seal-■• 1'91; Ve,-, 
1954). ■IMI - .... , __ ., el CNdllllC tlae ca■ ...... , la slplfla■I .. ,,_,,1 (Mn■kll. 1"1). n ... t• redatt 1■1id)• leveb, 
■la!am tl,e •tllreat• el the t■ldac tltalllia u4 liwe test-wii■a llllllb. N11C11doul l■lldtlltes may ... , to pr,mde thldeeb with Ille 
opportuky to partldpale la llolMlanba,I tett-lllidac 1111oriah. 8-e, • -4 qaestloe h c-nled: Don ,-rtldpetl■c la • test-taking 
t•tori■I affect tt■-lt' ,error.■■- • ocll~t tests ■■<I/or alter their perupt1oft1 of the a11e11-■t prottU7 

TIie UIJllll el tbb re,nrdl p,.jecl h lo l■ffstlc■te Ille rdalloethlp benJ-. • ....._, tell 1core1 a■d 0■-1 cndes. •lie effect tutorial• 
ll■w on •"'""'eme■t test-C■ld■c perr-a■ct, ■1141 lo pdoer q••IIUtln data lh■I • •Y pl'OYHle ln1lcltlt Into the tl■cktlt1' vlewl of the 
IIMH-1 lftt-lllkhlc ,....... Depe■4lac 811 Ille .. ,-. •tc•lnca■t cb•■ces lo the .. _,_, test-t■ldng proces• ... ,. be llllplemented I I 
UCC aod OCllff ed■callliaal lasdt••es. I■ oddlllatl, 111h research may pl'O\'lck the ro.adatloe for r.r111cr researdl la1o a, oen_,,, •esllnc •• 
Kre■■IIIC ~ ,_ ether pncnas al UCC u wdl u ether pott.._duy I..Ut■tn.. 

TIie spedfk aitt!lm or 11111 nH■rdl are to uswcr the ro11ow1■c ,. .. 11oe1: 
• b tllen • rel■doutltlp loetweea ttlMlnl tcorat oa ••llleaada acbiewaeat lefts •ad llldr li■•l snda la •■theaatin Ahl• Batie 

Ed11alha (ABE) c.anes? 
• Do tt ... lt WM recdw • --cald■c l■torial with direct t■pemtory ■11ittuce ■chine hlchcr KOl'el OIi m1thaulia acllint-■• •esl1 

lhu 11Wdni1t with • talorial espertace7 
• Wut lesl•takl■c tkllb ........... "'"" lack ud llow don par11dpattac I• • l■torial "-"' lite odult tnn,er7 
• What are lludellU' new. or tl,e u --• tett-t■ld■s pn,ceu •IMI do the views or 11oda1t •Ito partldp1te la • t■torial differ free the 

...... ., ................ partldpate , •• t•torial7 



3. SUMMARY or METHODOLOGY AND PROCEDURES. 

Brief but complae descriplion IN LAY LANGUAGE ol Ille IMhodology and procedures. 
USE NO MORE THAN ONE PAGE 
(NOTE: If your lludy inwha clcception. you IIIUSI also complcle Ille "Dec:eption Fomi") 

MCU!tfllm 

Page 3 

Dau wil lie cellected f,- f•r d- ol aa,bautia adlllt Nik e4acatloll (lewl 58) eo11ne1 dari111 tile 1991199 
IICadaait year. Oae Ill die c1-(idelltlfied u die ape"-tal V-P I■ 1bit propow) will participate In a lat• 
takia& hlforial, wlllle die odiu dtree c1- (idaatlfied u die -•rol sr-p, Ille ■ccdented ll"IIIIP, ud Ille ,elf. 
paced pwp I■ dtb propeul) will IIIIC. Saraf..- tlle -■tJieaatlcs aectloas Ill Ille Cuadiu Adaleft-• Tests • 
leCNd ffitioa. ud nut -ne &nda will lie cellected f,- ■II f•r 11"1111,S. TIie 111torial _.. willl Ille 
n~tal 1nup will be lape-n,corded ucl lraucrilled by aylelf. All Ille lflldmls will •bmll wrille■ rdlectlons 
N llieir lal-4akia& aperialce. TIie abjectM Ill celletdll1 tillea qaaliutift data is to dderaiae Ille Shlde■l1' view1 

Ill Ille IC11-takill1 aperialce ud -,are tlle view, of tlle IUlilted ....... willl die: u■Uliaed ........ 

Staliltical ualylil wW defenaiae if a cornlatioll nilU Mtwca tlle llllde■u' - .. rbe ■adleaadcs teetio111 of 
Ille ac~t • ud dldr nut sndes. ud if tlle perf--■tt of Ille lllisted nperiaaatal er-, are 
liplncally dff'faar 111M tbe perf--■ce al Ille a■ulilred catrol l"UP• ladllctlw data ualYtb will be uled lo 
caut1'11Ct aaenJeu ab.- tile -...u• 1a1 talda1 esperialca llli■c Ille q,,alllllltft data (Uaala le C.ba, 1985). 

Pr:!ml!R 

Data nlkalee will bqia Ille ftnt week ol lbe water lelllleller ol Ille lfflM acaclemk year (J-ry-April al 1999). 
Pitcediws Ille CAT/2 eualaatloa, tlle ~tal ..-.. will participate ill a rarorial tllat ii upected to 1u1 
a,prvuautdy JG ■illllta. '1llea, I wlU ad■i■ister ucl IC8l"e Ille CA T/2-tatl 7 le I for eacb of tlle f•r snaps. 
After die: exa■iutlae, nda lhlcleat will be ulced to write a rdlClclioll of lbeir 1C1t-tak.in1 aperleace. I win 
rraucribe Ille t1pe-recenll111 ol tllc hlforial ud read Ille lllldaW' reflectieu l■■ediatdy. o~ I NYC created my 
i■ltial CNltr■dlou bued • Ille lnucriplloll ucl rdlecliem. Md I Ila-we reriewe4 tbna wldt Bad Trei-, 
An II e■t Ceacre Learaias s,«1•11•, Ille .. cle■U will be i■lerviewed ID snaps to ftrify •1 COUll'lldieu. Final 
&racla will lie colleded frv■ tlle iulnlCten at tlle ead oldie --«tier. Oaee tbe 1J11cla are recorded, llati•kal 
ualysls ol tllae snda ud tile ~• rai sncla wW lie perf..-.cL Dau c:olledloa ud ualy,11 are 
ldleduled te be cwplded lly J■ae 1"9. A -ry ol tlle re.tis wlU be ready by Scpt-ber lffl. TIie 
t-pldlo■ ~ fw my M .. cr'1 llleli1 II le■latMly let for April 2000. 
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4. DESCRIPTION OF POPULATION 

I) How many subjcas/plrticipants will be used? 

Approsimatdy I JO 1t11da1t1 will par11cipate la tlli11111dy. TIie nperi-taJ 11111 CNtrol Cl"llllpt 111 Ille rq■l■r Math 
50 IKIHIIII lllould CGalilt o1 30 ltlldHII per CJ'OIIP. TIie accdented V-P o1 MIiii 50 IIMNald IIIW appros.lnutely JO 
llllcleDII ud the Kif-paced Matll 50 croup ...W llaw appnwaatcty 2t llllde■tL 

b) Who is being recruited and what arc the criteria for their selection? 
AU Ille ....... e■rollcd bl Math 50 ,ectlNI tllat IUJ1 I■ JaNal)' el lffl lift llei■I recnalted. 

c) lffocus Groups arc being used, bow many groups and how many ~pants will be in each group? 

5. HOW ARE THI: SUBJECJ'S/PARTICIPANTS Bi:ING UCRUJ'BD! 

( ) By Lener (mclole • a,py) 

( ) By Tdepbone (1f ya, complete Appaidix 11, 9Tdcpbone COlllaCt Fonn) 

( ) Advatisemen1, Poller or Flyer (enclose • a,py) 

( ) If a focus group is inwlved, 111d if their selection and/or recruitmeftl difren from Ille lboYe, provide delails. 

My i■ill■l CNtKt will take place wltliin Ille Matb 50 dua,_. darillc Ille nna week ol Ille Winter !nlffler. 

6. PROJECT DETAILS 

I) Wbele will the project be COllducted'I 

Mai■ c .. pu el Ille Ualwnlty Collqe ol Ille Cariboo, Kaaloopl, B.C 

b) Research in Other Countries. For research that is to be conducted in other COUJllries, indicate how the l'CSCIICh will 
conform to the laws and CIISIOIIIS of that 00Ul1lry. 

Noc Applicable 

c) Will the subjeas/panicipants have any problems giving informed consent on their OW11 behall'1 (Consider physical or 
mental condition, age, language, institutionaliwion, incaroera11ion, or other barriefs) 

I do DO( foraee uy problems. 
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d) 

e) 

f) 

la)_ 

7. 

a) 

C) 

d) 

e ) 

Page S 

lftlle subjcaslpanicipanas arc• c-,eteat IO give fully infonned consent. who is empowered to give consent on their 
bellall'I 
I do ..C bcliffe tllil ii .,,,acable •• -,· racardL 

Whal is known about the risks and benefits of the pRJpOled resc:uch7 
ht my opi■ioa, tbeR are• risks ill~ r..- tbe •dea11 wllo participate ia tbe 11tudy. Howner, tbe students will 
baldil r.- aperieKi■& tlle Acliieftaatt leltis!J-Uldlll procc. firwt llud, apedally tholf tut may laavc to write 
tlle CA T/2 or u ~• as I t tett i■ tlM: r. .. re .. olttal■ adaittuce IO uotllcr poat-teeottdary procram 
efftml by UCC or a •lfferat d■calieeal itllffllltc. 

Whal ducomfort, incoDYenialcc, o, incapacity, if any, are the IUbjeclS/plruc:panu likely IO expcrienc:e as a result of the 

procedura7 
1-~ euaiutio■ will ... '5 ai11ata 1- ...._ts .. , der .-e llffll d■rin& tllis time. but I bope 
.. allmate tWs prier te tlM: _,..._ b7 eq,lailli■& tllc ,..,,_ .r •r racarcll ud a■plauiziq tlaat tbeir tat 
- "'"• be --..1■ tlldr _..flies_._. • a part al Ille CG11ne evallaatioll. 

If -'Ary Of otbt, CQll,tl F#ioll is to be o&n,d the~ provide daails or 1-■ts. payment schedules, 
and odlCr relCVUII dclails. 
Net Applicable. 

How macb time will a~ ~ to dalicale to the project? 
I wiD ffll■IR appre-■tdy 3 •n f,- tlle lllldeab ill tM esperiaatal crwp tbat participate I■ the tutorial, and 
ap,nm■au:ly 2.5 IIOlln r,- tlle ..._., i■ tllc mat,.. c,aps tll■I do ..c participate ID tlle .. teriaL 

DATA 

Who will ~ ac:cas 10 tbe dlla odler thin the principal iJMSliplOr and a,.invatigau,n7 (ie supervi-.s, graduate 
superwory c:omminee manben. if apptic:lble) 
I wW lie tlle •Ir pc,-wtdt acaa • die ,_ •• dlat idclltll'la tlle lllldellU. My naaltkc -ben. Dr. Leslee 
frucb-Pdt-■, Dr. Jlt■ Vuce, Md Dr. J.._ ~ a■d UCC's Learaiq SpedallR. Had Trqo, will llavc 
acaD to tllc ceded du -'7· 

How will confidelllialitr or the dala be -■inlained7 
I.ada partldput will be ...iped a adal ldatfflcatieit value. T.--rtp11 ad data tabla praaatill& tbe scorn, 
perca&aps a■tl -•aria wUI ldeMily ...._II by Ille cMell YUH ..iy. 'Ille ICltdellt'1 ■- ud/or their UCC 
llllcle:■t • abcr wW _,. appear I■ uy pablisllH r... All nw data will lie ltored i■ a locked fill■& cabi■et in my 
effltt .. ucc. 

What arc the plus for futme me or the rww data (beyond that cbcribed in this protocol?) Who will hive the right to main 
or dispose of the data? How and wheP will the dala be dcstroycd7 
Codd data ud data •••atiou wW be pabllsbd i■ my Master' s Thesil, ud possibly •bteqaalt jouraal articles. 
S■ ... rized data wfll be practltd te YUiolu UCC ■dai■iatraton and faculty. I will destroy tlle nw data one year 
after tllc c.mpletioe flf •Y Muter'• pn11na, wlticll is tmt■tlmy 1elledak11 ror April 2000. TIie nw acbin-emet11 
tat scora, fl■al p,Mla, aN laudwrine■ rdlectiolll wW be sbralded, ud Ille adlo tape flf tlle tutorial will be 
cnMIL 

Will uy clau that identify indh-iduals be available IO persons 04laer than the principal investigator and co-investigators or to 
pcnom/agcncies OUISidc the Uaivasity? 
No 

DcwJ Ill)' plus for feedback (debriefing) 10 the subjecu/participanlS. 
1-•c1c■11 will be i■t~ In V-PI to ttrify •Y cautl"IK:tiou ol lhdr peneptio■s of tlk -•• tatin,: 
proce. _,.. tlma tluwpeiit Ille ~r a■til my coastnctiou meet wltb tbe adeall' approval. 
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The University Collect of the Cariboo Ethics Committee 
For Research and Other Studies Involving Human Subjects 

Certificate of Approval 
PRINCIPAL INVESTIGATOR DEPARTMENT I: -:::-1:;t • •- ., t-, 1~~-•et::~ 

• • • ' I 

Cl James Anessment Centre i • ~ ~ -~·~ : 1-_) 
~S)YttERE RESEARCH WU. BE CARRIED OUT 

• of the Cartboo 

SPONSORING AGENCIES 

1'1~-f•,1,_: . _.. • • • • • :. ·:~,. ~1-..~--~ 

?~Y; .. -=~T ;(1' l :~ t~_:if1~•½ __ 1,:-.:•.;•,,1•· _•: :'•i · r •• • _ff ,. r,f. ·:,; r-; ,::, ,;,_;:~ t;,:-~,~-·~!!£7~.i ...... --:_.....,_ __ j 
APPftOVALMTE TEAM (YEARS) AMEN>EO 

December 10, 1998 3Years 
CERTIFICA TlON 

The protocol describing the above-named project has been reviewed by 
the Committee and the experimental procedures were found to be 

acceptable on ethical grounds for research involving human subjects. 

This Certificate of Approval is valid for the above term provided there is 
no change in the experimental procedures. 
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IS Wbal .tijccls will be Qduded from participalioo? 

"-

16 How are die IUbjecU being recruilal? (If initial QOalaCl is by lcUcJ or if a recruitlllCIII notice is IO be posted. au.ch a copy.) 
UCC EtlllCS Commitlec. H-Sulljects dilcoanccS iaitial coalaCI by telephone. However. iaean:hcrs who use telephone 
CG1111Ct need to complese the T~plto,w Cantoct Form (Fom ... ). 

My lailial c..lKI will CAR plattwldlla 1M c1-. 

17 If c:01111oluK inohed, and ifUieiudoctioa ud/ar recruitment differs from #14 • 16, provide details. 

S-•IIMft. 

Pllon:CT DETAIU 

II Wbere will the project be conduclal'l 

Maia C..,...ttk Ulllftnky Cellcp.tdle ~ 

19 Who will aamlly CODdllct the IIUdy7 

CW)'J-

20 Will the group of IUbjcQI have any problems giving informed c:oment on their own behall7 Consider physic:al or IIIClllal 
coaditioD. age, language. or ocher buricn. 

i••r..,_..,.,,..,._., 

21 lftbe IUbjecU are no1 c:iompctem to give fully informed coment, who "ill consent on tbeirbehall'l What mcasun:s wiU be 
lakal IO iDform and oblaill the CXJlllellt of Ille IUbjcct ~ as that is poaible? (See allo r- #1) 

... NC Wltwe tllis ii applicable• •1 raarda. 

22 Whal is k-.. about tbe risks aad bcndiu oftbe ~ research? Do you have additional opinions on this issue? 

h .,. oplaloa. tltcft ■ft - risks illftlm r...- tile ........... panlcip■te ID t1tc .... ,.. BDWffff, the studHU will benefit 
r.- nperielldng die Adi~t tada,-taki•1 proc- lint llucl, npec:ially ta.t that may Ila,-.: to write Ille CA T/2 or 
u equlv■le■t ••• • cent tat I■ 1M , ... ft IO ebl■i■ ■tll■ittuce to a■oeller post-d■r,· procram offer-rd by UCC or a 
different edllclWNal lutitaite. 
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23 What disclOmfon or incapacity arc tbc Slll,jecls likely ID endure u a raull of the cxperilllClllal procedures? 

TIie ..._, ...... .,_ wiU Id '5 ... ta TIie .clMlats _, mffer - .craa clllri•s tlli1 time, but I hope to 
alleriale dlla prier te die naaluliN by aplai•las die ,..,,._ ol my raeard1 ud a■pliuizl•& tllat tbeir test scores will 
DOI be recenlal ill dldr ..._. Illa_. ...i u a part el tbc cane nal■atio■. >..y lblllatt wlilo •ay •ffer from K\1:re 
tat-auidy will be llil'ldcll ID tbc c I I l'i■c elric:e (w ll■ltllllff (Ofra« Alll, plloae ••bcr: 828-5023). 

24 If~-or Gtlla aims-tioci is ID be offered IO the subjccU, provide details of amounu and payment schedules. 

NetAppliullle 

25 How much U- will a IUbjca ~ 10 ~ lo the project? 

I wll req■in: apprniaak:ly J _,. r,- die ltNmb I■ Ille aperiaeata! sr-, tllat participate la tile tutorial (20 
mia■ta r.r laltial aeedaa ad 1ip1-c., ta aa..a r-. 38 --•a for tbe t11torial, 70 ai-■ta for 111c UHi, IS minuta 
for tbc rdlecda■• l~S ■--a ror die r.a.-.p l■teniew1) 

26 How mucb liR wilJ a aaabcr of Ille c:omrol poup (if uy) haw to dlldic:ale to the project? 

I wm f'tlllllln: .,...._,, 2.5 .,_n f,- die lltlNlmtl I• tlile to11tnil sro■IIS l1lat tlo ■oc participate la tlle tutorial. (20 
•inta rw llliUal --s aat1 liplas III o,e ~ r-. ,e ........ for die a-. 1s au.ta for tllt rdlectioa, ls-4S 
aia■ta fer die ro1ew111 iaten-lewt) 

DATA 

27 Who will baft acca1 to the da&a7 

I will be die _, ~ wltla ac:ca1 • die nw du tut idaltifla die ltltdalu. My Muter'• caamlttet aembtn, Dr. 
Lake ,,_..,..., Dr. Jia Vucc, ud Dr. JGM ~. ud UCC'1 l.canlill& SpceiallR, Bud Trqo, will ba,1: 

--die a.I data aaly. 

21 How will a.fldmliality ol the da&a bf -i•--" 
Each partldpat wm lie mped a cCNlel Weadficatio■ ,..i.e. Tnucriptl ud data tabla pn:■eatla& the ■cores, 
,ercataaa u4 ~ wiU Wmt11y .._.ti by die coded n1■e -,,. TIie mN1eat'1 - ud/or their UCC student 
aamber will - appear la uy p■lllblle • r-. All raw data wiU be Mred ill a leckm fill■& cabi■d I• my office located 
ill tile UCC A mt Canre. 

29 What arc tbc plans for the fuuarc - ol the dala (beyond that dacnlled in this pn,IOCOI)? How and wbe■ will the data be 
dcsuuyed? 

Coded data ... data ••-tio■I wll be ,-lllbed la my Muter'• Thais, a■d poalbly ,uneqant jollraal articles. 
Su■■utzied daaa wiU be praaited le nrtaa UCC adal■iltndon ud fllClllty. I wiU destroy tllc raw data - year after 
tltt cemplclioe Ill ■y Muter' • pl'9p'a8, wblc• b tatathdy IJCbcd1lled for April 2000. TIit raw ac~t test scores. 
R■al srada. u4 llu4writta n:OectiNI wW be abmWed, ud tbe •dio tape el tile bltorial will be erued. 

30 Will any data which ideflti.fJCS individaab be availabk to persons or agencies outside the Raeuch group? If yes. then how do 
you propote IO CIDlllply wilh SSHRC pwlioa (Scctiom VI &. Vil)? 

No 



31 WiU ym, pn,jea ISie: (dleck) 

Q QualioM■im (lllbmit I CIOp)·) 

Q lmcrvicws (IUbmil I aaplc olqualiolls) 
0 OtJKrvaliom ( ..... I bric( dcscriplic,II) 

Ill Tau (Mllllil a brid' dacripeicm) 

□ R.mcw olpcr-■I --- iDdudulg acdica1 

INFORMED CONSENT 

32 Who will 0Dlllall7 (check) 

Iii Subject 
□ ~ 
□ Aga,;y 0Clicill(1) 

la tlle cw vlprojeds carried GIii • odlcr iNC...._ lM o.miaet nqm,a wriUcn puollllll .-eY WI! has been 
n:a:m,d. Plcue lpCICify below: 

□ Rarardl carried - ia I llllllpnal - lpp:RWII of halpilal .--aJdl or dhics commiucc. 
□ RCICaldl carried out ia a aool - ■ppnMII vi Sdlool Board ■nd/or Principal. (Exact requimncnts 

depead ca iadiYidull DOOi boards: diect witb lkm.) 
□ RcKardt carricld OIII ia I Prvvillcill Hcaltil AgattC'/ (Name of COIIIIICI per.- aad title). 

□ Olhcr. Specify: 

33 Writla Ailjcict _. (F«a fl or cac olyoar owa) is rcqlired in Ill cws Olbcr IJl■a qiatioonlires whp are a,mplelcd 
by Ilic abicsL (Scie ilra 134 forq9Cltioemirw: _,. rc,q,.ilCl4tdtl.) Plew dleck e■cll ilaa in die following lisl to 
a.aetblt tllewrillca_.fcllaaaachedcoalliDslll.-yil-. lf,vurrae■rtb illYOMlaJlllaClbytdcphonc, 
you nml IIOl fill out this 11DCt1011. 

L Ii 
b. II 
c.. llil 

d.. Iii 

C. II 
C. □ 

I- Iii 

b. ril 

i fil 

j . Iii 
k. □ 

I. II 

Tdlc vi pn,jea 
lcbti&aliaa of~ (ildudina I lelcpboK -.lier) 
Brid'blil c:amplac clacripuoll IN ~ICAL LANGUAGE olthc J1111J10R alt.be pro:iect 111d of 
all proc,cdura IO be carried OIII ill wllicb tlle IUl!jccls are im"'C)MJC(. 

Alllannce tbat identity vi lhc IUbjec:t will be kept confldcrlial aad delc:riplion of haw this will be 
IC'OMl!plishcd 

Sc--. ol Ille IDlal - o/tm 1h11 will be ftqlURI! o{ I Sllbjea. 
Dewls ol WISy Of odier compene•m, if aay, IO be o&red IO -.,cts. 
An offer IO■--, inquiries c:oaorming 11K pn,c:edura IO - !hi! tlley are fillly undmlood by 
lbc llitJja:l 111d IO proride dcbridin&, if ■pprupriale. 

A llllCfflClll ol lhc subjccl's rigbl IO reftlle to puticipaic or withdraw • any time and I swemcnt that 
wi!hdmnl « rel ... to paniciJIIIC will not jeopardize fllltheT trcltlllCllt. medical CIR or influence 
~ IIUdiag • applicable. NOTE: This 1111emeat .-Ibo appear oa lcacn ol initial contact. 
A pllQt f« liplbllt ol lllbjl,cl CONSDmNG to puticipaic ia !he raeardi pn,ja:l. invatiption or 
•udy. 
A llltancnt ~ rcceipl ol I copy of !he conxnt form includiag all 1nac:bmen!S. 

Parmlal CDIIR8l re.- DIil 0DClllin I IWaDelll of cboice providilla U optioa for rauaJ to p■rticipllC. 
(c.1- •1 amaail/l do IIOI 0lllalll IO my child's puticipetiao ill !his IIUCl)i.• (Form 12) 

Sipllllre ol a wi1-. 
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34 Questionnaires sboulcl contain an iatrocluctory parapaph which includes the following information. Please check each ilcm in 
the following lisl bcfOR IUblDiaioa ol this form to inswe that lhc inuocluctioll c:oruins all nec:asary items. .. □ 

b. □ 
c. □ 
cl. □ 
e. □ 
r. □ 

I- □ 
b. □ 
i. □ 

;. □ 

A1TACHMENTS 

TitlcofProject. 
ldenlif,cation ol invatipton (including a telephone number). 
A brief 1111nnwy that indicates the purpose of the project. 
The bc:nefill

0

IO be deriwd. 
A Cull description of lbe p,ot«lma to be carried oat in which lbe subjects are involved. 
A l1atancnl of the subject's right to refuse to participate or withdraw at any time "ithout jeopardizing 
further treatment, medical caR or class SWlding as applicable. NOTE: This Slatcment l1IUSl also 
appear oa explanatory letters imolving quationnaircs. 
lbc-l of time reqairal of the subjc,ct must be llaled. 
The llalemelll lllal if the questionnaire is complc:tcd it will be assumed that consent has been given. 
~ lbal identity of lbe IUbjocl will be kept coofldential and description of how this will be 
aa:omplilhcd. 
For ~ c:ilQalalcd by mail IWl!lit. a,py ol the explanatory letter as well IS • copy of Ille 

QllCSlicJanain,. 

3S Check items allachc:d to this IUbmisaioll, if appliclblc, i~ wbmissions will not be reviewed. 
a. □ Leacr ol iniua1 COlllacl (itan 16) 

b. □ Advcrtisemalt for wlun&eer Slqects (item 16) 
c. II Subject COIIRlll Conn (Form #1, - itan 33) 
cl. Iii Sul!jecl reeclak form (Form #3) 
e. □ Coatrol group COIIICIII form (if dlfl'emit from C lbcM) 
f. 0 Pareal/pardiu consent form (if dlfl'erait from C aboYe) (Form #2) 
1- □ Ar,crw;y COIIICIII (i1Cm 32~ (leUer _of __ ) 

h. □ Qua&ioanaites, taU. inlerYiews, etc. (item 31) 
i. □ Fxplllllt!o«y Idler with quesiioa111ire (item 34) 
j. □ OClcriptioa ol debriefing if cleccption is iavolvcd 
k. □ DeccptiCJn Form (Form #S) 
I. □ Tdcpllooe Fonn (Form N) 
m. II Othet. Specify: Rere,-

·6· 
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ADDITIONAL INFORMATION 

36 Uec this space IO provide information which you fed will be helpful 10 the dhic:s commillee OR 10 continue any item for which 
suffic:ial space was DOI avaibbk. 

••sts1mtd .,,,,..., 

Appndmady JS% fll Cuadiat aae 15 ud ewr, er 1., mlllioll peeplc, haw NC cempleted lti&h 11:ltool (Statistics 
Cauda, lffl). It la lapen1tift t9 ~ liplrlCUtly tilt pool ol peeplc wltltoat a !lip IClilool diploma er lu eqvh·alalt, 
~fflll tlte l9tial ud ~ alltl lO i11dhidul Caaadiaas ud 10 Cuadiaa toeiety. TIie puri- of Adall Buie 
Echlcatioll (ABE) la ta pnmcle tltc - tee:oada,,- 1nduatn with tlte credetltials required ror enteriac eaplo,·ment or for 
furtlter NaeatMal epper111altia lty euucl■I tilt adtllt leanier's rudi■a, writi■~ ■utllematical ud loaicaJ.thinkinc 
.. Downer, el t11e iullioa el peepk dlpble ta atte■d ABE~ •ly a -all percmtqe act■ llly par1icipate 
u4 na fewer c.aplele t1tca p....,._ (Calaaai, l'87; Merri- & Cu■lllp .. , 1919; Qul&tey, 1992; Rachal, Jac:kMD, 
& 1-anl, 1,.7; Statillia Cuada, 1"4). 

As prwri4en el ABE p~ ,--tee0adary edacado■al l■Jlitates l■dl u t11e U■lvenity Collqe of tlat Cariboo need to 
r- • hlcruli■a die panJclpaliea ull compldiea r■ta for tltat ,,........ Te attract a■d retai■ the adlllt leamer, 
UCC ... ._ hrrien ud i-.,.._,-. o. el tlle .... dlffladt barrien to reaove It llltdau' lad<. or 
cwfWmce. Te lac,- lbNlalU' wel'Wmce Inds. UCC -c p....WC tlle IJtlMlalU wittl tilt optia■• co■dltiolls for 
..ccecdl-, la tlleir ,---«tary Cihlcadoa■I e■lleffon. Acainu ~t, apeclally I■ ABE ,roarama. is a crucial 
coap■■mt • flllllre m To _re con-ect ,._., UCC _,.. ta prevkle c■reflll diapolil ol edacatiollal aeedl or 
INhh lea~ 1llere are a ~ el edllcatieul 1 1 mt IOob nallabk to dder■lillt edvcatieul reqaimnents ud 
..,,..,~ plac Im,.,. blrt tlte - ----•Y IIICd by ucc II tilt CuHiu Acltlnanalt Tau • Secoed Editloa 
(CAT/2). nil,,_,.. tile nnt qaadoa: Cu ltlldalt _,_ABE cwna be predicted by CA T/l lCOl"CI? 

As witlt all lalla, ......_, perf-• auic.-t tat, aay lie i.n.e■ced by a nridy olfacton. O■e of the bigat 
tltreau ta •••1 accar■te i■f--U. abollt -...u• perf-la test auicty (Wiuer & Grig, l'92; Woolfolk. 
1'90). laden, IUadanllzed tadaa cu bc _,,.lldalq. apedaly rer peteadal ABE 11Hat1 _.. typically lta,-e aot 
bear- - hi la tlleir pl'CftNI ~ e■4eawen. TIie .. jertly el t1tae .-,le llaft llad aqaCM aprrieaca in 
f-.1 9dielli■s ud .. , lie di.c.nipd or l■timitla&ecl bJ tile tati11J prwced■re ID.olftd witll R.Utdardlutl tats. Olller 
factors i■n.e■d•a die adeh leaner' • perfan■uc,i .. y lie a lack et tat-taklaa lkllll ud a■rUliliarlty wklt tlte 
aedtuia., ltuda.Niml ~t tadas, a..-, partidpatia& la cuduea actMtia cu lapreft perf•­
(Bcckcr, 1"9; ._., lffl; DerSi-lu A Laird, 1"3; Kulik d. al., 1'14; Malick & J■■Jd,ltlt, 1'81; s..-. 1915; 
Seataa, 1"2; Ven., 1'54), ud - --11 -u el-llhta time c:u ~t III lipilleut ,_,_, (Maslck. 
Jffl). n., ta r-■ce aulety Inda, alaiabt die "tltreat" ti tM tatia& lltudae ud MM test-caldq .._ UCC may 
•-te prwridc ......_ wtt1t tile~· ta participate ill CA T/l tat-bkia& tatoria1L Be■cc, a tee:Nd qllCltioll ii 
ae-,i1ed: Dea partldpaCl■a I■ a 1est-takl•1 tlltorial affect ...._, perf-uca oa aclliev-t 1au ud/or alter lheir 
peraptlou el 1k --■t precas! 

T1aia raeardl pl"9ject wlll lffatipelea IMICII die relatiNlhip ~ acll~t tat ICGl"CI ud fl■al pada, ud the 
dTect hl1oriab haw • aulnema1 tat-takl■a perf-..ce. la addkiea, lite qulltalitt data plllered wlU pnn'icle 
l■lipu late tlte ......_, new• fll tile 1 1 eat lat-llkitlc ,,__ De,eNie& .. die .. ,coma. lipUkut cltuca to 
tilt I I l ■t tat-uidaa procas _ , lie lapi-ted a1 ucc Pint, lrtltere b I corrdatloa bdwttll adlinnlenl ICOl"CI 

ud co■rw p-ada, tltell tltc acb~t tat may be adopted u .,. ■-aait tool fer placill& 1-1111 ltlldeal1 Into tbe 
appnpriale ABE cwna, dlemy lapJ'9riaa tilt ltNe■U' clluca., _ Secolldty, if llWdeaU wllo recaft usistuce 
perfera llettff • lite ~t tests ud lltele ltllde■U ltlll ~ ill tltdr ce■na, tltc "-tit Cmlre may 
ataltlilill optio■al hllOriab for all llallau reqt1lrell 10 write tlte CA T/2. Ue■cc, ltlldeab wbo •ay perform poorty on the 
ach""-t lat, doe ta tat anxiety ucl/or •llf-Ularity wltlt tJie acllie-.t tat-takin1 ror■w. lbonld improve llteir 
perf-lty attaiclla& die tllterial ud tltcreby illcreue tltdr dluca ti &alaiaC e■trJ lelO tlleir prearuu of cboi«. 
nia ••Id malt la a "wla-wl■" litution ror UCC ud penpectlw a.deau 1U1tt u admluiolU barrier ror the audents 
would be ~ while UCC w•ld iacreaK IU e■rollmeat. Tlllrdly, other CODttr■I aprased by the SIIMknts In their 
c-aaiu ..i •gatieu will be cvai.ated ud uy ~ ■-dif"ecatleu aay be lapleaalted by tile~• 
Ce■tre to 1-,l"fft die 1111 1Dt tatl•a procaa rer ■It tllole i•~ Flulty, tW. raearclt may pl'OVitk tilt foa11d1tioD 
ror rnr11tcr raearch i■to 111111:mnl tats u 1ereai■1 clerices ror edler UCC procnuu. 

- 7. 
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Observation Data 

There will be two sources of observational data collected during this project. First, the 
tutorial session with the experimental Math 50 group will be tape--recorded and 
transcribed by myself. Secondly, students in all four classes will submit written reflections 
on their test-taking experience. The objective of collecting these qualitative data is to 
detennine the students' views of the test-taking experience and compare the views of the 
assisted students with the unassisted students. 

To interpret these data, I will review the transcript of the tape-recorded tutorial and read 
the students' written reflections to create my initial description of the students' views of 
the test-taking experience. While reviewing the transcripts, I will try to identify what test­
taking skills the adult learners lack and how they benefit from participating in the test­
taking tutorial. While reviewing the reflections, I will try to summarize in tabular form the 
test-taking experiences for both the assisted group and unassisted groups. Using the table, 
I will compare and contrast the experiences by the assisted group versus the non-assisted 
groups to identify similarities and differences. 

Hazel Trego, Assessment Centre Leaming Specialist, will edit my draft versions of the 
constructions and provide feedback on my assumptions. I will incorporate her comments 
and suggestions in any new constructions. In addition, the students will review and verify 
my constructions during a short follow-up interview (approximately I 5 minutes). If my 
assumptions are not verified by the students, I will gather more information from the 
students, re-write my constructions and have the students verify the new constructions 
during a second follow-up interview. If necessary, I will repeat this process once more for 
a total of three follow-up interviews. 
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Testing Instruments 

The educational material used in this study will include the Canadian Achievement Tests -
second edition and the Canadian Achievement Locator Test 2, both of which were created 
by the Canadian Test Centre. The Canadian Achievement Tests- second edition (CAT/2) 
is a series of tests designed to measure achievement in the buic skills taught in schools 
across Canada. Educational objectives found in provincial and district curriculum guides, 
published textbooks, and major reading series are used to create the items for the CAT/2. 
There are eight levels of the CAT/2 related to grade ranges. The CAT/2 - level 18 which 
is related to the grade ranges of 8.0 through I 0.2 will be used for this study. The CAT /2 -
level I 8 contains eight tesu in five content areas: reading, spelling, language, study skills 
and mathematics. 

This study will focus on the mathematics content area and will utilize the usociated tests: 
Test 7 - Mathematics Concepts and Applications, and Test 8 - Mathematics Computation. 
Test 7 measures a student's ability to apply mathematical concepu related to numeration, 
number theory, data interpretation, basic al,gebra, measurement, lo,gical reasoning and 
buic geometry. It consists of 45 multiple choice questions in which the students have 35 
minutes to complete. Test 8 measures a student's ability to add, subtract. multiply, and 
divide whole numbers, decimals, fractions and integers, and to solve problems involving 
percents, exponents and algebraic operations. Test 8 consists of 40 multiple choice 
questions in which the students have 30 minutes to complete. 

The Canadian Achievement Locator Test 2 is designed to aid in selecting the appropriate 
test level for students. In this study, the Locator Test 2 will be used as a practice test 
during the tutorial session to familiarize studenu with the mechanics ofCAT/2 test-taking. 
Math 50 unit tests, assignments, mid-term exams and final exams created by the ABE 
instructors will be the other educational material used in this study. 
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Form #1 

Note: The University College and those conducting this project subscribe to the ethical conduct of research and 
to the protection at all times of the interests, comfon, and safety of subjects. This form and the 
information it contains ue given to you for your own protection and full understanding of the procedures, 
risks and benefiu involved. 

Having been asked by Cindy James, Coordinator or the Assessment Centre. Division of Student 
Development, The University College of the Cariboo, telephone number 12§:5471. to panicipate in a research 
project entitled: Assessment Testing and Student Success in Adult Basic Education Counes encompassing 
the following purpose and procedures and time commitment: 
♦ The purpose of this research is three-fold. The fint goal is to determine if student success in ABE courses 

can be predicted by achievement test scores. The second goal is to determine if students performance on 
achievement tests improve by participating in a test-taking tutorial with direct supervisory assistance. The 
third goal is to gain a better understanding of the students' experiences with assessment testing. 

♦ The procedure is u follows: During the initial contact you will be given an overview of the research project, 
a description of your role in tbe study and a timeline for the project. Preceding the Canadian Achievement 
Tests (CAT/2) examination, your class or another group of Math 50 will panicipate in a tutorial that is 
expected to last approximately 30 minutes. I will tape-record the tutorial in order to gather information on 
your views of the achievement test-taking process. Then, you will write the CAT/2-tests 7 & 8 which will 
take 65 minutes. After the examination, you will be asked to write a reflection of your test-taking 
experience. I expect this will take approximately 5 to IO minutes. I will transaibe the tape-recording of the 
tutorial and read your reflections. Based on the transcriptions and reflections, I will created my initial 
constructions of your views of the test-taking process. Then I will interview yourself and the other students 
to verify my constructions. Final grades will be collected from your instructor at the end of the semester. 
Once the grades are recorded, statistical analysis of these grades and tbe achievement test grades will be 
performed. 

• Total time commitment is estimated to be 3 hour:s for students who participate in the tutorial and 2.S hours 
for students who do not participate in the tutorial. 

I understand the procedures to be used on this project and the personal risks to me in taking part. 
I understand that I may refuse to participate or withdraw my panicipation in pan or all of this project at any time 
without consequence. Any data collected from me prior to my withdrawal from the study will be destroyed. If I 
am apan of the group that participates in the tutorial, any comments I made will be deleted from the transcript. 
My involvement or non-involvement in this project is in no way related to my employment contract or to my 
status as a patient or student. 
I also understand that I may ask any questions or register any complaint I might have about the project with 
either the chief resean:her named above or with Susie Safford. Dun of the Division of Student 
Development. The University College of the Cariboo. PHONE: 250-823-5192 
or with Dr. Leslee Fnncis-Pelton. Gnduate Supervisor for Cindy James' Muten Degne, Faculty of 
Education, University of Victoria. PHONE: 250-721-7794 
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Form #I 
Page 2 

Confidentiality will be maintained, u specified below, when the findings from this study are shared with various 
UCC administrators and f"culty, and published in the researcher' s Master's Thesis and subsequent journal 
articles. Copies of the results of this study, upon its completion, may be obtained by contacting: Cindy James: 

I agree to participate in this study by participating in the tutorial, writing the achievement tests, completing 
a penonal reflection of tbe tat-taking experience, and/or reviewing the conclusions constructed by the 
raearcber, as described above, during the period: 1991199 academic year at the main campus of the 
Univcnity College of the Cariboo in my Math 50 class. 

NAME(Plcaseprint): ________________________ _ 

STUDENT NUMBER: _______ _ 

ADDRESS: __________________________ _ 

AGE:. ______ _ GENDER: D Male D Female 

REASON FOR TAKING nns COURSE:. __________________ _ 

HAVE YOU TAKEN ACAT/2-LEVEL 18 TEST IN TIIEPASTYEAR? D Yes □ No 

IF YES, WHERE, WHEN and WHY DID YOU WRITE m : _____________ _ 

I have read and understood the above information regarding this project and voluntarily agree to participate in 
the project. I understand that my identity and any information obtained will be kept confidential through the 
process of coding. Tbe raean:ber will be tbe only penon with access to tbe raw data. Each participant 
will be assigned a code. Data tables presenting tbe scores, pen:entaccs and summaries will identify 
students by the coded value only. Tbe student's name and/or their UCC student number will never 
appear in any published form. Tbe data will be stored in a locked me cabinet in the researcher's office 
until it is destroyed one year from the date of completion of the researcher's Muten program which is 
tentatively scheduled for April 1000. Tbe raw achievement test scores, final grades, and handwritten 
reflections will be shredded, and the audio tape will be erased. 

I have received a copy of this consent form and a subject feedback form. 

SIGNATURE: WITNESS: _________ _ 

DATE: 

.9. 
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TABLE C.l 

Accelerated Group-Written Reflections. 

Positive Comments Negative Comments 
Neutral 

Comments 

Time: Time: Test Difficulty: 

• I don't have a problem with • Test 7 Mathematics - You need more • Fair to challenging 
being timed, but I know some time. questions. 
people who get so nervous 
that they "go blank" and 
don't do as well as they • Test is reasonable in length although Test Design: 
could. section 7 should allow more time. 

• I found nothing 
wrong with this test. 

Test Difficulty: • I think that I could of used more time 
(35 min.) on the first test. 

• Some of the questions were • Test 8 Mathematics -
quite easy, and some of them was easier than test 7 
I had forgotten how to do. • I was rushed . 

• To me, the problem 

• It wasn't as hard as I thought • I think that we should have gotten solving seems more 
it might be, only time more time to work on the sections. difficult than the 
consuming. actual math. Test 7 

was way harder than 

• I think that it is not enough time for test 8. 

• I found this test suprisingly test 7 . 
easy. I will interested to find 
out my mark (or how I would Effort: 
have done) (sic). • I don't really like the idea of it being 

timed. • Because this doesn't 
effect me at all I 

• I found it fairly simple but I didn't maybe put in 
was pretty slow as I have • I understand the need to time tests, as much effort as I 

been out of practice for a few but is it completely necessary to make normally would have. 
years. things difficult. 

Miscellaneous: 
Purpose of Test: Test Design: 

• No comment. 

• It's a good chance for me to • I wonder if multiple choice is a true 
review math because I have reflection of ability. Several 
not use math long time. I did questions, I would have gotten wrong 
learn all of them before but I if had gone with my first answer, but 
forget a lot. It seems that it re-calculated when I found it wasn't a 
makes me recall some of choice. 
them (sic). 
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Positive Comments Negative Comments 
Neutral 

Comments 

♦ I feel it can be used as a ♦ Hate filling in dot marks. (find it 
useful tool in preparation for distracting. but also find all multiple 
study habits, once a person is choice tests distracting). 
working through their 
studies. 

• I am not in favor of test that use 
separate pages to mark in answers 

♦ It is a good refreshment test. (sic). 

Purpose of Test: 

♦ It was okay. The only thing I feel 
about it is. If it is used to grade 
someone level of learning 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 all 
back. I think one should have a quick 
review before going into it (sic). 

♦ The one thing that is hard to 
understand is how you can graph 
people when all someone might need 
is a little refreshing in math. And the 
course may not have really taught them 
they just had to remember what they 
had forgotten. 

♦ I took this test last August, and at this 
point I am not sure if I'm ready for this 
class. 

Test Anxiety: 

♦ Found that not knowing what to 
expect on the exam (eg: examples) 
increased my anxiety. Test anxiety for 
me on this test around 6.0 or 7.0 (scale 
out of IO), but I had a better 
environment then my group (wrote half 
in assess-centre). 
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TABLEC.2 

Control Group - Written Reflections. 

Positive Comments Negative Comments Neutral Comments 

Time: Time: Time: 

♦ The right amount of time was ♦ I thought we got too much time. I ♦ The first part I 
definitely allotted. didn't th.ink we needed as much as took too long in 

we got. figuring. 

♦ Time given was almost perfect 
both times. I finished the second ♦ Did not complete the first test due Test Difficulty: 
section and had only a few left on to shortage of time. 
the first. ♦ I found the 

second test a lot 
♦ After being out of practice for a easier to work 

Test Difficulty: while the time limits seem short. with. 

♦ I thought that most of it was 
pretty basic, but their was a few ♦ Dislike timed tests. Feel pressure ♦ Challenging. 
questions I did have to guess at, when racing with the clock. I 
and hopefully I will learn how to always panic and never complete. 
do it later in the course (sic). Effort: 

♦ I miss understood the time limits ♦ I didn't find it 
♦ I found some parts easier to do on the first part of this test. very hard, but I 

than others, but I completed also didn' t give it 
everything. all that I could 

Test Difficulty: have done. I knew 
that it wasn't for 

♦ All in all it was all right. ♦ Had some difficulties in a few any marks. So I 
questions - or misunderstood the didn't talce it too 
units. seriously. 

♦ I found this test to tease my brain. 
Some of the test, I knew, but could 
not recall. ♦ The second part was a little Purpose of Test: 

harder. 
♦ I feel if we get 

♦ Some questions I found results fast enough 
challenging but most were easy. Test Design: we will know 

where we should 

♦ I just wished I could have used be in College Prep 
♦ It was O.K. my calculator. Course. 

♦ It wasnt so bad (sic). ♦ The timed part about the test 
should be stressed because a 
person must wrk quickly in order 

♦ Overall, fun afternoon. to awnser all the question (sic). 
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Positive Comments Negative Comments Neutral Comments 

• It was fairly simple. Test Anxiety: 

• I believe my limited knowledge in 
Test Design: Math makes me nervous about any 

math test. The fact that this test is 

• It was very easy to follow and the going to tell me where I stand 
directions were clear. overall concerns me and makes 

me wish I had listened in grade 
school. The different levels of 

• Over all though it's a good questions makes it hard to believe 
variety of questions. you are at a good standing 

amongst your peers if you don' t do 
well. Overall I found the test very 

♦ First part was basically common stressful and humbling. 

sense and no real problem. 

♦ It is probably not very accurate 
Purpose of Test: because most of the class is a little 

rusty in most math operations. 

♦ The CAT test to me was a good Given that we have not had any 

way for myself to find out where istruction as of yet, only 2nd class 

abouts I stand in passing my Math (sic). 

course. Also allowing it to take 
control of my brain for an hour 
was good practice to begin the • After two years away from school 

course. It tested a lot of the and mathematics I felt quite 
abilities we should know and aprehensive about writing a test, 
hopefully understand or will. some questions were pretty basic, 

but some of the more complex 
ones stumped me, and I soon 

♦ It will be nice to see what will became deterred which I feel 

change at the end of the semester. affected my work. A small 

What areas I have improved in and refresher course would have 

what areas I still need to work on. helped me some, I feel (sic). 

♦ The CAT test helped me 
remember math I had forgotten. 

♦ Great idea - glad I took it, 
because it gives me an idea of 
where my math skills are at Can't 
wait to see the results. 

♦ It was a little wierd taking a test 
this soon, but it was good in a way 
just to see where my math skills 
are and what I need to work on. 
Definitely fractions. 
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TABLEC.3 

Experimental Group - Written Reflections. 

Positive Comments Ne1Pative Comments Neutral Comments 

Test Difficulty: Time: Test Design: 

• No problems. • The first test didn't allow enough • I noticed there 
time. were a lot of A's 

for the right 

• OK. answers and 

• I do not like having a time limit. more than the 
usual none of the 

Test Design: above. 
Test Difficulty: 

• Good test. 

• It's was hard because school just Effort: 
started. I'm rusty on my math. I 

• Good test. haven' t been in school for a few • Because this 
years now. test doesn't 

really count for 

• I think that the test is a good test. anything it is 
Test Design: hard to honestly 

say you put in 

Purpose of Test: • Let us use calcalators (sic) . the best effort 
possible. 

• This gave me a good chance to 
refresh my brain of for the year. • Easy to lose your place on answer 
To introduce my math skills and sheet. 
warm them up. It seemed that I 
could of done a higher level but 
this was a good start. Thank you. Purpose of Test: 

• I though the test was unnecessary . 

• I think that this test right at the Why do people need to know how 
beginning of a semester is a good well I do in math. I can say 
thing for the purpose of the teacher personally I'm not the smartest 
to know where each student person and I don't need to be 
stands, and for which sections to reminded of that (sic). 
spend more time on. I also think 
that if we wrote this test a week 
from now we all would do better at TestA~ty: 
it. 

• The end of this test I just guessed . 
I got flustered at people walking 

• The test has given me an adequate out that I just gave up. 
idea of where I stand, and might be 
recomendable as a mandatory part 
of the Math 050 course (sic). 
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Positive Comments Neeative Comments Neutral Comments 

Tutorial: ♦ I found this test to be quite 
stressful because I came to class 

♦ Teacher was extremely helpful today knowing nothing about it. 
with exam writing tips. 

• I get very nervous and try to rush 

• Like the tutorial it helped. I- wish I when being tinted. So I don't get 
could of had it when I took the a clear picture of the question and 
CAT test. can make mistakes because of 

that. 

♦ Tutorial was helpful, did not feel I 
needed pre-test. Tutorial: 

♦ Other than that the tutorial needs 
♦ Many years since I took this kind to be a slightly bit more involved 

of test so tutorial very helpful. more interaction from the class 
Also "locator" test helped to give would also be helpful. I think 
me a feel for the best way to find people are afraid to ask questions 
answer. Hint about figuring out for the fear offeeling stupid or 
the answer first and also omit dumb. Teachers need to make 
illogical answers were helpful. students feel like their questions 

are valid. 

• I did find it easier to do the test 
after having a tutorial. ♦ I felt a little patronized when I was 

taught how to fill in dots on a 
multiple choice exam. I am not a 
lab rat! 



Appendix D 

Transcript of Tutorial 

108 



109 

Transcript of Tutorial 

Researcher: Standardized tests, some of you have taken the CAT already. Standardized 

tests basically, there are aptitude standardize tests and achievement standardized tests. 

They try to measure what you are able to 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 measurement of 

your ability, basically. But, sometimes there are things that interfere with that 

measurement. And that could be that you are just not use of writing a standardized test 

or you suffer from test anxiety. Any here getting a little anxious yet? 

Student: Well not yet! 

Researcher: Not yet? 

Student: But I do when it comes to the test. 

Researcher: Yesterday I had a student that said she just couldn' t write the test. She was 

going white ... true test anxiety. So that really effects your performance ... so I don't get a 

true measure of how you are doing on the test. That is why, in a lot of cases, some of 

these standardized tests offer coaching programs, and a lot of institutes offer coaching 

programs for the test before you write it. So what they are trying to do in the coaching 

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 come in, there is all this paper work to fill out, and you've got to 

bubble this in and bubble that in, so by the time you get through just the paper work part 

before the test you are already frazzled. So what the coaching programs do is try to help 
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you so when you do come in you know what to expect, and you are ready. There are a 

lot of programs ... GED, anybody tried to write that or looked at writing it? Huge manuals, 

preparation manuals for that. In fact, UCC offers a course to prepare you for the GED. 

The LPI is another test we administer here and there are preparation manuals for that. 

Have you heard of the SAT, Scholastic Aptitude Test...done in the States? Just about all 

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 CAT 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 CAT/2 is a standardized test: you are only going to write two of the subtests. 

They are all multiple choice and they are timed. So basically after going through all the 

preparatory material for standardized tests, the recommendations are as follows:. 

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 morning IO 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, I like that rush! 
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Researcher: Oh you like that adrenaline rush. Well, I still wouldn't recommend arriving 

late because you need to start on time. But good point, good point you made. 

Bring your necessary 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, I can't let them write the test. And that is not 

a good thing. Make sure you know what you need to bring 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 them. That's fine, take the time 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 yourself 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. I always make sure I have my own watch with me because you 

never know if the clocks are working or if the testing room will even have a clock. I 

don't know if you noticed ... this room doesn't even have a clock. I just noticed that. 

Prime example of why you should bring a watch. Um ... usually the invigilator will state 

the time, after 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 choice 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 first. Solve it yourself, 

then go find the answer. Don't try and go look at the answers and go oh that looks like 



the right answer. It is much better to work it out long hand as if it were a long answer 

question. 
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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 looking for a weight, it couldn't be 

negative either. There are so many answers 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 answer sheets, make sure you are 

filling in the right section that matches with the right section of the answer sheet. A 

number of times I 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, all 

those answers could be wrong. And then they find out they've done that and they get 

really flustered. I don't think that helps. Make sure you're matching up the questions 

with the answer sheet. 
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And the last recommendation I have for you is double-check your answers at the 

end of the testing session if time permits. 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 first 

instinct, it's usually right. But if it is a clear miscalculation 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 something along that line? 

Student: Yes 

Student: Uh-huh 

Researcher: All of this is covered in Master student. And actually all of these 

recommendations came from the Canadian Test Centre that produces the CA T/2. So 

those are the hints and the ideas to follow. But I still think the best way to prepare for any 

test is to do a practice test. And that is what I am going to let you do today, a practice run 

with what's called 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 write a level 1 7, 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 I 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 looks like it. And this looks 

very much like the answer sheet you will get for the CA T/2. It does differ a little bit as 

there are more tests on the CAT/2 answer sheet. But basically that is the answer sheet 

and we are only going to do the math section. Now I 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 



the locator test. Let's just go through the example question. Pretty straightforward 

sample question: find the answer of I plus l. It is? 

Student:Four,hah, hah. 

Student: Nine. 
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Researcher: I hope you would pick 2 and if you don't then I think I better talk to you 

after this session. And that would be the letter b so on the sample part of your answer 

sheet you would just circle in the letter b. So you just fill in the dot like that ( showed the 

students on the chalkboard how to fill in the dot). O.K.? Now if you happen to make a 

mistake, and you decide letter dis the correct answer, then I would ask you to cross this 

out and then circle in the letter 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, l plus l 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 I will not mark it. 

So basically we are going to go through this, you start on question 21, do the 

calculation. I will hand out scrap paper so please don't write in the booklet. And we are 

going to time this, I 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, 10 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. 
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Student: Oh no. 

Student: Ugh. 

Researcher: No calculators ... nice try 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 quietly. One 

student asked for clarification on the wording of a question and the other student wanted 

to know if there was a correct answer to a question. This student was convinced 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.) 

Researcher: So ten minutes looks like it wasn't such a bad time. Most of you are 

finished. So how did it go? 

Student: Fine. 

Student: No problem. 

Student: Easy. 

Student: Good. 



l 16 

Researcher: So do you think you're O.K. with starting the CAT/2 test then? You know 

how to fill 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 I said in the tutorial? Are you ready 

then to write the CAT/2 test? 

Student: Can we take a break? 

Researcher: Yes we can take a five-minute break, and when you come back we will 

write the CAT/2 test. O.K.? Great! 

End of tutorial. 
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