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ABSTRACT

Wikt s

The purpose of this study was to assess the effectiveness of two
academic support programs on the academic performance of black
undergraduate students. Data were collected, .analyzedand evaluated

l:-'

on 89 participants representing two treatment groups.and one control
group. The part1c1pants were freshmen and sophomores enrolled in Tjhe
University of Tennessee, Knoxvﬂle (UTK), Black Cultural Center
(BCC) and the Educat10nal Advancement Program (EAP) The study
was conducted in the 1981 82 academic school year o

Two specific hypotheses were generated. It was hypothesized that
students enrolled in the BCC and EAP would achieve significantly
greater GPA mean gain scores than nonenrolled (control group)
students. The null hypothesis was that there_ would be no significant
difference in cumulative GPA mean gain scores 'performed between the
two treatment groups. |

Data analysis showed that the alternativve ‘hypothesis was rejected.
The null hypothesis of "no significant difference” 'v;las s_upported_. A
closer examination of data on group 'performance within the two treat-
ment ‘groups revealed the following: (1) sixty-one percent of the
students receiving tutoring at the BCC achieved letter grades of "C"
(2.0 and above) "C+"' (2.5) to "A" (4.0) inv regular classroom courses,
and (2) students enrolledtin the EAP performed quite -Well. Seventy
percent of the EAP .students ‘achieved similar »GPA results for which
tutoring had been rendered. Students enrolled in the ‘BCC -identified

chemistry, engineering, math and biology most often as ‘the subject



areas in which they ﬁeeded‘academic assisténcé.~ Students enrolled in»
tﬁe EAP identified the subject areas .of math, biology, chemistry, and
EngliSh o
The study spe01flc<111y contributed to the ex1st1ng body of 11tera—-
ture in two ways. First, it offered an opportumty to 1nvest1gate the
acédemic pérformance of students who werg performlngl spccessfully (2.0
and abové) in their course work.asl\Nel‘_l aé _s,tudentts who were not
perfornﬁng adequately in their course work. Second, it offered an
‘opportunity to focus on the unique cﬂaractéristics and services of the

BCC and EAP.
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CHAPTER 1 )
INTRODUCTION

Prior to the 1960s, most black students, particularly those who
resided in the South, attended black segregated institutions of higher
education. However, during the last decade and a half, due to the
enforcement of desegregation laws, open admission policies, and the
recruitment of black students to these campuses, a significant increase
in black enrollment at predominately white institutions has occﬁrred.
Burbach and Thompson (1975) found these students matriculated at
colleges and wuniversities throughout the United States with high
ambitions and aspirations, but on predominately white campuses,
suffered from social, personal, and academic problems. Also, many of
these students withdrew or discontinued -their education in greater
numbers than their white counterparts (Peterson, 1973). Burbach and
Thompson concluded that because of academic deficiencies and a lack of
social life, a majority of black college students did not reach their
educational objectives.

- University officials and faculty members began to initiate various
types of remedial and tutoﬁal progi‘ams to help the academically high
risk students, particularly black and other minority students, overcome
inadequate academic skills and campus social life and \to improve the
retention‘ among these students. In 1968 President Lyndon Johnson's
top. priority in American Higher Education was to insure that ". . . in

America there must be no economic or racial barrier to higher



education; every qualified young person must have all of the education
he wants and can 'absorb." Acoording to Harold Howe, Johnson's
Commissioner of Education, this priority was"'the larg‘est_pack‘age‘ of
higher education legislation ever Aconsidered by ‘any Congress."‘
Included in this priority was tho 'provision of Head Stat't, the Teacher
Corps, Upward Bound, a new stay-in school program fork'potentia‘l high
scnool dropouts, adult basic education classes, Partnership for Learning
and Earning program, the Educational Opportunity Act of 1968, new
programs for tutoring, counseling, and special services for dis-
advantaged youths and students. . Plans to eliminate bsegregation in the
northern states were introduced by the Department of Heélth, Education
and Welfare in support of the Johnéon- Administrétion and national
pressure (Wilson, 1969).

During the late 1960s there was a proliferation of programs‘ and
services which sought out intelligent high school dropouts and provided
them with tutorial and learning instructions, scholarship's, and finan‘ciéi
aid in order that they may attend college. Wilson (1969) found that in
the 1960s several white wuniversities  and vcolleges sought out and
admitted "high risk" students. - Some of these institutions' rebrnitment
programs of students from low economic famﬂy .leVéls were financed oy
the Rockefeller Foundation. However, the majority 'of predominately -
white institutions involved in programé for "high risk" students were
in the North. Only seven White institutions located in the South
participated in the recruitment of "highv fisk" disadvantaged minority

students. Wilson concluded that- the idéal of Black Power and‘ white



help was often in cohﬂict for most black’ students admitted to a white
college. "Neither absorption into the prevailing middle-class culture
nor withdrawal into a separate‘ black society seemed fully accepfable or
even fully possible" (Wilson, 1969).

With reduced federal and state -spending and other related budget
cuts in higher ’edﬁcation, academic - support services from which ‘many
low-income and high risk students benefited during the 1960s and 19705
will be different during't‘he 1980s (Turner, 1980).; Itb' was estimated
that for fi'séal years 1981 through 1984, higher education will lose $6.5

billion dollérs in federal spending (Chronicle of Highér Education,

May 26, 1982, p. 7). Pell Grants, which more than one million’ low-
income and middle-income students utiiize,5 were projected to be reduced
in fiscal year 1982 by one billion dollars (Neilsen. & Polishook, 1982).
Some edvucators, federal and state officials .have a{ready advocated the
curtailment ofvmany of these programs and services and contend that
only the best of high school students should be-granted admission to
private and public institutions of higher education throughout the
country. |

| - Although the literature does not bg'ive;an exact-percentage of black
‘students "wh.o could benefit from .academic support services, -Thbmas
(1980) found’ that 70% of the .country's .more than one million blac;'k
students attended predominately white universities, but only 3 out of 10
graduated from vthese institutions. Thomas' research found that a major
reason for black college studen:cs not graduating from th‘ese ihstitutions

was because of a lack of campus social life and beinbg ac‘ademically



unprepared. However, Luther Foster, former president Qf Tuskegee
Institufe, recently stated that ". . . a lot of white colleges are 1etting |
blacks in but they afe not graduating them. It is not just because
they are not able to do good work. The concern:for graduation is not
as great in some of the white colleges as it ié at the bléck colleges"
("The Black College: The Price of Excellence," 1979, p. 29). -In
essence, it is one thing to accept an increased enroﬂment of black
students into white institutions of higher education, but it is quité
another matter to ensure their successful completidn of a boriafide
degree program.

Because of the problems facing higher edu_caticym’ ahd particularly
academic support programs and services, the current investigation
attempted to determine the effectiveness of two academic sﬁpport ‘
programs which served a large number of black undergraduate stu-
dents. In contrast to most studies on academic support services, the
current investigation focused on black students who were doing suc-
cessful academic work (2.0 and above) as well as students whd were
doing below-average academic work. The present study differs from
other invesﬁgaﬁons of academic support services because the.parﬁgrj
pants in this study were admitted to the University of Tennessee,
Knoxville, through the regular admission program; nd special admission
alternative designed for high risk or disédvantaged students was

necessary.



Purpose of the Study

The primary purpose of the study was to compare the effectiveness
of two types of academic support services on the performance of black
UTK undergréduate students who used the services and to compare
their performance with black UTK students not enrolled in the pro-
grams. More specifically, the study was designed to determine the
validity of the assumption that providing students withv academic
support services should increase their overall grade point averages,
particularly in courses for which tutoring and academic assistance were
being rendered.

Additional questions this study sought to answer included:

1. What were the features of the two academic support services of
this study?

2. What were the characteristics of the students?

3. What typés of academic support services offered by the two

programs were most utilized or requested?

Contribution of the Study

This study will hopefully answer the question of whether academic
support. services make a difference in the retention and‘graduation of
black students ehrolled at a predominately white wuniversity. The
researcher also hopes that this study will provide understanding about

4

the needs of students enrolled in academic support services.

A'ssumptions and Limitations of the Study

The basic assumption and limitations of this study included:
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1. The study was limited to a relativel& heterogeneous UTK blagk
undergraduate population. | |

2. Generalizations of the results of the study were restricted. to
the experimentally accessible population. | o

3. Participants enrolled in the BCC and EAP were'highly moti-

vated to succeed in class assighments.,

Definition of Térms

To conduct this study effectively; the writer deemed it necessary
to define the following terms:

Tutorial Service. Academic assistance rendered to students in

courses in which they may be experiencihg difficulty.

Skill Building Service. Programmed mini-courses designed to
enhance the individual's academic skills in various subject areas.

Academic Counseling Service. A service to assist individuals in

exploring their educational goals, academic program, and: ¢ourse_ of
study as well as to help individuals with learning difficulties and poof
study habits.

Academic Advisement Service. A service designed to disseminate

information pertaining to the student's educational curriculum.

Academic Support Service. One or more of the above academic

services available to students.

Self-Selected or Self-Enrolled Experimental Group. A group of

participants who volunteer, are self-selected,’ or  seek exppSure to

treatment.



- Nonenrolled Experimental Group. A control group which consists

‘ of participants who do not seek exposure to treatment.

¢ 1

Ma]or Hypotheses |

ln th1s 1nvest1gat1on comparing nonenrolled and self-enrolled
'students of the Un1vers1ty of Tennessee, Knoxville, Black Cultural
Center (BCC) and the Educat1onal Advancement Program (EAP), the

follow1ng hypotheses were tested
| ' Hypothes1s 1: Black UTK students enrolled in the
cor S

academ1c support services of the BCC and EAP, will demon-

'strate a s1g’n1f1cant increase in cumulat1ve GPA mean gain
scores over nonenrolled black UTK students

‘ Hypothes1s 2 ]‘ There ‘will be no s1g'n1f1cant -differences

1n the rate of 1ncrease or decrease of GPA mean. gain scores
between black students enrolled in the academ1c support
services of the BCC and ‘black students enrolled in the

academ1c support services of the EAP

' The hypotheses were tested at the .05 level of confidence.

Emp1rlca1 Rat1ona1e ‘of ‘the Study

The ratlonale ior ‘the f1rst hypothes1s was based on the following
aassumptmnsm e o
B Students enrolled in academ1c support programs at the EAP and
BCC are usually self—referred Many of these students are highly
mot1vated by the1r des1re to learn. These students are self-disciplined,

‘and they seek to gain a competitive edge on the rigors of challenging



course work. Nonenrolled students may not be as highly motivated to
achieve academically.

The rationale for the second hypothesisi was based on the followirig‘
assumptiohs:

Although the eligibility for enrolltnent differs between the aca.demic
support services of the BCC and EAP, any studerit regardless of
economic or academic status may enroll in the academic programs pro-
vided by the BCC. Students must be classified economically“or
academically high risk and must meet ~certain specific federal/state
criteria to enroll in the EAP. Nevertheless, there efe similarities
between the two programs‘. Both programs pi'ovide students with worth-
while tutorial instruction and information onrhcw to study and prepare
course work. Students are also provided with academic skill—tiuilding .
servicee, advisement, and formal and informal learning skills congruent
with regular classroom instructions:. Conse(j_uently, no sig'nificant
differences in cumulative grade point 'everage (GPA) mean gain scores

should occur between the two groups.

Organization of the Study

Chapter I includes an introduction to,the study, statement of the
problem, contribution of the study, limitations and assumptions of the
study, definition of terms, major hypotheses, empirical_ rationale of the
study, and organization of the study. A review o‘f literature related to
the study followed by implications of the literature and a summary are
presented in Chapter II. Chapter I’II presents the ‘methodology and

procedures. The results and discussion of the results are presented in



Chapter IV. A summéry, findings, concluding statements pertaining to
the results, and recommendations for future research are presented in

Chapter V.
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CHAPTER II

REVIEW OF RELATED LITERATURE

Historical Considerations

The following areas provide the hi,stbrical considerations for this
study. They are: (1) research pertaining to academic support ser-
vices during the 1960s, 1970s, and: 1980s., (2) research invéstigations
which give an overview of the tutorial and other related academic“
assistance provided for high-risk students, (3) a review of literatureb
on the impact of college environment on black and white students,
(4) research related to the implementatlonv of academic support services
for disadvantaged students, (5) thé role‘ and duties of professional and
paraprofessional staff in academic ‘ support services, and (6) the
admission concerns of minority studenté.

Academic Support Services
in the 1960s and 1970s

According to research (Yates, '1983; U.S. Census Bureau, 1973),-
black student enrollment between the' y_elalrs’ 1967‘ and 1972 increaséd
from 370,000 to 720,000 at colleges and universities tﬁfou'gh_out America,
Much of this increase in black college student enrollment was takihg
place at predominately white institutidns.

Sedlacek énd Webster (1978) conducted a ﬁational survéy of the
admission and retention of minority students and found that. bla.ck
freshmen enrollment had increased from 3% in 1969 to 5% in 1976 with a

decrease of 6% in 1973. They also reported that more speciél programs
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for:: disadvantaged students = were - found‘ amoﬁg private colleges.
' Sedlacek and:Webster ralso: found that a larger percentage of black and
other minority students were retained by private colleges. ' The great-
est .gains /in:black college student enrollment occurred from 1969 to 1975
in_ the middle and western' states. The enrollment of black students at
. colleges and universities located-in the rﬁiddle states increased from 6 to
13%.-. The western area states showed a 5 to 6% increase in enrollment
of black college students.- With-a 6% increase in black college student
enrollment, ‘the southern-states made the most steady gains (Sedlacek &
Webster, 11975;.-U.S. :‘AOffice of Education, 1975).

-As black enrollment increased at predominately white institutions,
so:did the.concerns:and attitudes of the academic community, politi-
cians,« and- citizens (Johnson,.. 1975).,  Yates, Collins, and Boykins
(1973). found - that' the ‘most frequently asked question about the
increased ‘enrollment of black students at the University of Michigan in
1968 «was: = "How: well"do or can black.students perform in those univer-
.sities?" - As Yates ‘et al. claimed, such a question may have been of real
concern to:'some!'people, *but: more often it implied that blacks were
academically.:unprepared to: succeed .at - predominately white institutions.
Some :people feared that admitting a larger number of black students
would erode ‘the. credibility and reputation of the university.

+ In centrast to:the prevailing view that an Vincreased enrollment of
black students would lower the academic standards at colleges and

we S I

un1ver51t1es,'.“Yates and hlS assoc1ates found that at the University of

iL,

Mlchlgan, black students' concerns were "realistic and legitimate."
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These students wanted to reaéh their fulf academic potential and have
the opportunity to learn and develop the skills ‘needed for personal .and
community survival. These- students did ndt want to be penalized. for
having technically inadequate scholastici preparation, which is associated
with most inner-city high schools.

During the 1960s and _mid—.1970s the reCfuitment and selection, of
minority students, particularly blacks on predomina"‘cely white campuses,
was a big issue (Webster & Sedlacek‘, 1978). Although this period -was
marked with stlident unrest, the Vietnam conflict, and civil rights
demonstrations, legislators at both the_stat;e and ‘federél levels. .con-s
tinued their support for fuhding'ot' progréms on these campuses. How-
ever, Webster and Sedlacek noted fhat durin'wg the mid and late .. 70s
many colleges and universities either dropped or reduced their campaign
to recruit and -admit minority students. As enrollment of students
(black and white) declined, there was less enforcelﬁent of governmental
regulations on the admission of black student‘s- to predominately white
institutions of higher education. Instead, <college and university
officials gave their attention to other prioritles, e.g., reverse
discrimination lawsuits, handicap students, and student retention among
minorities.

In the February 3, 1983, edition of the Chronicle of Higher Educa-

tion, the Ford Commission reported:

minority group(s) representation in the country's colleges
and universities had increased substantially between the
mid-1960's and mid-1970's as a result of the Civil Rights
Movement, the Civil Rights Act of 1964, and the initiation of , .
several social programs aimed at increasing minority-group '
enrollment. But since the mid-1970's few gains have been
made. (p. 1). '
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Academic Support Services for the 1980s .

Turner (‘1980)’ conducted a surve‘y. and interviewed administrators,
faculty, staff and students from five different educatlon institutions in
California.. Turner concluded from his: research that the soclal events
the univers1ty community experlenced in:the 1960s and early 1970s will
be different in the 1980s. ‘According:to,‘_Turner," some ‘educators have
already discussed doing away with open:admission programs and tuition-—l
free education from which many m1nor1ty and low-income students bene—
fited. The numerous m1nor1ty faculty and staff h1red during the late
1960s and 1970s most likely will be the f1rst to be term1nated due to
1nev1tab1e budget cuts. Turner contended that such act1on w111 have a

profound effect on m1nor1ty retentlon and enrollment The lmportance

. 4
[y

of minority faculty and staff is that they serve as pos1t1ve role models
for these students. | |

~An article in the February 17, {1982., edition of The Chronicle of

Higher Education stated:

President Reagan has recommended chopping 45% in fiscal
1983 from the budget of several ~programs designed to
encourage - disadvantaged students to attend college and
remain there. He also would trim:$10 million from the $150.2
million that Congress agreed to spend for the programs th1s ’
year. S T

The article further stated:
Under the President's $82-million :request for the programs in
fiscal 1983, no money would be available for the Educational
Opportunity Centers and the Talent Search Programs, which
provided disadvantaged and high risk students with
counseling opportunities. (pp.=22,.23) S

With the curtailment and reductions" of :these programs, many high risk

students Will find it difficult to remain academically up to standard.
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The Bryson and Bordo (1979) investigatidn concluded that the
" nature of funding is an importanf factor in special educational pro-
grams. Institutions showing a decline in black enrollment were usually
financing their academic support programs with regular institutional
funds whereas institutions showing an increase in black enrollment were
often receiving external financial éupport. Bryson and Bordo's

research was conducted over a five-year period and published in 1975,

Tutorial Service for the High Risk Student

Studies by Choi and Malak (1975) and Lacy (1979) found that
students labeled '"high risk" or "marginal" have been considered aca-
demically inferior. The most commonvevaluation of these students is
that they should have never been admitte.d to college in the first place.
Others have claimed that "thes.e students are lazy" or "do not have the
ability to perform in institutions of higher education."

‘Past studies by Wilson (1972) revealed that no single factor has
been declared the cause of academic failure. Instead, a melange of
academic deficiencies, cultural disadvantages, and inappropriate majors
have been characteristic of unsuccessful college students. Most stu-
dents need administrative policies which encourage achievement rather
than defeatism. Examples of such policies include: (1) alternative
grading  systems, (2) competency-based curricular models, and
(3) special remedial and tutorial programs (Choi & Malak, 1975).

Research by Wagner and McKenzie (1980) showed that providing
academic support services is essential for the success of disadvantaged

undergraduate students. Educators, according to Wagner and
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. McKenzie,’ haye called* for new types of programming services which
effectively address™the needs' ‘of different cultural and socioeconomic
groups. Wagnér ‘and McKenzie were able fo show that disadvantaged
sfudénts (high risk academically)” benefited from the use of academic
Suéport services.' Eighteen students th had been admitted to Temple
University in Philadelphia 'through .a special admissions program
improved their problem-solving, interpersonal skills and writing skills in
their first semester. Wagner and McKenzie highly recommended that the
university éésume' a ‘responsibility “ to provide academic support services
to spécial ‘admissions and high risk students.

An investigation by Hart and “Keller (1980) and Jenkins and
Guthrie (1979) confirmed the need for academic tutorial programs. Hart
and Kellet examined ' first-year ‘students' perceptions of their academic
performance. All 375 first-term’freshmen living on the main campus of
Miami University who éarned less than a "C" average (2.0) were asked
to identify the factors“which they perceived as having contributed to
fhéir poor* academic’ performance. §§A“moAderate percentage of both men
and wo;m.en‘ claimed’ the lack' of motiVation‘ as the reason for poor grades.
However, a larger percentage of women and men considered the follow-
ing to bef major reasons”for their poor performance: (1) unstimulating
iristructdi's,"(AZ)‘ classes too large to give personal attention, (3) failure
of ‘examinations to 'measure student's knowledge, and (4) failure to
discuss academic' difficulties with course instructors. Hart and Keller
S”uggested"\'ffom “their research ':'that close cooperation among persons
working in academic supportr services is needed in order to bring about

retention among academically deficient and high risk students.
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Of 198 students enrolied in developmental skills for educatioﬁahy
disadvantaged freshmen at - Southern Illinois University, 171 responded
to a questionnaire on the use or nonuse of an optional tutorial‘program.
Those who used the program were asked to rate its helpfulness,_while
those who did not were asked to indicate which of the 11 reasons were
responsible for their nonparticipation. Only 23% of the respondents had
used tutorial services, but 80% of these rated the tutors as helpful.
Most students cited "received help from friends or instructors,” and
"didn't need any help" as reasons for not using academic serﬁceg
(Keiner, 1978). _

Baranchik and Ladas (1979) conducted two studies in which,thej;
investigated the effects of academic support services on freshmen ahd
advanced-standing students enrolled in remedial mathematics, the
sciences, reading and writing at Hunter College. In one study com-
pleted in- the fall of 1975, a stepwise discriminate analysis compared the
retention/nonretention of eligible students who did not participate in
remediation. In another study, 300 students who entered school in the
fall of .1974 were divided into .two groups: those who passed and thosé
who did not pass or did not take remedial courses. |

- Baranchik and Ladas found in the first study that taking‘" required
remediation was positively related to retention for freshmen, but not for
advanced-standing students. The second study showed that. paésing a
mathematic remediation course was the most significant factor in

retention of freshmen. The freshmen who passed remediation courses in
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mathematics, sciences, and writing had significantly higher grade point

averages than those who did not.

College Environment

Equally important on the impact of college success is college
environment (Aulston, 1972), perceived isolationism (Wessell, Engle &
Smidschens, 1978), and the provision of tutorial and academic support
services (Carroll & Thompson, 1980; Kuh, 1980). _’ Research by Astin
(1978) found students in general reported relatively high satisfaction
with theirb college environment. Women tended to be slightly more
satisfied than men withv their college experience, and whites tended to
be somewhat more satisfied than blacks. |

Academic selectivity, prestige, and institutional size were found to
be the most important institutional characteristics affecting student
satisfaction. Astin accentuated the importance of classroom instruction,
variety in curriculum, and quality. of a science program associated with
student satisfaction. Involvement in varibus activities during the
undergraduate years led to college student satisfaction. The majority
of black students who attended predominately white colleges reported
less emphasis on social life than white students. Dissatisfaction with
college friendship was greatest among blacks, Jews and students with
tinancial concerns. ‘

Robertson (1980) found, contrary to most studies on black student

satisfaction at predominately white colleges, that black students were as

satisfied as white. According to Robertson, black student satisfaction
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at predominately white universities in the "deep sduth" may not be as
low as some observers have suggested. A study of undergraduate
black and white students at the University of Miséi‘ssippi"revealed that
black student satisfaction was significantly lower than that of white
students only with respect to the University's system of reward. Thét
is, black students felt they had to work too hard to ﬁ1ake satisfactory
grades. These students' dissatisfaction in thi_é area may have been due
to unrealistic expectations of college life. Also, students who have
poor academic backgrounds tend to report dissatisfaction with the
university reward system. | |
Robertson conceded his present study was too limited to make
generalizations, but he did suggest additional studies of black stddent
satisfaction which could be quite valuable. Robertson postulated that
when black and white student satisfaction has been assessed in a
sufficiently large number of institutions, the knowledge of student
satisfaction may advance to the level where generalizations: and
predictions can be made. | B
Astin (1978) believes these findings suggesf a number of qu'estions
for further research: »» |
Does interacting with faculty result in greater satisfaction
with faculty? Does heavy involvement in academic pursuit
lead students to be more satisfied with the quality of
instructions, or does good teaching motivate students to
study hard? Does involvement in student government make
students more critical of their institutions, "~ or does
dissatisfaction lead students to become more involved?

Although these questions cannot be fully resolved without further

research, Astin recommended that students' general satisfaction with



19

their undergraduate experience be enhanced by more direct involvement
in various aspects of the college experience. In order to get students,
particularly black’ students,-more involved with campus life, Turner
(1980) suggested ‘the promotion of student participation in student-
initiated activities. These'activities include black student unions,l peer
group associations, fraternities and sororities, | and the . promotion of

institutionally supported academic services. TN

The Value of Orientation‘ ‘

A vital and necessary component of support services is or1entat10n
Students should be well—orlented about campus hfe Turner (1980)

found that students who knew what to expect and who have been fully
e o
oriented are in a much better pos1tlon than those students who do not

participate in or1entatlon. Turner suggested that or1entat10n should
continue throughout the freshman's first year. The initial one-to-two

weeks orlentatlon is not enough time to allow "culture shock" freshmen

[P g

to absorb 1nformatlon they have received during their, 1n1t1a1 or1entat1on
sessions.
A study by Maynard (1980) found that black and other m1nor1ty

students are often overwhelmed ‘and lost on large, predomlnately white
university campuses Through proper orientation and other support
services, black and m1nor1ty students become we11—mot1vated assert1ve,

responsible, and art1cu1ate in dealing with the un1vers1ty system wAs

*‘.
13

Turner documented, an 1mportant aspect of orientation is that it he1ps

-

students learn about campus life and the bureaucratic system of-the
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~university. As Maynard's research pointed out, once these students
are admitted to the system, théy are expected to pass through'
predesignated stages in the curriculum that lead to a defined point of
exit from the system in a reasonable time frame.

Students who make it through the system are expected ‘to be
different when they leave. Maynard concluded that students who do
not "play the game" (conform to the norm of student behavioi‘ in' dress,
life style, and communication patterns) are usually pressured out of the
system or asked to leave. In either case, this action has a protfound
effect upon the academic performance of the nonconforming students.
Maynard recommended the wuse of orientation, prevention programs,
individualized skill laboratories, and developmental programs which can
assist both the students and university to adapt to each other's needs.

The Admission Concerns of Minority Students:
Pro and Con

Research by Grant (1976) indicated a major concern of black
students seeking quality higher education was the admission require-
ment.  The Educational Testing Service (1972) reported that vigorous
competition among students to enter colleges and universities, particu-
larly highly selective institutions, has been going on for the past 25
years. During this period, Scholastic Aptitude Test (SAT) scores were
useful and important factors in the resolution of this competition. Ndw,
for a number of reasons the competition has slacked, and individu;al '
selection is increasingly based on a broader spectrum of personal

attfibutes .



21

A seven-year study on the retention and admiséion of:r'ninority
students at 110 predominately white colleges and universities by
Sedlacek and Webster (1978) found the following criteria: (1) A»CT
(52%) and SAT (62%), (2) high school rank (60%), and (3) high schobl
grade poiﬁt average (62%). Sedlaéek and Webster found other cfiteria_
which included: (4) CEEB Achievement tests (10%), (5) extracurricular
activities (5%), and interviews (2%). Eight percent of the schools in
this study had open admissions in 1976 (requiring only a‘high school
diploma or its equivalent for entry), which compared fo 13% in 1975, 8%
in 1974, 16% in 1973 and 1972, 12% in 1971 and 1970, and 10% in 1969.
According to Sedlacek and Webster, the GPA mean score utilized by the
institutions in their study were "2.77 in 1976, 2.48 in 1975, 2.29 in
1974, 2.90 in 1973, 2.77 in 1972, 3.17 in 1971, 3.32 in 1970, and 2.05
in 1969." Sedlacek and Webster concluded that colleges and universities
have continued to increase admission criteria since 1976.

Over the years there has been much criticism ahd controversy
over standardized testing in schools and other settings. This criticism
ranges over the construction, the publication, the sale, and .above all,
the use of the tests. The tensions created by the upsurge of festing
and its criticism have been felt by teachers, counsélors, students,
parents, school administrators, and even test experts themselves. Even
though researchers (Carroll & Thompson, 1979; Green &» Farquhar,
1965; Boyd, 1977) have consistently shown that tests have built-in
biases which affect the validity of their predictivé ability ~when

administered to black students, Grant (1976) found that universities
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and colleges which wish to limit their enrollment require a prescribed
minimum score on standardized achievement tests.

Despite these findings, Cleary and Hilton (1968), Cole and Hanson
(1973), and Grant (1976) found that many institutions of higher
education continue to administer standardized achievement tests to black
students. Consequently, only a few black students are admitted to
college on a nonprobationary basis. Students who are born and reared
in impoverished environments or who are culturally different are
penalized because their experiences limit their effectiveness in test
situations. In this regard, a student who is from a middle~class family
has a better chance of scoring well than a student from a lower-class
home because he/she is generally encouraged to develop verbal abilities
and to read critically. Thus, SAT and ACT tests used in selecting
students for college have been the target of much criticism (Peter &
Shertzer, 1974). Bloom (1964) has estimated that insecurity and an
impoverished background can cut 10 I.Q. points from a child's test
performance by age four and another 10 points by age 17. Most test
experts. (Ebel, 1970; Crombach, 1970; Educational Testing Service,
1972) admit that students with impoverished or disadvantaged back-
grounds do poorly on tests. They do not advocate that standardized
testing be abandoned; they state that the conditions of society must
improve for such children and adults (Petér & Shertzer, 1974). Ebel
suggested that if the use of educational tests were abandoned, the
encouragement .and reward of individual efforts would be made more

difficult. Crombach identified four fundamental purposes of testing;
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they are‘: (D prediction—~tests given to obtain a measure of ability,
achievement, an(i one or more characteristics that will offer a solid
basis upon which in(iividuals can make a decision; (2) selection—-tests
used by_ institutions such as colleges, busine'sses',. and industries to
accept some individUal‘s and reject others; (3) classification--involves
deciding‘ which of the many groups or assignments in which a person
can particip'ate; and (4) evaluation--tests used to essess and evaluate
programs, methods, treatment and scientific experiments.

Most: social scientists believe educators as well as the public must
take a rnore objective look: at standardized testing. Although somer test
experts ‘oelieve that standardized testing has some merit, for the most
part it has had a negative effect for most blacks and other minorities
subjected to this kind of testing. Educational testin.g is big business.
Robert Green (1978), Dean of Urban Development at Michigan State
University, revealed that “the stanoardized testing industry made ‘more
than $10(i million in 1977 by selling its tests to‘schools and convincing
school adminiStrators that test results are valid indicators of learning
ability and future educational success. - It is the personal belief of the.
writer thet the problems-associatetl with the ,various types of standard-
ized tests do not lie with the administration of these tests to minorities
but, more importantly, with the way these tests are used. -  ‘

Grant believed "if significant numbers of competent blacks are to
be admitted and acce‘ptedwin major univer‘sities throughout'th‘e netion,
strong revisions“ must be made in traditional adtnission procedures."

Grant made the .following recommendations: - (1) recognition must be
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given to the fact that most admission requirements were established
without consideration for cultural differences of minority groups,
(2) alternative criteria should be used which consider other aspects of
academic preparation and educational potential, and (3) the expected
level of success of all students should be based on the student's total
cultural, social, and academic experience instead of on "acceptable
deficiencies," e.g., low SAT scores and poor high school grade point
averages.

National surveys conducted by Boyd (1979) in 1973, 1975, and
1977 of about 800 black undergraduate students at forty predominately
white universities revealed thé following results. vFirst, in comparison
to 1973, black college students in 1977 had better academic preparation,
Second, they demonstrated less racial hostility and were enrolled in
more challenging majors. Third, their grade point averages ahd educa-
tional aspirations were higher if enrolled at private colleges than at
public institutions. Fourth, because of poorer college preparation, far
- smaller pfoportions of residential students, and continued racial
discrimination in the West, the black educational 'experience was less
positive. In conclusion, Boyd found that academic preparation of
blacks 'for college education improved during the period, and ‘almost
twice as many blacks had GPA's of B- or higher in 1977 than in 1973.

The Implementation of Academic Support Services
for Minority and Disadvantaged Students

Haynes (1981) Ilisted the following factors and categories, which
administrators need to consider before developing services for

disadvantaged students.
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Academic Program. Establish small classes with specifically trained

personnel. Employ a variety of teaching approeches to meet the diverse
needs of the individual. Design an academic assistance program which
utilizes peer, paraprofessienal, and faculty involvement. For entering
freshmen, provide orientation, life management,i and study skills.

Evaluate students and the academic program on a regular basis.

Community Involvement. Encourage students, interested educa-
tors, and administrators in community participation: They ceuld serve
in the development of an advisory board. Meﬁbers of the c‘or.nmunity
could serve as role models for students. Community,member‘s could also

serve as resource persons.

Counseling. Employ professional, capable a gradﬁate/peer and

faculty counselors who are able to assist students in a variety of ways.

Financial Aid. Effect flexible policies which consider the total

need and resources of the student. Design a program which will help
students to complete the necessary aid forms, and advise s'fudentsvof

their total financial aid package.

Institutional Commitment. = Establish special bblicies which recognize

and meet the special needs of individuals.

Program Evaluation. Implement goals and objectives o'f program in

stated terms which can be observed and measured.



26

Recruitment. Encourage students and community groups in

recruitment. Recruit students who show potential and motivation.

Student Selection. Give careful consideration to the potential

candidates' previous academic history, interest, and motivation.
Require a personal interview and letters of recommendation. Expect
candidates to accept responsibility for their success or failure in light
of "reaiistic" factors.

While this list of factors may not answer all the questions that
could be raised about academic support programs for disadvantaged
college students, Hayne's data‘pointed out that it is valuable for newly
assigned program .directors. He also recommended this guide for
administrators who want to strengthen current programs.

A étudy investigating some of the organizational issues and
problems of academic support programs at four colleges found the
following results in three major areas: (1) the problem of coordinating
an array of services and programs to assist students was a major
concern, (2) most of these programs were developed with external
funds, and (3) the programs were shaped by the interest of the
funding agency l(Smith, 1980). Academic support services on a small
scale were found to be helpful to many students. However, doubt was
expfessed concerning the effectiveness of these programs on a large
scale even if expansion were fiscally possible. Smith believed that
universities must have extremely effective academic support programs to

assist students. Smith suggested that while the four campuses
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investigated in his study do not represent a true statistical cross-
section of urban higher education, they do represent some interesting

observations pertaining to academic support programs.

Implications of the Literature

Research findings'suggested academic support ‘services had their
greatest infh'lence on American higher education” during the late 1960s
and early 1970. As ‘pred_ominately white colleges and universities began
to experience an increase in 'black and minority . student enroliment,
there was a need to develop and provide these students with academic
support _serVices. Providing inedequately prepared students with
academic support services allewed mény students to impreve in their
study and learning skills. Students were able:to:gain a better under-
standing of their course wbrk. The colleges and universities were then
able to retain and gréduate students who otherwise would ha\)e dropped
out because of poor grades or Would-have been academically dismissed
from the university. The Iiterature further indicated. that black and
minority students who  are ‘atte‘ndi‘ng predominately "white universities
frequeﬁtly have a problem adjusting to their 'environment. . Research
showed that college students who are satisfied with: their overall campus
life tend to achieve better grades than students dissatisfied with their
campus life (Astin, 1978). ’ sl

The mid-1970s and early 1980s saw a reduction in funding of
academic supp)ort programs.. This trend at institutions of higher

education was due in part to high retrenchment and smaller enrollment
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of full-time students. Curtailment of these programs suggested that
many educators believed that only the best qualified high school

students should gain entrance to institutions of higher education.

Summary

| There appears to be verification in the literature that students
who enroll in academic support programs generally benefit ‘from these
services. Because of‘recevnt budget cuts, retrenchment, and a decline
in college students in higher education, the 1980s will .co}ltinue to
witness a reduction of these services. Some educators are hopeful that
university policies and legislative mandates will, .at least on a minimum
scale, continue these programs and serﬁces. |

Research has shown that most college dropouts have th.e intellec-
tual ability to complete college work. They often discontihue their
studies, however, because of personal, social and economic,probléms
(Foster, 1979). .

In contrast to the studies reviewed, the current study"\differs in
that it focused on black students who were doing successf'u'lv’(Z.O and
above) academic work as well as students doing average -£2.”0‘) and
below average (less than 2.0) academic work. In addition, tﬁe current
study differs from other academic support investigations because the
participants in this study were not admitted to the Uni:w'/ersity of
Tennessee, Knoxville, through a special admissions prograrﬁ deéigned

for high risk or disadvantaged students.
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e | . CHAPTER 1II
' METHODOLOGY AND PROCEDURES
The purpose of this study was to investigate the effectiveness of
two types:of academic: support services on the performance of black
undergraduate :students enrolled at the University of Tennessee,
_Knoxv1lle, who used these services. The study further compared their

S SN

.performance ’w1th black undergraduate UTK students not enrolled in
these programs% ”Th1s study was conducted as a quasi-experimental
des1gn [1ntact nonequ1valent control group (self-selected version)]
utll1z1ng three 1ntact groups (Campbell & btanley, 1963; Huck, Cormier
& Bounds, 1974) . The study was conducted in the 1981-82 academic
'school year | |

inle e . ' :
Hypothesis 1: Black UTK students enrolled in the

1academ1c support services of the Black Cultural Center (BCC
or treatment group 1) and lthe Educational Advancement
TlProgram (EAP or treatment group 2) will demonstrate a
s1gn1f1cant 1ncrease in cumulat1ve GPA mean gain scores over
nonenrolled black UTK students (control group or treatment

group 3).

Hypothes1s 2 - There will ' be no significant differences

between the cumulat1ve GPA mean gain scores of black

i

students enrolled in the BCC and black students enrolled in

)
]

:academ1c support programs of the EAP.
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Additional questions this study sought to answer included:

1. What were the primary features of _the two academic support
services in this study?

2. What were the characteristics of the participants in the study?

3. What type of academic support services were most requested

and utilized by students?

Participants and Setting

Participants in this study were freshmen and sophomores ranging
in age from 17 to 22. Treatment group 1 consisted of 26 black under-
graduate students (21 females and 5 males) who self-selected the
academic support services of the BCC for the Winter Quarter of 1982,
Treatment group 2 consisted of 34 black undergrhduate students (25
females and 9 males) who self-selected the academig support services of
the EAP for the Winter Quarter of 1982. The control g’roﬁp included 28
UTK black undergraduate students (9 females and 19 males) nonenrolled
in academic support services.

‘At the time of this study it was estimated that 70% of the students
enrolled in the EAP were white. Black students made up 30% of the
total EAP enrollment. In contrast, 90% of the students enrolled for
services at the BCC were black. White students made up 10% of the
total BCC enrollment.

The University of Tennessee, Knoxville, has a moderate admissions
policy which generally attracts a heterogeneous black and white student
population. None of the participants in this study were admitted to

UTK through a special admissions program designed especially for high
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risk students. Geographica_llyb 95% of the sample popﬁlation"came from
Tennessee. The remaining 5% of -the population ' represented other
gebgraphical areas (brimafily’northerniand southéastern states).

. The two academic support ,_iprogi‘ar‘ns are located on the UTK
campus. They are basically designed to assist students who may- be
experiencing some typé of academic “deficiency. ' The EAP also assists
students with low (less than 17) .ACT scores.: Students may request
additional services relating to. social: and personal consultat_ion._.., The
fact that student‘s were willing to:seek. out academic services indicated
considerable motivation for academic self-improvement and suggested
that the participants might benefit ‘from :the requested services. |

Because a majority‘ of " students “enrolled. in .the two 'treatment
groups represented disciplines in engineering and the "hard sciences,"
the control group Arepresented an intact- group of eng‘ineering: and
chemistry students enrolled  in similar :»"math," chemistry;,- bi'ology,'

English, and computer science courses..

Design of Study

. This study was conduéfed a; a quééi;éxpéﬁmental design‘(intact
nonequivalent control .group self-selected version). There are several
reasons which underline the,>;u.s‘e of this design. According to Huck,
Cormier & Bounds (1974),"they are: TR T P

1.. Quasi-experimental designs «allow"'res;earchers to investigate
studies when true éxperimental designs ‘are not possible or féasiblé‘.
2. Even though researchers who' employ this type of ‘design''do

not have total experimental control,they - can ‘control “one of :the
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following: which intact group receives treatment, when treatment-is_
applied, and when observation is made. |

3. Quasi-experimental designs have greater control over external
than internal threats fo validity. For example, Huck, Cormier &
Bounds (1974) found that participant reactivity was less frequent when
researchers used the quasi-experimental design with intact or naturally
assembled groups. In contrast, true experimental designs select
pafticipants who are randomly assigned to comparison groups. Thus,
participants are likely to be more "reactive" and more awére of the}
purposes of the research. |

An intact nonequivalent control group (self-sclected) design is
similar to the pretest-posttest design except that participantslare not
randomly assigned to groups. The participants in this expérimeﬁtal
design wvolunteered for treatment or sought exposure to treatm‘ent
whereas the control group did not seek out treatment. In the case of
the current study, the’ participants in treatment groups 1 ‘avnd’2 are
self-selected who sought help from academic support services whereas
the control. group participants did not seek academic suppqrf service

help.

Statistical Techniques and Rationale

To test the hypotheses governing this investigation, the following
statistical techniques were formulated. Mean gain scores were éalcu.;
lated for each comparison group, and the parametric independent
samples t-test was computed to compare for significant differences

between mean gain scores. - Gain scores were calculated by subtracting
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each participant's pretest score from his/her posttest  score. The test
for significance selectedfor the t—test-was_at .05 level, IR
According to Camphell and Stanley (1963) and Huck et al. (1974),
the use of gain scores and the indep’endent‘ samples t-test-is best
considered when comparing groups that- heve “an >unequal number of
scores. Since the three g_roups in the study did not contain the same
number of participants, the writer ‘was , obligated to test..for the
assumption of homogeneity of variance-.by _calculating the F value.
These statistical techniques: are most: appropriately epplied when
conducting research involving intact nonequivalent:control groups. |
The two hypotheses in the study called for.a one-tailed test and a
two-tailed test. For example, hypothesis'l was;tested for a significant
increase (one direction- or greater) resulting-in--a one-tailed : or one-
directional test. Hypothesis 2 was tested?nfor'*‘i‘significant differences in
either direction (i.e.,'r .in.crease and. .decrease: :or :greater and less)
resulting in a two-tailed or two-directional test. The UTK Statistical
Analysis System (SAS) programming was. used for.:the computetionv of
results, The results of the statistical tests and analyses were comouted
in tables. Percentages were‘use‘d in.analyzing participant's cumulative
GPA mean gain scores and demographic:data. .
Procedure J

R T

A letter soliciting the permlssmn to conduct this- research was sent

e

to the Dean of Student Development Serv1ces Enclosed w1th the letter

was a prospectus detalhng the study. W1th the approval of the study

the investigator met 1nd1v1dually with each dlrector and coordlnator of
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the respective offices from which these data originated. At each
meeting the hypotheses and variables governing the study were dis-
cussed. All data collected and received pertaining to the identification
of the participants were guaranteed to be held in the strictest confi-
dence, and no references to their identification in the study were to be
made.

To determine the effects of treatment, preexperimental cumulative
GPA mean scores were obtained from both treatment groups and the
control group. Preexperimental treatment cumulative GPA mean scores
for group 1 and group 2 were obtained at the beginning of the 1982
Winter Quarter. The cumulative GPA mean score for control group 3
was obtained during the first week of the 1982 Winter Quarter. The.
postexperimental treatment cumulative GPA scores were obtained for
treatment groups 1 and 2 at the end of the 1982 Winter Quarter. The
second set of cumulative GPA mean scores for control group 3 was also
collected at the end of the 1982 Winter Quarter.

The effectiveness of the two academic support services was
assessed througﬁ comparing the treatment and control groups on the
following observations: (1) final cumulative GPA mean gain scores for
the 1982 Winter Quarter, (2) GPA scores achieved and performed in
participants' tutored courses, (3) examination of progress reports, and
(4) personal feedback from staff and students. Data were collected
through formal and informal discussions with academic support staff,
administrators and students. Demographic information, GPA perfor-

mance, academic support services requested or received, progress
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reports and related assessment were collected from the students' files.
These data were provided by the Offices of Studeﬁt Development Ser-
vices, Black Cultural Center, Educational Advancement Program, Black
‘Minority Engineering and the Office of Student Data Analysis and

Informed Consent.

Treatment

Although the academic support services provided by the two
treatment groups differed, there were some similarities. Participants in
both groups self-selected the services of the two academic support
programs. Both treatment groups received tutorial and other related
academic assistance lasting a minimum of one full quarter. Participants
in both programs received a combination of tutoﬁﬁg, counseling,
advisement, and programmed learning skills instructions. Professional
and sfudent/peer and graduate assistants were utilized in providing
academic assistance in both groups. Participants in both treatment
groups received progress reviews throughout the quarter from their
respective advisors. Finally, the goals and mission of the two academic
support services are similar. Both programs provide a number of
approaches and strategies to help prepare students to adequately
perform in course work. In addition, both programs provide services
to assist with the myriad needs and projected needs of the students
they serve.

Differences between the two treatment groups will be discussed.
In treatment group 1 there were no specific criteria for enroliment

whereas students in treatment group 2 had to meet certain federal/state
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criteria and be classified economically and/or academically high risk.
Participants in treatment group 1 received structured tutoring for
regular classroom assignments. In contrast, participants in treatment
group 2 received tutoring for basic skill classes and regular classroom
courses on an individual basis. Also, they received a less structured
tutoring format, and they were on a self-paced learning schedule.
Participants enrolled in treatment group 1 were provided academic
assistance in courses in chemistry, engineering, and math to biology
and French. Students enrolled .in treatment group 2 were provided
academic assistance in five major areas (not exclusively) which
included: (1) math, (2) English, (3) biology, (4) educational
psychology, and (5) reading. Even though both programs were open to
UTK students, the BCC served a majority of black students. The EAP
consisted of a majority of white students.

This chapter has described the participants and setting, the
design of study, and statistical techniques and rationale used in
collecting and analyzing results. The next chapter presents the

results,
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CHAPTER IV
RESULTS AND DISCUSSION

Introduction o N T S0

Specifically, this study sought to determine if any‘ significant
differences existed between the cumulative GPA} mean‘gain scores
of students enrolled in the academic support services of the BCC, EAP
and a control group. The st‘udy was a qﬁasi-experimental invesvtigation
utilizing three intact groups. The research was conducted  in -the
1981-82 academic school year. The hypotheses tésted were:

le Black students enrolled in the BCC and EAP will . .-
demonstrate a significant increase in GPA mean gain scores *
over nonenrolled black UTK students. |

HZ: There will be no significant difference between the.
cumulative GPA mean gain scores of black students enrolled:

in the academic support services of the EAP and BCC.

To test the hypotheses goverrﬁng this rese_érch for each set. of
data, the mean, mean difference, variance, ’standard deviation, and
independent samples t-test were computed aﬁd analyzed. ‘ The test. for
significance selected for the t-test was at the .05 level; ‘Grade point
average was calculated according to the wayl the University: ~of
'Tennessee, Knoxville, calculates GPA. First, all noncredif grade .
symbols (i.e., N, I, and W) were excluded from\ calculations; second,
the following scale was incorporated: A=4.0, B ='3.0, C =.2.0,

D=1.0, and F = 0.0. The results of each hypotheéis tested are

reported in numerical sequence.
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The first comparison was to test whether the sample data sup-
ported the éssumption of homogeneous variance. This was done ‘by
calculating the 'F value. If the calculated F value is greater than the
table critical F value, then there is a significant difference. Thus, the
null hypothesis will be rejected. Otherwise, if the critical F value is
greater than the calculated F value, then the sample means do not
differ significantly from one another. In this regard, the null
hypothesis will be accepted.

The first hypothesis comparison was to compute the independent
samples t-test and mean gain scores. The independent samples t-test
would determine if the GPA mean gain scores achieved by the two
treatment groups were significantly greater than the scores of the
control group. ‘StatiStically greater GPA mean gain scores would
suggest that students benefited substantially from treatment. In this
case the alternative hypothesis will be supported. Relatively identical
GPA mean gain scores would indicate that the treatment groups did not
differ significantly from the control group. The researcher would
reject the alternative hypothesis.

The second hypothesis comparison wasvto determine if a significant
difference in cumulative GPA mean gain scores existed between the two
treatment groups. A second independent t-test and mean gain scores
were calculated for this purpose. The significance of the cumulative
GPA mean gain value compared between the two treatment groups would

indicate whether the assumption of the second hypothesis was justified.
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Data Analysis

Table 1 indicates the test for the assumption of homogeneity of
variance between the two treatment and control groups. The initial Fall
. Quarter cumulative GPA mean score for group 1 was 2.08; the initial
cumulative GPA mean score for group 2 was 2.14; and the initial cumu-
lative GPA mean score for group 3 was 2.30. Although the initial
cumulative GPA mean score for group 3 was somewhat greater than the
two treatment groups, the critical F valﬁe on the groups' variances
revealed that these differences were not significantly greater at the .05
level. Also, the slightly greater initial cumulative GPA mean score of
group 2 was not significantly greater at .05 level than group 1. The
implication is homogeneity of variance in cumulative GPA mean scores

between groups,

Table 1

Test for the Assumption of Homogeneity of Variance Mean, Variance, and
Result of Test of Significance Between GPA Means and Variance of Two
Treatment Groups and a Control Group

N M Var F* t-Ratio**
26 2.08 1.0548 3.40 0.2965
34 2.14 1.0560 3.28 0.2961

29 2.30 1.0607 3.35 . 0.2936

*E—test—teét the homogeneity of the variance.

**Independent t-test significance of difference between mean.
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Table 2 represents the summary data for the analysis of the initial
and final cumulative GPA mean gain scores to test hypothesis 1.
Analysis of final Winter Quarter cumulative GPA mean gain scores
performed by group 1 was 2.15. For group 1 this resulfed in a mean
gain increase of 0.07. The final cumulative GPA mean gain score for
group 2 was 2.02. Group 2 performed a mean gain decrease of -0.12.
The final cumulative GPA mean gain score for group 3 was 0.11.
Although groups 1 and 3 recorded an increase of 0.07 and 0.11,
respectively, these mean gain increases were not significantly different
(t = 0.2877, p > .05). The summary data of the independent samples
t-test to test hypothesis 1 indicated no signiticant differences between
the mean gain scores for group 1, group 2 and group 3. Therefore,

hypothesis 1 was rejected.

Table 2

Table Summary of Between Group Initial and Final Mean Gain Scores
' and t-Ratios

Initial GPA Final GPA Gain Score
M M M §_1?_ Var _t;Ratio
Group 1 (BCC) 2,08 2.15 0.07 0.47 0,225 1.0739*
Group 2 (EAP) 2.14 2.02 -0.12 0.86 01755 1.3038%*
Group 3 (Control) 2.30 2.41 0.11 0.48 0.237 1.2500%

*p > .05,
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The data presented in Table 3 (t = 0.3225, p > .05) indicate no
significant. differences between the mean gain scores for group 1 (0.07)

and group 2 (-0.12). " Hypothesis 2 was supported.

Table 3

Table Summary of Between Group Initial and Final Mean Gain Scores
and t-Ratios (Treatment Groups)

Initial GPA Final GPA Gain Score
M M ] SD Var t-Ratio
Group 1 2.08 2.15 - 0.07 0.47 0.225 1.0739*
Group 2 2.14 2.02 -0.12 0.86 0.755 1.3038%
*p > .05. |

The results of the present study must be interpreted cautioﬁsly.
While the investigator rejected the alternative hypothesis (Hl) (t =
0.2877, p > .05) and failed to reject the null hypothesis (Hz) (t =
0.3225, p > .05) in this study, a closer examination of the other data
collected not shown in a table on group performance within the two
treatment groups reveals the following: (1) 61% of the students
receiving tutoring at the BCC (group 1) achieved letter grades of "C"
(2.0) and above "C+" (2.5) to "A" (4.0) in regular classrooh courses;
(2) likewise, data on group performance of students enrolled in the EAP
(group 2) showed that 70% of the students achieved similar GPA results
for regular and basic skill courses for ~which tutoring had been

given; (3) interestingly, students enrolled in the BCC identified
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chemistry, engineering, math and biology most often as the subject
areas in which they needed academic assistance and tutoring. Students
enrolled in the EAP identified the subject areas of math, biology,
chemistry, and English. Students enrolled in the control group were
enrolled in similar regular course work as the two treatment groups and
received similar grade point averages; and (4) data showed that 39% of
the students in group 1 and 30% of the students in group 2 performed
less adequately in tutored course work. They received letter grades
below "C" in tutored courses.

Efforts were made to determine why some students did not perform
adequately in their course work. Some plaﬁsible explanations to this
unexpected outcome may lie in several answers. First, although a
majority of students in both programs appeared highly motivated to
succeed in their educational development (as evidenced by their
progress reports, participation in services, and informal discussion with
staff and students), there were some students in both programs who
perhaps could have benefited from more intense counseling and addi-
tional tutorial services. Second, the reduction in cumulative GPA mean
gain scores for students enrolled in the EAP during the Winter Quarter
suggests a need for better understanding the role of acaciemic support
services in student achievement. Unfortunately, because of limited
funds and resources available to the EAP and BCC programs, they are
not able to identify and provide appropriate academic assistance in
every course to every student. Third, students enrolled in the EAP

are on a self-paced schedule, and this may have influenced their GPA
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outcome for tutored courses. Fourth, reasons given ‘most frequently by
students who did not perform adequately in courses fell into one of the
following categories: ‘"class pace (regular classes) was too fast,"
"missed classes due to health problems,” and "lack of interest in class
assignments."

Relationship of Findings to Other Research:
Academic Support Services

The hypotheses presented in the present study on academic
support services are similar in construct to Tarpey and Harris (1979),
Baranchick and Ladas (1980), and Sedlacek and . Websterr (1978).
Essentially, those researchers contend that students enrolled in
academic support services generally improved in retention a‘nd.A grade
point average, particularly academically deficient students. A re.sear‘ch
outcome by Eddins (1976), Hart and Keller (1980),' and Keates (1982)
has shown a cause and effect relationship between students enrolled in
acédemic support services and an increase in their grade '-point
averages. Students with such academic deficiencies are generally
provided Witil a combination of academic skills concurrent with regular
classroom courses, intense counseling and advising (Remes & Jones,
1980).

In addition, Aulston (1972), Astin (1978), Wessell, "Engle, and.
Smidchems (1978) have demonstrated that college environment ‘.plays an
important role in relation to academic success of a college student.
Jones (1978) found that a student's choice of college did not appear to

have been influenced by friends, teachers or counselors, but instead
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by the quality and reputation of the institution. Those findings,
including the above research, would suggest the following outcomes:
(1) students enrolled in academic support services will significantly
improve their cumulative GPA, and (2) students receiving academic
support services should achieve significantly greater cumulative GPA
scores than nonenrolled students.

Those suggested outcomes were in part supported by the present
study. The alternative hypothesis was not supported while the null
hypothesis was supported. Although the research design of this study
was similar in construct to iTarpey and Harris, there were methodologi-
cal differences. Tarpey and Harris assigned participants to one of
three groups. Two treatment groups consisted of 31 students each who
received communication skill training, and there was one nontreatment
control group with 31 students. Before and after the course, all
students' GPAs were obtained at the end of the academic term.

As in the present study, Tarpey and Harris found no statistically
significant differences in precourse GPAs between students enrolled in
the three groups. However, unlike the present study, Tarpey and
Harris found -that the two treatment groups achieved significantly
greater postcourse GPA scores than the nontreatment group. The
differences in research design between the two studies may have
influenced the difference in results of the alternative hypothesis of this
study. The Tarpey and Harris study was a true experimental design
with random sampling. The current study was a quasi-experimental

design with intact or natural assemble groups.
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The feasibility of utilizing a true experimerital*desigh for this
study would not have been appropriate because the 'study investigated
the effectiveness of two academic support programs”on the academic
performance of students who had self-selected these services. Most
statistical experts, including Stanley and Campbell - (1963) and Huck,
Cormier and Bounds (1974), agree that whenha true experimental design
is not feasible, it is appropriate to utilize the ‘quasi-experimental.
design. Otrerall, in relationship to other research‘f'*in’T this domain, the

current study supports in part findings of previous:studies.®

Positive Aspects of the Study

The most positive aspect of the study was to‘(lnvestlgate the
academic performance of black undergraduate students enrolled in
academic support services and programs who were enéaged 1n successful
(2.0 and above) classroom work. As has been prev10us1y stated, most
similar studies focused on black students class1f1ed as h1gh risk or
disadvantaged. These studies would lead one to conclude that only
high risk or d1sadvantaged students benefit from the serwces provided
by these programs. Another assumpt1on one m1ght make from the
literature is that black students are 1ll—prepared for the r1gors of
academic pursuit at predominately wh1te 1nst1tut1ons Although there
may be some basis for these assumpt1ons, the present study produced
evidence which showed that both h1gh risk .students and students in
good “academic standing were enrolled in acadetmc support serv1ces

Another positive aspect of this study, as compared to past stud1es, was

the enrollment of most of the participants in challeng'lng d1sc1pl1nes such
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as engineering, chemistry, computer science, business administration,
and biology. A positive aspect of the study was to highlight the
unique features of two important academic support services available to
UTK students,

‘The primary implication of the study. was that the two academic
support services provided programs in an attempt to meet the academic
needs of their students. This growing need for such services is the
direct result of recent increases in college admission standards and the
diverse backgrounds of today's college students (Grant, 1976; Cole &
Hanson, 1973; Cleary, 1968). DMany students, particularly black and
other minority students, enter college with various types of problems.
Too, the students are expected to produce good grades and maintain
relatively high scholastic standards. For many of these students these
expectations are difficult to achieve. Providing the st‘udents wit.h help
from competent staff personnel as well as professional, paraprofessional,
and peer assistance can reduce the magnitude of some of the problems
" and anxieties they face on entering college. With assistance and
support many of them will realize their ultimate educational goal, which
is to make good grades and graduate.

A second major implication of the study involves the importance of
the relationship between students enrolled in academic support programs
and their advisors and tutors. Both prograrhs in this study had been
successful, in initiating services in which advisors and tutors become
very involved with the students' course work. Staff members of thé

BCC and EAP had been successful in working with other academic
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departments, faculty members, and administrators in assis.ting students
to overcome various academic and social barriers. Blustein (1981)
points out that it is not wunusual for advisors, tutors, énd other
support staff to become ‘directly involved with the students' total
gducational development. This usually requires the staff member to, be
involved with various aspects of students' personal anq vocational
development. In addition, staff are sometimes called upvon to act, as
race-relation persons and consultants. Blustein and Hae'ttencl'lwil_l_”er
(1981) found that members of an academic support staff had a  job
description which encompassed much of the profession's skills .and
competencies. |

The final implication of the present study is that use of traditional -
academic measures, GPA, credit hours, and retention shows thét [the.
performance of students enrolled in thev BCC and EAP was acc‘e-ptable
for the Winter Quarter of 1982. Both groups achieved cumulative .IGP_AVS
of over 2.0; more than 60% of students enrolled in the BCC 'anc'i 70%.-in
the EAP achieved GPAs of 2.0 and above in tutored courses. In' addi-
tion, data showed no significant drop-out rate from academic support

services among students enrolled in both programs.
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CHAPTER V
FINDINGS AND RECOMMENDATIONS

The purpose of this study was to determine the effectiveness of
academic support services on the academic performance of students
enrolled in the BCC and EAP., Specifically, this study sought to
determine if the provisioﬁ of academic support services resulted in
significant increases in students' cumulative GPA mean gain scores and
to determine if any significant differences existed in the increase or
decrease in cumulative GPA mean gain scores between students enrolled
in the BCC, EAP and a control group. An alternative hypothesis and a
null hypothesis were specifically generated. The alternative hypothesis
was that students enrolled in the academic support services of the BCC
and EAP would demonstrate a significant increase in cumulative GPA
mean gain scores over nonenrolled students. The null hypothesis was
that there would be no significant differences in GPA performance
between students enrolled in the academic support services of the BCC
and EAP. Additional questions this study sought to answer included:

1. What were the features of the academic support services in
this study?

2. What were the characteristics of the students?

3. What type of academic support services were most utilized or
requested by students?

The setting for this study originated at the University of

Tennessee, Knoxville, Black Cultural Center and Educational Advance-

1
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ment Program. The research was conducted in the 1981-82 academic

school year.

Statistical Analysis

To test the hypotheses g'overning this study the independent
samples t-test was computed in three separate comparisons to analyze
the data. Mean gain scores were obtained from each compariéon group.
Mean gain scores were obtained by subtracting each participant's
pretest score from his/her posttest score. Hypotheses were tested at
the .05 level of significance. The first hypothesis was whether black
students enrolled in the BCC and EAP would. demonstrate significantly
greater cumulative GPA mean gain scores than nonenrolled students.
The second hypothesis was to deterrhine if a significant difference
existed in the increase or decrease of cumulative GPA mean gain scores
between students enrolled in the two treatment groups. The data on 89
black undergraduate students representing two treatment groups and a

control group were collected, analyzed and evaluated.

Findings

Statisfical analyses of data pertaining to the two treatment groups
would demonstrate significantly greater cumulative GPA mean géin
scores than the control group was rejected. Statistical analyses of the
data showed no significant differences in the increase or decrease
between the two treatment groups and caused the investigator to fail to
reject the null hypothesis (Hz). However, caution is advised in inter-

preting the lack of statistical significance of data of the major
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hypothesis (Hl)' The BCC and EAP provided programs to students
with academic deficiencies and students who needed "brush up" tutorial
services. Students enrolled in the BCC and EAP achieved .cumulative
GPA mean scores of 2.0; and more than 60% of students in both
programs achieved GPAs of 2.0 and above in tutored courses. Reasons
given by students who did not perform adequately in their course work-
fell into one of the following categories: (1) "class pace was too. fast;"
(2) "missed classes due to health," and (3) "lack of interest in class
assignments." ' : Lo
Interestingly, unlike most academic support service prog‘rams which
provide some type of advisement or tutorial services, the BCC and EAP
had several unique features. First, both programs provided students
with academic assistance in an attempt to insure that they performed
adequately in their course work. One of the main criticisms of colleges
and universities with liberal or open admission policies was that many
unprepared students were admitted to these campuses only to be:later
dismissed because of poor grades. Second, students in both programs
received intense counseling and advisement on how to study, and they
were expoéed to a variety of learning techniques Third, the academlc
support staff of the BCC and EAP acted as student advocators in that
they worked closely with other educational departments and uttt(\;er’sny
units, e.g., housing, financial aid and career plannmg/placement
Fourth, students in both programs were encouraged to take an actlve
role in their responsibilities to develop the skills and attttudes

necessary for successful college matriculation. Although the research



51

'did not significantly support the contributions of the BCC:and EAP,
informal observation of student participation suggested “the brograms
provided positive benefits to students. Sl

The participants in the study wiere enrqiled at UTK during the
1981-82 academic school year. Geographically, ,95%3-'of them® were from
Tennessee. The remaining 5% of the.participants were from other south-
eastern and northern states. All participants in the* study were
admitted to UTK through the regular admission program. Interestingly,
the participants in the study represented a heterogeneous black student
(undergraduate) population. The participarits were L‘traditional age
students.

Students enrolled in the BCC most often requested~tutorial assis~
tance for the following courses: engineering, chemistry, math aﬁd
biology. Students enrolled in the EAP requested: the® most ‘-tutorial
assistance in the subject areas as students.enr‘o'lle‘d'in?‘ the - BCC.
However, students enrolled in the EAP requestéd additional tutorial

services in English, and basic skills courses.

Recommendations ‘ fon i

In light of recent budget cuts and reduced funding -of programs
and services which have hit the nation's colleges® and -universities,
further efforts to provide students with additional” academic support
services should be generated by the university community.- ' Perhaps
providing information about the goals, objectives and achievements of
these programs would evnlighten administrators, faculty,* and students

-who otherwise might be skeptical or misinformed about the quality of
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these services and the necessity of promoting them.. In essence;
improving the futufe of academic ‘support programs, especiauy those
services provided by the BCC and EAP, includes the following
recommendations: |
1. The stigma‘ associated with students receiving tutorial or
remedial services must be eradicated. Perhaps by changing
the name of the tutorial or remedial services to "developmental
studies" might alleviate this stigma. L
9. Staff members of the BCC and EAP-should continue their dia-
logue with other academic staff regarding progréms, services,.
and research possibilities. ‘ e e
3. Adding UT faculty and staff as resource persons or consul-
tants to these programs is highly recommended."." BRIV )
4, Be‘_tter funding of the BCC and EAP would provide students
with additional tutorial services, academic assistance and

improved physical facilities.

Suggestions for Future Research

The following three suggestioﬁs for future research are offevrl\g;c‘l:
1. Further studies attempting to assess the effects of ag;def;xic
support services on the performance of students bsh‘(k)\{\l‘ld be
conducted under conditions that would allow for a{true
experimental study. That is, further studiés wou'lrci\ neue‘dv
conditions which would allow for appropriate experimental

controls and the random assignment of participants.
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2. The findings of no significant relationship between students
enrolled in the BCC, EAP and control group should be thor-
oughly investigated. An indepth comparative‘ study of
students who succeed with support services and those who
succeed without such services is needed.

3. The study, furthermore, needs to be replicatedl to include all
students (black and white) who utilize the academic support
services of the BCC and EAP. This would determine if a
significant relationship existed for all students receiving
academic assistance. Also, the study needs to be conducted
over a longer period of time, e.g., one full academic school
year.

In this assessment no attempt was made to investigate such
variables as test anxiety, interaction with professors, and other related
variables which may have profound effects on students' academic per-
formance and retention. |

The study specifically contributed to the existing body of litera-
ture in two ways. First, it offered an opportunity to investigate the
academic performance of students who were performing successfully (2.0
and above) in their course work as well as students who were not per-
forming adequately in their course work. Second, it offered an oppor-
- tunity to focus on the unique characteristics and services of the BCC

and EAP.
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INFORMED. CONSENT

This is a study on the academic performance of black students who
may or may not use academic support services. All data collected and
received will be coded and no references to the: identity “of the

participants in this study will be referred. R AN
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